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ABSTRACT OF THESIS

Revitalizing Language Learning: Using Media for Visual Story Experiences

By

Jason Christopher Nichols
Master of Arts in Teaching and Learning: Bilingual Education (ASL-English)
University of California San Diego, 2018

Professor Bobbie Allen, Chair

Technology use in education is a necessary feature in language and literacy
learning for students. Student are engaged with technology on a day to day basis and
teachers have integrated technology within their classroom to enhance learning
opportunities. For deaf and hard of hearing students, the visual component of technology
has provided accessible resources for visual learning that has greatly impacted these

students’ education in ways that have never been done before. This thesis puts forth a
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curriculum that implements a specific kind of technology known as GIFs (Graphic
Interchange Format) alongside a bilingual approach to education. GIFs are digital images
that are animated and play on a loop. These GIFs are able to capture ASL in a whole
form, rather than an image, and also show actions clearly for the visual learner.

An evaluation plan was carried out to collect data from teacher observations,
student work, presentations, and student recorded media. These monitored student
performance during the curriculum. The curriculum was evaluated to show that GIFs and
media supported deaf students to develop vocabulary, make connections between English
and ASL, use technology as a resource, and increase their engagement. The value and
uses of GIFs in the classroom are still left wide open to be expanded upon by future
educators and designers. Hopefully this thesis and the curriculum included sets up a
foundation for others to improve upon and develop curricula that integrates new media

and technology into bilingual deaf education.
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I. Introduction/Overview to Thesis

Bilinguals are constantly developing their language proficiency as they progress
through their lives in various contexts and environments. Bilingual education in the
United States has been around for the past sixty years since the enactment of the
Bilingual Education Act of 1968. Deaf/hard of hearing children who sign are in fact
bilinguals that benefit from this type of education. Deaf individuals thrive in both ASL
and English, the former being the natural and most accessible language, the latter being
the language needed to interact with the majority of the population. This thesis puts forth
a bilingual approach to learning and language development by integrating media that is
meaningful and engaging for students. The curriculum aims to 1) foster students’
vocabulary development in both American Sign Language (ASL) and English by using
media such as GIFs, videos, and images, as a support for meaning in literal and figurative
language: 2) empower students to use technology as a tool for checking their
understanding of reading and writing: 3) provide opportunities to use strategies to think
about and identify language equivalents in ASL and English and lastly 4) capitalize on
deaf students’ visual learning preference to enhance student engagement. In bilingual
classrooms for deaf children, the primary language of instruction is ASL and they acquire
the language naturally through interaction and discussions with their teacher and peers.
ASL is used to foster strong connections and discussions about English print. It is this
fluency and acquisition of ASL students acquire that further promotes opportunities to
read, write, and develop their English literacy skills (Strong & Prinz, 1997).

This project’s primary goal is to teach vocabulary and reading skills to deaf

bilingual students using visual media such as videos, images, and GIFs and reading



practices that emphasize text analysis and comprehension, such as close reading. GIFs
(Graphics Interchange Format) are moving pictures that play on a continuous loop.
Unlike video, they are not played or paused, and unlike ordinary pictures, they do not
display a single, still image. GIFs are popular among younger people and on the internet.
By incorporating their interests of GIFs into their learning, students will benefit from an
engaging approach to learning vocabulary with ASL in a complete form, rather than just
a still image. While video can accomplish the same goal of recording complete ASL
forms, GIFs are especially useful when focusing on specific vocabulary; they are short
and repeat on their own to give a viewer repeated exposure without them needing to press
play or pause.

Vocabulary development is a critical component of reading comprehension
(NICHD, 2000). By using both English print and ASL to discuss concepts and meanings,
deaf students will enhance their vocabulary and their comprehension when encountering
new topics (Strong & Prinz, 1997; Humphries & Macdougall, 2000). In bilingual
instruction, vocabulary learning has often been thought of as learning and using word to
word translations without taking into consideration that, across languages, a set of words
can be described with a single word, sign, or meaning in another language. An example
here would be; the English phrase “Once upon a time” is conveyed with a single sign in
ASL LONG-TIME-AGO. To learn vocabulary is to learn the meaning within the cultural
and linguistic context in literacy. Teachers need to teach deaf children how to look for
meaning that is constructed with combinations of words, not just of the individual words
themselves. For deaf students who are still developing both ASL and English, idiomatic

expressions and English phrases in stories can be difficult to comprehend, therefore



students would benefit from close reading to analyze text and monitor reading
comprehension. Close reading involves reading through and often rereading parts of a
text in order to analyze text structure, meaning, content, vocabulary, etc. Close reading
allows students to focus on smaller parts of a whole in order to develop their
understanding. This project is formatted to organize information into smaller
comprehensible units, using GIFs and media as a support, and close reading as a method
to develop reading comprehension.

This curriculum focuses on combining technology and bilingual learning
strategies to foster language development with an emphasis on chunking meaningful
units of language. Chunking is a method of grouping small units of information into
fewer, but more packed units of information (Miller, 1956). The belief is that with
limited working memory, people are not able to remember too many units of information,
but we are able to recode the information we take in from numerous small units of
information, to fewer large units of information, and therefore possibly able to take in
more meaningful information altogether. When applied to language acquisition, we learn
meanings in languages as chunks. For instance, children learn meanings and phrases
without being aware of the smaller parts in these words/phrases. Children acquire phrases
like “I want” before describing other people “wanting” because they have only learned
the former phrase as a unit of meaning, not a combination of “I”’ and “want”. Even
broken down further, words/signs are made of smaller units, phonemes, handshape,
stress, etc., that we don’t think much about when we use a language.

The curriculum incorporates chunking to establish language equivalents that may

be expressed with many units or words in one language, and less in another. An example



I will refer to often is the sign for “once upon a time” in ASL being a single sign, while
the English expression is composed of four words. English has the smaller units of
meaning that can be “chunked” into one wholesome unit in ASL. For the curriculum,
students create signed GIFs in ASL that are labeled with an English phrase. This presents
both the expanded English phrase and the condensed ASL equivalent.

The use of technology in the classroom grows increasingly important as the years
go on and more students are raised in technologically rich environments connected by the
internet. GIFs share cultural relevance to young internet users since they are often shared
and used in social media. However, GIFs have not yet been widely used for educational
purposes, despite the promising value they present in visual learning. Many things have
changed over the years for teacher practices, philosophy, and tools. As we head into the
future it is important that we continue to revitalize teaching methods with modern
technology, and | believe GIFs are one technology that we can use to revitalize the way
we approach teaching and learning in bilingual classrooms for deaf and hard of hearing
children.

One free and accessible website, GIPHY, and its app GIPHY CAM, allows users
to create GIFs from short recorded videos and also has a large archive of GIFs available
on the site (including signed GIFs). Students will record signed GIFs of meaningful
vocabulary and story elements to upload to our classroom website. The intention of this
project is not only to help students learn vocabulary but to document and create a
database that students can use as a reference and look up vocabulary covered in class.
GIFs are easy to use and manage. While video is helpful, GIFs are more easily shared

and manipulated than videos. They can be placed onto digital sites and documents just



like ordinary images. As such, it is easy to share the GIFs we make on a google site, a
google classroom web page, slides, and documents.

The purpose of designing this curriculum is to develop vocabulary knowledge
using chunking strategies and to enhance English decoding skills through close reading.
ASL is the language of instruction, giving students a model for the language, and also the

opportunities to discuss content using ASL.



I1. Justification of Need.

The decision to involve GIFs in the classroom is based on the students’ everyday
experiences with technology and the internet. We as teachers should make use of this
avenue to bridge connections and motivation. While there are many successful teaching
practices that have already been established for deaf students, revisiting teaching
practices to integrate them with newer and better technologies is a way of keeping up
with our society’s advancing mechanisms. Technology not only holds a functional
purpose in society, but as time goes on, it become an important cultural feature for newer
generations. |took much of what | had learned as a student teacher and applied
technology that | saw as beneficial for today’s students and their learning.

I’ve seen from my own experience that students become more engaged when they
see themselves in a project. For example, a Language Experience Approach (LEA) uses
a shared student experience to help develop language and literacy (Schleper, 2002). It is
an extremely engaging strategy because of its student centered approach. An LEA
experience can be any event, like a field trip, and can involve student discussion on
where they want to go and what they want to see/learn. For deaf students, this involves
the use of ASL to communicate and English to write down important things they are
discussing or listing. The process of planning, visiting, and doing is documented through
writing, drawing, video, photos, etc., so that these items can be referenced to later and
ultimately made into a book(s) as a final product for students to revisit and explore
independently. This process is engaging and also provides students with a context for the
book they have helped to create, having already experienced the content for

themselves. Digital LEAs are possible with videos and GIFs to make unique projects and



stories. When we invite students to create artifacts and materials that they feel a sense of
ownership over, and then use these as tools for their learning, they become more engaged
and more eager to complete a project from beginning to end. For this curriculum, such
artifacts are student created media in the form of GIFs and slideshows. Student
engagement is important for their learning and technology provides students with an
outlet to create meaningful artifacts and see themselves through a learning process.

In my experience, | used GIFs in an ASL wall, similar to a word wall but
constructed only with images of signs, with middle school students. Middle school
students can be a challenging age group to engage. One day, my cooperating teacher and
| decided to record the students’ signs to make gifs. The students were pleasantly
surprised with the new activity and eager to participate. Seeing a rush of motivation from
the students and the excitement in their eyes is something that I’ll never forget. This
experience with middle school students really influenced me to use GIFs in my future
teaching and motivated me to create a more structured and longer curriculum.

| emphasize the need for learning material and teacher practices that keep students
attentive and engaged because of the effect it has on their learning. Engagement leads to
motivation and that motivation drives students to learn. For the current generation of
students, modern technology makes learning more accessible and interesting but also
allows us to present deaf education in a vital way through signed media, whether it be
images, videos, or GIFs. The accessibility of advanced technology with visual learning
materials is a huge asset to deaf students. Students are adept internet users, making
technology a cultural aspect of their lives. Media circulates through the internet and

social media, allowing students to gain information in new ways. GIFs themselves are



held at the root of digital cultures and provide opportunities to show cultural knowledge
and ideologies. Their usage online involve a participatory culture where one may
recreate and share their own thoughts through the use of a GIF or meme (Miltner &
Highfield, 2017). While some teachers may be a bit unfamiliar with these internet
behaviors, it would prove beneficial to include these culturally relevant internet concepts
into teaching. A big part of internet sharing and social media is the visibility one can
achieve. | believe it is important for deaf and hard of hearing students to be exposed to
media that makes ASL and deaf culture visible to those outside of their usual spheres. As
such, providing them with opportunities to view and use GIFs, videos, and images will
hopefully make them more versed in the media and produce knowledge and a visibility
culture within deaf communities.

