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9–12 ELA Prefatory Material 

Instruction Is Shifting 
This is a comprehensive English Language Arts curriculum designed to fit the demands and instructional 

shifts of the Common Core State Standards (CCSS). As such, the modules, units and lessons in this 

curriculum were designed with a close adherence to the Publisher's Criteria and The Tri-State/ EQuIP 

Rubric. This means that teachers may encounter some new or unfamiliar structures, approaches, and 

strategies. The authors of these modules have been careful to ensure that its strongest characteristic is 

that it will support teachers as they build students' skills and knowledge in order to prepare them for 

College and Career as defined by the standards themselves. The major features of the modules and the 

ways in which these materials may differ from more traditional resources are outlined in the paragraphs 

below. 

The following information is organized into three sections. 

1. Overall Curricular Changes Due to the Shifts Demanded by the Common Core State Standards 
Some of the design features herein may necessitate shifts in practice for many high school ELA 

teachers, while many of them may be familiar as principles of strong and effective teaching. Where 

we see a possibility for significant changes in teacher practice, we are providing a bit of the logic 

behind the choices we've made. 

2. Our Approach to Homework 
The modules include a research-informed, consistent, and scaffolded approach to nightly homework 

for students. It blends "Accountable Independent Reading" (AIR) with opportunities for extension of 

student thinking and preparation for new learning. We are providing a thorough explanation of the 

system suggested herein. 

3. Flexibility in This Curriculum  
While some lessons provide detailed instructions or recommendations, it’s important to note that 

the lessons are not scripts and they do allow for teacher preference and flexibility to ensure that 

what is happening in the classroom both meets the needs of students and is in service of the shifts 

and the standards. We've been careful to point out the key places where teacher perspective and 

context-based decision making will be critical. 
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1. Overall Curricular Changes Due to the Shifts Demanded by the 
Common Core State Standards 

a. Text Complexity 
The texts read in this curriculum, with few exceptions, are considerably and consistently more complex 

than texts often studied at the high school level. This is in keeping with the increase in text complexity 

demanded by the Common Core State Standards. While there are familiar canonical texts such as 

Romeo and Juliet and “The Short, Happy Life of Francis Macomber,” there are also contemporary works 

such as David Mitchell's Black Swan Green and Karen Russell's “St. Lucy's Home for Girls Raised by 

Wolves.” These lessons and units also include literary nonfiction such as Rainer Maria Rilke's Letters to a 
Young Poet in order to expose students to a balance of text types and to build knowledge about the 

world (NYS ELA shifts 1,2, 3). It will always be necessary and appropriate for teachers to ask and support 

all students to navigate grade-level text complexity. The real difference here is that teachers will no 

longer translate or explain texts that are complex; all students—regardless of current ability—will be 

unpacking, chunking, deconstructing, seeking meaning, conducting analysis, defining words in context, 

using and developing background knowledge, and working to understand what they can of the text at 

hand. 

b. Depth, Not Breadth 
This curriculum focuses on slowing the pace and carefully exploring complex text through reading and 

rereading sections to fully explore the ideas, structures, and layers of meaning. The emphasis is placed 

on depth of student understanding of the text they are reading rather than the breadth of texts 

“covered” by teachers. In order to keep this focus on deep student analysis of texts some works are read 

in their entirety, while many others are read in excerpted selections. As students progress through each 

year and up through the grades, their ability to read closely and raise and answer evidence based 

questions will develop and increase in efficiency. The traditional goals of "covering texts or "collecting 

miles on the page" are secondary to ensuring that students have the space, time, and support to truly 

navigate grade level text complexity. What's more, the likelihood of those goals being met 

independently by all students is increased when classroom time devotes itself to thoughtful exploration 

and analysis of text. This curriculum expects students to engage in regular and accountable independent 

reading to ensure all students are reading a sufficient volume of texts; this is discussed in greater detail 

below. 

c. Text Pacing and Creating Space for Close Reading 
As a result of the complexity of the texts used in the curriculum and the depth with which we want 

teachers and students to engage in analyzing and making meaning from texts, the lessons within the 

curriculum require a much slower pace than is common in many high school ELA classrooms. Pacing has 

been slowed to provide time for the teacher to facilitate class in such a way that it is the students who 

are thinking, talking, and writing about the text through reading, rereading, and collaborating. This will 

often feel different from more traditional approaches where teachers establish background knowledge, 

conduct sometimes lengthy pre-reading activities, restate or upgrade nascent student ideas and share 

meaning more readily. It will not be efficient at first, and it may even feel uncomfortable for awhile as 

teachers and students all work to find their “sea legs” in this new venture. In other words, in these 

lessons, students are more frequently asked to address difficult questions with complex text 
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independently and in groups and to understand and articulate their own confusions and understandings 

before teachers provide answers or modeling. 

d. Revisiting Text and Annotating Text 
While common practice in poetry lessons, rereading and reviewing prose in small chunks for specific 

purposes is more common in these modules than in traditional curricula. A class may spend an entire 

period on ten lines of text to achieve a common and solid understanding. Part of the process of 

achieving this depth of understanding involves annotating text. This curriculum frequently asks students 

to note specific parts of a text that contain important ideas or themes that spark connections to other 

parts of the text or a different text, or require additional attention or discussion to support 

comprehension and analysis. In situations where students do not have their own copies of text to 

annotate, direct guidance should be provided to them on how to take notes and make annotations not 

directly on the text. For example, T-Charts with page numbers and comments or the liberal use of small 

self-stick notes would be fine solutions among others. 

e. Academic Vocabulary 
One of the foci of this curriculum, as with the Common Core Standards in general, is building students' 

academic vocabulary through exposure to Tier Two words (what the standards refer to as “academic 

vocabulary”) more likely to appear in complex literary and informational texts as well as regular practice 

and review with the words in varied contexts (shift 6). By encountering a volume of challenging text 

through independent and classroom reading, students will be exposed to a large number of these 

transferable, high-octane terms; gain familiarity with them through context; and occasionally—when the 

absence of definition would prohibit understanding—learn their meaning from their teacher. See our 

research page for more information on the approach to academic vocabulary and academic language 

demanded by the Common Core State Standards.  

f. Writing from Sources and Research 
This curriculum emphasizes writing from sources and research, again matching the emphasis placed on 

these activities in the Common Core State Standards. Using the text as the basis for forming claims and 

making inferences, the students write in a variety of contexts for a variety of purposes (shifts 4, 5). 

Students also engage in peer-supported and independent research projects of varying lengths and 

regarding various topics. See our research page for more information about the writing standards and 

the approach to research demanded by the Common Core. 

g. Standards Assessed versus Standards Addressed 
For each lesson in the curriculum, we have identified one or two "Assessed Standards" and another 

small group (most often 1–3) of "Addressed Standards." Assessed Standards identify the core work of 

the lesson around which student learning has been designed. For the Assessed Standard(s) we have paid 

special attention to ensure that the work of the lesson provides students opportunities to engage with 

the demands of the full standard. Students will be assessed on this core work during the daily 

assessment at the end of each lesson.  

This Assessed/ Addressed difference may require a shift in teacher thinking in that the Common Core 

demands careful attention to the language of the entire standard. Typically, for example, ELA curriculum 

has concerned itself with the independent study of theme. Because of the structure and coherence of 
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individual standards within the Common Core, we must now examine the way an author manifests 

theme over time through the arc of a character's development.  

Due the interrelated nature of the standards, each lesson addresses (or requires some work in) other 

standards to varying degrees. We have identified those standards, which have been "addressed" in 

sufficient detail to scaffold student learning in order to more deeply engage with the standards in future 

lessons. 

The daily assessments are specifically designed to provide students the opportunity to demonstrate 

their development (growth in their learning) against the standard(s) assessed in that lesson. In some 

assessments, the language of the standard will be evident in the question. Other assessment questions 

do not clearly reflect the language of the standards but require students to conduct all of the thinking 

embedded in a specific standard in order to appropriately address the standards. 

2. Our Approach to Homework 

a. Independent and Regular Reading 
The CCSS places great emphasis on academic vocabulary. These modules focus robustly on in-class 

close reading of complex text, and this is a key way to support students’ vocabulary growth. But it is 

not enough.  

Most of the words students need to know to be college and career ready are learned through wide 

and extensive reading.  Students, therefore, need to read independently—the more the better. This 

is especially true for students who are currently reading below grade level because they will gain the 

stamina and vocabulary required to attain grade level.  

Students will read independently and regularly for homework; Accountable Independent Reading 

will happen most nights, and students will quickly develop habits of mind around this practice. 

Independently, therefore, students will be consuming a volume of text that they can navigate on 

their own. These texts can and should often connect to the topics and ideas explored in the 

modules. A companion independent reading text list is currently in development by New York State. 

Ultimately, each of the modules in NYS 9–12 ELA will include a list of books and articles related to 

the topics and themes of each module. These books and articles will be at a variety of complexity 

levels so teachers will be able to recommend these differentially for independent reading for all 

students. Independent reading is too important to wait until this can be fully developed, however, 

so we are recommending an interim independent reading program oriented to the CCSS Reading 

Standards.  

Now and always, the school librarian or media specialist should play a key role in this aspect of the 

student's literacy education by helping students and teachers locate quality high-interest books for 

this purpose. They are trained and poised to be key players and student advocates in a Common 

Core-aligned curriculum.  

b. Accountability for Accountable Independent Reading 
To make the program accountable, easy to implement, and Common Core oriented, we will focus 

student attention on an applicable reading standard. To make it easier for teachers to implement, 
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and more pleasant for students, students will be encouraged to work in pairs. This can work as 

described in section c (Establishing a System for Accountable Independent Reading).  

c. Establishing a System for Accountable Independent Reading 
Students will need to be given time to choose books, articles, websites, or journals. They can pick 

any text they feel they can read independently, and they will be encouraged to do this in pairs. In 

the first few days, the homework assignment would be to find a partner and a text both agree they 

want to read. Beginning on day five, teachers will briefly (if they have not done so already) introduce 

and explain one informational text standard and one literary standard, beginning with standard one. 

For grades 9 and 10 informational, standard one is “cite strong and thorough textual evidence to 
support analysis of what the text says explicitly as well as inferences drawn from the text.” To make 

sure that students are able to connect a focus standard to their text, we recommend introducing 

informational text and literature standards 1–6 only, as these standards are the most broadly 

applicable to a wide variety of texts. 

Regularly during the second week, students will be given 3–5 minutes with their partner to prepare 

to explain how they employed this standard in what they read the night before. For example, if a 

pair of students had read an article on performance enhancing drugs in sports, they might say, “The 

article talked about how substances are bad for baseball.” One strong and thorough piece of 

evidence the student might cite to support this would be decreases in attendance in parks 

throughout the country. 

Teachers will "cold call” students and record only whether or not the response indicates that the 

reporting pair understood the text and interpreted the standard accurately. If done in pairs, one 

student could provide the answer, but the other student will respond to questions from the teacher 

or students. Students would be graded in their pairs, with both accountable to and dependent on 

the other for their performance. We suggest that teachers include these results in ELA grading and 

that the focus standard change regularly until all the applicable reading standards have been 

introduced. Then students can use the standard that makes most sense for what they read the night 

before.  

Surely some students, especially at the high school level, will game this system. Nothing is 

completely airtight when it comes to holding students accountable for activity beyond the class 

period. Many students will, however, do this, especially since they can gain credit for being diligent. 

Even those who do shirk the work will get brief daily exposure to the reading standards and will get 

modeling and exposure to how they inform a variety of reading strategies and approaches to 

comprehending text. Teachers may want to assign an accountability measure, such as reading logs, 

posting to a wiki, journaling, etc. for homework so that they can spot check the writing/ 

collaboration/thinking that happens at night for students who aren't cold called.  

Once the suggested related titles for each module are posted, teachers can choose to use this same 

system to hold students accountable for the related text titles. This would make the beginning 

dialogue more closely connected to the unit and would help to build students’ background 

knowledge. 
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d. Other Homework/Additional Homework Outside of Independent Reading 
In addition to AIR, students will be asked to do two homework activities each week. It is critical that 

this additional homework extend the learning of the day's lesson or prepare them for the lessons of 

the following day. Homework cannot and should never be a opportunity for low performing 

students to fall farther behind because of an inability to navigate grade level complex text 

independently. 

3. Flexibility in this Curriculum 
While some lessons provide detailed instructions or recommendations, it’s important to note that 

the lessons are not scripts and they do allow for teacher preference and flexibility to ensure that 

what is happening in the classroom both meets the needs of students and is in service of the shifts 

and the standards. 

This curriculum has been carefully designed to give an example of how the standards and shifts can 

be enacted in a high school ELA classroom. However, the curriculum designers recognize in any 

given classroom there is a range of student needs. To accommodate that reality, this curriculum is 

designed to be flexible in terms of day-to-day implementation, but with specific planning 

parameters as detailed below.  

a. Timing 
The lessons will give a suggested portion of classroom time to spend on specific activities; however, 

given the complexity of the texts and analytic nature of the tasks in these lessons/units, it may be 

necessary to move even more slowly than recommended. Teachers implementing this curriculum 

should always move at the pace they think is right in order to give their students the essential 

literacy skills demanded by the CCSS. It is better to extend the lesson than to omit sections of it for 

the sake of time. 

Importantly, if students are engaged in substantive evidence-based discourse and are making 

meaning of the text under study, it is not necessary to push forward into the next activity, question, 

or task. The priority in this work is that students are constantly developing their ability to engage in 

rigorous conversation and writing informed by their analysis of texts and are gaining insights and 

proficiency for themselves. In order for them to become successful and independent learners, they 

need to learn these skills for keeps. 

Because we are sensitive to the fact that high schools and their students are in a variety of places 

with their understanding and implementation of many of the core elements of this curriculum, 

including the Common Core State Standards, Accountable Independent Reading, evidenced-based 

conversations about text, teaching vocabulary in context, and teaching close reading, we have 

included detailed instruction on each of these elements early on in each year of instruction. If direct 

instruction on each of these elements is necessary, lessons may run longer than a typical class 

period. Teachers will have to make decisions, as they always have, around what is most appropriate 

for their students, while ensuring students are moving towards mastery of the standards. 
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b. Building Fluency 
The curriculum will include instances where the teacher is instructed to read a text aloud, in part or 

in whole, in order to model fluent reading for students and to give students who are not fluent with 

complex text a chance to hear the text read well. Students reading below grade level will benefit 

enormously from hearing the text read while they follow along, “reading in their heads,” before they 

begin to deconstruct it and conduct their own analysis. Some students may need two of these read-

throughs in order to access the text with confidence. If teachers serve students mostly reading on or 

near grade level, they might choose to limit these activities in favor of having students read 

independently or in group settings. This element of the curriculum is designed essential to support 

weaker readers. Not only does it bring them into the text with more confidence and comfort, but it 

does that while developing their ability to read more fluently. 

c. Paired and Group Reading/Collaborative Work 
Collaboration plays a major role in being ready for college and careers (see speaking and listening 

Anchor Standard 1 and Writing Anchor standard 6) and as such, these lessons/units allow for 

multiple opportunities for students to collaborate while reading, writing, listening, and speaking. 

Social learning and sharing of insights will likewise support students who didn’t arrive at the same 

conclusion. Students who develop the habit of presenting the textual evidence that led them to 

their conclusion will become better at it. Listening to peers presenting their position and supporting 

it well will lift everyone’s capacity for doing the same. The Common Core Standards were designed 

to weave together the four strands of reading, listening, speaking, and writing for just these reasons. 

d. Grading/Scoring of Assessments 
These lessons/units include frequent and varied opportunities to assess student learning and track 

progress towards mastery of the CCSS. These assessments can and should be used for formative 

purposes, but educators may also choose to select specific assessments for the purpose of assessing 

student progress and holding them accountable for their learning. To this end, we have included 

rubrics and others information to give the educator data that can drive instruction or be used for 

summative purposes towards determining a final course or unit grade for students.  

e. Text Versions 
This curriculum deals with a variety of texts, both those in the public domain and those with 

privately held publishing rights. Given the nature of these texts, you may notice some variance 

(language, page numbers, etc.) between versions referenced in this curriculum and other available 

versions. There is also a text list available, which denotes information about the text versions. The 

specific version of a text is identified at the module level. Generally, the most readily available 

version of a text was used; however, it is important to ensure the versions of texts used in 

implementation are cross-referenced with the curriculum to ensure alignment and to make any 

necessary adjustments. 
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 Module 1: Close Reading and 
Writing to Learn 

Module 2A: Working with 
Evidence 

Module 3A: Understanding 
Perspectives 

Module 4: Research, Decision 
Making, and Forming Positions 

G
R

A
D

E 
6 

Topic Myths: Not Just Long Ago Rules to Live By The Land of the Golden Mountain Insecticides: Costs vs. Benefits 
Central 
Texts* 

RL—The Lightning Thief, Rick Riordan  

 

RL—Bud, Not Buddy, Christopher Paul Curtis  

RI—“Stanford University Commencement 

Address,” Steve Jobs 

RL—Dragonwings, Laurence Yep  

RI—“Comprehending the Calamity,” Emma 

M. Burke 

RL—Frightful’s Mountain, Jean Craighead 

George 

RI—“The Exterminator,” Kristen Weir  

Writing 
Tasks** 

• Literary Analysis—Connecting Themes in 

Cronus and The Lightning Thief  (RL.6.2, 

W.6.2, 6.9) 

• My Hero’s Journey Narrative (RL.6.3, 

W.6.3) 

• Argument: How Does Bud Use His Rules—

to Survive or to Thrive? (RL.6.3, W.6.1, 6.9) 

• Research/Inform: “My Rule to Live By” 

(RL.6.3, W.6.2) 

• Literary Analysis: How Do the Author’s 

Purposes Affect the Narrator’s Points of 

View? (W.6.2, 6.9) 

• Newspaper Article: How the 1906 San 

Francisco Earthquake and Fire Affected the 

People of San Francisco (W.6.2, 6.7) 

• Research Simulation (W.6.7, 6.8, 6.9) 

• Position Paper: Do the Benefits of DDT 

Outweigh Its Harmful Consequences? 

(W.6.1, 6.9) 

G
R

A
D

E 
7 

Topic Journeys)and)Survival) Working)Conditions) Slavery:)The)People)Could)Fly) This)is)Your)Brain)–)Plugged)In!)
Central 
Texts* 

RL—A Long Walk to Water, Linda Sue Park  

RI—“Sudanese Tribes Confront Modern War,” 

Karl Vick 

RL—Lyddie, Katherine Patterson  

RI—“Commonwealth Club Address,” César 

Chávez 

RI—Narrative of the Life of Frederick 

Douglass (excerpts) 

No text purchase required;  

students will read articles only about the 

adolescent brain and the effects of technology 

use, provided in lesson supporting materials. 

Writing 
Tasks** 

• Literary Analysis: Writing about the Theme 

of Survival (RL.7.1, 7.2, W.7.2, 7.9) 

• Research-based Two-Voice Poem (RL.7.6, 

W.7.3, 7.9) 

• Argument: Should Lyddie Sign the Petition? 

(RL.7.3, W.7.1) 

• Consumer’s Guide to Working Conditions 

in the Garment Industry (W.7.2, 7.6, 7.7) 

• Literary Nonfiction Analysis: Analyzing 

Douglass’s Position in the Narrative 

(RI.7.2, 7.6, W.7.2, 7.9) 

• Children’s Book to Retell an Episode from 

the Narrative (W.7.3, 7.9) 

• Research Simulation (W.7.7, 7.8, 7.9) 

• Position Paper: Benefits and Risks of 

Entertainment Screen Time on the 

Development of Teenagers (RI.7.1, W.7.1, 

W.7.4, W.7.5, and L.7.6) 

 

G
R

A
D

E 
8 

Topic Finding)Home:)Refugees) Working)with)Evidence:)Taking)a)Stand) Japanese)American)Relations)in)WWII) Sustainability)of)World’s)Food)Supply)
Central 
Texts* 

RL – Inside Out & Back Again, Thanhha 

Lai* 

RI—“The Vietnam Wars,” Tod Olson 

RL—To Kill a Mockingbird, Harper Lee 

RI—“Equal Rights for Women,” Chisholm 

RI—“Ain’t I a Woman?” Sojourner Truth 

RI—Unbroken: A World War II Story of 

Survival, Resilience, and Redemption, Laura 

Hillenbrand  

RI—The Omnivore’s Dilemma: The Secrets 

Behind What You Eat, Michael Pollan 

(Young Readers’ Edition) 

Writing 
Tasks** 

• Literary Analysis: Explain the Significance 

of the Novel’s Title (RL.8.1, 8.3, RI.8.1, 

W.8.2, 8.9) 

• Research-based Free Verse Narrative 

Poems: “Inside Out” and “Back Again” 

(RI.8.1, 8.2, W.8.3, 8.9) 

• Argument: Taking a Stand (RL.8.1, 8.2, 8.3, 

W.8.1) 

• Readers Theater and Analytical 

Commentary: Taking a Stand in Maycomb 

(RL.8.11, W.8.3, 8.11) 

• Informational Essay: Invisibility of Captives 

during WWII (RI.8.1, W.8.2, 8.9) 

• Research-based Narrative: Becoming 

Visible after Internment (RI.8.1, W.8.3) 

• Research Simulation (W.8.7, 8.8, 8.9) 

• Position Paper: Which of Michael Pollan’s 

Four Food Chains Would Best Feed the 

United States? (W.8.1, 8.9) 
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* This plan shows most full-length books students read, and a few key articles. See separate document “Trade Books and Other Resources” for a complete list of resources needed in order to implement the modules. 

** This plan shows the two main writing tasks per module and the standards most central to each task. See Curriculum Map for the full list of standards assessed (including the writing process and language standards) 
1 Note: With the exception of 7th grade, this plan shows only Modules 1-4. The two “alternate” modules (M2B and M3B) will be summarized on a separate document in the winter of 2013.  

For seventh grade specifically, two options for Module 4 will be available: 7M4A: (topic TBD) and 7M4B: “Water Is Life”.  

 Module 2B: Working with Evidence Module 3B: Understanding 
Perspectives 

Module 4B: Research, Decision 
Making, and Forming Positions 

G
R

A
D

E 
6 

Topic Voices of Adversity Sustaining the Oceans N/A 
Central 
Texts* 
 
 
 

RL - Good Masters! Sweet Ladies!  Voices from a 

Medieval Village, Laura Amy Schlitz  

RL - Blue Lipstick: Concrete Poems, John Grandits 

RL - Technically, It’s Not My Fault: Concrete 

Poems, John Grandits 

RI - World Without Fish, Mark Kurlansky 

RL - Flush, Carl Hiassen 

 

 

GRADE 7 ONLY 

 
 
 

Writing 
Tasks** 

• Argument Essay: Do We Face the Same 

Adversities as the Voices of Good Masters, Sweet 

Ladies? (W.6.1 and 6.9) 

• Narrative: Giving Voice to Adversity (W.6.3, 

6.11c, SL.6.4 and 6.6) 

• TO COME GRADE 7 ONLY 

 

G
R

A
D

E 
7 

Topic Identify)and)Transformation:)Then)and)Now) N/A) Water)is)Life)
Central 
Texts* 

RL - Pygmalion, George Bernard Shaw 

RI – Various informational articles about identify 

Please note that, for 7th grade, alternate modules will 

be available for Modules 2 and 4, rather than for 

Modules 2 and 3. 

RI— The Big Thirst, Charles Fishman 

RI—“Water Is Life,” Barbara Kingsolver 

Writing 
Tasks** 

• Argument Essay: Eliza’s Changes (RL.7.1, 7.3, 

and W.7.1) 

• Advertisement Analysis and “Counter-Ad” 

(W.7.2a, b, c, d, e, f, 7.7, and 7.8) 

 • Research Simulation (W.7.7, 7.8, 7.9) 

• Water Management Position Paper (RI.7.1, W.7.1, 

7.4, 7.5, and L.7.6) 

 

G
R

A
D

E 
8 

Topic A)Midsummer)Night’s)Dream)and)the)
Comedy)of)Control)

The)Civil)Rights)Movement)and)the)Little)Rock)
Nine)

N/A)

Central 
Texts* 

RL - A Midsummer Night’s Dream, William 

Shakespeare  

RI – Various informational articles about 

Shakespeare and the universal appeal of his works 

RI - A Mighty Long Way: My Journey to Justice at 

Little Rock Central High School, Carlotta Walls 

LaNier and Lisa Frazier Page 

RI - Little Rock Girl 1957: How a Photograph 

Changed the Fight for Integration, Shelley Tougas 

GRADE 7 ONLY 

 
 
 

Writing 
Tasks** 

• Argument Essay: Controlling Others in A 

Midsummer Night’s Dream (W.8.1)  

• Character Confessional Narrative (RL.8.2, 8.3, 

W.8.3, 8.4, 8.9a, and 8.11b) 

• TO COME GRADE 7 ONLY 
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Summary of Task 

• In this performance task, students will have a chance to apply their knowledge of the elements and purpose of myth as well as their deep understanding of the hero’s 
journey. Through a series of narrative writing lessons, students will create their own hero’s journey story that includes key elements of myth. Students will create a 
hero set in the ordinary world. They will then create a problem and a series of events that align with the stages of the hero’s journey. They will use descriptive details, 
sensory language, and transitional phrases to create an engaging reading experience. They will write a conclusion that naturally unfolds from the series of events. This 
performance task centers on NYSP12 ELA Standards RL.6.3, W.6.3, W.6.4, W.6.5, W.6.6, W.6.11c, L.6.2, and L.6.3. 

Format 

A narrative story structure that establishes a context and narrator, introduces characters, unfolds naturally across a sequence of events, uses narrative techniques such as 
dialogue, pacing, and description, uses transition words and phrases, includes sensory language, and concludes naturally from the narrated experiences.  

 

Standards Assessed Through This Task 

• RL.6.3. Describe how a particular story’s or drama’s plot unfolds in a series of episodes as well as how the characters respond or change as the plot moves toward a 
resolution. 

• W.6.3. Write narratives to develop real or imagined experiences or events using effective technique, relevant descriptive details, and well-structured event sequences. 

• W.6.4. Produce clear and coherent writing in which the development, organization, and style are appropriate to task, purpose, and audience. 

• W.6.5. With some guidance and support from peers and adults, develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying a new 
approach. 

• W.6.6. Use technology, including the Internet, to produce and publish writing as well as to interact and collaborate with others; demonstrate sufficient command of 
keyboarding skills to type a minimum of three pages in a single sitting. 

• W.6.11c.  Create poetry, stories, plays, and other literary forms (e.g. videos, art work) 

• L.6.2. Demonstrate command of the conventions of standard English capitalization, punctuation, and spelling when writing. 

* L.6.2a. Use punctuation (commas, parentheses, dashes) to set off nonrestrictive/parenthetical elements.* 

* L.6.2b. Spell correctly. 

• L.6.3. Use knowledge of language and its conventions when writing, speaking, reading, or listening. 

���



 

 

GRADE 6: MODULE 1: PERFORMANCE TASK 
My Hero’s Journey Narrative 

 
 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary 
Learning Outward Bound, Inc NYS Common Core ELA Curriculum  •  G6:M1: Performance Task  •  June 2013  •  3 
 

 

* L.6.3a. Vary sentence patterns for meaning, reader/listener interest, and style.* 

* L.6.3b. Maintain consistency in style and tone.* 

 

Student-Friendly Writing Invitation/Task Description 

• We have studied the hero’s journey and the elements of mythology. Now, you are going to write your own version of a hero’s journey; you will use narrative writing 
skills, the stages of the hero’s journey, and elements, such as supernatural beings or creatures, found in mythology. You will bring the events of your hero’s journey to 
life by using dialogue, description, transition phrases, and sensory language.  

Key Criteria For Success (Aligned With Nysp12 Ela Ccls) 

Below are key criteria students need to address when completing this task. Specific lessons during the module build in opportunities for students to understand the 
criteria, offer additional criteria, and work with their teacher to construct a rubric on which their work will be critiqued and formally assessed.  

Your hero’s journey narrative will include: 
• The introduction of a narrator and characters.  

• A series of events that follows the stages of the hero’s journey.   

• Transitional words and phrases to signal when time or setting has changed.   

• Sensory language and descriptive details to bring your story to life.  

• A conclusion that makes sense with the series of events.  

• Attention to the use of conventions and sixth-grade spelling words. 
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Options For Students 

• Some students may dictate or record their story.  

• Provide sentence frames, lists of steps, graphic organizers, and anchor charts for student reference.  

• Advanced options: When writing their story, students may be challenged by using strategies such as omitting a letter or writing using alliteration. Providing a “Dead 
Words” list that students may not use in their writing may help them avoid clichés and other overused words 

Options For Teachers 

• Students may present their stories to members of the school community (i.e., as a read-aloud to younger students).  

• Students may create illustrations that accompany their stories that show, or add to, the details they included in their writing.  

• Students may create a reader’s theater script of their story and then act it out with peers for their class.    

Resources and LInks 

• www.rickriordan.com 

• www.mythologyteacher.com 
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In this module, students are involved in a deep study of mythology, its purposes, 
and elements. Students will read Rick Riordan’s The Lightning Thief (780L), a high-
interest novel about a sixth-grade boy on a hero’s journey. Some students may be 
familiar with this popular fantasy book; in this module, students will read with a 
focus on the archetypal journey and close reading of the many mythical allusions. As 
they begin the novel, students also will read a complex informational text that 
explains the archetypal storyline of the hero’s journey which has been repeated in 
literature throughout the centuries. Through the close reading of literary and 
informational texts, students will learn multiple strategies for acquiring and using 
academic vocabulary. Students will also build routines and expectations of 
discussion as they work in small groups. At the end of Unit 1, having read half of the 
novel, students will explain, with text-based evidence, how Percy is an archetypal 
hero. In Unit 2, students will continue reading The Lightning Thief (more 

independently): in class, they will focus on the novel’s many allusions to classic 
myths; those allusions will serve as an entry point into a deeper study of Greek 
mythology. They also will continue to build their informational reading skills 
through the close reading of texts about the close reading of texts about the 
elements of myths. This will create a conceptual framework to support students’ 
reading of mythology. As a whole class, students will closely read several complex 
Greek myths. They then will work in small groups to build expertise on one of those 
myths. In Unit 3, students shift their focus to narrative writing skills. This series of 
writing lessons will scaffold students to their final performance task in which they 
will apply their knowledge about the hero’s journey and the elements of mythology 
to create their own hero’s journey stories. This task centers on NYSP12 ELA 
Standards RL.6.3, W.6.3, W.6.4, W.6.5, W.6.6, L.6.2, and L.6.3. 
 

 

Guiding Questions And Big Ideas 

• What is the hero’s journey? 

• What makes a myth? 

• Why do myths matter? 

• The hero’s journey is an archetypal storyline used over the course of centuries.  

• The hero’s journey helps us to better understand characters in literature and their response to challenges.  

• All stories have universal elements and themes. 

Performance Task 

My Hero’s Journey Narrative 
n this performance task, students will have a chance to apply their knowledge of the elements and purpose of myth as well as their deep understanding of the hero’s 
journey. Through a series of narrative writing lessons, students will create their own hero’s journey story that includes key elements of myth. Students will create a hero 
set in the ordinary world. They will then create a problem and a series of events that align with the stages of the hero’s journey. They will use descriptive details, sensory 
language, and transitional phrases to create an engaging reading experience. They will write a conclusion that naturally unfolds from the series of events. This 
performance task centers on NYSP12 ELA Standards RL.6.3, W.6.3, W.6.4, W.6.5, W.6.6, W.6.11c, L.6.2 and L.6.3. 

���



 

 

GRADE 6: MODULE 1: OVERVIEW 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary 
Learning Outward Bound, Inc NYS Common Core ELA Curriculum  •  G6:M1: Overview  •  July 2013  •  2 
 

 

 

Content Connections 

• This module is designed to address English Language Arts standards. However, the module intentionally incorporates Social Studies content that may align to 
additional teaching during other parts of the day. These intentional connections are described below. 

NYS Social Studies Core Curriculum  

• 6.6 Classical civilizations developed and grew into large empires characterized by powerful centralized governments, advanced commerce and trade systems, and 
complex social hierarchies. The scientific and cultural achievements of these civilizations continue to affect the world today. 

* 6.6.a The classical era was marked by an increase in the number and size of civilizations. 

* 6.6.b Classical civilizations maintained social order through various political systems that corresponded to the values of their citizens. 

* 6.6.f Ancient civilizations made scientific, cultural, and political discoveries that have shaped our understanding of the world today. 

• 6.7 Major religions and belief systems developed as civilizations grew, which unified societies but also became a major source of tension and conflict. 

* 6.7.a Belief systems and religions are sets of mutual values that help to explain the way the world and humanity work. 

* 6.7.b Over time, civilizations developed belief systems and religions that differed across place but shared similar themes. 

* 6.7.c Belief systems and religions unify groups of people and are woven into the social organization of societies. 
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CSS Standards: Reading—Literature Long-Term Learning Targets 

• RL.6.1. Cite textual evidence to support analysis of what the text says explicitly 
as well as inferences drawn from the text. 

• I can cite text-based evidence to support an analysis of literary text. 

• RL.6.2. Determine a theme or central idea of a text and how it is conveyed 
through particular details; provide a summary of the text distinct from personal 
opinions or judgments. 

• I can determine a theme based on details in a literary text. 

• I can summarize a literary text using only information from the text. 

• RL.6.3. Describe how a particular story’s or drama’s plot unfolds in a series of 
episodes as well as how the characters respond or change as the plot moves 
toward a resolution. 

• I can describe how the plot evolves throughout a literary text. 

• I can describe how the characters change throughout a literary text.  

• RL.6.4. Determine the meaning of words and phrases as they are used in a 
text, including figurative and connotative meanings; analyze the impact of a 
specific word choice on meaning and tone. 

• I can determine the meaning of literal and figurative language (metaphors 
and similes) in literary text. 

• I can analyze how an author’s word choice affects tone and meaning in a 
literary text. 

• RL.6.6. Explain how an author develops the point of view of the narrator or 
speaker in a text. 

• I can analyze how an author develops a narrator or speaker’s point of view.  

• RL.6.10. By the end of the year, read and comprehend literature, including 
stories, dramas, and poems, in the grades 6–8 text complexity band 
proficiently, with scaffolding as needed at the high end of the range. 

• I can read grade-level literary texts proficiently and independently. 

• I can read above-grade literary texts with scaffolding and support.  
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CCS Standards: Reading—Informational Text Long-Term Learning Targets 

• RI.6.1. Cite textual evidence to support analysis of what the text says explicitly as 
well as inferences drawn from the text. 

• I can cite text-based evidence to support an analysis of informational text. 

• RI.6.2. Determine a central idea of a text and how it is conveyed through 
particular details; provide a summary of the text distinct from personal opinions 
or judgments. 

• I can determine the main idea of an informational text based on details in the 
text. 

• I can summarize an informational text using only information from the text. 

• RI.6.10. By the end of the year, read and comprehend literary nonfiction in the 
grades 6–8 text complexity band proficiently, with scaffolding as needed at the 
high end of the range. 

• I can read grade-level informational texts proficiently and independently. 

• I can read above-grade informational texts with scaffolding and support.  
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Standards: Writing Long-Term Learning Targets 

• W.6.2. Write informative/explanatory texts to examine a topic and convey ideas, 
concepts, and information through the selection, organization, and analysis of 
relevant content. 

a. Introduce a topic; organize ideas, concepts, and information, using strategies 
such as definition, classification, comparison/contrast, and cause/effect; include 
formatting (e.g., headings), graphics (e.g., charts, tables), and multimedia when 
useful to aiding comprehension. 

b. Develop the topic with relevant facts, definitions, concrete details, quotations, or 
other information and examples. 

c. Use appropriate transitions to clarify the relationships among ideas and 
concepts. 

d. Use precise language and domain-specific vocabulary to inform about or explain 
the topic. 

e. Establish and maintain a formal style. 

f. Provide a concluding statement or section that follows from the information or 
explanation presented. 

• I can write informative/explanatory texts that convey ideas and concepts using 
relevant information that is carefully selected and organized. 

a. I can introduce the topic of my text. 

b. I can develop the topic with relevant facts, definitions, concrete details, and 
quotations. 

c. I can use transitions to clarify relationships among my ideas. 

d. I can use contextually specific language/vocabulary to inform or explain about a 
topic. 

e. I can establish and maintain a formal style in my writing. 

f. I can construct a concluding statement or section of an informative/explanatory 
text. 
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Standards: Writing Long-Term Learning Targets 

• W.6.3. Write narratives to develop real or imagined experiences or events using 
effective technique, relevant descriptive details, and well-structured event 
sequences. 

a. Engage and orient the reader by establishing a context and introducing a 
narrator and/or characters; organize an event  
 sequence that unfolds naturally and logically. 

b. Use narrative techniques, such as dialogue, pacing, and description, to develop 
experiences, events, and/or characters. 

c. Use a variety of transition words, phrases, and clauses to convey sequence and 
signal shifts from one time frame or setting to another. 

d. Use precise words and phrases, relevant descriptive details, and  
 sensory language to convey experiences and events. 

e. Provide a conclusion that follows from the narrated experiences  
 or events. 

• I can write narrative texts about real or imagined experiences using relevant 
details and event sequences that make sense. 

a. I can establish a context for my narrative. 

b. I can introduce the narrator/characters of my narrative. 

c. I can organize events in a logical sequence. 

d. I can use dialogue and descriptions to show the actions, thoughts, and feelings of 
my characters. 

e. I can use transitional words, phrases, and clauses to show passage of time in a 
narrative text. 

f. I can use precise words and phrases and sensory language to convey experiences 
and events to my reader. 

g. I can use relevant descriptive details to convey experiences and events. 

h. I can write a conclusion to my narrative that makes sense to a reader. 

• W.6.4. Produce clear and coherent writing in which the development, 
organization, and style are appropriate to task, purpose, and audience. 

• I can produce clear and coherent writing that is appropriate to task, purpose, 
and audience. 

• W.6.5. With some guidance and support from peers and adults, develop and 
strengthen writing as needed by planning, revising, editing, rewriting, or trying 
a new approach. 

• With support from peers and adults, I can use a writing process to produce clear 
and coherent writing. 

• W.6.6. Use technology, including the Internet, to produce and publish writing as 
well as to interact and collaborate with others; demonstrate sufficient command 
of keyboarding skills to type a minimum of three pages in a single sitting. 

• I can use technology to publish a piece of writing.  

• I can type at least three pages of writing in a single sitting. 
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Standards: Writing Long-Term Learning Targets 

• W.6.9. Draw evidence from literary or informational texts to support analysis, 
reflection, and research. 

a. Apply grade 6 Reading standards to literature (e.g., “Compare and contrast texts 
in different forms or genres [e.g., stories and poems; historical novels and 
fantasy stories] in terms of their approaches to similar themes and topics”). 

b. Apply grade 6 Reading standards to literary nonfiction (e.g., “Trace and evaluate 
the argument and specific claims in a text, distinguishing claims that are 
supported by reasons and evidence from claims that are not”). 

• I can use evidence from a variety of grade-appropriate texts to support analysis, 
reflection, and research. 

• W.6.10. Write routinely over extended time frames (time for research, reflection, 
and revision) and shorter time frames (a single sitting or a day or two) for a 
range of discipline-specific tasks, purposes, and audiences. 

• I can adjust my writing practices for different time frames, tasks, purposes, and 
audiences.  

• W.6.11c.  Create poetry, stories, plays, and other literary forms (e.g. videos, art 
work). 

• I can create poetry, stories, plays, and other literary forms (e.g. videos, art 
work). 
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CSS Standards: Speaking & Listening Long-Term Learning Targets 

• SL.6.1. Engage effectively in a range of collaborative discussions (one-on-one, in 
groups, and teacher-led) with diverse partners on grade 6 topics, texts, and 
issues, building on others’ ideas and expressing their own clearly. 

a. Come to discussions prepared, having read or studied required material; 
explicitly draw on that preparation by referring to evidence on the topic, text, or 
issue to probe and reflect on ideas under discussion. 

b. Follow rules for collegial discussions, set specific goals and deadlines, and define 
individual roles as needed. 

c. Pose and respond to specific questions with elaboration and detail by making 
comments that contribute to the topic, text, or issue under discussion. 

d. Review the key ideas expressed and demonstrate understanding of multiple 
perspectives through reflection and paraphrasing.  

• I can effectively engage in discussions with diverse partners about sixth-grade 
topics, texts, and issues. 

• I can express my own ideas clearly during discussions. 

• I can build on others’ ideas during discussions. 

a. I can prepare myself to participate in discussions. 

b. I can follow our class norms when I participate in a discussion. 

c. I can pose questions that help me clarify what is being discussed. 

d. I can pose questions that elaborate on the topic being discussed. 

e. I can respond to questions with elaboration and detail that connect with the 
topic being discussed. 

f. After a discussion, I can paraphrase what I understand about the topic being 
discussed.  

CSS Standards: Language Long-Term Learning Targets 

• L.6.2. Demonstrate command of the conventions of standard English 
capitalization, punctuation, and spelling when writing. 

a. Use punctuation (commas, parentheses, dashes) to set off 
nonrestrictive/parenthetical elements.* 

b. Spell correctly. 

• I can use correct capitalization, punctuation, and spelling to send a clear 
message to my reader. 

a. I can use punctuation (commas, parentheses, dashes) to set off 
nonrestrictive/parenthetical elements.  

b. I can spell correctly.  

• L.6.3. Use knowledge of language and its conventions when writing, speaking, 
reading, or listening. 

a. Vary sentence patterns for meaning, reader/listener interest, and style.* 

b. Maintain consistency in style and tone.* 

• I can use a variety of sentence structures to make my writing and speaking more 
interesting.  

• I can maintain consistency in style and tone when writing and speaking.  
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CSS Standards: Language Long-Term Learning Targets 

• L.6.4. Determine or clarify the meaning of unknown and multiple-meaning 
words and phrases based on grade 6 reading and content, choosing flexibly from 
a range of strategies. 

a. Use context (e.g., the overall meaning of a sentence or paragraph; a word’s 
position or function in a sentence) as a clue to the meaning of a word or phrase. 

b. Use common, grade-appropriate Greek or Latin affixes and roots as clues to the 
meaning of a word (e.g., audience, auditory, audible). 

c. Consult reference materials (e.g., dictionaries, glossaries, thesauruses), both 
print and digital, to find the pronunciation of a word or determine or clarify its 
precise meaning or its part of speech. 

d. Verify the preliminary determination of the meaning of a word or phrase (e.g., 
by checking the inferred meaning in context or in a dictionary). 

• I can use a variety of strategies to determine the meaning of unknown words and 
phrases. 

a. I can use context (e.g., the overall meaning of a sentence or paragraph; a word’s 
position or function in a sentence) to  
 determine the meaning of a word or phrase. 

b. I can use common Greek and Latin affixes (prefixes) and roots as clues to help 
me determine the meaning of a word (e.g., audience, auditory, audible). 

c. I can use resource materials (glossaries, dictionaries, thesauruses) to help me 
determine or clarify the pronunciation, meaning of key words and phrases, and 
parts of speech. 

d. I can check the accuracy of my guess about the meaning of a word or phrase by 
using resource materials. 

• L.6.6. Acquire and use accurately grade-appropriate general academic and 
domain-specific words and phrases; gather vocabulary knowledge when 
considering a word or phrase important to comprehension or expression. 

• I can accurately use sixth-grade academic vocabulary to express my ideas. 

• I can use resources to build my vocabulary. 
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Central Texts 

1. Rick Riordan, The Lightning Thief (New York: Hyperion Paperbacks for Children, 2005), ISBN: 0-7868-3865-3. 

2. Neidl, Jessica Fisher. “Shrouded In Myth.” Calliope 13.1 (2002): 10. 

3. Ingri and Edgar Parin D’Aulaire, D’Aulaire’s Book of Greek Myths (New York: Delacorte Press, 1962),  
ISBN: 0-440-4069-3. (One copy for Teacher Reference). 

4. Berens, E. M. Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894. Web. 7 June 2013. 
http://www.gutenberg.org/files/22381/22381-h/22381-h.htm. 

5. Berens, E. M. “Cronus (Saturn).” Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894.14-15. Web. 7 June 2013. 
http://www.gutenberg.org/files/22381/22381-h/22381-h.htm. 

6. Lang, Jean. ”Prometheus and Pandora.” A Book of Myths. New York: Thomas Nelson and Sons, 1914. 1-4. Web. 7 June 2013. < 
http://www.gutenberg.org/files/22693/22693-h/22693-h.htm> 

7. Berens, E. M. “Moiræ or Fates (Parcæ).” Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894.139-141. Web. 7 June 2013. 
http://www.gutenberg.org/files/22381/22381-h/22381-h.htm. 

8. Guenther, Leanne. “The Story of Medusa and Athena.” Web. 7 June 2013. < http://betterlesson.com/document/1707631/15-cw-the-story-of-medusa-and-athena-
docx> 

9. Hawthorne, Nathaniel. “Theseus Goes to Slay the Minotaur” and “Theseus and Ariadne.” In Storr, Francis, ed. Half a Hundred Hero Tales of Ulysses and the Men of Old. 
New York: Henry Holt, 1911. 138-153. Web. 7 June 2013.  http://www.gutenberg.org/files/41765/41765-h/41765-h.htm 

10. “Key Elements of Mythology” Written by Expeditionary Learning for instructional purposes. 

11. “The Hero’s Journey,” Adapted by Expeditionary Learning from www.mythologyteacher.com by Zachary Hamby. 

12. “The Golden Key” Written by Expeditionary Learning for instructional purposes. 
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Week Instructional Focus Long-Term Targets Assessments 

Unit 1: Building Background Knowledge: Percy Jackson and the Hero’s Journey 

Weeks 1-3 
(13 sessions) 

• Begin The Lightning Thief.  

• Make inferences about character. 

• I can cite text-based evidence to support an 
analysis of literary text. (RL.6.1) 

• I can describe how the characters change 
throughout a literary text. (RL.6.3) 

 

• Read informational article about “the hero’s 
journey.”  

• Analyze the stages of the hero’s journey.  

 

• I can cite text-based evidence to support an 
analysis of literary text. (RL.6.1) 

• I can describe how the characters change 
through a literary text (RL.6.3)  

•  

• Mid-Unit 1 Assessment: Inferring about the 
Main Character in The Lightning Thief 
(RL.6.1 and RL.6.3) 

• Evaluate Percy as an archetypal hero.  • I can cite text-based evidence to support an 
analysis of literary text. (RL.6.1) 

• I can describe how the characters change 
through a literary text (RL.6.3)  

• I can cite text-based evidence to support an 
analysis of informational text. (RI.6.1) 

• I can use evidence from a variety of grade-
appropriate texts to support analysis, 
reflection, and research. (W.6.9) 

• End of Unit 1 Assessment: Drawing Evidence 
from Text: Written Analysis of How Percy’s 
Experiences Align with “The Hero’s Journey” 
(RL.6.1, RL.6.3, RI.6.1, and W.6.9) 
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Week Instructional Focus Long-Term Targets Assessments 

Unit 2: Elements and Theme of Mythology in The Lightning Thief 

Weeks 4-6 
(20 sessions) 

• Read myths to understand 
their purpose and 
elements.  

• Read informational text 
about elements of myth.  

• I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 

• I can determine a theme based on details in a literary text. (RL.6.2) 

• I can describe how the plot evolves throughout a literary text. (RL.6.3) 

 

• Read key myths alluded to 
in The Lightning Thief. 

• I can determine a theme based on details in a literary text. (RL.6.2) 

• I can determine the meaning of literal and figurative language in literary text. 
(RL.6.4) 

• I can write informative /explanatory texts that convey ideas and concepts using 
relevant information that is carefully selected and organized. (W.6.2) 

• I can use evidence from a variety of grade appropriate text to support analysis, 
reflection, and research. (W.6.9) 

• Mid-Unit 2 Assessment: 
Analytical Mini-Essay 
about Elements and Theme 
of the Myth of Prometheus. 
(RL.6.1, RL.6.2, RI.6.1, 
W.6.2, and W.6.9.)  

• Work in groups to read and 
identify the elements and 
interpret the theme of a 
single myth.  

• Write a literary essay 
analyzing how 
understanding a classic 
myth deepens 
understanding of The 
Lightning Thief.  

• I can cite text-based evidence to support an analysis of literary text (RL.6.1) 

• I can determine a theme based on details in a literary text. (RL.6.2) 

• I can determine the meaning of literal and figurative language in literary text. 
(RL.6.4) 

• I can write informative /explanatory texts that convey ideas and concepts using 
relevant information that is carefully selected and organized. (W.6.2) 

• I can use evidence from a variety of grade appropriate texts to support analysis, 
reflection, and research. (W.6.9) 

• I can use correct grammar and usage when writing or speaking. (L.6.1) 

• End of Unit 2 Assessment: 
Literary Analysis—
Connecting Themes in 
“Cronus” and The 
Lightning Thief (RL.6.1, 
RL.6.2, W.6.2, W.6.5, 
W.6.9, and L.6.1a, b, c, d). 
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Week Instructional Focus Long-Term Targets Assessments 

Unit 3: Culminating Project: My Hero’s Journey Narrative 

Weeks 7-8  
(7 sessions) 

• Plan a hero’s journey story 
based on the archetypal 
story line.  

• I can write informative /explanatory texts that convey ideas and concepts using 
relevant information that is carefully selected and organized. (W.6.2) 

• I can use evidence from a variety of grade appropriate texts to support analysis, 
reflection, and research. (W.6.9) 

• Mid-Unit 3 Assessment: 
Crosswalk Between 
between My Hero’s 
Journey and “The Hero’s 
Journey” Informational 
Text. (W6.2, W.6.3a, and 
W.6.9) 

• Write a hero’s journey story 
based on the archetypal 
story line.  

• Critique and revise hero’s 
journey story.  

• I can describe how the characters change throughout a literary text. (RL.6.3) 

• I can write narrative texts about real or imagined experiences using relevant 
details and event sequences that make sense. (W.6.3) 

• I can produce clear and coherent writing that is appropriate to task, purpose, 
and audience. (W.6.4) 

• With support from peers and adults, I can use a writing process to produce 
clear and coherent writing. (W.6.5) 

• I can use technology to publish a piece of writing. (W.6.6) 

• I can create poetry, stories, plays, and other literary forms (e.g. videos, art 
work)  (W.6.11c) 

• I can use correct capitalization, punctuation, and spelling to send a clear 
message to my reader. (L.6.2) 

• I can use a variety of sentence structures to make my writing and speaking 
more interesting. (L.6.3) 

• I can maintain consistency in style and tone when writing and speaking. (L.6.3) 

• End of Unit 3 Assessment: 
Final Draft of Hero’s 
Journey Narrative (W.6.3 
and W.6.11c) 

• Final Performance Task: 
My Hero’s Journey 
Narrative (RI.6.3, W.6.3, 
W.6.4, W.6.5, W.6.6, 
W.6.11c, L.6.2 and L.6.3.) 
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Performance Task My Hero’s Journey Narrative 
In this performance task, students will have a chance to apply their knowledge of the elements and purpose of myth as well as 
their deep understanding of the hero’s journey. Through a series of narrative writing lessons, students will create their own 
hero’s journey story that includes key elements of myth. Students will create a hero set in the ordinary world. They will then 
create a problem and a series of events that align with the stages of the hero’s journey. They will use descriptive details, 
sensory language, and transitional phrases to create an engaging reading experience. They will write a conclusion that 
naturally unfolds from the series of events. This performance task centers on NYSP12 ELA Standards RL.6.3, 
W.6.3, W.6.4, W.6.5, W.6.6, W.6.11c, L.6.2 and L.6.3. 

 

Mid-unit 1 Assessment Inferring about the Main Character in The Lightning Thief 
 This assessment centers on standards NYSP12 ELA CCLS RL.6.1 and RL.6.3. Students will read an excerpt from Chapter 5 in 
The Lightning Thief. Through a graphic organizer and a series of short responses, students will describe how Percy responds 
to a challenge he faces in this excerpt, and then what they, as readers, can infer about him based on his response. This is a 
reading assessment and is not intended to formally assess students’ writing. Most students will write their responses, in which 
case it may also be appropriate to assess W.6.9. However, if necessary, students may dictate their answers to an adult.  

End of unit 1 Assessment Drawing Evidence from Text: Written Analysis of How Percy’s Experiences Align with “The Hero’s Journey” 
 This assessment centers on standards NYS ELA CCLS RL.6.1, RL.6.3, R.I. 6.1, and W.6.9. How do Percy’s experiences in 
Chapter 8 align with the hero’s journey? After reading Chapter 8 of The Lightning Thief, students will complete a graphic 
organizer and write a short analytical response that answers the question and supports their position with evidence from the 
novel and from the informational text “The Hero’s Journey.” 
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Mid-unit 2 Assessment Analytical Mini-Essay about Elements and Theme of the Myth of Prometheus 
 This assessment centers on NYSP12 ELA CCLS RL.6.1, RL.6.2, RI.6.1, W.6.2, and W.6.9. For this assessment, students will 
write an analytical “mini-essay” responding to the following prompts: “What are significant elements of mythology in the story 
of ‘Prometheus’? Explain how elements of mythology contained in the plot make ‘Prometheus’ a classic myth.” “What is an 
important theme in the myth of ‘Prometheus? What key details from the myth contribute to this theme?” 
Students will have read and discussed the myth “Prometheus” in class as well as an informational text about the “Key 
Elements of Mythology.” They will use recording forms to collect important details. Their “mini-essay” will contain two body 
paragraphs (one about the elements of myth that they see in “Prometheus” and one a theme of the myth) plus a one- sentence 
introduction and a brief conclusion to explain how an element of mythology connects to a theme of the myth. The reading 
standards assessed center around citing textual evidence from both the literary text “Prometheus” and the informational text 
“Key Elements of Mythology.” Students also are assessed on their ability to determining of a theme of a literary text. The 
reading standards could be assessed through the graphic organizer alone, or verbally, if necessary. This is both a reading and 
writing assessment. 

End of unit 2 Assessment Literary Analysis—Connecting Themes in Cronus and The Lightning Thief 
 This assessment addresses RL.6.1, RL.6.2, W.6.2, W.6.5, W.6.9, and L.6.1a, b, c, d. Students will write a literary analysis 
responding to the following prompts: “What is a theme that connects the myth of “Cronus” and The Lightning Thief? After 
reading the myth of “Cronus” and the novel The Lightning Thief, write a literary analysis in which you do the following: 
Summarize the myth and present a theme that connects the myth and the novel; Describe how the theme is communicated in 
the myth; Describe how the theme is communicated in The Lightning Thief; Explain why myths still matter and why the 
author may have chosen to include this myth in the novel. You will have the opportunity to discuss the reading and your 
thinking with your partner before writing independently.” This is primarily a writing assessment. It is not intended to assess 
students’ reading of a myth; discussion is intentionally built in as a scaffold toward writing. In Lesson 18 students launch this 
assessment, writing their best on-demand draft. This draft is not formally assessed. The actual assessment occurs in Lesson 
20, after peer feedback. 
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Mid-unit 3 Assessment Crosswalk between My Hero’s Journey Narrative and “The Hero’s Journey” Informational Text  
 This assessment centers on NYSP12 ELA CCLS W6.2, W.6.3a, and W.6.9. Students will write a paragraph explaining the ways 
in which their own “My Hero’s Journey” narrative follows the archetypal hero’s journey. The explanation itself addresses 
students’ ability to write an expository paragraph; students’ plan for their narrative addresses their ability to organize a 
sequence of events for a narrative.   

End of unit 3 Assessment Final Draft of Hero’s Journey Narrative 
 This assessment centers on NYSP12 ELA CCLS W.6.3, W.6.4, and W.6.11c. Students engage in a series of writer’s craft lessons 
for narrative writing: They draft, revise, and submit their best independent draft of their “My Hero’s Journey” narrative.   
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What is the hero’s journey? How does knowledge of the hero’s journey help to more 
deeply understand character? 
This unit is designed to build students’ background understanding of the archetype 
of the hero’s journey and its continuing significance in modern literature. Students 
will practice reading closely as they analyze the highly popular novel The Lightning 
Thief by Rick Riordan (780L). Some students may have read this text; this unit 
pushes them to read “differently”: reading closely (with a focus on vocabulary), 
character analysis, and Percy Jackson as an archetypical hero. In their Mid-Unit 
Assessment, students will read and analyze a previously unfamiliar excerpt from 

The Lightning Thief, citing specific evidence about how Percy responds to new 
challenges and explaining what they can infer about Percy as a character. During the 
second half of the unit, students will read complex informational text about the 
“hero’s journey” archetype, and then—through writing and discussion—use this 
archetype as a lens to understanding Percy’s experiences. At the end of this unit, 
students will complete an on-demand graphic organizer and write a short response 
in which they read a new excerpt of the novel and explain how Percy’s experience 
aligns with the hero’s journey, citing evidence from both the novel and 
informational text.

 
 

Guiding Questions And Big Ideas 

H What is the hero’s journey? 

H How does knowledge of the hero’s journey help to more deeply understand character? 

H The hero’s journey is an archetypal storyline used over the course of centuries.  

H The hero’s journey helps us to better understand characters in literature and their response to challenges.  

 

Mid-Unit 1 Assessment Inferring about the Main Character in The Lightning Thief 
This assessment centers on standards NYSP12 ELA CCLS RL.6.1 and RL.6.3. Students will read an excerpt from Chapter 4 in 
The Lightning Thief. Through a graphic organizer and multiple short constructed responses, students will describe how Percy 
responds to a challenge he faces in this excerpt, and then what they, as readers, can infer about his strengths and weaknesses 
based on his response. This is a reading assessment, and is not intended to formally assess students’ writing. Most students 
will write their responses, in which case it may also be appropriate to assess W.6.9. However, if necessary, students may 
dictate their answers to an adult.   
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End of Unit 1 Assessment Drawing Evidence from Text: Written Analysis of How Percy’s Experiences Align with “The Hero’s Journey” 
This assessment centers on standards NYS ELA CCLS RL.6.1, RL.6.3, R.I. 6.1, and W.6.9. How do Percy’s experiences in 
Chapter 8 align with the hero’s journey? After reading Chapter 8 of The Lightning Thief, students will complete a graphic 
organizer and write a short analytical response that answers the question and supports their position with evidence from the 
novel and from the informational text “The Hero’s Journey.” 

 

Content Connections 

This module is designed to address English Language Arts standards. However, the module intentionally incorporates Social Studies content that many teachers may be 
teaching during other parts of the day. These intentional connections are described below.  

NYS Social Studies Core Curriculum  

H 6.6 Classical civilizations developed and grew into large empires characterized by powerful centralized governments, advanced commerce and trade systems, and 
complex social hierarchies. The scientific and cultural achievements of these civilizations continue to impact the world today. 

* 6.6.a The classical era was marked by an increase in the number and size of civilizations. 

* 6.6.b Classical civilizations maintained social order through various political systems that corresponded to the values of their citizens. 

* 6.6.f Ancient civilizations made scientific, cultural, and political discoveries that have shaped our understanding of the world today. 

H 6.7 Major religions and belief systems developed as civilizations grew, which unified societies, but also became a major source of tension and conflict. 

* 6.7.a Belief systems and religions are sets of mutual values that help to explain the way the world and humanity work. 

* 6.7.b Over time, civilizations developed belief systems and religions that differed across place but shared similar themes. 

* 6.7.c Belief systems and religions unify groups of people and are woven into the social organization of societies. 

 

Central Texts 

Rick Riordan, The Lightning Thief (New York: Hyperion Paperbacks for Children, 2005), ISBN: 0-7868-3865-3. 

Neidl, Jessica Fisher. “Shrouded In Myth.” Calliope 13.1 (2002): 10. 

“The Hero’s Journey,” Adapted by Expeditionary Learning from www.mythologyteacher.com by Zachary Hamby. 
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This unit is approximately 2.5 weeks or 13 sessions of instruction. 
 

Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment Anchor Charts and Protocols 

Lesson 1 Engaging the Reader: Close Reading 

Part 1 of “Shrouded in Myth”  

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can effectively engage in 

discussions with diverse partners 

about sixth-grade topics, texts, 

and issues. (SL.6.1) 

H I can get the gist of the text 

“Shrouded in Myth.” 

H I can identify unfamiliar 

vocabulary in “Shrouded in 

Myth.”  

H I can collaborate effectively with 

my peers. 

H QuickWrite: Response to 

Quote and Picture 

H Students’ annotated texts 

“Shrouded in Myth” 

H Exit Ticket: Reflecting on the 

Learning Targets 

H Think-Pair-Share protocol 

H Fist-to-Five protocol 

Lesson 2 Building Background Knowledge: 

Close Reading Part 2 of “Shrouded 

in Myth” 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can use a variety of strategies to 

determine the meaning of 

unknown words and phrases. 

(L.6.4) 

H I can effectively engage in 

discussions with diverse partners 

about sixth-grade topics, texts, 

and issues. (SL.6.1) 

H I can express my own ideas 

clearly during discussions. 

(SL.6.1) 

H I can cite evidence from the text 

when answering questions and 

discussing “Shrouded in Myth.” 

H I can use context clues to 

determine the meaning of 

unfamiliar words in “Shrouded 

in Myth.”  

H I can collaborate effectively with 

my peers. 

H I can express myself clearly in a 

group discussion.  

H Students’ annotated texts 

“Shrouded in Myth” (from 

Lesson 1 homework) 

H Exit Ticket: Reflecting on the 

Learning Targets 

H Things Close Readers Do 

H Triad Talk Expectations 

H Think-Pair-Share protocol 

Lesson 3 Meeting the Main Character: 

Launching The Lightning Thief 

(Chapter 1) 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can analyze how an author 

develops a narrator or speaker’s 

point of view. (RL.6.6) 

H I can effectively engage in 

discussions with diverse partners 

about sixth-grade topics, texts, 

and issues. (SL.6.1) 

H I can make inferences about 

Percy in order to understand 

him as the narrator of this story.  

H I can cite evidence from the text 

when answering questions and 

discussing Percy’s character in 

The Lightning Thief.  

H I can follow our Triad Talk 

Expectations when I participate 

in a discussion. 

H Questions from the Text: 

Chapter 1 

H Making Inferences About Percy 

H Carousel Brainstorm protocol 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment Anchor Charts and Protocols 

Lesson 4 Inferring about Character: Getting 

to Know Percy (Chapters 1 and 2)  

 

 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can use a variety of strategies to 

determine the meaning of 

unknown words and phrases. 

(L.6.4) 

H I can describe how the characters 

change throughout a literary text. 

(RL.6.3) 

H I can analyze how an author 

develops a narrator or speaker’s 

point of view. (RL.6.6) 

H I can effectively engage in 

discussions with diverse partners 

about sixth-grade topics, texts, 

and issues. (SL.6.1) 

H I can make inferences about 

Percy citing evidence from the 

text.  

H I can use context clues to 

determine the meaning of 

unfamiliar words in Chapters 1 

and 2 of The Lightning Thief.  

H I can cite evidence from the text 

when answering questions and 

discussing Percy’s character in 

The Lightning Thief.  

H I can follow our Triad Talk 

Expectations when I participate 

in a discussion. 

H Entrance Ticket 

H Exit Ticket 

H Things Close Readers Do (added to) 

H Inferring About Character: Challenges 

and Response 

H Close Reading protocol 

Lesson 5 Inferring about Character: Close 

Reading of The Lightning Thief 

(Chapter 3) 

 

 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can describe how the characters 

change throughout a literary text. 

(RL.6.3) 

H I can analyze how an author 

develops a narrator or speaker’s 

point of view. (RL.6.6) 

H I can get the gist of an excerpt 

from The Lightning Thief.  

H I can make inferences about 

Percy citing evidence from the 

text.  

H I can cite evidence from the text 

when answering questions and 

discussing Percy’s character in 

The Lightning Thief.  

H Entrance Ticket 

H Exit Ticket: Actions vs. Inner 

Thoughts 

H Things Close Readers Do (reviewed) 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment Anchor Charts and Protocols 

Lesson 6 Vocabulary Strategies and Questions 

from the Text: Close Reading Part 2 

of The Lightning Thief (Chapter 3, 

continued) 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can describe how the characters 

change throughout a literary text. 

(RL.6.3) 

H I can analyze how an author 

develops a narrator or speaker’s 

point of view. (RL.6.6) 

H I can use a variety of strategies to 

determine the meaning of 

unknown words and phrases. 

(L.6.4) 

H I can determine the meaning of 

words using prefixes and 

context clues.  

H I can cite evidence from the text 

when answering questions and 

discussing Percy’s character in 

The Lightning Thief.  

 

H Entrance Ticket 

H Using Prefixes recording 

form 

H Things Close Readers Do (added to) 

H Back-to-Back and Face-to-Face protocol 

Lesson 7 Mid-Unit 1 Assessment: Making 

Inferences about Percy 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can describe how the characters 

change throughout a literary text. 

(RL6.3)   

H I can cite evidence from the text 

when answering questions and 

discussing a new section of The 

Lightning Thief.  

H I can make inferences about 

Percy citing evidence from the 

text. 

H I can produce clear writing 

about my reading of The 

Lightning Thief. 

H Mid-Unit 1 Assessment  

Lesson 8 Things Close Readers Do (added to) 

The Hero’s Journey, Part 1: What Is 

a Hero? 

H I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

H I can determine the main idea of 

an informational text based on 

details in the text. (RI.6.2) 

H I can use a variety of strategies to 

determine word meaning in 

informational texts. (RI.6.4) 

H I can prepare myself to 

participate in discussions. 

H I can practice reading closely. 

H I can get the gist of an excerpt of 

the text “The Hero’s Journey.”  

H I can gather important details 

and determine the main idea of 

an excerpt of the text “The 

Hero’s Journey.” 

H I can identify the characteristics 

of a strong paragraph.  

H Lesson 8 H Things Close Readers Do (added to) 

H Writing with Evidence 
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(SL.6.1) 

 

Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment Anchor Charts and Protocols 

Lesson 9 Building Background Knowledge 

about the Hero’s Journey, Part 2: 

Acts 2 and 3 Plus Focusing on Key 

Vocabulary in “The Hero’s Journey” 

H I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

H I can determine the main idea of 

an informational text based on 

details in the text. (RI.6.2) 

H I can use a variety of strategies to 

determine word meaning in 

informational texts. (RI.6.4) 

H I can prepare myself to 

participate in discussions. 

(SL.6.1) 

H I can practice reading closely. 

H I can gather important details 

and determine the main idea of 

an excerpt of the text “The 

Hero’s Journey.” 

H I can use multiple strategies to 

determine the meaning of 

unfamiliar words in “The Hero’s 

Journey.”   

H I can make connections between 

Percy Jackson and “The Hero’s 

Journey. 

H “The Hero’s Journey” 

recording form (begun in 

Lesson 8) 

H Vocabulary in “The Hero’s 

Journey” recording form 

H Exit Ticket 

 

H Inferring About Character: Challenges 

and Response 

H Close Reading protocol 

Lesson 10 Mid-Unit 1 Assessment: Making 

Inferences about Percy 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can describe how the characters 

change throughout a literary text. 

(RL6.3)   

H I can cite evidence from the text 

when answering questions and 

discussing a new section of The 

Lightning Thief.  

H I can make inferences about 

Percy citing evidence from the 

text. 

H I can produce clear writing 

about my reading of The 

Lightning Thief. 

H Mid-Unit 1 Assessment H Connecting The Lightning Thief and the 

‘The Hero’s Journey’ 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment Anchor Charts and Protocols 

Lesson 11 Selecting Evidence: “The Hero’s 

Journey” and The Lightning Thief 

(Chapter 6) 

 

 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

H I can use evidence from a variety 

of grade appropriate texts to 

support analysis, reflection, and 

research. (W.6.9) 

H I can get the gist of an excerpt 

from The Lightning Thief.  

H I can answer questions using 

evidence about an excerpt from 

The Lightning Thief.  

H I can select evidence from both 

The Lightning Thief and “The 

Hero’s Journey” that shows how 

Percy is on a hero’s journey.  

H Text-Dependent Questions 

H Selecting Evidence graphic 

organizer 

H Exit Ticket: Reflecting on 

Learning Targets 

H Things Close Readers Do (reviewed) 

Lesson 12 Writing with Evidence: Percy and 

the Hero’s Journey (Chapter 7) 

 

 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

H I can write 

informative/explanatory texts 

that convey ideas and concepts 

using relevant information that is 

carefully selected and organized. 

(W.6.2) 

H I can use evidence from a variety 

of grade-appropriate texts to 

support analysis, reflection, and 

research. (W.6.9) 

H I can select evidence from both 

The Lightning Thief and “The 

Hero’s Journey” that shows how 

Percy is on a hero’s journey.  

H I can write a paragraph 

describing how Percy’s 

experiences align with “The 

Hero’s Journey.” 

H  

H Writing with Evidence: Percy 

and the Hero’s Journey 

(Chapter 7) 

H  

H  
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment Anchor Charts and Protocols 

Lesson 13 End of Unit 1 Assessment: Drawing 

Evidence from Text: Written 

Analysis of How Percy’s Experiences 

Align with “The Hero’s Journey” 

 

H I can cite text-based evidence to 

support an analysis of literary 

text. (RL.6.1) 

H I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

H I can describe how the characters 

change throughout a literary text. 

(RL6.3)   

H I can use evidence from a variety 

of grade appropriate texts to 

support analysis, reflection, and 

research. (W.6.9) 

H I can select evidence from both 

The Lightning Thief and “The 

Hero’s Journey” that shows how 

Percy is on a hero’s journey.  

H I can write a summary of an 

excerpt from The Lightning 

Thief. 

H I can write a paragraph 

explaining how Percy’s 

experiences align with the 

hero’s journey. 

H End of Unit 1 Assessment H Back-to-Back and Face-to-Face protocol 
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Optional: Experts, Fieldwork, And Service 

H Experts: N/A 

H Fieldwork: Take the class to a local art museum to see the influence of Greek mythology and culture on works of art across the centuries.  

H Service: N/A 

Optional: Extensions 

H Consider coordinating with a Social Studies teacher to study in depth the ways in which myths both shaped and were shaped by wider Greek culture and beliefs. How 
did myths help to explain the way the world and humanity work? How did Greek mythology influence the beliefs of other cultures?   

H With a visual arts teacher, students can create their own visual representations of important moments in Greek mythology that they have read.   

Preparation and Materials 

H Binders or Journals: Students will be receiving many recording forms, graphic organizers, and texts throughout this module. It is suggested that students have a 
binder in which to collect these materials and refer back to them. Alternately, teachers who prefer to use notebooks or journals can use the recording forms and 
graphic organizers as a template with which to model for students to create these structures independently.   

H Evidence Flags: Students will be using evidence flags to mark parts of The Lightning Thief in which they did important thinking or found evidence to support a specific 
question. Evidence flags are strips of sticky notes (either purchased this way or full-sized sticky notes cut up). Students will need a baggie of these to keep at school and 
a baggie of these to keep at home.  

H Question Baskets: Multiple lessons ask students to engage in question-based discussions. Questions are provided in supporting materials for the lesson they are 
needed; however, they must be cut into individual question strips, folded, and placed in baskets or baggies from which students will pull them.   
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Unit 1 focuses on people around the world who go to great lengths to get an 
education and to gain access to books. The list below includes works with a range of 
Lexile® text measures about the cultures of many countries. This provides 
appropriate independent reading for each student to help build content knowledge 
about the topic.  
It is imperative that students read a high volume of texts at their reading level in 
order to build the academic vocabulary and fluency that the CCLS demand. 
 
 
 
 
 

Where possible, materials in languages other than English are also provided. Texts 
are categorized into three Lexile levels that correspond to Common Core Bands: 
below-grade band, within band, and above-band. Note, however, that Lexile 
measures are just one indicator of text complexity, and teachers must use their 
professional judgment and consider qualitative factors as well. For more 
information, see Appendix 1 of the Common Core State Standards.  
 
Common Core Band Level Text Difficulty Ranges: 
(As provided in the NYSED Passage Selection Guidelines for Assessing CCSS ELA) 
G���;*-.<�
–����
�–�
�� 
G���;*-.<��–�����–	�	�� 

 

Title Author And Illustrator Text Type Lexile Measure 

Lexile text measures below band level (under 420L) 

Virgie Goes to School with Us Boys Elizabeth Fitzgerald Howard (author), 
E. B. Lewis (illustrator) 

Literature 	�� 

Children around the World Donata Montanari (author) Informational Text 
�� 

Clara and the Bookwagon Nancy Smiler Levinson (author),  
Carolyn Croll (illustrator) 

Informational Text 
�� 

My Name Is Yoon Helen Recorvits (author),  
Gabi Swiatkowska (illustrator) 

Literature �
� 

A Day’s Work Eve Bunting (author),  
Ronald Himler (illustrator) 

Literature �� 

Prairie School Avi (author), Bill Farnsworth (illustrator) Informational Text 41� 
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Title Author And Illustrator Text Type Lexile Measure 

Lexile text measures within band level (420–820L) 

Beatrice’s Dream: A Story of a  
Kibera Slum 

Karen Lynn Williams (author), Wendy 
Stone (photographer) 

Informational Text �
� 

Moses Goes to School Isaac Millman (author/illustrator) Literature ��� 

Armando and the Blue Tarp School Edith Hope Fine, Judith Pinkerton 
Josephson (authors), Herman Sosa 
(illustrator) 

Literature �� 

Ruby's Wish Shirin Yim Bridges (author), Sophie 
Blackall (illustrator) 

Literature ��� 

Beatrice’s Goat Page McBrier (author), 
Lori Lohstoeter (illustrator) 
 

Informational Text ��� 

Biblioburro: A True Story from 
Colombia 

Jeanette Winter (author) Literature ��� 

The Storyteller’s Candle/ La velita de 
los cuentos 

Lucía Gonzáles (author) 
Lulu Delacre (Illustrator) 
 

Literature ��� 

A Library for Juana: The World of Sor 
Juana Inés 

Pat Mora (author), Beatriz Vidal 
(illustrator) 

Literature ��� 

Going North Janice N. Harrington (author), Jerome 
Lagarrigue (illustrator) 

Literature ��� 

Richard Wright and the Library Card William Miller (author), Gregory 
Christie (illustrator) 

Informational Text ��� 
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Title Author And Illustrator Text Type Lexile Measure 

Lexile text measures above band level (over 820L) 

The Most Beautiful Place in the World Ann Cameron (author),  
Thomas B. Allen (illustrator) 

Literature ��� 

Going to School in India Lisa Heydlauff (author);  
Nitin Upadhye (photographer) 

Informational Text  

My School in the Rain Forest: How 
Children Attend School around the 
World 

Margriet Ruurs (author) Informational Text ��� 

Running the Road to ABC Denizé Lauture (author),  
Reynold Ruffins (illustrator) 

Literature  

My Name Is Jorge: On Both Sides of 
the River 

Jane Median (author) 
Fabricio Vanden Broeck  
(illustrator) 
 

Poetry  

The Most Beautiful Place in the World Ann Cameron (author),  
Thomas B. Allen (illustrator) 

Literature ��� 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can use evidence from a variety of grade appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

A I can select evidence from both The Lightning Thief and “The Hero’s Journey” that shows how Percy is 
on a hero’s journey.  

A I can write a summary of an excerpt from The Lightning Thief. 

A I can write a paragraph explaining how Percy’s experiences align with the hero’s journey. 

A End of Unit 1 Assessment 

 

Agenda Teaching Notes 

1. Opening 

Engaging the Reader: Back-to-Back/Face-to-
Face (5 minutes) 

Unpacking Learning Targets (5 minutes) 

2. Work Time  

1. End of Unit 1 Assessment: Percy Jackson 
and “The Hero’s Journey” (30 minutes) 

3. Closing and Assessment 

1. Share: “I use to … but now I …” (5 
minutes) 

4. Homework 

A This assessment is “open book”: students may use their texts, notes, and other resources. However, unless they have 
specific accommodations, students should work independently.  

A In advance: Consider students who need testing accommodations: extra time, separate location, scribe, etc. 
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Lesson Vocabulary Materials 

(Do not pre-teach any vocabulary for 
this assessment. Students may use 
their texts and notes as resources 
during the assessment.)  
 

A Questions for Back-to-Back/Face-to-Face (For Teacher Reference) 

A End of Unit 1 Assessment: How Percy’s Experiences Align with “The Hero’s Journey” (one per student) 

A End of Unit 1 Assessment: How Percy’s Experiences Align with “The Hero’s Journey” (Answers for Teacher Reference) 

A 2 Point Rubric: Writing From Sources/Short Response 

 

Opening Meeting Students’ Needs 

A. Engaging the Reader: Back-to-Back/Face-to-Face (5 minutes)  
A Tell students that they will participate in a quick discussion activity that is both fun and will help them quickly review some 

big ideas for their assessment today. The game is called Back-to-Back/Face-to-Face. Give directions: 

1. When you say, “Go,” students are to silently walk around the room at a slow place.  

2. When you say, “Stop,” students should stop, find the nearest person to them and stand “back-to-back” with them.  

3. You will ask them a question. Students should remain back-to-back, and they have about 15 seconds of think time.  

4. When you say, “Face-to-face,” students should turn around and take 1 minute to share their thoughts.  

5. When you say, “Go,” the process starts again.  

A Use the Questions for Back-to-Back/Face-to-Face (in Supporting Materials). 

A Consider providing copies of 
Questions for Back-to-Back and 
Face-to-Face (in supporting 
materials) to select students who 
struggle with auditory processing. 

B. Unpacking Learning Targets (5 minutes) 
A Invite students to return to their seats. Ask a volunteer to read today’s learning targets while the rest of the class reads along.  

* “I can select evidence from both The Lightning Thief and ‘The Hero’s Journey’ that shows how Percy is on a hero’s 
journey.”  

* “I can write a summary of an excerpt from The Lightning Thief.” 

* “I can write a paragraph explaining how Percy’s experiences align with the hero’s journey.”  

A Tell students that these learning targets should look very familiar because these are the targets they have been doing for the 
past few lessons.  
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Work Time Meeting Students’ Needs 

A. End of Unit 1 Assessment: Percy Jackson and “The Hero’s Journey” (30 minutes) 

A Congratulate students on all the hard work they have done over past weeks getting to know Percy Jackson and studying “The 
Hero’s Journey.” Tell students that today they will meet their learning targets and show all the learning they have 
accomplished in an End of Unit Assessment.  

A Tell students that in this assessment they will be rereading an excerpt from Chapter 8. They will use Percy’s experiences in 
this chapter to answer questions, complete a graphic organizer about Percy and the hero’s journey, and then write a 
paragraph. Remind them that this task is very similar to what they have been practicing for the past few lessons.  

A Give each student the End of Unit 1 Assessment: How Percy’s Experiences Align with “The Hero’s Journey.”  

A Circulate as students work, noting who is having difficulty and may need redirecting. 

A If students finish early, encourage them to preview the list of recommended texts, and browse books if available. 

A For ELLs, consider providing 
extended time for tasks and 
answering questions in class 
discussions. ELLs receive extended 
time as an accommodation on NY 
State assessments.  
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Closing and Assessment Meeting Students’ Needs 

A. Share: “I used to … but now I …” (5 minutes) 
A Gather students back in the whole group, preferably in a circle. Say: “You have learned many things throughout our study of 

The Lightning Thief and you have most likely changed your mind about ideas you had, ideas about Percy, ideas about myths, 
ideas about heroes.”  

A Tell students you are going to do a quick “go around” where everyone will share how they learned something new, or 
changed their thinking about something. They will do this by saying “I used to … but now I …”  

A Give an example: “I used to think that I couldn’t read a long book like this, but now I know I just have to break it up into 
smaller pieces” or “I used to think Percy was … but now I think …”  

A Give students a moment to think, and then go around to hear students’ comments. 

A Post the sentence frame “I used 
to______, but now I________” 
for students to refer to if they get 
stuck.  

 

Homework Meeting Students’ Needs 

A None   
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6. What is a hero?  

 

7. Is Percy Jackson a hero?  

 

8. How has Percy Jackson changed from the beginning of the book until now? 
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Name: 

Date: 

 
Standards addressed:  
I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and 
organized. (W.6.2)  
I can use evidence from a variety of grade-appropriate texts to support analysis, reflection, and research. (W.6.9) 
 
 
 
 
How do Percy’s experiences in Chapter 8 align with the hero’s journey?  
After reading pages 107–112 of Chapter 8 in The Lightning Thief, complete the graphic organizer and write a constructed 
response that answers the question and supports your position with evidence from the novel and from the informational text.  
 
 
 
 
 
Directions:  
 
1. Reread these four parts of “The Hero’s Journey” before closely reading pages 107–112 in The Lightning Thief. This will help 

focus your reading as you find evidence.  
 
(In Chapter 8, from pages 107–112, Percy’s experience can be aligned to four different parts of  
the hero’s journey):  
 

= “Entering the Unknown” 

= “Supernatural Aid” 

= “Allies and Helpers”  

= “The Road of Trials”  

 
2. Choose one experience in The Lightning Thief and match it with a stage of the hero’s journey.  

3. Gather evidence from The Lightning Thief.  

4. Gather evidence from “The Hero’s Journey.” 

5. Complete Part 1, the Choosing Evidence graphic organizer to help you plan your paragraph.  

6. Complete Part 2, the paragraph. Write your paragraph on the lines provided. 
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Name: 

Date: 

 
Part 1, Graphic Organizer: Choosing Evidence: Percy Jackson and “The Hero’s Journey” (Chapter 8) 
 

Stage of the “Hero’s Journey” Percy’s Experience: Challenge  
and Response Quote from  
The Lightning Thief 
 

Quote from “The Hero’s Journey” 
 

   

What can we learn about Percy, as a hero, based on his response to a challenge he faces? 
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Part 2, Paragraph prompt: How do Percy’s experiences in Chapter 8 align with the hero’s journey? After reading the 
excerpts from Chapter 8 of The Lightning Thief and “The Hero’s Journey,” write a constructed response that begins with a short 
summary of the beginning of Chapter 8. Then focus on one experience in The Lightning Thief and show how Percy’s experience 
aligns to a stage in “The Hero’s Journey.” Conclude by describing what we can learn about Percy as a hero from his response to a 
challenge he faces. Use evidence from both texts to support your response.  
  

Focus on one experience in The Lightning Thief, and show how that experience aligns to “The Hero’s Journey.” 
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Part 1, Graphic Organizer: Choosing Evidence: Percy Jackson and “The Hero’s Journey” (Chapter 8) 
 

Stage of the “Hero’s Journey” Percy’s Experience: Challenge  
and Response Quote from  
The Lightning Thief 
 

Quote from “The Hero’s Journey” 
 

Entering the Unknown 
 

“Despite all that, I liked camp. I got used 
to the morning fog over the beach, the 
smell of hot strawberry fields in the 
afternoon, even the weird noises of 
monsters in the woods at night.”  
 
Challenge: Percy lost his mother and has 
been forced into a new, strange place.  
 
Response: Percy has begun to find his 
place there and even like it.  
 
 
 

“As they embark on their journey, the heroes 
enter a world they have never experienced 
before. It might be filled with supernatural 
creatures, breathtaking sights, and the 
constant threat of death.” 
 
 
 
 
 
 
 
 
 
 
 
 

What can we learn about Percy, as a hero, based on his response to a challenge he faces? 
 
We can learn from this that Percy is a hero who is able to adapt to new and difficult challenges. 
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Part 2, Paragraph prompt: How do Percy’s experiences in Chapter 8 align with the hero’s journey? After reading the 
excerpts from Chapter 8 of The Lightning Thief and “The Hero’s Journey,” write a constructed response that begins with a short 
summary of the beginning of Chapter 8. Then focus on one experience in The Lightning Thief and show how Percy’s experience 
aligns to a stage in “The Hero’s Journey.” Conclude by describing what we can learn about Percy as a hero from his response to a 
challenge he faces. Use evidence from both texts to support your response.  
  
Focus on one experience in The Lightning Thief, and show how that experience aligns to “The Hero’s Journey.” 
 
In Chapter 8, Percy has begun to settle into Camp Half-Blood and into a routine. However, he is still struggling 
with the loss of his mother and he is having a hard time figuring out his talents. One experience in Chapter 8 
that shows Percy on a hero’s journey is his coming to a new setting. In The Lightning Thief, it says, “Despite all 
that, I liked camp. I got used to the morning fog over the beach, the smell of hot strawberry fields in the 
afternoon, even the weird noises of monsters in the woods at night.” This aligns to the Entering the Unknown 
stage of the hero’s journey. In “The Hero’s Journey,” it says, “the heroes enter a world they have never 
experienced before. It might be filled with supernatural creatures, breathtaking sights, and the constant threat 
of death.” Percy is surrounded by supernatural creatures like monsters and cool sights like the field of 
strawberries. And he’s definitely scared he is going to die. Percy’s response to this challenge shows that he is a 
hero who can adapt to new and difficult challenges.  
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2 Point Response The features of a 2 point response are: 

= Valid inferences and/or claims from the text where required by the prompt 

= Evidence of analysis of the text where required by the prompt 

= Relevant facts, definitions, concrete details and/or other information from the text to develop 
response according to the requirements of the prompt 

= Sufficient number of facts, definitions, concrete details and/or other information from the text 
as required by the prompt 

= Complete sentences where errors do not impact readability. 

 

1 Point Response The features of a 1 point response are: 

= A mostly literal recounting of events or details from the text as required by the prompt. 

= Some relevant facts, definitions, concrete details and/or other information from the text to 
develop response according to the requirements of the prompt. 

= Incomplete sentences or bullets 

 

0 Point Response The features of a 0 point response are: 

= A response that does not address any of the requirements of the prompt or is totally inaccurate. 

= No response (blank answer) 

= A response that is not written in English 

= A response that is unintelligible or indecipherable. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
I can use evidence from a variety of grade-appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

@ I can select evidence from both The Lightning Thief and “The Hero’s Journey” that shows how Percy is 
on a hero’s journey.  

@ I can write a paragraph describing how Percy’s experiences align with “The Hero’s Journey.” 

@ Independent Writing paragraph  

 

Agenda Teaching Notes 

1. Opening 

A. Unpacking Targets and Engaging the 
Reader: Favorite Lines of Chapter 7 (5 
minutes) 

2. Work Time  

A. Independent Writing: How Does Percy’s 
Experience Align with “The Hero’s 
Journey”? (25 minutes)  

B. .Writing with Evidence: Peer Feedback 
(10 minutes) 

3. Closing and Assessment 

A. Share (5 minutes) 

4. Homework 

A. First draft read of Chapter 8, “We 
Capture a Flag” 

@ At the end of this lesson, collect student writing as a formative assessment. Notice what students are doing well, and 
where they need additional support. Writing with evidence will be become increasingly important and complex 
throughout the module.  
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Lesson Vocabulary Materials 

Evidence, paragraph 
 

@ Equity sticks 

@ Selecting Evidence: Percy Jackson and “The Hero’s Journey” (Chapter 7) (one per student) 

@ Peer Feedback: Checking for Criteria (one per student)  

@ Homework: Purpose for Reading—Chapter 8 (one per student) 

 

Opening Meeting Students’ Needs 

A. Unpacking Targets and Engaging the Reader: Favorite Lines of Chapter 7 (5 minutes)  
@ Read the targets:  

* “I can select evidence from both The Lightning Thief and ‘The Hero’s Journey’ that shows how Percy is on a hero’s 
journey.”  

* “I can write a paragraph describing how Percy’s experiences align with ‘The Hero’s Journey.’” 

@ Focus students on the second target  

@ Activate student thinking with a Think-Pair-Share:  

* “What does the word ‘paragraph’ mean to you? What does a paragraph include?”  

@ Tell students you would love to hear more of their favorite lines from Chapter 7, “I Become Supreme Lord of the Bathroom.” 
Remind students what a “favorite line” might be: a short excerpt (often one sentence) that is either funny, intriguing, 
thought-provoking, or has beautiful language.  

@ Give students 2 minutes of searching time, then invite them to share their favorite line with a partner. Use equity sticks to 
invite a couple of students to share with the whole class. 

@ ELLs and other students may 
benefit from pictorial 
representations of learning targets. 
For example, for targets involving 
evidence, you might use a 
magnifying glass. 
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Work Time Meeting Students’ Needs 

A. Independent Writing: How Does Percy’s Experience Align with “The Hero’s Journey”? (25 minutes) 

@ Tell students that today is the first time they are going to go through the writing process completely independently. In 
previous lessons, they chose evidence with help from you, they collected evidence with their triad, and they wrote in 
partnerships. Congratulate students on their learning and how much they have accomplished already. Tell them you cannot 
wait to see what they can do on their own!  

@ Distribute the Selecting Evidence: Percy Jackson and “The Hero’s Journey” (Chapter 7) to each student. Tell 
them that this looks almost exactly like the assessment they will be doing in Lesson 13 coming up. Tell students that they will 
be focusing their work on pages 93–95 in Chapter 7. In this excerpt there are several examples of Percy having experiences 
that align to the hero’s journey. Tell students that in Chapter 7, from pages 93–95, Percy’s experience can be aligned to four 
different parts of “The Hero’s Journey”:  

1. “Entering the Unknown” 

2. “Supernatural Aid” 

3. “Allies and Helpers”  

4. “The Road of Trials”  

@ Give students the following directions: 

1. Reread the four parts of “The Hero’s Journey” listed before closely reading pages 93–95 in The Lightning Thief. This will 
help focus your reading as you find evidence.  

2. Choose one experience in The Lightning Thief and match it with a stage of the hero’s journey.  

3. Gather evidence from The Lightning Thief.  

4. Gather evidence from “The Hero’s Journey.” 

5. Use your graphic organizer to help you write the paragraph.  

@ Circulate as students work and notice where students are encountering difficulty. This assignment closely aligns with the 
assessment students will be completing in Lesson 13, so this is a great opportunity to do some “research” on where students 
need additional support or instruction.  

@ Consider posting directions for 
students to reference. This 
promotes independence and 
supports students who struggle with 
multi-step directions.  

@ Consider providing claim sentences 
or sentence starters to students who 
may have a difficult time getting 
started.  

@ Consider putting the stages of the 
hero’s journey as well as the 
directions on a chart. This will assist 
students who have difficulty with 
multi-step directions. 
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Work Time (continued) Meeting Students’ Needs 

B. Writing with Evidence: Peer Feedback (10 minutes)  

@ After students have completed their independent gathering of evidence and writing a paragraph, ask them to trade their 
work with their writing partner from Lesson 11. Remind students of the process they completed in that lesson, in which they 
checked their partner’s writing against the criteria.  

@ Distribute the Peer Feedback: Checking for Criteria recording form to each to student. Ask students to take the next 
10 minutes to read their partners’ writing, and complete the checklist. 

@ Asking students to provide feedback 
to their peers based on explicit 
criteria benefits both students in 
clarifying the meaning of the 
learning target. 

 

Closing and Assessment Meeting Students’ Needs 

A. Share: What can we learn about Percy, as a hero, based on his response to a challenge he faces?                    
(5 minutes) 
@ Gather the students in a whole group. Review the learning targets with students. Ask students to Think-Pair-Share: “We 

have learned a lot about Percy based on how he responds to challenges he has faced. How does one of these challenges help 
us to see him as a hero?” Cold call a few students to share their ideas about this.  

@ Some students may benefit from 
being privately prompted before 
they are called upon in cold call. 
Although cold call is a participation 
technique that necessitates random 
calling, it is important to set a 
supportive tone so that use of cold 
call is a positive experience for all. 

 

Homework Meeting Students’ Needs 

@ Do a “first draft” read of Chapter 8, “We Capture a Flag.” Use the Homework: Purpose for Reading, Chapter 8 
question to focus your reading and use your evidence flags to mark the specific areas in the book that support your answer.  
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Name: 

Date: 

 

Stage of the “Hero’s Journey” Percy’s Experience: Challenge  
and Response Quote from  
The Lightning Thief 
 

Quote from “The Hero’s Journey” 
 

   

What can we learn about Percy, as a hero, based on his response to a challenge he faces? 
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How do Percy’s experiences in Chapter 7 align with the hero’s journey? After reading the excerpt from Chapter 7 of The 
Lightning Thief and “The Hero’s Journey,” write a constructed response that begins with a short summary of Chapter 7. Then 
focus on one experience in The Lightning Thief and show how Percy’s experience aligns to a stage in “The Hero’s Journey.” 
Conclude by describing what we can learn about Percy as a hero from his response to a challenge he faces. Use evidence from 
both texts to support your response.  
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Name: 

Date: 

 
Read the criteria below. Read your partner’s paragraph, keeping this checklist in mind. If your partner meets the criteria, place 
a �. If your partner needs to revise this because they did not meet the criteria, place a X.  
 
Criteria Checklist:  
 
Did your writing partner … 
 
_____ begin your paragraph with a topic sentence that makes a claim? 
 
_____ use evidence from The Lightning Thief that supports their claim? 
 
_____ use evidence from “The Hero’s Journey” that supports their claim? 
 
_____ make it clear how the quotes are connected?  
 
_____ close the paragraph with a clear concluding statement? 
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Name: 

Date: 

 
How are Percy’s experiences in this chapter aligned to “The Hero’s Journey”?  
 
As you read, think about this question. Use your evidence flags to mark specific passages in the text to discuss with your triad. 
You do not need to write out answers as part of your homework; just keep track of your thinking with your evidence flags. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can use evidence from a variety of grade appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

E I can get the gist of an excerpt from The Lightning Thief.  

E I can answer questions using evidence about an excerpt from The Lightning Thief.  

E I can select evidence from both The Lightning Thief and “The Hero’s Journey” that shows how Percy is 
on a hero’s journey. 

E Text-Dependent Questions 

E Selecting Evidence graphic organizer 

E Exit Ticket: Reflecting on Learning Targets 

 

Agenda Teaching Notes 

1. Opening 

A. Engaging the Reader: Read-Aloud of Quote from Chapter 6 
(5 minutes) 

B. Unpacking Learning Targets (5 minutes) 

2. Work Time  

A. Close Read: Percy Explores Camp Half-Blood (15 minutes)  

B. Triad Collaboration to Choose Evidence: Connecting 
Percy’s Experience with “The Hero’s Journey” (15 minutes) 

3. Closing and Assessment 

A. Exit Ticket: Reflecting on the Learning Targets (5 minutes) 

4. Homework 

A. First draft read of Chapter 7, “My Dinner Goes Up in 
Smoke” 

E This lesson continues the series of lessons scaffolding students toward writing with evidence.  

E The text-dependent questions for the close-reading excerpt intentionally scaffold students toward 
finding appropriate evidence when connecting Percy’s experience to “The Hero’s Journey.” 

E Students again briefly review the “Things Close Readers Do” anchor chart (during Opening, Part 
B). Hold on to this chart. In Unit 2, students work with a resource that gives them even more 
details about close reading, and will refer back to the chart they helped to build. 
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Lesson Vocabulary Materials 

gist, excerpt, evidence, archetype, 
align; cloven (77), pursue (78), 
pavilion (79), centaur (82), caduceus 
(83), patron (85) 
 

E Things Close Readers Do anchor chart (begun in Lesson 2)  

E Equity sticks 

E Sticky notes (3–4 for each student) 

E Text-Dependent Questions: Excerpt from Chapter 6, “I Become Supreme Lord of the Bathroom” (one per student) 

E Evidence flags (3–4 for each student) 

E Selecting Evidence: Percy Jackson and “The Hero’s Journey” graphic organizer (for Chapter 6) (one per student) 

E Exit Ticket: Reflecting on the Learning Targets (one per student) 

E Homework: Purpose for Reading—Chapter 7 (one per student) 

 

Opening Meeting Students’ Needs 

A. Engaging the Reader: Read-Aloud of Quote from Chapter 6 (5 minutes) 
E Invite students to open their text of The Lightning Thief to page 86. Remind students of the meaning of the word archetype 

from Lesson 8: a character or a story line that repeats again and again over time. Ask students to read along as your read 
aloud from “I shook my head …” to “Chiron calls them archetypes. Eventually, they re-form.”  

E Think-Pair-Share:  

* “How is the meaning of archetype that we learned connected to this idea of the minotaur as an archetype?”  

E Listen for answers like: “Just like the same characters and stories keep showing up, monsters like the minotaur keep 
showing up, even when you kill them.”  

E Some students may benefit from 
being given sentence starters for 
Think-Pair-Share. For example: “I 
think the minotaur is an archetype 
because_____,” or “Base on our 
learning targets, I think we will be 
__________ today.” 
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Opening (continued) Meeting Students’ Needs 

B. Unpacking Learning Targets (5 minutes) 
E Invite students to read along as you read the learning targets  
* “I can get the gist of an excerpt from The Lightning Thief.” 

* “I can answer questions using evidence about an excerpt from The Lightning Thief.” 

* “I can select evidence from both The Lightning Thief and ‘The Hero’s Journey’ that shows how Percy is on a hero’s 
journey.”  

E Think-Pair-Share: “Based on today’s learning targets, what do you think we will be doing in today’s lesson?” Listen for 
responses like: “We will be closely reading parts of The Lightning Thief” and “We will be trying to make a connection 
between Percy and ‘The Hero’s Journey.’” Listen for students to refer to evidence, and point out that they will be rereading 
both texts to identify how they connect.  

E Briefly review the Things Close Readers Do anchor chart (from previous lessons). Invite students to read the bullets 
aloud. Emphasize the the heart of close reading is paying careful attention to the actual words in the text: that is why 
“evidence” is so important. 
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Opening (continued) Meeting Students’ Needs 

B. Connecting “The Hero’s Journey” and The Lightning Thief: A Carousel of Quotes (10 minutes) 
E Ask students to work in their triads for this part of the lesson. Tell student that a very important reading skill they will be 

using, now and many times in their future reading lives, is to make connections and describe the relationship between two 
texts. It’s almost like thinking about how two texts “talk to each other.” Tell students that this is something they probably do 
without realizing it, but today they will think about these connections, talk about them, and write about them. 

E Think-Pair-Share:  

* “When you think about The Lightning Thief and ‘The Hero’s Journey,’ how do think these two texts are related?”  

E Listen for answers like: “Maybe they are related because Percy is a hero” or “They are related because Percy is going to go on 
a journey.” Confirm similar initial comments. 

E Tell students that you have selected quotes from both The Lightning Thief and “The Hero’s Journey” to help them think 
more about the relationship between the two texts. Using chart paper or a document camera, show students the first set of 
connected quotes: “I have dyslexia and attention deficit disorder and I had never made above a C- in my life” and “Heroes 
possess some ability or characteristic that makes them feel out-of-place.”  

E Think-Pair-Share: 

* “What is the relationship between these two quotes?” Listen for answers like: “These quotes are related because Percy’s 
has characteristics that make him feel out of place, and this is a challenge many heroes face.”  

E Distribute the Carousel of Quotes: Connecting The Lightning Thief and ‘The Hero’s Journey’ recording form. 
Tell students they will have a few minutes to silently read these quotes, think about them, and jot down their initial ideas 
about the relationships between them. Circulate and support students as they work.   

E For students needing additional 
supports, you may want to consider 
using the Carousel of Quotes: 
Connecting The Lightning Thief and 
“The Hero’s Journey” recording 
form (more scaffolded version) in 
the supporting materials of this 
lesson. This version has key words 
highlighted to support students in 
making connections between 
quotes. 

E For students who struggle with 
following multiple-step directions, 
consider displaying these directions 
using a document camera or 
Smartboard. Another option is to 
type up these instructions for 
students to have in hand. 
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Work Time Meeting Students’ Needs 

A. Close Read: Percy Explores Camp Half-Blood (pages 78–82) (15 minutes) 

E Tell students that they will be closely reading an excerpt from The Lightning Thief, Chapter 6, “I Become Supreme Lord of 
the Bathroom.” Direct students’ attention to the Things Close Readers Do anchor chart. Ask:  

* “What does it mean to closely read a text? How do you start? What do you do next?”  

E Using equity sticks, invite whole class shares. Listen for responses like: “First you just read for the flow, to get to know the 
text,” “You read to get the gist and choose unfamiliar words,” “You choose important details,” and “You read to answer 
questions about the text.”  

E Distribute sticky notes to each student. Remind students that they have already read to get the flow of the text during their 
“first draft” reading for homework.  

E Invite student to open The Lightning Thief to page 78. Give directions:  

1. Read from the bottom of page 78 starting with “As we got closer …” to page 82 “… Annabeth is waiting for us.”  

2. Stop every few paragraphs and write the gist on a sticky note and place it in your book.  

E Circulate and support students in their reading. Ask students to rehearse saying the gist of a section aloud before writing it 
on a sticky note. Practicing verbally allows students to get immediate feedback.  

E After 5 minutes, ask students to stop and share their gist writing with their triads.  

E Distribute Text-Dependent Questions: Excerpt from Chapter 6, “I Become Supreme Lord of the Bathroom.” 
Tell students that answering questions, and using evidence in their answers, is an important step in reading something 
closely because it draws their attention to parts of the text that they may have missed. Give directions:  

1. Read the questions so you know what to look for when you reread.  

2. Reread the passage, keeping the questions in mind.  

3. Use an evidence flag to mark places in the text connected to one of the questions.  

4. Answer the questions on your graphic organizer. Be sure to use evidence to support your answer.  

E Give students 10 minutes to work on their own.  

E Then prompt students to share their answers and evidence with their triad. 

E Encourage students who are having 
difficulty with the text to stop and 
write the gist for smaller sections of 
text.  

E Consider partnering ELL students 
who speak the same home language 
when discussion of complex content 
is required. This can allow students 
to have more meaningful 
discussions and clarify points in 
their native language. 

E Consider pulling small groups of 
students who need additional 
support and work with them in a 
more guided setting.  
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Work Time (continued) Meeting Students’ Needs 

B. Triad Collaboration to Choose Evidence: Connecting Percy’s Experience with “The Hero’s  Journey”         
(15 minutes)  

E Distribute the Selecting Evidence: Percy Jackson and “The Hero’s Journey” graphic organizer (Chapter 6) to 
each student. Tell students that they are going to continue the very important work they have begun to make the connection 
between Percy’s experiences in The Lightning Thief and the archetypal storyline of the hero’s journey—a story structure that 
has been repeated across countless stories over time. They read about that archetypal journey in the article “The Hero’s 
Journey.” But today, instead of being given the evidence, their triad will work as reading detectives, on the hunt for evidence!  

E Tell students that in the passage they just read closely, there are multiple examples of Percy being on a hero’s journey. Give 
and post directions:  

1. On your graphic organizer, I have included which stages of “The Hero’s Journey” show up in the passage of The Lightning 
Thief you read closely.  

2. Review these section in “The Hero’s Journey” to remind yourself what happens in each of those stages.  

3. Think: “In the passage from The Lightning Thief that we just read closely, how does this stage of the hero’s journey show 
up?”  

4. Go back to the passage in Chapter 6 of The Lightning Thief and choose a specific scene that shows Percy experiencing that 
stage in “the hero’s journey.”  

5. Go back to “The Hero’s Journey” and choose a quote that clearly connects to Percy’s experience.  

E Tell students that they should work with the other members of their triads to complete their work. 

E Consider providing a partially filled-
in chart (i.e., with page numbers) to 
those who need additional support. 

E For students who struggle with 
following multiple-step directions, 
consider displaying these directions 
using a document camera or 
Smartboard. Another option is to 
type up these instructions for 
students to have in hand. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: Reflecting on the Learning Targets (5 minutes) 
E Distribute Exit Ticket: Reflecting on the Learning Targets to each student. Tell students that selecting connecting 

evidence from two texts was a new challenge for them, and you are curious about how they felt doing this task. Explain the 
1–5 rating system they will be using, where 1 represents very easy and 5 represents very challenging.  

E Give students 5 minutes to quietly reflect in writing on today’s learning target. 

E Consider having students who 
struggle with on-demand writing to 
talk with a partner before they 
respond in writing to the question. 

 

Homework Meeting Students’ Needs 

E Do a “first draft” read of Chapter 7, “My Dinner Goes Up in Smoke.” Use the Homework: Purpose for Reading—
Chapter 7 question to focus your reading and use your evidence flags to mark the specific areas in the book that support 
your answer.  

Note: Review students’ graphic organizers from this lesson as a formative assessment. This activity is building toward the 
End of Unit Assessment in Lesson 10, so it is important to see where students are experiencing difficulty.  
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Name: 

Date: 

 
1. What new and surprising sights does Percy encounter in this passage? Choose one and describe it. Cite evidence to support 
your answer.  

 

 

 

 
 
2. What does Percy learn about Chiron in this passage? Cite evidence to support your answer.  
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Name: 

Date: 

 

Stage of the “Hero’s Journey” Percy’s Experience: Quote from 
The Lightning Thief 
 

Archetype of the Hero’s Journey: 
Quote from “The Hero’s Journey” 

Entering the Unknown   

Supernatural Aid/ Meeting with 
the Mentor 

  

Allies/Helpers   
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Name: 

Date: 

 
“I can choose evidence from both The Lightning Thief and ‘The Hero’s Journey’ that shows how Percy is on a hero’s journey.” 
 
On a scale from 1 to 5 (1 being very easy, 5 being very challenging) how did this learning target feel for you today? 
 
 

1—Very Easy 
 

2—Somewhat Easy 
 

3—Somewhere in 
Between 

4—Somewhat 
Challenging 

5—Very Challenging 

     

 
 
What makes this learning target either easy or challenging for you?  
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Name: 

Date: 

 
How are Percy’s experiences in this chapter align with “The Hero’s Journey”?  
 
As you read, think about this question. Use your evidence flags to mark specific passages in the text to discuss with your triad. 
You do not need to write out answers as part of your homework; just keep track of your thinking with your evidence flags. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can describe how the plot evolves throughout a literary text. (RL.6.3) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can adjust my writing practices for different time frames, tasks, purposes, and audiences. (W.6.4) 

Supporting Learning Targets Ongoing Assessment 

D I can explain the relationship between a quote from The Lightning Thief and a quote from “The Hero’s 
Journey.” 

D I can select evidence from “The Hero’s Journey” that aligns with The Lightning Thief.  

D I can write a paragraph (with a partner) to describe how excerpts in The Lightning Thief align to “The 
Hero’s Journey,” citing evidence from both texts. 

D Entrance Ticket 

D Selecting Evidence recording form 

D Partner Writing paragraph 
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Agenda Teaching Notes 

1. Opening 

A. Unpacking Learning Targets (5 minutes) 

B. Connecting “The Hero’s Journey” and The 
Lightning Thief: Carousel of Quotes (10 
minutes) 

2. Work Time  

A. Independently Selecting Evidence in 
Informational Texts: Aligning Percy’s 
Experiences with the Hero’s Journey (15 
minutes) 

B. Partner Writing: Using Evidence from Two 
Texts (10 minutes) 

3. Closing and Assessment 

A. Reflecting on the Learning Targets (5 
minutes) 

4. Homework 

A. First draft read of Chapter 6: “I Become 
Supreme Lord of the Bathroom”  

D Review Carousel Brainstorm protocol (Appendix 1). 

D In advance: Prepare the four quotes on the Carousel of Quotes handout on chart paper around the room (one 
chart per quote). Consider making two charts with the exact same quote, so there are eight charts total.  

D In this lesson students begin to practice analyzing the text in writing. This is an initial low-stakes writing task. 
Note that the focus of this unit has primarily been on close reading. The writing here is intended to address W.6.9 
more broadly, rather than all the specific aspects of W.6.2. Unit 2 devotes much more time to heavily scaffolding 
students’ writing (W.6.2). Here, the goal is more to “write about your reading.” The lesson reviews and reinforces 
work with paragraph writing that many students may have had in previous grades, and serves as a scaffold for 
their End of Unit Assessment in Lesson 13.  

D In Work Time C, students write on their own, but have a partner to think with. In advance: Place students in 
writing partnerships. It is easier for students to plan and write in pairs than in their usual triads. They will be 
doing this with a writing partner. Consider strategic writing partnerships that will support students in this 
process. 
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Lesson Vocabulary Materials 

hero’s journey, align, archetype, claim; 
meadow (58), satyr (59), recoil (60), 
archery (62), metaphysical (67) 
 

D Carousel of Quotes: Connecting The Lightning Thief and the “The Hero’s Journey” (one per student) 

D Carousel of Quotes: Connecting The Lightning Thief and the “The Hero’s Journey” (for Teacher Reference) 

D Chart paper for Quote Charts (four or eight pieces) 

D Markers (one per triad, different colors) 

D Equity sticks 

D Selecting Evidence from “The Hero’s Journey” (one per student) 

D Partner Writing: Using Evidence from Two Texts (one per student)  

D Writing with Evidence anchor chart (co-created with students during Lesson 8). 

D Homework: Purpose for Reading—Chapter 6 (one per student) 

 

Opening Meeting Students’ Needs 

A. Unpacking Learning Targets (5 minutes) 
D Read the learning targets:  

* “I can explain the relationship between a quote from The Lightning Thief and a quote from “The Hero’s Journey.” 

* “I can select evidence from “The Hero’s Journey” that aligns with The Lightning Thief.”  

* “I can write a paragraph (with a partner) to describe how excerpts in The Lightning Thief align to ‘The Hero’s Journey,’ 
citing evidence from both texts.” 

D Zoom in on the word align. Tell students that this means to line up or make parallel. Point out that students may have been 
able to figure this out since it sounds like the word “line” and the root “lign” actually means “line.” Tell students that today 
they are going to try to “line up” what is happening to Percy with the steps they read about in the article “The Hero’s 
Journey” from the previous lesson.  

D Ask students to show a quick thumbs-up if they understand the targets, or thumbs-down if not. Some students may be 
unclear about the third target; reassure them that it will become clearer as they dig into Work Time. 

D Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 
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Opening (continued) Meeting Students’ Needs 

B. Connecting “The Hero’s Journey” and The Lightning Thief: A Carousel of Quotes (10 minutes) 
D Ask students to work in their triads for this part of the lesson. Tell student that a very important reading skill they will be 

using, now and many times in their future reading lives, is to make connections and describe the relationship between two 
texts. It’s almost like thinking about how two texts “talk to each other.” Tell students that this is something they probably do 
without realizing it, but today they will think about these connections, talk about them, and write about them. 

D Think-Pair-Share:  

* “When you think about The Lightning Thief and ‘The Hero’s Journey,’ how do think these two texts are related?”  

D Listen for answers like: “Maybe they are related because Percy is a hero” or “They are related because Percy is going to go on 
a journey.” Confirm similar initial comments. 

D Tell students that you have selected quotes from both The Lightning Thief and “The Hero’s Journey” to help them think 
more about the relationship between the two texts. Using chart paper or a document camera, show students the first set of 
connected quotes: “I have dyslexia and attention deficit disorder and I had never made above a C- in my life” and “Heroes 
possess some ability or characteristic that makes them feel out-of-place.”  

D Think-Pair-Share: 

* “What is the relationship between these two quotes?” Listen for answers like: “These quotes are related because Percy’s 
has characteristics that make him feel out of place, and this is a challenge many heroes face.”  

D Distribute the Carousel of Quotes: Connecting The Lightning Thief and ‘The Hero’s Journey’ recording form. 
Tell students they will have a few minutes to silently read these quotes, think about them, and jot down their initial ideas 
about the relationships between them. Circulate and support students as they work.   

D For students needing additional 
supports, you may want to consider 
using the Carousel of Quotes: 
Connecting The Lightning Thief and 
“The Hero’s Journey” recording 
form (more scaffolded version) in 
the supporting materials of this 
lesson. This version has key words 
highlighted to support students in 
making connections between 
quotes. 

D For students who struggle with 
following multiple-step directions, 
consider displaying these directions 
using a document camera or 
Smartboard. Another option is to 
type up these instructions for 
students to have in hand. 

 

���



 

 

GRADE 6: MODULE 1: UNIT 1: LESSON 10 
Selecting Evidence and Partner Writing: 

Aligning “The Hero’s Journey” and The Lightning Thief (Chapter 5) 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  6� G6:M1:U1:L10  6� June 2013  6  5 
 

 

Opening (continued) Meeting Students’ Needs 

D After 2 to 3 minutes, pause students in their independent work. Tell them that now that they have read and thought 
independently, you would like for them to discuss their thinking with their triads. Direct students’ attention to the quote 
charts hanging around the room. Tell students that these charts have the same quotes as their recording forms. Distribute 
markers to each triad and assign each triad a starting point. Give directions:  

1. At each chart, let a different member of your triad read the two quotes aloud.  

2. Give each person a chance to share their thinking from their recording forms.  

3. Discuss the relationship between these quotes.  

4. Using your triad marker, use the space below the quotes to write the relationship between them.  

5. Move to the next chart with a new pair of quotes.  

D Students will have just 6 to 7 minutes for this part of the activity. Consider using a timer to move students efficiently from 
one chart to the next. Note that it is not essential that all groups get to all four charts.  

D Ask students to begin. Circulate to listen and to gauge how well students are beginning to connect the concepts from the 
archetypal journey with specific events from the novel.  

D After 6 to 7 minutes, ask students to return to their seats. Ask: 

* “What is the most important connection between Percy’s experiences and ‘The Hero’s Journey?’ Why”  

D As time permits, use equity sticks to call on a few students to share their thinking with the class.  
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Work Time Meeting Students’ Needs 

A. Independently Selecting Relevant Evidence in Informational Texts: Aligning Percy’s Experiences  

 with the Hero’s Journey (15 minutes) 

D Tell students that you have created a graphic organizer similar to the one from their Carousel of Quotes. Show students 
Selecting Evidence from “The Hero’s Journey” recording form. Point out that you have already pulled excerpts 
and quotes from The Lightning Thief in order to get them started. However, unlike in the Carousel of Quotes, they will be 
responsible for finding a quote from “The Hero’s Journey.”  

D Give students directions: 

1. Read the excerpt from The Lightning Thief. 

2. Think: Does this excerpt align with the archetype of “the hero’s journey?”  

3. Go back to “The Hero’s Journey” to confirm your thinking and gather evidence.  

4. Discuss your findings with your triad. 

5. If Percy’s experience does align, complete the graphic organizer with the stage of the hero’s journey Percy is at, as well as the 
quote from “The Hero’s Journey” that is your evidence.  

D Tell students that they will have about 10 minutes to work in their triads. Invite students to begin. Circulate to listen in and 
support as needed. Challenge students to refer directly back to each text, and probe: “What is the connection you’re 
noticing? Why is that important?” Encourage students in this early work of analyzing texts. 

D After about 10 minutes, refocus students whole group. Ask: 

* “How do Percy’s experiences align with the hero’s journey?” Invite volunteers to share their connections with the class.  

D Many students may benefit from a 
charted list of these directions.  

D To further support select students, 
consider creating a more scaffolded 
version of the Selecting Evidence 
from “The Hero’s Journey” 
recording form. For example, you 
can highlight key words and phrases 
from the novel (similar to the more 
scaffolded version of the Carousel of 
Quotes: Connecting The Lightning 
Thief and the “The Hero’s Journey” 
recording form). Additionally you 
can partially fill in the recording 
form or provide an additional 
example. 

���



 

 

GRADE 6: MODULE 1: UNIT 1: LESSON 10 
Selecting Evidence and Partner Writing: 

Aligning “The Hero’s Journey” and The Lightning Thief (Chapter 5) 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  6� G6:M1:U1:L10  6� June 2013  6  7 
 

 

Work Time (continued) Meeting Students’ Needs 

B. Partner Writing: Using Evidence from Two Texts (10 minutes) 

D Distribute Partner Writing: Using Evidence from Two Texts. Tell students that that they are now going to use the 
evidence they just collected to do some writing. They will make a claim about Percy based on evidence from the text.  

D Remind students of the important work they did studying the model paragraph in Lesson 8. Direct students’ attention to the 
Writing with Evidence anchor chart. Review the criteria students helped to create when writing with evidence.  

D Point out that students have already collected the necessary evidence for writing a paragraph that answers the question: 

* “How do Percy’s experiences align with the hero’s journey?”  

D Think-Pair-Share: “We decided that a strong paragraph begins with a topic sentence, and that a topic sentence tells what the 
paragraph is going to be about. What would be an example of a strong topic sentence for the paragraph we are going to write 
today?” Guide students toward a sentence like: “Percy’s experiences in The Lightning Thief align with ‘The Hero’s Journey’ 
in several important ways.” Setting students up with a topic sentence will help get them started and guide their writing.  

D Give directions:  

1. With your partner, study the model paragraph and the criteria from Lesson 8.  

2. Together, choose one stage of the hero’s journey from the Selecting Evidence from “The Hero’s Journey” recording form 
that you want to use in your writing.  

3. On your own, draft a paragraph using evidence from both texts.  

4. After finishing the paragraph, trade papers. Review the criteria again. Did your partner meet each part of the criteria?  

D Circulate and support students as they write. Push students to elaborate in their writing by asking questions  
like: “How are those two quotes related?” and “What does this tell us about Percy?”  

D After 7 to 8 minutes of writing, remind students to trade their writing and complete the criteria checklist at the bottom of 
their Partner Writing: Using Evidence from Two Texts recording form.  

D Collect these writing samples as a formative assessment. 

D Many students may benefit from a 
charted list of these directions.  

D Consider giving select students a 
personal copy of the Model 
Paragraph from Lesson 8. Having 
this model next to them will guide 
them in their organization and word 
choice. 
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Closing and Assessment Meeting Students’ Needs 

A. Reflecting on the Learning Targets (5 minutes) 
D Gather students back in a whole group. Read the learning target: 

* “I can write a paragraph (with a partner) to describe how excerpts in The Lightning Thief align to “The Hero’s Journey,” 
citing evidence from both texts.” 

D Ask students to give you “fist to five” on this target. Explain that a fist means that they struggled meeting the learning target, 
five means that they really understood and accomplished, three means they struggled a little but they are getting there, and 
they can use any number in between.  

D Think-Pair-Share: 

* “What was most difficult about this learning target?”  

D Checking in with learning targets 
helps students self-assess their own 
learning. This research-based 
strategy supports struggling 
learners most.  

 

Homework Meeting Students’ Needs 

D Do a “first draft” read of Chapter 6: “I Become Supreme Lord of the Bathroom.” Use the Homework: Purpose for 
Reading—Chapter 6 question to focus your reading. Use your evidence flags to mark the specific areas in the book that 
support your answer.  

Note: Review students’ Selecting Evidence graphic organizers, as well as their writing, as formative assessment. These 
activities are building toward the End of Unit Assessment in Lesson 10, so it is important to see where students are 
experiencing difficulty. 
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Name: 

Date: 

 

Quote from The Lightning 
Thief 

Quote from “The Hero’s Journey” Explain the relationship between 
these two quotes 

“I have dyslexia and attention 
deficit disorder and I had never 
made above a C- in my life.” 

“Heroes possess some ability or 
characteristic that makes them feel out-
of-place.” 
 

These quotes are related because Percy has 
characteristics that make him feel out of 
place, and this is a challenge many heroes 
face. 

“With a yelp, I dodged and felt 
talons slash the air next to my ear. 
I snatched the ballpoint pen out of 
the air, but when it hit my hand, it 
wasn’t a pen anymore. It was a 
sword—Mr. Brunner’s bronze 
sword, which he always used on 
tournament day.” 

“Heroes find a mystic object or discover 
their world is in danger.”  
 

 

“I remember Mr. Brunner’s 
serious expression, his thousand-
year-old-eyes. I will accept only 
the best from you, Percy 
Jackson.” 

“The mentor often gives the hero the 
means to complete the quest. Some of 
the time the gift is simply wisdom.” 
 

 

“Grover blushed right down to his 
Adam’s apple. ‘Look, Percy I kind 
of have to protect you.’” 

“Every hero needs a helper much like 
every hero needs a sidekick. Most heroes 
would fail miserably without their 
helpers.” 
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“His neck was a mass of muscle 
and fur leading up to his 
enormous head, which had a snout 
as long as my arm, snotty nostrils 
with a gleaming brass ring, cruel 
black eyes and horns …” 

“As they embark on their journey, the 
heroes enter a world they have never 
experienced before. It might be filled 
with supernatural creatures, 
breathtaking sights, and the constant 
fear of death.” 
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Name: 

Date: 

 

Quote from The Lightning 
Thief 

Quote from “The Hero’s Journey” Explain the relationship between 
these two quotes 

“I have dyslexia and attention 
deficit disorder and I had never 
made above a C- in my life.” 

“Heroes possess some ability or 
characteristic that makes them feel 
out-of-place.” 
 

These quotes are related because Percy has 
characteristics that make him feel out of 
place, and this is a challenge many heroes 
face. 

“With a yelp, I dodged and felt 
talons slash the air next to my ear. 
I snatched the ballpoint pen out 
of the air, but when it hit my hand, 
it wasn’t a pen anymore. It was a 
sword—Mr. Brunner’s bronze 
sword, which he always used on 
tournament day.” 

“Heroes find a mystic (magical) 
object or discover their world is in 
danger.”  
 

 

“I remember Mr. Brunner’s 
serious expression, his thousand-
year-old-eyes. I will accept only 
the best from you, Percy 
Jackson.” 

“The mentor often gives the hero the 
means to complete the quest. Some of 
the time the gift is simply wisdom.” 
 

 

“Grover blushed right down to 
his Adam’s apple. ‘Look, Percy I 
kind of have to protect you.’” 

“Every hero needs a helper much like 
every hero needs a sidekick. Most heroes 
would fail miserably without their 
helpers.” 

 

“His neck was a mass of muscle 
and fur leading up to his 
enormous head, which had a snout 
as long as my arm, snotty nostrils 
with a gleaming brass ring, cruel 
black eyes and horns …” 

“As they embark on their journey, the 
heroes enter a world they have never 
experienced before. It might be filled 
with supernatural creatures, 
breathtaking sights, and the constant 
fear of death.” 
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Name: 

Date: 

 

Do Percy’s experiences in The Lightning Thief align with the hero’s journey? 

Stage of the “Hero’s Journey” 
 

Archetype of the Hero’s Journey: 
Quote from “The Hero’s Journey” 
 

Percy’s Experience: Quote from The Lightning 
Thief 

The Ordinary World “They possess some ability or 
characteristic that makes them feel 
out-of-place.”  

“But Mr. Brunner expected me to be as good 
as everybody else, despite the fact that I have 
dyslexia and attention deficit disorder and I 
had never made above a C- in my life.” (page 
7) 

  “The freak weather continued, which didn’t 
help my mood. One night, a thunderstorm 
blew out the windows in my dorm room. A few 
days later, the biggest tornado every spotted in 
the Hudson Valley touched down only fifty 
miles from Yancy Academy.” (page 17) 

  “The landscape was dotted with buildings that 
looked like ancient Greek architecture—an 
open-air pavilion, an amphitheater, a circular 
arena—except that they all looked brand new, 
their white marble columns sparkling in the 
sun. In a nearby sandpit, a dozen high school-
age kids and satyrs played volleyball.” (page 
62) 

  “The truth is, I can’t be dead. You see, eons 
ago the gods granted my wish. I could 
continue the work I loved. I could be a teacher 
of heroes for as long as humanity needed me.” 
(82) 
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Name: 

Date: 

 
I can write a paragraph (with a partner) to describe how excerpts in The Lightning Thief align to “The Hero’s Journey,” citing 
evidence from both texts. 
 
“How do Percy’s experiences align with the hero’s journey?”  
 
After choosing evidence from both The Lightning Thief and “The Hero’s Journey,” write a paragraph that shows how Percy’s 
experiences align with the hero’s journey. Remember to use evidence from both texts. Use the criteria checklist to make sure you 
have met all criteria for writing a strong paragraph.  

 

 

 

  

  

  

 

  

  

 
Criteria Checklist:  
Did you … 
 
______ begin your paragraph with a topic sentence that makes a claim? 
 
______ use evidence from The Lightning Thief that supports your claim? 
 
______ use evidence from “The Hero’s Journey” that supports your claim? 
 
______ make it clear how the quotes are connected?  
 
______ close the paragraph with a clear concluding statement? 
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Name: 

Date: 

 
Percy’s new environment just means new kinds of challenges. What types of challenges does Percy face in this chapter? How 
does he respond?  
 
As you read, think about these questions. Use your evidence flags to mark specific passages in the text to discuss with your triad. 
You do not need to write out answers as part of your homework; just keep track of your thinking with your evidence flags. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can determine the main idea of an informational text based on details in the text. (RI.6.2) 
I can use a variety of strategies to determine word meaning in informational texts. (RI.6.4) 
I can prepare myself to participate in discussions. (SL.6.1) 

Supporting Learning Targets Ongoing Assessment 

A I can practice reading closely. 

A I can gather important details and determine the main idea of an excerpt of the text “The Hero’s 
Journey.” 

A I can use multiple strategies to determine the meaning of unfamiliar words in “The Hero’s Journey.”  

A I can make connections between Percy Jackson and “The Hero’s Journey. 

A “The Hero’s Journey” recording form (begun in Lesson 
8) 

A Vocabulary in “The Hero’s Journey” recording form 

A Exit Ticket 

 

Agenda Teaching Notes 

1. Opening 

A. Unpacking Learning Targets and Sharing Gist Notes (5 minutes) 

2. Work Time  

A. Close Read: “The Hero’s Journey” Acts Two and Three (20 minutes)  

B. Vocabulary in “The Hero’s Journey” (15 minutes) 

3. Closing and Assessment 

A. Exit Ticket: Making Connections between “The Hero’s Journey” and The 
Lightning Thief (5 minutes) 

4. Homework 

A. First draft reading of Chapter 5 in The Lightning Thief  

A Students continue working with the text “The Hero’s Journey” (from Lesson 8). 
Reinforce with students the importance of the concepts in this text: the hero’s 
journey archetype will help them understand more about Percy Jackson’s 
experiences, and will also serve as the foundation for students’ own writing 
during Unit 3.  

A This text is challenging, both because of its vocabulary and because of the many 
abstract concepts. Withhold explaining too much, as students will understand 
more as they continue to reread, write, talk, and focus on key vocabulary. 
Encourage students as they persevere, and give specific positive praise when 
they are referring directly to the text. 

���



 

 

GRADE 6: MODULE 1: UNIT 1: LESSON 9 
Building Background Knowledge About the Hero’s Journey, Part 2: 
Acts 2 and 3 Plus Focusing on Key Vocabulary in “The Hero’s Journey” 

 
 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  9� G6:M1:U1:L9  9� June 2013  9  0 
 

 

Lesson Vocabulary Materials 

hero, hero’s journey, archetype; 
uneventful, embark, supernatural, 
bestow, trials, ordeal 
 

A “The Hero’s Journey” text (from Lesson 8; one per student) 

A “The Hero’s Journey” recording form (from Lesson 8; one per student) 

A Vocabulary in “The Hero’s Journey”: Strategies for Finding Word Meaning recording form (one per student) 

A Exit Ticket: Making Connections between “The Hero’s Journey” and The Lightning Thief (one per student) 

A Homework: Purpose for Reading—Chapter 5 (one per student) 

 

Opening Meeting Students’ Needs 

A. Unpacking Learning Targets and Sharing Gist Notes (5 minutes) 
A Read the learning targets with students, or invite a student to read the learning targets aloud  

* “I can practice reading closely.” 

* “I can gather important details and determine the main idea of an excerpt of the text ‘The Hero’s Journey.’” 

* “I can use context clues to determine the meaning of unfamiliar words in ‘The Hero’s Journey.’”  

* “I can make connections between Percy Jackson and “The Hero’s Journey.” 

A Students should recognize several of these targets from the previous lesson. Ask students to Think-Pair-Share: “What words 
seem most important in these targets?” Ask a few students to share out.  

A Ask students to show a quick thumbs up if they understand the targets, or thumbs down if not. Clarify as needed. 

A Ask students to get out their article, “The Hero’s Journey” (from Lesson 8). Remind students that it is fine if they didn’t 
totally understand the article. They will keep digging deeper. Invite students to turn and talk with a partner for two minutes, 
to share their gist notes at this point. 
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Work Time Meeting Students’ Needs 

A. Close Read: “The Hero’s Journey” Acts Two and Three (20 minutes) 

A Invite students to sit in their triads for this portion of the lesson.  

A Tell students that they now will continue to reread “The Hero’s Journey” text and collect important details on their 
“The Hero’s Journey” recording form. Remind students that they began to collect important details in the first act 
“The Separation” in Lesson 8. Review the meaning of important detail as a quote from the text that is essential to the 
author’s meaning and purpose. Tell student they will have time to discuss the important details they chose between each act, 
but should first try it out on their own.  

A Circulate and support students as they read. After 7-8 minutes, pause students in their reading. Invite students to use two 
minutes to share with each other the important details they recorded for “Act Two: Initiation and Transformation.”  

A Circulate to listen in and gauge students’ understanding, as well as patterns of confusion that may need to be clarified later 
with whole group. Listen for students to notice details that relate directly to the subheadings (e.g. that heroes need a 
“sidekick” which is like a helper or ally). Watch for students to be referring to specific words in the text. 

A Focus students briefly whole group to give specific positive praise when they do so. Do not spend a lot of time explaining the 
text; they will keep working with it and will uncover more on their own.  

A Allow students to continue reading “Act Three: The Return” for an additional 7-8 minutes before sharing their ideas again 
with their triads.  

A Consider inviting a few whole class shares in order to clear up any misconceptions or confusion about Acts Two and Three of 
“The Hero’s Journey.” 
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Work Time (continued) Meeting Students’ Needs 

B. Vocabulary in “The Hero’s Journey” (15 minutes) 

A Tell students that today they are going to turn their attention to vocabulary in “The Hero’s Journey.” Remind them that 
paying attention to vocabulary, and using strategies like context clues or prefixes to figure out word meanings, are “things 
close readers do” 

A Think-Pair-Share:  

* “What two strategies for finding word meaning have we learned so far this year?” Remind students of these two strategies: 
using context clues and using root words and prefixes.  

A Distribute the Vocabulary in “The Hero’s Journey”: Strategies for Finding Word Meaning recording form. 
Tell students that they should begin by reading the sentence and thinking about the bolded word. Think, “Can I use context 
clues around this word to help me determine the meaning? Does the word have a prefix and root word that can help me 
determine the meaning?” Remind students to refer to their Prefix List and “The Hero’s Journey” as necessary.  

A Circulate and support students as they work. After ten minutes, invite students to meet in their triads to discuss each word.  

A Collect students’ annotated texts and both of their recording forms to informally assess.  

A Emphasize to students that as they continue to read challenging texts in the coming months and years, they will often 
encounter vocabulary they don’t know. It is important to have lots of different ways to figure out words. 

A Consider posting vocabulary words 
during this lesson so students have 
a visual reference.  

A Consider giving select students pre-
highlighted recording forms that 
highlight key words showing the 
relationship between the quotes. 
(see Supporting Materials) 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: What is the most important connection between Percy’s experiences and “The Hero’s  
 Journey”? Why? (5 minutes) 
A Preview homework. 

A Distribute an Exit Ticket to each student. Tell them you would like them to independently consider the same question you 
posed to the class:  

* “What is the most important connection between Percy’s experiences and ‘The Hero’s Journey’? Why?”  

A Remind students to support their thinking with reasons. (Student responses may vary).  

A Collect students’ Exit Tickets. 

 

 

Homework Meeting Students’ Needs 

A Do a “first draft” read of Chapter 5: “I Played Pinochle With a Horse.” Use the Homework: Purpose for Reading—
Chapter 5 question to focus your reading and use your evidence flags to mark the specific areas in the book that support 
your answer.  

Note: Review students’ recording forms and annotated articles from today’s lesson to assess for comprehension. It is 
important students understand the arc of the hero’s journey in order to complete the reading and writing leading up to and 
including the End of Unit Assessment.  
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Name: 

Date: 

 

Word in Context Meaning of the Word What strategy did you use to find the meaning? 

Heroes exist in a world 
is considered ordinary 
or uneventful by those 
who live there. 

  

As they embark on 
their journey, the 
heroes enter a world 
they have never 
experienced before 

  

It might be filled with 
supernatural creatures, 
breathtaking sights, 
and the constant 
threat of death.  

  

Heroes are almost 
always started on their 
journey by a character 
who has mastered the 
laws of the outside 
world and come back 
to bestow this wisdom 
upon them.  
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At long last they reach 
the Supreme Ordeal, 
the obstacle they have 
journeyed so far to 
overcome. 
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Name: 

Date: 

 
Think about the informational article you just read and the novel you have been reading.  
 
What connections do you see between Percy’s experiences in The Lightning Thief and “The Hero’s Journey”?  
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Name: 

Date: 

 
Percy has just survived a traumatic night and is now in a completely unfamiliar and strange setting. This presents a unique 
challenge. How does Percy respond to this challenge? What inferences can you make based on his response? Consider his 
interactions with other characters as well as his inner thoughts.  
 
Use your evidence flags to mark places in the text that show your thinking. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can determine the main idea of an informational text based on details in the text. (RI.6.2) 
I can use a variety of strategies to determine word meaning in informational texts. (RI.6.4) 
I can prepare myself to participate in discussions. (SL.6.1) 

Supporting Learning Targets Ongoing Assessment 

D I can practice reading closely. 

D I can get the gist of an excerpt of the text “The Hero’s Journey.”  

D I can gather important details and determine the main idea of an excerpt of the text “The Hero’s 
Journey.” 

D I can identify the characteristics of a strong paragraph. 

D QuickWrite 

D Annotated text “The Hero’s Journey”  

D The Hero’s Journey recording form 

D Exit Ticket 

 

Agenda Teaching Notes 

1. Opening 

A. QuickWrite: What Is a Hero? (5 minutes) 

B. Unpacking the Learning Targets (5 minutes) 

2. Work Time  

A. Close Read: “The Hero’s Journey” (Introduction and “Act 1: Separation”) (20 
minutes)  

B. Writing with Evidence: Studying a Model Paragraph (10 minutes) 

3. Closing and Assessment 

A. Exit Ticket: How Has Your Idea of “Hero” Changed? (5 minutes) 

4. Homework 

A. With the text “The Hero’s Journey,” add to recording form for Introduction 
and Act 1; do a first draft read of the rest of the text and take gist notes.  

D This purpose of the next two lessons is to build students’ background knowledge 
about the important archetype of the hero’s journey. Students’ understanding of 
a hero will evolve throughout these lessons. The ultimate objective is for 
students to apply their new understandings to Percy’s experiences in The 
Lightning Thief.  

D In this lesson, students focus on just the introduction and “Act 1: Separation.” 
Students continue working with this text for homework, and during Lesson 9. 
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Lesson Vocabulary Materials 

hero, hero’s journey, align, archetype; 
psychologist, mythological, embark, 
supernatural, trial, ordeal 

D QuickWrite: What Is a Hero? recording form (one per student) 

D “The Hero’s Journey” text (one per student) 

D “The Hero’s Journey” recording form (one per student) 

D Things Close Readers Do anchor chart (begun in Lesson 2)-—today’s focus: scan the text for structure, annotate the text 

D Model Paragraph: Writing with Evidence from Two Texts (one per student and one to display) 

D Writing with Evidence anchor chart (new; co-created with students during Work Time B) 

D Exit Ticket: How Has Your Idea of “Hero” Changed? (one per student) 

 

Opening Meeting Students’ Needs 

A. QuickWrite: What is a Hero? (5 minutes) 
D Distribute the QuickWrite: What Is a Hero? recording form to each student. Tell them that there are no limits or 

expectations on this. They should respond with whatever they feel to be true, as long as they are able to support their 
thinking with examples or reasons. 

D Provide sentence starters for 
students who may have difficulty 
getting started. Examples for this 
activity may include “I believe a 
hero is …” “I think this because …” 
“An example of a person who is a 
hero is …” 

D Consider having students who 
struggle with on-demand writing to 
talk with a partner before they 
respond in writing to the question. 
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Opening Meeting Students’ Needs 

B. Unpacking the Learning Targets (5 minutes) 
D Read the learning targets with students, or invite a student to read the learning targets aloud:  

* “I can practice reading closely.” 

* “I can get the gist of an excerpt of the text ‘The Hero’s Journey.’”  

* “I can gather important details and determine the main idea of an excerpt of the text ‘The Hero’s Journey.’” 

* “I can describe one act of ‘The Hero’s Journey’ to the other members of my triad.”  

D Ask students to Think-Pair-Share: 

* “What words seem most important in these targets?” Ask a few students to share out.  

D Focus on the phrase hero’s journey. Do not define it; simply tell students they will be reading more about this during the 
lesson. 

D Then focus on the phrase reading closely. Remind students of the anchor chart they have been building together to name 
“things close readers do.” Tell them that later in the lesson, they will again take time to step back and list specific things they 
have been practicing.  

D Ask students to show a quick thumbs-up if they understand the targets, or thumbs-down if not. Clarify as needed. 

 

 

Work Time Meeting Students’ Needs 

A. Close Read: “The Hero’s Journey” (Introduction and “Act 1: Separation”) (20 minutes) 

D Distribute “The Hero’s Journey” text. Encourage students to quickly scan the text for the structure. Point out the 
sections with subheadings. 

D Invite students to read the introduction and “Act 1: Separation.” Remind them that in the first reading of a close read, they 
are reading just to get oriented to the text.  

D After 5 minutes, pause students in their work and ask them to focus whole group. Tell them that now that they are oriented 
to the text, they will reread to annotate for the gist. The purpose is to help begin to locate the most important information by 
building on what you know and making connections to unfamiliar words and phrases to make meaning.  

D Anchor charts provide a visual cue 
to students about what to do when 
you ask them to work 
independently. They also serve as 
note-catchers when the class is co-
constructing ideas. 
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Work Time (continued) Meeting Students’ Needs 

D Give directions: 

1. As you read, circle words that are unfamiliar.  

2. After each paragraph, write the gist (what that paragraph is mostly about) in the margin.  

D Circulate and support students as they read. For students who need more support, ask them to practice telling you the gist of 
a section before writing it in the margin.  

D After 10 minutes, ask students to talk to a partner to compare what they wrote for their gist statements.  

D Explain to students that the text “The Hero’s Journey” is one of many pieces of writing that describes “the hero’s journey.” 
Many of these writings have different names for the stages, or a different number of steps that the hero goes through; but 
they are all similar in that they are attempting to describe an archetype.  

D Define archetype as a model after which other things are copied or repeated, like a pattern. Stories, for example, have 
character archetypes: the hero, the mentor, the maiden, and the villain. They are different characters in each story, with 
different names, but in every story they are present. The hero’s journey is the archetype of a storyline or narrative; many 
stories follow the same pattern.  

D Distribute “The Hero’s Journey” recording form. Invite students to revisit their annotated text one last time with their 
partner. Tell them that the purpose of this reread is to identify the most important details. (Define important details as 
quotes from the text that are essential to the author’s meaning and purpose.) 

D Briefly model with the introduction. A model might sound like “’Joseph Campbell’ seems important since he is mentioned so 
many times. He was a psychologist, so knew a lot about people. And ‘mythology’ is important; I know that’s what we are 
studying. I’m also thinking this idea of ‘discovered’ or ‘described’ patterns is important; that relates back to that idea of 
archetype we talked about. I don’t totally get it yet, but I still think it’s an important detail to write down and come back to 
later.” 

D Ask students to work with a partner to record on their form the four parts of “Act 1: Separation” as well as important details. 
Tell them that it is fine if they do not completely finish; this will be part of their homework as well.  

D Be sure students notice the repeating structure of the examples from The Hobbit and The Wonderful Wizard of Oz. 
Encourage them to be thinking of other stories they know that might also be good examples.  

D For students who struggle with 
following multiple-step directions, 
consider displaying these directions 
using a document camera or 
Smartboard. Another option is to 
type up these instructions for 
students to have in hand. 

D For students needing additional 
supports, you may want to provide a 
partially filled-in graphic organizer. 

 

���



 

 

GRADE 6: MODULE 1: UNIT 1: LESSON 8 
The Hero’s Journey, Part 1:  

What is a Hero? 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  8� G6:M1:U1:L8  8� June 2013  8  3 
 

 

Work Time (continued) Meeting Students’ Needs 

D Briefly refocus students whole group. Focus them on the Things Close Readers Do anchor chart (from previous 
lessons). Invite students to name new “things” they did during this lesson. Be sure that these two get mentioned; add them 
to the chart: 

* Scan the text for structure 

* Annotate the text 

 

B. Writing with Evidence: Studying a Model Paragraph (15 minutes) 

D Distribute Model Paragraph: Writing with Evidence from Two Texts to each student. Ask students to read it once to 
get the gist of it.  

D Once students have read it once, Think-Pair-Share: 

“What is the purpose of this paragraph? What does the author want the reader to learn or understand?”  

D Listen for answers like: “The author is trying to prove that Percy is on a ‘hero’s journey’” or “The author wants the reader to 
understand how The Lightning Thief connects to ‘The Hero’s Journey.’”  

D Tell students they will be writing with this same purpose, to show how Percy’s experiences in The Lightning Thief align with 
“The Hero’s Journey.” Invite students to read the model paragraph once more.  

D Read and post the following directions: 

1. Now that you know why the author wrote this (to show how Percy’s experiences in The Lightning Thief align with the 
journey described in “The Hero’s Journey”), you will read to see how the author achieved their purpose.  

2. Read again, keeping in mind the following questions:  

a. How did the author achieve his/her purpose of showing how Percy’s experiences aligned with “The Hero’s Journey?”  

b. What writing strategies did the author use to make their purpose clear?” 

3. Underline any important words or phrases the author used. 

4. Annotate in the margin to show your thinking. 

D Give students a few minutes to read and annotate the model paragraph.  

D Then give students 2 to 3 minutes to share their thinking and writing with their writing partner.  

D Providing models of expected work 
supports all learners but especially 
supports challenged learners. 

D Many students will benefit from 
seeing questions posted on the 
Smartboard or via a document 
camera but reveal questions one at a 
time to keep students focused on the 
question at hand. 
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Work Time (continued) Meeting Students’ Needs 

D Consider using equity sticks to invite some students to share with the whole group. Ask:  

* “How did the author achieve his/her purpose of showing Percy’s experience as a ‘hero’s journey?’”  

* “What did the author do to make this an effective paragraph?”  

D As students share, use their suggestions to co-create a new Writing with Evidence anchor chart. Guide students toward the 
following criteria: 

* Introduce the paragraph by making a claim about how Percy’s experiences align with “the hero’s journey.” 

* Use quotes from both texts as evidence to support the claim.  

* Write a sentence making it clear how the evidence from the two texts is connected.  

* Close the paragraph with a clear concluding statement. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: How Has Your Idea of “Hero” Changed? (5 minutes) 
D Distribute Exit Ticket: What is a Hero? Remind students that they started class with one idea or conception of a hero. In 

their exit ticket, they should describe how their idea of “hero” has changed or shifted. If it hasn’t changed, how can they 
include this new learning and the idea of a journey into their old idea about hero?  

D Using entrance/exit tickets allows 
you to get a quick check for 
understanding of the learning target 
so that instruction can be adjusted 
or tailored to students’ needs during 
the lesson or prior to the next 
lesson. Pairing entrance tickets with 
exit tickets allows both teachers and 
students to track students’ progress 
from the start to the end of the 
lesson. 

 

Homework Meeting Students’ Needs 

D Keep working with the text “The Hero’s Journey.” First, on your recording form, add any more important details about the 
introduction or the section “Act 1: Separation.” Then do a “first draft” read of the remainder of “The Hero’s Journey.” Make 
some gist notes in the margins; it’s fine if you don’t understand everything at first. (You don’t have to fill out the recording 
form for Acts 2 or 3 yet.) As you read, begin to consider how these stages of the hero’s journey apply to Percy Jackson. 
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Name: 

Date: 

 
What or who do you think of when you think of the word “hero?” Provide reasons or examples to support your response.  
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Introduction:  
Joseph Campbell, an American psychologist and mythological researcher, wrote a famous book titled The Hero with a Thousand 
Faces. Campbell discovered many common patterns that are in many hero myths and stories from around the world. He 
described several basic stages that almost every hero goes through.  
 
Act 1: Separation  
The Ordinary World  
Heroes exist in a world that is considered ordinary or uneventful by those who live there. Often people in the ordinary world 
consider the heroes odd. They possess some ability or characteristic that makes them feel out-of-place.  
 
The Wonderful Wizard of Oz: Dorothy in Kansas 
The Hobbit: Bilbo Baggins in Hobbiton 
 
The Call to Adventure 
Usually there is a discovery, some event, or some danger that starts them on the heroic path. Heroes find a magic object or 
discover their world is in danger. In some cases, heroes happen upon their quest by accident.  
 
The Wonderful Wizard of Oz: The tornado 
The Hobbit: Gandalf the wizard arrives 
 
Entering the Unknown 
As they embark on their journey, the heroes enter a world they have never experienced before. It might be filled with 
supernatural creatures, breathtaking sights, and the constant threat of death. Unlike the heroes’ home, this outside world has 
its own rules, and they quickly learn to respect these rules as their endurance, strength, and courage are tested time and time 
again.  
 
The Wonderful Wizard of Oz: Dorothy must learn the rules of Oz 
The Matrix: Neo must come to grips with the realities and unrealities of the Matrix 
 
Supernatural Aid/Meeting with the Mentor 
Supernatural does not have to mean magical. There are plenty of hero stories that don’t have wizards or witches. Supernatural 
means “above the laws of nature.”  
 
Heroes are almost always started on their journey by a character who has mastered the laws of the outside world and come back 
to bestow this wisdom upon them. This supernatural character often gives them the means to complete the quest. Some of the 
time the gift is simply wisdom. Other times it is an object with magical powers. In every instance it is something the hero needs 
to succeed.  
 
The Hobbit: Gandalf 
Star Wars: Obi-Wan Kenobi 
Cinderella: Fairy Godmother 
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Act 2: Initiation and Transformation  
Allies/Helpers 
Every hero needs a helper, much like every superhero needs a sidekick. Most heroes would fail miserably without their helpers. 
For example, in the Greek hero story of Theseus, Minos’ daughter Ariadne helps Theseus find his way through the Labyrinth. She 
does this by holding one end of a golden thread while Theseus works his way inward to slay the Minotaur. Without her help, 
Theseus would never have fulfilled his quest. He also would not have found his way out of the maze once he did.  
 
Lord of the Rings: Samwise Gamgee 
The Wonderful Wizard of Oz: The Tin Woodsman, Scarecrow, and Cowardly Lion 
 
The Road of Trials 
The road of trials is a series of tests, tasks, or ordeals that the person must undergo to begin the transformation. Often the 
person fails one or more of these tests, which often occur in threes. The heroes progress through this series of tests, a set of 
obstacles that make them stronger, preparing them for their final showdown. 
 
The Supreme Ordeal 
At long last they reach the Supreme Ordeal, the obstacle they have journeyed so far to overcome. All the heroes’ training and 
toil comes into play now. The journey has hardened them, and it’s time for them to show their prowess. Once this obstacle is 
overcome, the tension will be relieved. The worst has passed, and the quest, while not officially over, has succeeded.  
 
Lord of the Rings: Mount Doom 
The Wonderful Wizard of Oz: Defeating the Wicked Witch 
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Act 3: The Return  
The Magic Flight 
 After the heroes complete the Supreme Ordeal and have the reward firmly in hand, all that is left is for them is to return 
home. Just because the majority of the adventure has passed doesn’t mean that the return journey will be smooth sailing. There 
are still lesser homebound obstacles to overcome. At some point the hero must often escape with the reward. This can sometimes 
take the form of a chase or battle. 
 
The Hobbit: The Battle of Five Armies 
The Lord of the Rings: Return to Hobbiton 
 
Confronting the Father 
In this step the person must confront whatever holds the ultimate power in his or her life. In many myths and stories this is the 
father, or a father figure who has life and death power. Although this step is most frequently symbolized by an encounter with a 
male person or god, it does not have to be a male, just someone or thing with incredible power.  
 
Master of Two Worlds/Restoring the World  
Success on the heroes’ quest is life-changing, for them and often for many others. By achieving victory, they have changed or 
preserved their original world. Often they return with an object or personal ability that allows them to save their world. 
 
The heroes have also grown in spirit and strength. They have proved themselves worthy for marriage, kingship, or queenship. 
Their success in the supernatural worlds allows them to return and be heroes in their own world.  
 
Lord of the Rings: Frodo saves the Shire 
The Wonderful Wizard of Oz: Dorothy rids Oz of the Wicked Witch 
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Name: 

Date: 

 
 

Act Central Idea/Stages in the Act Important Details and Questions 

Introduction 
 

  

Separation 
 

  

Initiation and 
Transformation 

  

The Return   
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8 Get the gist of what a text is about.  

8 Cite evidence 

8 Use context clues to figure out word meanings 

8 Make inferences based on details in the text 

8 Talk with others about the text 

8 Pay attention to vocabulary 

8 Use prefixes to determine word meanings 

8 Scan the text for structure 

8 Annotate the text
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Percy Jackson, the main character in The Lightning Thief, is following the path of the hero in “The Hero’s Journey.” Percy 
Jackson is a boy who is not accepted by many people around him. In “The Hero’s Journey” it says that heroes “possess some 
ability or characteristic that makes them feel out-of-place.” In The Lightning Thief, Percy says, “I have dyslexia and attention 
deficit disorder and I had never made above a C- in my life.” In this quote, Percy expresses his feelings of exclusion because of his 
learning differences. This shows that Percy is like the archetype of a hero because he also has characteristics that make him feel 
out of place.  
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Name: 

Date: 

 
Now that you have read and discussed “The Hero’s Journey,” reflect on the idea of “hero” that you had at the beginning of class. 
Has it changed? How? If it hasn’t changed, how can this idea of a hero’s “journey” become part of your idea of a “hero?”  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can describe how the characters change throughout a literary text. (RL6.3) 

Supporting Learning Targets Ongoing Assessment 

: I can cite evidence from the text when answering questions and discussing a new section of The
Lightning Thief.

: I can make inferences about Percy citing evidence from the text.

: I can produce clear writing about my reading of The Lightning Thief.

: Mid-Unit 1 Assessment

Agenda Teaching Notes 

1. Opening

A. Unpacking Learning Targets (5 minutes) 

2. Work Time

A. Mid-Unit 1 Assessment: Making Inferences about 
Percy (35 minutes) 

3. Closing and Assessment

A. Share: Three-Word Description and Silent Mingle    
(5 minutes) 

4. Homework

A. Catch up on reading, or reread favorite sections. 

: For some students, this assessment may require more than the 35 minutes allotted. Consider providing
students time over multiple days if necessary.

: If students receive accommodations for assessment, communicate with the cooperating service
providers regarding the practices of instruction in use during this study as well as the goals of the
assessment.

: If students finish their Mid-Unit Assessment early, they may go back and read their favorite sections of
The Lightning Thief.

: In advance: Consider students who need testing accommodations: extra time, separate location, scribe,
etc.
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Lesson Vocabulary Materials 

best lines, assessment : Equity sticks

: Mid-Unit Assessment: Making Inferences about Percy (one per student)

: Blank sheets of paper (one per student)

: Mid-Unit Assessment: Making Inferences about Percy (Answers for Teacher Reference)

Opening Meeting Students’ Needs 

A. Unpacking Learning Targets (5 minutes) 
: Invite a volunteer to read today’s learning targets as others read along.

* “I can make inferences about Percy citing evidence from the text.”

* “I can answer questions about The Lightning Thief using evidence from the text.”

* “I can produce clear writing about my reading of The Lightning Thief.”

: Think-Pair-Share:

* “Are there any words in these learning targets that repeat? What can you infer based on this?”

: Listen for students noticing the strong emphasis on citing evidence—a skill they have been practicing. Explain the writing
learning target, saying that it is through their writing today that they will show these new skills and communicate their
understanding of the text.

: Learning targets are a research-
based strategy that helps all
students, but helps challenged
learners the most.

: Some students may benefit from
being given sentence starters for
Think-Pair-Share.
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Work Time Meeting Students’ Needs 

: A. Mid-Unit 1 Assessment: Making Inferences about Percy (35 minutes)

: Say: “Today you will get to meet the learning targets and show all the great learning you’ve done in a Mid-Unit Assessment.”

: Clarify the word assessment if there is confusion. Explain that the assessment will ask them to do many things that they have
already done in thinking about Percy’s challenges, his responses, and the inferences they can make based on them. Tell
students they can make use of their novel, evidence flags, and notes from class to help them complete this assessment.

: Distribute the Mid-Unit Assessment: Making Inferences about Percy to each student. Circulate as students work,
noting who is having difficulty and may need redirecting.

: If students finish their Mid-Unit Assessment early, they may go back and read their favorite sections of The Lightning Thief.

: For ELLs, consider providing
extended time for tasks and
answering questions in class
discussions. ELLs receive extended
time as an accommodation on NY
State assessments.

Closing and Assessment Meeting Students’ Needs 

A. Share: Three-Word Description and Silent Mingle (5 minutes) 
: Give each student a blank sheet of white paper. Invite students to write three words that describe Percy Jackson as a

character. For example, they may write, “Troubled,” “Brave,” and “Friend.” After 2 minutes of thinking and writing time, tell
students they will now do a “silent mingle.” Give directions:

1. Stand up with your paper held out in front of you.

2. Silently walk around the room meeting up with different partners.

3. Read your partner’s three words and allow them to read yours.

4. Move on to a new partner and repeat.

: The Silent Mingle activity acts as a
physical and mental release for
students’ focus after the Mid-Unit
Assessments. Ensuring that
students have opportunities to
incorporate physical movement in
the classroom supports their
academic success. This closing
activity is meant to help students
synthesize their current
understandings of the character in
the novel in a low-stakes structure.

Homework Meeting Students’ Needs 

: Catch up on any reading you may have missed in The Lightning Thief, or reread one of your favorite scenes.
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Name: 

Date: 

In the previous lesson, you did some thinking about Chapter 4: “My Mother Teaches Me Bullfighting.” On this assessment, you 
get a chance to show what you know about how to analyze this novel on your own. You may use your novel, your evidence flags, 
and any notes in your journals from our work together for this assessment. 

1. What happens in this chapter? Just write a one- to two-sentence gist: What is this chapter mostly about?

2. Part A. Reread pages 52–56 and think about the challenges Percy faces, and his response to those challenges in the form of
choices he makes during this episode in the novel. Complete the T-Chart below, citing evidence from the text. Be sure to actually 
“quote” sections of the text in your response.  

Challenge Response 

1. 

2.
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2. Part B: What happens in this chapter? Just write a one- to two-sentence gist: What is this chapter mostly about?

3. We all have strengths and weakness. Based on the choices Percy made on pages 52–56, do you have a good opinion of him?
Why or why not? Cite evidence from the text to support your answer. 

4. How do the events of this scene show how Percy has changed as a character from the beginning of the novel up to this point?
Cite evidence from the text to support your answer. You may use your novel, your evidence flags, and any notes in your journals 
from our work together. 
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Name: 

Date: 

 
In the previous lesson, you did some thinking about Chapter 4: “My Mother Teaches Me Bullfighting.” On this assessment, you 
get a chance to show what you know about how to analyze this novel on your own. You may use your novel, your evidence flags, 
and any notes in your journals from our work together for this assessment. 
 
1. What happens in this chapter? Just write a one- to two-sentence gist: What is this chapter mostly about? 
 
In this chapter, Percy and his mother go to the beach where Percy’s parents met to spend time together. While 
there, Grover shows up and Percy’s mom realizes he is in danger. They try to get away, but are caught by the 
Minotaur. The Minotaur kills Percy’s mom, but Percy kills the Minotaur and saves Grover 
 
2. Part A. Reread pages 52–56 and think about the challenges Percy faces, and his response to those challenges in the form of 
choices he makes during this episode in the novel. Complete the T-Chart below, citing evidence from the text. Be sure to actually 
“quote” sections of the text in your response.  
 
[Note: There are multiple correct answers to this question. Sample responses below.] 
 

Challenge Response 

1. 
The Minotaur makes Percy’s mother dissolve, and is about to 
do the same thing to Grover.  
 
“The monster hunched over, snuffling my best friend, as if he 
were about to lift Grover up and make him dissolve too.” 
(page 53) 
 

 
Percy decides to fight the Minotaur instead of running away 
from it.  
 
“I couldn’t allow that. I stripped off my red rain jacket. ‘Hey!’ 
I screamed, waving the jacket, running to one side of the 
monster.” (page 53) 
 

2. 
Percy’s mother is gone, and he is hurt, so he wants to give up.  
 
“My head felt like it was splitting open. I was weak and scared 
and trembling with grief. I’d just seen my mother vanish. I 
wanted to lie down and cry.” (page 55) 
 

 
He fights his feelings and finds energy to drag Grover to 
safety.  
 
“… there was Grover, needing my help, so I managed to haul 
him up and stagger down into the valley.” (pages 55–56) 
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Name: 

Date: 

 
2. Part B: What happens in this chapter? Just write a one- to two-sentence gist: What is this chapter mostly about? 
 
Percy’s choices in this section tell us that one of his strengths is his loyalty to his friend. When he was in 
danger, he could have escaped and saved his own life. But he showed loyalty by choosing to stay and fight to 
help his friend. He says, “… there was Grover, needing my help.” Percy’s only weakness in this section is 
becoming frozen by his fear. When his mother tells him to run, he can’t. The text says, “But I just stood there, 
frozen in fear, as the monster charged her.”  
 
3. We all have strengths and weakness. Based on the choices Percy made on pages 52–56, do you have a good opinion of him? 
Why or why not? Cite evidence from the text to support your answer. 
 
Based on the choices he made in this section, I have a great opinion of Percy. He chose to fight the Minotaur to 
save his friend’s life, and he also fought his own hurt and exhaustion to drag Grover into safety. He says, “I was 
crying, calling for my mother, but I held on to Percy—I wasn’t going to let him go.” The only time Percy showed 
fear was when the monster was about to attack his mother, and I think anybody would show fear in that 
situation.  
 
4. How do the events of this scene show how Percy has changed as a character from the beginning of the novel up to this point? 
Cite evidence from the text to support your answer. You may use your novel, your evidence flags, and any notes in your journals 
from our work together. 
 

The events of this scene show that Percy has changed because he chooses to stay with his friend. Earlier in the 
book, Percy “ditches” Grover at the bus station because he is only thinking about himself and what he wants. 
In this scene, Percy does not think about what he wants; in fact, he does the opposite of what he wants. He says 
he “wanted to lie down and cry” but then he makes his decision based on what his friend needs. He helps 
Grover.  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can describe how the characters change throughout a literary text. (RL.6.3) 
I can analyze how an author develops a narrator or speaker’s point of view. (RL.6.6) 
I can use a variety of strategies to determine the meaning of unknown words and phrases. (L.6.4) 

Supporting Learning Targets Ongoing Assessment 

E I can determine the meaning of words using prefixes and context clues.  

E I can cite evidence from the text when answering questions and discussing Percy’s character in The 
Lightning Thief. 

E Entrance Ticket 

E Using Prefixes recording form 

 

Agenda Teaching Notes 

1. Opening 

A. Checking Evidence Flags (5 minutes)  

B. Unpacking the Learning Targets (5 minutes)   

2. Work Time  

A. Vocabulary: Using Prefixes to Determine Word 
Meaning (15 minutes) 

B. Triad Discussions: Questions from the Text, Pages 
38–40 (15 minutes) 

3. Closing and Assessment 

A. Back-to-Back and Face-to-Face (5 minutes) 

4. Homework 

A. Reread favorite section of The Lightning Thief and 
use Finding Words with Prefixes recording form 

E The questions in Triad Discussions: Questions from the Text closely parallel the types of questions 
asked in the Mid-Unit Assessment. This lesson thus provides scaffolding for students, and also gives you 
rich formative assessment data about the types of questions and skills with which students are 
comfortable or struggling.  

E Instead of an entrance quiz, students share their evidence flags.  This serves as an informal assessment 
strategy to help gauge students’ authentic engagement with the reading.  

E This lesson introduces a new routine, the use of “equity sticks,” to encourage total participation. Prepare 
equity sticks in advance: popsicle sticks (one stick for each student, with the student’s name)  

E Note that although students read Chapter 4 for homework, that chapter is not a formal focus of this 
lesson. Instead, students continue to go into more depth with Chapter 3. In Lesson 7, students are more 
formally assessed on their ability to independently analyze a portion of Chapter 4.  

E In advance: Prepare Chapter 3 Questions from the Text in “Question Baskets.” See directions in 
supporting materials. 

E In advance: Review Back-to-Back and Face-to-Face protocol (Appendix 1). 
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Lesson Vocabulary Materials 

prefix; disgorge (6), overhead (8), 
impatiently (10), discouraged (21), 
unexpectedly (29) 
 

E Equity sticks 

E Document camera or chart paper 

E Prefix List (one per student) 

E Using Prefixes: Determining the Meaning of Unfamiliar Words (one per student) 

E Question baskets (one per triad) 

E Chapter 3 Questions from the Text (one set of questions per triad, cut into strips and placed in Question Baskets) 

E The Lightning Thiefˆ (book; one per student) 

E Things Close Readers Do anchor chart (begun in Lesson 2)—today’s focus: pay attention to vocabulary, use prefixes to 
determine word meanings 

E Homework: Finding Words with Prefixes (one per student) 

 

Opening Meeting Students’ Needs 

A. Checking Evidence Flags (5 minutes) 
E Invite students to sit with their triads. Tell students that their use of evidence flags is becoming an important part of their 

learning to be close and careful readers, and you would like to celebrate that by giving them the opportunity to share some of 
their thinking and use of evidence flags today. Remind students that their purpose in reading Chapter 4 was to recognize 
moments when Percy faced a challenge and then identify how he responded to that challenge.  

E Ask students to use the next 5 minutes to take turns sharing with their triad one of the places in the text they flagged. Tell 
students they should read aloud the excerpt they flagged and then explain why they thought it was important. 

* “What was the challenge Percy faced?” 

* “How did he respond?”  

E Circulate and listen to these discussions, noting students who are using evidence flags purposefully and those who may need 
more support in this routine.  

E After this discussion, briefly address any clarifying questions students may have about the basic events of the chapter. 
Reinforce that the purpose of the evidence flags is to help them focus on what we are learning about Percy. Remind them 
that they will frequently reread key sections in class, focusing on key details as they practice becoming close readers. 

E Many students will benefit from 
seeing questions posted on the 
Smartboard or via a document 
camera but reveal questions one at a 
time to keep students focused on the 
question at hand. 

E For students needing additional 
supports and ELLs, consider 
providing smaller chunks of text, 
sometimes just a few sentences, for 
a close read. Teachers can check in 
on students’ thinking as they speak 
about their text. 
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Opening Meeting Students’ Needs 

B. Unpacking the Learning Targets (5 minutes) 
E Explain to students that throughout the year, they will be accountable for sharing their thinking in class. You will use various 

techniques to make sure everyone gets to participate. Use a total participation technique, such as equity sticks, to invite 
students to read today’s learning targets:  
* “I can determine the meaning of words using prefixes and context clues”  

* “I can answer questions about The Lightning Thief using evidence from the text.”  

E Focus students on the first target.  Tell them that they have been practicing using context clues to figure out unfamiliar 
words in the text.  They will continue to use this strategy.  But today they will also practice a new way to figure out words: 
thinking about the first part of the word, or the prefix.  Define prefix: a letter or group of letters attached to the beginning of 
a word that partly indicates its meaning.  Point out that the word prefix itself has a prefix in it: “pre” which means “before.”  

E Ask students to Think-Pair-Share: 
* “What other words do you know that has the letters “pre” at the start?” 

E Invite students to share out.  Probe for meaning: 
* “How does that word relate to “before”?” 

E Tell students they will learn a lot more about prefixes in this lesson. 

E Careful attention to learning targets 
throughout a lesson engages, 
supports, and holds students 
accountable for their learning. 
Consider revisiting learning targets 
throughout the lesson so that 
students can connect their learning 
with the activity they are working 
on. 
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Work Time Meeting Students’ Needs 

A. Vocabulary: Using Prefixes to Determine Word Meaning (15 minutes) 

E Tell students that today they will continue focusing on Chapter 3, which includes a lot of rich information about Percy. They 
will work on Chapter 4 more in the next lesson. 

E Post the title of Chapter 3, “Grover Unexpectedly Loses His Pants,” on a document camera or on chart paper. 

E Think-Pair-Share: 

* “What do you notice about the word ‘unexpectedly?’”  

E Listen for answers like: “I see the word ‘expect.’” Probe, encouraging students to offer a definition for the word “expect.”  

E Students may recognize that un- is a prefix, but may not be able to recall the meaning of the word. 

E At this point, connect the study of prefixes and suffixes to the novel by reminding students that one of the central characters, 
Mr. Brunner, is a Latin teacher, and Percy studies Latin. Explain that one reason people study Latin is because it helps 
understand vocabulary in English. A lot of English words and word parts come from Latin. Prefixes are an example of this.   

E Say: “Let’s look closely at the prefix ‘un-.’ How does the prefix ‘un-’ change the meaning of the word ‘expect?’” 

E Think-Pair-Share:  

* “Can you think of other words that begin with the prefix ‘un-?’”  

E Allow time for students to discuss other words that begin with a prefix with their partner or small group. Distribute the 
Prefix List to each student. Tell students these are the most common prefixes found in English. Knowing these can help 
you unlock the meaning to countless words.  

E Distribute the Using Prefixes: Determining the Meaning of Unfamiliar Words. Give directions: 

1. Read each passage from The Lightning Thief.  

2. Use your knowledge of prefixes, your prefix list, and context clues to help you determine the meaning of words.  

E Circulate and support students as they work. If a student gets stuck, make sure they are using both strategies they have 
learned so far: using context clues and using prefixes. If they are still struggling, consider giving them the root word 
definition so they still have the opportunity to work with the prefix. 

E Consider starting select students 
with the definitions of the root 
words. This will allow them to focus 
their time on working with prefixes.  
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Work Time Meeting Students’ Needs 

B. Triad Discussions: Questions from the Text, Pages 38–40 (15 minutes) 

E Ask students to come together in their triads. Tell them they will be revisiting the excerpt from The Lighting Thief they were 
working with in the last lesson: pages 38–40. Tell students that in the next lesson they will have an assessment of their 
reading of The Lightning Thief, and that the questions they are about to work with in their triads are very similar to the ones 
they will see in the assessment.  

E Distribute a question basket to each triad. Give directions: 

1. Rotate responsibility: Take turns drawing questions from the basket and reading them.  

2. All members of the triad should be searching for the evidence in The Lightning Thief to answer the question.  

3. All voices should be heard.  

E As students discuss these questions, circulate and support to ensure equity in voices and participation. Remind students to 
read aloud passages from The Lightning Thief as evidence that supports their thinking, and to tell their peers what page to 
look at as they read.  

E Text-dependent questions can only 
be answered by referring explicitly 
back to the text being read. This 
encourages students to reread the 
text for further analysis and allows 
for a deeper understanding.  

E To further support select students 
either provide the questions for 
discussions ahead of time, or focus 
their attention on a single question 
that they can use for the discussion. 
Emphasize that the most important 
aspect of this activity is using 
evidence from the text. 
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Closing and Assessment Meeting Students’ Needs 

A. Back-to-Back/Face-to-Face (5 minutes) 
E Commend students on their work using prefixes to determine word meanings. Briefly focus students on the Things Close 

Readers Do anchor chart.  Add the following to the chart: 

* Pay attention to vocabulary 

* Use prefixes to determine word meanings 

E Ask students to stand back-to-back with the person who sits next to them. Tell them you will pose a question, and then will 
give them 10 seconds of “think time.” After this think time, you will say “Face-to-Face” at which point the students need to 
turn around and share their ideas. You will do this for three questions.  

1. What is an example of a word that begins with a prefix? 

2. What is an important challenge Percy has faced so far in The Lightning Thief? 

3. What is the most important thing you have learned about Percy so far in this novel? Support your thinking with a specific 
example from the book.  

E Distribute the Homework: Finding Words with Prefixes to each student. Tell them that tonight they are going to 
reread their favorite section of the novel so far, perhaps the part they found most exciting, funny, or interesting. While 
reading they are going on a hunt for words that begin with prefixes. Tell students to challenge themselves to find as many 
words as they can and record them on their homework sheet.  

E Using entrance/exit tickets allows 
you to get a quick check for 
understanding of the learning target 
so that instruction can be adjusted 
or tailored to students’ needs during 
the lesson or prior to the next 
lesson. 

 

 

Homework Meeting Students’ Needs 

E Tonight for homework reread your favorite part of The Lightning Thief so far. In that section, see how many different words 
you can identify that begin with a prefix. Use your prefix list to help you.  
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Prefix Meaning Example 

anti- against antifrost 

de- opposite  defrost 

dis- not; opposite of disagree 

en-, em- cause of encode, embrace 

fore- before forecast 

in-, im- in infield 

in-, im-, il-, ir- not injustice, impossible 

inter- between interact 

mid- middle midway 

mis- wrongly misfire 

non- not nonsense 

over- beyond overlook 

pre- before prefix 

re- again return 

sem; semi- half semicircle 

sub- under submarine 

super- over or above superstar 

trans- across transport 

un- not unfriendly 

under- below undersea 
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Name: 

Date: 

 
Directions: Read each sentence from The Lightning Thief. Use your knowledge of prefixes and the context to determine the 
meaning of the bolded word in each sentence. 
 

Sentence Word Meaning How did I determine the meaning 
of the word? 

Zeus did indeed feed Kronos a mixture 
of mustard and wine, which made him 
disgorge his other five children who, of 
course, being immortal gods, had been 
living and growing up completely 
undigested in the Titan’s stomach. 
(page 6) 

  

Overhead, a huge storm was brewing, 
with clouds blacker than I’d ever seen 
over the city. (page 8) 

  

She was standing at the museum 
entrance, way at the top of the steps, 
gesturing impatiently at me to come on. 
(page 10) 

  

“Percy,” he said. “Don’t be discouraged 
about leaving Yancy. It’s … it’s for the 
best.” 
(page 21) 
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Teacher Directions: Make a copy of this question set for each triad.  
Cut this into strips of individual questions.  
Place the questions in a basket or bowl. 

 
 

1. What is an example of a challenge Percy faces in pages 38–40? How does he respond? 

2. What does Percy say that he regrets? What does this tell the reader about him? 

3. How does Percy’s mom describe his dad in this scene? 
  

4. At the bottom of page 39, Percy says he’s “not normal.” What does he mean? Why does he say it?  
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; Get the gist of what a text is about.  

; Cite evidence 

; Use context clues to figure out word meanings 

; Make inferences based on details in the text 

; Talk with others about the text 

; Pay attention to vocabulary 

; Use prefixes to determine word meanings 
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Name: 

Date: 

 
 
Directions: Reread your favorite section of The Lightning Thief so far. While reading, try to identify as many different words as 
you can that begin with a prefix. Make a list of these words in the space below. Use your prefix list to help you.  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can describe how the characters change throughout a literary text. (RL.6.3) 
I can analyze how an author develops a narrator or speaker’s point of view. (RL.6.6) 

Supporting Learning Targets Ongoing Assessment 

C I can get the gist of an excerpt from The Lightning Thief.  

C I can make inferences about Percy citing evidence from the text.  

C I can cite evidence from the text when answering questions and discussing Percy’s character in The 
Lightning Thief. 

C Entrance Ticket 

C Exit Ticket: Actions vs. Inner Thoughts 
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Agenda Teaching Notes 

1. Opening 

A. Entrance Ticket: Comprehension Quiz, Chapter 3: 
“Grover Unexpectedly Loses His Pants” (5 minutes) 

B. Unpacking the Learning Targets and Reviewing Our 
“Things Close Readers Do” Anchor Chart (5 minutes)  

2. Work Time  

A. Getting the Gist: Pages 38–40 (10 minutes) 

B. Rereading to Make Inferences about Percy: Choosing 
Important Details (15 minutes) 

C. Triad Discussion: Making Inferences (10 minutes) 

3. Closing and Assessment 

A. Exit Ticket: Actions vs. Inner Thoughts (5 minutes) 

4. Homework 

A. First draft read of Chapter 4 “My Mother Teaches Me 
Bullfighting” 

C During the Opening of this lesson, students review (but do not officially add to) the “Things Close 
Readers Do” anchor chart.  However, if your students have noticed/named other “things” that close 
readers do, seize this opportunity and add those to the chart as well. 

C Students will be working with Chapter 3 in the next two lessons. In this lesson, students focus on the 
skills of getting the gist and making inferences. In the following lesson they will focus on vocabulary 
strategies and answering questions with evidence.       

C Remember that the focus of students’ work is making inferences about character, primarily based on the 
character’s response to challenges. For homework, students will be asked to identify Percy’s challenges, 
and his response to those challenges. 

 

Lesson Vocabulary Materials 

gist, inference, context clues; dyslexic 
(38), resent (39), stalk (40), broad 
(40), hallucination (40) 
 

C Entrance Ticket: Comprehension Quiz, Chapter 3: “Grover Unexpectedly Loses His Pants” (one per student) 

C Things Close Readers Do anchor chart (begun in Lesson 2)  

C Sticky notes (full size to write the gist of sections of The Lightning Thief) (3–4 per student) 

C Evidence flags 

C Exit Ticket: Actions vs. Inner Thoughts (one per student) 

C Homework: Purpose for Reading—Chapter 4  (one per student) 
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Opening Meeting Students’ Needs 

A. Entrance Ticket: Comprehension Quiz, Chapter 3: “Grover Unexpectedly Loses His Pants” (5 minutes) 
C Congratulate students on their work digging into this novel. Continue to build excitement.  

C Ask them to complete the entrance ticket: comprehension quiz.  

C After they are done, briefly address any clarifying questions that students may have about the basic events of the chapter. 
Reinforce that the purpose of the quiz is simply to encourage them to keep up with their reading, and to see what they 
understand about the basic events and what we are learning about Percy. Remind them that they will frequently reread key 
sections in class, focusing on key details as they practice becoming close readers. 

C These comprehension quizzes are 
meant to gauge students’ 
understand of the basic sense of 
events in a chapter.   

C Some students may benefit from 
receiving this quiz the day before so 
they have more time with the text 
and the questions.   

B. Unpacking the Learning Targets and Reviewing Our “Things Close Readers Do” Anchor Chart (5 minutes) 
C Use a total participation technique, such as equity sticks, to invite students to read today’s learning targets: 
* “I can get the gist of an excerpt from The Lightning Thief.”  

* “I can make inferences about Percy citing evidence from the text.”  

* “I can cite evidence from the text when answering questions and discussing Percy’s character in The Lightning Thief.” 

C Ask students which important words are becoming familiar to them. Circle words such as inferences, citing, and evidence.  
C Clarify any confusion about the meaning of these words. Tell students that you will focus on context clues later in the lesson. 
C Focus students on the Things Close Readers Do anchor chart.  Remind them that they have added to this chart several 

times.  Tell them that today, they will continue to practice close reading, keeping these “things” in mind.  (Note: If your 
students have noticed/named other “things close readers do,” add those to the chart at this time as well). 

C Research indicates that cold calling 
(in this case use of equity sticks) 
improves student engagement and 
critical thinking. Be sure to prepare 
students for this strategy by 
discussing the purpose, giving 
appropriate think time, and 
indicating that this strategy will be 
used before students are asked 
questions. 
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Work Time Meeting Students’ Needs 

A. Getting the Gist: Pages 38–40 (10 minutes) 

C Remind students to sit with their triads during the reading of this novel. Tell students that since they already did a “first 
draft” reading of the chapter (for homework), they now will focus in more detail on one key section of the chapter. 

C Invite students to open their books to page 38. Tell them that today they will be closely reading a section of the text starting 
with “Eventually I got up the nerve,” and ending on page 40 with “… and I didn’t want that.” 

C Distribute sticky notes to each student.  

C Remind students that they have been practicing reading for gist: getting a general sense of what a text is mostly about. Now 
they are going to focus on this section, and consider the gist of each two to three paragraphs as they reread.  

C Tell students that, unlike in the last lesson, when they discussed the gist with their triads, today they will work more 
independently first. Instruct them to stop every two to three paragraphs and jot the gist on a sticky note, and place it on the 
book: “What is this section mostly about?” (Tell students that if even if they already feel they have the “gist,” they should still 
chunk the text and stop and paraphrase. It is fine if they also want to pay attention to important details about Percy as they 
reread.)  

C Give students about 10 minutes to reread and jot gist statements on their sticky notes. Circulate and support students as they 
work. Help students to find appropriate places to stop and write the gist. (Some students may need to stop after every 
paragraph, which is fine.)  

C After 10 minutes, stop and ask students to discuss their gist writing with their triads. 

C Select students may find it helpful 
to determine the gist of smaller 
chunks of the text at a time. 
Consider calling this “bite-size” 
reading: When we have trouble 
eating something, we take smaller 
bites of it before moving on.  
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Work Time Meeting Students’ Needs 

B. Rereading to Make Inferences about Percy: Choosing Important Details (15 minutes) 

C Tell students they will now go back to the text once more. Their purpose for reading this time is to zoom in close and collect 
important details that help them to think more deeply about character.  

C Remind students of the important work they began in the last lesson, making inferences about Percy based on the challenges 
he faced and his response to those challenges. Tell students that having a character face challenges is just one way an author 
helps readers to get to know the characters. Another place readers can make inferences about characters is through their 
inner thoughts, especially when the character is the narrator, as is the case with Percy.  

C Tell students that as they reread this time, they should watch for details about Percy that help them to better understand him 
as a character. Ask and post the following questions to focus students:  

* “What is Percy thinking during this episode in the text?”   

* “What does that make you think about Percy?”  

C Ask students to place an evidence flag at any point where they can infer something about Percy based on the text.  

C Circulate and support students as they read and think. Check how well individual students are meeting the target, by probing 
(e.g., ask them to read aloud examples of inner thought, then ask, “What does this make you understand about Percy?”). 

C After 7 or 8 minutes, pause students in their work. Ask them to share one of their inferences with their triad. As students 
share, probe:  

* “What in the text helped you figure that out?” 

C Consider providing select students 
with more direction in identifying 
moments of “inner-thought.” Do 
this by posting key phrases that 
signal a character is thinking such 
as “I thought …” “I wondered …” “I 
felt …” or “I considered …” This will 
direct students toward the passage 
beginning with “I wondered …” on 
page 38 and “I felt …” on page 39. 
Providing this scaffold lets students 
focus their time on the important 
thinking involved in making 
inferences.  
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: Actions vs. Inner Thoughts (5 minutes) 
C Distribute the Exit Ticket: Actions vs. Inner Thoughts to each student. Tell them you want to consider all they have 

learned about Percy in the last couple of chapters. Remind them that the author has used both actions as well as Percy’s 
inner thoughts to help them get to know the character. Tell them you now want to know which one they think has revealed 
more about Percy: his actions or his thoughts. Remind them of the importance of using evidence, like an example from the 
text, when answering this type of question.  

C Give students 3 minutes to respond. Circulate and support students as they write, encouraging them to show you a spot in 
the text where they learned something important about Percy as a character.  

C Distribute the Homework: Purpose for Reading—Chapter 4 to each student. Remind students that when reading for 
chapters, they have a specific purpose for reading to keep in mind. For this chapter, it is to look for challenges that Percy 
faces, and how he responds to those challenges. Remind students to mark these events with their evidence flags. 

C Using entrance/exit tickets allows 
you to get a quick check for 
understanding of the learning target 
so that instruction can be adjusted 
or tailored to students’ needs during 
the lesson or prior to the next 
lesson. 

 

 

Homework Meeting Students’ Needs 

C Do a “first draft” read of Chapter 4: “My Mother Teaches Me Bullfighting.” Use the Purpose for Reading—Chapter 4 to focus 
your reading and use your evidence flags to mark the specific areas in the book that support your answer.  
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Name: 

Date: 

 

 
1. What did Percy’s mother, Sally, want to do with her life? Why didn’t she? 

 
 

 

 

 
 
2. Where do Percy and his mother go? Why is this place special? 

 
 

 

 

 

 
3. Who shows up to get Percy and his mother in the middle of the night? What is strange about him? 
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Name: 

Date: 

 

What has been more important so far in helping you to learn about Percy as a character, his actions or his inner thoughts? Hint: 
There is not a single “right” answer to this question. Just decide which you think has been more important, and choose one 
example from the novel to support your answer.  
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Name: 

Date: 

 

What challenges does Percy face in this chapter? How does he respond?  
 
As you read, think about these questions. Use your evidence flags to mark specific passages in the text to discuss with your triad. 
You do not need to write out answers as part of your homework; just keep track of your thinking with your evidence flags. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can use a variety of strategies to determine the meaning of unknown words and phrases. (L.6.4) 
I can describe how the characters change throughout a literary text. (RL.6.3) 
I can analyze how an author develops a narrator or speaker’s point of view. (RL.6.6) 
I can effectively engage in discussions with diverse partners about 6th grade topics, texts, and issues. (SL.6.1) 

Supporting Learning Targets Ongoing Assessment 

E I can make inferences about Percy citing evidence from the text.  

E I can use context clues to determine the meaning of unfamiliar words in Chapters 1 and 2 of The 
Lightning Thief.  

E I can cite evidence from the text when answering questions and discussing Percy’s character in The 
Lightning Thief  

E I can follow our Triad Talk Expectations when I participate in a discussion. 

E Entrance Ticket 

E Exit Ticket 
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Agenda Teaching Notes 

1. Opening 

A. Entrance Ticket: Comprehension Quiz, Chapter 2: 
‘Three Old Ladies Knit the Socks of Death’                 
(5 minutes) 

B. Unpacking the Learning Targets and Adding to Our 
“Things Close Readers Do” Anchor Chart (5 minutes) 

2. Work Time  

A. Guided Practice: Making Inferences about 
Characters, Revisiting Chapter 1 (10 minutes) 

B. Close Read of Pages 17-18: Percy Gets Expelled       
(15 minutes) 

C. Triad Discussion: Making Inferences (5 minutes) 

3. Closing and Assessment 

A. Exit Ticket: How Has the Author Helped Us Get To 
Know Percy So Far? (5 minutes) 

4. Homework 

E This lesson and Lesson 5 continue to build students’ skills with close reading. Students revisit passages 
they read earlier, now focusing on specific details in order to make inferences about Percy. Lesson 5 will 
require students to complete tasks with greater independence as they move toward the Mid-Unit 
Assessment.  

E This lesson introduces a new routine: a comprehension quiz Entrance Ticket. The purpose of this 
routine is to keep students accountable for independent reading of the novel as well as a formative 
assessment to check student comprehension during independent reading.  

E Review: Helping Students Read Closely and Close Reading protocol (Appendix 1). 
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Lesson Vocabulary Materials 

gist, inference, infer, cite, evidence, 
reading closely; hallucinations (16), 
irritable (17), conjugate (18), solstice 
(19), delinquents (22) 
 

E Entrance Ticket: Chapter 2: ‘Three Old Ladies Knit the Socks of Death’ (one per student) 

E Things Close Readers Do anchor chart (from Lesson 2)—today’s focus: making inferences and talking to others about the 
text 

E Inferring About Character: Challenges and Response recording form (one per student) 

E Inferring About Character: Challenges and Responses anchor chart (new; teacher-created) 

E Inferring About Character: Challenges and Response in Chapter 2 (For Teacher Reference; use this to create the Inferring 
About Character anchor chart) 

E Exit Ticket: How has the author helped us get to know Percy? (one per student) 

E Homework: Purpose for Reading—Chapter 3 (one per student) 

 

Opening Meeting Students’ Needs 

A. Entrance Ticket: Chapter 2: ‘Three Old Ladies Knit the Socks of Death’ (5 minutes) 
E Introduce students to the new routine of the comprehension quiz entrance. Explain that this entrance ticket will be a daily 

practice as they read The Lightning Thief. This routine is designed to assess whether students read and understood the 
basics of the text assigned for homework. Remind students that their homework reading is a “first draft” read; they are not 
expected to understand everything. But it is important that they feel accountable for the reading, practice reading on their 
own, and try their best. 

E Distribute the quiz, and give students five minutes to complete it. Collect students’ work to review and/or assess. 

E These comprehension quizzes are 
meant to gauge students’ 
understand of the basic sense of 
events in a chapter.  

E Some students may benefit from 
receiving this quiz the day before so 
they have more time with the text 
and the questions. 
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Work Time Meeting Students’ Needs 

A. Guided Practice: Making Inferences about Characters, Revisiting Chapter 1 (10 minutes) 

E Remind students that author use many methods to help readers to learn about characters. Some of these methods are more 
direct than others; while sometimes authors tell the reader directly about a character, often the reader must infer 
understandings about the character based on their actions and words. One of the best ways to make inferences about 
characters is to see how they respond to challenges they face.  

E Invite students to open their texts: The Lightning Thief to page 3, and read along as you read to them from “All the way into 
the city...” to “Grover pulled me back to my seat.”  

E Remind students that up to this point, they have learned primarily about Percy’s difficulties in school, but here the author 
shows another side to him. Think-Pair-Share:  

* “What is the challenge facing Percy in this scene?” and * “How does he respond to that challenge?”  

E Orient students to the Inferring About Character: Challenges and Response anchor chart. As students share out, 
fill in in the “Challenge” and “Response” columns. Listen for answers like, “His best friend is being harassed” and “He tries 
to get up and defend him.”  

E Think-Pair-Share:  

* “Based on Percy’s response to this challenge what can you tell about Percy that the author does not directly tell you?  

E If students do not readily see this connection, guide them toward the idea that in order for Percy to respond this way, he 
must be a protective friend. Fill in the “I can infer...” column of the anchor chart.  

E ELLs may be confused by the use of 
the word challenge in this context. 
Define this as a problem or difficulty 
the character experiences. 
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Work Time Meeting Students’ Needs 

B. Close Read of Pages 16-18: Percy Gets Expelled (15 minutes) 

E Transition students into their triad seating. Tell students that they will now return to Chapter 2 to do a close reading of a 
section. Tell students that reading closely means reading a text multiple times for understanding, important details, and to 
answer questions from the text. Invite students to open their copies of The Lightning Thief to page 16. Invite students to 
read along as you read aloud from “The freak weather...” to “...with him thinking I hadn’t tried.”  

E After reading, ask students to discuss with their triads: “What is the gist of this section of text?” Discuss the word gist as the 
‘what the text is mostly about.’  

E Distribute the Inferring About Character: Challenges and Response recording form to each student. Tell them 
that they are going to return to the same passage, but this time, they are zooming in and looking closely for important details 
in the text. In this case, the important details they are looking for are the challenges Percy is facing, and the ways in which he 
responds to those challenges, the way they did during guided practice.  

E Circulate and support students as they complete this stage of the close reading. Some students may need assistance in 
determining which details are important. Remind students that during this time they are only completing the first two 
columns, “challenge” and “response.” (They will return to the third column “I can infer that...” with their triads).  

E After ten minutes, stop students in their work. Ask them to compare the details they collected with the other members of 
their triad. Tell them that in a moment they will be working with their triads to make inferences, so it is important they first 
come to a consensus on the details.  

E Before moving into the next phase of group work, tell students you would like to pause and briefly look closely at some of the 
vocabulary they encountered during this section. Direct students’ attention to page 17 and the sentence “I started feeling 
cranky and irritable most of the time.”  

E Think-Pair-Share:  

“Can you use the skill of using context clues, or clues found in the text around a word, or clues within the word, to help 
define the word irritable?” Students should use the word “cranky” to help them define this word as “easily annoyed.” Point 
out to students the root word word “irritate” and the suffix “able” so it means “able to be irritated.”  

E Repeat this with the word solstice on pages 19 and 20, guiding students to use the idea that there is both a “summer solstice” 
and “winter solstice” to define it as a particular day in both of those seasons. Tell students that these are the days when the 
sun is at specific points marking the beginning of summer and winter. The word solstice comes from from the Latin word 
“sol” meaning “sun.”  

E Now that they know which details 
they are looking for, some students 
may benefit from doing the second 
close read as a focused read aloud. If 
possible, consider pulling these 
students into a small group to listen 
to the text, collect evidence, and 
then return to their triad for the 
discussion.  
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Work Time Meeting Students’ Needs 

C. Triad Discussion: Making Inferences (5 minutes) 

E After they have finished comparing their “Challenges” and “Response” columns, invite students to work with their triads to 
complete the final column “I can infer...” Remind students of the Triad Talk Expectations. Remind them that readers 
understand texts more deeply when they talk to other readers. Even the best readers sometimes miss important details, or 
can find it difficult to make inferences, and can benefit from another perspective. Also remind them that being able to 
collaborate effectively with others will help them later in life (at work, in college, and at home or with friends).  

E Circulate and support students in their work. Listen for students to be asking each other questions like “What does this tell 
us about Percy as a person?” Coach and model as needed; do not give answers, but instead model the type of questioning 
students should be doing to collaborate effectively. 

E Consider providing select students 
with note cards of questions they 
can ask during group discussions. 
This might include: “What is our 
evidence for this?” and “What does 
this part tell us about the 
character?”  
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: How Has the Author Helped Us Get to Know Percy So Far? (5 minutes) 
E Tell students that author’s use several ways to help their readers understand and get to know a character: actions, dialogue, 

inner-thoughts, etc. Encourage students to keep thinking: “How have we gotten to know Percy so far? How has the author 
made choices in his writing to make that happen?”  

E Distribute Exit Tickets for students to complete. 

E Collect students’ Exit Tickets as formative assessment data: review to see how well students are understanding the 
development of the narrator so far. 

 

 

Homework Meeting Students’ Needs 

E Do a “first draft” read of Chapter 3: ‘Grover Unexpectedly Loses His Pants.’ Use the Homework: Purpose for Reading—
Chapter 3 question to focus your reading and use your evidence flags to mark the specific areas in the book that support 
your answer.  

Note: In the next lesson students will work with dictionaries to complete a vocabulary activity. Each triad will need one 
dictionary or access to an online dictionary.  

 

���



  

 
This work is licensed under a Creative Commons Attribution-NonCommercial-ShareAlike 3.0 Unported License. 
Exempt third-party content is indicated by the footer: © (name of copyright holder). Used by permission and not subject to Creative Commons license.  

 

 

Grade 6: Module 1: Unit 1: Lesson 4 
Supporting Materials 

���



 

 

GRADE 6: MODULE 1: UNIT 1: LESSON 4 
Things Close Readers Do Anchor Chart 

(Example for Teacher Reference) 
   

 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to 
Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  ;���6:M1:U1:L4  ;��June 2013  ;��1 
 

 

 
; Get the gist of what a text is about.  

; Cite evidence 

; Use context clues to figure out word meanings 

; Make inferences based on details in the text 

; Talk with others about the text 
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Name: 

Date: 

 

 
1. What news does the headmaster of Yancy Academy send to Percy’s mom? 

 
 

 

 

 
 
2. Who’s conversation does Percy overhear? What are they discussing? 

 
 

 

 

 

 
3. How do Percy and Grover travel back to NYC? 
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Name: 

Date: 

 
I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 

 
Page Challenge Response I can infer that… 

Example: 

pg. 3 

Nancy Bobofit was harassing 
Grover on the bus.  
 
“Nancy Bobofit was throwing 
wads of sandwich that stuck 
in his curly brown hair.”  
 

Percy wants to defend 
Grover by standing up to 
Nancy Bobofit.  
 
“ ‘That’s it.’ I started to get 
up, but Grover pulled me 
back to my seat.” 
 

Percy is a very protective 
friend, and does not like to 
see people get bullied. 
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I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 

 
Page Challenge Response I can infer that… 

page 17  
 

Everyone is denying that Ms. 
Dodd’s ever existed, 
including Grover.  
 
 

Percy gets irritable and 
cranky. His grades slip to Ds 
and Fs. He snaps and yells at 
a teacher.  

Percy can have a short 
temper and sometimes can 
not control his reactions.  

page 17  
 

Percy gets expelled from 
Yancy Academy.  
 

He thinks it is okay because 
he is homesick and wants to 
be with his mom.  
 
He realizes he will miss 
Grover and Mr. Brunner.  
 

Percy really cares and thinks 
about about the people in his 
life.  
 

page 18  
 

Percy thinks he is going to 
fail his mythology exam.  
 

He decides to go to talk to 
Mr. Brunner, either to get 
help or to apologize for how 
poorly he is about to do.  
 

Percy can be responsible and 
thoughtful, especially when it 
comes to people he cares 
about.  
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Name: 

Date: 
 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
 
How has the author, Rick Riordan, helped us to get to know Percy so far in The Lightning Thief? Use evidence from the text to 
support your thinking. 
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Name: 

Date: 

 

What does Percy think about in this chapter?  
What do we learn about him based on these thoughts?  
 
As you read, think about these questions. Use your evidence flags to mark specific passages in the text to discuss with your triad. 
You do not need to write out answers as part of your homework; just keep track of your thinking with your evidence flags 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can analyze how an author develops a narrator or speaker’s point of view. (RL.6.6) 
I can effectively engage in discussions with diverse partners about sixth-grade topics, texts, and issues. (SL.6.1) 

Supporting Learning Targets Ongoing Assessment 

A I can make inferences about Percy in order to understand him as the narrator of this story.  

A I can cite evidence from the text when answering questions and discussing Percy’s character in The 
Lightning Thief.  

A I can follow our Triad Talk Expectations when I participate in a discussion. 

A Questions from the Text: Chapter 1 
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Agenda Teaching Notes 

1. Opening 

A. Unpacking the Learning Targets and Beginning 

B. “Things Close Readers Do” Anchor Chart (5 minutes) 

2. Work Time  

A. Meeting the Main Character: A Carousel of Quotes 
from Chapter 1 (15 minutes) 

B. Whole-Group Discussion: What Do We Notice and 
Wonder about Percy So Far? (5 minutes)  

C. Triad Discussion: Answering Text-Dependent 
Questions with Evidence (10 minutes) 

3. Closing and Assessment 

A. How Do Authors Develop a Narrator or Character’s 
Point of View? (5 minutes) 

4. Homework 

A. First draft read of Chapter 2: “Three Old Ladies Knit 
the Socks of Death” 

A Ideally, students would routinely sit in their triads at the beginning of class. Many discussion, reading, 
and writing routines rely on this structure. If the class has another seating chart or routine, preview 
each lesson to determine the best time for students to transition to triads (typically at the start of Work 
Time).  

A In advance: Create the charts for the “Carousel of Quotes”: one quote per half sheet of chart paper. (See 
Supporting Materials)  

A In advance: Prepare the quotes for the Carousel. Ten charts total. Each quote is posted twice (on two 
separate pieces of chart paper). This way, students can stay in their triads, and not too many students 
are clumped around a single chart. Post the 10 charts on the walls around the room.  

A Review: Carousel Brainstorm protocol (Appendix 1). 
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Lesson Vocabulary Materials 

learning target, gist, annotate, reflect; 
prophecy, fate, imprisoned, stunning, 
dreaded, writhing 
 

A Triad Talk Expectations anchor chart (from Lesson 2) 

A Quotes for “Carousel of Quotes” (for teacher reference; see teaching note above for preparation) 

A Chart paper (10 half sheets; see teaching note above regarding Carousel) 

A The Lightning Thief (book; one per student) 

A Making Inferences About Percy anchor chart (new; teacher-created; see model in supporting materials) 

A Markers (preferably a different color for each triad) 

A Questions from the Text: Chapter 1, “I Accidentally Vaporize My Pre-algebra Teacher” (one per student) 

A “Evidence flags” (sticky notes: the smallest size available or larger sizes cut into strips) (Two baggies of evidence flags per 
student: one bag each for use during class and one bag for use at home)  

A Exit ticket (one per student) 

A Homework: Purpose for Reading—Chapter 2 (one per student) 
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Opening Meeting Students’ Needs 

A. Engaging the Reader: Read Aloud of pages 1-4 of The Lightning Thief (5 minutes) 
A Read aloud pages 1–4, as students follow along in their own copy. Think-Pair-Share: “What is this chapter mostly about so 

far?” Listen for answers like: “It’s mostly about Percy, and how he gets in trouble a lot,” or “It’s about how Percy is a half-
blood, and goes to a special school.” Tell students that they will be returning to look more closely at these page, and reading 
closely for character, during the lesson today. 

A Be sure to set clear expectations that 
students read along silently in their 
heads as you read the text aloud. 
Hearing the text read slowly, 
fluently, without interruption or 
explanation promotes fluency for 
students: they are hearing a strong 
reader read the text aloud with 
accuracy and expression, and are 
simultaneously looking at and 
thinking about the words on the 
printed page. 
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Opening Meeting Students’ Needs 

B. Unpacking the Learning Targets (5 minutes) 
A Read the learning targets:  

* “I can make inferences about Percy in order to understand him as the narrator of this story.”  

* “I can cite evidence from the text when answering questions and discussing Percy’s character in The Lightning Thief.”  

* “I can follow our Triad Talk Expectations when I participate in a discussion.” 

A Ask students to identify important words in the learning targets. Circle the word inference. Explain that an inference is a 
thought process a reader makes to understand the meaning of text, or even an image. When you infer, you pay attention to 
the details in front of you, and you use other information (from the text, or your background knowledge) to mentally fill in 
the gaps between the details that are actually said or shown, and what the author expects the reader to understand.  

A Ask students to Think-Pair-Share:  

* “Now that we know these important words, restate the first learning target in your own words.”  

A Repeat this process with the second learning target, focusing on the words cite and evidence. Remind students of the 
definition of cite as “to quote something” and evidence as “proof.” Tell students that they will be working a lot with citing 
evidence in the following lessons. 

A Reviewing academic vocabulary 
words benefits all students 
developing academic language. 
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Work Time Meeting Students’ Needs 

A. Meeting the Main Character: A Carousel of Quotes from Chapter 1 (15 minutes) 

A Remind students that every time they work with this novel they will be with their triad. Review with students the Triad 
Talk Expectations anchor chart.  

A Tell students that they are going to practice their Triad Talk Expectations once again. Tell students that one great way to get 
to know a text is to revisit it multiple times. They have already read the first few pages of The Lightning Thief to get the flow 
of it. Now they are going to look closely at specific details from those same pages with their triads.  

A Briefly review the Carousel Brainstorm protocol with students. Point out the charts hanging around the room. Tell them that 
you have already chosen details for them to analyze, something they will do independently in the future.  

A Give directions: 

1. Discuss with your triads “I Notice” and “I Wonder” about the main character/narrator, Percy (based on the quote).  

2. Write your “notices” and “wonders” on the chart below the quote. 

3. When signaled, rotate to the next quote and repeat this process.  

A Tell students that there are five different quotes around the room, and triads will have 2 minutes per quote. Consider 
modeling the direction and expectations for movement.  

A Distribute markers to students. Each triad should have a different color marker set. Point this out to students, and tell 
them this is to keep everyone accountable for what they write. Remind students to share the responsibility of writing. Each 
group is accountable for at least one notice and one wonder per quote.  

A Ask each triad to stand by a separate quote.  

A Begin. Give students 2 minutes at each chart.  

A Circulate and support them in their thinking about the character based on the text. If students are struggling, do not explain 
the quote; instead, ask them probing questions like: “Why do you think the narrator uses this word?” or “What does this 
make you curious about the main character?” 

A Select students may benefit from a 
set of vocabulary cards for words 
that cannot be determined by the 
context of the quote.  

A Consider providing the quotes 
ahead of time to select students to 
provide additional time for them to 
formulate ideas and questions.  

A Allowing students to discuss their 
thinking with their peers before 
writing helps to scaffold student 
comprehension of the quote as well 
as assist in language acquisition for 
ELLs. 
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Work Time Meeting Students’ Needs 

B. Whole-Group Discussion: What Do We Notice and Wonder about Percy So Far? (5 minutes) 

A Ask students to return to sit with their triad. Focus students whole group. Ask:  

* “What have we learned about Percy Jackson so far?” 

A As students share, begin the Making Inferences About Percy anchor chart. This will help visual learners make the 
connection between what the text says and what they can infer about Percy. Students may initially share superficial facts, 
such as “He is 12 years old” or “He gets in trouble a lot.”  

A Tell students that authors use many methods to help readers get to know the characters and develop characters’ point of 
view: actions, dialogue, inner thoughts, etc. If needed, review the term dialogue: speech between two people. Point out that 
when the narrator, or person telling the story, is also a character IN the story, then readers also get to know what that 
character is thinking.  

A Push students’ discussion by referring to specific quotes. This may sound like: “When Grover has to pull Percy back in his 
seat when Nancy Bobofit is throwing her lunch, what does this action tell us about Percy?” Listen for answers such as: “He 
has a short temper” or “He is a protective friend.” Encourage students to use these quotes to see multiple perspectives of the 
main character. 

A Posting sentence starters for 
discussions gives students an entry 
point into the discussion as well as 
scaffolds toward complete, properly 
formulated sentences. Consider 
posting phrases such as: “This quote 
made me wonder …” and “When I 
read this, I noticed that …”  
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Work Time Meeting Students’ Needs 

C. Triad Discussion: Answering Text-Dependent Questions with Evidence (10 minutes) 

A Tell students they now will revisit this section of text, pages 1–4. Point out that this is their third interaction with the same 
text: once with you, once through studying details, and now to answer questions. Explain how rereading is important 
practice that all great readers, even adults, do with complex texts. Each time you revisit a text you notice new details and 
make new connections.  

A Distribute one bag of evidence flags to each student. Tell them that these will be used to mark places in the text where 
they did important thinking, made realizations, or found evidence. Give directions: 

1. Read the questions. 

2. Reread pages 1–4, keeping the questions in mind. 

3. When you find any evidence, mark that page with an evidence flag. 

4. After reading, discuss the questions with your triad. 

5. Write the answer to the question in your own words, using a complete sentence. 

6. Copy the sentence or two from the text that you are using as evidence for you answer.  

A Distribute Questions from the Text: Chapter 1, “I Accidentally Vaporize My Pre-Algebra Teacher.”  

A Circulate and support students as they read and discuss these questions. For students who need more supporting, consider 
asking them to read aloud excerpts to you (in order to gauge fluency) or asking why they chose the evidence they chose (in 
order to gauge comprehension). 

A If students need support in defining the word probation, ask them to use the context to help them determine the word 
meaning, asking: “If he is more likely to get blamed because he is on probation, what does probation likely tell the reader 
about Percy?” If students still cannot determine meaning, tell them that “probation” means “a period of time to test a 
person’s behavior, usually after they have already been in trouble.”’  

A After 10 minutes, ask students to remain in their triads but focus whole group. 

A Select students will benefit by 
focusing on a limited number of 
questions. Consider assigning these 
students a specific question within 
their group, emphasizing the 
importance of finding textual 
evidence. In this case, the quality of 
the answer is more important than 
the quantity of questions answered.  

A For discussion questions, consider 
providing sentence starters to help 
students begin. Examples include: 
“Percy is the kind of student who …” 
“I know this because …” “Grover 
gets bullied because …” “My 
evidence for this is …” Post these 
sentence starters in a place visible to 
all students. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: Reflecting on the Learning Targets (5 minutes) 
A Ask: 

* “How does the author of The Lightning Thief help readers get to know Percy as a character in Chapter 1?”  

A Distribute Exit Tickets and give students 5 minutes to complete.  

A Preview homework. Distribute a second bag of evidence flags to students. Tell them that this set is meant for homework 
and should be kept at their house. 

 

 

Homework Meeting Students’ Needs 

A Do a “first draft” read of Chapter 2: “Three Old Ladies Knit the Socks of Death.” Use the Homework: Purpose for 
Reading-—Chapter 2 to focus your reading. Use your evidence flags to mark the specific areas in the book that support 
your answer.  

Note: If concerned about students completing the reading assignment at home, plan an additional reading period later in the 
day or first thing in the morning. All students should come to expect that they will use some of the “slushy time” during the 
day—right before or after lunch, during “down time” between other tasks, as they enter the classroom in the morning, or just 
before dismissal, as time for reading the novel or independent reading. In addition, students likely to need additional support 
should pre-read this novel with support during intervention or other support periods. Pre-reading with support will allow 
students to spend class periods rereading and focusing on evidence. 
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Directions: 
Write each of these quotes at the top of a separate piece of chart paper.  
Use each quote twice so that groups can remain small as they move throughout the room.  
Divide the rest of the chart paper into a two-column T-chart.  
At the top of the left-hand column, write “I Notice …”  
At the top of the right-hand column, write, “I Wonder …” 
 
1. “If you’re a normal kid, reading this because you think it’s fiction, great. Read on.” 

 

 

2. “Am I a troubled kid? Yeah. You could say that.” 

 

 

3. “But Mr. Brunner, our Latin teacher, was leading this trip, so I had hopes.” 

 

 

4. “I hoped the trip would be okay. At least, I hoped that for once I wouldn’t get in trouble.” 

 

 

5. “Grover tried to calm me down. ‘It’s okay. I like peanut butter.’ He dodged another piece of Nancy’s lunch. ‘That’s it.’ I started 
to get up, but Grover pulled me back to my seat.  
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Page What the text says... 
(e.g. actions, thoughts, dialogue) 

What this makes me think      
about Percy... 
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Name: 

Date: 

Read each question.  
Go back and reread Chapter 1, pages 1-4 with these questions in mind.  
After reading, discuss the questions with your Triad.  
Answer each question with complete sentences. Use evidence from the text to prove your answer. 

 
1. What kind of student was Percy? 

 
 

 

 

Evidence:  

 

 

2. Why is Grover bullied by the other students? 

 
 

 

 

Evidence:  

 

 
3. What kind of student was Percy? 

 
 

 

 

Evidence:  
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Name: 

Date: 
 

What is the most important thing you learned about Percy in Chapter 1? How did the author show this about Percy? Provide one 
specific example as evidence from the text.  
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Name: 

Date: 

 

What challenges does Percy face in this chapter? How does he respond?  
 
As you read, think about these questions. Use your evidence flags to mark specific passages in the text to discuss with your triad. 
Use your evidence flags to mark specific passages in the text to discuss with your triad. You do not need to write out answers as 
part of your homework; just keep track of your thinking with your evidence flags. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can use a variety of strategies to determine the meaning of unknown words and phrases. (L.6.4) 
I can effectively engage in discussions with diverse partners about sixth-grade topics, texts, and issues. (SL.6.1) 
I can express my own ideas clearly during discussions. (SL.6.1) 

Supporting Learning Targets Ongoing Assessment 

B I can cite evidence from the text when answering questions and discussing “Shrouded in Myth.” 

B I can use context clues to determine the meaning of unfamiliar words in “Shrouded in Myth.”  

B I can collaborate effectively with my peers. 

B I can express myself clearly in a group discussion.  

B Students’ annotated texts “Shrouded in Myth” (from 
Lesson 1 homework) 

B Exit Ticket: Reflecting on the Learning Targets 
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Agenda Teaching Notes 

1. Opening 

A. Unpacking the Learning Targets and Beginning 
“Things Close Readers Do” Anchor Chart (5 minutes) 

2. Work Time  

A. What is Good Discussion?: Creating Group 
Discussion Criteria(10 minutes) 

B. Evidence Based Discussion: Text-Dependent 
Questions about “Shrouded in Myth” (10 minutes)   

C. Using Context Clues to Determine Meaning: 
Vocabulary in “Shrouded in Myth” (15 minutes) 

3. Closing and Assessment 

A. Exit Ticket: Reflecting on the Learning Targets         
(5 minutes) 

4. Homework 

A. First draft read of Chapter 1: “I Accidentally Vaporize 
My Pre-algebra Teacher” 

B This lesson introduces the structure for discussions that will carry students through the novel. Time is 
given for students to explicitly set expectations for working in groups. Build on existing norms and 
routines for collaborative work in your classroom. The focus on effective collaboration ties directly to 
SL.6.1. Discussion is a vital support as students work with text throughout the modules.  

B Students are introduced to the ideas of a “close reading” and will start to build a class anchor chart titled 
“Things Close Readers Do.” In future lessons, students add to their practices of close reading and 
conduct close readings of a more complex text with continued support and feedback from the teacher.  

B This lesson builds on students’ early work with close reading from Lesson 1. It includes a brief guided 
practice with using context clues to determine word meanings. This may be new to some students and 
review for others. This skill is consistently reinforced throughout future lessons, since it is particularly 
important as students work with increasingly complex text, and relates directly to CCSS RL.6.4 and 
L.6.4.  

B In advance: Create triads: groups of three students that will work together to read, think, talk, and write 
about The Lightning Thief and other texts. Use intentional grouping. Heterogeneous groups support 
students in discussing texts and answering questions about text.  

B For homework, students do a “first draft” read of Chapter 1.  Be prepared to explain this phrase to 
students, since it signals an important approach to reading they will be learning throughout the 
modules.  See Closing and Assessment, Part A, for details. 
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Lesson Vocabulary Materials 

learning target, gist, annotate, reflect; 
prophecy, fate, imprisoned, stunning, 
dreaded, writhing 
 

B Things Close Readers Do anchor chart (new; teacher-created; see Work Time A) 

B Half a sheet of chart paper (one per triad) 

B Markers (one per triad) 

B Triad Talk Expectations anchor chart (new; teacher-created; see Work Time A) 

B Baskets or bowls for “Question Baskets” (one per triad)  

B Questions for “Question Baskets” (one for each triad) (see supporting materials) 

B Index cards (five per student) 

B “Shrouded in Myth” (from Lesson 1; students’ annotated copies) 

B Exit Ticket: Reflecting on the Learning Targets (one per student) 
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Opening Meeting Students’ Needs 

A. What is Good Discussion?: Creating Group Discussion Criteria (10 minutes) 
B Tell student that much of the important work they will be doing, in reading, thinking, and writing, will be done in a small 

group called a triad. Ask students if they can connect the word triad with other words they know. Based on these words, how 
many members do they think will be in their groups? Listen for students to recognize the root “tri” as “three” (they may 
mention tricycles, triplets, triathlons, etc.). Point out to students that throughout lessons, they will often pause to think 
about words in this way; this will help them build their vocabulary, which helps them become better readers.  

B Arrange students so they are sitting in their triads. Give each group a half piece of chart paper and a marker. Ask: 

* “When working in a group, what are important expectations you should have for one another?”  

B Define expectation as something you can look forward to or count on.  

B Tell students they will have the next few minutes to discuss with one another specific expectations they should have for 
group work and discussion. They should write five expectations they have on their chart paper, and then select the one they 
agree is most important. Circulate and support triads in this work, ensuring there is a balance of voices in discussion as well 
as consensus on what is written on their charts.  

B After five minutes of discussion and writing, bring students back to whole group. Invite each triad to share what they believe 
is the most important expectation they agreed upon. As students share, begin to chart their responses on the Triad Talk 
Expectations anchor chart. Listen for responses such as: “We should take turns speaking and listen to each other,” “We 
should speak respectfully,” “We should all be prepared.” Tell students that these are the class-wide expectations to which 
they will be held as they begin their exciting work in the world of mythology. 

B Taking time to ask for students’ 
ideas about norms for discussion 
can greatly enhance student buy-in 
for setting clear expectations for 
students’ group work. 

B Consider allowing select students to 
draw picture representations of 
good discussion behaviors on their 
chart paper as an alternative for 
listing or writing sent 

B Provide sentence frames to support 
ELLs in discussion. For example: 
“One expectation I have for our 
group is ______, and this will help 
our group because__________.” 
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Opening Meeting Students’ Needs 

B. Evidence Based Discussion: Text-Dependent Questions about “Shrouded in Myth” (10 minutes) 
B Distribute the Question Baskets to each triad. Give students directions:  

1. Pull a question from the basket and read it aloud to your triad.  

2. Each of you silently think about the question, on your own. 

3. Go back to the text, and underline a place where you think you have found evidence for the answer.  

4. As a triad, discuss the answer and the evidence each of you found. 

5. Remember to follow your Triad Talk Expectations. 

B Tell students that they should have their annotated text, “Shrouded in Myth” with them. They will be using this as a 
reference to answer questions, find evidence, and in discussion with their triads. Review with students the words cite and 
evidence. Tell students that to cite something is to give a “quote” from the text. Evidence is the “proof” of their thinking 
about texts they read. Emphasize the importance of these words. Say something like: “Using evidence to support your 
thinking is at the heart of being a careful and analytical reader, so we will be working a lot with this idea.” 

B Give students 10 minutes to discuss in triads as many questions as the time allows. Reassure them that it is more important 
to have a careful discussion, citing evidence, than it is to race through all the questions.  

B Circulate and listen in and support groups in their work. Listen to see how well students are following their group 
expectations; point out specific positive behaviors you see that are helping students collaborate effectively. Also ask probing 
questions to help students find and underline evidence to answer questions. 

B Refocus students whole group. Briefly share about each question, using this opportunity to identify and address any 
misconceptions about the text.  

B “Shrouded in Myth” is a complex 
text. In future lessons, student will 
be supported in reading this myth 
multiple times. For this engagement 
experience, consider pulling select 
students into a small group for 
greater support or shared reading.  

B Consider providing select students 
with a pre-highlighted version of the 
text in which evidence for text-
dependent questions has been 
identified. This allows students to 
focus on relevant sections of text as 
they match evidence with questions.  

B Consider partnering ELL students 
who speak the same home language 
when discussion of complex content 
is required. This can allow students 
to have more meaningful 
discussions and clarify points in 
their native language. 
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Opening Meeting Students’ Needs 

C. Using Context Clues to Determine Meaning: Vocabulary in “Shrouded in Myth” (15 minutes) 
B Focus students whole group. Be sure they have their annotated text, “Shrouded in Myth.” Remind them of the important 

reading work they started in the previous lesson when they circled unfamiliar words.  

B Ask students to Think-Pair-Share: 

* “What do you do when you come across a word that you do not know the meaning of?”  

B Listen for answers like: “I move past it” or “I try to figure it out by using other words in its place.” (These are common 
strategies often taught in lower grades.)  

B Tell students that, as they get older, it’s still important to know when to “move past” words. But increasingly, they can also 
learn to recognize that words they do not understand are an exciting opportunity! Every time they encounter a word they do 
not understand, they get to learn a new word! This will help them become increasingly proficient readers.  

B Tell students that the first strategy they should use when encountering a word they do not know the meaning of is using 
“context clues.” Ask students if they are familiar with either of these words: context or clues. Tell students that “context” 
means what is going on around something. Ask: “What is your context right now?” or “In what context would you give 
someone a gift?” Listen for answers like “school” or “for a special occasion like a birthday or holiday.”   

B Think-Pair-Share:  

* “So what are ‘context clues?’”  

B Guide students toward the idea that context clues is using all that is happening around a word as clues to what the word 
might mean.  

B Display “Shrouded in Myth” using a document camera. Read the sentence: “A long, long, long time ago, even before Perseus 
was born, his grandfather, Acrisios, the king of Argos, was given a prophecy that he would someday be killed by his 
grandson.”  

B Circle the word prophecy. Think-Pair-Share:  

* “Are there any clues in or around the word ‘prophecy’ that help to determine its meaning?”  

B Consider providing the meaning of 
words for select students, inviting 
them to create pictures or word 
associations on their cards that will 
support them in understanding and 
remembering the meaning.  

B To further support ELL students 
consider providing definitions of 
challenging vocabulary in student’s 
home language. Resources such as 
Google translate and bilingual 
translation dictionaries can assist 
with one word translation. 
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Work Time Meeting Students’ Needs 

B After students have shared ideas, model as needed. For example: “It says that this ‘prophecy’ tells about what will happen 
‘someday.’ So, it must be something about telling the future. Also, ‘prophecy’ sounds like ‘prophet’ and a prophet tells the 
future. So I think a prophecy is like a ‘prediction’ or a ‘message.’”  

B Distribute five index cards to each student. Still with the word prophecy, model how to complete the index card:  

1. Write the word prophecy on an index card. 

2. On the back of the same index card, write the meaning. 

3. Visualize the word in your mind. On the same side of the card as the meaning, draw a picture of what you visualize. 

B Ask students to work in pairs to repeat the process with the words imprisoned, stunning, dreaded, and writhing. 

B As students talk in pairs, circulate to listen in, in order to gauge students’ ability to use context clues and their understanding 
of these key terms. Notice patterns of misconceptions to address in a brief think-aloud if needed.  

B Have each pair find another pair to share their index cards with. If needed, model using context clues with at least one more 
of the words students worked with.  

B Consider using model student cards as a display of vocabulary for the whole class. Alternatively students could attach the 
cards in their journals or binders as a reference tool. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: Reflecting on the Learning Targets (5 minutes) 
B Distribute an Exit Ticket: Reflecting on the Learning Targets. Tell them that reflecting, or thinking back on, our 

learning is a very important and powerful process for learners, both children and adults. 

B Review the exit ticket with students. Ask them to read the four learning targets they had today, and think: “Was I able to do 
these?” If they felt they were able to meet the learning target, they should give evidence or proof. Point out that the word 
evidence is everywhere: They can’t escape it! If they feel they did not meet the learning target they can describe what was 
challenging for them, and what goal they have moving forward.  

B Tell students that for their exit ticket, they will just focus on the first two targets. Give students 3 minutes to complete this 
reflection. It is their “ticket” to exit today’s lesson. 

B Distribute student’s texts: The Lightning Thief. Ask students to examine the image on the cover. Ask students to Think-Pair-
Share: 

* “What do you notice?” 

* “What do you wonder?”  

B Discuss that some students may have read this book before, and some have not. Either way is great. Readers often reread 
texts to uncover more layers of meaning. Reading the book this time will probably be quite different, since they will be going 
in depth in the study of Percy as a character, and studying the fascinating myths on which this book is based.  

B Tell students that a “first draft” read is just like they did with the myth in the first lesson: reading a text for a first time to get 
a general sense of it.  It’s fine and normal, on this first draft read, that readers don’t understand everything yet.  Rereading is 
a habit students will be practicing throughout the year. 

B Review of learning targets 
reinforces key academic vocabulary. 
Consider creating a word wall with 
these terms to reinforce throughout 
the unit.  

 

Homework Meeting Students’ Needs 

A. Reread “Shrouded in Myth” 
B Do a “first draft” read of Chapter 1, “I Accidentally Vaporize My Pre-algebra Teacher,” in The Lightning Thief. Your purpose 

for reading tonight is to get to know the main character, Percy. What do you notice about him? What do you wonder?  

Note: Many of your students may have read The Lightning Thief already, or seen the movie version. Tell those students that 
this will be a very different reading experience. They will be going much deeper analyzing character, focusing on 

B Consider providing an audiotaped 
version of this text to support 
struggling readers. Be sure, 
however, that they read the text 
silently in their heads as they listen 
to the audio version.  
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vocabulary, and reading several of the myths mentioned in this novel.  
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Directions: these bullets are added to the chart during class, with students.   
 
0 Get the gist of what a text is about.  

0 Cite evidence 

0 Use context clues to figure out word meanings 

 

���



 

 

GRADE 6: MODULE 1: UNIT 1: LESSON 2 
Questions for “Question Baskets” 

(For Teacher Reference) 
   

 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to 
Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  6���6:M1:U1:L2  6��June 2013  6��0 
 

 

Directions for the Teacher:  
0 Make a copy of this question set for each triad.  

0 Cut this into strips of individual questions.  

0 Place the questions in a basket or bowl.  

0  

1. What makes Acrisios sure he will never have a grandson?  

2. Why was Zeus so drawn to Danae?  How did Zeus get to her?  

3. Is this a realistic story?  Why or why not?  

4. How was the prophecy from the beginning of the story fulfilled?  
 

5. Is Perseus a hero?  What evidence supports your opinion?  
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Name: 

Date: 
 
Directions:   
* Read the learning target.   
* Think and Respond: Did I meet this learning target?  
* Provide Evidence:  How did I meet the target? or What do I need to do to meet this target next time? 

 
 
“I can cite evidence from the text when answering questions and discussing ‘Shrouded in Myth.’” 
 
Did you meet this learning target? 

 

 
What is your evidence for your answer? 
 
 

 

 
 
 
I can use context clues to determine the meaning of unfamiliar words in “Shrouded in Myth.”   
 
Did you meet this learning target? 
 
 

 
What is your evidence for your answer? 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can effectively engage in discussions with diverse partners about sixth-grade topics, texts, and issues. (SL.6.1) 

Supporting Learning Targets Ongoing Assessment 

C I can get the gist of the text “Shrouded in Myth.” 

C I can identify unfamiliar vocabulary in “Shrouded in Myth.”  

C I can collaborate effectively with my peers. 

C QuickWrite: Response to Quote and Picture 

C Students’ annotated texts “Shrouded in Myth” 

C Exit Ticket: Reflecting on the Learning Targets 

 

Agenda Teaching Notes 

1. Opening 

A. Quick Write: Responding to a Quote and Picture    
(10 minutes) 

B. Unpacking Learning Targets (5 minutes) 

2. Work Time  

A. Read Aloud: “Shrouded in Myth” (5 minutes)  

B. Rereading for Gist and to Identify Unfamiliar 
Vocabulary: “Shrouded in Myth” (20 minutes) 

3. Closing and Assessment 

A. Exit Ticket: Reflecting on the Learning Targets         
(5 minutes) 

4. Homework 

A. Finish annotating “Shrouded in Myth” for gist. 
Create a drawing, or series of drawings, that 
represent this story.  

C These first two lessons are designed to engage students in the world of mythology before they begin the 
novel The Lighting Thief. Lesson 1 begins with a “mystery” quote and picture, in order for students to 
uncover the focus of the module. Do not tell them the topic in advance.  

C This lesson introduces simple routines or “protocols” that will be used throughout the modules to 
promote student engagement, collaboration, and self-assessment. Review the cold call, Think-Pair-
Share, and Fist-of-Five protocols  
(Appendix 1). 

C Note that time is spent deconstructing the learning targets with students at the beginning of this lesson. 
This gives students a clear vision for what learning will focus on for each lesson. This research-based 
strategy supports struggling learners most. Using learning targets is also a powerful way to teach 
academic vocabulary.  

C This lesson also introduces close reading practices that will be built on throughout this module. These 
include: reading to get the gist, annotating the text, chunking a text, and recognizing unfamiliar 
vocabulary. 
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Agenda Teaching Notes (continued) 

 C Note that in many lessons, the teacher reads a portion of the text aloud. During these read-alouds, 
students are expected to be looking at the text and actively reading in their heads. The teacher reads 
aloud slowly, fluently, without interruption or explanation. This read-aloud process, when done in this 
fashion, promotes fluency for students: They are hearing a strong reader read the text aloud with 
accuracy and expression, and are simultaneously looking at and thinking about the words on the printed 
page.  

C Post the learning targets where all students can see them.  

C Post both the quote from “Shrouded in Myth” and the image of Perseus (see supporting materials) so all 
students can see both documents. 

 
 

Lesson Vocabulary Materials 

learning target, gist, annotate, reflect; 
prophecy, fate, imprisoned, stunning, 
dreaded, writhing 
 

C In advance, gather seven photographs/illustrations (one for modeling, six for carousel stations) of children reading in 
different settings (global/local). “Consider using pages from the central texts (Rain School, p. 9; Nasreen’s Secret School, p. 
13; and That Book Woman, p. 22) to foreshadow the work of this module. Or find other images you find from print or 
internet sources. 

C Seven pieces of chart paper (one for each photo/illustration) with T-chart: left hand colum for “What I Notice”/ right hand 
column for “What I Wonder” (new; teacher-created in advance) 

C Markers (ideally a different color for each pair)  

C Quotes from My Librarian Is a Camel (one per student) 

C Chart paper with a Quote from My Librarian Is a Camel (new; teacher-created; see teaching note above) 

C 3" x 5" index cards 

C Vocabulary cards (new; teacher-created) 
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Opening Meeting Students’ Needs 

A. Quick Write: Responding to a Quote and Picture (10 minutes) 
C Tell students that today they are launching into a new and exciting study. Ask them to read the quote and look at the picture; 

they will give clues as to what they will be studying in the weeks to come. Display the quote from “Shrouded in Myth” 
and the image of sculpture of Perseus holding the head of Medusa in view of the whole class.  

C Distribute QuickWrite: Studying a Quote and Image recording form to each student. Tell students that a 
“QuickWrite” is exactly what it sounds like. The goal is to just get their ideas down in a couple of minutes, without worrying 
at all about spelling and mechanics.  

C Invite students to first read the quote and then QuickWrite for 2 minutes.  

C Circulate to observe students’ reading of this complex text and responding in writing. Make note of students who begin work 
independently easily, and those who may need more support in future activities.  

C Ask students to stop where they are with their writing. Ask students to turn and talk to a partner:  

* “Where do you think this quote came from? Why do you think that?” 

C Encourage students to refer to specific words or sentences in the text to support their thinking.  

C Invite students to first look at the image and then QuickWrite for 2 minutes. Ask: 

* “How is this image related to the quote you just read? What do you see that makes you think that?” Again, ask students to 
discuss with a partner, then invite whole class shares, and encourage students to be specific, relating a detail in the image 
to a detail in the text.  

C Finally, ask for brief whole group discussion: 

* “Based on this quote and this image, what do you think we will be studying in the weeks to come?” 

C Congratulate students on their entry into the world of mythology, and their effort to discuss a text using specific evidence 
from the text to support their thinking. Tell them that both of these—the topic of mythology and the skill of using evidence 
when discussing reading—lie at the heart of their learning for the next several weeks, including the reading of a novel and 
several classic myths, as well as the writing of their own myths. Here we go! 

C “Shrouded in Myth” is a complex 
text. In this lesson and future 
lessons, student will be supported in 
reading this myth multiple times. 
For this engagement experience, 
consider pulling select students into 
a small group for greater support or 
shared reading.  

C Many students will benefit from 
seeing questions posted on the 
Smartboard or via a document 
camera but reveal questions one at a 
time to keep students focused on the 
question at hand. 

C Consider partnering ELL students 
who speak the same home language 
when discussion of complex content 
is required. This can allow students 
to have more meaningful 
discussions and clarify points in 
their native language. 

 

���



 

 

GRADE 6: MODULE 1: UNIT 1: LESSON 1 
Engaging the Reader: 

Close Reading Part 1 of “Shrouded in Myth” 
 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  5� G6:M1:U1:L1  5� June 2013  5  4 
 

 

Opening Meeting Students’ Needs 

B. Practicing Observing Closely: I Notice/I Wonder (10 minutes) 
C Direct students’ attention to the learning targets for today’s lesson. Tell students that learning targets are helpful tools in 

understanding their own learning goals. Targets will be part of every lesson. They are “I can…” statements that they are 
striving to be able to do in any given lesson or series of lessons.  

C Read aloud as students read along with today’s learning targets:  

* “I can get the gist of the text ‘Shrouded in Myth.’” 

* “I can identify unfamiliar vocabulary in ‘Shrouded in Myth.’”  

* “I can collaborate effectively with my peers.” 

C Define gist as the basic sense of what a text is mostly about. Tell students they will talk about this more later in the lesson.  

C Explain the process of Think-Pair-Share if it is unfamiliar to the class. This is a simple protocol they will use often in which 
you will pose a question or prompt and they will: 

1. Take a few seconds to think about the question or prompt. 

2. Pair up with someone next to them, regardless of who it is, just a “next-door neighbor,” not someone “around the block” 
from them, and take turns sharing their thinking about the question or prompt.  

3. Share with the whole class any thoughts they had, conclusions they came to, questions they still have, etc.  

C Ask students to Think-Pair-Share: 

* “Based on these learning targets, what do you think your learning today will be?”  

C Listen for responses like: “We will be talking to each other” or “We will be trying to get a basic sense of a myth.”  

C Use thoughtful grouping:  

C ELL language acquisition is 
facilitated by interacting with native 
speakers of English who provide 
models of language.  

C Provide an illustrated anchor chart 
of question words (e.g., for the word 
when, use a picture of a clock) to 
assist students needing additional 
support with learning the structure 
to ask questions.  
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Work Time Meeting Students’ Needs 

A. Read Aloud: “Shrouded in Myth” (5 minutes) 
C Distribute “Shrouded in Myth” to each student. Tell students that this is the text from which you found the quote they 

read at the beginning of the lesson. It is a retelling of the myth of Perseus. Ask students to read in their heads as you read 
this myth aloud. (This promotes fluency.)  

C After reading, explain to students that often, the first time they read a text is just to get the flow of the text and become 
familiar with its structure from beginning to end.  

C Invite students to Think-Pair-Share: 

* “What do you notice about this text? What do you wonder?”  

C Listen for general “notices” and “wonders,” which at this point likely will be about the text’s topic, plot, and perhaps 
structure. Tell students they will continue to dig into this text during the next few days. 

 

B. Rereading for Gist and to Identify Unfamiliar Vocabulary: “Shrouded in Myth” (20 minutes) 
C Tell students that they will now reread this text independently with new purposes: to get the gist and to identify unfamiliar 

vocabulary that they encounter. Go into more detail about what it means to “get the gist.” 

C Say: “‘Getting the gist’ means identifying what smaller sections of text are mostly about. It’s a way to just keep track of your 
early thinking about a text: your initial sense of what it is mostly about.”  

C Display “Shrouded in Myth” using a document camera. (If a document camera is not available, consider charting the first 
paragraph.) Tell students that in a narrative, or story, like this one, they can divide the text into smaller chunks of one to two 
paragraphs. Tell them that if they are struggling with a text, dividing it into smaller chunks can make the reading more 
manageable.  

C Reread the first “chunk” of “Shrouded in Myth” from “A long, long, long time ago…” to “…had other plans.” Tell students that 
after reading a chunk of text, readers often annotate a text for the gist in the margin. Define the word annotate as “to make 
notes on the text.” Point out the word root “note.” 

C Ask students to Think-Pair-Share:  

* “What was the gist of this section? What was it mostly about?”  

C Listen for answers like: “A king was given a prophecy, so he locked up his daughter.” Model writing the gist of this first 
chunk in the margin of the text. Write: “A king gets a prophecy. He locks up his daughter” in the margin, emphasizing that 
not every detail is noted in the gist.  

C Select students may benefit from a 
version of the text that has already 
been broken into chunks, making it 
explicit when to stop and annotate 
for gist. (See Supporting Materials.) 

C Select students may need more 
frequent checks for understanding 
and guided practice when 
annotating for gist for the first time. 
Consider pulling these students into 
a small group, checking in with 
them periodically, and discussing 
the gist of a section before students 
write it.  
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Work Time (continued) Meeting Students’ Needs 

C Tell students that as they reread, they have a second purpose as well: to identify and circle unfamiliar vocabulary. Go back to 
the first section of the text. Tell students that in a text like this one, some words are difficult because they are complex 
vocabulary; other words are difficult because they are names of people  
and places.  

C Remind them that names of people and places are proper nouns, and can often be distinguished because they begin with a 
capital letter. Identify some of these “people and places” words such as Acrisios, Argos, and Danae. Tell students that it is 
not important to determine the meaning of these words; students should try their best to read and pronounce them and then 
move on.  

C Tell students that for the other complex words, it is important to notice these words (instead of avoiding them) and then try 
to determine their meaning: these often are the types of words that will show up in other texts they read. Tell students that 
for now, as they reread, they should just pay attention to the words they don’t know, and circle them. In the next lesson, they 
will learn more about determining their meaning. Model circling words such as fate and imprisoned. 

C Give students the remaining 10 minutes to continue independently, reading a chunk, annotating for gist, and circling 
unfamiliar works. Tell students that it is fine if they do not finish annotating the entire text; they will complete it for 
homework tonight. 

C Circulate to observe which students are annotating and circling words; encourage them with these important practices that 
will support them in close reading. Check students’ annotations, guiding them toward short general statements of important 
events in the text.  

C If students are not making any annotations, probe, asking them “what is this chunk mostly about?” Model annotating as 
needed, and help students realize that even strong readers make annotations so that later they can quickly reread and find 
key passages. If students are not circling words, point out a complex vocabulary words and ask students for the meaning. If 
students are not able to define the word for you, then point out “It’s fine if you don’t know that word yet. That’s what I want 
you paying attention to for now: just noticing what hard words you don’t know. Remind them of the importance of circling 
these words. 

C Select students may find it helpful 
to determine the gist of smaller 
chunks of the text at a time. 
Consider calling this “bite size” 
reading: when we are having trouble 
eating something, we take smaller 
bites of it before  
moving on. 

C For students that struggle with 
reading grade-level text, consider 
chunking the text for them on to 
separate sheets of paper. This make 
the reading of complex text more 
manageable and allow them to focus 
on one small section at a time. 

C Asking students to identify 
challenging vocabulary helps them 
to monitor their understanding of a 
complex text. When students 
annotate the text by circling these 
words it can also provide a 
formative assessment for the 
teacher. 

C To further support ELL students 
consider providing definitions of 
challenging vocabulary in student’s 
home language. Resources such as 
Google translate and bilingual 
translation dictionaries can assist 
with one word translation. 
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Closing and Assessment Meeting Students’ Needs 

A. Fist of Five: Reflecting on the Learning Targets (5 minutes) 
C Ask a student volunteer to read each learning target aloud the learning target. Prompt all students to raise their hands to 

represent how they feel about their ability to meet each learning target at this moment, using the Fist to Five protocol. Refer 
students to the Fist to Five chart to cue their hand raising. This self-assessment helps students to rate themselves on a 
continuum from 0 (fist), meaning far from the target, to five (five fingers), having solidly met the target.  

C Describe to the students any patterns that you notice in this early self-assessment. (Ex. “I see that a number of students are 
holding up 2s or 3s for ‘getting the gist’. This right where I expected us to be since this is something that takes practice. We 
will revisit ‘getting the gist’ through out the module so we are likely to gain confidence in this area.”)  

C Review of learning targets 
reinforces key academic vocabulary. 
Consider creating a word wall with 
these terms to reinforce throughout 
the unit.  

 

Homework Meeting Students’ Needs 

A. Reread “Shrouded in Myth” 
C If you did not complete annotating for the “gist” in class, complete that. It is fine if you just have a general sense of what each 

chunk is about. After reading, try representing this story through a drawing or series of drawings that show your 
understanding. 
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Teacher directions: Use chart paper or a document camera to display this image and quote for the whole class as part of 
“Engaging the Reader.” 
 

 
 
When Perseus grew up, Polydectes gave him a series of challenging tasks to complete. Armed with a sword made by the god 
Hermes, winged sandals, and a shiny bronze shield given to him by the goddess Athena, Perseus slew the dreaded monster 
Medusa. This hideous creature had writhing snakes for hair, elephant-like tusks for teeth, and blood-red eyes. Whoever looked at 
her was instantly turned to stone. 

Quote from: “Shrouded in Myth” by Jessica Neidl. From Calliope issue: Mycenane & the Mycenaeans, © 2002 Carus 
Publishing Company, published by Cobblestone Publishing, 30 Grove Street Suite C, Peterborough, NH 03458. All Rights 
Reserved. Used by permission of the publisher. www.cobblestonepub.com. Photo courtesy of Martin Alford/Flickr. 
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Name: 

Date: 
 
 
When Perseus grew up, Polydectes gave him a series of challenging tasks to complete. Armed with a sword made by the god 
Hermes, winged sandals, and a shiny bronze shield given to him by the goddess Athena, Perseus slew the dreaded monster 
Medusa. This hideous creature had writhing snakes for hair, elephant-like tusks for teeth, and blood-red eyes. Whoever looked at 
her was instantly turned to stone. 

1. Where do you think this quote came from? Why do you think this?  

 

 

 

 

 

 
 
Study the picture posted at the front of the room.  
 
2. How is this picture of a sculpture connected to the quote? What details made you think this?  
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Explain 

 
 
Notice 

 
 
Record 

 
 
Wondering 

 
 
Discuss 
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A long, long, long time ago, even before Perseus was born, his grandfather, Acrisios, the king of Argos, was given a prophecy that 
he would someday be killed by his grandson. To protect himself from this fate, the terrified king imprisoned his only daughter, 
Danae, in an underground dungeon so that she could never marry or have children. Certain that he would never be a grandfather, 
Acrisios relaxed. But Zeus, the great father of the gods, had other plans. 
 
Zeus had been watching Danae and thought she was stunning—too beautiful to resist. He turned himself into golden rain and 
poured through the bronze bars in the roof of her elaborate dungeon. As the rain fell upon Danae, its magical powers caused a 
child to begin growing within her. Nine months later, she gave birth to a son and named him Perseus. 
 
Outraged as well as frightened when he learned of a grandson's birth, Acrisios enclosed mother and son in a chest, which he 
flung into the sea. After drifting about for a long time, the chest finally washed up on a distant island. A fisherman found it and 
brought it to his brother, King Polydectes, who took Perseus and his mother into his palace. 
 
When Perseus grew up, Polydectes gave him a series of challenging tasks to complete. Armed with a sword made by the god 
Hermes, winged sandals, and a shiny bronze shield given to him by the goddess Athena, Perseus slew the dreaded monster 
Medusa. This hideous creature had writhing snakes for hair, elephant-like tusks for teeth, and blood-red eyes. Whoever looked at 
her was instantly turned to stone. 
 
As success followed success, Perseus began to think about the stories he had heard about his grandfather, Acrisios. So, after a 
brief visit to his mother, the young hero set sail for Argos. Before he reached it, however, Acrisios got word that his long-lost 
grandson was coming and fled the city, for he still feared the prophecy. 
 
While waiting for Acrisios to return, Perseus attended festival games being held in a neighboring town. A skilled athlete, Perseus 
entered the discus contest. As he prepared to throw it, he lost control and the heavy disk went hurtling into the crowd, striking a 
man and killing him. Alas, the tragic prophecy had proved true—the dead spectator was Acrisios. Perseus was so troubled about 
the accident that he chose to leave Argos and build his own city—the legendary Mycenae. 

From Calliope issue: Mycenane & the Mycenaeans, © 2002 Carus Publishing Company, published by Cobblestone Publishing, 
30 Grove Street Suite C, Peterborough, NH 03458. All Rights Reserved. Used by permission of the publisher. 
www.cobblestonepub.com 
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A long, long, long time ago, even before Perseus was born, his grandfather, Acrisios, the king of Argos, was given a prophecy that 
he would someday be killed by his grandson. To protect himself from this fate, the terrified king imprisoned his only daughter, 
Danae, in an underground dungeon so that she could never marry or have children. Certain that he would never be a grandfather, 
Acrisios relaxed. But Zeus, the great father of the gods, had other plans. 
 
 -------------------------------------------------------------------------------------- 
 
Zeus had been watching Danae and thought she was stunning—too beautiful to resist. He turned himself into golden rain and 
poured through the bronze bars in the roof of her elaborate dungeon. As the rain fell upon Danae, its magical powers caused a 
child to begin growing within her. Nine months later, she gave birth to a son and named him Perseus. 
 
 -------------------------------------------------------------------------------------- 
 
Outraged as well as frightened when he learned of a grandson’s birth, Acrisios enclosed mother and son in a chest, which he 
flung into the sea. After drifting about for a long time, the chest finally washed up on a distant island. A fisherman found it and 
brought it to his brother, King Polydectes, who took Perseus and his mother into his palace. 
 
 -------------------------------------------------------------------------------------- 
 
When Perseus grew up, Polydectes gave him a series of challenging tasks to complete. Armed with a sword made by the god 
Hermes, winged sandals, and a shiny bronze shield given to him by the goddess Athena, Perseus slew the dreaded monster 
Medusa. This hideous creature had writhing snakes for hair, elephant-like tusks for teeth, and blood-red eyes. Whoever looked at 
her was instantly turned to stone. 
 
 -------------------------------------------------------------------------------------- 
 
As success followed success, Perseus began to think about the stories he had heard about his grandfather, Acrisios. So, after a 
brief visit to his mother, the young hero set sail for Argos. Before he reached it, however, Acrisios got word that his long-lost 
grandson was coming and fled the city, for he still feared the prophecy. 
 
 -------------------------------------------------------------------------------------- 
 
While waiting for Acrisios to return, Perseus attended festival games being held in a neighboring town. A skilled athlete, Perseus 
entered the discus contest. As he prepared to throw it, he lost control and the heavy disk went hurtling into the crowd, striking a 
man and killing him. Alas, the tragic prophecy had proved true—the dead spectator was Acrisios. Perseus was so troubled about 
the accident that he chose to leave Argos and build his own city—the legendary Mycenae. 

From Calliope issue: Mycenane & the Mycenaeans, © 2002 Carus Publishing Company, published by Cobblestone Publishing, 
30 Grove Street Suite C, Peterborough, NH 03458. All Rights Reserved. Used by permission of the publisher. 
www.cobblestonepub.com 
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(example from http://classroomcollective.tumblr.com/post/25456453723) 
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Unit 2: Elements and Theme of Mythology in The Lightning Thief 
In this second unit of module 1, students will delve deeply into mythology: its 
purpose, elements, and themes that align with themes in The Lightning Thief. 
While they continue to read The Lightning Thief independently, students will 
closely read multiple myths. In the first half of the unit, they will use the 
informational text “Key Elements of Mythology” to better understand the elements 
and themes of the myths they read. In their mid-unit assessment, students will read 
the myth of Prometheus and write an analytical mini-essay identifying the elements 
of mythology present in the myth, describing a theme of the myth, and explaining 

how key details contribute to the theme. In the second half of the unit, students will 
read, think, talk, and write the myths alluded to in The Lightning Thief. They will 
determine the themes of myths and how the themes align with themes in the novel.. 
As students build toward writing a literary analysis, the teacher will model writing 
skills using the myth of . Students practice these skills using myths they are reading 
in small, expert groups. For their end of unit assessment, students will write a 
literary analysis summarizing the myth of “Cronus,” identifying a common theme 
between the myth of “Cronus” and The Lightning Thief, and explaining why the 
author chose to include this myth in the novel.  

 
 

Guiding Questions And Big Ideas 

• What makes a myth? 

• Why do myths matter?  

• All stories have universal elements and themes. 

 

Mid-Unit 2 Assessment Analytical Mini-Essay about Elements and Theme of the Myth of Prometheus 
This assessment centers on NYSP12 ELA CCLS RL.6.1, RL.6.2, RI.6.1, W.6.2, and W.6.9. For this assessment, students will 
write an analytical “mini-essay” responding to the following prompts: “What are significant elements of mythology in the story 
of ‘Prometheus’? Explain how elements of mythology contained in the plot make ‘Prometheus’ a classic myth.” “What is an 
important theme in the myth of ‘Prometheus? What key details from the myth contribute to this theme?”  
Students will have read and discussed the myth “Prometheus” in class as well as an informational text about the “Key 
Elements of Mythology.” They will use recording forms to collect important details. Their “mini-essay” will contain two body 
paragraphs (one about the elements of myth that they see in “Prometheus” and one a theme of the myth) plus a one-sentence 
introduction and a brief conclusion to explain how an element of mythology connects to a theme of the myth. The reading 
standards assessed center around citing textual evidence from both the literary text “Prometheus” and the informational text 
“Key Elements of Mythology.” Students also are assessed on their ability to determining of a theme of a literary text. The 
reading standards could be assessed through the graphic organizer alone, or verbally, if necessary. This is both a reading and 
writing assessment. 
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End of Unit 2 Assessment Literary Analysis—Connecting Themes in Cronus and The Lightning Thief  
This assessment addresses W.6.2, W.6.5, W.6.9, and L.6.1a, b, c, d.  
Students will write a literary analysis responding to the following prompts:  
“What is a theme that connects the myth of Cronus and The Lightning Thief? After reading the myth of Cronus and the novel 
The Lightning Thief, write a literary analysis in which you do the following: 
Summarize the myth and present a theme that connects the myth and the novel; 
Describe how the theme is communicated in the myth; 
Describe how the theme is communicated in The Lightning Thief; 
Explain why myths still matter and why the author may have chosen to include this myth in the novel. 
You will have the opportunity to discuss the reading and your thinking with your partner before writing independently.” 
This is primarily a writing assessment. It is not intended to assess students’ reading of a myth; discussion is intentionally built 
in as a scaffold toward writing. In Lesson 18 students launch this assessment, writing their best on-demand draft. This draft is 
not formally assessed. The actual assessment occurs in Lesson 20, after peer feedback.  

 
 

Content Connections 

This module is designed to address English Language Arts standards. However, the module intentionally incorporates Social Studies content that many teachers may be 
teaching during other parts of the day. These intentional connections are described below.  

NYS Social Studies Core Curriculum  

• 6.6 Classical civilizations developed and grew into large empires characterized by powerful centralized governments, advanced commerce and trade systems, and 
complex social hierarchies. The scientific and cultural achievements of these civilizations continue to impact the world today. 

* 6.6.a The classical era was marked by an increase in the number and size of civilizations. 

* 6.6.b Classical civilizations maintained social order through various political systems that corresponded to the values of their citizens. 

* 6.6.f Ancient civilizations made scientific, cultural, and political discoveries that have shaped our understanding of the world today. 

• 6.7 Major religions and belief systems developed as civilizations grew, which unified societies, but also became a major source of tension and conflict. 

* 6.7.a Belief systems and religions are sets of mutual values that help to explain the way the world and humanity work. 

* 6.7.b Over time, civilizations developed belief systems and religions that differed across place but shared similar themes. 

* 6.7.c Belief systems and religions unify groups of people and are woven into the social organization of societies. 
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Central Texts 

Rick Riordan, The Lightning Thief (New York: Hyperion Paperbacks for Children, 2005), ISBN: 0-7868-3865-3. 

Ingri and Edgar Parin D’Aulaire, D’Aulaire’s Book of Greek Myths (New York: Delacorte Press, 1962),  
ISBN: 0-440-4069-3. (One copy for Teacher Reference) 

Berens, E. M. Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894. Web. 7 June 2013. 
http://www.gutenberg.org/files/22381/22381-h/22381-h.htm. 

Berens, E. M. “Cronus (Saturn).” Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894.14-15. Web. 7 June 2013. 
http://www.gutenberg.org/files/22381/22381-h/22381-h.htm. 

Lang, Jean. ”Prometheus and Pandora.” A Book of Myths. New York: Thomas Nelson and Sons, 1914. 1-4. Web. 7 June 2013. < 
http://www.gutenberg.org/files/22693/22693-h/22693-h.htm> 

Berens, E. M. “Moiræ or Fates (Parcæ).” Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894.139-141. Web. 7 June 2013. 
http://www.gutenberg.org/files/22381/22381-h/22381-h.htm. 

Guenther, Leanne. “The Story of Medusa and Athena.” Web. 7 June 2013. < http://betterlesson.com/document/1707631/15-cw-the-story-of-medusa-and-athena-docx> 

Hawthorne, Nathaniel. “Theseus Goes to Slay the Minotaur”  and “Theseus and Ariadne.” In Storr, Francis, ed. Half a Hundred Hero Tales of Ulysses and the Men of 
Old. New York: Henry Holt, 1911. 138-153. Web. 7 June 2013.  http://www.gutenberg.org/files/41765/41765-h/41765-h.htm 

“Key Elements of Mythology” Written by Expeditionary Learning for instructional purposes. 
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This unit is approximately 2 weeks or 10 sessions of instruction. 
 

Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 1 Reading Closely to Build 

Background Knowledge: “Myths 

and Legends” 

 

 

• I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

• I can determine the main idea of 

an informational text based on 

details in the text. (RI.6.2) 

• I can make inferences about Percy 

based on details from the text. 

• I can use text details to determine 

the main ideas in “Myths and 

Legends.” 

• Using Text Details to Determine 

the Main Idea recording form 

• Exit Ticket 

 
 
 

 

Lesson 2 Building Background Knowledge: 

The Myth of Cronus 

 

 

• I can cite text-based evidence that 

provides the strongest support for 

my analysis of a literary text. 

(RL.6.1) 

• I can determine a theme based on 

details in a literary text. (RL.6.2) 

• I can use details from images to 

make predictions about the myth 

of Cronus. 

• I can get the gist of the myth of 

Cronus. 

• I can reflect on the things that 

close readers do. 

• Predictions 

• Selected-response 

• Understanding a Key Allusion to 

Cronus in Chapter 10 of The 

Lightning Thief 

 

Lesson 3 Using Details to Determine 

Theme: The Myth of Cronus 

 

 

• I can cite text-based evidence that 

provides the strongest support for 

my analysis of a literary text. 

(RL.6.1) 

• I can determine a theme based on 

details in a literary text. (RL.6.2) 

• I can answer questions about the 

myth of Cronus using evidence 

from the text. 

• I can use context clues to 

determine the meaning of 

unknown words in the myth of 

Cronus. 

• I can collaborate with my peers to 

determine themes in the myth of 

Cronus. 

• I can explain how a theme in 

Cronus is connected to a theme in 

The Lightning Thief. 

• Understanding the Allusion in 

Chapter 10 (from homework)  

• Chalk Talk charts 

• Chalk Talk protocol 

• Things Close Readers Do 

• Things I Notice/Things I Wonder 

about 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 4 What Makes a Myth a Myth? 

Comparing Cronus and “Shrouded 

in Myth” 

 

 

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can determine a theme based on 

details in a literary text. (RL.6.2) 

• I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

• I can determine the main idea of 

an informational text based on 

details in the text. (RI.6.2) 

• I can make comparisons between 

ideas in the myth of Cronus and 

“Shrouded in Myth.”  

• I can get the gist of sections of 

“The Key Elements of Mythology.”  

• I can reflect on things that close 

readers do. 

• Understanding the Allusion in 

Chapter 10  

• Chalk Talk charts 

• QuickWrite: The Most Important 

Thing 

• Carousel protocol 

Lesson 5 Building Vocabulary: Working 

with Words about the Key 

Elements of Mythology  

 

• I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

• I can use a variety of strategies to 

determine the meaning of 

unknown words and phrases. 

(L.6.4) 

• I can collaborate with my peers to 

create word models for key 

vocabulary in mythology.  

• I can explain the meaning of key 

vocabulary in mythology to my 

peers. 

• Word models  

• Student responses 

• Observations of student thinking 

about vocabulary 

 

Lesson 6 Using Details to Determine 

Theme: The Myth of Cronus 

 

 

• I can cite text-based evidence that 

provides the strongest support for 

my analysis of a literary text. 

(RL.6.1) 

• I can determine a theme based on 

details in a literary text. (RL.6.2) 

• I can answer questions about the 

myth of Cronus using evidence 

from the text. 

• I can use context clues to 

determine the meaning of 

unknown words in the myth of 

Cronus. 

• I can collaborate with my peers to 

determine themes in the myth of 

Cronus. 

• I can explain how a theme in 

Cronus is connected to a theme in 

The Lightning Thief. 

• Understanding the Allusion in 

Chapter 10 (from homework)  

• Chalk Talk charts 

• Chalk Talk protocol 

• Things Close Readers Do 

• Things I Notice/Things I Wonder 

about 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 7 Analyzing the Model Analytical 

Mini-Essay: “Elements of 

Mythology and Theme of Cronus” 

 

 

• I can analyze how a particular 

sentence, paragraph, chapter, or 

section fits into the overall 

structure of a text and contributes 

to the development of the ideas. 

(RI.6.5) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• With support from peers and 

adults, I can use a writing process 

to produce clear and coherent 

writing. (W.6.5) 

• I can use evidence from a variety 

of grade-appropriate texts to 

support analysis, reflection, and 

research. (W.6.9) 

• I can describe the structure of an 

analytical mini-essay.  

• I can describe the details the 

author used to make a claim about 

the elements of a myth.  

• I can describe the details the 

author used to make a claim about 

the theme of a myth. 

• I can explain why an author chose 

particular details to support a 

claim. 

• Elements of Myth graphic 

organizer (for the model mini-

essay) 

• Theme graphic organizer (for the 

model mini-essay) 

• Structure of Model Analytical 

Mini-Essay about Myth 

Lesson 8 Exploring Allusions to Myths in 

The Lightning Thief: Close 

Reading Part 1 of “Prometheus”  

 

 

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can analyze how an author’s 

word choice affects tone and 

meaning in a literary text. (RL.6.4) 

• I can use a variety of strategies to 

determine the meaning of 

unknown words and phrases. 

(L.6.4) 

• I can explore how the allusion to 

the myth of Prometheus improves 

my understanding of The 

Lightning Thief.  

• I can explain how key vocabulary 

adds to meaning in an excerpt of 

The Lightning Thief.  

• I can get the gist of the myth of 

Prometheus. 

• Myth of Prometheus annotated 

for the gist 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 9 Analyzing Details in the Myth of 

Prometheus for Elements of 

Mythology and Theme 

 

 

• I can determine a theme based on 

details in a literary text. (RL.6.2) 

• I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can reflect on the things close 

readers do.  

• I can use details to make a claim 

about the elements of mythology 

in the myth of Prometheus.  

• I can use details to make a claim 

about a theme of the myth of 

Prometheus. 

 

• Elements of Myth graphic 

organizer 

• Theme graphic organizer 

 

Lesson 10 Drafting an Analytical Mini-

Essay: Using Partner Talk and 

Graphic Organizers to Guide 

Thinking 

• I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• With support from peers and 

adults, I can use a writing process 

to produce clear and coherent 

writing. (W.6.5) 

• I can use evidence from a variety 

of grade-appropriate texts to 

support analysis, reflection, and 

research. (W.6.9) 

• I can use a model text to guide my 

writing of an analytical mini-essay. 

• I can use the writing process, and 

the support of my teacher and 

peers, to plan and draft my 

analytical mini-essay about 

Prometheus.  

• I can identify and write clearly 

about the elements of mythology 

in the myth of Prometheus. 

• I can identify and write clearly 

about a theme in the myth of 

Prometheus.  

• I can support my thinking with 

details from the text.  

• Partner Writing: Analytical Mini-

Essay recording form (two body 

paragraphs) 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 11 Mid-Unit 2 Assessment: Writing 

an Analytical Mini-Essay about 

Mythological Elements and 

Theme 

 

 

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can cite text-based evidence to 

support analysis of an 

informational text. (RI.6.1) 

• I can determine a theme based on 

details in a literary text. (RL.6.2) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can produce clear and coherent 

writing that is appropriate to task, 

purpose, and audience. (W.6.4) 

• With support from peers and 

adults, I can use a writing process 

to produce clear and coherent 

writing. (W.6.5) 

• I can use a model text to guide my 

writing of an introduction and 

conclusion for my analytical mini-

essay.  

• I can use feedback to revise and 

publish an analytical mini-essay 

about Prometheus. 

• Partner Writing: Analytical mini-

essay recording form 

(introduction and conclusion) 

• Final draft of the analytical mini-

essay 

 

Lesson 12 Determining Theme: Reading 

Myths in “Expert Groups” 

• I can determine a theme based on 

details in a literary text. (RL.6.2) 

• I can use a variety of strategies to 

determine word meaning in 

informational texts. (RI.6.4) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can get the gist of my expert 

group myth.  

• I can collect details from my expert 

group myth to determine a theme. 

• I can identify the criteria for strong 

analytical writing based on Row 1 

of the NYS Writing Rubric. 

• Expert group myth annotated for 

gist 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 13 Connecting the Theme of the 

Expert Group Myth to a Theme in 

The Lightning Thief and to Life 

Lessons  

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can choose evidence from The 

Lightning Thief to explain how the 

theme of the expert group myth is 

communicated in the novel.  

• I can describe a life lesson that can 

be learned from my expert group 

myth. 

• I can identify the criteria for strong 

analytical writing based on Row 2 

of the NYS Writing Rubric. 

• Exit ticket: How Is Mythology 

Important Today? 

• Chalk Talk protocol 

Lesson 14 Building Writing Skills: Receiving 

Feedback and Varying Sentence 

Structures 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can use a variety of sentence 

structures to make my writing and 

speaking more interesting. (L.6.3) 

• I can use feedback from my mid-

unit assessment and the NYS 

Writing Rubric to set goals for 

myself as a writer.  

• I can create sentences of varied 

length and structure in order to 

keep a reader engaged in my 

writing. 

• Mid-unit assessment 

• Strengths and Goals index card 

• Sentence Variety: Keeping 

Readers Engaged recording form 

 

Lesson 15 Planning for Writing: Revisiting 

“Key Elements of Mythology” and 

Determining a Theme in the Myth 

of Cronus 

• I can determine a theme based on 

details in a literary text. (RL.6.2) 

• I can cite text-based evidence to 

support an analysis of 

informational text. (RI.6.1) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can use evidence from a variety 

of grade-appropriate texts to 

support analysis, reflection, and 

research. (W.6.9) 

• I can explain how various elements 

of mythology connect to the myth 

of Cronus.  

• I can use details from the text to 

determine a theme of the myth of 

Cronus. 

• Theme graphic organizer: The 

Myth of Cronus 

• Carousel protocol 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 16 Planning for Writing: Studying 

Model Writing and Determining a 

Theme in The Lightning Thief 

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can identify the argument and 

specific claims in a text. (RI.6.8) 

• I can use evidence from a variety 

of grade appropriate texts to 

support analysis, reflection, and 

research. (W.6.9) 

• I can identify the structure, 

argument, and specific claims in a 

model literary analysis essay.  

• I can use details to determine a 

theme of The Lightning Thief that 

connects with the theme I 

determined in “Cronus.”  

• Theme graphic organizer: The 

Lightning Thief 

• Structure of a Literary Analysis 

Lesson 17 Planning for Writing: 

Introduction and Conclusion of a 

Literary Analysis 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can use evidence from a variety 

of grade-appropriate texts to 

support analysis, reflection, and 

research. (W.6.9) 

• I can plan the introduction of my 

literary analysis.  

• I can plan the conclusion of my 

literary analysis.  

•  

 • Structure of a Literary Analysis 

Lesson 18 Launching the End of Unit 

Assessment: Drafting Literary 

Analysis 

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can use my plans to draft a 

literary analysis describing how a 

theme is communicated in the 

myth and in The Lightning Thief, 

and how mythology is important 

today. 

• Draft Literary Analysis • Concentric Circles protocol  

• Structure of a Literary Analysis 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 19 Peer Critique and Pronoun Mini-

Lesson: Revising Draft Literary 

Analysis 

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can use correct grammar and 

usage when writing or speaking. 

(L.6.1)  

• a. I can use the proper case of 

pronouns in my writing. 

• b. I can use intensive pronouns 

(e.g., myself, ourselves). 

• c. I can correct inappropriate shifts 

in pronoun number and person.  

• d. I can correct vague pronouns 

(i.e., ones with unclear or 

ambiguous antecedents). 

• I can use the NYS Writing Rubric 

to provide kind, specific, and 

helpful feedback to my peers. 

• I can use the proper case of 

pronouns and improve the use of 

pronouns in my literary analysis. 

•  

• Pronoun Sentences 

• Draft Literary Analysis (from 

Lesson 18) 

• Pronouns 

Lesson 20 End of Unit Assessment, Part 2: 

Final Draft of Literary Analysis 

• I can cite text-based evidence to 

support an analysis of literary text. 

(RL.6.1) 

• I can write 

informative/explanatory texts that 

convey ideas and concepts using 

relevant information that is 

carefully selected and organized. 

(W.6.2) 

• I can use correct grammar and 

usage when writing or speaking. 

(L.6.1) 

• I can use my draft to write a final, 

best version of a literary analysis 

describing how the theme is 

communicated in the myth, how 

the theme is communicated in The 

Lightning Thief, and how the myth 

contributes to the theme in the 

novel. 

• I can self-assess my end of unit 

literary analysis against the NYS 

Writing Rubric. 

• Final literary analysis • Structure of a Literary Analysis 
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Optional: Experts, Fieldwork, And Service 

Experts: 

• If possible, invite an anthropologist in to share with the class the importance of mythology around the world or over time.  

• Fieldwork: Take the class to a local art museum to see the influence of Greek mythology and culture on works of art across the centuries.  

• Service: N/A 

Optional: Extensions 

• With a Social Studies teacher, coordinate to study in depth the ways in which myths both shaped and were shaped by wider Greek culture and beliefs. How did myths 
help to explain the way the world and humanity work? How did Greek mythology influence the beliefs of other cultures?  

• With a Social Studies teacher, coordinate to expand this study of mythology to other world cultures.  

• With a visual arts teacher, students can create their own visual representations of important moments in Greek mythology that they have read. 
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Preparation and Materials 

Binders or Journals: Students will be receiving many recording forms, graphic organizers, and texts throughout this module. It is suggested that students have a binder 
in which to collect these materials and refer back to them. Alternately, teachers who prefer to use notebooks or journals can use the recording forms and graphic 
organizers as a template with which to model for students to create these structures independently.  

 
Myths 

The myths that students read in this unit are adapted from texts in the public domain. The D’Aulaires’ Book of Greek Myths is a commonly used and rich resource about 
Greek Mythology. Throughout this unit, the D’Aulaires’ text is used to engage and support students through the beautiful illustrations and suggested read aloud 
extensions. Also use this text as a great resource for differentiation; students will naturally gravitate to it either if they need more support or if they are hungry to learn 
more about this fascinating topic.  

 
1. Reading Calendar 

• Students read The Lightning Thief for homework throughout this unit.  

• Each night, they read some chapters and reread others.  

• Consider providing a reading calendar to help students, teachers, and families understand what is due and when.  

• See stand-alone document.  

 
Note that students will begin their independent reading near the end of the unit, once they have finished The Lightning Thief.  
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The Lightning Thief: Reading Calendar 
The calendar below shows what is due on each day. 

Teachers can modify this document to include dates instead of lessons. 

 

Due at 
Lesson 

Read the 
chapter below: 

Gathering Textual Evidence 

2 10 Use evidence flags to identify references to Cronus in Chapter 10.  

3 11 Use evidence flags to identify any allusions to classical myths in Chapter 11. 

4 12 Use evidence flags to identify the three most important moments in Chapter 12. Be 
prepared to explain the reasons why you think that these moments are most important. 

5 13 Record five questions that you have about 
chapter 13. Your questions may relate to characters, events, motivations, etc. 

6 14 Use evidence flags to identify 3 examples of the supernatural in Chapter 14. Be prepared 
to answer the question: “ What is the role of the supernatural in Chapter 14? ” 

7 15 Use evidence flags to mark any allusions to Greek myths in Chapter 15. 

8 16 Use evidence flags to identify any new or challenging vocabulary in Chapter 16. Record 
vocabulary on your word catcher. Be prepared to discuss your vocabulary at the 
beginning of lesson 9. 

9 17 Use evidence flags to identify evidence that Percy is a hero in Chapter 17. 

10 18 Use evidence flags to identify key elements of mythology that you noticed in chapter 18. 

11 Illustration from 
Myth 

Choose your favorite illustration from one of the myths we have read so far (Cronus or 
Prometheus). Re-read the myth to look for details that conveyed in the illustration. How 
is an element of mythology or a theme shown in the illustration? 

12 Review of 
Chapters 10-18 

Catch up on your reading or reread your favorite sections of the novel. Be prepared to 
share a key element of mythology or theme in discussion in lesson 12. 

13 19 What does the scene in the throne room tell you about the three friends—Annabeth, 
Grover, and Percy ? Use evidence flags to identify text details to support your answer. 

14 20 Complete text-dependent questions 
Use evidence flags to identify details to support your answers. 

15 21 Prediction sheet: What do you think will happen when Percy brings the lightning bolt to 
Zeus? Why? 

16 22 Use evidence flags to identify details that show why Percy had such a hard time deciding 
whether to stay a the camp year-round or go on to 7th grade. Use these details in your 
response on the graphic organizer. 
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Name: 

Date: 

 

Title of book:  

 

Author of book:  

 
Use the prompts below to write a 3 paragraph reader’s response letter about the independent reading book you just read. You 
can write it on this form or on a separate sheet of notebook paper. Remember that next year, students will look at your letter to 
decide whether or not to read this book.  
 
Dear seventh grader,  
For my independent reading book, I read _________________ (title) by ____________________. In this book, 
(summarize here – including setting, plot, and character – but don’t give away the end of the book): 
 

 

 

 

 
This book connected to The Lightning Thief and our study of Greek Mythology and the Hero’s Journey because. . . . 
 

 

 

 

 
I would/would not recommend this book because . . . . 

 

 

 

 
Sincerely, 
 (Name) 
 

 

���



1

GRADE 6, MODULE 1, UNIT 2

TABLE OF CONTENTS

1. Module 1: Module Overview 
Myths: Not Just Long Ago
See separate module level combined PDF document on EngageNY

2. Module 1: Assessments
See separate module level combined PDF document on EngageNY

3. Module 1: Performance Task
My Hero’s Journey
See separate module level combined PDF document on EngageNY

4. Module 1: Unit 2 Recommended Texts

5. Module 1: Unit Overview 
Unit 2: Elements and Theme of  Mythology in The Lightning Thief

MODULE 6.1: UNIT 2 LESSONS

Lesson 1 Reading Closely to Build Background Knowledge: “In Olden Times”

Lesson 2 Building Background Knowledge: The Myth of  Cronus

Lesson 3 Using Details to Determine Theme: The Myth of  Cronus

Lesson 4 What Makes a Myth a Myth? Comparing Cronus and “Shrouded in Myth”

Lesson 5 Building Vocabulary: Working with Words about the Key Elements of  Mythology 

Lesson 6 Connecting Literary and Informational Texts: Cronus and “The Key Elements of  Mythology” 

Lesson 7 Analyzing the Model Analytical Mini-Essay: “Elements of  Mythology and Theme of  Cronus”

Lesson 8 Exploring Allusions to Myths in The Lightning Thief: Close Reading Part 1 of  Prometheus 

Lesson 9 Analyzing Details in the Myth of  Prometheus for Elements of  Mythology and Theme

Lesson 10 Drafting an Analytical Mini-Essay: Using Partner Talk and Graphic Organizers to Guide Thinking

1<6�&RPPRQ�&RUH�(/$�&XUULFXOXP� *UDGH�����0RGXOH��
&RS\ULJKW��������E\�([SHGLWLRQDU\�/HDUQLQJ��1HZ�<RUN��1<��$OO�5LJKWV�5HVHUYHG�

C
re

at
ed

 b
y 

E
xp

ed
iti

on
ar

y 
Le

ar
ni

ng
, o

n 
be

ha
lf

 o
f 

Pu
bl

ic
 C

on
su

lti
ng

 G
ro

up
, I

nc
.  

©
 C

op
yr

ig
ht

 P
ub

lic
 C

on
su

lti
ng

 G
ro

up
, I

nc
., 

w
ith

 a
 p

er
pe

tu
al

 
lic

en
se

 g
ra

nt
ed

 to
 E

xp
ed

iti
on

ar
y 

Le
ar

ni
ng

 O
ut

w
ar

d 
B

ou
nd

, I
nc

.

���



2

GRADE 6, MODULE 1, UNIT 2

1<6�&RPPRQ�&RUH�(/$�&XUULFXOXP� *UDGH�����0RGXOH��
&RS\ULJKW��������E\�([SHGLWLRQDU\�/HDUQLQJ��1HZ�<RUN��1<��$OO�5LJKWV�5HVHUYHG�

MODULE 6.1: UNIT 2 LESSONS

Lesson 11 Mid-Unit 2 Assessment: Writing an Analytical Mini-Essay about Mythological Elements and Theme

Lesson 12 Determining Theme: Reading Myths in “Expert Groups”

Lesson 13 Connecting the Theme of  the Expert Group Myth to a Theme in The Lightning Thief and to Life Lessons 

Lesson 14 Building Writing Skills: Receiving Feedback and Varying Sentence Structures

Lesson 15 Planning for Writing: Revisiting “Key Elements of  Mythology” and Determining a Theme in the Myth of  Cronus

Lesson 16 Planning for Writing: Studying Model Writing and Determining a Theme in The Lightning Thief

Lesson 17 Planning for Writing: Introduction and Conclusion of  a Literary Analysis

Lesson 18 Launching the End of  Unit Assessment: Drafting Literary Analysis

Lesson 19 Peer Critique and Pronoun Mini-Lesson: Revising Draft Literary Analysis

Lesson 20 End of  Unit Assessment, Part 2: Final Draft of  Literary Analysis

C
re

at
ed

 b
y 

E
xp

ed
iti

on
ar

y 
Le

ar
ni

ng
, o

n 
be

ha
lf

 o
f 

Pu
bl

ic
 C

on
su

lti
ng

 G
ro

up
, I

nc
.  

©
 C

op
yr

ig
ht

 P
ub

lic
 C

on
su

lti
ng

 G
ro

up
, I

nc
., 

w
ith

 a
 p

er
pe

tu
al

 
lic

en
se

 g
ra

nt
ed

 to
 E

xp
ed

iti
on

ar
y 

Le
ar

ni
ng

 O
ut

w
ar

d 
B

ou
nd

, I
nc

.

���



  

 
This work is licensed under a Creative Commons Attribution-NonCommercial-ShareAlike 3.0 Unported License. 
Exempt third-party content is indicated by the footer: © (name of copyright holder). Used by permission and not subject to Creative Commons license.  

 

 

 
Grade 6: Module 1: Unit 2 
Recommended Texts 

���



 

 

GRADE 6: MODULE 1: UNIT 2: RECOMMENDED TEXTS 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary 
Learning Outward Bound, Inc NYS Common Core ELA Curriculum  5� G6:M1:U2: Recommended Texts  5� June 2013  5  1 
 

 
The list below includes texts with a range of Lexile® text measures about Greek 
mythology. This provides appropriate independent reading for each student to help 
build content knowledge about the topic.  
 
It is imperative that students read a high volume of texts at their reading level in 
order to continue to build the academic vocabulary and fluency demanded by the 
CCLS. 
 
Where possible, texts in languages other than English are also provided. Texts are 
categorized into three Lexile levels that correspond to Common Core Bands: below 

grade band, within band, and above band. Note, however, that Lexile® measures 
are just one indicator of text complexity, and teachers must use their professional 
judgment and consider qualitative factors as well. For more information, see 
Appendix 1 of the Common Core State Standards. 
 
Common Core Band Level Text Difficulty Ranges: 
(As provided in the NYSED Passage Selection Guidelines for Assessing CCSS ELA) 
B��9(+,:�
–����
�–�
�� 
B��9(+,:��–�����-	�	�� 
B��9(+,:��–����
-1185L

 

Title Author And Illustrator Text Type Lexile Measure 

Lexile text measures in Grade 2–3 band level (below 740L) 

Perseus and Medusa Blake A. Hoena Graphic Novel ��� 

The Battle of the Olympians and the 
Titans 

Cari Meister (author) Literature ��� 

Iris, Messenger Sarah Deming (author) Literature ��� 

The Sea of Monsters Rick Riordan (author) Literature ��� 

Heroes, Gods and Monsters of the 
Greek Myths  

Bernard Evslin (author) Literature ��� 

Anatopsis Chris Abouzeid (author) Literature �
� 
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Title Author And Illustrator Text Type Lexile Measure 

Lexile text measures in Grade 4–5 band level (under 740–925L) 

Nobody’s Prize Esther Friesner (author) Literature ��� 

Treasury of Greek Mythology: Classic 
Stories of Gods, Goddesses, Heroes & 
Monsters 

Donna Jo Napoli (author) Literature ��� 

The Beautiful Stories of Life: Six Greek 
Myths, Retold 

Cynthia Rylant (author) Literature ���� 

Greek Myths Ann Turnbull (author) Literature �	� 

Lexile text measures within band level (925L–1185L) 

The Wanderings of Odysseus: The 
Story of the Odyssey 

Rosemary Sutcliff (author) Literature ���� 

The Monsters and Creatures of Greek 
Mythology 

Don Nardo (author) Literature ��� 

The Heroes and Mortals of Greek 
Mythology 

Don Nardo (author) Literature ��� 

Greek Gods and Heroes Robert Graves (author) Literature ��� 

Mythology: Timeless Tales of Gods and 
Heroes 

Edith Hamilton (author) Literature 	��� 

The Mythology Handbook: A Course in 
Ancient Greek Myths 

Lady Hestia Evans (author) Literature 	��� 

The Odyssey Homer (author) Literature 		�� 
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Title Author And Illustrator Text Type Lexile Measure 

Lexile text measures above band level (under 1185L) 

The Adventures of Odysseus and the 
Tale of Troy 

Padraic Colum (author) Literature NoLXL (YA) 

Greek Mythology for Teens: Classic 
Myths in Today’s World 

Zachary Hamby (author) Literature NoLXL (YA) 

Gods and Heroes of Ancient Greece Gustav Schwab (author) Literature NoLXL (YA) 

100 Characters from Classical 
Mythology: Discover the Fascinating 
Stories of the Greek and Roman Deities 

Malcolm Day (author) Literature NoLXL (AD) 

D’Aulaires’ Book of Greek Myths Ingri and Edgar Parin D’Aulaire Literature NoLXL 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
I can use correct grammar and usage when writing or speaking. (L.6.1) 

Supporting Learning Targets Ongoing Assessment 

A I can use my draft to write a final, best version of a literary analysis describing how the theme is 
communicated in the myth, how the theme is communicated in The Lightning Thief, and how the myth 
contributes to the theme in the novel. 

A I can self-assess my end of unit literary analysis against the NYS Writing Rubric. 

A Final literary analysis 

 

Agenda Teaching Notes 

1. Opening 

A. Unpacking Learning Targets (2 minutes) 

2. Work Time  

A. Reading NYS Writing Rubric—Row 4 (10 
minutes)  

B. Writing a Final Draft of a Literary Analysis 
(25 minutes) 

3. Closing and Assessment 

A. Self-Assessing against the NYS Writing 
Rubric (8 minutes) 

4. Homework 

A. The Lightning Thief: How is Percy a Hero? 
Answer the question using evidence from 
the novel to support your ideas. 

A In previous lessons, students have drafted and revised a literary analysis. In this lesson, students write their final, 
best version of their draft and self-assess their final version against the NYS Writing Rubric. They conclude this 
unit by sharing something they are proud of from their work with myths and their practice writing literary 
analyses.  

A If technology is available, students could be given the option to word process their literary analyses.  

A Post: Learning targets, end of unit assessment prompt. 
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Lesson Vocabulary Materials 

self-assessing; control of conventions, 
demonstrates command, 
capitalization, punctuation, error, 
hinder  
 

A NYS Writing Rubric—Row 4 (one per student) 

A The Lightning Thief word catcher (begun in Unit 2, Lesson 1) 

A End of unit assessment prompt (from Lesson 12) 

A The Lightning Thief (book; one per student) 

A Model Literary Analysis: “Connecting Themes in Prometheus and The Lightning Thief (from Lesson 14; one per student)  

A Structure of a Literary Analysis anchor chart (from Lesson 14)  

A Stars and Steps recording form (from Lesson 19; students completed this during Peer Critique) 

A NYS Writing Rubric (Introduced in Lesson 12. One per student - a clean copy for students to use for their self-assessment) 

A Homework: The Lightning Thief: How Is Percy a Hero? (one per student) 

 

Opening Meeting Students’ Needs 

A. Unpacking Learning Target (5 minutes) 
A Invite students to read the learning targets with you: 

* “I can use my draft to write a final, best version of a literary analysis describing how the theme is communicated in the 
myth, how the theme is communicated in The Lightning Thief, and how the myth contributes to the theme in the novel.” 

* “I can self-assess my end of unit literary analysis against the NYS Writing Rubric.” 

A Invite students to Think-Pair-Share: 

* “So now that you have seen the learning target for this lesson, what do you think you will be doing today? Why?” 

A Listen for: “Writing a final, best version of our literary analyses and self-assessing it against the NYS Writing Rubric.” 

* “What does self-assessing mean?” 

A Listen for: “Determining how well we think we have done using the rubric.” 
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Work Time Meeting Students’ Needs 

A. Reading NYS Writing Rubric—Row 4 (10 minutes) 
A Display and distribute NYS Writing Rubric—Row 4. Read the criteria box aloud as students follow along silently. Ask 

students to discuss in triads and then share with the group: 

“Are there any words you don’t recognize that you think you might need to know to figure out what this criteria means?” 

A Discuss words the students highlight as well as the key academic vocabulary below. Ask students to have a quick 30-second 
discussion in their triad, and then cold call groups to share their suggestions: 

* What does control of conventions mean? Well, what are conventions? So what is control of conventions?” 

* “What does demonstrates command mean? If you can command something, what does that mean?” 

* “What are the conventions of standard English grammar?” 

* “What is capitalization?” 

* “What is punctuation?” 

A Remind students to record new vocabulary on their The Lightning Thief word catcher. 

A Invite students to discuss in triads and then share with the group: 

* “So now that you know what the key academic vocabulary means, what does the whole thing mean? How would you 
paraphrase it?” 

A Listen for: “How well grammar, spelling, punctuation, and capitalization have been used.” 

A Invite students to paraphrase this on their own sheet. 

A Remind students that Column 3 is a good literary essay and Column 4 is a great literary essay, and label the columns with 
“Good” and “Great” headings at the top. Invite students to do the same.  

A Read aloud the content of Column 3 as students read along silently. Ask students to discuss in their triads and share: 

* “Are there any words you don’t recognize that you think you might need to know to figure out what this criteria means?” 

A Discuss words the students highlight as well as the key academic vocabulary below. Ask students to have a quick 30-second 
discussion in their triad, and then cold call groups to share their suggestions:  

A When reading the row of the rubric, 
consider using a document camera 
to visually display the document for 
students who struggle with auditory 
processing. 

A Asking students to identify 
challenging vocabulary helps them 
to monitor their understanding of a 
complex text. When students 
annotate the text by circling these 
words, it can also provide a 
formative assessment for the 
teacher. 

A To further support ELLs, consider 
providing definitions of challenging 
vocabulary in students’ home 
language. Resources such as Google 
Translate and bilingual translation 
dictionaries can assist with one-
word translation. 

A ELLs may be unfamiliar with more 
vocabulary words than are 
mentioned in this lesson. Check for 
comprehension of general words 
that most students would know. 
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Work Time (continued) Meeting Students’ Needs 

*  “What does appropriate command of conventions mean?” 

* “What does occasional errors mean?” 

* “What does not hinder comprehension mean?” 

A Remind students to record new vocabulary on their word catcher.  

A Invite students to discuss in their triads and share with the whole group: 

* So now that you know what the key academic vocabulary means, what does the whole thing mean? How would you 
paraphrase it?” 

A Listen for: “There aren’t many grammar mistakes.” 

A Invite students to paraphrase this on their sheet. 

A Invite students to Think-Pair-Share to compare the good and great columns (under numbers 3 and 4): 

* “What is different about these columns?” 

* “What do you have to do to get a ‘great’?” 

A Listen for: “To get a great, there should be very few grammar, punctuation, or spelling mistakes.” 

A Invite triads to discuss what the key words are that make the difference between a literary essay being good and great.  

A Listen for: “Few errors.” 

A Highlight/circle those words on the display copy and invite students to do the same. Remind students that they have focused 
specifically on using sentence variety and correct use of pronouns, so they should focus their revisions there.  
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Work Time (continued) Meeting Students’ Needs 

B. Writing a Final Draft of a Literary Analysis (25 minutes)   

A Give students specific positive praise on actions you have seen them taking as they have thought about, planned, drafted, 
critiqued, and revised. For example: “I have been so pleased to see many of you revising some of your sentences with 
pronouns to make sure they are clear rather than confusing.” Tell them that they are now at the end of the writing process 
and are going to write a final, best version of their literary analysis. 

A Display the end of unit assessment prompt (from Lesson 12): 

* “What is a theme that connects the myth of Cronus and The Lightning Thief? After reading the myth of Cronus and the 
novel The Lightning Thief, write a literary analysis in which you do the following: 

* Summarize the myth and present a theme that connects the myth and the novel. 

* Describe how the theme is communicated in the myth. 

* Describe how the theme is communicated in The Lightning Thief.  

* Explain why myths still matter and why the author may have chosen to include this myth in the novel.  

A Remind students that they can use all their resources as they prepare their final draft:  

* The Lightning Thief 

* Model Literary Analysis: Themes in Prometheus and The Lightning Thief 

* Structure of a Literary Analysis anchor chart  

* Peer critique stars and steps  

* NYS Writing Rubric  

A Remind students that because this is an assessment, they will write their final draft version of their literary analysis 
independently. Ask them to begin.  Circulate to observe. 
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Closing and Assessment Meeting Students’ Needs 

A. Self-Assessing against the NYS Writing Rubric (8 minutes) 
A Distribute a new NYS Writing Rubric for students to use for self-assessing their literary analysis. Invite them to “think like 

the teacher” and to go through each row of the rubric highlighting/underlining where they think their literary analysis fits 
best and underlining parts of their literary analysis that show evidence of the criteria in the rubric.  

A Collect students’ literary analyses, self-assessments, drafts, and peer critique forms.  

A Distribute Homework: The Lightning Thief: How Is Percy a Hero? 

 

 

Homework Meeting Students’ Needs 

A. The Lightning Thief: How is Percy a Hero? Answer the question using evidence from the novel to support your ideas. 

 
Note: Be prepared to return students’ mid-unit assessment mini-essays in Lesson 14. In your scoring, focus on Rows 1 and 2 
of the NYS Writing Rubric, as those are the most important rows in terms of helping students begin to write effectively with 
evidence. Students will be familiar with both of those rows by Lesson 14.  
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What is a theme that connects the myth of Cronus and The Lightning Thief? After reading the myth of Cronus and the novel The 
Lightning Thief, write a literary analysis in which you do the following: 
 
' Summarize the myth and present a theme that connects the myth and the novel 

' Describe how the theme is communicated in the myth 

' Describe how the theme is communicated in The Lightning Thief 

' Explain why myths still matter and why the author may have chosen to include this myth in the novel 
 

You will have the opportunity to discuss the reading and your thinking with your partner before writing independently. 
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CRITERIA  4 
Essays at this level: 

3 
Essays at this level: 

2 
Essays at this level: 

1 
Essays at this level: 

0 
Essays at this level: 

CONTENT AND ANALYSIS: the 

extent to which the essay 

conveys complex ideas and 

information clearly and 

accurately in order to support 

claims in an analysis of topics or 

texts  

7 clearly introduce a topic in a 

manner that is compelling and 

follows logically from the task 

and purpose  

7 demonstrate insightful 

analysis of the text(s)  

7 clearly introduce a topic in a 

manner that follows from the 

task and purpose  

7 demonstrate grade-

appropriate analysis of the 

text(s)  

7 introduce a topic in a manner 

that follows generally from the 

task and purpose  

7 demonstrate a literal 

comprehension of the text(s)  

7 introduce a topic in a manner 

that does not logically follow 

from the task and purpose  

7 demonstrate little 

understanding of the text(s)  

7 demonstrate a lack of 

comprehension of the text(s) 

or task 

COMMAND OF EVIDENCE: the 

extent to which the essay 

presents evidence from the 

provided texts to support 

analysis and reflection 

7 develop the topic with 

relevant, well-chosen facts, 

definitions, concrete details, 

quotations, or other 

information and examples 

from the text(s)  

7 sustain the use of varied, 

relevant evidence  

7 develop the topic with relevant 

facts, definitions, details, 

quotations, or other 

information and examples 

from the text(s)  

7 sustain the use of relevant 

evidence, with some lack of 

variety  

7 partially develop the topic of 

the essay with the use of some 

textual evidence, some of 

which may be irrelevant  

7 use relevant evidence 

inconsistently  

7 demonstrate an attempt to use 

evidence, but only develop 

ideas with minimal, occasional 

evidence which is generally 

invalid or irrelevant 

7 provide no evidence or 

provide evidence that is 

completely irrelevant 
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CRITERIA  4 
Essays at this level: 

3 
Essays at this level: 

2 
Essays at this level: 

1 
Essays at this level: 

0 
Essays at this level: 

COHERENCE, 

ORGANIZATION, AND STYLE: 

the extent to which the essay 

logically organizes complex 

ideas, concepts, and information 

using formal style and precise 

language 

7 exhibit clear organization, 

with the skillful use of 

appropriate and varied 

transitions to create a unified 

whole and enhance meaning  

7 establish and maintain a 

formal style, using grade-

appropriate, stylistically 

sophisticated language and 

domain-specific vocabulary 

with a notable sense of voice  

7 provide a concluding 

statement or section that is 

compelling and follows clearly 

from the topic and 

information presented  

7 exhibit clear organization, 

with the use of appropriate 

transitions to create a unified 

whole  

7 establish and maintain a 

formal style using precise 

language and domain-specific 

vocabulary  

7 provide a concluding 

statement or section that 

follows from the topic and 

information presented  

7 exhibit some attempt at 

organization, with 

inconsistent use of transitions  

7 establish but fail to maintain a 

formal style, with inconsistent 

use of language and domain-

specific vocabulary  

7 provide a concluding 

statement or section that 

follows generally from the 

topic and information 

presented  

7 exhibit little attempt at 

organization, or attempts to 

organize are irrelevant to the 

task  

7 lack a formal style, using 

language that is imprecise or 

inappropriate for the text(s) 

and task  

7 provide a concluding 

statement or section that is 

illogical or unrelated to the 

topic and information 

presented  

7 exhibit no evidence of 

organization  

7 use language that is 

predominantly incoherent or 

copied directly from the 

text(s)  

7 do not provide a concluding 

statement or section  

CONTROL OF CONVENTIONS: 

the extent to which the essay 

demonstrates command of the 

conventions of standard English 

grammar, usage, capitalization, 

punctuation, and spelling 

7 demonstrate grade-

appropriate command of 

conventions, with few errors 

7 demonstrate grade-

appropriate command of 

conventions, with occasional 

errors that do not hinder 

comprehension 

7 demonstrate emerging 

command of conventions, with 

some errors that may hinder 

comprehension 

7 demonstrate a lack of 

command of conventions, with 

frequent errors that hinder 

comprehension 

7 are minimal, making 

assessment of conventions 

unreliable 
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CRITERIA  4 
Essays at this level: 

3 
Essays at this level: 

2 
Essays at this level: 

1 
Essays at this level: 

0 
Essays at this level: 

COHERENCE, 

ORGANIZATION, AND STYLE: 

the extent to which the essay 

logically organizes complex 

ideas, concepts, and information 

using formal style and precise 

language 

7 exhibit clear organization, 

with the skillful use of 

appropriate and varied 

transitions to create a unified 

whole and enhance meaning  

7 establish and maintain a 

formal style, using grade-

appropriate, stylistically 

sophisticated language and 

domain-specific vocabulary 

with a notable sense of voice  

7 provide a concluding 

statement or section that is 

compelling and follows clearly 

from the topic and 

information presented  

7 exhibit clear organization, 

with the use of appropriate 

transitions to create a unified 

whole  

7 establish and maintain a 

formal style using precise 

language and domain-specific 

vocabulary  

7 provide a concluding 

statement or section that 

follows from the topic and 

information presented  

7 exhibit some attempt at 

organization, with 

inconsistent use of transitions  

7 establish but fail to maintain a 

formal style, with inconsistent 

use of language and domain-

specific vocabulary  

7 provide a concluding 

statement or section that 

follows generally from the 

topic and information 

presented  

7 exhibit little attempt at 

organization, or attempts to 

organize are irrelevant to the 

task  

7 lack a formal style, using 

language that is imprecise or 

inappropriate for the text(s) 

and task  

7 provide a concluding 

statement or section that is 

illogical or unrelated to the 

topic and information 

presented  

7 exhibit no evidence of 

organization  

7 use language that is 

predominantly incoherent or 

copied directly from the 

text(s)  

7 do not provide a concluding 

statement or section  

CONTROL OF CONVENTIONS: 

the extent to which the essay 

demonstrates command of the 

conventions of standard English 

grammar, usage, capitalization, 

punctuation, and spelling 

7 demonstrate grade-

appropriate command of 

conventions, with few errors 

7 demonstrate grade-

appropriate command of 

conventions, with occasional 

errors that do not hinder 

comprehension 

7 demonstrate emerging 

command of conventions, with 

some errors that may hinder 

comprehension 

7 demonstrate a lack of 

command of conventions, with 

frequent errors that hinder 

comprehension 

7 are minimal, making 

assessment of conventions 

unreliable 
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Name: 

Date: 

 

CRITERIA  4 
Essays at this level: 

3 
Essays at this level: 

2 
Essays at this level: 

1 
Essays at this level: 

0 
Essays at this level: 

CONTROL OF CONVENTIONS: 

the extent to which the essay 

demonstrates command of the 

conventions of standard English 

grammar, usage, capitalization, 

punctuation, and spelling 

7 demonstrate grade-

appropriate command of 

conventions, with few errors 

7 demonstrate grade-

appropriate command of 

conventions, with occasional 

errors that do not hinder 

comprehension 

7 demonstrate emerging 

command of conventions, with 

some errors that may hinder 

comprehension 

7 demonstrate a lack of 

command of conventions, with 

frequent errors that hinder 

comprehension 

7 are minimal, making 

assessment of conventions 

unreliable 

 
Notes: 
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Name: 

Date: 

 
Answer the question: How is Percy a Hero? Use evidence from the text to support your ideas. 
 
 

How is Percy a Hero? Evidence from The Lightning Thief 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
I can use correct grammar and usage when writing or speaking. (L.6.1)  
a. I can use the proper case of pronouns in my writing. 
b. I can use intensive pronouns (e.g., myself, ourselves). 
c. I can correct inappropriate shifts in pronoun number and person.  
d. I can correct vague pronouns (i.e., ones with unclear or ambiguous antecedents).  
e. Recognize variations from standard English in their own and others’ writing and speaking, and identify and use  
strategies to improve expression in conventional language. 

Supporting Learning Targets Ongoing Assessment 

C I can use feedback from my mid-unit assessment and the NYS Writing Rubric to set goals for myself as a writer.  

C I can create sentences of varied length and structure in order to keep a reader engaged in my writing. 

C Pronoun Sentences 

C Draft Literary Analysis (from Lesson 18) 
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Agenda Teaching Notes 

1. Opening 

A. Continue Drafting Literary Analysis (8 minutes) 

B. Unpacking Learning Targets (2 minutes) 

2.  Work Time  

A. Peer Critique: Draft Literary Analysis (15 minutes) 

B. Language Mini-Lesson: Pronouns (15 minutes) 

3. Closing and Assessment 

A. Begin Revising Draft Literary Analysis Based on Stars 
and Steps (5 minutes) 

4. Homework 

A. Based on your “stars” and “steps,” continue revising 
your literary analysis. 

C The beginning of this lesson gives students time to finish drafting their literary analysis.  

C Students who completed their drafts will use this time to reread and revise their writing. Based on your 
review of drafts, consider using this time to pull a small group of students who may need targeted 
support.  

C In Lesson 14, students wrote individual Stars and Steps for their writing on index cards based on the 
feedback from their mid-unit assessment.  

C In this lesson, students continue to develop and add to these stars and steps by adding stars and steps 
suggested by a partner after a peer critique (based on two rows of the NYS Writing Rubric).  

C As a class, students also add a writing “step” about the use of pronouns after a writing mini-lesson on 
pronouns. Students then use these new steps to further revise their draft literary analyses.  

C The mini-lesson will require reinforcement throughout the year.  

C In advance: Prepare a chart with the Peer Critique Guidelines, or a copy of the guidelines for students 
to keep in their folders; also prepare the Pronouns anchor chart (see supporting materials). 

C Post: Learning targets, end of unit assessment prompt. 
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Lesson Vocabulary Materials 

peer critique, pronoun 
 

C End of unit assessment prompt (from Lesson 12) 

C Students’ draft literary analyses (collected in Lesson 18) 

C Peer Critique Guidelines (for Teacher Reference; to post) 

C NYS Writing Rubric (from Lesson 12; one for display and one per student) 

C Stars and Steps recording form (one per student) 

C Students’ Stars and Steps index cards (from Lesson 14; students’ own completed cards) 

C Pronouns anchor chart (new; teacher-created) 

C Pronouns anchor chart (example for Teacher Reference) 

C Pronoun Sentences (one per student) 

C Sticky notes (four per triad) 

 

Opening Meeting Students’ Needs 

A. Continue Drafting Literary Analysis (8 minutes) 
C Distribute students’ draft literary analyses (from Lesson 18). Briefly review the prompt for the assessment with 

students in order to reorient them with their writing. Tell students they will have the first several minutes of class to wrap up 
any writing they did not complete in the previous lesson. Students who completed their drafts should reread it to themselves 
to make sure it makes sense.  

C Suggest to students that they read their essay aloud quietly to catch errors in ideas or grammar.  

C While students work, consider pulling student who had difficulty making progress in their writing during in Lesson 18. This 
time can be spent addressing individual needs, and allowing students to orally “rehearse” their writing before trying again. 
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Opening Meeting Students’ Needs 

B. Unpacking Learning Target (5 minutes) 
C Refocus students whole group. Invite students to read the learning targets with you: 

* “I can use the NYS Writing Rubric to provide kind, specific, and helpful feedback to my peers.” 

* “I can use the proper case of pronouns and improve the use of pronouns in my literary analysis.” 

C Invite students to Think-Pair-Share: 

* “What does peer critique mean?” 

* “Why is peer critiquing useful?” 

C Listen for: “Peer critique means to look at someone else’s work and give them feedback that will help them to improve their 
writing.” Clarify as needed.  

* “So now that you have seen the learning targets for this lesson, what do you think you will be doing today? Why?” 

C Listen for: “Reading other literary analyses and providing feedback and improving the pronouns in our literary analyses.” 

* “What is a pronoun? Can you give me any examples?” 

C Listen for: “Pronouns are the words that take the place of nouns in a sentence. Examples include ‘my,’ ‘us,’ and ‘your.’” 

C Tell students that later in the lesson, they will work on pronouns more. 

C Posting learning targets for students 
allows them to reference them 
throughout the lesson to check their 
understanding. The learning targets 
also provide a reminder to students 
and teachers about the intended 
learning behind a given lesson or 
activity. 

C Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary 
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Work Time Meeting Students’ Needs 

A. Peer Critique: Draft Literary Analyses (15 minutes)  
C Explain that peer critiquing must be done very carefully because we want to be helpful to our peers so they can use our suggestions to 

improve their work. We don’t want to make them feel bad. Post the Peer Critique Guidelines: 

1. Be Kind: Always treat others with dignity and respect. This means we never use words that are hurtful, including sarcasm. 

2. Be Specific: Focus on particular strengths and weaknesses, rather than making general comments like “It’s good” or “I like it.” 
Provide insight into why it is good or what, specifically, you like about it. 

3. Be Helpful: The goal is to positively contribute to the individual or the group, not to simply be heard. Echoing the thoughts of others 
or cleverly pointing out details that are irrelevant wastes time. 

4. Participate: Peer critique is a process to support each other, and your feedback is valued! 

C Display the NYS Writing Rubric and ask students to refer to their own copies. 

C Focus students on the second row, Command of Evidence. In Column 3, highlight/underline this section: “Develop the topic with 
relevant facts, definitions, details, quotations, or other information and examples from the text(s).” 

C Focus students on the third row, Coherence, Organization and Style. In Column 3 highlight/underline this section: “Exhibit clear 
organization, with the use of appropriate transitions to create a unified whole.” 

C Invite students to read each of these sections of the rubric aloud with you. Tell them that during the peer critique time they will be 
focusing on these two specific elements of the literary analysis.  

C Emphasize that their job is to make sure that their peers’ use of evidence and organization is strong. Distinguish peer critique from 
proofreading. It is fine if they catch errors in each other’s work. But the goal is to make the thinking in the writing as strong as possible.  

C Tell students that they will present feedback in the form of stars and steps. Remind them that they did something similar for 
themselves in Lesson 14. Today, they will give two “stars” (one related to Row 2 of the NYS rubric, one related to Row 3), and two 
“steps” (one related to Row 2 and one related to Row 3).  

C Briefly model how to give two “kind, specific, helpful” stars. Be sure to connect your comments directly to each row of the rubric. For 
example: “You have used details from both the myth of Cronus and The Lightning Thief to support your claims, and you used the word 
‘Finally’ to begin your conclusion, which is a good transitional word.” 

* Repeat, briefly modeling how to give two “kind, specific, helpful” steps. For example: “Can you find a detail from Cronus to support 
that claim? Can you add a transitional word at the beginning of this paragraph to make the paragraphs flow smoothly into each 
other?” 

C Set up peer critiquing 
very carefully to ensure 
students feel safe giving 
and receiving feedback. 
Students must be given a 
set of clear guidelines for 
behavior, and they need 
to see the teacher model 
how to do it successfully. 
Asking students to 
provide feedback to their 
peers based on explicit 
criteria benefits both 
students in clarifying 
what a strong piece of 
writing should look like. 
Students can learn from 
both the strengths and 
weaknesses that they 
notice in the work of 
peers.  
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Work Time (continued) Meeting Students’ Needs 

C Emphasize that it is especially important to be kind when giving steps. Asking a question of the writer is often a good way to do this. “I 
wonder if …?” “Have you thought about …?” 

C Distribute the Stars and Steps recording form. Explain that today, students will record the stars and steps for their partner on this 
sheet so that their partner can remember the feedback he or she receives. They are to write the name of their partner at the top of their 
paper. 

C Pair up students. Invite pairs to swap essays and to spend 3 minutes reading them in silence. 

C Ask students to record stars and steps for their partner on the recording form. This form is designed to help them remember the 
feedback they want to give to their partner from the peer critique. Circulate to assist students who may struggle with recording their 
feedback. 

C Ask students to return the essay and Stars and Steps recording form to their partner and to explain the stars and steps they recorded 
for their partner. Invite students to question their partner where they don’t understand the stars and steps they have been given. 

C Distribute students’ individual Stars and Steps index cards from Lesson 14. Tell students now that they have new stars and steps 
from the peer critique, they will use them to add some new stars and steps to their  
index cards. 

C Invite students to add the stars and steps suggested by their partner to their index card. 

 

B. Language Mini-Lesson: Pronouns (15 minutes) 

C Tell students that from what you have seen of their drafts as you have been circulating while they work, you have noticed that a group 
step about the use of pronouns would help them to improve their writing because the use of pronouns has made some of their writing 
unclear.  

C Ask students to Think-Pair-Share: 

* “So what is a pronoun?” 

C Listen for: “Pronouns are the words that take the place of nouns in a sentence.” 

C Post the new Pronouns anchor chart. Explain that there are more kinds of pronouns, but for today they are focusing on the five 
listed on the anchor chart. Read the description and the example of each of pronoun: 

C Anchor charts serve as 
note-catchers when the 
class is co-constructing 
ideas. 

C Many students will 
benefit from having the 
time available for this 
activity displayed via a 
visible timer or 
stopwatch. 
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Work Time (continued) Meeting Students’ Needs 

* Personal: Takes the place of a specific or named person or thing. Ex: “He ate the cake.” 

* Demonstrative: Points out a specific person, place, or thing. Ex: “This is where Jack lives.” 

* Reflexive: Refers back to the subject of the sentence and always ends in “self” or “selves.” Ex: “I saw myself in the mirror.” 

* Intensive: Like the reflexive, but adds emphasis to a noun or pronoun. The intensive pronoun can be removed and the sentence will 
still make sense. Ex: “I did it myself.” 

* Possessive: Refers to a specific person/people or thing/things belonging to someone/something. Ex: “Jake found his, but Emily 
could not find hers.” 

C Emphasize the difference between the reflexive and intensive pronouns using the examples. The important thing for them to remember 
is that with an intensive pronoun, the intensive pronoun can be removed and the sentence will still make sense. 

C Allocate a category of pronoun to each triad. Distribute Pronoun Sentences and sticky notes to triads. Point out the steps at the 
beginning of Pronoun Sentences: 

1.  Look at the first sentence. 

2.  Discuss with your triad which is the pronoun. 

3.  Underline the pronoun. 

4.  Repeat with all of the sentences. 

5.  Determine which of the pronouns are in the category you have been allocated. 

6.  Write these examples of pronouns in your category on sticky notes. 

C Invite triads to present their suggestions and to post their sticky notes in the column they have been allocated. 

C Identify those that haven’t been placed correctly and discuss them to ensure students understand why they are not correct. 

C Write this sentence on the board: “Tim told his brother he was working too hard.” Invite students to discuss in triads and share with 
the whole group:  

* “What are the pronouns in this sentence? What kind of pronouns are they?” 

C Some triads may benefit 
from being given a 
shorter selection of 
sentences to work 
through. 
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Work Time (continued) Meeting Students’ Needs 

C Underline “his” and “he.” “His” is a possessive pronoun; “he” is a personal pronoun. Invite students to discuss in triads and share with 
the whole group: 

* “What is confusing about the use of pronouns in this sentence?” 

C Listen for: “We don’t know whether the pronoun ‘he’ is about Tim or about Tim’s brother.” 

* “So the use of the pronoun has made the sentence vague and difficult to understand. Let’s say the ‘he’ is about Tim’s brother. How 
could we improve the sentence to make it clear?”  

C Listen for an example such as: “Tim’s brother was working too hard, so Tim told him so.”  

C Write this sentence on the board: “Take the key out of the lock and fix it.” Invite students to discuss in triads and share with the whole 
group:  

* “What are the pronouns in this sentence? What kinds of pronouns are they?” 

C Underline “it.” Explain that “it” is a personal pronoun in this sentence. Invite students to discuss in triads and share with the whole 
group: 

* “What is unclear about the use of pronouns in this sentence?” 

C Listen for: “We don’t know whether it means to fix the key or fix the lock.” 

* “So the use of the pronoun has made the sentence vague and difficult to understand. Let’s say the ‘it’ is about the key. How could we 
improve the sentence to make it clear?”  

C Listen for: “Take the key out of the lock and fix the lock.” 

C Post the group “step” you have after looking at some of the draft literary analyses: “Improve the use of pronouns to make the meaning 
of sentences more precise and clear.” 

C Invite students to record this step on their Stars and Steps index cards. 
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Closing and Assessment Meeting Students’ Needs 

A. Begin Revising Draft Literary Analysis Based on Stars and Steps (5 minutes) 
C Be sure students have their texts, The Lightning Thief. 

C Invite students to begin to revise their draft essays based on the new stars and steps recorded on their index cards. Tell them 
that that they will continue revising for homework. 

C Consider allowing select students to 
work in partnerships as they revise 
their paragraph. Being able to talk 
about writing before actually writing 
is an important scaffold for many 
students.  

 

Homework Meeting Students’ Needs 

A. Based on your “stars” and “steps,” continue revising your literary analysis.  
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1. Be Kind: Always treat others with dignity and respect. This means we never use words that are hurtful, including sarcasm. 
 
2. Be Specific: Focus on particular strengths and weaknesses, rather than making general comments like “It’s good” or “I like 
it.” Provide insight into why it is good or what, specifically, you like about it. 
 
3. Be Helpful: The goal is to positively contribute to the individual or the group, not to simply be heard. Echoing the thoughts 
of others or cleverly pointing out details that are irrelevant wastes time. 
 
4. Participate: Peer critique is a process to support each other, and your feedback is valued! 
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Name: 

Date: 

 
“Develop the topic with relevant facts, definitions, details, quotations, or other information and examples from the text(s).” 
 

 
Star: 

 

 

 

 
Step: 

 

 

 
 
 
“Exhibit clear organization, with the use of appropriate transitions to create a unified whole.” 
 

 
Star: 

 

 

 

 
Step: 
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Personal  Demonstrative Reflexive Intensive Possessive 

Takes the place of a 
specific or named 
person or thing 
 
 
Ex: “He ate the cake.” 
 
 

Points out a specific 
person, place, or thing 
 
 
 
Ex: “This is where 
Jack lives.” 
 
 

Refers back to the 
subject of the sentence 
and always ends in 
“self” or “selves” 
 
Ex: “I saw myself in 
the mirror.” 
 
 

Like the reflexive, but 
adds emphasis to a 
noun or pronoun. The 
intensive pronoun can 
be removed and the 
sentence will still 
make sense. 
 
Ex: “I did it myself.” 
 
 

Refers to a specific 
person/people or 
thing/things belonging 
to someone/ 
something 
 
Ex: “Jake found his, 
but Emily could not 
find hers.” 
 
 

Name: 

Date: 
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Personal  Demonstrative Reflexive Intensive Possessive 

Takes the place of a 
specific or named 
person or thing 
 
 
Ex: “He ate the cake.” 
 
you, she, he, him, 
her, yours, his, 
hers, theirs 

Points out a specific 
person, place, or thing 
 
 
 
Ex: “This is where 
Jack lives.” 
 
this, that, these, 
those 

Refers back to the 
subject of the sentence 
and always ends in 
“self” or “selves” 
 
Ex: “I saw myself in 
the mirror.” 
 
myself, himself, 
herself, yourself 
ourselves, 
yourselves 

Like the reflexive, but 
adds emphasis to a 
noun or pronoun. The 
intensive pronoun can 
be removed and the 
sentence will still 
make sense. 
 
Ex: “I did it myself.” 
 
myself, yourself, 
herself, ourselves, 
themselves 

Refers to a specific 
person/people or 
thing/things belonging 
to someone/ 
something 
 
Ex: “Jake found his, 
but Emily could not 
find hers.” 
 
mine, yours, his, 
hers, ours, yours, 
theirs 

Name: 

Date: 
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Name: 

Date: 

 
1.  Look at the first sentence. 
2.  Discuss with your triad which is the pronoun. 
3.  Underline the pronoun. 
4.  Repeat with all of the sentences. 
5.  Determine which of the pronouns are in the category you have been allocated. 
6.  Write these examples of pronouns in your category on sticky notes. 
 
 
1. She studies every single night and never watches TV or plays video games. 
 
 
2. I made myself a sandwich. 
 
 
3. That costs way too much money for something so small. 
 
 
4. The biggest cup is mine. 
 
 
5. She made the cake all by herself without any help. 
 
 
6. Do you think the engineer can repair it or not? 
 
 
7. I looked at it myself. 
 
 
8. I suppose I will have to do it myself. 
 
 
9. Do you need to borrow a pencil? 
 
 
10. That book is his, not hers. 
 
 
11. I looked everywhere for your key. I found your mom’s, but I couldn’t find yours. 
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12. These look absolutely perfect. 
 
 
13. They are going to pick it up themselves. 
 
 
14. Here is your car. Ours is over there where we left it. 
 
 
15. Did you build that all by yourselves? 
 
 
16. Have you seen this? 
 
 
17. Cara found her book, but Russell couldn’t find his. 
 
 
18. They moved all of the heavy boxes all by themselves. 
 
 
19. She made it herself. 
 
 
20. Those are not the right ones. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 

Supporting Learning Targets Ongoing Assessment 

@ I can use my plans to draft a literary analysis describing how a theme is communicated in the myth and 
in The Lightning Thief, and how mythology is important today. 

@ Draft Literary Analysis 

 

Agenda Teaching Notes 

1. Opening 

A. Engaging the Reader: The Lightning Thief—Interpreting Percy’s 
Prophecy (5 minutes) 

B. Unpacking Learning Targets (2 minutes) 

2. Work Time 

A. Preparing to Draft: Review End of Unit Assessment Prompt, Model 
Essay, and Structure of a Literary Analysis Anchor Chart (10 minutes) 

B. Drafting Literary Analysis (25 minutes) 

3. Closing and Assessment 

A. Debrief: How Did You Use Your “Stars and Steps” to Improve Your 
Writing? (3 minutes) 

4. Homework  

A. Reread the model essay and the NYS Writing Rubric. Think about how 
to improve your own draft essay.  

@ In Lessons 14–17, students have planned their literary analysis for the end of unit 
assessment. In this lesson, students begin to draft their literary analysis, which is 
their end of unit assessment. This draft, however, is not formally assessed. The 
official “assessment” happens in Lesson 20, when students polish and submit their 
essay. They may use all their resources: their completed graphic organizers (from 
Lessons 14–17), the model essay, the Structure of a Literary Analysis anchor chart, 
and the key criteria on the NYS Writing Rubric. 

@ In the Opening of this lesson, students share their ideas about Percy’s Prophecy in an 
Inner Circle/Outer Circle. This gives students the opportunity to hear the ideas of 
other students in order to deepen their understanding of the prophecy. Review Part 
A of the Opening to envision how this works. 

@ Review: Concentric Circles protocol (Appendix 1). 

@ In advance: Post the learning targets and the end of unit assessment prompt. 
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Lesson Vocabulary Materials 

draft; domain-specific vocabulary 
 

@ End of unit assessment prompt (from Lesson 12) 

@ The Lightning Thief (one per student) 

@ Model Literary Analysis: “Connecting Themes in Prometheus and The Lightning Thief” (from Lesson 16; one per student) 

@ Structure of a Literary Analysis anchor chart (from Lesson 14)  

@ Stars and Steps index cards (completed by students in Lesson 14) 

@ NYS Writing Rubric (from Lesson 12; one per student) 

@ Equity sticks 
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Opening Meeting Students’ Needs 

A. Engaging the Reader: The Lightning Thief—Interpreting Percy’s Prophecy (5 minutes)  
@ Be sure students have their texts, The Lightning Thief. 

@ Remind students of the homework: Interpreting Percy’s Prophecy. Tell them that now they are going to do an activity called 
Inner Circle/Outer Circle:  

1. Divide the group in half. 

2. Invite students to take their homework papers and one half of the group to get into a circle with the other half of the group 
forming a circle around them.  

3. The inner circle students face out, and the inner circle ones face in.  

4. Tell students on the inner circle to share their interpretation of Percy’s prophecy now that they have finished the book, with 
the person facing them in the outer circle.  

5. Then the students in the outer circle do the same with the person facing them in the inner circle.  

6. Invite the inner circle to move to the left and share their ideas about Percy’s prophecy with the next person.  

7. Repeat so that students share their ideas about the prophecy with two people. 

@ Use of protocols (like Inner 
Circle/Outer Circle) allows for total 
participation of students. It 
encourages critical thinking, 
collaboration, and social 
construction of knowledge. It also 
helps students to practice their 
speaking and listening skills. 

@ Posting learning targets for students 
allows them to reference them 
throughout the lesson to check their 
understanding. The learning targets 
also provide a reminder to students 
and teachers about the intended 
learning behind a given lesson or 
activity. 

B. Unpacking Learning Target (5 minutes) 
@ Invite students to read the learning targets with you: 
* “I can use my plans to draft a literary analysis describing how a theme is communicated in the myth and in The Lightning 

Thief, and how mythology is important today.” 

@ Invite students to Think-Pair-Share: 
* “So now that you have seen the learning targets for this lesson, what do you think you will be doing today? Why?” 

@ Listen for: “Writing the draft of our literary essay.” 
@ Ask: 
* “What is a draft?” 

@ Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 

@ build academic vocabulary. 
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Work Time Meeting Students’ Needs 

A. Preparing to Draft: Review End of Unit Assessment Prompt, Model Essay, and Structure of a Literary 
Analysis Anchor Chart (8 minutes) 
@ Congratulate students on their excellent thinking in determining the theme of the myth of Cronus and connecting it to a 

theme in The Lightning Thief in order to deepen their understanding of the novel and the choices Rick Riordan made. Tell 
them that now they are will put those plans into writing as they draft their literary analysis. 

@ Display the end of unit assessment prompt and invite students to read along with you:  

* “What is a theme that connects the myth of Cronus and The Lightning Thief? After reading the myth of Cronus and the 
novel The Lightning Thief, write a literary analysis in which you do the following:  

@ Summarize the myth and present a theme that connects the myth and the novel 

@ Describe how the theme is communicated in the myth 

@ Describe how the theme is communicated in The Lightning Thief 

@ Explain why myths still matter and why the author may have chosen to include this myth in the novel 

* You will have the opportunity to discuss the reading and your thinking with your partner before writing 
independently.” 

@ Remind students that in addition to the plans they made in Lessons 14-17, they also have the Model Literary Analysis:  
“Connecting Themes in Prometheus and The Lightning Thief” (from Lesson 16; one per student) and the Structure 
of a Literary Analysis anchor chart to refer to as they write their drafts. Invite a student volunteer to read the introductory 
paragraph of the Model Literary Analysis: Themes in Prometheus and The Lightning Thief. Refer students to the structural 
analysis of the introductory paragraph on the Structure of a Literary Analysis anchor chart. 

@ Repeat with each paragraph of the model.Remind them to refer to the Structure of Literary Analysis anchor chart to make 
sure they have all the information they need to write the same kind of introductory paragraph for their essay.  

@ Ten minutes may be enough time for all students to complete their plans for their introduction. Students should complete 
planners for homework. 

@ Providing models of expected work 
supports all learners but especially 
supports challenged learners. 

 

���



 

 

GRADE 6: MODULE 1: UNIT 2: LESSON 18 
Launching the End of Unit Assessment:  

Drafting Literary Analysis 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to 
Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  6���6:M1:U2:L18  6  June 2013  6��6 
 

 

Work Time (continued) Meeting Students’ Needs 

B. Writing: Drafting Essay (27 minutes) 

@ Distribute the student Stars and Steps index cards from Lesson 14. Invite students to take a minute to read their goals to 
remind themselves of what they need to work on when writing their drafts in this lesson.  

@ Remind students that this is their first draft of their end of unit assessment, so they will work independently. (In the next 
lesson, they will give and receive feedback on their drafts).  

@ Remind them to refer to their resources, all of which will help them to write a successful essay: 

* End of unit assessment prompt 

* the plans they have made on graphic organizers (from Lesson 14 onward) 

* the Model Literary Analysis: “Connecting Themes in Prometheus and The Lightning Thief” 

* the Structure of a Literary Analysis anchor chart 

* their Stars and Steps index cards 

* the NYS Writing Rubric.  

@ Give students time to write their drafts. 

@ If students finish early, invite them to focus on Rows 1 and 2 of the NYS Writing Rubric to improve their drafts. 

 

 

���



 

 

GRADE 6: MODULE 1: UNIT 2: LESSON 18 
Launching the End of Unit Assessment:  

Drafting Literary Analysis 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to 
Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  6���6:M1:U2:L18  6  June 2013  6��7 
 

 

 

Closing and Assessment Meeting Students’ Needs 

A. Debrief: How Did You Use Your “Stars and Steps” to Improve Your Writing? (3 minutes)  
@ Focus students whole group. Remind them that before drafting the literary analysis, they reflected on their “stars and steps” 

from their mid-unit assessment. Ask:  

* “How did you use your ‘stars’ and ‘steps’ to improve your writing?” 

@ Invite students to discuss this briefly with a partner next to them, showing evidence in their drafts. Then, using equity 
sticks, or another total participation technique, invite several whole class shares.  

@ Collect students’ draft writing to informally assess (see teaching note below). 

@ Allowing students time to talk about 
their writing with a peer promotes 
language acquisition for ELL 
students, as well as constructed 
knowledge for all students.  

 

 

Homework Meeting Students’ Needs 

A. Reread the model essay and the NYS Writing Rubric. Think about how to improve your own draft essay.  

 

Note: Before Lesson 19, skim students’ drafts to identify any patterns. Focus in particular on identifying students who may 
have had significant difficult in getting started. During Lesson 19, there is time allocated to provide targeted support to a 
small group as needed.  
 
Look at the independent reading list and prepare some of the titles for students to look at in Unit 3, Lesson 1. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
I can use evidence from a variety of grade-appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

C I can plan the introduction of my literary analysis.  

C I can plan the conclusion of my literary analysis. 

C Introduction Paragraph graphic organizer 

C Conclusion Paragraph graphic organizer 

 

Agenda Teaching Notes 

1. Opening 

A. Sharing Theme Graphic Organizers: The Lightning 
Thief (5 minutes) 

B. Unpacking Learning Targets (2 minutes) 

2. Work Time 

A. Planning an Introduction Paragraph (10 minutes)  

B. Planning a Concluding Paragraph (10 minutes) 

C. Reading NYS Writing Rubric—Row 3 (10 minutes)  

3. Closing and Assessment 

A. A. Evidence-Based Charades: Celebration of 
Finishing the Book (8 minutes)  

4. Homework 

A.  Interpreting the meaning of the Percy’s prophecy: 
Text-Dependent Questions  

B. Complete planning for introduction and conclusion 
paragraphs 

C In this lesson, students plan the introductory and concluding paragraphs of their literary analysis essay 
using graphic organizers. First, they revisit the model and the Structure of a Literary Analysis anchor 
chart to get a firm grounding in what their introductory paragraph and conclusion should look like. 

C Students’ understanding about structure is deepened in this lesson when they return to the NYS rubric 
to read Row 3, which is about structure and organization. 
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Lesson Vocabulary Materials 

coherence, organization, style, precise, 
transitions, skillful, varied, unified 
whole, enhance 
 

C The Lightning Thief (book; one per student) 

C Students’ completed Theme graphic organizers: The Lightning Thief (from Lesson 16) 

C Model Literary Analysis: Connecting Theme in Prometheus and The Lightning Thief (from Lesson 16) 

C Structure of a Literary Analysis anchor chart (from Lesson 16) 

C Introduction Paragraph graphic organizer (one per student) 

C Conclusion Paragraph graphic organizer (one per student) 

C NYS Writing Rubric—Row 3 (one per student) 

C The Lightning Thief word catcher (begun in Unit 2, Lesson 1) 

C Homework: Interpreting the Prophecy (one per student) 
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Opening Meeting Students’ Needs 

A. Sharing Theme Graphic Organizers: The Lightning Thief (5 minutes)  
C Be sure students have their texts, The Lightning Thief. Invite students to sit with their triads. Ask them to use the first five 

minutes of class to take turns sharing their Theme graphic organizers: The Lightning Thief (from Lesson 16).  

C Encourage students to share, and get feedback, on each part of their organizer including claim, details, and thinking about 
details.  

C Consider posting questions that students can use to guide their discussion:  

* “How does this detail connect with the theme?” 

* “How do your details connect with each other?” 

* “Were there other details from the book that you chose not to use?” 

 

B. Unpacking Learning Target (5 minutes) 
C Invite students to read the learning targets with you: 
* “I can plan the introduction of my literary analysis.” 

* “I can plan the conclusion of my literary analysis.”  

C Invite students to Think-Pair-Share: 
* “How are introductions and conclusions similar types of writing?” 

C Listen for responses, or guide students toward responses, such as: “They are both writing about the whole essay in some 
way,” or “They are both ‘big idea’ writing, not about details.” 

C Again, invite students Think-Pair-Share: 
* “How are introductions and conclusions different?” 

C Listen for responses such as: “The introduction should get the reader interested in the topic, while the conclusion should 
wrap up the essay in some way.” 

C Posting learning targets for students 
allows them to reference them 
throughout the lesson to check their 
understanding. The learning targets 
also provide a reminder to students 
and teachers about the intended 
learning behind a given lesson or 
activity. 

C Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 
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Work Time Meeting Students’ Needs 

A. Planning an Introduction Paragraph (10 minutes) 
C Display the Model Literary Analysis: “Connecting Theme in Prometheus and The Lightning Thief. (from 

Lesson 16)” Tell students now that they have determined a theme, they are going to plan an introductory paragraph for a 
literary analysis about the myth of Cronus. 

C Invite students to read along silently as you read the introductory paragraph of the Model Literary Analysis. 

C Display the Structure of a Literary Analysis anchor chart from Lesson 16. Remind students that this is an example of 
one essay, and that other kinds of essays may have different structures, but this is the kind of essay they will write for the end 
of unit assessment.  

C Ask students to zoom in on the structure of the introductory paragraph. Remind them that the introduction paragraph does 
two things: 

* Provides a one-sentence summary of the myth. 

* Presents a theme that is in both the myth and The Lightning Thief.  

C Distribute the Introduction Paragraph graphic organizer.  

C Invite students to pair up with another student to plan their introductory paragraph on the graphic organizer. Remind 
students to discuss their ideas before writing and to refer to the Structure of a Literary Analysis anchor chart. 

C Circulate to assist students in planning their introductory paragraphs. Ask: 

* “How can you begin the paragraph?” 

* “How did the author begin the model literary analysis? What is it important for the reader to know right at the beginning? 
Why?” 

* “What did you determine is the theme of your myth?” 

* “How does this theme connect with a theme in The Lightning Thief?” 

C Invite students to get into discussion triads to compare their planning for the introductory paragraph.  

C Remind them to refer to the Structure of Literary Analysis anchor chart to make sure they have all the information they need 
to write the same kind of introductory paragraph for their essay.  

C Ten minutes may be enough time for all students to complete their plans for their introduction. Students should complete 
planners for homework. 

C Providing models of expected work 
supports all learners but especially 
supports challenged learners. 

C Allowing students to discuss their 
thinking with their peers before 
writing helps to scaffold student 
comprehension as well as assist in 
language acquisition for ELLs. 

C Consider placing students in 
homogenous pairs and provide 
more specific, direct support to 
students who need it most. 
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Work Time (continued) Meeting Students’ Needs 

B. Planning a Concluding Paragraph (10 minutes)  

C Tell students that they are also going to take time today to begin to plan their conclusion for the essay. Invite students to 
Think-Pair-Share: 

* “In this type of an essay, how are introductions and conclusions similar?” 

C Listen for responses, or guide students toward responses, such as: “They are both writing about the whole essay in some 
way,” or “They are both ‘big idea’ writing, not about details.” 

C Again, invite students to Think-Pair-Share: 

* “How are introductions and conclusions different?” 

C Listen for responses such as: “The introduction should get the reader interested in the topic, while the conclusion should 
wrap up the essay in some way.”  

C Invite students to Think-Pair-Share: 

* “So how did what we just did as writers when we planned our introductory paragraphs relate to what we are going to do 
now in planning our conclusions?”  

C Listen for students to explain that, as with the introductory paragraph, they will be writing about the essay as a whole, but 
now they are going to wrap it up. 

C Display and read aloud the concluding paragraph of the Model Literary Analysis: Themes in Prometheus and The Lightning 
Thief. 

C Distribute the Conclusion Paragraph graphic organizer. 

C Direct the class’s attention back to the Structure of a Literary Analysis anchor chart: 

* “Conclusion: Explains how mythology is important today, and why the author of the novel may have chosen to include the 
myth.” 

C Invite pairs to discuss: 

* “So how is mythology important today? The model has given you one idea, but what other ideas do you have?” 

C Invite students to record an idea of why mythology is important on their Concluding Paragraph graphic organizer. 
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Work Time (continued) Meeting Students’ Needs 

C Invite pairs to discuss: 

* “What can you learn from your expert group myth?” 

C Invite students to record their ideas in the next box on their Concluding Paragraph graphic organizer. 

C Invite pairs to discuss: 

* “Why do you think Rick Riordan included your expert group myth in The Lightning Thief?” 

C Invite students to record their ideas in the next box on their Concluding Paragraph graphic organizer. 

C Ten minutes may be enough time for all students to complete their plans for their conclusion. Students should complete the 
planners for homework. 
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Work Time (continued) Meeting Students’ Needs 

C. Reading NYS Writing Rubric—Row 3 (10 minutes)  

C Remind students that when they are writing their end of unit assessment, one of the tools they can use to guide them in 
making sure they write a “great” essay is the NYS Writing Rubric.  

C Display and distribute NYS Writing Rubric—Row 3. Read the criteria box aloud as students follow along silently. Ask 
students to discuss in triads, highlighting/circling unfamiliar words: 

* “Are there any words you don’t recognize that you think you might need to know to figure out what this criteria means?” 

C Discuss words the students highlight as well as the key academic vocabulary below.  

C Ask students: 

* “What does organization mean? There are a couple of meanings of the word organization. An organization might be some 
kind of company, but we are talking about the organization of writing. The first part of the word is organize—what does 
that mean? So what do you think organization might mean?” 

C Cold call students for their responses, and clarify meanings as necessary. 

C Remind students to add new vocabulary to their The Lightning Thief word catcher (begun in Unit 2, Lesson 1). 

C Invite students to discuss in triads, then cold call a couple of triads to share with the whole group: 

* “So now you know what the key academic vocabulary means, how would you paraphrase this phrase?” 

C Listen for, “How the ideas and information in the essay are organized and how precise the language is.” 

C Invite students to paraphrase on their sheets. 

C Focus students on Column 3, the “good” column, point out that there are three sections. They will work with each part 
separately to make sure they understand all the parts. Remind students that Column 3 is a good literary essay and Column 4 
is a great literary essay. Label the columns with “Good” and “Great” headings at the top. Invite students to do the same. 

C Still focusing on Column 3, read the first chunk aloud as students follow along silently. Ask students to discuss in their triads 
and highlight/circle unfamiliar words: 

* “Are there any words you don’t recognize that you think you might need to know to figure out what this criteria means?” 

C Discuss words the students highlight as well as the key academic vocabulary below. Focus students on one phrase. Ask: 

“What does with the skillful use of appropriate and varied transitions mean?” Remind students of their use of the words 

C When reading the row of the rubric, 
consider using a document camera 
to visually display the document for 
students who struggle with auditory 
processing. 

C Asking students to identify 
challenging vocabulary helps them 
to monitor their understanding of a 
complex text. When students 
annotate the text by circling these 
words, it can also provide a 
formative assessment for the 
teacher. 

C To further support ELLs, consider 
providing definitions of challenging 
vocabulary in students’ home 
language. Resources such as Google 
Translate and bilingual translation 
dictionaries can assist with one-
word translation. 
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Work Time (continued) Meeting Students’ Needs 

C Cold call students to share; clarify as needed.  

C Remind students to record new vocabulary on their word catchers. Invite students to discuss in their triads and share with 
the whole group: 

* “So now that you know what the key academic vocabulary means, how would you paraphrase it?” 

C Listen for: “Transitions between ideas and information make it easier to understand.” Invite students to paraphrase on their 
sheets. 

C Focus the class on the second chunk in Column 3. Ask: 

* “What is domain-specific vocabulary?” 

C Cold call students to share; clarify as needed.  

C Invite students to discuss in their triads and share with the whole group: 

* “So now that you know what the key academic vocabulary means, how would you paraphrase it?” 

C Listen for: “The style is formal, and there is sophisticated vocabulary specific to the topic.” Invite students to paraphrase on 
their sheets. 

C Focus students on the third and final chunk of Column 3, and ask: 

* “What is a concluding statement? What is a statement? So what is a concluding statement?” 

C Point out that they just spent some time planning their own concluding statement.  

C Remind students to record new vocabulary on their word catchers.  

C Invite students to discuss in their triads: 

* “So now that you know what the key academic vocabulary means, how would you paraphrase it?” 

C Listen for: “There is an interesting conclusion.” Invite students to paraphrase on their sheet. 

C Remind them that the rubric is complicated: They will keep working to understand it all year as they continue to develop as 
writers. 

C ELLs may be unfamiliar with more 
vocabulary words than are 
mentioned in this lesson. Check for 
comprehension of general words 
that most students would know. 

C Consider placing students in 
homogenous pairs and provide 
more specific, direct support to 
students who need it most. 
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Closing and Assessment Meeting Students’ Needs 

A. Evidence-Based Charades: Celebration of Finishing the Book (8 minutes)  
C Invite students to sit in triads. Explain that they are going to play “Evidence-Based Charades.” Briefly explain this simple 

variation of charades:  

1. They choose part of the book to create a frozen picture (like a “freeze frame”). 

2. Every student in the triad needs to be in the frozen picture.  

C Give students 5 minutes to choose part of the book and to perfect their frozen picture. 

C Invite each triad to show their frozen picture to the whole group. Invite the group to look at the frozen picture and refer to 
their novel to identify which part of the story it is. Challenge the students in the “audience” to cite evidence from the book to 
support their claim. 

C Distribute Homework: Interpreting the Prophecy. 

 

 

Homework Meeting Students’ Needs 

A. Interpreting the meaning of the Percy’s prophecy: Text-Dependent Questions  

B. Complete planning for introduction and conclusion paragraphs 
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Name: 

Date: 

 

What important details do you want to include in your summary of the myth of Cronus? 
 
 
* 
 
* 

How can you introduce the theme for both The Lightning Thief and the myth of Cronus? 
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Name: 

Date: 

 

How is mythology important today? 
 

What can you learn from the myth of Cronus? 
 

Why do you think Rick Riordan included this myth in The Lightning Thief? 
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CRITERIA  4 
Essays at this level: 

3 
Essays at this level: 

2 
Essays at this level: 

1 
Essays at this level: 

0 
Essays at this level: 

Coherence, Organization, and 

Style: 

 

the extent to which the essay 

logically organizes complex 

ideas, concepts, and information 

using formal style and precise 

language 

- exhibit clear organization, 

with the skillful use of 

appropriate and varied 

transitions to create a unified 

whole and enhance meaning  

- establish and maintain a 

formal style, using grade-

appropriate, stylistically 

sophisticated language and 

domain-specific vocabulary 

with a notable sense of voice  

- provide a concluding 

statement or section that is 

compelling and follows clearly 

from the topic and 

information presented  

- exhibit clear organization, 

with the use of appropriate 

transitions to create a unified 

whole  

- establish and maintain a 

formal style using precise 

language and domain-specific 

vocabulary  

- provide a concluding 

statement or section that 

follows from the topic and 

information presented 

- exhibit some attempt at 

organization, with 

inconsistent use of transitions  

- establish but fail to maintain a 

formal style, with inconsistent 

use  

- of language and domain-

specific vocabulary  

- provide a concluding 

statement or section that 

follows generally from the 

topic and information 

presented 

- exhibit little attempt at 

organization, or attempts to 

organize are irrelevant to the 

task  

- lack a formal style, using 

language that is imprecise or 

inappropriate for the text(s) 

and task  

- provide a concluding 

statement or section that is 

illogical or unrelated to the 

topic and information 

presented 

- exhibit no evidence of 

organization  

- use language that is 

predominantly incoherent or 

copied directly from the 

text(s)  

- do not provide a concluding 

statement or section 

 

Notes: 
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Name: 

Date: 

 
Directions: Reread the prophecy from the beginning of The Lightning Thief. Answer each questions, providing a page 
number as evidence for each of your answers.  
 

“You shall go west, and face the god who has turned, 
You shall find what was stolen, and see it safely returned, 

You shall be betrayed by one who calls you friend, 
And you shall fail to save what matters most, in the end.” 

 

1. What god did Percy, Annabeth, and Grover meet that turned in some way? 

 

 

Page: 

 

2. Who has this god turned against?  

 

 

Page: 

 

3. Did Percy find what was stolen? What?  

 
 

 

Page: 

 

4. Was Percy betrayed by someone he called friend? How? 

 

 

Page: 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can identify the argument and specific claims in a text. (RI.6.8) 
I can use evidence from a variety of grade appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

> I can identify the structure, argument, and specific claims in a model literary analysis essay.  

> I can use details to determine a theme of The Lightning Thief that connects with the theme I determined 
in Cronus. 

> Theme graphic organizer: The Lightning Thief 
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Agenda Teaching Notes 

1. Opening 

A. Engaging the Reader: The Lightning 
Thief – Chapter 22 (5 minutes)  

B. Unpacking Learning Target (2 minutes) 

2. Work Time  

A. Studying a Model Essay: “Connecting 
Theme in Prometheus and The 
Lightning Thief “and Creating Structure 
of a Literary Analysis Anchor Chart (18 
minutes) 

B. Determining a Theme in The Lightning 
Thief (15 minutes) 

3. Closing and Assessment 

A. Inner Circle / Outer Circle: Sharing 
Themes in The Lightning Thief (5 
minutes) 

4. Homework 

A. Complete Theme graphic organizer for a 
theme in The Lightning Thief.  

> In the first half of this unit, students wrote a mini-essay about the elements of mythology and a theme in the myth of 
Prometheus. In this lesson, students move into writing their second essay of this unit, which is a longer essay 
connecting a theme of a myth to a theme communicated in the novel The Lightning Thief. 

> In this lesson, students analyze a model literary analysis to understand its structure and work together to create a 
new anchor chart: Structure of a Literary Analysis. This sequence of instruction for writing follows a similar pattern 
to the first half of the unit: analyzing a model, creating an anchor chart, planning with peers, and using graphic 
organizers to write independently.  

> While students’ essays in Lesson 11 focused on only a myth, this essay in the second half of the unit pushes students’ 
reading, thinking, and writing by asking them to work with theme across both the myth of Cronus and the novel. 
Additionally, this essay pushes students by asking them to write an extended introduction in which they summarize 
the myth and present the common theme, and an extended conclusion in which they describe why myths still matter 
and why the author of The Lightning Thief might have chosen to include the myth of Cronus in his novel.  

> This lesson is critical to helping students identify a theme in The Lightning Thief that directly relates to the theme 
they identified in Lesson 15 in the myth of Cronus. To help make this connection, students use their thematic 
statement from Cronus as their “first draft theme” for the novel.  

> In advance: Make sure students have their Theme graphic organizer: The Myth of Cronus, from Lesson 15. 
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Lesson Vocabulary Materials 

structure, argument, claim 
 

> The Lightning Thief (book; one per student) 

> Model Literary Analysis: “Connecting Theme in Prometheus and The Lightning Thief” (one per student) 

> Modified Model Literary Analysis: “Connecting Theme in Prometheus and The Lightning Thief” (optional; for students needing more 
support) 

> Structure of a Literary Analysis anchor chart (new; co-created with students during Work Time B)  

> Theme graphic organizer: The Myth of Cronus (from Lesson 15; students’ completed copies) 

> Theme graphic organizer: The Lightning Thief (one per student) 

 

Opening Meeting Students’ Needs 

A. Engaging the Reader: The Lightning Thief—Chapter 22 (5 minutes) 
> Be sure students have their texts, The Lightning Thief. 

> Invite students to pair up with another student to share their responses to the Chapter 22 homework question:  

* “Why do you think Percy has so much trouble deciding whether to stay year round or go to seventh grade?” 

> “Refocus the group. Invite students to vote with their thumbs: 

* “Would you stay at Camp Half-Blood year round? Show thumbs up.” 

* “Would you leave Camp Half-Blood to go to seventh grade? Show thumbs down.”  

> Cold call a few students to invite them to share their reasoning and evidence with the class. 
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Opening Meeting Students’ Needs 

B. Unpacking Learning Target (5 minutes) 
> Invite students to read the learning targets with you: 
* “I can identify the structure, argument, and specific claims in a model literary analysis essay.”  

* “I can use details to determine a theme of The Lightning Thief that connects with the theme I determined in the myth of 
Cronus.” 

> Invite students to Think-Pair-Share: 
* “So now that you have seen the learning targets for this lesson, what do you think you will be doing today? Why?” 

> Listen for: “We are going to look at how a literary analysis is put together,” “We are going to figure out a theme or message of 
the book,” and “Doing these things will help us write our own essays.” Emphasize that reading strong models is an excellent 
way to know what to aim for in one’s own writing.  

 

 

Work Time Meeting Students’ Needs 

A. Studying a Model Literary Analysis Essay: “Connecting Theme in Prometheus and The Lightning  
 Thief” and Creating Structure of a Literary Analysis Anchor Chart (18 minutes) 
> Remind students of the end of unit assessment prompt, which they looked at in a previous lesson (Lesson 12). For their next 

writing task, they will write a literary analysis explaining how a common theme runs through a myth alluded to in The 
Lightning Thief and The Lightning Thief itself. In this essay they will have an opportunity to show everything they now know 
about determining theme and about how an allusion to something outside of the novel contributes to meaning and helps the 
reader to understand the novel better.  

> Refocus students on the first learning target:  

* “I can identify the structure, argument, and specific claims in a model literary analysis essay.”  

> Ask students to Think-Pair-Share: 

* “What does the word structure mean in this learning target?” 

> Listen for: “The way the essay is put together—the order and content of each of the paragraphs and how they link together to 
give a main idea.” Clarify as needed to be sure all students understand this key term related to their writing task.  

> Consider giving select students the 
Modified Model Literary 
Analysis Essay: “Connecting 
Theme in Prometheus and The 
Lightning Thief (see supporting 
materials). This version of the 
model is pre-annotated to help 
guide students through the writing 
process.  This resource would not be 
appropriate for all students, as they 
should become accustomed to 
annotating texts (see supporting 
materials). 
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Work Time (continued) Meeting Students’ Needs 

> Distribute the Model Literary Analysis: “Connecting Theme in Prometheus and The Lightning Thief” to each 
student. Tell them that this is an example about the Prometheus myth, which they are familiar with. Emphasize that they 
will not be writing about Prometheus for their own essays.  

> Invite students to read in their heads as you read the Model Literary Analysis: “Prometheus” aloud. 

> Tell students they are now going to spend time analyzing this model literary analysis. Remind them that this should feel 
familiar, because they went through the same process when preparing for the mid-unit assessment. 

> After reading, invite students to Think-Pair-Share: 

* “What is this model essay mostly about? What is the author’s argument, or central claim? Listen for responses like: “The 
author has described a theme that is in both Prometheus and The Lightning Thief. Also, the writer shows why myths are 
important and why Rick Riordan may have chosen to include this myth in his novel.”  

> Ask students to label the four paragraphs: 

* Introduction 

* Body Paragraph 1 

* Body Paragraph 2 

* Conclusion 

> Be sure that students realize that not all essays have four paragraphs, but through that process, they will learn about writing 
essays in general. 

> Focus students on the introduction. Ask them to Think-Pair-Share: 

* “What is the writer trying to tell you in this introduction? What is his or her argument, or central claim?”  

> Listen for students to notice that this first section gives a summary of the myth and tells readers the theme that is common 
to both the myth and the novel.  

> Ask students to underline the second sentence, which is the author’s main argument: “In both the myth of Prometheus and 
the novel The Lightning Thief, a hero …”  

> Focus students on Body Paragraph 1. Ask them to notice:  

* “What does the first Body Paragraph include? How is it structured?” 
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Work Time (continued) Meeting Students’ Needs 

> Be sure that students realize that not all essays have four paragraphs, but through that process, they will learn about writing 
essays in general. 

> Focus students on the introduction. Ask them to Think-Pair-Share: 

* “What is the writer trying to tell you in this introduction? What is his or her argument, or central claim?”  

> Listen for students to notice that this first section gives a summary of the myth and tells readers the theme that is common 
to both the myth and the novel.  

> Ask students to underline the second sentence, which is the author’s main argument: “In both the myth of Prometheus and 
the novel The Lightning Thief, a hero …”  

> Focus students on Body Paragraph 1. Ask them to notice:  

* “What does the first Body Paragraph include? How is it structured?” 

> Ask students to underline the topic sentence of the first body paragraph.  

> Repeat with the second body paragraph. 

> Focus students on the conclusion. Ask: 

* “What do you notice?” 

> Ask them to underline the final sentence of the model essay.  

> Display the new Structure of a Literary Analysis anchor chart. Cold call and use student responses to break down the 
structure of the model essay. For example: 

* Introduction sentence:  

— Provides a one- to two-sentence summary of the myth  

— Presents a common theme between the myth and the novel 

* Body Paragraph 1:  

— Explains a theme of the myth  

— Describes how that theme is communicated through details in the myth   
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Work Time (continued) Meeting Students’ Needs 

* Body Paragraph 2:  

— Explains the theme in the novel (same theme from the myth) 

— Describes how that theme is communicated through details in the novel 

* Conclusion:  

— Explains how mythology is important today, and why the author of the novel may have chosen to include the myth  

> Remind students that the thinking on this anchor chart will be a helpful guide when writing their own literary analyses. They 
will reread this model, and think more about the chart, when they begin to write their essays.  
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Work Time (continued) Meeting Students’ Needs 

B. Determining a Theme in The Lightning Thief graphic organizer (15 minutes) 
Note: Because the novel is significantly longer than the myth, students are given more time to search for evidence than in 
Lesson 15.  
 
> Tell students that now they will continue to work toward their own writing of a literary analysis by thinking and planning 

more about theme. Remind students of the work they did in the last lesson when they determined a theme of the Cronus 
myth. Tell them they will now be applying that same thinking to The Lightning Thief. Explain that writers include allusions 
to other stories often because those stories share common themes, or messages, that they want to share with the reader.  

> Ask students to take out their Theme graphic organizer: The Myth of Cronus (from Lesson 15). Distribute the Theme 
graphic organizer: The Lightning Thief. 

> Tell students they will be using the work they did with Cronus as a starting point for today’s work. Give directions:  

1. Use the theme you determined for Cronus as a “first draft theme” for The Lightning Thief.  

2. With your triad, search for details in the novel that serve as evidence of that theme.  

3. Add your thinking below each piece of evidence. Your thinking should answer the question: “How does this detail relate to 
the theme?” 

4. Using the evidence, make a claim about a theme in The Lightning Thief.  

> Tell students that Chapter 22, pages 361–369, in which we learn about Luke and Cronus’s struggle for power, are a good 
starting place for finding details.  

> As students locate evidence, circulate and support them in their work. This will most likely be helping students to locate the 
pages of specific events in the novel. 

> Graphic organizers and recording 
forms provide the scaffolding that is 
especially critical for learners with 
lower levels of language proficiency 
and/or learning, and engage 
students more actively. 

> When reviewing the graphic 
organizers or recording forms, 
consider using a document camera 
to visually display the document for 
students who struggle with auditory 
processing. 

> For students needing additional 
supports, you may want to provide a 
partially filled-in graphic organizer 

> Consider posting directions for 
writing from a graphic organizer to 
support students who have difficulty 
with multistep directions.  

> Consider pulling small groups of 
students who need additional 
support and work with them in a 
more guided setting. 

> Asking students to provide feedback 
to their peers based on explicit 
criteria benefits both students in 
clarifying the meaning of the 
learning target. 

 

���



 

 

GRADE 6: MODULE 1: UNIT 2: LESSON 16 
Planning for Writing: Revisiting Studying Model Writing and  

Determining a Theme in The Lightning Thief 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  7� G6:M1:U2:L16  7� June 2013  7  9 
 

 

Closing and Assessment Meeting Students’ Needs 

A. Inner Circle/Outer Circle: Sharing Themes in The Lightning Thief (5 minutes)  
> Invite students to bring their graphic organizers with them to a whole group meeting area. Arrange students in an outer 

circle and an inner circle.  

1. Say: “Inner circle, share the final claim you made about a theme in The Lightning Thief.”  

2. Say: “Outer circle, share the final claim you made about a theme in The Lightning Thief.” 

3. Say: “Outer circle, rotate one person to your left.” 

4. Say: “Outer circle, share one detail you used and your thinking about that detail.”  

5. Say: “Inner circle, share one detail you used and your thinking about that detail.”  

6. Say: “Inner circle, rotate two people to the left.” 

7. Say: “Inner circle, share how this relates to your thinking about the myth of Cronus.”  

8. Say: “Outer circle, share how this relates to your thinking about the myth of Cronus.” 

 

 

Homework Meeting Students’ Needs 

A. Complete Theme graphic organizer for a theme in The Lightning Thief.  
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In the myth of Prometheus, a hero decides to steal from Mount Olympus and bring it to the humans even though he will risk 
punishment from Zeus. In both the myth of Prometheus and the novel The Lightning Thief a hero has to go up against a 
powerful god in order to fight for what is right. In the myth of Prometheus, the hero is a less powerful god called Prometheus, 
and in The Lightning Thief, the hero is a boy with special powers called Percy Jackson. 
 
In the myth of Prometheus, a hero has to go against a more powerful being and risk punishment in order to fight for what is right. 
Prometheus is the hero that goes against Zeus in order for mankind to progress. “Surely Zeus, rule of Olympus, would have 
compassion for Man? But Prometheus looked to Zeus in vain; he did not have compassion for man.” Even though he knew Zeus 
would punish him, Prometheus knew that the people needed to have fire. After giving people fire, it is clear Prometheus did the 
right thing. “With fire, Man no longer trembled in the darkness of caves when Zeus hurled his lightning across the sky.  He was 
no longer scared of animals that hunted him and drove him in terror.”  
 
In the same way, in The Lightning Thief, Percy is the hero who has to go against powerful beings to do what is right. Percy goes 
to the Underworld to face the powerful god Hades to take back the lightning bolt to return to Zeus. “Hades wasn’t bulked up like 
Ares, but he radiated power. He lunged on his throne of fused human bones, looking lithe, graceful, and dangerous as a panther.” 
Also, several times in the book, he has to stand up to Ares, the god of war, even though Ares is much more powerful than him. “I 
wanted to punch this guy, but somehow, I knew he was waiting for that. Ares’s power was causing my anger. He’d love it if I 
attacked. I didn’t want to give him the satisfaction.” As you can see, Percy goes through many trials in order to restore peace 
between Zeus and Poseidon, because it is the right thing to do.  
 
Myths are important because they teach us lessons. For example, the myth of Prometheus teaches us that sometimes we have to 
fight for good against more powerful forces that might oppose it. Even though Zeus didn’t want to help mankind, Prometheus 
struggled against him time and again so that people on earth were able to progress. Rick Riordan included the myth of Perseus to 
show us that Percy is the modern-day Prometheus fighting for what is right.
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In the myth of Prometheus, a hero decides to steal from Mount 
Olympus and bring it to the humans even though he will risk 
punishment from Zeus. In both the myth of Prometheus and the 
novel The Lightning Thief a hero has to go up against a powerful 
god to fight for what is right. In the myth of Prometheus, the hero 
is a less powerful god called Prometheus, and in The Lightning 
Thief, the hero is a boy with special powers called Percy Jackson. 
 
In the myth of Prometheus, a hero has to go against a more 
powerful being and risk punishment to fight for what is right. 
Prometheus is the hero who goes against Zeus in order for 
mankind to progress. “Surely Zeus, rule of Olympus, would have 
compassion for Man? But Prometheus looked to Zeus in vain; he 
did not have compassion for man.” Even though he knew Zeus 
would punish him, Prometheus knew that the people needed to 
have fire. After giving people fire, it is clear Prometheus did the 
right thing. “With fire, Man no longer trembled in the darkness of 
caves when Zeus hurled his lightning across the sky.  He was no 
longer scared of animals that hunted him and drove him in terror.”  
 
In the same way, in The Lightning Thief, Percy is the hero who has 
to go against powerful beings to do what is right. Percy goes to the 
Underworld to face the powerful god Hades to take back the 
lightning bolt to return to Zeus. Hades “wasn’t bulked up like Ares, 
but he radiated power. He lounged on his throne of fused human 
bones, looking lithe, graceful, and dangerous as a panther.” Also, 
several times in the book, he has to stand up to Ares, the god of 
war, even though Ares is much more powerful than him. “I wanted 
to punch this guy, but somehow, I knew he was waiting for that. 
Ares’s power was causing my anger. He’d love it if I attacked. I 
didn’t want to give him the satisfaction.” As you can see, Percy goes 
through many trials in order to restore peace between Zeus and 
Poseidon, because it is the right thing to do.  
 
Myths are important because they teach us lessons. For example, 
the myth of Prometheus teaches us that sometimes we have to fight 
for good against more powerful forces that might oppose it. Even 
though Zeus didn’t want to help mankind, Prometheus struggled 
against him time and again so that people on earth were able to 
progress. Rick Riordan included the myth of Prometheus to show 
us that Percy is the modern-day Prometheus fighting for what is 
right.  
 

Introduction:  
11. Summarize the myth.  

12. Introduce the theme that connects both the 
myth and the novel.  

13. Introduce how the theme is communicated in 
each text. 

1st Body Paragraph:  
7. Introduce the myth and how the theme is 

communicated in the myth.  

8. Give an example from the myth supporting the 
theme.  

9. Give a quote from the text that shows your 
example. 

10. Repeat Steps 2 and 3. 

2nd Body Paragraph:  
3. Introduce the novel and how the theme is 

communicated in the novel.  

4. Give an example from the novel supporting the 
theme.  

5. Give a quote from the novel that shows your 
example. 

6. Repeat Steps 2 and 3. 

Conclusion  

1. Tell why myths are still important 

2. Tell why Rick Riordan may have included the 
myth in The Lightning Thief. Repeat Steps 2 
and 3. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can determine a theme based on details in a literary text. (RL.6.2) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
I can use evidence from a variety of grade-appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

C I can explain how various elements of mythology connect to the myth of Cronus.  

C I can use details from the text to determine a theme of the myth of Cronus. 

C Theme graphic organizer: The Myth of Cronus 
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Agenda Teaching Notes 

1. Opening 

A. Engaging the Reader: The Lightning 
Thief—Chapter 21 Prediction (5 
minutes)  

B. Unpacking Learning Targets (5 
minutes) 

2. Work Time  

A. Reread Cronus (5 minutes) 

B. Carousel: Key Elements of Myth in 
Cronus (10 minutes)  

C. Determining a Theme of the Myth of 
Cronus: Beginning the Theme Graphic 
Organizer (15 minutes) 

3. Closing and Assessment 

A. Inner Circle/Outer Circle: Sharing 
Themes of Cronus (5 minutes) 

4. Homework 

A. Read Chapter 22 of The Lightning 
Thief: Why does Percy have such 
trouble making a decision about his 
future? 

B. Complete the Determining Theme 
graphic organizer for the Cronus myth if 
you did not do so in class. 

C This lesson begins a sequence of lessons leading up to students’ end of unit assessment, in which they will write a 
literary analysis connecting a theme of the Cronus myth to a theme in The Lightning Thief.  

C In this lesson, students briefly reread the Cronus myth, which they have already read closely in Lessons 2 and 3. 
(Reread those lessons in advance to refresh your memory).  

C In those previous lessons, as well as in the model essay of Lesson 7, students focused on the theme of motherhood 
and a mother’s willingness to go to all lengths for her child. Now in Lesson 15, students consider another theme of 
this classic myth: the corrupting and consuming nature that can be inherent in a struggle for power. Continue to 
reinforce with the class that one piece of literature often has multiple themes.  

C After rereading the myth, students participate in a Carousel activity in which they think and talk specifically about 
how some of the “Key Elements of Mythology” can help to determine possible themes for the myth.  

C After the Carousel, guide students to focus on one specific element of mythology, the Struggle for Power, since they 
will focus on this element for their end of unit literary analysis.  

C Students use the same Theme graphic organizer for determining theme in this lesson as they did in Lesson 7. This 
graphic organizer is adapted in collaboration with Odell Education (also see stand-alone document on EngageNY.org 
and odelleducation.com/resources). 

C This lesson is primarily a reading lesson. W.6.2 is included since students are using this work to prepare for their 
literary analysis, which is an explanatory piece of writing.  

C Post: Learning targets, Key Elements of Mythology charts (used in Lesson 12).  

C Review the Carousel protocol. 
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Lesson Vocabulary Materials 

Note: Students have read both the 
myth of Cronus and the “Elements of 
Mythology” in Lessons 2–5. Continue 
to reinforce vocabulary as needed.  
 

C The Lightning Thief (book; one per student) 

C Key Elements of Mythology charts (same as Lesson 12, but now in Lesson 15 used related to the myth of Cronus; see 
supporting materials) 

C “Cronus” (from Lesson 2; one per student) 

C Theme graphic organizer: The Myth of Cronus (one per student) 

C Sticky notes (four per triad) 

 

Opening Meeting Students’ Needs 

A. Engaging the Reader: The Lightning Thief—Chapter 21 Prediction (5 minutes)  
C Be sure students have their texts, The Lightning Thief. 

C Ask students to take their homework sheets and meet with their triad.  

C Invite them to share with their triad the prediction they made for homework last night and to explain: 

* “What prediction did you make?”  

* “What evidence in the text led you to make that prediction?” 

 

B. Unpacking Learning Target (5 minutes)  
C Ask students to read the learning targets aloud with you: 
*  “I can explain how various elements of mythology connect to the myth of Cronus.” 

* “I can use details from the text to determine a theme of the myth of Cronus.” 

C Invite students to Think-Pair-Share: 

* “So now that you have seen the learning targets for this lesson, what do you think you will be doing today? Why?” 

C Listen for: “We are going to try to figure out the theme, or message, of Cronus.”  
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Work Time Meeting Students’ Needs 

A. Reread Cronus (5 minutes) 
C Ask students to take out their myth “Cronus” (from Lesson 2). Remind them that they have read the myth of Cronus on 

multiple occasions in previous lessons. Today, you just want them to skim the text quickly to refresh their memories and 
think about its mythological elements.  

C Give the class 5 minutes to reread silently.  

 

B. Carousel: Key Elements of Myth in Cronus (10 minutes)  
Note: This is meant as a brainstorming activity and should be kept brief and quickly paced.  
 
C Refocus students whole group. Remind them of the important thinking they did (during Lesson 12) when they used “The Key 

Elements of Mythology” to help them identify themes of their expert group myths.  

C Remind students they decided that the elements of mythology that could also lead to themes are: “Tension between 
Opposing Forces in the Universe,” “A Struggle for Power,” “Explanation of the Origins of Life and the Natural World,” and 
“Fate and Prophecy.”  

C Point out that the Key Elements of Mythology charts from Lesson 12, which have elements leading to theme, are posted 
around the room. Give directions:  

1. As a triad, travel around to each chart, keeping the myth of Cronus with you.  

2. When you get to a chart, read the description of the element of mythology and ask: “Does this element of mythology help me 
to think about a theme in the Cronus myth?” 

3. Discuss what events in the Cronus myth help you to think about this element as a theme. For example: “This could be a 
theme in the myth of Cronus because ___________________________”  

4. On a sticky note, write a possible theme of the Cronus myth that relates to that element of mythology and stick it on the 
chart.  

C Give students 2 minutes at each chart. After 2 minutes, invite groups to rotate to the next chart. Students go into a greater 
level of detail in their thinking during the next part of the lesson.  
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Work Time (continued) Meeting Students’ Needs 

C While the class works at charts, circulate to listen in and support as needed. Ask probing questions to help students connect 
the element of mythology to a theme in the Cronus myth. 

* “Are there opposing forces of light and dark? What does the myth tell us about these opposing forces?” 

* “Does the myth contain a struggle for power? What does it teach us about struggles for power?” 

* “Does the myth of Cronus explain the natural world in some way? What does it say about it?” 

* “Does the myth contain a prophecy or a character fighting against fate? What do we learn about fate and prophecy?” 

 

C. Determining a Theme of the Myth of Cronus: Beginning the Theme Graphic Organizer (15 minutes) 
C Refocus students whole group. Tell them that, though the story of Cronus has multiple elements of mythology, they will 

focus their attention on one specific element: the Struggle for Power.  

C Display the Struggle for Power chart where the whole class can see it. Remind students that a theme is what a story teaches 
us about a specific topic. On the chart, they were brainstorming the question: “What does the Cronus myth teach us about 
struggles for power?”  

C Read aloud several of the students’ sticky notes with their ideas. (Consider identifying the notes you want to share quickly 
ahead of time, to ensure quality and variety. These will serve as a starting point for students’ thinking.) 

C Tell students that they are going to work with their triad to determine a theme of the Cronus myth that relates to the element 
of mythology Struggle for Power.  

C Distribute the Theme graphic organizer: The Myth of Cronus. Remind students that they used a similar graphic 
organizer in the first half of this unit, when they were studying Prometheus. Give directions:  

1.  Discuss a possible theme that relates to Struggle for Power with your triad. Decide a “first draft” theme to work with.  

2.  Find details in the text that support your “first draft” theme. Record these details on your graphic organizer.  

3.  In the row “My Thinking about This Detail …,” you should explain how the detail connects to the theme.  

4.  If you were able to support your “first draft” theme idea, then you can make it your claim. If not, revise your theme 
idea to make a claim you can support.  
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Work Time (continued) Meeting Students’ Needs 

C Give students the next 10 to 12 minutes to work on their graphic organizers.  

C Circulate and support students as they work. They may need extra support around Row 3 of the graphic organizer, “My 
Thinking about This Detail …” It is important to help students make the connection between detail and theme. Ask questions 
to push their thinking:  

* “What does this detail show us about Struggle for Power?” 

* “What does this detail show us about a character’s struggle for power?” 
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Closing and Assessment Meeting Students’ Needs 

A. Inner Circle/Outer Circle: Sharing Themes of Cronus (5 minutes)  
C Invite students to bring their graphic organizers with them to a whole group meeting area. Arrange students in two circles, 

an outer circle and an inner circle. There should be an equal number of students in each circle. The students in the inner 
circle face outward, and the students in the outer circle face inward. This way, students should be face to face with a partner 
in the other circle. Tell them that they will discuss answers to specific questions you ask, and one or both of the circles will 
rotate before the next question is asked.  

1. Say: “Inner circle, share the final claim you made about a theme in the myth of Cronus.”  

2. Say: “Outer circle, share the final claim you made about a theme in the myth of Cronus.” 

3. Say: “Outer circle, rotate one person to your left.” 

4. Say: “Outer circle, share one detail you used and your thinking about that detail.”  

5. Say: “Inner circle, share one detail you used and your thinking about that detail.”  

6. Say: “Inner circle, rotate two people to the left.” 

7. Say: “Inner circle, share the other detail you used and your thinking about that detail.”  

8. Say: “Outer circle, share the other detail you used and your thinking about that detail.” 

C Distribute Homework: Purpose for Reading—Chapter 22. 

 

 

Homework Meeting Students’ Needs 

A. Homework: Purpose for Reading—Chapter 22 of The Lightning Thief: Percy’s Decision. Read the final chapter of The 
Lightning Thief, Chapter 22. As you read, consider this question: “Why do you think Percy has so much trouble deciding 
whether to stay year-round or go to seventh grade?” Use your evidence flags to mark details supporting your answer. 

B. If you did not complete the Theme graphic organizer in class, complete it tonight for homework. 
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Create charts around the room that name the element of mythology and a brief excerpt from that element. Students will then 
post sticky notes on these charts with their thinking about how that element could apply to  the myth of Cronus to help 
determine a theme.  
 
 

Chart 1: 
Tension between Opposing Forces in the Universe 
Myths are often structured around the tensions between 
opposing forces in the universe, such as light versus dark and 
good versus evil.  

Chart 2: 
A Struggle for Power 
This struggle for power may be between two supernatural 
forces, a supernatural force and a mortal, or two members of 
a single family.  

Chart 3: 
Explanation of the Origins of Life and the Natural World 
Myths often attempt to answer the fundamental questions: 
How did the world come to be? Who are we? What is our 
purpose on earth? 

Chart 4: 
Fate and Prophecy 
The idea of fate, and its overwhelming power, is a central 
theme in many myths. Neither gods nor man seem able to 
escape fate, despite many attempts to do so. Making this 
theme even more prominent, many myths begin with a 
prophecy.  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
I can use a variety of sentence structures to make my writing and speaking more interesting. (L.6.3) 

Supporting Learning Targets Ongoing Assessment 

G I can use feedback from my mid-unit assessment and the NYS Writing Rubric to set goals for myself as a 
writer.  

G I can create sentences of varied length and structure in order to keep a reader engaged in my writing. 

G Mid-unit assessment 

G Strengths and Goals index card 

G Sentence Variety: Keeping Readers Engaged recording 
form 
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Agenda Teaching Notes 

1. Opening 

A. Engaging the Reader: The Lightning Thief—
Discussing Homework Questions from Chapter 20 (8 
minutes)  

B. Unpacking Learning Targets (2 minutes) 

2.  Work Time  

A. Processing Feedback from Mid-Unit 2 Assessment (10 
minutes)  

B. Writing Mini Lesson: Sentence Variety (15 minutes) 

3. Closing and Assessment 

A. Applying Writing Skill: Revising One Paragraph of 
Mid-Unit 2 Assessment Mini-Essay for Sentence 
Variety (5 minutes) 

B. Sharing: How Did Adding Sentence Variety Improve 
Your Writing? (5 minutes) 

4. Homework 

A. Make a prediction about Zeus and Percy’s interaction 
when Percy returns the lightning bolt.  

B. Read Chapter 21. Check whether your prediction was 
right. 

G In this lesson, students use teacher feedback from their mid-unit assessment, as well as the NYS rubric, 
to identify their individual writing strengths and set goals for their own analytical writing.  

G Be sure to have students’ mid-unit assessments ready to return (as noted in Lessons 12 and 13), with 
specific feedback based on Rows 1 and 2 of the NYS Writing Rubric. Feedback is most helpful in the 
form of a completed rubric in addition to a couple of specific written comments for each student.  

G This focus on Rows 1 and 2 is meant to emphasize students’ work with ideas and evidence in their 
writing, as opposed to just correcting spelling, grammar, and punctuation.  

G Be sure to provide students with both positive feedback and steps for growth. Receiving positive 
feedback makes the process of working with negative feedback and setting goals easier. Consider using 
the language of “stars” for strengths and “steps” for goals.  

G Part A of Work Time gives students to think about their writing at the level of “ideas” and “command of 
evidence.” 

G Then in Part 2, the class transitions to focusing on more sentence-level aspects of writing. They 
examine two model paragraphs (a paragraph and a revised version of the same paragraph) to build 
understanding of the role of sentence structure in maintaining a reader’s engagement.  

G The goal is for students to understand, in a broader way, that using a variety of sentences structures 
and lengths is important for reader engagement. The mini-lesson does introduce students to the term 
conjunctions. But it is not meant to be a formal introduction to sentence structures (i.e. compound and 
complex sentences). Students simply begin to think about and try to create sentence variety by 
combining or breaking up sentences.  

G Throughout the lesson, help students distinguish between the writing skills of working with ideas and 
evidence (as reflected in Rows 1 and 2 of the NYS rubric) and more sentence-level issues. Both matter, 
but students often get confused and think that writing strong sentences is all that goes into being a 
strong writer. Help them understand that when writing from sources, strong writers first and foremost 
must know a lot about their topic and cite relevant and sufficient evidence. For more on this 
distinction, see Writing for Understanding by Eloise Ginty, Joey Hawkins, Karen Kurzman, Diana 
Leddy, and Jane Miller.  

G In Advance: Review the NYS Writing Rubric, particularly Rows 1–3. 
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Lesson Vocabulary Materials 

feedback, strengths, goals, rubric, 
variety, structure, compound, complex 
 

G The Lightning Thief (book; one per student) 

G NYS Writing Rubric—Rows 1 and 2 (used in Lessons 12 and 13; fresh copies for this lesson; one per student) 

G Index cards (one per student) 

G Sentence Complexity and Variety: Keeping Readers Engaged recording form (one per student) 

G Equity sticks 

G Commonly Used Conjunctions (one for display and one per student)  

G Homework: Purpose for Reading—Chapter 21—Prediction (one per student) 

 

Opening Meeting Students’ Needs 

A. Engaging the Reader: The Lightning Thief—Discussing Homework Questions from Chapter 20 (8 minutes) 
G Be sure students have their texts, The Lightning Thief. Invite students to pair up to share their answers to homework 

questions. Focus on questions 2, 3, and 4 in turn. For each of these three questions, read out the question, have pairs discuss 
their answers, and then cold call a couple of students to share their answers before moving on to the next question. 

2. Why does Percy suspect that Ares wasn’t acting alone—that he was taking orders from someone? 

3. What does Ares mean when he says Percy “doesn’t have what it takes”? Is this a fair criticism? Why or  
 why not? 

4. What deal does Percy make with Ares? 

G Where students have answered a question differently, invite them to revisit the text to determine whether there are multiple 
answers to the question or one of them has misread or misunderstood.  
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Opening Meeting Students’ Needs 

B. Unpack Learning Targets (2 minutes) 
G Invite students to read the learning targets aloud with you: 

* “I can use feedback from my mid-unit assessment and the NYS Writing Rubric to set goals for myself as a writer.” 

* “I can create sentences of varied length and structure in order to keep a reader engaged in my writing.”  

G Invite students to Think-Pair-Share: 

* “So now that you have seen the learning targets for this lesson, what do you think you will be doing today? Why?” 

G Listen for: “Looking at comments on our writing and trying to figure out how to be a better writer” and “Trying to make our 
sentences more interesting. 
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Work Time Meeting Students’ Needs 

A. Reading Row 2 of the NYS Writing Rubric and Applying to the Model Essay (10 minutes) 
G Congratulate students on a job well done on their mid-unit assessments. Tell them that across the class, you saw some 

really great reading, thinking, and writing skills. Tell students that when a writing piece is done and feedback is given, the 
next step for all writers, writers in every kind of job, is to look back at their writing, asking themselves two questions: 
What did I do well? What can I do to be a better writer?  

G Return students’ mid-unit assessments with your feedback, along with a blank index card for each student. Give 
students 2 to 3 minutes to read over your feedback.  

G Refocus students whole group. Tell them that the index card you distributed is going to serve as a place to write down 
their strengths and goals as a writer. You will hang on to these cards for them and give them back the next time they 
write. 

G Focus students first on the concept of writing strengths. Tell them it is always important to notice what we do well, so we 
can build on it. Ask:  

* “What is an example of strength? What is an example of a writing strength?”  

G Invite a few whole-class shares so that students understand the type of strengths they should be thinking about. Listen 
for examples like: “A writing strength is using really precise words” and “A writing strength is using strong examples or 
evidence.”  

G Ask students to look back at their mid-unit assessment and your feedback and take 2 to 3 minutes to write one strength of 
their writing on their index card. Remind them that being a great writer is not just about their spelling, grammar, and 
punctuation. As they think about their strengths as a writer, they should think about all the aspects of being a “writer”: 
reading to collect ideas and evidence, learning and knowing a lot about a topic, and clearly explaining one’s thinking and 
ideas to an audience.  

G As students work, circulate and support them in naming a specific strength. Continue to emphasize that writing is hard, 
and that people get better at it their whole lives. It is important to notice what one does well as a writer so you can do it 
even more intentionally next time. Students who do not think they have strengths in their writing may need extra 
support. Help them find concrete aspects of their writing to reinforce. This could be about great word choice, use of great 
examples, or clear organization. Or this could be writing mechanics: capitalization, punctuation, etc.  

G Refocus students whole group. Tell them that now they will think about a goal. Ask: 

* “What is an example of a goal? What might a writing goal be?”  

G Developing self-assessment and 
reflection supports all learners, but 
research shows it helps struggling 
learners most. 
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Work Time (continued) Meeting Students’ Needs 

G Distribute the NYS Writing Rubric—Rows 1 and 2. Remind students that these are the rows you focused on when 
you gave them feedback on their mid-unit assessment. Tell them that the rubric is there to help them process the 
feedback they are receiving and to make goals for their next writing experience. 

G Point out the questions on the top of the NYS Writing Rubric—Rows 1 and 2. Students can ask themselves these 
questions to set a specific writing goal:  

* “Where are you now?”  

* “What is a goal you can set that will help you move your writing up to the next column on the rubric?” 

G Point out that the rubric gives specific criteria, which makes it easier to set a concrete goal. For example, in Row 2, if you 
use “some textual evidence, some of which may be irrelevant” in your writing, then you would be trying to move from a 
score of 2 to a score of 3. So your goal would be: “I want to ‘use facts, definitions, details, quotations, or other information 
and examples from the text.’” Using the rubric also helps you to avoid goals like “Work harder” or “Write more” or “Write 
neater.” These types of goals do not guide students on how to write a better piece next time.  

G Invite the class to write one specific, feedback-based goal on the index card. Give students a few minutes to do this. 
Circulate and support them by assisting in the word choice and phrasing of their goals.  

G Collect students’ index cards and save them. Students will use these again in Lesson 18. 

 

B. Writing Mini-Lesson: Sentence Variety (15 minutes) 

G Refocus students whole group. Congratulate them on the important and honest work of self-reflection they just 
completed. Tell students they will revisit their individual goals before they begin their next writing piece.  

G Tell the class: “Now that you have had time to look at your writing and think about your individual writing strengths and 
goals, we are going to work as a class toward a common, shared writing goal. I’m going to tell you about a pattern of 
writing I saw across the whole class while I was reading your mid-unit assessments, and we are going to learn a strategy 
to grow as writers.”  

G Explain that this shared goal is more about the “nuts and bolts” of writing at the sentence level. Say that one way to keep 
a reader engaged in a piece of writing is through sentence variety. Ask:  

* “What does variety mean?” 

G If students do not know, give them the definition of variety as “a collection of things that are different from one another; 
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an assortment.” Relate this to the words various or varied.   

 

Work Time (continued) Meeting Students’ Needs 

G Ask:  

* “How could we add variety to our sentences?” Listen for answers like: “You could use different kinds of words,” “You 
could make them different lengths,” or “You could mix in different types of sentences, like statements mixed with 
questions.”  

G Tell the class that if all sentences in a piece of writing start the same, sound the same, or are the same length, the reader 
will begin to get bored. Therefore, a good writing technique is to try to give your sentences variety. This means using a 
pattern of both simple and complex sentences in your writing. Tell students you will revisit the word complex later in the 
lesson.  

G Distribute the Sentence Complexity and Variety: Keeping Readers Engaged recording form to each student. 
Invite students to read over the first paragraph with a partner and fill in the box below “What do you notice about this 
paragraph?” Give the class about 2 to 3 minutes to read and make notices. Circulate and support students as they work. 
Ask guiding questions like: “How do the sentences begin?” or “How long are the sentences?”  

G Refocus students whole group. Ask: 

* “What do you notice about this paragraph?”  

* “What can you say about the sentences in the first paragraph?”  

G Listen for responses like: “The sentences are short,” “It feels kind of boring,” or “The sentences start the same way.” If 
students do not notice this, point out to them that 9 out of 12 sentences begin with either the word “Percy” or “he.”  

G Focus students’ attention on the revised paragraph. Give directions:  

1. Read the revised paragraph with a partner.  

2. Underline changes the author made.  

3. Circle new words the author used.  

4. Answer the question: “How did the writer revise the paragraph to make it more interesting?” 

G Circulate and support students’ conversations and annotating of the text. Help students to recognize words such as while 
and with as helpers to combine sentences.  
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Work Time (continued) Meeting Students’ Needs 

G After 3 to 4 minutes, refocus students whole group. Using equity sticks, call on two or three students to answer the 
question: “How did the writer revise the paragraph to make it more interesting?” 

G Confirm or correct students’ thinking by telling them that one way to make writing more varied is to combine small 
sentences into longer ones, or break up long sentences into shorter ones. Having a variety of long and short sentences 
keeps readers engaged. 

G Ask:  

* “What is an example of two sentences that were combined in the revised paragraph?” 

* “How did the author of the paragraph combine them?”  

* “What words or punctuation were necessary to combine sentences?” 

G Tell the class that there are a lot of helpful words and phrases for combining sentences. These words and phrases are 
called conjunctions. Define conjunction as “the act of joining two things.” Distribute and display Commonly Used 
Conjunctions. Tell students to review them now, but that they will have the chance to use them when they look back at 
their mid-unit assessment.  

G Explain that sometimes they may want to break up a really long sentence if it feels too long or if it feels like important 
information is getting lost in there.  

G Ask:  

* “What is an example of a longer sentence being broken up in the revised paragraph?” 

“Why do you think the author did this? What information are we more likely to notice now that it is two separate 
sentences?” 
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Closing and Assessment Meeting Students’ Needs 

A. Applying Writing Skill: Revising One Paragraph of Mid-Unit 2 Assessment Mini-Essay for Sentence  
 Variety (5 minutes) 
G Tell students that they will now have a bit of time to look back on some of their own sentence structure and to think about 

adding sentence variety to maintain reader engagement. Give directions: 

1. Read back over your mid-unit assessment.  

2. Focus on one paragraph. 

3. For that paragraph, underline sentences that you could combine using conjunctions.  

4. Using your Commonly Used Conjunctions, write the new, combined sentences at the bottom of your page. 

G Circulate and support students as they work. Be sure their revised sentences are grammatically correct and make sense 
(often, students will use resources like the Commonly Used Conjunctions as a way to just plug in words, ending up with 
sentences that do not make sense). Encourage students to give their new sentences an “oral rehearsal” before writing them 
down, asking:  

* “Does this make sense?”  

G Consider allowing select students to 
work in partnerships as they revise 
their paragraph. Being able to talk 
about writing before actually writing 
is an important scaffold for many 
students.  
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Closing and Assessment Meeting Students’ Needs 

B. Sharing: How Did Adding Sentence Variety Improve Your Writing? (5 minutes) 
G As time permits, move students into triads. Invite them to share the work they just did to add sentence variety to one 

paragraph of their mid-unit assessment mini-essay. 
G Give directions: 
1. Read your original paragraph.  
2. Read the revised version of your writing so your peers can make comparisons.  

G Collect students’ revisions as early formative assessment data on how well they are doing with this new skill of creating 
sentence variety.  

 

 

Homework Meeting Students’ Needs 

A. Before reading Chapter 21, answer this question on your Homework: Purpose for Reading—Chapter 21—
Prediction sheet: “What do you think will happen when Percy brings the lightning bolt to Zeus? Why?” 

B. Read Chapter 21. Once you have read the chapter, check the appropriate box of your sheet to mark whether you were 
right or wrong. If you were wrong, describe in no more than three sentences what did actually happen. 
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Name: 

Date: 

 

CRITERIA  4 
Essays at this 

level: 

3 
Essays at this 

level: 

2 
Essays at this 

level: 

1 
Essays at this 

level: 

0 
Essays at this level: 

Content and Analysis: 

the extent to which the 

essay conveys complex 

ideas and information 

clearly and accurately in 

order to support claims in 

an analysis or texts  

7 clearly introduce 

a topic in a 

manner that is 

compelling and 

follows logically 

from the task and 

purpose  

7 demonstrate 

insightful analysis 

of the text(s)  

7 clearly introduce 

a topic in a 

manner that 

follows from the 

task and purpose 

7 demonstrate 

grade-

appropriate 

analysis of the 

text(s) 

7 introduce a topic 

in a manner that 

follows generally 

from the task and 

purpose 

7 demonstrate a 

literal 

comprehension of 

the text(s) 

7 introduce a topic 

in a manner that 

does not logically 

follow from the 

task and purpose  

7 demonstrate little 

understanding of 

the text(s) 

7 demonstrate a lack of 

comprehension of the text(s) 

or task 

Command of Evidence:  

 

the extent to which the 

essay presents evidence  

from the provided texts to 

support analysis and  

reflection 

 

7 develop the topic 

with relevant, 

well-chosen facts, 

definitions, 

concrete details, 

quotations, or 

other information 

and examples 

from the text(s)  

7 sustain the use of 

varied, relevant 

evidence  

7 develop the topic 

with relevant 

facts, definitions, 

details,  

7 quotations, or 

other information 

and examples 

from the text(s)  

7 sustain the use of 

relevant evidence, 

with some lack of 

variety 

7 partially develop 

the topic of the 

essay with the use 

of some textual 

evidence, some of 

which may be 

irrelevant  

7 use relevant 

evidence 

inconsistently 

7 demonstrate an 

attempt to use 

evidence, but only 

develop ideas with 

minimal, 

occasional 

evidence which is 

generally invalid 

or irrelevant 

7  

7 provide no evidence or provide 

evidence that is completely 

irrelevant 

7  
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Name: 

Date: 

 
Original: 
The Lightning Thief is a book. It is a book about a hero. His name is Percy Jackson. His father is Poseidon, god of the sea. Percy 
goes on a quest with his friends Annabeth and Grover. Percy is trying to find Zeus’s bolt. Percy faces many challenges, as part of 
the road of trials portion of his hero’s journey, during his quest. He meets Medusa. He battles the chimera. He escapes the Lotus 
Hotel and Casino. Percy overcomes these challenges. He does this with the help of his friends. He also receives help from his 
father Poseidon, god of the sea.  
 

What do you notice about this paragraph? 
 
 

 

 

 

 

 
Revised:  
The Lightning Thief is a book about a hero named Percy Jackson. With his friends Annabeth and Grover, Percy goes on a quest 
to find Zeus’s bolt. While on the quest, Percy faces many challenges such as meeting Medusa, battling the Chimera, and escaping 
the Lotus Hotel and Casino. These challenges are part of being a hero. They are the road of trials. Percy, with the help of his 
friends and his father Poseidon, god of the sea, overcomes these challenges.  
 

What do you notice about this paragraph? 
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Name: 

Date: 

 
 

after 
although 
and 
as 
as if 
as long as 
as though 
because 
before 
but 
even if 
even though 
for 
however 
 

if 
if only 
in order to 
not 
now that 
once 
or 
rather than 
since 
so 
so that 
than 
that 
 

though 
till 
unless 
until 
when 
whenever 
where 
whereas 
wherever 
while 
with 
yet 
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Name: 

Date: 

 

What do you think will happen when Percy brings the lightning bolt to Zeus? Why? 
 
 

 

 

 

 

 

Prediction Right? Prediction Wrong? 

    

 

 

What did actually happen when Percy took the lightning bolt to Zeus? (No more than three sentences.) 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 

Supporting Learning Targets Ongoing Assessment 

B I can choose evidence from The Lightning Thief to explain how the theme of the expert group myth is 
communicated in the novel.  

B I can describe a life lesson that can be learned from my expert group myth. 

B I can identify the criteria for strong analytical writing based on Row 2 of the NYS Writing Rubric. 

B Exit ticket: How Is Mythology Important Today? 
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Agenda Teaching Notes 

1. Opening 

A. The Lightning Thief Routine: Purpose for Reading—
Chapter 19 (8 minutes) 

B. Introduce the Learning Targets (2 minutes) 

2.  Work Time  

A. Reading Row 2 of the NYS Writing Rubric and 
Applying to the Model Essay (10 minutes) 

B.  Chalk Talk: How Does the Theme of Your Expert 
Group Myth Connect to The Lightning Thief? (15 
minutes) 

C.  Expert Group Discussion: What Life Lessons Can You 
Learn from the Theme of Your Expert Group Myth? (5 
minutes) 

3. Closing and Assessment 

A. Exit Ticket: How Is Mythology Important Today? (5 
minutes) 

4. Homework 

A. Read Chapter 20 of The Lightning Thief and Answer 
the Text-Dependent Questions 

B Here in Lesson 13, students remain in their “expert group” triads focused on one of the three “expert 
group myths”. The triads/expert groups do a Chalk Talk activity to consider how the theme of their 
expert group myth is communicated in The Lightning Thief. They then discuss the life lessons they can 
learn from their expert group myth. Again, this group work serves as a scaffold for the thinking 
students will need to do for the end of unit assessment, in which all students will write about the 
Cronus myth. 

B As was the case in Lesson 12, although students are not yet writing themselves, this lesson addresses 
W.6.2 by helping them understand the criteria of the NYS Writing Rubric for success in their own 
future writing.  

B In Advance: Review Row 2 of the NYS Writing Rubric, with a focus on the academic vocabulary 
students need to discuss to be able to use the rubric effectively.  

B Post: Purpose for Reading Chapter 19—Question, learning targets. 
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Lesson Vocabulary Materials 

command of evidence, analysis, 
reflection, develop the topic, relevant, 
well-chosen facts, definitions, concrete 
details, quotations, sustain, relevant 
evidence 
 

B The Lightning Thief (book; one per student) 

B NYS Writing Rubric—Row 2 (one per student) 

B The Lightning Thief word catchers (begun in Unit 2, Lesson 1) 

B Expert Group myths: “The Fates,” “The Story of Medusa and Athena” and “Theseus and the Minotaur” (from Lesson 12; 
assigned to triads)  

B Evidence flags 

B Chart paper with the Chalk Talk question written in the middle: “How does the theme of your expert group myth connect to 
The Lightning Thief?” (one per triad)  

B Markers (one per student) 

B Exit ticket: How Is Mythology Important Today? (one per student)  

B Homework: Purpose for Reading—Chapter 20 (one per student) 

B Homework: Purpose for Reading—Chapter 20 (for Teacher Reference) 

 

Opening Meeting Students’ Needs 

A. The Lightning Thief Routine: Purpose for Reading—Chapter 19 (8 minutes) 
B Be sure students have their texts, The Lightning Thief. Ask students to get into discussion triads. Invite them to share 

their answers to the question:  

* “What does the scene in the throne room tell you about the three friends: Annabeth, Grover, and Percy?”  

B After some triad discussion time, invite some students to share their answers with the group. Listen for them to explain that 
Annabeth, Grover, and Percy have become very close friends, and we know this because they offer themselves in place of 
Percy’s mother.  

B If students don’t come to this conclusion on their own, probe: 

* “How do Annabeth and Grover respond when they realize that only three of them can leave the underworld?” 
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Opening Meeting Students’ Needs 

*  “What does that tell you about the friendship between Percy, Annabeth, and Grover?” 

*  “How has that changed from the beginning of the book?” “When you are writing to communicate your thinking with an 
audience, what is it important to do?” 

B Tell students that today’s work will be a draft. Review the word draft as “the first try at a piece of writing before revising.” 
Tomorrow they will revise their work. 

 

B. Introduce the Learning Targets (2 minutes) 
B Post the learning targets. Invite students to read them aloud with you: 

* “I can choose evidence from The Lightning Thief to explain how the theme of the expert group myth  
 is communicated in the novel.”  

* “I can describe a life lesson that can be learned from my expert group myth.” 

* “I can identify the criteria for strong analytical writing based on Row 2 of the NYS Writing Rubric.” 

* Explain that the first two targets are helping them focus on the important concept of theme in literature. Eventually, they 
will do similar work with the myth of Cronus for their end of unit assessment.  

 

B Posting learning targets allows 
students to reference them 
throughout the lesson to check their 
understanding. They also provide a 
reminder to students and teachers 
about the intended learning behind 
a given lesson or activity. 

B Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 
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Work Time Meeting Students’ Needs 

A. Reading Row 2 of the NYS Writing Rubric and Applying to the Model Essay (10 minutes) 
B Remind students that their mid-unit assessment, which they will receive back tomorrow, will be scored using Rows 1 and 

2 of the NYS Writing Rubric. Remind students that they started looking at this rubric in the previous lesson and that 
using this rubric to guide their writing will help them to be more successful because the rubric describes some key 
features of good analytical writing.  

B Tell them that today they are going to focus on the next row of the rubric. Display and distribute NYS Writing 
Rubric—Row 2. Invite students to read the title of the Criteria box with you: “Command of Evidence.”  

B Ask the class to discuss in triads and then share with the group: 

* “So how do you think this row of the rubric will help you to become a better writer?” 

B Listen for students to explain that it will help them to make sure they use evidence in their writing to support their 
claims. 

B Ask students to discuss in triads: 

“Are there any words you don’t recognize that you think you might need to know to figure out what this criteria means?” 

B Focus students whole group. Tell them you want to focus them on some of the key academic vocabulary below. Ask them 
to have a 30-second discussion in their triad and then cold call groups to share their suggestions: 

* “What is evidence? So what does command of evidence mean?” 

* “What does analysis mean? Have you analyzed something before? What did you have to do?” 

* “What does reflection mean?” 

B Clarify as needed.  

B Remind students to record any new vocabulary on their The Lightning Thief word catchers. 

B Invite students to discuss in triads and then share with the group: 

* “Now that you know what the key academic vocabulary means, how would you paraphrase it?” 

B Listen for: “How much evidence I used to support my ideas.” And “How well I explain the evidence I use.” 

B Remind students that Column 3 is a “good” literary essay and Column 4 is a “great” literary essay. Label the columns with 
“good” and “great” headings at the top and ask students to label the columns on their own rubric.  

B ELLs may be unfamiliar with more 
vocabulary words than are mentioned 
in this lesson. Check for 
comprehension of general words that 
most students would know. 

B For students who struggle to read 
complex texts, consider previewing 
these vocabulary words from this text: 
criteria, extent, conveys, logically, 
insightful. If you select additional 
words to preview, focus on those whose 
meaning may be difficult to determine 
using context clues. It is important for 
students to practice using context clues 
to determine word meaning so that 
they become more proficient readers. 
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Work Time Meeting Students’ Needs 

B Remind students that Column 3 is a “good” literary essay and Column 4 is a “great” literary essay. Label the columns with 
“good” and “great” headings at the top and ask students to label the columns on their own rubric.  

B Focus students on Column 3. Ask them to discuss in their triads and share: 

* “Are there any words you don’t recognize that you think you might need to know to figure out what this criteria 
means?” 

B Discuss words the students highlight as well as the key academic vocabulary below. (Select from the following questions 
as suits the needs of your class.) Ask students to have a 30-second discussion in their triad and then cold call groups to 
share their suggestions:  

* “What is the topic? So what does develop the topic mean?” 

* “What are facts? So what are relevant, well-chosen facts? What does relevant mean?” 

* “What are definitions?” 

* “What are details? So what are concrete details?” 

* “What are quotations?” 

* “What does sustain mean?” 

* “What is varied, relevant evidence?” 

B Invite students to paraphrase on the lines under the chart, as they have previously. 

B Remind students to record new vocabulary on their word catchers. 
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Work Time (continued) Meeting Students’ Needs 

B. Chalk Talk: How does the Theme of Your Expert Group Myth Connect to The Lightning Thief?  
(13 minutes) 
B Be sure students have their expert group myths (assigned to triads and distributed in Lesson 12: “The Fates,” “The 

Story of Medusa and Athena” and “Theseus and the Minotaur.” 

B Remind students that today they are going to connect the theme of their expert group myth with a theme in The 
Lightning Thief to better understand why author Rick Riordan alludes to their expert group myth in the novel. Post and 
read the question:  

* “How does the theme of your expert group myth connect to The Lightning Thief?” 

B Tell students that they are going to work in triads to answer this question in a Chalk Talk, using evidence from The 
Lightning Thief to support their ideas. Explain that before they do the Chalk Talk, they are going to have 5 minutes to 
think and flag evidence independently, so that they have a lot of ideas to share in the Chalk Talk. 

B Encourage students to focus on particular chapters: 

* Students working with “Theseus and the Minotaur” should focus on Chapter 4. 

* Students working with “The Story of Medusa and Athena” should focus on Chapter 11. 

* Students working with “The Fates” should focus on Chapter 2. 

B Distribute evidence flags and invite the class to spend 5 minutes preparing for the Chalk Talk. 

B Remind students of the Chalk Talk protocol: It is a silent discussion, so they are not to talk. Instead, they are to write 
down their ideas and respond to and build on the ideas of others. No one is to sit down until the end of the Chalk Talk.  

B Distribute markers and chart paper to each triad and begin the Chalk Talk. 

B At the end of the Chalk Talk, invite triads to discuss the ideas that came up in their group. 

B Refocus the class and invite each triad to share their thinking on how the theme of their expert group myth connects to 
The Lightning Thief.Emphasize to the class that hearing this model should help them know what their paragraphs should 
sound like.  

B Congratulate students on the difficult work of completing a strong analytical paragraph for their mini-essay. Tell them 
they now will move on to writing about theme. 

B Use of protocols (like Chalk Talk) 
allows for total participation of 
students. It encourages critical 
thinking, collaboration, and social 
construction of knowledge. It also helps 
students practice their speaking and 
listening skills. 

B For students who struggle with 
following multiple-step directions, 
consider displaying the directions. 
Another option is to type up the 
instructions for students to have in 
hand. 
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Work Time (continued) Meeting Students’ Needs 

C. Expert Group Discussion: What Life Lessons Can You Learn from the Theme of Your Expert Group  
Myth? (7 minutes) 

B Post and invite students to read the question with you:  

* “What life lessons can you learn from the theme of your expert group myth?” 

B Invite triads to take 3 to 4 minutes to discuss the answer to the question about the specific myth they have been focusing 
on. 

B Refocus the group. Invite students to get into new triads; there should be one student from each expert group myth in the 
new triad. 

B Invite students to share the life lessons they think they can learn from their expert group myth with their new triad. 

B Invite volunteers from each expert group myth to share their ideas with the whole group. Students might suggest these 
life lessons from their myths: 

* Sometimes we have to struggle against more powerful people to fight for what is right. 

* Life isn’t always in our control. 

* Do not be vain—be modest. 

* Something that is beautiful is not always as valuable as something that is useful. 

B Many students will benefit from having 
the time available for this activity 
displayed via a timer or stopwatch. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: How Is Mythology Important Today? (5 minutes) 
B Tell students now that they have heard about the life lessons that can be learned from myths, they are going to consider how 

mythology is important today. 

B Distribute the exit ticket: How Is Mythology Important Today? Give them a minute to think about how they are going 
to answer the question. Then invite them to record their ideas on the exit ticket. 

B Distribute Homework: Purpose for Reading—Chapter 20. 

B Using exit tickets allows you to get a 
quick check for understanding of 
the learning target so that 
instruction can be adjusted or 
tailored to students’ needs during 
this lesson or before the next lesson. 

 

Homework Meeting Students’ Needs 

A. Read Chapter 20 of The Lightning Thief and answer the text-dependent questions.  
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Name: 

Date: 

 

CRITERIA  4 
Essays at this 

level: 

3 
Essays at this 

level: 

2 
Essays at this 

level: 

1 
Essays at this 

level: 

0 
Essays at this level: 

Command of Evidence:  

 

the extent to which the 

essay presents evidence  

from the provided texts to 

support analysis and  

reflection 

 

4 develop the topic 

with relevant, 

well-chosen facts, 

definitions, 

concrete details, 

quotations, or 

other information 

and examples 

from the text(s)  

4 sustain the use of 

varied, relevant 

evidence  

4 develop the topic 

with relevant 

facts, definitions, 

details,  

4 quotations, or 

other information 

and examples 

from the text(s)  

4 sustain the use of 

relevant evidence, 

with some lack of 

variety 

4 partially develop 

the topic of the 

essay with the use 

of some textual 

evidence, some of 

which may be 

irrelevant  

4 use relevant 

evidence 

inconsistently 

4 demonstrate an 

attempt to use 

evidence, but only 

develop ideas with 

minimal, 

occasional 

evidence which is 

generally invalid 

or irrelevant 

4  

4 provide no evidence or provide 

evidence that is completely 

irrelevant 

4  
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Name: 

Date: 

 
How is mythology important today? 
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Name: 

Date: 

1. How does Percy feel about seeing his mother?  

 

 

 
 
2. Why does Percy suspect that Ares wasn’t acting alone—that he was taking orders from someone? 

 

 

 
 
3. What does Ares mean when he says Percy “doesn’t have what it takes”? Is this a fair criticism?  
 Why or why not? 

 

 

 
 
4. What deal does Percy make with Ares? 

 

 
 
5. What strategy does Percy use to beat Ares? 

 

 
 
6. Describe what happens after Percy wounds Areas 

 

 
 
7. Why is important that the Furies witness Percy’s battle? 
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Name: 

Date: 

 

1. How does Percy feel about seeing his mother? His heart is heavy. He doesn’t want to think or talk about it, because he feels 
like he “would start crying like a little kid.” 
  

2. Why does Percy suspect that Ares wasn’t acting alone – that he was taking orders from someone? Because he seemed to go 
into a trance, as though he were listening to a voice inside him. Also, as Percy begins questioning him, Ares says, “I don’t 
have dreams!” Percy didn’t say anything about dreams, so knows this must connect with his dreams in some way.  
 

3. Which failures does Ares point to when he says Percy “doesn’t have what it takes”? Is this a fair criticism? Why or why not? 
He describes how Percy ran from the Chimera and from the Underworld. This isn’t a fair criticism because Percy has 
shown so much bravery throughout the rest of the story, for example fighting the Minotaur and Medusa. 
 

4. What deal does Percy make with Ares? If Percy wins, he will get to keep the lightning bolt and the helm. If Ares wins, he gets 
to turn Percy into whatever he wants. 
 

5. What strategy does Percy use to beat Ares? He uses his power to control the water to make a big wave, disorienting Ares. 
 

6. Describe what happens after Percy wounds Ares: 
Everything went dark – sound and color drained away. 
 

7. Why is important that the Furies witness Percy’s battle? So that they could tell Hades that Percy had not stolen the helm 
from him. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can determine a theme based on details in a literary text. (RL.6.2) 
I can use a variety of strategies to determine word meaning in informational texts. (RI.6.4) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 

Supporting Learning Targets Ongoing Assessment 

F I can get the gist of my expert group myth.  

F I can collect details from my expert group myth to determine a theme. 

F I can identify the criteria for strong analytical writing based on Row 1 of the NYS Writing Rubric. 

F Expert group myth annotated for gist 
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Agenda Teaching Notes 

1. Opening 

A. Connecting Themes in Myths and The 
Lightning Thief: Introducing End of 
Unit Assessment Prompt (2 minutes) 

B. Unpacking Learning Targets (2 
minutes) 

2. Work Time  

A. Initial Read: Expert Group Myths, 
Getting the Gist, and Determining Key 
Vocabulary (15 minutes) 

B. Carousel: What Are the Themes of the 
Expert Group Myths? (10 minutes) 

C. Introducing the NYS Writing Rubric 
and Focusing on Row 1 (12 minutes) 

3. Closing and Assessment 

A. Mix and Mingle: Sharing Themes of 
Expert Group Myths (3 minutes) 

4. Homework 

A. Read Chapter 19 of The Lightning Thief 
and consider this question: “What does 
the scene in the throne room tell you 
about each of the three friends: 
Annabeth, Grover, and Percy?” Record 
your answer on the Homework: 
Purpose for Reading sheet and support 
your answer with evidence from the 
text. 

F Remember to have students’ mid-unit assessments ready to return to them by Lesson 14. 

F This lesson marks the start of the second half of Unit 2, which focuses more deeply on connecting themes of myths to 
themes in The Lightning Thief. To help set purpose, students see the end of unit assessment prompt.  

F In Lessons 12 and 13, students continue to work in their triads. However, triads are referred to as “expert groups” 
because each triad is building expertise around one of three different myths alluded to in The Lightning Thief.  

F Review the “expert group” myths of “The Fates”, “The Story of Medusa and Athena” and “Theseus and the Minotaur”  

F Assign one of these three myths to each existing triad.  

F In their triads, students do a first read of the myth to get the gist, then determine a theme of the myth. This group 
work serves as a scaffold for the thinking students will need to do for the end of unit assessment (for which all 
students will write about the “Cronus” myth). 

F In previous lessons, students have worked with the Odell Education resource Reading Closely: Questioning Texts 
(specifically the Topic, Information and Ideas questions) to help them do an initial read of a myth for the gist. In this 
lesson, students review this skill and follow the same process to read a new myth in their discussion triad. 

F Beginning in this lesson and over the course of the next several lessons, students continue to build a clear vision of 
what a strong literary analysis will look like using the NYS Writing Rubric, which helps prepare them to succeed in 
the end of unit assessment. Although students are not yet writing themselves, this lesson addresses W.6.2 by helping 
them understand the criteria for their future writing success.  

F Students analyze and annotate the language in Row 1 of the NYS Writing Rubric and discuss the meaning of the 
academic vocabulary to better understand how to use the rubric as a tool to improve their writing and provide self-
assessment. Having students actively work to understand and apply the criteria of the rubric helps them make their 
literary analysis stronger. 

F In Advance: Review Row 1 of the NYS Writing Rubric, with a focus on the academic vocabulary students need to 
discuss to be able to use the rubric effectively.  

F Create four charts, one for each of the “Key Elements of Mythology” that lead to a theme (see supporting materials). 

F If possible, ensure that there are a similar number of triads working on each myth. (Time in lessons is allocated for 
students to leave their triad and talk with a new partner from another triad who has read the same myth.) 

F Post: learning targets, end of unit assessment prompt, Homework: Purpose for Reading: Chapter 19—Questions. 
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Lesson Vocabulary Materials 

allusion, gist, theme; criteria, extent, 
conveys, logically, insightful 
“The Fates” -- destinies, wielded, 
distaff, terminate, moral, inexorable, 
prophetic 
“The Story of Medusa and Athena” -- 
maiden, awed, priestesses wavered, 
vain  
“Theseus and the Minotaur” -- 
ambition, woe, hastening, maidens, 
habitation, dismal, appalled, yielded, 
labyrinth, trod, vessel, monarch 

F End of unit 2 assessment prompt (one per student and one to display) 

F Expert Group myths: “The Fates,” “The Story of Medusa and Athena,” and “Theseus and the Minotaur” (one per student)  

F The Lightning Thief word catcher (introduced in Unit 2, Lesson1) 

F Reading Closely: Questioning Texts (from Lesson 8; one for display and students’ own copies) 

F Key Elements of Mythology (one to display if possible; if not, students’ own copies from Lesson 6) 

F Key Elements of Mythology charts (For Teacher Reference) 

F NYS Writing Rubric (one per student and one for display) 

F NYS Writing Rubric - Row 1 (one per student and one to display) 

F Music for the Mix and Mingle (debrief) 

F Sticky notes (four per triad) 

F Homework: Purpose for Reading—Chapter 19 (one per student) 
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Opening Meeting Students’ Needs 

A. Connecting Themes in Myths and The Lightning Thief: Introducing End of Unit Assessment Prompt  
 (3 minutes) 
F Congratulate students on their work in the mid-unit assessment. Tell them that they will get the assessments back with 

feedback in a couple of days, once you have looked through all of them and scored them against the NYS Writing Rubric. 

F Tell them that in this half of the unit, they are going to begin by working in “expert groups.” Each group will be given a myth 
to read and discuss. Explain that they are going to identify a theme in their expert group myths and consider how that same 
theme is communicated in The Lightning Thief. Tell them that they also will start thinking about the life lessons we can 
learn from myths. 

F Display and distribute the end of unit 2 assessment prompt and explain that over the next lessons until the end of the 
unit, students will be learning more about how and why author Rick Riordan alluded to various Greek myths in The 
Lightning Thief and how the themes of the myths are connected to themes in the novel. This will give them a deeper 
understanding of The Lightning Thief. Read the prompt aloud: 

* “What is a theme that connects the myth of Cronus and The Lightning Thief? After reading the myth of Cronus and the 
novel The Lightning Thief, write a literary analysis in which you do the following: 

       Summarize the myth and present a theme that connects the myth and the novel 

       Describe how the theme is communicated in the myth 

       Describe how the theme is communicated in The Lightning Thief 

       Explain why myths still matter and why the author may have chosen to include this myth in the novel  

* You will have the opportunity to discuss the reading and your thinking with your partner before writing independently.” 

F Ask students to Think-Pair-Share: 

* “What do you notice about this prompt?” 

* “What do you wonder about this prompt?” 
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Opening (continued) Meeting Students’ Needs 

B. Unpack Learning Targets (2 minutes) 
F Point to the posted learning targets and invite students to read them aloud with you: 

* “I can get the gist of my expert group myth.” 

* “I can collect details from my expert group myth to determine a theme.” 

* “I can identify the criteria for strong analytical writing based on Row 1 of the NYS Writing Rubric.” 

F The first target should be very familiar to students. Focus on the second target. Review the key concept of theme. Ask:  

* “What are the themes of a myth? How can we work out what the themes are and which one is most significant?” 

F Listen for: “A theme is an idea that is repeated throughout the text to communicate a message. We can work out what the 
themes are by reading for details about the elements of mythology and identifying elements that run throughout the myth to 
communicate a message.” Clarify as needed; remind students of all their hard work analyzing the theme of the myth of 
Prometheus. 

F Refer to the third target. Ask: 

* “What is a rubric? What do we use rubrics for?” 

F Listen for: “A rubric is a chart that helps us to see what we need to do to do something well. We can use it to self-assess our 
work, and teachers can use it to score our assessments.”  

F Tell students that you are using the rubric that they will be introduced to in this lesson, focusing on the first and second 
rows, to score their mid-unit assessments. Tell them it is important that they become familiar with the rubric to understand 
the feedback from their mid-unit assessment and to begin to use it as a general guide to help them improve their writing. 

F Posting learning targets allows 
students to reference them 
throughout the lesson to check their 
understanding. They also provide a 
reminder to students and teachers 
about the intended learning behind 
a given lesson or activity. 

F Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 
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Work Time Meeting Students’ Needs 

A. Initial Read: Expert Group Myths, Getting the Gist, and Determining Key Vocabulary (15 
minutes) 
F Explain that in the next couple of lessons, until they receive the feedback for their mid-unit 

assessment, students are going to spend time really digging in to analyze a new myth and think about 
how its themes connect to The Lightning Thief. In this lesson, they are going to do the first read of a 
new myth in their discussion triads. 

F Ask students to sit in their discussion triads. Tell each triad their assigned “Expert Group” myth: “The 
Fates,” The Story of Medusa and Athena,” or “Theseus and the Minotaur.” 

F Tell them that, as before, they will read the text more than once. Today they are just going to get 
started with the gist. Display Reading Closely: Questioning Texts. Remind students which 
questions to use when reading for the gist: all of the Topic, Information and Ideas questions  

* What is this text mainly about?  

* What information or ideas does the text present?  

* What details stand out to me as I read? 

F Those questions should already be highlighted/check-marked on the display copy and on the student 
copies.  

F Invite students to consider the questions highlighted on the Reading Closely: Questioning Texts 
document as they read their expert group myths. Tell them that when they are done with this initial 
read, they will be able to discuss the answers to the highlighted/check-marked questions with their 
triad. Post directions for students to refer to: 

* On your own, read the myth. 

* With your triad, discuss the highlighted/check-marked questions: 

* What is this text mainly about?  

* What information or ideas does the text present?  

* What details stand out to me as I read? 

F Invite students to begin. Once they have finished reading, circulate to prompt triad discussion using 
the highlighted/check-marked questions on the close reading chart.  

F This initial read of the expert group myths is intentionally 
“low stakes”; encourage struggling readers to just get the 
close read flow of the text. 

F Reviewing academic vocabulary words benefits all 
students developing academic language. Consider 
allowing the class to grapple with a complex text prior to 
explicit teaching of vocabulary. After students have read 
for gist, they can identify challenging vocabulary for 
themselves. You can address student-selected vocabulary 
as well as predetermined vocabulary upon subsequent 
encounters with the text. However, in some cases and 
with some students, pre-teaching selected vocabulary 
may be necessary. 

F Allowing students to discuss their thinking with their 
peers before writing helps to scaffold student 
comprehension of the gist as well as assist in language 
acquisition for ELLs. 

F Asking students to identify challenging vocabulary helps 
them to monitor their understanding of a complex text. 
When students annotate the text by circling these words, 
it can also provide a formative assessment for the teacher. 

F Some students may need more frequent checks for 
understanding and guided practice when annotating for 
gist. Consider pulling these students into a small group, 
checking in with them periodically, and discussing the 
gist of a section before they write it.  

F Some students may find it helpful to determine the gist of 
smaller chunks of the text at a time. Consider calling this 
“bite-size” reading: When we are having trouble eating 
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something, we take smaller bites of it before moving on. 

 

Work Time (continued) Meeting Students’ Needs 

B. Carousel: What are the Themes of the Expert Group Myths? (10 minutes) 

Note: This is meant as a brainstorming activity and should be kept brief and quickly paced.  

F Refocus students whole group. Remind them of the important thinking they did (during Lesson 6) when they determined 
which elements from “The Key Elements of Mythology” could also lead to themes. Display the article “The Key Elements 
of Mythology.” 

F Remind students they decided that the elements of mythology that could also lead to themes are: “Tension between 
Opposing Forces in the Universe,” “A Struggle for Power,” “Explanation of the Origins of Life and the Natural World,” and 
“Fate and Prophecy.” Point out to students that these elements, which could lead to themes, are posted on Key Elements 
of Mythology charts hanging around the room. Give directions: 

1. As a triad, travel around to each chart, keeping your expert group myth with you.  

2. When you get to a chart, ask: “Does this element of mythology help me to think about a theme in my expert group myth?” 

3. Discuss what events in your expert group myth help you to think about this element as a theme. For example: “This could be 
a theme of our myth because _________________________.”  

4. On a sticky note, write the name of your expert group myth and a possible theme of your myth that connects with that 
element of mythology.  

F Give students 2 minutes at each chart. After 2 minutes, invite groups to rotate to the next chart. Students go into a greater 
level of detail in their thinking during the next part of the lesson.  

F While students are working at charts, circulate and support them in their thinking. Ask questions to help them connect the 
element of mythology to a theme of their expert group myth: 

* “Are there opposing forces of light and dark? What does the myth tell us about these opposing forces?” 

* “Does your myth contain a struggle for power? What does the myth teach us about struggles for power?” 

* “Does your myth explain the natural world in some way? What does it say about it?” 

* “Does your myth contain a prophecy or a character fighting against fate? What do we learn about fate and prophecy in 
your myth?” 
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F After students have visited each chart, ask them to collect their sticky notes from each chart and return to their triads.  

 

Work Time (continued) Meeting Students’ Needs 

C. Introducing the NYS Writing Rubric and Focusing on Row 1 (12 minutes) 

F Display and distribute the full NYS Writing Rubric. Remind students that you are using this rubric, focusing on the first 
and second rows, to score their mid-unit assessments. It is important that they become familiar with the rubric to 
understand the feedback from their mid-unit assessment and to use it as a guide to help them improve their writing. 

F Point to the Criteria column. Give students 2 minutes to look at the rubric. Ask them to Think-Pair-Share: 

* “What do you notice?” 

* “What do you wonder?” 

F Invite students to look at the first column, discuss it in their triads, and then share with the group: 

* “What are criteria?” 

F Listen for: “Criteria are lists of things that we can use to assess something. They are standards used to judge something.”  

F Tell students that each row on the rubric is used to assess different criteria. Read through each of the criteria headings (in 
caps), one by one: “Content and Analysis,” “Command of Evidence,” “Coherence, Organization and Style,” and “Control of 
Conventions.” 

F Tell students that at the moment they might not understand what each of these mean, but they will by the end of the unit. 
Also tell them that in this lesson, they will focus on the first row of the rubric. 

F Display and distribute NYS Writing Rubric—Row 1 and tell the class that this is only the first row of the rubric, and it 
focuses on the introductory paragraph of a piece of writing. Read the criteria box aloud as students follow along silently. Ask 
students to discuss in triads and then share with the group: 

* “Are there any words you don’t recognize that you think you might need to know to figure out what this criteria means?” 

F Discuss words the students highlight as well as the key academic vocabulary below. Ask students to have a 30-second 
discussion in their triad and then cold call groups to share their suggestions: 

* “What does extent mean?” 

* “What does conveys mean? Read the rest of the sentence around the word. Now what do you think it means?” 

F ELLs may be unfamiliar with more 
vocabulary words than are 
mentioned in this lesson. Check for 
comprehension of general words 
that most students would know. 

F  For students who struggle to read 
complex texts, consider previewing 
these vocabulary words from this 
text: criteria, extent, conveys, 
logically, insightful. If you select 
additional words to preview, focus 
on words whose meaning may 
difficult to determine using context 
clues. It is important for students to 
practice using context clues to 
determine word meaning so that 
they become more proficient 
readers. 
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Work Time (continued) Meeting Students’ Needs 

F To keep the lesson moving forward, when students don’t know what a word means, tell them.  

F Remind students to record new vocabulary on their word catchers 

F Invite students to discuss in triads and then share with the group: 

*  “So now that you know what the key academic vocabulary means, what does the whole thing mean? How would you 
paraphrase it?” 

F Listen for: “How clear the information is to support the claim.” 

F Model paraphrasing the criteria in the margin next to the criteria box. Write: “How clear the information is to support the 
claim.” Invite the class to do the same on theirs. 

F Tell students they read across the rubric for different levels of quality within criteria. They read down the rubric for different 
criteria. Write “good” next to 3 and “great” next to 4 to serve as a clear reminder. Invite students to do the same. 

F Focus the class on Row 1, Column 3, the “good” column. Ask students to read along silently as you read this column aloud.  

F Ask students to discuss in their triads and share: 

* “Are there any words you don’t recognize that you think you might need to know to figure out what the text means?” 

F Discuss words the students highlight as well as the key academic vocabulary below. Ask students to have a 30-second 
discussion in their triad and then cold call a couple of groups to share their suggestions: 

* “What is a topic?” 

* “What does it mean by that follows from the task and purpose?” 

F Invite students to discuss in their triads and then cold call a couple of groups to share their suggestions: 

* “So now that you know what the key academic vocabulary means, how would you paraphrase it?” 

F Listen for: “The topic is introduced in a way that makes sense using the task and purpose.” Model paraphrasing on the lines 
under the chart. Invite the class to do the same. 

F Instruct students to Think-Pair-Share to compare the “good” and “great” columns: 

* “What is different about the ‘good’ and ‘great’ columns?” 

* “What extra do you have to do to get a ‘great’?” 
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Work Time (continued) Meeting Students’ Needs 

F Listen for: “To be ‘great,’ it needs to be compelling and logical.” 

F Invite triads to discuss what the key words are that make the difference between a literary essay being good and being great.  

F Listen for: “compelling,” “logically,” and “insightful.” Ask: 

* “What does logically mean?” 

* “What does insightful mean? What does sight mean? So what do you think insightful might mean?” 

F Highlight/circle those words on the display copy and invite students to do the same. 

F Remind students to add any new vocabulary to their word catcher. 

 

 

Closing and Assessment Meeting Students’ Needs 

A. Mix and Mingle: Sharing Themes of Expert Group Myths (3 minutes) 
F Explain that students are going to share their ideas for the theme of their expert group myth. They should try to talk to 

students who have the same expert group myth, as well as students who are studying a different myth. 

F Invite students to walk around each other for 20 seconds; play music as they circulate. When you stop the music, they are to 
stop and share their learning with the person nearest them. 

F Circulate to listen to student discussion. 

F Distribute Homework: Purpose for Reading—Chapter 19. 

 

 

Homework Meeting Students’ Needs 

A. Read Chapter 19 of The Lightning Thief and consider this question: “What does the scene in the throne room tell you 
about each of the three friends: Annabeth, Grover, and Percy?” Record your answer on the homework sheet and support 
your answer with evidence from the text. 

Note: Be prepared to return students’ mid-unit assessment mini-essays in Lesson 14. In your scoring, focus on Rows 1 and 
2 of the NYS Writing Rubric, as those are the most important rows in terms of helping students begin to write effectively 
with evidence. Students will be familiar with both of those rows by Lesson 14.  
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What is a theme that connects the myth of Cronus and The Lightning Thief? After reading the myth of Cronus and the novel The 
Lightning Thief, write a literary analysis in which you do the following: 
 
G Summarize the myth and present a theme that connects the myth and the novel 

G Describe how the theme is communicated in the myth 

G Describe how the theme is communicated in The Lightning Thief 

G Explain why myths still matter and why the author may have chosen to include this myth in the novel 
 

You will have the opportunity to discuss the reading and your thinking with your partner before writing independently. 
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The ancients believed that how long people lived and the destinies of mortals were regulated by three sister-goddesses, called 
Clotho, Lachesis, and Atropos, who were the daughters of Zeus and Themis. 
 
The power that they wielded [held] over the fate of man was symbolized by the thread of life, which they spun out for the life of 
each human being from his birth to the grave. They divided this job between them. Clotho wound the flax around the distaff [a 
stick or spindle], ready for her sister Lachesis, who spun out the thread of life, which Atropos, with her scissors, relentlessly 
snipped asunder [apart], when the life of an individual was about to terminate [end].  
 
The Fates represent the moral force by which the universe is governed. Both mortals and immortals were forced to submit to this 
force; even Zeus is powerless to prevent the Fates’ orders. The Fates, or Moiræ, are the special deities that rule over the life and 
death of mortals. 
 
Poets describe the Moiræ as stern, inexorable [impossible to stop or prevent] female divinities. They are aged, hideous, and also 
lame, which is meant to show the slow and halting march of destiny, which they controlled. They were thought of as prophetic 
divinities.

Adapted from: Berens, E. M. “Moiræ or Fates (Parcæ)”. Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894. 139–141. 

Web. 7 June 2013. Public domain. 
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Once upon a time, a long time ago, there lived a beautiful maiden named Medusa. Medusa lived in the city of Athens in a country 
named Greece—and although there were many pretty girls in the city, Medusa was considered the most lovely.  
 
Unfortunately, Medusa was very proud of her beauty and thought or spoke of little else. Each day she boasted of how pretty she 
was, and each day her boasts became more outrageous.   
 
On and on Medusa went about her beauty to anyone and everyone who stopped long enough to hear her—until one day when she 
made her first visit to the Parthenon with her friends. The Parthenon was the largest temple to the goddess Athena in all the land. 
It was decorated with amazing sculptures and paintings. Everyone who entered was awed by the beauty of the place and couldn’t 
help thinking how grateful they were to Athena, goddess of wisdom, for inspiring them and for watching over their city of Athens. 
Everyone, that is, except Medusa. 
 
When Medusa saw the sculptures, she whispered that she would have made a much better subject for the sculptor than Athena 
had. When Medusa saw the artwork, she commented that the artist had done a fine job considering the goddess’s thick 
eyebrows—but imagine how much more wonderful the painting would be if it was of someone as delicate as Medusa.  
 
And when Medusa reached the altar, she sighed happily and said, “My, this is a beautiful temple. It is a shame it was wasted on 
Athena, for I am so much prettier than she is—perhaps someday people will build an even grander temple to my beauty.” 
 
Medusa’s friends grew pale. The priestesses who overheard Medusa gasped. Whispers ran through all the people in the temple, 
who quickly began to leave—for everyone knew that Athena enjoyed watching over the people of Athens and feared what might 
happen if the goddess had overheard Medusa’s rash remarks.  
 
Before long the temple was empty of everyone except Medusa, who was so busy gazing proudly at her reflection in the large 
bronze doors that she hadn’t noticed the swift departure of everyone else. The image she was gazing at wavered and suddenly, 
instead of her own features, it was the face of Athena that Medusa saw reflected back at her.  
 
“Vain and foolish girl,” Athena said angrily. “You think you are prettier than I am! I doubt it to be true, but even if it were—there 
is more to life than beauty alone. While others work and play and learn, you do little but boast and admire yourself.” 
 
“Nonsense,” Athena retorted. “Beauty fades swiftly in all mortals. It does not comfort the sick, teach the unskilled, or feed the 
hungry. And by my powers, your loveliness shall be stripped away completely. Your fate shall serve as a reminder to others to 
control their pride.” 
 
And with those words, Medusa’s face changed to that of a hideous monster. Her hair twisted and thickened into horrible snakes 
that hissed and fought one another atop her head.  
And with that, Athena sent Medusa with her hair of snakes to live with the blind monsters—the gorgon sisters—at the ends of the 
earth, so that no innocents would be accidentally turned to stone at the sight of her. 
 

Adapted from: Berens, E. M. “Moiræ or Fates (Parcæ)”. Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894. 139–141. 

Web. 7 June 2013. Public domain. 
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Prince Theseus was greatly loved by his father, King Egeus. Theseus, however, was much too brave and active a young man to 
spend all his time talking about the past with his father. His ambition was to perform other, more heroic deeds. 
 
One morning, Prince Theseus awoke to sobs and screams of woe—from the king’s palace, from the streets, and from the temples. 
He put on his clothes as quickly as he could and, hastening to the king, inquired what it all meant. 
 
“Alas!” quoth King Egeus. “This is the saddest anniversary of the year. It is the day when we draw lots to see which of the youths 
and maidens of Athens shall go to be devoured by the horrible Minotaur!” 
 
“The Minotaur!” exclaimed Prince Theseus; and, like a brave young prince as he was, he put his hand to the hilt of his sword. 
“What kind of a monster may that be? Is it not possible to slay him?” 
 
But King Egeus shook his head and explained. In the island of Crete there lived a dreadful monster, called a Minotaur, shaped 
partly like a man and partly like a bull. But King Minos of Crete built a habitation for the Minotaur and took care of his health 
and comfort. A few years before, there had been a war between the city of Athens and the island of Crete, in which the Athenians 
were beaten. They could only beg for peace if they agreed to seven young men and seven maidens, every year, to be devoured by 
the pet monster of the cruel King Minos.  
 
When Theseus heard the story, he said, “Let the people of Athens this year draw lots for only six young men, instead of seven. I 
will myself be the seventh; and let the Minotaur devour me if he can!” 
 
As Prince Theseus was going on board, his father said, “My beloved son, observe that the sails of this vessel are black, since it 
goes upon a voyage of sorrow and despair. I do not know whether I can survive till the vessel returns. But as long as I do live, I 
shall creep daily to the top of yonder cliff, to watch if there be a sail upon the sea. And if by some happy chance you should escape 
the jaws of the Minotaur, then tear down those dismal sails, and hoist others that shall be bright as the sunshine. When I see the 
white sails, I and all the people will know that you are coming back victorious.” 
 
Theseus promised that he would do so. Then he set sail, and eventually arrived at King Minos’ kingdom. The guards of King 
Minos came down to the waterside and took charge of the 14 young men and damsels. Theseus and his companions were led to 
the king’s palace.  
 
When King Minos saw Theseus, the king looked at him more attentively, because his face was calm and grave. “Young man,” 
asked he, with his stern voice, “are you not appalled at the certainty of being devoured by this terrible Minotaur?” 
 
“I have offered my life in a good cause,” answered Theseus, “and therefore I give it freely and gladly. But thou, King Minos, aren’t 
you appalled to do this dreadful wrong? Thou art a more hideous monster than the Minotaur himself!” 
 
“Aha! do you think me so?” cried the king, laughing in his cruel way. “Tomorrow you shall have an opportunity of judging which 
is the greater monster, the Minotaur or the king!” 
 
Near the king’s throne stood his daughter Ariadne. She was a beautiful maiden who looked at these poor doomed captives with 
very different feelings from those of the iron-breasted King Minos. She begged her father to set them free.  
 
“Peace, foolish girl!” answered King Minos. He would not hear another word in their favor. The prisoners were led away to a 
dungeon. The seven maidens and six young men soon sobbed themselves to slumber. But Theseus was not like them. He felt that 
he had the responsibility of all their lives upon him, and must consider whether there was a way to save them.  
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Just before midnight, the gentle Ariadne showed herself. “Are you awake, Prince Theseus?” she whispered. She invited him to 
follow her. Ariadne led him from the prison into the pleasant moonlight. 
 
She told him he could sail away to Athens. “No,” answered the young man; “I will never leave Crete unless I can slay the 
Minotaur and save my poor companions.” 
 
“I knew you would say that,” said Ariadne. “Come with me. Here is your own sword. You will need it.” 
 
She led Theseus to a dark grove. Ariadne pressed her finger against a block of marble in a wall that yielded to her touch, 
disclosing an entrance just wide enough to admit them. She said, “In the center of this labyrinth is the Minotaur, and, Theseus, 
you must go thither to seek him.” 
 
They heard a roar that resembled the lowing of a fierce bull, yet had a sort of human voice. “That is the Minotaur’s noise,” 
whispered Ariadne. “Follow that sound through the labyrinth and you will find him. Take the end of this silken string; I will hold 
the other end; and then, if you win the victory, it will lead you again to this spot.” 
 
So he took the end of the string in his left hand and his gold-hilted sword, ready drawn, in the other, and trod boldly into the 
labyrinth. Finally, at the center of the labyrinth, he saw the hideous creature. Sure enough, what an ugly monster it was! Only his 
horned head belonged to a bull; and yet, somehow, he looked like a bull all over. Theseus hated him but also felt pity. The 
monster let out a roar; Theseus understood that the Minotaur was saying to himself how miserable he was. 
 
Was Theseus afraid? No! It strengthened his heart to feel a twitch at the silken cord, which he was still holding in his left hand. It 
was as if Ariadne were giving him all her might and courage.  
 
Now the Minotaur caught sight of Theseus and instantly lowered his sharp horns, exactly as a mad bull does when he means to 
rush against an enemy. They began an awful fight. At last, the Minotaur made a run at Theseus, grazed his left side with his horn, 
and flung him down; and thinking that he had stabbed him to the heart, he cut a great caper in the air, opened his bull mouth 
from ear to ear, and prepared to snap his head off. But Theseus had leaped up and caught the monster off guard. He hit him 
upon the neck and made his bull head skip six yards from his human body, which fell down flat upon the ground. 
 
So now the battle was ended. Theseus, as he leaned on his sword, taking breath, felt another twitch of the silken cord. Eager to let 
Ariadne know of his success, he followed the guidance of the thread and soon found himself at the entrance of the labyrinth. 
 
“Thou hast slain the monster!” cried Ariadne, clasping her hands. 
 
“Thanks to thee, dear Ariadne,” answered Theseus, “I return victorious.” 
 
“Then,” said Ariadne, “we must quickly summon thy friends, and get them and thyself on board the vessel before dawn. If 
morning finds thee here, my father will avenge the Minotaur.” 
 
The poor captives were awakened and told of what Theseus had done, and that they must set sail for Athens before daybreak. 
Prince Theseus lingered, asking Adriane to come with him. But the maiden said no. “My father is old, and has nobody but myself 
to love him.” 
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So he said farewell to Ariadne and set sail with the others. On the homeward voyage, the 14 youths and damsels were in excellent 
spirits. But then happened a sad misfortune. 
 
You will remember that Theseus’ father, King Egeus, had said to hoist sunshiny sails, instead of black ones, in case Theseus 
should overcome the Minotaur and return victorious. In the joy of their success, however, they never thought about whether 
their sails were black, white, or rainbow-colored. Thus the vessel returned, like a raven, with the same sable wings that had 
wafted her away.  
 
Poor King Egeus, day after day, infirm as he was, had clambered to the summit of a cliff that overhung the sea, and there sat 
watching for Prince Theseus, homeward bound; and no sooner did he behold the fatal blackness of the sails than he concluded 
that his dear son had been eaten by the Minotaur. He could not bear the thought of living any longer; so he stooped forward and 
fell headlong over the cliff, and was drowned, poor soul, in the waves that foamed at its base. 
 
This was melancholy news for Prince Theseus, who, when he stepped ashore, found himself king of all the country. However, he 
sent for his dear mother, and, by taking her advice in matters of state, became a very excellent monarch, and was greatly beloved 
by his people. 
 
 
 

Adapted from: Hawthorne, Nathaniel. “Theseus Goes to Slay the Minotaur” and “Theseus and Ariadne.” In Storr, Francis, ed. Half a Hundred Hero Tales of 
Ulysses and the Men of Old. New York: Henry Holt, 1911. 138-153. Web. 7 June 2013. Public domain. 
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Create charts around the room that name the element of mythology and a brief excerpt from that element. Students will then 
post sticky notes on these charts with their thinking about how that element could apply to their expert group myth to help 
determine a theme.  
 

Chart 1: 
Tension between Opposing Forces in the Universe 
Myths are often structured around the tensions between 
opposing forces in the universe, such as light versus dark and 
good versus evil. 

Chart 2: 
A Struggle for Power 
This struggle for power may be between two supernatural 
forces, a supernatural force and a mortal, or two members of 
a single family.  
 

Chart 3: 
Explanation of the Origins of Life and the Natural 
World 
Myths often attempt to answer the fundamental questions: 
How did the world come to be? Who are we? What is our 
purpose on earth? 
 

Chart 4: 
Fate and Prophecy  
The idea of fate, and its overwhelming power, is a central 
theme in many myths. Neither gods nor man seem able to 
escape fate, despite many attempts to do so. Making this 
theme even more prominent, many myths begin with a 
prophecy.  
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CRITERIA  4 
Essays at this level: 

3 
Essays at this level: 

2 
Essays at this level: 

1 
Essays at this level: 

0 
Essays at this level: 

CONTENT AND ANALYSIS: the 

extent to which the essay 

conveys complex ideas and 

information clearly and 

accurately in order to support 

claims in an analysis of topics or 

texts  

7 clearly introduce a topic in a 

manner that is compelling and 

follows logically from the task 

and purpose  

7 demonstrate insightful 

analysis of the text(s)  

7 clearly introduce a topic in a 

manner that follows from the 

task and purpose  

7 demonstrate grade-

appropriate analysis of the 

text(s)  

7 introduce a topic in a manner 

that follows generally from the 

task and purpose  

7 demonstrate a literal 

comprehension of the text(s)  

7 introduce a topic in a manner 

that does not logically follow 

from the task and purpose  

7 demonstrate little 

understanding of the text(s)  

7 demonstrate a lack of 

comprehension of the text(s) 

or task 

COMMAND OF EVIDENCE: the 

extent to which the essay 

presents evidence from the 

provided texts to support 

analysis and reflection 

7 develop the topic with 

relevant, well-chosen facts, 

definitions, concrete details, 

quotations, or other 

information and examples 

from the text(s)  

7 sustain the use of varied, 

relevant evidence  

7 develop the topic with relevant 

facts, definitions, details, 

quotations, or other 

information and examples 

from the text(s)  

7 sustain the use of relevant 

evidence, with some lack of 

variety  

7 partially develop the topic of 

the essay with the use of some 

textual evidence, some of 

which may be irrelevant  

7 use relevant evidence 

inconsistently  

7 demonstrate an attempt to use 

evidence, but only develop 

ideas with minimal, occasional 

evidence which is generally 

invalid or irrelevant 

7 provide no evidence or 

provide evidence that is 

completely irrelevant 
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CRITERIA  4 
Essays at this level: 

3 
Essays at this level: 

2 
Essays at this level: 

1 
Essays at this level: 

0 
Essays at this level: 

COHERENCE, 

ORGANIZATION, AND STYLE: 

the extent to which the essay 

logically organizes complex 

ideas, concepts, and information 

using formal style and precise 

language 

7 exhibit clear organization, 

with the skillful use of 

appropriate and varied 

transitions to create a unified 

whole and enhance meaning  

7 establish and maintain a 

formal style, using grade-

appropriate, stylistically 

sophisticated language and 

domain-specific vocabulary 

with a notable sense of voice  

7 provide a concluding 

statement or section that is 

compelling and follows clearly 

from the topic and 

information presented  

7 exhibit clear organization, 

with the use of appropriate 

transitions to create a unified 

whole  

7 establish and maintain a 

formal style using precise 

language and domain-specific 

vocabulary  

7 provide a concluding 

statement or section that 

follows from the topic and 

information presented  

7 exhibit some attempt at 

organization, with 

inconsistent use of transitions  

7 establish but fail to maintain a 

formal style, with inconsistent 

use of language and domain-

specific vocabulary  

7 provide a concluding 

statement or section that 

follows generally from the 

topic and information 

presented  

7 exhibit little attempt at 

organization, or attempts to 

organize are irrelevant to the 

task  

7 lack a formal style, using 

language that is imprecise or 

inappropriate for the text(s) 

and task  

7 provide a concluding 

statement or section that is 

illogical or unrelated to the 

topic and information 

presented  

7 exhibit no evidence of 

organization  

7 use language that is 

predominantly incoherent or 

copied directly from the 

text(s)  

7 do not provide a concluding 

statement or section  

CONTROL OF CONVENTIONS: 

the extent to which the essay 

demonstrates command of the 

conventions of standard English 

grammar, usage, capitalization, 

punctuation, and spelling 

7 demonstrate grade-

appropriate command of 

conventions, with few errors 

7 demonstrate grade-

appropriate command of 

conventions, with occasional 

errors that do not hinder 

comprehension 

7 demonstrate emerging 

command of conventions, with 

some errors that may hinder 

comprehension 

7 demonstrate a lack of 

command of conventions, with 

frequent errors that hinder 

comprehension 

7 are minimal, making 

assessment of conventions 

unreliable 
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Name: 

Date: 

 

CRITERIA  4 
Essays at this 

level: 

3 
Essays at this 

level: 

2 
Essays at this 

level: 

1 
Essays at this 

level: 

0 
Essays at this level: 

COHERENCE, 

ORGANIZATION, AND 

STYLE: the extent to 

which the essay logically 

organizes complex ideas, 

concepts, and 

information using formal 

style and precise language 

3 exhibit clear 

organization, with 

the skillful use of 

appropriate and 

varied transitions 

to create a unified 

whole and 

enhance meaning  

3 establish and 

maintain a formal 

style, using grade-

appropriate, 

stylistically 

sophisticated 

language and 

domain-specific 

vocabulary with a 

notable sense of 

voice  

3 provide a 

concluding 

statement or 

section that is 

compelling and 

follows clearly 

from the topic 

and information 

presented  

3 exhibit clear 

organization, with 

the use of 

appropriate 

transitions to 

create a unified 

whole  

3 establish and 

maintain a formal 

style using precise 

language and 

domain-specific 

vocabulary  

3 provide a 

concluding 

statement or 

section that 

follows from the 

topic and 

information 

presented  

3 exhibit some 

attempt at 

organization, with 

inconsistent use 

of transitions  

3 establish but fail 

to maintain a 

formal style, with 

inconsistent use 

of language and 

domain-specific 

vocabulary  

3 provide a 

concluding 

statement or 

section that 

follows generally 

from the topic 

and information 

presented  

3 exhibit little 

attempt at 

organization, or 

attempts to 

organize are 

irrelevant to the 

task  

3 lack a formal style, 

using language 

that is imprecise 

or inappropriate 

for the text(s) and 

task  

3 provide a 

concluding 

statement or 

section that is 

illogical or 

unrelated to the 

topic and 

information 

presented  

3 exhibit no evidence of 

organization  

3 use language that is 

predominantly incoherent or 

copied directly from the text(s)  

3 do not provide a concluding 

statement or section  
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Name: 

Date: 

 
What does the scene in the throne room tell you about each of the three friends: Annabeth, Grover, and Percy? 
Support your answer with evidence from the text. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can cite text-based evidence to support analysis of an informational text. (RI.6.1) 
I can determine a theme based on details in a literary text. (RL.6.2) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
I can produce clear and coherent writing that is appropriate to task, purpose, and audience. (W.6.4) 
With support from peers and adults, I can use a writing process to produce clear and coherent writing. (W.6.5) 

Supporting Learning Targets Ongoing Assessment 

E I can use a model text to guide my writing of an introduction and conclusion for my analytical mini-
essay.  

E I can use feedback to revise and publish an analytical mini-essay about Prometheus. 

E Partner Writing: Analytical mini-essay recording form 
(introduction and conclusion) 

E Final draft of the analytical mini-essay 
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Agenda Teaching Notes 

1. Opening 

A. Unpacking Learning Targets                  
(2 minutes) 

2. Work Time  

A. Partner Writing: Crafting an 
Introduction and Conclusion               
(10 minutes) 

B. Peer Critique of Analytical Mini-Essays 
(10 minutes) 

C. Mid-Unit Assessment: Using Feedback 
to Revise and Write a Polished Version 
of an Analytical Mini-Essay                  
(20 minutes) 

3. Closing and Assessment 

A. Stars and Steps (3 minutes) 

4. Homework 

A. Catch up on reading in The Lightning 
Thief, or reread favorite sections. Come 
ready to share a key element of 
mythology or theme that you noticed.  

E This assessment centers on writing standards. The point of the revision is to craft strong analytical paragraphs, 
linked to W.6.2 and W.6.4. Students have already had support from the teacher (in Lessons 9 and 10) with reading 
and analyzing the myth itself. However, because students are communicating their thinking about the myth (most 
specifically related to RL.6.2 about theme), reading standards are also named in the assessment. Note that in order 
to truly and fully demonstrate mastery of RL.6.2, students would need to read a grade-level literary text on their own 
and determine the theme based on details. Students will have opportunities to demonstrate independent mastery of 
this standard in future modules.  

E This assessment is based on students’ best revised writing after peer feedback. If technology is available and your 
students know how to word process, consider having them type their revisions so they can also do spell check, etc. 
This would address W.6.6. (Students may need more time for word processing.) If not, be sure in students’ final 
drafts that you focus more on their analytical thinking than their spelling or proofreading, which has not yet been 
explicitly taught.  

E Students will need their drafts and their graphic organizers (from Lessons 9 and 10). 

E Note that students are asked to “have a go” at writing a conclusion sentence to their essay. Conclusions have not been 
formally taught at this point in the unit, so it is fine if students just restate their introduction in different words. 
Present the conclusion as a challenge for students who are ready, but be clear that students will not be formally 
assessed on the quality of their conclusion. They will have opportunities to more deeply practice writing a conclusion 
for their end of unit assessment, and in future modules.  

E In advance: Consider intentional partnerships for the peer critiques. These pairs should be different from the pairs 
that talked through their drafts with each other during Lesson 10. Determine pairs based on strengths and needs that 
complement each other. In this way, a particular student’s strengths best serve his or her partner’s needs.  

E Evaluate students’ mini-essays based on the NYS Writing Rubric, with a focus on Rows 1 and 2. 
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Lesson Vocabulary Materials 

revise, feedback, criteria, critique  
 

E Equity sticks 

E Model Analytical Mini-Essay: “Elements of Mythology and Theme of Cronus” (from Lesson 7; one per student) 

E Students’ materials from Lessons 8-10: “Prometheus,” Elements of Myth graphic organizer, Theme graphic organizer, drafts 

E Peer Critique recording form (one per student) 

E Mid-Unit 2 Assessment: Final Draft of Analytical Mini-Essay recording form (one per student; or, if preferred, have students 
word process or use lined paper for their final draft) 

E NYS Writing Rubric (for teacher reference only) 

 

Opening Meeting Students’ Needs 

A. Unpacking Learning Targets (2 minutes) 
E Invite a series of student volunteers to read aloud each target, one at a time, as the other students read along. Ask:  

* “What are the important words in these targets?”  

* “What do you need to keep in mind as you complete today’s assessment?” 

E Give students a moment to think. Then use equity sticks to invite whole-class shares about these questions.  

E Remind students that there are no “tricks” to this assessment. They have been working for several lessons now to think and 
plan their writing about Prometheus. Today is simply a chance for them to do a little more learning about analytical essays, 
get some feedback, and then do their very best final draft. 
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Work Time Meeting Students’ Needs 

A. Partner Writing: Crafting an Introduction and Conclusion (10 minutes) 
E Direct students’ attention back to the Model Analytical Mini-Essay: “Elements of Mythology and Theme of 

Cronus” that they looked at in Lesson 7. Zoom in on the introduction sentence. Remind students that they did not work on 
this part of their essay during the last essay. This is because the purpose of an introduction sentence is to alert the reader to 
the big ideas of the mini-essay. So often it’s easiest to write the introduction after you have done the thinking to know what 
your theme is about.  

E Tell students that their introduction should introduce the two main ideas from their two body paragraphs: 

* This is a classic myth (this relates to their first body paragraph). 

* It has a specific theme (this relates to their second body paragraph). 

E Invite students to Think-Pair-Share with their partner: 

* “What might you write in your introduction sentence?”  

E Use the shares to clear up any confusion or misconceptions about the introduction sentence. Then direct students to write 
down an introduction sentence above their body paragraphs.  

E Tell students that their conclusion should just take their introduction one step further: Why does this matter? (Acknowledge 
to students that this is their first shot at writing a conclusion; they will learn much more about it later in the year.) 

E Consider providing sentence stems 
for the introduction and conclusion 
to scaffold select students’ thinking 
and writing.  

E Some students may need additional 
time to complete this assessment 
writing. Consider accommodations 
that may be needed for these 
students (additional time, scribe, 
etc.). 

B. Peer Critique of Analytical Mini-Essays (10 minutes) 
E Be sure students have their materials from Lessons 8-10: 
* “Prometheus” 

* Elements of Myth graphic organizer 

* Theme graphic organizer 

* Drafts  

E Pair each student up with a new partner. It is important that this is not the person they did the thinking and writing with, as 
the critique should be done with a “fresh set of eyes.” Point out that the word revise means to “look again”; working with a 
new partner will help them see their own work with fresh eyes.  
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Work Time (continued) Meeting Students’ Needs 

E Tell students that they have the very important task of providing feedback to their peers. Remind them that they have done 
this before, when they wrote about The Lightning Thief and “The Hero’s Journey.” Tell them that it is very important that 
they check for all of the criteria on the checklist, provide positive feedback (what they did well), and next steps (ways in 
which they could make their mini-essay better). Point out that criteria and critique are from the same word family: The root 
“crit” means “to separate” or “to choose.” So they will be helping each other choose what is most important (or critical) to 
focus on as they revise.  

E Distribute a Peer Critique recording form to each member of the class. Tell students that they should take about 7 minutes to 
do the following: 

1. Review the criteria for critiquing the mini-essay. 

2. Read your partner’s mini-essay. 

3. Fill out the Peer Critique recording form about your partner’s work.  

E Circulate to support students as they work. Coach them on the task, asking probing questions such as:  
* “What does this criteria mean?”  

* “How specifically does your partner’s essay meet this criteria?”  

E After 7 to 8 minutes, pause students in their work. Reassure them that it is fine if they did not finish every aspect of the 
critique form; often the thinking and conversation are most important. Ask students to give the Peer Critique recording form 
to their partner. Tell them they have the next couple of minutes to explain their feedback in more detail and clear up any 
confusion about why they wrote what they wrote. 
Circulate to listen in on the conversations, probing or adding as needed.   

 

C. Mid-Unit Assessment: Using Feedback to Revise and Write a Polished Version of an Analytical  
 Mini-Essay (20 minutes) 
E Tell students that they will now have an opportunity to use the thoughtful feedback of their peers to create a polished and 

final copy of their analytical mini-essay. Give directions: 

1. Read the feedback given to you by your peer.  

2. Use this feedback to annotate your draft. How can you use the feedback to make your analytical mini-essay better? 

3. Rewrite your analytical mini-essay on the Analytical Mini-Essay Final Draft recording form.  

E Circulate and support students as they write. Ask them to explain what types of changes they are making based on the 
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feedback they received. Remind students to go slowly and use their best handwriting.  

 

Closing and Assessment Meeting Students’ Needs 

A. Stars and Steps (3 minutes) 
E Invite students to meet with their regular triads. Ask them to take 30 seconds to think, and then share with their triad:  

* “What is a ‘Star’ related to your mini-essay? What do you feel good about?” 

* “What is a ‘Step’ related to your mini-essay? What is something you think you still need more practice with?” 

E Congratulate students on their work planning, drafting, and revising their mini-essay. Give specific positive praise about 
behaviors or thinking you noticed.  

 

 

Homework Meeting Students’ Needs 

A. Catch up on reading in The Lightning Thief or reread favorite sections. From the section that you read (either a new 
section or a reread), come ready to share one important element of mythology or one important theme that you 
encountered.  
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Name: 

Date: 

 
Place a � if the criteria is included in the writing.  
Place an X if the criteria is not included in the writing.  
 
Criteria for an Analytical Mini-Essay:  
 
               The mini-essay begins with an introductory sentence that introduces both elements of mythology and an important  
               theme in the myth.  
 
               The first body paragraph identifies two elements of mythology present in the myth of Prometheus. 
 
               The first body paragraph includes evidence to show each element of mythology.  
 
               The second body paragraph identifies a theme of Prometheus.  
 
               The second body paragraph provides two details that contribute to the theme.  
 
               The second body paragraph explains how the details help to prove the claim.  
 
               The mini-essay ends with a concluding sentence that shows the writer’s thinking about why this matters. 
 
 
 
Star: One thing you did well in your mini-essay is: 

 

 
 
 
Step: One thing you should work on to make your mini-essay better is: 
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Name: 

Date: 

 
Write an analytical mini-essay that responds to the following questions: 
. What are the significant elements of mythology in the Prometheus text? Explain how elements of  

mythology in the plot make Prometheus a classic myth. 

. What is an important theme in this myth? Explain how key details in the myth help to contribute to  
this theme.  

 
Remember to do the following:  
. Write an introduction sentence that introduces both body paragraphs of your writing.  

. Write a conclusion that explains how an element of mythology connects to a theme of the myth.  

 
Use evidence from both the myth and the informational text to support your answer.  
 
Introduction Sentence: 

 

 

 

 

 
Paragraph 1: (Elements of Mythology) 
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Paragraph 2: (Theme) 
 

 

 

 

 

 

 

 

 
Concluding Sentence: 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
With support from peers and adults, I can use a writing process to produce clear and coherent writing. (W.6.5) 
I can use evidence from a variety of grade-appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

B I can use a model text to guide my writing of an analytical mini-essay. 

B I can use the writing process, and the support of my teacher and peers, to plan and draft my analytical 
mini-essay about Prometheus.  

B I can identify and write clearly about the elements of mythology in the myth of Prometheus. 

B I can identify and write clearly about a theme in the myth of Prometheus.  

B I can support my thinking with details from the text. 

B Partner Writing: Analytical Mini-Essay recording form 
(two body paragraphs) 
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Agenda Teaching Notes 

1. Opening 

A. Unpacking Learning Targets (3 minutes) 

2. Work Time  

A. Studying the Model: How Did the Writer Move from 
the Graphic Organizer to the Analytical Mini-Essay 
about the Myth of Cronus?  
(5 minutes) 

B. Guided Writing: Using the Elements of Mythology 
Graphic Organizer to Draft a First Body Paragraph (15 
minutes) 

C. Writing: Using the Theme Graphic Organizer to Draft 
a Second Paragraph (20 minutes) 

3. Closing and Assessment 

A. Reflecting on the Learning Targets (2 minutes) 

4. Homework 

A. Catch up on your reading from The Lightning Thief, 
or re-read your favorite excerpts. 

B In Lesson 7, students read a full model essay and then “backward planned” to think about the planning 
the author of that model essay would have had to have done. In Lessons 8 and 9, students then closely 
read the myth of Prometheus and completed their own graphic organizer for an analytical mini-essay 
about this myth.  

B Now, in Lesson 10, students will draft their own analytical mini-essay with support from the teacher 
and their peers.  

B Providing students models of the finished product they will produce helps then envision success. 
Modeling the process of planning and drafting serves as a powerful example of a writer at work. In this 
lesson, be prepared to think aloud and show students this thinking.  

B Be sure students have their graphic organizers they completed for the myth of Prometheus (done in 
Lesson 9).  

B Note that Work Time Part B includes time for students to talk with a partner and then draft both body 
paragraphs: the first about elements of mythology, and the second about theme. Giving students 
opportunities to talk through their ideas with a partner provides an important scaffold for their 
independent writing. This is particularly useful for struggling writers: The talking serves as a sort of 
“oral rehearsal” for their written draft.  

B Note that the final mini-essay will include a separate short introduction and conclusion. Today, 
students focus just on the two body paragraphs. Be sure to distinguish for students the “introduction” 
of the essay (which they will write in Lesson 11) and the claim (first sentence) for each body paragraph.  

B In advance: Determine strategic partnerships for Work Time B. Consider pairing ELLs with native 
English speakers and students strong in analytical reading skills with students who may struggle with 
this type of thinking.  

B If access to a document camera is not possible, create an anchor chart of the Elements of Myth graphic 
organizer sample response and the Model Analytical Essay. 
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Lesson Vocabulary Materials 

analytical, draft  B Document camera 

B Elements of Myth graphic organizer sample response (from Lesson 7; one to project for students) 

B Model Analytical Mini-Essay: “Elements of Mythology and Theme of Cronus” (from Lesson 7; one per student) 

B Partner Writing: Analytical Mini-Essay recording form (one per student) 

B Elements of Myth graphic organizer (from Lesson 9; one per student) 

B Theme graphic organizer (from Lesson 9; one per student) 

B Structure of Model Analytical Mini-Essay about Myth anchor chart (from Lesson 7) 

 

Opening Meeting Students’ Needs 

A. Unpacking Learning Targets (3 minutes) 
B Read aloud the learning targets as students read along: 

* “I can use a model text to guide my writing of an analytical mini-essay.” 

* “I can use the writing process, and the support of my teacher and peers, to plan and draft my analytical mini-essay about 
Prometheus.”  

* “I can identify and write clearly about the elements of mythology in the myth of Prometheus.” 

* “I can identify and write clearly about a theme in the myth of Prometheus.” 

* “I can support my thinking with details from the text.”  

B Tell students that today they will be turning all their hard “thinking work” about the myth of Prometheus into analytical 
writing. This way, an audience can appreciate all that they have learned. Think-Pair-Share:  

* “When you are writing to communicate your thinking with an audience, what is it important to do?” 

B Tell students that today’s work will be a draft. Review the word draft as “the first try at a piece of writing before revising.” 
Tomorrow they will revise their work. 
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Work Time Meeting Students’ Needs 

A. Studying the Models: How Did the Writer Move from the Graphic Organizer to the Analytical Mini-
Essay about the Myth of Cronus? (5 minutes) 
B Using a document camera, direct students’ attention to the Elements of Myth graphic organizer sample 

response for the myth of Cronus that they studied in Lesson 7.  

B Remind students that the author of the model essay used this graphic organizer to plan and create the first body 
paragraph of the Model Analytical Mini-Essay: “Elements of Mythology and Theme of Cronus.” Ask students 
to compare the graphic organizer with the model essay. Think-Pair-Share:  

* “How did the author use the graphic organizer to write this first body paragraph? What steps did she or he have to 
take?”  

B Guide students toward the idea that the graphic organizer contains all the important information needed to write the 
paragraph. The writer’s biggest job was to form sentences in an order that makes sense for a reader.  

B Point out that the author used a similar process when moving from the second graphic organizer (about theme) to the 
paragraph about theme. 

B Consider posting directions where all 
students can see them to support 
students who have difficulty tracking 
multistep directions. 

 

B. Guided Writing: Using the Elements of Mythology Graphic Organizer to Draft a First Body Paragraph  
 (15 minutes) 
B Tell students that they will now have the chance to work on their own mini-essay. They will take exactly the same steps 

the author of the Model Analytical Mini-Essay: “Elements of Mythology and Theme of Cronus” took. You will guide them 
through the process, and they will have time to think and discuss with a partner.  

B Be sure that students understand that all of them must write their own essay. But they get to collaborate with a partner to 
talk through their ideas. Tell them that this is something most adult writers do when they are writing for their work or in 
college; it helps to talk ideas through with someone before trying to put those ideas down on paper. Encourage students 
by telling them that the “heavy lifting” of this assignment was already done in Lesson 9 when they completed their 
graphic organizers. Today’s learning targets focus on shaping all that great thinking into a format that is friendly for a 
reading audience.  

B Ask students to take out their Elements of Myth graphic organizer and Theme graphic organizer they 
completed for the myth of Prometheus (during Lesson 9).  

B For each sentence of the paragraphs, 
consider posting sentence starters in 
view of all students to help them frame 
their thinking and get started.  

B Consider posting directions for writing 
from a graphic organizer to support 
students who have difficulty with 
multistep directions. 
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Work Time (continued) Meeting Students’ Needs 

B Direct students’ attention to the Structure of Model Analytical Mini-Essay about Myth anchor chart from 
Lesson 7. Point out the first line, “Introduction sentence.” Tell students that because an introduction sentence should 
address both paragraphs of the mini-essay, most writers go back and write this after they write their paragraphs. 
Therefore, you will move on and come back to it. Ask:  

“What was the purpose of the first paragraph according to our anchor chart?”  

“Where did the writer get the information necessary to write the first paragraph?”  

B Listen for responses such as: “This paragraph identifies the elements of mythology in the myth,” and “The information 
came from the Elements of Myth graphic organizer.”  

B Pair students up. Give each student a Partner Writing: Analytical Mini-Essay recording form. Tell students they 
will use this recording form to draft their mini-essay. Remind them that they’ve done all the hard thinking already on 
their graphic organizers.  

B Give and post directions:  

1. Look at the Structure of Model Analytical Mini-Essay about Myth anchor chart. 

2. Determine the purpose of the sentence or section you are about to write.  

3. Locate the information that you will need on your graphic organizer.  

4. Practice saying the sentence or sentences aloud with your partner.  

5. Write it into your paragraph.  

B Circulate and support students as they work, asking them to show you where on their graphic organizers they are finding 
their elements and evidence. Look for a pair that can serve as a strong model for their peers.  

B After 12 to 13 minutes, refocus students whole group. Invite the pair to share their paragraphs with the whole class. 
Emphasize to the class that hearing this model should help them know what their paragraphs should sound like.  

B Congratulate students on the difficult work of completing a strong analytical paragraph for their mini-essay. Tell them 
they now will move on to writing about theme. 

B Select students may need to continue 
the guided practice when writing the 
paragraph about theme. These students 
should be pulled into a small group to 
be given greater scaffolding.  

B Consider pulling a small group of 
students for a more guided writing 
experience, in which moving 
information from the graphic organizer 
to the draft is done sentence.  
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Work Time (continued) Meeting Students’ Needs 

C. Writing: Using the Theme Graphic Organizer to Draft a Second Paragraph (20 minutes) 

B Tell students they will now be working with the second body paragraph, about theme. Repeat the learning target:  

* “I can identify and write clearly about a theme in the myth of Prometheus.”  

B Ask:  

* “How is this different from the learning target we were just working on?” Invite a volunteer to share whole class.  

B Direct students’ attention back to the Structure of Model Analytical Mini-Essay about Myth anchor chart. Explain that 
they will follow the same five-step directions as above, only now for their paragraph about theme:  

1. Look at the anchor chart. 

2. Determine the purpose of this theme section.  

3. Locate the information you need.  

4. Practice saying the sentences aloud.  

5. Write it into your paragraph.  

B Circulate and support students as they work on their paragraph about theme. Encourage students to use transition 
phrases such as “One example …,” “In the myth it says …,” etc. to make sentences flow.  

B Emphasize to students that after each detail from the text, they need to have a sentence that explains how that detail 
supports that theme. They have already done this thinking for their graphic organizer. Consider providing a sentence 
stem such as: “This details shows the theme of ______________________ by ___________________.” 
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Closing and Assessment Meeting Students’ Needs 

A. Reflecting on Learning Targets (2 minutes) 
B Name specific positive behaviors you saw during work time: collaboration, rereading the text for evidence, talking through 

ideas to clarify, etc. Be as concrete as possible, and link this feedback to the learning targets (e.g., “I heard David and Anita 
really challenging each other to cite details,” or “So-and-so found two elements of mythology that show up really strongly in 
the myth”).  

B Tell students that drafting the two body paragraphs of their analytical mini-essay is sophisticated and rigorous writing work.  

B Remind the class of the learning targets:  

* “I can identify and write clearly about the elements of mythology in the myth of Prometheus.”  

* I can identify and write clearly about a theme in the myth of Prometheus.”  

B Ask students to take 30 seconds to consider:  

* “Which paragraph was more challenging for you to think about, plan, and write?”  

B Invite a few volunteers to share. Listen for answers such as: “Elements of mythology was more difficult because I had to use 
two different texts,” or “Theme was more difficult because I had to come up with my own idea or claim.”  

B Use student responses as a formative assessment of their current strengths and challenges in this work. 

. 

 

Homework Meeting Students’ Needs 

A. Catch up on your reading from The Lightning Thief, or re-read your favorite excerpts.   
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Name: 

Date: 

 
Note: Talk with your partner to help you think before you write. But each of you should write your own essay in the space below. 
 
Write an analytical mini-essay that responds to the following questions: 
. What are the significant elements of mythology in the Prometheus text? Explain how elements of  

mythology in the plot make Prometheus a classic myth. 

. What is an important theme in this myth? Explain how key details in the myth help to contribute to  
this theme.  

 
Remember to do the following:  
. Write an introduction sentence that introduces both body paragraphs of your writing.  

. Write a conclusion that explains how an element of mythology connects to a theme of the myth.  

 
Use evidence from both the myth and the informational text to support your answer.  
 
Introduction Sentence: 

 

 

 

 

 
Paragraph 1: (Elements of Mythology) 
 

 

 

 

 

 

 
Paragraph 2: (Theme) 
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Concluding Sentence: 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can determine a theme based on details in a literary text. (RL.6.2) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 

Supporting Learning Targets Ongoing Assessment 

C I can reflect on the things close readers do.  

C I can use details to make a claim about the elements of mythology in the myth of Prometheus.  

C I can use details to make a claim about a theme of the myth of Prometheus. 

C Elements of Myth graphic organizer 

C Theme graphic organizer 
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Agenda Teaching Notes 

1. Opening 

A. The Lightning Thief Routine: Purpose 
for Reading Chapter 17 (5 minutes) 

2. Work Time  

A. Close Reading, Part 2: Identifying 
Details of Elements of Myth and Theme 
in Prometheus (15 minutes) 

B. Partner Writing: Planning Mini-Essays 
Using Graphic Organizers (20 minutes) 

3. Closing and Assessment 

A. Debrief: How Did the Graphic 
Organizers Help You Understand the 
Elements of Mythology and Theme of 
Prometheus? (5 minutes) 

4. Homework 

A. Complete graphic organizers. Read 
Chapter 18 of The Lightning Thief. Use 
evidence flags to mark key elements of 
mythology you notice. 

C In previous lessons, students have learned how to recognize what makes a myth a myth and to identify the themes in 
a myth by reading closely for details of mythological elements. They have practiced using two graphic organizers—
Elements of Myth, and Theme—to become familiar with how to use them to organize their thinking. They will be 
using these organizers to organize their thinking for the mid-unit assessment. Continue to support students in 
understanding the logic behind each graphic organizer, particularly how they can use the Elements of Myth graphic 
organizer to help them determine a significant theme. 

C In Lesson 8, students began reading closely the myth Prometheus, focusing on getting the gist. Today they go deeper 
by looking at details that suggest elements of myth and theme. Continue to reinforce with students the importance of 
rereading, referring them to the Reading Closely: Guiding Questions handout as necessary.  

C A focus of this lesson is the transition from of the Reading Closely: Guiding Questions handout to the Analyzing 
Details row as they dig deeper into the text. Be sure students know that reading closely is not a formula or a series of 
steps; rather it is the practice of simply digging deeper and deeper into the words, meaning, and structure of a text. 

C In Lesson 10, students will be writing an analytical mini-essay about the myth of Prometheus as practice for the mid-
unit assessment. Note that in this lesson, students spend only 5 minutes working with The Lightning Thief to ensure 
they have enough time to complete their graphic organizers before Lesson 10.  

C In advance: Review Elements of Myth graphic organizer and possible answers to get a sense of the type of responses 
to expect from students. 

C The Themes graphic organizer is adapted in collaboration with Odell Education based on their Evidence-Based 
Claims worksheet (also see stand-alone document on EngageNY.org and odelleducation.com/resources). Note that 
these organizers support students in arriving at a claim through an inductive thinking process. Note that there is no 
answer provided for teacher reference, since the purpose of this graphic organizer is for students to follow their own 
inductive process. 

C With both graphic organizers, students begin by singling out details in the myth. They identify elements of mythology 
for the first body paragraph, and then move on to theme for the second body paragraph. Students record details in 
the first row of boxes. In the second row of boxes students describe what they think about that detail, particularly in 
terms of how it relates to elements of mythology or theme. In the next row they connect all the details together and 
describe how the details are all linked. In the final row they make a claim about elements of myth or theme.  

C The second graphic organizer (Theme) builds directly off the first (Elements of Myth) because some of the elements 
of mythology contribute to the themes. 
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Lesson Vocabulary Materials 

reflect, elements of myth, theme, claim 
 

C Homework question for Chapter 17 (from Lesson 8; one to display) 

C The Lightning Thief (book; one per student) 

C Reading Closely: Questioning Texts (one per student from previous lesson) 

C “Prometheus” (from Lesson 8; one per student) 

C Document camera 

C Reading Closely: Analyzing Details (one per student) 

C Elements of Myth graphic organizer (for Body Paragraph 1) (one per student) 

C “Key Elements of Mythology” text (from Lesson 4; one per student) 

C Elements of Myth graphic organizer (for Body Paragraph 1) (Sample Response for Teacher Reference) 

C Theme graphic organizer (for Body Paragraph 2) (blank; one per student) 

C Evidence flags (four per student) 

 

Opening Meeting Students’ Needs 

A. The Lightning Thief Routine: Sharing Evidence Flags (3 minutes) 
C Post the homework question for Chapter 17 of The Lightning Thief:  

* “How does Percy show that he is a hero in Chapter 17 of The Lightning Thief?” 

C Invite students to get into discussion triads. Ask them to each share one example: one location where they placed an 
evidence flag in Chapter 17 to answer the question, and to explain why they chose that evidence to answer the question. 

C Invite discussion triads to share with the rest of the class the evidence their team collected. 

C Consider grouping ELL students 
who speak the same home language 
into triads when discussion of 
complex content is required. This 
can allow students to have more 
meaningful discussions and clarify 
points in their native language. 
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Work Time Meeting Students’ Needs 

A. Close Reading, Part 2: Identifying Details of Elements of Myth and Theme in Prometheus (15 minutes) 
C Remind students that in the previous lesson they began reading the myth of Prometheus to get the gist. Explain that in this 

lesson they will reread this myth to dig deeper into the elements of mythology and the theme so that they can write an 
analytical mini-essay of their own about the myth of Prometheus. Emphasize that strong readers often read texts multiple 
times. There is no “formula” to this, but the Reading Closely: Guiding Questions handout gives some general guidelines of 
“things close readers do.” 

C Post the learning targets for students and invite them to follow along silently as you read aloud:  

* “I can reflect on the things close readers do.” 

* “I can use details to make a claim about the elements of mythology in the myth of Prometheus.”  

* “I can use details to make a claim about a theme of the myth of Prometheus.”  

C Ask the class to Think-Pair-Share: 

* “Why are we reflecting on the things close readers do? How is this helpful?” 

C Listen for: “We want to be really good at close reading so that we get a really good understanding of what we read. Reflecting 
on the things close readers do will help us to get better at close reading.” 

* “What are the themes of a myth? How can we work out what the themes are and which one is most significant?” 

C Listen for: “A theme is an idea that is repeated throughout the text to communicate a message. We can work out what the 
themes are by reading for details about the elements of mythology and identifying elements that run throughout the myth to 
communicate a message.” 

C Invite students to review the Reading Closely: Questioning Texts handout from Lesson 8 and remind them of the 
Topic, Information, and Ideas questions in identifying details about elements of myth and theme (What is this text mainly 
about? What information or ideas does the text present? What details stand out to me as I read?). These questions should 
have been highlighted/check-marked on both the display copy and student copies in the previous lesson. 

C Be sure students have their text “Prometheus” (from Lesson 8). Using a document camera, display “Prometheus” 
where all students can see it. Invite students to follow along silently as you read it aloud again. Stop at strategic points—for 
example, after each paragraph—to ask students the highlighted questions in reference to the elements of myth and theme. 
After the first paragraph, ask students to Think-Pair-Share: 

C Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 

C Many students will benefit from 
seeing learning targets posted. 
Reveal them one at a time to keep 
students focused on one target at a 
time. 

C Adding visuals or graphics to 
learning targets can help students 
remember or understand key ideas. 
For example, a mirror for reflect. 
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Work Time (continued) Meeting Students’ Needs 

* “What information/ideas are described in detail?” 

* “Are there any elements of mythology that keep coming up?” 

* “Are you getting any ideas about the theme? Is there an idea that seems to run all the way through the text?” 

“Is there a significant element of mythology that points you toward a theme?” 

 

B. Partner Writing: Planning Mini-Essays Using Graphic Organizers (20 minutes)  

C Explain that now that they have started to get an idea about some of the elements of myth and perhaps some themes that run 
through the myth of Prometheus, they need to start connecting these ideas together to be able to write their own mini-essays.  

C Display and distribute Reading Closely: Analyzing Details (the third row of the Odell Education handout Reading 
Closely: Guiding Questions). 

C Explain that this section of the close reading document will help students to connect the details to make claims. Direct the 
class to focus on two of the questions:  

* “What details, information, and ideas are repeated throughout the text?” 

* “How are the details I find related in ways that build ideas and themes?”  

C Highlight/check-mark those questions on the display copy and invite students to do the same for reference as they work. 

C Display and distribute the Elements of Myth graphic organizer (either on a large copy or a copy projected using a 
document camera). Remind students that they have used this organizer before with the analytical mini-essay. As a 
reminder, cold call to ask students: 

What kind of information do you think should go in each box?” 

C Tell students that they can use the “Key Elements of Mythology” information text, read in previous lessons, to support 
them in identifying details of elements of myth in the “Prometheus” text.  

C Pair students to fill out their Elements of Myth graphic organizers. Emphasize that students can simply jot notes, and do not 
need to write full sentences. Also emphasize that not all students need to choose the same details. Different details in the text 
can support the same idea.  

C For students who struggle with 
reading grade-level text, consider 
chunking the text for them on 
separate sheets of paper. This 
makes the reading of complex text 
more manageable and allows them 
to focus on one small section at a 
time. 

C Be sure to set clear expectations 
that students read along silently as 
you read the text aloud. Hearing 
the text read slowly, fluently, and 
without interruption or 
explanation promotes fluency for 
students: They are hearing a strong 
reader read the text aloud with 
accuracy and expression, and are 
simultaneously looking at and 
thinking about the words on the 
printed page. 
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Work Time (continued) Meeting Students’ Needs 

C Circulate to observe how pairs are organizing their thinking on the graphic organizer. Use the highlighted/check-marked 
questions on the Analyzing Details chart and the questions below to encourage students to consider what they have recorded 
to ensure they understand how to use the graphic organizer to organize their thinking on the elements of myth. If students are 
having problems figuring out what to write on their charts and/or have recorded responses that don’t reflect what the content 
should be, ask them probing questions. For example:  

* “Can you find any of the key elements of mythology in Prometheus? Where? How do you know it is an element of 
mythology? What does it say?” 

* So where are you going to record those details? Which box should they go in?” 

* “So what do you think should go in this box? Why?” 

* “What does the title of the box suggest?” 

* “Why have you chosen that detail? What was the thinking that made you choose it?” 

* “How are all the details you have chosen connected?” 

* “What is your claim about Prometheus? Is it a myth? Why do you think so?” 

C Reconvene the class. Invite pairs to share some of their thinking about elements of mythology using what they recorded on 
their graphic organizers. Notice where there are misconceptions and return to those pairs to help them recognize and correct 
their mistakes in the next section. 

C Display and distribute the Theme graphic organizer (for Body Paragraph 2). Remind students that it is exactly the 
same as the other organizer: Any time you read a text closely, you begin to look across details in a text for connections and to 
explain those connections.  

C Point out that this time the focus of their claim is on theme rather than on the key elements of mythology. Remind them, 
however, that focusing on the key elements will still be useful, because recurring elements of mythology (e.g., the struggle for 
power) often point to a theme. Again, emphasize that not all of them will choose the same details for this graphic organizer.  

C Tell students that they have time to get started on this second graphic organizer in class, and then will get to finish it as part 
of their homework.   

C Graphic organizers and recording 
forms provide the necessary 
scaffolding that is especially critical 
for learners with lower levels of 
language proficiency and/or 
learning, and engage students 
more actively.  

C When reviewing the graphic 
organizers or recording forms, 
consider using a document camera 
to visually display the document 
for students who struggle with 
auditory processing. 

C Allowing students to discuss their 
thinking with their peers before 
writing helps to scaffold student 
comprehension of the quote as well 
as assist in language acquisition for 
ELLs. 
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Work Time (continued) Meeting Students’ Needs 

C Again, circulate to observe how pairs are organizing their thinking on the graphic organizer. Use the highlighted/check-
marked questions on the Analyzing Details chart and the questions below to ensure students understand how to use the 
graphic organizer to organize their thinking. If students are having problems figuring out what to write on their charts 
and/or have recorded responses that don’t make sense, ask them: 

* “What seems to be a significant element of myth in Prometheus—one for which you can find throughout?” 

* “Does that give you any ideas about theme?” 

* “So what do you think should go in this box? Why?” 

* “What does the title of the box suggest?” 

* “Why have you chosen that detail? What was the thinking that made you choose it?” 

* “How are all the details you have chosen connected?” 

* “What is your claim about the theme in Prometheus? What is the theme? Why do you think that?” 

C Reconvene the class. Invite pairs to share some of their thinking about theme using what they have recorded on their graphic 
organizers. If students have not completed their graphic organizer, they should complete it for homework. 
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Closing and Assessment Meeting Students’ Needs 

A. Debrief: How Did the Graphic Organizers Help You Understand the Elements of Mythology and Theme of 
Prometheus? (5 minutes) 
C Ask students to Think-Pair-Share: 

* “What elements of myth did you find in Prometheus?” 

* “What was a significant theme you found in Prometheus? What message are you taking away from the myth?” 

* “How did the graphic organizer help you to understand the purpose and elements of the myth more deeply?” 

C Distribute evidence flags for homework. 

C Consider grouping ELLs who speak 
the same home language into triads 
when discussion of complex content 
is required. This can allow students 
to have more meaningful 
discussions and clarify points in 
their native language. 

 

 

Homework Meeting Students’ Needs 

A. Complete the graphic organizers. Read Chapter 18 of The Lightning Thief. Look for details that suggest key elements of 
mythology, and place evidence flags where you find these elements. 
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Name: 
Date: 

 
In our study of mythology, we have learned key elements present in most myths.  
What key elements of mythology are present in the myth of Prometheus? 
 

Detail from the Prometheus myth Detail from the Prometheus myth 

  

My thinking about this detail… My thinking about this detail… 
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Name: 
Date: 

 
In our study of mythology, we have learned key elements present in most myths.  
What key elements of mythology are present in the myth of Prometheus? 
 

Detail from the Prometheus myth Detail from the Prometheus myth 

“Prometheus, proud of the beautiful thing of his own creation, 
wanted to vie Man a worthy gift….. And Prometheus pitied 
him more than the animals, since Man had a soul to suffer.” 

“Surely Zeus, rule of Olympus, would have compassion for 
Man? But Prometheus looked to Zeus in vain; he did not 
have compassion for Man.” 

My thinking about this detail ... My thinking about this detail ... 

This makes me think about how characters in myths are often 
non-human.  But they have human emotions or qualities.  
Being proud and feeling pity are human emotions.  
 

The struggle for power often happens between two 
supernatural forces.   In this myth it is between Zeus and 
Prometheus.  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can analyze how an author’s word choice affects tone and meaning in a literary text. (RL.6.4) 
I can use a variety of strategies to determine the meaning of unknown words and phrases. (L.6.4) 

Supporting Learning Targets Ongoing Assessment 

E I can explore how the allusion to the myth of Prometheus improves my understanding of The Lightning 
Thief.  

E I can explain how key vocabulary adds to meaning in an excerpt of The Lightning Thief.  

E I can get the gist of the myth of Prometheus. 

E Myth of Prometheus annotated for the gist 
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Agenda Teaching Notes 

1. Opening 

A. Engaging the Reader: Sharing Unfamiliar Vocabulary 
from Chapter 16 of The Lightning Thief (10 minutes) 

2. Work Time  

A. Engaging the Reader: Pages 155–156 of The Lightning 
Thief (5 minutes) 

B. Looking Closely at Vocabulary in the Prometheus 
Allusion in The Lightning Thief (10 minutes) 

C. Close Read, Part 1 of the Myth of Prometheus: Getting 
the Gist (15 minutes) 

3. Closing and Assessment 

A. Self Assessing Achievement of Learning Targets         
(5 minutes) 

4. Homework 

A. Read Chapter 17: How does Percy show he is a hero in 
this chapter? 

E In previous lessons, students learned how to recognize what makes a myth a myth and the themes in a 
myth, by reading closely for details of mythological elements.  

E Throughout this unit, the allusions in The Lightning Thief serve as an entry point to a deeper study of 
specific myths. In this lesson, students are introduced to the myth of Prometheus through an allusion 
to it in The Lightning Thief. They analyze key vocabulary in this excerpt to determine how it 
contributes to the meaning, and they explain how the allusion to Prometheus helps them to better 
understand The Lightning Thief.  

E Students then identify questions to guide their close reading for the gist of the Prometheus myth using 
the Odell Education handout Reading Closely: Guiding Questions (provided in supporting materials 
and available as a stand-alone document on EngageNY.org and odelleducation.com/resources).  

E In advance: Review the questions on the Reading Closely: Questioning Texts document at the end of 
this lesson, which is taken from the second row of the Odell handout. Focus on the Topic, Information, 
and Ideas questions, as those are the most relevant to getting the gist.  

E Review the Prometheus Allusion Vocabulary Questions before reviewing the Prometheus allusion in 
The Lightning Thief, pages 155–156, beginning: “So what was it like … before the gods?” and ending at 
“… and Western civilization was born.” When reading, keep the vocabulary questions in mind to 
determine the meaning of the key vocabulary words and phrases in that context.  

E Review the myth of Prometheus on page 72 of “Prometheus”. 

E Post: learning targets 
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Lesson Vocabulary Materials 

allusion, gist; in vain, defied, wrath, 
downfall 
 

E The Lightning Thief (book; one per student) 

E Tickets—pieces of paper large enough to write one word (three per triad) 

E Prometheus Allusion Vocabulary Questions (one per discussion triad) 

E Reading Closely: Guiding Questions handout (from Lesson 2; one for display) (See stand-alone document on EngageNY.org 
and odelleducation.com/resources) 

E Reading Closely: Questioning Texts (one per student) 

E “Prometheus” (one per student) 

E Homework: Purpose for Reading—Chapter 17 (one per student) 

E Evidence flags (four per student) 

 

Opening Meeting Students’ Needs 

A. Engaging the Reader: Sharing Unfamiliar Vocabulary from Chapter 16 of The Lightning Thief  (10 minutes)  
E Be sure students have their texts, The Lightning Thief. Invite students to get into discussion triads. Ask triads to look for 

three unfamiliar words that more than one member of the group listed on their charts as unfamiliar vocabulary words from 
Chapter 16 of The Lightning Thief. Give each triad three tickets, one for each word they have chosen. Invite triads to record 
one word on each ticket and the location of the word in the text. 

E Collect the tickets. Pick three words from the selection to focus on—choose words that more than one triad have chosen.  

E Take one word at a time. Post it for all to see and then read it in the sentence from The Lightning Thief. Model using the 
following strategies to help students understand what the word means: 

* Read from the sentence around the word to help students understand the meaning from the context. 

* Read words from the sentences or paragraphs around the word that might provide context clues.  

* Invite other students to help you explain what the word means.  

* If the above strategies fail, tell students what the word means.  

E Invite students to turn and talk about the various strategies modeled:  

E Many students will benefit from 
seeing the vocabulary words. 
Discuss only one vocabulary word at 
a time to keep students focused.  

E Keep the other unfamiliar words 
from the text and address them 
when time is available. 
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* “How might this strategy help me as a reader?” 

 

Work Time Meeting Students’ Needs 

A. Engaging the Reader: Pages 155–156 of The Lightning Thief (5 minutes)  
E Students remain in their discussion triads. Post the first learning target for students and invite them to follow along 

silently as you read aloud:  

* “I can explore how the allusion to the myth of Prometheus improves my understanding of The Lightning Thief.” 

E Ask students to Think-Pair-Share: 

* “What is an allusion?” 

E Ask a few volunteers to briefly share any of the allusions they find for homework.  

E Explain that they are going to be reading an allusion in The Lightning Thief. Invite them to follow along in their The 
Lightning Thief books as you read page 155 and 156, beginning “So what was it like … before the gods?” and ending at “… 
and Western civilization was born.” 

E Ask triads to discuss the following questions, one at a time. After each question, give the triads time to discuss before 
selecting a triad to share their thinking with the rest of the class. Between each question, check for understanding and 
clarify any misconceptions by inviting other triads to provide additional input, elaborate, or restate another group’s 
answer. Then move on to the next question: 

* “Which characters from Greek mythology are discussed in this excerpt?” 

* “What do you find out about Prometheus in this excerpt?” 

E Discussing and clarifying the language 
of learning targets helps build 
academic vocabulary. 

E Set clear expectations that students 
read along silently as you read the text 
aloud. Hearing the text read slowly, 
fluently, and without interruption or 
explanation promotes fluency for 
students: They are hearing a strong 
reader read the text aloud with 
accuracy and expression, and are 
simultaneously looking at and thinking 
about the words on the printed page. 

E Many students will benefit from seeing 
questions posted on the Smartboard or 
via a document camera, but reveal 
questions one at a time to keep 
students focused on the question at 
hand. 

E Adding visuals or graphics to questions 
can help students remember or 
understand key ideas or directions. 

Consider grouping ELL students who 
speak the same home language into 
triads when discussion of complex 
content is required. This can allow 
students to have more meaningful 
discussions and clarify points in their 
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Work Time (continued) Meeting Students’ Needs 

B. Looking Closely at Vocabulary in the Prometheus Allusion in The Lightning Thief (10 minutes) 
E Post the second learning target for students and invite them to follow along in their heads silently as you read aloud:  

* “I can explain how key vocabulary adds to meaning in an excerpt of The Lightning Thief.” 

E Explain that students will be looking closely at the vocabulary in the excerpt they just read to determine how it adds 
meaning. 

E Ask students to remain in their discussion triads. Distribute Prometheus Allusion Vocabulary Questions (one per 
triad). Ask one key question at a time and give the triads time to discuss before selecting one triad to share their thinking 
with the rest of the class. Use the other related questions to probe.  

E Between each set of questions, check for understanding and clarify any misconceptions by inviting other triads to provide 
additional input, elaborate, or restate another group’s answer. Then move on to the next question: 

* “Why do you think Kronos called his reign a ‘Golden Age’?” 

* “What does ‘Golden Age’ mean in this context?  

* “Did Chiron believe the reign of Kronos really was a Golden Age? Why or why not?” 

* “What does innocent mean in this context?”  

* “Are there any other meanings of innocent?” 

* “The text says, ‘Prometheus was branded a radical thinker.’ What does branded mean in this context?” (Clarify that 
the word branded literally means to burn onto someone’s skin.) “Was he literally branded—did he have the words 
‘literal thinker’ burned onto his skin?” 

* “What is a radical thinker?” 

* “Why was Prometheus branded a ‘radical thinker’?” 

* “The word ‘civilization’ means ‘the organizing of people into a society.’ What does the text mean when it says, ‘Western 
civilization was born’?”  

* “How is the author using the word born here?” 

* “How did Prometheus help a civilization be born?” 

E To further support ELLs, consider 
providing definitions of challenging 
vocabulary in students’ home language. 
Resources such as Google Translate 
and bilingual translation dictionaries 
can assist with one-word translation. 
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Work Time (continued) Meeting Students’ Needs 

C. Close Read, Part 1 of the Myth of Prometheus: Getting the Gist (15 minutes) 

E Reconvene class. Explain that now that the students have been introduced to the myth of Prometheus in the allusion in 
The Lightning Thief, they are going to read the myth to find out the full story. Tell them that as usual, they will read the 
text more than once. Today they are just going to get started with the gist.  

E Post the third learning target for students and invite them to follow along silently as you read aloud:  

“I can get the gist of the myth of Prometheus.”  

E Students should be quite familiar with this sort of target based on their work in Unit 1. Review briefly. Circle the word 
gist and ask students to Think-Pair-Share: 

* “What is the ‘gist’?” 

* “What does it mean to ‘get the gist’?” 

E Listen for: “The gist is the general meaning or purpose of a text. Getting the gist means reading through quickly to get an 
initial sense of what the text is mostly about.”  

E Ask students to Think-Pair-Share: 

* “Why are we working on this skill?” 

E Listen for: “When we read for the gist, we quickly get an initial sense of what a text is mostly about. It helps us to get an 
idea of where information is located in a text so that we can find it quickly later.” 

E Display the Reading Closely: Guiding Questions handout. Remind students that in an earlier lesson, they saw the 
first box, “Approaching the Text.” Explain that in this lesson they are going to look at the next row of the chart: 
“Questioning Texts.” 

E Next, display and distribute Reading Closely: Questioning Texts, which zooms in on one row of the main handout. 
Ask students to Think-Pair-Share: 

* “Which of these questions do you think will help guide our close reading so we can get the gist of Prometheus?” 

E Listen for and encourage students toward all the Topic, Information, and Ideas questions. (What is this text mainly 
about? What information or ideas does the text present? What details stand out to me as I read?) Highlight/check-mark 
those questions on the displayed copy of the document. Invite students to do the same on their chart to be a reference as 
they read.  

E Part 1 of the Close Read is designed to 
give students an idea of the flow of the 
text and what the text is about. Avoid 
stopping to address vocabulary or 
comprehension issues, as these will be 
addressed later. 

E Asking students to identify challenging 
vocabulary helps them to monitor their 
understanding of a complex text. When 
they annotate the text by circling these 
words, it can also provide a formative 
assessment for the teacher. 

E For students who struggle with reading 
grade-level text, consider chunking the 
text for them on separate sheets of 
paper. This makes the reading of 
complex text more manageable and 
allows them to focus on one small 
section at a time. 
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Work Time (continued) Meeting Students’ Needs 

E Distribute the “Prometheus” text to students.  Ask students to read along silently as you read it aloud. As with other 
read-alouds, remember that the purpose is to read the text slowly, fluently, and without interruption. Don’t stop to 
address comprehension or vocabulary issues, as these will be addressed later and it will interrupt the flow of the text. 

E Ask students to Think-Pair-Share: 

* “After listening to a first read, what are the main ideas you understand from the myth of Prometheus so far?”  

E Ask students how they got the gist of texts in Unit 1. Cold call. Listen for: “We read one paragraph at a time, then 
paraphrased the paragraph in the margin next to the text.” 

E Invite students to reread the first paragraph of the myth of Prometheus for the gist. Ask students to Think-Pair-Share:  

* “What is the gist of this paragraph? What is this paragraph mostly about?” 

E Listen for students to say something like: “Prometheus stole fire and gave it to people on Earth even though Zeus said no.”  

E Model annotating your text, recording the gist in the margin next to the first paragraph and circling unfamiliar words to 
come back to later. 

E Invite students to go through each paragraph of the myth of Prometheus to annotate the gist and circle words that are 
unfamiliar. Circulate and support students as they read. For students who need more support, ask them to practice telling 
you the gist of a section before they write it in the margin.  

E Invite students to talk with a partner to compare what they wrote for their gist statements. 

E Reconvene class. Go through the story paragraph by paragraph again and ask students to share the unfamiliar words they 
circled. Use the following strategies to help students understand what the words mean: 

* Read from the sentence around the word to help students understand the meaning from the context. 

* Read words from the sentences or paragraphs around the word that might provide context clues.  

* Invite other students to help you explain what the word means.  

* If the strategies above fail, tell students what the word means.  

E Words students may struggle with: in vain, defied, wrath, downfall.  

E Be sure to address these words here. Cold call to ask students what each word means and how they figured it out. Direct 
students to use context clues when possible. If students are stuck on a word, model briefly, to ensure understanding for all.  

E Remind students to record new words on their word-catcher. 

E Select students may need more 
frequent checks for understanding 
and guided practice when annotating 
for the gist. Consider pulling these 
students into a small group, checking 
in with them periodically, and 
discussing the gist of a section before 
students write it.  

E Select students may find it helpful to 
determine the gist of smaller chunks 
of the text at a time. Consider calling 
this “bite-size” reading: When we are 
having trouble eating something, we 
take smaller bites of it before moving 
on. 
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Closing and Assessment Meeting Students’ Needs 

A. Self-Assess Achievement of Learning Targets (5 minutes) 
E Focus students on the first learning target again: 

* “I can explain how the allusion to the myth of Prometheus improves my understanding of The Lightning Thief.” 

E Ask students to Think-Pair-Share: 

* “What is an allusion?” 

* “How did the allusion to Prometheus, and reading the myth of Prometheus, improve your understanding of The Lightning 
Thief?” 

E Using the Fist to Five protocol, prompt all students to raise their fingers to represent their ability to meet this learning target 
now. Ask students to rate themselves on a continuum from 0 (fist), meaning far from the target, to five (five fingers), having 
solidly met the target.  

E Describe to the students any patterns that you notice. (For example: “I see that a number of students are holding up 4s or 5s. 
Great! You’re starting to figure out the power of allusions!”) 

E Distribute Homework: Purpose for Reading—Chapter 17 and four evidence flags per student. 

E Consider partnering ELLs who 
speak the same home language 
when discussion of complex content 
is required. This can allow students 
to have more meaningful 
discussions and clarify points in 
their native language. 

E Asking students to self-assess after 
they practice a skill can give them 
an idea of how far they have come 
over the lesson. 

 

Homework Meeting Students’ Needs 

A. Read Chapter 17 of The Lightning Thief. Consider the following question as you read, and use evidence flags as you find 
evidence to answer the question: 

* How does Percy show that he is a hero in Chapter 17 of The Lightning Thief? 

E The homework question can be 
distributed as bookmarks for 
Chapter 17 so that students have a 
constant reminder of the question 
as they read. 

E As an extension activity, encourage 
students to read the myth of 
Prometheus on page 72 of the 
D’Aulaires’ Book of Greek Myths 
and compare the two versions.  
Which do they think is most 
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Use the chart below to record the things you notice and wonder about as you view the illustrations of Cronus and Rhea. 
1. Why do you think Kronos called his reign a Golden Age? 

2. What does Golden Age mean in this context?  

3. What is a Golden Age? 

4. Did Chiron believe the reign of Kronos really was a Golden Age? Why or why not? 

5. What does innocent mean in this context? 

6. Are there any other meanings of innocent? 

7. The text says, “Prometheus was branded a radical thinker.” What does branded mean in this context? Was he literally 
branded—did he have “literal thinker” burned onto his skin? 

8. What is a radical thinker? 

9. Why was Prometheus branded a “radical thinker?” 
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Name: 

Date: 
 
 
The world, as first it was, to the Greeks was a sunless world in which land, air, and sea were mixed up together, over which ruled 
a deity called Chaos. A giant race of Titans lived on this newly made earth. One of the mightiest Titans was Prometheus.  
 
Prometheus and his brother Epimethus were trusted to give special gifts, abilities, and instincts to the beasts, birds, and fishes of 
the world. They also were given the task of making a creature lower than the gods, less great than the Titans, yet in knowledge 
and in understanding higher than the beasts and birds and fishes. This being was called Man.  
 
Prometheus took some clay from the ground at his feet, moistened it with water, and made it into an image, in form like the gods. 
Into its nostrils Eros breathed the spirit of life, Pallas Athené gave it a soul, and the first Man looked wonderingly round on the 
earth.  
 
Prometheus, proud of the beautiful thing of his own creation, wanted to give Man a worthy gift, but no gift remained for him. He 
was naked, unprotected, more helpless than any of the beasts. And Prometheus pitied him more than the animals, since Man had 
a soul to suffer. Surely Zeus, ruler of Olympus, would have compassion for Man? But Prometheus looked to Zeus in vain; he did 
not have compassion for Man.  
 
Prometheus pitied Man, and thought of a power belonging to the gods alone. “We shall give fire to the Man we have made,” he 
said to Epimethus. He waited patiently and, unseen by the gods, made his way into Olympus, lighted a hollow torch with a spark 
from the chariot of the Sun, and brought this royal gift to Man. With fire, Man no longer trembled in the darkness of caves when 
Zeus hurled his lightning across the sky. He was no longer scared of the animals that hunted him and drove him in terror. With 
fire, Man made weapons, defied the frost and cold, made tools and money, introduced the arts, and was able to destroy as well as 
to create. 
 
From his throne on Olympus, Zeus looked down on the earth and saw blue-gray smoke that curled upward to the sky. He 
watched more closely and realized with terrible wrath that what he saw came from fire, that before had been the gods’ own 
sacred power. He gathered a council of the gods to decide how to punish Prometheus for deceiving him. Zeus chained 
Prometheus to the top of a mountain, and every day an eagle came and ate Prometheus’ liver. Every night, his liver grew back.  
 
This council also decided to punish Man. They decided to create a thing that should forever charm the souls and hearts of men 
and forever be Man’s downfall. This thing was Pandora. 
 

Adapted from: Lang, Jean. “Prometheus and Pandora”. A Book of Myths. New York: Thomas Nelson and Sons, 1914. 1–4. Web. 7 June 2013. Public domain. 
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How does Percy show that he is a hero in Chapter 17 of The Lightning Thief? 
 
Use your evidence flags to mark evidence in this chapter that you believe shows Percy as a hero.  
Think about the character traits of a hero, as well as the “hero’s journey” from earlier lessons. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can analyze how a particular sentence, paragraph, chapter, or section fits into the overall structure of a text and contributes to the  
development of the ideas. (RI.6.5) 
I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
With support from peers and adults, I can use a writing process to produce clear and coherent writing. (W.6.5) 
I can use evidence from a variety of grade-appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

D I can describe the structure of an analytical mini-essay.  

D I can describe the details the author used to make a claim about the elements of a myth.  

D I can describe the details the author used to make a claim about the theme of a myth. 

D I can explain why an author chose particular details to support a claim. 

D Elements of Myth graphic organizer (for the model mini-
essay) 

D Theme graphic organizer (for the model mini-essay) 
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Agenda Teaching Notes 

1. Opening 

A. Engaging the Reader: Text-Dependent 
Vocabulary Questions from Chapter 15 
of The Lightning Thief (5 minutes) 

2. Work Time  

A. Analyzing a Model Mini-Essay (15 
minutes) 

B. Partner Work: How This Author Might 
Have Planned the Analytical Mini-Essay 
(20 minutes) 

3. Closing and Assessment 

A. Feedback: Comparing Our Graphic 
Organizers to the Author’s (5 minutes) 

4. Homework 

A. Read Chapter 16 of The Lightning Thief. 
With your evidence flags, mark three 
allusions (references) to myths, stories, 
or characters you find. Also record any 
new or challenging vocabulary for a 
discussion at the beginning of the next 
lesson. 

D In previous lessons, students learned how to identify a myth and the themes in a myth by closely reading for details 
of mythological elements.  

D This lesson introduces students to a model mini-essay with two body paragraphs: one in which the author describes 
elements of mythology in the myth of Cronus, and a second in which the author describes a significant theme in that 
same myth. It is called a mini-essay because it has a very short introduction and conclusion (just one sentence each). 
This model essay provides an example of what students will be expected to write for their mid-unit assessment.  

D This lesson addresses W.6.5 because by analyzing a model essay, students are preparing to write an analytical mini-
essay for the mid-unit assessment. 

D In this lesson, students work with the Elements of Myth graphic organizer and the Theme graphic organizer. They 
practice using these two graphic organizers to become familiar with how to use them to organize their thinking; they 
will use these organizers more independently later for the mid-unit assessment.  

D Students begin by analyzing the structure of the Analytical Mini-Essay: “Elements of Mythology and Theme of 
Cronus.” They then take the two body paragraphs in the model mini-essay (one at a time) and use “reverse 
engineering” to think about the planning the author of the model mini-essay would have done before writing. To do 
this, they fill out the Elements of Myth graphic organizer and Themes graphic organizer.They then compare their 
graphic organizers to the sample graphic organizers to identify where they have made errors and why.  

D In advance: Review Analytical Mini-Essay: “Elements of Mythology and Theme of Cronus”; the Elements of Myth 
graphic organizer and Theme graphic organizer, and the completed samples of the two graphic organizers (all in 
supporting materials). The Themes graphic organizer is adapted in collaboration with Odell Education based on their 
Evidence-Based Claims worksheet (also see stand-alone document on EngageNY.org and 
odelleducation.com/resources).  

D Note that these organizers support students in arriving at a claim through an inductive thinking process. Students 
begin by identifying details in the text that highlight elements of mythology or theme, and they record those details in 
the first row of boxes. In the second row of boxes they describe what they think about that detail, particularly in 
terms of how it relates to elements of mythology or theme. In the next row they connect all the details together and 
describe how the details are all linked, and in the final row they then use that to help them make a claim about 
elements of myth or theme.  

D Note, too, that the second graphic organizer (Theme) builds directly off the first (Elements of Myth), because some of 
the elements of mythology contribute to the themes. 
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Lesson Vocabulary Materials 

supporting details, claim, element of 
mythology, theme; decreased, 
skeptically, proposition, 
temperamental, marooned 
 

D The Lightning Thief (book; one per student and one to display) 

D Model Analytical Mini-Essay: “Elements of Mythology and Theme of Cronus” (one per student and one to display) 

D Structure of Model Analytical Mini-Essay about Myth anchor chart (new; teacher created; see Work Time A for suggestions) 

D Elements of Myth graphic organizer (for Body Paragraph 1) (one per student and one to display) 

D Document camera 

D Elements of Myth graphic organizer (for Body Paragraph 1) (sample response; For Teacher Reference) 

D Theme graphic organizer (for Body Paragraph 2) (one per student and one to display) 

D Theme graphic organizer sample response (for Body Paragraph 2) (for Teacher Reference) 

D Homework: Purpose for Reading—Chapter 16  (one per student) 

D Homework: Purpose for Reading—Chapter 16 (for Teacher Reference) 

 

Opening Meeting Students’ Needs 

A. The Lightning Thief Routine: Sharing Evidence Flags (3 minutes) 
D Tell students that they are going to take a few minutes to think about some key vocabulary in the chapter they read for 

homework. Cold call students and ask: 

D “Why are we revisiting the vocabulary in a chapter you have already read?”  

D Listen for responses like: “It improves our understanding and builds our vocabulary.” 

D Invite students to refer to their text The Lightning Thief to answer the vocabulary questions below:  

* “On page 222, Percy describes how ‘the music’s volume decreased drastically.’ What does decreased mean? How has it 
been used in this context?” 

* “On page 224, Percy described how the waitress ‘raised her eyebrow skeptically.’ What does skeptically mean? How do 
you raise an eyebrow skeptically?” 

* “At the top of page 227, Ares has a proposition for Percy. What is a proposition?” 

D Many students will benefit from 
seeing the vocabulary posted on a 
Smartboard or via a document 
camera, but introduce one new 
vocabulary word or sentence at a 
time, as it is discussed. 
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Opening Meeting Students’ Needs 

*  “On page 230, Ares’ girlfriend is described as ‘very temperamental.’ If someone is temperamental, what is he or she like? 
What does temperamental mean?” 

* “On page 233, the boat is described as ‘Marooned at the bottom of the pool.’ What does marooned mean?”  

D Point out to students that Percy, as a narrator, has a very strong vocabulary. His use of rich words is part of what makes the 
story so engaging to read. 

 

 

Work Time Meeting Students’ Needs 

A. Analyzing a Model Mini-Essay (15 minutes) 
D Direct students’ attention to the learning targets for today’s lesson. Read aloud as students read along: 

* “I can describe the structure of an analytical mini-essay.”  

* “I can describe the details the author used to make a claim about the elements of a myth.” 

* “I can describe the details the author used to make a claim about the theme of a myth.”  

* “I can explain why an author chose particular details to support a claim.”  

D Explain to students that for their mid-unit assessment they will be writing a “mini” essay with a very short introduction and 
conclusion and two body paragraphs. Through that process, they will begin to learn about writing essays in general. 

D Refer to the first learning target. Ask students to Think-Pair-Share: 

* “Why do you need to be able to describe the structure of an analytical essay? When might you need to do that?” 

D Listen for answers like: “You need to know what one looks like so you can plan and write your own.”  

D Ask students to Think-Pair-Share: 

* “In the context of these learning targets, what does the word claim mean?” 

D Listen for: “A claim is a statement the author is making about the text.” Elaborate for students, telling them that when 
writing a literary response, it is useful to describe the structure of a good model in order to recreate that model using your 
own content.  

D Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 

D Adding visuals or graphics to anchor 
charts can help students remember 
or understand key ideas or 
directions. 

D Before asking students to analyze 
the structure of the Model 
Analytical Mini-Essay: “Elements of 
Mythology and Theme of Cronus,” 
always question them about the 
content. Students need to 
understand the message the author 
is trying to convey to be able to 
understand how the structure has 
helped communicate this message. 
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Work Time (continued) Meeting Students’ Needs 

D Distribute the Model Analytical Mini-Essay: “Elements of Mythology and Theme of Cronus” to each student. Tell 
them that this is an example that is about the myth of Cronus, with which they are familiar. Explain that for the mid-unit 
assessment, students will write their own analytical mini-essay. Emphasize, however, that they will not be writing about 
Cronus for their own essays.  

D Tell students that they first are going to read the essay just to think about the content: what the writer is telling the reader. 
Invite students to read along silently as you read the Model Analytical Mini-Essay: “Elements of Mythology and Theme of 
Cronus” aloud. 

D After reading, invite students to Think-Pair-Share: 

* “What is this text about? What is the author trying to tell us?”  

D Listen for responses like: “The author has described the significant elements of mythology in the Cronus myth and also the 
theme.”  

D Focus on the first sentence, the introduction. Ask students to Think-Pair-Share: 

* “What is the main idea the author is trying to tell you in this very first sentence?”  

D Listen for students to notice that this sentence tells readers the main idea of the entire essay.  

D Ask members of the class to label the four paragraphs: 

* Introduction 

* Body Paragraph 1 

* Body Paragraph 2 

* Conclusion  

D Tell students that now they will reread the essay to think about how it is structured: How did the author put his/her ideas 
together to make it clear for the reader? Focus students on Body Paragraph 1. Ask them to notice:  

* “What does the first body paragraph include? How is it structured?” 

D Cold call and use student responses to break down the structure. Chart students’ thinking on the new Structure of Model 
Analytical Mini-Essay anchor chart. For example: 

* Introduction sentence: gives the significant theme 

* Body Paragraph 1 summary: describes elements of mythology evident in Cronus 
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* Opening sentence of Body Paragraph 1: explains why Cronus is a myth 

 

Work Time (continued) Meeting Students’ Needs 

* Next section: describes a key mythological element and provides evidence of that mythological element from Cronus 

* Next section: describes another mythological element and provides evidence of that mythological element from Cronus 

D Repeat with the second body paragraph. Ask students to Think-Pair-Share: 

* “What is the main idea the author is telling you in the second paragraph? How are the two paragraphs linked? What does 
the opening sentence tell you? What does the next part of the paragraph tell you?” 

D Cold call and use student responses to break down the structure on the Structure of Model Text anchor chart. For example: 

* Body Paragraph 2 summary: describes the theme of Cronus 

* Opening sentence of Body Paragraph 2: describes the important theme in Cronus 

* Next section: provides evidence of the theme in Cronus 

* Closing sentence of Body Paragraph 2: summarizes how the evidence supports the theme 

* Closing sentence of writing: links the theme with an element of mythology 

D Invite students to look back at the learning targets and provide a Fist to Five response (five being confident about doing it, 
fist being totally unsure):  

* “Can you describe the structure of an extended literary response?”  

* “Can you identify the qualities of a strong extended literary response?”  

* “How will being able to do this help you write your own mini-essay?” 

 

B. Partner Work: How This Author Might Have Planned the Analytical Mini-Essay (20 minutes) 

D Display and distribute the Elements of Myth graphic organizer (for Body Paragraph 1) on either a large copy or a 
copy projected using a document camera. Explain to the class that the author used this model to help structure his/her 
writing of the first body paragraph.  

D Ask students to Think-Pair-Share: 

* “What do you think the completed model graphic organizer looked like before the author wrote the first body paragraph?”  

D Paraphrasing helps all students 
understand what they read. It is 
useful for all learners, but 
particularly for ELLs or other 
students who struggle. 
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* “What kind of information do you think should go in each box?” 

D Do not give students the sample responses, but use the Elements of Myth graphic organizer sample response (for 
Body Paragraph 1) (for Teacher Reference) to guide students thinking on what should go in each box. For example:  

 
 

Work Time (continued) Meeting Students’ Needs 

* Detail from Cronus: evidence of elements of mythology present in Cronus (quotes from the text) 

* My thinking about this detail: how this links to an element of mythology 

* How I connect these details: how all the evidence and elements of mythology are connected 

* Claim: Is it a myth or not? Why/why not? 

D Ask students to pair up. Invite them to reread the first body paragraph, and work backward to fill in the graphic organizer 
about elements of mythology. Emphasize that this graphic organizer is a tool the author would have used when planning 
his/her essay; students can simply jot notes and do not need to write full sentences. 

D Circulate to observe how pairs are using the first paragraph of the model text to fill out the graphic organizer. Use the 
questions below to question students on what they have recorded to ensure that they understand how to use the graphic 
organizer to deconstruct the ideas in the text.  

D If students are having problems figuring out what to write on their graphic organizers and/or have recorded responses that 
don’t reflect the information, ask them guiding questions: 

* “What evidence from the myth of Cronus did the author present as key elements of mythology in the model paragraphs?” 

* “So what do you think should go in this box? Why?” 

* “What does the title of the box suggest?” 

* “Why did he/she present those examples? What do you think the thinking was?” 

* “How are all the details connected?” 

* “What claim did the author make in the first paragraph? Look at your graphic organizer—how/why did he/she make that 
claim?” 

D Invite pairs to find another pair to compare their organizers with for peer feedback. Invite pairs to look for similarities and 
differences between the two and to determine which seems most accurate against the first paragraph of the model text. 
“Remember that you are filling out this organizer as the author would have to organize his/her thinking of the elements of 
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mythology in Cronus. Is there evidence of the information on your organizer in the first paragraph of the model text?” Invite 
pairs to revise their charts accordingly. 

 

Work Time (continued) Meeting Students’ Needs 

D Reconvene the class. Display and distribute the Theme graphic organizer (for Body Paragraph 2). Point out that it 
looks much like the other organizer they used, but has a different title. This is because it goes with the second body 
paragraph of the model essay. But the basic pattern of thinking to figure out how to write both body paragraphs is fairly 
similar:  

1. Look across details in a text.  

2. Notice how the details connect. 

3. Make a claim supported by evidence.  

D Use the questions below to question students on what they have recorded to ensure that they understand how to use the 
graphic organizer to deconstruct the ideas in the text. If students are having problems figuring out what to write on their 
charts and/or have recorded responses that don’t reflect clear thinking, ask them guiding questions: 

* “What evidence from the myth of Cronus did the author present as themes in the model paragraphs?” 

* “So what do you think should go in this box? Why?” 

* “What does the title of the box suggest?” 

* “Why did he/she present those examples? What do you think the thinking was?” 

* “How are all the details connected?” 

* “What claim did the author make in the second paragraph? Look at your graphic organizer—how/why did he/she make 
that claim?” 

D Invite pairs to find another pair, a different one from last time, to compare their organizers with for peer feedback. Invite 
pairs to look for similarities and differences between the two and to determine which seems most accurate against the 
second paragraph of the model text. “Remember that you are filling out this organizer as the author would have to organize 
his/her thinking of the theme in Cronus. Is there evidence of the information on your organizer in the second paragraph?” 
Invite pairs to revise their charts accordingly. 
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Closing and Assessment Meeting Students’ Needs 

A. Feedback: Comparing Our Graphic Organizers to the Author’s (5 minutes) 
D Tell students that you have a copy of the author’s graphic organizers for the students to compare with the graphic organizers 

they just filled out. Display the Elements of Myth graphic organizer sample response.  

D Think-Pair-Share: 

* “Are there any obvious differences between your organizer and the organizer filled out by the author? Why do you think 
that might be?  

* “How could you revise your organizer to improve it?” 

D Display the Theme graphic organizer sample response (for Body Paragraph 2). Repeat the process above: Again, 
explain that you have a copy of what the author did to plan his/her essay so students can compare their own thinking with 
the author’s.  

D Think-Pair-Share: 

* “Are there any obvious differences between your organizer and the organizer filled out by the author? Why do you think 
that might be? How could you revise your organizer to improve it?” 

D Invite students to look back at the learning targets and provide a Fist to Five response (five being confident about doing it, 
fist being totally unsure): 

* “Can you explain why an author chose particular details to support a claim? When might you need to be able to do that?” 

D Encourage students to file the model essay and the two graphic organizers for reference.  

D Distribute Homework: Chapter 16 Allusions and Vocabulary. 

 

 

Homework Meeting Students’ Needs 

A. Read Chapter 16 of The Lightning Thief. With your evidence flags, mark three allusions (references) to myths, stories, or 
characters you find. Also record any new or challenging vocabulary for a discussion at the beginning of the next lesson. 
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The story of Cronus is a classic myth that shows the theme of a mother’s love.  
 
All myths contain significant elements of mythology. In the myth of Cronus, the text says, “This filled his wife Rhea with sorrow 
and anger. When it came to Zeus, her sixth and last child, Rhea was determined to save this one child at least, to love and 
cherish.” One significant element of mythology is that the characters are often non-human, but they have human emotions and 
qualities. Rhea is a non-human Titan, but she has human emotions such as sadness and loneliness. In the Cronus text it also says, 
“She asked her parents, Uranus and Gaea, for advice and assistance. They told her to wrap a stone in baby-clothes and give it to 
Cronus. She did, and he swallowed the stone without noticing the deception.” Many myths contain a struggle for power. This 
struggle can be between members of the same family. This shows a wife tricking her husband in order to save her child. These 
elements of mythology help define this story as a classic myth.  
 
An important theme in the myth of Cronus is a mother’s love for her children. Mother Earth’s love for her other children is so 
powerful that it makes her want to destroy her son Cronus. The text says, “Cronus did overthrow his father, but he did not save 
his monstrous brothers. Gaea, who loved all of her children, was so angered that Cronus did not help his brothers that she began 
to plan Cronus’ ruin.” Also, Rhea’s love for her children is what makes her trick her husband. In the myth, it says, “Anxious to 
keep the secret of his existence from Cronus, Rhea sent the infant Zeus secretly to Crete, where he was fed, protected, and 
educated.” Both these examples show the power of mother’s love for her children.  
 
This classic myth shows how a mother’s struggle to save her children became the origin of the gods and Greek culture. 
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Name: 
Date: 

 
In our study of mythology, we have learned key elements present in most myths.  
What key elements of mythology are present in the myth of Cronus? 
 

Detail from the Cronus myth Detail from the Cronus myth 

  

My thinking about this detail… My thinking about this detail… 
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Name: 
Date: 

 
With your evidence flags, mark three allusions (references) to myths, stories, or characters you find.  
Then below, record any new or challenging vocabulary for a discussion at the beginning of the next lesson. 
 

Word Location (page number, paragraph member) 

Example: Humane Page 242, paragraph 4 

  

  

  

  

  

  

 
Allusions to Greek Myths/Stories/Characters: 
 

Page Number What is the myth, story, or character alluded to? 
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Allusions to Greek Myths/Stories/Characters: 
 

Page Number What is the myth, story, or character alluded to? 

244 The god Ares and his relationship with Aphrodite.  

247  The story of Athena, Arachne, and the weaving contest.  

258 The story of the Lotus Eaters (from the Odyssey).  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can determine a theme based on details in a literary text. (RL.6.2) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can use evidence from a variety of grade-appropriate texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

E I can answer questions about an excerpt of The Lightning Thief using evidence from the text.  

E I can make connections between the myth of Cronus and the informational text “The Key Elements of 
Mythology.”  

E I can explain how the elements of mythology help me to understand the theme of the myth of Cronus. 

E Carousel of Quotes charts 

E Notes: Connecting Elements of Mythology and Theme 
graphic organizer 
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Agenda Teaching Notes 

1. Opening 

A. Unpacking Learning Targets and Triad 
Discussions (10 minutes) 

2. Work Time  

A. Making Connections between 
Informational and Literary Texts: A 
Carousel of Quotes (15 minutes) 

B. Thinking and Taking Notes about 
Theme: How Do the Elements of 
Mythology Help Us Understand Theme? 
(15 minutes) 

3. Closing and Assessment 

A. Reflecting on Learning Targets (5 
minutes) 

4. Homework 

A. Read Chapter 15 of The Lightning Thief. 
Use evidence flags to mark any allusions 
to Greek myths you find. 

E This lesson has two purposes: first, to support students in making connections between informational and literary 
texts; second, to scaffold students’ thinking in using elements of mythology to determine the theme of a text.  

E In this lesson, students are focusing on the thinking work involved in connecting informational and literary texts 
and determining theme.  This is why the graphic organizer is titled “Notes: Connecting Elements of Mythology to 
Theme.”  In Lesson 7, students will begin the more formal process of collecting evidence and writing about theme.”  

E In advance: Create charts with paired quotes (see supporting materials). Consider making multiple charts of the 
same quote sets in order to spread students apart.  

E Create the Notes: Connecting Elements of Mythology to Theme anchor chart, identical to the graphic organizer 
students will be using (see supporting materials). This anchor chart and graphic organizer are adapted in 
collaboration with Odell Education based on their Evidence-Based Claims worksheet (also see stand-alone 
document on EngageNY.org and odelleducation.com/resources).  

E Review: Back-to-Back, Front-to-Front protocol (see Appendix 1). 
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Lesson Vocabulary Materials 

evidence-based, connection, theme; 
revelation, mortality (connected to 
moral, mortuary, mortician), 
quenched  
 

E Question baskets 

E Questions from The Lightning Thief, Chapter 14 (one set per triad; cut up and placed in question baskets) 

E The Lightning Thief (book; one per student) 

E Chart paper (four large pieces) 

E Paper (five or six pieces at each chart) 

E Tape (at each chart) 

E Markers (one color per triad)  

E Equity sticks 

E “Cronus” and “Elements of Mythology” for Paired Passages Carousel Walk (For Teacher Reference) 

E Task card: Carousel of Quotes (one per triad) 

E Themes of Cronus anchor chart (from Lesson 3) 

E Notes: Connecting Elements of Mythology to Theme anchor chart (new; teacher-created)  

E Notes: Connecting Elements of Mythology to Theme graphic organizer (one per student) 

E Notes: Connecting Elements of Mythology to Theme (Modified) (optional, for students needing more support) 
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Opening Meeting Students’ Needs 

A. Unpacking Learning Targets and Triad Discussions (10 minutes) 
E Students should be seated with their triads. Invite a student volunteer to read aloud the learning targets while all other 

students read along. Tell students that the first learning target should be a familiar target to them. Today, they will meet this 
target through discussion with their triads.  

E Distribute question baskets to each triad. Tell them that on each strip of paper there is a question about their reading 
from Chapter 14 of The Lightning Thief. These questions are evidence-based discussion questions. Ask:  

* “What is the difference between a discussion and an evidence-based discussion?”  

E Invite one or two students to share with the whole class. Emphasize the need for students to have their novel open and to be 
referring to specific page numbers and evidence as they answer questions. Remind them to “share the air” by encouraging 
every group member to talk.  

E Give directions:  

1. Pull a question from the basket. Read aloud to the group. You should take turns with this task.  

2. Take a moment for each person to locate evidence he or she wants to use to answer the question.  

3. Share your answer and your evidence. Do you agree? If so, move on. If not, discuss your reasons for your individual 
answers.  

4. Once you’ve discussed, move on to a new question.  

E Circulate to listen in and support students in their discussions. Prompt students who seem hesitant to share by asking 
probing questions such as: “What do you think about what was just said?” or “Do you agree? Why or why not?”  

E After 7 or 8 minutes, stop students in their work. Tell them you would like to spend a couple of minutes looking closely at the 
vocabulary they just discussed.  

E Ask students to share their thinking about the words revelation, mortality, and quenched. Clear up any misconceptions or 
confusion:   

* Define revelation for students as “the sudden realization of something previously unknown.”  

E Consider giving the questions from 
the question basket to select 
students a day before this lesson. 
This will allow these students time 
to choose the best evidence.  

E Post new vocabulary words, with 
definitions, where students can see 
them.  
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Opening (continued) Meeting Students’ Needs 

* Define mortality as “the condition of being mortal, or human, and able to die.” Link this to the word mortuary, which 
means a funeral home, where the body goes after someone dies, or a mortician, who prepares the bodies of people who 
have died.  

* Students may have figured out from context clues that the word quenched in this scenario means “to put out.” This is a 
slightly different meaning from a quenched thirst, which means “to satisfy.” However, students may see that in both 
circumstances to quench brings some sort of relief.  

Invite students to record those words on their word-catchers. 

 

 

Work Time Meeting Students’ Needs 

A. Making Connections between Informational and Literary Texts: A Carousel of Quotes (15 minutes) 
E Review the second and third learning targets:  

* “I can make connections between the myth of Cronus and the informational text ‘The Key Elements of Mythology.’”  

* “I can explain how the elements of mythology help me to understand the theme of the myth of Cronus.”   

E Ask students to identify important words; circle these on the board.  

E Invite a few students to share the word they circled with the rest of the group and to justify why they think those words are 
important. Focus on the word connections in the last target. Think-Pair Share:  

* “What does it mean to make connections between two texts?”   

E Listen for responses such as: “You look for things that are the same in both texts,” or “You find things in common between 
them both.”   

E Tell students that today they will work with two texts: an informational and a literary text. The informational text, “The Key 
Elements of Mythology,” is meant to help them think more deeply about the literary text, the myth of Cronus.  

E Tell students that they will continue the important thinking they started in their work with the hero’s journey and The 
Lightning Thief by making connections between an informational text and a literary text. Making connections between two 
texts is something strong readers do. Literary texts can entertain us while building our curiosity; informational texts help us 
to answer questions, while also building our curiosity. They can work together to help build our knowledge. It’s almost like 
getting two texts to talk to each other. Ask: 

E Consider posting directions where 
all students can see them to support 
students who have difficulty 
tracking multistep directions. 
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Work Time (continued) Meeting Students’ Needs 

* “What types of connections might we be looking for between an informational text and a literary text?”  

E Use equity sticks to invite a few students to share with the whole class. Guide students—through questions like “How 
might the informational text help you to better understand the literary text?”—to help them realize that an informational 
text will allow a better understanding of the structures, elements, and purposes of literary texts, in this case myths.  

E Remind students of the Carousel of Quotes activity completed in Lesson 4. Tell students they will now get to move around 
the room with their triad, making connections between two short excerpts: one from the informational text “The Key 
Elements of Mythology” and one from the myth of Cronus.  

E Distribute a Carousel of Quotes task card to each triad. Review the directions on the task card, and tell students to refer 
to this as they rotate throughout the room. 

E Ask one or two triads to stand by each chart. Tell them they will have 4 or 5 minutes to read, think, talk, and write about 
their thinking. Circulate and support students as they work. If students are struggling, point out key words from each quote 
that may help them make the connection. 

E After students have rotated to each chart, gather them together as a whole group. Take a couple of minutes to review each set 
of quotes, revealing the different triads’ responses. For each chart, or as many as time allows, ask triads to discuss and share 
with the whole group:  

* “What patterns do you see in the connections people made?”   

 

B. Thinking and Taking Notes about Theme: How Do the Elements of Mythology Help Us Understand Theme? 
(15 minutes) 
E Refer to the Themes of Cronus anchor chart from Lesson 3. Remind students of the great thinking, talking, and writing 

they did about the themes of the myth of Cronus.  

E Tell students that the elements of mythology in the text “The Key Elements of Mythology” can be a helpful resource for 
collecting details and thinking about a theme in a myth.  

E Refer students to the new Notes: Connecting Elements of Mythology and Theme anchor chart. Let them know 
that they will be using a graphic organizer that builds on the thinking and notes they have taken today and in future lessons. 
Orient students to the different parts of this organizer. Show them how they will begin by thinking about an element of 
mythology in the myth. From there, they will develop a “first draft” theme idea. Then they will see if they can support their 

E Consider allowing students who 
may have difficulty with creating 
their own theme statement to work 
with the class theme about “struggle 
for power.”  This will allow them to 
concentrate on one skill, collecting 
relevant details.  
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theme idea with details from the text. 

 

Work Time (continued) Meeting Students’ Needs 

E Guide students through the thinking they will do as they move from an element of mythology to a theme by exploring one 
possible theme for this myth.  

E Tell students that one element of mythology in Cronus is the struggle for power. Fill in the “Element of Mythology in 
Cronus” section of the anchor chart with: “A struggle for power.”  

E Think-Pair-Share:  

* “What does the myth of Cronus, and the actions of the characters in this myth, teach us about the struggle for power?”   

E Listen for responses such as: “A struggle for power can tear apart a family,” or “The desire for power can make characters go 
to any length to get it.”  

E Fill in the “’First Draft’ Theme Idea” section of the anchor chart with student ideas. Remind students that this section is just 
for their initial thinking, and is a way to help them collect important details.  

E Tell students that now they will have a chance to write about possible themes for the myth of Cronus based on different 
elements of mythology they were just thinking, talking, and writing about during the Carousel of Quotes. Explain that there 
is no one correct theme, as long as it can be supported by evidence from the text.  

E Distribute a Notes: Connecting Elements of Mythology and Theme graphic organizer to each student. Give and 
post the following directions: 

1. Identify a different element of mythology that you see in the myth of Cronus. Use the charts around the room as well as the 
text “The Key Elements of Mythology” to help you. 

2. Based on that element of mythology, write a “first draft” idea for a theme of the myth of Cronus. What  
does the myth teach about the element you chose?  

3. Identify three details from the myth of Cronus that support your idea for a theme.  

E Circulate and support students in their work. Some students may have difficulty getting started. Help them make explicit 
connections to elements of mythology they explored while in the Carousel of Quotes. Other students will struggle moving 
from an element of mythology to a theme. Push these students through questioning to determine what the myth teaches 
about that element of mythology.  

E While students will be encouraged 
to choose a different element of 
mythology, and therefore a different 
theme for their own practice, some 
students may use your initial 
thoughts about “the struggle for 
power” as a scaffold. Therefore, do 
not complete all sections of the 
graphic organizer. 

E For students who need more 
support, Consider giving select 
students the Notes: Connecting 
Elements of Mythology to 
Theme (Modified) handout in the 
supporting materials.  This includes 
sentence starters that will help 
students focus on reading the text 
and finding evidence. 
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Closing and Assessment Meeting Students’ Needs 

A. Reflecting on Learning Targets (5 minutes) 
E Bring students back to the whole group. Tell them that you would like them to spend a couple of minutes reflecting on their 

learning targets for the day. They will talk with a partner using the Back-to-Back, Front-to-Front protocol.  

E Invite students to stand up and place themselves back-to-back with the person next to them. Say: “One of today’s learning 
targets was, ‘I can explain how the elements of mythology help me to understand the theme of the myth of Cronus.’” Ask 
students: 

* “What was difficult about this target?”   

E Give them a couple seconds of think time. Tell students that when you say, “Front-to-front,” they should face each other and 
respond to the question.  

E After students have shared, say, “Back-to-back” again to get students ready for a new question. Ask:  

* “What part of this learning target did you feel successful with?” Again, have students think and then turn front-to-front.   

E Repeat this process with the learning target “I can make connections between the myth of Cronus and the informational text 
‘The Key Elements in Mythology.’” 

 

 

Homework Meeting Students’ Needs 

A. Read Chapter 15 in The Lightning Thief. Use your evidence flags to mark any places where you think the author is 
alluding to a classic Greek myth. Tomorrow we will work with one of these excerpts in the chapter. Who can guess which 
one? 

Collect the students’ Notes: Connecting Elements of Mythology to Theme graphic organizers as a formative assessment of 
students’ ability to generate a “first draft” theme and choose details to support a theme.  Students will build on these notes in 
Lesson 7.  
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Teacher Directions: 
Make copies of these questions (one copy per triad) 
Cut them into strips and fold them twice.  
Place in baskets to be used by triads.  
 
 

 
 
1. Chapter 14 begins: “I’d love to tell you I had some deep revelation on my way down, that I came to terms with my own 

mortality, laughed in the face of death, et cetera.” In this context, what does the word  
revelation mean?  

 
 

 
 
2. If the word mortal means able to die, what does Percy mean when he says, “I came to terms with my own mortality?” on 

page 212?  
 
 

 
 
3. On page 213, Percy says, “I could see where the fire on my clothes had been quenched. But when I touched my own 

shirt, it felt perfectly dry.” What is the meaning of the word quenched here? How is it the same or different from your 
thirst being quenched?  

 
 

 
 
4. How does Percy’s fall from the Arch and descent to the bottom of the Mississippi River help to move the plot of the story 

forward? 
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Print these quotes and attach them to the top of a chart paper, or write these two quotes at the top of a chart paper. Place charts 
around the classroom.  
 
Chart 1:  
Cronus: “But Rhea mourned. Her five sisters, who had married the five other Titans, were surrounded by their Titan children, 
while she was all alone.” 
 
“The Key Elements of Mythology”: “Some of the characters in myths are often non-human even though they possess human 
qualities and emotions. These characters might include gods, goddesses, and supernatural beings.” 
 
 
Chart 2:  
Cronus: “But Cronus did not set his monstrous brothers free, and Mother Earth was angry with him and plotted his downfall.”  
 
“The Key Elements of Mythology”: “The struggle for power in a myth occurs between two opposing forces. This struggle for 
power may be between two supernatural forces, a supernatural force and a mortal, or two members of a single family and may be 
as a result of jealousy, for example.” 
 
 
Chart 3:  
Cronus: “Cronus was now the lord of the universe. He sat on the highest mountain and ruled over heaven and earth with a firm 
hand.” 
 
“The Key Elements of Mythology”: “These non-human characters often possess super-human powers and use them to interact 
with our human world by, for example, controlling the weather. Gods and goddesses may also visit our world by disguising 
themselves in different forms.”   
 
 
Chart 4:  
Cronus: “But she knew that one of his sons would be stronger than he, just as Cronus had been stronger than his father. Cronus 
knew it too, so every time his Titaness-wife Rhea gave birth, he took the newborn god and swallowed it. With all of his offspring 
securely inside him, he had nothing to fear.” 
 
“The Key Elements of Mythology”: “The idea of fate, and its overwhelming power, is a central theme in many myths. Neither 
gods nor man seem able to escape fate, despite many attempts to do so. Making this theme even more prominent, many myths 
begin with a prophecy. This prophecy then shapes the actions and interactions of the various characters of the myth.” 
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1. At each chart, a member of your triad should read the quotes aloud. You should take turns doing this.  
 

2. Discuss with your triad:  
* “How are these two quotes connected?”   
* “What element of mythology is present in the myth of Cronus?” 
 
  

3. After discussing, use your triad’s marker to write your thinking on the chart.  
 

4. Using a sheet of paper and tape, cover your response so the next group can begin their thinking with a “clean slate.” 
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Name: 

Date: 

 

Element of Mythology in Cronus (from “The Key Elements of Mythology”): 
 

“First Draft” Theme Idea: (What does the myth “teach” about the element of myth?) 
 

Details from the myth: (that support this theme) 
 

Detail from Cronus Detail from Cronus Detail from Cronus 

 
Adapted from Odell Education resource: “Forming Evidence-based Claims” 
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Name: 

Date: 

 
Element of Mythology in Cronus (from “The Key Elements of Mythology”) 
An element from “The Key Elements of Mythology” that shows up in Cronus is 

 

 

 
“First Draft” Theme Idea: (What does the myth “teach” about the element of myth?) 
A theme of the myth of Cronus is 

 

 

 
 
 

Details from the myth: (that support this theme)  

Detail from Cronus 
One detail from Cronus is 

Detail from Cronus 
A second detail from Cronus is 

Detail from Cronus 
Finally, 

   

   

   

   

   

   

   

   

   

 
 

Adapted from Odell Education resource: “Forming Evidence-based Claims” 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can use a variety of strategies to determine the meaning of unknown words and phrases. (L.6.4) 

Supporting Learning Targets Ongoing Assessment 

D I can collaborate with my peers to create word models for key vocabulary in mythology.  

D I can explain the meaning of key vocabulary in mythology to my peers. 

D Word models  

D Observations of student thinking about vocabulary 

 

Agenda Teaching Notes 

1. Opening 

A. The Lightning Thief: Routine                   
(8 minutes) 

B. Unpacking Learning Targets (2 minutes) 

2. Work Time  

A. Close Reading, Part 2: Vocabulary: 
Making Word Models of Key Terms of 
Mythology (20 minutes) 

B. Gallery Walk of Word Models                
(10 minutes) 

3. Closing and Assessment 

A. Debrief: How Vocabulary Helps Us 
Understand Key Elements of Mythology 
(5 minutes) 

4. Homework 

A. Read Chapter 14 of The Lightning Thief. 
Purpose: What is the role of the 

D This lesson focuses on developing domain- specific vocabulary about mythology that students will use as they read, 
write, and engage in discussion across the unit. Students develop word models for key concepts they encountered in 
“The Key Elements of Mythology” informational text.  

D A word model engages students in looking more deeply at the meaning of words and helps them become more 
flexible with applying words in a variety of contexts. This type of study provides a venue for students to apply what 
they have been learning about context clues, because in effect they create context clues for the word in the frame. If 
you are familiar with the Frayer Model, you will note similarities. Here, however, students design their own frame 
for presenting the work. This increases engagement and promotes critical thinking. 

D The Opening of this lesson includes explaining the distinction between clarifying questions and probing questions. 
Think of an example that will resonate with your students—perhaps clarifying and probing questions that came up 
during the past few days about their homework reading. Grounding academic vocabulary with concrete examples 
that relate directly to students’ experience is one of the strongest ways to teach such words.  

D If some groups finish their word models early, invite them to work on another word or let them read their novel as 
other groups finish.  

D In advance: Determine which word each triad will work with during Work Time Part A. If your class is large, more 
than one triad may be assigned the same word. 

D In advance: Locate a few nonfiction books in your classroom that have a glossary, to show students as examples 
during Work Time Part A.  
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supernatural in Chapter 14? D Post: Learning targets. 

 
 

Lesson Vocabulary Materials 

clarifying, probing, glossary, synonym, 
definition, antonym, symbol, docent; 
archetype, supernatural, origins, 
separation, duality, fate, prophecy, 
struggle for power 
 

D The Lightning Thief (book; one per student) 

D Question basket 

D Document camera 

D Informational text “The Key Elements of Mythology” (from Lesson 4)  

D Nonfiction books with glossaries (several to display for students) 

D Words for Word Models and Glossary (for teacher reference) 

D Sample Venn diagram (for teacher reference) 

D Chart paper (one piece to chart criteria for word models) 

D Markers (four per triad, in different colors) 

D Equity sticks 

D Sticky notes (five or six per student) 
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Opening Meeting Students’ Needs 

A. The Lightning Thief: Routine (8 minutes) 
D Be sure students have their texts, The Lightning Thief. 

D Ask students to review the questions they formulated about Chapter 13 for homework. Tell them to choose one and place it 
in the question basket. Tell students that their questions can be of several types: 

* Clarifying questions: questions they aren’t sure of, and want a simple answer to 

* Probing questions: questions that seem important to think about—perhaps bigger questions with no one correct answer 

D Briefly model the difference between clarifying and probing questions.  

D Using equity sticks, select a student to read a question from the basket. Ask that same student to think and provide an 
initial response.  

D Students will then build upon this student’s response. Repeat the process as time permits. 

D Consider writing questions and 
answer ideas on the board as 
students share. This will allow 
students who have trouble tracking 
the conversation to have visual 
access to it.  

 

B. Unpacking Learning Targets (2 minutes) 
D Focus students’ attention on the posted learning targets: 

* I can collaborate with my peers to create word models for key vocabulary in mythology.  

* I can explain the meaning of key vocabulary in mythology to my peers.  

D Explain that this lesson will focus on developing an understanding of vocabulary that is key to understanding the elements of 
myths that they learned about in “The Key Elements of Mythology.” Emphasize how crucial vocabulary development is for 
students to become better readers: The more words they know, the more difficult text they can understand!  

D Explain that today they will delve more deeply into key vocabulary from the text. Their word study will help them to 
comprehend the myths more deeply and express their ideas—during discussion and in their writing—about myths in a way 
that shows how much expertise they have built. 

D  
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Work Time Meeting Students’ Needs 

A. Close Reading, Part 2: Vocabulary: Making Word Models of Key Terms of Mythology (20 minutes) 
D Tell students that they will continue to work with the informational text they read in Lesson 4, “The Key Elements of 

Mythology,” to explore the concepts that are key to understanding the elements of myth presented in the text. They will work 
in triads to complete a collaborative word study and create word models that will be used in a class glossary for myth 
vocabulary. Ask: 

* “What is a glossary?” 

D If a student knows, invite him or her to explain to the class. If not, define the term for students: A glossary is like short 
dictionary. It includes an alphabetical list of words that relate to a particular subject. Share that the glossary they are 
creating will focus on words that are especially important to mythology. Briefly show students a few nonfiction books from 
your classroom with examples of glossaries.  

D Assign each triad one of the words from the text (archetype, supernatural, origins, separation, duality, fate, prophecy, 
struggle for power). Give directions:  

1. Reread the text, using context clues to determine the meaning of your words in the context of the whole text. 

2. Using the markers, design a word model on chart paper. The model presents the following:  

* the word/concept 

* a synonym (what it is) 

* an antonym (what it is not) 

* a symbol (nonlinguistic representation) 

* a sentence containing the word/concept 

3. On the back of your paper, write the definition (meaning) of the word. 

D Model briefly with the word glossary (which you just reviewed with students).  

D Emphasize that they are creating models that will be used to “teach” their peers about the word they have become an expert 
on. These words will be used throughout the unit, so their work today matters to the  
whole class!  

D Briefly review criteria for this task before students begin. Say: “Before we begin to work on our word models, what should we 
be thinking about? Let’s think of a list of qualities that would be important to have in our models.” On the board or on chart 
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paper, list the criteria students offer. Listen for and guide responses such as the following: 

 
 

Work Time (continued) Meeting Students’ Needs 

* We will want to use them and look at them. 

* They’ll need to be a size we can carry with us. 

* The information will need to be clear so that we can use them in our reading, writing, and discussions. 

* They will need to be organized and clear. 

* They will need to present the meaning of the key word in different ways—a synonym and antonym, a sentence, a symbol, 
and a definition. 

D Encourage them to refer to the list as they work on their word models. 

D Give students 15 minutes to work. Circulate to listen in and support as needed. Students often confuse synonyms and 
antonyms. Listen in on conversations to ensure that students are clear about the difference. Monitor the interactions in the 
groups. Provide reminders that each group member must have a voice and make a contribution to the model. Alert students 
when 5 minutes remain so that they can monitor and adjust work to finish on time.  

 

B. Gallery Walk of Word Models (10 minutes) 
D Ask each triad to choose one person to be the docent for their group’s word model (or students may rotate in this job). Tell 

students that a docent is like a person in a museum who explains to people what they are seeing.  

D Tell students that they will now circulate around the room, in triads, to look at each triad’s word model. At each station, the 
docent will explain the word model to peers. 

D Distribute sticky notes to each student. Tell students that after the docent explains the word and presents the word model, 
they should use a sticky to try to add to one part of the word model: another synonym, antonym, symbol, or sentence. 
Having a way to respond to the presentation will help maintain student engagement and accountability. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: The Most Important Thing (5 minutes) 
D Remind students of the bigger purpose of doing this vocabulary work: It helps them understand key elements of mythology, 

which in turn helps them understand and appreciate myths more fully when they read them. Focus students on their 
informational text “The Key Elements of Mythology.” Ask them to choose just one of the elements listed and reread that 
small section of the text.  

D Then invite students to Think-Pair-Share:  

* “How has your understanding of this element of mythology been changed or clarified after working with the vocabulary 
words?” 

D Use equity sticks to select students for sharing. 

D Read the second learning target out loud: 

* “I can explain the meaning of key vocabulary in mythology to my peers.” 

D Ask students to show a quick Fist to Five of where they stand with this target. Notice students who hold up just one or two 
fingers; plan to give these students additional support in future lessons.  

 

 

Homework Meeting Students’ Needs 

A. Read Chapter 14 of The Lightning Thief. Purpose: What is the role of the supernatural in Chapter 14? 

Note: At the end of the class, collect students’ word models to compile into a glossary. In Lesson 6, give each student a copy of 
this glossary to use as a resource for reading, discussion, and written assignments in the unit.  
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archetype 
 
supernatural 
 
origins 
 
separation 
 
duality 
 
fate 
 
prophecy 
 
power 
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Front Side: 
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 Back Side: 
 

 
 
 
 
 
 
 

Archetype: (n.) an original pattern or model 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of literary text. (RL.6.1) 
I can determine a theme based on details in a literary text. (RL.6.2) 
I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can determine the main idea of an informational text based on details in the text. (RI.6.2) 

Supporting Learning Targets Ongoing Assessment 

C I can make comparisons between ideas in the myth of “Cronus” and “Shrouded in Myth.”  

C I can get the gist of sections of “The Key Elements of Mythology.”  

C I can reflect on things that close readers do. 

C Chalk Talk charts 

C Exit Ticket: The Most Important Thing 
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Agenda Teaching Notes 

1. Opening 

A. The Lightning Thief: Routine                   
(10 minutes) 

2. Work Time  

A. Comparing “Cronus” and “Shrouded in 
Myth”: A Carousel of Quotes and Venn 
Diagram (15 minutes) 

B. Close Reading, Part 1: Getting  the Gist of 
“The Key Elements  of Mythology”        
(15 minutes) 

3. Closing and Assessment 

A. Exit Ticket: The Most  Important Thing 
(5 minutes) 

4. Homework 

A. Read Chapter 13 of The Lightning Thief. 
While reading, record at least five 
questions that you have about the 
chapter. 

C This lesson includes a Carousel activity, which students should be familiar with from Unit 1, Lesson 3. Review this 
lesson in advance to recall the routine.  

C This lesson continues to build upon the close reading practices that students have refined throughout  
Unit 2.  

C Students revisit “Shrouded in Myth” (from Unit 1, Lesson 1) and compare it with “Cronus”.  

C Students use a Venn diagram, so they do both compare and contrast these two stories. Yet the emphasis is on 
comparison because students are using the similarities between these two stories to construct knowledge about the 
common elements of myth. This constructed knowledge will then be reinforced, or revised, through the reading of 
the informational text “Key Elements of Mythology.”  

C Students read a new informational text that gives them background knowledge about six key elements of mythology. 
These elements will provide a framework for examining The Lightning Thief and a variety of Greek myths 
throughout Unit 2. Students will apply this framework specifically as a part of their mid-unit assessment (Lesson 
11). 

C Continue to emphasize the importance of both rereading and reading a lot of texts on one topic. These two practices 
help students build knowledge about the world and become stronger readers. They may notice how much they have 
learned since they first read “Shrouded in Myth” on the first day of the module! 

C In advance: Read Chapter 13 of the Lightning Thief with the entrance task in mind. Identify pivotal moments you 
anticipate students will mention.  

C Review the Carousel protocol (Appendix 1). 

C Prepare the charts for the Carousel protocol (Part A of Work Time). Copy the quotes from “Cronus” and “Shrouded 
in Myth” Carousel of Quotes (see supporting materials) onto chart paper. Hang one quote on each chart, and spread 
the charts out on the classroom walls with enough space in between so that students can circulate easily during the 
activity. (If your class is large, consider making eight charts total, with two charts that have identical quotes. If you 
do this, be sure students know that they only need to get to four of the eight charts.)  

C Post: Learning targets, entrance ticket prompt. 
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Lesson Vocabulary Materials 

pivotal moment, compare, 
comparison, contrast (v); elements, 
theme 
 

C The Lightning Thief (book; one per student) 

C Document camera 

C Entrance Ticket: Pivotal Moments (teacher-created; see Opening A) 

C Question basket 

C Chart paper for Carousel of quotes—four pieces of chart paper total, one chart for each pair of quotes. (model in supporting 
materials).  

C “Cronus” and “Shrouded in Myths” Paired Passages Carousel Walk (For Teacher Reference) 

C Sticky notes (four per student) 

C Venn diagram (blank, one per student) (see Appendix 2 or create your own) 

C Venn Diagram: Comparing and Contrasting “Cronus” and “Shrouded in Myth” (one per student) (See Appendix 2 or create 
your own) 

C “Cronus” (from Lesson 2; one per student) 

C Reading Closely: Approaching the Text handout (from Lesson 2; one per student) 

C “The Key Elements of Mythology” (one per student)  

C Exit Ticket: The Most Important Thing (one per student) 
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Opening Meeting Students’ Needs 

A. The Lightning Thief: Routine (10 minutes) 
C Be sure students have their texts, The Lightning Thief. 

C Invite students to sit in triads. Turn their attention to Entrance Task: Pivotal Moments, which should be posted on the 
document camera before students enter the classroom: 

* “Write down a pivotal moment in Chapter 12 of The Lightning Thief.”  

C Before students write, briefly define the word pivotal. Explain that it means to have significance to the development of 
something else. Link this to the word “pivot,” which means to turn quickly (some students may recognize this word from its 
sports context): something that is pivotal means it makes other things happen or “turn.” Say: “An example of a pivotal 
moment in someone’s life might be the birth of a sibling, a marriage, or getting/losing a pet.”  

C Give students 2 minutes to think and then write down a pivotal moment from Chapter 13.  

C Then ask students to put their pivotal moments into the question basket.  

C Randomly ask a student to pull a pivotal moment from the basket and read it aloud. In triads, encourage the class to discuss 
why the moment is/is not pivotal in the chapter. Encourage students to cite reasons for their opinion, with probing 
questions like: 

* “How was that moment a turning point in the story?” 

* “What changed?”  

C Post the definition of pivotal where 
students can see it. Consider posting 
examples of pivotal moments in a 
novel: when the relationship 
between two characters changes, 
when there is an unexpected turn in 
the plot, etc.  
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Work Time Meeting Students’ Needs 

A. Comparing and Contrasting “Cronus” and “Shrouded in Myth”: A Carousel of Quotes and  
 Venn Diagram (15 minutes) 
C Invite students to read the first learning target aloud with you:  

* “I can make comparisons between ideas in “Cronus” and ‘Shrouded in Myth.’”  

C Ask students to think and then discuss as triads:  

* “What does the word compare mean?”  

C Invite a few students to share out. Be sure to clarify that compare means to notice how two or more things are similar. Then 
explain that contrast means to look for things that are different. 

C Tell students that as they learn more about myths, they will start to recognize things that many myths have in common. 
Today they are going to revisit a myth they read on the very first day of the module, “Shrouded in Myth,” and compare it to 
the “Cronus”.  

C Remind students of the activity they did during Unit 1 with a Carousel of Quotes related to Percy Jackson. Tell them that 
they will do something similar today. But this time they will be looking at quotes from two different myths and thinking 
about how they compare or contrast. Briefly review the process: 

1. In triads, travel from chart to chart.  

2. Read each of the passages.  

3. As a triad, discuss: “What is similar and different between the two passages?” 

4. On your own, write your thinking onto sticky notes, and stick those notes on the chart paper.  

C Review expectations for movement and noise level (e.g., “Please remember to keep your hands to yourselves and volume at a 
level 1—you should hear your triad but not other groups around you”). 

C Encourage students to wrestle with the passages. You might say: “Today we are going to be looking very closely at passages 
from ‘Shrouded in Myth’ and ‘Cronus’. We are looking for things that are similar and different in the two passages. Talk with 
peers and explore ideas with them. You may see things that others don’t see. Others may see things that you don’t see.” 

C Give every student sticky notes. Ask them to gather with their triads and begin.  
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Work Time (continued) Meeting Students’ Needs 

C After about 8 minutes, ask students to return to their seats. 

C Place a blank Venn diagram on the document camera and distribute one to each student. Explain that a Venn diagram is 
an organizer for recording how things compare (are alike) and contrast (are different); things that are the same go in the 
middle space, and things that are different go on one side or the other. 

Tell students that you would like them to add details to their Venn diagram as you complete one on the document camera. 
As students share their observations, record the similarities and differences they noted on the document camera. Ask 
students to keep their Venn diagram in their notebook or folder for future reference. 

 

B. Close Reading, Part 1: Getting the Gist of “The Key Elements of Mythology” (15 minutes) 
C Invite students to read the next couple of learning targets aloud with you:  

* “I can get the gist of sections of ‘The Key Elements of Mythology.’”  

* “I can reflect on things that close readers do.” 

C Tell students that in the second and third learning targets they will continue to practice the skills of close reading that they 
have been developing. Continue to emphasize that close reading is not a formulaic step-by-step process, but that it often 
involves certain “things” that close readers do.  

C Tell students that much of what they put in the center of their Venn diagram is common in many myths. Provide a few 
specific examples that emerged from your class discussion. 

C Tell students that now they will get to read a new informational text that will give them more background knowledge about 
one of the guiding questions: “What makes a myth a myth?” 

C Distribute the informational text “The Key Elements of Mythology.” Focus students on the title. Briefly define elements 
in this context: a part or aspect of something, especially a part of something that is really important or typical. Tell them that 
this definition will become clearer as they read.  

C Begin reading the opening sentences of the text: “Myths are stories that explain the world and humans’ experiences. 
Mythological stories and characters reflect a culture’s past and traditions and, most importantly, tell the story of the values 
and beliefs that are central to a culture, and to the human race. The universal appeal of myths is, in part, a result of 
elements common across most myths. These repeated elements include symbols, themes, patterns, and characters. These 
elements help to develop and communicate the theme of a myth. Common themes in myths include the struggle between the 
forces of good and evil, the quest of a hero, or the origin of some aspect of the natural world.”  
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Work Time (continued) Meeting Students’ Needs 

C Prompt triads to spend a couple of minutes discussing: 

* “What does theme mean?” Point out that again these examples are really thematic topics.  

C Ask students to read the remainder of the text slowly for the gist. Encourage them to annotate in the margins.  

C At the end of the reading, ask students to take 2 minutes to share their gist notes with their triad.  

C Remind students that rereading is one of the main “things close readers do.” Commend them for their first read of this text, 
and tell them that they will continue with this same text for a closer read in the next lesson.Explain to students that they will 
now have an opportunity to explore the themes in the myth of Cronus that relate to the topic of parent-child relationships. 

 

 

Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: The Most Important Thing (5 minutes) 
C Distribute the Exit Ticket: The Most Important Thing to student. Tell students that they are going to write about the 

most important thing they learned in this lesson. Tell students that this is a very simple and efficient way for them to 
summarize and evaluate their learning from the lesson.  

C Ask students to complete the blanks in the statement with information learned from the class. 

 

 

Homework Meeting Students’ Needs 

A. Read Chapter 13 of The Lightning Thief. While reading, record at least five questions that you have about the chapter.   
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Teacher Directions: Copy each of the sets of paired passages below onto a separate piece of chart paper.  
 
Chart 1 
“A long, long time ago even before Perseus was born, his grandfather, Acrisios, the king of Argos, was given a prophecy that he 
would someday be killed by his grandson.” (“Shrouded in Myth”) 
 
“Cronus was afraid that his children might one day rise up against his authority, as he had against his own father, Uranus. His 
father had predicted that this would happen.” (“Cronus”) 
 
Chart 2 
“Zeus had been watching Danae and thought that she was stunning—too beautiful to resist. He turned himself into a golden rain 
and poured through the bronze bars in the roof of her elaborate dungeon.” 
(“Shrouded in Myth”) 
 
“When it came to Zeus, her sixth and last child, Rhea was determined to save this one child at least, to love and cherish. She 
asked her parents, Uranus and Gaea, for advice and assistance. They told her to wrap a stone in baby-clothes and give it to 
Cronus. She did, and he swallowed the stone without noticing the deception.” (“Cronus”) 
 
Chart 3 
“To protect himself from his fate, the terrified king imprisoned his only daughter, Danae, in an underground dungeon, so that 
she could never marry or have children.” (“Shrouded in Myth”) 
  
“In order to be sure that he kept power and the prophecy did not come true, Cronus attempted to escape fate by swallowing each 
child as soon as it was born.” (“Cronus”) 
 
Chart 4 
“Outraged, as well as, frightened when he learned of a grandson’s birth, Acrisios enclosed mother and son in a chest, which he 
flung into the sea.” (“Shrouded in Myth”) 
 
“Anxious to keep the secret of his existence from Cronus, Rhea sent the infant Zeus secretly to Crete, where he was fed, protected, 
and educated.” (“Cronus”) 
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“Shrouded in Myth”                          “Cronus” 
 

Name: 

Date: 
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 “Shrouded in Myth”                          “Cronus” 

$ Acrisios is killed by his 
grandson.  

$ This story is a mix of mortal and 
immortal characters. 

$ In both, there is a sense of fate 
or prophecy that makes a 
character fear loss of power.  

$ In both myths, families are in a 
struggle for power.  

$ In both texts, a parent 
imprisons their child in some 
way.  

$ Both stories involve Zeus in 
some way. 

$ In both stories, immortal beings 
experience human emotions like 
desire, rage, or jealousy.   

  

$ Cronus is dethroned by his son.  

$ All the characters of this story 
are immortal (titans and gods). 
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Myths are stories that explain the world and humans’ experiences. Mythological stories and characters reflect a culture’s past 
and traditions and, most importantly, tell the story of the values and beliefs that are central to a culture, and to the human race. 
 
The universal appeal of myths is, in part, a result of elements that are typical or common across most myths. These repeated 
elements include symbols, themes, patterns, and characters. These elements help to develop and communicate the theme of a 
myth. Common themes in myths include the struggle between the forces of good and evil, the quest of a hero, or the origin of 
some aspect of the natural world. 
 

Parent Child 

Tension between Opposing 
Forces in the Universe 

Myths are often structured around the tensions between opposing forces in the universe, like 
light versus dark and good versus evil. Often the main characters in myths have responsibility 
for resolving conflicts between these opposing forces; for example, heroes fighting to overcome 
evil monsters. 

A Struggle for Power 

The struggle for power in a myth occurs between two opposing forces. This struggle for power 
may be between two supernatural forces, a supernatural force and a mortal, or two members of 
a single family. This struggle may be a result of desire for control, vanity, or jealousy. Often this 
struggle ends with punishment or even death.  

Explanation of the Origins 
of Life and the Natural 
World 

Many myths come from humans’ early desire to explain the origins of life and the natural 
world. They try making sense of the wonders of the world they perceived. Myths often attempt 
to answer the fundamental questions: How did the world come to be? Who are we? What is our 
purpose on earth? Because ancient people could not rely on science, they told these stories to 
provide an explanation about where we came from and how things came to be.  

Fate and Prophecy  

The idea of fate, and its overwhelming power, is a central theme in many myths. Neither gods 
nor humans seem able to escape fate, despite many attempts to do so. Making this theme even 
more prominent, many myths begin with a prophecy. This prophecy then shapes the actions 
and interactions of the various characters of the myth.  

Supernatural or Non-
human Characters 

Some of the characters in myths are often non-human even though they possess human 
qualities and emotions. These characters might include gods, goddesses, and supernatural 
beings. These non-human characters often possess super-human powers and use them to 
interact with our human world by, for example, controlling the weather. Gods and goddesses 
may also visit the human world by disguising themselves in different forms.  

A Quest or Completion of a 
Task 

Myths often tell stories of human characters who travel between worlds to complete a task; for 
example, finding someone or something. Often this involves travel between the present world 
and other worlds like Mount Olympus, the home of the gods, or the Underworld, which is 
hidden beneath the Earth and is the kingdom of the dead.  
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Name: 

Date: 

 
 

Today I learned that myths           
 
 
 
I also learned that myths           . 
 
      , and        
 
 
 
But the most important thing about myths is         
 
              .   
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence that provides the strongest support for my analysis of a literary text. (RL.6.1) 
I can determine a theme based on details in a literary text. (RL.6.2) 

Supporting Learning Targets Ongoing Assessment 

F I can answer questions about the myth of Cronus using evidence from the text. 

F I can use context clues to determine the meaning of unknown words in the myth of Cronus. 

F I can collaborate with my peers to determine themes in the myth of Cronus. 

F I can explain how a theme in Cronus is connected to a theme in The Lightning Thief. 

F Understanding the Allusion in Chapter 10 (from 
homework)  

F Chalk Talk charts 
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Agenda Teaching Notes 

1. Opening 

A. The Lightning Thief: Routine                   
(7 minutes) 

B. Unpacking the Learning Targets             
(3 minutes) 

2. Work Time  

A. Engaging the Reader: Text-Dependent 
Questions    (5 minutes) 

B. Mini-Lesson: What Is a Theme?            
(15 minutes) 

C. Chalk Talk: A Theme in the Cronus Myth 
Related to Parent-Child Relationships 
(10 minutes) 

3. Closing and Assessment 

A. Exit Ticket: Connecting Themes in the 
Myth of Cronus to The Lightning Thief, 
Chapter 12 (5 minutes) 

4. Homework 

A. Read Chapter 12 of The Lightning Thief: 
What do you think are the three most 
important moments in the chapter? 
Why? 

F Students continue working with the same text from Lesson 2: “Cronus”  

F This lesson includes a mini-lesson to help students understand theme, and the importance of moving from a more 
general understanding of the topic of a piece of literature to a more specific thematic statement. Continue to 
reinforce with students that reading for details and connecting (synthesizing) the details will help them begin to 
infer theme. Since theme is almost never directly stated in literature, this type of intellectual work with a text can 
prove challenging to many students. Encourage them! 

F During the mini-lesson, students examine a document called Distinguishing between Topics and Thematic 
Statements. This includes concrete examples, and thus gives students a scaffold to help them distinguish between 
topic and theme, a central focus of their work in the lesson. The concept of theme is fairly abstract for some sixth-
graders; do not worry if not all students grasp it during this lesson; they continue to work with identifying and 
writing about themes in myths throughout the unit.  

F After learning about theme and the concept of universality, students apply this understanding as they synthesize 
details from the myth Cronus to determine and articulate a theme related to parent-child relationships. 

F In advance: Review the Chalk Talk protocol (see Appendix 1). A Chalk Talk is an excellent way to promote 
awareness of patterns and problems, and to ensure that all voices are heard.  

F If possible, give each student in a triad a different color marker for the Chalk Talk. It’s fun for each student to have 
his or her own color, and it provides a sense of ownership and accountability for contributing. It also makes it easier 
for you to circulate as students work and observe each student’s comments as a quick informal assessment of his or 
her emerging understanding of theme.  

F Part B of Work Time focuses on helping students distinguish between topics and thematic statements. Students 
participate in an active engagement strategy called “Envelope, Please!” Envelopes with statements (see below) are 
distributed at random, and students open their envelope, read what is on the strip, and tell the class whether it is a 
topic or theme, and why. This strategy is simple, fun, and particularly effective as a low-stakes formative assessment 
when trying to get students to “have a go” with a new concept or skill.  

F For ELLs, consider sharing an envelope with them in advance so they have time to think and prepare their response. 

F In advance, cut up Distinguishing between Topics and Thematic Statements document into strips, with one 
topic or theme on each strip, so there are 12 strips total. Then put each strip in a separate envelope. 

F Post: Learning targets. 
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Lesson Vocabulary Materials 

topic, theme, thematic statement, 
universal, convey; prophecy, 
deception,   inevitable, dethroned  
 

F The Lightning Thief (book; one per student) 

F 3" x 5" index cards (one per student) 

F Question basket 

F Document camera 

F Definition of theme (one to display) 

F Chart paper (one piece per triad) 

F Markers (one per student) 

F “Cronus” (from Lesson 2; one per student) 

F The Lightning Thief word-catcher (from Lesson 1; extras in case students need more) 

F 12 envelopes 

F Distinguishing between Topics and Thematic Statements document (to copy , cut up, and place one statement in each 
envelope; see Teaching Note above) 

F Exit Ticket: Themes of Parent-Child Relationships in The Lightning Thief (one per student) 

F Differentiated Exit Ticket: Themes of Parent-Child Relationships in The Lightning Thief (optional; for students needing 
more support) 

F Homework: Purpose for Reading—Chapter 12 (one per student) 
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Opening Meeting Students’ Needs 

A. The Lightning Thief: Routine (7 minutes) 
F Be sure students have their texts, The Lightning Thief. 

F Invite students to sit in their triads. Ask students to write one question they had about the events in The Lightning Thief, 
Chapter 12, on an index card.  

F Give students about 2 minutes to think and write a question. Then ask students to put their question into the question 
basket.  

F Randomly invite students to pull a question from the basket. Ask triads to discuss the question for about 30 seconds. Tell 
them they must use text evidence in their answer.  

F Invite one triad to share their thinking. To check for understanding, have another triad restate the answer, or offer an 
alternative answer.  

F Continue questions as time allows. 

F Consider giving select students a 
question from the basket at the 
beginning of this activity, allowing 
them time to locate evidence for 
their answer.  

 

B. Unpacking the Learning Targets (3 minutes) 
F Direct students’ attention to the learning targets for the day’s lesson.  

* I can answer questions about the myth of Cronus using evidence from the text.  

* I can use context clues to determine the meaning of unknown words in the myth of Cronus. 

* I can collaborate with my peers to determine themes in the myth of Cronus. 

* I can explain how a theme in Cronus is connected to a theme in The Lightning Thief. 

F Remind students that learning targets are helpful tools to understand their own learning goals. Ask students to read the 
learning targets with you. Tell them that in this lesson they will continue to use text details to determine the main idea of a 
text.  

F Focus the class on the word theme. Invite students to record the word on their The Lightning Thief word-catcher. Ask 
for a quick thumbs-up: 

* “Who has heard this term before?” 

F If some students show a thumbs-up, invite them to share with the class. If not, simply tell students that in this lesson, they 
will be learning about what a theme is and why themes make stories meaningful. 
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Work Time Meeting Students’ Needs 

A. Engaging the Reader: Text-Dependent Questions (5 minutes) 
F Be sure students have their text “Cronus”. Ask students to read along silently as you read the myth of Cronus.  

F Stop in the appropriate places to ask the following vocabulary questions. Ask students to Think-Pair-Share and record new 
vocabulary on their word-catcher charts: 

* “It says: ‘His father had predicted that this would happen.  In order to be sure that he kept power and the prophecy did 
not come true, Cronus attempted to escape fate by swallowing each child as soon as it was born.’ What does the word 
prophecy mean in this context?”   

* “It says: ‘They told her to wrap a stone in baby-clothes and give it to Cronus. She did, and he swallowed the stone without 
noticing the deception.’ What does the word deception mean in this context?” 

* “It says: ‘Cronus was so enraged that war between the father and son became inevitable. Zeus eventually dethroned his 
father Cronus, who was banished from his kingdom and deprived forever of the supreme power.’ What does inevitable 
mean in this context?  What does dethroned mean in this context?”  

F Encourage students to write these words on their word-catchers. Continue to reinforce the value of noticing and learning 
new vocabulary: It is one of the most powerful ways to become a stronger reader. 

F Consider providing select students 
with definitions of these words on 
an index card. This will scaffold 
their reading of the text as well as 
provide assistance if the class gets 
stuck on a definition. “[Student 
name] has a definition prepared for 
us. Can you read it to the class?” 

 

B. Mini-Lesson: What Is a Theme? (15 minutes) 

F Refocus students whole group. Tell them that you are going to take some time to help them understand the concept of 
theme, which will be central for their work in the rest of this unit (and throughout the year).  

F Let’s first look at the definition of a theme. Place the definition of theme on the document camera. Ask students to 
read along silently as you read the definition to them. 

F A theme is a significant idea or lesson conveyed in a text. It is a message the author conveys through important details or 
events.  

F Explain that one of the reasons literature is so powerful is that through entertaining stories, readers are invited to think 
about those truths that make us human and our experiences universal. A universal theme is one that has meaning to people 
across time and cultures. 

F Write the thematic topic on the board: Parent-Child Relationships. 

F Write the thematic statement on the board: A mother will put her love for her children above every other relationship. 

F Consider pre-highlighting the 
Cronus text with important details 
relevant to parent-child 
relationships for select students. 
This will allow those students to 
focus their attention, and be more 
likely to engage in the Chalk Talk.  
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Work Time (continued) Meeting Students’ Needs 

F Invite the students to share what they notice between the first statement and the second. Listen for responses like, “The first 
is not a sentence. The second is a sentence” and “The first sentence does not tell us anything about parent-child 
relationships. The second tells us that the love a mother has for her child is more important than any other relationship.” 

F Point out that the first phrase is an example of a topic. The second is an example of a thematic statement. 

F Add that a thematic statement is expressed in a complete sentence and conveys a complete idea about the topic. It is a 
statement or claim about the topic: the writer’s thinking. A hint that often helps students to arrive at theme is to ask: “What 
idea or lesson does this story convey or communicate about the topic?” In this case, the theme answers the question: “What 
ideas does the Cronus myth convey about parent-child relationships?” 

F Tell students that to check how well they understand the difference between topic and theme, they are going to do a quick 
activity called “Envelope, Please!” Randomly distribute the envelopes to 12 students. Pair those students with another 
student. Give brief directions: 

1. Each envelope contains either a topic or a thematic statement.  

2. We will take turns: one reader at a time. 

3. If you have an envelope, when it’s your turn: open it and read the words to a peer. 

4. The partner gives a thumbs-up if the words are a thematic statement. 

5. The partner gives a thumbs-down if the words are a topic. 

F Begin “Envelope, Please!” Encourage students to justify their responses.  

F Ask students to show a Fist to Five on how they are feeling about their understanding of theme. Reassure them if the concept 
still feels hard to grasp; they will get to keep practicing this throughout the year. 

F Explain to students that they will now have an opportunity to explore the themes in the myth of Cronus that relate to the 
topic of parent-child relationships. 
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Work Time (continued) Meeting Students’ Needs 

C. Chalk Talk: A Theme in the Cronus Myth Related to Parent-Child Relationships (10 minutes) 

F Briefly explain the Chalk Talk protocol and its purpose: A chalk talk is a simple procedure to promote discussion and 
awareness of issues and perspectives—silently.  

F Tell students that this simple structure will let all of them get their thinking out on paper.  

F Remind students of the expectations for the Chalk Talk protocol. Make it clear that everyone is responsible for writing, 
reading other people’s comments, and responding; there should be no talking; and no one should sit down until the time 
period is over. Opinions must be freely expressed and honored, and no personal attacks are allowed. 

F Post and read out loud the focus question for their Chalk Talk:  

F * “What themes are conveyed in the Cronus myth about parent-child relationships?” 

F For each triad, distribute one piece of chart paper. Give every student a marker.  

F Tell students that they will have just 5-7 minutes for their Chalk Talk: all three students will write simultaneously on the 
chart paper to answer the question.  

F Invite students to begin. As students work, circulate to listen in and support as needed. Remind students to work silently: 
They are having a written conversation. Observe the comments that students are writing during the Chalk Talk in order to 
informally assess specific students’ understanding of theme generally and the theme of this specific myth. Also look for 
patterns of insight or confusion, to address with the whole class later in the lesson.  

* After 7 or 8 minutes, thank students. Ask them to stay at their charts with their triads, but to refocus whole group. Invite 
each group to share one thematic statement about parent-child relationships in the Cronus myth. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: Connecting Themes in the Myth of Cronus to The Lightning Thief, Chapter 12 (5 minutes) 
F Invite students to return to their seats. Refocus them on the last learning target: 

* I can explain how a theme in Cronus is connected to a theme in The Lightning Thief.  

F Remind them that one of the reasons they are reading myths is to help them deepen their understanding of the novel The 
Lightning Thief. Point out that in the novel, Percy writes a lot about his relationship with his parents, too. 

F Distribute the Exit Ticket: Themes of Parent-Child Relationships in The Lightning Thief and read it aloud.  

* “What is a theme around parent-child relationships in this story? What message about this topic does Rick Riordan 
convey through details?” 

F Invite students to take several minutes to write quietly. Tell them that given the short time, it is fine if their writing is not 
thorough: they should just get write down their thinking as time permits.  

F Distribute or post Homework: Purpose for Reading—Chapter 12. Tell the class that this homework will be used in the 
opening of the next lesson. 

F Consider giving select students the 
Differentiated Exit Ticket: Themes 
of Parent-Child Relationships in 
The Lightning Thief. This will allow 
students to focus their attention on 
locating important details and 
theme, as well as help scaffold their 
thinking and writing. 

 

 

Homework Meeting Students’ Needs 

A. Read Chapter 12 of The Lightning Thief. While reading this chapter, use your evidence flags to mark important events in 
the chapter. Important events could be defined as: moments in which the character makes an important realization, 
moments in which the plot changes in some way, or moments that change the relationship between two characters.  
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Use the chart below to record the things you notice and wonder about as you view the illustrations of Cronus and Rhea. 
 

Things I Notice Things I Wonder About 

☐ abuse of power 

☐ action vs. apathy 

☐ beating the odds 

☐ beauty 

☐ coming of age 

☐ corruption 

☐ courage 

☐ effects of the past  

☐ faith 

☐ fall from grace 

☐ family 

☐ fate 

☐ fear 

☐ fear of failure 

☐ freedom 

☐ friendship  

☐ greed 

☐ hate 

☐ heritage 

☐ heroes 

☐ honesty 

☐ innocence 

☐ justice 

☐ love 

☐ loyalty 

☐ manipulation 

☐ mothering 

☐ nature 

☐ need for change 

☐ obligation 

☐ parent-child 

☐ relationships 

☐ peace 

☐ peer pressure 

☐ perseverance 

☐ power of the mind vs. authority 

☐ prejudice 

☐ price of progress 

☐ pride 

☐ quest for knowledge 

☐ religion 

☐ revenge 

☐ secrecy 

☐ security/safety 

☐ seizing the moment 

☐ survival 

☐ the overlooked 

☐ the road not taken 

☐ war 

☐ winners and losers 

���



 

 

GRADE 6: MODULE 1: UNIT 2: LESSON 3 
Distinguishing between Topics and Thematic Statements 

 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to 
Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  5���6:M1:U2:L3  5��June 2013  5��2 
 

 

Teacher Directions: Photocopy this page. Cut it up so that each topic or thematic statement is on its own strip. Place one strip in 
an envelope, so you have 12 envelopes total.  
 

Perserverance 

Greed 

It is better to be happy than proud.  

Friendship 

Honesty 

Perserverance is the key to success. 

Loyalty 

Love 

Sometimes love hurts. 

Honesty is the best policy. 

Greed can destroy the greatest of men. 
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Name: 

Date: 

 
 
In the lesson, you explored the idea of themes concerning parent-child relationships in the Cronus myth such as: “A mother will 
put her love for her children above every other relationship.”  
 
Now, think of the parent-child relationships in The Lightning Thief. What is a theme around parent-child relationships in this 
story? What message about this topic does Rick Riordan convey through details? 
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Name: 

Date: 

 
In the lesson, you explored the idea of themes concerning parent-child relationships in the Cronus myth such as: “A mother will 
put her love for her children above every other relationship.”  
 
Now, think of the parent-child relationships in The Lightning Thief. What is a theme around parent-child relationships in this 
story? What message about this topic does Rick Riordan convey through details? 
Possible Parent-Child Relationships in The Lightning Thief 
 

Parent Child 

Percy Jackson Sally Jackson (mom) 

Percy Jackson Poseidon (dad) 

Annabeth Athena (mom) 

Annabeth Dad 

 

A parent and a child relationship in The Lightning Thief is      
 (child name) 

 
and     . An important detail about this relationship is 
  (parent name) 
 
             
 
            . 
 
This details shows          
 
             .  
 
Therefore, a theme conveyed through this relationship      
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Name: 

Date: 

 
While reading Chapter 12, use your evidence flags to mark important events in the chapter. Important events could be defined as: 
moments in which the character makes an important realization, moments in which the plot changes in some way, or moments 
that change the relationship between two characters.  
 
What do you think are the three most important events in this chapter? Why? 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence that provides the strongest support for my analysis of a literary text. (RL.6.1) 
I can determine a theme based on details in a literary text. (RL.6.2) 

Supporting Learning Targets Ongoing Assessment 

B I can use details from images to make predictions about the myth of Cronus. 

B I can get the gist of the myth of Cronus. 

B I can reflect on the things that close readers do. 

B Predictions 

B Selected-response 

B Understanding a Key Allusion to Cronus in Chapter 10 of 
The Lightning Thief 
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Agenda Teaching Notes 

1. Opening 

A. The Lightning Thief: Routine: Sharing Evidence 
Flags (3 minutes) 

B. Unpacking the Learning Targets (2 minutes) 

2. Work Time  

A. Image Analysis: Making Predictions (10 minutes) 

B. An Introduction to the Odell Education Resource 
“Reading Closely: Guiding Questions” handout (10 
minutes) 

C. Reading for Gist and Selected-Response Questions: 
The Myth of Cronus (15 minutes) 

3. Closing and Assessment 

A. Exit Ticket: Self-Assessment: Reflecting on Things 
Close Readers Do (5 minutes) 

4. Homework 

A. Read Chapter 11. Use your evidence flags to mark 
any allusions to classic myths.  

B. Complete the homework assignment: The Lightning 
Thief: Understanding the Allusion to Cronus in 
Chapter 10. 

B In this lesson, students demonstrate accountability for reading Chapter 10 of The Lightning Thief 
through the homework assignment, in which they are asked to apply class learning about the main ideas 
conveyed in the myth of Cronus to interpreting a key allusion to Cronus on pages 155–156 of the novel.  

B The first part of this lesson follows the pattern of Unit 1, Lesson 1. Review that lesson in advance in 
order to help students connect to prior learning, including the routine of “notice” and “wonder.”  

B Today, students continue to build upon the close reading practices and skills that they have developed 
and practiced in Unit 1. In that unit, students helped co-create the Things Close Readers Do anchor 
chart.  

B Now, in Unit 2, students are introduced to the Odell Education resource called Reading Closely: Guiding 
Questions handout (provided here in supporting materials and also available as a stand-alone document 
on EngageNY.org and odelleducation.com/resources). Students will refer to this document regularly as 
a way of understanding and connecting their learning targets. Preview this document in advance, 
thinking in particular about how it relates to the Things Close Readers Do anchor chart that students 
created during Unit 1. 

B Students will work with a separate Reading Closely: Approaching the Text handout, which includes only 
the information from the top row of the Odell resource Reading Closely: Guiding Questions handout, 
“Approaching the Text.” Providing an abbreviated resource is just like “chunking” other complex texts 
students have read; it will help them focus on the specific questions they attend to during this lesson. 
Students use the document as a tool to self-assess their growing skills as close readers. 

B Help students understand that “approaching the text” happens as soon as you have the text in your 
hands. It is one good way to start getting the gist.  

B In advance: Create an anchor chart with the title “Things I Notice” and another with “Things I Wonder 
about” (see sample in supporting materials). 
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Lesson Vocabulary Materials 

prediction, inference (review), close 
reading, paraphrase 
 

B The Lightning Thief (book; one per student) 

B Evidence flags (extras if students need) 

B D’Aulaires’ Book of Greek Myths: illustrations of Cronus and Rhea on pages 14 and 15 (to project) 

B Document camera/chart paper for I Notice/I Wonder 

B 3” x 5” index cards (one per student) 

B Equity sticks (from Unit 1) 

B Things Close Readers Do anchor chart (from Unit 1) 

B Reading Closely: Guiding Questions handout (from Odell Education; also see stand-alone document on EngageNY.org and 
odelleducation.com/resources) (one per student and one to display) 

B Reading Closely: Approaching the Text handout (one per student) 

B “Cronus” (one per student) 

B Myth of Cronus: Question from the Text (one to display) 

B Sticky notes (several per student) 

B Myth of Cronus: Questions from the Text (one to display) 

B Homework: The Lightning Thief: Understanding the Allusion to Cronus in Chapter 10 
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Opening Meeting Students’ Needs 

A. The Lightning Thief: Routine: Sharing Evidence Flags (3 minutes) 
B Be sure students have their texts, The Lightning Thief. Invite students to sit with their triads. Remind them of their 

purpose for reading Chapter 10: finding references to Cronus and marking those references with their evidence flags.  

B Invite students to share their findings with their triad. Tell students that any reference they did not flag on their own, they 
should flag now. 

 

B. Unpacking the Learning Targets (2 minutes) 
B Focus students on the learning targets for this lesson:  

* “I can use details from images to make predictions about the myth of Cronus.” 

* “I can get the gist of the myth of Cronus.” 

* “I can reflect on the things that close readers do.” 

B Focus the class on the first learning target. Ask students to show a Fist to Five to demonstrate how well they achieved that 
target in the opening of the lesson.  

B Say: “Remember that we have talked about getting the gist—an initial sense of what a text or a section of text is mostly 
about. Today we are going to continue into our magical study of mythology with our reading of the Cronus myth—which 
builds upon ‘Myths and Legends’ by telling us more about how men and the gods came to be. Today, you will be reading the 
myth for gist.” 

 

 

���



 

 

GRADE 6: MODULE 1: UNIT 2: LESSON 2 
Building Background Knowledge: 

The Myth of Cronus 
 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  4� G6:M1:U2:L2  4� June 2013  4  5 
 

 

Work Time Meeting Students’ Needs 

A. Image Analysis: Making Predictions (10 minutes) 
B Display the D’Aulaires’ Book of Greek Myths: illustrations of Cronus and Rhea on pages 14 and 15 on a 

document camera. Post the I Notice/I Wonder anchor chart where all students can see.  

B Ask students to look closely at the image of Cronus. Give them time to notice the details. Ask students so share out as a class:  

* “What did you notice?” 

B Listen for responses such as: “A man is wearing a crown,” “There are faces in his stomach,” “He’s eating something,” and 
“There is a sharp object.” Students may begin with a burst of details and then contributions may come to a stop. When this 
happens, encourage students to “look again.” This is the point when their observations become subtler. Resist the 
temptation to hurry students through the process.  

B Repeat the process with the illustration of Rhea (from page 15). Listen for observations such as: “There is queen,” “The 
queen is holding a baby,” and “The queen seems afraid.” Chart student responses.  

B Ask students to think about what they do as close readers when they make a prediction in a text. Ask them to show a 
thumbs-up when they are ready to share their thinking with the class. Provide enough time for students to process; a guide is 
to wait until five students have a thumbs-up. Then cold call students to share their responses. Listen for responses such as: 
“I think about the characters and what they have done and said; this makes me wonder about what might come next in the 
story,” and “I think about the events in the story and why they happened; this makes me able to guess what might happen 
next in the story.” 

B Affirm students’ responses. Continue to explain that a prediction is an educated guess about what will come next, based on 
specific details from the text. Point out that a prediction is one kind of inference. Students worked with inferring quite a bit 
in Unit 1.  

B Give each student an index card. Ask them to write in response to this question: 

* “Based on what you noticed and wondered about the illustrations, what is one prediction you have about the myth of 
Cronus?”  

B Give students 2 to 3 minutes to think and write. Then use equity sticks to select students to share their predictions orally. 
Ensure that students are supporting their predictions with specific reasons and details from the illustrations. Ask probing 
questions:  

* “What specific details in the illustrations led you to make your prediction?” 
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Work Time (continued) Meeting Students’ Needs 

B. An Introduction to the Odell Education Resource “Reading Closely: Guiding Questions” handout  
 (10 minutes) 

B Focus students on the Things Close Readers Do anchor chart that they helped to create during Unit 1. Invite students to turn 
and talk with a partner: 

* “What strategies have you found most useful as you’ve been learning to read closely? Why?” 

B Tell them that during Unit 1, they figured out a lot of the “things close readers do.” But there are more! In this unit, they will 
continue to identify and practice more strategies readers use to read a text closely and understand it fully. 

B Place the Odell Education resource Reading Closely: Guiding Questions handout on the document camera. Ask 
students to skim the document briefly, to notice the text structure. Invite them to turn and talk with a partner: 

* “What do you notice?” 

* “What do you wonder?”  

B Explain that this document is a guide for the types of questions that smart readers ask themselves when they read closely. 
Tell students that today’s focus will be on the section titled “Approaching the Text.” Help students understand that 
“approaching the text” happens as soon as you have the text in your hands. It is one good way to start getting the gist, in 
addition to the sorts of skimming and annotating that students have been practicing.  

B Distribute the Reading Closely: Approaching the Text handout. This form isolates the first row of the document, 
allowing students to focus on one set of skills.  

B Tell students that they will continue to explore the other main sections of the Odell Education resource in future lessons: 
there is a lot on the full document, because there is a lot involved in reading closely!  

B Read the descriptions in the box “Approaching the Text” as students read silently. After reading, pause. Engage in a think-
aloud about what these descriptors mean in your own words. Explain that in a paraphrase the reader restates information in 
his or her own words and that a paraphrase is a basic type of gist statement. Invite students to listen closely as you provide 
an example of paraphrasing: 

B Read the description of Approaching the Text to students. Say: “Reading closely begins by considering my specific purposes 
for reading and important information about a text.”  

B Now share your thinking as you paraphrase the description: “This is saying that before I begin reading, I need to think about 
why I am reading the text. Am I reading for entertainment? Am I reading to learn something new? Am I reading to gather 
information on a topic that I am researching?”  

B Paraphrasing helps all students 
understand what they read. It is 
useful for all learners, but 
particularly for ELLs or other 
students who struggle. 
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Work Time (continued) Meeting Students’ Needs 

B Ask the students to write their own paraphrase of the description in the box Approaching the Text. 

* “What is this section telling us to do as readers? Why?” 

B Tell students that they will continue working with this document at the end of the lesson, and in future lessons.  

 

C. Reading for Gist and Selected-Response Questions: The Myth of Cronus (15 minutes) 

B Tell students that just as they did in Unit 1 with “Shrouded in Myth,” now they get to read the actual myth to check their 
predictions.  

B Distribute one copy of the myth “Cronus” to each student. Ask students to read the text independently for gist. They should 
jot the gist in the margin of the text as they go.  

B Invite students to turn and talk with a partner about their annotations.  

B Post the Myth of Cronus Question from the Text on the document camera. The selected-response question provides 
embedded practice with the types of questions that students will see on the New York State Assessments. This question 
requires students to select the response that best expresses the gist of the myth. 

B Explain that in a multiple-choice question, students are asked a question and given four choices of answers. Their work is to 
select the best answer. It requires that they use their close reading skills to determine what the question is asking and to read 
the choices carefully. Tell students that it is important to go back to find evidence that proves their answer.  

B Ask students to Think-Pair-Share: 

* “Which of the four options is the best answer? Why? What is your evidence?” 

B Share their responses and the evidence they used to “prove” their answer.  

B For the whole group share, use equity sticks to enlist a few students to share their responses and reasoning with the whole 
group. Listen for responses like: 

* “Answer A is true, but it doesn’t answer the question.” 

* “Answer B is not right. There aren’t any details in the story to support this.” 

* Answer C is the best answer because there are many details in the text to support this, and it gets to the main idea of the 
story.” 

* “Answer D could be right, but it doesn’t get to the main idea of the story.”  

B Selected-response questions 
challenge students to infer in a 
context where they have to read very 
carefully and to verify answers with 
specific text details. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: Self-Assessment: Reflecting on Things Close Readers Do (5 minutes) 
B Invite students to go back to the Reading Closely: Approaching the Text handout they started earlier. Read the questions for 

Approaching the Text. Invite students to read the text silently as you read aloud.  

B Ask students to circle the questions that they asked themselves as they approached the myth of Cronus and to think about 
how asking these questions helped to focus their attention as they entered the text.  

B Ask students to reflect and write about which question helped them most in their initial reading of the text.  

B Invite students to share their thinking and writing with a partner.  

B Remind students that they have been practicing what close readers do in Unit 1. In Unit 2, they will continue to deepen their 
understanding of how to read closely to understand a text.  

B Collect Exit Tickets. 

B Distribute Homework: The Lightning Thief: Understanding the Allusion to Cronus in Chapter 10.  

B Review their purpose for reading Chapter 11 tonight. Explain that students will be collecting vocabulary that is unfamiliar, 
and using context clues to help them determine the meaning of words. 

 

 

Homework Meeting Students’ Needs 

A. Read The Lightning Thief, Chapter 11. Use your evidence flags to mark any allusions to classic myths you think you see.  

B. Complete the homework assignment: The Lightning Thief: Understanding the Allusion to Cronus in Chapter 10, pages 
155–156. 
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Use the chart below to record the things you notice and wonder about as you view the illustrations of Cronus and Rhea. 
 

Things I Notice Things I Wonder About 
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Cronus was the son of Uranus and Gaea (Mother Earth), and was the youngest of the Titans. When Gaea gave birth to other 
children, such as Cyclops, who looked monstrous, Uranus was not proud of them and put them in a pit under the earth. This 
made Gaea very angry, and she asked Cronus and his Titan brothers to rise up against their father and save their other 
brothers. Cronus did overthrow his father, but he did not save his monstrous brothers. Gaea, who loved all of her children, 
was so angered that Cronus did not help his brothers that she began to plan Cronus’ ruin. 
 
Cronus was the god of time. He married his sister Rhea, and together they had three sons and three daughters. Cronus was 
afraid that his children might one day rise up against his authority, as he had against his own father, Uranus. His father had 
predicted that this would happen. In order to be sure that he kept power and the prophecy did not come true, Cronus 
attempted to escape fate by swallowing each child as soon as it was born.  
 
This filled his wife Rhea with sorrow and anger. When it came to Zeus, her sixth and last child, Rhea was determined to save 
this one child at least, to love and cherish. She asked her parents, Uranus and Gaea, for advice and assistance. They told her 
to wrap a stone in baby-clothes and give it to Cronus. She did, and he swallowed the stone without noticing the deception.  
 
Anxious to keep the secret of his existence from Cronus, Rhea sent the infant Zeus secretly to Crete, where he was fed, 
protected, and educated. Priests of Rhea beat their shields together and kept up a constant noise at the entrance, which 
drowned the cries of the child and frightened away all intruders. 
 
Grown to manhood, Zeus determined to make his father restore his brothers and sisters to the light of day. The goddess Metis 
helped him, convincing Cronus to drink a potion, which caused him to give back the children he had swallowed. Cronus was 
so enraged that war between the father and son became inevitable. Zeus eventually dethroned his father Cronus, who was 
banished from his kingdom and deprived forever of the supreme power. Cronus’ son now became supreme god. 

Adapted from: Berens, E. M. “Cronus (Saturn)”. Myths and Legends of Ancient Greece and Rome. New York: Maynard, Merrill and Co., 1894. 14–17. Web. 7 
June 2013. Public domain. 
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Which statement below best expresses Cronus’ motivation for swallowing his children? 
 
A. Cronus liked being the Lord of the Universe. 
B. Cronus loved his wife, Rhea, and feared that one of his children would harm her.  
C. Cronus was afraid that one of his children would become more powerful than he was.  
D. Cronus was being punished by Mother Earth. 
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Name: 

Date: 
Directions: Read the allusion to Cronus below: 
 
Chiron pursed his lips. “Even I am not old enough to remember that, child, but I know it was a time of darkness and savagery for 
mortals. Kronos, the Lord of the Titans, called his reign the Golden Age because men lived innocent and free of all knowledge. 
But that was mere propaganda. The Titan king cared nothing for your kind except as appetizers or a source of cheap 
entertainment. It was only in the early reign of Lord Zeus when Prometheus the good Titan brought fire to mankind, that you 
species began to progress, and even then, Prometheus was branded a radical thinker. Zeus punished him severely, as you may 
recall. Of course, eventually the gods warmed to humans, and Western civilization was born.” 
 
Thinking Deeply about Vocabulary 
 

Main Idea Heard 
Before 

Never 
Heard 

What it means in the passage. Context Clue or Strategy I 
used. 

Ex. 
  mortals 

X  Humans I used my background knowledge 
and the sentence to figure out the 
meaning 
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Chapter 1-0, pages 155-156 
 

This I learned from the passage. Words and phrases that helped 
me to learn this. 

Removing/Explanation. 

1.   
 
 
 
 

2.   
 
 
 
 

3.   
 
 
 
 

 
What is the key idea that Rick Riordan is expressing about Cronus in this passage? 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can cite text-based evidence to support an analysis of informational text. (RI.6.1) 
I can determine the main idea of an informational text based on details in the text. (RI.6.2) 

Supporting Learning Targets Ongoing Assessment 

G I can make inferences about Percy based on details from the text. 

G I can use text details to determine the main ideas in “Myths and Legends.” 

G Using Text Details to Determine the Main Idea recording 
form 

G Exit Ticket 

 

Agenda Teaching Notes 

1. Opening 

A. The Lightning Thief: Making Inferences in Chapter 9 
(10 minutes) 

B. Unpacking the Learning Targets (2 minutes) 

2. Work Time  

A. Read-Aloud: “Myths and Legends” (8 minutes) 

B. Clarifying Vocabulary, Rereading, and Annotating 
the Text (10 minutes) 

C. Triad Discussion: Synthesizing Details to Infer the 
Main Idea of “In Olden Times” (10 minutes) 

3. Closing and Assessment 

A. Exit Ticket: How Are Gods Like Humans? How Are 
They Different From Humans? (5 minutes) 

4. Homework 

A. Read Chapter 10 of The Lightning Thief. Mark 
references to Cronus in the chapter. 

G This first lesson in Unit 2 will build upon the close reading practices and skills that students have 
developed and practiced in Unit 1 through their analysis of The Lightning Thief, Chapters 1–8.  

G In Lesson 1 and subsequent lessons in Unit 2, students apply and refine their ability to synthesize text-
based details to make inferences about themes, characters, and author’s craft as they explore the Greek 
myths that are alluded to throughout the novel. 

G This lesson introduces a word-catcher, which students use to record key vocabulary throughout the unit. 
Students may need multiple copies of this word-catcher: Build this up as a fun and mildly competitive 
way to see who can collect the most words. 

G Students will be working with multiple materials throughout this unit. Consider options for materials 
management: notebook, folder, binder, etc. 
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Lesson Vocabulary Materials 

inference, main idea; deceit, 
immortality, divinities, solemnity 
 

G The Lightning Thief (book; one per student) 

G Using Text Details to Make an Inference about Percy Jackson recording form (one per student) 

G Document camera 

G “Myths and Legends” (one per student) 

G The Lightning Thief word-catcher (one per student) 

G “Myths and Legends”: Using Text Details to Determine the Main Idea recording form (one per student) 

G Triad Talk Expectations anchor chart (from Unit 1, Lesson 2) 

G Differentiated Exit Ticket Scaffold (optional; for students needing more support) 

G Evidence flags (for homework) 
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Opening Meeting Students’ Needs 

A. The Lightning Thief: Making Inferences in Chapter 9 (10 minutes) 
G Be sure students have their texts, The Lightning Thief. Tell students that as they move further into the novel, they are 

reading more independently. They will take some time in class each day to discuss the reading, but also will be starting to 
read myths that relate to The Lightning Thief. It will be important for them to have time to discuss their reading every day. 
This new routine will help them by providing an opportunity to practice the close reading skills they are developing and to 
build their knowledge of the myths and the novel through conversations with peers. 

G Distribute the Using Text Details to Make an Inference about Percy Jackson recording form, which contains a 
short passage from The Lightning Thief. Ask students to read text details and then write a sentence explaining one inference 
they can make about Percy from his words and actions in the example. Their inferences must show evidence that they have 
read the chapter. 

G Then invite students to share with a partner: 

* “What inference did you make about Percy?”  

* “How did you put the details in the text together to form this inference?” 

G Provide whole-class feedback to students on the quality of the inferences they developed and shared. Share an exemplar or 
two and ask the student(s) to engage in a “think-aloud” about how the details led to the inference. 

G After the student has shared his or her inference and think-aloud with the class, speak to the qualities of the student’s 
thinking that supported strong inferring: “I heard [student name] say that she began with what she already knew about 
Percy—that he is very smart about people. Then she added this to what was said in the text: ‘After all, I was holding back 
information, too.’ These two things combined helped her make the inference that Percy did not trust Chiron completely. 
Notice that [student name] used her background knowledge, along with what the text said, to make a strong inference that 
Percy was very unsure if he could trust Chiron at this moment in the story. Her thinking here is very strong.” 

G This process will provide student-to-student modeling for the class and make the inferring process visible to the students. 
This is especially beneficial to students who struggle with verbal expression and/or ELLs. 
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Opening Meeting Students’ Needs 

B. Unpacking Learning Targets (2 minutes)  
G Place the learning targets for the lesson on a document camera. 

* “I can make inferences about Percy based on details from the text.” 

* “I can use the details in the text to determine the main ideas of ‘Myths and Legends.’” 

G Read the first learning target to students. Ask students to show a Fist to Five on how well they were able to use text details to 
make an inference about Percy from the quotation. A closed fist shows that the student feels totally unable to make an 
inference. Showing an open hand says that the student feels very confident about using text details to make an inference.  

G Tell the students that in the second learning target they will continue to build their ability to use text details to infer main 
ideas in “Myths and Legends.”  

G As you unpack the learning targets with your students, reinforce that in this lesson they will continue to practice and apply 
their ability to analyze text details to infer. 

G Fist to Five is a simple way for 
students to self-assess their 
understanding and application of a 
particular skill or concept. It also 
provides assessment to inform the 
need for any re-teaching that may 
be necessary.  
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Work Time Meeting Students’ Needs 

A. Read Aloud: “Myths and Legends” (8 minutes) 
G Distribute “Myths and Legends.” Set the purpose for reading. Tell students that over the next several days they will have 

an opportunity to read and study several of the Greek myths that are alluded to in The Lightning Thief. 

G Display the word allusion on the board or document camera. Ask students to give a “thumbs-up” if they have heard this 
word before and a “thumbs-down” if they have not. Briefly explain that an allusion is a reference to something. It comes 
from the root word allude, which means to “play beside.” Explain that Rick Riordan made many allusions to Greek myths in 
The Lightning Thief and knowing more about these allusions will help them to understand Percy and his journey more 
deeply. It may be helpful for students to think of an allusion as one story “playing beside” another.  

G Distribute a copy of The Lightning Thief word-catcher to each member of the class. Explain that this word-catcher will 
be a place for them to collect all the words they will be learning in Unit 2. Explain that they will add an * next to literary 
words (but not to words from the text) on their word-catchers. Provide an example of this. For example, from this lesson: *I 
= inference or *A= allusion. Students can use the word-catchers as a reference for their reading, writing, and discussions in 
this unit. 

G Tell students that today they get to start a new book that has a lot of amazing myths in it, some of which are alluded to in The 
Lightning Thief. Today they are going to read the the first page of the book “Myths and Legends,” which will give them some 
basic background knowledge about Greek mythology.  

G Tell students that you will now read the text aloud. Encourage them to imagine the sights and sounds described in the text.  

G Read the text aloud as students read along silently in their heads. 

G The word-catcher provides a home 
for the new words that students will 
encounter in their reading of The 
Lightning Thief in this unit. 

 

B. Clarifying Vocabulary, Rereading, and Annotating the Text (10 minutes) 
G Focus students on the words in bold in the text: deceit, immortal, divinities, solemnity. 

G Invite students to turn and talk with a partner about what they think each of these words might mean. Encourage them to 
use context clues. Point out that these are words they likely will encounter in other texts in this unit, so it is fine if they aren’t 
sure yet.  

G Ask students to read the text again independently. Tell them that as they read, they will make annotations about the main 
idea of each paragraph. 

G Distribute “Myths and Legends”: Using Text Details to Determine the Main Idea to each student. Ask students to 
annotate the main idea of each paragraph in the space provided on the chart.  
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Work Time (continued) Meeting Students’ Needs 

C. Triad Discussion: Synthesizing Details to Infer the Main Idea of “Myths and Legends” (10 minutes) 

G Ask students to discuss their annotations of the main ideas of each paragraph with their triad discussion groups. Briefly 
remind the class of the Triad Talk Expectations (from Unit 1). Reinforce that it is important for students to build upon 
each other’s ideas to identify the main idea that is conveyed in the complete text. 

G As you monitor the groups, listen for main ideas of paragraphs such as: 

* Paragraph 1: “The gods looked and acted like people but were bigger and stronger.” 

* Paragraph 2: “The gods had human feelings and would punish people who disobeyed them.” 

* Paragraph 3: “Often gods would come down to earth and have children with mortals. Gods were immortal.” 

* Paragraph 4: “The gods could make themselves invisible and disguise themselves.” 

* Paragraph 5: “The gods lived on Mount Olympus and men worshipped the gods.” 

G Examples of main ideas for the complete text might include: “The story tells how in the beginning gods were monsters, but 
they were conquered by a new race of gods and heroes so that people and gods could live together on earth.” 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: How Are Gods Like Humans? How Are They Different From Humans? (5 minutes) 
G Direct students’ attention to the question at the bottom of the Using Text Details to Determine the Main Idea recording 

form. 

G To close out this lesson, ask students to write an exit ticket (on the bottom of their “Myths and Legends: Using Text Details 
to Determine the Main Idea recording form) in response to this question:  

* “How are gods like humans? How are they different from humans?”  

G Encourage students to use specific details from the text to support their response.  

G Collect students’ recording forms along with their completed exit tickets. 

G Provide students who need 
additional scaffolding with complex 
thinking the Differentiated Exit 
Ticket scaffold as needed. The 
scaffold can then be used to provide 
targeted feedback to students on 
progress toward inferential 
thinking. 

 

Homework Meeting Students’ Needs 

G Read Chapter 10 of The Lightning Thief. Use your evidence flags to mark any references you see to Cronus. At the beginning 
of the next lesson, you will share your findings with your triad.  

Note: Review students’ exit tickets as useful formative assessment data. Use them to evaluate how well students are able to 
use details to infer theme. You can then use this information to differentiate subsequent instruction through re-teaching and 
differentiated mini-lessons with small groups of students.  

This exit ticket also serves as a pre-assessment of each student’s competency in independent, on-demand paragraphs. You 
will use this assessment information to differentiate writing instruction in Lesson 9.  
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Text Detail I think that this shows that Percy… 

“I got the feeling there was a lot he wasn’t telling me about his 
prophecy, but I decided I couldn’t worry about that right now. 
After all, I was holding back information too.” The Lightning 
Thief, page 145 
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In appearance, the gods were supposed to resemble mortals, but they were more beautiful, strong, and tall. They resembled 
human beings in their feelings and habits, marrying one another and having children, and needing daily nourishment and 
refreshing sleep.  
 
The Greeks believed that their gods were much smarter than men, but that the gods still had human feelings and passions. We 
often see the gods motivated by revenge, deceit, and jealousy. But they always punish the evildoer, especially any mortal who 
neglects their worship. 
 
We often hear of the gods descending to earth to visit mankind. Often, both gods and goddesses become attached to mortals and 
have children with them. These children are called heroes or demigods, and were usually known for their great strength and 
courage. But although there were so many points of resemblance between gods and men, only the gods were immortal.  
 
They possessed the power to make themselves invisible and could disguise themselves as men or animals. They could also 
transform human beings into trees, stones, or animals, either as a punishment for their misdeeds or to protect the individual 
from danger.  
 
Most of these divinities lived on the summit of Mount Olympus, each possessing his or her individual home, and all meeting 
together on festive occasions in the council-chamber of the gods. Men built magnificent temples to their honor and worshipped 
the gods with the greatest solemnity.

Adapted from: Berens, E. M. “Part I: Introduction”. Myths and Legends of Ancient Greece and Rome.  

New York: Maynard, Merrill and Co., 1894. 7–8. Web. 7 June 2013. Public domain. 
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Name: 

Date: 

 
Use this word-catcher to keep the new words you are learning in Unit 2. Mark literary words with an *  
(For example: *inference) 
 

A B 
 

C D E 

F G H I J 

K L M N O 

P Q R S T 

U V W X Y 

Z Use this space for notes. 
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Name: 

Date: 

 

Main Idea The details that helped me to understand this. 

Paragraph 1  

Paragraph 2  

Paragraph 3  

Paragraph 4  

Paragraph 5  

 
Exit Ticket: (You will have time for this at the very end of the lesson.) 
How are gods like humans? How are they different from humans? Explain 
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I think that one of the important themes in the story “Myths and Legends” is  
 

One reason for my thinking about this is  
 

The words and phrases below helped me to understand the theme.  

Words Phrases 
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Unit 3: Elements and Theme of Mythology in The Lightning Thief 
This short unit is the culmination of the study of the hero’s journey in Unit 1 and the 
elements and themes of mythology in Unit 2. Students write their own “hero’s 
journey” narrative that follows the stages of the archetypal hero’s journey and 
contains elements and a theme of classic mythology. Students revisit the 
informational text “The Hero’s Journey” from Unit 1 and use this in the planning of 

their own narrative. This serves as scaffolding toward the Final Performance Task. 
For the mid-unit assessment, students write an expository paragraph in which they 
explain the ways in which their narrative follows the archetype. Students then 
engage in a series of writer’s craft lessons around narrative writing as they draft 
their narratives. As an end of unit assessment, students write their best independent 
drafts of their “My Hero’s Journey” narrative before they revise and publish it.  

 

Guiding Questions And Big Ideas 

E What makes a myth? 

E Why do myths matter?  

E All stories have universal elements and themes. 

 

Guiding Questions and Big Ideas 
 

E What is the hero’s journey? 

E What makes a myth? 

E The hero’s journey is an archetypal storyline used over the course of centuries.  

E Myths contain specific elements and have significant themes that can be used in my own writing.  

 

Mid-Unit 3 Assessment Crosswalk between My Hero’s Journey and “The Hero’s Journey” Informational Text 
This assessment centers on NYSP12 ELA CCLS W.6.3, W.6.4, and W.6.11c.. Students will write a paragraph explaining the 
ways in which their own “My Hero’s Journey” narrative follows the archetypal hero’s journey. The explanation itself addresses 
students’ ability to write an expository paragraph; students’ plan for their narrative addresses their ability to organize a 
sequence of events for a narrative.  
 

 

End of Unit 3 Assessment Final Draft of Hero’s Journey Narrative   
This assessment centers on NYSP12 ELA CCLS W.6.3, and W.6.4. Students engage in a series of writer’s craft lessons for 
narrative writing: They draft, revise, and submit their best independent draft of their “My Hero’s Journey” narrative.  
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Final Performance Task: My Hero’s Journey Narrative   
In this performance task, students will have a chance to apply their knowledge of the elements and purpose of myth as well as 
their deep understanding of the hero’s journey. Through a series of narrative writing lessons, students will create their own 
hero’s journey story that includes key elements of myth. Students will create a hero set in the ordinary world. They will then 
create a problem and a series of events that align with the stages of the hero’s journey. They will use descriptive details, 
sensory language, and transitional phrases to create an engaging reading experience. They will write a conclusion that 
naturally unfolds from the series of events. This performance task centers on NYSP12 ELA Standards RL.6.3, 
W.6.3, W.6.4, W.6.5, W.6.6, W.6.11c, L.6.2 and L.6.3. 

 

Content Connections 

This module is designed to address English Language Arts standards and to be taught during the literacy block of the school day. However, the module intentionally 
incorporates Social Studies and Science content that may align to additional teaching during other parts of the day. These intentional connections are described below.  

NYS Social Studies Core Curriculum  

E 6.6 Classical civilizations developed and grew into large empires characterized by powerful centralized governments, advanced commerce and trade systems, and 
complex social hierarchies. The scientific and cultural achievements of these civilizations continue to impact the world today. 

* 6.6.a The classical era was marked by an increase in the number and size of civilizations. 

* 6.6.b Classical civilizations maintained social order through various political systems that corresponded to the values of their citizens. 

* 6.6.f Ancient civilizations made scientific, cultural, and political discoveries that have shaped our understanding of the world today. 

E 6.7 Major religions and belief systems developed as civilizations grew, which unified societies, but also became a major source of tension and conflict. 

* 6.7.a Belief systems and religions are sets of mutual values that help to explain the way the world and humanity work. 

* 6.7.b Over time, civilizations developed belief systems and religions that differed across place but shared similar themes. 

* 6.7.c Belief systems and religions unify groups of people and are woven into the social organization of societies. 

 

Central Texts 

“The Golden Key” Written by Expeditionary Learning for instructional purposes. 
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This unit is approximately 2 weeks or 10 sessions of instruction. 
 

Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 1 “The Hero’s Journey”: Using a 

Graphic Organizer to Deconstruct 

Percy Jackson’s Hero’s Journey 

and Plan a New Hero’s Journey 

Narrative 

 

E I can describe how the plot evolves 

throughout a literary text. (RL.6.3) 

E I can write narrative texts about 

real or imagined experiences using 

relevant details and event 

sequences that make sense: 

a. I can establish a context  

 for my narrative. (W.6.3) 

c. I can organize events in a  

 logical sequence. (W.6.3) 

E I can effectively engage in 

discussions with diverse partners 

about sixth- grade topics, texts, 

and issues. (SL.6.1) 

E I can use “The Hero’s Journey” to 

describe how Percy Jackson’s 

adventures in The Lightning Thief 

follow the hero’s journey 

archetype. 

E I can use the Narrative Story 

Line—Hero’s Journey graphic 

organizer to begin to plan my own 

hero’s journey narrative. 

E Narrative Story Line—Hero’s 

Journey graphic organizer 

(completed with Percy Jackson’s 

hero’s journey) 

E Narrative Story Line—Hero’s 

Journey graphic organizer 

(completed with ideas for 

students’ own hero’s journey 

narrative) 

E Selecting and Evaluating Books 

Lesson 2 “The Hero’s Journey”: Analyzing a 

Model Narrative and Continuing 

to Plan a New Hero’s Journey 

Narrative 

 

 

E I can describe how the plot evolves 

throughout a literary text. (RL.6.3) 

E I can write narrative texts about 

real or imagined experiences using 

relevant details and event 

sequences that make sense. 

(W.6.3) 

E I can effectively engage in 

discussions with diverse partners 

about sixth- grade topics, texts, 

and issues. (SL.6.1) 

E I can analyze the story line of the 

model narrative. 

E I can use “The Hero’s Journey” to 

describe how the model narrative 

follows the hero’s journey 

archetype. 

E I can use the notes on my 

Narrative Story Line—Hero’s 

Journey graphic organizer to begin 

to plan my own hero’s journey 

narrative. 

E Exit Ticket: Hero’s Profile (from 

Lesson 1)  

E Narrative Story Line—Hero’s 

Journey graphic organizer 

(completed with the model 

narrative’s hero’s journey) 

E Narrative Story Line—Hero’s 

Journey graphic organizer 

(completed with ideas for their 

own hero’s journey narrative) 

E Hero’s Journey Narrative: Plan 

graphic organizer 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 3 Mid-Unit Assessment and 

Establishing a Context for My 

Hero’s Journey Narrative 

 

E I can write narrative texts about real 

or imagined experiences using 

relevant details and event sequences 

that make sense. (W.6.3) 

E I can write informative/explanatory 

texts that convey ideas and concepts 

using relevant information that is 

carefully selected and organized. 

(W.6.9) 

E I can explain in writing how my 

plan for a hero’s journey 

narrative aligns with the 

archetype for “The Hero’s 

Journey.” 

E I can establish a context for my 

hero’s journey narrative in a way 

that engages and orients the 

reader.  

E Mid-Unit 3 Assessment: 

Crosswalk between My Hero’s 

Journey Narrative and “The 

Hero’s Journey” Informational 

Text 

E Hero’s Journey Narrative: Plan 

graphic organizer 

E Structure of an Explanatory 

Paragraph 

Lesson 4 Writing: Getting Feedback, 

Setting Goals, and Drafting 

 

 

E I can write narrative texts about real 

or imagined experiences using 

relevant details and event sequences 

that make sense. (W.6.3) 

E I can use feedback from my End 

of Unit 2 Assessment to set goals 

for myself as a writer.  

E I can use feedback from my 

Hero’s Journey Narrative: Plan 

graphic organizer to make 

revisions to my plan.  

E I can use my plan to draft my 

hero’s journey narrative.  

E Exit ticket: Narrative Story 

Line—Checking My Progress 

 

Lesson 5 Writing to Show, Not Tell: 

Dialogue, Sensory Words, and 

Strong Action Verbs 

 

 

E Write narratives to develop real or 

imagined experiences or events 

using effective technique, relevant 

descriptive details, and well-

structured event sequences. (W.6.3) 

b. Use narrative techniques,  

 such as dialogue, pacing,  

 and descriptions to develop  

 experiences, events, and/or  

 characters. 

d. Use precise words and phrases,  

 relevant descriptive details,  

 and sensory language to convey  

 experiences and events. 

E I can use precise words and 

phrases and sensory language to 

convey experiences and events in 

my hero’s journey narrative. 

 

E Draft narratives 

E Exit ticket: How Do Writers 

Make Their Stories Show, Not 

Tell? 
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Lesson Lesson Title Supporting Targets Supporting Targets Ongoing Assessment 
Anchor Charts and 
Protocols 

Lesson 6 Writing: Analyzing the Conclusion 

of “The Golden Key” and Drafting 

a Compelling Conclusion for the 

Hero’s Journey Narrative 

 

 

E I can analyze how a particular 

sentence, stanza, scene, or chapter 

fits in and contributes to the 

development of a literary text. 

(RL.6.5) 

E I can write narrative texts about 

real or imagined experiences using 

relevant details and event 

sequences that make sense. 

(W.6.3) 

e. I can write a conclusion to my 

narrative that makes sense to a 

reader. (W.6.3) 

 

E I can list the similarities and 

differences between the conclusion 

of an analytical piece of writing 

and the conclusion of a narrative. 

E I can analyze the conclusion of the 

model narrative, “The Golden 

Key,” to identify the qualities that 

make it compelling. 

E I can write a compelling 

conclusion for my hero’s journey 

narrative. 

E I can use criteria to provide kind, 

specific, and helpful feedback to 

my peers. 

E Venn Diagram: Similarities and 

Differences between 

Conclusions in Analytical 

Writing and Narratives 

E Draft hero’s journey narrative 

conclusion 

E What Makes the Conclusion of 

“The Golden Key” Compelling? 

note-catcher 

E Narrative Conclusion: Stars and 

Steps recording form 

E Qualities of a Compelling 

Narrative Conclusion 

 

Lesson 7 End of Unit Assessment—Final 

Draft of Hero’s Journey Narrative 

 

 

E I can write narrative texts about 

real or imagined experiences using 

relevant details and event 

sequences that make sense. 

(W.6.3) 

E I can produce clear and coherent 

writing that is appropriate to task, 

purpose, and audience. (W.6.4) 

E I can use transitional words and 

phrases to move my story from one 

moment to the next.  

E I can use my draft to write a final, 

best version of my hero’s journey 

narrative. 

E End of Unit 3 Assessment:  

Final Draft of Hero’s 

Journey Narrative 
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Optional: Experts, Fieldwork, And Service 

Experts: 

E If possible, invite a local author in to share their experience of writing narratives, and the importance of planning, drafting, revision, and imagination. 

Fieldwork: 

E Take students to see a narrative on stage. Have students plot this narrative on a narrative arc to connect it to their learning.  

Service:  

E Have students run a narrative-based book drive in which they collect gently used books to donate to a local charity.  

Optional: Extensions 

E With an art teacher, coordinate a series of lessons in which students create beautiful illustrations to accompany their hero’s journey narrative.  

E With a drama teacher, students can plan a scene from their hero’s journey narrative which they act out for other students and families. 

���



 

 

GRADE 6: MODULE 1: UNIT 3: OVERVIEW 
 

 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary 
Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  4� G6:M1:U3: Overview  4� June 2013  4  7 
 

 
Preparation and Materials 

This unit includes a number of routines that involve stand-alone documents.  
 

 
1. Binders or Journals 

Students will continue to receive model texts and planning tools for this unit. Additionally, students will be drafting their own narratives on lined paper. It is suggested 
that students have a binder in which to collect these materials and refer back to them. Alternately, teachers who prefer to use journals or writers’ notebooks can use the 
recording forms as a template with which to model for students to create these structures independently.  

 
2. Independent Reading 

E Students read The Lightning Thief for homework throughout this unit.  

E Each night, they read some chapters and reread others.  

E Consider providing a reading calendar to help students, teachers, and families understand what is due and when.  

E See stand-alone document.  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can write narrative texts about real or imagined experiences using relevant details and event sequences that make sense. (W.6.3) 
I can produce clear and coherent writing that is appropriate to task, purpose, and audience. (W.6.4) 

Supporting Learning Targets Ongoing Assessment 

A I can use transitional words and phrases to move my story from one moment to the next.  

A I can use my draft to write a final, best version of my hero’s journey narrative. 

A End of Unit 3 Assessment: Final Draft of Hero’s Journey 
Narrative 

A  
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Agenda 

1. Opening 

A. Unpacking the Learning Targets (2 minutes) 

2. Work Time 

A. Mini Lesson: Using Transitions to Show Shifts in Time and Place (10 minutes) 

B. Revising Hero’s Journey Narrative for Strong Transitions (5 minutes) 

C. Final Draft of Hero’s Journey (25 minutes) 

3. Closing and Assessment 

A. Fist to Five: How Well Does Your Hero’s Journey Narrative Follow the Hero’s Journey Archetype? (3 minutes) 

4. Homework 

A. Finish up the final draft of your hero’s journey story. 

B. Independent reading. 

 

Lesson Vocabulary Materials 

transitional words and phrases 
 

A Transitions to Show Time and Place (one per student; one for display) 

A Model narrative: “The Golden Key” (from Lesson 2; one per student) 

A Highlighters (one per student) 

A End of Unit 3 Assessment: Final Draft of Hero’s Journey Narrative (one per student) 

A Lined paper (two per student) 

A My Hero’s Journey Narrative Writing Rubric (For Teacher Reference; use this to score students’ assessments) 
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Opening Meeting Students’ Needs 

A. Independent Reading Review (5 minutes) 
A Invite the class to read the learning targets with you:  

* “I can use transitional words and phrases to move my story from one moment to the next.” 

* “I can use my draft to write a final, best version of my hero’s journey narrative.” 

A Ask students to Think-Pair-Share: 

* “What are transitional words and phrases?” 

A Listen for: “Words that move one sentence or paragraph smoothly into the next sentence or paragraph.”  

A Posting learning targets allows 
students to reference them 
throughout the lesson to check their 
understanding. They also provide a 
reminder to students and teachers 
about the intended learning behind 
a given lesson or activity. 

A Careful attention to learning targets 
throughout a lesson engages, 
supports, and holds students 
accountable for their learning. 
Consider revisiting learning targets 
throughout the lesson so that 
students can connect their learning 
with the activity they are working 
on. 
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Work Time Meeting Students’ Needs 

A. Mini Lesson: Using Transitions to Show Shifts in Time and Place (10 minutes) 
A Tell students that you have been reading their draft narratives as they have been writing in lessons and you have noticed that they need 

some practice using transitions to show shifts in time and place. 

A Display and distribute Transitions to Show Time and Place. Ask students to Think-Pair-Share: 

* “What do you notice?” 

* “What do you wonder?” 

A Invite students to read the definition of transitions at the top of the handout with you. Remind them that transitional words and 
phrases guide the reader through the changes of time and place in stories. 

A Invite students to read the headings of the two columns with you and ask them to Think-Pair-Share: 

* “What are the differences between the two columns?” 

A Listen for: “The column on the left is about time, and the column on the right is about space.” 

A Give the class a couple of minutes to silently read through the words on the handout. Tell students that there are more transitional 
words and phrases than listed on this handout, but these are most commonly used. 

A Tell students that they are going to work in triads to analyze the use of transitional words and phrases in the model narrative, “The 
Golden Key.”  

A Invite them to Think-Pair-Share: 

* “Where do you think you will find most of the transitional words and phrases in ‘The Golden Key’? Why?” 

A Listen for: “At the end and beginning of paragraphs and at the end and beginning of sentences, because transitions often signify 
moving from one sentence to another or from one paragraph to another as the narrative moves forward in time or to a different place.” 

A Distribute a highlighter to each student. Tell triads to use their Transitions to Show Time and Place handout to discuss and highlight 
the transitional words and phrases in “The Golden Key.” Remind students that some of the transitional words and phrases in “The 
Golden Key” may not be on their handout, but they should be able to recognize them by considering whether the words or phrases 
between sentences and paragraphs show movement forward in time or movement to a different place. 

A Refocus the group. Display “The Golden Key” and tell students that you are going to read through the narrative aloud. They are to 
interrupt you when they think there is a transitional word or phrase. Highlight the transitional words and phrases students suggest.  

A Providing models of 
expected work supports 
all learners, especially 
those who are challenged. 
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Work Time (continued) Meeting Students’ Needs 

A Ask them to Think-Pair-Share: 

A “How do transitional words and phrases help the reader understand the narrative better?” 

* Listen for: “They make it flow smoothly and signal to readers where they are in time and space.” 

 

B. Revising Hero’s Journey Narrative for Strong Transitions (5 minutes) 

A Tell students that now that they have seen how transitional words and phrases can be used to make a narrative flow smoothly across 
time and space and to signal to readers where they are in time and space, they are going to apply this to their draft hero’s journey 
narratives. 

A Give students 5 minutes to do this and remind them to refer to their Transitions to Show Time and Place handout when choosing 
transitional words and phrases for their narrative. 

 

C. Final Draft of Hero’s Journey (25 minutes) 

A Congratulate the students on completing the draft of their hero’s journey narrative. Tell students that they now have 25 minutes to 
write up the final draft of their narratives. Remind students that a final draft is the final, best version that you will be assessing. 

A Display and distribute the End of Unit 3 Assessment: Final Draft of Hero’s Journey Narrative.  

A If not using computers, distribute lined paper. Remind students that because this is an assessment, they are to work independently. 
As students work, circulate to observe or provide feedback as needed. 

A Collect students’ final drafts. If they need more time, invite them to finish at home for homework. 
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Closing and Assessment Meeting Students’ Needs 

A. Fist to Five: How Well Does Your Hero’s Journey Narrative Follow the Hero’s Journey Archetype? 
(3 minutes)  
A Give students a minute to consider this question: 

* “How well does your hero’s journey narrative follow the hero’s journey archetype?” 

A Ask them to show a fist for “not at all” and five for “it follows the archetype perfectly.” Summarize for the students what you 
see. For example: “I am so pleased to see that most of you think that your hero’s journey stories follow the archetype closely. 
Great job, everyone!” 

A Make a mental note of those students who have raised two or fewer fingers and take the time to look over their stories with 
them to identify any issues or areas of misunderstanding. 

A Use of protocols (like Fist to Five) 
allows for total participation of 
students.  

A Developing self-assessment and 
reflection supports all learners, but 
research shows it supports 
struggling learners most. 

 

Homework Meeting Students’ Needs 

A. Finish up the final draft of your hero’s journey story. 

B. Independent reading. 

 

Note: At the beginning of the next lesson, collect the final drafts that students take home to finish. If some students are 
finished collect their narratives now in order to begin grading.  Use the rubric in the supporting materials of this lesson to 
help guide you. 
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Name: 

Date: 

 
Transitions are words or phrases that show relationships between ideas. Transitions give the reader a clue about what comes 
next in a passage. Using transitions in your own writing will make your ideas flow from one to another. 
 

Transition to Show Time Transitions to Show Space 

after at the left, at the right 

afterward in the center 

before on the side 

then along the edge 

once on top 

next below 

last beneath 

at last under 

at length around 

first above 

second straight ahead 

at first surrounding 

formally opposite 

rarely at the rear 

usually at the front 

another in front of 
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Transition to Show Time Transitions to Show Space 

finally beside 

soon behind 

meanwhile next to 

at the same time nearby 

for a minute, hour, day, week, month, etc. in the distance 

during the morning, day, week, month, etc. beyond 

most important in the forefront 

later in the foreground 

to begin with within sight 

afterward out of sight 

generally across 

previously under 

in the meantime nearer 

eventually adjacent 

 in the background 
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Write your best independent draft of your hero’s journey narrative that follows the hero’s journey archetype.   
 
Be sure your narrative shows your best work with the writing skills we have been working on in class: 
 
% engage and orient the reader 

% follow the sequence of the hero’s journey archetype 

% use transitions to show time and place 

% show don’t tell (use dialogue, sensory details, and strong action verbs) 

% include a compelling conclusion 

% use correct capitalization and spelling 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can analyze how a particular sentence, stanza, scene, or chapter fits in and contributes to the development of a literary text. (RL.6.5) 
I can write narrative texts about real or imagined experiences using relevant details and event sequences that make sense. 
e. I can write a conclusion to my narrative that makes sense to a reader. (W.6.3) 

Supporting Learning Targets Ongoing Assessment 

E I can list the similarities and differences between the conclusion of an analytical piece of writing and the 
conclusion of a narrative. 

E I can analyze the conclusion of the model narrative, “The Golden Key,” to identify the qualities that 
make it compelling. 

E I can write a compelling conclusion for my hero’s journey narrative. 

E I can use criteria to provide kind, specific, and helpful feedback to my peers. 

E Venn Diagram: Similarities and Differences between 
Conclusions in Analytical Writing and Narratives 

E Draft hero’s journey narrative conclusion 

E What Makes the Conclusion of “The Golden Key” 
Compelling? note-catcher 

E Narrative Conclusion: Stars and Steps recording form 
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Agenda Teaching Notes 

1. Opening  

A. Unpacking the Learning Targets (5 minutes) 

2. Work Time 

A. Analyzing the Similarities and Differences between a 
Conclusion in Analytical Writing and Narrative 
Writing (10 minutes) 

B. Analyzing the Compelling Qualities of the 
Conclusion of the Model Narrative, “The Golden 
Key” (10 minutes) 

C. Drafting a Compelling Conclusion (10 minutes)  

3. Closing and Assessment 

A. Peer Critique of Conclusion (10 minutes) 

4. Homework 

A. Use the steps from your peer critique to make 
revisions to your draft.  

B. Continue independent reading. 

E In this lesson, students determine the differences between the conclusion of a piece of analytical writing 
and the conclusion of a narrative in order to recognize that conclusions differ in their contents according 
to their writing modes. Help students see that there isn’t a magic formula for a universal conclusion for 
all modes of writing. 

E Students provide feedback to peers on the conclusions they have written. They follow the same 
guidelines used when doing peer critique in Unit 2, Lesson 19. Help students become familiar with the 
format for peer critique, which is a routine they will use throughout the year as writers.  

E As in Lessons 4 and 5, consider the setup of the classroom; if possible, students can work on computers.  

E In Advance: Review Unit 2, Lesson 19 to refamiliarize yourself with peer critique. Post a chart with the 
Peer Critique Guidelines (listed in the Closing and Assessment), and/or prepare a copy of the guidelines 
for students to keep in their folders. 

E Post: Learning targets. 
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Lesson Vocabulary Materials 

conclusion, compelling 
  

E Model Literary Analysis: Connecting Theme in Prometheus and The Lightning Thief (from Unit 2, Lesson 16) 

E Model Narrative: “The Golden Key” (from Lesson 2) 

E Venn Diagram: Similarities and Differences between Conclusions in Analytical Writing and Narratives (one per student and 
one for display) 

E What Makes the Conclusion of “The Golden Key” Compelling? note-catcher (one per student and one for display) 

E Qualities of a Compelling Narrative Conclusion anchor chart (new; teacher-created) 

E Peer Critique Guidelines (from Unit 2, Lesson 19; to post) 

E Narrative Conclusion: Stars and Steps recording form (one per student) 

 
 

Opening Meeting Students’ Needs 

A. Unpacking the Learning Targets (5 minutes)  
E Invite students to read the posted learning targets with you: 

* “I can list the similarities and differences between the conclusion of an analytical piece of writing  
and the conclusion of a narrative.” 

* “I can analyze the conclusion of the model narrative, ‘The Golden Key,’ to identify the qualities  
that make it compelling.” 

* “I can write a compelling conclusion for my hero’s journey narrative.” 

* “I can use criteria to provide kind, specific, and helpful feedback to my peers.” 

E Ask students to Think-Pair-Share: 

* “What is a conclusion?” 

* “What does compelling mean?” 

* “What do you think you might be doing in this lesson based on these learning targets?”* You have read books by the same 
author and enjoyed them. 

E Learning targets are a research-
based strategy that helps all 
students, especially challenged 
learners. 

E Posting learning targets allows 
students to reference them 
throughout the lesson to check their 
understanding. They also provide a 
reminder to students and teachers 
about the intended learning behind 
a given lesson or activity. 
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Work Time Meeting Students’ Needs 

A. Analyzing the Similarities and Differences between a Conclusion in Analytical Writing and Narrative  
Writing (10 minutes) 
E Tell students that in order to write a compelling conclusion for their hero’s journey, in this lesson they are going to: 

E Think about how a conclusion in a narrative differs from a conclusion in a piece of analytical writing  

E Look at the qualities that make a conclusion in a narrative compelling 

E Tell students that the informational conclusion they are going to refer to is the Model Literary Analysis: Connecting 
Theme in Prometheus and The Lightning Thief (from Unit 2, Lesson 16), and the narrative conclusion they are going 
to compare it to is the Model Narrative: “The Golden Key” (from Lesson 2 of this unit). 

E Display and distribute Venn Diagram: Similarities and Differences between Conclusions in Analytical Writing 
and Narratives. 

E Remind students that in a Venn diagram, the things that are similar between the two go in the middle where the circles 
overlap, and the things that are unique to each one go on either side, in the appropriate circle. Point this out on the displayed 
Venn diagram. 

E Explain that the conclusion of the informational text is the final paragraph, and the conclusion of the narrative begins with 
“At that, Lord Dismalt …” and finishes at the end of the story. 

E Give the class 2 minutes to read both of the conclusions silently. 

E Invite students to get into triads to discuss the similarities and differences between the informational text conclusion and the 
narrative conclusion and to record their ideas on the Venn diagram. 

E Refocus the group. Call on volunteers to share their thinking about the similarities and differences between the two types of 
conclusions. Record ideas on the displayed Venn diagram and guide students toward these ideas if they aren’t suggested: 

E Similarities: 

* Both bring the piece of writing to a satisfying end. 

* Both follow logically from the content of the rest of the text. 

E Informational texts: 

* Follow from the author’s point of view and purpose. Ex.: “Starting off small in the area of recycling has great advantages 
to the issues we face together.” 

* Include a call to action. Ex.: “Let’s clean up the Earth and make change happen for the betterment and quality of life.” 

E Posting learning targets allows 
students to reference them 
throughout the lesson to check their 
understanding. They also provide a 
reminder to students and teachers 
about the intended learning behind 
a given lesson or activity. 

E Careful attention to learning targets 
throughout a lesson engages, 
supports, and holds students 
accountable for their learning. 
Consider revisiting learning targets 
throughout the lesson so that 
students can connect their learning 
with the activity they are working 
on. 

E Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 
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Work Time (continued) Meeting Students’ Needs 

* Have conclusions with a formal, objective tone and style 

* * Are written in complete sentences 

* * Use clear and direct language 

E Narrative texts: 

* * Use transitions and transitional phrases to show shifts in time 

* * Use descriptive details to show, not tell. These include dialogue, sensory language, and strong verbs. 

* * Conclude with a scene from the narrative that follows logically from the scene that came before it 

* * Conclude with something that leaves the reader thinking but does not call the reader to action 

E Emphasize that although both genres of writing (informational text and narrative) have what we would describe as a 
conclusion, the word conclusion can mean different things depending on the mode of the writing. It is important to conclude 
pieces of writing appropriately according to their mode. There isn’t a magic formula for a conclusion that works across all 
kinds of text. 

. 
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Work Time (continued) Meeting Students’ Needs 

B. Analyzing the Compelling Qualities of the Conclusion of the Model Narrative, “The Golden Key”  
(10 minutes) 
E Now explain that students will analyze the conclusion of the model narrative, “The Golden Key,” looking for qualities that 

make it compelling in order to build a list of criteria to help them when writing their own narrative conclusions. Remind the 
class what the word compelling means. 

E Display and distribute the What Makes the Conclusion of “The Golden Key” Compelling? note-catcher. Point out 
the Qualities column and explain that students will list the qualities that make it a compelling conclusion. In the Evidence 
column, they will record evidence of that quality. 

E Give the class a minute to reread the conclusion, beginning at: “At that, Lord Dismalt …” and finishing at the end of the 
story. 

E Ask: 

* “Is there one quality you notice immediately?” 

E Select a volunteer to share his or her answer with the whole group. Record the idea in the Quality column on the displayed 
note-catcher as a model. 

E Ask: 

* “So what evidence can you find of that quality?” 

E Again select a volunteer to share evidence of that quality with the whole group and record his or her idea in the Evidence 
column on the displayed note-catcher as a model. 

E Invite triads to follow the model to discuss and then record qualities and evidence on their note-catchers. Circulate to assist 
triads by asking probing questions: 

* “What makes this a compelling conclusion to the narrative?” 

* “What evidence do you have from the text of that quality?” 

E Refocus the group. Invite each triad to share a quality they have recorded, along with the evidence they have of that quality, 
until all of the qualities that triads have identified have been discussed. 

E Record all of the qualities triads suggest on the new Qualities of a Compelling Narrative Conclusion anchor chart. 

E Graphic organizers and recording 
forms engage students more actively 
and provide scaffolding that is 
especially critical for learners with 
lower levels of language proficiency 
and/or learning.  

E When reviewing graphic organizers 
or recording forms, consider using a 
document camera to display them 
for students who struggle with 
auditory processing. 

E Providing models of expected work 
supports all learners, especially 
those who are challenged. 

E Modeling provides a clear vision of 
the expectation for students. 
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Work Time (continued) Meeting Students’ Needs 

B. Analyzing the Compelling Qualities of the Conclusion of the Model Narrative, “The Golden Key”  
(10 minutes) 
E Now explain that students will analyze the conclusion of the model narrative, “The Golden Key,” looking for qualities that 

make it compelling in order to build a list of criteria to help them when writing their own narrative conclusions. Remind the 
class what the word compelling means. 

E Display and distribute the What Makes the Conclusion of “The Golden Key” Compelling? note-catcher. Point out 
the Qualities column and explain that students will list the qualities that make it a compelling conclusion. In the Evidence 
column, they will record evidence of that quality. 

E Give the class a minute to reread the conclusion, beginning at: “At that, Lord Dismalt …” and finishing at the end of the 
story. 

E Ask: 

* “Is there one quality you notice immediately?” 

E Select a volunteer to share his or her answer with the whole group. Record the idea in the Quality column on the displayed 
note-catcher as a model. 

E Ask: 

* “So what evidence can you find of that quality?” 

E Again select a volunteer to share evidence of that quality with the whole group and record his or her idea in the Evidence 
column on the displayed note-catcher as a model. 

E Invite triads to follow the model to discuss and then record qualities and evidence on their note-catchers. Circulate to assist 
triads by asking probing questions: 

* “What makes this a compelling conclusion to the narrative?” 

* “What evidence do you have from the text of that quality?” 

E Refocus the group. Invite each triad to share a quality they have recorded, along with the evidence they have of that quality, 
until all of the qualities that triads have identified have been discussed. 

E Record all of the qualities triads suggest on the new Qualities of a Compelling Narrative Conclusion anchor chart. 

E Graphic organizers and recording 
forms engage students more actively 
and provide scaffolding that is 
especially critical for learners with 
lower levels of language proficiency 
and/or learning.  

E When reviewing graphic organizers 
or recording forms, consider using a 
document camera to display them 
for students who struggle with 
auditory processing. 

E Providing models of expected work 
supports all learners, especially 
those who are challenged. 

E Modeling provides a clear vision of 
the expectation for students. 
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Work Time (continued) Meeting Students’ Needs 

E The qualities should include the following: 

* Makes sense and follows on from the previous scenes 

* Brings everything that has happened to a close 

* Goes straight to the point without wandering 

* Vanquishes or transforms the evil character into a better person  

* Ends with success and survival for the hero  

* Gives the hero a warm welcome and recognition upon his or her return home 

 

C. Drafting a Compelling Conclusion (10 minutes)  

E Tell students that now that they have identified the criteria of a compelling narrative conclusion, they are going to use these 
criteria to draft their own narrative conclusion for their hero’s journey.  

E Ask them to reread what they have written and then take 10 minutes to independently draft the conclusion. 

E Circulate to help students who may need additional support and do an observational assessment on student progress. 
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Closing and Assessment Meeting Students’ Needs 

A. Peer Critique of Conclusion (10 minutes)  
E Tell students that now they will have an opportunity to receive peer feedback on the draft conclusion of their hero’s journey 

stories. Tell them that the true test of the writing is whether a reader can understand what they have written. They will be 
readers for each other and will help by giving and receiving feedback on the conclusions so that everyone can revise to 
improve their narrative. 

E Remind students that they did a peer critique to provide stars and steps for their peers’ literary analyses in Unit 2, so they 
should be familiar with how it works. Remind them that peer critiquing needs to be done carefully, because we want to be 
helpful to our peers so they can use our suggestions to improve their work. We don’t want to make them feel bad.  

E Post and briefly review the Peer Critique Guidelines. Tell students that they are going to be using the criteria on the 
Qualities of a Compelling Narrative Conclusion anchor chart to critique someone else’s work. 

E Emphasize that their job is to make sure their peer has followed this criteria in his or her hero’s journey narrative 
conclusion. Distinguish peer critique from proofreading. It is fine if they catch errors in each others’ work, but the goal is to 
make the thinking in the writing as strong as possible.  

E Tell students that they will present feedback in the form of stars and steps. Remind them that they did something similar for 
themselves in Unit 2. Today, they will give two “stars” and one “step.”  

E Briefly model how to give two “kind, specific, helpful” stars. Be sure to connect your comments directly to the criteria on the 
anchor chart. For example: “Your conclusion has a satisfying ending and shows that the hero completes his/her journey.” 

E Repeat, briefly modeling how to give a “kind, specific, helpful” step. For example, “Can you tell the reader what happens to 
the bad character?” Emphasize that it is especially important to be kind when giving steps. Often, asking a question of the 
writer is a good way to do this. “I wonder if …?” or “Have you thought about …?” 

E Distribute the Narrative Conclusion: Stars and Steps recording form. Explain that today students will record the 
stars and steps for their partner on this sheet so that their partner can remember the feedback he or she receives. They are to 
write the name of their partner at the top of their paper. 

E Invite students to mark on their drafts where their conclusion begins. 

E Pair up students. Invite pairs to swap narratives and to spend 2 minutes reading the conclusions in silence. If they think it 
necessary, they may like to read the whole narrative or a few paragraphs before the conclusion, just to get an idea of what 
happens in the story. 

E Peer critiquing needs to be set up 
carefully to ensure that students feel 
safe both giving and receiving 
feedback. Students need to be given 
a set of clear guidelines for 
behavior, and they also need to see 
the teacher model how to do it 
successfully. Asking students to 
provide feedback to their peers 
based on explicit criteria benefits 
both students in clarifying what a 
strong piece of writing should look 
like. Students can learn from both 
the strengths and weaknesses that 
they notice in the work of peers.  
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Closing and Assessment (continued) Meeting Students’ Needs 

E Ask students to record two stars and one step for their partner on the recording form. Circulate to assist students who may 
struggle with recording their feedback. 

E Ask students to return the narrative and recording form to their partner and to explain the stars and step they recorded. 
Invite students to question their partner if they don’t understand the feedback they have been given. 

 

 
 

Homework Meeting Students’ Needs 

A. Use the step from your peer critique to make revisions to your draft.  

A. Continue independent reading. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

Write narratives to develop real or imagined experiences or events using effective technique, relevant descriptive details,  
and well-structured event sequences. (W.6.3) 
b. Use narrative techniques, such as dialogue, pacing, and descriptions to develop experiences, events, and/or characters. 
d. Use precise words and phrases, relevant descriptive details, and sensory language to convey experiences and events. 

Supporting Learning Targets Ongoing Assessment 

B I can use precise words and phrases and sensory language to convey experiences and events in my 
hero’s journey narrative. 

B Draft narratives 

B Exit ticket: How Do Writers Make Their Stories Show, 
Not Tell? 
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Agenda Teaching Notes 

1. Opening 

A.  Independent Reading Review (5 minutes) 

2. Work Time 

A. Mini Lesson: Analyzing the Use of Dialogue, Sensory 
Words, and Strong Action Verbs in the Model 
Narrative: “The Golden Key” (20 minutes) 

B. Applying the Mini Lesson to Draft Narratives (15 
minutes) 

3. Closing and Assessment 

A. Exit Ticket: How Do Writers Make Their Stories 
Show, Not Tell? (5 minutes)  

4. Homework 

A. Complete the draft of your hero’s journey story. 
Remember to use all that you have learned about 
using dialogue, sensory language, and strong verb 
choice to create writing that “shows.” 

B. Continue independent reading. 

B In Lesson 4, students began drafting their hero’s journey narrative. In this lesson, they focus on 
narrative writing techniques that will help them “show, don’t tell” in their stories. The focus is on using 
dialogue, sensory language, and strong action verbs.  

B They first analyze the model narrative, “The Golden Key” and identify how the author used dialogue, 
sensory words, and strong action verbs to make the narrative more descriptive. They then apply this 
learning to their own drafts. 

B As in Lesson 4, consider the setup of the classroom; if possible, students can work on computers.  

B If students did not use computers to draft their essays in Lesson 4, consider giving them more time to 
revise the essays.  

B Post: Learning target, directions for Work Time B. 
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Lesson Vocabulary Materials 

vividly, dialogue, sensory language, 
strong action verb 
  

B “Independent Reading: Review (one per student) 

B “The Golden Key”: Writing to Show, Not Tell (one per student and one for display) 

B Model narrative: “The Golden Key” (from Lesson 2) 

B Highlighters in blue, yellow, and green (one of each color per student) 

B Using Strong Action Verbs (one per student and one for display) 

B Equity sticks 

B Exit ticket: How Do Writers Make Their Stories Show, Not Tell? (one per student) 

 

���



 

 

GRADE 6: MODULE 1: UNIT 3: LESSON 5 
Writing to Show, Not Tell: Dialogue, Sensory  

Words, and Strong Action Verbs 
 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  8  G6:M1:U3:L5 8� June 2013  8  4 
 

 

Opening Meeting Students’ Needs 

A. Independent Reading Review (5 minutes) 
B Remind students that they should be reading the book they chose in Lesson 1 independently every evening.  

B Distribute Independent Reading: Review. Ask students to spend a few minutes thinking about the answer to this 
question: 

* “What do you think of this book so far? How would you rate it on a scale from 0 (really dislike it) to 5 (really enjoying it)? 
Why?” 

B Invite students to score their opinion of the book so far and to justify why they give it that score. 

B Collect the independent reviews. Have a discussion with students who scored their books 0–2 to determine whether they 
have given the book a fair chance. If appropriate, allow them to choose a new book and explain that sometimes books just 
don’t work for us and we have to move on to different ones. 

B Regular independent reading 
reviews make students accountable 
for their reading and give them 
more purpose for reading 
independently. Assess student 
responses to what they are reading 
and use this as an opportunity to 
explain that they should persevere 
with a book for a few chapters until 
they are sure they really don’t like it, 
but that they should change the 
book if they are really not enjoying 
it. 
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Work Time Meeting Students’ Needs 

A. Mini Lesson: Analyzing the Use of Dialogue, Sensory Words, and Strong Action Verbs in the Model  
 Narrative: “The Golden Key” (20 minutes) 
B Invite students to read the learning target with you as you read it aloud: 

* “I can use precise words and phrases and sensory language to vividly describe experiences and events in my hero’s journey 
narrative.” 

B Ask students to Think-Pair-Share: 

* “What does vividly mean?” 

* “Why do you think this is important? How will it help you to improve your hero’s journey narratives?” 

B Listen for: “It will help the reader understand what is going on, draw them into the story, and make it seem more real to them.” 

B Tell students that they are going to learn more about how writers use dialogue, sensory words, and strong action verbs to make their 
stories more descriptive and more real for the reader. Explain that it’s kind of like creating a movie that will play in the reader’s mind 
while he or she reads.  

B Display and distribute “The Golden Key”: Writing to Show, Not Tell. Focus on the title. Explain that writers show the reader 
things through vivid descriptions rather than telling them directly, which is why the handout is called “Writing to Show, Not Tell.” 

B Tell students that you are going to read two versions of a scene from the model narrative, “The Golden Key.” Invite them to read along 
silently in their heads as you read both Version 1 and Version 2 aloud. 

B Ask students to show a thumbs-up if they think Version 1 is best. Cold call students who have their thumbs up to explain their 
reasoning. 

B Ask students to show a thumbs-up if they think Version 2 is best. Cold call students who have their thumbs up to explain why.  

B Listen for responses that sound like: “I thought it was best because I could imagine the characters talking to each other,” or “I thought 
it was best because it was easier for me to imagine what the forest, the goat, the eagle, and the mountain looked like,” or “I liked this 
version best because I could feel how afraid Marney was at this moment in the story.” 

B Affirm comments that indicate Version 2 is much more descriptive. It has dialogue, sensory language, and strong action verbs. 

B Ask students to Think-Pair-Share: 

* “What is dialogue? How can you identify dialogue in a text?” 

B Listen for: “Dialogue is people speaking. You can identify it because dialogue has quotation marks around it.” 

B Posting learning targets 
allows students to 
reference them 
throughout the lesson to 
check their 
understanding. They also 
provide a reminder to 
students and teachers 
about the intended 
learning behind a given 
lesson or activity. 

B Careful attention to 
learning targets 
throughout a lesson 
engages, supports, and 
holds students 
accountable for their 
learning. Consider 
revisiting learning targets 
throughout the lesson so 
that students can connect 
their learning with the 
activity they are working 
on. 

B Discussing and clarifying 
the language of learning 
targets helps build 
academic vocabulary. 
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Work Time (continued) Meeting Students’ Needs 

B Listen for: “Dialogue is people speaking. You can identify it because dialogue has quotation marks around it.” Point out an example, 
like the opening paragraph of Version 2 on the handout. 

B Ask students to Think-Pair-Share: 

* “So what is sensory language? What does sensory mean? So what do you think sensory language does for the reader?” 

* “What are some examples of sensory language in Version 2?” 

B Listen for: “Sensory language is words that describe how things look, sound, taste, smell, and touch, related to the five senses, to help 
the reader imagine the scene more vividly. Some examples in Version 2 are dark, munched, and slick.”  

B Ask students to Think-Pair-Share: 

* “What are strong action verbs?” 

B Ensure students understand that all verbs are action words, but only some are “strong” action verbs. Explain that strong verbs are those 
that express an action in a strong, precise way and add impact—for example, sprinted rather than ran, or gobbled rather than ate.  

B Pair students up and distribute three highlighters to each student. Ask them to work in pairs to reread Model Narrative: “The 
Golden Key” (from Lesson 2) and to highlight the narrative as follows: 

* Examples of dialogue in yellow 

* Examples of sensory words in blue 

* Examples of strong action verbs in green  

B Model as needed, then invite students to begin.  

B After five minutes, ask students to pair up with someone else to share the words, phrases, and sentences that they highlighted and to 
justify why they chose to highlight those words and phrases.  

B Invite students to annotate their model narrative with additional explanations of how these words and phrases help the reader “see” the 
story. 

B Then select a few volunteers to come and highlight on the model narrative. Begin with dialogue. As students highlight dialogue 
examples on the displayed model, point out and discuss how punctuation is used. Point out the rules and record them on the board or 
chart paper for students to refer to in the next part of the lesson: 

* Quotation marks are placed at the beginning and end of what characters say.  

B Providing models of 
expected work supports 
all learners, especially 
those who are challenged. 
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Work Time (continued) Meeting Students’ Needs 

* Dialogue begins with a capital letter and is punctuated with an appropriate end mark. 

* The punctuation mark is always placed inside the closing quotation mark. 

* A new line of dialogue is started with each new speaker in the conversation. 

B Repeat with sensory language and strong action verbs. Name strong action words as verbs and explain that interesting and vivid verb 
choices help the reader envision the action of the scene. 

B Distribute Using Strong Action Verbs to each student. Explain that the chart contains examples of strong verbs that work to make 
writing vivid and action-packed.  

B Ask students to get into their triads.  

B Tell them that you would like them to work in their triads to use three of these verbs to replace verbs in their model narrative, “The 
Golden Key.” Explain that their goal is to make the action in the story even more vivid. 

B Use equity sticks to call on students to share their substitutions. Require them to explain how their substitution worked to make the 
action more vivid to the reader.  

 

 

���



 

 

GRADE 6: MODULE 1: UNIT 3: LESSON 5 
Writing to Show, Not Tell: Dialogue, Sensory  

Words, and Strong Action Verbs 
 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  8  G6:M1:U3:L5 8� June 2013  8  8 
 

 

Work Time (continued) Meeting Students’ Needs 

B. Applying the Mini Lesson to Draft Narratives (15 minutes) 

B Invite students to work independently to apply their learning from the mini lesson to their draft narrative. Post these directions for 
students to follow: 

1. Look for opportunities to put dialogue in your narrative. Don’t force it in; add it where it fits to make the story more descriptive. Try to 
have dialogue in at least one part of your narrative. 

2. Check the punctuation you have used around dialogue. 

3. Look for places to put more sensory words in your narrative. 

4. Look for at least three verbs that could be changed out for some of the strong action verbs on your handout. 

B Circulate to assist students in revising their draft narratives. Ask probing questions, such as: 

* “Look at the parts of your narrative where one character encounters another. Imagine those two characters  
 talking to each other. What would they say at this point in the story that would give the reader more vivid  
 details about their encounter?” 

* “Have you used quotation marks at the beginning and end of the character’s speech?” 

* “Have you started speech by another character on a new line?” 

* “Have you used punctuation inside the quotation marks?” 

* “Where could you add sensory language? What sights, sounds, smells, tastes, or descriptions of the way things  
 feel could you add here to make it more vivid for the reader?” 

* “Which verbs could be stronger to be more precise and have more impact on the reader?” 

B For students who 
struggle with following 
multiple-step directions, 
consider displaying these 
directions using a 
document camera or 
interactive white board. 
Another option is to type 
up the instructions for 
students to have in hand. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: How Do Writers Make Their Stories Show, Not Tell? (5 minutes)  
B Give students a minute to think about two possible answers to this question: 

* “How do writers make their stories “show, not tell”?” 

B Distribute Exit Ticket: How Do Writers Make Their Stories Show, Not Tell? Invite students to record two 
suggestions to answer this question. 

B Using exit tickets allows you to 
quickly check for understanding of 
the learning target so that 
instruction can be adjusted or 
tailored to students’ needs during 
the lesson or before the next lesson.  

 

 

Homework Meeting Students’ Needs 

A. Complete the draft of your hero’s journey story. Remember to use all that you have learned about using dialogue, sensory 
language, and strong verb choice to create writing that “shows.”  
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Name: 

Date: 

 
What do you think of your independent reading book so far? How would you rate it on a scale from 0 (really disliking it) to 5 
(really enjoying it)? (Circle your response.)  
 
0                  1                  2                  3                  4                  5 

Why? 
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Version 1 
On her way to the mountain, Marney ran into a white goat. The goat ate away a path for Marney to follow through the forest. 
Then, the goat said good-bye and left Marney on the mountainside. Marney cried. Then an eagle flew down and carried Marney 
to the top of the mountain. 
 
Version 2 
“ Hello, goat. I am trying to find my way through this murky forest, dark and dense, so that I can save my family’s farm, but I 
cannot find a path on which to walk. Do you think that you could help me, please?”  
“Follow me,” said the white goat. 
  
Marney followed the goat as he munched a path for her to follow through the forest. At the end of the forest he turned to Marney 
and said, “I can go no further. Good luck on your journey, my friend.” With that, the white goat vanished. 
 
Marney began the steep climb up the incline of the dark mountain. Suddenly, it began to rain. The mountainside was slick, and 
Marney kept slipping and skidding into the mud. She began to weep, “Please, please can someone help me! I must make this trek 
to the dark castle to save my family’s farm.”  
There, before her, appeared a giant white eagle. The bird spread its colossal wings, swooped down from the sky, picked Marney 
up, and flew her to the top of the mountain. 
“Thank you for your help, eagle. Now I must find the golden key,” Marney said.  
“Good luck on your journey,” the eagle replied. “The obstacles that you have faced are nothing like the one that lies ahead of 
you.” With that, the eagle flew away.

���



 

 

GRADE 6: MODULE 1: UNIT 2: LESSON 5 
Using Strong Action Verbs 

 
 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to 
Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  :���6:M1:U2:L5:��June 2013  :��3 
 

 

 
As writers, we often get stuck in particular patterns of writing, and one of these patterns is using the same verbs over and over 
again. One way to solve this problem is by replacing your general verbs with strong action verbs. 
 
This table reveals several examples of general verbs and the vivid verbs that you can use to replace them. Keep in mind that each 
vivid verb has its own distinct meaning. 
 

General Verb Strong Action Verb 

dislike abhor, abominate, avoid, condemn, deplore, despise, detest, disapprove, hate, loathe, resent, scorn, 
shun 

eat consume, devour, dine, feast upon, gobble, ingest 
 

like/love admire, adore, appreciate, cherish, be fond of, worship 
 

run dart, dash, jog, lope, scamper, scurry, sprint 
 

say/said address, critique, define, establish, evaluate, examine, formulate, identify, propose, recommend, 
report, suggest, urge 

walk amble, hike, march, plod, saunter, stroll, stride, trek, trudge 
 

work employ, labor, toil, slave 
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Name: 

Date: 

 
 

1. 

 

 

 

 

 

 
 

2. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can write narrative texts about real or imagined experiences using relevant details and event sequences that make sense. (W.6.3) 

Supporting Learning Targets Ongoing Assessment 

A I can use feedback from my End of Unit 2 Assessment to set goals for myself as a writer.  

A I can use feedback from my Hero’s Journey Narrative: Plan graphic organizer to make revisions to my 
plan.  

A I can use my plan to draft my hero’s journey narrative. 

A Exit ticket: Narrative Story Line—Checking My Progress 
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Agenda Teaching Notes 

1. Opening 

A. : Unpacking Learning Targets (2 minutes)  

B. Setting Goals Based on Feedback: End of Unit 2 
Assessment (10 minutes) 

2. Work Time 

A. Reflecting on My Hero’s Journey Narrative Plan (10 
minutes)  

B. Drafting: Applying Feedback and Using Goals (20 
minutes) 

3. Closing and Assessment 

A. Exit Ticket: Narrative Story Line—Checking My 
Progress (3 minutes) 

4. Homework 

A. Continue drafting 

B. Continue independent reading 

A In this lesson, students process feedback from the End of Unit 2 Assessment (literary analysis). Be sure 
your feedback includes both “stars” and “steps.” Students need to know what they are doing well, both 
so they will continue doing it and so they are receptive to next steps and what they need to improve. 
This feedback will help them set skills-based goals that they can use in their writing. Although students 
use a different mode of writing for this unit (narrative rather than expository), they make goals as 
writers based on feedback from Unit 2. Help them understand that, in many ways, good writing is good 
writing regardless of the purpose. Though different modes of writing have unique characteristics and 
author’s craft, students should be developing habits and skills that they can apply to all their writing.  

A Students also reflect on their hero’s journey narrative plan (begun in Lesson 2). Feedback on the graphic 
organizer will help them self-assess the sequencing of their plan and its alignment to the hero’s journey 
archetype.  

A After processing feedback, students move into drafting. During this time, they will need to be 
periodically reminded to look back at their planning materials (narrative story line and graphic 
organizer). In narrative writing, students can have the tendency to stray from the plan; if this is not 
caught early, they will need to undo a lot of writing.  

A Students also will need their completed Narrative Story Line—Hero’s Journey graphic organizer (from 
Lesson 2).  

A If computers are available, students could begin to draft the essays in order to make revisions easier in 
Lessons 5–7.  

A Consider the setup of your classroom if you are using laptops. Because students can distract themselves 
on computers, think about positioning the desks so that it is easy for you to scan the screens throughout 
the lesson.  

A If your students are not familiar with expectations about computer use in the classroom, explain them at 
the beginning of Work Time. 

A Consider logistics for how students will save and submit their drafts at the end of class: printing, saving 
to a server, emailing, etc. 

A If using computers is not possible in your classroom, have students draft on lined paper, skipping lines 
to make room for revisions. Consider giving students more time to handwrite. 
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Lesson Vocabulary Materials 

expository, informational, narrative, 
modes (of writing), sequence, 
structure, strategy 
 
 

A Students’ End of Unit 2 Assessments (with feedback) 

A Model Narrative: “The Golden Key” (from Lesson 2) 

A Index cards (one per student)  

A Lined paper (multiple sheets per student for drafting) 

 

Opening Meeting Students’ Needs 

A. Unpacking Learning Targets (2 minutes)  
A Refer to the posted learning targets. Invite students to read them with you: 

* “I can use feedback from my End of Unit 2 Assessment to set goals for myself as a writer.”  

* “I can use feedback from my Hero’s Journey Narrative: Plan graphic organizer to make revisions to my plan.”  

* “I can use my plan to draft my hero’s journey narrative.” 

A Ask: 

* “What does feedback mean?” 

* “What does it mean to set goals?” 

A Posting learning targets 
allows students to 
reference them 
throughout the lesson to 
check their 
understanding. They also 
provide a reminder to 
students and teachers 
about the intended 
learning behind a given 
lesson or activity. 
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Opening Meeting Students’ Needs 

B. Setting Goals Based on Feedback: End of Unit 2 Assessment (10 minutes)  
A Return students’ End of Unit 2 Assessments with your feedback. Also give each student a  

blank index card.  

A Remind them that their End of Unit 2 Assessment writing was an analytical essay. It’s different from the type of narrative writing they 
have been thinking about the past few days.  

A Give the class 5 to 6 minutes to read over your feedback. Circulate to confer with individual students who most need support.  

A Refocus students whole group. Tell them that the index card you distributed is going to serve as a place to write down their strengths 
and goals as a writer, just like in Unit 2.  

A Focus them first on the concept of writing strengths. Remind them that it is always important to notice what we do well so we can build 
on it.  

A Ask students to review the writing they just got back, look at your feedback, and then take 2 to 3 minutes to write at least one writing 
strength on their index card. As students work, circulate and support them in naming a specific strength. Continue to emphasize that 
writing is hard, and that people get better at it their whole lives.  

A Refocus students whole group. Tell them that now they will think about a goal. Tell them that setting goals may seem harder this time, 
since the writing they did in Unit 2 was a different mode (or category) than what they are doing in Unit 3. Elaborate:  

A Their analytical essay in Unit 2 was one type or mode of writing (expository writing: writing to teach readers about something while 
inspiring their curiosity). 

A Their story in Unit 3 is a different type or mode of writing (narrative: writing to entertain readers while inspiring their curiosity).  

A Tell the class that writing, even across modes, has common components.  

* All writing needs to be well organized and sequenced in a way that makes sense to readers.  

* All writing needs to use clear, concise language and evidence in the form of specific details.  

* All writing needs to use sentences that are well structured.  

All writing needs to use punctuation in a way that assists readers’ comprehension.  

A Remind students of these qualities of writing helps them to set goals as a writer in general, not just for a specific mode. Remind them 
that they saw much of what makes good writing when they studied the NYS Writing Rubric in Unit 2, so they may set a goal specific to 
expository writing or a more general goal that would also apply to narrative writing.  

A Consider providing select 
students with a task card 
or checklist that guides 
them step-by-step 
through the reflection 
and goal-setting process.  

A Select students may 
benefit from an index 
card with sentence 
starters (“One thing I did 
really well was ...” and 
“Next time, I will try 
to ...”) 
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Opening Meeting Students’ Needs 

A Tell students that with their goals, they also need to identify a specific strategy they will use to achieve that goal. The goal is an 
endpoint that they want to reach, and a strategy is a specific plan of action that will help them reach it. (For example, if your goal is to 
be more organized in your writing, your strategy may be to make an organizational plan before beginning to write.)  

A After students have written their strengths and their goals, collect back their End of Unit 2 Assessments. 

 

 
 

Work Time Meeting Students’ Needs 

A. Reflecting on My Hero’s Journey Narrative Plan (10 minutes)  
A Now return students’ Hero’s Journey Narrative: Plan graphic organizers (from Lesson 3). Congratulate them on the planning 

of their hero’s journeys so far. Tell them you cannot wait to see these well-made plans turn into beautiful stories. Say that they are 
going to continue the important practice of self-reflection. In order to turn these thoughtful plans into beautiful narratives, they must 
first pause, reflect on writing already done, and process the feedback you have given them.  

A Give students 6 to 7 minutes to look at the feedback you provided them. Encourage them to annotate their plan for any changes they 
need to make as they move forward.  

A After this time, invite students to share, first with a partner and then whole class, any revisions they need to make to their plan before 
they begin drafting. Continue this share as time allows. 

Ask students to hold on to their Hero’s Journey Narrative: Plan graphic organizer and index card so they can refer to these 
resources while drafting. 

A Some students may have 
had trouble completing 
their graphic organizer, 
either due to difficulties 
in technical writing or in 
generating a sequence of 
events. Others may have 
completed their 
organizer but did not 
follow the sequence of a 
“hero’s journey.” 
Consider pulling a group 
of students with similar 
needs to work with you or 
a cooperating teacher to 
do a “shared 
brainstorming” session of 
possible story ideas.  
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Work Time (continued) Meeting Students’ Needs 

B. Drafting: Applying Feedback and Using Goals (20 minutes) 
A Ask students to take out the lined paper on which they worked on the beginning of their narrative for homework. Distribute more lined 

paper to all students as needed. Tell them they will have the next 20 minutes to work on the draft of their hero’s journey.  

A Remind students that they have three important tools to refer to while drafting:  

* their Hero’s Journey Narrative: Plan graphic organizer (this will help them stay on track in their sequence of events) 

* their index cards (this will help them continue to build upon their strengths as writers and try to address their goals as writers) 

* their model narrative “The Golden Key” (this will help them look for the structure of the narrative and great vocabulary they 
may want to use) 

A Circulate and support students as they work.  

A Consider pairing ELLs 
who speak the same 
home language to discuss 
their ideas with one 
another while drafting.  

A Giving select students 
time and space to orally 
rehearse their stories will 
help them get their ideas 
ready for writing.  

A Posting the list of 
resources where all 
students can see them 
will help to remind them 
of the tools they should 
be using while they are 
drafting their stories. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: Narrative Story Line—Checking My Progress (3 minutes)  
A Distribute students’ Narrative Story Line—Hero’s Journey graphic organizers (from Lesson 2). Tell them that this picture 

representation of a story is a good tool in terms of checking in on progress.  

A Ask students to go along the narrative story line, checking off each part of their hero’s journey that they have completed 
drafting. They should then write today’s date next to the stage they are currently on.  

A Collect these narrative story lines as a formative assessment to help gauge how much time and support students will need to 
complete their hero’s journey narratives.. 

A Having students check their 
progress against an organizer, such 
as the Narrative Story Line, is a 
good form of self-assessment. This 
allows students to see what progress 
they are making, and if they need 
additional support to complete their 
writing.  

 

Homework Meeting Students’ Needs 

A. Continue drafting your hero’s journey narrative. 

B. Continue your independent reading. 

 

 

 
 
 

 

 

 

 

 

There are no new supporting materials for this lesson. 
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can write informative/explanatory texts that convey ideas and concepts using relevant information that is carefully selected and organized. (W.6.2) 
I can write narrative texts about real or imagined experiences using relevant details and event sequences that make sense. (W.6.3) 
Draw evidence from literary or informational texts to support analysis, reflection, and research. (W.6.9) 

Supporting Learning Targets Ongoing Assessment 

C I can explain in writing how my plan for a hero’s journey narrative aligns with the archetype for “The 
Hero’s Journey.” 

C I can establish a context for my hero’s journey narrative in a way that engages and orients the reader. 

C Mid-Unit 3 Assessment: Crosswalk between My Hero’s 
Journey Narrative and “The Hero’s Journey” 
Informational Text 

C Hero’s Journey Narrative: Plan graphic organizer 
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Agenda Teaching Notes 

1. Opening 

A. : Unpacking Learning Targets (2 minutes)  

2. Work Time  

A. Review of Paragraph Writing and Mid-Unit 3 
Assessment: Crosswalk between My Hero’s Journey 
Narrative and “The Hero’s Journey”  
 Informational Text (20 minutes)  

B. Mini Lesson: Establishing a Context for a Narrative 
(10 minutes) 

C. Planning and Drafting: Establishing a Context for 
My Hero’s Journey (10 minutes) 

3. Closing and Assessment 

A. Debrief: Where Are You in Drafting the Beginning of 
Your Story? (3 minutes) 

4. Homework 

A. Finish drafting the beginning of your hero’s journey 
narrative  

B. Independent reading 

C In this lesson, students use the informational text “The Hero’s Journey” to justify their plan for their 
own narrative as fitting the archetypal pattern of a hero’s journey.  

C For the mid-unit assessment, students write an explanatory paragraph in which they provide two 
examples from their plan that align with the stages of the hero’s journey, and then provide 
corresponding evidence from the informational article.  

C This graphic organizer serves as a checkpoint on how well students are applying the hero’s journey 
archetype. This graphic organizer should be checked over before they continue drafting their stories in 
Lesson 4.  

C The paragraph provides students an opportunity to synthesize their thinking about their plan. It is also 
an opportunity to gauge their skills with on-demand paragraph writing. This can be graded and 
returned at your discretion.  

C At this point in the module, students have written several paragraphs. Therefore, the only scaffolding 
for this assessment writing is an anchor chart and an oral rehearsal of a similar paragraph about the 
model text “The Golden Key.”  

C In Advance: For the mid-unit assessment, students will need the Hero’s Journey Narrative: Plan graphic 
organizer (from Lesson 2), as well as their informational text “The Hero’s Journey” (from Unit 1).  

C Post: Learning targets. 
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Lesson Vocabulary Materials 

align, establish context, engage, orient  
 

C “The Hero’s Journey” informational text (from Unit 1, Lesson 8; one per student; new, clean copies if needed) 

C Hero’s Journey Narrative: Plan graphic organizer (from Lesson 2; plus one for display)  

C Mid-Unit 3 Assessment: Crosswalk between My Hero’s Journey Narrative and “The Hero’s Journey” Informational Text 
(one per student; one for display)  

C Document camera 

C “The Golden Key” model narrative (from Lesson 2; one per student; one for display)  

C Lined paper (one sheet per student) 

C Structure of an Explanatory Paragraph achor chart (new; teacher-created; see Work Time A) 
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Opening Meeting Students’ Needs 

A. Continue the Hero Profile (5 minutes) 
C Read aloud as students read the learning targets silently in their heads.  

* “I can explain in writing how my plan for a hero’s journey narrative aligns with the archetype for  
‘The Hero’s Journey.’” 

* “I can establish a context for my hero’s journey narrative in a way that engages and orients  
the reader.” 

C Ask:  

* “Based on the learning targets, what do you think we will be doing today?” 

C After students have shared their ideas, tell them that the first learning target is their mid-unit assessment, in which they will 
write a paragraph explaining how their writing plan follows the archetype of a hero’s journey. In the second part of the 
lesson, they will look at different ways authors start their stories so they can begin drafting their hero’s journeys. Tell 
students that they will discuss the phrase “establish a context” later in the lesson.  

C Posting learning targets allows 
students to reference them 
throughout the lesson to check their 
understanding. They also provide a 
reminder to students and teachers 
about the intended learning behind 
a given lesson or activity. 

Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 
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Work Time Meeting Students’ Needs 

A. Review of Paragraph Writing and Mid-Unit 3 Assessment: Crosswalk between My Hero’s Journey  
Narrative and “The Hero’s Journey” Informational Text (20 minutes)  
Note: Keep this review short so that students have time to write their paragraphs. 

C Ask students to take out their informational text “The Hero’s Journey” (from Unit 1) or distribute new texts as needed. They also 
need to take out the Hero’s Journey Narrative: Plan graphic organizer that they completed in Lesson 2 or for homework. 
Remind them that one of their goals for this narrative was to create a story that is aligned with “The Hero’s Journey” informational text 
they studied in Unit 1. Review the word align. This may sound like: “Remember in Unit 1, we discussed the word align as meaning ‘to 
be in line with’ or ‘line up side by side.’” 

C Distribute the Mid-Unit 3 Assessment: Crosswalk between My Hero’s Journey Narrative and “The Hero’s Journey” 
Informational Text. Tell students that for their mid-unit assessment, they will write an explanatory paragraph outlining two ways in 
which the plan for their narrative aligns with “The Hero’s Journey.”  

C Using a document camera, focus students’ attention on the mid-unit assessment. Invite them to read along as you read the focus 
question aloud:  

* “How does your plan for a hero’s journey align with the archetype of ‘The Hero’s Journey?’”  

C Ask students to Think-Pair-Share:  

* “What is the focus question asking you to do?” 

C Listen for answers like: “We have to show how our story is a hero’s journey, with the same stages the archetype of a hero’s journey has.” 

C Remind students that they have written several paragraphs over the last two units. Display the new Structure of an Explanatory 
Paragraph anchor chart. Tell students that before they write their paragraph today, they will review the anchor chart, which they 
can then use to help them with their assessment.  

C Ask students to take out the model narrative “The Golden Key.” Review the Explanatory Paragraph anchor chart one component 
at a time, asking how this writing might sound for a paragraph about the “The Golden Key.” For example, ask: 

* “How might I write a topic sentence for my paragraph about ‘The Golden Key’? Remember, a topic sentence introduces what the 
paragraph will be about by making a claim.” 

C Listen for responses like: “‘The Golden Key’ is aligned to the hero’s journey in multiple ways.” 

C Ask:  

“How might I include an example like this from my own narrative?” 

C Displaying anchor charts, 
such as the Structure of 
an Explanatory 
Paragraph chart, allows 
students to guide 
themselves through the 
writing process and 
provides a reference 
point if they get stuck.  

C Consider providing select 
students with sentence 
starters (such as “One 
way that my plan aligns 
with “The Hero’s 
Journey” is ...” or “These 
examples show that ...”). 
This will help them get 
started and move on to 
the “ideas” part of their 
writing.  

C Consider posting the 
assessment directions for 
students who may 
struggle with multistep 
directions. 
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Work Time (continued) Meeting Students’ Needs 

C Listen for an example like: “The article says, ‘Heroes exist in a world that is considered ordinary or uneventful by those who live there. 
Marney lives on an ordinary farm in an ordinary family.’” 

C Tell students that they will then include a second example from their Hero’s Journey Narrative: Plan graphic organizer and support 
that with evidence from the informational text.  

C Finally, tell students they should include a conclusion that provides closure for the reader. Remind them what they learned previously 
about a concluding sentence: It should repeat the topic in some way but then leave the reader with a question or something to think 
about. 

C Give directions for the on-demand assessment:  

1. Choose two stages of your hero’s journey narrative that you think align well with the archetype in the informational text.  

2. Find quotes from the informational article that you will use as evidence. Underline these quotes so they are  
easier for you to find when writing.  

3. Draft your paragraph, using the Structure of an Explanatory Paragraph anchor chart to guide you.  

C Give students the next 10 to 12 minutes to draft their paragraphs. Circulate to observe; direct students’ attention to the anchor chart for 
guidance.  

C Collect the Mid-Unit Assessment: Explaining My Hero’s Journey Plan. 
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Work Time (continued) Meeting Students’ Needs 

B. Mini Lesson: Establishing a Context for a Narrative (10 minutes) 

C Refocus students whole group. Tell them they will now begin the drafting of their hero’s journey narrative by establishing the context of 
the story. Define the word establish as “to set up” or “bring into being.” This can be connected to the idea of establishing a business, 
meaning to “start” a business. Discuss the word context as “a situation, or what’s around something. In a story/narrative, it might mean 
what’s important for the reader to know—for example the setting and the character.” Remind students that they have heard this word 
in the phrase context clues, which means clues found in the text around a word. Therefore, establishing a context means to set up the 
situation of their story.  

C Tell the class that the beginning of a story serves two purposes: to engage the reader and to orient the reader. Ask:  

* “What does it mean to engage a person in something?”  

C Listen for answers like: “It means to get them interested.” In the interest of time, if students are unclear about the meaning, define it 
for them.  

C Ask: 

* “What does it mean to orient a person?”  

C Again, if students are unclear, define this word as “to help someone figure out their physical position or setting.”  

C Ask:  

* “Given these two definitions, what does it mean, in your own words, to engage and orient a reader in a story?” 

C Listen for answers like: “It means to get readers interested in the story and to help them figure out where they are.”  

C Tell the class that, because the author has to both engage and orient a reader, beginning a story is one of the most important and 
difficult parts of narrative writing. One good way to start is to study the writing of other authors and see how they engage and orient a 
reader. Say: “Authors use many different techniques to begin stories, and today we will study one example to identify a strategy for our 
own writing.”  

C Using a document camera or chart paper, display a copy of “The Golden Key” where all students can see it. Invite them to read silently 
in their heads as you read aloud. Read from “A long time ago ...” to “Marney’s grandparents were very, very sad.” 

C Using the following questions, guide the class toward the idea that this writer took a direct approach in orienting the reader, or telling 
the reader where the story begins, both in terms of time and place. 

C Consider posting the 
definitions of the words 
establish, orient, context, 
and engage for reference.  

C Giving select students a 
pre-highlighted version 
of the model that 
highlights the ways in 
which the author orients 
and engages the reader 
will allow those students 
to focus their attention 
on the most important 
parts of the text.  

 

 
 

���



 

 

GRADE 6: MODULE 1: UNIT 3: LESSON 3 
“The Hero’s Journey”: Analyzing a Model Narrative 

and Continuing to Plan a New Hero’s Journey Narrative 
 

Created by Expeditionary Learning, on behalf of Public Consulting Group, Inc. 
© Public Consulting Group, Inc., with a perpetual license granted to Expeditionary Learning Outward Bound, Inc. NYS Common Core ELA Curriculum  6� G6:M1:U3:L3  6� June 2013  6  8 
 

Work Time (continued) Meeting Students’ Needs 

C Ask:  

* “When does this story take place? How do you know?” 

* “Where does this story take place? How do you know?” 

C Using another set of questions, guide students toward the idea that this author engages the reader by using descriptive language for the 
setting and by beginning to reveal the problem of the story.  

C Ask:  

* “How does this writer help you to see the story in the section we just read?”  

* “How does the author make you want to keep reading?” 

C Display a copy of the Hero’s Journey Narrative: Plan graphic organizer. Direct students to take out their copy of this graphic organizer. 
Tell them that they will now jot down possible style and craft ideas for the beginning of their stories, based on the model they just read. 
Orient students to the box under “Writer’s Craft Ideas” in the row titled “The Ordinary World.” Ask:  

* “What style or craft ideas can we take from this author for beginning a story?”  

C Listen for, and record on the graphic organizer, responses like: 

* Directly tell the reader the setting (time and place). 

* Use descriptive language to help the reader “see” the story. 

* Begin to reveal the problem so the reader wants to read on. 
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Work Time (continued) Meeting Students’ Needs 

C. Planning and Drafting: Establishing a Context for My Hero’s Journey (10 minutes) 

C Invite students to sit with their triads. Distribute lined paper. Post these questions for all to see: 

1. How will you orient your reader?  

2. How will you engage your reader?  

C Tell students they will now have time to work with their triads to plan ideas and get started on the beginning of their own stories. Give 
directions: 

1. For your own writing, think about both questions. Use your notes on your graphic organizer to help you: 

* How will you orient your reader?  

* How will you engage your reader?  

2. Orally rehearse how your beginning might sound.  

3. Ask your triad to give you feedback: a star and a step.  

4. Move on to the next writer.  

C Tell students that once all the members of their triad have taken a turn, they should move on to drafting.  

C Circulate and support students as they work. Listen to triad conversations, helping students give productive feedback to one another.  

C Collect the Hero’s Journey Narrative: Plan graphic organizers from students. You will need these to provide feedback during Lesson 4. 

C When discussing ideas 
for their stories, consider 
pairing ELLs who speak 
the same home language. 
This allows for more 
idea-focused and 
productive conversations.  
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Closing and Assessment Meeting Students’ Needs 

A. Debrief: Where Are You in Drafting the Beginning of Your Story?  
C Tell students that a fist means they were not able to get started today, a five means they are finished, and three would be 

somewhere in the middle. Ask, “Fist to Five, where are you in drafting the beginning of your story?”  

C Remind students that homework tonight is to finish the beginning of their story. They should not, however, move on to the 
rest of their story until tomorrow, when you return their Hero’s Journey graphic organizers with feedback. 

C Using techniques like Fist to Five 
serves two purposes: It is a 
formative assessment for you to see 
students’ progress individually and 
as a collective, and it gives students 
an opportunity to self-reflect on 
their progress and think about what 
they need to do to close the gap.  

 

 

Homework Meeting Students’ Needs 

A. Finish drafting the beginning of your hero’s journey narrative.  

B. Independent reading.  

Note: In Lesson 4, students will make writing goals. They will need to look at your feedback from both their End of Unit 2 
literary analysis and their Hero’s Journey Narrative: Plan graphic organizer.  
You do not need to give feedback yet on the mid-unit assessment they did in today’s lesson.  
On students’ End of Unit 2 Assessments, provide “stars” (positive feedback) and “steps” (specific helpful suggestions). On their 
Hero’s Journey Narrative: Plan graphic organizers, quickly review students’ work to check that they are on track in terms of 
planning a narrative sequence that unfolds logically. This checkpoint will be important before students begin actually 
drafting their narrative. 
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Name: 

Date: 

 
How does your plan for a hero’s journey align with the archetype of “The Hero’s Journey?”  
 
Write a paragraph describing two ways in which in which your plan for a narrative aligns with the archetype of “The Hero’s 
Journey.”  
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* Topic sentence: Introduce the topic of your paragraph.  

 

* Example from “my hero’s journey: Gives an example of what a stage of the hero’s journey looks like in your story.  
 

* Evidence: Gives a quote from “The Hero’s Journey” informational article connected to your example. “In the article, it says ...”  
 

* Second example from my hero’s journey 
 

* Evidence for the second example 
 

* Conclusion: Provides closure for the reader. Leaves the reader with something to think about.  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can describe how the plot evolves throughout a literary text. (RL.6.3) 
I can write narrative texts about real or imagined experiences using relevant details and event sequences that make sense. (W.6.3) 
I can effectively engage in discussions with diverse partners about sixth- grade topics, texts, and issues. (SL.6.1) 

Supporting Learning Targets Ongoing Assessment 

D I can analyze the story line of the model narrative. 

D I can use “The Hero’s Journey” to describe how the model narrative follows the hero’s journey 
archetype. 

D I can use the notes on my Narrative Story Line—Hero’s Journey graphic organizer to begin to plan my 
own hero’s journey narrative. 

D Exit Ticket: Hero’s Profile (from Lesson 1)  

D Narrative Story Line—Hero’s Journey graphic organizer 
(completed with the model narrative’s hero’s journey) 

D Narrative Story Line—Hero’s Journey graphic organizer 
(completed with ideas for their own hero’s journey 
narrative) 

D Hero’s Journey Narrative: Plan graphic organizer 
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Agenda Teaching Notes 

1. Opening 

A. : Continuing the Hero’s Profile (5 minutes)  

B. Unpacking the Learning Targets (2 minutes) 

2. Work Time  

A. Analyzing the Model Narrative for Content and 
Structure (20 minutes) 

B. Continuing to Make Notes on My Hero’s Journey (5 
minutes) 

C.  Writing: Formalizing a Plan for My Hero’s Journey 
Narrative (10 minutes) 

3. Closing and Assessment 

A. Mix and Mingle: My Hero’s Journey (3 minutes) 

4. Homework 

A. Complete your Hero’s Journey Narrative: Plan 
graphic organizer (ignore the question at the very 
bottom) 

B. Independent reading 

D In this lesson, students analyze a model narrative and deconstruct it using the same Narrative Story 
Line—Hero’s Journey graphic organizer that they used (in Lesson 1) to map out Percy Jackson’s hero’s 
journey. Students focus on the Theme box at the bottom of the graphic organizer. They use the “Key 
Elements of Mythology” informational text to determine the elements of mythology and a theme that is 
present in the model narrative. 

D Students then apply their learning from the model narrative to update their initial plans for their own 
hero’s journey narratives.  

D Students transition from the Narrative Story Line—Hero’s Journey graphic organizer to the more formal 
Hero’s Journey Narrative: Plan graphic organizer, which will help them begin to organize their initial 
notes and thinking in preparation to write their narrative. 

D Students do not actually write their narrative in this lesson, but the lesson addresses W.6.3 because they 
plan the hero character, context, and events in their hero’s journey story. 

D Students have spent a lot of time getting to know the NYS Writing Rubric, as this rubric is used 
throughout the entire year. Due to time constraints, students do not spend time during a lesson 
studying the rubric for narrative writing. Instead, students get to know the criteria of this project 
through a close study of the model narrative. A rubric for grading the “My Hero’s Journey Narrative” is 
part of Unit 3, Lesson 7 supporting materials. 

D Post: Learning targets. 
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Lesson Vocabulary Materials 

analyze, archetype 
 

D Model narrative: “The Golden Key” (one per student and one for display) 

D “The Hero’s Journey” (from Unit 1) 

D Narrative Story Line—Hero’s Journey graphic organizer (from Lesson 1; new  blank copy for students’ use in this lesson) 

D “Key Elements of Mythology” (from Unit 2, Lesson 4) 

D Thinking about Elements of Story and Theme checklist (optional: for students needing more support) 

D Hero’s Journey Narrative: Plan graphic organizer (one per student) 
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Opening Meeting Students’ Needs 

A. Continue the Hero Profile (5 minutes) 
D Distribute the Exit Ticket: Hero’s Profile students began in Unit 3, Lesson 1. Tell them they will have the first 5 minutes 

of class today to work on their Hero’s Profile and complete any components they may not have finished in the previous 
lesson. 

D Circulate and support students as they work. One way to help students in creating characters is to encourage them to use 
individual features from people they know in their real lives. This can help them think of both physical features and 
character details such as hobbies, likes, and dislikes. 

D Posting learning targets allows 
students to reference them 
throughout the lesson to check their 
understanding. They also provide a 
reminder to students and teachers 
about the intended learning behind 
a given lesson or activity. 

D Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 

 

B. Unpacking the Learning Targets (2 minutes) 
D Refocus students whole class and refer to the posted learning targets. Invite students to read them with you: 

* “I can analyze the story line of the model narrative.” 

* “I can use ‘The Hero’s Journey’ to describe how the model narrative follows the hero’s journey  
 archetype.” 

* “I can use the notes on my Narrative Story Line—Hero’s Journey graphic organizer to begin to  
 plan my own hero’s journey narrative.” 

D Circle the words analyze and narrative. Discuss their meaning. Ask:  

* “How do these learning targets link to what you did in the previous lesson?” 

* “So to achieve these targets, what do you think you are going to be doing today that builds on  
 your learning yesterday?” 

D Call on a few volunteers to share their ideas. Listen for students to suggest that they are going to analyze a model narrative 
based on “The Hero’s Journey” informational text to see how it tells the story of a hero’s journey. 
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Work Time Meeting Students’ Needs 

A. Analyzing the Model Narrative for Content and Structure (20 minutes) 
D Remind students that they have already begun to think about their own hero’s journey narrative. Tell them that today they are 

going to analyze a model narrative to give them a deeper understanding of how to turn their ideas into a story. 

D Display and distribute Model Narrative: “The Golden Key.” Invite students to read silently in their heads as you read it aloud.  

D Ask students to consider the content. Invite them to Think-Pair-Share each of these questions: 

* “So who was the hero in this story?” 

* “What did she have to do? Why?” 

* “What happened at the end?” 

D Ask students to take out the informational text “The Hero’s Journey” (which they used the previous lesson).  

D Direct their attention to “Act 1: Separation.” Ask them to Think-Pair-Share: 

* “So what is the call to adventure for this hero?” 

* “What unknown does the hero enter into?” 

D Ask students to refer to “Act 2: Initiation and Transformation” and Think-Pair-Share: 

* “Who are the hero’s helpers?” 

* “What is the supreme ordeal that she faces?” 

D Ask students to refer to “Act 3: The Return” and Think-Pair-Share: 

* “How does being a hero change her life when she returns?” 

D Distribute a new fresh copy of the Narrative Story Line—Hero’s Journey graphic organizer. Tell students that they will 
now refer to the model and make notes on the organizer, just like the author of the model would have done to plan his or her 
writing. Tell them that the author of the model narrative probably used an organizer much like this one to note initial ideas. 
(Alternatively, students could annotate the actual model, jotting notes about the hero’s journey in the margins of the narrative.)  

D Give students 5 minutes in pairs to discuss the narrative story line of the model narrative, “The Golden Key,” and make notes on 
the organizer about how the model follows the hero’s journey archetype. Tell them that at this stage, they don’t need to fill out the 
Theme box at the bottom of the organizer. 

* Refocus the whole group. Select volunteers to share their ideas with the class. Discuss and record student ideas on the displayed 
organizer. 

D Providing models of expected 
work supports all learners, 
but especially those who are 
challenged. 

D It is important to give 
students time to process the 
content of the model before 
they move on to analyzing 
structure. They need to get to 
know it as a story before 
studying it for its craft.  

D Pairing ELLs with other 
students who speak the same 
home language allows them 
to focus on the complex ideas 
of a text.  

D Consider giving select 
students partially filled-in 
Narrative Story Line—Hero’s 
Journey graphic organizers. 
This will allow them to focus 
on the important ideas of the 
model. 
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Work Time (continued) Meeting Students’ Needs 

B. Continuing to Make Notes on My Hero’s Journey (8 minutes) 

D Tell students that now that they have analyzed a model narrative, they are going to spend time updating their notes and ideas on 
their organizer for their hero’s journey stories based on any new thinking and learning. Invite them to focus particularly on the 
Theme box at the bottom of the organizer. Ask them to take out their “Key Elements of Mythology” informational text (from 
Unit 2). Remind students that they used this document in Unit 2 to help determine themes of the myths they read. Ask students to 
use the “Key Elements of Mythology” to determine which elements of myth and which significant theme they are going to 
communicate in their hero’s journey narratives. 

D Remind students that this is time for them to continue thinking about ideas and taking notes for their hero’s journey story. They 
are not to begin writing, and this is not yet a formal plan for their hero’s journey narrative. 

D Circulate to ask questions to guide students: 

*  “Who is your character?” 

* * “What is the call to adventure for your hero? How does your hero find out that he or she needs to go on a quest?” 

* * “What is the quest? What has he or she been asked to do?” 

* * “Who does your hero go on the journey with?” 

* * “Where do they go?” 

* * “What obstacles do they encounter?” 

* * “What is the supreme ordeal? What is the big obstacle that your hero has to overcome at the end of the journey?” 

* * “What happens at the end? How is peace restored?” 

* * What are the elements of myth you might include in your story?” 

* * “What will the theme of your story be?” 

D As time permits, invite students to pair up to share their revised ideas for a hero’s journey story. 

D Now share your thinking as you paraphrase the description: “This is saying that before I begin reading, I need to think about why I 
am reading the text. Am I reading for entertainment? Am I reading to learn something new? Am I reading to gather information on 
a topic that I am researching?”  

D Paraphrasing helps all 
students understand what 
they read. It is useful for all 
learners, but particularly for 
ELLs or other students who 
struggle. 
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Work Time (continued) Meeting Students’ Needs 

C. Writing: Formalizing a Plan for My Hero’s Journey Narrative (10 minutes) 

D Tell students: Now that they have recorded a lot of notes and ideas about their hero’s journey story on their Narrative Story Line—
Hero’s Journey graphic organizer, they are going to begin to structure those ideas more formally on an organizer that will help 
them turn their ideas into writing. Emphasize the difference: The Narrative Story Line—Hero’s Journey organizer was just for 
initial thinking and ideas. But now they are actually going to be thinking about how those notes and ideas can be used to write a 
narrative like “The Golden Key.” 

D Display and distribute the Hero’s Journey Narrative: Plan graphic organizer. Ask: 

* “What do you notice?” 

* “What do you wonder?”  

D If students don’t notice it, point out that each row of the Stage of the Hero’s Journey column connects to “The Hero’s Journey” 
informational text and the Narrative Story Line—Hero’s Journey graphic organizer. 

D Invite the class to read each of the column headings with you. Focus on the middle column and ask students to Think-Pair-Share: 

* “What information do you think you will need to record in the My Hero’s Journey column?” 

D Listen for: “We need to answer the guiding questions in the first column by using our notes to organize the events in our stories 
that apply to each row of the chart.”  

D Ask students to consider how the author of “The Golden Key” would have filled out the first row of the first column. Ask them to 
Think-Pair-Share: 

* “How do we meet the hero in ‘The Golden Key’?”  

* “Where does the hero’s journey begin?” 

D Listen to student responses and record on the displayed graphic organizer as a model. For example: “The author describes the farm 
she lives on.” And: “Her journey begins in the middle of the night when she decides to go get the golden key.”  

D Focus on the right-hand column. Tell students that writer’s craft is the series of decisions and writing moves authors make to 
better communicate their ideas with their readers. Writer’s craft includes but is not limited to: word choice, strong leads, 
meaningful details, figurative language, and endings that provide closure. Invite students to Think-Pair-Share: 

* “So what do you think you need to record in this column?” 

D Listen for: “Ways to make the story grab the reader and be something that the reader doesn’t want to put down.” 

D Selected-response questions 
challenge students to infer in 
a context where they have to 
read very carefully and to 
verify answers with specific 
text details. 
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Work Time (continued) Meeting Students’ Needs 

D Explain that students are to ignore this column for now, as they will be filling that in after some writing mini lessons later on in the 
unit. 

D Invite students to begin organizing their hero’s journey notes from their Narrative Story Line—Hero’s Journey graphic organizer to 
the My Hero’s Journey column of their new Hero’s Journey Narrative: Plan graphic organizer.  

D Circulate to ask students the questions in the first column of the graphic organizer: 

*  ““How do we meet your hero?”  

* “Where does your hero’s journey begin?” 

* “What happens to set your hero on his or her journey?” 

* “What is the new world your hero enters?” 

* “Who is going to help your hero on the journey?” 

* “How does your hero meet these helpers?” 

* “What are some obstacles your hero and allies must overcome?” 

* “What is the climax/supreme ordeal of your hero’s journey?” 

* “How does your hero get home?”  

D “What happens once the hero is home?” If students don’t notice it, point out that each row of the Stage of the Hero’s Journey 
column connects to “The Hero’s Journey” informational text and the Narrative Story Line—Hero’s Journey graphic organizer. 

D Invite the class to read each of the column headings with you. Focus on the middle column and ask students to Think-Pair-Share: 

* “What information do you think you will need to record in the My Hero’s Journey column?” 

D Tell students that they will complete the My Hero’s Journey column of their graphic organizer for homework.  

D Remind them to ignore the final column about writer’s craft and the question at the bottom, as they will come back to this question 
in the next lesson.she lives on.” And: “Her journey begins in the middle of the night when she decides to go get the golden key.”  
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Closing and Assessment Meeting Students’ Needs 

A. Mix and Mingle: My Hero’s Journey (5 minutes)  
D Give students 2 minutes to think about how to tell someone the plot of their hero’s journey in no more than three sentences. 

D Mix and Mingle: 

1. Play music and invite students to move around to the music. 

2. Stop the music after 15 seconds. 

3. Tell students to stop and tell their hero’s journey story to the person closest to them in no more than three sentences. 