There is a high rate of illiteracy for deaf people and a correlation between their
illiteracy and situations of unemployment, poverty, and poor health (Humphries et al.,
2012). While illiteracy for many deaf individuals is a result of language deprivation, it
serves as a reminder that in schools we must emphasize literacy for deaf students and
keep them engaged in meaningful learning, rather than simply funneling them through
the education system. The curriculum is designed to enhance students’ bilingual
proficiency and biliteracy. This involves developing vocabulary in both languages but
also the ability to use and comprehend both languages effectively. With English reading,
it is often the case that students may understand a direct translation of an English word to
a sign. Complications arise for deaf students when English words combine to form
phrases or idiomatic expressions where words may hold a different meaning than when
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“once upon a time”, “open-minded”, “was eaten”, “shower quickly”, etc. While all these
phrases will not necessarily pose a challenge to all deaf students, they do present different
complexities, whether it be idiomatic, figurative, phrasal, grammatical, etc., deaf students
should be taught how to recognize such meanings and analyze what contextual
information is present to make sense of what they are reading. When small complexities
exist in a longer, more intricate sentence, a student may lose parts of meaning for what is
being read.

Close reading (Frey & Fisher, 2013) provides a much needed interaction with
decoding processes like identifying word parts, recognizing non-literal meanings, finding
contextual information, and analyzing structures. It is a strategy that has become very
vital to students education and is a major part of the Common Core Anchor Standards for
Reading. Close reading helps students to identify challenging portions of the text, and is
specifically used in the curriculum to find units of meaning for vocabulary development.
These units can be words or phrases. Once these units of meaning have been identified
and language equivalents between ASL and English established, GIFs are used to record
these meanings. In essence, close reading is what is used when students have questions
about the meanings of words/phrases in a text, and GIFs are what we use to actually
solidify our answers and use as a reference for later. GIFs allow deaf students to view
both the written English and signed versions of the text to help strengthen connections
between the languages. This again, is a form of chunking meaning across the two
languages. GIFs also allow us to focus on more subtle meaning differences that occur
with intensity and adverbs, such as “hungry” vs. “starving” and “eat” vs “eat quickly”,

and what those meanings look like in ASL, i.e. facial expression intensity.



I11. Bilingual and Pedagogical Approach to Deaf Education

Deaf students are exposed to ASL and English and sometimes even a third or
fourth language that is spoken in the home. The importance of understanding
multilingualism is to make sure that we view a deaf/hard of hearing student’s language
development from a bilingual standpoint. Bilingualism has shown cognitive benefits
such as increased attention and task-switching capabilities, and executive functioning
abilities (Bialystok, 2001). Bilingualism also shows to be important across the age
spectrum, helping younger children adjust to changing environments and lessening
cognitive decline in older adults (Marian & Shook, 2012). With that in mind, we must
value the opportunity of bilingualism available for this demographic of students. The
research and practices to be discussed in this section will present arguments for why
bilingual education is an essential approach when educating deaf and hard of hearing
students.
Research

Ninety percent of deaf children are born to hearing parents whose top priority is
for their child to acquire English as quickly as possible. However, a child’s ability to
learn English relies on their ability to make meaning from spoken language, with that
said, although many deaf and hard of hearing children have hearing aids or cochlear
implants, these devices do not guarantee English to be completely accessible for
acquisition (Humphries et al., 2012). Not having full access to a language can lead to late
acquisition which has adverse effects on one’s language ability and future language
learning (Mayberry, 2010). These effects include a compromised ability to process and

understand language as well as negatively impacted reading development. The effect of
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late first language acquisition emphasizes that children must be exposed to fully
accessible language, and the research shows that the younger they receive language, the
more fluently they will acquire that language. It is therefore imperative that deaf and hard
of hearing children have access to sign language if they are to achieve linguistic
competency in any language. Research shows that the strongest predictor of deaf
children’s literacy and English abilities, whether written or spoken, are shown by their
ASL fluency (Strong & Prinz, 2000), more so than hearing related abilities like
phonological coding and awareness (Mayberry et al., 2011).

More evidence that showcases deaf individuals’ ability to learn both languages is
by their ability to fingerspell. Fingerspelling is a feature of ASL where signers are able
to spell out words using a manual alphabet, where a specific handshape corresponds to a
specific letter. Deaf children acquire fingerspelled words as they would any sign. Does
this mean that a child who acquires a fingerspelled sign understands spelling and the
English language? The explanation for this is that there is a developmental path that deaf
children go through with their ability to analyze the finer parts of fingerspelling. Initially,
when young children are exposed to a fingerspelled word they do not see it as a
combination of letters into a word, but rather a lexical unit, a sign with a specific
meaning. They may produce the word as a few motions or shapes with their hand rather
than a manually spelled word. As deaf children continue to develop their language, they
begin to distinguish the individual parts that make up fingerspelled words in relation to
the English language and alphabet (Padden, 2006). This is a phenomenon that Carol

Padden describes as learning to fingerspell twice. This shows a natural progression from
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meaning and understanding in ASL to literacy, spelling, and metalinguistic awareness in
English.
Pedagogical

When we examine what practices benefit deaf students bilingual development, we
need not look further than practices that occur in deaf homes, with deaf on deaf
interactions between parent and child. One extremely notable feature in these deaf
environments is the use of chaining. Chaining is the process of making connections
between ASL, English, and meaning from text or objects. Chaining alternates between
signing, fingerspelling, pointing to English text, and pointing to objects, in a varied order.
For instance, while reading aloud to students, a teacher can read a passage, select a word
from the text by pointing to it, for example, “cat”, then fingerspell C-A-T, provide the
sign for CAT, point to a picture of the cat, and then fingerspell C-A-T again. There is no
set order in which this needs to occur, however this has been a notable feature in deaf
interactions that strengthen connections between ASL and English and help build
meaning for vocabulary (Humphries & MacDougall, 2000). We see that this practice not
only occurs in deaf homes but also occurs with greater frequency in residential deaf
schools, which have a stronger deaf cultural identity, than mainstream schools
(Humphries & MacDougall, 2000). This may imply that teachers in non-residential
schools are not using this practice enough, or simply do not know about the practice
itself, but because of its origin, it is a practice we must value and implement.

Students of all kind benefit from accessibility and engagement. This is achievable
with teacher practices that are student centered. Students are very much able to learn

from each other in order to develop language and content knowledge through peer

12



interaction. Practices like partner talks, chalk talks, and a variety of groupings and
project based learning give students an opportunity to practice using language in an
interactive and social way. Partner talks allow for discussion with peers and chalk talks
are activities that involve only the use of writing to communicate or discuss. These
strategies give more opportunities to experience spoken, written, and signed language in
meaningful ways amongst different language levels in the classroom.

Lastly, deaf and hard of hearing students greatly benefit from social emotional
learning (Lytle & Olivia, 2016). Social emotional development refers to the development
of communication skills, self-esteem, self-control, emotional understanding, empathy,
and other important areas of social maturity. Social emotional learning makes an effort
to incorporate these skills into the learning environment inside the classroom. This is
important for deaf students in particular since social emotional learning leads to improved
language skills which also in turn supports further social emotional development. This
type of learning provides rich interactions in the classroom amongst peers which help
their social, emotional, linguistic, and academic learning. It becomes even more critical
for those students that do not have access to the same input or socialization at home due
to language barriers. Teachers of deaf students must make time for their students to grow
socially and emotionally.

Sociocultural Evidence

From a sociocultural standpoint, children in the deaf community transcend simply
being a minority group, but rather a group with different ethnic backgrounds, beliefs, and
home cultures. While there is no common hearing culture aside from a suggested

language use, deaf and hard of hearing communities have no “one” set culture. A deaf
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child from a Mexican family may behave differently from a deaf child in an Indian
family. With these different backgrounds come different funds of knowledge that can be
tapped into to engage students in learning (Gonzalez, 2005). Funds of knowledge may be
the types of food they learn to cook from what they see in the home, what animals they
are familiar with depending on what pets the family owns, or what kinds of literature or
media they are familiar with, which can all be dictated by the culture present in one’s
home.

There is often a debate on one’s cultural identity based on the medical perspective
of deafness. This perspective reduces a deaf individual’s identity to their degree of
hearing loss or residual hearing. It is often the case that when deaf children are viewed
only from a medical perspective, they are not given opportunities to interact with the
culture, language, or community of the deaf. Doctors may urge parents to turn towards
listening devices for their children, such as cochlear implants and hearing aids without
providing adequate or accurate information on ASL acquisition and its effects on English
development. While these devices can amplify what a child hears, they are not always a
guarantee that deaf children will acquire English in their early years as a hearing child
would (Humprhies et al. 2012). Some deaf children struggle to obtain meaning from
what they hear, and even when aided with listening devices, they continue to struggle in
acquiring English through a focus on aural/oral development. These children may be
pushed into attending oral education programs that stress listening and speaking, and

ultimately struggle during this process because it is not an appropriate measure for them.
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This is a moral and ethical issue in the deaf community. There is much research
on the benefits of ASL for early language acquisition and English development
(Humphries et al., 2012; Mayberry, 2010; Padden, 2006). Aside from the oral
perspective, there is the belief that deaf children should be immersed in signing
environments to acquire ASL and deaf cultural practices. Giving a child ASL and
interactions with deaf peers allows them to develop linguistically and socially. This
cultural view of deaf identify sees it wrong to deprive a deaf child of the most accessible
language they can have, ASL, and their right to be a part of the deaf community.

Some deaf individuals may use a listening device such as hearing aids, cochlear
implants, or bone conduction hearing aids. Some individuals speak, use their voice, talk
clearly, some don’t, or choose not to. We see distinctions between those who identify as
deaf, hard of hearing, and Deaf with a capital D. Hard of hearing often refers to those
individuals who use hearing and speech regularly, often with a hearing device; lowercase
deaf refers to all those individuals with some form of hearing loss, and capital D Deaf is
usually used by individuals who take pride in their identity as culturally Deaf individuals
that are a part of the Deaf community. Each individual is able to identify with whatever
description they feel is best.