4. Repeat until students have spoken to three people. 

 

 

Homework Meeting Students’ Needs 

A. Complete your Hero’s Journey Narrative: Plan graphic organizer 

B. Independent reading. 

Note: Be ready to return students’ End of Unit 2 Assessments in Lesson 4. Provide “stars” (positive feedback) and “steps” 
(specific helpful suggestions).  
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A long time ago, there was a hamlet, and in this small village there lived a farm girl named Marney. Marney’s parents died when 
she was very young. She lived on a farm at the bottom of a large mountain with her loving grandparents. Marney’s grandparents 
once had a fertile farm filled with an abundance of vegetables and fruits that her grandfather would take to the market to sell. 
The farm was rich with trees, birds, and animals of every species that made their homes on the farm. There was plenty for all, 
and all were happy.  
But now things were different. Spring never arrived. The soil had become hard, and the seeds could not be planted. Food was 
scarce, so the animals that had once inhabited the land left to seek more bountiful homes, plentiful with food and shelter. 
Marney’s grandparents were woeful, worried that they, too, would have to leave their home.  
One evening, after a dinner of broth so meager, it ran from the spoon like water, Marney’s grandfather, sat beside her at the fire. 
“Marney, you are a perceptive and sensitive child. As you know, things are not going well for us on the farm this year. Marney, 
you are the only person that can save the farm from demise.” 
 
“Tell me more, Grandpa,” Marney said. 
 
“When you were born, Lord Dismalt put an evil spell on our farm. He said that in the year that you turned ten, our beauteous and 
fertile farm would become barren, the trees would not bear fruit and the land would become so tough that no seeds would be 
planted. Soon the farm and all of us would perish. He told us that you were the only one who could save us and that you would 
have to travel up the forbidden mountain and overcome many obstacles in order to reach the golden key that would unlock the 
curse and redeem our land.” 
That night, Marney couldn’t sleep. She put on her clothes and quietly crept out of the kitchen door into the dark night. She was 
frightened, but she couldn’t let that stop her. 
She walked faster and faster until she reached the foot of the mountain, which was surrounded by a forest. The trees were so 
thick that it was impossible to find a path through the forest. Suddenly, a white goat appeared.  
“Hello, goat. I am trying to find my way through this murky forest, dark and dense, so that I can save my family’s farm, but I 
cannot find a path on which to walk. Do you think that you could help me, please?”  
“Follow me,” said the white goat.  
Marney followed the goat as he munched a path for her through the forest. At the end of the forest, he turned to Marney and said, 
“I can go no farther. Good luck on your journey, my friend.” With that, the white goat vanished. 
Marney began the steep climb up the incline of the dark mountain. Suddenly, it began to rain. The mountainside was slick, and 
Marney kept slipping and skidding into the mud. She began to weep, “Please, please can someone help me! I must make this trek 
to the dark castle to save my family’s farm.” 
There before her appeared a giant white eagle. The bird spread its colossal wings, swooped down from the sky, picked Marney up, 
and flew her to the top of the mountain. 
“Thank you for your help, eagle. Now I must find the golden key,” Marney said.  
“Good luck on your journey,” the eagle replied. “The obstacles that you have faced are nothing like the one that lies ahead of 
you.” With that, the eagle flew away. 
 
“Clang … clang … clang, clang,” something hard fell from the sky. It hit the side of the building and the roof of the entryway 
before landing at Marney’s feet. “You’re going to need this,” the eagle shouted from the blackened branch of a tree. Marney 
picked up the sword. 
She walked toward the door of the castle and opened it ever so slowly. A cold breeze enveloped her. She walked down a dark 
hallway to the right, then turned a gloomy corner. There she saw him, the evil Lord Dismalt slobbering over a roasted vulture leg. 
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“Ho, there!” Marney called.  
“What, is someone here?”  
“Yes. It is I, Marney. When I was born, you put an evil curse on my family. I have come to get the magic key that will restore my 
family’s farm to what it once was.” 
“I have no key, child.”  
“You are a liar. It is there on the chain around your neck!” 
“You will have to take this key from me. I will never give it up.” 
Marney moved in closer. She pointed her sword at the evil Lord Dismalt. “Give me the key. Give me the key or we will fight to the 
death.” 
At that, Lord Dismalt pulled his sword from its sheath and lunged toward Marney with all of his might. When he stood up, 
Marney realized that Lord Dismalt was only four feet tall. He had really skinny legs, so Marney decided to strike there first. She 
gave him one big kick to the shins, and Lord Dismalt fell on his knees crying. She zoomed in and stuck her sword in his face. 
“Give me the key, Dismalt, or face your death!” 
“Oh, all right!” Dismalt yanked the key from around his neck and tossed it over to Marney. As he placed the key in Marney’s hand, 
he transformed into a radiant white pony. 
Marney climbed upon his back and rode him safely back to her grandparents’ farm. 
When they saw her, Marney’s grandparents were overjoyed. Marney dismounted and noticed that her grandfather was carrying a 
box. “What’s that?” Marney asked. 
“This is your last challenge, Marney. The key will unlock this box.” 
Marney put the key in the box and turned it to the right. The box popped open, and from it flowed the spring. 
At that moment, the flowers bloomed. The soil became rich and fertile. Marney could hear the birds in the sky and the animals 
returning to their homes. Marty had saved spring and restored her family farm! And as for Lord Dismalt … well, he lives happily 
in the paddock, munching grass and basking in the light of day!
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Name: 

Date: 

 

Stage of “The Hero’s 
Journey” 
 

My Hero’s Journey  
(Sequence of Events)  

Writer’s Craft Ideas 
(Style and Craft) 

The Ordinary World 
 
How do we meet your 
hero?  
Where does your hero’s 
journey begin?  
 
 

  
 
 
 
 
 
 
 
 
 
 

The Call to Adventure 
 
What happens to set your 
hero on his or her 
journey?  
 
 

  
 
 
 
 
 
 
 
 
 
 

Entering the Unknown  
 
What is the new world 
your hero enters?  
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Stage of “The Hero’s 
Journey” 
 

My Hero’s Journey  
(Sequence of Events)  

Writer’s Craft Ideas 
(Style and Craft) 

Supernatural Aid/Meeting 
with the Mentor/Allies and 
Helpers 
 
Who is going to help your 
hero on the journey?  
 
How does your hero meet 
these helpers?  

  
 
 
 
 
 

Road of Trials 
 
What are some obstacles 
your hero and allies must 
overcome?  
 
 

  
 
 
 
 
 

Supreme Ordeal  
 
What is the climax of your 
hero’s journey? 
 

  
 
 
 
 
 

Magic/Flight 
Master of Two 
Worlds/Restoring the 
World 
 
How does your hero get 
home?  
What happens once the 
hero is home?  
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Name: 

Date: 

 
I’ve thought about and planned for:  
 
                 My hero – Who is your hero? How do readers meet the hero? 
 
                 The Ordinary World – What is the setting at the beginning?  
 
                 The Call to Adventure – How is your hero started on his or her journey?  
 
                 The Supernatural World – What kind of place is the new world going to be? 
 
                 The Allies – Who will be helping your hero along the way?  
 
                 The Road of Trials – What obstacles is your hero going to encounter?  
 
                 The Supreme Ordeal – What is going to be the climax of your story?  
 
                 The Return – How is your hero going to get home? What happens once he or she is home?  
 
                 Theme – What is the big idea or lesson of your story? (Remember to look at “Key Elements of Mythology” to help you  
                 remember some of the themes we have learned about.)  
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Long-Term Targets Addressed (Based on NYSP12 ELA CCLS) 

I can describe how the plot evolves throughout a literary text. (RL.6.3) 
I can write narrative texts about real or imagined experiences using relevant details and event sequences that make sense: 
a. I can establish a context for my narrative. (W.6.3) 
c. I can organize events in a logical sequence. (W.6.3) 
I can effectively engage in discussions with diverse partners about sixth- grade topics, texts, and issues. (SL.6.1) 

Supporting Learning Targets Ongoing Assessment 

D I can use “The Hero’s Journey” to describe how Percy Jackson’s adventures in The Lightning Thief 
follow the hero’s journey archetype. 

D I can use the Narrative Story Line—Hero’s Journey graphic organizer to begin to plan my own hero’s 
journey narrative. 

D Narrative Story Line—Hero’s Journey graphic organizer 
(completed with Percy Jackson’s hero’s journey) 

D Narrative Story Line—Hero’s Journey graphic organizer 
(completed with ideas for students’ own hero’s journey 
narrative) 
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Agenda Teaching Notes 

1. Opening  

A. Launching Independent Reading (10 minutes) 

B. Unpacking the Learning Targets (2 minutes) 

2. Work Time 

A. Revisiting “The Hero’s Journey” from Unit 1 through 
the Lens of Percy Jackson in The Lightning Thief (20 
minutes) 

B. Brainstorming: “My Hero’s Journey” (10 minutes) 

3. Closing and Assessment 

A. Exit Ticket: “Hero Profile” (3 minutes)  

4. Homework 

A. Continue working on the Narrative Story Line—
Hero’s Journey graphic organizer with ideas for your 
own hero’s journey narrative.  

B. Independent reading. 

D For homework in Lesson 20 of Unit 2, students were asked to consider how Percy Jackson is a hero in 
The Lightning Thief. As a result, they come into this first lesson of Unit 3 thinking about Percy Jackson 
as a hero. This sets them up to revisit “The Hero’s Journey” informational text from Unit 1 and to 
deconstruct Percy’s hero’s journey using a graphic organizer. Students are then introduced to writing 
their own hero’s journey narrative, using the same graphic organizer to help plan it.  

D Although students are not actually writing stories in this lesson, it still addresses W.6.3 because they 
begin to plan the hero character, context, and events in their narrative. 

D At the beginning of this lesson, independent reading is launched. This is designed to build on and 
enhance the existing program at your school. The launch of independent reading in Module 1 is 
intentionally somewhat “soft.” Module 2A includes more explicit instruction related to RL.6.11.  

D In Advance: Set up books to launch independent reading. 

D Post: Learning targets, directions from Opening Part A. 

 

Lesson Vocabulary Materials 

hero’s journey, archetype, narrative 
  

D Texts for independent reading  

D Selecting and Evaluating Books anchor chart (new; teacher-created) 

D “The Hero’s Journey” text (from Unit 1, Lesson 8; one per student) 

D Narrative Story Line—Hero’s Journey graphic organizer (two per student and one for display)  

D Exit Ticket: Hero’s Profile (one per student) Triad Talk Expectations anchor chart (from Unit 1, Lesson 2) 
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Opening Meeting Students’ Needs 

A. Launching Independent Reading (10 minutes) 
D Tell students that now that they have finished The Lightning Thief novel, it is important to continue to read independently 

every evening because reading makes them smarter. Reading regularly builds vocabulary and makes them a better reader 
and writer. And it’s fun! 

D Tell them it is important to choose texts for independent reading carefully. If they make poor choices, reading won’t be 
as enjoyable as it should be. Tell students that anyone, even really smart people, may struggle to read books that they aren’t 
interested in. Choosing the right book gives students the best chance of enjoying the reading experience and getting a lot out 
of the book.  

D Point out the books that you have set out around the room. Tell the class that some of these books are linked to Greek 
mythology and the content of The Lightning Thief and will help them build more knowledge about the topic. Invite students 
to Think-Pair-Share: 

* “So you can see some books around the room. How do you think you might decide which ones you might enjoy reading?” 

* “How do you think adults decide what to read?” 

D Record students’ ideas on the new Selecting and Evaluating Books anchor chart. This is a good opportunity to share 
with the class how you make book choices. Some suggestions: 

* You have read books by the same author and enjoyed them. 

* You read an interesting review of the book that made you want to read it. 

* Someone with similar taste in reading recommended the book to you. 

* You watched the movie and really enjoyed it, so now you want to read the book. 

* The book’s cover captured your attention. 

* The book’s title made you want to read it. 

* You read the blurb and decided to read the book. 

* The book’s first couple of pages made you want to read more. 

D For students who struggle with 
following multiple-step directions, 
consider displaying these directions 
using a document camera or 
interactive white board. Another 
option is to type up the instructions 
for students to have in hand. 
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Opening Meeting Students’ Needs 

D Post directions: 

1. Circulate to look at the books set out. 

2. When you have found a book you think is intriguing, pick it up and carry it with you as you look at  
 other books.  

3. If you find another book you would prefer, put your original book down and pick the new one up. 

 

B. Unpacking the Learning Targets (2 minutes)  
D Refer to the posted learning targets. Invite students to read them with you: 

* “I can use “The Hero’s Journey” to describe how Percy Jackson’s adventures in The Lightning Thief follow the hero’s 
journey archetype.” 

* “I can use the Narrative Story Line—Hero’s Journey graphic organizer to begin to plan my own hero’s journey narrative.” 

D Ask: 

* “We discussed this a lot in Units 1 and 2, but remind me, what does archetype mean?” 

* “So, why is the hero’s journey considered an archetype?”  

* “What is a narrative?” 

* “So what do you think you are going to be doing today based on these learning targets?” 

D Call on a few volunteers to share their suggestions. 

D Posting learning targets allows 
students to reference them 
throughout the lesson to check their 
understanding. They also provide a 
reminder to students and teachers 
about the intended learning behind 
a given lesson or activity. 

D Discussing and clarifying the 
language of learning targets helps 
build academic vocabulary. 
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Work Time Meeting Students’ Needs 

A. Revisiting “The Hero’s Journey” from Unit 1 through the Lens of Percy Jackson in  
 The Lightning Thief (20 minutes) 
D Invite students to pair up. Ask them to share the evidence they collected from The Lightning Thief related to the homework 

question:  

* “How is Percy a hero?”  

D Select volunteers to share their evidence with the rest of the group.  

D Ask students to remain in their pairs and to take out “The Hero’s Journey” text from Unit 1. Ask them to silently reread 
“Act 1: Separation.”  

D Invite students to Think-Pair-Share: 

* “So what is the call to adventure for Percy Jackson?” 

* “What unknown does Percy enter into?” 

* “What supernatural gift is Percy given before he begins his adventure?” 

D Invite the class to silently reread “Act 2: Initiation and Transformation.”  

D Invite students to Think-Pair-Share: 

* “Who are Percy’s helpers?” 

* “What obstacles does Percy face on his Road of Trials?” 

* “What is the supreme ordeal that Percy faces?” 

D Ask students to silently reread “Act 3: The Return.” Remind them that the purpose of this reading is to activate their prior 
knowledge. They’ve read this article several times, so skimming it this time is all that is necessary.  

D Invite students to Think-Pair-Share: 

* “What trials does Percy face on the way home?” 

* “Who does Percy have to face who has incredible power?” 

* “How does being a hero change Percy’s life when he returns?” 

D Consider partnering ELLs who 
speak the same home language 
when discussion of complex content 
is required. This can allow students 
to have more meaningful 
discussions and clarify points in 
their native language. 

D For ELLs, consider providing 
extended time for tasks and 
answering questions in class 
discussions. ELLs receive extended 
time as an accommodation on NY 
state assessments. 

Many students will benefit from 
seeing questions posted on an 
interactive white board or via a 
document camera. Reveal questions 
one at a time to keep students 
focused on the question at hand.  
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Work Time (continued) Meeting Students’ Needs 

D Display and distribute the Narrative Story Line—Hero’s Journey graphic organizer. Ask students to Think-Pair-
Share: 

* “What do you notice?” 

D What do you wonder?” 

D Invite students to compare “The Hero’s Journey” to the Narrative Story Line—Hero’s Journey graphic organizer. Ask 
students to Think-Pair-Share: 

* “What are the similarities and differences between “The Hero’s Journey” and the Narrative Story Line— 
 Hero’s Journey graphic organizer?” 

D Listen for: “Many of the steps are the same.” 

D Direct students’ attention to the rising line for the “road of trials.” Ask:  

* “Why do you think the line rises like this?”  

D Direct their attention to the relative lengths of the “road of trials” and “the return.” Ask:  

* “Why do you think these two parts of the narrative story line are such different lengths?” 

D In asking these questions, you are trying to help students understand story structure. The “road of trials” rises because this is 
the “rising action” of the story, where suspense is built. This section of the narrative story line is relatively longer than the 
“return” because this part of the actual story is longer and comprises the majority of the writing.  

D Focus on the “Character in an ordinary world” box. Invite students to Think-Pair-Share: 

* “So who is the character in an ordinary world who becomes a hero in The Lightning Thief?” 

D Listen for: “Percy Jackson.” Record “Percy Jackson” on the displayed Narrative Story Line—Hero’s Journey graphic 
organizer. Invite students to do the same on their organizers. 

D Graphic organizers and recording 
forms engage students more actively 
and provide the scaffolding that is 
especially critical for learners with 
lower levels of language proficiency 
and/or learning.  

D Providing models of expected work 
supports all learners, but especially 
those who are challenged. 

For students who need additional 
supports, you may want to provide a 
partially filled-in graphic organizer. 
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Work Time (continued) Meeting Students’ Needs 

D Ask students to Think-Pair-Share: 

* “What do we know about Percy? How old is he? Which grade of school is he in at the beginning of the story?” 

D Record notes about Percy on the displayed graphic organizer and invite students to do the same on their graphic organizers. 

D Tell students that now they have done the first few rows together, they will work with a partner to complete the rest of the 
graphic organizer. Give them 5 minutes in pairs to discuss and map out the narrative story line of Percy Jackson’s hero’s 
journey. They are to make notes on the organizer about Percy Jackson’s hero’s journey in the same way you just did whole 
group with the first step. 

D Invite students to pair up with someone else to share their notes. 
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Work Time (continued) Meeting Students’ Needs 

B. Brainstorming: “My Hero’s Journey” (10 minutes) 
D Tell students: Now that they have read a novel about Percy Jackson’s hero’s journey and have read myths about hero’s 

journeys, they are going to write their own hero’s journey narrative following the hero’s journey archetype.  

D Explain that they are going to use the Narrative Story Line—Hero’s Journey graphic organizer, which they just used to map 
out Percy Jackson’s hero’s journey, to begin mapping out a hero’s journey story of their own. Tell them that they are going to 
be able to be creative and make up their own hero character and their own story. This is not to be a story that they already 
know. 

D Distribute a new Narrative Story Line—Hero’s Journey graphic organizer to each student. Invite them to spend about 7 
minutes independently thinking and making notes about ideas for their own hero’s journey story. Be sure students know 
that they are just brainstorming and planning; they are not to begin actually writing a story yet. 

D Tell them that at this stage, they don’t need to fill out the Theme box at the bottom of the organizer. They will discuss this 
further in the next lesson. 

D Circulate to ask questions to guide students: 

* “Who is your character?” 

* “What is the call to adventure for your hero? How does your hero find out that he or she needs to go on a quest?” 

* “What is the quest? What has he or she been asked to do?” 

* “Who does your hero go on the journey with?” 

* “Where do they go?” 

* “What obstacles do they encounter?” 

* “What is the supreme ordeal? What is the big obstacle that your hero has to overcome at the end of the journey?” 

* “What happens at the end? How is peace restored?” 

D Refocus students whole group. Invite them to pair up to share their initial ideas for a hero’s journey. Explain again that these 
are just initial ideas and that students will be building on them for homework and throughout the rest of the unit. 
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Closing and Assessment Meeting Students’ Needs 

A. Exit Ticket: “Hero Profile” (3 minutes)  
D Distribute Exit Ticket: Hero Profile. Tell students that this exit ticket will help them think more about who their hero is. 

D Give students a few minutes to complete their exit ticket. Tell them that it is fine if they don’t finish the exit ticket today; this 
is just to get their ideas going.  

D Collect and review the exit tickets to assess where students may need extra support in thinking about their hero. 

D Using exit tickets allows you to 
quickly check for understanding of 
the learning target so that 
instruction can be adjusted or 
tailored to students’ needs during 
the lesson or before the next lesson.  

 

Homework Meeting Students’ Needs 

A. Continue working on the Narrative Story Line—Hero’s Journey graphic organizer with ideas for your own narrative that 
follows the hero’s journey archetype. Don’t fill out the Theme box at the bottom of the organizer; we will discuss this 
more in the next lesson. 

B. Independent reading. 
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Introduction 
�

The Common Core State Standards for English Language Arts & Literacy in 
History/Social Studies, Science, and Technical Subjects (“the Standards”) are 
the culmination of an extended, broad-based effort to fulfill the charge issued 
by the states to create the next generation of K–12 standards in order to help 
ensure that all students are college and career ready in literacy no later than 
the end of high school. 

The present work, led by the Council of Chief State School Officers 
(CCSSO) and the National Governors Association (NGA), builds on the 
foundation laid by states in their decades-long work on crafting high-quality 
education standards. The Standards also draw on the most important 
international models as well as research and input from numerous sources, 
including state departments of education, scholars, assessment developers, 
professional organizations, educators from kindergarten through college, and 
parents, students, and other members of the public. In their design and 
content, refined through successive drafts and numerous rounds of feedback, 
the Standards represent a synthesis of the best elements of standards-related 
work to date and an important advance over that previous work. 

As specified by CCSSO and NGA, the Standards are (1) research and 
evidence based, (2) aligned with college and work expectations, 
(3) rigorous, and (4) internationally benchmarked. A particular standard was 
included in the document only when the best available evidence indicated 
that its mastery was essential for college and career readiness in a twenty-
first-century, globally competitive society. The Standards are intended to be 
a living work: as new and better evidence emerges, the Standards will be 
revised accordingly. 

The Standards are an extension of a prior initiative led by CCSSO and NGA 
to develop College and Career Readiness (CCR) standards in reading, 
writing, speaking, listening, and language as well as in mathematics. The 
CCR Reading, Writing, and Speaking and Listening Standards, released in 
draft form in September 2009, serve, in revised form, as the backbone for 
the present document. Grade-specific K–12 standards in reading, writing, 
speaking, listening, and language translate the broad (and, for the earliest 
grades, seemingly distant) aims of the CCR standards into age- and 
attainment-appropriate terms. 

The Standards set requirements not only for English language arts (ELA) but 
also for literacy in history/social studies, science, and technical subjects. Just 
as students must learn to read, write, speak, listen, and use language 
effectively in a variety of content areas, so too must the Standards specify the 
literacy skills and understandings required for college and career readiness in 
multiple disciplines. Literacy standards for grade 6 and above are predicated 
on teachers of ELA, history/social studies, science, and technical subjects 
using their content area expertise to help students meet the particular 
challenges of reading, writing, speaking, listening, and language in their 
respective fields. It is important to note that the 6–12 literacy standards in 
history/social studies, science, and technical subjects are not meant to 
replace content standards in those areas but rather to supplement them. 
States may incorporate these standards into their standards for those subjects 
or adopt them as content area literacy standards. 

As a natural outgrowth of meeting the charge to define college and career 
readiness, the Standards also lay out a vision of what it means to be a literate 
person in the twenty-first century. Indeed, the skills and understandings 
students are expected to demonstrate have wide applicability outside the 
classroom or workplace. Students who meet the Standards readily undertake 
the close, attentive reading that is at the heart of understanding and enjoying 
complex works of literature. They habitually perform the critical reading 
necessary to pick carefully through the staggering amount of information 
available today in print and digitally. They actively seek the wide, deep, and 
thoughtful engagement with high-quality literary and informational texts that 
builds knowledge, enlarges experience, and broadens worldviews. They 
reflexively demonstrate the cogent reasoning and use of evidence that is 
essential to both private deliberation and responsible citizenship in a 
democratic republic. In short, students who meet the Standards develop the 
skills in reading, writing, speaking, and listening that are the foundation for 
any creative and purposeful expression in language.    
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CCR and grade-specific standards 

The CCR standards anchor the document and define general, cross-
disciplinary literacy expectations that must be met for students to be 
prepared to enter college and workforce training programs ready to succeed. 
The K–12 grade-specific standards define end-of-year expectations and a 
cumulative progression designed to enable students to meet college and 
career readiness expectations no later than the end of high school. The CCR 
and high school (grades 9–12) standards work in tandem to define the 
college and career readiness line—the former providing broad standards, the 
latter providing additional specificity. Hence, both should be considered 
when developing college and career readiness assessments. 

Students advancing through the grades are expected to meet each year’s 
grade-specific standards, retain or further develop skills and understandings 
mastered in preceding grades, and work steadily toward meeting the more 
general expectations described by the CCR standards. 

Grade levels for K–8; grade bands for 9–10 and 11–12 
The Standards use individual grade levels in kindergarten through grade 8 to 
provide useful specificity; the Standards use two-year bands in grades 9–12 
to allow schools, districts, and states flexibility in high school course design. 

A focus on results rather than means 
By emphasizing required achievements, the Standards leave room for 
teachers, curriculum developers, and states to determine how those goals 
should be reached and what additional topics should be addressed. Thus, the 
Standards do not mandate such things as a particular writing process or the 
full range of metacognitive strategies that students may need to monitor and 
direct their thinking and learning. Teachers are thus free to provide students 
with whatever tools and knowledge their professional judgment and 
experience identify as most helpful for meeting the goals set out in the 
Standards. 

An integrated model of literacy 
Although the Standards are divided into Reading, Writing, Speaking and 
Listening, and Language strands for conceptual clarity, the processes of 
communication are closely connected, as reflected throughout this 
document. For example, Writing standard 9 requires that students be able to 

write about what they read. Likewise, Speaking and Listening standard 4 sets 
the expectation that students will share findings from their research. 

Research and media skills blended into the Standards as a whole 
To be ready for college, workforce training, and life in a technological 
society, students need the ability to gather, comprehend, evaluate, 
synthesize, and report on information and ideas, to conduct original research 
in order to answer questions or solve problems, and to analyze and create a 
high volume and extensive range of print and nonprint texts in media forms 
old and new. The need to conduct research and to produce and consume 
media is embedded into every aspect of today’s curriculum. In like fashion, 
research and media skills and understandings are embedded throughout the 
Standards rather than treated in a separate section. 

Shared responsibility for students’ literacy development 
The Standards insist that instruction in reading, writing, speaking, listening, 
and language be a shared responsibility within the school. The K–5 standards 
include expectations for reading, writing, speaking, listening, and language 
applicable to a range of subjects, including but not limited to ELA. The 
grades 6–12 standards are divided into two sections, one for ELA and the 
other for history/social studies, science, and technical subjects. This division 
reflects the unique, time-honored place of ELA teachers in developing 
students’ literacy skills while at the same time recognizing that teachers in 
other areas must have a role in this development as well. 

Part of the motivation behind the interdisciplinary approach to literacy 
promulgated by the Standards is extensive research establishing the need for 
college and career ready students to be proficient in reading complex 
informational text independently in a variety of content areas. Most of the 
required reading in college and workforce training programs is informational 
in structure and challenging in content; postsecondary education programs 
typically provide students with both a higher volume of such reading than is 
generally required in K–12 schools and comparatively little scaffolding. 

The Standards are not alone in calling for a special emphasis on informational 
text. The 2009 reading framework of the National Assessment of 
Educational Progress (NAEP) requires a high and increasing proportion of 
informational text on its assessment as students advance through the grades.�
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Distribution of Literary and Informational Passages 
by Grade in the 2009 NAEP Reading Framework 

Grade Literary   Informational 
4 50% 50% 

8 45% 55% 

12 30% 70% 

 
Source: National Assessment Governing Board. (2008). Reading framework for the 2009 
National Assessment of Educational Progress. Washington, DC: U.S. Government Printing Office. 
 
The Standards aim to align instruction with this framework so that many 
more students than at present can meet the requirements of college and 
career readiness. In K–5, the Standards follow NAEP’s lead in balancing the 
reading of literature with the reading of informational texts, including texts 
in history/social studies, science, and technical subjects. In accord with 
NAEP’s growing emphasis on informational texts in the higher grades, the 
Standards demand that a significant amount of reading of informational texts 
take place in and outside the ELA classroom. Fulfilling the Standards for 6–
12 ELA requires much greater attention to a specific category of 
informational text—literary nonfiction—than has been traditional. Because 
the ELA classroom must focus on literature (stories, drama, and poetry) as 
well as literary nonfiction, a great deal of informational reading in grades 6–
12 must take place in other classes if the NAEP assessment framework is to 
be matched instructionally.1 To measure students’ growth toward college 
and career readiness, assessments aligned with the Standards should adhere 
to the distribution of texts across grades cited in the NAEP framework. 

NAEP likewise outlines a distribution across the grades of the core purposes 
and types of student writing. The 2011 NAEP framework, like the 
Standards, cultivates the development of three mutually reinforcing writing 
capacities: writing to persuade, to explain, and to convey real or imagined 
experience. Evidence concerning the demands of college and career 
readiness gathered during development of the Standards concurs with 
NAEP’s shifting emphases: standards for grades 9–12 describe writing in all 

                                                 
1 The percentages on the table reflect the sum of student reading, not just reading in ELA 
settings. Teachers of senior English classes, for example, are not required to devote 70 
percent of reading to informational texts. Rather, 70 percent of student reading across the 
grade should be informational. 

three forms, but, consistent with NAEP, the overwhelming focus of writing 
throughout high school should be on arguments and informative/explanatory 
texts.2�

Distribution of Communicative Purposes by Grade 
in the 2011 NAEP Writing Framework 

Grade To 
Persuade  

To 
Explain 

To Convey 
Experience 

4 30% 35% 35% 

8 35% 35% 30% 

12 40% 40% 20% 
 

Source: National Assessment Governing Board. (2007). Writing framework for the 2011 
National Assessment of Educational Progress, pre-publication edition. Iowa City, IA: ACT, 
Inc. 
 

It follows that writing assessments aligned with the Standards should adhere 
to the distribution of writing purposes across grades outlined by NAEP. 

Focus and coherence in instruction and assessment 
While the Standards delineate specific expectations in reading, writing, 
speaking, listening, and language, each standard need not be a separate focus 
for instruction and assessment. Often, several standards can be addressed by 
a single rich task. For example, when editing writing, students address 
Writing standard 5 (“Develop and strengthen writing as needed by planning, 
revising, editing, rewriting, or trying a new approach”) as well as Language 
standards 1–3 (which deal with conventions of standard English and 
knowledge of language). When drawing evidence from literary and 
informational texts per Writing standard 9, students are also demonstrating 
their comprehension skill in relation to specific standards in Reading. When 
discussing something they have read or written, students are also 
demonstrating their speaking and listening skills. The CCR anchor standards 
themselves provide another source of focus and coherence.  
 
 

                                                 
2 As with reading, the percentages in the table reflect the sum of student writing, not just 
writing in ELA settings. 
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The same ten CCR anchor standards for Reading apply to both literary and 

informational texts, including texts in history/social studies, science, and 

technical subjects. The ten CCR anchor standards for Writing cover 

numerous text types and subject areas. This means that students can develop 

mutually reinforcing skills and exhibit mastery of standards for reading and 

writing across a range of texts and classrooms. 

 

What is not covered by the Standards 
The Standards should be recognized for what they are not as well as what 

they are. The most important intentional design limitations are as follows: 

1) The Standards define what all students are expected to know and 

be able to do, not how teachers should teach. For instance, the 

use of play with young children is not specified by the Standards, 

but it is welcome as a valuable activity in its own right and as a 

way to help students meet the expectations in this document. 

Furthermore, while the Standards make references to some 

particular forms of content, including mythology, foundational 

U.S. documents, and Shakespeare, they do not—indeed, 

cannot—enumerate all or even most of the content that students 

should learn. The Standards must therefore be complemented by 

a well-developed, content-rich curriculum consistent with the 

expectations laid out in this document. 

2) While the Standards focus on what is most essential, they do not 

describe all that can or should be taught. A great deal is left to the 

discretion of teachers and curiculum developers. The aim of the 

Standards is to articulate the fundamentals, not to set out an 

exhaustive list or a set of restrictions that limits what can be 

taught beyond what is specified herein. 

3) The Standards do not define the nature of advanced work for 

students who meet the Standards prior to the end of high school. 

For those students, advanced work in such areas as literature, 

composition, language, and journalism should be available. This 

work should provide the next logical step up from the college 

and career readiness baseline established here. 

4) The Standards set grade-specific standards but do not define the 

intervention methods or materials necessary to support students 

who are well below or well above grade-level expectations. No 

set of grade-specific standards can fully reflect the great variety in 

abilities, needs, learning rates, and achievement levels of students 

in any given classroom. However, the Standards do provide clear 

signposts along the way to the goal of college and career 

readiness for all students. 

5) It is also beyond the scope of the Standards to define the full 

range of supports appropriate for English language learners and 

for students with special needs. At the same time, all students 

must have the opportunity to learn and meet the same high 

standards if they are to access the knowledge and skills necessary 

in their post–high school lives.  

Each grade will include students who are still acquiring English. 

For those students, it is possible to meet the standards in reading, 

writing, speaking, and listening without displaying native-like 

control of conventions and vocabulary. 

The Standards should also be read as allowing for the widest 

possible range of students to participate fully from the outset and 

as permitting appropriate accommodations to ensure maximum 

participation of students with special education needs. For 

example, for students with disabilities reading should allow for 

the use of Braille, screen-reader technology, or other assistive 

devices, while writing should include the use of a scribe, 

computer, or speech-to-text technology. In a similar vein, 

speaking and listening should be interpreted broadly to include sign 

language. 

6) While the ELA and content area literacy components described 

herein are critical to college and career readiness, they do not 

define the whole of such readiness. Students require a wide-

ranging, rigorous academic preparation and, particularly in the 

early grades, attention to such matters as social, emotional, and 

physical development and approaches to learning. Similarly, the 

Standards define literacy expectations in history/social studies, 

science, and technical subjects, but literacy standards in other 

areas, such as mathematics and health education, modeled on 

those in this document are strongly encouraged to facilitate a 

comprehensive, schoolwide literacy program. 
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Students Who are College and 
Career Ready in Reading, Writing, 
Speaking, Listening, and Language 
The descriptions that follow are not standards themselves but instead offer a 

portrait of students who meet the standards set out in this document. As 

students advance through the grades and master the standards in reading, 

writing, speaking, listening, and language, they are able to exhibit with 

increasing fullness and regularity these capacities of the literate individual. 

x They demonstrate independence. 

Students can, without significant scaffolding, comprehend and evaluate 

complex texts across a range of types and disciplines, and they can construct 

effective arguments and convey intricate or multifaceted information. 

Likewise, students are able independently to discern a speaker’s key points, 

request clarification, and ask relevant questions. They build on others’ ideas, 

articulate their own ideas, and confirm they have been understood. Without 

prompting, they demonstrate command of standard English and acquire and 

use a wide-ranging vocabulary. More broadly, they become self-directed 

learners, effectively seeking out and using resources to assist them, including 

teachers, peers, and print and digital reference materials. 

x They build strong content knowledge. 

Students establish a base of knowledge across a wide range of subject matter 

by engaging with works of quality and substance. They become proficient in 

new areas through research and study. They read purposefully and listen 

attentively to gain both general knowledge and discipline-specific expertise. 

They refine and share their knowledge through writing and speaking. 

x They respond to the varying demands of audience, task, purpose, and 
discipline. 

Students adapt their communication in relation to audience, task, purpose, 

and discipline. They set and adjust purpose for reading, writing, speaking, 

listening, and language use as warranted by the task. They appreciate 

nuances, such as how the composition of an audience should affect tone 

when speaking and how the connotations of words affect meaning. They also 

know that different disciplines call for different types of evidence (e.g., 

documentary evidence in history, experimental evidence in science). 

x They comprehend as well as critique. 

Students are engaged and open-minded—but discerning—readers and 

listeners. They work diligently to understand precisely what an author or 

speaker is saying, but they also question an author’s or speaker’s assumptions 

and premises and assess the veracity of claims and the soundness of 

reasoning. 

x They value evidence. 

Students cite specific evidence when offering an oral or written 

interpretation of a text. They use relevant evidence when supporting their 

own points in writing and speaking, making their reasoning clear to the 

reader or listener, and they constructively evaluate others’ use of evidence. 

x They use technology and digital media strategically and capably. 

Students employ technology thoughtfully to enhance their reading, writing, 

speaking, listening, and language use. They tailor their searches online to 

acquire useful information efficiently, and they integrate what they learn 

using technology with what they learn offline. They are familiar with the 

strengths and limitations of various technological tools and mediums and can 

select and use those best suited to their communication goals. 

x They come to understand other perspectives and cultures. 

Students appreciate that the twenty-first-century classroom and workplace 

are settings in which people from often widely divergent cultures and who 

represent diverse experiences and perspectives must learn and work 

together. Students actively seek to understand other perspectives and 

cultures through reading and listening, and they are able to communicate 

effectively with people of varied backgrounds. They evaluate other points of 

view critically and constructively. Through reading great classic and 

contemporary works of literature representative of a variety of periods, 

cultures, and worldviews, students can vicariously inhabit worlds and have 

experiences much different than their own.�
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How to Read This Document 
Overall Document Organization 

The Standards comprise three main sections: a comprehensive K–5 section 
and two content area–specific sections for grades 6–12, one for ELA and one 
for history/social studies, science, and technical subjects. Three appendices 
accompany the main document. 

Each section is divided into strands. K–5 and 6–12 ELA have Reading, 
Writing, Speaking and Listening, and Language strands; the 6–12 history/ 
social studies, science, and technical subjects section focuses on Reading and 
Writing. Each strand is headed by a strand-specific set of College and Career 
Readiness Anchor Standards that is identical across all grades and content areas. 

Standards for each grade within K–8 and for grades 9–10 and 11–12 follow 
the CCR anchor standards in each strand. Each grade-specific standard (as these 
standards are collectively referred to) corresponds to the same-numbered 
CCR anchor standard. Put another way, each CCR anchor standard has an 
accompanying grade-specific standard translating the broader CCR statement 
into grade-appropriate end-of-year expectations. 

Individual CCR anchor standards can be identified by their strand, CCR 
status, and number (R.CCR.6, for example). Individual grade-specific 
standards can be identified by their strand, grade, and number (or number 
and letter, where applicable), so that RI.4.3, for example, stands for 
Reading, Informational Text, grade 4, standard 3 and W.5.1a stands for 
Writing, grade 5, standard 1a. Strand designations can be found in brackets 
alongside the full strand title. 

Who is responsible for which portion of the Standards? 
A single K–5 section lists standards for reading, writing, speaking, listening, 
and language across the curriculum, reflecting the fact that most or all of the 
instruction students in these grades receive comes from one teacher. Grades 
6–12 are covered in two content area–specific sections, the first for the 
English language arts teacher and the second for teachers of history/social 
studies, science, and technical subjects. Each section uses the same CCR 
anchor standards but also includes grade-specific standards tuned to the 
literacy requirements of the particular discipline(s). 

 

 
Key Features of the Standards 

Reading: Text complexity and the growth of comprehension 
The Reading standards place equal emphasis on the sophistication of what 
students read and the skill with which they read. Standard 10 defines a 
grade-by-grade “staircase” of increasing text complexity that rises from 
beginning reading to the college and career readiness level. Whatever they 
are reading, students must also show a steadily growing ability to discern 
more from and make fuller use of text, including making an increasing 
number of connections among ideas and between texts, considering a wider 
range of textual evidence, and becoming more sensitive to inconsistencies, 
ambiguities, and poor reasoning in texts.�

Writing: Text types, responding to reading, and research 
The Standards acknowledge the fact that whereas some writing skills, such as 
the ability to plan, revise, edit, and publish, are applicable to many types of 
writing, other skills are more properly defined in terms of specific writing 
types: arguments, informative/explanatory texts, and narratives. Standard 9 
stresses the importance of the writing-reading connection by requiring 
students to draw upon and write about evidence from literary and 
informational texts. Because of the centrality of writing to most forms of 
inquiry, research standards are prominently included in this strand, though 
skills important to research are infused throughout the document. 

Speaking and Listening: 
Flexible communication and collaboration 
Including but not limited to skills necessary for formal presentations, the 
Speaking and Listening standards require students to develop a range of 
broadly useful oral communication and interpersonal skills. Students must 
learn to work together, express and listen carefully to ideas, integrate 
information from oral, visual, quantitative, and media sources, evaluate what 
they hear, use media and visual displays strategically to help achieve 
communicative purposes, and adapt speech to context and task. 
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Language: Conventions, effective use, and vocabulary 
The Language standards include the essential “rules” of standard written and 
spoken English, but they also approach language as a matter of craft and 
informed choice among alternatives. The vocabulary standards focus on 
understanding words and phrases, their relationships, and their nuances and 
on acquiring new vocabulary, particularly general academic and domain-
specific words and phrases. 

Appendices A, B, and C 
Appendix A contains supplementary material on reading, writing, speaking 
and listening, and language as well as a glossary of key terms. Appendix B 
consists of text exemplars illustrating the complexity, quality, and range of 
reading appropriate for various grade levels with accompanying sample 
performance tasks. Appendix C includes annotated samples demonstrating at 
least adequate performance in student writing at various grade levels.
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Reading Standards for Literature: Prekindergarten                 
 

Prekindergarteners: 

Key Ideas and Details 

1. With prompting and support, ask and answer about detail(s) in a text. 

2. With prompting and support, retell familiar stories. 

3. With prompting and support, ask and answer questions about characters and major events in a story. 

Craft and Structure  

4. Exhibit curiosity and interest in learning new vocabulary (e.g., ask questions about unfamiliar vocabulary). 

5. Students interact with a variety of common types of texts (e.g., storybooks, poems, songs). 

6. With prompting and support, can describe the role of an author and illustrator.  

Integration and Knowledge of Ideas 

7. With prompting and support, students will engage in a picture walk to make connections between self, illustrations, and the story. 

8. Not applicable to literature 

9. With prompting and support, students will  compare and contrast two stories relating to the same topic. 
a. With prompting and support, students will make cultural connections to text and self.  

Range of Reading and Level of Text Complexity  

10. Actively engage in group reading activities with purpose and understanding. 
Responding to Literature  

11. With prompting and support, make connections between self, text, and the world around them (text, media, social interaction). 
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Reading Standards for Informational Text: Prekindergarten 
                          

Prekindergarteners: 

Key Ideas and Details 

1. With prompting and support, ask and answer questions about details in a text. 

2. With prompting and support, retell detail(s) in a text. 

3. With prompting and support, describe the connection between two events or pieces of information in a text. 

Craft and Structure  

4. Exhibit curiosity and interest in learning new vocabulary (e.g., ask questions about unfamiliar vocabulary). 

5. Identify the front cover, back cover; displays correct orientation of book, page turning skills. 

6. With prompting and support, can describe the role of an author and illustrator. 

Integration and Knowledge of Ideas 
7. With prompting and support, describe the relationship between illustrations and the text in which they appear (e.g. what person, place, thing or idea in the 

text an illustration depicts). 
8. Not applicable to prekindergarten. 

9. With prompting and support, identify basic similarities and differences between two texts on the same topic (e.g. illustrations, descriptions or procedures). 

Range of Reading and Level of Text Complexity 

10. With prompting and support, actively engage in group reading activities with purpose and understanding. 
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Reading Standards: Foundational Skills Prekindergarten         
NOTE: In prekindergarten, children are expected to demonstrate increasing awareness and competence in the areas that follow 

Prekindergarteners: 
Print Concepts  
 

1. Demonstrate understanding of the organization and basic features of print.  

      a. Follow words from left to right, top to bottom, and page by page.  

      b. Recognize that spoken words are represented in written language by specific sequences of letters. 

      c. Understand that words are separated by spaces in print. 

      d. Recognize and name some upper /lowercase letters of the alphabet, especially those in own name. 

      e. Recognize that letters are grouped to form words. 

      f. Differentiate letters from numerals. 

 

Phonological Awareness  
 

2.  Demonstrate an emerging understanding of spoken words, syllables and sounds (phonemes). 

     a. Engage in language play (e.g.  alliterative language, rhyming, sound patterns). 

     b. Recognize and match words that rhyme. 

     c. Demonstrate awareness of relationship between sounds and letters. 

     d. With support and prompting, isolate and pronounce the initial sounds in words. 

 

Phonics and Word Recognition  
 
3. Demonstrate emergent phonics and word analysis skills. 

a. With prompting and support, demonstrate one-to-one letter-sound correspondence by producing the primary sound of some consonants. 

     b. Recognizes own name and common signs and labels in the environment. 

 

Fluency  

 

4.  Displays emergent reading behaviors with purpose and understanding (e.g., pretend reading). 
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Writing Standards: Prekindergarten 
 

Prekindergarteners: 
Text Types and Purposes 
1. With prompting and support, use a combination of drawing, dictating, or writing to express an opinion about a book or topic (e.g., I like…. because…) 
 

2. With prompting and support, use a combination of drawing, dictating, or writing to compose informative/explanatory texts in which they name what they are writing about and supply some 
information about the topic. 

 
3. With prompting and support, use a combination of drawing, dictating, or writing to narrate a single event and provide a reaction to what happened. 
 

Production and Distribution of Writing 
4. Not applicable to prekindergarten (begins in grade 3). 
 
5. With guidance and support, respond to questions and suggestions and add details to strengthen illustration or writing, as needed. 
 
6. With guidance and support, explore a variety of digital tools to produce and publish writing; collaborate with peers. 
 
Research to Build and Present Knowledge 
7. With guidance and support, participate in shared research and writing projects (e.g., explore a number of books by a favorite author and express opinions about them). 
 

8. With guidance and support, recall information from experiences or gather information from provided sources to answer a question. 
 
9. Not applicable to prekindergarten (begins in grade 4). 
 

Range of Writing 
10. Not applicable to prekindergarten (begins in grade 3). 
 
Responding to Literature  
11. Create and present a poem, dramatization, art work, or personal response to a particular author or theme studied in class, with prompting and support as needed. 
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Speaking and Listening Standards: Prekindergarten                

Prekindergarteners: 
Comprehension and Collaboration  
1. With guidance and support, participate in collaborative conversations with diverse partners about pre- kindergarten topics and texts with peers and adults in small and large groups. 

a.Engage in agreed-upon rules for discussions (e.g., listening to others and taking turns speaking about the topics and texts under discussion). 
b.Engage in extended conversations. 
c.Communicate with individuals from different cultural backgrounds. 

 

2. With guidance and support, confirm understanding of a text read aloud or information presented orally or through other media by asking and answering questions about key 
details and requesting clarification if something is not understood. 

 
3. With guidance and support, ask and answer questions in order to seek help, get information, or clarify something that is not understood. 
 

Presentation of Knowledge and Ideas 
4. Describe familiar people, places, things, and events and, with prompting and support, provide additional detail. 
 
5. Add drawings or other visual displays to descriptions as desired to provide additional detail. 
 
6. Demonstrate an emergent ability to express thoughts, feelings and ideas. 
 
 

 
 
 
 
 
 
 
 
 
 
 

����



�

 14 

Language Standards: Prekindergarten 
 

Prekindergarteners: 
Conventions of Standard English 
1. Demonstrate command of the conventions of standard English grammar and usage when writing or speaking. 
      a. Print some upper- and lowercase letters.(e.g. letters in their name). 
      b. Use frequently occurring nouns and verbs (orally). 
      c. With guidance and support, form regular plural nouns orally by adding /s/ or /es/ (e.g., dog, dogs; wish, wishes) (orally). 
      d. Understand and use question words (interrogatives) (e.g., who, what, where, when, why, how). 
      e. In speech, use the most frequently occurring prepositions (e.g., to, from, in, out, on, off, for, of, by, with). 
      f. With guidance and support, produce and expand complete sentences in shared language activities. 

 

2. Demonstrate command of the conventions of standard English grammar and usage when writing or speaking. 
      a. Capitalize the first letter in their name. 
      b. Attempt to write a letter or letters to represent a word. 
      c. With guidance and support, attempt to spell simple words phonetically, drawing on knowledge of sound-letter relationships. 
 
Knowledge of Language  
3. Use knowledge of language and how language functions in different contexts 
 
Vocabulary Acquisition and Use 
4. Determine or clarify the meaning of unknown and multiple-meaning words and phrases based on pre-kindergarten reading and content. 
      a. Identify new meanings for familiar words and apply them accurately (e.g., knowing duck is a bird and learning the verb to duck). 
 

5. With guidance and support, explore word relationships and nuances in word meanings. 
      a. Sort common objects into categories (e.g., shapes, foods) for understanding of the concepts the categories represent. 

b. Demonstrate understanding of frequently occurring verbs and adjectives by relating them to their opposites ( e.g., up, down, stop,    
    go, in, out). 

      c. Identify real-life connections between words and their use (e.g., note places at school that are colorful). 
  d. Distinguish shades of meaning among verbs describing the same general action (e.g., walk, march, strut, prance) by acting out the     
      meanings. 
 

6. With  prompting and support, use words and phrases acquired through conversations, reading and being read to, and responding to   
     texts. 
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Standards for English Language Arts 
& Literacy in History/Social Studies,  

Science, and Technical Subjects 
 

K–5 
 
 
 
 
 
 
 

����



�

Standards for English Language Arts & Literacy in History/Social Studies, Science, and Technical Subjects | K–5 16 

College and Career Readiness Anchor Standards for Reading Note on range and content 
of student reading 

To build a foundation for college and 

career readiness, students must read 

widely and deeply from among a broad 

range of high-quality, increasingly 

challenging literary and informational 

texts. Through extensive reading of 

stories, dramas, poems, and myths from 

diverse cultures and different time 

periods, students gain literary and 

cultural knowledge as well as familiarity 

with various text structures and 

elements. By reading texts in 

history/social studies, science, and 

other disciplines, students build a 

foundation of knowledge in these fields 

that will also give them the background 

to be better readers in all content areas. 

Students can only gain this foundation 

when the curriculum is intentionally and 

coherently structured to develop rich 

content knowledge within and across 

grades. Students also acquire the habits 

of reading independently and closely, 

which are essential to their future 

success. 

 

The K–5 standards on the following pages define what students should understand and be able to do by the end of each grade. 

They correspond to the College and Career Readiness (CCR) anchor standards below by number. The CCR and grade-specific 

standards are necessary complements—the former providing broad standards, the latter providing additional specificity—that 

together define the skills and understandings that all students must demonstrate. 

Key Ideas and Details 

1. Read closely to determine what the text says explicitly and to make logical inferences from it; cite specific textual 

evidence when writing or speaking to support conclusions drawn from the text. 

2. Determine central ideas or themes of a text and analyze their development; summarize the key supporting details and 

ideas. 

3. Analyze how and why individuals, events, and ideas develop and interact over the course of a text. 

Craft and Structure 

4. Interpret words and phrases as they are used in a text, including determining technical, connotative, and figurative 

meanings, and analyze how specific word choices shape meaning or tone. 

5. Analyze the structure of texts, including how specific sentences, paragraphs, and larger portions of the text (e.g., a 

section, chapter, scene, or stanza) relate to each other and the whole. 

6. Assess how point of view or purpose shapes the content and style of a text. 

Integration of Knowledge and Ideas 

7. Integrate and evaluate content presented in diverse media and formats, including visually and quantitatively, as well as in 

words.* 

8. Delineate and evaluate the argument and specific claims in a text, including the validity of the reasoning as well as the 

relevance and sufficiency of the evidence. 

9. Analyze how two or more texts address similar themes or topics in order to build knowledge or to compare the 

approaches the authors take. 

Range of Reading and Level of Text Complexity 

10. Read and comprehend complex literary and informational texts independently and proficiently. 

Responding to Literature 

11.   Respond to literature by employing knowledge of literary language, textual features, and forms to read and comprehend, 

reflect upon, and interpret literary texts from a variety of genres and a wide spectrum of American and world cultures.   
 

*Please see “Research to Build and Present Knowledge” in Writing and “Comprehension and Collaboration” in Speaking and Listening for additional 

standards relevant to gathering, assessing, and applying information from print and digital sources. 
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Reading Standards for Literature K–5                   [RL] 
The following standards offer a focus for instruction each year and help ensure that students gain adequate exposure to a range of texts and tasks. Rigor is also infused through the requirement that students read 
increasingly complex texts through the grades. Students advancing through the grades are expected to meet each year’s grade-specific standards and retain or further develop skills and understandings mastered in preceding grades. 

Kindergartners: Grade 1 students: Grade 2 students: 

Key Ideas and Details 
1. With prompting and support, ask and answer questions 

about key details in a text. 
1. Ask and answer questions about key details in a text. 1. Ask and answer such questions as who, what, where, when, why, 

and how to demonstrate understanding of key details in a text. 

2. With prompting and support, retell familiar stories, 
including key details. 

2. Retell stories, including key details, and demonstrate 
understanding of their central message or lesson. 

2. Recount stories, including fables and folktales from diverse 
cultures, and determine their central message, lesson, or 
moral. 

3. With prompting and support, identify characters, 
settings, and major events in a story. 

3. Describe characters, settings, and major events in a story, 
using key details. 

3. Describe how characters in a story respond to major events and 
challenges. 

Craft and Structure 
4. Ask and answer questions about unknown words in a text. 4. Identify words and phrases in stories or poems that 

suggest feelings or appeal to the senses. 
4. Describe how words and phrases (e.g., regular beats, 

alliteration, rhymes, repeated lines) supply rhythm and 
meaning in a story, poem, or song. 

5. Recognize common types of texts (e.g., storybooks, 
poems). 

5. Explain major differences between books that tell stories 
and books that give information, drawing on a wide 
reading of a range of text types. 

5. Describe the overall structure of a story, including describing 
how the beginning introduces the story and the ending 
concludes the action. 

6. With prompting and support, name the author and 
illustrator of a story and define the role of each in telling 
the story. 

6. Identify who is telling the story at various points in a text. 6. Acknowledge differences in the points of view of characters, 
including by speaking in a different voice for each character 
when reading dialogue aloud. 

Integration of Knowledge and Ideas 
7. With prompting and support, describe the relationship 

between illustrations and the story in which they appear 
(e.g., what moment in a story an illustration depicts). 

7. Use illustrations and details in a story to describe its 
characters, setting, or events. 

7. Use information gained from the illustrations and words in a 
print or digital text to demonstrate understanding of its 
characters, setting, or plot. 

8. (Not applicable to literature) 8. (Not applicable to literature) 8. (Not applicable to literature) 

9. With prompting and support, compare and contrast the 
adventures and experiences of characters in familiar stories.  
a. With prompting and support, students will make       
cultural connections to text and self. 

9. Compare and contrast the adventures and experiences of 
characters in stories. 

  a. With prompting and support, students will make cultural 
connections to text and self. 

9. Compare and contrast two or more versions of the same story 
(e.g., Cinderella stories) by different authors or from different 
cultures.  

Range of Reading and Level of Text Complexity 
10. Actively engage in group reading activities with purpose 

and understanding. 
Responding to Literature  
11.   With prompting and support, make connections 

between self, text, and the world around them (text, 
media, social interaction).  

10. With prompting and support, read prose and poetry of 
appropriate complexity for grade 1. 

Responding to Literature  
11.    Make connections between self, text, and the world 

around them (text, media, social interaction). 

10. By the end of the year, read and comprehend literature, 
including stories and poetry, in the grades 2–3 text complexity 
band proficiently, with scaffolding as needed at the high end of 
the range.  
Responding to Literature  

11. Make connections between self, text, and the world                  
around them (text, media, social interaction). 
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Reading Standards for Literature K–5                 [RL] 
Grade 3 students: Grade 4 students: Grade 5 students: 

Key Ideas and Details 
1. Ask and answer questions to demonstrate understanding of 

a text, referring explicitly to the text as the basis for the 
answers. 

1. Refer to details and examples in a text when explaining 
what the text says explicitly and when drawing 
inferences from the text. 

1. Quote accurately from a text when explaining what the text 
says explicitly and when drawing inferences from the text. 

2. Recount stories, including fables, folktales, and myths from 
diverse cultures; determine the central message, lesson, or 
moral and explain how it is conveyed through key details in 
the text. 

2. Determine a theme of a story, drama, or poem from 
details in the text; summarize the text. 

2. Determine a theme of a story, drama, or poem from details 
in the text, including how characters in a story or drama 
respond to challenges or how the speaker in a poem reflects 
upon a topic; summarize the text. 

3. Describe characters in a story (e.g., their traits, 
motivations, or feelings) and explain how their actions 
contribute to the sequence of events. 

3. Describe in depth a character, setting, or event in a story 
or drama, drawing on specific details in the text (e.g., a 
character’s thoughts, words, or actions). 

 

3. Compare and contrast two or more characters, settings, or 
events in a story or drama, drawing on specific details in the 
text (e.g., how characters interact). 

Craft and Structure 
4. Determine the meaning of words and phrases as they are 

used in a text, distinguishing literal from non-literal 
language. 

4. Determine the meaning of words and phrases as they are 
used in a text, including those that allude to significant 
characters found in mythology (e.g., Herculean). 

4. Determine the meaning of words and phrases as they are used 
in a text, including figurative language such as metaphors and 
similes. 

5. Refer to parts of stories, dramas, and poems when writing 
or speaking about a text, using terms such as chapter, scene, 
and stanza; describe how each successive part builds on 
earlier sections. 

5. Explain major differences between poems, drama, and 
prose, and refer to the structural elements of poems (e.g., 
verse, rhythm, meter) and drama (e.g., casts of characters, 
settings, descriptions, dialogue, stage directions) when 
writing or speaking about a text. 

5. Explain how a series of chapters, scenes, or stanzas fits 
together to provide the overall structure of a particular story, 
drama, or poem. 

6. Distinguish their own point of view from that of 
the narrator or those of the characters. 

6. Compare and contrast the point of view from which 
different stories are narrated, including the difference 
between first- and third-person narrations. 

6. Describe how a narrator’s or speaker’s point of view 
influences how events are described.  
a. Recognize and describe how an author’s background and 
culture affect his or her perspective. 

 

Integration of Knowledge and Ideas 
7. Explain how specific aspects of a text’s illustrations 

contribute to what is conveyed by the words in a story 
(e.g., create mood, emphasize aspects of a character or 
setting). 

7.  Make connections between the text of a story or drama 
and a visual or oral presentation of the text, identifying 
where each version reflects specific descriptions and 
directions in the text. 

7.  Analyze how visual and multimedia elements contribute to the 
meaning, tone, or beauty of a text (e.g., graphic novel, 
multimedia presentation of fiction, folktale, myth, poem). 

8. (Not applicable to literature) 8.  (Not applicable to literature) 8.  (Not applicable to literature) 

9. Compare and contrast the themes, settings, and plots of 
stories written by the same author about the same or 
similar characters (e.g., in books from a series). 

9.  Compare and contrast the treatment of similar themes 
and topics (e.g., opposition of good and evil) and 
patterns of events (e.g., the quest) in stories, myths, and 
traditional literature from different cultures. 

 
 

9.  Compare and contrast stories in the same genre (e.g., 
mysteries and adventure stories) on their approaches to 
similar themes and topics. 

����



�

Standards for English Language Arts & Literacy in History/Social Studies, Science, and Technical Subjects | K–5 19 

Range of Reading and Level of Text Complexity 

10. By the end of the year, read and comprehend literature, 
including stories, dramas, and poetry, at the high end of 
the grades 2–3 text complexity band independently and 
proficiently.  

Responding to Literature 
11.     Recognize and make connections in narratives, poetry, and 

drama to other texts, ideas, cultural perspectives, personal 
events, and situations.  
a. Self-select text based upon personal preferences. 

10.  By the end of the year, read and comprehend literature, 
including stories, dramas, and poetry, in the grades 4–5 
text complexity band proficiently, with scaffolding as 
needed at the high end of the range.  

Responding to Literature  
11.  Recognize, interpret and make connections in         

narratives, poetry, and drama, to other texts, ideas,           
        cultural perspectives, personal events and situations.  
         a. Self-select text  based upon personal  preferences. 
 

10.  By the end of the year, read and comprehend literature, 
including stories, dramas, and poetry, at the high end of the 
grades 4–5 text complexity band independently and 
proficiently. 

Responding to Literature 
11.  Recognize, interpret, and make connections in      
        narratives, poetry, and drama, to other texts, ideas,    
        cultural perspectives, eras, personal events, and situations.  
        a. Self-select text to develop personal preferences               
         regarding  favorite authors. 
        b. Use established criteria to categorize, select texts and    
        assess to make informed judgments about the quality of the    

pieces. 
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Reading Standards for Informational Text K–5                           [RI]  
Kindergartners: Grade 1 students: Grade 2 students: 

Key Ideas and Details 

1. With prompting and support, ask and answer questions 
about key details in a text. 

1. Ask and answer questions about key details in a text. 1. Ask and answer such questions as who, what, where, when, why, 
and how to demonstrate understanding of key details in a text. 

2. With prompting and support, identify the main topic and 
retell key details of a text. 

2. Identify the main topic and retell key details of a text. 2. Identify the main topic of a multiparagraph text as well as the 
focus of specific paragraphs within the text. 

3. With prompting and support, describe the connection 
between two individuals, events, ideas, or pieces of 
information in a text. 

3. Describe the connection between two individuals, events, 
ideas, or pieces of information in a text. 

3. Describe the connection between a series of historical events, 
scientific ideas or concepts, or steps in technical procedures in 
a text. 

Craft and Structure 

4. With prompting and support, ask and answer questions 
about unknown words in a text. 

4. Ask and answer questions to help determine or clarify the 
meaning of words and phrases in a text. 

4. Determine the meaning of words and phrases in a text 
relevant to a grade 2 topic or subject area. 

5. Identify the front cover, back cover, and title page of a 
book. 

5. Know and use various text features (e.g., headings, tables 
of contents, glossaries, electronic menus, icons) to locate 
key facts or information in a text. 

5. Know and use various text features (e.g., captions, bold print, 
subheadings, glossaries, indexes, electronic menus, icons) to 
locate key facts or information in a text efficiently. 

6. Name the author and illustrator of a text and define the 
role of each in presenting the ideas or information in a 
text. 

6. Distinguish between information provided by pictures or 
other illustrations and information provided by the words 
in a text. 

6. Identify the main purpose of a text, including what the author 
wants to answer, explain, or describe. 

Integration of Knowledge and Ideas 

7. With prompting and support, describe the relationship 
between illustrations and the text in which they appear 
(e.g., what person, place, thing, or idea in the text an 
illustration depicts). 

7. Use the illustrations and details in a text to describe its 
key ideas. 

7. Explain how specific images (e.g., a diagram showing how a 
machine works) contribute to and clarify a text. 

8. With prompting and support, identify the reasons an 
author gives to support points in a text. 

8. Identify the reasons an author gives to support points in a 
text. 

8. Describe how reasons support specific points the author 
makes in a text. 

9. With prompting and support, identify basic similarities in 
and differences between two texts on the same topic 
(e.g., in illustrations, descriptions, or procedures). 

9. Identify basic similarities in and differences between two 
texts on the same topic (e.g., in illustrations, 
descriptions, or procedures). 

9. Compare and contrast the most important points presented 
by two texts on the same topic. 

Range of Reading and Level of Text Complexity 
10.  Actively engage in group reading activities with purpose 

and understanding. 
10. With prompting and support, read informational texts 

appropriately complex for grade 1. 
10. By the end of year, read and comprehend informational 

texts, including history/social studies, science, and technical 
texts, in the grades 2–3 text complexity band proficiently, 
with scaffolding as needed at the high end of the range.  
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Reading Standards for Informational Text K–5                  [RI] 
Grade 3 students: Grade 4 students: Grade 5 students: 

Key Ideas and Details 
1. Ask and answer questions to demonstrate understanding of 

a text, referring explicitly to the text as the basis for the 
answers. 

1. Refer to details and examples in a text when explaining 
what the text says explicitly and when drawing inferences 
from the text. 

1.  Quote accurately from a text when explaining what the text 
says explicitly and when drawing inferences from the text. 

2. Determine the main idea of a text; recount the key details 
and explain how they support the main idea. 

2. Determine the main idea of a text and explain how it is 
supported by key details; summarize the text. 

2.  Determine two or more main ideas of a text and explain 
how they are supported by key details; summarize the text. 

3. Describe the relationship between a series of historical 
events, scientific ideas or concepts, or steps in technical 
procedures in a text, using language that pertains to time, 
sequence, and cause/effect. 

3. Explain events, procedures, ideas, or concepts in a 
historical, scientific, or technical text, including what 
happened and why, based on specific information in the 
text. 

3.  Explain the relationships or interactions between two or 
more individuals, events, ideas, or concepts in a historical, 
scientific, or technical text based on specific information in 
the text. 

Craft and Structure 
4. Determine the meaning of general academic and domain-

specific words and phrases in a text relevant to a grade 3 
topic or subject area. 

4. Determine the meaning of general academic and domain-
specific words or phrases in a text relevant to a grade 4 
topic or subject area. 

4. Determine the meaning of general academic and domain-
specific words and phrases in a text relevant to a grade 5 topic 
or subject area. 

5. Use text features and search tools (e.g., key words, 
sidebars, hyperlinks) to locate information relevant to a 
given topic efficiently. 

5. Describe the overall structure (e.g., chronology, 
comparison, cause/effect, problem/solution) of events, 
ideas, concepts, or information in a text or part of a text. 

5.   Compare and contrast the overall structure (e.g., chronology, 
comparison, cause/effect, problem/solution) of events, ideas, 
concepts, or information in two or more texts. 

6.   Distinguish their own point of view from that of the author 
of a text. 

6. Compare and contrast a firsthand and secondhand account 
of the same event or topic; describe the differences in 
focus and the information provided. 

6. Analyze multiple accounts of the same event or topic, noting 
important similarities and differences in the point of view 
they represent. 

Integration of Knowledge and Ideas 
7. Use information gained from illustrations (e.g., maps, 

photographs) and the words in a text to demonstrate 
understanding of the text (e.g., where, when, why, and 
how key events occur). 

7. Interpret information presented visually, orally, or 
quantitatively (e.g., in charts, graphs, diagrams, time 
lines, animations, or interactive elements on Web pages) 
and explain how the information contributes to an 
understanding of the text in which it appears. 

7.     Draw on information from multiple print or digital 
sources, demonstrating the ability to locate an answer to a 
question quickly or to solve a problem efficiently. 

8. Describe the logical connection between particular 
sentences and paragraphs in a text (e.g., comparison, 
cause/effect, first/second/third in a sequence). 

8. Explain how an author uses reasons and evidence to 
support particular points in a text. 

8.     Explain how an author uses reasons and evidence to support 
particular points in a text, identifying which reasons and 
evidence support which point(s). 

9. Compare and contrast the most important points and key 
details presented in two texts on the same topic. 

9. Integrate information from two texts on the same topic in 
order to write or speak about the subject knowledgeably.  

9.     Integrate information from several texts on the same topic in 
order to write or speak about the subject knowledgeably.  

Range of Reading and Level of Text Complexity 
10. By the end of the year, read and comprehend informational 

texts, including history/social studies, science, and 
technical texts, at the high end of the grades 2–3 text 
complexity band independently and proficiently. 

 10.  By the end of year, read and comprehend informational 
texts, including history/social studies, science, and 
technical texts, in the grades 4–5 text complexity band 
proficiently, with scaffolding as needed at the high end of 
the range. 

10.   By the end of the year, read and comprehend informational 
texts, including history/social studies, science, and 
technical texts, at the high end of the grades 4–5 text 
complexity band independently and proficiently. 
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Reading Standards: Foundational Skills (K–5)                [RF] 
These standards are directed toward fostering students’ understanding and working knowledge of concepts of print, the alphabetic principle, and other basic conventions of the 

English writing system. These foundational skills are not an end in and of themselves; rather, they are necessary and important components of an effective, comprehensive reading 

program designed to develop proficient readers with the capacity to comprehend texts across a range of types and disciplines. Instruction should be differentiated: good readers will 

need much less practice with these concepts than struggling readers will. The point is to teach students what they need to learn and not what they already know—to discern when 

particular children or activities warrant more or less attention. 

Note: In kindergarten, children are expected to demonstrate increasing awareness and competence in the areas that follow. 
Kindergartners: Grade 1 students: 

Print Concepts 

1. Demonstrate understanding of the organization and basic features of print. 
a. Follow words from left to right, top to bottom, and page by page. 

b. Recognize that spoken words are represented in written language by specific 

sequences of letters. 

c. Understand that words are separated by spaces in print. 

d. Recognize and name all upper- and lowercase letters of the alphabet. 

 

1. Demonstrate understanding of the organization and basic features of print. 

a. Recognize the distinguishing features of a sentence (e.g., first word, 

capitalization, ending punctuation). 

Phonological Awareness 

2. Demonstrate understanding of spoken words, syllables, and sounds (phonemes). 

a. Distinguish long from short vowel sounds in spoken single-syllable words. 
b. Orally produce single-syllable words by blending sounds (phonemes), 

including consonant blends. 

c. Isolate and pronounce initial, medial vowel, and final sounds (phonemes) in 

spoken single-syllable words. 
d. Segment spoken single-syllable words into their complete sequence of 

individual sounds (phonemes). 

 

2. Demonstrate understanding of spoken words, syllables, and sounds (phonemes). 

a. Recognize and produce rhyming words. 

b. Count, pronounce, blend, and segment syllables in spoken words. 

c. Blend and segment onsets and rimes of single-syllable spoken words. 

d. Isolate and pronounce the initial, medial vowel, and final sounds (phonemes) in 

three-phoneme (consonant-vowel-consonant, or CVC) words.* (This does not 

include CVCs ending with /l/, /r/, or /x/.) 
e. Add or substitute individual sounds (phonemes) in simple, one-syllable words 

to make new words. 
 

 

 

*Words, syllables, or phonemes written in /slashes/refer to their pronunciation or phonology. Thus, /CVC/ is a word with three phonemes regardless of the number of letters in the spelling of the 

word. 
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Reading Standards: Foundational Skills (K–5)                 [RF] 
Note: In kindergarten, children are expected to demonstrate increasing awareness and competence in the areas that follow. 

Kindergartners: Grade 1 students: Grade 2 students: 

Phonics and Word Recognition 
3. Know and apply grade-level phonics and word 

analysis skills in decoding words. 

a. Demonstrate basic knowledge of one-to-one 
letter-sound correspondences by producing the 
primary sound or many of the most frequent 
sounds for each consonant. 

b. Associate the long and short sounds with 
common spellings (graphemes) for the five major 
vowels. 

c. Read common high-frequency words by sight 
(e.g., the, of, to, you, she, my, is, are, do, does). 

d. Distinguish between similarly spelled words by 
identifying the sounds of the letters that differ. 

 
 
 

3. Know and apply grade-level phonics and word analysis 
skills in decoding words. 
a. Know the spelling-sound correspondences for 

common consonant digraphs. 
b. Decode regularly spelled one-syllable words. 
c. Know final -e and common vowel team 

conventions for representing long vowel sounds. 
d. Use knowledge that every syllable must have a 

vowel sound to determine the number of syllables 
in a printed word. 

e. Decode two-syllable words following basic 
patterns by breaking the words into syllables. 

f. Read words with inflectional endings. 
g. Recognize and read grade-appropriate irregularly 

spelled words. 

3. Know and apply grade-level phonics and word 
analysis skills in decoding words. 

a. Distinguish long and short vowels when reading 
regularly spelled one-syllable words. 

b. Know spelling-sound correspondences for 
additional common vowel teams. 

c. Decode regularly spelled two-syllable words 
with long vowels. 

d. Decode words with common prefixes and 
suffixes. 

e. Identify words with inconsistent but common 
spelling-sound correspondences. 

f. Recognize and read grade-appropriate irregularly 
spelled words. 

 

Fluency 
4. Read emergent-reader texts with purpose and 

understanding. 
 

4. Read with sufficient accuracy and fluency to support 
comprehension. 
a. Read grade-level text with purpose and 

understanding. 
b. Read grade-level text orally with accuracy, 

appropriate rate, and expression on successive 
readings. 

c. Use context to confirm or self-correct word 
recognition and understanding, rereading as 
necessary. 

4. Read with sufficient accuracy and fluency to support 
comprehension. 
a. Read grade-level text with purpose and 

understanding. 
b. Read grade-level text orally with accuracy, 

appropriate rate, and expression on successive 
readings. 

c. Use context to confirm or self-correct word 
recognition and understanding, rereading as 
necessary. 
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 Reading Standards: Foundational Skills (K–5)               [RF] 
 

Grade 3 students: Grade 4 students: Grade 5 students: 
Phonics and Word Recognition 

3. Know and apply grade-level phonics and word 
analysis skills in decoding words. 

a. Identify and know the meaning of the most 
common prefixes and derivational suffixes. 

b. Decode words with common Latin suffixes. 
c. Decode multisyllable words. 
d. Read grade-appropriate irregularly spelled 

words. 
 

 

3. Know and apply grade-level phonics and word 
analysis skills in decoding words. 
a. Use combined knowledge of all letter-sound 

correspondences, syllabication patterns, and 
morphology (e.g., roots and affixes) to read 
accurately unfamiliar multisyllabic words in 
context and out of context.  

3. Know and apply grade-level phonics and word analysis 
skills in decoding words. 
a.    Use combined knowledge of all letter-sound 

correspondences, syllabication patterns, and 
morphology (e.g., roots and affixes) to read 
accurately unfamiliar multisyllabic words in 
context and out of context.  

Fluency 
4. Read with sufficient accuracy and fluency to support 

comprehension. 
a. Read grade-level text with purpose and 

understanding. 
b. Read grade-level prose and poetry orally with 

accuracy, appropriate rate, and expression on 
successive readings. 

c.    Use context to confirm or self-correct word 
recognition and understanding, rereading as 
necessary. 

 

4. Read with sufficient accuracy and fluency to support 
comprehension. 
a. Read grade-level text with purpose and 

understanding. 
b. Read grade-level prose and poetry orally with 

accuracy, appropriate rate, and expression on 
successive readings. 

c. Use context to confirm or self-correct word 
recognition and understanding, rereading as 
necessary. 

4. Read with sufficient accuracy and fluency to support 
comprehension. 
a. Read grade-level text with purpose and 

understanding. 
b. Read grade-level prose and poetry orally with 

accuracy, appropriate rate, and expression on 
successive readings. 

c.     Use context to confirm or self-correct word 
recognition and understanding, rereading as 
necessary. 
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 College and Career Readiness Anchor Standards for Writing 
The K–5 standards on the following pages define what students should understand and be able to do by the end of each 
grade. They correspond to the College and Career Readiness (CCR) anchor standards below by number. The CCR and 
grade-specific standards are necessary complements—the former providing broad standards, the latter 
providing additional specificity—that together define the skills and understandings that all students must demonstrate. 

Note on range and content 
of student writing 

To build a foundation for college and career 

readiness, students need to learn to use writing 

as a way of offering and supporting opinions, 

demonstrating understanding of the subjects they 

are studying, and conveying real and imagined 

experiences and events. They learn to appreciate 

that a key purpose of writing is to communicate 

clearly to an external, sometimes unfamiliar 

audience, and they begin to adapt the form and 

content of their writing to accomplish a particular 

task and purpose. They develop the capacity to 

build knowledge on a subject through research 

projects and to respond analytically to literary and 

informational sources. To meet these goals, 

students must devote significant time and effort 

to writing, producing numerous pieces over short 

and extended time frames throughout the year. 

 

Text Types and Purposes* 

1. Write arguments to support claims in an analysis of substantive topics or texts, using valid reasoning and relevant 
and sufficient evidence. 

2. Write informative/explanatory texts to examine and convey complex ideas and information clearly and accurately 
through the effective selection, organization, and analysis of content. 

3. Write narratives to develop real or imagined experiences or events using effective technique, well-chosen details, 
and well-structured event sequences. 

Production and Distribution of Writing 

4. Produce clear and coherent writing in which the development, organization, and style are appropriate to task, 
purpose, and audience. 

5. Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying a new approach. 

6. Use technology, including the Internet, to produce and publish writing and to interact and collaborate with others. 

Research to Build and Present Knowledge 

7. Conduct short as well as more sustained research projects based on focused questions, demonstrating 
understanding of the subject under investigation. 

8. Gather relevant information from multiple print and digital sources, assess the credibility and accuracy of each 
source, and integrate the information while avoiding plagiarism. 

9. Draw evidence from literary or informational texts to support analysis, reflection, and research. 

Range of Writing 

10.  Write routinely over extended time frames (time for research, reflection, and revision) and shorter                      
time frames (a single sitting or a day or two) for a range of tasks, purposes, and audiences   

Responding to Literature 

11.   Develop personal, cultural, textual, and thematic connections within and across genres as they respond to texts 
through written, digital, and oral presentations, employing a variety of media and genres.  

 

*These broad types of writing include many subgenres. See Appendix A for definitions of key writing types. 
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Writing Standards K–5                      [W] 

The following standards for K–5 offer a focus for instruction each year to help ensure that students gain adequate mastery of a range of skills and applications. Each year in their 

writing, students should demonstrate increasing sophistication in all aspects of language use, from vocabulary and syntax to the development and organization of ideas, and they 

should address increasingly demanding content and sources. Students advancing through the grades are expected to meet each year’s grade-specific standards and retain or further develop skills and 
understandings mastered in preceding grades. The expected growth in student writing ability is reflected both in the standards themselves and in the collection of annotated student 

writing samples in Appendix C. 

Kindergartners: Grade 1 students: Grade 2 students: 

Text Types and Purposes 
1. Use a combination of drawing, dictating, and writing to 

compose opinion pieces in which they tell a reader the 

topic or the name of the book they are writing about and 

state an opinion or preference about the topic or book 

(e.g., My favorite book is . . .). 

1. Write opinion pieces in which they introduce the topic or 

name the book they are writing about, state an opinion, 

supply a reason for the opinion, and provide some sense of 

closure. 

1. Write opinion pieces in which they introduce the topic or 

book they are writing about, state an opinion, supply 

reasons that support the opinion, use linking words (e.g., 

because, and, also) to connect opinion and reasons, and 

provide a concluding statement or section. 

2. Use a combination of drawing, dictating, and writing to 

compose informative/explanatory texts in which they 

name what they are writing about and supply some 

information about the topic. 

2.    Write informative/explanatory texts in which they name a 

topic, supply some facts about the topic, and provide some 

sense of closure. 

2. Write informative/explanatory texts in which they 

introduce a topic, use facts and definitions to develop 

points, and provide a concluding statement or section. 

3. Use a combination of drawing, dictating, and writing to 

narrate a single event or several loosely linked events, tell 

about the events in the order in which they occurred, and 

provide a reaction to what happened. 

3. Write narratives in which they recount two or more 

appropriately sequenced events, include some details 

regarding what happened, use temporal words to signal 

event order, and provide some sense of closure. 

3. Write narratives in which they recount a well-elaborated 

event or short sequence of events, include details to 

describe actions, thoughts, and feelings, use temporal 

words to signal event order, and provide a sense of closure. 
Production and Distribution of Writing 
4.    (Begins in grade 3) 4.    (Begins in grade 3) 4.   (Begins in grade 3) 
5.    With guidance and support from adults, respond to 

questions and suggestions from peers and add details to 

strengthen writing as needed. 

5.    With guidance and support from adults, focus on a topic, 

respond to questions and suggestions from peers, and add 

details to strengthen writing as needed. 

5. With guidance and support from adults and peers, focus on 

a topic and strengthen writing as needed by revising and 

editing.  

6.    With guidance and support from adults, explore a variety 

of digital tools to produce and publish writing, including in 

collaboration with peers. 

6. With guidance and support from adults, use a variety of 

digital tools to produce and publish writing, including in 

collaboration with peers.  

6. With guidance and support from adults, use a variety of 

digital tools to produce and publish writing, including in 

collaboration with peers. 

Research to Build and Present Knowledge 
7. Participate in shared research and writing projects (e.g., 

explore a number of books by a favorite author and express 

opinions about them). 

7. Participate in shared research and writing projects (e.g., 

explore a number of “how-to” books on a given topic and 

use them to write a sequence of instructions). 

7. Participate in shared research and writing projects (e.g., 

read a number of books on a single topic to produce a 

report; record science observations). 

8. With guidance and support from adults, recall information 

from experiences or gather information from provided 

sources to answer a question. 

8. With guidance and support from adults, recall information 

from experiences or gather information from provided 

sources to answer a question. 

8. Recall information from experiences or gather information 

from provided sources to answer a question. 

9. (Begins in grade 4) 

 

 

9. (Begins in grade 4) 9. (Begins in grade 4) 
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Kindergartners: Grade 1 students: Grade 2 students: 

Range of Writing 
10.  (Begins in grade 3) 
Responding to Literature 
11.  Create and/or present a poem, dramatization, art work, or    
        personal response to a particular author or theme studied 

in  class, with support as needed. 

10. (Begins in grade 3) 
Responding to Literature 
11.  Create and present a poem, dramatization, art work, or 

personal response to a particular author or theme studied in 
class, with support as needed. 

10.    (Begins in grade 3) 
Responding to Literature 

11.  Create and present a poem, narrative, play, art work, or  
personal response to a particular author or theme studied in 
class, with support as needed. 
 

 

����



�

Standards for English Language Arts & Literacy in History/Social Studies, Science, and Technical Subjects | K–5 28 

Writing Standards K–5                      [W] 
Grade 3 students: Grade 4 students: Grade 5 students: 

Text Types and Purposes 
1. Write opinion pieces on topics or texts, supporting a point 

of view with reasons. 

a. Introduce the topic or text they are writing about, 

state an opinion, and create an organizational 

structure that lists reasons. 
b. Provide reasons that support the opinion. 
c. Use linking words and phrases (e.g., because, therefore, 

since, for example) to connect opinion and reasons. 
d. Provide a concluding statement or section. 

1.  Write opinion pieces on topics or texts, supporting a point 

of view with reasons and information. 

a. Introduce a topic or text clearly, state an opinion, and 

create an organizational structure in which related ideas 

are grouped to support the writer’s purpose. 
b. Provide reasons that are supported by facts and details. 
c. Link opinion and reasons using words and phrases (e.g., 

for instance, in order to, in addition). 
d. Provide a concluding statement or section related to 

the opinion presented. 

1. Write opinion pieces on topics or texts, supporting a point 

of view with reasons and information. 

a. Introduce a topic or text clearly, state an opinion, and 

create an organizational structure in which ideas are 

logically grouped to support the writer’s purpose. 

b. Provide logically ordered reasons that are supported 

by facts and details. 

c. Link opinion and reasons using words, phrases, and 

clauses (e.g., consequently, specifically).  

d. Provide a concluding statement or section related to 

the opinion presented. 

2. Write informative/explanatory texts to examine a topic 

and convey ideas and information clearly. 

a. Introduce a topic and group related information 

together; include illustrations when useful to aiding 

comprehension. 

b. Develop the topic with facts, definitions, and details. 

c. Use linking words and phrases (e.g., also, another, and, 

more, but) to connect ideas within categories of 

information. 

d. Provide a concluding statement or section. 

2. Write informative/explanatory texts to examine a topic 

and convey ideas and information clearly. 

a. Introduce a topic clearly and group related information 

in paragraphs and sections; include formatting (e.g., 

headings), illustrations, and multimedia when useful to 

aiding comprehension. 

b. Develop the topic with facts, definitions, concrete 

details, quotations, or other information and examples 

related to the topic. 

c. Link ideas within categories of information using words 

and phrases (e.g., another, for example, also, because). 
d. Use precise language and domain-specific vocabulary to 

inform about or explain the topic. 

e. Provide a concluding statement or section related to the 

information or explanation presented. 

2. Write informative/explanatory texts to examine a topic 

and convey ideas and information clearly. 

a. Introduce a topic clearly, provide a general observation 

and focus, and group related information logically; 

include formatting (e.g., headings), illustrations, and 

multimedia when useful to aiding comprehension. 

b. Develop the topic with facts, definitions, concrete 

details, quotations, or other information and examples 

related to the topic. 
c. Link ideas within and across categories of information 

using words, phrases, and clauses (e.g., in contrast, 
especially). 

d. Use precise language and domain-specific vocabulary 

to inform about or explain the topic. 

e. Provide a concluding statement or section related to 

the information or explanation presented. 

3. Write narratives to develop real or imagined experiences 

or events using effective technique, descriptive details, and 

clear event sequences. 

a. Establish a situation and introduce a narrator and/or 

characters; organize an event sequence that unfolds 

naturally. 
b. Use dialogue and descriptions of actions, thoughts, 

and feelings to develop experiences and events or 

show the response of characters to situations. 
c. Use temporal words and phrases to signal event order. 
d. Provide a sense of closure. 

3. Write narratives to develop real or imagined experiences 

or events using effective technique, descriptive details, and 

clear event sequences. 

a. Orient the reader by establishing a situation and 

introducing a narrator and/or characters; organize an 

event sequence that unfolds naturally. 
b. Use dialogue and description to develop experiences 

and events or show the responses of characters to 

situations. 
c. Use a variety of transitional words and phrases to 

manage the sequence of events. 
d. Use concrete words and phrases and sensory details to 

convey experiences and events precisely. 
e. Provide a conclusion that follows from the narrated 

experiences or events. 

3.   Write narratives to develop real or imagined experiences or 

events using effective technique, descriptive details, and 

clear event sequences. 

a. Orient the reader by establishing a situation and 

introducing a narrator and/or characters; organize an 

event sequence that unfolds naturally. 
b. Use narrative techniques, such as dialogue, description, 

and pacing, to develop experiences and events or show 

the responses of characters to situations.  
c. Use a variety of transitional words, phrases, and 

clauses to manage the sequence of events. 
d. Use concrete words and phrases and sensory details to 

convey experiences and events precisely. 
e. Provide a conclusion that follows from the narrated 

experiences or events. 
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Writing Standards K–5                       [W] 
Grade 3 students: Grade 4 students: Grade 5 students: 

Production and Distribution of Writing 
4. With guidance and support from adults, produce writing in 

which the development and organization are appropriate to 
task and purpose. (Grade-specific expectations for writing 
types are defined in standards 1–3 above.) 

4. Produce clear and coherent writing in which the 
development and organization are appropriate to task, 
purpose, and audience. (Grade-specific expectations for 
writing types are defined in standards 1–3 above.) 

4. Produce clear and coherent writing in which the 
development and organization are appropriate to task, 
purpose, and audience. (Grade-specific expectations for 
writing types are defined in standards 1–3 above.)  
a. Produce text (print or nonprint) that explores a variety 
of cultures and perspectives.   

5. With guidance and support from peers and adults, develop 
and strengthen writing as needed by planning, revising, and 
editing. (Editing for conventions should demonstrate 
command of Language standards 1–3 up to and including 
grade 3 on page 38.) 

5. With guidance and support from peers and adults, develop 
and strengthen writing as needed by planning, revising, and 
editing. (Editing for conventions should demonstrate 
command of Language standards 1–3 up to and including 
grade 4 on page 38.) 

5. With guidance and support from peers and adults, develop 
and strengthen writing as needed by planning, revising, 
editing, rewriting, or trying a new approach. (Editing for 
conventions should demonstrate command of Language 
standards 1–3 up to and including grade 5 on page 38.) 

6. With guidance and support from adults, use technology to 
produce and publish writing (using keyboarding skills) as 
well as to interact and collaborate with others. 

6. With some guidance and support from adults, use 
technology, including the Internet, to produce and publish 
writing as well as to interact and collaborate with others; 
demonstrate sufficient command of keyboarding skills to 
type a minimum of one page in a single sitting. 

6. With some guidance and support from adults, use 
technology, including the Internet, to produce and publish 
writing as well as to interact and collaborate with others; 
demonstrate sufficient command of keyboarding skills to 
type a minimum of two pages in a single sitting. 

 

Research to Build and Present Knowledge 
7. Conduct short research projects that build knowledge 

about a topic. 
7. Conduct short research projects that build knowledge 

through investigation of different aspects of a topic. 
7. Conduct short research projects that use several sources to 

build knowledge through investigation of different aspects 
of a topic. 

 

8. Recall information from experiences or gather information 
from print and digital sources; take brief notes on sources 
and sort evidence into provided categories. 

8. Recall relevant information from experiences or gather 
relevant information from print and digital sources; take 
notes and categorize information, and provide a list of 
sources. 

8. Recall relevant information from experiences or gather 
relevant information from print and digital sources; 
summarize or paraphrase information in notes and finished 
work, and provide a list of sources. 

 

9. (Begins in grade 4) 9. Draw evidence from literary or informational texts to 
support analysis, reflection, and research. 
a. Apply grade 4 Reading standards to literature (e.g., 

“Describe in depth a character, setting, or event in a 
story or drama, drawing on specific details in the text 
[e.g., a character’s thoughts, words, or actions].”). 

b.     Apply grade 4 Reading standards to informational texts 
(e.g., “Explain how an author uses reasons and 
evidence to support particular points in a text”). 

  

9. Draw evidence from literary or informational texts to 
support analysis, reflection, and research. 
a. Apply grade 5 Reading standards to literature (e.g., 

“Compare and contrast two or more characters, 
settings, or events in a story or a drama, drawing on 
specific details in the text [e.g., how characters 
interact]”). 

b.     Apply grade 5 Reading standards to informational texts 
(e.g., “Explain how an author uses reasons and 
evidence to support particular points in a text, 
identifying which reasons and evidence support which 
point[s]”).  
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Grade 3 students: Grade 4 students: Grade 5 students: 

Range of Writing  
10. Write routinely over extended time frames (time for   

research, reflection, and revision) and shorter time frames  
(a single sitting or a day or two) for a range of discipline- 
specific tasks, purposes, and audiences. 

Responding to Literature 
11.    Create and present a poem, narrative, play, art work, or 

personal response to a particular author or theme studied 
in class.  

10.  Write routinely over extended time frames (time for 
research, reflection, and revision) and shorter time frames (a 
single sitting or a day or two) for a range of discipline-
specific tasks, purposes, and audiences. 

Responding to Literature 
11.  Create and present a poem, narrative, play, art work, or 

literary review in response to a particular author or theme 
studied in class.  

10.  Write routinely over extended time frames (time for 
research, reflection, and revision) and shorter time frames 
(a single sitting or a day or two) for a range of discipline-
specific tasks, purposes, and audiences. 

Responding to Literature 
11.    Create and present an original poem, narrative, play, art 

work, or literary critique in response to a particular author 
or theme studied in class. 

          a. Recognize and illustrate social, historical, and cultural 
features in the presentation of literary texts. 
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Note on range and content 
of student speaking and listening 

To build a foundation for college and career 

readiness, students must have ample 

opportunities to take part in a variety of 

rich, structured conversations—as part of a 

whole class, in small groups, and with a 

partner. Being productive members of 

these conversations requires that students 

contribute accurate, relevant information; 

respond to and develop what others have 

said; make comparisons and contrasts; and 

analyze and synthesize a multitude of ideas 

in various domains. 

 

New technologies have broadened and 

expanded the role that speaking and 

listening play in acquiring and sharing 

knowledge and have tightened their link to 

other forms of communication. Digital texts 

confront students with the potential for 

continually updated content and 

dynamically changing combinations of 

words, graphics, images, hyperlinks, and 

embedded video and audio. 

 

2. Integrate and evaluate information presented in diverse media and formats, including visually, quantitatively, 
and orally.  

6. Adapt speech to a variety of contexts and communicative tasks, demonstrating command of formal English 
when indicated or appropriate. 

1. Prepare for and participate effectively in a range of conversations and collaborations with diverse partners, 
building on others’ ideas and expressing their own clearly and persuasively. 

The K–5 standards on the following pages define what students should understand and be able to do by the end of 
each grade. They correspond to the College and Career Readiness (CCR) anchor standards below by number. The CCR and 
grade-specific standards are necessary complements—the former providing broad standards, the latter 
providing additional specificity—that together define the skills and understandings that all students must 
demonstrate.  

4. Present information, findings, and supporting evidence such that listeners can follow the line of reasoning 
and the organization, development, and style are appropriate to task, purpose, and audience. 

College and Career Readiness Anchor Standards for Speaking and Listening  

5. Make strategic use of digital media and visual displays of data to express information and enhance 
understanding of presentations. 

3. Evaluate a speaker’s point of view, reasoning, and use of evidence and rhetoric. 

Presentation of Knowledge and Ideas 

Comprehension and Collaboration 
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Speaking and Listening Standards K–5                  [SL] 
The following standards for K–5 offer a focus for instruction each year to help ensure that students gain adequate mastery of a range of skills and applications. Students advancing through 
the grades are expected to meet each year’s grade-specific standards and retain or further develop skills and understandings mastered in preceding grades. 

Kindergartners: Grade 1 students: Grade 2 students: 

Comprehension and Collaboration 
1. Participate in collaborative conversations with diverse 

partners about kindergarten topics and texts with peers and 

adults in small and larger groups. 

a. Follow agreed-upon rules for discussions (e.g., 

listening to others and taking turns speaking about the 

topics and texts under discussion). 
b. Continue a conversation through multiple exchanges. 

c. Seek to understand and communicate with individuals 

from different cultural backgrounds. 

 

 

 

1. Participate in collaborative conversations with diverse 

partners about grade 1 topics and texts with peers and adults 

in small and larger groups. 

a. Follow agreed-upon rules for discussions (e.g., 

listening to others with care, speaking one at a time 

about the topics and texts under discussion). 

b. Build on others’ talk in conversations by responding to 

the comments of others through multiple exchanges. 

c. Ask questions to clear up any confusion about the 

topics and texts under discussion. 

d. Seek to understand and communicate with individuals 

from different cultural backgrounds. 

1. Participate in collaborative conversations with diverse 

partners about grade 2 topics and texts with peers and adults 

in small and larger groups. 

a. Follow agreed-upon rules for discussions (e.g., 

gaining the floor in respectful ways, listening to others 

with care, speaking one at a time about the topics and 

texts under discussion). 

b. Build on others’ talk in conversations by linking their 

comments to the remarks of others. 

c. Ask for clarification and further explanation as needed 

about the topics and texts under discussion. 

d. Seek to understand and communicate with individuals 

from different cultural backgrounds. 

2. Confirm understanding of a text read aloud or information 

presented orally or through other media by asking and 

answering questions about key details and requesting 

clarification if something is not understood. 

2. Ask and answer questions about key details in a text read 

aloud or information presented orally or through other 

media. 

2. Recount or describe key ideas or details from a text read 

aloud or information presented orally or through other 

media. 

3. Ask and answer questions in order to seek help, get 

information, or clarify something that is not understood. 

3. Ask and answer questions about what a speaker says in 

order to gather additional information or clarify something 

that is not understood. 

3. Ask and answer questions about what a speaker says in 

order to clarify comprehension, gather additional 

information, or deepen understanding of a topic or issue. 

Presentation of Knowledge and Ideas 
4. Describe familiar people, places, things, and events and, 

with prompting and support, provide additional detail. 

4. Describe people, places, things, and events with relevant 

details, expressing ideas and feelings clearly. 

4. Tell a story or recount an experience with appropriate facts 

and relevant, descriptive details, speaking audibly in 

coherent sentences. 

5. Add drawings or other visual displays to descriptions as 

desired to provide additional detail. 

5. Add drawings or other visual displays to descriptions when 

appropriate to clarify ideas, thoughts, and feelings. 

5. Create audio recordings of stories or poems; add drawings 

or other visual displays to stories or recounts of 

experiences when appropriate to clarify ideas, thoughts, 

and feelings.  

6. Speak audibly and express thoughts, feelings, and ideas 

clearly.  

6. Produce complete sentences when appropriate to task and 

situation. (See grade 1 Language standards 1and 3 on page 

36 for specific expectations.) 

6. Produce complete sentences when appropriate to task and 

situation in order to provide requested detail or 

clarification. (See grade 2 Language standards 1 and 3 on 

page 36 for specific expectations.) 
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Speaking and Listening Standards K–5                  [SL] 

Grade 3 students: Grade 4 students: Grade 5 students: 

Comprehension and Collaboration 
1. Engage effectively in a range of collaborative discussions 

(one-on-one, in groups, and teacher-led) with diverse 
partners on grade 3 topics and texts, building on others’ ideas 
and expressing their own clearly. 
a. Come to discussions prepared, having read or studied 

required material; explicitly draw on that preparation 
and other information known about the topic to 
explore ideas under discussion. 

b. Follow agreed-upon rules for discussions (e.g., 
gaining the floor in respectful ways, listening to others 
with care, speaking one at a time about the topics and 
texts under discussion). 

c. Ask questions to check understanding of information 
presented, stay on topic, and link their comments to 
the remarks of others. 

d. Explain their own ideas and understanding in light of 
the discussion. 

e. Seek to understand and communicate with individuals 
from different cultural backgrounds. 

1. Engage effectively in a range of collaborative discussions 
(one-on-one, in groups, and teacher-led) with diverse 
partners on grade 4 topics and texts, building on others’ ideas 
and expressing their own clearly. 
a.    Come to discussions prepared, having read or studied 

required material; explicitly draw on that preparation 
and other information known about the topic to 
explore ideas under discussion. 

b. Follow agreed-upon rules for discussions and carry out 
assigned roles. 

c. Pose and respond to specific questions to clarify or 
follow up on information, and make comments that 
contribute to the discussion and link to the remarks of 
others. 

d. Review the key ideas expressed and explain their own 
ideas and understanding in light of the discussion. 

e. Seek to understand and communicate with individuals  
from different perspectives and cultural backgrounds. 

1. Engage effectively in a range of collaborative discussions 
(one-on-one, in groups, and teacher-led) with diverse 
partners on grade 5 topics and texts, building on others’ ideas 
and expressing their own clearly. 
a. Come to discussions prepared, having read or studied 

required material; explicitly draw on that preparation 
and other information known about the topic to 
explore ideas under discussion. 

b. Follow agreed-upon rules for discussions and carry 
out assigned roles. 

c. Pose and respond to specific questions by making 
comments that contribute to the discussion and 
elaborate on the remarks of others. 

d. Review the key ideas expressed and draw conclusions 
in light of information and knowledge gained from the 
discussions. 

e. Seek to understand and communicate with individuals 
from different perspectives and cultural backgrounds. 

f. Use their experience and their knowledge of language 
and logic, as well as culture, to think analytically, 
address problems creatively, and advocate 
persuasively. 

2. Determine the main ideas and supporting details of a text 
read aloud or information presented in diverse media and 
formats, including visually, quantitatively, and orally. 

2. Paraphrase portions of a text read aloud or information 
presented in diverse media and formats, including visually, 
quantitatively, and orally. 

2. Summarize a written text read aloud or information 
presented in diverse media and formats, including visually, 
quantitatively, and orally. 

3. Ask and answer questions about information from a 
speaker, offering appropriate elaboration and detail. 

4.  

3. Identify the reasons and evidence a speaker provides to 
support particular points. 

3. Summarize the points a speaker makes and explain how 
each claim is supported by reasons and evidence. 

Presentation of Knowledge and Ideas 
4. Report on a topic or text, tell a story, or recount an 

experience with appropriate facts and relevant, descriptive 
details, speaking clearly at an understandable pace. 

4. Report on a topic or text, tell a story, or recount an 
experience in an organized manner, using appropriate 
facts and relevant, descriptive details to support main 
ideas or themes; speak clearly at an understandable pace. 

4. Report on a topic or text or present an opinion, sequencing 
ideas logically and using appropriate facts and relevant, 
descriptive details to support main ideas or themes; speak 
clearly at an understandable pace. 

5. Create engaging audio recordings of stories or poems that 
demonstrate fluid reading at an understandable pace; add 
visual displays when appropriate to emphasize or enhance 
certain facts or details. 

 

5. Add audio recordings and visual displays to presentations 
when appropriate to enhance the development of main 
ideas or themes. 

5. Include multimedia components (e.g., graphics, sound) and 
visual displays in presentations when appropriate to enhance 
the development of main ideas or themes. 
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Grade 3 students: Grade 4 students: Grade 5 students: 

6. Speak in complete sentences when appropriate to task and 
situation in order to provide requested detail or 
clarification. (See grade 3 Language standards 1 and 3 on 
page 38 for specific expectations.) 

6. Differentiate between contexts that call for formal English 
(e.g., presenting ideas) and situations where informal 
discourse is appropriate (e.g., small-group discussion); use 
formal English when appropriate to task and situation. 
(See grade 4 Language standards 1 and 3 on page 38 for 
specific expectations.) 

6. Adapt speech to a variety of contexts and tasks, using 
formal English when appropriate to task and situation. (See 
grade 5 Language standards 1 and 3 on page 38 for specific 
expectations.) 
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College and Career Readiness Anchor Standards for Language  Note on range and content 

of student language use 

To build a foundation for college and career 

readiness in language, students must gain 

control over many conventions of standard 

English grammar, usage, and mechanics as 

well as learn other ways to use language to 

convey meaning effectively. They must also be 

able to determine or clarify the meaning of 

grade-appropriate words encountered through 

listening, reading, and media use; come to 

appreciate that words have non-literal 

meanings, shadings of meaning, and 

relationships to other words; and expand their 

vocabulary in the course of studying content. 

The inclusion of Language standards in their 

own strand should not be taken as an 

indication that skills related to conventions, 

effective language use, and vocabulary are 

unimportant to reading, writing, speaking, and 

listening; indeed, they are inseparable from 

such contexts. 

 

The K–5 standards on the following pages define what students should understand and be able to do by the 
end of each grade. They correspond to the College and Career Readiness (CCR) anchor standards below by number. 
The CCR and grade-specific standards are necessary complements—the former providing broad standards, 
the latter providing additional specificity—that together define the skills and understandings that all students 
must demonstrate. 

Conventions of Standard English 

1. Demonstrate command of the conventions of standard English grammar and usage when writing or 
speaking. 

2. Demonstrate command of the conventions of standard English capitalization, punctuation, and spelling 
when writing. 

Knowledge of Language 

3. Apply knowledge of language to understand how language functions in different contexts, to make 
effective choices for meaning or style, and to comprehend more fully when reading or listening.  

Vocabulary Acquisition and Use 

4. Determine or clarify the meaning of unknown and multiple-meaning words and phrases by using 
context clues, analyzing meaningful word parts, and consulting general and specialized reference 
materials, as appropriate. 

5. Demonstrate understanding of figurative language, word relationships and nuances in word meanings. 

6. Acquire and use accurately a range of general academic and domain-specific words and phrases sufficient 
for reading, writing, speaking, and listening at the college and career readiness level; demonstrate 
independence in gathering vocabulary knowledge when encountering an unknown term important to 
comprehension or expression. 
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Language Standards K–5                         [L] 
The following standards for grades K–5 offer a focus for instruction each year to help ensure that students gain adequate mastery of a range of skills and applications. Students 
advancing through the grades are expected to meet each year’s grade-specific standards and retain or further develop skills and understandings mastered in preceding grades. Beginning in grade 3, skills 
and understandings that are particularly likely to require continued attention in higher grades as they are applied to increasingly sophisticated writing and speaking are marked with 
an asterisk (*). See the table on page 31 for a complete list and Appendix A for an example of how these skills develop in sophistication.  

Kindergartners: Grade 1 students: Grade 2 students: 

Conventions of Standard English 
1. Demonstrate command of the conventions of standard 

English grammar and usage when writing or speaking. 
a. Print many upper- and lowercase letters. 
b. Use frequently occurring nouns and verbs. 
c. Form regular plural nouns orally by adding /s/ or 

/es/ (e.g., dog, dogs; wish, wishes). 
d. Understand and use question words (interrogatives) 

(e.g., who, what, where, when, why, how). 
e. Use the most frequently occurring prepositions (e.g., 

to, from, in, out, on, off, for, of, by, with). 
f. Produce and expand complete sentences in shared 

language activities. 
 

 

1. Demonstrate command of the conventions of standard 
English grammar and usage when writing or speaking. 
a. Print all upper- and lowercase letters. 
b. Use common, proper, and possessive nouns. 
c. Use singular and plural nouns with matching verbs in 

basic sentences (e.g., He hops; We hop). 
d. Use personal, possessive, and indefinite pronouns 

(e.g., I, me, my; they, them, their; anyone, everything). 
e. Use verbs to convey a sense of past, present, and future 

(e.g., Yesterday I walked home; Today I walk home; 
Tomorrow I will walk home). 

f. Use frequently occurring adjectives. 
g. Use frequently occurring conjunctions (e.g., and, but, 

or, so, because). 
h. Use determiners (e.g., articles, demonstratives). 
i. Use frequently occurring prepositions (e.g., during, 

beyond, toward). 
j. Produce and expand complete simple and compound 

declarative, interrogative, imperative, and 
exclamatory sentences in response to prompts. 

1. Demonstrate command of the conventions of standard 
English grammar and usage when writing or speaking. 
a. Use collective nouns (e.g., group). 
b. Form and use frequently occurring irregular plural 

nouns (e.g., feet, children, teeth, mice, fish). 
c. Use reflexive pronouns (e.g., myself, ourselves). 
d. Form and use the past tense of frequently occurring 

irregular verbs (e.g., sat, hid, told). 
e. Use adjectives and adverbs, and choose between them 

depending on what is to be modified. 
f. Produce, expand, and rearrange complete simple and 

compound sentences (e.g., The boy watched the movie; 
The little boy watched the movie; The action movie was 
watched by the little boy). 

2.    Demonstrate command of the conventions of standard 
English capitalization, punctuation, and spelling when 
writing. 
a. Capitalize the first word in a sentence and the 

pronoun I. 
b. Recognize and name end punctuation. 
c. Write a letter or letters for most consonant and short-

vowel sounds (phonemes). 
d. Spell simple words phonetically, drawing on 

knowledge of sound-letter relationships. 

2.    Demonstrate command of the conventions of standard 
English capitalization, punctuation, and spelling when 
writing. 
a. Capitalize dates and names of people. 
b. Use end punctuation for sentences. 
c. Use commas in dates and to separate single words in a 

series. 
d. Use conventional spelling for words with common 

spelling patterns and for frequently occurring 
irregular words. 

e. Spell untaught words phonetically, drawing on 
phonemic awareness and spelling conventions. 

2. Demonstrate command of the conventions of standard 
English capitalization, punctuation, and spelling when 
writing. 
a. Capitalize holidays, product names, and geographic 

names. 
b. Use commas in greetings and closings of letters. 
c. Use an apostrophe to form contractions and frequently 

occurring possessives. 
d. Generalize learned spelling patterns when writing 

words (e.g., cage ĺ badge; boy ĺ boil). 
e. Consult reference materials, including beginning 

dictionaries, as needed to check and correct spellings. 

Knowledge of Language 
3. (Begins in grade 2) 3. (Begins in grade 2) 

 
3.    Use knowledge of language and its conventions when 

writing, speaking, reading, or listening. 
a. Compare formal and informal uses of English. 
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Language Standards K–5                      [L] 
Kindergartners: Grade 1 students: Grade 2 students: 

Vocabulary Acquisition and Use 
4. Determine or clarify the meaning of unknown and 

multiple-meaning words and phrases based on kindergarten 
reading and content. 
a. Identify new meanings for familiar words and apply 

them accurately (e.g., knowing duck is a bird and 
learning the verb to duck). 

b. Use the most frequently occurring inflections and 
affixes (e.g., -ed, -s, re-, un-, pre-, -ful, -less) as a clue 
to the meaning of an unknown word. 

 

4. Determine or clarify the meaning of unknown and 
multiple-meaning words and phrases based on grade 1 
reading and content, choosing flexibly from an array of 
strategies. 
a. Use sentence-level context as a clue to the meaning of 

a word or phrase. 
b. Use frequently occurring affixes as a clue to the 

meaning of a word. 
c. Identify frequently occurring root words (e.g., look) 

and their inflectional forms (e.g., looks, looked, 
looking). 
 

4. Determine or clarify the meaning of unknown and multiple-
meaning words and phrases based on grade 2 reading and 
content, choosing flexibly from an array of strategies. 
a. Use sentence-level context as a clue to the meaning of a 

word or phrase. 
b. Determine the meaning of the new word formed when 

a known prefix is added to a known word (e.g., 
happy/unhappy, tell/retell). 

c. Use a known root word as a clue to the meaning of an 
unknown word with the same root (e.g., addition, 
additional). 

d. Use knowledge of the meaning of individual words to 
predict the meaning of compound words (e.g., 
birdhouse, lighthouse, housefly; bookshelf, notebook, 
bookmark). 

e. Use glossaries and beginning dictionaries, both print 
and digital, to determine or clarify the meaning of 
words and phrases. 

5. With guidance and support from adults, explore word 
relationships and nuances in word meanings. 
a. Sort common objects into categories (e.g., shapes, 

foods) to gain a sense of the concepts the categories 
represent. 

b. Demonstrate understanding of frequently occurring 
verbs and adjectives by relating them to their 
opposites (antonyms). 

c. Identify real-life connections between words and their 
use (e.g., note places at school that are colorful). 

d. Distinguish shades of meaning among verbs describing 
the same general action (e.g., walk, march, strut, 
prance) by acting out the meanings. 
 

5. With guidance and support from adults, demonstrate 
understanding of word relationships and nuances in word 
meanings. 
a. Sort words into categories (e.g., colors, clothing) to 

gain a sense of the concepts the categories represent. 
b. Define words by category and by one or more key 

attributes (e.g., a duck is a bird that swims; a tiger is a 
large cat with stripes). 

c. Identify real-life connections between words and their 
use (e.g., note places at home that are cozy). 

d. Distinguish shades of meaning among verbs differing 
in manner (e.g., look, peek, glance, stare, glare, scowl) 
and adjectives differing in intensity (e.g., large, 
gigantic) by defining or choosing them or by acting out 
the meanings. 

5. Demonstrate understanding of word relationships and 
nuances in word meanings. 
a. Identify real-life connections between words and their 

use (e.g., describe foods that are spicy or juicy). 
b. Distinguish shades of meaning among closely related 

verbs (e.g., toss, throw, hurl) and closely related 
adjectives (e.g., thin, slender, skinny, scrawny). 

6. Use words and phrases acquired through conversations, 
reading and being read to, and responding to texts. 

6. Use words and phrases acquired through conversations, 
reading and being read to, and responding to texts, 
including using frequently occurring conjunctions to signal 
simple relationships (e.g., because). 

6. Use words and phrases acquired through conversations, 
reading and being read to, and responding to texts, 
including using adjectives and adverbs to describe (e.g., 
When other kids are happy that makes me happy). 
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Language Standards K–5                      [L] 
Grade 3 students: Grade 4 students: Grade 5 students: 

Conventions of Standard English 
1. Demonstrate command of the conventions of standard 

English grammar and usage when writing or speaking. 
a. Explain the function of nouns, pronouns, verbs, 

adjectives, and adverbs in general and their functions 
in particular sentences. 

b. Form and use regular and irregular plural nouns. 
c. Use abstract nouns (e.g., childhood). 
d. Form and use regular and irregular verbs. 
e. Form and use the simple (e.g., I walked; I walk; I will 

walk) verb tenses. 
f. Ensure subject-verb and pronoun-antecedent 

agreement.* 
g. Form and use comparative and superlative adjectives 

and adverbs, and choose between them depending on 
what is to be modified. 

h. Use coordinating and subordinating conjunctions. 
i. Produce simple, compound, and complex sentences. 

1. Demonstrate command of the conventions of standard 
English grammar and usage when writing or speaking. 
a. Use relative pronouns (who, whose, whom, which, that) 

and relative adverbs (where, when, why). 
b. Form and use the progressive (e.g., I was walking; I am 

walking; I will be walking) verb tenses.�
c. Use modal auxiliaries (e.g., can, may, must) to convey 

various conditions.�
d. Order adjectives within sentences according to 

conventional patterns (e.g., a small red bag rather than 
a red small bag). 

e. Form and use prepositional phrases. 
f. Produce complete sentences, recognizing and 

correcting inappropriate fragments and run-ons.* 
g. Correctly use frequently confused words (e.g., to, too, 

two; there, their).*�
�

1. Demonstrate command of the conventions of standard 
English grammar and usage when writing or speaking. 
a. Explain the function of conjunctions, prepositions, and 

interjections in general and their function in particular 
sentences. 

b. Form and use the perfect (e.g., I had walked; I have 
walked; I will have walked) verb tenses. 

c. Use verb tense to convey various times, sequences, 
states, and conditions. 

d. Recognize and correct inappropriate shifts in verb 
tense.* 

e. Use correlative conjunctions (e.g., either/or, 
neither/nor). 

 

 

2. Demonstrate command of the conventions of standard 
English capitalization, punctuation, and spelling when 
writing. 
a. Capitalize appropriate words in titles. 
b. Use commas in addresses. 
c. Use commas and quotation marks in dialogue. 
d. Form and use possessives. 
e. Use conventional spelling for high-frequency and 

other studied words and for adding suffixes to base 
words (e.g., sitting, smiled, cries, happiness). 

f. Use spelling patterns and generalizations (e.g., word 
families, position-based spellings, syllable patterns, 
ending rules, meaningful word parts) in writing 
words. 

g. Consult reference materials, including beginning 
dictionaries, as needed to check and correct spellings. 

2. Demonstrate command of the conventions of standard 
English capitalization, punctuation, and spelling when 
writing. 
a. Use correct capitalization. 
b. Use commas and quotation marks to mark direct 

speech and quotations from a text. 
c. Use a comma before a coordinating conjunction in a 

compound sentence. 
d. Spell grade-appropriate words correctly, consulting 

references as needed. 
 

2. Demonstrate command of the conventions of standard 
English capitalization, punctuation, and spelling when 
writing. 
a. Use punctuation to separate items in a series.* 
b. Use a comma to separate an introductory element from 

the rest of the sentence. 
c. Use a comma to set off the words yes and no (e.g., Yes, 

thank you), to set off a tag question from the rest of the 
sentence (e.g., It’s true, isn’t it?), and to indicate direct 
address (e.g., Is that you, Steve?). 

d. Use underlining, quotation marks, or italics to indicate 
titles of works. 

e. Spell grade-appropriate words correctly, consulting 
references as needed. 

 

Knowledge of Language 

3. Use knowledge of language and its conventions when 
writing, speaking, reading, or listening. 

a. Choose words and phrases for effect.* 

b. Recognize and observe differences between the 
conventions of spoken and written standard English. 

3. Use knowledge of language and its conventions when 
writing, speaking, reading, or listening. 
a. Choose words and phrases to convey ideas precisely.* 
b. Choose punctuation for effect.* 
c. Differentiate between contexts that call for formal 

English (e.g., presenting ideas) and situations where 
informal discourse is appropriate (e.g., small-group 
discussion).  

3. Use knowledge of language and its conventions when 
writing, speaking, reading, or listening. 
a. Expand, combine, and reduce sentences for meaning, 

reader/listener interest, and style. 
b. Compare and contrast the varieties of English (e.g., 

dialects, registers) used in stories, dramas, or poems. 
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Language Standards K–5                         [L] 

Grade 3 students: Grade 4 students: Grade 5 students: 
Vocabulary Acquisition and Use 
4. Determine or clarify the meaning of unknown and multiple-

meaning word and phrases based on grade 3 reading and 
content, choosing flexibly from a range of strategies. 
a. Use sentence-level context as a clue to the meaning of 

a word or phrase. 
b. Determine the meaning of the new word formed 

when a known affix is added to a known word (e.g., 
agreeable/disagreeable, comfortable/uncomfortable, 
care/careless, heat/preheat). 

c. Use a known root word as a clue to the meaning of an 
unknown word with the same root (e.g., company, 
companion). 

d. Use glossaries or beginning dictionaries, both print 
and digital, to determine or clarify the precise 
meaning of key words and phrases. 

4. Determine or clarify the meaning of unknown and 
multiple-meaning words and phrases based on grade 4 
reading and content, choosing flexibly from a range of 
strategies. 
a. Use context (e.g., definitions, examples, or 

restatements in text) as a clue to the meaning of a 
word or phrase. 

b. Use common, grade-appropriate Greek and Latin 
affixes and roots as clues to the meaning of a word 
(e.g., telegraph, photograph, autograph). 

c. Consult reference materials (e.g., dictionaries, 
glossaries, thesauruses), both print and digital, to find 
the pronunciation and determine or clarify the precise 
meaning of key words and phrases. 

4. Determine or clarify the meaning of unknown and multiple-
meaning words and phrases based on grade 5 reading and 
content, choosing flexibly from a range of strategies. 
a. Use context (e.g., cause/effect relationships and 

comparisons in text) as a clue to the meaning of a word 
or phrase. 

b. Use common, grade-appropriate Greek and Latin 
affixes and roots as clues to the meaning of a word 
(e.g., photograph, photosynthesis). 

c. Consult reference materials (e.g., dictionaries, 
glossaries, thesauruses), both print and digital, to find 
the pronunciation and determine or clarify the precise 
meaning of key words and phrases. 

5. Demonstrate understanding of word relationships and 
nuances in word meanings. 
a. Distinguish the literal and nonliteral meanings of 

words and phrases in context (e.g., take steps). 
b. Identify real-life connections between words and 

their use (e.g., describe people who are friendly or 
helpful). 

c. Distinguish shades of meaning among related words 
that describe states of mind or degrees of certainty 
(e.g., knew, believed, suspected, heard, wondered). 

5. Demonstrate understanding of figurative language, word 
relationships, and nuances in word meanings. 
a. Explain the meaning of simple similes and metaphors 

(e.g., as pretty as a picture) in context. 
b. Recognize and explain the meaning of common 

idioms, adages, and proverbs. 
c. Demonstrate understanding of words by relating 

them to their opposites (antonyms) and to words 
with similar but not identical meanings (synonyms).     

5. Demonstrate understanding of figurative language, word 
relationships, and nuances in word meanings. 
a. Interpret figurative language, including similes and 

metaphors, in context. 
b. Recognize and explain the meaning of common idioms, 

adages, and proverbs. 
c. Use the relationship between particular words (e.g., 

synonyms, antonyms, homographs) to better 
understand each of the words. 

6. Acquire and use accurately grade-appropriate 
conversational, general academic, and domain-specific 
words and phrases, including those that signal spatial and 
temporal relationships (e.g., After dinner that night we went 
looking for them). 

6. Acquire and use accurately grade-appropriate general 
academic and domain-specific words and phrases, including 
those that signal precise actions, emotions, or states of 
being (e.g., quizzed, whined, stammered) and that are basic to 
a particular topic (e.g., wildlife, conservation, and endangered 
when discussing animal preservation). 

6.   Acquire and use accurately grade-appropriate general 
academic and domain-specific words and phrases, including 
those that signal contrast, addition, and other logical 
relationships (e.g., however, although, nevertheless, similarly, 
moreover, in addition). 
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Language Progressive Skills, by Grade 
The following skills, marked with an asterisk (*) in Language standards 1–3, are particularly likely to require 

continued attention in higher grades as they are applied to increasingly sophisticated writing and speaking. 
 

Grade(s)  
Standard 3 4 5 6 7 8 9– 

10 
11– 
12 

L.3.1f. Ensure subject-verb and pronoun-antecedent agreement.         
L.3.3a. Choose words and phrases for effect.         
L.4.1f. Produce complete sentences, recognizing and correcting 
inappropriate fragments and run-ons. 

        

L.4.1g. Correctly use frequently confused words (e.g., to/too/two; 
there/their). 

        

L.4.3a. Choose words and phrases to convey ideas precisely.*         
L.4.3b. Choose punctuation for effect.         
L.5.1d. Recognize and correct inappropriate shifts in verb tense.         
L.5.2a. Use punctuation to separate items in a series.†         
L.6.1c. Recognize and correct inappropriate shifts in pronoun 
number and person. 

        

L.6.1d. Recognize and correct vague pronouns (i.e., ones with 
unclear or ambiguous antecedents). 

        

L.6.1e. Recognize variations from standard English in their own 
and others’ writing and speaking, and identify and use strategies to 
improve expression in conventional language. 

        

L.6.2a. Use punctuation (commas, parentheses, dashes) to set off 
nonrestrictive/parenthetical elements. 

        

L.6.3a. Vary sentence patterns for meaning, reader/listener 
interest, and style.‡ 

        

L.6.3b. Maintain consistency in style and tone.         
L.7.1c. Place phrases and clauses within a sentence, recognizing 
and correcting misplaced and dangling modifiers. 

        

L.7.3a. Choose language that expresses ideas precisely and 
concisely, recognizing and eliminating wordiness and redundancy. 

        

L.8.1d. Recognize and correct inappropriate shifts in verb voice 
and mood. 

        

L.9–10.1a. Use parallel structure.         
 

* Subsumed by L.7.3a 
† Subsumed by L.9–10.1a 
‡ Subsumed by L.11–12.3a
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Standard 10: Range, Quality, and Complexity of Student Reading K–5 

 
Measuring Text Complexity: Three Factors 

 
 

Qualitative evaluation of the text: Levels of meaning, structure, language conventionality and clarity, and knowledge demands 

Quantitative evaluation of the text: Readability measures and other scores of text complexity 

Matching reader to text and task: Reader variables (such as motivation, knowledge, and experiences) and task variables (such as 
purpose and the complexity generated by the task assigned and the questions posed) 

 
Note: More detailed information on text complexity and how it is measured is contained in Appendix A. 

 
 
 

Range of Text Types for K–5 
Students in K–5 apply the Reading standards to the following range of text types, with texts selected from a broad range of cultures and periods. 

  Literature Informational Text 
Stories Dramas Poetry Literary Nonfiction and Historical, Scientific, and Technical Texts 

Includes children’s adventure 
stories, folktales, legends, fables, 
fantasy, realistic fiction, and myth 

Includes staged dialogue and 
brief familiar scenes 

Includes nursery rhymes and the subgenres of 
the narrative poem, limerick, and free verse 
poem 

Includes biographies and autobiographies; books about history, social studies, 
science, and the arts; technical texts, including directions, forms, and 
information displayed in graphs, charts, or maps; and digital sources on a 
range of topics 
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 *  Read-aloud 
 ** Read-along Texts Illustrating the Complexity, Quality, and Range of Student Reading K–5 

 
Literature: Stories, Drama, Poetry Informational Texts: Literary Nonfiction and  

Historical, Scientific, and Technical Texts 

K1 � Over in the Meadow by John Langstaff (traditional) (c1800)* 
� A Boy, a Dog, and a Frog by Mercer Mayer (1967) 
� A Story, A Story by Gail E. Haley (1970)* 
� Pancakes for Breakfast by Tomie DePaola (1978)  
� Kitten’s First Full Moon by Kevin Henkes (2004)* 

� My Five Senses by Aliki (1962)** 
� Truck by Donald Crews (1980) 
� I Read Signs by Tana Hoban (1987) 
� What Do You Do With a Tail Like This? by Steve Jenkins and Robin Page (2003)* 
� Amazing Whales! by Sarah L. Thomson (2005)* 
 

11 � “Mix a Pancake” by Christina G. Rossetti (1893)** 
� Mr. Popper’s Penguins by Richard Atwater (1938)* 
� Little Bear by Else Holmelund Minarik, illustrated by Maurice Sendak (1957)** 
� Frog and Toad Together by Arnold Lobel (1971)** 
� Hi! Fly Guy by Tedd Arnold (2006) 

 

� A Tree Is a Plant by Clyde Robert Bulla, illustrated by Stacey Schuett (1960)** 
� Starfish by Edith Thacher Hurd (1962) 
� Follow the Water from Brook to Ocean by Arthur Dorros (1991)** 
� From Seed to Pumpkin by Wendy Pfeffer, illustrated by James Graham Hale (2004)* 
� How People Learned to Fly by Fran Hodgkins and True Kelley (2007)* 
 

2–3 � “Who Has Seen the Wind?” by Christina G. Rossetti (1893) 
� Charlotte’s Web by E. B. White (1952)* 
� Sarah, Plain and Tall by Patricia MacLachlan (1985) 
� Tops and Bottoms by Janet Stevens (1995) 
� Poppleton in Winter by Cynthia Rylant, illustrated by Mark Teague (2001) 

 

� A Medieval Feast by Aliki (1983) 
� From Seed to Plant by Gail Gibbons (1991) 
� The Story of Ruby Bridges by Robert Coles (1995)* 
� A Drop of Water: A Book of Science and Wonder by Walter Wick (1997) 
� Moonshot: The Flight of Apollo 11 by Brian Floca (2009) 

4–5 � Alice’s Adventures in Wonderland by Lewis Carroll (1865) 
� “Casey at the Bat” by Ernest Lawrence Thayer (1888) 
� The Black Stallion by Walter Farley (1941)  
� “Zlateh the Goat” by Isaac Bashevis Singer (1984) 
� Where the Mountain Meets the Moon by Grace Lin (2009) 

� Discovering Mars: The Amazing Story of the Red Planet by Melvin Berger (1992) 
� Hurricanes: Earth’s Mightiest Storms by Patricia Lauber (1996) 
� A History of US by Joy Hakim (2005) 
� Horses by Seymour Simon (2006) 
� Quest for the Tree Kangaroo: An Expedition to the Cloud Forest of New Guinea by Sy 

Montgomery (2006) 

 
Note:  Given space limitations, the illustrative texts listed above are meant only to show individual titles that are representative of a wide range of topics and genres. (See Appendix B for excerpts 

of these and other texts illustrative of K–5 text complexity, quality, and range.) At a curricular or instructional level, within and across grade levels, texts need to be selected around topics 
or themes that generate knowledge and allow students to study those topics or themes in depth. On the next page is an example of progressions of texts building knowledge across grade 
levels. 

 
 
 
 
 
1Children at the kindergarten and grade 1 levels should be expected to read texts independently that have been specifically written to correlate to their reading level and their word knowledge. Many 
of the titles listed above are meant to supplement carefully structured independent reading with books to read along with a teacher or that are read aloud to students to build knowledge and cultivate 
a joy in reading. 
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Staying on Topic Within a Grade and Across Grades: 
How to Build Knowledge Systematically in English Language Arts K–5 

Building knowledge systematically in English language arts is like giving children various pieces of a puzzle in each grade that, over time, will form one big picture. At a curricular or 
instructional level, texts—within and across grade levels—need to be selected around topics or themes that systematically develop the knowledge base of students. Within a grade 
level, there should be an adequate number of titles on a single topic that would allow children to study that topic for a sustained period. The knowledge children have learned about 
particular topics in early grade levels should then be expanded and developed in subsequent grade levels to ensure an increasingly deeper understanding of these topics. Children in the 
upper elementary grades will generally be expected to read these texts independently and reflect on them in writing. However, children in the early grades (particularly K–2) should 
participate in rich, structured conversations with an adult in response to the written texts that are read aloud, orally comparing and contrasting as well as analyzing and synthesizing, in 
the manner called for by the Standards. 

Preparation for reading complex informational texts should begin at the very earliest elementary school grades. What follows is one example that uses domain-specific nonfiction titles 
across grade levels to illustrate how curriculum designers and classroom teachers can infuse the English language arts block with rich, age-appropriate content knowledge and 
vocabulary in history/social studies, science, and the arts. Having students listen to informational read-alouds in the early grades helps lay the necessary foundation for students’ 
reading and understanding of increasingly complex texts on their own in subsequent grades.  

Exemplar Texts on a Topic 
Across Grades K 1 2–3 4–5 

The Human Body 

Students can begin learning about 
the human body starting in 
kindergarten and then review and 
extend their learning during each 
subsequent grade. 

 

The five senses and associated body 
parts 
� My Five Senses by Aliki (1989) 
� Hearing by Maria Rius (1985) 
� Sight by Maria Rius (1985) 
� Smell by Maria Rius (1985) 
� Taste by Maria Rius (1985) 
� Touch by Maria Rius (1985) 

Taking care of your body: 
Overview (hygiene, diet, exercise, 
rest) 
� My Amazing Body: A First Look at 

Health & Fitness by Pat Thomas 
(2001) 

� Get Up and Go! by Nancy Carlson 
(2008) 

� Go Wash Up by Doering Tourville 
(2008) 

� Sleep by Paul Showers (1997) 
� Fuel the Body by Doering 

Tourville (2008) 

Introduction to the systems of 
the human body and associated 
body parts 
� Under Your Skin: Your Amazing 

Body by Mick Manning (2007) 
� Me and My Amazing Body by 

Joan Sweeney (1999) 
� The Human Body by Gallimard 

Jeunesse (2007) 
� The Busy Body Book by Lizzy 

Rockwell (2008) 
� First Encyclopedia of the Human 

Body by Fiona Chandler (2004) 

Taking care of your body: 
Germs, diseases, and preventing 
illness 
� Germs Make Me Sick by Marilyn 

Berger (1995) 
� Tiny Life on Your Body by 

Christine Taylor-Butler (2005) 
� Germ Stories by Arthur 

Kornberg (2007) 
� All About Scabs by 

GenichiroYagu (1998) 

Digestive and excretory systems  
� What Happens to a Hamburger by Paul 

Showers (1985) 
� The Digestive System by Christine Taylor-

Butler (2008) 
� The Digestive System by Rebecca L. 

Johnson (2006) 
� The Digestive System by Kristin Petrie 

(2007) 

Taking care of your body: Healthy eating 
and nutrition 
� Good Enough to Eat by Lizzy Rockwell 

(1999) 
� Showdown at the Food Pyramid by Rex 

Barron (2004)  

Muscular, skeletal, and nervous systems 
� The Mighty Muscular and Skeletal Systems 

Crabtree Publishing (2009) 
� Muscles by Seymour Simon (1998) 
� Bones by Seymour Simon (1998) 
� The Astounding Nervous System Crabtree 

Publishing (2009) 
� The Nervous System by Joelle Riley (2004) 

Circulatory system 
� The Heart by Seymour Simon (2006) 
� The Heart and Circulation by Carol 

Ballard (2005) 
� The Circulatory System by Kristin Petrie 

(2007) 
� The Amazing Circulatory System by John 

Burstein (2009) 

Respiratory system 
� The Lungs by Seymour Simon (2007) 
� The Respiratory System by Susan Glass 

(2004) 
� The Respiratory System by Kristin Petrie 

(2007) 
� The Remarkable Respiratory System by 

John Burstein (2009) 

Endocrine system 
� The Endocrine System by Rebecca Olien 

(2006) 
� The Exciting Endocrine System by John 

Burstein (2009) 
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College and Career Readiness Anchor Standards for Reading Note on range and content 
of student reading 
To become college and career ready, students 

must grapple with works of exceptional craft and 

thought whose range extends across genres, 

cultures, and centuries. Such works offer 

profound insights into the human condition and 

serve as models for students’ own thinking and 

writing. Along with high-quality contemporary 

works, these texts should be chosen from 

among seminal U.S. documents, the classics of 

American literature, and the timeless dramas of 

Shakespeare. Through wide and deep reading of 

literature and literary nonfiction of steadily 

increasing sophistication, students gain a 

reservoir of literary and cultural knowledge, 

references, and images; the ability to evaluate 

intricate arguments; and the capacity to 

surmount the challenges posed by complex 

texts. 

The grades 6–12 standards on the following pages define what students should understand and be able to do by the end of 
each grade. They correspond to the College and Career Readiness (CCR) anchor standards below by number. The CCR and 
grade-specific standards are necessary complements—the former providing broad standards, the latter 
providing additional specificity—that together define the skills and understandings that all students must demonstrate. 

Key Ideas and Details  

1. Read closely to determine what the text says explicitly and to make logical inferences from it; cite specific textual 
evidence when writing or speaking to support conclusions drawn from the text. 

2. Determine central ideas or themes of a text and analyze their development; summarize the key supporting details 
and ideas. 

3. Analyze how and why individuals, events, and ideas develop and interact over the course of a text. 

Craft and Structure 

4. Interpret words and phrases as they are used in a text, including determining technical, connotative, and figurative 
meanings, and analyze how specific word choices shape meaning or tone. 

5. Analyze the structure of texts, including how specific sentences, paragraphs, and larger portions of the text (e.g., a 
section, chapter, scene, or stanza) relate to each other and the whole. 

6. Assess how point of view or purpose shapes the content and style of a text. 

Integration of Knowledge and Ideas 

7. Integrate and evaluate content presented in diverse formats and media, including visually and quantitatively, as well 
as in words.* 

8. Delineate and evaluate the argument and specific claims in a text, including the validity of the reasoning as well as 
the relevance and sufficiency of the evidence.  

9. Analyze how two or more texts address similar themes or topics in order to build knowledge or to compare the 
approaches the authors take.   

Range of Reading and Level of Text Complexity  

10. Read and comprehend complex literary and informational texts independently and proficiently. 

Responding to Literature 

11.   Respond to literature by employing knowledge of literary language, textual features, and forms to read and 
comprehend, reflect upon, and interpret literary texts from a variety of genres and a wide spectrum of American 
and world cultures.   

*Please see “Research to Build Knowledge” in Writing and “Comprehension and Collaboration” in Speaking and Listening for additional standards 

relevant to gathering, assessing, and applying information from print and digital sources. 
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Reading Standards for Literature 6–12                  [RL] 

The following standards offer a focus for instruction each year and help ensure that students gain adequate exposure to a range of texts and tasks. Rigor is also infused through the 

requirement that students read increasingly complex texts through the grades. Students advancing through the grades are expected to meet each year’s grade-specific standards and retain or 
further develop skills and understandings mastered in preceding grades. 

Grade 6 students: Grade 7 students: Grade 8 students: 

Key Ideas and Details 
1. Cite textual evidence to support analysis of what the text 

says explicitly as well as inferences drawn from the text. 

1. Cite several pieces of textual evidence to support analysis of 

what the text says explicitly as well as inferences drawn 

from the text. 

1. Cite the textual evidence that most strongly supports an 

analysis of what the text says explicitly as well as inferences 

drawn from the text. 

2. Determine a theme or central idea of a text and how it is 

conveyed through particular details; provide a summary of 

the text distinct from personal opinions or judgments. 

2. Determine a theme or central idea of a text and analyze its 

development over the course of the text; provide an 

objective summary of the text. 

2. Determine a theme or central idea of a text and analyze its 

development over the course of the text, including its 

relationship to the characters, setting, and plot; provide an 

objective summary of the text. 

3. Describe how a particular story’s or drama’s plot unfolds in 

a series of episodes as well as how the characters respond or 

change as the plot moves toward a resolution. 

3. Analyze how particular elements of a story or drama 

interact (e.g., how setting shapes the characters or plot). 

3. Analyze how particular lines of dialogue or incidents in a story 

or drama propel the action, reveal aspects of a character, or 

provoke a decision. 

Craft and Structure 
4. Determine the meaning of words and phrases as they are 

used in a text, including figurative and connotative 

meanings; analyze the impact of a specific word choice on 

meaning and tone. 

4. Determine the meaning of words and phrases as they are 

used in a text, including figurative and connotative 

meanings; analyze the impact of rhymes and other 

repetitions of sounds (e.g., alliteration) on a specific verse 

or stanza of a poem or section of a story or drama.  

4. Determine the meaning of words and phrases as they are used 

in a text, including figurative and connotative meanings; 

analyze the impact of specific word choices on meaning and 

tone, including analogies or allusions to other texts. 

5. Analyze how a particular sentence, chapter, scene, or 

stanza fits into the overall structure of a text and 

contributes to the development of the theme, setting, or 

plot. 

5. Analyze how a drama’s or poem’s form or structure (e.g., 

soliloquy, sonnet) contributes to its meaning. 

5. Compare and contrast the structure of two or more texts and 

analyze how the differing structure of each text contributes to 

its meaning and style. 

6. Explain how an author develops the point of view of the 

narrator or speaker in a text.  

a. Explain how an author’s geographic location or culture 

affects his or her perspective.    

6. Analyze how an author develops and contrasts the points of 

view of different characters or narrators in a text.  

a. Analyze stories, drama, or poems by authors who 

represent diverse world cultures.  

6. Analyze how differences in the points of view of the characters 

and the audience or reader (e.g., created through the use of 

dramatic irony) create such effects as suspense or humor.  

a. Analyze full-length novels, short stories, poems, and other 

genres by authors who represent diverse world cultures.      

Integration of Knowledge and Ideas 
7. Compare and contrast the experience of reading a story, 

drama, or poem to listening to or viewing an audio, video, 

or live version of the text, including contrasting what they 

“see” and “hear” when reading the text to what they 

perceive when they listen or watch. 

7. Compare and contrast a written story, drama, or poem to 

its audio, filmed, staged, or multimedia version, analyzing 

the effects of techniques unique to each medium (e.g., 

lighting, sound, color, or camera focus and angles in a 

film).  

7. Analyze the extent to which a filmed or live production of a 

story or drama stays faithful to or departs from the text or 

script, evaluating the choices made by the director or actors. 

8. (Not applicable to literature) 8. (Not applicable to literature) 8. (Not applicable to literature) 
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Reading Standards for Literature 6–12                  [RL] 
 

Grade 6 students: Grade 7 students: Grade 8 students: 

Integration of Knowledge and Ideas 
9. Compare and contrast texts in different forms or genres 

(e.g., stories and poems; historical novels and fantasy 
stories) in terms of their approaches to similar themes and 
topics. 

9. Compare and contrast a fictional portrayal of a time, place, 
or character and a historical account of the same period as a 
means of understanding how authors of fiction use or alter 
history. 

9. Analyze how a modern work of fiction draws on themes, 
patterns of events, or character types from myths, traditional 
stories, or religious works such as the Bible, including 
describing how the material is rendered new.  

Range of Reading and Level of Text Complexity 

10. By the end of the year, read and comprehend literature, 
including stories, dramas, and poems, in the grades 6–8 
text complexity band proficiently, with scaffolding as 
needed at the high end of the range. 

Responding to Literature 
   11.   Recognize, interpret, and make connections in narratives, 

poetry, and drama, ethically and artistically to other texts, 
ideas, cultural perspectives, eras, personal events, and 
situations. 

          a. Self-select text based on personal preferences.  
          b. Use established criteria to classify, select, and evaluate 

texts to make informed judgments about the quality of the 
pieces. 

 

10.  By the end of the year, read and comprehend literature, 
including stories, dramas, and poems, in the grades 6–8 
text complexity band proficiently, with scaffolding as 
needed at the high end of the range.   

Responding to Literature 
11.  Recognize, interpret, and make connections in narratives,     
        poetry, and drama, ethically and artistically to other texts, 

ideas, cultural perspectives, eras, personal events, and 
situations. 

        a. Self-select text based on personal preferences.  
        b. Use established criteria to classify, select, and evaluate      
        texts to make informed judgments about the quality of the   
        pieces. 

10.  By the end of the year, read and comprehend literature, 
including stories, dramas, and poems, at the high end of 
grades 6–8 text complexity band independently and 
proficiently. 

Responding to Literature 
11.   Interpret, analyze, and evaluate narratives, poetry, and 
        drama, artistically and ethically by making connections to: 

other texts, ideas, cultural perspectives, eras, personal 
events, and situations. 

        a. Self-select text to develop personal preferences. 
        b. Establish and use criteria to classify, select, and evaluate 

texts to make informed judgments about the quality of the 
pieces. 
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Reading Standards for Literature 6–12                  [RL] 
The CCR anchor standards and high school grade-specific standards work in tandem to define college and career readiness expectations—the former providing broad standards, the 
latter providing additional specificity. 

Grades 9–10 students: Grades 11–12 students: 

Key Ideas and Details 
1. Cite strong and thorough textual evidence to support analysis of what the text says explicitly as 

well as inferences drawn from the text.  
1. Cite strong and thorough textual evidence to support analysis of what the text says explicitly as 

well as inferences drawn from the text, including determining where the text leaves matters 
uncertain. 

2. Determine a theme or central idea of a text and analyze in detail its development over the course 
of the text, including how it emerges and is shaped and refined by specific details; provide an 
objective summary of the text. 

2. Determine two or more themes or central ideas of a text and analyze their development over 
the course of the text, including how they interact and build on one another to produce a 
complex account; provide an objective summary of the text.  

3. Analyze how complex characters (e.g., those with multiple or conflicting motivations) develop 
over the course of a text, interact with other characters, and advance the plot or develop the 
theme. 

3. Analyze the impact of the author’s choices regarding how to develop and relate elements of a 
story or drama (e.g., where a story is set, how the action is ordered, how the characters are 
introduced and developed). 

Craft and Structure 
4. Determine the meaning of words and phrases as they are used in the text, including figurative 

and connotative meanings; analyze the cumulative impact of specific word choices on meaning 
and tone (e.g., how the language evokes a sense of time and place; how it sets a formal or 
informal tone). 

4. Determine the meaning of words and phrases as they are used in the text, including figurative 
and connotative meanings; analyze the impact of specific word choices on meaning and tone, 
including words with multiple meanings or language that is particularly fresh, engaging, or 
beautiful. (Include Shakespeare as well as other authors.) 

5. Analyze how an author’s choices concerning how to structure a text, order events within it 
(e.g., parallel plots), and manipulate time (e.g., pacing, flashbacks) create such effects as 
mystery, tension, or surprise. 

5. Analyze how an author’s choices concerning how to structure specific parts of a text (e.g., the 
choice of where to begin or end a story, the choice to provide a comedic or tragic resolution) 
contribute to its overall structure and meaning as well as its aesthetic impact.  

6. Analyze a particular point of view or cultural experience reflected in a work of literature from 
outside the United States, drawing on a wide reading of world literature.  

6. Analyze a case in which grasping point of view requires distinguishing what is directly stated in 
a text from what is really meant (e.g., satire, sarcasm, irony, or understatement).  

Integration of Knowledge and Ideas 
7.    Analyze the representation of a subject or a key scene in two different artistic mediums, including 

what is emphasized or absent in each treatment (e.g., Auden’s “Musée des Beaux Arts” and 
Breughel’s Landscape with the Fall of Icarus).   

        a. Analyze works by authors or artists who represent diverse world cultures.  

7. Analyze multiple interpretations of a story, drama, or poem (e.g., recorded or live production 
of a play or recorded novel or poetry), evaluating how each version interprets the source text. 
(Include at least one play by Shakespeare and one play by an American dramatist.)  
a. Analyze multiple interpretations of full-length works by authors who represent diverse world 
cultures.        

8.    (Not applicable to literature) 8. (Not applicable to literature) 

9.    Analyze how an author draws on and transforms source material in a specific work (e.g., how 
Shakespeare treats a theme or topic from Ovid or the Bible or how a later author draws on a play 
by Shakespeare).  

9. Demonstrate knowledge of eighteenth-, nineteenth- and early-twentieth-century foundational 
works of American literature, including how two or more texts from the same period treat 
similar themes or topics.   

Range of Reading and Level of Text Complexity 
10. By the end of grade 9, read and comprehend literature, including stories, dramas, and poems, in 

the grades 9–10 text complexity band proficiently, with scaffolding as needed at the high end of 
the range. 

        By the end of grade 10, read and comprehend literature, including stories, dramas, and poems, at 
the high end of the grades 9–10 text complexity band independently and proficiently.  

10. By the end of grade 11, read and comprehend literature, including stories, dramas, and poems, 
in the grades 11–CCR text complexity band proficiently, with scaffolding as needed at the high 
end of the range. 

        By the end of grade 12, read and comprehend literature, including stories, dramas, and poems,  
        at the high end of the grades 11–CCR text complexity band independently and proficiently.  ����
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Grades 9–10 students: Grades 11–12 students: 
Responding to Literature 
11. Interpret, analyze, and evaluate narratives, poetry, and drama, aesthetically and ethically by 

making connections to: other texts, ideas, cultural perspectives, eras, personal events and 
situations.  
a. Self-select text to respond and develop innovative perspectives. 
b. Establish and use criteria to classify, select, and evaluate texts to make informed judgments 

about the quality of the pieces. 
 

Responding to Literature 
11.   Interpret, analyze, and evaluate narratives, poetry, and drama, aesthetically and 

philosophically by making connections to: other texts, ideas, cultural perspectives, eras, 
personal events, and situations.  
a. Self-select text to respond and develop innovative perspectives. 
b. Establish and use criteria to classify, select, and evaluate texts to make informed 

judgments about the quality of the pieces. 
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Reading Standards for Informational Text 6–12                  [RI] 

Grade 6 students: Grade 7 students: Grade 8 students: 

Key Ideas and Details 
1. Cite textual evidence to support analysis of what the text 

says explicitly as well as inferences drawn from the text. 
1. Cite several pieces of textual evidence to support analysis 

of what the text says explicitly as well as inferences drawn 
from the text. 

1. Cite the textual evidence that most strongly supports an 
analysis of what the text says explicitly as well as inferences 
drawn from the text. 

2. Determine a central idea of a text and how it is conveyed 
through particular details; provide a summary of the text 
distinct from personal opinions or judgments. 

2. Determine two or more central ideas in a text and analyze 
their development over the course of the text; provide an 
objective summary of the text. 

2. Determine a central idea of a text and analyze its development 
over the course of the text, including its relationship to 
supporting ideas; provide an objective summary of the text. 

3. Analyze in detail how a key individual, event, or idea is 
introduced, illustrated, and elaborated in a text (e.g., 
through examples or anecdotes). 

3. Analyze the interactions between individuals, events, and 
ideas in a text (e.g., how ideas influence individuals or 
events, or how individuals influence ideas or events). 

3. Analyze how a text makes connections among and distinctions 
between individuals, ideas, or events (e.g., through 
comparisons, analogies, or categories). 

Craft and Structure 
4. Determine the meaning of words and phrases as they are 

used in a text, including figurative, connotative, and 
technical meanings. 

4. Determine the meaning of words and phrases as they are 
used in a text, including figurative, connotative, and 
technical meanings; analyze the impact of a specific word 
choice on meaning and tone. 

4. Determine the meaning of words and phrases as they are used 
in a text, including figurative, connotative, and technical 
meanings; analyze the impact of specific word choices on 
meaning and tone, including analogies or allusions to other 
texts. 

5. Analyze how a particular sentence, paragraph, chapter, or 
section fits into the overall structure of a text and 
contributes to the development of the ideas. 

5. Analyze the structure an author uses to organize a text, 
including how the major sections contribute to the whole 
and to the development of the ideas. 

5.    Analyze in detail the structure of a specific paragraph in a text, 
including the role of particular sentences in developing and 
refining a key concept. 

6.    Determine an author’s point of view or purpose in a text 
and explain how it is conveyed in the text. 

6. Determine an author’s point of view or purpose in a text 
and analyze how the author distinguishes his or her 
position from that of others. 

6.    Determine an author’s point of view or purpose in a text and 
analyze how the author acknowledges and responds to 
conflicting evidence or viewpoints.  

Integration of Knowledge and Ideas 
7.     Integrate information presented in different media or 

formats (e.g., visually, quantitatively) as well as in words 
to develop a coherent understanding of a topic or issue. 

7.     Compare and contrast a text to an audio, video, or 
multimedia version of the text, analyzing each medium’s 
portrayal of the subject (e.g., how the delivery of a speech 
affects the impact of the words). 

7.    Evaluate the advantages and disadvantages of using different 
mediums (e.g., print or digital text, video, multimedia) to 
present a particular topic or idea. 

8.    Trace and evaluate the argument and specific claims in a 
text, distinguishing claims that are supported by reasons 
and evidence from claims that are not. 

8.    Trace and evaluate the argument and specific claims in a 
text, assessing whether the reasoning is sound and the 
evidence is relevant and sufficient to support the claims. 

8.    Delineate and evaluate the argument and specific claims in a 
text, assessing whether the reasoning is sound and the evidence 
is relevant and sufficient; recognize when irrelevant evidence 
is introduced. 

9.    Compare and contrast one author’s presentation of events 
with that of another (e.g., a memoir written by and a 
biography on the same person).  
a. Use their experience and their knowledge of language 
and logic, as well as culture, to think analytically, address 
problems creatively, and advocate persuasively. 

9.    Analyze how two or more authors writing about the same 
topic shape their presentations of key information by 
emphasizing different evidence or advancing different 
interpretations of facts.  
a. Use their experience and their knowledge of language 
and logic, as well as culture, to think analytically, address 
problems creatively, and advocate persuasively.  

9.    Analyze a case in which two or more texts provide conflicting 
information on the same topic and identify where the texts 
disagree on matters of fact or interpretation.  
a. Use their experience and their knowledge of language and 
logic, as well as culture, to think analytically, address 
problems creatively, and advocate persuasively. 
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Reading Standards for Informational Text 6–12                  [RI] 
 

Grade 6 students: Grade 7 students: Grade 8 students: 

Range of Reading and Level of Text Complexity 
10. By the end of the year, read and comprehend literary 

nonfiction in the grades 6–8 text complexity band 
proficiently, with scaffolding as needed at the high end of 
the range. 

10. By the end of the year, read and comprehend literary 
nonfiction in the grades 6–8 text complexity band 
proficiently, with scaffolding as needed at the high end of 
the range. 

10. By the end of the year, read and comprehend literary 
nonfiction at the high end of the grades 6–8 text complexity 
band independently and proficiently. 
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Reading Standards for Informational Text 6–12                 [RI] 
The CCR anchor standards and high school grade-specific standards work in tandem to define college and career readiness expectations—the former providing broad standards, the latter providing 
additional specificity.  

Grades 9–10 students: Grades 11–12 students: 

Key Ideas and Details 
1. Cite strong and thorough textual evidence to support analysis of what the text says explicitly 

as well as inferences drawn from the text.  
a. Develop factual, interpretive, and evaluative questions for further exploration of the 
topic(s). 

1. Cite strong and thorough textual evidence to support analysis of what the text says explicitly as 
well as inferences drawn from the text, including determining where the text leaves matters 
uncertain.  
a. Develop factual, interpretive, and evaluative questions for further exploration of the topic(s).  

2. Determine a central idea of a text and analyze its development over the course of the text, 
including how it emerges and is shaped and refined by specific details; provide an objective 
summary of the text. 

2. Determine two or more central ideas of a text and analyze their development over the course of 
the text, including how they interact and build on one another to provide a complex analysis; 
provide an objective summary of the text. 

3. Analyze how the author unfolds an analysis or series of ideas or events, including the order 
in which the points are made, how they are introduced and developed, and the connections 
that are drawn between them. 

3. Analyze a complex set of ideas or sequence of events and explain how specific individuals, ideas, 
or events interact and develop over the course of the text. 

Craft and Structure 
4. Determine the meaning of words and phrases as they are used in a text, including figurative, 

connotative, and technical meanings; analyze the cumulative impact of specific word choices 
on meaning and tone (e.g., how the language of a court opinion differs from that of a 
newspaper). 

4. Determine the meaning of words and phrases as they are used in a text, including figurative, 
connotative, and technical meanings; analyze how an author uses and refines the meaning of a key 
term or terms over the course of a text (e.g., how Madison defines faction in Federalist No. 10). 

5. Analyze in detail how an author’s ideas or claims are developed and refined by particular 
sentences, paragraphs, or larger portions of a text (e.g., a section or chapter). 

5. Analyze and evaluate the effectiveness of the structure an author uses in his or her exposition or 
argument, including whether the structure makes points clear, convincing, and engaging. 

6. Determine an author’s point of view or purpose in a text and analyze how an author uses 
rhetoric to advance that point of view or purpose.  

6. Determine an author’s point of view or purpose in a text in which the rhetoric is particularly 
effective, analyzing how style and content contribute to the power, persuasiveness, or beauty of the 
text.  

Integration of Knowledge and Ideas 
7. Analyze various accounts of a subject told in different mediums (e.g., a person’s life story in 

both print and multimedia), determining which details are emphasized in each account. 
7. Integrate and evaluate multiple sources of information presented in different media or formats 

(e.g., visually, quantitatively) as well as in words in order to address a question or solve a problem. 

8. Delineate and evaluate the argument and specific claims in a text, assessing whether the 
reasoning is valid and the evidence is relevant and sufficient; identify false statements and 
fallacious reasoning. 

8. Delineate and evaluate the reasoning in seminal U.S. texts, including the application of 
constitutional principles and use of legal reasoning (e.g., in U.S. Supreme Court majority opinions 
and dissents) and the premises, purposes, and arguments in works of public advocacy (e.g., The 
Federalist, presidential addresses). 

9. Analyze seminal U.S. documents of historical and literary significance (e.g., Washington’s 
Farewell Address, the Gettysburg Address, Roosevelt’s Four Freedoms speech, King’s 
“Letter from Birmingham Jail”), including how they address related themes and concepts.  
a. Read, annotate, and analyze informational texts on topics related to diverse and non-
traditional cultures and viewpoints.  

9. Analyze seventeenth-, eighteenth-, and nineteenth-century foundational U.S. documents of 
historical and literary significance (including The Declaration of Independence, the Preamble to the 
Constitution, the Bill of Rights, and Lincoln’s Second Inaugural Address) for their themes, 
purposes, and rhetorical features.  
a. Read, annotate, and analyze informational texts on topics related to diverse and non-traditional 
cultures and viewpoints.  
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Grades 9–10 t Grades 11–12 students: s udents: 

Range of Reading and Level of Text Complexity 
10. By the end of grade 9, read and comprehend literary nonfiction in the grades 9–10 text 

complexity band proficiently, with scaffolding as needed at the high end of the range. 
By the end of grade 10, read and comprehend literary nonfiction at the high end of the 
grades 9–10 text complexity band independently and proficiently.  

10.   By the end of grade 11, read and comprehend literary nonfiction in the grades 11–CCR text 
complexity band proficiently, with scaffolding as needed at the high end of the range. 
 By the end of grade 12, read and comprehend literary nonfiction at the high end of the grades 11–
CCR text complexity band independently and proficiently. 
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College and Career Readiness Anchor Standards for Writing Note on range and content 
of student writing 

For students, writing is a key means of 

asserting and defending claims, showing what 

they know about a subject, and conveying what 

they have experienced, imagined, thought, and 

felt. To be college- and career- ready writers, 

students must take task, purpose, and 

audience into careful consideration, choosing 

words, information, structures, and formats 

deliberately. They need to know how to 

combine elements of different kinds of 

writing—for example, to use narrative 

strategies within argument and explanation 

within narrative—to produce complex and 

nuanced writing. They need to be able to use 

technology strategically when creating, 

refining, and collaborating on writing. They 

have to become adept at gathering 

information, evaluating sources, and citing 

material accurately, reporting findings from 

their research and analysis of sources in a 

clear and cogent manner. They must have the 

flexibility, concentration, and fluency to 

produce high-quality first-draft text under a 

tight deadline as well as the capacity to revisit 

and make improvements to a piece of writing 

over multiple drafts when circumstances 

encourage or require it.  

The grades 6–12 standards on the following pages define what students should understand and be able to do by the 
end of each grade. They correspond to the College and Career Readiness (CCR) anchor standards below by number. 
The CCR and grade-specific standards are necessary complements—the former providing broad standards, the latter 
providing additional specificity—that together define the skills and understandings that all students must 
demonstrate. 

Text Types and Purposes* 

1. Write arguments to support claims in an analysis of substantive topics or texts, using valid reasoning and relevant 
and sufficient evidence. 

2. Write informative/explanatory texts to examine and convey complex ideas and information clearly and 
accurately through the effective selection, organization, and analysis of content. 

3. Write narratives to develop real or imagined experiences or events using effective technique, well-chosen 
details, and well-structured event sequences. 

Production and Distribution of Writing 

4. Produce clear and coherent writing in which the development, organization, and style are appropriate to task, 
purpose, and audience. 

5. Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying a new approach. 

6. Use technology, including the Internet, to produce and publish writing and to interact and collaborate with 
others. 

Research to Build and Present Knowledge 

7. Conduct short as well as more sustained research projects based on focused questions, demonstrating 
understanding of the subject under investigation. 

8. Gather relevant information from multiple print and digital sources, assess the credibility and accuracy of each 
source, and integrate the information while avoiding plagiarism. 

9. Draw evidence from literary or informational texts to support analysis, reflection, and research. 

Range of Writing 

10. Write routinely over extended time frames (time for research, reflection, and revision) and shorter time      
frames (a single sitting or a day or two) for a range of tasks, purposes, and audiences. 

Responding to Literature 

11.  Develop personal, cultural, textual, and thematic connections within and across genres as they respond to texts    
through written, digital, and oral presentations, employing a variety of media and genres.  

 

*These broad types of writing include many subgenres. See Appendix A for definitions of key writing types. ����
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Writing Standards 6–12                      [W] 

The following standards for grades 6–12 offer a focus for instruction each year to help ensure that students gain adequate mastery of a range of skills and applications. Each year in their 

writing, students should demonstrate increasing sophistication in all aspects of language use, from vocabulary and syntax to the development and organization of ideas, and they should 

address increasingly demanding content and sources. Students advancing through the grades are expected to meet each year’s grade-specific standards and retain or further develop skills and 
understandings mastered in preceding grades. The expected growth in student writing ability is reflected both in the standards themselves and in the collection of annotated student writing 

samples in Appendix C. 

 

Grade 6 students: Grade 7 students: Grade 8 students: 

Text Types and Purposes 
1. Write arguments to support claims with clear reasons and 

relevant evidence. 

a. Introduce claim(s) and organize the reasons and 

evidence clearly. 

b. Support claim(s) with clear reasons and relevant 

evidence, using credible sources and demonstrating an 

understanding of the topic or text. 

c. Use words, phrases, and clauses to clarify the 

relationships among claim(s) and reasons. 

d. Establish and maintain a formal style. 
e. Provide a concluding statement or section that follows 

from the argument presented. 

1. Write arguments to support claims with clear reasons and 

relevant evidence. 

a. Introduce claim(s), acknowledge alternate or opposing 

claims, and organize the reasons and evidence 

logically.  

b. Support claim(s) with logical reasoning and relevant 

evidence, using accurate, credible sources and 

demonstrating an understanding of the topic or text. 

c. Use words, phrases, and clauses to create cohesion and 

clarify the relationships among claim(s), reasons, and 

evidence. 

d. Establish and maintain a formal style. 

e. Provide a concluding statement or section that follows 

from and supports the argument presented. 

1. Write arguments to support claims with clear reasons and 

relevant evidence. 

a. Introduce claim(s), acknowledge and distinguish the 

claim(s) from alternate or opposing claims, and 

organize the reasons and evidence logically. 

b. Support claim(s) with logical reasoning and relevant 

evidence, using accurate, credible sources and 

demonstrating an understanding of the topic or text. 

c. Use words, phrases, and clauses to create cohesion and 

clarify the relationships among claim(s), counterclaims, 

reasons, and evidence. 

d. Establish and maintain a formal style. 
e. Provide a concluding statement or section that follows 

from and supports the argument presented. 
2. Write informative/explanatory texts to examine a topic and 

convey ideas, concepts, and information through the 

selection, organization, and analysis of relevant content. 

a. Introduce a topic; organize ideas, concepts, and 

information, using strategies such as definition, 

classification, comparison/contrast, and cause/effect; 

include formatting (e.g., headings), graphics (e.g., 

charts, tables), and multimedia when useful to aiding 

comprehension. 

b. Develop the topic with relevant facts, definitions, 

concrete details, quotations, or other information and 

examples. 

c. Use appropriate transitions to clarify the relationships 

among ideas and concepts. 

d. Use precise language and domain-specific vocabulary 

to inform about or explain the topic. 

e. Establish and maintain a formal style. 

f. Provide a concluding statement or section that follows 

from the information or explanation presented. 

2. Write informative/explanatory texts to examine a topic and 

convey ideas, concepts, and information through the 

selection, organization, and analysis of relevant content. 

a. Introduce a topic clearly, previewing what is to 

follow; organize ideas, concepts, and information, 

using strategies such as definition, classification, 

comparison/contrast, and cause/effect; include 

formatting (e.g., headings), graphics (e.g., charts, 

tables), and multimedia when useful to aiding 

comprehension. 

b. Develop the topic with relevant facts, definitions, 

concrete details, quotations, or other information and 

examples. 

c. Use appropriate transitions to create cohesion and 

clarify the relationships among ideas and concepts. 
d. Use precise language and domain-specific vocabulary 

to inform about or explain the topic. 

e. Establish and maintain a formal style. 

f. Provide a concluding statement or section that follows 

from and supports the information or explanation 

presented. 

2. Write informative/explanatory texts to examine a topic and 

convey ideas, concepts, and information through the 

selection, organization, and analysis of relevant content. 

a. Introduce a topic clearly, previewing what is to follow; 

organize ideas, concepts, and information into broader 

categories; include formatting (e.g., headings), 

graphics (e.g., charts, tables), and multimedia when 

useful to aiding comprehension. 

b. Develop the topic with relevant, well-chosen facts, 

definitions, concrete details, quotations, or other 

information and examples. 

c. Use appropriate and varied transitions to create cohesion 

and clarify the relationships among ideas and concepts. 

d. Use precise language and domain-specific vocabulary to 

inform about or explain the topic. 

e. Establish and maintain a formal style. 

f. Provide a concluding statement or section that follows 

from and supports the information or explanation 

presented. 
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Writing Standards 6–12                      [W] 

Grade 6 students: Grade 7 students: Grade 8 students: 
Text Types and Purposes (continued) 
3. Write narratives to develop real or imagined experiences or 

events using effective technique, relevant descriptive details, 
and well-structured event sequences. 
a. Engage and orient the reader by establishing a context 

and introducing a narrator and/or characters; 
organize an event sequence that unfolds naturally and 
logically. 

b. Use narrative techniques, such as dialogue, pacing, 
and description, to develop experiences, events, 
and/or characters. 

c. Use a variety of transition words, phrases, and clauses 
to convey sequence and signal shifts from one time 
frame or setting to another. 

d. Use precise words and phrases, relevant descriptive 
details, and sensory language to convey experiences 
and events. 

e. Provide a conclusion that follows from the narrated 
experiences or events. 

3.   Write narratives to develop real or imagined experiences or 
events using effective technique, relevant descriptive details, 
and well-structured event sequences. 
a. Engage and orient the reader by establishing a context 

and point of view and introducing a narrator and/or 
characters; organize an event sequence that unfolds 
naturally and logically. 

b. Use narrative techniques, such as dialogue, pacing, 
and description, to develop experiences, events, 
and/or characters. 

c. Use a variety of transition words, phrases, and clauses 
to convey sequence and signal shifts from one time 
frame or setting to another. 

d. Use precise words and phrases, relevant descriptive 
details, and sensory language to capture the action and 
convey experiences and events. 

e. Provide a conclusion that follows from and reflects on 
the narrated experiences or events. 

3.   Write narratives to develop real or imagined experiences or 
events using effective technique, relevant descriptive details, 
and well-structured event sequences. 
a. Engage and orient the reader by establishing a context 

and point of view and introducing a narrator and/or 
characters; organize an event sequence that unfolds 
naturally and logically. 

b. Use narrative techniques, such as dialogue, pacing, 
description, and reflection, to develop experiences, 
events, and/or characters.  

c. Use a variety of transition words, phrases, and clauses 
to convey sequence, signal shifts from one time frame 
or setting to another, and show the relationships 
among experiences and events. 

d. Use precise words and phrases, relevant descriptive 
details, and sensory language to capture the action and 
convey experiences and events. 

e. Provide a conclusion that follows from and reflects on 
the narrated experiences or events. 

Production and Distribution of Writing 
4. Produce clear and coherent writing in which the 

development, organization, and style are appropriate to 
task, purpose, and audience. (Grade-specific expectations 
for writing types are defined in standards 1–3 above.)  
a. Produce text (print or nonprint) that explores a variety 
of cultures and perspectives.   

4. Produce clear and coherent writing in which the 
development, organization, and style are appropriate to 
task, purpose, and audience. (Grade-specific expectations 
for writing types are defined in standards 1–3 above.)  
a. Produce text (print or nonprint) that explores a variety 
of cultures and perspectives.   

4. Produce clear and coherent writing in which the 
development, organization, and style are appropriate to task, 
purpose, and audience. (Grade-specific expectations for 
writing types are defined in standards 1–3 above.)  
a. Produce text (print or nonprint) that explores a variety of 
cultures and perspectives.   

5. With some guidance and support from peers and adults, 
develop and strengthen writing as needed by planning, 
revising, editing, rewriting, or trying a new approach. 
(Editing for conventions should demonstrate command of 
Language standards 1–3 up to and including grade 6 on 
page 66.) 

5. With some guidance and support from peers and adults, 
develop and strengthen writing as needed by planning, 
revising, editing, rewriting, or trying a new approach, 
focusing on how well purpose and audience have been 
addressed. (Editing for conventions should demonstrate 
command of Language standards 1–3 up to and including 
grade 7 on page 66.) 

5. With some guidance and support from peers and adults, 
develop and strengthen writing as needed by planning, 
revising, editing, rewriting, or trying a new approach, 
focusing on how well purpose and audience have been 
addressed. (Editing for conventions should demonstrate 
command of Language standards 1–3 up to and including 
grade 8 on page 66.) 

6. Use technology, including the Internet, to produce and 
publish writing as well as to interact and collaborate with 
others; demonstrate sufficient command of keyboarding 
skills to type a minimum of three pages in a single sitting. 

6.    Use technology, including the Internet, to produce and 
publish writing and link to and cite sources as well as to 
interact and collaborate with others, including linking to 
and citing sources.  

6. Use technology, including the Internet, to produce and 
publish writing and present the relationships between 
information and ideas efficiently as well as to interact and 
collaborate with others. 
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Writing Standards 6–12                               [W] 
Grade 6 students: Grade 7 students: Grade 8 students: 

Research to Build and Present Knowledge 
7.     Conduct short research projects to answer a question, 

drawing on several sources and refocusing the inquiry 
when appropriate. 

7. Conduct short research projects to answer a question, 
drawing on several sources and generating additional 
related, focused questions for further research and 
investigation. 

7. Conduct short research projects to answer a question 
(including a self-generated question), drawing on several 
sources and generating additional related, focused questions 
that allow for multiple avenues of exploration. 

8. Gather relevant information from multiple print and digital 
sources; assess the credibility of each source; and quote or 
paraphrase the data and conclusions of others while 
avoiding plagiarism and providing basic bibliographic 
information for sources. 

8. Gather relevant information from multiple print and digital 
sources, using search terms effectively; assess the 
credibility and accuracy of each source; and quote or 
paraphrase the data and conclusions of others while 
avoiding plagiarism and following a standard format for 
citation. 

8. Gather relevant information from multiple print and digital 
sources, using search terms effectively; assess the credibility 
and accuracy of each source; and quote or paraphrase the 
data and conclusions of others while avoiding plagiarism and 
following a standard format for citation. 

9.  Draw evidence from literary or informational texts to 
support analysis, reflection, and research. 
a. Apply grade 6 Reading standards to literature (e.g., 

“Compare and contrast texts in different forms or 
genres [e.g., stories and poems; historical novels and 
fantasy stories] in terms of their approaches to similar 
themes and topics”). 

b. Apply grade 6 Reading standards to literary nonfiction 
(e.g., “Trace and evaluate the argument and specific 
claims in a text, distinguishing claims that are 
supported by reasons and evidence from claims that 
are not”). 

9. Draw evidence from literary or informational texts to 
support analysis, reflection, and research. 
a. Apply grade 7 Reading standards to literature 

(e.g., “Compare and contrast a fictional portrayal of a 
time, place, or character and a historical account of 
the same period as a means of understanding how 
authors of fiction use or alter history”). 

b. Apply grade 7 Reading standards to literary nonfiction 
(e.g. “Trace and evaluate the argument and specific 
claims in a text, assessing whether the reasoning is 
sound and the evidence is relevant and sufficient to 
support the claims”). 

9. Draw evidence from literary or informational texts to 
support analysis, reflection, and research. 
a. Apply grade 8 Reading standards to literature (e.g., 

“Analyze how a modern work of fiction draws on 
themes, patterns of events, or character types from 
myths, traditional stories, or religious works such as 
the Bible, including describing how the material is 
rendered new”). 

b. Apply grade 8 Reading standards to literary nonfiction 
(e.g., “Delineate and evaluate the argument and 
specific claims in a text, assessing whether the 
reasoning is sound and the evidence is relevant and 
sufficient; recognize when irrelevant evidence is 
introduced”). 

Range of Writing  
10. Write routinely over extended time frames (time for 

research, reflection, and revision) and shorter time frames 
(a single sitting or a day or two) for a range of discipline-
specific tasks, purposes, and audiences. 

Responding to Literature 
111.    Create and present a text or art work in response to a 

literary work.   
          a. Develop a perspective or theme supported by relevant       
          details.  
          b. Recognize and illustrate social, historical, and cultural         
          features in the presentation of literary texts. 
          c. Create poetry, stories, plays, and other literary forms    
         (e.g. videos, art work). 
 

10. Write routinely over extended time frames (time for 
research, reflection, and revision) and shorter time frames 
(a single sitting or a day or two) for a range of discipline-
specific tasks, purposes, and audiences.  
 

Responding to Literature 
11. Create a presentation, art work, or text in response to a 

literary work with a commentary that identifies 
connections. 

       a. Make deliberate, personal, cultural, textual, and 
thematic connections across genres. 
b. Create poetry, stories, plays, and other literary forms     

     (e.g. videos, art work). 

10. Write routinely over extended time frames (time for 
research, reflection, and revision) and shorter time frames (a 
single sitting or a day or two) for a range of discipline-
specific tasks, purposes, and audiences. 

Responding to Literature 
11.    Create a presentation, art work, or text in response to a 

literary work with a commentary that identifies connections 
and explains divergences from the original. 

           a. Make well-supported personal, cultural, textual, and 
thematic connections across genres. 

          b. Create poetry, stories, plays, and other literary forms 
(e.g. videos, art work). 
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Writing Standards 6–12                      [W] 

The CCR anchor standards and high school grade-specific standards work in tandem to define college and career readiness expectations—the former providing broad standards, the 
latter providing additional specificity. 

Grades 9–10 students: Grades 11–12 students: 

Text Types and Purposes 
1.    Write arguments to support claims in an analysis of substantive topics or texts, using valid 

reasoning and relevant and sufficient evidence. Explore and inquire into areas of interest to 
formulate an argument.   
a. Introduce precise claim(s), distinguish the claim(s) from alternate or opposing claims, 

and create an organization that establishes clear relationships among claim(s), 
counterclaims, reasons, and evidence. 

b. Develop claim(s) and counterclaims fairly, supplying evidence for each while pointing 
out the strengths and limitations of both in a manner that anticipates the audience’s 
knowledge level and concerns. 

c. Use words, phrases, and clauses to link the major sections of the text, create cohesion, 
and clarify the relationships between claim(s) and reasons, between reasons and 
evidence, and between claim(s) and counterclaims. 

d. Establish and maintain a formal style and objective tone while attending to the norms 
and conventions of the discipline in which they are writing. 

e. Provide a concluding statement or section that follows from and supports the argument 
presented. 

1. Write arguments to support claims in an analysis of substantive topics or texts, using valid 
reasoning and relevant and sufficient evidence. Explore and inquire into areas of interest to 
formulate an argument.   
a. Introduce precise, knowledgeable claim(s), establish the significance of the claim(s), 

distinguish the claim(s) from alternate or opposing claims, and create an organization that 
logically sequences claim(s), counterclaims, reasons, and evidence. 

b. Develop claim(s) and counterclaims fairly and thoroughly, supplying the most relevant 
evidence for each while pointing out the strengths and limitations of both in a manner 
that anticipates the audience’s knowledge level, concerns, values, and possible biases. 

c. Use words, phrases, and clauses as well as varied syntax to link the major sections of the 
text, create cohesion, and clarify the relationships between claim(s) and reasons, 
between reasons and evidence, and between claim(s) and counterclaims.  

d. Establish and maintain a formal style and objective tone while attending to the norms and 
conventions of the discipline in which they are writing. 

e. Provide a concluding statement or section that follows from and supports the argument 
presented. 

2. Write informative/explanatory texts to examine and convey complex ideas, concepts, and 
information clearly and accurately through the effective selection, organization, and analysis 
of content. 
a. Introduce a topic; organize complex ideas, concepts, and information to make 

important connections and distinctions; include formatting (e.g., headings), graphics 
(e.g., figures, tables), and multimedia when useful to aiding comprehension. 

b. Develop the topic with well-chosen, relevant, and sufficient facts, extended definitions, 
concrete details, quotations, or other information and examples appropriate to the 
audience’s knowledge of the topic. 

c. Use appropriate and varied transitions to link the major sections of the text, create 
cohesion, and clarify the relationships among complex ideas and concepts. 

d. Use precise language and domain-specific vocabulary to manage the complexity of the 
topic. 

e. Establish and maintain a formal style and objective tone while attending to the norms 
and conventions of the discipline in which they are writing. 

f. Provide a concluding statement or section that follows from and supports the 
information or explanation presented (e.g., articulating implications or the significance 
of the topic). 

2. Write informative/explanatory texts to examine and convey complex ideas, concepts, and 
information clearly and accurately through the effective selection, organization, and analysis of 
content. 
a. Introduce a topic; organize complex ideas, concepts, and information so that each new 

element builds on that which precedes it to create a unified whole; include formatting 
(e.g., headings), graphics (e.g., figures, tables), and multimedia when useful to aiding 
comprehension. 

b. Develop the topic thoroughly by selecting the most significant and relevant facts, 
extended definitions, concrete details, quotations, or other information and examples 
appropriate to the audience’s knowledge of the topic. 

c. Use appropriate and varied transitions and syntax to link the major sections of the text, 
create cohesion, and clarify the relationships among complex ideas and concepts. 

d. Use precise language, domain-specific vocabulary, and techniques such as metaphor, 
simile, and analogy to manage the complexity of the topic.  

e. Establish and maintain a formal style and objective tone while attending to the norms and 
conventions of the discipline in which they are writing. 

f. Provide a concluding statement or section that follows from and supports the information 
or explanation presented (e.g., articulating implications or the significance of the topic). 
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Writing Standards 6–12                      [W] 

Grades 9–10 students: Grades 11–12 students: 

Text Types and Purposes (continued) 
3. Write narratives to develop real or imagined experiences or events using effective technique, 

well-chosen details, and well-structured event sequences. 
a. Engage and orient the reader by setting out a problem, situation, or observation, 

establishing one or multiple point(s) of view, and introducing a narrator and/or 
characters; create a smooth progression of experiences or events. 

b. Use narrative techniques, such as dialogue, pacing, description, reflection, and multiple 
plot lines, to develop experiences, events, and/or characters. 

c. Use a variety of techniques to sequence events so that they build on one another to 
create a coherent whole. 

d. Use precise words and phrases, telling details, and sensory language to convey a vivid 
picture of the experiences, events, setting, and/or characters. 

e. Provide a conclusion that follows from and reflects on what is experienced, observed, 
or resolved over the course of the narrative.  

f. Adapt voice, awareness of audience, and use of language to accommodate a variety of 
cultural contexts.   

3. Write narratives to develop real or imagined experiences or events using effective technique, 
well-chosen details, and well-structured event sequences. 
a. Engage and orient the reader by setting out a problem, situation, or observation and its 

significance, establishing one or multiple point(s) of view, and introducing a narrator 
and/or characters; create a smooth progression of experiences or events.�

b. Use narrative techniques, such as dialogue, pacing, description, reflection, and multiple 
plot lines, to develop experiences, events, and/or characters.�

c. Use a variety of techniques to sequence events so that they build on one another to 
create a coherent whole and build toward a particular tone and outcome (e.g., a sense 
of mystery, suspense, growth, or resolution).�

d. Use precise words and phrases, telling details, and sensory language to convey a vivid 
picture of the experiences, events, setting, and/or characters.�

e. Provide a conclusion that follows from and reflects on what is experienced, observed, 
or resolved over the course of the narrative. �

f. Adapt voice, awareness of audience, and use of language to accommodate a variety of 
cultural contexts.   �

Production and Distribution of Writing 
4. Produce clear and coherent writing in which the development, organization, and style are 

appropriate to task, purpose, and audience. (Grade-specific expectations for writing types are 
defined in standards 1–3 above.) 

4. Produce clear and coherent writing in which the development, organization, and style are 
appropriate to task, purpose, and audience. (Grade-specific expectations for writing types are 
defined in standards 1–3 above.) 

5. Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying 
a new approach, focusing on addressing what is most significant for a specific purpose and 
audience. (Editing for conventions should demonstrate command of Language standards 1–3 
up to and including grades 9–10 on page 68.) 

5. Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying 
a new approach, focusing on addressing what is most significant for a specific purpose and 
audience. (Editing for conventions should demonstrate command of Language standards 1–3 
up to and including grades 11–12 on page 68.) 

6. Use technology, including the Internet, to produce, publish, and update individual or shared 
writing products, taking advantage of technology’s capacity to link to other information and 
to display information flexibly and dynamically. 

6. Use technology, including the Internet, to produce, publish, and update individual or shared 
writing products in response to ongoing feedback, including new arguments or information.  

Research to Build and Present Knowledge 
7. Conduct short as well as more sustained research projects to answer a question (including a 

self-generated question) or solve a problem; narrow or broaden the inquiry when 
appropriate; synthesize multiple sources on the subject, demonstrating understanding of the 
subject under investigation.   

        a. Explore topics dealing with different cultures and world viewpoints.  

7. Conduct short as well as more sustained research projects to answer a question (including a 
self-generated question) or solve a problem; narrow or broaden the inquiry when 
appropriate; synthesize multiple sources on the subject, demonstrating understanding of the 
subject under investigation.         

       a. Explore topics dealing with different cultures and world viewpoints.  

8. Gather relevant information from multiple authoritative print and digital sources, using 
advanced searches effectively; assess the usefulness of each source in answering the research 
question; integrate information into the text selectively to maintain the flow of ideas, 
avoiding plagiarism and following a standard format for citation. 

8. Gather relevant information from multiple authoritative print and digital sources, using 
advanced searches effectively; assess the strengths and limitations of each source in terms of 
the task, purpose, and audience; integrate information into the text selectively to maintain 
the flow of ideas, avoiding plagiarism and overreliance on any one source and following a 
standard format for citation. 
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Writing Standards 6–12                      [W] 

Grades 9–10 students: Grades 11–12 students: 

Research to Build and Present Knowledge (continued) 
9. Draw evidence from literary or informational texts to support analysis, reflection, and 

research. 

a. Apply grades 9–10 Reading standards to literature (e.g., “Analyze how an author draws on 

and transforms source material in a specific work [e.g., how Shakespeare treats a theme 

or topic from Ovid or the Bible or how a later author draws on a play by 

Shakespeare]”).  

b. Apply grades 9–10 Reading standards to literary nonfiction (e.g., “Delineate and evaluate 

the argument and specific claims in a text, assessing whether the reasoning is valid and 

the evidence is relevant and sufficient; identify false statements and fallacious 

reasoning”). 

9. Draw evidence from literary or informational texts to support analysis, reflection, and 

research. 

a. Apply grades 11–12 Reading standards to literature (e.g., “Demonstrate knowledge of 

eighteenth-, nineteenth- and early-twentieth-century foundational works of American 

literature, including how two or more texts from the same period treat similar themes 

or topics”).  

b. Apply grades 11–12 Reading standards to literary nonfiction (e.g., “Delineate and evaluate 

the reasoning in seminal U.S. texts, including the application of constitutional principles 

and use of legal reasoning [e.g., in U.S. Supreme Court Case majority opinions and 

dissents] and the premises, purposes, and arguments in works of public advocacy [e.g., 

The Federalist, presidential addresses]”). 

Range of Writing 

10. Write routinely over extended time frames (time for research, reflection, and revision) and 

shorter time frames (a single sitting or a day or two) for a range of tasks, purposes, and 

audiences. 

Responding to Literature 
11.  Create literary texts that demonstrate knowledge and understanding of a wide variety of texts 

of recognized literary merit. 
        a. Engage in a wide range of prewriting experiences, such as using a variety of visual 

representations, to express personal, social, and cultural connections and insights.  

        b. Identify, analyze, and use elements and techniques of various genres of literature. 

        c. Develop critical and interpretive texts from more than one perspective, including historical 

and cultural. 

        d. Create poetry, stories, plays, and other literary forms (e.g. videos, art work).    

10. Write routinely over extended time frames (time for research, reflection, and revision) and 

shorter time frames (a single sitting or a day or two) for a range of tasks, purposes, and 

audiences. 

Responding to Literature 
11.   Create interpretive and responsive texts to demonstrate knowledge and a sophisticated 

understanding of the connections between life and the literary work.  
         a. Engage in using a wide range of prewriting strategies, such as visual representations and the   

         creation of factual and interpretive questions, to express personal, social and cultural     

         connections and insights. 

         b. Identify, analyze, and use elements and techniques of various genres of literature, such as      

         allegory, stream of consciousness, irony, and ambiguity, to affect meaning. 

         c. Develop innovative perspectives on texts, including historical, cultural, sociological, and  

         psychological contexts. 

         d. Create poetry, stories, plays, and other literary forms (e.g. videos, art work). 
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College and Career Readiness Anchor Standards for Speaking and Listening  Note on range and content 

of student speaking and listening 

To become college and career ready, students 

must have ample opportunities to take part in a 

variety of rich, structured conversations—as part 

of a whole class, in small groups, and with a 

partner—built around important content in various 

domains. They must be able to contribute 

appropriately to these conversations, to make 

comparisons and contrasts, and to analyze and 

synthesize a multitude of ideas in accordance 

with the standards of evidence appropriate to a 

particular discipline. Whatever their intended 

major or profession, high school graduates will 

depend heavily on their ability to listen attentively 

to others so that they are able to build on others’ 

meritorious ideas while expressing their own 

clearly and persuasively. 

 

New technologies have broadened and expanded 

the role that speaking and listening play in 

acquiring and sharing knowledge and have 

tightened their link to other forms of 

communication. The Internet has accelerated the 

speed at which connections between speaking, 

listening, reading, and writing can be made, 

requiring that students be ready to use these 

modalities nearly simultaneously. Technology 

itself is changing quickly, creating a new urgency 

for students to be adaptable in response to 

change. 

The grades 6–12 standards on the following pages define what students should understand and be able to do by 
the end of each grade. They correspond to the College and Career Readiness (CCR) anchor standards below by 
number. The CCR and grade-specific standards are necessary complements—the former providing 
broad standards, the latter providing additional specificity—that together define the skills and understandings 
that all students must demonstrate. 

Comprehension and Collaboration 

1. Prepare for and participate effectively in a range of conversations and collaborations with diverse 
partners, building on others’ ideas and expressing their own clearly and persuasively. 

2. Integrate and evaluate information presented in diverse media and formats, including visually, 
quantitatively, and orally.  

3. Evaluate a speaker’s point of view, reasoning, and use of evidence and rhetoric. 

Presentation of Knowledge and Ideas 

4. Present information, findings, and supporting evidence such that listeners can follow the line of 
reasoning and the organization, development, and style are appropriate to task, purpose, and audience. 

5. Make strategic use of digital media and visual displays of data to express information and enhance 
understanding of presentations. 

6. Adapt speech to a variety of contexts and communicative tasks, demonstrating command of formal 
English when indicated or appropriate. 
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Speaking and Listening Standards 6–12                  [SL] 
The following standards for grades 6–12 offer a focus for instruction in each year to help ensure that students gain adequate mastery of a range of skills and applications. Students 
advancing through the grades are expected to meet each year’s grade-specific standards and retain or further develop skills and understandings mastered in preceding grades. 

Grade 6 students: Grade 7 students: Grade 8 students: 

Comprehension and Collaboration 
1. Engage effectively in a range of collaborative discussions 

(one-on-one, in groups, and teacher-led) with diverse 
partners on grade 6 topics, texts, and issues, building on others’ 
ideas and expressing their own clearly. 
a. Come to discussions prepared, having read or studied 

required material; explicitly draw on that preparation 
by referring to evidence on the topic, text, or issue to 
probe and reflect on ideas under discussion. 

b. Follow rules for collegial discussions, set specific goals 
and deadlines, and define individual roles as needed. 

c. Pose and respond to specific questions with 
elaboration and detail by making comments that 
contribute to the topic, text, or issue under discussion. 

d. Review the key ideas expressed and demonstrate 
understanding of multiple perspectives through 
reflection and paraphrasing. 

e. Seek to understand and communicate with individuals 
from different perspectives and cultural backgrounds.  

 
 

1. Engage effectively in a range of collaborative discussions (one-
on-one, in groups, and teacher-led) with diverse partners on 
grade 7 topics, texts, and issues, building on others’ ideas and 
expressing their own clearly. 
a. Come to discussions prepared, having read or 

researched material under study; explicitly draw on that 
preparation by referring to evidence on the topic, text, 
or issue to probe and reflect on ideas under discussion. 

b. Follow rules for collegial discussions, track progress 
toward specific goals and deadlines, and define 
individual roles as needed. 

c. Pose questions that elicit elaboration and respond to 
others’ questions and comments with relevant 
observations and ideas that bring the discussion back on 
topic as needed. 

d. Acknowledge new information expressed by others 
and, when warranted, modify their own views. 

e. Seek to understand other perspectives and cultures and 
communicate effectively with audiences or individuals 
from varied backgrounds.  

1. Engage effectively in a range of collaborative discussions (one-
on-one, in groups, and teacher-led) with diverse partners on 
grade 8 topics, texts, and issues, building on others’ ideas and 
expressing their own clearly. 
a. Come to discussions prepared, having read or researched 

material under study; explicitly draw on that preparation 
by referring to evidence on the topic, text, or issue to 
probe and reflect on ideas under discussion. 

b. Follow rules for collegial discussions and decision-
making, track progress toward specific goals and 
deadlines, and define individual roles as needed. 

c. Pose questions that connect the ideas of several speakers 
and respond to others’ questions and comments with 
relevant evidence, observations, and ideas. 

d. Acknowledge new information expressed by others, 
and, when warranted, qualify or justify their own views 
in light of the evidence presented.  

e. Seek to understand other perspectives and cultures and 
communicate effectively with audiences or individuals 
from varied backgrounds. 

2. Interpret information presented in diverse media and 
formats (e.g., visually, quantitatively, orally) and explain 
how it contributes to a topic, text, or issue under study. 
a. Use their experience and their knowledge of language and 
logic, as well as culture, to think analytically, address 
problems creatively, and advocate persuasively 

2. Analyze the main ideas and supporting details presented in 
diverse media and formats (e.g., visually, quantitatively, 
orally) and explain how the ideas clarify a topic, text, or issue 
under study. 
a. Use their experience and their knowledge of language and 
logic, as well as culture, to think analytically, address 
problems creatively, and advocate persuasively 

2. Analyze the purpose of information presented in diverse 
media and formats (e.g., visually, quantitatively, orally) and 
evaluate the motives (e.g., social, commercial, political) 
behind its presentation. 
a. Use their experience and their knowledge of language and 
logic, as well as culture, to think analytically, address 
problems creatively, and advocate persuasively.   

3. Delineate a speaker’s argument and specific claims, 
distinguishing claims that are supported by reasons and 
evidence from claims that are not. 

3. Delineate a speaker’s argument and specific claims, evaluating 
the soundness of the reasoning and the relevance and 
sufficiency of the evidence. 

3. Delineate a speaker’s argument and specific claims, 
evaluating the soundness of the reasoning and relevance and 
sufficiency of the evidence and identifying when irrelevant 
evidence is introduced.  

Presentation of Knowledge and Ideas 
4. Present claims and findings, sequencing ideas logically and 

using pertinent descriptions, facts, and details to accentuate 
main ideas or themes; use appropriate eye contact, adequate 
volume, and clear pronunciation. 

4. Present claims and findings, emphasizing salient points in a 
focused, coherent manner with pertinent descriptions, facts, 
details, and examples; use appropriate eye contact, adequate 
volume, and clear pronunciation. 

4. Present claims and findings, emphasizing salient points in a 
focused, coherent manner with relevant evidence, sound 
valid reasoning, and well-chosen details; use appropriate eye 
contact, adequate volume, and clear pronunciation. 

5.  

����



�

Standards for English Language Arts| 6-12 63 

Grade 6 students: Grade 7 students: Grade 8 students: 

5. Include multimedia components (e.g., graphics, images, 
music, sound) and visual displays in presentations to clarify 
information. 

5. Include multimedia components and visual displays in 
presentations to clarify claims and findings and emphasize 
salient points. 

5. Integrate multimedia and visual displays into presentations to 
clarify information, strengthen claims and evidence, and add 
interest. 

6. Adapt speech to a variety of contexts and tasks, 
demonstrating command of formal English when indicated 
or appropriate. (See grade 6 Language standards 1 and 3 on 
page 66 for specific expectations.) 

6. Adapt speech to a variety of contexts and tasks, 
demonstrating command of formal English when indicated 
or appropriate. (See grade 7 Language standards 1 and 3 on 
page 66 for specific expectations.) 

6. Adapt speech to a variety of contexts and tasks, 
demonstrating command of formal English when indicated 
or appropriate. (See grade 8 Language standards 1 and 3 on 
page 66 for specific expectations.) 
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Speaking and Listening Standards 6–12                  [SL] 

The CCR anchor standards and high school grade-specific standards work in tandem to define college and career readiness expectations—the former providing broad standards, the 

latter providing additional specificity. 

Grades 9–10 students: Grades 11–12 students: 

Comprehension and Collaboration 
1. Initiate and participate effectively in a range of collaborative discussions (one-on-one, in 

groups, and teacher-led) with diverse partners on grades 9–10 topics, texts, and issues, building 

on others’ ideas and expressing their own clearly and persuasively. 

a.     Come to discussions prepared, having read and researched material under study; 

explicitly draw on that preparation by referring to evidence from texts and other 

research on the topic or issue to stimulate a thoughtful, well-reasoned exchange of 

ideas. 

b. Work with peers to set rules for collegial discussions and decision-making (e.g., 

informal consensus, taking votes on key issues, presentation of alternate views), clear 

goals and deadlines, and individual roles as needed. 
c. Propel conversations by posing and responding to questions that relate the current 

discussion to broader themes or larger ideas; actively incorporate others into the 

discussion; and clarify, verify, or challenge ideas and conclusions. 

d. Respond thoughtfully to diverse perspectives, summarize points of agreement and 

disagreement, and, when warranted, qualify or justify their own views and 

understanding and make new connections in light of the evidence and reasoning 

presented.  
e. Seek to understand other perspectives and cultures and communicate effectively with 

audiences or individuals from varied backgrounds. 

1. Initiate and participate effectively in a range of collaborative discussions (one-on-one, in 

groups, and teacher-led) with diverse partners on grades 11–12 topics, texts, and issues, building 

on others’ ideas and expressing their own clearly and persuasively. 

a. Come to discussions prepared, having read and researched material under study; 

explicitly draw on that preparation by referring to evidence from texts and other 

research on the topic or issue to stimulate a thoughtful, well-reasoned exchange of ideas. 

b. Work with peers to promote civil, democratic discussions and decision-making, set clear 

goals and deadlines, and establish individual roles as needed. 

c. Propel conversations by posing and responding to questions that probe reasoning and 

evidence; ensure a hearing for a full range of positions on a topic or issue; clarify, verify, 

or challenge ideas and conclusions; and promote divergent and creative perspectives. 

d. Respond thoughtfully to diverse perspectives; synthesize comments, claims, and evidence 

made on all sides of an issue; resolve contradictions when possible; and determine what 

additional information or research is required to deepen the investigation or complete 

the task.  

e. Seek to understand other perspectives and cultures and communicate effectively with 

audiences or individuals from varied backgrounds.  

2. Integrate multiple sources of information presented in diverse media or formats (e.g., 

visually, quantitatively, orally) evaluating the credibility and accuracy of each source.  

2. Integrate multiple sources of information presented in diverse formats and media (e.g., 

visually, quantitatively, orally) in order to make informed decisions and solve problems, 

evaluating the credibility and accuracy of each source and noting any discrepancies among the 

data. 

3. Evaluate a speaker’s point of view, reasoning, and use of evidence and rhetoric, identifying 

any fallacious reasoning or exaggerated or distorted evidence. 

3. Evaluate a speaker’s point of view, reasoning, and use of evidence and rhetoric, assessing the 

stance, premises, links among ideas, word choice, points of emphasis, and tone used.�
Presentation of Knowledge and Ideas 
4. Present information, findings, and supporting evidence clearly, concisely, and logically�such 

that listeners can follow the line of reasoning and the organization, development, substance, 

and style are appropriate to purpose, audience, and task. 

4. Present information, findings, and supporting evidence, conveying a clear and distinct 

perspective, such that listeners can follow the line of reasoning, alternative or opposing 

perspectives are addressed, and the organization, development, substance, and style are 

appropriate to purpose, audience, and a range of formal and informal tasks. 

5. Make strategic use of digital media (e.g., textual, graphical, audio, visual, and interactive 

elements) in presentations to enhance understanding of findings, reasoning, and evidence and 

to add interest. 

5. Make strategic use of digital media (e.g., textual, graphical, audio, visual, and interactive 

elements) in presentations to enhance understanding of findings, reasoning, and evidence and 

to add interest. 

6. Adapt speech to a variety of contexts and tasks, demonstrating command of formal English 

when indicated or appropriate. (See grades 9–10 Language standards 1 and 3 on pages 68 for 

specific expectations.) 

6. Adapt speech to a variety of contexts and tasks, demonstrating a command of formal English 

when indicated or appropriate. (See grades 11–12 Language standards 1 and 3 on page 68 for 

specific expectations.) 
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College and Career Readiness Anchor Standards for Language Note on range and content 

of student language use 

To be college and career ready in language, 

students must have firm control over the 

conventions of standard English. At the same 

time, they must come to appreciate that 

language is as at least as much a matter of 

craft as of rules and be able to choose words, 

syntax, and punctuation to express themselves 

and achieve particular functions and rhetorical 

effects. They must also have extensive 

vocabularies, built through reading and study, 

enabling them to comprehend complex texts 

and engage in purposeful writing about and 

conversations around content. They need to 

become skilled in determining or clarifying the 

meaning of words and phrases they encounter, 

choosing flexibly from an array of strategies to 

aid them. They must learn to see an individual 

word as part of a network of other words—

words, for example, that have similar 

denotations but different connotations. The 

inclusion of Language standards in their own 

strand should not be taken as an indication 

that skills related to conventions, effective 

language use, and vocabulary are unimportant 

to reading, writing, speaking, and listening; 

indeed, they are inseparable from such 

contexts. 

The grades 6–12 standards on the following pages define what students should understand and be able to do by the end 
of each grade. They correspond to the College and Career Readiness (CCR) anchor standards below by number. The 
CCR and grade-specific standards are necessary complements—the former providing broad standards, the latter 
providing additional specificity—that together define the skills and understandings that all students must demonstrate. 

Conventions of Standard English 

1. Demonstrate command of the conventions of standard English grammar and usage when writing or speaking. 

2. Demonstrate command of the conventions of standard English capitalization, punctuation, and spelling when 
writing. 

Knowledge of Language 

3. Apply knowledge of language to understand how language functions in different contexts, to make effective 
choices for meaning or style, and to comprehend more fully when reading or listening. 

Vocabulary Acquisition and Use 

4. Determine or clarify the meaning of unknown and multiple-meaning words and phrases by using context clues, 
analyzing meaningful word parts, and consulting general and specialized reference materials, as appropriate. 

5. Demonstrate understanding of figurative language, word relationships, and nuances in word meanings. 

6. Acquire and use accurately a range of general academic and domain-specific words and phrases sufficient for 
reading, writing, speaking, and listening at the college and career readiness level; demonstrate independence 
in gathering vocabulary knowledge when considering a word or phrase important to comprehension or 
expression. 
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Language Standards 6–12                      [L] 

The following standards for grades 6–12 offer a focus for instruction each year to help ensure that students gain adequate mastery of a range of skills and applications. Students 
advancing through the grades are expected to meet each year’s grade-specific standards and retain or further develop skills and understandings mastered in preceding grades. Beginning in grade 3, skills 

and understandings that are particularly likely to require continued attention in higher grades as they are applied to increasingly sophisticated writing and speaking are marked with 

an asterisk (*). See the table on page 57 for a complete listing and Appendix A for an example of how these skills develop in sophistication. 

 

Grade 6 students: Grade 7 students: Grade 8 students: 

Conventions of Standard English 
1. Demonstrate command of the conventions of standard 

English grammar and usage when writing or speaking. 

a. Ensure that pronouns are in the proper case 

(subjective, objective, possessive). 

b. Use intensive pronouns (e.g., myself, ourselves). 
c. Recognize and correct inappropriate shifts in pronoun 

number and person.* 

d. Recognize and correct vague pronouns (i.e., ones 

with unclear or ambiguous antecedents).* 

e. Recognize variations from standard English in their 

own and others' writing and speaking, and identify 

and use strategies to improve expression in 

conventional language.* 

1. Demonstrate command of the conventions of standard 

English grammar and usage when writing or speaking. 

a. Explain the function of phrases and clauses in general 

and their function in specific sentences. 

b. Choose among simple, compound, complex, and 

compound-complex sentences to signal differing 

relationships among ideas. 

c. Place phrases and clauses within a sentence, 

recognizing and correcting misplaced and dangling 

modifiers.* 

1. Demonstrate command of the conventions of standard 

English grammar and usage when writing or speaking. 

a. Explain the function of verbals (gerunds, participles, 

infinitives) in general and their function in particular 

sentences. 

b. Form and use verbs in the active and passive voice. 

c. Form and use verbs in the indicative, imperative, 

interrogative, conditional, and subjunctive mood.  

d. Recognize and correct inappropriate shifts in verb voice 

and mood.* 

2. Demonstrate command of the conventions of standard 

English capitalization, punctuation, and spelling when 

writing. 

a. Use punctuation (commas, parentheses, dashes) to set 

off nonrestrictive/parenthetical elements.*   

b. Spell correctly. 

2. Demonstrate command of the conventions of standard 

English capitalization, punctuation, and spelling when 

writing. 

a. Use a comma to separate coordinate adjectives (e.g., 

It was a fascinating, enjoyable movie but not He wore an 
old[,] green shirt). 

b. Spell correctly. 

2. Demonstrate command of the conventions of standard 

English capitalization, punctuation, and spelling when 

writing. 

a. Use punctuation (comma, ellipsis, dash) to indicate a 

pause or break. 
b. Use an ellipsis to indicate an omission. 
c. Spell correctly. 

Knowledge of Language 
3. Use knowledge of language and its conventions when 

writing, speaking, reading, or listening. 

a. Vary sentence patterns for meaning, reader/listener 

interest, and style.* 

b. Maintain consistency in style and tone.* 

3. Use knowledge of language and its conventions when 

writing, speaking, reading, or listening. 

a. Choose language that expresses ideas precisely and 

concisely, recognizing and eliminating wordiness and 

redundancy.* 

3. Use knowledge of language and its conventions when writing, 

speaking, reading, or listening. 

a. Use verbs in the active and passive voice and in the 

conditional and subjunctive mood to achieve particular 

effects (e.g., emphasizing the actor or the action; 

expressing uncertainty or describing a state contrary to 

fact). 
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Language Standards 6–12                        [L] 
Grade 6 students: Grade 7 students: Grade 8 students: 

Vocabulary Acquisition and Use 
4. Determine or clarify the meaning of unknown and 

multiple-meaning words and phrases based on grade 6 
reading and content, choosing flexibly from a range of 
strategies. 
a. Use context (e.g., the overall meaning of a sentence 

or paragraph; a word’s position or function in a 
sentence) as a clue to the meaning of a word or 
phrase. 

b. Use common, grade-appropriate Greek or Latin 
affixes and roots as clues to the meaning of a word 
(e.g., audience, auditory, audible). 

c. Consult reference materials (e.g., dictionaries, 
glossaries, thesauruses), both print and digital, to find 
the pronunciation of a word or determine or clarify 
its precise meaning or its part of speech. 

d. Verify the preliminary determination of the meaning 
of a word or phrase (e.g., by checking the inferred 
meaning in context or in a dictionary). 

4. Determine or clarify the meaning of unknown and 
multiple-meaning words and phrases based on grade 7 
reading and content, choosing flexibly from a range of 
strategies. 
a. Use context (e.g., the overall meaning of a sentence 

or paragraph; a word’s position or function in a 
sentence) as a clue to the meaning of a word or 
phrase. 

b. Use common, grade-appropriate Greek or Latin 
affixes and roots as clues to the meaning of a word 
(e.g., belligerent, bellicose, rebel). 

c. Consult general and specialized reference materials 
(e.g., dictionaries, glossaries, thesauruses), both print 
and digital, to find the pronunciation of a word or 
determine or clarify its precise meaning or its part of 
speech. 

d. Verify the preliminary determination of the meaning 
of a word or phrase (e.g., by checking the inferred 
meaning in context or in a dictionary). 

4. Determine or clarify the meaning of unknown and multiple-
meaning words or phrases based on grade 8 reading and 
content, choosing flexibly from a range of strategies. 
a. Use context (e.g., the overall meaning of a sentence or 

paragraph; a word’s position or function in a sentence) 
as a clue to the meaning of a word or phrase. 

b. Use common, grade-appropriate Greek or Latin affixes 
and roots as clues to the meaning of a word (e.g., 
precede, recede, secede). 

c. Consult general and specialized reference materials 
(e.g., dictionaries, glossaries, thesauruses), both print 
and digital, to find the pronunciation of a word or 
determine or clarify its precise meaning or its part of 
speech. 

d. Verify the preliminary determination of the meaning of 
a word or phrase (e.g., by checking the inferred 
meaning in context or in a dictionary). 

5. Demonstrate understanding of figurative language, word 
relationships, and nuances in word meanings. 
a. Interpret figures of speech (e.g., personification) in 

context. 
b. Use the relationship between particular words (e.g., 

cause/effect, part/whole, item/category) to better 
understand each of the words. 

c.     Distinguish among the connotations (associations) of 
words with similar denotations (definitions) (e.g., 
stingy, scrimping, economical, unwasteful, thrifty). 

5. Demonstrate understanding of figurative language, word 
relationships, and nuances in word meanings. 
a. Interpret figures of speech (e.g., literary, biblical, and 

mythological allusions) in context. 
b. Use the relationship between particular words (e.g., 

synonym/antonym, analogy) to better understand 
each of the words. 

c. Distinguish among the connotations (associations) of   
words with similar denotations (definitions) (e.g., 
refined, respectful, polite, diplomatic, condescending). 

5. Demonstrate understanding of figurative language, word 
relationships, and nuances in word meanings. 
a. Interpret figures of speech (e.g. verbal irony, puns) in 

context. 
b. Use the relationship between particular words to 

better understand each of the words. 
c. Distinguish among the connotations (associations) of 

words with similar denotations (definitions) (e.g., 
bullheaded, willful, firm, persistent, resolute). 

 

6. Acquire and use accurately grade-appropriate general 
academic and domain-specific words and phrases; gather 
vocabulary knowledge when considering a word or 
phrase important to comprehension or expression. 

6. Acquire and use accurately grade-appropriate general 
academic and domain-specific words and phrases; gather 
vocabulary knowledge when considering a word or 
phrase important to comprehension or expression. 

6. Acquire and use accurately grade-appropriate general 
academic and domain-specific words and phrases; gather 
vocabulary knowledge when considering a word or phrase 
important to comprehension or expression. 

����



�

Standards for English Language Arts| 6-12 68 

Language Standards 6–12                       [L] 

The CCR anchor standards and high school grade-specific standards work in tandem to define college and career readiness expectations—the former providing broad standards, the latter 
providing additional specificity. 

Grades 9–10 students: Grades 11–12 students: 

Conventions of Standard English 
1. Demonstrate command of the conventions of standard English grammar and usage when 

writing or speaking. 
a. Use parallel structure.* 
b. Use various types of phrases (noun, verb, adjectival, adverbial, participial, prepositional, 

absolute) and clauses (independent, dependent; noun, relative, adverbial) to convey 
specific meanings and add variety and interest to writing or presentations. 

1. Demonstrate command of the conventions of standard English grammar and usage when 
writing or speaking. 
a. Apply the understanding that usage is a matter of convention, can change over time, and 

is sometimes contested. 
b. Resolve issues of complex or contested usage, consulting references (e.g., Merriam-

Webster’s Dictionary of English Usage, Garner’s Modern American Usage) as needed. 

2. Demonstrate command of the conventions of standard English capitalization, punctuation, 
and spelling when writing. 
a. Use a semicolon (and perhaps a conjunctive adverb) to link two or more closely related 

independent clauses. 
b. Use a colon to introduce a list or quotation. 
c. Spell correctly. 

2. Demonstrate command of the conventions of standard English capitalization, punctuation, 
and spelling when writing. 
a. Observe hyphenation conventions. 
b. Spell correctly. 

Knowledge of Language 

3. Apply knowledge of language to understand how language functions in different contexts, to 
make effective choices for meaning or style, and to comprehend more fully when reading or 
listening. 
a. Write and edit work so that it conforms to the guidelines in a style manual (e.g., MLA 

Handbook, Turabian’s Manual for Writers) appropriate for the discipline and writing type. 

3.     Apply knowledge of language to understand how language functions in different contexts, to 
make effective choices for meaning or style, and to comprehend more fully when reading or 
listening. 
a. Vary syntax for effect, consulting references (e.g., Tufte’s Artful Sentences) for guidance as 

needed; apply an understanding of syntax to the study of complex texts when reading. 

Vocabulary Acquisition and Use  
4. Determine or clarify the meaning of unknown and multiple-meaning words and phrases based 

on grades 9–10 reading and content, choosing flexibly from a range of strategies. 
a. Use context (e.g., the overall meaning of a sentence, paragraph, or text; a word’s 

position or function in a sentence) as a clue to the meaning of a word or phrase. 
b. Identify and correctly use patterns of word changes that indicate different meanings or 

parts of speech (e.g., analyze, analysis, analytical; advocate, advocacy). 
c. Consult general and specialized reference materials (e.g., dictionaries, glossaries, 

thesauruses), both print and digital, to find the pronunciation of a word or determine or 
clarify its precise meaning, its part of speech, or its etymology. 

d. Verify the preliminary determination of the meaning of a word or phrase (e.g., by 
checking the inferred meaning in context or in a dictionary). 

4. Determine or clarify the meaning of unknown and multiple-meaning words and phrases based 
on grades 11–12 reading and content, choosing flexibly from a range of strategies. 
a. Use context (e.g., the overall meaning of a sentence, paragraph, or text; a word’s 

position or function in a sentence) as a clue to the meaning of a word or phrase. 
b. Identify and correctly use patterns of word changes that indicate different meanings or 

parts of speech (e.g., conceive, conception, conceivable). 
c. Consult general and specialized reference materials (e.g., dictionaries, glossaries, 

thesauruses), both print and digital, to find the pronunciation of a word or determine or 
clarify its precise meaning, its part of speech, its etymology, or its standard usage. 

d. Verify the preliminary determination of the meaning of a word or phrase (e.g., by 
checking the inferred meaning in context or in a dictionary). 

5. Demonstrate understanding of figurative language, word relationships, and nuances in word meanings. 
a.     Interpret figures of speech (e.g., euphemism, oxymoron) in context and analyze their 

role in the text. 
b. Analyze nuances in the meaning of words with similar denotations. 

5. Demonstrate understanding of figurative language, word relationships, and nuances in word meanings. 
a. Interpret figures of speech (e.g., hyperbole, paradox) in context and analyze their role in 

the text. 
b. Analyze nuances in the meaning of words with similar denotations. 

6. Acquire and use accurately general academic and domain-specific words and phrases, sufficient 
for reading, writing, speaking, and listening at the college and career readiness level; 
demonstrate independence in gathering vocabulary knowledge when considering a word or 
phrase important to comprehension or expression. 

6.  Acquire and use accurately general academic and domain-specific words and phrases, sufficient 
for reading, writing, speaking, and listening at the college and career readiness level; 
demonstrate independence in gathering vocabulary knowledge when considering a word or 
phrase important to comprehension or expression. 
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Language Progressive Skills, by Grade 

The following skills, marked with an asterisk (*) in Language standards 1–3, are particularly likely to require 
continued attention in higher grades as they are applied to increasingly sophisticated writing and speaking. 

Grade(s)  
Standard 3 4 5 6 7 8 9– 

10 
11– 
12 

L.3.1f. Ensure subject-verb and pronoun-antecedent agreement.         
L.3.3a. Choose words and phrases for effect.         
L.4.1f. Produce complete sentences, recognizing and correcting 
inappropriate fragments and run-ons. 

        

L.4.1g. Correctly use frequently confused words (e.g., to/too/two; 
there/their). 

        

L.4.3a. Choose words and phrases to convey ideas precisely.*         
L.4.3b. Choose punctuation for effect.         
L.5.1d. Recognize and correct inappropriate shifts in verb tense.         
L.5.2a. Use punctuation to separate items in a series.†         
L.6.1c. Recognize and correct inappropriate shifts in pronoun 
number and person. 

        

L.6.1d. Recognize and correct vague pronouns (i.e., ones with 
unclear or ambiguous antecedents). 

        

L.6.1e. Recognize variations from standard English in their own 
and others’ writing and speaking, and identify and use strategies to 
improve expression in conventional language. 

        

L.6.2a. Use punctuation (commas, parentheses, dashes) to set off 
nonrestrictive/parenthetical elements. 

        

L.6.3a. Vary sentence patterns for meaning, reader/listener 
interest, and style.‡ 

        

L.6.3b. Maintain consistency in style and tone.         
L.7.1c. Place phrases and clauses within a sentence, recognizing 
and correcting misplaced and dangling modifiers. 

        

L.7.3a. Choose language that expresses ideas precisely and 
concisely, recognizing and eliminating wordiness and redundancy. 

        

L.8.1d. Recognize and correct inappropriate shifts in verb voice 
and mood. 

        

L.9–10.1a. Use parallel structure.         
 

* Subsumed by L.7.3a 
† Subsumed by L.9–10.1a 
‡ Subsumed by L.11–12.3a
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Standard 10: Range, Quality, and Complexity of Student Reading 6–12 
 
 

Measuring Text Complexity: Three Factors 

 

Qualitative evaluation of the text:  Levels of meaning, structure, language conventionality and clarity, and knowledge demands 

Quantitative evaluation of the text: Readability measures and other scores of text complexity 

Matching reader to text and task:  Reader variables (such as motivation, knowledge, and experiences) and task variables (such as 

purpose and the complexity generated by the task assigned and the questions posed) 

 

Note: More detailed information on text complexity and how it is measured is contained in Appendix A. 
 

 

 

 
Range of Text Types for 6–12 

Students in grades 6–12 apply the Reading standards to the following range of text types, with texts selected from a broad range of cultures and periods. 

Literature Informational Text 

Stories Drama Poetry Literary Nonfiction  

Includes the subgenres of adventure stories, 

historical fiction, mysteries, myths, science 

fiction, realistic fiction, allegories, parodies, 

satire, and graphic novels 

Includes one-act and 

multi-act plays, both in 

written form and on film 

 

Includes the subgenres of 

narrative poems, lyrical poems, 

free verse poems, sonnets, odes, 

ballads, and epics 

Includes the subgenres of exposition, argument, and functional text in the form 

of personal essays, speeches, opinion pieces, essays about art or literature, 

biographies, memoirs, journalism, and historical, scientific, technical, or 

economic accounts (including digital sources) written for a broad audience  

 

����



�

Standards for English Language Arts| 6-12 71 

 
Texts Illustrating the Complexity, Quality, and Range of Student Reading 6–12 

 Literature: Stories, Dramas, Poetry Informational Texts: Literary Nonfiction 

6–8 � Little Women by Louisa May Alcott (1869) 
� The Adventures of Tom Sawyer by Mark Twain (1876) 
� “The Road Not Taken” by Robert Frost (1915) 
� The Dark Is Rising by Susan Cooper (1973) 
� Dragonwings by Laurence Yep (1975) 
� Roll of Thunder, Hear My Cry by Mildred Taylor (1976) 
 

� “Letter on Thomas Jefferson” by John Adams (1776) 
� Narrative of the Life of Frederick Douglass, an American Slave by Frederick Douglass (1845) 
� “Blood, Toil, Tears and Sweat: Address to Parliament on May 13th, 1940” by Winston 

Churchill (1940) 
� Harriet Tubman: Conductor on the Underground Railroad by Ann Petry (1955) 
� Travels with Charley: In Search of America by John Steinbeck (1962) 

 

9–10 � The Tragedy of Macbeth by William Shakespeare (1592) 
� “Ozymandias” by Percy Bysshe Shelley (1817) 
� “The Raven” by Edgar Allen Poe (1845) 
� “The Gift of the Magi” by O. Henry (1906) 
� The Grapes of Wrath by John Steinbeck (1939) 
� Fahrenheit 451 by Ray Bradbury (1953) 
� The Killer Angels by Michael Shaara (1975) 

� “Speech to the Second Virginia Convention” by Patrick Henry (1775) 
� “Farewell Address” by George Washington (1796) 
� “Gettysburg Address” by Abraham Lincoln (1863) 
�  “State of the Union Address” by Franklin Delano Roosevelt (1941) 
� “Letter from Birmingham Jail” by Martin Luther King, Jr. (1964) 
�  “Hope, Despair and Memory” by Elie Wiesel (1997) 

 

11–CCR �  “Ode on a Grecian Urn” by John Keats (1820) 
� Jane Eyre by Charlotte Brontë (1848) 
� “Because I Could Not Stop for Death” by Emily Dickinson (1890) 
� The Great Gatsby by F. Scott Fitzgerald (1925) 
� Their Eyes Were Watching God by Zora Neale Hurston (1937) 
� A Raisin in the Sun by Lorraine Hansberry (1959) 
� The Namesake by Jhumpa Lahiri (2003) 

� Common Sense by Thomas Paine (1776) 
� Walden by Henry David Thoreau (1854) 
� “Society and Solitude” by Ralph Waldo Emerson (1857) 
� “The Fallacy of Success” by G. K. Chesterton (1909) 
�  Black Boy by Richard Wright (1945) 
� “Politics and the English Language” by George Orwell (1946) 
� “Take the Tortillas Out of Your Poetry” by Rudolfo Anaya (1995) 

 

 

Note: Given space limitations, the illustrative texts listed above are meant only to show individual titles that are representative of a range of topics and genres. (See Appendix B 
for excerpts of these and other texts illustrative of grades 6–12 text complexity, quality, and range.) At a curricular or instructional level, within and across grade levels, 
texts need to be selected around topics or themes that generate knowledge and allow students to study those topics or themes in depth. 
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College and Career Readiness Anchor Standards for Reading  Note on range and content 
of student reading 
Reading is critical to building knowledge in 

history/social studies as well as in science and 

technical subjects. College and career ready 

reading in these fields requires an appreciation 

of the norms and conventions of each 

discipline, such as the kinds of evidence used 

in history and science; an understanding of 

domain-specific words and phrases; an 

attention to precise details; and the capacity to 

evaluate intricate arguments, synthesize 

complex information, and follow detailed 

descriptions of events and concepts. In 

history/social studies, for example, students 

need to be able to analyze, evaluate, and 

differentiate primary and secondary 

sources. When reading scientific and technical 

texts, students need to be able to gain 

knowledge from challenging texts that often 

make extensive use of elaborate diagrams and 

data to convey information and illustrate 

concepts. Students must be able to read 

complex informational texts in these fields with 

independence and confidence because the 

vast majority of reading in college and 

workforce training programs will be 

sophisticated nonfiction. It is important to note 

that these Reading standards are meant to 

complement the specific content demands of 

the disciplines, not replace them. 

 

The grades 6–12 standards on the following pages define what students should understand and be able to do 
by the end of each grade span. They correspond to the College and Career Readiness (CCR) anchor standards 
below by number. The CCR and grade-specific standards are necessary complements—the former providing 
broad standards, the latter providing additional specificity—that together define the skills and understandings 
that all students must demonstrate. 

Key Ideas and Details  

1. Read closely to determine what the text says explicitly and to make logical inferences from it; cite 
specific textual evidence when writing or speaking to support conclusions drawn from the text. 

2. Determine central ideas or themes of a text and analyze their development; summarize the key 
supporting details and ideas.  

3. Analyze how and why individuals, events, or ideas develop and interact over the course of a text. 

Craft and Structure 

4. Interpret words and phrases as they are used in a text, including determining technical, connotative, and 
figurative meanings, and analyze how specific word choices shape meaning or tone. 

5. Analyze the structure of texts, including how specific sentences, paragraphs, and larger portions of the 
text (e.g., a section, chapter, scene, or stanza) relate to each other and the whole. 

6. Assess how point of view or purpose shapes the content and style of a text. 

Integration of Knowledge and Ideas 

7. Integrate and evaluate content presented in diverse formats and media, including visually and 
quantitatively, as well as in words.*  

8. Delineate and evaluate the argument and specific claims in a text, including the validity of the reasoning 
as well as the relevance and sufficiency of the evidence. 

9. Analyze how two or more texts address similar themes or topics in order to build knowledge or to 
compare the approaches the authors take. 

Range of Reading and Level of Text Complexity  

10. Read and comprehend complex literary and informational texts independently and proficiently. 

 

*Please see “Research to Build and Present Knowledge” in Writing for additional standards relevant to gathering, assessing, and applying 
information from print and digital sources. 
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Reading Standards for Literacy in History/Social Studies 6–12              [RH] 
The standards below begin at grade 6; standards for K–5 reading in history/social studies, science, and technical subjects are integrated into the K–5 Reading standards. The CCR anchor 

standards and high school standards in literacy work in tandem to define college and career readiness expectations—the former providing broad standards, the latter providing additional 

specificity. 

Grades 6–8 students: Grades 9–10 students: Grades 11–12 students: 

Key Ideas and Details 
1. Cite specific textual evidence to support analysis of 

primary and secondary sources. 

 

1. Cite specific textual evidence to support analysis of 

primary and secondary sources, attending to such features 

as the date and origin of the information. 

1. Cite specific textual evidence to support analysis of primary 

and secondary sources, connecting insights gained from 

specific details to an understanding of the text as a whole. 

2. Determine the central ideas or information of a primary or 

secondary source; provide an accurate summary of the 

source distinct from prior knowledge or opinions. 

2. Determine the central ideas or information of a primary or 

secondary source; provide an accurate summary of how 

key events or ideas develop over the course of the text. 

2. Determine the central ideas or information of a primary or 

secondary source; provide an accurate summary that makes 

clear the relationships among the key details and ideas. 

3. Identify key steps in a text’s description of a process 

related to history/social studies (e.g., how a bill becomes 

law, how interest rates are raised or lowered). 

3. Analyze in detail a series of events described in a text; 

determine whether earlier events caused later ones or 

simply preceded them.   

 

3. Evaluate various explanations for actions or events and 

determine which explanation best accords with textual 

evidence, acknowledging where the text leaves matters 

uncertain. 

Craft and Structure 
4. Determine the meaning of words and phrases as they are 

used in a text, including vocabulary specific to domains 

related to history/social studies. 

 

4. Determine the meaning of words and phrases as they are 

used in a text, including vocabulary describing political, 

social, or economic aspects of history/social studies. 

 

4. Determine the meaning of words and phrases as they are 

used in a text, including analyzing how an author uses and 

refines the meaning of a key term over the course of a text 

(e.g., how Madison defines faction in Federalist No. 10). 

5. Describe how a text presents information (e.g., 

sequentially, comparatively, causally).  

 

5. Analyze how a text uses structure to emphasize key points 

or advance an explanation or analysis. 

 

5. Analyze in detail how a complex primary source is 

structured, including how key sentences, paragraphs, and 

larger portions of the text contribute to the whole.   

6. Identify aspects of a text that reveal an author’s point of 

view or purpose (e.g., loaded language, inclusion or 

avoidance of particular facts). 

6. Compare the point of view of two or more authors for how 

they treat the same or similar topics, including which details 

they include and emphasize in their respective accounts. 

6. Evaluate authors’ differing points of view on the same 

historical event or issue by assessing the authors’ claims, 

reasoning, and evidence. 

Integration of Knowledge and Ideas 
7. Integrate visual information (e.g., in charts, graphs, 

photographs, videos, or maps) with other information in 

print and digital texts. 

7. Integrate quantitative or technical analysis (e.g., charts, 

research data) with qualitative analysis in print or digital 

text. 

7. Integrate and evaluate multiple sources of information 

presented in diverse formats and media (e.g., visually, 

quantitatively, as well as in words) in order to address a 

question or solve a problem. 

8. Distinguish among fact, opinion, and reasoned judgment in 

a text. 

8. Assess the extent to which the reasoning and evidence in a 

text support the author’s claims. 

8. Evaluate an author’s premises, claims, and evidence by 

corroborating or challenging them with other information.    

9. Analyze the relationship between a primary and secondary 

source on the same topic. 

9. Compare and contrast treatments of the same topic in 

several primary and secondary sources. 

9. Integrate information from diverse sources, both primary 

and secondary, into a coherent understanding of an idea or 

event, noting discrepancies among sources. 

Range of Reading and Level of Text Complexity 
10. By the end of grade 8, read and comprehend history/social 

studies texts in the grades 6–8 text complexity band 

independently and proficiently. 

10. By the end of grade 10, read and comprehend history/social 

studies texts in the grades 9–10 text complexity band 

independently and proficiently. 

10. By the end of grade 12, read and comprehend history/social 

studies texts in the grades 11-CCR text complexity band 

independently and proficiently. 
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Reading Standards for Literacy in Science and Technical Subjects 6–12            [RST] 

Grades 6–8 students: Grades 9–10 students: Grades 11–12 students: 

Key Ideas and Details 
1. Cite specific textual evidence to support analysis of science 

and technical texts. 

 

1. Cite specific textual evidence to support analysis of science 

and technical texts, attending to the precise details of 

explanations or descriptions. 

1. Cite specific textual evidence to support analysis of science 

and technical texts, attending to important distinctions the 

author makes and to any gaps or inconsistencies in the 

account. 

2. Determine the central ideas or conclusions of a text; 

provide an accurate summary of the text distinct from 

prior knowledge or opinions. 

2. Determine the central ideas or conclusions of a text; trace 

the text’s explanation or depiction of a complex process, 

phenomenon, or concept; provide an accurate summary of 

the text. 

2. Determine the central ideas or conclusions of a text; 

summarize complex concepts, processes, or information 

presented in a text by paraphrasing them in simpler but still 

accurate terms. 

3. Follow precisely a multistep procedure when carrying out 

experiments, taking measurements, or performing 

technical tasks. 

3. Follow precisely a complex multistep procedure when 

carrying out experiments, taking measurements, or 

performing technical tasks, attending to special cases or 

exceptions defined in the text.  

3. Follow precisely a complex multistep procedure when 

carrying out experiments, taking measurements, or 

performing technical tasks; analyze the specific results based 

on explanations in the text. 

Craft and Structure 
4. Determine the meaning of symbols, key terms, and other 

domain-specific words and phrases as they are used in a 

specific scientific or technical context relevant to grades 6–
8 texts and topics. 

4. Determine the meaning of symbols, key terms, and other 

domain-specific words and phrases as they are used in a 

specific scientific or technical context relevant to grades 9–
10 texts and topics. 

4. Determine the meaning of symbols, key terms, and other 

domain-specific words and phrases as they are used in a 

specific scientific or technical context relevant to grades 11–
12 texts and topics. 

5. Analyze the structure an author uses to organize a text, 

including how the major sections contribute to the whole 

and to an understanding of the topic. 

5. Analyze the structure of the relationships among concepts 

in a text, including relationships among key terms (e.g., 

force, friction, reaction force, energy).  

5.    Analyze how the text structures information or ideas into 

categories or hierarchies, demonstrating understanding of the 

information or ideas. 

6. Analyze the author’s purpose in providing an explanation, 

describing a procedure, or discussing an experiment in a 

text. 

6. Analyze the author’s purpose in providing an explanation, 

describing a procedure, or discussing an experiment in a 

text, defining the question the author seeks to address. 

6.   Analyze the author’s purpose in providing an explanation, 

describing a procedure, or discussing an experiment in a text, 

identifying important issues that remain unresolved. 

Integration of Knowledge and Ideas 
7. Integrate quantitative or technical information expressed 

in words in a text with a version of that information 

expressed visually (e.g., in a flowchart, diagram, model, 

graph, or table). 

7. Translate quantitative or technical information expressed 

in words in a text into visual form (e.g., a table or chart) 

and translate information expressed visually or 

mathematically (e.g., in an equation) into words. 

7. Integrate and evaluate multiple sources of information 

presented in diverse formats and media (e.g., quantitative 

data, video, multimedia) in order to address a question or 

solve a problem. 
8. Distinguish among facts, reasoned judgment based on 

research findings, and speculation in a text. 

 

8. Assess the extent to which the reasoning and evidence in a 

text support the author’s claim or a recommendation for 

solving a scientific or technical problem. 

 

8. Evaluate the hypotheses, data, analysis, and conclusions in a 

science or technical text, verifying the data when possible and 

corroborating or challenging conclusions with other sources 

of information. 

9. Compare and contrast the information gained from 

experiments, simulations, video, or multimedia sources 

with that gained from reading a text on the same topic. 

9. Compare and contrast findings presented in a text to those 

from other sources (including their own experiments), 

noting when the findings support or contradict previous 

explanations or accounts. 

9. Synthesize information from a range of sources (e.g., texts, 

experiments, simulations) into a coherent understanding of a 

process, phenomenon, or concept, resolving conflicting 

information when possible. 

Range of Reading and Level of Text Complexity 

10.   By the end of grade 8, read and comprehend 

science/technical texts in the grades 6–8 text complexity 

band independently and proficiently. 

10. By the end of grade 10, read and comprehend 

science/technical texts in the grades 9–10 text complexity 

band independently and proficiently. 

10.   By the end of grade 12, read and comprehend 

science/technical texts in the grades 11-CCR text 

complexity band independently and proficiently. 
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Note on range and content 
of student writing 
For students, writing is a key means of 

asserting and defending claims, showing 

what they know about a subject, and 

conveying what they have experienced, 

imagined, thought, and felt. To be college 

and career ready writers, students must 

take task, purpose, and audience into 

careful consideration, choosing words, 

information, structures, and formats 

deliberately. They need to be able to use 

technology strategically when creating, 

refining, and collaborating on writing. They 

have to become adept at gathering 

information, evaluating sources, and citing 

material accurately, reporting findings from 

their research and analysis of sources in a 

clear and cogent manner. They must have 

the flexibility, concentration, and fluency to 

produce high-quality first-draft text under a 

tight deadline and the capacity to revisit 

and make improvements to a piece of 

writing over multiple drafts when 

circumstances encourage or require it. To 

meet these goals, students must devote 

significant time and effort to writing, 

producing numerous pieces over short and 

long time frames throughout the year. 

 

The grades 6–12 standards on the following pages define what students should understand and be able to do by the 
end of each grade span. They correspond to the College and Career Readiness (CCR) anchor standards below by 
number. The CCR and grade-specific standards are necessary complements—the former providing 
broad standards, the latter providing additional specificity—that together define the skills and understandings that 
all students must demonstrate. 

7. Conduct short as well as more sustained research projects based on focused questions, demonstrating 
understanding of the subject under investigation. 

2. Write informative/explanatory texts to examine and convey complex ideas and information clearly and 
accurately through the effective selection, organization, and analysis of content. 

1. Write arguments to support claims in an analysis of substantive topics or texts using valid reasoning and 
relevant and sufficient evidence.  

10. Write routinely over extended time frames (time for research, reflection, and revision) and shorter time 
frames (a single sitting or a day or two) for a range of tasks, purposes, and audiences. 

3. Write narratives to develop real or imagined experiences or events using effective technique, well-chosen 
details and well-structured event sequences. 

6. Use technology, including the Internet, to produce and publish writing and to interact and collaborate with 
others. 

4. Produce clear and coherent writing in which the development, organization, and style are appropriate to task, 
purpose, and audience. 

8. Gather relevant information from multiple print and digital sources, assess the credibility and accuracy of each 
source, and integrate the information while avoiding plagiarism. 

5. Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying a new approach. 

9. Draw evidence from literary or informational texts to support analysis, reflection, and research. 

*These broad types of writing include many subgenres. See Appendix A for definitions of key writing types. 

College and Career Readiness Anchor Standards for Writing  

Research to Build and Present Knowledge 

Production and Distribution of Writing 

Text Types and Purposes* 

Range of Writing 
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Writing Standards for Literacy in History/Social Studies, Science, and Technical Subjects 6–12      [WHST] 
The standards below begin at grade 6; standards for K–5 writing in history/social studies, science, and technical subjects are integrated into the K–5 Writing standards. The CCR 
anchor standards and high school standards in literacy work in tandem to define college and career readiness expectations—the former providing broad standards, the latter providing 
additional specificity. 

Grades 6–8 students: Grades 9–10 students: Grades 11–12 students: 

Text Types and Purposes 

1. Write arguments focused on discipline-specific content. 
a. Introduce claim(s) about a topic or issue, acknowledge 

and distinguish the claim(s) from alternate or opposing 
claims, and organize the reasons and evidence 
logically. 

b. Support claim(s) with logical reasoning and relevant, 
accurate data and evidence that demonstrate an 
understanding of the topic or text, using credible 
sources. 

c. Use words, phrases, and clauses to create cohesion and 
clarify the relationships among claim(s), counterclaims, 
reasons, and evidence. 

d. Establish and maintain a formal style. 
e. Provide a concluding statement or section that follows 

from and supports the argument presented. 

1. Write arguments focused on discipline-specific content. 
a. Introduce precise claim(s), distinguish the claim(s) 

from alternate or opposing claims, and create an 
organization that establishes clear relationships among 
the claim(s), counterclaims, reasons, and evidence. 

b. Develop claim(s) and counterclaims fairly, supplying 
data and evidence for each while pointing out the 
strengths and limitations of both claim(s) and 
counterclaims in a discipline-appropriate form and in a 
manner that anticipates the audience’s knowledge 
level and concerns. 

c. Use words, phrases, and clauses to link the major 
sections of the text, create cohesion, and clarify the 
relationships between claim(s) and reasons, between 
reasons and evidence, and between claim(s) and 
counterclaims. 

d. Establish and maintain a formal style and objective 
tone while attending to the norms and conventions of 
the discipline in which they are writing. 

e. Provide a concluding statement or section that follows 
from or supports the argument presented. 

1. Write arguments focused on discipline-specific content. 
a. Introduce precise, knowledgeable claim(s), establish 

the significance of the claim(s), distinguish the 
claim(s) from alternate or opposing claims, and create 
an organization that logically sequences the claim(s), 
counterclaims, reasons, and evidence. 

b. Develop claim(s) and counterclaims fairly and 
thoroughly, supplying the most relevant data and 
evidence for each while pointing out the strengths and 
limitations of both claim(s) and counterclaims in a 
discipline-appropriate form that anticipates the 
audience’s knowledge level, concerns, values, and 
possible biases. 

c. Use words, phrases, and clauses as well as varied 
syntax to link the major sections of the text, create 
cohesion, and clarify the relationships between 
claim(s) and reasons, between reasons and evidence, 
and between claim(s) and counterclaims.  

d. Establish and maintain a formal style and objective 
tone while attending to the norms and conventions of 
the discipline in which they are writing. 

e. Provide a concluding statement or section that follows 
from or supports the argument presented. 
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Grades 6–8 students: Grades 9–10 students: Grades 11–12 students: 

Text Types and Purposes (continued) 
2.    Write informative/explanatory texts, including the 

narration of historical events, scientific procedures/ 
experiments, or technical processes. 
a. Introduce a topic clearly, previewing what is to 

follow; organize ideas, concepts, and information into 
broader categories as appropriate to achieving 
purpose; include formatting (e.g., headings), graphics 
(e.g., charts, tables), and multimedia when useful to 
aiding comprehension. 

b. Develop the topic with relevant, well-chosen facts, 
definitions, concrete details, quotations, or other 
information and examples. 

c. Use appropriate and varied transitions to create 
cohesion and clarify the relationships among ideas and 
concepts. 

d. Use precise language and domain-specific vocabulary 
to inform about or explain the topic. 

e. Establish and maintain a formal style and objective 
tone. 

f. Provide a concluding statement or section that follows 
from and supports the information or explanation 
presented. 

2. Write informative/explanatory texts, including the 
narration of historical events, scientific procedures/ 
experiments, or technical processes. 
a. Introduce a topic and organize ideas, concepts, and 

information to make important connections and 
distinctions; include formatting (e.g., headings), 
graphics (e.g., figures, tables), and multimedia when 
useful to aiding comprehension. 

b. Develop the topic with well-chosen, relevant, and 
sufficient facts, extended definitions, concrete details, 
quotations, or other information and examples 
appropriate to the audience’s knowledge of the topic. 

c. Use varied transitions and sentence structures to link 
the major sections of the text, create cohesion, and 
clarify the relationships among ideas and concepts. 

d. Use precise language and domain-specific vocabulary 
to manage the complexity of the topic and convey a 
style appropriate to the discipline and context as well 
as to the expertise of likely readers. 

e. Establish and maintain a formal style and objective 
tone while attending to the norms and conventions of 
the discipline in which they are writing. 

f. Provide a concluding statement or section that follows 
from and supports the information or explanation 
presented (e.g., articulating implications or the 
significance of the topic). 

2. Write informative/explanatory texts, including the 
narration of historical events, scientific procedures/ 
experiments, or technical processes. 
a. Introduce a topic and organize complex ideas, 

concepts, and information so that each new element 
builds on that which precedes it to create a unified 
whole; include formatting (e.g., headings), graphics 
(e.g., figures, tables), and multimedia when useful to 
aiding comprehension. 

b. Develop the topic thoroughly by selecting the most 
significant and relevant facts, extended definitions, 
concrete details, quotations, or other information and 
examples appropriate to the audience’s knowledge of 
the topic. 

c. Use varied transitions and sentence structures to link 
the major sections of the text, create cohesion, and 
clarify the relationships among complex ideas and 
concepts. 

d. Use precise language, domain-specific vocabulary and 
techniques such as metaphor, simile, and analogy to 
manage the complexity of the topic; convey a 
knowledgeable stance in a style that responds to the 
discipline and context as well as to the expertise of 
likely readers. 

e. Provide a concluding statement or section that follows 
from and supports the information or explanation 
provided (e.g., articulating implications or the 
significance of the topic). 

3. (See note; not applicable as a separate requirement) 3. (See note; not applicable as a separate requirement)  3. (See note; not applicable as a separate requirement) 

 
Note:    Students’ narrative skills continue to grow in these grades. The Standards require that students be able to incorporate narrative elements effectively into arguments and 

informative/explanatory texts. In history/social studies, students must be able to incorporate narrative accounts into their analyses of individuals or events of historical 
import. In science and technical subjects, students must be able to write precise enough descriptions of the step-by-step procedures they use in their investigations or 
technical work that others can replicate them and (possibly) reach the same results. 
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Grades 6–8 students: Grades 9–10 students: Grades 11–12 students: 
Production and Distribution of Writing 

4.    Produce clear and coherent writing in which the 
development, organization, and style are appropriate to 
task, purpose, and audience. 

4.    Produce clear and coherent writing in which the 
development, organization, and style are appropriate to 
task, purpose, and audience. 

4.    Produce clear and coherent writing in which the 
development, organization, and style are appropriate to 
task, purpose, and audience. 

5.    With some guidance and support from peers and adults, 
develop and strengthen writing as needed by planning, 
revising, editing, rewriting, or trying a new approach, 
focusing on how well purpose and audience have been 
addressed. 

5.    Develop and strengthen writing as needed by planning, 
revising, editing, rewriting, or trying a new approach, 
focusing on addressing what is most significant for a specific 
purpose and audience. 

5.    Develop and strengthen writing as needed by planning, 
revising, editing, rewriting, or trying a new approach, 
focusing on addressing what is most significant for a specific 
purpose and audience. 

6.    Use technology, including the Internet, to produce and 
publish writing and present the relationships between 
information and ideas clearly and efficiently. 

6.     Use technology, including the Internet, to produce, 
publish, and update individual or shared writing products, 
taking advantage of technology’s capacity to link to other 
information and to display information flexibly and 
dynamically. 

6.     Use technology, including the Internet, to produce, 
publish, and update individual or shared writing products in 
response to ongoing feedback, including new arguments or 
information. 

Research to Build and Present Knowledge 

7.    Conduct short research projects to answer a question 
(including a self-generated question), drawing on several 
sources and generating additional related, focused 
questions that allow for multiple avenues of exploration. 

 

7.     Conduct short as well as more sustained research projects 
to answer a question (including a self-generated question) 
or solve a problem; narrow or broaden the inquiry when 
appropriate; synthesize multiple sources on the subject, 
demonstrating understanding of the subject under 
investigation. 

7.    Conduct short as well as more sustained research projects to 
answer a question (including a self-generated question) or 
solve a problem; narrow or broaden the inquiry when 
appropriate; synthesize multiple sources on the subject, 
demonstrating understanding of the subject under 
investigation. 

8.     Gather relevant information from multiple print and digital 
sources, using search terms effectively; assess the 
credibility and accuracy of each source; and quote or 
paraphrase the data and conclusions of others while 
avoiding plagiarism and following a standard format for 
citation. 

8.     Gather relevant information from multiple authoritative 
print and digital sources, using advanced searches 
effectively; assess the usefulness of each source in 
answering the research question; integrate information into 
the text selectively to maintain the flow of ideas, avoiding 
plagiarism and following a standard format for citation. 

8.     Gather relevant information from multiple authoritative 
print and digital sources, using advanced searches 
effectively; assess the strengths and limitations of each 
source in terms of the specific task, purpose, and audience; 
integrate information into the text selectively to maintain 
the flow of ideas, avoiding plagiarism and overreliance on 
any one source and following a standard format for citation. 

9.     Draw evidence from informational texts to support 
analysis, reflection, and research. 

9.     Draw evidence from informational texts to support 
analysis, reflection, and research. 

9.    Draw evidence from informational texts to support 
analysis, reflection, and research. 

Range of Writing  

10. Write routinely over extended time frames (time for 
reflection and revision) and shorter time frames (a single 
sitting or a day or two) for a range of discipline-specific 
tasks, purposes, and audiences. 

10. Write routinely over extended time frames (time for 
reflection and revision) and shorter time frames (a single 
sitting or a day or two) for a range of discipline-specific 
tasks, purposes, and audiences. 

10. Write routinely over extended time frames (time for 
reflection and revision) and shorter time frames (a single 
sitting or a day or two) for a range of discipline-specific 
tasks, purposes, and audiences. 
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Introduction 

This document provides an overview of the academic year for Grades 6 through 8, beginning with a curriculum map and followed by detailed grade 
level descriptions.   

The curriculum map is a chart that shows, at a glance, the sequence of modules comprising each grade of the Grades 6 through 8 curriculums.  The 
map also indicates the approximate number of instructional days designated for each module of each grade.  The date approximations are based on 
an academic calendar beginning on 9/6/12 and ending on 6/26/13 with a testing date approximately mid-late April.  Details that elaborate on the 
curriculum map are found in the grade-level descriptions.   

Each grade-level description begins with a list of the five to seven modules that comprise the instruction of that grade.  That introductory component 
is followed by three sections:  the Summary of Year, the Rationale for Module Sequence, and the alignment chart with the grade-level standards.   

The  “Summary  of  Year”  portion  of  each  grade  level  includes  four  pieces of information: 

 The critical instructional areas for the grade, as described in the Common Core Learning Standards1 (CCLS) 
 The Key Areas of Focus2 for the grade  
 The Required Fluencies for the grade  
 The CCLS Major Emphasis Clusters3 for the grade  

The  “Rationale  for  Module  Sequence”  portion  of  each  grade  level  provides  a  brief  description  of  the  instructional focus of each module for that grade 
and explains the developmental sequence of the mathematics. 

The alignment chart for each grade lists the CCLS that are addressed in each module of the grade.  Note that when a cluster is referred to without a 
footnote, it is taught in its entirety.  There are also times when footnotes are relevant to particular standards within a cluster.  All standards for each 
grade have been carefully included in the module sequence.  Some standards are deliberately included in more than one module, so that a strong 
foundation can be built over time.  Note that the standards identified on the Pre-Post Standards4 document as those which should be taught after the 
state test in April, have been intentionally aligned with the final modules of those grades.   

                                                           
1 EngageNY:  http://www.p12.nysed.gov/ciai/common_core_standards/pdfdocs/nysp12cclsmath.pdf  
2 Achievethecore:  http://www.achievethecore.org/downloads/E0702_Description_of_the_Common_Core_Shifts.pdf  
3 EngageNY:  http://engageny.org/sites/default/files/resource/attachments/nys-math-emphases-k-hs.pdf 
4 NYSED:  http://www.p12.nysed.gov/assessment/ei/2013/draft-math-ccls-13.pdf   

����

http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US
http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US
http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US
http://www.p12.nysed.gov/ciai/common_core_standards/pdfdocs/nysp12cclsmath.pdf
http://www.achievethecore.org/downloads/E0702_Description_of_the_Common_Core_Shifts.pdf
http://engageny.org/sites/default/files/resource/attachments/nys-math-emphases-k-hs.pdf
http://www.p12.nysed.gov/assessment/ei/2013/draft-math-ccls-13.pdf


 
 

 

 

 

  A Story of Ratios Curriculum Overview NYS COMMON CORE MATHEMATICS CURRICULUM 

A Story of Ratios:  A Curriculum Overview for Grades 6–8  
Date: 8/10/13 
 
 

Lesson #: Lesson Description 

3 
 

3 
© 2013 Common Core, Inc. Some rights reserved. commoncore.org 

 
This work is licensed under a  
Creative Commons Attribution-NonCommercial-ShareAlike 3.0 Unported License.  

 

Grade 6 Grade 7 Grade 8

Approx. test 
date for 

Grades 6-8

M6:
Linear Functions

(20 days)                                          

20 days

20 days
M7:

Introduction to Irrational Numbers 
Using Geometry

(35 days)   20 days

M6:
Geometry
(35 days)

M5:
Statistics and Probability

(25 days)                                         

M4:
Percent and Proportional 

Relationships
(25 days) 

M3:
Expressions and Equations

(35 days)                                              

M2:
Rational Numbers

(30 days) 20 days

M1:  Integer Exponents and the 
Scientific Notation                                  

(20 days)                                                            

20 days

20 days 20 days

20 days

M2:
The Concept of Congruence

(25 days)                                             

M3:
Similarity
(25 days)                                     

M4:
Linear Equations

(40 days) 

20 days
M5:  Examples of Functions from 

Geometry (15 days)

20 days
M1:

Ratios and Proportional 
Relationships

(30 days)                                                            

20 days

20 days 20 days

20 days

20 days

M1:
Ratios and Unit Rates

(35 days)                                          

M2:
Arithmetic Operations Including 

Dividing by a Fraction
(25 days)                                                            

M3:
Rational Numbers

(25 days)                                                                       

 M4:
Expressions and Equations

(45 days)                                       

M5:
Area, Surface Area, and Volume 

Problems
(25 days)

20 days

20 days

20 days

M6:
Statistics
(25 days)

 

Key: Number Geometry
Ratios and 

Proportions
Expressions and 

Equations
Statistics and 

Probability
Functions
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Sequence of Grade 6 Modules Aligned with the Standards 
Module 1:  Ratios and Unit Rates 
Module 2:  Arithmetic Operations Including Dividing by a Fraction 
Module 3:  Rational Numbers 
Module 4:  Expressions and Equations 
Module 5:  Area, Surface Area, and Volume Problems 
Module 6:  Statistics  
  

Summary of Year 

Sixth grade mathematics is about (1) connecting ratio and rate to whole number 
multiplication and division and using concepts of ratio and rate to solve 
problems; (2) completing understanding of division of fractions and extending 
the notion of number to the system of rational numbers, which includes negative 
numbers; (3) writing, interpreting, and using expressions and equations; and (4) 
developing understanding of statistical thinking. 

Key Areas of Focus for Grade 6: Ratios and proportional reasoning; early 
expressions and equations 

Required Fluency:  6.NS.2  Multi-digit division 
          6.NS.3  Multi-digit decimal operations 

CCLS Major Emphasis Clusters 
Ratios and Proportional Relationships 

 Understand ratio concepts and use ratio reasoning to 
solve problems. 

The Number System 
 Apply and extend previous understandings of 

multiplication and division to divide fractions by fractions. 
 Apply and extend previous understandings of numbers to 

the system of rational numbers. 
Expressions and Equations 

 Apply and extend previous understandings of arithmetic 
to algebraic expressions. 

 Reason about and solve one-variable equations and 
inequalities. 

 Represent and analyze quantitative relationships between 
dependent and independent variables.  
 

Rationale for Module Sequence in Grade 6 

In Module 1, students build on their prior work in measurement and in multiplication and division as they study the concepts and language of ratios 
and unit rates.  They use proportional reasoning to solve problems.  In particular, students solve ratio and rate using tape diagrams, tables of 
equivalent ratios, double number line diagrams, and equations.  They plot pairs of values generated from a ratio or rate on the first quadrant of the 
coordinate plane.   

����

http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US
http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US
http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US


 
 

 

 

 

  A Story of Ratios Curriculum Overview NYS COMMON CORE MATHEMATICS CURRICULUM 

A Story of Ratios:  A Curriculum Overview for Grades 6–8  
Date: 8/10/13 
 
 

Lesson #: Lesson Description 

5 
 

5 
© 2013 Common Core, Inc. Some rights reserved. commoncore.org 

 
This work is licensed under a  
Creative Commons Attribution-NonCommercial-ShareAlike 3.0 Unported License.  

 

Students expand their understanding of the number system and build their fluency in arithmetic operations in Module 2.  Students learned in Grade 5 
to divide whole numbers by unit fractions and unit fractions by whole numbers.  Now, they apply and extend their understanding of multiplication 
and division to divide fractions by fractions.  The meaning of this operation is connected to real-world problems as students are asked to create and 
solve fraction division word problems.  Students continue (from Fifth Grade) to build fluency with adding, subtracting, multiplying, and dividing multi-
digit decimal numbers using the standard algorithms.   

Major themes of Module 3 are to understand rational numbers as points on the number line and to extend previous understandings of numbers to 
the system of rational numbers, which now include negative numbers.  Students extend coordinate axes to represent points in the plane with 
negative number coordinates and, as part of doing so, see that negative numbers can represent quantities in real-world contexts.  They use the 
number line to order numbers and to understand the absolute value of a number.  They begin to solve real-world and mathematical problems by 
graphing points in all four quadrants, a concept that continues throughout to be used into high school and beyond. 

With their sense of number expanded to include negative numbers, in Module 4 students begin formal study of algebraic expressions and equations.  
Students learn equivalent expressions by continuously relating algebraic expressions back to arithmetic and the properties of arithmetic 
(commutative, associative, and distributive).  They write, interpret, and use expressions and equations as they reason about and solve one-variable 
equations and inequalities and analyze quantitative relationships between two variables. 

Module 5 is an opportunity to practice the material learned in Module 4 in the context of geometry; students apply their newly acquired capabilities 
with expressions and equations to solve for unknowns in area, surface area, and volume problems.  They find the area of triangles and other two-
dimensional figures and use the formulas to find the volumes of right rectangular prisms with fractional edge lengths.  Students use negative numbers 
in coordinates as they draw lines and polygons in the coordinate plane.  They also find the lengths of sides of figures, joining points with the same first 
coordinate or the same second coordinate and apply these techniques to solve real-world and mathematical problems. 

In Module 6, students develop an understanding of statistical variability and apply that understanding as they summarize, describe, and display 
distributions.  In particular, careful attention is given to measures of center and variability. 
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Alignment Chart 

Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 6 Modules5 
 

Module 1:  
Ratios and Unit Rates 
(35 days) 

Understand ratio concepts and use ratio reasoning to solve problems. 

6.RP.1 Understand the concept of a ratio and use ratio language to describe a ratio relationship 
between two quantities.  For  example,  “The  ratio  of  wings  to  beaks  in  the  bird  house  at  the  zoo  
was  2:1,  because  for  every  2  wings  there  was  1  beak.”   “For  every  vote candidate A received, 
candidate  C  received  nearly  three  votes.” 

6.RP.2     Understand the concept of a unit rate a/b associated with a ratio a:b with b  ≠  0, and use rate 
language in the context of a ratio relationship.  For  example,  “This  recipe  has  a  ratio of 3 cups of 
flour to 4 cups of sugar, so there is 3/4 cup  of  flour  for  each  cup  of  sugar.”   “We  paid  $75  for  15  
hamburgers,  which  is  a  rate  of  $5  per  hamburger.”6 

6.RP.3 Use ratio and rate reasoning to solve real-world and mathematical problems, e.g., by reasoning 
about tables of equivalent ratios, tape diagrams, double number line diagrams, or equations. 

a. Make tables of equivalent ratios relating quantities with whole-number measurements, find 
missing values in the tables, and plot the pairs of values on the coordinate plane.  Use tables 
to compare ratios. 

b.   Solve unit rate problems including those involving unit pricing and constant speed.  For 
example, if it took 7 hours to mow 4 lawns, then at that rate, how many lawns could be 
mowed in 35 hours?  At what rate were lawns being mowed? 

c.    Find a percent of a quantity as a rate per 100 (e.g., 30% of a quantity means 30/100 times 
the quantity); solve problems involving finding the whole, given a part and the percent. 

d.    Use ratio reasoning to convert measurement units; manipulate and transform units 
appropriately when multiplying or dividing quantities. 

                                                           
5 When a cluster is referred to in this chart without a footnote, the cluster is taught in its entirety. 
6 Expectations for unit rates in this grade are limited to non-complex fractions. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 6 Modules5 
 

Module 2:  
Arithmetic Operations Including 
Dividing by a Fraction 
(25 days) 

Apply and extend previous understandings of multiplication and division to divide fractions by fractions. 

6.NS.1    Interpret and compute quotients of fractions, and solve word problems involving division of 
fractions by fractions, e.g., by using visual fraction models and equations to represent the 
problem.  For example, create a story context for (2/3) ÷ (3/4) and use a visual fraction model to 
show the quotient; use the relationship between multiplication and division to explain that (2/3) 
÷ (3/4) = 8/9 because 3/4 of 8/9 is 2/3.  (In general, (a/b) ÷ (c/d) = ad/bc.)  How much chocolate 
will each person get if 3 people share 1/2 lb of chocolate equally? How many 3/4-cup servings are 
in 2/3 of a cup of yogurt? How wide is a rectangular strip of land with length 3/4 mi and area 1/2 
square mi? 

Compute fluently with multi-digit numbers and find common factors and multiples. 

6.NS.2    Fluently divide multi-digit numbers using the standard algorithm.7 

6.NS.3   Fluently add, subtract, multiply, and divide multi-digit decimals using the standard algorithm for 
each operation.8 

6.NS.4    Find the greatest common factor of two whole numbers less than or equal to 100 and the least 
common multiple of two whole numbers less than or equal to 12.  Use the distributive property 
to express a sum of two whole numbers 1–100 with a common factor as a multiple of a sum of 
two whole numbers with no common factor.  For example, express 36 + 8 as 4 (9 + 2). 

Module 3:  
Rational Numbers 
(25 days) 

Apply and extend previous understandings of numbers to the system of rational numbers. 

6.NS.5    Understand that positive and negative numbers are used together to describe quantities having 
opposite directions or values (e.g., temperature above/below zero, elevation above/below sea 
level, credits/debits, positive/negative electric charge); use positive and negative numbers to 
represent quantities in real-world contexts, explaining the meaning of 0 in each situation. 

6.NS.6   Understand a rational number as a point on the number line.  Extend number line diagrams and 
coordinate axes familiar from previous grades to represent points on the line and in the plane 

                                                           
7 This fluency standard begins in this module and is practiced throughout the remainder of the year. 
8 This fluency standard begins in this module and is practiced throughout the remainder of the year. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 6 Modules5 
 

with negative number coordinates. 

a.    Recognize opposite signs of numbers as indicating locations on opposite sides of 0 on the 
number line; recognize that the opposite of the opposite of a number is the number itself, 
e.g., –(–3) = 3, and that 0 is its own opposite. 

b. Understand signs of numbers in ordered pairs as indicating locations in quadrants of the 
coordinate plane; recognize that when two ordered pairs differ only by signs, the locations 
of the points are related by reflections across one or both axes. 

c.    Find and position integers and other rational numbers on a horizontal or vertical number 
line diagram; find and position pairs of integers and other rational numbers on a coordinate 
plane. 

6.NS.7    Understand ordering and absolute value of rational numbers. 

a.    Interpret statements of inequality as statements about the relative position of two numbers 
on a number line diagram.  For example, interpret –3 > –7 as a statement that –3 is located 
to the right of –7 on a number line oriented from left to right. 

b.    Write, interpret, and explain statements of order for rational numbers in real-world 
contexts.  For example, write –3°C > –7°C to express the fact that –3°C is warmer than -7°C. 

c.    Understand the absolute value of a rational number as its distance from 0 on the number 
line; interpret absolute value as magnitude for a positive or negative quantity in a real-world 
situation.  For example, for an account balance of –30 dollars, write |–30| = 30 to describe 
the size of the debt in dollars.  

d.     Distinguish comparisons of absolute value from statements about order.  For example, 
recognize that an account balance less than –30 dollars represents a debt greater than 30 
dollars. 

6.NS.8    Solve real-world and mathematical problems by graphing points in all four quadrants of the 
coordinate plane.  Include use of coordinates and absolute value to find distances between 
points with the same first coordinate or the same second coordinate. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 6 Modules5 
 

Module 4:  
Expressions and Equations 
(45 days) 

Apply and extend previous understandings of arithmetic to algebraic expressions.9 

6.EE.1    Write and evaluate numerical expressions involving whole-number exponents. 

6.EE.2    Write, read, and evaluate expressions in which letters stand for numbers. 

a.    Write expressions that record operations with numbers and with letters standing for 
numbers.  For  example,  express  the  calculation  “Subtract  y  from  5”  as  5  – y. 

b.    Identify parts of an expression using mathematical terms (sum, term, product, factor 
quotient, coefficient); view one or more parts of an expression as a single entity.  For 
example, describe the expression 2 (8 + 7) as a product of two factors; view (8 + 7) as both a 
single entity and a sum of two terms. 

c.    Evaluate expressions at specific values of their variables.  Include expressions that arise from 
formulas used in real-world problems.  Perform arithmetic operations, including those 
involving whole-number exponents, in the conventional order when there are no 
parentheses to specify a particular order (Order of Operations).  For example, use the 
formulas V = s3 and A = 6 s2 to find the volume and surface area of a cube with sides of 
length s = 1/2.   

6.EE.3    Apply the properties of operations to generate equivalent expressions.  For example, apply the 
distributive property to the expression 3 (2 + x) to produce the equivalent expression 6 + 3x; apply 
the distributive property to the expression 24x + 18y to produce the equivalent expression 6 (4x + 
3y); apply properties of operations to y + y + y to produce the equivalent expression 3y. 

6.EE.4    Identify when two expressions are equivalent (i.e., when the two expressions name the same 
number regardless of which value is substituted into them).  For example, the expressions y + y + 
y and 3y are equivalent because they name the same number regardless of which number y 
stands for.  

 
 

                                                           
9 6.EE.2c is also taught in Module 4 in the context of geometry. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 6 Modules5 
 

Reason about and solve one-variable equations and inequalities.10 

6.EE.5    Understand solving an equation or inequality as a process of answering a question:  Which 
values from a specified set, if any, make the equation or inequality true?  Use substitution to 
determine whether a given number in a specified set makes an equation or inequality true. 

6.EE.6    Use variables to represent numbers and write expressions when solving a real-world or 
mathematical problem; understand that a variable can represent an unknown number, or, 
depending on the purpose at hand, any number in a specified set.   

6.EE.7    Solve real-world and mathematical problems by writing and solving equations of the form x + p = 
q and px = q for cases in which p, q, and x are all nonnegative rational numbers. 

6.EE.8   Write an inequality of the form x > c or x < c to represent a constraint or condition in a real-world 
or mathematical problem.  Recognize that inequalities of the form x > c or x < c have infinitely 
many solutions; represent solutions of such inequalities on number line diagrams. 

Represent and analyze quantitative relationships between dependent and independent variables. 

6.EE.9    Use variables to represent two quantities in a real-world problem that change in relationship to 
one another; write an equation to express one quantity, thought of as the dependent variable, in 
terms of the other quantity, thought of as the independent variable.  Analyze the relationship 
between the dependent and independent variables using graphs and tables, and relate these to 
the equation.  For example, in a problem involving motion at constant speed, list and graph 
ordered pairs of distances and times, and write the equation d = 65t to represent the relationship 
between distance and time. 

Module 5:  
Area, Surface Area, and Volume 
Problems 
(25 days) 

Apply and extend previous understandings of arithmetic to algebraic expressions.11 

6.EE.2   Write, read, and evaluate expressions in which letters stand for numbers. 

c.    Evaluate expressions at specific values of their variables.  Include expressions that arise from 
formulas used in real-world problems.  Perform arithmetic operations, including those 

                                                           
10 Except for 6.EE.8, this cluster is also taught in Module 4 in the context of geometry. 
11 This standard, taught in Module 4, is practiced in this module in the context of geometry. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 6 Modules5 
 

involving whole-number exponents, in the conventional order when there are no 
parentheses to specify a particular order (Order of Operations).  For example, use the 
formulas V = s3 and A = 6 s2 to find the volume and surface area of a cube with sides of 
length s = 1/2.   

Reason about and solve one-variable equations and inequalities.12 

6.EE.5    Understand solving an equation or inequality as a process of answering a question:  Which 
values from a specified set, if any, make the equation or inequality true?  Use substitution to 
determine whether a given number in a specified set makes an equation or inequality true. 

6.EE.6    Use variables to represent numbers and write expressions when solving a real-world or 
mathematical problem; understand that a variable can represent an unknown number, or, 
depending on the purpose at hand, any number in a specified set.   

6.EE.7    Solve real-world and mathematical problems by writing and solving equations of the form x + p = 
q and px = q for cases in which p, q, and x are all nonnegative rational numbers. 

Solve real-world and mathematical problems involving area, surface area, and volume. 

6.G.1   Find the area of right triangles, other triangles, special quadrilaterals, and polygons by 
composing into rectangles or decomposing into triangles and other shapes; apply these 
techniques in the context of solving real-world and mathematical problems.   

6.G.2    Find the volume of a right rectangular prism with fractional edge lengths by packing it with unit 
cubes of the appropriate unit fraction edge lengths, and show that the volume is the same as 
would be found by multiplying the edge lengths of the prism.  Apply the formulas V = l w h and V 
= b h to find volumes of right rectangular prisms with fractional edge lengths in the context of 
solving real-world and mathematical problems.   

6.G.3    Draw polygons in the coordinate plane given coordinates for the vertices; use coordinates to find 
the length of a side joining points with the same first coordinate or the same second coordinate.  
Apply these techniques in the context of solving real-world and mathematical problems. 

                                                           
12 These standards, taught in Module 4, are practiced in this module in the context of geometry. 

����

http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US
http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US
http://creativecommons.org/licenses/by-nc-sa/3.0/deed.en_US


 
 

 

 

 

  A Story of Ratios Curriculum Overview NYS COMMON CORE MATHEMATICS CURRICULUM 

A Story of Ratios:  A Curriculum Overview for Grades 6–8  
Date: 8/10/13 
 
 

Lesson #: Lesson Description 

12 
 

12 
© 2013 Common Core, Inc. Some rights reserved. commoncore.org 

 
This work is licensed under a  
Creative Commons Attribution-NonCommercial-ShareAlike 3.0 Unported License.  

 

Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 6 Modules5 
 

6.G.4    Represent three-dimensional figures using nets made up of rectangles and triangles, and use the 
nets to find the surface area of these figures.  Apply these techniques in the context of solving 
real-world and mathematical problems. 

Module 6:  
Statistics  
(25 days) 

Develop understanding of statistical variability. 

6.SP.1    Recognize a statistical question as one that anticipates variability in the data related to the 
question and accounts for it in the answers.  For example,  “How  old  am  I?”  is  not  a  statistical  
question,  but  “How  old  are  the  students  in  my  school?”  is  a  statistical  question  because  one  
anticipates variability in students’ ages. 

6.SP.2    Understand that a set of data collected to answer a statistical question has a distribution which 
can be described by its center, spread, and overall shape. 

6.SP.3   Recognize that a measure of center for a numerical data set summarizes all of its values with a 
single number, while a measure of variation describes how its values vary with a single number. 

Summarize and describe distributions. 

6.SP.4    Display numerical data in plots on a number line, including dot plots, histograms, and box plots. 

6.SP.5    Summarize numerical data sets in relation to their context, such as by: 

a.    Reporting the number of observations. 

b.    Describing the nature of the attribute under investigation, including how it was measured 
and its units of measurement. 

c.    Giving quantitative measures of center (median and/or mean) and variability (interquartile 
range and/or mean absolute deviation), as well as describing any overall pattern and any 
striking deviations from the overall pattern with reference to the context in which the data 
were gathered. 

d.    Relating the choice of measures of center and variability to the shape of the data 
distribution and the context in which the data were gathered. 
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Sequence of Grade 7 Modules Aligned with the Standards 
Module 1:  Ratios and Proportional Relationships 
Module 2:  Rational Numbers 
Module 3:  Expressions and Equations 
Module 4:  Percent and Proportional Relationships 
Module 5:  Statistics and Probability 
Module 6:  Geometry 
  

Summary of Year 

Seventh grade mathematics is about (1) developing understanding of and 
applying proportional relationships; (2) developing understanding of operations 
with rational numbers and working with expressions and linear equations; (3) 
solving problems involving scale drawings and informal geometric constructions, 
and working with two- and three-dimensional shapes to solve problems involving 
area, surface area, and volume; and (4) drawing inferences about populations 
based on samples. 

Key Areas of Focus for Grade 7: Ratios and proportional reasoning; arithmetic 
of rational numbers 

 

CCLS Major Emphasis Clusters 
Ratios and Proportional Relationships 

 Analyze proportional relationships and use them to solve 
real-world and mathematical problems. 

The Number System 
 Apply and extend previous understandings of operations 

with fractions to add, subtract, multiply, and divide 
rational numbers. 

Expressions and Equations 
 Use properties of operations to generate equivalent 

expressions. 
 Solve real-life and mathematical problems using numerical 

and algebraic expressions and equations.  
 

Rationale for Module Sequence in Grade 7 

In Module 1, students build on their Grade 6 experiences with ratios, unit rates, and fraction division to analyze proportional relationships.  They 
decide whether two quantities are in a proportional relationship, identify constants of proportionality, and represent the relationship by equations.  
These skills are then applied to real-world problems including scale drawings.   

Students continue to build an understanding of the number line in Module 2 from their work in Grade 6.  They learn to add, subtract, multiply, and 
divide rational numbers.  Module 2 includes rational numbers as they appear in expressions and equations—work that is continued in Module 3. 
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Module  3  consolidates  and  expands  students’  previous  work  with  generating  equivalent expressions and solving equations.  Students solve real-life 
and mathematical problems using numerical and algebraic expressions and equations.  Their work with expressions and equations is applied to finding 
unknown angles and problems involving area, volume, and surface area. 

Module  4  parallels  Module  1’s  coverage  of  ratio  and  proportion,  but  this  time  with  a  concentration  on  percent.    Problems  in  this module include 
simple interest, tax, markups and markdowns, gratuities and commissions, fees, percent increase and decrease, and percent error.  Additionally, this 
module includes percent problems about populations, which prepare students for probability models about populations covered in the next module.   

In Module 5, students learn to draw inferences about populations based on random samples.  Through the study of chance processes, students learn 
to develop, use and evaluate probability models. 

The year concludes with students drawing and constructing geometrical figures in Module 6.  They also revisit unknown angle, area, volume, and 
surface area problems, which now include problems involving percentages of areas or volumes. 

Alignment Chart 

Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

Module 1:  
Ratios and Proportional 
Relationships 
(30 days) 

Analyze proportional relationships and use them to solve real-world and mathematical problems.14 

7.RP.1    Compute unit rates associated with ratios of fractions, including ratios of lengths, areas and 
other quantities measured in like or different units.  For example, if a person walks 1/2 mile in 
each 1/4 hour, compute the unit rate as the complex fraction ½ / ¼ miles per hour, equivalently 2 
miles per hour. 

7.RP.2    Recognize and represent proportional relationships between quantities. 

a.    Decide whether two quantities are in a proportional relationship, e.g., by testing for 
equivalent ratios in a table or graphing on a coordinate plane and observing whether the 
graph is a straight line through the origin. 

                                                           
13 When a cluster is referred to in this chart without a footnote, the cluster is taught in its entirety. 
14 Percent and proportional relationships are covered in Module 4. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

 

b.   Identify the constant of proportionality (unit rate) in tables, graphs, equations, diagrams, 
and verbal descriptions of proportional relationships. 

c.    Represent proportional relationships by equations.  For example, if total cost t is 
proportional to the number n of items purchased at a constant price p, the relationship 
between the total cost and the number of items can be expressed as t = pn. 

d.    Explain what a point (x, y) on the graph of a proportional relationship means in terms of the 
situation, with special attention to the points (0, 0) and (1, r) where r is the unit rate. 

7.RP.3    Use proportional relationships to solve multistep ratio and percent problems.  Examples: simple 
interest, tax, markups and markdowns, gratuities and commissions, fees, percent increase and 
decrease, percent error. 

Solve real-life and mathematical problems using numerical and algebraic expressions and equations.15 

7.EE.416    Use variables to represent quantities in a real-world or mathematical problem, and construct 
simple equations and inequalities to solve problems by reasoning about the quantities. 

a.    Solve word problems leading to equations of the form px + q = r and p(x + q) = r, where p, q, 
and r are specific rational numbers.  Solve equations of these forms fluently.  Compare an 
algebraic solution to an arithmetic solution, identifying the sequence of the operations used 
in each approach.  For example, the perimeter of a rectangle is 54 cm.  Its length is 6 cm.  
What is its width? 

Draw, construct, and describe geometrical figures and describe the relationships between them.17 

7.G.1     Solve problems involving scale drawings of geometric figures, including computing actual lengths 
and areas from a scale drawing and reproducing a scale drawing at a different scale.   

                                                           
15 The balance of this cluster is taught in Modules 2, 3, and 4. 
16 In this module, the equations are derived from ratio problems.  7.EE.4a is returned to in Module 2 and Module 3. 
17 7.G.1 is also covered in Module 4.  The balance of this cluster is taught in Module 6. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

Module 2:  
Rational Numbers 
(30 days) 

Apply and extend previous understandings of operations with fractions to add, subtract, multiply, and divide 
rational numbers. 

7.NS.1    Apply and extend previous understandings of addition and subtraction to add and subtract 
rational numbers; represent addition and subtraction on a horizontal or vertical number line 
diagram. 

a.    Describe situations in which opposite quantities combine to make 0.  For example, a 
hydrogen atom has 0 charge because its two constituents are oppositely charged. 

b.    Understand p + q as the number located a distance |q| from p, in the positive or negative 
direction depending on whether q is positive or negative.  Show that a number and its 
opposite have a sum of 0 (are additive inverses).  Interpret sums of rational numbers by 
describing real-world contexts. 

c.    Understand subtraction of rational numbers as adding the additive inverse, p – q = p + (–q).  
Show that the distance between two rational numbers on the number line is the absolute 
value of their difference, and apply this principle in real-world contexts. 

d.    Apply properties of operations as strategies to add and subtract rational numbers. 

7.NS.2    Apply and extend previous understandings of multiplication and division and of fractions to 
multiply and divide rational numbers. 

a.    Understand that multiplication is extended from fractions to rational numbers by requiring 
that operations continue to satisfy the properties of operations, particularly the distributive 
property, leading to products such as (–1)( –1) = 1 and the rules for multiplying signed 
numbers. Interpret products of rational numbers by describing real-world contexts. 

b.    Understand that integers can be divided, provided that the divisor is not zero, and every 
quotient of integers (with non-zero divisor) is a rational number.  If p and q are integers, 
then –(p/q) = (–p)/q = p/(–q).  Interpret quotients of rational numbers by describing real-
world contexts. 

c.    Apply properties of operations as strategies to multiply and divide rational numbers. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

d.    Convert a rational number to a decimal using long division; know that the decimal form of a 
rational number terminates in 0s or eventually repeats. 

7.NS.3    Solve real-world and mathematical problems involving the four operations with rational 
numbers.18  

Use properties of operations to generate equivalent expressions.19 

7.EE.220    Understand that rewriting an expression in different forms in a problem context can shed light 
on the problem and how the quantities in it are related.  For example, a + 0.05a = 1.05a means 
that  “increase  by  5%”  is  the  same  as  “multiply  by  1.05.” 

Solve real-life and mathematical problems using numerical and algebraic expressions and equations.21 

7.EE.422    Use variables to represent quantities in a real-world or mathematical problem, and construct 
simple equations and inequalities to solve problems by reasoning about the quantities. 

a.    Solve word problems leading to equations of the form px + q = r and p(x + q) = r, where p, q, 
and r are specific rational numbers.  Solve equations of these forms fluently.  Compare an 
algebraic solution to an arithmetic solution, identifying the sequence of the operations used 
in each approach.  For example, the perimeter of a rectangle is 54 cm.  Its length is 6 cm.  
What is its width? 

Module 3:  
Expressions and Equations 
(35 days) 

Use properties of operations to generate equivalent expressions. 

7.EE.1    Apply properties of operations as strategies to add, subtract, factor, and expand linear 
expressions with rational coefficients.   

 

                                                           
18 Computations with rational numbers extend the rules for manipulating fractions to complex fractions. 
19 The balance of this cluster is taught in Module 3. 
20 In this module, this standard is applied to expressions with rational numbers in them.  
21 The balance of this cluster is taught in Module 3. 
22 In this module the equations include negative rational numbers.   
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

 

7.EE.2    Understand that rewriting an expression in different forms in a problem context can shed light 
on the problem and how the quantities in it are related.  For example, a + 0.05a = 1.05a means 
that  “increase  by  5%”  is  the  same  as  “multiply  by  1.05.” 

Solve real-life and mathematical problems using numerical and algebraic expressions and equations. 

7.EE.323    Solve multi-step real-life and mathematical problems posed with positive and negative rational 
numbers in any form (whole numbers, fractions, and decimals), using tools strategically.  Apply 
properties of operations to calculate with numbers in any form; convert between forms as 
appropriate; and assess the reasonableness of answers using mental computation and 
estimation strategies.  For example:  If a woman making $25 an hour gets a 10% raise, she will 
make an additional 1/10 of her salary an hour, or $2.50, for a new salary of $27.50.  If you want 
to place a towel bar 9 3/4 inches long in the center of a door that is 27 1/2 inches wide, you will 
need to place the bar about 9 inches from each edge; this estimate can be used as a check on the 
exact computation. 

7.EE.4    Use variables to represent quantities in a real-world or mathematical problem, and construct 
simple equations and inequalities to solve problems by reasoning about the quantities. 

a.    Solve word problems leading to equations of the form px + q = r and p(x + q) = r, where p, q, 
and r are specific rational numbers.  Solve equations of these forms fluently.  Compare an 
algebraic solution to an arithmetic solution, identifying the sequence of the operations used 
in each approach.  For example, the perimeter of a rectangle is 54 cm.  Its length is 6 cm.  
What is its width? 

b.    Solve word problems leading to inequalities of the form px + q > r or px + q < r, where p, q, 
and r are specific rational numbers.  Graph the solution set of the inequality and interpret it 
in the context of the problem.  For example:  As a salesperson, you are paid $50 per week 
plus $3 per sale.  This week you want your pay to be at least $100.  Write an inequality for 

                                                           
23 Problems in this module take on any form but percent, which is included in Module 4. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

the number of sales you need to make, and describe the solutions. 

Solve real-life and mathematical problems involving angle measure, area, surface area, and volume. 24 

7.G.4    Know the formulas for the area and circumference of a circle and use them to solve problems; 
give an informal derivation of the relationship between the circumference and area of a circle. 

7.G.5    Use facts about supplementary, complementary, vertical, and adjacent angles in a multi-step 
problem to write and solve simple equations for an unknown angle in a figure. 

7.G.6    Solve real-world and mathematical problems involving area, volume and surface area of two- 
and three-dimensional objects composed of triangles, quadrilaterals, polygons, cubes, and right 
prisms. 

Module 4:  
Percent and Proportional 
Relationships25  
(25 days) 

Analyze proportional relationships and use them to solve real-world and mathematical problems. 

7.RP.1    Compute unit rates associated with ratios of fractions, including ratios of lengths, areas and 
other quantities measured in like or different units.  For example, if a person walks 1/2 mile in 
each 1/4 hour, compute the unit rate as the complex fraction ½ / ¼ miles per hour, equivalently 2 
miles per hour. 

7.RP.2    Recognize and represent proportional relationships between quantities. 

a.    Decide whether two quantities are in a proportional relationship, e.g., by testing for 
equivalent ratios in a table or graphing on a coordinate plane and observing whether the 
graph is a straight line through the origin. 

b.    Identify the constant of proportionality (unit rate) in tables, graphs, equations, diagrams, 
and verbal descriptions of proportional relationships. 

c.    Represent proportional relationships by equations.  For example, if total cost t is 
proportional to the number n of items purchased at a constant price p, the relationship 
between the total cost and the number of items can be expressed as t = pn. 

                                                           
24 Emphasis of 7.G.5 and 7.G.6 in this module is on solving equations.  The standards are returned to in Module 6.   
25 The emphasis in this module is on percent. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

d.    Explain what a point (x, y) on the graph of a proportional relationship means in terms of the 
situation, with special attention to the points (0, 0) and (1, r) where r is the unit rate. 

7.RP.3    Use proportional relationships to solve multistep ratio and percent problems.  Examples: simple 
interest, tax, markups and markdowns, gratuities and commissions, fees, percent increase and 
decrease, percent error. 

Solve real-life and mathematical problems using numerical and algebraic expressions and equations.26 

7.EE.3    Solve multi-step real-life and mathematical problems posed with positive and negative rational 
numbers in any form (whole numbers, fractions, and decimals), using tools strategically.  Apply 
properties of operations to calculate with numbers in any form; convert between forms as 
appropriate; and assess the reasonableness of answers using mental computation and 
estimation strategies.  For example:  If a woman making $25 an hour gets a 10% raise, she will 
make an additional 1/10 of her salary an hour, or $2.50, for a new salary of $27.50.  If you want 
to place a towel bar 9 3/4 inches long in the center of a door that is 27 1/2 inches wide, you will 
need to place the bar about 9 inches from each edge; this estimate can be used as a check on the 
exact computation. 

Draw, construct, and describe geometrical figures and describe the relationships between them.27 

7.G.1     Solve problems involving scale drawings of geometric figures, including computing actual lengths 
and areas from a scale drawing and reproducing a scale drawing at a different scale.   

Module 5:  
Statistics and Probability 
(25 days) 

Use random sampling to draw inferences about a population. 

7.SP.1    Understand that statistics can be used to gain information about a population by examining a 
sample of the population; generalizations about a population from a sample are valid only if the 
sample is representative of that population.  Understand that random sampling tends to 
produce representative samples and support valid inferences. 

                                                           
26 7.EE.3 is introduced in Module 3.  The balance of this cluster was taught in the first three modules. 
27 7.G.1 is introduced in Module 1.  The balance of this cluster is taught in Module 6. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

 

7.SP.2    Use data from a random sample to draw inferences about a population with an unknown 
characteristic of interest.  Generate multiple samples (or simulated samples) of the same size to 
gauge the variation in estimates or predictions.  For example, estimate the mean word length in 
a book by randomly sampling words from the book; predict the winner of a school election based 
on randomly sampled survey data.  Gauge how far off the estimate or prediction might be. 

Draw informal comparative inferences about two populations. 

7.SP.3    Informally assess the degree of visual overlap of two numerical data distributions with similar 
variabilities, measuring the difference between the centers by expressing it as a multiple of a 
measure of variability.  For example, the mean height of players on the basketball team is 10 cm 
greater than the mean height of players on the soccer team, about twice the variability (mean 
absolute deviation) on either team; on a dot plot, the separation between the two distributions of 
heights is noticeable. 

7.SP.4    Use measures of center and measures of variability for numerical data from random samples to 
draw informal comparative inferences about two populations.  For example, decide whether the 
words in a chapter of a seventh-grade science book are generally longer than the words in a 
chapter of a fourth-grade science book.  

Investigate chance processes and develop, use, and evaluate probability models. 

7.SP.5    Understand that the probability of a chance event is a number between 0 and 1 that expresses 
the likelihood of the event occurring.  Larger numbers indicate greater likelihood.  A probability 
near 0 indicates an unlikely event, a probability around 1/2 indicates an event that is neither 
unlikely nor likely, and a probability near 1 indicates a likely event. 

7.SP.6    Approximate the probability of a chance event by collecting data on the chance process that 
produces it and observing its long-run relative frequency, and predict the approximate relative 
frequency given the probability.  For example, when rolling a number cube 600 times, predict 
that a 3 or 6 would be rolled roughly 200 times, but probably not exactly 200 times. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 7 Modules13 
 

7.SP.7    Develop a probability model and use it to find probabilities of events.  Compare probabilities 
from a model to observed frequencies; if the agreement is not good, explain possible sources of 
the discrepancy. 

a.    Develop a uniform probability model by assigning equal probability to all outcomes, and use 
the model to determine probabilities of events.  For example, if a student is selected at 
random from a class, find the probability that Jane will be selected and the probability that a 
girl will be selected. 

b.    Develop a probability model (which may not be uniform) by observing frequencies in data 
generated from a chance process.  For example, find the approximate probability that a 
spinning penny will land heads up or that a tossed paper cup will land open-end down.  Do 
the outcomes for the spinning penny appear to be equally likely based on the observed 
frequencies? 

7.SP.8    Find probabilities of compound events using organized lists, tables, tree diagrams, and 
simulation. 

a.    Understand that, just as with simple events, the probability of a compound event is the 
fraction of outcomes in the sample space for which the compound event occurs. 

b.    Represent sample spaces for compound events using methods such as organized lists, tables 
and tree diagrams.  For  an  event  described  in  everyday  language  (e.g.,  “rolling  double  
sixes”),  identify  the  outcomes  in  the  sample  space  which  compose  the  event. 

c.    Design and use a simulation to generate frequencies for compound events.  For example, 
use random digits as a simulation tool to approximate the answer to the question:  If 40% of 
donors have type A blood, what is the probability that it will take at least 4 donors to find 
one with type A blood? 
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Module 6:  
Geometry 
(35 days) 

Draw, construct, and describe geometrical figures and describe the relationships between them.28 

7.G.2     Draw (freehand, with ruler and protractor, and with technology) geometric shapes with given 
conditions.  Focus on constructing triangles from three measures of angles or sides, noticing 
when the conditions determine a unique triangle, more than one triangle, or no triangle. 

7.G.3      Describe the two-dimensional figures that result from slicing three-dimensional figures, as in 
plane sections of right rectangular prisms and right rectangular pyramids. 

Solve real-life and mathematical problems involving angle measure, area, surface area, and volume.29 

7.G.5    Use facts about supplementary, complementary, vertical, and adjacent angles in a multi-step 
problem to write and solve simple equations for an unknown angle in a figure. 

7.G.6    Solve real-world and mathematical problems involving area, volume and surface area of two- 
and three-dimensional objects composed of triangles, quadrilaterals, polygons, cubes, and right 
prisms. 

 

  

                                                           
28 The balance of this cluster is taught in Modules 1 and 4. 
29 7.G.4 is taught in Module 3; 7.G.5 and 7.G.6 are introduced in Module 3. 
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Sequence of Grade 8 Modules Aligned with the Standards 
Module 1:  Integer Exponents and Scientific Notation 
Module 2:  The Concept of Congruence 
Module 3:  Similarity 
Module 4:  Linear Equations 
Module 5:  Examples of Functions from Geometry 
Module 6:  Linear Functions 
Module 7:  Introduction to Irrational Numbers Using Geometry 
  

Summary of Year 

Eighth grade mathematics is about (1) formulating and reasoning about 
expressions and equations, including modeling an association in bivariate data 
with a linear equation, and solving linear equations and systems of linear 
equations; (2) grasping the concept of a function and using functions to describe 
quantitative relationships; (3) analyzing two- and three-dimensional space and 
figures using distance, angle, similarity, and congruence, and understanding and 
applying the Pythagorean Theorem. 

Key Areas of Focus for Grade 8: Linear algebra 

CCLS Major Emphasis Clusters 
Expressions and Equations 

 Work with radicals and integer exponents. 
 Understand the connections between proportional 

relationships, lines, and linear equations. 
 Analyze and solve linear equations and pairs of 

simultaneous linear equations.   
Functions 

 Define, evaluate, and compare functions. 
Geometry 

 Understand congruence and similarity using physical 
models, transparencies, or geometry software. 

 Understand and apply the Pythagorean Theorem.  
 

Rationale for Module Sequence in Grade 8 

This year begins with students extending the properties of exponents to integer exponents in Module 1.  They use the number line model to support 
their understanding of the rational numbers and the number system.  The number system is revisited at the end of the year (in Module 7) to develop 
the real number line through a detailed study of irrational numbers.  
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In Module 2, students study congruence by experimenting with rotations, reflections, and translations of geometrical figures.  Their study of 
congruence culminates with an introduction to the Pythagorean Theorem in which the  teacher  guides  students  through  the  “square-within-a-square”  
proof of the theorem.  Students practice the theorem in real-world applications and mathematical problems throughout the year.  (In Module 7, 
students learn to prove the Pythagorean Theorem on their own and are assessed on that knowledge in that module.) 

The experimental study of rotations, reflections, and translations in Module 2 prepares students for the more complex work of understanding the 
effects of dilations on geometrical figures in their study of similarity in Module 3.  They use similar triangles to solve unknown angle, side length and 
area problems.  Module 3 concludes with revisiting a proof of the Pythagorean Theorem from the perspective of similar triangles.   

In Module 4, students use similar triangles learned in Module 3 to explain why the slope of a line is well-defined.  Students learn the connection 
between proportional relationships, lines, and linear equations as they develop ways to represent a line by different equations (y = mx + b, y – y1 = m 
(x – x1), etc.).  They analyze and solve linear equations and pairs of simultaneous linear equations.  The equation of a line provides a natural transition 
into the idea of a function explored in the next two modules. 

Students are introduced to functions in the context of linear equations and area/volume formulas in Module 5.  They define, evaluate, and compare 
functions using equations of lines as a source of linear functions and area and volume formulas as a source of non-linear functions.  

In Module 6, students return to linear functions in the context of statistics and probability as bivariate data provides support in the use of linear 
functions.   

By Module 7 students have been using the Pythagorean Theorem for several months.  They are sufficiently prepared to learn and explain a proof of 
the theorem on their own.  The Pythagorean Theorem is also used to motivate a discussion of irrational square roots (irrational cube roots are 
introduced via volume of a sphere).  Thus, as the year began with looking at the number system, so it concludes with students understanding 
irrational numbers and ways to represent them (radicals, non-repeating decimal expansions) on the real number line.  
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Alignment Chart 

Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 8 Modules30 
 

Module 1:  
Integer Exponents and Scientific 
Notation 
(20 days) 

Work with radicals and integer exponents.31 

8.EE.1    Know and apply the properties of integer exponents to generate equivalent numerical 
expressions.  For example, 32 x 3-5 = 3-3 = 1/33 = 1/27. 

8.EE.3    Use numbers expressed in the form of a single digit times an integer power of 10 to estimate 
very large or very small quantities, and to express how many times as much one is than the 
other.  For example, estimate the population of the United States as 3 x 108 and the population of 
the world as 7 x 109, and determine that the world population is more than 20 times larger. 

8.EE.4    Perform operations with numbers expressed in scientific notation, including problems where 
both decimal and scientific notation are used.  Use scientific notation and choose units of 
appropriate size for measurements of very large or very small quantities (e.g., use millimeters 
per year for seafloor spreading).  Interpret scientific notation that has been generated by 
technology. 

Module 2:  
The Concept of Congruence 
(25 days) 

Understand congruence and similarity using physical models, transparencies, or geometry software.32 

8.G.1     Verify experimentally the properties of rotations, reflections, and translations: 

a. Lines are taken to lines, and line segments to line segments of the same length. 

b. Angles are taken to angles of the same measure. 

c. Parallel lines are taken to parallel lines. 

8.G.2     Understand that a two-dimensional figure is congruent to another if the second can be obtained 
from the first by a sequence of rotations, reflections, and translations; given two congruent 
figures, describe a sequence that exhibits the congruence between them. 

                                                           
30 When a cluster is referred to in this chart without a footnote, the cluster is taught in its entirety. 
31 8.EE.2 is covered in Module 7. 
32 8.G.3, 8.G.4, and the balance of 8.G.5 are taught in Module 3. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 8 Modules30 
 

8.G.533     Use informal arguments to establish facts about the angle sum and exterior angle of triangles, 
about the angles created when parallel lines are cut by a transversal, and the angle-angle 
criterion for similarity of triangles.  For example, arrange three copies of the same triangle so 
that the sum of the three angles appears to form a line, and give an argument in terms of 
transversals why this is so. 

Understand and apply the Pythagorean Theorem.34 

8.G.635    Explain a proof of the Pythagorean Theorem and its converse. 

8.G.736    Apply the Pythagorean Theorem to determine unknown side lengths in right triangles in real-
world and mathematical problems in two and three dimensions. 

Module 3:  
Similarity 
(25 days) 

Understand congruence and similarity using physical models, transparencies, or geometry software.37 

8.G.3      Describe the effect of dilations, translations, rotations, and reflections on two-dimensional 
figures using coordinates. 

8.G.4      Understand that a two-dimensional figure is similar to another if the second can be obtained 
from the first by a sequence of rotations, reflections, translations, and dilations; given two 
similar two-dimensional figures, describe a sequence that exhibits the similarity between them.   

8.G.5      Use informal arguments to establish facts about the angle sum and exterior angle of triangles, 
about the angles created when parallel lines are cut by a transversal, and the angle-angle 
criterion for similarity of triangles.  For example, arrange three copies of the same triangle so 
that the sum of the three angles appears to form a line, and give an argument in terms of 
transversals why this is so. 

 

                                                           
33 Congruence is addressed in this Module.  The balance of this standard (similarity) is taught in Module 3. 
34 8.G.6 and 8.G.7 are also taught in Module 3.  The balance of 8.G.6 and 8.G.7 are covered in Module 7, along with standard 8.G.8.   
35 Pythagorean is proved in this module guided by teacher (square within a square proof).  Students are not responsible for explaining a proof until Module 7. 
36 This standard is started in this module and practiced during the year.  No solutions that involve irrational numbers are introduced until Module 7. 
37 The balance of this cluster is taught in Module 1. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 8 Modules30 
 

Understand and apply the Pythagorean Theorem.38 

8.G.639    Explain a proof of the Pythagorean Theorem and its converse. 

8.G.740    Apply the Pythagorean Theorem to determine unknown side lengths in right triangles in real-
world and mathematical problems in two and three dimensions. 

Module 4: 
Linear Equations 
(40 days) 

Understand the connections between proportional relationships, lines, and linear equations. 

8.EE.5    Graph proportional relationships, interpreting the unit rate as the slope of the graph.  Compare 
two different proportional relationships represented in different ways.  For example, compare a 
distance-time graph to a distance-time equation to determine which of two moving objects has 
greater speed. 

8.EE.6    Use similar triangles to explain why the slope m is the same between any two distinct points on a 
non-vertical line in the coordinate plane; derive the equation y = mx for a line through the origin 
and the equation y = mx + b for a line intercepting the vertical axis at b.  

Analyze and solve linear equations and pairs of simultaneous linear equations. 

8.EE.7    Solve linear equations in one variable. 

a. Give examples of linear equations in one variable with one solution, infinitely many 
solutions, or no solutions.  Show which of these possibilities is the case by successively 
transforming the given equation into simpler forms, until an equivalent equation of the form 
x = a, a = a, or a = b results (where a and b are different numbers). 

b. Solve linear equations with rational number coefficients, including equations whose 
solutions require expanding expressions using the distributive property and collecting like 
terms. 

 

                                                           
38 8.G.6 and 8.G.7 are also taught in Module 2.  The balance of standards 8.G.6 and 8.G.7 are covered in Module 7, along with standard 8.G.8.   
39 Pythagorean is proved in this module guided by teacher (proof using similar triangles).  Students are not responsible for explaining a proof until Module 7. 
40 This standard is started in this module and practiced during the year.  No solutions that involve irrational numbers are introduced until Module 7. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 8 Modules30 
 

8.EE.8    Analyze and solve pairs of simultaneous linear equations. 

a. Understand that solutions to a system of two linear equations in two variables correspond 
to points of intersection of their graphs, because points of intersection satisfy both 
equations simultaneously. 

b. Solve systems of two linear equations in two variables algebraically, and estimate solutions 
by graphing the equations.  Solve simple cases by inspection.  For example, 3x + 2y = 5 and 
3x + 2y = 6 have no solution because 3x + 2y cannot simultaneously be 5 and 6. 

c. Solve real-world and mathematical problems leading to two linear equations in two 
variables.  For example, given coordinates for two pairs of points, determine whether the line 
through the first pair of points intersects the line through the second pair. 

Module 5:  
Examples of Functions from 
Geometry 
(15 days) 

Define, evaluate, and compare functions.41 

8.F.1    Understand that a function is a rule that assigns to each input exactly one output.  The graph of a 
function is the set of ordered pairs consisting of an input and the corresponding output.42   

8.F.2    Compare properties of two functions each represented in a different way (algebraically, 
graphically, numerically in tables, or by verbal descriptions).  For example, given a linear function 
represented by a table of values and a linear function represented by an algebraic expression, 
determine which function has the greater rate of change. 

8.F.3    Interpret the equation y = mx + b as defining a linear function, whose graph is a straight line; give 
examples of functions that are not linear.  For example, the function A = s2 giving the area of a 
square as a function of its side length is not linear because its graph contains the points (1,1), 
(2,4) and (3,9), which are not on a straight line. 

 

                                                           
41 Linear and non-linear functions are compared in this module using linear equations and area/volume formulas as examples.   
42 Function notation is not required in Grade 8. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 8 Modules30 
 

Solve real-world and mathematical problems involving volume of cylinders, cones, and spheres. 

8.G.943    Know the formulas for the volumes of cones, cylinders, and spheres and use them to solve real-
world and mathematical problems. 

Module 6:  
Linear Functions 
(20 days) 

Use functions to model relationships between quantities. 

8.F.4    Construct a function to model a linear relationship between two quantities.  Determine the rate 
of change and initial value of the function from a description of a relationship or from two (x, y) 
values, including reading these from a table or from a graph.  Interpret the rate of change and 
initial value of a linear function in terms of the situation it models, and in terms of its graph or a 
table of values. 

8.F.5    Describe qualitatively the functional relationship between two quantities by analyzing a graph 
(e.g., where the function is increasing or decreasing, linear or nonlinear). Sketch a graph that 
exhibits the qualitative features of a function that has been described verbally. 

Investigate patterns of association in bivariate data.44 

8.SP.1    Construct and interpret scatter plots for bivariate measurement data to investigate patterns of 
association between two quantities.  Describe patterns such as clustering, outliers, positive or 
negative association, linear association, and nonlinear association. 

8.SP.2    Know that straight lines are widely used to model relationships between two quantitative 
variables.  For scatter plots that suggest a linear association, informally fit a straight line, and 
informally assess the model fit by judging the closeness of the data points to the line. 

8.SP.3   Use the equation of a linear model to solve problems in the context of bivariate measurement 
data, interpreting the slope and intercept.  For example, in a linear model for a biology 
experiment, interpret a slope of 1.5 cm/hr as meaning that an additional hour of sunlight each 
day is associated with an additional 1.5 cm in mature plant height. 

                                                           
43 Solutions that introduce irrational numbers are not introduced until Module 7. 
44 8.SP standards are used as applications to the work done with 8.F standards. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 8 Modules30 
 

 

8.SP.4    Understand that patterns of association can also be seen in bivariate categorical data by 
displaying frequencies and relative frequencies in a two-way table.  Construct and interpret a 
two-way table summarizing data on two categorical variables collected from the same subjects.  
Use relative frequencies calculated for rows or columns to describe possible association between 
the two variables.  For example, collect data from students in your class on whether or not they 
have a curfew on school nights and whether or not they have assigned chores at home.  Is there 
evidence that those who have a curfew also tend to have chores? 

Module 7:  
Introduction to Irrational 
Numbers Using Geometry 
(35 days) 

Know that there are numbers that are not rational, and approximate them by rational numbers.   

8.NS.1    Know that numbers that are not rational are called irrational.  Understand informally that every 
number has a decimal expansion; for rational numbers show that the decimal expansion repeats 
eventually, and convert a decimal expansion which repeats eventually into a rational number. 

8.NS.2    Use rational approximations of irrational numbers to compare the size of irrational numbers, 
locate them approximately on a number line diagram, and estimate the value of expressions 
(e.g., π2).  For example, by truncating the decimal expansion of √2, show that √2 is between 1 and 
2, then between 1.4 and 1.5, and explain how to continue on to get better approximations. 

Work with radicals and integer exponents.45 

8.EE.2    Use square root and cube root symbols to represent solutions to equations of the form x2 = p 
and x3 = p, where p is a positive rational number.  Evaluate square roots of small perfect squares 
and cube roots of small perfect cubes.  Know that √2 is irrational. 

Understand and apply the Pythagorean Theorem. 

8.G.6    Explain a proof of the Pythagorean Theorem and its converse. 

8.G.7    Apply the Pythagorean Theorem to determine unknown side lengths in right triangles in real-
world and mathematical problems in two and three dimensions. 

                                                           
45 The balance of this cluster is taught in Module 1. 
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Module and Approximate 
Number of Instructional Days 

Common Core Learning Standards Addressed in Grade 8 Modules30 
 

8.G.8    Apply the Pythagorean Theorem to find the distance between two points in a coordinate system. 

Solve real-world and mathematical problems involving volume of cylinders, cones, and spheres. 

8.G.9    Know the formulas for the volumes of cones, cylinders, and spheres and use them to solve real-
world and mathematical problems.46 

 

                                                           
46 Solutions that introduce irrational numbers are allowed in this module. 
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Introduction 

The Common Core Learning Standards (CCLS) define progressions of learning that develop the major content of school mathematics over grades Pre-K 
through 12.   When those standards are further connected to each other within a grade and throughout a sequence of lessons, a coherent story 
emerges of mathematics as an elegant subject in which the collective body of knowledge results from reasoning from a cohesive set of principles.  The 
word story in the title A Story of Functions is meant to capture this notion of coherence as students study functions and model with them. 

This document provides an overview of the academic year for Grades 9 through 12, beginning with a curriculum map and followed by detailed grade 
level descriptions.  Courses for Algebra I, Geometry, and Algebra II were designed in accordance with PARCC Model Content Frameworks for High 
School Mathematics.1  The courses outlined in this document were informed by, but are not identical to, Appendix A of the Common Core State 
Standards.2  A Precalculus course is provided as a fourth course.  

Each course description begins with a list of the modules that comprise the instruction of the course.  The list is followed by five sections of 
information:   

 Summary of Year, which describes the focus of the course3  
 Recommended Fluencies for the course, as stated in the PARCC Model Content Frameworks for High School Mathematics (Note that this 

information is not available for Precalculus.) 
 CCLS Major Emphasis Clusters for the course, as stated in the PARCC Model Content Frameworks for High School Mathematics (Note that this 

information is not available for Precalculus.) 
 Rationale for the Module Sequence of the course 
 Alignment Chart of the course standards 

 

 

 

                                                           
1 http://www.parcconline.org/sites/parcc/files/PARCCMCFMathematicsNovember2012V3_FINAL.pdf  
2 http://www.corestandards.org/assets/CCSSI_Mathematics_Appendix_A.pdf   
3 Text in the summary paragraphs and Rationale for Module Sequencing for Algebra I, Geometry, and Algebra II were informed by, but are not identical to, Appendix A of the Common 
Cores State Standards.  
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Key for reading this document: 

 (
★

) According  to  the  CCLS,  “Modeling  is  best  interpreted  not  as  a  collection  of  isolated  topics  but  rather  in  relation  to  other  standards. Making 
mathematical models is a Standard for Mathematical Practice, and specific modeling standards appear throughout the high school standards 
indicated by a star symbol (★).”    Opportunities  for  modeling  are  woven  throughout  all  four  courses  and  are  also  indicated  by  (★) in this document. 

(+) The  CCLS  notes,  “Standards  beginning  with  the  (+)  symbol  form  a  starting point for fourth year courses in Precalculus and in Probability and 
Statistics.”    A  few  key  (+)  standards  are  included  in  the  Geometry  and  Algebra  II  courses  to  provide  coherence  to  the  curriculum.  They can be 
used to effectively extend a topic (e.g. G-GMD.2 as an extension of G-GMD.1) or to introduce a theme/concept that will be fully covered in the 
Precalculus course.  Note: None of the (+) standard in the Geometry or Algebra II course will be assessed on the Regents Exam in those courses.  
All (+) standards are in the Precalculus course where they are assessed. 

 
Timeline 

The curriculum map on the next page shows the approximate number of instructional days designated for each module of each grade.  The date 
approximations are based on an academic calendar beginning on 9/6/12 and ending on 6/26/13.  The number of instructional days and dates will vary 
due to different school calendars, school holidays, snow days, and especially student needs. 

To accommodate the January and June Regents Exam periods, the modules are based 150 instructional days instead of 180.  The remaining 30 days 
takes into consideration 15 days of test administration and at least 10 days for review.  Note:  For the first administration of the Regents Exams, 
there will be less than 150 instructional days because the Regents Exams are given early (impacting Algebra I and Geometry in the 2013-2014 
school year, and all courses in the 2014-2015 school year). 
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Curriculum Map 

 

 

 

 

Grade 9 -- Algebra I Grade 10 -- Geometry Grade 11 -- Algebra II Grade 12 -- Precalculus

State Examinations State Examinations State Examinations State Examinations

20 days

20 days
M5:

Circles with and Without 
Coordinates

(25 days)

Review and Examinations

M5:
A Synthesis of Modeling 

with Equations and 
Functions  (20 days)

M4:
Polynomial and Quadratic 

Expressions, Equations and 
Functions
(30 days)    

Review and Examinations

20 days

20 days 20 days

20 days

                                          

M4:
Inferences and Conclusions 

from Data
(40 days) 

20 days

20 days 20 days

Review and Examinations

M3:  Extending to Three 
Dimensions (10 days)   

M4:  Connecting Algebra 
and Geometry through 
Coordinates (25 days)     

20 days

20 days 20 days

20 days

M1:
Polynomial, Rational, and 

Radical Relationships
(45 days)                                                            

M2:
Trigonometric Functions

(20 days)

20 days

20 days

M1:
Congruence, Proof, and 

Constructions
(45 days)                                          

M2:
Similarity, Proof, and

Trigonometry
(45 days)M3:

Linear and Exponential 
Functions                                                                  

M2: Descriptive Statistics
(25 days)                                                            

M1:
Relationships Between 

Quantities and Reasoning 
with Equations and Their 

Graphs
(40 days)                                          

M1:
Complex Numbers and 

Transformations
(40 days)                                                            

M5:
Probability and Statistics

(30 days)

Review and Examinations

20 days

20 days

20 days

M3: Functions
(45 days)    

(35 days)

M2:
Vectors and Matrices

(40 days) 

M3:
Rational and Exponential 

Functions
(25 days)                                     

M4: Trigonometry
(15 days) 

Key:
Number�and�
Quantity�

and�Modeling

Geometry
and�Modeling

Algebra�and
Modeling

Statistics�and�
Probability

and�Modeling

Functions
and�Modeling
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Standards for Mathematical Practice 
The Mathematical Practice Standards apply throughout each course and, together with the content standards, prescribe that students experience 
mathematics as a coherent, useful, and logical subject that makes use of their ability to make sense of problem situations. 

MP.1 Make sense of problems and persevere in solving them.  Mathematically proficient students start by explaining to themselves the 
meaning of a problem and looking for entry points to its solution.  They analyze givens, constraints, relationships, and goals.  They make 
conjectures about the form and meaning of the solution and plan a solution pathway rather than simply jumping into a solution attempt.  
They consider analogous problems, and try special cases and simpler forms of the original problem in order to gain insight into its solution.  
They monitor and evaluate their progress and change course if necessary.  Older students might, depending on the context of the problem, 
transform algebraic expressions or change the viewing window on their graphing calculator to get the information they need.  
Mathematically proficient students can explain correspondences between equations, verbal descriptions, tables, and graphs or draw 
diagrams of important features and relationships, graph data, and search for regularity or trends.  Younger students might rely on using 
concrete objects or pictures to help conceptualize and solve a problem.  Mathematically proficient students check their answers to 
problems using a different method, and they continually  ask  themselves,  “Does  this  make  sense?”    They  can  understand  the  approaches  of  
others so solving complex problems and identify correspondences between different approaches. 

MP.2 Reason abstractly and quantitatively.  Mathematically proficient students make sense of quantities and their relationships in problem 
situations.  They bring two complementary abilities to bear on problems involving quantitative relationships:  the ability to 
decontextualize—to abstract a given situation and represent it symbolically and manipulate the representing symbols as if they have a life 
of their own, without necessarily attending to their referents; and the ability to contextualize—to pause as needed during the 
manipulation process in order to probe into the referents for the symbols involved.  Quantitative reasoning entails habits of creating a 
coherent representation of the problem at hand; considering the 6 units involved; attending to the meaning of quantities, not just how to 
compute them; and knowing and flexibly using different properties of operations and objects (exemplified in Topic D). 

MP.3 Construct viable arguments and critique the reasoning of others.  Mathematically proficient students understand and use stated 
assumptions, definitions, and previously established results in constructing arguments.  They make conjectures and build a logical 
progression of statements to explore the truth of their conjectures.  They are able to analyze situations by breaking them into cases and 
can recognize and use counterexamples.  They justify their conclusions, communicate them to others, and respond to the arguments of 
others.  They reason inductively about data, making plausible arguments that take into account the context from which the data arose.  
Mathematically proficient students are also able to compare the effectiveness of two plausible arguments, distinguish correct logic or 
reasoning from that which is flawed, and – if there is a flaw in an argument – explain what it is.  Elementary students can construct 
arguments using concrete referents such as objects, drawings, diagrams, and actions.  Such arguments can make sense and be correct, 
even though they are not generalized or made formal until later grades.  Later, students learn to determine domains to which an argument 
applies.  Students at all grades can listen or read the arguments of others, decide whether they make sense, and ask useful questions to 
clarify or improve the argument (exemplified in Topics A and E). 
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MP.4 Model with mathematics.  Mathematically proficient students can apply the mathematics they know to solve problems arising in everyday 
life, society, and the workplace. In early grades, this might be as simple as writing an addition equation to describe a situation. In middle 
grades, a student might apply proportional reasoning to plan a school event or analyze a problem in the community. By high school, a 
student might use geometry to solve a design problem or use a function to describe how one quantity of interest depends on another. 
Mathematically proficient students who can apply what they know are comfortable making assumptions and approximations to simplify a 
complicated situation, realizing that these may need revision later. They are able to identify important quantities in a practical situation 
and map their relationships using such tools as diagrams, two-way tables, graphs, flowcharts and formulas. They can analyze those 
relationships mathematically to draw conclusions. They routinely interpret their mathematical results in the context of the situation and 
reflect on whether the results make sense, possibly improving the model if it has not served its purpose. 

MP.5 Use appropriate tools strategically.  Mathematically proficient students consider the available tools when solving a mathematical 
problem. These tools might include pencil and paper, concrete models, a ruler, a protractor, a calculator, a spreadsheet, a computer 
algebra system, a statistical package, or dynamic geometry software. Proficient students are sufficiently familiar with tools appropriate for 
their grade or course to make sound decisions about when each of these tools might be helpful, recognizing both the insight to be gained 
and their limitations. For example, mathematically proficient high school students analyze graphs of functions and solutions generated 
using a graphing calculator. They detect possible errors by strategically using estimation and other mathematical knowledge. When making 
mathematical models, they know that technology can enable them to visualize the results of varying assumptions, explore consequences, 
and compare predictions with data. Mathematically proficient students at various grade levels are able to identify relevant external 
mathematical resources, such as digital content located on a website, and use them to pose or solve problems. They are able to use 
technological tools to explore and deepen their understanding of concepts.  

MP.6 Attend to precision.  Mathematically proficient students try to communicate precisely to others.  They try to use clear definitions in 
discussion with others and in their own reasoning.  They state the meaning of the symbols they choose, including using the equal sign 
consistently and appropriately.  They are careful about specifying units of measure and labeling axes to clarify the correspondence with 
quantities in a problem.  They calculate accurately and efficiently and express numerical answers with a degree of precision appropriate for 
the problem context.  In the elementary grades, students give carefully formulated explanations to each other.  By the time they reach 
high school they have learned to examine claims and make explicit use of definitions (exemplified in Topics C and F). 

MP.7 Look for and make use of structure.  Mathematically proficient students look closely to discern a pattern or structure.  Young students, for 
example, might notice that three and seven more is the same amount as seven and three more, or they may sort a collection of shapes 
according to how many sides the shapes have.  Later, students will see 7 × 8 equals the well-remembered 7 × 5 + 7 × 3, in preparation for 
learning about the distributive property.  In the expression x2 + 9x + 14, older students can see the 14 as 2 × 7 and the 9 as 2 + 7.  They 
recognize the significance of an existing line in a geometric figure and can use the strategy of drawing an auxiliary line for solving problems.  
They also can step back for an overview and shift perspective.  They can see complicated things, such as some algebraic expressions, as 
single objects or as being composed of several objects. For example, they can see 5 – 3(x – y)2 as 5 minus a positive number times a square 
and use that to realize that its value cannot be more than 5 for any real numbers x and y (exemplified in Topic B). 
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MP.8 Look for and express regularity in repeated reasoning.  Mathematically proficient students notice if calculations are repeated and look 
both for general methods and for shortcuts.  Upper elementary students might notice when dividing 25 by 11 that they are repeating the 
same calculations over and over again, and conclude they have a repeating decimal.  By paying attention to the calculation of slope as they 
repeatedly check whether points are on the line through (1, 2) with slope 3, middle school students might abstract the equation (y – 2)/(x – 
1) = 3.  Noticing the regularity in the way terms cancel when expanding (x – 1) (x + 1), (x – 1) (x2 + x + 1), and (x – 1) (x3 + x2 + x + 1) might 
lead them to the general formula for the sum of a geometric series.  As they work to solve a problem, mathematically proficient students 
maintain oversight of the process, while attending to the details.  They continually evaluate the reasonableness of their intermediate 
results (exemplified in Topic G). 
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Sequence of Algebra I Modules Aligned with the Standards 
Module 1:  Relationships Between Quantities and Reasoning with Equations and Their Graphs 
Module 2:  Descriptive Statistics 
Module 3:  Linear and Exponential Functions 
Module 4:  Polynomial and Quadratic Expressions, Equations and Functions 
Module 5:  A Synthesis of Modeling with Equations and Functions 
  

Summary of Year 

The fundamental purpose of this course is to formalize and extend the 
mathematics that students learned in the middle grades. Because it is built on 
the middle grades standards, this is a more ambitious version of Algebra I than 
has generally been offered. The modules deepen and extend understanding of 
linear and exponential relationships by contrasting them with each other and by 
applying linear models to data that exhibit a linear trend, and students engage in 
methods for analyzing, solving, and using quadratic functions. The Mathematical 
Practice Standards apply throughout each course and, together with the content 
standards, prescribe that students experience mathematics as a coherent, useful, 
and logical subject that makes use of their ability to make sense of problem 
situations. 

Recommended Fluencies for Algebra I 

 Solving characteristic problems involving the analytic geometry of lines, 
including, writing the equation of a line given a point and a slope. 

 Adding, subtracting and multiplying polynomials. 
 Transforming expressions and chunking (seeing the parts of an 

expression as a single object) as used in factoring, completing the 
square, and other algebraic calculations. 

CCLS Major Emphasis Clusters 
Seeing Structure in Expressions 

 Interpret the structure of expressions 
Arithmetic with Polynomials and Rational Expressions 

 Perform arithmetic operations on polynomials 
Creating Equations 

 Create equations that describe numbers or relationships 
Reasoning with Equations and Inequalities 

 Understand solving equations as a process of reasoning 
and explain the reasoning 

 Solve equations and inequalities in one variable 
 Represent and solve equations and inequalities graphically 

Interpreting Functions 
 Understand the concept of a function and use function 

notation 
 Interpret functions that arise in applications in terms of 

the context 
Interpreting Categorical and Quantitative Data 

 Interpret linear models  
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Rationale for Module Sequence in Algebra I  

Module 1:  By the end of eighth grade, students have learned to solve linear equations in one variable 
and have applied graphical and algebraic methods to analyze and solve systems of linear equations in 
two variables.  Now, students analyze and explain precisely the process of solving an equation.  
Students, through reasoning, develop fluency writing, interpreting, and translating between various 
forms of linear equations and inequalities, and make conjectures about the form that a linear 
equation might take in a solution to a problem. They reason abstractly and quantitatively by choosing 
and interpreting units in the context of creating equations in two variables to represent relationships 
between quantities.  They master the solution of linear equations and apply related solution 
techniques and the properties of exponents to the creation and solution of simple exponential 
equations.  They learn the terminology specific to polynomials and understand that polynomials form 
a system analogous to the integers. 

Module  2:    This  module  builds  upon  students’  prior  experiences  with  data,  providing  students  with  
more formal means of assessing how a model fits data. Students display and interpret graphical 
representations of data, and if appropriate, choose regression techniques when building a model that 
approximates a linear relationship between quantities.  They analyze their knowledge of the context 
of a situation to justify their choice of a linear model.  With linear models, they plot and analyze residuals to informally assess the goodness of fit.   

Module 3:  In earlier grades, students defined, evaluated, and compared functions in modeling relationships between quantities.  In this module, 
students learn function notation and develop the concepts of domain and range.  They explore many examples of functions, including sequences; they 
interpret functions given graphically, numerically, symbolically, and verbally, translate between representations, and understand the limitations of 
various representations.  Students build on their understanding of integer exponents to consider exponential functions with integer domains.  They 
compare and contrast linear and exponential functions, looking for structure in each and distinguishing between additive and multiplicative change.  
Students explore systems of equations and inequalities, and they find and interpret their solutions.  They interpret arithmetic sequences as linear 
functions and geometric sequences as exponential functions.  In building models of relationships between two quantities, students analyze the key 
features of a graph or table of a function.  

Module 4:  In this module, students build on their knowledge from Module 3.  Students strengthen their ability to discern structure in polynomial 
expressions.  They create and solve equations involving quadratic and cubic expressions.  In this module’s  modeling  applications, students reason 
abstractly and quantitatively in interpreting parts of an expression that represent a quantity in terms of its context; they also learn to make sense of 
problems and persevere in solving them by choosing or producing equivalent forms of an expression (e.g., completing the square in a quadratic 
expression to reveal a maximum value).  Students consider quadratic functions, comparing the key characteristics of quadratic functions to those of 
linear and exponential functions. They learn through repeated reasoning to anticipate the graph of a quadratic function by interpreting the structure 

Mathematical Practices 

1.  Make sense of problems and persevere in 
solving them. 

2. Reason abstractly and quantitatively. 

3. Construct viable arguments and critique 
the reasoning of others. 

4. Model with mathematics. 

5. Use appropriate tools strategically. 

6. Attend to precision. 

7. Look for and make use of structure. 

8. Look for and express regularity in repeated 
reasoning. 
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of various forms of quadratic expressions.  In particular, they identify the real solutions of a quadratic equation as the zeros of a related quadratic 
function. 

Module 5:  In this module, students expand their experience with functions to include more specialized functions—linear, exponential, quadratic, 
square and cube root, and those that are piecewise-defined, including absolute value and step.  Students select from among these functions to model 
phenomena using the modeling cycle (see page 61 of the CCLS).    

Alignment Chart 

Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

Module 1:  

Relationships Between Quantities 

and Reasoning with Equations and 

Their Graphs 

(40 days) 

Reason quantitatively and use units to solve problems. 

N-Q.1    Use units as a way to understand problems and to guide the solution of multi-step problems; 
choose and interpret units consistently in formulas; choose and interpret the scale and the origin 
in graphs and data displays. 

N-Q.24    Define appropriate quantities for the purpose of descriptive modeling. 

N-Q.3    Choose a level of accuracy appropriate to limitations on measurement when reporting 
quantities.  

Interpret the structure of expressions 

A-SSE.1   Interpret expressions that represent a quantity in terms of its context.★ 

a.  Interpret parts of an expression, such as terms, factors, and coefficients. 

b.  Interpret complicated expressions by viewing one or more of their parts as a single entity. 
For example, interpret P(1+r)

n
 as the product of P and a factor not depending on P. 

 

                                                           
4 This standard will be assessed in Algebra I by ensuring that some modeling tasks (involving Algebra I content or securely held content from grades 6-8) require the student to create a quantity of interest in 
the situation being described. 
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

A-SSE.25   Use the structure of an expression to identify ways to rewrite it. For example, see x
4
 – y

4
 as 

 (x
2
)

2
 – (y

2
)

2
, thus recognizing it as a difference of squares that can be factored as (x

2
 – y

2
)(x

2
 + y

2
). 

Perform arithmetic operations on polynomials 

A-APR.1    Understand that polynomials form a system  analogous to the integers, namely, they are closed 
under the operations of addition, subtraction, and multiplication; add, subtract, and multiply 
polynomials. 

Create equations that describe numbers or relationships 

A-CED.16    Create equations and inequalities in one variable and use them to solve problems. Include 

equations arising from linear and quadratic functions, and simple rational and exponential 

functions.★ 

A-CED.2    Create equations in two or more variables to represent relationships between quantities; graph 
equations on coordinate axes with labels and scales.★ 

A-CED.3    Represent constraints by equations or inequalities, and by systems of equations and/or 
inequalities, and interpret solutions as viable or non-viable options in a modeling context. For 

example, represent inequalities describing nutritional and cost constraints on combinations of 

different foods.★ 

A-CED.4    Rearrange formulas to highlight a quantity of interest, using the same reasoning as in solving 
equations. For  example,  rearrange  Ohm’s  law  V  =  IR  to  highlight  resistance  R.★ 

Understand solving equations as a process of reasoning and explain the reasoning 

A-REI.1    Explain each step in solving a simple equation as following from the equality of numbers 
asserted at the previous step, starting from the assumption that the original equation has a 

                                                           
5 In Algebra I, tasks are limited to numerical expressions and polynomial expressions in one variable. Examples: Recognize 532

 – 472
 as a difference of squares and see an opportunity to rewrite it in the easier-

to-evaluate form (53 – 47)(53 + 47). See an opportunity to rewrite a2 + 9a + 14 as (a + 7)(a + 2). 
6 In Algebra I, tasks are limited to linear, quadratic, or exponential equations with integer exponents.  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

solution. Construct a viable argument to justify a solution method. 

Solve equations and inequalities in one variable 

A-REI.3    Solve linear equations and inequalities in one variable, including equations with coefficients 
represented by letters. 

Solve systems of equations 

A-REI.5    Prove that, given a system of two equations in two variables, replacing one equation by the sum 
of that equation and a multiple of the other produces a system with the same solutions. 

A-REI.67    Solve systems of linear equations exactly and approximately (e.g., with graphs), focusing on pairs 
of linear equations in two variables. 

Represent and solve equations and inequalities graphically 

A-REI.10    Understand that the graph of an equation in two variables is the set of all its solutions plotted in 
the coordinate plane, often forming a curve (which could be a line). 

A-REI.12    Graph the solutions to a linear inequality in two variables as a half-plane (excluding the 
boundary in the case of a strict inequality), and graph the solution set to a system of linear 
inequalities in two variables as the intersection of the corresponding half-planes. 

Module 2:  

Descriptive Statistics 

(25 days) 

Summarize, represent, and interpret data on a single count or measurement variable 

S-ID.1    Represent data with plots on the real number line (dot plots, histograms, and box plots).★ 

S-ID.2    Use statistics appropriate to the shape of the data distribution to compare center (median, 
mean) and spread (interquartile range, standard deviation) of two or more different data sets.★ 

S-ID.3    Interpret differences in shape, center, and spread in the context of the data sets, accounting for 
possible effects of extreme data points (outliers).★ 

                                                           
7 Tasks have a real-world context.  In Algebra I, tasks have hallmarks of modeling as a mathematical practice (less defined tasks, more of the modeling cycle, etc.).  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

Summarize, represent, and interpret data on two categorical and quantitative variables 

S-ID.5    Summarize categorical data for two categories in two-way frequency tables. Interpret relative 
frequencies in the context of the data (including joint, marginal, and conditional relative 
frequencies). Recognize possible associations and trends in the data.★ 

S-ID.6    Represent data on two quantitative variables on a scatter plot, and describe how the variables 
are related.★ 

a.  Fit a function to the data; use functions fitted to data to solve problems in the context of the 
data. Use given functions or choose a function suggested by the context. Emphasize linear, 

quadratic, and exponential models.
8 

b.  Informally assess the fit of a function by plotting and analyzing residuals. 

c.  Fit a linear function for a scatter plot that suggests a linear association. 

Interpret linear models 

S-ID.7    Interpret the slope (rate of change) and the intercept (constant term) of a linear model in the 
context of the data.★ 

S-ID.8    Compute (using technology) and interpret the correlation coefficient of a linear fit.★ 

S-ID.9    Distinguish between correlation and causation.★ 

Module 3:  

Linear and Exponential Functions 

(35 days) 

Write expressions in equivalent forms to solve problems 

A-SSE.3    Choose and produce an equivalent form of an expression to reveal and explain properties of the 
quantity represented by the expression.★ 

c.  Use the properties of exponents to transform expressions for exponential functions. For 

                                                           
8 Tasks have a real-world context. In Algebra I, exponential functions are limited to those with domains in the integers.  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

example the expression 1.15
t
 can be rewritten as (1.15 

1/12
)

12t
 ≈  1.012

12t
 to reveal the 

approximate equivalent monthly interest rate if the annual rate is 15%.
9 

Create equations that describe numbers or relationships 

A-CED.110   Create equations and inequalities in one variable and use them to solve problems. Include 

equations arising from linear and quadratic functions, and simple rational and exponential 

functions.★ 

Represent and solve equations and inequalities graphically 

A-REI.1111  Explain why the x-coordinates of the points where the graphs of the equations y = f(x) and y = 

g(x) intersect are the solutions of the equation f(x) = g(x); find the solutions approximately, e.g., 
using technology to graph the functions, make tables of values, or find successive 
approximations.  Include cases where f(x) and/or g(x) are linear, polynomial, rational, absolute 
value, exponential, and logarithmic functions.★ 

Understand the concept of a function and use function notation 

F-IF.1    Understand that a function from one set (called the domain) to another set (called the range) 
assigns to each element of the domain exactly one element of the range.  If f is a function and x 
is an element of its domain, then f(x) denotes the output of f corresponding to the input x.  The 
graph of f is the graph of the equation y = f(x).  

F-IF.2    Use function notation, evaluate functions for inputs in their domains, and interpret statements 
that use function notation in terms of a context.   

                                                           
9 Tasks have a real-world context. As described in the standard, there is an interplay between the mathematical structure of the expression and the structure of the situation such that choosing and 
producing an equivalent form of the expression reveals something about the situation. In Algebra I, tasks are limited to exponential expressions with integer exponents.  
10 In Algebra I, tasks are limited to linear, quadratic, or exponential equations with integer exponents.  
11 In Algebra I, tasks that assess conceptual understanding of the indicated concept may involve any of the function types mentioned in the standard except exponential and logarithmic functions. Finding the 
solutions approximately is limited to cases where f(x) and g(x) are polynomial functions.  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

 

F-IF.312    Recognize that sequences are functions, sometimes defined recursively, whose domain is a 
subset of the integers.  For example, the Fibonacci sequence is defined recursively by f(0) = f(1) = 

1, f(n+1) = f(n) + f(n–1)  for  n  ≥  1. 

Interpret functions that arise in applications in terms of the context 

F-IF.413    For a function that models a relationship between two quantities, interpret key features of 
graphs and tables in terms of the quantities, and sketch graphs showing key features given a 
verbal description of the relationship.  Key features include:  intercepts; intervals where the 

function is increasing, decreasing, positive, or negative; relative maximums and minimums; 

symmetries; end behavior; and periodicity.
★ 

F-IF.5    Relate the domain of a function to its graph and, where applicable, to the quantitative 
relationship it describes.  For example, if the function h(n) gives the number of person-hours it 

takes to assemble n engines in a factory, then the positive integers would be an appropriate 

domain for the function.
★

 

F-IF.614    Calculate and interpret the average rate of change of a function (presented symbolically or as a 
table) over a specified interval. Estimate the rate of change from a graph.★ 

Analyze functions using different representations 

F-IF.7    Graph functions expressed symbolically and show key features of the graph, by hand in simple 
cases and using technology for more complicated cases.★ 

                                                           
12 This standard is part of the Major Content in Algebra I and will be assessed accordingly.  
13 Tasks have a real-world context. In Algebra I, tasks are limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-defined functions (including step functions and 
absolute value functions), and exponential functions with domains in the integers. The focus in this module is on linear and exponential functions. 
14 Tasks have a real-world context. In Algebra I, tasks are limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-defined functions (including step functions and 
absolute value functions), and exponential functions with domains in the integers. The focus in this module is on linear and exponential functions. 
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

a.  Graph linear and quadratic functions and show intercepts, maxima, and minima. 

F-IF.915    Compare properties of two functions each represented in a different way (algebraically, 
graphically, numerically in tables, or by verbal descriptions).  For example, given a graph of one 

quadratic function and an algebraic expression for another, say which has the larger maximum.  

Build a function that models a relationship between two quantities 

F-BF.116    Write a function that describes a relationship between two quantities.★ 

a.  Determine an explicit expression, a recursive process, or steps for calculation from a 
context. 

Build new functions from existing functions 

F-BF.317    Identify the effect on the graph of replacing f(x) by f(x) + k, k f(x), f(kx), and f(x + k) for specific 
values of k (both positive and negative); find the value of k given the graphs.  Experiment with 
cases and illustrate an explanation of the effects on the graph using technology.  Include 

recognizing even and odd functions from their graphs and algebraic expressions for them. 

Construct and compare linear, quadratic, and exponential models and solve problems 

F-LE.1    Distinguish between situations that can be modeled with linear functions and with exponential 
functions.★   

a.  Prove that linear functions grow by equal differences over equal intervals, and that 
exponential functions grow by equal factors over equal intervals. 

                                                           
15 In Algebra I, tasks are limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-defined functions (including step functions and absolute value functions), and 
exponential functions with domains in the integers. The focus in this module is on linear and exponential functions. 
16 Tasks have a real-world context. In Algebra I, tasks are limited to linear functions, quadratic functions, and exponential functions with domains in the integers.  
17 In Algebra I, identifying the effect on the graph of replacing f(x) by f(x) + k, k f(x), f(kx), and f(x+k) for specific values of k (both positive and negative) is limited to linear and quadratic functions. 
Experimenting with cases and illustrating an explanation of the effects on the graph using technology is limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-
defined functions (including step functions and absolute value functions), and exponential functions with domains in the integers. Tasks do not involve recognizing even and odd functions.  The focus in this 
module is on linear and exponential functions. 
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

b.  Recognize situations in which one quantity changes at a constant rate per unit interval 
relative to another. 

c.  Recognize situations in which a quantity grows or decays by a constant percent rate per unit 
interval relative to another. 

F-LE.218    Construct linear and exponential functions, including arithmetic and geometric sequences, given 
a graph, a description of a relationship, or two input-output pairs (include reading these from a 
table).★ 

F-LE.3    Observe using graphs and tables that a quantity increasing exponentially eventually exceeds a 
quantity increasing linearly, quadratically, or (more generally) as a polynomial function.★ 

Interpret expressions for functions in terms of the situation they model 

F-LE.519    Interpret the parameters in a linear or exponential function in terms of a context.★ 

Module 4:  

Polynomial and Quadratic 

Expressions, Equations and 

Functions 

(30 days) 

Use properties of rational and irrational numbers. 

N-RN.3    Explain why the sum or product of two rational numbers is rational; that the sum of a rational 
number and an irrational number is irrational; and that the product of a nonzero rational 
number and an irrational number is irrational. 

Interpret the structure of expressions 

A-SSE.1    Interpret expressions that represent a quantity in terms of its context.★ 

a.  Interpret parts of an expression, such as terms, factors, and coefficients. 

b.  Interpret complicated expressions by viewing one or more of their parts as a single entity. 
For example, interpret P(1+r)

n
 as the product of P and a factor not depending on P. 

                                                           
18 In Algebra I, tasks are limited to constructing linear and exponential functions in simple context (not multi-step).  
19 Tasks have a real-world context.  In Algebra I, exponential functions are limited to those with domains in the integers.  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

A-SSE.220    Use the structure of an expression to identify ways to rewrite it. For example, see x
4
 – y

4
 as (x

2
)

2
 – 

(y
2
)

2
, thus recognizing it as a difference of squares that can be factored as (x

2
 – y

2
)(x

2
 + y

2
). 

Write expressions in equivalent forms to solve problems 

A-SSE.3    Choose and produce an equivalent form of an expression to reveal and explain properties of the 
quantity represented by the expression.★ 

a.  Factor a quadratic expression to reveal the zeros of the function it defines. 

b.  Complete the square in a quadratic expression to reveal the maximum or minimum value of 
the function it defines. 

Perform arithmetic operations on polynomials 

A-APR.1    Understand that polynomials form a system  analogous to the integers, namely, they are closed 
under the operations of addition, subtraction, and multiplication; add, subtract, and multiply 
polynomials. 

Understand the relationship between zeros and factors of polynomials 

A-APR.321  Identify zeros of polynomials when suitable factorizations are available, and use the zeros to 
construct a rough graph of the function defined by the polynomial. 

Create equations that describe numbers or relationships 

A-CED.122   Create equations and inequalities in one variable and use them to solve problems. Include 

equations arising from linear and quadratic functions, and simple rational and exponential 

functions.★ 

                                                           
20 In Algebra I, tasks are limited to numerical expressions and polynomial expressions in one variable. Examples: Recognize 532

 – 472
 as a difference of squares and see an opportunity to rewrite it in the 

easier-to-evaluate form (53 – 47)(53 + 47). See an opportunity to rewrite a2 + 9a + 14 as (a + 7)(a + 2).  
21 In Algebra I, tasks are limited to quadratic and cubic polynomials in which linear and quadratic factors are available. For example, find the zeros of (x - 2)(x2

 - 9).  
22 In Algebra I, tasks are limited to linear, quadratic, or exponential equations with integer exponents.  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

 

A-CED.2    Create equations in two or more variables to represent relationships between quantities; graph 
equations on coordinate axes with labels and scales.★ 

Solve equations and inequalities in one variable 

A-REI.4    Solve quadratic equations in one variable. 

a.  Use the method of completing the square to transform any quadratic equation in x into an 
equation of the form (x – p)

 2
 = q that has the same solutions. Derive the quadratic formula 

from this form. 

b.  Solve quadratic equations by inspection (e.g., for x2 = 49), taking square roots, completing 
the square, the quadratic formula and factoring, as appropriate to the initial form of the 
equation. Recognize when the quadratic formula gives complex solutions and write them as 
a ± bi for real numbers a and b.23 

Represent and solve equations and inequalities graphically 

A-REI.1124  Explain why the x-coordinates of the points where the graphs of the equations y = f(x) and y = 

g(x) intersect are the solutions of the equation f(x) = g(x); find the solutions approximately, e.g., 
using technology to graph the functions, make tables of values, or find successive 
approximations.  Include cases where f(x) and/or g(x) are linear, polynomial, rational, absolute 
value, exponential, and logarithmic functions.★ 

 

                                                           
23 Tasks do not require students to write solutions for quadratic equations that have roots with nonzero imaginary parts. However, tasks can require the student to recognize cases in which a quadratic 
equation has no real solutions.  
24 In Algebra I, tasks that assess conceptual understanding of the indicated concept may involve any of the function types mentioned in the standard except exponential and logarithmic functions. Finding the 
solutions approximately is limited to cases where f(x) and g(x) are polynomial functions.  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

Interpret functions that arise in applications in terms of the context 

F-IF.425    For a function that models a relationship between two quantities, interpret key features of 
graphs and tables in terms of the quantities, and sketch graphs showing key features given a 
verbal description of the relationship.  Key features include:  intercepts; intervals where the 

function is increasing, decreasing, positive, or negative; relative maximums and minimums; 

symmetries; end behavior; and periodicity.
★ 

F-IF.5    Relate the domain of a function to its graph and, where applicable, to the quantitative 
relationship it describes.  For example, if the function h(n) gives the number of person-hours it 

takes to assemble n engines in a factory, then the positive integers would be an appropriate 

domain for the function.
★

 

F-IF.626    Calculate and interpret the average rate of change of a function (presented symbolically or as a 
table) over a specified interval. Estimate the rate of change from a graph.★ 

Analyze functions using different representations 

F-IF.7    Graph functions expressed symbolically and show key features of the graph, by hand in simple 
cases and using technology for more complicated cases.★ 

a.  Graph linear and quadratic functions and show intercepts, maxima, and minima. 

b.  Graph square root, cube root, and piecewise-defined functions, including step functions and 
absolute value functions. 

F-IF.8    Write a function defined by an expression in different but equivalent forms to reveal and explain 
different properties of the function.   

a.  Use the process of factoring and completing the square in a quadratic function to show 

                                                           
25 Tasks have a real-world context. In Algebra I, tasks are limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-defined functions (including step functions and 
absolute value functions), and exponential functions with domains in the integers. The focus in this module is on linear and exponential functions. 
26 Tasks have a real-world context. In Algebra I, tasks are limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-defined functions (including step functions and 
absolute value functions), and exponential functions with domains in the integers. The focus in this module is on linear and exponential functions. 
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

zeros, extreme values, and symmetry of the graph, and interpret these in terms of a context. 

F-IF.927     Compare properties of two functions each represented in a different way (algebraically, 
graphically, numerically in tables, or by verbal descriptions). For example, given a graph of one 

quadratic function and an algebraic expression for another, say which has the larger maximum.  

Build new functions from existing functions 

F-BF.328    Identify the effect on the graph of replacing f(x) by f(x) + k, k f(x), f(kx), and f(x + k) for specific 
values of k (both positive and negative); find the value of k given the graphs. Experiment with 
cases and illustrate an explanation of the effects on the graph using technology. Include 

recognizing even and odd functions from their graphs and algebraic expressions for them. 

Module 5:  

A Synthesis of Modeling with 

Equations and Functions 

(20 days) 

Reason quantitatively and use units to solve problems.  

N-Q.3    Choose a level of accuracy appropriate to limitations on measurement when reporting 
quantities. 

Create equations that describe numbers or relationships 

A-CED.129   Create equations and inequalities in one variable and use them to solve problems. Include 

equations arising from linear and quadratic functions, and simple rational and exponential 

functions.★ 

A-CED.2    Create equations in two or more variables to represent relationships between quantities; graph 
equations on coordinate axes with labels and scales.★ 

                                                           
27 In Algebra I, tasks are limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-defined functions (including step functions and absolute value functions), and 
exponential functions with domains in the integers.  
28 In Algebra I, identifying the effect on the graph of replacing f(x) by f(x) + k, k f(x), f(kx), and f(x+k) for specific values of k (both positive and negative) is limited to linear and quadratic functions. 
Experimenting with cases and illustrating an explanation of the effects on the graph using technology is limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-
defined functions (including step functions and absolute value functions), and exponential functions with domains in the integers. Tasks do not involve recognizing even and odd functions. 
29 In Algebra I, tasks are limited to linear, quadratic, or exponential equations with integer exponents.  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

Interpret functions that arise in applications in terms of the context 

F-IF.430     For a function that models a relationship between two quantities, interpret key features of 
graphs and tables in terms of the quantities, and sketch graphs showing key features given a 
verbal description of the relationship. Key features include:  intercepts; intervals where the 

function is increasing, decreasing, positive, or negative; relative maximums and minimums; 

symmetries; end behavior; and periodicity.★ 

F-IF.5    Relate the domain of a function to its graph and, where applicable, to the quantitative 
relationship it describes. For example, if the function h(n) gives the number of person-hours it 

takes to assemble n engines in a factory, then the positive integers would be an appropriate 

domain for the function.
★

 

F-IF.631     Calculate and interpret the average rate of change of a function (presented symbolically or as a 
table) over a specified interval. Estimate the rate of change from a graph.★ 

Build a function that models a relationship between two quantities 

F-BF.132     Write a function that describes a relationship between two quantities.★ 

a.  Determine an explicit expression, a recursive process, or steps for calculation from a 
context. 

Construct and compare linear, quadratic, and exponential models and solve problems 

F-LE.1    Distinguish between situations that can be modeled with linear functions and with exponential 
functions.★   

b.  Recognize situations in which one quantity changes at a constant rate per unit interval 

                                                           
30 Tasks have a real-world context. In Algebra I, tasks are limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-defined functions (including step functions and 
absolute value functions), and exponential functions with domains in the integers.  
31 Tasks have a real-world context. In Algebra I, tasks are limited to linear functions, quadratic functions, square root functions, cube root functions, piecewise-defined functions (including step functions and 
absolute value functions), and exponential functions with domains in the integers.  
32 Tasks have a real-world context. In Algebra I, tasks are limited to linear functions, quadratic functions, and exponential functions with domains in the integers.  
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Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra I Modules 

 

relative to another. 

c.  Recognize situations in which a quantity grows or decays by a constant percent rate per unit 
interval relative to another. 

F-LE.233    Construct linear and exponential functions, including arithmetic and geometric sequences, given 
a graph, a description of a relationship, or two input-output pairs (include reading these from a 
table).★ 

 

                                                           
33 In Algebra I, tasks are limited to constructing linear and exponential functions in simple context (not multi-step).  
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Sequence of Geometry Modules Aligned with the Standards 
Module 1:  Congruence, Proof, and Constructions 
Module 2:  Similarity, Proof, and Trigonometry 
Module 3:  Extending to Three Dimensions 
Module 4:  Connecting Algebra and Geometry through Coordinates 
Module 5:  Circles with and Without Coordinates 
  

Summary of Year 

The fundamental purpose of the course in Geometry is to formalize and extend 
students’  geometric  experiences  from  the  middle  grades.  Students  explore  more  
complex geometric situations and deepen their explanations of geometric 
relationships, moving towards formal mathematical arguments. Important 
differences exist between this Geometry course and the historical approach 
taken in Geometry classes. For example, transformations are emphasized early in 
this course. Close attention should be paid to the introductory content for the 
Geometry conceptual category found in the high school CCSS. The Mathematical 
Practice Standards apply throughout each course and, together with the content 
standards, prescribe that students experience mathematics as a coherent, useful, 
and logical subject that makes use of their ability to make sense of problem 
situations. 

Recommended Fluencies for Geometry 

 Triangle congruence and similarity criteria. 
 Using coordinates to establish geometric results. 
 Calculating length and angle measures. 
 Using geometric representations as a modeling tool.  
 Using construction tools, physical and computational to draft models of 

geometric phenomenon. 

CCLS Major Emphasis Clusters 
Congruence 

 Understand congruence in terms of rigid motions 
 Prove geometric theorems 

Similarity, Right Triangles, and Trigonometry 
 Understand similarity in terms of similarity 

transformations 
 Prove theorems using similarity 
 Define trigonometric ratios and solve problems involving 

right triangles 
Expressing Geometric Properties with Equations 

 Use coordinates to prove simple geometric theorems 
algebraically 

Modeling with Geometry 
 Apply geometric concepts in modeling situations  
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Rationale for Module Sequence in Geometry 

Module 1:  In previous grades, students were asked to draw triangles based on given measurements.  
They also have prior experience with rigid motions—translations, reflections, and rotations—and have 
strategically applied a rigid motion to informally show that two triangles are congruent.  In this 
module, students establish triangle congruence criteria, based on analyses of rigid motions and formal 
constructions.  They build upon this familiar foundation of triangle congruence to develop formal 
proof techniques.   Students make conjectures and construct viable arguments to prove theorems—
using a variety of formats—and solve problems about triangles, quadrilaterals, and other polygons.  
They construct figures by manipulating appropriate geometric tools (compass, ruler, protractor, etc.) 
and justify why their written instructions produce the desired figure. 

Module 2:  Students apply their earlier experience with dilations and proportional reasoning to build a 
formal understanding of similarity.  They identify criteria for similarity of triangles, make sense of and 
persevere in solving similarity problems, and apply similarity to right triangles to prove the 
Pythagorean Theorem.  Students attend to precision in showing that trigonometric ratios are well 
defined, and apply trigonometric ratios to find missing measures of general (not necessarily right) 
triangles.  Students model and make sense out of indirect measurement problems and geometry 
problems that involve ratios or rates. 

Module  3:    Students’  experience  with  two-dimensional and three-dimensional objects is extended to include informal explanations of circumference, 
area and volume formulas.  Additionally, students apply their knowledge of two-dimensional shapes to consider the shapes of cross-sections and the 
result of rotating a two-dimensional object about a line.  They reason abstractly and quantitatively to model problems using volume formulas. 

Module 4:  Building on their work with the Pythagorean theorem in 8th grade to find distances, students analyze geometric relationships in the 
context of a rectangular coordinate system, including properties of special triangles and quadrilaterals and slopes of parallel and perpendicular lines, 
relating back to work done in the first module. Students attend to precision as they connect the geometric and algebraic definitions of parabola.  They 
solve design problems by representing figures in the coordinate plane, and in doing so, they leverage their knowledge from synthetic geometry by 
combining it with the solving power of algebra inherent in analytic geometry.   

Module 5:  In this module students prove and apply basic theorems about circles, such as: a tangent line is perpendicular to a radius theorem, the 
inscribed angle theorem, and theorems about chords, secants, and tangents dealing with segment lengths and angle measures.  They study 
relationships among segments on chords, secants, and tangents as an application of similarity.  In the Cartesian coordinate system, students explain 
the correspondence between the definition of a circle and the equation of a circle written in terms of the distance formula, its radius, and coordinates 
of its center.  Given an equation of a circle, they draw the graph in the coordinate plane, and apply techniques for solving quadratic equations.  

Mathematical Practices 

1.  Make sense of problems and persevere in 
solving them. 

2. Reason abstractly and quantitatively. 

3. Construct viable arguments and critique 
the reasoning of others. 

4. Model with mathematics. 

5. Use appropriate tools strategically. 

6. Attend to precision. 

7. Look for and make use of structure. 

8. Look for and express regularity in repeated 
reasoning. 
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Students visualize, with the aid of appropriate software tools, changes to a three-dimensional model by exploring the consequences of varying 
parameters in the model. 
 

Alignment Chart 

 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Geometry Modules 

 

Module 1:  

Congruence, Proof, and 

Constructions 

(45 days) 

Experiment with transformations in the plane 

G-CO.1    Know precise definitions of angle, circle, perpendicular line, parallel line, and line segment, 
based on the undefined notions of point, line, distance along a line, and distance around a 
circular arc. 

G-CO.2    Represent transformations in the plane using, e.g., transparencies and geometry software; 
describe transformations as functions that take points in the plane as inputs and give other 
points as outputs. Compare transformations that preserve distance and angle to those that do 
not (e.g., translation versus horizontal stretch). 

G-CO.3    Given a rectangle, parallelogram, trapezoid, or regular polygon, describe the rotations and 
reflections that carry it onto itself.   

G-CO.4    Develop definitions of rotations, reflections, and translations in terms of angles, circles, 
perpendicular lines, parallel lines, and line segments. 

G-CO.5    Given a geometric figure and a rotation, reflection, or translation, draw the transformed figure 
using, e.g., graph paper, tracing paper, or geometry software. Specify a sequence of 
transformations that will carry a given figure onto another. 

Understand congruence in terms of rigid motions 

G-CO.6    Use geometric descriptions of rigid motions to transform figures and to predict the effect of a 
given rigid motion on a given figure; given two figures, use the definition of congruence in terms 
of rigid motions to decide if they are congruent. 

G-CO.7    Use the definition of congruence in terms of rigid motions to show that two triangles are 
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Geometry Modules 

 

congruent if and only if corresponding pairs of sides and corresponding pairs of angles are 
congruent. 

G-CO.8    Explain how the criteria for triangle congruence (ASA, SAS, and SSS) follow from the definition of 
congruence in terms of rigid motions. 

Prove geometric theorems 

G-CO.9    Prove34 theorems about lines and angles. Theorems include: vertical angles are congruent; when 

a transversal crosses parallel lines, alternate interior angles are congruent and corresponding 

angles are congruent; points on a perpendicular bisector of a line segment are exactly those 

equidistant  from  the  segment’s  endpoints. 

G-CO.10   Prove27 theorems about triangles. Theorems include: measures of interior angles of a triangle 

sum to 180°; base angles of isosceles triangles are congruent; the segment joining midpoints of 

two sides of a triangle is parallel to the third side and half the length; the medians of a triangle 

meet at a point. 

G-CO.11    Prove27 theorems about parallelograms. Theorems include: opposite sides are congruent, 

opposite angles are congruent, the diagonals of a parallelogram bisect each other, and 

conversely, rectangles are parallelograms with congruent diagonals. 

Make geometric constructions 

G-CO.12    Make formal geometric constructions with a variety of tools and methods (compass and 
straightedge, string, reflective devices, paper folding, dynamic geometric software, etc.). Copying 

a segment; copying an angle; bisecting a segment; bisecting an angle; constructing perpendicular 

lines, including the perpendicular bisector of a line segment; and constructing a line parallel to a 

given line through a point not on the line. 

G-CO.13    Construct an equilateral triangle, a square, and a regular hexagon inscribed in a circle. 

                                                           
34 Prove and apply (in preparation for Regents Exams). 
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Geometry Modules 

 

Module 2:  

Similarity, Proof, and Trigonometry 

(45 days) 

Understand similarity in terms of similarity transformations 

G-SRT.1    Verify experimentally the properties of dilations given by a center and a scale factor: 

a.  A dilation takes a line not passing through the center of the dilation to a parallel line, and 
leaves a line passing through the center unchanged. 

b.    The dilation of a line segment is longer or shorter in the ratio given by the scale factor. 

G-SRT.2    Given two figures, use the definition of similarity in terms of similarity transformations to decide 
if they are similar; explain using similarity transformations the meaning of similarity for triangles 
as the equality of all corresponding pairs of angles and the proportionality of all corresponding 
pairs of sides. 

G-SRT.3    Use the properties of similarity transformations to establish the AA criterion for two triangles to 
be similar. 

Prove theorems involving similarity 

G-SRT.4    Prove35 theorems about triangles. Theorems include: a line parallel to one side of a triangle 

divides the other two proportionally, and conversely; the Pythagorean Theorem proved using 

triangle similarity. 

G-SRT.5    Use congruence and similarity criteria for triangles to solve problems and to prove relationships 
in geometric figures. 

Define trigonometric ratios and solve problems involving right triangles 

G-SRT.6    Understand that by similarity, side ratios in right triangles are properties of the angles in the 
triangle, leading to definitions of trigonometric ratios for acute angles. 

G-SRT.7    Explain and use the relationship between the sine and cosine of complementary angles. 

                                                           
35 Prove and apply (in preparation for Regents Exams). 
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Geometry Modules 

 

 

G-SRT.8    Use trigonometric ratios and the Pythagorean Theorem to solve right triangles in applied 
problems.★ 

Apply geometric concepts in modeling situations 

G-MG.1    Use geometric shapes, their measures, and their properties to describe objects (e.g., modeling a 
tree trunk or a human torso as a cylinder).★ 

G-MG.2    Apply concepts of density based on area and volume in modeling situations (e.g., persons per 
square mile, BTUs per cubic foot).★ 

G-MG.3    Apply geometric methods to solve design problems (e.g., designing an object or structure to 
satisfy physical constraints or minimize cost; working with typographic grid systems based on 
ratios).★ 

Module 3:  

Extending to Three Dimensions 

(10 days) 

Explain volume formulas and use them to solve problems
36

 

G-GMD.1   Give an informal argument for the formulas for the circumference of a circle, area of a circle, 
volume of a cylinder, pyramid, and cone. Use  dissection  arguments,  Cavalieri’s  principle,  and  
informal limit arguments. 

G-GMD.3   Use volume formulas for cylinders, pyramids, cones, and spheres to solve problems.★ 

Visualize relationships between two-dimensional and three-dimensional objects 

G-GMD.4   Identify the shapes of two-dimensional cross-sections of three-dimensional objects, and identify 
three-dimensional objects generated by rotations of two-dimensional objects.   

 

 

                                                           
36 The (+) standard on the volume of the sphere is an extension of G-GMD.1.  It is explained by the teacher in this grade and used by students in G-GMD.3.  Note: Students are not assessed on proving the 
volume of a sphere formula until Precalculus.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Geometry Modules 

 

Apply geometric concepts in modeling situations 

G-MG.1    Use geometric shapes, their measures, and their properties to describe objects (e.g., modeling a 
tree trunk or a human torso as a cylinder).★ 

Module 4:  

Connecting Algebra and Geometry 

through Coordinates  

(25 days) 

Use coordinates to prove simple geometric theorems algebraically 

G-GPE.4    Use coordinates to prove simple geometric theorems algebraically. For example, prove or 

disprove that a figure defined by four given points in the coordinate plane is a rectangle; prove or 

disprove that the point (1, √3) lies on the circle centered at the origin and containing the point (0, 

2). 

G-GPE.5    Prove the slope criteria for parallel and perpendicular lines and use them to solve geometric 
problems (e.g., find the equation of a line parallel or perpendicular to a given line that passes 
through a given point). 

G-GPE.6    Find the point on a directed line segment between two given points that partitions the segment 
in a given ratio. 

G-GPE.7    Use coordinates to compute perimeters of polygons and areas of triangles and rectangles, e.g., 
using the distance formula.★ 

Module 5:  

Circles with and Without 

Coordinates 

(25 days) 

Understand and apply theorems about circles 

G-C.1    Prove that all circles are similar. 

G-C.2    Identify and describe relationships among inscribed angles, radii, and chords. Include the 

relationship between central, inscribed, and circumscribed angles; inscribed angles on a diameter 

are right angles; the radius of a circle is perpendicular to the tangent where the radius intersects 
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Geometry Modules 

 

the circle. 

G-C.3    Construct the inscribed and circumscribed circles of a triangle, and prove37 properties of angles 
for a quadrilateral inscribed in a circle. 

Find arc lengths and areas of sectors of circles  

G-C.5    Derive using similarity the fact that the length of the arc intercepted by an angle is proportional 
to the radius, and define the radian measure of the angle as the constant of proportionality; 
derive the formula for the area of a sector 

Translate between the geometric description and the equation for a conic section 

G-GPE.1    Derive the equation of a circle of given center and radius using the Pythagorean Theorem; 
complete the square to find the center and radius of a circle given by an equation. 

Use coordinates to prove simple geometric theorems algebraically 

G-GPE.4    Use coordinates to prove simple geometric theorems algebraically. For example, prove or 

disprove that a figure defined by four given points in the coordinate plane is a rectangle; prove or 

disprove that the point (1, √3) lies on the circle centered at the origin and containing the point (0, 

2). 

Apply geometric concepts in modeling situations 

G-MG.1    Use geometric shapes, their measures, and their properties to describe objects (e.g., modeling a 
tree trunk or a human torso as a cylinder).★ 

 
 
                                                           
37 Prove and apply (in preparation for Regents Exams). 
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Extensions to the Geometry Course 

The (+) standards below are included in the Geometry course to provide coherence to the curriculum.  They can be used to effectively extend a topic 
or to introduce a theme/concept that will be fully covered in the Precalculus course.  Note: None of the (+) standard below will be assessed on the 

Regents Exam or PARRC Assessments until Precalculus.  

Module 2. These standards can 
be taught as applications of 
similar triangles and the 
definitions of the trigonometric 
ratios. 
 

Apply trigonometry to general triangles 

G-SRT.9      (+) Derive the formula A = 1/2 ab sin(C) for the area of a triangle by drawing an auxiliary line 
from a vertex perpendicular to the opposite side.  

G-SRT.10    (+) Prove the Laws of Sines and Cosines and use them to solve problems. 

G-SRT.11    (+) Understand and apply the Law of Sines and the Law of Cosines to find unknown 
measurements in right and non-right triangles (e.g., surveying problems, resultant forces).   

Module 3. This standard on the 
volume of the sphere is an 
extension of G-GMD.1.  In this 
course, it is explained by the 
teacher and used by students in 
G-GMD.3.   

Explain volume formulas and use them to solve problems 

G-GMD.2   (+)  Give  an  informal  argument  using  Cavalieri’s  principle  for  the  formulas  for  the  volume  of  a  
sphere and other solid figures. 

 

Module 5.  This standard is an 
immediate extension of G-C.2 
and can be given as a homework 
assignment (with an appropriate 
hint). 

Understand and apply theorems about circles 

G-C.4    (+) Construct a tangent line from a point outside a given circle to the circle. 
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Sequence of Algebra II Modules Aligned with the Standards 
Module 1:  Polynomial, Rational, and Radical Relationships 
Module 2:  Trigonometric Functions 
Module 3:  Functions 
Module 4:  Inferences and Conclusions from Data 
  

Summary of Year 

Building on their work with linear, quadratic, and exponential functions, students 
extend their repertoire of functions to include polynomial, rational, and radical 
functions. Students work closely with the expressions that define the functions, 
and continue to expand and hone their abilities to model situations and to solve 
equations, including solving quadratic equations over the set of complex 
numbers and solving exponential equations using the properties of logarithms. 
The Mathematical Practice Standards apply throughout each course and, 
together with the content standards, prescribe that students experience 
mathematics as a coherent, useful, and logical subject that makes use of their 
ability to make sense of problem situations. 

Recommended Fluencies for Algebra II 

 Divide polynomials with remainder by inspection in simple cases. 
 See structure in expressions and use this structure to rewrite expressions 

(e.g., factoring, grouping). 
 Translate between recursive definitions and closed forms for problems 

involving sequences and series. 

CCLS Major Emphasis Clusters 
The Real Number System 

 Extend the properties of exponents to rational exponents 
Seeing Structure in Expressions 

 Interpret the structure of expressions 
 Write expressions in equivalent forms to solve problems 

Arithmetic with Polynomials and Rational Expressions 
 Understand the relationship between zeros and factors of 

polynomials 
Reasoning with Equations and Inequalities 

 Understand solving equations as a process of reasoning 
and explain the reasoning 

 Represent and solve equations and inequalities graphically 
Interpreting Functions 

 Interpret functions that arise in applications in terms of 
the context 

Building Functions 
 Build a function that models a relationship between two 

quantities 
Making Inferences and Justifying Conclusions 

 Make inferences and justify conclusions from sample 
surveys, experiments and observational studies  
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Rationale for Module Sequence in Algebra II 

Module 1:  In this module, students draw on analogies between polynomial arithmetic and base-ten 
computation, focusing on properties of operations, particularly the distributive property.  Students 
connect the structure inherent in multi-digit whole number multiplication with multiplication of 
polynomials, and similarly connect division of polynomials with long division of integers.  Students 
identify zeros of polynomials, including complex zeros of quadratic polynomials.  Through regularity 
in repeated reasoning, they make connections between zeros of polynomials and solutions of 
polynomial equations. Students analyze the key features of a graph or table of a polynomial function 
and relate those features back to the two quantities in the problem that the function is modeling.  A 
theme of this module is that the arithmetic of rational expressions is governed by the same rules as 
the arithmetic of rational numbers. 

Module 2:  Building on their previous work with functions, and on their work with trigonometric 
ratios and circles in Geometry, students extend trigonometric functions to all (or most) real 
numbers.  To reinforce their understanding of these functions, students begin building fluency with 
the values of sine, cosine, and tangent  at  π/6,  π/4,  π/3,  π/2,  etc.    Students make sense of periodic 
phenomena as they model with trigonometric functions. 

Module 3:  In this module students synthesize and generalize what they have learned about a variety of function families.  They extend their work 
with exponential functions to include solving exponential equations with logarithms.  They explore (with appropriate tools) the effects of 
transformations on graphs of diverse functions, including functions arising in an application.  They notice, by looking for general methods in repeated 
calculations, that the transformations on a graph always have the same effect regardless of the type of the underlying function.  These observations 
lead to students to conjecture and construct general principles about how the graph of a function changes after applying a function transformation to 
that function. Students identify appropriate types of functions to model a situation, they adjust parameters to improve the model, and they compare 
models by analyzing appropriateness of fit and making judgments about the domain over which a model is a good fit. The description of modeling as, 
“the process of choosing and using mathematics and statistics to analyze empirical situations, to understand them better, and to make decisions,”  is  at  
the heart of this module.  In particular, through repeated opportunities in working through the modeling cycle (see page 61 of the CCLS), students 
acquire the insight that the same mathematical or statistical structure can sometimes model seemingly different situations.  

Module 4:  In this module, students see how the visual displays and summary statistics they learned in earlier grades relate to different types of data 
and to probability distributions.  They identify different ways of collecting data— including sample surveys, experiments, and simulations—and the 
role that randomness and careful design play in the conclusions that can be drawn.  Students create theoretical and experimental probability models 
following the modeling cycle (see page 61 of CCLS).  They compute and interpret probabilities from those models for compound events, attending to 
mutually exclusive events, independent events, and conditional probability.  

Mathematical Practices 

1.  Make sense of problems and persevere in 
solving them. 

2. Reason abstractly and quantitatively. 

3. Construct viable arguments and critique 
the reasoning of others. 

4. Model with mathematics. 

5. Use appropriate tools strategically. 

6. Attend to precision. 

7. Look for and make use of structure. 

8. Look for and express regularity in repeated 
reasoning. 
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Alignment Chart 

 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

Module 1:  

Polynomial, Rational, and Radical 

Relationships 

(45 days) 

Reason quantitatively and use units to solve problems. 

N-Q.238    Define appropriate quantities for the purpose of descriptive modeling. 

Perform arithmetic operations with complex numbers.  

N-CN.1    Know there is a complex number i such that i2 = –1, and every complex number has the form a + 

bi with a and b real. 

N-CN.2    Use the relation i2 = –1 and the commutative, associative, and distributive properties to add, 
subtract, and multiply complex numbers. 

Use complex numbers in polynomial identities and equations.  

N-CN.7    Solve quadratic equations with real coefficients that have complex solutions. 

Interpret the structure of expressions 

A-SSE.239    Use the structure of an expression to identify ways to rewrite it. For example, see x
4
 – y

4
 as (x

2
)

2
 – 

(y
2
)

2
, thus recognizing it as a difference of squares that can be factored as (x

2
 – y

2
)(x

2
 + y

2
). 

Understand the relationship between zeros and factors of polynomials 

A-APR.240   Know and apply the Remainder Theorem: For a polynomial p(x) and a number a, the remainder 

                                                           
38 This standard will be assessed in Algebra II by ensuring that some modeling tasks (involving Algebra II content or securely held content from previous grades and courses) require the student to create a 
quantity of interest in the situation being described (i.e., this is not provided in the task). For example, in a situation involving periodic phenomena, the student might autonomously decide that amplitude is 
a key variable in a situation, and then choose to work with peak amplitude.  
39 In Algebra II, tasks are limited to polynomial, rational, or exponential expressions. Examples: see x4

 – y4
 as (x2)2

 – (y2)2, thus recognizing it as a difference of squares that can be factored as (x2
 – y2)(x2

 + y2). In 
the equation x2

 + 2x + 1 + y2
 = 9, see an opportunity to rewrite the first three terms as (x+1)2, thus recognizing the equation of a circle with radius 3 and center (– 1, 0). See (x2

 + 4)/(x2
 + 3) as ((x2+3) + 1 )/(x2+3), 

thus recognizing an opportunity to write it as 1 + 1/(x2
 + 3). Includes the sum or difference of cubes (in one variable), and factoring by grouping. 

40 Include problems that involve interpreting the Remainder Theorem from graphs and in problems that require long division. 
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

on division by x – a is p(a), so p(a) = 0 if and only if (x – a) is a factor of p(x). 

A-APR.341  Identify zeros of polynomials when suitable factorizations are available, and use the zeros to 
construct a rough graph of the function defined by the polynomial. 

Use polynomial identities to solve problems 

A-APR.4  Prove42 polynomial identities and use them to describe numerical relationships. For example, the 
polynomial identity (x2 + y2)2 = (x2 – y2)2 + (2xy)2 can be used to generate Pythagorean triples. 

Rewrite rational expressions 

A-APR.643  Rewrite simple rational expressions in different forms; write a(x)/b(x) in the form q(x) + r(x)/b(x), 
where a(x), b(x), q(x), and r(x) are polynomials with the degree of r(x) less than the degree of 
b(x), using inspection, long division, or, for the more complicated examples, a computer algebra 
system.   

Understand solving equations as a process of reasoning and explain the reasoning 

A-REI.144 Explain each step in solving a simple equation as following from the equality of numbers 
asserted at the previous step, starting from the assumption that the original equation has a 
solution. Construct a viable argument to justify a solution method. 

A-REI.2    Solve simple rational and radical equations in one variable, and give examples showing how 
extraneous solutions may arise. 

Solve equations and inequalities in one variable 

A-REI.445    Solve quadratic equations in one variable. 

                                                           
41 In Algebra II, tasks include quadratic, cubic, and quartic polynomials and polynomials for which factors are not provided. For example, find the zeros of (x2 - 1)( x2 + 1) . 
42 Prove and apply (in preparation for Regents Exams). 
43 Include rewriting rational expressions that are in the form of a complex fraction. 
44 In Algebra II, tasks are limited to simple rational or radical equations.  
45 In Algebra II, in the case of equations having roots with nonzero imaginary parts, students write the solutions as a ± bi where a and b are real numbers.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

b.   Solve quadratic equations by inspection (e.g., for x2 = 49), taking square roots, completing 
the square, the quadratic formula and factoring, as appropriate to the initial form of the 
equation. Recognize when the quadratic formula gives complex solutions and write them as 
a ± bi for real numbers a and b. 

Solve systems of equations 

A-REI.646   Solve systems of linear equations exactly and approximately (e.g., with graphs), focusing on pairs 
of linear equations in two variables.    

A-REI.7   Solve a simple system consisting of a linear equation and a quadratic equation in two variables 
algebraically and graphically.  For example, find the points of intersection between the line y = –
3x and the circle x

2
 + y

2
 = 3. 

Analyze functions using different representations 

F-IF-7    Graph functions expressed symbolically and show key features of the graph, by hand in simple 
cases and using technology for more complicated cases.★ 

c.   Graph polynomial functions, identifying zeros when suitable factorizations are available, and 
showing end behavior. 

Translate between the geometric description and the equation for a conic section 

G-GPE.2  Derive the equation of a parabola given a focus and directrix. 
 

Module 2:  

Trigonometric Functions 

(20 days) 

Extend the domain of trigonometric functions using the unit circle 

F-TF.1    Understand radian measure of an angle as the length of the arc on the unit circle subtended by 

                                                           
46 In Algebra II, tasks are limited to 3x3 systems.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

the angle. 

F-TF.247    Explain how the unit circle in the coordinate plane enables the extension of trigonometric 
functions to all real numbers, interpreted as radian measures of angles traversed 
counterclockwise around the unit circle. 

Model periodic phenomena with trigonometric functions 

F-TF.548    Choose trigonometric functions to model periodic phenomena with specified amplitude, 
frequency, and midline.★ 

Prove and apply trigonometric identities 

F-TF.8    Prove the Pythagorean identity sin2(Θ)  +  cos2(Θ)  =  1  and  use  it  to  find  sin(Θ),  cos(Θ),  or  tan(Θ)  
given  sin(Θ),  cos(Θ),  or  tan(Θ)  and the quadrant of the angle.   

Module 3:  

Functions 

(45 days) 

Extend the properties of exponents to rational exponents. 

N-RN.1    Explain how the definition of the meaning of rational exponents follows from extending the 
properties of integer exponents to those values, allowing for a notation for radicals in terms of 
rational exponents. For example, we define 5

1/3
 to be the cube root of 5 because we want (5

1/3
)

3
 = 

5
(1/3)3

 to hold, so (5
1/3

)
3
 must equal 5. 

N-RN.249 Rewrite expressions involving radicals and rational exponents using the properties of exponents. 

Reason quantitatively and use units to solve problems. 

N-Q.250     Define appropriate quantities for the purpose of descriptive modeling. 

                                                           
47 Also extend trigonometric functions to their reciprocal functions. 
48 Including specified phase shift. 
49 Including expressions where either base or exponent may contain variables. 
50 This standard will be assessed in Algebra II by ensuring that some modeling tasks (involving Algebra II content or securely held content from previous grades and courses) require the student to create a 
quantity of interest in the situation being described (i.e., this is not provided in the task). For example, in a situation involving periodic phenomena, the student might autonomously decide that amplitude is 
a key variable in a situation, and then choose to work with peak amplitude.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

Write expressions in equivalent forms to solve problems 

A-SSE.351    Choose and produce an equivalent form of an expression to reveal and explain properties of the 
quantity represented by the expression.★ 

c.  Use the properties of exponents to transform expressions for exponential functions. For 

example the expression 1.15
t
 can be rewritten as (1.15

1/12
)

12 t
 ≈  1.012

12t
 to reveal the 

approximate equivalent monthly interest rate if the annual rate is 15%. 

A-SSE.452    Derive the formula for the sum of a finite geometric series (when the common ratio is not 1), 
and use the formula to solve problems.  For example, calculate mortgage payments.★ 

Create equations that describe numbers or relationships 

A-CED.153   Create equations and inequalities in one variable and use them to solve problems. Include 

equations arising from linear and quadratic functions, and simple rational and exponential 

functions.★ 

Represent and solve equations and inequalities graphically 

A-REI.1154  Explain why the x-coordinates of the points where the graphs of the equations y = f(x) and y = 

g(x) intersect are the solutions of the equation f(x) = g(x); find the solutions approximately, e.g., 
using technology to graph the functions, make tables of values, or find successive 
approximations. Include cases where f(x) and/or g(x) are linear, polynomial, rational, absolute 
value, exponential, and logarithmic functions.★ 

                                                           
51 Tasks have a real-world context. As described in the standard, there is an interplay between the mathematical structure of the expression and the structure of the situation such that choosing and 
producing an equivalent form of the expression reveals something about the situation. In Algebra II, tasks include exponential expressions with rational or real exponents.  
52 This standard includes using the summation notation symbol. 
53 Tasks have a real-world context. In Algebra II, tasks include exponential equations with rational or real exponents, rational functions, and absolute value functions.  
54 In Algebra II, tasks may involve any of the function types mentioned in the standard.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

Understand the concept of a function and use function notation 

F-IF.355    Recognize that sequences are functions, sometimes defined recursively, whose domain is a 
subset of the integers. For example, the Fibonacci sequence is defined recursively by f(0) = f(1) = 

1, f(n+1) = f(n) + f(n-1)  for  n  ≥  1. 

Interpret functions that arise in applications in terms of the context 

F-IF.456 For a function that models a relationship between two quantities, interpret key features of 
graphs and tables in terms of the quantities, and sketch graphs showing key features given a 
verbal description of the relationship. Key features include:  intercepts; intervals where the 

function is increasing, decreasing, positive, or negative; relative maximums and minimums; 

symmetries; end behavior; and periodicity.★ 

F-IF.657    Calculate and interpret the average rate of change of a function (presented symbolically or as a 
table) over a specified interval. Estimate the rate of change from a graph.★ 

Analyze functions using different representations 

F-IF.7    Graph functions expressed symbolically and show key features of the graph, by hand in simple 
cases and using technology for more complicated cases.★ 

e.    Graph exponential and logarithmic functions, showing intercepts and end behavior, and 
trigonometric functions, showing period, midline, and amplitude. 

F-IF.858    Write a function defined by an expression in different but equivalent forms to reveal and explain 
different properties of the function.   

                                                           
55 This standard is Supporting Content in Algebra II. This standard should support the Major Content in F-BF.2 for coherence.  
56 Tasks have a real-world context.  In Algebra II, tasks may involve polynomial, exponential, logarithmic, and trigonometric functions.  
57 Tasks have a real-world context.  In Algebra II, tasks may involve polynomial, exponential, logarithmic, and trigonometric functions.  

58 Tasks include knowing and applying A = Pert and A = P 1 +
r

n
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

b.    Use the properties of exponents to interpret expressions for exponential functions. For 

example, identify percent rate of change in functions such as y = (1.02)
t
, y = (0.97)

t
, y = 

(1.01)
12t

, y = (1.2)
t/10

, and classify them as representing exponential growth or decay. 

F-IF.959    Compare properties of two functions each represented in a different way (algebraically, 
graphically, numerically in tables, or by verbal descriptions). For example, given a graph of one 

quadratic function and an algebraic expression for another, say which has the larger maximum. 

Build a function that models a relationship between two quantities 

F-BF.1    Write a function that describes a relationship between two quantities.★ 

a.  Determine an explicit expression, a recursive process, or steps for calculation from a 
context. 60 

b.     Combine standard function types using arithmetic operations. For example, build a function 

that models the temperature of a cooling body by adding a constant function to a decaying 

exponential, and relate these functions to the model.
61

 

F-BF.2    Write arithmetic and geometric sequences both recursively and with an explicit formula, use 
them to model situations, and translate between the two forms.★ 

Build new functions from existing functions 

F-BF.362    Identify the effect on the graph of replacing f(x) by f(x) + k, k f(x), f(kx), and f(x + k) for specific 
values of k (both positive and negative); find the value of k given the graphs. Experiment with 
cases and illustrate an explanation of the effects on the graph using technology. Include 

recognizing even and odd functions from their graphs and algebraic expressions for them. 

                                                           
59 In Algebra II, tasks may involve polynomial, exponential, logarithmic, and trigonometric functions.  
60 Tasks have a real-world context.  In Algebra II, tasks may involve polynomial, exponential, logarithmic, and trigonometric functions.  
61 Combining functions also includes composition of functions. 
62 In Algebra II, tasks may involve polynomial, exponential, logarithmic, and trigonometric functions.  Tasks may involve recognizing even and odd functions.   
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

F-BF.4    Find inverse functions. 

a.    Solve an equation of the form f(x) = c for a simple function f that has an inverse and write an 
expression for the inverse. For example, f(x) =2 x

3
 or f(x) = (x+1)/(x–1)  for  x  ≠  1. 

Construct and compare linear, quadratic, and exponential models and solve problems 

F-LE.263    Construct linear and exponential functions, including arithmetic and geometric sequences, given 
a graph, a description of a relationship, or two input-output pairs (include reading these from a 
table).★ 

F-LE.464   For exponential models, express as a logarithm the solution to ab
ct = d where a, c, and d are 

numbers and the base b is 2, 10, or e; evaluate the logarithm using technology.★ 

Interpret expressions for functions in terms of the situation they model 

F-LE.565    Interpret the parameters in a linear or exponential function in terms of a context.★ 

Module 4: 

Inferences and Conclusions from 

Data 

(40 days) 

Reason quantitatively and use units to solve problems. 

N-Q.2     Define appropriate quantities for the purpose of descriptive modeling.★ 

Summarize, represent, and interpret data on a single count or measurement variable 

S-ID.4    Use the mean and standard deviation of a data set to fit it to a normal distribution and to 
estimate population percentages.  Recognize that there are data sets for which such a procedure 
is not appropriate. Use calculators, spreadsheets, and tables to estimate areas under the normal 
curve.★ 

 

 

                                                           
63 In Algebra II, tasks will include solving multi-step problems by constructing linear and exponential functions.  
64 Students learn terminology that logarithm without a base specified is base 10 and that natural logarithm always refers to base e. 
65 Tasks have a real-world context. In Algebra II, tasks include exponential functions with domains not in the integers.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

Summarize, represent, and interpret data on two categorical and quantitative variables 

S-ID.666    Represent data on two quantitative variables on a scatter plot, and describe how the variables 
are related.★ 

a.  Fit a function to the data; use functions fitted to data to solve problems in the context of the 
data. Use given functions or choose a function suggested by the context. Emphasize linear, 

quadratic, and exponential models. 

Understand and evaluate random processes underlying statistical experiments 

S-IC.1    Understand statistics as a process for making inferences about population parameters based on 
a random sample from that population.★ 

S-IC.2   Decide if a specified model is consistent with results from a given date-generating process, e.g., 
using simulation. For example, a model says a spinning coin falls heads up with probability 0.5. 

Would a result of 5 tails in a row cause you to question the model?.★ 

Make inferences and justify conclusions from sample surveys, experiments, and observational studies 

S-IC.3    Recognize the purposes of and differences among sample surveys, experiments, and 
observational studies; explain how randomization relates to each.★ 

S-IC.4    Use data from a sample survey to estimate a population mean or proportion; develop a margin 
of error through the use of simulation models for random sampling.★ 

S-IC.5    Use data from a randomized experiment to compare two treatments; use simulations to decide 
if differences between parameters are significant.★ 

S-IC.6    Evaluate reports based on data.★ 

Understand independence and conditional probability and use them to interpret data  

S-CP.1    Describe events as subsets of a sample space (the set of outcomes) using characteristics (or 

                                                           
66 Tasks have a real-world context.  In Algebra II, tasks include exponential functions with domains not in the integers and trigonometric functions.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Algebra II Modules 

 

categories)  of  the  outcomes,  or  as  unions  intersections,  or  complements  of  other  events  (“or,”  
“and,”  “not”).★ 

S-CP.2    Understand that two events A and B are independent if the probability of A and B occurring 
together is the product of their probabilities, and use this characterization to determine if they 
are independent.★ 

S-CP.3    Understand the conditional probability of A given B as P(A and B)/P(B), and interpret 
independence of A and B as saying that the conditional probability of A given B is the same as 
the probability of A, and the conditional probability of B given A is the same as the probability of 
B.★ 

S-CP.4    Construct and interpret two-way frequency tables of data when two categories are associated 
with each object being classified. Use the two-way table as a sample space to decide if events 
are independent and to approximate conditional probabilities. For example, collect data from a 

random sample of students in your school on their favorite subject among math, science, and 

English. Estimate the probability that a randomly selected student from your school will favor 

science given that the student is in tenth grade. Do the same for other subjects and compare the 

results.★ 

S-CP.5    Recognize and explain the concepts of conditional probability and independence in everyday 
language and everyday situations. For example, compare the chance of having lung cancer if you 

are a smoker with the chance of being a smoker if you have lung cancer.★ 

Use the rules of probability to compute probabilities of compound events in a uniform probability model  

S-CP.6   Find the conditional probability of A given B as the fraction of B’s  outcomes  that  also  belong  to  
A, and interpret the answer in terms of the model.★ 

S-CP.7    Apply the Addition Rule, P(A or B) = P(A) + P(B) – P(A and B), and interpret the answer in terms of 
the model.★ 
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Extensions to the Algebra II Course 

The (+) standards below are included in the Algebra II course to provide coherence to the curriculum.  They can be used to effectively extend a topic 
or to introduce a theme/concept that will be fully covered in the Precalculus course.  Note: None of the (+) standard below will be assessed on the 

Regents Exam or PARRC Assessments until Precalculus.  

Module 1. Students will be 
working with zeros of 
polynomials in this module, 
which offers teachers an 
opportunity to introduce 
Standard N-CN.9. 
 
A major theme of the module is 
A-APR.7.  Teachers should 
continually remind students of 
the connections between 
rational expressions and rational 
numbers as students add, 
subtract, multiply and divide 
rational expressions. 

Use complex numbers in polynomial identities and equations. 

N-CN.8    (+) Extend polynomial identities to the complex numbers. For example, rewrite x
2
 + 4 as (x + 2i)(x 

– 2i).  

N-CN.9    (+) Know the Fundamental Theorem of Algebra; show that it is true for quadratic polynomials. 

Rewrite rational expressions   

A-APR.7    (+) Understand that rational expressions form a system analogous to the rational numbers, 
closed under addition, subtraction, multiplication, and division by a nonzero rational expression; 
add, subtract, multiply, and divide rational expressions.  

 

 

 

Module 2. In F-TF.3, students 
begin fluency exercises with 
trigonometric ratios of the 
special angles. 
 
Teachers present proofs of 
formulas in F-TF.9.  Students use 
the formulas in Algebra II; they 
prove the formulas in 
Precalculus. 

Extend the domain of trigonometric functions using the unit circle 

F-TF.3    (+)  Use  special  triangles  to  determine  geometrically  the  values  of  sine,  cosine,  tangent  for  π/3,  
π/4  and  π/6,  and  use  the  unit  circle  to  express  the  values  of  sine,  cosine,  and  tangent  for  π–x, 
π+x,  and  2π–x in terms of their values for x, where x is any real number. 

Prove and apply trigonometric identities 

F-TF.9   (+) Prove the addition and subtraction formulas for sine, cosine, and tangent and use them to 
solve problems. 
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Sequence of Precalculus Modules Aligned with the Standards 
Module 1:  Complex Numbers and Transformations 
Module 2:  Vectors and Matrices 
Module 3:  Rational and Exponential Functions 
Module 4:  Trigonometry 
Module 5:  Probability and Statistics 
  

Summary of Year 

Extending their understanding of complex numbers to points in the complex 
plane, students come to understand that multiplying a given set of points by a 
complex number amounts to rotating and dilating those points in the complex 
plane about zero.  Matrices are studied as tools for performing rotations and 
reflections of the coordinate plane, as well as for solving systems of linear 
equations.  Inverse functions are explored as students study the relationship 
between exponential and logarithmic functions and restrict the domain of the 
trigonometric functions to allow for their inverses.  The year concludes with a 
capstone module on modeling with probability and statistics. The Mathematical 
Practice Standards apply throughout each course and, together with the content 
standards, prescribe that students experience mathematics as a coherent, useful, 
and logical subject that makes use of their ability to make sense of problem 
situations. 
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Rationale for Module Sequence in Precalculus 

In Algebra II, students extended their understanding of number to include complex numbers as they 
studied polynomials with complex zeros.  In Module 1, students graph complex numbers in the 
complex plane and translate between rectangular and polar forms of complex numbers.  In particular, 
through repeated reasoning, they come to realize that multiplying a given set of points by a complex 
number amounts to rotating and dilating those points in the complex plane around the point zero.  
Thinking of a complex number, a + bi, once again as a point (a,b) in the coordinate plane, students 
investigate how multiplying by a complex number can be thought of as a map from the coordinate 
plane to itself.  That study, in turn, leads to matrix notation and a natural definition for multiplying a 
vector by a matrix: 

  a+bi( ) c+di( ) = ac  bd( )+ ad+bc( )i  is equivalent to a  b
b a

 

 
 

 

 
÷ c

d

 

 
 

 

 
÷= ac  bd

ad+bc

 

 
 

 

 
÷. 

Thus, students discern structure in the operations with matrices and vectors by comparing them to 
arithmetic with complex numbers. 

Students began the study of transformations in Grade 8, and precisely defined rigid motions in the 

plane in terms of angles, circles, perpendicular lines, parallel lines, and segments in Geometry.  In this module, students precisely define rotations, 
reflections and dilations in the coordinate plane using 2 x 2 matrices (and translations by vector addition).  These well-defined definitions of 
transformations of the coordinate plane shed light on how geometry software and video games efficiently perform rigid motion calculations. 

In the first module students viewed matrices as tools for performing rotations and reflections of the coordinate plane.   In Module 2, they move 
beyond this viewpoint to study matrices and vectors as objects in their own right.  Students interpret the properties and operations of matrices to 
learn multiple ways to solve problems with them, including solving systems of linear equations.  They construct viable arguments using matrices to 
once again derive equations for conic sections, this time by translating and rotating the locus of points  into  a  “standard”  position  using  matrix  
operations.  (For example, applying rigid motions to move the directrix of a parabola to one of the coordinate axes.) 

Students study rational and exponential functions in Module 3.  They graph rational functions by extending what they learned about graphing 
polynomials functions.  Students, through repeatedly exploiting the relationship between exponential and logarithmic functions, learn the meaning of 
inverse functions.   Additionally, students learn to explicitly build composite functions to model relationships between two quantities.  In particular, 
they analyze the composite of two functions in describing the relationship of three or more quantities in modeling activities in this module. 

In Module 4, students visualize graphs of trigonometric functions with the aid of appropriate software and interpret how a family of graphs defined by 
varying a parameter in a given function changes based upon that parameter.  They analyze symmetry and periodicity of trigonometric functions.  They 

Mathematical Practices 

1.  Make sense of problems and persevere in 
solving them. 

2. Reason abstractly and quantitatively. 

3. Construct viable arguments and critique 
the reasoning of others. 

4. Model with mathematics. 

5. Use appropriate tools strategically. 

6. Attend to precision. 

7. Look for and make use of structure. 

8. Look for and express regularity in repeated 
reasoning. 
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extend their knowledge of inverse functions to trigonometric functions by restricting domains to create the inverses, and apply inverse functions to 
solve trigonometric equations that arise in modeling contexts.  Students also construct viable arguments to prove the Law of Sines, Law of Cosines, 
and the addition and subtraction formulas for the trigonometric functions.  

This course concludes with Module 5, a capstone module on modeling with probability and statistics in which students consolidate their study of 
statistics as they analyze decisions and strategies using newly refined skills in calculating expected values.  
 

Alignment Chart 

 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

Module 1:  

Complex Numbers and 

Transformations 

(40 days) 

Perform arithmetic operations with complex numbers.  

N-CN.3    (+) Find the conjugate of a complex number; use conjugates to find moduli and quotients of 
complex numbers. 

Represent complex numbers and their operations on the complex plane.  

N-CN.4    (+) Represent complex numbers on the complex plane in rectangular and polar form (including 
real and imaginary numbers), and explain why the rectangular and polar forms of a given 
complex number represent the same number. 

N-CN.5    (+) Represent addition, subtraction, multiplication, and conjugation of complex numbers 
geometrically on the complex plane; use properties of this representation for computation. For 

example, (–1 + √3 i)3 = 8 because (–1 + √3 i) has modulus 2 and argument 120°. 

N-CN.6    (+) Calculate the distance between numbers in the complex plane as the modulus of the 
difference, and the midpoint of a segment as the average of the numbers at its endpoints.  

Perform operations on matrices and use matrices in applications. 

N-VM.1067 (+) Understand that the zero and identity matrices play a role in matrix addition and 
                                                           
67 N.VM and G.CO standards are included in the context of defining transformations of the plane rigorously using complex numbers and 2 x 2 matrices, and linking rotations and 
reflections to multiplication by complex number and/or by 2 x 2 matrices to show how geometry software and video games work.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

multiplication similar to the role of 0 and 1 in the real numbers. The determinant of a square 
matrix is nonzero if and only if the matrix has a multiplicative inverse. 

N-VM.11    (+) Multiply a vector (regarded as a matrix with one column) by a matrix of suitable dimensions 
to produce another vector. Work with matrices as transformations of vectors. 

N-VM.12    (+) Work with 2 x 2 matrices as transformations of the plane, and interpret the absolute value of 
the determinant in terms of area. 

Experiment with transformations in the plane 

G-CO.2    Represent transformations in the plane using, e.g., transparencies and geometry software; 
describe transformations as functions that take points in the plane as inputs and give other 
points as outputs. Compare transformations that preserve distance and angle to those that do 
not (e.g., translation versus horizontal stretch). 

G-CO.4    Develop definitions of rotations, reflections, and translations in terms of angles, circles, 
perpendicular lines, parallel lines, and line segments. 

G-CO.5    Given a geometric figure and a rotation, reflection, or translation, draw the transformed figure 
using, e.g., graph paper, tracing paper, or geometry software. Specify a sequence of 
transformations that will carry a given figure onto another. 

Module 2:  

Vectors and Matrices 

(40 days) 

Represent and model with vector quantities.  

N-VM.1    (+) Recognize vector quantities as having both magnitude and direction. Represent vector 
quantities by directed line segments, and use appropriate symbols for vectors and their 
magnitudes (e.g., v, |v|, ||v||, v). 

N-VM.2    (+) Find the components of a vector by subtracting the coordinates of an initial point from the 
coordinates of a terminal point.   

N-VM.3    (+) Solve problems involving velocity and other quantities that can be represented by vectors.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

Perform operations on vectors. 

N-VM.4    (+) Add and subtract vectors. 

a.    Add vectors end-to-end, component-wise, and by the parallelogram rule. Understand that 
the magnitude of a sum of two vectors is typically not the sum of the magnitudes. 

b.    Given two vectors in magnitude and direction form, determine the magnitude and direction 
of their sum. 

c.    Understand vector subtraction v – w as v + (–w), where –w is the additive inverse of w, with 
the same magnitude as w and pointing in the opposite direction. Represent vector 
subtraction graphically by connecting the tips in the appropriate order, and perform vector 
subtraction component-wise. 

N-VM.5    (+) Multiply a vector by a scalar. 

a.    Represent scalar multiplication graphically by scaling vectors and possibly reversing their 
direction; perform scalar multiplication component-wise, e.g., as c(vx, vy) = (cvx, cvy). 

b.    Compute the magnitude of a scalar multiple cv using ||cv|| = |c|v. Compute the direction 
of cv knowing  that  when  |c|v  ≠  0,  the  direction  of  cv is either along v for (c > 0) or against v 
(for c < 0). 

Perform operations on matrices and use matrices in applications. 

N-VM.6     (+) Use matrices to represent and manipulate data, e.g., to represent payoffs or incidence 
relationships in a network. 

N-VM.7     (+) Multiply matrices by scalars to produce new matrices, e.g., as when all of the payoffs in a 
game are doubled. 

N-VM.8     (+) Add, subtract, and multiply matrices of appropriate dimensions.  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

N-VM.9     (+) Understand that, unlike multiplication of numbers, matrix multiplication for square matrices 
is not a commutative operation, but still satisfies the associative and distributive properties. 

N-VM.10    (+) Understand that the zero and identity matrices play a role in matrix addition and 
multiplication similar to the role of 0 and 1 in the real numbers. The determinant of a square 
matrix is nonzero if and only if the matrix has a multiplicative inverse. 

N-VM.11    (+) Multiply a vector (regarded as a matrix with one column) by a matrix of suitable dimensions 
to produce another vector. Work with matrices as transformations of vectors. 

N-VM.12    (+) Work with 2 x 2 matrices as transformations of the plane, and interpret the absolute value of 
the determinant in terms of area. 

Solve systems of equations 

A-REI.8    (+) Represent a system of linear equations as a single matrix equation in a vector variable. 

A-REI.9    (+) Find the inverse of a matrix if it exists and use it to solve systems of linear equations (using 
technology for matrices of dimension 3 x 3 or greater). 

Translate between the geometric description and the equation for a conic section 

G-GPE.1    Derive the equation of a circle of given center and radius using the Pythagorean Theorem; 
complete the square to find the center and radius of a circle given by an equation. 

G-GPE.2    Derive the equation of a parabola given a focus and directrix. 

G-GPE.3    (+) Derive the equations of ellipses and hyperbolas given the foci, using the fact that the sum or 
difference of distances from the foci is constant. 

Module 3:  

Rational and Exponential Functions 

(25 days) 

Use complex numbers in polynomial identities and equations.  

N-CN.8    (+) Extend polynomial identities to the complex numbers. For example, rewrite x
2
 + 4 as (x + 2i)(x 

– 2i).  
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

N-CN.9    (+) Know the Fundamental Theorem of Algebra; show that it is true for quadratic polynomials. 

Use polynomial identities to solve problems 

A-APR.5    (+) Know and apply the Binomial Theorem for the expansion of (x + y)
n in powers of x and y for a 

positive integer n, where x and y are any numbers, with coefficients determined for example by 
Pascal’s  Triangle.68    

Rewrite rational expressions 

A-APR.7    (+) Understand that rational expressions form a system analogous to the rational numbers, 
closed under addition, subtraction, multiplication, and division by a nonzero rational expression; 
add, subtract, multiply, and divide rational expressions.  

Analyze functions using different representations 

F-IF.7     Graph functions expressed symbolically and show key features of the graph by hand in simple 
cases and using technology for more complicated cases.★ 

d.  (+) Graph rational functions, identifying zeros and asymptotes when suitable factorizations 
are available, and showing end behavior. 

F-IF.969    Compare properties of two functions each represented in a different way (algebraically, 
graphically, numerically in tables, or by verbal descriptions). For example, given a graph of one 

quadratic function and an algebraic expression for another, say which has the larger maximum. 

Build a function that models a relationship between two quantities 

F-BF.1    Write a function that describes a relationship between two quantities.★ 

c.    (+) Compose functions. For example, if T(y) is the temperature in the atmosphere as a 

function of height, and h(t) is the height of a weather balloon as a function of time, then 

                                                           
68 The Binomial Theorem can be proved by mathematical induction or by a combinatorial argument. 
69 This standard is to be applied to rational functions. 
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

T(h(t)) is the temperature at the location of the weather balloon as a function of time. 

Build new functions from existing functions 

F-BF.4    Find inverse functions. 

b.    (+) Verify by composition that one function is the inverse of another. 

c.    (+) Read values of an inverse function from a graph or a table, given that the function has an 
inverse. 

d.    (+) Produce an invertible function from a non-invertible function by restricting the domain. 

F-BF.5    (+) Understand the inverse relationship between exponents and logarithms and use this 
relationship to solve problems involving logarithms and exponents. 

Explain volume formulas and use them to solve problems 

G-GMD.2   (+) Give an informal  argument  using  Cavalieri’s  principle  for  the  formulas  for  the  volume  of  a  
sphere and other solid figures. 

Module 4: 

Trigonometry 

(15 days) 

Extend the domain of trigonometric functions using the unit circle 

F-TF.3    (+) Use special triangles to determine  geometrically  the  values  of  sine,  cosine,  tangent  for  π/3,  
π/4  and  π/6,  and  use  the  unit  circle  to  express  the  values  of  sine,  cosine,  and  tangent  for  π–x, 
π+x,  and  2π–x in terms of their values for x, where x is any real number. 

F-TF.4    (+) Use the unit circle to explain symmetry (odd and even) and periodicity of trigonometric 
functions. 

Model periodic phenomena with trigonometric functions 

F-TF.6    (+) Understand that restricting a trigonometric function to a domain on which it is always 
increasing or always decreasing allows its inverse to be constructed. 
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

F-TF.7    (+) Use inverse functions to solve trigonometric equations that arise in modeling contexts; 
evaluate the solutions using technology, and interpret them in terms of the context.★ 

Prove and apply trigonometric identities 

F-TF.970    (+) Prove the addition and subtraction formulas for sine, cosine, and tangent and use them to 
solve problems. 

Apply trigonometry to general triangles 

G-SRT.9      (+) Derive the formula A = 1/2 ab sin(C) for the area of a triangle by drawing an auxiliary line 
from a vertex perpendicular to the opposite side.  

G-SRT.10    (+) Prove the Laws of Sines and Cosines and use them to solve problems. 

G-SRT.11    (+) Understand and apply the Law of Sines and the Law of Cosines to find unknown 
measurements in right and non-right triangles (e.g., surveying problems, resultant forces).   

Understand and apply theorems about circles 

G-C.4    (+) Construct a tangent line from a point outside a given circle to the circle. 

Module 5: 

Probability and Statistics 

(30 days) 

Perform operations on matrices and use matrices in applications. 

N-VM.6    (+) Use matrices to represent and manipulate data, e.g., to represent payoffs or incidence 
relationships in a network. 

N-VM.7    (+) Multiply matrices by scalars to produce new matrices, e.g., as when all of the payoffs in a 
game are doubled. 

Use the rules of probability to compute probabilities of compound events in a uniform probability model  

S-CP.8    (+) Apply the general Multiplication Rule in a uniform probability model, P(A and B) = P(A)P(B|A) 

                                                           
70 Students are now responsible for proofs of angle addition and subtraction formulas. 
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 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

= P(B)P(A|B), and interpret the answer in terms of the model.★ 

S-CP.9    (+) Use permutations and combinations to compute probabilities of compound events and solve 
problems.★ 

Calculate expected values and use them to solve problems 

S-MD.1    (+) Define a random variable for a quantity of interest by assigning a numerical value to each 
event in a sample space; graph the corresponding probability distribution using the same 
graphical displays as for data distributions.★ 

S-MD.2    (+) Calculate the expected value of a random variable; interpret it as the mean of the probability 
distribution.★ 

S-MD.3    (+) Develop a probability distribution for a random variable defined for a sample space in which 
theoretical probabilities can be calculated; find the expected value. For example, find the 

theoretical probability distribution for the number of correct answers obtained by guessing on all 

five questions of a multiple-choice test where each question has four choices, and find the 

expected grade under various grading schemes.★ 

S-MD.4    (+) Develop a probability distribution for a random variable defined for a sample space in which 
probabilities are assigned empirically; find the expected value. For example, find a current data 

distribution on the number of TV sets per household in the United States, and calculate the 

expected number of sets per household. How many TV sets would you expect to find in 100 

randomly selected households?
★

 

Use probability to evaluate outcomes of decisions 

S-MD.5    (+) Weigh the possible outcomes of a decision by assigning probabilities to payoff values and 
finding expected values.★ 

a.    Find the expected payoff for a game of chance. For example, find the expected winnings 

from a state lottery ticket or a game at a fast-food restaurant. 

b.    Evaluate and compare strategies on the basis of expected values. For example, compare a 

����



 
 

 

 

 

  A Story of Functions Curriculum Overview  NYS COMMON CORE MATHEMATICS CURRICULUM  

A Story of Functions:  A Curriculum Overview for Grades 9–12  
Date: 8/10/13 
 
 

Lesson #: Lesson Description 

56 
 

56 

© 2013 Common Core, Inc. Some rights reserved. commoncore.org 

 
This work is licensed under a  
Creative Commons Attribution-NonCommercial-ShareAlike 3.0 Unported License.  

 

 Module and Approximate 

Number of Instructional Days 

Common Core Learning Standards Addressed in Precalculus Modules 

 

high-deductible versus a low-deductible automobile insurance policy using various, but 

reasonable, chances of having a minor or a major accident. 

S-MD.6    (+) Use probabilities to make fair decisions (e.g., drawing by lots, using a random number 
generator).★ 

S-MD.7    (+) Analyze decisions and strategies using probability concepts (e.g., product testing, medical 
testing, pulling a hockey goalie at the end of a game).★ 
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! !

Algebra!I!•!Module!1!

Relationships$Between$Quantities$and$
Reasoning$with$Equations$and$Their$Graphs$
$
OVERVIEW$
By!the!end!of!Grade!8,!students!have!learned!to!solve!linear!equations!in!one!variable!and!have!applied!
graphical!and!algebraic!methods!to!analyze!and!solve!systems!of!linear!equations!in!two!variables.!!Now,!
students!are!introduced!to!nonJlinear!equations!and!their!graphs.!!They!formalize!their!understanding!of!
equivalent!algebraic!expressions!and!begin!their!study!of!polynomial!expressions.!!Further,!they!learn!that!
there!are!some!actions!that,!when!applied!to!the!expressions!on!both!sides!of!an!equal!sign,!will!not!result!in!
an!equation!with!the!same!solution!set!as!the!original!equation.!!Finally,!they!encounter!problems!that!induce!
the!full!modeling!cycle,!as!it!is!described!in!the!Common!Core!Learning!Standards!for!Mathematics.!

In!Topic!A,!students!explore!the!main!functions!that!they!will!work!with!in!Grade!9:!!linear,!quadratic,!and!
exponential.!!The!goal!is!to!introduce!students!to!these!functions!by!having!them!make!graphs!of!situations!
(usually!based!upon!time)!in!which!the!functions!naturally!arise!(AKCED.2).!!As!they!graph,!they!reason!
abstractly!and!quantitatively!as!they!choose!and!interpret!units!to!solve!problems!related!to!the!graphs!they!
create!(NKQ.1,$NKQ.2,$NKQ.3).!!!

In!middle!school,!students!applied!the!properties!of!operations!to!add,!subtract,!factor,!and!expand!
expressions!(6.EE.3,$6.EE.4,!7.EE.1,!8.EE.1).!!Now,!in!Topic!B,!students!use!the!structure!of!expressions!to!
define!what!it!means!for!two!algebraic!expressions!to!be!equivalent.!!In!doing!so,!they!discern!that!the!
commutative,!associative,!and!distributive!properties!help!link!each!of!the!expressions!in!the!collection!
together,!even!if!the!expressions!look!very!different!themselves!(AKSSE.2).!!They!learn!the!definition!of!a!
polynomial!expression!and!build!fluency!in!identifying!and!generating!polynomial!expressions!as!well!as!
adding,!subtracting,!and!multiplying!polynomial!expressions!(AKAPR.1).!!The!MidJModule!Assessment!follows!
Topic!B.!

Throughout!middle!school,!students!practice!the!process!of!solving!linear!equations!(6.EE.5,$6.EE.7,$7.EE.4,$
8.EE.7)!and!systems!of!linear!equations!(8.EE.8).!!Now,!in!Topic!C,!instead!of!just!solving!equations,!they!
formalize!descriptions!of!what!they!learned!before!(variable,!solution!sets,!etc.)!and!are!able!to!explain,!
justify,!and!evaluate!their!reasoning!as!they!strategize!methods!for!solving!linear!and!nonJlinear!equations!(AK
REI.1,$AKREI.3,$AKCED.4).!!Students!take!their!experience!solving!systems!of!linear!equations!further!as!they!
prove!the!validity!of!the!addition!method,!learn!a!formal!definition!for!the!graph!of!an!equation!and!use!it!to!
explain!the!reasoning!of!solving!systems!graphically,!and!graphically!represent!the!solution!to!systems!of!
linear!inequalities!(AKCED.3,$AKREI.5,$AKREI.6,$AKREI.10,$AKREI.12).!

!
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In!Topic!D,!students!are!formally!introduced!to!the!modeling!cycle!(see!page!61!of!the!CCLS)!through!
problems!that!can!be!solved!by!creating!equations!and!inequalities!in!one!variable,!systems!of!equations,!and!
graphing!(NKQ.1,$AKSSE.1,$AKCED.1,$AKCED.2,$AKREI.3).!!The!EndJofJModule!Assessment!follows!Topic!D.!

!

Focus$Standards$
Reason$quantitatively$and$use$units$to$solve$problems.$

NKQ.1! Use!units!as!a!way!to!understand!problems!and!to!guide!the!solution!of!multiJstep!problems;!
choose!and!interpret!units!consistently!in!formulas;!choose!and!interpret!the!scale!and!the!
origin!in!graphs!and!data!displays.�!

NKQ.22! Define!appropriate!quantities!for!the!purpose!of!descriptive!modeling.�!

NKQ.3!!!! Choose!a!level!of!accuracy!appropriate!to!limitations!on!measurement!when!reporting!
quantities.�$$

Interpret$the$structure$of$expressions$

AKSSE.1! Interpret!expressions!that!represent!a!quantity!in!terms!of!its!context.�!

a.!! Interpret!parts!of!an!expression,!such!as!terms,!factors,!and!coefficients.!

b.!! Interpret!complicated!expressions!by!viewing!one!or!more!of!their!parts!as!a!single!entity.!
For'example,'interpret'P(1+r)

n
'as'the'product'of'P'and'a'factor'not'depending'on'P.'

AKSSE.2! Use!the!structure!of!an!expression!to!identify!ways!to!rewrite!it.!!For'example,'see'x
4
'–'y

4
'as'

(x
2
)
2
'–'(y

2
)
2
,'thus'recognizing'it'as'a'difference'of'squares'that'can'be'factored'as'(x

2
'–'y

2
)(x

2
'+'

y
2
).'

Perform$arithmetic$operations$on$polynomials$

AKAPR.1$$$$ Understand!that!polynomials!form!a!system!analogous!to!the!integers,!namely,!they!are!
closed!under!the!operations!of!addition,!subtraction,!and!multiplication;!add,!subtract,!and!
multiply!polynomials.!

Create$equations$that$describe$numbers$or$relationships$

AKCED.13!!!!Create!equations!and!inequalities!in!one!variable!and!use!them!to!solve!problems.!!Include'
equations'arising'from'linear'and'quadratic'functions,'and'simple'rational'and'exponential'

functions.�'

AKCED.2!!!! Create!equations!in!two!or!more!variables!to!represent!relationships!between!quantities;!
graph!equations!on!coordinate!axes!with!labels!and!scales.��

!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!
2!This!standard!will!be!assessed!in!Algebra!I!by!ensuring!that!some!modeling!tasks!(involving!Algebra!I!content!or!securely!held!content!
from!Grades!6J8)!require!the!student!to!create!a!quantity!of!interest!in!the!situation!being!described.!
3!In!Algebra!I,!tasks!are!limited!to!linear,!quadratic,!or!exponential!equations!with!integer!exponents.!!
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AKCED.3!!!! Represent!constraints!by!equations!or!inequalities,!and!by!systems!of!equations!and/or!
inequalities,!and!interpret!solutions!as!viable!or!nonJviable!options!in!a!modeling!context.!!For'
example,'represent'inequalities'describing'nutritional'and'cost'constraints'on'combinations'of'

different'foods.
�
''

AKCED.4$$$! Rearrange!formulas!to!highlight!a!quantity!of!interest,!using!the!same!reasoning!as!in!solving!
equations.!!For'example,'rearrange'Ohm’s'law'V'='IR'to'highlight'resistance'R.�'

Understand$solving$equations$as$a$process$of$reasoning$and$explain$the$reasoning$

AKREI.1!!!! Explain!each!step!in!solving!a!simple!equation!as!following!from!the!equality!of!numbers!
asserted!at!the!previous!step,!starting!from!the!assumption!that!the!original!equation!has!a!
solution.!!Construct!a!viable!argument!to!justify!a!solution!method.!

Solve$equations$and$inequalities$in$one$variable$ $

AKREI.3$$$$ Solve!linear!equations!and!inequalities!in!one!variable,!including!equations!with!coefficients!
represented!by!letters.!

Solve$systems$of$equations$

AKREI.5!!!! Prove!that,!given!a!system!of!two!equations!in!two!variables,!replacing!one!equation!by!the!
sum!of!that!equation!and!a!multiple!of!the!other!produces!a!system!with!the!same!solutions.!

AKREI.64!!!! Solve!systems!of!linear!equations!exactly!and!approximately!(e.g.,!with!graphs),!focusing!on!
pairs!of!linear!equations!in!two!variables.!

Represent$and$solve$equations$and$inequalities$graphically$

AKREI.10!!!! Understand!that!the!graph!of!an!equation!in!two!variables!is!the!set!of!all!its!solutions!plotted!
in!the!coordinate!plane,!often!forming!a!curve!(which!could!be!a!line).!

AKREI.12$$!! Graph!the!solutions!to!a!linear!inequality!in!two!variables!as!a!halfJplane!(excluding!the!
boundary!in!the!case!of!a!strict!inequality),!and!graph!the!solution!set!to!a!system!of!linear!
inequalities!in!two!variables!as!the!intersection!of!the!corresponding!halfJplanes.$

!

Foundational$Standards$
Apply$and$extend$previous$understandings$of$numbers$to$the$system$of$rational$numbers.$

6.NS.7$$ Understand!ordering!and!absolute!value!of!rational!numbers.!!

a. Interpret!statements!of!inequality!as!statements!about!the!relative!position!of!two!
numbers!on!a!number!line!diagram.!!For'example,'interpret'–3'>'–7'as'a'statement'that''

–3'is'located'to'the'right'of'–7'on'a'number'line'oriented'from'left'to'right.'!

!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!
4!Tasks!have!a!realJworld!context.!!In!Algebra!I,!tasks!have!hallmarks!of!modeling!as!a!mathematical!practice!(less!defined!tasks,!more!
of!the!modeling!cycle,!etc.).!!
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b. Write,!interpret,!and!explain!statements!of!order!for!rational!numbers!in!realJworld!
contexts.!!For'example,'write'–3°C'>'–7°C'to'express'the'fact'that'–3°C'is'warmer'than''

–7°C.'!

Apply$and$extend$previous$understandings$of$arithmetic$to$algebraic$expressions.$

6.EE.3$ Apply!the!properties!of!operations!to!generate!equivalent!expressions.!!For'example,'apply'

the'distributive'property'to'the'expression'3'(2'+'x)'to'produce'the'equivalent'expression'6'+'

3x;'apply'the'distributive'property'to'the'expression'24x'+'18y'to'produce'the'equivalent'

expression'6'(4x'+'3y);'apply'properties'of'operations'to'y'+'y'+'y'to'produce'the'equivalent'

expression'3y.'

6.EE.4! Identify!when!two!expressions!are!equivalent!(i.e.,!when!the!two!expressions!name!the!same!
number!regardless!of!which!value!is!substituted!into!them).!!For'example,'the'expressions'y'+'

y'+'y'and'3y!are'equivalent'because'they'name'the'same'number'regardless'of'which!number'

y'stands'for.'

Reason$about$and$solve$oneKvariable$equations$and$inequalities.$

6.EE.5! Understand!solving!an!equation!or!inequality!as!a!process!of!answering!a!question:!!which!
values!from!a!specified!set,!if!any,!make!the!equation!or!inequality!true?!!Use!substitution!to!
determine!whether!a!given!number!in!a!specified!set!makes!an!equation!or!inequality!true.!

6.EE.6$ Use!variables!to!represent!numbers!and!write!expressions!when!solving!a!realJworld!or!
mathematical!problem;!understand!that!a!variable!can!represent!an!unknown!number,!or!
depending!on!the!purpose!at!hand,!any!number!in!a!specified!set.!

6.EE.7$ Solve!realJworld!and!mathematical!problems!by!writing!and!solving!equations!of!the!form!x!+!
p!=!q!and!px!=!q!for!cases!in!which!p,!q!and!x!are!all!nonnegative!rational!numbers.!

6.EE.8$ Write!an!inequality!of!the!form!x!>!c!or!x!<!c!to!represent!a!constraint!or!condition!in!a!realJ
world!or!mathematical!problem.!!Recognize!that!inequalities!of!the!form!x!>!c!or!x!<!c!have!
infinitely!many!solutions;!represent!solutions!of!such!inequalities!on!number!line!diagrams.!

Use$properties$of$operations$to$generate$equivalent$expressions.$

7.EE.1! Apply!properties!of!operations!as!strategies!to!add,!subtract,!factor,!and!expand!linear!
expressions!with!rational!coefficients.!

7.EE.2$ Understand!that!rewriting!an!expression!in!different!forms!in!a!problem!context!can!shed!light!
on!the!problem!and!how!the!quantities!in!it!are!related.!!For'example,'a'+'0.05a'='1.05a'

means'that'“increase'by'5%”'is'the'same'as'“multiply'by'1.05.”'

$
$

! $
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Solve$realKlife$and$mathematical$problems$using$numerical$and$algebraic$expressions$and$
equations.$

7.EE.3! Solve!multiJstep!realJlife!and!mathematical!problems!posed!with!positive!and!negative!
rational!numbers!in!any!form!(whole!numbers,!fractions,!and!decimals),!using!tools!
strategically.!!Apply!properties!of!operations!to!calculate!with!numbers!in!any!form;!convert!
between!forms!as!appropriate;!and!assess!the!reasonableness!of!answers!using!mental!
computation!and!estimation!strategies.!!For'example:''If'a'woman'making'$25'an'hour'gets'a'

10%'raise,'she'will'make'an'additional'1/10'of'her'salary'an'hour,'or'$2.50,'for'a'new'salary'of'

$27.50.''If'you'want'to'place'a'towel'bar'9'3/4'inches'long'in'the'center'of'a'door'that'is'27'1/2'

inches'wide,'you'will'need'to'place'the'bar'about'9'inches'from'each'edge;'this'estimate'can'

be'used'as'a'check'on'the'exact'computation.'

7.EE.4! Use!variables!to!represent!quantities!in!a!realJworld!or!mathematical!problem,!and!construct!
simple!equations!and!inequalities!to!solve!problems!by!reasoning!about!the!quantities.!

a. Solve!word!problems!leading!to!equations!of!the!form!px!+!q!=!r'and!p(x!+!q)!='r,!where'p,!
q,!and!r!are!specific!rational!numbers.!!Solve!equations!of!these!forms!fluently.!!Compare!
an!algebraic!solution!to!an!arithmetic!solution,!identifying!the!sequence!of!the!operations!
used!in!each!approach.!!For'example,'the'perimeter'of'a'rectangle'is'54'cm.''Its'length'is'6'

cm.''What'is'its'width?'

b. Solve!word!problems!leading!to!inequalities!of!the!form!px!+!q!>!r!or!px!+!q!<!r,!where!p,!
q,!and!r!are!specific!rational!numbers.!!Graph!the!solution!set!of!the!inequality!and!
interpret!it!in!the!context!of!the!problem.!!For'example:''As'a'salesperson,'you'are'paid'

$50'per'week'plus'$3'per'sale.''This'week'you'want'your'pay'to'be'at'least'$100.''Write'an'

inequality'for'the'number'of'sales'you'need'to'make,'and'describe'the'solutions.!!

Work$with$radicals$and$integer$exponents.$

8.EE.1! Know!and!apply!the!properties!of!integer!exponents!to!generate!equivalent!numerical!
expressions.!!For'example,'3

2
'×'3

–5
'='3

–3
'='1/3

3
'='1/27.'

8.EE.2! Use!square!root!and!cube!root!symbols!to!represent!solutions!to!equations!of!the!form!x2!=!p'
and!x3!=!p,!where!p!is!a!positive!rational!number.!!Evaluate!square!roots!of!small!perfect!
squares!and!cube!roots!of!small!perfect!cubes.!!Know!that!√2!is!irrational.!

Analyze$and$solve$linear$equations$and$pairs$of$simultaneous$linear$equations.$

8.EE.7! Solve!linear!equations!in!one!variable.!

a.!! Give!examples!of!linear!equations!in!one!variable!with!one!solution,!infinitely!many!
solutions,!or!no!solutions.!!Show!which!of!these!possibilities!is!the!case!by!successively!
transforming!the!given!equation!into!simpler!forms,!until!an!equivalent!equation!of!the!
form!x!=!a,!a!=!a,!or!a!=!b'results!(where!a!and!b!are!different!numbers).!

b.!! Solve!linear!equations!with!rational!number!coefficients,!including!equations!whose!
solutions!require!expanding!expressions!using!the!distributive!property!and!collecting!like!
terms.!
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8.EE.8$ Analyze!and!solve!pairs!of!simultaneous!linear!equations.!

a. Understand!that!solutions!to!a!system!of!two!linear!equations!in!two!variables!
correspond!to!points!of!intersection!of!their!graphs,!because!points!of!intersection!satisfy!
both!equations!simultaneously.!

b. Solve!systems!of!two!linear!equations!in!two!variables!algebraically,!and!estimate!
solutions!by!graphing!the!equations.!!Solve!simple!cases!by!inspection.!!For'example,'3x'+'

2y'='5'and'3x'+'2y'='6'have'no'solution'because'3x'+'2y'cannot'simultaneously'be'5'and'6.!

c. Solve!realJworld!and!mathematical!problems!leading!to!two!linear!equations!in!two!
variables.!!For'example,'given'coordinates'for'two'pairs'of'points,'determine'whether'the'

line'through'the'first'pair'of'points'intersects'the'line'through'the'second'pair.!

!

Focus$Standards$for$Mathematical$Practice$
MP.1$! Make$sense$of$problems$and$persevere$in$solving$them.$!Students!are!presented!with!

problems!that!require!them!to!try!special!cases!and!simpler!forms!of!the!original!problem!in!
order!to!gain!insight!into!the!problem.$

MP.2!! Reason$abstractly$and$quantitatively.!!Students!analyze!graphs!of!nonJconstant!rate!
measurements!and!reason!from!the!shape!of!the!graphs!to!infer!what!quantities!are!being!
displayed!and!consider!possible!units!to!represent!those!quantities.!!$

MP.3!! Construct$viable$arguments$and$critique$the$reasoning$of$others.!!Students!reason!about!
solving!equations!using!“ifJthen”!moves!based!on!equivalent!expressions!and!properties!of!
equality!and!inequality.!!They!analyze!when!an!“ifJthen”!move!is!not!reversible.!

MP.4!! Model$with$mathematics.!!Students!have!numerous!opportunities!in!this!module!to!solve!
problems!arising!in!everyday!life,!society,!and!the!workplace!from!modeling!bacteria!growth!
to!understanding!the!federal!progressive!income!tax!system.$

MP.6!! Attend$to$precision.!!Students!formalize!descriptions!of!what!they!learned!before!(variables,!
solution!sets,!numerical!expressions,!algebraic!expressions,!etc.)!as!they!build!equivalent!
expressions!and!solve!equations.!!Students!analyze!solution!sets!of!equations!to!determine!
processes!(like!squaring!both!sides!of!an!equation)!that!might!lead!to!a!solution!set!that!
differs!from!that!of!the!original!equation.$

MP.7!! Look$for$and$make$use$of$structure.!!Students!reason!with!and!about!collections!of!equivalent!
expressions!to!see!how!all!the!expressions!in!the!collection!are!linked!together!through!the!
properties!of!operations.!!They!discern!patterns!in!sequences!of!solving!equation!problems!
that!reveal!structures!in!the!equations!themselves:!!2! + 4 = 10,!2 ! − 3 + 4 = 10,!
2 3! − 4 + 4 = 10,!etc.$

MP.8!! Look$for$and$express$regularity$in$repeated$reasoning.!!After!solving!many!linear!equations!in!
one!variable!(e.g.,!3! + 5 = 8! − 17),!students!look!for!general!methods!for!solving!a!generic!
linear!equation!in!one!variable!by!replacing!the!numbers!with!letters:!!!" + ! = !" + !.!!They!
have!opportunities!to!pay!close!attention!to!calculations!involving!the!properties!of!
operations,!properties!of!equality,!and!properties!of!inequality!as!they!find!equivalent!
expressions!and!solve!equations,!noting!common!ways!to!solve!different!types!of!equations.$
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Terminology$
New$or$Recently$Introduced$Terms$$

! PiecewiseKLinear$Function!(Given!a!finite!number!of!nonJoverlapping!intervals!on!the!real!number!
line,!a!(real)'piecewiseglinear'function!is!a!function!from!the!union!of!the!intervals!to!the!set!of!real!
numbers!such!that!the!function!is!defined!by!(possibly!different)!linear!functions!on!each!interval.)!

! Numerical$Symbol!(A!numerical'symbol'is!a!symbol!that!represents!a!specific!number.)!!!

! Variable$Symbol!(A!variable!symbol!is!a!symbol!that!is!a!placeholder!for!a!number.!!It!is!possible!that!
a!question!may!restrict!the!type!of!number!that!a!placeholder!might!permit,!maybe!integers!only!or!
a!positive!real!number,!for!instance.)!

! Numerical$Expression!(A!numerical'expression!is!an!algebraic!expression!that!contains!only!
numerical!symbols!(no!variable!symbols)!and!that!evaluates!to!a!single!number.)!

! Algebraic$Expression!(An!algebraic'expression!is!either!(1)!a!numerical!symbol!or!a!variable!symbol!
or!(2)!the!result!of!placing!previously!generated!algebraic!expressions!into!the!two!blanks!of!one!of!
the!four!operators!((__)+(__),!!!(__)–(__),!!!(__)×(__),!!(__)÷(__))!or!into!the!base!blank!of!an!
exponentiation!with!an!exponent!that!is!a!rational!number.)!

! Equivalent$Numerical$Expressions!(Two!numerical!expressions!are!equivalent!if!they!evaluate!to!the!
same!number.)!

! Equivalent$Algebraic$Expressions!(Two!algebraic!expressions!are!equivalent$if!we!can!convert!one!
expression!into!the!other!by!repeatedly!applying!the!Commutative,!Associative,!and!Distributive!
Properties!and!the!properties!of!rational!exponents!to!components!of!the!first!expression.)!

! Polynomial$Expression$(A!polynomial'expression!is!either!(1)!a!numerical!expression!or!a!variable!
symbol!or!(2)!the!result!of!placing!two!previously!generated!polynomial!expressions!into!the!blanks!
of!the!addition!operator!(__+__)!or!the!multiplication!operator!(__×__).)!

! Monomial$(A!monomial!is!a!polynomial!expression!generated!using!only!the!multiplication!operator!
(__×__).!!Monomials!are!products!whose!factors!are!numerical!expressions!or!variable!symbols.)!!!

! Degree$of$a$Monomial!(The!degree!of!a!nonJzero!monomial!is!the!sum!of!the!exponents!of!the!
variable!symbols!that!appear!in!the!monomial.)!

! Standard$Form$of$a$Polynomial$Expression$in$One$Variable$(A!polynomial!expression!with!one!
variable!symbol!!!is!in!standard'form!if!it!is!expressed!as!!!!!!! + !!!!!!!! +⋯+ !!! + !!,!!
where!!!is!a!nonJnegative!integer,!and!!!, !!, !!,… , !!!are!constant!coefficients!with!!! ≠ 0.!!A!
polynomial!expression!in!!!that!is!in!standard!form!is!often!called!a!polynomial'in'!.)!

! Degree$of$a$Polynomial$in$Standard$Form$(The!degree'of'a'polynomial'in'standard'form!is!the!
highest!degree!of!the!terms!in!the!polynomial,!namely!!.)!

! Leading$Term$and$Leading$Coefficient$of$a$Polynomial$in$Standard$Form!(The!term!!!!!!is!called!
the!leading'term,'and!!!'is!called!the!leading'coefficient.)!!!

! Constant$Term$of$a$Polynomial$in$Standard$Form$(The!constant'term'is!the!value!of!the!numerical!
expression!found!by!substituting!0!into!all!the!variable!symbols!of!the!polynomial,!namely!!!.)!

! Solution!(A!solution'to!an!equation!with!one!variable!is!a!number!in!the!domain!of!the!variable!that,!
when!substituted!for!all!instances!of!the!variable!in!both!expressions,!makes!the!equation!a!true!
number!sentence.)!!!
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! Solution$Set!(The!set!of!solutions!of!an!equation!is!called!its!solution'set.)'
! Graph$of$an$Equation$in$Two$Variables!(The!set!of!all!points!in!the!coordinate!plane!that!are!

solutions!to!an!equation!in!two!variables!is!called!the!graph'of'the'equation.)!

! Zero$Product$Property!(The!Zero!Product!Property!states!that!given!real!numbers,!!!and!!,!if!
! ∙ ! = 0!then!either!! = 0!or!! = 0,!or!both!!!and!!!= 0!.)!

!

Familiar$Terms$and$Symbols5$$

! Equation!

! Identity!

! Inequality!

! System!of!Equations!

! Properties!of!Equality!

! Properties!of!Inequality!

! Solve!

! Linear!Function!

! Formula!

! Term!

!

Suggested$Tools$and$Representations$
! Coordinate!Plane!

! Equations!and!Inequalities!

!

Assessment$Summary$
Assessment$Type$ Administered$ Format$ Standards$Addressed!

MidJModule!
Assessment!Task$ After!Topic!B$ Constructed!response!with!rubric!

NJQ.1,!NJQ.2,!NJQ.3,!!
AJAPR.1,!AJSSE.2!

EndJofJModule!
Assessment!Task$ After!Topic!D$ Constructed!response!with!rubric$

NJQ.1,!AJSSE.1,!AJSSE.2,!
AJAPR.1,!AJCED.1,!AJ
CED.2,!AJCED.3,!AJ
CED.4,!AJREI.1,!AJREI.3,!
AJREI.5,!AJREI.6,!AJ
REI.10,!AJREI.12!

!

!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!
5!These!are!terms!and!symbols!students!have!seen!previously.!
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Name!!!!! ! ! ! ! ! ! !!! Date!!! ! ! ! !
!
1. Jacob!lives!on!a!street!that!runs!east!and!west.!!The!grocery!store!is!to!the!east!and!the!post!office!is!to!

the!west!of!his!house.!!Both!are!on!the!same!street!as!his!house.!!Answer!the!questions!below!about!the!
following!story:!
!
At!1:00!p.m.,!Jacob!hops!in!his!car!and!drives!at!a!constant!speed!of!25!mph!for!6!minutes!to!the!post!
office.!!After!10!minutes!at!the!post!office,!he!realizes!he!is!late!and!drives!at!a!constant!speed!of!30!mph!
to!the!grocery!store,!arriving!at!1:28!p.m.!!He!then!spends!20!minutes!buying!groceries.!
!
a. Draw!a!graph!that!shows!the!distance!Jacob’s!car!is!from!his!house!with!respect!to!time.!!Remember!

to!label!your!axes!with!the!units!you!chose!and!any!important!points!(home,!post!office,!grocery!
store).!
!
!
!

!
!
!
!
!
!

!
!
!

!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
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b. On!the!way!to!the!grocery!store,!Jacob!looks!down!at!his!watch!and!notes!the!time!as!he!passes!his!
house.!!What!time!is!it!when!he!passes!his!house?!!Explain!how!you!found!your!answer.!
!
!
!

!
!

!
!
!
!
!
!
!
!
!
!
!
!

!
c. If!he!drives!directly!back!to!his!house!after!the!grocery!story,!what!was!the!total!distance!he!traveled!

to!complete!his!errands?!!Show!how!you!found!your!answer.!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
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2. Jason!is!collecting!data!on!the!rate!of!water!usage!in!the!tallest!skyscraper!in!the!world!during!a!typical!
day.!!The!skyscraper!contains!both!apartments!and!businesses.!!The!electronic!water!meter!for!the!
building!displays!the!total!amount!of!water!used!in!liters.!!At!noon,!Jason!looks!at!the!water!meter!and!
notes!that!the!digit!in!the!ones!place!on!the!water!meter!display!changes!too!rapidly!to!read!the!digit!and!
that!the!digit!in!the!tens!place!changes!every!second!or!so.!

!
a. Estimate!the!total!number!of!liters!used!in!the!building!during!one!24Jhour!day.!!Take!into!account!

the!time!of!day!when!he!made!his!observation.!!(Hint:!!Will!water!be!used!at!the!same!rate!at!2:00!
a.m.!as!at!noon?).!!Explain!how!you!arrived!at!your!estimate.!

!
!

!
!
!
!

!
!

!
!

b. To!what!level!of!accuracy!can!Jason!reasonably!report!a!measurement!if!he!takes!it!at!precisely!
12:00!p.m.?!!Explain!your!answer.!

!
!
!
!

!
!

c. The!meter!will!be!checked!at!regular!time!spans!(for!example,!every!minute,!every!10!minutes,!every!
hour).!!What!is!the!minimum!(or!smallest)!number!of!checks!needed!in!a!24Jhour!period!to!create!a!
reasonably!accurate!graph!of!the!water!usage'rate!with!respect!to!time?!!(For!example,!24!checks!
would!mean!checking!the!meter!every!hour;!48!checks!would!mean!checking!the!meter!every!half!
hour.)!!Defend!your!choice!by!describing!how!the!water!usage!rate!might!change!during!the!day!and!
how!your!choice!could!capture!that!change.!
!
!
!
!
!
!
!
!
!
!
!
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3. A!publishing!company!orders!black!and!blue!ink!in!bulk!for!its!twoJcolor!printing!press.!!To!keep!things!
simple!with!its!ink!supplier,!each!time!it!places!an!order!for!blue!ink,!it!buys!!!gallons,!and!each!time!it!
places!an!order!for!black!ink,!it!buys!!!gallons.!!Over!a!oneJmonth!period,!the!company!places!!!orders!
of!blue!ink!and!!!orders!of!black!ink.!
!
a. What!quantities!could!the!following!expressions!represent!in!terms!of!the!problem!context?!
!

! + !!
!
!

!
!

!" + !"!
!

!
!

!
!" + !"
! + ! !

!
!
!
!
!
b. The!company!placed!twice!as!many!orders!for!black!ink!than!for!blue!ink!in!January.!!Give!

interpretations!for!the!following!expressions!in!terms!of!the!orders!placed!in!January,!
!

!
!!!!!!!!!!!!!and!!!!!!!!!!!

!
!!!!,!

!
and!explain!which!expression!must!be!greater!using!those!interpretations.!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
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4. Sam!says!that!he!knows!a!clever!set!of!steps!to!rewrite!the!expression!
!

! + 3 3! + 8 − 3! ! + 3 !
!

as!a!sum!of!two!terms!where!the!steps!do!not!involve!multiplying!the!linear!factors!first!and!then!
collecting!like!terms.!!Rewrite!the!expression!as!a!sum!of!two!terms!(where!one!term!is!a!number!and!the!
other!is!a!product!of!a!coefficient!and!variable)!using!Sam’s!steps!if!you!can.!!

!
!
!
!
!
!
!
!
!
!
!
!
!

5. Using!only!the!addition!and!multiplication!operations!with!the!numbers!1,!2,!3,!and!4!each!exactly!once,!it!
is!possible!to!build!a!numeric!expression!(with!parentheses!to!show!the!order!used!to!build!the!
expression)!that!evaluates!to!21.!!For!example,!1+((2+3)!b!4)!is!one!such!expression.!
!
a. Build!two!more!numeric!expressions!that!evaluate!to!21!using!the!criteria!above.!!Both!must!be!

different!from!the!example!given.!!!
!
!
!
!
!

!
!

! !
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b. In!both!of!your!expressions,!replace!1!with!a,!2!with!b,!3!with!c,!and!4!with!d!to!get!two!algebraic!
expressions.!!For!example,!a'+!((b'+!c)!b!d)!shows!the!replacements!for!the!example!given.!!!

!
!

!
!
!
!
!
Are!your!algebraic!expressions!equivalent?!!!Circle:!!!!!!Yes!!!!!!!!!No!
!

! If!they!are!equivalent,!prove!that!they!are!using!the!properties!of!operations.!!!
! If!not,!provide!two!examples:!!!

!
(1)!Find!four!different!numbers!(other!than!0,!1,!2,!3,!4)!that!when!substituted!for!a,'b,'c,'and!
d!into!each!expression,!the!expressions!evaluate!to!different'numbers,!and!!
!
!
!
!
!
!
!
(2)!Find!four!different,!nonJzero!numbers!that!when!substituted!into!each!expression,!the!
expressions!evaluate!to!the!same'number.!!!

!
!
!
!
!
!
!

! !

����



!
!
!
!
!

!

Module'1:' Relationships!Between!Quantities!and!Reasoning!with!Equations!
and!Their!Graphs!

Date:' 12/28/13!
!

109'

©!2013!Common!Core,!Inc.!Some!rights!reserved.!commoncore.org!
This!work!is!licensed!under!a!!
Creative!Commons!AttributionJNonCommercialJShareAlike!3.0!Unported!License.!!

!!!! M1!Mid6Module'Assessment'Task'NYS'COMMON'CORE'MATHEMATICS'CURRICULUM'

ALGEBRA'I'

6. The!diagram!below,!when!completed,!shows!all!possible!ways!to!build!equivalent!expressions!of!3x2!using!
multiplication.!!The!equivalent!expressions!are!connected!by!labeled!segments!stating!which!property!of!
operations,!A!for!Associative!Property!and!C!for!Commutative!Property,!justifies!why!the!two!expressions!
are!equivalent.!!Answer!the!following!questions!about!3x2!and!the!diagram.!

!

!
!

a. Fill!in!the!empty!circles!with!A!or!C!and!the!empty!rectangle!with!the!missing!expression!to!complete!
the!diagram.!

b. Using!the!diagram!above!to!help!guide!you,!give!two'different!proofs!that! ! ∙ ! ∙ 3 = 3 ∙ ! ∙ !.!

!

!

!

!

7. Ahmed!learned:!"To!multiply!a!whole!number!by!ten,!just!place!a!zero!at!the!end!of!the!number."!!For!
example,!2813!×!10,!he!says,!is!28,130.!!He!doesn't!understand!why!this!"rule"!is!true.!
a. What!is!the!product!of!the!polynomial,!2!! !+ !8!! !+ !!! + !3,!times!the!polynomial,!!?!

!
!
!

b. Use!part!(a)!as!a!hint.!!Explain!why!the!rule!Ahmed!learned!is!true.!!
!

!

!
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8. !
a. Find!the!following!products:!

i. (! − 1)(! + 1)!!
!
!

!
ii. ! − 1 !! !+ !!!! + 1 !

!
!
!
!
!

iii. ! − 1 !! !+ !!! !+ !!! + !1 !
!
!
!
!
!

iv. ! − 1 !! !+ !!! !+ !!! !+ !!! + !1 !
!
!
!
!
!

v. ! − 1 !! !+ !!!!! +⋯+ !!! + !! + !! + !1 !
!
!

!
b. Substitute!!! = !10!into!each!of!the!products!and!your!answers!to!show!how!each!of!the!products!

appears!as!a!statement!in!arithmetic.!
!
!
!
!
!
!
!
!

c. If!we!substituted!! = 10!into!the!product!(! − 2)(!! + !! + !! + !! + !! + !! + ! + 1)!and!
computed!the!product,!what!number!would!result?!!

!
!
!
!
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d. Multiply!(! − 2)!and!(!! + !! + !! + !! + !! + !! + ! + 1),!and!express!your!answer!in!standard!
form.!
!
!
!
!
!
!
Substitute!! = 10!into!your!answer,!and!see!if!you!obtain!the!same!result!that!you!obtained!in!part!
(c).!!

!
!
!
!

e. Francois!says! ! − 9 !! + !! + !! + !! + !! + !! + ! + 1 !must!equal!!!! + !! + !! + !! + !! +
!! + ! + 1!because!when!! = 10,!multiplying!by!"! − 9"!is!the!same!as!multiplying!by!1.!!

!
i. Multiply! ! − 9 !! + !! + !! + !! + !! + !! + ! + 1 !
!
!
!
!
!
ii. Put!! = 10!into!your!answer.!!!
!
!
!
!

Is!it!the!same!as!!! + !! + !! + !! + !! + !! + ! + 1!with!!! = !10?!!
!
!
!
!
iii. Was!Francois!right?!

!
!

!
!
!

! !
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A'Progression'Toward'Mastery''

Assessment''
Task'Item'

STEP'1'
Missing'or'
incorrect'answer'
and'little'evidence'
of'reasoning'or'
application'of'
mathematics'to'
solve'the'problem.'

STEP'2'
Missing'or'incorrect'
answer'but'
evidence'of'some'
reasoning'or'
application'of'
mathematics'to'
solve'the'problem.'

STEP'3'
A'correct'answer'
with'some'evidence'
of'reasoning'or'
application'of'
mathematics'to'
solve'the'problem'
or'an'incorrect'
answer'with'
substantial'
evidence'of'solid'
reasoning'or'
application'of'
mathematics'to'
solve'the'problem.'

STEP'4'
A'correct'answer'
supported'by'
substantial'
evidence'of'solid'
reasoning'or'
application'of'
mathematics'to'
solve'the'problem.'

1'
'
!

a'
'

N6Q.1'
N6Q.2'

Student!was!unable!
to!respond!to!
question,!OR!student!
provided!a!minimal!
attempt!to!create!an!
incorrect!graph.!

Graph!reflects!
something!related!to!
the!problem,!but!the!
axes!do!not!depict!the!
correct!units!of!
distance!from!the!
house!on!the!yJaxis!
and!a!measurement!of!
time!on!the!xJaxis,!!
OR!the!graph!indicates!
significant!errors!in!
calculations!or!
reasoning.!

Student!created!axes!
that!depict!distance!
from!the!house!on!the!
!Jaxis!and!some!
measurement!of!time!
on!the!!Jaxis,!and!the!
graph!represents!a!
reflection!of!what!
occurred!but!with!
errors!in!calculations,!
missing!or!erroneous!
axis!labels,!or!choice!
of!units!that!makes!
the!graph!difficult!to!
obtain!information!
from.!!

Student!created!and!
labeled!the!!Jaxis!to!
represent!distance!
from!the!house!in!
miles!and!an!!Jaxis!to!
represent!time!(in!
minutes!past!1:00!
p.m.)!AND!created!a!
graph!based!on!solid!
reasoning!and!correct!
calculations.'

b'
'

N6Q.1'
'

Student!answered!
incorrectly!with!no!
evidence!of!
reasoning!to!support!
the!answer,!OR!
student!left!item!
blank.!

Student!answered!
incorrectly!but!
demonstrated!some!
reasoning!in!
explaining!the!answer.!
!

Student!answered!
1:21!p.m.!but!did!not!
either!refer!to!a!
correct!graph!or!
provide!sound!
reasoning!to!support!
the!answer.!!
OR!!
Student!answered!
incorrectly!because!
either!the!graph!in!
part!(a)!was!incorrect!
and!the!graph!was!

Student!answered!
1:21!p.m.!AND!either!
referred!to!a!correct!
graph!from!part!(a)!or!
provided!reasoning!
and!calculations!to!
explain!the!answer.!
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referenced!or!because!
a!minor!calculation!
error!was!made!but!
sound!reasoning!was!
used.!!

c'
'

N6Q.1'
'

Student!answered!
incorrectly!with!no!
evidence!of!
reasoning!to!support!
the!answer,!OR!
student!left!item!
blank.!

Student!answered!
incorrectly!but!
demonstrated!some!
reasoning!in!
explaining!the!answer.!
!

Student!answered!6!
miles!but!did!not!
either!refer!to!the!
work!in!part!(a)!or!
provide!sound!
reasoning!in!support!
of!the!answer.!
OR!!
Student!answered!
incorrectly!because!
either!the!work!in!part!
(a)!was!referenced,!
but!the!work!was!
incorrect!or!because!a!
minor!calculation!
error!was!made!but!
sound!reasoning!was!
used.!

Student!answered!6!
miles!and!either!
referenced!correct!
work!from!part!(a)!or!
provided!reasoning!
and!calculations!to!
support!the!answer.!!!

2'
'
'

a'
'

N6Q.3'

Student!left!the!
question!blank,!OR!
student!provided!an!
answer!that!reflected!
no!or!very!little!
reasoning.!

Student!either!began!
with!an!assumption!
that!was!not!based!on!
the!evidence!of!water!
being!used!at!a!rate!of!
approximately!10!
liters/second!at!noon,!
OR!student!used!poor!
reasoning!in!extending!
that!reading!to!
consider!total!use!
across!24!hours.!

Student!answered!
beginning!with!the!
idea!that!water!was!
being!used!at!a!rate!of!
approximately!10!
liters/second!at!noon!
but!made!an!error!in!
the!calculations!to!
extend!and!combine!
that!rate!to!consider!
usage!across!24!hours.!!
OR!!!
Student!did!not!
defend!the!choice!by!
explaining!water!
usage!across!the!24!
hours!and!how!it!
compares!to!the!
reading!taken!at!noon.!

Student!answered!
beginning!with!the!
idea!that!water!was!
being!used!at!a!rate!of!
approximately!10!
liters/second!at!noon!
AND!made!correct!
calculations!to!extend!
and!combine!that!rate!
to!consider!usage!
across!24!hours.!
AND!!
Student!defended!the!
choice!by!explaining!
water!usage!across!
the!24!hours!and!how!
it!compares!to!the!
reading!taken!at!noon.!!
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b'
'

N6Q.3'

Student!left!the!
question!blank,!OR!
student!provided!an!
answer!that!reflected!
no!or!very!little!
reasoning.!

Student!answer!is!
outside!of!the!range!
from!“to!the!nearest!
ten”!to!“to!the!nearest!
hundred”,!OR!
student!answer!is!
within!that!range!but!
is!not!supported!by!an!
explanation.!

Student!answer!
ranges!from!“to!the!
nearest!ten”!to!“to!the!
nearest!hundred”!but!
is!not!well!supported!
by!sound!reasoning,!
OR!student!answer!
contains!an!error!in!
the!way!the!
explanation!was!
written,!even!if!it!was!
clear!what!the!student!
meant!to!say.!

Student!answer!
ranges!from!“to!the!
nearest!ten”!to!“to!
the!nearest!hundred”!
AND!is!supported!by!
correct!reasoning!that!
is!expressed!
accurately.!

c'
'

N6Q.3'

Student!left!the!
question!blank,!OR!
student!provided!an!
answer!that!reflected!
no!or!very!little!
reasoning.!

Student!answer!is!not!
in!the!range!of!6!to!48!
checks!but!provides!
some!reasoning!to!
justify!the!choice,!OR!!
student!answer!is!in!
that!range,!perhaps!
written!in!the!form!of!
‘every!x!minutes’!or!
‘every!x!hours’!but!is!
not!supported!by!an!
explanation!with!solid!
reasoning.!!

Student!answer!is!in!
the!range!of!6!to!48!
checks!but!is!only!
given!in!the!form!of!x!
checks!per!minute!or!x!
checks!per!hour;!the!
answer!is!well!
supported!by!a!
written!explanation,!
OR!student!answer!is!
given!in!terms!of!
number!of!checks!but!
is!not!well!supported!
by!a!written!
explanation.!

Student!answer!is!in!
the!range!of!6!to!48!
checks,!AND!student!
provided!solid!
reasoning!to!support!
the!answer.!

3'
'
'

a'
!

A6SSE.1a'
A6SSE.1b!

Student!either!did!
not!answer,!OR!
student!answered!
incorrectly!for!all!
three!expressions.!

Student!answered!one!
or!two!of!the!three!
correctly!but!left!the!
other!one!blank!or!
made!a!gross!error!in!
describing!what!it!
represented.!

Student!answered!two!
of!the!three!correctly!
AND!made!a!
reasonable!attempt!at!
describing!what!the!
other!one!
represented.!

Student!answered!all!
three!correctly.!

b'
'

A6SSE.1a'
A6SSE.1b!

Student!either!did!
not!answer,!OR!
student!answered!
incorrectly!for!all!
three!parts!of!the!
question.!

Student!understood!
that!the!expressions!
represented!a!portion!
of!the!orders!for!each!
color!but!misJassigned!
the!colors!and/or!
incorrectly!
determined!which!one!
would!be!larger.!

Student!understood!
that!the!expressions!
represented!a!portion!
of!the!orders!for!each!
color!AND!correctly!
determined!which!one!
would!be!larger!but!
had!errors!in!the!way!
the!answer!was!
worded!OR!did!not!
provide!support!for!

Student!understood!
that!the!expressions!
represented!a!portion!
of!the!orders!for!each!
color,!correctly!
determined!which!one!
would!be!larger,!AND!
provided!a!well!
written!explanation!
for!why.!
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why!!/(! + !)!would!
be!larger.!

4'
'
'

A6SSE.1b'
A6SSE.2!

Student!left!the!
question!blank,!OR!
student!was!not!able!
to!reJwrite!the!
expression!
successfully,!even!by!
multiplying!out!the!
factors!first.!

Student!got!to!the!
correct!reJwritten!
expression!of!8(x!+!3)!
but!did!so!by!
multiplying!out!the!
factors!first!OR!did!not!
show!the!work!
needed!to!
demonstrate!how!!
8(x!+!3)!was!
determined.!

Student!attempted!to!
use!structure!to!reJ
write!the!expression!
as!described,!showing!
the!process,!but!
student!made!errors!
in!the!process.!

Student!correctly!used!
the!process!described!
to!arrive!at!8(x!+!3)!
without!multiplying!
out!linear!factors!AND!
demonstrated!the!
steps!for!doing!so.!

5'
'
!

a'–'b'
'

A6SSE.2!

Student!was!unable!
to!respond!to!many!
of!the!questions,!OR!
student!left!several!
items!blank.!

Student!was!only!able!
to!come!up!with!one!
option!for!part!(a)!
and,!therefore,!had!
only!partial!work!for!
part!(b),!OR!student!
answered!“Yes”!for!
the!question!about!
equivalent!
expressions.!

Student!successfully!
answered!part!(a)!AND!
identified!that!the!
expressions!created!in!
part!(b)!were!not!
equivalent,!but!there!
were!minor!errors!in!
the!answering!of!the!
remaining!questions.'

Student!answered!all!
four!parts!correctly!
AND!completely.!

6'
'
!

a'
'

A6SSE.2!

Student!left!at!least!
three!items!blank,!OR!
student!answered!at!
least!three!items!
incorrectly.!

Student!answered!one!
or!two!items!
incorrectly!or!left!one!
or!more!items!blank.!

Student!completed!
circling!task!correctly,!
AND!provided!a!
correct!ordering!of!
symbols!in!the!box,!
but!the!answer!did!not!
use!parentheses!or!
multiplication!dots.!!!

Student!completed!all!
four!item!correctly,!
including!exact!
placement!of!
parentheses!AND!
symbols!for!the!box:!
! ∙ (3 ∙ !).!

b'
!

A6SSE.2!

Student!did!not!
complete!either!
proof!successfully.!

Student!attempted!
both!proofs!but!made!
minor!errors!in!both,!
OR!student!only!
completed!one!proof,!
with!or!without!errors.!

Student!attempted!
both!proofs!but!made!
an!error!in!one!of!
them.!

Student!completed!
both!proofs!correctly,!
AND!the!two!proofs!
were!different!from!
one!another.!

7' a'
'

A6APR.1'

Student’s!work!is!
blank!or!
demonstrates!no!
understanding!of!
multiplication!of!
polynomials.!!

Student!made!more!
than!one!error!in!his!
multiplication!but!
demonstrates!some!
understanding!of!
multiplication!of!
polynomials.!

Student!made!a!minor!
error!in!the!
multiplication.!

Student!multiplied!
correctly!and!
expressed!the!
resulting!polynomial!
as!a!sum!of!
monomials.!
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' b'
'

A6APR.1'

Student’s!
explanation!is!
missing!or!did!not!
demonstrate!a!level!
of!thinking!that!was!
higher!than!what!was!
given!in!the!
problem’s!
description!of!
Ahmed’s!thinking.!!

Student!used!
language!that!did!not!
indicate!an!
understanding!of!base!
x!and/or!the!place!
value!system.!!Student!
may!have!used!
language!such!as!
shifting!or!moving.!

Student!made!only!
minor!errors!in!the!
use!of!mathematically!
correct!language!to!
relate!the!new!
number!to!the!old!in!
terms!of!place!value!
and/or!the!use!of!base!
!.!!!

Student!made!no!
errors!in!the!use!of!
mathematically!
correct!language!to!
relate!the!new!
number!to!the!old!in!
terms!of!place!value!
and/or!the!use!of!base!
!.!!!

8' a–c'
'

A6APR.1'

Student!showed!
limited!or!no!
understanding!of!
polynomial!
multiplication!and!of!
evaluating!a!
polynomial!for!the!
given!value!of!!.!

Student!made!
multiple!errors!but!
showed!some!
understanding!of!
polynomial!
multiplication.!!
Student!may!not!have!
combined!like!terms!
to!present!the!product!
as!the!sum!of!
monomials.!

Student!made!one!or!
two!minor!errors!but!
demonstrated!
knowledge!of!
polynomial!
multiplication!and!
combining!like!terms!
to!create!the!new!
polynomial.!!Student!
also!showed!
understanding!of!
evaluating!a!
polynomial!for!the!
given!value!of!!.!

Student!completed!all!
products!correctly,!
expressing!each!as!a!
sum!of!monomials!
with!like!terms!
collected,!and!
evaluated!correctly!
when!x!is!10.!

' d'
'

A6APR.1'

Student!showed!
limited!or!no!
understanding!of!
polynomial!
multiplication!and!of!
evaluating!a!
polynomial!for!the!
given!value!of!!.!

Student!made!
multiple!errors!but!
showed!some!
understanding!of!
polynomial!
multiplication.!!
Student!may!not!have!
combined!like!terms!
to!present!the!product!
as!the!sum!of!
monomials.!!Student!
may!have!gotten!an!
incorrect!result!when!
evaluating!with!
! = 10.!

Student!made!one!or!
two!minor!errors!but!
demonstrated!
knowledge!of!
polynomial!
multiplication!and!
combining!like!terms!
to!create!the!new!
polynomial.!!Student!
also!showed!
understanding!of!
evaluating!a!
polynomial!for!the!
given!value!of!!.!

Student!correctly!
multiplied!the!
polynomials!and!
expressed!the!product!
as!a!polynomial!in!
standard!form.!!
Student!correctly!
evaluated!with!a!value!
of!10!and!answered!
“Yes”.!!

!
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' e'
'

A6APR.1'

Student!was!not!able!
to!demonstrate!an!
understanding!that!
part!iii!is!“No”!and/or!
demonstrated!
limited!or!no!
understanding!of!
polynomial!
multiplication.!

Student!may!have!
some!errors!as!he!
multiplied!the!
polynomials!and!
expressed!the!product!
as!a!sum!of!
monomials.!!Student!
may!have!some!errors!
in!the!calculation!of!
the!value!of!the!
polynomial!when!!!is!
10.!!Student!
incorrectly!answered!
part!iii!or!applied!
incorrect!reasoning.!

Student!may!have!
made!minor!errors!in!
multiplying!the!
polynomials!and!
expressing!the!
product!as!a!sum!of!
monomials.!!Student!
may!have!made!minor!
errors!in!calculating!
the!value!of!the!
polynomial!when!!!is!
10.!!Student!explained!
that!the!hypothesized!
equation!being!true!
when!!! = !10!does!
not!make!it!true!for!all!
real!!!and/or!
explained!that!the!two!
expressions!are!not!
algebraically!
equivalent.!

Student!correctly!
multiplied!the!
polynomials!and!
expressed!the!product!
as!a!sum!of!
monomials!with!like!
terms!collected.!!
Student!correctly!
calculated!the!value!of!
the!polynomial!when!
!!is!10.!!Student!
explained!that!the!
hypothesized!
equation!being!true!
when!!! = !10!does!
not!make!it!true!for!all!
real!!!and/or!
explained!that!the!two!
expressions!are!not!
algebraically!
equivalent.!

!

!

!

!

! !
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Name!!!!! ! ! ! ! ! ! !!! Date!!! ! ! ! !
!
1. Jacob!lives!on!a!street!that!runs!east!and!west.!!The!grocery!store!is!to!the!east!and!the!post!office!is!to!

the!west!of!his!house.!!Both!are!on!the!same!street!as!his!house.!!Answer!the!questions!below!about!the!
following!story:!
!
At!1:00!p.m.,!Jacob!hops!in!his!car!and!drives!at!a!constant!speed!of!25!mph!for!6!minutes!to!the!post!
office.!!After!10!minutes!at!the!post!office,!he!realizes!he!is!late,!and!drives!at!a!constant!speed!of!30!mph!
to!the!grocery!store,!arriving!at!1:28!p.m.!!He!then!spends!20!minutes!buying!groceries.!
!
a. Draw!a!graph!that!shows!the!distance!Jacob’s!car!is!from!his!house!with!respect!to!time.!!!Remember!

to!label!your!axes!with!the!units!you!chose!and!any!important!points!(home,!post!office,!grocery!
store).!
!
!

!
!
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b. On!the!way!to!the!grocery!store,!Jacob!looks!down!at!his!watch!and!notes!the!time!as!he!passes!his!
house.!!What!time!is!it!when!he!passes!his!house?!!Explain!how!you!found!your!answer.!
!
!

!
!
c. If!he!drives!directly!back!to!his!house!after!the!grocery!story,!what!was!the!total!distance!he!traveled!

to!complete!his!errands?!!Show!how!you!found!your!answer.!
!

!
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2. Jason!is!collecting!data!on!the!rate!of!water!usage!in!the!tallest!skyscraper!in!the!world!during!a!typical!
day.!!The!skyscraper!contains!both!apartments!and!businesses.!!The!electronic!water!meter!for!the!
building!displays!the!total!amount!of!water!used!in!liters.!!At!noon,!Jason!looks!at!the!water!meter!and!
notes!that!the!digit!in!the!ones!place!on!the!water!meter!display!changes!too!rapidly!to!read!the!digit!and!
that!the!digit!in!the!tens!place!changes!every!second!or!so.!

!
a. Estimate!the!total!number!of!liters!used!in!the!building!during!one!24Jhour!day.!!Take!into!account!

the!time!of!day!when!he!made!his!observation.!!(Hint:!!Will!water!be!used!at!the!same!rate!at!2:00!
a.m.!as!at!noon?).!!Explain!how!you!arrived!at!your!estimate.!

!

!
b. To!what!level!of!accuracy!can!Jason!reasonably!report!a!measurement!if!he!takes!it!at!precisely!

12:00!p.m.?!!Explain!your!answer.!

!
!
!

c. The!meter!will!be!checked!at!regular!time!spans!(for!example,!every!minute,!every!10!minutes,!every!
hour).!!What!is!the!minimum!(or!smallest)!number!of!checks!needed!in!a!24Jhour!period!to!create!a!
reasonably!accurate!graph!of!the!water!usage'rate!with!respect!to!time?!!(For!example,!24!checks!
would!mean!checking!the!meter!every!hour;!48!checks!would!mean!checking!the!meter!every!half!
hour.)!!Defend!your!choice!by!describing!how!the!water!usage!rate!might!change!during!the!day!and!
how!your!choice!could!capture!that!change.!

!
!
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3. A!publishing!company!orders!black!and!blue!ink!in!bulk!for!its!twoJcolor!printing!press.!!To!keep!things!
simple!with!its!ink!supplier,!each!time!it!places!an!order!for!blue!ink,!it!buys!!!gallons,!and!each!time!it!
places!an!order!for!black!ink,!it!buys!!!gallons.!!Over!a!oneJmonth!period,!the!company!places!!!orders!
of!blue!ink!and!!!orders!of!black!ink.!
!
a. What!quantities!could!the!following!expressions!represent!in!terms!of!the!problem!context?!
!

!! + !!
!
!
!
! !

!!!" + !"!
!
!
!
!

!" + !"
! + ! !

!
!
!
!
b. The!company!placed!twice!as!many!orders!for!black!ink!than!for!blue!ink!in!January.!!Give!

interpretations!for!the!following!expressions!in!terms!of!the!orders!placed!in!January,!
!

!
!!!!!!!!!!!!!and!!!!!!!!!!!

!
!!!!,!

!
and!explain!which!expression!must!be!greater!using!those!interpretations.!

!
!

����



!
!
!
!
!

!

Module'1:' Relationships!Between!Quantities!and!Reasoning!with!Equations!
and!Their!Graphs!

Date:' 12/28/13!
!

122'

©!2013!Common!Core,!Inc.!Some!rights!reserved.!commoncore.org!
This!work!is!licensed!under!a!!
Creative!Commons!AttributionJNonCommercialJShareAlike!3.0!Unported!License.!!

!!!! M1!Mid6Module'Assessment'Task'NYS'COMMON'CORE'MATHEMATICS'CURRICULUM'

ALGEBRA'I'

4. Sam!says!that!he!knows!a!clever!set!of!steps!to!rewrite!the!expression!
!

! + 3 3! + 8 − 3! ! + 3 !
!

as!a!sum!of!two!terms!where!the!steps!do!not!involve!multiplying!the!linear!factors!first!and!then!
collecting!like!terms.!!Rewrite!the!expression!as!a!sum!of!two!terms!(where!one!term!is!a!number!and!the!
other!is!a!product!of!a!coefficient!and!variable)!using!Sam’s!steps!if!you!can.!!

!
!

!
!
!
!
!
!
!
!

5. Using!only!the!addition!and!multiplication!operations!with!the!numbers!1,!2,!3,!and!4!each!exactly!once,!it!
is!possible!to!build!a!numeric!expression!(with!parentheses!to!show!the!order!used!to!build!the!
expression)!that!evaluates!to!21.!!For!example,!1+((2+3)!b!4)!is!one!such!expression.!
!
a. Build!two!more!numeric!expressions!that!evaluate!to!21!using!the!criteria!above.!!Both!must!be!

different!from!the!example!given.!!!
!
!
!

!
!

!
!

! !
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b. In!both!of!your!expressions,!replace!1!with!a,!2!with!b,!3!with!c,!and!4!with!d!to!get!two!algebraic!
expressions.!!For!example,!a'+!((b'+!c)!b!d)!shows!the!replacements!for!the!example!given.!!!

!

!
!

!
!
Are!your!algebraic!expressions!equivalent?!!!Circle:!!!!!!Yes!!!!!!!!!No!
!

! If!they!are!equivalent,!prove!that!they!are!using!the!properties!of!operations.!!!
! If!not,!provide!two!examples:!!!

!
(1)!Find!four!different!numbers!(other!than!0,!1,!2,!3,!4)!that!when!substituted!for!a,'b,'c,'and!
d!into!each!expression,!the!expressions!evaluate!to!different'numbers,!and!!

!
!
!
!
(2)!Find!four!different,!nonJzero!numbers!that!when!substituted!into!each!expression,!the!
expressions!evaluate!to!the!same'number.!!!

!
!

! !
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6. The!diagram!below,!when!completed,!shows!all!possible!ways!to!build!equivalent!expressions!of!3x2!using!
multiplication.!!The!equivalent!expressions!are!connected!by!labeled!segments!stating!which!property!of!
operations,!A!for!Associative!Property!and!C!for!Commutative!Property,!justifies!why!the!two!expressions!
are!equivalent.!!Answer!the!following!questions!about!3x2!and!the!diagram.!

!

!
!

a. Fill!in!the!empty!circles!with!A!or!C!and!the!empty!rectangle!with!the!missing!expression!to!complete!
the!diagram.!

b. Using!the!diagram!above!to!help!guide!you,!give!two'different!proofs!that! ! ∙ ! ∙ 3 = 3 ∙ ! ∙ !.!

!

7. Ahmed!learned:!"To!multiply!a!whole!number!by!ten,!just!place!a!zero!at!the!end!of!the!number."!For!
example,!2813!×!10,!he!says,!is!28,130.!He!doesn't!understand!why!this!"rule"!is!true.!
a. What!is!the!product!of!the!polynomial,!2x! !+ !8x! !+ !x! + !3,!times!the!polynomial,!x?!

!
!

b. Use!part!(a)!as!a!hint.!!Explain!why!the!rule!Ahmed!learned!is!true.!!
!

!

!

C 
C 

A 

When you multiply by the same number as the base, it creates a new number where each digit in the original number is now one 
place-value higher so that there is nothing left (no numbers) to represent the ones’ digit, which leads to a trailing “0” in the ones’ 
digit. 
 

2x4 + 8x3 + x2 + 3x 
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8. !
a. Find!the!following!products:!

i. (! − 1)(! + 1)!!
!

!
!

!
ii. ! − 1 !! !+ !!!! + 1 !

!
!
!
!
!

iii. ! − 1 !! !+ !!! !+ !!! + !1 !
!
!
!
!
!

iv. ! − 1 !! !+ !!! !+ !!! !+ !!! + !1 !
!
!
!
!
!

v. ! − 1 !! !+ !!!!! +⋯+ !!! + !! + !! + !1 !
!
!

!
b. Substitute!!! = !10!into!each!of!the!products!and!your!answers!to!show!how!each!of!the!products!

appears!as!a!statement!in!arithmetic.!
!
!

!
!
!
!
!
!
!
!
!
!

xn+1  –  1 

x2 + x – x – 1 
x2 – 1 
 

x3 + x2 + x – x2 – x – 1 
x3 – 1 
 

x4 + x3 + x2 + x – x3 – x2 – x – 1 
x4 – 1 
 

x5 + x4 + x3 + x2 + x – x4 – x3 – x2 – x – 1 
x5 – 1 
 

i. (10 – 1)(10 + 1) = (100 – 1) 
9(11) = 99 

ii. (10 – 1)(100 + 10 + 1) = (1000 – 1) 
9(111) = 999 

iii. (10 – 1)(1000 + 100 + 10 + 1) = (10,000 – 1) 
9(1111) = 9999 

iv. (10 – 1)(10,000 + 1000 + 100 + 10 + 1) = (100,000 – 1) 
9(11,111) = 99,999 
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c. If!we!substituted!! = 10!into!the!product!(! − 2)(!! + !! + !! + !! + !! + !! + ! + 1)!and!
computed!the!product,!what!number!would!result?!!

!
!

!
!

d. Multiply!(! − 2)!and!(!! + !! + !! + !! + !! + !! + ! + 1)!and!express!your!answer!in!standard!
form.!!
!
!
!
!
Substitute!! = 10!into!your!answer!and!see!if!you!obtain!the!same!result!as!you!obtained!in!part!(c).!

!
!

!
e. Francois!says! ! − 9 !! + !! + !! + !! + !! + !! + ! + 1 !must!equal!!!! + !! + !! + !! + !! +

!! + ! + 1!because!when!! = 10,!multiplying!by!"! − 9"!is!the!same!as!multiplying!by!1.!!
!

i. Multiply!! ! − 9 !! + !! + !! + !! + !! + !! + ! + 1 !
!
!
!
!
!

ii. Put!! = 10!into!your!answer.!!!
!
!
!
!
!
Is!it!the!same!as!!! + !! + !! + !! + !! + !! + ! + 1!with!!! = !10?!!
!

!
!

iii. Was!Francois!right?!
!

!

!

No, just because it is true when x is 10, doesn’t make it true for all real x.  The two 
expressions are not algebraically equivalent.  

Yes.  

100,000,000 – 80,000,000 – 8,000,000 – 800,000 – 80,000 – 8,000 – 800 – 80 – 9 
100,000,000 – 88,888,889 = 11,111,111 

x8 – 8x7 – 8x6 – 8x5 – 8x4 – 8x3 – 8x2 – 8x - 9 

108– 107– 106– 105– 104– 103– 102– 10– 2 = 88,888,888.  Yes, I get the same answer. 

x8 + x7 + x6 + x5 + x4 + x3 + x2 + x – 2x7– 2x6– 2x5– 2x4– 2x3– 2x2 - 2x – 2 
x8 – x7 – x6 – x5 – x4 – x3 – x2 – x - 2 
 

8(11,111,111) = 88,888,888 
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Name!!!!! ! ! ! ! ! ! !!! Date!!! ! ! ! !
!
1. Solve!the!following!equations!for!!.''Write!your!answer!in!set!notation.!

!
a. 3! − 5 = 16!

!
!
!
!
!
!

b. 3 ! + 3 − 5 = 16!
!
!
!
!
!
!
!

c. 3 2! − 3 − 5 = 16!
!
!
!
!
!
!
!

d. 6 ! + 3 − 10 = 32!
!
!
!
!
!
!
!

e. Which!two!equations!above!have!the!same!solution!set?!!Write!a!sentence!explaining!how!the!
properties!of!equality!can!be!used!to!determine!the!pair!without!having!to!find!the!solution!set!for!
each.!
!
!
!
!

!
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2. Let!!!and!!!be!real!numbers.!
!
a. If!! = 42 + !!is!true,!then!which!is!greater:!!!!or!!,!or!are!you!not!able!to!tell?!!Explain!how!you!

know!your!choice!is!correct.!
!
!
!
!
!
!
!
!

b. If!! = 42 − !!is!true,!then!which!is!greater:!!!!or!!,!or!are!you!not!able!to!tell?!!Explain!how!you!
know!your!choice!is!correct.!
!
!
!
!
!
!
!
!

3. If!! < 0!and!! > !,!circle!the!expression!that!is!greater:!
!

!(! − !)!!!!!!!or!!!!!!!!(! − !)!!
!

Use!the!properties!of!inequalities!to!explain!your!choice.!
!
!
!
!

!

!

!

!

!

!

!

����



!
!
!
!
!

!

Module'1:' Relationships!Between!Quantities!and!Reasoning!with!Equations!!
and!Their!Graphs!

Date:' 12/28/13!
!

311'

©!2013!Common!Core,!Inc.! Some!rights!reserved.! commoncore.org!

!!!! M1!End7of7Module'Assessment'Task'NYS'COMMON'CORE'MATHEMATICS'CURRICULUM'

ALGEBRA'I'

4. Solve!for

€ 

x !in!each!of!the!equations!or!inequalities!below,!and!name!the!property!and/or!properties!used:!
!

a. !
! ! = 9!

!
!
!
!
!

b. 10 + 3! = 5!!
!
!
!
!
!
!

c. ! + ! = !!
!
!
!
!
!
!

d. !" = !!
!
!
!
!
!
!

e. !
! ! − ! < !!!

!
!
!
!
!
!

f. !! + 5! = 7! − !!!!
!
!
!
!
!
!
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g. !
! ! + 2 = 6(! + 12)!!!

!
!
!
!
!
!
!
!
!

!
!

h. 3(5!– !5!) !> !5!!!
!
!
!
!
!
!
!
!

!

5. The!equation!3! + 4 = 5! − 4!has!the!solution!set!{4}.!!!
!
a. Explain!why!the!equation! 3! + 4 + 4 = 5! − 4 + 4!also!has!the!solution!set!{4}.!

!
!

!
!
!
!

!

!

!

!

!
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b. In!Part!(a),!the!expression!(3! + 4) + 4!is!equivalent!to!the!expression!3! + 8.!!What!is!the!
definition!of!equivalent!expressions?!!Why!does!changing!an!expression!on!one!side!of!an!equation!
to!an!equivalent!expression!leave!the!solution!set!unchanged?!!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!

c. When!we!square!both!sides!of!the!original!equation,!we!get!the!following!new!equation:!
!

3! + 4 ! = 5! − 4 !.!
!
Show!that!4!is!still!a!solution!to!the!new!equation.!!Show!that!0!is!also!a!solution!to!the!new!
equation!but!is!not!a!solution!to!the!original!equation.!!Write!a!sentence!that!describes!how!the!
solution!set!to!an!equation!may!change!when!both!sides!of!the!equation!are!squared.!

!

!

!

!

!

!

!

!

!

!

!
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d. When!we!replace!!!by!!!!in!the!original!equation,!we!get!the!following!new!equation:!
!

3!! + 4 = 5!! − 4.!
!

Use!the!fact!that!the!solution!set!to!the!original!equation!is!{4}!to!find!the!solution!set!to!this!new!
equation.!!!!!
!
!
!
!
!
!
!
!
!
!

6. The!Zonda!Information!and!Telephone!Company!(ZI&T)!calculates!a!customer’s!total!monthly!cell!phone!
charge!using!the!formula,!

!
! = ! + !" 1 + ! ,!

!
where!!!is!the!total!cell!phone!charge,!!!is!a!basic!monthly!fee,!!!is!the!rate!per!minute,!!!is!the!number!
of!minutes!used!that!month,!and!!!is!the!tax!rate.!

!
Solve!for!!,!the!number!of!minutes!the!customer!used!that!month.!!
!

!
!
!
!

!

!

!

!

!

!

!

!
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7. Students!and!adults!purchased!tickets!for!a!recent!basketball!playoff!game.!!All!tickets!were!sold!at!the!
ticket!booth—season!passes,!discounts,!etc.!were!not!allowed.!!!

!
Student!tickets!cost!$5!each,!and!adult!tickets!cost!$10!each.!!!
A!total!of!$4500!was!collected.!!700!tickets!were!sold.!!!
!
a. Write!a!system!of!equations!that!can!be!used!to!find!the!number!of!student!tickets,!s,!and!the!

number!of!adult!tickets,!a,!that!were!sold!at!the!playoff!game.!!
!
!
!
!
!
!
!
!
!
!

b. Assuming!that!the!number!of!students!and!adults!attending!would!not!change,!how!much!more!
money!could!have!been!collected!at!the!playoff!game!if!the!ticket!booth!charged!students!and!adults!
the!same!price!of!$10!per!ticket?!!
!
!
!
!
!
!
!
!
!
!

c. Assuming!that!the!number!of!students!and!adults!attending!would!not!change,!how!much!more!
money!could!have!been!collected!at!the!playoff!game!if!the!student!price!was!kept!at!$5!per!ticket!
and!adults!were!charged!$15!per!ticket!instead!of!$10?!

!

!

!

!

!

!
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8. Alexus!is!modeling!the!growth!of!bacteria!for!an!experiment!in!science.!!She!assumes!that!there!are!!!
bacteria!in!a!Petri!dish!at!12:00!noon.!!In!reality,!each!bacterium!in!the!Petri!dish!subdivides!into!two!new!
bacteria!approximately!every!20!minutes.!!However,!for!the!purposes!of!the!model,!Alexus!assumes!that!
each!bacterium!subdivides!into!two!new!bacteria!exactly!every!20!minutes.!!
!
a. Create!a!table!that!shows!the!total!number!of!bacteria!in!the!Petri!dish!at!1/3!hour!intervals!for!2!

hours!starting!with!time!0!to!represent!12:00!noon.!!
!
!
!

!
!

!
!
!

!
!

!
!
!
b. Write!an!equation!that!describes!the!relationship!between!total!number!of!bacteria!!!and!time!ℎ!in!

hours,!assuming!there!are!!!bacteria!in!the!Petri!dish!at!ℎ = 0.!
!

!
!
!

!
!

!
c. If!Alexus!starts!with!100!bacteria!in!the!Petri!dish,!draw!a!graph!that!displays!the!total!number!of!

bacteria!with!respect!to!time!from!12:00!noon!(ℎ = 0)!to!4:00!p.m.!(ℎ = 4).!!Label!points!on!your!
graph!at!time!ℎ = 0, 1, 2, 3, 4.!!
!
!
!
!
!
!
!
!
!
!
!
!
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d. For!her!experiment,!Alexus!plans!to!add!an!antidbacterial!chemical!to!the!Petri!dish!at!4:00!p.m.!that!
is!supposed!to!kill!99.9%!of!the!bacteria!instantaneously.!!If!she!started!with!100!bacteria!at!12:00!
noon,!how!many!live!bacteria!might!Alexus!expect!to!find!in!the!Petri!dish!right!after!she!adds!the!
antidbacterial!chemical?!
!
!
!
!
!
!
!
!
!
!
!
!
!
!

9. Jack!is!27!years!older!than!Susan.!!In!5!years!time!he!will!be!4!times!as!old!as!her.!!!
!
a. Find!the!present!ages!of!Jack!and!Susan.!

!
!

!
!
!
!
!
!
!

!
b. What!calculations!would!you!do!to!check!if!your!answer!is!correct?!

!

!

!

!

!

!
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10. !
a. Find!the!product:!!! !! − !!! + !1 2!! !+ 3! + 2 .!

!
!
!
!
!
!

b. Use!the!results!of!part!(a)!to!factor!21,112!as!a!product!of!a!twoddigit!number!and!a!threeddigit!
number.!
!
!
!
!
!

!
11. Consider!the!following!system!of!equations!with!the!solution!x'=!3,!y!=!4.!

!
Equation!A1:!!!!!! = ! + 1!
!
Equation!A2:!!!!!! = −2! + 10!
!

!
!

a. Write!a!unique!system!of!two!linear!equations!with!the!same!solution!set.!!This!time!make!both!
linear!equations!have!positive!slope.!

!
Equation!B1:!!!!!________________!
!
Equation!B2:!!!!!________________!

!
!
!
!
!
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b. The!following!system!of!equations!was!obtained!from!the!original!system!by!adding!a!multiple!of!
equation!A2!to!equation!A1.!

!
Equation!C1:!!!!!! = ! + 1!
!
Equation!C2:!!!!!3! = −3! + 21!
!
What!multiple!of!A2!was!added!to!A1?!

!
!
!
c. What!is!the!solution!to!the!system!given!in!part!(b)?!
!
!
!
!
d. For!any!real!number!!,!the!line!! = ! ! − 3 + 4!passes!through!the!point!(3,4).!!
!

Is!it!certain,!then,!that!the!system!of!equations!
!

Equation!D1:!!!!!! = ! + 1!
!
Equation!D2:!!!!!! = ! ! − 3 + 4!
!
has!only!the!solution!! = 3,!! = 4?!!Explain.!
'

' '
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''
12. The!local!theater!in!Jamie’s!home!town!has!a!maximum!capacity!of!160!people.!!Jamie!shared!with!Venus!

the!following!graph!and!said!that!the!shaded!region!represented!all!the!possible!combinations!of!adult!
and!child!tickets!that!could!be!sold!for!one!show.!!!

!
!

a. Venus!objected!and!said!there!was!more!than!one!reason!that!Jamie’s!thinking!was!flawed.!!What!
reasons!could!Venus!be!thinking!of?!

!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
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b. Use!equations,!inequalities,!graphs,!and/or!words!to!describe!for!Jamie!the!set!of!all!possible!
combinations!of!adult!and!child!tickets!that!could!be!sold!for!one!show.!

!

!

!

!

!

!

!

!

!

!

!

!

!

c. The!theater!charges!$9!for!each!adult!ticket!and!$6!for!each!child!ticket.!!The!theater!sold!144!tickets!
for!the!first!showing!of!the!new!release.!!The!total!money!collected!from!ticket!sales!for!that!show!
was!$1164.!!Write!a!system!of!equations!that!could!be!used!to!find!the!number!of!child!tickets!and!
the!number!of!adult!tickets!sold,!and!solve!the!system!algebraically.!!Summarize!your!findings!using!
the!context!of!the!problem.!

!

' !
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A'Progression'Toward'Mastery''

Assessment''
Task'Item'

STEP'1'
Missing'or'
incorrect'answer'
and'little'evidence'
of'reasoning'or'
application'of'
mathematics'to'
solve'the'problem.'

STEP'2'
Missing'or'incorrect'
answer'but'
evidence'of'some'
reasoning'or'
application'of'
mathematics'to'
solve'the'problem.'

STEP'3'
A'correct'answer'
with'some'evidence'
of'reasoning'or'
application'of'
mathematics'to'
solve'the'problem,'
OR'an'incorrect'
answer'with'
substantial'
evidence'of'solid'
reasoning'or'
application'of'
mathematics'to'
solve'the'problem.'

STEP'4'
A'correct'answer'
supported'by'
substantial'
evidence'of'solid'
reasoning'or'
application'of'
mathematics'to'
solve'the'problem.'

1'
!
!

a'–'d'
'

A7REI.1'
'

Student!gave!a!short!
incorrect!answer!OR!
left!the!question!
blank.'

Student!showed!at!
least!one!correct!step,!
but!the!solution!was!
incorrect.'

Student!solved!the!
equation!correctly!
(every!step!that!was!
shown!was!correct)!
but!did!not!express!
the!answer!as!a!
solution!set.'

Student!solved!the!
equation!correctly!
(every!step!that!was!
shown!was!correct)!
AND!expressed!the!
answer!as!a!solution!
set.'

e'
'

A7SSE.1b'
A7REI.3!

Student!did!not!
answer!OR!answered!
incorrectly!with!
something!other!
than!b!and!d.!

Student!answered!b!
and!d!but!did!not!
demonstrate!solid!
reasoning!in!the!
explanation.!

Student!answered!b!
and!d!but!made!minor!
misstatements!in!the!
explanation.!

Student!answered!b!
and!d!AND!articulated!
solid!reasoning!in!the!
explanation.!

2'
'
!

a'–'b'
'

A7CED.3'

Student!responded!
incorrectly!OR!left!
the!question!blank.!

Student!responded!
correctly!that!c!must!
be!greater!but!did!not!
use!solid!reasoning!to!
explain!the!answer.!

Student!responded!
correctly!that!c!must!
be!greater!but!gave!an!
incomplete!or!slightly!
incorrect!explanation!
of!why.!

Student!responded!
correctly!that!c!must!
be!greater!AND!
supported!the!
statement!with!solid,!
welldexpressed!
reasoning.!

3'
'

'

a'
'

A7SSE.1b'

Student!responded!
incorrectly!OR!left!
the!question!blank.!

Student!responded!
correctly!by!circling!
the!expression!on!the!
left!but!did!not!use!
solid!reasoning!to!
explain!the!answer.!

Student!responded!
correctly!by!circling!
the!expression!on!the!
left!but!gave!limited!
explanation!OR!did!
not!use!the!properties!
of!inequality!in!the!
explanation.!

Student!responded!
correctly!by!circling!
the!expression!on!the!
left!AND!gave!a!
complete!explanation!
that!used!the!
properties!of!
inequality.!
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b'
'

A7SSE.1b'

Student!was!unable!
to!respond!to!
question!OR!left!
items!blank.!

Part!(b)!was!answered!
incorrectly.!

Student!provided!
limited!expression!of!
the!reasoning.!

Student!provided!solid!
reasoning!with!
examples.!

4'
'
'

a'–'h'
'

A7REI.1'
A7REI.3'

Student!answered!
incorrectly!with!no!
correct!steps!shown.!

Student!answered!
incorrectly!but!had!
one!or!more!correct!
steps.!

Student!answered!
correctly!but!did!not!
express!the!answer!as!
a!solution!set.!

Student!answered!
correctly!AND!
expressed!the!answer!
as!a!solution!set.!

5'
'
'

a'
!

A7REI.1!

Student!did!not!
answer!OR!
demonstrated!
incorrect!reasoning!
throughout.!

Student!demonstrated!
only!limited!
reasoning.!

Student!demonstrated!
solid!reasoning!but!fell!
short!of!a!complete!
answer!or!made!a!
minor!misstatement!in!
the!answer.!

Student!answer!was!
complete!AND!
demonstrated!solid!
reasoning!throughout.'

b'
'

A7REI.1!

Student!did!not!
answer!OR!did!not!
demonstrate!
understanding!of!
what!the!question!
was!asking.!

Student!made!more!
than!one!
misstatement!in!the!
definition.!

Student!provided!a!
mostly!correct!
definition!with!a!
minor!misstatement.!

Student!answered!
completely!AND!used!
a!correct!definition!
without!error!or!misd
statement.'

c'
!

A7REI.1!

Student!made!
mistakes!in!both!
verifications!and!
demonstrated!
incorrect!reasoning!
OR!left!the!question!
blank.!

Student!conducted!
both!verifications!but!
fell!short!of!
articulating!reasoning!
to!answer!the!
question.!

Student!conducted!
both!verifications!AND!
articulated!valid!
reasoning!to!answer!
the!question!but!
made!a!minor!error!in!
the!verification!or!a!
minor!misstatement!in!
the!explanation.!

Student!conducted!
both!verifications!
without!error!AND!
articulated!valid!
reasoning!to!answer!
the!question.!

d'
!

A7REI.1!

Student!answered!
incorrectly!OR!does!
not!answer.!

Student!identified!one!
or!both!solutions!but!
was!unable!to!convey!
how!the!solutions!
could!be!found!using!
the!fact!that!4!is!a!
solution!to!the!original!
equation.!

Student!identified!
only!one!solution!
correctly!but!
articulated!the!
reasoning!of!using!the!
solution!to!the!original!
equation!to!find!the!
solution!to!the!new!
equation.!

Student!identified!
both!solutions!
correctly!AND!
articulated!the!
reasoning!of!using!the!
solution!to!the!original!
equation!to!find!the!
solution!to!the!new!
equation.!

6'
'
'

A7CED.4! Student!did!not!
answer!OR!showed!
no!evidence!of!
reasoning.!

Student!made!more!
than!one!error!in!the!
solution!process!but!
showed!some!
evidence!of!reasoning.!

Student!answer!
showed!valid!steps!
but!with!one!minor!
error.!

Student!answered!
correctly.!
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7'
'
'

a'–'c'
''

A7CED.3!

Student!was!unable!
to!answer!any!
portion!correctly.!

Student!answered!one!
part!correctly!OR!
showed!some!
evidence!of!reasoning!
in!more!than!one!part.!

Student!showed!solid!
evidence!of!reasoning!
in!every!part!but!may!
have!made!minor!
errors.!

Student!answered!
every!part!correctly!
AND!demonstrated!
and!expressed!valid!
reasoning!throughout.!

8'
'
'

a'
'

A7CED.2!

Student!provided!no!
table!OR!a!table!with!
multiple!incorrect!
entries.!

Data!table!is!
incomplete!OR!has!
more!than!one!minor!
error.!

Data!table!is!complete!
but!may!have!one!
error!OR!slightly!
inaccurate!headings.!

Data!table!is!complete!
AND!correct!with!
correct!headings.!

b'
!

A7CED.2!

Student!provided!no!
equation!OR!an!
equation!that!did!not!
represent!
exponential!growth.!

Student!provided!an!
incorrect!equation!but!
one!that!modeled!
exponential!growth.!

Student!provided!a!
correct!answer!in!the!
form!of!! = !(2)!ℎ.!

Student!provided!a!
correct!answer!in!the!
form!of!! = !8ℎ!OR!
in!more!than!one!form!
such!as!! = !(2)!ℎ!
and!! = !8ℎ.!

c'
!

A7CED.2!

Student!provided!no!
graph!OR!a!grossly!
inaccurate!graph.!!!

Student!provided!a!
graph!with!an!
inaccurate!shape!but!
provided!some!
evidence!of!reasoning!
in!labeling!the!axes!
and/or!data!points.!

Student!created!a!
graph!with!correct!
general!shape!but!may!
have!left!off!OR!made!
an!error!on!one!or!two!
axes!or!data!points.!!!

Student!created!
complete!graph!with!
correctly!labeled!axes!
AND!correctly!labeled!
data!points!(or!a!data!
table)!showing!the!
values!for!h!=!0,!1,!2,!
3,!4.!

d'
!

A7CED.2!

Student!provided!no!
answer!OR!an!
incorrect!answer!
with!no!evidence!of!
reasoning!in!arriving!
at!the!answer.!!!

Student!provided!
limited!evidence!of!
reasoning!AND!an!
incorrect!answer.!

Student!answered!
that!409.6!bacteria!
would!be!alive.!

Student!answered!
that!410!or!about!410!
bacteria!would!be!
alive.!

9'
'
'

a'
'

A7CED.1'
!

Student!wrote!
incorrect!equations!
OR!did!not!provide!
equations.!

Student!answers!were!
incorrect,!but!at!least!
one!of!the!equations!
was!correct.!!Student!
may!have!made!a!
gross!error!in!the!
solution,!made!more!
than!one!minor!error!
in!the!solution!
process,!OR!may!have!
had!one!of!the!two!
equations!incorrect.!

Both!equations!were!
correct,!but!student!
made!a!minor!mistake!
in!finding!the!solution.!

Both!equations!were!
correct!AND!student!
solved!them!correctly!
to!arrive!at!the!answer!
that!Jack!is!31!and!
Susan!is!4.!
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b'
'

A7REI.3!

Student!did!not!
answer!OR!gave!a!
completely!incorrect!
answer.!

Student!articulated!
only!one!of!the!
calculations!correctly.!

Student!articulated!
the!two!calculations!
but!with!a!minor!misd
statement!in!one!of!
the!descriptions.!

Student!articulated!
both!calculations!
correctly.!

10'
'
'

a7b'
'

A7APR.1'
'

Student!work!is!blank!
or!demonstrates!no!
understanding!of!
multiplication!of!
polynomials,!nor!how!
to!apply!part!(a)!to!
arrive!at!an!answer!
for!part!(b).!

Student!made!more!
than!one!error!in!the!
multiplication!but!
demonstrated!some!
understanding!of!
multiplication!of!
polynomials.!!Student!
may!not!have!been!
able!to!garner!or!apply!
information!from!part!
a!to!use!in!answering!
part!b!correctly.!

Student!demonstrated!
the!ability!to!multiply!
the!polynomials!
(expressing!the!
product!as!a!sum!of!
monomials!with!like!
terms!combined)!and!
to!apply!the!structure!
from!part!a!to!solve!
part!b.!!There!may!be!
minor!errors.!

Student!demonstrated!
the!ability!to!multiply!
the!polynomials!
(expressing!the!
product!as!a!sum!of!
monomials!with!like!
terms!combined)!and!
to!apply!the!structure!
from!part!a!to!solve!
part!b!as:!!91(232).!

11'
'

a'
'

A7REI.6'

Student!was!unable!
to!demonstrate!the!
understanding!that!
two!equations!with!
(3,!4)!as!a!solution!
are!needed.!!

Student!provided!two!
equations!that!have!
(3,!4)!as!a!solution!(or!
attempted!to!provide!
such!equations)!but!
made!one!or!more!
errors.!!Student!may!
have!provided!an!
equation!with!a!
negative!slope.!

Student!showed!one!
minor!error!in!the!
answer!but!attempted!
to!provide!two!
equations!both!
containing!(3,!4)!as!a!
solution!and!both!with!
positive!slope.!

Student!provided!two!
equations!both!
containing!(3,!4)!as!a!
solution!and!both!with!
positive!slope.!!

' b'
'

A7REI.6'
'

Student!was!unable!
to!identify!the!
multiple!correctly.!

Student!identified!the!
multiple!as!3.!

N/A! Student!correctly!
identified!the!multiple!
as!2.!

' c'
'

A7REI.6'
'

Student!was!unable!
to!demonstrate!even!
a!partial!
understanding!of!
how!to!find!the!
solution!to!the!
system.!

Student!showed!some!
reasoning!required!to!
find!the!solution!but!
made!multiple!errors.!

Student!made!a!minor!
error!in!finding!the!
solution!point.!

Student!successfully!
identified!the!solution!
point!as!(3, 4).!

' d'
'

A7REI.5'
A7REI.6'
A7REI.10'

Student!was!unable!
to!answer!or!to!
support!the!answer!
with!any!solid!
reasoning.!

Student!concluded!yes!
or!no!but!was!only!
able!to!express!limited!
reasoning!in!support!
of!the!answer.!

Student!correctly!
explained!that!all!the!
systems!would!have!
the!solution!point!
(3, 4)!but!incorrectly!
assumed!this!is!true!

Student!correctly!
explained!that!while!in!
most!cases!this!is!true,!
that!if!!! = !1,!the!
two!lines!are!
coinciding!lines,!
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' for!all!cases!of!!.! resulting!in!a!solution!
set!consisting!of!all!
the!points!on!the!line.!

12'
'

a'
'

MP.2'
A7REI.12'

'

Student!was!unable!
to!articulate!any!
sound!reasons.!

Student!was!only!able!
to!articulate!one!
sound!reason.!

Student!provided!two!
sound!reasons!but!
made!minor!errors!in!
the!expression!of!
reasoning.!

Student!was!able!to!
articulate!at!least!2!
valid!reasons.!!Valid!
reasons!include!the!
following:!!the!graph!
assumes!x!could!be!
less!than!zero,!the!
graph!assumes!y!could!
be!less!than!zero,!the!
graph!assumes!a!and!b!
could!be!nondwhole!
numbers,!the!graph!
assumes!160!children!
could!attend!with!no!
adults.!

' b'
'

A7CED.2'
A7REI.10'
A7REI.12'

'

Student!was!unable!
to!communicate!a!
relevant!requirement!
of!the!solution!set.!

Student!provided!a!
verbal!description!that!
lacked!precision!and!
accuracy!but!
demonstrated!some!
reasoning!about!the!
solution!within!the!
context!of!the!
problem.!

Student!made!minor!
errors!in!
communicating!the!
idea!that!both!(a)!and!
(b)!must!be!whole!
numbers!whose!sum!
is!less!than!or!equal!to!
160.!

Student!
communicated!
effectively!that!both!
(a)!and!(b)!must!be!
whole!numbers!whose!
sum!is!less!than!or!
equal!to!160.!!

' c'
'

A7CED.2'
A7REI.6'

'

Student!was!unable!
to!demonstrate!any!
substantive!
understanding!in!
how!to!create!the!
equations!and!solve!
the!system!of!
equations.!

Student!made!
multiple!errors!in!the!
equations!and/or!
solving!process!but!
demonstrated!some!
understanding!of!how!
to!create!equations!to!
represent!a!context!
and/or!solve!the!
system!of!equations.!

Student!made!minor!
errors!in!the!
equations!but!solved!
the!system!accurately,!
or!the!student!created!
the!correct!equations!
but!made!a!minor!
error!in!solving!the!
system!of!equations.!

Student!correctly!
wrote!the!equations!
to!represent!the!
system.!!Student!
solved!the!system!
accurately!and!
summarized!by!
defining!or!describing!
the!values!of!the!
variable!in!the!context!
of!the!problem:!that!
there!were!100!adult!
tickets!and!44!child!
tickets!sold.!

!

!
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Name!!!!! ! ! ! ! ! ! !!! Date!!! ! ! ! !
!

1. Solve!the!following!equations!for

€ 

x .''Write!your!answer!in!set!notation.!
!
a. 

€ 

3x − 5 =16!
!
!
!
!
!
!

b. 

€ 

3(x + 3) − 5 =16 !
!
!
!
!
!
!
!

c. 

€ 

3(2x − 3) − 5 =16!
!
!
!
!
!
!
!

d. 

€ 

6(x + 3) −10 = 32!
!
!
!
!
!
!
!

e. Which!two!equations!above!have!the!same!solution!set?!!Write!a!sentence!explaining!how!the!
properties!of!equality!can!be!used!to!determine!the!pair!without!having!to!find!the!solution!set!for!
each.!
!
!
!

!

3x = 21 Solution set: {7} 
x = 7 

3x + 9 - 5 = 16 Solution set: {4} 
3x = 12 
x = 4 

6x - 9 - 5 = 16 Solution set: {5} 
6x – 14 = 16 
6x = 30 
x = 5 

6x + 18 - 10 = 32 Solution set: {4} 
6x = 24 
x = 4 

Problems (b) and (d) have the same solution set.  The expressions on each side of the equal sign for d are twice those for b.  So, if 
(left side) = (right side) is true for only some x-values, then 2(left side) = 2(right side) will be true for exactly the same x-values.  Or 
simply, applying the multiplicative property of equality does not change the solution set. 
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2. Let!

€ 

c !and!

€ 

d !be!real!numbers.!
!
a. If!

€ 

c = 42+ d !is!true,!then!which!is!greater:!!

€ 

c !or!

€ 

d !or!are!you!not!able!to!tell?!!Explain!how!you!
know!your!choice!is!correct.!
!
!
!
!
!
!
!
!

b. If!

€ 

c = 42 − d !is!true,!then!which!is!greater:!

€ 

c !or!

€ 

d !or!are!you!not!able!to!tell?!!!Explain!how!you!
know!your!choice!is!correct.!
!
!
!
!
!
!
!
!

3. If!

€ 

a < 0 !and!

€ 

c > b,!circle!the!expression!that!is!greater:!
!

€ 

a(b − c) !!!!!!!or!!!!!!!

€ 

a(c − b) !
!

Use!the!properties!of!inequalities!to!explain!your!choice.!
!
!
!
!

!

!

!

!

!

!

!

c must be greater because c is always 42 more than d. 

There is no way to tell.  We only know that the sum of c and d is 42.  If d were 10, c would be 32 and, therefore, 
greater than d.  But if d were 40, c would be 2 and, therefore, less than d. 

 

Since c > b, 
it follows that 0 > b – c. 
So (b-c) is negative. 
And since a < 0, a is negative. 
And the product of two negatives will be positive.  
 

Since c > b, 
it follows that c – b > 0. 
So (c-b) is positive. 
And since a is negative, 
the product of a(c-b) is negative. 
So, a(c-b) < a(b-c).  
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4. Solve!for

€ 

x !in!each!of!the!equations!or!inequalities!below!and!name!the!property!and/or!properties!used:!
!

a. !
! ! = 9!

!
!
!
!
!

b. 10 + 3! = 5!!
!
!
!
!
!
!

c. ! + ! = !!
!
!
!
!
!
!

d. !" = !!
!
!
!
!
!
!

e. !
! ! − ! < !!!

!
!
!
!
!
!

f. !! + 5! = 7! − !!!!
!
!
!
!
!
!

x = 9 (3/4)  Multiplication Property of Equality 

x = 12 

 

10 = 2x   Addition Property of Equality 

5 = x 

 

x = b – a   Addition Property of Equality 

 

 

x = d/c, c ≠ 0  Multiplication Property of Equality 

 

 

 

½ x < m + g    Addition Property of Equality 

x < 2(m+g)  Multiplication Property of Equality 

 

q + r = 2x  Addition Property of Equality 

(q + r)/2 = x  Multiplication property of Equality 
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g. !
! ! + 2 = 6(! + 12)!!!

!
!
!
!
!
!
!
!
!

!
!

h. 3(5!– !5!) !> !5!!!
!
!
!
!
!
!
!
!
!

!

5. The!equation,!3! + 4 = 5! − 4,!has!the!solution!set!{4}.!!!
!
a. Explain!why!the!equation,! 3! + 4 + 4 = 5! − 4 + 4,!also!has!the!solution!set!{4}.!

!
!

!
!
!
!

!

!

!

!

!

3(x+2) = 24(x + 12)  Multiplication Property of Equality 

3x + 6 = 24x + 288  Distributive Property 

-282/21 = x   Addition Property of Equality 

-94/7 = x 

 

 

 

15 – 15x > 5x   Distributive Property  

15 > 20 x   Addition Property of Inequality 

¾ > x 

 

 

Since the new equation can be created by applying the additive property of equality, the solution set does not 
change. 

Or: 

Each side of this equation is 4 more than the sides of the original equation.  Whatever value(s) make 3x + 4 = 
5x – 4 true would also make 4 more than 3x + 4 equal to 4 more than 5x – 4. 
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b. In!Part!(a),!the!expression!(3! + 4) + 4!is!equivalent!to!the!expression!3! + 8.!!What!is!the!
definition!of!equivalent!algebraic!expressions?!!!Describe!why!changing!an!expression!on!one!side!of!
an!equation!to!an!equivalent!expression!leaves!the!solution!set!unchanged?!!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!

c. When!we!square!both!sides!of!the!original!equation,!we!get!the!following!new!equation:!
!

3! + 4 ! = 5! − 4 !.!
!
Show!that!4!is!still!a!solution!to!the!new!equation.!!Show!that!0!is!also!a!solution!to!the!new!
equation!but!is!not!a!solution!to!the!original!equation.!!Write!a!sentence!that!describes!how!the!
solution!set!to!an!equation!may!change!when!both!sides!of!the!equation!are!squared.!

!

!

!

!

!

!

!

!

!

!

Algebraic expressions are equivalent if (possibly repeated) use of the Distributive, Associative, and Commutative 
Properties, and/or the properties of rational exponents can be applied to one expression to convert it to the other 
expression. 

When two expressions are equivalent, assigning the same value to x in both expressions will give an equivalent 
numerical expression which then evaluates to the same number.  Therefore, changing the expression to something 
equivalent will not change the truth value of the equation once values are assigned to x.   

 

(3• 4 + 4)2 = (5•4-4)2 gives 162 = 162 which is true. 

(3• 0 + 4)2 = (5•0-4)2 gives 42 = (-4)2 which is true. 

But, (3• 0 + 4) = (5•0-4) gives 4 = -4 which is false. 

When both sides are squared, you might introduce new numbers to the solution set because statements like 4 = –4 are 
false, but statements like 42 = (–4)2 are true. 
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d. When!we!replace!!!by!!!!in!the!original!equation,!we!get!the!following!new!equation:!
!

3!! + 4 = 5!! − 4.!
!

Use!the!fact!that!the!solution!set!to!the!original!equation!is!{4}!to!find!the!solution!set!to!this!new!
equation.!!!!!
!
!
!
!
!
!
!
!
!
!
!
!
!
!

6. The!Zonda!Information!and!Telephone!Company!(ZI&T)!calculates!a!customer’s!total!monthly!cell!phone!
charge!using!the!formula,!

!
! = ! + !" 1 + ! ,!

!
where!!!is!the!total!cell!phone!charge,!!!is!a!basic!monthly!fee,!!!is!the!rate!per!minute,!!!is!the!number!
of!minutes!used!that!month,!and!!!is!the!tax!rate.!

!
Solve!for!!,!the!number!of!minutes!the!customer!used!that!month.!!
!

!
!
!
!

Since the original equation 3x + 4 = 5x – 4 was true when x = 4, the new equation 3x2 + 4 = 5x2 – 4 should be true 
when x2 = 4.  And, x2 = 4 when x = 2 or when x = –2, so the solution set to the new equation is {–2, 2}.     
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10. !
a. Find!the!product:!!! !!!– !!! + !1 2!! !+ 3! + 2 !

!
!
!
!
!
!

b. Use!the!results!of!part!(a)!to!factor!21,112!as!a!product!of!a!twoddigit!number!and!a!threeddigit!
number.!
!
!
!
!
!

!
11. Consider!the!following!system!of!equations!with!the!solution!x'=!3,!y!=!4.!

!
Equation!A1:!!!!!! = ! + 1!
!
Equation!A2:!!!!!! = −2! + 10!
!

!
!

a. Write!a!unique!system!of!two!linear!equations!with!the!same!solution!set.!!This!time!make!both!
linear!equations!have!positive!slope.!

!
Equation!B1:!!!!!________________!
!
Equation!B2:!!!!!________________!

!
!
!
!
!

2x4 + 3x3 + 2x2 - 2x3 – 3x2 -2x +2x2 + 3x + 2 

2x4 + x3 +x2 + x + 2 

 

 

(100 – 10 + 1)(200 + 30 + 2) 

(91)(232) 

y = 4/3 x 

y = x + 1 
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!
b. The!following!system!of!equations!was!obtained!from!the!original!system!by!adding!a!multiple!of!

equation!A2!to!equation!A1.!
!

Equation!C1:!!!!!! = ! + 1!
!
Equation!C2:!!!!!3! = −3! + 21!
!
What!multiple!of!A2!was!added!to!A1?!

!
!
!
c. What!is!the!solution!to!the!system!given!in!part!(b)?!
!
!
!
!
d. !For!any!real!number!!,!the!line!! = ! ! − 3 + 4!passes!through!the!point!(3,4).!!
!

Is!it!certain,!then,!that!the!system!of!equations:!
!

Equation!D1:!!!!!! = ! + 1!
!
Equation!D2:!!!!!! = ! ! − 3 + 4!
!
has!only!the!solution!! = 3,!! = 4?!!Explain.!
'

' '

2 

 

(3, 4) 

 

 

 

 

 

 

 

No.  If m = 1, then the two lines have the same slope.  Since both lines pass through the point (3, 
4), and the lines are parallel, they, therefore, coincide.  There are infinite solutions.  The solution 
set is all the points on the line.  Any other non-zero value of m would create a system with the 
only solution of (3, 4). 

����



!
!
!
!
!

!

Module'1:' Relationships!Between!Quantities!and!Reasoning!with!Equations!!
and!Their!Graphs!

Date:' 12/28/13!
!

338'

©!2013!Common!Core,!Inc.! Some!rights!reserved.! commoncore.org!

!!!! M1!End7of7Module'Assessment'Task'NYS'COMMON'CORE'MATHEMATICS'CURRICULUM'

ALGEBRA'I'

''
12. The!local!theater!in!Jamie’s!home!town!has!a!maximum!capacity!of!160!people.!!Jamie!shared!with!Venus!

the!following!graph!and!said!that!the!shaded!region!represented!all!the!possible!combinations!of!adult!
and!child!tickets!that!could!be!sold!for!one!show.!!!

!

!
a. Venus!objected!and!said!there!was!more!than!one!reason!that!Jamie’s!thinking!was!flawed.!What!

reasons!could!Venus!be!thinking!of?!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!

1. The graph implies that the number of tickets sold could be a fractional amount, but 
really it only makes sense to sell whole number tickets.  X and y must be whole 
numbers. 

2. The graph also shows that negative ticket amounts could be sold which does not make 
sense. 
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b. Use!equations,!graphs!and/or!words!to!describe!for!Jamie!the!set!of!all!possible!combinations!of!
adult!and!child!tickets!that!could!be!sold!for!one!show.!

!

!

!

!

c. The!theater!charges!$9!for!each!adult!ticket!and!$6!for!each!child!ticket.!!The!theater!sold!144!tickets!
for!the!first!showing!of!the!new!release.!!The!total!money!collected!from!ticket!sales!for!that!show!
was!$1164.!!Write!a!system!of!equations!that!could!be!used!to!find!the!number!of!child!tickets!and!
the!number!of!adult!tickets!sold,!and!solve!the!system!algebraically.!!!!Summarize!your!findings!using!
the!context!of!the!problem.!

!

!

!

The system would be !
! + ! ≤ 160
! ≥ 0!!!!!!!!!!!!!
! ≥ 0!!!!!!!!!!!!!

 where a and c are whole numbers. 

a:  the number of adult tickets sold (must be a whole number) 
c:  the number of child tickets sold (must be a whole number) 

!9! + 6! = 1164
! + ! = 144  

9a + 6c = 1164 
-6a -6c = -864 
3a = 300    a = 100,   c = 44.   
In all, 100 adult tickets and 44 child tickets were sold. 
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!

New&York&State&Common&Core&

Mathematics&Curriculum&
ALGEBRA&I&•&MODULE&1&&

&
Topic!D:!

Creating&Equations&to&Solve&Problems&

NNQ.1,&ANSSE.1,&ANCED.1,&ANCED.2,&ANREI.3 &

Focus&Standard:& NFQ.1& Use!units!as!a!way!to!understand!problems!and!to!guide!the!solution!of!multiF
step!problems;!choose!and!interpret!units!consistently!in!formulas;!choose!and!
interpret!the!scale!and!the!origin!in!graphs!and!data!displays.!

& AFSSE.1! Interpret!expressions!that!represent!a!quantity!in!terms!of!its!context.�!

& AFSSE.1a! Interpret!parts!of!an!expression,!such!as!terms,!factors,!and!coefficients.!

& AFSSE.1b! Interpret!complicated!expressions!by!viewing!one!or!more!of!their!parts!as!a!
single!entity.!For$example,$interpret$P(1+r)n$as$the$product$of$P$and$a$factor$not$
depending$on$P.!

& AFCED.1& Create!equations!and!inequalities!in!one!variable!and!use!them!to!solve!
problems.!Include$equations$arising$from$linear$and$quadratic$functions,$and$
simple$rational$and$exponential$functions.!

& AFCED.2& Create!equations!in!two!or!more!variables!to!represent!relationships!between!
quantities;!graph!equations!on!coordinate!axes!with!labels!and!scales.!

& AFREI.3& Solve!linear!equations!and!inequalities!in!one!variable,!including!equations!
with!coefficients!represented!by!letters.!

Instructional&Days:& 4! !

Lesson&25:& Solving!Problems!in!Two!Ways—Rules!and!Algebra!

Lessons&26N27:&& Recursive!Challenge!Problem—The!Double!and!Add!5!Game!

Lesson&28:& Federal!Income!Tax!

!

In!this!topic,!students!are!introduced!to!the!modeling!cycle!(see!page!61!of!the!Common!Core!Learning!
Standards)!through!problems!that!can!be!solved!using!equations!and!inequalities!in!one!variable,!systems!of!
equations,!and!graphing.!!From!the!CCLS!(page!61):!

!

!

!
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ALGEBRA$I$

Modeling!links!classroom!mathematics!and!statistics!to!everyday!life,!work,!and!decisionFmaking.!!

!

The!basic!modeling!cycle!is!summarized!in!the!diagram.!!It!involves!(1)!identifying!variables!in!the!
situation!and!selecting!those!that!represent!essential!features;!(2)!formulating!a!model!by!creating!
and!selecting!geometric,!graphical,!tabular,!algebraic,!or!statistical!representations!that!describe!
relationships!between!the!variables;!(3)!analyzing!and!performing!operations!on!these!relationships!
to!draw!conclusions;!(4)!interpreting!the!results!of!the!mathematics!in!terms!of!the!original!situation;!
(5)!validating!the!conclusions!by!comparing!them!with!the!situation!and!then!either!improving!the!
model;!(6)!or!if!it!is!acceptable,!reporting!on!the!conclusions!and!the!reasoning!behind!them.!!
Choices,!assumptions,!and!approximations!are!present!throughout!this!cycle.!

!

The!first!lesson!introduces!parts!of!the!modeling!cycle!using!problems!and!situations!that!students!have!
encountered!before:!creating!linear!equations,!tape!diagrams,!rates,!systems!of!linear!equations,!graphs!of!
systems,!etc.!

The!next!lesson,!The$Double$and$Add$5$Game,!employs!the!modeling!cycle!in!a!mathematical!context.!!In!this!
2Fday!lesson,!students!formulate!a!model!and!build!an!equation!to!represent!the!model!(in!this!case,!
converting!a!sequence!defined!recursively!to!an!explicit!formula).!After!they!play!the!game!in!a!specific!case,!
“double!and!add!5,”!they!have!to!interpret!the!results!of!the!mathematics!in!terms!of!the!original!model!and!
validate!whether!their!model!is!acceptable.!!Then!they!use!the!model!to!analyze!and!report!on!a!problem!that!
is!too!difficult!to!do!“by!hand”!without!the!model.!

Finally,!Lesson!28!serves!as!a!signature!lesson!on!modeling!as!students!take!on!the!very!realFlife!example!of!
understanding!federal!marginal!income!tax!rates!(i.e.,!the!progressive!income!tax!brackets).!!Students!are!
provided!the!current!standard!deduction!tables!per!dependent!or!marital!status!and!the!marginal!income!tax!
table!per!marital!filing!status.!!For!a!specific!household!situation!(e.g.,!married!filing!jointly!with!2!
dependents),!students!determine!equations!for!the!total!Federal!Income!Tax!for!different!income!intervals,!
graph!the!piecewiseFdefined!equations,!and!answer!specific!questions!about!the!total!effective!rate!for!
different!income!levels.!!!All!elements!of!the!modeling!cycle!occur!as!students!analyze!the!information!to!find!
for!example:!!roughly!how!much!did!<their!favorite!famous!performer>!pay!in!federal!taxes!last!year?!!
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Mathematics - High School Modeling: Introduction 
 

Modeling links classroom mathematics and statistics to everyday life, work, and decision-making. Modeling is the 

process of choosing and using appropriate mathematics and statistics to analyze empirical situations, to understand 

them better, and to improve decisions. Quantities and their relationships in physical, economic, public policy, social, 

and everyday situations can be modeled using mathematical and statistical methods. When making mathematical 

models, technology is valuable for varying assumptions, exploring consequences, and comparing predictions with 

data. 

 

A model can be very simple, such as writing total cost as a product of unit price and number bought, or using a 

geometric shape to describe a physical object like a coin. Even such simple models involve making choices. It is up 

to us whether to model a coin as a three-dimensional cylinder, or whether a two-dimensional disk works well 

enough for our purposes. Other situations—modeling a delivery route, a production schedule, or a comparison of 

loan amortizations—need more elaborate models that use other tools from the mathematical sciences. Real-world 

situations are not organized and labeled for analysis; formulating tractable models, representing such models, and 

analyzing them is appropriately a creative process. Like every such process, this depends on acquired expertise as 

well as creativity. 

 

Some examples of such situations might include: 

x Estimating how much water and food is needed for emergency relief in a devastated city of 3 million 

people, and how it might be distributed.  

x Planning a table tennis tournament for 7 players at a club with 4 tables, where each player plays against 

each other player.  

x Designing the layout of the stalls in a school fair so as to raise as much money as possible.  

x Analyzing stopping distance for a car.  

x Modeling savings account balance, bacterial colony growth, or investment growth.  

x Engaging in critical path analysis, e.g., applied to turnaround of an aircraft at an airport.  

x Analyzing risk in situations such as extreme sports, pandemics, and terrorism.  

x Relating population statistics to individual predictions.  

 

In situations like these, the models devised depend on a number of factors: How precise an answer do we want or 

need? What aspects of the situation do we most need to understand, control, or optimize? What resources of time 

and tools do we have? The range of models that we can create and analyze is also constrained by the limitations of 

our mathematical, statistical, and technical skills, and our ability to recognize significant variables and relationships 

among them. Diagrams of various kinds, spreadsheets and other technology, and algebra are powerful tools for 

understanding and solving problems drawn from different types of real-world situations. 

 

One of the insights provided by mathematical modeling is that essentially the same mathematical or statistical 

structure can sometimes model seemingly different situations. Models can also shed light on the mathematical 

structures themselves, for example, as when a model of bacterial growth makes more vivid the explosive growth of 

the exponential function. 

 

 

 

The basic modeling cycle is summarized in the diagram. It involves (1) identifying variables in the situation and 

selecting those that represent essential features, (2) formulating a model by creating and selecting geometric, 

graphical, tabular, algebraic, or statistical representations that describe relationships between the variables, (3) 

analyzing and performing operations on these relationships to draw conclusions, (4) interpreting the results of the 

����



!

!
!
!

!

Topic&C:& Solving!Equations!and!Inequalities!
Date:& 12/28/13!
!

127&

©!2013!Common!Core,!Inc.!Some!rights!reserved.!commoncore.org!
This!work!is!licensed!under!a!!
Creative!Commons!AttributionENonCommercialEShareAlike!3.0!Unported!License.!!

New&York&State&Common&Core&

Mathematics&Curriculum&
ALGEBRA&I&•&MODULE&1&&

&
Topic!C:!

Solving&Equations&and&Inequalities&

ALCED.3,&ALCED.4,&ALREI.1,&ALREI.3,&ALREI.5,&ALREI.6,&ALREI.10,&ALREI.12 &

Focus&Standard:& AECED.3& Represent!constraints!by!equations!or!inequalities,!and!by!systems!of!
equations!and/or!inequalities,!and!interpret!solutions!as!viable!or!nonEviable!
options!in!a!modeling!context.!For$example,$represent$inequalities$describing$
nutritional$and$cost$constraints$on$combinations$of$different$foods.�!

& AECED.4! Rearrange!formulas!to!highlight!a!quantity!of!interest,!using!the!same!
reasoning!as!in!solving!equations.!For$example,$rearrange$Ohm’s$law!!! = !!"$
to$highlight$resistance$!.!

& AEREI.1! Explain!each!step!in!solving!a!simple!equation!as!following!from!the!equality!of!
numbers!asserted!at!the!previous!step,!starting!from!the!assumption!that!the!
original!equation!has!a!solution.!Construct!a!viable!argument!to!justify!a!
solution!method.!

& AEREI.3& Solve!linear!equations!and!inequalities!in!one!variable,!including!equations!
with!coefficients!represented!by!letters.!

& AEREI.5! Prove!that,!given!a!system!of!two!equations!in!two!variables,!replacing!one!
equation!by!the!sum!of!that!equation!and!a!multiple!of!the!other!produces!a!
system!with!the!same!solutions.!

& AEREI.6! Solve!systems!of!linear!equations!exactly!and!approximately!(e.g.,!with!graphs),!
focusing!on!pairs!of!linear!equations!in!two!variables.!

& AEREI.10! Understand!that!the!graph!of!an!equation!in!two!variables!is!the!set!of!all!its!
solutions!plotted!in!the!coordinate!plane,!often!forming!a!curve!(which!could!
be!a!line).!

& AEREI.12! Graph!the!solutions!to!a!linear!inequality!in!two!variables!as!a!halfEplane!
(excluding!the!boundary!in!the!case!of!a!strict!inequality),!and!graph!the!
solution!set!to!a!system!of!linear!inequalities!in!two!variables!as!the!
intersection!of!the!corresponding!halfEplanes.!
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Instructional&Days:& 15! !

Lesson&10:& True!and!False!Equations!

Lesson&11:&& Solution!Sets!for!Equations!and!Inequalities!

Lesson&12:& Solving!Equations!

Lesson&13:& Some!Potential!Dangers!when!Solving!Equations!

Lesson&14:& Solving!Inequalities!

Lesson&15:& Solution!Sets!of!Two!or!More!Equations!(or!Inequalities)!Joined!by!“And”!or!“Or”!

Lesson&16:& Solving!and!Graphing!Inequalities!Joined!by!“And”!or!“Or”!

Lesson&17:& Equations!Involving!Factored!Expressions!

Lesson&18:& Equations!Involving!a!Variable!Expression!in!the!Denominator!

Lesson&19:& Rearranging!Formulas!

Lessons&20L21:& Solution!Sets!to!Equations!and!Inequalities!with!Two!Variables!!

Lessons&22L23:& Solution!Sets!to!Simultaneous!Equations!

Lesson&24:& Applications!of!Systems!of!Equations!and!Inequalities!

!

Teaching!the!process!of!how!to!solve!an!equation!is!fraught!with!wellEmeaning!models!and!procedures!
suggested!by!textbook!curricula!(balance!scales,!algebra!tiles,!equivalent!equations,!etc.)!that!are!often!
incompatible!with!what!it!actually!means!“to!solve.”!!An!equation!with!variables!can!be!viewed!as!a!question!
asking!for!which!values!of!the!variables!(the!solution!set)!will!result!in!true!number!sentences!when!those!
values!are!substituted!into!the!equation.!!Equations!are!manifestly!about!numbers!and!understanding!true!
and$false!number!sentences.!!In!Grade!9,!the!application!of!this!idea!expands!to!include!solutions!to!
compound!statements!such!as!equations!or!inequalities!joined!by!“And”!or!“Or,”!including!simultaneous!
systems!of!equations!and/or!inequalities.!!!

The!Common!Core!Learning!Standards!rightfully!downplay!the!notion!of!equivalent!equations!and!instead!
place!a!heavy!emphasis!on!students!studying!the!solution!sets!to!equations.!!In!Lessons!12E14!of!this!topic,!
students!formalize!descriptions!of!what!they!learned!before!(true/false!equations,!solution!sets,!identities,!
properties!of!equality,!etc.)!and!learn!how!to!explain!the!steps!of!solving!equations!to!construct!viable!
arguments!to!justify!their!solution!methods.!!They!then!learn!methods!for!solving!inequalities,!again!by!
focusing!on!ways!to!preserve!the!(now!infinite)!solution!sets.!!With!these!methods!now!on!firm!footing,!
students!investigate!in!Lessons!15E18!solution!sets!of!equations!joined!by!“and”!or!“or”!and!investigate!ways!
to!change!an!equation!such!as!squaring!both!sides,!which!changes!the!solution!set!in!a!controlled!(and!often!
useful)!way.!!In!Lesson!19,!students!learn!to!use!these!same!skills!as!they!rearrange!formulas!to!define!one!
quantity!in!terms!of!another.!!Finally,!in!Lessons!20E24,!students!apply!all!of!these!new!skills!and!
understandings!as!they!work!through!solving!equations!and!inequalities!with!two!variables!including!systems!
of!such!equations!and!inequalities.!
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New&York&State&Common&Core&

Mathematics&Curriculum&
ALGEBRA&I&•&MODULE&1&&

&
Topic!B:!

The&Structure&of&Expressions&

AJSSE.1,&AJSSE.2 &

Focus&Standard:& AGSSE.2& Use!the!structure!of!an!expression!to!identify!ways!to!rewrite!it.!For$example,$
see$x4$–$y4$as$(x2)2$–$(y2)2,$thus$recognizing$it$as$a$difference$of$squares$that$can$
be$factored$as$(x2$–$y2)(x2$+$y2).$

& AGAPR.1& Understand!that!polynomials!form!a!system!analogous!to!the!integers,!namely,!
they!are!closed!under!the!operations!of!addition,!subtraction,!and!
multiplication;!add,!subtract,!and!multiply!polynomials.!

Instructional&Days:& 4! !

Lesson&6:& Algebraic!Expressions—The!Distributive!Property!

Lesson&7:&& Algebraic!Expressions—The!Commutative!and!Associative!Properties!

Lesson&8:& Adding!and!Subtracting!Polynomials!

Lesson&9:& Multiplying!Polynomials!

!

In!Lessons!6!and!7!of!this!topic,!students!develop!a!precise!understanding!of!what!it!means!for!expressions!to!
be!algebraically!equivalent.!!By!exploring!geometric!representations!of!the!distributive,!associative,!and!
commutative!properties!for!positive!whole!numbers!and!variable!expressions!assumed!to!represent!positive!
whole!numbers,!students!confirm!their!understanding!of!these!properties!and!expand!them!to!apply!to!all!
real!numbers.!!Students!use!the!properties!to!generate!equivalent!expressions!and!formalize!that!two!
algebraic!expressions!are!equivalent!if!we!can!convert!one!expression!into!the!other!by!repeatedly!applying!
the!commutative,!associative!and!distributive!properties,!and!the!properties!of!rational!exponents!to!
components!of!the!first!expression.!!A!goal!of!this!topic!is!to!address!a!fundamental,!underlying!question:!!!
Why$are$the$commutative,$associative,$and$distributive$properties$so$important$in$mathematics?1!!The!answer!
to!the!question!is,!of!course,!because!these!three!properties!help!to!generate!all!equivalent!algebraic!
expressions!discussed!in!Algebra!I.!!!

!

!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!
1!The!welcomed!removal!of!parenthesis!from!expressions!through!the!use!of!order!of!operations!and!other!tricks!greatly!simplifies!
how!we!write!expressions,!but!those!same!tricks!also!make!it!appear!as!if!the!associative!property!is!never!used!when!rewriting!
expressions.!!!!!
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Lessons!6!and!7!also!engage!students!in!their!first!experience!using!a!recursive!definition!for!building!
algebraic!expressions.!!!Recursive!definitions!are!sometimes!confused!with!being!circular!in!nature!because!
the!definition!of!the!term!uses!the!very!term!one!is!defining.!!However,!a!recursive!definition!or!process!is!not!
circular!because!it!has!what!is!referred!to!as!a!base!case.!!For!example,!a!definition!for!algebraic!expression!is!
presented!as!follows:!

An!algebraic!expression!is!either:&

1. A!numerical!symbol!or!a!variable!symbol!or!!

2. The!result!of!placing!previously!generated!algebraic!expressions!into!the!two!blanks!of!one!of!the!
four!operators!((__)+(__),!!!(__)G(__),!!!(__)×(__),!!(__)÷(__))!or!into!the!base!blank!of!an!
exponentiation!with!exponent!that!is!a!rational!number.!

Part!(1)!of!this!definition!serves!as!a!base!case,!stating!that!any!numerical!or!variable!symbol!is!in!itself!an!
algebraic!expression.!!The!recursive!portion!of!the!definition!is!in!part!(2)!where!one!can!use!any!previously!
generated!algebraic!expression!to!form!new!ones!using!the!given!operands.!!Recursive!definitions!are!an!
important!part!of!the!study!of!sequences!in!Module!3.!!Giving!students!this!early!experience!lays!a!nice!
foundation!for!the!work!to!come.!

Having!a!clear!understanding!of!how!algebraic!expressions!are!built!and!what!makes!them!equivalent!
provides!a!foundation!for!the!study!of!polynomials!and!polynomial!expressions.!!!

In!Lessons!8!and!9,!students!learn!to!relate!polynomials!to!integers!written!in!base!!,!rather!than!our!
traditional!base!of!10.!!The!analogies!between!the!system!of!integers!and!the!system!of!polynomials!continue!
as!they!learn!to!add,!subtract,!and!multiply!polynomials!and!to!find!that!the!polynomials!for!a!system!that!is!
closed!under!those!operations!(e.g.,!a!polynomial!added!to,!subtracted!from,!or!multiplied!by!another!
polynomial)!always!produces!another!polynomial.!

We!use!the!terms!polynomial!and!polynomial!expression!in!much!the!same!way!as!we!use!the!terms!number!
and!numerical!expression.!!Where!we!would!not!call!27(3 + 8)!a!number,!we!would!call!it!a!numerical!
expression.!!Similarly,!we!reserve!the!word!polynomial!for!polynomial!expressions!that!are!written!as!a!sum!
of!monomials.!
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New&York&State&Common&Core&

Mathematics&Curriculum&
ALGEBRA&I&•&MODULE&1&&

&
Topic!A:!

Introduction&to&Functions&Studied&This&Year—
Graphing&Stories&

NJQ.1,&NJQ.2,&NJQ.3,&AJCED.2 &

Focus&Standard:& NHQ.1& Use!units!as!a!way!to!understand!problems!and!to!guide!the!solution!of!multiH

step!problems;!choose!and!interpret!units!consistently!in!formulas;!and!choose!

and!interpret!the!scale!and!the!origin!in!graphs!and!data!displays.!

& NHQ.2& Define!appropriate!quantities!for!the!purpose!of!descriptive!modeling.!

& NHQ.3& Choose!a!level!of!accuracy!appropriate!to!limitations!on!measurement!when!

reporting!quantities.!

& AHCED.2& Create!equations!in!two!or!more!variables!to!represent!relationships!between!

quantities;!graph!equations!on!coordinate!axes!with!labels!and!scales.!

Instructional&Days:& 5! !

Lesson&1:& Graphs!of!Piecewise!Linear!Functions!

Lesson&2:&& Graphs!of!Quadratic!Functions!

Lesson&3:& Graphs!of!Exponential!Functions!

Lesson&4:& Analyzing!Graphs—Water!Usage!During!a!Typical!Day!at!School!

Lesson&5:& Two!Graphing!Stories!

!

Students!explore!the!main!functions!that!they!will!work!with!in!Grade!9:!!linear,!quadratic,!and!exponential.!!

The!goal!is!to!introduce!students!to!these!functions!by!having!them!make!graphs!of!a!situation!(usually!based!

upon!time)!in!which!these!functions!naturally!arise.!!As!they!graph,!they!reason!quantitatively!and!use!units!

to!solve!problems!related!to!the!graphs!they!create.!!

For!example,!in!Lesson!3!they!watch!a!20Hsecond!video!that!shows!bacteria!subdividing!every!few!seconds.!!

The!narrator!of!the!video!states!these!bacteria!are!actually!subdividing!every!20!minutes.!!After!counting!the!

initial!number!of!bacteria!and!analyzing!the!video,!students!are!asked!to!create!the!graph!to!describe!the!

number!of!bacteria!with!respect!to!actual!time!(not!the!spedHup!time!in!the!video)!and!to!use!the!graph!to!

approximate!the!number!of!bacteria!shown!at!the!end!of!the!video.!
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Another!example!of!quantitative!reasoning!occurs!in!Lesson!4.!!Students!are!shown!a!graph!(without!labels)!

of!the!water!usage!rate!of!a!high!school.!!The!rate!jumps!every!hour!for!five!minutes!and!then!drops!back!

down,!supposedly!during!the!bell!breaks!between!classes.!!As!students!interpret!the!graph,!they!are!asked!to!

choose!and!interpret!the!scale!and!decide!on!the!level!of!accuracy!of!the!measurements!needed!to!capture!

the!behavior!in!the!graph.!

The!topic!ends!with!a!lesson!that!introduces!the!next!two!topics!on!expressions!and!equations.!!Students!are!

asked!to!graph!two!stories!that!intersect!in!one!point!on!the!same!coordinate!plane.!!!After!students!and!

teachers!form!linear!equations!to!represent!both!graphs!and!use!those!equations!to!find!the!intersection!

point!(a!Grade!8!standard,!8.EE.8),!the!question!is!posed!to!students:!How!can!we!use!algebra!in!general!to!
solve!problems!like!this!one!but!for!nonHlinear!equations?!!Topics!B!and!C!set!the!stage!for!students’!

understanding!of!the!general!procedure!for!solving!equations.!
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Lesson&28:&&Federal&Income&Tax&

&

Classwork&

Important&Tax&Tables&for&this &Lesson& &

Exemption'Deductions'for'Tax'Year'2013'

Exemption&Class&&
Exemption&

Deduction&

Single! $3,900!
Married! $7,800!
Married!with!1!child! $11,700!
Married!with!2!children! $15,600!
Married!with!3!children! $19,500!

'

Standard'Deductions'based'upon'Filing'Status'for'Tax'Year'2013'

Filing&Status&
Standard&

Deduction&&

Single!! $6,100!
Married!filing!jointly!! $12,200!

!

Federal'Income'Tax'for'Married'Filing'Jointly'for'Tax'Year'2013'

If&taxable&income&is&

overOO But&not&overOO The&tax&is: 
Plus&the&

Marginal&

Rate&

Of&the&amount&overOO 

$0 $17,850 10% ! $0 
$17,850 $72,500 $1,785.00 15%! $17,850 
$72,500 $146,400 $9,982.50 25%! $72,500 
$146,400 $223,050 $28,457.50 28%! $146,400 
$223,050 $398,350 $49,919.50 33%! $223,050 
$398,350! $450,000! $107,768.50! 35%! $398,350 
$450,000+!  $125,846.00! 39.6%! $450,000!
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Taxable&Income:&!The!U.S.!government!considers!the!income'of!a!family!(or!individual)!to!include!the!sum!of!any!money!
earned!from!a!husband’s!or!wife’s!jobs,!and!money!made!from!their!personal!businesses!or!investments.!!The!taxes!for!a!
household!(i.e.,!an!individual!or!family)!are!not!computed!from!the!income,!however,!but!from!the!household’s!taxable!
income.!!For!many!families,!their!household’s!taxable'income!is!simply!their!income!minus!exemption!deductions!and!
minus!standard!deductions:!

(taxable'income)'='(income)'–'(exemption'deductions)'–'(standard'deductions).'

All!of!the!problems!we!will!model!in!this!lesson!will!use!this!equation!to!find!a!family’s!taxable!income.!!The!only!
exception!is!if!the!family’s!taxable!income!is!less!than!zero,!in!which!case!we!will!say!that!the!family’s!taxable!income!is!
just!$0.!

Use!this!formula!and!the!tables!above!to!answer!the!following!questions!about!taxable!income:!

&

Exercise&1&

Find!the!taxable!income!of!a!single!person!with!no!kids!who!has!an!income!of!$55,000.!

!

!

!

!

!

Exercise&2&

Find!the!taxable!income!of!a!married!couple!with!2!children!who!have!a!combined!income!of!$55,000.!

&

&

&

&

&

&

Exercise&3&

Find!the!taxable!income!of!a!married!couple!with!1!child!who!has!a!combined!income!of!$23,000.!

&

&

&

&

&
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Federal&Income&Tax&and&the&Marginal&Tax&Rate:!!Below!is!an!example!of!how!to!compute!the!federal!income!tax!of!a!
household!using!the!Federal!Income!Tax!table!above.!

!

Example&1 !

Compute!the!Federal!Income!Tax!for!the!situation!described!in!Exercise!1!(a!single!person!with!no!kids!making!$55,000).!

From!the!answer!in!Exercise!1,!the!taxable!income!is!$45,000.!!Looking!up!$45,000!in!the!tax!table!above,!we!see!that!
$45,000!corresponds!to!the!second!row!because!it!is!between!$17,850!and!$72,500:!

If&taxable&income&is&

overOO But&not&overOO The&tax&is: 
Plus&the&

Marginal&

Rate&

Of&the&amount&

overOO 

$17,850 $72,500 $1,785.00 15%! $17,850 

!

To!calculate!the!tax,!add!$1,785!plus!15%!of!the!amount!of!$45,000!that!is!over!$17,850.!!Since!45,000!–!17,850!=!
27,150,!and!15%!of!27,150!is!$4,072.50,!the!total!federal!income!tax!on!$45,000!of!taxable!income!is!$5,857.50.!

!

!

!

!

Exercise&4&

Compute!the!Federal!Income!Tax!for!a!married!couple!with!2!children!making!$127,800.!

!

!

!

!

!

Taxpayers!sometimes!misunderstand!marginal'tax!to!mean:!“If!my!taxable!income!is!$100,000,!and!my!marginal!tax!rate!
is!25%,!my!federal!income!taxes!are!$25,000.”!!This!statement!is!not!true—they!would!not!owe!$25,000!to!the!federal!
government.!Instead,!a!marginal!income!tax!charges!a!progressively!higher!tax!rate!for!successively!greater!levels!of!
income.!!Therefore,!they!would!really!owe:!!

! 10%!on!the!first!$17,850,!or!$1,785!in!taxes!for!the!interval!from!0!to!17,850;!!!!

! 15%!on!the!next!$54,650,!or!$8,197.50!in!taxes!for!the!interval!from!17,850!to!72,500;!

! 25%!on!the!last!$27,500,!or!$6,875.00!in!taxes!for!the!interval!from!72,500!to!100,000;!

for!a!total!of!$16,857.50!of!the!$100,000!of!taxable!income.!!Thus,!their!effective'federal'income'tax'rate!is!16.8575%,!not!
25%!as!they!claimed.!!Note!that!the!tax!table!above!incorporates!the!different!intervals!so!that!only!one!calculation!needs!
to!be!made!(the!answer!to!this!problem!is!the!same!as!the!answer!in!Exercise!5).!
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Exercise&5&

Create!a!table!and!a!graph!of!federal!income!tax!versus!income!for!a!married!couple!with!2!children!between!$0!of!
income!and!$500,000!of!income.!

!

!

!

!

!

!

!

Exercise&6&

Interpret!and!validate!the!graph!you!created!in!Exercise!5:!!Does!your!graph!provide!an!approximate!value!for!the!
federal!income!tax!you!calculated!in!Exercise!4?!!

!

!

!

!

!

!

!

Exercise&7&

Use!the!table!you!created!in!Exercise!5!to!report!on!the!effective!federal!income!tax!rate!for!a!married!couple!with!two!
children!who!makes:!!

a. $27,800!

!

!

!

b. $45,650!

!

!

!

c. $500,000!

! &
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Problem&Set&

Use!the!formula!and!tax!tables!provided!in!this!lesson!to!perform!all!computations.!

!

1. Find!the!taxable!income!of!a!married!couple!with!2!children!who!have!a!combined!income!of!$75,000.!

!
2. Find!the!taxable!income!of!a!single!person!with!no!children!who!has!an!income!of!$37,000.!

!

3. Find!the!taxable!income!of!a!married!couple!with!3!children!who!have!a!combined!income!of!$62,000.!

!

4. Find!the!federal!income!tax!of!a!married!couple!with!2!children!who!have!a!combined!income!of!$100,000.!

!

5. Find!the!federal!income!tax!of!a!married!couple!with!3!children!who!have!a!combined!income!of!$300,000.!

!

6. Find!the!effective!federal!income!tax!rate!of!a!married!couple!with!no!children!who!have!a!combined!income!of!
$34,000.!

!

7. Find!the!effective!federal!income!tax!rate!of!a!married!couple!with!1!child!who!have!a!combined!income!of!
$250,000.!

!

8. The!latest!report!on!median!household!(family)!income!in!the!United!States!is!$50,502!per!year.!!Compute!the!
federal!income!tax!and!effective!federal!income!tax!rate!for!a!married!couple!with!three!children!who!have!a!
combined!income!of!$50,502.!

!

9. Extend!the!table!you!created!in!Exercise!6!by!adding!a!column!called,!“Effective!federal!income!tax!rate.”!!Compute!
the!effective!federal!income!tax!rate!to!the!nearest!tenth!for!each!row!of!the!table!and!create!a!graph!that!shows!
effective!federal!income!tax!rate!versus!income!using!the!table.!

!
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Lesson&27:&&Recursive&Challenge—The&Double&and&Add&5&Game&

!
The!double'and'add'5!game!is!loosely!related!to!the!Collatz!conjecture—an!unsolved!conjecture!in!mathematics!named!
after!Lothar!Collatz,!who!first!proposed!the!problem!in!1937.!!The!conjecture!includes!a!recurrence!relation,!triple'and'
add'1,!as!part!of!the!problem!statement.!!A!worthwhile!activity!for!you!and!your!class!is!to!read!about!the!conjecture!
online.!!

!

Classwork&
Recall!the!statement!of!the!problem!from!the!last!lesson!for!your!students:!

Given'a'starting'number,'double'it'and'add'5'to'get'the'result'of'round'one.'Double'the'result'of'round'one'and'add'5,'
and'so'on.''The'goal'of'the'game'is'to'find'the'smallest'starting'whole'number'that'produces'a'result'of'1000'or'greater'in'
three'rounds'or'less.'

'

Example&1 &

Recall!Exercise!4!from!the!previous!lesson:!!Using!a!generic!initial!value,!!0,!and!the!recurrence!relation,!!!+1 = 2!! + 5,!
for!! ≥ 0,!find!a!formula!for!!1, !2, !3, !4!in!terms!of!!0.!
!

!

!

!

!

!

Exercise&1&

Using!one!of!the!four!formulas!from!Example!1,!write!an!inequality!that,!if!solved!for!!0,!will!lead!to!finding!the!smallest!
starting!whole!number!for!the!“double!and!add!5”!game!that!produces!a!result!of!1000!or!greater!in!3!rounds!or!less.!

!

!

!

!

!

!

!
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Exercise&2&

Solve!the!inequality!derived!in!Exercise!2.!!Interpret!your!answer,!and!validate!that!it!is!the!solution!to!the!problem,!that!
is,!show!that!the!whole!number!you!found!results!in!1000!or!greater!in!three!rounds,!but!the!previous!whole!number!
takes!four!rounds!to!reach!1000.!'

&

&

&

&

&

&

&

&

&

&

&

&

Exercise&3&

Find!the!smallest!starting!whole!number!for!the!Double'and'Add'5!game!that!produces!a!result!of!1,000,000!or!greater!in!
four!rounds!or!less.!

&
& &
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&
&
Problem&Set&&
&
1. Your!older!sibling!came!home!from!college!for!the!weekend!and!showed!you!the!following!sequences!(from!her!

homework)!that!she!claimed!were!generated!from!initial!values!and!recurrence!relations.!!For!each!sequence,!find!
an!initial!value!and!recurrence!relation!that!describes!the!sequence!(Your!sister!showed!you!an!answer!to!the!first!
problem).!

a. (0,!2,!4,!6,!8,!10,!12,!14,!16,!…)!

b. (1,!3,!5,!7,!9,!11,!13,!15,!17,!….)!

c. (14,!16,!18,!20,!22,!24,!26,!…)!

d. (14,!21,!28,!35,!42,!49,!…)!

e. (14,!7,!0,!I7,!I14,!I21,!I28,!I35,!…)!

f. (2,!4,!8,!16,!32,!64,!128,!…)!

g. (3,!6,!12,!24,!48,!96,!…)!

h. (1,!3,!9,!27,!81,!243,!…)!

i. (9,!27,!81,!243,!…)!

!

2. Answer!the!following!questions!about!the!recursive!sequence!generated!by!initial!value,!!! = 4,!and!recurrence!
relation,!!!!! = 4!!!for!! ≥ 1.!
a. Find!a!formula!for!!!, !!, !!, !!, !!!in!terms!of!powers!of!4.!

b. Your!friend,!Carl,!says!that!he!can!describe!the!!th!term!of!the!sequence!using!the!formula,!!! = 4!.!!Is!Carl!
correct?!!Write!one!or!two!sentences!using!the!recurrence!relation!to!explain!why!or!why!not.!!

!

3. The!formula,!!! = 2!(!! + 5) − 5,!describes!the!!th!term!of!the!“double!and!add!5”!game!in!terms!of!the!starting!
number!!!!and!!.!!Verify!that!it!does!describe!the!!th!term!by!filling!out!the!tables!below!for!parts!b)!through!e)!!
(the!first!table!is!done!for!you).!!!!

a. Table!for!!! = 1.!
!! 2!(!! + 5) − 5!
1! 2! ∙ 6 − 5 = !7!
2! 2! ∙ 6 − 5 = !19!
3! 2! ∙ 6 − 5 = !43!
4! 2! ∙ 6 − 5 = !91!

Lesson&Summary&

The!formula,!!! = 2!(!! + 5)− 5,!describes!the!!th!term!of!the!“double!and!add!5”!game!in!terms!of!the!starting!
number!!!!and!!.!Use!this!formula!to!find!the!smallest!starting!whole!number!for!the!“double!and!add!5!game”!
that!produces!a!result!of!10,000,000!or!greater!in!15!rounds!or!less.!
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b. Table!for!!! = 8.!
!! 2!(!! + 5) − 5!
1! _______________!
2! _______________!
3! _______________!
4! _______________!

!
c. Table!for!!! = 9.!

!! 2!(!! + 5) − 5!
2! _______________!
3! _______________!

!
d. Table!for!!! = 120.!

!! 2!(!! + 5) − 5!
3! _______________!
4! _______________!

!
e. Table!for!!! = 121.!

!! 2!(!! + 5) − 5!
2! _______________!
3! _______________!

!
!
4. Bilbo!Baggins!stated!to!Samwise!Gamgee,!“Today,!Sam,!I!will!give!you!1!dollar.!!Everyday!thereafter!for!the!next!14!

days,!I!will!take!the!previous!day’s!amount,!double!it!and!add!$5,!and!give!that!new!amount!to!you!for!that!day.”!!!

a. How!much!did!Bilbo!give!Sam!on!day!15?!!(Hint:!You!don’t!have!to!compute!each!term.)!

b. Did!Bilbo!give!Sam!more!than!$350,000!altogether?!
!
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Lesson&26:&&Recursive&Challenge—The&Double&and&AddJ5&Game&

The!“double!and!add!5”!game!is!loosely!related!to!the!Collatz!conjecture—an!unsolved!conjecture!in!mathematics!named!

after!Lothar!Collatz,!who!first!proposed!the!problem!in!1937.!!The!conjecture!includes!a!recurrence!relation,!“triple!and!

add!1,”!as!part!of!the!problem!statement.!!A!worthwhile!activity!for!you!and!your!class!is!to!read!about!the!conjecture!

online.!

!

Classwork&

Example&1 &

Fill!in!the!“doubling!and!adding!5”!below:&

Number! Double!and!add!5!

1! 1 ∙ 2 + 5 = 7!

7!
_______________!

______! _______________!

______! _______________!

______! _______________!

&

Exercise&1&

Complete!the!tables!below!for!the!given!starting!number.!

Number! Double!and!add!5!

2!
_______________!

______! _______________!

______! _______________!

!

Number! Double!and!add!5!

3!
_______________!

______! _______________!

______! _______________!
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Exercise&2&

Given!a!starting!number,!double!it!and!add!5!to!get!the!result!of!round!1.!Double!the!result!of!Round!1!and!add!5,!and!so!

on.!!The!goal!of!the!game!is!to!find!the!smallest!starting!whole!number!that!produces!a!result!of!100!or!greater!in!3!

rounds!or!less.!

&

&

&

&

&

&

&

&

&

&

&

&

Exercise&3&

Using!a!generic!initial!value,!!0,!and!the!recurrence!relation,!!!+1 = 2!! + 5,!for!! ≥ 0,!find!a!formula!for!!1, !2, !3, !4!in!
terms!of!!0.!
! &
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Problem&Set&&
&
1. Write!down!the!first!5!terms!of!the!recursive!sequences!defined!by!the!initial!values!and!recurrence!relations!below:!

!

a. !! = 0!and!!!!! = !! + 1,!for!! ≥ 0,!
b. !! = 1!and!!!!! = !! + 1,!for!! ≥ 1,!!
c. !! = 2!and!!!!! = !! + 2,!for!! ≥ 1,!!!
d. !! = 3!and!!!!! = !! + 3,!for!! ≥ 1,!!
e. !! = 2!and!!!!! = 2!!,!for!! ≥ 1,!!
f. !! = 3!and!!!!! = 3!!,!for!! ≥ 1,!!
g. !! = 4!and!!!!! = 4!!,!for!! ≥ 1,!!
h. !! = 1!and!!!!! = (−1)!!,!for!! ≥ 1,!!

i. !! = 64!and!!!!! = (− !
!)!!,!for!! ≥ 1,!!!

!

2. Look!at!the!sequences!you!created!in!problems!1b!through!1d.!!How!would!you!define!a!recursive!sequence!that!

generates!multiples!of!31?!!

!

3. Look!at!the!sequences!you!created!in!problems!1e!through!1g.!!How!would!you!define!a!recursive!sequence!that!

generates!powers!of!15?!!!

!

4. The!following!recursive!sequence!was!generated!starting!with!an!initial!value!of!!!,!and!the!recurrence!relation!
!!!! = 3!! + 1,!for!! ≥ 0.!!Fill!in!the!blanks!of!the!sequence:!

!

(_______,!!!_______,!!!94,!!!_______,!!!850,!!!!______).!
!

!

5. For!the!recursive!sequence!generated!by!initial!value,!!!,!and!recurrence!relation,!!!!! = !! + 2,!for!! ≥ 0,!find!a!
formula!for!!!, !!, !!, !!!in!terms!of!!!.!!Describe!in!words!what!this!sequence!is!generating.!!

!

6. For!the!recursive!sequence!generated!by!initial!value,!!0,!and!recurrence!relation,!!!+1 = 3!! + 1,!for!! ≥ 0,!find!a!
formula!for!!1, !2, !3!in!terms!of!!0.!
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Lesson&25:&&Solving&Problems&in&Two&Ways—Rates&and&Algebra&

&
Classwork&
Exercise&1&

a. Solve!the!following!problem!first!using!a!tape!diagram!and!then!using!an!equation:!In!a!school!choir,!½!of!the!
members!were!girls.!At!the!end!of!the!year,!3!boys!left!the!choir!and!the!ratio!of!boys!to!girls!became!3:4.!How!
many!boys!remained!in!the!choir?!!

!

!

!

!

!

!

!

!

!

!

!

!

!

!

!

!

!

!

b. Which!problem!solution,!the!one!using!a!tape!diagram!or!the!one!using!an!equation,!was!easier!to!set!up!and!
solve?!!Why!

!

!

!

!

!

!

!

!
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Exercise&2&

a. Read!the!following!problem:!'

All!the!printing!presses!at!a!print!shop!were!scheduled!to!make!copies!of!a!novel!and!a!cookbook.!They!were!to!
print!the!same!number!of!copies!of!each!book,!but!the!novel!had!twice!as!many!pages!as!the!cookbook.!All!of!
the!printing!presses!worked!for!the!first!day!on!the!larger!book,!turning!out!novels.!Then,!on!day!two,!the!
presses!were!split!into!two!equally!sized!groups.!The!first!group!continued!printing!copies!of!the!novel!and!
finished!printing!all!the!copies!by!the!evening!of!the!second!day.!The!second!group!worked!on!the!cookbook,!
but!did!not!finish!by!evening.!One!printing!press,!working!for!two!additional!full!days,!finished!printing!the!
remaining!copies!of!the!cookbooks.!If!all!printing!presses!printed!pages!(for!both!the!novel!and!cookbook)!at!
the!same!constant!rate,!how!many!printing!presses!are!there!at!the!print!shop?!

!
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!

b. Solve!the!problem!in!Exercise!2(a)!working!with!rates!to!setup!a!tape!diagram!or!an!area!model.!
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c. Solve!the!problem!in!Exercise!2(a)!by!setting!up!an!equation.!
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Problem&Set&
&
1. Solve!the!following!problems!first!using!a!tape!diagram,!then!by!setting!up!an!equation.!For!each,!give!your!opinion!

on!which!solution!method!was!easier.!Can!you!see!the!connection(s)!between!the!two!methods?!What!does!each!
“unit”!in!the!tape!diagram!stand!for?!!

a. 16!years!from!now,!Pia’s!age!will!be!twice!her!age!12!years!ago.!Find!her!present!age.!!

b. The!total!age!of!a!woman!and!her!son!is!51!years.!Three!years!ago,!the!woman!was!eight!times!as!old!as!her!
son.!How!old!is!her!son!now?!!

c. Five!years!from!now,!the!sum!of!the!ages!of!a!woman!and!her!daughter!will!be!40!years.!The!difference!in!their!
present!age!is!24!years.!How!old!is!her!daughter!now?!!

d. Find!three!consecutive!integers!such!that!their!sum!is!51.!!

!

2. Solve!the!following!problems!by!setting!up!an!equation!or!inequality.!

a. If!two!numbers!represented!by!(2! + 1)!and!(2! + 5)!have!a!sum!of!74,!find!m.!!

b. Find!two!consecutive!even!numbers!such!that!the!sum!of!the!smaller!number!and!twice!the!greater!number!is!
100.!!

c. If!9!is!subtracted!from!a!number,!and!the!result!is!multiplied!by!19,!the!product!is!171.!Find!the!number.!!

d. The!product!of!two!consecutive!whole!numbers!is!less!than!the!sum!of!the!square!of!the!smaller!number!and!
13.!!

!

3. The!length,!18!meters,!is!the!answer!to!the!following!question.!!

“The!length!of!a!rectangle!is!three!meters!longer!than!its!width.!The!area!of!the!rectangle!is!270!square!meters.!
What!is!the!length!of!the!rectangle?”!!

Rework!this!problem:!Write!an!equation!using!L!be!the!length!(in!meters)!of!the!rectangle!that!would!lead!to!the!
solution!of!the!problem.!Check!that!the!answer!above!is!correct!by!substituting!18!for!L!in!your!equation.!!

!

4. Jim!tells!you!he!paid!a!total!of!$23,078.90!for!a!car,!and!you!would!like!to!know!the!price!of!the!car!before!sales!tax!
so!that!you!can!compare!the!price!of!that!model!of!car!at!various!dealers.!Find!price!of!the!car!before!sales!tax!if!Jim!
bought!the!car!in:!!

a. Arizona,!where!the!sales!tax!is!6.6%.!!

b. New!York,!where!the!sales!tax!is!8.25%.!!

c. A!state!where!the!sales!tax!is!!%.!!
!

5. A!checking!account!is!set!up!with!an!initial!balance!of!$9400,!and!$800!is!removed!from!the!account!at!the!end!of!
each!month!for!rent!(no!other!user!transactions!occur!on!the!account).!!

a. Write!an!inequality!whose!solutions!are!the!months,!!,!in!which!the!account!balance!is!greater!than!$3000.!
Write!the!solution!set!to!your!equation!by!identifying!all!of!the!solutions.!!

b. Make!a!graph!of!the!balance!in!the!account!after!m!months!and!indicate!on!the!plot!the!solutions!to!your!
inequality!in!part!(a).!!
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6. Axel!and!his!brother!like!to!play!tennis.!About!three!months!ago!they!decided!to!keep!track!of!how!many!games!
they!have!each!won.!As!of!today,!Axel!has!won!18!out!of!the!30!games!against!his!brother.!!

a. How!many!games!would!Axel!have!to!win!in!a!row!in!order!to!have!a!75%!winning!record?!!

b. How!many!games!would!Axel!have!to!win!in!a!row!in!order!to!have!a!90%!winning!record?!!

c. Is!Axel!ever!able!to!reach!a!100%!winning!record?!Explain!why!or!why!not.!!

d. Suppose!that!after!reaching!a!winning!record!of!90%!in!part!(b),!Axel!had!a!losing!streak.!How!many!games!in!a!
row!would!Axel!have!to!lose!in!order!to!drop!down!to!a!winning!record!of!60%!again?!!

!

7. Omar!has!$84!and!Calina!has!$12.!How!much!money!must!Omar!give!to!Calina!so!that!Calina!will!have!three!times!as!
much!as!Omar?!!

a. Solve!the!problem!above!by!setting!up!an!equation.!!

b. In!your!opinion,!is!this!problem!easier!to!solve!using!an!equation,!or!using!a!tape!diagram?!Why?!!
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Lesson&24:&&Applications&of&Systems&of&Equations&and&Inequalities&

&
Classwork&&
Opening&Exercise&

In!Lewis!Carroll’s!Through'the'Looking'Glass,'Tweedledum!says,!“The!sum!of!your!weight!and!twice!mine!is!361!pounds.”!!

Tweedledee!replies,!“The!sum!of!your!weight!and!twice!mine!is!362!pounds.”!!Find!both!of!their!weights.!

!

!

!

!

!

!

!

!

!

Example&1 &

Lulu!tells!her!little!brother,!Jack,!that!she!is!holding!20!coins!all!of!which!are!dimes!and!quarters.!!They!have!a!value!of!

$4.10.!!She!says!she!will!give!him!the!coins!if!he!can!tell!her!how!many!of!each!she!is!holding.!!Solve!this!problem!for!Jack.!!!

!
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Exploratory&Challenge&

a. At!a!state!fair,!there!is!a!game!where!you!throw!a!ball!at!a!pyramid!of!cans.!!If!you!knock!over!all!of!the!cans,!

you!win!a!prize.!!The!cost!is!3!throws!for!$1,!but!if!have!you!an!armband,!you!get!6!throws!for!$1.!!The!

armband!costs!$10.!

i. Write!two!cost!equations!for!the!game!in!terms!of!the!number!of!throws!purchased!–!one!without!an!

armband!and!one!with.!

!

!

!

!

!

ii. Graph!the!two!cost!equations!on!the!same!graph.!!Be!sure!to!label!the!axes!and!show!an!appropriate!

scale.!

!

!

iii. Does!it!make!sense!to!buy!the!armband?!

!

!

!

! !
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b. A!clothing!manufacturer!has!1000!yd.!of!cotton!to!make!shirts!and!pajamas.!!A!shirt!requires!1!yd.!of!fabric!and!

a!pair!of!pajamas!requires!2!yd.!of!fabric.!!It!takes!2!hr.!to!make!a!shirt!and!3!hr.!to!make!the!pajamas,!and!

there!are!1600!hr.!available!to!make!the!clothing.!

i. What!are!the!variables?!

!

!

!

ii. What!are!the!constraints?!

!

!

!

iii. Write!inequalities!for!the!constraints.!!

!

!

!

iv. Graph!the!inequalities!and!shade!the!solution!set.!

!

v. What!does!the!shaded!region!represent?!

!

!

!

vi. Suppose!he!makes!a!profit!of!$10!on!shirts!and!$18!on!pajamas.!!How!would!he!decide!how!many!of!each!

to!make?!

!

!

!

vii. How!many!of!each!should!he!make,!assuming!he!will!sell!all!the!shirts!and!pajamas!he!makes?!
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Problem&Set&&
&
1. Find!two!numbers!such!that!the!sum!of!the!first!and!three!times!the!second!is!5!and!the!sum!of!second!and!two!

times!the!first!is!8.!

!

2. A!chemist!has!two!solutions:!!a!50%!methane!solution!and!an!80%!methane!solution.!!He!wants!100!ml!of!a!70%!

methane!solution.!!How!many!ml!of!each!solution!does!he!need!to!mix?!

!

3. Pam!has!two!part!time!jobs.!!At!one!job,!she!works!as!a!cashier!and!makes!$8!per!hour.!!At!the!second!job,!she!

works!as!a!tutor!and!makes!$12!per!hour.!!One!week!she!worked!30!hours!and!made!$268.!!How!many!hours!did!

she!spend!at!each!job?!

!

4. A!store!sells!Brazilian!coffee!for!$10!per!lb.!and!Columbian!coffee!for!$14!per!lb.!!If!they!decide!to!make!a!150Hlb.!

blend!of!the!two!and!sell!it!for!$11!per!lb.,!how!much!of!each!type!of!coffee!should!be!used?!

!

5. A!potter!is!making!cups!and!plates.!!It!takes!her!6!min.!to!make!a!cup!and!3!min.!to!make!a!plate.!!Each!cup!uses!

!
!!lb.!

of!clay!and!each!plate!uses!1!lb.!of!clay.!!She!has!20!hr.!available!to!make!the!cups!and!plates!and!has!250!lb.!of!clay.!

a. What!are!the!variables?!

b. Write!inequalities!for!the!constraints.!

c. Graph!and!shade!the!solution!set.!

d. If!she!makes!a!profit!of!$2!on!each!cup!and!$1.50!on!each!plate,!how!many!of!each!should!she!make!in!order!

to!maximize!her!profit?!

e. What!is!her!maximum!profit?!
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Lesson&23:&&Solution&Sets&to&Simultaneous&Equations&

&
Classwork&&

Opening&Exercise&

Here!is!a!system!of!two!linear!equations.!!Verify!that!the!solution!to!this!system!is!(3,4).!!
! Equation!A1:!! = ! + 1!
! Equation!A2:!! = −2! + 10!
!

!

!

!

Exploratory&Challenge&

a. Write!down!another!system!of!two!linear!equations!whose!solution!is!(3, 4).!!This!time!make!sure!both!linear!
equations!have!a!positive!slope.!!

!

!
!

!

b. Verify!that!the!solution!to!this!system!of!two!linear!
equations!is! 3,4 .!

!

!
!

!

c. Graph!equation!B1!and!B2.!!

!

d. Are!either!B1!or!B2!equivalent!to!the!original!A1!or!A2?!!
Explain!your!reasoning.!

!

!

!

!

!

!
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e. Add!A1!and!A2!to!create!a!new!equation!C1.!!Then,!multiply!A1!by!3!to!create!a!new!equation!C2.!!Why!is!the!
solution!to!this!system!also!(3,!4)?!!Explain!your!reasoning.!

!

!

!

!

!

!

The!following!system!of!equations!was!obtained!from!the!original!system!by!adding!a!multiple!of!equation!A2!to!
equation!A1.!

Equation!D1:!! = ! + 1!
Equation!D2:!3! = −3! + 21!

!

f. What!multiple!of!A2!was!added!to!A1!to!create!D2?!

!

!

!

!

g. What!is!the!solution!to!the!system!of!two!linear!equations!formed!by!D1!and!D2?!

!

!

!
!

h. Is!D2!equivalent!to!the!original!A1!or!A2?!!Explain!your!reasoning.!

!

!

!

!

i. Start!with!equation!A1.!!Multiply!it!by!a!number!of!your!choice!and!add!the!result!to!equation!A2.!!This!creates!
a!new!equation!E2.!!Record!E2!below!to!check!if!the!solution!is!(3,4).!
Equation!E1:!! = ! + 1!
Equation!E2:!

& &
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Example&1:&&Why&Does&the&Elimination&Method&Work? &&

Solve!this!system!of!linear!equations!algebraically.!

! ORIGINAL!SYSTEM! NEW!SYSTEM! SOLUTION!

! 2! + ! = 6!
! ! − 3! = −11!
!

!

!

!

!

!

!

Exercises&1&–&2&

1. Explain!a!way!to!create!a!new!system!of!equations!with!the!same!solution!as!the!original!that!eliminates!variable!!!
from!one!equation,!then!determine!the!solution.!

! ORIGINAL!SYSTEM! NEW!SYSTEM! SOLUTION!

! 2! + 3! = 7!
! ! − ! = 1!
!

!

!

!

2. Explain!a!way!to!create!a!new!system!of!equations!with!the!same!solution!as!the!original!that!eliminates!variable!!!
from!one!equation,!then!determine!the!solution.!

!! ORIGINAL!SYSTEM! NEW!SYSTEM! SOLUTION!

! 2! + 3! = 7!
! !! − ! = 1!
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Problem&Set&
&

Try!to!answer!the!following!without!solving!for!!!and!!!first:!
1. If!3!! + !2!! = !6!and!!! + !!! = !4,!then!

!:!2!! + !!! =!?! b.!4!! + !3!! =!?!
!

2. You!always!get!the!same!solution!no!matter!which!two!of!the!four!equations!you!choose!from!Problem!1!to!form!a!
system!of!two!linear!equations.!!Explain!why!this!is!true.!

!

3. Solve!the!system!of!equations:!
! = !

! !
! = −! + 5

!by!graphing.!!Then,!create!a!new!system!of!equations!that!has!the!

same!solution.!!Show!either!algebraically!or!graphically!that!the!systems!have!the!same!solution.!!

!

4. Without!solving!the!systems,!explain!why!the!following!systems!must!have!the!same!solution.!
System!!.!!4!!– !5!! = !13! ! System!!!:!!8!!– !10!! = !26!
! 3!! + !6!! = !11! !!!!!!!– !11!!! = !2!

!

Solve!each!system!of!equations!by!writing!a!new!system!that!eliminates!one!of!the!variables.!

5. 2!! + !!! = !25!
4!! + !3!! = !9!

6. 3!! + !2!! = !4!
4! + !7!! = !1!

&

!
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Lesson&22:&&Solution&Sets&to&Simultaneous&Equations&

&
Classwork&&
Opening&Exercise&

Consider!the!following!compound!sentence:!!!! + !!! > !10!and!!! = !2!! + !1.!
a. Circle!all!the!ordered!pairs!(!, !)!that!are!solutions!!

to!the!inequality!!! + !!! > !10!(below).!
!

b. Underline!all!the!ordered!pairs!(!, !)!that!are!solutions!
to!the!equation!!! = !2!! + !1.!

!

3,7 ! 7, 3 ! −1,14 ! 0,1 ! 12,25 !

!

5,11 ! 0, 12 ! 1,8 ! 12,0 ! −1,−1 !
&

c. List!the!ordered!pair(s)!(!, !)!from!above!that!are!solutions!to!the!compound!sentence!!!! + !!! > !10!and!
!! = !2!! + !1.!

!

!

!

d. List!three!additional!ordered!pairs!that!are!solutions!to!the!compound!sentence!!! + ! > 10!and!! = 2! + 1.!
!

!

!

!

e. Sketch!the!solution!set!to!the!inequality!!! + !!! > !10!and!
the!solution!set!to!!!! = !2!! + !1!on!the!same!set!of!
coordinate!axes.!Highlight!the!points!that!lie!in!BOTH!
solution!sets. !

!

!

f. Describe!the!solution!set!to!!! + !!! > !10!and!!
!! = !2!! + !1.!

! &
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Example&1 &

Solve!the!following!system!of!equations.!

! = 2! + 1
! − ! = 7 !

!

! Graphically:! Algebraically:!

!

Exercise&1&

Solve!each!system!first!by!graphing!and!then!algebraically.!

a. 
!!! = !4!!– !1!
! = − !

! ! + 8
!

!
!
!
!

!

!

!

!

!
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b. 2!! + !!! = !4
2! + 3! = 9 !

 
 
 
 
 
 
 
 
 

!
!

c. 3x + y = 5
3x + y = 8!

!

!

!

!

!

!

!

!

Example&2 &

Now!suppose!the!system!of!equations!from!Exercise!C!was!instead!a!system!of!
inequalities:!

!
3! + ! ≥ 5
3! + ! ≤ 8!

Graph!the!solution!set. !

!

!

!

!

!

!
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Example&3 &

Graph!the!solution!set!to!the!system!of!inequalities.!!

2!!– !!! < !3!and!4!! + !3!! ≥ !0!
!

!

!

!

!

!

!

Exercise&2&

Graph!the!solution!set!to!each!system!of!inequalities.!

a. ! − ! > 5
! > −1 !

&

&

&

&

&

&

&

&

&

&

&

b. 
! ≤ ! + 4
! ≤ 4 − !
! ≥ 0

!

! &
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Problem&Set&
&
1. Solve!the!following!system!of!equations!first!by!graphing!and!then!

algebraically.!!
4! + ! = −5
! + 4! = 12 !

!

!

!

!

!

2. !

a. Without!graphing,!construct!a!system!of!two!linear!equations!where!
(0,!5)!is!a!solution!to!the!first!equation!but!not!to!the!second!equation!
and!where!(3,!8)!is!a!solution!to!the!system.!

!

!

!

!

!

b. Graph!the!system!and!label!the!graph!to!show!that!the!system!you!
created!in!part!(a)!satisfies!the!given!conditions.!

!

!

&

3. Consider!two!linear!equations.!!The!graph!of!the!first!equation!is!shown.!And!a!table!of!values!satisfying!the!second!
equation!is!given.!!What!is!the!solution!to!the!system!of!the!two!equations?!

&

&

!

!

!

!

!

! !

!! – 4! – 2! 0! 2! 4!
!! – 26! – 18! – 10! – 2! 6!
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4. Graph!the!solution!to!the!following!system!of!inequalities:!
x ≥ 0
y < 2

x + 3y > 0
!

&

&

&

&

&

&

&

5. Write!a!system!of!inequalities!that!represents!the!shaded!region!of!the!graph!shown.!

!

6. For!each!question!below,!provide!an!explanation!or!an!example!to!support!your!claim.!

a. Is!it!possible!to!have!a!system!of!equations!that!has!no!solution?!!!

b. Is!it!possible!to!have!a!system!of!equations!that!has!more!than!one!solution?!!!

c. Is!it!possible!to!have!a!system!of!inequalities!that!has!no!solution?!!!
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Lesson&21:&&Solution&Sets&to&Inequalities&with&Two&Variables&

&

Classwork&

Exercise&1&

a. Circle!each!ordered!pair!(!, !)!that!is!a!solution!to!the!equation!4! − ! ≤ 10.!!
!

i. 3,2 ! 2, 3 ! −1,−14 ! 0,0 ! 1,−6 !
!

!

ii. 5,10 ! 0,−10 ! 3,4 ! 6,0 ! 4,−1 !
!

!
b. Plot!each!solution!as!a!point!(!, !)!in!the!coordinate!plane.!!

!

!

!

c. How!would!you!describe!the!location!of!the!solutions!in!the!
coordinate!plane?!!

!

!

!

! &
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Exercise&2&

a. Discover!as!many!additional!solutions!to!the!equation!4! − ! ≤ 10!as!possible.!!!Organize!your!solutions!by!
plotting!each!solution!as!a!point!(!, !)!in!the!coordinate!plane.!!Be!prepared!to!share!the!strategies!used!to!
find!your!solutions.!

!

!

!

!

!

b. Graph!the!line!! = 4! − 10.!!What!do!you!notice!about!the!
solutions!to!the!inequality!4! − ! ≤ 10!and!the!graph!of!the!line!
! = 4! − 10?!!

!

c. Solve!the!inequality!for!!. !
!
!

!

!

!

!

d. Complete!the!following!sentence:!!If!an!ordered!pair!is!a!solution!to!4! − ! ≤ 10,!then!it!will!be!located!!!!!!
! ! ! the!line!! = 4! − 10.!!Explain!how!you!arrived!at!your!conclusion.!
& &
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Example&1 &

The!solution!to!! + ! = 20!is!shown!on!the!graph!below.!
a. Graph!the!solution!to!! + ! ≤ 20!

!

!

!

b. Graph!the!solution!to!! + ! ≥ 20!

!

c. Graph!the!solution!to!! + ! < 20!

!

!

!

d. Graph!the!solution!to!! + ! > 20!!

! &
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Exercises&3–5&

3. Using!a!separate!sheet!of!graph!paper,!plot!the!solution!sets!to!the!following!equations!and!inequalities:!

a. ! − ! = 10!
b. ! − ! < 10!
c. ! > ! − 10!
d. ! ≥ !!
e. ! ≥ !!

f. ! = 5!
g. ! < 5!
h. ! ≥ 5!
i. ! ≠ 1!
j. ! = 0!

k. ! > 0!
l. ! < 0!
m. !! − ! = 0!
n. !! + !! > 0!
o. !" ≤ 0!

!

Which!of!the!inequalities!in!this!exercise!are!linear!inequalities?!

!

!

!

!

!

!

!

4. Describe!in!words!the!halfEplane!that!is!the!solution!to!each!inequality.!

a. ! ≥ 0!!
!

!

!

b. ! < −5!
!

!

!

c. ! ≥ 2! − 5!
!

!

!

d. ! < 2! − 5!
! !

A!half'plane'is!the!graph!of!a!solution!set!in!the!Cartesian!coordinate!plane!of!an!inequality!in!two!realEnumber!
variables!that!is!linear!and!strict.!
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5. Graph!the!solution!set!to!! < −5,!reading!it!as!an!inequality!in!one!variable!and!describe!the!solution!set!in!words.!!
Then!graph!the!solution!set!to!!! < !−5!again,!this!time!reading!it!as!an!inequality!in!two!variables,!and!describe!the!
solution!set!in!words.!!!

!

!

!

&

&

&

&

&

&

&

&

&

& &
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&

&

Problem&Set&&

&

1. Match!each!inequality!with!its!graph.!!Explain!your!
reasoning.!!

a. 2! − ! > 6!
!

!

b. ! ≤ 2! − 6!
!

!

c. 2! < ! + 6!
!

!

d. 2! − 6 ≤ !!
!

!

2. Graph!the!solution!set!in!the!coordinate!plane.!!Support!your!answer!by!selecting!two!ordered!pairs!in!the!solution!
set!and!verifying!that!they!make!the!inequality!true.!
!

a. −10! + ! > 25! b. −6 ≤ !! c. ! ≤ −7.5! + 15!

Lesson&Summary!

An!ordered!pair!is!a!solution!to!a!two!variable!inequality!if,!when!each!number!is!substituted!into!its!corresponding!
variable,!it!makes!the!inequality!a!true!number!sentence.!!!!

Each!ordered!pair!of!numbers!in!the!solution!set!of!the!inequality!corresponds!to!a!point!on!the!coordinate!plane.!!!
The!set!of!all!such!points!in!the!coordinate!plane!is!called!the!graph!of!the!inequality.&&&

The!graph!of!a!linear!inequality!in!the!coordinate!plane!is!called!a!half3plane.!

!

����



!
!
!
!
!

!

Lesson&21:& Solution!Sets!to!Inequalities!with!Two!Variables!
Date:& 12/28/13!
!

S.123&

!
©!2013!Common!Core,!Inc.!Some!rights!reserved.!commoncore.org!

!
This!work!is!licensed!under!a!!
Creative!Commons!AttributionENonCommercialEShareAlike!3.0!Unported!License.!!

!!!!NYS&COMMON&CORE&MATHEMATICS&CURRICULUM& M1!Lesson&21&

ALGEBRA'I'

! !

d. 2! − 8! ≤ 24!

!

e. 3! < !!

!

f. 2! > 0!

!

!

3. Marti!sells!tacos!and!burritos!from!a!food!truck!at!the!farmers!market.!!She!sells!burritos!for!$3.50!each,!and!tacos!
for!$2.00!each.!!She!hopes!to!earn!at!least!$120!at!the!farmers!market!this!Saturday.!

a. Identify!3!combinations!of!tacos!and!burritos!that!will!earn!Marti!more!than!$120.!

b. Identify!3!combinations!of!tacos!and!burritos!that!will!earn!Marti!exactly!$120.!

c. Identify!3!combinations!of!tacos!and!burritos!that!will!not'earn!Marti!at!least!$120.!

d. Graph!your!answers!to!parts!(a–c)!in!the!coordinate!plane!and!then!shade!a!halfEplane!that!contains!all!
possible!solutions!to!this!problem.!

e. Create!a!linear!inequality!that!represents!the!solution!to!this!problem.!Let!!!equal!the!number!of!burritos!that!
Marti!sells,!and!let!y!equal!the!number!of!tacos!that!Marti!sells.!!

f. Are!the!points!(10,!49.5)!a!solution!to!inequality!you!created!in!part!(e)?!!Explain!your!reasoning.!
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Lesson&20:&&Solution&Sets&to&Equations&with&Two&Variables&

&
Classwork&

Exercise&1&

a. Circle!all!the!ordered!pairs!(!, !)!that!are!solutions!to!the!equation!4! − ! = 10.!
!

! 3,2 ! 2, 3 ! −1,−14 ! 0,0 ! 1,−6 !

!

! 5,10 ! 0,−10 ! 3,4 ! 6,0 ! 4,−1 !

!

b. How!did!you!decide!whether!or!not!an!ordered!pair!was!a!solution!to!the!equation?!

!

!

!

Exercise&2&

a. Discover!as!many!additional!solutions!to!the!equation!4! − ! = 10!as!possible.!!!Consider!the!best!way!to!
organize!all!the!solutions!you!have!found.!!Be!prepared!to!share!the!strategies!you!used!to!find!your!solutions.!

!

!

b. Now,!find!5!more!solutions!where!one!or!more!variables!are!
negative!numbers!or!nonFinteger!values.!!Be!prepared!to!
share!the!strategies!you!used!to!find!your!solutions.!

!

!

c. How!many!ordered!pairs!(!, !)!will!be!in!the!solution!set!of!
the!equation!4! − ! = 10?!

!

!

d. Create!a!visual!representation!of!the!solution!set!by!plotting!
each!solution!as!a!point!(!, !)!in!the!coordinate!plane.!

!

!

e. Why!does!it!make!sense!to!represent!the!solution!to!the!equation!4! − ! = 10!as!a!line!in!the!coordinate!
plane?!

&
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Exercises&3–5&

3. The!sum!of!two!numbers!is!!25.!!What!are!the!numbers?!

a. Create!an!equation!using!two!variables!to!represent!this!
situation.!!Be!sure!to!explain!the!meaning!of!each!variable.!

!

!

!

!

!

b. List!at!least!6!solutions!to!the!equation!you!created!in!part!(a).!
!

!

!

!

!

c. Create!a!graph!that!represents!the!solution!set!to!the!equation.!

&

&

&

4. Gia!had!25!songs!in!a!playlist!composed!of!songs!from!her!two!favorite!artists,!Beyonce!and!Jennifer!Lopez.!!How!
many!songs!did!she!have!by!each!one!in!the!playlist?!

a. Create!an!equation!using!two!variables!to!represent!this!situation.!!Be!sure!to!explain!the!meaning!of!each!
variable.!

!

!

!

!

!

b. List!at!least!3!solutions!to!the!equation!you!created!in!part!(a).!
!

!

!

!

!

c. Create!a!graph!that!represents!the!solution!set!to!the!
equation.!

!

!
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5. Compare!your!solutions!to!Exercises!3!and!4.!!How!are!they!alike?!!How!are!they!different?!
!

!

& &
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&
&
Problem&Set&&
&
1. Match!each!equation!with!its!graph.!!

Explain!your!reasoning.!

a. ! = 5! − 6!!
!

!

!

!

b. ! + 2! = −12!
!

!

!

!

c. 2! + ! = 4!
!

!

!

!

d. ! = 3! − 6!
!

!

!

!

e. ! = −! − 4!
!

! !

Lesson&Summary!

An!ordered!pair!is!a!solution!to!a!two!variable!equation!when!each!number!substituted!into!its!corresponding!
variable!makes!the!equation!a!true!number!sentence.!!!All!of!the!solutions!to!a!two!variable!equation!are!called!the!
solution'set.!

Each!ordered!pair!of!numbers!in!the!solution!set!of!the!equation!corresponds!to!a!point!on!the!coordinate!plane.!!!
The!set!of!all!such!points!in!the!coordinate!plane!is!called!the!graph'of'the'equation.'

!

!!2!!!1!

!!5!

!!4!!!3!
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2. Graph!the!solution!set!in!the!coordinate!plane.!!Label!at!least!two!ordered!pairs!that!are!solutions!on!your!graph.!

a. 10! + 6! = 100! b. ! = 9.5! + 20! c. 7! − 3! = 21! d. ! = 4(! + 10)!

!

!

!

3. Mari!and!Lori!are!starting!a!business!to!make!gourmet!toffee.!!They!gather!the!following!information!from!another!
business!about!prices!for!different!amounts!of!toffee.!!Which!equation!and!which!graph!are!most!likely!to!model!the!
price!p!for!!!pounds!of!toffee?!!Justify!your!reasoning.!

! Graph!1! Graph!2!

Pounds!
!!

Price!!!for!
!!pounds!

0.25! $3.6!

0.81! $6.48!

1! $7.2!

1.44! $8.64!

&

Equation!A:!!! = 5! + 2.2!
Equation!B:!!! = 7.2 !!

!

!
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Lesson&19:&&Rearranging&Formulas&

&
Classwork&

Exercise&1&

Solve!each!equation!for!!.!For!part!(c),!remember!a!variable!symbol,!like!!,!!,!and!!,!represents!a!number.!

a. 2! − 6 = 10! b. −3! − 3 = −12! c. !" − ! = !!
'

'
'
'
'
'
'
!

Exercise&2&

Compare!your!work!in!parts!(a)!through!(c)!above.!!Did!you!have!to!do!anything!differently!to!solve!for!!!in!part!(c)?!
!

!

!

!

!
!

!

!

Exercise&3&

Solve!the!equation!!" − ! = !!for!!.!!The!variable!symbols!!,!!,!and!!!represent!numbers.!

!

!

!

!
!

!

!
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Example&1:&&Rearranging&Familiar&Formulas &

The!area!!!of!a!rectangle!is!25!in2.!!!The!formula!for!area!is!! = !".!
! If!the!width!!!is!10!inches,!what!is!the!length!!?!

!
!

! If!the!width!!'is!15!inches,!what!is!the!length!!?!
!

!

! Rearrange!the!area!formula!to!solve!for!!.! ! ! = !"!
!

!
! = !"

! !

!
! = !!!"!! = !

!!
!

! Verify!that!the!area!formula,!solved!for!!!will!give!the!same!results!for!!!as!having!solved!for!!!in!the!original!
area!formula.!!!
!

!

!

Exercise&4&

Solve!each!problem!two!ways.!!First,!substitute!the!given!values!and!solve!for!the!given!variable.!!Then,!solve!for!the!
given!variable!and!substitute!the!given!values.!

a. The!perimeter!formula!for!a!rectangle!is!! = 2(! + !)!where!!!represents!the!perimeter,!!!represents!the!length,!
and!!!represents!the!width.!!Calculate!!!when!! = 70!and!! = 15.!

!

!

!

!

!

b. The!area!formula!for!a!triangle!is!! = 1
2 !ℎ!!,!where!!!represents!the!area;!!!represents!the!length!of!the!base,!and!

ℎ!represents!the!height.!!Calculate!!!when!! = 100!and!ℎ = 20.!!
!

!

!

!
!

!

!! = !25!!"!! !!

!!
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Exercise&5&

Rearrange!each!formula!to!solve!for!the!specified!variable.!!Assume!no!variable!is!equal!to!0.!!!!
a. Given!!! = !(1 + !"),!

i. Solve!for!!.! !
!

!

!

!

!

!
ii. Solve!for!!.!

!

!

!

!

!
!

!

b. Given!! = 1
2!!

!,!

i. Solve!for!!.! !

!

!

!

!

!

! ! !
ii. Solve!for!!.!
!

!

!

!

!

!

!

!

!
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Example&2:&&Comparing&Equations&with&one&Variable&to&those&with&more&than&one&Variable &

Equation&Containing&More&Than&One&Variable& Related&Equation&
Solve!!" + ! = !!– !"!for!!.!

!
!

Solve!3! + 4 = 6 − 5!!for!!.!
!
!
!
!
!
!
!
!
!

Solve!for!!.!
!

!"
! + !"! = !!

!
!

!
!
!
!
!

Solve!for!!.!
!

2!
5 + !7 = 3!

!

&

& &
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!

&
Problem&Set&&
&
Solve!each!equation!for!!.!

1. !" + 3! = 2!! 2. !" + ℎ = !" − !! 3. 3!" = 2!(! − 5!)! 4. 
!!!
! = !!

5. !
! − 7 = 2!! 6. 

!
! −

!
! = !"! 7. 

!
! −

!
! =

!
!! 8. 

!!"!!!
! = 4!!

9. Solve!for!!.!!

! = !"
! + !!

10. Solve!for!!.! !
1
! +

1
! =

1
!!

11. Solve!for!!.! !

! = !!!
12. Solve!for!ℎ.!

! = !!!ℎ!

13. Solve!for!!.! !

! = 4 !!

14. Solve!for!!.!
! = !!"!! !

15. Solve!for!!.!
!" + !" = !!

16. Solve!for!!!!

! = 1
2 ℎ !! + !! !

!!!! ! !!!!!!!!! ! !!!!!!! ! !!!!!!
17. The!science!teacher!wrote!three!equations!on!a!board!that!relate!velocity, !,!distance!traveled,!!,!and!the!time!to!

travel!the!distance, !,!on!the!board.! ! ! !

! = !
! ! ! = !

!! ! = !"!
! Would!you!need!to!memorize!all!three!equations!or!could!you!just!memorize!one?!!Explain!your!reasoning.!

!

Lesson&Summary!

The!properties!and!reasoning!used!to!solve!equations!apply!regardless!of!how!many!variables!appear!in!an!
equation!or!formula.!!Rearranging!formulas!to!solve!for!a!specific!variable!can!be!useful!when!solving!applied!
problems.!
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Lesson&18:&&Equations&Involving&a&Variable&Expression&in&the&

Denominator&

&

Classwork&

Opening&Exercise&

Nolan!says!that!he!checks!the!answer!to!a!division!problem!by!performing!multiplication.!For!example,!he!says!that!

20 ÷ 4 = 5!is!correct!because!5×4!!"!20,!and! !! !
!= 6!!is!correct!because!!6× 1

2 !!"!3.!

a. Using!Nolan’s!reasoning!explain!why!there!is!no!real!number!that!is!the!answer!to!the!division!problem!5 ÷ 0.!
!
!

!

!

b. Quentin!says!that!
!
! = 17.!!What!do!you!think?!

!

!

!

!

!

c. Mavis!says!that!the!expression!
!

!!!!!has!a!meaningful!value!for!whatever!value!one!chooses!to!assign!to!!.!Do!
you!agree?!

!

!

!

!
!

d. Bernoit!says!that!the!expression!
!!!!
!!! !!always!has!the!value!3!for!whichever!value!one!assigns!to!!.!Do!you!

agree?!

!

!
!

!

!
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Exercises&1–2&

1. Rewrite!
!"
!!!!as!a!compound!statement.!

!

!

!

2. Consider!
!!!!"

!!!! !!! .!!

a. Is!it!permissible!to!let!! = 5!in!this!expression?!!! !
! !

!

!

b. Is!it!permissible!to!let!! = 3!in!this!expression?!!!
!
!

!

c. Give!all!the!values!of!!!that!are!not!permissible!in!this!expression.!

&

&

&

&

Example&1 &

Consider!the!equation!
!
! =

!
!!!.!

a. Rewrite!the!equation!into!a!system!of!equations.!

!

!

!

!

!

b. Solve!the!equation!for!!,!excluding!the!value(s)!of!!!that!lead!to!a!denominator!of!zero.! !

!

!

!

!

&
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Example&2 &

Consider!the!equation!!
!!!
!!! =

!
!!!.!

a. Rewrite!the!equation!into!a!system!of!equations!! ! !

!

!
!

!

b. Solve!the!equation!for!!,!excluding!the!value(s)!of!!!that!lead!to!a!denominator!of!zero.!!

&

&

&

Exercises&3–11&

Rewrite!each!equation!into!a!system!of!equations!excluding!the!value(s)!of!!!that!lead!to!a!denominator!of!zero;!then,!
solve!the!equation!for!!.!!

3. 
!
! = 1! ! 4. !

!!! = 3!!!

5. 
!

!!! = 4!! ! 6. 
!
! =

!
!!!!! !

7. !
!!! = − !

!!!' ! 8. 
!!!
!!! = 0!!!
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9. 
!!!
!!! = 5! ! 10. 

!!!
!!! = 1!

!

11. A!baseball!player’s!batting!average!is!calculated!by!dividing!the!number!of!times!a!player!got!a!hit!by!the!total!
number!of!times!the!player!was!at!bat.!!It!is!expressed!as!a!decimal!rounded!to!three!places.!!After!the!first!ten!
games!of!the!season,!Samuel!had!12!hits!off!of!33!“at!bats.”!

!

a. What!is!his!batting!average!after!the!first!ten!games?!

!

!

!

!

!
!

b. How!many!hits!in!a!row!would!he!need!to!get!to!raise!his!batting!average!to!above!0.500?!
!

!

!

!

!

!

c. How!many!“at!bats”!in!a!row!without!a!hit!would!result!in!his!batting!average!dropping!below!0.300?!!!
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Problem&Set&
&

1. Consider!the!equation! !" !!!!"
!! !!!! !!! != 0.!!Is!! = 7!permissible?!!Which!values!of!!!are!excluded?!!Rewrite!as!a!

system!of!equations.!

!

2. Rewrite!each!equation!as!a!system!of!equations!excluding!the!value(s)!of!!!that!lead!to!a!denominator!of!zero.!!Then!
solve!the!equation!for!!.!
a. 25! = 1

!!

b. !
!
!! = 10!

c. 
!

!!! = 2!!

d. !
! =

!
!!!!

e. !!!
!!! =

!!!!
!!!"!

!

3. Ross!wants!to!cut!a!40Ifoot!rope!into!two!pieces!so!that!the!length!of!the!first!piece!divided!by!the!length!of!the!
second!piece!is!2.!
a. Let!!!represent!the!length!of!the!first!piece.!!Write!an!equation!that!represents!the!relationship!between!the!

pieces!as!stated!above.!

b. What!values!of!!!are!not!permissible!in!this!equation?!!Describe!within!the!context!of!the!problem,!what!
situation!is!occurring!if!!!were!to!equal!this!value(s).!!!Rewrite!as!a!system!of!equations!to!exclude!the!value(s).!

c. Solve!the!equation!to!obtain!the!lengths!of!the!two!pieces!of!rope.!!(Round!to!the!nearest!10th!if!necessary.)!

!

4. Write!an!equation!with!the!restrictions!!! ≠ 14,'! ≠ 2,!and!! ≠ 0.!
!

5. Write!an!equation!that!has!no!solution.!

!

&

!
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Lesson&17:&&Equations&Involving&Factored&Expressions&

&
Classwork&&
Exercise&1&

1. Solve!each!equation!for!!.!
a. !! − !10! = !0!

!

!

b. 
!
!!+!20! = !0!
!

!

c. Demanding!Dwight!insists!that!you!give!him!two!solutions!to!the!following!equation:!

! − 10 !
2 + 20 = 0!

Can!you!provide!him!with!two!solutions?!

!

!

!

d. Demanding!Dwight!now!wants!FIVE!solutions!to!the!following!equation:!

! − 10 2! + 6 !! − 36 !! + 10 !
2 + 20 = 0!

Can!you!provide!him!with!five!solutions?!

!

!

!

Do!you!think!there!might!be!a!sixth!solution?!

!

!

Consider!the!equation!(! − 4)(! + 3) != !0.!
e. Rewrite!the!equation!as!a!compound!statement.!

! ! !

!

f. Find!the!two!solutions!to!the!equation.!

! !
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Example&1 &

Solve!2!! − 10! = 0,!for!!.!
!

!

!

Example&2 &

Solve!!! ! − 3 + 5 ! − 3 = !0,!for!!.!
!

!

!

Exercises&2–7& &

2. (! + 1)(! + 2) != !0!
!

!

!

3. (3! − 2)(! + 12) != !0! 4. (! − 3)(! − 3) != !0!

5. (! + 4)(! − 6)(! − 10) != !0!
!

!

!

6. !! − 6! = 0! 7. !(! − 5) + 4(! − 5) != 0!

!

Example&3 &

Consider!the!equation!(! − 2)(2! − 3) = (! − 2)(! + 5).!!!Lulu!chooses!to!multiply!through!by!
!

!!!!and!gets!the!!

answer!!! = !8.!!But!Poindexter!points!out!that!! = 2!is!also!an!answer,!which!Lulu!missed.!

a. What’s!the!problem!with!Lulu’s!approach?!

!

!

!

!

b. Use!factoring!to!solve!the!original!equation!for!!.!!!
!

! !
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Exercises&8–11& &

8. Use!factoring!to!solve!the!equation!for!!:!!(!!– !2)(2!!– !3) != ! (!!– !2)(!! + !1).! ! ! !!

! !
&
&
&
&
&
&
&

9. Solve!each!of!the!following!for!!:!!
a. ! + 2 = 5! b. !! + 2! = 5!!

c. ! 5! − 20 + 2 5! − 20 = 5(5! − 20)! !

!!

10. !

a. Verify:! ! − 5 ! + 5 = !! − 25.! ! b. Verify:!! ! − 88 ! + 88 !!= !!! − 88!.!

c. Verify:!!!! − !! = (! − !)(! + !).! !

d. Solve!for!!:!!!! − 9 = 5(! − 3).! ! e. Solve!for!!:! ! + 2 ! − 5 = !! − 4.!
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11. A!string!60!inches!long!is!to!be!laid!out!on!a!tableHtop!to!make!a!rectangle!of!perimeter!60!inches.!!Write!the!width!

of!the!rectangle!as!15 + !!inches.!!What!is!an!expression!for!its!length?!!What!is!an!expression!for!its!area?!!What!

value!for!!!gives!an!area!of!largest!possible!value?!!Describe!the!shape!of!the!rectangle!for!this!special!value!of!!.!
! !
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!

&
Problem&Set&&
&
1. Find!the!solution!set!of!each!equation:!

a. ! − 1 ! − 2 ! − 3 = 0!
b. ! − 16.5 ! − 109 = 0!
c. ! ! + 7 + 5 ! + 7 = 0!
d. !! + 8! + 15 = 0!
e. ! − 3 ! + 3 = 8!!
!

2. Solve!!! − 11! = 0,!for!!.!
!

3. Solve! ! + 3 ! − 5 = 2 ! + 3 ,!for!!.!!What!solution!do!you!lose!if!you!simply!divide!by!! + 3!to!get!! − 5 = 2?!
!

4. The!square!of!a!number!plus!3!times!the!number!is!equal!to!4.!!What!is!the!number?!

!

5. In!the!right!triangle!shown!below,!the!length!of!side!AB!is!!,!the!length!of!side!BC!is!! + 2,!and!the!length!of!the!
hypotenuse!AC!is!! + 4.!!Use!this!information!to!find!the!length!of!each!side.!!(Use!the!Pythagorean!Theorem!to!get!

an!equation,!and!solve!for!!.)!
!

''''''''''''''

!

!

!

!

!

6. Using!what!you!learned!in!this!lesson,!create!an!equation!that!has!53!and!22!as!its!only!solutions.!

Lesson&Summary&

The!zeroHproduct!property!says!that!If!!" = 0,!!then!either!!! = !0!!or!!!! = !0!!or!!!! = !!! = 0.!!
!
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Lesson&16:&&Solving&and&Graphing&Inequalities&Joined&by&“And”&or&

“Or”&

&
Classwork&

Exercise&1&

1. Solve!!! = 121,!for!!.!Graph!the!solution!on!a!number!line.!
!

!

!

!

2. Solve!!! < 121,!for!!.!!Graph!the!solution!on!a!number!line!and!write!the!solution!set!as!a!compound!inequality.!
!

!

!

!

3. Solve!!! ≥ 121!for!!.!!Graph!the!solution!on!a!number!line!and!write!the!solution!set!as!a!compound!inequality.!
!
!

!

!

4. Quickly!solve! ! + 7 ! = 121,!for!!.!!Graph!the!solution!on!a!number!line.!
!

!

!

!

5. Use!your!work!on!(d)!to!quickly!graph!the!solution!on!a!number!line!to!each!inequality!below.!

i. ! + 7 ! < 121!
!

!

!

ii. ! + 7 ! ≥ 121!!!!
&

&
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Exercise&2&

Consider!the!compound!inequality!−5 < ! < 4!
a. Rewrite!the!inequality!as!a!compound!statement!of!inequality.!

!

!

!

b. Write!a!sentence!describing!the!possible!values!of!!.!!
!

!

!
c. Graph!the!solution!set!on!the!number!line!below.!

!
!
!

&

&

&

Exercise&3&

Consider!the!compound!inequality!−5 < 2! + !1 < 4.!
a. Rewrite!the!inequality!as!a!compound!statement!of!inequality.!

!

!

!

b. Solve!each!inequality!for!!.!!Then,!write!the!solution!to!the!compound!inequality.!!
!

!

!

c. Write!a!sentence!describing!the!possible!values!of!!.!!
!

!

!

d. Graph!the!solution!set!on!the!number!line!below.!

!

!

!

&
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Exercise&4&

Given!!! < −3!!"!! > −1!
a. What!must!be!true!in!order!for!the!compound!inequality!to!be!a!true!statement?!

!

!

!

!

b. Write!a!sentence!describing!the!possible!values!of!!.!
!

!
!

!

c. Graph!the!solution!set!on!the!number!line!below.!

!

!

&

&

&

Exercise&5&

Given! ! + 4 < 6!!"!!!– !1 > 3!
a. Solve!each!inequality!for!!.!!Then,!write!the!solution!to!the!compound!inequality.!

!

!

!
!

b. Write!a!sentence!describing!the!possible!values!of!!.!
!

!

!

!

c. Graph!the!solution!set!on!the!number!line!below.!

!

! ! ! ! ! !
! ! !

&
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Problem&Set&&
&
Solve!each!inequality!for!!!and!graph!the!solution!on!a!number!line.!!!

!

1. !!– !2! < !6!!"!!!!!> 4! 2. −6! <!!!!! !!< !3!
!

3. 5! ≤ 21 + 2!!!!"!!3 ! + 1 ≥ 24!
!

4. 5! + 2 ≥ 27!!!"#!!3! − 1 < 29!
!

5. 0! ≤ !4! − 3! ≤ !11!
!

6. 2!! > !8!!!"!! − 2!! < !4!!
!

7. 8! ≥ !−2(!!– !9) !≥ !−8!
!

8. 4! + 8 > 2!!– 10!!!"!!!!!!!!– 3 < 2!
!

9. 7 − 3! < 16!!!"#!!! + 12 < −8!
!

!

!
10. If!inequalities!question!8!were!joined!by!“and”!instead!of!“or,”!what!would!the!solution!set!become?!

!

11. If!the!inequalities!in!question!9!were!joined!by!“or”!instead!of!“and,”!what!would!the!solution!set!become?! !

!
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Exercise&6&

Solve!each!compound!inequality!for!!!and!graph!the!solution!on!a!number!line.!

a. !! + !6! < !8!and!!!– !1! > !−1! !
!

!

!

!

!

b. −1! ≤ !3!– !2!! ≤ !10! !
!

!

!

!

!

c. 5!! + !1! < !0!!or!!8! ≤ !!!– !5!!
'
'
'
'
'

d. 10 > 3! − 2!or!! = 4! ! '
!

!

!

!

!

e. ! − 2! < !4!!!"!!! − 2!! > !4! !
! !

!

!
!

!

f. !!– 2 ≤ 4!and!!!– !2 ≥ 4! & &

!

!

!
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Exercise&7&

Solve!each!compound!inequality!for!!!and!graph!the!solution!on!a!number!line.!!Pay!careful!attention!to!the!inequality!
symbols!and!the!“and”!or!“or”!statements!as!you!work.!

a. 1 + ! > −4!or!3!!– !6 > −12!!!!!!!!!!!!!
! ! !

'
'
'
'
'

b. 1 + ! > −4!or!3!!– !6 < −12! !!!!!'
!

!

!

!
!

!

c. 1 + ! > !4!and!3!!– !6! < !−12!
!

!

! &
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Lesson&15:&&Solution&Sets&of&Two&or&More&Equations&(or&

Inequalities)&Joined&by&“And”&or&“Or”&

&
Classwork&

Exercise&1&

Determine!whether!each!claim!given!below!is!true!or!false.!

a. Right!now,!I!am!in!math!class!and!English!class.!!!!! ! b.!!!!!Right!now,!I!am!in!math!class!or!English!class.!

!

!

!

c. 3! + !5! = !8!and!5! < !7!– !1.! ! ! ! ! d.!!!!!10! + !2! ≠ !12!and!8!– !3! > !0.!
!

!

!

e. 3! < !5! + !4!!or!!6!+!4!=!9.!! ! ! ! ! f.!!!!!16!– !20! > !1!or!5.5! + !4.5! = !11!
!

!

!

!

These!are!all!examples!of!declarative!compound!sentences.!

g. When!the!two!declarations!in!the!sentences!above!were!separated!by!“and,”!what!had!to!be!true!to!make!the!
statement!true?!

!

!

!

h. When!the!two!declarations!in!the!sentences!above!were!separated!by!“or,”!what!had!to!be!true!to!make!the!
statement!true?!

&

&

&
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Example&1 &

Solve!each!system!of!equations!and!inequalities.!

a. !!! + !8! = !3!or!! − 6! = !2! ! ! ! b.!!!!!4! − !9! = !0!or!3!! + !5! = !2!
!

!

! ! !

c. !! − 6! = !1!and!!! + !2! = !9! ! ! ! d.!!!!!2! − 8! = !10!and!! > 9.!
!

!

!

!

Exercise&2&

a. Using!a!colored!pencil,!graph!the!inequality!!! < !3!on!the!number!line!below.!

!

!

!

b. Using!a!different!colored!pencil,!graph!the!inequality!!! > !−1!on!the!number!line!below.!

!

!

!

c. Using!a!third!colored!pencil,!darken!the!section!of!the!number!line!where!!! < !3!and!!! > !−1.!
!

!

!

d. Using!a!colored!pencil,!graph!the!inequality!!! < !−4!on!the!number!line!below.!

!

!

!

e. Using!a!different!colored!pencil,!graph!the!inequality!!! > !0!!on!the!number!line!below.!

!

!
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f. Using!a!third!colored!pencil,!darken!the!section!of!the!number!line!where!!! < !−4'or!!! > !0.!
!

!

!

g. Graph!the!compound!sentence!!! > !−2!or!!! = !−2!on!the!number!line!below.!

! ! ! ! !

&

!

h. How!could!we!abbreviate!the!sentence!!! > !−2!or!!! = !−2?!
!

!

i. !Rewrite!!! ≤ !4!as!a!compound!sentence!and!graph!the!solutions!to!the!sentence!on!the!number!line!below.!

!

&

&

!

!

Example&2 &

Graph!each!compound!sentence!on!a!number!line.!

a. !!! = !2!or!!! > !6! ! ! ! ! ! b.!!!!!!! ≤ !−5!or!!! ≥ !2! ! ! !

!

!

!

Rewrite!as!a!compound!sentence!and!graph!the!sentence!on!a!number!line.!

c. !1! ≤ !!! ≤ !3!
!

!

&

&
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Exercise&3&

Consider!the!following!two!scenarios.!!For!each,!specify!the!variable!and!say,!“!!is!the!width!of!the!rectangle,”!for!
example!and!write!a!compound!inequality!that!represents!the!scenario!given.!!Draw!its!solution!set!on!a!number!line.!!!

Scenario! Variable! Inequality! Graph!

a.!!!Students!are!to!present!a!
persuasive!speech!in!
English!class.!!The!
guidelines!state!that!the!
speech!must!be!at!least!7!
minutes!but!not!exceed!12!
minutes.!

! ! !

b.!!!Children!and!senior!
citizens!receive!a!discount!
on!tickets!at!the!movie!
theater.!!To!receive!a!
discount,!a!person!must!be!
between!the!ages!of!2!and!
12,!!including!2!and!12,!or!!
60!years!of!age!or!older.!!!!

! ! !

&

&

Exercise&4&

Determine!if!each!sentence!is!true!or!false.!!Explain!your!reasoning.!

a. !8! + !6! ≤ !14!and!!!! <
!
!.! ! ! ! ! b.!!!!!5 − 8! < !0!or!10! + !13! ≠ !23!

!

!

!

Solve!each!system!and!graph!the!solution!on!a!number!line.!

c. !! − 9! = !0!or!!! + !15! = !0! ! ! ! ! d.!!!!!5! − 8! = !−23!or!!! + !1! = !−10!!
&

&

&

& !

!

!
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Graph!the!solution!set!to!each!compound!inequality!on!a!number!line.&

!

e. !!! < !−8!or!!! > !−8!! ! ! ! ! f.!!!!!0! < !!! ≤ !10!
!

!
!

!

!

Write!a!compound!inequality!for!each!graph.&

!
g. !! ! ! ! ! ! ! ! h.!!!

! ! ! ! ! ! ! !!
!
!
!
!
!
!
!
!
!
!
!
!
i. A!poll!shows!that!a!candidate!is!projected!to!receive!57%!of!the!votes.!!If!the!margin!for!error!is!plus!or!minus!!%,!

write!a!compound!inequality!for!the!percentage!of!votes!the!candidate!can!expect!to!get.!

!

!

!

!

j. Mercury!is!one!of!only!two!elements!that!is!liquid!at!room!temperature.!!Mercury!is!nonNliquid!for!temperatures!less!
than!−38.0°F!or!greater!than!673.8°F.!!Write!a!compound!inequality!for!the!temperatures!at!which!mercury!is!nonN
liquid.!

!

!
!
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!
&

Problem&Set&&
&
1. Consider!the!inequality!0! < !!! < !3.!

a. Rewrite!the!inequality!as!a!compound!sentence.! !

!

b. Graph!the!inequality!on!a!number!line.!

!

c. How!many!solutions!are!there!to!the!inequality?!!Explain.!

!

d. What!are!the!largest!and!smallest!possible!values!for!!?!!Explain.!!!
!

e. If!the!inequality!is!changed!to!0! ≤ !!! ≤ !3,!then!what!are!the!largest!and!smallest!possible!values!for!!?!
!

Write!a!compound!inequality!for!each!graph.!&

!

2. !! ! ! ! ! ! !

!

!

&

3. !!

!

! !

Lesson&Summary!

In!mathematical!sentences,!like!in!English!sentences,!a!compound!sentence!separated!by!

AND!is!true!if!_________________________________________________________________.!

!
OR!is!true!if!__________________________________________________________________.!
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Write!a!single!or!compound!inequality!for!each!scenario.!

4. The!scores!on!the!last!test!ranged!from!65%!to!100%.!

!

5. To!ride!the!roller!coaster,!one!must!be!at!least!4!feet!tall.!
!

6. Unsafe!body!temperatures!are!those!lower!than!96°F!or!above!104°F.!

!

Graph!the!solution(s)!to!each!of!the!following!on!a!number!line.&

7. !! − !4! = !0!and!3!! + !6! = !18! ! ! ! 8.!!!!!!! < !5!and!!! ≠ !0! ! ! !

!

!

!

!

9. !! ≤ !−8!or!!! ≥ !−1! ! ! ! ! ! 10.!!!!!3(! − 6) != !3!or!5 − !! = !2!!
!

!

!

!

11. !! < !9!and!!! > !7! ! ! ! ! ! 12.!!!!!!! + !5! < !7!or!!! = !2!
!

!

!

!

!

!
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Lesson&14:&&Solving&Inequalities&&

&
Classwork&

Exercise&1&

Consider!the!inequality!!! + 4! ≥ 5.!!
!

a. Sift!through!some!possible!values!to!assign!to!!!that!make!this!inequality!a!true!statement.!!Find!at!least!two!
positive!values!that!work!and!at!least!two!negative!values!that!work.!

!

!

!

!

b. Should!your!four!values!also!be!solutions!to!the!inequality!!(! + 4) ≥ 5?!!Explain!why!or!why!not.!!Are!
they?!

!

!

!

!

c. Should!your!four!values!also!be!solutions!to!the!inequality!4! + !! ≥ 5?!!Explain!why!or!why!not.!!Are!they?!
!
!

!

!

d. Should!your!four!values!also!be!solutions!to!the!inequality!4! + !! − 6 ≥ −1?!Explain!why!or!why!not.!!Are!
they?!

!

!
!

!

!

e. Should!your!four!values!also!be!solutions!to!the!inequality!12!! + !3!! !≥ !15?!!Explain!why!or!why!not.!!Are!
they?!

!
!
!
!
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Example&1 &

What!is!the!solution!set!to!the!inequality!5!! + !10! > !20?!!Express!the!solution!set!in!words,!in!set!notation,!and!
graphically!on!the!number!line.!

!
!
!
!
!

!

!

!

&

&

Exercise&2&

Find!the!solution!set!to!each!inequality.!!Express!the!solution!in!set!notation!and!graphically!on!the!number!line.!

a. !! + !4! ≤ !7!!
!

!

!

!

!

!

b. 
!
! + 8 ≠ 9! c. 8!! + !4 < !7! − 2!

d. 6(! − !5) !≥ !30! e. 4 ! − 3 > !2 ! − 2 ! !

&

!

!

!

!

!

!
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Exercise&3&

Recall!the!discussion!on!all!the!strange!ideas!for!what!could!be!done!to!both!sides!of!an!equation.!!Let’s!explore!some!of!
the!same!issues!here!but!with!inequalities.!!Recall,!in!this!lesson!we!have!established!that!adding!(or!subtracting)!and!
multiplying!through!by!positive!quantities!does!not!change!the!solution!set!of!an!inequality.!!We’ve!made!no!comment!
about!other!operations.!

a. Squaring:!!!!Do!! ≤ 6!and!!2 ≤ 36!have!the!same!solution!set?!!If!not,!give!an!example!of!a!number!that!is!in!one!
solution!set!but!not!the!other.!

!

!

!

!
!

!

b. Multiplying'through'by'a'negative'number:!!!Do!!5 − ! > 2!and!−5! + !!! > !−2!!have!the!same!solution!set?!!If!not,!
give!an!example!of!a!number!that!is!in!one!solution!set!but!not!the!other.!

!

!
!

!

!

!

c. Bonzo’s!ignoring!exponents:!!!Do!!2 < 52!!"#!! < 5!!have!the!same!solution!set?!

!
&

&

&

&

&

&

&

&

&

&
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Example&2 &

Jojo!was!asked!to!solve!6! + 12! < !3!! + !6,!for!!.!!She!answered!as!follows:!
6! + 12 < 3! + 6!
6(! + 2) < 3(! + 2)!!!!! ! Apply!the!distributive!property.!

6 < 3! ! ! ! Multiply!through!by!
!

!!!.!

!

a. Since!the!final!line!is!a!false!statement,!she!deduced!that!there!is!no!solution!to!this!inequality!(that!the!solution!set!
is!empty).!

What!is!the!solution!set!to!6! + 12 < 3! + 6?'!
!

!

!

!

!

b. Explain!why!Jojo!came!to!an!erroneous!conclusion.!!

!

&
&
&
&
&
&
&
&
&

Example&3 &

Solve!−! ≥ −7,!for!!.!
&
&
&
&
&
&
! &
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Exercise&4&

Find!the!solution!set!to!each!inequality.!!!Express!the!solution!in!set!notation!and!graphically!on!the!number!line.&

a. !−2! < −16! ! ! ! b.!!!!− !
!" ≤

!
!! ! ! !

!

!

!

!

c. !6!– !!! ≥ !15! ! ! ! d.!!!−3(2!! + !4) !> !0!
!
!
!
!
!
!
!

!

&

Exercise&5&

Use!the!properties!of!inequality!to!show!that!each!of!the!following!are!true!for!any!real!numbers!!!and!!.!
a. If!!! ≥ !,!then!−! ≤ −!.!!!!!!!!! ! ! b.!!!If!! < !,!then!−5! > −5!.!

!
!
!
!
!
!
!
!
!
!
!

Recall&the&Properties&of&Inequality:&

! Addition!property!of!inequality:!

If!! > !,!then!! + ! > ! + !!for!any!real!number!!.!
!

! Multiplication!property!of!inequality:!

If!! > !,!then!!" > !"!!for!any!positive!real!number!!.!
!
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c. If!! ≤ !,!then!−0.03!! ≥ −0.03!!.!
!
!
!
!
!
!
!
!

d. Based!on!the!results!from!(a)!through!(c),!how!might!we!expand!the!multiplication!property!of!inequality?!
!
!
!
!
!
&

Exercise&6&

Solve!−4 + 2! − 14 − 18! > !−6! − 100!,!for!!!in!two!different!ways:!!first!without!ever!multiplying!through!by!a!

negative!number,!and!then!by!first!multiplying!through!by!− !
!.!!

!
!
!
!
!
!
&

&

&

&

Exercise&7&

Solve!!− !
! + 8 < !

!,!for!!!in!two!different!ways:!!first!without!ever!multiplying!through!by!a!negative!number,!and!then!

by!first!multiplying!through!by!−4.!
!
!
!
!

!

! !
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Problem&Set&&
&
1. Find!the!solution!set!to!each!inequality.!!Express!the!solution!in!set!notation!and!graphically!on!the!number!line.!

a. 2! < 10!!!!!!!! !
b. −15! ≥ −45!

c. 
!
! ! ≠

!
! + 2!

d. −5 ! − 1 ≥ 10!!
e. 13! < 9(1 − !)!

!

2. Find!the!mistake!in!the!following!set!of!steps!in!a!student’s!attempt!to!solve!5! + 2 ≥ ! + 2
5,!for!!.!!What!is!the!

correct!solution!set?!

5! + 2 ≥ ! + 25!

5(! + 2/5) ≥ ! + 2
5!!(factoring!out!a!5!on!the!left!side)!

5 ≥ 1!!(dividing!by! ! + 2
5 )!

So!the!solution!set!is!the!empty!set.!

!

3. Solve!− !
16 + 1 ≥ − 5!

2 ,!for!!!without!multiplying!by!a!negative!number.!!Then!solve!by!multiplying!through!by!−16.!
!

4. Lisa!brought!half!of!her!savings!to!the!bakery!and!bought!12!croissants!for!$14.20.!!The!amount!of!money!she!brings!
home!with!her!is!more!than!$2.!!Use!an!inequality!to!find!how!much!money!she!had!in!her!savings!before!going!to!
the!bakery.!!(Write!the!inequalities!that!represents!the!situation!and!solve!it.)!

!

!

!
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Lesson&13:&&Some&Potential&Dangers&When&Solving&Equations&

&
In!previous!lessons!we!have!looked!at!techniques!for!solving!equations,!a!common!theme!throughout!algebra.!!In!this!

lesson,!we!will!examine!some!potential!dangers!where!our!intuition!about!algebra!may!need!to!be!examined.!

&
Classwork&

Exercise&1&

a. Describe!the!property!used!to!convert!the!equation!from!one!line!to!the!next:!

!

! 1 − ! + 2! − 4 = 8! − 24 − !!!!!

! − !! + 2! − 4 = 8! − 24 − !!!!!! !!!!! ! ! ! ! !

! + 2! − 4 = 8! − 24! ! ! !!!!! ! ! ! ! !

3! − 4 = 8! − 24! ! ! !!!!! ! ! ! ! !

3! + 20 = 8!! ! ! ! !!!!! ! ! ! ! !

20 = 5!!! ! ! ! !!!!! ! ! ! ! !

!

In!each!of!the!steps!above,!we!applied!a!property!of!real!numbers!and/or!equations!to!create!a!new!equation.!

!

b. Why!are!we!sure!that!the!initial!equation!! 1 − ! + 2! − 4 = 8! − 24 − !!!and!the!final!equation!20 = 5!!!
have!the!same!solution!set?!

!

!

!

!

!

!

c. What!is!the!common!solution!set!to!all!these!equations?!

!

! &
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Exercise&2&

Solve!the!equation!for!!.!!For!each!step,!describe!the!operation!used!to!convert!the!equation.!
3! − [8 − 3(! − 1)] != !!! + !19!
!

&

!

!

!

!

!

!

!

!

!

Exercise&3&

Solve!each!equation!for!!.!!For!each!step,!describe!the!operation!used!to!convert!the!equation.!

a. 7! − [4! − 3(!! − !1)] != !!! + !12!!
!

!

!

!

!

b. 2 2 3 − 5! + 4 = 5 !2 3 − 3! + 2 !!
!

!
!

!

!

c. 
!
! 18 − 5! = !

! 6 − 4! !!

!

!

!

!
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Exercise&4&

Consider!the!equations!! + 1 = 4!!and!(! + 1)2 = 16.!
!

a. Verify!that!!! = !3!is!a!solution!to!both!equations.! ! !

!

!

!

!

!

!

b. Find!a!second!solution!to!the!second!equation.!

!

!

!

!

!

!

c. Based!on!your!results,!what!effect!does!squaring!both!sides!of!an!equation!appear!to!have!on!the!solution!set?!

!

!

!

!

!

!

Exercise&5&

Consider!the!equations!! − 2 = 6 − !!!and!(! − 2)2 = (6 − !)2.!
!

a. Did!squaring!both!sides!of!the!equation!affect!the!solution!sets?!

!

!

!

!

!

!

b. Based!on!your!results,!does!your!answer!to!part!c!of!the!previous!question!need!to!be!modified?!

!

!

!

!

&

! &
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Exercise&6&

Consider!the!equation!!! + 2 = 2!! + !.!!
!

a. Verify!that!!! = !1,!!! = !−1!and!!! = !2!are!each!solutions!to!this!equation.!!
!

!

!

!

!

!

b. Bonzo!decides!to!apply!the!action!“Ignore!the!exponents”!on!each!side!of!the!equation.!He!gets!! + 2 = 2! + !.!!
In!solving!this!equation,!what!does!he!obtain?!!What!seems!to!be!the!problem!with!his!technique?!!

!

!

!

!

!

c. What!would!Bonzo!obtain!if!he!applied!his!“method”!to!the!equation!!2 + 4! + 2 = !4?!!Is!it!a!solution!to!the!
original!equation?!

!

!

!

!

&

Exercise&7&

Consider!the!equation!!!– !3! = !5.!
!

a. Multiply!both!sides!of!the!equation!by!a!constant!and!show!that!the!solution!set!did!not!change.!

!

!

!

!

!

Now,!multiply!both!sides!by!!.!
!

!

!

!

!

b. Show!that!!! = !8!is!still!a!solution!to!the!new!equation.!!!!!!
!

!

!

!

!

����
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c. Show!that!!! = !0!is!also!a!solution!to!the!new!equation.!
!

!

!

!

!

Now,!multiply!both!sides!by!the!factor!! − 1.!!!
!

!

!

!

!

!

d. Show!that!!! = !8!is!still!a!solution!to!the!new!equation.!!!!!!
!

!

!

!

!

e. Show!that!!! = !1!is!also!a!solution!to!the!new!equation.!
!

!

!

!

!

!

f. Based!on!your!results,!what!effect!does!multiplying!both!sides!of!an!equation!by!a!constant!have!on!the!

solution!set!of!the!new!equation?!

!

!

!

!

!

g. Based!on!your!results,!what!effect!does!multiplying!both!sides!of!an!equation!by!a!variable!factor!have!on!the!

solution!set!of!the!new!equation?!

!

&

!

!
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&

&
&
Problem&Set&&
!

1. Solve!each!equation!for!!.!!For!each!step,!describe!the!operation!used!to!convert!the!equation.!!How!do!you!know!
that!the!initial!equation!and!the!final!equation!have!the!same!solution!set?!

a. 
!
! 10 − 5 ! − 2 = !

!" ! + 1 !

b. ! 5 + ! = !! + 3! + 1!
c. 2! !! − 2 + 7! = 9! + 2!!!

!

2. Consider!the!equation!! + 1 = 2.!
a. Find!the!solution!set.!

b. Multiply!both!sides!by!! + 1!and!find!the!solution!set!of!the!new!equation.!
c. Multiply!both!sides!of!the!original!equation!by!!!and!find!the!solution!set!of!the!new!equation.!

!

3. Solve!the!equation!! + 1 = 2!!for!!.!!Square!both!sides!of!the!equation!and!verify!that!your!solution!satisfies!this!
new!equation.!!Show!that!− !

!!satisfies!the!new!equation!but!not!the!original!equation.!

!

4. Consider!the!equation!!! = 27.!
a. What!is!the!solution!set?!

b. Does!multiplying!both!sides!by!!!change!the!solution!set?!
c. Does!multiplying!both!sides!by!!!!change!the!solution!set?!

!

5. Consider!the!equation!!! = 16.!
a. What!is!the!solution!set?!

b. Does!multiplying!both!sides!by!!!change!the!solution!set?!
c. Does!multiplying!both!sides!by!!!!change!the!solution!set?!

Lesson&Summary&

Assuming!that!there!is!a!solution!to!an!equation,!applying!the!distribution,!commutative!and!associative!properties!

and!the!properties!of!equality!to!equations!will!not!change!the!solution!set.!!!

Feel!free!to!try!doing!other!operations!to!both!sides!of!an!equation,!but!be!aware!–!the!new!solution!set!you!get!

contains!possible!CANDIDATES!for!solutions.!!You!have!to!plug!each!one!into!the!original!equation!to!see!if!they!

really!are!solutions!to!your!original!equation.!
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Lesson&12:&&Solving&Equations&

&
Classwork&&
Opening&Exercise&

Answer!the!following!questions.!

a. Why!should!the!equations! !!– !1 !! + !3 = !17! + !!!!and!!! !!– !1 !! + !3 = !!! + !17!have!the!same!
solution!set?!

!

!

b. Why!should!the!equations! !!– !1 !! + !3 = !17! + !!!!and!!! !! + !3 !!– !1 = !17! + !!!!have!the!same!
solution!set?!

!

!

c. Do!you!think!the!equations!(!!– !1)(!! + !3) != !17! + !!!!and!!! !!– !1 !! + !3 + !500! = !517! + !!!!should!
have!the!same!solution!set?!!Why?!

!

!

d. Do!you!think!the!equations! x!– !1 x! + !3 = !17! + !x!!and!!!3(x!– !1)(x! + !3) != !51! + !3x!!should!have!the!
same!solution!set?!!Explain!why.!

!

Exercise&1&

!
a. Use!the!commutative!property!to!write!an!equation!that!has!the!same!solution!set!as!!

!!!!!!!!– !3!! + !4! = ! (!! + !7)(!!– !12)(5)"
!
!
!
!

b. Use!the!associative!property!to!write!an!equation!that!has!the!same!solution!set!as!!
!!!!!!!!!– !3!! + !4! = ! (!! + !7)(!!– !12)(5)!
!
!
!
!

c. Does!this!reasoning!apply!to!the!distributive!property!as!well?!!

!

!

����
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Exercise&2&

Consider!the!equation!!! !+ !1! = !7 − !!.!
!

a. Verify!that!this!has!the!solution!set!{2,−3}.!!Draw!this!solution!set!as!a!graph!on!the!number!line.!!We'will'later'
learn'how'to'show'that'these'happen'to'be'the'ONLY'solutions'to'this'equation.!
'

!
!
!

b. Let’s!add!four!to!both!sides!of!the!equation!and!consider!the!new!equation!!! !+ !5! = !11!– !!.!!Verify!2!and!E3!
are!still!solutions.!!

!
!
!
!

c. Let’s!now!add!!!to!both!sides!of!the!equation!and!consider!the!new!equation!!! !+ !5 + ! = !11.!!!Are!2!and!E3!
still!solutions?!!

!
!
!
!

d. Let’s!add!−5!to!both!sides!of!the!equation!and!consider!the!new!equation!!! !+ !!! = !6.!!Are!2!and!−3!still!
solutions?!

!
!
!
!

e. Let’s!multiply!both!sides!by!
!
!!to!get!

!!!!
! = 1.!!Are!2!and!−3!still!solutions?! !

!
!
!
!
!

f. Let’s!go!back!to!part!d)!and!add!3!!!to!both!sides!of!the!equation!and!consider!the!new!equation!!
!! !+ !!! + !3!! != !6! + !3!!.!!Are!2!and!−3!still!solutions?!!

&

!

!

!

!
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Exercise&3&

a. Solve!for!!:!! !!! =
!
!& b. Solve!for!!:!!!! + 5 = 30& c. Solve!for!!:!4! − 3 = 5! − 8&

!
!
!
!

&

!

&

Exercise&4&

Consider!the!equation!3!! + !4! = !8!!– !16.!!Solve!for!!!using!the!given!starting!point.!!!
!
'

Group&1& Group&2& Group&3& Group&4&
Subtract'3!'from'both'sides' Subtract'4'from'both'sides' Subtract'8!'from'both'sides' Add'16'to'both'sides'
!
!
!
!
!
!
!
!
!

! ! !

!
! &
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Closing&Exercise&

Consider!the!equation!3!! !+ !!! = ! !!– !2 !! + !5 !!.!
!

a. Use!the!commutative!property!to!create!an!equation!with!the!same!solution!set.!

!
!
!
!

b. Using!the!result!from!(a),!use!the!associative!property!to!create!an!equation!with!the!same!solution!set.!

!
!
!
!

c. Using!the!result!from!(b),!use!the!distributive!property!to!create!an!equation!with!the!same!solution!set.!

!
!
!
!

d. Using!the!result!from!(c),!add!a!number!to!both!sides!of!the!equation.!

!
!
!
!

e. Using!the!result!from!(d),!subtract!a!number!from!both!sides!of!the!equation.!

!
!
!
!

f. Using!the!result!from!(e),!multiply!both!sides!of!the!equation!by!a!number.!

!
!
!
!

g. Using!the!result!from!(f),!divide!both!sides!of!the!equation!by!a!number.!

!
!
!

h. What!do!all!7!equations!have!in!common?!!Justify!your!answer.!

!

! !

����
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!

&
Problem&Set&&
&
1. Which!of!the!following!equations!have!the!same!solution!set?!Give!reasons!for!your!answers!that!do!not!depend!on!

solving!the!equations.!

!

I.!!!!– !5! = !3!! + !7!!! ! ! II.!!3!!– !6! = !7!! + !8! ! ! III.!!15!!– !9! = !6!! + !24!
!

IV.!!6!!– !16! = !14!! + !12! ! V.!!9!! + !21! = !3!!– !15! ! ! VI.!!−0.05 + !
100= 3!

100 + 0.07!
!

Solve!the!following!equations,!check!your!solutions,!and!then!graph!the!solution!sets.!

2. −16 − 6!! = !−2(8! − 7)!
!

3. 2(6!! + !8) != !4! + !6!! 4. !!!– !4!! + !4! = !0! 5. 7!– !8!! = !7(!1 + !7!)!
!

!

6. 39 − 8! = −8(3 + 4!) + 3!! 7. ! ! − 1 ! + 5 = !! + 4! − 2! 8. !! − 7 = !! − 6! − 7!!!!!!! 9. −7 − 6! + 5! = 3! − 5!!
!

!

10. 7!– !2!! = !1!– !5!! + !2!! 11. 4 ! − 2 = 8 ! − 3 − 12! 12. −3 1 − ! = −6 − 6!!!!!!!!!13. −21 − 8! = −5(! + 6)!
!

!

14. −11 − 2! = 6! + 5(! + 3)! 15. 
!

!!! = 4!
!

!

16. 2 + !
9= !

3 − 3! 17. −5 −5! − 6 = −22 − !!
!

18. !
!!!
! = !!!

! ! 19. −5 2! − 0.3 + 0.5 4! + 3 = −64! ! !

!

Lesson&Summary&

If!!!is!a!solution!to!an!equation,!it!will!also!be!a!solution!to!the!new!equation!formed!when!the!same!number!is!
added!to!(or!subtracted!from)!each!side!of!the!original!equation,!or!when!the!two!sides!of!the!original!equation!are!
multiplied!by!(or!divided!by)!the!same!nonEzero!number.!!These!are!referred!to!as!the!Properties'of'Equality.!

If!one!is!faced!with!the!task!of!solving!an!equation,!that!is,!finding!the!solution!set!of!the!equation:!

Use!the!commutative,!associative,!distributive'properties,!AND!use!the!properties'of'equality!(adding,!
subtracting,!multiplying!by!nonEzeros,!dividing!by!nonEzeros)!to!keep!rewriting!the!equation!into!one!whose!
solution!set!you!easily!recognize.!!(We!believe!that!the!solution!set!will!not!change!under!these!operations.)!

!
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Lesson&11:&&Solution&Sets&For&Equations&and&Inequalities&

&
Classwork&

Example&1 &

Consider!the!equation,!!! = 3! + 4,!where!!!represents!a!real!number.!!!

a. Are!the!expressions!!!!!and!3! + 4!algebraically!equivalent?!!!
!

b. The!following!table!shows!how!we!might!“sift”!through!various!values!to!assign!to!the!variable!symbol!!!in!the!
hunt!for!values!that!would!make!the!equation!true.!

!

!

!

!

!

!

!

!

Example&2 &

Consider!the!equation!7 + !! = !12.!!
&

!

!

!

!

!

!

!FVALUE! THE!EQUATION! TRUTH!VALUE!

Let!!! = !0! 0! != !3(0) !+ !4! FALSE!

Let!!! = !5! 5! != !3(5) !+ !4! FALSE!

Let!!! = !6! 6! = 3 6 + 4! FALSE!

Let!!! = !−7! (−7)! != !3(−7) !+ !4! FALSE!

Let!!! = !4! 4! != !3(4) !+ !4! TRUE!

Let!!! = !9! 9! != !3(9) !+ !4! FALSE!

Let!!! = !10! 10! != !3(10) !+ !4! FALSE!

Let!!! = !−8! (−8)! != !3(−8) !+ !4! FALSE!

! THE!NUMBER!SENTENCE! TRUTH!VALUE!

Let!! = 0! 7! + !0! = !12! FALSE!

Let!! = 4! ! !

Let!! = 1 + ! 2! ! !

Let!! =!!!! ! !

Let!! = !5! ! !
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!

!

Example&3 &

Solve!for!!:!!! = 25.!!!
!

!

!

The!solution(set'of!an!equation!written!with!only!one!variable!is!the!set!of!all!values!one!can!assign!to!that!variable!to!
make!the!equation!a!true!statement.!!Any!one!of!those!values!is!said!to!be!a!solution(to(the(equation.!!
!

To!solve(an(equation!means!to!find(the(solution(set!for!that!equation.!

!

One!can!describe!a!solution!set!in!any!of!the!following!ways:!

IN&WORDS:&! !! = 25!!!has!solutions!5!and!−5.!!!(That!is,!!! = 25!!is!true!when!!! = !5!or!!! = !−5.)!
!

IN&SET&NOTATION:&! The!solution!set!of!!! = 25!!is!{−5, 5}.!!
!

IN&A&GRAPHICAL&REPRESENTATION&ON&A&NUMBER&LINE:!!The!solution!set!of!!! = 25!is:!!

!

In!this!graphical!representation,!a!solid!dot!is!used!to!indicate!a!point!on!the!number!line!that!is!to!be!included!in!
the!solution!set.!(WARNING:!The!dot!one!physically!draws!is!larger!than!the!point!it!represents.!One!hopes!that!it!is!
clear!from!the!context!of!the!diagram!which!point!each!dot!refers!to.)!

!

How!set!notation!works.!!!

! The!curly!brackets!{!}!indicate!we!are!denoting!a!set.!!A!set!is!essentially!a!collection!of!things,!e.g.,!letters,!
numbers,!cars,!people.!!In!this!case,!the!things!are!numbers.!!

! From!this!example,!the!numbers!−5!and!5!are!called!elements!of!the!set.!!No!other!elements!belong!in!
this!particular!set!because!no!other!numbers!make!the!equation!!! != !25!true.!!!

! When!elements!are!listed,!they!are!listed!in!increasing!order.!!!

! Sometimes,!a!set!is!empty;!it!has!no!elements.!!!In!which!case,!the!set!looks!like!{!!}.!!We!often!denote!this!
with!the!symbol,!∅.!!!We!refer!to!this!as!the'empty'set!or!the'null'set.!

!
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Exercise&1& & &

Solve!for!!:!!!! = −25.!!Present!the!solution!set!in!words,!in!set!notation!and!also!graphically.!
!

!

!

!

!

Exercise&2&

Depict!the!solution!set!of!7! + !!! = !12!in!words,!in!set!notation,!and!graphically.!
!

!

!

!

!

!

Example&4 &

Solve!!! = 1!for!!,!over!the!set!of!positive!real!numbers.!Depict!the!solution!set!in!words,!in!set!notation,!and!graphically.!!

&

&

&

! &

!FVALUE! THE!EQUATION! TRUTH!VALUE!

Let!!!! = !2! 2
2 = 1! TRUE!

Let!!!! = !7! 7
7 = 1! TRUE!

Let!!!! = !0.01! 0.01
0.01 = 1! TRUE!

Let!!! = 562 !!!
562 23
562 23

= 1! TRUE!

Let!!!! = !10!""! 10!""
10!""!

TRUE!

Let!!!! = !!! !
! = 1! TRUE!

����



!
!
!
!
!

!

Lesson&11:& Solution!Sets!For!Equations!and!Inequalities!
Date:& 12/28/13!
!

S.60&
!

©!2013!Common!Core,!Inc.!Some!rights!reserved.!commoncore.org!

!

This!work!is!licensed!under!a!!
Creative!Commons!AttributionFNonCommercialFShareAlike!3.0!Unported!License.!!

!!!!NYS&COMMON&CORE&MATHEMATICS&CURRICULUM& M1!Lesson&11&
ALGEBRA'I'

Exercise&3&

Solve!!!! = 1!for!!,!over!the!set!of!all!nonFzero!real!numbers.!!Describe!the!solution!set!in!words,!in!set!notation,!and!

graphically.!!

&

&

&

&

&

&

&

&

Example&5 &

Solve!for!!:!!!(3! + !!) != !3!! + !!!.!
!

!

!

!

!

!

!

Exercise&4&

Solve!for!!:!!!α! + !α! != !α(α! + !1).!!Describe!carefully!the!reasoning!that!justifies!your!solution.!Describe!the!solution!
set!in!words,!in!set!notation,!and!graphically.!!

!

!

!

!

!

!

!

!

!
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!

Exercise&5&

Identify!the!properties!of!arithmetic!that!justify!why!each!of!the!following!equations!has!a!solution!set!of!all!real!
numbers:!

a. 2!! + 4! = 2 !! + 2! !

!

!

!

b. 2!! + 4! = 4! + 2!!!
!

!

!

c. 2!! + 4! = 2!(2 + !)!
&

&

Exercise&6&

Create!an!expression!for!the!right!side!of!each!equation!such!that!the!solution!set!for!the!equation!will!be!all!real!
numbers.!!(There!is!more!than!one!possibility!for!each!expression.!!!Feel!free!to!write!several!answers!for!each!one.)!

a. !2!!– !5!=!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!
!

!

!

b. !!! !+ !!!=!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!
!

!

!

c. !4 · ! · ! · !! =!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!
!

!

!

d. ! !! + !2 !!=!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!

!

!

An!identity!is!an!equation!that!is!always!true.!

!
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Example&6 &

Solve!for!!,!!! + 2 > 4.!
!

!

!

!

!

!

!

!

!

Exercise&7&

a. Solve!for!!:!!!! ≥ 9.!Describe!the!solution!set!using!a!number!line.!!!

!

!

!

!

!

!

!

!

b. What!is!the!solution!set!to!the!statement:!“Sticks!of!lengths!2!yards,!2!yards!and!!!yards!make!an!isosceles!

triangle”?!!Describe!the!solution!set!in!words!and!on!a!number!line.!

!

!

!

!
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!

&
Problem&Set&&
&
For!each!solution!set!graphed!below,!(a)!describe!the!solution!set!in!words,!(b)!describe!the!solution!set!in!set!notation,!
and!(c)!write!an!equation!or!an!inequality!that!has!the!given!solution!set.!
&

1.!

!

2.!

!

! (a)!
!

! (a)!

! (b)!
!

! (b)!

! (c)!
!

! (c)!

Lesson&Summary&
The!solution(set'of!an!equation!written!with!only!one!variable!symbol!is!the!set!of!all!values!one!can!assign!to!that!
variable!to!make!the!equation!a!true!number!sentence.!Any!one!of!those!values!is!said!to!be!a!solution(to(the(
equation.!!

!
To!solve(an(equation!means!to!find(the(solution(set!for!that!equation.!!!

One!can!describe!a!solution!set!in!any!of!the!following!ways:!

IN&WORDS:!! !! = 25!!!has!solutions!5!and!−5.!!!(That!is,!!! = 25!!is!true!when!!! = !5!or!!! = !−5.)!
IN&SET&NOTATION:!! The!solution!set!of!!! = 25!!is!{−5, 5}.!!
!
It!is!awkward!to!express!the!set!of!infinitely!many!numbers!in!set!notation.!!In!these!cases!we!can!use!the!!
notation:!{!"#$"%&'!!"#$%&!!!"#$%&!!"#$!|!!!!"#$%&'(&)*}.!!For!example!{!!!"#$!!|!! > 0}!reads,!“!!is!a!real!
number!where!!!is!greater!than!zero.!!The!symbol!can!be!used!to!indicate!all!real!numbers.!

!

IN&A&GRAPHICAL&REPRESENTAION&ON&A&NUMBER&LINE:!!The!solution!set!of!!! = 25!is:!!

!

In!this!graphical!representation,!a!solid!dot!is!used!to!indicate!a!point!on!the!number!line!that!is!to!be!included!in!
the!solution!set.!(WARNING:!The!dot!one!physically!draws!is!larger!than!the!point!it!represents!!One!hopes!that!it!!
is!clear!from!the!context!of!the!diagram!which!point!each!dot!refers!to.)!

!
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3.!

&

4.!

&

! (a)!
!

! (a)!

! (b)!
!

! (b)!

! (c)!
!
!
!

! (c)!

5.!

&

6.!

&

& (a)!
!

& (a)!

& (b)!
!

& (b)!

& (c)!
!
!

& (c)!

7.!

&

8.!

&

& (a)!
!

& (a)!

& (b)!
!

& (b)!

& (c)! & (c)!
!

&
!

Fill!in!the!chart!below.!

& & SOLUTION&SET&IN&WORDS& SOLUTION&SET&IN&
SET&NOTATION&

GRAPH&

9.! !! = !2! ! !
!

10.! !! != !4! ! !
!

11.! 4!! ≠ !2! ! !
!

12.! !!– !3! = !2! ! !
!

13.! !! !+ !1 = !2! ! !
!

14.! !! = !2!! ! !
!
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15.! !! > !2! !
!

!

16.! !!– !6! = !!!– !2! !
!

!

17.! !!– !6! < !−2! !
!

!

18.! 4(!!– !1) !> !4!!– !4! !
!

!

&

For!problems!19–24,!answer!the!following:!!Are!the!two!expressions!algebraically!equivalent?!!If!so,!state!the!property!

(or!properties)!displayed.!!If!not,!state!why!(the!solution!set!may!suffice!as!a!reason)!and!change!the!equation,!ever!so!

slightly,!e.g.,!touch!it!up,!to!create!an!equation!whose!solution!set!is!all!real!numbers.!

19. !(4!– !!!) != ! (−!! !+ !4)!! ! !

!!

20. 
!!
!!!=!1!

!

21. (!!– !1)(!! + !2) !+ !(!!– !1)(!!– !5) != ! (!!– !1)(2!!– !3)"
"

22. 
!
! +

!
! =

!!
! !! ! !

!

23. !!! !+ !2!! !+ !3!! != !6!!!
! !

24. !3 !+ !4!2 + !4!! = !! !! + !2 2
!

!

25. Solve!for!!:!!!!!!!! ≠ 2.!Describe!the!solution!set!in!set!notation.!
!

26. Edwina!has!two!sticks,!one!2!yards!long!and!the!other!2!meters!long.!She!is!going!to!use!them,!with!a!third!stick!of!

some!positive!length,!to!make!a!triangle.!!She!has!decided!to!measure!the!length!of!the!third!stick!in!units!of!feet.!

a. What!is!the!solution!set!to!the!statement:!“Sticks!of!lengths!2!yards,!2!meters!and!!!feet!make!a!triangle”?!!

Describe!the!solution!set!in!words,!and!through!a!graphical!representation.!

'
b. What!is!the!solution!set!to!the!statement:!“Sticks!of!lengths!2!yards,!2!meters!and!!!feet!make!an!isosceles!

triangle”?!!Describe!the!solution!set!in!words!and!through!a!graphical!representation.!

c. What!is!the!solution!set!to!the!statement:!“Sticks!of!lengths!2!yards,!2!meters!and!!!feet!make!an!equilateral!

triangle”?!!Describe!the!solution!set!in!words,!and!through!a!graphical!representation.!
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Lesson&10:&&True&and&False&Equations&

&
Classwork&&
Exercise&1&

!

a. Consider!the!statement:!“The!President!of!the!United!States!is!a!United!States!citizen.”!

Is!the!statement!a!grammatically!correct!sentence?!!

What!is!the!subject!of!the!sentence?!What!is!the!verb!in!the!sentence?!And!what!is!the!object!of!the!!
sentence?!!

And!finally,!is!the!sentence!true?!

!

!

!

b. Consider!the!statement:!“The!President!of!France!is!a!United!States!citizen.”!

Is!the!statement!a!grammatically!correct!sentence?!!

What!is!the!subject!of!the!sentence?!What!is!the!verb!in!the!sentence?!And!what!is!the!object!of!the!!
sentence?!!

And!finally,!is!the!sentence!true?!

!

!

!

c. Consider!the!statement:!“2!+!3!=!1!+!4.”!

This!is!a!sentence.!!What!is!the!verb!of!the!sentence?!!What!is!the!subject!of!the!sentence!and!what!is!the!
object?!

Is!the!sentence!true?!

!

!

!

!

d. Consider!the!statement:!“2!+!3!=!9!+!4."!

Is!this!statement!a!sentence?!!And!if!so,!is!the!sentence!true!or!false?!

!

!

!

!

!
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!

!

&
!

&

Exercise&2&

Determine!whether!the!following!number!sentences!are!TRUE!or!FALSE.!!!

e. 4! + !8! = !10! + !5#
!

!

!

f. 
!
! +

!
!!= 1.2 − 0.075!

!

!

!

g. !(71! · !603) ! · !5876!! = !!603! · !(5876! · !71)!!
!

#
#

h. 13×175! = !13×90! + !85!×!13#
!

#
#

i. ! 7! + !9 ! != !7! !+ !9!#
!

#
#

j. !! = !3.141#
!

!

!

!

A!number'sentence!is!a!statement!of!equality!between!two!numerical!expressions.!

A!number!sentence!is!said!to!be!true!if!both!numerical!expressions!are!equivalent!(that!is,!both!evaluate!to!the!same!
number).!!It!is!said!to!be!false!otherwise.!!True!and!false!are!called!truth'values.!

!
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k. 4 + 9 = 4 + 9!
!

!

!

l. 
!
! +

!
! =

!
!!

!

!

!

m. 
!
! +

!
! =

!
!!

!

!

!

n. 
!
! +

!
! =

!
!!

#
!

#
o. 3! !+ !4! != !7!#

!

#
#

p. 3!×4! = 12!#
!

#
#

q. 3!×4! = 12!#
!

!

!

r. 3!×3! = 3!!
!
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Exercise&3&

a. Could!a!number!sentence!be!both!TRUE!and!FALSE?!!!'
!

'
b. Could!a!number!sentence!be!neither!TRUE!nor!FALSE?!!!!

!

!

!

!

!

&

!

Exercise&4&

a. Which!of!the!following!are!algebraic!equations?!!!

i. 3.1! − 11.2 = 2.5! + 2.3!
ii. 10!! + 3 = !99!!!
iii. ! + ! = 2!!

iv. 
!
! +

!
! =

!
!!

v. 79!! + 70!! − 56! + 87 = 60!+29,928
!2 !!!

!
!

!

!

b. Which!of!them!are!also!number!sentences?!!!

!

!

!

!

!

!
!

!

!

An!algebraic'equation!is!a!statement!of!equality!between!two!expressions.!!!

Algebraic!equations!can!be!number!sentences!(when!both!expressions!are!numerical),!but!often!they!contain!
symbols!whose!values!have!not!been!determined.!!!
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c. For!each!number!sentence,!state!whether!the!number!sentence!is!true!or!false.!!!&
&
&
&
&
&
&
&

&

&

&

Exercises&5&

When!algebraic!equations!contain!a!symbol!whose!value!has!not!yet!been!determined,!we!use!analysis!to!determine!
whether:!

1. The!equation!is!true!for!all!the!possible!values!of!the!variable(s),!or!

2. The!equation!is!true!for!a!certain!set!of!the!possible!value(s)!of!the!variable(s),!or!

3. The!equation!is!never!true!for!any!of!the!possible!values!of!the!variable(s).!

For!each!of!the!three!cases,!write!an!algebraic!equation!that!would!be!correctly!described!by!that!case.!!Use!only!the!
variable,!!,!where!!!represents!a!real!number.!!

&
&
'
&
&
&
&
&
&
&
&
&
Example&1 &

Consider!the!following!scenario.!

Julie!is!300!feet!away!from!her!friend’s!front!porch!and!observes,!“Someone!is!sitting!on!the!porch.”!!!

Given!that!she!didn’t!specify!otherwise,!we!would!assume!that!the!“someone”!Julie!thinks!she!sees!is!a!human.!!We!
can’t!guarantee!that!Julie’s!observatory!statement!is!true.!!It!could!be!that!Julie’s!friend!has!something!on!the!porch!that!
merely!looks!like!a!human!from!far!away.!!Julie!assumes!she!is!correct!and!moves!closer!to!see!if!she!can!figure!out!who!
it!is.!!As!she!nears!the!porch!she!declares,!“Ah,!it!is!our!friend,!John!Berry.”!

&

&
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Exercise&6&

Name!a!value!of!the!variable!that!would!make!each!equation!a!true!number!sentence.!!!

Here!are!several!examples!of!how!we!can!name!the!value!of!the!variable:!!!!

Let!! = −2,!then!!! = 4!is!true.!!
Or:!

!! = 4!is!true!when!! = −2!
Or:!

!! = 4!is!true!if!! = −2!
Or:!

!! = 4!is!true!for!! = −2!and!! = 2.!
!
There!might!be!more!than!one!option!for!what!numerical!values!to!write.!(And!feel!free!to!write!more!than!one!
possibility.)!

Warning:!!!Some!of!these!are!tricky.!!Keep!your!wits!about!you!!

!

a. Let!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!,!then!7! + !!! = !12!!is!true.!
!

#
b. Let!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!,!then!3! + 0.5 =!!"! !is!true.!

!

!

c. !! = −125!!is!true!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
!

!

d. A!number!!!and!its!square,!!!!have!the!same!value!when!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
!

!

e. The!average!of!7!and!!!is!−8!if!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
!
!

f. Let!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!,!then!2!! = !!! + !!!is!true.!!
!

!

g. !! + !67! = !!! + !68!is!true!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
! &
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Problem&Set&
Determine!whether!the!following!number!sentences!are!true!or!false.!

1. 18! + !7! = 50
2 #

!

2. 3.123! = !9.369 ∙!!!!!
!

3. 123! + !54 ∙ 4! = !123! + !(54 ∙ 4)#
!

4. 5! + 12! = 13!!
!

5. 2!2 ! != 256!
!

6. 
!
!!!= !1.333#
!

In!the!following!equations,!let!! = −3!and!! = 2/3.!!Determine!whether!the!following!equations!are!true,!false,!or!
neither!true!nor!false.!

7. !" = −2! !
!

8. ! + 3! = −1!
!

9. ! + ! = 4! !
!

10. 9! = −2!!
!

11. !/! = −2!
!

12. (−2/!)/! = −1!
!

For!each!of!the!following,!assign!a!value!to!the!variable,!!,!to!make!the!equation!a!true!statement.!

13. !! + 5 3 + !! 100!! − 10 100!! + 10 = 0!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
& !

14. ! + 1 ! + 2 = 20!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
! ! !!

15. ! + 5 ! = 36!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
!

16. 2! + 2 !! − 3 + 6 = 0!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
!

17. 
!!!
!!!! =

!
!!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!

!

18. 
!!!
!!!! =

!
!!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!

!

19. The!diagonal!of!a!square!of!side!length!!!!is!2!inches!long!when!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
!

20. ! − 3 ! = !! + 3!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!
!

21. 
!
! =

!
!!if!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!

!
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22. 2 + 2 − 2 + 2 − 2 + ! = 1!for!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!.!

!

23. ! + !2 = 9!
!

24. ! + 2! = −9!
!

25. −12!! = !12!!
!

26. 12!! = !24#
!

27. 
!

!!! =
!
!'

!

28. 
!

!!!! = − !
!'

!

29. ! + 5 = ! + 5!
!

30. ! − 3 ! = !! + −3 !'
!

31. !! = −49'
!

32. 
!
! +

!
! =

!
!!

!

& !

Fill!in!the!blank!with!a!variable!term!so!that!the!given!value!of!the!variable!will!make!the!equation!true.!

33. ___ + 4 = 12; !! = 8!
&

34. ___ + 4 = 12; !! = 4!
!

Fill!in!the!blank!with!a!constant!term!so!that!the!given!value!of!the!variable!will!make!the!equation!true.!

35. 4! − ___ = 100; !! = 25!
!

36. !4! − ___ = 0; !! = 6!
!

37. ! + ___ = !;''!!!"!!"#!!"#$!!"#$%&'
!

38. !×___ = !;''!!!"!!"#!!"#$!!"#$%&'
!

Generate!the!following:!

39. An!equation!that!is!always!true! 40. !An!equation!that!is!true!when!!! = !0!

41. An!equation!that!is!never!true! ' 42. An!equation!that!is!true!when!!! = !1!or!!! = !−1'

43. An!equation!that!is!true!when!! = −0.5! 44. An!equation!that!is!true!when!!! = !!!

!

!
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Lesson&9:&Multiplying&Polynomials&

&
Classwork&
Exercise&1&

a. Gisella!computed!342×23!as!follows:!
!

!
!

!
Can!you!explain!what!she!is!doing?!!What!is!her!final!answer?!

!
!
!
!

Use!a!geometric!diagram!to!compute!the!following!products:!

!
b. 3!! + 4! + 2 × 2! + 3 !

!

!

!

!

!

!

c. (2!! + 10! + 1)(!! + ! + 1)!
!

!

!
!

!

!
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d. (! − 1)(!! + 6!! − 5)!
!
!
!
!
!
!
!
!

Exercise&2 &

Multiply!the!polynomials!using!the!distributive!property:!!!! 3!! + ! − 1 !! !− !2!! + !1 !

!

!

!

!

!

Exercise&3&

The!expression!10!! + 6!!!is!the!result!of!applying!the!distributive!property!to!the!expression!2!!(5 + !).!!It!is!also!the!
result!of!the!applying!the!distributive!property!to!2(5!! + 3!!)!or!to!!(10! + 6!!),!for!example,!or!even!to!1 ∙ (10!! +
6!!)!!
For!(i)!to!(x)!below,!write!down!an!expression!such!that!if!you!applied!the!distributive!property!to!your!expression!it!will!
give!the!result!presented.!!Give!interesting!answers!!

i. 6! + 14!!!
!

!

!

ii. 2!! + 2!! + 2!!"!
!

!

!

iii. 6!! − 15!!!
!

!

!

!

!
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iv. 42!! − 14! + 77!!!

!

!

!

v. !! ! + ! + !!(! + !)!
!

!

!

vi. 
!
! !

2 + !
!!

!

!

!

vii. 15!!!! − 6!!!! + 9!!!! + 3 2!!!!!
!

!

!

viii. 0.4!! − 40!!!
!

!

!

ix. 4! + 3 !! + !! − (2! + 2)(!! + !!)!
!

!

!

x. 2! + 5 ! − 2 − (13! − 26)(! − 3)!
&

&

& &
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Exercise&4&

Sammy!wrote!a!polynomial!using!only!one!variable,!!,!of!degree!3.!!Myisha!wrote!a!polynomial!in!the!same!variable!of!
degree!5.!!What!can!you!say!about!the!degree!of!the!product!of!Sammy!and!Myisha’s!polynomials?!

!
!
!
!
!
!
!
!
&

Extension&

Find!a!polynomial!that,!when!multiplied!by!!2!! + 3! + 1,!gives!the!answer!2!! + !! − 2! − 1.!!
!
&
&
&
&
&
&
&
&
&
&
! &
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Problem&Set&&
&
1. Use!the!distributive!property!to!write!each!of!the!following!expressions!as!the!sum!of!monomials.!!

a. 3!(4 + !)!
b. ! ! + 2 + 1!

c. 
!
! (12! + 18!2)!

d. 4!(!! − 10)!
e. !(! − 4)(! + 5)!
f. !(2! − 1)(3!! + 1)!
g. !(10! − 1)(10! + 1)!
h. −5! − 3 !!!

i. 16!!"" 1
2 !

!"" + 0.125! !

j. !(2! + 1)(2!! + 1)!
k. !(!! − ! + 1)(! − 1)!
l. 3!" 9!" + ! − 2!"(! + ! − !)!
m. !(! − 1)(! + 1)(!! + 1)!
n. !(! + 1)(!! − !! + !! − ! + 1)!
o. !(2! + 1)(3! − 2)!
p. !(! + !)(! + !)(! + !)!

q. 
!!!
! !

r. !(20!!" − 10!!) ÷ 5!
s. −5! !! + ! − 2 − 2(2 − !!)!

t. 
!!!!! !!!!!

!" !

u. !(2! ÷ 9 + (5!) ÷ 2) ÷ (−2)!
v. !(−2!! − 2! + 1)(!! − ! + 2)!

!

!

!

!

!

!

!
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2. Use!the!distributive!property!(and!your!wits!)!to!write!each!of!the!following!expressions!as!a!sum!of!monomials.!!If!
the!resulting!polynomial!is!in!one!variable,!write!the!polynomial!in!standard!form.!

&

a. ! + ! !! b. ! + 1 !! c. 3 + ! !!

d. 3 + 1 !! e. ! + ! + ! !! f. ! + 1 + ! !!

g. 3 + ! !! h. ! + ! !! i. ! − 1 !!

j. 5 + ! !! ! !

!

3. Use!the!distributive!property!(and!your!wits!)!to!write!each!of!the!following!expressions!as!a!polynomial!in!standard!
form.!

!

a. !(!! + 4)(! − 1)!!!!!
b. 3(!! + 4)(! − 1)!
c. !(!! + 4)(! − 1)! !

d. !(! + 1)(!! + 4)(! − 1)!
e. !!(! − 1)(!! + !! + !! + !! + ! + 1)!
f. 5(! − 1)(!! + !! + !! + !! + ! + 1)!
g. !(!! + !! + 1)(! − 1)(!! + !! + !! + !! + ! + 1)!

&

4. Beatrice!writes!down!every!expression!that!appears!in!this!problem!set,!one!after!the!other,!linking!them!with!!
“+”!signs!between!them.!!She!is!left!with!one!very!large!expression!on!her!page.!!Is!that!expression!a!polynomial!
expression?!!That!is,!is!it!algebraically!equivalent!to!a!polynomial?!

!

What!if!she!wrote!“!–!”!signs!between!the!expressions!instead?!!!'
!

What!if!she!wrote!“×”!signs!between!the!expressions!instead?!!!'
!

!

!
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Lesson&8:&&Adding&and&Subtracting&Polynomials&

&
Classwork&
Exercise&1&

a. How!many!quarters,!nickels,!and!pennies!are!needed!to!make!$1.13?!
!

!

!

b. Fill!in!the!blanks:!

!!

8,943!!! = !! _______!×1000! + _______×100! + ! _______×10! + ! _______×1!
!

!= ! _______×10! !+ ! _______×10! !+ ! _______×10! + _______×1!
!

!

c. Fill!in!the!blanks:!

!

8,943! = !! _______×20! !+ _______×20! !+ _______×20! + _______×1!
!

!!

d. Fill!in!the!blanks:!

!

113! = ! _______×5! !+ ! _______×5! + ! _______×1!
!

Exercise&2&

Now!let’s!be!as!general!as!possible!by!not!identifying!which!base!we!are!in.!!Just!call!the!base!x.!

Consider!the!expression:!!!1×!! + !!2×!! !+ !!7×!!! + !!3×1,!or!equivalently:!!! + 2!! + 7! + 3.!
a. What!is!the!value!of!this!expression!if!!! = !10?!!!!!

!

!

!

b. What!is!the!value!of!this!expression!if!!! = !20!!!!!
&
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Exercise&3&

a. When!writing!numbers!in!base!10,!we!only!allow!coefficients!of!0!through!9.!!Why!is!that?!!

!

!

!

!

!

b. What!is!the!value!of!!22! + 3!when!!! = 5?!!How!much!money!is!22!nickels!and!3!pennies?!
!

!

!

!

!

c. What!number!is!represented!by!4!! + 17! + 2!if!!! = 10?!
!

!

!

!

!

d. What!number!is!represented!by!4!! !+ !17!! + !2!if!!! = −2!!or!if!!! = !
!!?!

!

!

!

!

!

!

e. What!number!is!represented!by!!−3!! + 2! + !
!!!when!!! = 2?!

!
!
&

&

&

POLYNOMIAL&EXPRESSION:!!A!polynomial!expression!is!either!

1. a!numerical!expression!or!a!variable!symbol,!or!!

2. the!result!of!placing!two!previously!generated!polynomial!expressions!into!the!blanks!of!the!addition!operator!
(__+__)!or!the!multiplication!operator!(__×__).!
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Exercise&4&

Find!each!sum!or!difference!by!combining!the!parts!that!are!alike.&

!
a. 417 + 231!!=!!_____!hundreds!!+!!_____!tens!+!!_____!ones!!!+!!!!_____!hundreds!!+!!_____!tens!!+!!_____!ones!!!!!!

!

!!!!!!!!!!!!!!!!!!!!!!=!!_____!hundreds!!+!!_____!tens!+!_____!ones.!!!

!

!

b. ! 4!! + ! + 7 + (2!! + 3! + 1).!!!
!

!

!

!

c. ! 3!! − !! + 8 − (!! + 5!! + 4! − 7).!
!

!

!
!

d. 3!! + 8! − 2 !! + 12 .!
!

!

!

!

e. 5 − ! − !! + (9! + !!)!
!

!

!

! !

f. 3! + 1 + 6 ! − 8 − (! + 2)!
!!
!
!
!
!

&

!
&
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&

&
Problem&Set&&
&
1. Celina!says!that!each!of!the!following!expressions!is!actually!a!binomial!in!disguise:!

i. 5!"# − 2!! + 6!"#'' '
ii. 5!! ∙ 2!! − 10!! + 3!! + 3! ∙ −2 !!!
iii. ! + 2 ! − 4!' ' ' '
iv. 5 ! − 1 − 10(! − 1) + 100(! − 1)!
v. 2!" − !!! ! − (2!" − !!!) ∙ 2!!
!

For!example,!she!sees!that!the!expression!in!(i)!is!algebraically!equivalent!to!11!"# − 2!!,!which!is!indeed!a!
binomial.!!(She!is!happy!to!write!this!as!11!"# + −2 !!,!if!you!prefer.)!
Is!she!right!about!the!remaining!four!expressions?!!

&

2. Janie!writes!a!polynomial!expression!using!only!one!variable,!!,!with!degree!3.!!Max!writes!a!polynomial!expression!
using!only!one!variable,!!,!with!degree!7.!!!
a. What!can!you!determine!about!the!degree!of!the!sum!of!Janie!and!Max’s!polynomials?!!

b. What!can!you!determine!about!the!degree!of!the!difference!of!Janie!and!Max’s!polynomials?!!

!
3. Suppose!Janie!writes!a!polynomial!expression!using!only!one!variable,!!,!with!degree!of!5!and!Max!writes!a!

polynomial!expression!using!only!one!variable,!!,!with!degree!of!5.!
a. What!can!you!determine!about!the!degree!of!the!sum!of!Janie!and!Max’s!polynomials?!!

b. What!can!you!determine!about!the!degree!of!the!difference!of!Janie!and!Max’s!polynomials?!

!
4. Find!each!sum!or!difference!by!combining!the!parts!that!are!alike.!

a. 2! + 4 + 5 ! − 1 − (! + 7)!!!
b. 7!! + 9! − 2(!! + 13)!!!!!
c. 6 − ! − !! + (9! + !!)!!

Lesson&Summary&

A!monomial'is!a!polynomial!expression!generated!using!only!the!multiplication!operator!(__×__).!!!Thus,!it!does!not!
contain!+!or!–!operators.!!Monomials!are!written!with!numerical!factors!multiplied!together!and!variable!or!other!
symbols!each!occurring!one!time!(using!exponents!to!condense!multiple!instances!of!the!same!variable)!

A!polynomial!is!the!sum!(or!difference)!of!monomials.!

The!degree!of!a!monomial!is!the!sum!of!the!exponents!of!the!variable!symbols!that!appear!in!the!monomial.!

The!degree!of!a!polynomial!is!the!degree!of!the!monomial!term!with!the!highest!degree.!

!
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d. 5 − !! + 6 !! − 8 − (!! + 12)!!
e. 8!! + 5! − 3(!! + 2)! !
f. 12! + 1 + 2 ! − 4 − (! − 15)! !
g. 13!! + 5! − 2(!! + 1)! !!!!

h. 9 − ! − !! − 3
2 8! + 2!! !!!!

i. 4! + 6 − 12 ! − 3 + ! + 2 !
j. 15!! + 10! − 12(!! + 4!)!!!!!

!

!
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Lesson&7:&&Algebraic&Expressions—The&Commutative&and&

Associative&Properties&

&
Classwork&

Exercise&1&

Suzy!draws!the!following!picture!to!represent!the!sum!3 + 4:!

!

!

Ben!looks!at!this!picture!from!the!opposite!side!of!the!table!and!says,!“You!drew!4 + 3.”!
Explain!why!Ben!might!interpret!the!picture!this!way.!!!!

!

!

!

!

!

!

!

!

Exercise&2&

Suzy!adds!more!to!her!picture!and!says,!“the!picture!now!represents! 3 + 4 + 2.”!

!

!

How!might!Ben!interpret!this!picture?!!Explain!your!reasoning.!

!

!

!

!

!

!

!

!

!
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Exercise&3&

Suzy!then!draws!another!picture!of!squares!to!represent!the!product!3×4.!Ben!moves!to!the!end!of!the!table!and!says,!

“From!my!new!seat,!your!picture!looks!like!the!product!4×3.”!
What!picture!might!Suzy!have!drawn?!!Why!would!Ben!see!it!differently!from!his!viewpoint?!

!

!

!

!

&

&

&

Exercise&4&

Draw!a!picture!to!represent!the!quantity! 3×4 ×5!that!also!could!represent!the!quantity(4×5)×3!when!seen!from!a!

different!viewpoint.!

!

&
&
&
&
&
&
&
&

Four&Properties&of&Arithmetic:&

The!Commutative!Property!of!Addition:!!If!!!and!!!are!real!numbers,!then!! + ! = ! + !.!
The!Associative!Property!of!Addition:!!If!!, !,!and!!!are!real!numbers,!then! ! + ! + ! = ! + (! + !)!
The!Commutative!Property!of!Multiplication:!!If!!!and!!!are!real!numbers,!then!!×! = !×!.!
The!Associative!Property!of!Multiplication:!!If!!, !,!and!!!are!real!numbers,!then! !" ! = !(!").!
&

Exercise&5&

Viewing!the!diagram!below!from!two!different!perspectives!illustrates!that! 3 + 4 + 2!equals!!
2 + (4 + 3).!

&
!

Is!it!true!for!all!real!numbers!!, !!and!!!that! ! + ! + !!should!equal! ! + ! + !?!
(Note:!!The!direct!application!of!the!Associative!Property!of!Addition!only!gives ! + ! + ! = ! + (! + !).)!
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Exercise&6&

Draw!a!flow!diagram!and!use!it!to!prove!that! !" ! = !" !!!for!all!real!numbers!!, !,!and!!.&
!

&
&
&
&
&
&
&

Exercise&7&

Use!these!abbreviations!for!the!properties!of!real!numbers!and!complete!the!flow!diagram.!

!!!for!the!commutative!property!of!addition!

!×!for!the!commutative!property!of!multiplication!

!!!for!the!associative!property!of!addition!
!×!for!the!associative!property!of!multiplication!&

&
&
&
&

&

&

&
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Exercise&8&

Let!!, !, !,!and!!!be!real!numbers.!Fill!in!the!missing!term!of!the!following!diagram!to!show!that! ! + ! + ! + !!!is!
sure!to!equal!! + ! + ! + ! .!

!

!

!

&
&
!

!

!

NUMERICAL&SYMBOL:!!A!numerical'symbol'is!a!symbol!that!represents!a!specific!number.!!!

For!example,!0, 1, 2, 3, 23 ! ,−3,−124.122,!, !!are!numerical!symbols!used!to!represent!specific!points!on!the!real!number!

line.!!!

VARIABLE&SYMBOL:!!A!variable'symbol!is!a!symbol!that!is!a!placeholder!for!a!number.!!!

It!is!possible!that!a!question!may!restrict!the!type!of!number!that!a!placeholder!might!permit,!e.g.,!integers!only!or!

positive!real!number.!

ALGEBRAIC&EXPRESSION:!!An!algebraic'expression!is!either!

1. a!numerical!symbol!or!a!variable!symbol,!or!!

2. the!result!of!placing!previously!generated!algebraic!expressions!into!the!two!blanks!of!one!of!the!four!operators!!!!!!!!!!!!!!

((__) + (__),!!!(__) − (__),!!!(__)×(__), (__) ÷ (__))!or!into!the!base!blank!of!an!exponentiation!with!exponent!that!is!
a!rational!number.!

!

Two!algebraic!expressions!are!equivalent!if!we!can!convert!one!expression!into!the!other!by!repeatedly!applying!the!
Commutative,!Associative,!and!Distributive!Properties!and!the!properties!of!rational!exponents!to!components!of!the!

first!expression.!

!!

NUMERICAL&EXPRESSION:!!A!numerical'expression!is!an!algebraic!expression!that!contains!only!numerical!symbols!(no!

variable!symbols),!which!evaluate!to!a!single!number.!

The!expression,!3 ÷ 0,!is!not!a!numerical!expression.!

EQUIVALENT&NUMERICAL&EXPRESSIONS:!Two!numerical!expressions!are!equivalent!if!they!evaluate!to!the!same!

number.!

Note!that!1 + 2 + 3!and!1×2×3,!for!example,!are!equivalent!numerical!expressions!(they!are!both!6)!but!! + ! + !!!and!
!×!×!!are!not!equivalent!expressions.!!
&
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&
&
&
Problem&Set&&
&
1. The!following!portion!of!a!flow!diagram!shows!that!the!expression!!" + !"!is!equivalent!to!the!expression!!" + !".

!

!

Fill!in!each!circle!with!the!appropriate!symbol:!Either!!!!(for!the!“Commutative!Property!of!Addition”)!or!!×!(for!the!
“Commutative!Property!of!Multiplication”).!!

&
2. Fill!in!the!blanks!of!this!proof!showing!that!(! + 5)(! + 2)!is!equivalent!!! + 7! + 10.!Write!either!

“Commutative!Property,”!“Associative!Property,”!or!“Distributive!Property”!in!each!blank.!

!!

(! + 5)(! + 2)! = ! + 5 ! + (! + 5)×2! !!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!! !

! ! ! ! = ! ! + 5 + (! + 5)×2! !!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!

! ! ! ! = ! ! + 5 + 2(! + 5)! ! !!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!! !

! ! ! ! = !! + !×5 + 2(! + 5)!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!
! ! ! ! = !! + 5! + 2(! + 5)! ! !!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!

! ! ! ! = !! + 5! + 2! + 10! ! !!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!

! ! ! ! = !! + (5! + 2!) + 10! ! !!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!! !

! ! ! ! = !! + 7! + 10!! !

&
!

!

!

!

!

!

!

!

Lesson&Summary&
The!Commutative!and!Associative!Properties!represent!key!beliefs!about!the!arithmetic!of!real!numbers.!!These!

properties!can!be!applied!to!algebraic!expressions!using!variables!that!represent!real!numbers.!!!

Two!algebraic!expressions!are!equivalent!if!we!can!convert!one!expression!into!the!other!by!repeatedly!applying!the!
Commutative,!Associative,!and!Distributive!Properties!and!the!properties!of!rational!exponents!to!components!of!

the!first!expression.!

!!
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3. Fill!in!each!circle!of!the!following!flow!diagram!with!one!of!the!letters:!!C!for!Commutative!Property!(for!either!

addition!or!multiplication),!A!for!Associative!Property!(for!either!addition!or!multiplication),!or!D!for!Distributive!

Property.!

!

&
4. What!is!a!quick!way!to!see!that!the!value!of!the!sum!53 + 18 + 47 + 82!is!200?&

!

5. !

a. If!!" = 37!and!=! !!",!what!is!the!value!of!the!product!!×!×!×!?!
b. Give!some!indication!as!to!how!you!used!the!commutative!and!associative!properties!of!multiplication!to!

evaluate!!×!×!×!!in!part!a).!
c. Did!you!use!the!associative!and!commutative!properties!of!addition!to!answer!question!4?!

'
6. The!following!is!a!proof!of!the!algebraic!equivalency!of! 2! !

!and!8!!.!Fill!in!each!of!the!blanks!with!either!the!
statement!“Commutative!Property”!or!“Associative!Property.”!

!

' 2! ! = 2! ∙ 2! ∙ 2'
!!!!!!!!!!!!!!!!!!!!= 2 !×2 !×2 !!!!!!!!!!!' _________________________'
!! !!!!!!= 2 2! 2! !!!!!!!!! ! _________________________!

!!!!!!!!!!!!!!!!!!!= 2 ∙ 2 !×2 ! ∙ !! ! _________________________!

!!!!!!!!!!!!!!!!!!!= 2 ∙ 2 2! ! ∙ !!!!!!! ! _________________________!

! !!!!!= (2 ∙ 2 ∙ 2)(! ∙ ! ∙ !)! ! _________________________!

! !!!!!= 8!!!
!

!

'
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7. Write!a!mathematical!proof!of!the!algebraic!equivalency!of! !" !
!!and!!!!!!.!

&
8. !

a. Suppose!we!are!to!play!the!4Hnumber!game!with!the!symbols!a,!b,!c,!and!d!to!represent!numbers,!each!used!at!

most!once,!combined!by!the!operation!of!addition!ONLY.!!If!we!acknowledge!that!parentheses!are!unneeded,!

show!there!are!essentially!only!15!expressions!one!can!write.!
b. How!many!answers!are!there!for!the!multiplication!ONLY!version!of!this!game?!

&
9. Write!a!mathematical!proof!to!show!that!(! + !)(! + !)!is!equivalent!to!!! + !" + !" + !".!
!

10. Recall!the!following!rules!of!exponents:!

! ! !

! !! ∙ !! = !!!!! !!
!! = !!!!! !! ! = !!"!

!" ! = !!!!! !
!

!
= !!
!!! !

!

Here!!,!!!,!!,!and!!!are!real!numbers!with!!!and!!!nonHzero.!
Replace!each!of!the!following!expressions!with!an!equivalent!expression!in!which!the!variable!of!the!expression!

appears!only!once!with!a!positive!number!for!its!exponent.!(For!example,! !!!!∙ !!!!is!equivalent!to!!
!
!!.)!

!

a. (16!!) ÷ (16!!)!
b. 2! ! 2! !

!

c. 9!!! 3!!! !!
!

d. 25!! ÷ 5!! ÷ 5!!!
!

e. (25!!) ÷ 5!! ÷ 5!!!
!

!

11. (OPTIONAL!CHALLENGE)!Grizelda!has!invented!a!new!operation!that!she!calls!the!“average!operator.”!For!any!two!
real!numbers!!!and!!,!she!declares!!!! !!to!be!the!average!of!!!and!!:!

!!⨁!! = ! + !
2 !

a. Does!the!average!operator!satisfy!a!commutative!property?!!That!is,!does!!! ! = !! !!!for!all!real!numbers!

!!and!!?!!
b. Does!the!average!operate!distribute!over!addition?!That!is,!does!!⨁ ! + ! = !⨁! + !⨁! !for!all!real!

numbers!!,!!,!and!!?!!
!

!
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Lesson&6:&&Algebraic&Expressions—The&Distributive&Property&

&
Classwork&&

Exercise&2&

Write!an!expression!using!the!symbols!1,!2,!3,!and!4!that!evaluates!to!16,!and!then!use!that!expression!to!create!one!
that!evaluates!to!816.!!
!

!

!

!

!

Exercise&3&

Define!the!rules!of!a!game!as!follows:!!

a. Begin!by!choosing!an!initial!set!of!symbols,!variable,!or!numeric,!as!a!starting!set!of!expressions,!and!then!
generate!more!expressions!by:!

!

!

!

b. Placing!any!previously!created!expressions!into!the!blanks!of!the!addition!operator:! ___ ___+ !

&

&

&

Exercise&4&

Roma!says!that!collecting!like!terms!can!be!seen!as!an!application!of!the!distributive!property.!!Is!writing!! + ! = 2!!an!
application!of!the!distributive!property?!

&

&

&

&

&

&
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Exercise&5&

Leela!is!convinced!that!(! + !)! = !! + !!.!!Do!you!think!she!is!right?!!Use!a!picture!to!illustrate!your!reasoning.!
&

&

&

&

&

&
&
&
&
&
Exercise&6&
Draw!a!picture!to!represent!the!expression! ! + ! + 1 × ! + 1 .!
!

!

!

&

&

&

&

Exercise&7&

Draw!a!picture!to!represent!the!expression! ! + !)×(! + !)×(! + ! + ! .!
!

!

!

!

!

!

A&Key&Belief&of&Arithmetic&

The!Distributive!Property:!!!!If!!, !,!and!!!are!real!numbers,!then!!! ! + ! = !" + !".!
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&
&
Problem&Set&
!

1. Insert!parentheses!to!make!each!statement!true.!

a. 2 + 3×4! + 1 = 81!! ' ! ! ! !

b. 2 + 3×4! + 1 = 85!! !

c. 2 + 3×4! + 1 = 51!! !

d. 2 + 3×4! + 1 = 53!
!

2. Using!starting!symbols!of:!'!,!!,!2,!and!– 2,!which!of!the!following!expressions!will!NOT!appear!when!following!the!
rules!of!the!game!played!in!Exercise!3?!

a. 7! + 3! + (−2)''
b. ! − 2'
c. ! − !'
d. 2! + 6'
e. −2! + 2'

!

3. Luke!wants!to!play!the!4Jnumber!game!with!the!numbers!1,!2,!3,!and!4!and!the!operations!of!addition,!

multiplication,!AND!subtraction.!

Leoni!responds,!“Or!we!just!could!play!the!4Jnumber!game!with!just!the!operations!of!addition!and!multiplication,!

but!with!now!the!numbers!!!–1,!–2,!–3,!–4,!1,!2,!3,!and!4!instead.”!!

What!observation!is!Leoni!trying!to!point!out!to!Luke?!

!

4. Given!the!expression:!! ! + 3 ∙ ! + 1 ∙ (! + 2)!
a. Draw!a!picture!to!represent!the!expression.!

b. Write!an!equivalent!expression!by!applying!the!Distributive!Property.!

!

!

!

!

!

!

!

Lesson&Summary&
The!Distributive!Property!represents!a!key!belief!about!the!arithmetic!of!real!numbers.!!This!property!can!be!applied!

to!algebraic!expressions!using!variables!that!represent!real!numbers.!!!

!
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5. !

a. Given!that!! > !,!which!of!the!shaded!regions!is!larger!and!why?&

!
!
!

b. Consider!the!expressions!851×29!and!849×31.!!Which!would!result!in!a!larger!product?!!Use!a!diagram!to!
demonstrate!your!result&

!

6. Consider!the!following!diagram.!

!
!

Edna!looked!at!the!diagram!and!then!highlighted!the!four!small!rectangles!shown!and!concluded:!

(! + 2!)! = !! + 4!(! + !).!

!
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a. Michael,!when!he!saw!the!picture,!highlighted!four!rectangles!and!concluded:!

(! + 2!)! = !! + 2!" + 2!(! + 2!).!
Which!four!rectangles!and!one!square!did!he!highlight?!

!

b. Jill,!when!she!saw!the!picture,!highlighted!eight!rectangles!and!squares!(not!including!the!square!in!the!middle)!
to!conclude:!

(! + 2!)! = !! + 4!" + 4!!.!
Which!eight!rectangles!and!squares!did!she!highlight?!

!

c. When!Fatima!saw!the!picture,!she!exclaimed:!(! + 2!)! = !! + 4! ! + 2! − 4!!.!!She!claims!she!
highlighted!just!four!rectangles!to!conclude!this.!Identify!the!four!rectangles!she!highlighted!and!explain!how!
using!them!she!arrived!that!the!expression!!!! + 4! ! + 2! − 4!!.!
!

d. Are!all!of!Edna,!Michael,!Jill,!and!Fatima’s!techniques!right?!!Explain!why!or!why!not?!

!

!

!

!
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Lesson&5:&&Two&Graphing&Stories&

&

Classwork&

Example&1 &

Consider!the!story:!

Maya'and'Earl'live'at'opposite'ends'of'the'hallway'in'their'apartment'building.''Their'doors'are'50'feet'apart.''They'each'
start'at'their'door'and'walk'at'a'steady'pace'towards'each'other'and'stop'when'they'meet.'

What!would!their!graphing!stories!look!like!if!we!put!them!on!the!same!graph?!!When!the!two!people!meet!in!the!

hallway,!what!would!be!happening!on!the!graph?!!Sketch!a!graph!that!shows!their!distance!from!Maya’s!door.&

&

&

&

&

&

&

&

&

Example&2 &

Watch!the!following!graphing!story.!

http://youtu.be/X956EvmCevI!

The!video!shows!man!and!a!girl!walking!on!the!same!stairway.!

&

Exercises&1–4& &

1. Graph!the!man's!elevation!on!the!stairway!versus!time!in!

seconds.!

!

2. Add!the!girl’s!elevation!to!the!same!graph.!!How!did!you!

account!for!the!fact!that!the!two!people!did!not!start!at!

the!same!time?!

!

!
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3. Suppose!the!two!graphs!intersect!at!the!point!!(24, 4).!!What!is!the!meaning!of!this!point!in!this!situation?!

!

!

!

!

4. Is!it!possible!for!two!people,!walking!in!stairwells,!to!produce!the!same!graphs!you!have!been!using!and!NOT!pass!
each!other!at!time!12!seconds?!!Explain!your!reasoning.!

!

!

!

Example&3 &

Consider!the!story:!

Duke'starts'at'the'base'of'a'ramp'and'walks'up'it'at'a'constant'rate.'His'elevation'increases'by'three'feet'every'second.''
Just'as'Duke'starts'walking'up'the'ramp,'Shirley'starts'at'the'top'of'the'same'25'foot'high'ramp'and'begins'walking'down'
the'ramp'at'a'constant'rate.'Her'elevation'decreases'two'feet'every'second.'

'

Exercises&5–7& &

5. Sketch!two!graphs!on!the!same!set!of!elevationEversusEtime!axes!to!represent!Duke’s!and!Shirley’s!motions.!

!

!

!

!

!

!

!

6. What!are!the!coordinates!of!the!point!of!intersection!of!the!two!graphs?!At!what!time!do!Duke!and!Shirley!pass!
each!other?!

!

!

!

!

7. Write!down!the!equation!of!the!line!that!represents!Duke’s!motion!as!he!moves!up!the!ramp!and!the!equation!of!
the!line!that!represents!Shirley’s!motion!as!she!moves!down.!Show!that!the!coordinates!of!the!point!you!found!in!
question!above!satisfy!both!equations.''''

!

!

!
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!

&
Problem&Set&
&
1. Reread!the!story!about!Maya!and!Earl!from!Example!1.!!Suppose!that!Maya!walks!at!a!constant!rate!of!3!feet!every!

second!and!Earl!walks!at!a!constant!rate!of!4!feet!every!second!starting!from!50!feet!away.!!Create!equations!for!
each!person’s!distance!from!Maya’s!door!and!determine!exactly!when!they!meet!in!the!hallway.!!How!far!are!they!
from!Maya’s!door!at!this!time?!

!

2. Consider!the!story:!

May,'June,'and'July'were'running'at'the'track.''May'started'first'and'ran'at'a'steady'pace'of'1'mile'every'11'minutes.''
June'started'5'minutes'later'than'May'and'ran'at'a'steady'pace'of'1'mile'every'9'minutes.''July'started'2'minutes'

after'June'and'ran'at'a'steady'pace,'running'the'first'lap'(
!
!!mile)'in'1.5!minutes.''She'maintained'this'steady'pace'for'

3!more'laps'and'then'slowed'down'to'1'lap'every'3'minutes.'

!
a. Sketch!May,!June,!and!July’s!distance!versus!time!graphs!on!a!coordinate!plane.!

b. Create!linear!equations!that!represent!each!girl’s!mileage!in!terms!of!time!in!minutes.!!You!will!need!two!
equations!for!July!since!her!pace!changes!after!4!laps!(1!mile).!

c. Who!is!the!first!person!to!run!3!miles?!

d. Did!June!and!July!pass!May!on!the!track!if!they!did,!when!and!at!what!mileage?'

e. Did!July!pass!June!on!the!track!if!she!did!when!and!at!what!mileage?!
'

' '

Lesson&Summary&

The!intersection&point!of!the!graphs!of!two!equations!is!an!ordered!pair!that!is!a!solution!to!BOTH'equations.!!In!the!
context!of!a!distance!(or!elevation)!story,!this!point!represents!the!fact!that!both!distances!(or!elevations)!are!equal!
at!the!given!time.!

Graphing!stories!with!quantities!that!change!at!a!constant!rate!can!be!represented!using!pieceEwise!linear!
equations.!
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3. Suppose!two!cars!are!travelling!north!along!a!road.!!Car!1!travels!at!a!constant!speed!of!50!mph!for!two!hours,!then!
speeds!up!and!drives!at!a!constant!speed!of!100!mph!for!the!next!hour.!!The!car!breaks!down!and!the!driver!has!to!
stop!and!work!on!it!for!two!hours.!!When!he!gets!it!running!again,!he!continues!driving!recklessly!at!a!constant!
speed!of!100!mph.!!Car!2!starts!at!the!same!time!that!Car!1!starts,!but!Car!2!starts!100!miles!farther!north!than!Car!1!
and!travels!at!a!constant!speed!of!25!mph!throughout!the!trip.!

a. Sketch!the!distance!versus!time!graphs!for!Car!1!and!Car!2!on!a!coordinate!plane.!!Start!with!time!0!and!
measure!time!in!hours.!!!

b. Approximately!when!do!the!cars!pass!each!other?!

c. Tell!the!entire!story!of!the!graph!from!the!point!of!view!of!Car!2.!!(What!does!the!driver!of!Car!2!see!along!the!
way!and!when?)!

d. Create!linear!equations!representing!each!car’s!distance!in!terms!of!time!(in!hours).!!Note!that!you!will!need!
four!equations!for!Car!1!and!only!one!for!Car!2.!!Use!these!equations!to!find!the!exact!coordinates!of!when!the!
cars!meet.'

!

4. Suppose!that!in!Problem!3!above,!Car!1!travels!at!the!constant!speed!of!25!mph!the!entire!time.!!Sketch!the!distance!
versus!time!graphs!for!the!two!cars!on!the!graph!below.!!Do!the!cars!ever!pass!each!other?!What!is!the!linear!
equation!for!Car!1!in!this!case?!

!

5. Generate!6!distinct!random!whole!numbers!between!2!and!9!inclusive!and!fill!in!the!blanks!below!with!the!numbers!
in!the!order!in!which!they!were!generated.!

&

A!(!!!!0!!!!,!_______),!!!!B!(_______,!_______),!!!!!C!(!!!10!!!!,!_______)!

!

D!(!!!!0!!!,!_______),!!!!!E!(!!10!!,!_______).!
!

(Link!to!a!random!number!generator!http://www.mathgoodies.com/calculators/random_no_custom.html)!
!

a. On!a!coordinate!plane,!plot!points!A,!B,!and!C.!!Draw!line!segments!from!point!A!to!point!B,!and!from!point!B!
to!point!C.!!!

b. On!the!same!coordinate!plane,!plot!points!D!and!E!and!draw!a!line!segment!from!point!D!to!point!E.!!!

c. Write!a!graphing!story!that!describes!what!is!happening!in!this!graph.!!Include!a!title,!!E!and!!Eaxis!labels,!and!
scales!on!your!graph!that!correspond!to!your!story.!

! !
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6. The!following!graph!shows!the!revenue!(or!income)!a!company!makes!from!designer!coffee!mugs!and!the!total!cost!
(including!overhead,!maintenance!of!machines,!etc.)!that!the!company!spends!to!make!the!coffee!mug.!

!

!

!

a. How!are!revenue!and!total!cost!related!to!the!number!of!units!of!coffee!mugs!produced?!

b. What!is!the!meaning!of!the!point!(0,!4000)!on!the!total!cost!line?!
c. What!are!the!coordinates!of!the!intersection!point?!!What!is!the!meaning!of!this!point!in!this!situation?'

d. Create!linear!equations!for!revenue!and!total!cost!in!terms!of!units!produced!and!sold.!!Verify!the!coordinates!
of!the!intersection!point.!

e. Profit!for!selling!1000!units!is!equal!to!revenue!generated!by!selling!1000!units!minus!the!total!cost!of!making!
1000!units.!What!is!the!company’s!profit!if!1000!units!are!produced!and!sold?!

!

!

!

!

!

!

0!

2000!

4000!

6000!

8000!

10000!

12000!

14000!

0!
10
0!

20
0!

30
0!

40
0!

50
0!

60
0!

70
0!

80
0!

90
0!

10
00
!

Do
lla
rs
&

Units&Produced&and&Sold&

Total!Cost!

Revenue!
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Lesson&4:&&Analyzing&Graphs—Water&Usage&during&a&Typical&Day&

at&School&

&
Classwork&

Example&1 &

&

&

&

Exercises& &

1. The!bulk!of!water!usage!is!due!to!the!flushing!of!toilets.!Each!flush!uses!2.5!gallons!of!water.!Samson!estimates!that!
2%!of!the!school!population!uses!the!bathroom!between!10: 00!a.m.!and!10: 01!a.m.!right!before!homeroom.!!
What!is!a!good!estimate!of!the!population!of!the!school?'

&

&

&

&

&

&
&

&
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2. Samson!then!wonders!this:!If!everyone!at!the!school!flushed!a!toilet!at!the!same!time,!how!much!water!would!go!
down!the!drain!(if!the!waterKpressure!of!the!system!allowed)?!!Are!we!able!to!find!an!answer!for!Samson?&

&

&

&

&

&

&

&

&

3. Estimation!Exercise!

!

! Make!a!guess!as!to!how!many!toilets!are!at!the!school.!!

!

! Make!a!guess!as!to!how!many!students!are!in!the!school,!and!what!percentage!of!students!might!be!using!the!
bathroom!at!break!times!between!classes,!just!before!the!start!of!school,!and!just!after!the!end!of!school.!Are!
there!enough!toilets!for!the!count!of!students!wishing!to!use!them?!!

!

! Using!the!previous!two!considerations,!estimate!the!number!of!students!using!the!bathroom!during!the!peak!
minute!of!each!break.!!!

!

! Assuming!each!flush!uses!2.5!gallons!of!water,!estimate!the!amount!of!water!being!used!during!the!peak!
minute!of!each!break.!!!

!

! What!time!of!day!do!these!breaks!occur?!(If!the!school!schedule!varies,!consider!today’s!schedule.)!!!

!

! Draw!a!graph!that!could!represent!the!water!consumption!in!a!typical!school!day!of!your!school.!

!

!

!

!

!

!

!

!

!

!
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Problem&Set&
&
1. !The!following!graph!shows!the!temperature!(in!degrees!Fahrenheit)!of!La!Honda,!CA!in!the!months!of!August!and!

September!of!2012.!Answer!the!questions!following!the!graph.!

!
! The!graph!seems!to!alternate!between!peak,!valley,!pea.!!Explain!why?!!

! When!do!you!think!it!should!be!the!warmest!during!each!day?!!Circle!the!peak!of!each!day!to!determine!if!the!
graph!matches!your!guess.!!

! When!do!you!think!it!should!be!the!coldest!during!each!day?!!Draw!a!dot!at!the!lowest!point!of!each!day!to!
determine!if!the!graph!matches!your!guess.!!

! Does!the!graph!do!anything!unexpected!such!as!not!following!a!pattern?!!What!do!you!notice?!!Can!you!
explain!why!it’s!happening?!!

����
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2. The!following!graph!shows!the!amount!of!precipitation!(rain,!snow,!or!hail)!that!accumulated!over!a!period!of!time!
in!La!Honda,!CA.!!!

!
!

! Tell!the!complete!story!of!this!graph.!!

! The!term!“accumulate”!in!context!of!the!graph!means!to!add!up!the!amounts!of!precipitation!over!time.!The!
graph!starts!on!August!24th.!Why!didn’t!the!graph!start!at!0!in!instead!of!starting!at!almost!10!inches?!!
! !

3. The!following!graph!shows!the!solar!radiation!over!a!period!of!time!in!La!Honda,!CA.!!Solar!radiation!is!the!amount!
of!the!sun’s!rays!that!reach!the!earth’s!surface.!!

!

! What!happens!in!La!Honda!when!the!graph!is!flat?!

! What!do!you!think!is!happening!when!the!peaks!are!very!low?!!

! Looking!at!all!three!graphs!above,!what!do!you!conclude!happened!on!August!31st,!2012!in!La!Honda,!CA?!!
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4. The!following!graph!shows!the!velocity!(in!centimeters!per!second)!and!turbidity!of!the!Logan!River!in!Queensland,!
Australia!during!a!flood.!!Turbidity!refers!to!the!clarity!of!the!water!(higher!turbidity!means!murkier!water)!and!is!
related!to!the!total!amount!of!suspended!solids,!such!as!clay,!silt,!sand,!and!phytoplankton,!present!in!the!water.!

!

!

!

!

!

!

!

!

!

!

!

!

!

!

! Jill!visited!the!river!during!the!month!of!January!for!recreation!and!saw!clean!and!beautiful!water.!!On!which!
day!do!you!think!she!visited?!!

! What!do!the!negative!velocities!(below!the!grey!line)!that!appear!periodically!at!the!beginning!represent?!'

! The!behavior!of!the!river!seems!to!follow!a!normal!pattern!at!the!beginning!and!at!the!very!end!of!the!time!
period!!shown.!!Approximately!when!does!the!flood!start?!!Describe!its!effects!on!velocity!and!turbidity.!!

!

!

!

!

!

!

!
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Lesson&3:&&Graphs&of&Exponential&Functions&

&
Classwork&

Example&1 &

Consider!the!story:!

Darryl'lives'on'the'third'floor'of'his'apartment'building.'His'bike'is'locked'up'outside'on'the'ground'floor.''At'3:00''p.m.,'
he'leaves'to'go'run'errands,'but'as'he'is'walking'down'the'stairs,'he'realizes'he'forgot'his'wallet.'He'goes'back'up'the'
stairs'to'get'it'and'then'leaves'again.'As'he'tries'to'unlock'his'bike,'he'realizes'that'he'forgot'his'keys.'One'last'time,'he'
goes'back'up'the'stairs'to'get'his'keys.'He'then'unlocks'his'bike,'and'he'is'on'his'way'at'3:10'p.m.'

Sketch!a!graph!that!depicts!Darryl’s!change!in!elevation!over!time.!

&

&

&

&

&
&
&
&
! &
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Example&2 &

Watch!the!following!graphing!story:!

https://www.youtube.com/watch?v=gEwzDydciWc!

The!video!shows!bacteria!doubling!every!second.!!!

&

Exercises&for&Example&2&

1. Graph!the!number!of!bacteria!versus!time!in!seconds.!Begin!by!counting!the!number!of!bacteria!present!at!each!
second!and!plotting!the!appropriate!points!on!the!set!of!axes!below.!Consider!how!you!might!handle!estimating!
these!counts!as!the!population!of!the!bacteria!grows.!

!
!

!

2. Graph!the!number!of!bacteria!versus!time!in!minutes.!

!

!
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3. Graph!the!number!of!bacteria!versus!time!in!hours!(for!the!first!five!hours).!

!
!

!

!

!

!

!

! &
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Problem&Set&
&
1. Below!are!three!stories!about!the!population!of!a!city!over!a!period!of!time!and!four!populationIversusItime!graphs.!

Two!of!the!stories!each!correspond!to!a!graph.!!Match!the!two!graphs!and!the!two!stories.!!Write!stories!for!the!
other!two!graphs,!and!draw!a!graph!that!matches!the!third!story.!