As deaf individuals grow up, it is often the case that deaf students may feel a
struggle with identity due to their language, hearing status, and family background.
There is often a push for deaf students to assimilate into either a hearing or deaf world.
This is difficult because young children do not have the autonomy to decide for
themselves, even more so when they are faced with language delays. Families may

prioritize the medical view of deafness and its solutions and may be afraid that giving
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their children ASL will prevent them from learning English. They may also be afraid of
sending their children to deaf schools where they live away from the family. Sometimes
it’s difficult to get accurate information when families are not native English speakers.
The opposite side that advocates for Deaf identity sometimes pressures children and
students to be more deaf. Those who are new to deaf programs or start using ASL later
may feel outcast because of their signing ability or not being deaf enough. All these
complications play a factor in a deaf individual’s development and there are challenges
that are faced even beyond early years of their life. All these factors can make it difficult
to be confident in one’s identity. What constructs an identity solely comes from an
individual’s perception of his/herself. When this self-perception is a result of
inconsistent outside influences from others, a person may feel overwhelmed or unsure of
themselves. They may even feel that they are less valuable than others or that there is
something wrong with who they are. It is important that we as teachers establish
classroom environments that give validity to all ways of being and provide bilingual
learning and awareness. All students need to be empowered to have autonomy over who
they are. Bilingual bicultural methods of education make it so that students may

acculturate to both worlds when and however they choose to do so.
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IV. Review of Existing Research

GIFs are a technology that has grown increasingly popular and more flexible in
recent years. Due to its recent relevancy, there is little to no research done on how GIFs
can be used in the classroom or their effect on cognitive development and learning.
However, there are online teacher journals, blogs, organizations, and websites that can be
found detailing experiences with GIFs in the classroom and their benefits. Some teachers
have credited GIFs with making curriculum more engaging and entertaining for students
(Bayfield, 2016) and some emphasize that GIFs are useful tools for delivering content in
a flipped classroom approach, making the teacher less reliant on lecturing (Speranza,
2016). GIFs seem to be a growing topic in the fields of science and education, as more
educational sites are featuring articles on examples of how they can be used, especially
education sites with a focus on technology. Some such sites are STEM Learning (UK),
and the International Society for Technology in Education (ISTE). YouGov
(https://today.yougov.com/?stay) on behalf of Dictionary.com conducted a survey with
801 teachers to ask them about their views and use of social media in the classroom. 37%
of the teachers reported that they had used memes, emojis, and/or GIFs in lessons
(PRNewsWire, 2017, Aug 30).

The International Society for Technology in Education (ISTE) have set up
standards in multiple domains for students to achieve competency in technology, not only
in the way they use technology, but how they interact in a digitally connected world.
ISTE continually works on newer approaches to teaching in the classroom such as project
based learning, blended learning, and the flipped classroom model. Some recent articles

from ISTE have described social media in the classroom as well as memes to get students
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engaged and writing (Niehoff, 2017; Serano, 2018). ISTE themselves have put forth 7
standards for students to not only help them learn but also to enforce that learning should
be student driven. The standards are listed as follows:

1. Empowered Learner
Students leverage technology to take an active role in choosing, achieving and
demonstrating competency in their learning goals, informed by the learning sciences.
2. Digital Citizen
Students recognize the rights, responsibilities and opportunities of living, learning and
working in an interconnected digital world, and they act and model in ways that are
safe, legal and ethical.
3. Knowledge Constructor
Students critically curate a variety of resources using digital tools to construct
knowledge, produce creative artifacts and make meaningful learning experiences for
themselves and others.
4. Innovative Designer
Students use a variety of technologies within a design process to identify and solve
problems by creating new, useful or imaginative solutions.
5. Computational Thinker
Students develop and employ strategies for understanding and solving problems in
ways that leverage the power of technological methods to develop and test solutions.
6. Creative Communicator
Students communicate clearly and express themselves creatively for a variety of
purposes using the platforms, tools, styles, formats and digital media appropriate to
their goals.
7. Global Collaborator
Students use digital tools to broaden their perspectives and enrich their learning by
collaborating with others and working effectively in teams locally and globally.

( Source: https://www.iste.org/standards/for-students )

While not all of the standards are something that apply to this thesis, much of what ISTE
has put forth demonstrates how we can teach about the use of technology. In particular,
digital citizenship (2), knowledge constructor (3), and creative communicator (6) are all
areas we may touch upon with the integration of media into this curriculum. While the
focus will largely be on literacy, these standards provide a good foundation for how to

integrate technology so that learning can be student driven.
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Although ISTE has touched upon social media and memes, GIFs have not yet
been given specific attention. However, there is some research that touches on how
people respond to GIFs in particular. One study supports the idea previously mentioned
about engagement, but has also gone a step further to note that GIFs are preferred over

video and images for users of Tumblr ( www.tumblr.com ), a microblogging website

(Bakhshi et al., 2016). By sifting through media on Tumblr, over 3.9 million posts, and
interviewing 13 Tumblr users, the study found that “...the animation, lack of sound,
immediacy of consumption, low bandwidth and minimal time demands, the storytelling
capabilities and utility for expressing emotions were significant factors in making GIFs
the most engaging content on Tumblr.” Another study has shown that GIFs are also rich
in meaning and have varied interpretations depending on context and emotional content
of the GIF (Jiang, Brubaker & Fiesler, 2017). The benefit that this could serve for
education is that GIFs seem to be rich in content and engagement, they can be served to
start discussions or describe emotions, feelings, actions, and more. It is also up for
debate whether the increased engagement leads to better memory retention of this
specific kind of media over others.

Another article touches on the polysemy, multiple meanings, of GIFs as well as
their involvement in “digital culture” (Miltner & Highfield, 2017). GIFs nature of a
looping sequence of images adds layers and meaning to it and even reinforces repeated
viewings so that viewers may actually construct their understanding of what they are
viewing. One of the very prominent feature of GIFs is that they are part of a participatory
culture on the internet, meaning that they are used, shared, edited, and applied

productively over many contexts by a diverse group of people. However, the GIFs that
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are chosen and used by individuals give us some insight into their cultural understanding.
If a person uses a GIF that features a celebrity, politician, cartoon, or other known
individual, it can be assumed that the user is somewhat familiar with that person or icon.
GIFs also present unique communication in that they can also visually embody a user’s
feelings or thoughts towards a specific situation or concept, something that cannot be
done in the written format. Even more so, GIFs can augment or emphasize these affects
in order to achieve a desired presentation, such as hyperbole, sarcasm, or humor. (Miltner

& Highfield, 2017).
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V. Key Learning Theories

Students in a bilingual setting have a heavy focus on language acquisition and one
key learning theory about how individuals acquire language is Krashen’s input
hypothesis, also referred to as comprehensible input. This theory states that children
acquire and develop language when they are exposed to a level that is slightly above their
current language level that they are able to understand. “i+1”, where “i” is the persons
current language level and the “+1” referring to the next step in the persons acquisition is
described as the desirable comprehensible input for learners, as anything greater than the
“+17 1s likely to lead to confusion or frustration, but anything less will not result in
learning (Krashen, 1982). This theory emphasizes meaning making from contextual
clues, guidance, and extra-linguistic information that can be tapped into for students to
assign meaning to the structures and vocabulary that they are not as familiar with. In a
bilingual deaf and hard of hearing (DHH) classroom, students have different sources
from which to draw meaning from, whether it be their first and/or second languages,
which can be ASL, English, or another language, or visual and contextual information in
their environment. As such, visual information is essential so that deaf students may be
able to map meaning onto the language that is being presented in the classroom. For
many young children, manipulatives and tactile cues are also important in establishing
meaning into language. With comprehensible input, the focus of teacher-student
interactions will not be to teach language, but to provide language that is comprehensible
and can be understood by the students. This in essence, is effective communication in
action and lends itself to not only student-teacher interactions, but peer interactions

among the students as well. Keeping the focus of comprehensible input away from
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teaching about language means that educators must focus on using successful
communication which inherently provides the next step in acquisition that we wish for
our students to achieve, while aiming to avoid confusion and frustration.

Much like comprehensible input focuses on language that is a step above one’s
current language level and making it accessible, Scaffolded Instruction is a method that
aims to bring students to their next level in learning through encouragement and support
from a more well versed individual (Vygotsky 1978). While comprehensible input
usually refers to language acquisition, Vygotsky put forth the concept that a student has 3
levels of ability; 1) things they can do independently, 2) things they can do with
guidance, and 3) things they cannot do. The level of ability that a student can do with
guidance is known as the Zone of Proximal Development (Vygotsky 1978). Students
achieve learning in this area when a more capable or knowledgeable individual provides
support for the student along their journey. Support can come from a teacher, parent,
another adult, or even peers that are skilled in the domain in which they are learning. The
form of support, called scaffolding, can be from either watching a someone model what is
to be done, be given supports like visual aids, vocabulary definitions, additional
resources, or even collaborative work in which one may fill in the gaps of knowledge
another student may have. Similar to comprehensible input, the goal is to construct
meaning from additional supports. With scaffolding, the end result is to have the student
develop the next set of skills and to hopefully be able to do independently what they
originally could not do alone. In a bilingual classroom setting, not only does scaffolding
allow content and language to be more accessible, but it provides language opportunities

that establish meaning and understanding, such as the use of interactive modeling and
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peer collaboration. Interactive modeling is a process that engage student interactions
with the teacher and other students in order to demonstrate a specific strategy, process or
approach. It involves an adult or teacher modeling the desired behavior while thinking
aloud while having students engage in discussion for the reasons behind the process.
After the desired behavior has been modeled, a students repeat what is to be done, and
model it to the class. This is scaffolding as it is modeled by a teacher first, to provide
context and support, but gradually slips toward students doing the behavior on their own,
all while having them think and discuss the process they are viewing. Students are able
to better remember what is being modeled and receive instant feedback from the teacher
(Wilson, 2012).

Peer collaboration is when students work together on a project or activity. The
simple act of discussion and partner talks are a form of peer collaboration that give
students the opportunity to communicate and use language to form their thoughts and
understanding. Through these kinds of supports, students achieve learning and avoid
frustration levels that lead to disengagement and confusion.

An argument that supports a bilingual approach is the idea of a common
underlying proficiency across languages (Cummins 1984). Common underlying
proficiency is this conceptual and metalinguistic knowledge we acquire from language.
This includes information about the world around us and how we use language to interact
with others. Language acquisition in one language sets up a foundation for language,
knowledge, and cognition that can be applied to all languages a child will learn. While
this is often seen in the view of sequential language acquisition, L1 then L2, DHH

students acquire both ASL and English simultaneously. This model and the research that
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has been discussed previously, show that a child can acquire a foundation for language
from bilingual acquisition that will support cognitive and linguistic skills in both
languages. This means that the languages themselves do not need to be separated in time
slots for L1 teaching and L2 teaching, but rather that an integration and interdependence
of both languages can develop conceptual knowledge and linguistic skills in both
languages.

The idea of an additive bilingual approach is one that aims to “add” a second
language to a child’s language acquisition without any expense to the first language. In
essence, this becomes the model that is used in our DHH bilingual classrooms so that
students can acquire both English and American Sign Language to develop a strong
underlying proficiency that will bolster the acquisition of both languages and the
student’s ability to be a functional, bilingual individual.