!

Story!1:!!The!population!size!grows!at!a!constant!rate!for!some!time,!then!doesn’t!change!for!a!while,!and!then!
grows!at!a!constant!rate!once!again.!

Story!2:!!The!population!size!grows!somewhat!fast!at!first,!and!then!the!rate!of!growth!slows.!

Story!3:!!The!population!size!declines!to!zero.!!!

!

!
2. In!the!video,!the!narrator!says:!

!
“Just!one!bacterium,!dividing!every!20!minutes,!could!produce!nearly!5,000!billion!billion!bacteria!in!one!day.!That!
is!5, 000, 000, 000, 000, 000, 000, 000!bacteria."!
!
This!seems!WAY!too!big.!Could!this!be!correct,!or!did!she!make!a!mistake?!(Feel!free!to!experiment!with!numbers!
using!a!calculator.)!

!
3. Bacillus'cereus!is!a!soilIdwelling!bacterium!that!sometimes!causes!food!poisoning.!Each!cell!divides!to!form!two!new!

cells!every!30!minutes.!!If!a!culture!starts!out!with!exactly!100!bacterial!cells,!how!many!bacteria!will!be!present!
after!3!hours?!

!
!
!
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4. Create!a!story!to!match!each!graph!below:!
!!

!
!
5. Consider!the!following!story!about!skydiving:!!

Julie!gets!into!an!airplane!and!waits!on!the!tarmac!for!2!minutes!before!it!takes!off.!!The!airplane!climbs!to!10,000!
feet!over!the!next!15!minutes.!!After!2!minutes!at!that!constant!elevation,!Julie!jumps!and!free!falls!for!45!seconds!
until!she!reaches!a!height!of!5,000!feet.!!Deploying!her!chute,!she!slowly!glides!back!to!Earth!over!the!next!7!
minutes!where!she!lands!gently!on!the!ground.!

a. Draw!an!elevation!versus!time!graph!to!represent!Julie’s!elevation!with!respect!to!time.!

b. According!to!your!graph,!describe!the!manner!in!which!the!plane!climbed!to!its!elevation!of!10,000!feet.!

c. What!assumption(s)!did!you!make!about!falling!after!she!opened!the!parachute?!

!

6. Draw!a!graph!of!number!of!bacteria!versus!time!for!the!following!story:!!Dave!is!doing!an!experiment!with!a!type!of!
bacteria!that!he!assumes!divides!exactly!every!30!minutes.!!He!begins!at!8:00!a.m.!with!10!bacteria!in!a!Petri!dish!
and!waits!for!3!hours.!!At!11:00!a.m.,!he!decides!this!is!too!large!of!a!sample!and!adds!Chemical!A!to!the!dish,!which!
kills!half!of!the!bacteria!almost!immediately.!!The!remaining!bacteria!continue!to!grow!in!the!same!way.!!At!noon,!he!
adds!Chemical!B!to!observe!its!effects.!!After!observing!the!bacteria!for!two!more!hours,!he!observes!that!Chemical!
B!seems!to!have!cut!the!growth!rate!in!half.!

! !

����



!
!
!
!
!

!

Lesson&3:& Graphs!of!Exponential!Functions!
Date:& 12/28/13!
!

S.15&
!

©!2013!Common!Core,!Inc.!Some!rights!reserved.!commoncore.org!

!
This!work!is!licensed!under!a!!
Creative!Commons!AttributionINonCommercialIShareAlike!3.0!Unported!License.!!

!!!!NYS&COMMON&CORE&MATHEMATICS&CURRICULUM& M1!Lesson&3&
ALGEBRA'I'

7. Decide!how!to!label!the!vertical!axis!so!that!you!can!graph!the!data!set!on!the!axes!below.!!Graph!the!data!set!and!
draw!a!curve!through!the!data!points.!'

! '

&
!

&
!

!

!! !!
0! −1!
1! −2!
2! −4!
3! −8!
4! −16!
5! −32!
6! −64!
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Lesson&2:&&Graphs&of&Quadratic&Functions&

&
Classwork&

Example&2 &

Plot!a!graphical!representation!of!change!in!elevation!over!time!for!the!

following!“graphing!story.”!!It!is!a!video!of!a!man!jumping!from!36!feet!above!

ground!into!1!foot!of!water.!!

http://www.youtube.com/watch?v=ZCFBC8aXzHg!or!!

http://youtu.be/ZCFBC8aXzHg!(If!neither!link!works,!search!for!“OFFICIAL!

Professor!Splash!World!Record!Video!”)!

&
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Example&3 &&&

The!table!below!gives!the!area!of!a!square!with!sides!of!whole!number!lengths.!!Have!students!plot!the!points!in!the!

table!on!a!graph!and!draw!the!curve!that!goes!through!the!points.!

Side'
(cm)' 0! 1! 2! 3! 4!
Area'
(cm

2
)' 0! 1! 4! 9! 16!

On!the!same!graph,!reflect!the!curve!across!the!!Haxis.!!This!graph!is!an!example!of!a!“graph!of!a!quadratic!function.”&

!
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Problem&Set&&
&
1. Here!is!an!elevation!versus!time!graph!of!a!ball!rolling!down!a!ramp.!The!first!section!of!the!graph!is!slightly!curved.!

'
!

a. From!the!time!of!about!1.7!seconds!onwards,!the!graph!is!a!flat!horizontal!line.!If!Ken!puts!his!foot!on!the!ball!
at!time!2!seconds!to!stop!the!ball!from!rolling,!how!will!this!graph!of!elevation!versus!time!change?!!

b. Estimate!the!number!of!inches!of!change!in!elevation!of!the!ball!from!0!seconds!to!0.5!seconds.!Also!estimate!

the!change!in!elevation!of!the!ball!between!1.0!seconds!and!1.5!seconds.!'
c. At!what!point!is!the!speed!of!the!ball!the!fastest,!near!the!top!of!the!ramp!at!the!beginning!of!its!journey!or!

near!the!bottom!of!the!ramp?!How!does!your!answer!to!part!(b)!support!what!you!say?'

!

2. Watch!the!following!graphing!story:!

Elevation!vs.!Time!#4![http://www.mrmeyer.com/graphingstories1/graphingstories4.mov.!This!is!the!second!video!

under!“Download!Options”!at!the!site!http://blog.mrmeyer.com/?p=213!called!“Elevation!vs.!Time!#4.”]!!
The!video!is!of!a!man!hopping!up!and!down!several!times!at!three!different!heights!(first,!five!mediumHsized!jumps!

immediately!followed!by!three!large!jumps,!a!slight!pause,!and!then!11!very!quick!small!jumps).!

!!

a. What!object!in!the!video!can!be!used!to!estimate!the!height!of!the!man’s!jump?!!What!is!your!estimate!of!the!

object’s!height?!!

b. Draw!your!own!graph!for!this!graphing!story.!!Use!parts!of!graphs!of!quadratic!functions!to!model!each!of!the!

man’s!hops.!!Label!your!!Haxis!and!!Haxis!appropriately!and!give!a!title!for!your!graph.!
!

!

!

!

!

!
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3. Use!the!table!below!to!answer!the!following!questions.!

!

a. Plot!the!points!(!, !)!in!this!table!on!a!graph!(except!when!!!is!5).!

!

b. The!!Hvalues!in!the!table!follow!a!regular!pattern!that!can!be!discovered!by!computing!the!differences!of!

consecutive!!Hvalues.!!Find!the!pattern!and!use!it!to!find!the!!!Hvalue!when!!!is!5.!
c. Plot!the!point!you!found!in!part!(b).!!Draw!a!curve!through!the!points!in!your!graph.!!Does!the!graph!go!

through!the!point!you!plotted?!

d. How!is!this!graph!similar!to!the!graphs!you!drew!in!Examples!1,!2,!and!3?!!Different?!!!
!

!

!

!

!

!

! !
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4. A!ramp!is!made!in!the!shape!of!a!right!triangle!using!the!dimensions!described!in!the!picture!below.!!The!ramp!

length!is!10!feet!from!the!top!of!the!ramp!to!the!bottom,!and!the!horizontal!width!of!the!ramp!is!9.25!feet.!!

!

A!ball!is!released!at!the!top!of!the!ramp!and!takes!1.6!seconds!to!roll!from!the!top!of!the!ramp!to!the!bottom.!Find!

each!answer!below!to!the!nearest!0.1!feet/sec.!
!

a. Find!the!average!speed!of!the!ball!over!the!1.6!seconds.!!
b. Find!the!average!rate!of!horizontal!change!of!the!ball!over!the!1.6!seconds.!!

c. Find!the!average!rate!of!vertical!change!of!the!ball!over!the!1.6!seconds.!

d. What!relationship!do!you!think!holds!for!the!values!of!the!three!average!speeds!you!found!in!parts!(a),!(b),!and!

(c)?!(Hint:!Use!the!Pythagorean!Theorem.)'
!
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Lesson&1:&&Graphs&of&Piecewise&Linear&Functions&

&
Classwork&
Example&1 &

&
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Example&2 &

Here!is!an!elevationIversusItime!graph!of!a!person’s!motion.!!Can!we!describe!what!the!person!might!have!been!doing?!

&

&

&

&

PIECEWISELDEFINED&LINEAR&FUNCTION:!!Given!nonIoverlapping!intervals!on!the!real!number!line,!a!(real)'piecewise'
linear'function!is!a!function!from!the!union!of!the!intervals!on!the!real!number!line!that!is!defined!by!(possibly!different)!
linear!functions!on!each!interval.!

& &
! &

or!
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Problem&Set&
&
1. Watch!the!video,!“Elevation!vs.!Time!#3”!(below)!

!
http://www.mrmeyer.com/graphingstories1/graphingstories3.mov.!(This!is!the!third!video!under!“Download!
Options”!at!the!site!http://blog.mrmeyer.com/?p=213!called!“Elevation!vs.!Time!#3.”)!
!
It!shows!a!man!climbing!down!a!ladder!that!is!10!feet!high.!!At!time!0!seconds,!his!shoes!are!at!10!feet!above!the!
floor,!and!at!time!6!seconds,!his!shoes!are!at!3!feet.!!!From!time!6!seconds!to!the!8.5!second!mark,!he!drinks!some!
water!on!the!step!3!feet!off!the!ground.!!Afterward!drinking!the!water,!he!takes!1.5!seconds!to!descend!to!the!
ground!and!then!he!walks!into!the!kitchen.!!The!video!ends!at!the!15!second!mark.!

!

a. Draw!your!own!graph!for!this!graphing!story.!!Use!straight!line!segments!in!your!graph!to!model!the!elevation!
of!the!man!over!different!time!intervals.!!Label!your!!Iaxis!and!!Iaxis!appropriately!and!give!a!title!for!your!
graph.'''
!

b. Your!picture!is!an!example!of!a!graph!of!a!piecewise!linear!function.!!Each!linear!function!is!defined!over!an!
interval!of!time,!represented!on!the!horizontal!axis.!!List!those!time!intervals.!

!
c. In!your!graph!in!part!(a),!what!does!a!horizontal!line!segment!represent!in!the!graphing!story?!!

'
d. If!you!measured!from!the!top!of!the!man’s!head!instead!(he!is!6.2!feet!tall),!how!would!your!graph!change?!'

!

e. Suppose!the!ladder!is!descending!into!the!basement!of!the!apartment.!The!top!of!the!ladder!is!at!ground!level!
(0!feet)!and!the!base!at!the!ladder!is!10!feet!below!ground!level.!How!would!your!graph!change!in!observing!
the!man!following!the!same!motion!descending!the!ladder?!!

!

f. What!is!his!average!rate!of!descent!between!time!0!seconds!and!time!6!seconds?!What!was!his!average!rate!of!
descent!between!time!8.5!seconds!and!time!10!seconds?!!Over!which!interval!does!he!descend!faster?!
Describe!how!your!graph!in!part!a!can!also!be!used!to!find!the!interval!during!which!he!is!descending!fastest.!!

' '
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2. Make!up!an!elevationIversusItime!graphing!story!for!the!following!graph:!

!

3. Draw!up!an!elevationIversusItime!graphing!story!of!your!own!and!then!make!up!a!story!for!it.!

!

!
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Introduction 
 
Toward greater focus and coherence 
 

Mathematics experiences in early childhood settings should concentrate on (1) number (which includes whole 
number, operations, and relations) and (2) geometry, spatial relations, and measurement, with more 
mathematics learning time devoted to number than to other topics. Mathematical process goals should be 
integrated in these content areas.  

—Mathematics Learning in Early Childhood, National Research Council, 2009 
 
The composite standards [of Hong Kong, Korea and Singapore] have a number of features that can inform an 
international benchmarking process for the development of K–6 mathematics standards in the U.S. First, the 
composite standards concentrate the early learning of mathematics on the number, measurement, and geometry 
strands with less emphasis on data analysis and little exposure to algebra. The Hong Kong standards for 
grades 1–3 devote approximately half the targeted time to numbers and almost all the time remaining to 
geometry and measurement.  

— Ginsburg, Leinwand and Decker, 2009 
 
Because the mathematics concepts in [U.S.] textbooks are often weak, the presentation becomes more 
mechanical than is ideal. We looked at both traditional and non-traditional textbooks used in the US and found 
this conceptual weakness in both. 

— Ginsburg et al., 2005 
 
There are many ways to organize curricula. The challenge, now rarely met, is to avoid those that distort 
mathematics and turn off students. 

— Steen, 2007 
 
For over a decade, research studies of mathematics education in high-performing countries have pointed to the 
conclusion that the mathematics curriculum in the United States must become substantially more focused and 
coherent in order to improve mathematics achievement in this country. To deliver on the promise of common 
standards, the standards must address the problem of a curriculum that is “a mile wide and an inch deep.” These 
Standards are a substantial answer to that challenge. 
 
It is important to recognize that “fewer standards” are no substitute for focused standards. Achieving “fewer 
standards” would be easy to do by resorting to broad, general statements. Instead, these Standards aim for clarity and 
specificity. 
 
Assessing the coherence of a set of standards is more difficult than assessing their focus. William Schmidt and 
Richard Houang (2002) have said that content standards and curricula are coherent if they are: 
 

articulated over time as a sequence of topics and performances that are logical and reflect, where appropriate, 
the sequential or hierarchical nature of the disciplinary content from which the subject matter derives. That is, 
what and how students are taught should reflect not only the topics that fall within a certain academic 
discipline, but also the key ideas that determine how knowledge is organized and generated within that 
discipline. This implies that “to be coherent,” a set of content standards must evolve from particulars (e.g., the 
meaning and operations of whole numbers, including simple math facts and routine computational procedures 
associated with whole numbers and fractions) to deeper structures inherent in the discipline. These deeper 
structures then serve as a means for connecting the particulars (such as an understanding of the rational 
number system and its properties). (emphasis added) 
 

These Standards endeavor to follow such a design, not only by stressing conceptual understanding of key ideas, but 
also by continually returning to organizing principles such as place value or the laws of arithmetic to structure those 
ideas. 
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In addition, the “sequence of topics and performances” that is outlined in a body of mathematics standards must also 

respect what is known about how students learn. As Confrey (2007) points out, developing “sequenced obstacles 

and challenges for students…absent the insights about meaning that derive from careful study of learning, would be 

unfortunate and unwise.” In recognition of this, the development of these Standards began with research-based 

learning progressions detailing what is known today about how students’ mathematical knowledge, skill, and 

understanding develop over time. 

 
Understanding mathematics 
 

These Standards define what students should understand and be able to do in their study of mathematics. Asking a 

student to understand something means asking a teacher to assess whether the student has understood it. But what 

does mathematical understanding look like? One hallmark of mathematical understanding is the ability to justify, in 

a way appropriate to the student’s mathematical maturity, why a particular mathematical statement is true or where a 

mathematical rule comes from. There is a world of difference between a student who can summon a mnemonic 

device to expand a product such as (a + b)(x + y) and a student who can explain where the mnemonic comes from. 

The student who can explain the rule understands the mathematics, and may have a better chance to succeed at a less 

familiar task such as expanding (a + b + c)(x + y). Mathematical understanding and procedural skill are equally 

important, and both are assessable using mathematical tasks of sufficient richness. 

 

The Standards set grade-specific standards but do not define the intervention methods or materials necessary to 

support students who are well below or well above grade-level expectations. It is also beyond the scope of the 

Standards to define the full range of supports appropriate for English language learners and for students with special 

needs. At the same time, all students must have the opportunity to learn and meet the same high standards if they are 

to access the knowledge and skills necessary in their post-school lives. The Standards should be read as allowing for 

the widest possible range of students to participate fully from the outset, along with appropriate accommodations to 

ensure maximum participaton of students with special education needs. For example, for students with disabilities 

reading should allow for use of Braille, screen reader technology, or other assistive devices, while writing should 

include the use of a scribe, computer, or speech-to-text technology. In a similar vein, speaking and listening should 

be interpreted broadly to include sign language. No set of grade-specific standards can fully reflect the great variety 

in abilities, needs, learning rates, and achievement levels of students in any given classroom. However, the 

Standards do provide clear signposts along the way to the goal of college and career readiness for all students. 

The Standards begin here with eight Standards for Mathematical Practice. 

 

 

How to read the grade level standards 
 
Standards define what students should understand and be able to do. 

Clusters summarize groups of related standards. Note that standards from different clusters may sometimes be 

closely related, because mathematics is a connected subject. 

Domains are larger groups of related standards. Standards from different domains may sometimes be closely 

related. 
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These Standards do not dictate curriculum or teaching methods. For example, just because topic A appears before 
topic B in the standards for a given grade, it does not necessarily mean that topic A must be taught before topic B. A 
teacher might prefer to teach topic B before topic A, or might choose to highlight connections by teaching topic A 
and topic B at the same time. Or, a teacher might prefer to teach a topic of his or her own choosing that leads, as a 
byproduct, to students reaching the standards for topics A and B. 
 
What students can learn at any particular grade level depends upon what they have learned before. Ideally then, each 
standard in this document might have been phrased in the form, “Students who already know A should next come to 
learn B.” But at present this approach is unrealistic—not least because existing education research cannot specify all 
such learning pathways. Of necessity therefore, grade placements for specific topics have been made on the basis of 
state and international comparisons and the collective experience and collective professional judgment of educators, 
researchers and mathematicians. One promise of common state standards is that over time they will allow research 
on learning progressions to inform and improve the design of standards to a much greater extent than is possible 
today. Learning opportunities will continue to vary across schools and school systems, and educators should make 
every effort to meet the needs of individual students based on their current understanding. 
 
These Standards are not intended to be new names for old ways of doing business. They are a call to take the next 
step. It is time for states to work together to build on lessons learned from two decades of standards based reforms. It 
is time to recognize that these standards are not just promises to our children, but promises we intend to keep. 

 
 
Mathematics: Standards for Mathematical Practice 
 
The Standards for Mathematical Practice describe varieties of expertise that mathematics educators at all levels 
should seek to develop in their students. These practices rest on important “processes and proficiencies” with 
longstanding importance in mathematics education. The first of these are the NCTM process standards of problem 
solving, reasoning and proof, communication, representation, and connections. The second are the strands of 
mathematical proficiency specified in the National Research Council’s report Adding It Up: adaptive reasoning, 
strategic competence, conceptual understanding (comprehension of mathematical concepts, operations and 
relations), procedural fluency (skill in carrying out procedures flexibly, accurately, efficiently and appropriately), 
and productive disposition (habitual inclination to see mathematics as sensible, useful, and worthwhile, coupled with 
a belief in diligence and one’s own efficacy). 

 
1. Make sense of problems and persevere in solving them. 
Mathematically proficient students start by explaining to themselves the meaning of a problem and looking for entry 
points to its solution. They analyze givens, constraints, relationships, and goals. They make conjectures about the 
form and meaning of the solution and plan a solution pathway rather than simply jumping into a solution attempt. 
They consider analogous problems, and try special cases and simpler forms of the original problem in order to gain 
insight into its solution. They monitor and evaluate their progress and change course if necessary. Older students 
might, depending on the context of the problem, transform algebraic expressions or change the viewing window on 
their graphing calculator to get the information they need. Mathematically proficient students can explain 
correspondences between equations, verbal descriptions, tables, and graphs or draw diagrams of important features 
and relationships, graph data, and search for regularity or trends. Younger students might rely on using concrete 
objects or pictures to help conceptualize and solve a problem. Mathematically proficient students check their 
answers to problems using a different method, and they continually ask themselves, “Does this make sense?” They 
can understand the approaches of others to solving complex problems and identify correspondences between 
different approaches. 

 
2. Reason abstractly and quantitatively. 
Mathematically proficient students make sense of quantities and their relationships in problem situations. They bring 
two complementary abilities to bear on problems involving quantitative relationships: the ability to 
decontextualize—to abstract a given situation and represent it symbolically and manipulate the representing symbols 
as if they have a life of their own, without necessarily attending to their referents—and the ability to contextualize, 
to pause as needed during the manipulation process in order to probe into the referents for the symbols involved. 
Quantitative reasoning entails habits of creating a coherent representation of the problem at hand; considering the 
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units involved; attending to the meaning of quantities, not just how to compute them; and knowing and flexibly 
using different properties of operations and objects. 
 
3. Construct viable arguments and critique the reasoning of others. 
Mathematically proficient students understand and use stated assumptions, definitions, and previously established 
results in constructing arguments. They make conjectures and build a logical progression of statements to explore 
the truth of their conjectures. They are able to analyze situations by breaking them into cases, and can recognize and 
use counterexamples. They justify their conclusions, communicate them to others, and respond to the arguments of 
others. They reason inductively about data, making plausible arguments that take into account the context from 
which the data arose. Mathematically proficient students are also able to compare the effectiveness of two plausible 
arguments, distinguish correct logic or reasoning from that which is flawed, and—if there is a flaw in an argument—
explain what it is. Elementary students can construct arguments using concrete referents such as objects, drawings, 
diagrams, and actions. Such arguments can make sense and be correct, even though they are not generalized or made 
formal until later grades. Later, students learn to determine domains to which an argument applies. Students at all 
grades can listen or read the arguments of others, decide whether they make sense, and ask useful questions to 
clarify or improve the arguments. 
 
4. Model with mathematics. 
Mathematically proficient students can apply the mathematics they know to solve problems arising in everyday life, 
society, and the workplace. In early grades, this might be as simple as writing an addition equation to describe a 
situation. In middle grades, a student might apply proportional reasoning to plan a school event or analyze a problem 
in the community. By high school, a student might use geometry to solve a design problem or use a function to 
describe how one quantity of interest depends on another. Mathematically proficient students who can apply what 
they know are comfortable making assumptions and approximations to simplify a complicated situation, realizing 
that these may need revision later. They are able to identify important quantities in a practical situation and map 
their relationships using such tools as diagrams, two-way tables, graphs, flowcharts and formulas. They can analyze 
those relationships mathematically to draw conclusions. They routinely interpret their mathematical results in the 
context of the situation and reflect on whether the results make sense, possibly improving the model if it has not 
served its purpose. 
 
5. Use appropriate tools strategically. 
Mathematically proficient students consider the available tools when solving a mathematical problem. These tools 
might include pencil and paper, concrete models, a ruler, a protractor, a calculator, a spreadsheet, a computer algebra 
system, a statistical package, or dynamic geometry software. Proficient students are sufficiently familiar with tools 
appropriate for their grade or course to make sound decisions about when each of these tools might be helpful, 
recognizing both the insight to be gained and their limitations. For example, mathematically proficient high school 
students analyze graphs of functions and solutions generated using a graphing calculator. They detect possible errors 
by strategically using estimation and other mathematical knowledge. When making mathematical models, they 
know that technology can enable them to visualize the results of varying assumptions, explore consequences, and 
compare predictions with data. Mathematically proficient students at various grade levels are able to identify 
relevant external mathematical resources, such as digital content located on a website, and use them to pose or solve 
problems. They are able to use technological tools to explore and deepen their understanding of concepts. 
 
6. Attend to precision. 
Mathematically proficient students try to communicate precisely to others. They try to use clear definitions in 
discussion with others and in their own reasoning. They state the meaning of the symbols they choose, including 
using the equal sign consistently and appropriately. They are careful about specifying units of measure, and labeling 
axes to clarify the correspondence with quantities in a problem. They calculate accurately and efficiently, express 
numerical answers with a degree of precision appropriate for the problem context. In the elementary grades, students 
give carefully formulated explanations to each other. By the time they reach high school they have learned to 
examine claims and make explicit use of definitions.  
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7. Look for and make use of structure. 
Mathematically proficient students look closely to discern a pattern or structure. Young students, for example, might 
notice that three and seven more is the same amount as seven and three more, or they may sort a collection of shapes 
according to how many sides the shapes have. Later, students will see 7 × 8 equals the well remembered 7 × 5 + 7 × 
3, in preparation for learning about the distributive property. In the expression x2 + 9x + 14, older students can see 
the 14 as 2 × 7 and the 9 as 2 + 7. They recognize the significance of an existing line in a geometric figure and can 
use the strategy of drawing an auxiliary line for solving problems. They also can step back for an overview and shift 
perspective. They can see complicated things, such as some algebraic expressions, as single objects or as being 
composed of several objects. For example, they can see 5 – 3(x – y)2 as 5 minus a positive number times a square 
and use that to realize that its value cannot be more than 5 for any real numbers x and y. 
 
8. Look for and express regularity in repeated reasoning. 
Mathematically proficient students notice if calculations are repeated, and look both for general methods and for 
shortcuts. Upper elementary students might notice when dividing 25 by 11 that they are repeating the same 
calculations over and over again, and conclude they have a repeating decimal. By paying attention to the calculation 
of slope as they repeatedly check whether points are on the line through (1, 2) with slope 3, middle school students 
might abstract the equation (y – 2)/(x – 1) = 3. Noticing the regularity in the way terms cancel when expanding (x – 
1)(x + 1), (x – 1)(x2 + x + 1), and (x – 1)(x3 + x2 + x + 1) might lead them to the general formula for the sum of a 
geometric series. As they work to solve a problem, mathematically proficient students maintain oversight of the 
process, while attending to the details. They continually evaluate the reasonableness of their intermediate results. 
 
 
Connecting the Standards for Mathematical Practice to the Standards for Mathematical 
Content 
 
The Standards for Mathematical Practice describe ways in which developing student practitioners of the discipline 
of mathematics increasingly ought to engage with the subject matter as they grow in mathematical maturity and 
expertise throughout the elementary, middle and high school years. Designers of curricula, assessments, and 
professional development should all attend to the need to connect the mathematical practices to mathematical 
content in mathematics instruction. 
 
The Standards for Mathematical Content are a balanced combination of procedure and understanding. Expectations 
that begin with the word “understand” are often especially good opportunities to connect the practices to the content. 
Students who lack understanding of a topic may rely on procedures too heavily. Without a flexible base from which 
to work, they may be less likely to consider analogous problems, represent problems coherently, justify conclusions, 
apply the mathematics to practical situations, use technology mindfully to work with the mathematics, explain the 
mathematics accurately to other students, step back for an overview, or deviate from a known procedure to find a 
shortcut. In short, a lack of understanding effectively prevents a student from engaging in the mathematical 
practices. 
 
In this respect, those content standards which set an expectation of understanding are potential “points of 
intersection” between the Standards for Mathematical Content and the Standards for Mathematical Practice. These 
points of intersection are intended to be weighted toward central and generative concepts in the school mathematics 
curriculum that most merit the time, resources, innovative energies, and focus necessary to qualitatively improve the 
curriculum, instruction, assessment, professional development, and student achievement in mathematics. 
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Mathematics - Pre-Kindergarten:  Introduction 
In Pre-Kindergarten, instructional time should focus on two critical areas: (1) developing an 
understanding of whole numbers using concrete materials, including concepts of correspondence, 
counting, cardinality, and comparison; (2) describing shapes in their environment.  More 
learning time in Pre-Kindergarten should be devoted to developing the concept of number than to 
other topics. 

(1) Students develop an understanding of the meanings of whole numbers and recognize the 
number of objects in small groups by counting – the first and most basic mathematical 
algorithm.  They understand that number words refer to quantity.  They use one-to-one 
correspondence to solve problems by matching sets and comparing number amounts and 
in counting objects to 10.  They understand that the last word that they state in counting 
tells “how many” and they count to determine number amounts and compare quantities 
(using language such as “more than” and “less than”). 

(2) Students describe their physical world using geometric ideas (e.g., shape and special 
relations) and vocabulary.  They identify and name basic two-dimensional shapes, such 
as triangles, rectangles, squares, and circles. They use basic shapes and spatial reasoning 
to model objects in their environment. 

 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 

 
Grade PK Overview 
 
Counting and Cardinality 
• Know number names and the count sequence. 
• Count to tell the number of objects. 
• Compare numbers. 
 
Operations and Algebraic Thinking 
• Understand addition as adding to, and understand 
subtraction as taking from. 
  Understand simple patterns. 
 
 
 

Measurement and Data 
• Describe and compare measurable attributes. 
• Sort objects and count the number of 
objects in each categories. 
 
Geometry 
• Identify and describe shapes (squares, circles, triangles, 
rectangles). 
• Analyze, compare, and sort objects. 
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Counting and Cardinality                                                                                                   PK.CC 
Know number names and the count sequence. 

1. Count to 20. 

2. Represent a number of objects with a written numeral 0–5 (with 0 representing a count of no objects). 

Count to tell the number of objects.   
3. Understand the relationship between numbers and quantities to 10; connect counting to cardinality.  

a. When counting objects, say the number names in the standard order, pairing each object with one and only one 

number name and each number name with one and only one object. 

b. Understand that the last number name said tells the number of objects counted. The number of objects is the same 

regardless of their arrangement or the order in which they were counted. 

c. Understand that each successive number name refers to a quantity that is one larger.  

4. Count to answer “how many?” questions about as many as 10 things arranged in a line, a rectangular array, or a circle, or as 

many as 5 things in a scattered configuration; given a number from 1–10, count out that many objects.  
Compare numbers. 

5. Identify whether the number of objects in one group is more, less, greater than, fewer, and/or equal to the number of 

objects in another group, e.g., by using matching and counting strategies.1 (1: up to 5 objects) 

6. Identify “first” and “last” related to order or position. 

 

Operations & Algebraic Thinking                                                                                     PK.OA 
Understand addition as adding to, and understand subtraction as taking from. 

1. Demonstrate an understanding of addition and subtraction by using objects, fingers, and responding to practical 

situations (e.g., If we have 3 apples and add two more,  how many apples do we have all together?).  

Understand simple patterns. 

2. Duplicate and extend (eg., What comes next?) simple patterns using concrete objects. 

 

Measurement & Data                                                                                                         PK.MD 
 
Describe and compare measurable attributes. 

1. Identify measurable attributes of objects, such as length, and weight.  Describe them using correct vocabulary (e.g., 

small, big, short, tall, empty, full, heavy, and light).   
Sort objects and count the number of objects in each category. 

2. Sort objects into categories; count the numbers of objects in each category. 1 (limit category counts to be less than or 

equal to 10)  

 

Geometry PK.G 
 
Identify and describe shapes (squares, circles, triangles, rectangles). 

1. Describe objects in the environment using names of shapes, and describe the relative positions of these objects using 

terms such as top, bottom, up, down, in front of, behind, over, under, and next to. 

2. Correctly name shapes regardless of size. 

Analyze, compare, and sort objects. 
3. Analyze, compare, and sort two- and three-dimensional shapes and objects, in different sizes, using informal language 

to describe their similarities, differences, and other attributes (e.g., color, size, and shape). 

4. Create and build shapes from components (e.g., sticks and clay balls). 
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Mathematics – Kindergarten: Introduction 

In Kindergarten, instructional time should focus on two critical areas: (1) representing and comparing whole 
numbers, initially with sets of objects; (2) describing shapes and space. More learning time in Kindergarten should 
be devoted to number than to other topics. 

1. Students use numbers, including written numerals, to represent quantities and to solve quantitative problems, such 
as counting objects in a set; counting out a given number of objects; comparing sets or numerals; and modeling 
simple joining and separating situations with sets of objects, or eventually with equations such as 5 + 2 = 7 and 7 – 2 
= 5. (Kindergarten students should see addition and subtraction equations, and student writing of equations in 
kindergarten is encouraged, but it is not required.) Students choose, combine, and apply effective strategies for 
answering quantitative questions, including quickly recognizing the cardinalities of small sets of objects, counting 
and producing sets of given sizes, counting the number of objects in combined sets, or counting the number of 
objects that remain in a set after some are taken away.  

2. Students describe their physical world using geometric ideas (e.g., shape, orientation, spatial relations) and 
vocabulary. They identify, name, and describe basic two-dimensional shapes, such as squares, triangles, circles, 
rectangles, and hexagons, presented in a variety of ways (e.g., with different sizes and orientations), as well as three-
dimensional shapes such as cubes, cones, cylinders, and spheres. They use basic shapes and spatial reasoning to 
model objects in their environment and to construct more complex shapes.  
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 

 
 
Grade K Overview 
 
Counting and Cardinality 
• Know number names and the count sequence. 
• Count to tell the number of objects. 
• Compare numbers. 
 
Operations and Algebraic Thinking 
• Understand addition as putting together and 
adding to, and understand subtraction as 
taking apart and taking from. 
 
Number and Operations in Base Ten 
• Work with numbers 11–19 to gain foundations 
for place value. 

Measurement and Data 
• Describe and compare measurable attributes. 
• Classify objects and count the number of 
objects in categories. 
 
Geometry 
• Identify and describe shapes. 
• Analyze, compare, create, and compose 
shapes. 
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Counting & Cardinality K.CC 
 
Know number names and the count sequence. 
1. Count to 100 by ones and by tens.  
2. Count forward beginning from a given number within the known sequence (instead of having to begin at 1).  
3. Write numbers from 0 to 20. Represent a number of objects with a written numeral 0-20 (with 0 representing a 
count of no objects).  
 
Count to tell the number of objects. 
4. Understand the relationship between numbers and quantities; connect counting to cardinality.  

a. When counting objects, say the number names in the standard order, pairing each object with one and only 
one number name and each number name with one and only one object.  

b. Understand that the last number name said tells the number of objects counted. The number of objects is 
the same regardless of their arrangement or the order in which they were counted. 

c. Understand that each successive number name refers to a quantity that is one larger. 
d. Develop understanding of ordinal numbers (first through tenth) to describe the relative position and 

magnitude of whole numbers. 
5. Count to answer “how many?” questions about as many as 20 things arranged in a line, a rectangular array, or a 
circle, or as many as 10 things in a scattered configuration; given a number from 1–20, count out that many objects.  
 
Compare numbers. 
6. Identify whether the number of objects in one group is greater than, less than, or equal to the number of objects in 
another group, e.g., by using matching and counting strategies.1  
7. Compare two numbers between 1 and 10 presented as written numerals.  
 
_________________ 
1 Include groups with up to ten objects. 

 
 
 
Operations & Algebraic Thinking K.OA 
 
Understand addition as putting together and adding to, and understand subtraction as taking apart and 
taking from. 
1. Represent addition and subtraction with objects, fingers, mental images, drawings1, sounds (e.g., claps), acting out 
situations, verbal explanations, expressions, or equations.  
2. Solve addition and subtraction word problems, and add and subtract within 10, e.g., by using objects or drawings 
to represent the problem.  
3. Decompose numbers less than or equal to 10 into pairs in more than one way, e.g., by using objects or drawings, 
and record each decomposition by a drawing or equation (e.g., 5 = 2 + 3 and 5 = 4 + 1).  
4. For any number from 1 to 9, find the number that makes 10 when added to the given number, e.g., by using 
objects or drawings, and record the answer with a drawing or equation.  
5. Fluently add and subtract within 5.  
 
_________________ 
1 Drawings need not show details, but should show the mathematics in the problem. (This applies wherever drawings are 
mentioned in the Standards.) 

 
 
 
 
 
 
Number & Operations in Base Ten K.NBT 
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Work with numbers 11-19 to gain foundations for place value. 
1. Compose and decompose numbers from 11 to 19 into ten ones and some further ones, e.g., by using objects or 

drawings, and record each composition or decomposition by a drawing or equation (such as 18 = 10 + 8); understand 

that these numbers are composed of ten ones and one, two, three, four, five, six, seven, eight, or nine ones.  

 
Measurement & Data K.MD 
 
Describe and compare measurable attributes. 
1. Describe measurable attributes of objects, such as length or weight. Describe several measurable attributes of a 

single object.  

2. Directly compare two objects with a measurable attribute in common, to see which object has “more of”/“less of” 

the attribute, and describe the difference. For example, directly compare the heights of two children and describe 
one child as taller/shorter.  
 

Classify objects and count the number of objects in each category. 
3. Classify objects into given categories; count the numbers of objects in each category and sort the categories by 

count.

1

  

 

_________________ 
1

 Limit category counts to be less than or equal to 10. 

 
 
 
Geometry K.G 
 
Identify and describe shapes (squares, circles, triangles, rectangles, hexagons, cubes, cones, cylinders, and 
spheres). 
1. Describe objects in the environment using names of shapes, and describe the relative positions of these objects 

using terms such as above, below, beside, in front of, behind, and next to.  

2. Correctly name shapes regardless of their orientations or overall size.  

3. Identify shapes as two-dimensional (lying in a plane, “flat”) or three-dimensional (“solid”).  

 

Analyze, compare, create, and compose shapes. 
4. Analyze and compare two- and three-dimensional shapes, in different sizes and orientations, using informal 

language to describe their similarities, differences, parts (e.g., number of sides and vertices/“corners”) and other 

attributes (e.g., having sides of equal length).  

5. Model shapes in the world by building shapes from components (e.g., sticks and clay balls) and drawing shapes.  

6. Compose simple shapes to form larger shapes. For example, “Can you join these two triangles with full sides 
touching to make a rectangle?”  
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Mathematics - Grade 1: Introduction 
 
In Grade 1, instructional time should focus on four critical areas: (1) developing understanding of addition, 

subtraction, and strategies for addition and subtraction within 20; (2) developing understanding of whole number 

relationships and place value, including grouping in tens and ones; (3) developing understanding of linear 

measurement and measuring lengths as iterating length units; and (4) reasoning about attributes of, and composing 

and decomposing geometric shapes. 

 

1. Students develop strategies for adding and subtracting whole numbers based on their prior work with small 

numbers. They use a variety of models, including discrete objects and length-based models (e.g., cubes connected to 

form lengths), to model add-to, take-from, put-together, take-apart, and compare situations to develop meaning for 

the operations of addition and subtraction, and to develop strategies to solve arithmetic problems with these 

operations. Students understand connections between counting and addition and subtraction (e.g., adding two is the 

same as counting on two). They use properties of addition to add whole numbers and to create and use increasingly 

sophisticated strategies based on these properties (e.g., “making tens”) to solve addition and subtraction problems 

within 20. By comparing a variety of solution strategies, children build their understanding of the relationship 

between addition and subtraction.  

 

2. Students develop, discuss, and use efficient, accurate, and generalizable methods to add within 100 and subtract 

multiples of 10. They compare whole numbers (at least to 100) to develop understanding of and solve problems 

involving their relative sizes. They think of whole numbers between 10 and 100 in terms of tens and ones (especially 

recognizing the numbers 11 to 19 as composed of a ten and some ones). Through activities that build number sense, 

they understand the order of the counting numbers and their relative magnitudes.  

 

3. Students develop an understanding of the meaning and processes of measurement, including underlying concepts 

such as iterating (the mental activity of building up the length of an object with equal-sized units) and the transitivity 

principle for indirect measurement.
1
  

 

4. Students compose and decompose plane or solid figures (e.g., put two triangles together to make a quadrilateral) 

and build understanding of part-whole relationships as well as the properties of the original and composite shapes. 

As they combine shapes, they recognize them from different perspectives and orientations, describe their geometric 

attributes, and determine how they are alike and different, to develop the background for measurement and for initial 

understandings of properties such as congruence and symmetry.  

 
_________________ 
1
 Students should apply the principle of transitivity of measurement to make indirect comparisons, but they need not use this 

technical term. 

 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 

them.  

2. Reason abstractly and quantitatively.  

3. Construct viable arguments and critique the reasoning 

of others.  

4. Model with mathematics.  

5. Use appropriate tools strategically.  

6. Attend to precision.  

7. Look for and make use of structure.  

8. Look for and express regularity in repeated reasoning. 
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Grade 1 Overview 
 
Operations and Algebraic Thinking 
• Represent and solve problems involving 
addition and subtraction. 
• Understand and apply properties of operations 
and the relationship between addition and 
subtraction. 
• Add and subtract within 20. 
• Work with addition and subtraction equations. 
 
Number and Operations in Base Ten 
• Extend the counting sequence. 
• Understand place value. 
• Use place value understanding and properties 
of operations to add and subtract. 

Measurement and Data 
• Measure lengths indirectly and by iterating 
length units. 
• Tell and write time and money. 
• Represent and interpret data. 
 
Geometry 
• Reason with shapes and their attributes. 
 

 
 
 
Operations & Algebraic Thinking 1.OA 
 
Represent and solve problems involving addition and subtraction. 
1. Use addition and subtraction within 20 to solve word problems involving situations of adding to, taking from, 
putting together, taking apart, and comparing, with unknowns in all positions, e.g., by using objects, drawings, and 
equations with a symbol for the unknown number to represent the problem.1  
2. Solve word problems that call for addition of three whole numbers whose sum is less than or equal to 20, e.g., by 
using objects, drawings, and equations with a symbol for the unknown number to represent the problem.  
 
Understand and apply properties of operations and the relationship between addition and subtraction. 
3. Apply properties of operations as strategies to add and subtract.2 Examples: If 8 + 3 = 11 is known, then 3 + 8 = 
11 is also known. (Commutative property of addition.) To add 2 + 6 + 4, the second two numbers can be added to 
make a ten, so 2 + 6 + 4 = 2 + 10 = 12. (Associative property of addition.)  
4. Understand subtraction as an unknown-addend problem. For example, subtract 10 – 8 by finding the number that 
makes 10 when added to 8. Add and subtract within 20.  
 
Add and subtract within 20. 
5. Relate counting to addition and subtraction (e.g., by counting on 2 to add 2).  
6. Add and subtract within 20, demonstrating fluency for addition and subtraction within 10. Use strategies such as 
counting on; making ten (e.g., 8 + 6 = 8 + 2 + 4 = 10 + 4 = 14); decomposing a number leading to a ten (e.g., 13 – 4 
= 13 – 3 – 1 = 10 – 1 = 9); using the relationship between addition and subtraction (e.g., knowing that 8 + 4 = 12, 
one knows 12 – 8 = 4); and creating equivalent but easier or known sums (e.g., adding 6 + 7 by creating the known 
equivalent 6 + 6 + 1 = 12 + 1 = 13).  
 
Work with addition and subtraction equations. 
7. Understand the meaning of the equal sign, and determine if equations involving addition and subtraction are true 
or false. For example, which of the following equations are true and which are false? 6 = 6, 7 = 8 – 1, 5 + 2 = 2 + 5, 
4 + 1 = 5 + 2.  
8. Determine the unknown whole number in an addition or subtraction equation relating three whole numbers. For 
example, determine the unknown number that makes the equation true in each of the equations 8 + ? = 11, 5 = _ – 
3, 6 + 6 = _.  
 
_________________ 
1 See Glossary, Table 1. 
2 Students need not use formal terms for these properties. 
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Number & Operations in Base Ten 1.NBT 
 
Extend the counting sequence. 
1. Count to 120, starting at any number less than 120. In this range, read and write numerals and represent a number 
of objects with a written numeral.  
 
Understand place value. 
2. Understand that the two digits of a two-digit number represent amounts of tens and ones. Understand the 
following as special cases:  

a. 10 can be thought of as a bundle of ten ones — called a “ten.”  
b. The numbers from 11 to 19 are composed of a ten and one, two, three, four, five, six, seven, eight, or nine 

ones.  
c. The numbers 10, 20, 30, 40, 50, 60, 70, 80, 90 refer to one, two, three, four, five, six, seven, eight, or nine 

tens (and 0 ones).  
3. Compare two two-digit numbers based on meanings of the tens and ones digits, recording the results of 
comparisons with the symbols >, =, and <.  
 
Use place value understanding and properties of operations to add and subtract. 
4. Add within 100, including adding a two-digit number and a one-digit number, and adding a two-digit number and 
a multiple of 10, using concrete models or drawings and strategies based on place value, properties of operations, 
and/or the relationship between addition and subtraction; relate the strategy to a written method and explain the 
reasoning used. Understand that in adding two-digit numbers, one adds tens and tens, ones and ones; and sometimes 
it is necessary to compose a ten.  
5. Given a two-digit number, mentally find 10 more or 10 less than the number, without having to count; explain the 
reasoning used.  
6. Subtract multiples of 10 in the range 10-90 from multiples of 10 in the range 10-90 (positive or zero differences), 
using concrete models or drawings and strategies based on place value, properties of operations, and/or the 
relationship between addition and subtraction; relate the strategy to a written method and explain the reasoning used.  
 
 
 
Measurement & Data 1.MD 
 
Measure lengths indirectly and by iterating length units. 
1. Order three objects by length; compare the lengths of two objects indirectly by using a third object.  
2. Express the length of an object as a whole number of length units, by laying multiple copies of a shorter object 
(the length unit) end to end; understand that the length measurement of an object is the number of same-size length 
units that span it with no gaps or overlaps. Limit to contexts where the object being measured is spanned by a whole 
number of length units with no gaps or overlaps.  
 
Tell and write time and money. 

3.Tell and write time in hours and half-hours using analog and digital clocks. Recognize and identify coins, their names, 
and their value. 

 
Represent and interpret data. 
4. Organize, represent, and interpret data with up to three categories; ask and answer questions about the total 
number of data points, how many in each category, and how many more or less are in one category than in another.  
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Geometry 1.G 
 
Reason with shapes and their attributes. 
1. Distinguish between defining attributes (e.g., triangles are closed and three-sided) versus non-defining attributes 

(e.g., color, orientation, overall size) ; build and draw shapes to possess defining attributes.  

2. Compose two-dimensional shapes (rectangles, squares, trapezoids, triangles, half-circles, and quarter-circles) or 

three-dimensional shapes (cubes, right rectangular prisms, right circular cones, and right circular cylinders) to create 

a composite shape, and compose new shapes from the composite shape.
1
  

3. Partition circles and rectangles into two and four equal shares, describe the shares using the words halves, fourths, 

and quarters, and use the phrases half of, fourth of, and quarter of. Describe the whole as two of, or four of the 

shares. Understand for these examples that decomposing into more equal shares creates smaller shares.  

 

_________________ 
1
 Students do not need to learn formal names such as “right rectangular prism.” 
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Mathematics - Grade 2: Introduction 
 
In Grade 2, instructional time should focus on four critical areas: (1) extending understanding of base-ten notation; 
(2) building fluency with addition and subtraction; (3) using standard units of measure; and (4) describing and 
analyzing shapes. 
 
1. Students extend their understanding of the base-ten system. This includes ideas of counting in fives, tens, and 
multiples of hundreds, tens, and ones, as well as number relationships involving these units, including comparing. 
Students understand multi-digit numbers (up to 1000) written in base-ten notation, recognizing that the digits in each 
place represent amounts of thousands, hundreds, tens, or ones (e.g., 853 is 8 hundreds + 5 tens + 3 ones).  
 
2. Students use their understanding of addition to develop fluency with addition and subtraction within 100. They 
solve problems within 1000 by applying their understanding of models for addition and subtraction, and they 
develop, discuss, and use efficient, accurate, and generalizable methods to compute sums and differences of whole 
numbers in base-ten notation, using their understanding of place value and the properties of operations. They select 
and accurately apply methods that are appropriate for the context and the numbers involved to mentally calculate 
sums and differences for numbers with only tens or only hundreds.  
 
3. Students recognize the need for standard units of measure (centimeter and inch) and they use rulers and other 
measurement tools with the understanding that linear measure involves an iteration of units. They recognize that the 
smaller the unit, the more iterations they need to cover a given length.  
 
4. Students describe and analyze shapes by examining their sides and angles. Students investigate, describe, and 
reason about decomposing and combining shapes to make other shapes. Through building, drawing, and analyzing 
two- and three-dimensional shapes, students develop a foundation for understanding area, volume, congruence, 
similarity, and symmetry in later grades.  
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 

 
 
Grade 2 Overview 
 
Operations and Algebraic Thinking 
• Represent and solve problems involving 
addition and subtraction. 
• Add and subtract within 20. 
• Work with equal groups of objects to gain 
foundations for multiplication. 
 
Number and Operations in Base Ten 
• Understand place value. 
• Use place value understanding and 
properties of operations to add and subtract. 
 

Measurement and Data 
• Measure and estimate lengths in standard 
units. 
• Relate addition and subtraction to length. 
• Work with time and money. 
• Represent and interpret data. 
 
Geometry 
• Reason with shapes and their attributes. 
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Operations & Algebraic Thinking 2.OA 
 
Represent and solve problems involving addition and subtraction. 
1. Use addition and subtraction within 100 to solve one- and two-step word problems involving situations of adding 
to, taking from, putting together, taking apart, and comparing, with unknowns in all positions, e.g., by using 
drawings and equations with a symbol for the unknown number to represent the problem.1  
 
Add and subtract within 20. 
2. Fluently add and subtract within 20 using mental strategies.2 By end of Grade 2, know from memory all sums of 
two one-digit numbers.  
 
Work with equal groups of objects to gain foundations for multiplication. 
3. Determine whether a group of objects (up to 20) has an odd or even number of members, e.g., by pairing objects 
or counting them by 2s; write an equation to express an even number as a sum of two equal addends.  
4. Use addition to find the total number of objects arranged in rectangular arrays with up to 5 rows and up to 5 
columns; write an equation to express the total as a sum of equal addends.  
 
_________________ 
1 See Glossary, Table 1. 
2See standard 1.OA.6 for a list of mental strategies. 
 
 
 
Number & Operations in Base Ten 2.NBT 
 
Understand place value. 
1. Understand that the three digits of a three-digit number represent amounts of hundreds, tens, and ones; e.g., 706 
equals 7 hundreds, 0 tens, and 6 ones. Understand the following as special cases:  

a. 100 can be thought of as a bundle of ten tens — called a “hundred.”  
b. The numbers 100, 200, 300, 400, 500, 600, 700, 800, 900 refer to one, two, three, four, five, six, seven, 

eight, or nine hundreds (and 0 tens and 0 ones).  
2. Count within 1000; skip-count by 5s, 10s, and 100s.  
3. Read and write numbers to 1000 using base-ten numerals, number names, and expanded form.  
4. Compare two three-digit numbers based on meanings of the hundreds, tens, and ones digits, using >, =, and < 
symbols to record the results of comparisons.  
 
Use place value understanding and properties of operations to add and subtract. 
5. Fluently add and subtract within 100 using strategies based on place value, properties of operations, and/or the 
relationship between addition and subtraction.  
6. Add up to four two-digit numbers using strategies based on place value and properties of operations.  
7. Add and subtract within 1000, using concrete models or drawings and strategies based on place value, properties 
of operations, and/or the relationship between addition and subtraction; relate the strategy to a written method. 
Understand that in adding or subtracting three-digit numbers, one adds or subtracts hundreds and hundreds, tens and 
tens, ones and ones; and sometimes it is necessary to compose or decompose tens or hundreds.  
8. Mentally add 10 or 100 to a given number 100–900, and mentally subtract 10 or 100 from a given number 100–
900.  
9. Explain why addition and subtraction strategies work, using place value and the properties of operations.1  
 
_________________ 
1 Explanations may be supported by drawings or objects. 
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Measurement & Data 2.MD 
 
Measure and estimate lengths in standard units. 
1. Measure the length of an object by selecting and using appropriate tools such as rulers, yardsticks, meter sticks, 
and measuring tapes.  
2. Measure the length of an object twice, using length units of different lengths for the two measurements; describe 
how the two measurements relate to the size of the unit chosen.  
3. Estimate lengths using units of inches, feet, centimeters, and meters.  
4. Measure to determine how much longer one object is than another, expressing the length difference in terms of a 
standard length unit.  
 
Relate addition and subtraction to length. 
5. Use addition and subtraction within 100 to solve word problems involving lengths that are given in the same 
units, e.g., by using drawings (such as drawings of rulers) and equations with a symbol for the unknown number to 
represent the problem.  
6. Represent whole numbers as lengths from 0 on a number line diagram with equally spaced points corresponding 
to the numbers 0, 1, 2, ..., and represent whole-number sums and differences within 100 on a number line diagram.  
 
Work with time and money. 
7. Tell and write time from analog and digital clocks to the nearest five minutes, using a.m. and p.m.  
8. Solve word problems involving dollar bills, quarters, dimes, nickels, and pennies, using $ and ¢ symbols 
appropriately. Example: If you have 2 dimes and 3 pennies, how many cents do you have?  
 
Represent and interpret data. 
9. Generate measurement data by measuring lengths of several objects to the nearest whole unit, or by making 
repeated measurements of the same object. Show the measurements by making a line plot, where the horizontal 
scale is marked off in whole-number units.  
10. Draw a picture graph and a bar graph (with single-unit scale) to represent a data set with up to four categories. 
Solve simple put-together, take-apart, and compare problems1 using information presented in a bar graph.  
 
_________________ 
1 See Glossary, Table 1. 
 
 
 
Geometry 2.G 
 
Reason with shapes and their attributes. 
1. Recognize and draw shapes having specified attributes, such as a given number of angles or a given number of 
equal faces.1 Identify triangles, quadrilaterals, pentagons, hexagons, and cubes.  
2. Partition a rectangle into rows and columns of same-size squares and count to find the total number of them.  
3. Partition circles and rectangles into two, three, or four equal shares, describe the shares using the words halves, 
thirds, half of, a third of, etc., and describe the whole as two halves, three thirds, four fourths. Recognize that equal 
shares of identical wholes need not have the same shape.  
 

_________________ 
1 Sizes are compared directly or visually, not compared by measuring. 
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Mathematics - Grade 3: Introduction 
 
In Grade 3, instructional time should focus on four critical areas: (1) developing understanding of multiplication and 
division and strategies for multiplication and division within 100; (2) developing understanding of fractions, 
especially unit fractions (fractions with numerator 1); (3) developing understanding of the structure of rectangular 
arrays and of area; and (4) describing and analyzing two-dimensional shapes. 
 
1. Students develop an understanding of the meanings of multiplication and division of whole numbers through 
activities and problems involving equal-sized groups, arrays, and area models; multiplication is finding an unknown 
product, and division is finding an unknown factor in these situations. For equal-sized group situations, division can 
require finding the unknown number of groups or the unknown group size. Students use properties of operations to 
calculate products of whole numbers, using increasingly sophisticated strategies based on these properties to solve 
multiplication and division problems involving single-digit factors. By comparing a variety of solution strategies, 
students learn the relationship between multiplication and division.  
 
2. Students develop an understanding of fractions, beginning with unit fractions. Students view fractions in general 
as being built out of unit fractions, and they use fractions along with visual fraction models to represent parts of a 
whole. Students understand that the size of a fractional part is relative to the size of the whole. For example, 1/2 of 
the paint in a small bucket could be less paint than 1/3 of the paint in a larger bucket, but 1/3 of a ribbon is longer 
than 1/5 of the same ribbon because when the ribbon is divided into 3 equal parts, the parts are longer than when the 
ribbon is divided into 5 equal parts. Students are able to use fractions to represent numbers equal to, less than, and 
greater than one. They solve problems that involve comparing fractions by using visual fraction models and 
strategies based on noticing equal numerators or denominators.  
 
3. Students recognize area as an attribute of two-dimensional regions. They measure the area of a shape by finding 
the total number of same-size units of area required to cover the shape without gaps or overlaps, a square with sides 
of unit length being the standard unit for measuring area. Students understand that rectangular arrays can be 
decomposed into identical rows or into identical columns. By decomposing rectangles into rectangular arrays of 
squares, students connect area to multiplication, and justify using multiplication to determine the area of a rectangle.  
 
4. Students describe, analyze, and compare properties of two-dimensional shapes. They compare and classify shapes 
by their sides and angles, and connect these with definitions of shapes. Students also relate their fraction work to 
geometry by expressing the area of part of a shape as a unit fraction of the whole.  
 
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 
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Grade 3 Overview 
 
Operations and Algebraic Thinking 
• Represent and solve problems involving 
multiplication and division. 
• Understand properties of multiplication and 
the relationship between multiplication and 
division. 
• Multiply and divide within 100. 
• Solve problems involving the four operations, 
and identify and explain patterns in arithmetic. 
 
Number and Operations in Base Ten 
• Use place value understanding and properties 
of operations to perform multi-digit arithmetic. 
 
Number and Operations—Fractions 
• Develop understanding of fractions as numbers. 

Measurement and Data 
• Solve problems involving measurement and 
estimation of intervals of time, liquid volumes, 
and masses of objects. 
• Represent and interpret data. 
• Geometric measurement: understand concepts 
of area and relate area to multiplication and to 
addition. 
• Geometric measurement: recognize perimeter 
as an attribute of plane figures and distinguish 
between linear and area measures. 
 
Geometry 
• Reason with shapes and their attributes. 
 

 
 
 
Operations & Algebraic Thinking 3.OA 
 
Represent and solve problems involving multiplication and division. 
1. Interpret products of whole numbers, e.g., interpret 5 × 7 as the total number of objects in 5 groups of 7 objects 
each. For example, describe a context in which a total number of objects can be expressed as 5 × 7.  
2. Interpret whole-number quotients of whole numbers, e.g., interpret 56 ÷ 8 as the number of objects in each share 
when 56 objects are partitioned equally into 8 shares, or as a number of shares when 56 objects are partitioned into 
equal shares of 8 objects each. For example, describe a context in which a number of  shares or a number of groups 
can be expressed as 56 ÷ 8.  
3. Use multiplication and division within 100 to solve word problems in situations involving equal groups, arrays, 
and measurement quantities, e.g., by using drawings and equations with a symbol for the unknown number to 
represent the problem.1  
4. Determine the unknown whole number in a multiplication or division equation relating three whole numbers. For 
example, determine the unknown number that makes the equation true in each of the equations 8 × ? = 48, 5 = _ ÷ 
3, 6 × 6 = ?  
 
Understand properties of multiplication and the relationship between multiplication and division. 
5. Apply properties of operations as strategies to multiply and divide.2 Examples: If 6 × 4 = 24 is known, then 4 × 6 
= 24 is also known. (Commutative property of multiplication.) 3 × 5 × 2 can be found by 3 × 5 = 15, then 15 × 2 = 
30, or by 5 × 2 = 10, then 3 × 10 = 30. (Associative property of multiplication.) Knowing that 8 × 5 = 40 and 8 × 2 
= 16, one can find 8 × 7 as 8 × (5 + 2) = (8 × 5) + (8 × 2) = 40 + 16 = 56. (Distributive property.)  
6. Understand division as an unknown-factor problem. For example, find 32 ÷ 8 by finding the number that makes 
32 when multiplied by 8.  
 
Multiply and divide within 100. 
7. Fluently multiply and divide within 100, using strategies such as the relationship between multiplication and 
division (e.g., knowing that 8 × 5 = 40, one knows 40 ÷ 5 = 8) or properties of operations. By the end of Grade 3, 
know from memory all products of two one-digit numbers.  
 
Solve problems involving the four operations, and identify and explain patterns in arithmetic. 
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8. Solve two-step word problems using the four operations. Represent these problems using equations with a letter 
standing for the unknown quantity. Assess the reasonableness of answers using mental computation and estimation 
strategies including rounding.3  
9. Identify arithmetic patterns (including patterns in the addition table or multiplication table), and explain them 
using properties of operations. For example, observe that 4 times a number is always even, and explain why 4 times 
a number can be decomposed into two equal addends.  
 

_________________ 

1 See Glossary, Table 2. 
2 Students need not use formal terms for these properties. 
3 This standard is limited to problems posed with whole numbers and having whole-number answers; students should know how 
to perform operations in the conventional order when there are no parentheses to specify a particular order. 
 
 
 
Number & Operations in Base Ten 3.NBT 
 
Use place value understanding and properties of operations to perform multi-digit arithmetic.1 
1. Use place value understanding to round whole numbers to the nearest 10 or 100.  
2. Fluently add and subtract within 1000 using strategies and algorithms based on place value, properties of 
operations, and/or the relationship between addition and subtraction.  
3. Multiply one-digit whole numbers by multiples of 10 in the range 10–90 (e.g., 9 × 80, 5 × 60) using strategies 
based on place value and properties of operations.  
 

_________________ 

1 A range of algorithms may be used. 
 
 
 
Number & Operations—Fractions  3.NF 
 
Develop understanding of fractions as numbers. 
1. Understand a fraction 1/b as the quantity formed by 1 part when a whole is partitioned into b equal parts; 
understand a fraction a/b as the quantity formed by a parts of size 1/b.  
2. Understand a fraction as a number on the number line; represent fractions on a number line diagram.  

a. Represent a fraction 1/b on a number line diagram by defining the interval from 0 to 1 as the whole and 
partitioning it into b equal parts. Recognize that each part has size 1/b and that the endpoint of the part 
based at 0 locates the number 1/b on the number line.  

b. Represent a fraction a/b on a number line diagram by marking off a lengths 1/b from 0. Recognize that the 
resulting interval has size a/b and that its endpoint locates the number a/b on the number line.  

3. Explain equivalence of fractions in special cases, and compare fractions by reasoning about their size.  
a. Understand two fractions as equivalent (equal) if they are the same size, or the same point on a number 

line.  
b. Recognize and generate simple equivalent fractions, e.g., 1/2 = 2/4, 4/6 = 2/3). Explain why the fractions 

are equivalent, e.g., by using a visual fraction model.  
c. Express whole numbers as fractions, and recognize fractions that are equivalent to whole numbers. 

Examples: Express 3 in the form 3 = 3/1; recognize that 6/1 = 6; locate 4/4 and 1 at the same point of a 
number line diagram.  

d. Compare two fractions with the same numerator or the same denominator by reasoning about their size. 
Recognize that comparisons are valid only when the two fractions refer to the same whole. Record the 
results of comparisons with the symbols >, =, or <, and justify the conclusions, e.g., by using a visual 
fraction model.  

 
_________________ 

1 Grade 3 expectations in this domain are limited to fractions with denominators 2, 3, 4, 6, 8. 
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Measurement & Data 3.MD 
 
Solve problems involving measurement and estimation of intervals of time, liquid volumes, and masses of 
objects. 
1. Tell and write time to the nearest minute and measure time intervals in minutes. Solve word problems involving 
addition and subtraction of time intervals in minutes, e.g., by representing the problem on a number line diagram.  
2. Measure and estimate liquid volumes and masses of objects using standard units of grams (g), kilograms (kg), and 
liters (l).1 Add, subtract, multiply, or divide to solve one-step word problems involving masses or volumes that are 
given in the same units, e.g., by using drawings (such as a beaker with a measurement scale) to represent the 
problem.2  
 
Represent and interpret data. 
3. Draw a scaled picture graph and a scaled bar graph to represent a data set with several categories. Solve one- and 
two-step “how many more” and “how many less” problems using information presented in scaled bar graphs. For 
example, draw a bar graph in which each square in the bar graph might represent 5 pets. 
4. Generate measurement data by measuring lengths using rulers marked with halves and fourths of an inch. Show 
the data by making a line plot, where the horizontal scale is marked off in appropriate units— whole numbers, 
halves, or quarters.  
 
Geometric measurement: understand concepts of area and relate area to multiplication and to addition. 
5. Recognize area as an attribute of plane figures and understand concepts of area measurement.  

a. A square with side length 1 unit, called “a unit square,” is said to have “one square unit” of area, and can be 
used to measure area.  

b. A plane figure which can be covered without gaps or overlaps by n unit squares is said to have an area of n 
square units.  

6. Measure areas by counting unit squares (square cm, square m, square in, square ft, and improvised units).  
7. Relate area to the operations of multiplication and addition.  

a. Find the area of a rectangle with whole-number side lengths by tiling it, and show that the area is the same 
as would be found by multiplying the side lengths.  

b. Multiply side lengths to find areas of rectangles with whole-number side lengths in the context of solving 
real world and mathematical problems, and represent whole-number products as rectangular areas in 
mathematical reasoning.  

c. Use tiling to show in a concrete case that the area of a rectangle with whole-number side lengths a and b + 
c is the sum of a × b and a × c. Use area models to represent the distributive property in mathematical 
reasoning.  

d. Recognize area as additive. Find areas of rectilinear figures by decomposing them into non-overlapping 
rectangles and adding the areas of the non-overlapping parts, applying this technique to solve real world 
problems.  

 
Geometric measurement: recognize perimeter as an attribute of plane figures and distinguish between linear 
and area measures. 
8. Solve real world and mathematical problems involving perimeters of polygons, including finding the perimeter 
given the side lengths, finding an unknown side length, and exhibiting rectangles with the same perimeter and 
different areas or with the same area and different perimeters.  
 
_________________ 

1 Excludes compound units such as cm3 and finding the geometric volume of a container. 
2 Excludes multiplicative comparison problems (problems involving notions of “times as much”; see Glossary, Table 2). 
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Geometry 3.G 
 
Reason with shapes and their attributes. 
1. Understand that shapes in different categories (e.g., rhombuses, rectangles, and others) may share attributes (e.g., 
having four sides), and that the shared attributes can define a larger category (e.g., quadrilaterals). Recognize 
rhombuses, rectangles, and squares as examples of quadrilaterals, and draw examples of quadrilaterals that do not 
belong to any of these subcategories.  
2. Partition shapes into parts with equal areas. Express the area of each part as a unit fraction of the whole. For 
example, partition a shape into 4 parts with equal area, and describe the area of each part as 1/4 of the area of the 
shape.  
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Mathematics - Grade 4: Introduction 
 
In Grade 4, instructional time should focus on three critical areas: (1) developing understanding and fluency with 

multi-digit multiplication, and developing understanding of dividing to find quotients involving multi-digit 

dividends; (2) developing an understanding of fraction equivalence, addition and subtraction of fractions with like 

denominators, and multiplication of fractions by whole numbers; (3) understanding that geometric figures can be 

analyzed and classified based on their properties, such as having parallel sides, perpendicular sides, particular angle 

measures, and symmetry. 

 

1. Students generalize their understanding of place value to 1,000,000, understanding the relative sizes of numbers 

in each place. They apply their understanding of models for multiplication (equal-sized groups, arrays, area models), 

place value, and properties of operations, in particular the distributive property, as they develop, discuss, and use 

efficient, accurate, and generalizable methods to compute products of multi-digit whole numbers. Depending on the 

numbers and the context, they select and accurately apply appropriate methods to estimate or mentally calculate 

products. They develop fluency with efficient procedures for multiplying whole numbers; understand and explain 

why the procedures work based on place value and properties of operations; and use them to solve problems. 

Students apply their understanding of models for division, place value, properties of operations, and the relationship 

of division to multiplication as they develop, discuss, and use efficient, accurate, and generalizable procedures to 

find quotients involving multi-digit dividends. They select and accurately apply appropriate methods to estimate and 

mentally calculate quotients, and interpret remainders based upon the context.  

 

2. Students develop understanding of fraction equivalence and operations with fractions. They recognize that two 

different fractions can be equal (e.g., 15/9 = 5/3), and they develop methods for generating and recognizing 

equivalent fractions. Students extend previous understandings about how fractions are built from unit fractions, 

composing fractions from unit fractions, decomposing fractions into unit fractions, and using the meaning of 

fractions and the meaning of multiplication to multiply a fraction by a whole number.  

 

3. Students describe, analyze, compare, and classify two-dimensional shapes. Through building, drawing, and 

analyzing two-dimensional shapes, students deepen their understanding of properties of two-dimensional objects and 

the use of them to solve problems involving symmetry.  

 

 

Mathematical Practices 
 
1. Make sense of problems and persevere in solving 

them.  

2. Reason abstractly and quantitatively.  

3. Construct viable arguments and critique the reasoning 

of others.  

4. Model with mathematics.  

5. Use appropriate tools strategically.  

6. Attend to precision.  

7. Look for and make use of structure.  

8. Look for and express regularity in repeated reasoning. 
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Grade 4 Overview 
 
Operations and Algebraic Thinking 
• Use the four operations with whole numbers to 
solve problems. 
• Gain familiarity with factors and multiples. 
• Generate and analyze patterns. 
 
Number and Operations in Base Ten 
• Generalize place value understanding for multidigit 
whole numbers. 
• Use place value understanding and properties of 
operations to perform multi-digit arithmetic. 
 
Number and Operations—Fractions 
• Extend understanding of fraction equivalence 
and ordering. 
• Build fractions from unit fractions by applying 
and extending previous understandings of 
operations on whole numbers. 
• Understand decimal notation for fractions, and 
compare decimal fractions. 

Measurement and Data 
• Solve problems involving measurement and 
conversion of measurements from a larger unit to 
a smaller unit. 
• Represent and interpret data. 
• Geometric measurement: understand concepts of 
angle and measure angles. 
 
Geometry 
• Draw and identify lines and angles, and classify 
shapes by properties of their lines and angles. 
 

 
 
 
Operations & Algebraic Thinking 4.OA 
 
Use the four operations with whole numbers to solve problems. 
1. Interpret a multiplication equation as a comparison, e.g., interpret 35 = 5 × 7 as a statement that 35 is 5 times as 
many as 7 and 7 times as many as 5. Represent verbal statements of multiplicative comparisons as multiplication 
equations.  
2. Multiply or divide to solve word problems involving multiplicative comparison, e.g., by using drawings and 
equations with a symbol for the unknown number to represent the problem, distinguishing multiplicative comparison 
from additive comparison.1  
3. Solve multistep word problems posed with whole numbers and having whole-number answers using the four 
operations, including problems in which remainders must be interpreted. Represent these problems using equations 
with a letter standing for the unknown quantity. Assess the reasonableness of answers using mental computation and 
estimation strategies including rounding.  
 
Gain familiarity with factors and multiples. 
4. Find all factor pairs for a whole number in the range 1–100. Recognize that a whole number is a multiple of each 
of its factors. Determine whether a given whole number in the range 1–100 is a multiple of a given one-digit 
number. Determine whether a given whole number in the range 1–100 is prime or composite.  
 
Generate and analyze patterns. 
5. Generate a number or shape pattern that follows a given rule. Identify apparent features of the pattern that were 
not explicit in the rule itself. For example, given the rule “Add 3” and the starting number 1, generate terms in the 
resulting sequence and observe that the terms appear to alternate between odd and even numbers. Explain 
informally why the numbers will continue to alternate in this way.  
 

_________________ 

1 See Glossary, Table 2. 
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Number & Operations in Base Ten  4.NBT 
 
Generalize place value understanding for multi-digit whole numbers. 
1. Recognize that in a multi-digit whole number, a digit in one place represents ten times what it represents in the 
place to its right. For example, recognize that 700 ÷ 70 = 10 by applying concepts of place value and division.  
2. Read and write multi-digit whole numbers using base-ten numerals, number names, and expanded form. Compare 
two multi-digit numbers based on meanings of the digits in each place, using >, =, and < symbols to record the 
results of comparisons.  
3. Use place value understanding to round multi-digit whole numbers to any place.  
 
Use place value understanding and properties of operations to perform multi-digit arithmetic. 
4. Fluently add and subtract multi-digit whole numbers using the standard algorithm.  
5. Multiply a whole number of up to four digits by a one-digit whole number, and multiply two two-digit numbers, 
using strategies based on place value and the properties of operations. Illustrate and explain the calculation by using 
equations, rectangular arrays, and/or area models.  
6. Find whole-number quotients and remainders with up to four-digit dividends and one-digit divisors, using 
strategies based on place value, the properties of operations, and/or the relationship between multiplication and 
division. Illustrate and explain the calculation by using equations, rectangular arrays, and/or area models.  
 

_________________ 

1Grade 4 expectations in this domain are limited to whole numbers less than or equal to 1,000,000 
 
 
 
Number & Operations—Fractions  4.NF 
 
Extend understanding of fraction equivalence and ordering. 
1. Explain why a fraction a/b is equivalent to a fraction (n × a)/(n × b) by using visual fraction models, with 
attention to how the number and size of the parts differ even though the two fractions themselves are the same size. 
Use this principle to recognize and generate equivalent fractions.  
2. Compare two fractions with different numerators and different denominators, e.g., by creating common 
denominators or numerators, or by comparing to a benchmark fraction such as 1/2. Recognize that comparisons are 
valid only when the two fractions refer to the same whole. Record the results of comparisons with symbols >, =, or 
<, and justify the conclusions, e.g., by using a visual fraction model.  
 
Build fractions from unit fractions by applying and extending previous understandings of operations on 
whole numbers. 
3. Understand a fraction a/b with a > 1 as a sum of fractions 1/b.  

a. Understand addition and subtraction of fractions as joining and separating parts referring to the same 
whole.  

b. Decompose a fraction into a sum of fractions with the same denominator in more than one way, recording 
each decomposition by an equation. Justify decompositions, e.g., by using a visual fraction model. 
Examples: 3/8 = 1/8 + 1/8 + 1/8 ; 3/8 = 1/8 + 2/8 ; 2 1/8 = 1 + 1 + 1/8 = 8/8 + 8/8 + 1/8.  

c. Add and subtract mixed numbers with like denominators, e.g., by replacing each mixed number with an 
equivalent fraction, and/or by using properties of operations and the relationship between addition and 
subtraction.  

d. Solve word problems involving addition and subtraction of fractions referring to the same whole and 
having like denominators, e.g., by using visual fraction models and equations to represent the problem.  

4. Apply and extend previous understandings of multiplication to multiply a fraction by a whole number.  
a. Understand a fraction a/b as a multiple of 1/b. For example, use a visual fraction model to represent 5/4 as 

the product 5 × (1/4), recording the conclusion by the equation 5/4 = 5 × (1/4).  
b. Understand a multiple of a/b as a multiple of 1/b, and use this understanding to multiply a fraction by a 

whole number. For example, use a visual fraction model to express 3 × (2/5) as 6 × (1/5), recognizing this 
product as 6/5. (In general, n × (a/b) = (n × a)/b.)  
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c. Solve word problems involving multiplication of a fraction by a whole number, e.g., by using visual 

fraction models and equations to represent the problem. For example, if each person at a party will eat 3/8 
of a pound of roast beef, and there will be 5 people at the party, how many pounds of roast beef will be 
needed? Between what two whole numbers does your answer lie?  

 
Understand decimal notation for fractions, and compare decimal fractions. 
5. Express a fraction with denominator 10 as an equivalent fraction with denominator 100, and use this technique to 

add two fractions with respective denominators 10 and 100.
2
 For example, express 3/10 as 30/100, and add 3/10 + 

4/100 = 34/100.  
6. Use decimal notation for fractions with denominators 10 or 100. For example, rewrite 0.62 as 62/100; describe a 
length as 0.62 meters; locate 0.62 on a number line diagram.  
7. Compare two decimals to hundredths by reasoning about their size. Recognize that comparisons are valid only 

when the two decimals refer to the same whole. Record the results of comparisons with the symbols >, =, or <, and 

justify the conclusions, e.g., by using a visual model.  

 
 
_________________ 

1 Grade 4 expectations in this domain are limited to fractions with denominators 2, 3, 4, 5, 6, 8, 10, 12, 100. 
2 Students who can generate equivalent fractions can develop strategies for adding fractions with unlike denominators in general. 

But addition and subtraction with unlike denominators in general is not a requirement at this grade. 

 

 

 

Measurement & Data 4.MD 
 
Solve problems involving measurement and conversion of measurements from a larger unit to a smaller unit. 
1. Know relative sizes of measurement units within one system of units including km, m, cm; kg, g; lb, oz.; l, ml; hr, 

min, sec. Within a single system of measurement, express measurements in a larger unit in terms of a smaller unit. 

Record measurement equivalents in a two-column table. For example, know that 1 ft is 12 times as long as 1 in. 
Express the length of a 4 ft snake as 48 in. Generate a conversion table for feet and inches listing the number pairs 
(1, 12), (2, 24), (3, 36), ...  
2. Use the four operations to solve word problems involving distances, intervals of time, liquid volumes, masses of 

objects, and money, including problems involving simple fractions or decimals, and problems that require 

expressing measurements given in a larger unit in terms of a smaller unit. Represent measurement quantities using 

diagrams such as number line diagrams that feature a measurement scale.  

3. Apply the area and perimeter formulas for rectangles in real world and mathematical problems. For example, find 
the width of a rectangular room given the area of the flooring and the length, by viewing the area formula as a 
multiplication equation with an unknown factor.  
 
Represent and interpret data. 
4. Make a line plot to display a data set of measurements in fractions of a unit (1/2, 1/4, 1/8). Solve problems 

involving addition and subtraction of fractions by using information presented in line plots. For example, from a line 
plot find and interpret the difference in length between the longest and shortest specimens in an insect collection.  
 
Geometric measurement: understand concepts of angle and measure angles. 
5. Recognize angles as geometric shapes that are formed wherever two rays share a common endpoint, and 

understand concepts of angle measurement:  

a. An angle is measured with reference to a circle with its center at the common endpoint of the rays, by 

considering the fraction of the circular arc between the points where the two rays intersect the circle. An 

angle that turns through 1/360 of a circle is called a “one-degree angle,” and can be used to measure angles.  

b. An angle that turns through n one-degree angles is said to have an angle measure of n degrees.  

6. Measure angles in whole-number degrees using a protractor. Sketch angles of specified measure.  

7. Recognize angle measure as additive. When an angle is decomposed into non-overlapping parts, the angle 

measure of the whole is the sum of the angle measures of the parts. Solve addition and subtraction problems to find 
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unknown angles on a diagram in real world and mathematical problems, e.g., by using an equation with a symbol for 
the unknown angle measure.  
 
 
 
Geometry 4.G 
 
Draw and identify lines and angles, and classify shapes by properties of their lines and angles. 
1. Draw points, lines, line segments, rays, angles (right, acute, obtuse), and perpendicular and parallel lines. Identify 
these in two-dimensional figures.  
2. Classify two-dimensional figures based on the presence or absence of parallel or perpendicular lines, or the 
presence or absence of angles of a specified size. Recognize right triangles as a category, and identify right triangles.  
3. Recognize a line of symmetry for a two-dimensional figure as a line across the figure such that the figure can be 
folded along the line into matching parts. Identify line-symmetric figures and draw lines of symmetry.  
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Mathematics - Grade 5: Introduction 
 
In Grade 5, instructional time should focus on three critical areas: (1) developing fluency with addition and 
subtraction of fractions, and developing understanding of the multiplication of fractions and of division of fractions 
in limited cases (unit fractions divided by whole numbers and whole numbers divided by unit fractions); (2) 
extending division to 2-digit divisors, integrating decimal fractions into the place value system and developing 
understanding of operations with decimals to hundredths, and developing fluency with whole number and decimal 
operations; and (3) developing understanding of volume. 

 
1. Students apply their understanding of fractions and fraction models to represent the addition and subtraction of 
fractions with unlike denominators as equivalent calculations with like denominators. They develop fluency in 
calculating sums and differences of fractions, and make reasonable estimates of them. Students also use the meaning 
of fractions, of multiplication and division, and the relationship between multiplication and division to understand 
and explain why the procedures for multiplying and dividing fractions make sense. (Note: this is limited to the case 
of dividing unit fractions by whole numbers and whole numbers by unit fractions.)  
 
2. Students develop understanding of why division procedures work based on the meaning of base-ten numerals and 
properties of operations. They finalize fluency with multi-digit addition, subtraction, multiplication, and division. 
They apply their understandings of models for decimals, decimal notation, and properties of operations to add and 
subtract decimals to hundredths. They develop fluency in these computations, and make reasonable estimates of 
their results. Students use the relationship between decimals and fractions, as well as the relationship between finite 
decimals and whole numbers (i.e., a finite decimal multiplied by an appropriate power of 10 is a whole number), to 
understand and explain why the procedures for multiplying and dividing finite decimals make sense. They compute 
products and quotients of decimals to hundredths efficiently and accurately.  
 
3. Students recognize volume as an attribute of three-dimensional space. They understand that volume can be 
measured by finding the total number of same-size units of volume required to fill the space without gaps or 
overlaps. They understand that a 1-unit by 1-unit by 1-unit cube is the standard unit for measuring volume. They 
select appropriate units, strategies, and tools for solving problems that involve estimating and measuring volume. 
They decompose three-dimensional shapes and find volumes of right rectangular prisms by viewing them as 
decomposed into layers of arrays of cubes. They measure necessary attributes of shapes in order to determine 
volumes to solve real world and mathematical problems.  
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 
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Grade 5 Overview 
 
Operations and Algebraic Thinking 
• Write and interpret numerical expressions. 
• Analyze patterns and relationships. 
 
Number and Operations in Base Ten 
• Understand the place value system. 
• Perform operations with multi-digit whole 
numbers and with decimals to hundredths. 
 
Number and Operations—Fractions 
• Use equivalent fractions as a strategy to add 
and subtract fractions. 
• Apply and extend previous understandings 
of multiplication and division to multiply and 
divide fractions. 

Measurement and Data 
• Convert like measurement units within a given 
measurement system. 
• Represent and interpret data. 
• Geometric measurement: understand concepts 
of volume and relate volume to multiplication 
and to addition. 
 
Geometry 
• Graph points on the coordinate plane to solve 
real-world and mathematical problems. 
• Classify two-dimensional figures into categories 
based on their properties. 
 

 
 
 
Operations & Algebraic Thinking 5.OA 
 
Write and interpret numerical expressions. 
1. Use parentheses, brackets, or braces in numerical expressions, and evaluate expressions with these symbols.  
2. Write simple expressions that record calculations with numbers, and interpret numerical expressions without 
evaluating them. For example, express the calculation “add 8 and 7, then multiply by 2” as 2 × (8 + 7). Recognize 
that 3 × (18932 + 921) is three times as large as 18932 + 921, without having to calculate the indicated sum or 
product.  
Analyze patterns and relationships. 
3. Generate two numerical patterns using two given rules. Identify apparent relationships between corresponding 
terms. Form ordered pairs consisting of corresponding terms from the two patterns, and graph the ordered pairs on a 
coordinate plane. For example, given the rule “Add 3” and the starting number 0, and given the rule “Add 6” and 
the starting number 0, generate terms in the resulting sequences, and observe that the terms in one sequence are 
twice the corresponding terms in the other sequence. Explain informally why this is so.  
 
 
 
Number & Operations in Base Ten 5.NBT 
 
Understand the place value system. 
1. Recognize that in a multi-digit number, a digit in one place represents 10 times as much as it represents in the 
place to its right and 1/10 of what it represents in the place to its left.  
2. Explain patterns in the number of zeros of the product when multiplying a number by powers of 10, and explain 
patterns in the placement of the decimal point when a decimal is multiplied or divided by a power of 10. Use whole-
number exponents to denote powers of 10.  
3. Read, write, and compare decimals to thousandths.  

a. Read and write decimals to thousandths using base-ten numerals, number names, and expanded form, e.g., 
347.392 = 3 × 100 + 4 × 10 + 7 × 1 + 3 × (1/10) + 9 × (1/100) + 2 × (1/1000).  

b. Compare two decimals to thousandths based on meanings of the digits in each place, using >, =, and < 
symbols to record the results of comparisons.  

4. Use place value understanding to round decimals to any place.  
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Perform operations with multi-digit whole numbers and with decimals to hundredths. 
5. Fluently multiply multi-digit whole numbers using the standard algorithm.  
6. Find whole-number quotients of whole numbers with up to four-digit dividends and two-digit divisors, using 
strategies based on place value, the properties of operations, and/or the relationship between multiplication and 
division. Illustrate and explain the calculation by using equations, rectangular arrays, and/or area models.  
7. Add, subtract, multiply, and divide decimals to hundredths, using concrete models or drawings and strategies 
based on place value, properties of operations, and/or the relationship between addition and subtraction; relate the 
strategy to a written method and explain the reasoning used.  
 
 
 
Number & Operations—Fractions 5.NF 
 
Use equivalent fractions as a strategy to add and subtract fractions. 
1. Add and subtract fractions with unlike denominators (including mixed numbers) by replacing given fractions with 
equivalent fractions in such a way as to produce an equivalent sum or difference of fractions with like denominators. 
For example, 2/3 + 5/4 = 8/12 + 15/12 = 23/12. (In general, a/b + c/d = (ad + bc)/bd.)  
2. Solve word problems involving addition and subtraction of fractions referring to the same whole, including cases 
of unlike denominators, e.g., by using visual fraction models or equations to represent the problem. Use benchmark 
fractions and number sense of fractions to estimate mentally and assess the reasonableness of answers. For example, 
recognize an incorrect result 2/5 + 1/2 = 3/7, by observing that 3/7 < 1/2.  
 
Apply and extend previous understandings of multiplication and division to multiply and divide fractions. 
3. Interpret a fraction as division of the numerator by the denominator (a/b = a ÷ b). Solve word problems involving 
division of whole numbers leading to answers in the form of fractions or mixed numbers, e.g., by using visual 
fraction models or equations to represent the problem. For example, interpret 3/4 as the result of dividing 3 by 4, 
noting that 3/4 multiplied by 4 equals 3, and that when 3 wholes are shared equally among 4 people each person 
has a share of size 3/4. If 9 people want to share a 50-pound sack of rice equally by weight, how many pounds of 
rice should each person get? Between what two whole numbers does your answer lie?  
4. Apply and extend previous understandings of multiplication to multiply a fraction or whole number by a fraction.  

a. Interpret the product (a/b) × q as a parts of a partition of q into b equal parts; equivalently, as the result of a 
sequence of operations a × q ÷ b. For example, use a visual fraction model to show (2/3) × 4 = 8/3, and 
create a story context for this equation. Do the same with (2/3) × (4/5) = 8/15. (In general, (a/b) × (c/d) = 
ac/bd.)  

b. Find the area of a rectangle with fractional side lengths by tiling it with unit squares of the appropriate unit 
fraction side lengths, and show that the area is the same as would be found by multiplying the side lengths. 
Multiply fractional side lengths to find areas of rectangles, and represent fraction products as rectangular 
areas.  

5. Interpret multiplication as scaling (resizing), by:  
a. Comparing the size of a product to the size of one factor on the basis of the size of the other factor, without 

performing the indicated multiplication.  
b. Explaining why multiplying a given number by a fraction greater than 1 results in a product greater than the 

given number (recognizing multiplication by whole numbers greater than 1 as a familiar case); explaining 
why multiplying a given number by a fraction less than 1 results in a product smaller than the given 
number; and relating the principle of fraction equivalence a/b = (n × a)/(n × b) to the effect of multiplying 
a/b by 1.  

6. Solve real world problems involving multiplication of fractions and mixed numbers, e.g., by using visual fraction 
models or equations to represent the problem.  
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7. Apply and extend previous understandings of division to divide unit fractions by whole numbers and whole 
numbers by unit fractions.1  

a. Interpret division of a unit fraction by a non-zero whole number, and compute such quotients. For example, 
create a story context for (1/3) ÷ 4, and use a visual fraction model to show the quotient. Use the 
relationship between multiplication and division to explain that (1/3) ÷ 4 = 1/12 because (1/12) × 4 = 1/3.  

b. Interpret division of a whole number by a unit fraction, and compute such quotients. For example, create a 
story context for 4 ÷ (1/5), and use a visual fraction model to show the quotient. Use the relationship 
between multiplication and division to explain that 4 ÷ (1/5) = 20 because 20 × (1/5) = 4.  

c. Solve real world problems involving division of unit fractions by non-zero whole numbers and division of 
whole numbers by unit fractions, e.g., by using visual fraction models and equations to represent the 
problem. For example, how much chocolate will each person get if 3 people share 1/2 lb of chocolate 
equally? How many 1/3-cup servings are in 2 cups of raisins?  

 
 
_________________ 

1 Students able to multiply fractions in general can develop strategies to divide fractions in general, by reasoning about the 
relationship between multiplication and division. But division of a fraction by a fraction is not a requirement at this grade. 
 
 
 
Measurement & Data 5.MD 
 
Convert like measurement units within a given measurement system. 
1. Convert among different-sized standard measurement units within a given measurement system (e.g., convert 5 
cm to 0.05 m), and use these conversions in solving multi-step, real world problems.  
 
Represent and interpret data. 
2. Make a line plot to display a data set of measurements in fractions of a unit (1/2, 1/4, 1/8). Use operations on 
fractions for this grade to solve problems involving information presented in line plots. For example, given different 
measurements of liquid in identical beakers, find the amount of liquid each beaker would contain if the total amount 
in all the beakers were redistributed equally.  
 
Geometric measurement: understand concepts of volume and relate volume to multiplication and to addition. 
3. Recognize volume as an attribute of solid figures and understand concepts of volume measurement.  

a. A cube with side length 1 unit, called a “unit cube,” is said to have “one cubic unit” of volume, and can be 
used to measure volume.  

b. A solid figure which can be packed without gaps or overlaps using n unit cubes is said to have a volume of 
n cubic units.  

4. Measure volumes by counting unit cubes, using cubic cm, cubic in, cubic ft, and improvised units.  
5. Relate volume to the operations of multiplication and addition and solve real world and mathematical problems 
involving volume.  

a. Find the volume of a right rectangular prism with whole-number side lengths by packing it with unit cubes, 
and show that the volume is the same as would be found by multiplying the edge lengths, equivalently by 
multiplying the height by the area of the base. Represent threefold whole-number products as volumes, e.g., 
to represent the associative property of multiplication.  

b. Apply the formulas V = l × w × h and V = b × h for rectangular prisms to find volumes of right rectangular 
prisms with whole-number edge lengths in the context of solving real world and mathematical problems.  

c. Recognize volume as additive. Find volumes of solid figures composed of two non-overlapping right 
rectangular prisms by adding the volumes of the non-overlapping parts, applying this technique to solve 
real world problems.  
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Geometry 5.G 
 
Graph points on the coordinate plane to solve real-world and mathematical problems. 
1. Use a pair of perpendicular number lines, called axes, to define a coordinate system, with the intersection of the 
lines (the origin) arranged to coincide with the 0 on each line and a given point in the plane located by using an 
ordered pair of numbers, called its coordinates. Understand that the first number indicates how far to travel from the 
origin in the direction of one axis, and the second number indicates how far to travel in the direction of the second 
axis, with the convention that the names of the two axes and the coordinates correspond (e.g., x-axis and x-
coordinate, y-axis and y-coordinate).  
2. Represent real world and mathematical problems by graphing points in the first quadrant of the coordinate plane, 
and interpret coordinate values of points in the context of the situation.  
 
Classify two-dimensional figures into categories based on their properties. 
3. Understand that attributes belonging to a category of two-dimensional figures also belong to all subcategories of 
that category. For example, all rectangles have four right angles and squares are rectangles, so all squares have four 
right angles.  
4. Classify two-dimensional figures in a hierarchy based on properties.  
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Mathematics - Grade 6: Introduction 
 
In Grade 6, instructional time should focus on four critical areas: (1) connecting ratio and rate to whole number 
multiplication and division and using concepts of ratio and rate to solve problems; (2) completing understanding of 
division of fractions and extending the notion of number to the system of rational numbers, which includes negative 
numbers; (3) writing, interpreting, and using expressions and equations; and (4) developing understanding of 
statistical thinking. 
 
1. Students use reasoning about multiplication and division to solve ratio and rate problems about quantities. By 
viewing equivalent ratios and rates as deriving from, and extending, pairs of rows (or columns) in the multiplication 
table, and by analyzing simple drawings that indicate the relative size of quantities, students connect their 
understanding of multiplication and division with ratios and rates. Thus students expand the scope of problems for 
which they can use multiplication and division to solve problems, and they connect ratios and fractions. Students 
solve a wide variety of problems involving ratios and rates.  
 
2. Students use the meaning of fractions, the meanings of multiplication and division, and the relationship between 
multiplication and division to understand and explain why the procedures for dividing fractions make sense. 
Students use these operations to solve problems. Students extend their previous understandings of number and the 
ordering of numbers to the full system of rational numbers, which includes negative rational numbers, and in 
particular negative integers. They reason about the order and absolute value of rational numbers and about the 
location of points in all four quadrants of the coordinate plane.  
 
3. Students understand the use of variables in mathematical expressions. They write expressions and equations that 
correspond to given situations, evaluate expressions, and use expressions and formulas to solve problems. Students 
understand that expressions in different forms can be equivalent, and they use the properties of operations to rewrite 
expressions in equivalent forms. Students know that the solutions of an equation are the values of the variables that 
make the equation true. Students use properties of operations and the idea of maintaining the equality of both sides 
of an equation to solve simple one-step equations. Students construct and analyze tables, such as tables of quantities 
that are in equivalent ratios, and they use equations (such as 3x = y) to describe relationships between quantities.  
 
4. Building on and reinforcing their understanding of number, students begin to develop their ability to think 
statistically. Students recognize that a data distribution may not have a definite center and that different ways to 
measure center yield different values. The median measures center in the sense that it is roughly the middle value. 
The mean measures center in the sense that it is the value that each data point would take on if the total of the data 
values were redistributed equally, and also in the sense that it is a balance point. Students recognize that a measure 
of variability (interquartile range or mean absolute deviation) can also be useful for summarizing data because two 
very different sets of data can have the same mean and median yet be distinguished by their variability. Students 
learn to describe and summarize numerical data sets, identifying clusters, peaks, gaps, and symmetry, considering 
the context in which the data were collected.  
 
Students in Grade 6 also build on their work with area in elementary school by reasoning about relationships among 
shapes to determine area, surface area, and volume. They find areas of right triangles, other triangles, and special 
quadrilaterals by decomposing these shapes, rearranging or removing pieces, and relating the shapes to rectangles. 
Using these methods, students discuss, develop, and justify formulas for areas of triangles and parallelograms. 
Students find areas of polygons and surface areas of prisms and pyramids by decomposing them into pieces whose 
area they can determine. They reason about right rectangular prisms with fractional side lengths to extend formulas 
for the volume of a right rectangular prism to fractional side lengths. They prepare for work on scale drawings and 
constructions in Grade 7 by drawing polygons in the coordinate plane.  
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Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 

 
 
Grade 6 Overview 
 
Ratios and Proportional Relationships 
• Understand ratio concepts and use ratio 
reasoning to solve problems. 
 
The Number System 
• Apply and extend previous understandings of 
multiplication and division to divide fractions 
by fractions. 
• Compute fluently with multi-digit numbers and 
find common factors and multiples. 
• Apply and extend previous understandings of 
numbers to the system of rational numbers. 

Expressions and Equations 
• Apply and extend previous understandings of 
arithmetic to algebraic expressions.• Reason about and 
solve one-variable equations 
and inequalities. 
• Represent and analyze quantitative 
relationships between dependent and 
independent variables. 
 
Geometry 
• Solve real-world and mathematical problems 
involving area, surface area, and volume. 
 
Statistics and Probability 
• Develop understanding of statistical variability. 
• Summarize and describe distributions. 
 

 
 
 
Ratios & Proportional Relationships 6.RP 
 
Understand ratio concepts and use ratio reasoning to solve problems. 
1. Understand the concept of a ratio and use ratio language to describe a ratio relationship between two quantities. 
For example, “The ratio of wings to beaks in the bird house at the zoo was 2:1, because for every 2 wings there was 
1 beak.” “For every vote candidate A received, candidate C received nearly three votes.”  
2. Understand the concept of a unit rate a/b associated with a ratio a:b with b � 0, and use rate language in the 
context of a ratio relationship. For example, “This recipe has a ratio of 3 cups of flour to 4 cups of sugar, so there is 
3/4 cup of flour for each cup of sugar.” “We paid $75 for 15 hamburgers, which is a rate of $5 per hamburger.”1  
3. Use ratio and rate reasoning to solve real-world and mathematical problems, e.g., by reasoning about tables of 
equivalent ratios, tape diagrams, double number line diagrams, or equations.  

a. Make tables of equivalent ratios relating quantities with whole-number measurements, find missing values 
in the tables, and plot the pairs of values on the coordinate plane. Use tables to compare ratios.  

b. Solve unit rate problems including those involving unit pricing and constant speed. For example, if it took 7 
hours to mow 4 lawns, then at that rate, how many lawns could be mowed in 35 hours? At what rate were 
lawns being mowed?  

c. Find a percent of a quantity as a rate per 100 (e.g., 30% of a quantity means 30/100 times the quantity); 
solve problems involving finding the whole, given a part and the percent.  

d. Use ratio reasoning to convert measurement units; manipulate and transform units appropriately when 
multiplying or dividing quantities.  

 
_________________ 

1 Expectations for unit rates in this grade are limited to non-complex fractions. 
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The Number System 6.NS 
 
Apply and extend previous understandings of multiplication and division to divide fractions by fractions. 
1. Interpret and compute quotients of fractions, and solve word problems involving division of fractions by fractions, 
e.g., by using visual fraction models and equations to represent the problem. For example, create a story context for 
(2/3) ÷ (3/4) and use a visual fraction model to show the quotient; use the relationship between multiplication and 
division to explain that (2/3) ÷ (3/4) = 8/9 because 3/4 of 8/9 is 2/3. (In general, (a/b) ÷ (c/d) = ad/bc.) How much 
chocolate will each person get if 3 people share 1/2 lb of chocolate equally? How many 3/4-cup servings are in 2/3 
of a cup of yogurt? How wide is a rectangular strip of land with length 3/4 mi and area 1/2 square mi?  
 
Compute fluently with multi-digit numbers and find common factors and multiples. 
2. Fluently divide multi-digit numbers using the standard algorithm.  
3. Fluently add, subtract, multiply, and divide multi-digit decimals using the standard algorithm for each operation.  
4. Find the greatest common factor of two whole numbers less than or equal to 100 and the least common multiple 
of two whole numbers less than or equal to 12. Use the distributive property to express a sum of two whole numbers 
1–100 with a common factor as a multiple of a sum of two whole numbers with no common factor. For example, 
express 36 + 8 as 4 (9 + 2).  
 
Apply and extend previous understandings of numbers to the system of rational numbers. 
5. Understand that positive and negative numbers are used together to describe quantities having opposite directions 
or values (e.g., temperature above/below zero, elevation above/below sea level, credits/debits, positive/negative 
electric charge); use positive and negative numbers to represent quantities in real-world contexts, explaining the 
meaning of 0 in each situation.  
6. Understand a rational number as a point on the number line. Extend number line diagrams and coordinate axes 
familiar from previous grades to represent points on the line and in the plane with negative number coordinates.  

a. Recognize opposite signs of numbers as indicating locations on opposite sides of 0 on the number line; 
recognize that the opposite of the opposite of a number is the number itself, e.g., –(–3) = 3, and that 0 is its 
own opposite.  

b. Understand signs of numbers in ordered pairs as indicating locations in quadrants of the coordinate plane; 
recognize that when two ordered pairs differ only by signs, the locations of the points are related by 
reflections across one or both axes.  

c. Find and position integers and other rational numbers on a horizontal or vertical number line diagram; find 
and position pairs of integers and other rational numbers on a coordinate plane.  

7. Understand ordering and absolute value of rational numbers.  
a. Interpret statements of inequality as statements about the relative position of two numbers on a number line 

diagram. For example, interpret –3 > –7 as a statement that –3 is located to the right of –7 on a number 
line oriented from left to right.  

b. Write, interpret, and explain statements of order for rational numbers in real-world contexts. For example, 
write –3 oC > –7 oC to express the fact that –3 oC is warmer than –7 oC.  

c. Understand the absolute value of a rational number as its distance from 0 on the number line; interpret 
absolute value as magnitude for a positive or negative quantity in a real-world situation. For example, for 
an account balance of –30 dollars, write |–30| = 30 to describe the size of the debt in dollars.  

d. Distinguish comparisons of absolute value from statements about order. For example, recognize that an 
account balance less than –30 dollars represents a debt greater than 30 dollars.  

8. Solve real-world and mathematical problems by graphing points in all four quadrants of the coordinate plane. 
Include use of coordinates and absolute value to find distances between points with the same first coordinate or the 
same second coordinate.  
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Expressions & Equations 6.EE 
 
Apply and extend previous understandings of arithmetic to algebraic expressions. 
1. Write and evaluate numerical expressions involving whole-number exponents.  
2. Write, read, and evaluate expressions in which letters stand for numbers.  

a. Write expressions that record operations with numbers and with letters standing for numbers. For example, 

express the calculation “Subtract y from 5” as 5 – y.  
b. Identify parts of an expression using mathematical terms (sum, term, product, factor, quotient, coefficient); 

view one or more parts of an expression as a single entity. For example, describe the expression 2 (8 + 7) 

as a product of two factors; view (8 + 7) as both a single entity and a sum of two terms.  
c. Evaluate expressions at specific values of their variables. Include expressions that arise from formulas used 

in real-world problems. Perform arithmetic operations, including those involving whole-number exponents, 
in the conventional order when there are no parentheses to specify a particular order (Order of Operations). 
For example, use the formulas V = s

3
 and A = 6 s

2
 to find the volume and surface area of a cube with sides 

of length s = 1/2.  
3. Apply the properties of operations to generate equivalent expressions. For example, apply the distributive 

property to the expression 3 (2 + x) to produce the equivalent expression 6 + 3x; apply the distributive property to 

the expression 24x + 18y to produce the equivalent expression 6 (4x + 3y); apply properties of operations to y + y + 

y to produce the equivalent expression 3y.  
4. Identify when two expressions are equivalent (i.e., when the two expressions name the same number regardless of 
which value is substituted into them). For example, the expressions y + y + y and 3y are equivalent because they 

name the same number regardless of which number y stands for.  
 
Reason about and solve one-variable equations and inequalities. 
5. Understand solving an equation or inequality as a process of answering a question: which values from a specified 
set, if any, make the equation or inequality true? Use substitution to determine whether a given number in a 
specified set makes an equation or inequality true.  
6. Use variables to represent numbers and write expressions when solving a real-world or mathematical problem; 
understand that a variable can represent an unknown number, or, depending on the purpose at hand, any number in a 
specified set.  
7. Solve real-world and mathematical problems by writing and solving equations of the form x + p = q and px = q for 
cases in which p, q and x are all nonnegative rational numbers.  
8. Write an inequality of the form x > c or x < c to represent a constraint or condition in a real-world or mathematical 
problem. Recognize that inequalities of the form x > c or x < c have infinitely many solutions; represent solutions of 
such inequalities on number line diagrams.  
 
Represent and analyze quantitative relationships between dependent and independent variables. 
9. Use variables to represent two quantities in a real-world problem that change in relationship to one another; write 
an equation to express one quantity, thought of as the dependent variable, in terms of the other quantity, thought of 
as the independent variable. Analyze the relationship between the dependent and independent variables using graphs 
and tables, and relate these to the equation. For example, in a problem involving motion at constant speed, list and 
graph ordered pairs of distances and times, and write the equation d = 65t to represent the relationship between 
distance and time.  
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Geometry 6.G 
 
Solve real-world and mathematical problems involving area, surface area, and volume. 
1. Find the area of right triangles, other triangles, special quadrilaterals, and polygons by composing into rectangles 
or decomposing into triangles and other shapes; apply these techniques in the context of solving real-world and 
mathematical problems.  
2. Find the volume of a right rectangular prism with fractional edge lengths by packing it with unit cubes of the 
appropriate unit fraction edge lengths, and show that the volume is the same as would be found by multiplying the 
edge lengths of the prism. Apply the formulas V = l w h and V = b h to find volumes of right rectangular prisms with 
fractional edge lengths in the context of solving real-world and mathematical problems.  
3. Draw polygons in the coordinate plane given coordinates for the vertices; use coordinates to find the length of a 
side joining points with the same first coordinate or the same second coordinate. Apply these techniques in the 
context of solving real-world and mathematical problems.  
4. Represent three-dimensional figures using nets made up of rectangles and triangles, and use the nets to find the 
surface area of these figures. Apply these techniques in the context of solving real-world and mathematical 
problems.  
 
 
 
Statistics & Probability 6.SP 
 
Develop understanding of statistical variability. 
1. Recognize a statistical question as one that anticipates variability in the data related to the question and accounts 
for it in the answers. For example, “How old am I?” is not a statistical question, but “How old are the students in 
my school?” is a statistical question because one anticipates variability in students’ ages.  
2. Understand that a set of data collected to answer a statistical question has a distribution which can be described by 
its center, spread, and overall shape.  
3. Recognize that a measure of center for a numerical data set summarizes all of its values with a single number, 
while a measure of variation describes how its values vary with a single number.  
 
Summarize and describe distributions. 
4. Display numerical data in plots on a number line, including dot plots, histograms, and box plots.  
5. Summarize numerical data sets in relation to their context, such as by:  

a. Reporting the number of observations.  
b. Describing the nature of the attribute under investigation, including how it was measured and its units of 

measurement.  
c. Giving quantitative measures of center (median and/or mean) and variability (interquartile range and/or 

mean absolute deviation), as well as describing any overall pattern and any striking deviations from the 
overall pattern with reference to the context in which the data were gathered.  

d. Relating the choice of measures of center and variability to the shape of the data distribution and the 
context in which the data were gathered.  
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Mathematics - Grade 7: Introduction 
 
In Grade 7, instructional time should focus on four critical areas: (1) developing understanding of and applying 
proportional relationships; (2) developing understanding of operations with rational numbers and working with 
expressions and linear equations; (3) solving problems involving scale drawings and informal geometric 
constructions, and working with two- and three-dimensional shapes to solve problems involving area, surface area, 
and volume; and (4) drawing inferences about populations based on samples. 
 
1. Students extend their understanding of ratios and develop understanding of proportionality to solve single- and 
multi-step problems. Students use their understanding of ratios and proportionality to solve a wide variety of percent 
problems, including those involving discounts, interest, taxes, tips, and percent increase or decrease. Students solve 
problems about scale drawings by relating corresponding lengths between the objects or by using the fact that 
relationships of lengths within an object are preserved in similar objects. Students graph proportional relationships 
and understand the unit rate informally as a measure of the steepness of the related line, called the slope. They 
distinguish proportional relationships from other relationships.  
 
2. Students develop a unified understanding of number, recognizing fractions, decimals (that have a finite or a 
repeating decimal representation), and percents as different representations of rational numbers. Students extend 
addition, subtraction, multiplication, and division to all rational numbers, maintaining the properties of operations 
and the relationships between addition and subtraction, and multiplication and division. By applying these 
properties, and by viewing negative numbers in terms of everyday contexts (e.g., amounts owed or temperatures 
below zero), students explain and interpret the rules for adding, subtracting, multiplying, and dividing with negative 
numbers. They use the arithmetic of rational numbers as they formulate expressions and equations in one variable 
and use these equations to solve problems.  
 
3. Students continue their work with area from Grade 6, solving problems involving the area and circumference of a 
circle and surface area of three-dimensional objects. In preparation for work on congruence and similarity in Grade 
8 they reason about relationships among two-dimensional figures using scale drawings and informal geometric 
constructions, and they gain familiarity with the relationships between angles formed by intersecting lines. Students 
work with three-dimensional figures, relating them to two-dimensional figures by examining cross-sections. They 
solve real-world and mathematical problems involving area, surface area, and volume of two- and three-dimensional 
objects composed of triangles, quadrilaterals, polygons, cubes and right prisms.  
 
4. Students build on their previous work with single data distributions to compare two data distributions and address 
questions about differences between populations. They begin informal work with random sampling to generate data 
sets and learn about the importance of representative samples for drawing inferences.  
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 
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Grade 7 Overview 
 
Ratios and Proportional Relationships 
• Analyze proportional relationships and use 
them to solve real-world and mathematical 
problems. 
 
The Number System 
• Apply and extend previous understandings 
of operations with fractions to add, subtract, 
multiply, and divide rational numbers. 
 
Expressions and Equations 
• Use properties of operations to generate 
equivalent expressions. 
• Solve real-life and mathematical problems 
using numerical and algebraic expressions and 
equations. 

Geometry 
• Draw, construct and describe geometrical 
figures and describe the relationships between 
them. 
• Solve real-life and mathematical problems 
involving angle measure, area, surface area, 
and volume. 
 
Statistics and Probability 
• Use random sampling to draw inferences about 
a population. 
• Draw informal comparative inferences about 
two populations. 
• Investigate chance processes and develop, use, 
and evaluate probability models. 
 

 
 
 
Ratios & Proportional Relationships 7.RP 
 
Analyze proportional relationships and use them to solve real-world and mathematical problems. 
1. Compute unit rates associated with ratios of fractions, including ratios of lengths, areas and other quantities 
measured in like or different units. For example, if a person walks 1/2 mile in each 1/4 hour, compute the unit rate 
as the complex fraction 1/2/1/4 miles per hour, equivalently 2 miles per hour.  
2. Recognize and represent proportional relationships between quantities.  

a. Decide whether two quantities are in a proportional relationship, e.g., by testing for equivalent ratios in a 
table or graphing on a coordinate plane and observing whether the graph is a straight line through the 
origin.  

b. Identify the constant of proportionality (unit rate) in tables, graphs, equations, diagrams, and verbal 
descriptions of proportional relationships.  

c. Represent proportional relationships by equations. For example, if total cost t is proportional to the number 
n of items purchased at a constant price p, the relationship between the total cost and the number of items 
can be expressed as t = pn.  

d. Explain what a point (x, y) on the graph of a proportional relationship means in terms of the situation, with 
special attention to the points (0, 0) and (1, r) where r is the unit rate.  

3. Use proportional relationships to solve multistep ratio and percent problems. Examples: simple interest, tax, 
markups and markdowns, gratuities and commissions, fees, percent increase and decrease, percent error.  
 
 
 
The Number System 7.NS 
 
Apply and extend previous understandings of operations with fractions to add, subtract, multiply, and divide 
rational numbers. 
1. Apply and extend previous understandings of addition and subtraction to add and subtract rational numbers; 
represent addition and subtraction on a horizontal or vertical number line diagram.  

a. Describe situations in which opposite quantities combine to make 0. For example, a hydrogen atom has 0 
charge because its two constituents are oppositely charged.  
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b. Understand p + q as the number located a distance |q| from p, in the positive or negative direction 
depending on whether q is positive or negative. Show that a number and its opposite have a sum of 0 (are 
additive inverses). Interpret sums of rational numbers by describing real-world contexts.  

c. Understand subtraction of rational numbers as adding the additive inverse, p – q = p + (–q). Show that the 
distance between two rational numbers on the number line is the absolute value of their difference, and 
apply this principle in real-world contexts.  

d. Apply properties of operations as strategies to add and subtract rational numbers.  
2. Apply and extend previous understandings of multiplication and division and of fractions to multiply and divide 
rational numbers.  

a. Understand that multiplication is extended from fractions to rational numbers by requiring that operations 
continue to satisfy the properties of operations, particularly the distributive property, leading to products 
such as (–1)(–1) = 1 and the rules for multiplying signed numbers. Interpret products of rational numbers 
by describing real-world contexts.  

b. Understand that integers can be divided, provided that the divisor is not zero, and every quotient of integers 
(with non-zero divisor) is a rational number. If p and q are integers, then –(p/q) = (–p)/q = p/(–q). Interpret 
quotients of rational numbers by describing real-world contexts.  

c. Apply properties of operations as strategies to multiply and divide rational numbers.  
d. Convert a rational number to a decimal using long division; know that the decimal form of a rational 

number terminates in 0s or eventually repeats.  
3. Solve real-world and mathematical problems involving the four operations with rational numbers.1  
 
 
_________________ 

1 Computations with rational numbers extend the rules for manipulating fractions to complex fractions. 
 
 
 
Expressions & Equations 7.EE 
 
Use properties of operations to generate equivalent expressions. 
1. Apply properties of operations as strategies to add, subtract, factor, and expand linear expressions with rational 
coefficients.  
2. Understand that rewriting an expression in different forms in a problem context can shed light on the problem and 
how the quantities in it are related. For example, a + 0.05a = 1.05a means that “increase by 5%” is the same as 
“multiply by 1.05.”  
 
Solve real-life and mathematical problems using numerical and algebraic expressions and equations. 
3. Solve multi-step real-life and mathematical problems posed with positive and negative rational numbers in any 
form (whole numbers, fractions, and decimals), using tools strategically. Apply properties of operations to calculate 
with numbers in any form; convert between forms as appropriate; and assess the reasonableness of answers using 
mental computation and estimation strategies. For example: If a woman making $25 an hour gets a 10% raise, she 
will make an additional 1/10 of her salary an hour, or $2.50, for a new salary of $27.50. If you want to place a 
towel bar 9 3/4 inches long in the center of a door that is 27 1/2 inches wide, you will need to place the bar about 9 
inches from each edge; this estimate can be used as a check on the exact computation.  
4. Use variables to represent quantities in a real-world or mathematical problem, and construct simple equations and 
inequalities to solve problems by reasoning about the quantities.  

a. Solve word problems leading to equations of the form px + q = r and p(x + q) = r, where p, q, and r are 
specific rational numbers. Solve equations of these forms fluently. Compare an algebraic solution to an 
arithmetic solution, identifying the sequence of the operations used in each approach. For example, the 
perimeter of a rectangle is 54 cm. Its length is 6 cm. What is its width?  

b. Solve word problems leading to inequalities of the form px + q > r or px + q < r, where p, 
q, and r are specific rational numbers. Graph the solution set of the inequality and 
interpret it in the context of the problem. For example: As a salesperson, you are paid 
$50 per week plus $3 per sale. This week you want your pay to be at least $100. Write an 
inequality for the number of sales you need to make, and describe the solutions.  
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Geometry 7.G 
 
Draw construct, and describe geometrical figures and describe the relationships between them. 
1. Solve problems involving scale drawings of geometric figures, including computing actual lengths and areas from 
a scale drawing and reproducing a scale drawing at a different scale.  
2. Draw (freehand, with ruler and protractor, and with technology) geometric shapes with given conditions. Focus 
on constructing triangles from three measures of angles or sides, noticing when the conditions determine a unique 
triangle, more than one triangle, or no triangle.  
3. Describe the two-dimensional figures that result from slicing three-dimensional figures, as in plane sections of 
right rectangular prisms and right rectangular pyramids.  
 
Solve real-life and mathematical problems involving angle measure, area, surface area, and volume. 
4. Know the formulas for the area and circumference of a circle and use them to solve problems; give an informal 
derivation of the relationship between the circumference and area of a circle.  
5. Use facts about supplementary, complementary, vertical, and adjacent angles in a multi-step problem to write and 
solve simple equations for an unknown angle in a figure.  
6. Solve real-world and mathematical problems involving area, volume and surface area of two- and three-
dimensional objects composed of triangles, quadrilaterals, polygons, cubes, and right prisms.  
 
 
 
Statistics & Probability 7.SP 
 
Use random sampling to draw inferences about a population. 
1. Understand that statistics can be used to gain information about a population by examining a sample of the 
population; generalizations about a population from a sample are valid only if the sample is representative of that 
population. Understand that random sampling tends to produce representative samples and support valid inferences.  
2. Use data from a random sample to draw inferences about a population with an unknown characteristic of interest. 
Generate multiple samples (or simulated samples) of the same size to gauge the variation in estimates or predictions. 
For example, estimate the mean word length in a book by randomly sampling words from the book; predict the 
winner of a school election based on randomly sampled survey data. Gauge how far off the estimate or prediction 
might be.  
 
Draw informal comparative inferences about two populations. 
3. Informally assess the degree of visual overlap of two numerical data distributions with similar variabilities, 
measuring the difference between the centers by expressing it as a multiple of a measure of variability. For example, 
the mean height of players on the basketball team is 10 cm greater than the mean height of players on the soccer 
team, about twice the variability (mean absolute deviation) on either team; on a dot plot, the separation between the 
two distributions of heights is noticeable.  
4. Use measures of center and measures of variability for numerical data from random samples to draw informal 
comparative inferences about two populations. For example, decide whether the words in a chapter of a seventh-
grade science book are generally longer than the words in a chapter of a fourth-grade science book.  
 
Investigate chance processes and develop, use, and evaluate probability models. 
5. Understand that the probability of a chance event is a number between 0 and 1 that expresses the likelihood of the 
event occurring. Larger numbers indicate greater likelihood. A probability near 0 indicates an unlikely event, a 
probability around 1/2 indicates an event that is neither unlikely nor likely, and a probability near 1 indicates a likely 
event.  
6. Approximate the probability of a chance event by collecting data on the chance process that produces it and 
observing its long-run relative frequency, and predict the approximate relative frequency given the probability. For 
example, when rolling a number cube 600 times, predict that a 3 or 6 would be rolled roughly 200 times, but 
probably not exactly 200 times.  
7. Develop a probability model and use it to find probabilities of events. Compare probabilities from a model to 
observed frequencies; if the agreement is not good, explain possible sources of the discrepancy.  
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a. Develop a uniform probability model by assigning equal probability to all outcomes, and use the model to 
determine probabilities of events. For example, if a student is selected at random from a class, find the 
probability that Jane will be selected and the probability that a girl will be selected.  

b. Develop a probability model (which may not be uniform) by observing frequencies in data generated from 
a chance process. For example, find the approximate probability that a spinning penny will land heads up 
or that a tossed paper cup will land open-end down. Do the outcomes for the spinning penny appear to be 
equally likely based on the observed frequencies?  

8. Find probabilities of compound events using organized lists, tables, tree diagrams, and simulation.  
a. Understand that, just as with simple events, the probability of a compound event is the fraction of outcomes 

in the sample space for which the compound event occurs.  
b. Represent sample spaces for compound events using methods such as organized lists, tables and tree 

diagrams. For an event described in everyday language (e.g., “rolling double sixes”), identify the outcomes 
in the sample space which compose the event.  

c. Design and use a simulation to generate frequencies for compound events. For example, use random digits 
as a simulation tool to approximate the answer to the question: If 40% of donors have type A blood, what is 
the probability that it will take at least 4 donors to find one with type A blood?  
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Mathematics - Grade 8: Introduction 
 
In Grade 8, instructional time should focus on three critical areas: (1) formulating and reasoning about expressions 

and equations, including modeling an association in bivariate data with a linear equation, and solving linear 

equations and systems of linear equations; (2) grasping the concept of a function and using functions to describe 

quantitative relationships; (3) analyzing two- and three-dimensional space and figures using distance, angle, 

similarity, and congruence, and understanding and applying the Pythagorean Theorem. 

 

1. Students use linear equations and systems of linear equations to represent, analyze, and solve a variety of 

problems. Students recognize equations for proportions (y/x = m or y = mx) as special linear equations (y = mx + b), 
understanding that the constant of proportionality (m) is the slope, and the graphs are lines through the origin. They 

understand that the slope (m) of a line is a constant rate of change, so that if the input or x-coordinate changes by an 

amount A, the output or y-coordinate changes by the amount m·A. Students also use a linear equation to describe the 

association between two quantities in bivariate data (such as arm span vs. height for students in a classroom). At this 

grade, fitting the model, and assessing its fit to the data are done informally. Interpreting the model in the context of 

the data requires students to express a relationship between the two quantities in question and to interpret 

components of the relationship (such as slope and y-intercept) in terms of the situation.  

 

Students strategically choose and efficiently implement procedures to solve linear equations in one variable, 

understanding that when they use the properties of equality and the concept of logical equivalence, they maintain the 

solutions of the original equation. Students solve systems of two linear equations in two variables and relate the 

systems to pairs of lines in the plane; these intersect, are parallel, or are the same line. Students use linear equations, 

systems of linear equations, linear functions, and their understanding of slope of a line to analyze situations and 

solve problems.  

 

2. Students grasp the concept of a function as a rule that assigns to each input exactly one output. They understand 

that functions describe situations where one quantity determines another. They can translate among representations 

and partial representations of functions (noting that tabular and graphical representations may be partial 

representations), and they describe how aspects of the function are reflected in the different representations.  

 

3. Students use ideas about distance and angles, how they behave under translations, rotations, reflections, and 

dilations, and ideas about congruence and similarity to describe and analyze two-dimensional figures and to solve 

problems. Students show that the sum of the angles in a triangle is the angle formed by a straight line, and that 

various configurations of lines give rise to similar triangles because of the angles created when a transversal cuts 

parallel lines. Students understand the statement of the Pythagorean Theorem and its converse, and can explain why 

the Pythagorean Theorem holds, for example, by decomposing a square in two different ways. They apply the 

Pythagorean Theorem to find distances between points on the coordinate plane, to find lengths, and to analyze 

polygons. Students complete their work on volume by solving problems involving cones, cylinders, and spheres.  

 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 

them.  

2. Reason abstractly and quantitatively.  

3. Construct viable arguments and critique the reasoning 

of others.  

4. Model with mathematics.  

5. Use appropriate tools strategically.  

6. Attend to precision.  

7. Look for and make use of structure.  

8. Look for and express regularity in repeated reasoning. 
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Grade 8 Overview 
 
The Number System 
• Know that there are numbers that are not 
rational, and approximate them by rational 
numbers. 
 
Expressions and Equations 
• Work with radicals and integer exponents. 
• Understand the connections between 
proportional relationships, lines, and linear 
equations. 
• Analyze and solve linear equations and pairs of 
simultaneous linear equations. 
 
Functions 
• Define, evaluate, and compare functions. 
• Use functions to model relationships between 
quantities. 

Geometry 
• Understand congruence and similarity using 
physical models, transparencies, or geometry 
software. 
• Understand and apply the Pythagorean 
Theorem. 
• Solve real-world and mathematical problems 
involving volume of cylinders, cones and 
spheres. 
 
Statistics and Probability 
• Investigate patterns of association in bivariate 
data. 
 

 
 
 
The Number System 8.NS 
 
Know that there are numbers that are not rational, and approximate them by rational numbers. 
1. Know that numbers that are not rational are called irrational. Understand informally that every number has a 
decimal expansion; for rational numbers show that the decimal expansion repeats eventually, and convert a decimal 
expansion which repeats eventually into a rational number.  
2. Use rational approximations of irrational numbers to compare the size of irrational numbers, locate them 
approximately on a number line diagram, and estimate the value of expressions (e.g., ʌ2). For example, by 
truncating the decimal expansion of ¥2, show that ¥2 is between 1 and 2, then between 1.4 and 1.5, and explain how 
to continue on to get better approximations.  
 
 
 
Expressions & Equations 8.EE 
 
Work with radicals and integer exponents. 
1. Know and apply the properties of integer exponents to generate equivalent numerical expressions. For example, 
32 × 3–5 = 3–3 = 1/33 = 1/27.  
2. Use square root and cube root symbols to represent solutions to equations of the form x2 = p and x3 = p, where p is 
a positive rational number. Evaluate square roots of small perfect squares and cube roots of small perfect cubes. 
Know that ¥2 is irrational.  
3. Use numbers expressed in the form of a single digit times a whole-number power of 10 to estimate very large or 
very small quantities, and to express how many times as much one is than the other. For example, estimate the 
population of the United States as 3 times 108 and the population of the world as 7 times 109, and determine that the 
world population is more than 20 times larger.  
4. Perform operations with numbers expressed in scientific notation, including problems where both decimal and 
scientific notation are used. Use scientific notation and choose units of appropriate size for measurements of very 
large or very small quantities (e.g., use millimeters per year for seafloor spreading). Interpret scientific notation that 
has been generated by technology.  
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Understand the connections between proportional relationships, lines, and linear equations. 
5. Graph proportional relationships, interpreting the unit rate as the slope of the graph. Compare two different 
proportional relationships represented in different ways. For example, compare a distance-time graph to a distance-
time equation to determine which of two moving objects has greater speed.  
6. Use similar triangles to explain why the slope m is the same between any two distinct points on a non-vertical line 
in the coordinate plane; derive the equation y = mx for a line through the origin and the equation y = mx + b for a 
line intercepting the vertical axis at b.  
 
Analyze and solve linear equations and pairs of simultaneous linear equations. 
7. Solve linear equations in one variable.  

a. Give examples of linear equations in one variable with one solution, infinitely many solutions, or no 
solutions. Show which of these possibilities is the case by successively transforming the given equation 
into simpler forms, until an equivalent equation of the form x = a, a = a, or a = b results (where a and b are 
different numbers).  

b. Solve linear equations with rational number coefficients, including equations whose solutions require 
expanding expressions using the distributive property and collecting like terms.  

8. Analyze and solve pairs of simultaneous linear equations.  
a. Understand that solutions to a system of two linear equations in two variables correspond to points of 

intersection of their graphs, because points of intersection satisfy both equations simultaneously.  
b. Solve systems of two linear equations in two variables algebraically, and estimate solutions by graphing the 

equations. Solve simple cases by inspection. For example, 3x + 2y = 5 and 3x + 2y = 6 have no solution 
because 3x + 2y cannot simultaneously be 5 and 6.  

c. Solve real-world and mathematical problems leading to two linear equations in two variables. For example, 
given coordinates for two pairs of points, determine whether the line through the first pair of points 
intersects the line through the second pair.  

 
 
 
Functions 8.F 
 
Define, evaluate, and compare functions. 
1. Understand that a function is a rule that assigns to each input exactly one output. The graph of a function is the set 
of ordered pairs consisting of an input and the corresponding output.1  
2. Compare properties of two functions each represented in a different way (algebraically, graphically, numerically 
in tables, or by verbal descriptions). For example, given a linear function represented by a table of values and a 
linear function represented by an algebraic expression, determine which function has the greater rate of change.  
3. Interpret the equation y = mx + b as defining a linear function, whose graph is a straight line; give examples of 
functions that are not linear. For example, the function A = s2 giving the area of a square as a function of its side 
length is not linear because its graph contains the points (1,1), (2,4) and (3,9), which are not on a straight line.  
 
Use functions to model relationships between quantities. 
4. Construct a function to model a linear relationship between two quantities. Determine the rate of change  and 
initial value of the function from a description of a relationship or from two (x, y) values, including reading these 
from a table or from a graph. Interpret the rate of change and initial value of a linear function in terms of the 
situation it models, and in terms of its graph or a table of values.  
5. Describe qualitatively the functional relationship between two quantities by analyzing a graph (e.g., where the 
function is increasing or decreasing, linear or nonlinear). Sketch a graph that exhibits the qualitative features of a 
function that has been described verbally.  
 
_________________ 

1Function notation is not required in Grade 8. 
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Geometry 8.G 
 
Understand congruence and similarity using physical models, transparencies, or geometry software. 
1. Verify experimentally the properties of rotations, reflections, and translations:  

a. Lines are taken to lines, and line segments to line segments of the same length.  
b. Angles are taken to angles of the same measure.  
c. Parallel lines are taken to parallel lines.  

2. Understand that a two-dimensional figure is congruent to another if the second can be obtained from the first by a 
sequence of rotations, reflections, and translations; given two congruent figures, describe a sequence that exhibits 
the congruence between them.  
3. Describe the effect of dilations, translations, rotations, and reflections on two-dimensional figures using 
coordinates.  
4. Understand that a two-dimensional figure is similar to another if the second can be obtained from the first by a 
sequence of rotations, reflections, translations, and dilations; given two similar two-dimensional figures, describe a 
sequence that exhibits the similarity between them.  
5. Use informal arguments to establish facts about the angle sum and exterior angle of triangles, about the angles 
created when parallel lines are cut by a transversal, and the angle-angle criterion for similarity of triangles. For 
example, arrange three copies of the same triangle so that the sum of the three angles appears to form a line, and 
give an argument in terms of transversals why this is so.  
 
Understand and apply the Pythagorean Theorem. 
6. Explain a proof of the Pythagorean Theorem and its converse.  
7. Apply the Pythagorean Theorem to determine unknown side lengths in right triangles in real-world and 
mathematical problems in two and three dimensions.  
8. Apply the Pythagorean Theorem to find the distance between two points in a coordinate system.  
 
Solve real-world and mathematical problems involving volume of cylinders, cones, and spheres. 
9. Know the formulas for the volumes of cones, cylinders, and spheres and use them to solve real-world and 
mathematical problems.  
 
 
 
Statistics & Probability 8.SP 
 
Investigate patterns of association in bivariate data. 
1. Construct and interpret scatter plots for bivariate measurement data to investigate patterns of association between 
two quantities. Describe patterns such as clustering, outliers, positive or negative association, linear association, and 
nonlinear association.  
2. Know that straight lines are widely used to model relationships between two quantitative variables. For scatter 
plots that suggest a linear association, informally fit a straight line, and informally assess the model fit by judging 
the closeness of the data points to the line.  
3. Use the equation of a linear model to solve problems in the context of bivariate measurement data, interpreting the 
slope and intercept. For example, in a linear model for a biology experiment, interpret a slope of 1.5 cm/hr as 
meaning that an additional hour of sunlight each day is associated with an additional 1.5 cm in mature plant height.  
4. Understand that patterns of association can also be seen in bivariate categorical data by displaying frequencies 
and relative frequencies in a two-way table. Construct and interpret a two-way table summarizing data on two 
categorical variables collected from the same subjects. Use relative frequencies calculated for rows or columns to 
describe possible association between the two variables. For example, collect data from students in your class on 
whether or not they have a curfew on school nights and whether or not they have assigned chores at home. Is there 
evidence that those who have a curfew also tend to have chores?  
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Mathematics Standards for High School 
 
The high school standards specify the mathematics that all students should study in order to be college 
and career ready. Additional mathematics that students should learn in order to take advanced courses 
such as calculus, advanced statistics, or discrete mathematics is indicated by (+), as in this example: 
 

(+) Represent complex numbers on the complex plane in rectangular and polar form 
(including real and imaginary numbers). 
 

All standards without a (+) symbol should be in the common mathematics curriculum for all college and 
career ready students. Standards with a (+) symbol may also appear in courses intended for all 
students. 
 
The high school standards are listed in conceptual categories: 
 

x  N u mb e r  a n d  Q u a n t i t y  
x  A l g e b r a  
x  F u n c t i o n s  
x  M o d e l i n g  
x  G e o m e t r y  
x  Stat is t ics  and Probabi l i ty  

 
Conceptual categories portray a coherent view of high school mathematics; a student’s work with 
functions, for example, crosses a number of traditional course boundaries, potentially up through and 
including calculus. 
 
Modeling is best interpreted not as a collection of isolated topics but in relation to other standards. 
Making mathematical models is a Standard for Mathematical Practice, and specific modeling standards 
appear throughout the high school standards indicated by a star symbol (*). The star symbol sometimes 
appears on the heading for a group of standards; in that case, it should be understood to apply to all 
standards in that group.
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Mathematics - High School Number & Quantity: Introduction 
 
Numbers and Number Systems. 
During the years from kindergarten to eighth grade, students must repeatedly extend their conception of number. At 
first, “number” means “counting number”: 1, 2, 3, … Soon after that, 0 is used to represent “none” and the whole 
numbers are formed by the counting numbers together with zero. The next extension is fractions. At first, fractions 
are barely numbers and tied strongly to pictorial representations. Yet by the time students understand division of 
fractions, they have a strong concept of fractions as numbers and have connected them, via their decimal 
representations, with the base-ten system used to represent the whole numbers. During middle school, fractions are 
augmented by negative fractions to form the rational numbers. In Grade 8, students extend this system once more, 
augmenting the rational numbers with the irrational numbers to form the real numbers. In high school, students will 
be exposed to yet another extension of number, when the real numbers are augmented by the imaginary numbers to 
form the complex numbers. 
 
With each extension of number, the meanings of addition, subtraction, multiplication, and division are extended. In 
each new number system—integers, rational numbers, real numbers, and complex numbers—the four operations 
stay the same in two important ways: They have the commutative, associative, and distributive properties and their 
new meanings are consistent with their previous meanings. 
 
Extending the properties of whole-number exponents leads to new and productive notation. For example, properties 
of whole-number exponents suggest that (51/3)3 should be 5(1/3)3 = 51 = 5 and that 51/3 should be the cube root of 
5. 
 
Calculators, spreadsheets, and computer algebra systems can provide ways for students to become better acquainted 
with these new number systems and their notation. They can be used to generate data for numerical experiments, to 
help understand the workings of matrix, vector, and complex number algebra, and to experiment with non-integer 
exponents. 
 
Quantities. 
In real world problems, the answers are usually not numbers but quantities: numbers with units, which involves 
measurement. In their work in measurement up through Grade 8, students primarily measure commonly used 
attributes such as length, area, and volume. In high school, students encounter a wider variety of units in modeling, 
e.g. acceleration, currency conversions, derived quantities such as person-hours and heating degree days, social 
science rates such as per-capita income, and rates in everyday life such as points scored per game or batting 
averages. They also encounter novel situations in which they themselves must conceive the attributes of interest. For 
example, to find a good measure of overall highway safety, they might propose measures such as fatalities per year, 
fatalities per year per driver, or fatalities per vehicle-mile traveled. Such a conceptual process might be called 
quantification. Quantification is important for science, as when surface area suddenly “stands out” as an important 
variable in evaporation. Quantification is also important for companies, which must conceptualize relevant attributes 
and create or choose suitable measures for them.  
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 
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Number and Quantity Overview 
 
The Real Number System 
• Extend the properties of exponents to rational 
exponents 
• Use properties of rational and irrational 
numbers. 
 
Quantities 
• Reason quantitatively and use units to solve 
problems 
 

The Complex Number System 
• Perform arithmetic operations with complex 
numbers 
• Represent complex numbers and their 
operations on the complex plane 
• Use complex numbers in polynomial identities 
and equations 
 
Vector and Matrix Quantities 
• Represent and model with vector quantities. 
• Perform operations on vectors. 
• Perform operations on matrices and use 
matrices in applications. 
 

 
 
 
The Real Number System N-RN 
 
Extend the properties of exponents to rational exponents. 
1. Explain how the definition of the meaning of rational exponents follows from extending the properties of integer 
exponents to those values, allowing for a notation for radicals in terms of rational exponents. For example, we define 
51/3 to be the cube root of 5 because we want (51/3)3 = 5(1/3)3 to hold, so (51/3)3 must equal 5.  
2. Rewrite expressions involving radicals and rational exponents using the properties of exponents.  
 
Use properties of rational and irrational numbers. 
3. Explain why the sum or product of two rational numbers is rational; that the sum of a rational number and an 
irrational number is irrational; and that the product of a nonzero rational number and an irrational number is 
irrational.  
 
 
 
Quantities N-Q 
 
Reason quantitatively and use units to solve problems. 
1. Use units as a way to understand problems and to guide the solution of multi-step problems; choose and interpret 
units consistently in formulas; choose and interpret the scale and the origin in graphs and data displays.  
2. Define appropriate quantities for the purpose of descriptive modeling.  
3. Choose a level of accuracy appropriate to limitations on measurement when reporting quantities.  
 
 
 
The Complex Number System N-CN 
 
Perform arithmetic operations with complex numbers. 
1. Know there is a complex number i such that i2 = –1, and every complex number has the form a + bi with a and b 
real.  
2. Use the relation i2 = –1 and the commutative, associative, and distributive properties to add, subtract, and multiply 
complex numbers.  
3. (+) Find the conjugate of a complex number; use conjugates to find moduli and quotients of complex numbers.  
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Represent complex numbers and their operations on the complex plane. 
4. (+) Represent complex numbers on the complex plane in rectangular and polar form (including real and imaginary 
numbers), and explain why the rectangular and polar forms of a given complex number represent the same number.  
5. (+) Represent addition, subtraction, multiplication, and conjugation of complex numbers geometrically on the 
complex plane; use properties of this representation for computation. For example, (-1 + ¥3 i)3 = 8 because (-1 + ¥3 
i) has modulus 2 and argument 120°.  
6. (+) Calculate the distance between numbers in the complex plane as the modulus of the difference, and the 
midpoint of a segment as the average of the numbers at its endpoints.  
 
Use complex numbers in polynomial identities and equations. 
7. Solve quadratic equations with real coefficients that have complex solutions.  
8. (+) Extend polynomial identities to the complex numbers. For example, rewrite x2 + 4 as (x + 2i)(x – 2i).  
9. (+) Know the Fundamental Theorem of Algebra; show that it is true for quadratic polynomials.  
 
 
 
Vector & Matrix Quantities N-VM 
 
Represent and model with vector quantities. 
1. (+) Recognize vector quantities as having both magnitude and direction. Represent vector quantities by directed 
line segments, and use appropriate symbols for vectors and their magnitudes (e.g., v, |v|, ||v||, v).  
2. (+) Find the components of a vector by subtracting the coordinates of an initial point from the coordinates of a 
terminal point.  
3. (+) Solve problems involving velocity and other quantities that can be represented by vectors.  
 
Perform operations on vectors. 
4. (+) Add and subtract vectors.  

a. Add vectors end-to-end, component-wise, and by the parallelogram rule. Understand that the magnitude of 
a sum of two vectors is typically not the sum of the magnitudes.  

b. Given two vectors in magnitude and direction form, determine the magnitude and direction of their sum.  
c. Understand vector subtraction v – w as v + (–w), where –w is the additive inverse of w, with the same 

magnitude as w and pointing in the opposite direction. Represent vector subtraction graphically by 
connecting the tips in the appropriate order, and perform vector subtraction component-wise.  

5. (+) Multiply a vector by a scalar.  
a. Represent scalar multiplication graphically by scaling vectors and possibly reversing their direction; 

perform scalar multiplication component-wise, e.g., as c(vx, vy) = (cvx, cvy).  
b. Compute the magnitude of a scalar multiple cv using ||cv|| = |c|v. Compute the direction of cv knowing that 

when |c|v � 0, the direction of cv is either along v (for c > 0) or against v (for c < 0).  
 
Perform operations on matrices and use matrices in applications. 
6. (+) Use matrices to represent and manipulate data, e.g., to represent payoffs or incidence relationships in a 
network.  
7. (+) Multiply matrices by scalars to produce new matrices, e.g., as when all of the payoffs in a game are doubled.  
8. (+) Add, subtract, and multiply matrices of appropriate dimensions.  
9. (+) Understand that, unlike multiplication of numbers, matrix multiplication for square matrices is not a 
commutative operation, but still satisfies the associative and distributive properties.  
10. (+) Understand that the zero and identity matrices play a role in matrix addition and multiplication similar to the 
role of 0 and 1 in the real numbers. The determinant of a square matrix is nonzero if and only if the matrix has a 
multiplicative inverse.  
11. (+) Multiply a vector (regarded as a matrix with one column) by a matrix of suitable dimensions to produce 
another vector. Work with matrices as transformations of vectors.  
12. (+) Work with 2 × 2 matrices as a transformations of the plane, and interpret the absolute value of the 
determinant in terms of area.  
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Mathematics - High School Algebra: Introduction  
 
Expressions. 
An expression is a record of a computation with numbers, symbols that represent numbers, arithmetic operations, 
exponentiation, and, at more advanced levels, the operation of evaluating a function. Conventions about the use of 
parentheses and the order of operations assure that each expression is unambiguous. Creating an expression that 
describes a computation involving a general quantity requires the ability to express the computation in general 
terms, abstracting from specific instances. 
 
Reading an expression with comprehension involves analysis of its underlying structure. This may suggest a 
different but equivalent way of writing the expression that exhibits some different aspect of its meaning. For 
example, p + 0.05p can be interpreted as the addition of a 5% tax to a price p. Rewriting p + 0.05p as 1.05p shows 
that adding a tax is the same as multiplying the price by a constant factor. 
 
Algebraic manipulations are governed by the properties of operations and exponents, and the conventions of 
algebraic notation. At times, an expression is the result of applying operations to simpler expressions. For example, 
p + 0.05p is the sum of the simpler expressions p and 0.05p. Viewing an expression as the result of operation on 
simpler expressions can sometimes clarify its underlying structure. 
 
A spreadsheet or a computer algebra system (CAS) can be used to experiment with algebraic expressions, perform 
complicated algebraic manipulations, and understand how algebraic manipulations behave. 
 
Equations and inequalities. 
An equation is a statement of equality between two expressions, often viewed as a question asking for which values 
of the variables the expressions on either side are in fact equal. These values are the solutions to the equation. An 
identity, in contrast, is true for all values of the variables; identities are often developed by rewriting an expression 
in an equivalent form. 
 
The solutions of an equation in one variable form a set of numbers; the solutions of an equation in two variables 
form a set of ordered pairs of numbers, which can be plotted in the coordinate plane. Two or more equations and/or 
inequalities form a system. A solution for such a system must satisfy every equation and inequality in the system. 
 
An equation can often be solved by successively deducing from it one or more simpler equations. For example, one 
can add the same constant to both sides without changing the solutions, but squaring both sides might lead to 
extraneous solutions. Strategic competence in solving includes looking ahead for productive manipulations and 
anticipating the nature and number of solutions. 
 
Some equations have no solutions in a given number system, but have a solution in a larger system. For example, the 
solution of x + 1 = 0 is an integer, not a whole number; the solution of 2x + 1 = 0 is a rational number, not an 
integer; the solutions of x2 – 2 = 0 are real numbers, not rational numbers; and the solutions of x2 + 2 = 0 are 
complex numbers, not real numbers. 
 
The same solution techniques used to solve equations can be used to rearrange formulas. For example, the formula 
for the area of a trapezoid, A = ((b1+b2)/2)h, can be solved for h using the same deductive process.  
 
Inequalities can be solved by reasoning about the properties of inequality. Many, but not all, of the properties of 
equality continue to hold for inequalities and can be useful in solving them. 
 
Connections to Functions and Modeling. 
Expressions can define functions, and equivalent expressions define the same function. Asking when two functions 
have the same value for the same input leads to an equation; graphing the two functions allows for finding 
approximate solutions of the equation. Converting a verbal description to an equation, inequality, or system of these 
is an essential skill in modeling. 
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Mathematical Practices 
 
1. Make sense of problems and persevere in solving 

them.  

2. Reason abstractly and quantitatively.  

3. Construct viable arguments and critique the reasoning 

of others.  

4. Model with mathematics.  

5. Use appropriate tools strategically.  

6. Attend to precision.  

7. Look for and make use of structure.  

8. Look for and express regularity in repeated reasoning. 

 
 
Algebra Overview 
 

Seeing Structure in Expressions 
• Interpret the structure of expressions 

• Write expressions in equivalent forms to solve 

problems 

 
Arithmetic with Polynomials and Rational 
Expressions 
• Perform arithmetic operations on polynomials 

• Understand the relationship between zeros and 

factors of polynomials 

• Use polynomial identities to solve problems 

• Rewrite rational expressions 

 

Creating Equations 
• Create equations that describe numbers or 

relationships 

 
Reasoning with Equations and Inequalities 
• Understand solving equations as a process of 

reasoning and explain the reasoning 

• Solve equations and inequalities in one variable 

• Solve systems of equations 

• Represent and solve equations and inequalities 

graphically 

 

 
 

 

Seeing Structure in Expressions A-SSE 
 

Interpret the structure of expressions. 
1. Interpret expressions that represent a quantity in terms of its context.

�
  

a. Interpret parts of an expression, such as terms, factors, and coefficients.  

b. Interpret complicated expressions by viewing one or more of their parts as a single entity. For example, 
interpret P(1+r)n as the product of P and a factor not depending on P.  

2. Use the structure of an expression to identify ways to rewrite it. For example, see x4 – y4 as (x2)2 – (y2)2, thus 
recognizing it as a difference of squares that can be factored as (x2 – y2)(x2 + y2).  
 

Write expressions in equivalent forms to solve problems. 
3. Choose and produce an equivalent form of an expression to reveal and explain properties of the quantity 

represented by the expression.
�
 

a. Factor a quadratic expression to reveal the zeros of the function it defines.  

b. Complete the square in a quadratic expression to reveal the maximum or minimum value of the function it 

defines.  

c. Use the properties of exponents to transform expressions for exponential functions. For example the 
expression 1.15t can be rewritten as (1.151/12)12t § 1.01212t to reveal the approximate equivalent monthly 
interest rate if the annual rate is 15%.  

4. Derive the formula for the sum of a finite geometric series (when the common ratio is not 1), and use the formula 

to solve problems. For example, calculate mortgage payments.�  
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Arithmetic with Polynomials & Rational Expressions A-APR 
 

Perform arithmetic operations on polynomials. 
1. Understand that polynomials form a system analogous to the integers, namely, they are closed under the 

operations of addition, subtraction, and multiplication; add, subtract, and multiply polynomials.  

 

Understand the relationship between zeros and factors of polynomials. 
2. Know and apply the Remainder Theorem: For a polynomial p(x) and a number a, the remainder on division by x – 
a is p(a), so p(a) = 0 if and only if (x – a) is a factor of p(x).  

3. Identify zeros of polynomials when suitable factorizations are available, and use the zeros to construct a rough 

graph of the function defined by the polynomial.  

 
Use polynomial identities to solve problems. 
4. Prove polynomial identities and use them to describe numerical relationships. For example, the polynomial 
identity (x2 + y2)2 = (x2 – y2)2 + (2xy)2 can be used to generate Pythagorean triples.  
5. (+) Know and apply the Binomial Theorem for the expansion of (x + y)

n
 in powers of x and y for a positive integer 

n, where x and y are any numbers, with coefficients determined for example by Pascal’s Triangle.
1
  

 
Rewrite rational expressions. 
6. Rewrite simple rational expressions in different forms; write 

a(x)
/b(x) in the form q(x) + 

r(x)
/b(x), where a(x), b(x), 

q(x), and r(x) are polynomials with the degree of r(x) less than the degree of b(x), using inspection, long division, or, 

for the more complicated examples, a computer algebra system.  

7. (+) Understand that rational expressions form a system analogous to the rational numbers, closed under addition, 

subtraction, multiplication, and division by a nonzero rational expression; add, subtract, multiply, and divide rational 

expressions.  

 

_________________ 

1
The Binomial Theorem can be proved by mathematical induction or by a combinatorial argument. 

 

 

 

Creating Equations A-CED 
 

Create equations that describe numbers or relationships. 
1. Create equations and inequalities in one variable and use them to solve problems. Include equations arising from 
linear and quadratic functions, and simple rational and exponential functions.  
2. Create equations in two or more variables to represent relationships between quantities; graph equations on 

coordinate axes with labels and scales.  

3. Represent constraints by equations or inequalities, and by systems of equations and/or inequalities, and interpret 

solutions as viable or nonviable options in a modeling context. For example, represent inequalities describing 
nutritional and cost constraints on combinations of different foods.  
4. Rearrange formulas to highlight a quantity of interest, using the same reasoning as in solving equations. For 
example, rearrange Ohm’s law V = IR to highlight resistance R.  
 

 

 

Reasoning with Equations & Inequalities A-REI 
 
Understand solving equations as a process of reasoning and explain the reasoning. 
1. Explain each step in solving a simple equation as following from the equality of numbers asserted at the previous 

step, starting from the assumption that the original equation has a solution. Construct a viable argument to justify a 

solution method.  

2. Solve simple rational and radical equations in one variable, and give examples showing how extraneous solutions 

may arise.  
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Solve equations and inequalities in one variable. 
3. Solve linear equations and inequalities in one variable, including equations with coefficients represented by 
letters.  
4. Solve quadratic equations in one variable. 

a. Use the method of completing the square to transform any quadratic equation in x into an equation of the 
form (x – p)2 = q that has the same solutions. Derive the quadratic formula from this form.  

b. Solve quadratic equations by inspection (e.g., for x2 = 49), taking square roots, completing the square, the 
quadratic formula and factoring, as appropriate to the initial form of the equation. Recognize when the 
quadratic formula gives complex solutions and write them as a ± bi for real numbers a and b.  

 
Solve systems of equations. 
5. Prove that, given a system of two equations in two variables, replacing one equation by the sum of that equation 
and a multiple of the other produces a system with the same solutions.  
6. Solve systems of linear equations exactly and approximately (e.g., with graphs), focusing on pairs of linear 
equations in two variables.  
7. Solve a simple system consisting of a linear equation and a quadratic equation in two variables algebraically and 
graphically. For example, find the points of intersection between the line y = –3x and the circle x2 + y2 = 3.  
8. (+) Represent a system of linear equations as a single matrix equation in a vector variable.  
9. (+) Find the inverse of a matrix if it exists and use it to solve systems of linear equations (using technology for 
matrices of dimension 3 × 3 or greater).  
 
Represent and solve equations and inequalities graphically. 
10. Understand that the graph of an equation in two variables is the set of all its solutions plotted in the coordinate 
plane, often forming a curve (which could be a line).  
11. Explain why the x-coordinates of the points where the graphs of the equations y = f(x) and y = g(x) intersect are 
the solutions of the equation f(x) = g(x); find the solutions approximately, e.g., using technology to graph the 
functions, make tables of values, or find successive approximations. Include cases where f(x) and/or g(x) are linear, 
polynomial, rational, absolute value, exponential, and logarithmic functions.�  
12. Graph the solutions to a linear inequality in two variables as a half-plane (excluding the boundary in the case of 
a strict inequality), and graph the solution set to a system of linear inequalities in two variables as the intersection of 
the corresponding half-planes.  
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Mathematics - High School Functions: Introduction 
 
Functions describe situations where one quantity determines another. For example, the return on $10,000 invested at 
an annualized percentage rate of 4.25% is a function of the length of time the money is invested. Because we 
continually make theories about dependencies between quantities in nature and society, functions are important tools 
in the construction of mathematical models. 
 
In school mathematics, functions usually have numerical inputs and outputs and are often defined by an algebraic 
expression. For example, the time in hours it takes for a car to drive 100 miles is a function of the car’s speed in 
miles per hour, v; the rule T(v) = 100/v expresses this relationship algebraically and defines a function whose name 
is T. 
 
The set of inputs to a function is called its domain. We often infer the domain to be all inputs for which the 
expression defining a function has a value, or for which the function makes sense in a given context. 
 
A function can be described in various ways, such as by a graph (e.g., the trace of a seismograph); by a verbal rule, 
as in, “I’ll give you a state, you give me the capital city;” by an algebraic expression like f(x) = a + bx; or by a 
recursive rule. The graph of a function is often a useful way of visualizing the relationship of the function models, 
and manipulating a mathematical expression for a function can throw light on the function’s properties. 
 
Functions presented as expressions can model many important phenomena. Two important families of functions 
characterized by laws of growth are linear functions, which grow at a constant rate, and exponential functions, 
which grow at a constant percent rate. Linear functions with a constant term of zero describe proportional 
relationships. 
 
A graphing utility or a computer algebra system can be used to experiment with properties of these functions and 
their graphs and to build computational models of functions, including recursively defined functions. 
 
Connections to Expressions, Equations, Modeling, and Coordinates. 
Determining an output value for a particular input involves evaluating an expression; finding inputs that yield a 
given output involves solving an equation. Questions about when two functions have the same value for the same 
input lead to equations, whose solutions can be visualized from the intersection of their graphs. Because functions 
describe relationships between quantities, they are frequently used in modeling. Sometimes functions are defined by 
a recursive process, which can be displayed effectively using a spreadsheet or other technology. 
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 
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Functions Overview 
 
Interpreting Functions 
• Understand the concept of a function and use 
function notation 
• Interpret functions that arise in applications in 
terms of the context 
• Analyze functions using different 
representations 
 
Building Functions 
• Build a function that models a relationship 
between two quantities 
• Build new functions from existing functions 

Linear, Quadratic, and Exponential Models 
• Construct and compare linear, quadratic, and 
exponential models and solve problems 
• Interpret expressions for functions in terms of 
the situation they model 
 
Trigonometric Functions 
• Extend the domain of trigonometric functions 
using the unit circle 
• Model periodic phenomena with trigonometric 
functions 
• Prove and apply trigonometric identities 

 
 
 
Interpreting Functions F-IF 
 
Understand the concept of a function and use function notation. 
1. Understand that a function from one set (called the domain) to another set (called the range) assigns to each 
element of the domain exactly one element of the range. If f is a function and x is an element of its domain, then f(x) 
denotes the output of f corresponding to the input x. The graph of f is the graph of the equation y = f(x).  
2. Use function notation, evaluate functions for inputs in their domains, and interpret statements that use function 
notation in terms of a context.  
3. Recognize that sequences are functions, sometimes defined recursively, whose domain is a subset of the integers. 
For example, the Fibonacci sequence is defined recursively by f(0) = f(1) = 1, f(n+1) = f(n) + f(n-1) for n � 1.  
 
Interpret functions that arise in applications in terms of the context. 
4. For a function that models a relationship between two quantities, interpret key features of graphs and tables in 
terms of the quantities, and sketch graphs showing key features given a verbal description of the relationship. Key 
features include: intercepts; intervals where the function is increasing, decreasing, positive, or negative; relative 
maximums and minimums; symmetries; end behavior; and periodicity.�  
5. Relate the domain of a function to its graph and, where applicable, to the quantitative relationship it describes. 
For example, if the function h(n) gives the number of person-hours it takes to assemble n engines in a factory, then 
the positive integers would be an appropriate domain for the function.�  
6. Calculate and interpret the average rate of change of a function (presented symbolically or as a table) over a 
specified interval. Estimate the rate of change from a graph.�  
 
Analyze functions using different representations. 
7. Graph functions expressed symbolically and show key features of the graph, by hand in simple cases and using 
technology for more complicated cases.�  

a. Graph linear and quadratic functions and show intercepts, maxima, and minima.  
b. Graph square root, cube root, and piecewise-defined functions, including step functions and absolute value 

functions.  
c. Graph polynomial functions, identifying zeros when suitable factorizations are available, and showing end 

behavior.  
d. (+) Graph rational functions, identifying zeros and asymptotes when suitable factorizations are available, 

and showing end behavior.  
e. Graph exponential and logarithmic functions, showing intercepts and end behavior, and trigonometric 

functions, showing period, midline, and amplitude.  
8. Write a function defined by an expression in different but equivalent forms to reveal and explain different 
properties of the function.  
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a. Use the process of factoring and completing the square in a quadratic function to show zeros, extreme 
values, and symmetry of the graph, and interpret these in terms of a context.  

b. Use the properties of exponents to interpret expressions for exponential functions. For example, identify 
percent rate of change in functions such as y = (1.02)t, y = (0.97)t, y = (1.01)12t, y = (1.2)t/10, and classify 
them as representing exponential growth or decay.  

9. Compare properties of two functions each represented in a different way (algebraically, graphically, numerically 
in tables, or by verbal descriptions). For example, given a graph of one quadratic function and an algebraic 
expression for another, say which has the larger maximum.  
 
 
 
Building Functions F-BF 
 
Build a function that models a relationship between two quantities. 
1. Write a function that describes a relationship between two quantities.�  

a. Determine an explicit expression, a recursive process, or steps for calculation from a context.  
b. Combine standard function types using arithmetic operations. For example, build a function that models the 

temperature of a cooling body by adding a constant function to a decaying exponential, and relate these 
functions to the model.  

c. (+) Compose functions. For example, if T(y) is the temperature in the atmosphere as a function of height, 
and h(t) is the height of a weather balloon as a function of time, then T(h(t)) is the temperature at the 
location of the weather balloon as a function of time.  

2. Write arithmetic and geometric sequences both recursively and with an explicit formula, use them to model 
situations, and translate between the two forms.�  
 
Build new functions from existing functions. 
3. Identify the effect on the graph of replacing f(x) by f(x) + k, k f(x), f(kx), and f(x + k) for specific values of k (both 
positive and negative); find the value of k given the graphs. Experiment with cases and illustrate an explanation of 
the effects on the graph using technology. Include recognizing even and odd functions from their graphs and 
algebraic expressions for them.  
4. Find inverse functions.  

a. Solve an equation of the form f(x) = c for a simple function f that has an inverse and write an expression for 
the inverse. For example, f(x) =2 x3 or f(x) = (x+1)/(x–1) for x � 1.  

b. (+) Verify by composition that one function is the inverse of another.  
c. (+) Read values of an inverse function from a graph or a table, given that the function has an inverse.  
d. (+) Produce an invertible function from a non-invertible function by restricting the domain.  

5. (+) Understand the inverse relationship between exponents and logarithms and use this relationship to solve 
problems involving logarithms and exponents.  
 
 
 
Linear, Quadratic, & Exponential Models F-LE 
 
Construct and compare linear, quadratic, and exponential models and solve problems. 
1. Distinguish between situations that can be modeled with linear functions and with exponential functions.  

a. Prove that linear functions grow by equal differences over equal intervals, and that exponential functions 
grow by equal factors over equal intervals.  

b. Recognize situations in which one quantity changes at a constant rate per unit interval relative to another.  
c. Recognize situations in which a quantity grows or decays by a constant percent rate per unit interval 

relative to another.  
2. Construct linear and exponential functions, including arithmetic and geometric sequences, given a graph, a 
description of a relationship, or two input-output pairs (include reading these from a table).  
3. Observe using graphs and tables that a quantity increasing exponentially eventually exceeds a quantity increasing 
linearly, quadratically, or (more generally) as a polynomial function.  
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4. For exponential models, express as a logarithm the solution to abct = d where a, c, and d are numbers and the base 
b is 2, 10, or e; evaluate the logarithm using technology.  
 
Interpret expressions for functions in terms of the situation they model. 
5. Interpret the parameters in a linear or exponential function in terms of a context.  
 
 
 
Trigonometric Functions F-TF 
 
Extend the domain of trigonometric functions using the unit circle. 
1. Understand radian measure of an angle as the length of the arc on the unit circle subtended by the angle.  
2. Explain how the unit circle in the coordinate plane enables the extension of trigonometric functions to all real 
numbers, interpreted as radian measures of angles traversed counterclockwise around the unit circle.  
3. (+) Use special triangles to determine geometrically the values of sine, cosine, tangent for ʌ/3, ʌ/4 and ʌ/6, and 
use the unit circle to express the values of sine, cosines, and tangent for x, ʌ + x, and 2ʌ – x in terms of their values 
for x, where x is any real number.  
4. (+) Use the unit circle to explain symmetry (odd and even) and periodicity of trigonometric functions.  
 
Model periodic phenomena with trigonometric functions. 
5. Choose trigonometric functions to model periodic phenomena with specified amplitude, frequency, and midline.�  
6. (+) Understand that restricting a trigonometric function to a domain on which it is always increasing or always 
decreasing allows its inverse to be constructed.  
7. (+) Use inverse functions to solve trigonometric equations that arise in modeling contexts; evaluate the solutions 
using technology, and interpret them in terms of the context.�  
 
Prove and apply trigonometric identities. 
8. Prove the Pythagorean identity sin2(ș) + cos2(ș) = 1 and use it to find sin(ș), cos(ș), or tan(ș) given sin(ș), cos(ș), 
or tan(ș) and the quadrant of the angle.  
9. (+) Prove the addition and subtraction formulas for sine, cosine, and tangent and use them to solve problems.  
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Mathematics - High School Modeling: Introduction 
 
Modeling links classroom mathematics and statistics to everyday life, work, and decision-making. Modeling is the 
process of choosing and using appropriate mathematics and statistics to analyze empirical situations, to understand 
them better, and to improve decisions. Quantities and their relationships in physical, economic, public policy, social, 
and everyday situations can be modeled using mathematical and statistical methods. When making mathematical 
models, technology is valuable for varying assumptions, exploring consequences, and comparing predictions with 
data. 
 
A model can be very simple, such as writing total cost as a product of unit price and number bought, or using a 
geometric shape to describe a physical object like a coin. Even such simple models involve making choices. It is up 
to us whether to model a coin as a three-dimensional cylinder, or whether a two-dimensional disk works well 
enough for our purposes. Other situations—modeling a delivery route, a production schedule, or a comparison of 
loan amortizations—need more elaborate models that use other tools from the mathematical sciences. Real-world 
situations are not organized and labeled for analysis; formulating tractable models, representing such models, and 
analyzing them is appropriately a creative process. Like every such process, this depends on acquired expertise as 
well as creativity. 
 
Some examples of such situations might include: 

x Estimating how much water and food is needed for emergency relief in a devastated city of 3 million 
people, and how it might be distributed.  

x Planning a table tennis tournament for 7 players at a club with 4 tables, where each player plays against 
each other player.  

x Designing the layout of the stalls in a school fair so as to raise as much money as possible.  
x Analyzing stopping distance for a car.  
x Modeling savings account balance, bacterial colony growth, or investment growth.  
x Engaging in critical path analysis, e.g., applied to turnaround of an aircraft at an airport.  
x Analyzing risk in situations such as extreme sports, pandemics, and terrorism.  
x Relating population statistics to individual predictions.  

 
In situations like these, the models devised depend on a number of factors: How precise an answer do we want or 
need? What aspects of the situation do we most need to understand, control, or optimize? What resources of time 
and tools do we have? The range of models that we can create and analyze is also constrained by the limitations of 
our mathematical, statistical, and technical skills, and our ability to recognize significant variables and relationships 
among them. Diagrams of various kinds, spreadsheets and other technology, and algebra are powerful tools for 
understanding and solving problems drawn from different types of real-world situations. 
 
One of the insights provided by mathematical modeling is that essentially the same mathematical or statistical 
structure can sometimes model seemingly different situations. Models can also shed light on the mathematical 
structures themselves, for example, as when a model of bacterial growth makes more vivid the explosive growth of 
the exponential function. 
 

 
 
The basic modeling cycle is summarized in the diagram. It involves (1) identifying variables in the situation and 
selecting those that represent essential features, (2) formulating a model by creating and selecting geometric, 
graphical, tabular, algebraic, or statistical representations that describe relationships between the variables, (3) 
analyzing and performing operations on these relationships to draw conclusions, (4) interpreting the results of the 
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mathematics in terms of the original situation, (5) validating the conclusions by comparing them with the situation, 

and then either improving the model or, if it is acceptable, (6) reporting on the conclusions and the reasoning behind 

them. Choices, assumptions, and approximations are present throughout this cycle. 

 

In descriptive modeling, a model simply describes the phenomena or summarizes them in a compact form. Graphs 

of observations are a familiar descriptive model—for example, graphs of global temperature and atmospheric CO2 

over time.  

 

Analytic modeling seeks to explain data on the basis of deeper theoretical ideas, albeit with parameters that are 

empirically based; for example, exponential growth of bacterial colonies (until cut-off mechanisms such as pollution 

or starvation intervene) follows from a constant reproduction rate. Functions are an important tool for analyzing 

such problems. 

 

Graphing utilities, spreadsheets, computer algebra systems, and dynamic geometry software are powerful tools that 

can be used to model purely mathematical phenomena (e.g., the behavior of polynomials) as well as physical 

phenomena. 

 
Modeling Standards 
Modeling is best interpreted not as a collection of isolated topics but rather in relation to other standards. Making 
mathematical models is a Standard for Mathematical Practice, and specific modeling standards appear throughout 
the high school standards indicated by a star symbol (�). 
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Mathematics - High School Geometry: Introduction 
 
An understanding of the attributes and relationships of geometric objects can be applied in diverse contexts—
interpreting a schematic drawing, estimating the amount of wood needed to frame a sloping roof, rendering 
computer graphics, or designing a sewing pattern for the most efficient use of material. 
 
Although there are many types of geometry, school mathematics is devoted primarily to plane Euclidean geometry, 
studied both synthetically (without coordinates) and analytically (with coordinates). Euclidean geometry is 
characterized most importantly by the Parallel Postulate, that through a point not on a given line there is exactly one 
parallel line. (Spherical geometry, in contrast, has no parallel lines.) 
 
During high school, students begin to formalize their geometry experiences from elementary and middle school, 
using more precise definitions and developing careful proofs. Later in college some students develop Euclidean and 
other geometries carefully from a small set of axioms. 
 
The concepts of congruence, similarity, and symmetry can be understood from the perspective of geometric 
transformation. Fundamental are the rigid motions: translations, rotations, reflections, and combinations of these, all 
of which are here assumed to preserve distance and angles (and therefore shapes generally). Reflections and 
rotations each explain a particular type of symmetry, and the symmetries of an object offer insight into its 
attributes—as when the reflective symmetry of an isosceles triangle assures that its base angles are congruent. 
 
In the approach taken here, two geometric figures are defined to be congruent if there is a sequence of rigid motions 
that carries one onto the other. This is the principle of superposition. For triangles, congruence means the equality of 
all corresponding pairs of sides and all corresponding pairs of angles. During the middle grades, through experiences 
drawing triangles from given conditions, students notice ways to specify enough measures in a triangle to ensure 
that all triangles drawn with those measures are congruent. Once these triangle congruence criteria (ASA, SAS, and 
SSS) are established using rigid motions, they can be used to prove theorems about triangles, quadrilaterals, and 
other geometric figures. 
 
Similarity transformations (rigid motions followed by dilations) define similarity in the same way that rigid motions 
define congruence, thereby formalizing the similarity ideas of "same shape" and "scale factor" developed in the 
middle grades. These transformations lead to the criterion for triangle similarity that two pairs of corresponding 
angles are congruent. 
 
The definitions of sine, cosine, and tangent for acute angles are founded on right triangles and similarity, and, with 
the Pythagorean Theorem, are fundamental in many real-world and theoretical situations. The Pythagorean Theorem 
is generalized to non-right triangles by the Law of Cosines. Together, the Laws of Sines and Cosines embody the 
triangle congruence criteria for the cases where three pieces of information suffice to completely solve a triangle. 
Furthermore, these laws yield two possible solutions in the ambiguous case, illustrating that Side-Side-Angle is not a 
congruence criterion. 
 
Analytic geometry connects algebra and geometry, resulting in powerful methods of analysis and problem solving. 
Just as the number line associates numbers with locations in one dimension, a pair of perpendicular axes associates 
pairs of numbers with locations in two dimensions. This correspondence between numerical coordinates and 
geometric points allows methods from algebra to be applied to geometry and vice versa. The solution set of an 
equation becomes a geometric curve, making visualization a tool for doing and understanding algebra. Geometric 
shapes can be described by equations, making algebraic manipulation into a tool for geometric understanding,  
odeling, and proof. Geometric transformations of the graphs of equations correspond to algebraic changes in their 
equations. 
 
Dynamic geometry environments provide students with experimental and modeling tools that allow them to 
investigate geometric phenomena in much the same way as computer algebra systems allow them to experiment 
with algebraic phenomena. 
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Connections to Equations. 
The correspondence between numerical coordinates and geometric points allows methods from algebra to be applied 
to geometry and vice versa. The solution set of an equation becomes a geometric curve, making visualization a tool 
for doing and understanding algebra. Geometric shapes can be described by equations, making algebraic 
manipulation into a tool for geometric understanding, modeling, and proof. 
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 

 
 
Geometry Overview 
 
Congruence 
• Experiment with transformations in the plane 
• Understand congruence in terms of rigid 
motions 
• Prove geometric theorems 
• Make geometric constructions 
 
Similarity, Right Triangles, and Trigonometry 
• Understand similarity in terms of similarity 
transformations 
• Prove theorems involving similarity 
• Define trigonometric ratios and solve problems 
involving right triangles 
• Apply trigonometry to general triangles 
 
Circles 
• Understand and apply theorems about circles 
• Find arc lengths and areas of sectors of circles 

Expressing Geometric Properties with Equations 
• Translate between the geometric description 
and the equation for a conic section 
• Use coordinates to prove simple geometric 
theorems algebraically 
 
Geometric Measurement and Dimension 
• Explain volume formulas and use them to solve 
problems 
• Visualize relationships between twodimensional 
and three-dimensional objects 
 
Modeling with Geometry 
• Apply geometric concepts in modeling 
situations 

 
 
 
Congruence G-CO 
 
Experiment with transformations in the plane 
1. Know precise definitions of angle, circle, perpendicular line, parallel line, and line segment, based on the 
undefined notions of point, line, distance along a line, and distance around a circular arc.  
2. Represent transformations in the plane using, e.g., transparencies and geometry software; describe 
transformations as functions that take points in the plane as inputs and give other points as outputs. Compare 
transformations that preserve distance and angle to those that do not (e.g., translation versus horizontal stretch).  
3. Given a rectangle, parallelogram, trapezoid, or regular polygon, describe the rotations and reflections that carry it 
onto itself.  
4. Develop definitions of rotations, reflections, and translations in terms of angles, circles, perpendicular lines, 
parallel lines, and line segments.  
5. Given a geometric figure and a rotation, reflection, or translation, draw the transformed figure using, e.g., graph 
paper, tracing paper, or geometry software. Specify a sequence of transformations that will carry a given figure onto 
another.  
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Understand congruence in terms of rigid motions 
6. Use geometric descriptions of rigid motions to transform figures and to predict the effect of a given rigid motion 
on a given figure; given two figures, use the definition of congruence in terms of rigid motions to decide if they are 
congruent.  
7. Use the definition of congruence in terms of rigid motions to show that two triangles are congruent if and only if 
corresponding pairs of sides and corresponding pairs of angles are congruent.  
8. Explain how the criteria for triangle congruence (ASA, SAS, and SSS) follow from the definition of congruence 
in terms of rigid motions.  
 
Prove geometric theorems 
9. Prove theorems about lines and angles. Theorems include: vertical angles are congruent; when a transversal 
crosses parallel lines, alternate interior angles are congruent and corresponding angles are congruent; points on a 
perpendicular bisector of a line segment are exactly those equidistant from the segment’s endpoints.  
10. Prove theorems about triangles. Theorems include: measures of interior angles of a triangle sum to 180°; base 
angles of isosceles triangles are congruent; the segment joining midpoints of two sides of a triangle is parallel to the 
third side and half the length; the medians of a triangle meet at a point.  
11. Prove theorems about parallelograms. Theorems include: opposite sides are congruent, opposite angles are 
congruent, the diagonals of a parallelogram bisect each other, and conversely, rectangles are parallelograms with 
congruent diagonals.  
 
Make geometric constructions 
12. Make formal geometric constructions with a variety of tools and methods (compass and straightedge, string, 
reflective devices, paper folding, dynamic geometric software, etc.). Copying a segment; copying an angle; 
bisecting a segment; bisecting an angle; constructing perpendicular lines, including the perpendicular bisector of a 
line segment; and constructing a line parallel to a given line through a point not on the line.  
13. Construct an equilateral triangle, a square, and a regular hexagon inscribed in a circle.  
 
 
 
Similarity, Right Triangles, & Trigonometry G-SRT 
 
Understand similarity in terms of similarity transformations 
1. Verify experimentally the properties of dilations given by a center and a scale factor: 

a. A dilation takes a line not passing through the center of the dilation to a parallel line, and leaves a line 
passing through the center unchanged.  

b. The dilation of a line segment is longer or shorter in the ratio given by the scale factor.  
2. Given two figures, use the definition of similarity in terms of similarity transformations to decide if they are 
similar; explain using similarity transformations the meaning of similarity for triangles as the equality of all 
corresponding pairs of angles and the proportionality of all corresponding pairs of sides.  
3. Use the properties of similarity transformations to establish the AA criterion for two triangles to be similar.  
 
Prove theorems involving similarity 
4. Prove theorems about triangles. Theorems include: a line parallel to one side of a triangle divides the other two 
proportionally, and conversely; the Pythagorean Theorem proved using triangle similarity.  
5. Use congruence and similarity criteria for triangles to solve problems and to prove relationships in geometric 
figures.  
 
Define trigonometric ratios and solve problems involving right triangles 
6. Understand that by similarity, side ratios in right triangles are properties of the angles in the triangle, leading to 
definitions of trigonometric ratios for acute angles.  
7. Explain and use the relationship between the sine and cosine of complementary angles.  
8. Use trigonometric ratios and the Pythagorean Theorem to solve right triangles in applied problems.�  
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Apply trigonometry to general triangles 
9. (+) Derive the formula A = 1/2 ab sin(C) for the area of a triangle by drawing an auxiliary line from a vertex 
perpendicular to the opposite side.  
10. (+) Prove the Laws of Sines and Cosines and use them to solve problems.  
11. (+) Understand and apply the Law of Sines and the Law of Cosines to find unknown measurements in right and 
non-right triangles (e.g., surveying problems, resultant forces).  
 
 
 
Circles G-C 
 
Understand and apply theorems about circles 
1. Prove that all circles are similar.  
2. Identify and describe relationships among inscribed angles, radii, and chords. Include the relationship between 
central, inscribed, and circumscribed angles; inscribed angles on a diameter are right angles; the radius of a circle 
is perpendicular to the tangent where the radius intersects the circle.  
3. Construct the inscribed and circumscribed circles of a triangle, and prove properties of angles for a quadrilateral 
inscribed in a circle.  
4. (+) Construct a tangent line from a point outside a given circle to the circle.  
 
Find arc lengths and areas of sectors of circles 
5. Derive using similarity the fact that the length of the arc intercepted by an angle is proportional to the radius, and 
define the radian measure of the angle as the constant of proportionality; derive the formula for the area of a sector.  
 
 
 
Expressing Geometric Properties with Equations G-GPE 
 
Translate between the geometric description and the equation for a conic section 
1. Derive the equation of a circle of given center and radius using the Pythagorean Theorem; complete the square to 
find the center and radius of a circle given by an equation.  
2. Derive the equation of a parabola given a focus and directrix.  
3. (+) Derive the equations of ellipses and hyperbolas given the foci, using the fact that the sum or difference of 
distances from the foci is constant.  
 
Use coordinates to prove simple geometric theorems algebraically 
4. Use coordinates to prove simple geometric theorems algebraically. For example, prove or disprove that a figure 
defined by four given points in the coordinate plane is a rectangle; prove or disprove that the point (1, ¥3) lies on 
the circle centered at the origin and containing the point (0, 2).  
5. Prove the slope criteria for parallel and perpendicular lines and use them to solve geometric problems (e.g., find 
the equation of a line parallel or perpendicular to a given line that passes through a given point).  
6. Find the point on a directed line segment between two given points that partitions the segment in a given ratio.  
7. Use coordinates to compute perimeters of polygons and areas of triangles and rectangles, e.g., using the distance 
formula.�  
 
 
 
Geometric Measurement & Dimension G-GMD 
 
Explain volume formulas and use them to solve problems 
1. Give an informal argument for the formulas for the circumference of a circle, area of a circle, volume of a 
cylinder, pyramid, and cone. Use dissection arguments, Cavalieri’s principle, and informal limit arguments.  
2. (+) Give an informal argument using Cavalieri’s principle for the formulas for the volume of a sphere and other 
solid figures.  
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3. Use volume formulas for cylinders, pyramids, cones, and spheres to solve problems.�  
 
Visualize relationships between two-dimensional and three-dimensional objects 
4. Identify the shapes of two-dimensional cross-sections of three-dimensional objects, and identify three-
dimensional objects generated by rotations of two-dimensional objects.  
 
 
 

Modeling with Geometry G-MG 
 
Apply geometric concepts in modeling situations 
1. Use geometric shapes, their measures, and their properties to describe objects (e.g., modeling a tree trunk or a 
human torso as a cylinder).�  
2. Apply concepts of density based on area and volume in modeling situations (e.g., persons per square mile, BTUs 
per cubic foot).�  
3. Apply geometric methods to solve design problems (e.g., designing an object or structure to satisfy physical 
constraints or minimize cost; working with typographic grid systems based on ratios).�  
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Mathematics - High School Statistics & Probability: Introduction 
 
Decisions or predictions are often based on data—numbers in context. These decisions or predictions would be easy 
if the data always sent a clear message, but the message is often obscured by variability. Statistics provides tools for 
describing variability in data and for making informed decisions that take it into account. 
 
Data are gathered, displayed, summarized, examined, and interpreted to discover patterns and deviations from 
patterns. Quantitative data can be described in terms of key characteristics: measures of shape, center, and spread. 
The shape of a data distribution might be described as symmetric, skewed, flat, or bell shaped, and it might be 
summarized by a statistic measuring center (such as mean or median) and a statistic measuring spread (such as 
standard deviation or interquartile range). Different distributions can be compared numerically using these statistics 
or compared visually using plots. Knowledge of center and spread are not enough to describe a distribution. Which 
statistics to compare, which plots to use, and what the results of a comparison might mean, depend on the question 
to be investigated and the real-life actions to be taken. 
 
Randomization has two important uses in drawing statistical conclusions. First, collecting data from a random 
sample of a population makes it possible to draw valid conclusions about the whole population, taking variability 
into account. Second, randomly assigning individuals to different treatments allows a fair comparison of the 
effectiveness of those treatments. A statistically significant outcome is one that is unlikely to be due to chance alone, 
and this can be evaluated only under the condition of randomness. The conditions under which data are collected are 
important in drawing conclusions from the data; in critically reviewing uses of statistics in public media and other 
reports, it is important to consider the study design, how the data were gathered, and the analyses employed as well 
as the data summaries and the conclusions drawn. 
 
Random processes can be described mathematically by using a probability model: a list or description of the 
possible outcomes (the sample space), each of which is assigned a probability. In situations such as flipping a coin, 
rolling a number cube, or drawing a card, it might be reasonable to assume various outcomes are equally likely. In a 
probability model, sample points represent outcomes and combine to make up events; probabilities of events can be 
computed by applying the Addition and Multiplication Rules. Interpreting these probabilities relies on an 
understanding of independence and conditional probability, which can be approached through the analysis of two-
way tables. 
 
Technology plays an important role in statistics and probability by making it possible to generate plots, regression 
functions, and correlation coefficients, and to simulate many possible outcomes in a short amount of time. 
 
Connections to Functions and Modeling. 
Functions may be used to describe data; if the data suggest a linear relationship, the relationship can be modeled 
with a regression line, and its strength and direction can be expressed through a correlation coefficient. 
 
 
Mathematical Practices 
 
1. Make sense of problems and persevere in solving 
them.  
2. Reason abstractly and quantitatively.  
3. Construct viable arguments and critique the reasoning 
of others.  

4. Model with mathematics.  
5. Use appropriate tools strategically.  
6. Attend to precision.  
7. Look for and make use of structure.  
8. Look for and express regularity in repeated reasoning. 
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Statistics and Probability Overview 
 
Interpreting Categorical and Quantitative Data 
• Summarize, represent, and interpret data on a 
single count or measurement variable 
• Summarize, represent, and interpret data on 
two categorical and quantitative variables 
• Interpret linear models 
 
Making Inferences and Justifying Conclusions 
• Understand and evaluate random processes 
underlying statistical experiments 
• Make inferences and justify conclusions from 
sample surveys, experiments and observational 
studies 

Conditional Probability and the Rules of Probability 
• Understand independence and conditional 
probability and use them to interpret data 
• Use the rules of probability to compute 
probabilities of compound events in a uniform 
probability model 
 
Using Probability to Make Decisions 
• Calculate expected values and use them to 
solve problems 
• Use probability to evaluate outcomes of 
decisions 

 
 
 
Interpreting Categorical & Quantitative Data S-ID 
 
Summarize, represent, and interpret data on a single count or measurement variable 
1. Represent data with plots on the real number line (dot plots, histograms, and box plots).  
2. Use statistics appropriate to the shape of the data distribution to compare center (median, mean) and spread 
(interquartile range, standard deviation) of two or more different data sets.  
3. Interpret differences in shape, center, and spread in the context of the data sets, accounting for possible effects of 
extreme data points (outliers).  
4. Use the mean and standard deviation of a data set to fit it to a normal distribution and to estimate population 
percentages. Recognize that there are data sets for which such a procedure is not appropriate. Use calculators, 
spreadsheets, and tables to estimate areas under the normal curve.  
 
Summarize, represent, and interpret data on two categorical and quantitative variables 
5. Summarize categorical data for two categories in two-way frequency tables. Interpret relative frequencies in the 
context of the data (including joint, marginal, and conditional relative frequencies). Recognize possible associations 
and trends in the data.  
6. Represent data on two quantitative variables on a scatter plot, and describe how the variables are related.  

a. Fit a function to the data; use functions fitted to data to solve problems in the context of the data. Use given 
functions or choose a function suggested by the context. Emphasize linear, quadratic, and exponential 
models.  

b. Informally assess the fit of a function by plotting and analyzing residuals.  
c. Fit a linear function for a scatter plot that suggests a linear association.  

 
Interpret linear models 
7. Interpret the slope (rate of change) and the intercept (constant term) of a linear model in the context of the data.  
8. Compute (using technology) and interpret the correlation coefficient of a linear fit.  
9. Distinguish between correlation and causation.  
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Making Inferences & Justifying Conclusions S-IC 
 
Understand and evaluate random processes underlying statistical experiments 
1. Understand statistics as a process for making inferences about population parameters based on a random sample 
from that population.  
2. Decide if a specified model is consistent with results from a given data-generating process, e.g., using simulation. 
For example, a model says a spinning coin falls heads up with probability 0.5. Would a result of 5 tails in a row 
cause you to question the model?  
 
Make inferences and justify conclusions from sample surveys, experiments, and observational studies 
3. Recognize the purposes of and differences among sample surveys, experiments, and observational studies; explain 
how randomization relates to each.  
4. Use data from a sample survey to estimate a population mean or proportion; develop a margin of error through the 
use of simulation models for random sampling.  
5. Use data from a randomized experiment to compare two treatments; use simulations to decide if differences 
between parameters are significant.  
6. Evaluate reports based on data.  
 
 
 
Conditional Probability & the Rules of Probability S-CP 
 
Understand independence and conditional probability and use them to interpret data 
1. Describe events as subsets of a sample space (the set of outcomes) using characteristics (or categories) of the 
outcomes, or as unions, intersections, or complements of other events (“or,” “and,” “not”).  
2. Understand that two events A and B are independent if the probability of A and B occurring together is the product 
of their probabilities, and use this characterization to determine if they are independent.  
3. Understand the conditional probability of A given B as P(A and B)/P(B), and interpret independence of A and B as 
saying that the conditional probability of A given B is the same as the probability of A, and the conditional 
probability of B given A is the same as the probability of B.  
4. Construct and interpret two-way frequency tables of data when two categories are associated with each object 
being classified. Use the two-way table as a sample space to decide if events are independent and to approximate 
conditional probabilities. For example, collect data from a random sample of students in your school on their 
favorite subject among math, science, and English. Estimate the probability that a randomly selected student from 
your school will favor science given that the student is in tenth grade. Do the same for other subjects and compare 
the results.  
5. Recognize and explain the concepts of conditional probability and independence in everyday language and 
everyday situations. For example, compare the chance of having lung cancer if you are a smoker with the chance of 
being a smoker if you have lung cancer.  
 
Use the rules of probability to compute probabilities of compound events in a uniform probability model 
6. Find the conditional probability of A given B as the fraction of B’s outcomes that also belong to A, and interpret 
the answer in terms of the model.  
7. Apply the Addition Rule, P(A or B) = P(A) + P(B) – P(A and B), and interpret the answer in terms of the model.  
8. (+) Apply the general Multiplication Rule in a uniform probability model, P(A and B) = P(A)P(B|A) = 
P(B)P(A|B), and interpret the answer in terms of the model.  
9. (+) Use permutations and combinations to compute probabilities of compound events and solve problems.  
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Using Probability to Make Decisions S-MD 
 
Calculate expected values and use them to solve problems 
1. (+) Define a random variable for a quantity of interest by assigning a numerical value to each event in a sample 
space; graph the corresponding probability distribution using the same graphical displays as for data distributions.  
2. (+) Calculate the expected value of a random variable; interpret it as the mean of the probability distribution.  
3. (+) Develop a probability distribution for a random variable defined for a sample space in which theoretical 
probabilities can be calculated; find the expected value. For example, find the theoretical probability distribution for 
the number of correct answers obtained by guessing on all five questions of a multiple-choice test where each 
question has four choices, and find the expected grade under various grading schemes.  
4. (+) Develop a probability distribution for a random variable defined for a sample space in which probabilities are 
assigned empirically; find the expected value. For example, find a current data distribution on the number of TV 
sets per household in the United States, and calculate the expected number of sets per household. How many TV sets 
would you expect to find in 100 randomly selected households?  
 
Use probability to evaluate outcomes of decisions 
5. (+) Weigh the possible outcomes of a decision by assigning probabilities to payoff values and finding expected 
values.  

a. Find the expected payoff for a game of chance. For example, find the expected winnings from a state 
lottery ticket or a game at a fast-food restaurant.  

b. Evaluate and compare strategies on the basis of expected values. For example, compare a high-deductible 
versus a low-deductible automobile insurance policy using various, but reasonable, chances of having a 
minor or a major accident.  

6. (+) Use probabilities to make fair decisions (e.g., drawing by lots, using a random number generator).  
7. (+) Analyze decisions and strategies using probability concepts (e.g., product testing, medical testing, pulling a 
hockey goalie at the end of a game).  
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Note on courses & transitions 
 
The high school portion of the Standards for Mathematical Content specifies the mathematics all students should 
study for college and career readiness. These standards do not mandate the sequence of high school courses. 
However, the organization of high school courses is a critical component to implementation of the standards. To that 
end, sample high school pathways for mathematics – in both a traditional course sequence (Algebra I, Geometry, 
and Algebra II) as well as an integrated course sequence (Mathematics 1, Mathematics 2, Mathematics 3) – will be 
made available shortly after the release of the final Common Core State Standards. It is expected that additional 
model pathways based on these standards will become available as well. 
 
The standards themselves do not dictate curriculum, pedagogy, or delivery of content. In particular, states may 
handle the transition to high school in different ways. For example, many students in the U.S. today take Algebra I 
in the 8th grade, and in some states this is a requirement. The K-7 standards contain the prerequisites to prepare 
students for Algebra I by 8th grade, and the standards are designed to permit states to continue existing policies 
concerning Algebra I in 8th grade. 
 
A second major transition is the transition from high school to post-secondary education for college and careers. The 
evidence concerning college and career readiness shows clearly that the knowledge, skills, and practices important 
for readiness include a great deal of mathematics prior to the boundary defined by (+) symbols in these standards. 
Indeed, some of the highest priority content for college and career readiness comes from Grades 6-8. This body of 
material includes powerfully useful proficiencies such as applying ratio reasoning in real-world and mathematical 
problems, computing fluently with positive and negative fractions and decimals, and solving real-world and 
mathematical problems involving angle measure, area, surface area, and volume. Because important standards for 
college and career readiness are distributed across grades and courses, systems for evaluating college and career 
readiness should reach as far back in the standards as Grades 6-8. It is important to note as well that cut scores or 
other information generated by assessment systems for college and career readiness should be developed in 
collaboration with representatives from higher education and workforce development programs, and should be 
validated by subsequent performance of students in college and the workforce. 
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Glossary 

Addition and subtraction within 5, 10, 20, 100, or 1000. Addition or subtraction of two whole 
numbers with whole number answers, and with sum or minuend in the range 0-5, 0-10, 0-20, or 
0-100, respectively. Example: 8 + 2 = 10 is an addition within 10, 14 – 5 = 9 is a subtraction 
within 20, and 55 – 18 = 37 is a subtraction within 100.  

Additive inverses. Two numbers whose sum is 0 are additive inverses of one another. Example: 
3/4 and – 3/4 are additive inverses of one another because 3/4 + (– 3/4) = (– 3/4) + 3/4 = 0.  

Associative property of addition. See Table 3 in this Glossary.  

Associative property of multiplication. See Table 3 in this Glossary.  

Bivariate data. Pairs of linked numerical observations. Example: a list of heights and weights 
for each player on a football team. Box plot. A method of visually displaying a distribution of 
data values by using the median, quartiles, and extremes of the data set. A box shows the middle 
50% of the data.1 

Commutative property. See Table 3 in this Glossary.  

Complex fraction. A fraction A/B where A and/or B are fractions (B nonzero).  

Computation algorithm. A set of predefined steps applicable to a class of problems that gives 
the correct result in every case when the steps are carried out correctly. See also: computation 
strategy.  

Computation strategy. Purposeful manipulations that may be chosen for specific problems, 
may not have a fixed order, and may be aimed at converting one problem into another. See also: 
computation algorithm.  

Congruent. Two plane or solid figures are congruent if one can be obtained from the other by 
rigid motion (a sequence of rotations, reflections, and translations).  

Counting on. A strategy for finding the number of objects in a group without having to count 
every member of the group. For example, if a stack of books is known to have 8 books and 3 
more books are added to the top, it is not necessary to count the stack all over again. One can 
find the total by counting on—pointing to the top book and saying “eight,” following this with 
“nine, ten, eleven. There are eleven books now.”  

Dot plot. See: line plot.  
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Dilation. A transformation that moves each point along the ray through the point emanating 
from a fixed center, and multiplies distances from the center by a common scale factor.  

Expanded form. A multi-digit number is expressed in expanded form when it is written as a 
sum of single-digit multiples of powers of ten. For example, 643 = 600 + 40 + 3.  

Expected value. For a random variable, the weighted average of its possible values, with 
weights given by their respective probabilities.  

First quartile. For a data set with median M, the first quartile is the median of the data values 
less than M. Example: For the data set {1, 3, 6, 7, 10, 12, 14, 15, 22, 120}, the first quartile is 6.2 
See also: median, third quartile, interquartile range.  

Fraction. A number expressible in the form a/b where a is a whole number and b is a positive 
whole number. (The word fraction in these standards always refers to a non-negative number.) 
See also: rational number.  

Identity property of 0. See Table 3 in this Glossary.  

Independently combined probability models. Two probability models are said to be combined 
independently if the probability of each ordered pair in the combined model equals the product 
of the original probabilities of the two individual outcomes in the ordered pair. 

Integer. A number expressible in the form a or –a for some whole number a.  

Interquartile Range. A measure of variation in a set of numerical data, the interquartile range is 
the distance between the first and third quartiles of the data set. Example: For the data set {1, 3, 
6, 7, 10, 12, 14, 15, 22, 120}, the interquartile range is 15 – 6 = 9. See also: first quartile, third 
quartile.  

Line plot. A method of visually displaying a distribution of data values where each data value is 
shown as a dot or mark above a number line. Also known as a dot plot.3  

Mean. A measure of center in a set of numerical data, computed by adding the values in a list 
and then dividing by the number of values in the list.4 Example: For the data set {1, 3, 6, 7, 10, 
12, 14, 15, 22, 120}, the mean is 21.  

Mean absolute deviation. A measure of variation in a set of numerical data, computed by 
adding the distances between each data value and the mean, then dividing by the number of data 
values. Example: For the data set {2, 3, 6, 7, 10, 12, 14, 15, 22, 120}, the mean absolute 
deviation is 20.  
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Median. A measure of center in a set of numerical data. The median of a list of values is the 
value appearing at the center of a sorted version of the list—or the mean of the two central 
values, if the list contains an even number of values. Example: For the data set {2, 3, 6, 7, 10, 12, 
14, 15, 22, 90}, the median is 11.  

Midline. In the graph of a trigonometric function, the horizontal line halfway between its 
maximum and minimum values. Multiplication and division within 100. Multiplication or 
division of two whole numbers with whole number answers, and with product or dividend in the 
range 0-100. Example: 72 ÷ 8 = 9.  

Multiplicative inverses. Two numbers whose product is 1 are multiplicative inverses of one 
another. Example: 3/4 and 4/3 are multiplicative inverses of one another because 3/4 × 4/3 = 4/3 
× 3/4 = 1.  

Number line diagram. A diagram of the number line used to represent numbers and support 
reasoning about them. In a number line diagram for measurement quantities, the interval from 0 
to 1 on the diagram represents the unit of measure for the quantity.  

Percent rate of change. A rate of change expressed as a percent. Example: if a population grows 
from 50 to 55 in a year, it grows by 5/50 = 10% per year.  

Probability distribution. The set of possible values of a random variable with a probability 
assigned to each.  

Properties of operations. See Table 3 in this Glossary.  

Properties of equality. See Table 4 in this Glossary.  

Properties of inequality. See Table 5 in this Glossary.  

Properties of operations. See Table 3 in this Glossary.  

Probability. A number between 0 and 1 used to quantify likelihood for processes that have 
uncertain outcomes (such as tossing a coin, selecting a person at random from a group of people, 
tossing a ball at a target, or testing for a medical condition).  

Probability model. A probability model is used to assign probabilities to outcomes of a chance 
process by examining the nature of the process. The set of all outcomes is called the sample 
space, and their probabilities sum to 1. See also: uniform probability model.  

Random variable. An assignment of a numerical value to each outcome in a sample space. 
Rational expression. A quotient of two polynomials with a non-zero denominator.  
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Rational number. A number expressible in the form a/b or – a/b for some fraction a/b. The 
rational numbers include the integers.  

Rectilinear figure. A polygon all angles of which are right angles.  

Rigid motion. A transformation of points in space consisting of a sequence of one or more 
translations, reflections, and/or rotations. Rigid motions are here assumed to preserve distances 
and angle measures. 

Repeating decimal. The decimal form of a rational number. See also: terminating decimal.  

Sample space. In a probability model for a random process, a list of the individual outcomes that 
are to be considered.  

Scatter plot. A graph in the coordinate plane representing a set of bivariate data. For example, 
the heights and weights of a group of people could be displayed on a scatter plot.5  

Similarity transformation. A rigid motion followed by a dilation.  

Tape diagram. A drawing that looks like a segment of tape, used to illustrate number 
relationships. Also known as a strip diagram, bar model, fraction strip, or length model.  

Terminating decimal. A decimal is called terminating if its repeating digit is 0.  

Third quartile. For a data set with median M, the third quartile is the median of the data values 
greater than M. Example: For the data set {2, 3, 6, 7, 10, 12, 14, 15, 22, 120}, the third quartile is 
15. See also: median, first quartile, interquartile range.  

Transitivity principle for indirect measurement. If the length of object A is greater than the 
length of object B, and the length of object B is greater than the length of object C, then the 
length of object A is greater than the length of object C. This principle applies to measurement of 
other quantities as well.  

Uniform probability model. A probability model which assigns equal probability to all 
outcomes. See also: probability model.  

Vector. A quantity with magnitude and direction in the plane or in space, defined by an ordered 
pair or triple of real numbers.  

Visual fraction model. A tape diagram, number line diagram, or area model.  

Whole numbers. The numbers 0, 1, 2, 3,.... 
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1Adapted from Wisconsin Department of Public Instruction, http://dpi.wi.gov/ 
standards/mathglos.html, accessed March 2, 2010. 

2Many different methods for computing quartiles are in use. The method defined here is 
sometimes called the Moore and McCabe method. See Langford, E., “Quartiles in Elementary 
Statistics,” Journal of Statistics Education Volume 14, Number 3 (2006). 

3Adapted from Wisconsin Department of Public Instruction, op. cit.  

4To be more precise, this defines the arithmetic mean. 

5Adapted from Wisconsin Department of Public Instruction, op. cit. 
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Table 1. Common addition and subtraction situations.1 
 
 Result Unknown Change Unknown Start Unknown 

Add to 

Two bunnies sat on the grass. 
Three more bunnies hopped 
there. How many bunnies are 
on the grass now? 
2 + 3 = ? 
 

Two bunnies were sitting on 
the grass. Some more 
bunnies hopped there. Then 
there were five bunnies. How 
many bunnies hopped over to 
the first two? 
2 + ? = 5 

Some bunnies were sitting on 
the grass. Three more bunnies 
hopped there. Then there 
were five bunnies. How many 
bunnies were on the grass 
before? 
? + 3 = 5 

Take from 

Five apples were on the table. 
I ate two apples. How many 
apples are on the table now? 
5 – 2 = ? 

Five apples were on the table. 
I ate some apples. Then there 
were three apples. How many 
apples did I eat? 
5 – ? = 3 

Some apples were on the 
table. I ate two apples. Then 
there were three apples. How 
many apples were on the 
table before? 
? – 2 = 3 

 
 

   

 Total Unknown Addend Unknown Both Addends Unknown2 

Put Together/ 
Take Apart3 

Three red apples and two 
green apples are on the table. 
How many apples are on the 
table? 
3 + 2 = ? 

Five apples are on the table. 
Three are red and the rest are 
green. How many apples are 
green? 
3 + ? = 5, 5 – 3 = ? 

Grandma has five flowers. 
How many can she put in her 
red vase and how many in her 
blue vase? 
5 = 0 + 5, 5 = 5 + 0 
5 = 1 + 4, 5 = 4 + 1 
5 = 2 + 3, 5 = 3 + 2 

 
 

   

 Difference Unknown Bigger Unknown Smaller Unknown 

Compare4 

(“How many more?” version): 
Lucy has two apples. Julie has 
five apples. How many more 
apples does Julie have than 
Lucy? 
 
(“How many fewer?” version): 
Lucy has two apples. Julie has 
five apples. How many fewer 
apples does Lucy have than 
Julie? 
2 + ? = 5, 5 – 2 = ? 

(Version with “more”): 
Julie has three more apples 
than Lucy. Lucy has two 
apples. How many apples 
does Julie have? 
 
(Version with “fewer”): 
Lucy has 3 fewer apples than 
Julie. Lucy has two apples. 
How many apples does Julie 
have? 
2 + 3 = ?, 3 + 2 = ? 

(Version with “more”): 
Julie has three more apples 
than Lucy. Julie has five 
apples. How many apples 
does Lucy have? 
 
(Version with “fewer”): 
Lucy has 3 fewer apples than 
Julie. Julie has five apples. 
How many apples does Lucy 
have? 
5 – 3 = ?, ? + 3 = 5 

 
2These take apart situations can be used to show all the decompositions of a given number. The associated 
equations, which have the total on the left of the equal sign, help children understand that the = sign does not always 
mean makes or results in but always does mean is the same number as. 
3Either addend can be unknown, so there are three variations of these problem situations. Both Addends Unknown is 
a productive extension of this basic situation, especially for small numbers less than or equal to 10. 
4For the Bigger Unknown or Smaller Unknown situations, one version directs the correct operation (the version 
using more for the bigger unknown and using less for the smaller unknown). The other versions are more difficult. 
 
_________________ 

1Adapted from Box 2-4 of Mathematics Learning in Early Childhood, National Research Council (2009, pp. 32, 33). 
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Table 2. Common multiplication and division situations.1 
 
 Unknown Product Group Size Unknown 

(“How many in each 
group?” 
Division) 

Number of Groups 
Unknown 

(“How many groups?” 
Division) 

 3 × 6 = ? 3 × ? = 18, and 18 ÷ 3 = ? ? × 6 = 18, and 18 ÷ 6 = ? 

Equal 
Groups 

There are 3 bags with 6 plums 
in each bag. How many plums 
are there in all?  
 
Measurement example. You 
need 3 lengths of string, each 
6 inches long. How much 
string will you need 
altogether? 

If 18 plums are shared 
equally into 3 bags, then how 
many plums will be in each 
bag? 
 
Measurement example. You 
have 18 inches of string, 
which you will cut into 3 
equal pieces. How long will 
each piece of string be? 

If 18 plums are to be packed 
6 to a bag, then how many 
bags are needed? 
 
Measurement example. You 
have 18 inches of string, 
which you will cut into pieces 
that are 6 inches long. How 
many pieces of string will 
you have? 

Arrays,2 
Area3 

There are 3 rows of apples 
with 6 apples in each row. 
How many apples are there? 
 
Area example. What is the 
area of a 3 cm by 6 cm 
rectangle? 

If 18 apples are arranged into 
3 equal rows, how many 
apples will be in each row? 
 
Area example. A rectangle 
has area 18 square 
centimeters. If one side is 3 
cm long, how long is a side 
next to it? 

If 18 apples are arranged into 
equal rows of 6 apples, how 
many rows will there be? 
 
Area example. A rectangle 
has area 18 square 
centimeters. If one side is 6 
cm long, how long is a side 
next to it? 

Compare�

A blue hat costs $6. A red hat 
costs 3 times as much as the 
blue hat. How much does the 
red hat cost? 
 
Measurement example. A 
rubber band is 6 cm long. How 
long will the rubber band be 
when it is stretched to be 3 
times as long? 

A red hat costs $18 and that 
is 3 times as much as a blue 
hat costs. How much does a 
blue hat cost? 
 
Measurement example. A 
rubber band is stretched to be 
18 cm long and that is 3 
times as long as it was at 
first. How long was the 
rubber band at first? 

A red hat costs $18 and a 
blue hat costs $6. How many 
times as much does the red 
hat cost as the blue hat? 
 
Measurement example. A 
rubber band was 6 cm long at 
first. Now it is stretched to be 
18 cm long. How many times 
as long is the rubber band 
now as it was at first? 

General� a × b = ? a × ? = p, and p ÷ a = ? ? × b = p, and p ÷ b = ? 
 
2The language in the array examples shows the easiest form of array problems. A harder form is to use the terms rows and 
columns: The apples in the grocery window are in 3 rows and 6 columns. How many apples are in there? Both forms are 
valuable. 
3Area involves arrays of squares that have been pushed together so that there are no gaps or overlaps, so array problems include 
these especially important measurement situations. 
 
_________________ 

1The first examples in each cell are examples of discrete things. These are easier for students and should be given before the 
measurement examples. 
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Table 3. The properties of operations. Here a, b and c stand for arbitrary numbers in a 
given number system. The properties of operations apply to the rational number system, 
the real number system, and the complex number system. 
 
 

Associative property of addition (a + b) + c = a + (b + c) 
Commutative property of addition a + b = b + a 

Additive identity property of 0 a + 0 = 0 + a = a 
Existence of additive inverses For every a there exists –a so that a + (–a) = (–a) + a = 0 

Associative property of multiplication (a × b) × c = a × (b × c) 
Commutative property of multiplication a × b = b × a 

Multiplicative identity property of 1 a × 1 = 1 × a = a 
Existence of multiplicative inverses For every a � 0 there exists 1/a so that a × 1/a = 1/a × a = 1 

Distributive property of multiplication over addition a × (b + c) = a × b + a × c 
 
 
 
Table 4. The properties of equality. Here a, b and c stand for arbitrary numbers in the 
rational, real, or complex number systems. 
 
 

Reflexive property of equality a = a 
Symmetric property of equality If a = b, then b = a 
Transitive property of equality If a = b and b = c, then a = c 

Addition property of equality If a = b, then a + c = b + c 
Subtraction property of equality If a = b, then a – c = b – c 

Multiplication property of equality If a = b, then a × c = b × c 
Division property of equality If a = b and c � 0, then a ÷ c = b ÷ c 

Substitution property of equality If a = b, then b may be substituted for a 
in any expression containing a. 

 
 
 
Table 5. The properties of inequality. Here a, b and c stand for arbitrary numbers in the 
rational or real number systems. 
 
 

Exactly one of the following is true: a < b, a = b, a > b. 
If a > b and b > c then a > c. 

If a > b, then b < a. 
If a > b, then –a < –b. 

If a > b, then a ± c > b ± c. 
If a > b and c > 0, then a × c > b × c. 
If a > b and c < 0, then a × c < b × c. 
If a > b and c > 0, then a ÷ c > b ÷ c. 
If a > b and c < 0, then a ÷ c < b ÷ c. 
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PREFACE 

THE DELAWARE ELEMENTARY/MIDDLE SCHOOL SCIENCE INITIATIVE WAS INITIATED TO 
IMPROVE THE INSTRUCTION AND LEARNING OF SCIENCE SO THAT ALL STUDENTS 
WOULD HAVE THE OPPORTUNITY TO MEET THE CHALLENGING PERFORMANCE 
EXPECTATIONS IN THE DELAWARE SCIENCE CONTENT STANDARDS. FROM THE 
INITIATIVE, THE DELAWARE SCIENCE COALITION BEGAN IN 1995 AS A 
COLLABORATION OF DELAWARE'S SCHOOL DISTRICTS AND SCIENCE COMMUNITY. 
TODAY, THE COALITION SUPPORTS SCIENCE EDUCATION GRADES K-12 AND IS A 
COLLABORATIVE EFFORT BETWEEN DELAWARE'S SCHOOL DISTRICTS AND CHARTER 
SCHOOLS, DELAWARE DEPARTMENT OF EDUCATION, HIGHER EDUCATION, BUSINESS 
AND INDUSTRY, AND COMMUNITY-BASED SCIENCE ORGANIZATIONS. THE COALITION 
CONTINUES TO EXIST TO SUPPORT THE HIGHEST QUALITY SCIENCE INSTRUCTION FOR 
STUDENTS IN DELAWARE SCHOOLS. 
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Section 1: Purpose, Goals, and Expectations 

PURPOSE 

THE DELAWARE SCIENCE COALITION'S PURPOSE IS TO IMPROVE THE INSTRUCTION 
AND LEARNING OF SCIENCE FOR EACH STUDENT IN THE STATE TO ENABLE STUDENTS 
TO PERFORM TO WORLD CLASS SCIENCE STANDARDS IN A GLOBAL SOCIETY. 

VISION -EXCELLENCE AND EQUITY FOR ALL STUDENTS IN THE TEACHING AND 
LEARNING OF SCIENCE. 

MISSION -BUILD AND MAINTAIN CAPACITY AT THE DISTRICT AND SCHOOL LEVEL TO 
ENSURE THAT ALL STUDENTS IN GRADES K-12 MEET THE DELAWARE SCIENCE 
STANDARDS AS PART OF BECOMING SUCCESSFUL, PRODUCTIVE CITIZENS. 

GOALS 

GOAL 1: PROFESSIONAL DEVELOPMENT FOR ALL TEACHERS- SUPPORT AND 
SUSTAIN A SYSTEM THAT PROVIDES ALL K-12 TEACHERS OF SCIENCE WITH ON-GOING 
EXEMPLARY PROFESSIONAL DEVELOPMENT OPPORTUNITIES, IN ORDER FOR TEACHERS 
TO ACQUIRE THE SKILLS, STRATEGIES, AND KNOWLEDGE NEEDED TO IMPLEMENT THE 
DELAWARE SCIENCE STANDARDS. 

GOAL 2: SUSTAIN SCIENCE REFORM- MAINTAIN A NETWORK OF TEACHERS 
WHO WILL LEAD AND SUSTAIN SCIENCE REFORM EFFORTS AT THE SCHOOL, DISTRICT, 
AND STATE LEVEL 

GOAL 3: ORGANIZATIONAL CULTURE- CONTINUE TO SUPPORT THE 
ORGANIZATIONAL CULTURE THAT EMBEDS SCIENCE AS AN INTEGRAL PART OF THE K-
12 STATEWIDE RECOMMENDED CURRICULUM. 

GOAL 4: POLICY ALIGNMENT- BUILD AND SUSTAIN A PROCESS TO ENSURE THAT 
SCHOOL, DISTRICT, AND STATE POLICIES ARE SUPPORTIVE OF EXCELLENCE AND 
EQUITY AND SUPPORT THE DELAWARE SCIENCE STANDARDS. 

GOAL 5: STAKEHOLDERS - FOCUS AND COORDINATE THE ACTIVITIES OF 
COMMUNITY STAKEHOLDERS TO SUPPORT SYSTEMIC REFORM OF SCIENCE AS 
ARTICULATED IN THE DELAWARE SCIENCE STANDARDS. 

COALITION COMMITMENT 

MEMBERS OF THE COALITION COLLABORATE ON PLANNING AND SHARE RESOURCES IN 
ORDER TO: 
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1) FACILITATE THE DESIGN AND ADOPTION OF COMPREHENSIVE CURRICULA IN 
GRADES K-12, ALIGNED WITH BOTH DELAWARE SCIENCE STANDARDS AND 
NATIONAL SCIENCE STANDARDS. 

2) SUPPORT ON-GOING QUALITY PROFESSIONAL DEVELOPMENT THAT IS 
STANDARDIZED FOR ALL TEACHERS OF SCIENCE AND THE DEVELOPMENT OF 
TEACHER LEADERS IN SCIENCE THROUGHOUT THE STATE. 

3) SUPPORT THE OPERATION OF A SCIENCE RESOURCE CENTER THAT SUPPLIES 
SCIENCE MATERIALS TO TEACHERS AND FACILITATES THE CONTINUOUS 
IMPROVEMENT OF SCIENCE CURRICULAR RESOURCES. 

4) PROMOTE THE EFFECTIVE INTEGRATION OF THE SCIENCES THROUGHOUT LOCAL 
EDUCATION AGENCIES (LEA'S) TO INCREASE STUDENT ACHIEVEMENT. 

5) WORK WITH STATE, COMMUNITY, AND BUSINESS-INDUSTRY REPRESENTATIVES 
TO SUPPORT SCIENCE EDUCATION. 

COALITION MEMBERSHIP 

MEMBERSHIP IN THE COALITION IS OPEN TO ANY DELAWARE LEA THAT AGREES TO 
SUPPORT THE GOALS OF THE COALITION AND TO ABIDE BY ITS PRINCIPLES AND 
OPERATING PRACTICES. REPRESENTATIVES SUPPORTING THE PURPOSE OF THE 
COALITION FROM THE DEPARTMENT OF EDUCATION, HIGHER EDUCATION, BUSINESS 
AND INDUSTRY, AND COMMUNITY ORGANIZATIONS MAY PARTNER WITH THE COALITION. 

To BECOME A MEMBER, A LEA MUST: 

1) SUPPORT THE DELAWARE SCIENCE COALITION STRATEGIC PLAN. 

2) IMPLEMENT WITH FIDELITY THE DELAWARE RECOMMENDED CURRICULUM FOR 
GRADES K-12 SCIENCE. 

3) AGREE TO THE EXPECTATIONS OF LEA PARTICIPATION IN THE COALITION. 

4) AGREE TO THE MEMORANDUM OF AGREEMENT (MOA). 

EXPECTATIONS OF LEA PARTICIPATION IN THE COALITION 

AS MEMBERS OF THE COALITION, LEA'S AGREE TO: 

1) USE THE COALITION CURRICULAR UNITS AS THE LEA'S CORE K-12 SCIENCE 
CURRICULUM. 

2) USE THE COALITION ASSESSMENTS AS A MEANS OF ASSESSING THE LEVEL OF 
STUDENT UNDERSTANDING OF CORE CONCEPTS AND DETERMINING 
INSTRUCTIONAL NEEDS. 
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3) SUPPORT PROFESSIONAL DEVELOPMENT ASSOCIATED WITH THE USE OF THE 
CURRICULAR UNITS FOR EACH TEACHER WITH THE GOAL OF PROVIDING 
PROFESSIONAL DEVELOPMENT ON ALL GRADE LEVEL CURRICULAR UNITS 
WITHIN AN AGREED UPON TIME FRAME. MEMBERS ARE EXPECTED TO ADHERE 
TO THE STANDARDIZED STRUCTURES AND EXPECTATIONS FOR PROFESSIONAL 
DEVELOPMENT INCLUDED WITHIN THE COALITION'S PROFESSIONAL 
DEVELOPMENT OPERATIONAL AND PROCEDURES MANUAL. 

4) SUPPORT AN INDIVIDUAL WHOSE JOB IS TO STRENGTHEN PROFESSIONAL 
LEARNING THROUGH INSTRUCTIONAL IMPROVEMENT ON CURRICULAR UNITS, 
PEDAGOGY, ASSESSMENT, AND MATERIALS SUPPORT. 

5) MAINTAIN THE K-12 DATABASE AND COORDINATE WITH DDOE SCIENCE 

RESOURCE CENTER PERSONNEL FOR ORDERING, VERIFICATION, DELIVERY, AND 

PICK-UP OF CURRICULAR UNIT MATERIALS. 

6) SUPPORT THE COALITION'S EFFORTS TO DEVELOP, REVIEW, AND REVISE 
COMPREHENSIVE K-12 SCIENCE CURRICULUM. 

LEA FINANCIAL RESPONSIBILITIES 

EACH LEA MEMBER IS RESPONSIBLE FOR THE COST OF TRAINING EACH OF ITS 
TEACHERS IN THE EFFECTIVE IMPLEMENTATION OF CURRICULAR UNITS AND THE 
REFURBISHMENT OF CURRICULAR UNIT MATERIALS AS OUTLINED IN THE YEARLY 
ADOPTED FEE SCHEDULE. EACH FISCAL YEAR, A FINANCE SUBCOMMITTEE WILL MEET 
TO MAKE RECOMMENDATIONS REGARDING THE FOLLOWING FISCAL YEAR'S FEE 
SCHEDULE. THE FEE SCHEDULE FOR THE FOLLOWING FISCAL YEAR WILL BE 
PROPOSED TO THE COALITION EACH FEBRUARY. 

DELAWARE PROFESSIONAL DEVELOPMENT CLOCK HOURS FOR RECERTIFICATION ARE 
AVAILABLE TO ALL TEACHERS FOR CURRICULAR UNIT TRAININGS AT NO ADDITIONAL 
COSTS TO MEMBERS. ALL OTHER COMPENSATION TO TEACHERS FOR CURRICULAR 
UNIT TRAINING IS AT THE DISCRETION OF THE LEA. THE COST OF REPLACING NON-
CONSUMABLE ITEMS MISSING FROM CURRICULAR UNITS IS THE RESPONSIBILITY OF 
THE LEA. 

LEA'S ARE STRONGLY ENCOURAGED TO ALLOCATE FINANCIAL RESOURCES FOR THE 
FUNDING OF A SCIENCE SPECIALIST. A SCIENCE SPECIALIST IS A TEACHER 
SPECIALIST WHO HAS THE PRIMARY RESPONSIBILITIES OF CONDUCTING ONGOING 
SCIENCE-RELATED PROFESSIONAL DEVELOPMENT WITH TEACHERS WITHIN THE LEA. 

DELAWARE DEPARTMENT OF EDUCATION SUPPORT 

THE DELAWARE DEPARTMENT OF EDUCATION (DDOE) ENDORSES THE COALITION AS 
AN APPROACH TO HELPING STUDENTS MEET THE DELAWARE SCIENCE STANDARDS 
THROUGH THE SUPPORT OF A COORDINATED, COMPREHENSIVE, AND COHERENT 
APPROACH TO PROFESSIONAL DEVELOPMENT FOR TEACHERS. DDOE WILL WORK WITH 
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THE COALITION TO SUPPORT STANDARDS-BASED K-12 SCIENCE PROGRAMS AS 
FOLLOWS: 

1) ENSURE STATE FUNDS FOR MAINTAINING AND OPERATING THE DELAWARE 
SCIENCE COALITION, K-12. 

2) PROVIDE COHERENT AND VIABLE CURRICULAR UNITS CONSISTENT WITH 
STANDARDS AND APPROPRIATE PEDAGOGY AIMED AT IMPROVING STUDENT 
SCIENCE KNOWLEDGE AND UNDERSTANDING. 

3) PROVIDE DIAGNOSTIC ASSESSMENT FOR LEARNING. 

4) ORGANIZE AND ENSURE THE QUALITY OF THE PROFESSIONAL DEVELOPMENT 
PROGRAM ALIGNED WITH THE CURRICULAR UNITS THROUGH THE LEADERSHIP 
OF THE EDUCATION ASSOCIATE FOR K-12 SCIENCE IN ORDER TO POWERFULLY 
PREPARE TEACHERS TO BRING ABOUT STUDENT ACHIEVEMENT. 

5) CONTINUE TO OPERATE THE SCIENCE RESOURCE CENTER TO SUPPLY AND 
REFURBISH THE SCIENCE MATERIALS AS REQUIRED BY THE CURRICULUM AND 
ASSESSMENTS IMPLEMENTED AS PART OF THE PROGRAM THROUGH THE 
LEADERSHIP SCIENCE RESOURCE CENTER MANAGER. 

6) ENGAGE THE SCIENCE TEACHING COMMUNITY THROUGH PROFESSIONAL 
LEARNING COMMUNITIES AT THE DISTRICT AND SCHOOL LEVEL. 

7) ACT AS FISCAL AGENT FOR THE COALITION THROUGH LEADERSHIP OF DDOE. 

8) BE ADVISED BY THE STEERING LEADERSHIP, STEERING COMMITTEE, AND 
DDOE LEADERSHIP. 

Section II: Steering Committee Governance 
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STEERING COMMITTEE 

PURPOSE 
THE STEERING COMMITTEE SETS PROJECT DIRECTION COVERING GRADES K-12 FOR 
THE COALITION. THE COMMITTEE MONITORS RESULTS IN COMPARISON WITH THE 
GOALS AND DEVELOPS LONG TERM PLANS AIMED AT ESTABLISHING A SUSTAINABLE K-
12 SCIENCE EDUCATION SYSTEM THAT WILL PROVIDE ALL STUDENTS WITH THE 
OPPORTUNITY TO MEET THE DELAWARE SCIENCE STANDARDS. 

THE STEERING COMMITTEE: 

1) ESTABLISHES OPERATING POLICIES AND PRACTICES FOR THE COALITION. 

2) SETS AND APPROVES THE ANNUAL BUDGET FOR THE COALITION AND MONITORS 
EXPENDITURES AGAINST THIS BUDGET. 

3) TAKES A LEADERSHIP ROLE IN DEVELOPING AND OVERSEEING A STRATEGIC 
PLAN FOR K-12 SCIENCE EDUCATION IN DELAWARE AS WELL AS MONITORING 
PERFORMANCE DATA RELATIVE TO THE STRATEGIC PLAN. 

4) PROMOTES PARTNERSHIPS AMONG THE K-12 SYSTEMS, HIGHER EDUCATION, 
AND THE BUSINESS COMMUNITY. 

5) COMMUNICATES REGULARLY ABOUT COALITION INITIATIVES TO DISTRICTS, 
CHARTERS, AND THE LARGER COMMUNITY. 

MEMBERSHIP 
THE COALITION IS DIRECTED BY A STEERING COMMITTEE COMPOSED OF VOTING 
MEMBERS FROM LEA'S (SEE STEERING COMMITTEE PROCESS). REPRESENTATIVES 
FROM THE BUSINESS COMMUNITY, INDUSTRY, THE DELAWARE FOUNDATION FOR 
SCIENCE AND MATH EDUCATION, HIGHER EDUCATION, AND DDOE PERSONNEL MAY BE 
INVITED TO SERVE AS NON-VOTING ADVISORS. THE STEERING COMMITTEE MAY INVITE 
SCIENCE SPECIALISTS AND ADDITIONAL NON-VOTING PARTICIPANTS TO MEETINGS AS 
NECESSARY. 

OFFICERS 
THE STEERING COMMITTEE WILL BE LED BY TWO CO-CHAIRS SELECTED FROM LEA 
REPRESENTATIVES. ONE NEW CO-CHAIR WILL BE SELECTED ANNUALLY FOR A TWO-
YEAR TERM. THESE POSITIONS WILL ROTATE AMONG THE MEMBERS OF THE 
STEERING COMMITTEE. 

SUBCOMMITTEES 
THE STEERING COMMITTEE WILL ESTABLISH APPROPRIATE SUBCOMMITTEES, AS 
NEEDED, TO MANAGE SPECIFIC ASPECTS OF THE COALITION. 

STEERING COMMITTEE PROCESS 
THE STEERING COMMITTEE WILL MEET AT LEAST ONCE EACH QUARTER, AND MORE 
FREQUENTLY IF REQUIRED. VOTING MEMBERS ARE COMPRISED OF REPRESENTATIVES 
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FROM PARTICIPATING LEA'S. EACH DISTRICT AND THE CHARTER SCHOOL NETWORK 
HAVE A SINGLE VOTE ON VOTING ITEMS. ALL DISTRICT REPRESENTATIVES ATTENDING 
COALITION MEETINGS WILL BE ASSUMED TO HAVE THE AUTHORITY TO VOTE ON 
BEHALF OF THEIR DISTRICT UNLESS THE COALITION IS NOTIFIED OTHERWISE IN 
WRITING BY THE DISTRICT'S ADMINISTRATION. DISTRICT REPRESENTATIVES MAY ONLY 
VOTE ON ITEMS PERTAINING TO THE GRADE CONFIGURATIONS OF THEIR DISTRICT (I.E. 
A DISTRICT SUPPORTING ONLY GRADES 9-12 MAY NOT VOTE ON AN ITEM RELATIVE TO 
K-8 ONLY). THE CHARTER SCHOOL NETWORK WILL DESIGNATE A REPRESENTATIVE 
FOR CHARTER SCHOOL VOTING PRIVILEGES. THE CHARTER SCHOOL NETWORK 
REPRESENTATIVE MUST BE SUBMITTED TO THE STEERING COMMITTEE AND WILL 
SERVE A ONE-YEAR TERM. 

VOTING PROCEDURES 
STEERING COMMITTEE ACTION BASED ON A VOTE REQUIRES A SIMPLE MAJORITY OF 
THE VOTES CAST AT A MEETING IN WHICH THERE IS A QUORUM. A QUORUM WILL 
CONSIST OF A SIMPLE MAJORITY OF THE MEMBERS. WHEN A DECISION OR 
RECOMMENDATION OF THE COMMITTEE IS REQUIRED, THE PRESIDING CO-CHAIR WILL 
REQUEST A MOTION FOR A VOTE. ANY MEMBER MAY MAKE A MOTION FOR A VOTE 
FOLLOWING ANY DISCUSSION AS WELL. ROLL-CALL RESULTS ARE ANNOUNCED AND 
RECORDED IN THE MINUTES. 

ALL EFFORTS SHOULD BE MADE TO NOTIFY MEMBERS IN ADVANCE ON THE UPCOMING 
MEETING AGENDA WHEN A VOTE IS PLANNED TO OCCUR FOR ANY ISSUE. IF NOT 
ANNOUNCED ON THE MEETING'S AGENDA, A MOTIONED VOTE CANNOT OCCUR FOR ANY 
ISSUE UNTIL THE FOLLOWING COALITION MEETING UNLESS TWO-THIRDS OF A 
QUORUM APPROVE THAT THE MOTIONED VOTE NECESSITATES IMMEDIATE ACTION. 
ELECTRONIC VOTES MAY BE TAKEN ONLY IF TWO-THIRDS OF A QUORUM APPROVE THAT 
AN ISSUE NECESSITATES AN ELECTRONIC VOTE. 

Section Ill: Professional Development and Curricular Units 
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PROFESSIONAL DEVELOPMENT 

ON-GOING HIGH QUALITY PROFESSIONAL DEVELOPMENT IS A VITAL COMPONENT OF 
THE COALITION. THE COALITION EXPECTS FIDELITY OF ALL PROFESSIONAL 
DEVELOPMENT AND IMPLEMENTATION OF CURRICULAR UNITS. STANDARDIZED 
STRUCTURES AND EXPECTATIONS FOR PROFESSIONAL DEVELOPMENT ARE INCLUDED 
WITHIN THE COALITION'S PROFESSIONAL DEVELOPMENT OPERATIONAL AND 
PROCEDURES MANUAL. THIS MANUAL IS TO BE REVIEWED, UPDATED, AND APPROVED 
BY THE STEERING COMMITTEE EACH SPRING. 

ADOPTION OF CURRICULAR UNITS 

1) DDOE SCIENCE AND CURRICULUM PERSONNEL WILL PROPOSE A CURRICULAR 
UNIT EVALUATION PLAN, WHICH MAY INCLUDE FIELD TESTING AND PILOTING. 

2) ALL CURRICULAR UNITS WILL BE REVIEWED BY A REVIEW COMMITTEE AS 
ESTABLISHED BY DDOE TO ANALYZE ASSESSMENT DATA FROM FIELD TESTING 
AND PILOTING, REVIEW FORMAL TEACHER EVALUATIONS, DETERMINE 
ALIGNMENT WITH STATE STANDARDS, AND EVALUATE THE UNITS UTILIZING 
CRITERIA WITHIN NATIONALLY ENDORSED RUBRICS. 

3) DDOE SCIENCE PERSONNEL WILL PRESENT RECOMMENDATIONS TO THE 
STEERING COMMITTEE FOR ADOPTION OR REJECTION ACCORDING TO THE 
REVIEW. 

4) NOTIFICATION OF ACCEPTED CURRICULAR UNITS WILL BE SENT TO ALL 
COALITION MEMBERS. 

SCIENCE RESOURCE CENTER 

THE SCIENCE RESOURCE CENTER PROVIDES CURRICULAR UNITS AND PROFESSIONAL 
DEVELOPMENT FOR TEACHERS TO ASSIST IN IMPLEMENTATION OF THE DELAWARE 
SCIENCE STANDARDS. THE CURRICULAR UNITS ARE MAINTAINED AND REFURBISHED 
AT THE SCIENCE RESOURCE CENTER. CURRICULAR UNITS ARE TRANSPORTED FROM 
THE SCIENCE RESOURCE CENTER TO TEACHERS THROUGHOUT THE STATE. 

THE SCIENCE RESOURCE CENTER MANAGER WILL INFORM THE LEA CONTACT IF A 
CURRICULAR UNIT IS RETURNED UNUSED. LEA'S AND THE SCIENCE RESOURCE 
CENTER WILL ADHERE TO THE DISTRIBUTION PROCEDURES OUTLINED BELOW. 

PROCEDURES FOR CURRICULAR UNIT MATERIALS TRANSPORTATION 

GENERAL CURRICULAR UNIT MATERIALS DELIVERY 
1) CURRICULAR UNIT MATERIALS DELIVERY AND PICK-UP DATES FOR EACH 

SUCCESSIVE SCHOOL YEAR WILL BE DETERMINED BY THE LEA CONTACT 
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PERSON AND SCIENCE RESOURCE CENTER MANAGER EACH SPRING AFTER ALL 
DISTRICT CALENDARS ARE ESTABLISHED. 

2) THE LEA CONTACT PERSON WILL ORDER ALL CURRICULAR UNIT MATERIALS 
ONLINE FOR THEIR TEACHERS ONCE THE DELIVERY DATES ARE ESTABLISHED. 

3) THE SCIENCE RESOURCE CENTER MANAGER WILL ORGANIZE CURRICULAR 
UNIT MATERIALS FOR DELIVERY AND PICK-UP BASED ON EACH DISTRICT'S OR 
CHARTER'S SCHEDULED DELIVERY DATES. 

4) THE LEA CONTACT PERSON IS RESPONSIBLE FOR NOTIFYING SCHOOLS PRIOR 
TO DELIVERY DATES SO THAT CURRICULAR UNIT MATERIALS ARE READY FOR 
PICK-UP AT THE DESIGNATED PLACE ON THE DESIGNATED DAY. 

5) A MANIFEST/INVENTORY SYSTEM WILL BE USED TO TRACK TRANSPORTATION OF 
ALL CURRICULAR UNITS. 

CURRICULAR UNIT MATERIALS DELIVERY FOR PROFESSIONAL. 
DEVELOPMENT 

1) A TENTATIVE TRAINING SCHEDULE FOR THE ENTIRE SCHOOL YEAR WILL BE 
FORWARDED BY THE LEA CONTACT PERSON TO THE SCIENCE RESOURCE 
CENTER MANAGER BY MAY 1 OF THE PREVIOUS SCHOOL YEAR. 

2) ONE MONTH BEFORE THE START OF A TRAINING CLASS, THE LEA CONTACT 
PERSON WILL FORWARD A COMPLETED COPY OF THE PROPOSED COURSE 
SCHEDULE TO SCIENCE RESOURCE CENTER PERSONNEL. 

3) TWO WEEKS PRIOR TO THE START OF A TRAINING CLASS, THE LEA CONTACT 
PERSON WILL REQUEST CURRICULAR UNIT MATERIALS ONLINE. 

4) ONE WEEK PRIOR TO THE START OF A TRAINING CLASS, THE SCIENCE 
RESOURCE CENTER MANAGER WILL SHIP ONE INSTRUCTOR SET OF 
CURRICULAR UNIT MATERIALS AND A TEACHER MANUAL FOR EACH PARTICIPANT 
TO EACH TRAINING INSTRUCTOR AS NEEDED. 

5) THERE WILL BE ONE DELIVERY SCHEDULED FOR THE FALL TRAINING 
SESSIONS. THE REMAINING DELIVERIES FOR THE TRAINING SESSIONS WILL 
COINCIDE WITH EACH LEA'S REGULARLY SCHEDULED DELIVERY FOR THAT 
SCHOOL YEAR. 

TROUBLESHOOTING 
1) IN THE EVENT THAT MATERIALS FROM A CURRICULAR UNIT ARE MISSING, 

BROKEN, OR UNUSABLE; THE TEACHER SHOULD NOTIFY THE LEA CONTACT ONE 
WEEK BEFORE USE. 

2) THE LEA CONTACT SHOULD NOTIFY THE SCIENCE RESOURCE CENTER 
MANAGER BY E-MAIL REGARDING ANY DISCREPANCY WITH MATERIALS. TWO 
DAYS SHOULD BE ALLOWED TO GATHER MATERIALS, CORRECT THE PROBLEM, 
AND NOTIFY THE LEA CONTACT TO ARRANGE FOR DELIVERY OR PICK-UP. THE. 
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LEA CONTACT IS RESPONSIBLE FOR TRANSPORTING THE NECESSARY 
MATERIALS TO THE TEACHER. 

3) THE SUBSTITUTION OF MATERIALS IN ANY CURRICULAR UNIT MUST BE 
REVIEWED BY THE SCIENCE RESOURCE CENTER MANAGER AND THE LEA 
CONTACT. 

KIT REFURBISHMENT 

CURRICULAR UNITS WILL BE REFURBISHED WITH ALL REQUIRED MATERIALS. A 
CHECKLIST WILL BE PROVIDED WITH EACH CURRICULAR UNIT TO ENSURE ALL UNUSED 
CONSUMABLE AND NON-CONSUMABLE ITEMS ARE RETURNED WITH THE CURRICULAR 
UNIT. ALL CURRICULAR UNITS MUST BE RETURNED CLEAN AND WITH REASONABLE 
ORGANIZATION. 

THE SCIENCE RESOURCE CENTER MANAGER WILL NOTIFY THE LEA CONTACT IF 
CURRICULAR UNIT MATERIALS ARE NOT RETURNED IN GOOD CONDITION. THE COST OF 
REPLACING NON-CONSUMABLE ITEMS MISSING FROM CURRICULAR UNITS IS THE 
RESPONSIBILITY OF THE LEA. 

TEACHER MANUAL REPLACEMENT 

EACH TEACHER WILL RECEIVE A PERSONAL COPY OF THE CURRICULAR UNIT MANUAL 
AT THE TIME OF TRAINING. REPLACEMENT COSTS FOR TEACHER MANUALS WILL BE 
THE RESPONSIBILITY OF LEA'S. 

RECORD MAINTENANCE 

THE COALITION IS RESPONSIBLE FOR MAINTAINING RECORDS OF THE FOLLOWING 
INFORMATION: 

1) NUMBER OF CURRICULAR UNITS IN INVENTORY BY TITLE. 

2) NAME OF TEACHERS TRAINED ON EACH CURRICULAR UNIT. 

3) TOTAL NUMBER OF CURRICULAR UNIT TRAININGS COMPLETED EACH YEAR BY 
TEACHER AND LEA. 

THE LEA CONTACT IS RESPONSIBLE FOR ENTERING THIS INFORMATION ACCURATELY 
INTO THE GRADES K-1 2 DATABASE. 
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Delaware Science Coalition Memorandum of Agreement 

The __________________________ agrees to abide by 
(LEA Name) 

the Delaware Science Coalition's bylaws and join the Delaware Science Coalition partnership. 

The Delaware Science Coalition progratn is sustained by local district/charter school fees in 

combination with state allocations. Professional development; materials acquisitions; 

distribution, collection and refurbishment of science curricular units; and any other associated 

costs are supported by these funding sources. The Coalition's bylaws and fee schedule for 

school year 2011-2012 are attached to this Memorandum of Agreement 

Signed: 

Marian \Volak, Director 
Curriculum, Instruction & Professional Development 

Linda Rogers, Associate Secretary 
Teaching & Learning Branch 

Karen Field Rogers, Associate Secretary 
Financial Reform & Resource Management 

Lillian Lowery, Secretary 
Delaware Department of Education 
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LEA Official, Title Date 
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1 

SPARK Alignment with Delaware Physical Education Standards 
 

 
Standard 

 

 
Suggested 

Assessments 

 
Sample SPARK 

Activities 
 

 
Corresponding SPARK 

Unit 
 

K-2 

Standard 1:  Physiology of  
Exercise  
Students will demonstrate the 
ability to apply the physiological 
concepts of exercise by designing 
and participating in personalized, 
health-enhancing physical activity 
programs. 

Debrief • Fitness Introduction 
• Fitness Introduction 

(SPARK It Up!) 
• Flexibility 

• Building a Foundation 
• Building a Foundation 
• Building a Foundation 

Standard 2:  Biomechanics 
Students will demonstrate the 
ability to apply biomechanical 
concepts to improve movement 
effectiveness. 

Catching and 
Throwing Rubric 

• Throwing 
Underhand to 
Targets 

• Kicking for Accuracy 
• Striking with Paddles 

• Catching and 
Throwing 

• Kicking and Trapping 
• Dribbling, Volleying, 

and Striking 
Standard 3:  Motor Learning 
Students will demonstrate the 
ability to apply motor learning 
concepts to human movement. 

Balance, Stunts, and 
Tumbling Rubric 

• Dynamic Balances 
• Weight Transfer and 

Rolls 
• Jump for Distance 

• Balance, Stunts, and 
Tumbling 

• Balance, Stunts, and 
Tumbling 

• Jumping 
Standard 4:  Social P sychology 
Students will demonstrate 
responsible personal and social 
behaviors necessary to work 

Parachute Rubric • Capture the Orb 
• The Great Race 
• Houdini Hoops 

• Parachute 
• Parachute  
• Games 
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2 

 
Standard 

 

 
Suggested 

Assessments 

 
Sample SPARK 

Activities 
 

 
Corresponding SPARK 

Unit 
 

effectively with others.  
Standard 5:  Self  Management 
Students will demonstrate 
analytical, decision-making, and 
goal setting skills required for the 
development of a healthy, active 
lifestyle. 

Parachute Rubric • Emotion Motion 
(Wellness 
Integration) 

• Parachute Fitness 
(Wellness 
Integration) 

• Fitness Introduction 
(Wellness 
Integration) 

• ASAP 
• Parachute 
• Building a Foundation 

Standard 6:  Physically Active 
Behaviors 
Students will demonstrate patterns 
of regular physical activity that 
promote health-enhancing levels of 
physical fitness. 

Home Plays • Individual Rope 
Jumping I and II 

• Fitness Introduction 
• Switcheroo! 

• Jumping  
• Building a Foundation 
• Recess Activities 

Standard 7:  Movement Forms 
and Prof iciency 
Students will demonstrate the 
ability to perform fundamental and 
specialized motor skills. 

Building a Foundation 
Rubric 

• Locomotor Skills, 
Levels, and 
Directions 

• Movement Concepts 
Using Hoops  

• Batter Up! 

• Building a Foundation 
• Building a Foundation  
• Dribbling, Volleying, 

and Striking 
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SPARK Alignment with Delaware Physical Education Standards 
 

 
Standard 

 

 
Suggested 

Assessments 

 
Sample SPARK 

Activities 
 

 
Corresponding SPARK 

Unit 
 

3-5 

Standard 1:  Physiology of  
Exercise  
Students will demonstrate the 
ability to apply the physiological 
concepts of exercise by designing 
and participating in personalized, 
health-enhancing physical activity 
programs. 

• Group Fitness 
Think About 

• Personal Best 
Log 

• Mixed Fitness 
Circuit 

• Create a Routine 
• Personal Best Day 

• Fitness Circuits 
• Group Fitness 
• Personal Best Day 

Standard 2:  Biomechanics 
Students will demonstrate the 
ability to apply biomechanical 
concepts to improve movement 
effectiveness. 

Softball Learning Log • Partner Throw 
and Catch 

• Introduction to 
Forward Pass 

• Intro to Throw 
and Catch 

• Softball 
• Football 
• Frisbee 

Standard 3:  Motor Learning 
Students will demonstrate the 
ability to apply motor learning 
concepts to human movement. 

Stunts and Tumbling 
Self-Check 

• Look, Learn and 
Leave 

• 4 Corners 
• Capture the Flag 

• Stunts and 
Tumbling 

• ASAP 
• Aerobic Games 

Standard 4:  Social P sychology 
Students will demonstrate 
responsible personal and social 

Cooperative All-Star 
Self Check 

• Group Juggling 
• Stepping Stones 
• Beat the Clock 

• Cooperatives 
• Cooperatives 
• Cooperatives 
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4 

 
Standard 

 

 
Suggested 

Assessments 

 
Sample SPARK 

Activities 
 

 
Corresponding SPARK 

Unit 
 

behaviors necessary to work 
effectively with others.  
Standard 5:  Self  Management 
Students will demonstrate 
analytical, decision-making, and 
goal setting skills required for the 
development of a healthy, active 
lifestyle. 

Movement Bands 
Create a Routine 
Performance Rubric 

• Create a Routine 
• Create a Routine 
• Create a Dance 

• Group Fitness 
• Movement Bands 
• Dance 

Standard 6:  Physically Active 
Behaviors 
Students will demonstrate patterns 
of regular physical activity that 
promote health-enhancing levels of 
physical fitness. 

Fitness Circuits 
Performance Rubric 
 
Home Plays (Various 
Units) 

• Body 
Composition 
Circuit 

• Muscular Strength 
and Endurance 
Circuit 

• Fun and 
Flexibility with a 
Friend 

• Aerobic Capacity 
Circuit 

• Fitness Circuits 
• Fitness Circuits 
• Fitness Challenges 
• Fitness Circuits 

Standard 7:  Movement Forms 
and Prof iciency 
Students will demonstrate the 
ability to perform fundamental and 
specialized motor skills. 

Hockey Self-Check • Mini-Hockey 
• Quick-Play Mini-

Football 
• Mini-Basketball 

• Hockey 
• Football 
• Basketball 
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SPARK Alignment with Delaware Physical Education Standards 
Grades 6-8  

 
 

Standard 
 

 
Suggested Assessments 

 
Sample SPARK Activities 

 

 
Corresponding SPARK Unit 

 
MS (2011 Version) 

Demonstrates competency in motor 
skills and movement patterns 
needed to perform a variety of 
physical activities 

Specific Unit: 
 Peer Coach 
 Self-Check 
 Teacher Rubric 

 Serve, Return, 
Catch 

 Extreme Rally  
 

 7v7 Modified 
Softball 

 Handball 
 

 Racquets and 
Paddles 

 Softball 

Demonstrates understanding of 
movement concepts, principles, 
strategies, and tactics as they apply 
to the learning and performance of 
physical activities 

Specific Unit Written 
Tests 

 Serving Challenges 
 Advanced Shots 

Circuit 
 Creating 

Combinations 

 Volleyball 
 Handball 

 
 Stunts and 

Tumbling 
Participates regularly in physical 
activity 

Personally Fit Activity 
Challenge: 
In the Mood to Move 

 Aerobic Capacity 
Circuit 

 Resistance Band 
Workout 

 Range of Motion 
Circuit 

 Body 
Composition 
Circuit 

Fitness 
 

Achieves and maintains a health-
enhancing level of physical fitness  

 Personally Fit 
 SPARKfit 

 Personally Fit 
 Fun and Fitness 

Circuit 

 SPARKfamily.org 
 ASAP 
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Standard 

 

 
Suggested Assessments 

 
Sample SPARK Activities 

 

 
Corresponding SPARK Unit 

 
 Introduction to 

Pilates 
 Fitness 

Exhibits responsible personal and 
social behavior that respects self 
and others in physical activity 
settings 

 Coulda, 
Shoulda, 
Woulda 
(Cooperatives) 

 Teacher Rubric 
(Cooperatives) 

 Radio Control 
 Phone Home 
 Pattern Passing 
 Turnstile 
 Boulder Runner 

Cooperatives 
 

Creates opportunities for health, 
enjoyment, challenge, self-
expression, and/or social 
interaction through physical activity 

 Self Check 
(Cooperatives) 

 Teacher Rubric 
(Cooperatives) 

 Problem-Solver 
Adventure Race 

 Create a Routine 
(Aerobic 
Capacity) 

 Volleyball Xtreme 

 Cooperatives 
 

 Fitness 
 
 

 Volleyball 
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SPARK Alignment with Delaware Physical Education Standards 
Grades 9-12  

 
 

Standard 
 

 
Suggested Assessments 

 
Sample SPARK Activities 

 

 
Corresponding SPARK Unit 

 
HS (2011 Version) 

Demonstrates competency in motor 
skills and movement patterns 
needed to perform a variety of 
physical activities 

Specific Unit: 
 Personal Best 

Assessments 
 Fun-day-

mentals Jigsaw 
Notes 

 National Arbor 
Day 

 Stack Up 
 

 Basketball 
Adventure Race 

 Football 
 

 Flying Disc: 
Ultimate 

 Basketball 

Demonstrates understanding of 
movement concepts, principles, 
strategies, and tactics as they apply 
to the learning and performance of 
physical activities 

Specific Unit Written 
Tests 

 Volley-Call 1 
 S-P-A-C-E Out! 
 I Got Your Back 

 Volleyball 
 Hockey 
 Badminton 

Participates regularly in physical 
activity 

Heart Rate Monitor 
Logs 
Pedometer Logs 

 Walk and Talk 
Fun-day-mentals 
Jigsaw 

 Aerobics Basic 
Training 

 HIIT Basic 
Training 

 Wellness Walking 
 
 

 Group Fitness 
 

 Group Fitness 

Achieves and maintains a health-
enhancing level of physical fitness  

Personal Fitness 
Program Development 

 Fitness Personal 
Best 

 iHIIT (High 
Intensity Interval 
Training) 

 Wellness Walking 

 Strength Training 
 
 Group Fitness 

 
 

 Wellness Walking 
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Standard 

 

 
Suggested Assessments 

 
Sample SPARK Activities 

 

 
Corresponding SPARK Unit 

 
Personal Best 

 Create Your Own 
ST Program 

 
 Strength Training 

Exhibits responsible personal and 
social behavior that respects self 
and others in physical activity 
settings 

 Character 
Matters 
Assessments 

 Coulda, 
Shoulda, 
Woulda 
Character Ed 
Journaling 
Pages  

 Studio Showdown 
 Orienteering 

Adventure Race 
 Hockey 

Adventure Race 

 Group Fitness 
 Cooperatives: 

Orienteering 
 Hockey 

Creates opportunities for health, 
enjoyment, challenge, self-
expression, and/or social 
interaction through physical activity 

Specific Unit: 
 Personal Best 

Assessments 
 Fun-day-

mentals Jigsaw 
Notes 

 Event: The 
Crackerjack Classic 
(Option 1: Create 
& Play Your Own 
Game) Adventure 
Race 

 Create Your Own 
ST Program 

 iYoga 

 Softball 
 
 
 
 
 

 Strength Training 
 

 Group Fitness 
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SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 

SPARK Scope and Sequence 
Early Childhood through High School 

 
This document is a guide specifying the range of topics that are taught in SPARK Physical Education 

and in what sequence. 
The topics are organized by NASPE Standards 1 through 6 and are sequenced by grade level. Each 
individual SPARK program (EC, K-2, 3-6, MS, and HS) includes a recommended sequence for specific 
content to be taught. This is meant as a guide and can be adapted to will 
vary according to such factors as facilities, teaching schedules, equipment, and weather. 
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SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 

SPARK 
Scope and Sequence 

 
I   Designates the grade(s) when the content is first explored and/or introduced. The critical elements 

of a skill may be taught at this time. 
A  Designates the grade(s) when the content is applied in varying contexts. 
R  Designates the grade(s) when the content is reinforced. At this time, students review proper form 

and strive to improve skills and knowledge. 
 

NASPE Standard 1: 
Demonstrate competency in motor skills and movement patterns needed to perform a 

variety of physical activities 
 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-

12TH  
Locomotor  Skil ls 
Walking IA IA R R R R R R R R R 
Running IA IA R R R R R R R R R 
Galloping IA IA R R R R R R    
Side-Sliding I IA IA R R R R R R R R 
Hopping I IA IA R R R R R R R R 
Skipping I IA IA R R R R R R R R 
Leaping I IA IA R R R R R R R R 
Chasing and Fleeing  I IA IA A A R R R R R 
Body M anagement  
Balancing IA IA A A A A A R R R R 
Jumping/Landing IA IA A A R R R R R R R 
Weight Transfer I I I A A A A R R R R 
M anipulat ives 
Rolling I IA IA IA A A A     
Bouncing I I IA IA A A A R R R R 
Throwing I I IA IA A A A R R R R 
Catching I I IA IA A A A R R R R 
Kicking I I IA IA A A A R R R R 
Hand Dribbling I I IA IA A A A R R R R 
Foot Dribbling  I IA IA A A A R R R R 
Foot Passing  I IA IA A A A R R R R 
Trapping  I IA IA A A A R R R R 
Volleying  I I I IA IA IA R R R R 
Striking with Short-
handled Implements 

 I I I IA IA IA R R R R 

Striking with Long-
handled Implements 

    I IA IA R R R R 

Spor ts/ Act ivit ies 
Aquat ics 
Water Safety           IA 
Stroke Technique           IA 
Flip Turns           I 
Snorkeling           I 
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SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 

 
NASPE Standard 1: 

Demonstrate competency in motor skills and movement patterns needed to perform a 
variety of physical activities 

 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-
12TH  

Synchronized 
Swimming 

          I 

Diving           I 
Water Polo           I 
Rhythms/ Dance 
Jumping Rope 
(long) 

 I IA IA    R R R  

Jumping Rope 
(individual) 

 I IA IA A A A R R R R 

Jumping Rope 
(Double Dutch) 

       I IA IA R 

Ribbons/Streamers I IA A R        
Jump Bands     I A A R R R R 
Line Dancing     I A A R R R R 
Square Dancing     IA A A R R R R 
Folk Dancing  I A A A A A R R R R 
Social Dancing        IA IA IA R 
Choreographing  I I I IA IA A R R R R 
Individual Act ivi t ies 
Cycling           IA 
Golfing        IA A A R 
Dual Act ivit ies/ Paddle/ Racquet  Act ivit ies 
Badminton     I I I IA A A R 
Handball        IA A R R 
Racquetball        IA A A R 
Tennis            
Table Tennis            
Pickleball     I I I A A R R 
Combat ives 
Self-Defense           IA 
Kick-Boxing        I I I A 
Martial Arts           IA 
Stunts/ Tumbling 
Stunts I I IA IA A A A R R R R 
Balance I I IA IA A A A R R R  
Tumbling  I IA IA IA A A R R R  
Rhythmic 
Gymnastics 

          I 

Cooperat ives 
Pairs   I I A A A R R R R 
Small Groups   I I A A A R R R R 
Large Groups     IA A A R R R R 

 
 
  

����



SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 
 

NASPE Standard 1: 
Demonstrate competency in motor skills and movement patterns needed to perform a 

variety of physical activities 
 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-

12TH  
Team Act ivit ies 
Basketball     I A A R R R R 
Cultural Games (e.g. 
Tawkraw) 

       IA A A R 

Hockey     I A A R R R R 
Football     I IA A R R R R 
Ultimate Frisbee     I IA A R R R R 
Volleyball     I IA A R R R R 
Softball     I A A R R R R 
Soccer     I A A R R R R 
Outdoor Activities           IA 
Orienteering           IA 
Geo-catching           I 
Rock Climbing           I 
Disc Golf     I A A R R R R 
Lacrosse           IA 
Fitness 
Resistance Training     I A A A A A R 
Plyometrics     I IA IA A A A R 
Pilates        IA IA A R 
Circuits  I IA IA A A A R R R R 
Walking/Jogging/Running  I A A A A A R R R R 
Group Fitness/Aerobic 
Dance 

    I A A R R R R 

Triathlon           I 
Yoga/Power Stretching        I A A R 
Cross-Training           IA 

 
  

����



SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 
 

NASPE Standard 2: 
Demonstrate understanding of movement concepts, principles, strategies, and tactics as 

they apply to the learning and performance of physical activities. 
 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-

12TH  
Spat ial Aw areness 
Personal Space I I A A R R R R R R R 
General Space I I A A R R R R R R R 
Boundaries I I A A R R R R R R R 
Levels of Movement I I I A R R      
Pathways I I I A R R R R R R  
Directions I I I A R R      
Effor t  
Speed/Tempo I I A A R R R R R R R 
Force I I I A A A A R R R R 
Relat ionships 
Body Parts I I I A A R R R R R R 
With Objects I I I A A R R R R R R 
With People I I A A A R R R R R R 
Concepts, Pr incipals, and St rategies 
Identifies elements 
of correct form for 
motor skills 

I I A A R R R R R R R 

Uses feedback to 
improve 
performance 

 I I A A R R R R R R 

Uses knowledge of 
critical elements to 
give feedback to 
others 

    I A A A A A R 

Describes the FITT 
Principle and how it 
relates to fitness 

    I A A R R R R 

Describes and 
demonstrates how 
skills learned in one 
physical activity can 
be transferred to 
another 

     I A A A A R 

Describes basic 
principles of 
training and how 
they improve fitness 

    I I I A A A R 

Describes and 
applies strategies 
and tactics for mini-
games 

    I I I A A A R 
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SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 

 
NASPE Standard 2: 

Demonstrate understanding of movement concepts, principles, strategies, and tactics as 
they apply to the learning and performance of physical activities. 

 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-
12TH  

Uses information 
from a variety of 
sources to guide 
and improve 
performance 

       IA A A R 

Demonstrates 
knowledge to 
develop an activity 
plan 

       IA A A R 

Reaction Time  I IA IA A A A A A A R 
Agility    I A A A A A A R 
Coordination   I A A A A A A A R 
Explosive Power     I I IA A A A R 
Speed    I A A A A A A R 
Offense    I IA A A A A A R 
Defense    I IA A A A A A R 
Transition (from O 
to D and D to O) 

      I IA A A R 

Leverage     I A A IA A A R 
Force  I A A A A A A A A R 
Inertia        I A A R 
Rotary Motion           I 
Opposition  I A A A A A A A A R 
Buoyancy     I IA A A A A R 
Aerobic and 
Anaerobic 

    I A A A A A R 

Analyzes consumer 
products/programs 

       I I A R 

Exercise Safety     IA A A A A A R 
Uses complex 
movement concepts 
to refine skills and 
apply to the 
learning of new 
skills 

       I A A R 
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SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 

NASPE Standard 3: 
Participates regularly in physical activity 

 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-
12TH  

Participates in a 
variety of activities 
outside of PE, 
during school hours 

I A A A A A A R R R R 

Participates in a 
variety of activities 
outside of school 

I A A A A A A R R R R 

Participates in 
organized physical 
activity outside of 
PE class 

    I A A R R R R 

Monitors physical 
activity using a 
pedometer 

    I A A A A A R 

Sets realistic PA 
goals and strives to 
attain them 

    I I A A A A R 

Accumulates a 
specified number of 
steps during the day 

    I A A A A A R 

Determine the 
intensity of a 
physical activity 
using perceived 
exertion 

     I IA A A A R 

Monitors physical 
activity using heart-
rate monitor 

      I A A A R 
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SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 
 

NASPE Standard 4: 
Achieve and maintain a health-enhancing level of physical fitness 

 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-
12TH  

Participates in a 
variety of activities 
that increase 
breathing and heart 
rate 

 I IA A A A R R R R R 

Sustains activity for 
increasingly longer 
periods of time 
throughout the year 

 I IA A A A A R R R R 

Recognizes that 
health-related 
physical fitness 
consists of 5 
different 
components 

    I A A A A A R 

Explains the benefits 
of regular PA 

   I A A A A A A R 

Participates in 
selected activities 
that develop and 
maintain each 
component of 
fitness 

    I A A A A A R 

Identifies strengths 
and weaknesses 
based on fitness 
assessment 

    I I A A A A R 

Demonstrates 
appropriate training 
principles when 
engaged in activity 
to improve fitness 

    I I I A A A R 

Formulates 
meaningful personal 
fitness goals based 
on fitness 
assessment 

    I I A A A A R 

Demonstrates ability 
to monitor personal 
fitness program to 
meet own needs 
and goals 

      I A A A R 
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NASPE Standard 5: 

Exhibit responsible personal and social behavior that respects self and others in physical activity settings 
 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-

12TH  
Demonstrates 
responsible 
personal/social 
behavior during PE 

I I I A A A A A A A R 

Uses equipment 
safely 

I I I A A A A R R R R 

Demonstrates 
elements of 
appropriate conflict 
resolution during PE 

 I IA A A A A R R R R 

Demonstrates ability 
to teach an activity 
or skill to others 

    I A A R R R R 

Regularly 
encourages others 
and refrains from 
put-downs 

   I A A R R R R R 

Demonstrates 
cooperation skills 

   I IA IA A R R R R 

Able to accomplish 
group goals in both 
cooperative and 
competitive 
activities 

    I A A R R R R 

Demonstrates self-
direction, 
responsible 
behavior, and 
communication 
skills in PE 

   I IA A A R R R R 

Participates in 
activity for personal 
enjoyment 

I A A A A A A A A A R 
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SPARK Scope and Sequence Early Childhood through High School 6.16.2011 
 

NASPE Standard 6: 
Value physical activity for health, enjoyment, challenge, self -expression, and/or social interaction. 

 EC K 1ST  2ND  3RD  4TH  5TH  6TH  7TH  8TH  9TH-
12TH  

Tries new 
movements and 
skills 

I A A A A A A R R R R 

Persists if not 
successful on first try 

 I IA A A A A R R R R 

Chooses to practice 
skills needing 
improvement 

    I IA A A A A R 

Exhibits ways to use 
the body and 
movement to 
express self 

I IA A A A A A R R R R 

Seeks personally 
challenging 
experiences in PA 
opportunities 

    I A A A A A R 

Works with others 
to achieve a 
common goal 

   I I A A R R R R 

Creates and 
performs a small 
group dance routine 

    I IA A R R R R 
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Introduction 
 
 
 
The Common Core State Standards for English Language Arts & Literacy in 
History/Social Studies, Science, and Technical Subjects ("the Standards") are 
the culmination of an extended, broad-based effort to fulfill the charge issued by 
the states to create the next generation of K-12 standards in order to help ensure 
that all students are college and career ready in literacy no later than the end of 
high school.  
 
The present work, led by the Council of Chief State School Officers (CCSSO) and 
the National Governors Association (NGA), builds on the foundation laid by states 
in their decades-long work on crafting high-quality education standards.  The 
Standards also draw on the most important international models as well as 
research and input from numerous sources, including state departments of 
education, scholars, assessment developers, professional organizations, 
educators from kindergarten through college, and parents, students, and other 
members of the public. In their design and content, refined through successive 
drafts and numerous rounds of feedback, the Standards represent a synthesis of 
the best elements of standards-related work to date and an important advance 
over that previous work.  
 
As specified by CCSSO and NGA, the Standards are (1) research and evidence 
based, (2) aligned with college and work expectations, (3) rigorous, and (4) 
internationally benchmarked. A particular standard was included in the document 
only when the best available evidence indicated that its mastery was essential for 
college and career readiness in a twenty-first-century, globally competitive society. 
The Standards are intended to be a living work: as new and better evidence 
emerges, the Standards will be revised accordingly.  
 
The Standards are an extension of a prior initiative led by CCSSO and NGA to 
develop College and Career Readiness (CCR) standards in reading, writing, 
speaking, listening, and language as well as in mathematics. The CCR Reading, 
Writing, and Speaking and Listening Standards, released in draft form in 
September 2009, serve, in revised form, as the backbone for the present 
document.  Grade-specific K-12 standards in reading, writing, speaking, listening, 
and language translate the broad (and, for the earliest grades, seemingly distant) 
aims of the CCR standards into age- and attainment-appropriate terms.  

 
 

The Standards set requirements not only for English language arts (ELA) 
but also for literacy in history/social studies, science, and technical 
subjects. Just as students must learn to read, write, speak, listen, and use 
language effectively in a variety of content areas, so too must the 
Standards specify the literacy skills and understandings required for 
college and career readiness in multiple disciplines. Literacy standards for 
grade 6 and above are predicated on teachers of ELA, history/social 
studies, science, and technical subjects using their content area expertise 
to help students meet the particular challenges of reading, writing, 
speaking, listening, and language in their respective fields. It is important to 
note that the 6-12 literacy standards in history/social studies, science, 
and technical subjects are not meant to replace content standards in those 
areas but rather to supplement them. States may incorporate these 
standards into their standards for those subjects or adopt them as content 
area literacy standards.  
 
As a natural outgrowth of meeting the charge to define college and career 
readiness, the Standards also lay out a vision of what it means to be a 
literate person in the twenty-first century. Indeed, the skills and 
understandings students are expected to demonstrate have wide 
applicability outside the classroom or workplace. Students who meet the 
Standards readily undertake the close, attentive reading that is at the heart 
of understanding and enjoying complex works of literature. They habitually 
perform the critical reading necessary to pick carefully through the 
staggering amount of information available today in print and digitally. 
They actively seek the wide, deep, and thoughtful engagement with high-
quality literary and informational texts that builds knowledge, enlarges 
experience, and broadens worldviews. They reflexively demonstrate the 
cogent reasoning and use of evidence that is essential to both private 
deliberation and responsible citizenship in a democratic republic. In short, 
students who meet the Standards develop the skills in reading, writing, 
speaking, and listening that are the foundation for any creative and 
purposeful expression in language.  
 

June 2, 2010 
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Key Design Considerations 
 

CCR and grade-specific standards 

The CCR standards anchor the document and define general, cross-disciplinary 
literacy expectations that must be met for students to be prepared to enter 
college and workforce training programs ready to succeed. The K-12 grade-
specific standards define end-of-year expectations and a cumulative progression 
designed to enable students to meet college and career readiness expectations 
no later than the end of high school. The CCR and high school (grades 9-12) 
standards work in tandem to define the college and career readiness line—the 
former providing broad standards, the latter providing additional specificity. 
Hence, both should be considered when developing college and career 
readiness assessments. 

Students advancing through the grades are expected to meet each year's grade-
specific standards, retain or further develop skills and understandings mastered 
in preceding grades, and work steadily toward meeting the more general 
expectations described by the CCR standards. 
An integrated model of literacy  

Although the Standards are divided into Reading, Writing, Speaking and 
Listening, and Language strands for conceptual clarity, the processes of 
communication are closely connected, as reflected throughout this document. 
For example, Writing standard 9 requires that students be able to write about 
what they read. Likewise, Speaking and Listening standard 4 sets the 
expectation that students will share findings from their research. 

 

 

Shared responsibility for students' literacy development  

The Standards insist that instruction in reading, writing, speaking, listening, 
and language be a shared responsibility within the school. The K-5 
standards include expectations for reading, writing, speaking, listening, 
and language applicable to a range of subjects, including but not limited to 
ELA. The grades 6-12 standards are divided into two sections, one for ELA 
and the other for history/social studies, science, and technical subjects. 
This division reflects the unique, time-honored place of ELA teachers in 
developing students' literacy skills while at the same time recognizing that 
teachers in other areas must have a role in this development as well. 

Part of the motivation behind the interdisciplinary approach to literacy 
promulgated by the Standards is extensive research establishing the need 
for college and career ready students to be proficient in reading complex 
informational text independently in a variety of content areas. Most of the 
required reading in college and workforce training programs is 
informational in structure and challenging in content; postsecondary 
education programs typically provide students with both a higher volume of 
such reading than is generally required in K-12 schools and comparatively 
little scaffolding. 

The Standards are not alone in calling for a special emphasis on 
informational text. The 2009 reading framework of the National 
Assessment of Educational Progress (NAEP) requires a high and 
increasing proportion of informational text on its assessment as students 
advance through the grades. 
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Distribution of Literary and Informational Passages by Grade in the 
2009 NAEP Reading Framework 
 

Grade Literary Informational 
4 50% 50% 
8 45% 55% 

12 30% 70% 
Source: National Assessment Governing Board. (2008). Reading framework for the 2009 National 
Assessment of Educational Progress. Washington, DC: U.S. Government Printing Office.

The Standards aim to align instruction with this framework so that many more 
students than at present can meet the requirements of college and career 
readiness. In K-5, the Standards follow NAEP's lead in balancing the reading of 
literature with the reading of informational texts, including texts in history/ social 
studies, science, and technical subjects. In accord with NAEP's growing emphasis 
on informational texts in the higher grades, the Standards demand that a 
significant amount of reading of informational texts take place in and outside the 
ELA classroom. Fulfilling the Standards for 6-12 ELA requires much greater 
attention to a specific category of informational text—literary nonfiction—than 
has been traditional. Because the ELA classroom must focus on literature (stories, 
drama, and poetry) as well as literary nonfiction, a great deal of informational 
reading in grades 6-12 must take place in other classes if the NAEP assessment 
framework is to be matched instructionally.1 To measure students' growth toward 
college and career readiness, assessments aligned with the Standards should 
adhere to the distribution of texts across grades cited in the NAEP framework.  
NAEP likewise outlines a distribution across the grades of the core purposes and 
types of student writing. The 2011 NAEP framework, like the Standards, cultivates 
the development of three mutually reinforcing writing capacities: writing to 
persuade, to explain, and to convey real or imagined experience. Evidence 
concerning the demands of college and career readiness gathered during 
development of the Standards concurs with NAEP's shifting emphases: standards 
for grades 9-12 describe writing in all three forms, but, consistent with NAEP, the 
overwhelming focus of writing throughout high school should be on arguments 
and informative/explanatory texts.2 

Distribution of Communicative Purposes by Grade in the 
2011 NAEP Writing Framework 
 

Grade To Persuade To Explain To Convey Experience 
4 30% 35% 35% 

8 35% 35% 30% 

12 40% 40% 20% 
Source: National Assessment Governing Board. (2007). Writing framework for the 2011 National 
Assessment of Educational Progress, pre-publication edition. Iowa City, IA: ACT, Inc. 

 
It follows that writing assessments aligned with the Standards should 
adhere to the distribution of writing purposes across grades outlined by 
NAEP.  
Focus and coherence in instruction and assessment  

While the Standards delineate specific expectations in reading, writing, 
speaking, listening, and language, each standard need not be a separate 
focus for instruction and assessment. Often, several standards can be 
addressed by a single rich task. For example, when editing writing, 
students address Writing standard 5 ("Develop and strengthen writing as 
needed by planning, revising, editing, rewriting, or trying a new approach") 
as well as Language standards 1-3 (which deal with conventions of 
standard English and knowledge of language). When drawing evidence 
from literary and informational texts per Writing standard 9, students are 
also demonstrating their comprehension skill in relation to specific 
standards in Reading.  When discussing something they have read or 
written, students are also demonstrating their speaking and listening skills. 
The CCR anchor standards themselves provide another source of focus 
and coherence.  
The same ten CCR anchor standards for Reading apply to both literary and 
informational texts, including texts in history/social studies, science, and 
technical subjects. The ten CCR anchor standards for Writing cover 
numerous text types and subject areas. This means that students can 
develop mutually reinforcing skills and exhibit mastery of standards for 
reading and writing across a range of texts and classrooms.  
 

 
1 The percentages on the table reflect the sum of student reading, not just reading in ELA settings. Teachers of senior English classes, for example, are not required to devote 70  
percent of reading to informational texts. Rather, 70 percent of student reading across the grade should be informational.  
 
2 As with reading, the percentages in the table reflect the sum of student writing, not just writing in ELA settings.  
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What Is Not Covered By the Standards  
 
The Standards should be recognized for what they are not as well as what they are. The most important intentional design limitations are as follows:  

 

1. The Standards define what all students are expected to know and be able to do, not 
how teachers should teach. For instance, the use of play with young children is not 
specified by the Standards, but it is welcome as a valuable activity in its own right 
and as a way to help students meet the expectations in this document. Furthermore, 
while the Standards make references to some particular forms of content, including 
mythology, foundational U.S. documents, and Shakespeare, they do not—indeed, 
cannot—enumerate all or even most of the content that students should learn. The 
Standards must therefore be complemented by a well-developed, content-rich 
curriculum consistent with the expectations laid out in this document. 

2. While the Standards focus on what is most essential, they do not describe all that 
can or should be taught. A great deal is left to the discretion of teachers and 
curriculum developers. The aim of the Standards is to articulate the fundamentals, 
not to set out an exhaustive list or a set of restrictions that limits what can be taught 
beyond what is specified herein. 

3. The Standards do not define the nature of advanced work for students who meet the 
Standards prior to the end of high school. For those students, advanced work in 
such areas as literature, composition, language, and journalism should be available. 
This work should provide the next logical step up from the college and career 
readiness baseline established here. 

4. The Standards set grade-specific standards but do not define the intervention 
methods or materials necessary to support students who are well below or well 
above grade-level expectations. No set of grade-specific standards can fully reflect 
the great variety in abilities, needs, learning rates, and achievement levels of 
students in any given classroom. However, the Standards do provide clear 
signposts along the way to the goal of college and career readiness for all students. 

5. It is also beyond the scope of the Standards to define the full range of supports 
appropriate for English language learners and for students with special needs. At 
the same time, all students must have the opportunity to learn and meet the same 
high standards if they are to access the knowledge and skills necessary in their 
post-high school lives. 

Each grade will include students who are still acquiring English. For those students, 
it is possible to meet the standards in reading, writing, speaking, and listening 
without displaying native-like control of conventions and vocabulary. 

The Standards should also be read as allowing for the widest possible range of 
students to participate fully from the outset and as permitting appropriate 
accommodations to ensure maximum participation of students with special 
education needs. For example, for students with disabilities reading should allow for 
the use of Braille, screen-reader technology, or other assistive devices, while writing 
should include the use of a scribe, computer, or speech-to- text technology. In a 
similar vein, speaking and listening should be interpreted broadly to include sign 
language. 

6. While the ELA and content area literacy components described herein are critical to 
college and career readiness, they do not define the whole of such readiness. 
Students require a wide-ranging, rigorous academic preparation and, particularly in 
the early grades, attention to such matters as social, emotional, and physical 
development and approaches to learning. Similarly, the Standards define literacy 
expectations in history/social studies, science, and technical subjects, but literacy 
standards in other areas, such as mathematics and health education, modeled on 
those in this document are strongly encouraged to facilitate a comprehensive, 
schoolwide literacy program. 
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Students Who are College and Career Ready in Reading, Writing, Speaking, Listening, and Language  
 
The descriptions that follow are not standards themselves but instead offer a portrait of students who meet the standards set out in this document. As students advance through the 
grades and master the standards in reading, writing, speaking, listening, and language, they are able to exhibit with increasing fullness and regularity these capacities of the literate individual. 
 

They demonstrate independence. 

Students can, without significant scaffolding, comprehend and evaluate complex 
texts across a range of types and disciplines, and they can construct effective 
arguments and convey intricate or multifaceted information. Likewise, students 
are able independently to discern a speaker's key points, request clarification, 
and ask relevant questions. They build on others' ideas, articulate their own 
ideas, and confirm they have been understood. Without prompting, they 
demonstrate command of standard English and acquire and use a wide-ranging 
vocabulary. More broadly, they become self-directed learners, effectively seeking 
out and using resources to assist them, including teachers, peers, and print and 
digital reference materials.  
They build strong content knowledge.  

Students establish a base of knowledge across a wide range of subject matter by 
engaging with works of quality and substance. They become proficient in new 
areas through research and study. They read purposefully and listen attentively 
to gain both general knowledge and discipline-specific expertise. They refine and 
share their knowledge through writing and speaking.  
They respond to the varying demands of audience, task, purpose, 
and discipline.  

Students adapt their communication in relation to audience, task, purpose, and 
discipline. They set and adjust purpose for reading, writing, speaking, listening, 
and language use as warranted by the task. They appreciate nuances, such as 
how the composition of an audience should affect tone when speaking and how 
the connotations of words affect meaning. They also know that different 
disciplines call for different types of evidence (e.g., documentary evidence in 
history, experimental evidence in science).  

They comprehend as well as critique.  

Students are engaged and open-minded—but discerning—readers and 
listeners. They work diligently to understand precisely what an author or 
speaker is saying, but they also question an author's or speaker's 
assumptions and premises and assess the veracity of claims and the 
soundness of reasoning.  
They value evidence. 

Students cite specific evidence when offering an oral or written 
interpretation of a text. They use relevant evidence when supporting their 
own points in writing and speaking, making their reasoning clear to the 
reader or listener, and they constructively evaluate others' use of evidence.  
They use technology and digital media strategically and 
capably. 

Students employ technology thoughtfully to enhance their reading, writing, 
speaking, listening, and language use. They tailor their searches online to 
acquire useful information efficiently, and they integrate what they learn 
using technology with what they learn offline. They are familiar with the 
strengths and limitations of various technological tools and mediums and 
can select and use those best suited to their communication goals.  
They come to understand other perspectives and cultures.  

Students appreciate that the twenty-first-century classroom and workplace 
are settings in which people from often widely divergent cultures and who 
represent diverse experiences and perspectives must learn and work 
together. Students actively seek to understand other perspectives and 
cultures through reading and listening, and they are able to communicate 
effectively with people of varied backgrounds. They evaluate other points 
of view critically and constructively. Through reading great classic and 
contemporary works of literature representative of a variety of periods, 
cultures, and worldviews, students can vicariously inhabit worlds and 
have experiences much different than their own.  
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College and Career Readiness Anchor Standards for Reading  
 
The grades 6-12 standards on the following pages define what students should understand and be able to do by the end of each grade span. They correspond to the College and 
Career Readiness (CCR) anchor standards below by number. The CCR and grade-specific standards are necessary complements—the former providing broad standards, the latter 
providing additional specificity—that together define the skills and understandings that all students must demonstrate. 
Key Ideas and details  

1. Read closely to determine what the text says explicitly and to make logical inferences from it; 
cite specific textual evidence when writing or speaking to support conclusions drawn from the 
text. 

2. Determine central ideas or themes of a text and analyze their development; summarize the key 
supporting details and ideas. 

3. Analyze how and why individuals, events, or ideas develop and interact over the course of a 
text. 

Craft and Structure 
4. Interpret words and phrases as they are used in a text, including determining technical, 

connotative, and figurative meanings, and analyze how specific word choices shape meaning or 
tone. 

5. Analyze the structure of texts, including how specific sentences, paragraphs, and larger 
portions of the text (e.g., a section, chapter, scene, or stanza) relate to each other and the 
whole. 

6. Assess how point of view or purpose shapes the content and style of a text. 

Integration of Knowledge and Ideas 

7. Integrate and evaluate content presented in diverse formats and media, including visually and 
quantitatively, as well as in words.*  

8. Delineate and evaluate the argument and specific claims in a text, including the validity of the 
reasoning as well as the relevance and sufficiency of the evidence.  

9. Analyze how two or more texts address similar themes or topics in order to build knowledge or 
to compare the approaches the authors take. 

Range of Reading and Level of Text Complexity 

10. Read and comprehend complex literary and informational texts independently and proficiently. 
 
 
*Please see "Research to Build and Present Knowledge" in Writing for additional standards relevant 
to gathering, assessing, and applying information from print and digital sources.  
 
 
 
 
 

 
 
Note on range and content of student 
reading  
 
Reading is critical to building knowledge in 
history/social studies as well as in science and 
technical subjects. College and career ready reading 
in these fields requires an appreciation of the norms 
and conventions of each discipline, such as the kinds 
of evidence used in history and science; an 
understanding of domain-specific words and phrases; 
an attention to precise details; and the capacity to 
evaluate intricate arguments, synthesize complex 
information, and follow detailed descriptions of events 
and concepts. In history/social studies, for 
example, students need to be able to analyze, 
evaluate, and differentiate primary and secondary 
sources. When reading scientific and technical texts, 
students need to be able to gain knowledge from 
challenging texts that often make extensive use of 
elaborate diagrams and data to convey information 
and illustrate concepts. Students must be able to 
read complex informational texts in these fields with 
independence and confidence because the vast 
majority of reading in college and workforce training 
programs will be sophisticated nonfiction. It is 
important to note that these Reading standards are 
meant to complement the specific content demands 
of the disciplines, not replace them. 
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Reading Standards for Literacy in History/Social Studies 6-12  
 
The standards below begin at grade 6; standards for K-5 reading in history/social studies, science, and technical subjects are integrated into the K-5 Reading standards. The CCR 
anchor standards and high school standards in literacy work in tandem to define college and career readiness expectations—the former providing broad standards, the latter 
providing additional specificity.  
 

Grade 6-8 students: Grade 9-10 students: Grade 11-12 students: 
Key Ideas and Details 
1. Cite specific textual evidence to support analysis of primary 

and secondary sources. CC6-8RH/SS1 
1. Cite specific textual evidence to support analysis of 

primary and secondary sources, attending to such 
features as the date and origin of the information. 
CC9-10RH/SS1 

1. Cite specific textual evidence to support analysis of primary and 
secondary sources, connecting insights gained from specific 
details to an understanding of the text as a whole. CC11-
12RH/SS1 

2. Determine the central ideas or information of a primary or 
secondary source; provide an accurate summary of the 
source distinct from prior knowledge or opinions. CC6-
8RH/SS2 

2. Determine the central ideas or information of a 
primary or secondary source; provide an accurate 
summary of how key events or ideas develop over 
the course of the text. CC9-10RH/SS2 

2. Determine the central ideas or information of a primary or 
secondary source; provide an accurate summary that makes 
clear the relationships among the key details and ideas. CC11-
12RH/SS2 

3. Identify key steps in a text's description of a process related 
to history/social studies (e.g., how a bill becomes law, how 
interest rates are raised or lowered). CC6-8RH/SS3 

3. Analyze in detail a series of events described in a 
text; determine whether earlier events caused later 
ones or simply preceded them. CC9-10RH/SS3 

3, Evaluate various explanations for actions or events and 
determine which explanation best accords with textual evidence, 
acknowledging where the text leaves matters uncertain. CC11-
12RH/SS3 

Craft and Structure 
4. Determine the meaning of words and phrases as they are 

used in a text, including vocabulary specific to domains 
related to history/social studies.  
CC6-8RH/SS4 

4. Determine the meaning of words and phrases as they 
are used in a text, including vocabulary describing 
political, social, or economic aspects of history/social 
studies. CC9-10RH/SS4 

4. Determine the meaning of words and phrases as they are used 
in a text, including analyzing how an author uses and refines the 
meaning of a key term over the course of a text (e.g., how 
Madison defines faction in Federalist No. 10). CC11-12RH/SS4 

5. Describe how a text presents information (e.g., sequentially, 
comparatively, causally). CC6-8RH/SS5 

5. Analyze how a text uses structure to emphasize key 
points or advance an explanation or analysis.  
CC9-10RH/SS5 

5. Analyze in detail how a complex primary source is structured, 
including how key sentences, paragraphs, and larger portions of 
the text contribute to the whole. CC11-12RH/SS5 

6. Identify aspects of a text that reveal an author's point of view 
or purpose (e.g., loaded language, inclusion or avoidance of 
particular facts). CC6-8RH/SS6 

6. Compare the point of view of two or more authors for 
how they treat the same or similar topics, including 
which details they include and emphasize in their 
respective accounts. CC9-10RH/SS6 

6. Evaluate authors' differing points of view on the same historical 
event or issue by assessing the authors' claims, reasoning, and 
evidence. CC11-12RH/SS6 

Integration of Knowledge and Ideas 
7. Integrate visual information (e.g., in charts, graphs, 

photographs, videos, or maps) with other information in print 
and digital texts. CC6-8RH/SS7 

7. Integrate quantitative or technical analysis (e.g., 
charts, research data) with qualitative analysis in print 
or digital text. CC9-10RH/SS7 

7. Integrate and evaluate multiple sources of information 
presented in diverse formats and media (e.g., visually, 
quantitatively, as well as in words) in order to address a 
question or solve a problem. CC11-12RH/SS7 

8. Distinguish among fact, opinion, and reasoned judgment in a 
text. CC6-8RH/SS8 

8. Assess the extent to which the reasoning and 
evidence in a text support the author's claims. 
 CC9-10RH/SS8 

8. Evaluate an author's premises, claims, and evidence by 
corroborating or challenging them with other information. CC11-
12RH/SS8 

9. Analyze the relationship between a primary and secondary 
source on the same topic. CC6-8RH/SS8 

9. Compare and contrast treatments of the same topic 
in several primary and secondary sources. 
CC9-10RH/SS9 

9. Integrate information from diverse sources, both primary and 
secondary, into a coherent understanding of an idea or event, 
noting discrepancies among sources. CC11-12RH/SS9 

Range of Reading and Level of Text Complexity 
10. By the end of grade 8, read and comprehend history/social 

studies texts in the grades 6-8 text complexity band 
independently and proficiently.  
CC6-8RH/SS10 

10. By the end of grade 10, read and comprehend 
history/social studies texts in the grades 9-10 text 
complexity band independently and proficiently. 
CC9-10RH/SS10 

10. By the end of grade 12, read and comprehend history/social 
studies texts in the grades 11-12 text complexity band 
independently and proficiently. CC11-12RH/SS10 
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Reading Standards for Literacy in History/Social Studies Grades 6-12 
 

Grade 6-8 students: Grade 9-10 students: Grade 11-12 students: 
Key Ideas and Details 
1. Cite specific textual evidence to support analysis of science 

and technical texts. CC6-8RH/SS1 
1. Cite specific textual evidence to support analysis of 

science and technical texts, attending to the precise 
details of explanations or descriptions.  
CC9-10 RH/SS 1 

1. Cite specific textual evidence to support analysis of science 
and technical texts, attending to important distinctions the 
author makes and to any gaps or inconsistencies in the 
account. CC11-12 RH/SS 1 

2. Determine the central ideas or conclusions of a text; provide 
an accurate summary of the text distinct from prior 
knowledge or opinions. CC6-8 RH/SS 2 

2. Determine the central ideas or conclusions of a text; 
trace the text's explanation or depiction of a complex 
process, phenomenon, or concept; provide an 
accurate summary of the text. CC9-10 RH/SS 2 

2. Determine the central ideas or conclusions of a text; 
summarize complex concepts, processes, or information 
presented in a text by paraphrasing them in simpler but still 
accurate terms. CC11-12 RH/SS 2 

3. Follow precisely a multistep procedure when carrying out 
experiments, taking measurements, or performing technical 
tasks. CC6-8 RH/SS 3 

3. Follow precisely a complex multistep procedure when 
carrying out experiments, taking measurements, or 
performing technical tasks attending to special cases 
or exceptions defined in the text. CC9-10 RH/SS 3 

3. Follow precisely a complex multistep procedure when carrying 
out experiments, taking measurements, or performing 
technical tasks; analyze the specific results based on 
explanations in the text.  CC11-12 RH/SS 3 

Craft and Structure 
4. Determine the meaning of symbols, key terms, and other 

domain-specific words and phrases as they are used in a 
specific scientific or technical context relevant to grades 6-8 
texts and topics.  
CC6-8 RH/SS 4 

4, Determine the meaning of symbols, key terms, and 
other domain-specific words and phrases as they are 
used in a specific scientific or technical context 
relevant to grades 9-10 texts and topics.   

CC9-10 RH/SS 4 

4. Determine the meaning of symbols, key terms, and other 
domain-specific words and phrases as they are used in a 
specific scientific or technical context relevant to grades 11-12 
texts and topics.   

CC11-12 RH/SS 4 
5. Analyze the structure an author uses to organize a text, 

including how the major sections contribute to the whole and 
to an understanding of the topic. 
CC6-8 RH/SS 5 

5. Analyze the structure of the relationships among 
concepts in a text, including relationships among key 
terms (e.g., force, friction, reaction force, energy). 
 CC9-10 RH/SS 5 

5. Analyze how the text structures information or ideas into 
categories or hierarchies, demonstrating understanding of the 
information or ideas. 
CC11-12 RH/SS 5 

6. Analyze the author's purpose in providing an explanation, 
describing a procedure, or discussing an experiment in a text. 
CC6-8 RH/SS 6 

6. Analyze the author's purpose in providing an 
explanation, describing a procedure, or discussing an 
experiment in a text, defining the question the author 
seeks to address. CC9-10 RH/SS 6 

6. Analyze the author's purpose in providing an explanation, 
describing a procedure, or discussing an experiment in a text, 
identifying important issues that remain unresolved. CC11-12 
RH/SS 6 

Integration of Knowledge and Ideas 
7. Integrate quantitative or technical information expressed in 

words in a text with a version of that information expressed 
visually (e.g., in a flowchart, diagram, model, graph, or table). 
CC6-8 RH/SS 7 

7. Translate quantitative or technical information 
expressed in words in a text into visual form (e.g., a 
table or chart) and translate information expressed 
visually or mathematically (e.g., in an equation) into 
words. CC9-10 RH/SS 7 

7. Integrate and evaluate multiple sources of information 
presented in diverse formats and media (e.g., quantitative 
data, video, multimedia) in order to address a question or 
solve a problem. 
CC11-12 RH/SS 7 

8. Distinguish among facts, reasoned judgment based on 
research findings, and speculation in a text. 
CC6-8 RH/SS 8 

8. Assess the extent to which the reasoning and 
evidence in a text support the author's claim or a 
recommendation for solving a scientific or technical 
problem. CC9-10 RH/SS 8 

8. Evaluate the hypotheses, data, analysis, and conclusions in a 
science or technical text, verifying the data when possible and 
corroborating or challenging conclusions with other sources of 
information. CC11-12 RH/SS 8 

9. Compare and contrast the information gained from 
experiments, simulations, video, or multimedia sources with 
that gained from reading a text on the same topic. CC6-8 
RH/SS 9 

9. Compare and contrast findings presented in a text to 
those from other sources (including their own 
experiments), noting when the findings support or 
contradict previous explanations or accounts. 
CC9-10 RH/SS 9 

9. Synthesize information from a range of sources (e.g., texts, 
experiments, simulations) into a coherent understanding of a 
process, phenomenon, or concept, resolving conflicting 
information when possible. CC11-12 RH/SS 9 

Range of Reading and Level of Text Complexity 
10 By the end of grade 8, read and comprehend 

science/technical texts in the grades 6-8 text complexity band 
independently and proficiently. 
CC6-8 RH/SS 10 

10 By the end of grade 10, read and comprehend 
science/technical texts in the grades 9-10 text 
complexity band independently and proficiently. 
CC9-10 RH/SS 10 

10. By the end of grade 12, read and comprehend 
science/technical texts in the grades 11-12 text complexity 
band independently and proficiently. 
CC11-12 RH/SS 10 
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Standard 10: Range, Quality, and Complexity of Student Reading 6-12 

����



��������������������������������������������Ǧͳʹ� �����ͳʹ�

College and Career Readiness Anchor Standards for Writing  
 
The grades 6-12 standards on the following pages define what students should understand and be able to do by the end of each grade span. They correspond to the College and 
Career Readiness (CCR) anchor standards below by number. The CCR and grade-specific standards are necessary complements—the former providing broad standards, the latter 
providing additional specificity—that together define the skills and understandings that all students must demonstrate.  
Text Types and Purposes* 

1. Write arguments to support claims in an analysis of substantive topics or texts using valid 
reasoning and relevant and sufficient evidence. 

2. Write informative/explanatory texts to examine and convey complex ideas and information 
clearly and accurately through the effective selection, organization, and analysis of content. 

Production and Distribution of Writing 

3. Produce clear and coherent writing in which the development, organization, and style are 
appropriate to task, purpose, and audience. 

4. Develop and strengthen writing as needed by planning, revising, editing, rewriting, or trying a 
new approach. 

5. Use technology, including the Internet, to produce and publish writing and to interact and 
collaborate with others. 

Research to Build and Present Knowledge 

6. Conduct short as well as more sustained research projects based on focused questions, 
demonstrating understanding of the subject under investigation. 

7. Gather relevant information from multiple print and digital sources, assess the credibility and 
accuracy of each source, and integrate the information while avoiding plagiarism. 

8. Draw evidence from literary or informational texts to support analysis, reflection, and research. 

Range of Writing 

9. Write routinely over extended time frames (time for research, reflection, and revision) and 
shorter time frames (a single sitting or a day or two) for a range of tasks, purposes, and 
audiences.

 
Note on range and content of student 
writing  
 
For students, writing is a key means of asserting and 
defending claims, showing what they know about a 
subject, and conveying what they have experienced, 
imagined, thought, and felt. To be college and career 
ready writers, students must take task, purpose, and 
audience into careful consideration, choosing words, 
information, structures, and formats deliberately. 
They need to be able to use technology strategically 
when creating, refining, and collaborating on writing. 
They have to become adept at gathering information, 
evaluating sources, and citing material accurately, 
reporting findings from their research and analysis of 
sources in a clear and cogent manner. They must 
have the flexibility, concentration, and fluency to 
produce high-quality first-draft text under a tight 
deadline and the capacity to revisit and make 
improvements to a piece of writing over multiple 
drafts when circumstances encourage or require it. 
To meet these goals, students must devote significant 
time and effort to writing, producing numerous pieces 
over short and long time frames throughout the year.

 
 
*These broad types of writing include many subgenres. See Appendix A for definitions of key writing types. 
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Writing Standards for Literacy in History/Social Studies Grades 6-12  
 
The standards below begin at grade 6; standards for K-5 writing in history/social studies, science, and technical subjects are integrated into the K-5 Writing standards. The CCR 
anchor standards and high school standards in literacy work in tandem to define college and career readiness expectations—the former providing broad standards, the latter 
providing additional specificity.  
 

Grade 6-8 students: Grade 9-10 students: Grade 11-12 students: 
Text Types and Purposes 
1. Write arguments focused on discipline-specific 

content. CC6-8WH/SS 1 
a. Introduce claim(s) about a topic or issue, 

acknowledge and distinguish the claim(s) from 
alternate or opposing claims, and organize the 
reasons and evidence logically.  
CC6-8WH/SS1a 

b. Support claim(s) with logical reasoning and 
relevant, accurate data and evidence that 
demonstrate an understanding of the topic or 
text, using credible sources. 
CC6-8WH/SS 1b 

c. Use words, phrases, and clauses to create 
cohesion and clarify the relationships among 
claim(s), counterclaims, reasons, and evidence. 
CC6-8WH/SS 1c 

d. Establish and maintain a formal style. 
 CC6-8WH/SS 1d 

e. Provide a concluding statement or section that 
follows from and supports the argument 
presented. CC6-8WH/SS 1e 

1. Write arguments focused on discipline-specific 
content. CC9-10WH/SS 1 
a. Introduce precise claim(s), distinguish the 

claim(s) from alternate or opposing claims, and 
create an organization that establishes clear 
relationships among the claim(s), counterclaims, 
reasons, and evidence. CC9-10WH/SS 1a 

b. Develop claim(s) and counterclaims fairly, 
supplying data and evidence for each while 
pointing out the strengths and limitations of both 
claim(s) and counterclaims in a discipline-
appropriate form and in a manner that anticipates 
the audience's knowledge level and concerns. 
CC9-10WH/SS 1b 

c. Use words, phrases, and clauses to link the 
major sections of the text, create cohesion, and 
clarify the relationships between claim(s) and 
reasons, between reasons and evidence, and 
between claim(s) and counterclaims. 
CC9-10WH/SS 1c 

d. Establish and maintain a formal style and 
objective tone while attending to the norms and 
conventions of the discipline in which they are 
writing. CC9-10WH/SS 1d 

e. Provide a concluding statement or section that 
follows from or supports the argument presented. 
CC9-10WH/SS 1e 

1. Write arguments focused on discipline-specific 
content. CC11-12WH/SS1 
a. Introduce precise, knowledgeable claim(s), 

establish the significance of the claim(s), 
distinguish the claim(s) from alternate or 
opposing claims, and create an organization that 
logically sequences the claim(s), counterclaims, 
reasons, and evidence. CC11-12WH/SS1a 

b. Develop claim(s) and counterclaims fairly and 
thoroughly, supplying the most relevant data and 
evidence for each while pointing out the strengths 
and limitations of both claim(s) and counterclaims 
in a discipline-appropriate form that anticipates 
the audience's knowledge level, concerns, 
values, and possible biases.  
CC11-12WH/SS1b 

c. Use words, phrases, and clauses as well as 
varied syntax to link the major sections of the 
text, create cohesion, and clarify the relationships 
between claim(s) and reasons, between reasons 
and evidence, and between claim(s) and 
counterclaims. CC11-12WH/SS1c 

d. Establish and maintain a formal style and 
objective tone while attending to the norms and 
conventions of the discipline in which they are 
writing. CC11-12WH/SS 1d 

e. Provide a concluding statement or section that 
follows from or supports the argument presented. 
CC11-12WH/SS 1e 
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Writing Standards for Literacy in History/Social Studies Grades 6-12 
 

Grade 6-8 students: Grade 9-10 students: Grade 11-12 students: 
Text Types and Purposes (continued) 
2. Write informative/explanatory texts, including the 

narration of historical events, scientific procedures/ 
experiments, or technical processes.  
CC6-8WH/SS 2 
a. Introduce a topic clearly, previewing what is to 

follow; organize ideas, concepts, and information 
into broader categories as appropriate to 
achieving purpose; include formatting (e.g., 
headings), graphics (e.g., charts, tables), and 
multimedia when useful to aiding comprehension. 
CC6-8WH/SS 2a 

b. Develop the topic with relevant, well-chosen 
facts, definitions, concrete details, quotations, or 
other information and examples. CC6-8WH/SS 
2b 

c. Use appropriate and varied transitions to create 
cohesion and clarify the relationships among 
ideas and concepts. CC6-8WH/SS2c 

d. Use precise language and domain-specific 
vocabulary to inform about or explain the topic. 
CC6-8WH/SS 2d 

e. Establish and maintain a formal style and 
objective tone. CC6-8WH/SS/2e 

f. Provide a concluding statement or section that 
follows from and supports the information or 
explanation presented. CC6-8WH/SS2f 

2. Write informative/explanatory texts, including the 
narration of historical events, scientific procedures/ 
experiments, or technical processes. CC9-10WH/SS 
2 
a. Introduce a topic and organize ideas, concepts, 

and information to make important connections 
and distinctions; include formatting (e.g., 
headings), graphics (e.g., figures, tables), and 
multimedia when useful to aiding comprehension. 
CC9-10WH/SS 2a 

b. Develop the topic with well-chosen, relevant, and 
sufficient facts, extended definitions, concrete 
details, quotations, or other information and 
examples appropriate to the audience's 
knowledge of the topic. CC9-1W0H/SS2b 

c. Use varied transitions and sentence structures to 
link the major sections of the text, create 
cohesion, and clarify the relationships among 
ideas and concepts. CC9-10WH/SS 2c 

d. Use precise language and domain-specific 
vocabulary to manage the complexity of the topic 
and convey a style appropriate to the discipline 
and context as well as to the expertise of likely 
readers. CC9-10WH/SS 2d 

e. Establish and maintain a formal style and 
objective tone while attending to the norms and 
conventions of the discipline in which they are 
writing. CC9-10WH/SS 2e 

f. Provide a concluding statement or section that 
follows from and supports the information or 
explanation presented (e.g., articulating 
implications or the significance of the topic).  
CC9-10WH/SS2f 

2. Write informative/explanatory texts, including the 
narration of historical events, scientific procedures/ 
experiments, or technical processes. 
CC11-12WH/SS2 
a. Introduce a topic and organize complex ideas, 

concepts, and information so that each new 
element builds on that which precedes it to create 
a unified whole; include formatting (e.g., 
headings), graphics (e.g., figures, tables), and 
multimedia when useful to aiding comprehension. 
CC11-12WH/SS 2a 

b. Develop the topic thoroughly by selecting the 
most significant and relevant facts, extended 
definitions, concrete details, quotations, or other 
information and examples appropriate to the 
audience's knowledge of the topic. 
CC11-12WH/SS 2b 

c. Use varied transitions and sentence structures to 
link the major sections of the text, create 
cohesion, and clarify the relationships among 
complex ideas and concepts. 
CC11-12WH/SS2c 

d. Use precise language, domain-specific 
vocabulary and techniques such as metaphor, 
simile, and analogy to manage the complexity of 
the topic; convey a knowledgeable stance in a 
style that responds to the discipline and context 
as well as to the expertise of likely readers. 
CC11-12WH/SS2d 

e. Provide a concluding statement or section that 
follows from and supports the information or 
explanation provided (e.g., articulating 
implications or the significance of the topic). 
CC11-12WH/SS 2e 
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Writing Standards for Literacy in History/Social Studies Grades 6-12 
 

Grade 6-8 students: Grade 9-10 students: Grade 11-12 students: 
Production and Distribution of Writing 
4. Produce clear and coherent writing in which the 

development, organization, and style are appropriate 
to task, purpose, and audience. CC6-8WH/SS S4 

4. Produce clear and coherent writing in which the 
development, organization, and style are appropriate 
to task, purpose, and audience.  
CC9-10WH/SS 4 

4. Produce clear and coherent writing in which the 
development, organization, and style are appropriate 
to task, purpose, and audience. 
CC11-12WH/SS S4 

5. With some guidance and support from peers and 
adults, develop and strengthen writing as needed by 
planning, revising, editing, rewriting, or trying a new 
approach, focusing on how well purpose and 
audience have been addressed. CC6-8WH/SS5 

5. Develop and strengthen writing as needed by 
planning, revising, editing, rewriting, or trying a new 
approach, focusing on addressing what is most 
significant for a specific purpose and audience.  
CC9-10WH/SS 5 

5.  Develop and strengthen writing as needed by 
planning, revising, editing, rewriting, or trying a new 
approach, focusing on addressing what is most 
significant for a specific purpose and audience. 
CC11-12WH/SS 5 

6, Use technology, including the Internet, to produce 
and publish writing and present the relationships 
between information and ideas clearly and efficiently.
CC6-8WH/SS 6 

6. Use technology, including the Internet, to produce, 
publish, and update individual or shared writing 
products, taking advantage of technology's capacity 
to link to other information and to display information 
flexibly and dynamically. CC9-10WH/SS 6 

6. Use technology, including the Internet, to produce, 
publish, and update individual or shared writing 
products in response to ongoing feedback, including 
new arguments or information.  
CC11-12WH/SS 6 

Research to Build and Present Knowledge 
7. Conduct short research projects to answer a question 

(including a self-generated question), drawing on 
several sources and generating additional related, 
focused questions that allow for multiple avenues of 
exploration. CC6-8WH/SS 7 

7. Conduct short as well as more sustained research 
projects to answer a question (including a self- 
generated question) or solve a problem; narrow or 
broaden the inquiry when appropriate; synthesize 
multiple sources on the subject, demonstrating 
understanding of the subject under investigation. 
CC9-10WH/SS7 

7. Conduct short as well as more sustained research 
projects to answer a question (including a self- 
generated question) or solve a problem; narrow or 
broaden the inquiry when appropriate; synthesize 
multiple sources on the subject, demonstrating 
understanding of the subject under investigation. 
CC11-12WH/SS 7 

8. Gather relevant information from multiple print and 
digital sources, using search terms effectively; 
assess the credibility and accuracy of each source; 
and quote or paraphrase the data and conclusions of 
others while avoiding plagiarism and following a 
standard format for citation. CC6-8WH/SS8 

8. Gather relevant information from multiple 
authoritative print and digital sources, using 
advanced searches effectively; assess the 
usefulness of each source in answering the research 
question; integrate information into the text 
selectively to maintain the flow of ideas, avoiding 
plagiarism and following a standard format for 
citation. CC9-10WH/SS8 

8. Gather relevant information from multiple 
authoritative print and digital sources, using 
advanced searches effectively; assess the strengths 
and limitations of each source in terms of the specific 
task, purpose, and audience; integrate information 
into the text selectively to maintain the flow of ideas, 
avoiding plagiarism and overreliance on any one 
source and following a standard format for citation. 
CC11-12WH/SS 8 

9. Draw evidence from informational texts to support 
analysis reflection, and research. CC6-8WH/SS 9 

9. Draw evidence from informational texts to support 
analysis, reflection, and research.  
CC9-10WH/SS 9 

9. Draw evidence from informational texts to support 
analysis, reflection, and research. 
CC11-12WH/SS 9 

Range of Writing 
10 Write routinely over extended time frames (time for 10. Write routinely over extended time frames (time for 10. Write routinely over extended time frames (time for 
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reflection and revision) and shorter time frames (a 
single sitting or a day or two) for a range of discipline-
specific tasks, purposes, and audiences.  
CC6-8WH/SS 10 

reflection and revision) and shorter time frames (a 
single sitting or a day or two) for a range of discipline-
specific tasks, purposes, and audiences. 
CC9-10WH/SS 10 

reflection and revision) and shorter time frames (a 
single sitting or a day or two) for a range of discipline-
specific tasks, purposes, and audiences. 
CC11-12WH/SS 10 
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Delaware Model Unit Gallery Template 
 

This unit has been created as an exemplary model for teachers in (re)design of course 
curricula.  An exemplary model unit has undergone a rigorous peer review and jurying 
process to ensure alignment to selected Delaware Content Standards. 

Unit Title:  Economic Stability 

Designed by:   
District: 

Content Area:  Social Studies 
Grade Level(s):  9-12 
 _________________________________________________________________________  

Summary of Unit 
(Includes text from the Delaware Social Studies Clarifications Document) 

This unit focuses on the overarching question, “How can economic stability be achieved?”  
Unlike the study of individual markets, the total economy is the sum of all markets in a 
society.  Understanding involves the ability on the part of the students to analyze how 
changes in one market will impact others. 

Background Information 

When either the consumption or production decisions are added up for a year, the 
information tracks the health of an economy.  Economists have come to refer to these 
changes in economic activity over time as the business cycle.  The length of the cycle 
varies and reflects the decisions consumers, producers, and governments make and the 
impact these decisions have on an economy. 

There are four parts to any business cycle (using the Great Depression as an example): 
! Peak – the highest point gross domestic product (GDP) achieves.  (The economy hit 

its peak in October 1929.)* 
! Recession – the period during which GDP declines.  There must be at least six 

consecutive months of decline in the GDP to be called a recession. 
! Trough – the lowest point GDP hits before economic growth begins for the next 

phase.  (The economy hit its lowest point in 1933.)* 
! Expansion — an increase in GDP for a specific time period.  Growth may increase 

slowly as in the 1930s or rapidly as in the 1990s. 

* The peak and the trough can only be determined in retrospect after the recession or 
expansion has begun. 

Within a business cycle, the economy will show symptoms of instability, fluctuating between 
periods of unemployment and inflation.  For the most part, the unemployment rate rises 
during a recession and declines during an expansion.  In the 1970s, the United States 
experienced almost a decade of a condition known as “stagflation,” during which both 
unemployment and inflation occurred at the same time.  Since then, the cycles have 
reflected normal patterns. 

What causes unemployment to rise above the 5% rate that is considered full employment?  
What does it mean to be unemployed?  How are unemployment figures calculated?  To be 
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unemployed, a person has to be willing to, able to, and looking for work, but not be able to 
find it.  The Bureau of Labor Statistics calls 64,000 households a month and asks a series of 
questions to determine the unemployment rate.  It is not related to the number of people 
collecting unemployment.  Consequently, many economists believe that the rate is too low 
due to the methods used to collect information and the fact that there are discouraged 
workers who have given up looking for a job. 

Unemployment is categorized by observing five different causes: 

A. Cyclical unemployment is a result of overall decreased demand for goods and 
services, causing a downturn/recession in the economy that is reflected in the business 
cycle. 

B. Structural unemployment refers to people that do not have the skills to match the job 
openings that are available.  Demand for the skills they have decline.  Businesses trying 
to reduce costs eliminate jobs.  Time is required for many workers to retrain and find 
new jobs. 

C. Frictional unemployment refers to workers who are between jobs.  Examples of this 
range from those who have just graduated from high school or college to someone 
whose spouse has been transferred and has not yet found a new job to someone who 
was unhappy in their previous job and quit before having another one lined up. 

D. Seasonal unemployment is a result of demand for workers declining because of the 
type of job they have.  For example, landscapers have to find alternatives during the 
winter months, or summer resorts close down in September and other jobs are not 
available there.  Construction workers and farm labor have to contend with the weather 
as a factor in whether or not they are employed.  Knowing that the weather will change 
and that the season comes around yearly, causes workers in these fields to find other 
intermittent employment or to live off savings during the off-season. 

E. Technological unemployment refers to technological change and innovation creating 
new goods and services that can make skills obsolete.  Some workers have difficulty 
responding to the changes their companies implement.  For many, retraining is 
necessary to find jobs that will allow them to maintain their standard of living.  Some 
might choose not to retrain. 

Unemployment reduces household income, which creates less demand for goods and 
services.  More people may be laid off and there is another round of decreasing income to 
households.  Less income creates less tax revenue, which may result in a lower level of 
public goods and services and the jobs related to their delivery. 

During an expansionary phase of the business cycle, characterized by economic growth, the 
possibility of inflation exists.  Defined as an increase in the overall level of prices, inflation 
affects consumers, producers, and government differently.  When the inflation rate rises 
above 3%, real purchasing power in the economy declines for many people.  Two root 
causes of inflation are demand-pull and cost-push.  In the first scenario, the economy is 
considered to be overheated and that “too much money is chasing too few goods.”  What 
does this mean?  Productive resources in an economy are being used to their fullest 
capacity and choices are made by markets as to how to use them, so there is upward 
pressure on prices to determine who will get the goods and services.  Incomes are higher 
than the amount of goods and services available so prices rise.  In the cost-push scenario, 
the costs of productive resources rise, pushing up the cost of production.  Producers cut 
back on the amount they can supply so prices for the final goods and services rise.  A 
good example of this was the inflation of the 1970s caused by the rapid increase in oil 
prices.  Not only did gasoline prices increase for consumers, but the cost of transporting 
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goods rose quickly.  Since oil is also the base for many other products like plastics, fibers, 
pharmaceuticals, etc., their cost increased.  Consumers whose incomes did not keep pace 
with the price increases found their real purchasing power declining. 

There are gainers and losers during an inflationary spiral.  If one is a saver, the value of 
savings declines if the interest rate received does not stay ahead of the inflation rate.  A 
person with a fixed income, such as a retiree or welfare recipient, loses purchasing power.  
A creditor loses because he is being paid back in dollars that will buy less than when he lent 
the money.  On the other hand, a borrower gains because they have received the goods or 
services at the lower price, and they pay back in dollars worth less.  People whose income 
rises faster than the inflation rate gain, as do those whose assets increase in value faster 
than the inflation rate. 

To combat the instability of inflation and recession, the Federal Reserve System (also known 
as “the Fed”) and the federal government use the tools of monetary and fiscal policy, 
respectively.  The goals of the Federal Reserve System are to promote economic growth, full 
employment, and to achieve price stability.  Since inflation is caused by having too much 
money in circulation, the Fed uses monetary policy to control and stabilize the money 
supply.  Acting as “the banker’s bank,” the Fed increases or decreases the money supply by 
providing incentives for banks to make (or not make) loans to businesses and households. 

The tools which the Fed uses to accomplish these goals include being able to set reserve 
requirements, the discount rate, and the federal funds rate target, and to conduct 
open market operations.  The reserve requirement is the percentage of deposits a bank 
must keep as cash in their vault or on deposit at the Fed.  Rarely is the reserve requirement 
altered because the impact of changing the money multiplier would be too great.  To 
encourage or discourage banks from lending, the Fed sets the discount rate, which is the 
interest rate banks must pay the Fed for short-term borrowing at the discount window.  The 
Fed also sets the target interest rate for federal funds, the interest that banks charge each 
other for short-term borrowing.  The most often used tool of monetary policy is open 
market operations, the buying and selling of government securities to increase or 
decrease the money supply. 

If the economy is in recession, the Fed will take steps to increase the money supply by 
buying government securities, lowering the discount and/or federal funds rate, and possibly 
lowering the reserve requirements.  Increasing the money supply provides the banks with 
more lending capability so that they can make more loans, increasing demand for goods 
and services.  During inflationary times, there could be too much money in circulation, so 
the Fed decreases the amount of money by selling government securities, by increasing the 
discount and federal funds rate, or by increasing the reserve requirement. 

While the Federal Reserve is responsible for monetary policy, the executive and legislative 
branches of the federal government utilize fiscal policy to combat the ups and downs of the 
business cycle.  The two tools that the President and Congress can use are taxing and 
spending policies.  When faced with a recession, the fiscal policy suggested by this condition 
is to reduce taxes, increasing household and business income, which in turn increases 
households’ ability to purchase goods and services.  If done when the problem exists, this 
policy can encourage economic growth.  If consumer and producer demand is still sluggish, 
the government can increase government spending by purchasing goods and services from 
businesses, which then need to hire additional productive resources including labor.  When 
an inflationary spiral is affecting the economy, fiscal policy actions indicate that taxes should 
be increased and cuts should be made in government spending.  The consequence of this 
policy is to decrease overall demand so that prices will stabilize. 
 _________________________________________________________________________  
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Stage 1 – Desired Results 

(What students will know, do, and understand) 
 _________________________________________________________________________  

Delaware Content Standards  
! Include those addressed in Stage 3 and assessed in Stage 2. 

Economics Standard Two 9-12a:  Students will develop an understanding of how 
economies function as a whole, including the causes and effects of inflation, 
unemployment, business cycles, and monetary and fiscal policies.  

Big Idea(s) 
! Transferable core concepts, principles, theories, and processes from the Content Standards. 

Interdependence 
Economic Stability 

Unit Enduring Understandings (K-12) 
! Full-sentence, important statements or generalizations that specify what students should understand from 

the Big Ideas(s) and/or Content Standards and that are transferable to new situations. 
 

• A nation’s overall level of income, employment, and prices are determined by the 
interaction of spending and production decisions made by all households, firms, 
government, and trading partners. 

• Because of interdependence, decisions made by consumers, producers, and government 
impact a nation’s standard of living. 

• Market economies are dependent on the creation and use of money, and a monetary 
system to facilitate exchange. 

Contextual 
! Economic instability affects the choices made by households, businesses, and 

government.  

Unit Essential Questions 
! Open-ended questions designed to guide student inquiry and learning. 

 

• Why is our economy interdependent? 
• How can we determine the overall health of the economy? 
• Why are market economies dependent on the creation and use of money and a 

monetary system to facilitate exchange? 
• How might government policy decisions affect the stability of the economy? 

! How do Federal Reserve decisions affect the stability of the economy? 
! How does fiscal policy affect the stability of the economy? 

Knowledge and Skills 
! Needed to meet Content Standards addressed in Stage 3 and assessed in Stage 2. 

 Students will know… 
• How the economy operates as a whole 
• Money flows/real flows (demonstrated in the circular flow diagram) 
• Major sectors of the economy – households, businesses, and government 
• Business cycle – peak, recession, trough, expansion, contraction 
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• Causes and effects of unemployment – cyclical, structural, frictional, seasonal, and 
technological 

• Causes and effects of inflation, deflation, and stagflation 
• How the U.S. monetary system operates 
• Tools of Monetary Policy/ Federal Reserve 
• The structure of the federal budget 
• The differences between the U.S. deficit and debt 
• Tools of fiscal policy/U.S. Government 

 Students will be able to… 
• Analyze the effects of an event on the economy as a whole 
• Analyze economic statistics and determine the health of the economy 
• Explain how the Federal Reserve controls the money supply in order to achieve economic 

stability 
• Explain how Congress and the President use taxing and spending to achieve economic 

stability 
• Recommend monetary and fiscal policy actions 
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Stage 2 – Assessment Evidence 

(Evidence that will be collected to determine whether or not Desired Results 
are achieved) 

 _________________________________________________________________________  

Suggested Performance/Transfer Task(s) 
! Performance/transfer tasks as evidence of student proficiency 

 
 An effective assessment for ALL students should be designed to include: 

! Complex, real-world, authentic applications 
! Assessment(s) for student understanding of the Stage 1 elements (Enduring Understandings, Essential 

Questions, Big Ideas) found in the Content Standards 
! Demonstration of high-level thinking with one or more facets of understanding (e.g., explain, interpret, 

apply, empathize, have perspective, self-knowledge) 

Transfer Task #1 – Economic Measurement 

This performance task should be reviewed with students prior to beginning Lesson Two and 
be completed at the conclusion of Lesson Two.  
 

Prior Knowledge Now that you understand the business cycle and can analyze 
economic indicators to determine current economic conditions, 
you are ready to predict how the health of the economy will 
affect sectors of the economy. 

Problem The board of directors for an American manufacturing company 
wants to understand how the economy has affected company 
profits over the past 10 years and make predictions for the 
future. 

Role/ 
Perspective 

You are the economic advisor for an American manufacturer.  
(You chose the actual company.  Examples include: General 
Motors, Ryan Home Construction, Safeway Grocery Store, etc.). 

Product/ 
Performance 

As an economic adviser, it is your responsibility to research the 
last 10 years of economic conditions and present your findings 
to the board of directors.  In this presentation you must include 
the following content: 
• An overview of the trends over the last 10 years up to 

present day for each economic indicator (GDP, GDP per 
capita, inflation, unemployment, retail sales, and housing 
starts, and any other indicators that might affect the 
company you have selected) 

• An explanation of how these trends reflected conditions in 
the overall economy including any changes in the business 
cycle over that 10-year time period 

• A prediction of how the economic conditions would most 
likely affect an automobile manufacturer, either positively or 
negatively 

• Recommendations about what their company could do to 
maximize future sales considering the current economic 
statistics 
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Your presentation could take the form of a PowerPoint 
presentation, a presentation using posters and/or handouts, or a 
video. 

Criteria for an 
Exemplary 
Response 

Your presentation should include:  
• Trends over the last 10 years up to present day for each 

economic indicator (GDP, GDP per capita, inflation, 
unemployment, retail sales, and housing starts, and any 
other indicators that might affect the company you have 
selected) 

• An explanation of how these trends reflected conditions in 
the overall economy, including any changes in the business 
cycle over that 10-year time period 

• A prediction of how the economic conditions would most 
likely affect an automobile manufacturer, either positively or 
negatively 

Recommendations about what their company could do to 
maximize future sales considering the current economic 
statistics 

Transfer Task #2 – Monetary Policy and Federal Reserve Simulation 
This performance task should be reviewed with students prior to beginning Lesson Three 
and be completed at the conclusion of Lesson Three. 
 

Prior Knowledge Now that you understand the business cycle, can analyze 
economic indicators to determine current economic conditions, 
and are knowledgeable about monetary policy tools used by the 
Federal Reserve, you are ready to make recommendations about 
influencing economic stability. 

Problem The country is facing an economic crisis described by the 
following economic statistics: 
• Unemployment Rate:  ____ 
• Inflation Rate:  _____ 
• GDP:  _____ 

Role/ 
Perspective 

You are a member of the Federal Reserve Board.  Since you will 
be working with other members of the board, the group should 
collectively decide which student will take on the role of which 
member.  Prior to beginning the simulation, you will complete a 
brief biographical sketch of this member. 

Product/ 
Performance 

As a member of the Federal Reserve, you will be expected to 
present your recommendations to stabilize the national economy.  
In this simulation you must: 
• Introduce yourself to the group by sharing your biographical 

sketch. 
• Complete your entrance ticket prior to the simulation which 

asks you to: 
! Determine what phase the business cycle is in by 

evaluating the economic indicators 
! Predict how the current economic condition is affecting the 

average American citizen 
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! Develop a plan to stabilize the economy using the 
appropriate monetary tool(s) 

• As a group, write a statement explaining the monetary tool(s) 
used and an explanation of why those tools were used 

• Complete an exit ticket after the simulation which asks you to 
reflect on your original thoughts.  Based on discussion from 
the simulation you will: 
! Determine what phase the business cycle is in by 

evaluating the economic indicators 
! Predict how the current economic condition is affecting the 

average American citizen 
Criteria for an 
Exemplary 
Response 

In this simulation be sure to: 
• Introduce yourself to the group by sharing your biographical 

sketch. 
• Complete your entrance ticket prior to the simulation which 

asks you to: 
! Determine what phase the business cycle is in by 

evaluating the economic indicators 
! Predict how the current economic condition is affecting the 

average American citizen 
! Develop a plan to stabilize the economy using the 

appropriate  
• As a group, write a statement explaining the monetary tool(s) 

used and an explanation of why those tools were used 
• Complete an exit ticket after the simulation which asks you to 

reflect on your original thoughts.  Based on discussion from 
the simulation you will: 
! Determine what phase the business cycle is in by 

evaluating the economic indicators 
! Predict how the current economic condition is affecting the 

average American citizen 

Teacher Tips 

The teacher will provide the statistics using minutes from the Federal Open Market 
Committee (http:www.federalreserve.gov/monetarypolicy/fomccalendars.htm). 

Since the committee’s decision is included, the student can, at the completion of the 
analysis, compare his/her product/performance with what the committee actually decided. 

Or, teachers may want to use current statistics that are available at the Bureau of Economic 
Analysis (http://www.bea.gov/). 

Student Resources to Support Transfer Task #2: 

Federal Open Market Committee Members and Their Biographies –
http://www.federalreserve.gov/monetarypolicy/default.htm 

A Day in the Life of the FOMC explains what takes place at an FOMC meeting –
http://www.philadelphiafed.org/education/resources/day-in-life-of-fomc/ 

How the Fed Guides Monetary Policy 
http://www.frbsf.org/publications/federalreserve/fedinbrief/guides.html 
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A Little More About the FOMC 
http://www.frbsf.org/publications/federalreserve/fedinbrief/fomc.html 

Federal Open Market Committee Calendar and Minutes 

2003–2008 http://www.federalreserve.gov/monetarypolicy/fomccalendars.htm 

1978–2002 http://www.federalreserve.gov/monetarypolicy/fomc_historical.htm 

Transfer Task #3 – Fiscal Policy and Public Policy Analysis 

This performance task should be reviewed with students prior to beginning Lesson Four and 
be completed at the conclusion of Lesson Four. 
 

Prior Knowledge Now that you understand the business cycle, can analyze 
economic indicators to determine current economic conditions, 
and are knowledgeable about fiscal policy tools used by the 
national government, you are ready to make recommendations 
about influencing economic stability. 

Problem The country is currently facing an economic crisis described by 
the following economic statistics: 
• Unemployment Rate: ______ 
• Inflation Rate: _______ 
• GDP: _______ 

Role/ 
Perspective 

You are a member of Congress. 

Product/ 
Performance 

As a member of Congress you will be expected to present your 
recommendations to stabilize the national economy.  In this 
presentation you must: 
• Determine what phase the business cycle is in by evaluating 

the economic indicators 
• Predict how the current economic conditions are affecting the 

average American citizen 
• Develop a plan to stabilize the economy using the appropriate 

fiscal policy tool(s) 
• Explain how the plan will influence the budget 
Recommend long-term methods to reduce the national budget 
deficit and national debt 

Criteria for an 
Exemplary 
Response 

When making your recommendations be sure to: 
• Determine what phase the business cycle is in by evaluating 

the economic indicators 
• Predict how the current economic conditions are affecting the 

average American citizen 
• Develop a plan to stabilize the economy using the appropriate 

fiscal policy tool(s) 
• Explain how the plan will influence the budget 
• Recommend long-term methods to reduce the national budget 

deficit and national debt 
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Teacher Tip 

The teacher will provide the statistics using minutes from the Federal Open Market 
Committee.  http://www.federalreserve.gov/monetarypolicy/fomccalendars.htm 

Or, teachers may want to use current statistics which are available at the Bureau of 
Economic Analysis.  http://www.bea.gov/ 

Rubric(s) 
! Scoring guide to evaluate performance/transfer tasks used as evidence of student proficiency. 

 
 An effective scoring guide should: 

! Measure what is appropriate for the Content Standard that is assessed.  
! Provide opportunities for differentiation of the performance/transfer tasks used as evidence of student 

proficiency. 

Transfer Task #1 
 

Scoring Category 
Your findings 
include: Score Point 3 Score Point 2 Score Point 1 

An overview of the 
trends over the last 
10 years (up to 
present day) for 
each economic 
indicator—at least 
six 

The overview 
provides valid 
trends for all six 
economic 
indicators 

The overview 
provides valid 
trends for at least 
four economic 
indicators 

The overview 
provides valid 
trends for fewer 
than four 
economic 
indicators  

Or 
The overview 
provides invalid 
trends for three 
or more economic 
indicators 

An explanation of 
how these trends 
reflected changes 
in the business 
cycle over the 10-
year time period 

The explanation is 
well developed 
and reflects an 
accurate change 
in the business 
cycle over the 10-
year time period 

The explanation is 
partially 
developed and/or 
reflects a 
somewhat 
accurate change 
in the business 
cycle over the 10-
year time period 

The explanation is 
minimally 
developed and/or 
reflects an 
inaccurate change 
in the business 
cycle over the 10-
year time period 

A prediction of how 
the economic 
conditions would 
most likely affect 
an automobile 
manufacturer, 
either positively or 
negatively 

The prediction 
provides well 
developed 
reasoning 

The prediction 
provides partially 
developed 
reasoning  

The prediction 
provides 
minimally 
developed 
reasoning 
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Scoring Category 
Your findings 
include: Score Point 3 Score Point 2 Score Point 1 

Recommendations 
about what their 
company could do 
to maximize future 
sales considering 
the current 
economic statistics 

The 
recommendations 
provide well 
developed 
reasoning 

The 
recommendations 
provide partially 
developed 
reasoning  

The 
recommendations 
provide minimally 
developed 
reasoning  

Uses content 
appropriate 
vocabulary in order 
to demonstrate 
understanding 

Content-
appropriate 
vocabulary is well 
developed and 
evident 

Some evidence of 
content-
appropriate 
vocabulary usage 

Minimal evidence 
of content-
appropriate 
vocabulary usage 

 
Total Score: _______ 

 
Above the Standard: 13 to 15 

Meets the Standard: 8 to 12 
Below the Standard: 5 to 7 

 

Transfer Task #2 
 

Scoring Category 
Your simulation 
evidence includes: Score Point 3 Score Point 2 Score Point 1 
An introduction in 
the form of a 
biographical sketch  

The introduction is 
well developed 
with detailed 
supporting 
information 

The introduction is 
partially 
developed with 
limited 
supporting 
information  

The introduction is 
minimally 
developed with 
little supporting 
information  

An entrance ticket 
that determines 
what phase the 
business cycle is in 

The entrance ticket 
accurately 
determines what 
phase the business 
cycle is in 

Somewhat 
accurately 
determines what 
phase the business 
cycle is in 

Inaccurately 
determines what 
phase the business 
cycle is in 

An entrance ticket 
that predicts how 
the current 
economic condition 
is affecting the 
average American 
citizen 

Provides a 
prediction with 
well developed 
reasoning 

Provides a 
prediction with 
partially 
developed 
reasoning  

Provides a 
prediction with 
minimally 
developed 
reasoning 
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Scoring Category 
Your simulation 
evidence includes: Score Point 3 Score Point 2 Score Point 1 
An entrance ticket 
that provides a 
plan to stabilize the 
economy using the 
appropriate tool(s) 

Provides a plan 
using the 
appropriate 
tool(s) 

Provides a plan 
using somewhat 
appropriate 
tool(s) 

Provides a plan 
using 
inappropriate 
tool(s) 

A statement 
explaining how and 
why the monetary 
tool(s) used 

The statement is 
well developed 
with clear linkage 
regarding why the 
monetary tool 
should be used 

The statement is 
well or 
somewhat well 
developed with 
somewhat clear 
linkage regarding 
why the monetary 
tool should be used 

The statement is 
minimally 
developed with 
unclear linkage 
regarding why the 
monetary tool 
should be used 

An exit ticket 
evaluates economic 
indicators and 
determines what 
phase the business 
cycle is in  

The exit ticket 
thoroughly 
evaluates the 
economic indicators 
and accurately 
determines which 
phase the business 
cycle is in 

Partially 
evaluates the 
economic indicators 
and somewhat 
accurately 
determines which 
phase the business 
cycle is in  

Minimally 
evaluates the 
economic indicators 
and/or 
inaccurately 
determines which 
phase the business 
cycle is in  

Predicts how the 
current economic 
condition is 
affecting the 
average American 
citizen 

Provides a 
prediction that 
includes well 
developed 
reasoning 

Partially 
developed 
reasoning 

Minimally 
developed 
reasoning 

A plan to stabilize 
the economy using 
appropriate tool(s) 

Provides a plan 
using the 
appropriate 
tool(s)  

Somewhat 
appropriate 
tool(s) 

Inappropriate 
tool(s) 

 
Total Score: _______ 

 
Above the Standard: 21 to 24 
Meets the Standard: 15 to 20 
Below the Standard: 8 to 14 
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Transfer Task #3 
 

Scoring Category 
Your 
recommendations 
include:  Score Point 3 Score Point 2 Score Point 1 
An explanation of 
the phase that the 
business cycle is in  

The explanation 
provides well 
developed 
reasoning 

The explanation 
provides partially 
developed 
reasoning 

The explanation 
provides 
minimally 
developed 
reasoning 

A prediction of how 
the current 
economic 
conditions are 
affecting the 
average American 
citizen 

The prediction 
provides well 
developed 
reasoning 

The prediction 
provides partially 
developed 
reasoning 

The prediction 
provides 
minimally 
developed 
reasoning 

A plan to stabilize 
the economy using 
the appropriate 
fiscal policy tool(s) 

The plan uses the 
appropriate fiscal 
policy tool(s) 

The plan uses 
somewhat 
appropriate fiscal 
policy tool(s) 

The plan uses 
inappropriate 
fiscal policy tool(s) 

An explanation of 
how the plan will 
influence the 
budget 

The explanation 
provides well 
developed 
reasoning 

The explanation 
provides partially 
developed 
reasoning 

The explanation 
provides 
minimally 
developed 
reasoning 

A recommendation 
of long-term 
methods to reduce 
the national budget 
deficit and national 
debt 

The 
recommendation 
provides accurate 
methods with 
well developed 
reasoning for how 
the methods will 
reduce the national 
budget 

The 
recommendation 
provides 
somewhat 
accurate 
methods and/or 
partially 
developed 
reasoning for how 
the methods will 
reduce the national 
budget 

The 
recommendation 
provides 
inaccurate 
methods with 
minimally 
developed 
reasoning for how 
the methods will 
reduce the national 
budget 

 
Total Score: _______ 

 
Above the Standard: 13 to 15 

Meets the Standard: 8 to 12 
Below the Standard: 5 to 7 
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Other Evidence 
! Varied evidence that checks for understanding (e.g., tests, quizzes, prompts, student work samples, 

observations and supplements the evidence provided by the task) 

Formative Assessment is embedded into the lessons through the Checks for Understanding. 

Student Self-Assessment and Reflection 
! Opportunities for self-monitoring learning (e.g., reflection journals, learning logs, pre- and post-tests, self-

editing—based on ongoing formative assessments) 

 
When students are required to think about their own learning, to articulate 
what they understand and what they still need to learn, achievement 
improves. 

– Black and William, 1998; Sternberg, 1996; Young, 2000. 

How a teacher uses the information from assessments determines whether that assessment 
is formative or summative.  Formative assessments should be used to direct learning and 
instruction and are not intended to be graded. 

The Checks for Understanding at the end of each instructional strategy should be used as 
formative assessment and may be used as writing prompts or as small-group or whole-class 
discussion.  Students should respond to feedback and be given opportunities to improve 
their work.  The rubrics will help teachers frame that feedback. 

An interactive notebook or writing log could be used to organize student work and exhibit 
student growth and reflection. 
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Stage 3 – Learning Plan 

(Design learning activities to align with Stage 1 and Stage 2 expectations) 
 _________________________________________________________________________  

Key Learning Events Needed to Achieve Unit Goals 
! Instructional activities and learning experiences needed to align with Stage 1 and Stage 2 expectations. 

 
 Include these instructional elements when designing an effective and engaging learning plan for ALL  
 students: 

! Align with expectations of Stage 1 and Stage 2 
! Scaffold in order to acquire information, construct meaning, and practice transfer of understanding 
! Include a wide range of research-based, effective, and engaging strategies 
! Differentiate and personalize content, process, and product for diverse learners 
! Provide ongoing opportunities for self-monitoring and self-evaluation 

Lesson One 

Essential Question 
• Why is our economy interdependent? 

Background:  Initial Excerpts from Clarification Document 
Lesson Focus – Interdependence (Circular Flow) 

Unlike the study of individual markets, the total economy is the sum of all markets in a 
society.  Understanding involves the ability on the part of the students to analyze how 
changes in one market will impact others.  In a market economy, there are three major 
players in the economy: households, businesses, and government.  What the society 
produces generates income for households.  Households sell their productive resources 
(land, labor, capital, and entrepreneurship) to business in exchange for income (rent, 
wages, interest, and profit).  Household income is spent, taxed, or saved.  The money spent 
for private goods and services returns to businesses, while the taxes paid to the 
government fund public goods and services.  Savings is money households do not spend on 
goods and services.  Most households place this income with financial intermediaries, banks, 
and brokers.  These financial institutions transfer the savings through businesses borrowing 
from banks, the buying and selling of corporate stocks and bonds, the funding of 
mortgages, and the buying of insurance.  Businesses from small to large borrow to expand.  
This requires buying more productive resources from households, which in turn creates 
more household income.  Additionally, goods and services are exported and imported by 
American households and businesses causing increases in consumption and production 
within the United States. 

The 6-8 benchmark introduces students to the concept of the circular flow model.  The 
Clarification Document explains: 

Money in an economy facilitates trade and encourages specialization by reducing 
the costs of exchange.  The more an economy specializes, the more efficient it 
becomes.  With increased efficiency comes a higher standard of living and greater 
interdependence. 

Banks, taxes, and spending by governments transfer income and financial resources from 
one entity to another.  These actions often promote economic growth and redistribute 
income. 

Banks transfer money from savers to borrowers.  Households are willing to save their 
money because banks are willing to offer interest payments as an incentive.  Borrowers 
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decide that the benefits of borrowing outweigh the costs.  The loans made by banks transfer 
savings to borrowers.  These transactions increase the money supply.  This in turn increases 
economic activity and promotes economic growth. 

Taxes transfer money from individuals and businesses to the government.  The government 
uses that revenue to provide public goods and services and support the purposes of 
government.  Taxes that are levied can alter what people buy and affect production 
decisions because of their impact on costs in the production process. 

Government spending transfers revenue to individuals and businesses and provides public 
goods and services.  Public goods and services provide benefits to more than one person at 
the same time, and their use cannot be restricted only to those people who have paid to use 
their goods and services.  Students should be able to analyze how tax dollars are used to 
pay for public goods such as national defense, education, and roads and explain why these 
services would be underprovided in the private sector without government intervention.  
Governments sometimes use taxes to influence economic activity.  Government policy can 
address environmental concerns, define and protect property rights, and attempt to make 
markets more competitive.  Many government policies also redistribute income.  Social 
welfare programs, such as food stamps and Medicaid, are examples of this.  Circular Flow 
Models (the movement of output and income from one sector of the economy to another—
often illustrated as a circular flow diagram) can help students to analyze the role of money, 
banking, taxes, and government spending in a market economy. 

Strategy 1:  Gathering Information 
Simulation – The Circular Flow of Economic Activity 

Simulations are helpful because they integrate a variety of differentiated learning strategies.  
Auditory, kinesthetic, and visual learners all benefit from the multiple steps involved with 
the Circular Flow of Economic Activity available through the National Council on Economic 
Education’s Virtual Economics version 3.0 CD.  Copies of the CD were distributed over the 
last few years by the University of Delaware’s Center for Economic Education professional 
development programs.  If your school does not have a copy, you may contact the Center 
for Economic Education to arrange professional development and distribution of the CDs. 

To access The Circular Flow of Economic Activity, place the CD into your computer and using 
the tab entitled “Search by Publication,” locate the Economics in Action publication and click 
on Lesson 10.  All directions and materials are included in the lesson. 

At the conclusion of the simulation, a class-wide debriefing should take place.  Questions for 
the debriefing should include: 
1. What are the three main parts around which all activities revolve?  Households, 

government, businesses 
2. What are the four productive resources?  Land, labor, capital, entrepreneurship  
3. What are the money payments received for each of the above?  Rent, wages, interest, 

and profit 
4. For what three activities do households use their income?  Spending, saving, and 

investing 
5. What do households get in return for placing their income in these areas?  Goods/ 

services or profit 
6. What is the main activity for which households use their income?  Spending 
7. What is the second largest use of household income?  Taxes 
8. If there is income left where does income go?  Saving or investing  
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Debriefing questions source:  Barbara Emery, Program Coordinator, Center for Economic 
Education and Entrepreneurship, University of Delaware 

Check for Understanding 

Why does economic activity as a whole create a circle?  Explain your answer.  

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 2:  Gathering Information 
Think/Pair/Share 

First, pose the following questions to the class as a whole: 
• When economists refer to “the economy,” what are they talking about? 
• How is my life affected by how well the economy is doing? 
• How do you know how well the economy is doing? 

Ask students to quietly record their own answers in their interactive notebook or journal.  
Students should be given approximately 3 to 5 minutes to think about and then record their 
answers.  Then place students in pairs.  The two should compare and contrast their answers 
through discussion and then make any revisions to their own answers based upon the 
discussion.  At that point, the teacher should circulate among the partners, answer 
questions, listen for and address misperceptions, etc.  Partners should then report out 
during a class-wide debriefing. 

During the class-wide debriefing, answers will vary and might include the following: 
• When economists refer to “the economy,” what are they talking about? 
The total economy is the sum of all markets in a society.  There are three major “players” or 
sectors—the households, businesses, and government.  Households sell their resources 
(land, labor, capital, and entrepreneurship) to businesses in exchange for income (rent, 
wages, interests, and profit).  The income is spent, taxed, or saved.  Government provides 
public goods and services using the taxes collected.  We use the circular flow model to 
represent our economy. 
• How is my life affected by how well the economy is doing? 
The economy and how well it is doing affects my life in a variety of ways.  This includes how 
easy it is to get a job, how easy or difficult it is to purchase goods and services, how 
expensive goods and services are, and what types of public goods and services I am eligible 
to receive.  For instance, public schooling is paid for using tax money.  If the economy is not 
doing well, some extracurricular activities could be cut if the money is not available. 
• How do you know how well the economy is doing? 
Answers might include different types of media reporting the information, but students 
should begin to think about what the media is reporting—the unemployment rate, inflation, 
etc.  Students should also reflect on personal experiences such as not being able to find a 
job, not having enough “extra” money (i.e., disposable income) to go shopping for luxuries, 
etc., if the economy is not doing well or having no problem finding a job, getting a raise, 
etc., if the economy is doing well.  Students might begin to think about economic statistics, 
but the focus of that discussion will take place in Lesson Two, Strategy One. 

During the debriefing, misconceptions should be addressed if any remain.  It should also be 
a time for students to ask questions. 
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Check for Understanding: 

How has your understanding of the economy changed as a result of this discussion?  
Support your answer with an example. 

Rubric 
2 – This response gives a valid change with an accurate and relevant example.   
1 – This response gives a valid change with an inaccurate, irrelevant, or no example.   
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 3:  Extending and Refining 
Cooperative Learning 

To pre-assess student understanding and link to prior knowledge, students will exhibit 
examples of the circular flow model using real life examples.  This will be accomplished 
through the following steps:  
1. Students should take out the circular flow graphic that includes households, 

government, and businesses which was distributed in Strategy One. 
2. Students should be paired and given the following materials: 

! An oversized sheet of construction paper or flipchart paper 
! Scissors, markers, etc. 
! Old magazines or other sources of graphics 

3. Then students create a circular flow collage by recreating the circular flow diagram on 
their paper and finding examples within magazines of the circular flow actions taking 
place.  The actions should include both money flows and real flows.  For instance, a 
picture of a person purchasing goods at a store or someone getting their hair cut in a 
salon would represent the connection between households and business firms (real 
flow).  The picture would be cut out and pasted onto the collage with an arrow that 
shows the flow of money (money flow) going from households to business firms. 

Check for Understanding: 

What is/are my role(s) in the economy?  Explain your answer. 

Rubric 
2 – This response gives a valid role with an accurate and relevant explanation.  
1 – This response gives a valid role with an inaccurate, irrelevant, or no explanation.  

How do my actions affect the economy?  Explain your answer. 

Rubric 
2 – This response gives a valid effect with an accurate and relevant explanation.  
1 – This response gives a valid effect with an inaccurate, irrelevant, or no explanation.  
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 4:  Application 
Case Studies using Conclusion-Support Notes 

Student pairs from the previous strategy should pair with another group, thus creating a 
larger group of four.  Using the circular flow diagram and knowledge of the money 
flows/real flows, how markets operate, and the three sectors of the economy, students will 
read current event articles and determine how one event might affect the economy as a 
whole.  Students should read all four articles and then determine which student will 
facilitate or lead the discussion for each article.  As students are reading, they should 
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underline sections that are unclear.  As each article is reviewed by the group, each student 
should share and discuss their underlined sections.  

After discussion is complete, the group should complete their conclusion-support notes.  In 
column #1, the headline should be written.  Then in column #2, the group should provide a 
concise explanation of how this event could impact at least two sectors of the economy.  In 
column #3, the group provides evidence presented in the article to support their conclusion. 

While determining conclusions for each article keep in mind aspects such as: 
! How will this impact households?  Will they be influenced positively or negatively? 
! What markets will be influenced?  Will they be influenced positively or negatively? 
! How will this event increase or decrease taxes? 

 
Headline Conclusion Support 

#1.    

#2.    

#3.    

#4.    
 
#1.  Avon to cut 2,400 jobs, spend, save more on restructuring 
http://www.usatoday.com/money/industries/2008-01-08-avon-restructuring_n.htm 
(Change in business spending) 
 
#2.  Groups: Gas costs families $1,000 more a year than in '01 
http://www.usatoday.com/money/industries/energy/2007-05-16-gas-prices-hearing_n.htm 
(Change in household spending) 
 
#3.  Growth in federal spending unchecked 
http://www.usatoday.com/news/washington/2006-04-02-federal-spending_x.htm (Change 
in government spending) 
 
#4.  Other relevant articles might include: 

Bush signs war spending bill 
http://www.usatoday.com/news/washington/2007-05-25-warspending_n.htm 

How federal spending has climbed since 2001 
http://www.usatoday.com/news/washington/2006-04-02-federal-spending-
inside_x.htm 

We really love — and spend on — our pets 
http://www.usatoday.com/life/lifestyle/2007-12-10-pet-survey_n.htm 

Price of seniors' care to soar as boomers age 
http://www.usatoday.com/news/nation/2008-02-14-senior-charticle_n.htm 

Bush seeks tax relief package to stimulate economy 
http://www.usatoday.com/news/washington/2008-01-18-bush-economy_n.htm 

Slow economic times mean pay cuts for many workers 
http://www.usatoday.com/money/economy/2008-06-01-commission-tips-pay-
income_N.htm 
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Check for Understanding 

Why is our economy interdependent?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation.  
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Alternative Strategy 4:  Application 
Summarizing 

Using the Circular Flow Analysis Tool below students will select four of the articles above.  
After reading each article, students will use the tool to make statements summarizing how 
the event impacts the economy as a whole.  
 

CIRCULAR FLOW ANALYSIS TOOL 
(Standard Two: How Economies Function as a Whole) 

 
The following model illustrates how an event or events in one part of an economy 
affects other major sectors of the economy.  Use this tool to analyze the impact on 
the circular flow of economic activity. 

A. On which part of the circular flow does this event first occur or on what part of 
the flow did the decision happen? 

B. Trace the effects on the other parts of the flow. 
 
EVENT:  General Motors is going to close the Boxwood Assembly plant at 
Price’s Corner. (1981) 

A. The decision was made by the business.  (General Motors) 

B. GM was to lay off approximately 3500 employees.  (Labor) 

C. This reduces the wages going into the households of the workers in Delaware.  
(Average annual wages was 3,500 X $40,000/year) 

D. Households have less income to spend on private goods and services so they buy 
less.  Economic activity in Delaware will be reduced by approximately 
$140,000,000. 

E. Sales of businesses where the households used to spend their income decline.  
These would include restaurants, movies, supermarkets, clothing stores, cars, 
recreation, furniture, etc. 

F. Those businesses need fewer productive resources and they may have to lay 
more workers off. 

G. Since incomes are reduced, less tax money goes to the government. 

H. Government has less to spend to provide public goods and services like new 
schools and roads.  Businesses that sell their goods and services to the 
government have lower sales and they then lay off workers. 
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I. Households have little or no income to save and may have to withdraw savings 
from banks so banks have less to lend.  This may raise interest rates making it 
more expensive to borrow. 

 
Strategy Source: Barbara Emery, Project Coordinator, Center for Economic Education 
and Entrepreneurship, University of Delaware 

Check for Understanding 

Why is our economy interdependent?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation.  
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation.  
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Lesson Two 

Essential Question 
• How can we determine the health of the economy? 

Background:  Initial Excerpts from Clarification Document 
Lesson Focus – Measurement 

Within a business cycle, the economy will show symptoms of instability, fluctuating between 
periods of unemployment and inflation.  For the most part, the unemployment rate rises 
during a recession and declines during an expansion.  In the 1970s, the United States 
experienced almost a decade of a condition known as “stagflation” during which both 
unemployment and inflation occurred at the same time.  Since then, the cycles have 
reflected normal patterns. 