Lastly, the idea of intrinsic motivation is an extremely important factor in any
student’s learning. The idea of intrinsic motivation is that students are not motivated by
extrinsic factors such as rewards, recognition, or praise, but that students are inherently
interested, eager, and wanting to learn. Self-determination theory states that in order for
someone to motivate themselves to initiate and engage in a certain behavior, they must
have 3 needs addressed, competence, autonomy, and relatedness (Deci & Ryan 1985).
Competence refers to the ability to become skilled and/or knowledgeable in domain, as
such students are more willing to participate when they feel that they can achieve.
Autonomy is the feeling of being in control of one’s own actions, as such, students who
do not feel forced into a course of action will be more motivated and engaged.

Relatedness concerns a student’s want to interact with others and be connected to ideas.
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This refers to students sharing their ideas on topics they feel related or connected to.
These 3 needs set up a basis for what intrinsic motivation in the classroom looks like.
Students will benefit from education that allows them choice and provides them with the
support they need to succeed. Students benefit greatly from a culturally relevant
pedagogy that draws in prior knowledge and experiences for them to feel relevant and
related to content (Ladson-Billings, 1995). With these factors, students are more likely to

engage in learning of their own will and not due to external rewarding factors.
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V1. The Curriculum Design

The curriculum focuses on incorporating technology into student learning as a
support for bilingual development. The technology used in the curriculum revolves
around media, such as video, images, and GIFs, as well as ways that we can use media on
digital platforms, e.g. digital slides, documents, and websites. Technology is incredibly
important in young students’ lives; they interact with it every day. Technology also has
been continuously beneficial as a means for making content more accessible in different
ways. It is evident that we must take into considerations the tools available for students
in their learning. With it, we can provide students opportunities to use these tools and
foster technological literacy as well as independence in their learning.

The curriculum gradually shifts the use of media from a passive viewing support
to using technology as a tool that the students use independently. The curriculum is
specifically designed for a bilingual classroom where ASL is the language of instruction
and English is used in reading and writing. As such, technology and media will primarily
function as a tool in supporting the development of both ASL and English.

The tools of the curriculum can be implemented across different content areas, but
the focus of this curriculum is centered on literacy and vocabulary development. Story
reading and storytelling are two skills that will be emphasized in the curriculum as a way
to engage students in language and vocabulary development. Media will provide a
support for meaning when engaging with text from a book, but also model language
equivalents in ASL and English by providing signs in the form of a GIF with an English
label. Applications on computers and tablets are used to create GIFs from a short

recording of an individual signing, then there is an option to add text directly on to the
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GIF or to leave it blank. This is particularly useful in the case of a classroom setting
where we can create vocabulary GIFs specific to our classroom’s content.

The curriculum follows a gradual release of responsibility as an integral learning
theory that brings students to higher levels of thinking as they progress through it. While
we start off with reading a story that is led by the teacher, students will become more
independent in their learning as we transition to talking about the specific story, to
discussing the elements of a story, to students beginning to create their own story
elements and ultimately their own story to tell to the class. Media provides vocabulary
support for students in the reading phase. They will then be able to make their own
media, i.e. GIFs, to establish important vocabulary for their learning. These GIFs are
collected on classroom Google site that only the students may access. This will allow
them to refer back to relevant vocabulary and its forms in both English and ASL should
they come across a word which they are unsure of, or if they need to check that they are
using the correct word or sign. In the end, students use these tools as a way to create and
present their own unique story.

The story in particular, “A Bad Case of Stripes”, was selected to meet the
standards for my placement, a third grade classroom at a deaf residential school. The
book was selected to be easily understandable by 3" graders at an instructional reading
level, but it will still pose a challenge to read independently. Because students will be
empowered and supported through the class activities, independent reading will be
attainable. The text itself is full of rich imagery that give ample opportunity to use ASL

and tools of the language, such as classifiers, to describe what is going on in the story.
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This gives not only a meaningful connection to English through the printed text of the
story, but also a rich content for students to use and develop ASL skills.

Lastly, an important factor in the development of this curriculum is engagement.
To make sure students are engaged means that the curriculum must be accessible and fun
for them. Accessibility occurs in not only making content comprehensible, but allowing
students to make achievements at their level. As such, a low floor, high ceiling approach
allows students to easily access the content, but provide them flexibility to be creative

and make something that is uniquely from them.
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VII. Evaluation Plan

The curriculum needed to be evaluated to see if the goals had been met. The
goals involve not only student understanding, but their use of technology and their
engagement. | chose to implement an evaluation plan that would show the progress and
satisfaction of the curriculum goals with appropriate evidence. The success of the
curriculum is evaluated through the collection of evidence from 5 domains: field
observation notes, student work rubrics and checklists, student artifacts, and a language
log. The following is a list of items included in the evaluation plan:

Field notes
Language Log
Rubrics
Checklists
Student Artifacts
a) Posters
b) Worksheets
¢) Recordings of presentations
d) Digitally created slides and presentations
e) Student created GIFs and Classroom Dictionary

ko

To understand if the curriculum has met the goals set forth, students need to be
observed in formative and summative assessments that show us their vocabulary
development and usage, as well as their use of technology as a support to learning
language and content.

The field observation notes were be composed of teacher observations during the
lesson and reflections of the lesson after it has been taught. This allows more in depth
detail of student performance and how well they participated in individual work, group

discussions, and projects. This allowed me to gauge student learning on a more
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individual level and observe what was difficult and easy for students to understand, what
parts they enjoyed, and what areas we may need to revisit to reinforce understanding.

Each project is accompanied by a rubric for students to follow so that they will
know what is required of them for their work. The rubrics were passed out with a more
kid-friendly checklist that guides students throughout the different requirements on the
rubrics, but allows them to check off what they have already completed/added for their
work and see what they have yet to complete/add.

Student created different artifacts throughout the curriculum and these artifacts
provided great insight to students’ vocabulary development and content knowledge.
Students made posters, filled out worksheets, recorded their signing, created GIFs, made
a digital slideshow, and presented many of these things to the class. Along with rubrics
and observation notes, their work provided insight to how they navigated through lessons,
what points they were able to hit and any they missed (rubric), as well as extra
information to how and why they performed the way they did (field notes). Through the
use of student artifacts mentioned above, | was able to see what knowledge the students
retained and how well they were able to apply what they know.

An additional piece of evidence that will be included is a language log for
targeted vocabulary that is used throughout the curriculum. This language log includes
columns under each students’ name to mark when students have used the vocabulary
independently in discussion. This log demonstrates how students were using the
vocabulary to communicate with classmates and the teacher and provides documentation
as to whether students are truly able to use the vocabulary appropriately in context on

their own.
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VIII. Curriculum Implementation
Classroom and School Site Information

I implemented my curriculum at a public bilingual ASL/English residential school
that provides services for Early Childhood Education (ECE), Parent Infant Program (PIP)
elementary, middle, and high school deaf students. The school has around 350-400
students enrolled yearly. The demographics of the school are made up of a large
Hispanic/Latino group of students which makes up about half the students at the school,
followed by White, then Black, and other ethnicities. The school heavily values both
ASL and English to establish a positive environment where “Language and learning

"’

thrive!” They have signs posted around the campus that encourage everyone to sign
while on campus. The school also provides housing for some students in order for them
to live on campus.

I implemented my curriculum in a 3rd grade classroom with 6 students. The
classroom was set up so that students were free to choose the arrangement of their desks.
| had seen them change their arrangement from scattered desks to a U-shape alignment.
Students desks are located in the rear portion of the classroom and there were two tables
in the front part of the classroom that create a T-shape for when whole group activities
were conducted closer to the front board and projector. My student’s ages ranged from 8-
9 and were of White, Latino, and mixed backgrounds. Two students, AZ and ET, had
hearing parents while the rest had Deaf parents or Deaf families entirely. Those with

Deaf parents have ASL as their first language. AZ has had some access to spoken

English as his primary language by the use of hearing aids, ET has had more limited
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access to spoken English through hearing aids and has been mainstreamed up until a few
months prior to my time at the school.

The schedule of the classroom was broken up by prep time, lunch, and recess.
The usual schedule which occurred Monday through Thursday was: language
arts/morning work for the first hour of class, 8:00 am - 9:00 am, the next hour being P.E.
and teacher prep time at 9:00 - 10:00, followed by an additional hour and 30 minutes of
language arts, 10:00-11:30. Lunch is from 11:30 - 12:20, followed by math until 1:30,
then recess from 1:30-1:50, intervention time from 1:50 - 2:20, and a Career Technology
Education (CTE) course until the end of the day, dismissal being at 3:09. Intervention
time is a set time for students to work on homework assignments and CTE was a course
that rotates instructors and curriculum around the school year, touching on subjects like
robotics and coding during my time there. The curriculum was implemented during the
usual Language Arts times, either 8:00 - 9:00 am or 10:00 -11:30 am.

My cooperating teacher (CT) was a hearing woman who had been working in
deaf education for 25+ years. She was reasonably strict and had high expectations for
students’ academics and behavior. She had 2 usual aides that come in to assist, one of
which is hearing and is in charge of going over homework, and the other usually doing a
one-on-one reading with a student during language arts. My CT strongly believed in
bilingual development and made sure that connections to English were made while
instructing in ASL. Although most students were slightly below grade level, she had
implemented grade level curriculum in math and language arts. The language arts
curriculum was set up to have vocabulary words for meaning and words for spelling

which was a feature that students were accustomed to and received homework for
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reading, vocabulary, and spelling. During class time, students often rotated between two
or three literacy centers, such as independent reading, partner reading, vocabulary work,
spelling work, writing (which sometimes involved research). A unit was often centered
on a story which is begun with a read aloud to the class. My CT made sure to pay
attention to student engagement and attention level, being wary of over-lecturing or any
activity that required too much attention for too long. The students were set up to be
comfortable with mistakes and my CT fostered independence by encouraging students to
grapple with information and think rather than rely on adults for answers. She showed
great patience and faith in her students’ ability to understand material. Students received
work that was fairly challenging, but they learned to use what they know to put their best
work forward. My CT was very aware of each student’s preferences, needs, and also
their home lives. She took all these into account, but still holds them to a high standard

for respect, behavior, and work ethic.

Student Profiles

For each student I will be referring to the ASL Scale of Development to describe their

ASL proficiency.
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ASL SCALE OF DEVELOPMENT

Beginning Early Intermediate Early Advanced | Advanced
Intermediate
The student is observant of | The student demonstrates The student is increasingly | The student is much more Can carry a conversation
language being modeled in | more confidence using confident speaking in front | comfortable and confident | or classroom discussion
the environment. She'he ASL but stll prefers to of group or participatmg m | in sharmg ideas or without difficulty.
can imifate actions and converss ane-on-one with class disenssions. information m front of the
= = facial expressions. peers or teacher. Com discnes scademic class. Code switches to match
g2 Cam s zesture fo Will inquire sbout ideas such 2z main points | More fuent in following | 0 AL <kills of other
= : - . - . students, teacher, ar
22 commmmicate or ean meaning of signs or words | of a story or a science ar the conversation of twro or hearing people
g = az:\ic.alh'(demm:un; that are not understood. history project. mere pelople. ('\:;Eﬂnd .
= = aviors (e.g., show the to questions with details. .
2z action of falling by Can use basic ASL to Able to analyze, explain, ;‘;‘:}% to fl.’:;'i?m?.;“ml
a9 pretending to f211) commmnicate needs and describe and define using Consistently comprahends mdul?'ij.\;g i l:ieg
- ?[ share feelmgs Can use content-related general meanings, and forative EE'
"5 = Can use facial expressions | gestures when words are vocabulary. demonsirates = e
= to clanfy meaning (e.g., not readily available. understanding of ruances
E .':_t head nods and smling). More use of aye gaze and imphied meanings ‘f%]'e to adapt languzg_e fo
— = - formal and casual registers
o0 o o ('.mrendl a:.k and answer | when fn]]x.!mng exprassed Iwbnd-v de e on audience
H - I beginmng to mamtain simple questions, and conversational humns. lanzuage, facal de =
= eye contzct with adults or Summanze. expressions or weords. prpase.
= 'S pears, but iz not consistent. . . o
= = Eye gaze is longer and Starts to engage in ASL Ha.nnfi]fﬁmﬂ.t}m
o - - - . N academic languaze of the
FRecognizes some sizns as maore purposeful sign play by manipulating .

- - - - A - classroom. Able to discuss
representing objects in signs withm ASL lexicon 0 underctund abstract
mmmediate emvironment. rules or other kinds of ideas - -

inventive sign play (e 2., :
can create slang or jokes).
Expresses what she'he Uses appropriate facial Acks and responds to more | Asks bracketed questions, Able to ask any questions
- wants by shaking histher expressions with eyebrows | type of questions that Le., staring and endmg a fluently and properly.
= head, and sometimes when asking wh- or ves/mo | inchide sizning {e.z.. FOR- | question with wh-question.
= responding to questions questions Can respond to FORT”, “HOWT", WHENT"
A and simple commands simple “wh-" questions or “WHICH?" using
= with “yes” or “no™ {e.g.. who, what, where, appropriate facial
o why). axpressions.
Uses simple or basic single | Start touse ASL sentence Begins to use more Uses condifionals, facial Able to do all the sentence
word signs and use structure including complex sentence adverbials (1f—then stractures menfioned on
sometimes combimation of | different combmations of struetares such as statements), rhetorical the left with ease.
two to three signs to make | subject, verb, object and rhatorical questions and comment (e.g., WHY?I
et a sentence or phrase based | location (e.z., LSOV- topicalization (e.g .. MY LIKEIT), and
= on needs or wants. (e.g., home (7}, MOM JUICE FAVORITE SUBJECT? topicalization with
E MY MAME (fs), HE PLAY, DRINE). SCIENCE. DRESSRED) but | consistent accuracy.
- ME HUNGEY EAT). not always in comrect word
w order or facial expression. Able to uses topic
confinuation (1.e., holding
the topic on one hand and
confinuing to sign the
comment on other hand).
Demonstrates emerzing Capable of using spatial Contmues to show Uses verb with wide
consistently. (e.g, DRINE, | use of subject-verk subject-verb agreement development of mtensity register depending on.
TASTE, PLAY, agresment (2., (2. YOU-GIVE-ME, HE- | (COMFORTABLE, sifuation.
UNDERSTAND). directional: T-BEAT-HIM, ASES-HEE). SERIOUS, LONG TIME),
# CALL-HER, GVEME); manner, tTIPTOE'STO__\[PG)
? roun-verb pamrs geographical: (e.g FLY- Shows verb inflection for a.ud lzempnnl aspectsin
; {e.z., DOOR/CLOSE-DOOE, | TO, MOVE THERE), temporal aspect (e.g., including mumber and
ARPLANEFLY). reciprocal: (g, KISS, READ, READ-QUICKLY, distribution. with verbs
r READ-A-LONG-TIME). (e.z.. ASE: ASK AGATN;
ASE MANY PEOPLE AT
DIFFERENT TIMES; ASE A
GR.OUP OF PEQPLE).

Figure 0. 1 ASL Scale of Development page 1
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Demonstrates emerging
use of classifiers to
describe basic objects
(e.z.. DCL:C- ball, or
DCLB- box).

Uses instrument classifiers
(e.g.. PULL-OUT; ZIP-UP;
TURN-ON-TV).

Uses more locative
classifier to show
relationship with other
objects (e.z., LCL: 1-
pencil on desk LCL:B).

Starts to use classifier
manner of verb (e g., “3”
car move up and down,
person “17 walking by).

Uses descriptrve classifiers
to describe nouns,
including color, size,
shape, and quabty (e.z.,
hawstyle, body type, size,
taxtura).

Contmues to use
descriptve classifiers to
show mtensity for noun-
size, shape, texture and
quality (e.g, LIGHT,
ERIGHT; ROAD, BUMPY).

Show number and location
through phural spatial
classafiers (e.g., two
people walking, people
seated in a circle; hine of
pecple; books in row).

Uses classifiers with ease-
without bemg conseions
about it.

Pronoun

Use of mdex finger to
point at self, people,
objects or places m present
environment (gestural’
nonlinguiste).

Uses both personal and
possessive pronouns with

HS “1" or “57 (lmgwistic).

Uses reflectrve pronouns
with HS- “A” (yourself,
myself, himself

Can analyze and/or
compare and contrast two
bems./person/stones (usmng
appropriate placement in
space).

Can describe a situztion
mvolving more than two
rtems ‘person/stonies

While storytelling or
talking, can talk about
what 15 in the immediate

During storytelling or
retelling a story, uses a

little or no role shifting

Begins to place points in
space for characters.
Exhibits role play, but

Use of role play. role shift,
grammatical facial
expressions, and eve gaze

Character placement
(spatal referencing) and
identification are clear.

=2 envIronment. and placements of body shiftimg, eye-gaze are more consistent. The zigner takes an
o —_ characters. Tends to place and facial expressions various characters’
: = | Can point to pictures or characters mn the same aren’t conzstent. Also, Able to talk abstractly perspectrves.
- .= | talk about events that place. Mo clear sequence doesn't always use the about people or things that
A = ‘= | happened in the here and of me. fime sequence accurately. aren’t present.
=z = | now
- .;, Can talk about past and Can talk about past and Can use referencing more
= ‘5 : Copies actions or facial thimgs that are not present, | things that are not present acowrately.
— }'.' 2 | expressions of others. but still needs to act it out without acting it out (e.z.,
E — or use objects to actually fallmg to the More consistently able to
= demenstrate past events. zround). sequence ohjects, zZive
ot step-by-step instuctions or
clearly explain the order of
events.

Responds to herlus Demonstrates emergent Includes fingerspelled Understands fingerspelled Fmgerspelled words

B spelled name and use of fully fmgerspelled words in conversation, but | words and fingerspells become lexical signs. (Le
spe. y fingerspel gerspe! £

= - can use name signs and words including short may not always fluently. “what” “back”™ “ok”
== signs of others. words, name of parson or understand fingsrspelled “early”)
& H place. words.
5 -
= . . .
= Uszes fingerspelled Enghi=zh | Increasingly will
= words to ask for a ign fingerspell English words

ranslation.

for sign translation.

Cultural Behavior

Starts to respond to
attention-geting
techmiques (2.g.. tapping
on shoulder, waving a
hand in his'her field of

Can appropriately get
others’ attention and
readily responds to
attenfion-getting methods
(e.g.. tapping on shoulder,

More appropnate use of
attenfion-geiting
techmiques (2.2, asking
someone to fap another
person because they are

More sensiirve to
communication needs of
others (g, moving so
others can see, grving full
attenfion, and makmg

CZT_ Te-Cap Ol SUIMIMarize
for someone if he'she has
mizsed something becanse
they were absent or out of
visual field.

vision, flashing hights). stomping on floor, or beyond his'her reach). appropriate responses to
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Figure 0. 2 ASL Scale of Development page 2

BT: Age 9, Hispanic/Latina and White
BT is very social and communicates well with peers and adults. She has deaf parents and
is a native signer of ASL. She has had full language access since birth and her ASL

proficiency would fall under Early Advanced in most domains. She communicates
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fluently but does not present the same level of vocabulary as some other students and she
does sometimes forget details. She struggles with English reading comprehension, but is
very vibrant while she is reading in that she enjoys using facial expressions and body
movements to make the story engaging. She reads below grade level and often needs
clarification for texts. Her writing is understandable about 80% of the time. She writes
full sentences that include “to be” verbs but in the wrong form. BT also includes words
that seem to not fit into her writing, but are likely part of a larger idea that is not clear. BT
does not use spoken English, but uses her voice to get the attention of others. She is very
independent and presumably does her homework independently as her parents are not
fully fluent in English (according to my CT) and may not be able to read the English
homework for her. BT is very good with arts and crafts materials. She often makes
creative birthday cards for other students aside from simple folded cards such as making

envelopes from construction paper and then putting small messages or gifts inside.

AZ: Age 9, White

AZ is one of the two hard of hearing students. He uses voice with other HOH students
and hearing adults to get their attention or for exclamations. I’ve only heard his spoken
English on a handful of occasions, but his speech was intelligible. He is social and
enjoys hanging with his classmates. AZ is from a hearing family and is not a native
signer; his ASL often follows a more English structure and is expressed in shorter
segments that some of his peers. His ASL proficiency would fall under the intermediate
level, with some domains in early intermediate, and some skills such as fingerspelling in

the early advanced stage. He shows to have a good comprehension of English, reading
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only slightly below grade level. AZ demonstrates good understanding of English
phrases. When he is able to focus, AZ can write independently while following a good
English grammar structure. He has been diagnosed with ADHD and takes medication for
it. Because of this, he requires prompting and a lot of refocusing in order to focus his
attention. His parents’ goal for him is to continue his academic progress and improve his

focus when working.