What causes unemployment to rise above the 5% rate that is considered full employment?  
What does it mean to be unemployed?  How are unemployment figures calculated?  To be 
unemployed, a person has to be willing to work, able to work, and looking for work, but not 
able to find it.  The Bureau of Labor Statistics calls 64,000 households a month and asks a 
series of questions to determine the unemployment rate.  It is not related to the number of 
people collecting unemployment.  Consequently, many economists believe that the rate is 
too low due to the methods used to collect information and the fact that there are 
discouraged workers who have given up looking for a job.  

Unemployment is categorized by observing five different causes: 
• Cyclical unemployment is a result of overall decreased demand for goods and services, 

causing a downturn/recession in the economy that is reflected in the business cycle. 
• Structural unemployment refers to people that do not have the skills to match the job 

openings that are available.  Demand for the skills they have decline.  Businesses trying 
to reduce costs eliminate jobs.  Time is required for many workers to retrain and find 
new jobs. 

• Frictional unemployment refers to workers who are between jobs.  Examples of this 
range from those who have just graduated from high school or college to someone 
whose spouse has been transferred and has not yet found a new job to someone who is 
unhappy in their previous job and quit before having another one lined up.  

• Seasonal unemployment is a result of demand for workers declining because of the type 
of job they have.  For example, landscapers have to find alternatives during the winter 
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months, or summer resorts close down in September and other jobs are not available 
there.  Construction workers and farm labor have to contend with the weather as a 
factor in whether or not they are employed.  Knowing that the weather will change and 
that the season comes around yearly cause workers in these fields to find other 
intermittent employment or to live off savings during the off-season. 

• Technological unemployment refers to technological change and innovation creating new 
goods and services that can make skills obsolete.  Some workers have difficulty 
responding to the changes their companies implement.  For many, retraining is 
necessary to find jobs that will allow them to maintain their standard of living. 

Unemployment reduces household income, which creates less demand for goods and 
services.  More people may be laid off and there is another round of decreasing income to 
households.  Less income creates less tax revenue, which may result in a lower level of 
public goods and services and the jobs related to their delivery. 

Within a business cycle, the economy will show symptoms of instability, fluctuating between 
periods of unemployment and inflation.  For the most part, the unemployment rate rises 
during a recession and declines during an expansion.  In the 1970s, the United States 
experienced almost a decade of a condition known as “stagflation” during which both 
unemployment and inflation occurred at the same time.  Since then, the cycles have 
reflected normal patterns. 

During an expansionary phase of the business cycle, characterized by economic growth, the 
possibility of inflation exists.  Defined as an increase in the overall level of prices, inflation 
affects consumers, producers, and government differently.  When the inflation rate rises 
above 3%, real purchasing power in the economy declines for many people.  Two root 
causes of inflation are demand-pull and cost-push.  In the first scenario, the economy is 
considered to be overheated and that “too much money is chasing too few goods.”  What 
does this mean?  Productive resources in an economy are being used to their fullest 
capacity and choices are made by markets as to how to use them, so there is upward 
pressure on prices to determine who will get the goods and services.  Incomes are higher 
than the amount of goods and services available so prices rise.  In the cost-push scenario, 
the costs of productive resources rise, pushing up the cost of production.  Producers cut 
back on the amount they can supply, so prices for the final goods and services rise.  A good 
example of this was the inflation of the 1970s caused by the rapid increase in oil prices.  Not 
only did gasoline prices increase for consumers, but the cost of transporting goods rose 
quickly.  Since oil is also the base for many other products like plastics, fibers, 
pharmaceuticals, etc., their cost increased.  Consumers whose incomes did not keep pace 
with the price increases found their real purchasing power declining. 

There are gainers and losers during an inflationary spiral.  If one is a saver, the value of 
savings declines if the interest rate received does not stay ahead of the inflation rate.  A 
person with a fixed income, such as a retiree or welfare recipient, loses purchasing power.  
A creditor loses because he is being paid back in dollars that will buy less than when he lent 
the money.  On the other hand, a borrower gains because they have received the goods or 
services at the lower price, and they pay back in dollars worth less.  People whose incomes 
rise faster than the inflation rate gain, as do those whose assets increase in value faster 
than the inflation rate.  

Strategy 1:  Gathering Information 
Brainstorming 

This activity is built on the question posed during the Think/Pair/Share that took place 
within Lesson One Strategy 1—“How do you know how well the economy is doing?”  Remind 
students of that question and explain that now students will be expected to dig deeper and 
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identify actual economic statistics.  Highlight the essential question focus for this lesson, 
“How can we determine the health of the economy?”  Explain that throughout the lesson 
students will be working toward developing the skills to answer that question at any point in 
their lifetime using economic analysis.  The starting point for that analysis is the use of 
economic statistics.  As a result, students will brainstorm and identify some of those 
statistics. 

Many formats exist for brainstorming, some more in depth and formal than others.  For the 
purpose of this strategy, a more informal method would be most appropriate such as 
webbing or graffiti writing. 

The focus question for the brainstorming is: 
! What types of statistics are used to calculate the health of the economy?  Record 

your brainstorming list.  (Answers might include:  unemployment, inflation, stock 
market ups and downs, Gross Domestic Product, productivity (output per worker), 
housing starts, retail sales, etc.) 

The whole class will then report out on their discussions.  During the reporting, the students 
will record their list of brainstormed statistics on the board or other class-wide 
recordkeeping source. 

Check for Understanding: 

Why is it important for households and businesses to understand how well the economy is 
doing?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation.  
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation.  
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 2:  Extending and Refining 
Note-Taking – Creating a Cross Classification Chart 

Using the list that students created in Strategy Two, circle or highlight the six economic 
indicators found below.  Announce to students that, out of all that were included, these are 
the six that economic analysts most closely watch.  As a result, further research is needed 
for students to understand the purpose and use these economic indicators. 
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MEASURING THE ECONOMY’S HEALTH 
 

Q:  How Can We Determine How Well Our Economy is Doing? 
A:  Analyzing Economic Statistics 

 

 
Gross 

Domestic 
Product 
(GDP) 

Gross 
Domestic 
Product 
(GDP) 

Per capita 

 
Inflation 

Rate 
(%) 

 
 

Unemployment 
(%) 

 
 

Retail Sales 

 
 

Housing 
Starts 

Definition/ 
Description 

The market value 
of all final goods 
and services 
produced in a 
country in a 
calendar year. 
(All the circular 
flows add up to 
this amount.) 

The total market 
value of all final 
goods and 
services produced 
in an economy in 
a given year 
divided by the 
population. 

A rise in 
the 
general or 
average 
price level 
of all the 
goods and 
services 
produced 
in an 
economy. 

Unemployment 
exists when 
people who want 
to work in jobs 
they are qualified 
to do at current 
wage rates are not 
able to find jobs, 
or are waiting to 
begin a new job, 
or are actively 
looking for work 
but do not have 
the skills required 
to fill the jobs that 
are currently 
available. 

An estimate of 
the total sales 
of goods by all 
retail 
establishments 
in the U.S. 

An estimate 
of the number 
of housing 
units on 
which 
construction 
was started.  
Starting 
construction 
is defined as 
excavation for 
the footings 
or foundation, 
or the first 
shovel of dirt 
to break 
ground. 

What is an 
“ideal” 
rate? 

Positive growth Positive growth  <5% <5% Positive 
growth 

Positive 
growth 

What is 
the current 
rate? 

1st quarter 2008 
11,701.9 
Billion $ 

Est. 2007 
 

$46,000 

April 2008 
 

3.94% 

April 2008 
 

5.0% 

April 2008 
 

-0.2%  
 

April 2008 

+8.2 % 

How is it 
calculated? 

Add together the 
market value of 
all final goods 
and services.  
Does not include 
U.S. companies 
outside the U.S., 
second-hand 
sales, etc.  

GDP divided by 
the U.S. 
population 

Calculated 
by 
changes in 
the 
Consumer 
Price 
Index. 

Using a phone 
survey of the 
number of people 
currently looking 
for a job.  It is not 
based upon the 
number of people 
collecting 
unemployment 
checks. 

Census Bureau 
conducts a 
survey and 
adjusts 
numbers for 
seasonal and 
holiday 
changes. 

Housing 
starts are 
calculated 
based upon 
the number of 
building 
permits used 
by 
municipalities 
throughout 
the country. 

What is 
the current 
trend over 
the last 2 
years? 

Positive but 
limited growth 

 Under 5%  Under 5% Declining Significant 
decline 

How does 
this 
statistic 
help us 
understand 
the health 
of the 
economy? 

It helps us 
understand the 
rate of overall 
growth. 

It helps us 
understand the 
standard of living 
per household. 

It helps us 
understand 
the 
stability of 
the 
monetary 
system. 

It helps us 
understand the 
rate of people 
with/without jobs. 

It helps us 
understand 
the flow of 
money into 
the business 
sector. 

It helps us 
understand 
the flow of 
money into 
the business 
sector and 
the number of 
households 
building or 
improving 
their homes. 
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Gross 

Domestic 
Product 
(GDP) 

Gross 
Domestic 
Product 
(GDP) 

Per capita 

 
Inflation 

Rate 
(%) 

 
 

Unemployment 
(%) 

 
 

Retail Sales 

 
 

Housing 
Starts 

How am I 
affected by 
this aspect 
of the 
economy? 

Everything we do 
is influenced by 
national wealth—
i.e., taxes and 
spending. 

The average 
amount of money 
per household 
influences the 
standard of 
living. 

High rates 
of inflation 
limits our 
purchasing 
power—
i.e., the 
same 
amount of 
$ buys less 
“stuff.” 

During periods of 
high 
unemployment, it 
is more difficult to 
get a job. 

Stores are 
likely to lower 
prices or 
sponsor 
“sales” if retail 
sales are 
down.  Also, 
profit margins 
on stocks go 
down. 

Construction 
jobs and 
construction 
workers’ 
household 
income is 
significantly 
influenced by 
housing 
starts. 

How do I 
affect this 
aspect of 
the 
economy? 

The amount of 
money you put 
into the economy 
(land, labor, 
capital, and 
entrepreneurship) 
increases GDP. 

The amount of 
money you put 
into the economy 
(land, labor, 
capital, and 
entrepreneurship) 
increases GDP. 

Am I 
borrowing 
money?  
Am I 
spending 
money? 

What skills and 
education do I 
have?  The better 
my education, the 
more likely I am 
to get a better 
paying job. 

Where do I 
spend my 
money?  What 
do I spend it 
on? 

Do I make 
improvements 
to my house?  
Do I build a 
new house? 

Sources of Teacher Notes (in red): 

Definitions 
• http://capstone.ncee.net/resources/glossary.php?#G 
• http://www.newyorkfed.org/education/bythe.html#housing 
• Virtual Economics C.D. – National Council on Economic Education 

Statistics  
• Inflation (1914 to present in monthly %) 

http://inflationdata.com/inflation/Inflation_Rate/HistoricalInflation.aspx?dsInflation_curr
entPage=7 

• Unemployment http://www.econlib.org/library/Enc/Unemployment.html 
• Housing Starts and Retail Sales  http://www.census.gov/cgi-bin/briefroom/BriefRm 

Helpful student links include: 
• U.S. Department of Labor – Bureau of Labor Statistics 

http://www.bls.gov/eag/eag.us.htm 
• The Library of Economics and Liberty: U.S. Census Bureau – Economic Indicators: 

http://www.census.gov/cgi-bin/briefroom/BriefRm 
• Federal Reserve Bank of New York: http://www.ny.frb.org/education/bythe.html 
• National Economic Trends Page sponsored by the Federal Reserve of St. Louis: 

http://research.stlouisfed.org/publications/net/  
• Unemployment http://www.econlib.org/library/Enc/Unemployment.html 
• Inflation (1914 to present in monthly %) 

http://inflationdata.com/inflation/Inflation_Rate/HistoricalInflation.aspx?dsInflation_curr
entPage=7 

A class-wide debriefing should take place after the students have finished their note-taking 
chart.  One method to lead the class-wide discussion is for students to get into eight groups.  
Each group should be assigned one of the questions with the expectation that they compare 
and contrast their answers, research the correct answer, and then present their findings to 
the class.  While discussion takes place, the role of the teacher is to walk around to each 
group looking for misperceptions vs. understanding and guide the groups appropriately.  As 
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each group presents, the teacher can add to the discussion or ask clarifying questions.  One 
question the teacher might ask each group is, “What are some of the weaknesses of using 
this economic statistic?”  Members of other groups should also be given the opportunity to 
ask clarifying questions as well. 

Check for Understanding 

Why are there limits to using these economic indicators in accurately describing the health 
of the economy?  Support your answer with an example. 

Rubric 
2- This response gives a valid reason with an accurate and relevant example. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no example. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Note to the Teacher:  To transition between Strategy 2 and Strategy 3, you will want to 
explain to the students that they will be digging deeper into unemployment and inflation 
because it is important to understand why these statistics might change.  Then they will 
look at economic statistics within the context of the 1930s, 1970s, and 1990s. 

Strategy 3:  Gathering Information 
Paper Pass 

Ask students to take out their charts from the previous strategy because they will be 
referring back to the economic statistic of unemployment.  Explain that they will be building 
deeper understanding.  The strategy they will be using is participating in a paper pass. 

Before class, the teacher will need to write each question on a separate sheet of oversized 
poster paper to prevent wasted class time.  Once the session begins, students are divided 
into five groups, and one poster sheet is distributed to each group.  Announce that they will 
eventually be answering all five questions.  Explain that they will be given approximately 
five minutes to record their answers to each.  Since each group is given a different color 
marker, it will be easy to identify which group recorded specific information.  When they 
receive the sheet, their first task is to read the question and then the information that is 
recorded before adding their own thoughts.  If something is already recorded they should 
not write it a second time; however, if something is recorded that they do not find to be 
valid, they can ask a clarifying question.  If there is something they have thought about that 
is not recorded, they should add it to the list.  At least one new response should be added 
by each group. 

Once the group receives their original question they are responsible for finding evidence to 
support or disprove what was written during the brainstorming sessions by all groups.  On 
that same sheet, the group should record page numbers or make notations about where 
they found the evidence.  Of course, a second sheet can be used if needed. 

Teacher Tip:  Even though the goal is to provide five minutes between each paper pass, 
with each transition more time should be allotted because the groups will need to first read 
through the recorded information of the other groups before contributing their original 
ideas. 

The questions for this paper pass will include: 
• How is unemployment calculated? 

There is a monthly survey conducted by the Bureau of the Census.  It includes only 
those who are aged 16 years and over who are actively looking for a job, not those who 
have become so discouraged they have stopped looking.  
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• What reasons cause people to be unemployed? 
Cyclical Unemployment:  result of overall decreased demand for goods and services 
caused by a downturn in the economy—i.e., a recession causes layoffs in factories if 
people are not buying the products. 
Structural Unemployment:  caused people who lack the skills to match the jobs that are 
available—i.e., corporate downsizing or outsourcing. 
Frictional Unemployment:  workers who are between jobs—people who quit jobs they 
did not like or people who just graduated from college. 
Seasonal Unemployment:  caused by low demand for the job because of weather or 
seasonal changes—i.e., few lifeguards needed for outdoor pools in Delaware during the 
winter/few ski instructors needed in Pennsylvania during the summer, etc. 
Technological Unemployment:  workers’ skills are outdated due to changes in 
technology—i.e., people who are replaced by robots or computers 

• Why are some types of unemployment more serious than others? 
Some types of unemployment are considered a natural part of a market economy.  For 
instance, seasonal unemployment cannot be avoided in certain regions of the country.  
Employees need to make provisions to account for the lack of employment during the 
off-season.  For instance, some landscaping companies offer snow removal and leaf 
removal services throughout the fall and winter to make up for not mowing lawns.  
Frictional unemployment is healthy because people are more productive if they have 
jobs they enjoy and are skilled in, rather than staying in a job that they do not like or 
does not utilize the skills learned during college.  For instance, rather than someone 
staying a waitress after graduating with a teaching degree, it makes more sense to find 
a job teaching.  Cyclical unemployment is caused by the business cycle, specifically a 
recession and trough.  For instance, fewer people will be likely to purchase a new car 
during a recession so the automakers will lay off employees until sales pick up.  
Structural employment is caused by changes in the organizational structure of the 
company.  Downsizing, off shoring, and outsourcing can all cause structural 
unemployment.  Technological unemployment is caused by a technological advancement 
like robots, computers, etc., that replace a person’s position.  For example, many 
assembly line jobs are now completed by robots. 

• What is an acceptable rate of unemployment? 
An ideal rate is around 5% or less. 

• What are the effects of a high unemployment rate on households, businesses, and the 
government? 
If people are unemployed, they have less money to spend on products made by 
businesses.  For instance, someone may be more likely to wear the clothes they have 
rather than buying new ones if they are not making any money.  The more people who 
are unemployed, the fewer people buying new clothes, causing less people needed to 
work in clothing stores.  Then the people who are unemployed from the clothing stores 
will be less able to spend money causing even fewer stores to need workers and ripple 
effects keep taking place.  Since the households and businesses are not making money, 
neither can pay the government the amount of taxes they used to, so the government is 
also making less money that they would normally spend on things like education, roads, 
etc. 

Potential resources include: 

Chart created in Lesson Two Strategy 2 
• Bureau of Labor Statistics:  Employment Situation Frequently Asked Questions 

http://www.bls.gov/news.release/empsit.faq.htm 
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• Macroeconomic Unemployment Explained 
http://www.econguru.com/macroeconomic-unemployment-explained/ 

• Lesson One/Strategy 3 article:  Avon to cut 2,400 jobs, spend, save more on 
restructuring http://www.usatoday.com/money/industries/2008-01-08-avon-
restructuring_n.htm 

Clarifications Document Excerpt: 
 

What causes unemployment to rise above the 5% rate that is considered full 
employment?  What does it mean to be unemployed?  How are unemployment figures 
calculated?  To be unemployed, a person has to be willing to work, able to work, and 
looking for work but not able to find it.  The Bureau of Labor Statistics calls 64,000 
households a month and asks a series of questions to determine the unemployment 
rate.  It is not related to the number of people collecting unemployment.  
Consequently, many economists believe that the rate is too low due to the methods 
used to collect information and the fact that there are discouraged workers who have 
given up looking for a job.  

Unemployment is categorized by observing five different causes: 
• Cyclical unemployment is a result of overall decreased demand for goods and 

services, causing a downturn/recession in the economy that is reflected in the 
business cycle. 

• Structural unemployment refers to people that do not have the skills to match the 
job openings that are available.  Demand for the skills they have decline.  
Businesses trying to reduce costs eliminate jobs.  Time is required for many 
workers to retrain and find new jobs. 

• Frictional unemployment refers to workers who are between jobs.  Examples of this 
range from those who have just graduated from high school or college to someone 
whose spouse has been transferred and has not yet found a new job to someone 
who is unhappy in their previous job and quit before having another one lined up. 

• Seasonal unemployment is a result of demand for workers declining because of the 
type of job they have.  For example, landscapers have to find alternatives during 
the winter months, or summer resorts close down in September and other jobs are 
not available there.  Construction workers and farm labor have to contend with the 
weather as a factor in whether or not they are employed.  Knowing that the 
weather will change and that the season comes around yearly causes workers in 
these fields to find other intermittent employment or to live off savings during the 
off-season. 

• Technological unemployment refers to technological change and innovation creating 
new goods and services that can make skills obsolete.  Some workers have 
difficulty responding to the changes their companies implement.  For many, 
retraining is necessary to find jobs that will allow them to maintain their standard 
of living. 

Unemployment reduces household income, which creates less demand for goods and 
services.  More people may be laid off, and there is another round of decreasing 
income to households.  Less income creates less tax revenue, which may result in a 
lower level of public goods and services and the jobs related to their delivery. 
Within a business cycle, the economy will show symptoms of instability, fluctuating 
between periods of unemployment and inflation.  For the most part, the unemployment 
rate rises during a recession and declines during an expansion. 

����



 29 

After the groups are finished, they should each post their papers and present their findings 
to the class.  

Check for Understanding: 

What is a common misconception about unemployment that I now know is untrue?  Explain 
your answer.  

Rubric 
2 – This response gives a valid misconception with an accurate and relevant explanation. 
1 – This response gives a valid misconception with an inaccurate, irrelevant, or no 
explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Note to Teacher:  Before beginning Strategy 4, ask students to refer back to their Circular 
Flow Diagram and the Chart from Lesson Two/Strategy 2.  Briefly review the overall concept 
of inflation.  Then explain that there are two causes of inflation just like there are multiple 
types of unemployment.  

Strategy 4: Extending and Refining 
Comparing and Contrasting 

Two causes of inflation exist:  demand-pull and cost-push.  Students will research the two 
causes and then compare and contrast using a Venn-Diagram.  A line should be drawn 
horizontally across the middle of the diagram.  At the top, students should compare the 
causes of each type, and at the bottom, students should compare the effects of each type.  
Differences will be inserted to the left (cost-push) and to the right (demand-pull). 
Similarities should be inserted where the two circles overlap. 
 

Causes

Effects

Demand-
Pull 

Inflation

Cost-
Push

Inflation

Causes

Effects

Demand-
Pull 

Inflation

Cost-
Push

Inflation
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Resources that may be helpful to students include: 
• Economic Ed Link – What causes inflation? 

http://www.econedlink.org/lessons/index.cfm?lesson=EM615&page=teacher 
• Economic Ed Link – Causes of inflation 

http://www.econedlink.org/lessons/EM615/em615_ppt_popup.html 

Teacher notes include: 
During demand-pull inflation, the economy is considered to be overheated and “too 
much money is chasing too few goods.”  What does this mean?  Productive resources in 
an economy are being used to their fullest capacity and choices are made by markets as 
to how to use them, so there is upward pressure on prices to determine who will get the 
goods and services.  Incomes are higher than the amount of goods and services 
available so prices rise. 
During cost-push inflation, the costs of productive resources rise, pushing up the cost 
of production.  Providers cut back on the amount they can supply so prices for the final 
goods and services rise.  A good example of this was the inflation of the 1970s caused 
by the rapid increase in oil prices.  Not only did gasoline prices increase for consumers, 
but the cost of transporting goods rose quickly.  Since oil is also the base for many other 
products like plastics, fibers, pharmaceuticals, etc., their cost increased.  Consumers 
whose incomes did not keep pace with the price increases found their real purchasing 
power declining. 

Check for Understanding 

If countries throughout the world transitioned their energy source away from oil, would 
cost-push inflation be eliminated?  Why or why not? 

Rubric 
2 – This response gives a valid decision with an accurate and relevant explanation. 
1 – This response gives a valid decision with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 5:  Extending and Refining 
Jigsaw Case Studies 

The Jigsaw method of cooperative learning allows each student to be responsible for one 
aspect of a larger concept.  During this activity, students will be working in groups of three.  
Accountability is essential to this process because the other students in their group cannot 
learn all of the information without their input.  Thus, effective classroom management is 
important to the success of this strategy.  Following are the steps to a successful jigsaw 
learning experience: 
1. Place students in groups of three. 
2. Appoint one student as the group leader. 
3. Ask each student to chose one of the three economic periods that will be evaluated: 

! The 1930s 
! The 1970s 
! The 1990s 

4. Each student will become the expert regarding that particular economic period. 
5. Students will break away from the initial group and convene with the other “experts” 

from the era that they are responsible for researching. 
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6. Provide research time.  Economic Statistics are available at: 
! Unemployment 

" Average Unemployment Rates for 1970s and 1990s 
http://research.stlouisfed.org/fred2/ 

! 1930s Unemployment Rate 
" The Library of Economics and Liberty: Great Depression 

http://www.econlib.org/library/Enc/GreatDepression.html 
! Inflation  

" 1913 to 2006 http://minneapolisfed.org/research/data/us/calc/hist1913.cfm 
" 1914 to present in monthly % 

http://inflationdata.com/inflation/Inflation_Rate/HistoricalInflation.aspx?dsInflati
on_currentPage=7 

! 1990s 
" Inside the Vault – Is Inflation Too Low?  an economics education newsletter from 

the Federal Reserve Bank of St. Louis Fall 1999-Volume 4, Issue 2 
http://www.stls.frb.org/publications/itv/1999/c/index.html 

" Business Week: April 24, 2000; Yes, the 90s Were Unusual, But Not Because of 
Economic Growth 
http://www.businessweek.com/careers/content/jan1990/b3678091.htm?chan=se
arch 

" Time Magazine; September 25, 2000; The Good Bad News 
http://www.time.com/time/printout/0,8816,998051,00.html# 

! 1970s 
" Another Oil Price Stunner; Time Magazine, December 24, 1979 

http://www.time.com/time/magazine/article/0,9171,947128-1,00.html 
! GDP Rates for 1920s, 1930s, and 1990s 

" http://research.stlouisfed.org/fred2/fredgraph?chart_type=line&s[1][id]=GDPCA
&s[1][transformation]=pch 

" http://research.stlouisfed.org/fred2/series/GDPCA?cid=106 
! 1990s GDP 

" http://www.newyorkfed.org/education/bythe.html 

Research should focus on the following: 
 

Analyzing 
Economic 
Indicators 1930s 1970s 1990s 

GNP 
(Gross National 

Product) 
Or 

GDP 
(Gross Domestic 

Product) 
Growth Rate 

 
1929-1933: -30% 
 
Did not reach 1929 
levels until 1939 
 

(Concise 
Encyclopedia of 

Economics) 

Three years reflected 
negative growth, 
meaning there were 
recessions: (1974: -
0.5%; 1975: -0.2%; 
1980: - 0.2%) 
 
 
 

 
2 quarters of 
negative growth 
(1990 & 1991) & 1 
quarter in 2000 
 
Avg. growth: 
approximately 3% 
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Analyzing 
Economic 
Indicators 1930s 1970s 1990s 

 
Consumer Price 

Index 
 

A negative rate 
reflects deflation 

 
A positive rate 

reflects inflation 

Deflation was more 
of an issue during 
this decade than 
inflation: 
1931: -9.0% 
1932: -9.9% 
1933: -5.1% 
1934- 1937: slight 
inflation averaging 
2.6 % 
1938: -2.1% 
1939: -1.4% 
1940: +0.7% 
 
Farm prices dropped 
51% between 1929 
& 1933 - 23% of 
employment in 1929 
was in farming 

(Concise 
Encyclopedia of 

Economics) 
 

High rates of 
inflation were an 
issue during this 
decade. 
 
Low: 3.3% in 1972 
 
Average: 7.66%  
(1970-1980) 
 
High: 13.5% in 1980 
 
 

Low rates of inflation 
were calculated 
between 1990 and 
2000.  
 
Low: 1.6% in 1998 
 
Average: 3.04% 
 
High: 5.4% in 1990 

 
Civilian 

Unemployment 
Rate 

 

 
Averaged  
18.2% 

 between 1930 and 
1939 

(Concise 
Encyclopedia of 

Economics) 
 

Low: 4% in 1970 
 
Average: approx. 
6% 
 
High: 9% in 1975 

Low: 4% in 2000 
 
Average: approx. 
5.5% 
 
High: 7.5% in 1993 

 
Interest Rates 

 

   

 
 
 

Other Economic 
Indicators 

 

Stock market 
significantly declined 
 
Sept 3, 1929 – 381 
pts. 
Nov 13th – 198 pts. 
December – 248 
points 

 
(Concise 

Encyclopedia of 
Economics) 

 
 

Housing starts 
increased 
 
Retails sales avg. 
0.5% increase 
through the decade – 
only 5 quarters with 
negative growth 
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1. “Experts” will present their findings to each other and revise their findings as needed 
while others present to them. 

2. The “experts” will return to their original group and share their findings. 
3. The group will then compare and contrast the three economic periods. 

! How “healthy” is the economy?  Why? 
! Are there any unique circumstances?  Explain your answer. 
! Making predictions:  what do you think caused the economic conditions? 

 
Overall Assessment 

of the Economy 
based upon your 

Research 
- 

Explain your answer.  
 

 
Worldwide 
Depression 

 
Stagflation – high 
inflation accompanied 
by rising 
unemployment 

 
Decade of significant 
economic growth 

Find a graphic that 
reflects how these 
economic statistics 
impacted the lives of 
these people.  

 

 
 

See below 

 
 

See below 

 
 

See below 

 

Potential Visuals: 
• 1930s 

! Great Photo Gallery of the 1930’s Depression available at the Federal Reserve of St. 
Louis:  http://www.stls.frb.org/greatdepression/gallery.html 

! The Library of Congress – Great Depression & World War II 1929-1945; 
Photographing the People of the Depression:  
http://memory.loc.gov/learn/features/timeline/depwwii/art/people.html 

• 1970s 
! Library of Congress – 1970s gas lines http://lcweb2.loc.gov/cgi-

bin/query/I?fsaall,app,brum,detr,swann,look,gottscho,pan,horyd,genthe,var,cai,cd,h
h,yan,bbcards,lomax,ils,prok,brhc,nclc,matpc,iucpub,tgmi,lamb,:1:./temp/~pp_4CU
N::displayType=1:m856sd=ppmsca:m856sf=03432:@@@mdb=fsaall,app,brum,detr
,swann,look,gottscho,pan,horyd,genthe,var,cai,cd,hh,yan,bbcards,lomax,ils,prok,brh
c,nclc,matpc,iucpub,tgmi,lamb, 

Check for Understanding: 

What do these economic indicators reflect about the economy over time?  Explain your 
answer.  

Rubric 
2 - This response gives a valid reflection with an accurate and relevant explanation. 
1 - This response gives a valid reflection with an inaccurate, irrelevant, nor no explanation.  
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What photo would you include from today to reflect how the economy is affecting people’s 
lives?  Explain why you would include these pictures. 

Rubric 
2- This response gives a valid photo with an accurate and relevant explanation. 
1- This response gives a valid photo with an inaccurate, irrelevant, nor no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 6:  Extending and Refining 
Think/Pair/Share 
 

 
Source: 
http://research.stlouisfed.org/fred2/fredgraph?cid=0&fgid=0&fgcid=0&chart_type=lin&heig
ht=378&=630&recession_bars= 
On&s[1][id]=GDPCA&s[1][transformation]=&s[1][range]=Custom&s[1][cosd]=1929-01-
01&s[1][coed]=& 
 
• Peak – the highest point GDP achieves.  Recession – the period during which GDP 

declines.  There must be at least six consecutive months of decline in the GDP to be 
called a recession. 

• Trough – the lowest point GDP hits before economic growth begins for the next phase. 
• Expansion – an increase in GDP for a specific time period.  Growth may increase slowly 

as in the 1930s or rapidly as in the 1990s. 
• Contraction – a decrease in GDP for a specific time period.  Contractions may be slow or 

rapid. 

(The peak and the trough can only be determined in retrospect after the recession or 
expansion has begun.) 
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(To zero in on specific date ranges so that individual quarters will be accessible link to 
http://research.stlouisfed.org/fred2/series/GDP?cid=106.) 

Use the chart above to discuss the following: 
 
1. What is the average length of an economic expansion?  What does that tell us about the 

business cycle? 
2. What is the average length of an economic contraction?  What does that tell us about 

the business cycle? 
3. What does the comparison between the average length of an economic expansion and 

contraction tell us about the business cycle? 
4. Is there a pattern to the business cycle?  Why or why not? 
5. How might a change in the economic business cycle affect households?  Businesses?  

Government? 

A classroom debriefing should conclude the discussion with individual groups sharing their 
thoughts. 

Check for Understanding 

What is a common misconception about a recession that I now know is untrue?  Explain 
your answer. 

Rubric 
2 - This response gives a valid misconception with an accurate and relevant explanation. 
1 - This response gives a valid misconception with an inaccurate, irrelevant, or no 
explanation.  
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 7: Extending and Refining 
Jigsaw Case Studies 

The Jigsaw method of cooperative learning allows each student to be responsible for one 
aspect of a larger concept.  During this activity, students will be working in groups of three.  
Accountability is essential to this process because the other students in their group cannot 
learn all of the information without their input.  Thus, effective classroom management is 
important to the success of this strategy.  Following are the steps to a successful jigsaw 
learning experience: 
1. Place students in groups of three. 
2. Appoint one student as the group leader. 
3. Ask each student to chose one of the three economic periods that will be evaluated.  

Since initial research for these three decades was completed in Lesson One, Strategy 5, 
the students would probably want to continue with the same decade. 
! The 1930s 
! The 1970s 
! The 1990s 

4. Each student will become the expert regarding that particular economic period. 
5. Students will break away from the initial group and convene with the other “experts” 

from the era that they are responsible for researching. 
6. Notes from Lesson One, Strategy 5 should be accessed and reviewed by the group.  

Then research time should be provided.  
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Research should focus on the following: 
 

 1930s 1970s 1990s 
Which phase of the 
business cycle was 
most prevalent 
during this decade? 

 
Recession/ 
Depression 

 
Recession 

 
Expansion 

What evidence 
supports that 
conclusion? 

GDP declined between the 
years  

GDP declined between the 
years 

GDP 

Was a change in the 
business cycle 
predicted?  Why or 
why not? 

   

What caused or 
contributed to 
changes in the 
business cycle during 
this decade? 

   

How were the lives of 
people influenced by 
economic conditions 
of this decade? 

   

 
7. “Experts” will present their findings to each other and revise their findings as needed 

while others present to them. 
8. The “experts” will return to their original group and share their findings. 
9. The group will then compare and contrast the three economic periods using a Venn 

diagram. 
10. The role of the teacher is to float between the groups, answering questions, asking 

questions, redirecting when needed, etc. 

Potential Research Sources include: 

For all years: 
• St. Louis Federal Reserve Economic Research http://research.stlouisfed.org/fred2/ 
 

1930s 
The Library of Economics and Liberty: Great Depression 
http://www.econlib.org/library/Enc/GreatDepression.html 
What was the Great Depression? 
http://www.fdrlibrary.marist.edu/greatd2.html 
Franklin D. Roosevelt - Thursday, April 14, 1938, (about 10:30 p.m.) 
http://newdeal.feri.org/chat/chat12.htm 
Timeline of the Great Depression 
http://www.pbs.org/wgbh/amex/rails/timeline/index.html 
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1970s 
Inflation’s Stubborn Resistance: Time; December 14, 1970 
http://www.time.com/time/printout/0,8816,944232,00.html 
Stagflation in the 1970s 
http://economics.about.com/od/useconomichistory/a/stagflation.htm?p=1 
Whipping Stagflation 
http://www.digitalhistory.uh.edu/database/article_display_printable.cfm?HHID=399 
 
 
 

1990s 
Business Week: April 24, 2000; Yes, the 90’s Were Unusual, But Not Because of Economic 
Growth 
http://www.businessweek.com/careers/content/jan1990/b3678091.htm?chan=search 
Time Magazine; September 25, 2000; The Good Bad News 
http://www.time.com/time/printout/0,8816,998051,00.html# 
 

Check for Understanding 

Why does the pattern of a business cycle reflect a wave over time?  Explain your answer.  

Rubric 
2 - This response gives a valid reason with an accurate and relevant explanation.  
1 –This response gives a valid reason with an inaccurate, irrelevant, or no explanation.  
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 8:  Application 
Discussion Web 

Students will use the knowledge acquired throughout the last two strategies to participate in 
the discussion web regarding the current economic conditions.  The focus questions for this 
discussion include: 
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Potential Research Sources include: 
• U.S. Census Bureau – Economic Indicators:  http://www.census.gov/cgi-

bin/briefroom/BriefRm 
• Federal Reserve Bank of New York:  http://www.ny.frb.org/education/bythe.html 
• National Economic Trends Page sponsored by the Federal Reserve of St. Louis:  

http://research.stlouisfed.org/publications/net/  
• St. Louis Federal Reserve Economic Research:  http://research.stlouisfed.org/fred2/ 
• U.S. Department of Labor – Bureau of Labor Statistics 

http://www.bls.gov/eag/eag.us.htm 

To conclude the lesson each group will share their answers during a classroom debriefing.  

Check for Understanding 

How might a change in the phase of the business cycle influence the daily lives of 
households or government?  Explain your answer. 

Rubric 
2 - This response gives a valid change with an accurate and relevant explanation. 
1 – This response gives a valid change with an inaccurate, irrelevant, or no explanation.  

Expansion to contraction –  
Negative impacts on households include higher rates of unemployment. 
Negative impacts on businesses include lower tax base and higher expenditures to 
unemployment compensation and other social programs (food stamps, etc.). 
Contraction to expansion – 
Positive impacts on households include lower unemployment rates. 
Positive impacts on businesses include higher tax base and lower expenditures to 
unemployment compensation and other social programs (food stamps, etc.). 

 
For administration of formative assessment see Student Self-Assessment and Reflection 

 

How might 
government 

(federal, state, & 
local) be affected 

by current 
economic 

conditions? 

How might 
households be 

affected by 
current economic 

conditions? 

 
How might 

overall business 
be affected by 

current 
conditions? 

Which phase of 
the business 

cycle are we in? 
(Provide 

evidence to 
support this.) 

 
Current 

Economic 
Conditions 
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Lesson Three 

Essential Questions 
• How do Federal Reserve decisions affect the stability of the economy? 
• Why are market economies dependent on the creation and use of money and a 

monetary system to facilitate exchange? 

Background:  Initial Excerpts from Clarification Document 
Lesson Focus – Monetary Policy 

To combat the instability of inflation and recession, the Federal Reserve System (also known 
as “the Fed”) uses the tools of monetary policy.  The goals of the Federal Reserve System 
are to promote economic growth, full employment, and to achieve price stability.  Since 
inflation is caused by having too much money in circulation, the Fed uses monetary policy to 
control and stabilize the money supply.  Acting as “the banker’s bank,” the Fed increases or 
decreases the money supply by providing incentives for banks to make (or not make) loans 
to businesses and households. 

The tools which the Fed uses to accomplish these goals include being able to set reserve 
requirements, the discount rate, and the federal funds rate target, and to conduct open 
market operations.  The reserve requirement is the percentage of deposits a bank must 
keep as cash in their vault or on deposit at the Fed.  Rarely is the reserve requirement 
altered because the impact of changing the money multiplier would be too great.  To 
encourage or discourage banks from lending, the Fed sets the discount rate, the interest 
rate banks must pay to the Fed for short-term borrowing at the discount window.  The Fed 
also sets the target interest rate for federal funds, the interest that banks charge each other 
for short-term borrowing.  The most often used tool of monetary policy is open market 
operations, the buying and selling of government securities to increase or decrease the 
money supply. 

If the economy is in recession, the Fed will take steps to increase the money supply by 
buying government securities, lowering the discount and/or federal funds rate, and possibly 
lowering the reserve requirements.  Increasing the money supply provides the banks with 
more lending capability so that they can make more loans, increasing demand for goods 
and services.  During inflationary times, there could be too much money in circulation, so 
the Fed decreases the amount of money by selling government securities, by increasing the 
discount and federal funds rate, or by increasing the reserve requirement. 
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Strategy 1:  Gathering Information – Graphic Organizer 

Using what you learned while reading the article Monetary and Fiscal Policy from the last 
lesson, complete the following graphic organizer.  
 

K 
 

What do I 
already know? 

W 
 

What do I want 
to know? 

L 
What did I learn? 

(complete at the 
end of the lesson) 

H 
 

How do we learn 
more? 

    
 
 
 
 
 
 
 

Check for Understanding 

What are common misconceptions about the Federal Reserve?  Why do you think this 
occurs? 

Rubric 
2 - This response gives a valid misconception with an accurate and relevant reason. 
1 – This response gives a valid misconception with an inaccurate, irrelevant, or no reason. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 2:  Extending and Refining – 
The Federal Reserve Cooperative Team Research 

To extend their understanding of the Federal Reserve System, students will work in groups 
to research this extensive entity.  The focus of the investigation includes: 

! When was the Federal Reserve created? 
! Why was the Federal Reserve created? 
! Compare and contrast the Board of Governors, the regional Reserve Banks, and the 

Federal Open Market Committee. 
! Why does the Federal Reserve conduct monetary policy? 
! How does the Federal Reserve conduct monetary policy? 
! Making predictions - how would the U.S. economy run differently if the Federal 

Reserve was never established? 

Available resources to assist student research includes: 
! In Plain English – Making Sense of the Federal Reserve 

http://www.stls.frb.org/publications/pleng/ 
! A Day in the Life of the FOMC 

http://www.philadelphiafed.org/education/teachers/resources/day-in-life-of-fomc/ 
! Monetary and Fiscal Policy -U.S. Department of State 

http://usinfo.state.gov/products/pubs/oecon/chap7.htm 
! U.S. Monetary Policy: An Introduction 

http://www.frbsf.org/publications/federalreserve/monetary/index.html 
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Available videos include:  
! Open and Operating - The Federal Reserve Responds to Sept. 11th 

http://www.frbsf.org/education/teachers/open/index.html 

The Federal Reserve Team Research Task outline provides students an overview of 
expectations, team assignments, and a rubric.  
 

The Federal Reserve Team Research Task 
 

Expectations 

In teams of four you will create a presentation using student-created graphic 
organizers, summaries, graphics, etc., to represent how the Federal Reserve works 
to stabilize our national economy.  Evidence of their understanding should be 
displayed on a three-panel display board or other visual format such as a 
PowerPoint. 

All presentations should answer the following using thorough explanations and 
visuals: 

! When was the Federal Reserve created? 
! Why was the Federal Reserve created? 
! Compare and contrast the Board of Governors, the regional Reserve Banks, 

and the Federal Open Market Committee. 
! Why does the Federal Reserve conduct monetary policy? 
! How does the Federal Reserve conduct monetary policy? 
! Making Predictions - how would the U.S. economy run differently if the 

Federal Reserve was never established? 
 

Team Assignments 

To ensure participation from each group member, the group must decide who will be 
responsible for each of the following roles: 

! Production Manger (helps coordinate the group’s progress, ensures deadlines 
are met, acts as the group’s leader who speaks to the teacher on behalf of 
the group, etc.) 

! Information Manager (quality control person who checks the accuracy of 
submitted work, makes sure directions are followed, etc.) 

! Resource Manager (oversees the materials needed to complete the project 
and is responsible for taking care of the project) 

! Creative Manager (oversees all artistic elements such as title, graphics, etc.) 
 

Check for Understanding 

Students should complete the column in the KWLH chart:  What did I learn? and then 
answer the question: 

How do Federal Reserve decisions affect the stability of the economy?  Explain your answer. 
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Rubric 
2 - This response gives a valid effect with an accurate and relevant explanation. 
1 – This response gives a valid effect with an inaccurate, irrelevant, or no explanation.  
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 3:  Application – FOMC Scored Discussion 

Prior to the scored discussion, students should complete an entrance ticket with the teacher 
inserting an actual inflation rate, unemployment rate, and GDP growth rate.  
 

Entrance Ticket 
 

 
 
1. Analyze the following statistics and then summarize appropriate monetary policy 

actions that should be taken. 
! Inflation Rate:  
! Unemployment Rate: 
! Gross Domestic Product: 

 

Appropriate Action 
Explanation 

(i.e., raise or lower the rate, etc., and why) 
1. Discount Rate 
 
2. Reserve 

Requirement 
 
3. Open Market 

Operations 
 
4. Which of these 

would you pick? 

 
 
 
 
 
 
 
 
 
 
Why? 

 

2. “How does monetary policy affect the stability of the economy?” 

The entrance ticket can either be assigned the day before the scored discussion and 
completed in class or assigned as homework.  If the student does not have the entrance 
ticket completed, then during the discussion he/she must sit on the outside of the circle. 

To “kick-off” the discussion, the moderator asks an essential question.  In this situation the 
question would be, “How does monetary policy affect the stability of the economy?”  Once 
the discussion begins, the teacher acts as the moderator but should not call on specific 
students who do not wish to speak.  The discussion itself is not scored, only the entrance 
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and exit tickets.  This allows shy or quiet students to participate by actively listening and 
reflecting without fear that they will put on the spot.  If those students who are more vocal 
tend to go off topic, it is the moderator’s responsibility to reintroduce the essential question. 
 

Exit Ticket 

 
What is monetary policy? 
 
 
 
How does monetary policy affect the stability of the economy? 
 
 
 
What was the appropriate monetary policy in the proposed situation?  Why? 
 
 
 

Check for Understanding 

The exit ticket acts as a check for understanding.  

Lesson Four 

Essential Question 
• How does fiscal policy affect the stability of the economy? 

Background: Initial Excerpts from Clarification Document 

Lesson Focus – Fiscal Policy 

While the Federal Reserve is responsible for monetary policy, the executive and legislative 
branches of the federal government utilize fiscal policy to combat the ups and downs of the 
business cycle.  The two tools that the President and Congress can use are taxing and 
spending policies.  When faced with a recession, the fiscal policy suggested by this condition 
is to reduce taxes, increasing household and business income which in turn increases 
households’ ability to purchase goods and services.  If done when the problem exists, this 
policy can encourage economic growth.  If consumer and producer demand is still sluggish, 
the government can increase government spending by purchasing goods and services from 
businesses, which then need to hire additional productive resources including labor.  When 
an inflationary spiral is affecting the economy, fiscal policy actions indicate that taxes should 
be increased, and cuts should be made in government spending.  The consequence of this 
policy is to decrease overall demand so that prices will stabilize. 
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Public Policy Analysis:  What does the way money is spent tell you about national 
priorities?—federal, state, and local—differences among the three levels (how they raise 
money and how they spend it?). 

Strategy 1:  Gathering Information 
Summarizing 

Before extending their knowledge about fiscal policy, students must first build a foundation.  
Students should read materials such as the “Monetary and Fiscal Policy” article available 
from the U.S. Department of State at 
http://usinfo.state.gov/products/pubs/oecon/chap7.htm and then summarize what they 
have learned. 

Summarizing is a step beyond reading, note taking, or outlining because it requires the 
student to process the text and then write in their own words the main and supporting 
ideas.  Many suggestions for this process are available.  Following is one model: 

! Determine if there is a topic sentence that represents the main idea 
! Invent a topic sentence if one is not present 
! Delete what is trivial 
! Delete what is redundant 

Source: CSSAP 

Check for Understanding 

How can an understanding of fiscal policy help us to understand the economy as a whole?  
Explain your answer. 

Rubric 
2 - This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 2:  Gathering Information 
Seed Discussion 

In groups of three or four, students will be presented with the following questions:  
• Why does the U.S. not require a balanced budget like the State of Delaware does? 
• Should it be required to do so? 
• To what degree does carrying a national debt influence the nation? 

These questions are the seeds from which a conversation regarding the national deficit and 
debt will blossom.  Texts to support this discussion include: 
• Delaware’s Budget Development http://budget.delaware.gov/fy2009/budget2009.shtml 
• Brief History of the IRS http://www.irs.gov/irs/article/0,,id=149200,00.html 
• History of the U.S. Tax System: http://www.ustreas.gov/education/fact-

sheets/taxes/ustax.shtml 
• History of the National Debt http://www.ustreas.gov/education/faq/markets/national-

debt.shtml 
• FAQs - Accounting and Budget http://www.ustreas.gov/education/faq/budget/us-

budget.shtml 
• Additional information can be found at: Office of Management and Budget 

http://www.whitehouse.gov/omb/ 
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After students have accessed the resources and recorded personal notes, the discussion 
should begin.  The teacher will be responsible for mingling with the groups to dispel 
misperceptions and probe student understanding.  After all groups have completed their 
discussion, each will report out to the whole class their conclusions.  The class-wide 
debriefing may include the questions: 
• Why is balancing a national budget more difficult than a state budget?  (i.e., the need to 

provide for national defense and entitlement programs) 
• How can our nation work toward balancing the budget and decreasing the national debt?  

(Answers will vary but might include:  reducing entitlement programs, increasing taxes, 
subsidizing local nonprofits rather than duplicating social programs at the national level, 
etc.) 

Check for Understanding 

Why should Americans be informed about the national budget?  Explain your answer. 

Rubric 
2 - This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 3:  Extending and Refining – Case Studies: The 1930s vs. the 1970s 
Comparing and Contrasting 

In partners, students will research the economic climate of the 1930s and the 1970s.  One 
student will research the first decade and the other student will focus on the second decade.  
The two students will then reunite to compare and contrast their findings. 
 

 1930s 1970s 
Appropriate 
Resources: 

• Time Magazine: March 17, 
1930 – How Many Jobless? 

• Fourteen Points for Congress 
• Internet 
• Textbook 
• Library Books 

• Time Magazine: June 1, 1970– 
The Economy:  Crisis of 
Confidence 

• Internet 
• Textbook 
• Library Books 

Each pair should create a visual display or PowerPoint which includes: 
! Title 
! List of the students’ names 
! An appropriate graphic capturing the spirit of each era (i.e., sketch, political cartoon, 

etc.) 
! A Venn diagram comparing the similarities and differences of each economic crisis, 

including any relevant economic indicators 
! A timeline of government actions and their effect 
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Have students draw the cause and effect timeline as follows: 
 

Actions of the Executive or Legislative Branch 
__________________I______________I_____________I____________I______ 

       (i.e.                    1982                    1984                 1987              1990       )  
Results 

 
 

! An overview of how each economic crisis affected American citizens 
! An annotated bibliography 

Check for Understanding 

What are the challenges associated with implementing effective fiscal policy?  Explain your 
answer. 

Rubric 
2 - This response gives a valid challenge with an accurate and relevant explanation. 
1 – This response gives a valid challenge with an inaccurate, irrelevant, or no explanation.  
 
For administration of formative assessment see Student Self-Assessment and Reflection 

Strategy 4:  Application – Scored Discussion 

Prior to the scored discussion, students should complete an entrance ticket with the teacher 
inserting an actual inflation rate, unemployment rate, and GDP growth rate. 
 

Entrance Ticket 

1. Analyze the following statistics and then summarize appropriate fiscal policy 
actions that should be taken. 
! Inflation Rate:  
! Unemployment Rate: 
! Gross Domestic Product: 

 
Appropriate Action Explanation 

 
 
 
 
 

 
 
 
 
 
 
 
 
 
 

 
 
2. How does fiscal policy affect the stability of the economy? 
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3. What is the appropriate fiscal policy for the proposed situation?  Why 
 
 

The entrance ticket can either be assigned the day before the scored discussion and 
completed in class or assigned as homework.  If the student does not have the entrance 
ticket completed, then during the discussion he/she must sit on the outside of the circle. 

To “kick-off” the discussion, the moderator asks an essential question.  In this situation the 
question would be, “How does fiscal policy affect the stability of the economy?”  Once the 
discussion begins, the teacher acts as the moderator but should not call on specific students 
who do not wish to speak.  The discussion itself is not scored, only the entrance and exit 
tickets.  This allows shy or quiet students to participate by actively listening and reflecting 
without fear that they will put on the spot.  If those students who are more vocal tend go 
off topic, it is the moderator’s responsibility to reintroduce the essential question.  
 

Exit Ticket 

1. What is fiscal policy? 
 
 
 
 
 
 
 
2. How does fiscal policy affect the stability of the economy? 
 
 
 
 
 
 
 
3. What is the appropriate fiscal policy in the proposed situation?  Why? 
 
 
 
 
 
 
 
4. What tools were selected?  Why were they selected? 
 
 
 
 
 

Check for Understanding 

The exit ticket acts as a check for understanding 
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Resources and Teaching Tips 

! A variety of  resources are included (texts, print, media, web links) 
! Help in identifying and correcting student misunderstandings and weaknesses 

 
Resources, such as useful websites and teaching tips are embedded within the lessons. 

Differentiation 
! Stage 2 and 3 allow students to demonstrate understanding with choices, options, and/or variety in the 

products and performances without compromising the expectations of the Content Standards. 
! Instruction is varied to address differences in readiness, interest, and/or learning profiles. 
! Accommodations and differentiation strategies are incorporated in the design of Stage 2 and 3. 

Differentiation is embedded within the instructional strategies.  For instance, ongoing 
cooperative learning and paired discussion takes place throughout the unit. 
 

Design Principles for Unit Development 
At least one of the design principles below is embedded within unit design 

• International Education - the ability to appreciate the richness of our own cultural 
heritage and that of other cultures in order to provide cross-cultural communicative 
competence. 

• Universal Design for Learning - the ability to provide multiple means of 
representation, expression, and engagement to give learners various ways to acquire 
and demonstrate knowledge. 

• 21st Century Learning – the ability to use skills, resources, and tools to meet the 
demands of the global community and tomorrow’s workplace.  (1) Inquire, think 
critically, and gain knowledge, (2) Draw conclusions, make informed decisions, apply 
knowledge to new situations, and create new knowledge, (3) Share knowledge and 
participate ethically and productively as members of our democratic society, (4) Pursue 
personal and aesthetic growth.(AASL,2007) 

21st century skills include:  
• Exercise sound reasoning in understanding and making complex choices 
• Frame, analyze, and solve problems 
• Develop, implement, and communicate new ideas to others 
• Act responsibly with the interests of the larger community in mind 

21st century skills are required throughout the unit since the students are addressing real-
life economic issues and making an attempt to solve them. 
 

Technology Integration 
The ability to responsibly use appropriate technology to communicate, solve problems, and 

access, manage, integrate, evaluate, and create information 
• 8th Grade Technology Literacy - the ability to responsibly use appropriate technology 

to communicate, solve problems, and access, manage, integrate, evaluate, and create 
information to improve learning in all subject areas and to acquire lifelong knowledge 
and skills in the 21st Century (SETDA, 2003). 

Multiple opportunities to integrate technology are included in this unit.  For instance, 
readings are hyperlinked and can be accessed electronically if student computers are 
available.  Students also have the opportunity to integrate technology into the second 
transfer task by producing a PowerPoint or video.  
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Information Literacy is also emphasized within this unit.  Students are expected to research 
the time periods of the 1930s, 1970s, and 1990s throughout the unit.  Some resources are 
provided, but other original research is required such as finding the visuals for Lesson 
Two/Strategy 6.  
 

Content Connections 
Content Standards integrated within instructional strategies 

History Standard Two 9-12a:  Students will develop and implement effective research 
strategies for investigating a given historical topic. 
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The 6th grade course in the Social Studies Recommended Curriculum has a broad chronological 
scope.  Since civics, geography, and economics instruction is expected during this grade, the 
historical timeframe in which instruction takes place must have a wide range.  Students will 
develop skills of historical inquiry, such as reconciling conflicting claims and evaluating the 
reliability of narrative accounts. 
 
A student should know historical chronology in 
such a way as to be able to situate people, laws, 
and events in appropriate timeframes.  For 
example, from the beginning of human civilization 
to 1500 A.D., there was the formation of different 
cultures, governments and religions, agricultural 
revolution, increasing trade and exploration, 
migration, cultural diffusion, colonization of the 
Americas, increasing technological change.  Without 
knowing the exact years for an event, a student 
should still be able to place all these events in their approximate place.  In other words, 
students should know the major trends and their approximate time.   An organized mental 
framework of events, people, trends, and other historical phenomena is essential to 
understanding, evaluating, and constructing historical interpretations.  
 
Instructor Notes 

 The syllabus calls for 32 weeks of instruction to allow time for pacing changes. 

Social Studies Standards  
measured in Grade 6 

 
Civics 1a                             Geography 1a                   
Economics 3a                    Geography 2a 
History 1a               Geography 3a 
                                             Geography 4a 

����



                                                                                                         Delaware Recommended Curriculum 
                                                                                   Grade 6 Social Studies 

Grade 6 Social Studies Syllabus                                             DRAFT Page 2 
 

 
Weeks 1-5 
How do personal mental maps effectively change and develop? 

Benchmark 
Geography 1a 

Content 
Relative location and characteristics (e.g., political, physical, human settlements) of 
world regions and sub-regions 

Model Unit  
Geography 1a - Building Global Mental Maps 

 
 
Weeks 6-10 
Under what conditions do cultures spread? 

Benchmarks 
Geography 3a, Geography 4a 

Content 
Cultural Hearths, Cultural Diffusion, Core, Periphery, Agricultural Revolution, Silk Road, 
Renaissance, Columbian Exchange 

Model Unit 
Cultural Patterns and Diffusion 

x Transfer Task  
x CPD Lesson 1  
x CPD Lesson 2  
x CPD Lesson 3  

 
 
Weeks 11-15 
Why does a government have certain powers?   

Benchmarks 
Civics 1a, History 1a 

Content  
Different powers of government(s) over time: monarchy, democracy, federalism 
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Weeks 16-20 

How do cultural values, availability and quality of resources, and the extent and use of 

technology influence the way societies make economic decisions?   

Benchmarks 

Economics 3a 

Content 

Transition to market system, changing cultural values and technologies 

Model Unit 

Economics 3a - Economic Systems 

 

 

Weeks 21-28 

How can thinking like a historian help us draw credible conclusions? 

Benchmarks 

History 1a, History 2a 

Content 

legacies of Greece and Rome, Causes and effects of the exploration and, colonization of 

the Americas, the rise of civilizations, legacies of Greece and Rome, development of 

South American cultures, the rise and spread of Islam 

Instructional Resources (see important note on pp. 4-5) 

x The Dark Ages 

x First Crusade 

x The Black Death 

x Martin Luther 

x Atahualpa and the Bible 

 

 

Weeks 29-32 

How have humans altered and been affected by the physical environment? 

Benchmark 

Geography 2a 
Content 

Basic physical processes that shape the Earth and strategies humans use to interact with 

the natural environment  

Model Unit  

Geography 2a – Humans Interact with the Environment 
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Important note for Instructional Resources in Weeks 21-28 
These instructional resources are lessons from the Stanford University History Education 
Group’s Reading Like a Historian curriculum which engages students in historical inquiry.  Each 
lesson revolves around a central historical question and features sets of primary documents 
modified for groups of students with diverse reading skills and abilities.   

 

Students learn to investigate historical questions employing reading strategies such as sourcing, 
contextualizing, corroborating, and close reading.  Instead of memorizing historical facts, 
students evaluate the trustworthiness of multiple perspectives on issues, and make historical 
claims backed by documentary evidence. 

 

Lessons from the Reading Like a Historian curriculum generally follow a three-part structure: 

1. Establish or review relevant historical background knowledge and pose the central 
historical question.  Each lesson approaches background knowledge differently.  While 
establishing background knowledge is important, it's only a first step in the inquiry process, 
and shouldn't extend beyond opening the lesson.  This content introduces and frames the 
central historical question, motivating students to investigate the documents for that 
lesson. 

 
2. Students read documents, then answer guiding questions or complete a graphic 
organizer.  Documents address the central historical question; most lessons use two or 
more documents with conflicting perspectives or accounts.  The curriculum offers four basic 
lesson structures:  

 

x Opening up the Textbook (OUT): In these lessons, students examine two 
documents: the textbook and a historical document that challenges or expands 
the textbook's account.  

x Cognitive Apprenticeship: These lessons are based on a theory that cognitive 
skills must be visible in order for students to learn how to practice them. Here, a 
teacher explicitly models historical reading skills (sourcing, contextualization, 
corroboration, close reading). The full sequence begins with cognitive modeling, 
followed by teacher-led guided practice, and ultimately independent student 
practice.  

x Inquiry: Students investigate historical questions, evaluate evidence, construct 
historical claims, and develop hypotheses through analyzing sets of documents. 

x Structured Academic Controversy (SAC): For these lessons, students work in pairs 
and then teams as they explore a historical question. After taking opposing 
positions on a question, they try to arrive at a consensus or at least clarify their 
differences.  
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3. Whole-class discussion about a central historical question using documentary evidence 
to support claims.  Students practice historical thinking skills, articulate claims and defend 
them with evidence from the documents.  Students see that history is open to multiple 
interpretations, and that the same piece of evidence can support conflicting claims.   

These videos linked below demonstrate the use of the instructional resources in classrooms. 
x Reading Like a Historian: Overview 
x Reading Like a Historian: Sourcing  

Follow along as students study original documents to determine whether the source is 
believable. 

x Reading Like a Historian: Contextualization  
See how the teacher scaffolds learning as students develop their understanding of 
context. 

x Reading Like a Historian: Corroboration  
Students use books, documents, and images to determine reliability and bias. 
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The 8th grade course in the Social Studies Recommended 
Curriculum has a broad chronological scope.  Students are 
expected to develop an understanding of pre-industrial United 
States history and its connections to Delaware history.  The 
historical timeframe in which instruction takes place is wide, in 
part, to allow for the integration of civics and economics 
though topics that are significant and best suited as contexts 
for the targeted benchmarks.    Students will engage in inquiry 
to develop historical thinking skills such as crafting and 
examining the questions that drive research and 
interpretations, analyzing and corroborating evidence, 
weighing evidence, and explaining competing interpretations.  
 
A student should understand chronology in such a way 
as to be able to situate people, laws, and events in 
appropriate timeframes, while at the same time 
explaining causal relationships and change over time.   
 
For example, the period between 1609 and 1877 witnessed 
European colonization of the Americas, the American 
Revolution, writing of the Constitution, conflict over slavery, 
the settlement of the West, the rise of industrialization and 
urbanization, increasing technological change, and civil war.  
Without knowing the exact years for an event, a student 
should   still   be   able   to   situate   events   within   the   course’s  
timeframe relative to other major events.  Students should 
also be able to explain the major causes and effects of 
significant events or developments and describe important 
changes that occurred as a result of each.  An organized 
mental framework of events, people, trends, and other 
historical phenomena is essential to making sense of an 

otherwise   “tangled   mess”   of   events   and   understanding,  
evaluating, and constructing historical interpretations.  
 
Among other instructional resources, this course recommends 
lessons1 from the Stanford University History Education 
Group’s   (SHEG)   Reading Like a Historian curriculum which 
engages students in historical inquiry.  Each SHEG lesson 
revolves around a central historical question and features sets 
of competing primary documents modified for groups of 
students with diverse reading skills and abilities.   
 
Students learn to 
investigate historical 
questions 
employing reading 
strategies such as 
sourcing, 
contextualizing, 
corroborating, and 
close reading.   
 
 
Instead of memorizing historical facts, students simulate the 
practices of historians as they evaluate the trustworthiness of 
multiple perspectives on issues, and make historical claims 
backed by documentary evidence. 
 

                                                           
1 Lessons are also recommended from other reputable sources, including the Delaware Social 
Studies Education Project, the Delaware Recommended Curriculum, and the National Council 
for Economic Education. 

Social Studies Standards measured in the 

8th grade U.S. History course 

Civics 1b 

Civics 2b 

Civics 3b 

Economics 1a 

Economics 2a 

History 1a 

History 2a 

History 2b 

History 3a 
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Lessons from the Reading Like a Historian curriculum generally 
follow a three-part structure: 
 
1. Establish or review relevant historical background 
knowledge and pose the central historical question.  
Each lesson approaches background knowledge differently.  
While establishing background knowledge is important, it's 
only a first step in the inquiry process, and shouldn't extend 
beyond opening the lesson.  This content introduces and 
frames the central historical question, motivating students to 
investigate the documents for that lesson. 
 
2. Students read documents, then answer guiding 
questions or complete a graphic organizer.  Documents 
address the central historical question; most lessons use two 
or more documents with conflicting perspectives or accounts.  
The curriculum offers four basic lesson structures:  

 
 Opening up the Textbook (OUT): Students examine two 

documents: the textbook and a historical document that 
challenges or expands the textbook's account.  
 

 Cognitive Apprenticeship: A teacher explicitly models 
historical reading skills (sourcing, contextualization, 
corroboration, close reading).  

 
 Inquiry: Students investigate historical questions, evaluate 

evidence, construct historical claims, and develop 
hypotheses through analyzing sets of documents. 

 

 
 Structured Academic Controversy (SAC): For these lessons, 

students work in pairs and then teams as they explore a 
historical question. After taking opposing positions on a 
question, they try to arrive at a consensus or at least 
clarify their differences.  

 
3. Whole-class discussion about a central historical 
question using documentary evidence to support 
claims.  Students practice historical thinking skills, articulate 
claims and defend them with evidence from the documents.  
Students see that history is open to multiple interpretations, 
and that the same piece of evidence can support conflicting 
claims.   
 
The videos linked below demonstrate the use of SHEG 
instructional resources in classrooms. 

 Reading Like a Historian: Overview 
 Reading Like a Historian: Sourcing Follow along as 

students study original documents to determine 
whether the source is believable. 

 Reading Like a Historian: Contextualization See how 
the teacher scaffolds learning as students develop their 
understanding of context. 

 Reading Like a Historian: Corroboration Students use 
books, documents, and images to make judgments 
about reliability and bias. 
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Instructor Notes 

 Instructional resources are available for each time 
period studied.  Teachers should note that not 
every resource should be used as there is not 
enough time.  Rather, teachers should select 
lessons that appear best suited to promote their 
own  students’  mastery  of  the  targeted  standard. 

 The syllabus calls for 34 weeks of instruction to allow 
time for pacing changes. 
 

Assessment Resources  
These assessments developed by the Stanford History 
Education Group capture  students’  skills  and  understanding  in  
action – rather than recall of discrete facts.  Short written 
responses provide a window to what students think – the 
information   [or   “data”]   teachers   need   to   make   instructional  
adjustments. These assessments closely align with the 
expectations of the Common Core State Standards.  
 
Evaluation of evidence involves the critical assessment of 
historical sources. It includes the following: 
 

 Sourcing asks students to consider who wrote a 
document as well as the circumstances of its creation. 
Who authored a given document? When? For what 
purpose? 
 

 Contextualization asks students to locate a document 
in time and place, and to understand how these 
factors shape its content. 

 
 Corroboration asks students to consider details across 

multiple sources to determine points of agreement 
and disagreement. 

 
Historical knowledge encompasses various ways of 
knowing about the past, including: 

 Historical information is the recognition and recall of 
important factual data.  

 Significance requires students to evaluate the 
importance of people and events.  

 Periodization asks students to group ideas and events 
by era.  

 Narrative is deep knowledge of how the past unfolded 
over time. 

Historical argumentation requires the articulation of 
historical claims and the use of evidence to support them. 
 
These assessments closely align with the new Common Core 
State Standards. Each of our assessments is keyed to one or 
more standard and includes a link identifying the relevant 
standards. Some of the standards addressed include:  
#1 (Gr. 6-12): Evaluating the date and origin of evidence 
(sourcing)  
#6 (Gr. 6-12): Corroborating across multiple points of view  
#8 (Gr: 6-12): Evaluating trustworthiness of claims  
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Week 1 

Introduction:  How to Think Historically 

 

Students and historians often approach accounts of the past much 
differently. History is not, as many students think, a mirror image of 
the  past.        Whereas   students  often   “learn”   from   texts   that  present  
themselves as entirely factual and authoritative, historians engage 
them critically with a mindset toward challenging then refining or 
creating new interpretations based on evidence from the past.  

 

The introduction to this course features exercises designed to 
promote a better understanding of the manner in which historians 
approach historical materials and the nature of the discipline itself as 
students make judgments about fragmentary and competing 
evidence in preparation for drawing conclusions and forming 
interpretations.   

Instructional Resources  

Students recognize skills of historical inquiry that are used 

regularly, such as reconciling conflicting claims and evaluating 

the reliability of narrative accounts.  

Lunchroom Fight  

Snapshot Autobiography 

Evaluating Sources 
 
The Cheating Scandal Lesson Two History 2b 
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Weeks 2-6  
Three Worlds Meet: Colonization and Settlement Follow 
(1492 – 1750) 
 
The 15th and 16th century voyages of discovery brought Europe, 
Africa, and the Americas into direct contact, producing an 
exchange of foods, animals, and diseases that historians call the 
“Columbian  Exchange.”   
 
During the 17th century, when England established its first 
permanent colonies in North America, the southern-most colonies 
tended to rely upon agricultural production while northern 
economies were more diverse.  
 
By 1700, the American colonies had surpassed England in the 
population growth rate, the proportion of white men who owned 
property and were able to vote, as well as in the population's ethnic 
and religious diversity.  The early and mid-18th century brought an 
increase in immigration, including the importation of enslaved 
Africans as a labor force for the southern agricultural economy. 
 
 

Instructional Resources  
Mapping Mistakes History 2b 
Waldseemüller’s  Map:  World  1507 History 2a 
Waldseemüller’s  Map  Interactive 
Drake’s  West  Indian  Voyage  1588-1589 History 2b 
Pocahontas History 2b, History 3a 

Mapping the New World History 3a 

Puritans History 2b 

Salem Witch Trials  History 2b, History 3a 

Examining Passenger Lists 1635 History 2a 

Colonial America Lesson Three – Landing of the Pilgrims  

History 2b, History 3a 
Understanding the Colonial Economy in a Global Context      
Economics 1a, History 1a 
The Starving Time in Jamestown History 2b, History 3a 
Hero  or  Traitor:  Bacon’s  Rebellion History 2ab 
Antonio A Slave History 1a, History 2a 
 

 
Assessment Resources 

The First Thanksgiving History 2b 

Signing of the Mayflower Compact  History 2b 

Seven Years' War History 2b 

The Virginia Company History 2b 

Creating Columbus Day History 2b 
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Weeks 7-12  
Revolutionary America (1750 – 1787) 
 

The era of the American Revolution is of great significance because it 
resulted in the creation of the United States.  The political 
philosophies   and   principles   that   evolved   in   Britain’s   American  
colonies  informed  the  colonists’  responses  to  British  policies  and  the  
design of the political system in which we now live.  
 
The Declaration of Independence not only severed our relationship 
with England, but also committed the nation to principles that help 
define our political culture.  In the American Revolution, colonists 
fought for their independence in the name of certain universal 
principles such as rule of law, constitutional rights, and popular 
sovereignty.  
 
Changes in the colonial economic and political relationship with Great 
Britain were made more serious by British attempts to raise money 
to support the empire. Tensions increased further after Parliament 
passed the Coercive Acts and the First Continental Congress took the 
first steps toward independence from Britain. Not all American 
colonists supported independence from Great Britain.  Before the 
colonies gained independence, they had to fight a long and bitter 
war.  
 
Students should investigate topics that develop chronological 
thinking (e.g. causes and effects of the revolution, changes wrought 
by British policies), analytic skills (e.g. accounts of the battle of 
Lexington, representations of the Boston Massacre), and ability to 
evaluate interpretations (e.g. how revolutionary was the American 
Revolution).  

  
 
Instructional Resources 

DRC:  Interpreting the Past History 3a 
Great Awakening History 2b 

Stamp Act History 2b 

Battle of Lexington History 2b, History 3a 

Lexington and Concord History 2b, History 3a 

Loyalists History 2a 

Declaration of Independence  History 3a 

 
 
Assessment Resources 

Washington Crosses Delaware History 2b  

Signing the Declaration of Independence History 2b 
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Weeks 13-18  
Early Republic (1787 – 1824) 
 

Historical Research:  Begin a National History Day project. 

 

The Early Republic era featured a burst of constitutionalism in 
American history, and sparked changes that led to the 
development of a national economy, the birth of our two-party 
system, and the first major wave of westward expansion.   

 

The first American government under the Articles of Confederation 
struggled to fulfill the purposes for which it was created.  In 
response, Congress convened a meeting of states that produced a 
new Constitution based on the underlying principles of 
representative democracy, the constitutional separation of powers, 
and the rule of law. Our Constitution also produced a federal 
system that guards against centralized power but the constantly 
shifting flow of power between the federal and state governments 
has resulted in alternating periods of cooperation, conflict, and 
controversy. 

 

Historians have disagreed over the motivations for writing the 
Constitution and whether the Framers intended a strong, 
centralized political system or one that is decentralized with a 
heavy emphasis on individual rights.  

 

Students should examine the principles of our American political 
system, the content of our Constitution, and their responsibilities as 
citizens in a democratic society.  

Instructional Resources 
Old Speak to New Speak Civics 2b 
Do we need a new government? Civics 1b, History 1a 
DRC:  Federalism Civics 1b 
Shay’s  Rebellion History 3a 

Federalists vs. Anti-Federalists History 2b 

Slavery in the Constitution History 2b, History 3a 

Hamilton vs. Jefferson History 2b, History 3a 

Close Reading:  Secondary Source and the Preamble to the 
Constitution Civics 2b, History 1a 
Nothing Must be Said: Jefferson and Implied Powers History 1a 

First Congress, Lesson Two Civics 2b, History 1a 

First Congress, Lesson Four Economics 2a 

First Congress, Lesson Five Civics 1b 

First Congress, Lesson Seven Economics 2a 

DRC:  Money, Banking, and Taxes Economics 2a 

Motivations for Writing and Ratifying the U.S. Constitution 
History 3a 

The U.S. Constitution: I Smelt a Rat History 2ab 

 

 
Assessment Resources 

The War of 1812 History 1a 

Principle of Equality Civics 2b, History 1a 
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Weeks 19-23  
Economic and Social Change (1825 – 1859) 
 

In the decades before the Civil War, northern and southern 
development followed increasingly different paths. By 1860, the 
North contained 50 percent more people than the South. It was 
more urbanized and attracted many more European immigrants. 
The northern economy was more diversified.  The South had smaller 
and fewer cities and a third of its population lived in slavery.  

 

The growth of industry and urban centers in the northeastern U.S. 
led to an increase in the number of railroads.  The number of 
people employed in agriculture declined as new technology 
increased productivity on farms. 

 

The antebellum era saw efforts to reform society through 
prohibition of alcohol, ensuring women's rights and equality, and 
abolition of slavery.  

 

New technology in transportation, communication, and agriculture 
reduced the cost of bringing goods to markets, stimulating both 
agriculture and industry.  Economic development contributed to the 
rapid growth of cities.  

 
Instructional Resources 

DRC:  How Markets Work Economics 1a 

Nat Turner History 2ab 

Indian Removal History 2a 

Irish Immigration History 1a, History 2a 

Women’s  Rights  and  Reform History 1a, History 2a 

Women’s  Suffrage:  Their  Rights  and  Nothing  Less History 1a, 
History 2a 
Hidden in Plain View History 3a 

 

Assessment Resources 
Slave Quarters History 3a 

Clay's American System History 2b 
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Weeks 24-30  
Westward Expansion and Sectional Conflict (1825 – 1859) 
 
John  Jay  Chapman  once  wrote  that  “There  was never any moment in 
our   history   when   slavery   was   not   a   sleeping   serpent.”      Territorial  
acquisitions and the mass movement of Americans westward during 
this era stirred the serpent from its sleep.   
 
By 1859 the question of whether slavery should be allowed in newly 
acquired western territories drove a wedge between North and South 
that brought the nation to the brink of disunion.  In the interim, 
westward expansion triggered a war with Mexico and the relocation 
of Native Americans.  
 
Technological improvements, federal policies, and nationalist beliefs 
in  “Manifest  Destiny”  help  fuel  the  movement  westward.     
 
Transportation improvements linked the nation together and 
improved the lives of western settlers.  Southern states wanted to 
extend slavery and cotton production to the new territories in the 
West.  Congress reached a series of compromises which maintained 
the balance of power between slave and free states. 

 

Instructional Resources 
Louisiana Purchase History 2a, History 3a 
Lewis and Clark History 2a, History 3a 

Slavery in the United States: Primary Sources and the 
Historical Record History 2ab 
The Legacy of Indian Removal History 2a 
Westward Expansion History 1a, History 2a 
Close Reading:  Narrative of the Life of Frederick Douglass 
History 2b, History 3a 

 
 
Assessment Resources 

Traders in the West History 2b 

Portrait of an Iroquois Leader History 2b 

Historian Disagreement History 3a 
John  Brown’s  Legacy History 2b 
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Weeks 31-32  
Civil War and Reconstruction 
 (1860 – 1877) 
 
The Civil War is a momentous event in American history as it 
represents the moment when the Union faced its greatest threat. 
Ultimately, northern victory consolidated that Union. The abolition of 
slavery meant that, for the first time, the American people could 
seriously claim to be living up to their commitment to the principle of 
liberty rooted in the American state papers. 
 
The   war   altered   the   federal   governments’   relationship   to   the  
American economy and the states.  The Lincoln administration 
instituted the first national banking system and national currency, 
the first national taxes on income, and the first highly protective 
tariffs, and laid the foundation for the first transcontinental railroad. 
 
As important as the war itself was the volatile issue of 
Reconstruction – a process considered during the war itself and one 
that   launched  what  one  historian  memorably   labeled  an  “unfinished  
revolution.” 
 
Historians have disagreed about a number of issues surrounding the 
Civil War including   the   war’s   causes,   whether   Union   victory   was  
inevitable, whether the war limited or encouraged economic growth 
in the short run, and how much the war and Reconstruction actually 
accomplished. 

 
Instructional Resources 

The Civil War through a  Child’s  Eye History 2a 
Persuasion in Historical Context: The Gettysburg Address  
History 2b, History 3a 
America at the Centennial History 1a 
Close Reading: The Gettysburg Address History 2b, History 3a 
Children of the Civil War History 2b, History 3a 
Saving Privates Bixby History 2ab 
Our  Nation’s  Report  Card Civics 2b 

 
 
Assessment Resources 

Attack on Fort Sumter History 1a 
Morale after Fredericksburg History 2b 
Gardner's Civil War Photography History 2b 
A Perspective on Slavery History 2b, History 3a 
Antebellum South History 2b, History 3a 
Causes of the Civil War History 3a 
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Delaware Model Unit  
This unit has been created as an exemplary model for teachers in (re)design of course 
curricula.  An exemplary model unit has undergone a rigorous peer review and jurying 
process to ensure alignment to selected Delaware Content Standards. 

Unit Title: Historians in Conflict: The Causes of the First World War 

Designed by: Lisa Prueter 
District: Appoquinimink 

Content Area: Social Studies – World History 
Grade Levels: 9-12 
 _________________________________________________________________________  

Summary of Unit 

This unit uses the outbreak of the First World War as a case study to uncover reasons for 
different interpretations of the same event.  Students will analyze primary and secondary 
source materials to construct their own interpretations of what happened in the weeks, 
months, and years leading up to August 1914, and then critique interpretations advanced 
by others. 

At the 1919 Paris Peace Conference, the victorious allies clearly stated their conclusions 
about who was to blame for starting the world war: Germany and her allies.  Germany’s 
culpability, articulated in the “Guilt Clause” in the Treaty of Versailles, allowed the allies to 
dismantle the German, Austro-Hungarian, and Ottoman Empires and demand reparation 
payments from them.  This unit asks students to re-examine the assumptions made in the 
Treaty—did Germany start the war?  Does the historical evidence support this conclusion?  
The treaty’s assumptions about war guilt sparked a controversy that has continued to this 
day.  The causes of the First World War remain one of the most popular topics for historical 
investigation.  Historian Margaret MacMillan estimates that there are over 21,000 books, in 
English, about the origins of the war.  By the end of this unit, students should appreciate 
that interpretations of the past have important consequences for the present and future. 

Unit Overview 

Lesson One: Students examine the long-term trends that contributed to the outbreak of 
war: the Alliance System, Imperialism, Militarism, and Nationalism.  Students use primary 
source documents to create a presentation on one of these trends. 

Lesson Two: Students investigate the short-term events that may have led to war.  
Students decide which events were most significant and create their own timeline of the 
outbreak of the First World War. 

Lesson Three: Now that students have studied the causes of the First World War, they are 
ready to evaluate the interpretations of historians.  Students analyze the arguments of a 
historian and compare the historian’s conclusions to the Guilt Clause in the Treaty of 
Versailles. 
 _________________________________________________________________________  
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Stage 1 – Desired Results 

(What students will know, do, and understand) 
 _________________________________________________________________________  

Delaware Content Standards 
! History Standard Three 9-12a: Students will compare competing historical 

narratives by contrasting different historians’ choice of questions, use and choice of 
sources, perspectives, beliefs, and points of view in order to demonstrate how these 
factors contribute to different interpretations. 

! History Standard One 9-12a: Students will analyze historical materials to trace 
the development of an idea or trend across space or over a prolonged period of time 
in order to explain patterns of historical continuity and change. 

Big Ideas 

• Historical Investigation 

• Historical Interpretation 

• Chronology 

Unit Enduring Understandings 

• What a historian writes depends upon that historian’s personal background and 
methods, the questions asked about the sources, and the sources used to find the 
answers to those questions. 

• History is often messy, yet a historian must logically organize events, recognize patterns 
and trends, explain cause and effect, make inferences, and draw conclusions from those 
sources that are available at the time. 

Unit Essential Questions 

• How do historians’ choice of questions, selection and use of sources, and personal biases 
affect their interpretations of the past? 

• How can we use historical sources to analyze continuity and change over time? 

Knowledge and Skills 

 Students will know… 

• The long- and short-term causes of the First World War. 

• The terms of the Treaty of Versailles. 

 Students will be able to… 

• Identify differences among historical interpretations. 

• Explain why historians have come to different conclusions about the same event. 

• Use historical documents to create their own chronologies and draw their own 
conclusions. 
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Stage 2 – Assessment Evidence 

(Evidence that will be collected to determine whether or not Desired Results are 
achieved) 

 _________________________________________________________________________  

Transfer Task 

Was It Genocide? 
 

Prior Knowledge Now that you understand why historians disagree about 
interpretations of the past and how those interpretations can 
affect the present, you are ready to analyze a current 
controversy over a historical event. 

Problem Six members of the U.S. House of Representatives have 
proposed House Resolution 106, “Affirmation of the United 
States Record on the Armenian Genocide Resolution.”  The 
resolution accuses the Turkish people of the deliberate murder 
of 1.5 million Armenians in the Ottoman Empire in the years 
1915–1923.  The resolution calls this action genocide. 

Role/ 
Perspective 

You are an adviser to Mr. Smith, a member of the U.S. House of 
Representatives.  Mr. Smith is active in foreign policy and is a 
supporter of U.S. military campaigns in Iraq and Afghanistan.  
Mr. Smith represents a district with a substantial Armenian-
American population.  Mr. Smith needs your advice on how to 
vote on Resolution 106. 

Product/ 
Performance 

You are to prepare a report for Mr. Smith that tells him what he 
needs to know in order to vote on Resolution 106.  Your report 
should include: 
! Analysis of the Armenian argument and evidence. 
! Analysis of the Turkish argument and evidence. 
! Prediction of how a yes or no vote will affect the current 

political situation. 
! Reasons why Mr. Smith should vote YES or NO. 

Recommended Sources 

• House Resolution 106 – http://www.thomas.gov/cgi-bin/query/z?c110:H.RES.106 

• BBC News: Q & A Armenian Genocide Dispute – 
http://news.bbc.co.uk/2/hi/europe/6045182.stm 

• “White House and Turkey Fight Bill on Armenia” – http://www.washingtonpost.com/wp-
dyn/content/article/2007/10/09/AR2007100902347.html 

• Turkish Historical Society: Refutation of Armenian Resolution – 
http://www.ttk.org.tr/index.php?Page=Sayfa&No=186 

• Armenian National Institute: Genocide FAQ – http://www.armenian-
genocide.org/genocidefaq.html 

• Archival Documents on the Armenian Genocide – http://www.armenian-
genocide.org/sampledocs.html 

• “Turkey’s Armenian Dilemma” – http://news.bbc.co.uk/2/hi/europe/6386625.stm 
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Rubric  
 

Scoring Category Score Point 3 Score Point 2 Score Point 1 
Critique of the 
Armenian position 
that includes an 
examination of 
questions, 
sources, and 
biases 

Provides a 
persuasive critique 
of the Armenian 
position that 
includes an 
examination of 
questions, 
sources, and 
biases 

Provides a 
somewhat 
persuasive critique 
of the Armenian 
position that 
includes an 
examination of 
questions, 
sources, and 
biases 

Provides a 
minimally 
persuasive critique 
of the Armenian 
position that 
includes an 
examination of 
questions, 
sources, and 
biases 

Critique of the 
Turkish position that 
includes an 
examination of 
questions, 
sources, and 
biases 

Provides a 
persuasive critique 
of the Turkish 
position that 
includes an 
examination of 
questions, 
sources, and 
biases 

Provides a 
somewhat 
persuasive critique 
of the Turkish 
position that 
includes an 
examination of 
questions, 
sources, and 
biases 

Provides a 
minimally 
persuasive critique 
of the Turkish 
position that 
includes an 
examination of 
questions, 
sources, and 
biases 

Prediction of how 
the vote will affect 
current political 
situation 

Provides a well-
developed 
explanation of how a 
yes AND no vote 
might affect the 
current political 
situation 

Provides a partially 
developed 
explanation of how a 
yes AND no vote 
might affect the 
current political 
situation 

Provides a 
minimally 
developed 
explanation of how a 
yes AND no vote 
might affect the 
current political 
situation 

Reasons why the 
Representative 
should vote yes or 
no 

Provides well-
developed 
reasoning for why 
the representative 
should vote yes or 
no 

Provides partially 
developed 
reasoning for why 
the representative 
should vote yes or 
no 

Provides minimally 
developed 
reasoning for why 
the representative 
should vote yes or 
no 
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Student Self-Assessment and Reflection 
 

When students are required to think about their own learning, to articulate what they 
understand and what they still need to learn, achievement improves. 

-Black and William, 1998; Sternberg, 1996; Young, 2000 

How a teacher uses the information from assessments determines whether that assessment 
is formative or summative.  Formative assessments should be used to direct learning and 
instruction and are not intended to be graded. 

The Checks for Understanding at the end of each instructional strategy should be used as 
formative assessment and may be used as writing prompts or as small-group or whole-class 
discussion.  Students should respond to feedback and be given opportunities to improve 
their work.  The rubrics will help teachers frame that feedback. 

An interactive notebook or writing log could be used to organize student work and exhibit 
student growth and reflection. 
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Stage 3 – Learning Plan 

(Design learning activities to align with Stage 1 and Stage 2 expectations) 

___________________________________________________________________ 
 
Lesson One:  Long-Term Trends 

Essential Question 

• How can we use historical sources to analyze continuity and change over time? 

Instructional Strategies 

Gathering Information 
Anticipation Guide to World War I 

At the beginning of the unit, ask students to complete the “Before Instruction” column of 
the Anticipation Guide (Appendix 1a).  Teachers may ask students to share their answers 
but should not correct any misconceptions.  Teachers should return to the Anticipation 
Guide at the end of unit and have students complete the “After Instruction” column.1 

Gathering Information 
Developing Background Knowledge 

Direct Instruction: Trends Leading to Lasting Peace.  One danger inherent in studying the 
causes of the war is to draw the conclusion that the war was inevitable—the war occurred 
because all of these causes led to it.  It is important that students understand that the war 
was NOT inevitable and that there were concurrent historical trends that seemed to lead to 
lasting peace.  See attached PowerPoint presentation, Trends Leading to Peace. 

Gathering Information 
The 1919 Peace Treaties 

Students will examine excerpts from the 1919 peace treaties to determine a) whom the 
allies named as guilty parties; and b) the consequences of the treaties for the defeated 
nations. 

• An overview of the Treaties of Saint-Germain-en-Laye, Trianon, Sevres, and Versailles – 
http://www.ushmm.org/wlc/en/article.php?ModuleId=10005425 

• Key Political and Territorial clauses of the Versailles Treaty – 
http://www.fordham.edu/halsall/mod/1919versailles.html 

• Maps of Europe before and after WWI – 
http://www.schoolshistory.org.uk/ASLevel_History/week4_versailles.htm 

                                            
1 Thank you to Fran O’Malley, who shared this strategy at a Historical Literacy workshop in 
2010. 
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Check for Understanding 

Article 231: The Allied and Associated Governments affirm and Germany accepts the 
responsibility of Germany and her allies for causing all the loss and damage to which 
the Allied and Associated Governments and their nationals have been subjected as a 
consequence of the war imposed upon them by the aggression of Germany and her 
allies. 

How did the guilt clause in the Treaty of Versailles affect Germany and her allies?  
Provide specific historical evidence to support your answer. 

Rubric 
2 – This response gives a valid effect with accurate and relevant historical evidence. 
1 – This response gives a valid effect with inaccurate, irrelevant, or no historical evidence. 

Extending and Refining 
Trends That Led to War 

Introduce students to the four general trends that contributed to the outbreak of war. 

• Alliances 

• Imperialism 

• Militarism 

• Nationalism 

Provide students with definitions for each term.  Instruct students to create a visual 
representation of each word.  Teachers may also want to ask students to think of an 
example of each trend from a period of history they have already studied (Appendix 1b). 
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Example 
 

Trend Definition2 
Visual 

Representation Historical Example 
Alliances A formal agreement or 

treaty between two or 
more nations to 
cooperate for specific 
purposes. 

 Many Native American 
groups made alliances 
with France and fought 
against the British in 
the French and Indian 
War. 

Imperialism The policy of extending 
the rule or authority of 
an empire or nation 
over foreign countries, 
or of acquiring and 
holding colonies and 
dependencies. 

 The Spanish practiced 
imperialism when they 
conquered the New 
World and created 
Spanish colonies. 

Militarism The principle or policy 
of maintaining a large 
military establishment. 

 Ancient Sparta was 
known for its militarism.  
All children were raised 
to fight for the city-
state. 

Nationalism Devotion and loyalty to 
one's own nation; 
patriotism 

 Napoleon used French 
nationalism to inspire 
his troops in the 
Napoleonic Wars. 

For more background information on the causes of the First World War: 

• The Causes of World War One – http://www.firstworldwar.com/origins/causes.htm 

• The Origins of World War One – 
http://www.bbc.co.uk/history/worldwars/wwone/origins_01.shtml#one 

• World War One—Causes – http://www.historyonthenet.com/WW1/causes.htm 

Application 
Document Analysis and Exhibit 

For both Choice A and Choice B below, teachers may print out the document sets and 
have students work with hard copies.  Or, teachers may choose to have students upload the 
documents into a free, online, interactive poster site, such as Glogster.  
http://edu.glogster.com/ 

Teacher Tip: Teachers may want to give students Document Analysis worksheets from the 
National Archives to help guide their work:  
http://www.archives.gov/education/lessons/worksheets/ 

Both Choice A and Choice B use the four document sets located in Appendix 1c. 

                                            
2 Definitions from Dictionary.com. Dictionary.com Unabridged. Random House, Inc. 
http://dictionary.reference.com/browse/alliance (accessed: September 16, 2010). 
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Choice A 

• Give small groups of students a collection of documents that includes examples of all 
four trends. 

• Instruct students to sort the documents into the four categories.  (Many documents can 
fit into more than one category—students must be able to defend their choices). 

• Instruct students to select ONE document to analyze thoroughly and present to the 
class as a representation of one of the trends that led to war. 

Choice B  

• Assign small groups of students one document set.  Students analyze the documents. 

• Instruct students to use the documents (it is not necessary to use all the documents) to 
create an exhibit for one trend that led to war.  If using hard copies, students may cut 
and paste the documents onto poster paper, then add captions and their analysis.  Or, 
students may upload the documents into Glogster, arrange the documents, and add 
their commentary. 

Check for Understanding 
" Does one of these trends seem more significant than the others in the outbreak of 

war?  Explain your answer with an example from the documents. 

Rubric 
2 – This response gives a valid explanation with an accurate and relevant example. 
1 – This response gives a valid explanation with an inaccurate, irrelevant, or no example. 
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Lesson Two:  Short-Term Events - Creating a Chronology 

Essential Question 

• How can we use historical sources to analyze continuity and change over time? 

Instructional Strategies 

Gathering Information 
Graphic Organizer 

The assassination of the Archduke Franz Ferdinand of Austria-Hungary is often cited as the 
cause of the First World War.  Ask students if they think it possible for the assassination of 
one man to lead the world into war. 

Read together a newspaper account of the assassination:  “Archduke Franz Ferdinand shot 
dead by student” in the Manchester Guardian, June 29, 1914.  
http://www.guardian.co.uk/world/2008/nov/08/first-world-war-franz-ferdinand-sarajevo 

Have students complete a reading graphic organizer with the article. 

Example: 

 
 

Extending and Refining 
Jigsaw 

Students will investigate specific events that may have led to war using a jigsaw activity.  
Assign individual students or student pairs to one of the events listed below.  Students use 
the Events That Led to the First World War Chart (Appendix 2a) to organize their 
information.  Students should use their textbook and/or the online resources listed below to 
define the event and hypothesize how that event might have led to the later outbreak of 
war. 

Teachers may refer to the completed chart (Appendix 2b) to check answers. 

Characters
Archduk e)Ferdinand,)Duchess)
of)Hohenberg ,)Gavrilo)Princip

Setting
S arajevo,)Bosnia)(Austro@
Hungarian)Empire)

Problem/Conflict
S lavic)people)resented)annexation)into)Austro@Hungarian)Empire.))
A rchduk e)seen)as)opponent)to)Pan@S erbian)(S lavic)nationalist) )movement.

Major Event(s)

Bosnian)nationalist)Gavrilo)Princip)assassinated)Austrian)A rchduk e)and)
Duchess)as)they )drove)through)S arajevo.
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Online Resources 

• Franco-Prussian War – 
http://weuropeanhistory.suite101.com/article.cfm/the_francoprussian_war_and_balance
_of_power 

• “The Sick man of Europe” – 
http://www.pbs.org/lawrenceofarabia/features/non_flash/ottoman1.html 

• Dual Alliance – http://www.firstworldwar.com/source/dualalliance.htm and 
http://www.worldwar1.com/tlalli.htm 

• Naval Arms Race – http://www.worldwar1.com/tldread.htm and 
http://www.bbc.co.uk/history/british/britain_wwone/invasion_ww1_01.shtml 

• First Moroccan Crisis – http://www.mtholyoke.edu/acad/intrel/boshtml/bos137.htm 

• Triple Entente – http://www.worldwar1.com/tlalli.htm 

• Young Turk Revolution – http://www.mtholyoke.edu/acad/intrel/boshtml/bos126.htm 

• Bosnian Crisis – http://www.mtholyoke.edu/acad/intrel/boshtml/bos130.htm 

• Second Moroccan Crisis – http://www.history.com/this-day-in-history/second-moroccan-
crisis 

• First and Second Balkan Wars – http://www.history.com/this-day-in-history/serbia-and-
greece-declare-war-on-ottoman-empire-in-first-balkan-war 

• The Black Hand – http://www.firstworldwar.com/features/balkan_causes.htm 

• The Blank Check – http://www.firstworldwar.com/origins/julycrisis.htm 

• The Schlieffen Plan – http://www.firstworldwar.com/features/plans.htm 

Application 
Creating a Chronology 

Students evaluate the relative importance of the events studied in the previous lesson.  
Students will: 

• Select the five events most important in the outbreak of First World War. 

• Place the events in a cause-and-effect or timeline graphic organizer. 

• Locate the events on a map. 

• Write a concluding paragraph that explains the relationship of these events to one 
another and their significance in the outbreak of the war. 

Ask students to share their chronologies with the class.  Pose the question: Why did 
students come to different conclusions about what caused the war? 

Check for Understanding 
" Reflect on the events you identified as the most important in causing the outbreak of 

war.  Is one of the long-term trends (Alliances, Imperialism, Militarism, and 
Nationalism) more apparent in these events than others?  Explain your answer with 
historical evidence. 

Rubric 
2 – This response gives a valid explanation with accurate and relevant historical evidence. 
1 – This response gives a valid explanation with inaccurate, irrelevant, or no historical 
evidence. 
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Lesson Three:  Interpretations of the Causes of the War 

Essential Question 

• Why might historians disagree about the same historical event? 

Instructional Strategies 

Gathering Information 

In direct instruction, explain to students that critiques of the Versailles Treaty emerged soon 
after the treaty was signed.  (See “The Versailles Treaty Reconsidered”) 

Extending and Refining 
Making Predictions 

Use this excerpt from the Sidney Bradshaw Fay’s Thesis (Appendix 3a).  
http://web.viu.ca/davies/H482.WWI/Fay.Origins.WWI.1930.htm 

Distribute excerpt of Fay’s thesis.  Together as a class, read the brief biographical 
information about Fay and the opening arguments (pages 1–2).  Clarify the identity of the 
main actors and any unknown vocabulary words.  Ask students to identify Fay’s thesis and 
make predictions about the specific arguments that will follow. 

Main actors: 

• Pashitch – Serbian prime minister 

• Berchtold – Austro-Hungarian foreign minister 

• Bethmann – German chancellor 

• Sazonov – Russian foreign minister 

• Poincare – French president 

• San Giuliano – Italian foreign minister 

• Sir Edward Grey – British foreign secretary 

The rest of the excerpt is divided into sections by country as indicated by the lines: Serbia, 
Austria, Germany, Russia, France, England, and Belgium.  In pairs, have students read 
one of the sections and summarize the section using the Magnet Strategy.3 

Magnet Strategy 

For their section of the reading, students identify one word that is the main topic.  This word 
is the “magnet.”  Students write this word in the center of the page.  Next, students identify 
4–5 important words that are related (or attracted) to the magnet word.  Finally, students 
summarize the reading by constructing one sentence that includes those words.  (Lengthier 
sections may require more than one “magnet”). 

                                            
3 Thanks to Bill Lewis, who shared this reading strategy at a Historical Literacy Project 
workshop, 2010. 
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Example 
 

 
 

Serbia was guilty in starting the war because she did not interfere when nationalists 
carried out an assassination as part of their struggle to liberate Slavs from Austria. 

Have students share their magnet summaries with the class. 

Together as a class, fill out the “Historian’s Head” graphic organizer, Appendix 3b, for 
Sidney Bradshaw Fay (Appendix 3c sample).  Students should use this organizer as a model 
for their own analysis in the application activity below. 

Check for Understanding 
" Did Historian Sidney Bradshaw Fay agree with the Treaty of Versailles?  Explain your 

answer with examples from his article. 

Rubric 
2 – This response gives a valid explanation with an accurate and relevant example. 
1 – This response gives a valid explanation with an inaccurate, irrelevant, or no example. 

guilty

Austria

SERBIA assassinationliberation
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Application 
Evaluating Conclusions 

Students will now use what they learned about the causes of World War I in an evaluation 
of another historian’s conclusions. 

Assign each student to one of the following historians: 

• Harry Barnes, In Quest of Truth and Justice: De-Bunking the War Guilt Myth (1928) 
Appendix 3d 

• Laurence LaFore, The Long Fuse: An Interpretation of the Origins of World War (1965) 
Appendix 3e 

• John Stoessinger, “The Iron Dice: World War I” in Why Nations Go to War (1985) 
Appendix 3f 

• Donald Kagan, On the Origins of War and the Preservation of Peace (1995) Appendix 3g 

Students should use the Magnet Strategy to summarize the arguments of their historian.  
Next, students fill out the Historian’s Head graphic organizer with the most significant 
historical evidence.  Finally, students share their Historian’s Head graphic organizers with 
the class. 

Check for Understanding 
" Why might historians disagree about the causes of the war?  Use specific historical 

evidence to support your answer. 

Rubric 
2 – This response gives a valid explanation with accurate and relevant historical evidence. 
1 – This response gives a valid explanation with inaccurate, irrelevant, or no historical 
evidence. 
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Appendix 1a 
Anticipation Guide 

World War I 
Directions:  In the column labeled Before Instruction, write “agree” or “disagree” next to 
each statement.  Do the same in the column labeled After Instruction after we finish the 
unit. 
 

Before Instruction  After Instruction 
  

World War I began with the 
attack on Pearl Harbor 

 

 

  
Hitler was the leader of 

Germany during World War 
I 
 

 

  
History is the study of facts 

about the past 
 

 

  
If there are differences 

between what one history 
book says and what another 

history book says, one of 
the books is wrong. 

 

 

  
It is not important to know 
about who writes history. 

 

 

  
What we think about the 
past does not really affect 

us today. 
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Trends Leading to Peace 
 
 

 
 

 
 

 
 

 

Late 19th Century Europe

L a#Belle#Epoque

Historian John Keegan:

Europe'in 'the'summer'of '1914 '
enjoy ed'a'peaceful'productivity 'so'
dependent'on'international'
exchange'and'co;operation'that'
belief'in 'the'impossibility 'of 'general'
war'seemed'the'most'conventional'
of 'wisdoms.

International Organizations

• International Telegraph Union 
(1865)

• International Postal Union (1875)
• International Conference for 

Promoting Technical Uniformity in 
Railways (1882)

International Organizations
• International Meteorological 

Organisation (1873)
• International Radiotelegraph Union 

(1906)
• International Bureau of Weights and 

Measures (1875)
• First International Copyright 

Conventions (1880s)
• First Geneva Convention (1864)

Growth of Common European 
Culture

• University graduates across 
Europe shared a body of 
knowledge

• Tourism became a pastime for 
the middle classes

One Big Happy Family?
Queen Victoria’s Grandchildren:

• Kaiser Wilhelm II of Germany
• Queen Sophia of Greece
• King George V of Great Britain
• Queen Maude of Norway
• Tsarina Alexandra of Russia
• Queen Marie of Romania
• Queen Margaret of Sweden
• Queen Victoria Eugenie of Spain

Tsar Nicholas II and King George V

Nick y &and&Georg ie

Kaiser Wilhelm II and Tsar 
Nicholas II

Willy %and%N ick y
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Appendix 1b 
 
 
Name  _______________________________  
 
 

Four Trends That Led to War 
 

Trend Definition* 
Visual 

Representation Historical Example 
Alliances A formal agreement 

or treaty between 
two or more nations 
to cooperate for 
specific purposes. 

 
 
 
 
 
 

 

Imperialism The policy of 
extending the rule 
or authority of an 
empire or nation 
over foreign 
countries, or of 
acquiring and 
holding colonies and 
dependencies. 

 
 
 
 
 
 
 

 

Militarism The principle or 
policy of maintaining 
a large military 
establishment. 

  
 
 
 
 
 
 

Nationalism Devotion and loyalty 
to one's own nation; 
patriotism. 

  
 
 
 
 
 

*Definitions from Dictionary.com. Dictionary.com Unabridged. Random House, Inc. 
http://dictionary.reference.com/browse/alliance (accessed: September 16, 2010). 
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Appendix 1c 
Document Set 1 

How Did ALLIANCES Lead to War? 
 

Document A: Entente Cordiale – 
http://wwi.lib.byu.edu/index.php/The_Entente_Cordiale_Between_The_United_Kingdom_an
d_France 

Document B: Triple Alliance – 
http://wwi.lib.byu.edu/index.php/Amended_Version_of_The_Triple_Alliance_(English_transl
ation_of_the_above) 

Document C: Treaty of London – http://www.firstworldwar.com/source/london1839.htm 

Document D: Map of Alliances – 
http://www.bbc.co.uk/schools/worldwarone/hq/causes1_01.shtml 

Document E: Political Cartoon of Alliances – 
http://en.wikipedia.org/wiki/File:World_war_one_web_alliance.jpg 

Document F: Political Cartoon Entente Cordiale – 
http://en.wikipedia.org/wiki/File:Germany_GB_France.gif 

Document G: Triple Entente Poster – http://en.wikipedia.org/wiki/File:Triple_Entente.jpg 

Document H: German-Turkish Agreement – 
http://avalon.law.yale.edu/20th_century/turkgerm.asp 

Document I: Willy-Nicky Telegrams – http://wwi.lib.byu.edu/index.php/The_Willy-
Nicky_Telegrams 

Document J: Cupid to Seal the Balkan Peace – 
http://www.oldmagazinearticles.com/pdf/Arranged%20Marriage.pdf 

Overview of the alliance system and the outbreak of war – 
http://web.jjay.cuny.edu/~jobrien/reference/ob15.html 
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Document Set 2 
How Did IMPERIALISM Lead to War? 

 

Document A: “The Lion’s Just Share” – http://www.lermuseum.org/ler/mh/wwi/index.html 

Document B: “Capitalistic Militarism” – 
http://wwi.lib.byu.edu/index.php/II._Capitalistic_Militarism 

Document C: “An Interrupted Tête-à-Tête” – 
http://www.harpweek.com/09cartoon/BrowseByDateCartoon.asp?Month=July&Date=1 

Document D: Bosnian Crisis 1908 – 
http://commons.wikimedia.org/wiki/File:Bosnian_Crisis_1908.jpg 

Document E: China Imperialism Cartoon – 
http://commons.wikimedia.org/wiki/File:China_imperialism_cartoon.jpg 

Document F: World Map of Colonies 1914 – 
http://commons.wikimedia.org/wiki/File:World_1914_empires_colonies_territory.PNG 

Document G: Colonial Statistics – 
http://www.mtholyoke.edu/acad/intrel/pol116/colonies.htm 
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Document Set 3 
How Did MILITARISM Lead to World War One? 

 

Document A: Spending on Armaments – http://www.oldmagazinearticles.com/pdf/1913-
Military_Expenditure.pdf 

Document B: Germany’s Budget – 
http://www.oldmagazinearticles.com/pdf/pre%20war%20budget.pdf 

Document C: Germany and the Next War – http://www.h-
net.org/~german/gtext/kaiserreich/bernhardi.html 

Document D: Grey’s Speech, 1909 – 
http://web.jjay.cuny.edu/~jobrien/reference/ob71.html 

Document E: Mahan biography – 
http://www.time.com/time/magazine/article/0,9171,761128,00.html 

Document F: “Father Neptune” – http://www.lermuseum.org/ler/mh/wwi/index.html 

Document G: “Fearing Conquest, Belgians Fortify Against Germany” – 
http://chroniclingamerica.loc.gov/lccn/sn84026749/1906-02-16/ed-1/seq-1/ 

Document H: “Two Battleships Carried in Bill” – 
http://chroniclingamerica.loc.gov/lccn/sn84026749/1908-04-08/ed-1/seq-1/ 
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Document Set 4 
How Did NATIONALISM Lead to War? 

 

Document A: “The Watch on the Rhine” – 
http://www.fordham.edu/halsall/mod/1870wachtrhein.html 

Document B: “La Marseillaise” – http://www.fordham.edu/halsall/mod/marseill.html 

Document C: Constitution of the Black Hand – 
http://wwi.lib.byu.edu/index.php/Constitution_of_the_Black_Hand 

Document D: Nationalities of the Austro-Hungarian Empire Map – 
http://www.newcastle.gov.uk/core.nsf/a/hmd_info13 

Document E: “Balkan Troubles” – 
http://commons.wikimedia.org/wiki/File:Balkan_troubles1.jpg 

Document F: “The Dogs of War” – http://commons.wikimedia.org/wiki/File:Punch_-
_The_Dogs_of_War.png 

Document G: “Finalmente!” – 
http://commons.wikimedia.org/wiki/File:Leopoldo_Metlicovitz_WWI_poster_-
_Finalmente.jpg 

Document H: Narodna Obrana – http://wwi.lib.byu.edu/index.php/The_Narodna_Odbrana 

Document I: “Rule Britannia” – http://www.fordham.edu/halsall/mod/rulebritannia.html 
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Appendix 2a 
 
 

Events That Led to the First World War Chart 
 

Event Definition 
How this event led to 

war 
Franco-Prussian War, 1870-
1871 
 
 
 
 
 
 
 

  

“The Sick Man of Europe” 
 
 
 
 
 
 

  

Dual Alliance, 1879 
 
 
 
 
 
 

  

Naval Arms Race 
 
 
 
 
 

 
 
 
 
 
 
 

 

First Moroccan Crisis, 1905 
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Event Definition 
How this event led to 

war 
Triple Entente, 1907 
 
 
 
 
 
 
 

  

Young Turk Revolution, 
1908  
 
 
 
 
 
 
 

  

Bosnian Crisis, 1908 
 
 
 
 
 
 
 

  

Second Moroccan Crisis, 
1911 
 
 
 
 
 
 
 
 

  

First and Second Balkan 
Wars, 1912-1913 
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Event Definition 
How this event led to 

war 
The Black Hand 
 
 
 
 
 
 
 

  

The Blank Check 
 
 
 
 
 
 
 

  

The Schlieffen Plan 
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Appendix 2b 
 

Events That Led to the First World War 
Teacher Chart 

 

Event Definition 
How did this event lead 

to war? 
Franco-Prussian War, 1870-
1871 

Prussian Chancellor 
Bismarck goaded France 
into war.  Southern German 
states joined Northern 
German states, quickly 
defeating France.  New 
German Empire proclaimed 
at Versailles. 

Powerful new German state 
created in the center of 
Europe, which upset balance 
of power.  Harsh treatment 
of France, especially the 
annexation of Alsace-
Lorraine, led to tension 
between France and 
Germany. 

“The Sick Man of Europe” Nickname for the weak and 
unstable Ottoman Empire.  
Empire included ethnic 
groups that demanded 
independence.  Empire 
spanned valuable territory, 
including Black Sea ports. 

European powers competed 
with each other to gain 
control over Ottoman 
territories. 

Dual Alliance, 1879 Germany and Austria-
Hungary agreed to come to 
the other’s aid if either were 
attacked by Russia. 

Alliance tied Germany to the 
unstable Austro-Hungarian 
Empire.  Alienated Russia 
sought out allies in France 
and Great Britain. 

Naval Arms Race Germany, under Kaiser 
Wilhelm II, challenged Great 
Britain’s status as world’s 
number one naval power.  
Germans poured money into 
building new battleships. 

Great Britain responded to 
challenge by building even 
more battleships.  British 
and Germans began to see 
each other as the enemy. 

First Moroccan Crisis, 1905-
1906 

Germans challenged French 
colonial power by 
demanding independence 
for Morocco.  At Algeciras 
conference, Spain, Italy, 
U.S., and Great Britain 
sided with France. 

Germany appeared 
aggressive to France and 
Great Britain.  Great Britain 
and France drew closer 
together diplomatically. 
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Event Definition 
How did this event lead 

to war? 
Triple Entente, 1907 Great Britain and France 

settled their colonial 
disputes in Africa.  Fear of 
German power brought 
Great Britain, France, and 
Russia into alliance. 

If war came, Germany 
would face battle on 
western and eastern fronts.  
Germans less likely to 
restrain only remaining ally, 
Austria.  Great Britain now 
unlikely to challenge 
Russian aggression.  France 
now supported by two 
powerful allies, making it 
more confident. 

Young Turk Revolution, 
1908 

A group of modernizing 
reformers took over the 
Ottoman Empire in a 
revolution.  They intended 
to reform the empire and 
revive its strength. 

European countries, 
especially Austria and 
Russia, wanted to act 
quickly to take advantage of 
the Ottoman Empire before 
the reformers had a chance 
to strengthen it. 

Bosnian Crisis, 1908 Austria and Russia agreed 
to a coordinated attack on 
the Ottoman Empire—
Austria would annex Bosnia 
and Herzegovina, while 
Russia would get access to 
the Black Sea straits.  
Austria acted quickly and 
seized Bosnia before Russia 
could act.  Britain and 
France refused to allow 
Russia access. 

Austria’s annexation of 
Bosnia angered Slavic 
nationalists, especially 
Serbs, who had hoped to 
add Bosnia to Serbia.  
Russians angry and 
humiliated by Austria and 
determined not to let down 
Slavic “brothers” again.  
Great Britain and France 
would have to appease 
Russia in the future to keep 
Russia as an ally. 

Second Moroccan Crisis, 
1911 

Germans sent gunboat 
Panther to the Moroccan 
port of Agadir to “protect 
German interests.”  France 
yielded parts of the Congo 
to Germany in exchange for 
Germany recognizing French 
control over Morocco. 

Germany seen as aggressor, 
bringing France and Great 
Britain closer together. 
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Event Definition 
How did this event lead 

to war? 
First and Second Balkan 
Wars, 1912-1913 

Bulgaria, Greece, 
Montenegro, and Serbia 
jointly attacked the 
Ottoman Empire, winning 
easily.  The victors 
disagreed over the division 
of Balkan territory and went 
to war with each other.  An 
international conference 
created the independent 
country of Albania. 

Serbs angry that Albania 
was not awarded to Serbia, 
which would have given 
Serbs access to Adriatic 
Sea.  Austria threatened by 
Serbian aggression in the 
Balkans.  Russia humiliated 
by giving in to Austrian 
demands. 

The Black Hand Serbian secret society.  On 
July 28, 1914, a Bosnian 
member assassinated 
Austrian Archduke Francis 
Ferdinand as he traveled 
through the streets of 
Sarajevo. 

The assassination of the 
heir to the Austrian throne 
by a Slav provoked an 
international crisis.  
Austrians were determined 
to end the threat from 
Serbia once and for all. 

The “Blank Check” Austrians consulted their 
German allies about how to 
deal with Serbia.  Kaiser 
Wilhelm II promised full 
German support for an 
Austrian attack on Serbia. 

Austrians interpreted the 
Kaiser’s message as 
unlimited support for 
Austria’s attack on Serbia.  
Austrians were emboldened 
to deal with Serbia harshly. 

The Schlieffen Plan Among all European powers, 
mobilization was interpreted 
as an act of war, and the 
country that mobilized first 
had the advantage.  
Germany’s only battle plan, 
the Schlieffen Plan, 
anticipated a two-front war.  
Germans planned to invade 
and quickly defeat France, 
then turn its forces to the 
east. 

The Schlieffen plan 
guaranteed that the conflict 
between Austria and Serbia 
would spread to the rest of 
Europe.  Once Russia 
mobilized its forces against 
Austria, Germany sent its 
troops west, violating 
Belgian neutrality and 
bringing France and Great 
Britain into war. 
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The Versailles Treaty 
Reconsidered 

 

 
 

 
 
 

 

Early&Critics
John&Maynard&Keynes,&English&Economist

The$Economic$Consequences$of$the$Peace,&1920
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Appendix 3a 
 

The Origins of the World War (excerpts) 
Sidney B. Fay 

 
http://web.viu.ca/davies/H482.WWI/Fay.Origins.WWI.1930.htm 

Sidney B. Fay was educated in Germany and wrote on the history of Prussia in the 
eighteenth century.  He has been charged with showing a pro-German bias.  Even so, his 
two-volume history, The Origins of the World War, admirably reflects the revisionist view.  
What follows is his conclusion, in which the responsibility of all the participants is assessed. 
 _________________________________________________________________________  

None of the Powers wanted a European War.  Their governing rulers and ministers, with 
very few exceptions, all foresaw that it must be a frightful struggle, in which the political 
results were not absolutely certain, but in which the loss of life, suffering, and economic 
consequences were bound to be terrible.  This is true, in a greater or less degree, of 
Pashitch, Berchtold, Bethmann, Sazonov, Poincare, San Giuliano and Sir Edward Grey.  Yet 
none of them, not even Sir Edward Grey, could have foreseen that the political results were 
to be so stupendous, and the other consequences so terrible, as was actually the case. 

Nevertheless, a European War broke out.  Why?  Because in each country political and 
military did certain things which led to mobilizations and declarations of war, or failed to do 
certain things which might have prevented them.  In this sense, all the European countries, 
in a greater or less degree, were responsible.  One must abandon the dictum of the 
Versailles Treaty that Germany and her allies were solely responsible.  It was a dictum 
exacted by victors from vanquished, under the influence of the blindness, ignorance, hatred, 
and the propagandist misconceptions to which war had given rise.  It was based on 
evidence which was incomplete and not always sound.  It is generally recognized by the 
best historical scholars in all countries to be no longer tenable or defensible.  They are 
agreed that the responsibility for the War is a divided responsibility.  But they still disagree 
very much as to the relative part of this responsibility that falls on each country and on each 
individual political or military leader. 

Some writers like to fix positively in some precise mathematical fashion the exact 
responsibility for the war.  This was done in one way by the framers of Article 231 of the 
Treaty of Versailles.  It has been done in other ways by those who would fix the 
responsibility in some relative fashion, as, for instance, Austria first, then Russia, France 
and Germany and England.  But the present writer deprecates such efforts to assess by a 
precise formula a very complicated question, which is after all more a matter of delicate 
shading than of definite white and black.  Oversimplification, as Napoleon once said in 
framing his Code, is the enemy of precision.  Moreover, even supposing that a general 
consensus of opinion might be reached as to the relative responsibility of ant individual 
country or man for immediate causes connected with the July crisis of 1914, it is by no 
means necessarily true that the same relative responsibility would hold for the underlying 
causes, which for years had been tending toward the creation of a dangerous situation. 

One may, however, sum up very briefly the most salient facts in regard to each country. 
 _________________________________________________________________________  

Serbia felt a natural and justifiable impulse to do what so many other countries had done in 
the nineteenth century-to bring under one national Government all the discontented Serb 
people.  She had liberated those under Turkish rule; the next step was to liberate those 
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under Hapsburg rule.  She looked to Russia for assistance, and had been encouraged to 
expect that she would receive it.  After the assassination, Mr. Pashitch took no steps to dish 
cover and bring to justice Serbians in Belgrade who had been implicated in the plot.  One of 
them, Ciganovitch, was even assisted to disappear.  Mr. Pashitch waited to see what 
evidence the Austrian authorities could find.  When Austria demanded cooperation of 
Serbian officials in discovering, though not in trying, implicated Serbians, the Serbian 
Government made a very conciliatory but negative reply.  They expected that the reply 
would not be regarded as satisfactory, and, even before it was given, ordered the 
mobilization of the Serbian army.  Serbia did not want war, but believed it would be forced 
upon her.  That Mr. Pashitch was aware of the plot three weeks before it was executed, 
failed to take effective steps to prevent the assassins from crossing over from Serbia to 
Bosnia, and then failed to give Austria any warning or information which might have averted 
the fatal crime, were facts unknown to Austria in July, 1914; they cannot therefore be 
regarded as in any way justifying Austria's conduct; but they are part of Serbia's 
responsibility, and a very serious part. 
 _________________________________________________________________________  

Austria was more responsible for the immediate origin of the war than any other Power.  
Yet from her own point of view she was acting in self-defence - not against an immediate 
military attack, but against the corroding Greater Serbia and Yugoslav agitation which her 
leaders believed threatened her very existence.  No State can be expected to sit with folded 
arms and await dismemberment at the hands of its neighbors.  Russia was believed to be 
intriguing with Serbia and Rumania against the Dual Monarchy.  The assassination of the 
heir to the throne, as a result of a plot prepared in Belgrade, demanded severe retribution; 
otherwise Austria would be regarded as incapable of action, "worm-eaten" as the Serbian 
Press expressed it, would sink in prestige, and hasten her own downfall.  To avert this 
Berchtold determined to crush Serbia with war.  He deliberately framed the ultimatum with 
the expectation and hope that it would be rejected.  He hurriedly declared war against 
Serbia in order to forestall all efforts at mediation.  He refused even to answer his own ally's 
urgent requests to come to an understanding with Russia, on the basis of a military 
occupation of Belgrade as a pledge that Serbia would carry out the promises in her reply to 
the ultimatum.  Berchtold gambled on a "local" war with Serbia only, believing that he could 
rattle the German sword; but rather than abandon his war with Serbia, he was ready to 
drag the rest of Europe into war. 

It is very questionable whether Berchtold's obstinate determination to diminish Serbia and 
destroy her as a Balkan factor was, after all, the right method, even if he had succeeded in 
keeping the war "localized" and in temporarily strengthening the Dual Monarchy.  Supposing 
that Russia in 1914, because of military unpreparedness or lack of support, had been ready 
to tolerate the execution of Berchtold's designs, it is quite certain that she would have 
aimed within the next two or three years at wiping out this second humiliation, which was 
so much more damaging to her prestige than that of 1908-09.  In two or three years, when 
her great program of military reform was finally completed, Russia would certainly have 
found a pretext to reverse the balance in the Balkans in her own favor again.  A further 
consequence of Berchtold's policy, even if successful, would have been the still closer 
consolidation of the Triple Entente, with the possible addition of Italy.  And, finally, a 
partially dismembered Serbia would have become a still greater source of unrest and danger 
to the peace of Europe than heretofore.  Serbian nationalism, like Polish nationalism, would 
have been intensified by partition.  Austrian power and prestige would not have been so 
greatly in-creased as to be able to meet these new dangers.  Berchtold's plan was a mere 
temporary improvement, but could not be a final solution of the Austro-Serbian antagonism.  
Franz Ferdinand and many others recognized this, and so long as he lived, no step in this 
fatal direction had been taken. It was the tragic fate of Austria that the only man who might 
have had the power and ability to develop Austria along sound lines became the innocent 
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victim of the crime which was the occasion of the World War and so of her ultimate 
disruption. 
 _________________________________________________________________________  

Germany did not plot a European War, did not want one, and made genuine, though too 
belated efforts, to avert one.  She was the victim of her alliance with Austria and of her own 
folly.  Austria was her only dependable ally, Italy and Rumania having become nothing but 
allies in name.  She could not throw her over, as otherwise she would stand isolated 
between Russia, where Panslavism and armaments were growing stronger every year, and 
France, where Alsace-Lorraine, Delcasse's fall, and Agadir were not forgotten.  Therefore, 
Bethmann felt bound to accede to Berchtold's request for support and gave him a free hand 
to deal with Serbia; he also hoped and expected to "localize" the Austro-Serbian conflict.  
Germany then gave grounds to the Entente for suspecting the sincerity of her peaceful 
intentions by her denial of any foreknowledge of the ultimatum, by her support and 
justification of it when it was published, and by her refusal of Sir Edward Grey's conference 
proposal.  However, Germany by no means had Austria so completely under her thumb as 
the Entente Powers and many writers have assumed.  It is true that Berchtold would hardly 
have embarked on his gambler's policy unless he had been assured that Germany would 
fulfill the obligations of the alliance, and to this extent Germany must share the great 
responsibility of Austria.  But when Bethmann realized that Russia was likely to intervene, 
that England might not remain neutral, and that there was danger of a world war of which 
Germany and Austria would appear to be the instigators, he tried to call a halt on Austria, 
but it was too late.  He pressed mediation proposals on Vienna, but Berchtold was insensible 
to the pressure, and the Entente Powers did not believe in the sincerity of his pressure, 
especially as they produced no results. 

Germany's geographical position between France and Russia, and her inferiority in number 
of troops, had made necessary the plan of crushing the French army quickly at first and 
then fuming against Russia.  This was only possible, in the opinion of her strategists, by 
marching through Belgium, as it was generally anticipated by military men that she would 
do in case of a European War.  On July 29, after Austria had declared war on Serbia, and 
after the Tsar had assented to general mobilization in Russia (though this was not known in 
Berlin and was later postponed for a day owing to the Kaiser's telegram to the Tsar), 
Bethmann took the precaution of sending to the German Minister in Brussels a sealed 
envelope.  The Minister was not to open it except on further instructions.  It contained the 
later demand for the passage of the German army through Belgium.  This does not mean, 
however, that Germany had decided for war.  In fact, Bethmann was one of the last of the 
statesmen to abandon hope of peace and to consent to the mobilization of his country's 
army.  General mobilization of the continental armies took place in the following order: 
Serbia, Russia, Austria, France and Germany.  General mobilization by a Great Power was 
commonly interpreted by military men in every country, though perhaps not by Sir Edward 
Grey, the Tsar, and some civilian officials, as meaning that the country was on the point of 
making war - that the military machine had begun to move and would not be stopped.  
Hence, when Germany learned of the Russian general mobilization, she sent ultimatums to 
St. Petersburg and Paris, warning that German mobilization would follow unless Russia 
suspended hers within twelve hours, and asking what would be the attitude of France.  The 
answers being unsatisfactory, Germany then mobilized and declared war.  It was the hasty 
Russian general mobilization, assented to on July 29 and ordered on July 30, while Germany 
was still trying to bring Austria to accept mediation proposals, which finally rendered the 
European War inevitable.  
 _________________________________________________________________________  
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Russia was partly responsible for the Austro-Serbian conflict because of the frequent 
encouragement which she had given at Belgrade-that Serbian national unity would be 
ultimately achieved with Russian assistance at Austrian expense.  This had led the Belgrade 
Cabinet to hope for Russian support in case of a war with Austria, and the hope did not 
prove vain in July, 1914.  Before this, to be sure, in the Bosnian Crisis and during the 
Balkan Wars, Russia had put restraint upon Serbia, because Russia, exhausted by the 
effects of the Russo-Japanese War, was not yet ready for a European struggle with the 
Teutonic Powers.  But in 1914 her armaments, though not yet completed, had made such 
progress that the militarists were confident of success, if they had French and British 
support.  In the spring of 1914, the Minister of War, Sukhomlinov, had published an article 
in a Russian newspaper, though without signing his name, to the effect, "Russia is ready, 
France must be ready also."  Austria was convinced that Russia would ultimately aid Serbia, 
unless the Serbian danger was dealt with energetically after the Archduke's murder; she 
knew that Russia was growing stronger every year; but she doubted whether the Tsar's 
armaments had yet reached the point at which Russia would dare to intervene; she would 
therefore run less risk of Russian intervention and a European War if she used the 
Archduke's assassination as an excuse for weakening Serbia, than if she should postpone 
action until the future. 

Russia's responsibility lay also in the secret preparatory military measures which she was 
making at the same time that she was carrying on diplomatic negotiations.  These alarmed 
Germany and Austria.  But it was primarily Russia's general mobilization, made when 
Germany was trying to bring Austria to a settlement, which precipitated the final 
catastrophe, causing Germany to mobilize and declare war. 
 _________________________________________________________________________  

The part of France is less clear than that of the other Great Powers, because she has not 
yet made a full publication of her documents.  To be sure, Poincare, in the fourth volume of 
his memoirs, has made a skilful and elaborate plea, to prove "La France innocents."  But he 
is not convincing.  It is quite clear that on his visit to Russia he assured the Tsar's 
Government that France would support her as an ally in preventing Austria from humiliating 
or crushing Serbia.  Paleologue renewed these assurances in a way to encourage Russia to 
take a strong hand.  He did not attempt to restrain Russia from military measures which he 
knew would call forth German counter-measures and cause war.  Nor did he keep his 
Government promptly and fully informed of the military steps which were being taken at St. 
Petersburg.  President Poincare, upon his return to France, made efforts for peace, but his 
great preoccupation w as to minimize French and Russian preparatory measures and 
emphasize those of Germans, in order to secure the certainty of British support in a struggle 
which he now regarded as inevitable. 
 _________________________________________________________________________  

Sir Edward Grey made many sincere proposals for preserving peace; they all failed owing 
partly, but not exclusively, to Germany's attitude.  Sir Edward could probably have 
prevented war if he had done either of two things.  If, early in the crisis, he had acceded to 
the urging of France and Russia and given a strong warning to Germany that, in a European 
war, England would take the side of the Franco-Russian Alliance, this would probably have 
led Bethmann to exert an earlier and more effective pressure on Austria; and it would 
perhaps thereby have prevented the Austrian declaration of war on Serbia, and brought to a 
successful issue the "direct conversations" between Vienna and St. Petersburg.  Or, if Sir 
Edward Grey had listened to German urging, and warned France and Russia early in the 
crisis that if they became involved in war, England would remain neutral, probably Russia 
would have hesitated with her mobilizations, and France would probably have exerted a 
restraining influence at St. Petersburg.  But Sir Edward Grey could not say that England 
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would take the side of France and Russia, because he had a Cabinet nearly evenly divided, 
and he was not sure, early in the crisis, that public opinion in England would back him up in 
war against Germany.  He could resign, and he says in his memoirs that he would have 
resigned, but that would have been no comfort or aid to France, who had come confidently 
to count upon British support.  He was determined to say and do nothing which might 
encourage her with a hope which he could not fulfill.  Therefore, in spite of the pleadings of 
the French, he refused to give them definite assurances until the probable German 
determination to go through Belgium made it clear that the Cabinet, and Parliament, and 
British public opinion would follow his lead in war on Germany.  On the other hand, he was 
unwilling to heed the German pleadings that he exercise restraint at Paris and St. 
Petersburg, because he did not wish to endanger the Anglo-Russian Entente and the 
solidarity of the Triple Entente, because he felt a moral obligation to France, growing out of 
the Anglo-French military and naval conversations of the past years, and because he 
suspected that Germany was backing Austria up in an unjustifiable course and that Prussian 
militarists had taken the direction of affairs at Berlin out of the hands of Herr van 
Bethmann-Hollweg and the civilian authorities. 
 _________________________________________________________________________  

Italy exerted relatively little influence on the crisis in either direction. 
 _________________________________________________________________________  

Belgium had done nothing in any way to justify the demand which Germany made upon 
her.  With commendable prudence, at the very first news of the ominous Austrian 
ultimatum, she had foreseen the danger to which she might be exposed.  She had 
accordingly instructed her representatives abroad as to the statements which they were to 
make in case Belgium should decide very suddenly to mobilize to protect her neutrality.  On 
July 29, she placed her army upon "a strengthened war footing," but did not order complete 
mobilization until two days later, when Austria, Russia, and Germany had already done so, 
and war appeared inevitable.  Even after being confronted with the terrible German 
ultimatum, on August 2, she did not at once invite the assistance of English and French 
troops to aid her in the defense of her soil and her neutrality against a certain German 
assault; it was not until German troops had actually violated her territory, on August 4, that 
she appealed for the assistance of the Powers which had guaranteed her neutrality.  
Belgium was the innocent victim of German strategic necessity.  Though the German 
violation of Belgium was of enormous influence in forming public opinion as to the 
responsibility for the War after hostilities began, it was not a cause of the War, except in so 
far as it made it easier for Sir Edward Grey to bring England into it. 
 _________________________________________________________________________  

In the forty years following the Franco-Prussian War, as we have seen, there developed a 
system of alliances which divided Europe into two hostile groups.  This hostility was 
accentuated by the increase of armaments, economic rivalry, nationalist ambitions and 
antagonisms, and newspaper incitement.  But it is very doubtful whether all these 
dangerous tendencies would have actually led to war, had it not been for the assassination 
of Franz Ferdinand.  That was the factor which consolidated the elements of hostility and 
started the rapid and complicated succession of events which culminated in a World War, 
and for that factor Serbian nationalism was primarily responsible. 

But the verdict of the Versailles Treaty that Germany and her allies were responsible for the 
War, in view of the evidence now available, is historically unsound.  It should therefore be 
revised.  However, because of the popular feeling widespread in some of the Entente 
countries, it is doubtful whether a formal and legal revision is as yet practicable.  There 
must first come a further revision by historical scholars, and through them of public opinion. 
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Appendix 3d 

Harry Elmer Barnes, In Quest of Truth and Justice: De-Bunking the War Guilt Myth. The 
Right Wing Individualist Tradition in America series. Chicago: National Historical Society, 
1928. 

Professor of History at Columbia University, NY.  

“The problem of who started the World War has now reached a stage where it can be 
discussed with assurance, with respect to both the facts and the bearing of these facts upon 
the peace of the world and the future of Europe… There can be no hope of establishing 
peace in Europe until the moral and material injustices of the Treaties of Versailles, St. 
Germain and Trianon are undone and Europe is reconstructed in harmony with justice and 
decency” (1-2). 

“The Causes of Wars in General: By the causes of wars in general we mean those diverse 
aspects of the European international system in the half century before the War which 
predisposed Europe to war whenever a crisis of sufficient proportions arose. As 
characteristic of this state of affairs making for war in times of international tension, one 
would naturally list such things as the super-patriotic national state, the cult of war, racial 
and national arrogance, the growth of great armaments, secret diplomacy, the struggle for 
raw materials and markets, the system of differential and discriminatory tariffs, population 
pressure, the doctrine of absolute national sovereignty, the conception of national honor, 
opposition to international organization and arbitration… When we consider such causes of 
war as the general factors listed above, it must be frankly admitted that all parties involved 
in the War were about equally guilty” (11). 

“Serbia and the Assassination of Franz Ferdinand: The precious war time legend of a 
‘poor, innocent little Serbia’ that bravely defied extinction by the brutal and unprovoked 
Hapsburg bully was dealt a staggering blow as early as 1923 by the revelation that the plot 
was laid and executed by the chief of the intelligence division of the Serbian general staff, 
Colonel Dragutin Dimitrievitch… In the last three years the revelations as to Serbian guilt in 
the Archduke’s assassination have been truly amazing” (40). 

“Of one thing we are certain, namely, that Colonel Dimitrievitch, who directed the 
assassination plot, worked in collusion with Artamanov, the Russian military attaché in 
Belgrade [capital of Serbia], and also with the knowledge of Hartwig, the Russian minister in 
Belgrade. These two men were aware of the plot long in advance of the 28th of June 1914. 
Hence it is obvious that either they did not inform their home government or else the 
Russians did not attempt to crush the conspiracy… It has been stated from a number of 
independent Serbian sources that, before he dared to send the assassins to Bosnia, 
Dimitrievitch secured a Russian promise of protection for Serbia against Austria” (43). 

“The Austro-Hungarian Peril… By all odds the chief fact in favor of Austria and the most 
damaging to the Entente relates to the assurances which Austria gave… that she would not 
impair the sovereignty or territorial integrity of Serbia. Russia has based her claim to a right 
to intervene on behalf of Serbia on the ground that she could not stand by and see Serbia 
destroyed. As Austria gave full assurance that no destruction of Serbia, either political or 
territorial, was contemplated, the Russian case for intervention then disappeared” (48). 

“The German Attitude in 1914… There is no longer any doubt that, if England had 
promised her neutrality in the event that Germany respected Belgian neutrality, Germany 
would have been happy to do so. Nor is there much doubt that, if England had given a 
sharp preliminary warning that she would intervene in the event of the invasion of Belgium, 
Germany would have changed her plans” (56). 
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“It so happened that in 1914 France and Russia had, as their leading objectives in foreign 
policy, goals which could only be obtained by war, while Germany was in a position to profit 
by the maintenance of the status quo” (56-57). 

“The Immediate Responsibility of Russia for the World War… It is impossible to read 
the Russian documents in the period from 1904 to 1914 and doubt that Russia was 
determined to secure the [Black Sea] Straits at any price. By 1913 it had become apparent 
that this price would be European war” (57). 

“In the early summer of 1914 Russia was menaced by the prospect of an economic and 
social revolution more serious than that of 1905… Pan-Slavism had been developed as a 
patriotic antidote to radicalism in Russia and a Pan-Slavic was had been held in reserve as a 
trump-card to be played in the event of another revolution” (58). 

“The French Collusion with Russia… Even before 1910 it was fully understood that the 
[Black Sea] Straits and Alsace-Lorraine were inseparably coupled as the cornerstone of the 
[Franco-Russian] Alliance… It is shown that [The French Minister of Foreign Affairs] Delcassé 
discussed the recovery of Alsace-Lorraine with the Russians on his mission to Russia in 
1913, and that when the War broke out France insisted upon adding to this the destruction 
of the economic power of Germany” (68). 

“It was well-known that [French president] Poincaré made his crucial decision for war at a 
ministerial council on the night of July 29th, when the Russians were told to go ahead with 
their mobilization plans that meant certain European war. From this time onward, Poincaré’s 
program consisted in stifling opposition to his plans for war and in formulating deceptions 
and subterfuges, designed to deceive the world, and particularly the publics of France, 
England and Italy, as to the real intentions of and policies of France” (71). 
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Appendix 3e 

Laurence Lafore, The Long Fuse: An Interpretation of the Origins of World War I. 
Philadelphia: J.B. Lippincott Company, 1965. 

Laurence Lafore: American (1917-1985) – Professor of History at Swarthmore College and 
the University of Iowa. 

“The war… grew out of a single international event, which was the conflict between the 
Habsburg Monarchy and the kingdom of Serbia. Has Austria-Hungary been differently 
constituted, had Serbia posed a less lethal threat to it, there would have been no Austro-
Serbian war in 1914; and if a general war had come later, it would have been fought on 
different terms and taken different forms. It was the system of alliances and the changing 
balance of military power in Europe that converted a Balkan dispute into a world war, but it 
did not cause the particular war that happened to be fought” (17). 

“Therefore, it seems plausible to examine the outbreak of war in 1914 with principal focus 
upon the role that Austria-Hungary and its neighbors played in its background; but there 
are larger reasons than this for focusing on Southeastern Europe. For a hundred years and 
more, Europe, the prosperous and stable Europe of the west and the north, has suffered 
from the complexities of the land and peoples of the east and the southeast, whose 
difficulties have intruded themselves on Great Powers and have, by magnetic attraction, 
drawn Great Powers into conflict… In tracing almost any of the circumstances that were 
most critical in 1914, one is led back to the national conflicts of Central and Southeastern 
Europe” (17-18). 

“The European System of national states required that a line be drawn between 
international and domestic affairs. In international affairs the sovereign state was deemed 
to be a unit, speaking with a single voice… The other Powers were constructed upon a 
foundation of nationality. Austria-Hungary was not. Major threats to the stability of the 
System came in the end, by 1914, from the magnetic or divisive forces exercised by 
minorities in national states. Austria-Hungary consisted entirely of minorities” (56). 

“For Austria-Hungary, the neat distinction between domestic and foreign could not, in the 
last analysis, exist. It could not act as a national state; and it was impossible for its 
neighbors, themselves affected by its peculiar composition, to act toward it as they could 
toward a national state. It was this situation hat brought about the outbreak of the first 
World War” (57). 

“The needs and ambitions had underlaid the tensions of Europe and had shaped the alliance 
system and the policies of the Powers. But they none of them had led to actions that 
produced war. They were either negotiable or repressible. The one problem that was neither 
negotiable nor repressible was that raised by threats to the integrity of Austria-Hungary. 
The composition of the Habsburg Monarchy made it fatally vulnerable to the activities of the 
Serbs… It was this problem that caused the war which became the First World War” (268). 
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Appendix 3f 

John G. Stoessinger, “The Iron Dice: World War I” in Why Nations Go to War. New York: St. 
Martin’s Press, 1985. 

About the author: Fled Nazi-occupied Austria in 1939. Came to the United States in 1947. 
BA – Grinnell College, PhD – Harvard. 

“A study of the leading personalities of the time and the manner in which they perceived 
one another may be more fruitful analyses than to postulate such abstractions as alliance 
systems, militarism, or nationalism” (2). 

“The crucial events to be examined on the threshold of war are the German pledge of 
support to Austria in her policy toward Serbia; Austria’s ultimatum to Serbia and the 
rejection of the Serbian response; Germany’s efforts to mediate and to restrain Austria; and 
the actual outbreak of general war on August 1, precipitated by Germany’s declaration of 
war on Russia and the invasion of Luxembourg and Belgium” (2-3). 

Kaiser Wilhelm II of Germany “believed that the assassination [of Austrian Archduke Franz 
Ferdinand] represented a profound threat to the monarchical principle… 
On July 5 he took the fateful step of assuring Austria that she could count on Germany’s 
‘faithful support’ even if the punitive action she was planning to take against Serbia would 
bring her into conflict with Russia. In other words, the Kaiser issued Austria-Hungary a 
blank check… The incredible fact is that the German Kaiser had not the slightest idea of 
what the Austrians would do. Impelled by a generous impulse of loyalty to his dead friend, 
he offered what he thought would be moral support to the aggrieved party. That this 
guarantee would entail military support never seriously occurred to him or to the German 
military and governmental apparatus that fully supported his move” (4). 

“The Kaiser’s decision to support Austria-Hungary under any circumstances demonstrated 
an extraordinary confusion of personal ethics and political judgment. His friendship with the 
archduke prompted him to place the fate of his nation in the hands of another power. His 
view of the Russian czar as a kindred-spirited fellow monarch led him to assume that such a 
relinquishment of control carried no risk whatever. And his romanticism robbed him of all 
flexibility in the emerging crisis” (4-5). 

“Conrad von Hotzendorff, Austria-Hungary’s chief of staff and head of the militarist party in 
Vienna, believed passionately in the need to preserve his nation’s status as a great power. 
Even before Sarajevo he feared the disintegration of the Habsburg empire from either 
internal decay or violent overthrow by its enemies. If Austria-Hungary accepted this final 
insult, then the dual monarchy would indeed become a ‘worm-eaten museum piece.’ Thus 
Serbia had to be dealt a punishing blow quickly, before the situation deteriorated even 
further” (6). 

“It now becomes essential to this analysis to consider the actual situation in Russia at the 
time of Sarajevo… The popular response in Russia to the Austro-Serbian rupture was 
extremely heated. On July 26 crowds chanting ‘Down with Austria’ and ‘Long live Serbia’ 
marched through the streets of St. Petersburg” (11). 

“In conjunction with its declaration of war against Serbia, Austria-Hungary had mobilized 
eight out of a total of sixteen army corps. By this action Berchtold [Austria-Hungary’s 
foreign minister] hoped not only to administer a decisive military defeat to Serbia but also 
to frighten off Russia from intervening. Sazonov [Russia’s foreign minister], however, 
viewed this partial mobilization as directed against Russia and so decided to order a partial 
mobilization of his own. He hoped that quick Russian action would deter Austria from 
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attacking Serbia in the first place. Thus, both the Austrian and Russian decisions to mobilize 
a part of their armies were essentially bluffs designed to deter the other side” (11-12). 

“As emperors and statesmen on all sides gradually lost control over the deepening crisis, 
generals and military staffs began to dominate the scene. During the final period before the 
outbreak of general war, one appalling fact becomes terrifyingly clear: the unrelenting 
rigidity of military schedules and timetables on all sides. All these had been worked out in 
minute detail years before, in case war should come. Now that it was imminent, each 
general was terrified lest his adversary move first and thus capture the initiative. 
Everywhere, then, military staffs exerted mounting pressure on their chiefs of state to move 
schedules ahead so as to strike the first blow” (15). 

“Finally, one is struck with the overwhelming mediocrity of the personalities involved. The 
character of each of the leaders, diplomats, or generals was badly flawed by arrogance, 
stupidity, carelessness, or weakness… As a result of their weakness a generation of Europe’s 
young men was destroyed” (24). 
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Appendix 3g 

Donald Kagan, On the Origins of War and the Preservation of Peace. New York: Doubleday, 
1995. 

Donald Kagan (b. 1932) – American. Professor of History at Yale University.  

“At the turn of the twentieth century Germany was the strongest military power in the 
world. It also had the strongest and most dynamic economy on the Continent. In 1897, 
without any previous naval tradition, without any new challenge from the sea to require an 
expensive change in policy, the Germans undertook the construction of a major battle fleet 
concentrated in the North Sea where it threatened British naval superiority and the only 
security available to Britain. The British gradually became alarmed as they came to 
recognize the threat Germany posed” (206). 

“Repeated statements by the German Emperor and many other leaders in and outside the 
government asserted that Germany was aiming at ‘world power,’ that it demanded ‘a place 
in the sun,’ that ‘no question of world politics must be settled without the consent of the 
German Emperor” (206). 

“Wilhelmine Germany was not just another European nation seeking to maintain its national 
interest or even to advance it by means tolerable to its neighbors. From the 1890s imperial 
Germany was a fundamentally dissatisfied power, eager to disrupt the status quo and to 
achieve its expansive goals, by bullying if possible, by war if necessary” (209). 

“No peace keeps itself. After the Franco-Prussian War, Bismarck judged it to be in the 
interests of Germany to exercise restraint and maintain the peace of Europe. For twenty 
years under his guidance Germany accepted the major burden of keeping the peace by 
maintaining a powerful military force and using it to help avoid war. When William II and his 
ministers abandoned that role and became the chief menace to the status quo and the 
peace of Europe, the only power capable of taking its place and checking the movement 
toward war was Great Britain. Reluctantly, slowly, and ultimately inadequately, the British 
assumed some part of that burden. They undertook just enough responsibility to avoid 
defeat narrowly but not enough to deter war” (212). 

“Suppose, however, that the British had looked at their predicament clearly, honestly, and 
courageously in the years between 1898 and 1914. Suppose they had faced the fact that 
only the assurance of a large, well-trained British army that could quickly come to France’s 
aid in case of attack could make a German victory in the West impossible and obviously so… 
It would have meant going against an honored and comfortable tradition; it would have 
been costly and would have strained the British economy at a time when there was great 
pressure for domestic spending; it would have been at odds with the great libertarian ethic 
central to the British character – but the result would have been the presence of a standing 
army and a large trained reserve in 1914. That would have made the Schlieffen Plan or any 
conceivable German plan of war obviously absurd and certain to fail… [The British] could 
have spared Britain and Europe more than four terrible years of war, horrendous casualties, 
and the rapid loss of their place in the world” (214). 
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Why Study Social Studies?

In social studies classes students confront questions about the wonder and excitement of
humankind in the world. How have humans defined themselves and made meaning of the
world? How are we connected to and different from those who have come before us? What

does all of humankind have in common? Who are we as a nation and what are our values and
traditions? How did we get to be the way we are? How have we found unity in the midst of our
diversity? Which individuals and groups contributed to our development? What are our great
achievements as a nation? Where have we failed and what do we need to change? What are our
responsibilities to ourselves and to society at large? What will we be like in the future? What is
our place in the world? In short, social studies classes help students understand their roots, see
their connections to the past, comprehend their context, recognize the commonality of people
across time, appreciate the delicate balance of rights and responsibilities in an open society, and
develop the habits of thoughtful analysis and reflective thinking. 

In helping students answer these questions, social studies courses engage students in the
study of history, geography, economics, government, and civics. Instruction draws on other dis-
ciplines such as anthropology, sociology, political science, psychology, religion, law, archaeology,
philosophy, art, literature, other humanities subjects and the sciences. 

Courses of study should give students the knowledge, intellectual skills, civic understand-
ings, and dispositions toward democratic values that are necessary to function effectively in
American society. Ultimately, social studies instruction should help students assume their role as
responsible citizens in America’s constitutional democracy and as active contributors to a soci-
ety that is increasingly diverse and interdependent with other nations of the world. For exam-
ple, students should be able to use the knowledge and skills acquired through social studies
courses to solve problems and make reasoned decisions in their daily lives. Social studies
courses should provide students with the background to conduct research in order to cast
informed votes, with the skills to place conflicting ideas in context, and with the wisdom to
make good judgments in dealing with the tensions inherent in society such as the enduring
struggle to find the proper balance between protecting the rights of the individual and promot-
ing the common good.

Dimensions of Teaching and Learning
As a prelude to stating the standards which define the overriding goals of social studies, it is

important to define critical dimensions of teaching and learning that should be used to develop
curriculum and instruction based on the standards. These dimensions can be used to establish
criteria for selecting the historic, social, cultural, geographic, economic, and political under-
standings that students might investigate. The first two dimensions are the most critical because
they define, more explicitly than the standards, the intellectual skills that students must develop.

The dimensions challenge what we teach, how we teach, and how we assess student learn-
ing. To ensure rich, engaging, and meaningful social studies programs, they should be an inte-
gral part of all social studies curriculum and instruction.  The eight dimensions are:

■ intellectual skills

■ multidisciplinary approaches

■ depth and breadth
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■ unity and diversity

■ multiculturalism and multiple perspectives

■ patterns to organize data

■ multiple learning environments and resources

■ student-centered teaching, learning, and assessment 

1. Intellectual Skills
The development of students’ intellectual skills and their ability to think reasonably, ratio-

nally, logically, and reflectively is central to each of the standards for social studies in the State of
New York. Giving students a sound knowledge base goes hand in hand with expanding their
intellectual skills and their ability to engage in analytical thinking. Instruction based on these
standards should require social studies students at all levels to use a variety of intellectual skills
to master content, probe ideas and assumptions, ask and answer analytical questions, take a
skeptical attitude toward questionable arguments, acquire and organize information, evaluate
data, draw conclusions, and view the human condition from a variety of perspectives.

In developing thinking skills in social studies, students should combine the disciplinary meth-
ods and processes of history, geography, economics, government, and civics with interd i s c i p l i n a r y
a p p roaches as they examine the past, study the present, and speculate about the future. They
should learn to consult and interpret databases and a wide variety of primary sources, such as
original documents, speeches, cartoons, artifacts, photos, art, music, arc h i t e c t u re, literature, drama,
dance, popular culture, biographies, journals, folklore, historic places, and oral histories.

Drawing on a variety of sources, students should take and defend positions on past and con-
temporary issues and controversial events by evaluating evidence and formulating rational con-
clusions. Furthermore, social studies classes should offer many opportunities for re s e a rch activi-
ties. Students should conduct re s e a rch by posing questions, identifying problems, collecting
evidence, developing generalizations, presenting interpretations, and defending conclusions. 

2. Multidisciplinary Approaches
Social studies courses must help students understand both the specialized processes and

approaches of certain academic disciplines and the connection of ideas, information, issues, and
perspectives across the disciplines. In drawing on history, the social sciences—particularly geog-
raphy, economics, government, and civics—the humanities, and, to a lesser degree, the sciences,
social studies provides a perfect opportunity for curriculum integration. But too often instruc-
tion presents people and events in isolation, without context.

The standards in this framework have a discipline focus combining content and process, but
in each standard and its performance indicators there is provision for synthesis and connecting
ideas and knowledge from one discipline to another. These synthesis statements should lead to
instruction that provides a rich context of the subject and increasing intellectual proficiency. 

3. Depth and Breadth
The broad scope of subject matter and the amount of material that could be included in

social studies is a serious concern for social studies educators. All agree that selection of what to
study is a major issue in planning instruction. The challenge for social studies curriculum devel-
opers and teachers is to design instruction that “emphasizes depth of development of important
ideas within appropriate breadth of topic coverage.” (Taken from “AVision of Powerful
Teaching and Learning in the Social Studies: Building Social Understanding and Civic Efficacy,”
Social Education, September 1993, p. 216). The content selected should represent worthwhile,
“important ideas for understanding, appreciation, and life application.” (ibid, p. 216). Finding a
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justifiable balance of depth and breadth is a great challenge. The standards and sample perfor-
mance indicators establish broad goals. However, the K-12 scope and sequence that follows
specifies concepts and content in more detail. This scope and sequence will be used to develop
State social studies examinations. Curriculum needs to reflect the reality that some events are
more important than others, that some have had more influence than others, that some beliefs
and practices, are more defensible than others, and that knowledge and scholarship need to be
reflected in the curriculum.

4. Unity and Diversity
Social studies classes that focus on local, state, and national subject matter should examine

the concepts of unity and diversity in American society. Students should see how most inhabi-
tants of the United States are united by certain shared values, practices, traditions, needs, and
interests, some of which have evolved over centuries. They should understand how the nation’s
political institutions developed and created many of these traditions. Students should examine
democratic ideals such as the dignity of humanity, the value of diversity, limited government,
equity, freedom of speech, freedom of religion, freedom to pursue economic opportunity, gov-
ernment by consent of the governed, rule of law, and popular sovereignty. They should also
understand America’s political institutions including the independent judicial system, political
parties, and governmental mechanisms by which to redress grievances. The changing nature of
these institutions should be studied and analyzed by focusing on the interactions among indi-
viduals, groups, and society at large.

Students should also understand diversity and the multicultural context of American soci-
ety. This includes the study of the various immigrations which have created the diverse nature
of American people from the earliest Native American groups to the landing of the first
European settlers to the forced migration of enslaved Africans to the waves of immigrants from
all regions of the world, many of whom came seeking the “American Dream” of economic
opportunity, political freedom, and religious toleration. Migrants from Asia, Europe, Africa, and
the Americas brought with them rich strands of racial, religious, ethnic, and linguistic traditions
that created and continue to influence American society. These people have made the United
States one of the most diverse nations on Earth.

Study of the interactions of these diverse peoples over time provides students with a context
for understanding how such diverse peoples have been able to create a strong and united
nation. The development of common democratic values, institutions, and traditions, evolving
through struggle, has created a people committed to a united, national identity while preserving
many of their individual cultural traditions.

5. Multiculturalism and Multiple Perspectives
Contemporary multicultural issues, while linked to earlier movements for ethnic studies

(1970s) and improving intergroup relations (1950s), differ from them in important ways. With
respect to social studies, the primary issue is the nature and extent of inclusion of the histories
and cultures, experiences, and perspectives of the diverse groups that constitute what is now the
United States. “Multicultural education needs to be more broadly defined and understood so
that teachers from a wide range of disciplines can respond to it in appropriate ways.” (James
Banks, “The Dimensions of Multicultural Education,” Multicultural Leader, Vol. 3, 1990, p. 1).
Implementation of the standards should go beyond the addition of long lists of ethnic groups,
heroes, and contributions to the infusion of various perspectives, frames of reference, and con-
tent from various groups. As a result, students better understand the nature, complexity, and
development of United States society as well as societies in other nations throughout the world.
E ffective multicultural approaches look beyond ethnic particularism, examine diff e rences in light
of universal human characteristics, focus on multiple perspectives, and attend to the mutual
influences among groups within and across national boundaries. (Adapted from: James Banks,
“ A p p roaches to Multicultural Curriculum Reform,” Multicultural Leader, Vol. 1, 1988, p. 2).
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In examining different perspectives about events and issues and how ethnic, racial, gender,
religious, and socio-economic background can influence opinion, students should understand
that all members of a given group will not necessarily share the same view. Recognizing diver-
sity within groups and multiple group memberships is necessary to avoid stereotyping. 

Social studies classes should also help students acquire knowledge that will lead to greater
tolerance and empathy for people who hold varying viewpoints on social, political, or economic
issues. Students “will respect and practice basic civic values,” including respect for self and oth-
ers (Regents Goal 5). But accomplishing this goal is not simple. Throughout history there have
been events inconsistent with basic American values. Tolerance for practices such as the Nazi
Holocaust, totalitarianism, chattel slavery, the subjugation of peoples, and the infringement of
human rights are not acceptable. They must be studied in historical context, but evaluated
within a values perspective.

6. Patterns to Organize Information
Social studies courses should help students identify patterns for organizing data. One

a p p roach is to look for systems. Asystem describes how any group of facts, ideas, principles, or
concepts are arranged or classified to explain the functioning of a logical or constructed whole. For
example, political systems can be defined and classified as totalitarian, democratic, authoritarian,
p a r l i a m e n t a r y, and so forth. Economic systems can be traditional, command, market, or combina-
tions of these types. Social systems describe what is meant by human society, explaining the ro l e s
of men and women across time and place, the status and characteristics of various groups and
classes, and “how economic, religious, cultural, and political changes have affected social life.”
( Taken from: Lessons From History, The National Center for History in the Schools, 1992, p. 25). 

Another approach to patterning is to use a few broad concepts such as continuity and
change, cause and effect, and interdependence, to help students make meaning out of unfamiliar
people, events, and cultures. Using such concepts gives students a frame of reference for analyz-
ing the human condition past and present.

For example, the concepts of continuity and change and interdependence can provide an
interesting context for studying the impact, costs, and benefits of scientific and technological
developments over eras or time periods. Focusing on interdependence can illuminate and give
new meaning to breakthroughs in transportation and communication that have brought com-
munities and nations closer together. Understanding interdependence helps students have a
broader context for dealing with the phenomenon that what happens today in one part of our
world can have important implications for others in distant places. 

7. Multiple Learning Environments and Resources
Using local resources and different learning sites can be an effective way to let students

experience firsthand how scholars conduct their work and how communities function and use
the intellectual skills learned in social studies. Classes might be held, for example, in conjunction
with a higher education (college/university) class, in the community at social service, govern-
ment, and health agencies; at community-based organizations; in libraries and other cultural
institutions; and in factories, business, or other work sites. By working and studying at these
alternative learning sites, students gather information from a wide range of resources, learn how
scholars contribute to their fields and how various organizations provide services.

With increased access to more advanced technologies, schools now can expand their
learning environments to include databases, information-retrieval systems, and other library
and museum resources throughout the world. Through Internet, electronic study groups, and
international education networks, teachers can plan class-to-class long-distance learning activi-
ties. Students retrieve, process, and organize information gathered from libraries, cultural
institutions, museums, archives, and government document repositories. They can share this

����



7

information using computer links with other students studying similar topics, issues, and prob-
lems. The challenge is twofold: 1) to learn how to use these resources, and 2) to encourage
schools and communities to expand instruction beyond the walls of the schools.

8. Student-Centered Teaching, Learning, and Assessment 
In an effort to engage students more effectively in the learning process and to provide real

opportunities for the application of intellectual skills, many educators have called for linking
teaching, learning, and assessment to the world of the student. For this to happen, students need
to participate in many different kinds of activities to gain a broad knowledge base, develop
thinking skills, and take responsibility for their own learning. In addition to the more traditional
learning tasks, activities should include independent reading on and investigation of topics
identified by the teacher and by the student, performances that require in-depth understanding,
complex questioning and thinking, and opportunities to present conclusions in new ways. Many
assessment tasks should be embedded in learning activities to mesh instruction and monitoring
students’ progress toward the attainment of learning goals. (Grant Wiggins, “Assessment to
Improve Performance, Not Just Monitor It: Assessment Reform in the Social Sciences,” Social
Science Record, Vol. 30, No. 2, Fall 1993, p. 10.) Using this approach at all levels is supported by
recent studies showing that students can conceptualize and employ complex thinking skills at a
very young age. 
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Concepts and Themes for Social
Studies

Concepts and themes serve as content organizers for the vast amounts of information peo-
ple encounter every day. Concepts represent mental images, constructs, or word pictures
that help people to arrange and classify fragmented and isolated facts and information.

Aconcept is

■ usually abstract, as opposed to
concrete

■ a product of the analysis and
synthesis of facts and experiences
rather than a definition to be learned

■ constantly subject to change
and expansion of meaning and
delineation of detail, as different
experiences provide settings and dif-
ferent relationships in new contexts.

Students construct concepts
and themes as they interact with
their environments. This process of
concept formation is ongoing, stimu-
lated by active, meaningful involve-
ment, and developmental in nature.
To demonstrate the developmental
nature of concept learning, the con-
cepts and themes of the K-12 social
studies program are listed on each
page of the scope and sequence.

Illustrated graphically, students
grow to incorporate new experiences
into their existing conceptual frame-
works and at the same time modify
that mental framework, constantly
changing and expanding it.

The key concepts of the K-12 social studies program are:
History

Belief Systems means an established orderly way that groups or individuals look at religious
faith or philosophical tenets.

Change involves the basic alterations in things, events, and ideas.
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Conflict is a clash of ideas, interests, or wills that result from incompatable opposing forces.

Choice means the right or power to select from a range of alternatives.

Culture means the patterns of human behavior that includes ideas, beliefs, values, artifacts, and
ways of making a living which any society transmits to succeeding generations to meet
its fundamental needs.

Diversity means understanding and respecting others and oneself including similarities and dif-
ferences in language, gender, socioeconomic class, religion, and other human character-
istics and traits.

Empathy means the ability to understand others through being able to identify in one’s self
responses similar to the experiences, behaviors, and responses of others.

Identity means awareness of one’s own values, attitudes, and capabilities as an individual and
as a member of different groups.

Interdependence means reliance upon others in mutually beneficial interactions and exchanges.

Imperialism means the domination by one country of the political and/or economic life of
another country or region.

Movement of People and Goods refers to the constant exchange of people, ideas, products, tech-
nologies, and institutions from one region or civilization to another that has existed
throughout history.

Nationalism means the feeling of pride in and devotion to one’s country or the desire of a peo-
ple to control their own government, free from foreign interference or rule.

Urbanization means movement of people from rural to urban areas.

Geography
The six essential elements of geography:*

The World in Spatial Terms—Geography studies the relationships between people, places, and
environments by mapping information about them into a spatial context.

Places and Regions—The identities and lives of individuals and peoples are rooted in particular
places and in those human constructs called regions.

Physical Systems—Physical processes shape Earth’s surface and interact with plant and animal
life to create, sustain, and modify ecosystems.

Human Systems—People are central to geography in that human activities help shape Earth’s
surface, human settlements and structures are part of Earth’s surface, and humans com-
pete for control of Earth’s surface.

Environment and Society—The physical environment is modified by human activities, largely as
a consequence of the ways in which human societies value and use Earth’ s natural
resources, and human activities are also influenced by Earth’s physical features and
processes.
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The Uses of Geography—Knowledge of geography enables people to develop an understanding
of the relationships between people, places, and environments over time—that is, of
Earth as it was, is, and might be.
(*Taken from: Geography for Life: National Geography Standards, 1994, pp. 34-35.
Permission applied for.)

Environment means the surroundings, including natural elements and elements created by
humans.

Economics
Needs and Wants refer to those goods and services that are essential such as food, clothing, and

shelter (needs), and those good and services that people would like to have to improve
the quality of their lives, (i.e., wants—education, security, health care, entertainment).

Economic Systems include traditional, command, market, and mixed systems. Each must
answer the three basic economic questions: What goods and services shall be produced
and in what quantities? How shall these goods and services be produced? For whom
shall goods and services be produced?

Factors of Production are human, natural, and capital resources which when combined become
various goods and services (e.g., How land, labor, and capital inputs are used to pro-
duce food.).

Scarcity means the conflict between unlimited needs and wants and limited natural and human
resources.

Science and technology means the tools and methods used by people to get what they need and
want.

Civics, Citizenship, and Government
Justice means the fair, equal, proportional, or appropriate treatment rendered to individuals in

interpersonal, societal, or government interactions.

Nation-state means a geographic/political organization uniting people by a common govern-
ment.

Citizenship means membership in a community (neighborhood, school, region, state, nation,
world) with its accompanying rights, responsibilities, and dispositions.

Political Systems such as monarchies, dictatorships, and democracies address certain basic
questions of government such as: What should a government have the power to do?
What should a government not have the power to do? Apolitical system also provides
for ways that parts of that system interrelate and combine to perform specific functions
of government.

Power refers to the ability of people to compel or influence the actions of others. “Legitimate
power is called authority.”
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Government means the 
“formal institutions and processes of a politically organized society with authority to make,
enforce, and interpret laws and other binding rules about matters of common interest and con-
cern. Government also refers to the group of people, acting in formal political institutions at
national, state, and local levels, who exercise decision making power or enforce laws and
regulations.”

(Taken from: Civics Framework for the 1998 National Assessment of Educational Progress,
NAEP Civics Consensus Project, The National Assessment Governing Board, United
States Department of Education, p. 19).

Decision Making means the processes used to 
“monitor and influence public and civic life by working with others, clearly articulating
ideals and interests, building coalitions, seeking consensus, negotiating compromise,
and managing conflict.”

(Taken from: Civics Framework, p. 18).

Civic Values refer to those important principles that serve as the foundation for our democratic
form of government. These values include justice, honesty, self-discipline, due process,
equality, majority rule with respect for minority rights, and respect for self, others, and
property.

Human Rights are those basic political, economic, and social rights that all human beings are
entitled to, such as the right to life, liberty, and the security of person, and a standard of living
adequate for the health and well-being of himself and of his family. Human rights are inalien-
able and expressed by various United Nations Documents including the United Nations
Charter and Universal Declaration of Human Rights.
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Social Studies Skills

Content, concepts, and skills form the basis for the learning standards and goals for the
State social studies curriculum. Social studies skills are not learned in isolation but rather
in context as students gather, organize, use, and present information. These skills are

introduced, applied, reinforced, and remediated within the framework of the K-12 social studies
program. Students understand the importance of social studies skills as they use them to inter-
pret, analyze, and evaluate social science concepts and understandings. Students aim for mas-
tery of skill objectives at the same time that they pursue the other cognitive and affective
objectives of the social studies program.

Learning, practicing, applying, extending, and remediating social studies skills is a develop-
mental process. Just as students who lack social studies facts and generalizations have difficulty
in applying information to new situations and analyzing new issues and historical problems,
students with limited understanding of social studies skills have great difficulty in processing
information, reaching higher cognitive levels, and learning independently. The teaching of social
studies skills needs to be built into every classroom activity so that students engage in a
systematic and developmental approach to learning how to process information.

Social studies skills can be classified into thinking skills and thinking strategies. (See: Barry
K. Beyer, Developing A Thinking Skills Program, Boston: Allyn and Bacon, 1988). Thinking skills
include the ability to gather, interpret, organize, analyze, evaluate, and synthesize information.
Thinking strategies involve processing information as students engage in problem-solving, deci-
sion-making, inquiry, and conceptualizing. The following skills charts provide examples of how
thinking skills and strategies can be organized throughout the social studies curriculum, K-12.
The social studies standards, performance indicators, and core curriculum provide additional
examples of skill development strategies.

Source: Incorporating Skills Into Social Studies Programs K-12. The New York State Education Department,
Albany, NY.
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I. GETTING INFORMATION

Students shall be able to:

identify a variety of sources of information:
• multiple sources of the same types of infor-

mation
• varying approaches, viewpoints, interpreta-

tions
• reference works, newspapers, magazines,

primary and secondary sources
• tables, graphs, charts, diagrams
• maps, globes, atlases, vocabulary
• visuals, field trips, artifacts
• listening
• observing

recognize advantages and limitations of various
sources

locate sources of print and nonprint information:
• libraries (card catalogs, indices, library

guides such as Readers’Guide to Periodical
Literature)

• tables of contents, appendices, glossaries,
bibliographies, and indices

• museums, galleries, public and private col-
lections, motion pictures, television, radio,
recordings, conversations, interviews

identify the types and kinds of information needed:
• recognition of information that is relevant

as differentiated from information that is
irrelevant

• use of subquestions and/or predicted con-
sequences

• understanding of purposes for which infor-
mation is to be used

locate information in print and nonprint sources:
• main elements
• main ideas
• supportive elements

organize collected information:
• orderly, precise, summarized notes
• cited sources

II. USING INFORMATION

Students shall be able to:

classify and/or categorize data by:
• selecting appropriate headings for data
• distinguishing between relevant and irrele-

vant information and events placing ideas
in order, chronological and other

• developing tables, charts, maps, and graphs
to clarify data and ideas

• identifying differences and similarities in
data

evaluate data by:
• differentiating fact from opinion
• identifying frames of reference
• identifying value-laden words
• detecting evidence of propaganda
• evaluating author’s or person’s qualifica-

tions

draw inferences from data by:
• identifying relationships among the parts
• detecting inconsistencies
• weighing conflicting facts and statements

check on completeness of data and question hypothe-
ses based on sufficiency of evidence by:

• using simple mathematical and statistical
devices to analyze data

• testing, refining, and eliminating hypotheses
and working out new ones where necessary

• drawing conclusions

generalize from data by:
• applying previously learned concepts and

generalizations to the data or situation
• checking reasoning against basic principles

of logic and looking for inconsistencies, lim-
itations of data, and irrelevancies

• creating a broad statement which encom-
passes findings

scrutinize possible consequences of alternative
courses of action by evaluating them in light of
basic values, listing arguments for and against such
proposals, and selecting courses of action most
likely to achieve goals

revise generalizations in the light of new data

Chart A: Social Studies Skills
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III. PRESENTING INFORMATION

Students shall be able to:

speak in an effective way by:
• spending sufficient time in planning and
preparing, whether it be for an individual oral
report or as a member of a panel, debate, forum,
etc.

• talking in complete sentences
• keeping to the topic
• using appropriate visuals
• learning and developing the skills of being

a discussion leader or participant

use media and various visuals for communicating
ideas by:

• previewing such media and visuals
• preparing appropriate commentary
• using a variety of media forms: films, film-

strips, photographic essays, etc.
• constructing and using appropriate tables,

charts, graphs, cartoons, etc.

write in an expository way by:
• thinking logically
• communicating ideas coherently
• forming generalizations based on appropri-

ate data
• supporting such generalizations through

the use of relevant factual information
• using different forms of written exposition:

investigative, informative, interpretive,
argumentative

• following an acceptable format that
includes an introductory element, a body
containing the basis of the exposition, a con-
clusion

recognize and use nonverbal means of communica-
tion by:

• understanding the variety of kinds of non-
verbal communication: gestures, touching,
eye language, etc.

• appreciating that the amount and kind of
nonverbal communication varies from cul-
ture to culture

IV. PARTICIPATING IN INTERPERSONAL AND
GROUP RELATIONS

Students shall be able to:

incorporate a set of positive learning attitudes by:
• recognizing that others may have a different

point of view
• observing the action of others
• being attentive to situational as well as per-

sonal causes of conflict
• listening to reason
• recognizing and avoiding stereotypes
• withholding judgment until the facts are

known
• objectively assessing the reactions of other

people to one’s own behavior

participate in group planning and discussion by:
• following democratic procedures in helping

to make group decisions
• initiating ideas
• giving constructive criticism
• suggesting means of group evaluation
• suggesting ways of resolving group differ-

ences
• anticipating consequences of group action

assume responsibility for carrying out tasks:
• individual
• group

be alert to incongruities and recognize problems

define basic issues by:
• defining terms
• identifying basic assumption
• identifying value conflicts

set up hypotheses and/or alternative courses of
action

Chart A: Social Studies Skills
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• raise questions related to a prob-
lem
- question beyond the who,

what, when, where and
include the how and why

- generate ideas and questions
which show originality, flexi-
bility, and inventiveness

• recognize that a problem exists
- identify several aspects of a

problem area identify gaps or
missing links in the events
and ideas

- recognize conflicts in data
- point out relationships

between conceptual areas not
usually related

• use higher level thinking skills
of comprehension, analysis, syn-
thesis, and evaluation
- establish a network of related

facts and concepts
- organize and bring structure

to ideas, events, and things
- reach some tentative conclu-

sions or hypotheses
- define basic issues, terms,

assumptions, value conflicts

Chart B: Problem-Finding/Solving Skills
Developing skills in dealing with conflicts, incongruities, and problems facing individuals

and societies has been recognized for a number of years as a major skills area. By learning to
resolve problems in a classroom or a school setting, students are given practice in approaching
problem tasks in a rational manner. It is hoped that by making this practice a continuing one, K-
12, the process can be transferred by the students to their outside encounters. Pupils need prac-
tice in rational approaches to working out conflicts and problems. The steps in this process gen-
erally consist of having students:

1. define or identify a problem
2. hypothesize and investigate data
3. make a decision based upon step #2
4. recognize value conflicts 
5. redefine the decision in attempting to accommodate any conflicts in values.

Students should be helped to realize that while one problem may be resolved by taking one
action or another, the solution may well raise new problems. This realization should encourage
students to weigh alternative solutions carefully.

Each person or group determines which solution to apply by a combination of rational
thinking and subjective judgments which may be intuitive, value-laden, or emotional. The
process of problem-solving is developmental in nature; the solution of a problem or the chang-
ing of the decision gives the student the skills needed to approach another problem. If we con-
ceptualize the basic steps in problem-solving, we can see how attempting to solve one problem
will provide the student with the experiences and skills needed to solve another problem.

Chart B applies the skills found in Chart Ain an attempt to specifically apply that material
to social studies content: problem-solving, conflict resolving, and decision-making. The format is
that of objectives which when followed would enable students to proceed through the process.
People do not necessarily proceed step-by-step through the process, but may omit steps because
of previous knowledge or intuitive reaction. Students without these advantages for whatever
the reason should be given many opportunities for application and practice.

Each of the steps in this process, as in the continuum, can be assessed, taught/learned, prac-
ticed, and used outside the problem context. But the student learns best when the skill is learned
and practiced in the context of real or vicarious experiences requiring resolution of some kind.

Objective I:
The student will be able to find problems.
The student will:
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Objective II:
The student will be able to solve problems which are either presented by the teacher or which are iden-
tified by the student.
The student will:

• write a sentence or paragraph
which states the problem
- include a clear identification

of the problem
• write a series of questions using

stems which indicate increasing
levels of complexity, for use as a
guide for problem-solving

• develop a plan for problem-
solving
- include use of time, location,

and date of completion
- include appropriate age level,

the objective, and available
resources

- include alternative courses of
action

- assume responsibility for car-
rying out individual and
group tasks

• obtain information from a vari-
ety of sources by
- using libraries (card catalogs,

indices, library guides such
as Reader’s Guide to Periodical
Literature)

- using reference works, news-
papers, magazines, primary
and secondary sources

- using tables of contents,
appendices, glossaries, bibli-
ographies, and indices

- identifying main ideas and
supportive elements

- using maps, globes, atlases,
visuals, field trips, artifacts,
tables, graphs, charts, dia-
grams, people, museums, gal-
leries, public and private col-
lections, motion pictures,
television, radio, recordings,
conversations, and interviews

• evaluate the sources of informa-
tion by
- using multiple sources of the

same types of information
- varying approaches, view-

points, interpretations
- checking on completeness of

data

- recognizing advantages and
limitations of various sources

- testing, refining, and elimi-
nating questions and work-
ing out new ones where nec-
essary

- understanding purposes for
which information was pro-
vided

- d i ff e rentiating fact from opin-
i o n

- identifying frames of refer-
ence and value-laden words

- detecting evidence of propa-
ganda

- evaluating author’s or per-
son’s qualifications

- recognizing information
likely to be relevant as differ-
entiated from information
likely to be irrelevant

• organize and use data by
- categorizing data
- selecting appropriate head-

ings for data
- distinguishing between rele-

vant and irrelevant informa-
tion and events

- placing ideas in order,
chronological and other

- developing tables, charts,
maps, and graphs to clarify
data and ideas

- identifying differences and
similarities in data

- drawing inferences from data
- seeing relationships among

the parts
- recognizing inconsistencies
- identifying conflicting views

and statements
- checking on completeness of

data and questioning
hypotheses based on suffi-
ciency of evidence

- using simple mathematical
and statistical devices to ana-
lyze data

- drawing conclusions
- generalizing from data

- drawing on previously
learned concepts and gener-
alizations

- checking reasoning against
basic principles of logic and
looking for inconsistencies,
limitations of data, and irrele-
vancies

- scrutinizing possible conse-
quences of alternative
courses of action, by evaluat-
ing them in light of basic val-
ues, listing arguments for and
against such proposals, and
selecting courses of action
most likely to achieve goals

• when necessary, redefine the
original problem or identify
“new” problems by
- arranging and recombining

data to create new structures
for looking at the problem

- thinking of new ways to use
old or standard ideas and
things

- thinking of novel, unique, or
unusual possibilities

- thinking of different kinds of
possibilities by manipulating,
adapting, and modifying
ideas

- embellishing the possibilities
• develop a product or conclusion

which summarizes the informa-
tion and can be shared
- orally: mini-lecture or debate

tapes of interviews or discus-
sions, records

- visually:
chalkboard
maps, diagrams, charts
photographs, collages
models
- by demonstration
- in writing

report letter
article poem
mock diary story
drama

����



17

• participate in group planning
and discussion by
- following democratic proce-

dures in helping to make
group decisions

- initiating ideas
- giving constructive criticism
- suggesting means of group

evaluation
- suggesting ways of resolving

group differences

• incorporate a set of positive
learning attitudes by
- recognizing that others may

have a different point of view
- observing the actions of oth-

ers
- being attentive to situational

as well as personal causes of
conflict

- listening to reason
- recognizing and avoiding

stereotypes
- withholding judgment until

the facts are known
- assessing the reactions of

other people to one’s own
behavior

• recognize and use nonverbal
means of communication by
- understanding the various

kinds of nonverbal communi-
cation: gestures, touching,
eye language, etc.

- appreciating that the amount
and kind of nonverbal com-
munications varies from cul-
ture to culture.

• speak in an effective way by
- spending sufficient time in

planning and preparing
whether it be for an individ-
ual oral report or as a mem-
ber of a panel, debate, forum,
etc.

- talking in complete sentences
- keeping to the topic
- using appropriate

visuals/gestures, etc.
- learning and developing the

skills of being a discussion
leader or participant

• use media and various visuals
for communicating ideas by pre-
viewing such media and visuals
- preparing appropriate com-

mentary
- using a variety of media

forms: films, filmstrips, pho-
tographic essays, etc.

- constructing and using
appropriate tables, charts,
graphs, cartoons, etc.

• use different forms of written
expression: investigative/infor-
mative, interpretive, argumenta-
tive, narrative, and descriptive
by
- following an acceptable for-

mat that includes an intro-
ductory element, a body con-
taining the basis of the work,
and a conclusion

- thinking creatively
- thinking logically
- communicating ideas coher-

ently
- forming generalizations

based on appropriate data
- supporting such generaliza-

tions through the use of rele-
vant factual information

Objective III:
The student will be able to work with others engaged in problem-finding/solving skills.
The student will:

Objective IV:
The student will be able to communicate orally, visually, and/or in writing the results of the problem-
finding/solving effort.
The student will:

Chart B: Problem-Finding/Solving Skills
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SKILL DEVELOPMENT PROCEDURES

The following diagram suggests a systematic procedure for skill development in the social
studies. Teachers should determine at the beginning of each year the proficiency level of
students in the various skill areas.

Source: Social Studies 11: United States History and Government. The New York State Education Department,
Albany, NY.

ELEMENTARY

Assess/Diagnose

Introduce Skill
(Initial teaching using 

familiar content and media appropri-
ate for grade)

Practice

Remediate 

Assess/Diagnose

Extend and Refine
(More difficult content, 
different media, more 

demanding standards, etc.)

Practice

Assess Remediate

Apply

Recycle

State Education Department
Student Evaluation at Grade 5

INTERMEDIATE

Assess/Diagnose

Reinforce/Remediate

Apply

Extend and Refine

Practice

Assess Remediate

Apply

Recycle

State Education Department
Student Evaluation at Grade 8

COMMENCEMENT

Assess/Diagnose

Continuing Reinforcement,
Practice, Assessment and
Remediation as needed
Refinement and Extension
Application

State Education Department
Assessment through Regents
examinations in Global
History and Geography and
United States History and
Government
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K-6

Level K:  Self and Others
The social studies program at the kindergarten level focuses on helping students develop aware-
ness of themselves as growing individuals. Children’s unique qualities as well as similarities to
others are stressed. Children learn about values, ideas, customs, and traditions through folktales,
legends, music, and oral histories. In addition, children’s relationships with others in the class-
room and the school become sources for social studies learning. Social interaction skills are inte-
gral to the kindergarten program. Emphasis is placed on using content that is relevant and per-
sonally meaningful. Awide range of interdisciplinary activities can help children grow and
develop and gain knowledge and skills. Children also begin to learn about their role as citizens
by accepting rights and responsibilities in the classroom and by learning about rules and laws.

Concepts/ThemesLevel K—Content Understandings

Identity

Change

Culture

Identity

Places and
Regions

Places and
Regions

Needs and
Wants

Myself and others
My physical self includes gender, ethnicity, and languages.
Each person has needs, wants, talents, and abilities.
Each person has likes and dislikes.
Each person is unique and important.
People are alike and different in many ways.
All people need others.
All people need to learn and learn in different ways.
People change over time.
People use folktales, legends, music, and oral histories to teach values, ideas, and traditions.

My family and other families
My family and other families are alike and different.

My school and school community
What is a school?

My neighborhood
My neighborhood can be located on a map.
Different people live in my neighborhood.

Location of home, school, neighborhood, and community on maps and globes
Land and water masses can be located on maps and a globe.
The United States can be located on a map and a globe.

Basic human needs and wants
People define basic human needs and wants.
Families have needs and wants.
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Concepts/Themes

I n t e rd e p e n d e n c e

Citizenship
and Civic Life

Citizenship
and Civic Life

Government

Government

Level K—Content Understandings

People helping one another to meet needs and wants (e.g., recycling and conservation
projects)

People rely on each other for goods and services in families, schools, and the neighborhood.
People make economic decisions and choices.

Symbols of citizenship
Citizenship includes an awareness of the symbols of our nation.
Citizenship includes an understanding of the holidays and celebrations of our nation.
Citizenship includes knowledge about and a respect for the flag of the United States of

America.

Rights, responsibilities, and roles of citizenship
All children and adults have responsibilities at home, in school, in the classroom, and in the

community.
People have responsibilities as members of different groups at different times in their lives.

People making and changing rules and laws
Rules affect children and adults.
People make and changes rules for many reasons.

People making rules that involve consideration of others and provide for the health and
safety of all

Families develop rules to govern and protect family members.
People in school groups develop rules to govern and protect themselves.

Grade 1:  My Family and Other Families, 
Now and Long Ago
The grade 1 social studies program focuses on helping students learn about their roles as mem-
bers of a family and school community. The development of identity and social interaction are
stressed. The students explore self, family, and school through the five standards. Students learn
about families now and long ago, as they study different kinds of families that have existed in
different societies and communities. Students also begin to locate places on maps and globes
and learn how maps serve as representations of physical features and objects. Building on the
level K program, the grade 1 program encourages interdisciplinary learning to assist in develop-
ing the content, concepts, and skills outlined for the K-12 social studies program.

Concepts/Themes

Identity

Culture
I n t e rd e p e n d e n c e

Grade 1—Content Understandings

My family and other families
Families and different kinds of families exist in all communities and societies though they

may differ.
Families have beliefs, customs, and traditions.
Families have roles and responsibilities.
Families are interdependent.
Families lived in other places and at different times.
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Concepts/Themes

Change

Culture

Change

Culture

Places and
Regions

Human
Systems

Scarcity

Technology
Needs and

Wants

Needs and
Wants

Citizenship
and Civic
Life

Civic Values

Government

Civic Values

Decision
Making

Grade 1—Content Understandings

History of my family
Families have a past and they change over time; my family timeline illustrates my family’s

history.
Some family beliefs, customs, and traditions are based on family histories.
People of diverse racial, religious, national, and ethnic groups transmit their beliefs,

customs, and traditions.
Folktales, biographies, oral histories, and legends relate family histories.

My community and local region
Different events, people, problems, and ideas make up my community’s history.
Folklore, myths, legends, and other cultural contributions have helped shape our

community and local region.
Monuments and important places are located in my neighborhood.
Communities are connected economically and geographically.
People exchange elements of their cultures.

Places in my community and local region
Places can be located on maps and on a globe.
Maps and diagrams serve as representations of places, physical features, and objects.
Cardinal directions can be used to locate places and physical features.
Symbols represent places and can be used to locate geographic features and physical

characteristics.
People depend on and modify their physical environments to meet basic needs.

Challenge of meeting needs and wants
Scarcity means that people’s wants exceed their limited resources.
Communities provide facilities and services to help satisfy the needs and wants of people

who live there.
People use tools, technologies, and other resources to meet their needs and wants.
People in communities must make choices due to unlimited needs and wants and scarce

resources; these choices involve costs.
Through work, people in communities earn income to help meet their needs and wants.

Economic decision making
People make decisions about how to spend the money they earn.
People work to earn money to purchase the goods and services they need and/or want.

Symbols of citizenship
Citizenship includes knowledge about and respect for the flag of the United States of

America, including an understanding about its display and use.
Citizenship includes a pledge of allegiance or loyalty to the United States of America.

Rights, responsibilities, and roles of citizenship
Students, teachers, and staff are all citizens of the school community and have rights and

responsibilities.

People making and changing rules and laws
People form governments in order to develop rules and laws to govern and protect them-

selves.
Key terms related to the study of government include: democracy, power, citizenship,

nation-state, and justice.
People plan, organize, and make decisions for the common good.
Students can participate in problem solving, decision making, and conflict resolution.
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Concepts/Themes

Places and
Regions

Change

Environment
and Society

Needs and
Wants

Factors of
Production

Needs and
Wants

Factors of
Production

Economic
Systems

Citizenship
and Civic
Life

Grade 2—Content Understandings

My community and region today
My urban, suburban, or rural community can be located on a map.
Urban, suburban, and rural communities differ from place to place.
Events, people, traditions, practices, and ideas make up my urban, suburban, or rural

community.
Communities in the future may be different in many ways.
My urban, suburban, or rural community has changed over time.
Roles and responsibilities of families in rural, urban, and suburban communities change

over time.

People depending on and modifying the physical environment
Rural, urban, and suburban communities are influenced by geographic and environmental

factors.
Lifestyles in rural, urban, and suburban communities are influenced by environmental and

geographic factors.

Challenge of meeting needs and wants
Rural, urban, and suburban communities provide facilities and services to help meet the

needs and wants of the people who live there.
People in rural, urban, and suburban communities are producers and consumers of goods

and services.
People in rural, urban, and suburban communities must make choices due to unlimited

needs and wants and limited resources.

People using human, capital, and natural resources
Scarcity of resources requires people to make choices in urban, rural, and suburban commu-

nities.

Economic decision making
Rural, urban, and suburban communities collect taxes to provide services for the public

benefit.
Rural, urban, and suburban communities make decisions about how to spend the taxes they

collect.

Symbols of citizenship
Citizenship includes an understanding of the significance of the flag of the United States of

America, including an understanding about its display and use.
People living in urban, rural, and suburban communities celebrate various holidays.

Grade 2:  My Community and Other United States
Communities
In the grade 2 social studies program, students explore rural, urban, and suburban communities,
concentrating on communities in the United States. The student’s own community can serve as
an example for studying about and understanding other communities.  Students study about
communities from the perspectives of the five social studies learning standards. Community
studies should include content examples from cultures other than the students’ own, and from a
variety of perspectives including geographic, socioeconomic, and ethnic. Students continue to
learn how to locate places on maps and globes and how different communities are influenced by
geographic and environmental factors. They also study about the rights and responsibilities of
citizenship in their communities.
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Concepts/Themes

Citizenship
and Civic
Life

Decision
Making

Government

Grade 2—Content Understandings

Rights, responsibilities, and roles of citizenship
People living in rural, urban, and suburban communities may have conflicts over rules,

rights, and responsibilities.
Citizens can participate in decision making, problem solving, and conflict resolution.

Making and changing rules and laws
People in rural, urban, and suburban communities develop rules and laws to govern and

protect community members.
Our local communities have elected and appointed leaders who make, enforce, and inter-

pret rules and laws.

Concepts/Themes

Culture

Empathy

Empathy
Identity

Change

Change

Culture
Identity

Grade 3—Content Understandings

Cultures and civilizations
What is a culture? What is a civilization?
How and why do cultures change?
Where do people settle and live? Why?
People in world communities exchange elements of their cultures.
People in world communities use legends, folktales, oral histories, biographies, autobiogra-

phies, and historical narratives to transmit values, ideas, beliefs, and traditions.
People in world communities celebrate their accomplishments, achievements, and contribu-

tions.
Historic events can be viewed through the eyes of those who were there, as shown in their

art, writings, music, and artifacts.

Communities around the world
People of similar and different cultural groups often live together in world communities.
World communities have social, political, economic, and cultural similarities and differ-

ences.
World communities change over time.
Important events and eras of the near and distant past can be displayed on timelines.
Calendar time can be measured in terms of years, decades, centuries, and millennia, using

BC and AD as reference points.
All people in world communities need to learn and they learn in different ways.
Families in world communities differ from place to place.

Grade 3:  Communities Around the World—Learning
About People and Places
In the grade 3 social studies program, students study about communities throughout the world.
The five social studies standards form the basis for this investigation as students learn about the
social, political, geographic, economic, and historic characteristics of different world communi-
ties. Students learn about communities that reflect the diversity of the world’s peoples and cul-
tures. They study Western and non-Western examples from a variety of geographic areas.
Students also begin to learn about historic chronology by placing important events on timelines.
Students locate world communities and learn how different communities meet their basic needs
and wants. Students begin to compare the roles of citizenship and the kinds of governments
found in various world communities.
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Concepts/Themes

Identity
Culture

Places and
Regions

Human
Systems

Environment
and Society

Physical
Systems

Environment
and Society

Economic
Systems

Needs and
Wants

Economic
Systems

Factors of
Production

Factors of
Production

I n t e rd e p e n d e n c e

Grade 3—Content Understandings

Beliefs, customs, and traditions in world communities are learned from others and may dif-
fer from place to place.

Different events, people, problems, and ideas make up world communities.
People in world communities may have different interpretations and perspectives about

important issues and historic events.

The location of world communities
World communities can be located on maps and globes (latitude and longitude).
The spatial relationships of world communities can be described by direction, location,

distance, and scale.
Regions represent areas of Earth’s surface with unifying geographic characteristics.
World communities can be located in relation to each other and to principal parallels and

meridians.
Geographic representations such as aerial photographs and satellite-produced images can

be used to locate world communities.
Earth’s continents and oceans can be located in relation to each other and to principal paral-

lels and meridians.

Physical, human, and cultural characteristics of world communities
The causes and effects of human migration vary in different world regions.
The physical, human, and cultural characteristics of different regions and people throughout

the world are different.
Interactions between economic activities and geographic factors differ in world

communities.
The factors that influence human settlements differ in world communities.

People depending on and modifying their physical environments
People living in world communities depend on and modify their physical environments in

different ways.
Lifestyles in world communities are influenced by environmental and geographic factors.
The development of world communities is influenced by environmental and geographic fac-

tors.

Challenge of meeting needs and wants in world communities
Societies organize their economies to answer three fundamental economic questions: What

goods and services should be produced and in what quantities? How shall goods and
services be produced?  For whom shall goods and services be produced?

Human needs and wants differ from place to place.
People in world communities make choices due to unlimited needs and wants and limited

resources.
People in world communities must depend on others to meet their needs and wants.
Production, distribution, exchange, and consumption of goods and services are economic

decisions all societies must make.
People in world communities use human, capital, and natural resources.
People in world communities locate, develop, and make use of natural resources.
Resources are important to economic growth in world communities.

Economic decision making in world communities
Production, distribution, exchange, and consumption of goods and services are economic

decisions which all world communities must make.
Economic decisions in world communities are influenced by many factors.
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Concepts/Themes

Citizenship
and Civic
Life

Nation State
Civic Values

Government

Nation State
Decision

Making
Government

Grade 3—Content Understandings

Symbols of citizenship in world communities
People in world communities celebrate various holidays and festivals.
People in world communities use monuments and memorials to represent symbols of their

nations.

People making and changing rules and laws
People in world communities form governments to develop rules and laws to govern com-

munity members.
People in world communities may have conflicts over rules, rights, and responsibilities.
The processes of selecting leaders, solving problems, and making decisions differ in world

communities.

Governments around the world
Governments in world communities organize to provide functions people cannot provide as

individuals.
Governments in world communities have the authority to make, carry out, and enforce laws

and manage disputes among them.
Governments in world communities develop rules and laws.
Governments in world communities plan, organize, and make decisions.

Grade 4:  Local History and Local Government
The grade 4 social studies program builds on the students’ understanding of families, schools,
and communities and highlights the political institutions and historic development of their local
communities with connections to New York State and the United States. The in-depth study of
local government will emphasize the structure and function of the different branches and the
roles of civic leaders. Students continue to learn about the rights, responsibilities, and duties of
citizenship. By participating in school activities that teach democratic values, students develop a
sense of political efficacy and a better understanding of the roles of supporters and leaders.
Students expand their civic concepts of power, equality, justice, and citizenship as they learn
about local government.

The historic study of local communities focuses on the social/cultural, political, and economic
factors that helped to shape these communities. Students study about the significant people,
places, events, and issues that influenced life in their local communities. Students can investi-
gate local events and issues and connect them to national events and issues. The grade 4 pro-
gram should consider the following themes and events at the local level: Native American
Indians of New York State, the European encounter, the colonial and Revolutionary War period,
the new nation, and the period of industrial growth and development in New York State. This
chronological framework will help students to organize information about local history and con-
nect it to United States history.

Connect local, New York State, and United States history, focusing on the following themes:
• Native American Indians of New York State
• European encounter: Three worlds (Europe, Africa, and the Americas) meet in the

Americas
• Colonial and Revolutionary periods
• The new nation
• Industrial growth and expansion
• Government—local and State
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Concepts/Themes

Culture

Needs and
Wants

Culture

Culture
Culture

Environment
and Society

Change
Culture

Physical
Settings

Culture
Government
Economic

Systems
Change

Places and
Regions

Human
Systems

Change

Government

Citizenship
and Civic
Life

Culture

Grade 4—Content Understandings

Native American Indians of New York State
Native American Indians were the first inhabitants of our local region and State.
The Iroquois (Haudenosaunee—People of the Longhouse) and the Algonquian were the

early inhabitants of our State.
Meeting basic needs—food, clothing, and shelter
Uses of the environment and how Native American Indian settlements were influenced by

environmental and geographic factors
Important accomplishments and contributions of Native American Indians who lived in our

community and State

Three worlds (Europe, the Americas, Africa) meet in the Americas
Major explorers of New York State
Impacts of exploration—social/cultural, economic, political, and geographic
The slave trade and slavery in the colonies
Groups of people who migrated to our local region and into our State
Ways that people depended on and modified their physical environments

Colonial and Revolutionary periods
Dutch, English, and French influences in New York State
Lifestyles in the colonies—comparisons during different time periods
Different types of daily activities including social/cultural, political, economic,

scientific/technological, or religious
Ways that colonists depended on and modified their physical environments
Cultural similarities and differences, including folklore, ideas, and other cultural contribu-

tions that helped shape our community, local region, and State
Colonial governments
Colonial societies were organized to answer three fundamental economic questions: What

goods and services do we produce? How do we produce them? For whom do we
produce them?

Ways of making a living in our local region and State
Causes for revolution: social, political, economic
Important accomplishments of individuals and groups living in our community and region

The Revolutionary War in New York State
Location of New York State
The significance of New York State’s location and its relationship to the locations of other

people and places
Geographic features that influenced the War
Native American Indians in New York State influenced the War.
The war strategy:  Saratoga and other local battles
Loyalists and patriots in New York State
Leaders of the Revolution
Effects of the Revolutionary War

The new nation
Foundations for a new government and the ideals of American democracy as expressed in

the Mayflower Compact, the Declaration of Independence, and the Constitutions of the
State of New York and the United States of America

The importance of the Bill of Rights
Individuals and groups who helped to strengthen democracy in the United States
The roots of American culture, how it developed from many different traditions, and the

ways many people from a variety of groups and backgrounds played a role in creating it
Those values, practices, and traditions that unite all Americans
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Concepts/Themes

Technology

Change

Human
Systems

Human
Systems

Environment
and Society

Change

Civic Values

Citizenship
and Civic
Life

Government

Government

Civic Values

Government

Citizenship
and Civic
Life

Nation State

Grade 4—Content Understandings

Industrial growth and expansion
Transportation, inventions, communication, and technology

(e.g., 1800s—Erie Canal, railroads, steamboats, turnpikes, telegraph, cable; 1900s—auto-
mobiles, subways, air travel, seaways, telephones, radios and televisions, computer)

Immigration and migration
(e.g., Ellis Island; the mass starvation in Ireland, 1845-50; forced relocation of Native
American Indians in New York State)

The important contributions of immigrants to New York State
Geographic influences of industrialization and expansion

(e.g., natural re s o u rces, location); the interactions between economic and geographic
f a c t o r s

Urbanization:  economic, political, and social impacts
Rural to urban to suburban migration
Economic interdependence (e.g., resource use; from farm to market)
Ways of learning and public education in our community and State
The labor movement and child labor

Government
Basic democratic values (Taken from: National Standards for Civics and Government)
The fundamental values of American democracy include an understanding of the following

concepts: individual rights to life, liberty, property, and the pursuit of happiness; the
public or common good; justice; equality of opportunity; diversity; truth; and patrio-
tism.

The fundamental values and principles of American democracy are expressed in the
Declaration of Independence, Preamble to the United States Constitution, Bill of Rights,
Pledge of Allegiance, speeches, songs, and stories.

Purposes of government
The basic purposes of government in the United States are to protect the rights of individuals
and to promote the common good. (Taken from: National Standards for Civics and Government)

Local and State governments
An introduction to the probable consequences of the absence of government
The structure and function of the branches of government of New York State and local

governments, including executive, legislative, and judicial branches
The meaning of key terms and concepts related to government, including democracy,

power, and citizenship
The United States Constitution and the Constitution of the State of New York and their

respective Bills of Rights were developed as written plans for organizing the functions
of government and safeguarding individual liberties.

Representatives in the legislative, executive, and judicial branches at the local, State, and
national levels of government and how they are elected or appointed to office

People elect and/or appoint leaders who make, enforce, and interpret laws.
Citizenship and the rules and responsibilities of citizenship in the classroom, school, home,

and local community
Citizenship includes an awareness of the holidays, celebrations, and symbols of our nation,

including the flag of the United States of America, its proper display, and use.
Effective, informed citizenship involves duties such as voting, jury service, and other service

to the local community.
Citizens can participate in political decision making and problem solving at the local, State,

and national levels.
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Concepts/Themes

Culture

Empathy

I n t e rd e p e n d e n c e

Change

Identity

Change

Places and
Regions

Physical
Systems

Human
Systems

Grade 5—Content Understandings

History of the United States, Canada, and Latin America
Different ethnic, national, and religious groups, including Native American Indians, have

contributed to the cultural diversity of these nations and regions by sharing their cus-
toms, traditions, beliefs, ideas, and languages.

Different people living in the Western Hemisphere may view the same event or issue from
different perspectives.

The migration of groups of people in the United States, Canada, and Latin America has led
to cultural diffusion because people carry their ideas and ways of life with them when
they move from place to place.

Connections and exchanges exist between and among the peoples of Europe, sub-Saharan
Africa, Canada, Latin America, the Caribbean, and the United States. These connections
and exchanges include social/cultural, migration/immigration, and scientific/techno-
logical.

Key turning points and events in the histories of Canada, Latin America, and the United
States can be organized into different historical time periods. For example, key turning
points might include: 18th-century exploration and encounter; 19th-century westward
migration and expansion, 20th-century population movement from rural to suburban
areas.

Important historic figures and groups have made significant contributions to the develop-
ment of Canada, Latin America, and the United States.

Industrial growth and development and urbanization have had important impacts on
Canada, Latin America, and the United States.

Geography of the United States, Canada, and Latin America
Maps and other geographic representations, tools, and technologies such as aerial and other

photographs, satellite-produced images, and computer models can be used to gather,
process, and report information about the United States, Canada, and Latin America
today.

Political boundaries change over time and place.
Different geological processes shaped the physical environments of the United States,

Canada, and Latin America.
The nations and regions of the Western Hemisphere can be analyzed in terms of spatial

organization, places, regions, physical settings (including natural resources), human sys-
tems, and environment and society. Aregion is an area that is tied together for some
identifiable reason, such as physical, political, economic, or cultural features.

The physical and human characteristics of places in the United States, Canada, and Latin
America today

Grade Five:  The United States, Canada, and Latin
America
The grade 5 social studies program stresses geographic, economic, and social/cultural under-
standings related to the United States, Canada, and nations in Latin America today. These per-
spectives build on and reinforce historic and political content about the United States included
in the grade 4 social studies program. When appropriate, the grade 5 program should use con-
temporary examples of case studies to help students understand the content understandings
that follow. The content understandings were developed to assist in selecting specific factual
information and case studies.  For additional guidance in selecting content, case studies, activi-
ties, evaluation questions, and resources, consult Social Studies Program: Grade 5 (New York State
Education Department, 1987).
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Concepts/Themes

Environment
and Society

Human
Systems

Economic
Systems

Needs and
Wants

Factors of
Production

I n t e rd e p e n d e n c e

Factors of
Production

Technology

I n t e rd e p e n d e n c e

Economic
Systems

I n t e rd e p e n d e n c e
Citizenship and

CivicLife
Civic Values
Government

Citizenship and
Civic  Life

Government

Government

Civic Values

Citizenship and
Civic Life

Grade 5—Content Understandings

Culture and experiences influence people’s perceptions of places and regions in the United
States, Canada, and Latin America today.

The characteristics, distribution, and complexity of cultures found in the United States,
Canada, and Latin America

Human actions modify the physical environments of the United States, Canada, and Latin
America.

The economies of the United States, Canada, and Latin American nations
Concepts such as scarcity, supply and demand, markets, opportunity costs, resources, pro-

ductivity, economic growth, and systems can be used to study the economies and eco-
nomic systems of the United States, Canada, and Latin America.

Individuals and groups in the United States, Canada, and Latin America attempt to satisfy
their basic needs and wants by utilizing scarce capital, natural, and human resources.

Types and availability of resources are important to economic development in the United
States, Canada, and Latin America today.

The nations of North, Central, and South America depend on one another for various
resources and products they need.

Production, distribution, exchange, and consumption of goods and services are economic
decisions which the nations of North and South America must make.

Science and technology have influenced the standard of living in nations in North, Central,
and South America.

Exchanges of technologies, plants, animals, and diseases between and among nations of the
Americas and Europe and sub-Saharan Africa have changed life in these regions.

Nations in North, Central, and South America form organizations and make agreements to
promote economic growth and development.

As the economic systems of the global community have become more interdependent, deci-
sions made in one nation or region in the Western Hemisphere have implications for all
nations or regions.

The governments of the United States, Canada, and Latin American nations
Across time and place, the people of the Western Hemisphere have held differing assump-

tions regarding power, authority, governance, and law.
Basic civic values such as justice, due process, equality, and majority rule with respect for

minority rights are expressed in the constitutions and laws of the United States, Canada,
and nations of Latin America.

Constitutions, rules, and laws are developed in democratic societies in order to maintain
order, provide security, and protect individual rights.

The rights of citizens in the United States are similar to and different from the rights of citi-
zens in other nations of the Western Hemisphere.

The roles of citizenship are defined by different constitutions in the Western Hemisphere.
Governmental structures vary from place to place, as do the structure and functions of gov-

ernments in the United States, Canada, and Latin American countries today.
Concepts such as civic life, politics, and government can be used to answer questions about

what governments can and should do, how people should live their lives together, and
how citizens can support the proper use of authority or combat the abuse of political
power. (Adapted from: Civics Framework for the 1998 NAEP, p. 19)

Legal, political, and historic documents define the values, beliefs, and principles of constitu-
tional democracy. In the United States these documents include the Declaration of
Independence, the United States Constitution, and the Bill of Rights. In Canada these
documents include the British North America Act and the Canadian Bill of Rights.

Citizenship in the United States, Canada, and nations of Latin America includes an aware-
ness of the patriotic celebrations of those nations. In the United States these celebrations
include:
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Concepts/Themes

Government

Grade 5—Content Understandings

Lincoln’s Birthday, Washington’s Birthday, Independence Day, Dr. Martin Luther King,
Jr. Day, Labor Day, Columbus Day, Veterans Day, Thanksgiving Day, Election Day, Flag
Day, Memorial Day, and Conservation Day.

International organizations were formed to promote peace, economic development, and cul-
tural understanding. The United Nations was created to prevent war and to fight
hunger, disease, and ignorance.

Grade 6:  The Eastern Hemisphere
The grade 6 social studies program emphasizes the interdependence of all people, keying on the
Eastern Hemisphere. Many of the lessons and activities for this grade level draw on specific
examples of nations and regions in the Eastern Hemisphere chosen by the district. It is highly
recommended that lessons also compare and contrast this specific information with similar data
from the United States, Canada, and Latin America.

The grade 6 program focuses on a social science perspective emphasizing the interaction of
geography and economics. The core disciplines of geography and economics are used to
develop and draw relationships and understandings about social/cultural, political, and historic
aspects of life in the Eastern Hemisphere. Historical insights are used as a means of developing a
total perspective rather than an organizing framework. The focus should be on major turning
points that seque into the 7th-grade social history of the United States.

Each district has a responsibility for extending the student’s content examples from cultures
other than the student’s own, and from a variety of geographic, socioeconomic, ethnic, and
racial groups.

Concepts/Themes

Change

Identity
Change

Needs and
Wants

Technology

Culture

Grade 6—Content Understandings

History of Eastern Hemisphere nations
Time can be measured in years, decades, centuries, and millennia.
Key turning points and events in the histories of Eastern Hemisphere nations can be orga-

nized into different historical time periods. The study of Eastern Hemisphere nations
should include countries from each continent.

Different peoples may view the same event or issue from different perspectives.
The Neolithic Revolution was a technological development that radically changed the

nature of human society.
As the river civilizations of the Eastern Hemisphere (Mesopotamia, Egypt, China, and the

Indus Valley) turned to agriculture, world populations grew. (Focus on two of these.)
Across time, technological innovations have had both positive and negative effects on peo-

ple, places, and regions. For example, the invention of writing made more complex
civilizations and more advanced technologies possible.

Civilizations and cultures of the Eastern Hemisphere (China, India, Greece, and Rome) are
explored through the arts and sciences, key documents, and other important artifacts.
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Concepts/Themes

Culture

Identity

I n t e rd e p e n d e n c e

Culture

Empathy
Change

I n t e rd e p e n d e n c e

Culture

Empathy/
Values

The World in
Spatial
Terms

Human
Systems

The World in
Spatial
Terms

Place and
Regions

Human
Systems

Physical
Systems 

Human
Systems

Nation State

Human
Systems

Environment
and Society

Technology

Grade 6—Content Understandings

Religions and other belief systems (animism, ancestor worship, Confucianism, Hinduism,
Buddhism, Judaism, Christianity, Islam) have both united and divided the peoples of
the Eastern Hemisphere.

The civilizations and cultures of the Eastern Hemisphere have contributed important ideas,
beliefs, and traditions to the history of humankind.

From earliest times, networks of trade have connected the various civilizations of the
Eastern Hemisphere.

Individuals and groups in the Eastern Hemisphere have played important roles and made
important contributions to world history.

Slavery has existed across eras and regions in the Eastern Hemisphere.
Internal and external factors altered civilizations in the Eastern Hemisphere and eventually

contributed to their decline.
During the late Middle Ages and Renaissance periods, new long distance trade routes

emerged, linking the peoples of Africa, Asia, and Europe.
In Europe, the Renaissance was marked by major achievements in literature, music, paint-

ing, sculpture, and architecture.
The crime of genocide crosses cultures and eras. Jews and other groups experienced devas-

tation at the hands of Nazi Germany.

Geography of Eastern Hemisphere nations
The use of various grids, symbols, and notations makes it possible to locate specific places

and indicate distance and direction in the Eastern Hemisphere.
Special purpose maps can be used to show various geographic aspects of Earth’s surface as

seen in the Eastern Hemisphere.
The nations and regions of the Eastern Hemisphere can be studied using maps, globes, aer-

ial and other photographs, satellite-produced images, and models. (Taken from: National
Geography Standards, 1994).

The nations and regions of the Eastern Hemisphere can be analyzed in terms of spatial orga-
nization, places and regions, physical settings (including natural resources), human sys-
tems, and environment and society.

Aregion is an area which is tied together for some identifiable reason, such as physical,
political, economic, or cultural features.

Civilizations developed where geographic conditions were most favorable.
Geographic features and climatic conditions in the Eastern Hemisphere influence land use.
The geographic diversity of the Eastern Hemisphere has significantly influenced physical

mobility and the course of human development.
The migration of groups of people has led to cultural diffusion because people carry their

ideas and ways of life with them when they move from one place to another.
Overpopulation and widespread poverty threaten the political stability of some nations in

the Eastern Hemisphere.
Urbanization has been a characteristic of the civilizations and cultures of the Eastern

Hemisphere.
The environment is affected by people as they interact with it.
The effects of geographic conditions are moderated by technology.
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Concepts/Themes

Economic
Systems

Scarcity

Needs and
Wants

Economic
Systems

I n t e rd e p e n d e n c e
Economic

Systems

I n t e rd e p e n d e n c e

Economic
Systems

I n t e rd e p e n d e n c e
Economic

Systems

Government

Values

Government

Values

Government

Grade 6—Content Understandings

Economies of Eastern Hemisphere nations
The three basic economic questions that must be addressed by every society are: What

goods and services shall be produced and in what quantities? How shall goods and ser-
vices be produced? For whom shall goods and services be produced?

The ways resources are used impact the economic, political, and historic aspects of life
throughout the world.

People have unlimited needs and wants which they must meet with limited resources.
Anation with limited natural resources must interact with other nations to secure its

resource needs.
In many areas of the world, improvement in life expectancy and health care have con-

tributed to rapid population growth.
Throughout the Eastern Hemisphere, there is great diversity in the standard of living.
Concepts such as scarcity, supply and demand, markets, opportunity costs, resources, pro-

ductivity, economic growth, and systems can be used to study the economies and eco-
nomic systems of the various nations of the Eastern Hemisphere.

The economic systems of the world have become an interdependent network.
Different economic systems have evolved to deal with economic decision making.
In traditional economies, decision making and problem solving are guided by the past.
In market economies, decisions regarding what is to be produced are based upon patterns of

consumer purchases.
In command economies, decisions regarding the control and use of the means of production

and distribution are planned by the government.
In many countries “mixed” economies have evolved to deal with economic decision

making.
Nations have joined with one another in organizations which promote economic develop-

ment and growth. For example, the European Union was formed to promote free trade
and a common economic policy among its members.

As the economic systems of the global community have become more interdependent, deci-
sions made in one nation or region have implications for all regions.

Some of the nations of the Eastern Hemisphere play leadership roles in the global economy.
Many of the communist nations and former communist nations in the Eastern Hemisphere

are moving toward market economies.

Governments of Eastern Hemisphere nations
Family, clan, and tribal groups act to maintain law and order.
As settlement patterns changed, new forms of political order developed to meet the more

complex needs of societies.
Across time and place, the people of the Eastern Hemisphere have held differing assump-

tions regarding power, authority, governance, and law.
Governments change over time and place to meet the changing needs and wants of their

people.
Present systems of government have their origins in the past.
The values of Eastern Hemisphere nations affect the guarantee of human rights and how

human needs are met.
The values of Eastern Hemisphere nations are embodied in their constitutions, statutes, and

important court cases.
In modern political states, formalized governmental structures play a major role in

maintaining social order and control.
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Concepts/Themes

Change
Values

Citizenship
and Civic Life

Grade 6—Content Understandings

Political boundaries change over time and place.
The extent to which human rights are protected becomes a key issue in totalitarian societies.
International organizations were formed to promote peace, economic development, and

cultural understanding. The United Nations was created to prevent war and to fight
hunger, disease, and ignorance.

Citizens of the nations of the Eastern Hemisphere have rights and responsibilities as defined
by their constitutions and by other laws of their nations.
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Grades 7-8 Social Studies: 
United States and 
New York State History

Social studies content in grades 7 and 8 focuses on a chronologically organized study of United
States and New York State history. Course content is divided into 11 units, tracing the human expe-
rience in the United States from pre-Columbian times to the present, and tying political, geo-

graphic, economic, and social trends in United States history to parallel trends and time frames in New
York State history.

Teachers are encouraged to develop and explore the 11 units of study within a two-year time frame.
Knowledge of the needs of students and availability of instructional material and re s o u rces will assist in
determining which units to study in which grades. The grades 7-8 course builds on and seeks to re i n f o rc e
skills, concepts, and content understandings introduced in the K-6 program. It is, there f o re, a vital link in
the overall goals of the K-12 social studies program, and provides a solid content base in American history,
allowing the grade 11 course to do greater justice to the study of the United States as a developing and fully
developed industrial nation. By including hemispheric links to Canada and Mexico when appro p r i a t e ,
teachers will provide students a model for the global connections they will discover in the grades 9 and 10
social studies program. Mr. Henry Mueller, Niskayuna CSD; Ms. Susan Owens, East Greenbush CSD; and
Ms. Elizabeth Guard e n i e r, Bedford CSD authored the Connections column for this core curriculum.

Source: 7 & 8 Social Studies: United States and New York State History. The New York State Education
Department, Albany, NY.

UNIT ONE
The Global Heritage of the

American People Prior to 1500

UNIT TWO
European Exploration and

Colonization of the Americas

UNIT THREE
A Nation is Created

UNIT FOUR
Experiments in Government

UNIT FIVE
Life in the New Nation

UNIT SIX
Division and Reunion

UNIT SEVEN
An Industrial Society

UNIT EIGHT
The United States as an

Independent Nation in an
Increasingly Interdependent World

UNIT NINE
The United States Between the Wars

UNIT TEN
The United States Assumes
Worldwide Responsibilities

UNIT ELEVEN
The Changing Nature of the

American People from World War II
to the Present
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Objectives:
1. To understand the social scientific

method and techniques used by social
scientists to study human culture s

2. To understand how the social scien-
tific method and techniques can be
applied to a variety of situations
and problems

3. To formulate social science ques-
tions and define social science
issues and problems

Content Outline:
A. History and the other social sciences

provide a framework and method-
ology for a systematic study of
human cultures
1. The role of history and the

historian
2. The other social sciences includ-

ing anthropology, economics,
geography, political science,
psychology, and sociology

B. The social scientific method as a
technique for problem solving and
decision making

1,2,3,4,5 Change

ESSENTIALQUESTIONS:
- How do historians research the past?
- What are primary and secondary

sources?
- How do anthropology, economics,

geography, political science, 
psychology, and sociology assist histo-
rians as they uncover the past,
research the present and forecast the
future?

CLASSROOM IDEAS:
• Analyze primary and secondary source
documents to understand the purpose
and usefulness of both.
• Create a web graphic organizer to
demonstrate the interrelationships of the
social sciences.

These understandings may be introduced
at the beginning of both grades 7 and 8,
but should be infused and applied when-
ever possible in all units.

Content Standards Concepts/Themes Connections

Objectives:
1. To describe the relationships

between people and environments
and the connections between peo-
ple and places

2. To describe the reasons for peri-
odizing history in different ways

3. To map information about people,
places, and environments

4. To identify and compare the physi-
cal, human, and cultural characteris-
tics of diff e rent regions and people

5. To understand the geography of
settlement patterns and the devel-
opment of cultural patterns

ESSENTIAL QUESTIONS:
- How do maps provide information

about people, places, and physical and
cultural environments?

- How does geography affect how and
where people live?

- How did geographic factors affect
political, social, and economic aspects
of life in the Mayan, Aztec, and Incan
cultures?

UNIT ONE: THE GLOBAL HERITAGE OF THE AMERICAN PEOPLE 
PRIOR TO 1500
I.  HISTORY AND THE SOCIAL SCIENCES: THE STUDY OF PEOPLE

II.  GEOGRAPHIC FACTORS INFLUENCE CULTURE

Content Standards Concepts/Themes Connections
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Content Outline:
A. Theories attempt to explain human

settlement in the Americas
1. Anthropologists theorize that

Asians migrated across a land
bridge between Asia and the
Americas

2. Native American Indians
believe in indigenous develop-
ment with migration patterns in
both directions

B. Geographic factors affected the set-
tlement patterns and living condi-
tions of the earliest Americans

C. Major Native American civiliza-
tions in Central and South America
1. The Aztecs
2. The Mayas
3. The Incas

2,3

2,3,4

Movement
World in

Spatial Terms

Environment
and Society 

Science and
Technology

Culture
Diversity

CLASSROOM IDEAS:
• Use physical, topographical, political,
and economic maps to compare and con-
trast the three early American civilizations.
• Conduct a three-way debate to discuss
the comparative contributions and
accomplishments of the Mayan, Aztec,
and Incan civilizations.
• Create a timeline to track major events
and dates.
Teachers may wish to introduce the six
essential elements of the national
geography standards at this point (see
Standard 3).

Developments in Aztec, Mayan, and Incan
c u l t u re (i.e., religion, government, technol-
ogy) may be compared and contrasted to
contemporaneous European culture (see
S t a n d a rd 2: Establishing time frames,
exploring diff e rent periodizations. . .).

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

III.  IROQUOIAN AND ALGONQUIAN CULTURES ON THE ATLANTIC COAST OF 
NORTH AMERICA 

Objectives:
1. To know the social and economic

characteristics such as customs, tra-
ditions, child-rearing practices, gen-
der roles, foods, and religious and
spiritual beliefs that distinguish dif-
ferent cultures and civilizations

2. To map information about people,
places, and environments

3. To understand the worldview held
by native peoples of the Americas
and how that worldview developed

4. To understand the ways diff e re n t
people view the same event or
issues from a variety of perspectives

Content Outline:
A. Iroquois (Haudenosaunee—People

of the Longhouse) and Algonquian
People adapted to the environment
in which they settled
1. Geographic regions of New Yo r k

3 Places and
Regions

ESSENTIALQUESTIONS:
- What are the political, social, and eco-

nomic characteristics of each North
American culture?

- How did geography influence the
development of each culture?

- How did the North American world
perspective differ from that of the
Europeans?

CLASSROOM IDEAS:
• Use New York State maps and local
resources to examine the Native
American inhabitants of our region.
• Examine Native American folklore, sto-
ries, and oral history as an interdiscipli-
nary project with English.

II.  GEOGRAPHIC FACTORS INFLUENCE CULTURE, continued
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2. Diversity of flora and fauna
3. Seasons and weather patterns
4. Kinds of settlements and settle-

ment patterns
B. The Iroquois (Haudenosaunee)

developed cultural patterns that
reflected their needs and values
1. Creation and religious beliefs
2. Importance of the laws of

nature and the wise use of nat-
ural resources

3. Patterns of time and space
4. Family and kinship
5. Education
6. Government: Iroquois

Confederacy and political orga-
nizations at the village level
(tribal organization)

7. Conceptions of land ownership
and use

8. Language
C. Algonquian Culture

1. Spiritual beliefs
2. Spatial patterns

1,3,4,5

1,4

Culture 
Human

Systems
Environment

and Society
Belief Systems
Government

Diversity
Belief Systems

• Study the natural resources and climate
of the Native American habitat as an
interdisciplinary project with science.
• Compare the Iroquois and the
Algonquians in a Venn diagram.
• Make a chart to show the political, eco-
nomic, and social aspects of life in the
Native American culture areas of North
America.

• The effects of geographic environment
on culture may be examined further by
comparing and contrasting Iroquois and
Algonquian cultures with native people
in other cultural areas, such as the Great
Tribes.

In later units, comparison of the effect of
environment may also be made with
colonists (UNIT TWO) and Preindustrial
Age pioneers (UNIT FIVE).

Content Standards Concepts/Themes Connections

III.  IROQUOIAN AND ALGONQUIAN CULTURES ON THE ATLANTIC COAST OF 
NORTH AMERICA, continued

IV.  EUROPEAN CONCEPTIONS OF THE WORLD IN 1500

Objectives:
1. To understand the worldview held

by Europeans prior to 1500
2. To understand the ways diff e re n t

people view the same event or
issues from a variety of perspectives

Content Outline:
A. European knowledge was based on

a variety of sources
1. Accounts of early travelers and

explorers
2. Avariety of different maps
3. Writing of ancient scholars
4. Guesswork
5. Oral traditions and histories

B. Different worldviews and ethno-
centrism resulted in many
misconceptions

2 Movement of
People and
Goods

ESSENTIALQUESTIONS:
- How was the European worldview

demonstrated in maps, artwork, and
writing from the time?

- How can misconceptions lead to
stereotyping?

CLASSROOM IDEAS:
• Rate the reliability of a variety of
sources of information.
• Find examples of stereotyping in his-
toric and current events.

Content Standards Concepts/Themes Connections

����



41

Objectives:
1. To understand major turning

points, such as the European explo-
ration of and settlement in the
Americas, by investigating the
causes and other factors that
brought about change and the
results of these changes

2. To understand the impacts of
European settlement on Native
American Indians and Europeans

3. To investigate why people and
places are located where they are
located and what patterns can be
perceived in these locations

4. To understand the ways different
people view the same event or
issues from a variety of
perspectives

Content Outline:
A. Motivating factors

1. Technological improvements in
navigation

2. Consolidation of political
power within certain countries
in Europe

3. Desire to break into the Eastern
trade markets 

4. Missionary zeal
B. Geographic factors influenced

European exploration and settle-
ment in North and South America
1. Effects of weather and natural

hazards on the Atlantic
crossings

2. Characteristics of different
physical environments in the
Americas and where different
Europeans settled

3. The development of “New
England,” “New France,”
“New Netherland,” and “New
Spain”

2,4,5

3

In t e rd e p e n d e n c e
Science and

Technology
Power

Environment
and Society

ESSENTIALQUESTIONS:
- What were the major causes and

effects of European exploration?
- How have the events of exploration

and colonization been interpreted
throughout history?

Teachers may convey the changes in
interpretation of history (see Standard 1:
The skills of historical analysis. . .) when
describing differences between
“discovery” and “contact.”

CLASSROOM IDEAS:
• Draw/make models of new inventions
that aided exploration.
• Compare and contrast New England,
New France, and New Spain in political,
social, and economic aspects of life.
• Study the Columbian exchange as an
interdisciplinary unit with science.
• Compare the Dutch and English settle-
ment of the New York region, using a
Venn diagram. Compare political, social,
and economic characteristics of the
settlements.
Suggested Document: Journal of
Christopher Columbus

Content Standards Concepts/Themes Connections

UNIT TWO: EUROPEAN EXPLORATION AND COLONIZATION OF THE
AMERICAS
I.  EUROPEAN EXPLORATION AND SETTLEMENT
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C. Effects of exploration and settle-
ment in America and Europe—
human-induced changes in the
physical environment in the
Americas caused changes in other
places
1. Iintroduction of new diseases to

the Americas was devastating
2. The continued growth of popu-

lation in the colonies resulted in
the unjust acquisition of Native
American lands

3. New types of foods improved
both European and Native
American health and life spans

4. Economic and political changes
in the balance of power in
Europe and the Americas

5. Introduction of African slaves
into the Americas

D. Exploration and settlement of the
New York State area by the Dutch
and English
1. Relationships between the

colonists and the Native
American Indians

2. Similarities between the
Europeans and Native
American Indians
a. The role of tradition
b. The importance of families

and kinship ties
c. The hierarchical nature of

the community and family
d. The need to be self-

sufficient
3. Differences

a. Ideas about land ownership
b. Roles of men and women
c. Beliefs about how people

from different cultures
should be addressed

4. Rivalry between the Dutch and
English eventually resulted in
English supremacy

2,4 Culture
Imperialism
Belief Systems
Economic

Systems

Culture
Imperialism
Belief Systems
Economic

Systems

The results of contact (the Columbian
exchange) may be viewed in terms of
positive and negative effects for all par-
ticipants; however, students should be
aware that some groups were unwilling
participants.

Alook at eastern and western Long
Island or settlements in the Hudson
Valley can form a basis for a comparison
between Dutch and English rule in New
York.

Content Standards Concepts/Themes Connections

I.  EUROPEAN EXPLORATION AND SETTLEMENT, continued
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Objectives:
1. To investigate the roles and contri-

butions of individuals and groups
in relation to key social, political,
cultural, and religious practices
throughout the colonial period

2. To investigate why people and
places are located where they are
located and what patterns can be
perceived in these locations

3. To explain how societies and nations
attempt to satisfy their basic needs
and wants by utilizing scarce capital
and natural and human re s o u rc e s

4. To analyze how the values of colo-
nial powers affected the guarantee
of civil rights and made provisions
for human needs

Content Outline:
A. English colonies: New England,

Middle Atlantic, Southern
1. Reviewed as a geographic

region—criteria to define
regions, types of regions

2. Settlement patterns: who?
when? why?

3. Economic patterns emerge to
meet diverse needs: agricultural
and urban settlements

4. Political systems: the
Mayflower Compact

5. Social order
B. New Netherland; French and

Spanish colonies
1. Reviewed as a geographic

region—types, connections
between regions

2. Settlement patterns: who?
when? why?

3. Economic patterns emerge to
meet diverse needs 

4. Political systems and social ord e r

1,2,3,4,5

1,2,3,4,5

Culture
Places and

Regions
Human

Systems
Economic

Systems
Political

Systems

Culture
Diversity 
Places and

Regions
Human

Systems
Economic

Systems
Political

Systems

ESSENTIAL QUESTIONS:
- What are the political, economic, and

social roots of colonial settlements in
the Americas?

- What role did geography play in the
settlement pattern?

This section includes comparisons
between European nations, their colonial
objectives, and the methods they used to
reach their goals (see Standard 2: The
study of world history requires an under-
standing of world cultures and
civilizations. . .).

CLASSROOM IDEAS:
• Compare and contrast the English,
French, and Spanish colonies, using a
chart to show political, economic, and
social differences.
• Map the geography of each type of
colony. Use the geography to explain dif-
ferences in the types of settlements in
each region.
Suggested Document: The Mayflower
Compact (1620): “. . .do enact, constitute,
and frame, such just and equal laws. . .”

• Comparison between English colonial
governments and the Iroquois
Confederacy

II.  COLONIAL SETTLEMENT: GEOGRAPHIC, POLITICAL, AND ECONOMIC FACTORS

Content Standards Concepts/Themes Connections
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Objectives:
1. To understand how European and

other settlers adapted to life in the
American colonies

2. To classify major developments in
categories such as social, political,
geographic, technological, scientific,
cultural, or religious

3. To investigate the roles and contri-
butions of individuals and groups
in relation to key social, political,
cultural, and religious practices
throughout the American colonies

4. To present geographical informa-
tion in a variety of formats, includ-
ing maps, tables, graphs, charts,
diagrams, and computer-generated
models

5. To investigate how people in colo-
nial communities answered the
three fundamental economic ques-
tions (What goods and services
shall be produced and in what
quantities? How shall goods and
services be produced? For whom
shall goods and services be pro-
duced?) and solved their economic
problems

6. To analyze how values of a people
affect the guarantee of civil rights
and make provision for human
needs

Content Outline:
A. Colonial communities were the cen-

ter of social, economic, and political
life and tended to develop along
European patterns
1. Variations were found

a. Religious-based
b. Slave and free black com-

munities
c. Place of national origin

2. The social structure promoted
interdependence

3. Social goals promoted commu-
nity consciousness over indi-
vidual rights

4. Role of religions
a. Puritans
b. Quakers

1,4 Culture 
Diversity
I n t e rd e p e n d e n c e
Belief Systems

ESSENTIALQUESTIONS:
- How did settlers adapt to the new

environments?
- How did colonial life evolve?
- What kinds of political systems were

created to provide order and justice?
- What kinds of economic systems were

created to answer the three basic eco-
nomic questions: What goods and ser-
vices shall be produced? How shall
they be produced? For whom shall
they be produced?

- What kinds of social systems were cre-
ated to satisfy religious and cultural
needs?

Teachers may emphasize the evolving
nature of colonial culture that was differ-
ent than that of the English mother coun-
try and resulted in a new American cul-
ture.

CLASSROOM IDEAS:
• Recreate colonial communities on
paper or in play form to show how peo-
ple lived in colonial times.
• Case study of a colonial community.
• Field trip to a restored colonial village.
• Make maps to show geographic fea-
tures that affected colonial life such as
waterways, topography, climate, and nat-
ural resources.
• Study colonial life through historical
fiction during an interdisciplinary
English/social studies unit.
• Use primary sources such as letters,
diaries, inventories, newspapers, and
documents such as the Mayflower

III.  LIFE IN COLONIAL COMMUNITIES

Content Standards Concepts/Themes Connections
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c. Catholics
d. Others

5. Survival demanded coopera-
tion and a strong work ethic

6. Importance of waterways
7. Ahierarchical social order cre-

ated social inequity
B. Structure and roles of colonial

families
1. Nuclear families made up the

basic social and economic unit
2. Authority and obligation fol-

lowed kinship lines
3. Roles of family members

C. Life in colonial communities was a
reflection of geographic and social
conditions
1. Impact of physical environ-

ments on
a. Travel
b. Communication
c. Settlements
d. Resource use

2. Social conditions led to
a. Different forms of

government
b. Varying roles of religion
c. Inequalities of economic

conditions
d. Unequal treatment of blacks

3. The impact of geographic and
social conditions could be seen
in the divergent landholding
systems that developed in:
a. New England
b. New Netherland: patroon-

ship system
c. Southern colonies: planta-

tion system
4. Life in French and Spanish

colonies was both similar to
and different from life in other
colonies

1

1,2,3,4

1,2

Culture

Diversity
Places and

Regions
Human

Systems
Economic

Systems

Diversity

Compact to bring the colonial era to life.
• Create colonial newspapers addressing
political, social, and economic issues and
events in different colonies. Each paper
should have a patriot or loyalist point of
view.

Teachers may emphasize differences
between New England, Middle, and
Southern colonies (see Standard 3:
Geography can be divided into six essen-
tial elements. . .). Differences observed in
this unit may be reviewed while study-
ing the writing of the Constitution (UNIT
FOUR), sectionalism in the Preindustrial
Age (UNIT FIVE), and the causes of the
Civil War (UNIT SIX).

Content Standards Concepts/Themes Connections

III.  LIFE IN COLONIAL COMMUNITIES, continued
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Objectives:
1. To understand the economic,

political, and social causes of the
American Revolution

2. To compare and contrast different
interpretations of key events and
issues in New York State and
United States history and explain
reasons for these different accounts

3. To investigate how people in the
United States and throughout the
world answer the three fundamen-
tal economic questions and solve
basic economic problems

4. To consider the nature and evolu-
tion of a constitutional democracy

Content Outline:
A. Economic factors

1. Growth of mercantilism: trian-
gular trade

2. Rise of an influential business
community in the colonies

3. Cost of colonial wars against
the French

B. Political factors
1. The role of the British Civil War
2. Periods of political freedom in

the colonies
3. Impact of the French and

Indian War: Albany Plan of
Union

4. Political thought of the
Enlightenment influenced
prominent colonial leaders

C. New social relationships between
European powers and the American
colonies: development of a new
colonial identity

1,3

5

1

Imperialism
Economic

Systems

Decision
Making

Culture
Identity

ESSENTIALQUESTIONS:
- What are the political, economic, and

social causes of the American
Revolution?

- How did public opinion evolve in
regard to the movement for indepen-
dence?

CLASSROOM IDEAS:
• Map the triangular trade route. Use a
key.
• Use primary sources such as the “Join
or Die” cartoon and the text of the
Albany Plan of Union to examine the
French and Indian War as a cause of the
Revolution.
• Read writings of Enlightenment
thinkers such as John Locke and Baron
de Montesquieu to analyze the rationale
for the movement toward independence.
• Identify factors which led to a colonial
American identity.

Students should define and apply major
economic concepts such as scarcity, sup-
ply and demand, markets, opportunity
costs, resources, productivity, economic
growth, and systems (see Standard 4).

UNIT THREE: A NATION IS CREATED

I.  BACKGROUND CAUSES OF THE AMERICAN REVOLUTION

Content Standards Concepts/Themes Connections
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II.  THE SHIFT FROM PROTEST TO SEPARATION

Content Standards Concepts/Themes Connections

Objectives:
1. To understand how colonists’ con-

cerns regarding political and eco-
nomic issues resulted in the move-
ment for independence

2. To compare and contrast different
interpretations of key events and
issues in New York State and
United States history and explain
reasons for these different accounts

3. To consider the nature and evolu-
tion of constitutional democracies

Content Outline:
A. New British attitude toward

colonies following victory over
France
1. Colonies could not protect

themselves
2. Colonies were not paying a fair

amount toward their support
B. New British policies antagonized

many Americans
1. Various acts of Parliament such

as the Quebec Act
2. New tax policies and taxes:

Stamp Act and others
3. Other acts of repression: Zenger

case and others
C. Public opinion was shaped in

different forums
1. Political bodies
2. Public display and

demonstration
3. Print media

D. Wide variety of viewpoints evolved
1. Complete separation
2. More autonomy for the colonies
3. No change in status quo: the

Loyalist position

1,2

4,5

1,5

1

Imperialism

Economic
Systems

Scarcity
Justice

Choice
Decision

Making

Choice

ESSENTIALQUESTIONS:
- How did colonial protests against

Britain escalate?
- What specific British policies galva-

nized public opinion in the colonies?

CLASSROOM IDEAS:
• Illustrate famous quotations from the
period with relevant cartoons or draw-
ings in an interdisciplinary art/social
studies unit.
• Compare the shaping of public opinion
in colonial times with modern media
techniques in an interdisciplinary
English/social studies unit.
Role-play differing views on separation
from England given differing political,
economic, and social interests.
Suggested Documents: Thomas Paine,
Common Sense ; artwork, Paul Revere’s
engraving of the Boston Massacre (1770)

Students should apply the concept of mul-
tiple causation while reviewing the events
leading up to the American Revolution
(see Standard 1: The skills of historical
analysis. . .).
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Objectives:
1. To understand how the colonists

attempted to establish new forms of
self-government

2. To investigate key turning points in
New York State and United States
history and explain why these events
or developments are significant

3. To compare and contrast different
interpretations of key events and
issues in New York State and United
States history and explain reasons
for these different accounts

4. To describe how ordinary people and
famous historic figures in the local
c o m m u n i t y, State, and the United
States have advanced the fundamen-
tal democratic values, beliefs, and
traditions expressed in the
Declaration of Independence, the
New York State and United States
constitutions, the Bill of Rights, and
other important historic documents

Content Outline:
A. The Revolution begins

1. Early confrontations
2. Important leaders
3. First Continental Congress

B. The Second Continental Congress
represented the first attempt to
govern the colonies
1. “Republican” government
2. Request for state constitutions

and political systems
3. Asserting independence

C. Amovement for independence
evolved from the political debate of
the day

D. Declaration of Independence
1. Origins
2. Content
3. Impact
4. Ideals embodied

E. Independence creates problems for
New Yorkers
1. O rganizing new State government
2. Economic problems
3. Political factions
4. Slavery
5. Recruiting soldiers for the war

1

5

1,4,5

Change
Nationalism

Political
Systems

Decision
Making

Change
Nationalism
Belief Systems
Political

Systems

ESSENTIAL QUESTIONS:
- What political systems were estab-

lished in the colonies?
- How did the American Revolution par-

allel the move toward self-
government?

- What were the major documents of the
independence movement and how
were they produced?

CLASSROOM IDEAS:
• Research the lives of people who made
a difference in the American Revolution.
• After a roundtable sharing session, stu-
dents can rate the individuals according
to their relative contributions to the
Revolution.
• Rewrite the Declaration of
Independence in modern language.
• Write a constitution for New York State
and compare it to the original 1777 version.
• Role-play the writing of the Declaration
of Independence, using words and music
from 1776.
• Make a timeline of events in the move
toward independence.
Suggested Documents: Declaration of
Independence (1776), New York State
Constitution of 1777

Student understanding of the Declaration
of Independence (i.e., unalienable rights,
the purpose of government) is essential in
understanding such related topics as the
Bill of Rights (UNIT FOUR), the Pro g re s s i v e
movement (UNIT SEVEN), and the civil
rights movement (UNIT ELEVEN).

Content Standards Concepts/Themes Connections

III.  EARLY ATTEMPTS TO GOVERN THE NEWLY INDEPENDENT STATES
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Objectives:
1. To understand how the colonists

were able to unite against British
power to win a major military and
political victory

2. To understand how events on the
national level influenced and
affected New Yorkers

3. To complete well-documented and
historically accurate case studies
about individuals and groups who
represent different ethnic, national,
and religious groups

4. To explain how societies and
nations attempt to satisfy their basic
needs and wants by utilizing capi-
tal, natural, and human resources

Content Outline:
A. Strategies of the principal military

engagements
1. Washington’s leadership
2. New York as the object of

strategic planning 
3. Evolution of the war from the

North to the South: Lexington
and Concord to Saratoga to
Yorktown

B. Role of the Loyalists
1. In New York City
2. Colonists of Nova Scotia,

Quebec, and Prince Edward
Island did not join the
Revolution
a. Refuge for Loyalists
b. Staging ground for attacks

on New York’s patriots
C. The outcome of the war was influ-

enced by many factors
1. Personalities and leadership
2. Geography: importance of vari-

ous physical features
3. Allocation of resources
4. Foreign aid: funds and

volunteers
5. Role of women, blacks, and

Native American Indians
6. Haphazard occurrences of

events: the human factor
7. Clash between colonial

authority and Second
Continental Congress

ESSENTIALQUESTIONS:
- What was the military course of the

Revolutionary War?
- What role did leadership, commit-

ment, and luck play in the American
victory over the British?

- What political, economic, and social
issues brought people together against
the British?

CLASSROOM IDEAS:
• Map the battle sites and create a
detailed key.
• Analyze artwork from the
Revolutionary era, e.g., “Washington
Crossing the Delaware” by Emanuel
Leutze; analyze music from the period,
e.g., “Yankee Doodle”
• Read biographies of little-known par-
ticipants in the Revolution—Marquis de
Lafayette, Baron von Steuben, Lydia
Darragh, Peter Salem—to accent the
multicultural backgrounds of the
participants.
• View a reenactment of a Revolutionary
battle or engage a reenactment soldier to
visit your classroom and speak about
military life.

• Make supply-and-demand graphs for
wartime supplies such as ammunition,
shoes, wool.
Suggested Documents: Thomas Paine,
The Crisis; artwork, “Washington
Crossing the Delaware,”; song, “Yankee
Doodle”

Content Standards Concepts/Themes Connections

IV.  MILITARY AND POLITICAL ASPECTS OF THE REVOLUTION

1

1

3

4

5

Change

Identity

Change
Scarcity

Environment
and Society

Power
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Objectives:
1. To understand how a revolution

can have a profound effect on the
economic, political, and social fabric
of a nation

2. To analyze how the values of a
nation affect the guarantee of
human rights and make provisions
for human needs

3. To present information by using
media and other appropriate visu-
als such as tables, charts, and
graphs to communicate ideas and
conclusions

4. To understand how different expe-
riences, beliefs, values, traditions,
and motives cause individuals and
groups to interpret historic events
and issues from different perspec-
tives

5. To explain how societies and
nations attempt to satisfy their basic
needs and wants by utilizing capi-
tal, natural, and human resources

Content Outline:
A. On the national level

1. Britain gave up claims to
govern

2. Slavery began to emerge as a
divisive sectional issue because
slaves did not receive their
independence

3. American economy was
plagued by inflation and hurt
by isolation from world
markets

B. In New York State
1. The effects of the American

Revolution on the Iroquois
Confederacy

2. Disposition of Loyalist property
and resettlement of many
Loyalists after the Revolution to
Canada, thus changing the
French/British balance

3. Arepublican ideology devel-
oped which emphasized shared
power and citizenship
participation

1,4

1,5

Change
Scarcity

Change
Power

ESSENTIAL QUESTIONS:
- How did the Revolution change peo-

ple’s lives?
- How have these political, economic,

and social changes been interpreted by
different analysts?

- Was the American Revolution a
“revolution” for all of the participants?
Why or why not?

CLASSROOM IDEAS:
• Make a graphic organizer to show the
effects of the Revolution on international,
national, and state levels.
• Classify the effects into political, social,
and economic categories.

Content Standards Concepts/Themes Connections

V.  ECONOMIC, POLITICAL, AND SOCIAL CHANGES BROUGHT ABOUT BY THE
AMERICAN REVOLUTION
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C. In the Western Hemisphere
1. Britain did not accept the

notion of American dominance
of the hemisphere

2. The remaining British colonies
in Canada strengthened their
ties to Great Britain

3. Many leaders in South America
drew inspiration from
American ideas and actions in
their struggle against Spanish
rule

1,2

1,5

1,5

5

Imperialism
Nationalism

Political
Systems

Choice
Decision

Making

Government

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

Objectives:
1. To understand the earliest formal

structure of the United States gov-
ernment as expressed in the Articles
of Confederation

2. To consider the nature and evolu-
tion of constitutional democracies

Content Outline:
A. Need for a formal plan of union

1. Historical precedent:  the
Albany Plan of Union

2. Development of state constitu-
tions

3. Inadequacy of Continental
Congress as a national govern-
ment

B. Development of a formal plan of
government
1. Draft and debate in Congress,

1776-1777
2. Ratification by the states, 1778-

1781; period of operation, 1781-
1789

C. The structure of government under
the Articles of Confederation

ESSENTIAL QUESTIONS:
- What is a government?
- How did the first United States

government operate?

CLASSROOM IDEAS:
• Make a Venn diagram to show the pow-
ers of the national government and the
powers of the state governments under
the Articles of Confederation.
• Debate the pros and cons of the Articles
of Confederation.
• Chart the weaknesses and achieve-
ments of the Articles of Confederation
government. 
Suggested Documents: Albany Plan of
Union (1754), Articles of Confederation

V.  ECONOMIC, POLITICAL, AND SOCIAL CHANGES BROUGHT ABOUT BY THE
AMERICAN REVOLUTION, continued

I. THE ARTICLES OF CONFEDERATION AND THE CRITICAL PERIOD

UNIT FOUR: EXPERIMENTS IN GOVERNMENT
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1. Congress was the only branch
of government

2. Each state had equal represen-
tation

3. Congress’s power under the
Articles included:
a. Making war and peace
b. Conducting foreign and

Native American Indian
affairs

c. The settlement of disputes
between and among states

d. Issuance of currency and
borrowing

D. The Articles suffered from many
weaknesses
1. Indirect representation
2. No coercive power; decisions

more advisory than binding:
e.g., Shay’s Rebellion

3. Lack of national executive and
judicial functions

4. Lack of taxing power
5. Difficulty in passing legislation

E. The Articles did have several
achievements and contributions
1. The Land Ordinance of 1785 and

the Northwest Ordinance, 1787
2. Developed the privileges and

immunities of citizenship
3. Developed the concept of

limited government

4,5

3,5

Scarcity
Political

Systems

Human
Systems

Government

Objectives:
1. To understand the earliest formal

structure of the New York State
government, as expressed in the
first New York State Constitution

2. To compare and contrast the devel-
opment and evolution of the United
States and New York State constitu-
tions

3. To understand how the United
States and New York State

ESSENTIALQUESTIONS:
- How did the New York State

Constitution reflect the principles
embodied in the Declaration of
Independence?

- How are the New York State
Constitution and the United States
Constitution alike? How are they
different?

- The Declaration of Independence
ended the legality of colonial

Content Standards Concepts/Themes Connections

I. THE ARTICLES OF CONFEDERATION AND THE CRITICAL PERIOD, continued

II. THE NEW YORK STATE CONSTITUTION OF 1777

Content Standards Concepts/Themes Connections
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constitutions support majority rule
but also protect the rights of the
minority

Content Outline:
A. Adopted by convention without

submission to popular vote
1. Included Declaration of

Independence
2. Influence of leaders such as

John Jay
B. Chronology of the document

1. Draft and debate in convention,
1776-1777

2. Period of operation, 1777-1822
C. Form of early State government

1. Similar to colonial 
government

2. Governor with limited author-
ity and three-year term

3. Inclusion of rights and liberties
4. First system of State courts
5. Limited franchise
6. Bicameral legislature: Senate—

four-year term; Assembly—
one-year term

D. Effectiveness
1. Smoother functioning than

national government under the
Articles of Confederation

2. Cumbersome administrative
procedures

3. Excessive use of veto 
p ro c e d u re s

4. Amodel for the United States
Constitution of 1787

5

1,5

5

5

Power

Government

Government

Political
Systems

government. Students should under-
stand that all states developed new
institutions and laws and that several,
such as New York, influenced the writ-
ing of the United States Constitution.

CLASSROOM IDEAS:
• Make a three-way Venn diagram to
compare the Articles of Confederation,
the New York State Constitution, and the
United States Constitution.
• Evaluate the positive and negative
aspects of the State laws.
• Diagram the three branches of the new
State government.
Suggested Documents: United States
Constitution, New York State
Constitution of 1777, Articles of
Confederation, Declaration of
Independence

Content Standards Theme/Concepts Connections

II. THE NEW YORK STATE CONSTITUTION OF 1777, continued
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III. THE WRITING, STRUCTURE, AND ADOPTION OF THE UNITED STATES CONSTITUTION

Objectives:
1. To understand the importance of the

events that took place during the
writing and adoption of the United
States Constitution and to recognize
their significance beyond their time
and place

2. To explain what citizenship means
in a democratic society, how citizen-
ship is defined in the Constitution
and other laws of the land, and how
the definition of citizenship has
changed in the United States and
New York State over time

3. To understand that the New York
State Constitution, along with other
documents, served as a model for
the development of the United
States Constitution

4. To compare and contrast the devel-
opment and evolution of the consti-
tutions of the United States and
New York State

5. To define federalism and describe
the powers granted to the national
and state governments by the
United States Constitution

Content Outline:
A. Annapolis Convention, 1786

1. Impracticality of correcting
weaknesses in Articles of
Confederation

2. Need for an improved form of
government without losing key
elements of a new philosophy of
government

3. Decision to write a constitution
B. Constitutional Convention: setting

and composition
C. Major issues

1. Limits of power: national versus
state

2. Representation: slaves and
apportionment

3. Electoral procedures: direct ver-
sus indirect election

4. Rights of individuals
D. The need for compromise

1. The issue of a “federal” or a
“national” government

1,5

5

5

Change

Political
Systems

Decision

ESSENTIALQUESTIONS:
- Why was a new constitution neces-

sary?
- How does the Constitution embody

the principles of the Declaration of
Independence?

- How do federalism and separation of
powers promote those principles in
the Constitution?

CLASSROOM IDEAS:
• Hold a mock constitutional convention
in the classroom. Assign roles.
• Examine compromises made by feder-
alists and anti-federalists, slave owners
and non-slave owners in the
Constitution.
• Write the Preamble in your own words
and memorize it.
• Make a graphic organizer of Articles I,
II, and III.
• Write the Bill of Rights in your own
words.
• Illustrate one of the first 10 amend-
ments. 
• Have a Bill of Rights guessing gallery.
• Use primary sources such as the
Federalist Papers to identify key issues in
the convention debates and the ratifica-
tion debates. Hold a mock ratification
convention for New York State.
• Propose new amendments to the
Constitution.

Content Standards Concepts/Themes Connections
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III. THE WRITING, STRUCTURE, AND ADOPTION OF THE UNITED STATES CONSTITUTION,
continued

2. The Great Compromise on
representation

3. The three-fifths compromise on
slavery

4. The commerce compromises
E. The underlying legal and political

principles of the Constitution
1. Federalism
2. Separation of powers
3. Provisions for change
4. Protection of individual rights

F. The Constitution and the function-
ing of the federal government
1. The Preamble states the purpose

of the document
2. The stru c t u re and function of the

legislative, executive, and judi-
cial branches (Articles I, II, III)

3. The relation of states to the
federal union (Article IV)

4. Assuming the responsibility for
a federal system (Article VI)

G. The Constitution as a living document
1. The elastic clause and delegated

power facilitate action
2. Amendment pro c e d u re as a

mechanism for change (Article V)
3. The Bill of Rights
4. Supreme Court decision (e.g.,

Tinker v. DesMoines School
District, 1969)

H. The evolution of an “unwritten
constitution”
1. Political parties
2. The President’s cabinet
3. President’s relation to Congress
4. Committee system in Congress
5. Traditional limitations on

Presidential term
I. The ratification process

1. The debates in the states,
especially New York State

2. The Federalist Papers
3. Poughkeepsie Convention

a. Federalists—Hamilton
b. Anti-Federalists—Clinton

4. Formal ratification of the
Constitution and launching of
the new government

5. The personal leadership of
people like Washington,
Franklin, Hamilton, Madison

5

5

1,5

1,5

1,5

Political
Systems

Government

Government

Government

Justice

Change
Power

Change
Decision

Making

Suggested Documents: United States
Constitution (1789), Bill of Rights, the
Federalist Papers

This section focuses upon the basic civic
values of the American people (Standard
5: Civics, Citizenship, and Government)
as implemented through laws and
practices.

As a “living document,” the Constitution
should be revisited throughout grades 7
and 8 as questions of the federal govern-
ment are examined, as well as when
amendments are added.

Suggested Document: Excerpts from the
Federalist Papers

Content Standards Concepts/Themes Connections
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Objectives:
1. To understand how the new nation

established itself and began to oper-
ate

2. To understand how political parties
emerged in response to concerns at
the local, State, and national levels

3. To understand how civic values
reflected in the United States and
New York State constitutions have
been implemented through law and
practice

4. To understand the relationship
between and the relative impor-
tance of United States domestic and
foreign policies over time

5. To analyze the role played by the
United States in international poli-
tics, past and present

6. To explain how societies and
nations attempt to satisfy their basic
needs and wants by utilizing scarce
capital, natural, and human
resources

7. To investigate how people in the
United States solve the three funda-
mental economic questions and
solve basic economic problems

8. To complete well-documented and
historically correct case studies
about individuals and groups who
represent different ethnic, national,
and religious groups, including
Native American Indians in New
York State and the United States

Content Outline:
A. Washington as President:

precedents
B. Establishing stability

1. Hamilton’s economic plan
2. The Whiskey Rebellion
3. Preserving neutrality: the

French Revolution, Citizen
Genet, Jay, and Pinckney
treaties

4

1,2

Scarcity

I n t e rd e p e n d e n c e

ESSENTIALQUESTIONS:
- What political, economic, and social

issues did the new nation confront
under the Constitution?

- How did perspectives differ on the
new nation’s viability under the
Constitution?

CLASSROOM IDEAS:
• Research important people and events
and devise skits to show how precedents
were set in the new nation, e.g., Marbury
v. Madison, Pinckney Treaty, Louisiana
Purchase, Monroe Doctrine.
• Make a cause-and-effect diagram for
the War of 1812.

Content Standards Concepts/Themes Connections

UNIT FIVE: LIFE IN THE NEW NATION

I. NEW GOVERNMENT IN OPERATION
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4. Political parties
5. Election of 1800
6. Judicial review: Marbury v.

Madison (1803)
C. Expanding the nation’s boundaries

1. Pinckney Treaty with Spain
2. Louisiana Purchase
3. War of 1812: guaranteeing

boundaries
4. Monroe Doctrine: sphere of

influence
5. Purchase of Florida
6. Native American Indian con-

cessions and treaties
D. Challenges to stability 

1. French and English trade barri-
ers and the Embargo Act

2. War of 1812: second war for
independence

E. The Era of Good Feelings
1. Clay’s American system
2. Internal expansion: new roads,

canals, and railroads
3. Protective tariffs
4. National assertions: Marshall’s

decision, i.e., Gibbons v. Ogden
(1824)

5. Extension of slavery by the
Missouri Compromise

6. Threats to Latin America: the
Monroe Doctrine

7. Disputed election of 1824

5
1,2,3

1,2

1,3,5

Government
Interdependence
Places and

Regions

Change

Economic
Systems

Government

• Map the geographic expansion west-
ward and the ensuant expansion of
slavery.
Suggested Documents: Journals of Lewis
and Clark; song, “The Star Spangled
Banner”

Teachers may describe the implementa-
tion of the new government as a period
of experimentation.

Content Standards Concepts/Themes Connections

I. NEW GOVERNMENT IN OPERATION

II. THE AGE OF JACKSON

Objectives:
1. To understand how an American

consciousness began to develop dur-
ing Jackson’s administration

2. To complete well-documented and
historically accurate case studies
about individuals and groups who
re p resent diff e rent ethnic, national,
and religious groups, including
Native American Indians, in New
York State and the United States at dif-
f e rent times and in diff e rent locations

Content Standards Concepts/Themes Connections

ESSENTIAL QUESTIONS:
- What was Jacksonian democracy?
- How did Jackson’s policies affect the

political, economic, and social life of
the nation?

- How was Jackson viewed by different
groups of people?
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3. To describe how ordinary people
and famous historic figures in the
local community, the State, and the
United States have advanced the
fundamental democratic values,
beliefs, and traditions expressed in
the Declaration of Independence,
the New York State and United
States constitutions, the Bill of
Rights, and other important historic
documents

4. To gather and organize information
about the important achievements
and contributions of individuals
and groups living in New York
State and the United States

5. To develop conclusions about eco-
nomic issues and problems by cre-
ating broad statements that summa-
rize findings and solutions

Content Outline:
A. The age of the “common man”

1. Expansion of suffrage
2. Citizenship
3. Election of 1828
4. Jackson: man, politician,

President
5. The “spoils system”
6. New political parties

B. Jackson’s Native American policy
reflected frontier attitudes
1. Some Native Americans

resisted government attempts
to negotiate their removal by
treaty

2. Government policy of forced
removals (1820-1840) resulted
in widespread suffering and
death

3. Native American Indian terri-
tory

C. Intensifying sectional differences
1. Protective tariff, 1828
2. Nullification controversy, 1828,

1832
3. Clay’s compromise tariff, 1833

1,5

1,5

3,4,5

Identity
Citizenship
Power

Diversity
Human Rights

Places and
Regions

Factors of
Production

Government

CLASSROOM IDEAS:
• Use primary source documents to
examine differing points of view on
Jackson’s policies.
• Make cartoons to show differing view-
points. 
• Evaluate Jackson as a President, using
his actions as a basis.
• Write a journal as a Cherokee boy or
girl traveling the Trail of Tears.

Teachers may examine the irony of
Jacksonian democracy that extended suf-
frage while supporting Indian removal.

Students should have the opportunity to
explore interactions between Native
American Indians and European
Americans on the American frontier and
to examine these interactions from a vari-
ety of perspectives.

In UNIT SIX, review growing sectional-
ism as an underlying cause of the Civil
War.

Content Standards Concepts/Themes Connections

II. THE AGE OF JACKSON, continued
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III.  PREINDUSTRIAL AGE: 1790-1860s

Objectives:
1. To understand the way of life of an

agrarian society
2. To understand the nature and effect

of changes on society and individu-
als as the United States began to
move from an agrarian to an indus-
trial economy

3. To describe historic events through
the eyes and experiences of those
who were there

4. To explore the meaning of
American culture by identifying the
key ideas, beliefs, patterns of
behavior, and traditions that help
define it and unite all Americans

5. To define basic economic concepts
such as scarcity, supply and
demand, markets, resources, and
economic systems

6. To understand how scarcity
requires people and nations to
make choices that involve costs and
future considerations

7. To develop conclusions about eco-
nomic issues and problems by cre-
ating broad statements that summa-
rize findings and solutions

8. To describe the relationships
between people and environments
and the connections between peo-
ple and places

9. To use a number of research skills
(e.g., computer databases, periodi-
cals, census reports, maps, standard
reference works, interviews, sur-
veys) to locate and gather geo-
graphical information about issues
and problems

Content Outline:
A. Portrait of the United States, 1800

1. Agriculturally based economy
2. Urban centers on the coast
3. Poor communication and trans-

portation systems
4. Self-sufficiency
5. Regional differences

B. Patterns of community organiza-
tion, work, and family life in
agrarian America

3

1

Human
Systems

Culture

ESSENTIAL QUESTIONS:
- How did social and economic life

change as the United States began to
move from an agrarian to an industrial
society?

- How did geographic factors contribute
to this change?

- How do statistics support historians as
they research an era?

Several of the understandings in this sec-
tion (i.e., rise of technology, industrializa-
tion and urbanization, reform) are mir-
rored in the second half of the 19th
century (UNIT SEVEN).

Teachers may use examples from this sec-
tion to illustrate key ideas from Standard
1 (The study of New York State and
United States history requires an analysis
of the development of American cul-
ture.).

CLASSROOM IDEAS:
• Use local resources for primary and
secondary sources—statistics, docu-
ments, artwork from the time—to create
a portrait of life in 1800.
• Produce a case study of the Erie Canal
and compare it with a canal or roadway
in your local area.
• Show the interaction of social and eco-
nomic changes, e.g., education, temper-
ance, women’s rights.

Content Standards Concepts/Themes Connections
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III.  PREINDUSTRIAL AGE: 1790-1860s, continued

3,4

4

1

5

1

Science and
Technology

Environment
and Society

Factors of
Production

Science and
Technology

Culture

Human Rights

Culture
Change

• Study the abolition movement and
map the major stations on the under-
ground railroad.
• Examine the literature and art of the
time and how it reflects American life,
e.g., writings of James Fenimore Cooper,
Washington Irving, Herman Melville,
and Henry David Thoreau and art of the
Hudson River School.
• Map sectional differences in 1860.
Show political, economic, and social dif-
ferences.

Teachers may wish to work with muse-
ums or local historical societies to explore
this topic. 

Suggested Documents: Frederick
Douglass, Independence Day speech at
Rochester (1852): “What, to the American
slave, is your Fourth of July?”; song,
“The Erie Canal”

Suggested Document: Seneca Falls
Declaration of Sentiments (1848): “. . .that
all men and women are created equal.”

Content Standards Concepts/Themes Connections

C. Technological changes altered the
way people dealt with one another
1. Improved transportation made

travel and communication eas-
ier

2. Greater ties between communi-
ties were possible

3. The Erie Canal and its impact
a. Reasons for building the

Erie Canal
b. Technology involved in its

construction
c. Types and sources of labor:

ethnic and racial labor force
d. Results of building the Erie

Canal
D. The impact of early industrializa-

tion and technological changes on
work and workers, the family, and
the community
1. An increase in the production

of goods for sale rather than
personal use

2. Increased purchasing of what
was formerly produced at
home

3. Emergence of a new work ethic 
E. Family roles changed, affecting

society in general
1. Changing role of women
2. Childhood became a more dis-

tinct stage of life
3. Roles of private agencies 

F. Slavery and abolition
1. Review the institution of slavery
2. The meaning and morality of

slavery
3. Abolition movement

a. Leadership (Harriet Tu b m a n,
Garrison, and others)

b. Activities (e.g., freedom
trail and the underground
railroad)

4. Abolition in New York State
5. Canada’s role
6. Effects of abolition

G. Social changes
1. Religious revival
2. Women’s rights
3. Mental hospital and prison

reform
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III.  PREINDUSTRIAL AGE: 1790-1860s, continued

4. Education
5. Temperance

H. An American culture begins to
emerge
1. Literature
2. Art

I. Portrait of the United States, 1860
1. Growth brought about many

changes and regions—the spa-
tial patterns of settlement in
different regions in the United
States
a. The size and shape of com-

munities
b. Environmental impacts due

to development of natural
resources and industry—
human modification of the
physical environment

c. The diversity of people
within the larger communi-
ties and regions

d. The ability of the political
system within communities
to deal with deviance

e. The Preindustrial Age took
place at different times in
different places

2. The North
a. Industrial base
b. Increasing population
c. Urban centered—“causes

and consequences of
urbanization”

3. The South
a. Agricultural base (cotton)
b. Impact of Industrial

Revolution on agriculture
c. Increasing slave population

1

1,3,4

Culture

Diversity
Places and

Regions
Factors of

Production

Places and
Regions

Human
Systems

Content Standards Concepts/Themes
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Objectives:
1. To understand the series of events

and resulting conditions that led to
the American Civil War

2. To understand how different expe-
riences, beliefs, values, traditions,
and motives cause individuals and
groups to interpret historic events
and issues from different
perspectives

3. To participate in a negotiating and
compromising role-playing activity
that mirrors the attempts at political
compromise in the 1850s

Content Outline:
A. Territorial expansion and slavery

1. The secession of Texas, 1836
2. The Mexican War, 1846-1848
3. Oregon Territory
4. The westward movement and

its effects on the physical,
social, and cultural
environments

B. The emotional impact of slavery
1. Uncle Tom’s Cabin
2. John Brown’s raid on Harper’s

Ferry
3. Fugitive slave laws

C. Failure of political compromise
1. Compromise of 1850
2. Kansas-Nebraska Act, 1854
3. Founding of the Republican

Party, 1854-1856
4. Dred Scott v. Sanford (1857)
5. Lincoln-Douglas debate, 1858
6. Election of 1860
7. Firing on Fort Sumter, 1861

Content Standards Concepts/Themes Connections

1,2

1,5

1,5

Change

Geography

Diversity
Decision

Making

Change
Decision

Making

ESSENTIALQUESTIONS:
- What political, social, and economic

factors caused the Civil War?
- What were the conflicting perspectives

on slavery?
- What kind of nation did the founding

fathers create?
- What is to be done with the institution

of slavery?
- Must sectionalism ultimately lead to

disunion?

CLASSROOM IDEAS:
• Categorize the causes of the Civil War.
• Define the northern and southern per-
spectives on these issues.
• Map the westward movement and its
effects.
• Use primary sources to examine art, lit-
erature, and documents relevant to the
pre-Civil War period.
• Role-play the compromises and
debates.
Suggested Document: Harriet Beecher
Stowe, Uncle Tom’s Cabin

I. UNDERLYING CAUSES OF THE CIVIL WAR

UNIT SIX: DIVISION AND REUNION
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Objectives:
1. To understand the development

and progress of the Civil War
2. To investigate key turning points in

the Civil War in New York State
and United States history and
explain why these events or devel-
opments are significant

3. To map information about people,
places, and environments

4. To describe the relationships
between people and environments
and the connections between peo-
ple and places

5. To identify and collect economic
information related to the Civil War
from standard reference works,
newspapers, periodicals, computer
databases, textbooks, and other pri-
mary and secondary sources

Content Outline:
A. The Presidency of Lincoln

1. Personal leadership
2. Opposition
3. Emancipation Proclamation

B. Advantages and disadvantages of
each side
1. Advantages

a. South
1) Military leadership
2) Commitment of people

to preserve their way of
life

b. North
1) Effective navy
2) Larger army
3) Manufacturing
4) Agricultural

production
5) Transportation system

2. Disadvantages
a. South

1) Lacked manufacturing
2) Lacked a navy
3) Not prepared for war

b. North
1) Lacked quality military

leadership
2) Not prepared for war

c. The military and political
dimensions of the war

1,5

1,4,5

Power

Diversity
Factors of

Production
Government

Content Standards Concepts/Themes Connections

ESSENTIAL QUESTIONS:
- What was the course of the Civil War?
- What were its political, social, and eco-

nomic ramifications?

CLASSROOM IDEAS:
• Biographical focus on Abraham
Lincoln.
• Analyze the strengths and weaknesses
of the North and the South at the begin-
ning of the war.
• Categorize the advantages and disad-
vantages—political, economic, and
social.
• Use local resources to examine the role
of your community in the Civil War and
local attitudes toward it.
• Use primary sources such as diaries,
letters, songs, and  photographs to study
personalities and issues involved in the
Civil War.
• Write the Gettysburg Address in your
own words and memorize part of it. 
• Map the progress of the war and make
a detailed key.

Suggested Documents: Lincoln’s
Gettysburg Address (1863): “. . .govern-
ment of the people, by the people, for the
people. . .,”; Emancipation Proclamation;
artwork, Matthew Brady’s Civil War
photographs

II. THE CIVIL WAR BREAKS OUT
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3. Geographic factors influenced
the war’s progress and out-
come—role of physical and
other barriers

4. Major campaigns evolved
around a changing strategy on
both sides

5. Wartime problems and political
issues

6. Foreign policy maneuvering
was crucial to the final outcome
a. Seward’s concern with

Mexico
b. Emancipation Proclamation

as an element of foreign
policy

7. Technology of the war
C. New York State in the Civil War

1. Military role
2. Political opposition in New

York City
3. Conscription laws and draft

riots
a. Undemocratic nature of the

draft
b. Conscription as a factor in

racism

3,5

1,2

4
5

Environment
and Society

Government

Interdependence

Science and
Technology

Government

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

Objectives:
1. To understand how the Civil War

affected the development of the
postwar United States and influ-
enced other countries

2. To describe how ordinary people
and famous historic figures in the
local community, the State, and the
United States have advanced fun-
damental democratic values,
beliefs, and traditions expressed in
the Declaration of Independence,
the New York State and United
States constitutions, the Bill of
Rights, and other important historic
documents

ESSENTIALQUESTIONS:
- What were the political, social, and

economic effects of the Civil War?
- What happened to the South after the

Civil War?
- What were the long-term economic,

political, and social implications of
Reconstruction?

II. THE CIVIL WAR BREAKS OUT

III. RESULTS OF THE CIVIL WAR
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3. To consider the sources of historic
documents, narratives, or artifacts
and evaluate their reliability

4. To value the principles, ideals, and
core values of the American demo-
cratic system based upon the
premises of human dignity, liberty,
justice, and equality

5. To analyze the role played by the
United States in international
politics, past and present

Content Outline:
A. Preservation of the Union
B. Abolition of slavery

1. The Emancipation
Proclamation

2. Civil Rights and the 13th
Amendment

C. Political power and decision
making
1. Secession
2. States’ rights

D. Reconstruction—theory, practice,
and termination
1. Lincoln’s plan
2. Johnson’s plan and

Congressional opposition
resulted in his impeachment

3. Congressional Reconstruction
4. Constitutional Amendments 14

and 15 guarantee equal rights
for all races except Native
American Indians

5. Problems of economic and
social reconstruction led to
sharecropping as a substitute
for slavery

6. The official end of
Reconstruction in 1877

7. Segregation held legal: Plessy v.
Ferguson (1896)

E. The enormous human suffering and
loss of life caused by the war

1
5

5

1,5

1

Change
Nationalism
Human Rights

Power

Change 
Citizenship
Government
Human Rights

Empathy

CLASSROOM IDEAS:
• Analyze primary source documents
such as the Emancipation Proclamation
and the Civil War Amendments.
• Debate Lincoln’s plan, Johnson’s plan,
and the Radical Republicans’ plan for
Reconstruction.
• Compare the impeachment of Andrew
Johnson with that of William Jefferson
Clinton.
Suggested Documents: Civil War
Amendments 13, 14, 15

Content Standards Concepts/Themes Connections

III. RESULTS OF THE CIVIL WAR, continued
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Objectives:
1. To understand how industrializa-

tion led to significant changes in the
economic patterns for producing,
distributing, and consuming goods
and services

2. To explain how societies and nations
attempt to satisfy their basic needs
and wants by utilizing scarce capital,
natural, and human re s o u rc e s

3. To define basic economic concepts
such as scarcity, supply and
demand, markets, resources, and
economic growth

4. To understand how scarcity
requires people and nations to
make choices that involve costs and
future considerations

5. To understand how people in the
United States and throughout the
world are both producers and con-
sumers of goods and services

Content Outline:
A. Problems and progress in American

politics: Framework for a changing
United States
1. New problems created a chang-

ing role for government and the
political system

2. Scandals, depressions, and limi-
tations of traditional politics
resulted in reluctant change,
e.g., civil service 

3. National politics were domi-
nated by the Democratic and
Republican parties, but third
parties occasionally arose to
meet special interests 

4. New York State and New York
City in an era of machine poli-
tics, e.g., the Tweed Ring and
Tammany Hall 

5. Prevailing attitude of noninter-
ference (“laissez-faire”) as the
appropriate role for

1,5 Change
Government

Economic
Systems

ESSENTIALQUESTIONS:
- What are the causes and effects of

scarcity?
- How did the United States respond to

the three basic economic questions in
the late 1800s?

- What goods and services shall be
produced and in what quantities?
- How shall goods and services be
produced?
- For whom shall goods and
services be produced?

CLASSROOM IDEAS:
• Compare the industrialization, urban-
ization, and reforms of the last half of the
19th century to similar developments
during the first half of that century.
• Identify ideas associated with the
American economy and list the costs and
benefits of each.
- individual entrepreneurship
- laissez-faire economy
- cheap labor
- free enterprise
- monopolies
- government regulation
• Analyze political cartoons of the era.
What was the role of journalists in expos-
ing corruption?

Content Standards Concepts/Themes Connections

UNIT SEVEN: AN INDUSTRIAL SOCIETY

I.  THE MATURING OF AN INDUSTRIAL SOCIETY IN THE SECOND HALF OF THE 19TH C E N T U RY
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I.  THE MATURING OF AN INDUSTRIAL SOCIETY IN THE SECOND HALF OF THE 19TH C E N T U RY,
c o n t i n u e d

government, with some regula-
tions to meet excesses

B. The United States developed as an
industrial power
1. Changes in the methods of pro-

duction and distribution of man-
ufactured goods 
a. Transportation develop-

ments and their effects on
economic developments,
1865-1900

b. Communication develop-
ments, 1865-1900

c. Industrial technology, 1865-
1900

d. Rise of banking and financial
institutions

2. Increase in the number and size
of firms engaged in manufacture
and distribution of goods

3. I n c rease in the number and skill
level of workers; new labor markets

4. Expansion of markets for manu-
factured goods

5. The growth and emerging prob-
lems of the cities

C. Growth of the corporation as a form
of business organization: Case stud-
ies—oil, railroads, steel
1. One of several forms of business

organization
2. Many firms maintained tradi-

tional ways of doing business
3. Advantages and disadvantages

of a corporation
D. Government response to industrial

development and abuses
1. Laissez-faire versus regulation
2. Interstate commerce: state and

national control 
3. Sherman Antitrust Act: bigness

as a threat
E. Changing patterns of agricultural

o rganization and activity in the
United States and New York State
1. Unprecedented growth in

agriculture
2. Changes in the methods of pro-

duction and distribution of farm
products—spatial distribution of
economic activities

4

4,5

4,5

3,4

Factors of
Production

Science and
Technology

Urbanization

Factors of
Production

Power

Factors of
Production

Government

Environment
and Society

Factors of
Production

• In 1876 the nation celebrated its 100th
birthday. Describe an event or invention
of this period that changed methods of
transportation, communication, business,
or manufacturing.
• Analyze photographs of city slums,
such as those taken by Jacob Riis.
Describe conditions, speculate about
causes, and suggest solutions.

• Organize a debate of the topic: How
much government regulation of the
economy is enough?

• Make maps showing those parts of the
country being farmed in 1850 as com-
pared to 1900. Graph the agricultural
population and compare it to the total
population. Identify a trend.
• Create advertisements for new farm
tools and methods.

Content Standards Concepts/Themes Connections
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3. Efficient use of resources com-
bined with competition and the
profit motive to improve meth-
ods of production

F. Occurrence of many significant and
influential changes
1. Communities grew in size and

number
2. Interdependence increased
3. Decision-making procedures

changed
4. Technology advanced
5. Adaptation of, rather than to,

the environment—human modi-
fications of the physical envi-
ronment

6. P e rceptions of time became more
formal, e.g., railroad schedules

7. Political machines influenced
daily life

G. The response of labor to industrial-
ization
1. Industrialization created a

larger workforce and more com-
plex work

2. Working conditions underwent
extensive change, which often
placed hardships on the work-
ers; roles of women, children,
minorities, disabled changed

3. Early attempts to unionize the
workforce met with resistance
and failure, e.g., the Knights of
Labor and the Haymarket Riot,
American Railway Union, the
Industrial Workers of the World

4. Roots of modern labor union-
ism, e.g., the American
Federation of Labor

5. Labor as a reform movement in
other aspects of society

H. The response of the farmer to indus-
trialization
1. Expanding agricultural produc-

tion and railroads
2. Cheap money and high railroad

rates
3. The Grange and state reforms
4. The Populist movement
5. The closing of the frontier—lim-

itations of physical environment

1,3,4,5

1,4,5

1,3,4,5

Change
Interdependence
Environment

and Society
Power

Identity
Factors of

Production
Decision

Making

Identity
Factors of

Production
Decision

Making

Environment
and Society

• Using census data from 1850 to 1900,
graph the growth of population in the
United States. Use maps to show the shift
in the center of population.
• Select one of the changes listed in the
content outline and find before-and-after
pictures.

• Compare child labor in the 1800s to
that which occurs today. Present findings
as a photo collage, skit, news report, or
video.
• Examine pictures of people doing dif-
ferent jobs in the late 1800s. Which show
self-sufficiency and which show interde-
pendence?
• Compare labor unions in the past with
unions that exist today. What are differ-
ences and similarities?

• Read accounts of the lives of an upstate
farmer, a Midwest farmer, and a
Southern sharecropper. Role-play a meet-
ing in which they discuss their lives.

Suggested Documents: Emma Lazarus,
“The New Colossus”; artwork, pho-
tographs from Jacob Riis, How the Other
Half Lives

Content Standards Concepts/Themes Connections

I.  THE MATURING OF AN INDUSTRIAL SOCIETY IN THE SECOND HALF OF THE 19TH C E N T U RY,
c o n t i n u e d
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Objectives: 
1. To understand how industrialization

altered the traditional social pattern
of American society and created a
need for reform

2. To investigate key turning points in
New York State and United States
history and explain why these events
or developments are significant

3. To complete well-documented and
historically accurate case studies about
individuals and groups who re p re s e n t
d i ff e rent ethnic, national, and re l i g i o u s
g roups, including Native A m e r i c a n
Indians, in New York State and the
United States at diff e rent times and in
d i ff e rent locations

4. To consider the sources of historic
documents, narratives, or artifacts
and evaluate their reliability

5. To describe historic events through
the eyes and experiences of those
who were there

6. To understand how scarcity requires
people and nations to make choices
that involve costs and future consid-
erations

Content Outline:
A. The immigration experience

1. Two distinct waves occurre d ,
f rom the 1840s to the 1890s, and
f rom the 1890s to the early 1920s;
migration streams over time

2. Differences were based on
national origins, cultural pat-
terns, and religion

3. Similarities included motiva-
tions for coming and patterns of
community settlement

4. Initial clashes ended in varying
degrees of acculturation

5. Occupational and political expe-
riences varied

B. Case studies of the immigrant
experience in the United States and
New York State—population charac-
teristics
1. Acomparison of European

immigrants and the black slave
experience—human migration’s

1,2,3

1,2,3,4

Movement of
People and
Goods

Culture
Places and

Regions

Culture
Diversity 
Places and

Regions 
Scarcity

ESSENTIALQUESTIONS:
- Is there an American culture?
- How is cultural diversity both a bene-

fit and a problem?
- How did massive immigration lead to

new social patterns and conflicts?
- Why do some people view the same

event differently?
- Why was the United States a magnet

to so many people?

CLASSROOM IDEAS:
• Write a letter as a new immigrant back
to your homeland. How has America met
your expectations?
• Explain the “push-pull” theory of
immigration.

• Do a case study of a particular immi-
grant group. Use demographic informa-
tion, maps, and interviews. Determine
the effect this group had on American
society and culture.

Content Standards Concepts/Themes Connections

II. CHANGES IN THE SOCIAL STRUCTURE ALTERED THE AMERICAN SCENE
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effects on the character of differ-
ent places and regions

2. Immigrants as rural settlers in
the Midwest

3. The Chinese experience in the
Far West

4. Mexicans in the Southwest
5. New York City’s ethnic neigh-

borhoods
6. French-Canadian settlement in

northern New York State
7. Immigration patterns and expe-

riences throughout New York
State

8. Irish immigration: Mass starva-
tion in Ireland, 1845-1850

9. Immigrants in the local
community

C. Legal basis for citizenship in the
United States
1. Citizenship by the “law of the soil”
2. Citizenship by birth to an

American parent
3. Citizenship through

naturalization
D. Responsibilities of citizenship

1. Civic: Acitizen should be:
a. Knowledgeable about the

process of government
b. Informed about major issues
c. Aparticipant in the political

process
2. Legal: Acitizen should:

a. Be knowledgeable about the
law

b. Obey the laws
c. Respect the rights of others
d. Understand the importance

of law in a democratic society
3. The changing role of the citizen

E. America becomes an increasingly
mobile society
1. Motivated by new economic

opportunities
2. Changing patterns of movement,

e.g., blacks begin to move North
3. Westward settlement
4. The disappearance of the

frontier—physical limits of
geography

5

5

1,3

Citizenship

Citizenship

Change
Movement of

People and
Goods

Human
Systems

• Essay topic: Compare immigration past
and present. Compare countries of ori-
gin, reasons for emigration, and degree
of acceptance by Americans.
• Interview a recent immigrant to the
United States.
Suggested Document: Chinese Exclusion
Act, 1882

• Investigate the steps to becoming a
United States citizen. 
• Explain and rewrite the naturalization
oath.

• Explain the conflict between Native
Americans, farmers, and cowboys over
scarce resources in the West. What was
the role of the cavalry and Buffalo
Soldiers?
• Show how the movement of people
from one geographic area to another cre-
ates both opportunity and conflict.

Content Standards Concepts/Themes Connections

II. CHANGES IN THE SOCIAL STRUCTURE ALTERED THE AMERICAN SCENE, continued
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F. America developed as a consumer
society
1. Improved standard of living

increased consumption
2. G reater variety of goods available
3. Continually rising expectations

G. Leisure activities reflected the pre-
vailing attitudes and views of the
time
1. Greater variety of leisure activi-

ties became available as less
time was spent on work

2. Leisure activities reflected gen-
eral characteristics of modern
society, i.e., organized use of
technology, emphasis on the in-
dividual role, and reliance on
experts

4

1,4

Needs and
Wants

Culture
Needs and

Wants

• Research a particular activity of the
time period or provide a demonstration.
Some suggestions might be vaudeville,
amusement parks, Buffalo Bill shows, a
particular fad of the time, or dime novels.

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

Objectives:
1. To understand how industrializa-

tion led to a need for reevaluating
and changing the traditional role of
government in relation to the econ-
omy and social conditions

2. To investigate key turning points in
New York State and United States
history and explain why these events
or developments are significant

3. To gather and organize information
about the important achievements
and contributions of individuals
and groups living in New York
State and the United States

4. To classify major developments into
categories such as social, political,
economic, geographic, technologi-
cal, scientific, cultural, or religious

5. To describe historic events through
the eyes and experiences of those
who were there

Content Outline: 
A. Social ills

1. The Muckrakers—exposing cor-
ruption and abuses in industry,

1,4,5 Change
Belief Systems

ESSENTIAL QUESTIONS:
- What specific social, economic, and

political problems needed reform in
the late-19th century?

- How can an individual help to bring
about change in society?

- What is the amendment process?
- How did the federal government help

the reform movement through amend-
ments and legislation? Do these prob-
lems exist today? To what extent?

II. CHANGES IN THE SOCIAL STRUCTURE ALTERED THE AMERICAN SCENE, continued

III. THE PROGRESSIVE MOVEMENT, 1900-1920: EFFORTS TO REFORM THE NEW SOCIETY
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III. THE PROGRESSIVE MOVEMENT, 1900-1920: EFFORTS TO REFORM THE NEW SOCIETY,
c o n t i n u e d

I. THE UNITED STATES EXPANDS ITS TERRITORIES AND BUILDS AN OVERSEAS EMPIRE

Objectives: 
1. To understand how and why the

United States grew during the 19th
century

2. To recognize that American territor-
ial and economic growth had wide-
spread economic, political, and
social impacts both at home and
abroad

ESSENTIAL QUESTIONS:
- What were the causes and effects of

United States involvement in foreign
affairs at the turn of the 20th century?

- What were the domestic and foreign
issues of this time period?

government, and urban living
conditions

2. Fighting racial discrimination,
e.g., the formation of the NAACP

3. Temperance and prohibition
4. Settlement houses

B. Efforts to reform government and
politics
1. Need for responsive govern-

ment, e.g., primary elections, the
initiative, the referendum, the
recall election

2. Progressive leaders, e.g.,
LaFollette, Theodore Roosevelt,
Taft, Debs

3. The Socialist Party challenges
the political establishment

4. Direct election of Senators—the
17th Amendment

5. Women’s suffrage—the 19th
Amendment

C. Economic reform efforts
1. L a b o r- related legislation, e.g.,

minimum wage laws, workmen’s
compensation insurance, safety
regulations, child labor laws

2. Prosecuting trusts
3. Government regulation of the

railroads
4. The Federal Reserve Act
5. Graduated income tax—the 16th

Amendment

1,5

1,4,5

Decision
Making

Change
Decision

Making
Civic Values

Change
Factors of

Production
Government

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

CLASSROOM IDEAS:
• Select one reform movement, identify
leaders, and create a broadside inviting
people to one of their meetings.
• Create mock interviews of reformers of
the time period.

• Research organizations and individuals
who are seeking to reform conditions in
the United States today and compare
them to reformers in the past.
Suggested Documents: Upton Sinclair,
The Jungle,; Ida Tarbell, The History of the
Standard Oil Company; artwork,
photographs from Jacob Riis, How the
Other Half Lives

UNIT EIGHT: THE UNITED STATES AS AN INDEPENDENT NATION IN AN
INCREASINGLY INTERDEPENDENT WORLD
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I. THE UNITED STATES EXPANDS ITS TERRITORIES AND BUILDS AN OVERSEAS EMPIRE,
continued

3. To describe the reasons for peri-
odizing history in different ways

4. To understand the relative impor-
tance of United States domestic and
foreign policies over time

5. To analyze the role played by the
United States in international poli-
tics, past and present

6. To compare and contrast different
interpretations of key events and
issues in New York State and
United States history and offer rea-
sons for these different accounts

Content Outline:
A. Growth of imperialist sentiment

was caused by several factors
1. Abelief that the nation had a

right to the land, i.e., Manifest
Destiny—“people’s differing
perceptions of places, people,
and resources”

2. Perceived moral obligations to
extend America’s way of life to
others, i.e., ethnocentrism and
racism

3. American citizens were already
migrating into new lands in
North America—the effects of
human migration on the char-
acteristics of different places

4. Increased foreign trade led to a
growing interest in gaining con-
trol over some foreign markets

5. Fear that other foreign nations
would gain control of strategic
locations at the expense of the
United States

6. Developing technology in
transportation and communica-
tion contributed to American
expansion potential—the
importance of location and cer-
tain physical features

B. The Spanish-American War sig-
naled the emergence of the United
States as a world power
1. The war’s origins lay in Cuban

attempts to gain freedom from
Spain

2. Concerns of the United States,

1,2,4,5

1,2,5

Nationalism
Imperialism
Scarcity
Power

Nationalism
Imperialism
Power

CLASSROOM IDEAS:
• Make comparisons between the eco-
nomic, political, and social motives for
19th-century imperialism and the
European colonization of the Americas.
• Given our own history, debate the pros
and cons of American imperialism.
• Make a cultural comparison collage of
the United States and lands acquired in
Latin America and the Pacific.

• Demonstrate the causes and effects of
the ideas of Manifest Destiny.
• Map the battles of the Spanish-
American War.
• Create headlines regarding foreign or
domestic problems today in the style of
yellow journalism.

Content Standards Concepts/Themes Connections
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I. THE UNITED STATES EXPANDS ITS TERRITORIES AND BUILDS AN OVERSEAS EMPIRE,
continued

i.e., pro-expansionist sentiment,
Cuba’s location, Spanish tactics

3. Newspapers shaped public
opinion over the Maine inci-
dent—“yellow journalism”

4. Conduct of the war created
domestic and international
problems

5. Opposition to American imperi-
alist movement

C. Victory in the Spanish-American
War created a need for a new
foreign policy
1. Acquisition of land far from

America’s shores—importance
of resources and markets

2. Emphasis on doing what the
government felt was necessary
and possible to protect
American interests, i.e., main-
taining a strong navy, gaining
control of other strategic loca-
tions, advocating equal trading
rights in Asia, e.g., the Open
Door Policy

3. Actions created conflict with
Filipinos and Japanese

D. United States policies in Latin
America
1. The United States attempted to

control a number of locations in
Latin America for economic
and political reasons

2. The quest for Latin American
stability through the Roosevelt
Corollary to the Monroe
Doctrine: Panama Canal

3. Armed intervention in Latin
America

3,4,5

1,2,3,4,5

Human
Systems

Factors of
Production

Imperialism
Science and

Technology
Power

• Write an account of the Spanish-
American War in the Philippines from
the perspective of an American, a
Spaniard, and a Filipino.
• Review the constitutional foreign pol-
icy roles of the President and Congress.

• Make maps showing the growth of the
United States from 1783 to 1867 and from
1868 to 1914.
• Create the front page of a newspaper
reporting on the building of the Panama
Canal.
Suggested Document: Frederick Jackson
Turner, The Turner Thesis

Content Standards Concepts/Themes Connections
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II. THE UNITED STATES BEGINS TO TAKE A ROLE IN GLOBAL POLITICS

Objectives:
1. To understand how American rela-

tions with other nations developed
between the end of the Civil War
and the end of World War I

2. To describe the reasons for peri-
odizing history in different ways

3. To understand the relative impor-
tance of United States domestic and
foreign policies over time

4. To analyze the role played by the
United States in international poli-
tics, past and present

5. To describe the relationships
between people and environments
and the connections between
people and places

Content Outline:
A. United States policy on noninvolve-

ment in European political affairs
was based on a number of factors
1. Tradition dating back to the ear-

liest days of the country
2. Focus on the international prob-

lems of the new nation
3. Recognition of United States

military unpreparedness
4. Impacts of geography (e.g.,

location, resources) on United
States foreign policy

B. Pre-World War I involvements
1. Application of the Monroe

Doctrine to the Western
Hemisphere

2. Threats to American foreign
trade

3. Roosevelt’s Treaty of
Portsmouth

C. World War I occurred as a result of
international problems
1. Intense nationalism
2. Power struggles among

European nations
3. Afailure of leadership 
4. European alliances

D. Events led to United States involve-
ment in World War I
1. The American people were

divided in ways that made
involvement difficult

1,2,3

1,2

1,2,5

1,2,4,5

C h o i c e
E n v i ro n m e n t

and Society

In t e rd e p e n d e n c e

Nationalism
Power

In t e rd e p e n d e n c e
Scarcity
Decision

Making

ESSENTIAL QUESTIONS:
- What are the costs and benefits of neu-

trality and foreign intervention?
- How did the role of the United States

in foreign affairs change at the turn of
the century?

CLASSROOM IDEAS:
• Create a timeline that indicates periods
of United States isolationism and foreign
involvement from 1900 to the present.
• Show areas of the world in which the
United States was involved at the turn of
the 20th century.

• Debate: Was the United States neutral
in practice as well as policy (1913-1917)?

• List the causes of United States
involvement in World War I. 
• Analyze World War I posters and iden-
tify the propaganda techniques used.

Content Standards Concepts/Themes Connections
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2. Fear that United States involve-
ment would increase intolerance
at home

3. Initial attempts to follow tradi-
tional policy of neutrality failed

4. Unwillingness of warring
nations to accept President
Wilson as a mediator

5. England was a major United
States trade partner

6. Despite varied ethnic back-
grounds in the United States,
leaders felt closer to the English
than to the Germans

7. While both sides attempted to
restrict United States trade with
their opponent, Germany did so
by sinking American ships

8. Recognition that the United States
would have no say at any peace
c o n f e rence if it remained neutral

E. The United States entered the war
1. Combining new technology with

old strategies e.g., chemical war-
fare led to the death of millions

2. The war was supported by the
majority of Americans

3. The war effort created changes
on the home front, e.g., economic
c o n t rols, the role of women in the
w o r k f o rce, black migrations to
the North, and attempts to org a-
nize labor to improve conditions

4. War promoted intolerance, e.g.,
the Espionage Act of 1917 and
the Sedition Act of 1918;
“hyphenated Americans” have
their loyalty questioned

F. The United States and the peace
negotiations
1. Wilson’s failed attempts to

establish leadership with his
Fourteen Points

2. Senate opposition to the League
of Nations

3. The Versailles Treaty
G. The Bolshevik Revolution

1. Effect of World War I
2. Civil war in Russia
3. Western intervention
4 . T h reat of international communism

1,2,4

1,2,5

1,2

Nationalism
Factors of

Production
Science and

Technology

Choice
Nation state

Change

• Write a letter home from the perspec-
tive of a soldier in Europe, a German
immigrant, or an African-American who
moved North.

• Examine themes such as major events
and battles, roles played by great leaders;
the effect of the war on diverse people,
new weapons technology, the role of
women, and contributions of African-
Americans to the war effort.

• Convene a mock Versailles Peace
Conference with students representing
each country.
Suggested Documents: The Versailles
Treaty; songs, “Over There,” “Oh, How I
Hate to Get Up in the Morning,” “The
Marine Hymn”

Content Standards Concepts/Themes Connections

II. THE UNITED STATES BEGINS TO TAKE A ROLE IN GLOBAL POLITICS, continued
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Content Standards Concepts/Themes Connections

I. THE ROARING TWENTIES REFLECTED THE SPIRIT OF THE POSTWAR PERIOD

Objectives:
1. To understand the economic, social,

and political development of
America in the period between
World War I and World War II

2. To understand the relative impor-
tance of United States domestic and
foreign policies over time

3. To analyze the role played by the
United States in international poli-
tics, past and present

4. To classify major developments into
categories such as social, political,
economic, geographic, technologi-
cal, scientific, cultural, or religious

5. To understand how people in the
United States and throughout the
world are both producers and con-
sumers of goods and services

Content Outline:
A. P rohibition and the 18th A m e n d m e n t

1. End of reform era
2. The rise of organized crime
3. Economic, social, political eff e c t s

B. The Republican decade
1. Political developments

a. Back to “normalcy”; the
election of 1920

b. Scandals
c. Coolidge: austerity and

integrity
d. Government and business:

laissez-faire and protection
e. Election of 1928

C. Relative isolation of the United
States in world political affairs
1. General policy of noninvolve-

ment in European affairs; the
League of Nations controversy

2. Limited participation in interna-
tional activities
a. World Court
b. Naval disarmament 1924
c. Efforts for peace; Kellogg-

Briand Pact, 1928
d. Postwar reparation talks

1,4,5

1,5

1,2,3,4

Culture
Needs and

Wants
Decision

Making

Choice
Government

Interdependence
Movement of

People and
Goods

Human Systems
Scarcity

ESSENTIALQUESTIONS:
- What were the economic, political, and

social changes of the 1920s?
- How was Prohibition an outgrowth of

the earlier temperance movement?
- How did the role of government

change from the 1920s to the 1930s?

CLASSROOM IDEAS:
• Debate the pros and cons of
Prohibition.

• Research, list, and illustrate the “firsts”
that occurred in the 1920s; e.g., the first
trans-Atlantic flight.

• Predict the effects of United States
noninvolvement in foreign affairs as the
world became more interdependent.

UNIT NINE: THE UNITED STATES BETWEEN THE WARS
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I. THE ROARING TWENTIES REFLECTED THE SPIRIT OF THE POSTWAR PERIOD, continued

78

e. Relief efforts in Europe
3. Expansion of international trade

and tariffs
4. Restrictions on immigration,

e.g., Quota Act, 1924
D. Arising standard of living resulted

in the growth of a consumer econ-
omy and the rise of the middle class
1. Increase in single-family homes;

move to nuclear families
2. Emergence of suburbs
3. Spread of middle-class values
4. Increased use of credit

E. Changes in the workplace
1. Shift from agrarian to industrial

workforce
2. Lessened demand for skilled

workers 
3. Working conditions and wages

improved
4 . I n c rease in white-collar employees 
5. Women continued to increase

their presence in the workforce
F. Problems developed in the midst of

unprecedented prosperity
1. Not all groups benefited equally

a. Low farm prices
b. High black unemployment
c. Millions of poor

2. New trends conflicted with tra-
dition

3. Environmental balance was
jeopardized

G. Foreign immigration and black
migration resulted in a very diverse
population and an increase in social
tensions—the effects of human
migrations on the nature and char-
acter of places and regions
1. Restrictions on immigration
2. Black migration to Northern cities
3. Growth of organizations to fight

discrimination; e.g., NAACP
4. Growth of black art, music, and

cultural identity; e.g., the
Harlem Renaissance

5. Generational conflicts
6. Widespread emergence of

retired workers
7. Right-wing hate groups

1,4

4

3,4

1,5

Urbanization
Belief Systems

Factors of
Production

Factors of
Production

Enviroment

Diversity
Movement of

People and
Goods

Justice

• Compare and contrast trends described
in this section (i.e., rising standard of liv-
ing, changes in the workplace, immigra-
tion, use of leisure time) with similar
trends in the late-19th century.

• Using advertisements, determine what
consumer goods a family of the 1920s
would have owned.
• Make a chart of the percentage of peo-
ple in farming and nonfarming occupa-
tions from 1840 to 1930. Determine the
trend.

• How did the plight of farmers fore-
shadow the Great Depression?

• Essay topic: How were the 1920s an age
of intolerance toward immigrants and
African-Americans?
• Defend the statement: Not all
Americans enjoyed the fruits of economic
prosperity during the 1920s.
• Research the writings of such African-
American writers as Claude McKay,
Countee Cullen, James Weldon Johnson,
and Langston Hughes.

Content Standards Concepts/Themes Connections
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I. THE ROARING TWENTIES REFLECTED THE SPIRIT OF THE POSTWAR PERIOD, continued

H. New ideas about the use of leisure
time emerged
1. Impact of the automobile:

Henry Ford
2. Organized sports: Babe Ruth
3. Search for heroes and heroines:

Lindbergh, Amelia Earhart
4. Motion pictures
5. Popular literature
6. Fads and fashion
7. Changes in social behavior

I. The stock market crash marked the
beginning of the worst economic
time the country has ever known
1. National prosperity had been

structured on the investments
of the wealthy

2. There were problems with the
economic structure

3. People lost faith in the system
4. The government was unwilling

or unable to correct the
downturn

5. The economic depression that
followed was the worst in our
history

1

1,4,5

Culture

Change 
Factors of

Production
Scarcity
Government

• Compare and contrast the growth of
celebrity culture and mass media in the
1920s to current trends in these areas.
• Create a “Meeting of the Minds” of
personalities from the 1920s. Have stu-
dents research their lives and answer
questions in character.

• Assign students a stock and have them
find out its price before October 1929 and
after the market crashed.

Content Standards Concepts/Themes Connections

II. THE GREAT DEPRESSION

O b j e c t i v e s :
1 . To understand the economic, politi-

cal, and social impacts of the Gre a t
D e p ression on the United States

2 . To understand the economic, politi-
cal, and social changes that took
place in the world during the 1930s

3 . To explain how societies and nations
attempt to satisfy their basic needs
and wants by utilizing scarce capital,
natural, and human re s o u rc e s

4 . To understand how scarcity re q u i re s
people and nations to make choices
that involve costs and future
c o n s i d e r a t i o n s

5 . To evaluate economic data by diff e r-
entiating fact from opinion and
identifying frames of re f e re n c e

ESSENTIALQUESTIONS:
- Why did the crash of the market affect

those who did not own stock?
- How did the concept of checks and

balances relate to the New Deal?
- How was New York a model for fed-

eral programs?
- What parts of the New Deal legislation

are still in effect today?

Content Standards Concepts/Themes Connections
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II. THE GREAT DEPRESSION, continued

6 . To develop conclusions about eco-
nomic issues and problems by cre a t-
ing broad statements that summa-
rize findings and solutions

Content Outline:
A . Contributing factors

1 . Economic growth declined dur-
ing the late 1920s

2 . Stock purchases were made on
m a rg i n / c re d i t

3 . Corporations and individuals
became overe x t e n d e d

4 . The stock market crash led to a
cycle of low demand and high
u n e m p l o y m e n t

B . Responses to deepening economic
w o e s
1 . Hoover administration

response: too little, too late
2 . Local and State actions

a . Soup kitchens and out-
s t retched hands

b . Amodified “new deal” in
New Yo r k

3 . Election of 1932; question of
c o n f i d e n c e

C . The New Deal
1 . Psychological boost; FDR at the

f i re s i d e
2 . Relieving human suffering; pro-

viding for dignity and jobs
3 . Helping business and industry

re c o v e r
4 . Adjusting the economic system

to prevent re c u r re n c e
a . Government regulation of

business and banking
b . Instituting Social Security
c . P roviding a guaranteed

labor voice: the Wagner A c t
5 . Other voices

a . Court-packing scheme
b . Alternative solutions: Father

Coughlin, the To w n s e n d
Plan, Huey Long, socialism,
c o m m u n i s m
1) The economics of war

versus depression con-
ditions; climbing out of
d e p ression and into war

4

5

1,4,5

Needs and
Wants

Factors of
Production

Scarcity

Government

Change 
Economic

Systems
Government

CLASSROOM IDEAS:
• Compare Hoover’s attempt to solve
economic problems with Roosevelt’s.

• Use the Constitution to examine why
the New Deal was considered unconsti-
tutional.
• Chart New Deal legislation in terms of
relief, recovery, and reform efforts.

• Write a persuasive article from the
point of view of a political activist of the
1930s.
Suggested Document: Roosevelt’s first
inaugural address (1933): “This nation
asks for action, and action now. . .”

Content Standards Concepts/Themes Connections
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II. THE GREAT DEPRESSION, continued

D . E ffects on work, family, and
c o m m u n i t i e s
1 . Even though unemployment

reached new heights, most peo-
ple continued to hold jobs but at
reduced hours and lower wages

2 . The loss of jobs fell unequally on
women, blacks, and the
u n s k i l l e d

3 . The threat of possible job loss
was a psychological strain on
those who were employed

4 . Unemployment affected the tra-
ditional male role of pro v i d e r,
especially for those who equated
success at work with success as
a husband and father

5 . Charities’ re s o u rces were inade-
q u a t e

6 . Local communities attempted to
meet the needs of their people

7 . The Dust Bowl and the Okies—
human modification of the
physical enviro n m e n t

E . The cultural environment during the
G reat Depre s s i o n
1 . The times were reflected in the

arts and literature
2 . Escapism was popular in fiction

and the cinema
3 . Many works of social commen-

tary and criticism appeare d
4 . Federal government supported

the arts through the Wo r k s
P roject Administration (WPA )

F. E ffects of the Great Depression on
industrialized Euro p e
1 . Trade and loans tied We s t e r n

economies together
2 . The Great Depression followed

similar patterns in aff e c t e d
n a t i o n s
a . Tighter cre d i t
b . Business failure s
c . D e c reased money supply
d . L o w e red demand
e . Lower pro d u c t i o n
f . Wi d e s p read unemployment

3 . Developing totalitarian
responses: Germany, Italy,

• Have students interview someone who
lived during the Great Depression.
• Use newspaper archives to examine the
economic, social, and political impact of
the Great Depression on your local
community.

• Make a cultural scrapbook incorporat-
ing literature, music, and art from the
1930s.
• Read selections from The Grapes of
Wrath. Write a journal describing your
journey as a migrant teen in the 1930s.

• Have groups of students research dif-
ferent countries and the conditions they
faced during the Great Depression.
Compare Hitler with Roosevelt. Use a
Venn diagram.
Suggested Documents: Speeches of
Franklin Roosevelt; Studs Turkel, Hard
Times; song, “Brother, Can You Spare a
Dime?”

Content Standards Concepts/Themes Connections

1,4

3

1,5

1,2,4

2,5

Change
Scarcity
Needs and

Wants

Environment
and Society

Culture
Government

I n t e rd e p e n d e n c e
S c a rc i t y

N a t i o n a l i s m
C h a n g e
Political Systems
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Spain, Japan; intensified com-
munism characterized by:
a . One-party governments

headed by a stro n g
i n d i v i d u a l

b . Armies and police forc e s
f o s t e red national goals and
eliminated opposition

c . Use of propaganda in the
media and schools to sup-
port national goals

d . Art and literature were used
to endorse official policies in
totalitarian countries

G . E u ropean conflicts resulted in sev-
eral basic problems for United States
policy makers
1 . The question of whether to shift

focus from domestic pro b l e m s
to foreign policy

2 . Issue of neutrality versus the
g rowing power of totalitarian
s t a t e s

3 . Continued efforts to impro v e
Latin American re l a t i o n s
t h rough the “Good Neighbor
Policy” without losing influence
in that area’s aff a i r s

1,2 Interdependence

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

Objectives:
1. To understand why World War II

began and how it changed the lives
of millions of people

2. To be aware of the much diff e re n t
world left as a legacy of World War II

3. To investigate key turning points in
New York State and United States
history and explain why these events
or developments are significant

ESSENTIALQUESTIONS:
- How did the Versailles Treaty lead to

World War II?
- How could the use of the first atomic

bomb be considered a turning point in
United States history?

- Why is World War II considered a
“total war” affecting all aspects of
American life?

II. THE GREAT DEPRESSION, continued

I. WORLD WAR II

UNIT TEN: THE UNITED STATES ASSUMES WORLDWIDE 
RESPONSIBILITIES
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Content Standards Concepts/Themes Connections

I. WORLD WAR II, continued

4. To understand the relative impor-
tance of United States domestic and
foreign policies over time

5. To analyze the role played by the
United States in international poli-
tics, past and present

6. To describe historic events through
the eyes and experiences of those
who were there

Content Outline:
A. Origins of the war

1. The Versailles Treaty
2. The Great Depression
3. Rise of totalitarianism; expan-

sionism and persecution
4. The rearming of Germany
5. Isolationism
6. Failure of the League of

Nations
B. Prewar alliances

1. Axis powers
2. Allied powers
3. Role of the United States

C. Failure of peace
1. Aggression by Germany in

Europe, Italy in Europe and
Africa, and Japan in Asia

2. Appeasement; Chamberlain in
Munich

3. German attack on Poland;
World War II begins

4. United States role to 1941—
guarded isolation, aid to allies

D. The United States in World War II
1. Japanese attack on Pearl Harbor
2. Atwo-front war

a. Europe—Eisenhower
b. Pacific—MacArthur

E. New aspects of the war
1. German blitzkrieg
2. Aerial bombing
3. New technology and its impact

on people and the physical
environment

4. Atomic bomb—the Manhattan
Project

5. The Nazi Holocaust
6. Concept of unconditional

surrender

1,2

1,2

1,2

1,2

1,2,4

Change
Choice

Interdependence

Change
Choice

Change

Science and
Technology

Empathy

CLASSROOM IDEAS:
• Compare and contrast the origins of
World War I and World War II.
• Debate the topic: United States mem-
bership in the League of Nations would
have prevented World War II.
• Make a timeline of major events that
occurred during the war.

• On a world map, indicate the Allied
and Axis powers.

• Write a news report about the bombing
of Pearl Harbor from the American and
Japanese points of view.

• Take the role of one of the following—a
soldier in the Pacific, a Jewish person in
Europe, a Japanese-American, or a stu-
dent in high school. How might the war
have affected their lives?
• Interview those who lived during
World War II and those who did not.
Compare their attitudes toward the drop-
ping of the atomic bomb.

����



84

F. The home front
1. Total mobilization of resources
2. Rationing
3. Role of women
4. War bonds
5. Internment to incarceration of

Japanese-Americans
6. Limited progress toward eco-

nomic, political, and social
equality for black Americans,
i.e., Roosevelt’s Executive
Order 8802

G. End of the war
1. Allied agreement—Yalta

Conference
2. Defeat of Germany
3. Defeat of Japan

H. Impact of the war
1. Entire countries were physi-

cally and demographically dev-
astated—effects of physical and
human geographic factors

2. Millions of families suffered the
loss of loved ones

3. The Nazi Holocaust—Hitler’s
“Final Solution”; worldwide
horror; human rights violations

4. United States response to the
Holocaust: Fort Ontario;
Oswego, New York

5. The Nuremberg Trials
6. Global impact; rise of national-

ism in Africa and Asia
7. Advent of the United Nations
8. Advent of the nuclear age

1,4,5

1,2

1,2,3,5

Nationalism
Diversity
Scarcity
Human Rights

Change

Environment
and Society

Empathy
Decision

Making
Nationalism

• Explain the causes and effects of
rationing during World War II.
• Have groups research how the war
affected minorities.

• Chart the casualties of the war. What
were the human and economic costs?
• Compare the League of Nations and
the United Nations in a Venn diagram.

Suggested Documents: United Nations
Charter; United States military recruit-
ment posters, and Rosie the Riveter
posters; songs, “God Bless America,”
“This is the Army, Mr. Jones,” “This Land
is Your Land,” and “Praise the Lord and
Pass the Ammunition”

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

I. WORLD WAR II, continued

II. THE UNITED STATES AS LEADER OF THE FREE WORLD

Objectives:
1. To understand why the United

States assumed a leadership role in
the post-World War II world

2. To appreciate the historical back-
ground for the formation of United
States foreign policy of this era

3. To understand the relative impor-
tance of United States domestic and
foreign policies over time

ESSENTIALQUESTIONS:
- How and why did the leadership role

of the United States differ after World
War II and World War I?

- How and why did the United States
help the nations of Europe after World
War II?

- What was the Cold War? How was it
different from previous wars?
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II. THE UNITED STATES AS LEADER OF THE FREE WORLD, continued

III. THE UNITED STATES IN THE POST-COLD WAR WORLD

4. To analyze the role played by the
United States in international
politics, past and present

Content Outline:
A. Role of the United Nations

1. Human rights issues; United
Nations Universal Declaration
of Human Rights (1948)—role
played by Eleanor Roosevelt on
the United Nations
Commission on Human Rights

2. Actions of the United Nations
to promote peace

B. United States and the Soviet Union
emerge as world leaders
1. The Cold War
2. Truman Doctrine and Marshall
Plan
3. Alliance systems: e.g., NATO,
Warsaw Pact

C. Communist expansion leads to
United States policy of containment
1. In Europe: Berlin airlift, Berlin

Wall
2. In Asia: Communist China,

Korean War
3. In Latin America: Cuban

missile crisis
4. In Southeast Asia: Vietnam War

D. Superpower rivalry
1. The spread of nuclear weapons
2. The arms race
3. From Sputnik to astronauts on

the Moon

1,2,5

1,2,4,5

1,2,3,5

1,2,5

Human Rights
Interdependence

Interdependence
Economic

Systems
Political Systems

Interdependence
Places and

Regions
Decision

Making

Nationalism
Decision

Making

CLASSROOM IDEAS:
• Research human rights violations since
World War II and the United Nations’
response to them.

• Make a chart comparing the United
States and the Soviet Union in size, pop-
ulation, government, allies, economy,
and religion.

• Create an illustrated timeline of Cold
War events.
• List the causes and results of the
Korean War. 
• Invite a Korean War veteran to class.
• Examine foreign policy issues of the
Cold War and actions taken by presi-
dents of the United States.
Suggested Document: United Nations
Universal Declaration of Human Rights,
December 10, 1948

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

Objectives:
1. To understand the historic, political,

and social context in which United
States foreign policy has evolved
during the post-Cold War era

2. To understand the relative impor-
tance of United States domestic and
foreign policy over time

3. To analyze the role played by the
United States in international
politics, past and present

ESSENTIAL QUESTIONS:
- How were World War II and the

Vietnam War different?
- How were the Vietnam War and the

Gulf War different?
- How has our relationship with Latin

America changed?
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Content Outline:
A. Shifting foreign policies help lead to

the end of the Cold War
1. Detente and arms control

beginning with President Nixon
2. Military buildup and treaties to

bring about reductions
3. Fall of the Berlin Wall (1989) and

the collapse of the Soviet Union
B. The United States seeks a new role

in the world
1. Arab-Israeli conflicts; Camp

David Accord
2. Persian Gulf War
3. Peacekeeping missions;

Somalia, Bosnia 

C. Western Hemisphere relations
1. Economic competition and

cooperation: NAFTA
2. Immigration patterns between

the United States and Mexico,
Latin America 

3. Spread of democratic principles
in Latin America

1,2,5

1,2,3,5

1,2,4,5

Change
Interdependence
Political Systems

Change
Places and

Regions
Power

Interdependence
Movement of

People and
Goods

Scarcity
Factors of

Production
Political Systems

CLASSROOM IDEAS:
• Make a poster comparing the weapons
of World War I, the Vietnam War, and the
Gulf War. Draw conclusions.
• Use the study of current events to con-
vey the ongoing nature of United States
foreign policy.
• Research a timeline to show involve-
ment in the Middle East.
• Research products made in Mexico and
Latin America. Analyze the economic
effects on business and labor in the
United States.
Suggested Documents: Gulf of Tonkin
Resolution; song Pete Seeger, “Where
Have All the Flowers Gone?”

Content Standards Concepts/Themes Connections

Content Standards Concepts/Themes Connections

Objectives:
1. To understand that the period

immediately following World War
II was a prolonged period of pros-
perity with a high level of public
confidence in the United States

2. To investigate key turning points in
New York State and United States
history and explain why these events
or developments are significant

3. To compare and contrast different
interpretations of key events and
issues in New York State and
United States history and explain
reasons for these different accounts

ESSENTIALQUESTIONS:
- How did the Cold War affect the lives

of people in the United States?
- How did the United States deal with

the assassination of one president and
the resignation of another?

III. THE UNITED STATES IN THE POST-COLD WAR WORLD, continued

I. POSTWAR SOCIETY CHARACTERIZED BY PROSPERITY AND OPTIMISM

UNIT ELEVEN: THE CHANGING NATURE OF THE AMERICAN PEOPLE
FROM WORLD WAR II TO THE PRESENT
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Content Standards Concepts/Themes Connections

I. POSTWAR SOCIETY CHARACTERIZED BY PROSPERITY AND OPTIMISM, continued

Content Outline:
A . Changing patterns of production and

consumption resulted in economic
e x p a n s i o n
1 . Increased productivity, a result

of improving technology and
rising consumer demand, led to
higher wages and declining
unemployment

2 . Number of service jobs, women
in the workforce incre a s e d

3 . Poverty continued to exist in the
midst of plenty

B . Families and communities under-
went significant changes
1 . Postwar baby boom had major

e ffects on social and economic
decisions made by families

2 . G rowth of suburbs paralleled by
movement from major cities

3 . E ffect of automobiles reflected in
interstate highway system, shop-
ping centers, increased commut-
ing to work

C . Civil rights movement placed focus
on equality and democracy
1 . Important executive and judicial

decisions supported equal rights
2 . B ro w n v. Board of Education of

To p e k a (1954) overturned legal
basis of segre g a t i o n

3 . Activists and leaders such as Dr.
Martin Luther King, Jr. devel-
oped strategies to secure civil
rights for A f r i c a n - A m e r i c a n s

4 . Women, Native A m e r i c a n
Indians, and others also sought
g reater equality

5 . S u p reme Court moved to pro t e c t
individual rights: M i r a n d a v.
A r i z o n a (1966), Ti n k e r v. Des Moines
Independent School District ( 1 9 6 9 )

D . Self-confidence of early postwar
years eroded by series of events
1 . Assassinations of major leaders:

K e n n e d y, King
2 . Nation split over involvement in

Vietnam Wa r
3. Groups in society turn to vio-

lence to reach their goals
4. Resignation of President Nixon
5. Oil crisis and skyrocketing

inflation

1,4,5

1,3,4

1,5

1,2,5

Change
Factors of

Production
Justice
Citizenship

Change
Places and

Regions
Science and

Technology

Diversity
Justice
Civic Values
Human Rights

Change
Power

CLASSROOM IDEAS:
• Graph the economic cycles of prosper-
ity and recession after World War II.

• Show how the baby boom generation
has affected the social, economic, and
political life of the United States.

• Analyze the conflict between federal
and State law concerning the issue of
school desegregation, using primary
source documents.
• What method did minority groups use
in their attempts to gain equal rights?
• Create a poster indicating the signifi-
cant people and events in the struggle for
equal rights of a particular minority
group.
Suggested Documents: Dr. Martin Luther
King, Jr.’s address at the Lincoln
Memorial (1963): “I have a dream. . . ,”;
Kennedy’s inaugural speech; song, “We
Shall Overcome”
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Objectives:
1. To understand the economic, social,

and political trends that shaped the
end of the 20th century and point to
the 21st century

2. To investigate problems and oppor-
tunities the United States faces in its
immediate future

Content Outline:
A. The United States competes in a

world economy
1. Competition from Europe, Asia,

rest of Western Hemisphere
2. Effects on economy of the

United States
B. Federal and state governments

reevaluate their roles
1. Fiscal and monetary policies:

taxation, regulation,
deregulation

2. Social programs: health, wel-
fare, education

C. Technology changes: the home and
the workplace

D. Old and new problems must be
addressed
1. Violent crime and substance

abuse 
2. Protection of the environment 
3. Growing number of elderly

Americans 
4. The continuing struggle for eco-

nomic and social justice for all
citizens 

5. Balancing the ideals of national
unity with growing cultural
diversity 

6. Civic and legal responsibilities
of citizenship

1,2,4

1,5

1

1,2,3,4

Interdependence
Factors of

Production

Change
Government
Decision Making

Science and
Technology

Culture
Environment

and Society
Needs and

Wants
Justice
Citizenship

ESSENTIALQUESTIONS:
- How has the fall of communism

changed the balance of power in the
world?

- What will be the role of the United
States in the 21st century?

CLASSROOM IDEAS:
• Read the labels on your clothing.
Where were the clothes made? How does
this affect supply and demand in the
American economy?

• Research an enduring problem or issue
from different points of view.
• Compare the beginning of the 20th cen-
tury with that of the 21st century.

Content Standards Concepts/Themes Connections

II. THE UNITED STATES BEGINS A NEW CENTURY
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Global History and Geography

The global history and geography core curriculum is designed to focus on the five social
studies standards, common themes that recur across time and place, and eight historical
units. Each unit lists the content, concepts and themes, and connections teachers should

use to organize classroom instruction and plan for assessment. This curriculum provides stu-
dents with the opportunity to explore what is happening in various regions and civilizations at a
given time. In addition, it enables students to investigate issues and themes from multiple per-
spectives and make global connections and linkages that lead to in-depth understanding. As stu-
dents explore the five social studies standards, they should have multiple opportunities to explore
the content and intellectual skills of history and the social science disciplines.

Introductory Notes
TEACHER’S NOTE: For each historical era, students will investigate global connections and
linkages. These global connections and linkages include:

The Regents examination for global history and geography will be based on the content
column in this core curriculum. The following concepts and themes in global history and
geography are emphasized in this curriculum.

Cultural Diffusion
(Ideas/Technology/Food/Disease)

Migrations

Multi-Regional Empires

Belief Systems

Trade

Conflict

Belief Systems
Change
Citizenship
Conflict
Culture and Intellectual Life
Decision Making
Diversity
Economic Systems
Environment and Society

Factors of Production
Human and Physical

Geography
Human Rights
Imperialism
Interdependence
Justice
Movement of People and

Goods

Nationalism
Nation State
Needs and Wants
Political Systems
Power
Scarcity
Science and Technology
Urbanization
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Suggested Documents: Throughout the global history and geography core curriculum, teachers
will find lists of suggested documents. In this context, the term “document” includes: 

• books and monographs
• newspapers, periodicals, magazines, and scholarly journals
• government documents
• manuscripts, archival materials, journals, diaries, and autobiographies
• maps; visual materials (paintings, drawings, sculptures, architectural drawings, films,

posters, prints, engravings, photographs, etc.)
• music
• artifacts.

The suggested documents are indicative of the kinds of primary and secondary sources that
can be used in a global history and geography program. They do not comprise a mandatory list-
ing but rather represent the kinds of documents that can be used in document-based questions.
In a few cases, specific websites for listed documents are included. Afuller listing of websites
can be found in the Appendix of this document.

����



91

Content reviews were provided by Dr. Jo Margaret Mano, Department of Geography, State
University of New York, New Paltz, Dr. Ronald G. Knapp, Professor and Chair, Department of
Geography,  State University of New York, New Paltz, D. Joseph Corr, Shaker High School, Latham,
New York, and Steven Goldberg, New Rochelle Central School District, New Rochelle, New York.
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METHODOLOGY OF GLOBAL HISTORY AND GEOGRAPHY

A.History
1. Skills of historical analysis

a. Investigate differing and com-
peting interpretations of histori-
cal theories—multiple perspec-
tives

b. Hypothesize about why inter-
pretations change over time

c. Explain the importance of his-
torical evidence

2. Understand the concepts of
change and continuity over time

3. The connections and interactions
of people across time and space

4. Time frames and periodization
5. Roles and contributions of indi-

viduals and groups
6. Oral histories

1,2 Belief Systems
Change
Conflict
Cultural/

Intellectual
Life

Diversity
Human Rights
Interdependence
Imperialism
Nationalism
Urbanization

TEACHER’S NOTE: This intro d u c t o r y
unit is designed to introduce students to
the five social studies standards and the
essential questions associated with each
s t a n d a rd. Many teachers may choose to
infuse this introduction into the body of
the course.
TEACHER’S NOTE: While this core cur-
riculum presents a chro n o l o g i c a l
a p p roach to global history and geogra-
p h y, it may be necessary at times to sus-
pend chro n o l o g y. In some instances,
events overlap historical eras. An exam-
ple would be European feudalism that
has been placed in UNIT T W O :
Expanding Zones of Exchange and
Encounter (500-1200); Japanese feudalism
is placed in UNIT THREE: Global
Interactions (1200-1650). The teacher may
wish to place Japanese feudalism in
U N I T TWO with European feudalism so
that students can better compare and
contrast the two. This is a local curricu-
lum decision.
TEACHER’S NOTE: Over this two-year
course of study, students should develop
a sense of time, exploring diff e rent peri-
odization systems and examining themes
a c ross time and place. This ability is criti-
cal in understanding the course and
being able to make the fundamental con-
nections and linkages.

Content Standards Concepts/Themes Connections
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B. Geography
1. Elements of geography

a. Human geography
b. Physical geography
c. Political geography
d. Migration
e. Trade
f. Environment and society
g. The uses of geography

2. Critical thinking skills
a. Asking and answering

geographic questions
b. Analyzing theories of

geography
c. Acquiring, organizing, and ana-

lyzing geographic information
3. Identifying and defining world

regions

C. Economics
1. Major economic concepts (scarcity,

supply/demand, opportunity
costs, production, resources)

2. Economic decision making
3. The interdependence of economics

and economic systems thro u g h o u t
the world

4. Applying critical thinking skills in
making informed and well-rea-
soned economic decisions

D.Political science
1. The purposes of government
2. Political systems around the world
3. Political concepts of power,

authority, governance, and law
4. Rights and responsibilities of citi-

zenship across time and space
5. Critical thinking skills

a. Probing ideas and assumptions
b. Posing and answering analyti-

cal questions
c. Assuming a skeptical attitude

toward questionable political
statements

d. Evaluating evidence and form-
ing rational conclusions

e. Developing participatory skills

3

4

5

H u m a n / P h y s i c a l
Geography

Movement of
People and
Goods

Environment
and Society

Change
Needs and

Wants
Interdependence
Culture

Economic
Systems 

Decision
Making

Factors of
Production

Interdependence
Needs and

Wants
Scarcity
Science and

Technology

Decision
Making

Justice
Nation State
Citizenship
Political Systems
Power
Nationalism

Content Standards Concepts/Themes Connections

METHODOLOGY OF GLOBAL HISTORY AND GEOGRAPHY, continued

TEACHER’S NOTE: Prior to the comple-
tion of the two-year global history and
geography program, students should
have a clear understanding of the human
and physical geography. They should
have multiple opportunities to explore
the impact of geography on the past and
present. Students should be able to make,
use, and apply geographic 
generalizations. They should be able to
use data to construct maps, graphs,
charts, etc. 
- What impact does geography have on

history?
- How do physical and human geography

affect people and places?
- To what extent are terms such as “Far

East” and “Middle East” a reflection of a
European perspective on regions?

TEACHER’S NOTE: Students should be
able to apply the three basic questions of
economics to situations across time and
place.
- What goods and services shall be

produced and in what quantities?
- How shall goods and services be

produced?
- For whom shall goods and services be

produced?

- What are the basic purposes of govern-
ment?

- What assumptions have different groups
made regarding power, authority, gover-
nance, and law across time and place?

- How is citizenship defined and how do
different societies view the rights and
responsibilities of citizenship?

- How do concepts of justice and human
values differ across time and place?

- How are decisions made under different
political systems?
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A.Early peoples
1. Human and physical geography
2. Hunters and gatherers—nomadic

groups
3. Relationship to the environment
4. Migration of early human

populations
a. Out of Africa
b. Other theories

5. Early government
a. Purposes
b. Decision making
c. Move toward more complex

government systems

B. Neolithic Revolution and early river
civilizations
1. Compare and contrast

(Mesopotamia, Egypt, the Indus
Valley, and Yellow River
civilizations)
a. Human and physical

geography of early river
civilizations

2,3,4

5

2,3,4

- What was the relationship between
early peoples and their environment?

- What reasons can you pose to explain
why early peoples migrated from place
to place?

- What does the use of tools tell us about
a society?

TEACHER’S NOTE: Throughout global
history, students should know and be
able to analyze critical turning points in
history. They should be able to explain
how technological change affects people,
places, and regions.
TEACHER’S NOTE: When studying
early river civilizations,  students investi-
gate at least two civilizations in depth. It
is not necessary that all civilizations be
addressed to the same extent. The model
presented here for the study of early
river civilizations can be used in the
study of any civilization. Students should
be able to analyze important ideas, social
and cultural values, beliefs, and
traditions.
- Why was the introduction of agriculture

referred to as the Neolithic  Revolution?
Why was this a turning point?

- What political systems developed in
early river civilizations?

- How was the rise of cities related to the
Neolithic Revolution and the
development of early civilizations?

Content Standards Concepts/Themes Connections

UNIT ONE: ANCIENT WORLD—CIVILIZATIONS AND RELIGIONS 
(4000 BC - 500 AD)

Human/
Physical
Geography

Movement of
People and
Goods

Scarcity
Needs and

Wants

Environment
Political Systems

Human/
Physical
Geography

Urbanization

Technology
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b. Traditional economies
c. Political systems
d. Social structures and

urbanization
e. Contributions

1) Writing systems
2) Belief systems

3) Early technology—irrigation,
tools, weapons

4) Architecture
5) Legal systems—Code of

Hammurabi
2. Identify demographic patterns of

early civilizations and movement
of people—Bantu migration (500
BC - 1500 AD)
a. Human and physical

geography
b. Causes of migration
c. Impact on other areas of Africa

C. Classical civilizations
1. Chinese civilization

a. Human and physical
geography

b. Chinese contributions (engi-
neering, tools, writing, silk,
bronzes, government system)

c. Dynastic cycles
d. Mandate of Heaven

2. Greek civilization
a. Human and physical

geography
b. The rise of city-states—

Athens/Sparta
c. Contributions: art, architecture,

philosophy, science—Plato,
Socrates, Aristotle

d. Growth of democracy in Athens
versus the Spartan political
system

e. Alexander the Great and
Hellenistic culture—cultural
diffusion

2,3,4,5

2,3,4

2,3,4,5

Economic
System

Political System
Cultural and

Intellectual
Life

Decision
Making

Science and
Technology

Justice
Culture and

Intellectual
Life

Change

Human/
Physical
Geography

Cultural/
Intellectual
Life

Political Systems

- What is meant by the term “traditional
economy”?

- In what ways have science and technol-
ogy helped humankind meet its basic
needs and wants?

Suggested Documents: Timelines, pho-
tographs and/or models of temples, pic-
tures of artifacts, palaces, and neolithic
villages; record-keeping systems;
creation stories such as The Epic of
Gilgamesh  

- What caused the Bantu to migrate
south and east from their west African
origins?

- How did this migration change sub-
Saharan Africa?

TEACHER’S NOTE: Have students
develop timelines and maps to illustrate
the parallel development of classical
civilizations.
- What have been the contributions of

classical civilizations to the history of
humankind?

- What forces caused the rise and fall of
classical civilizations?

- What were the status and role of
women in these  civilizations?

- What was the Mandate of Heaven?
Why did the Chinese define their his-
tory in terms of dynastic cycles?

- How are contemporary democratic gov-
ernments rooted in classical traditions?

- What impacts did Greece and Rome
have on the development of later politi-
cal systems? 

- How did geography affect the rise of
city-states in Greece and the rise of the
Roman Empire?

- How did the institution of slavery fit within
the Athenian concept of democracy?

Content Standards Concepts/Themes Connections

UNIT ONE: ANCIENT WORLD—CIVILIZATIONS AND RELIGIONS (4000 BC - 500 AD), continued
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3. Roman Republic
a. Human and physical

geography
b. Contributions—law (Twelve

Tables), architecture, litera-
ture, roads, bridges

4. Indian (Maurya) Empire 
a. Human and physical

geography (monsoons)
b. Contributions—government

system
5. Rise of agrarian civilizations in

Mesoamerica—Mayan (200 BC -
900 AD)
a. Human and physical

geography
b. Contributions (mathematics,

astronomy, science, arts,
architecture, and technology)

c. Role of maize
d. Religion

6. The status and role of women in
classical civilizations

7. The growth of global trade routes
in classical civilizations
a. Phoenician trade routes
b. Silk Road
c. Maritime and overland trade

routes 
1) Linking Africa and Eurasia 
2) Linking China, Korea, and 

Japan

D.The rise and fall of great empires
1. Han Dynasty

a. Human and physical
geography

b. Factors leading to growth 
c. Contributions
d. Causes of decline
e. Role of migrating nomadic

groups from Central Asia
2. Roman Empire

2,3,4,5

2,3,4

Decision Making
Citizenship

Human/
Physical
Geography

Factors of
Production

Needs and
Wants

Belief Systems
Culture and

Intellectual Life

Movement of
People and
Goods

Interdependence

Human/
Physical
Geography

Cultural and
Intellectual Life

Movement of
People and
Goods

Technology
Power

Suggested Documents: Hammurabi’s
Code, Hebrew law, the Twelve Tables of
Rome (http://members.aol.com/pilgri
mjon/private/LEX/12tables.html), the
Golden Rule, The Odyssey, Ptolemaic
maps, for Ashoka of the Maurya Empire
see http://www.fordham.edu/halsall/
india/ashoka-edicts.html
- What impact did monsoons have on the
historic and economic development of
the sub-continent?
TEACHER’S NOTE: The Mayan civiliza-
tions span the time period and are placed
here to introduce  students to develop-
ments in the Western Hemi-sphere from
an early date.
- How did agriculture arise in the

Americas?
- What were the earliest crops in the

Americas?
- How did the Mayan civilizations com-

pare to river valley and classical
civilizations of Eurasia?

- How did the decline of the Mayans
c o m p a re to the fall of the Han and
Roman empire s ?

- What brought about the decline of the
Mayans?

TEACHER’S NOTE: The study of eco-
nomics includes the investigation of
interdependent economies throughout
the world over time and place. Students
should be able to trace the maritime and
overland trading routes that linked civi-
lizations and led to interdependence and
cultural diffusion.
- Why did the Silk Road extend from

Korea across Central Asia?
- What goods were being traded? Why?
Suggested Documents: Maps of classical
civilizations and early trade routes
- What caused the fall of the Han and

Roman empires?
- What role did migrating nomadic

groups play in the fall of the Han and
Roman empires?

Content Standards Concepts/Themes Connections
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a. Human and physical
geography

b. Factors leading to growth (engi-
neering, empire building, trade)

c. Contributions
d. Causes of decline
e. Role of migrating nomadic

groups from Central Asia
f. Pax Romana

E. The emergence and spread of belief
systems
1. Place of origin and major beliefs

a. Animism—African
b. Hinduism 
c. Buddhism 
d. Chinese philosophies

(Confucianism, Daoism)
e. Judaism 
f. Christianity 
g. Islam
h. Legalism
i. Shintoism
j. Jainism

2. Expansion of Christianity, Islam,
Confucianism, and Buddhism

Belief Systems
Human/

Physical
Geography

Conflict
Diversity
Cultural and

Intellectual
Life

TEACHER’S NOTE: When analyzing the
world’s major religions and philosophies,
it may be best to suspend a strict adher-
ence to chronology in favor of compre h e n-
sively exploring belief systems as a theme.
On the other hand, you may teach this
subject in its historical context. This study
involves learning about the important
roles and contributions made by individu-
als and groups. It is important to make
linkages to the pre s e n t .
- In what ways are these varying belief

systems similar and different?
- How do these belief systems affect our

lives today?
- In what ways does a culture’s arts reflect

its belief system?
- What individuals and groups are associ-

ated with the major religions of the
world?

- What holy books or texts are associated
with the major religions of the world?

- What role did missionaries, traders, and
c o n q u e rors play in the spread of re l i g i o n s ?

- How did the expansion of Islam,
Confucianism, C h r i s t i a n i t y, and
Buddhism encourage the encounter and
exchanges of peoples, goods, and ideas?

Suggested Documents: Maps showing
spread of religions, Old Testament, Torah,
New Testament, the Lawbook of Manu:
the Caste System, the Bhagavad-Gita, Life
of Buddha, the Analects, Daoist poems,
the Koran (Qur’an), Confucius, Analects
http://www.wsu.edu:8080/~wldciv/wor
ld_civ_reader/world_civ_reader_1/confu
cius.html

Content Standards Concepts/Themes Connections
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A.Gupta Empire (320-550 AD)
1. Human and physical geography
2. Artistic, scientific, and

mathematical contributions
3. Ties to Hinduism
4. Organizational structure

B . Tang and Song Dynasty (618-1126 A D )
1. Human and physical geography
2. Contributions
3. Chinese influence on Korea and

Japan
4. Cultural flowering
5. Growth of commerce and trade

C. Byzantine Empire (330-1453 AD)
1. Human and physical geography
2. Achievements (law—Justinian

Code, engineering, art, and
commerce)

3. The Orthodox Christian Church
4. Political structure and Justinian

Code
5. Role in preserving and transmit-

ting Greek and Roman cultures
6. Impact on Russia and Eastern

Europe
D.Early Russia

1. Human and physical geography
2. Trade
3. Kiev
4. Russian Orthodox Church

E. The spread of Islam to Europe, Asia,
and Africa
1. Human and physical geography
2. Organizational structure

2,3

2,3

2,3,4,5

Human/
Physical
Geography

Cultural and
Intellectual Life

Human/
Physical
Geography

Cultural and
Intellectual Life

Human/
Physical
Geography

Interdependence
Diversity

Justice
Belief Systems

Human/
Physical
Geography

TEACHER’S NOTE: Students should be
able to interpret and analyze documents
and artifacts related to global history.
Using graphic organizers, they can com-
pare and contrast civilizations.
- What contributions to human history

have been made by the Gupta Empire,
the Tang and Song Dynasty, Byzantine
Empire, and medieval Europe?

- What role did women play in the Gupta
Empire? the Tang and Song Dynasty?

Suggested Documents: Photographs of
Gupta, Tang, and Song arts; remains of
material culture; timelines; and maps

TEACHER’S NOTE: Students should
understand the development and con-
nectedness of civilizations and cultures.
The study of the Byzantine Empire is
particularly suited to this approach
because it encompasses lands from more
than one region.
- What role did the Byzantine Empire

play in the preservation and transmis-
sion of Greek and Roman knowledge
and culture? of Roman concept of law?

- What impact did the Byzantine Empire
have in the development of historical
Russia? of Russia today?

- What impact did the fall of
Constantinople (1453) have on Western
Europe? To what extent was this event a
turning point in global history?

- How did the location of Constantinople
make it a cro s s roads of Europe and A s i a ?

- How did geography affect early Russia?
Suggested Documents: Justinian Code,
pictures of Hagia Sophia, mosaics,
reservoirs, etc.
TEACHER’S NOTE: Through their
inquiry, students should gain an appreci-
ation for the vastness of the various
Muslim empires, the ability of Islam to

Content Standards Concepts/Themes Connections
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3. The development of Islamic law
and its impact

4. Social class: women and slavery in
Muslim society

5. Position of “people of the book”

6. The golden age of Islam
a. Contributions to mathematics,

science, medicine, art, architec-
ture, and literature

b. Role in preserving Greek and
Roman culture

c. Islamic Spain
7. Trade

F. Medieval Europe (500-1400)
1. Human and physical geography 
2. Frankish Empire—Charlemagne
3. Manorialism
4. Feudalism

a. Social hierarchy and
stratification

b. Role of men and women
5. Spiritual and secular role of the

Church
6. Monastic centers of learning
7. Anti-Semitism
8. Art and architecture

G.Crusades
1 . C a u s e s
2 . Impacts on Southwest A s i a ,

Byzantium, and Euro p e
3 . P e r s p e c t i v e s
4 . Key individuals—Urban II,

Saladin, and Richard the Lion-
H e a r t e d

2,3

2

2,3,4,5

2,3,4

Conflict
Interdependence
Diversity
Justice and

Human Rights
Political Systems 
Economic

Systems
Belief Systems

Cultural and
Intellectual Life

Science and
Technology

Economic
Systems

Factors of
Production

Political Systems
Belief Systems

Human/
Physical
Geography

Change
Nation-states
Interdependence
Movement of

People and
Goods

Needs and Wa n t s
Science and

Technology
Conflict

successfully rule very diverse popula-
tions, and the role of Islam in cultural
innovation and trade.
- What contributions did Islamic culture

make to global history? 
- What was the status of women under

Islamic law?
- How did Islam link Eastern and

Western cultures?
- What was the role of Islamic missionar-

ies in Africa? in other regions?
- How did Islam art and architecture

reflect a blend of many different
cultures?

Suggested Documents: Maps showing
trade in and around the Indian Ocean
and Central Asia, Islamic art and
architecture, and calligraphy

- What assumptions did medieval
Europe make regarding power, author-
ity, governance, and law?

- How did the roles of men and women
differ in medieval society?

- What role did individual citizens play
in feudal society?

- How were decisions made about the use
of scarce re s o u rces in medieval Euro p e ?

- What principles were the basis of these
decisions?

Suggested Documents: Photographs and
architectural drawings, details of paint-
ings showing everyday life, diagrams
and charts of monasteries and manors,
and diagrams of social pyramids
TEACHER’S NOTE: Students should be
able to analyze the causes of the Cru s a d e s
and their impact. They should understand
the diverse ways Muslims, Byzantines,
and Christians viewed this period. They
should appreciate that one dimension of a
society’s growth is its connection to
neighboring and competing societies.
Students should explore how places have
taken on symbolic  meaning throughout
history, e.g., Jerusalem as a holy city.
Suggested Documents: Portolan charts,
various kinds of other maps, and first-
hand accounts

Content Standards Concepts/Themes Connections
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A.Early Japanese history and feudalism
1. Human and physical geography
2. Early traditions (Shintoism)
3. Ties with China and Korea:

cultural diffusion, Buddhism, and
Confucianism

4. Tokugawa Shogunate
5. Social hierarchy and stratification
6. Comparison to European feudalism
7. Zen Buddhism

B. The rise and fall of the Mongols and
their impact on Eurasia
1. Human and physical geography
2. Origins—Central Asian nomadic

tribes
3. The Yuan Dynasty: a foreign non-

Chinese dynasty
4. Extent of empire under Ghengis

Khan and Kublai Khan
5 . Impact on Central Asia, China,

K o rea, Europe, India, Southwest Asia 
6. Impact on the rise of Moscow
7. Interaction with the West and

global trade, Pax Mongolia (e.g.,
Marco Polo)

8. Causes of decline

C. Global trade and interactions
1. Resurgence of Europe

a. Hanseatic League and Italian
city-states

b. Trade fairs and towns
c. Medieval guilds
d. Commercial revolution

2. Major trading centers—Nanjing/
Calicut/Mogadishu/Venice

3. Ibn Battuta
4. Expansion of the Portuguese spice

trade to Southeast Asia and its
impact on Asia and Europe

1,2,3,4,5

2,3,4,5

2,3,4

Human/
Physical
Geography

Political Systems
Cultural and

Intellectual Life

Belief Systems

Human/
Physical
Geography

Interdependence
Diversity
Urbanization
Movement of

People and
Goods

Conflict

Economic
Systems

Change
Urbanization
Factors of

Production
Movement of

People and
Goods

TEACHER’S NOTE: Students should be
able to compare and contrast the social,
political, and economic dimensions of the
Japanese and European feudal systems.
They should understand the impact of
cultural diffusion on Japanese culture.
Additional case studies might include
Chinese and Korean feudalism.
- How are Japanese and European

feudalism similar? dissimilar?
- How did location impact Japanese

history?
Suggested Documents: The Way of Samurai,
and other literary works; materials on
Kabuki theatre; Japanese wood-block
prints; diagrams of the social system
TEACHER’S NOTE: Students should under-
stand the development and connectedness
of civilizations and cultures. They should
understand the global significance and gre a t
diversity encompassed by the Mongol
E m p i re. This era saw the growing impor-
tance of cities as centers of trade and culture .
- How did geography contribute to the

success of the Mongols?
- What forces led to the rise and fall of the

Mongols?
- How were a nomadic people able to con-

quer more advanced civilizations?
- Why was the Mongol defeat in Japan

significant?
- How did the Mongols in China change?
Suggested Documents: Descriptions of
Mongols by such travelers as Marco Polo
(see h t t p : / / w w w. f o rd h a m . e d u / h a l s a l l /
s o u rc e / m p o l o 4 4 - 4 6 . h t m l) and others;
visuals, maps
TEACHER’S NOTE: Students should be
able to trace the rise and evolution of capi-
talism as an economic system. They
should understand that capitalism was
made possible by changes within the
European economic system and by
overseas expansion.
- What was the relationship between the

rise of capitalism and the decline of
feudalism?

- What role did a class of merchants and
bankers play in the rise of capitalism?

Content Standards Concepts/Themes Connections
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D.Rise and fall of African civilizations:
Ghana, Mali, Axum, and Songhai
empires
1. Human and physical geography
2. Organizational structure
3. Contributions
4. Roles in global trade routes
5. Spread and impact of Islam—

Mansa Musa
6. Timbuktu and African trade

routes

E. Social, economic, and political
impacts of the plague on Eurasia and
Africa

F. Renaissance and humanism
1. Human and physical geography
2. Shift in worldview—other-

worldly to secular
3. Greco-Roman revival (interest in

humanism)
4. Art and architecture (e.g., da Vinci

and Michelangelo) 

2,3,4

2,3,4,5

2,3,5

Human/
Physical
Geography

Economic
Systems

Change
Urbanization
Belief Systems
Movement of

People and
Goods

Human/
Physical
Geography

Change

Human/
Physical
Geography

Cultural and
Intellectual
Life

Science and
Technology

- In a market economy, how does the
system determine what goods and ser-
vices are to be produced and in what
quantities? and for whom?

- How did a capitalist economy change
the way men and women worked?

- Why did cities like Venice and
Mogadishu become trading centers?

- What were the major land and sea trade
routes of the early 1400s?

- What goods were being traded?
Suggested Documents: Maps, descriptions
of medieval guilds, town charters, journals
TEACHER’S NOTE: Students should
study development and interactions of
social/cultural/political/economic/ reli-
gious systems in different regions of the
world.
- What role did African kingdoms play in

overland and maritime trade routes of
the era?

- What impact did Islam have on these
k i n g d o m s ?

- What forces contributed to the rise and
fall of African kingdoms? How did they
compare with the rise and fall of other
empires?

- How did traditional art reflect the
beliefs of African kingdoms?

Suggested Document: Leo Africanus;
Description of Timbuktu from The
Description of Africa see http://www.ws
u.edu:8080/~wldciv/world_civ_reader/
world_civ_reader_2/leo_africanus.html
- What role did the plague play in major

demographic and social shifts in
Eurasia and Africa?

Suggested Documents: Maps showing
the global spread and extent of the
plague, written accounts by Europeans
and others (Jean deVenette; Ibn al-wardi;
Giovanni Boccaccio, The Decameron)
TEACHER’S NOTE: Students should
understand that the Renaissance repre-
sented a shift from the emphasis on spiri-
tual concerns in the medieval period to
more secular ones. Humanism empha-
sized the importance of individual worth
in a secular society. 
- What impact did capitalism have on the

Renaissance?

Content Standards Concepts/Themes Connections
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5. Literature (e.g., Dante, Cervantes,
Shakespeare) 

6. Political science (e.g., Machiavelli)
7. New scientific and technological

innovations (Gutenberg’s
moveable type printing press,
cartography, naval engineering,
and navigational and nautical
devices)

G.Reformation and Counter
Reformation
1. Human and physical geography
2. Martin Luther’s Ninety-Five Theses:

the challenge to the power and
authority of the Roman Catholic
Church

3. Anti-Semitic laws and policies
4. Henry VIII and the English

Reformation
5. Calvin and other reformers 
6. Counter Reformation (Ignatius

Loyola, Council of Trent) 
7. Roles of men and women within

the Christian churches 
8. Religious wars in Europe: causes

and impacts

H.The rise and impact of European
nation-states/decline of feudalism 
Case studies: England—
Elizabeth I: France—Joan of Arc
a . F o rces moving toward

c e n t r a l i z a t i o n
b. Role of nationalism

2

5

Decision
Making

Power

Human/
Physical
Geography

Belief Systems
Conflict
Change
Nationalism

Nationalism 
Nation State
Conflict
Political

Systems
Power
Decision

Making

- How did the Renaissance differ from the
medieval period? How was it similar?

Suggested Documents: Diagrams of the
printing press; nautical devices; maps
and historical atlases—the historic maps
of Ptolemy, Abraham Ortelius, Gerardus
Mercator, Johann Blaeu, Georg Braun,
and Franz Hogenberg; Renaissance art;
excerpts from Renaissance literature;
Machiavelli, The Prince; works by Dante,
Cervantes, and Shakespeare

TEACHER’S NOTE: Students should be
provided with opportunities to look at
issues from multiple perspectives (e.g.,
the conflict between the Roman Catholic
Church and secular rulers, nationalism,
and the unifying role of the Roman
Catholic Church). The Reformation chal-
lenged the traditional power and author-
ity of the Roman Catholic Church.
Students should analyze different kinds
of maps of Europe during this time
period.
- How did religious reform lead to

conflict? To what extent were these
conflicts resolved?

- What role did Elizabeth I play in the
English Reformation?

Suggested Documents: Exerpts from
Shakespeare, The Merchant of Venice;
Martin Luther, The Ninty-five Theses,
Loyola, Spiritual Exercise
- What forces led to the rise of nation-

states?
- In what ways did nationalism support

centralized governments headed by
powerful rulers?

- What forces opposed absolute
monarchies?

- How did nationalism lead to conflict
between secular and ecclesiastical
powers?

Suggested Documents: Different kinds of
maps including Ptolemaic, Mercator,
Blaeu, Braun, and Hogenberg, and
Ortelius; pictures of cities

Content Standards Concepts/Themes Connections
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A.The Ming Dynasty (1368-1644)
1. Human and physical geography
2. Restoration of Chinese rule,

Chinese world vision 
3. The impact of China on East Asia

and Southeast Asia
4. China’s relationship with the West  
5. Contributions
6. Expansion of trade (Zheng He,

1405-1433)

B. The impact of the Ottoman Empire
on the Middle East and Europe
1. Human and physical geography
2. Contributions
3. Suleiman I (the Magnificent, the

Lawgiver)
4. Disruption of established trade

routes and European search for
new ones

5. Limits of Ottoman Europe

C. Spain and Portugal on the eve of the
encounter
1. Human and physical geography
2. Reconquista under Ferdinand and

Isabella

2,3,4

2,3,4

5

2

5

Human/
Physical
Geography

Cultural and
Intellectual
Life 

Movement of
People and
Goods

Human/
Physical
Geography

Belief Systems 
Change
Political

Systems
Movement of

People and
Goods

Human/
Physical
Geography

- What were the Ming achievements in
science and engineering?

- What impact did China’s self-concept of
the “middle kingdom” have on its politi-
cal, economic, and cultural relationships
with other societies in Eastern and
Southeastern Asia?

- To what extent was Europe more inter-
ested in trade with China, than China was
i n t e rested in trade with the West? Why?

- What factors made the Ming turn away
from expeditions of trade and
exploration?

Suggested Documents:  Photographs of
blue and white porcelain, map showing
voyages of Zheng He; excerpts from the
novel Journey to the We s t; Matteo Ricci, T h e
Art of Printing h t t p : / / a c a d e m i c . b ro o k l y n .
c u n y. e d u / c o re 9 / p h a l s a l l / t e x t s / r i c - p r t . h t m l
TEACHER’S NOTE: Students should
have a clear understanding of the extent
of the Ottoman Empire at its height. They
should investigate the factors that
brought about change within the Ottoman
Empire and its long-term impacts on
global history.
- What factors contributed to the rise and

fall of the Ottoman Empire?
- What impact did Ottoman domination

have on Eastern Europe? What impact
continues today?

- To what extent were the fall of
Constantinople to the Ottomans and
Columbus’s voyages major turning
points in global history?

- Why was Suleiman I called the
Magnificent by Westerners and
Lawgiver by Ottomans?

- How did Suleiman I compare to other
absolute rulers (Akbar, Louis XIV, Peter
the Great)?

- How did Ottoman law compare with
other legal systems?

- What were Spain and Portugal like on
the eve of the encounter?

- In what ways was 1492 a turning point
in global history?

Content Standards Concepts/Themes Connections
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3. Expulsion of Moors and Jews
4. Exploration and overseas

expansion
a. Columbus
b. Magellan circumnavigates the

globe

D.The rise of Mesoamerican empires:
Aztec and Incan empires before 1500
1. Human and physical geography
2. Organizational structure
3. Contributions
4. Trade

E. The encounter between Euro p e a n s
and the peoples of Africa, the
Americas, and A s i a
Case study: The Columbian exchange 
1. Human and physical geography
2. European competition for colonies

in the Americas, Africa, East Asia,
and Southeast Asia—The “old
i m p e r i a l i s m ”

3 . Global demographic shifts 
Case study: The triangular trade
and slavery

4. The extent of European
expansionism

5. European mercantilism
6. Spanish colonialism and the intro-

duction of the Encomienda system
to Latin America

7. Dutch colonization in East Asia
(Japan and Indonesia)

8. Exchange of food and disease

2,3,4,5

2

5

3

4

Movement of
People and
Goods

Human Rights
Conflict

Human/
Physical
Geography

Cultural and
Intellectual
Life

Diversity

Urbanization

Human/
Physical
Geography

Conflict

Economic
Systems

Human/
Physical
Geography

Movement of
People and
Goods

- What impact did the encounter have on
demographic trends in the Americas,
Africa, and Europe? 

- How did life change as a result of this
encounter?

- How did the standard of living in Euro p e
change as a result of the encounter?

- What technologies made European over-
seas expansion possible? What were the
original sources of those technologies?

- How did Jews and Muslims view the
Reconquista? the Inquisition?

TEACHER’S NOTE: Here is another
instance in which strict adherence to
chronology is suspended in order for stu-
dents to acquire a broader knowledge of
the rise and fall of diverse civilizations.
Students should be able to compare and
contrast the empires of Mesoamerica with
the empires of Afro-Eurasia. They should
understand that on the eve of the
encounter, the peoples of the Americas
already had complex societies.
- To what extent can the Aztec and Incan

empires be compared to earlier Afro-
Eurasian classical civilizations in terms
of their organization and achievements?

- How widespread were Aztec and Incan
trade?

TEACHER’S NOTE: Students should
understand that the encounters between
peoples in the 15th and early-16th centuries
had a tremendous impact upon the world-
wide exchange of flora, fauna, and diseases.
- What forces came together in the mid-

1400s that made the Age of European
Exploration possible?

- What impact did European technology,
food, and disease have on the Americas?

- What impact did food and diseases
introduced from the Americas have on
Europe, Africa, and Asia?

- What impact did the introduction of
American foodstuffs (corn, sweet pota-
toes, peanuts) have on the increase in
Chinese population?

- What impact did mercantilism have on
European colonies? on Europe?

Suggested Documents: Maps of transat-
lantic trade showing the exchange of
goods; various diaries; Bartolomé de las

Content Standards Concepts/Themes Connections
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A. The Scientific Revolution  
1. The development of scientific

methods
2. The work of Copernicus, Galileo,

Newton, and Descartes

2 Science and
Technology

Change

TEACHER’S NOTE: Students should
understand that the Scientific Revolution
in Europe, with its emphasis on observa-
tion, experimentation, investigation, and
speculation, represented a new approach
to problem solving. This philosophy
became synonymous with modern
thought throughout the world.
- What role did science and technology

play in the changes that took place in
Europe from 1450 to 1770?

- To what extent was the Scientific Revolution
a rejection of traditional authority?

Content Standards Concepts/Themes Connections

F. Political ideologies: global
absolutism
1. Human and physical geography
2. Thomas Hobbes, The Leviathan
3. Jacques-Benigne Bossuet:
Absolutism and Divine right theory
4. Case studies: Akbar the Great,
Suleiman the Magnificent, Philip II,
Louis XIV, Ivan the Terrible, and
Peter the Great 

G.The response to absolutism: The rise
of parliamentary democracy in
England
1. Background—Magna Carta
2. Divine Right of Monarchy—Stuart

rule
3. Puritan Revolution—Oliver

Cromwell
4. Glorious Revolution—John Locke

and the English Bill of Rights

2,5

5

Human/
Physical
Geography

Political
Systems

Power

Conflict
Culture and

Intellectual
Life

Decision
Making

Power
Citizenship

Casas, The General History of the Indies
TEACHER’S NOTE: Students should
understand that in the 16th and 17th cen-
turies, the monarchies of Western Euro p e
sought to centralize political power.
Political absolutism supported that tre n d .
Students should be able to compare and
contrast absolutism in Europe with abso-
lutism in Asia and Africa. 
Suggested Documents: Maps of Russian
expansion, other political maps; Extracts
f rom Bossuet’s Work on Kingship, h t t p : / /
history.hanover.edu/early/bossuet.htm
TEACHER’S NOTE: The tradition of
sharing political power and natural law
had its roots in Greek and Roman prac-
tice and was expressed in documents that
limited royal power such as the Magna
Carta and the English Bill of Rights.
- What impact did the Puritan Revolution

have on the Enlightenment and subse-
quent political events in Europe and the
A m e r i c a s ?

Suggested Documents: Thomas Hobbes,
The Leviathan; Niccolo Machiavelli, T h e
P r i n c e; James I, Justification of Absolute
M o n a rc h y; John Locke, Two Treatises of
G o v e r n m e n t; and the English Bill of Rights

Content Standards Concepts/Themes Connections
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B. The Enlightenment in Europe
1. The writings of Locke, Voltaire,

Rousseau, and Montesquieu
2. The impact of the Enlightenment

on nationalism and democracy 
3. The enlightened despots—Maria

Theresa and Catherine the Great

C. Political revolutions
1. Human and physical geography

of revolutions
2. American Revolution 

a. Impact of the Enlightenment on
the American Revolution

b. Impact of the American
Revolution on other revolutions

3. French Revolution
a . C a u s e s
b . Key individuals (Robespierre

and Louis XVI)
c. Impact on France and other

nations 
d. Rise to power of Napoleon and

his impact (Napoleonic Code)
4. Independence movements in Latin

America 
Case studies: Simon Bolivar,
Toussaint L’Ouverture, José de San
Martín
a . C a u s e s
b . I m p a c t s

5

1,2,3,4,5

1,2,3,4,5

Cultural and
Intellectual
Life

Citizenship
Decision

Making
Political

Systems

Human/
Physical
Geography

Conflict
Change
Political

Systems
Economic

Systems
Nationalism
Nation State

- To what extent does this tension still exist?
- To what extent did Europeans apply this

a p p roach to traditional values and
i n s t i t u t i o n s ?

Suggested Documents: Nicolaus
Copernicus, On the Revolutions of the
Heavenly Spheres;  Galileo Galilei, Letter to
the Grand Dutchess Christina and Dialogue
Concerning the Two Chief World Systems;
René Descartes, Discourse on Method
TEACHER’S NOTE: Students should
understand that during the
Enlightenment, Europeans moved toward
new assumptions re g a rding power,
a u t h o r i t y, governance, and law. These
assumptions led to the new social and
political systems during the Age of
R e v o l u t i o n .
Suggested Documents: John Locke, Two
Treatises of Government; Jean-Jacques
Rousseau, The Social Contract; Voltaire,
Treatise on Toleration; René Descartes,
Discourse on Method; for writings of
Catherine the Great see http://www.ford
ham.edu/halsall/mod/18catherine.html
TEACHER’S NOTE: Students should
focus on the impact of the Enlightenment
on American political thought and, in
turn, the impact of the American
Revolution on subsequent revolutions.
Students should not engage in an in-
depth analysis of the battles and phases
of the American Revolution.
The American, French, and Latin
American revolutions were turning points
in global history. Students should be able
to identify the forces that brought about
these changes and their long-term eff e c t s .
TEACHER’S NOTE: Each of these re v o l u-
tions, both political and economic, pro v i d e s
students with multiple opportunities for
examination of issues from multiple
p e r s p e c t i v e s .
- To what extent was the Scientific

Revolution related to the Enlightenment?
- In what ways did the French Revolution

overturn the balance of power that had
existed in Europe?

- To what extent are the stages of the
American, French, and Latin American
revolutions similar? dissimilar?

Content Standards Concepts/Themes Connections
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D.The reaction against revolutionary
ideas
1. Human and physical geography
2. Balance of power politics and the

Congress of Vienna (Klemens
von Metternich)

3. Revolutions of 1848
4. Russian absolutism: reforms and

expansion
a. Impact of the French Revolution

and Napoleon 
b. 19th-century Russian serfdom
c. Expansion of Russia into Siberia

E. Latin America: The failure of de-
mocracy and the search for stability
1. Human and physical geography
2. Roles of social classes: land-holding

elite, creoles, mestizos, native
peoples, and slaves 

3. Roles of the Church and military
4. Role of cash crop economies in a

global market
5. The Mexican Revolution (1910-1930)

a. Cause and effect
b. Roles of Porfirio Diaz, Francisco

“Pancho” Villa, and Emiliano
Zapata

c. Economic and social nationalism
F. Global nationalism

1. Human and physical geography
2. Role in political revolutions
3. F o rce for unity and self-determination

a. Unification of Italy and
Germany (Camillo Cavour, Otto
von Bismarck)

b. Asian and Middle Eastern
nationalism
1) India (Indian National

1,2,3,4,5

2,3,4,5

2,3,4,5

Human/
Physical
Geography

Change
Nation State

Nationalism

Economic
Systems

Factors of
Production

Change
Conflict
Human Rights

Human/
Physical
Geography

Change
Conflict
Nationalism

Suggested Documents: Thomas Paine,
Common Sense; the Declaration of
Independence; the Bill of Rights; the
Declaration of the Rights of Man and of
Citizens; Edmund Burke, Reflections on
the Revolution in France; Simon Bolivar,
Message to the Congress of Angostura
http://www.fordham.edu/halsall/mod
/1819bolivar.html
- What impact did the Congress of

Vienna and conservative reaction across
Europe have on the establishment of
democratic states in Europe?

- What reactions against re v o l u t i o n a r y
ideas occurred in Europe, Russia, and
Latin A m e r i c a ?

- What forces led to the 19th-century fail-
ure of democracy in Latin America and
Russia?

- What role did the individual citizen
play in these revolutions?

Suggested Documents: Political maps of
these revolutions reflecting adjustments
and boundary changes, before and after
the Congress of Vienna

- What were the perspectives of various
social classes on the revolutions in Latin
America?

- What role did peasants play in the
Mexican Revolution?

- How successful was this revolution?
- What role did nationalism play in this

revolution?

TEACHER’S NOTE: Students should be
able to define nationalism and analyze
the impact of nationalism as a unifying
and divisive force in Europe and other
areas of the world. They should also be
able to examine nationalism across time
and place.
- What role did nationalism play in

Europe, Eastern Europe, Asia, Africa,
and Latin America?

- What role does nationalism play today
in these regions?

Content Standards Concepts/Themes Connections
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Congress, Moslem League)
2) Turkey—Young Turks

4. Zionism
5. Force leading to conflicts 

a. Balkans before World War I 
b. Ottoman Empire as the pawn of

European powers

G.Economic and social revolutions
1. Human and physical geography
2. Agrarian revolution
3. The British Industrial Revolution

a. Capitalism and a market
economy

b. Factory system 
c. Shift from mercantilism to lais-

sez-faire economics—Adam
Smith, The Wealth of Nations

d. Changes in social classes 
e. Changing roles of men, women,

and children
f. Urbanization 
g. Responses to industrialization

1) Utopian re f o r m — R o b e r t
O w e n

2) Legislative reform
3) Role of unions

2,3,4,5 Human/
Physical
Geography

Change
Economic

Systems
Urbanization
Factors of

Production

Environment
Human Rights
Conflict

Environment

Suggested Documents: Giuseppe
Mazzini, Young Italy; Carl Schurz,
Revolution Spreads to the German States

TEACHER’S NOTE: Students should
understand that the Agrarian and
Industrial revolutions, like the Neolithic
Revolution, led to radical change.
Students should realize that the process
of industrialization is still occurring in
developing nations.
-What role did the Industrial Revolution

play in the changing roles of men and
women? 

- What impact did the Industrial
Revolution have on the expansion of
suffrage throughout the late-19th and
early-20th centuries?

- To what extent did the Industrial
Revolution lead to greater urbanization
throughout the world?

- What geographic factors explain why
industrialization began in Great Britain?

- How did the European arts respond to
the Industrial Revolution?

- In what ways did social class impact on
the ways various groups looked at the
Industrial Revolution?

- What impact did industrialization have
on the environment?

- In what ways did the abuses of the
Industrial Revolution lead to such com-
peting ideologies as liberalism, conser-
vatism, socialism, and communism?

TEACHER’S NOTE: Students should be
able to compare social and economic rev-
olutions with political revolutions. In
looking at the Industrial Revolution, stu-
dents should be provided with the
opportunity to investigate this phenome-
non in at least two nations.
- To what extent is the Industrial

Revolution still occurring in the 
non-Western world?

Content Standards Concepts/Themes Connections
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4) Karl Marx and Friedrich
Engels and command
economies

5) Sadler Report and reform
legislation 

6) Parliamentary reforms—
expansion of suffrage

7) Writers (Dickens and Zola)
8) Global migrations (19th

century)
9 ) Writings of Thomas Malthus

(Essay on the Principles of
Population)

3. Mass starvation in Ireland (1845-
1850)
a. Growth of Irish nationalism
b. Global migration

H.Imperialism
1. Reasons for imperialism—nation-

alistic, political, economic, “The
White Man’s Burden”, Social
Darwinism

2. Spatial characteristics—“new
imperialism”

3. British in India
a. British East India Company
b. Sepoy Mutiny

4. British, French, Belgians, and
Germans in Africa
a. Scramble for Africa
b. The Congress of Berlin
c. African resistance—Zulu

Empire
d. Boer War
e. Cecil Rhodes
f. 19th-century anti-slave trade

legislation
5. European spheres of influence in

China
a. Opium Wars (1839 - 1842 and

1858 - 1860) and the Treaty of
Nanjing
1) Unequal treaties
2) Extraterritoriality

2,3,4,5

Urbanization

Movement of
People and
Goods

Human Rights
Nationalism
Change
Conflict

Imperialism

Economic
Systems

Factors of
Production

Political
Systems

- What is meant by postindustrial
economy?

TEACHER’S NOTE: Students should
understand that Marx and Engels pro-
posed an economic system that would
replace capitalism.
Suggested Documents: R e s o u rce maps,
Sadler Commission, Report on Child Labor;
Friedrich Engels, The Conditions of the
Working Class in England; Karl Marx and
Friedrich Engels, Communist Manifesto;
Thomas Malthus, Essay on the Principles of
Population;  Adam Smith, The Wealth of
Nations; Charles Dickens, Hard Times a n d
Oliver Twist; Emile Zola, G e r m i n a l
TEACHER’S NOTE: Aresponse by indi-
viduals to industrialization was the mass
migration of Europeans to other parts of
the world. Look at other examples of
migration.
TEACHER’S NOTE: Students may want
to look at industrialization in other
nations.
TEACHER’S NOTE: Using primary and
secondary sources, students should be
able to analyze and evaluate conflicting
viewpoints regarding imperialism.
- To what extent is there a relationship

between industrialization and
imperialism?

- Why did Japan turn to imperialism and
militarism in the late-19th and early-
20th centuries? Here again, students
should have a clear appreciation of the
world in spatial terms.

- What was the relationship between
nationalism, industrialization, and
imperialism?

Suggested Documents: Maps of migra-
tion, charts, graphs, rural and urban
demographics, maps of colonial posses-
sions, journals, writings of people and
groups showing contending perspectives
on imperialism, Sun Yixian, History of the
Chinese Revolution; Rudyard
Kipling’s,“The White Man’s Burden”
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b. Boxer Rebellion
c. Sun Yat-sen (Sun Yixian) and

the Chinese Revolution (1910-
1911)

6. Multiple perspectives toward
imperialism
a. Immediate/long-term changes

made under European rule
b. Long-term effects in Europe

and the rest of the world

I. Japan and the Meiji restoration
1. Human and physical geography
2. The opening of Japan

a. Commodore Matthew Perry
b. Impact upon Japan of Treaty of

Kanagawa
3. Modernization, industrialization

4. Japan as an imperialist power
a. First Sino-Japanese War (1894 -

1895)
b. Russo-Japanese War
c. Annexation of Korea
d. Dependence on world market

2,3,4,5 Change
Human/

Physical
Geography

Imperialism
Conflict
Economic

Systems

Content Standards Concepts/Themes Connections

UNIT FIVE: AN AGE OF REVOLUTION (1750 - 1914), continued

TEACHER’S NOTE: Students should
analyze the Meiji Restoration in terms of
the political, economic, and social
changes that were introduced. Students
should be able to compare and contrast
English and Japanese industrialization.
Have students compare industrialization
and westernization in Japan and the
Ottoman Empire and other non-Western
nations and Europe.
- Why did the Industrial Revolution

occur in Japan before other Asian and
African nations?

- What caused the conflicts between
China, Russia, and Japan?

- What impact did the Russo-Japanese
War have on the relative power of
Russia? Japan?

- Why did Japan annex Korea? What
policies did Japan follow in Korea
(1910-1945)?

- How does Japanese imperialism of the
past influence Japan’s relations with her
Asian neighbors today?

Suggested Documents: Political maps of
Japan and East Asia; Millard Fillmore,
Letter to the Emperor of Japan; Ito
Hirobumi, Reminiscence on Drafting of the
New Constitution; 19th-century Japanese
prints showing contact with the West
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A.World War I
1. Europe: the physical setting
2. Causes
3. Impacts
4. Effects of scientific/technological

advances on warfare
5. Armenian Massacre
6. Collapse of the Ottoman Empire
7. The war as reflected in literature,

art, and propaganda

B. Revolution and change in Russia—
causes and impacts
1. Czar Nicholas II
2. The Revolution of 1905
3. March Revolution and provisional

government
4. Bolshevik Revolution
5. V.I. Lenin’s rule in Russia
6. Stalin and the rise of a modern

totalitarian state: industrialization,
command economy,
collectivization

7. Russification of ethnic republics
8. Forced famine in Ukraine 
9. Reign of Terror

2,3,4,5

2,3,4,5

Human/
Physical
Geography

Conflict
Nationalism
Imperialism
Diversity
Political

Systems
Cultural and

Intellectual
Life

Science and
Technology

Change
Justice and

Human
Rights

Political and
Economic
Systems

Conflict

Students analyze documents and artifacts
related to the study of World War I. They
should be asked to consider which events
of the first half of the 20th century were
turning points.
- What role did nationalism and imperi-

alism play in World War I?
- What role did technology play?
- To what extent were the issues that

caused World War I resolved?
- In what ways did World War I raise fun-

damental questions regarding justice
and human rights?

- To what extent were World War I and
the Russian Revolution turning points?

- What role did women play in the war?
- To what extent was the collapse of the

Ottoman Empire like the fall of the Han
and Roman empires and the collapse of
the Soviet Union?

Why might the Germans, French, and
British view the causes of World War I
differently?
Suggested Documents: Erich Maria
Remarque, All Quiet on the Western Front;
Mustafa Kemal, Proclamation of the Young
Turks; videotapes
TEACHER’S NOTE: Students should
understand that Lenin and Stalin used
the work of Marx to create a command
economy.
- What were the causes of the Russian

Revolution?
- Why did a communist revolution occur

in Russia rather than a more
industrialized nation?

- What steps did the Communists take to
industrialize the Soviet Union?

- To what extent were the human rights
of Russians and other ethnic and
national groups respected by the
Stalinist regime?

- How did various groups view the
Russian Revolution?

- How does Russian industrialization
compare with that of Western Europe?

Content Standards Concepts/Themes Connections
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C. Between the wars
1. Human and physical geography
2. Treaty of Versailles and the League

of Nations 
3. Modernization and westernization

of a secular Turkey—Kemal A t a t ü r k
4. Women’s suffrage movement
5 . G reat Depression—causes and impacts
6 . Weimar Republic and the rise of fas-

cism as an aftermath of World War I
7 . Japanese militarism and imperialism

a. Manchuria, 1931
b . Second Sino-Japanese War (1937-1945)

8. Policy of appeasement—Munich Pact
9. Colonial response to European

imperialism
Case studies: Mohandas Gandhi,
Reza Khan,Jiang Jieshi (Chiang Kai-
shek), Mao Zedong.;Zionism, Arab
nationalism, the Amritsar
massacre—Indian nationalism, Salt
March, civil disobedience

10.Arabic and Zionist nationalism

D.World War II—causes and impact
1. Human and physical geography
2. The Nazi and Japanese states
3. Key individuals—Hitler, Mussolini,

Stalin, Churchill, and Roosevelt
4. Key events—Dunkirk, the Blitz, D-

Day, Hitler’s second front, the war
in the Pacific

5. The Nazi Holocaust: the extermina-
tion of Jews, Poles, other Slavs,
Gypsies, disabled, and others

6. Resistance
7. Japan’s role—Nanjing, Bataan, Pearl

H a r b o r
8 . War in China—Long Marc h
9. Impacts of technology on total war
10.Hiroshima and Nagasaki
11.War crime trials
12.Global spatial arrangements—post-

World War II world

2,3,4,5

1,2,3,4,5

1,2,3,4,5

Human/
Physical
Geography

Justice and
Human
Rights

Change
Economic

Systems

Imperialism
Nationalism
Conflict

Human/
Physical
Geography

Change
Economic and

Political
Systems

Science and
Technology

Conflict
Human Rights
Justice

Suggested Documents: Communist polit-
ical posters and art; V.I. Lenin, The Call to
Power; Joseph Stalin, The Hard Line; Nikita
S. Khrushchev, Address to the Twentieth
Party Congress; for the Abdication of
Nikolai II see http://www.dur.ac.uk/~d
ml0www/abdicatn.html
- To what extent did communism and fas-

cism challenge liberal democratic
traditions?

- What impact did Japanese occupation
have on China?

Suggested Documents: Political maps of
the Post World War I time period;
Woodrow Wilson’s speeches; Mao
Zedong, Strategic Problems of China’s
Revolutionary War; Mohandas Gandhi,
Indian Opinion and The Essential Gandhi:
An Anthology; Arthur James Balfour, The
Balfour Declaration

- What roles did Churchill, Roosevelt,
Stalin, Hitler, and Mussolini play in the
outcome of World War II?

- As nations moved toward war, what ro l e s
did individual citizens play in the Third
Reich and in Western democracies?

- To what extent did science and technology
redefine the latter half of the 20th century?

- How did geography affect the conduct
of World War II?

- In what ways did the Germans, Soviets,
British, French, and Americans view the
causes of World War II differently?

Suggested Documents: Maps, World War II
photographs, Teaching About the Holocaust
and Genocide : The Human Rights Series
Volumes I-III (New York State Education
Department); Benito Mussolini, F a s c i s t
D o c t r i n e s; Adolf Hitler, Mein Kampf,
Thomas Mann, An Appeal to Reason, Rudolf
Hoess, Commandant of Auschwitz; Elie
Wiesel, Reflections of a Survivor; Wi n s t o n
C h u rchill, “Blood, Toil, Tears, and S w e a t ”
speech; John Hersey, H i ro s h i m a

Content Standards Concepts/Themes Connections
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A.Cold War balance of power
1. Human and physical geography
2. The world in 1945: physical setting
3. United States occupation of

Germany and Japan
a. The adoption of democratic

systems of government
b. Economic rebuilding of

Germany and Japan
4. Emergence of the superpowers
5. Political climate of the Cold War

a. Marshall Plan
b. Truman Doctrine
c. Berlin airlift and a divided

Germany
d. North Atlantic Treaty

Organization (NATO)/Warsaw
Pact—expanding membership
and role of NATO

e. Hungarian Revolt
f. Soviet invasion of

Czechoslovakia
g. Nuclear weapons and space 
h. Surrogate superpower rivalries

Case studies: (Egypt, Congo,
Angola, Chile, Iran, Iraq,
Vietnam, Guatemala)

i. Role of nonaligned nations

1,2,3,4,5
Human/

Physical
Geography

Political
Systems

Conflict
Decision

Making
Science and

Technology

TEACHER’S NOTE: Students should
understand that the defeat of Germany
and Japan in World War II had funda-
mental impacts on the future political
development of both these powers.
Germany’s and Japan’s new constitutions
reflect these wartime and post-wartime
experiences.
- What impact did the failure of democ-

racy in Germany in the 1930s and 1940s
play in post-World War II Germany?

- What did Germany learn from its
Holocaust experience?

- What reasons can you pose for
Germany’s adoption of one of Europe’s
most liberal asylum laws?

- What is the nature of Germany’s
diplomatic relations with Israel?

- How was Japan’s new constitution
d e v e l o p e d ?

TEACHER’S NOTE: Choose examples
that best fit your local curriculum and
the needs of your students. Students
should investigate superpower rivalries
in at least two different settings.
- What impact did the conflict between the

superpowers have on the rest of the world?
- What was the global impact of the Cold

War?
- Why did nations like Greece and Tu r k e y

become important in this stru g g l e ?
TEACHER’S NOTE: Students should
examine the Cold War from the perspec-
tives of Great Britain, France, Germany,
the Soviet Union, the satellite nations of
Eastern Europe, and the developing
nations of Africa, Asia, and Latin A m e r i c a .
Suggested Documents: Winston
Churchill’s “Iron Curtain” speech, mem-
oirs; newspapers; books of the leading
figures of the Cold War era; geopolitical
maps; videotapes

Content Standards Concepts/Themes Connections
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6. Korean War
a. United States role in the divi-

sion of Korea
b. Comparison of Korea and

Germany
c. Conduct of the war

B. Role of the United Nations
1. Peace keeping
2. Social and economic programs
3. Contemporary social conditions

C. Economic issues in the Cold War and
Post-Cold War era
1. Human and physical geography
2. Acomparison of market versus

command economies (Western
Europe versus Soviet Union)

3. Economic recovery in Europe and
Japan 
a. Western Germany becomes a

major economic power
b. E u ropean economic community/

Common Market/ European
Union—steps toward European
integration

c. Japan becomes an economic
superpower

4. Organization of Petroleum
Exporting Countries (OPEC): oil
crisis in the 1970s

5. Pacific Rim economies/economic
crisis

6. North America Free Trade
Agreement (NAFTA), 1997

D.Chinese Communist Revolution
1. Human and physical geography
2. Communist rise to power (1936-

1949); ,Jiang Jieshi (Chiang 
Kai-shek), Mao Zedong

3. Communism under Mao Zedong 

1,2,3,4,5

2,3,4,5

Human/
Physical
Geography

Justice
Human Rights
Conflict

Science and
Technology

Economic
Systems

Environment
Change

Needs and
Wants

Factors of
Production

Conflict

Conflict
Change
Needs and

Wants
Economic and

Political
Systems

- What role did the United Nations play
in Korea?

- How did Korean expectations of what
would happen to their country after the
war differ from that of the Super Powers?

- What possibility is there for the reunifi-
cation of Korea?

- What threat does North Korea pose today?
The United Nations was created to pre-
vent war and to fight against hunger,
disease, and ignorance.
- How successful has the United Nations

been in achieving its goals?
Suggested Documents: The United
Nations Declaration of Human Rights; for
Cold War documents see h t t p : / / m e t a l a b . u
n c . e d u / e x p o / s o v i e t . e x h i b i t / c o l d w a r. h t m l
TEACHER’S NOTE: Students should
understand that the Cold War was more
than a military rivalry; it was a struggle
for survival and supremacy by two
basically different ideologies and
economic systems.
TEACHER’S NOTE: You might wish to
have students compare and contrast
industrialization in Europe and Japan
with that in Egypt, India, or Korea.
- What role did science and technology

play in this conflict?
- Why did the United States play such a

vital role in the economic recovery of
Europe and Japan?

Suggested Documents: Resource maps,
graphs, charts, cartograms, GDP maps,
World Bank Allocations

TEACHER’S NOTE: Students should be
given the opportunity to hypothesize
about why democratic reforms failed in
China and why Marxism was adopted.
Like Russia, China was not an
industrialized nation.
- How did China alter Marxist theory?
- To what extent are the stages of the

Content Standards Concepts/Themes Connections
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a. Great Leap Forward 
b. The Cultural Revolution and

the Red Guard 
4. Communism under Deng

Xiaoping 
a. Economic reforms—Four

Modernizations
1) Limited privatization
2) Dismantling of Communes
3) Introduction of “responsibil-

ity system”
4) Foreign investment 

b . Fifth modernization—democracy
1) April/May 1989
2) Tiananmen Square

5. Return of Hong Kong—July 1,1997
6. The social system in communist

China versus dynastic China

E . Collapse of European imperialism
1 . Human and physical geography
2 . India—independence and

p a r t i t i o n
a . Political system
b . Muslim/Hindu conflicts
c . Status of the caste system
d . Roles of Mohandas Gandhi and

Jawaharlal Nehru
e . N o n a l i g n m e n t
f . Kashmir and Punjab

3 . African independence movements
and Pan Africanism 
a . Changing political boundaries

in Africa (Nigeria, Ghana, and
K e n y a )

2,5

Factors of
Production

Human Rights
Decision

Making

Human/
Physical
Geography

Imperialism
Urbanization
Conflict

Human/
Physical
Geography

Imperialism
Nationalism

Communist Revolution in China similar
to those of other revolutions?

- What roles did such individuals as
Jiang Jieshi (Chiang Kai-shek) and Mao
Zedong play in the Communist
Revolution in China?

- How successful was Mao in meeting the
needs of the Chinese?

- What were the successes of the Chinese
Revolution under Mao?

- How might a Chinese perspective of
“liberation” differ from that of a
Westerner?

- Why were the Communists under Deng
Xiaoping willing to adopt elements of
the West’s market economies but not
their concept of human rights?

- What role does the citizen play in the
Chinese communist system?

- What hope does democracy have in a
post-Deng China?

- What role will cities such as Hong
Kong, Shanghai, and Guangzhou play
in the 21st-century global economy?

- How did the role of women change?
- What has happened to such practices as

foot binding?
Suggested Documents: Maps showing
expansion of communism (1936-1940);
writings, speeches, memoirs of Mao
Zedong, Deng Xiaoping, and others
Imperialism had played a major role in
the global history of the 19th and 20th
centuries.
- Why did the colonial empires collapse

after World War II?
-What role does the caste system play in

India today?
Suggested Documents: Maps, memoirs,
speeches of Gandhi, Nehru, and others;
videotapes
- What forces brought about the collapse

of European imperialism in the 
post-World War II world?

- What role did non-Western nationalism
play in the collapse?

- To what extent have all ties between
imperialistic nations and former
colonies been completely broken?

Content Standards Concepts/Themes Connections
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b . Roles of Jomo Kenyatta and
Kwame Nkru m a h

c. Continuance of economic
linkages with former colonial
powers

d. Ethnic tensions versus national-
ism: Nigeria and civil war

e. Apartheid—policy of racial
separation and segregation
1) Historical circumstances
2) African National Congress
3) Leadership—Nelson

Mandela, Desmond Tutu, F.
W. de Klerk

f. Political and economic instabil-
ity—Congo (Zaire) or any
other examples

g. Ethnic tensions: Rwanda—
Hutu-Tutsi

4. Southeast Asia
a . Vietnam/Ho Chi Minh
b . Cambodia/Pol Pot/Khmer Rouge
c. Aung San Suu Kyi—Myanmar

F. Conflicts and change in the Middle
East

1. Human and physical geography
2. The creation of the State of Israel,

Arab Palestinians, and Israel’s
Arab neighbors

3 . Roles of individuals—Golda Meir,
Yasir Arafat, Anwar Sadat, King
Hussein, Yitzhak Rabin, Palestine
Liberation Organization (PLO)
a . Arab-Israeli wars
b . Peace tre a t i e s

4 . Role of terro r i s m
5 . Turkey and Iraq—Kurd s
6. Migration of Jews from Europe,

the United States, the Soviet
Union, and Africa

7. The Iranian Revolution
a. Causes and impact 
b. Ayatollah Ruhollah Khomeini

versus Reza Pahlavi
8. Persian Gulf War—Saddam

Hussein

1,2,3,4,5

2

Change
Political Systems
Economic

Systems
Human Rights
Justice

Human Rights

Human/
Physical
Geography

Political Systems
Economic

Systems
Interdependence
Conflict

Nationalism
Justice and

Human Rights
Diversity
Conflict

Suggested Documents: Nelson Mandela,
The Rivonia Trial Speech to the Court;
Kwame Nkrumah, I Speak of Freedom: A
Statement of African Ideology

TEACHER’S NOTE: Students should
have the opportunity to examine the
multiple perspectives at play in
Southeast Asia.
- To what extent can the war in Vietnam

be seen as an anti-imperialist revolt?
Suggested Documents: Maps, speeches,
and memoirs of Ho Chi Minh, Pol Pot,
Aung San Suu Kyi, and others

TEACHER’S NOTE: Students should
examine Islamic fundamentalism from
multiple perspectives in at least two
nations. Students should also study fun-
damentalist groups in other religions and
regions.
- To what extent has the migration of

Jews to Israel been similar to earlier
migrations? similar to other migrations
going on today?

- Why has it proven so difficult to resolve
conflict in the Middle East?

- Why is this region so important to the
world’s global economy?

- What role have the United States,
United Nations, and Egypt played in
trying to resolve Arab-Israeli conflicts?

Suggested Documents: Maps, speeches,
cartoons, treaties, eyewitness accounts,
and videotapes

Content Standards Concepts/Themes Connections

UNIT SEVEN; THE 20TH CENTURY SINCE 1945, continued
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9. Islamic fundamentalism (Iran,
Libya, Afghanistan, Algeria,
Turkey)

G.Collapse of communism and the
breakup of the Soviet Union
1. Human and physical geography
2. Background events, 1970 to 1987
3. Poland’s Solidarity and Lech

Walesa
4. Mikhail Gorbachev (perestroika

and glasnost)
5. Fall of the Berlin Wall and the

reunification of Germany—causes
and impacts

6. Ethnic conflict in former satellite
states, e.g., Kosovo, Bosnia

7. Changing political boundaries 
8. Challenges faced by post-commu-

nist Russia—the world of Boris
Yeltsin

H.Political and economic change in
Latin America
1. Latin America: physical setting 
2. Argentina

a. Peron
b. The Mothers of the Plaza De

Maya
3. Fidel Castro’s Cuban

Revolution—causes and impact
4. Nicaragua and the Sandinistas
5. Guatemala and the indigenous

peoples
6. Changing role of the Roman

Catholic Church in Latin America
7. Latin American immigration to

the United States
8. Return of the Panama Canal

1,2,3,4,5

4

5

Human/
Physical
Geography

Economic and
Political
Systems

Decision
Making
Conflict
Citizenship

Human/
Physical
Geography

Conflict
Change
Political

Systems
Decision

Making

- What role does Islamic fundamentalism
play in modern Turkey?

- To what extent was the collapse of com-
munism in the Soviet Union a major
turning point in global history?

- In what ways can it be compared to the
fall of the Roman Empire and the Han
D y n a s t y ?

- What caused the collapse of commu-
nism in the Soviet Union?

- What was the impact of the collapse on
the West? on Cuba?

- What role did nationalism play in the
collapse of communism and the
breakup of the Soviet Union?

- What historic ties did Eastern Europe
have with Western Europe?

- Why did communism as an economic
system collapse in the Soviet Union?

- What problems does Russia face as it
moves toward capitalism?
Suggested Documents: Writings and
speeches of  Vaclav Havel, Mikhail S.
Gorbachev, Boris Yeltsin, and Lech
Walesa
- What is the future of a post-Cold War
Cuba?
Suggested Documents: Political and eco-
nomic maps of Latin America, speeches
and memoirs of Fidel Castro, Carlos
Salinas de Gortari, Jose Napoleon
Duarta, Violeta Barrios de Chamorro;
Camilo Torres, Communism and Revolution
in Latin America

Content Standards Concepts/Themes Connections

UNIT SEVEN; THE 20TH CENTURY SINCE 1945, continued
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A . Social and political patterns and change
1. Human and physical geography

2. Population pressures and poverty
(China, India, Africa, and Latin
America)
a. One-child policy—China
b. Family planning—India
c. Mother Theresa
d. Cycles of poverty and disease

3. Migration
a. Urbanization
b. Global migration

Suggested case studies: Turkish,
Italian, and Russian immigration
to Germany, North African immi-
gration to France, Latin American
and Asian immigration to the
United States, and Hutu and
Tutsis immigration

4. Modernization/tradition—finding
a balance
a. Japan
b. Middle East (Saudi Arabia,

Egypt, Afghanistan, and
Algeria)

c. African
d. Latin America

5. Scientific and technological
advances
a. Treatment of infectious diseases
b. Improved standard of living 

6. Urbanization—use and distribu-
tion of scarce resources (Africa,
India, Latin America)

7. Status of women and children
a. Economic issues, e.g., child

labor
b. Social issues, e.g., abuse and

access to education

1,2,3

3,4

1,2,3,4,5

2

3,4

5

Human/
Physical
Geography

Movement of
People and
Goods

Conflict
Human Rights

Change

Science and
Technology

Urbanization
Needs and

Wants

Students should be able to investigate the
characteristics, distributions, and migra-
tions of human populations on the
Earth’s surface.
- What patterns of migration are emerg-

ing in the late-20th/early-21st century?
- To what extent are these patterns

global?
- What is the relationship between the

migration of people and ethnic tensions? 
- What is the relationship between ethnic

tensions and nationalism?
- What opposition has arisen to

migration? Why?
- To what extent are current migrations

similar to early migrations? How are
they different?

TEACHER’S NOTE: In most societies
there is a tension between tradition and
modernization. Traditional societies that
are modernizing frequently develop con-
flicts regarding the secularization of the
political system and the assumption of
nontraditional roles by men and women.
Non-Western nations often look to tech-
nology to resolve their social, political,
and economic problems and at the same
time they want to maintain their tradi-
tional culture and values. You may want
to examine industrialization in one or
two developing nations in depth.
- What impact did the scientific and tech-

nological advances of the period have
on life expectancy, war, and peace?

- What would Thomas Malthus have said
about these changes?

- To what extent is the process of indus-
trialism similar from one nation to the
next?

- What role does democracy play in Latin
America?

- What problems are posed by increased
modernization and urbanization in
developing nations?

Urbanization and population pressures
are issues facing all nations. Students

Content Standards Concepts/Themes Connections

UNIT EIGHT: GLOBAL CONNECTIONS AND INTERACTIONS
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c. Political issues, e.g., participa-
tion in the political process

8. Ethnic and religious tensions: an
analysis of multiple perspectives
a. Northern Ireland
b. Balkans: Serbs, Croats, and

Muslims
c. Sikhs and Tamils
d. Indonesian Christians
e. China—Tibet
f. Indonesia—East Timor

B. Economic issues
1. North/South dichotomy: issues of

development (post-colonialism)
a. Africa
b. Latin America

2. Korea’s economic miracle
3. Economic interdependence
4. World hunger

2,4,5

1,2,4

Factors of
Production

Environment
Human Rights

Conflict
Change

Change
Economic

Systems
Needs and

Wants
Factors of

Production
Scarcity
Interdependence 

need to understand how nations use and
distribute scarce resources. Urbanization,
modernization, and industrialization are
powerful agents of social change in devel-
oping nations.
- What factors determine whether or not a

nation is overpopulated?
- What strategies are nations taking to over-

come the adverse aspects of urbanization
and overpopulation?

- To what extent has the status of women
advanced throughout the 20th century?

Suggested Documents: Official United
Nations documents from the Beijing
Conference on Women (1995); Amnesty
International, Political Murder; Paul
Kennedy, Demographic Explosion

TEACHER’S NOTE: Students should
understand that as global economic sys-
tems become more interdependent, eco-
nomic decisions made in one nation or
region have implications for all regions.
Economic development for all nations
depends upon a wise use of globally
scarce resources. 
- What is meant by the term “post-

colonialism”?
- What is the relationship between former

colonies and the nations that once
controlled them?

-How has the global economy changed
since 1945?

- What weaknesses do many developing
economies face?

- What made Korea’s economic miracle
possible?

-To what extent is Latin America moving
from a cash crop economy to a
diversified industrial economy?

- On what basis are economic decisions being
made in developing nations? in industrial-
ized nations? (Compare / c o n t r a s t . )

- How has economic decision making
become more global as the world
economy becomes increasingly
interdependent? 

- To what extent have economic disparities
between developed and developing
nations persisted or increased?

Content Standards Concepts/Themes Connections

UNIT EIGHT: GLOBAL CONNECTIONS AND INTERACTIONS, continued
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C. The environment and sustainability
1. Pollution—air, water, toxic waste

(Europe)
2. Deforestation (Amazon Basin)
3. Desertification (Sahel)
4. Nuclear safety (Chernobyl)
5. Endangered species (Africa)

D.Science and technology
1. Information age/Computer

Revolution /Internet
2. Impact of satellites
3. Green Revolution
4. Space exploration
5. Literacy and education
6. Medical breakthroughs—disease

control/life expectancy/genetics
7. Epidemics—AIDS

8. Nuclear proliferation

1,2,3,4,5

1,2,3,4,5

2,4

Interdependence 
Environment

and Society
Technology
Economic

Systems

Human/
Physical
Geography

Environment 
Science and

Technology
Change

Conflict

- How do societies balance their desire
for economic development with the
pressures such development places on
the environment?

- To what extent does conflict exist
between developed and developing
nations over environmental issues? 

- What is the responsibility of developing
nations on the depletion of resources?

- What is the relationship between scien-
tific/technological development and
ethics?

- What is the impact of the Green
Revolution on population and poverty?

- What would Thomas Malthus have
thought about the impacts of science
and technology on life spans and
health?

Suggested Documents: USGS, NASA,
and National Geographic Web sites
(www.nationalgeographic.com); World
Bank, World Development Report,1992
TEACHER’S NOTE: Students should
have the opportunity to compare and
contrast the nuclear threat at the end of
World War II with that threat at the end
of the 20th century.
- What nations can be described as

nuclear powers?
- What nations have an undeclare d

nuclear capacity?
- What nations are suspected of having

secret nuclear weapons?
-What role does nationalism play in

nuclear proliferation?
- What threat does nuclear proliferation

pose for world peace?
- What impact has the collapse of

communism had on nuclear
proliferation?

Content Standards Concepts/Themes Connections

UNIT EIGHT: GLOBAL CONNECTIONS AND INTERACTIONS, continued
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UNITED STATES HISTORY AND GOVERNMENT

United States history is the history of a great experiment in re p resentative democracy.
The basic principles and core values expressed in the Declaration of Independence
became the guiding ideas for our nation's civic culture. United States history since the

Declaration of Independence has witnessed continued efforts to apply these principles and
values to all people. Adoption of the United States Constitution codified these principles, but,
as the history of our nation shows, that document and its amendments re p resented only the
first step in achieving "liberty and justice for all."

One major goal of the State social studies curriculum, K-11, calls for students to learn about
the stru c t u re and function of governments and to learn how to take on their roles as citizens.
Students should understand those basic principles and the cultural heritage that support our
democracy so that they can become informed, committed participants in our democracy. This
c o re curriculum lists examples that describe how individuals and groups throughout history
have challenged and influenced public policy and constitutional change. These examples and
this course of study should help students understand how ordinary citizens and groups of
people interacted with lawmakers and policy makers and made a diff e re n c e .

This core curriculum is organized into seven historical units. Each unit lists the content,
concepts and themes, and connections teachers should use to organize classroom instru c t i o n
and plan for assessment. The State Regents examination for United States History and
Government will be based on the content column in this core curriculum. The following
concepts and themes in United States history are also emphasized in this curriculum:

Change
Citizenship
Civic Values
Constitutional Principles
Culture and Intellectual Life
Diversity
Economic Systems
Environment
Factors of Production
Foreign Policy
Government
Human Systems
Immigration and Migration
Individuals, Groups, Institutions
Interdependence
Physical Systems
Places and Regions
Reform Movements
Presidential Decisions and Actions
Science and Technology

����



122

Since this curriculum emphasizes government and basic constitutional principles, students
should understand the importance of key United States Supreme Court decisions. The
following re q u i red Supreme Court decisions have had significant impact on our nation’s
h i s t o r y :

Briefs of these cases are available in U. S. Supreme Court Decisions: A Case Study Review for
U.S. History and Government, developed by Project P. A . T.C.H. of the Northport-East Northport
U . F.S.D. and the Law, Youth, and Citizenship Program. The book can be accessed on the
internet at h t t p : / / w w w. t o u ro l a w. e d u / p a t c h / C a s e S u m m a r y.html w h e re the briefs are linked
to the full text of each case.

The connections column for this core curriculum was developed by Ms. Alice Grant,
Pelham U.F.S.D. and Mr. Walter J. Gable, Seneca Falls C.S.D. Content reviews were pro v i d e d
by Dr. Gregory S. Wi l s e y, Dire c t o r, Law, Youth, and Citizenship Program of the New Yo r k
State Bar Association and the New York State Education Department and Dr. James G. Basker,
P resident, Gilder Lehrman Institute of American History.

Marbury v. Madison (1803)
McCulloch v. Maryland (1819)
Gibbons v. Ogden (1824)
Worcester v. Georgia (1832)
Dred Scot v. Sanford (1857)
Civil Rights Cases (1883)
Wabash, St. Louis & Pacific R.R. v. Illinois ( 1 8 8 6 )
United States v. E.C. Knight Co. (1895)
In Re Debs (1895)
Plessy v. Ferguson (1896)
Northern Securities Co. v. United States (1904)
Lochner v. New York (1905)
Muller v. Oregon (1908)
Schenck v. United States (1919)
Schechter Poultry Corporation v. United States (1935)
Korematsu v. United States (1944)
Brown v. Board of Education of Topeka (1954)
Watkins v. United States (1957)
Mapp v. Ohio (1961)
Baker v. Carr (1962)
Engle v. Vitale (1962)
Gideon v. Wainwright (1963)
Heart of Atlanta Motel v. United States (1964)
Miranda v. Arizona (1966)
Tinker v. Des Moines (1969)
New York Times v. United States (1971)
Roe v. Wade (1973)
United States v. Nixon (1974)
New Jersey v. TLO (1985)
Cruzan v. Director, Missouri Department of Health (1990)
Planned Parenthood of Southeastern Pennsylvania, et. al. v. Casey (1992)
Vernonia School District v. Acton (1995)
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A.The physical/cultural setting in the 
Americas
1. Size and location
2. Major zones/areas

a. Climate zones
b. Vegetation zones
c. Agricultural areas
d. Natural resources

3. Factors that shaped the identity of the
United States
a. Major mountain ranges
b. Major river systems
c. Great Plains
d. Atlantic/Pacific oceans
e. Coastlines
f. Climate
g. Abundance of natural resources

4. Barriers to expansion/development
a. Climate
b. Mountain ranges
c. Arid lands
d. Great Plains

B. Role/influence of geography on historical/-
cultural development
1. Influences on early Native American

Indians
2. Influence on colonization patterns and

colonial development
3. Territorial expansion
4. Impact during wartime
5. Effect of location on United States foreign

policy

Places and
Regions

Physical Systems 

Physical Systems

Physical Systems

Environment
Human Systems

I. GEOGRAPHY

Content Concepts/Themes Connections

UNIT ONE: Introduction

Note: Sections A-1 to A-3 are suggested
as a combination review and overview
of United States geography that should
introduce this course of study. Sections
A-4 to D-5 are incorporated into the
content outline of this core curriculum
at the appropriate historical points. The
Connections column suggests where
these geographic concepts and themes
can be integrated into the study of
United States history and government.
Use climate and physical feature maps
to illustrate physical setting, regions,
and features of different places in the
United States.

Use maps showing the stages of the
expansion of the United States to
demonstrate the importance of strate-
gic location and to explain economic
need to secure the port of New Orleans
in the Louisiana Purchase (1803) or the
need to obtain a natural boundary to
the West such as the Mississippi River
in the Treaty of Paris (1783). (Study in
greater detail in UNIT TWO.)
Discuss the influence of geography on
settlement/demographic patterns in
the United States, e.g.,
- the fact that the Great Plains area

was settled in the period after the
Civil War (UNIT THREE); 

- lack of settlement in the arid lands
of the Mexican Cession (UNIT TWO
and UNIT THREE); 

- influence of mountain ranges such as
Appalachians and Rocky Mountains
on westward travel and settlement
(UNIT TWOand UNIT T H R E E ); 
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C. Geographic issues today
1. Waste disposal
2. Water/air pollution
3. Shifting populations
4. Energy usage
5. Urban problems/challenges

D.Demographics
1. Characteristics

a. Gender
b. Age
c. Ethnicity
d. Religion
e. Economic variables
f. Nature of household
g. Marital status

2. Immigration
3. Migration
4. Population relationships/trends since 1865

a. Population growth
b. Distribution
c. Density

5. Current issues
a. Graying of America
b. Effects of the baby boom generation
c. Changing composition of populations

I.  GEOGRAPHY, continued

Content Concepts/Themes Connections

Science and
Technology

Human Systems

Change

Immigration and
Migration

Diversity

- midwestern: effect of the Dust Bowl
on agriculture (UNIT FIVE);

- impact of the energy crisis of the 1970s
on the development and demographic
growth of the Southeast and
Southwest (UNIT SEVEN).

- lure of the so-called sun belt states for
the increasing numbers of retired
people (UNIT SEVEN)

Illustrate the importance of strategic loca-
tion in foreign policy discussions, e.g.,
- i n t e rest in protecting the We s t e r n

H e m i s p h e re with Monroe Doctrine
(U N I TT W O) and Roosevelt Coro l l a r y
(UNIT FOUR) ;

- interest in building the Panama Canal
to link the Atlantic and Pacific trade
(UNIT FOUR);

- annexation of Hawaii as a potential
naval base (UNIT FOUR);

- acquisition of the Philippines in rela-
tion to China trade (UNIT FOUR); 

- Gulf War in terms of protecting oil
resources of the Persian Gulf region
(UNIT SEVEN).

Discuss these geographic issues as they
relate to the United States’ adjustment to
industrial and demographic change
(UNITS THREE - SEVEN). Consider
demographic change in discussing stages
of settlement and impacts of new waves
of immigrants (UNITS THREE - SEVEN).
Consider the impact of demographic
change and political, economic, and
social life, for example:
- implications of baby boom generation

at the early stages of their life cycle
(increased demands for housing after
WWII);

- pressure on educational resources of
the 1950s, 1960s, and 1970s;

- graying of the population and its
effects on Social Security and
Medicare (UNIT SIX and UNIT
SEVEN).
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I.  THE CONSTITUTION: THE FOUNDATION OF AMERICAN SOCIETY

UNIT TWO: CONSTITUTIONAL FOUNDATIONS FOR THE UNITED
STATES DEMOCRATIC REPUBLIC

A. Historical foundations
1. 17th- and 18th-century Enlightenment

thought
a. European intellectuals (Locke,

Montesquieu, Voltaire, Rousseau)
b. Key events (Magna Carta, habeas corpus,

English Bill of Rights, Glorious 
Revolution)

2. The peoples and peopling of the American
colonies (voluntary and involuntary)
a. Native American Indians (relations

between colonists and Native American
Indians, trade, alliances, forced labor,
warfare)

b. Slave trade
c. Varieties of immigrant motivation, ethnici-

ties, and experiences
3. Colonial experience: political rights and

mercantile relationships
a. Colonial charters and self-government:

Mayflower Compact, town meetings,
House of Burgesses, local government,
property rights, enforceable contracts,
Albany Plan of Union

b. Native American governmental systems
c . Colonial slavery (evolution and variation

of slavery in Chesapeake, South Caro l i n a
and Georgia, lower Mississippi Va l l e y,
middle colonies, and the North; slave
resistance; influence of Africa and
African-American culture upon colonial
c u l t u res; contradiction between slavery
and emerging ideals of freedom and
l i b e r t y )

d. Freedom of the press: the Zenger case
e. Salutary neglect, rights of English citizens

in America
4. The Revolutionary War and the Declaration of

Independence
a. Causes of the Revolution
b. Revolutionary ideology (republican princi-

ples, natural rights)
c. Revolutionary leaders: Benjamin Franklin,

George Washington, John Adams, Samuel
Adams, Patrick Henry

Citizenship 
Civic Values

Civic Values

Government

Civic Values
Change

Students should understand that
American political rights and institutions
are derived from (1) British political tra-
ditions, (2) 18th-century Enlightenment
thought, and (3) developments during
the colonial period.

Suggested Documents: Mayflower
Compact, Albany Plan of Union,
Declaration of Independence, New York
State Constitution

Students should understand the
American Revolution as the result of
colonial resistance to changes in British
imperial policy after 1763. To what extent
did the Declaration of Independence
reflect Enlightenment thought and colo-
nial experiences?
Suggested Document:Thomas Paine,
Common Sense

Content Concepts/Themes Connections
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d. Slavery, African-Americans, and the
outcome of the American Revolution
(African-American role in the Revolution,
growth of the “free black” population)

5. New York State Constitution based on repub-
lican principles
a. New York State Constitution
b. State constitutions (ratification by the

people, unicameral versus bicameral
legislatures, branches of government)

c. Guaranteeing religious liberty (dis-
establishment of churches, the growth of
religious pluralism)

d. The abolition of slavery in the North
6. Articles of Confederation

7. Northwest Ordinance

B. Constitutional Convention
1. Representation and process

a. Framers of the Constitution (James
Madison)

b. Plans of government (Virginia plan, New
Jersey plan, Connecticut plan)

2. Conflict and compromise: seeking effective
institutions
a. Protecting liberty against abuses or power
b. Power separated and balanced
c. The Constitution, slavery, and fear of

tyrannical powers of government
3. The document: structure of government

4. Ratification
a. The Federalist Papers—a New York activity

with widespread influence
b. The debate: Federalist and Anti-Federalist

arguments
C. The Bill of Rights

Civic Values

Government

Civic Values

- What features from state constitutions,
including New York’s, were incorpo-
rated into the United States
Constitution?

- Why was this time called the “critical
period”?

- Why were the powers of the national
government purposely limited? What
were the major strengths and weak-
nesses of the government under the
Articles? How did the authors of the
Constitution remedy these
weaknesses?

Students should understand that the
Philadelphia convention addressed weak-
nesses of the Articles while at the same
time trying to avoid a tyrannical national
g o v e r n m e n t .
- What kinds of men were delegates?

Why? 
- Why were no women or African-

Americans included? How does this
help to explain some of the resulting
provisions?

- Upon what principles of government
did the authors agree? disagree?

- What were the important
compromises reached?

- How did the compromises deal with
slavery issues?

- How was the national government
under the Constitution different from
that under the Articles?

Students should understand the major
a rguments expressed in the Federalist
Papers to gain support for the pro p o s e d
Constitution. Students could examine
Federalist Papers 51 and 78 and write a
paper in support of ratification.
Students should understand why the
Bill of Rights was added to the

Content Concepts/Themes Connections

I.  THE CONSTITUTION: THE FOUNDATION OF AMERICAN SOCIETY, continued
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I.  THE CONSTITUTION: THE FOUNDATION OF AMERICAN SOCIETY, continued

D.Basic structure and function: three branches and
their operation

E. Basic constitutional principles
(1) national power—limits and potentials
(2) federalism—balance between nation and

state
(3) the judiciary—interpreter of the

Constitution or shaper of public policy
(4) civil liberties—protecting individual

liberties from governmental abuses; the
balance between government and the
individual

(5) criminal procedures—the balance
between the rights of the accused and
protection of the community and victims

(6) equality—its historic and present
meaning as a constitutional value

(7) the rights of women under the
Constitution

(8) the rights of ethnic and racial groups
under the Constitution

(9) Presidential power in wartime and in
foreign affairs

(10)the separation of powers and the capacity
to govern

(11)avenues of representation
(12)property rights and economic policy
(13)constitutional change and flexibility

F. Implementing the new constitutional principles
1 . C reating domestic stability through sound

financial policies: Hamilton’s financial
p l a n s

2. Development of unwritten constitutional

Government

Diversity

Government

Constitution, what the contents of the
various amendments are, and how the
S u p reme Court has interpreted and
applied the wording in specific cases.
(Note: Teachers might consider dis-
cussing Bill of Rights cases listed later in
the core curriculum while studying the
Bill of Rights pro v i s i o n s . )
- How did the Bill of Rights satisfy the

Anti-Federalist argument?
- What specific provisions have been

interpreted by the Supreme Court?
Students should understand the powers of
each of the three branches of government
as well as the system of checks and bal-
ances. Students could list the powers of
each branch and explain current examples
of checks and balances.
Students should understand basic consti-
tutional principles and monitor their
application throughout the course. After
completing work on sections A-E, stu-
dents could prepare a chart of several
specific ideas expressed in the original
Constitution and Bill of Rights. For each
of these ideas, the students should (1)
explain the meaning of the idea, (2) iden-
tify its historical origin(s), and (3) cite
specifically where that idea is found in
the Constitution and/or Bill of Rights.
Suggested Documents: Federalist Papers,
United States Constitution, Bill of Rights

Students should understand that the
Constitution provided only the basic
framework for our government. In the
early years under the Constitution, sev-
eral important practical details of
government were added.

Content Concepts/Themes Connections
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I.  THE CONSTITUTION: THE FOUNDATION OF AMERICAN SOCIETY, continued

government under Washington, Adams, and
Jefferson: cabinet, political parties, judicial
review, executive and Congressional interpre-
tation, lobbying; the Marshall Court (Marbury
v. Madison, 1803, McCulloch v. Maryland, 1819,
and Gibbons v. Ogden, 1824)

3. Establishing a stable political system
a. The Federalist and Republican parties

(philosophies of Hamilton and Jefferson)
b. Suppressing dissent (the Whiskey

Rebellion, the Alien and Sedition Acts)
4. Neutrality and national security, Washington

through Monroe: foreign affairs, establishing
boundaries
a. Neutrality: Akey element of American for-

eign policy—influence of geography
b. Anew nation in a world at war
c. Economic pressures as a tool of diplomacy
d. The failure of Republican diplomacy: War

of 1812 (significance of the War for Native
American Indians, Spain, the growth of
industry)

e. Monroe Doctrine

Foreign Policy

- How did Hamilton’s financial plans
contribute to economic growth?

- How did Jefferson’s and Madison’s
opposition to Hamilton’s plans
contribute to the rise of political
parties? 

- How did the diff e rent geographic
regions react to the economic debate?

- How was the “necessary and pro p e r ”
clause involved in the debate? How
has this clause been used thro u g h o u t
our nation’s history?

- What roles did Washington, Adams,
and Jefferson play in shaping the
office of President which had been
vaguely defined in the Constitution?

- How did the rulings of the Marshall
Court in Marbury v. Madison, McCulloch
v. M a r y l a n d , and other cases stre n g t h e n
the power of the Supreme Court com-
p a red to the other two branches? How
did the Marshall Court influence the
elements of federalism?

- What motives influenced the conduct
of United States foreign policy in the
following periods?

Federalist Era: 1789-1800; 1801-1812;
Post War of 1812; Monroe Doctrine,
Manifest Destiny

- How did geography contribute to each
of these foreign policy decisions?

- How did the debate over foreign policy
influence the development of political
p a r t i e s ?

- How did Jefferson, a strict construc-
tionist and a devotee of limited gov-
ernment and frugality in terms of
government spending, justify the
purchase of Louisiana?

- Was the War of 1812 a “second war for
independence,” a war of expansion, or
a war for maritime rights?

- To what extent did the Monroe
Doctrine reflect isolationist/neutrality
sentiment? United States national
concerns? the concerns of the new
Latin American republics?

- To what extent was Manifest Destiny a
philosophical justification for other,
m o re complex social, political, and eco-
nomic motives?

Content Concepts/Themes Connections
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I.  THE CONSTITUTION: THE FOUNDATION OF AMERICAN SOCIETY, continued

- What regional tensions are evident in
the debate over such issues as the
Louisiana Purchase, Embargo Act of
1807, War of 1812, and Manifest
Destiny?

- In the attempt to obtain more secure
national boundaries, what areas were
acquired by war? by treaty and
purchase?

- What geographic factors were involved
in acquisition and settlement of new
t e r r i t o r i e s ?

Content Concepts/Themes Connections

Content Concepts/Themes Connections

A.Factors unifying the United States, 1789-1861
1. The first and second two-party systems
2. The market economy and interstate commerce
3. The Marshall Court

B. Constitutional stress and crisis
1. Developing sectional differences and

philosophies of government
a. The growth of urban and industrial

patterns of life in the North
( 1 . ) the transportation revolution (Erie Canal,

rise of the port of New York, New Yo r k
City’s rise as a trade and manufacturing
c e n t e r )

(2.) the introduction of the factory system
( 3 . ) working conditions
(4.) women and work
(5.) urban problems

b. Middle-class and working-class life in the
pre-Civil War North (families, gender roles,
schooling, childhood, living conditions,
status of free blacks)

Diversity

Government

Factors of
Production

II.  THE CONSTITUTION TESTED: NATIONALISM AND SECTIONALISM

Students should understand that there
were forces contributing to national unity
as well as sectionalism.
- What factors contributed to the grow-

ing economic interdependence of the
United States at this time?

- How did the further development of
political parties reflect the growing
economic and regional differences?

- How did the rulings of the Marshall
Court help to strengthen the national
government and thereby help to unite
the country?

- What geographic and economic
factors contributed to sectional
differences?

- How did the question of the admission
of new territories such as Missouri and
later the Mexican Cession thre a t e n
national unity?

- How was the character of A m e r i c a
a l t e red by conquest and annexation of
the (1) Louisiana Purchase and (2)
Mexican Cession?

- What compromises were reached in
1820, 1833, and 1850 to resolve these
sectional differences and avert-
constitutional crisis?

- What characterized the early
immigrant experience?
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II.  THE CONSTITUTION TESTED: NATIONALISM AND SECTIONALISM, continued

Immigration
and Migration

Diversity

Civic Values

Reform
Movement

Immigration
and Migration

- What roles did these immigrant
g roups play in pre-Civil War A m e r i c a n
society—Irish, German, Scandinavian,
and Chinese?

- Where did these immigrant groups
settle and why?

- How did new arrivals change the
composition of a region?

Students should understand the causes
(push and pull factors) of Irish immigra-
tion to the United States during this
period and the impacts of that migration
on both Ireland and the United States.
Students should understand that the Age
of Jackson led to a series of democratic/
humanitarian reform movements.
- To what extent were reforms realized

in the areas of voting rights, the aboli-
tion of slavery, women’s rights, and
property rights for Native American
Indians?

Suggested Documents: Seneca Falls
Declaration and Resolutions on Woman’s
Rights, 1848

- Did the Supreme Court ruling in Dred
Scott v. Sanford make a civil war
inevitable? Was “compromise”
possible?

- Why did Southerners see the election
of Lincoln in 1860 as such a threat?

- On what basis did Southerners justify
their secession? How did this
viewpoint compare with that of the
Founding Fathers?

- How did Lincoln and Buchanan diff e r
re g a rding their constitutional powers as
P re s i d e n t ?

- In addition to slavery, what factors
contributed to the Civil War?

Suggested Document: Dred Scott v.
Sanford, 1857

Content Concepts/Themes Connections

c . F o reign immigration and nativist re a c-
tions (Jews; Irish mass starvation, 1845-
1850; Germans; 1848 refugees; Know
N o t h i n g s )

d . Patterns of Southern development (gro w t h
of cotton cultivation, movement into the
Old Southwest, women on plantations)

e . Life under slavery (slave laws; material
conditions of life; women and childre n ;
religious and cultural expre s s i o n ;
re s i s t a n c e )

2. Equal rights and justice: expansion of fran-
chise; search for minority rights; expansion of
slavery; abolitionist movement; the under-
ground railroad; denial of Native American
Indian rights and land ownership
a. Political democratization: national political

nominating convention, secret ballot
b. The rise of mass politics (John Quincy

Adams, Andrew Jackson, the spoils system,
the bank war, Martin Van Buren)

c. Native Americans
(1.) History of Indian relations from 1607
(2.) Native American cultural survival

strategies (cultural adaptation, cultural
revitalization movements, Pan-Indian
movements, resistance)

(3.) The removal policy: Worcester v. Georgia,
1832

d. The birth of the American reform tradition
(religious and secular roots; public schools;
care for the physically disabled and the
mentally ill; the problems of poverty and
crime; antislavery; women’s rights
movement)

3. The great constitutional debates: states’ rights
versus federal supremacy (nullification);
efforts to address slavery issue (Missouri
Compromise, Compromise of 1850, fugitive
slave law, Dred Scott v. Sanford, 1857);
preservation of the Union

C. Territorial expansion through diplomacy, migra-
tion, annexation, and war; Manifest Destiny
1. The Louisiana Purchase

����



131

Civic Values
Constitutional

Principles

Change

- Was the Civil War necessary to resolve
the conflict over federalism?

- To what extent were the powers of the
President expanded as Lincoln
attempted to deal with the crisis of
civil war?

Suggested Documents: The
Emancipation Proclamation, the
Gettysburg Address

Content Concepts/Themes Connections

2. Exploring and settling the West (explorers,
Lewis and Clark expedition, naturalists, trap-
pers and traders, trailblazers, missionaries,
pioneers, the Mormon Church

3. The Spanish, Mexican, and Native American
West

4. Motives for and implications of expansion and
western settlement

5. Politics of western expansion (Manifest
Destiny, the Texas and Oregon questions, the
Mexican War)

6. Impact of western expansion upon Mexicans
and Native Americans

D.The Constitution in jeopardy: The American Civil
War
1. United States society divided

a. Party disintegration and realignment and
sectional polarization (Kansas-Nebraska
Act, disintegration of the Whig Party and
the rise of the Republican Party, Dred Scott
decision, John Brown’s raid)

b. Abraham Lincoln, the secession crisis, and
efforts at compromise (Lincoln-Douglas
debates, election of 1860, secession,
compromise plans, Fort Sumter)

2. Wartime actions
a. Military strategy, major battles (Antietam,

Gettysburg), and human toll
b. Impact of war on home front (civil liberties

during the Civil War, women’s roles)
c. Government policy during the war

(wartime finances, creating a national cur-
rency, transcontinental railroad, Homestead
Act)

d. Lincoln and Emancipation (the
Emancipation Proclamation, the Gettysburg
Address, African-American participation in
the Civil War, the 13th Amendment)

II.  THE CONSTITUTION TESTED: NATIONALISM AND SECTIONALISM, continued
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A.Reconstruction plans
1. Lincoln’s plan
2. Congressional Reconstruction
3. Post-Civil War amendments (13th, 14th, and

15th)
4. Impeachment of Andrew Johnson
5. The reconstructed nation and shifting rela-

tionships between the federal government,
state governments, and individual citizens

B. The North
1. Economic and technological impacts of the

Civil War
2. Expanding world markets
3. Developing labor needs

C. The New South
1. Agriculture: land and labor (sharecropping

and tenant farming)
2. Status of freedmen

a. The economic, political, social, and educa-
tional experiences of formerly enslaved
African-Americans

b. From exclusion to segregation
3. Struggle for political control in the New South

Change
Constitutional

Principles
Citizenship

Factors of
Production

Places and
Regions

Change

- In what ways were the Congressional
Republican plans for Reconstruction
more “radical” than those of Abraham
Lincoln and Andrew Johnson? What
were their views on secession,
amnesty and pardon, and procedures
for readmission of the Confederate
states?

- How might the debate over
Reconstruction have been seen as an
attempt to restore the balance of
power between Congress and
President that had been eroded by
Lincoln’s wartime measures?

- Why did the Radical Republicans
want to impeach Andrew Johnson?
What are the constitutional grounds
for impeachment?  Had Johnson been
removed from office through the
impeachment process, how might our
government system have changed?

- What are the specific provisions of the
13th, 14th, and 15th amendments? In
spite of the passage of these amend-
ments, how did the Southern states
deprive African-Americans of these
rights for over 100 years?

- What impact did the withdrawal of
federal support for enforcement of
these amendments have upon the
status of freedmen?

- In what ways did the North benefit
economically from the Civil War?

Students should understand what eco-
nomic changes were brought about in the
South in the years after the Civil War.
- What new forms of economic and

political discrimination developed in
the years following the Civil War?

- In what ways did the Freedmen’s
Bureau benefit freed slaves?

- What were the successes and failures
of Reconstruction?

Content Concepts/Themes Connections

UNIT THREE: INDUSTRIALIZATION OF THE UNITED STATES

I.  THE RECONSTRUCTED NATION
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I.  THE RECONSTRUCTED NATION, continued

4. Supreme Court interpretations of the 13th and
14th amendments (Civil Rights Cases, 1883)

5. The emerging debate over “proper” role of
African-Americans 

D.End of Reconstruction
1. Disputed election of 1876
2. End of military occupation
3. Restoration of white control in the South

(1870s and 1880s) and abridgment of rights of
freed African-Americans

4. Plessy v. Ferguson, 1896: “separate but equal”

E. The Impact of the Civil War and Reconstruction:
Summary
1. On political alignments
2. On the nature of citizenship
3. On federal-state relations
4. On the development of the North as an

industrial power
5. On American society

Citizenship

Environment

- How did the Supreme Court rulings in
the Civil Rights Cases narrow the
meaning of the 14th Amendment?

- Students might use excerpts from
speeches and writings of Booker T.
Washington and W. E. B. DuBois to
compare and contrast the strategies of
each to achieve equal rights. Ask stu-
dents to evaluate the effectiveness of
each strategy.

- How did the Compromise of 1877
contribute to segregation?

- Why did the Northern Republicans
and Congressional leaders abandon
African-Americans in the 1870s?

- Use excerpts from the Supreme
Court’s ruling in Plessy v. Ferguson to
demonstrate that the Court’s interpre-
tation of the 14th Amendment estab-
lished a legal basis for segregation.

- How successful were the Radical
Republicans in achieving their
R e c o n s t ruction goals?

- How and why did the “Solid South”
e m e rg e ?

- What issues became the primary con-
cerns of the Republican Party after
1877?

- What major civil rights issues
remained unresolved?

- How were economic development and
expansion of the United States affected
by the Civil War and Reconstruction?

- Did the Compromise of 1877 make the
end of the Civil War a “draw” rather
than a “victory” for the North?

Content Concepts/Themes Connections
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A.Economic transformation and the “search for
order”
1. Business response to change: organize and

rationalize
2. Organizational responses

a. From proprietorships and partnerships to
the rise of monopolies

b. Incorporation
c. Capital concentration; consolidation
d. Expanding markets: national and

international
e. Merchandising changes, department stores,

mail order catalogs
B. Major areas of growth in business and industry 

1. Transportation: railroads and automobiles;
urban transportation

2. Building materials: steel
3. Energy sources: coal, oil, electricity
4. Communications: telegraph, telephone

C. Representative entrepreneurs: Case studies in
concentrated wealth and effort (other personali-
ties may be substituted; local examples of
enterprise should also be used)
1. John D. Rockefeller: oil; Andrew Carnegie:

steel; Ford: auto
2. Work ethic: Cotton Mather to Horatio Alger
3. Conflict between public good and private

gain, e.g., use of resources

D.New business and government practices:
Popular and government responses
1. Laissez-faire and government support; inter-

pretation of 14th Amendment by Supreme
Court

2. Railroad “pooling”; rate inequities (Wabash,
St. Louis, and Pacific Railway v. Illinois, 1886);
railroad regulation: state and national ICC.

3. Competition and absorption; mergers and
trusts; Sherman Antitrust Act, 1890 (United
States v. E.C. Knight, 1895)

Factors of
Production

Factors of
Production

Human
Systems

Science and
Technology

Physical
Systems

Economic
Systems

Students should understand the elements
and implications of the expansion and
consolidation of American business
following the Civil War.
- What are the advantages of corpora-

tions over proprietorships and
partnerships?

- What methods did business leaders
use to maximize profits, reduce costs,
and/or eliminate competition?

Students should understand the geo-
graphic effects of the railroads on the
United States.

- For the various business leaders stud-
ied, what benefits did each individ-
ual’s success bring to American soci-
ety? How did these “captains of
industry” build great fortunes?  How
did they use their wealth? What effects
did the practices employed by these
business leaders have upon competi-
tion? Were these business leaders
“captains of industry” or “robber
barons”?

- How do the prominent business lead-
ers of the late-19th century compare
with prominent contemporary busi-
ness leaders?

- What examples of philanthropic con-
tributions exist in your community?

Students should note that while the gov-
ernment basically pursued a policy of
laissez-faire, there were many govern-
ment policies that encouraged business
development at this time.
- What is meant by “laissez-faire”?
- How did land grants, subsidies to rail-

roads, tariff and monetary policies,
military interventions to break strikes,
injunctions, and immigration policies

Content Concepts/Themes Connections

II.  THE RISE OF AMERICAN BUSINESS, INDUSTRY, AND LABOR, 1865 - 1920
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II.  THE RISE OF AMERICAN BUSINESS, INDUSTRY, AND LABOR, 1865 - 1920, continued

E. Labor’s response to economic change: Organize
1. Efforts at national labor unions: Knights of

Labor (1869); AF of L (1881-1886); ILGWU
(1900)
a. “Bread and butter” objectives
b. Unions and social issues (education)
c. Attitudes toward immigrants, African-

Americans, women
d. Union leadership (Gompers, Debs)

2. Struggle and conflict
a. Major strikes: gains and losses—

Homestead, Pullman (In Re Debs, 1895),
Lawrence

b. Management’s position
c. Weapons or tactics employed in disputes

between labor and management
d. Attitude and role of government

F. Agrarian response to economic change:
Organize and protest

a. The Grange movement as agrarian protest
b. Populism: a political response—William

Jennings Bryan and the election of 1896
(1) Case study: The Populists as a grass-

roots political party
c. National government response: Interstate

Commerce Act, 1887

Factors of
Production

Human
Systems

Diversity

Government

aid the development of business and
industry?

- How did Supreme Court rulings affect
efforts to regulate business?

- To what extent was the Sherman
Antitrust Act effective in protecting
competition?

- How did groups such as farmers, con-
sumers, workers, and company stock-
holders react to railroad practices
during this time period?

- How effective was government regu-
lation of railroads at the state level?
national level?

Students should understand that poor
working conditions led to the formation
of labor unions.
- How did the AF of L and Knights of

Labor differ in terms of types of work-
ers organized; their views of immi-
grants, African-Americans, Chinese
and women workers; union leader-
ship; their positions on strikes and
reform agendas?

- How do the goals of labor unions in
the late-19th century compare with
goals today?

- For the following three strikes, chart
(a) conditions that led to the strike, (b)
tactics used by both sides, (c) union
leadership, (d) role of state or federal
government, and (e) outcome of the
strike:

(1) Homestead
(2) Pullman
(3) Lawrence

Students should understand the prob-
lems faced by farmers in an expanding
industrial economy and assess various
efforts to resolve these problems.
- What were the problems experienced

by small farmers?
- Compare the problems of farmers in

the 1890s, 1920s, 1950s, 1980s.
- What economic solutions were

proposed by the Grangers?
- To what extent was the Populist party

successful in resolving the problems of
farmers? What aspects of the Populist
agenda were eventually legislated?

- Was the Populist party a “typical”
third party?

Content Concepts/Themes Connections
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III.  ADJUSTING SOCIETY TO INDUSTRIALISM: AMERICAN PEOPLE AND PLACES

A.Impact of industrialization 
1. Urban growth

a. Attractions: jobs, education, culture, public
education system

b. Problems (slums, increased crime, inade-
quate water and sanitation services)

c. Skyscrapers and elevators; tenements and
walk-ups

d. Social Darwinism, increased class division,
conspicuous consumption, social
conscience, philanthropy

2. Work and workers
a. Factories and people—immigrant patterns

of settlement
b. Geographic, economic, social, and political

considerations
c. Working conditions: “wage slavery”
d. Living conditions: company towns and

urban slums
e. The Great Migration: The migration of

African-Americans to the North
3. Women, families, and work

a. Traditional roles—Victorian ideal and
reality

b. Outside and inside their homes: double
drudgery

c. Jobs for domestics, laundresses, and textile
workers; technology brought jobs as
telephone operators and typists

d. Emerging family patterns: two wage
earners, broken homes

e. Problems of child labor, elderly, disabled,
and African-American women

(1) Case study: child labor
f. Role of religion in a pluralistic society

(1) Religious tolerance develops slowly
(2) Puritan beliefs and values influenced

our historical development
(3) Religion and party politics to 1896

4. The growing middle class (consumerism and
its material benefits and effects)

5. Art and literature (Mark Twain and penny
dailies)

B. Immigration, 1850-1924
1. New sources: eastern/southern Europe;

Asia—the “new ethnicity”
a. Case studies: Italian immigration, Chinese

immigration (1850-1924, West to East
migration), Russian/Jewish immigration

2. The impulses abroad
3. The attractions here: labor shortages, liberty,

Culture and
Intellectual
Life

Factors of
Production

Diversity

Culture and
Intellectual
Life

Diversity

Change

Students should understand the eco-
nomic, social, and political implications
of rapid industrial growth and the shift
from a rural to an urban way of life.
- What transformations did your own

community undergo during this time
period?

Students should contrast the views of
Social Darwinists like Carnegie, Russell
Conwell, Vanderbilt, Rockefeller, and
Morgan with the views of labor leaders,
Populists, and Progressive reformers.
- Use political cartoons to illustrate the

images of big business and the call for
reforms.

- How were the lives of working-class
women and children affected by
industrialization? How did this reality
compare with the Victorian view of
traditional roles in society?

- What insights about the nature of
child labor can be drawn from John
Spargo’s The Bitter Cry of the Children?

Describe the effects of internal migration
on different regions of the United States.
- How was the class structure altered by

industrialization?

Students should understand the charac-
teristics that distinguished the new
immigrants (1850-1924) from the earlier
immigrant groups. What difficulties did
they face? In what specific ways did they
contribute to the shaping of American
society?

Content Concepts/Themes Connections
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III.  ADJUSTING SOCIETY TO INDUSTRIALISM: AMERICAN PEOPLE AND PLACES, c o n t i n u e d

and freedoms
4. Urbanization: ghettos
5. “Americanization” process
6. Impacts on family, religion, education, and

politics
7. Contributions to American society

a. Diversity of the United States population
C. Reactions to the “new” immigration

1. Cultural pluralism: assimilation
(Americanization), acculturation (“melting
pot” or cultural pluralism), or both

2. Nativist reactions: stereotyping and prejudice
(1) Case study: Irish immigration

3. Impact on African-Americans and other
established minorities

4. “Yellow Peril,” West Coast restrictions
5. Literacy testing, 1917
6. The Red Scare
7. Quota acts of 1921 and 1924

D.The frontier (1850-1890)
1. Land west of the Mississippi

a. Rolling plains and the Great American
Desert

b. Native American Indian nations; concept of
oneness with the environment

c. The Homestead Act, 1862, and the
settlement of the West

2. The impact of industrialization
a. Improved transportation facilitated ship-

ping of foodstuffs and migration of
population

b. Western migration of immigrants 
c. Potential for investment: development of

key urban centers

3. Native American Indians
a. Pressures of advancing white settlement:

differing views of land use and ownership
b. Treaties and legal status
c. The Indian wars: 1850-1900
d. Legislating Indian life: reservations; Dawes

Act (1887)
e. Indian civil rights laws—legal status of

Native American Indians, 1887-1970: citi-
zenship, 1924; self-government, 1934; self-
determination, 1970

Culture and
Intellectual
Life

Citizenship 

Environment

Human
Systems

Science and
Technology

Diversity

Human
Systems

Citizenship

- Use cartoons from Thomas Nast to
illustrate the negative reactions to
these new immigrants.

- Compare and contrast the following:
- nativist movement of 1850s
- Ku Klux Klan of 1860s and 1870s
- Ku Klux Klan of 1920s

- What conflicts between American
ideals and reality are illustrated in a
study of immigration laws such as (1)
Chinese Exclusion Act, (2)
Gentlemen’s Agreement, (3) Literacy
Test (1917), (4) Emergency Quota Act
(1921), (5) Immigration Restriction Act
(1924), (6) the McCarran-Walter Act
(1952), and (7) immigration legislation
of 1965, 1986, and the 1990s?

- Locate the concentrations of different
ethnic groups in the United States at
the turn of the 20th century.

- Use an excerpt from Frederick Jackson
Turner’s frontier thesis and an excerpt
from one of his critics to illustrate con-
flicting views about the role of the
frontier in the making of American
democracy.

- What are the geographic diff e re n c e s
between the Great Plains, the
Southwest, and the Rocky Mountains
regions of the We s t ?

- What role did government policies
play in the settling of the West?

Have students consider the Homestead
Act, land grants and subsidies to
transcontinental railroads, and liberal
immigration policy.
- How did the Industrial Revolution

contribute to the economic develop-
ment of the Great Plains?

Students should understand the clash
that occurred between Native American
Indians and advancing white settlers.
- How did the Native American Indians’

concepts of land ownership and re s p e c t
for the natural environment compare
with that of the white settlers?

- Were the Indian wars a case study of
genocide?

- Evaluate the federal government’s
attempts to address Native American
Indian rights from 1887 to the present.

Content Concepts/Themes Connections
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I.  REFORM IN AMERICA

UNIT FOUR: THE PROGRESSIVE MOVEMENT: RESPONSES TO THE
CHALLENGES BROUGHT ABOUT BY INDUSTRIALIZATION AND
URBANIZATION

A.Pressures for reform
1. Progressives supported the use of govern-

ment power for different reform purposes
2. Effects of developing technologies and their

social, ethical, and moral impacts
3. Struggle for fair standards of business opera-

tion and working conditions (Lochner v. New
York, 1905; Muller v. Oregon, 1908)

4. Increasing inequities between wealth and
poverty

5. Rising power and influence of the middle
class

B. Progress: Social and economic reform and
consumer protection
1. The “Muckrakers” and reform

a. Magazine writers (Steffens, Tarbell)
b. Novelists (Norris, Sinclair)
c. Legislation (Pure Food and Drug Act, 1906,

Meat Inspection Act, 1906)
2. Other areas of concern

a. Social settlement movement and the prob-
lems of poverty (Jacob Riis, Jane Addams)

b. Women’s rights and efforts for peace
(1) The suffrage movement (Elizabeth Cady

Stanton, Susan B. Anthony); Seneca
Falls

(2) Beginnings of fight for birth control
(Margaret Sanger)

(3) Peace movement
c. The black movement and reform (Booker T.

Washington and W.E.B. DuBois) 
(1) Formation of NAACP (1912)
(2) Ida Wells (anti-lynching)
(3) Marcus Garvey

d. Temperance/prohibition
e. Formation of Anti-Defamation League

(1913)

Science and
Technology

Culture and
Intellectual
Life

Diversity

- What specific political, economic, and
social problems in late-19th-century
America led to the call for reform?

- Have students define the concept of
“muckraker” by compiling newspaper
articles, editorials, and political car-
toons in which the media is currently
exposing some evil in business, gov-
ernment, or society.

- Have students complete two charts
illustrating specific examples of
Progressive reforms. One chart should
deal with the goals of Progressive
reform; the other should deal with the
means by which these Progressive
reforms were achieved. Possible means
might include (1) Presidential actions,
(2) Congressional legislation, (3)
Supreme Court rulings, (4) constitu-
tional amendments, (5) state govern-
ment actions, (6) local government
actions, and (7) actions of individuals
and groups outside the government.

- Students could compare develop-
ments of the Progressive period with
those of the New Deal and the Great
Society. Topics could include goals,
leadership, and the accomplishments
of various groups. Groups could
include farmers, women, labor,
African-Americans, and Native
American Indians.

Content Concepts/Themes Connections
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I.  REFORM IN AMERICA, continued

C. Progressivism and government action
1. Emerging Progressive movement: political

reform
(1) Influence of America’s urban middle

class
a. Municipal and state reform

(1) Municipal reform: response to urban
problems

(2) Sudden growth and needed services
b. Progressive state reform: e.g., Wisconsin

(Robert LaFollette); New York (Theodore
Roosevelt); Massachusetts (initiative, refer-
endum, recall); economic, social, environ-
mental reforms

2. Theodore Roosevelt and the Square Deal
a. The stewardship theory of the Presidency
b. Legislation strengthening railroad

regulation and consumer protection
c. “Trust-busting” court cases (Northern

Securities Co. v. United States, 1904); rule of
reason: Standard Oil

3. Conservation
a. Theodore Roosevelt’s concern for nature,

land, and resources
b. Federal legislation and projects: effects on

states’ limits
c. Roles of Gifford Pinchot and John Muir

4. Woodrow Wilson and the New Freedom
a. Progressivism at its zenith; the 1912

election: Taft, Roosevelt, Wilson
b. The Underwood Tariff and the graduated

income tax
c. Clayton Antitrust Act and the Federal

Trade Commission
d. The Federal Reserve System (monetary

controls)
e. Women’s suffrage amendment

5. World War I: effect on domestic reform

Government

Civic Values

Government

Environment 

Civic Values

- How were the powers of the
Presidency influenced by the reform-
ing role played by Theodore Roosevelt
and Woodrow Wilson?

- How did the Supreme Court both aid
and retard Progressive reform at this
time?

Content Concepts/Themes Connections
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II.  THE RISE OF AMERICAN POWER

A.An emerging global involvement
1. From old diplomacy to new, 1865-1900

a. Role of increased American power
(1) Communications technology
(2) American attitudes toward international

role
(3) Growth of naval power

b. Perry and the “opening” of Japan (1854)
2. Other Pacific overtures

a. United States and China; the Chinese
perspective (Boxer Rebellion)

b. The Open-Door policy
c. Acquisition of Hawaii
d. Naval bases: Samoa

3. Imperialism: the Spanish-American War
a. Causes for war
b. United States empire—Puerto Rico; Cuban

protectorate (the Platt Amendment)
(1) Acquisition of the Philippines: “the

great debate”
(2) Disposition of territories
(3) Constitutional issues

4. Latin American affairs
a. Monroe Doctrine update (Roosevelt corol-

lary): the view from Latin America
b. West Indies protectorates (“the big stick”)
c. Panama Canal: acquisition and

construction; Canal retrocession treaty
d. Taft and dollar diplomacy

B. Restraint and involvement: 1914-1920
1. United States involvement

a. Efforts at neutrality and “preparedness”
b. Causes of United States entry into World

War I
c. United States role in the war
d. United States reaction to the Russian

Revolution 
C. Wartime constitutional issues

1. War opposition and patriotism: the draft issue 
2. Espionage and Sedition acts
3. Schenck v. United States, 1919; clear and

present danger doctrine
4. Red Scare, 1918-1919

D. The search for peace and arms control: 1914-

Places and
Regions

Change

Independence

Change

Students should understand that United
States imperialist designs in Asia and
Latin America represent the second
phase of Manifest Destiny.
- Compare and contrast the motives and

policies of the period 1890-1914 with
those of the 1840s.

- How was Social Darwinism reflected
in United States foreign policy from
1890 to 1914?

- Students should analyze headlines in
Pulitzer and Hearst newspapers from
1897 to 1898 to illustrate Social
Darwinism and the role of the press in
shaping public opinion.

- To help students understand the
opposing arguments of the imperial-
ists and anti-imperialists regarding
annexation of the Philippines, conduct
a simulated Senate Foreign Relations
Committee hearing on the proposed
1898 Treaty of Paris.

- Were United States actions in Latin
America during this period a continu-
ation of or a departure from previous
American policy?

- In what ways did United States policy
from 1914 to 1917 violate Wilson’s
promise of neutrality in thought and
actions? How did this action lead the
United States into war?

Students should understand how the
rights of citizens are limited during
wartime.
- How did World War I restrictions on

civil liberties compare with those
imposed during the Civil War? World
War II? (see Schenck v. United States,
1919 and Debs v. United States, 1919)

Content Concepts/Themes Connections
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II.  THE RISE OF AMERICAN POWER, continued

A.Impact of war
1. War’s effects on gender roles, on African-

Americans, and other minority groups
2. Case study: Movement of African-Americans

from the South to northern cities
3. Return to “normalcy”: 1918-1921

B. The twenties: Business boom or false prosperity?
1. Post-World War I recession
2. Avarice and scandal: Teapot Dome
3. Coolidge prosperity; not for everyone
4. Problems on the farm

a. Expansion, mortgages, and advancing
technology

b. Farmers and minorities fail to share in eco-
nomic benefit

5. Speculative boom: the “big bull market”

Diversity

Factors of
Production

- What important social changes took
place both during and after Wo r l d
War I?

- What did the American public per-
ceive “normalcy” to mean? (Apply the
concept to both foreign and domestic
affairs.)

- Investigate the causes and effects of
the South-to-North migration during
this time period.

- How did the economic policies of the
1920s contribute to the Great
Depression?

- What scandals arose during the
Harding administration? What scan-
dals have plagued subsequent
administrations?

Content Concepts/Themes Connections

1930
1. The peace movement: Women’s International

League for Peace and Freedom
2. War aims: The Fourteen Points
3. Treaty of Versailles: Wilson’s role
4. League of Nations: Henry Cabot Lodge and

the United States Senate rejection
5. Washington Naval Disarmament Conference

(1920s)
6. Reparations and war debts (United States as a

world banker)
7. Kellogg-Briand Pact (1928)
8. Establishment of the World Court

Government

Citizenship

Human Rights
Civic Values

- Why weren’t the provisions of the
Treaty of Versailles based more fully
on Wilson’s Fourteen Points?

- What factors contributed to the
Senate’s failure to ratify the Treaty of
Versailles?

- To what extent did the Treaty of
Versailles and subsequent diplomacy
from 1920 to 1933 reflect Wilsonian
principles?

- Ask students to nominate individuals
for the Nobel Peace Prize for actions
taken during the period 1914-1930.
More recently?

Content Concepts/Themes Connections

UNIT FIVE: AT HOME AND ABROAD: PROSPERITY AND DEPRESSION,
1917 - 1940

I.  WAR AND PROSPERITY: 1917 - 1929
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I.  WAR AND PROSPERITY: 1917 - 1929, continued

C. Mass consumption and the clash of cultural
values
1. Mass consumption

a. The automobile: new industries, products,
and services

b. Installment buying: consumer durable
goods (appliances)

c. Real estate boom and suburban develop-
ment; its economic and geographic
implications: decline of trolleys and trains,
improvement of roads

(1) The emergence of new regional,
political, and economic units

d. Entertainment: radio; motion pictures;
advertising and cultural homogenization

2. Constitutional and legal issues
a. Threats to civil liberties: Red Scare, Ku

Klux Klan, and Sacco and Vanzetti
b. Prohibition (18th Amendment) and the

Volstead Act: stimulus to crime, public
attitudes, repeal (21st Amendment)

c. Science, religion, and education: the Scopes
trial (1925)

d. Restrictions on immigration: closing the
“golden door”

3. Shifting cultural values
a. Revolution in morals and manners: fads,

flappers, and Freud
b. Women’s changing roles

(1) Effect of World War I
(2) Involvement in the political process: the

19th Amendment
(3) Health and working conditions
(4) Women in the workforce
(5) Emerging role: emphasis on wife rather

than mother
c. The literary scene

(1) Sinclair Lewis, Ernest Hemingway,
Edith Wharton, Willa Cather, and F.
Scott Fitzgerald

(2) The Harlem Renaissance: Duke
Ellington, Langston Hughes, Bessie
Smith

Culture and
Intellectual
Life

Factors of
Production

Science and
Technology

Citizenship 

Culture and
Intellectual
Life

Diversity

- How did the growth of the automobile
industry stimulate the growth of other
industries? How did it influence
United States politics and lifestyles?

Have students compare the attitudes of
the 1920s with those of the 1950s relative
to: (1) restrictions on immigration, (2)
anti-communist hysteria, (3) religion and
morality, (4) role of women, (5) civil
rights, (6) new forms of entertainment,
(7) growth of suburbia, (8) transportation
improvements, and (9) consumer
attitudes.

Content Concepts/Themes Connections
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A.Onset of the Depression
1. Weakness in the economy

a. Overproduction/underconsumption
(maldistribution of wealth)

b. Overexpansion of credit (e.g., buying stock
on margin)

2. The stock market crash
a. Worldwide nature—Growing financial

interdependence
b. Interdependent banking systems
c. International trade
d. Political repercussions

3. The Hoover response
a. Rugged individualism; “trickle down”

economics
b. Reconstruction Finance Corporation

4. Unemployment, the Bonus Army,
Hoovervilles; impact on women and
minorities

B. Franklin D. Roosevelt and the New Deal: Relief,
recovery, and reform programs
1. Relief of human suffering

a. Bank “holiday”; Emergency Banking Act
b. Federal Emergency Relief Act
c. Unemployment: WPA, PWA, CCC;

troubling equity issues 
2. Recovery of the United States economy

a. NRA: “codes of fair competition”
b. Mortgage relief: HOLC, FHA
c. First and second AAA, scarcity and parity

3. Search for effective reform (program
examples)
a. Banking: Glass-Steagall Act (FDIC)
b. Stock market: SEC
c. Social Security
d. Labor

(1) Wagner Act (NLRB)
(2) Labor Standards Act

4. Labor’s response: Formation of CIO
5. Controversial aspects of the New Deal

a. Constitutional issues
(1) Supreme Court and the NRA(Schechter

Poultry Corp. v. United States, 1935)
(2) Supreme Court and the AAA
(3) TVA: model yardstick or creeping

socialism

Factors of
Production

Economic
Systems

Diversity

Government

Economic
Systems

Government

Students should understand that the
basic weaknesses in the economy con-
tributed to both the stock market crash
and the general economic collapse that
became known as the Great Depression.
- Compare and contrast the responses of

Presidents Herbert Hoover and
Franklin Delano Roosevelt to the
Depression.

Students should compare and contrast
the New Deal with the Progressive and
Great Society reform movements in
terms of goals, leadership, and
accomplishments.

Students should understand that even
though the New Deal did much to allevi-
ate the effects of the Depression, the New
Deal raised controversy. Some felt that it
was leading to socialism, destroying
checks and balances, and violating the
two-term Presidential tradition. (see
United States v. Butler, 1936)

Content Concepts/Themes Connections

II.  THE GREAT DEPRESSION
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II.  THE GREAT DEPRESSION, continued

b. 1936 election “mandate”
c. Roosevelt’s “Court-packing” proposal:

failure and success 
d. 1940: third-term controversy (the unwritten

constitution)
e. Passage of the 22nd Amendment (1951)

6. The human factor
a. FDR as communicator and his efforts to

restore public confidence; press confer-
ences, “fireside chats,” and effective use of
the radio

b. Eleanor Roosevelt as the President’s eyes
and ears

c. The Dust Bowl and the Okies
d. The New Deal and women (Frances

Perkins)
e. The New Deal and minorities (shift in

African-American vote): discriminatory
results

f. Indian Reorganization Act (1934)

7. Culture of the Depression
a. Literature: John Steinbeck and Langston

Hughes
b. Music: jazz, swing (big bands)
c. Art: WPA, fine arts, Hollywood, comic

books
8. Opposition to the New Deal: Al Smith,

Norman Thomas, Huey Long, Father
Coughlin, Dr. Townsend

Culture and
Intellectual
Life

Diversity

Culture and
Intellectual
Life

- Have students analyze the political
impact of the “Court packing” pro-
posal by comparing the anti-New Deal
decision in United States v. Butler, 1936
with the pro-New Deal decision in
National Labor Relations Board v. Jones &
Laughlin Steel Corp., 1937.

- Why did Eleanor Roosevelt play such
a substantive role as First Lady? How
do her actions as First Lady compare
with the actions of more recent First
Ladies?

- Why did African-American voters
increasingly change political alle-
giance from the Republican Party to
the Democratic Party after 1934?

- How did the Depression and New
Deal programs affect women and the
nuclear family?

- What geographic/environmental con-
ditions contributed to the migration
from the Dust Bowl to the West?

- How do the problems of farmers in
the 1920s and 1930s compare with
those of the 1880s, 1950s, and 1980s?

- How did the Indian Reorganization
Act of 1934 compare with the Dawes
Act of 1887 in terms of (1) goals and
(2) Native American Indian reactions?

- How did the New Deal support the
fine arts?

- Why did “escapist” movies become
popular at this time?

- What New Deal projects were com-
pleted in your own community?

- What are the themes of the literature
of John Steinbeck and the photographs
of Margaret Bourke-White?

Content Concepts/Themes Connections
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UNIT SIX: THE UNITED STATES IN AN AGE OF GLOBAL CRISIS:
RESPONSIBILITY AND COOPERATION
I.  PEACE IN PERIL: 1933 - 1950

A. Isolation and neutrality
1. Causes of disillusion and pacifism
2. Neutrality Acts of 1935-37
3. Spanish Civil War: testing war technology

and ideology
4. FDR’s “quarantine” speech (1937)

B. Failure of peace; triumph of aggression
1. Aggressions of Japan, Germany, Italy: 1932-

1940
2. Appeasement: The Munich Conference (1938)
3. German attack on Poland; start of World War

II in Europe
4. Gradual United States involvement

a. Neutrality Act of 1939 (“cash and carry”)
b. Lend-Lease Act and 50 overage destroyers

deal
c. The moral dimension: The Atlantic Charter

(August 1941)
C. The United States in World War II

1. Pearl Harbor
2. The human dimensions of the war

a. The “arsenal of democracy” (feats of
productivity)

b. Role of women: WACs; Rosie the Riveter;
return of the retired

c. Mobilization: the draft; minority issues
d. Financing the war: war bond drives;

Hollywood goes to war 
e. Rationing
f. Experiences of men and women in military

service
3. Allied strategy and leadership

a. Assistance to Soviet Union
b. Europe first
c. Atwo-front war

4. The atomic bomb
a. The Manhattan Project (role of refugees)
b. Truman’s decision to use the atomic bomb

against Japan: Hiroshima and Nagasaki
c. United States occupation of Japan; the

“MacArthur constitution”
d. Japanese war crime trials

5. The war’s impact on minorities

Interdependence

Places and
Regions

Interdependence

Culture and
Intellectual Life

Science and
Technology

Diversity

- To what extent did the isolationist
policies of the 1930s reflect a desire to
avoid a repeat of the conditions that
drew us into World War I?

- In what sense was the United States
“involved” in World War II before the
Pearl Harbor attack and the
Congressional declaration of war in
December 1941?

- How did the need to wage “total war”
alter the nature of American society?

- How did United States domestic
policies during World War II compare
with those of World War I?

Students should compare the role of the
United States in World War I and World
War II in terms of (1) the arsenal of
democracy, (2) United States military
leadership and strategy, and (3) role of
the President in planning the peace.
Students should understand that there
were several moral issues that grew out
of the war experience. These include (1)
rights of Japanese-Americans, (2) integra-
tion of African-Americans, (3) United
States reactions to the Nazi Holocaust, (4)
morality of nuclear warfare, and (5) treat-
ment of war criminals.
- Students should study the origins of

these concerns and the ways in which

Content Concepts/Themes Connections
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I.  PEACE IN PERIL: 1933 - 1950, continued

II.  PEACE WITH PROBLEMS: 1945 - 1960

a. Incarceration of West Coast Japanese-
Americans; Executive Order 9066;
Korematsu v. United States (1944)

b. Extent of racially integrated units in the
military

c. The Nazi Holocaust: United States and
world reactions

d. The Nuremberg war crimes trials; later tri-
als of other Nazi criminals, e.g., Eichmann,
Barbie

6. Demobilization
a. Inflation and strikes
b. The G.I. Bill; impact on education and

housing
c. Truman’s Fair Deal
d. Partisan problems with Congress
e. Minorities continued to find it difficult to

obtain fair practices in housing,
employment, education

f. Upset election of 1948; Truman versus
Dewey

g. Truman and civil rights

Civic Values
Constitutional

Principles

Change

Diversity

they have been addressed in the post-
war period.

- The Nuremberg trials established the
concept of “crimes against humanity.”
What are some more current
examples?

- How did the economic, social, and
political problems of adjusting to the
end of World War II compare with
those after World War I? Consider
inflation, strikes, Presidential policies,
political control of Congress, ways of
dealing with communist threats, immi-
gration policies, and opportunities for
v e t e r a n s .

- How did Truman enhance the civil
rights of African-Americans? Why did
he use executive power rather than
Congressional legislation?

Content Concepts/Themes Connections

A. International peace efforts
1. Formation of the United Nations
2. United Nations Universal Declaration of

Human Rights
a. Eleanor Roosevelt’s role
b. Senate response

3. Displaced persons: refugee efforts
B. Expansion and containment: Europe

1. Summitry: Yalta and Potsdam, establishing
“spheres of influence”

2. The Iron Curtain: Winston Churchill
3. Postwar uses for United States power

a. The Truman Doctrine: Greece and Turkey
b. The Marshall Plan

(1) Aid for Europe
(2) The Common Market
(3) European Parliament

c. Berlin airlift
d. Formation of NATO alliance

C. Containment in Asia, Africa, and Latin America
1. The United States and Japan

Civic Values

Places and
Regions

Interdependence

Foreign Policy

Students should understand the role
played by the United States in securing
peace: (1) formation of the United
Nations, (2) relief and refugee efforts,
and (3) economic assistance to war-torn
economies and societies.

- How did the United States respond to
the expansion of communism in
E u rope? in A s i a ?

- Compare and contrast the interna-
tional role of the United States follow-
ing World War II and World War I.

- How might the situation in Europe be
different today if the United States had
not applied the Truman Doctrine?
extended Marshall Plan aid? con-
ducted the Berlin airlift? formed
NATO?

Suggested Documents: The United
Nation Charter (1945); The Truman
Doctrine (1947)

Content Concepts/Themes Connections
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II.  PEACE WITH PROBLEMS: 1945 - 1960, continued

I.  TOWARD A POSTINDUSTRIAL WORLD: LIVING IN A GLOBAL AGE

a. Separate peace treaty (1951)
b. Reconstruction of Japan

2. The United States and China
a. Rise to power of Mao Zedong and the

People’s Republic of China
b. Chiang Kai-shek to Taiwan (1949)

3. USSR tests an A-bomb (1949)
4. The “hot war” in Asia: Korean War

a. The Yalu River: China enters the war 
b. United Nations efforts: MacArthur,

Truman, and “limited war”
c. Stalemate and truce (1953)

5. Point four aid: Africa, Asia, Latin America
D.The Cold War at home

1. Truman and government loyalty checks
Case studies: The Smith Act and the House
Un-American Activities Committee (Watkins
v. United States, 1957); the Alger Hiss case
(1950); the Rosenberg trial (1950)

2. Loyalty and dissent: the case of Robert
Oppenheimer

3. McCarthyism
4. Politics of the Cold War

a. Loss of China
b. Stalemate in Korea
c. Truman’s falling popularity

Interdependence

Citizenship 
Civic Values

- Was the Cold War inevitable? How did
United States support for “self-deter-
mination” conflict with the Soviet
Union’s desire for security in Eastern
Europe at the end of the war?

- How did the United States respond to
the communist threat at home?

- What constitutional values were sacri-
ficed in responding to the communist
threat?

- How did the second Red Scare com-
pare with the first Red Scare?

- What has “McCarthyism” come to
mean?

- How has the term “McCarthyism”
been applied in more recent history?

Content Concepts/Themes Connections

UNIT SEVEN: WORLD IN UNCERTAIN TIMES: 1950 - PRESENT

A.Changes within the United States
1. Energy sources (nuclear power)
2. Materials (plastics, light metals)
3. Technology (computers)
4. Corporate structures (multinational

corporations)
5. Nature of employment (agriculture to

industry to service)
6. Problems (waste disposal, air/water

pollution, growing energy usage, depleting
resources, e.g., domestic oil supply)

Science and
Technology

Environment

Content Concepts/Themes Connections
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II.  CONTAINMENT AND CONSENSUS: 1945 - 1960

A.Review postwar events
1. Emerging power relationships: East/West;

North/South; (haves/have-nots;
developed/developing nations)

B. Eisenhower foreign policies
1. The end of the Korean War
2. John Foster Dulles, the domino theory and

massive retaliation; brinkmanship posture
3. The H-bomb; atoms for peace
4. Summits and U-2s
5. Establishment of SEATO
6. Controversy: Aswan Dam and Suez Canal
7. Polish and Hungarian uprisings
8. Eisenhower Doctrine: intervention in Lebanon
9. Sputnik: initiating the space race

C. Domestic politics and constitutional issues
1. The Eisenhower peace

a. Returning the United States to a peacetime
economy

b. Interstate Highway Act (1956)
c. Suburbanization
d. The Warren Court

2. Civil rights
a. Jackie Robinson  breaks the color barrier
b. Brown v. Board of Education of Topeka , 1954
c. Beginnings of modern civil rights

movement
(1) Rosa Parks and the Montgomery bus

boycott
(2) Little Rock: school desegregation
(3) Segregation in public transportation

ruled unconstitutional
(4) Sit-ins: nonviolent tactic
(5) Civil Rights Act of 1957

D.The people
1. Prosperity and conservatism

a. Postwar consumption: homes, autos, and
television

b. New educational opportunities: G.I. Bill
c. The baby boom and its effects

2. Migration and immigration
a. Suburbanization: Levittowns
b. Cities: declining
c. New immigration patterns: Caribbean

focus

Places and
Regions

Interdependence

Places and
Regions

Civic Values

Citizenship
Civic Values

Change

Environment
Diversity
Immigration and

Migration

- How did each of the post-World War
II Presidents build on and extend the
policy of containment?

- How did Truman, Eisenhower,
Kennedy, and Johnson carry forth the
programs of the New Deal?

- How did Presidents Eisenhower,
Kennedy, and Johnson further the civil
rights initiatives begun by Truman?

Students should understand that in spite
of the victory of the forces of integration
in the Brown v. Board of Education of Topeka
decision, there was much resistance to a
broader application of the principle of
integration. Students should study vari-
ous specific events in the civil rights
movement from 1955 to 1965.

- C o m p a re the attitudes, values, and
social changes of the 1950s (post-Wo r l d
War II) with those of the 1920s (post-
World War I).

- What significant demographic
changes became evident in the 1950s?

- Explain how increased use of the auto-
mobile changed urban areas. Consider
how the automobile contributed to the
growth of suburbs and changed the
demographic composition of the
center city.

Content Concepts/Themes Connections
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III.  DECADE OF CHANGE: 1960s

A. The Kennedy years
1. The New Frontier: dreams and promises

a. Civil rights actions
(1) James Meredith at the University of

Mississippi
(2) Public career of Dr. Martin Luther King,

Jr., Birmingham protest (“Letter from
Birmingham Jail”)

(3) Assassination of Medgar Evers
(4) March on Washington

2. Foreign policy and Cold War crises
a. Bay of Pigs invasion
b. Vienna Summit/Berlin Wall
c. Cuban missile crisis
d. Laos and Vietnam
e. Latin America and the Alliance for Progress
f. Peace Corps
g. Launching the race to the Moon
h. Nuclear Test Ban Treaty 1963, 1967; Hot

Line established
3. Movement for rights of disabled citizens

a. Background
(1) Historic attitude that disabled were

defective
(2) Emergence of humanitarian view in

19th century, development of large
institutions

(3) Development of the concept of normal-
ization; early-20th-century programs of
education and training

b. Kennedy administration, 1961-1963; begin-
ning awareness, changing attitudes
(1) President’s Council on Mental

Retardation
(2) Special Olympics

c. Litigation and legislation; 1960 - present
(1) Education of the Handicapped Act, 1966
(2) Education for All Handicapped

Children Act, 1971
(3) Rehabilitation Act of 1973, Section 504
(4) Americans with Disabilities Act, 1990

d. Dependence to independence
(1) Activism by disabled veterans
(2) Deinstitutionalization
(3) Mainstreaming

4. Assassination in Dallas

Civic Values

Interdependence

Places and
Regions

Citizenship

Diversity

- Is the “New Frontier” label for the
Kennedy administration justified in
terms of both foreign and domestic
policies?

- Although President Kennedy’s charis-
matic style enhanced his public image,
what practical effect did it have on his
working relationship with Congress?
Apply this question to the following
areas: (1) civil rights legislation, (2)
immigration reform, (3) federal aid to
education, and (4) foreign policy 
initiatives.

Suggested Document: John F. Kennedy’s
Inaugural Address

- In what ways were your school district
facilities and programs changed as a
result of State and federal programs
regarding the handicapped and
disabled?

Content Concepts/Themes Connections
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III.  DECADE OF CHANGE: 1960s, continued

B. Johnson and the Great Society
1. Expanding on the Kennedy social programs

a. War on poverty; VISTA
b. Medicare
c. Federal aid to education
d. Environmental issues and concerns

2. The Moon landing: the challenge of space
exploration

3. Continued demands for equality: civil rights
movement
a. Black protest, pride, and power

(1) NAACP (National Association for the
Advancement of Colored People): legal
judicial leadership, Urban League

b. Case studies
(1) SNCC (Student Nonviolent

Coordinating Committee): sit-in
movement among college students

(2) SCLC (Southern Christian Leader-ship
Conference): promote nonviolent resis-
tance, sit-ins, boycotts

(3) CORE (Congress of Racial Equality):
“Freedom Riders”

(4) Testing of segregation laws
(5) Others: Black Muslims; prominence of

Malcolm X: advocating separation of
races, separate state in the United States

(6) Civil unrest: Watts riot, 1965, as
example; Kerner Commission

(7) Assassination of Malcolm X (February
1965)

c. Legislative impact
(1) Civil Rights Act of 1964 (Heart of Atlanta

Motel, Inc. v. United States, 1964),
modifications since 1964

(2) 24th Amendment (eliminating poll tax)
(3) Voting Rights Act, 1965
(4) Court decisions since 1948 upholding or

modifying preferential treatment in
employment; equal access to housing;
travel and accommodations; voting
rights; educational equity

(5) Fair Housing Act, 1968
4. Demands for equality: women

a. The modern women’s movement
(1) Kennedy Commission and the Civil
Rights Act, 1963-1964

Presidential
Decisions and
Actions

Civic Values

Diversity

Civic Values

Civic Values

Citizenship 

Diversity

- In what ways did Johnson’s social
programs build upon the Kennedy
legacy?

- Why was Johnson more successful
than Kennedy in translating social
programs into legislation?

- Students should understand that the
1960s witnessed protest movements of
peoples of diverse backgrounds
(African-Americans, women,
Hispanic-Americans, Native American
Indians).

- Compare and contrast the civil rights
movement after 1965 with the earlier
phase (1955-1965) in terms of (1) goals,
(2) leadership, (3) strategies, and (4)
achievements.

- Compare the feminist movement of
the 1960s with the suffragist move-
ment in terms of (1) goals, (2) leader-
ship, (3) strategies, and (4) achieve-
ments.

- To what extent did the civil rights
movement influence the demands for
equality on the part of Hispanic-
Americans and Native American
Indians? How successful were their
efforts?

Content Concepts/Themes Connections
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III.  DECADE OF CHANGE: 1960s, continued

IV.  THE LIMITS OF POWER: TURMOIL AT HOME AND ABROAD, 1965 - 1972

(2) NOW (1966) to present
b. Issues

(1) Shifting roles and images
(2) Equal Rights Amendment (failure to rat-

ify)
(3) Roe v. Wade, 1973
(4) Equality in the workplace:

compensation, the glass ceiling
(5) Increased focus on domestic abuse

5. Rising consciousness of Hispanic-Americans
a. “Brown power” movement
b. Organizing farm labor (Cesar Chavez)
c. Cuban and Haitian immigration
d. Increasing presence in American politics

6. Demands for equality: American Indian
Movement (AIM) and other protests

a. Occupation of Alcatraz
b. The “long march”
c. Wounded Knee, 1973

7. Rights of the accused
a. Mapp v. Ohio, 1961
b. Gideon v. Wainwright, 1963
c. Miranda v. Arizona, 1966

8. Legislative reapportionment: 
Baker v. Carr, 1962

Diversity

Civic Values

- Students should understand the ten-
sion involved in balancing the protec-
tion of the rights of the accused with
the need to protect society.

- Examine the content of the Baker v.
Carr ruling to discuss how legislative
reapportionment has expanded the
concept of democratic representation.

Content Concepts/Themes Connections

A.Vietnam: sacrifice and turmoil
1. The French-Indochinese War: early United

States involvement; Truman, Eisenhower, and
Kennedy policies (review how foreign policy
is formulated)

2. United States and the spread of communism;
domino theory; credibility of other United
States commitments

3. Civil war in South Vietnam; concept of
guerrilla warfare

4. LBJ and the Americanization of the war
a. Fear of “losing” Vietnam
b. Escalation and United States assumptions;

Tet offensive
5. Student protests at home

a. Draft protesters
b. Political radicals: protests, Students for a

Democratic Society (SDS), antiwar

Places and
Regions

Culture and
Intellectual
Life

Students should (1) trace the history of
United States involvement in Vietnam in
the context of containment policy in
Southeast Asia, (2) examine its domestic
impact, and (3) evaluate both its short-
term and long-term effects.

Content Concepts/Themes Connections
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V.  THE TREND TOWARD CONSERVATISM, 1972 - 1985

c. Cultural radicals: hippies and communalists
6. 1968: Ayear of turmoil

a. President Johnson’s decision not to seek
reelection

b. Assassinations of Dr. Martin Luther King, Jr.
(April 1968) and Robert Kennedy (June
1968)

c. The Democratic Convention; war protesters
disrupt proceedings

d. Impact of the Vietnam War on society

Change

Content Concepts/Themes Connections

A.Nixon as President, 1969-1974
1. Domestic policies and events

a . Modifications to Great Society pro g r a m s
(OSHA, Federal Energy Office, DEA,
Clean Air Act, food stamps, re v e n u e
s h a r i n g )

b. The Moon landing
c. Environmental Protection Agency (1970)
d. Self-determination for American Indians

(1970)
e. Ratification of the 26th Amendment (1971)
f. Title IX - equal education access (1972)

2. Nixon’s internationalism
a. Henry Kissinger and realpolitik

(1) Withdrawal from Vietnam and
Cambodia; peace talks and signing of
Paris Peace A c c o rds (Pentagon papers, 
New York Ti m e s v. United States, 1971)

(2) Nixon Doctrine
(3) Opening to China 
(4) Detente: SALT and grain

3. The Presidency in crisis
a. Resignation of Spiro Agnew
b. Watergate affair and its constitutional

implications 
c. United States v. Nixon, 1974
d. The impeachment process and resignation

Change
Presidential

Decisions and
Actions

Choice

- In what specific ways did Nixon
depart from Johnson’s Great Society?

- Identify and evaluate Nixon’s foreign
policy initiatives.

- What factors contributed to the weak-
ening of the “Imperial Presidency”
under Nixon, Ford, and Carter?

Content Concepts/Themes Connections

IV.  THE LIMITS OF POWER: TURMOIL AT HOME AND ABROAD, 1965 - 1972, continued
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B. The Ford and Carter Presidencies
1. The appointive Presidency: Ford and

Rockefeller (the constitutional aspects)
2. Domestic policy issues

a. Pardon for Nixon and amnesty for draft
evaders

b. Oil crisis: shifting energy priorities
c. Environmental concerns

(1) Three Mile Island
(2) Acid rain
(3) Toxic waste

3. Foreign policy issues: the United States after
Vietnam
a. Fall of South Vietnam, 1975
b. Oil crisis: Middle East in turmoil
c. Middle East mediation: Camp David

Accordss
d. The Afghanistan invasion: Olympics and

grain—diplomatic weapons
e. Iranian hostage crisis: 1979-1981

C. Reagan and Bush, the “new” federalism and
growth of conservatism
1. Supply-side economics
2. Tax policy and deficits
3. Environmental and civil rights policies
4. Effects on minorities
5. The Supreme Court and the schools

a. Engle v. Vitale, 1962
b. Tinker v. Des Moines School District, 1969
c. New Jersey v. TLO, 1985
d. Vernonia School District v. Acton, 1995

D.New approaches to old problems
1. Feast and famine: the farmer’s dilemma
2. The problems of poverty in an affluent

society—“the underclass”
3. The “new” immigrants; (Immigration Reform

and Control Act of 1986)
4. Changing demographic patterns (growing

numbers of elderly)

Environment 

Interdependence

Economic
Systems

Assess the appropriateness of Carter’s
emphasis upon human rights considera-
tions in the conduct of United States
foreign policy.
TEACHER’S NOTE: This core curricu-
lum has been developed to place empha-
sis on content and understanding prior to
1980. Study of events of the post-1980
period should, therefore, focus on draw-
ing parallels to and/or distinctions from
specific events and trends prior to 1980.
- To what extent and in what ways did

the “Reagan Revolution” constitute a
challenge to the elements of the New
Deal and Great Society?

- Why didn’t all socioeconomic groups
benefit equally from the Reagan
Revolution?

According to Supreme Court rulings in
these cases, how does the Bill of Rights
apply to students in a school context?

- How effectively did the Immigration
Reform and Control Act of 1986 deal
with the problems of illegal aliens in
our nation?

- What were the sources of immigration
after 1975? How have these new immi-
grant groups affected American soci-
ety? How do the experiences of recent
immigrant groups compare with those
of earlier immigrant groups?

- What are the political, economic, and
social implications of an increasingly
elderly population?

- To what extent did Reagan’s foreign

Content Concepts/Themes Connections

V.  THE TREND TOWARD CONSERVATISM, 1972 - 1985, continued
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V.  THE TREND TOWARD CONSERVATISM, 1972 - 1985, continued

VI.  APPROACHING THE NEXT CENTURY 1986 - 1999

E. Renewed United States power image
1. Central America and the Caribbean: debt and

stability; Sandinistas, Contras, El Salvadorians
2. Middle East: war and hostages

F. Trade imbalance and divesting
1. Japan: trade imbalance
2. United States and South Africa

G.United States—Soviet relations
1. Gorbachev and Soviet relations
2. “Star Wars” and arms limitation efforts
3. Cuts in defense spending and the fall of the

Soviet Union

Human systems

Interdependence

Foreign Policy

policy represent a return to traditional
themes of Cold War and power
politics?

Content Concepts/Themes Connections

A. The Bush Presidency
1. Case study: The election of 1988

a. Effects of demographics
b. Rise of a third party (H. Ross Perot)
c. Increasing influence of political action

committees
2. Domestic issues

a. Environmental concerns
b. Immigration issues
c. Savings and loan scandal
d. Social concerns (Cruzan v. Director, Missouri

Department of Health, 1990 and Planned
Parenthood of Southeastern Pennsylvania, et.al.
v. Casey, 1992)

3. Foreign policy issues
a. Dissolution of the Soviet Union
b. Fall of the Berlin Wall and German

reunification (1990)
c. Crisis in Bosnia
d. Persian Gulf crisis

B. The Clinton Presidency
1. Domestic issues

Presidential
Decisions and
Actions

Environment 

Interdependence
Foreign Policy

Presidential
Decisions and
Actions

Economic
Systems

Students should study these elections to
deepen their understanding of prior
developments in United States history.
Some examples are (1) third-party candi-
dacy of Perot in 1992 compared to
Theodore Roosevelt in 1912, (2) change in
party control of Congress in midterm
elections (1994 compared with 1918,
1930, 1946) and its impact on the working
relationship between the President and
Congress.

Evaluate the effectiveness of the foreign
policies of Presidents Reagan and Bush.

Content Concepts/Themes Connections
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a. Social concerns
(1) Health care
(2) Education
(3) Welfare reform
(4) Stability of the Social Security system

b. Economic concerns
(1) Role of technologies
(2) Impact of the baby boom generation
(3) Balanced budget amendment (debate)
(4) Market trends: The bull market of the

1990s
c. Political concerns

(1) Senate Whitewater investigations
(2) Gun control
(3) Campaign finance reform (debate)

d. Impeachment and acquittal
2. Foreign policy issues

a. United States—Middle East relations:
Israeli—PLO agreement (Rabin—Arafat)

b. United States in the global economy
(1) NAFTA
(2) GATT
(3) Economic aid to Russia
(4) United States trade with China, Japan,

and Latin America
c. Intervention in Somalia, Haiti, Bosnia, and

Yugoslavia
d. United States—Russian relations; 1990 to

the present
e. United States—European relations:

European Union (EU), NATO

Foreign Policy

Places and
Regions

Foreign Policy

Interdependence

Suggested Document: Reno v. American
Civil Liberties Union, 1997

Students should examine the foreign
policies of Bush and Clinton to under-
stand the complexities of post-Cold War
issues and realities.

Content Concepts/Themes Connections

VI.  APPROACHING THE NEXT CENTURY 1986 - 1999, continued
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Grade 12 Social Studies

The curriculum for grade 12 social studies continues to focus on two major areas:

1) Participation in Government
2) Economics and Economic Decision Making

Since the content outlines have not changed in these subjects, the syllabi have not been reprinted
in this document. Brief descriptions of each of these courses follow.

Grade 12 Social Studies: Participation in Government
Students studying participation in government in grade 12 should experience a culminating

course that relates the content and skills component of the K-11 social studies curriculum, as
well as the total educational experience, to the individual student’s need to act as a responsible
citizen.

Course content will:

• be interdisciplinary, for it will be drawn from areas beyond the defined social studies
curriculum; will include life experience beyond classroom and school

• be related to problems or issues addressed by students, i.e., content in the form of data,
facts, or knowledge may vary from school to school, but real and substantive issues at
the local, State, national, and global levels should be integrated into the program

• be in the form of intellectual processes or operations necessary to deal with data
generated by problems or issues addressed, i.e., the substance of the course.

In addition, the term “participation” must be interpreted in the broad sense to include actual
community service programs or out-of-school internships, and in-class, in-school activities that
involve students in the analysis of public issues chosen because of some unique relevance to the
student involved. Defining, analyzing, monitoring, and discussing issues and policies is the
fundamental participatory activity in a classroom.

Grade 12 Social Studies: Economics and Economic
Decision Making

The study of economics in grade 12 should provide students with the economic knowledge
and skills that enable them to function as informed and economically literate citizens in our soci-
ety and in the world. The course is designed to be used with all students, emphasizes rational
decision making, and encourages students to become wiser consumers as well as better citizens.
Teachers will provide for different student needs by selecting appropriate instructional materials
and learning strategies.
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Learning Experiences
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Because this unit is activity-oriented, and
is based on the lives of 4th grade stu-
dents, nothing is needed except an

enthusiasm for learning. Background for
understanding is provided in activities, litera-
ture, and documents from the past.

The teacher’s role in this unit is to familiarize
the students with the classrooms and learning
of the l9th century. This is introduced by read-
ing from children’s literature. These will
include chapters from Laura Ingalls Wilder’s
stories, Caddie Woodlawn, and the American Girl
Learns ALesson series by Pleasant Company.
The teacher then provides opportunities for

E L E M E N TA RY

▲ roots of  American culture
▲ information about traditions
▲ how traditions were passed
▲ view historic events through

eyes of those who were
there

▲ read historical narratives
▲ distinguish between

past/present/future
▲ explore lifestyles/beliefs/

traditions

▲ what it means to be a good
citizen

▲ identify/describe
rules/responsibilities

▲ participate in activities

SS

1
SS

2
SS

5

Reading,
‘Riting,
’Rithmetic

Ellen Laudermilk, Nancy Murinka

Port Byron Central School

A. A. Gates Elementary School

30 Maple Avenue

Port Byron, NY 13140

(315) 776-5731

btomassocny.tds.net

Grade 4

Reading, ‘Riting, ‘Rithmetic is a
reenactment program used in
the 4th Grade as an integral part
of the local history study. The
children prepare for, and actu-
ally participate in a pioneer
school day. The children will
develop an appreciation for the
child of the 19th century by
actually “walking in their
shoes.” The children will begin
to view history not as a text of
famous events and people, but
a story of ordinary people like
themselves.

Children will need enthusiasm for learning,
copies of preparation lessons, spelling lists,
and a poem to memorize. Costumes from home
such as long skirts and bonnets for the girls,
and jeans or overalls for the boys add to the
authenticity.
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the class to experience reading, writing, and arithmetic lessons from the past. These will involve
reading from McGuffey readers, practicing writing with a quill pen and ink, and solving arith-
metic problems from the past. The teacher also provides a spelling list to study for a future
spelling bee, and poetry to memorize and recite on pioneer school day.

The teacher runs the reenactment day following the schedule used at a one-room schoolhouse in
the 19th century.  There is  a series of morning lessons in reading, writing, and arithmetic, along
with recess. Activities such as poetry recitation, spelldown, geography memory game, oral math
contest, and singing are included in the school day.
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The children may do a variety of activities with children’s literature. These may involve writing
story summaries, creating comparison charts or Venn diagrams, or writing fictional school
diaries. Working in learning centers, the children practice writing with proper quill penmanship,
look at primers and hornbooks, and solve difficult word problems from the past. They study
proposed spelling lists, and learn a poem to recite.

The focus of these lessons is to familiarize the students with the schooling of the past. Most
activities are done in cooperative work groups, with a range of ability in each group. Often the
activities are done at learning centers with the children helping each other. The range of reading
abilities can be addressed by incorporating a range of grade-level materials, and by reading dif-
ficult materials to the class.
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The reenactment can be done at an actual one-room
schoolhouse, or arranged in your own
classroom. Modern desks and chairs
are removed from the room, and
replaced with benches (usually obtained
from school gym). Cardboard boxes or
shelves can be used to block off “pioneer
school” from the rest of the classroom.

Materials and Supplies
• copies of children’s literature relating to

one-room schoolhouse experiences 
• McGuffey readers (reprints ordered from

bookstores) 
• quill pens, ink
• worksheets
• copies of poems 
• spelling list (teacher-generated) 
• schedule for school day 
• access to one-room school (optional)
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ASSESSMENT
The personal reflection essay is the best insight for the teacher. The children are asked to tell
about their experience at the schoolhouse, and to decide which type of learning they prefer. The
supporting statements for their choice can be a basis for assessment, or for group debate and
discussion.

Another evaluative piece is the Venn diagram, comparing 19th century learning with today’s
schooling. The paper, “You Be The Teacher,” from the Laura Wilder’s activity guide gives the
children the opportunity to view the school from the other side of the classroom.

There are also ample opportunities to discuss the literature read, to write story summaries, and
to make dioramas of the schoolroom. Most of the activities used to prepare for the reenactment
can also be used as  assessment tools. All of the activities can be gathered together and used as
part of a portfolio, if the teacher wishes.

Assessment
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Student Work
The pre- and post-activities give students ownership of the schoolhouse experience. All of the
pre-activities build an understanding of l9th century school life, which will enrich the actual
experience. The literature sharing is especially good for making the connection for children of
today to children of tomorrow.

The on-site activities help build the realism. They add the feeling of  actually being there for the
class.

The post-activities allow the children to reflect on their experience. They are able to
express what impressed them, to know how they connect to chil-
dren of the past, and to make a judgment using sup-
port from actual experience.

REFLECTION
This unit connects all levels of learning for the student. It is a study of history without texts and
dates. The children experience pioneer living on their level, with the common experience of
schooling as the connection. The writing and literature lessons fit naturally into the unit, as do
math and geography. This unit can be as extensive or as limited as the teacher desires, and can
be adapted to fit all learning styles.

I have used this reenactment unit for 12 years, and find it the most successful activity I do with
children. The enthusiasm and interest for the history of schools is very positive. I have recently
included primary documents to this unit, bringing in school board notes, report cards, and grad-
uation programs for the children to compare to the present. It is such a natural connection. I feel
this type of learning experience may take more planning time, but the benefits are worth the
effort.
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E L E M E N TA RY

This interdisciplinary project
allows students to work
together to make decisions,
solve problems, and learn
about the world of work and
economics. They will produce,
promote, “sell”, and evaluate
a product —cookies.

▲ individuals/groups satisfy
needs/wants

▲ scarcity requires individuals
to make choices

▲ societies organize their
economies

▲ investigate economic deci-
sions

▲ locate economic informa-
tion

▲ willingness to consider
other viewpoints

▲ participate in activities
▲ suggest alternative solu-

tions
▲ evaluate consequence
▲ prioritize solutions
▲ propose action plan

SS

4

SS

5
Introduce concepts and terms (factory,

product, produce, employee, supervisor,
survey, customer, production).

Students sign up for the team of their choice: 

Accounting
• figure out cost of cookie, collect and

count money 

Research
• research prices of cookie dough, frost-

ing, and sprinkles
• find out how many cookies we would

need (take orders with or without
frosting) 

• graph results later

Valerie Jodoin, Billie VanCour

Beekmantown Central School

West Chazy Elementary School

P.O. Box 223, 44 Academy Street

West Chazy, New York 12992

(518) 493-3761

FAX (518)493-4194 

Grade 2

Cookie Factory• •
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D.Factory opens and students do jobs (use time cards). Our
factory opened three times. The first time, the cookies were
given as free samples to all students K-2. The second time,
the cookies were “sold”, after calculating the cost per cookie.
Students in other classes “paid” in paper money that they
had to “earn” in a manner decided within their own class-
room. This money was counted later by the Accounting
Team. The third time, the cookies were given to parents at
our end of the year Celebration of Learning. 

Management
• decide sequence in making cookies 
• define jobs needed and write job

descriptions 
• collect feedback from workers 
• write a note to workers about how to

change jobs (if they want to) 
• create a time card to use

Design
• design cookie cutter size and shape
• decide on frosting, color, and sprinkles 

Customer Service
• design a survey for customers 
• compile results 

Advertising
• talk to classes about sale of cookies
• decide on factory name 
• make advertising signs and write notes to

classes 
• collect feedback in regards to advertising 

A.Meet in small groups to accomplish team goals. 
(Teacher facilitator)

B.Meet as a whole group to brainstorm ingredients and utensils
needed to make sugar cookies. (Teacher  facilitator) For home-
work, research a sugar cookie recipe to find out what the ingre-
dients are and compare it to the prepared dough we will be
using. 

C. Sign up for jobs: 
roller 
cutter 
mover
remover
froster 
sprinkler 
janitor 
deliverer
(Teacher is baker)

����



167

E. Have an employee meeting(s) to evaluate the factory.
(Use Robert’s Rules of Order). This may lead to
smaller team meetings and eventual oral reports to
group. (Teacher  facilitator) 

F. Students write a description of their jobs.

G. Possible extension activities: graphing (computer),
design and have technology department make their
own cookie cutter, visit a bakery in the community to
compare, counting money, and letter writing, as
needed.

The student needs:

• clean hands 

• a time card
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ASSESSMENT

1 ) observation of students during teamwork and cookie factory

2) photographs of teams and students performing cookie factory jobs

3) performance of tasks and completion of product (team planning and factory operation)

4) writing about the job they had and illustrating

5) drawing conclusions about their work and reporting at employee meetings

6) student-made surveys and graphs

The photographs indicate the level of involvement the students had with their jobs.
The survey informed us that the factory was a success.
The completed research showed that the students could gather and compile information.
The writing demonstrated how the team solved problems and that they understood their roles
in the production process.

REFLECTION
We work in a small primary building (K-2).
Our project involved the whole student body
and staff. The project was expanded further
into the school community when the technol-
ogy department constructed the students’
design for a new cookie shape. Finally, the
project was carried outside the school into the
local community when we visited a real bak-
ery.

Possible problems might develop if your
school has any policies about giving away
food or does not celebrate holidays, which
two of our factory openings centered around.
However, the project could be easily adapted
to any activity that has a sequence. Some
examples might include other foods, such as
pizza, crafts, or growing plants to sell.

Team Self-Evaluation Questions

Accounting
How  much did each cookie cost? 
Total cookie cost?
How much should we charge next time?

Research
Some teachers did not get any cookies. How can we
solve that problem next time?
Do we need the same amount of ingredients next?
How do you know?

Management
Do we need any more jobs? 
Did we have enough employees on each job?
How did the employees feel about their jobs? 

Design
Was the design successful? How can you tell?
What will next time’s design be? 

Customer Service
What were the results of the survey?
Can you figure out how to compile the results to share
with all employees?
What should we do differently?

Advertising
Where are your signs?
What should we do with them?
Do you think people noticed them?
How can we make sure that they do notice them?
Did we have enough advertising?

Assessment
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I N T E R M E D I AT E

This unit of study connects to the
standards in that it allows students to
use geography as a tool to learn more
about the world around them. This unit
of study lends itself quite well to
interdisciplinary study. 

Teacher

The materials, supplies, and equipment needed to
successfully complete this assignment are:

• old maps, discarded social studies textbooks
• old magazines ( National Geographic, Travel

and Leisure, etc.)
• Appropriate software ( Encarta, etc.)

Valentina B. Schatoff

City School District of 

New Rochelle

Isaac E. Young Middle School

270 Centre Avenue

New Rochelle, New York 10805

(914) 576-4360

WATOB@aol.com Grade 6

As a culminating activity for a heteroge-
neously mixed sixth grade class,  this
activity introduces a  unit on world geog-
raphy.

Teacher

▲ gather geographic informa-
tion

▲ present geographic infor-
mation

SS

3
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I N T E R M E D I AT E

This unit could work well at every grade
level, K-12, but is particularly suited for stu-
dents at the Intermediate level. The assign-
ment can be modified for those needing aca-
demic intervention or enriched for those
students who need enrichment.

Teacher
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This project was used
as a culminating activity
to assess how well stu-
dents could translate
their knowledge of a
geographic term’s defin-
ition into being able to
recognize it on a map or
in a drawing or photo-
graph. Students were
also evaluated on their
ability to integrate the
information they found
and to put it into an
organized, attractive,
visual format.

Definitions
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Assessment
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Students progress was evaluated through ongoing observations and individual conferencing.
The final product was presented to the teacher and the class. Each project was viewed, critiqued
and discussed. Final evaluation was made using a scoring rubric.

Evidence that the students have mastered the objectives of this unit include the following mea-
surable criteria:

They have: 

• included a correct definition of a geographic term.

• indicated on an existing map or on a map of their own creation a real world location for
their geographic term.

• written a sentence using the geographic term correctly.

• made a drawing showing that they understand what the specific land or water term
looks like.

REFLECTION:
The study of social studies, and especially of geography, is an integral part of educating students
for the burgeoning global economy and for the coming millennium.That is why this unit is so
well suited for the intermediate students. It allows them to make a connection between their
classroom assignment and the world at large. It allows them to have a “final product” that is
within the grasp of the vast majority of students.

The unit would better meet the needs of all students if the work were done exclusively in the
classroom, rather than in the way I have assigned it in the past. This is because there can be a
huge discrepancy in the quality of work between those who have access to parental intervention
and a ready access to supplies and those who are left to finish the product left to their own
devices. Otherwise, the unit is easy to implement and gives the students important skills while,
at the same time, instilling a sense of accomplishment.
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What is the purpose, objective or focus?

Students will analyze actual wills from
the Homespun Era. From this analysis,
students will be able to document:
1. how females were treated differently

than males

2. how morality played a key role in an
inheritance

3. the importance of religion in
Homespun society

4. the extent of an upper middle class
estate during this era

Students will, after this analysis, make
evaluative comments to the authors of the
wills.

You need readable copies of the wills. If
one wishes to look for wills from a spe-
cific time and place, a couple of hours at
the county clerk’s office is all that is nec-
essary.

1.

I N T E R M E D I AT E

▲ meaning of American cul-
ture

▲ how ordinary people/his-
toric figures advanced
democratic values

▲ sources of historic docu-
ments

▲ understand how different
experiences lead to differ-
ent interpretations of events

SS

1

Study of Gender Equity—
Age of Homespun

William J. Neer

Liverpool Central Schools

Soule Road Middle School

8340 Soule Road

Liverpool, New York 13090

(315) 453-1283

FAX (315) 453-1286 

Grade 7

Prior Learning necessary for comple-
tion of this exercise

• an awareness of the time period, or
era, of American history in which
these wills were written,

• previous teaching of the letter writ-
ing unit in Language Arts, both
friendly and business letter formats.
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The Lawrence will was found in a typewritten
format, but it is interesting for students to work with
the handwritten Mathews will. It is a good idea to
provide the typed transcription as well...it is fun for
students try to read the original Mathews will with
the aid of hand held plastic magnifiers which are
readily available at most office supply stores very
inexpensively.

Teacher
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The students demonstrate
their level of understanding of
gender inequities. At the mid-
dle school (intermediate)
level, fairness, consistency,
and equal treatment are of
paramount importance. The
students easily see the
inequity shown by these two
wills. It is very interesting to
note how they interpret these
inequities by reading their let-

ters. The worksheet
readily gives insight
concerning the stu-
dents’ recognition of
the values of the work
ethic, marriage, reli-
gion, and gender
equity.

2.
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The second day, students could read letters aloud. (I did this and it was fun). Such
readings help to stimulate class discussion and can be a source of peer evaluation. It’s just a
simple assignment. Let’s not make much more of it. It was a big hit with the kids!

3.

Such a lesson would be appropriate when
studying Homespun roles of men and women.

• In what ways are men and women
treated differently?

• Is birth order a factor to consider?

• How have these ideas changed since
our study of the colonial period?

• What would the Iroquois say about a
will?

• How would they respond to treating
men and women (or sons and daugh-
ters) differently?

• How do people today react to such sit-
uations?

• How are women’s roles different
today?
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REFLECTION
This lesson provides a concrete example to students for evaluating historical documents, analy-
sis of values and customs and reinforces reading and writing skills.

ASSESSMENT
Evaluation and assessment of this lesson are accomplished in two ways:
a. class discussion during and after the assignment is completed, and
b. letters written by the students to the two men.

179 Social Studies

☛Assessment
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This is a two-day classroom activity
within a series of lessons in a unit. The
students may have an introduction to

ancient  civilizations or the lesson may be used
to introduce the unit. The teacher rotates from
group to group guiding students, when neces-
sary, with questioning. Each group is
instructed to select a guide and a recorder.
Students compare/contrast Mesopotamian
Law to Hebrew Law as it relates to how each
society values women, social responsibility,
negligence, and equality under law. They chart
their findings on the outlined chart so it will
be a natural progression to answering ques-
tions about values in these two societies. The
class moves from charted information to criti-
cal conclusions/evaluations. Finally, the class
discusses the values of those societies and how
American law/values is related.

C O M M E N C E M E N T

▲ define culture/civilization
▲ norms and values of

Western/other cultures
▲ interpret/analyze docu-

ments/artifacts

▲ values of nation/interna-
tional organizations affect
human rights

SS

2
SS

5

Law and Life in  
Two Ancient

Societies

Francine Mazza

Ramapo Central School District

Ramapo High School

400 Viola road

Spring Valley, New York 10977

(914) 577-6446

Grade 10

Students are introduced to document-
based questions in the first month or two
of the school year.  They are also intro-
duced to charting information and analyz-
ing its impact. 

While this learning experience is done
with grade 10 students, it would be part
of the grade nine course under the new
Global History scope and sequence.
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Critical Conclusions/Evaluations Questions

Materials:
■ Copies of Code of Hammurabi
■ Copies of parts of Old

Testament for each student
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Critical Conclusions/Evaluations Questions
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REFLECTION
I enjoy the lesson because it requires higher order thinking skills and uses the content to impress
values on students. The lesson should be expanded to include other ancient civilizations that
will be part of the new world history course.

����



184

☛Assessment
Student self-grading sheet. All other team members must sign it. Signatures equal approval of self-
grade. Six categories are worth up to four points each for a total of 24 points of grade.
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LAW AND LIFE IN TWO ANCIENT SOCIETIES
GRADING RUBRIC

Chart students draw logical, students draw logical
specific conclusions specific conclusions
in all 8 boxes of the chart in most of the boxes in

the chart
19 points 16 points

students draw logical specific students reword the
conclusion  in half of the boxes statements as they are

given in the readings
13 points 9 points

Question Number  I students cite 4 values of students cite most of the
Mesop. and 4 values of values of Mesop. and
Hebrews as they relate Hebrews and make some
to each of the four categories reference to similarities
(equality, women, etc.) with and differences
reference to similarities
and differences
19 points 16 points

students cite some of the students do not make
values of each society but any value judgements. 
do not make any reference Students repeat the laws
to similarity or differences as they are given in the

readings and make no
comparisons

13 points 9 points

Question Number 2 students cite the origin of students cite the origin
Hebrew Law(god) and Mesop. of Hebrew Law and Mesop.
Law(Hammurabi) and comment Law
on the spiritual vs. Earthly
difference
19 points 16 points

students cite the origin of the origins are incorrect
only one of the laws for both Mesop. and Hebrews
(either Hebrew or Mesop.)

Question Number 3 students cite at least three students cite 3 specific
specific societal similarities reasons for their decision
for their decision and effectively but fail to draw the
draw the connection between connection between the
the two societies two societies
19 points 16 points

students use 1-2 specific students use incorrect
similarities for their decision facts (9 points)*

or did not attempt to
answer the question

13 points    0 points*
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C O M M E N C E M E N T

▲ identify/locate/evaluate eco-
nomic information

▲ apply problem-solving
model to economic prob-
lems

▲ analyze issues
▲ take/defend/evaluate posi-

tions on attitudes

SS

4
SS

5

The ability to analyze a public policy issue is critical to
good citizenship. To be truly informed on an issue and
to make knowledgeable decisions about it requires

knowledge of multiple viewpoints,  individuals, and past and
proposed legislation. Furthermore, electronically accessing
information allows for expansion of knowledge to include
databases, information retrieval systems, and other library and
museum resources throughout the world.

What Students Do:
• Select and analyze a public policy issue.

• Create a hot list of web sites that have been explored and
investigated as a result of a web search on the Internet. The
list must include the accurate web address, a brief descrip-
tion of each web site explaining why it is useful and/or for
what it is used, a list of email addresses, and at least one
contact.

• Access two different viewpoints on the issue via CD ROM.
Submit a hard copy of these sources with a brief descrip-
tion of why the source was or was not useful.

Joseph Corr, John DeGuardi

Diane Hobdan, Donald Mion

Thomas Pallas

North Colonie Central Schools

Shaker High School 

445 Waterliet-Shaker Road 

Latham, New York 12110 

(518) 785-5511, FAX (518) 783-5905 

Grade 12
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• Locate information through
traditional/print methods
including textbook search-
ing, magazine articles, first-
person interviews, televi-
sion reports, newspapers,
microfilm, or other
sources. Obtain two view-
points from the above
sources, one in favor of
the topic position and one
opposed to the
topic/position.

• Create a journal in which
students reflect upon the
search process citing
searches and resources
they found useful and
productive and those
they found to be frus-
trating and difficult.
The journal must indi-
cate the reasons for
success or failure of a
particular search and
offer evidence of sub-
stantial time on task.

• Produce a group Hot
Issue Newsletter con-
taining the follow-
ing:

• a list of useful
web sties and e-
mail addresses 

• a summary of
positions on all
sides of the
issue 

• a list of key
individuals
involved in the issue 

• two visuals, one of which is a political cartoon, the other a
student created graphic representation 

• information incorporated from previous stations.

• Individually produce a position letter following the format of the National Issues Forum
and send it via e-mail to one or more of the following:

• elected public officials
• editors of news periodicals
• corporate leaders.

• Function effectively as a cooperative work group.
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Learner Outcomes:
• to recognize key issues in public policy debates, examine all sides, and defend positions on

the issues

• to become knowledgeable and competent in the tools of the electronic work place, including
electronic mail, CD ROM, and on-line services

• to enhance skills relative to data collection through the use of online resources, CD ROM, 
e-mail, print resources, interviews, and speakers

• to organize, analyze, and interpret data collected into a newsletter informing classmates
about the multiple aspects of an issue
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• to work effectively as a cooperative group.

• to take action on an issue by writing a letter to involved individuals and agencies explaining
one’s position and, where appropriate, prescribing a specific response.

Groups will be created to study a public policy issue. Each group will be required to use a vari-
ety of sources, both electronic and traditional print, to analyze a public policy issue. Class time
and time after school will be utilized to collect information on the issue through the use of
online services, e-mail, CD ROM information banks, print resources, interviews, and speakers.
Each individual student will be required to keep a journal that reflects upon their successes and
difficulties when engaged in electronic searching. The following represent the objectives for each
search section:

Online Objectives 
1. Create a Hot List that pertains to your issue. This Hot List is a list of web sites that you have

explored and investigated as a result of your web search on the Internet.

2. Each Hot List must contain:
a list of web sites’ accurate addresses
a brief description of each web site explaining why it is useful and/or what it is used for, a

list of e-mail addresses, and at least one contact.

CD ROM Objectives
1. Using CD ROM sources, locate information on your project. Obtain two different viewpoints

on your issue.

2. Submit a hard copy of any information you accessed via CD-ROM with a brief description
of whether the source was useful or not and reasons why it was or was not useful.

Speaker Presentation Group Objectives

1. Choose an issue or topic. Find resource persons or organizations related to the issue. Include
name, address, and phone number.

2. Group must find speakers who represent views on a particular side of an issue. Two such
speakers must be contacted in order to present their viewpoint to the class at large. Speakers
may be contacted via letter, phone, or email.

3. All issues and speakers must meet the approval of instructor prior to any arrangements
being made. Aspeaker request form must be approved by the social studies supervisor, Mr.
Corr.

4. Adirectory must be kept by group of persons or organizations contacted.

5. An outline of topics or subtopics must be prepared to address points of interest the group
wants speakers to address. This should be typed in standard form and presented to class for
discussion.

6. Compile a list of e-mail addresses of speakers on both sides of the issue.

Traditional/Print Objectives
1. Locate information on your project by using the following methods: textbook searches, mag-

azine articles, first-person interviews, television reports, newspapers, microfilm, etc.

2. From TWO of the above sources, obtain TWO viewpoints, ONE in favor of your topic/posi-
tion and ONE in opposition to your topic/position.
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3. Then, submit from your group to your teacher for inspection the hard copy of the item(s)
that have been researched using traditional search methods.

Groups will then be required to produce a Hot Issue Newsletter containing the:
• a hot list of useful web sites and e-mail addresses
• a summary of positions on all sides of the issue
• a list of key individuals involved in the issue
• two visuals, one of which is a political cartoon, the other a student created graphic rep-

resentation
• information incorporated from previous stations.

After the newsletter has been completed, each individual student is to produce a position letter.
This letter should follow the format of the National Issues Forum and should be sent via e-mail
to one or more of the following:

• elected public officials
• editors of news periodicals
• corporate leaders

ASSESSMENT
The completed project will be evaluated using a rubric (scoring guide) to measure four compo-
nents in varying amounts. You must complete all four components of the project for it to be
accepted. The following is a list of the project components and their grading value:

☛Assessment

����



191

����



192

����



193

REFLECTION
As a group product, there existed opportunities to demonstrate multiple intelligences. For exam-
ple, students were required to search and arrange for speakers as an effective group. (interper-
sonal). The requirement of producing a graphic appealed to the visual/motor domain. Students
were accorded the opportunity to demonstrate what they can do and know in an arena other
than “on demand” traditional pencil and paper exam.
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Resources

The use of primary sources and other documents should be an integral part of a social studies pro-
gram. Students should learn how to analyze historical documents and prepare essays and reports that
describe different perspectives on various historical issues, events, and questions. An important resource
for teachers to use as they incorporate documents into their instructional programs is Consider the Source:
Historical Records in the Classroom (State Archives and Records Administration), available from the
Publications Sales Desk (518-474-3806).

Additional documents can be found on a number of websites including the following:*

American Historical Association  . .http://www.theaha.org
American Presidents  . . . . . . . . . . . .http://www.americanpresidents.org
Amnesty International . . . . . . . . . . .http://www.amnesty.org.uk/fastindex.html
The Armonk Institute . . . . . . . . . . . .http://www.armonkinstitute.org/
Asia Society: Ask Asia  . . . . . . . . . . .http://www.askasia.org/for_educators/fe_frame.htm
BBC Online Network . . . . . . . . . . . .http://news.bbc.co.uk/
British Library . . . . . . . . . . . . . . . . . .http://www.bl.uk/welcome.html
British Maps Home Page . . . . . . . . .http://www1.pitt.edu/~medart/menuengl/mainmaps.html
Capital District Council for the

Social Studies  . . . . . . . . . . . . . . . .http://home.nycap.rr.com/cdcss/
Central New York Council for the 

Social Studies  . . . . . . . . . . . . . . . .http://www.lm.liverpool.k12.ny.us/cnycss2/cnycss.html
CNN World News  . . . . . . . . . . . . . .http://cnn.com/WORLD/
Economic Education Web  . . . . . . . .http://ecedweb.unomaha.edu/home.htm
Edsitement . . . . . . . . . . . . . . . . . . . . .http://www.edsitement.neh.gov/
Federal Resources for Educational

Excellence-Social Studies  . . . . . .http://www.ed.gov/free/s-social.html
Gilder Lehrman Collection  . . . . . . .http://www.gilderlehrman.com
Internet History Sourcebook 

Project  . . . . . . . . . . . . . . . . . . . . . .http://www.fordham.edu/halsall/
Historical Atlas of the 

20th Century . . . . . . . . . . . . . . . . .http://users.erols.com/mwhite28/20centry.htm
History: Central VCatalogue  . . . . .http://www.ukans.edu/history/VL/
The History Net  . . . . . . . . . . . . . . . .http://www.thehistorynet.com/THNarchives/WorldHistory/
Law, Youth, and Citizenship . . . . . .http://www.nysba.org/lyc/LYC.html
The Library of Congress  . . . . . . . . .http://www.loc.gov/
The Library of Congress 

Country Studies . . . . . . . . . . . . . .http://lcweb2.loc.gov/frd/cs/cshome.html
Lower East Side Tenement

Museum  . . . . . . . . . . . . . . . . . . . .http://www.wnet.org/tenement
Map Collections: 1544-1996 . . . . . . .http://memory.loc.gov/ammem/gmdhtml/gmdhome.html

*The documents posted here contain hypertext links or pointers to information created and maintained by
other public and private organizations. These links and pointers are provided for the user's convenience. The
Education Department does not control or guarantee the accuracy, relevance, timeliness, or completeness of
this outside information. Further, the inclusion of links or pointers to particular items in hypertext is not
intended to reflect their importance, nor is it intended to endorse any views expressed, or products or services
offered, on these outside sites, or the organizations sponsoring the sites.
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National Archives . . . . . . . . . . . . . . .http://nara.gov (future site h t t p : / / w w w. n a t i o n a l a rc h i v e s . c o m/ )
National Archives and 

Record Administration: 
The Constitution Community  . .http://www.nara.gov/education/cc/main.html

National Archives and 
Record Administration: 
The Digital Classroom  . . . . . . . .http://www.nara.gov/education/classrm.html

National Archives and 
Record Administration: 
Presidential Libraries  . . . . . . . . .http://www.nara.gov/nara/president/address.html

National Council for the 
Social Studies  . . . . . . . . . . . . . . . .http://www.ncss.org/

National Council on Economic
Education  . . . . . . . . . . . . . . . . . . . .http://www.nationalcouncil.org

National Gallery of Art  . . . . . . . . . .http://www.nga.gov/
National Geographic Society  . . . . .http://www.nationalgeographic.com
The National Park Service . . . . . . . .http://www.nps.gov
National Register of Historic

Places . . . . . . . . . . . . . . . . . . . . . . .http://www.cr.nps.gov/nr/twhp/home.html
NATO 50th Anniversary  . . . . . . . . .http://ac.acusd.edu/history/20th/nato50.html
New York State Archives and 

Records Administration  . . . . . . .http://www.sara.nysed.gov/
New York State Council for the 

Social Studies  . . . . . . . . . . . . . . . .http://www.nyscss.org/
PBS Online . . . . . . . . . . . . . . . . . . . . .http://www.pbs.org/
Perry Castañeda Library  . . . . . . . . .h t t p : / / w w w. l i b . u t e x a s . e d u / L i b s / P C L / M a p _ c o l l e c t i o n / M a p _ c o l l e c t i o n . h t m l
Project WhistleStop  . . . . . . . . . . . . .http://www.whistlestop.org/
SUNY New Paltz Department of

Geography  . . . . . . . . . . . . . . . . . .http://www.newpaltz.edu/geography/links.html
US State Department  . . . . . . . . . . . .http://www.state.gov/
University of Cambridge . . . . . . . . .http://www.classics.cam.ac.uk/Faculty/links1c.html
University of Texas at Austin  . . . . .http://www.utexas.edu/index.html
Virtual Library History Index . . . . .h t t p : / / w w w. m s u . e d u / ~ g e o rg e m 1 / h i s t o r y / m e d i e v a l . h t m
Women Watch . . . . . . . . . . . . . . . . . .http://www.un.org/womenwatch/
Women’s History Sourcebook  . . . .h t t p : / / w w w. f o rd h a m . e d u / h a l s a l l / w o m e n / w o m e n s b o o k . h t m l
Yale University Library  . . . . . . . . . .h t t p : / / w w w. l i b r a r y. y a l e . e d u / h u m a n i t i e s / h i s t o r y / i n d e x . h t m l
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This core curriculum for economics, the enterprise system, and finance supports the State Education
Department’s efforts to raise standards in social studies by focusing on Standard 4: Economics, in the
Learning Standards for Social Studies. This core curriculum reinforces the key ideas and performance indi-

cators for this standard and describes what students should know and be able to do in their study of economics and
economic decision making. It outlines the content, concepts, and skills that students should understand and apply
throughout their lives. Decisions about what information to include reflect the collaborative efforts of leaders in
social studies education, business, finance, and economics education. These decisions were based on the need to pro-
vide students with the economic knowledge and skills that will enable them to function as informed and economi-
cally literate citizens in our democratic society and in the global marketplace. This new core curriculum includes
information about business, entrepreneurship, the enterprise system, finance, and personal finance, in addition to
economic theory.

Economics, the Enterprise System, and Finance is intended to be used to meet the curriculum mandate of the Board of
Regents that requires all students to complete a half-unit course of study in economics or its equivalent as part of
their four-unit social studies requirement. Equivalent courses in economics must address Social Studies Learning
Standard 4: Economics, specifically the key ideas and performance indicators that define this standard. This new
core curriculum also includes references to the National Voluntary Standards for Teaching Economics and to the
Jump$tart Coalition Personal Financial Management Guidelines.

The design and development of this core curriculum represented a unique partnership among leaders of business
and finance, economists, teachers of economics, and representatives from the Federal Reserve Bank of New York,
Junior Achievement, Inc., and the New York and National Foundation for Teaching Entrepreneurship (NFTE). In
addition, hundreds of social studies teachers and supervisors either attended informational sessions or provided
written reviews of this core curriculum. The New York State Education Department wishes to recognize and thank
the following individuals and their organizations for their cooperation, assistance, and support for this important
curriculum project. Inclusion of an individual’s name and affiliation does not necessarily imply support for the con-
tents of this core curriculum by that individual or affiliation.
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IIIInnnnttttrrrroooodddduuuucccctttt iiiioooonnnn

Why Study Economics?

The study of economics, perhaps more than any other social science, will have a significant and long-term
impact on the lives of students. Throughout their lives, students will encounter various economic con-
cepts, principles, and issues. From personal income and property taxes to automobile loans to retirement

investments, students will need to apply the basic economic concepts, understandings, and skills included in this
core curriculum. An understanding of basic economic concepts such as supply and demand, opportunity costs,
recession, the business cycle, resources, scarcity, and economic growth will enable students to analyze local, state,
national, and international economic questions and issues. In addition, as Federal Reserve Board Chairman Alan
Greenspan has noted, “Improving basic financial education at the elementary and secondary school level is essential
to providing a foundation for financial literacy that can help prevent younger people from making poor financial
decisions that can take years to overcome.”

As active, informed citizens in our democratic republic, students will also need to understand how economic
principles influence local, state, national, and international policies. Students need to understand and analyze the
economic implications involved in resolving local policy issues. For example, local and regional decisions about eco-
nomic development, the environmental impacts of proposed projects, and potential employment opportunities
require an understanding of economic content and concepts. Students need to be able to participate in the decision-
making process by critically analyzing information related to these projects and proposals. They need to address the
potential effects these proposals might have on societal values and goals, resources, and quality of life.

On the global level, technology, computers, and access to the Internet will enable students of the 21st century to
communicate and interact with individuals, groups, and institutions throughout the United States and the world.
Through stock market clubs and competitions, e-trade transactions, and various websites, students can now partici-
pate in the world of finance. At the same time, however, students also need to learn about the connections that link
various global economic issues and concerns such as resource depletion, global trade, population movements, air and
water pollution, inflation, and unemployment. Students need to be able to define these issues and problems; review
alternative solutions by considering the economic, social, and political implications for each; and propose solutions.
A study of economics should also help students better understand the operation of the interdependent world econo-
my and the various roles played by consumers, workers, producers, investors, voters, and political leaders.

Economics provides a unique opportunity for students to combine knowledge of the theoretical with practical,
real-life decisions about employment options, consumer choices, and personal finance. An understanding of basic
economic concepts and principles will help students to become better informed and more active citizens. They
should become citizens who can participate in policy making at the local, state, and national levels concerning
economic issues and priorities.

“If we are worried that our young people can’t read or add and subtract, then we should also be seriously
concerned that they do not know how to manage their financial resources as workers, producers, savers
and investors, nor how to address public policy issues as participants in a democratic society. A sound
education in basic economic principles provides students with critical survival tools and important quality
of life skills. By failing to provide economic education for all our young people, we are failing them.”

Robert F. Duval, President, National Council on Economic Education
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Commissioner's Regulation

Commissioner’s Regulation 100.5 mandates that all students first entering grade 9 in 1985 and thereafter
must earn a half-unit of credit in economics or its equivalent. Equivalency means that students will
challenge Social Studies Learning Standard 4: Economics, at the commencement level, including the

key ideas and performance indicators that define that standard. An equivalent course of study should also address
the economics content, concepts, and skills included in this core curriculum guide.

Social Studies Learning Standard 4: Economics

Students will use a variety of intellectual skills to demonstrate their understanding of how the United States
and other societies develop economic systems and associated institutions to allocate scarce resources, how
major decision-making units function in the U.S. and other national economies, and how an economy

solves the scarcity problem through market and nonmarket mechanisms. 

1. The study of economics requires an understanding of major economic concepts and systems, the principles of
economic decision making, and the interdependence of economies and economic systems throughout the
world.

Students:
• analyze the effectiveness of varying ways individuals, societies, nations, and regions of the world

attempt to satisfy their basic needs and wants by utilizing scarce resources
• define and apply basic economic concepts such as scarcity, supply/demand, opportunity costs,

production, resources, money, economic growth, markets, costs, and competition
• understand the nature of scarcity and how nations of the world make choices which involve economic

and social costs and benefits
• describe the ideals, principles, structure, practices, accomplishments, and problems related to the United

States economic system
• compare and contrast the United States economic system with other national economic systems (focusing

on the three fundamental economic questions)
• explain how economic decision making has become global as a result of an interdependent world economy
• understand the roles in the economic system of consumers, producers, workers, investors, and voters.

This is evident, for example, when students:
▲ through the use of market case studies of the U.S. economy and the economies of other countries,

investigate how values and incentives influence people’s choices, how the economic system affects
people’s incentives, how people gain from voluntary trade, and how people’s choices influence the value
of a good or service

▲ examine current and historical economic data (e.g., workforce composition and participation, natural
resource deposits, industrial base, financial institutions, state’s gross domestic product) to create an
economic profile of the New York State and United States economies; investigate the role of government
(state and national) with particular attention to services provided that foster economic activity and
regulations designed to protect the environment
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▲ complete a case study of a nation or society, focusing on the fundamental economic questions, What
goods and services are produced and in what quantities? How are these goods and services produced?
For whom are these goods and services produced?

▲ investigate one or more current economic issues in the United States, including their historical
antecedents; issues may include, but are not limited to: impact of fiscal policy, the role of Federal Reserve
and monetary policy, corporate downsizing and unemployment, economic growth and the information
age, welfare policy, health care policy, the national debt, defense spending, foreign aid, affirmative action

▲ consider policy positions, and the possible conflicting goals of government, such as full employment,
price stability, economic justice, economic freedom, and economic security

▲ recognize why international trade takes place (because of comparative advantage) and the role of
exchange rates in fostering or inhibiting trade; become familiar with the basics of the balance of
payments and international capital flows; investigate the importance of New York City as a primary
world financial center and how the City’s financial role is enhanced by technology

▲ graph textbook or teacher-developed data to display supply/demand schedules. Interpret graphs
identifying prices and situations that would cause supply/demand schedules to change

▲ describe a list of economic decisions students will make during the coming year, explaining how the
concept of scarcity is involved in each decision. For each decision, discuss a possible opportunity cost
involved. Research newspapers, periodicals, and computer databases to compile a list of local, state, or
federal government economic decisions explaining how the concept of scarcity affected each decision

▲ interpret and analyze the graphic information included in the annual Economic Report of the President,
describing federal and state expenditures

▲ analyze how traditional, command, market, and mixed economies would address the following issues:
health care for individuals with special needs (i.e., elderly, people with disabilities), price supports for
farmers, aid to education, and environmental controls of industries

▲ examine the nature and functions of money in an economy; understand the basics of banking, including
the role of the Federal Reserve System; investigate how forms of money and the nature of credit have
changed over time; recognize how technology increases the flow of financial information and increases
the speed of financial transactions

▲ conduct an in-depth investigation and analysis of the economic and historical impact of one of the
following: the era of Adam Smith and the emergence of capitalism, the Industrial Revolution, Karl Marx
and the emergence of communism, the fall of the Berlin Wall, and the “opening up” of former communist
countries to capitalism.

2. Economics requires the development and application of the skills needed to make informed and well-
reasoned economic decisions in daily and national life.

Students:
• identify, locate, and evaluate economic information from standard reference works, the Internet,

newspapers, periodicals, databases, textbooks, government publications, and other primary and second-
ary sources

• use economic information by identifying similarities and differences in trends; inferring relationships
between various elements of an economy: organizing and arranging information in charts, tables, and
graphs; extrapolating and making conclusions about economic questions, issues, and problems 

• apply a problem-solving model to identify economic problems or issues, generate hypotheses, test
hypotheses, investigate and analyze selected data, consider alternative solutions or positions, and make
decisions about the best solution or position

• present economic information and conclusions in different formats including graphic representations,
computer models, research reports, oral presentations, and business plans.
This is evident, for example, when students:
▲ analyze graphs and charts describing federal, state, and local government expenditures in different

categories (e.g., education, police and fire, health care, welfare, transportation) and design a graphic
representation or computer model that compares/contrasts these expenditures

3
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▲ construct a personal budget showing how they would spend a particular income for a period of months.
Classify the expenditures and present this information in graphic form

▲ research the early struggles of organized labor including topics such as labor conditions in specific
industries in the 19th century, important pieces of labor legislation, and major labor conflicts. Prepare an
oral or research report that summarizes the findings and evaluates the effectiveness of the solutions to
these problems, conflicts, or conditions

▲ list problems which affect the environment and the quality of life in the United States. Research federal,
state, and local government programs developed to resolve these problems. Evaluate the costs and
benefits of each governmental action and propose additional actions

▲ prepare a series of questions for an interview with a commercial banker focusing on the relationship of
that bank with the Federal Reserve System and how and why interest rates change. Graph interest rates
for a two-year period and explain how and why they might have changed

▲ research periodicals, computer databases, and government publications to investigate different views on
the role of the government in the economy. Take and defend a position on what role government should
play in managing the economy.

Social Studies Skills

The connecting activities in this core curriculum combine economic content, concepts, and understand-
ings with skill development. Social studies skills are not learned in isolation but rather in context as
students gather, organize, use, and present information. These skills are introduced, applied, reinforced,

and remediated within the framework of the K-12 social studies program. Students understand the importance of
social studies skills as they use them to interpret, analyze, and evaluate social science concepts and understandings.
Students aim for mastery of skill objectives at the same time that they pursue the other cognitive and affective
objectives of the social studies program.

Learning, practicing, applying, extending, and remediating social studies skills is a developmental process. Just
as students who lack social studies facts and generalizations have difficulty in applying information to new
situations and analyzing new issues and historical problems, students with limited understanding of social studies
skills have great difficulty in processing information, reaching higher cognitive levels, and learning independently.
The teaching of social studies skills needs to be built into every classroom activity so that students engage in a
systematic and developmental approach to learning how to process information.

Social studies skills can be classified into thinking skills and thinking strategies. (See: Barry K. Beyer, Developing
a Thinking Skills Program, Boston: Allyn and Bacon, 1988). Thinking skills include the ability to gather, interpret,
organize, analyze, evaluate, and synthesize information. Thinking strategies involve processing information as
students engage in problem solving, decision making, inquiry, and conceptualizing. The following skill charts
provide examples of how thinking skills and strategies can be organized throughout the social studies curriculum,
K-12. The social studies standards, performance indicators, and core curriculum provide additional examples of skill
development strategies.

Source: Incorporating Skills into Social Studies Programs K-12. The New York State Education Department, Albany, NY.
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I. GETTING INFORMATION
Students shall be able to:

identify a variety of sources of information:
• multiple sources of the same types of

information
• varying approaches, viewpoints,

interpretations
• reference works, newspapers, magazines,

primary and secondary sources
• tables, graphs, charts, diagrams
• maps, globes, atlases, vocabulary
• visuals, field trips, artifacts
• listening
• observing

recognize advantages and limitations of various
sources

locate sources of print and nonprint information:
• libraries (card catalogs, indices, library guides

such as Reader’s Guide to Periodical Literature)
• tables of contents, appendices, glossaries,

bibliographies, and indices
• museums, galleries, public and private

collections, motion pictures, television, radio,
recordings, conversations, interviews

identify the types and kinds of information needed:
• recognition of information that is relevant as

differentiated from information that is
irrelevant

• use of subquestions and/or predicted
consequences

• understanding of purposes for which
information is to be used

locate information in print and nonprint sources:
• main elements
• main ideas
• supportive elements

organize collected information:
• orderly, precise, summarized notes
• cited sources

I
Students shall be able to:

classify and/or categorize data by:
• selecting appropriate headings for data
• distinguishing between relevant and

irrelevant information and events 
• placing ideas in order, chronological and

other
• developing tables, charts, maps, and graphs

to clarify data and ideas
• identifying differences and similarities in

data

evaluate data by:
• differentiating fact from opinion
• identifying frames of reference
• identifying value-laden words
• detecting evidence of propaganda
• evaluating author’s or person’s qualifications

draw inferences from data by:
• identifying relationships among the parts
• detecting inconsistencies
• weighing conflicting facts and statements

check on completeness of data and question
hypotheses based on sufficiency of evidence by:

• using simple mathematical and statistical
devices to analyze data

• testing, refining, and eliminating hypotheses
and working out new ones when necessary

• drawing conclusions

generalize from data by:
• applying previously learned concepts and

generalizations to the data or situation
• checking reasoning against basic principles of

logic and looking for inconsistencies,
limitations of data, and irrelevancies

• creating a broad statement that encompasses
findings

scrutinize possible consequences of alternative
courses of action by evaluating them in light of basic
values, listing arguments for and against such
proposals, and selecting courses of action most likely
to achieve goals

revise generalizations in the light of new data

Chart A: Social Studies Skills

GETTING INFORMATION I. USING INFORMATION
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Students shall be able to:

speak in an effective way by:
• spending sufficient time in planning and

preparing, whether it be for an individual
oral report or as a member of a panel,
debate, forum, etc.

• talking in complete sentences
• keeping to the topic
• using appropriate visuals
• learning and developing the skills of being a

discussion leader or participant

use media and various visuals for communicating
ideas by:

• previewing such media and visuals
• preparing appropriate commentary
• using a variety of media forms: films,

filmstrips, photographic essays, etc.
• constructing and using appropriate tables,

charts, graphs, cartoons, etc.

write in an expository way by:
• thinking logically
• communicating ideas coherently
• forming generalizations based on

appropriate data
• supporting such generalizations through the

use of relevant factual information
• using different forms of written exposition:

investigative, informative, interpretive,
argumentative

• following an acceptable format that includes
an introductory element, a body containing
the basis of the exposition, a conclusion

recognize and use nonverbal means of
communication by:

• understanding the variety of kinds of
nonverbal communication: gestures,
touching, eye language, etc.

• appreciating that the amount and kind of
nonverbal communication varies from
culture to culture

LATIONS

Students shall be able to:

incorporate a set of positive learning attitudes by:
• recognizing that others may have a different

point of view
• observing the action of others
• being attentive to situational as well as

personal causes of conflict
• listening to reason
• recognizing and avoiding stereotypes
• withholding judgment until the facts are

known
• objectively assessing the reactions of other

people to one’s own behavior

participate in group planning and discussion by:
• following democratic procedures in helping

to make group decisions
• initiating ideas
• giving constructive criticism
• suggesting means of group evaluation
• suggesting ways of resolving group

differences
• anticipating consequences of group action

assume responsibility for carrying out tasks:
• individual
• group

be alert to incongruities and recognize problems

define basic issues by:
• defining terms
• identifying basic assumptions
• identifying values conflicts

set up hypotheses and/or alternative courses of
action

Chart A: Social Studies Skills

I. PRESENTING INFORMATION IV. PARTICIPATING IN INTERPERSONAL AND
GROUP RELATIONS
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• raise questions related to a
problem
- question beyond the who,

what, when, and where, and
include the how and why

- generate ideas and questions
that show originality,
flexibility, and inventiveness

• recognize that a problem exists
- identify several aspects of a

problem area 
- identify gaps or missing links

in the events and ideas
- recognize conflicts in data
- point out relationships

between conceptual areas not
usually related

• use higher level thinking skills
of comprehension, analysis,
synthesis, and evaluation
- establish a network of related

facts and concepts
- organize and bring structure

to ideas, events, and things
- reach some tentative

conclusions or hypotheses
- define basic issues, terms,

assumptions, values conflicts

Chart B: Problem-Finding/Solving Skills
Developing skills in dealing with conflicts, incongruities, and problems facing individuals and soci-

eties has been recognized for a number of years as a major skill area. By learning to resolve problems in
a classroom or a school setting, students are given practice in approaching problem tasks in a rational
manner. It is hoped that by making this practice a continuing one, from kindergarten through grade 12,
the process can be transferred by the students to their outside encounters. Pupils need practice in ration-
al approaches to working out conflicts and problems. The steps in this process generally consist of hav-
ing students:

1. define or identify a problem
2. hypothesize and investigate data
3. make a decision based upon step #2
4. recognize values conflicts 
5. redefine the decision in attempting to accommodate any conflicts in values.

Students should be helped to realize that while one problem may be resolved by taking one action
or another, the solution may well raise new problems. This realization should encourage students to
weigh alternative solutions carefully.

Each person or group determines which solution to apply by a combination of rational thinking and
subjective judgments that may be intuitive, value-laden, or emotional. The process of problem solving is
developmental in nature; the solution of a problem or the changing of the decision gives the student the
skills needed to approach another problem. If we conceptualize the basic steps in problem solving, we
can see how attempting to solve one problem will provide the student with the experiences and skills
needed to solve another problem.

Chart B applies the skills found in Chart A in an attempt to specifically apply that material to social
studies content: problem solving, conflict resolving, and decision making. The format is that of objec-
tives which when followed would enable students to proceed through the process. People do not neces-
sarily proceed step-by-step through the process, but may omit steps because of previous knowledge or
intuitive reaction. Students without these advantages, for whatever the reason, should be given many
opportunities for application and practice.

Each of the steps in this process, as in the continuum, can be assessed, taught/learned, practiced,
and used outside the problem context. But the student learns best when the skill is learned and
practiced in the context of real or vicarious experiences requiring resolution of some kind.

Objective I:
The student will be able to find problems.
The student will:
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Objective II:
The student will be able to solve problems that are either presented by the teacher or identified by the
student.
The student will:

• write a sentence or paragraph
that states the problem
- include a clear identification

of the problem
• write a series of questions using

stems that indicate increasing
levels of complexity, for use as a
guide for problem solving

• develop a plan for problem
solving
- include use of time, location,

and date of completion
- include appropriate age level,

the objective, and available
resources

- include alternative courses of
action

- assume responsibility for
carrying out individual and
group tasks

• obtain information from a
variety of sources by
- using libraries (card catalogs,

indices, library guides such
as Reader’s Guide to Periodical
Literature)

- using reference works,
newspapers, magazines, pri-
mary and secondary sources

- using tables of contents,
appendices, glossaries,
bibliographies, and indices

- identifying main ideas and
supportive elements

- using maps, globes, atlases,
visuals, field trips, artifacts,
tables, graphs, charts,
diagrams, people, museums,
galleries, public and private
collections, motion pictures,
television, radio, recordings,
conversations, and interviews

• evaluate the sources of
information by
- using multiple sources of the

same types of information
- varying approaches,

viewpoints, interpretations
- checking on completeness of

data

- recognizing advantages and
limitations of various sources

- testing, refining, and
eliminating questions and
working out new ones when
necessary

- understanding purposes for
which information was
provided

- differentiating fact from
opinion

- identifying frames of
reference and value-laden
words

- detecting evidence of
propaganda

- evaluating author’s or
person’s qualifications

- recognizing information
likely to be relevant as
differentiated from informa-
tion likely to be irrelevant

• organize and use data by
- categorizing data
- selecting appropriate

headings for data
- distinguishing between

relevant and irrelevant
information and events

- placing ideas in order,
chronological and other

- developing tables, charts,
maps, and graphs to clarify
data and ideas

- identifying differences and
similarities in data

- drawing inferences from data
- seeing relationships among

the parts
- recognizing inconsistencies
- identifying conflicting views

and statements
- checking on completeness of

data and questioning
hypotheses based on
sufficiency of evidence

- using simple mathematical
and statistical devices to
analyze data

- drawing conclusions

- generalizing from data
- drawing on previously

learned concepts and
generalizations

- checking reasoning against
basic principles of logic and
looking for inconsistencies,
limitations of data, and
irrelevancies

- scrutinizing possible
consequences of alternative
courses of action by
evaluating them in light of
basic values, listing
arguments for and against
such proposals, and selecting
courses of action most likely
to achieve goals

• when necessary, redefine the
original problem or identify
“new” problems by
- arranging and recombining

data to create new structures
for looking at the problem

- thinking of new ways to use
old or standard ideas and
things

- thinking of novel, unique, or
unusual possibilities

- thinking of different kinds of
possibilities by manipulating,
adapting, and modifying
ideas

- embellishing the possibilities
• develop a product or conclusion

that summarizes the
information and can be shared
- orally: mini-lecture or debate

tapes of interviews or
discussions, records 

- visually: chalkboard, maps,
diagrams, charts,
photographs, collages,
models

- by demonstration
- in writing: report, letter,

article, poem, mock diary,
story, drama
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• participate in group planning
and discussion by
- following democratic

procedures in helping to
make group decisions

- initiating ideas
- giving constructive criticism
- suggesting means of group

evaluation
- suggesting ways of resolving

group differences

• incorporate a set of positive
learning attitudes by
- recognizing that others may

have a different point of view
- observing the actions of

others
- being attentive to situational

as well as personal causes of
conflict

- listening to reason
- recognizing and avoiding

stereotypes
- withholding judgment until

the facts are known
- assessing the reactions of

other people to one’s own
behavior

• recognize and use nonverbal
means of communication by
- understanding the various

kinds of nonverbal
communication: gestures,
touching, eye language, etc.

- appreciating that the amount
and kind of nonverbal
communications vary from
culture to culture

• speak in an effective way by
- spending sufficient time in

planning and preparing,
whether it be for an
individual oral report or as a
member of a panel, debate,
forum, etc.

- talking in complete sentences
- keeping to the topic
- using appropriate

visuals/gestures, etc.
- learning and developing the

skills of being a discussion
leader or participant

• use media and various visuals
for communicating ideas by
previewing such media and
visuals
- preparing appropriate

commentary
- using a variety of media

forms: films, filmstrips,
photographic essays, etc.

- constructing and using
appropriate tables, charts,
graphs, cartoons, etc.

• use different forms of written
expression:
investigative/informative,
interpretive, argumentative,
narrative, and descriptive by
- following an acceptable

format that includes an
introductory element, a body
containing the basis of the
work, and a conclusion

- thinking creatively
- thinking logically
- communicating ideas

coherently
- forming generalizations

based on appropriate data
- supporting such generaliza-

tions through the use of
relevant factual information

Objective III:
The student will be able to work with others engaged in problem-finding/solving skills.
The student will:

Objective IV:
The student will be able to communicate orally, visually, and/or in writing the results of the problem-
finding/solving effort.
The student will:

Chart B: Problem-Finding/Solving Skills
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Source: Social Studies 11: United States History and Government. The New York State Education Department, Albany, NY.

ELEMENTARY

Assess/Diagnose

Introduce Skill
(Initial teaching using 

familiar content and media appropri-
ate for grade)

Practice

Remediate 

Assess/Diagnose

Extend and Refine
(More difficult content, 
different media, more 

demanding standards, etc.)

Practice

Assess Remediate

Apply

Recycle

State Education Department
Student Evaluation at Grade 5

INTERMEDIATE

Assess/Diagnose

Reinforce/Remediate

Apply

Extend and Refine

Practice

Assess Remediate

Apply

Recycle

State Education Department
Student Evaluation at Grade 8

COMMENCEMENT

Assess/Diagnose

Continuing Reinforcement,
Practice, Assessment and
Remediation as needed
Refinement and Extension
Application

State Education Department
Assessment through Regents
examinations in Global
History and Geography and
United States History and
Government

Skill Development Procedures

The following diagram suggests a systematic procedure for skill development in the social studies.
Teachers should determine at the beginning of each year the proficiency level of students in the various
skill areas.
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How to Use This Core Curriculum

This core curriculum was developed to assist economics teachers and curriculum developers to help plan
instruction for the half-unit economics requirement. Formatted in three columns, the curriculum presents
a content outline in the first column. This outline lists the major concepts, themes, and understandings

that students should study in economics and economic decision making. The second column of the curriculum iden-
tifies the national standards to which the content is linked. Both economics and financial standards are included. The
third column presents connecting activities that provide examples of learning experiences students may complete to
demonstrate their understanding of the content and their mastery of various social studies skills. This column also
includes references to resources and websites that teachers and students may use to investigate the different topics,
issues, and themes included in the core curriculum. Since this core curriculum represents a recommended course of
study, teachers should read the entire core and then plan lessons and student learning activities that best address
local requirements and meet the needs and interests of their students.

11
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Productive resources are limited. Therefore, people can not have all the goods and services they want; as
a result, they must choose some things and give up others.

Effective decision making requires comparing the additional costs of alternatives with the additional ben-
efits. Most choices involve doing a little more or a little less of something: few choices are “all or noth-
ing” decisions.

Different methods can be used to allocate goods and services. People acting individually or collectively
through government, must choose which methods to use to allocate different kinds of goods and servic-
es.

People respond predictably to positive and negative incentives.

Voluntary exchange occurs only when all participating parties expect to gain. This is true for trade among
individuals or organizations within a nation, and usually among individuals or organizations in differ-
ent nations.

When individuals, regions, and nations specialize in what they can produce at the lowest cost and then
trade with others, both production and consumption increase.

Markets exist when buyers and sellers interact. This interaction determines market prices and thereby
allocates scarce goods and services.

Prices send signals and provide incentives to buyers and sellers. When supply or demand changes, mar-
ket prices adjust, affecting incentives.

Competition among sellers lowers costs and prices, and encourages producers to produce more of what
consumers are willing and able to buy. Competition among buyers increases prices and allocates goods
and services to those people who are willing and able to pay the most for them.

12
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Institutions evolve in market economies to help individuals and groups accomplish their goals. Banks,
labor unions, corporations, legal systems, and not-for-profit organizations are examples of important
institutions. A different kind of institution, clearly defined and enforced property rights, is essential to a
market economy.

Money makes it easier to trade, borrow, save, invest, and compare the value of goods and services.

Interest rates, adjusted for inflation, rise and fall to balance the amount saved with the amount
borrowed, which affects the allocation of scarce resources between present and future uses.

Income for most people is determined by the market value of the productive resources they sell. What
workers earn depends, primarily, on the market value of what they produce and how productive they
are.

Entrepreneurs are people who take the risks of organizing productive resources to make goods and
services. Profit is an important incentive that leads entrepreneurs to accept the risks of business failure.

Investment in factories, machinery, new technology, and in the health, education, and training of people
can raise future standards of living.

There is an economic role for government in a market economy whenever the benefits of a government
policy outweigh its costs. Governments often provide for national defense, address environmental
concerns, define and protect property rights, and attempt to make markets more competitive. Most
government policies also redistribute income.

Costs of government policies sometimes exceed benefits. This may occur because of incentives facing
voters, government officials, and government employees, because of actions by special interest groups
that can impose costs on the general public, or because social goals other than economic efficiency are
being pursued.

A nation’s overall levels of income, employment, and prices are determined by the interaction of
spending and production decisions made by all households, firms, government agencies, and others in
the economy.

Unemployment imposes costs on individuals and nations. Unexpected inflation imposes costs on many
people and benefits some others because it arbitrarily redistributes purchasing power. Inflation can
reduce the rate of growth of national living standards because individuals and organizations use
resources to protect themselves against the uncertainty of future prices.

Federal government budgetary policy and the Federal Reserve System’s monetary policy influence the
overall levels of employment, output, and prices.
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Income
Students will be able to:
A. Analyze how personal choices, education/training, technology, and other factors affect future
income.
B. Identify sources of income, including entrepreneurial activity.
C. Explain how tax policies, personal taxes, and transfer payments affect disposable income.

Money Management
Students will be able to:
A. Identify the opportunity cost of a financial decision as applied to income, spending, and saving.
B. Establish and evaluate short- and long-term financial goals and plans regarding income, spending,

and saving.
C. Develop, analyze, and revise a budget.
D. Explain relationships among taxes, income, spending, and financial investment.
E. Develop a risk-management plan that includes life, automobile, property, health, and income-

protection/disability insurance.
F. Explain personal financial responsibility.
G. Perform basic financial operations, such as using checking and savings accounts.

Spending and Credit
Students will be able to:
A. Compare the advantages and disadvantages of spending now and spending later.
B. Evaluate the benefits and costs of using different transaction instruments, such as cash, checking

accounts, debit cards, credit cards, money orders, electronic fund transfers, and other financial serv-
ices.

C. Explain how the price of credit is affected by the risk level of the borrower.
D. Explain how payment performance determines credit history and why credit records are maintained

and accessed.
E. Describe the rights and responsibilities of buyers, sellers, and creditors under various consumer

protection laws.
F. Use cost-benefit analysis to choose among spending alternatives, such as housing, transportation,

and consumer durables.
G. Identify and analyze pros and cons of alternative actions to deal with credit over-extension or other

financial difficulties.

Saving and Investing
Students will be able to:
A. Compare the advantages and disadvantages of saving now and saving later.
B. Explain the importance of short- and long-term saving and financial investment strategies.
C. Identify and evaluate the risk, return, and liquidity of various saving and investment decisions.
D. Explain how taxes, government policy/regulation, and inflation impact saving and investment

decisions.

See www.jumpstartcoalition.org
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EEEECCCC OOOO NNNN OOOO MMMM IIII CCCC SSSS,,,,     TTTT HHHH EEEE EEEENNNN TTTT EEEE RRRR PPPP RRRR IIII SSSS EEEE
SSSSYYYY SSSS TTTT EEEE MMMM,,,,     AAAA NNNN DDDD FFFFIIII NNNN AAAA NNNN CCCC EEEE

NATIONAL
STANDARDS

I. Living in a Global Economy
A. Economics and finance in our lives

1. People have personal financial goals
2. National economic goals impact on

individuals

B. Individuals have multiple roles in the global
economy: consumer, saver, investor, producer,
earner, borrower, lender, taxpayer, and 
recipient of government services

C. The conflict between unlimited wants but
limited resources forces both individuals and
societies to make economic decisions 
1. What to produce?
2. How to produce?
3. Who will receive what is produced?

D. Productive resources help determine our
wealth and our nation’s wealth
1. Land
2. Labor
3. Capital
4. Management

Key terms and concepts: 
scarcity, trade-offs, choices, opportunity costs, 
limited resources, unlimited wants, growth, 
stability, economic fairness, productivity, 
consumption

1*
II, III, IV

2, 3, 10
I, IV

1, 2, 3

16, 18
IV

Have students compare college choices
or work opportunities, using trade-offs
and opportunity costs.

Have students develop a budget for
their first year after high school, in col-
lege, in the military, or in the workforce.

Have students develop three economic
goals that they feel are the most impor-
tant for the United States (e.g., provid-
ing a job for every worker; providing a
decent income for all retirees; making
sure the government does not interfere
with business).

Have students keep a journal for two
weeks indicating each time they acted
as a consumer, saver, investor, producer,
earner, taxpayer, borrower, or lender.
Students can also collect news articles
that report about these various roles.

Have students make a list of 10 things
they would want to purchase if money
was no object. Why can’t they have
everything on the list in unlimited
quantities? Which of the things on the
list would they choose? What would
they have to give up in order to select
their top choice? How many would
elect to save some of their money?
What is the opportunity cost of saving
some of their money? Why would any-
one ever choose to save?

15

CONTENT OUTLINE CONNECTING ACTIVITIES

* Numbers refer to the National Voluntary Standards for Teaching Economics found on pp. 12-13; Roman numerals refer to Jump$tart Coalition Personal Financial Management Guidelines found on
page 14. You can visit their websites at www.ncee.net or www.jumpstartcoalition.org
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

II. The United States Economic System
A. Characteristics, pillars, and goals of the United

States economy (a mixed capitalist economy)—
profit motive, private property, competition,
price system

1. Circular flow of the economy

2. Price system (i.e., all factors that work
together to determine price) and the theory
of supply and demand

16
IV

19, 13
IV

7, 13, 16, 18
IV

7, 8

Have students search the local newspa-
per, The New York Times, The Wall Street
Journal, Business Week, or some other
magazine for articles that describe the
features of a market-based economic
system. Have students classify the arti-
cles according to the features they
describe.

Have student groups make lists of the
characteristics of other economic sys-
tems and compare and contrast these
characteristics with those of a market
economy.

Conduct a class debate on the following
issue: “Resolved: The well-being of the
United States depends on the active
involvement of the government in all
economic affairs.”

Ask students to draw a circular flow
model showing the roles of households,
business, and government in a mixed
capitalistic economy.

Using the Internet:
• Have students contact students in

another major industrial nation or
one of the many developing nations.
Have the students report on the role
of the government in the economic
affairs of citizens in other countries.
Then have them compare and con-
trast it to the role of the United
States government in our economy.

Have students identify three products
whose prices they will monitor once a
week over a two-month period. Each
week have the students record the price
for each product on a graph. After the
two-month period, have them try to
explain any price changes. Have stu-
dents determine where these products
are made.

16
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

3. Competition in a market economy

B. Challenges for the United States and other
market-based systems
1. Unemployment
2. Income and wealth gaps
3. Other challenges: environmental pollution,

economic instability, and discrimination 

Key terms and concepts: 
capitalism, property rights, consumer 
sovereignty, producers’ sovereignty, 
incentives, factors of production, 
invisible hand, elasticity, productivity

9, 14

7, 8, 9

Have students draw demand/supply
schedules and curves and determine
equilibrium prices. Discuss surpluses
and shortages and the effects of shifts in
demand and/or supply curves.

Ask students to investigate the energy
industry (e.g., heating oil, gasoline, nat-
ural gas, and electricity) in terms of
elasticity of demand. Have students
explain the income effects of products
for which the demand is highly inelas-
tic. Discuss how the income effect of
rising energy prices leads to a reduction
in demand for products in other
industries.

Conduct a classroom debate on the fol-
lowing issue: “Resolved: Competition is
the best way for individuals to improve
themselves and for businesses to
improve their products.”

Using the Internet:
• A source of employment data is

www.whitehouse.gov/fsbr/esbr.html
• A source for historical data on

family income distribution is 
www.census.gov/hhes/income/
histinc/f02.html

• Students could use the data from the
United States Census Bureau to
graph Lorenz Curves. 
See www.census.gov

17
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

III. The Enterprise System and the United States
Economy
A. Features of the enterprise system

1. Freedom of enterprise
2. Private property
3. Profit motive
4. Consumer sovereignty
5. Competition
6. Rule of law
7. Antitrust legislation
8. Investment through research, innovation,

and technology

B. Types of business organizations
1. Sole proprietorship
2. Partnership
3. Corporation (profit and not-for-profit)
4. Franchises
5. Influences of cartels, monopolies,

oligopolies

C. Role of the entrepreneur
1. Examples of entrepreneurs today
2. Impact of entrepreneurs on the economy
3. Impact of entrepreneurs on community

development

4, 7, 8, 9, 
10, 14
I, IV

10, 14, 15

4, 14, 15, 18
I

Using the Internet:
• Students can visit the Malcolm

Baldrige National Quality Awards
website at www.quality.nist.gov to
learn about companies that have
earned this award for their attention
to quality and performance
excellence. Students can learn about
the characteristics of companies that
have won this honor.

Take students on a class trip to a local
factory or corporation in your city or
area. Have students shadow different
workers in the firm. Have students
share their experiences with their
classmates. Students can complete this
same activity for a small business or
company.

Have students plan to open a
hypothetical business. Ask them to
study the different legal structures and
explain the differences between the
following types of enterprises: sole
proprietorship, partnership,
corporation, and nonprofit
organization. Have students compare
these enterprises from the perspective
of ownership, taxation, legal structures,
and profits. Have small groups of
students select a type of business and
evaluate it in terms of strengths,
weaknesses, opportunities, and
challenges.

Invite a panel of entrepreneurs to speak
to the class about their business
successes and challenges. Ask them to
discuss the market structure in which
their firms operate and their
considerations of costs in making deci-
sions about output or production. 

18
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

D. Starting and operating a business
1. Recognizing opportunities
2. Setting goals
3. Developing a business plan
4. Product development, purchasing and

inventory management, record keeping,
and distribution

5. Production and delivery of goods and
services

6. Marketing
7. Financing
8. Assessing progress

E. The interactions between large and small
businesses
1. Antitrust cases
2. Implications for consumers
3. Implications for business

F. Effects of globalization on business
1. Multinational corporations
2. Small businesses and their connections to

world trade

4, 7, 8, 9, 
14, 15

I

10, 14, 15
IV

4, 10, 16

Following the panel discussion, have
students write a newspaper article
about the characteristics of a successful
entrepreneur.

Develop an entrepreneurial “Hall of
Fame” by having students research
successful entrepreneurs and develop-
ing a list of criteria for selection into the
“Hall.” Students might visit the website
for the National Foundation for
Teaching Entrepreneurship (NFTE) at
www.nyie.org or students can call 
1-877-275-6943. 

Have students prepare oral reports on
the role of venture capitalists in the
economy and their relationship to
entrepreneurs.

Have students report on local
companies and businesses that operate
in global markets. Specifically, have
them examine the effects of globaliza-
tion on financing, product design,
manufacturing, and distribution.

Have students trace the steps in the
design, development, and manufactur-
ing of a particular consumer product.

Have students research the economic,
social, and political effects that
lobalization has had on various local
businesses and/or industries. Have
students investigate the effects of
companies that move their
manufacturing processes to other parts
of the world. Ask students to explain
how outsourcing or contracting out has
influenced the local labor market. 

Have students identify some familiar
large corporations (e.g., G.M., 
Wal-Mart, McDonald’s) and examine
their size and the number of countries
in which they operate. Have the class
debate the positive and negative effects
of multinational corporations operating
in less-developed countries.

19
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

G. Moral, ethical, and legal issues
1. Business ethics
2. Regulations for doing business
3. “Corporate citizenship”

Key terms and concepts: 
capital, investment, absolute advantage, 
incentives, cost, markets, risk, 
cash flow, antitrust, profits, 
licenses

Using the Internet:
• Students can go online to the Small

Business Administration website at
www.sba.gov/starting/indexfaqs.html
to find answers to frequently asked
questions about starting a small
business. 

• Students can visit www.amazon.com
and www.barnesandnoble.com to
compare and contrast the sites’
marketing strategies.

• Students can participate in a
simulation about supply at
www.jatitan.lucos.default.asp On
this site, students can take over a
company and make competitive
decisions about production, market-
ing, price, plant investment, and
product research and development.

• Students can prepare a business plan
and present it to the class. For an
example of an online plan, students
can go to http://biztech.nfte.com

Students might view the award-winning
documentary film Roger and Me in which
Michael Moore exposes the effects that
General Motors had on Flint, Michigan.
Students can compare and contrast the
problems of workers in the 19th century
with workers today in various industries
such as the garment and steel industries,
railroads, and on farms that employ
migrant laborers. Students might
investigate various labor strikes during
the 19th and 20th centuries in terms of
their causes and results.

Provide students with several case
studies about businesses or
corporations that ignored their moral,
ethical, or social responsibilities. These
may be corporations or businesses that
polluted the environment, fixed prices,
or ignored unsafe or unhealthy working 
conditions. Ask students to describe the
corporate action and propose remedies.
Have students investigate how the
courts have dealt with these kinds of
business practices.

20
����



21

CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

Students can investigate an interesting
fictional case study concerning a corpo-
ration that was charged with illegal dis-
posal of hazardous waste materials.
This case was used in the Law, Youth,
and Citizenship Program’s 2001
Statewide High School Mock Trial
Tournament and can be found at
www.nysba.org/lyc/lyc.html

Using the Internet:
• Have students go online to one of

the following websites for informa-
tion about how some corporations
and business leaders give back to
their communities:
- The Social Venture Network at
http://www.svn.org/home.html
- Verizon Foundation at
http://www.foundation.verizon.
com/index.html
- Ben and Jerry’s Ice Cream at
http://www.benjerry.com/
foundation/index.html
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

IV. Labor and Business in the United States
A. Roles and responsibilities of workers

1. Evolving roles of workers in business (e.g.,
providing input to management, working
in teams)

2. Matching worker qualifications and skills
with business needs

B. Composition of the workforce
1. Changing roles of women, teenagers, the

elderly, and minorities
2. Population and demographic trends
3. Experience, location, and skill needs
4. Affirmative action issues
5. Changing skill mix and skill requirements
6. Costs and benefits of hiring immigrants

C. Compensation and rewards
1. Factors leading to job satisfaction versus

factors resulting in dissatisfaction
2. Salary versus wages versus ownership
3. Fringe benefits
4. Employer-of-choice issues (e.g., benefits,

working conditions, incentives, flex time,
corporate values)

D. Labor-management relations
1. History of labor-management relations
2. Labor unions and their changing roles over

time; collective bargaining
3. Labor laws
4. Programs promoting improved 

labor-management relations
5. Unemployment issues, including structural

unemployment
6. International labor issues—child labor,

worker exploitation, and sweatshops
7. Open borders, migrant workers, and com-

petition from new immigrants

13, 18
I

4, 11, 13
I

Invite a representative from a local
manufacturing company or business to
speak to the class about the company’s
manufacturing process or about their
business. Ask the business person to
discuss the different job opportunities
in the company. Have students prepare
summaries about the manufacturing
process or about the tasks involved in
running a business.

Students can collect news articles about
the changing role of women, teenagers,
minorities, and the elderly in the work-
force. 

Students might debate the topic:
“Resolved: Affirmative action is an
important tool to allow women and
minorities to gain greater access to edu-
cation and employment.”

Using the Internet:
• Students can visit the Census Bureau

and Bureau of Labor Statistics web-
sites to collect demographic infor-
mation about the changing composi-
tion of the United States workforce.
The Census Bureau is at
www.census.gov while the Bureau
of Labor Statistics can be found at
www.bls.gov

Have students write to different compa-
nies to ask what they do to be consid-
ered an “employer of choice” in their
respective industry. After collecting this
information, students should analyze the
different corporate incentive packages to
determine the best features of each.

22
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

Key terms and concepts: 
labor markets, full employment, comparable 
worth, productivity

Have students role-play management
and labor over an issue like improved
working conditions, better wages and
benefits, or potential layoffs. Ask each
side to present its cases and then have
students try to come to an agreement.

Have students investigate the pros and
cons of low-wage factories or sweat-
shops in less-developed countries.
Students should also research child
labor  and efforts to end it worldwide.
One teacher resource is Lost Futures: The
Problem of Child Labor, available from
The American Federation of Teachers,
International Affairs Department, 
(202) 879-4400.

Using the Internet:
• Have students use the Bureau of

Labor Statistics website at
www.bls.gov to collect information
about different kinds of occupations
in various industries.

• For information about labor organi-
zations, students can visit the United
Autoworkers at www.uaw.org or the
AFL-CIO at www.aflcio.org Students
might investigate and report about a
current labor-management issue and
propose alternative solutions to the
problem.

23
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

V. Money, Finance, and Personal Finance
A. Money

1. Definition of money
2. Characteristics and functions of money
3. Money and the future: a cashless society?

B. Introduction to finance and personal finance
1. Definition of finance
2. Personal financial goals and strategies
3. The role of finance in business and

government

4, 10, 11, 
12, 15

I

II

2, 4, 13

IV

Students can investigate the history of
money by reviewing publications on
the Federal Reserve Bank of New York
website at http://www.ny.frb.org, the
United States Mint website at
www.usmint.org, and the Department
of Treasury website at
www.treas.gov/usss

Have students develop a personal
financial planner in which they indicate
their financial goals, income needs, and
investment strategies. Ask students to
include how they will evaluate
progress toward their financial goals.
Students should also respond to the
message:
“You must spend less than you make.”

Using the Internet:
• Students can find information on a

variety of finance-related topics on
the Financial Pipeline home page at
www.finpipe.com

• Educational standards for personal
financial literacy, lesson plans, and
many websites dealing with person-
al financial literacy for young adults
can be found at 
www.jumpstartcoalition.com

• Students can find information about
financial markets, investment choic-
es, fraud, and unethical behavior at
the National Institute for Consumer
Education at www.nice.emich.edu

Have students consider the following
description of consumer life cycles. Ask
students to review their personal finan-
cial planners in terms of these cycles.
Consumer life cycles: Individuals and
families pass through different con-
sumer life cycles. Wise financial plan-
ning is based on knowing about these
life cycles and the positive and nega-
tive cash flows associated with each
cycle. For example, young people, sin-
gles, and childless married couples are
often capable of saving in the form of
asset accumulation or by reducing their
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

C. Instruments, institutions, financial markets,
and investors
1. Instruments

a. Equity (stocks)
b. Debt (public and private)

2. Markets
a. Roles markets play in directing funds 

from savers to investors
b. Effects markets have on individuals and

the economy
c. Types of markets: equity, debt, stock, 

bond, and commodity (e.g., New York 
Stock Exchange, NASDAQ, bond, 
commodities, currencies)

d. Effects of current events on domestic 
and global markets

e. Risk

7, 16, 17
IV

debt. However, if instead they accumu-
late additional debt during this cycle,
they often find it impossible to handle
their debt load in the next life cycle.
Their next life cycle may include raising
children, which results in higher
expenses and a lower disposable
income. These known periods of nega-
tive cash flow are a primary incentive
for voluntary savings or debt reduction,
whenever possible.

Take students on a tour of the New
York Stock Exchange on the Internet.
Have students describe how the
exchange operates and its importance
to the national economy. Visit the New
York Stock Exchange at
www.nyse.com/about/about.html

The National Association of Securities
Dealers, the parent organization of
NASDAQ, has created a website that
students can visit. Have students visit
the site and report on the different
types of financial instruments and on
the importance of NASDAQ. Students
can visit this site at
www.investor.nasd.com/teach/default.
html

One of the best ways to learn about
financial markets and their relationship
to the economy is to have students par-
ticipate as investors in the “Stock
Market Game.” Have students visit
www.smgww.org or 
www.virtualstockexchange.com to learn
more about this worthwhile activity
and how they can participate. Teachers
should consider expanding the game’s
investment options beyond equities to
all those available to investors in the
real world.
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

3. Banks: their role in the financial system and
importance to consumers
a. Kinds of banks and other deposit-

taking institutions; savings accounts, 
checking accounts, and loans
1) Commercial and savings—serving 
consumers and businesses; issues 
related to minorities and minority-
owned businesses
2) Investment banks—raising capital

b. Banks and businesses
c. Banks and the consumer
d. Banks as financial intermediaries

4. Insurance
a. Purpose of insurance
b. Kinds of insurance
c. Shopping for insurance

5. Regulating the financial services industry
a. Securities and Exchange Commission
b Federal Reserve
c. Office of the Comptroller of the Currency
d. State Banking and Insurance 

Commissions
e. F.D.I.C.

D. Interest and the cost of money
1. Interest rates—the cost of the temporary

use of somebody else’s money
2. Measuring interest rates—APRs
3. Short- and long-term rates—the “yield

curve”
4. Effects of raising and lowering rates
5. Compounding and the rule of 72
6. Interest rate spread

10, 12, 13, 16
II

20

4, 8, 9, 11, 12
III

Invite a representative from a local
bank, credit union, insurance company,
brokerage firm, or financial planning
company to visit the class and discuss
their institution’s different products
and services. Have students prepare
questions before the presentation and
develop a financial plan after it.

Using the Internet:
• Have students visit one of the fol-

lowing websites to learn more about
what services and products banks
offer their customers. Have students
prepare oral presentations based on
the information they collect.
Students can visit 
www.bankofamerica.com;
www.chase.com;
www.citigroup.com; or www.db.com
(Deutsche Bank)

• To learn more about how a major
stock brokerage firm operates, stu-
dents can visit Merrill Lynch at
www.ml.com

• Students can create their own portfo-
lios by visiting Yahoo Finance at
http://www.yahoo or the Solomon
Smith Barney Young Investors web-
site at 
www.solomonsmithbarneyyoung.com

Have students debate the issue of moral
hazard as follows: “Resolved: Some
businesses are too big and important to
fail. Therefore, the government should
take all necessary steps to prevent it
from happening.”

Using the Internet:
• Students can learn more about the

structure and functions of the
Federal Reserve Bank by visiting
www.newyorkfed.org Teachers can
also contact the Fed for information
about their teaching materials by
calling 212-720-6130.
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

E. Credit
1. Forms of credit (loans, credit cards,

commercial paper, Treasury notes, bills and
bonds)

2. Benefits and costs of credit
3. Credit and the consumer—personal credit

reports and ratings, abuses of credit, abuses
of creditors (e.g., predatory lending)

4. Short-term versus long-term credit
5. Problems with credit and unsecured credit

1, 2, 4, 11, 12
III

• Students can learn more about inter-
est rates at the Financial Pipeline
website at www.finpipe.com
Students can read about why
interest rates change, interest rate
components, interest rate
forecasting, and bond spreads. After
accessing the site, students should
click on “Bonds” and scroll down to
the desired topic.

Have students graph changes for 10-
year and 30-year bond yields, the prime
rate, and federal funds rate over a 
two-month period.

Have students define and apply the
following concepts and terms: liquidity,
risk, compounding, rule of 72, asset
allocation, and equity.

Have students create a spreadsheet to
compare the costs of borrowing $15,000
to purchase an automobile at interest
rates of 6%, 9%, and 10.5% over 36 and
48 months.

Have students complete credit card
applications and explain the benefits
and responsibilities of owning a credit
card. Have students compare different
credit card offers to determine the
advantages and disadvantages of each
credit card program. Students should
be able to define terms such as finance
charge, minimum payment, and late
payment fee.

Have students examine the “spread”
between rates on credit cards and the
rates on savings accounts. In a chart,
have students show how the interest
rates charged on credit cards and auto
loans vary with changes in the bench-
mark rates that are set by the Federal
Reserve.
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

F. Managing your money
1. Strategies to achieve long-term goals
2. Budgeting
3. Personal savings and investing

a. Personal considerations (e.g., risk 
tolerance, values, age, family situation)

b. Return on investment
c. Managing risk through diversification
d. Liquidity

4. Influence of advertising
5. Tax sheltering

G. Careers in financial services industry

Key terms and concepts: 
managing risk, hedging, thrifts, prime rate,
net asset value

1, 4, 11, 12
II

Using the Internet:
• Students can learn more about credit

by visiting one of the following con-
sumer protection agency websites:
Consumer Products Safety
Commission, at www.cpsc.gov;
Federal Trade Commission, at
www.fda.gov; New York State
Consumer Protection Board, at
www.consumer.state.ny.us

• Students can learn about credit cards
and the pitfalls of using credit cards
unwisely by visiting 
www.studentcredit.com/learn.htm
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

VI. Making Fiscal and Monetary Policy
A. Macroeconomics and challenges facing 

policy makers
1. The business cycle: causes and effects of

fluctuations in the business cycle
2. Unemployment

a. Causes: structural, seasonal, and cyclical
unemployment

b. Effects of unemployment
3. Inflation

a. Causes
b. Effects on economy, financial system, 

and specific economic groups
c. Measuring inflation (CPI)
d. Combating inflation

B. Economic growth
1. Determinants of growth
2. Measures of growth (GDP)
3. Limits of growth (the speed limits of

growth)
4. Effects of globalization on the United States

GDP
5. Importance of productivity and the role of

technology
6. Factors that explain why some countries

grow faster than others

16, 17, 20
I, IV

16, 17, 20
IV

Have student groups draw posters
illustrating a typical business cycle.
Students should brainstorm a list of
causes for expansions and contractions.
Have students define terms such as
recession, depression, aggregate output,
and unemployment rate.

Have students debate the following
proposition: “Resolved: There is a new
economy that has evolved and the busi-
ness cycle as we know it is dead.”

Using the Internet:
• Students can collect information

about employment and
unemployment statistics from the
Economics Briefing Room at
www.whitehouse.gov/fsbr/esbr.html
Other sources include the Census
Bureau at www.census.gov and the
Bureau of Labor Statistics at
www.bls.gov

• The Consumer Price Index is avail-
able at the Bureau of Labor Statistics
website at http://stats.bls.gov/
cpihome.htm

• Students can find an inflation calcu-
lator at www.westegg.com/inflation

Have students explain how increases in
labor supply, physical capital, human
capital, and productivity result in
economic growth. Ask students to
debate the pros and cons of growth.

Ask students to prepare position papers
on the following argument: Growth is
progress since it provides more choices,
saves time, improves the standard of
living, and ultimately improves condi-
tions for the poor. (Adapted from: Karl
E. Case and Ray C. Fair, Principles of
Economics [Prentice Hall, 1994], p. 867)

Have students complete reports on
various inventions and technological
innovations with an emphasis on how
they led to increased productivity and
economic growth.
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

C. Fiscal policy
1. The role of the President and Congress
2. Setting spending priorities (e.g., national

defense, social services, rebuilding the
nation’s infrastructure, and education)

3. The federal budget process
4. Tax policy

a. Purposes of taxes: to generate revenue 
and/or manage the economy and 
promote social goals

b. Tax fairness: progressive, regressive, and
proportional

c. Kinds of taxes: federal, state, local, 
including the real property tax

5. Understanding the income tax
6. Understanding the social security tax
7. Understanding the real property tax

a. Government services provided
b. Taxing jurisdictions
c. Tax levy, tax rate, and tax bills (e.g., 

school, city, county, town)
d. Assessments: collection of data and 

computation
e. Taxpayer challenges

16, 17, 18, 19
IV

Using the Internet:
• Students can collect information

about the federal budget at
www.access.gpo.gov/usbudget/fy2001
Students can draw bar graphs illus-
trating the various budget categories
and allocations for each.

• Students can find State and local tax
information at
www.financenet.gov/financenet/
state/stbudget.htm
www.census.gov/govs/www/
estimate.html

Attend a meeting of a local government
agency discussing an issue involving
taxation (e.g., the board of public works
is proposing a new highway project).
Have students publish a class newspa-
per reporting on the event. Assign stu-
dents the following roles: beat writers,
feature story writers, editorialists, op-ed
journalists, and interviewers.

Have students brainstorm a list of the
roles or purposes of taxation. Explain
how taxes can be used to raise revenue,
regulate behavior, redistribute income,
or provide stimuli for economic activity.

Instruct the class on the basic formula
for taxation (base x rate = revenue).

Invite a representative from local gov-
ernment to talk to the class about the
issue of taxation and explain how taxes
are collected and used at the local level.

Conduct a classroom simulation of a
local board of education meeting to pro-
pose an increased school tax for
increased costs related to educational
programs. Have students role-play
members of different interest groups
including businesspeople, residents
with and without children, senior citi-
zens, labor union representatives, teach-
ers, school officials, and members of the
parent-teacher organization.
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

D. Monetary policy and the Federal Reserve
1. Definition of monetary policy
2. Goals of monetary policy
3. Conditions leading to the creation of the

Federal Reserve
4. Federal Reserve’s structure, functions, and

goals (maintaining price stability and sus-
tainable growth)

5. The role of the Fed in making and
implementing monetary policy

6. Effects of changing interest rates
7. Fighting inflation and recession

Key terms and concepts: 
Non-accelerating inflation rate of 
unemployment (NAIRU), Phillips Curve, 
easy money, tight money, federal funds rate

16, 20
IV

If possible, schedule a trip to the
Federal Reserve Bank of New York to
see the exhibit “FedWorks.” While at the
exhibit, students should complete some
of the activities included in the
FedWorks Teacher’s Guide.

Teachers can order a series of comic
books about the role of the Federal
Reserve by visiting
www.newyorkfed.org Click on
“Publications” and then on “Economic
Education.”
Another source of information about
the Fed is at
www.FederalReserveEducation.org

The Fed Challenge is a competition that
invites teams of high school students to
research and make presentations about
the Federal Reserve’s role in setting
United States monetary policy. Student
groups analyze economic and financial
conditions and defend their recommen-
dations to raise, lower, or keep interest
rates unchanged. A panel of judges
questions the team about their analyses,
forecasts, and recommendations.
Winning teams go to Washington, D.C.
to compete for college scholarships.
Teachers and schools also receive
awards. For more information about the
Fed Challenge, call 1-877-FEDCHLG 
(1-877-333-2454).
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

VII. Impact of Globalization on the Economies of
Other Nations
A. Definition of globalization

1. Historical development of the global
economy

2. The impacts of trade flows, capital move-
ments, direct foreign investment, tourism,
and foreign trade

3. Positive and negative effects of
globalization on developing and
industrialized nations

16, 17, 18 Have students create a mock television
show analyzing a global economic crisis
(e.g., the Great Depression of 1929 or
the Asian Financial Crisis of 1997).
Topics would include the causes, sug-
gested solutions, and lasting effects.
Students should be divided into groups
of researchers, writers, anchors, feature
reporters, graphic designers, and
editorialists. 

Have students participate in a simula-
tion of a global economic forum in
which class members assume the roles
of finance ministers from various indus-
trial and developing countries.
Participants would discuss and vote on
resolutions of global importance (e.g.,
Should the great industrial powers for-
give all debt owed them by developing
nations? Should developing nations be
excused from enforcing environmental
regulations? Should a nation’s record
on human rights be a reason for vetoing
its membership in global trade
organizations?)

Have students examine the different
measures of development found in the
World Bank and United Nations
reports. Students should collect data on
countries at very different income lev-
els. Ask students to explain the United
Nations’ use of the categories “human
development” and “gender develop-
ment.” This information can be found
at www.worldbank.org and
www.undp.org

A teacher resource is Thomas Friedman’s
The Lexus and the Olive Tree (Vintage
Anchor Publishing, 2000). Friedman
establishes a conceptual framework for
thinking about and discussing the
post–Cold War era—the era of globaliza-
tion. Another resource is Benjamin
Barber’s Jihad vs. McWorld (Ballantine
Books, 1996).
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CONTENT OUTLINE CONNECTING ACTIVITIESNATIONAL
STANDARDS

33

B. Trade—effects of globalization on the
enterprise system
1. Why do nations trade?
2. Importance of trade
3. Measuring trade
4. Trade policy issues
5. Global (WTO) and regional trading blocs

(EMU, NAFTA, ASEAN, and MERCOSUR-
Common Market of the South)

C. Foreign exchange
1. What are exchange rates?
2. Reasons for exchange rate fluctuations
3. Effects of exchange rate fluctuations 

D. Foreign investment
1. Portfolio capital flows
2. Direct foreign investment

E. Global economic and financial issues and
crises
1. Debt of developing nations
2. Environmental issues and concerns
3. Global financial crises (e.g., Asia 1997,

Russia 1998)
4. Economic implications of national and

international crises (e.g., World Trade
Center, 2001)

Key terms and concepts: 
economic development, strong dollar versus

weak dollar, comparative advantage, G7
nations

6, 7, 9

7, 11, 12

Have students debate the pros and cons
of globalization in terms of trade and
investment.

Using the Internet:
• Students can find national and

international economic information
at the United States Department of
Commerce website at
www.bea.doc.gov

• Obtain a copy of Teaching About the
Global Economy Using the Internet
from the Federal Reserve Bank of
N.Y. (212-720-6130). Have students
complete activities #1 and #2.

• Students can find government
information on foreign trade at
http://www.census.gov (U.S. Census
Bureau). Click on Foreign Trade.

• Students can use the WTO/GATT
home page to learn about these
organizations at www.gatt.org

• For information about NAFTA,
students can research http://ucsu.
colorado.edu/~slusarz/nafta/
nafta_li.htm

• For an exchange rate calculator,
students can visit www.x-rates.com
or www.xe.net/ucc/

• Students can find international
financial information at Yahoo!’s
International Finance Center. See
http://biz.yahoo.com/ifc/

• Students can find economic
information about other nations in
the CIA World Factbook at
www.odci.gov/cia/publications/
factbook/index.htm

• Students can research the Asian
financial crisis by going to
www.megastories.com/seasia/
crisis/crisis.htm

• Students can find economic informa-
tion about other nations in the CIA
World Factbook at
www.odci.gov/cia/publications/
factbook/index.htm
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Foreword

The Participation in Government core curriculum is designed to be a culminating course of study that focuses
on Social Studies Learning Standard 5—Civics, Citizenship, and Government (the civics standard). Participation in
Government is the civics capstone of a student’s K–12 social studies experience. Upon entering 12th grade,
students should be ready to synthesize and apply this content-rich experience to the study of contemporary
and/or historic public issues and to increase the student’s awareness of their rights and responsibilities as a
citizen. The term participation is interpreted in its broad sense. It is designed to engage students in the analysis of
public policies and issues that are relevant to individual students. Fundamental to Participation in Government is
a course of study that has students defining, analyzing, monitoring, and discussing issues and policies. The course
reflects:

• An issue-based approach to public policy,
• The tools and skills needed in real-world learning experiences, and
• The knowledge needed for effective citizenship.

The major changes in this new core curriculum are as follows: 

• This revision links Participation in Government to the new New York State civics standard, Regulations of 
the Commissioner of Education, and Section 801-a of the State Education Law.

• The revision introduces a content foundation consistent with state and national civics standards.
• The revision updates the commitment to active citizenship through active learning.

The design and development of this core represents a collaborative partnership among state and local officials
and agencies, public and private schools, BOCES, and representatives from institutions of higher learning and
professional organizations. In addition, a significant number of social studies teachers and supervisors have either
attended informational sessions at which reactions to this core have been expressed, or have written formal
reviews. The Department wishes to recognize and thank the individuals and organizations listed in the
Acknowledgments section for their cooperation and support for this important curriculum project. 
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Why Study Civics, Citizenship, and Government?

A major aim of education in the State of New York is to prepare its students for a productive and meaningful
life as citizens in local, state, national, and international settings. Walt Whitman wrote in his Democratic Vistas:
“The mission of government, henceforth, in civilized lands, is . . . to train communities through all their grades,
beginning with individuals and ending there again, to rule themselves.”

This civic mission is based on the democratic idea that active citizenship in the form of political participation
is essential to the health and well-being of both the person and the polity. In fact, this civic aim serves as a
reminder that New York State is a polity—a constituent polity within a larger federal democracy—with a distinc-
tive political character. Every election year our citizenry may vigorously debate the policies our State should pur-
sue; but a subject on which most agree is that, as a state, we have an obligation regarding the civic education of
our students.

The civics standard is designed specifically to help students become active citizens. The civics standard is not
an isolated phenomenon but part of a national and state recognition of the need for educational standards to
improve education in general and civic preparedness in particular.

The civics standard reflects the mounting concern that young people are becoming more and more disengaged
f rom politics. In 1998 the National Association of Secretaries of State sponsored a survey of youth attitudes known as
the New Millennium Project. That survey sampled the civic attitudes of 70.2 million American youths, ages 15 to 24,
re p resenting the largest generation of young people in American history—surpassing even the baby boom genera-
tion. 

Among its findings, this survey reported:

• Voter turnout among youth (18- to 24-year-olds) declined from 50 percent in 1972 (when the voting age
was lowered to 18) to approximately half that number in 1998. Voter turnout among youth with a high
school education or less is half that of youth who have obtained some college education. Voter turnout
among youth is also disproportionately low among nonwhite respondents and among those who are not
in school, tend not to read newspapers, and tend not to use the Internet.

• Only 16 percent of those surveyed (15- to 24-year-olds) reported volunteering in a political campaign, yet
53 percent reported volunteering with a nonpolitical organization (primarily in the social services).
Ninety-four percent of respondents agreed that the most important responsibility of citizenship is to help
others; 60 percent or more cited their highest priorities as “a close-knit family” and “gaining knowledge,
education, and skills.” The disappointing news is that the lowest rated priorities held by only one fourth
of youth are “caring about the good of the country,” “being involved in democracy and voting,” and
“being involved and helping your community be a better place.”

• Only 25 percent of respondents could correctly identify the name of the vice president of the United
States, the governor of their state, and the length of the term for a member of the U.S. House of
Representatives. However, most respondents (60 percent) think that government should help families
achieve the American dream and think that government can (72 percent) and should (56 percent) have an
impact on their lives. At the same time, most respondents (64 percent) think that government is run by “a
few big interests looking out for themselves” and that “you can’t trust politicians because most are dishon-
est” (58 percent). 

• Most respondents (67 percent) think that their generation “has an important voice but no one seems to hear
i t . ”
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Political disengagement is a term currently used to refer to these trends, and it has educators and public off i c i a l s
deeply concerned. Standard 5 can be an important vehicle used for the civic reengagement of our youth in the
political process. However, it is not the only State vehicle used to accomplish this goal. In 2000 the governor and
l e g i s l a t u re amended State Education Law by adding a new section, 801-a, to re q u i re instruction in civility, citizen-

ship, and character education (see p. 5 for text).

Other public officials have made recommendations on how to com-
bat increased disengagement among the youth of our State. In 1999,
for example, the Chief Judge of New York State, Judith S. Kaye,
released a report entitled “Public Trust and Confidence in the Legal
System.” This report contains specific recommendations on ways in
which the educational and judicial systems in New York State could
join forces to educate students about the rule of law and the court
system. The impetus for this State study came from a national con-
f e rence on public trust and confidence sponsored by the A m e r i c a n
Bar Association, the Conference of Chief Justices, and the
C o n f e rence of State Court Administrators. 

The 12th grade is a critical stage of citizenship preparation and
civic reengagement. Typically viewed as the student’s last year of
high school, occasionally dismissed as a time when it is “too late
to learn,” the 12th grade is actually the student’s “commence-
ment grade,” and for good reason. A c c o rding to the A m e r i c a n
Heritage Dictionary, the word c o m m e n c e means “to begin, start . . .
come into existence.” In this sense, the 12th grade is not the end
but a beginning in which the student begins to think about

entering a new life beyond the schoolhouse door. 

An important part of this preparation is the ability to synthesize and
apply—to put things together, take stock, and apply knowledge to the re a l

world. The culminating social studies course for Standard 5, Participation in Government, can provide a critical
teaching moment in this process in which the student is expected to learn, see, and practice citizenship in action.

4
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Education Law and Commissioner’s Regulations

Below you will find excerpts from Project SAVE: Safe Schools Against Violence in Education Act - Civility,
Citizenship, and Character Education and Regulations of the Commissioner of Education Relating to General
Education and Diploma Requirements – Section 100.5. Both the law and the Commissioner’s Regulations have a
direct impact on Participation in Government. 

The Commissioner’s Regulations Section 100.5 mandates that all students first entering grade 9 in 1985 and there-
after must earn a half-unit of credit in Participation in Government or its equivalent.

The course, Participation in Government, emphasizes the teaching of basic civic values that are reflective of the prin-
ciples of civility, citizenship, and character that are set forth in Project Save. Like the Project Save legislation, there is
an emphasis on the rights and responsibilities of citizenship. 

PROJECT SAVE: SAFE SCHOOLS AGAINST VIOLENCE IN EDUCATION ACT
Civility, Citizenship, and Character Education

801-a Instructions in civility, citizenship and character education. The regents shall ensure that the course of
instruction in grades kindergarten through twelve includes a component on civility, citizenship and char-
acter education. Such component shall instruct students on the principles of honesty, tolerance, personal
responsibility, respect for others, observation of laws and rules, courtesy, dignity and other traits which
will enhance the quality of their experiences in, and contributions to, the community. The regents shall
determine how to incorporate such component in existing curricula and the commissioner shall promul-
gate any regulations needed to carry out such determination of the regents.

Section 100.5
100.5 Diploma requirements.

(b) Additional requirements for the Regents diploma.

(7) Types of diplomas.

(b) Social studies, four units of credit including one unit of credit in American
history, the Regents examination in United States history and government
or an approved alternative pursuant to section 100.2(f) of this Part, the
Regents examination in global history and geography or an approved
alternative pursuant to section 100.2(f) of this Part, and a half-unit of cred-
it in Economics and a half-unit of credit in Participation in Government or
their equivalent as approved by the local public school superintendent or
his or her designee or by the chief administrative officer of a registered
nonpublic high school. 

5
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6

Social St u d i e s Le a r n i n g Standard 5 - Civics, Citizenship, and
Go v e r n m e n t

Students will use a variety of intellectual skills to demonstrate their understanding of the necessity for establishing
governments; the governmental system of the U.S. and other nations; the U.S. Constitution; the basic civic values of
American constitutional democracy; and the roles, rights, and responsibilities of citizenship, including avenues of
participation. 

Key Idea #1
The study of civics, citizenship, and government involves learning about political systems; the purposes of government and civic life; and the
differing assumptions held by people across time and place regarding power, authority, governance, and law. (Adapted from The National
Standards for Civics and Government, 1994)

Key Idea #2
The state and federal governments established by the Constitutions of the United States and the State of New York embody basic civic values (such
as justice, honesty, self-discipline, due process, equality, majority rule with respect for minority rights, and respect for self, others, and property),
principles, and practices and establish a system of shared and limited government. (Adapted from The National Standards for Civics and
Government, 1994)

Elementary K-4

• know the meaning of key terms and
concepts related to government, including
d e m o c r a c y, power, citizenship, nation-state, a n d
j u s t i c e

• explain the probable consequences of the
absence of government and ru l e s

• describe the basic purposes of government
and the importance of civic life 

• understand that social and political systems
a re based upon people's beliefs

• discuss how and why the world is divided
into nations and what kinds of governments
other nations have.

Intermediate 5-8

• analyze how the values of a nation affect the
guarantee of human rights and make
p rovisions for human needs

• consider the nature and evolution of
constitutional democracies

• e x p l o re the rights of citizens in other parts
of the hemisphere and determine how they
a re similar to and diff e rent from the rights
of American citizens

• analyze the sources of a nation's values as
embodied in its constitution, statutes, and
important court cases.

Commencement 9-12

• analyze how the values of a nation and
international organizations affect the
guarantee of human rights and make pro v i-
sions for human needs

•consider the nature and evolution of consti-
tutional democracies throughout the world

• c o m p a re various political systems with that
of the United States in terms of ideology,
s t ru c t u re, function, institutions, decision-
making processes, citizenship roles, and
political culture

•identify and analyze advantages and disad-
vantages of various government systems.

• explain how the Constitutions of New Yo r k
State and the United States and the Bill of
Rights are the basis for democratic values in
the United States

• understand the basic civic values that are
the foundation of American constitutional
d e m o c r a c y

• know what the United States Constitution is
and why it is important. (Adapted from T h e
National Standards for Civics and Government,
1 9 9 4 )

• understand that the United States
Constitution and the New York State
Constitution are written plans for
o rganizing the functions of government 

• understand the stru c t u re of New York State
and local governments, including executive,
legislative, and judicial branches

• identify their legislative and executive
re p resentatives at the local, state, and
national levels. (Adapted from The National
Standards for Civics and Government, 1 9 9 4 )

• understand how civic values reflected in the
United States and New York State
Constitutions have been implemented
t h rough laws and practices

• understand that the New York State
Constitution, along with a number of other
documents, served as a model for the devel-
opment of the United States Constitution

• c o m p a re and contrast the development and
evolution of the Constitutions of the United
States and New York State with the re a l i t i e s
as evidenced in the political, social, and eco-
nomic life in the United States and New
York State

• define federalism and describe the powers
granted to the national and state govern-
ments by the United States Constitution

• value the principles, ideals, and core values
of the American democratic system based
upon the premises of human dignity, liberty,
justice, and equality

• understand how the United States and New
York State Constitutions support majority
rule but also protect the rights of the minority.

•trace the evolution of American values,
beliefs, and institutions

•analyze the disparities between civic values
e x p ressed in the United States Constitution
and the United Nations Universal
Declaration of Human Rights and the re a l i-
ties as evidenced in the political, social, and
economic life in the United States and other
nations throughout the world

•i d e n t i f y, respect, and model those core civic
values inherent in our founding documents
that have been forces for unity in A m e r i c a n
s o c i e t y

•c o m p a re and contrast the Constitutions of
the United States and New York State

•understand the dynamic re l a t i o n s h i p
between federalism and states ’rights.
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Key Idea #3

Central to civics and citizenship is an understanding of the roles of the citizen within American constitutional democracy and the scope of a
citizen's rights and responsibilities.

Key Idea #4

The study of civics and citizenship requires the ability to probe ideas and assumptions, ask and answer analytical questions, take a skeptical attitude
toward questionable arguments, evaluate evidence, formulate rational conclusions, and develop and refine participatory skills.

Elementary K-4

• understand that citizenship includes an aware-
ness of the holidays, celebrations, and symbols
of our nation

• examine what it means to be a good citizen in
the classroom, school, home, and community

• identify and describe the rules and
responsibilities students have at home, in 
the classroom, and at school

• examine the basic principles of the Declaration
of Independence and the Constitutions of the
United States and New York State

• understand that effective, informed citizenship
is a duty of each citizen, demonstrated by jury
service, voting, and community service

• identify basic rights that students have and
those that they will acquire as they age.

Intermediate 5-8

• explain what citizenship means in a
democratic society, how citizenship is defined
in the Constitution and other laws of the land,
and how the definition of citizenship has
changed in the United States and New Yo r k
State over time

• understand that the American legal and
political systems guarantee and protect the
rights of citizens and assume that citizens will
hold and exercise certain civic values and
fulfill certain civic responsibilities

• discuss the role of an informed citizen in
today's changing world

• explain how Americans are citizens of their
states and of the United States.

Commencement 9-12

• understand how citizenship includes the
e x e rcise of certain personal re s p o n s i b i l i t i e s ,
including voting, considering the rights and
i n t e rests of others, behaving in a civil manner,
and accepting responsibility for the
consequences of one's actions (Adapted fro m
The National Standards for Civics and
G o v e r n m e n t, 1994)

• analyze issues at the local, state, and national
levels and prescribe responses that pro m o t e
the public interest or general welfare, such as
planning and carrying out a voter re g i s t r a t i o n
c a m p a i g n

• describe how citizenship is defined by the
Constitution and important laws

• e x p l o re how citizens influence public policy in
a re p resentative democracy.

• show a willingness to consider other points of
view before drawing conclusions or making
j u d g m e n t s

• participate in activities that focus on a
c l a s s room, school, or community issue or
p ro b l e m

• suggest alternative solutions or courses of
action to hypothetical or historic pro b l e m s

• evaluate the consequences for each alternative
solution or course of action

• prioritize the solutions on the basis of
established criteria

• p ropose an action plan to address the issue of
how to solve the pro b l e m .

• respect the rights of others in discussions and
c l a s s room debates re g a rdless of whether or not
one agrees with their viewpoint

• explain the role that civility plays in pro m o t-
ing effective citizenship and in pre s e r v i n g
d e m o c r a c y

• participate in negotiation and compromise to
resolve classroom, school, and community
d i s a g reements and pro b l e m s .

•participate as informed citizens in the political
justice system and processes of the United
States, including voting

•evaluate, take, and defend positions on what
the fundamental values and principles of
American political life are and their impor-
tance to the maintenance of constitutional
democracy (Adapted from The National
Standards for Civics and Government, 1994)

• take, defend, and evaluate positions about atti-
tudes that facilitate thoughtful and eff e c t i v e
participation in public aff a i r s

• consider the need to respect the rights of oth-
ers, to respect others' points of view (Adapted
f rom The National Standards for Civics and
G o v e r n m e n t , 1 9 9 4 )

• participate in school/classro o m / c o m m u n i t y
activities that focus on an issue or pro b l e m

• p re p a re a plan of action that defines an issue
or problem, suggests alternative solutions or
courses of action, evaluates the consequences
for each alternative solution, prioritizes the
solutions on the basis of established criteria,
and proposes an action plan to address the
issue or to resolve the pro b l e m

• explain how democratic principles have been
used in resolving an issue or pro b l e m .

See Appendix A—The National Standards for Civics and Government.
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The State Civics Standard and Its Key Ideas

The New York State civics standard and its four key ideas provide some direction in how teachers and
schools can structure their courses in Participation in Government.

Key Idea #1: Comparative and International Perspectives. Key Idea 1 uses comparative and philosophical
thinking to explore how other political cultures perceive public issues. Here is another good opportunity
for a discussion of major values perspectives and philosophical differences. Students should be able to dis-
tinguish between public policy stances in authoritarian versus nonauthoritarian regimes, statist systems
(i.e., heavily bureaucratic, government-centered) versus individualistic systems (i.e., individual-centered,
market-driven), and modern cultures (legalistic, rationalistic) versus traditionalistic cultures (traditional,
family-based).

Resources for the Teacher
A useful resource for the teacher is John D. Nagle, Introduction to Comparative Politics, 5th edition (Chicago:

Nelson-Hall, 1998) because it shows a range of policy issues (economic, political, rights, and quality of life) in
former Communist, Western, and Third World countries.

Key Idea 1 uses global thinking to explore the international dimension of an issue or recommended action.
Students should be able to identify and analyze the international causes and consequences of the issues
they study. Students should also be able to consider the desirability and feasibility of international cooper-
ation in the policy actions they recommend.

Key Idea #2: Federalism and Intergovernmental Perspectives. Key Idea 2 uses federalist thinking to analyze
the intergovernmental (e.g., federal-state-local) dimension. Three important political scientists (Morton
Grodzins, Daniel J. Elazar, and Martin Diamond) advanced the “intergovernmental thesis” of American
politics. According to this thesis, sooner or later every public issue in the American system—from solid
waste management to national defense—is resolved by a combination of all levels of government. Solid
waste management involves not only local garbage collection but a mix of state and federal regulations
and grants. National defense involves not only the national armed services but also the National Guard
and even state and local law enforcement agencies. So, the policy question is rarely which government
should be singled out for action but how can all governments join forces in a truly intergovernmental
partnership.

Resources for the Teacher
Over the years, the public policy field has mushroomed. There are a few core readings in this field. One is John W.
Kingdon, Agendas, Alternatives, and Public Policies, 2nd edition (HarperCollins, 1995), known for its analysis of how
issues get placed on the public agenda. Another is Randall B. Ripley and Grace A. Franklin, Congress, the
Bureaucracy, and Public Policy, 5th edition (Wadsworth, 1991), known for its typology of different policies (e.g.,
distributive, redistributive, structural, crisis) and the types of politics associated with each. 

Key Idea #2: Civic Values and Character Education. Key Idea 2 also contains a list of civic and personal
values. There is significant overlap between this list and the list contained in Section 801-a of the State
Education Law on civility, citizenship and character education. Participation in Government offers three
natural ways to strengthen students’ appreciation of these values as they relate to the practice of
citizenship. These opportunities occur in the three strands of this course: the issue-based method,
community-based learning, and core civics content.
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• The issue-based method is centered on a twofold idea: People can solve problems (an active and posi-
tive outlook) and they can do so by working within the system, respecting the law, respecting others,
and learning how to negotiate and compromise.

• Community-based learning focuses on the idea that students need exposure to the real world of
politics, where they can see how well political principles are implemented, think about how to
improve political practice, and learn along the way from real-life role models who have committed a
part of their lives to improving public life.

• Core civics content is based on what the student should know to be an effective citizen; this knowl-
edge should include an understanding and appreciation of the principles that inform American poli-
tics and how those principles compare with those of other political cultures.

Key Idea #3: Roles of Citizenship. The content of Participation in Government is centered equally on the
institutions of government and the individuals who make those institutions work. The student should
have acquired the basics of government structure (e.g., the essentials of the three branches and levels of
government) first in 7th and 8th grades and later in 11th grade. If this is not the case, then time must cer-
tainly be taken to re-acquaint students with these essential subject areas. However, the expectation of
Participation in Government is that the student is ready for the firsthand study of how institutions and
individuals interact, particularly how citizens use political institutions for the resolution of contemporary
public issues in electoral, policy, and legal processes.

Key Idea #4: Intellectual and Civic Skills. In Key Idea 4, the emphasis is less on content and more on
skills development. The student is expected to sharpen and apply the intellectual skills and civic skills set
forth in this key idea. The issue-based method of this course enables the student to apply both sets of
skills through political analysis and action.

9
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Concepts and Themes for Social Studies

Civics, Citizenship, and Government

Citizenship means membership in a community (neighborhood, school, region, state, nation, world) with its
accompanying rights, responsibilities, and dispositions.

Civic Values refers to those important principles that serve as the foundation for our democratic form of govern-
ment. These values include justice, honesty, self-discipline, due process, equality, majority rule with
respect for minority rights, and respect for self, others, and property.

Decision Making means the processes used to 
“monitor and influence public and civic life by working with others, clearly articulating ideals and interests,
building coalitions, seeking consensus, negotiating compromise, and managing conflict.”

(Taken from Civics Framework, p. 18. See Works Cited.)

Government means the 
“formal institutions and processes of a politically organized society with authority to make, enforce, and interpret
laws and other binding rules about matters of common interest and concern. Government also refers to the group of
people, acting in formal political institutions at national, state, and local levels, who exercise decision making power
or enforce laws and regulations.”

(Taken from Civics Framework, p. 19. See Works Cited.)

Human Rights are those basic political, economic, and social rights that all human beings are entitled to, such as
the right to life, liberty, and the security of person, and a standard of living adequate for the health and well-being of
oneself and one’s family (Universal Declaration of Human Rights). Human rights are inalienable and expressed
by various United Nations Documents. 

Justice means the fair, equal, proportional, or appropriate treatment rendered to individuals in interpersonal,
societal, or government interactions.

Nation-State means a geographic/political organization uniting people by a common government.

Political Systems such as monarchies, dictatorships, and democracies address certain basic questions of govern-
ment such as: What should a government have the power to do? What should a government not have the
power to do? A political system also provides ways for parts of that system to interrelate and combine to
perform specific functions of government.

Power refers to the ability of people to compel or influence the actions of others. “Legitimate power is called
authority.”

10
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Social Studies Skills

Content, concepts, and skills form the basis for the learning standards and goals for the State Social Studies
Resource Guide with Core Curriculum. Social studies skills are not learned in isolation but rather in context as stu-
dents gather, organize, use, and present information. These skills are introduced, applied, reinforced, and remedi-
ated within the framework of the K–12 social studies program. Students understand the importance of social stud-
ies skills as they use them to interpret, analyze, and evaluate social science concepts and understandings. Students
aim for mastery of skills objectives at the same time that they pursue the other cognitive and affective objectives of
the social studies program.

Learning, practicing, applying, extending, and remediating social studies skills is a developmental process.
Just as students who lack social studies facts and generalizations have difficulty in applying information to new
situations and analyzing new issues and historical problems, students with limited understanding of social studies
skills have great difficulty in processing information, reaching higher cognitive levels, and learning independently.
The teaching of social studies skills needs to be built into every classroom activity so that students engage in a
systematic and developmental approach to learning how to process information.

Social studies skills can be classified into thinking skills and thinking strategies (Beyer, 1988). Thinking skills
include the ability to gather, interpret, organize, analyze, evaluate, and synthesize information. Thinking strategies
involve processing information as students engage in problem solving, decision making, inquiry, and conceptual-
izing. The following skills charts provide examples of how thinking skills and strategies can be organized through-
out the social studies curriculum, K–12. The social studies standards, key ideas, performance indicators, and core
curriculum provide additional examples of skill development strategies.

11

����



12

Chart  A: Social Studies Skills

I. GETTING INFORMATION

Students shall be able to:

identify a variety of sources of information:
• multiple sources of the same types of

information
• varying approaches, viewpoints,

interpretations
• reference works, newspapers, magazines,

primary and secondary sources
• tables, graphs, charts, diagrams
• maps, globes, atlases, vocabulary
• visuals, field trips, artifacts
• listening
• observing

recognize advantages and limitations of various
sources

locate sources of print and nonprint information:
• libraries (card catalogs, indices, library

guides such as Reader’s Guide to Periodical
Literature)

• tables of contents, appendices, glossaries,
bibliographies, and indices

• museums, galleries, public and private
collections, motion pictures, television,
radio, recordings, conversations, interviews

identify the types and kinds of information
needed:

• recognition of information that is relevant
as differentiated from information that is
irrelevant

• use of subquestions and/or predicted
consequences

• understanding of purposes for which
information is to be used

locate information in print and nonprint sources:
• main elements
• main ideas
• supportive elements

organize collected information:
• orderly, precise, summarized notes
• cited sources

II. USING INFORMATION

Students shall be able to:

classify and/or categorize data by:
• selecting appropriate headings for data
• distinguishing between relevant and

irrelevant information and events placing
ideas in order, chronological and other

• developing tables, charts, maps, and graphs
to clarify data and ideas

• identifying differences and similarities in
data

evaluate data by:
• differentiating fact from opinion
• identifying frames of reference
• identifying value-laden words
• detecting evidence of propaganda
• evaluating author’s or person’s qualifications

draw inferences from data by:
• identifying relationships among the parts
• detecting inconsistencies
• weighing conflicting facts and statements

check on completeness of data and question
hypotheses based on sufficiency of evidence by:

• using simple mathematical and statistical
devices to analyze data

• testing, refining, and eliminating
hypotheses and working out new ones
w h e re necessary

• drawing conclusions

generalize from data by:
• applying previously learned concepts and

generalizations to the data or situation
• checking reasoning against basic principles

of logic and looking for inconsistencies,
limitations of data, and irrelevancies

• creating a broad statement that
encompasses findings

scrutinize possible consequences of alternative
courses of action by evaluating them in light of
basic values, listing arguments for and against
such proposals, and selecting courses of action
most likely to achieve goals

revise generalizations in the light of new data
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III. PRESENTING INFORMATION

Students shall be able to:

speak in an effective way by:
• spending sufficient time in planning and

preparing, whether it be for an individual
oral report or as a member of a panel,
debate, forum, etc.

• talking in complete sentences
• keeping to the topic
• using appropriate visuals
• learning and developing the skills of being

a discussion leader or participant

use media and various visuals for communicating
ideas by:

• previewing such media and visuals
• preparing appropriate commentary
• using a variety of media forms: films,

filmstrips, photographic essays, etc.
• constructing and using appropriate tables,

charts, graphs, cartoons, etc.

write in an expository way by:
• thinking logically
• communicating ideas coherently
• forming generalizations based on

appropriate data
• supporting such generalizations through

the use of relevant factual information
• using different forms of written exposition:

investigative, informative, interpretive,
argumentative

• following an acceptable format that
includes an introductory element, a body
containing the basis of the exposition, a
conclusion

recognize and use nonverbal means of
communication by:

• understanding the variety of kinds of
nonverbal communication: gestures,
touching, eye language, etc.

• appreciating that the amount and kind of
nonverbal communication varies from
culture to culture

IV. PARTICIPATING IN INTERPERSONAL AND
GROUP RELATIONS

Students shall be able to:

incorporate a set of positive learning attitudes by:
• recognizing that others may have a

different point of view
• observing the action of others
• being attentive to situational as well as

personal causes of conflict
• listening to reason
• recognizing and avoiding stereotypes
• withholding judgment until the facts are

known
• objectively assessing the reactions of other

people to one’s own behavior

participate in group planning and discussion by:
• following democratic procedures in helping

to make group decisions
• initiating ideas
• giving constructive criticism
• suggesting means of group evaluation
• suggesting ways of resolving group

differences
• anticipating consequences of group action

assume responsibility for carrying out tasks:
• individual
• group

be alert to incongruities and recognize problems

define basic issues by:
• defining terms
• identifying basic assumption
• identifying values conflicts

set up hypotheses and/or alternative courses of
action
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Objective I:
The student will be able to find problems.
The student will:

III. PRESENTING INFORMATION
IV. PARTICIPATING IN INTER-
PERSONAL AND GROUP RELA-

TION
Developing skills in dealing with conflicts, incongruities, and problems facing individuals and societies has

been recognized for a number of years as a major skills area. By learning to resolve problems in a classroom or
school setting, students are given practice in approaching problem tasks in a rational manner. It is hoped that by
making this practice a continuing one, from kindergarten through grade 12, the process can be transferred by the
students to their outside encounters. Pupils need practice in rational approaches to working out conflicts and
problems. The steps in this process generally consist of having students:

1. define or identify a problem
2. hypothesize and investigate data
3. make a decision based upon step #2
4. recognize values conflicts 
5. redefine the decision in attempting to accommodate any conflicts in values.

Students should be helped to realize that while a problem may be resolved by taking one action or another,
the solution may well raise new problems. This realization should encourage students to weigh alternative solu-
tions carefully.

Each person or group determines which solution to apply by a combination of rational thinking and subjective
judgments which may be intuitive, value-laden, or emotional. The process of problem solving is developmental in
nature; the solution of a problem or the changing of the decision gives the student the skills needed to approach
another problem. If we conceptualize the basic steps in problem solving, we can see how attempting to solve one
problem will provide the student with the experiences and skills needed to solve another problem.

Chart B applies the skills found in Chart A in an attempt to specifically apply that material to social studies
content: problem solving, conflict resolving, and decision making. The format is that of objectives which when fol-
lowed would enable students to proceed through the process. People do not necessarily proceed step-by-step
through the process, but may omit steps because of previous knowledge or intuitive reaction. Students without
these advantages, for whatever the reason, should be given many opportunities for application and practice.

Each of the steps in this process, as in the continuum, can be assessed, taught/learned, practiced, and used
outside the problem context. But the student learns best when the skill is learned and practiced in the context of
real or vicarious experiences requiring resolution of some kind.

14

• raise questions related to a
problem
- question beyond the who,

what, when, where and
include the how and why

- generate ideas and questions
that show originality,
flexibility, and inventiveness

• recognize that a problem exists
- identify several aspects of a

problem area 
- identify gaps or missing links

in the events and ideas
- recognize conflicts in data
- point out relationships

between conceptual areas not
usually related

• use higher level thinking skills
of comprehension, analysis,
synthesis, and evaluation
- establish a network of related

facts and concepts
- organize and bring structure

to ideas, events, and things
- reach some tentative

conclusions or hypotheses
- define basic issues, terms,

assumptions, values conflicts

Chart B: Problem-Finding/Solving Skills
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Objective II:

• write a sentence or paragraph
that states the problem
- include a clear identification

of the problem
• write a series of questions using

stems that indicate increasing
levels of complexity, for use as a
guide for problem solving

• develop a plan for problem
solving
- include use of time, location,

and date of completion
- include appropriate age level,

the objective, and available
resources

- include alternative courses of
action

- assume responsibility for
carrying out individual and
group tasks

• obtain information from a vari-
ety of sources by
- using libraries (card catalogs,

indices, library guides such
as Reader’s Guide to Periodical
Literature)

- using reference works, news-
papers, magazines, primary
and secondary sources

- using tables of contents,
appendices, glossaries,
bibliographies, and indices

- identifying main ideas and
supportive elements

- using maps, globes, atlases,
visuals, field trips, artifacts,
tables, graphs, charts, dia-
grams, people, museums, gal-
leries, public and private col-
lections, motion pictures, tele-
vision, radio, re c o rdings, con-
versations, and interviews

• evaluate the sources of informa-
tion by
- using multiple sources of the

same types of information
- varying approaches, view-

points, interpretations
- checking on completeness of

data

- recognizing advantages and
limitations of various sources

- testing, refining, and elimi-
nating questions and work-
ing out new ones when
necessary

- understanding purposes for
which information was
provided

- differentiating fact from
opinion

- identifying frames of refer-
ence and value-laden words

- detecting evidence of
propaganda

- evaluating author’s or
person’s qualifications

- recognizing information
likely to be relevant as differ-
entiated from information
likely to be irrelevant

• organize and use data by
- categorizing data
- selecting appropriate

headings for data
- distinguishing between

relevant and irrelevant
information and events

- placing ideas in order,
chronological and other

- developing tables, charts,
maps, and graphs to clarify
data and ideas

- identifying differences and
similarities in data

- drawing inferences from data
- seeing relationships among

the parts
- recognizing inconsistencies
- identifying conflicting views

and statements
- checking on completeness of

data and questioning
hypotheses based on
sufficiency of evidence

- using simple mathematical
and statistical devices to
analyze data

- drawing conclusions

- generalizing from data
- drawing on previously

learned concepts and
generalizations

- checking reasoning against
basic principles of logic and
looking for inconsistencies,
limitations of data, and
irrelevancies

- scrutinizing possible
consequences of alternative
courses of action, by
evaluating them in light of
basic values, listing
arguments for and against
such proposals, and selecting
courses of action most likely
to achieve goals

• when necessary, redefine the
original problem or identify
“new” problems by
- arranging and recombining

data to create new structures
for looking at the problem

- thinking of new ways to use
old or standard ideas and
things

- thinking of novel, unique, or
unusual possibilities

- thinking of diff e rent kinds of
possibilities by manipulating,
adapting, and modifying ideas

- embellishing the possibilities
• develop a product or conclusion

that summarizes the
information and can be shared
- orally: mini-lecture or debate,

tapes of interviews or
discussions, records

- visually: chalkboard, maps,
diagrams, charts,
photographs, collages,
models, by demonstration

- in writing: report, letter,
article, poem, mock diary,
story, drama

The student will be able to solve problems which are either presented by the teacher or which are
identified by the student.
The student will:Objective III:
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Objective III:
The student will be able to work with others engaged in problem-finding/solving skills.
The student will:

• participate in group planning
and discussion by
- following democratic proce-

dures in helping to make
group decisions

- initiating ideas
- giving constructive criticism
- suggesting means of group

evaluation
- suggesting ways of resolving

group differences

• incorporate a set of positive
learning attitudes by
- recognizing that others may

have a different point of view
- observing the actions of

others
- being attentive to situational

as well as personal causes of
conflict

- listening to reason
- recognizing and avoiding

stereotypes
- withholding judgment until

the facts are known
- assessing the reactions of

other people to one’s own
behavior

• recognize and use nonverbal
means of communication by
- understanding the various

kinds of nonverbal communi-
cation: gestures, touching,
eye language, etc.

- appreciating that the amount
and kind of nonverbal com-
munications vary from cul-
ture to culture

Objective IV:
The student will be able to communicate orally, visually, and/or in writing the results of the problem-
finding/solving effort.
The student will:

• speak in an effective way by
- spending sufficient time in

planning and preparing
whether it be for an individ-
ual oral report or as a mem-
ber of a panel, debate, forum,
etc.

- talking in complete sentences
- keeping to the topic
- using appropriate

visuals/gestures, etc.
- learning and developing the

skills of being a discussion
leader or participant

• use media and various visuals
for communicating ideas by
previewing such media and
visuals
- preparing appropriate com-

mentary
- using a variety of media

forms: films, filmstrips, pho-
tographic essays, etc.

- constructing and using
appropriate tables, charts,
graphs, cartoons, etc.

• use different forms of written
expression:
investigative/informative, inter-
pretive, argumentative, narra-
tive, and descriptive by
- following an acceptable for-

mat that includes an intro-
ductory element, a body con-
taining the basis of the work,
and a conclusion

- thinking creatively
- thinking logically
- communicating ideas

coherently
- forming generalizations

based on appropriate data
- supporting such generaliza-

tions through the use of rele-
vant factual information
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SKILLS DEVELOPMENT PROCEDURES

FIGURE 1

The following diagram suggests a systematic procedure for skill development in the social studies. Teachers
should determine at the beginning of each year the proficiency level of students in the various skill areas.
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GRADES K-4

Assess/Diagnose

Introduce Skill
(Initial teaching using 

familiar content and media 
appropriate for grade)

Practice

Remediate 

Assess/Diagnose

Extend and Refine
(More difficult content, 
different media, more 

demanding standards, etc.)

Practice

Assess Remediate

Apply

Recycle

State Education Department
Grade 5 Elementary-Level 

Social Studies Test

GRADES 5-8

Assess/Diagnose

Reinforce/Remediate

Apply

Extend and Refine

Practice

Assess Remediate

Apply

Recycle

State Education Department
Grade 8 Intermediate-Level 

Social Studies Test

GRADES 9-12

Assess/Diagnose

Continuing Reinforcement,
Practice, Assessment and

Remediation as needed 
Refinement and Extension

Application

State Education Department
Assessment through Global

History and Geography
Regents and United States
History and Government

Regents
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HOW TO USE THIS CORE CURRICULUM

This core curriculum was developed to assist participation in government administrators, teachers, and
specialists in developing local curricula for the half-unit participation in government re q u i rement. Since this
c o re curriculum re p resents a recommended course of study, teachers should read the entire core and then plan

student learning activities that best address local re q u i rements and meet the needs and interests of their students. 

The core curriculum is divided into three sections: The Method, The Tools and Skills, and The Content, starting on
page 27. The third section, the Content section, identifies:

• the unit, at the top of the page;
• a boxed content question with appropriate state and national standards;
• two side-by-side columns entitled Content and Connecting Activities and Questions;
• some of the questions contain sidebars that include notes to the teacher or curriculum developer; and
• a shaded box at the bottom of each page identifying a variety of resources and websites.

A Works Cited section is included at the back of the manuscript to provide complete citations for resources
identified in the resource boxes of the Content section.

Two Appendixes are provided. Appendix A provides the National Standards for Civics and Government and
Appendix B lists websites that can be used in participation in government.

Roles of the Teacher and Types of Student Involvement
Issue-based inquiry can take a number of different forms. Here are some possibilities:

Class Discussion
The content topics in Part III contain a wide variety of issues. Many lend themselves to class discussion.
Suggested discussion questions are posed in the second column. Initially, teachers should work with
students on issue formulation. As the course proceeds, they should guide students through discussions of
subsequent steps in the issue process. The practical and personal nature of the issues in the core curricu-
lum is designed to stimulate student discussion.

Class Assignments
The issue-based approach lends itself to a sequence of brief assignments or a large class project. Determine
how best to sequence student assignments in the learning process, and determine what those assignments
should be. Students first need to learn how to think politically and legally in the selection and formulation
of public issues. The content topics in the core curriculum provide opportunities for such exercises. After
the student has mastered issue formulation, assignments should help students develop their ability to pre-
pare: a brief background statement, a chart of alternatives in terms of their pros and cons, and a chart of
the recommended action in terms of its legislation, funding, and implementation.

Student/Class Projects
The issue-based approach can provide a solid foundation on which to build culminating student or class
projects. Large culminating projects are not essential. Students can exercise inquiry skills in smaller doses.
However, a project does enable the student to synthesize and apply a wide range of newly acquired skills
and understandings. Such projects can be individual, group, or class based. 

There is no required medium for a student or class project. It can take the form of “a student paper,” a
print or video journal, a simulation project, or a portfolio of how the student carried out his/her
responsibilities and what s/he learned. It can also take the form of a student newspaper or video project.
The creative teacher will undoubtedly come up with other examples. 
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Student work might be presented in a number of ways. Student work might be presented at a communi-
ty/parent’s night or some other kind of open house, or it might be presented at a regularly scheduled
PTA/PTO meeting or school (district) board meeting. If the public issues are local community issues, proj-
ects could be showcased at a regularly scheduled meeting of the relevant local government(s). All of these
examples also help the school in its ongoing efforts to reach out to and inform the larger community of its
programs.

Local Options
How should the three strands of this course be organized? The teacher or school must decide how much emphasis
to place on the three strands of this course, and how to weave them together. There are various possibilities. A few
are suggested below, but others are possible.

• A content-based course in which the teacher follows the content topics outlined in this syllabus, using
issue-based assignments and community-based learning experiences whenever possible.

• A community-based experiential course in which the teacher proceeds briskly through the content
topics as a foundation for a community-based experience like service learning, which the student ties
back to civics through issue-based assignments. The inclusion of service learning into Participation in
Government is a local district decision. Participation in Government can be taught with or without such a
component.

• A project-based course in which teachers proceed through the content of the course as a foundation for
a student or class project such as a research project or an issue-based simulation activity. Again, a
culminating project is a local district decision. Many districts include such components in their
Participation in Government course.

Should community-based learning occur in or out of the classroom? Community-based learning can take many
forms, and there are multiple communities from local to international levels. Pragmatic decisions by the teacher and
s c h o o l — s t retched by cre a t i v i t y, will power, and available re s o u rces—will govern what is possible in most cases. 

• Out-of-Class Learning. In some schools, it may be possible to organize extensive out-of-class learning
experience and internship placements in governmental and political organizations. Out-of-class learn-
ing experiences, whether they take the form of service learning, internships, etc. are a decision for the
local school district; they are not required by the State. If extensive placements in the community are
impossible, it might be possible to arrange class or group visits to such places as courtrooms and city
council chambers. If class visits are not possible, students can arrange individual meetings with public
officials or observational visits. One way or another, students should have an opportunity to observe,
record, compare, and reflect on public meetings of a number of public bodies such as a school board,
city council, town or village board, or county legislature. Students should also have an opportunity to
observe, record, and discuss court proceedings. 

• In-Class Learning. In some situations, it may be more realistic to focus on in-class experiences. The teacher
can invite public officials and community leaders to meet students in the classroom. The teacher can also
p rovide re s e a rch assignments that send students out into the community on finite missions. These tasks
move students step-by-step through the content topics outlined in Section III of this syllabus.

How could the content section of the course be taught? The elementary and intermediate levels of the State civics
standard are included on pages 6-7 to encourage school districts to examine their K-12 social studies programs in
terms of when content, concepts, and skills are introduced; when they are the focus of instruction; and when they
are intended to extend and refine applications. Such surveys are invaluable in helping districts make local
curriculum decisions regarding when content, concepts, and skills should be taught, and when they can be elimi-
nated as unnecessary redundancies. Schools may want to design and administer a civics pretest as a guide for
curriculum development and instruction and as a way of assessing what students already know and are able to
do. By deleting those topics that have already been mastered, teachers gain the time needed to teach topics of local
interest or teacher expertise such as community politics, environmental protection issues, foreign policy and inter-
national relations issues.

19

����



20

The Content Section (see p. 33) is divided into 7 units with 21 content questions. Some schools may determine that
some of these questions do not need to be taught in this course because they have been addressed in earlier cours-
es (see pp. 6-7). Some teachers may decide to re-arrange the remaining list of questions, though most teachers will
probably want to keep the order of the first 3 questions in Units A and B. Some teachers will prefer to use a partic-
ular textbook or a particular approach to provide the course with a desired structure, emphasis, and direction.
This would also streamline and focus the content. Here are some examples of the types of approaches that might
be used to focus the the course content: (a) a public policy approach; (b) a constitutional government approach; (c)
a law-related education approach; (d) a government/institutional approach focusing on national government, or
(e) a community service learning or citizenship skills approach in which the students’ work experience is tied back
to academics through the content questions and assignments.

On which government(s) should the course focus? The student must learn to function effectively as a citizen in a com-
plex world. Power in the American system is distributed among local, state, and federal governments. At the same time,
as noted above, the roles of these governments often blend and blur in the actual unfolding of 
real-world politics. To complicate matters further, international factors extend into the private lives of citizens and the
public life of American society. This interweaving creates an image of overlapping arenas or spheres such as that depict-
ed by Figure 2 (p. 21); the image of a “layer cake” of neatly arranged levels of government seems increasingly irre l e v a n t .

As specified in the State civics standard, the student should gain an appreciation of the intergovernmental and
international dimensions of the issues and institutions they study. However, this need does not preclude a course
focus on a particular government. Some schools have a 12th-grade curriculum that focuses on state and local
government while others may focus on the national government. Either example is appropriate, so long as stu-
dents learn the international and intergovernmental reach of the issues and institutions they study. Most of the
content questions presented in Section III provide teachers with the opportunity to focus their courses on any one
government or combination of governments.

What is the focus of issue-based instruction? A public issue usually involves a debate over the extent of a public
problem and how a government (local to global) should respond. The issue can address an historical or contempo-
rary issue. For the purpose of this course, the term problem means an intellectual problem or challenge. It is not the
intent of this core curriculum to cast all public policy issues in terms of government‘s fixing something wrong
with society. The policy issue should be formatted as a question that contains these elements:

• the government;
• the instrument;
• the action; and
• the specific aspect of the object to be regulated.

The steps of policy analysis include:
• finding and formulating an issue;
• researching background;
• deliberating alternatives; and
• selecting a recommendation that addresses

-  how the existing situation or law needs to be changed;
-  how much funding is needed and what will be the source of funding; and 
-  who will administer the recommendation and how.

Research Sources
Student research should draw on a manageable range of primary and secondary source material that reflects a
diversity of perspectives appropriate to the issue. This is an excellent opportunity to expose students to the variety
of "documents-based research" and the wealth of resources in their local community, on the Internet, and in the
issue areas they are studying. 
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SUMMARY
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This Participation in Government core curriculum provides students with a capstone experi-
ence, enriched by active learning opportunities, that enables students to synthesize, apply, and
thereby reinforce the civics knowledge, skills, concepts, themes, and dispositions of active citi-
zenship.

This core curriculum brings together three strands, which are summarized below.

I. The Method

II. The Tools and Skills

III. The Content

Community-Based Learning. The student should have ample opportunities to experience civics
firsthand and to learn how to access and use community-based re s o u rces. Some teachers may
choose to place more emphasis on this experiential component through the use of site visits,
service learning, or internships. Others may need to rely more on school-based outreach by
inviting community re p resentatives to class, interviewing community re p resentatives, moni-
toring political news, searching the Internet, and conducting simulations or ro l e - p l a y i n g .

Knowledge for Effective Citizenship. What do our students really need to know about civics to be
effective citizens? The student should be able to apply the issue-based approach and communi-
ty-based learning to a variety of content questions presented in Section III of this core curricu-
lum. Most of these questions are practically oriented as the basis for a preparatory course in
active citizenship. However, there also are connecting questions that allow the teacher to form
a bridge from practice to values and theory. Questions include how to register to vote; how to
vote; how to serve on a jury; when to pay taxes; when to register with the Selective Service
System; how to protect one’s rights and exercise one’s responsibilities; how to learn more
about issues facing the multiple arenas, from local to global, in which one lives; and how to
become more involved in the affairs of these various arenas. The 21 content questions are
grouped into seven units.

The Issue-Based Approach. The backbone of the course is a simple four-step process of issue
analysis that can be used as a basis for inquiry, discussion, and writing throughout this
course. These steps involve issue formulation, background re s e a rch, evaluation of alternative
responses, and defense of a recommended action. This process is to the world of civics what
the scientific method is to the natural sciences—a way of thinking and a form of investigation.
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Unit A: Philosophical Foundations and Comparative Perspectives
Purposes and principles of government, politics, and the law

Unit B: Citizenship in Comparative Perspective
Roles and rights of citizenship 
Becoming a citizen

Unit C: Citizenship, Participation, and the Electoral Process
Does your vote count?
Political party system
Preparing to vote
Seeking public office 
Campaigns and elections
Becoming an effective media consumer

Unit D: Legal Obligations of Citizenship
Registering for the Selective Service
Civic implications of taxation 
Responding to jury duty 
Place of the jury in a democratic system

Unit E: Public Policy and Political Participation
Doing public policy research
Distribution of federal, state, and local powers in the federal system 
Workings of the public policy process 
Purposes, principles, and values reflected in the policy process
Becoming more involved in the policy process

Unit F: Legal Rights and Responsibilities
Legal rights and responsibilities in civic life, and in the workplace and school
How rights can vary from place to place

Unit G: Selecting a culminating question (optional)

26

What Do Our Students Really Need to Know About Civics?
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I. The Method
The Issue-Based Approach. Fundamental to teaching Participation in Government is an issue-based approach
that may vary from school to school.

Definition of Issue-Based Approach
The issue-based approach is a way of thinking, a form of reasoning. It is a tried-and-true, inquiry-based
social studies approach to problem finding/solving. It provides a solid platform for class discussion, docu-
ment-based research, and civic literacy.

The issue-based approach is also very similar to the process that policymakers use to make policy deci-
sions. Therefore, it can provide opportunities for the student to see firsthand and perhaps appreciate the
working of politics, the importance of negotiation and compromise in the political process, and the impor-
tance of enduring principles like respect for the law and respect for others. Finally, this approach prepares
the student to think about public life in ways that are active rather than passive, positive rather than nega-
tive. The student learns the invaluable civics lesson that problems have remedies, that reasonable people
disagree over those remedies, and that differences in opinion can be negotiated if one learns to hold fast to
those principles worth keeping. 

Definition of an Issue
An “issue” is a point of discussion or debate on which there may be two or more sides. An issue is usually
posed as a question, and a decision is expected to resolve it. An issue typically becomes a “public issue”
when a governmental body (or other public entity) is called upon to make a decision or take action.
Usually, the public issue arises because of a need to resolve a problem or improve a situation that affects
the public in some way—whether that public is a school, neighborhood, state, country, or international
community. A public issue can be controversial or noncontroversial; it can be major or minor; it can seek to
correct a public problem (such as cleaning the school neighborhood) or make a public improvement (such
as establishing a teen center). 

Steps of Issue Analysis 
Issue-based analysis typically consists of four steps or phases. These steps are:

Step One: Find and Formulate an Issue. Like many forms of inquiry, the first step begins with a
research question or thesis statement. Here, the student learns to find and formulate or construct a
public issue in the form of a question, such as: Should government X pass a law regulating/ban-
ning/supporting Y (where Y is a perceived public need like bicycle safety, hazardous waste man-
agement, Middle East peace, etc.)? Legal issues are formulated differently. For example: Does gov-
ernment X have the power to do Y (e.g., protect the United States flag)? Or, does the government’s
policy X (e.g., flag protection) violate the right to Y (e.g., free speech)? 

Class discussions at this step should focus on whether students see the perceived public need
(e.g., bicycle safety) as serious and in need of public regulation. Here is one place where students’
values perspectives should emerge and become more self-conscious and disciplined. Some stu-
dents may be inclined to see needs like bicycle safety as a matter of personal responsibility, while
others may see this need as a public matter requiring public education or even government regu-
lation. Students should be able to see all sides of an issue and evaluate and defend their positions.
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Step Two: Research Background. Like many forms of inquiry, the next step involves the gathering
of evidence. In public policy analysis, the student investigates: 
1) the historical background (how the public need or problem arose and how it was settled in the

past); and 
2) the current scope of the public need or problem (here, the student could use social science to

gather and analyze some statistics). 
In legal analysis, background research could involve a review of court precedents (i.e., earlier
cases on the issue that might control the issue at hand).

Step Three: Deliberate. Like many forms of inquiry, the next step involves a comparison of alterna-
tive arguments or interpretations. In public policy analysis, the student compares alternative poli-
cies (i.e., courses of action) for dealing with the public need or problem. Alternatives can be identi-
fied in class discussions, using logic and common sense. In assignments, students can research
alternatives in the policy literature. In legal analysis, the alternatives can be different legal opin-
ions or arguments. In either situation, students should compare alternatives in terms of their pros
and cons (e.g., their strengths and weaknesses, advantages and disadvantages, or benefits and
costs). Here is another place where values perspectives and philosophical differences should
emerge. How does one assign costs and benefits? Is one student’s cost another’s benefit? Students
should be able to see all sides of an issue and defend and evaluate their positions.

Step Four: Select Alternative. Like many forms of inquiry, the final step is the conclusion. In pub-
lic policy analysis, the student would select an alternative action (or a combination of alternatives)
that he/she considers the most desirable and feasible. As Sir Henry suggests, students might try to
write their own law or program. If a group of students must select a recommended action, this
could be a good opportunity for an education in the political art (and values) of negotiation and
compromise. In legal analysis, the same basic skills of negotiation and compromise apply when
selecting a legal ruling. Here, if time allows, students could write their own lawyer’s brief or court
opinion.

Resources for the Teacher
Two high school level textbooks prepared by Syracuse University faculty walk students through the public policy
process. Both books were first produced in conjunction the the earlier versions of this core curriculum and both
have recent editions that are relevant for the current core curriculum. One is Participation in Government: Making a
Difference, 4th edition (Ketcham et.al.). The other is Effective Participation in Government: A Guide to Policy Skills
(Coplin and O’Leary, 1987). A third book, Public Policy Skills, 3rd edition is also available, but it is aimed at
advanced high school or college students.
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II. The Tools and Skills
Community-Based Learning Experiences. For the purpose of this core curriculum, the term participation
should be interpreted in the broad sense to include out-of-classroom experiences, such as visits to county legisla-
ture sessions, courts etc., and in-school activities that involve students in analysis of selected public issues relevant
to them. Defining, analyzing, monitoring, and discussing issues and policies are the fundamental participatory
activities in a classroom. 

Equally important, community-based participatory experiences in and out of school provide the student with invalu-
able lessons. Instruction for Project SAVE in civility, citizenship, and character education are enhanced by participato-
ry experiences.

Resources for the Teacher
A useful teacher’s resource on community-based learning is Active Citizenship Today, published in 1994 by the
Constitutional Rights Foundation (Los Angeles, CA) and the Close Up Foundation (Alexandria, VA). There is a
handbook for high school teachers and a field guide for students. Together, the material enables the high school
student to make maximum use of his/her civic experience and to apply it to public issue research. In the field
book, for example, the student will learn how to write letters to officials, speak in public, create news releases,
lobby, write proclamations, develop an action plan, etc.

Objectives of Community-Based Learning
There are several important objectives of out-of-classroom learning as envisioned here. All relate to the
juncture of character education and civic education where students see firsthand how and why politics
works in the real world. 
• Getting to know multiple communities. The student should acquire a working familiarity with the multi-

ple civil communities—local to international—in which s/he lives. Most students have never met an
elected official, used a government office, or visited a community organization. According to the secre-
taries of state survey cited earlier, most young people claim they do not vote because they do not
know anything about the candidates.

• Acquiring habits of participation. The student should acquire habits of participation in multiple commu-
nities. The student should have opportunities in this course to participate in government and to learn
how it works. Not knowing how to vote should never be an impediment to voting.

• Meeting role models. The student should be able to meet public officials and community leaders who
can serve as role models. Students should learn more about how and why such people became
involved in politics.

• Acquiring research skills. The student should have an opportunity to use community resources in doing
research—especially the kind of public issue research discussed earlier. The student should gain a
working knowledge of basic community resources and learn how to find them by using references like
the blue pages of the local telephone book and of telephone books in the state and federal capitals.

• Appreciating different perspectives. The student should acquire a sense of the many different voices and
interests that make up their local community as well as the multiple communities, from local to
international, in which they live. Students from central New York can be asked to inventory the
international institutions and interests in their community, while students in New York City can
inventory the agricultural interests in theirs. Former Congressperson Shirley Jackson Chisholm from
New York City recalls how she helped organize the school lunch program from the Dairy
Subcommittee of the House Agricultural Committee—because that is where congressional leaders
placed her—and that became the political base from which she operated.

• Acquiring skills of negotiation. The student will have opportunities to see how public officials reconcile
differences, how they negotiate, and how they seek win-win results. The student will also have
opportunities to evaluate political acts like negotiation and compromise.
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• Learning how to interact with people in public settings. Students will not only observe public figures but
will also have to learn how to work with them. Students will learn how to request meetings, conduct
interviews, request follow-up information, write thank-you letters,
make general inquiries, and attend meetings. 

• Reflecting on what counts. The student will have an opportunity for
reflection on the principles and practices of American civics in action.
This lends added meaning to character education.
-  What principles seem most important to those in public life? 
-  How well do they apply these principles? 
-  When is compromise a good thing, and when is it not? 
-  How should the role of principles in public life be improved? 
-  How should the average citizen be involved in the political process? 
-  How is the average citizen involved? How can citizen involvement
be improved?

• Learning the ethics of research. In all these research situations, the stu-
dent should gain a practical sense of the basic principles of research ethics. Students should learn to
acknowledge and attribute their sources, to respect confidentiality when asked, to conduct interviews
responsibly, to write thank-you letters.

Examples of Civic Experiences
• Practice through hands-on experience. This course provides an
excellent opportunity to engage
the student in an intensive out-
of-class experience in the
local community; with

local, state, or federal government; or with an international
organization. This involvement can take the form of an intern-
ship or a shadowing experience. In certain respects this is the
most difficult to manage, yet the optimum, experience. It gets
students out into the community, where they can begin to see
politics firsthand, form their own impressions, and make their
own way.

• Practice through simulation. There are strong simulation and other
role-play programs that engage students in mock or model expe-
riences. These programs can provide a realistic way for remote
schools to bring the real world into the classroom. Some examples
include: the Statewide Mock Trial Tournament, the New York City
MENTOR Moot Court, We the People Mock Congressional
Hearings, Model Congress, the New York City Model City
Council, Model United Nations, and Model Organization of American States (OAS). There are also
computerized simulations like the commercially produced SimCity that can provide students with
good opportunities to practice their decision-making skills while also improving their social participa-
tion and teamwork skills.

• Practice by meeting role models. As noted earlier, hands-on community-based experience is not always
possible. Here, the teacher can make effective use of material resources and resource people in the
community. Classes can invite community leaders, public officials, and specialists to meet with stu-
dents in class, or students can visit them at their place of work. Students can learn how to conduct
interviews, make site visits, observe the sites they visit, monitor public meetings, and engage in fol-
low-up research with their contacts. The teacher or students can invite a variety of individuals to meet
with them in class.

• Practice with good tools. There are some excellent issue-based materials available that provide students
and teachers with extensively field-tested, authentic, up-to-date, classroom-friendly resources on
contemporary issues.
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Resources for the Teacher
National Issues Forum publishes packets that focus primarily on domestic public policy issues. Produced by the
Kettering Foundation and published by Kendall-Hunt, Dubuque, IA, the packets address such issues as: alcohol
and drug abuse, youth violence, day care dilemma, campaign finance, affirmative action, immigration policy, wel-
fare to workfare, legalized gambling, education reform, environmental protection issues, energy conservation, and
health care cost.
Constitutional Rights Foundation (Los Angeles, CA) disseminates publications on various issues including: violence,
immigration, drug abuse, and terrorism as well as civic action guides assisting student projects like skateboard
parks.
Close Up Foundation (Alexandria, VA) publishes Current Issues on a regular basis. This publication contains sum-
maries of 10 domestic and 10 foreign policy issues. Each chapter features key questions, background information,
and a debate section.
Choices for the 21st Century distributes packets, primarily on foreign policy issues, produced and published by the
Center for Foreign Policy Development, Brown University, Providence, RI. Issues covered include: Mexico at the
crossroads, United States interests in the Middle East, charting Russia’s future, United States immigration policy,
United States trade policy, and United States support for the developing world.
Foreign Policy Association (New York), publishes Great Decisions. Each year, different topics are selected for commu-
nity and school deliberation. All issues involve United States foreign policy. Past topics have included: promotion
of democracy abroad, defining humanitarian intervention, the role of the military in foreign policy, Middle East
realignments, and the Euro’s challenge to the dollar.
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III. The Content
Knowledge for Effective Citizenship. According to the Social Studies Resource Guide with Core Curriculum,
“students studying participation in government in grade 12 should experience a culminating course that relates
the content and skills component of the K–11 social studies curriculum, as well as the total educational experi-
ence, to the individual student’s need to act as a responsible citizen” (p. 156).

The content units and topic questions below present the basic content the student should know to be an active
and effective citizen. 

Content Objectives
• Students should understand the philosophical foundations of

their rights and responsibilities as citizens. (See Key Ideas 2 and
3 of the State civics standard and Parts I, II, and IV of The
National Standards for Civics and Government summarized in the
Appendix.)

• Students should understand how United States citizenship com-
pares with, affects, and is affected by the politics and policies of
other countries. (This is adapted from Key Idea 1 of the State
civics standard and Parts I, II, and IV of The National Standards for
Civics and Government .)

• Students should understand the current legal/constitutional
framework of those rights and responsibilities in the United States
federal system. (This is adapted from Key Idea 2 of the State civics
standard and Part III of The National Standards for Civics and
Government.)

• Students should understand the current institutional framework of
how those rights and responsibilities are protected and advanced by
local, state, and federal governments in the United States federal system. (This is adapted from Key
Idea 2 of the State civics standard and Part III of The National Standards for Civics and Government . )

• Students should understand how to exercise their basic rights and responsibilities, in the local,
state, federal, and international systems of which they are a part. (This is adapted from Key Idea 3
of the State civics standard and Part V of The National Standards for Civics and Government .)

Topic questions are followed by basic content, suggested activities, discussion, and re s o u rces. The teacher should
decide whether to focus this course on the local, state, national, or international arena, or some combination there-
of. Students should understand intergovernmental and international dimensions of civic life today, but this need
not prevent teachers from focusing primarily on one arena or another.

Resources for the Teacher
An excellent resource on constitutional government is We the People . Limited numbers of classroom sets are
provided at no cost each year to teachers who complete a training workshop. For more information regarding
these and other materials, contact the Center for Civic Education at <www.civiced.org> or 800-350-4223.
An excellent resource on state and local government in New York State is the Local Government Handbook (pub-
lished by the Department of State). The New York State Department of State no longer provides printed copies,
but you can print your own. The book (257 pages) is available in .pdf format at
<http://www.dos.state.ny.us/lgss/list9.html#handbook>.
Another re s o u rce of State government is Mary Jo Fairbanks’, AGuide to New York State Government ( F a i r b a n k s ,
1 9 9 5 ) .
A useful reference work for the teacher is Civitas: A Framework for Civic Education, edited by Charles F.
Bahmueller, and produced with the collaboration of the Center for Civic Education, the Council for the
Advancement of Citizenship, and the National Council for the Social Studies (Bahmueller, 1991).

����



33

Content Questions

FIGURE 3: SUMMARY

Unit A: Philosophical Foundations and Comparative Perspectives
Question 1: What are the purposes and principles of government, politics, and the law?

State Standard 5.1, National Standards I and II

Unit B: Citizenship in Comparative Perspective
Question 2: What are the roles and rights of citizenship?
Question 3: How does someone become a citizen of the United States?

State Standard 5.3, National Standard V

Unit C: Citizenship, Participation, and the Electoral Process
Question 4: Does your vote count?
Question 5: How does the political party system enable choice and opportunity for participation?
Question 6: How do you prepare yourself to vote?
Question 7: Why would someone seek public office?
Question 8: How do campaigns and elections enable choice and opportunities for participation? 
Question 9: How do you become a more effective media consumer?

State Standards 5.2 and 5.3, National Standards III and V

Unit D: Legal Obligations
Question 10: Why are males ages 18 to 26 expected to register with Selective Service? 
Question 11: What are the civic implications of taxation? 
Question 12: How should you respond to a call for jury duty?
Question 13: What is the importance of the jury in a democratic system?

State Standard 5.3, National Standard V

Unit E: Public Policy and Political Participation
Question 14: How do you find and evaluate information on public issues of interest? 
Question 15: Which government(s) should respond to a particular public policy issue?
Question 16: How does the public policy process work? 
Question 17: How does the public policy process reflect the purposes, values, and principles of 

American democracy?
Question 18: How do citizens become more involved in working on a public issue or for a political 

o rganization? 
State Standards 5.2, 5.3, and 5.4, National Standards II, III, and V

Unit F: Legal Rights and Responsibilities
Question 19: What are the legal rights and responsibilities of the individual in civic life, the workplace, 

and school?
Question 20: How do your legal rights and responsibilities change as you move about in the international arena? 

State Standards 5.2 and 5.3, National Standards III and V

Unit G: Selecting a Culminating Question (optional)
Question 21: What type of public issue can be selected for a culminating project?

State Standard 5.3, National Standard V
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The student should understand basic concepts of
politics and government as they are used in the
United States and elsewhere. In particular, the stu-
dent should be able to define and distinguish
between/among government and politics, law and
politics, authoritarian and democratic governments,
different democratic societies, the major purposes of
government (e.g., protecting public safety, providing
order, regulating economy, advancing public wel-
fare), the major principles of political systems (e.g.,
republicanism, rule of law, limited government),
constitutions and other laws. 

The student also should understand that different
peoples may have different cultural and philosophi-
cal assumptions of the role of government in society
and the relationship of the individual to society. The
student should understand the distinguishing char-
acteristics of United States democracy, and be able to
distinguish the key assumptions of American
political culture from other political cultures. 

Some of the terms and concepts in this unit are
taught in United States History and Government.
Have students divide into groups to see how well
they can recall the distinguishing characteristics of
key concepts like law, government, and politics.

Students should then have an opportunity to dis-
cuss their expectations of these three spheres of pub-
lic life. They could do this through a “state of
nature” exercise in which they write a constitutional
preamble for a new world. Specifically they should
address this question:
- What are the roles of and limits on law,

government, and politics?
Students can compare cultural similarities and

differences among countries by comparing the pre-
ambles of selected constitutions where they can find
statements of: the principles of society, the purposes
of government, the limits on government, and the
rights of the people.
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Unit A: Philosophical Foundations and Comparative Perspectives 

Question 1: What are the purposes and principles of government, politics, and the law?
State Standard 5.1, National Standards I and II

R e s o u rces: Searching “constitutions of the world” will yield various websites. An excellent site is
< h t t p : / / w w w. u n i - w u e r z b u rg.de/law/index.html>. To pre p a re for this unit, the teacher can review the
National Standards for Civics and Government, I and II, as well as C i v i t a s : AFramework for Civic Education
(Bahmueller, 1991). Ahigh school level textbook related to this approach is We the People (Center for Civic
Education).
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The student should understand that in democratic
societies a citizen is a free and equal member of socie-
t y, with rights and responsibilities to take part in that
society’s government. The student should be able to
distinguish three civic roles that are uniquely linked
to being a citizen in the United States: the right to
vote for elected public officials, the right to hold elect-
ed public office, and the right to serve as a juro r. The
student should understand that all other civic rights
(like the right to associate and petition government)
a re enjoyed equally by citizens and all other eligible
persons residing under United States j u r i s d i c t i o n ;
and that certain responsibilities (like filing tax re t u r n s )
a re also shared by all persons in the United States.
The student should be able to compare this system of
rights and responsibilities with those of at least two
other countries.

Students should address such questions as:
- Should resident aliens be entitled to vote for or serve

on school boards? 
- What rights should belong only to citizens of the

United States? 
- What can the United States learn from other

countries’ citizenship policies? 

Sample Essay Question:
Students can enter the essay contest Inside Albany

offered by the League of Women Voters. A typical
question is:
- What steps should students take to increase citizen

participation in government? 
Local winners receive an all-expense-paid trip to a

three-day conference in Albany, and the statewide
winner receives a $2,000.00 scholarship. For details,
call the League of Women Voters at (518) 465-4162.
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Unit B: Citizenship in Comparative Perspective
Overview: Early in this course, attention should be directed away from government as a detached academic
subject to the idea of active citizenship and participation in government.

Question 2: What are the roles and rights of citizenship?
State Standard 5.3, National Standard V

R e s o u rces: Students can re s e a rch subjects relating to comparative democracy and human rights by consulting
o rganizations like Amnesty International; Freedom House; Human Rights Watch; and the U.S. Department of
State’s Bureau of Democracy, Human Rights and Labor. All have websites as does a good jumping-off point,
the Peace Corps website <www.peacecorps.gov>. 
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Citizenship is an especially vital attribute in a gate-
way state such as New York State, which for nearly
two centuries has attracted generations of immigrants
seeking to become citizens. In the decade following
the collapse of the Soviet Union, for example, the
number of foreign-born residents in New York City
i n c reased dramatically from 28 percent to 40 perc e n t .
Students should be able to distinguish the ways in
which someone can become a legal resident of the
United States and a citizen of the United States.
Students should also be able to compare the major
similarities and diff e rences in citizenship re q u i re-
ments between the United States and selected
countries (e.g., countries that are major sources of
immigration to your re g i o n ) .

Students can evaluate, take, and defend or discuss
positions on various public policy issues relating to
immigration. Examples are provided below.

Students should appreciate firsthand the chal-
lenges of entering the United States by seeing how
an alien obtains a United States visa. Visa informa-
tion and forms can be obtained from the
Immigration and Naturalization Service website
(see below). An INS officer or an immigration
lawyer can be invited to class as a re s o u rc e .
Students should address such questions as:

- Should immigration quotas be expanded in the
United States?

- Should re q u i rements for refugee status be relaxed by
the United States? 

- Should children of illegal immigrants be barred fro m
attaining United States citizenship? 

- Should suspected war criminals be deported fro m
the United States? 
Aclass could become more involved in the

naturalization process by tutoring persons for their
citizenship test and by becoming involved in a
naturalization cere m o n y. 

Unit B: Citizenship in Comparative Perspective

Question 3: How does someone become a citizen of the United States?
State Standard 5.3, National Standard V

R e s o u rces: The INS site <www.ins.gov> has all needed forms along with teacher and student re s o u rces on sym-
bols, history, and laws of immigration. James M. Morrissey’s useful legal guide, Rights & Responsibilities of Yo u n g
People in New Yo r k ( M o r r i s s e y, 1997), contains a chapter on immigration law and young people.
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Students shouldunderstand that voting is the pivotal
form of political participation. Other forms include:

• joining a political org a n i z a t i o n ;
• contributing money; and
• doing volunteer work in a political campaign.

Students should also understand that people who do
not vote may do so as a form of political pro t e s t .
Students should be able to assess the pros and cons of
d i ff e rent forms of participation and nonparticipation.

Students should understand the basic mechanisms of
the United States electoral and re p resentational system:
• single-member districts;
• w i n n e r-take-all elections; and
• the electoral college.

Students can study recent elections to evaluate,
take and defend, or discuss positions on the issue
“Does your vote count?” 

Students can also discuss whether there are any
circumstances that would justify nonvoting or exit-
ing the country as a form of political protest.
Students can also evaluate, take and defend, or dis-
cuss positions on electoral mechanisms like the elec-
toral college. (Students should first understand the
college’s implications not only for democracy but
also for federalism.) 

Unit C: Citizenship, Participation, and the Electoral Process

Question 4: Does your vote count?
State Standards 5.2 and 5.3, National Standards III and V

This question also addresses National Standard I on Representation.

R e s o u rces: See The Right to Vo t e ( K e y s s a r, 2000).
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New York State has a diff e rent political party system
than most states. New York has a modified two-party
system: a Democratic party with historic strength in
New York City and upstate central cities, a stro n g
Republican party with historic strength in suburbs
and small cities and towns. New York State also has
the Liberal and Conservative parties that cro s s -
endorse major party candidates. The Independent,
Right to Life, Green, and Working Families parties
also exist. 

Students should be able to evaluate, take and
defend, or discuss positions on the merits of
registering as an Independent, with a major party, or
with a minor party. 

Students should address such questions as:
- What role do the Liberal, Conservative, Right to

Life, Green, and Working Families parties play in
the party system?

- What are the pros and cons of so many parties in
New York State? 

- Do so many choices empower or weaken the
strength of the average voter in New York State? 

- On balance, would we be better off with a simple
two-party system in which each party is an
umbrella for a variety of interests? 

- Should we retain our closed primary system (in
which only registered members of a party are
allowed to vote in its primary elections)?

Unit C: Citizenship, Participation, and the Electoral Process

Question 5: How does the political party system enable choice and opportunity for participation?
State Standards 5.2 and 5.3, National Standards III and V

R e s o u rces: Invite re p resentatives of diff e rent State parties and of organizations like the League of Women Vo t e r s
( LWV) to provide a panel discussion on this issue. Consult a study of state politics such as Sarah Liebschutz, ed.,
New York Politics and Government (Liebschutz, 1998); or AGuide to New York State Government (Fairbanks, 1995).
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Students should know:
• how to obtain and complete a voter re g i s t r a t i o n

f o r m ;
• how to obtain an absentee ballot;
• when elections are held for federal, state, county,

local, and school board office; and
• who holds these off i c e s .

Students should be able to compare and evaluate
the promises and voting re c o rds of incumbents hold-
ing these offices and the promises and past experi-
ences of the candidates seeking them.

Students should understand that they may have a
registration choice when they leave one residence and
move to another. For example, when students leave
home to go to college, they may keep their pre v i o u s
residential address as their primary (main) re s i d e n c e
and vote by absentee ballot. Or, they may decide to
change their primary residence to their new addre s s ,
p e rhaps because they have become more involved in
that community and consider this new location to be
their main domicile. Proving intent to declare a dor-
mitory residence as primary residence may be diff i-
cult but not impossible. The controlling case on col-
lege residence is a federal circuit court case: A u r b a c h v.
R e t t a l i a t a, 765 F2d 350 (1985). (In military service, one
typically votes by military absentee ballot.)

Students should:
• see a voting machine;
• learn how to cast a ballot in a voting machine;
• learn how and when to vote by absentee ballot; and
• learn how to determine the location of their polling

p l a c e .

Students of voting age should be encouraged to
register and vote. Younger students could sign
registration pledge cards. Someone from the Board
of Elections or a nonpartisan organization like the
League of Women Voters can walk students through
the voter registration process, the voting process in
the voting machine, and the voting process by
absentee ballot.

Unit C: Citizenship, Participation, and the Electoral Process

Question 6: How do you prepare yourself to vote?
State Standard 5.2 and 5.3, National Standards III and V

R e s o u rces: For registration forms and more information on voter registration, visit the New York State Board of
Elections website at <www. e l e c t i o n s . s t a t e . n y.us>. Auseful re s o u rce is Project Vote Smart and its website
< w w w. v o t e - s m a r t . o rg>. The League of Women Voters also distributes, at no cost, useful voter educational mate-
rial, including First Vote for First-Time Vo t e r s, on how to re g i s t e r, use a voting machine, vote by absentee ballot,
etc. For information call 1-866-598-6971.
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Students should be able to identify the different
motivations for seeking public office. There is
usually a combination of reasons that include a
commitment to:
• a philosophical cause;
• a political party;
• a single issue;
• a constituency group; and 
• personal ambition. 

Students should also understand the barriers and
burdens of campaigning, including money, time, and
loss of privacy.

Students could meet and interview incumbent can-
didates, defeated candidates, and currently aspiring
candidates. They could use the questions below or
create their own. They should then draw their own
conclusions on what makes people run for office.

Sample Interview and Discussion Questions to ask
Candidates: 

- Why did you seek public office? 
- What do/did you stand for in your campaign?
- What were your biggest campaign burdens or bar-

riers? Fund raising? Negative campaigning?
- If you won, what promises did you keep? 
- Which promises did you sacrifice and why?

Unit C: Citizenship, Participation, and the Electoral Process

Question 7: Why would someone seek public office?
State Standards 5.2 and 5.3, National Standards III and V
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Students should understand that a political
campaign is a process of steps:

• preparation;
• declaration;
• nomination (including a possible primary election);

and
• general election campaign.

A candidate must have an organization that
includes:
• personnel (staff, volunteers, allies);
• a strategy (offensive and defensive); and
• money.

In order to campaign, a candidate must have a
platform composed of:
• a philosophy;
• policy stances on key issues; and
• statements.

If possible, students should witness a campaign so
that they can judge for themselves. If a campaign is
in progress, students can work on it or visit cam-
paign headquarters, or at least interview candidates.
If there is no current campaign in progress, students
can interview past candidates, interview party
officials, read a campaign novel, and/or watch a
campaign movie. 

Sample Questions to ask Past, Present, and
Fictional Candidates: 
- What do you like most about campaigning? What

do you like least? 
- What surprises you the most about campaigning? 
- What do you think voters understand least about

campaigning? 
- How is your campaign organized? 
- What do you think of the role of the media in

campaigns? What do you think about the role of
money in campaigns? 

- What do you think are the major purposes of
campaigns? Why do we have them? Why do we
need them?

- On the basis of your experience, do you think that
these purposes were well served?

- How do you think campaigns should be
reformed?

Unit C: Citizenship, Participation, and the Electoral Process

Question 8: How do campaigns and elections enable choice and opportunities for participation?
State Standards 5.2 and 5.3, National Standards III and V

R e s o u rces: Arevealing campaign movie is the documentary The War Room on the 1992 presidential campaign of
Bill Clinton. The Last Hurrah is still a classic novel and the movie The Candidate is still worth watching. T h e
League of Women Voters offers nonpartisan campaign information—see D e m o c r a c y N e t at <www. d n e t . o rg > .
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Students should understand the purposes of a fre e
p ress in democratic society. A f ree press is needed not
only for the free and open flow of information but also
as a venue for a variety of views. 

Students should review how the First A m e n d m e n t
p rotects freedom of press and why that freedom has
certain constitutional limits such as libel, obscenity,
and fair trial. 

Students should become familiar with the diff e re n t
forms of news media. These include: daily newspapers,
weekly magazines, television, radio, and the Internet. 

Students should know how to find, monitor, re a d ,
use, and cite various print and electronic media
s o u rces of political news and commentary. Thro u g h
the Internet, students can find and access many re p-
utable sources, including national and regional news-
papers, weekly news magazines, monthly opinion
magazines, specialized Internet sources and journals of
re c o rd, and television and radio programs. 

Students can practice using news media sources in
t h ree basic ways when they are re s e a rching an issue. 
• In Step 1 (finding and formulating an issue),

students can monitor news media sources for a
finite period of time as a way of identifying key
c u r rent issues and selecting one for re s e a rch. 

• In Step 2 (re s e a rching an issue), students can use the
news media to follow the development of a selected
issue or go back in time to re s e a rch its background. 

• In Step 3 (deliberating alternatives), students can use
the news media to uncover the range of opinions on
an issue, the ideological underpinnings of those
opinions, and the policy recommendations arising
f rom them. Resource suggestions for each of these
steps are presented below.

Some students may be interested in the media as a
subject, not simply a re s o u rce. To d a y, political news
media coverage is criticized by some as:
• too dramatic, 
• too focused on personalizing the political, and 
• too biased. 

Students can use content analysis to test any one of
these assertions as hypotheses. For example, to test the
assertion that political coverage is too dramatic,
students can compare newspapers by tabulating the
number of dramatic or sports-related verbs they use in
covering an election campaign.

Unit C: Citizenship, Participation, and the Electoral Process

Question 9: How do you become a more effective media consumer?
State Standards 5.2 and 5.3, National Standards III and V

Resources: To select a current national issue, a standard source of congressional and other national government
action is the Congressional Quarterly (CQ) Weekly Report. New York State government news can be found in the
Legislative Gazette and Empire State Report. State and local issues throughout the United States can be found in
the monthly magazine Governing. Each year, this magazine publishes Sourcebook, which contains a wealth of
state and local sources. For different views on selected issues, students can compare the opinions across a range
of opinion magazines. Some of the standards in this range include: Mother Jones; Dissent, Black Scholar;
Commonweal; Christian Century; Atlantic Monthly; Harper’s Monthly; The New Republic; Foreign Affairs, Foreign
Policy; National Review; Commentary; National Interest, American Spectator. For international views, see World Press
Review, an interesting monthly magazine that reports views from the media of different countries. A hometown
newspaper often contains a wealth of sources, including local news stories by local reporters, news articles
reprinted from national newspapers and wire services, voting records of local members of Congress and the
state legislature, editorials from other newspapers, political cartoons by national cartoonists, book reviews,
opinion articles by syndicated columnists, opinion articles by policy specialists and interest-group advocates,
and letters to the editor.
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According to
Section 3(a) of the
Military Selective
Service Act, “. . . it
shall be the duty of
every male citizen of
the United States,
and every other
male person resid-
ing in the United
States, who . . . is
between the ages

of eighteen and twen-
ty-six, to present himself

for and submit to registration.
. . .”

Students should review the constitutional history of
military service in American history, including the
military and political importance of a militia in colo-
nial times, the origins and development of the
Second Amendment, the use of conscription and a
military draft, the wartime occurrences of civil dis-
obedience and conscientious objection, and the
struggle against racial and gender discrimination in
the armed services. 

Students should understand the democratic rea-
sons for requiring all males to register, the differ-
ences between mandatory registration and a manda-
tory draft, the differences between voluntary service
and mandatory service.

Students should be familiar with the case Rostker
v. Goldberg, 453 U.S. 57 (1981) in which the U.S.
Supreme Court upheld the male-only requirement
military registration, but did not prohibit voluntary
registration by women

Students can take and defend positions on the
constitutionality of a recent or historical public poli-
cy that posed a conflict between security and liberty.
Policy topics might include: loyalty oaths, conscien-
tious objection, women in combat, gays in the mili-
tary, and homeland or domestic security against
terrorism. 

As a practical matter, students need to know how
to register for the Selective Service at a United States
post office or at <www.sss.gov>.

Working in small groups, students can explore the
best forms of defense in a constitutional democracy.
Students should also address this question:

- To what extent, and under what circumstances,
might personal liberty be sacrificed for national
security?

Unit D: Legal Obligations 
Overview: Citizens have rights, responsibilities, and duties. Students should understand that a right is some-
thing they can do, a responsibility is something they should do, and a duty is something they must do. Students
should also be able to distinguish the few rights and obligations that belong to citizens in contrast to the longer list
of rights and duties that belong to all persons living under United States law. Citizens have the right to vote and
hold office. They also have the right to serve on a jury (and the duty to serve if summoned). Citizens and non-citi-
zens alike have three additional duties. These are: registering for military service when males reach 18 to 26 years
of age, paying taxes, completing a federal census form, and obeying the law (a residual duty). This unit reviews
one’s legal obligations for military registration, jury service, and tax payments. 

Question 10: Why are males ages 18 to 26 expected to register with Selective Service?
State Standard 5.3, National Standard V

R e s o u rces: Teachers can download a teacher’s guide on the Selective Service System at < w w w.sss.gov/tg2000.htm>. 
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Taxation is a contribution to government, a source
of revenue for government, and a form of public pol-
icy not only for collecting revenue but also for
regulating behavior.

Paying taxes is both a civic contribution and a legal
obligation. Paying taxes is a civic contribution in the
sense that all governments rely on taxation of the
people (income, property, and sales) as a major
source of revenue. As a legal obligation, paying taxes
is required by law and failure to pay is subject to
penalties imposed by the law.

Students should also be able to see this constitu-
tional system of taxation as a reflection of federalism
and representative democracy.

Students should understand that taxation can also
be an instrument of public policy that has the intent
or effect of regulating behavior. Many tax policies
contain financial incentives for certain kinds of
behavior (like buying a home) and disincentives
against other kinds of behavior (like spending retire-
ment savings before retirement age).

Taxes are considered to be “regressive” if they
impose a higher tax on people with lower income. A
regressive tax exacts a lower proportion of income
from higher-income families than it does from lower-
income families. The retail sales tax is a good exam-
ple. Conversely, a “progressive” income tax is one in
which the rate of taxation increases as individual
income increases. And tax relief can be offered to cer-
tain categories of people to reduce their tax burden
(e.g., municipal reduction of property taxes in the
form of rate exemptions for senior citizens, those in
military service, or veterans with a service-connected
disability).

To study taxation as a form of participation, stu-
dents can make a list of all the economic activities
they currently perform (or expect to perform) in
which they will be taxed.  Students can analyze this
list by finding the rationale and the social benefit of
these taxes. 
- How important is taxation as a source of govern-

ment revenue?
- How is the principle “No taxation without repre-

sentation” reflected in our current constitutional
system of taxation and the major points in its
history? 

- What makes a system of taxation democratic?
- What constitutional concerns are raised by the fed-

eral government’s power to tax?
Students should investigate:
- What percent of all United States government rev-

enues comes from the taxation of individuals?
- What percentages of federal and state revenues

come from the income tax?
- What percentages of state and local revenues come

from sales tax and property tax?
- How do governments raise their remaining

revenues?
Students can take and defend a position on the

fairness of these allocations.
To study taxation as regulation, students can exam-

ine an IRS-1040 long form in terms of the line-by-line
incentives and disincentives it contains. Students can
make a list of those tax provisions that are incentives
and those that are disincentives. Students can take
and defend positions on the question, “Should tax
policy be used to regulate behavior or should people
be guided in their decisions by other
considerations?” 

To study income-sensitive tax provisions, students
can identify whether school taxes provide such relief
in their city or town. 
- Which reductions are already provided? 
- Which should be provided?

Unit D: Legal Obligations
Question 11: What are the civic implications of taxation?

State Standard 5.3, National Standard V

R e s o u rces: The IRS website <www.irs.gov> has interactive TAXi modules for students and tax-related
resources and lessons for teachers. This information can be supplemented by an IRS representative, a state tax
specialist, or a local accountant.
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Students should understand that all United States
citizens become eligible for jury duty when they
become 18 years of age. It is a myth that in order to
serve on a jury one must:
• own property;
• be employed; or 
• be out of school.

Though their service would be scheduled so as not
to interfere with school, high school students are not
exempt from jury duty.

Those who oppose jury service for religious rea-
sons cannot be compelled to serve. 

Students should understand the difference
between a juror qualification and/or a jury sum-
mons and know how to complete them. They should
be aware that failure to respond has become a seri-
ous problem, and that such failure is subject to a
fine, but only after notice and hearing. Students also
need to know:

• the difference between the grand and petit juries;
• civil and criminal cases;
• Federal and state court systems; and
• the qualifications and disqualifications for jury

service.

See connecting activities for the next question.

Unit D: Legal Obligations

Question 12: How should you respond to a call for jury duty?
State Standard 5.3, National Standard V

Resources: For more information or a class presentation, teachers can contact the Commissioner of Jurors in
their county. That office also distributes the Juror’s Handbook, which is prepared by the New York State
Unified Court System. 
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Students need to understand that the right to trial
by jury is a double right. First, it is the legal right of
the defendant to be judged by a jury of his/her peers
on questions of fact (as opposed to law), as provided
in Fifth and Sixth Amendments. Second, it is the
political right of the people to serve as jurors, and
this is guaranteed by the Sixth Amendment in crimi-
nal cases and by the Seventh Amendment in civil
cases.

Students need to understand that both perspectives
of this right are democratic in nature. Historically,
Antifederalists sought the right to trial by jury as a
political power by which the people could check the
power of appointed federal judges in the court
system. 

Consider inviting to class (or visiting) a judge, for-
mer juror, lawyer in private practice, public defender
or district attorney, or other officer of the court who
can address the issue of the importance of the jury in
a democratic system.

Students should consider questions such as:
- What were the historical reasons for providing for

trial by jury in the United States and New York
State Constitutions? 

- Why were questions of fact assigned to juries and
questions of law reserved for judges? 

- Is this distinction still valid today? 
- Should this distinction be preserved?
- Or is there merit to the conservative argument for

“jury nullification”?
Some of the best resources for discussing these

questions come from the federal and state court sys-
tems themselves. 

Unit D: Legal Obligations 

Question 13: What is the importance of the jury in a democratic system?
State Standard 5.3, National Standard V

This question also involves State Standard 5.2, National Standard III

R e s o u rces: For more information, teachers can contact a court in their community, their local or county bar
association, or the New York State Unified Court System. The State Court System has an excellent website
with a section on education. That section has teaching tools and a history component with information and
lessons on the jury in New York State. The website is <www.courts.state.ny.us>. 
New York State also has an excellent law-related education (LRE) program—the Law, Youth, and Citizenship
Program (LYC), sponsored by the New York State Bar Association and the New York State Education
Department. LYC, with offices in Albany, NY, has an extensive list of publications for teachers, and a website,
<www.nysba.org/lyc/LYC.html>. Each year, it prepares free material for and administers the Statewide High
School Mock Trial Tournament. In New York City, many law education programs are coordinated by the
Justice Resource Center, located at Martin Luther King, Jr., High School.
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To be an effective and informed citizen, a student
needs to learn basic research skills—how to find and
evaluate the information needed to make informed
civic choices. Students should learn the basics of
public policy research and be prepared to find infor-
mation in multiple arenas—local, state, federal, and
international (See page 21). They should know: 

• what material exists (e.g., bills and laws, along with
descriptions of their legislative history; legislative
and executive reports; newspapers; other periodical
l i t e r a t u re, ranging from popular magazines to
scholarly journals; public opinion surveys and other
statistical studies; re f e rence works; and books);

• where to find material (including framing an effec-
tive search topic, use of libraries, use of archives,
use of the Internet);

• how to conduct original research (including the
basics of designing a survey and conducting an
interview);

• how to use proper protocol in contacting public
offices for information (including how to make
telephone calls, write letters, and observe public
meetings); and

• how to read, interpret, and evaluate the material
(especially legislative material) they have
collected.

(See pp. 12-13: Social Studies Skills)

R e s e a rch skills are best acquired in action. In fact, stu-
dents have been using many of those skills by working
their way through the previous questions. At some
point, however, students will need instruction devoted
primarily to policy re s e a rch. (Legal re s e a rch is
a d d ressed separately in another topic question, but can
be combined with policy re s e a rch.) Students can visit
their school library, where the media specialist or an
outside consultant can show them how to access mate-
rial. Students will also find it helpful to use worksheets
on how to read and interpret documents (these work-
sheets may be found in instructional materials or
accessed from websites). In addition, students should
read excerpts from bills, laws, and other documents to
become familiar with this kind of writing.

Unit E: Public Policy and Political Participation

Question 14: How do you find and evaluate information on public issues of interest?
State Standards 5.2, 5.3, and 5.4, National Standards II, III, and V

Resources: A comprehensive website for federal and state legislative and legal research is
<www.courts.state.ny.us>. At this site, simply click on “Legal Research.” Students can check out the websites
of the United States Congress and New York State legislature and see the bills and issues of current impor-
tance. These websites are <http://thomas.loc.gov/> and <www.nysl.nysed.gov/ils/>, respectively. Another
general-purpose site with excellent links is <http://www.h-net.msu.edu/~law/>. Useful policy issue sites
include <www.policy.com>, <http://library.sau.edu/bestinfo/Hot/hotindex.htm>, and 
<www.publicagenda.org>.

In making decisions regarding student access to the Internet, the
{ S C H O O L DISTRICT} considers its own educational mission,
goals, and objectives. ... Access to the Internet enables students to
e x p l o re thousands of libraries, databases, bulletin boards, and other
re s o u rces while exchanging messages with people around the world.
The District expects that faculty will blend thoughtful use of the
Internet throughout the curriculum and will provide guidance and
instruction in its use. As much as possible, access from school to
Internet re s o u rces should be structured in ways which point stu -
dents to those which have been evaluated prior to use. While stu -
dents will be able to move beyond those re s o u rces to others that have
not been previewed by staff, they shall be provided with guidelines
and lists of re s o u rces particularly suited to learning objectives. ...
The purpose of District-provided Internet access is to facilitate com -
munications in support of re s e a rch and education. To remain eligible
as users, student’s use must be in support of and consistent with the
educational objectives of the {SCHOOLDISTRICT}. Access is a
privilege, not a right. Access entails re s p o n s i b i l i t y.

(Indiana Department of Education
< h t t p : / / d o e . s t a t e . i n . u s / o l r / a u p / a u p m o d . h t m l > )
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Students should understand that most issues, from
national defense to garbage removal, will involve all
levels of governments in one way or another.
However, there are national concerns such as inter-
state commerce that rely primarily on federal action,
while state concerns such as the police power (used
to protect public health and safety) rely primarily on
state and local actions. The question is not which
government should do what, but why is each
involved? 

Students should select several issues in the news,
ranging from cleaning up the Hudson River to
prison overcrowding. For each issue, they should
make a chart featuring columns for federal, state,
county, local (city, town, village), and other local
(school or other district) roles. Students should apply
their research skills to complete the chart for each
issue, and should address these questions: 
- What seems to bring different governments into an

issue? 
- Does their involvement seem justified? 
- How well are they carrying out their re s p o n s i b i l i-

ties? 
- How would you improve the allocation of

responsibilities?

Unit E: Public Policy and Political Participation

Question 15: Which government(s) should respond to a particular public policy issue?
State Standards 5.2, 5.3, and 5.4, National Standards II, III, and V

Resources: Most issues areas, from animal rights to tax cuts, have their own cluster of websites. Searching the
web by area of issue is an efficient way to complete this assignment. More traditional vehicles are the New
York Times Index, the Public Affairs Information Service (PAIS) Index, and the Congressional Quarterly.
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Having learned why different governments
become involved in a particular issue, students now
need to understand how different governments
make and change policy. Students should under-
stand that public policy making in all arenas
involves executive-legislative relations, and that the
policy making process begins each year with an
address by the chief executive, seeking popular and
legislative acceptance of a policy agenda. Just as
Labor Day historically kicks off the campaign sea-
son, the State of the Union (or State) Address kicks
off the legislative season. The ensuing months are a
time of pressure and counterpressure as executive
officials, legislators, constituency groups, and advo-
cacy groups battle for their causes. It is the process
by which public decisions are made; and students
should be exposed to the process and its players in
multiple arenas, from local to global.

Policymakers are under significant pressure from
their constituents, colleagues, party, conscience, and
interest groups. To understand this cross-pressure
better, the class should select a current public issue
facing Congress or the New York State legislature.
(As an alternative, they can study a published case
study [see resources below] or assess a policy issue
they have examined previously.) Then they should
select various legislators and attempt to chart the
cross-pressures operating on each of them in terms
of party affiliation, district, and voting record.

Unit E: Public Policy and Political Participation

Question 16: How does the public policy process work?
State Standard 5.2, 5.3, and 5.4, National Standards II, III, and V

Resources: The best reference work for studying current members of Congress is The Almanac of American
Politics (Barone). An excellent reference work for studying major congressional legislation and voting records
is the Congressional Quarterly Almanac (CQ). To study published case studies, there are wonderful political
biographies that show the pressures and potentialities of political leadership. Collections of briefer vignettes
also exist. An example is Bruce Allen Murphy, ed., Portraits of American Politics (Murphy). Another is Peter
Woll, Behind the Scenes in American Government: Personalities and Politics (Woll).
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Students should be able to identify and discuss the
basic civic values  found in the United States and
New York State Constitutions. Students should be
able to take and defend positions on what the funda-
mental values and principles of American political
life are and their importance in maintaining the pub-
lic policy process.

Students should address these questions:
- How (and how well) does the framers’ policy-mak-

ing design work? 
- How well are the principles of representation, fed-

eralism, and separation of powers served in the
policy making process? 

- How well do those principles work in making pub-
lic policy today? 

Students could use these questions to reflect and
assess one of the policy issues they studied. Or, stu-
dents could review a case study of a public policy
that has been published (see Resources below). Or,
students could search the news for a current case
study. Students could do this work individually or in
groups. Either way, the teacher should find a way
for the class to compare the results.

Unit E: Public Policy and Political Participation

Question 17: How does the public policy process reflect the purposes, values, and principles of 
American democracy? 

State Standard 5.2, 5.3, and 5.4, National Standards II, III, and V
This question also involves National Standard II.

R e s o u rces: There are excellent case studies of the policy making process. Abrief, accessible, and expertly written
example of an educational issue of direct relevance to many students is Steven Waldman’s account of the cre a t i o n
of AmeriCorps and its accompanying college loan system. The book is The Bill: How Legislation Really Becomes Law
( Waldman, 1995).
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In studying the policy making process, the student
should learn that people usually become involved in
that process because they care deeply about a public
issue, candidate, or party. Students should come to
realize the ways that they too can become involved
in the policy making process.

Students could study how people become involved
in the political process by interviewing a policy
advocate or community leader in their local area. Or,
students could reflect on one of the issues they stud-
ied and examine one of the advocates from that case
study. Or, students could select a case study from a
published collection (see Resources below).

Unit E: Public Policy and Political Participation

Question 18: How do citizens become more involved in working on a public issue or for a 
political organization?

State Standard 5.2, 5.3, and 5.4, National Standards II, III, and V

Resources: A collection of case studies can be found in a slim, readable college-level textbook, Citizen
Democracy: Political Activists in a Cynical Age (Frantzich, 1999). Case studies focus on Rosa Parks and the civil
rights movement; Gregory Watson and the 27th Amendment; Candy Lightner and the founding of Mothers
Against Drunk Driving; Jack Kevorkian and the stand against suicide restrictions; the fight of two families,
Clerys and the Kankas, who rose above the murder of their daughters; Brian Trelstad’s work to expand the
participation of college students participatory government; and Lois Gibb’s fight to fund the toxic waste
cleanup at Love Canal. The League of Women Voters distributes at no cost the useful resource Citizen Lobbyist
Guide, which includes many suggestions on how to influence the State legislative process. As noted earlier,
the Close Up Foundation and the Constitutional Rights Foundation also publish a useful guide entitled Active
Citizenship Today.
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The teacher should focus on rights and responsibil-
ities in two or three of the following areas: 
• freedom of expression outside of school;
• rights of the accused outside of school;
• rights and responsibilities of students in school;
• rights and responsibilities of minors in the workplace;
• rights and responsibilities of minors in the family;

and 
• rights and responsibilities related to medical treat-

ment or public assistance for minorities. 
Students should understand that the level of rights

they enjoy in New York State can change when they
move to another state, because the federal govern-
ment set a floor in re g a rd to rights that some states
(like New York) choose to exceed while others do not.

For each right studied, the student should under-
stand and be able to distinguish: the constitutional
or statutory source of the right, the key precedents,
the current rules or principles of law governing the
right, the limits on the right, and some of the major
issues and implications of the right today. The stu-
dent should also be able to see the connections
between the policy making process in the legislature
and the judicial process in the courts. In some cases,
the legislature is a source of rights; in other cases, the
legislature may have passed a law that is the subject
of a rights challenge.

As a culminating activity for this unit on the law,
students could take part in a mock trial. Each year
the Law, Youth, and Citizenship (LYC) Program,
cited earlier, prepares a hypothetical case for its
statewide competition. Classes can use the material
without entering the competition. For materials, call
LYC at (518) 474-1460, or go to LYC at
<www.nysba.org>.

Unit F: Legal Rights and Responsibilities
Overview: This unit focuses on how students can exercise their legal rights and responsibilities. In this unit, it is
important for students to see how their rights and responsibilities work in several different areas of the law.

Question 19: What are the legal rights and responsibilities of the individual in 
civic life, the workplace, and school?

State Standards 5.2 and 5.3, National Standards III and V

Resources: Morrissey’s Rights & Responsibilities . . . has chapters on most of the rights areas listed in this unit.
Another valuable resource is <www.courts.state.ny.us>. Some of the rights areas suggested above are also
covered on a generic (not New York–specific) basis in Street Law: A Course in Practical Law (Arbetman, 1994).
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Students need to know that their legal rights and
responsibilities do not necessarily stay with them
when they travel to another country, do business in
another country, or are engaged in a pursuit (such as
adopting a child or seeking custody) that may
involve the laws of another country or union of coun-
tries. As globalization becomes a re a l i t y, students also
need to learn how to think about public issues, con-
sequences, and remedies that can “float”—from local
to national to international are n a s .

The teacher may wish to invite an international
law professor or a lawyer who specializes in such
globalized fields as adoption law, computer law,
copyright/patent law, corporation law, environmen-
tal law, immigration law, or medical law to discuss
with students the rights an American might have
when they are dealing with these issues abroad.

Unit F: Legal Rights and Responsibilities

Question 20: How do your legal rights and responsibilities change as you move 
about in the international arena?

State Standards 5.2 and 5.3, National Standards III and V

Resources: The State Court System also maintains a speaker’s bureau (see <www.court.state.ny.us>). Local
and county bar associations sponsor Lawyers in the Classroom Programs. Law, Youth, and Citizenship,
cited earlier, publishes a teacher’s guide on international law, Stories Old and New: International Historical
Development, Current Content, and Future Significance.
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Students should understand the basic differences
between domestic and foreign policy. When choos-
ing a foreign policy question, students would be
required to research domestic political considera-
tions as well as foreign considerations of the issue. A
domestic policy issue could be local, state, federal, or
any combination thereof. 

The issue might emerge from a particular discus-
sion of an earlier question in this core curriculum, or
it could be new. The activity would begin with
research, but it could culminate in a variety of
ways—with a paper or video, a debate or simulated
hearing, or any other reasonable way of stimulating
and assessing student performance.

Unit G: Selecting a Culminating Question (optional)
Overview: A culminating activity that addresses a public policy issue question helps students tie together what
they have learned throughout the course. Teachers might ask:

• the entire class to select and address a single public policy issue;
• a single student to select and address a specific public policy issue of personal interest; or
• small groups of students to select and address specific public policy issues.

Public policy questions can address foreign or domestic policy.

Question 21: What type of public issue can be selected for a culminating project?
State Standard 5.3, National Standard V

Resources: For one foreign policy guide, see American Federation of Teachers (AFT), Help Your Neighbor, Help
Yourself: Global Democracy Promotion and United States National Interest (AFT). A few educational organizations
like the Close Up Foundation, Choices for the 21st Century, and the Foreign Policy Association publish
teacher’s guides on such issues (see the end of Section II, “The Tools and Skills”). Also helpful is the United
Nations Association of the United States of America site. For information on Model United Nations, see the
United Nations Association website <www.unausa.org>.
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Appendix A

National Standards for Civics and Government
Organizing Questions and Content Summary

57

I What Is Government and What
Should It Do?

Defining government

Defining power and authority

Necessity and purposes of gov-
ernment

Functions of government

Purposes of rules and laws

Evaluating rules and laws

Limited and unlimited
governments

Importance of limited
government

I What Are Civic Life, Politics,
and Government?

Defining civic life, politics, and
government

Necessity and purposes of gov-
ernment

Limited and unlimited
governments

The rule of law

Concepts of “constitution”

Purposes and uses of
constitutions

Conditions under which
constitutional government
flourishes

Shared powers and
parliamentary systems

Confederal, federal, and unitary
systems

I What Are Civic Life, Politics,
and Government?

Defining civic life, politics, and
government 

Necessity of politics and
government

The purposes of politics and
governments 

Limited and unlimited
governments

The rule of law

Civil society and government

The relationship of limited gov-
ernment to political and eco-
nomic freedom

Concepts of “constitution”

Purposes and uses of
constitutions

Conditions under which
constitutional government
flourishes

Shared powers and
parliamentary systems

Confederal, federal, and unitary
systems

Nature of representation

K–4 5–8 9–12
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II What Are the Basic Values and
Principles of American
Democracy?

Fundamental values and
principles

Distinctive characteristics of
American society

American identity
Diversity in American society
Prevention and management of

conflicts
Promoting ideals

II What Are the Foundations of
the American Political System?

The American idea of
constitutional government

Distinctive characteristics of
American society

The role of voluntarism in
American life

American identity
The character of American politi-

cal conflict
Fundamental values and

principles
Conflicts among values and

principles in American politi-
cal and social life

Disparities between ideals and
reality in American political
and social life

II What Are the Foundations of
the American Political System?

The American idea of constitu-
tional government

How American constitutional
government has shaped the
character of American society

Distinctive characteristics of
American society

The role of voluntarism in
American life

The role of organized groups in
political life

Diversity in American society
American national identity and

political culture
Character of American political

conflict
Liberalism and American consti-

tutional democracy
Republicanism and American

constitutional democracy
Fundamental values and

principles
Conflicts among values and

principles in American
political and social life

Disparities between ideals and
reality in American political
and social life
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III How Does the Government
Established by the Constitution
Embody the Purposes, Values,
and Principles of American
Democracy?

The meaning and importance of
the United States
Constitution

Organization and major
responsibilities of the
national government

Organization and major
responsibilities of state
governments

Organization and major
responsibilities of local
governments

Identifying members of
government

III How Does the Government
Established by the Constitution
Embody the Purposes, Values,
and Principles of American
Democracy?

Distributing, sharing, and
limiting powers of the
national government

Sharing of powers between the
national and state
governments

Major responsibilities for
domestic and foreign policy

Financing government through
taxation

State governments
Organization and responsibilities

of state and local governments
Who represents you in

legislative and executive
branches of your local, state,
and national governments

The place of law in American
society

Criteria for evaluating rules and
laws

Judicial protection of the rights
of individuals

The public agenda
Political communication
Political parties, campaigns, and

elections
Associations and groups
Forming and carrying out public

policy

III How Does the Government
Established by the Constitution
Embody the Purposes, Values,
and Principles of American
Democracy?

Distributing governmental
power and preventing its
abuse

The American federal system
The institutions of the national

government
Major responsibilities of the

national government in
domestic and foreign policy

Financing government through
taxation

The constitutional status of state
and local governments

Organization of state and local
governments

Major responsibilities of state
and local governments

The place of law in American
society

Judicial protection of the rights
of individuals

The public agenda
Public opinion and behavior of

the electorate
Political communication: televi-

sion, radio, the press, and
political persuasion

Political parties, campaigns, and
elections

Associations and groups
Forming and carrying out public

policy
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IV What is the Relationship of the
United States to Other Nations
and to World Affairs? 

Nations 

Interaction among nations

IV What is the Relationship of the
United States to Other Nations
and to World Affairs? 

Nation-states 

Interaction among nation-states

United States relations with
other nation-states

International organizations

Impact of the American concept
of democracy and individual
rights on the world

Political, demographic, and
environmental developments

IV What is the Relationship of the
United States to Other Nations
and to World Affairs? 

Nation-states 

Interaction among nation-states

International organizations

The historical context of United
States foreign policy

The ends and means of United
States foreign policy

Impact of the American concept
of democracy and individual
rights on the world

Political developments

Economic, technological, and
cultural developments

Demographic and environmental
developments

United States and international
organizations
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V What Are the Roles of the
Citizen in American
Democracy?

The meaning of citizenship

Becoming a citizen

Rights of individuals

Responsibilities of individuals

Dispositions that enhance citizen
effectiveness and promote the
healthy functioning of
American democracy

Forms of participation

Political leadership and public
service

Selecting leaders

V What Are the Roles of the
Citizen in American
Democracy?

The meaning of citizenship

Becoming a citizen

Personal rights

Political rights

Economic rights

Scope and limits of rights

Personal responsibilities

Civic responsibilities

Dispositions that enhance citizen
effectiveness and promote the
healthy functioning of
American constitutional
democracy

Participation in civic and
political life and the
attainment of individual and
public goals

The difference between political
and social participation

Forms of political participation

Political leadership and careers
in public service

Knowledge and participation

V What Are the Roles of the
Citizen in American
Democracy?

The meaning of citizenship in
the United States

Becoming a citizen

Personal rights

Political rights

Economic rights

Relationships among personal,
political, and economic rights

Scope and limits of rights

Personal responsibilities

Civic responsibilities

Dispositions that lead the citizen
to be an independent mem-
ber of society

Dispositions that foster respect
for individual worth and
human dignity

Dispositions that incline the
citizen to public affairs

Dispositions that facilitate
thoughtful and effective
participation in public affairs

The relationship between politics
and the attainment of indi-
vidual and public goals

The difference between political
and social participation

Forms of political participation

Political leadership and careers
in public service

Knowledge and participation
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Appendix B

Participation in Government Websites

A Test of Citizenship 
http://www.msnbc.com/onair/nbc/dateline/citizenship/default.asp?cp1+1

Alliance for Better Campaigns - Reinventing Politics on TV
http://www.bettercampaigns.org

Amnesty International
http://www.amnesty.org

Ben’s Guide to U.S. Government for Kids
http://bensguide.gpo.gov

Center for Civic Education
http://www.civiced.org

Center for Human Rights and Constitutional Law
http://www.centerforhumanrights.org/

Central Intelligence Agency
http://www.cia.gov

Choices for the 21st Century
http://www.ed.gov/pubs/EPTW/eptw8/eptw8a.html

Close Up Foundation
http://www.cpn.org/cpn/close_up/

CongressLink - Learn about Congress
http://www.congresslink.org

Constitutional Rights Foundation
http://www.crf-usa.org/

Constitutions of the World
http://www.nhmccd.cc.tx.us/contracts/lrc/kc/constitutions-subject.html
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The documents posted here contain information created and maintained by other public and private
organizations. These links and pointers are provided for the user’s convenience. The New York State
Education Department does not control or guarantee the accuracy, relevance, timeliness, or complete-
ness of this outside information. Further, the inclusion of links or pointers to particular items in
hypertext is not intended to reflect their importance, nor is it intended to endorse any views expressed,
or products or services offered, on these outside sites, or the organizations sponsoring the sites.
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DemocracyNet
http://www.dnet.org

Federal Election Commission - Citizen Guide
http://www.fec.gov/citizen-guide.html

FirstGov
http://www.firstgov.gov

Foreign Policy Association
http://www.fpa.org/

Freedom House
http://www.freedomhouse.org/

Human Rights Watch
http://www.hrw.org

Internal Revenue Service
http://www.irs.gov/

Kids Voting USA - Involving Youth in Elections
http://www.kidsvotingusa.org

Law, Youth, and Citizenship Program
http://www.nysba.org/lyc/LYC.html

League of Women Voters
http://www.lwv.org/elibrary/pub/issue5.html

Library of Congress
http://www.loc.gov

Local Government Handbook
http://www.dos.state.ny.us/lgss/list9.html

Mediawatch
http://www.pbs.org/newshour/media

National Archives and Records Administration
http://www.nara.gov/education/teaching/teaching.html

National Constitution Center
http://www.constitutioncenter.org

National Governors Association
http://www.nga.org

National Issues Forums
http://www.nifi.org/

National Youth Violence Prevention Resource Center
http://www.safeyouth.org/flash.htm
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National Voting Rights Museum - Multimedia History
http://www.voterights.org

NCSL National Conference of State Legislatures
http://www.ncsl.org

New York State
http://www.state.ny.us/

New York State Assembly
http://www.assembly.state.ny.us

New York State Department of Labor
http://www.labor.state.ny.us

New York State Government Information Locator Service
http://www.nysl.nysed.gov/ils

New York State Historical Association
http://www.nysha.org

New York State Senate
http://www.senate.state.ny.us/

New York State Unified Court System
http://www.courts.state.ny.us

New York Times Education
http://www.nytimes.com/learning/

Newsweek School Site
http://school.newsweek.com

Oingo’s Social Issues
http://www.oingo.com/topic/56/56264.html

Open Secrets - Information on Money in Politics
http://www.opensecrets.org

Peace Corps
http://www.peacecorps.gov/indexnf.cfm

Project Vote Smart
http://www.vote-smart.org/services.phtml

Project Vote Smart - Comprehensive Election Information
http://www.vote-smart.org

Public Agenda - Issues and Analysis
http://www.publicagenda.org

Quorum.org - Discuss Elections and Issues
http://www.quorum.org
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Selective Service System
http://www.sss.gov/tg2000.htm

States and Capitals
http://www.50states.com/

The Kids in the House
http://clerkkids,house,gov

Thomas (Legislative Information)
http://thomas.loc.gov/

United Nations
http://www.un.org

United Nations Association of the United States of America
www.unausa.org

United States Constitution Society
http://www.constitution.org

United States Department of State
http://www.state.gov

United States House of Representatives
http://www.house.gov

United States Senate
http://www.senate.gov/

Web White & Blue 2000
http://www.webwhiteblue.org/participate

White House
www.whitehouse.gov

World Press Review
http://www.worldpress.org/1arts0801.htm

Worldwide Governments on the WWW
http://www.gksoft.com/en/world.html

Youth-E-Vote - National Mock Vote for K-12 Students
http://www.youthevote.net
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Delaware Recommended Curriculum 
Grade 7 Course Outline 

Contemporary Issues 
 

This course outline is a collaborative project between the Delaware Department of Education, the Social Studies Coalition of Delaware, the Democracy Project, the Delaware Center for Teacher 
Education, the Delaware Geographic Alliance, and the Center for Economic Education and Entrepreneurship at the University of Delaware. 

Page 1 of 2 
 

The 7th grade course in the Social Studies 
Recommended Curriculum integrates Civics, Geography, 
History, and Economics instruction.  Students learn the skills 
necessary to analyze contemporary issues around the world 
and competing positions before making decisions.  Students 
are continuing to build the skills necessary to become better 
informed, more engaged, and more internationally competent 
citizens in our communities.  This course is intended to provide 
the information, perspective and decision-making tools 
needed in an increasingly interdependent world.  Teachers 
may decide to use this course description as a guide for their 
instruction. 
 

How will social studies contribute to 
effective global citizenship? 

 
Citizens need to comprehend that an essential premise 

of representative democracy is the willingness to place a 
premium on personal participation in social decision-making.  
Studying civics prepares students to translate beliefs into 
actions and ideas into policies, to discharge their 
responsibilities while protecting their rights and the rights of 
others.  Studying economics better equips students to 
participate effectively in social decision-making as citizens in 
an increasingly competitive and interdependent global 
economy.  Studying geography increases students' ability to 
analyze complex situations, events, and trends, and draw 
logical inferences from them.  Studying history empowers 

students to form conclusions about the potential 
consequences of available options. 
 

Grade 6-8 benchmarks 
targeted for instruction in Grade 7 

Civics 2a 
Civics 3a 
Civics 4a 
Economics 4a 

Geography 2a 
Geography 3a 
Geography 4b 
History 2a 

 
By applying skills gained in the study of the core 

disciplines to contemporary issues, teachers prepare their 
students to deal with future challenges in their adult lives.  
Students learn that events are subject to different 
interpretations, and that they have to be capable of analyzing 
competing positions before making a decision. This also instills 
the expectation that every American citizen has both the 
responsibility and the right to take part in the decision-making 
process.  
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Delaware Recommended Curriculum 
Grade 7 Course Outline 

Contemporary Issues 
 

This course outline is a collaborative project between the Delaware Department of Education, the Social Studies Coalition of Delaware, the Democracy Project, the Delaware Center for Teacher 
Education, the Delaware Geographic Alliance, and the Center for Economic Education and Entrepreneurship at the University of Delaware. 

Page 2 of 2 
 

Essential Question 
How can informed and active citizens contribute to a well-governed 

society? 
Benchmark 

Civics 4a 

Content 
How citizens can participate in solving community problems 

Model Unit 
Civics 4a - Project Citizen 

 

Essential Question 
How can thinking like an economist help us solve real-world 

problems? 

Benchmark 
Economics 4a  

Content 
Barriers to trade, Public policies, Benefits of free trade and 

trade agreements 
 
Essential Question 
How can thinking like a historian help us draw credible conclusions? 

Benchmark 
History 2a 

Content 
National History Day Research Project 

Model Unit 
History 2a - Historical Research 

Essential Question 
How are citizens protected from the government and from each 

other? 

Benchmarks 
Civics 2a, Civics 3a 

Content  
Bill of Rights, constitutional amendments 

Model Unit 
Civics 2a – Expansion of Freedom 

 
Essential Question 
What happens when cultures meet?  

Benchmarks 
Geography 2a, Geography 3a, Geography 4b 

Content  
Core and periphery, Site and Situation  

Model Units in production 

Geography 2a, 3a - Green Cities 
Geography 4b – Conflict and Cooperation 
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Delaware Model Unit Gallery Template 
This unit has been created as an exemplary model for teachers in (re)design of course 
curricula.  An exemplary model unit has undergone a rigorous peer review and jurying 
process to ensure alignment to selected Delaware Content Standards. 

Unit Title: Project Citizen: Public Policy 

Designed by: Chris Kenton, Lake Forest 
 Kim Statham, Caesar Rodney 

Content Area:  Social Studies 
Grade Level(s):  9–12 
 _________________________________________________________________________  

Summary of Unit 

This unit, which is aligned to Civics Standard Four, requires students to demonstrate and 
use effective citizenship skills.  The high school benchmarks require students to work with 
government programs and agencies, plus understand the process of working within a 
political party, a commission engaged in examining public policy, or a citizens’ group.  
Project Citizen, organized by the Center for Civic Education, is an ideal format for students 
to explore relevant community problems and then use skills developed throughout this unit 
to attempt to influence future public policy and solve an identified problem. 

Background Information from the Clarifications Document 

There are numerous situations in which an individual intends to participate but is unable to 
do so because he or she lacks the knowledge and skills needed to proceed.  For example, 
one might intend to testify at a public hearing but be frustrated because he or she did not 
understand parliamentary procedures, understand how to research or advocate a position, 
or get placed on an agenda.  Those who wish to participate benefit from an understanding 
of how government agencies operate and from a set of skills that enable one to advance 
beyond intent. 

The focus here is government programs and agencies, which are usually made up of 
bureaucrats rather than elected officials.  This benchmark requires understanding the most 
prominent means for communicating with government programs and agencies, with 
emphasis on the means for influencing them.  These would include the most common 
lobbying techniques.  Students should understand what they are and why they work.  The 
benchmark specifies working with, not working against, government agencies.  Opposing 
the plans and decisions of such agencies may be a common motive for political 
engagement, but it is not what Civics Four 9-12a calls for. 

Civics Four 9-12b calls for understanding through experience.  There may be some basic 
processes common to working with parties, commissions, and citizens’ groups, but such 
processes are just the requirements for working within any group of people.  The processes 
of local party organizations vary widely due to personalities and different local traditions.  
Many workers in a political party are volunteers, as in other special interest groups.  Why 
would someone volunteer for a political party?  How are political parties organized? 

The process of working within commissions usually involves the processes of information 
gathering.  An example would be the recent discussions in Delaware about recycling and the 
plans offered by Delaware Solid Waste Authority (DSWA).  An environmental group would 
want to prepare information relative to their point of view about recycling to present to a 

����



 2 

recycling advisory board, the state legislature, or the DSWA.  Citizens’ groups are the 
loosest of the three categories when it comes to organization, but there are some 
organizational and communication skills and processes common to such groups. 
 _________________________________________________________________________  
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 3 

 
Stage 1 – Desired Results 

(What students will know, do, and understand) 
 _________________________________________________________________________  

Delaware Content Standards 
• Civics Standard Four 9-12a:  Students will develop and employ the skills necessary to 

work with government programs and agencies. 
• Civics Standard Four 9-12b:  Students will understand the process of working within a 

political party, a commission engaged in examining public policy, or a citizen's group. 

Big Ideas 
• Citizenship 
• Social decision-making 
• Public Policy 

Unit Enduring Understandings 
• Effective citizens can research issues, form reasoned opinions, support their positions, 

and engage in the political process. 
• Effective governance requires responsible participation from diverse individuals who 

translate beliefs and ideas into lawful action and policy. 

Unit Essential Questions 
• How should private citizens and interest groups most effectively communicate with 

government programs and agencies? 
! How do stakeholders work with government to influence policy? 
! How should a citizen communicate with a government agency to influence the 

decisions of that agency? 
• How should groups engaged in political activities organize to accomplish their goals? 

! How does one get involved with a political party? 
! How does one get heard by a commission examining public policy? 
! What is a citizens’ group and how do they operate? 