JV: Age 8, Hispanic/Latino

JV is a profoundly deaf student from a deaf family. He is a native signer, but has a
noticeably smaller vocabulary, both in ASL and English, than his peers from deaf
families. This may or not be a result of repeated absences from school. He has 4 older
siblings, 1 brother and 3 sisters. His ASL proficiency lies at the early advanced stage for
most domains. He reads below grade level and has a tendency to choose non-fiction
informational texts to read. His writing is often unclear and not always legible. He
misses verbs and subjects sometimes which makes his sentences incomplete. He does not
consistently add spacing between words making his writing even harder to read. This
student often has emotional ups and downs which my cooperating teacher believes is a
result of factors that exist outside of the school. My cooperating teacher has known this
family for many years and taught each student in the family, JV being the youngest
currently until his mother who is pregnant gives birth to a new baby. He is very eager
when he feels he is able to accomplish something and thrives on positive reinforcement.
He gets along with the other boys very well and likes to be active. He works well

individually but can be a bit controlling in groups as far as materials go. His strengths lie
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in the STEM field. His mother has described him as being a “momma’s boy” and that he

often hangs around her when she is cooking. He appears to be very family oriented.

GV: Age 8, Hispanic and White

GV is one of the top students in the class. She is thoughtful, enjoys reading, and is quite
mature for her age. She is very active in discussion, open to answering questions, and
tries her best to articulate and explain what she is thinking. She is from a deaf family and
has 2 older brothers, one of which is currently at Gallaudet. She is very fluent in ASL, at
an advanced level on the ASL scale, and has good recognition of familiar vocabulary we
discuss in class. Her English vocabulary is good, but she often still lacks confidence in
her spelling and writing. Her parents want her to improve with language arts, especially
reading. The CT suspects that she may have some learning disability that affects her
reading comprehension as, even though she is one of the higher performing students, with
her background and family support, she should be meeting her goals at a higher level.
She is reading slightly below grade level. Her writing contains all the necessary
components for intelligible writing, including subjects, verbs, and understandable
structures with a few grammar mistakes and missing words, such as transition words or
conjunctions. Her family is very much into sports, as her father is a sports coach. Both

parents work at the school. She participates in volleyball after school.

ET: Age 9, Hispanic/Latina
ET is the newest student to come into this particular classroom. She is from a hearing

family and has been mainstreamed in a school with an interpreter but had no other deaf
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peers. She is quite independent in her reading and writing. She reads at a beginning third
grade level, and writes full sentences and paragraphs with detailed information. Her
vocabulary is quite large in English, but smaller in ASL. ET is reserved and doesn’t
always express herself clearly or confidently in ASL. Her ASL fluency would be at an
intermediate level, expressively, but my cooperating teacher believes she understands
much more than she can produce. My cooperating teacher thinks this is a result of her
only real communication coming via interpretation, and that she is still learning to adjust
to social deaf norms. She does well with reading, is very skilled at drawing, and is able
to complete all work assigned to her. She is the only other student to use hearing aids
consistently. She uses her voice to communicate to AZ and other individuals who use
their hearing. Her speech is mostly intelligible but similarly to her ASL, her clarity
suffers from her shyness. She is extremely skilled in drawing, technology, games, and

using the internet.

MC: Age 9, White

MC enjoys reading books independently and prefers to work alone. She gets along well
with AZ and they are often very playful together. She has deaf parents, two older sisters
that are hearing, and a younger deaf sister who attends the school in a kindergarten
classroom. She is the most expressive and linguistically advanced ASL user in the class.
She often uses a variety of ASL structures and features such as rhetorical questions,
conjunctions, and repeated motions for emphasis, which her classmates rarely or never
use. When reading out loud she will rephrase or add additional gestures and classifiers to

her signing to emphasize the meaning of the text. She reads at about grade level. MC
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has a great English vocabulary including phrases that are expressed with a non-literal
word to sign translation. She shows great awareness that meanings can be translated in
different ways across languages. Her parents want her to improve MAP scores as they
have noticed a score drop in last year. She is being evaluated for clinical depression and
receives counseling when requested/needed. She has test anxiety that affects her
performance, an example being that she sometimes forgets multiplication facts when
anxious during a test. She is but can also be one of the most defiant students who will

refuse to work and challenge a teacher’s authority.

Preparing Curriculum

To prepare for the curriculum I needed to find out about the technology available
both in the classroom and the programs/applications students have access to. Students
had iPads that they use in the classroom that came with preset applications including
Microsoft Office. Students did not have google accounts as they are tied to emails and
the school views this as a liability. Although students have Microsoft office on their
iPads, not every grade and classroom has an account. As such, it was a special request to
ask that my students may be given access to Microsoft PowerPoint for the purpose of a
making a slideshow for a story they would write. Unfortunately, this could not be set up
with our time constraints and | resulted to using google slides on my own account.

The curriculum provided opportunities for students to record themselves in order
to produce media they would later use, and as such I needed to make sure that policy
would allow for students to record themselves on my own device rather than theirs, since

they are not able to add any additional software. | used an app called GIPHY CAM to
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create GIFs. This was approved and | sent home parent authorization forms weeks prior
to beginning the curriculum so that their child would be able to record GIFs and have
them posted on our classroom dictionary. The classroom dictionary itself was a site
made through Google Sites and I needed to make sure it was accessible on the school’s
network as well as each students’ iPad. Thankfully everything was accessible and I did
not require any special permissions to access this or give my students access to it on their
iPad. Materials used for the curriculum included the book, “A Bad Case of Stripes” as

well as several simple worksheets which | had created myself and others found online.

Implementation:
Day 1; May 7th, 2018 — Lesson 1.1

| opened up the lesson with informing the students that we would be starting a
new story to focus on for the week. Several students responded that our focus wall was
blank and that we needed to put in new vocabulary words. The focus wall is part of the
board that displays vocabulary, spelling words, the genre of text we are reading, writing
focus, and a reading skill focus, all taken from the language arts curriculum; it is unique
for each story/excerpt from the language arts book. I informed the students, much to
their surprise, that the new story would not be from their language arts book.

| brought students to the two front tables of the classroom, formed into an L
shape. They sat where they pleased and after getting their attention | showed them the
cover for “AZ Bad Case of Stripes” by David Shannon. JV was the first to say that he
“knows” the story to which I had him clarify; he stated that he remembers it from

kindergarten. | asked the other students who else had seen the book before. Three
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students, JV, G, and M, confidently raised their hand. ET raised her hand after seeing the
other students raise their hand, to which the other students questioned if she actually
knew the story. ET had only joined the school in December of 2017, and when asked by
the other students she retracted her hand. Through some discussion amongst students, it
seemed to be that 3 students confidently remembered some of the story from a previous
experience, 2 students (ET and A) are new to the story, and one student BT did not
remember the story, although 3 of her classmates were sure that she had seen it before.

To find out students’ prior knowledge, I asked the students to describe the cover
of the book. Students who were familiar with the book provided details on events that
happened in the book, such as the main character going through several changes in
appearance and getting sick. These were details that weren’t presented in any particular
order, but just as students remembered them. They didn’t mention anything about the
theme or resolution of the book. For example, JV went on to mention beans, which play
a major role in the story and | asked him to focus on just the cover, since there were other
students who were not familiar with the story. JV did then mention the thermometer in
the characters mouth on the cover, to which | related to students experiences, asking them
to share if they have ever been sick and had a thermometer in their mouth. MC and GV
also mentioned her being sick and changing appearance throughout the story. AZ and ET
mentioned her appearance being stripes, AZ was the only student to mention that she was
holding a cup on the cover.

Before reading the story to them, we went over new vocabulary. Some of the
students were eager for the usual routine of looking over vocabulary flashcards and

adding them to the focus wall. | informed them that we were going to do things a little
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differently. | pulled up a google doc with the 8 initial vocabulary words typed out in
English. The words were hyperlinked to the classroom dictionary page featuring the ASL
GIF relating to that word. I asked students if they knew what any of the words meant, to
which GV and MC identified the “beans” in “lima beans.” I told them good job. I started
with the first word, “bacteria,” by clicking on it and displaying the website page with a
GIF of the fingerspelled word and an image of a bacteria cell. I asked students if they
knew what the image was, waited, and then provided information about the word. |
described bacteria as something very small that you can’t see, and if it gets inside you it
makes you sick. | made sure to point out that bacteria have little tails that could be seen
in the image (this would be relevant to the story later on). The class went over the rest
of the vocabulary.

To stimulate prior knowledge and provide a conceptual foundation before reading
the text, | did a picture walk of the book to get them to think about the events of the book
and make predictions for those who had not yet read the story. Those that had seen the
story before seemed to be trying to piece the events of the story together from what they
remember.

For each picture, I modeled how to respond to the image, i.e. describing what the
character looks like and how they felt. When students commented on the page I had them
answer questions, restate, and/or clarify what they said. | showed the first page of the
book and acted astonished for Camilla not yet being sick with the stripes. | ask students
to describe how Camilla looks and feels. GV and BT mention that she doesn’t like her
clothes because her facial expression looks unhappy. The next image students mention

the doctor that is visible and that Camilla’s tongue is striped. It was apparent that JV and
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GV remembered the story the best and had much to talk about from what they recalled.
GV mentioned one image from the picture walk, describing the scene of a news crew
outside of Camilla’s house and commenting that they were there to see Camilla and were
banging on the door. JV mentioned the climax of the story where the old woman gives
Camilla lima beans and that returns her to normal. Thankfully, students did not latch on
too much to his comment and were still open to listening to the story as | would tell it.

Afterward, | read the story out loud, projecting the text and picture using the doc
camera. We took time to make a few predictions throughout the reading. Asking them
what happens after the first page, 5 out of 6 students predicted the main character would
be affected with stripes, based on the front cover. One interesting point was when we
arrived to a portion of the story where Camilla was transformed into a giant pill, BT
mentioned how Camilla was now “medicine” but JV corrected her by saying more
specifically that she was a “pill” and fingerspelled P-I-L-L to her, independently.

After the story finished the students were broken off into centers. One center
focused on adverb worksheet to complete a previous lesson, and the other center was to
practice writing about a scene from the book using the vocabulary words. Two groups
were formed and our aide arrived to the classroom. | had not thought of a responsibility
for our classroom aide to take over, so I told her that I didn’t need the extra help, and she
left. I told the kids that they could find the vocabulary on the website | used by typing it
into their iPad. | wrote down the site address on a whiteboard,
sites.google.com/ucsd.edu/asldictionary, but because it is quite lengthy I ended up

helping the students to type in the address. As | was doing this, the independent group
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that went to work on the adverb worksheet began asking for help. | ended up going back
and forth between the two groups in order to assist both of them.
One group had B, E, and M, and the other had JV, G, and A. | had the latter

group work with me first.