Knowledge and Skills 

 Students will know… 
• Why it is important to be an active participant in public policy decision making. 
• How different stakeholders work with government to influence public policy. 
• How a government commission examines public policy issues. 
• How lobbyists and citizens groups can affect public policy making efforts. 

Students will be able to… 
• Identify public policy issues in their community. 
• Implement research strategies to effectively gather information on a particular public 

policy issue. 
• Effectively communicate with government programs and agencies. 
• Act responsibly with the interests of the larger community in mind. 
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Stage 2 – Assessment Evidence 

(Evidence that will be collected to determine whether or not Desired Results are 
achieved) 

 _________________________________________________________________________  

Performance/Transfer Task 

This summative assessment is a transfer task that requires students to use knowledge and 
understandings to perform a task in a new setting or context. 

The assessment and scoring guide should be reviewed with students prior to any 
instruction.  Students should complete the assessment after the lessons conclude. 

Essential Questions 
• How should private citizens and interest groups most effectively communicate with 

government programs and agencies? 
• How should groups engaged in political activities organize to accomplish their goals? 
 
Prior Knowledge Now that you have participated in Project Citizen, you are ready 

to persuade other teens to participate in public policy decision 
making. 

Problem Many teens throughout the U.S. do not feel that they have a 
voice in public policy decision making.  You were asked by the 
National Council for Civic Education to lead your state in 
marketing their new campaign to convince teens that they need 
to participate in local, state, and/or national public policy 
decision making by either communicating with government 
programs and agencies, working within a political party, or 
joining a citizen’s group. 

Role/Perspective You are the Delaware chairperson for this national campaign. 

Product/ 
Performance 

You are responsible for creating a state marketing product for 
the national campaign.  The marketing product may take the 
form of a radio announcement, a poster, a television 
advertisement, or other appropriate format.  (If a television ad is 
chosen you may use a storyboard to outline the ad rather than 
producing an actual video.)  Regardless of the format, each 
product should include the following: 
" A slogan to persuade fellow teens that they should 

participate in public policy decision making. 
" An explanation of public policy decisions that affect a variety 

of stakeholders, including U.S. teens. 
" At least three ways that teens can participate in public policy 

decision making. 
" An example of at least one effective way that teens can 

communicate with government programs and agencies with 
an explanation of why that method would be effective. 

" An explanation of how a group can be organized to 
accomplish the goal of affecting public policy with supporting 
reasoning. 
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Criteria for 
Exemplary 
Response 

In your product be sure to include: 
" A slogan to persuade fellow teens that they should 

participate in public policy decision making. 
" An explanation of public policy decisions that affect a variety 

of stakeholders, including U.S. teens. 
" At least three ways that teens can participate in public policy 

decision making. 
" An example of at least one effective way that teens can 

communicate with government programs and agencies with 
an explanation of why that method would be effective. 

" An explanation of how a group can be organized to 
accomplish the goal of affecting public policy with supporting 
reasoning. 

Rubric(s) 
! Scoring guide to evaluate performance/transfer tasks used as evidence of student proficiency. 

 
An effective scoring guide should: 

! Measure what is appropriate for the Content Standard that is assessed. 
! Provide opportunities for differentiation of the performance/transfer tasks used as evidence of student 

proficiency. 

 
Scoring Category 
Your marketing 
product includes:  Score Point 3 Score Point 2 Score Point 1 
• A slogan to 

persuade fellow 
teens that they 
should 
participate in 
public policy 
decision making 

The slogan uses 
effective 
persuasive 
techniques to 
influence fellow 
teens 

The explanation 
provides 
somewhat 
effective 
persuasive 
techniques to 
influence fellow 
teens 

The explanation 
provides 
minimally 
effective 
persuasive 
techniques to 
influence fellow 
teens 

• An explanation 
of public policy 
decisions that 
affect a variety 
of stakeholders, 
including U.S. 
teens 

The explanation 
provides well 
developed 
reasoning 
regarding how 
public policy 
decisions affect a 
variety of 
stakeholders, 
including U.S. 
teens 

The explanation 
provides partially 
developed 
reasoning 
regarding how 
public policy 
decisions affect a 
variety of 
stakeholders, 
including U.S. 
teens 

The explanation 
provides 
minimally 
developed 
reasoning 
regarding how 
public policy 
decisions affect a 
variety of 
stakeholders 
and/or does not 
include U.S. 
teens 
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Scoring Category 
Your marketing 
product includes:  Score Point 3 Score Point 2 Score Point 1 
• At least three 

ways that teens 
can participate 
in public policy 
decision making 

The product 
includes three 
accurate ways 
that teens can 
participate in public 
policy decision 
making 

The product 
includes two 
accurate ways 
that teens can 
participate in public 
policy decision 
making 

The product 
includes one or 
less accurate 
way that teens can 
participate in public 
policy decision 
making 

• An example of 
at least one 
effective way 
that teens can 
communicate 
with government 
programs and 
agencies with an 
explanation of 
why that 
method would 
be effective 

At least one 
accurately effective 
way that teens can 
communicate with 
government 
programs and 
agencies with an 
explanation 
supported by well 
developed 
reasoning of why 
that method would 
be effective 

At least one 
accurately effective 
way that teens can 
communicate with 
government 
programs and 
agencies with an 
explanation 
supported by 
partially 
developed 
reasoning of why 
that method would 
be effective 

At least one 
accurately effective 
way that teens can 
communicate with 
government 
programs and 
agencies with an 
explanation 
supported by 
minimally 
developed 
reasoning of why 
that method would 
be effective 

• An explanation 
of how a group 
can be 
organized to 
accomplish the 
goal of affecting 
public policy 
with supporting 
reasoning 

An accurate 
explanation of how 
a group can be 
organized to 
accomplish the goal 
of affecting public 
policy supported by 
well developed 
reasoning 

An accurate 
explanation of how 
a group can be 
organized to 
accomplish the goal 
of affecting public 
policy supported by 
partially 
developed 
reasoning 

An accurate 
explanation of how 
a group can be 
organized to 
accomplish the goal 
of affecting public 
policy supported by 
minimally 
developed 
reasoning 

 
Total Score: _______ 

 
Above the Standard: 13 to 15 

Meets the Standard: 8 to 12 
Below the Standard: 5 to 7 
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Other Evidence 
! Varied evidence that checks for understanding (e.g., tests, quizzes, prompts, student work samples, 

observations, and supplements the evidence provided by the task). 

Formative Assessment is embedded into the lessons through the Checks for Understanding. 

Student Self-Assessment and Reflection 
! Opportunities for self-monitoring learning (e.g., reflection journals, learning logs, pre- and post-tests, self-

editing—based on ongoing formative assessments). 

 
When students are required to think about their own learning, to articulate 
what they understand and what they still need to learn, achievement 
improves. 

– Black and William, 1998; Sternberg, 1996; Young, 2000. 

How a teacher uses the information from assessments determines whether that assessment 
is formative or summative.  Formative assessments should be used to direct learning and 
instruction and are not intended to be graded. 

The Checks for Understanding at the end of each instructional strategy should be used as 
formative assessment and may be used as writing prompts or as small-group or whole-class 
discussion.  Students should respond to feedback and be given opportunities to improve 
their work.  The rubrics will help teachers frame that feedback. 

An interactive notebook or writing log could be used to organize student work and exhibit 
student growth and reflection. 
 
 
 
 

����



 8 

 
Stage 3 – Learning Plan 

(Design learning activities to align with Stage 1 and Stage 2 expectations) 
 _________________________________________________________________________  

Lesson One 

Essential Questions 
• How should private citizens and interest groups most effectively communicate with 

government programs and agencies? 
! How do stakeholders work with government to influence policy? 

Strategy 1:  Gathering Information 
Think/Pair/Share 

Using the Project Citizen text – Level II, pages 2 through 8, students will individually read 
the chapter and record specific words or phrases that answer the question below. 
 

 
“What civic concepts and documents emphasize the need  

for U.S. citizens to participate in our democracy?” 
 

After students record each word or phrase they should explain why that word or phrase 
answers the question.  A graphic organizer will assist students in organizing their findings. 
 

Word or Phrase Explanation 

Liberalism  

Constitutionalism  

Democracy  

Republic  

Federalism  

“… to secure these 
rights, Governments 
are instituted among 
Men, deriving their 
just Powers from the 
Consent of the 
Governed….” 
(Declaration of 
Independence) 

 

“We the People of the 
United States in 
Order to form a more 
perfect Union….” 
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After students have completed their graphic organizer, they will pair with another student to 
explain why they included certain phrases or words.  At that point, students may modify 
their answers.  The teacher should listen carefully to student groups in order to identify and 
clarify misconceptions.  After all pairs are finished discussion, a class-wide list should be 
compiled with each pair adding one word or phrase.  While adding to the list, they should 
also share their explanation orally. 

The teacher should pose the question, 

“What challenges might some citizens face who attempt 
to communicate with government leaders?” 

Answers will vary but might include:  citizens do not understand how the government 
works, citizens do not understand who is responsible for making different decisions about 
issues, citizens do not know how to communicate with their elected officials, citizens do not 
feel that their elected officials listen to them, citizens do not understand government 
bureaucracy and feel overwhelmed about who they should contact (too many people making 
too many decisions), etc. 

Student pairs should then get back together to answer this question.  Each student should 
first share their own answers, with the pair discussing the strengths and weaknesses of 
each answer.  Then the two should merge the strengths of each to create a revised answer.  
Each pair will share their answer and their explanation.  Again a class list should be 
compiled. 

Pairs will then answer the final question: 

“What can be done to increase civic participation among American citizens?” 

Make communicating with elected officials and bureaucrats easier; help people understand 
who makes what decisions; emphasize the power of numbers such as the influence of 
special interest groups and maybe people will join one; etc. 

A final reporting and class list should then conclude the strategy. 

Check for Understanding 
" Why is civic participation important to American democracy?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 

Strategy 2:  Gathering Information 
Graphic Organizer 

Using page 12 in the Project Citizen student text and the links provided below, students will 
create a graphic organizer to explain the three areas or spheres of society and how they 
interact. 

Civil Society 
• Special Interest Group – definition 

(http://www.c-span.org/guide/congress/glossary/specialinterest.htm) 
• Issue Groups – examples of groups issue by issue 

(http://www.votesmart.org/issue_group.php) 
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Government 
• Federal  (http://www.usa.gov/Agencies/federal.shtml) 
• State (http://www.delaware.gov/egov/portal.nsf/portal/yourgovernment) 
• Local (http://www.delaware.gov/egov/portal.nsf/portal/yourgovernment) 
 

Once the students have completed their graphic organizers, they will form groups of three.  
First, the students will compare their graphic organizers.  How are they similar?  How are 
they different?  Ask students to make appropriate revisions to their own work. 

Then the group will number off—#1 (private sphere), #2 (civil society), and #3 
(government).  Each student will first independently read the events on page 13 and make 
a list of the events that they feel best fit their sphere of society.  The events found on page 
13 in the Project Citizen text include: 

1. A local school board changes graduation requirements. (Government) 
2. Susan becomes a member of the Girl Scouts. (Civil society) 
3. Carmen and her friend go out to dinner and a movie. (Private sphere) 
4. Marco’s family and friends have a picnic on July 4. (Private sphere) 
5. Sara and her two sisters join a labor union. (Civil society) 
6. The Sierra Club lobbies state legislators to pass environmental protection laws. (Civil 

society) 
7. The state legislature passes a law limiting the use of cell phones while driving. 

(Government) 
8. Citizens join a taxpayer’s association in an effort to get government to lower taxes. 

(Civil society) 
9. The federal government awards a contract to a private company to repair sections of 

an interstate highway. (Government) 
10. A city council passes a law establishing smoke free zones in public parks. 

(Government) 

As a group, they should determine if there are any differences of opinion regarding which 
sphere best fits the events and why those differences might exist.  Which events represent 
interactions between spheres?  For instance, the state legislature might change a state 
graduation requirement, forcing a local school board to change the school district’s 
graduation requirements, which influences courses that a student takes. (#1) 

Then students will examine issues in society found on pages 14–15 and determine which 
sphere is best able to solve the problem.  Those problems include: 

1. Ensuring that children from birth to three years old eat nutritious food and develop 
healthy hygiene habits. 

2. Ensuring that children receive equal educational opportunities. 
3. Promoting the moral development of young children. 

Society

Civil SocietyPrivate Sphere Government

Society

Civil Society

Society

Civil SocietyPrivate SpherePrivate Sphere GovernmentGovernment
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4. Caring for elderly poor people. 
5. Protecting the border of the country. 
6. Maintaining streets in cities and towns. 
7. Providing medical care for the indigent. 
8. Protecting people from criminal activity. 
9. Upholding the moral standards of the community. 
10. Building highways, bridges, and dams. 
11. Protecting the country from external attack. 
12. Promoting economic prosperity.  

Answers to these questions will vary and may include more than one sphere.  Some may 
include all three spheres such as the first issue. 

The last step in this analysis includes working together to identify issues.  Copies of different 
newspapers and/or internet articles should be distributed to each group.  Each group should 
then find at least one problem that each sphere would be best able to solve.  To assist 
students in dividing the group responsibilities, the teacher will want to remind students that 
they are still acting as the lead for identifying private sphere, civil society, and government 
differences.  For instance: 

! The student who was initially #1 will write a summary of the problem with a 
rationale of why the private sphere is best able to solve the problem.  Students 
should also identify any assistance that private citizens might be able to gain from 
civil society, the government, or both and the steps that the private sphere might 
take to gain that assistance. 

! #2 will write about civil society with a rationale of why civil society is best able to 
solve the problem.  Students should also identify at least one special interest group 
that is in existence or one that might be formed to assist in solving this problem and 
explain the possible role that they might play. 

! #3 will write about the government’s role.  Each group will report to the class the 
three problems and the spheres identified.  A class list should be compiled as the 
groups make their reports.  Students should also identify which level of government 
(federal, state, or local) would be most likely to solve this problem and explain 
potential steps the government could take. 

Check for Understanding 
" What do all stakeholders have in common regarding solving problems in our society?  

Explain your answer.  

Rubric 
2 – This response gives a valid commonality with an accurate and relevant explanation. 
1 – This response gives a valid commonality with an inaccurate, irrelevant, or no 
explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 
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Lesson 3:  Extending & Refining 
Frayer Model 

The Frayer Model is a graphic organizer designed to engage students in actively developing 
vocabulary through the exploration of not only the definition, but also characteristics of the 
term or concept, plus examples and non-examples.  A completed model should resemble 
the following: 
 

Definition: 
to come into collision or 
disagreement; be contradictory, at 
variance, or in opposition; clash 

Source:  www.dictionary.com  

Characteristics: 
• Usually loud and upsetting 
• Sometimes leads to hurt feelings 
• Two or more viewpoints that don’t 

mesh 
 

Conflict 
 

Examples: 
• Battle 
• War 
• Argument 
• Debate 

Non-examples: 
• Unanimous agreement 
• Working as a team 
• Cooperation 

 

Using the Project Citizen text (pages 15-17), students will complete a Frayer Model for the 
concept of public policy. 
 

Definition: 
 
 

Characteristics: 

 
Public Policy 

 
Examples: 
 
 

Non-examples: 

Strategy Source: http://www.justreadnow.com/strategies/frayer.htm 

Check for Understanding 
" How has your understanding of public policy changed?  Explain your answer. 

Rubric 
2 – This response gives a valid change with an accurate and relevant explanation. 
1 – This response gives a valid change with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 
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Strategy 4:  Application 
Categorizing 

Building upon Project Citizen Form 2: What is and what is not public policy?, found on page 
21, students will provide public policy, civil society, and private sphere solutions to each 
community problem listed.  The last two community problems should be student-generated 
using prior knowledge and/or news sources. 

As students share generated problems, a class list should be compiled. 

How Spheres of Society Can Help Solve Community Problems 
 

Community 
Problem Private Sphere 

Government – 
Public Policy 

Solution 

Civil Society- 
Civil Society 

Solution 
Poor families in need 

of food and warm 
clothing 

Households provide 
$ in the form of 
donations to food 
banks and shelters 
and pay taxes to 
support public policy 
funding. 

City officials fund a 
program for needy 
individual to “buy” 
food and clothing 
from participating 
merchants using 
vouchers. 

Churches in the local 
community organize 
a drive to collect 
food and clothing 
and then distribute 
it. 

School-aged 
children are out on 
the streets late at 

night 

Parents assist in 
enforcing the curfew 
for their own 
children. 

The local city council 
enacts a curfew 
requiring school-
aged children to be 
inside by 9 p.m. if 
not with a parent/ 
guardian. 

A neighborhood 
watch group is 
organized to patrol 
late at night  

Parent are not using 
child protective car 

seats properly 

   

The lake in the 
community is 

polluted and filled 
with litter 

   

Owners of a 
professional football 
team want to build a 
stadium in the city 

   

Many students in 
the local high school 
have been cheating 
on homework and 

tests 

   

Student-generated    
Student-generated    
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Check for Understanding 
" How do the private sector and civil society work with government to influence public 

policy?  Support your answer with an example. 
 
2 – This response gives a valid explanation with an accurate and relevant example. 
1 – This response gives a valid explanation with an inaccurate, irrelevant, or no example. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 

Lesson Two 

Essential Questions 
• How should private citizens and interest groups most effectively communicate with 

government programs and agencies? 
! How should a citizen communicate with a government agency to influence the 

decisions of that agency? 

Strategy 1:  Gathering Information 
Think/Pair/Square 

The teacher should pose the questions: 
! Have you ever heard someone mention how frustrated they were by all of the 

government red tape? 
! Why were they frustrated? 
! What did they mean by the phrase red tape? 
! What is meant by government bureaucracy? 
! Have you or your family had any personal experiences with this? 

Each student should record their thoughts to each question.  Then, students should merge 
into pairs and share their responses.  At that point, the teacher should circulate around the 
room listening for misconceptions.  If a pair is struggling, the teacher should intervene and 
assist the students in understanding the concept.  After the pairs have completed their 
discussion, they will merge with another pair to make groups of four.  After comparing 
responses, each group of four should provide one personal experience of attempting to “cut 
through red tape.”  Students should then rank the list from the easiest situation to the most 
difficult.  Each group should share their findings and explain why they ranked them in that 
order (i.e., Government bureaucracy is more minimal for some issues than others; public 
relations would correct some situations more quickly than others, etc.). 

Teacher Tip:  Where did the phrase “cut through red tape come from?”  According to 
the National Archives, official government documents were once bound by red twill tape and 
then stored.  If someone wanted to look at the document, they would need to literally cut 
the twill to gain access to the document and its information.  
(http://estore.archives.gov/ProductInfo.aspx?productid=N-07-3401) 

Resources to assist students in understanding the layers of government bureaucracy 
include: 

State and Local –  
Graphic Overview http://www.delaware.gov/egov/portal.nsf/portal/yourgovernment 
Governor’s Cabinet http://governor.delaware.gov/cabinet.shtml 
List of State Agencies http://www.delaware.gov/egov/portal.nsf/portal/agencylist_alpha 
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Check for Understanding 
" Why is it important for private citizens to understand that there are different levels of 

government authority?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 

Strategy 2:  Extending and Refining 
Jigsaw Using a Network Tree 

This graphic organizer, known as a Network Tree, will help students explore methods of 
influencing government bureaucracy.  Students should form groups of three, with each 
student researching two methods using the links below.  If internet access is available, the 
students can independently complete the research.  If internet access is not available, six 
stations could be set up with materials provided for small groups. 

Columns should be completed for the two methods they researched.  When the students 
return to their original groups, each student will share their information with the group.  
While each person is presenting, the other group members should take notes, including at 
least one point or question they need clarified.  After the student is finished sharing, the 
group will discuss the method and share questions for clarification. 

After everyone feels confident that they understand the method, the group should then 
determine when they think that method might be successful vs. when it might not be 
successful.  Students should share any first-hand experience they have regarding the 
success or lack of success with a particular method. 
 

 

Influencing 
government 
bureaucracy

Lobbying

Working 
with 

government  
agencies

Creating 
public 

outcry or 
action

Contacting 
elected 
officials

Working 
within a 
special 
interest 
group

Seeking the 
formation of 

a Public 
Commission

Influencing 
government 
bureaucracy

Lobbying

Working 
with 

government  
agencies

Creating 
public 

outcry or 
action

Contacting 
elected 
officials

Working 
within a 
special 
interest 
group

Seeking the 
formation of 

a Public 
Commission
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Method 

Who should 
you 

contact? 

How should 
you contact 

this 
person? 

How might 
you be able 
to influence 

this 
person? 

Question 
that came 
to mind 

When the 
method 

might be 
successful 

When the 
method 

might not 
be 

successful 

Lobbying   
     

Working with 
government 

agencies 

      

Creating 
public outcry 

or action 

      

Contacting 
elected 
officials 

      

Working 
within a 
special 
interest 
group 

      

Seeking the 
formation 
 of a Public 
Commission 

      

 

Potential Research Sources Include: 

Lobbying 
• American League of Lobbyists – Public Resources - 

http://www.alldc.org/publicresources/index.cfm 
• How Lobbyists Can Influence Lawmaking (Graphic Organizer) -  

http://sks.sirs.com/cgi-bin/hst-graphic-single?id=SDE0210-0-
7351&keyno=0000001732&artno=0000001732&auth_checked=Y 

• Delaware Lobbying Statutes - 
http://depic.delaware.gov/sections/lobbying/statute/index.shtml 

Working with Government Agencies 
• http://delaware.gov/egov/portal.nsf/portal/agencylist_alpha 

Creating Public Outcry: 
• The News Journal Opinion Section - 

http://www.delawareonline.com/apps/pbcs.dll/section?Category=OPINION 
 
Also see your local community newspaper editorials. 

Contacting Elected Officials: 
• The Delaware Senate - 

http://legis.delaware.gov/Legislature.nsf/Lookup/SenateHome?open&nav=senate 
• The Delaware House of Representatives - 

http://legis.delaware.gov/Legislature.nsf/Lookup/House_Home?open&nav=house 
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Working within a Special Interest Group: 
• Special Interest Group – definition 

(http://www.c-span.org/guide/congress/glossary/specialinterest.htm) 
• Issue Groups – examples of groups issue by issue 

(http://www.votesmart.org/issue_group.php) 

Seeking the Formation of a Public Commission: 
• Delaware Boards and Commissions -  

(http://governor.delaware.gov/boards-comms.shtml) 

Check for Understanding 
" How can private citizens groups or interest groups decide which method of 

communication with government programs and agencies is most effective?  Explain your 
answer. 

Rubric 
2 – This response gives a valid method with an accurate and relevant explanation. 
1 – This response gives a valid method with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 

Strategy 3: Application 
Writing an Action Plan – Influencing Government Bureaucracy 

In groups of four, students will generate a state-level community problem.  Students will 
then research which state government agency would most likely implement a public policy 
solution, using the state agency links available at 
http://delaware.gov/egov/portal.nsf/portal/agencylist_alpha 

Once they have determined which state agency would be most likely to implement a public 
policy solution, students should create an action plan which outlines how they would go 
about attempting to influence that government agency. 

! What is the problem? 
! Who will you contact directly?  What methods of communication will you use? 
! Who will you attempt to influence?  What methods of communication and persuasion 

will you use?  Why do you think those methods will be most effective? 
! What would your next step be if you are unsuccessful in influencing the government 

agency?  Should a commission be formed; an elected official be contacted; a citizens 
group be created?  Why or why not?  Which political party would most likely be 
responsive to your concerns?  How could a special interest group help? 

Check for Understanding 
" How should citizens and interest groups communicate with government agencies to 

influence policy?  Explain your answer. 

Rubric 
2 – This response gives a valid method with an accurate and relevant explanation. 
1 – This response gives a valid method with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 
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Lesson Three 

Essential Questions 
• How should groups engaged in political activities organize to accomplish their goals? 

! How does one get involved with a political party? 
! How does one get heard by a commission examining public policy? 
! What is a citizens’ group and how do they operate? 

Strategy 1:  Gathering Information 
Reaching Consensus using Debate 

Students will meet in groups of four and refer back to the student-generated list created in 
Lesson One/Strategy Four.  Using the list, ask the group to come to consensus regarding 
one problem that they think the class should attempt to help solve.  Each group should 
record on a sheet of oversized paper the problem that was identified and the criteria that 
were used to make the decision.  Each group should report to the class. 

Then the oversized papers should be posted in the room gallery style.  Each student should 
be given one colored piece of material (sticky dots, post-it notes, etc.) to place on the 
community problem they believe the class should attempt to solve.  Based upon the number 
of “votes,” the top four community problems will be placed one in each corner of the room. 

Students will next stand in one of the four corners, depending on which of the four 
community problems they would like to help solve.  In each corner, ask the members of the 
newly merged group to discuss their reasons for believing that it should be the highest 
priority issue.  A spokesperson from each corner will explain their reasoning.  After each 
group is finished, the students will be asked if they would like to switch their position based 
upon the rationale of another group.  Announce that, after the decision is made, only the 
top three problems will remain. 

The three corners with the most students will remain in place.  The corner with the fewest 
students will have their community problem paper removed, and they will be asked to move 
to one of the other three corners.  Again the groups will have an opportunity to have a brief 
discussion and then share additional rationale.  Students will be asked to move again after 
the groups are finished.  The two corners with the most students will remain with the third 
paper removed.  The same steps will take place and the corner with the most students will 
be selected as the community problem that the class will research. 

Teacher Tip:  The teacher could allow multiple groups of four to each research a separate 
public policy issue; however, if the overarching goal is to participate at the national level, 
the national showcase limits projects to one topic per class.  As a result, if more than one 
topic is chosen, no group within the class will be eligible to participate in the national 
showcase. 

Check for Understanding 
" Why is understanding persuasive techniques important when attempting to influence 

public policy?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 
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Strategy 2:  Gathering Information 
Research 

Now that the class has selected a problem, students will decide where to find additional 
information.  Ask students individually to read pages 36–39 in the Project Citizen text to 
identify possible sources of information regarding their public policy issue. 

Distribute copies of the publications and/or websites report form found at 
http://www.civiced.org/index.php?page=student_forms (pages 29-31).  Students will be 
given research time to access various sources and record their findings on the form 
distributed by the instructor.  All students should complete initial research using text 
sources such as the internet, newspapers, books, or websites. 

Once a class-wide debriefing takes place in order to establish common background 
knowledge of the public policy issue, the teacher will coordinate who will be responsible for 
making various community contacts.  Students can either make community contacts in 
small groups (i.e., one person could act as the interviewer; one person acting the PR 
coordinator to schedule the interview via phone, e-mail, or invitation and write a thank you 
afterward; one person acting as the recorder, by either making an audio or videotape; etc.) 
or work individually. 

Community contacts might include (depending upon the issue): 
! The state representative for the local district 
! The state senator representing the local district 
! Members of political parties 
! Members of any commissions that might influence the public policy solution 
! Any state agencies that might influence the public policy solution 
! Any interest groups or citizens groups that might influence the public policy solution 
! The local police department 
! The local school board 
! The local town or city council members 
! The mayor 

Check for Understanding 
" Why is research important in helping to determine which public policy solution is most 

appropriate?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 

Strategy 3:  Gathering Information 
Carousel Decision Making 

In groups of four, have students generate a list of possible alternative policies to help solve 
the community policy problem based upon their research from the prior strategy.  Then ask 
the group, using criteria to reach consensus, to determine which policy they think is best.  
The agreed upon possible solution should be written on a large piece of paper with a brief 
rationale of why the group feels that it is the best solution.  Each group’s paper will be 
placed on a classroom wall, gallery style. 
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Students will rotate around the room and jot down anything that they know about that 
solution, good or bad, including the advantages and disadvantages of each. 

Once all of the alternative solutions are placed around the room and students have been 
given time to list the advantages and disadvantages of each, students will then be given two 
colored materials (sticky dots, post-it notes, etc.) to place on the alternative policy that they 
think is best.  Based upon the number of “votes,” the top three alternative policies will be 
placed on the Project Citizen visual display board. 

Students will then, using a ballot format, vote on the one policy they think is best.  The 
solution with the most votes will become the solution that the class will use for the Project 
Citizen Class Project. 

Check for Understanding 
" Why is it important to use criteria such as weighing advantages and disadvantages in 

solving a public policy issue?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 

Strategy 4:  Extending and Refining 
Cooperative Learning 

If the instructor chooses to divide the class into four groups to complete the visual display 
and portfolio: 

The class will be divided into four groups.  Each group will be responsible for one of the 
panels on the presentation board as well as the binder section that corresponds to their 
panel. 

Descriptions and directions for each panel can be found in the Project Citizen text on the 
following pages: 

! Explaining the Problem:  pages 60-61 
! Examining Alternative Policies to Deal With the Problem:  pages 62-63 
! Proposing a Public Policy to Deal With the Problem:  pages 64-65 
! Developing an Action Plan:  pages 70-71 

If the instructor chooses to divide the class into eight groups to complete the visual display 
and portfolio: 

The class will be divided into eight groups.  Four groups will be asked to put the board 
together, one group per panel.  The other four groups will be asked to put the binder 
together, one group per section. 

Regardless of the number of groups, while students are working on their board or binder, a 
“Fishbowl” activity will occur to make sure everyone is in agreement with the product 
development (i.e., on the same page).  Each group will take turns sitting in the middle of 
the room giving a report on what they have done thus far, and what they have left to do.  
The groups on the outside will be given time to ask the group in the middle questions.  
These sessions should take place periodically, at the discretion of the teacher. 

����



 21 

Students are reminded to visit page 69 for sample boards and pages 58–59 for the Portfolio 
Criteria Checklist.  This rubric can be used by the instructor to help provide guidance and 
feedback to each group for their panel or their portfolio. 

Check for Understanding 
" How should groups engaged in political activities organize to accomplish their goals?  

Explain your answer. 

Rubric 
2 – This response gives a valid method with an accurate and relevant explanation. 
1 – This response gives a valid method with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 

Strategy 5:  Application 
Presenting Your Portfolio in a Simulated Public Hearing 

Once the Project Citizen project is completed a presentation should be made by the class, 
acting as a citizens group, in a simulated public hearing as practice for presenting it to the 
government official(s) who has the authority to implement the proposed action plan (i.e., 
the local school board, the local city council, the senator and representative from their 
district, a government agency).  The teacher should coordinate ahead of time who will be 
invited to sit on the panel.  Suggestions include the school principal, vice principal, the 
district superintendent, a local board member, etc. 

To prepare for the presentation, students should read pages 74-76 and refer back to the 
checklist on pages 58-59.  Students will work jointly to present the project. 

After the simulated public hearing takes place, students could present their panel to the 
government official(s) who has the authority to implement the proposed action plan.  
Students might ask for time on the agenda of the next scheduled meeting or invite the 
group to the school. 

Check for Understanding   
" Why can citizens groups influence public policy?  Explain your answer. 

Rubric 
2 – This response gives a valid reason with an accurate and relevant explanation. 
1 – This response gives a valid reason with an inaccurate, irrelevant, or no explanation. 
 
For administration of formative assessment see Student Self-Assessment and Reflection. 

Resources and Teaching Tips 
! A variety of resources are included (texts, print, media, web links). 
! Help in identifying and correcting student misunderstandings and weaknesses. 

Project Citizen is managed nationally by the Center for Civics Education.  Programs are in 
place for both middle school (Level I) and high school (Level II).  Electronic resources are 
available at www.civiced.org. 

Each state has a coordinator.  Delaware’s coordinator is Pat Quann, Executive Director of 
the Delaware Law Related Education Center, Inc.  Ms. Quann may be contacted at (302) 
778-0643 or by e-mail, delrecntr@aol.com. 

Chris Kenton, Lake Forest High School, coordinates the distribution of free textbooks.  Mr. 
Kenton may be reached at (302) 284-9291 or by e-mail, cekenton@lf.k12.de.us. 
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Additional Websites: 
• Delaware League of Local Governments – includes links to all city/municipal 

governments, county government, and state government elected officials and staff, plus 
links to their websites – http://www.ipa.udel.edu/localgovt/dllg/websites.asp 

• Center for Civic Education, Project Citizen site –
http://www.civiced.org/index.php?page=introduction 

Differentiation 
! Stage 2 and 3 allow students to demonstrate understanding with choices, options, and/or variety in the 

products and performances without compromising the expectations of the Content Standards. 
! Instruction is varied to address differences in readiness, interest, and/or learning profiles. 
! Accommodations and differentiation strategies are incorporated in the design of Stage 2 and 3. 

 
Linguistic 
(learns by reading 
and writing) 

Current events, internet resources, self-reflections, letters to 
elected officials and government agencies, written transfer 
task, written summaries on each board and portfolio, using 
graphic organizers, summarizing activities 

Logical/Mathematical 
(likes classifying and 
categorizing, 
patterns, and 
relationships) 

Categorizing public policy vs. civil society solutions 

Auditory/Musical 
(learns by listening, 
likes rhythm and 
song) 

Debate, Think/Pair/Share, Think/Pair/Square, Fishbowl 

Visual/Spatial  
(learns by drawing 
and designing, using 
videos, maps, charts, 
etc.) 

Frayer Model, graphic organizers, using pictures of sample 
projects 

Tactile/Kinesthetic 
(likes to use tactile 
methods of learning) 

Four Corner Activities, Carousel Brainstorming 

Interpersonal 
(likes to work with 
others) 

Think/Pair/Share, reaching consensus, making contact with 
community and government officials 

Intrapersonal 
(likes working 
independently) 

Identifying community problems, internet searches, and 
library visits 

Naturalist  
(learns by 
investigating and 
questioning, 
particularly in nature) 

Students are asked to investigate and use questioning 
techniques throughout the project 
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Design Principles for Unit Development 

At least one of the design principles below is embedded within unit design. 
 
• 8th Grade Technology Literacy - the ability to responsibly use appropriate technology 

to communicate, solve problems, and access, manage, integrate, evaluate, and create 
information to improve learning in all subject areas and to acquire lifelong knowledge and 
skills in the 21st Century(SETDA, 2003). 

• International Education - the ability to appreciate the richness of our own cultural 
heritage and that of other cultures in to provide cross-cultural communicative 
competence. 

• Differentiated Instruction - the ability to effectively and efficiently reach all students 
in a heterogeneous environment. 

• Universal Design for Learning - the ability to provide multiple means of 
representation, expression, and engagement to give learners various ways to acquire and 
demonstrate knowledge. 

• 21st Century Learning – the ability of to use skills, resources, and tools to meet the 
demands of the global community and tomorrow’s workplace.  (1) Inquire, think 
critically, and gain knowledge, (2) Draw conclusions make informed decisions, apply 
knowledge to new situations, and create new knowledge, (3) Share knowledge and 
participate ethically and productively as members of our democratic society, (4) Pursue 
personal and aesthetic growth.  (AASL, 2007) 

21st Century Learning 
! Analyze, access, manage, integrate, evaluate, and create information in a variety of 

forms and media 
! Frame, analyze, and solve problems 
! Develop, implement, and communicate new ideas to others 
! Locate appropriate resources 

21st century skills are required since the students are working in cooperative groups 
throughout the unit to solve a community problem by proposing a public policy solution. 
 

Technology Integration 
The ability to responsibly use appropriate technology to communicate, solve problems, and access, manage, 

integrate, evaluate, and create information 

Students are expected to access internet sources while researching possible public policy.  
In addition, students may choose to use various forms of technology while completing 
committee work.  For instance, if the group is working on research, they will probably use 
Microsoft Word.  If they interview community members, they may choose to use video to 
record the interview. 
 

Content Connections 
Content Standards integrated within instructional strategies 

Civics Standard Three 9-12: Students will understand that citizens are individually 
responsible for keeping themselves informed about public policy issues on the local, state, 
and federal levels; participating in the civic process; and upholding the laws of the land. 
History Standard Two 9-12: Students will develop and implement effective research 
strategies for investigating a given historical topic. 
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!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!Delaware!Recommended!Curriculum!
!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!U.S.!History!1850!<!1990!

U.S.!History!Syllabus!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!DRAFT! Page!1!
 

The$11th$grade$course$in$the$Social$Studies$Recommended$Curriculum$has$a$broad$chronological$scope.$$
Instruction$ in$ American$ history$ uses$ Delaware$ and$ the$ United$ States$ as$ a$ context.$ $ Since$ civics,$
geography,$and$economics$ instruction$ is$expected$during$this$grade,$ the$historical$ timeframe$ in$which$
instruction$takes$place$must$have$a$wide$range.$$Students$will$develop$skills$of$historical$inquiry,$such$as$
reconciling$conflicting$claims$and$evaluating$the$reliability$of$narrative$accounts.$
!
A! student! should!know!historical! chronology! in! such!a!
way!as!to!be!able!to!situate!people,!laws,!and!events!in!
appropriate! timeframes.! ! For$ example,$ from$ 1850$ to$
1990,$there$was$a$Civil$War,$Reconstruction$in$the$South,$
the$ settlement$of$ the$West,$ the$ rise$of$ industrialization$
and$ urbanization,$ a$ labor$ movement,$ overseas$
expansion,$ the$ rise$ of$ segregation,$ two$ world$ wars,$ a$
Cold$ War,$ the$ rise$ of$ the$ Third$ World,$ the$ end$ of$
colonialism,$ a$ Great$ Depression,$ the$ expansion$ of$ civil$
liberties,$ conflict$ in$ Korea$ and$ Vietnam,$ economic$
uncertainty,$ increasing$ technological$ change,$
globalization.$ $ A$ student$ should$ be$ able$ to$ sequence$ all$ of$ these$major$ trends$ and$ events$within$ the$
1850P1990$timeframe.$ $An$organized$mental$framework$of$events,$people,$trends,$and$other$historical$
phenomena$is$essential$to$understanding,$evaluating,$and$constructing$historical$interpretations.$$
$
This$course$recommends$lessons1$from$the$Stanford$University$History$Education$Group’s$Reading$Like$a$
Historian$curriculum$which$engages$students$in$historical$inquiry.$$Each$lesson$revolves$around$a$central$
historical$question$and$features$sets$of$primary$documents$modified$for$groups$of$students$with$diverse$
reading$skills$and$abilities.$$$
$
Students$ learn$ to$ investigate$ historical$ questions$ employing$ reading$ strategies$ such$ as$ sourcing,$
contextualizing,$ corroborating,$ and$ close$ reading.$ $ Instead$ of$ memorizing$ historical$ facts,$ students$
evaluate$ the$ trustworthiness$of$multiple$perspectives$on$ issues,$and$make$historical$ claims$backed$by$
documentary$evidence.$
$
Lessons$from$the$Reading$Like$a$Historian$curriculum$generally$follow$a$threePpart$structure:$

1.!Establish) or) review) relevant) historical) background) knowledge) and) pose) the) central) historical)
question.$ $ Each$ lesson$ approaches$ background$ knowledge$ differently.$ $ While$ establishing$
background$knowledge$is$important,$it's$only$a$first$step$in$the$inquiry$process,$and$shouldn't$extend$
beyond$ opening$ the$ lesson.$ $ This$ content$ introduces$ and$ frames$ the$ central$ historical$ question,$
motivating$students$to$investigate$the$documents$for$that$lesson.$
!
2.! Students) read) documents,) then) answer) guiding) questions) or) complete) a) graphic) organizer.!!
Documents$address$the$central$historical$question;$most$ lessons$use$two$or$more$documents$with$
conflicting$perspectives$or$accounts.$$The$curriculum$offers$four$basic$lesson$structures:$$
$

                                                
1$Lessons$are$also$recommended$from$other$reputable$sources,$including$the$Delaware$Public$Archives,$the$Delaware$Recommended$
Curriculum,$and$the$National$Council$for$Economic$Education.$

Social!Studies!Standards!measured!in!the!
U.S.!History!EOC!assessment!

Civics!2a!!!!!!!!!!!!!!!!!!!!!!!Civics!2b!
Economics!1a!!!!!!!!!!!!!!Economics!2a!
Geography!1a!!!!!!!!!!!!!Geography!3a!
History!1a!!!!!!!!!!!!!!!!!!!!History!2a!
History!2b!!!!!!!!!!!!!!!!!!!!History!3a!
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• Opening'up'the'Textbook'(OUT):$In$these$lessons,$students$examine$two$documents:$the$

textbook$and$a$historical$document$that$challenges$or$expands$the$textbook's$account.$$

• Cognitive'Apprenticeship:'These$lessons$are$based$on$a$theory$that$cognitive$skills$must$

be$visible$in$order$for$students$to$learn$how$to$practice$them.$Here,$a$teacher$explicitly$

models$ historical$ reading$ skills$ (sourcing,$ contextualization,$ corroboration,$ close$

reading).$ The$ full$ sequence$ begins$ with$ cognitive$ modeling,$ followed$ by$ teacherPled$

guided$practice,$and$ultimately$independent$student$practice.$$

• Inquiry:$Students$investigate$historical$questions,$evaluate$evidence,$construct$historical$
claims,$and$develop$hypotheses$through$analyzing$sets$of$documents.$

• Structured'Academic' Controversy' (SAC):$ For$ these$ lessons,$ students$work$ in$ pairs$ and$
then$ teams$as$ they$explore$a$historical$question.$After$ taking$opposing$positions$on$a$

question,$they$try$to$arrive$at$a$consensus$or$at$least$clarify$their$differences.$$

$

3.) Whole>class) discussion) about) a) central) historical) question) using) documentary) evidence) to)
support)claims.) )Students$practice$historical$thinking$skills,$articulate$claims$and$defend$them$with$

evidence$ from$ the$documents.$ $ Students$ see$ that$history$ is$ open$ to$multiple$ interpretations,$ and$

that$the$same$piece$of$evidence$can$support$conflicting$claims.$$$

$

Instructor!Notes!

∗ Instructional' resources$ are$ available$ for$ each$ time$period$ studied.$ $ Teachers$ should$ note$ that$

not$every$resource$should$be$used$–$there$ is$not$enough$time.$ $Rather,$teachers$should$select$

lessons$that$best$fit$the$students$and$goals$of$the$department$or$school.$

∗ Assessment'Resources$ for$each$time$period$were$developed$by$the$Stanford$History$Education$

Group$(http://sheg.stanford.edu).$ $These$assessments$capture$students’$knowledge$ in$action$–$

rather$than$recall$of$discrete$facts.$$Short$written$responses$provide$a$window$to$what$students$

think$ –$ the$ information$ teachers$ need$ to$make$ instructional$ adjustments.$ These$ assessments$

closely$align$with$the$expectations$of$the$Common$Core$State$Standards.$$

∗ The$syllabus$calls$for$34$weeks$of$instruction$to$allow$time$for$pacing$changes.$

$

These$videos$linked$below$demonstrate$the$use$of$the$instructional$resources$in$classrooms.$

• Reading$Like$a$Historian:$Overview$

• Reading$Like$a$Historian:$Sourcing$$

Follow$along$as$students$study$original$documents$to$determine$whether$the$source$is$

believable.$

• Reading$Like$a$Historian:$Contextualization$$

See$how$the$teacher$scaffolds$learning$as$students$develop$their$understanding$of$context.$

• Reading$Like$a$Historian:$Corroboration$$

Students$use$books,$documents,$and$images$to$determine$reliability$and$bias.$
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$

Week!1!
Introduction$

How$to$Think$Historically$

Students$recognize$skills$of$historical$ inquiry$that$are$used$regularly,$such$

as$ reconciling$ conflicting$ claims$ and$evaluating$ the$ reliability$ of$ narrative$

accounts.$$

Lunchroom$Fight$$

Snapshot$Autobiography$

Evaluating$Sources$

$

$

Weeks!2<5!!
Civil!War!and!Reconstruction!
(1850!–!1877)!
$

Reconstruction$ brought$ important$

changes$ including$ an$ end$ to$

slavery,$ enfranchisement$ and$

greater$ autonomy$ for$ freedmen.$

However,$ political$ and$ economic$

inequality$ remained$ a$ fact$ of$ life$

for$ African$ Americans,$ particularly$

after$ the$ withdrawal$ of$ federal$

troops$from$the$South.$

$

Interpretations$ of$ Reconstruction$

range$ from$ highly$ critical$ to$ a$

recognition$ of$ its$ significant$

achievements.$ $ There$ is$ general$

agreement$ that$ Reconstruction$

was$ a$ period$ of$ remarkable$ effort$

undermined$by$white$ Southerners$

and$ a$ disinterested$ Northern$

electorate.$ $ Legal,$ political$ and$

economic$ opportunities$ would$ be$

delayed$for$another$century.$

Instructional!Resources!

!

Radical$Reconstruction$Lesson$Plan;$PowerPoint;$original$documents$$$$

History$2a$

Sharecropping$Lesson$Plan;$original$documents$History$2b,$History$3a$

Effectiveness$of$the$Freedmen’s$Bureau$History$3a$

Reconstruction$SAC$Lesson$Plan;$Reconstruction$Timeline;$original$

documents$History$2b,$History$3a$

Changing$Interpretations$of$Reconstruction$History$3a$

Reconstruction$History$1a,$History$2b$

!

!

Assessment!Resources!

Gardner's$Civil$War$Photography$

John$Brown’s$Legacy$

Reconstruction$Riots$

A$Perspective$on$Slavery$

Antebellum$South$

The$KKK$in$the$1870s$

PostPCivil$War$South$

$

$
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$
$
Weeks!6<9!
Industrialization!and!Urbanization!
(1880!–!1920)!
$
The$ U.S.$ underwent$ a$ massive$
transformation$ in$ the$ closing$
decades$ of$ the$ 19th$ century$ that$
involved$ the$ maturation$ of$ its$
industrial$ economy,$ intense$ labor$
conflict,$ and$ increasing$
immigration$and$urbanization.$$
$
Urban$ populations$ grew$ rapidly,$
offering$ economic$ opportunities$
and$ improving$ living$ conditions.$$
As$ cities$ grew,$ they$ rose$ in$ the$
hierarchy.$ $ Many$ cities$ showed$
unplanned$patterns$of$growth.$$$
$
Innovations$ in$ technology$ in$
transportation,$ communication,$
agriculture$ and$manufacturing$ led$
to$ increases$ in$ the$ standard$ of$
living.$ Immigration$ changed$ the$
demographics$ of$ the$ United$
States.$$
$
The$ collective$ bargaining$ process$
and$ evolution$ of$ unions$ and$
organized$ labor$ improved$
standards$ of$ living,$ wages,$ and$
working$conditions.$
$

Instructional!Resources!

!

Industrial$Development$History$1a$$$$$$$$$$

Worker$Safety$and$the$Triangle$Shirtwaist$Fire$Legacy$Economics$1a$

Labor$Unions$and$Working$Conditions:$$United$We$Stand$History$2a$$$$$$$$$$

Chinese$Immigration$and$Exclusion$Lesson$Plan;$PowerPoint;$original$
documents$History$2b,$History$3a$
Homestead$Strike$Lesson$Plan;$original$documents$History$2b,$History$3a$

Pullman$Strike$Lesson$Plan;$PowerPoint;$graphic$organizer;$original$
documents$History$2b,$History$3a$

Migration$Patterns$Geography$3a$

Let$Freedom$Ring$$History$1a$

Close$Reading:$The$Gospel$of$Wealth$History$3a$

Growth$of$the$U.S.$Economy$After$the$Civil$War2$Economics$2a,$History$1a$

The$Demand$for$Immigrants3$Economics$1a$

$

$

Assessment!Resources!

Unions$in$Paterson,$New$Jersey$

1877$Railroad$Strike$

Anarchism$and$the$Haymarket$Affair$

Haymarket$Aftermath$

Standard$Oil$Company$

Rockefeller$

Labor$Movement$in$the$1930s 

$

                                                
2$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'21,$found$on$the$Virtual$Economics®$CDPROM.$$To$obtain$this$instructional$resource$
developed$by$the$Council$for$Economic$Education,$visit$http://ve.councilforeconed.org$$or$contact$Barbara$Emery$at$the$University$of$
Delaware’s$Center$for$Economic$Education$and$Entrepreneurship.$
3$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'22$
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$
!
Weeks!10<13!
Progressivism!(1890!–!1920)!
$
The$ Progressive$ era$ witnessed$
significant$ changes$ including$ the$
births$ of$ the$ modern$ business$
corporation,$ modern$ politics,$ the$
modern$ presidency,$ a$ modern$
vision$ of$ the$ international$ order,$
and$modern$consumer$capitalism.$
$
Progressives$ influence$ legislation$
and$ constitutional$ amendments,$
while$ political$ parties$ take$
progressive$ ideas.$ $ Progressivism$
was$ a$ response$ to$ problems$ of$
industrialization$and$urbanization.$
$
Historians$ have$ disagreed$ over$
whether$progressivism$was$a$large$
scale$ “movement,”$ who$ was$
behind$it,$and$why.$$$

$
Instructional!Resources!

!

Political$Bosses$Lesson$Plan;$Political$Cartoon;$graphic$organizer;$original$
documents$History$2a$

Jacob$Riis$Lesson$Plan;$photos;$original$documents$History$2a$

Progressive$Social$Reformers$Lesson$Plan;$original$documents$$$$$$$$$$$$$$$$$$$$
History$2b,$History$3a$

Booker$T.$Washington$vs.$W.E.B.$Dubois$Lesson$Plan;$graphic$organizer;$
original$documents$History$2a$

Background$on$Woman$Suffrage$Lesson$Plan;$PowerPoint;$original$
document$History$2a$

AntiPSuffragists$Lesson$Plan;$graphic$organizer;$original$documents$$$$$$$$
History$2a$

Prohibition$Lesson$Plan;$original$documents$History$2b,$History$3a$

Money$Panics$and$the$Establishment$of$the$Federal$Reserve4$Economics$2a$

Bigger$is$Better:$The$Economics$of$Mass$Production5$Economics$1a$

$

$

Assessment!Resources!

The$Role$of$Women$

Photographs$of$Working$Children$

$Riis's$Urban$Photography$

Women's$Rights$

Immigration$$

$

                                                
4$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'28,$found$on$the$Virtual$Economics®$CDPROM.$$To$obtain$this$instructional$resource$
developed$by$the$Council$for$Economic$Education,$visit$http://ve.councilforeconed.org$$or$contact$Barbara$Emery$at$the$University$of$
Delaware’s$Center$for$Economic$Education$and$Entrepreneurship.$
5$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'23$
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$

Weeks!14<17!

American!Overseas!Expansion!

(1890!–!1920)!

$

The$ United$ States$ territorial$

expansion$ overseas$ at$ the$ turn$ of$

the$ 20
th
$ century$ signaled$ the$ rise$

of$ the$ United$ States$ as$ a$ world$

power.$$

$

Americans$ had$ opposing$

viewpoints$ and$ motives$ for$

engaging$ in$ expansion$ overseas.$$

Others$ refer$ to$ the$ expansion$ as$

justified$ by$ economic,$ political,$

ideological,$and$military$necessity).$

$

Historians$ have$ debated$ whether$

the$ transition$ from$ continental$

based$ expansion$ to$ overseas$

expansion$ marked$ a$ departure$

from$or$continuation$of$U.S.$policy.$

$

Instructional!Resources!

!

Analyzing$Historical$Data$History$2b$

$

$

Assessment!Resources!

Opposition$to$the$PhilippinePAmerican$War$

Connections$to$the$PhilippinePAmerican$War$

American$Imperialism$

Explosion$of$the$USS$Maine$

 

$

Weeks!18<21!

The!Great!Depression!and!the!

New!Deal!!

(1929!–!1940)!

$

Increasing$ technological$ change,$

an$ economic$ depression,$ and$ an$

environmental$ disaster$ caused$

major$ demographic$ shifts.$ $ These$

shifts$ altered$ population$ patterns$

and$impacted$people’s$standard$of$

living.$

$

The$ Great$ Depression$ and$ New$

Deal$ redefined$ the$ role$ of$

government$ and$ produced$

legislation$ that$ reshaped$ the$

modern$U.S.$economy.$$

$

$

Instructional!Resources!

!

Measuring$the$Great$Depression$Economics$2a$

Causes$of$the$Great$Depression$Economics$2a$

The$New$Deal$History$1a$

Social$Security$Lesson$Plan;$Historian$Interpretations;$original$documents$

History$3a$

New$Deal$SAC$Lesson$Plan;$graphic$organizer;$original$documents$$$$$$$

History$2b,$History$3a$

New$Deal$Programs$Economics$2a$

Roosevelt’s$Fireside$Chats$Economics$2a,$History$1a$

!

Assessment!Resources!

Migrant$Mother$

Labor$History$

$
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Weeks!22!–!23!

Entry!into!the!Second!World!War!

(1941<1946)!

$
The$U.S.$emerged$from$its$defense$
of$democracy$in$the$Second$World$
War$as$a$world$superpower.$
$
While$ the$ U.S.$ defended$
democratic$ principles$ abroad,$ it$
continued$ to$deny$ some$at$home.$$
U.S.$ entry$ into$ the$ Second$ World$
War$ caused$ changes$ in$ the$ labor$
force,$ the$ roles$ of$ women,$ and$
African$Americans$in$the$military.$$$
$
Goods$and$services$were$rationed,$
while$the$U.S.$government$worked$
to$ persuade$ Americans$ to$ help$ in$
the$war$effort.$$$
$

Instructional!Resources!

!

FDR$and$the$LendPLease$Act$Civics$2b$

Rationing$Economics$1a$

American$Persuasion$History$2b$
Changing$Gender$Roles$History$2a$
Japanese$Internment$Lesson$Plan;$graphic$organizer$History$2b,$History$3a$

Atomic$Bomb$Lesson$Plan;$Atomic$Bomb$images$History$3a$
Women$in$the$U.S.$Workforce6$Economics$1a,$History$1a$

When$the$Boys$Came$Marching$Home7$Economics$2a$

$

$

Assessment!Resources!

Japanese$Internment!

$

$

Weeks!24!<!25!

Cold!War!and!Containment!!

(1945!–!1970)!

$
American$ foreign$ policy$ targets$
communism,$ leading$ to$ conflict$ in$
Korea$and$Vietnam.$$$
$
The$alliance$between$the$U.S.$and$
Soviet$ Union$ during$ the$ Second$
World$War$dissolved$in$the$face$of$
competing$ visions$ for$ the$postwar$
world.$ Hostilities$ between$ the$
superpowers$ continued$ for$ nearly$
half$a$century.$$
$
Historians$ have$ debated$ whether$
one$side$was$to$blame$for$the$Cold$
War,$or$it$was$the$inevitable$result$
of$ tensions$ between$ the$ world’s$
two$most$powerful$nations.$$
$

Instructional!Resources!

!

Cold$War$Lesson$Plan;$PowerPoint;$original$documents$History$2b$
Cuban$Missile$Crisis$Lesson$Plan;$original$documents$History$1a$
Korean$War$OUT$Lesson$Plan;$PowerPoint$History$3a$
Gulf$of$Tonkin$Resolution$Lesson$Plan;$PowerPoint;$original$documents$$
History$2a$

The$Cold$War$History$2b$
$
$
Assessment!Resources!

Cold$War$Foreign$Policy 

 

$

                                                
6$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'34,$found$on$the$Virtual$Economics®$CDPROM.$$To$obtain$this$instructional$resource,$
developed$by$the$Council$for$Economic$Education,$visit$http://ve.councilforeconed.org$$or$contact$Barbara$Emery$at$the$University$of$
Delaware’s$Center$for$Economic$Education$and$Entrepreneurship.$
7$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'33$
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$
Weeks!26<29!
Expansion!of!Civil!Liberties!!
(1950!<!1970)!
$
Historical$Research:$$$
Begin$ a$ National$ History$ Day$
project.$
$
Approaches$ to$ ending$ racial$
segregation$ include$ legislation,$
reform$ movements,$ nonPviolence$
and$ violence.$ $ These$ approaches,$
and$ judicial$ reinterpretations$ of$
amendments,$ contributed$ to$
significant$ gains$ for$ minorities$
during$the$Civil$Rights$era.$$But$the$
goal$ of$ full$ equality$ remains$
unfulfilled.$$$
$
Historians$ disagree$ about$ when$
the$Civil$Rights$Movement$started,$
the$emphasis$placed$on$Civil$Rights$
leaders,$ and$ the$ centrality$ of$
nonviolent$ protest$ in$ affecting$
change.$$
$
$

Instructional!Resources!

!

Integration$of$the$U.S.$Armed$Forces$History$1a$

Desegregation$in$Delaware$Civics$2b$
School$Integration$History$1a,$Civics$2b$
Montgomery$Bus$Boycott$Lesson$Plan$History$2a$
Women$in$the$1950s$Lesson$Plan;$PowerPoint;$graphic$organizer$History$3a$
Great$Society$Lesson$Plan;$graphic$organizer;$original$documents$History$3a$
Civil$Rights$Act$of$1964$Lesson$Plan;$original$documents$History$2a$
The$Economics$of$Racial$Discrimination8$Economics$1a$

$

$

Assessment!Resources!

Civil$Rights$Movement$in$Context$
$

$

                                                
8$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'35,$found$on$the$Virtual$Economics®$CDPROM.$$To$obtain$this$instructional$resource,$
developed$by$the$Council$for$Economic$Education,$visit$http://ve.councilforeconed.org$$or$contact$Barbara$Emery$at$the$University$of$
Delaware’s$Center$for$Economic$Education$and$Entrepreneurship.$
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$
$
Weeks!30<34!
Building!Contemporary!America!
!(1960!–!1990)!
$

Historical$ Research:$ $ Complete$ a$
National$History$Day$project.$

$

Demographic$changes$include$new$
urban$ patterns$ (suburbs,$ cities);$
new$ population$ patterns$ that$
result$ from$ technology$ and$
economic$ change;$ and$ increasing$
connections$ in$ transportation$ and$$$
communication.$$

$

The$powers$of$the$Presidency$have$
changed$ over$ time,$ increasing$ the$
use$of$executive$orders$and$direct$
intervention$ without$ consent$ of$
Congress.$

$

The$ U.S.$ continues$ to$ face$
international$ dangers$ in$ the$
modern$ era$ but$ terrorism$ has$
replaced$ communism$ as$ the$
dominant$threat.$$

$

The$ globalization$ of$ business,$ the$
change$ from$ a$ manufacturing$
economy$ to$ a$ services$ economy,$
and$ a$ revolution$ in$ information$
technologies$have$given$birth$ to$a$
new$ economy$ that$ present$
opportunities$ and$ challenges$ for$
the$U.S.$economy.$$$

$

$

Instructional!Resources!

!

Roles$and$Functions$of$the$Federal$Reserve$Economics$2a$

President$Reagan$and$the$Cold$War$History$2a$

Executive$Power$in$Times$of$Crisis;$Lesson$Plan$History$1a,$Civics$2b$

Historical$Research$History$2a,$History$2b$

Building$Suburbia:$Highways$and$Housing$in$Postwar$America$Geography$3a,$
History$1a$

$$$$The$Knowledge$and$TechnologyPBased$Economy$of$Today9$Economics$2a$

The$NoPGood$Seventies10$Economics$2a$

$

$

Assessment!Resources!

$$$$$The$Conservation$Movement$

$

$

                                                
9$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'38$
10$Focus:'Understanding'Economics'in'U.S.'History,'Lesson'36$
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The Arts and the Common Core Curriculum 
Mapping Project 

Because Common Core promotes the importance of all students studying the arts, we have 
highlighted places where ELA instruction could be enhanced by connecting a genre or particular 
text, or a theme of a unit, to works of art, music, or film. We suggest, for example, that students 
study self-portraiture when they are encountering memoirs. Students might compare a novel, 
story, or play to its film or musical rendition. Where a particular period of literature or the 
literature of a particular region or country is addressed, works of art from that period or country 
may also be examined. In each case, connections are made to the standards in the CCSS 
themselves.  
ELA teachers who choose to use this material may do so on their own, by team teaching with an 
art or music teacher, or perhaps by sharing the material with the art or music teacher, who could 
reinforce what students are learning during the ELA block in their classroom. The inclusion of 
these works in our ELA Maps is not intended to substitute for or infringe in any way upon 
instruction students should receive in separate arts and music classes. 

Kindergarten 

Unit 1: A Colorful Time with Rhythm and Rhyme  
 
Art 

 Diego Rivera, Flower Day (1925) 
 Helen Frankenthaler, Mountains and Sea (1952) 
 Henri Matisse, The Dessert: Harmony in Red(1908) 
 James Abbott McNeill Whistler, Arrangement  in  Black  and  Gray:  The  Artist’s  

Mother (1871) 
 Pablo Picasso, Le Gourmet (1901) 
 Paul Gauguin, The Midday Nap (1894) 
 Pieter Bruegel, The Hunters in the Snow (1565) 

  
Art, Speaking and Listening 
Show students the Whistler and the Rivera. Ask them to discuss how Whistler used a mostly 
black and white palette, while Rivera used a wide range of colors. Then ask them to choose to 
draw their favorite of the two works, either in black and white or using a wide range of colors. 
(W.K.2, SL.K.5) 

Art, Speaking and Listening 
Display the works by Matisse and Picasso. Ask the students what color dominates each work. 
Ask the students why they think Picasso chose blue and Matisse chose red. Ask how the 
paintings are the same (e.g., both figures are preparing food and neither is looking at us) and 
how  they  are  different  (e.g.  we  can  see  outside  in  the  Matisse,  whereas  Picasso’s  is  a  close-up), 
preparing the way for literature conversations in comparing and contrasting texts. (SL.K.1, 
SL.K.5) 

 

����



 
 

2 
 

Unit 2:  Tell a Story, 1-2-3  
Art 

 Jean-Francois Millet, First Steps (1858-1859) 
 Pablo Picasso, Mother and Child (First Steps) (1943) 
 Vincent van Gogh, First Steps, after Millet (1890) 

 
 
Art, Reading Poetry, Speaking and Listening 
“Mix  a  Pancake”  is  a  poem  written  by  Christina  Rossetti.  Have  students  draw  illustrations  that  
match the words to show the steps in making pancakes. When finished, they can share the 
illustrations with a friend and read (recite) the poem together. (RL.K.5, RL.K.7, W.K.2) 

Art, Opinion Writing 
Ask students to choose the painting they like best and to write (or dictate) a sentence saying why 
they chose that painting as their favorite. Remind them to begin their sentences with capital 
letters and to put periods at the end. (W.K.1, W.K.3) 

Art, Speaking and Listening 
To  introduce  “versions”  of  a  story  to  your  class,  use  Millet’s First Steps as  the  original  “story.”  
Allow the class to study the painting, giving plenty of time to notice details and create a possible 
story  about  the  painting.  Then  show  them  van  Gogh’s  First  Steps,  after  Millet  and  have  the  class  
note  how  the  “original  characters  are  still  in  the  story,”  but  also  that  it  all  looks  different  (e.g.,  
the Millet is in pencil while the van Gogh is an oil painting; in the Millet the people are 
prominent, whereas in the van Gogh, other elements—such as the gate, the wheelbarrow, and 
the tree—are  also  emphasized).  Finally,  show  them  Picasso’s First Steps to see how another 
artist expressed the same idea in a completely different way. (RL.K.9) 
 
Art, Narrative Writing 
After looking closely at three paintings with the same title, First Steps, choose one of the 
paintings and imagine it shows the beginning of a story. Pair students to create the middle and 
end of the story to share with the class. Prompt: Choose one of the paintings and write (or 
dictate) a sentence telling why you chose that painting as your favorite. Be sure to begin your 
sentence with a capital letter and put a period at the end. (W.K.1, W.K.3) 
 

Unit 3:  Exploring with Friends in the 
Neighborhood 

Art 

 Pieter Bruegel, Netherlandish Proverbs (1559) 
 Romare Bearden, The Block (1972) 

 
Music 

 “Do  You  Know  the  Muffin  Man?”  (Read  Along) 
 Jeff  Moss,  “The  People  in  Your  Neighborhood”  (Read  Along) 
 Camille Saint-Saens, Carnival of the Animals, Fifth  Movement,  “The  Elephant” (1886) 
 Henry Mancini, Baby Elephant Walk (1961) 
 “What  Shall  We  Do  When  We  All  Go  Out?”  (Read  Along) 
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Reading Poetry, Art, Performance 
Read  a  poem  such  as  “The  Swing.”  Assign  the  students  the  task  of  drawing  an  illustration  for  
each  stanza  of  the  poem.  Do  the  same  activity  with  other  poems,  such  as  “Us  Two.”  Using  key  
words such as who, what, where, why, when, and how, compare and contrast the two poems. 
Encourage the children to work on the recitation of their favorite poem. (RL.K.9, L.K.1d) 
 
Music, Speaking and Listening 
As  a  musical  illustration  of  comparing  and  contrasting,  use  the  work  of  Henry  Mancini  (“Baby  
Elephant  Walk”)  and  Saint-Saens (Carnival of the Animals,  “The  Elephant”)  to  compare  and  
contrast two musical compositions that are inspired by elephants. Introduce the activity by 
telling the students that they are going to hear two different musical pieces that are based on 
elephants.  As  they  listen  to  “Baby  Elephant  Walk”  and  “The  Elephant,”  ask  them  to  decide  which 
piece reminds them more of an elephant. Extend this activity by having the students move to the 
music as they listen, deciding whether the music makes them want to dance or lumber like 
elephants. (L.K.5d, RL.K.9) 
 
Art, Narrative Writing, Speaking and Listening 
Assign students a section from Netherlandish Proverbs to work with. Ask them to study it 
closely. Partner the students to compose one sentence describing what the people seem to be 
doing or who they might be. Have students share their sentences with the whole group. (W.K.1, 
W.K.3) 
 
Art, Speaking and Listening 
View  Bearden’s  collage.  Note  that  the  work  is  four  feet  high  and  eighteen  feet  long.  Compare  that  
to the size of a wall in the classroom. Try to get the students to look at the collage for as long as 
possible. The following questions will help guide a fifteen-minute discussion: What do you 
notice first in this collage and why? Where do you think this might be? What do you see that 
makes it look like this place? How did Bearden make the buildings look different (e.g., color and 
texture)? Do you notice any people? (SL.K.1, SL.K.2, SL.K.4, SL.K.5, SL.K.6) 

Reading Informational Text, Speaking and Listening 
While reading informational books about community helpers, create a chart with the following 
headings: Who, What, Where, When, and Why. Encourage children to listen for answers to 
those questions as you read the book aloud. Remind the students to pay close attention to the 
illustrations  for  details.  To  ensure  each  child’s  participation,  give  them  sticky notes or 
whiteboards on which to write or draw their ideas. Begin by talking about the author, illustrator, 
and front, back, and title page of the book. Fill in the chart each time you read a new book about 
community helpers. Use this chart as inspiration  to  change  the  lyrics  for  “Do  You  Know  the  
Muffin  Man?”  for  community  helpers  in  your  neighborhood  (e.g.,  “Do  you  know  the  fireman  .  .  .  
That  works  on  12th  and  Main!”).  (RI.K.1,  RI.K.2,  RI.K.5,  RI.K.7,  L.K.1d,  SL.K.1,  SL.K.3,  SL.K.4) 
 
Art, Speaking and Listening 
Display the Bearden and Bruegel pieces side by side. Note that these works were created more 
than four hundred years apart. Ask the students to find similarities and differences between the 
two works. Which place seems like a real place, and which one seems more like a dream or 
fantasy? Document the answers on a chart for future discussion. (SL.K.1, SL.K.2, SL.K.4, SL.K.5, 
SL.K.6) 
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Unit 4: America: Symbols and Celebrations 

 
Music 

 George  M.  Cohan,  “You’re  a  Grand  Old  Flag”  (Read  Along) 
 John Philip Sousa, Stars and Stripes Forever (1893) 
 John Philip Sousa, The Liberty Bell (1893) 
 John Philip Sousa, The Washington Post (1889) 
 Katharine  Lee  Bates  and  Samuel  A.  Ward,  “America  the  Beautiful”  (Read  Along) 
 Samuel  Francis  Smith,  “  America  (My  Country,  ’Tis  of  Thee)” 
 Traditional,  “Yankee  Doodle”  (Read  Along) 

 
None for this Unit. 
 

Unit 5: The Great Big Worl 
 
Art 

 Albert Bierstadt, Valley of the Yosemite (1864) 
 Ando Hiroshige, panel from Famous  views  of  53  stations  of  the  Tōkaidō  Road (1855) 
 Emily Kam Kngwarreye, Earth’s  Creation (1994) 
 Emily Kam Kngwarreye, The Alhalkere Suite (1994) 
 Guo Xi, Early Spring (1072) 
 J.H. Pierneef, Trees in Woodland Landscape (date unknown) 
 John Constable, The Hay Wain (1821) 
 Paul Cezanne, Straße vor dem Gebirge Sainte-Victoire (1898-1902) 
 Piet Mondrian, Broadway Boogie Woogie (1942-1943) 
 The Linton Panel (eighteenth or ninteenth century) 

 
Film 

 Jon Stone, dir., Big Bird in China (1983) 
 Luc Jacquet, dir., March of the Penguins (2005) 

 
Music 

 Mary  F.  Higuchi  (compiled  by),  “Geography  Songs  on  the  Continents”  (2000)  (Read  
Along) 

 Tinkerbell  Records,  “London  Bridge  is  Falling  Down”  (Read Along) 
 Walt  Disney,  “It’s  a  Small  World”  (Read  Along) 

 
 
Art, Narrative Writing 
Select two or three works to study that include people or man-made structures (e.g., Cezanne, 
Constable, Hiroshige, Linton Panel). Ask the students to find the people or structures and 
discuss how they compare, in scale, to the natural elements in the works. Ask the students to 
write a new title for the work that interests them the most. Share titles in small groups and 
possibly post them next to a reproduction of the work of art for future sharing. (W.K.1, W.K.2) 
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Art, Speaking and Listening 
View  the  Mondrian.  Share  the  title  and  ask  what  clues  it  provides  about  the  painting’s  subject.  
Ask the students what they notice first in this work and what place they think this might be. 
(“What  do  you  see  that  makes  it  look  like  this  place?”)  Ask  whether  the  place  looks  busy  or  slow  
and how the artist made it appear that way. Compare this work to another painting (e.g., the 
Kngwarreye), noticing similarities and differences and focusing on the idea of both place and 
painting style. Document responses on a chart. (SL.K.1, SL.K.3, SL.K.4) 

Art, Vocabulary 
View the Bierstadt and Guo Xi paintings. Note that they were painted eight hundred years apart 
and on opposite sides of the world. Ask the students to describe what they see. Note similarities 
(e.g., the monumentality of both works) and differences (e.g., different color palettes). This is an 
opportunity to extend the idea of comparing and contrasting the settings in stories to comparing 
and contrasting the settings in paintings. (SL.K.2) 

Unit 6: Wonders of Nature: Plants, Bugs, and 
Frogs 
 
Art 

 Claude Monet, Water Lilies (1906) 
 Claude Monet, Water Lilies (1916-1923) 
 Claude Monet, Water Lilies (The Clouds) (1903) 

 
Media 

 Linnea  in  Monet’s  Garden (1999) 
 
Music 

 “Itsy  Bitsy  Spider”  (Sing  Along) 
 “The  Ants  Go  Marching  One  by  One”  (Sing  Along) 

 
 
 
Art, Narrative Writing 
Claude Monet painted water lilies over and over again. Tell the students to look at his paintings 
to see how they changed. Explain that one of the reasons for this change was the shifting light in 
his garden, but also that painters sometimes paint the same subject many times as a way to 
innovate. Display the three paintings in chronological order, spending time on each individually. 
What changes did Monet make when he painted the same subject again and again? Relate this 
idea  to  the  revision  process  when  writing  stories.  Return  the  students’  nature  stories  (see  the  
Narrative Writing activity in this Unit 6 Sample Activities section) and ask the students to try 
writing them again, but to make them a little different this time, perhaps by adding new details. 
Publish the writing in a digital format by scanning the student work and inserting it into a 
PowerPoint presentation. Students will present the work to parents as a culminating writing 
activity for the year. (SL.K.1, W.K.5, W.K.6) 
 

 

 

����



 
 

6 
 

 

Grade One 

Unit 1: Alphabet Books and Children Who Read 
Them 
 
Art 

 Pieter Bruegel, Children’s  Games (1560) 
 

Art, Speaking and Listening 
Look at Children’s Games by Pieter Bruegel. Ask the students to study it closely for a few 
minutes and write down any questions they have about what they see. When the time is up, have 
them ask their questions. As the students begin to ask questions aloud, write all of the questions 
on  a  chart  (e.g.,  “What  are  they  doing?  Is  that  like  a  hula  hoop?  Was  this  painted  a  long  time  
ago?  .  .  .”).  Talk about the value of asking questions and how we begin to open our minds to 
think deeply about something. (The painting was done in the sixteenth century, and the artist 
was perhaps trying to show all of the games he knew. You may want to note the few toys children 
had—sticks, hoops, etc.) (SL.1.2) 
 

Unit 2: The Amazing Animal World 
 
Art 

 Albrecht Dürer, A Young Hare (no date) 
 Henri Matisse, The Snail (1953) 
 Henri Rousseau, The Flamingoes (1907) 
 Louisa Matthíasdóttir, Five Sheep (no date) 
 Marc Chagall, I and the Village (1945) 
 Paul Klee, Cat and Bird (1928) 
 Susan Rothenberg, Untitled (Horse) (1976) 

 
Art, Informative Writing 
Since the students have now completed an artistic masterpiece of their favorite animal, extend 
the  work  into  a  writing  assignment.  Give  the  students  this  prompt:  “Write  about  your  favorite  
animal. Be sure to include interesting facts about your animal and include a catchy beginning, 
some  facts,  and  a  strong  ending.”  Allow  your  students  to  begin  by  working  in  teams  to  gather  
information. Using nonfiction texts, remind them to use the index or table of contents to locate 
more information about the animal. When they have some basic information, have them write 
the first draft. Ensure that adults are available to help with revision of the writing. Display the 
published writing with the Matisse-style artwork (see Informative/Explanatory Writing [Art 
Connection]). (W.1.2, W.1.5, RI.1.5, RI.1.10, RF.1.4) 

Art, Informative Writing 
Ask  the  students  to  draw  an  animal  of  their  choice.  They  will  then  color  it  using  the  animal’s  real  
colors, or they could choose to use other colors. Students may also choose to do either a realistic 
or abstract version of their animal. Ask the students to write an informative/explanatory text 
based on their drawing, using their choice of realistic or creative coloring. (W.1.2) 
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Art, Speaking and Listening 
Select three or four works to view (e.g., the Klee, Chagall, and Dürer). Ask the students the 
following questions: What animal do you see in this work? Does anyone see a different animal? 
What color is the animal? Is this the real color of this animal? Why do you think the artist chose 
the color he or she did? Begin to introduce the concept of abstraction (versus realism) by 
comparing the Dürer image with either the Klee or the Chagall. Ask questions like: Is this exactly 
what a rabbit looks like? What about a cat? A picture of a cow? How can we tell the difference? 
What was the artist trying to do? (SL.1.1.b, SL.1.3, SL.1.4) 

Art, Informative Writing 
Using  a  projector  and  computer,  display  the  Tate’s  website  for  Matisse’s The Snail. Encourage 
students to comment about the colors and what they see in the artwork. As you read the 
background information and move through the site, students will see the process Matisse used 
to create his work. Students will then create a work of their favorite animal from this unit using 
torn pieces of painted paper. Later, do a shared writing in which the students explain the steps 
taken to create an art piece in the style of Matisse. This activity could be a model for a piece of 
informative/explanatory writing later. (W.1.7, SL.1.2) 
 

Unit 3: Life Lessons 
 
Art 

 Georgia  O’Keeffe, Jack in the Pulpit No. IV (1930) 
 Georgia  O’Keeffe, Jimson Weed (1936) 
 Georgia  O’Keeffe, Oriental Poppies (1928) 
 Georgia  O’Keeffe, Red Poppy (1927) 
 Georgia  O’Keeffe, Two Calla Lilies on Pink (1928) 
 Vincent van Gogh, Almond Blossom (1890) 
 Vincent van Gogh, Butterflies and Poppies (1890) 
 Vincent van Gogh, Irises (1890) 
 Vincent van Gogh, Sunflowers (1888-1889) 

 
Art, Speaking and Listening 
Show  students  images  of  van  Gogh’s  works  in  comparison  to  O’Keeffe’s,  and  discuss  the  
following as a class: Both of these artists painted flowers. What is similar and different about 
their paintings? Why do you think each painter chose to paint the flowers they did? Was it 
because of their color or shape? Do the flowers remind you of anything—like faces or groups of 
people? (SL.1.3) 

Art, Informative Writing 
Consider showing both O’Keeffe  and  van  Gogh  works  without  titles.  Have  students  write  a  short  
description of what they see. Which flower can you see actually growing and changing? Which 
painter chose to make his or her works more abstract? Who painted flowers realistically? (W.1.7, 
W.1.8) 
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Unit 4: Winds of Change 
 
Art 

 Richard Diebenkorn, Ocean Park No. 115 (1979) 
 Richard Diebenkorn, Ocean Park No. 38 (1971) 
 Richard Diebenkorn, Ocean Park No. 49 (1972) 
 Richard Diebenkorn, Ocean Park No. 54 (1972) 

 
Film 

 Victor Fleming, dir., The Wizard of Oz, (1939) 
 
Music 

 Johann Sebastian Bach, Concerto for 2 Violins, Strings, and Continuo in D Minor 
(Double Violin Concerto) (1730-31) 

 Ludwig van Beethoven, Violin Concerto in D Major, Op. 61 (1806) 
 Pyotr Ilyich Tchaikovsky, Violin Concerto in D major, Op. 35 (1878) 
 Wolfgang Amadeus Mozart, Violin Concerto No. 4 in D Major (1775) 

 
Art, Speaking and Listening 
Take  time  to  have  students  look  at  each  painting  closely.  What  changes  in  Diebenkorn’s  series  
of Ocean Parkworks? Where? Discuss together the use of one subject in this selection. What 
aspects of the paintings stay the same? (SL.1.1, SL.1.3, SL.1.4, SL.1.6) 
 
Art, Language Usage, Speaking and Listening 
Show  students  a  sampling  of  Richard  Diebenkorn’s Ocean Park series, which the painter began 
in 1967 and worked on for the rest of his life. What do you see in these images—the ocean? 
Clouds? Sand? What techniques has Diebenkorn used to convey the look and feel of these 
objects? Use adjectives and action verbs to describe what you see. (SL.1.3, L.1.1, L.1.5) 
 

Unit 5: American Contributions 
 
Art 

 Ben Wittick, Geronimo (Goyathlay), a Chiricahua Apache; full-length, kneeling with 
rifle (1887) 

 Dr. Martin Luther King Jr. at The Lincoln Memorial (1963) 
 George P. A. Healy, Abraham Lincoln (1869) 
 Gilbert Stuart, Dolley Madison (1804) 
 Gilbert Stuart, George Washington (1796) 
 John Singleton Copley, Paul Revere (1768) 
 Portrait of Harriet Tubman (artist and date unknown) 

 
Music 

 George  M.  Cohan,  “Yankee  Doodle  Boy” 
 George  M.  Cohan,  “You’re  a  Grand  Old  Flag” 
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Art, Speaking & Listening 
Select several works to view -- for instance, you might choose to compare the Copley with the 
Stuart.  Ask the students to turn to the person next to them and discuss such questions as:  
"Who is this subject?  How did the artist choose to depict/portray this famous American?"  Just 
by looking, search the paintings or photographs for important clues to discover who this person 
really is.  (SL.1.1, SL.1.3, SL.1.4, SL.1.6) 

Art, Speaking and Listening 
Show students Stuart’s  portrait  of  Washington,  the  Martin  Luther  King  Jr.  photograph,  and  the  
photograph of Geronimo. Ask students to focus on the setting that surrounds each of the 
subjects. In the case of Washington, how did the painter place his subject in order to convey his 
importance? What does the painter add to the scene? How does this differ from the Martin 
Luther King Jr. photograph, where the photographer had to instantly capture the setting? Can 
you see a merging of these two qualities in the image of Geronimo? (SL.1.1, SL.1.3, SL.1.4, 
SL.1.6) 

Music, Vocabulary 
Display the lyrics to each of the songs on an overhead projector or interactive whiteboard. After 
singing the songs together several times, allow the students to choose words that are interesting 
to them and circle them. Help students look for clues in the text to determine word meanings. 
Check for the correct definitions in a dictionary. Collect these and other words to add to the 
word bank from reading throughout the unit. Continue reviewing the songs until the lyrics are 
well known or memorized. (RF.1.4c) 

Unit 6: Around the World with a Glass Slipper 
 
Art 

 Captain Scaramouche (Venice, Italy, date unknown) 
 Devil Dance mask (Aymara, Bolivia, ca. 1974) 
 Display mask (East Sepik, Papua New Guinea, ca. 1980) 
 Mask (Dan, Ivory Coast, ca. early twentieth century) 
 Puppet mask (Japan, ca. early twentieth century) 
 Shaman’s  mask (Inuit/Eskimo, Alaska, ca. early twentienth century) 

 
Art, Language Usage, Speaking and Listening 
Discuss how countries and continents, as depicted in the literature in this unit, are very 
different. Introduce masks from different continents. As they view each mask, ask the students 
to think of describing words (i.e., adjectives) you would use to tell someone about the mask. Ask 
such questions as: "What materials do you think are used? Why do you believe each culture 
chooses specific colors or textures in their works of art? Can you guess how each object was 
used?" (L.1.5d, SL.1.4) 
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Grade Two 

Unit 1: A Season for Chapters 

Art 

 Artist unknown, Snow-Laden Plum Branches (1098-1169) 
 Georges Seurat, Une Baignade, Asnieres(1883-1884) 
 Gustave Caillebotte, Paris Street, Rainy Day (1877) 
 Louis Comfort Tiffany, Dogwood (1900-1915) 
 Maurice de Vlaminck, Autumn Landscape (1905) 
 Pieter Bruegel, Hunters in the Snow (1565) 
 Vincent van Gogh, Mulberry Tree(1889) 
 Vincent van Gogh, Sunflowers (1889) 

 
Music 

 Antonio Vivaldi, The Four Seasons (1723) 
 
Art, Speaking and Listening 
Artists often convey a sense of season in their depictions of flowers or trees. Ask students to 
study  the  Tiffany  image,  van  Gogh’s Mulberry Tree, and the work titled Snow-Laden Branches. 
Note that these works were created on three different continents at around the same time 
period.  Ask  students  to  discuss  similarities  and  differences  in  these  artists’  techniques  for  
depicting the seasons. (SL.2.2) 
 
Art, Informative Writing 
Select a work to study—for instance, you might choose the Seurat for a clear depiction of a 
season. Ask the students to name the season that the artist has painted. Then have students 
write a two-or-three-sentence explanation identifying elements in the work that led them to 
their observation. (W.2.2) 

Art, Language Usage 
View the Bruegel, Caillebotte, and Seurat images. As the class studies each piece, ask the 
students how the artist creates a sense of warmth or cold, dryness or wetness in the painting. As 
the students use adjectives and adverbs in the conversation, write them down under the 
appropriate category on a whiteboard or chart paper. Use these words to create and expand 
sentences  (e.g.,  “The  artist  painted  snow.  The  talented  artist  painted  snow  with  cool  colors.  
Using  an  icy  blue  color,  the  artist  painted  a  snowy  scene.”).  Extend the activity by using the word 
bank to create free-form poems to go with each painting. (L.2.1e, L.2.1f) 

Music, Language Usage, Writing Poetry 
Listen  to  one  of  the  four  concertos  in  Vivaldi’s The Four Seasons. Instruct the students to write 
down words or phrases that come to them as they are listening. After they are finished, tell them 
to work together as a class to compile a list of words and phrases they thought of while listening. 
Choose a descriptive word or phrase and then challenge them to think in simile or metaphor 
(e.g., falling leaves—like what? Like jewels falling from the sky). Use the collection of words and 
phrases  to  write  a  class  poem  titled  “Spring,”  “Summer,”  “Autumn,”  or  “Winter.”  Be  sure  to  use  
rhythm, rhyme, alliteration, and/or repetition in your class poem. (RL2.4, L.2.5b) 
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Unit 2: A Season for Chapters 

Art 
 Edward S. Curtis, A Smoky Day at the Sugar Bowl-Hupa (1923) 
 Edward S. Curtis, Cheyenne Maiden (1930) 
 Frederic Remington, A Dash for the Timber (1899) 
 Frederic Remington, Fight For The Water Hole (1903) 
 George Catlin, A Comanche Family Outside Their Teepee (1841) 
 George Catlin, The White Cloud, Head Chief of the Iowas (1830-1870) 

 
Music 

 Traditional,  “Git  Along,  Little  Dogies” 
 
Art, Speaking and Listening 
Explain to the students that George Catlin was a famous artist who traveled west on horseback 
during the 1800s to paint pictures of Native Americans.  Display his works.  Ask students what 
they notice first in these paintings.  What do they have in common with other portraits they have 
seen?  (For example, Washington, Revere--see Unit Five in the section on first grade.)  Note the 
titles of the works.  Explain that Catlin was unique in his time because he painted Native 
Americans individualistically.  (SL.2.2) 
 
Art, Speaking and Listening 
View the two Remington paintings of cowboys. Ask students to look at the individual cowboys 
and see if they can find many differences in their appearances. Was Remington depicting 
cowboys individually (like Catlin) or more like types (like Custis)? What can we learn about 
cowboy life by looking at these works? (SL.2.3, SL.2.4, SL.2.5) 
 
Art, Speaking and Listening 
Have  students  close  their  eyes  and  “turn  on”  their imaginations. Tell them to imagine traveling 
back to the nineteenth century as if they were artists studying the Native Americans. Ask 
questions like: What do you see? What types of people are there; plants, animals, landscapes? 
Have students write a few sentences about their imagined picture, as well as sketch a picture. If 
time permits, turn the sketched image into a landscape image: add significant aspects, like 
characters, a setting, and any meaningful details. Use listed artworks as inspiration for students. 
(SL.2.3, SL.2.4, SL.2.5) 
 
Art, Opinion Writing 
Select  one  Curtis  and  one  Catlin  artwork  to  study.  Have  the  students  compare  Curtis’s  and  
Catlin’s  approaches  to  depicting  Native  Americans.  Does  Curtis’s  use  of  the  environment  expand  
our understanding of the Native Americans in his photographs? If so, how? (W.2.1, W.2.3) 
 

Unit 3: Building Bridges with Unlikely Friends 

Art 

 Album Quilt (New York, 1853) 
 Album Quilts (Maryland, ca. 1840) 

 
 
 

����



 
 

12 
 

Art, Speaking and Listening 
Use the Maryland Historical Society's interactive website to explore the tradition of album 

quilts.  Discuss with students the reasons behind making such quilts.  How would quilting build 

strong friendships?  What types of images do you see in these quilts?  What do the images tell us 

about the people who made these quilts?  (SL.2.4) 

Art, Speaking and Listening 
Using paper squares and cut-out images, divide the class into (unlikely) groupings of three to 

four students. Have them discuss what type of album quilt they would like to produce as a 

group—what event should they commemorate? Using teamwork, each group should produce a 

small  “quilt”  of  images.  (SL.2.1,  SL.2.5) 

Unit 4: A Long Journey to Freedom 

Art 

 Norman Rockwell, The Problem We All Live With (1963) 

 Photograph of Ruby Bridges (AP Photo, 1963) 

 Working Photograph of Ruby Bridges (artist and date unknown) 

 

Film 

 Euzhan Palcy, dir., Disney's Ruby Bridges: A Real American Hero (1998) 

 
Art, Language Usage, Speaking and Listening 
While the class is focused on Ruby Bridges, show the students some photographs of Bridges and 

the Rockwell, which was painted after a photograph of her. What can you learn about Bridges 

and the time in which she lived by looking at these works? Compare the photo of Bridges 

walking  to  school  with  that  section  of  Rockwell’s  painting.  What  has  Rockwell  added  or  
subtracted  (e.g.,  the  lunchbox,  graffiti)?  What  tells  us  more  about  Bridges’s  character,  the  
photograph  or  Rockwell’s  depiction  of  her?  (Note:  You  should  look  for  adjectives  and  character  
vocabulary in the conversation.) (L.2.5b, L.2.6, SL.2.3) 

Unit 5: Hand-Me-Down Tales from Around the 
World 

Dance 
A Folk Tale (Et Folkesagn) (Royal Danish Ballet, 2011) 

 Peter and the Wolf (Royal Ballet School, 1995) 

 The Firebird (Northwest Ballet, 2008) 

 

Art 

 Edgar Degas, The Dancing Class (1870) 

 Edgar Degas, The Little Fourteen-Year-Old Dancer (1879-1880) 

 Giovanni Domenico Tiepolo, A Dance in the Country (1755) 

 
Film 

 Suzie Templeton, dir., "Peter and the Wolf" (2006) 
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Music 

 Sergei Prokofiev, "Peter and the Wolf" (1936) 
 
Art, Speaking and Listening 
How can we view folktales in an artistic way? Have students view clips of the ballets provided. 
After viewing clips of each  folktale  ballet,  discuss  with  students:  “Can  you  see  the  storytelling  
clearly in these works? If so, how? If not, how would you, as a dancer or choreographer, make 
this clearer for the viewer? Does viewing a folktale, rather than reading it, change the meaning 
for  the  viewer?  How  so?”  For  background  on  ballet,  see  the  essay  titled  “The  Ballet”  at  the  
Metropolitan Museum. It may be helpful to introduce concepts of ballet through the artworks 
listed previously. (SL.2.5) 

Music, Art, Speaking and Listening 
Explain to the students that Sergei Prokofiev is a Russian musical composer who wrote a 
musical  rendition  of  the  folktale  called  “Peter  and  the  Wolf.”  Explain  that  he  used  different  
musical instruments to represent the characters in the story. Compare and contrast different 
productions of this piece (e.g., animated version, music-only CD, video of the ballet). (RL.2.2, 
RL.2.6, RL.2.9, SL.2.2) 
 

Unit 6: Taking Care of Ourselves 

Art 

 Annibale Carracci, The Beaneater (1584-1585) 
 Claes Oldenburg, Two Cheeseburgers, with Everything (1962) 
 Guiseppe Arcimboldo, Vertumnus (1590-1591) 
 Michelangelo Merisi da Caravaggio, Basket of Fruit (ca.1599) 
 Pieter Claesz, Still Life with Two Lemons (1629) 
 Wayne Thiebaud, Cakes (1963) 
 Willem Claesz. Heda, Still Life on a Table (1638) 
 William Bailey, Still Life with Rose Wall and Compote (1973) 

 
Music 

 Lionel  Bart,  “Food,  Glorious  Food”  (from  Oliver) 
 Traditional,  “Dry  Bones” 
 Traditional,  “I‘m  Being  Swallowed  by  a  Boa  Constrictor” 

 
Art, Informative Writing 
After students have drawn an object from the still life (see Class Discussion/Art Appreciation 
activity  in  this  section),  extend  the  activity  by  writing.  Give  the  students  this  prompt:  “Write  an  
explanatory how-to piece focused on how you created your painting. Include a description of 
your still life, the steps of setting up the display through creating your painting, and a strong 
conclusion.”  (W.2.2) 
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Art, Class Discussion 
Look at the Thiebaud versus the Bailey. How are the colors different? Are we looking at the 
objects from above, below, or straight on? Did the artists place the objects close together or far 
apart? Why do you think Bailey chose to space the objects in his painting asymmetrically, versus 
the symmetry of the Thiebaud? Introduce the Arcimboldo painting into the discussion. Continue 
to talk about color, perspective, symmetry, and detail and the many different ways in which 
artists choose to paint, even when they are all painting a still life. (SL.2.1, SL.2.2) 

Music, Vocabulary 
Explore  text,  rhythm,  and  rhyme  in  the  song  “Dry  Bones.”  Discuss  how  bones  are  connected  in  
the  song.  It’s  fun,  though  not  necessarily  accurate  (e.g.,  the  “toe  bone”  is  not  connected  directly  
to  the  “heel  bone”).  Then  have  the  students  research  the  scientific names of the bones. Assign 
each pair of students one of the bones in the song to research online or in an encyclopedia. They 
should be sure to find out how the bones are actually attached and note the real names for each 
of the bones mentioned. For example, the twenty-six bones in the foot and the toes are actually 
called  “phalanges.”  Extend  this  activity  to  the  stretch  level  by  having  the  students  sing  the  song  
with the scientific names. (RL.2.4, RI.2.7) 

Art, Speaking and Listening 
Introduce the genre of still life to the students. As students view the paintings, talk about the 
details, objects, and positions of objects that they notice. Closely examine the works by Heda 
and  Claesz.  Explain  that  these  artists  did  “high-definition”  work  almost  two hundred years 
before  photography  was  invented.  They  called  it  trompe  l’oeil,  which  is  French  for  “deceive  the  
eye.”  Students  should  notice  how  these  paintings  are  “realer  than  real.”  Put  cut  fruit,  a  basket,  or  
metalware on the table and have students try to draw one of the objects precisely. (SL.2.1, 
SL.2.2) 

Grade Three 

Unit 1: Stories Worth Telling Again and Again 

Art 

 Jacopo Pontormo, Descent from the Cross (1528)  
 Jan van Eyck, Arnolfini Portrait (1434)  
 Pablo Picasso, Guernica (1937)  
 Trajan’s  Column (Rome, Italy, completed 113 CE) (detail)  

Art, Speaking and Listening 
Closely  examine  the  van  Eyck  image,  noticing  the  work’s  many  unique  and  peculiar details. Why 
is  there  only  one  candle  in  the  chandelier?  Is  that  the  artist’s  signature  in  the  center  of  the  
painting? Can you see other figures reflected in the mirror at center? Discuss how close 
examination of a painting, like a literary work, often reveals hidden or deeper meaning. (SL.3.1c, 
SL.3.1d, SL.3.2, SL.3.3) 
 
Art, Speaking and Listening 
In each of these images, see if you can identify a story or event that has been passed down 
through generations. These might be stories for a civilization to remember or perhaps just a 
family. Discuss how these images also serve as records. What does the artist do to document the 
importance of an event (e.g., include unique elements or details)? How might these stories be 
retold because of these images? (SL.3.1c, SL.3.1d, SL.3.2, SL.3.3) 
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Unit 2:  Inspired by the Sea 

Art 

 Claude Monet, Garden at Sainte-Adresse (1867)  
 Edward Hopper, Ground Swell (1939)  
 Joseph Turner, Margate (?), from the Sea (1835-1840)  
 Katsushika Hokusai, Mount Fuji Seen Below a Wave at Kanagawa(1826-1833)  
 Richard Diebenkorn, Horizon: Ocean View (1959)  

 
Art, Speaking and Listening 
Review all of the artworks. Ask students to describe differences among the works. Which one 
depicts the sea most accurately? Is it realistic or abstract? What would you create if you painted 
or  drew  your  own  image  of  the  sea?  Describe  your  “ideal”  sea  image  in  words.  (W.3.3,  SL.3.4,  
SL.3.5) 
 
Art, Speaking and Listening 
Continue with class discussion about the title of the unit, Inspired by the Sea. What do you see 
in each artwork—can you see the sea? Cover the part of the work that is not part of the sea. What 
changes about the sea? What do you notice in the water? Why did the artist choose those colors? 
Is it obvious that this detail is a picture of the sea? What else could it be? Closely compare the 
Diebenkorn image with the Hopper. Discuss the differences in color, line, texture, and shape of 
each seascape. Discuss the ideas of abstraction and realism by contrasting these works. (SL.3.1, 
SL.3.3) 

 
Unit 3:  Creative, Inventive, and Notable People 

Art 

 Alice Neel, Faith Ringgold (1976)  
 Andy Warhol, Self-Portrait (1967)  
 Arnold Newman, Igor Stravinsky (1946)  
 Artist Unknown, Helen Keller with Anne Sullivan (1888)  
 Edoardo Gelli, The Last Portrait of Mark Twain (1904)  
 Pablo Picasso, Gertrude Stein (1906)  
 Paul Gauguin, Self-Portrain (1889)  
 Richard Avedon, Marian Anderson, Contralto, New York (1955)  
 Vincent van Gogh, Self Portrait (1887-1888)  
 Winold Reiss, Portrait of Langston Hughes (no date)  
 World-Telegram staff photographer, Louis Armstrong (1953)  

 
Art, Speaking and Listening 
Select two works to compare in a large-group discussion—for instance, the Warhol self-portrait 
and the photograph of Louis Armstrong. Discussion should focus on choices that the artist made 
to  communicate  the  importance  of  the  subject,  including  the  subject’s  unique  creative  sensibility  
in art, music, or writing. In the above example, students might explore why the trumpet is the 
focal point of the photograph—does the photographer want the viewer to focus mainly on the 
music or on the man? How is the self-portrait of Warhol different? What details does he give us, 
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and what remains ambiguous? How did the painter or photographer choose to depict the artist 
(or musician or writer) and portray his or her talents? (SL.3.1, SL.3.3) 
 
Art, Speaking and Listening 
Examine again one of the portraits that you most admire. If you were to create either a self-
portrait or a portrait of someone you respect, what features would you include? What aspects of 
these  artists’  works  would  you  use  in  your  own  interpretations?  Write  a  brief  narrative  
describing your imagined portrait. (W.3.3) 

 
Unit 4:  The People, The Preamble, and the 
Presidents 

Art 

 Aaron Shikler, Oil Portrait of John F. Kennedy (Official Portrait) (1970)  
 Artist unknown, Reagan Inaugural Parade (1981)  
 Chuck Close, Portrait of Bill Clinton (2005)  
 Daniel Chester French, Lincoln Memorial (1922)  
 Emanuel Leutze, Washington Crossing the Delaware (1851)  
 Gilbert Stuart, George Washington (1796)  
 Jean-Antoine Houdon, Bust of Thomas Jefferson (1789)  
 John Trumbull, John Adams (1792-1793)  
 Robert Rauschenberg, Retroactive 1 (1964)  

Art, Speaking and Listening 

What have modern artists chosen to omit or add in more recent portraits—such as the portrait of 
Bill  Clinton  by  Chuck  Close  or  Rauschenberg’s  portrait  of  John  F.  Kennedy?  How  do  these  
images differ from previous presidential portraits? (SL.3.1, SL.3.3) 

Art, Speaking and Listening 
Select one of the following comparisons: Washington Crossing the Delaware (Leutze) versus 
Reagan Inaugural Parade (photographer unknown) or George Washington (Stuart) versus Oil 
Portrait of John F. Kennedy (Shikler). Discuss how the style of depicting presidents has 
changed over time—and how it has remained the same. What elements can you identify in each 
painting that have remained? Subjects, details, themes? (SL.3.1, SL.3.3) 

 
Unit 5:  A Feast of Words on a Planet Called Earth 
– and Beyond  
Art 

 Helen Frankenthaler, Canyon (1965)  
 Helen Frankenthaler, Wales (1966)  
 Jackson Pollock, Number 1, 1950 (Lavender Mist) (1950)  
 Jackson Pollock, One: Number 31, 1950 (1950)  
 Morris Louis, Number 182 (1961)  
 Sam Gilliam, Red Petals (1967)  
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Art, Opinion Writing 
Compare Gilliam with Louis. Both artists were concerned with and interested in truly combining 
paint with canvas. Why do you think each artist chose these colors? Do you think he or she 
meant to make it look like this, or is it random? How do these paintings make you feel? Write a 
brief paragraph answering these questions. (W.3.1) 
 
Art, Language Usage, Speaking and Listening 
Building on the use of verbs, idioms, and dramatic reading, show the students Number 31 
(Pollock) and Canyon (Frankenthaler). Ask students: What words come to mind when you see 
these paintings? What words might you use to describe the colors? The texture? What forms do 
you see? Is there action in the paintings? How so? Define any of the words used (i.e., texture, 
shape, form, etc.). Review the difference between realism and abstraction. (L.3.1, L.3.3, L.3.5, 
SL.3.1, SL.3.3) 

 
Unit 6:  Fantastic Adventures with Dragons, Gods, 
and Giants  
 
Art 

 Greek and Roman Art Collection (The Metropolitan Museum of Art)  
 The Colosseum (Rome, Italy, 80 CE)  
 The Parthenon (Athenian Acropolis, Greece, 438 BCE)  

 
Art, Speaking and Listening 
Ask students what they notice first about the architecture of each building. What features do the 
buildings have in common? The Parthenon was built many years before the Colosseum—what 
traditions  were  carried  into  Roman  society  in  terms  of  architectural  style?  What  didn’t  the  
Romans do that the Greeks did on their colossal building? (SL.3.1, SL.3.3) 
 
Art, Speaking and Listening 
Compare images of the Colosseum and the Parthenon. Explain that one of these buildings was 
used for contests, battles, and dramas based on mythology. The other was used as a place of 
worship as well as a treasury, dedicated to a special goddess known as Athena. Can you tell 
which building was which, just by looking at them? What would you need to know in order to 
tell the difference? (SL.3.1, SL.3.3) 
 
Art, Speaking and Listening 
Introduce some of the art held in the Greek and Roman collection at the Metropolitan Museum 
of Art. Then lead a discussion about how the students see the mythology influencing ancient 
Greek and Roman art. In particular, discuss the relationship between the stories of the people 
(myths) and the inspiration for artistic pieces. (RL.3.2) 
 

Grade Four 

Unit 1: Tales of the Heart  

Art 

 Alexander Calder, Untitled (1976)  
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 Dying Gaul (Rome, Italy, 230 BCE-220 BCE)  

 Giotto di Bondone, Lamentation (1305-1306)  

 Jean-Honoré Fragonard, The Swing (1766)  

 Pablo Picasso, Guernica (1937)  

 Vincent van Gogh, Portrait of Dr. Gachet (1890)  

Art, Speaking and Listening 
View each of the images and try to identify the emotion that the artist wanted to impart to the 

viewer. Compare the Dying Gaul with the Lamentation. What did the artists want you to feel? 

Next, look at The Swing.  How  is  this  different?  What  elements  of  the  artists’  painting  styles,  
color palettes, or details did they include that help to convey these emotions? Is it the subject 

matter  that  mostly  conveys  the  emotions,  or  is  it  the  artists’  way  of  presenting  it?  (SL.4.1) 
 

Art, Speaking and Listening 
Review the elements of form in art (e.g., line, color, texture, form). Identify and describe these in 

Picasso’s  Guernica and  van  Gogh’s  Portrait of Dr. Gachet. How did these artists use formal 

elements to convey emotion in these works? (SL.4.1) 

 
Unit 2:   Literature Settings:  Weather or Not  
 
Art 

 Claude Monet, Bridge over a Pond of Water Lilies (1899)  

 Claude Monet, Rouen Cathedral: The Portal (Sunlight) (1893)  

 Édouard Manet, Boating (1874)  

 Gustave Caillebotte, Paris Street, Rainy Day (1877)  

 John Constable, Seascape Study with Rain Cloud (1827)  

 Kazimir Malevich, Morning in the Village after Snowstorm (1912)  

 Thomas Hart Benton, July Hay (1943)  

 Wassily Kandinsky, Cemetery and Vicarage in Kochel (1909)  

 

Art, Speaking and Listening 
Examine the Constable, Benton, and Malevich pieces and discuss how the formal elements (e.g., 

color, line, texture, and shapes) in these works relate to the weather being shown. Ask questions 

such as: How do the color and texture of the sky help to convey the weather? What lines lead you 

to understand this is a specific type of weather? How do the shapes that define the figures and 

landscape signal particular weather conditions? (SL.4.1, SL.4.3) 

 

Art, Language Usage, Narrative Writing 
Look at how weather is portrayed in the various art selections. What adjectives would you use to 

describe the weather? Are there any similes, metaphors, or figurative language that you think 

work best? Write down your own response and compare your answer with others in the class. 

Choose your favorite artwork and find a partner who chose the same piece. Together, write an 

opening scene from a story that would have that weather as its setting, using at least one 

metaphor or simile. (RL.4.7, W.4.3b, L.4.5a) 
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Unit 3:   Animals are Characters, Too:  Characters 
who Gallop, Bark and Squeak 
 
Film 

 Brad Bird and Jan Pinkava, dir., Ratatouille (2007)  
 Caroline Thompson, dir., Black Beauty (1994)  
 Carroll Ballard, dir., Black Stallion (1979)  
 Chris Noonan, dir., Babe (1995)  
 Max Nosseck, dir., Black Beauty (1946)  
 Sam Fell and Robert Stevenhagen, dir., Tale of Despereaux (2008)  
 Wayne Wang, dir., Because of Winn Dixie (2005)  

 
Film, Reading Literature, Speaking and Listening 
Compare the film and print versions of a book such as Black Beauty or Black Stallion. You can 
also download and compare any animal film, such as Babe, to a script of the film. (Your teacher 
needs to check and approve the parts of the script you want to use.) Decide what you want to 
compare before viewing (e.g., characters, settings, descriptions, dialogue, and/or stage 
directions), and keep notes in your journal about similarities and differences as well as the 
major differences between drama and prose. (SL.4.1, RL.4.5) 
 
Film, Reading Literature, Speaking and Listening 
Compare the film and print versions of a book such as Black Beauty or Black Stallion. You can 
also download and compare any animal film, such as Babe, to a script of the film. (Your teacher 
needs to check and approve the parts of the script you want to use.) Decide what you want to 
compare before viewing (e.g., characters, settings, descriptions, dialogue, and/or stage 
directions), and keep notes in your journal about similarities and differences as well as the major 
differences between drama and prose. (SL.4.1, RL.4.5) 

 
Unit 4:  Revolutionaries from the Past  
 
Art 

 Grant Wood, Midnight Ride of Paul Revere (1931)  
 John Singleton Copley, Paul Revere (1768)  

 
Media 

 Rock and Revolution, “Too  Late  to  Apologize” (2010)  
 

Art, Speaking and Listening 
View the Copley and Wood paintings again (see the other Art, Speaking and Listening activity in 
this section). One work is a portrait painted while the person was  living;;  the  second,  the  artist’s  
interpretation a hundred years later. Notice the differences in perspective (e.g., eye-level view 
vs.  bird’s-eye view). Why do you think the earlier image focuses more on the man and the later 
one on the event that made him famous? (SL.4.1, SL.4.3, L.4.3) 
 
Art, Speaking and Listening 
Compare  Copley’s  and  Wood’s  portrayals  of  Paul  Revere.  How  are  they  different?  Do  they  have  
anything common—aside from both showing Revere? Students should think about what they 
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know about Revere and his famous ride as they consider the works. What do you see first in each 
image? Is it Revere or something else? Each artist meant to tell a story through his painting—
can you describe this story? (SL.4.1, SL.4.3, L.4.3) 
 
Media, Speaking and Listening 
Independently  or  as  a  class,  view  the  video  “Too  Late  to  Apologize”  (see  Art,  Music,  and  Media).  
The first time, talk about the meaning and historical significance of the words. Then view the 
video a second time, stopping to discuss the images used and  how  they  represent  America’s  past  
in a contemporary manner. Optional extension: create or remix your own music video to 
accompany your speech (from activity #14). (RL.4.7, RL.4.9, RI.4.7, RI.4.9, SL.4.1) 
 

Unit 5:  Stories of the Earth and Sky 
 
Art 

 Albert Pinkham Ryder, Seacoast in Moonlight (1890)  
 Alfred Stieglitz, Equivalents (1923)  
 El Greco, View of Toledo (c. 1595)  
 Jean-François Millet, Landscape with a Peasant Women (early 1870s)  
 John Constable, Hampstead Heath, Looking Towards Harrow at Sunset (1823)  
 John Constable, Study of Clouds (1822)  
 Louisa Matthíasdóttir, Gul (1990)  
 Piet Mondrian, View from the Dunes with Beach and Piers (1909)  
 Vija Celmins, Untitled #3 (Comet) (1996)  
 Vincent van Gogh, The Starry Night (1889)  

 
Art, Speaking and Listening 
View  Stieglitz’s  and  Celmins’s  works  closely.  Ask  students  to  guess  which  work  is  a  photograph  
and which one a drawing. What is happening in each image of the sky? How has the artist 
depicted the sky? What types of artistic techniques has he or she employed? Is one depiction 
more mysterious than the other? (SL.4.1, SL.4.3) 
 
Art, Informative Writing, Oral Presentation 
Study  Millet’s  and  Constable’s  works  closely.  Note  that  they  both  include  earth  and  sky  and  an  
individual figure. Students should compare and contrast the two works, answering questions 
such as: What different choices did each painter make to distinguish between the earth and sky, 
land and air—colors, textures, light? What role does the figure play in the work? Next, students 
should write a short essay outlining their responses. Have students present the works, along 
with their essay, to the class. (SL.4.1, SL.4.3, L.4.3) 
 
Art, Narrative Writing 
After  looking  at  and  discussing  as  a  class  van  Gogh’s  The Starry Night and  El  Greco’s  View of 
Toledo, students should select one of the two works and write a story that could take place at the 
time of day and in the location depicted in the painting. Ask students to look closely at the 
painting before beginning to write, and to refer back to it repeatedly. Begin by outlining your 
story  using  the  “Somebody-Wanted-But-So”  graphic  organizer.  Then,  make  a  list  of  the  main  
events for your story. Next, add details by incorporating some facts you learned from your 
research, as well as some imaginary information, because we have learned that taking artistic 
license is an effective technique that authors use to build a story. Write a draft of your story and 
work with a partner to choose words and phrases that have the effect you want and that fit the 
painting you selected. Once you and your partner believe your story is of the highest quality, 
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record yourself reading it. Upload this as a podcast to the class web page, which will have van 
Gogh’s  and  El  Greco’s  paintings  displayed  nearby.  (W.4.3,  W.4.4,  W.4.5,  W.4.6,  W.4.7,  W.4.8,  
SL.4.5, L.4.3, L.4.5, L.4.1, L.4.2) 

 
Unit 6:  Literary Heroes 

Art 

 Donatello, St. George (1415-1417)  
 Raphael, St. George and the Dragon (1504-1506)  
 The Unicorn Tapestries (late fifteenth through early sixteenth centuries)  

Film 

 Michael Curtiz, William Keighley, dir., The Adventures of Robin Hood (1938)  
 Richard Thorpe, dir., Knights of the Round Table (1953)  

Art, Speaking and Listening 
Examine  Raphael’s  painting  of  St.  George.  What  imagery  do  you  see?  How  has  Raphael  depicted  
St. George? How does he look? Now, look at the Donatello sculpture of St. George. What are the 
differences? How did each artist choose to render his character? Can you see any of the same 
elements in the St. George characterizations as you did in the Unicorn Tapestries? (SL.4.1, 
SL.4.3) 
 
Art, Speaking and Listening 
Explore the imagery in the Unicorn Tapestries. What do you see? Continuing with what you 
have learned about the medieval European world, who are the characters featured in the 
tapestries? What is the meaning of the medieval hunt? Why does the unicorn seem symbolic—is 
it treated specifically in the tapestries? What about other animal imagery? (SL.4.1, SL.4.3) 
 
Film, Reading Literature, Speaking and Listening 
Compare film and print versions of a book such as The Adventures Robin Hood or Knights of 
the Round Table. (Note: You may need to ask your teacher which scenes would be appropriate to 
watch.) While viewing select scenes, discuss major differences between drama and prose, and 
structural elements (e.g., casts of characters, settings, descriptions, dialogue, and stage 
directions). (SL.4.1; RL.4.5) 
 

 
 
 
 
 
 
 

����



 
 

22 
 

Grade Five 

Unit 1:  Playing with Words 

Art 

 Joseph Cornell, Cassiopeia 1 (1960)  
 Joseph Cornell, L'Egypte de Mlle Cleo de Merode, cours élémentaire d'histoire naturelle 

(1940)  
 Joseph Cornell, Object (Roses des Vents) (1942-53)  
 Joseph Cornell, Untitled (Solar Set) (1956-58)  

Media 

 Bud Abbott and Lou Costello, “Who’s  on  First?” (c. 1936)  

Music 

 Benjamin Britten, The  Young  Person’s  Guide to the Orchestra, Opus 34 (1946)  
 Jack Norworth, Take Me Out to the Ballgame (1908)  

Music, Speaking and Listening 
Listen  to  Benjamin  Britten’s  The  Young  Person’s  Guide  to  the  Orchestra as a class. Discuss how 
the  ideas  of  “theme  and  variations”  are  expressed  through  music.  As  a  class,  choose  a  common  
topic about which to write, and then anyone who is interested may share their draft with the 
class. Discuss the similarities and differences  in  writing,  just  as  “themes  and  variations”  exist  in  
music. (SL.5.1a, SL.5.1b) 
 
Art, Narrative Writing 
The Cornell boxes are carefully arranged to let your eye wander and find hidden objects. Cornell 
has created an assemblage, or a three-dimensional artistic composition made out of found 
objects. If you could create an assemblage box in the manner of Joseph Cornell, what would you 
put inside? Would you hide objects in drawers and small spaces, or let your viewer see 
everything? Write a short narrative describing your process for creating an assemblage. (W.5.3, 
W.5.4) 
 
Art, Speaking and Listening 
Do  visual  artists  “play”  with  materials  the  way  other  artists  do?  Examine  the  works  of  Joseph  
Cornell. This early twentieth-century American artist spent his life collecting and arranging 
objects into imaginative and whimsical works. What do you notice about his assemblages? What 
types  of  objects  did  he  use?  Are  Cornell’s  boxes  like  visual  poems?  What  questions  are  you  left  
with once you look at each box? (SL.5.1) 
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Unit 2:  Renaissance Thinking  

Art 

 Donatello, St. George (ca. 1416)  
 Leonardo da Vinci, Mona Lisa (c. 1503-1506)  
 Leonardo da Vinci, The Last Supper (1495-1498)  
 Michelangelo, Ceiling of the Sistine Chapel (1508-1512)  
 Michelangelo, Dome  of  St.  Peter’s  Basilica (1506-1626)  
 Pieter Bruegel, Peasant Wedding (1567)  
 Raphael, School of Athens (1510-1511)  

Music 

 Canadian  Brass,  “English  Renaissance  Music”  
 The  King’s  Singers,  Madrigals  
 Traditional,  possibly  Henry  VIII  of  England,  “Greensleeves”  (1580)  

Music, Speaking and Listening 
Listen to music from the Renaissance. How does this music reflect the time period in which it 
was written? How is it similar to and different from music you listen to today? Discuss as a class. 
(SL.5.1a,b) 
 
Art, Reading Literature, Speaking and Listening 
Usually pictures enhance a story, but sometimes pictures are part of the story, such as in The 
Invention of Hugo Cabret by Brian Selznick. How do pictures tell a story? Justify your answer 
by citing specific pages from the text during class discussion. (SL.5.1; SL.5.5) 
 
Art, Speaking and Listening 
To help you appreciate, in some small part, the challenges that Michelangelo faced in painting 
the ceiling of the Sistine Chapel, tape paper under your desk and then draw a detailed picture for 
ten minutes without stopping. After ten minutes, switch from pencil to paint. With your 
classmates, discuss the experience, and how it helps you to appreciate the amount of work that 
went into creating the Sistine Chapel ceiling. Finally, write in your journal about what it must 
have been like for Michelangelo to tackle a project that took years to complete in difficult 
conditions. (SL.5.1a, SL.5.1b, W.5.1a,b,c,d,e,f) 
 
Art, Speaking and Listening 
Compare  da  Vinci’s  Mona Lisa and  Donatello’s  St. George. How has the artist captured the 
subject’s  essence  in  this  portrait?  What  is  different  between  the  two?  Both  portraits are believed 
to be of real people. How did each artist seem to take this into consideration in their portrayal? 
(SL.5.1) 
 
Art, Speaking and Listening 
Compare Raphael's School of Athens with da Vinci's The Last Supper. How does each artist 
create a narrative? Discuss the idea of composition—how does the artist organize the painting 
and the story it tells? Photocopy both images and have students draw on the pages, grouping the 
characters. Discover the underlying structure of each work and compare them. Identify the 
central figures in each story. Examine the way each artist chose to focus viewer's attention on 
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those figures and then move the eye around the scene. What details did the artists include that 
help tell their stories? (SL.5.1, SL.5.5) 

 
Unit 3:  Clues to a Culture  
 
Art 
 

 Artist unknown, San Juan, A Mescalero Apache Chief (no date)  
 Bill Hupe, Dedication Potlatch: The Honoring of Ancient Traditions (2006)  
 Edward S. Curtis, Apache Still Life (1907)  
 Edward S. Curtis, East Side of Walpi (1921)  
 Haida mask (1879)  
 Hopi Girl with Jar (no date)  
 Indian Village Alaska (1897)  
 Noah H. Rose, View of two Native American Apache women outside their cloth-covered 

wickiups in a camp in Arizona (1880)  
 Wooden Hopi Kachina doll (1925)  

 
Media 
 

 I Will Fight No More (video of the speech of Chief Joseph)  
 
Music 
 

 Thomas Vennum, Ojibway Music from Minnesota: A Century of Song for Voice and 

Drum  
 
Music, Speaking and Listening 
Discuss how art and music can provide insights into a culture. From which do you prefer to 
learn? Why? Your teacher may ask you to write your own response and reasons on sticky notes, 
on a whiteboard, or in your journal before discussing as a class. (SL.5.1) 
 
Art, Opinion Writing 
View  Rose’s  and  Curtis’s  photographs,  along  with  Indian Village, Alaska. What can we learn 
about these tribes through images of their housing? Why do you believe each tribe has a 
different form of home? For instance, why might the Apache build more temporary housing and 
the Hopi build into the land? What about these images can lead you to make educated guesses? 
Ask the students to write an essay describing what they have learned by viewing the 
photographs. (W.5.1, W.5.2, W.5.4, W.5.8) 
 
Art, Speaking and Listening 
Compare the Haida mask with the Kachina doll. Are the colors, fabrics, and textures used 
similar? Why do you believe this is so? What is the purpose of each of these objects? Discuss the 
use of pattern in these two works. (SL.5.1) 
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Unit 4:  America in Conflict 
 
Art 

 Alexander Gardner, “President  Abraham  Lincoln  in  the  tent  of  General George B. 
McClellan  after  the  Battle  of  Antietam” (October 3, 1862)  

 
Media 
 

 Civil War photographs  
 

Music 
 

 "Goober Peas"  
 Daniel  Decatur  Emmett,  “Dixie”  (1861)  
 Julia  Ward  Howe,  “The  Battle  Hymn  of  the  Republic”  (1861)  
 Patrick  S.  Gilmore,  “When  Johnny  Comes  Marching  Home”  (1863)  

 
Art, Speaking and Listening 
How is war depicted through art? View one of the most famous photos of the Civil War, 
President Abraham Lincoln in the Tent of General George B. McClellan After the Battle of 
Antietam, and discuss what the image teaches viewers about the Civil War, even before learning 
facts and reading literature from that time period. (SL.5.1) 

 
Unit 5:  Exploration, Real and Imagined 

Art 

 Antoine de Saint-Exupéry, The Little Prince (1943) (Illustrations)  
 Giorgio De Chirico, The Disquieting Muses (1916)  
 Jean (Hans) Arp, Mountain, Navel, Anchors, Table (1925)  
 Marcel Duchamp, Bicycle Wheel (1913)  
 René Magritte, The False Mirror (1928)  
 René Magritte, Time Transfixed (1938)  
 Roberto Matta, Psychological Morphology (1938)  
 Salvador Dalí, The Persistence of Memory (1931)  
 Sir John Tenniel, Alice’s  Adventures  in  Wonderland (Illustrations)  
 Wilfredo Lam, Untitled, (1947)  

Film 

 Lewis  Carroll’s  Alice  in  Wonderland (Broadway Theater Archive) (1983)  
 Stanley Donen, dir., The Little Prince (1974)  

Music 

 Danny Elfman, Soundtrack to Alice in Wonderland (2010) (Walt Disney Records)  
 Steve Schuch, The Little Prince (1997) (Night Heron Music)  
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Music, Speaking and Listening 
Listen  to  the  song  "The  Little  Prince”  by  Steve Schuch. Read the lyrics. Discuss similarities and 
differences between the song and the book. (SL.5.1) 
 
Film, Reading Literature, Speaking and Listening 
How is reading Alice’s  Adventures  in  Wonderland or The Little Prince similar to or different 
from watching a DVD version? Which do you prefer? Why? Write your initial thoughts in your 
journal before discussing as a class. (RL.5.7) 
 
Art, Narrative Writing 
Have students select any one of the works. Students should inventory the visual elements in the 
work. Consider what the artists might be trying to communicate about the figure(s) or the 
setting through their juxtaposition of imagery and/or use of distortion. What role does color 
play in the work? Use the list to write a short story based on the work, referring back to it as the 
story is developed. Is the story similar to a dream? (W.5.3, W.5.4) 
 
Art, Speaking and Listening  
Examine the work of two surrealist artists:  Salvador Dali and Rene Magritte.  Compare the 
dreamlike state of the artworks to the experiences Alice has in Wonderland.  In what ways are 
Alice's adventures similar to dreams (or nightmares)?   To surrealist art?  (SL.5.1) 
 
Art, Speaking and Listening 
The suggested artworks in this unit belong to two related schools of art—Dadaism and 
Surrealism.  Duchamp’s  Bicycle Wheel is considered a Dadaist work. Dadaists created "anti-art”  
that attempted to go against long-established ideas of what art looked like. Duchamp made a 
series  of  works  he  called  "readymades,”  which  paired  or  simply  presented  commonplace objects 
in  an  art  setting.  Jean  Arp  was  also  a  Dadaist.  Read  the  title  of  Arp’s  work  out  loud  as  you  
examine  it.  What  do  you  see?  Now,  look  at  Magritte’s  Time Transfixed. Magritte worked as a 
Surrealist, an approach to art making that developed out  of  Dadaism.  Much  of  Magritte’s  work  is  
dreamlike, featuring qualities found in Surrealism. Closely examine Time Transfixed and 
discuss as a class how Dadaism and Surrealism are similar and different. (SL.5.1, SL.5.5) 
 

Unit 6:  Coming of Age 

Art 

 Bernard Joseph Steffen, Dusty Plowing (ca. 1939)  
 Blanche Grambs, No Work (1935)  
 Conrad A. Albrizio, The New Deal (1934)  
 Dorothea Lange, Migrant Mother (1936)  
 Edward Hopper, House by the Railroad (1929)  
 Hugo Gellert, The Working Day, no. 37 (ca. 1933)  

Film 

 Doug Atchison, dir., Akeelah and the Bee (2006)  
 Robert Stevenson, dir., Old Yeller (1957)  
 Victor Fleming, dir., The Wizard of Oz (1939)  

Music 
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 Artie  Shaw  and  His  New  Music,  “Whistle  While  You  Work”  (no  date)  
 Duke  Ellington  and  Irving  Mills,  “It  Don’t  Mean  a  Thing  (If  It  Ain’t  Got  That  Swing)”  

(1931)  

 E.Y.  “Yip”  Harburg  and  Jay  Gorney,  “Brother,  Can  You  Spare  a  Dime?”  (1931)  
 Jack  Yellen  and  Milton  Ager,  “Happy  Days  Are  Here  Again”  (1929)  
 Jerome  Kern  and  George  Gard  “Buddy”  DeSylva,  “Look  for  the  Silver  Lining”  (1920)  
 Marsha Norman and Lucy Simon, The Secret Garden (musical) (1991)  

Art, Speaking and Listening 
Compare the Dorothea Lange photograph with the drawing by Blanche Grambs. Can you still 

feel  emotion  looking  at  the  drawing,  even  though  you  are  not  seeing  the  character’s face? What 

about  in  Lange’s  photograph?  What  makes  this  image  so  powerful?  (SL.5.1.  SL.5.4) 

Art, Speaking and Listening 
View  Edward  Hopper’s  House by the Railroad. Does the house appear occupied or abandoned? 

Does the railroad track appear to cut off access to the house, at least visually? What feelings do 

you get when you view this image? Note that Hopper claimed to try not to depict emotion in his 

paintings, only facts. Do you think Hopper was trying to depict the status of society at this 

time—or just a house? Would you describe this painting as happy, sad, or neither? (SL.5.1. 

SL.5.4) 

Film, Reading Literature, Speaking and Listening 
As an alternative means of examining the elements involved in coming-of-age stories, select a 

movie version of one of the stories to watch and discuss the elements from the graphic organizer 

(see the Reading Literature, Speaking and Listening activity in this section). Did the novel or 

movie address a question or issue with which you (or a friend) have struggled? (RL.5.7) 

 

Music, Speaking and Listening 
Listen to music from the Great Depression. Discuss how music can provide insight into 

historical events. What do you learn about these events by listening to music? How do the arts 

provide comfort and solace in times of conflict? Your teacher may ask you to write your own 

response on sticky notes, on a whiteboard, or in your journal before discussing as a class. 

(SL.5.1) 
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Grade Six 

Unit 1:  I  Won’t  Grow  Up 

Film 

 Mel Stuart, dir., Willy Wonka and the Chocolate Factory (1971)  
 Tim Burton, dir., Charlie and the Chocolate Factory (2005)  
 Henry Selick, dir., James and the Giant Peach (1996)  
 Marc Forster, dir., Finding Neverland (2004)  
 Glenn Casale and Gary Halvorson, dir., Peter Pan (2000)  

Media 

 James and the Giant Peach (audiobook CD) (Puffin Books)  
 Peter and the Starcatchers (audiobook CD) (Brilliance Audio)  
 Peter Pan (BBC Radio Presents) (Random House Audio)  

Music 

 Moose  Charlap  and  Carolyn  Leigh,  “I  Won’t  Grow  Up”  (1954).  Note: This song is from 
Peter Pan, the musical. The version in which Cathy Rigby sings the part of Peter is 
recommended.  

Media, Reading Literature, Argument Writing 
How is listening to or James and the Giant Peach as an audiobook similar to and different from 
reading the book? Which do you prefer? Why? Write an argument to support your preference in 
your journal or post it on the classroom blog, and compare your response to those of your 
classmates. Discuss at least three reasons for your preference, citing evidence from the text. 
(RL.6.7, W.6.1, L.6.1a,b, L.6.2a)  
 
Music, Reading Literature, Speaking and Listening 
What  does  the  phrase  "I  won’t  grow  up”  mean  to  you?  Based  on  the  lyrics  from  the  musical 
version of Peter Pan, what does growing up mean to Peter? Does this song include all aspects of 
growing up? Your teacher may ask you to first write your own response in your journal and 
share it with a partner prior to discussing as a class. (SL.6.1a,b) (Note: Alternatively, you may 
watch  the  "I  Won’t  Grow  Up”  scene  from  the  movie  or  on  YouTube  and  then  discuss.)  (RL.6.7) 

 
Unit 2:  Folklore:  A Blast from the Past  

Art 

 Marble portrait of the Emperor Augustus (Roman, ca. 14-37 CE)  
 Mural painting at Teotihuacan (Latin American, ca. fourteenth to fifteenth century)  
 Oseburg Burial Ship (Viking, 800 CE)  
 Stelae from La Venta (Olmec, Latin American, ca. 1000-500 BCE)  
 Sutton Hoo Burial Helmet (Viking, early seventh century)  
 Winged Victory of Samothrace (Greek, ca. 190 BCE)  

����



 
 

29 
 

Media 

 Just So Stories (Rudyard Kipling) (audiobook CD) (Harper Collins)  
 The Lightning Thief: Percy Jackson and the Olympians: Book 1 (Rick Riordan and Jesse 

Bernstein) (Listening Library)  

Art, Speaking and Listening 
View the Winged Victory of Samothrace in comparison to a wall painting of the Great Goddess 
at Teotihuacan. How are these two goddesses depicted? Are they portrayed similarly? What are 
some of the differences? Examine the images for evidence. What leads you to believe that these 
are goddesses that were worshipped? (SL.6.1, SL.6.2) 
 
Media, Reading Literature, Opinion Writing 
How is listening to Just So Stories as an audiobook similar to or different from reading the 
book? Which do you prefer? Why? Your teacher may ask you to write your own responses in 
your journal and share them with a partner before class discussion. Alternatively, you may 
respond to the prompt posted on the classroom blog by your teacher. (RL.6.7) 
 
Art, Speaking and Listening 
Find art works that portray the characters or culture(s) about which you read. For instance, 
consider a Viking member of the Sutton Hoo ship or an Olmec sculptor creating a monumental 
work at La Venta. How does knowing the story behind the character give you a deeper insight 
into  the  artwork?  What  aesthetic  or  cultural  considerations  might  have  been  on  the  artist’s  mind  
during the creation of such works? Your teacher may ask you to write your own responses in 
your journal and share them with a partner before class discussion. (SL.6.1, RL.6.3) 

 
Unit 3:  Embracing Heritage 

Art 

 Childe Hassam, Flags on Fifty-Seventh Street: The Winter of 1918 (1918)  
 Childe Hassam, Village Scene (1883-1885)  
 Childe Hassam, Winter in Union Square (1889-1890)  
 Jacob Riis, various photographs  

Music 

 “Coming  to  America”  (Neil  Diamond)  

Art, Speaking and Listening 
Riis and Hassam both depicted New York City during the same period, yet they chose strikingly 
different subject matter. Speculate on the reasons for this difference. (SL.6.1, SL.6.2) 
 
Art, Speaking and Listening 
Riis was one of the first artists to use flash photography. How did the stillness that this 
technology required affect his choice of subject matter and the time of day in which he worked? 
(SL.6.1, SL.6.2) 
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Art, Speaking and Listening 
Why do you think Hassam chose the colors and patterns that he did? Do you believe this is what 

the scenes actually looked like? (SL.6.1, SL.6.2) 

 
Unit 4:  Courageous Characters 

Art 

 Frederick Douglass Home (Washington, DC, ca. 1855)  

 Iwo Jima Memorial (Rosslyn, Virginia, 1954)  

 Lincoln Memorial (Washington, DC, 1912-1922)  

 Vietnam War Memorial (Washington, DC, 1982)  

 Washington Monument (Washington, DC, 1848-1888)  

Music 

 Traditional,  “Cotton  Mill  Girls”  (as  sung  by  Michèle  Welborne)  
 Traditional,  “Nobody  Knows  the  Trouble  I’ve  Seen”  
 Traditional,  possibly  Wallis  Willis,  “Swing Low, Sweet Chariot”   

Art, Speaking and Listening 
As you reflect on the background on the Wright brothers and Charles Lindbergh, describe what 

you see in the images. How do these images show their passion and ambition to achieve flight? 

What do the photos teach us about the process involved in such progress? Discuss the degree to 

which the photos focus on the people versus the planes. (SL.6.1, SL.6.2) 

 
Unit 5:  Figure it Out 

Art 

 Balthus, Solitaire (1943)  

 Balthus, The Living Room (1942)  

 Balthus, The Mountain (1936-1937)  

 Balthus, The Street (1933-1935)  

 Illustrations from The Mysteries of Harris Burdick (Chris Van Allsburg)  

Media 

 The Essential Agatha Christie Stories:  Agatha  Christie’s  Best  Short  Sleuths  Crack  
Twenty-Two Famous Cases (Agatha Christie) (BBC Audiobooks America)  

 The New Adventures of Sherlock Holmes (Arthur Conan Doyle) (Anthony Boucher) 

(audiobook CD)  

Media, Reading Literature, Argument Writing 
How does listening to a mystery such as The Mysterious Adventures of Sherlock Holmes as an 

audiobook compare to reading the book? Which do you prefer? Why? Write an argument to 

explain your preference. Be sure to include at least three reasons for your preference and 

examples for each reason. Take the online poll on your classroom blog for this topic. If the class 
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responses are equally divided, your teacher may ask you to upload your response on the 
classroom blog to get feedback from your classmates. (RL.6.7, W.6.1, L.6.1) 
 
Art, Speaking and Listening 
Compare the work of Balthus to the illustrations in The Mysteries of Harris Burdick by Chris 
Van Allsburg. What are the differences you notice between fine art (Balthus) and illustrations 
(Van Allsburg)? How are the looks of these two artists similar? How are they different? 
Illustrators are sometimes inspired by the work of fine artists. Might this have been the case 
here? (SL.6.1, SL.6.4) 
 
Art, Narrative Writing 
Study the small details and imagery in Balthus’s  The Street and The Mountain. What is 
happening in these paintings? Imagine what might have occurred before and after each scene. 
Write a short story describing what you see, and what might happen next to these characters. 
(W.6.3, W.6.4, W.6.5) 

 
Unit 6:   Winging It 

Art 

 Attributed to Orville and/or Wilbur Wright, Orville Wright, Major John F. Curry, and 

Colonel Charles Lindbergh, who came to pay Orville a personal call at Wright Field, 

Dayton, Ohio (early twentieth century)  
 Orville Wright, Wilbur Wright, and John T. Daniels, Crumpled glider wrecked by the 

wind on Hill of the Wreck (early twentieth century)  
 Orville Wright, Wilbur Wright, and John T. Daniels, Wilbur gliding down steep slope of 

Big Kill Devil Hill (early twentieth century)  
 Orville Wright, Wilbur Wright, and John T. Daniels, First Flight (early twentieth 

century)  
 Photographer unknown, Charles Lindbergh, three-quarter length portrait, standing, 

left profile, working on engine of The Spirit of St. Louis (early twentieth century)  

Art, Speaking and Listening 
As you reflect on the background on the Wright brothers and Charles Lindbergh, describe what 
you see in the images. How do these images show their passion and ambition to achieve flight? 
What do the photos teach us about the process involved in such progress? Discuss the degree to 
which the photos focus on the people versus the planes. (SL.6.1, SL.6.2) 
 

 
 
 
 
 
 
 

����



 
 

32 
 

Grade Seven 

Unit 1: Characters with Character  

Art 

 Attributed to Jean de Touyl, Reliquary Shrine (ca. fourteenth century)  
 Chartres Cathedral, Chartres, France (1193-1250)  
 Child's Suit of Armor, French or German (ca. sixteenth century)  
 Giotto di Bondone, Madonna di Ognissanti (1306-1310)  
 Herman, Paul, and Jean de Limbourg, The Belles Heures of Jean de France, Duc du 

Berry (1405-1408/1409)  
 Mosaics at Chora Church, Istanbul, Turkey (1315-1321)  
 Mosaics at Hagia Sophia, Istanbul, Turkey (562–1204)  
 Notre Dame de Paris, Paris, France (1163-1250)  
 Simone Martini and Lippo Memmi, Annunciation (1330)  
 Textile art of the Caucasus, Persia  
 The Islamic Art Collection at the Los Angeles County Museum of Art (LACMA)  
 Westminster Abbey, London, England (1245)  

Music 

 Gregorian chants and madrigals  

Art, Speaking and Listening 
Discuss as a class how art can provide insight into a historical time period. Show the Chora 
Church mosaics alongside the Hagia Sophia mosaics. Both sets of mosaics were created to 
endow the viewer with a sense of  religion’s  role  in  everyday  life—since they could neither read 
nor write, many viewers relied on visual images. What do you see happening in these images? 
What events may be occurring? Do these mosaics provide a sense of power? Who is the 
dominant figure? What message would religious leaders want their viewers to take away? 
(SL.7.1a,b) 
 
Art, Informative Writing, Opinion Writing 
View  Giotto’s  Madonna and  Martini’s  Annunciation. Write a descriptive response to the 
following questions: How are colors, lines, and textures used to create a sense of majesty? Who 
is the central figure in both works, and how do you know? What does examining these two panel 
paintings teach us about the medieval style of art? Consider the flatness of the bodies, the 
exquisite drapery, and the use of color. What affects you the most? Which of these two pieces do 
you think is more beautiful? (W.7.2) 

 
 
 
 
 
 

����



 
 

33 
 

Unit 2:  Perseverance 

Art 

 N. C. Wyeth, All day he hung round the cove, or upon the cliffs, with a brass telescope 
(1911)  

 N. C. Wyeth, For all the world, I was led like a dancing bear (1911)  
 N. C. Wyeth, Then, climbing on the roof, he had with his own hand bent and run up the 

colors (1911)  
 N. C. Wyeth, Treasure Island, title page illustration (1911)  

Media 

 Arthur Penn, dir., The Miracle Worker (1962)  

Art, Speaking and Listening 
View the works by N. C. Wyeth, which were drawn to illustrate Treasure Island. How do these 
illustrations add to or alter your understanding of the text? Can these images stand alone as a 
work of art or do they require the text in order to be fully appreciated and understood? What 
does examining these works teach us about the difference between fine art and illustration? 
(SL.7.2, SL.7.4, SL.7.5) 
 
Film, Reading Literature, Speaking and Listening 
Discuss the similarities and differences among reading about Annie Sullivan, seeing the film 
version of The Miracle Worker, and reading the play. Do reading and watching all three versions 
give you a better picture of Helen Keller and Annie Sullivan than if you only read or saw one 
text? Write your ideas in your journal. Then, share your ideas with a partner prior to discussing 
as a class. (RL.7.5, RL.7.7) 
 

Unit 3:  Courage in Life and in Literature 

Media 

 Elliott Berlin and Joe Fab, dir., Paper Clips (HBO documentary) (2004)  
 George Stevens, dir., The Diary of Anne Frank (Screenplay by Frances Goodrich and 

Albert Hackett) (1959)  
 Peter Jones, dir., Bataan Rescue: The Most Daring Rescue Mission of World War II 

(PBS documentary) (2005)  
 Robert Dornhelm, dir., Anne Frank, The Whole Story (2001)  

Media, Speaking and Listening 

Watch the HBO documentary Paper Clips, which is about a project started by middle school 
students to remember the people affected by the Holocaust. How does the format contribute to 
the meaning or impact? As a class, discuss why it is important to learn from history and pass 
that learning from generation to generation. (RL.7.5, RL.7.7, SL.7.2) 
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Film, Reading Informational, Reading Literature, Speaking and Listening 

Discuss the similarities and differences between Anne’s  biography  and  the  play  and  film  
interpretations of her story. What parts were true to the original? What parts were changed? 
Why do you think the elements that changed were changed? Does it add or detract from the 
dramatic  effect  of  Anne’s  story?  Why or why not? Write your ideas in your journal or complete a 
two-circle or three-circle Venn diagram using online templates. Share with a classmate prior to 
class discussion. (RL.7.5, RL.7.7) 

 

Unit 4:  Survival in the Wild 

Art 

 Albert Bierstadt, The  Rocky  Mountains,  Lander’s  Peak (1864)  
 Frederic Edwin Church, The Heart of the Andes (1859)  
 Théodore Géricault, The Raft of the Medusa (1818-1819)  
 Thomas Cole, View from Mount Holyoke, Northampton, Massachusetts, after a 

Thunderstorm - The Oxbow (1836)  
 Winslow Homer, The Gulf Stream (1899)  

Media 

 Mark Griffiths, dir., A Cry in the Wild (based on Hatchet) (1990)  
 Peter Svatek, dir., The Call of the Wild: Dog of the Yukon (1997)  
 Richard Gabai, dir., Call of the Wild (2009)  

Art, Speaking and Listening 
Look carefully at the paintings by Church, Bierstadt, and Cole. Each of these artists came from a 
common school of art called the Hudson River School. However, what differences can you see in 
their paintings? How did each artist choose to depict the wild? What aspects did each choose to 
highlight, and what did they choose to forgo in their depictions? (SL.7.1, SL.7.3, SL.7.4) 
Art, Speaking and Listening, Narrative Writing 
The works by Géricault and Homer are considered to be classic images  of  man’s  survival  at  sea.  
Study the works separately, beginning with the Géricault. Note the many ways in which the 
artist emphasized the high drama of the situation (e.g., the dramatic surf and sky, billowing sail, 
imposing wave). Observe that half of the men are reaching toward a barely visible ship on the 
horizon, while the rest slip slowly into the surf. Then turn to the Homer and identify similarities 
with the Géricault (e.g., the coming boat). Which work do you think documents a real event? 
Listen to the story of the Medusa shipwreck. Write a short story describing the events that you 
would  imagine  either  led  to  or  came  after  the  scene  in  Homer’s  work.  (SL.7.2,  SL.7.4,  SL.7.5,  
W.7.3) 
 
Film, Reading Literature 
Compare the book The Call of the Wild to the film version. Write your ideas down in your 
journal or mark your text with sticky notes. Be sure to cite specific similarities and differences 
between the versions. (RL.7.7) 
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Unit 5:  Science or Fiction 

Media 

 A Wrinkle in Time (audiobook CD) (Madeleine L'Engle)  
 War of the Worlds (Orson Welles, The Mercury Theater on Air, October 30, 1938)  

Music 

 Gustav Holst, The Planets (1914-16)  

Media, Research, Oral Presentation, Multimedia Presentation 
After listening to the original 1938 radio broadcast of The War of the Worlds, discuss the 
following questions: 

 Did the radio play hold your attention? Why or why not? 
 Which  techniques  were  effective  in  making  the  audio  “come  alive”? 
 Were you invested in what happened to any of the characters? Why or why not? 
 Does this remind you of any similar stories/broadcasts you have heard? (RL.7.7, SL.7.1) 

Follow up by researching public reaction to the radio broadcast on the night before Halloween in 
1938. What effect did the program have on listeners who tuned in late? What elements make the 
broadcast sound believable? Write your ideas in your journal (or on a shared spreadsheet) and 
share ideas with a partner prior to class discussion. Compile your own broadcast or other kind of 
multimedia presentation that exhibits the same elements. (SL.7.3, SL.7.4, SL.7.5) 

Music, Speaking and Listening 
Each movement of The Planets by Gustav Holst is named after a planet of the solar system. All 
planets except Earth are represented. Discuss what makes the music for each planet unique. 
Take notes of your thoughts in your journal while listening to the music. (SL.7.1, L.7.1) 
 

Unit 6:  Literature Reflects Life:  Making Sense of 
our World 

Art 

 Honoré Daumier, André-Marie-Jean-Jaques Dupin Aîné (1929/1930)  
 Honoré Daumier, Antoine Odier (1929)  
 Honoré Daumier, Antoine-Maurice-Apollinaire,  Comte  D’Argout (1929)  
 Honoré Daumier, Auguste Gady (1929)  
 Honoré Daumier, Auguste-Hilarion, Comte de Kératry (1929)  

Film 

 Fred Schepisi, dir., Roxanne (1987)  
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Art, Speaking and Listening 
Daumier made at least three dozen of these busts. Notice the level of detail, and appearance of 
monumentality, with which Daumier imbued these works. How tall do you think they are? None 
of these works is much taller than six inches. Select three works, rename the subjects, and assign 
the subject an occupation based on appearance. (SL.7.2, SL.7.4, SL.7.5, W.7.1, W.7.3) 
 
Art, Speaking and Listening, Informative Writing 
What emotions can you identify in the characters that Daumier has created? How has he shown 
these emotions artistically? What is different about these heads from other sculptures you have 
seen? What is the same? Describe what you see in a short paragraph, focusing on the visual 
aspects of the sculpture, then share your ideas with the class. Does everyone see the same visual 
elements in these sculptures? (SL.7.1, SL.7.3, SL.7.4, W.7.2) 
 
Film, Media, Reading Literature, Speaking and Listening 
Compare and contrast a written story with its filmed or theatrical version. Specifically examine 
the tools used to produce video, film, or theater (e.g., lighting, sound, color, camera angles) by 
comparing a written text (i.e., Cyrano) to its staged or multimedia version. (Note: Use select 
scenes from the 1987 movie Roxanne.) (RL.7.7) 
 

Grade Eight 

Unit  1:  Urban  Settings  in  America:    “It  Happened 
in  the  City” 

Art 

 Anish Kapoor, Cloud Gate (2004-2006)  
 Edward H. Bennett and Marcel F. Loyau, Buckingham Fountain (1927)  
 Edward Hopper, Nighthawks (1942)  
 Jean Michel Basquiat, Untitled (1981)  
 Joseph Stella, Bridge (1936)  
 Pablo Picasso, Untitled or "The Picasso" (1967)  
 Piet Mondrian, Broadway Boogie Woogie (1942-1943)  

Media 

 Video footage from September 11, 2001  

Music 

 "Where Were You When the World Stopped Turning" (Alan Jackson)  

Art, Speaking and Listening 
Compare Cloud Gate with the Picasso sculpture. Both public art sculptures are located in 
Chicago. Discuss the role(s) fine art can play in a public setting. What makes a public artwork 
successful? How is viewing art in public different from viewing it in a private setting? (SL.8.1, 
SL.8.2, SL.8.4, SL.8.5) 
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Art, Speaking and Listening 
Edward  Hopper’s  Nighthawks and  Piet  Mondrian’s  Broadway Boogie Woogie, which both 
depict New York City, were painted in the same year. Notice the dramatic difference in these 
artists’  styles.  The difference  goes  beyond  realism  versus  abstraction.  Discuss  the  painters’  color  
palettes, the distance at which they placed the viewer, and the type of space in the work. Dwell 
on the extent to which each artist was focused on the people versus the place. Were they 
depicting the same time of day? (SL.8.1, SL.8.2, SL.8.4, SL.8.5) 
 

Unit  2:    Rural  Settings  in  North  America:    “It  
Happened  in  the  Country” 

Art 

 Edward Hopper, Cape Cod Evening (1939)  
 Edward Hopper, Early Sunday Morning (1930)  
 Edward Hopper, Gas (1940)  
 Grant Wood, American Gothic (1930)  

Art, Speaking and Listening 
Examine the Hopper paintings. What is different in these rural works versus the urban paintings 
viewed  in  the  previous  unit?  Do  you  see  a  source  of  light  in  Hopper’s  paintings?  Where?  Why  do  
you think he included the elements that he did—or left certain elements out? What role do the 
people play in these works? (SL.8.1, SL.8.2, SL.8.4, SL.8.5) 
 
Art, Informative Writing, Speaking and Listening 
How  is  rural  life  in  America  portrayed  in  Wood’s  famous  painting  American Gothic? Notice the 
symmetry of the elements in the painting and the frontality of the figures. What does this imply? 
Who is looking at you and who is not? Why do you believe that Wood made these choices? How 
does the structure of art affect meaning in ways similar to and different from writing? Write 
responses to these questions in your journal and share with a partner prior to class discussion. 
(RL.8.5, SL.8.1) 
 

Unit 3:  Looking Back on America  

Art 

 Emanuel Leutze, Washington Crossing The Delaware (1851)  
 Grant Wood, Midnight Ride of Paul Revere (1931)  
 James Rosenquist, F-111 (1933)  
 John Trumbull, Declaration of Independence (1819)  
 Robert Rauschenberg, Retroactive 1 (1964)  

Art, Speaking and Listening 
View  Rauschenberg’s  and  Rosenquist’s  works.  Can  you  tell  which  events  both  artists  wanted  to  
highlight? Do you believe there is any social commentary present in these works? How are these 
different from documentary works, like the first three examined? (SL.8.1, SL.8.2, SL.8.4, SL.8.5) 
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Art, Speaking and Listening 
Before the advent of photography, painters would document, interpret, and record important 
events in paintings. The artists who created these works were not usually present during the 
event they depicted. View the works by Wood, Leutze, and Trumbell. What did each of these 
artists record? To what extent do the artists seem to be trying to document the event literally, or 
to capture its essence? How do works such as these help us to appreciate the events they depict? 
(SL.8.1, SL.8.2, SL.8.4, SL.8.5) 
 

Unit 4:  Authors and Artists 

Art 

 Andrea Mantegna, Lamentation over the Dead Christ (1480)  
 Chuck Close, Fanny/Fingerpainting (1985)  
 Édouard Manet, Dead Toreador (1864)  
 Hieronymus Bosch, Garden of Earthly Delights (1503-04)  
 Michelangelo Merisi da Caravaggio, Supper at Emmaus (1601)  
 Paolo Ucello, Niccolo Mauruzi da Tolentino at the Battle of San Romano (1438-40)  
 Paul Cézanne, The Card Players (1890-1892)  
 Sylvia Plimack Mangold, The Linden Tree (1988)  

Art, Speaking and Listening 
Introductory Activity: Read Museum ABC or Museum Shapes with the class. What is the 
author’s  purpose  in  creating  these  texts?  How  do  these  books  provide  a  different way of looking 
at art and artists? How is this presentation similar to or different from information you find 
online? Consider creating, as a class, an ABC book or digital presentation about the art and 
artists studied in this unit. (RI.8.1, RI.8.6, RI.8.7) 
 
Art, Speaking and Listening 
Look at a variety of art: fine art, illustrations, ads, pictorial histories, etc. Evaluate the motives 
(e.g., social, commercial, or political) behind each presentation. How does the motivation affect 
the message? Why? Write responses to these questions in your journal and share with a partner 
prior to class discussion. Your teacher may ask you upload images of the art onto a shared 
spreadsheet. Each class member will add either audio or text that articulates his/her thoughts 
regarding  the  artist’s  motivation.  (SL.8.2,  SL.8.1) 
 
Art, Speaking and Listening 
Examine  and  discuss  the  variety  of  perspectives  used  by  the  artists  in  the  artworks  (e.g.,  worm’s-
eye view, sitting at the table, far away, or up close). Identify the perspective in each work. How 
does  the  perspective  affect  the  viewer’s  relationship  to  the  work?  For  instance,  in  the  works  by  
Caravaggio and Cézanne, does it seem as if there is a spot left for the viewer at the table? How 
does this differ from the perspective in  Bosch’s  work?  What  about  Close’s?  How  do  these  artists  
use perspective to draw viewers in? Write responses to these questions in your journal and share 
with  a  partner  prior  to  class  discussion.  Discuss  how  this  compares  to  authors’  use  of  perspective  
in the characters they create. (SL.8.1, W.8.1, W.8.2) 
 
Art, Speaking and Listening 
If the elements and principles of art and design are the building blocks for artists, what are the 
building blocks for writers? Write responses to these questions in your journal and share with a 
partner prior to class discussion. Be prepared to defend your position with examples. Your 
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teacher may invite you and your classmates to discuss the question on the classroom blog. 
(SL.8.1, SL.8.4) 
 

Unit 5:  Dramatically Speaking  

Film 

 Alfred Hitchcock, dir., Dial M for Murder (1954)  
 Anatole Litvak, dir., Sorry, Wrong Number (1948)  
 Daniel Petrie, dir., A Raisin in the Sun (1961)  
 David Mallet, dir., Cats (1998, PBS Great Performances)  
 Michael Hoffman, dir., A  Midsummer  Night’s  Dream  (1999)  

Music 

 "Macavity," from Cats (Andrew Lloyd Webber)  

Reading Literature, Media, Speaking and Listening 
Read the script of Sorry, Wrong Number with your classmates. Discuss how the use of 
flashbacks adds suspense to the tone of the play. Then listen to the radio drama version and/or 
view the film version and compare these to the written version. Analyze the extent to which a 
filmed or live production of a story or drama stays faithful to or departs from the text or script, 
evaluating the choices made by the director or actors. Write responses to these questions in your 
journal and share with a partner prior to class discussion. (RL.8.3, RL.8.5, RL.8.6, RL.8.7, 
SL.8.6) 
 
Reading Literature, Media, Speaking and Listening 
How is the plot and use of suspense similar and different between Sorry, Wrong Number and 
Dial M for Murder? Write responses to these questions in your journal and share with a partner 
prior to class or classroom blog discussion. (RL.8.6, SL.8.1a,b,c,d) 
 
Reading Informational Text, Media, Speaking and Listening 
Create a T-chart or Venn diagram in your journal where you compare two speeches, such as the 
"Fireside  Chat’  by  Franklin  Delano  Roosevelt  and  Barbara  Jordan’s  keynote  address  at  the  1976  
Democratic National Convention. Delineate each speaker’s  arguments  and  specific  claims,  
evaluate the soundness of the reasoning, and make a judgment about the relevance and 
sufficiency of the evidence. Point out any particular words that you understand better because of 
how they were used in context. Write a response to this question in your journal or on the 
classroom blog: "What is the difference between reading the speech and hearing it/seeing it 
performed live?" (SL.8.3, L.8.5a,b,c; RL.8.5, SL.8.1a,b,c,d) 
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Unit  6:    “The  Road  Not  Taken” 

Art 

 Artemisia Gentileschi, Self-Portrait as the Allegory of Painting (1638-1639)  
 Diego Velázquez, Juan de Pareja (1650)  

Film 

 Charles Sturridge, dir., Gulliver’s  Travels  (1996)  
 Gillian Armstrong, dir., Little Women (1994)  
 John Sturges, dir., The Old Man and the Sea (1958)  
 Jud Taylor, dir., The Old Man and the Sea (1990)  
 Mervyn LeRoy, dir., Little Women (1949)  
 Michael Curtiz, dir., The Sea Wolf (1941)  

Art, Speaking and Listening 
Gentileschi was the first female artist to be admitted to the prestigious Accademia delle Arti del 
Disegno  in  Florence,  Italy,  yet  she  struggled  to  break  into  the  art  world.  Compare  Gentileschi’s  
self-portrait  to  Velázquez’s  portrayal  of  de  Pareja.  How  are  the  portraits  depicted?  What  artistic  
elements engage the viewer? Note that the paintings are nearly contemporaneous. How do the 
works compare? (SL.8.1, SL.8.2, SL.8.4, SL.8.5) 
 
Art, Speaking and Listening 
Velázquez painted his assistant, Juan de Pareja, who was also a painter. Velázquez is believed to 
have painted de Pareja in preparation for a portrait he was soon to paint of Pope Innocent X. 
Does  this  strike  you  as  a  mere  preparatory  work?  Has  Velázquez  given  de  Pareja  an  assistant’s  
bearing or a more regal one? (SL.8.1, SL.8.2, SL.8.4, SL.8.5) 
 
Art, Reading Literature 
How does the writing style (from the first-person point of view), in I, Juan de Pareja by 
Elizabeth Borton de Trevino affect your connection to the protagonist, de Pareja? How is de 
Pareja’s  struggle  to  paint  (because  Spanish  slaves  at  the  time  were  forbidden  to  practice  the  arts)  
simultaneously  fascinating,  suspenseful,  and  inspiring?  View  Diego  Velázquez’s  portrait  of  Juan  
de Pareja. How does looking at this painting expand your knowledge of its subject? Write 
responses to these questions and other self-generated questions in your journal. (RL.8.2, 
RL.8.3, RL.8.6, RL.8.10, W.8.9a) 
 
Film, Reading Literature, Speaking and Listening 
Read one of the novels from this unit. Then view select scenes from the film version and 
compare them to the scenes as written. Analyze the extent to which a filmed or live production 
of a story or drama stays faithful to or departs from the text, evaluating the choices made by the 
director or actors. Write responses to these questions in your journal and share with a partner 
prior to class discussion. (RL.8.5, RL.8.7, SL.8.6) 
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Grade Nine 

Unit 1: Literary Elements and the Short Story 

Art 

 Emanuel Leutze, Washington Crossing The Delaware (1851)  
 Jacob Lawrence, On The Way (1990)  
 Michelangelo, The Creation of Adam, Sistine Chapel (1482)  
 Pablo Picasso, Young Acrobat on a Ball (1905)  
 Roy DeCarava, Untitled (1950)  
 Sultan Muhammad, From a Khamsa of Nizami (1539-43)  
 Tina Barney, Marina’s  Room (1987)  

Film 

 Ang Lee, dir., "Chosen" (and other BMW short films)  
 Ken Burns, dir., Brooklyn Bridge (1981)  
 Martin Scorsese, dir., No Direction Home (2005)  

Music 

 "Clothesline Saga" (Bob Dylan)  
 "Me and Bobby McGee" (Kris Kristofferson and Fred Foster)  
 "Peter and The Wolf" (Sergei Prokofiev)  
 "The Bonnie Lass o'Fyvie" ("Peggy-O") (Folk Ballad)  
 “Variations  on  an  Original  Theme  ('Enigma')”  (Edward  Elgar)  

Art, Speaking and Listening 
How do artists create narratives? Select two works of art to view as a class. Compare the two 
works, focusing the discussion on the relationship between character and setting, and on how 
the artists combined these to suggest a narrative. (SL.9-10.1, SL.9-10.2) 
 
Art, Reading Literature, Informative Writing 
Select a short story and an artwork and write an essay in which you discuss the use of symbolism 
in each. State your thesis clearly and include at least three pieces of evidence to support it. An 
optional extension is to create a digital slide presentation in which you set up a visual 
comparison between the two works. (RL.9-10.4, W.9-10.2, SL.9-10.6) 
 

Unit 2:  The Novel – Honor 

Art 

 “America from the Great Depression to World War II: Photographs from the FSA-OWI, 
1935-1945”  (Library  of  Congress)  

 Selected Photographs by Dorothea Lange, taken for the Farm Security Administration 
during the Great Depression (Library of Congress)  

Film 
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 Robert Mulligan, dir., To Kill A Mockingbird (1962)  

Art, Argument Writing, Oral Presentation 
Present several photographs of small southern towns during the Depression from Dorothea 
Lange’s  or  the  Library  of  Congress’s  collections  and  compare  them  to  the  description  of  
Maycomb in To Kill a Mockingbird. Explain which rendering is more vivid to you and why. State 
your thesis clearly and include at least three pieces of evidence to support it. Your teacher may 
ask you to record your presentation as a podcast for publication on the class web page. (RL.9-
10.4, SL.9-10.2, SL.9-10.5) 
 
Film, Opinion Writing, Oral Presentation 
Describe whether the 1962 film version of To Kill a Mockingbird is faithful to the novel. Cite 
evidence  for  why  or  why  not,  explaining  why  you  think  the  film’s  director  chose  to  omit  or  
emphasize certain events. State your thesis clearly and include at least three pieces of evidence 
to support your thesis. (RL.9-10.7, SL.9-10.2, SL.9-10.4, SL.9-10.6) 
 
Art, Informative Writing 
Select  a  documentary  photograph  from  the  Library  of  Congress’s  Farm  Security  Administration-
Office of War Information Collection (FSA-OWI) website. In a well-developed essay, explain 
how the image helps illuminate your understanding of life in the American South during the 
Depression. State your thesis clearly and include at least three pieces of evidence to support it. 
(RI.9-10.7, W.9-10.2) 
 

Unit 3:  Poetry – Beauty 

Art 

 Chartres Cathedral (1193 and 1250)  
 Frank Lloyd Wright, Frederick C. Robie House (1909)  
 Greek, Terracotta Hydria (ca. 510 BCE)  
 Leonardo da Vinci, Mona Lisa (1503-06)  
 Michelangelo, David (1504)  
 Sandro Botticelli, The Birth of Venus (1486)  
 The Parthenon (447-432 BC)  
 Vincent van Gogh, Starry Night (1889)  

Music 

 Giacomo  Puccini,  “O  mio  babbino  caro”  (Gianni Schicchi, 1918)  
 Giacomo  Puccini,  “Un  bel  di,  vedremo”  (Madama Butterfly, 1904)  

Art, Reading Poetry, Informative Writing 
What similarities can we find between great poems and masterpieces of visual art? Choose one 
of the following formal elements of poetry: rhythm, tone, structure, or imagery. How might 
these poetic elements compare to the formal elements of art, such as line, shape, space, color, or 
texture? Choose a painting such as The Starry Night or The Birth of Venus and examine its 
formal elements. How does the artist utilize each element in the artwork? Now think of one of 
the  poems  that  you’ve  read.  Select  a  formal  element in each work and write an essay discussing 
how the author and the painter develop those elements, comparing the two when appropriate. 
Cite at least three pieces of evidence for each work. (RL.9-10.7, W.9-10.2) 
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Art, Reading Poetry, Speaking and Listening 
View the image of the terracotta urn from the Archaic age of Greece. Write an essay in which you 
discuss  the  ways  in  which  reading  Keats’s  description  of  the  urn  is  a  different  experience  from  
viewing it. Discuss at least three differences. (RL.9-10.7, W.9-10.2) 
 
Art, Speaking and Listening 
Most great poems explore one idea or concept, often distilling it to its essence. Look carefully at 
three masterpieces of art (e.g., the Mona Lisa, the David, the Parthenon). After looking at these 
works of art, do you believe that the artists who made them did similar things? (SL.9-10.1, SL.9-
10.2)  

 
Unit 4:  Drama – Fate  

Art 

 Artemesia Gentileschi, Judith and Her Maidservant with the Head of Holofernes (1625)  
 Michelangelo Merisi da Caravaggio, The Death of the Virgin (1604-1606)  
 Pablo Picasso, The Tragedy (1903)  

Art, Reading Literature, Informative Writing, Oral Presentation 
Examine  the  rendering  of  Caravaggio’s  The Death of the Virgin. How does the artist choose to 
create dramatic effects? For instance, note the nuances of light and shadow, mood, composition 
of  the  figures,  and  illusion  of  depth.  Note  the  curtain  the  painter  has  included  to  "reveal”  the  
scene. How do these elements direct your eye? Does the curtain draw you into a certain part of 
the painting? Compare the Caravaggio with the Gentileschi. What are both of these artists doing 
with color and light? How are these paintings different? Can you find similarities between the 
Caravaggio and Act V, scene iii, of Romeo and Juliet? Describe and explain the significance of at 
least three examples. (RL.9-10.7, SL.9-10.1, SL.9-10.2) 

 
Unit 5:   Epic Poetry – Heroism  

Art 

 Greece, Relief Plaque (ca. 450 BCE)  
 India, Folio from The Ramayana of Valmiki: Rama Shatters the Trident of the Demon 

Viradha (1597-1605)  

Music 

 Henry Purcell, Dido and Aeneas (1689)  

Art, Informative Writing, Opinion Writing 
Describe what the text does to the manuscript page from The Ramayana. Even though you 
cannot read the text, how does it enhance or detract from the image? Write what you believe the 
text says. If there were text in the Greek relief, what do you think it would say? (W.9-10.1, W.9-
10.3) 
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Art, Speaking and Listening 
Compare the Greek relief and the page from The Ramayana. Both show scenes from epic 
stories. How do they convey heroism? How would you describe the main characters in the 
scenes? Do you know who the main characters are? Without knowing any additional 
information about these images, provide some insight into what you see. How is the artist telling 
these stories? (SL.9-10.1, SL.9-10.2) 
 
Music, Reading Literature, Speaking and Listening 
Play  excerpts  from  Henry  Purcell’s  opera  Dido and Aeneas and lead the class in a discussion on 
whether  this  rendering  of  an  epic  in  another  medium  is  or  is  not  "faithful”  to  the  original.  
Discuss why or why not. Ask classmates to provide specific evidence for their opinions. (RL.9-
10.7, SL.9-10.2, SL.9-10.3, SL.9-10.4) 
 

Unit 6:  Literary Nonfiction – Reflection (the 
Memoir, the Essay, and the Speech) 

Art 

 Albrecht Durer, Self-Portrait at the age of 13 (1484)  
 Artemisia Gentileschi, Self-Portrait as the Allegory of Painting (1630s)  
 Balthus, Le roi des chats (The king of cats) (1935)  
 Francis Bacon, Self-Portrait (1973)  
 Gustave Courbet, The Desperate Man (self-portrait) (1843)  
 Jacob Lawrence, Self-Portrait (1977)  
 Jan van Eyck, Self-Portrait (1433)  
 Leonardo da Vinci, Possible Self-Portrait of Leonardo da Vinci (c.1513)  
 Louisa Matthíasdóttir, Self-Portrait with Dark Coat (No Date)  
 Pablo Picasso, Self-Portrait (1907)  
 Rembrandt van Rijn, Self-Portrait at an early age (1628)  
 Rembrandt van Rijn, Self-Portrait at the Age of 63 (1669)  
 Vincent van Gogh, Self-Portrait (1889)  

Art, Informative Writing, Oral Presentation 
Examine  the  artworks  listed.  Begin  by  comparing  Rembrandt’s  Self-Portrait at an early age with 
his Self-Portrait at the Age of 63. How has the artist depicted himself in both paintings? 
Although you can infer from the titles and dates of the works that the artist has aged, what visual 
clues is Rembrandt giving you? How is he drawing you, as the viewer, into the work of art? Is he 
telling a story through these portraits—and if so, how? Now view two very different self-
portraits—by Jacob Lawrence and Pablo Picasso. How has self-portraiture changed, and 
remained the same, over time? What similarities can you find in these self-portraits? (RL.9-10.7, 
SL.9-10.1, SL.9-10.2, SL.9-10.5) 
 
Art, Speaking and Listening 
Examine  Courbet’s  The Desperate Man and  Matthíasdóttir’s  Self Portrait with Dark Coat. How 
has each artist chosen to depict himself or herself? What mood is each painter trying to depict, 
and what visual clues led you to discover this? Why do you believe that painters paint 
themselves—especially in the case of these two images? Is it similar to why people write 
memoirs? Are these self-portraits believable—that is, do you think it is a faithful depiction of the 
painter?  What  do  we  mean  by  "faithful”  in  portraiture,  or  in  writing?  (SL.9-10.1, SL.9-10.2, SL.9-
10.5) 
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Grade Ten 

Unit 1: World Literature:  Latin and Central 
America  

Art 

 Bird Pendant (Costa Rica, first century BCE to first century CE)  
 Deity Figure (Honduras, third to sixth century)  
 Diego Rivera, The History of Mexico: The Ancient Indian World (1929-1935)  
 Drinking Vessel (Peru, late fifteenth to early sixteenth century)  
 Masked Figure Pendant (Colombia, tenth to sixteenth century)  
 Murals at Bonampak (Mayan, ca. 580 to 800 CE)  
 Murals from Teotihuacan (Tetitla, ca. 100 BCE to 250 CE)  
 Tripod Bird Bowl (Guatemala, third to fourth century)  

Art, Speaking and Listening 
View the images painted in prehistoric Latin America. What do you see in the murals? What 
colors and symbols are prominent? Why do you think the artist used these colors and these 
symbols? What  do  you  see  in  Rivera’s  mural  in  comparison  to  the  ancient  murals?  Do  the  
modern-day murals include any iconography from prehistoric Latin America? Why do you think 
the artist is interested in the Aztec and Mayan cultures? What symbolism did Rivera use? (SL.9-
10.1, SL.9-10.2) 
 
Art, Speaking and Listening 
Examine the Bird Pendant and Bird Bowl, created in two different Central American cultures. 
Why does the bird seem to be a relevant symbol for this culture? How has each culture depicted 
the bird figure—different shapes, forms, or lines? Now examine the Deity Figure from 
Honduras. What do you see in this figure? Does it look recognizable, or is it distinctively 
different? Compare the Deity Figure to the Colombian Pendant. What is similar about these two 
objects? Are they similar in creation as well as style? (SL.9-10.1, SL.9-10.2) 

 
Unit 2:  World Literature:  Asia  

Art 

 Ando Hiroshige, One Hundred Views of Edo (1856)  
 Arita, Porcelain plate with design of dragon (1690s-1730s)  
 Box with lid (Indian, late sixteenth century)  
 Four Mandala Vajravali Thangka (Tibetan, ca. 1430)  
 Han Clothing (pre-seventeenth century)  
 Kimono with carp, water lilies, and morning glories (1876)  
 Ma Lin, wall scroll (1246)  
 Moon-shaped flask with birds (1723-1725)  
 Scenes from the Life of Buddha (Pakistan or Afghanistan, ca. late second to early third 

century)  
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Film 

 Akira Kurosawa, dir., Rashomon (1950)  
 Zhang Yimou, dir., Curse of the Golden Flower (2006)  

Media 

 Chinese Poems of the Tang and Sung Dynasties: Read by Lo Kung-Yuan in Northern 
Chinese, Peking Dialect (Folkways Records, 1963)  

Art, Speaking and Listening 
Examine a painting or object from each culture. What iconography do you see in each? Do you 
see cross-cultural connections in the artwork (i.e., which culture seems to have borrowed ideas 
from others)? How do you know? What imagery might you interpret as specific to one culture 
(e.g., designs, patterns, lines, or shapes)? Why does this imagery stand out to you? (SL.9-10.1, 
SL.9-10.2)  
 
Media, Reading Poetry, Multimedia Presentation 
Choose a recording of a poem from Chinese Poems of the Tang and Sung Dynasties, or find a 
different recording. Play the recording and explain the literary structure of the poem. Present 
two translations of the poem and compare the choices the translators have made. (This 
assignment is especially appropriate for bilingual students.) (RL.9-10.5) 
 
Film, Reading Literature, Informative Writing 
Seminar:  Analyze  Akutagawa’s  story  "In  a  Bamboo  Grove”  and  Kurosawa’s  film  Rashomon.  
How  do  the  story  and  the  film  portray  the  characters’  psychological  states?  (Note:  Kurosawa’s  
Rashomons  based  on  Akutagawa’s  "In  a  Bamboo  Grove,”  not  on  his  "Rashomon,”  though  a  few  
details from the latter story appear in the film.) Write an informative/explanatory essay using at 
least three pieces of textual evidence to support an original thesis statement. Your teacher may 
give you the opportunity to share your initial thoughts on the classroom blog in order to get 
feedback from your classmates. (RL.9-10.7, SL.9-10.1, W.9-10.2) 

 
Unit 3:  World Literature:  Africa and the Middle 
East 

Art 

 Burkina Faso, hawk mask (no date)  
 Congo, power figure (nineteenth – twentieth centuries)  
 Gabon, mask for the Okuyi Society (late nineteenth century)  
 Iran, antique Kurdish rug (no date)  
 Ivory Coast, leopard stool (twentieth century)  
 Mali, standing female figure (late nineteenth or early twentieth century)  
 Nigeria, House of the Head Shrine: Equestrian, Yoruba (nineteenth to twentieth century)  
 Shirin Neshat, Soliloquy Series (Figure in Front of Steps) (1999)  
 Shirin Neshat, Untitled, (1996)  
 Syria, Qur'an manuscript (late ninth – early tenth century)  
 Turkey, dish (second half of sixteenth century)  
 Yinka Shonibare MBE, Air (2010)  

����



 
 

47 
 

 Yinka Shonibare MBE, Earth (2010)  
 Yinka Shonibare MBE, Fire (2010)  
 Yinka Shonibare MBE, Water (2010)  

Art, Speaking and Listening 
View  the  works  of  art  created  in  the  Middle  East.  Specifically  examine  the  page  from  the  Qur’an  
and  contemporary  Iranian  American  artist  Shirin  Neshat’s  untitled work. How does script play a 
role in each of these images? What effect does the script have, even though you might not be 
able  to  understand  the  textual  references?  How  does  the  role  of  the  script  change  in  Neshat’s  
photograph?  Examine  Neshat’s  photographs side by side. What do you see? How does she depict 
the female character? What about Middle Eastern traditions? How do these aspects of her work 
interact? (SL.9-10.1, SL.9-10.2) 
 
Art, Speaking and Listening 
Study the selected traditional African artworks. Compare the two standing figures from Mali and 
Congo. What do you see? What features are present in both figures? After examining these 
figures, what characteristics might you think are distinct to the region in which they were 
created? Now, examine the four works created by contemporary artist Yinka Shonibare. 
Shonibare was born in Nigeria, heavily affected by colonialism, and moved to study art in the 
West. Can you see Western influences in his work? Is Shonibare trying to reconcile any conflicts 
in these figures? Do you see the effects of colonialism (or postcolonialism) in his artwork? If so, 
what are the evident effects?   (SL.9-10.1, SL.9-10.2) 
 

Unit 4:  World Literature:  Russia 

Art 

 Marc Chagall, I and the Village (1911)  
 St. Basil's Cathedral (Moscow, Russia, 1555-1561)  
 Wassily Kandinsky, Moscow I (1916)  

Music 

 Dmitri Shostakovich, The Nose (1928)  

Art, Speaking and Listening 
Look at two artists who were born in Russia and migrated to Western Europe: Kandinsky and 
Chagall. What do you see in their artworks? How does the fantastic interact with the figurative? 
Does this remind you of any of the literary works you are reading in this unit? Are these works 
abstract in a typical way, or in different ways? (SL.10.1, SL.10.2) 
 
Art, Speaking and Listening 
Examine  the  architecture  of  St.  Basil’s  Cathedral.  What  do  you  see?  How  does  the  color,  style,  
and opulence affect your perception of religion in Russia? How might you categorize this type of 
architecture? Is this distinctly Russian architecture, or do you see a hybridization of eastern and 
western European elements? (SL.10.1, SL.10.2)  
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Grade Eleven 

Unit 1: The New World  

Art 

 Charles Willson Peale, Mrs. James Smith & Grandson (1776)  
 John Singleton Copley, Mrs. George Watson (1765)  
 John Valentine Haidt, Young Moravian Girl (ca. 1755-1760)  
 Joseph Wright (Wright of Derby), Portrait of a Woman (1770)  

Art, Speaking and Listening 
Examine the  artworks  listed.  What  does  each  image  show  about  "young  America”?  Examine  the  
Copley painting in comparison to the Haidt. What can you learn about each of these women and 
their lives in America? How are the women different? Carefully examine the iconography 
present in each image. Compare the Peale, Copley, and Wright paintings. What can we learn 
about the new nation from the way these painters worked? Do you detect a European influence? 
What stylistic aspects or materials might American artists be borrowing from England, judging 
by the similarities between the Wright (English) and Copley or Peale (American) portraits? 
(SL.11-12.2, SL.11-12.3) 
 
Film, Reading Literature, Argument Writing 
Seminar: View a staged or film version of The Crucible. Then discuss this question: Is John 
Proctor a tragic figure? Why or why not? Compare him to other tragic figures studied in ninth 
grade, such as Oedipus Rex. Write an argument in which you use at least three pieces of textual 
evidence to support your position. Your teacher may give you the opportunity to share your 
initial thoughts on the classroom blog in order to get feedback from your classmates. (RL.11-
12.3, RL.11-12.7) 
 

Unit 2:  A New Nation  

Art 

 Auguste Couder, Siège de Yorktown (ca. 1836)  
 Emanuel Leutze, Washington Crossing The Delaware (1851)  
 Gilbert Stuart, James Monroe (ca. 1820-1822)  
 Gustavus Hesselius, Lapowinsa (1735)  
 John Copley, Paul Revere (ca. 1768)  
 John Trumbull, Declaration of Independence (1819)  
 Thomas Pritchard Rossiter, Washington and Lafayette at Mount Vernon (1859)  

Art, Speaking and Listening 
Examine the artworks listed. How did artists portray historical figures and events from the 
founding of America? Why might an artist choose to depict such events or figures? Examine 
each artwork for imagery detailing the founding of America and identify ways in which artists 
use history for inspiration. In addition, compare the Leutze and Trumbull paintings. How does 
the artist share each narrative with you? What visual clues lead you to discover what is 
happening in each scene? Why might these paintings inspire viewers during the time period as 
well as future viewers? (SL.11.2, SL.11.3) 
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Unit 3:  American Romanticism  
 

Art 

 Albert Bierstadt, Looking Down Yosemite Valley (1865)  
 Asher Durand, Kindred Spirits (1849)  
 Frederic Church, Niagara (1857)  
 George Inness, The Lackannawa Valley (1855)  
 Thomas Cole, Romantic Landscape with Ruined Tower (1832-1836)  

Art, Speaking and Listening 
After reading literary examples of American romanticism, examine the paintings featured. Why 
do you believe these are romantic paintings? What visual aspects do the artists employ to 
interact with the viewer? How do they use the formal principles of art and design? View Thomas 
Cole’s  work  "Romantic  Landscape  with  Ruined  Tower.”  What  has  Cole  done  to  create  a  
"romantic  landscape”?  Continue  viewing  the  other  works  of  art  as  comparisons.  After  viewing  all  
of these paintings, what do you think are the characteristics of a romantic work of art? 
Brainstorm a list of the visual aspects of romantic painting. (SL.11.2, SL.11.3) 
 

Unit 4:  A Troubled Young Nation  

Spirituals 

 “All  God’s  Children  Had  Wings”  (Traditional)  
 “Go  Down,  Moses”  (Traditional)  
 “I  Thank  God  I’m  Free  at  Last”  (Traditional)  
 “Lift  Every  Voice  and  Sing”  (James  Weldon  Johnson)  (E)  
 “Promises  of  Freedom”  (Traditional)  
 “Swing  Low,  Sweet  Chariot”  (Traditional)  

Art 

 Winslow Homer, A Visit from the Old Mistress (1876)  

Film 

 Ed Bell and Thomas Lennon, dir., "Unchained Memories" (2003)  

Art, Speaking and Listening 
Focus on the Homer painting. Without knowing any background information on the time period 
or setting of this work, discuss the following questions with classmates: What do you think 
might  be  going  on  in  this  scene?  Who  are  these  women?  Notice  each  person’s  dress  and  body  
position. What do these details suggest about their relationships? Note that the painting is 
sectioned. But where is the division: between the white woman and the black family, or at the 
painting’s  center,  to  the  left  of  the  central  figure?  How  does  noticing  this  division  add  to  our  
understanding of the relationships in the painting? What do you think each character might be 
thinking or feeling? Why do you think Homer created such a complex composition to depict 
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what at first appears to be a simple interaction? Now learn some background information about 
the  painting.  Did  you  come  up  with  "correct”  assumptions?  Is  there  a  "right”  answer  to  analyzing  
this work of art? (SL.11-12.1, SL.11-12.2, SL.11-12.4, SL.11-12.5) 

 
Unit 5:  Emerging Modernism  
 

Art 

 Alfred Stieglitz, From the Back Window, 291 (1915)  
 Arthur Dove, Goat (1934)  
 Charles Demuth, My Egypt (1927)  
 Charles Sheeler, Criss-Crossed Conveyors, River Rouge Plant, Ford Motor Company 

(1927)  
 Georgia  O’Keeffe,  Ram’s  Head,  Blue  Morning  Glory (1938)  
 Imogen Cunningham, Calla (1929)  
 Jacob Lawrence, War Series: The Letter (1946)  
 Marsden Hartley, Mount Katahdin, Maine (1939-1940)  
 Stuart Davis, Owh! In San Pao (1951)  

Art, Speaking and Listening 
Examine and discuss the paintings listed. Do you see modernism emerging in these works? Can 
you make any fruitful comparisons with the way modernism emerges in the works you are 
reading? What new stylistic developments do you see in the paintings? What do we mean when 
we talk about modernists creating &Idquo;;art  for  art’s  sake”?  For  instance,  compare  the  Hartley,  
Dove, and Demuth paintings. To what extent do you think these painters were interested in 
painting a mountain (Hartley), a goat (Dove), and silos (Demuth) versus experimenting with the 
possibilities of paint, space, and line? What role do you think fine art photography (see the 
Stieglitz image) might have played in the transition of painting away from a primary focus on 
depiction? (SL.11-12.1, SL.11-12.2, SL.11-12.4, SL.11-12.5) 
 

Unit 6:  Challenges and Successes of the Twentieth 
Century  

Architecture 

 Farnsworth House, Plano, Illinois (1951)  
 Seagram Building, New York City, New York (1957)  

Art 

 Barnett Newman, Concord (1949)  
 David Smith, Pillar of Sundays (1945)  
 Franz Kline, Untitled (1957)  
 Jackson Pollock, Number 28, 1950 (1950)  
 Louise Bourgeois, Red Fragmented Figure (1953)  
 Mark di Suvero, Are Years What? (For Marianne Moore) (1967)  
 Mark Rothko, Untitled (1964)  
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 Robert Motherwell, Elegy to the Spanish Republic, 70 (1961)  
 Willem de Kooning, Excavation (1950)  

Film 

 Elia Kazan, dir., A Streetcar Named Desire (1951)  
 Glenn Jordan, dir., A Streetcar Named Desire (1955)  

Media 

 Omnibus: A Streetcar Named Desire (television episode, 1955)  

Music 

 “Blowin’  in  the  Wind”  (Bob  Dylan)  
 “This  Land  is  Your  Land”  (Woody  Guthrie)  
 “Where  Have  All  the  Flowers  Gone?”  (Pete  Seeger)  

Film, Argument Writing 
Seminar: Compare a scene from the 1951 film of A Streetcar Named Desire with the same scene 
in the 1995 film or a stage performance. Do you think the film or stage production is faithful to 
the author's intent? Why or why not? Cite at least three pieces of evidence to support an original 
thesis statement. Your teacher may give you the opportunity to share your initial thoughts on 
the classroom blog in order to get feedback from your classmates. (RL.11-12.7, W.11-12.2, 
SL.12.1) 
 
Art, Speaking and Listening 
View the two works of architecture, one residential and one commercial. The same architect, 
Ludwig Mies van der Rohe, designed these buildings. How do they compare? Do you see similar 
elements in both of them? What is different? How is each building site-specific (i.e., reacting 
specifically to the place where it resides)? Compare this duo to the di Suvero and Bourgeois 
sculptures. How might you compare them—or can we even compare them? Does the comparison 
suggest that artists and architects sometimes work on similar ideas? (SL.11-12.1, SL.11-12.2, 
SL.11-12.4, SL.11-12.5) 
 
Art, Speaking and Listening 
The paintings listed are all signal examples of abstract expressionist art. What do you see in each 
image? Consider these paintings in comparison to romantic painting, discussed in Unit Three, 
and the early modernist works in Unit Five. Why do you believe the abstract expressionists took 
such a grand leap away from figurative art (i.e., creating a representational image)? What words 
come to mind when you see these images? Many of these works are large-scale paintings. Can 
you appreciate the monumental scale of these works without being in front of them? Do you 
need to view this image in person to be affected—by the colors, textures, and shapes used? What 
happens to an image when it is reproduced? (RL.11-12.9, SL.11-12.1, SL.11-12.4) 
 
Media, Reading Poetry, Oral Presentation 
Play recordings of two of the poets reading their work. Make a presentation to the class about 
how  their  reading  influences  the  listener’s  interpretation of the poem (e.g., tone, inflection, 
pitch, emphasis, and pauses). Record your presentation with a video camera so you can evaluate 
your performance. (RL.11-12.4, W.11-12.6, SL.11-12.4, SL.11-12.5, SL.11-12.6) 
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Grade Twelve 

Unit 1:  European Literature:  Middle Ages  

Art 

 Cimabue, Maestà (1280)  
 Duccio, Maestà (1308-1311)  
 Giotto, Arena (Scrovegni) Chapel frescos, Padua (after 1305): Joachim Among the 

Shepards, Meeting at the Golden Gate, Raising of Lazarus, Jonah Swallowed Up by the 
Whale  

 Lorenzo Ghiberti, Gates of Paradise (1425-1452)  
 Masaccio, The Tribute Money at the Brancacci Chapel, Florence (ca. 1420)  

Art, Speaking and Listening 
Compare  earlier  images  from  the  medieval  period  to  later  ones.  For  instance,  compare  Giotto’s  
Arena  Chapel  frescos  with  Masaccio’s  at  the  Brancacci  Chapel.  How  do  we  see  depictions  of  man  
change? Do religious figures begin to take on earthly characteristics as the Middle Ages wane? 
What changes do you observe in the various depictions of Jesus, both as a child and as an adult 
(consider comparing both Maestà images)? (SL.11-12.1, SL.11-12.2, SL.11-12.3, SL.11-12.4, SL.11-
12.5) 

 
Unit 2:  European Literature:  Renaissance and 
Reformation  

Art 

 Giovanni Lorenzo Bernini, Ecstasy of Saint Teresa (1647-1652)  
 Jacopo da Pontormo, Desposition from the Cross (Entombment) (1525-28)  
 Leonardo da Vinci, Mona Lisa (1503-1505)  
 Leonardo da Vinci, The Virgin and Child with St. Anne (1508)  
 Leonardo da Vinci, Vitruvian Man (1487)  
 Michelangelo di Lodovico Buonarroti Simoni, David (1505)  
 Michelangelo di Lodovico Buonarroti Simoni, Ceiling of the Sistine Chapel (1508-1512)  
 Michelangelo di Lodovico Buonarroti Simoni, The Last Judgment, Sistine Chapel altar 

wall (1536-1541)  
 Michelangelo Merisi da Caravaggio, The Entombment of Christ (1602-1603)  
 Raffaello Sanzio da Urbino, The Niccolini-Cowper Madonna (1508)  
 Sandro Botticelli, Primavera (1482)  

Art, Speaking and Listening 
Examine  and  discuss  the  following  artworks:  Michelangelo’s  David,  Raphael’s  Madonna, and da 
Vinci’s  Mona Lisa and Vitruvian Man. How has each artist worked to depict human beauty? 
What elements of beauty do they highlight? What is idealized? Are there any aspects that are 
realistic? Do you believe these portrayals are beautiful? Why or why not? (SL.11-12.1, SL.11-12.2, 
SL.11-12.3, SL.11-12.4, SL.11-12.5) 
 
Art, Speaking and Listening 
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View  Michelangelo’s  Last Judgment,  da  Vinci’s  Virgin and Child,  Pontormo’s  Deposition, and 
Bernini’s  Ecstasy of Saint Teresa. What range of emotions is evident in these works of art? 
What imagery or symbols do the artists use to convey these emotions? What painting or 
sculpting techniques are used to heighten the effect? Which work do you respond to the most 
and why? (SL.11-12.1, SL.11-12.2, SL.11-12.3, SL.11-12.4, SL.11-12.5) 
 

Unit 3:  European Literature:  Seventeenth 
Century  
 

Art 

 Johannes Vermeer, Girl with a Pearl Earring (1665)  
 Nicolas Poussin, Et in Arcadia Ego (ca. 1630s)  
 Peter Paul Rubens, The Debarkation at Marseilles (1622-1625)  
 Rembrandt van Rijn, The Nightwatch (1642)  

Film 

 Arthur Hiller, dir., Man of La Mancha (1972)  
 Grigori Kozintsev and Iosif Saphiro, dir., Hamlet (1964)  
 Laurence Olivier, dir., Hamlet (1948)  
 Man of La Mancha (the musical), Dale Wasserman (1966)  

Art, Speaking and Listening 
As scholars and philosophers moved into an age of reason and rationality, why do you think 
there was still a push for romanticized, opulent imagery, labeled as baroque art? View the 
painting by Rubens, which is a part of a series of twenty-one paintings. What is emphasized in 
this work of art: color, the senses, movement? View the Rubens and Poussin in comparison to 
the Dutch works by Rembrandt and Vermeer. These Dutch artists were said to be working in a 
Golden Age. What aspects of the Dutch art are similar to the French and Flemish works? What 
influence do you think location has on artistic style? (SL.11-12.1, SL.11-12.2, SL.11-12.3, SL.11-
12.4, SL.11-12.5) 

 
Unit 4:  European Literature:  Eighteenth and 
Early Nineteenth Century  

Art 

 Frederic Edwin Church, Morning in the Tropics (1877)  
 Henri Fuseli, The Nightmare (1781)  
 Jean Honore-Fragonard, The Progress of Love: The Pursuit (1771-1773)  
 John Constable, Seascape Study with Rain Cloud (1827)  
 John Singleton Copley, Watson and the Shark (1778)  
 Theodore Gericault, The Raft of the Medusa (1818-1819)  
 William Blake, The  Lovers’  Whirlwind (1824-1827)  
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Art, Speaking and Listening 
Examine and discuss the artworks listed. Begin by viewing the Church, Copley, and Constable 
paintings. How did artists of this period frame the relationship between man and nature? Where 
does man belong in these images—or does he even belong? Now compare the Géricault and the 
Fragonard. What do you see in these images? Which painting do you believe would be more 
“typical”  of  the  period?  Which  looks  more  romantic  in  style  to  you,  and  why?  Do  you  believe  
these  images  were  painted  for  “art’s  sake,”  or  for  a  larger  social  purpose?  (SL.11-12.1, SL.11-12.2, 
SL.11-12.3, SL.11-12.4, SL.11-12.5) 
 

Unit 5:  European Literature:  Nineteenth Century 
Art 

 James McNeill Whistler, Arrangement in Gray and Black: The Artist's Mother (1871)  
 James McNeill Whistler, Mother of Pearl and Silver: The Andalusian (1888-1900)  
 James McNeill Whistler, Symphony in Flesh Colour and Pink: Portrait of Mrs. Frances 

Leyland (1871-1874)  
 James McNeill Whistler, Symphony in White, No. 1: The White Girl (1862)  

Art, Speaking and Listening 
Examine the four paintings by James McNeill Whistler. As you have done throughout this unit, 
describe with partners the small details and specific elements you can see in each painting. What 
do you find when you closely examine each painting? What has Whistler done to capture your 
attention? What draws you into the painting: the color, mood, line, texture, or light? How might 
these  artworks  show  signs  of  early  modernism?  Are  these  paintings  “art  for  art’s  sake”?  Why  or  
why not? (SL.11-12.1, SL.11-12.2, SL.11-12.3, SL.11-12.4, SL.11-12.5) 
 

Unit 6:  European Literature:  Twentieth Century  

Art 

 Georges Braque, Candlestick and Playing Cards on a Table (1910)  
 Henri Matisse, Blue Nude (1952)  
 Joan Miro, The Potato (1928)  
 Kurt Schwitters, Untitled (Oval Construction) (1925)  
 Pablo Picasso, Reading at a Table (1932)  
 Piet Mondrian, Composition No. III (1921, repainted 1925)  

Music 

 Flamenco guitar music (such as that performed by Carlos Montoya or Paco Peña)  
 Ludwig van Beethoven, String Quartet No. 15 in A Minor, Op. 132 (1825)  

Art, Speaking and Listening 
Examine the Picasso, Matisse, Mondrian, and Miró images. Do these works of art have anything 
in common? Do they depict anything you recognize? Do you think they were made for a 
particular buyer, a patron, or just because the painters wanted to make them? How might you 
categorize  each  work,  besides  “abstract”?  How  has  the  artist  evolved  by  the  twentieth  century  to  
be an untethered individual? Can you see how these artists might be driven by their own artistic 
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tendencies  or  desires?  What  are  these  paintings  “about”?  (SL.11-12.1, SL.11-12.2, SL.11-12.3, 
SL.11-12.4, SL.11-12.5) 
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Visual Art 
Grade-Level Expectation (GLE) & Proficiency-Level Expectation (PLE) Descriptors 
 
Definitions for the terms Introduce, Develop, Demonstrate Proficiency, and Extend used on the developmental 
matrix are adapted from the Revised Blooms Taxonomy (2001).  These definitions represent a hierarchy of 
objectives that stratify artistic and cognitive student expectations into learning that scaffolds from the simplest 
artistic behaviors to the most complex. 
 
INTRODUCE (I)  
Expose students to artistic concepts and skills for the first time. 

x� Students move from unfamiliarity with artistic concepts and skills to the Remembering/Knowledge 
level  

x� Learning descriptors: describe, recognize, identify, retrieve, name, recall, list  
 
DEVELOP (D) 
Facilitate continued growth of students’ artistic capabilities.  

x� Students proceed from the Remembering/Knowledge level of learning to the Understanding/
Comprehension level   

x� Learning descriptors: interpret, summarize, outline, paraphrase, explain, compare, contrast 
 
PROFICIENT (P) 
Students demonstrate evidence of artistic attainment. 

x� Students progress from the Understanding/Comprehension level of learning to the Analyzing/
Evaluating/Creating level through the transfer of knowledge, skills and understanding into another 
familiar situation 

x� Learning descriptors: implement, carry out, use, solve, examine, classify 
 
EXTEND (E) 
Provide students with opportunities for heightened artistic engagement.  

x� Students advance to the Analyzing/Evaluating/Creating level of learning through the creation and 
the generation of new products, ideas and ways of viewing things in unfamiliar contexts 

x� Learning descriptors: generalize, infer, organize, investigate, construct, invent, elaborate, justify, 
predict, critique, plan, perform, create 

1Anderson, L.W., & Krathwohl, D.R. (Eds). (2001) A Taxonomy for Learning, Teaching, and Assessing: A Revision of 
Bloom’s Taxonomy of Educational Objectives.  New York: Longman. 

����



 

Delaware Recommended Curriculum 
Grade-Level Expectations & Proficiency-Level Expectations for Visual Art 

3 

Bloom’s Revised Taxonomy 

Remembering 
 

Recalling information 
 

Recognizing, Listing, Describing, Retrieving, Naming, Finding 

Comparing, Organizing, 
Deconstructing, 

Interrogating, Finding 

Checking, Hypothesizing, 
Critiquing, Experimenting, 

Judging 

Creating 
Designing, Constructing, 

Planning, Producing, 
Inventing 

Generating new ideas, products or 
ways of viewing things 

Understanding 
 

Explaining ideas 
 

Interpreting, Summarizing, Paraphrasing, Classifying, Explaining 

Applying 
 

Using information in another familiar situation 
 

Implementing, Carrying Out, Using, Executing 

Analyzing 
 

Breaking information into parts to explore 
understandings and relationships 

Evaluating 
 

Justifying a decision or 
course of action 
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Visual Art 
Grade Level Expectation (GLE) & Proficiency Level Expectation (PLE) Descriptors 
 
Overarching Essential Questions:  

x� To what extent is art a process or a product? 
x� What constitutes art?  According to whom? 
x� Why create? 

Enduring Understandings: 
       Following instruction students will understand that:  

x� Artists make thoughtful choices in creating works of art. 
x� Artists use a variety of techniques and processes to manipulate media to achieve desired effects. 
x� Artists must understand media, techniques and process as tools to communicate. 
x� Artists learn rules in order to break them. 
x� Artists consider multiple approaches to visual problems. 
x� Artists create works of art employing both conscious and intuitive thought. 

 
Essential Questions:  

x� Why do artists select one medium over another? 
x� To what extent can media be manipulated using a variety of techniques and processes? 

I - Introduce          D - Develop          P - Proficient          E - Extend 

Standard 1: Understanding and applying media, techniques and processes 

 Pre
K/K 1 2 3 4 5 6 7 8 9 10 11 12 12+ 

1.1 

Select and use 
different media, 
techniques and 
processes that are 
used to create works 
of art 

I D P E 

1.2 

Use selected two-
dimensional and 
three-dimensional 
media to 
communicate ideas 

I D P E 

1.3 
Use media and tools 
in a safe and 
responsible manner 

I D P E 

1.4 

Demonstrate how a 
single medium or 
technique can be 
used to create 
multiple effects in 
works of art 

I P E D 

Grade-Level Expectations (GLEs) Proficiency-Level Expectations (PLEs) 
Novice, Intermediate, Advanced 
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I - Introduce          D - Develop          P - Proficient          E - Extend 

 Pre
K/K 1 2 3 4 5 6 7 8 9 10 11 12 12+ 

1.5 

Compare and 
contrast the different 
effects created by 
various two-
dimensional and 
three-dimensional 
works of art 

 I D P E 

1.6 

Identify different 
media, techniques 
and processes that 
are used to create 
works of art 

I D P E 

1.7 

Describe how media 
and techniques are 
used to create two-
dimensional and three 
dimensional works of 
art 

I P E D 

Grade-Level Expectations (GLEs) Proficiency-Level Expectations (PLEs) 
Novice, Intermediate, Advanced 
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Standard 2: Using knowledge of structures and functions 

Enduring Understandings: 
       Following instruction students will understand that: 

x� Every work of art has a point of view. 
x� Form and function may or may not be related one to the other. 
x� Art is a form of expression that employs a system of visual symbols. 

 
Essential Questions:  

x� To what extent is a work of art dependent upon the point of view of the artist? 
x� To what extent is a work of art dependent upon the point of view of the viewer? 
x� How and why is art used as a vehicle for communication? 
x� To what extent does good design integrate form with function? 

I - Introduce          D - Develop          P - Proficient          E - Extend 

 Pre
K/K 1 2 3 4 5 6 7 8 9 10 11 12 12+ 

2.1 Identify the elements 
of art I D P E 

2.2 
Select and use the 
elements of art in 
works of art 

 I D P E 

2.3 Identify the principles 
of design  I D P E 

2.4 Analyze the elements 
of art  I D P E 

2.5 
Evaluate works of art 
in terms of structure 
and function 

 I D P E 

2.6 Analyze the principles 
of design  I D P E 

2.7 
Select and use the 
principles of design in 
works of art 

 I D P E 

2.8 

Select and apply the 
knowledge of the 
elements of art and 
principles of design to 
convey ideas in works 
of art 

 I P E D 

Grade-Level Expectations (GLEs) Proficiency-Level Expectations (PLEs) 
Novice, Intermediate, Advanced 
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I - Introduce          D - Develop          P - Proficient          E - Extend 

 Pre
K/K 1 2 3 4 5 6 7 8 9 10 11 12 12+ 

2.9 

Plan, design and 
execute multiple 
solutions to 
challenging visual arts 
problems 

 I D P E 

2.10 

Analyze how the 
elements of art and 
principles of design 
applied through 
various media, 
techniques and 
processes produce 
different effects 

 I P E                       D 

Grade-Level Expectations (GLEs) Proficiency-Level Expectations (PLEs) 
Novice, Intermediate, Advanced 
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Standard 3: Choosing and evaluating a range of subject matter, symbols and ideas 

Enduring Understandings: 
       Following instruction students will understand that: 

x� Art may be created solely to fulfill a need to create. 
x� Art is a universal symbol system that transcends language barriers. 
x� Art draws upon all aspects of human experience. 
x� The process of choosing and evaluating subject matter, symbols and ideas may be deliberate or intuitive. 

 
Essential Questions:  

x� What is art? 
x� How does the use of specific symbols influence the meaning of a work of art? 
x� What makes art more or less authentic? 

I - Introduce          D - Develop          P - Proficient          E - Extend 

 Pre
K/K 1 2 3 4 5 6 7 8 9 10 11 12 12+ 

3.1 
Identify subject 
matter, symbols and 
ideas in works of art 

I D P E 

3.2 

Integrate a variety of 
sources for subject 
matter, symbols and/
or ideas which best 
communicate an 
intended meaning in 
works of art 

 I D P E 

3.3 

Evaluate the sources 
for content to validate 
the manner in which 
subject matter, sym-
bols and ideas are 
used in works of art 

 I D P E 

3.4 

Select and use 
subject matter, 
symbols and ideas to 
communicate mean-
ing in works of art 

I D P E 

3.5 

Describe and 
differentiate the 
origins of specific 
subject matter, 
symbols and ideas in 
works of art 

I D P E 

3.6 

Analyze how the use 
of subject matter, 
symbols and ideas 
are used in works of 
art 

I D P E 

Grade-Level Expectations (GLEs) Proficiency-Level Expectations (PLEs) 
Novice, Intermediate, Advanced 
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I - Introduce          D - Develop          P - Proficient          E - Extend 

Standard 4: Understanding the visual arts in relation to history and cultures 

Enduring Understandings: 
       Following instruction students will understand that: 

x� Art has been created by all peoples, in all times and in all places. 
x� Art preserves and depicts history in ways words cannot. 
x� Art celebrates the unique characteristics of all cultures. 
x� Subject matter, symbols and ideas are all rooted in culture. 
x� Natural resources have influenced the creation of indigenous art forms. 

 
Essential Questions:  

x� To what extent does history reflect upon and have an influence on art? 
x� To what extent does art reflect upon and have an influence on history? 

 Pre
K/K 1 2 3 4 5 6 7 8 9 10 11 12 12+ 

4.1 

Identify historical 
and cultural 
characteristics of 
works of art 

I D P E 

4.2 

Describe how the arts 
and artists influence 
each other across 
history and cultures 

I D  P E 

4.3 

Compare the purpose 
of works of art and 
design in history and 
cultures 

I D  P E 

4.4 

Speculate on how 
history and culture 
give meaning to a 
work of art 

I D  P E 

4.5 

Describe and 
differentiate the roles 
of artists in society 
across history and 
cultures 

I P E 

4.6 
Describe how history 
and cultures influence 
the visual arts 

I D P E 

4.7 
Describe how the 
visual arts influence 
history and cultures 

I D P E 

D  

Grade-Level Expectations (GLEs) Proficiency-Level Expectations (PLEs) 
Novice, Intermediate, Advanced 
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Standard 5: Reflecting upon and assessing the characteristics and merits of their work and 
the work of others 

Enduring Understandings: 
       Following instruction students will understand that: 

x� Timeless works of art are deemed important for a number and variety of reasons. 
x� Reflection, assessment and refinement are key steps in the process of creating art. 

 
Essential Questions:  

x� What makes some works of art great? 
x� When does a work of art have merit? 
x� To what extent is it adequate or appropriate to say “I like it” or “I don’t like it” when discussing the merit of a 

work of art? 

I - Introduce          D - Develop          P - Proficient          E - Extend 

 Pre
K/K 1 2 3 4 5 6 7 8 9 10 11 12 12+ 

5.1 

Discuss how 
individual experiences 
influence personal 
works of art 

I D P E 

5.2 
Identify ways the 
visual arts are used 
as communication 

I D   P E 

5.3 
Describe personal 
responses to selected 
works of art 

I D   P E 

5.4 
Analyze works of art 
to speculate why they 
were created 

I D   P E 

5.5 

Evaluate the artist's 
intent and 
effectiveness in 
communicating ideas 
and emotions in 
works of art 

I D  P E 

5.6 

Apply visual arts 
vocabulary when 
reflecting upon and 
assessing works of 
art 

I D  P E 

5.7 

Describe how a work 
of art can convey a 
voice of one or a 
voice of many 

I D  P E 

Grade-Level Expectations (GLEs) Proficiency-Level Expectations (PLEs) 
Novice, Intermediate, Advanced 
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Standard 6: Making connections between visual arts and other disciplines 

Enduring Understandings: 
       Following instruction students will understand that: 

x� Learning can be deepened by connecting visual art to other disciplines. 
x� Many people favor learning in a visual and tactile way. 
x� The process of creating art requires critical and creative problem solving. 
x� The means to create art always changes. 

 
Essential Questions:  

x� How is learning deepened through a study of visual art? 
x� In what ways do the learning processes occurring in visual art differ from the learning processes in other 

disciplines? 

I - Introduce          D - Develop          P - Proficient          E - Extend 

 Pre
K/K 1 2 3 4 5 6 7 8 9 10 11 12 12+ 

6.1 

Compare and 
contrast relationships 
and characteristics 
between the visual 
arts and other 
disciplines 

I D  P E 

6.2 

Compare the use of 
technology, media 
and processes of the 
visual arts with other 
disciplines 

I D  P E 

6.4 

Describe how 
learning in the visual 
arts helps develop 
essential skills for life 
and the workplace 

I D  P E 

6.3 

Describe and/or 
demonstrate how 
skills transfer 
between the visual 
arts and other 
disciplines 

I D  P E 

Grade-Level Expectations (GLEs) Proficiency-Level Expectations (PLEs) 
Novice, Intermediate, Advanced 
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New Jersey Core Curriculum Content Standards 
for  
Visual and Performing Arts 

INTRODUCTION 
Arts Education in the 21stCentury 

Creativity is a driving force in the 21st-century global economy, with the fastest growing jobs and emerging 
industries relying on the ability of workers to think unconventionally and use their imaginations. 

The best employers the world over will be looking for the most competent, most creative, and most innovative 
people on the face of the earth ... This will be true not just for the top professionals and managers, but up and 
down the length and breadth of the workforce. ... Those countries that produce the most important new 
products and services can capture a premium in world markets ...  

(2007, National Center on Education and the Economy) 

Experience with and knowledge of the arts is an essential component of the P-12 curriculum in the 21st 
century. As the state of New Jersey works to transform public education to meet the needs of a changing world 
and the 21st century workforce, capitalizing on the unique ability of the arts to unleash creativity and innovation 
in our students is critical for success, as reflected in the mission and vision that follow:  

Mission: The arts enable personal, intellectual, social, economic, and human 
growth by fostering creativity and providing opportunities for expression beyond 
the limits of language.  

Vision: An education in the arts fosters a population that: 

x Creates, reshapes, and fully participates in the enhancement of the quality of life, globally.  
x Participates in social, cultural, and intellectual interplay among people of different ethnic, racial, and 

cultural backgrounds through a focus on the humanities.  
x Possesses essential technical skills and abilities significant to many aspects of life and work in the 21st 

century.  
x Understands and impacts the increasingly complex technological environment.  

Intent and Spirit of the Visual and Performing Arts Standards 

The intent and spirit of the New Jersey Visual and Performing Arts Standards builds upon the philosophy and 
goals of the National Standards for Arts Education  Equitable access to arts instruction is achieved when the 
four arts disciplines (dance, music, theatre, and visual art) are offered throughout the P-12 spectrum. Thus, the 
goal of the standards is that all students have regular, sequential arts instruction throughout their P-12 
education.  

The expectation of the New Jersey arts standards is that all students communicate at a basic level in each of 
the four arts disciplines by the end of fifth grade, using the vocabularies, materials, tools, techniques, and 
intellectual methods of each arts discipline in a developmentally appropriate manner. Beginning in grade 6, 
student instruction in the arts is driven by specialization, with students choosing one of the four arts disciplines 
based on their interests, aptitudes, and career aspirations. By the end of grade 12, students are expected to 
communicate proficiently in one or more arts disciplines of their choice. By graduation from secondary school, 
all students should, in at least one area of specialization, be able to:  
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x Define and solve artistic problems with insight, reason, and technical proficiency.  
x Develop and present basic analyses of works of art from structural, historical, cultural, and aesthetic 

perspectives.  
x Call upon their informed acquaintance with exemplary works of art from a variety of cultures and 

historical periods.  
x Relate various types of arts knowledge and skills within and across the arts disciplines by mixing and 

matching competencies and understandings in art-making, history, culture, and analysis in any arts-
related project.  

Revised Standards 

The revised 2009 visual and performing arts standards align with the National Standards for Arts Education. In 
addition, they correlate structurally to the three arts processes defined in the 2008 NAEP Arts Education 
Assessment Framework: creating, performing, and responding. When actively engaged in these processes, 
students not only learn about the arts, they learn through and within the arts.  

The state and national standards are deliberately broad to encourage local curricular objectives and flexibility in 
classroom instruction. New Jerseys revised 2009 visual and performing arts standards provide the foundation 
for creating local curricula and meaningful assessments in the four arts disciplines for all children. They are 
designed to assist educators in assessing required knowledge and skills in each discipline by laying out the 
expectations for levels of proficiency in dance, music, theatre, and the visual arts at the appropriate level of 
study.  

Organization of the 2009 Standards 

This organization of the 2009 visual and performing arts standards reflects the critical importance of locating 
the separate arts disciplines (dance, music, theatre, and visual art) as one common body of knowledge and 
skills, while still pointing to the unique requirements of individual disciplines. There are four visual and 
performing arts standards, as follows. 

Standards 1.1 and 1.2, respectively, articulate required knowledge and skills concerning the elements and 
principles of the arts, as well as arts history and culture. Together, the two standards forge a corollary to the 
NAEP Arts process of creating. Standard 1.1 includes four strands, one for each of the arts disciplines: A. 
Dance, B. Music, C. Theatre, and D. Visual Art; standard 1.2 includes a single strand: A. History of the Arts and 
Culture. 

Standard 1.1 The Creative Process: All students will demonstrate an understanding of the elements and 
principles that govern the creation of works of art in dance, music, theatre, and visual art. 

Standard 1.2 History of the Arts and Culture: All students will understand the role, development, and 
influence of the arts throughout history and across cultures. 

Standard 1.3 is rooted in arts performance and thus stands as a corollary to the NAEP Arts process of 
performing/interpreting. Like Standard 1.1, standard 1.3 is made up of four arts- specific strands: A. Dance, B. 
Music, C. Theatre, and D. Visual Art. 

Standard 1.3 Performing: All students will synthesize skills, media, methods, and technologies that are 
appropriate to creating, performing, and/or presenting works of art in dance, music, theatre, and visual art. 

Standard 1.4 addresses two ways students may respond to the arts, including (1) the study of aesthetics and 
(2) the application of methodologies for critique. Standard 1.4 provides a corollary to the NAEP Arts process of 
responding. This standard pertains to all four arts disciplines, and is comprised of two strands related to the 
mode of response: A. Aesthetic Responses and B. Critique Methodologies.  
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Standard 1.4 Aesthetic Responses & Critique Methodologies: All students will demonstrate and apply an 
understanding of arts philosophies, judgment, and analysis to works of art in dance, music, theatre, and visual 
art.  

Proficiency Levels and Grade Band Clusters  

The grade-band clusters for the 2009 visual and performing arts standards correspond to new federal 
definitions of elementary and secondary education, which may have implications for instructional delivery 
according to licensure. The expectations for student achievement increase across the grade band clusters as 
follows:  

x Preschool: All students should be given broad-based exposure to, and be provided opportunities for 
exploration in, each of the four arts disciplines. The goal is that preschool students attain foundational 
skills that progress toward basic literacy in the content knowledge and skills delineated in the K-2 and 
3-5 grade-level arts standards, as developmentally appropriate.  

x Grades K-2 and 3-5: All students in grades K-5 are given broad-based exposure to, and are provided 
opportunities for participation in, each of the four arts disciplines. The expectation at this level is that all 
students attain basic literacy in the content knowledge and skills delineated in the K-2 and 3-5 grade-
level standards for the arts.  

x Grades 6-8: In grades 6-8, student instruction focuses on one of the four arts disciplines, as directed 
by student choice. The expectation at this level is that all students demonstrate competency in the 
content knowledge and skills delineated for the selected arts discipline.  

x Grades 9-12: Throughout secondary school, student instruction continues to focus on one of the four 
arts disciplines, as chosen by the student. By the end of grade 12, all students demonstrate proficiency 
in at least one chosen arts discipline by meeting or exceeding the content knowledge and skills 
delineated in the arts standards.  

Teaching the Standards: Certification and Highly Qualified Arts Educators 

The visual and performing arts are considered a "core" subject under the federal No Child Left Behind Act 
(NCLB-2001). Therefore, all visual and performing arts teachers must meet the "Highly Qualified Teachers" 
standards within their certificated arts discipline(s).  State licensure is the initial gatekeeper for highly qualified 
status.    

Education in the Arts: National and State Advocacy 

x The  Arts Education Partnership  provides research information and other guidance to assist in 
advocating for arts education at the national, state, and local levels. The Partnership also provides 
information on government funding at the federal and state levels, including the grant programs of two 
federal agencies: the U.S. Department of Education and the National Endowment for the Arts.  

x At the state level, the New Jersey Arts Education Partnership was established in 2007 as a 
clearinghouse for information and best practices in arts education, and calls attention to the 
contribution arts education makes to student achievement. The report, Within Our Power: The 
Progress, Plight, and Promise of Arts Education for Every Child, is the NJAEPs response to the New 
Jersey Arts Census Project, the most comprehensive survey ever compiled on the status of arts 
education in New Jerseys public schools.  

x A Glossary of arts terms used in the 2009 visual and performing arts standards was designed to 
support implementation of the arts standards.  

Resources 

Amdur, S., & Associates (Ed.). (2000). Learning and the arts: Crossing boundaries 
(proceedings of an invitational meeting for education, art, and youth funders held 
January 12-14, Los Angeles). Seattle, WA: Grantmakers in the Arts. Online: 
http://www.giarts.org 

����



Asbury, C., & Rich, B. (Eds.). (2008). Learning, arts, and the brain: The DANA foundation consortium report 
on arts and cognition. New York: DANA Press.  

Consortium of National Arts Education Associations. (1994). National standards for arts 
education: What every young American should know and be able to do in the arts. 
Reston, VA: Music Educators National Conference. Online: http://artsedge.kennedy-
center.org/educators/standards.aspx 

Deasy, R. J. (Ed.). (2002). Critical links: Learning in the arts and student academic and social development. 
Washington, DC: Arts Education Partnership.  

Deasy, R. J. (Ed.). (2005). Third space: When learning matters. Washington, DC: Arts Education 
Partnership.  

Fisk, E. B. (Ed.) (1999). Champions of change: The impact of the arts on learning. Washington, DC: The 
Presidents Committee on the Arts and Humanities & Arts Education Partnership. 

Kendall, J. S., & Marzano, R. J. (2000). Content knowledge: A compendium of standards and benchmarks 
for K-12 education (3rd ed.). Alexandria, VA: Association for Supervision and Curriculum 
Development. 

Literacy in the Arts Task Force. (1989). Literacy in the arts: An imperative for New Jersey schools. Trenton, 
NJ: Alliance for Arts Education. 

National Center on Education and the Economy. (2007). Tough choices or tough times: 
The report of the New Commission on the Skills of the American Workforce. San 
Francisco: John Wiley & Sons. Online [executive summary]: 
http://www.skillscommission.org/?page_id=280 

National Dance Education Organization. (2005). Standards for learning and teaching dance in the arts: Ages 
5-18. Silver Spring, MD: Author. Online: 
http://ndeo.org/content.aspx?page_id=22&club_id=893257&module_id=55412 

New Jersey State Department of Education. (1996). New Jersey Core Curriculum Content Standards. 
Trenton, NJ: Author. 

New Jersey State Department of Education. (1999). New Jersey visual & performing arts curriculum 
framework. Trenton, NJ: Author. 

New Jersey State Department of Education. (2004). New Jersey visual & performing arts curriculum 
framework. Trenton, NJ: Author. 

New Jersey State Department of Education. (2008). Standards clarification project. Trenton, NJ: 
Author.Online: http://www.nj.gov/education/aps/njscp/ 

Presidents Committee on the Arts & Humanities & Arts Education Partnership. (1999). Gaining the arts 
advantage: Lessons learned from school districts that value arts education. Alexandria, VA, & 
Washington, DC: Authors. 

Wiggins, G., & McTighe, J. (2005). Understanding by design (2nd ed.). Alexandria, VA: Association for 
Supervision and Curriculum and Development.  

 

����



2009 New Jersey Core Curriculum Content Standards - Visual and Performing Arts  
Content Area Visual and Performing Arts  
Standard  1.1 The Creative Process: All students will demonstrate an understanding of the elements and 

principles that govern the creation of works of art in dance, music, theatre, and visual art.  
Strand A. Dance  

By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in DANCE. 

  Original choreography and 
improvisation of movement 
sequences begins with basic 
understanding of the elements of 
dance. 

1.1.2.A.1 Identify the elements of dance in planned and improvised 
dance sequences.  

  Original movement is generated 
through improvisational skills and 
techniques. 

1.1.2.A.2 Use improvisation to discover new movement to fulfill the 
intent of the choreography.  

  There are distinct differences 
between pedestrian movements 
and formal training in dance. 

1.1.2.A.3 Demonstrate the difference between pantomime, 
pedestrian movement, abstract gesture, and dance 
movement.  

  The coordination and isolation of 
different body parts is dependent 
on the dynamic alignment of the 
body while standing and moving. 

1.1.2.A.4 Apply and adapt isolated and coordinated body part 
articulations, body alignment, balance, and body 
patterning.  

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in DANCE. 

  Basic choreographed structures 
employ the elements of dance.  

1.1.5.A.1 Analyze both formal and expressive aspects of time, 
shape, space, and energy, and differentiate basic 
choreographic structures in various dance works. 

  Movement is developed and 
generated through improvisation. 
Form and structure are important 
when interpreting original 
choreography. 

1.1.5.A.2 Analyze the use of improvisation that fulfills the intent of 
and develops choreography in both its form and structure. 
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  Musical and non-musical forms of 
sound can affect meaning in 
choreography and improvisation. 

1.1.5.A.3 Determine how accompaniment (such as sound, spoken 
text, or silence) can affect choreography and 
improvisation. 

  Compositional works are 
distinguished by the use of 
various body movements and 
sources of initiation (i.e., central, 
peripheral, or transverse).  

1.1.5.A.4 Differentiate contrasting and complimentary shapes, 
shared weight centers, body parts, body patterning, 
balance, and range of motion in compositions and 
performances.  

8 NOTE: By the end of grade 8, those students choosing DANCE as their required area of specialization 
demonstrate COMPETENCY in the following content knowledge and skills.  

  Numerous formal choreographic 
structures can be used to develop 
the elements of dance in the 
creation of dance works. 

1.1.8.A.1 Interpret the choreographic structures of contrast and 
transition, the process of reordering and chance, and the 
structures of AB, ABA, canon, call and response, and 
narrative. 

  Styles and techniques in dance 
are defined by the ways in which 
the elements of dance and 
choreographic principles are 
manipulated in the creation of 
dance compositions. 

1.1.8.A.2 Analyze dance techniques and styles to discern the 
compositional use of the elements of dance and 
choreographic principles relating to dynamics, as well as 
to discern spatial relationships. 

  Dance employs various themes 
and arts media to engage the 
viewer, develop meaning, and 
communicate emotions.  

1.1.8.A.3 Examine how dance compositions are influenced by 
various social themes and arts media (e.g., dance for 
camera, interactive, telematics). 

  The quality of integrated 
movement depends on body 
alignment and the synchronized 
use of major and minor muscle 
groups. Variety in body patterns, 
range of motion, application of the 
elements of dance, and skill level 
enhance dance compositions and 
performance.  

1.1.8.A.4 Integrate a variety of isolated and coordinated 
movements in dance compositions and performances, 
making use of all major muscle groups, proper body 
mechanics, body patterning, balance, and range of 
motion.  

12 NOTE: By the end of grade 12, those students choosing DANCE as their required area of specialization 
demonstrate PROFICIENCY in the following content knowledge and skills. 
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  Creating master works in dance 
requires ability to comprehend, 
articulate, and manipulate time, 
space, and energy across and 
within a broad spectrum of 
choreographic structures and 
through the use of many 
choreographic devices. 

1.1.12.A.1 Articulate understanding of choreographic structures or 
forms (e.g., palindrome, theme and variation, rondo, 
retrograde, inversion, narrative, and accumulation) in 
master works of dance. 

  Acute kinesthetic awareness and 
mastery of composition are 
essential for creating and 
interpreting master works of art. 

1.1.12.A.2 Categorize the elements, principles, and choreographic 
structures of dance masterworks. 

  Interpretation of dance is heavily 
reliant on its context. 

1.1.12.A.3 Analyze issues of gender, ethnicity, socio-economic 
status, politics, age, and physical conditioning in relation 
to dance performances. 

  Artistry in dance performance is 
accomplished through complete 
integration of anatomical 
principles and clear direction of 
intent and purpose. 

1.1.12.A.4 Synthesize knowledge of anatomical principles related to 
body alignment, body patterning, balance, strength, and 
coordination in compositions and performances. 
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Content Area Visual and Performing Arts  
Standard  1.1 The Creative Process: All students will demonstrate an understanding of the elements and 

principles that govern the creation of works of art in dance, music, theatre, and visual art.  
Strand B. Music  

By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in MUSIC.  

  Ear training and listening skill are 
prerequisites for musical literacy.  

1.1.2.B.1 Explore the elements of music through verbal and written 
responses to diverse aural prompts and printed scores.  

  The elements of music are 
foundational to basic music 
literacy.  

1.1.2.B.2 Identify musical elements in response to diverse aural 
prompts, such as rhythm, timbre, dynamics, form, and 
melody. 

  Music is often defined as 
organized sound that is dependent 
on predictable properties of tone 
and pitch. Musical notation 
captures tonality, dynamic range, 
and rhythm. 

1.1.2.B.3 Identify and categorize sound sources by common traits 
(e.g., scales, rhythmic patterns, and/or other musical 
elements), and identify rhythmic notation up to eighth 
notes and rests. 

  Musical instruments have unique 
qualities of tonality and 
resonance. Conventional 
instruments are divided into 
musical families according to 
shared properties.  

1.1.2.B.4 Categorize families of instruments and identify their 
associated musical properties.  

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in MUSIC.  

  Reading basic music notation 
contributes to musical fluency and 
literacy. Musical intelligence is 
related to ear training and 
listening skill, and temporal 
spatial reasoning ability is 
connected to listening skill.  

1.1.5.B.1 Identify the elements of music in response to aural 
prompts and printed music notational systems.  
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  The elements of music are 
building blocks denoting meter, 
rhythmic concepts, tonality, 
intervals, chords, and melodic and 
harmonic progressions, all of 
which contribute to musical 
literacy.  

1.1.5.B.2 Demonstrate the basic concepts of meter, rhythm, 
tonality, intervals, chords, and melodic and harmonic 
progressions, and differentiate basic structures. 

8 NOTE: By the end of grade 8, those students choosing MUSIC as their required area of specialization 
demonstrate COMPETENCY in the following content knowledge and skills. 

  Common, recognizable musical 
forms often have characteristics 
related to specific cultural 
traditions. 

1.1.8.B.1 Analyze the application of the elements of music in 
diverse Western and non-Western musical works from 
different historical eras using active listening and by 
reading and interpreting written scores.  

  Compositional techniques used in 
different styles and genres of 
music vary according to 
prescribed sets of rules.  

1.1.8.B.2 Compare and contrast the use of structural forms and the 
manipulation of the elements of music in diverse styles 
and genres of musical compositions.  

12 NOTE: By the end of grade 12, those students choosing MUSIC as their required area of specialization 
demonstrate PROFICIENCY in the following content knowledge and skills. 

  Understanding nuanced stylistic 
differences among various genres 
of music is a component of 
musical fluency. Meter, rhythm, 
tonality, and harmonics are 
determining factors in the 
categorization of musical genres.  

1.1.12.B.1 Examine how aspects of meter, rhythm, tonality, 
intervals, chords, and harmonic progressions are 
organized and manipulated to establish unity and variety 
in genres of musical compositions. 

  Musical proficiency is 
characterized by the ability to 
sight-read advanced notation. 
Musical fluency is also 
characterized by the ability to 
classify and replicate the stylistic 
differences in music of varying 
traditions. 

1.1.12.B.2 Synthesize knowledge of the elements of music in the 
deconstruction and performance of complex musical 
scores from diverse cultural contexts. 
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Content Area Visual and Performing Arts  
Standard  1.1 The Creative Process: All students will demonstrate an understanding of the elements and 

principles that govern the creation of works of art in dance, music, theatre, and visual art.  
Strand C. Theatre  

By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in THEATRE. 

  The elements of theatre are 
recognizable in theatrical 
performances. 

1.1.2.C.1 Identify basic elements of theatre and describe their use 
in a variety of theatrical performances. 

  Theatre artists use precise 
vocabulary when staging a play. 

1.1.2.C.2 Express stage directions, areas of the stage, basic stage 
movements, and parts of a script using correct theatre 
terms (e.g., setting, costumes, plot, theme, etc.). 

  Creative drama and storytelling 
use voice, movement, and facial 
expression to communicate 
emotions. Creating characters is 
an act of intention in which actors 
play themselves in an imaginary 
set of circumstances. 

1.1.2.C.3 Distinguish between characters, actors, and the self by 
demonstrating respect for personal space, creative 
movement, and pantomime skills while interacting with 
others in creative drama and storytelling.  

  The technical theatrical elements 
and theatre architecture are 
inherent in theatrical design and 
production. 

1.1.2.C.4 Describe the use of the technical theatrical elements by 
examining examples of theatrical design in productions. 

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in THEATRE. 

  The well-made play uses a 
specific, identifiable narrative 
structure (e.g., inciting incident, 
climax, dénouement, etc.). 

1.1.5.C.1 Evaluate the characteristics of a well-made play in a 
variety of scripts and performances.  

  The actor’s physicality and vocal 
techniques have a direct 
relationship to character 

1.1.5.C.2 Interpret the relationship between the actor’s physical and 
vocal choices and an audience’s perception of character 
development by identifying examples of vocal variety, 
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development.  stage business, concentration, and focus.  
  Time, place, mood, and theme are 

enhanced through use of the 
technical theatrical elements. 

1.1.5.C.3 Analyze the use of technical theatrical elements to identify 
how time, place, mood, and theme are created. 

  Sensory recall is a technique 
actors commonly employ to 
heighten the believability of a 
character. 

1.1.5.C.4 Explain the function of sensory recall and apply it to 
character development.  

8 NOTE: By the end of grade 8 those students choosing THEATRE as their required area of specialization 
demonstrate COMPETENCY in the following content knowledge and skills. 

  Distinct pieces of dramatic 
literature and theatrical trends 
reflect cultural traditions and 
periods in history. 

1.1.8.C.1 Analyze the structural components of plays and 
performances from a variety of Western and non-Western 
theatrical traditions and from different historical eras. 

  Actors exercise their voices and 
bodies through a wide variety of 
techniques to expand the range 
and the clarity of the characters 
they develop. 

1.1.8.C.2 Determine the effectiveness of various methods of vocal, 
physical, relaxation, and acting techniques used in actor 
training. 

  Emotion and meaning are often 
communicated through 
modulations of vocal rate, pitch, 
and volume.  

1.1.8.C.3 Differentiate among vocal rate, pitch, and volume, and 
explain how they affect articulation, meaning, and 
character. 

  A team of artists, technicians, and 
managers who collaborate to 
achieve a common goal uses a 
broad range of skills to create 
theatrical performances. 

1.1.8.C.4 Define the areas of responsibility (e.g., actor, director, 
producer, scenic, lighting, costume, stagehand, etc.) and 
necessary job skills of the front and back-of-house 
members of a theatre company.  

12 NOTE: By the end of grade 12, those students choosing THEATRE as their required area of specialization 
demonstrate PROFICIENCY in the following content knowledge and skills. 

  Theatre and the arts play a 
significant role in human history 
and culture. 

1.1.12.C.1 Analyze examples of theatre’s influence on history and 
history’s influence on theatre in Western and non-Western 
theatre traditions.  

  Characters have physical, 
emotional, and social dimensions 

1.1.12.C.2 Formulate a process of script analysis to identify how the 
physical, emotional, and social dimensions of a character 
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that can be communicated 
through the application of acting 
techniques. 

are communicated through the application of acting 
techniques. 

  Theatre production is an art, but it 
is also a science requiring 
knowledge of safety procedures, 
materials, technology, and 
construction techniques. 

1.1.12.C.3 Apply the basic physical and chemical properties (e.g., 
light, electricity, color, paint, scenic construction, 
costumes, makeup, and audio components) inherent in 
technical theatre to safely implement theatre design.  
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Content Area Visual and Performing Arts  
Standard  1.1 The Creative Process: All students will demonstrate an understanding of the elements and 

principles that govern the creation of works of art in dance, music, theatre, and visual art.  
Strand D. Visual Art  

By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in VISUAL ART. 

  The basic elements of art and 
principles of design govern art 
creation and composition. 

1.1.2.D.1 Identify the basic elements of art and principles of design 
in diverse types of artwork.  

  Recognizing the elements of art 
and principles of design in 
artworks of known and emerging 
artists, as well as peers, is an 
initial step toward visual literacy. 

1.1.2.D.2 Identify elements of art and principles of design in specific 
works of art and explain how they are used. 

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in VISUAL ART. 

  Understanding the function and 
purpose of the elements of art 
and principles of design assists 
with forming an appreciation of 
how art and design enhance 
functionality and improve quality 
of living.  

1.1.5.D.1 Identify elements of art and principles of design that are 
evident in everyday life. 

  The elements of art and principles 
of design are universal.  

1.1.5.D.2 Compare and contrast works of art in various mediums 
that use the same art elements and principles of design. 

8 NOTE: By the end of grade 8, those students choosing VISUAL ART as their required area of specialization 
demonstrate COMPETENCY in the following content knowledge and skills. 

  Art is a universal language. Visual 
communication through art 
crosses cultural and language 
barriers throughout time.  

1.1.8.D.1 Describe the intellectual and emotional significance 
conveyed by the application of the elements of art and 
principles of design in different historical eras and 
cultures. 
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  The study of masterworks of art 
from diverse cultures and different 
historical eras assists in 
understanding specific cultures. 

1.1.8.D.2 Compare and contrast various masterworks of art from 
diverse cultures, and identify elements of the works that 
relate to specific cultural heritages.  

12 NOTE: By the end of grade 12, those students choosing VISUAL ART as their required area of 
specialization demonstrate PROFICIENCY in the following content knowledge and skills. 

  Common themes exist in artwork 
from a variety of cultures across 
time and are communicated 
through metaphor, symbolism, 
and allegory. 

1.1.12.D.1 Distinguish innovative applications of the elements of art 
and principles of design in visual artworks from diverse 
cultural perspectives and identify specific cross-cultural 
themes.  

  Stimuli for the creation of 
artworks can come from many 
places, including other arts 
disciplines.  

1.1.12.D.2 Translate literary, musical, theatrical, and dance 
compositions by using them as stimulus/inspiration for 
corresponding visual artworks. 
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Content Area Visual and Performing Arts  
Standard  1.2 History of the Arts and Culture: All students will understand the role, development, and 

influence of the arts throughout history and across cultures.  
Strand A. History of the Arts and Culture  

By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in DANCE, MUSIC, THEATRE, and VISUAL ART. 

  Dance, music, theatre, and visual 
artwork from diverse cultures and 
historical eras have distinct 
characteristics and common 
themes that are revealed by 
contextual clues within the works 
of art.  

1.2.2.A.1 Identify characteristic theme-based works of dance, 
music, theatre, and visual art, such as artworks based on 
the themes of family and community, from various 
historical periods and world cultures. 

  The function and purpose of art-
making across cultures is a 
reflection of societal values and 
beliefs.  

1.2.2.A.2 Identify how artists and specific works of dance, music, 
theatre, and visual art reflect, and are affected by, past 
and present cultures. 

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in DANCE, MUSIC, THEATRE, and VISUAL ART. 

  Art and culture reflect and affect 
each other.  

1.2.5.A.1 Recognize works of dance, music, theatre, and visual art 
as a reflection of societal values and beliefs. 

  Characteristic approaches to 
content, form, style, and design 
define art genres.  

1.2.5.A.2 Relate common artistic elements that define distinctive art 
genres in dance, music, theatre, and visual art.  

  Sometimes the contributions of an 
individual artist can influence a 
generation of artists and signal 
the beginning of a new art genre. 

1.2.5.A.3 Determine the impact of significant contributions of 
individual artists in dance, music, theatre, and visual art 
from diverse cultures throughout history. 

8 NOTE: By the end of grade 8, all students demonstrate COMPETENCY in the following content knowledge 
and skills for their required area of specialization in DANCE, MUSIC, THEATRE, or VISUAL ART. 

  Technological changes have and 1.2.8.A.1 Map historical innovations in dance, music, theatre, and 
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will continue to substantially 
influence the development and 
nature of the arts. 

visual art that were caused by the creation of new 
technologies.  

  Tracing the histories of dance, 
music, theatre, and visual art in 
world cultures provides insight 
into the lives of people and their 
values. 

1.2.8.A.2 Differentiate past and contemporary works of dance, 
music, theatre, and visual art that represent important 
ideas, issues, and events that are chronicled in the 
histories of diverse cultures. 

  The arts reflect cultural morays 
and personal aesthetics 
throughout the ages.  

1.2.8.A.3 Analyze the social, historical, and political impact of artists 
on culture and the impact of culture on the arts. 

12 NOTE: By the end of grade 12, all students demonstrate PROFICIENCY in the following content knowledge 
and skills for their required area of specialization in DANCE, MUSIC, THEATRE, or VISUAL ART. 

  Cultural and historical events 
impact art-making as well as how 
audiences respond to works of art. 

1.2.12.A.1 Determine how dance, music, theatre, and visual art have 
influenced world cultures throughout history. 

  Access to the arts has a positive 
influence on the quality of an 
individual’s lifelong learning, 
personal expression, and 
contributions to community and 
global citizenship.  

1.2.12.A.2 Justify the impact of innovations in the arts (e.g., the 
availability of music online) on societal norms and habits 
of mind in various historical eras.  
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Content Area Visual and Performing Arts  
Standard  1.3 Performance: All students will synthesize those skills, media, methods, and technologies 

appropriate to creating, performing, and/or presenting works of art in dance, music, theatre, and 
visual art.  

Strand A. Dance  
By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

P NOTE: By the end of preschool, all students attain foundational skills that progress toward BASIC 
LITERACY in CREATIVE MOVEMENT AND DANCE. 

  Creative movement/dance is a 
means of self-expression. 

1.3.P.A.1 Move the body in a variety of ways, with and without 
music. 

  1.3.P.A.2 Respond to changes in tempo and a variety of musical 
rhythms through body movement. 

  1.3.P.A.3 Participate in simple sequences of movements. 
  1.3.P.A.4 Define and maintain personal space, concentration, and 

focus during creative movement/dance performances. 
  1.3.P.A.5 Participate in or observe a variety of dance and movement 

activities accompanied by music and/or props from 
different cultures and genres. 

  1.3.P.A.6 Use movement/dance to convey meaning around a theme 
or to show feelings. 

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in DANCE. 

  The elements of dance are time, 
space, and energy. 
Improvisational structures 
facilitate movement invention. 
Musical or non-musical 
accompaniment is a choice. Dance 
can communicate meaning around 
a variety of themes.  

1.3.2.A.1 Create and perform planned and improvised movement 
sequences using the elements of dance, with and without 
musical accompaniment, to communicate meaning around 
a variety of themes.  

  The creation of an original dance 
composition often begins with 

1.3.2.A.2 Create and perform planned and improvised movement 
sequences, alone and in small groups, with variations in 
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improvisation. Movement 
sequences change when applying 
the elements of dance. 

tempo, meter, rhythm, spatial level (i.e., low, middle, and 
high), and spatial pathway. 

  The integrity of choreographed 
sequences is maintained by 
personal and group spatial 
relationships. Dance movement 
skills also require concentration 
and the intentional direction of 
focus during performance.  

1.3.2.A.3 Define and maintain personal space, concentrate, and 
appropriately direct focus while performing movement 
skills. 

  Locomotor and non-locomotor 
movements may contribute 
equally to the thematic content of 
solo and ensemble dances.  

1.3.2.A.4 Create and perform original movement sequences alone 
and with a partner using locomotor and non-locomotor 
movements at various levels in space.  

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in DANCE. 

  Fundamental movement 
structures include a defined 
beginning, middle, and ending. 
Planned choreographic and 
improvised movement sequences 
manipulate time, space, and 
energy. Kinesthetic transference 
of rhythm comes from auditory 
and visual stimuli.  

1.3.5.A.1 Perform planned and improvised sequences with a distinct 
beginning, middle, and end that manipulate time, space, 
and energy, and accurately transfer rhythmic patterns 
from the auditory to the kinesthetic. 

  The creation of an original dance 
composition is often reliant on 
improvisation as a choreographic 
tool. The essence/character of a 
movement sequence is also 
transformed when performed at 
varying spatial levels (i.e., low, 
middle, and high), at different 
tempos, along different spatial 
pathways, or with different 
movement qualities. 

1.3.5.A.2 Use improvisation as a tool to create and perform 
movement sequences incorporating various spatial levels 
(i.e., low, middle, and high), tempos, and spatial 
pathways. 
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  Works of art, props, and other 
creative stimuli can be used to 
inform the thematic content of 
dances. 

1.3.5.A.3 Create and perform dances alone and in small groups that 
communicate meaning on a variety of themes, using 
props or artwork as creative stimuli. 

  Dance requires a fundamental 
understanding of body alignment 
and applied kinesthetic principles. 
Age-appropriate conditioning of 
the body enhances flexibility, 
balance, strength, focus, 
concentration, and performance 
technique. 

1.3.5.A.4 Demonstrate developmentally appropriate kinesthetic 
awareness of basic anatomical principles, using flexibility, 
balance, strength, focus, concentration, and coordination.  

  Various dance styles, traditions, 
and techniques adhere to basic 
principles of alignment, balance, 
focus, and initiation of movement. 

1.3.5.A.5 Perform basic sequences of movement from different 
styles or traditions accurately, demonstrating proper 
alignment, balance, initiation of movement, and direction 
of focus. 

8 NOTE: By the end of grade 8, those students choosing DANCE as their required area of specialization 
demonstrate COMPETENCY in the following content knowledge and skills. 

  Movement dynamics and qualities 
emphasize time, space, and 
energy. Movement affinities and 
effort actions impact dynamic 
tension and spatial relationships. 

1.3.8.A.1 Incorporate a broad range of dynamics and movement 
qualities in planned and improvised solo and group works 
by manipulating aspects of time, space, and energy. 

  Dance may be used as a symbolic 
language to communicate 
universal themes and varied 
points of view about social, 
political, or historical issues in 
given eras.  

1.3.8.A.2 Choreograph and perform cohesive dance works that 
reflect social, historical, and/or political themes. 

  Foundational understanding of 
anatomical and kinesthetic 
principles is a contributing factor 
to dance artistry. Artistry in dance 
requires rhythmic acuity. 

1.3.8.A.3 Choreograph and perform movement sequences that 
demonstrate artistic application of anatomical and 
kinesthetic principles as well as rhythmic acuity. 

  Technology and media arts are 1.3.8.A.4 Use media arts and technology in the creation and 
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often catalysts for creating 
original choreographic 
compositions. 

performance of short, original choreographic 
compositions.  

12 NOTE: By the end of grade 12, those students choosing DANCE as their required area of specialization 
demonstrate PROFICIENCY in the following content knowledge and skills. 

  Creating highly integrated 
improvisational movement 
sequences develops personal style 
for solo and ensemble work. 
Characteristics of style vary 
broadly across dance genres.  

1.3.12.A.1 Integrate and recombine movement vocabulary drawn 
from a variety of dance genres, using improvisation as a 
choreographic tool to create solo and ensemble 
compositions.  

  Aesthetic quality results from 
conceptual coherence and from 
understanding and application of 
the principle unity of form and 
content.  

1.3.12.A.2 Create theme-based solo and ensemble dances that have 
unity of form and content, conceptual coherence, and 
aesthetic unity. 

  Dance artistry is achieved through 
refined technique, musicality, 
clarity of choreographic intent, 
stylistic nuance, and application of 
proper body mechanics. 

1.3.12.A.3 Demonstrate dance artistry with technical proficiency, 
musicality, stylistic nuance, clarity of choreographic 
intent, and efficiency of movement through the 
application of proper body mechanics.  

  Dance production is collaborative 
and requires choreographic, 
technological, design, and 
performance skill.  

1.3.12.A.4 Collaborate in the design and production of dances that 
use choreographic structures and incorporate various 
media and/or technologies.  
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Content Area Visual and Performing Arts  
Standard  1.3 Performance: All students will synthesize those skills, media, methods, and technologies 

appropriate to creating, performing, and/or presenting works of art in dance, music, theatre, and 
visual art.  

Strand B. Music  
By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

P NOTE: By the end of preschool, all students attain foundational skills that progress toward BASIC 
LITERACY in MUSIC. 

  Creating and performing music 
provides a means of self-
expression for very young 
learners. 

1.3.P.B.1 Sing a variety of songs with expression, independently 
and with others.  

  1.3.P.B.2 Use a variety of musical instruments to create music, 
alone and/or with others, using different beats, tempos, 
dynamics, and interpretations. 

  1.3.P.B.3 Clap or sing songs with repetitive phrases and rhythmic 
patterns.  

  1.3.P.B.4 Listen to, imitate, and improvise sounds, patterns, or 
songs. 

  1.3.P.B.5 Participate in and listen to music from a variety of cultures 
and times. 

  1.3.P.B.6 Recognize and name a variety of music elements using 
appropriate music vocabulary. 

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in MUSIC. 

  The ability to read music notation 
correlates with musical fluency 
and literacy. Notation systems are 
complex symbolic languages that 
indicate pitch, rhythm, dynamics, 
and tempo.  

1.3.2.B.1 Clap, sing, or play on pitch from basic notation in the 
treble clef, with consideration of pitch, rhythm, dynamics, 
and tempo. 

  Proper vocal production/vocal 
placement requires an 
understanding of basic anatomy 

1.3.2.B.2 Demonstrate developmentally appropriate vocal 
production/vocal placement and breathing technique. 
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and the physical properties of 
sound.  

  Playing techniques for Orff 
instruments develop foundational 
skills used for hand percussion 
and melodic percussion 
instruments.  

1.3.2.B.3 Demonstrate correct playing techniques for Orff 
instruments or equivalent homemade instruments.  

  Proper breathing technique and 
correct posture improve the 
timbre of the voice and protect 
the voice when singing.  

1.3.2.B.4 Vocalize the home tone of familiar and unfamiliar songs, 
and demonstrate appropriate posture and breathing 
technique while performing songs, rounds, or canons in 
unison and with a partner.  

  Improvisation is a foundational 
skill for music composition.  

1.3.2.B.5 Improvise short tonal and rhythmic patterns over 
ostinatos, and modify melodic or rhythmic patterns using 
selected notes and/or scales to create expressive ideas.  

  Prescribed forms and rules govern 
music composition, rhythmic 
accompaniment, and the 
harmonizing of parts.  

1.3.2.B.6 Sing or play simple melodies or rhythmic accompaniments 
in AB and ABA forms independently and in groups, and 
sight-read rhythmic and music notation up to and 
including eighth notes and rests in a major scale. 

  Basic conducting patterns and 
gestures provide cues about how 
and when to execute changes in 
dynamics, timbre, and timing.  

1.3.2.B.7 Blend unison and harmonic parts and vocal or 
instrumental timbres while matching dynamic levels in 
response to a conductor’s cues.  

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in MUSIC. 

  Complex scores may include 
compound meters and the grand 
staff. 

1.3.5.B.1 Sing or play music from complex notation, using notation 
systems in treble and bass clef, mixed meter, and 
compound meter. 

  Proper vocal production and vocal 
placement improve vocal quality. 
Harmonizing requires singing 
ability and active listening skills. 
Individual voice ranges change 
with time.  

1.3.5.B.2 Sing melodic and harmonizing parts, independently and in 
groups, adjusting to the range and timbre of the 
developing voice. 

  Music composition is governed by 
prescribed rules and forms that 

1.3.5.B.3 Improvise and score simple melodies over given harmonic 
structures using traditional instruments and/or computer 
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apply to both improvised and 
scored music.  

programs. 

  Decoding musical scores requires 
understanding of notation 
systems, the elements of music, 
and basic compositional concepts.  

1.3.5.B.4 Decode how the elements of music are used to achieve 
unity and variety, tension and release, and balance in 
musical compositions. 

8 NOTE: By the end of grade 8, those students choosing MUSIC as their required area of specialization 
demonstrate COMPETENCY in the following content knowledge and skills. 

  Western, non-Western, and 
avant-garde notation systems 
have distinctly different 
characteristics.  

1.3.8.B.1 Perform instrumental or vocal compositions using complex 
standard and non-standard Western, non-Western, and 
avant-garde notation. 

  Stylistic considerations vary 
across genres, cultures, and 
historical eras.  

1.3.8.B.2 Perform independently and in groups with expressive 
qualities appropriately aligned with the stylistic 
characteristics of the genre. 

  Understanding of discipline-
specific arts terminology (e.g., 
crescendo, diminuendo, 
pianissimo, forte, etc.) is a 
component of music literacy.  

1.3.8.B.3 Apply theoretical understanding of expressive and 
dynamic music terminology to the performance of written 
scores in the grand staff.  

  Improvisation is a compositional 
skill that is dependent on 
understanding the elements of 
music as well as stylistic nuances 
of historical eras and genres of 
music.  

1.3.8.B.4 Improvise music in a selected genre or style, using the 
elements of music that are consistent with basic playing 
and/or singing techniques in that genre or style.  

12 NOTE: By the end of grade 12, those students choosing MUSIC as their required area of specialization 
demonstrate PROFICIENCY in the following content knowledge and skills. 

  Technical accuracy, musicality, 
and stylistic considerations vary 
according to genre, culture, and 
historical era.  

1.3.12.B.1 Analyze compositions from different world cultures and 
genres with respect to technique, musicality, and stylistic 
nuance, and/or perform excerpts with technical accuracy, 
appropriate musicality, and the relevant stylistic nuance. 

  The ability to read and interpret 
music impacts musical fluency.  

1.3.12.B.2 Analyze how the elements of music are manipulated in 
original or prepared musical scores.  

  Understanding of how to 1.3.12.B.3 Improvise works through the conscious manipulation of 
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manipulate the elements of music 
is a contributing factor to musical 
artistry.  

the elements of music, using a variety of traditional and 
nontraditional sound sources, including electronic sound-
generating equipment and music generation programs. 

  Basic vocal and instrumental 
arranging skills require theoretical 
understanding of music 
composition.  

1.3.12.B.4 Arrange simple pieces for voice or instrument using a 
variety of traditional and nontraditional sound sources or 
electronic media, and/or analyze prepared scores using 
music composition software.  
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Content Area Visual and Performing Arts  
Standard  1.3 Performance: All students will synthesize those skills, media, methods, and technologies 

appropriate to creating, performing, and/or presenting works of art in dance, music, theatre, and 
visual art.  

Strand C. Theatre  
By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

P NOTE: By the end of preschool, all students attain foundational skills that progress toward BASIC 
LITERACY in DRAMATIC PLAY AND STORYTELLING. 

  Dramatic play provides a means 
of self-expression for very young 
learners. 

1.3.P.C.1 Play roles observed through life experiences (e.g., 
mom/dad, baby, firefighter, police officer, doctor, and 
mechanic). 

  1.3.P.C.2 Use memory, imagination, creativity, and language to 
make up new roles and act them out. 

  1.3.P.C.3 Participate with others in dramatic play, negotiating roles 
and setting up scenarios using costumes and props. 

  1.3.P.C.4 Differentiate between fantasy/pretend play and real 
events. 

  1.3.P.C.5 Sustain and extend dramatic play during dramatic play 
interactions (i.e., anticipate what will happen next). 

  1.3.P.C.6 Participate in and listen to stories and dramatic 
performances from a variety of cultures and times. 

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in THEATRE. 

  Plays may use narrative structures 
to communicate themes. 

1.3.2.C.1 Portray characters when given specifics about 
circumstances, plot, and thematic intent, demonstrating 
logical story sequence and informed character choices. 

  Actors use voice and movement 
as tools for storytelling. 

1.3.2.C.2 Use voice and movement in solo, paired, and group 
pantomimes and improvisations.  

  Voice and movement have broad 
ranges of expressive potential. 

1.3.2.C.3 Develop awareness of vocal range, personal space, and 
character-specific vocal and creative movement choices.  

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in THEATRE. 
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  A play’s effectiveness is enhanced 
by the theatre artists’ knowledge 
of technical theatrical elements 
and understanding of the 
elements of theatre. 

1.3.5.C.1 Create original plays using script-writing formats that 
include stage directions and technical theatrical elements, 
demonstrating comprehension of the elements of theatre 
and story construction.  

  Performers use active listening 
skills in scripted and improvised 
performances to create believable, 
multidimensional characters. 
Actors create a sense of truth and 
believability by applying 
performance techniques that are 
appropriate to the circumstances 
of a scripted or improvised 
performance.  

1.3.5.C.2 Demonstrate how active listening skills, vocal variety, 
physical expression, stage business, sensory recall, 
concentration, and focus affect meaning in scripted and 
improvised performances.  

8 NOTE: By the end of grade 8, those students choosing THEATRE as their required area of specialization 
demonstrate COMPETENCY in the following content knowledge and skills. 

  Effective scripted and 
improvisational performances 
require informed, supported, and 
sustained choices by actors, 
directors, and designers. 
Techniques for communicating a 
character’s intent vary in live 
performances and recorded 
venues.  

1.3.8.C.1 Create a method for defining and articulating character 
objectives, intentions, and subtext, and apply the method 
to the portrayal of characters in live performances or 
recorded venues. 

  Dramatic context and active 
listening skills inform development 
of believable, multidimensional 
characters in scripted and 
improvised performances. Mastery 
of physical and vocal skills enables 
actors to create dramatic action 
that generates a sense of truth 
and credibility.  

1.3.8.C.2 Create and apply a process for developing believable, 
multidimensional characters in scripted and improvised 
performances by combining methods of relaxation, 
physical and vocal skills, acting techniques, and active 
listening skills.  

12 NOTE: By the end of grade 12, those students choosing THEATRE as their required area of specialization 
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demonstrate PROFICIENCY in the following content knowledge and skills. 
  Effective scripted and 

improvisational performances 
require informed, supported, and 
sustained choices by actors, 
directors, and designers. Theatre 
genres are created by combining 
complex narrative structures, 
technical theatrical elements, and 
thematic intent. 

1.3.12.C.1 Create plays that include well-structured plots and 
subplots, clear thematic intent, original characters, and 
technical theatrical elements appropriate to a variety of 
theatrical genres.  

  Presentation of believable, 
multidimensional characters in 
scripted and improvised 
performances requires application 
of specific physical choices, 
sustained vocal technique, and 
clearly motivated actions.  

1.3.12.C.2 Create and evaluate performances by citing evidence of 
specific physical choices, sustained vocal technique, and 
clearly motivated actions. 
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Content Area Visual and Performing Arts  
Standard  1.3 Performance: All students will synthesize those skills, media, methods, and technologies 

appropriate to creating, performing, and/or presenting works of art in dance, music, theatre, and 
visual art.  

Strand D. Visual Art  
By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

P NOTE: By the end of preschool, all students attain foundational skills that progress toward BASIC 
LITERACY in VISUAL ART. 

  Each art medium has its own 
materials, processes, skills, and 
technical application methods. 

1.3.P.D.1 Demonstrate the safe and appropriate use and care of art 
materials and tools. 

  1.3.P.D.2 Create two and three-dimensional works of art while 
exploring color, line, shape, form, texture, and space. 

  1.3.P.D.3 Use vocabulary to describe various art forms (e.g., 
photographs, sculpture), artists (e.g. illustrator, sculptor, 
photographer), and elements in the visual arts. 

  1.3.P.D.4 Demonstrate a growing ability to represent experiences, 
thoughts, and ideas through a variety of age-appropriate 
materials and visual art media using memory, 
observation, and imagination. 

  1.3.P.D.5 Demonstrate planning, persistence, and problem-solving 
skills while working independently, or with others, during 
the creative process. 

  1.3.P.D.6 Create more recognizable representations as eye-hand 
coordination and fine motor skills develop. 

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in VISUAL ART. 

  Visual statements in art are 
derived from the basic elements 
of art regardless of the format and 
medium used to create the art. 
There are also a wide variety of 
art media, each having its own 

1.3.2.D.1 Create two- and three-dimensional works of art using the 
basic elements of color, line, shape, form, texture, and 
space, as well as a variety of art mediums and application 
methods.  
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materials, processes, and 
technical application methods for 
exploring solutions to creative 
problems.  

  Symbols convey meaning agreed 
upon by a group or culture. 
Manipulation of the basic elements 
of art and principles of design for 
personal expression results in 
visual communication that may be 
relevant in a variety of settings.  

1.3.2.D.2 Use symbols to create personal works of art based on 
selected age-appropriate themes, using oral stories as a 
basis for pictorial representation.  

  Each of the visual art forms uses 
various materials, tools, and 
techniques that are associated 
with unique verbal and visual 
vocabularies. 

1.3.2.D.3 Employ basic verbal and visual art vocabulary to 
demonstrate knowledge of the materials, tools, and 
methodologies used to create and tell visual stories. 

  Knowledge of visual art media 
necessitates an understanding of 
a variety of traditional and 
nontraditional tools, applications, 
possibilities, and limitations. 

1.3.2.D.4 Explore the use of a wide array of art mediums and select 
tools that are appropriate to the production of works of 
art in a variety of art media. 

  Visual awareness stems from 
acute observational skills and 
interest in visual objects, spaces, 
and the relationship of objects to 
the world.  

1.3.2.D.5 Create works of art that are based on observations of the 
physical world and that illustrate how art is part of 
everyday life, using a variety of art mediums and art 
media.  

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in VISUAL ART. 

  The elements of art and principles 
of design can be applied in an 
infinite number of ways to express 
personal responses to creative 
problems.  

1.3.5.D.1 Work individually and collaboratively to create two- and 
three-dimensional works of art that make cohesive visual 
statements and that employ the elements of art and 
principles of design. 

  Contextual clues to culturally 
specific thematic content, 

1.3.5.D.2 Identify common and distinctive characteristics of 
artworks from diverse cultural and historical eras of visual 
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symbolism, compositional 
approach, and stylistic nuance are 
prevalent in works of art 
throughout the ages.  

art using age-appropriate stylistic terminology (e.g., 
cubist, surreal, optic, impressionistic), and experiment 
with various compositional approaches influenced by 
these styles.  

  Each of the genres of visual art 
(e.g., realism, surrealism, 
abstract/nonobjective art, 
conceptual art, and others) is 
associated with appropriate 
vocabulary and a stylistic 
approach to art-making.  

1.3.5.D.3 Identify common and distinctive characteristics of genres 
of visual artworks (e.g., realism, surrealism, 
abstract/nonobjective art, conceptual art, and others) 
using age-appropriate terminology, and experiment with 
various compositional approaches influenced by these 
genres.  

  The characteristics and physical 
properties of the various materials 
available for use in art-making 
present infinite possibilities for 
potential application.  

1.3.5.D.4 Differentiate drawing, painting, ceramics, sculpture, 
printmaking, textiles, and computer imaging by the 
physical properties of the resulting artworks, and 
experiment with various art media and art mediums to 
create original works of art.  

  There are many types of aesthetic 
arrangements for the exhibition of 
art. Creating or assembling gallery 
exhibitions requires effective time 
management and creative 
problem-solving skills. 

1.3.5.D.5 Collaborate in the creation of works of art using multiple 
art media and art mediums, and present the completed 
works in exhibition areas inside and outside the 
classroom.  

8 NOTE: By the end of grade 8, those students choosing VISUAL ART as their required area of specialization 
demonstrate COMPETENCY in the following content knowledge and skills. 

  The creation of art is driven by the 
principles of balance, harmony, 
unity, emphasis, proportion, and 
rhythm/movement.  

1.3.8.D.1 Incorporate various art elements and the principles of 
balance, harmony, unity, emphasis, proportion, and 
rhythm/movement in the creation of two- and three- 
dimensional artworks, using a broad array of art media 
and art mediums to enhance the expression of creative 
ideas (e.g., perspective, implied space, illusionary depth, 
value, and pattern).  

  Themes in art are often 
communicated through 
symbolism, allegory, or irony. 
There are a wide variety of art 

1.3.8.D.2 Apply various art media, art mediums, technologies, and 
processes in the creation of allegorical, theme-based, two- 
and three-dimensional works of art, using tools and 
technologies that are appropriate to the theme and goals.  
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mediums, each having appropriate 
tools and processes for the 
production of artwork. Fluency in 
these mediums, and the use of 
the appropriate tools associated 
with working in these mediums, 
are components of art-making.  

  The classification of art into 
various art genres depends on the 
formal aspects of visual 
statements (e.g., physical 
properties, theoretical 
components, cultural context). 
Many genres of art are associated 
with discipline-specific arts 
terminology.  

1.3.8.D.3 Identify genres of art (including realism, 
abstract/nonobjective art, and conceptual art) within 
various contexts using appropriate art vocabulary, and 
solve hands-on visual problems using a variety of genre 
styles. 

  Universal themes exist in art 
across historical eras and cultures. 
Art may embrace multiple 
solutions to a problem. 

1.3.8.D.4 Delineate the thematic content of multicultural artworks, 
and plan, design, and execute multiple solutions to 
challenging visual arts problems, expressing similar 
thematic content. 

  Each of the many genres of art is 
associated with discipline-specific 
arts terminology and a stylistic 
approach to art-making.  

1.3.8.D.5 Examine the characteristics, thematic content, and 
symbolism found in works of art from diverse cultural and 
historical eras, and use these visual statements as 
inspiration for original artworks.  

  The visual possibilities and 
inherent qualities of traditional 
and contemporary art materials 
(including digital media) may 
inform choices about visual 
communication and art-making 
techniques. 

1.3.8.D.6 Synthesize the physical properties, processes, and 
techniques for visual communication in multiple art media 
(including digital media), and apply this knowledge to the 
creation of original artworks. 

12 NOTE: By the end of grade 12, those students choosing VISUAL ART as their required area of 
specialization demonstrate PROFICIENCY in the following content knowledge and skills. 

  How individuals manipulate the 
elements of art and principles of 

1.3.12.D.1 Synthesize the elements of art and principles of design in 
an original portfolio of two- and three-dimensional 
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design results in original portfolios 
that reflect choice and personal 
stylistic nuance.  

artworks that reflects personal style and a high degree of 
technical proficiency and expressivity. 

  Culturally and historically diverse 
art media, art mediums, 
techniques, and styles impact 
originality and interpretation of 
the artistic statement. 

1.3.12.D.2 Produce an original body of artwork in one or more art 
mediums that demonstrates mastery of visual literacy, 
methods, techniques, and cultural understanding.  

  The artist’s understanding of the 
relationships among art media, 
methodology, and visual 
statement allows the artist to use 
expressionism, abstractionism 
(nonobjective art), 
realism/naturalism, 
impressionism, and other genre 
styles to convey ideas to an 
audience. 

1.3.12.D.3 Organize an exhibit of personal works of visual art that 
convey a high level of understanding of how the 
expression of ideas relates to the art media, art mediums, 
and techniques used.  

  Artists interpret/render themes 
using traditional art media and 
methodologies as well as new art 
media and methodologies.  

1.3.12.D.4 Analyze the syntax and compositional and stylistic 
principles of two- and three-dimensional artworks in 
multiple art media (including computer-assisted artwork), 
and interpret themes and symbols suggested by the 
artworks. 

  Two- and three-dimensional 
artworks can be rendered 
culturally specific by using the 
tools, techniques, styles, 
materials, and methodologies that 
are germane to a particular 
cultural style. 

1.3.12.D.5 Identify the styles and artistic processes used in the 
creation of culturally and historically diverse two- and 
three-dimensional artworks, and emulate those styles by 
creating an original body of work.  
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Content Area Visual and Performing Arts  
Standard  1.4 Aesthetic Responses & Critique Methodologies: All students will demonstrate and apply an 

understanding of arts philosophies, judgment, and analysis to works of art in dance, music, theatre, 
and visual art.  

Strand A. Aesthetic Responses  
By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

P 
NOTE: By the end of preschool, all students attain foundational skills that progress toward BASIC 
LITERACY in CREATIVE MOVEMENT AND DANCE, MUSIC, DRAMATIC PLAY AND STORYTELLING, and 
VISUAL ART. 

  Each arts discipline offers distinct 
opportunities to observe, 
experience, interpret, appreciate, 
and respond to works of art and 
beauty in the everyday world. 

1.4.P.A.1 Describe feelings and reactions in response to a creative 
movement/dance performance. 

  1.4.P.A.2 Describe feelings and reactions in response to diverse 
musical genres and styles.  

  1.4.P.A.3 Describe feelings and reactions and respond in an 
increasingly informed manner to stories and dramatic 
performances. 

  1.4.P.A.4 Describe feelings and reactions and make increasingly 
thoughtful observations in response to a variety of 
culturally diverse works of art and objects in the everyday 
world. 

  Active listening with focus, intent, 
and understanding is an important 
component of full appreciation of 
the performing arts and the 
foundation for language 
development. 

1.4.P.A.5 Begin to demonstrate appropriate audience skills during 
creative movement and dance performances. 

  1.4.P.A.6 Begin to demonstrate appropriate audience skills during 
recordings and music performances. 

  1.4.P.A.7 Begin to demonstrate appropriate audience skills during 
storytelling and performances. 

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in DANCE, MUSIC, THEATRE, and VISUAL ART. 

  Each arts discipline (dance, music, 
theatre, and visual art) has 
distinct characteristics, as do the 
artists who create them. 

1.4.2.A.1 Identify aesthetic qualities of exemplary works of art in 
dance, music, theatre, and visual art, and identify 
characteristics of the artists who created them (e.g., 
gender, age, absence or presence of training, style, etc.). 
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  1.4.2.A.2 Compare and contrast culturally and historically diverse 
works of dance, music, theatre, and visual art that evoke 
emotion and that communicate cultural meaning.  

  1.4.2.A.3 Use imagination to create a story based on an arts 
experience that communicated an emotion or feeling, and 
tell the story through each of the four arts disciplines 
(dance, music, theatre, and visual art). 

  1.4.2.A.4 Distinguish patterns in nature found in works of dance, 
music, theatre, and visual art.  

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in DANCE, MUSIC, THEATRE, and VISUAL ART. 

  Works of art may be organized 
according to their functions and 
artistic purposes (e.g., genres, 
mediums, messages, themes).  

1.4.5.A.1 Employ basic, discipline-specific arts terminology to 
categorize works of dance, music, theatre, and visual art 
according to established classifications. 

  Formalism in dance, music, 
theatre, and visual art varies 
according to personal, cultural, 
and historical contexts.  

1.4.5.A.2 Make informed aesthetic responses to artworks based on 
structural arrangement and personal, cultural, and 
historical points of view.  

  Criteria for determining the 
aesthetic merits of artwork vary 
according to context. 
Understanding the relationship 
between compositional design and 
genre provides the foundation for 
making value judgments about 
the arts.  

1.4.5.A.3 Demonstrate how art communicates ideas about personal 
and social values and is inspired by an individual’s 
imagination and frame of reference (e.g., personal, social, 
political, historical context).  

8 NOTE: By the end of grade 8, all students demonstrate COMPETENCY in the following content knowledge 
and skills for their required area of specialization in DANCE, MUSIC, THEATRE, or VISUAL ART. 

  Contextual clues to artistic intent 
are embedded in artworks. 
Analysis of archetypal or 
consummate works of art requires 
knowledge and understanding of 
culturally specific art within 

1.4.8.A.1 Generate observational and emotional responses to 
diverse culturally and historically specific works of dance, 
music, theatre, and visual art 
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historical contexts. 
  Art may be used for utilitarian and 

non-utilitarian purposes. 
1.4.8.A.2 Identify works of dance, music, theatre, and visual art 

that are used for utilitarian and non-utilitarian purposes. 
  Performance technique in dance, 

music, theatre, and visual art 
varies according to historical era 
and genre. 

1.4.8.A.3 Distinguish among artistic styles, trends, and movements 
in dance, music, theatre, and visual art within diverse 
cultures and historical eras. 

  Abstract ideas may be expressed 
in works of dance, music, theatre, 
and visual art using a genre’s 
stylistic traits.  

1.4.8.A.4 Compare and contrast changes in the accepted meanings 
of known artworks over time, given shifts in societal 
norms, beliefs, or values.  

  Symbolism and metaphor are 
characteristics of art and art-
making. 

1.4.8.A.5 Interpret symbolism and metaphors embedded in works 
of dance, music, theatre, and visual art. 

  Awareness of basic elements of 
style and design in dance, music, 
theatre, and visual art inform the 
creation of criteria for judging 
originality. 

1.4.8.A.6 Differentiate between “traditional” works of art and those 
that do not use conventional elements of style to express 
new ideas.  

  Artwork may be both utilitarian 
and non-utilitarian. Relative 
merits of works of art can be 
assessed through analysis of 
form, function, craftsmanship, and 
originality. 

1.4.8.A.7 Analyze the form, function, craftsmanship, and originality 
of representative works of dance, music, theatre, and 
visual art.  

12 NOTE: By the end of grade 12, all students demonstrate PROFICIENCY in the following content knowledge 
and skills for their required area of specialization in DANCE, MUSIC, THEATRE, or VISUAL ART. 

  Recognition of fundamental 
elements within various arts 
disciplines (dance, music, theatre, 
and visual art) is dependent on 
the ability to decipher cultural 
implications embedded in 
artworks. 

1.4.12.A.1 Use contextual clues to differentiate between unique and 
common properties and to discern the cultural 
implications of works of dance, music, theatre, and visual 
art.  

  Contextual clues within artworks 1.4.12.A.2 Speculate on the artist’s intent, using discipline-specific 
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often reveal artistic intent, 
enabling the viewer to 
hypothesize the artist’s concept.  

arts terminology and citing embedded clues to 
substantiate the hypothesis.  

  Artistic styles, trends, 
movements, and historical 
responses to various genres of art 
evolve over time.  

1.4.12.A.3 Develop informed personal responses to an assortment of 
artworks across the four arts disciplines (dance, music, 
theatre, and visual art), using historical significance, 
craftsmanship, cultural context, and originality as criteria 
for assigning value to the works. 

  Criteria for assessing the historical 
significance, craftsmanship, 
cultural context, and originality of 
art are often expressed in 
qualitative, discipline-specific arts 
terminology.  

1.4.12.A.4 Evaluate how exposure to various cultures influences 
individual, emotional, intellectual, and kinesthetic 
responses to artwork. 
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Content Area Visual and Performing Arts  
Standard  1.4 Aesthetic Responses & Critique Methodologies: All students will demonstrate and apply an 

understanding of arts philosophies, judgment, and analysis to works of art in dance, music, theatre, 
and visual art.  

Strand B. Critique Methodologies  
By the 
end of 
grade 

Content Statement CPI# Cumulative Progress Indicator (CPI)  

2 NOTE: By the end of grade 2, all students progress toward BASIC LITERACY in the following content 
knowledge and skills in DANCE, MUSIC, THEATRE, and VISUAL ART. 

  Relative merits of works of art can 
be qualitatively and quantitatively 
assessed using observable 
criteria. 

1.4.2.B.1 Observe the basic arts elements in performances and 
exhibitions and use them to formulate objective 
assessments of artworks in dance, music, theatre, and 
visual art. 

  Constructive criticism is an 
important evaluative tool that 
enables artists to communicate 
more effectively.  

1.4.2.B.2 Apply the principles of positive critique in giving and 
receiving responses to performances.  

  Contextual clues are embedded in 
works of art and provide insight 
into artistic intent. 

1.4.2.B.3 Recognize the making subject or theme in works of dance, 
music, theatre, and visual art.  

5 NOTE: By the end of grade 5, all students demonstrate BASIC LITERACY in the following content 
knowledge and skills in DANCE, MUSIC, THEATRE, and VISUAL ART. 

  Identifying criteria for evaluating 
performances results in deeper 
understanding of art and art-
making.  

1.4.5.B.1 Assess the application of the elements of art and 
principles of design in dance, music, theatre, and visual 
artworks using observable, objective criteria.  

  Decoding simple contextual clues 
requires evaluation mechanisms, 
such as rubrics, to sort fact from 
opinion. 

1.4.5.B.2 Use evaluative tools, such as rubrics, for self-assessment 
and to appraise the objectivity of critiques by peers.  

  While there is shared vocabulary 
among the four arts disciplines of 
dance, music, theatre, and visual 
art, each also has its own 

1.4.5.B.3 Use discipline-specific arts terminology to evaluate the 
strengths and weaknesses of works of dance, music, 
theatre, and visual art.  
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discipline-specific arts 
terminology.  

  Levels of proficiency can be 
assessed through analyses of how 
artists apply the elements of art 
and principles of design.  

1.4.5.B.4 Define technical proficiency, using the elements of the 
arts and principles of design. 

  Artists and audiences can and do 
disagree about the relative merits 
of artwork. When assessing works 
of dance, music, theatre and 
visual art, it is important to 
consider the context for the 
creation and performance of the 
work (e.g., Who was the creator? 
What purpose does the artwork 
serve? Who is the intended 
audience?).  

1.4.5.B.5 Distinguish ways in which individuals may disagree about 
the relative merits and effectiveness of artistic choices in 
the creation and performance of works of dance, music, 
theatre, and visual art. 

8 NOTE: By the end of grade 8, all students demonstrate COMPETENCY in the following content knowledge 
and skills for their required area of specialization in DANCE, MUSIC, THEATRE, or VISUAL ART. 

  Assessing a work of art without 
critiquing the artist requires 
objectivity and an understanding 
of the work’s content and form.  

1.4.8.B.1 Evaluate the effectiveness of a work of art by 
differentiating between the artist’s technical proficiency 
and the work’s content or form.  

  Visual fluency is the ability to 
differentiate formal and informal 
structures and objectively apply 
observable criteria to the 
assessment of artworks, without 
consideration of the artist. 

1.4.8.B.2 Differentiate among basic formal structures and technical 
proficiency of artists in works of dance, music, theatre, 
and visual art. 

  Universal elements of art and 
principles of design apply equally 
to artwork across cultures and 
historical eras. 

1.4.8.B.3 Compare and contrast examples of archetypal subject 
matter in works of art from diverse cultural contexts and 
historical eras by writing critical essays.  

12 NOTE: By the end of grade 12, all students demonstrate PROFICIENCY in the following content knowledge 
and skills for their required area of specialization in DANCE, MUSIC, THEATRE, or VISUAL ART. 
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  Archetypal subject matter exists 
in all cultures and is embodied in 
the formal and informal aspects of 
art. 

1.4.12.B.1 Formulate criteria for arts evaluation using the principles 
of positive critique and observation of the elements of art 
and principles of design, and use the criteria to evaluate 
works of dance, music, theatre, visual, and multimedia 
artwork from diverse cultural contexts and historical eras.  

  The cohesiveness of a work of art 
and its ability to communicate a 
theme or narrative can be directly 
affected by the artist’s technical 
proficiency as well as by the 
manner and physical context in 
which it is performed or shown. 

1.4.12.B.2 Evaluate how an artist’s technical proficiency may affect 
the creation or presentation of a work of art, as well as 
how the context in which a work is performed or shown 
may impact perceptions of its significance/meaning. 

  Art and art-making reflect and 
affect the role of technology in a 
global society.  

1.4.12.B.3 Determine the role of art and art-making in a global 
society by analyzing the influence of technology on the 
visual, performing, and multimedia arts for consumers, 
creators, and performers around the world.  
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  ARCHETYPAL 
Archetypal work of art: An artwork that epitomizes a genre of art.  

 ART GENRES 
Art genres: Artworks that share characteristic approaches to content, form, style, and design. Each of the four arts disciplines is associated 
with different genres. 

 ART MEDIUM(S) 
Art medium(s): Any material or technique used for expression in art. In art, "medium" refers to the physical substance used to create 
artwork. Types of materials include clay, pencil, paint, and others.  

 ARTISTIC PROCESSES 
Artistic processes: For example, expressionism, abstractionism/nonobjectivism,realism, naturalism, impressionism, and others. 

 ARTS MEDIA 
Arts media: Artistic methods, processes, or means of expression (e.g., presentation mechanisms such as screen, print, auditory, or tactile 
modes) used to produce a work of art. 

 BALANCE 
Balance: For example, in dance, complementary positions that are on or off the vertical, horizontal, or transverse axes.  

 BASIC LITERACY 
Basic Literacy: A level of achievement that indicates a student meets or exceeds the K-5 arts standards. Basic Literacy is attained when a 
student can: 

1. Respond to artworks with empathy. 
2. Understand that artwork reflects historical, cultural, and aesthetic perspectives. 
3. Perform in all four arts disciplines at an age-appropriate level.  
4. Draw similarities within and across the arts disciplines.  

 BODY PATTERNING 
Body patterning: For example, in dance, unilateral movement, contra-lateral movement, upper/lower body coordination, or standing or 
moving on two feet vs. one foot during movement patterns. 

 CHARACTERISTICS OF A WELL-MADE PLAY 
Characteristics of a well-made play: Inciting incident, confrontation, rising action, climax, dénouement, and resolution.  

 CHOREOGRAPHIC STRUCTURES 
Choreographic structures: For example, AB, ABA, canon, call and response, narrative, rondo, palindrome, theme, variation, and others.  

 COMPETENCY 
Competency: A level of achievement that indicates a student meets or exceeds the K-8 arts standards. Competency is attained when a 
student can: 

1. Respond to artworks with developing understanding, calling upon acquaintance with works of art from a variety of cultures and 
historical periods. 
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2. Perceive artworks from structural, historical, cultural, and aesthetic perspectives. 
3. Perform in a chosen area of the arts with developing technical ability, as well as the ability to recognize and conceive solutions to 

artistic problems.  
4. Understand how various types of arts knowledge and skills are related within and across the arts disciplines.  

 COMPOUND METER 
Compound meter: Measures of music in which the upper numerator is divisible by three such as 6/8 or 9/8 time. 

 CONSUMMATE WORKS OF ART 
Consummate works of art: Expertly articulated concepts or renderings of artwork.  

 DISCIPLINE-SPECIFIC ARTS TERMINOLOGY 
Discipline-specific arts terminology: Language used to talk about art that is specific to the arts discipline (dance, music, theatre, or 
visual art) in which it was created. 

 EAR TRAINING AND LISTENING SKILL 
Ear training and listening skill: The development of sensitivity to relative pitch, rhythm, timbre, dynamics, form, and melody, and the 
application of sight singing/reading or playing techniques, diction/intonation, chord recognition, error detection, and related activities.  

 EFFORT ACTIONS 
Effort Actions:  "Effort actions," or more accurately "incomplete effort actions," specifically refers to nomenclature from Laban Movement 
Analysis—perhaps the most commonly employed international language of dance. The term refers to any of eight broad classifications or 
categories of movement: gliding, floating, dabbing, flicking, slashing, thrusting, pressing, and wringing. Each effort action has a specific 
relationship to the elements of dance (i.e., time, space, and energy) and is paired with another effort action (gliding & floating, dabbing & 
flicking, slashing & thrusting, pressing & wringing).  

 ELEMENTS OF ART 
Elements of art: The compositional building blocks of visual art, including line, color, shape, form, texture, and space.  

 ELEMENTS OF DANCE 
Elements of dance: The compositional building blocks of dance, including time, space, and energy. 

 ELEMENTS OF MUSIC 
Elements of music: The compositional building blocks of music, including texture, harmony, melody, and rhythm. 

 ELEMENTS OF THEATRE 
Elements of theatre: The compositional building blocks of theatre, including but not limited to plot, character, action, spectacle, and 
sound.  

 EXEMPLARY WORKS 
Exemplary works: Works representing genres of art that may be examined from structural, historical, and cultural perspectives.  

 FORMALISM 
Formalism: The concept that a work's artistic value is entirely determined by its form—the way it is made, its purely visual aspects, and its 
medium. The context for the work is of secondary importance. Formalism predominated Western art from the late 1800s to the 1960s.  

 GRADE 12 
Grades 9-12: Throughout secondary school, student instruction continues to focus on one of the four arts disciplines, as chosen by 
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the student. By the end of grade 12, all students demonstrate proficiency in at least one chosen arts discipline by meeting or 
exceeding the content knowledge and skills delineated in the arts standards.  

 GRADE 8 
Grades 6-8: In grades 6-8, student instruction focuses on one of the four arts disciplines, as directed by student choice. The 
expectation at this level is that all students demonstrate competency in the content knowledge and skills delineated for the selected 
arts discipline.  

 GRADES K-2 AND 3-5 
Grades K-2 and 3-5: All students in grades K-5 are given broad-based exposure to, and are provided opportunities for participation in, 
each of the four arts disciplines. The expectation at this level is that all students attain basic literacy in the content knowledge and skills 
delineated in the K-2 and 3-5 grade-level standards for the arts. 

 HISTORICAL ERAS 
Historical eras in the arts: Artworks that share distinct characteristics and common themes associated with a period of history.  

 HOME TONE 
Home tone: The first or key tone of any scale; the same as the tonic.  

 KINESTHETIC AWARENESS 
Kinesthetic awareness: Spatial sense.  

 KINESTHETIC PRINCIPLES 
Kinesthetic principles: Principles having to do with the physics of movement, such as work, force, velocity, and torque.  

 LOCOMOTOR AND NON-LOCOMOTOR MOVEMENTS 
Locomotor and non-locomotor movements: Locomotor movements involve travel through space (e.g., walking, running, hopping, 
jumping, leaping, galloping, sliding, skipping), while non-locomotor movements are performed within a personal kinesphere and do not 
travel through space (e.g., axial turns).  

 MEDIA ARTS 
Media Arts: For example, television, film, video, radio, and electronic media. 

 MIXED METER 
Mixed meter: A time signature in which each measure is divided into three or more parts, or two uneven parts, calling for the measures to 
be played with principles, and with subordinate metric accents causing the sensation of beats (e.g., 5/4 and 7/4 time, among others). 

 MOVEMENT AFFINITIES 
Movement affinities: The execution of dance phrases with relation to music. Dancers tend toward either lyricism (using the expressive 
quality of music through the full extension of the body following the accented beat), or bravura dancing (in which the dancer tends to accent 
the musical beat). Both are technically correct, but are used in different circumstances. 

 MUSIC COMPOSITION 
Music composition: Prescribed rules and forms used to create music, such as melodic line and basic chordal structures, many of which are 
embedded in electronic music notation programs, and which can apply equally to improvised and scored music.  

 MUSICAL FAMILIES 
Musical families: The categorization of musical instruments according to shared physical properties, such as strings, percussion, brass, or 
woodwinds. 
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NEW ART MEDIA AND METHODOLOGIES 
New art media and methodologies: Artistic works that have a technological component, such as digital art, computer graphics, computer 
animation, virtual art, computer robotics, and others.  

 ORFF INSTRUMENTS 
Orff instruments: Precursors to melodic musical instruments, such as hand drums, xylophones, metalliphones, wood blocks, triangles, and 
others. 

 OSTINATOS 
Ostinato: A short melodic phrase persistently repeated by the same voice or instrument.  

 PHYSICAL AND VOCAL SKILLS 
Physical and vocal skills: For example, articulation, breath control, projection, body alignment.  

 PRESCHOOL 
Preschool: All students should be given broad-based exposure to, and be provided opportunities for exploration in, each of the four 
arts disciplines. The goal is that preschool students attain foundational skills that progress toward basic literacy in the content 
knowledge and skills delineated in the K-2 and 3-5 grade-level arts standards, as developmentally appropriate.  

 PRINCIPLES OF DESIGN 
Principles of design: Balance, proportion, rhythm, emphasis, and unity. 

 PROFICIENCY 
Proficiency: A level of achievement that indicates a student meets or exceeds the K-12 arts standards. Proficiency is attained when a 
student can: 

1. Respond to artworks with insight and depth of understanding, calling upon informed acquaintance with exemplary works of art from a 
variety of cultures and historical periods. 

2. Develop and present basic analyses of artworks from structural, historical, cultural, and aesthetic perspectives, pointing to their 
impact on contemporary modes of expression. 

3. Perform in a chosen area of the arts with consistency, artistic nuance, and technical ability, defining and solving artistic problems 
with insight, reason, and technical proficiency.  

4. Relate various types of arts knowledge and skills within and across the arts disciplines, by mixing and matching competencies and 
understandings in art-making, history, culture, and analysis in any arts-related project. 

 SENSORY RECALL 
Sensory recall: A technique actors commonly employ to heighten the believability of a character, which involves using sense memory to 
inform their choices.  

 TECHNICAL PROFICIENCY AND ARTISTRY IN DANCE PERFORMANCE:  
Technical proficiency and artistry in dance performance: Works executed with clarity, musicality, and stylistic nuance that exhibit 
sound anatomical and kinesthetic principles.  

 TECHNICAL THEATRICAL ELEMENTS 
Technical theatrical elements: Technical aspects of theatre, such as lighting, sets, properties, and sound. 

 THEATRICAL GENRES 
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Theatrical genres: Classifications of plays with common characteristics. For example, classical plays, post modern drama, commedia dell’ 
arte, historical plays, restoration comedy, English renaissance revenge plays, and others. 

 UTILITARIAN AND NON-UTILITARIAN 
Utilitarian and non-utilitarian art: Art may be functional (i.e., utilitarian) or decorative (i.e., non-utilitarian).  

 VISUAL COMMUNICATION 
Visual communication: The sharing of ideas primarily through visual means-a concept that is commonly associated with two-dimensional 
images. Visual communication explores the notion that visual messages have power to inform, educate or persuade. The success of visual 
communication is often determined by measuring the audience’s comprehension of the artist’s intent, and is not based aesthetic or artistic 
preference. In the era of electronic communication, the importance of visual communication is heightened because visual displays help users 
understand the communication taking place. 

 VISUAL LITERACY 
Visual literacy: The ability to understand subject matter and the meaning of visual artworks within a given cultural context; the ability to 
communicate in a wide array of art media and express oneself in at least one visual discipline.  

 VOCAL PLACEMENT 
Vocal placement: The physical properties and basic anatomy of sound generated by placing the voice in different parts of the body, such 
as a head voice and chest voice. 
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Alignment	  of	  the	  National	  Standards	  for	  Learning	  Languages 
with	  the	  Common	  Core	  State	  Standards 
 

Performance	  Expectations 

The Common Core State Standards for English Language Arts (ELA) and Literacy in History/Social Studies, Science, and Technical 
Subjects contains four strands: Reading, Writing, Speaking and Listening, and Language.  These four strands are represented in 
the National Standards for Learning Languages by the Communication standards (interpersonal, interpretive, and 
presentational) and the level of proficiency demonstrated.   In addition, the standards of the other four goals areas for learning 
languages – Cultures, Connections, Comparisons, and Communities – also support and are aligned with the Common Core.  
These standards describe the expectations to ensure all students are college-, career-, and world-ready.  
 
The Common Core strands of Reading, Writing, Speaking and Listening are captured in the standards for learning 
languages’	  goal	  area	  of	  Communication, by emphasizing the purpose behind the communication: 

 Interpersonal (speaking + listening or writing + reading) 
 Interpretive (reading, listening, viewing) 
 Presentational (writing, speaking, visually representing) 

 
In the description of reading in the Common Core document, the use of both literary and informational texts is suggested.  This 
same balance is identified in the Standards for Learning Languages. 

 
In the description of writing in the Common Core document, a balance of writing to explain, to persuade, and to convey 
experience is suggested.  These same purposes for writing are identified in the Standards for Learning Languages. 

 
The Common Core strand of Language is described for language learners through proficiency levels that outline three key 
benchmarks achieved in world language programs given sufficient instruction over time: 

 Novice (the beginning level, regardless of age or grade)    
 Intermediate 
 Advanced 

Many factors influence the rate of progress through these three proficiency levels and the level learners acquire by the end of 
high school.  Chief among those factors are time and the degree of immersion in the second language.  Students who begin 
study of a language in middle school or high school generally acquire an intermediate level of proficiency. 
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Common Core State Standards-ELA Standards for Learning Languages 

Reading Interpretive (Reading, Listening, Viewing) 

Key Ideas and Details 

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 

 

   

Interpretive Communication (Standard 1.2) 
 Demonstrate comprehension of content from authentic audio and visual 

resources. 
 
Cultures: Practices and Products (Standard 2.1 and 2.2) 

 Examine, compare and reflect on products, practices, and/or perspectives of the 
target culture(s). 

 
Connections: Acquiring New Information (Standard 3.2) 

 Acquire information from other content areas using authentic sources 
 

2. Determine central ideas or themes of a text and analyze their 
development; summarize key supporting details and ideas 

 

3. Analyze how and why individuals, events, or ideas develop and 
interact over the course of a text 

 
Novice Students Intermediate Students Advanced Students 

Identify main ideas in developmentally 
appropriate oral/visual narratives based on 
familiar themes and highly predictable 
contexts with visual or graphic support. 
 
Interpret informational texts with text features 
that support meaning, such as graphs and 
charts. 
 
 

Determine the main themes and significant details 
on primarily familiar topics from authentic 
multimedia and print sources, both informational 
text and narratives with easily discerned storylines. 
 
When presented with an inference based on an 
authentic text, identify if the inference is logical or 
illogical by citing specific textual evidence to 
support conclusions drawn from the text 
 

Analyze the main ideas and significant details of 
discussions, lectures, and presentations on current 
or past events from the target culture or other 
content areas. 
 
Interpret the principal elements of technical, 
informational and narrative literary texts on topics 
of current and historical importance to the target 
culture. 
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Common Core State Standards-ELA Standards for Learning Languages 

Reading Interpretive (Reading, Listening, Viewing) 

Craft and Structure 

4. Interpret words and phrases as they are used in a text, 
including determining technical, connotative, and figurative 
meanings, and analyze how specific word choices shape meaning 
or tone 

 

 

 

 

Interpretive Communication (Standard 1.2) 
 Derive meaning from expressions found in culturally authentic texts. 
 Understand the purpose of a message and point of view of its author. 
 Identify the distinguishing features (e.g. type of resource, intended audience, 

purpose) of authentic written and aural texts. 
   
Cultures: Practices and Products (Standards 2.1 and 2.2) 

 Compare and reflect on products, practices, and/or perspectives of the target 
culture(s). 

 
Connections: Reinforce Other Disciplines (Standard 3.1) 

 Demonstrate knowledge and understanding of content across disciplines. 
 
Comparisons: Language (Standard 4.1) 

 Evaluate similarities and differences in language use and idiomatic expressions 
between the target language and one’s native language 

 
Comparisons: Cultures (Standard 4.2) 

 Evaluate similarities and differences in the perspectives of the target culture(s) 
and	  one’s own culture(s) as found in multimedia and digital/print resources. 

5. Analyze the structure of texts, including how specific 
sentences, paragraphs, and larger portions of the text relate to 
each other and the whole 

 

 

 

6. Assess how point of view or purpose shapes the content and 
style of a text 

 

 

 
Novice Students Intermediate Students Advanced Students 

Identify people and objects in their 
environment or from other school subjects, 
based on oral and written description. 
 

Determine meaning by using vocabulary knowledge, 
background knowledge, and possibly some 
contextual clues. 
 

Interpret the cultural nuances of meaning in 
authentic written and spoken technical, 
informational and literary texts. 
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Recognize that cognates and previously 
learned structures enhance comprehension of 
spoken and written language. 
 
Identify and appreciate differences in cultural 
perspectives within a defined range of topics 
(defined by the curriculum) 

 
Understand the relationship among languages based 
on their awareness of cognates, idioms and parallel 
structures. 
 
Identify and appreciate differences in cultural 
perspectives in a broader range of topics and begin 
to appreciate such differences not only in topic 
areas presented in the curriculum. Begin to identify 
and appreciate the values and perspectives of the 
target culture from within its own cultural system 
rather than judging non-American cultural practices 
according to American conventions. 
 

 
Analyze the relationship between word order and 
meaning and how this reflects the ways in which 
cultures organize information and view the world. 
 
Identify and appreciate cultural differences in a 
broad range of topic areas, well beyond what has 
formally been presented in the curriculum, 
appreciating target culture perspectives and 
practices	  from	  within	  the	  target	  culture’s	  own	  
system. 
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Common Core State Standards-ELA Standards for Learning Languages 

Reading Interpretive (Reading, Listening, Viewing) 

Integration of Knowledge and Ideas 

7. Integrate and evaluate content presented in diverse formats 

and media, including visually and quantitatively, as well as in 

words 

 

 

 

Interpretive Communication (Standard 1.2) 
 Interpret content from authentic multimedia and digital/print resources. 

 

Cultures: Practices and Products (Standards 2.1 and 2.2) 
 Compare and reflect on products, practices, and/or perspectives of the target 

culture(s). 
 

Connections: Reinforce Other Disciplines (Standard 3.1) 
 Make cross-curricular connections. 

 

Comparisons: Cultures (Standard 4.2) 
 Evaluate similarities and differences in the perspectives of the target culture(s) 

and one’s own culture(s) as found in multimedia and digital/print resources. 
 

Communities: Beyond the School Setting (Standard 5.1) 
 Analyze the features of target culture communities (e.g. geographic, historical, 

artistic, social and/or political). 

8. Delineate and evaluate the argument and specific claims in a 

text, including the validity of the reasoning as well as the 

relevance and sufficiency of the evidence 

 

 

9. Analyze how two or more texts address similar themes or 

topics in order to build knowledge or to compare the approaches 

the authors take 

 
Novice Students Intermediate Students Advanced Students 

Use content knowledge learned in other 

subject areas to comprehend spoken and 

written messages in authentic texts, on 

familiar topics in highly predictable contexts, 

and with text features that support meaning 

visually or graphically, such as illustrations, 

captions, section headers, graphs, or charts. 

Integrate and evaluate multiple sources of 

information including idiomatic phrases in order to 

collaborate or problem solve. 

Analyze how cultural perspectives influence texts 

on similar themes or topics. 
 

Analyze the origins of idioms as reflections of 

culture, citing examples from the technical, 

informational and literary texts from the target 

culture	  and	  the	  student’s	  own	  culture. 
 

Identify the threads of the text’s	  argument with 

supporting details. 
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Common Core State Standards-ELA Standards for Learning Languages 
Reading Interpretive (Reading, Listening, Viewing) 

Range of Reading and Level of Text Complexity 

10. Read and comprehend complex literary and informational 
texts independently and proficiently 
 
 

 

Interpretive Communication (Standard 1.2) 
 Monitor comprehension and use other sources to enhance understanding. 
 Apply critical reading skills to authentic written and aural sources.  

 
Comparisons: Cultures (Standard 4.2) 

 Compare and reflect on products, practices, and/or perspectives of the target 
culture(s)	  and	  one’s	  own	  culture. 

 
Communities: Beyond the School Setting (Standard 5.1) 

 Interpret authentic written and aural texts within the communities of the target 
language. 

 
Novice Students Intermediate Students Advanced Students 

Comprehend the principal message contained 
in various media such as illustrated texts, 
posters or advertisements, in familiar contexts 
and with text features that support meaning 
visually or graphically. 
 
 

Interpret the message in increasingly complex texts 
by using background knowledge and 
comprehension strategies (e.g., through 
redundancy, restatement and paraphrasing). 

Interpret the meaning of technical, informational 
and literary texts by using background knowledge 
and contextual clues. 
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Common Core State Standards-ELA Standards for Learning Languages 

Writing Presentational (Writing, Speaking, Visually Representing) 

Text Types and Purposes 

1. Write arguments to support claims in an analysis of 
substantive topics or texts using valid reasoning and relevant 
and sufficient evidence 
 

Presentational Communication (Standard 1.3) 
Present information, concepts, and ideas to an audience of listeners or readers on a 
variety of topics.  
 Produce a variety of creative oral and written presentations (e.g. original story, 

personal narrative, script). 
 Retell or summarize information in narrative form, demonstrating a consideration 

of audience. 
 Create and give persuasive speeches and write persuasive essays.  
 Produce expository writing. 
 

Comparisons: Language (Standard 4.1) 
Demonstrate understanding of the nature of language through comparisons of the 
language studied and	  one’s own. 

2. Write informative/explanatory texts to examine and convey 
complex ideas and information clearly and accurately through 
the effective selection, organization, and analysis of content 

3. Write narratives to develop real or imagined experiences or 
events using effective technique, well-chosen details, and well-
structured event sequences 

 
Novice Students Intermediate Students Advanced Students 

Use simple sentences on very familiar topics  
to write: 

 explanations of products and/or 
practices of their own culture to peers in 
the target culture. 

 short notes, messages and brief reports 
about themselves, people and things in 
their environment. 

 illustrated stories about activities or 
events in their environment. 

 charts created to identify pros and cons 
of an argument 

Use strings (a series) of  sentences on familiar and 
some unfamiliar topics to write: 

 explanations and comparisons of products 
and/or practices of their own culture to peers 
in the target culture. 

 stories or reports about personal experiences, 
or other school subjects to share with 
classmates and/or members of the target 
cultures. 

 summaries of plots and characters from 
selected pieces of age-appropriate literature. 

 descriptive texts 
 state an opinion 

Use paragraph length discourse with cohesive 
devices to narrate and describe across  time frames 
to write: 
 analyses of expressive products of the culture 

from a variety of sources and genres. 
 original pieces and narratives. 
 detailed texts on a broad variety of concrete 

social and professional topics. 
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Common Core State Standards-ELA Standards for Learning Languages 

Writing Presentational (Writing, Speaking, Visually Representing) 

Production and Distribution of Writing 

4. Produce clear and coherent writing in which the development, 
organization, and style are appropriate to task, purpose, and 
audience 

 

 

 

Presentational Communication (Standard 1.3) 
Present information, concepts, and ideas to an audience of listeners or readers on a 
variety of topics, knowing how, when, and why to say what to whom. 
 Retell or summarize information in narrative form, demonstrating a consideration 

of audience. 
 Self-edit written work for content, organization, and grammar. 

 

Cultures: Practices and Perspectives (Standard 2.1): 
Demonstrate an understanding of the relationship between the practices and 
perspectives of the cultures studied. 
 

Cultures: Products and Perspectives (Standard 2.2) 
Demonstrate an understanding of the relationship between the products and 
perspectives of the cultures studied. 
 

Comparisons: Language (Standard 4.1) 
Demonstrate understanding of the nature of language through comparisons of the 
language studied and one’s own. 
 

Communities: Beyond the School Setting (Standard 5.1) 
Use the language both within and beyond the school setting. 

5. Develop and strengthen writing as needed by planning, 
revising, editing, rewriting, or trying a new approach 

 

 

 

6. Use technology, including the Internet, to produce and publish 
writing and to interact and collaborate with others 

 

 
Novice Students Intermediate Students Advanced Students 

Produce written and spoken messages such as 
short notes, messages, stories or reports about 
people and things in their environment using a 
variety of media, including print and digital 
tools. 

  

Produce written and spoken messages such as 
reports, articles, summaries or original stories on 
topics related to personal interest or study 

 
Show an increasing awareness of errors and the 
ability to self-edit.  

Produce detailed texts on a broad variety of 
concrete social and professional topics. 
 
Produce analyses of expressive products of the 
culture from a variety of sources and genres; 
explain target culture texts to monolingual English 
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Make corrections and edit work when 
receiving feedback from teacher or peer.  

 
 

 
 

Use a variety of media, including print and digital 
tools. 
 

 

speakers, with appropriate interpretation of 
cultural nuance and cultural perspective. 
 
Produce original pieces and narratives. 
 
Demonstrate conscious efforts at self-editing.   
 
Use a variety of media, including print and digital 
tools. 
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Common Core State Standards-ELA Standards for Learning Languages 
Writing Presentational (Writing, Speaking, Visually Representing) 

Research to Build and Present Knowledge 

7. Conduct short as well as more sustained research projects 
based on focused questions, demonstrating understanding of the 
subject under investigation 
 
 
 
 

Presentational Communication (Standard 1.3) 
Present information, concepts, and ideas to an audience of listeners or readers on a 
variety of topics.  
 Expound on familiar topics and those requiring research.  
 Produce expository writing including researched reports. 
 Use reference tools, acknowledge sources and cite them appropriately. 
 Demonstrate an understanding of features of target culture communities (e.g. 

geographic, historical, artistic, social and/or political). 
 Demonstrate knowledge and understanding of content across disciplines. 

 
Interpretive Communication (Standard 1.2) 
Understand and interpret written and spoken language on a variety of topics.  
 
Cultures: Practices and Perspectives (Standard 2.1) 
Demonstrate an understanding of the relationship between the practices and 
perspectives of cultures studied. 
 
Cultures: Products and Perspectives (Standard 2.2) 
Demonstrate an understanding of the relationship between the products and 
perspectives of cultures studied. 
 
Connections: Reinforce Other Disciplines (Standard 3.1) 
Reinforce and further knowledge of other disciplines through the target language.  
 
Connections: Acquiring New Information (Standard 3.2) 
Acquire information and recognize the distinctive viewpoints that are only available 
through the target language and its cultures. 
 
Comparisons: Culture (Standard 4.2) 
Demonstrate understanding of the nature of culture through comparisons of the culture 
studied and one’s own. 
 

8. Gather relevant information from multiple print and digital 
sources, assess the credibility and accuracy of each source, and 
integrate the information while avoiding plagiarism 
 
 
 
 
9. Draw evidence from literary or informational texts to support 
analysis, reflection, and research 
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Novice Students Intermediate Students Advanced Students 

Explain a local or global practice, product, or 
issue.   
 
Utilize one or two credible sources, skimming 
and scanning websites, to create surveys or 
complete graphic organizers 
 
Identify key details to support an opinion 
 
 
  

Explore local and global issues to prepare 
summaries, or short reports utilizing digital tools 
 
Utilize a few sources and occasionally reference 
these sources accurately.  Evaluate credibility and 
accuracy of the source. 
 
Investigate cultural perspectives through individual 
or collaborative research on products and practices  
 
 

Summarize texts intended for native speakers to 
support analysis, reflection and research related to 
global issues while integrating cross-cultural 
perspectives. 
 
Utilize a variety of sources and reference these 
sources accurately, including international and 
domestic sources in the target language (e.g., 
heritage/immigrant community newspapers, radio 
and TV broadcasts, or websites).   
 
Use information from a variety of sources in the 
target language, including sources produced by 
writers in the target culture for target culture 
readers and listeners as well as sources produced 
by writers in the base culture (e.g., émigré 
community, for émigré readers and listeners) in 
order	  to	  create	  one’s	  own	  argument,	  drawing	  
appropriately on research for evidence 
 
Acquire the skills to cite sources appropriately both 
for target culture expectations and for US cultural 
expectations. 

 
Identify and weigh relevant evidence to address 
globally significant researchable questions.   

 
Look for balance of perspectives across cultures and 
evaluate the reliability of different sources of target 
culture information  
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Common Core State Standards-ELA Standards for Learning Languages 

Writing Presentational (Writing, Speaking, Visually Representing) 

Range of Writing 

10. Write routinely over extended time frames (time for 
research, reflection, and revision) and shorter time frames (a 
single sitting or a day or two) for a range of tasks, purposes, and 
audiences 
 

Presentational Communication (Standard 1.3) 
Present information, concepts, and ideas to an audience of listeners or readers on a 
variety of topics.  

 Self-monitor and adjust language production. 
 Self-edit written work for content, organization, and grammar. 

 
Cultures: Practices and Perspectives (Standard 2.1) 
Demonstrate an understanding of the relationship between practices and perspectives of 
the cultures studied. 
 
Cultures: Products and Perspectives (Standard 2.2) 
Demonstrate an understanding of the relationship between the products and 
perspectives of the cultures studied. 
 

 
Novice Students Intermediate Students Advanced Students 

Write using a limited range of 
vocabulary on previously studied topics.  
 
Write a response to video or text 
prompts.  
 
Research, organize and present a topic 
given an outline, template, or graphic 
source. 

Write demonstrating a command of an expanding number 
of words and phrases and of a limited number of idiomatic 
expressions and culturally appropriate vocabulary.  Begin 
to use outside sources to expand their vocabulary.   
 
Write emails, texts or other short messages.  
 
Work collaboratively to communicate successfully 
messages or research contemporary issues. 
 
Develop creative products. 

 

Write demonstrating control of an extensive 
vocabulary, including a number of idiomatic and 
culturally authentic expressions.  Expand 
vocabulary by using outside sources.  Use more 
specialized and precise terms.   
 
Use complex syntax and paragraph structure, and 
show coherence and cohesion of writing. 
 
Present information, concepts or ideas of global 
significance. 
 
Develop creative products.  
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Common Core State Standards-ELA Standards for Learning Languages 

Speaking and Listening Interpersonal (Speaking & Listening; Reading & Writing) 

Comprehension and Collaboration 

1. Prepare for and participate effectively in a range of 
conversations and collaborations with diverse partners, building 
on	  others’	  ideas	  and	  expressing	  their	  own	  clearly	  and	  
persuasively 
 

Interpersonal Communication (Standard 1.1) 
Engage in conversations, provide and obtain information, express feelings and emotions, 
and exchange opinions. 

 Engage in the oral exchange of ideas in formal and informal situations. 
 Elicit information and clarify meaning by using a variety of strategies. 
 State and support opinions in oral interactions. 
 Self-monitor and adjust language production. 
 Converse in ways that reflect knowledge of target culture communities (e.g., 

geographic, historical, artistic, social and/or political. 
 

Cultures: Practices and Perspectives (Standard 2.1) 
 Use appropriate verbal and non-verbal behavior in interpersonal 

communication. 
 

Cultures: Products and Perspectives (Standard 2.2) 
 Compare and contrast artifacts, themes, ideas, and perspectives across cultures 

 
Connections: Acquiring New Information (Standard 3.2) 

 Use age-appropriate authentic sources to prepare for discussions. 
 
Comparisons:  Language (Standard 4.1) 

 Demonstrate an awareness of formal and informal language expressions in other 
languages and one’s own. 

 

Communities: Lifelong Learning (Standard 5.2) 
 Establish and/or maintain interpersonal relations with speakers of the target 

language. 

2. Integrate and evaluate information presented in diverse media 
and formats, including visually, quantitatively, and orally 
 
 
 

3. Evaluate a speaker’s	  point	  of	  view,	  reasoning,	  and	  use	  of	  
evidence and rhetoric 
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Novice Students Intermediate Students Advanced Students 
During highly predictable interactions on very 
familiar topics, communicate by using basic 
statements. Communication often requires 
support from others to maintain the 
conversation and obtain comprehensibility. 
Demonstrate limited awareness of and imitate 
some culturally-appropriate behaviors. 
 
Share likes and dislikes in conversation with 
others. 
 
Give and follow simple instructions to 
participate in meaningful activities within and 
across cultures. 
 
Ask and answer questions about topics, such 
as family, school events, and celebrations in 
person or via letters, e-mail, and multimedia. 
 
Collaborate to solve simple real life problems.   
 
Interpret visual or auditory cues of the target 
language, such as gestures or intonation. 
 
 

During conversations on familiar topics, express 
one’s own thoughts, using sentences and strings of 
sentences. Use increasingly culturally appropriate 
behaviors during interactions. 
 
Compare, contrast, and express preferences, 
opinions, and perspectives on events, experiences, 
and other familiar subjects.  
 
Give and follow directions, ask for clarification as 
needed to participate in interactions within and 
across cultures. 
 
Not only answer, but also ask questions; not only 
respond, but also initiate communication. 
 
Exchange information about personally meaningful 
events and experiences and cross-disciplinary 
themes. 
 
Collaborate to propose solutions to common real life 
problems. 
 
 

During conversations and discussions on a range of 
topics, narrate and describe in connected discourse. 
Respect cultural behaviors during interactions. 
 
Exchange, support, and discuss opinions and 
individual perspectives on global issues or historical 
themes 
 
Respect cultural norms during cross-cultural 
interactions.   
 
Share analyses and personal reactions to 
informational and straightforward literary texts. 
 
Develop and propose solutions to issues and 
concrete problems that are common to 
communities near and far. 
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Common Core State Standards-ELA Standards for Learning Languages 

Speaking and Listening Presentational (Writing, Speaking, Visually Representing) 

Presentation of Knowledge and Ideas 

4. Present information, findings, and supporting evidence such 
that listeners can follow the line of reasoning and the 
organization, development, and style are appropriate to task, 
purpose, and audience 

 

Presentational Communication:  (Standard 1.3) 
Present information, concepts, and ideas to an audience of listeners or readers on a 
variety of topics. 

 Produce a variety of creative oral presentations (e.g. original story, personal 
narrative, speech, performance). 

 Retell or summarize information in narrative form, demonstrating a 
consideration of audience. 

 Create and give persuasive speeches. 
 Expound on familiar topics and those requiring research.   
 Self-monitor and adjust language production. 
 Use information about features of target culture communities (e.g. geographic, 

historical, artistic, social and/or political) in presentations. 
 Incorporate content across disciplines in presentations. 

 

Connections: Acquiring information (Standard 3.2) 
 Use age-appropriate authentic sources to prepare for discussions. 

5. Make strategic use of digital media and visual displays of data 
to express information and enhance understanding of 
presentations 

 

6. Adapt speech to a variety of contexts and communicative 
tasks, demonstrating command of formal English when indicated 
or appropriate 

 

 

Novice Students Intermediate Students Advanced Students 

Communicate one’s	  message when 
presenting rehearsed material on familiar 
topics. 
 
Present with a variety of media, including 
digital media or visual displays, short oral 
messages or reports about familiar people, 
places, things or events, in their community.  
 
Develop a simple presentation on familiar 
topics keeping audience, context, and 
purpose in mind. 

Express one’s own thoughts with sufficient 
accuracy that sympathetic listeners 
understand most of what is presented. 
 
Prepare messages and reports using digital 
media and visual displays on topics of interest 
to others in communities near and far. 
 
Develop a presentation on an academic or 
cultural topic keeping audience, context, and 
purpose in mind. 
 

Report, narrate, and describe with a high degree of facility 
when making oral presentations on familiar and well 
researched topics. 
 

Express one’s own thoughts with sufficient accuracy that all 
target culture listeners understand. 
 

Present a synthesis of research on a current event from the 
perspective of both U.S. and target cultures using digital 
media and visual displays. 
 

Develop an extended presentation on an academic, cultural, 
or career topic keeping audience, context, purpose in mind. 
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Common Core State Standards-ELA Standards for Learning 
Languages 

Language 

Conventions of Standard English 
 

This	  section	  reflects	  the	  “weave	  element”	  known	  as	  
Language System of the National Standards for 
Learning Languages. It comprises the level at which 
the students are able to communicate with a certain 
degree of accuracy.  The specific elements of the 
language system vary by language as some have 
different writing systems and others have complex 
grammatical structures.  Each proficiency range has 
accuracy expectations that depend upon the 
learner’s	  need	  to	  manipulate	  language.	  	  For	  
example, a novice learner may have accurate 
utterances because the material is mostly 
memorized but when the learner begins to create 
with language, the level of accuracy may decrease. 
 
The goal area of Comparisons also specifically 
addresses the Language strand of the Common Core 
State Standards.  Research demonstrates that as 
students come to understand how language works 
through their learning of a second or third language, 
their understanding of and attention to language 
conventions and functions expands and has an 
impact on applications in their first language.  
Through learning a second or third language, 
students also acquire vocabulary that will unlock 
the meaning of related cognates in their first 
language, expanding their first language vocabulary. 

1. Demonstrate command of the conventions of standard English grammar and usage when writing or 
speaking 

2. Demonstrate command of the conventions of standard English capitalization, punctuation, and 
spelling when writing 

Knowledge of Language 

3. Apply knowledge of language to understand how language functions in different contexts, to make 
effective choices for meaning or style, and to comprehend more fully when reading or listening 

Vocabulary Acquisition and Use 

4. Determine or clarify the meaning of unknown and multiple-meaning words and phrases by using 
context clues, analyzing meaningful word parts, and consulting general and specialized reference 
materials, as appropriate 

5.Demonstrate understanding of figurative language, word relationships, and nuances in word 
meanings 

6. Acquire and use accurately a range of general academic and domain-specific words and phrases 
sufficient for reading, writing, speaking, and listening at the college and career readiness level; 
demonstrate independence in gathering vocabulary knowledge when encountering an unknown term 
important to comprehension or expression 
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SPANISH CURRICULUM MAP 
Topic Chapter(s) 

Suggested  
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
IPAs* Refer to 
Blackboard site 

Personal ID 
 
 
 
 
 
 
 

Preliminar 
 
(4 weeks) 
 
 
Pre-AP activities 
p.15 Draw 
Conclusions 
p.16 Expand & 
Elaborate 
p.20 Support with 
Details 

REVIEW: 
Personality characteristics 
Daily activities  
Food  
Places in school 
Places in town 
Say how you feel 
Leisure activities 
Making plans 
Likes and dislikes 
 

REVIEW: 
Definite articles 
Indefinite articles 
Subject pronouns  
Subj/verb agreement 
Noun/adj agreement 
Word order 
Tener 
Gustar  
Ir + a + place 
Ser or Estar 
Present tense verbs 
Stem-changing verbs 
 

Language awareness 
Hispanic impact in the US 
Important Hispanics in US 
 

Review of Level I 
Review of state rubrics 
Sentence structure 
Pronunciation 
Leisure activities 
Formation of questions  

Formative/Summative: 
IPA 
Create a list of 
personal traits 
Introduce and share 
facts about others 
Poem 
Write an introductory 
e-pal letter 
Personal ads 
Report on famous 
hispanics 
 

Travel and 
Leisure 
 
(Costa Rica, 
Chile) 

Unidad 1 
( 5 weeks) 
 
  
 
Pre-AP activities 
p.37 Summarize 
p.38 Sequence 
Information 
p.47 Use Transitions 
p.48 Vary 
Vocabulary 
p.52 Summarize 
p.73 Summarize 
p.77 Communicate 
Preferences 

Making travel plans 
Travel activities 
Transportation 
At the airport 
 
 

Direct object pronouns 
Indirect object 
pronouns 
Preterite –ar verbs,  
Ser, Ir, Hacer, Ver, 
Dar   
Prepositions of 
location 
 

Border customs 
Passports 
Foreign currency 
Schedules 
Time 
Siesta 
Costa Rica 
Gifts and souvenirs 

Weather 
Physical environment 
Clothing 
Interrogative words 
Periods of time 
(anoche, ayer) 

Formative/Summative: 
IPA 
Make a list of travel 
tasks (pres/pret) 
Send a post card 
Write a journal entry 
Write a letter home 
describing  your trip 
Write a traveler’s 
review  
 
Pre-AP Assessment 
Book 
pp.35-41 
 

Health and 
Leisure 
 
(Argentina) 

Unidad 2 
(5 weeks) 
 
Pre-AP activities 
p.95 Timed Answers 

Sports related terms 
Ways to stay healthy 
Daily routine 
Health and beauty aids 
Body parts 

Preterite –er, -ir verbs 
Present progressive 
tense  
Reflexive verbs 
Demonstrative 

Argentina 
Attitudes about health and 
hygiene 
Importance of soccer 
around the world 

Adverbs of frequency 
Food 
Physical activities 
 
 

Formative/Summative: 
IPA 
Describing daily 
routine (poster/writing) 
Keep a health diary 
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p.101 Persuade 
p.110 Expand & 
Elaborate 
p.120 Support Ideas 
With Details 
p.127 Sequence 
p.138 Use Transitions 

Adverbs 
Sequence of events 
  

adjectives and 
pronouns 
Reflexive vs non-
reflexive verbs 
Ways of giving advice  

Gestures 
Personal space 
 
 

 
Write a health advice 
column 
Pre-AP Assessment 
Book 
pp.71-77 
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Topic Chapter(s) 

Suggested  
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 

Shopping and 
Community 
 
(Puerto Rico) 
 

Unidad 3 
(5 weeks) 
 
Pre-AP activities 
p.147 Vary 
Vocabulary 
p.158 Summarize 
p.161 Expand & 
Elaborate 
p.162 Draw 
Conclusions 
p.172 Expand & 
Elaborate 
p.190 Sequence 
Information 

Clothing and accessories 
Places to shop 
Places to go in the 
community 
Courtesy expressions 
Shopping expressions 
Preferences and opinions 
Asking for help 
What things are made of 

Time expressions 
(Hace___que…) 
Verbs like gustar 
Irregular yo verbs 
Irregular preterite 
verbs 
Preterite- ir stem 
changing verbs 
 
 

Puerto Rico 
Shopping habits 
Specialty shops 
Crafts 
 

Reflexive verbs 
Ir 
Gustar 
Demonstrative adj and 
pronouns 
Colors 
Currency(numbers) 
Cuánto cuesta 
 

Formative/Summative: 
IPA 
Write shopping lists 
Create a clothing 
catalog  
Role play a community 
establishment visit 
 
Pre-AP Assessment 
Book 
pp.107-113 

Legends and 
Fairytales 
 
(Mexico) 
 

Unidad 4.1 
(3 weeks) 
 
Pre-AP activities 
p.206 Draw 
Conclusions 
p.213 Sequence 

Teacher discretion or Unit 
4.1 
Periods of time 

Imperfect tense 
Irregular forms in the 
imperfect 
Uses of preterite and 
imperfect 
Introduce past 
participles 
Imperfect of haber 
 

Importance of legends Preterite tense 
Sequence of events 
Transition words 

Formative/Summative: 
Create a fairytale, 
change an ending, add 
a chapter 
Stand  and Deliver- 
Identify, Stance, 
supporting detail, make 
changes(Imp vs Pret) 
 
Pre-AP Assessment 
Book 
pp.119-125 

Community 
And Neigh-
borhood 
 
 
(Mexico) 
 

Unidad 4.2 
( 3 weeks) 
 
Pre-AP activities 
p.224 Expand & 
Elaborate 
p.226 Draw 
Conclusions 

Asking for and giving 
directions 
Places in the community 
 

Informal commands* 
(Unidad 6.1)Preterite 
of –car,-gar,-zar verbs 
Irregular stem 
changing verbs in the 
preterite 
3 vowel rule i-y in pret 
 

Mexico 
Indigenous populations 
Geographic lay-out of a 
city or town 

Sequencing words 
Prepositions 
Adjectives 

Formative/Summative: 
IPA 
Give and follow 
directions on a map 
Ask for 
help(directions, 
location,etc) 
Best of Rochester; 
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p.236 Sequence 
Information 
p.242 Timed 
Answers 

preparing for tourists 
Tourist 
interview/review 
Pre-AP Assessment 
Book 
pp.131-137 
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Topic Chapter(s) 

Suggested  
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 

Meal-taking 
 
 
 
(Spain) 
 
 
 

Unidad 5 
(5 weeks) 
 
 

Describing foods and food 
preparation 
Ordering food 
Compliments/Complaints 
Setting the table 
Restaurant dishes 
 

Formal commands 
Affirmative and 
negative words 

Regional specialties and 
recipes 
Meal taking habits 
Menu similarities and 
differences 
Fast food 
availability,customs 

Pronoun placement 
with commands 

Formative/Summative: 
IPA 
Read and respond to an 
authentic menu 
Create an authentic 
menu for a targeted 
audience 
How to prepare a food 
item or dish 
Role play restaurant 
scene or food 
preparation 
Present/write a 
restaurant review 
Pre-AP Assessment 
Book 
pp.194-200 
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Topic Chapter(s) 

Suggested Timeline 
Vocabulary Grammar 

Structure 
Culture Spiraling Assessment 

 
Personal ID 
 
7th grade 
 
 
 
 

Chapter 1.1 &1.2 
Estados Unidos 
 
 
Language Awareness 

- Why study Spanish? 
-  

What is language? 
 
What is vocabulary? 
What is grammar? 
What is culture? 
 
Geography 
 
Leccion Preliminar 
Nueva York  
 
6 – 8 weeks  
 
Pre-AP activities:** 
Students will use the 
Audacity/Auralia program in 
the library and record 
conversations. 
Cuaderno: Reading p 17, 
Grammar p29 & 32.  
Text book: Create a scrap 
book describing five or six 
friends.  Describe them and 
say where they are from. 
P 71 activity #20   

Greetings; 
introductions; saying 
where you are from; 
how are you; 
numbers 1 – 31; 
phone numbers,  
giving address, days 
of the week, 
birthdays, weather, 
classroom phrases, 
likes/dislikes/interes
ts  
 
After – school 
activities 
 
Describing self and 
others 
 
Hair and eye color 
 
 

ABCs 
Subject Pronouns, ser 
and estar;  
Definite and indefinite 
articles; 
 
Adjectives 
 
 Noun – adjective 
agreement 
 
Gustar / gustar with an 
infinitive  
 
Punctuation 
 
Interrogatives  
 
 

Extra ABCs 
Calendar starts on 
Monday 
Maps  
Personal space 
Quinceañera 
Tu vs. usted 
Phone numbers 
First names 
Kisses and handshakes 
are common 
Spanish in the U.S.  

 Formative: 
making introductions; 
dialogues,  spelling words, 
producing alphabet, 
numbers, days & dates, 
letter to pen pal 
introducing self 
 
Summative: 
 Travel brochure, skits, 
passport, alphabet project, 
make a calendar. 
 
Describe a perfect friend 
for the yearbook.  What is 
he/she like and what do 
they like to do. 
 
Pre- AP assessment Book: 
Pp 1-5 
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Topic Chapter(s) 
Suggested Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
 

Education 
 
 
 
7th grade 
 

Chapter 2.1 & 2.2 
 
6 - 8 weeks 
 
Pre-AP activities:** 
Cuaderno: 
Grammar p 55, Writing p 69, 
Culture p 72 (read pages 82-83 
from text to answer questions 
about culture) 
Reading p 89 
Textbook:  
P 91 Timed answer activity using 
parts of speech 
P. 92 Class debate about uniforms 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Daily schedules; 
Telling time; 
Numbers 32 – 100 
 
Describe classes; 
identify classroom 
objects, Say where 
things are located in 
school, talk about 
how you feel about 
your teachers and 
classes 

The verb tener; Present 
tense of – ar verbs 
 
The verb estar; The 
verb ir 

school day  
no lockers 
home for lunch 
uniforms 
24 hour clock 
types of schools 
school year 
different types of 
grading styles 
 

Subject Pronouns 
After school 
activities 
Numbers 1 – 31 
infinitives 

Formative: 
Draw and label supplies for 
classes 
Label a school map / school 
 
 
Summative:  Describing / 
Reading  school schedule 
Lectura Cultural  
Reading authentic materials  
Conversation 
 
Topics may include 
persuading a friend to study 
or comparing schedules. 
Write an article for the 
school newspaper 
describing a typical school 
day. 
 
Describe favorite class.  
Include teacher, supplies, 
and why it is your favorite.  
Include picture.  
 
Pre-AP Assessment book 
2.1  Pre – AP p 47 – 58.  2.2 
p59 - 65 
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Topic Chapter(s) 
Suggested 
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
 

Meal Taking/ 
Food/ Drink 
 
7th grade 

Chapter 1.1 & 1.2 
3.1, 4.2 
 
6 – 8  weeks 
 
Pre – AP Activities: 
** 
Cuaderno: Reading p 
115, Culture p119 (use 
text p 136 & 137  for 
reading)   
Gramatica p 127 
Text Book: 
p 145 Give students a 
list of food items.  
Have students 
circulate around the 
class and ask their 
classmates which 
items they like and 
dislike.  Then graph 
answers  
p 155 Activity #20 
Peer study support 

Meals and food; asking 
questions  
 
 
 

Gustar with nouns 
Present tense of – er 
and – ir verbs  

Meal times 
Tipping (lack of)  
Meal times and size 
Food etiquette 
Tapas 
Café etiquette  
Grocery shopping in 
Puerto Rico 
Traditional cooking 

Interrogatives words 
Gustar with infinitive 
Snack food 
Estar 
And telling time 
 

 
Formative: 
List favorite foods 
 
Create a shopping list 
for a special event 
 
Paper plate activity / 
collage  
 
Summative 
Reading an authentic 
menu, Letter writing, 
e.g. Write to the 
principal describing 
the food in the 
cafeteria.  Include 
likes / dislikes 
 
Create a menu and skit  
 
Pre – AP Assessment 
book: 3.1 p 83-89 
3.2 p 95 – 101 
 
 

 
 
 
 
 
 
 
 
 

����



SPANISH CURRICULUM MAP 
 

Spanish Level I Curriculum Map Created 2002, Revised July 30, 2009 

Topic Chapter(s) 
Suggested Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
 

Family Life 
 
8thh grade 

Chapter 3.2, 5.2 
 
6 – 8  weeks 
 
Pre – AP Activities:** 
Cuaderno: Vocabulario p 150, 
Grammar  p 153 – Stem – 
changing verbs p 155 & 156 – 
Direct Object Pronouns, 
Writing  p 167, Culture p 170, p 
176, 178, 179 stem – changing 
verbs.  Writing p 190 
Text Book: p 201 
Show an illustration of 
clothing, such as a green T-
shirt.  Review with students the 
different strategies they now 
have for expressing opinions  
about the item. 
p 142 Circumlocution:  Ask 
students to look up additional 
items of clothing in a Spanish 
English dictionary and have 
them describe the clothing in  
Spanish so that their classmates 
understand, and then refer to 
those items with pronouns. 
 
 

Family; Giving 
dates; numbers 200 
– 100,000,000 
 
Give dates 
 
Ask and tell ages 
 
Make comparisons 

Possessive adjectives 
De to show possession 
Adjective agreement 
Comparatives & 
diminutives 

Extended family 
Names (after both 
parents) 
Role of godparents 
Family relationships 
Government elections 
Quinceanera  
Meals in Puerto Rico, 
El Salvador, and Peru 
La sobremesa 

Tener 
adjectives 
Describing others 
Numbers before 200 
After school activities 
 

Formative: 
Family Tree 
Interview with a 
partner about families 
e.g. you are an 
exchange student and 
you want to find out 
about your host family 
 
 
 
 
Summative: 
Family album 
Photo album 
 
Create an invitation to 
a family celebration 
e.g. quinceañera, 
graduation, wedding 
 
Bring in a photo or 
drawing of a family 
member that you 
admire and introduce 
the person to the class.  
Include personality 
traits, favorite 
activities, favorite 
foods and mention 
your differences. 
 
Pre- AP Assessment: 
book 4.1  P119 – 125 
4.2 131 - 136 
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Topic 

Chapter(s) 
Suggested 
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
 

 
 
Community 
Neighbor-hood 
 
 
8th grade  
 

Chapter 4.2  
 
3 weeks 
 
Pre – AP Activities:** 
Cuaderno: 
Vocabulario p 199,  
Grammar  p 202 ser 
and estar, Listening p 
210, Reading p 213, 
Culture p 219 (use text 
for answers) 
 
Text: p 231 
Sequencing 
information.  Have 
students make a 
written summary of 
what happened in 
different scenes.    

Describe places and 
events in town 
 
Transportations 
 
Activities  
 
 

Ver 
 
Ir a + infinitive 
 
Stem – changing verbs 
o– ue 
 
e – ie 
 
 

Specialty stores 
The affects of ‘siesta’ 
on community 
Community 
infrastructure   
Popular sports and 
sports figures 
Time with family 

Ordering from a menu 
 
Present tense of – er 
verbs 
 
The verb ir 
 
Tener expressions 
 
Direct object pronouns 
 
Prepositions of place 
 
Interrogative words  

Formative: 
Write lists of places 
and activities that you 
do in your community. 
 
 
Write lists of Spanish 
speaking countries and 
label them on a map 
 
 
Summative: 
 
‘Scavenger Hunt’ 
-using  directions to 
find places on a map 
of a town, in your  
classroom, or of your 
school. 
 
Create a post card 
describing the places 
you traveled and the 
activities that you did 
 
Write a letter 
convincing a pen – pal 
to visit Rochester or 
your town 
 
Pre – AP 
Assessment:Book 4.1  
P 119 – 125 
4.2 P 131 – 137 
 
Mid term P 155 - 164 
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Topic 
Chapter(s) 

Suggested Timeline 
Vocabulary Grammar 

Structure 
Culture Spiraling Assessment 

 

House and 
Home 
 
8th grade 

Chapter 5.1 & 5.2 
 
2 weeks 
 
Pre – AP activities:** 
Cuaderno / Vocabulario p 199,  
Gramatica p 202 ser and estar, Escuchar 
p 210, Reading p 213, Culture p 219 use 
text 
Gramatica p 202, Reading p 213, 
Writing p 216, Culture p 219 (use p 244 
& 255 in text book.) Vocabulary p 222, 
Grammar p 224 and 228, Writing p 237, 
Culture p 240 & 241 
Text Book: p 214 
Circumlocution:  Ask students to look 
up additional items of clothing in a 
Spanish English dictionary and have 
them describe the clothing in Spanish so 
that their classmates understand, and 
then refer to those items with pronouns. 
 P.250 Pre – AP timed activity.  
Organize students into two teams to play  
Que es?  Invite one player from each 
team to the front.  Then read one of the 
descriptions aloud from Activity 2.   
P 292 Summarize / Have the students 
create two lists of tasks:  those that are 
done before a party and those done 
afterwards.   

House and 
household 
items 
 
Order of things 
 
Chores and 
responsibilities 
 
 

Ser vs. estar 
 
Ordinal numbers 
 
Irregular verbs 
Dar, decir, poner, 
slair, traer, venir 
 
Affirmative tu 
commands 
 
Acabar de  

Important 
geographical 
locations 
 
Houses and 
apartments for sale 
in Ecuador 
 
 
A festival honoring 
Quito 
 
Folk dances and 
traditional crafts 
 
Throwing parties in 
Ecuador, 
Argentina, and 
Panama 
 
Apartments vs 
private homes 

Forms of ser & estar 
 
Stem-changing verbs 
o – ue 
 
location words 
 
colors 
 
clothing 
 
adjectives / describing 
people and things 
 
tener que 
 
interrogative words 
 
expressions of 
frequency 
 
direct object pronouns 

Formative:  
Create a list of objects that 
you would like to have in your 
ideal room  Include graphics 
from the computer 
 
Reading / Creating  for sale 
ads 
 
Summative:  
You are planning to visit your 
pen – pal this summer in 
Ecuador.  Ask questions to 
find out information about 
their home 
 
Write a list of commands for 
each member in your family to 
do in your house 
 
Prepare a floor plan of a home 
and describe it in Spanish to 
the class 
 
Pre- AP Assessment Book 5.1 
170 – 176 
5.2 P 182 - 188 

 
 
 
 
 
 

 Chapter(s) Vocabulary Grammar Culture Spiraling Assessment 
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Topic Suggested Timeline Structure  
Leisure 
 
 8th grade 

Chapter  
6.1, 8.2  
 
3 weeks 
 
Pre – AP activities:** 
Cuaderno: 
Grammar p 249 – 251 stem – 
changer jugar, p 254 saber and 
conocer, Writing p 265 
P 248 Vocabulary 
P 251 Grammar / stem – changers 
P. 254 Grammar / saber & conocer 
P 259 Listening 
P 262 Reading 
P 265 Writing 
P 268 Culture P 298 – 299 
 
Text Book: 316 Persuade 
Have students create radio ads 
using persuasion  
 
 

Sports 
Sports 
equipment 
 
Teacher 
supplement: 
Activities 
Hobbies  
Movies genres  
Book genres 
Music 
 

jugar 
saber  
conocer 
personal a  

Popularity of soccer, 
bullfighting  
el paseo 
Sports Clubs vs. school 
sponsored sports 
Different celebrations 
Popularity of baseball in the 
Dominican Republic and the 
Caribbean  
Spanish / Hispanic  
dancing 

Weather 
Seasons 
Terms of frequency 
Physical environment 
Ir  
 
 

Formative 
Interview classmates 
and find out what 
activities / hobbies you 
have in common 
 
Summative 
Write a poem / rap 
about your favorite 
sport or hobby 
Write a web article 
about the sports and 
activities the visitors 
to your area can 
participate in 
 
Write a conversation 
persuading your 
partner to watch a 
particular sporting 
event. 
 
 
 
 
Pre – AP Assessment 
Book 6.1 p 206 – 212 
6.2 p 218 - 224 
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Topic Chapters  Vocabulary Grammar Culture Spiraling Assessment 

Topic Chapter(s) 
Suggested 
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
 

 
Health & 
Welfare 
 
 
8th grade 
 
 

Chapter 6.2 
 
3 weeks 
 
 
 
Pre – AP activities:** 
Cuaderno: 
P 271 Vocabulary  
P 278 Reading, 
Listening, speaking  
P 285 Reading in the 
past tense 
P 288 Writing about 
past tense 
Text Book 
P333 Expand and 
Elaborate:  Web 
additional vocab on 
chart paper.  
P 339 
Draw Conclusions  
Ask “por que” 
questions about 
Telehistoria 
 

Parts of the body 
Make excuses 
Staying healthy 
 
Teacher Create: 
Symptoms 
Remedies 
Making suggestions 

Doler 
Preterite of – ar vebs 
Preterite of – car, - 
gar, - zar 
 
Teacher created: 
Reflexives 
Found in chapter 8.1 
 

Gestures and sayings 
 
Famous athletes and 
outdoor sports in the 
Dominican Republic, 
Honduras, and 
Venezuela 
 
Meringue festival 

Gustar with nouns 
Stem – changing verbs 
o – ue 
Telling time 
Reflexives (teacher 
create) 
Emotional and 
physical conditions 

Formative Assessment 
Label parts of the 
body 
 
Create a monster man 
and label the body 
parts 
 
 
Summative: 
Create a skit 
convincing the school 
nurse that you have to 
go home 
 
Write a paragraph in 
Spanish describing 
your monster 
 
Create a role play 
between a doctor and a 
patient.  Include 
symptoms and 
remedies. 
 
Read authentic 
materials / pamphlets 
regarding health 
 
Pre – AP Assessments 
6.2 P 219 - 224 
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Suggested 
Timeline 

Structure 

Public Services 
& 
Communications  
 
8th grade 

Chapters  7.1 & 7.2 
 
3 weeks 
 
Pre – AP Activities:** 
P 144 vocab from Te 
Toca a Ti 
 
Your friend calls you 
to find out contact 
information for 
another friend.  Write 
a 20 line dialogue 
between the two of 
you.  
 
Text Book P 374 
Proyecto 2-  La 
geografia 
Examine the location 
and geographical 
features of Argentina 
and Chile  

Talk on the phone 
 
Talk about technology 
 
Series of events 
 
Talk about indefinite or 
negative situations 
 
 

Preterite of regular – 
er and – ir verbs 
 
Affirmative and  
Negative words 
 

Protecting your 
computer 
 
- el lunfardo / slang  
from Argentina 
 
Getting around without 
a car 
 
 

Affirmative  
tu commands 
Telling time 
Foods and beverages 
Preterite of regular – 
ar verbs 

Formative Assessment 
Call an office to make 
an appt. 
Using metro map, plot 
course from point A to 
point B 
 
Summative 
You run an advice 
column on the Web 
for other teens.  Create 
a problem and provide 
a solution 
 
Read authentic 
materials on line 
 
Pre-AP assessment 
book: pp 242-248, 
254-260 

 
 
 
 
 
 
 
 
 
 
 
 

Topic Chapter(s) 
Suggested 
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
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Travel 
 
 
 
8th grade 
 

8.1 and Teacher 
Created 
 
3 weeks 
 
Pre – AP Activities:** 
Cuaderno: 
P 349 Grammar 
Reflexive Pronouns 
P 352  Grammar 
Present Progressive 
P 366 Culture  
 
 

Daily routine 
Grooming 
Typical day 
Travel  

Reflexive Pronouns 
Present Progressive 

Schedules 
Currency 
Paradores 

Present tense - ar, er, ir 
verbs 
 
estar 

Travel Brochure 
Postcards 
Suitcase situations 
Passport making 
 
Pre – AP Assessment 
P 278 - 284  

 
 

 

Topic Chapter(s) 
Suggested 
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
 

Earning a Living 
 
8th grade 

Teacher Created 
Te Toca a Ti P 119 
 
1 week 
 
Text Book NYS2 
 
Students write a want 
ad for an employee for 
their company. 

Professions  
Places 
 

ganar, trabajar Lower wages 
Pay scales for different 
profession 

Occupations of 
family members 
Personal ID 
Adjectives for the job 
you want and yourself 
Numbers 
ser 
 

Job interview 
Writing a business 
card 
Reading want ads 
Learning 
Scenarios/thematic 
units 
Learner tasks 

����



SPANISH CURRICULUM MAP 
 

Spanish Level I Curriculum Map Created 2002, Revised July 30, 2009 

 
 
** Please note that for all Pre-AP activities the text book referred to is the Teacher Edition of Avancemos 1. Many activities referenced 
are described in further detail in the footnotes of the book.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Enduring Understandings and Essential Questions Spanish Level 1 
 

Topic Chapter(s) 
Suggested 
Timeline 

Vocabulary Grammar 
Structure 

Culture Spiraling Assessment 
 

Physical 
Environment 
 
7th grade 

Preliminary chapter  
p 20  
Supplemented with  
Teacher Created from 
other sources 
 
 Te Toca a Ti 
P 99 & 100 
 
3 weeks 
 
Pre – AP activities:** 
Students will speak 
into a tape recorder 
and say a five day 
weather forecast. 
 

Weather 
Temperature 
Locations in city or 
town 
Seasons 
Geography words 

hacer 
Descriptive words 

Climates and seasons in 
the Spanish speaking 
world 
Fahrenheit & 
Celsius 
  

Days of the week 
Dates and months 
Numbers 

Videos of weather  
Collage/poem 
Mi estación favorita 
Weather report 
Learning 
Scenarios/thematic 
units 
Learner tasks 
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Topics LOTE Enduring Understandings LOTE Cultural Understandings Essential Questions 
Personal 
Identification 

Each individual has unique 
biographical, physical, and 
psychological characteristics. 
 

In language acquisition, culture 
reflects the personal behavior, 
attitudes, relationships and 
nationalism, which are shared by a 
particular group. 

How does culture influence the way 
we describe ourselves? 
How do members of the target culture 
view themselves in comparison to 
others?  
 

Education Students attend school to learn and to 
socialize. 
 

In language acquisition, culture 
reflects grade level structure, different 
types of high schools, attitudes/work 
ethic, report cards, homework, and 
relationships between 
students/teachers, which are shared by 
members of a particular group. 
 

What has been your experience of the 
American educational system? 
How does our educational experience 
influence our opportunities? 
What is the role of education in 
different cultures? 
 

Meal Taking People eat for nutrition and for 
opportunities for social interaction. 
 

In language acquisition, culture 
reflects meal schedule/length, 
types/portion of food, attitudes about 
food, awareness of relationship 
between eating and healthy living, 
grocery stores vs. open-air 
markets/specialty shops, 
import/export, types of restaurants and 
restaurant etiquette, which are shared 
by members of a particular group. 
 

What is the role of food in the target 
culture? 
How does the geography of the 
country have an impact on the food? 
How is food a reflection of culture? 
 
 

Family Life Everyone is a member of a family 
and participates in routines and 
activities. 
 

In language acquisition, culture 
reflects regional characteristics, 
architectural style, influence of 
topography/climate and choice of 
housing, which are shared by 
members of a particular group. 
 

How are families different? 
How do family members interact and 
influence each other? 
How does what we know about our 
family shape the way we view 
ourselves? 
How do our roles and responsibilities 
influence our family activities? 
 

Shopping People engage in various shopping 
behaviors to locate and obtain 
products they want. 

In language acquisition, culture 
reflects fashion, products, specialty 
stores, currency, cost, metric system, 

How does culture influence our 
shopping behaviors and products 
available? 
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 shopping etiquette, which are shared 
by members of a particular group. 
 

How do our shopping habits reflect 
ourselves and our culture? 
 

Community and  
Neighborhood 

Everyone is a member of a 
community that provides 
opportunities for work, leisure, and 
social interaction. 
 

Demonstrates an understanding of the 
relationship between the practices and 
perspectives of the target cultures. 
Demonstrates an understanding of the 
relationship between the products and 
perspectives of the target cultures. 
 

How is our life different if we are 
raised in the city, suburb, a village, or 
the country? 
How is our life different if we are 
raised in a house, an apartment, a 
condo, etc.? 
How is our community experienced 
differently by various groups or 
cultures? 
How do target language cultures 
perceive our culture? 
 

House and Home There are various types of lodging 
which contain the items that are 
essential for comfortable living. 
 

In language acquisition, culture 
reflects regional characteristics, 
architectural style, choice of housing, 
and the influence of 
topography/climate, which are shared 
by members of a particular group. 

How does our home environment 
reflect our culture? 
How does culture influence our home 
environment? 
 

Leisure People spend their leisure time 
engaged in various recreational 
activities and special occasions. 
 

Demonstrates an understanding of the 
relationship between the practices and 
perspectives of the target cultures. 
Demonstrates an understanding of the 
relationship between the products and 
perspectives of the target cultures. 
 

What are the greatest challenges that 
we might encounter when living in the 
target culture? 
What are the greatest challenges that a 
target culture person might have in our 
culture? 
How do special occasions enhance our 
cultural understanding? 
How does our culture influence our 
choice of leisure activities? 
How does our choice of leisure 
influence our personal life? 
How do the skills we develop in our 
leisure time enhance our personal 
lives? 
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Health and 
Welfare 

It is important to identify and 
understand parts of the human body 
to maintain optimum health. 

In language acquisition, culture 
reflects nutrition, health care systems, 
how society cares for its elderly, 
physical fitness, and holistic care, 
which are shared by members of a 
particular group 
 

What is health and wellness? 
How does culture influence our view 
of our body (the way we treat it, care 
for it, look at it, etc.)? 
How does the level of health care have 
an impact on the general well-being of 
the culture? 
 

Public Services 
and 
Communication 

People utilize community services to 
function in their everyday lives. 

Different countries require different 
modes of communication and different 
rules for interpersonal relationships. 

How has communication changed over 
time? 
What are different types of 
government?  
Why do countries have different types 
of money? How do individuals 
contribute to their society? 

Travel It is important for people to know 
how to use a variety of methods of 
transportation available to them. 
 

In language acquisition, culture 
reflects modes of transportation, 
vacation time, destination, 
attitudes/values, lifestyle choices, and 
exchange programs, which are shared 
by members of a particular group. 
 

 
Why travel to another country? 
How do we become comfortable in a 
strange, new place? 
How does travel influence our 
awareness of cultures? 
How do our expectations of our travel 
destination influence our experience? 
Why do people travel? 
 

Earning a Living There are varying types of work 
opportunities to earn money and to 
find personal satisfaction. 
 

Demonstrates an understanding of the 
relationship between the practices and 
perspectives of the target cultures. 
Demonstrates an understanding of the 
relationship between the products and 
perspectives of the target cultures. 
 

How do we shape our decisions about 
our careers? 
How can language study help us 
choose a career? 
What are the implications of career 
choices? 
How are different careers valued in the 
target culture? 
 

Physical 
Environment 

Our world is made up of diverse 
natural and man-made features which 
support people’s varied wants and 
needs. 
 

In language acquisition, culture 
reflects climate, geography, 
topography, regional differences, 
language variations, and leisure time 
activities, which are shared by 
members of a particular group. 

How does weather influence 
lifestyles? 
How do different geographical areas 
influence lifestyles? 
How do different geographical areas 
influence lifestyles and attitudes? 
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