Reflection:

With respect to feedback from my supervisor, | realize there are a few things that
| could add to the lesson in order to form a more cohesive learning activity. One addition
would be to provide a few students with the opportunity to summarize what happened in
the book for the purpose of checking their comprehension of the story. This would
provide a clearer closure to the read aloud. One more strategy that would benefit students
would have been to emphasize the differences between ASL and English that was present
in the dictionary, i.e. ASL being shown in the GIFs as signs or fingerspelling, and that the
printed words were English. She also recommended printing out the vocabulary to put on
our vocabulary wall. Having the vocabulary GIFs on their iPads was accessible enough
that students could have it when they needed it for work, but my CT urged me to have
printed out images and words as well. After class I did just that and added the vocabulary
words to our wall.

One of the major points made to me by my cooperating teacher was my dismissal
of assistance from our classroom aide. Although | had not taken into account our aide
during planning, she would have been very helpful in aiding students in the adverb
worksheet and helping to guide them through the directions. Another important point I

learned was to be sure that the center activities are designed for students based on their

45



ability to do it independently. While I believed the students had the knowledge to
complete the work for adverbs, | failed to review and model the directions so that they
could work independently.

This lesson objective was to introduce the story and the vocabulary related to it.
The objective for students was to understand the story and vocabulary. They were to
show their understanding by writing about a scene from the story and drawing picture.
The classroom ASL/English dictionary became a resourceful strategy to help students
internalize the signed, fingerspelled and written form for the rest of the unit. The
vocabulary goal was to maximize media resources to capitalize on students’ visual
learning preference to enhance student engagement. Students made connections with the
new vocabulary during the read aloud. On several occasions, | prompted them to think
about the vocabulary words when looking at objects in the story. Many of them were
already familiar with beans and tried their best to fingerspell L-I-M-A. When asking
students what the “virus” balls and “bacteria” tails were in an image, they tried their best
to fingerspell the two vocabulary words. BT was confused about which was which.

As a side note, during the frontloading of these two vocabulary words, students
understood the similar meaning of both words “virus” and “bacteria” as something that
can make you sick, but were confused to why the different images were used to describe
the concept. 1 did not explain the more technical details of what makes bacteria and
viruses different, (such as how a virus needs a host, bacteria doesn’t) and settled on
differentiating meaning by explaining the shapes, spherical for virus, oblong for bacteria,
present in the sample images. It may prove to be useful to use some example of washing

our hands to kill bacteria, and covering our mouth so we don’t catch or spread a virus.
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One instance in particular happened when the students who were familiar with the story
believed a scene to depict the main character, Camilla, to have been turned into a gumball
machine with gumballs seen on her face, when in fact, she had been transformed into a
giant pill with pills all over her face. Some students who were familiar with the story
were expecting the “gumball” appearance, but when I asked them if they were certain
about her appearance they took time and looked again. JV noticed that she wasn’t a
gumball machine, and fingerspelled P-1-L-L independently, without prompting or
assistance. Another student, BT described her as medicine, but JV insisted that she
wasn’t just medicine, but more specifically a PILL, to which BT fingerspelled P-I-L-L
back to JV.

Students met the objective as they showed understanding of the story by making
predictions, asking meaningful questions, and recalling a part of the story on their
worksheets. However, their work on their worksheets was not a clear indication of
remembering events of the story since they used the book to write sentences and mostly
copied down sentences from the book. Due to time constraints, students did not have
time to add drawings to their writing. Their discussions with each other and their work
also showed they were using the vocabulary we introduced. | decided on a few things
that would improve my lesson. One addition would be to print out a sheet or card with
the website address for each student to keep so that they can access the classroom
dictionary on their own, both in the classroom and at home. Secondly, making sure
centers are truly independent activities, or modeling/reviewing if it is needed for students

to do the center independently.
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Day 2; May 8th, 2018 — Lesson 1.2

As part of the curriculum, students had a part in the ASL dictionary they use for
vocabulary and record GIFs to be added to it. In the morning I split students up into two
groups. The group that joined me reviewed their homework assignment, which involved
reading a few modified copies of text from the book. They answered comprehension
questions in their reading logs (something already established in the class by my CT prior
to my time in the classroom) and they also were to write 3 new words from the text that
we would review. It is in this morning group that we reviewed words that students wrote
down so that we could record GIFs and add them to the dictionary. However, since
identifying “3 new words” was a new task for the students, not all of them wrote
something down. Thankfully there were enough words from other students to have a
short list for us to look at the words in the text, discuss its meaning, and then record a
sign for it. 1 explained to the students again the purpose for the words was so that we
could discuss and record them as GIFs. | know that they were excited to record
themselves and emphasized that without writing down new words we would not have
anything to record. | modeled reading the text and identifying a word that | was unsure
about, then writing it down. The students were very excited to record and it also
provided good opportunity for students to discuss the best way to sign a concept. ET isa
rather shy student who has a very small and reserved signing style that is not always
clear, but in this activity | noticed several other students modeling a clearer way to sign
and doing so in a positive and constructive way. With two groups we recorded a total of

8 new signs to include in our classroom dictionary.
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The lesson began with students coming to the front tables and they sat where they
wanted. BT was absent, so we had a total of 5 students. I wrote on the board “ASL” and
“English” with a space in between. I asked students what the words meant. MC was the
first to identify English and signed it. The other students identified ASL. To find out
students prior knowledge and linguistic awareness, | asked students if ASL and English
were the same or different. MC explained that English is for writing and ASL is for
signing. To encourage students to think about language and ASL and English as
separate languages, | asked students to give me more details about each language. As
they provided information I wrote short notes under either ASL or English. Students
described ASL as signed, using hands and eyes. English was written and also uses voice
and hearing. GV mentioned that some “other” writing looks different. She tried writing
something on the board and it became apparent she was referring to characters in Asian
writing systems and even gave the sign for JAPAN. Students agreed that ASL does not
have writing. Since we started mentioning other language and countries | wrote some of
them down next to English. 1 told students that ASL is used here in American but other
countries use something different. MC mentioned south America. | wrote LSM on the
board and asked students if they knew what or where LSM was from, some of them

giving names of states, before I told them that it was for Mexican Sign Language.
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Figure 1.0 Sign Language vs Spoken Language descriptions

My goal was to have students think about the parts of sign language and spoken
language and not so much the different languages, so | brought back my attention to
ASL. T asked students if they knew something else ASL has that English doesn’t have.
They gave no response so | mentioned what we would be focusing on for the rest of the
lesson, which was classifiers. | fingerspelled the word and wrote it on the board and
“CL” next to it. I told them the abbreviation was just “CL.” Students did not confirm
that they knew what this was. | explained to them what classifiers were and provided
examples, such as the 4 handshape (CL.: 4) and told her that it could represent stripes or
checkers, and water dripping. | provided the 3 handshape to describe a car moving. MC

said that these were numbers and | agreed. | informed students that classifiers represent
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something depending on the situation. | then told them of the language objective for the
rest of the lesson, that we would be focusing on classifiers to describe Camilla’s
appearance in the story.

I erased the board and started a new list. I wrote “CL:” and asked students what
Camilla looked like on the cover. Several students said striped and | asked them to look
at their hand. MC mouthed “four! Four!” The rest of the students held up the number 4.
I wrote 4 on the board as CL:4 and then wrote the classifier was referring to in English
next to it, “stripes”. I said we are going to go through the story and talk about what

happened and describe her appearance. | told them we would not discuss every page of

the book so that they should not be concerned with skipping a page.

Figure 1. 1 Classifiers and their English descriptions, "looks like" was written on the
board for spelling assistance as requested by several students

51



| went through different scenes from the book focusing on two things, explaining
what happened, and asking students what Camilla looks like. I’d have students discuss in
groups of 2 and 3, before sharing out to the class. As students described her appearance |
listed classifiers they used in their description and provided the English description for
her appearance. After 2 rounds of discussion | had students move seats around so that
they could have different discussion partners.

After the picture walk was finished | explained to students what their center
activity would be. Showing them the worksheet, | modeled selecting an image cut out to
place onto the worksheet, and | had students break off into centers, 2 stayed with me and
3 went to finish an unrelated writing project from a previous story about dinosaurs. | had
the classroom aide assist the students who were working on these projects.

| instructed students in my group that to cut out the images and place them in
order for what happened in the book, just as I had modeled for them. | also informed
them that they would write about these scenes. While they cut out their images | was also
able to help the students working on their project making sure they had access to the
website they needed in order to complete their work. | came back to the table to see that
JV was finished cutting out his images and ET was being very precise about her cuts. |
told JV to place his images and he began doing so right away. | provided the students
with a copy of the book to help them remember what happened in the book. JV noticed
that some of the images from the book were not being used to which I informed him he
was correct. As | walked back and forth between groups checking their progress I
noticed ET was getting distracted by loose materials, such as leftover paper which she

began cutting with scissors. | needed to refocus her to her work multiple times as well as
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remind JV that he needed to write some information about the scenes and that some
words were already on the board for Camilla’s appearance. After rotating, I made sure
that students were aware that they did not have all the images from the book and that they

could use the words on the board to help write sentence descriptions.

Reflection:

My cooperating teacher gave me a few feedback notes on some interactions | had
with the students, one in particular who is still not at the same expressive level of
language as the other students. She told me to keep in mind, that especially with students
like ET, that sometimes what they say may not be clear, but there is a good chance that
they have an idea that is related to the content, but may have trouble articulating it. My
cooperating teacher emphasized the importance of having students clarify what they are
saying, that the teacher needs to build off of what the students says, and that we must try
hard to not discount students for being wrong or “off” the mark, as this will lead to less
input from them in the future from the fear of being wrong.

Another recommendation my CT made to me was to make sure that students are
always sitting in view for lecturing and that I do not have my back to a certain section of
the students. This had occurred at the beginning of my lesson, since two tables were
placed next to each other to form a long straight line, however, when | addressed the
more talkative end | had my back to the other side of the table where a student was. |
noticed this after a few discussions with the students and asked them to move the tables
to be in more of a V-shape so that they could see each other’s signing and so that I would

have a better view of all the children. (The tables had been left this way because of the
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previous day where we had combined two third grade classes for a social studies lesson
and had not moved the tables back to their usual L-shape). This serves as a reminder to
have the room ready for lessons prior to starting it.

One last bit of advice | got from my CT was to model individual center work to
the whole group before breaking it off into centers. | had briefly described the directions
verbally, but did not model. This is something that | took into account for future lessons.

Upon my own reflection I realized that students would have benefitted from me
modeling how to do the new homework task of identifying 3 new words and including
them in their reading journal, as some understood and some did not. There was a section
labeled in their reading journal for this, and those who did not write anything did not
understand or did not remember what to do. However during our recording of the new
words in the morning, | emphasized that it was these entries in their journals that allowed
us to have words to film for, and then without them they would not get a chance to
record. It also helped that the students who did understand and included new words
explained to their classmates what to do for the homework.

I had originally wanted to present different classifiers through GIFs on slides,
however, the GIFs I had originally made would not load and thus became unusable. | had
not noticed this problem soon enough to fix it and instead wrote down different classifiers
on the board as we discussed them as a class. Although ultimately students were able to
come up with classifiers for the story on their own and | was able to identify some
English words for what the classifiers represented, | would have liked to incorporate GIFs
of classifiers as a model for them. | feel that GIFs and images would assist in students’

understanding of what a classifier is and differentiating it from a sign.
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The objective of the lesson was to have students describe events in the story using
classifiers and retell using English. The students had a lot of input on their descriptions
of the story and the character’s appearance. They successfully retold the story on their

worksheets and used accurate English descriptions

Day 3, May 9", 2018 — Lesson 1.3

As with the previous lesson, our morning class session was planned around 2
rotating groups. One group focused on recording GIFs for vocabulary from student’s
reading homework. The other for students to use “Reading Counts,” a reading program
on their iPads that includes comprehension questions for selected books; students read
books they get from the school library and then take a quiz on the book when they feel
they are ready. Wednesdays are one of the 2 days in which we have speech. For the first
hour, 8:00 am - 9:00 am, 2 students (ET and A) leave for the first 25 minutes for speech,
and then 2 more students (MC and B) leave for the next 25 minutes. This means that
there are two students (JV and G) who do not leave the classroom at all. Additionally,
we have a morning meeting with the third grade classroom next door at around 8:10. On
this day, BT and MC showed up late and our morning meeting went on a bit longer than
usual. This meant that by the time we finished morning meeting and came back to our
classroom it was nearly time for BT and MC to head to speech. Because of this | had JV
and GV continue their “Reading Counts” until the other students, ET and AZ came back
from speech. When they returned | had all 4 students come to the front tables to go over
vocabulary they included in their homework. | noticed that now all the students had

included words in their reading log, meaning they had a better understanding after the
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discussion and modeling from the previous morning. Once again, they were very excited
to record. MC and BT came back before P.E. time to which | gave them each a chance to
go over aword. They were both energetic in their return from speech, knowing they
would leave for P.E. soon. | explained to them that they needed to focus on what we
were doing if they wanted to get a chance to record. MC followed the process, choosing
a word, fingerspelling it, looking at the sentence in the book for the word, discussing the
meaning, and then finally recording for it. BT however was much more distracted by the
other students and was unable to stay on task. Because of this | informed her that we had
run out of time and that she might have more time later to record but that she needed to
pay attention to what we were doing. | had students line up for P.E.

After P.E. the students came into the classroom and I informed them that today
we were going to look at one part of the book and try to figure out what the words mean.
| pulled up the book on the overhead and read the paragraph discussing the different
professionals that visited Camilla attempting to cure her illness. | asked students about
these words after | finished reading aloud the paragraph and asked them if they knew
what any of them meant. | gave them a hint by asking if they were people, places, or
things. | was met with silence to which I responded to students by telling them that they
were different people with different jobs. | reassured the students that we were going to
find out the meanings together.

| told students that we would be using our iPads today to do something very
different. | emphasized the importance of following directions because they would miss
things if they did not pay attention. | had students grab their iPads and log in with their

password. | then had them swipe up on their iPads to bring up the control center. To
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make sure to each student had followed the directions before I moved on to the next step,
| walked around and assisted students. | directed students to then turn on their airdrop,
making sure the icon was blue. | drew the symbol on the board to aide students with
what the icon looked like. Afterwards I sent them a link from my iPad that led to the
google forms page that they would use for the lesson. Each student needed to click
accept to which | told them to do so and wrote the word accept on the board. JV
accidentally clicked before | had told him what to do and | needed to connect to his iPad
again to airdrop the link. This was a bit of a problem since I had to do find his iPad again
among the other students’ and all the iPad’s had a code name with many letters and
numbers. | eventually got the link back to him and all students were able to access the
form.

| explained what to do at the first screen which had students enter in their name. |
displayed my iPad on the overhead to show them what was going on on my screen. After
they entered their name the first word appeared with several images. | modeled the
process of what students would do, look at the word, opening up a new tab, and typing in
the word to look at google images. | made sure to do this in a similar step by step process
to have students on the same page. | showed the page of google images for the word
“psychologist” and asked students what they saw. I wrote on a chart paper the word
“psychologist” and jotted down some student descriptions. GV said that she saw two
people and one was helping the other. MC said they were chatting. | pointed out the
clipboard and GV said that they wrote things down. | explained how one person was
listening to the other person express a problem and that the psychologist listened, took

notes, and gave advice on how to fix some problems. | showed them that after they had
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looked through the google images, they were to select the image (1 out of 4) on their
google form that best matched what they had googled. | MC and BT were very vocal
about identifying which one was which. BT came up to the board to point out which
image was one that she had seen, a habit she often has. 1 told her thank you, but next
time to tell me instead of coming up to the board, as I don’t want students getting out of
their chairs to come up to the board without being asked. 1 told them to select the image
of the psychologist, and to click submit. The next word “herbalist” came up, and I used
interactive modeling to have a volunteer come up and explain what to do. MC
volunteered to come up and | asked the class what she was supposed to do. Some
students tried guessing which picture it was right away. MC pointed to the word and
fingerspelled it, | confirmed that was our word but what were we supposed to do with it?
MC and JV signed TYPE and | asked them where. | made sure to get all of the students’
attention to remind them to use the “new tab” button and then I had MC type in the word.
| wrote the word on the chart under “psychologist” so that MC could type it in the search
bar. I asked them where to go next. MC led the modeling by clicking on images. We
then again discussed as a class what the images were. Students pointed out plants,
flowers, and growing things. | wrote down these as notes and informed students that
herbalists are people who make medicines and teas from plants. | added that information
to the chart. Continued to ask the class what to do next and had MC model it for them;
she went back to the google form tab and select the image that matched what had just we
seen. Some students had trouble finding the tab for google forms to which I assisted

them and emphasized to the whole class to read and look for “Word Hunt” in the tab.
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| told students that this is what we would be doing in one of our centers. | told
them their other center would be for vocabulary cards, which is something | implemented
for this lesson because students were already familiar with it from their usual Language
Arts curriculum. These vocabulary cards involved students creating a sentence with their
vocabulary words and including an image. | included 2 new words from our morning
recordings that students had not yet seen on the classroom dictionary. | explained to
them what they were to do, without modeling it myself, since they were very familiar
with this work. 1 told them that the other group doing the word/image hunt would be
with me. | split students into groups, JV, ET, and MC started with me, AZ, GV, and BT
worked on their vocabulary cards.

The first group sat down at the front tables as | began writing the remainder of the
words they were to search for. Having the words on the chart paper helped students so
that they would not need to switch between tabs on their iPads to check their spelling. |
explained again that they needed to type in the next word “allergist” and look at what
they see. They went | assisted JV and MC in doing so but ET began to go on
independently. 1 asked students to explain what they saw. JV signed doctor and MC
signed cold as in being sick. 1 asked them to look at the word allergist and wrote allergy
next to it. MC recognized the word and signed allergy. | explained to them that the
doctor was for allergies. | wrote some of their comments on the chart next to the word
along with the word allergy. ET payed attention but then asked if she could go on by
herself to which | said she definitely could and congratulated her for understanding what
to do. JV and MC began to become more independent in the process and did most of the

work themselves. | checked on the students in the second group who were working on
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vocabulary cards and gave a few students some support that was needed. The classroom
aide was there to assist the students in the second group as well. ET finished first to
which | had her look at her results screen which displays her score and also her answers.

I will note now that all the students scored an 8/8 except for AZ in the second group. |
asked ET to think about what these people did based on the images she found. | added
her descriptions to the chart and the other two students finished their forms. | made sure
that they all discussed the words we would make signs for, which were the first 4 words
on the chart. Using the images they selected on the forms we discussed what each meant,
what the person did, and the sign for it. On some occasions we discussed what the best
sign would be. For instance, MC was aware that an allergist was a doctor and that the
word came from allergy, she also understands what allergies are as she has been observed
using the sign before in class. | asked her which sign she would prefer,
ALLERGY+PERSON (the non-initialized sign for person) or ALLERGY DOCTOR.

She chose the sign that uses the agent marker and | let her use this for the recording of a
GIF. She may have chosen this as she realized that psychologist used the agent marker
and wanted to match this pattern. With ET, her word was “herbalist” and I explained that
it was best to fingerspell this word because there was not a sign for it, which she did. We

did not discuss the last 4 words due to time constraints.
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Figure 1. 2 Vocabulary Word Hunt Chart

After the first group was finished with the first 4 words I had the groups switch.
AZ, GV, and BT came to the front tables and I sent the first group to their own desks

with the vocabulary cards. | again guided students through the process for switching tabs
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and typing in their words. AZ had some trouble during this process; he forgot to switch
tabs at one point and typed in the word in his search bar, exiting out of the google form
which | needed to reestablish for him. | emphasized he open up a new tab when he types.
After some guidance, BT and GV worked together and found the images. | was happy to
see them describing what they saw to each other, although I did need to remind them to
stay on task and not spend too much time looking at images. BT would scroll down
continuously to chat about what she saw, I reminded them that we don’t get to record
anything until they finish, and that they only need to look at a few images to find the
answer. This helped them get back to work. | monitored both groups to see how they
were doing. BT and GV finished first and I had them discuss what each person does, |
removed the covering from the chart so that BT and GV could look at what was written
for their discussion. | assisted AZ in catching up as he only had 2 questions left. |
assisted him by guiding him through the steps and he completed the work. However
upon seeing his score report he got a 6/8 meaning he misidentified 2 images. It’s
possible he may have just selected the first image available and moved on to he next
without searching, as both incorrect answers were the first available selection. We then
moved on to discussing the words, but started with the 5th word. This group took a bit
longer than the previous group so did not write down new notes to the chart paper during
this time. We discussed in ASL what the person looks like, what they do, and the sign
for it. For “psychic” which I believed there was not a strong standard sign for, I showed
students a sign from Handspeak.com to which they disapproved. | had used
PREDICT+PERSON in my signing of the story for the word “psychic” but when we

discussed the word students did not hold onto that sign very much. GV came up with
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BALL MAGIC PERSON to which the other students agreed upon. I thought this was
creative and allowed her to sign this for the GIF. | noticed we were reaching our time
limit and encouraged them to stay focused so that they could each get a chance to record
a good GIF. Because of time constraints | recorded the students rather than let them
record each other. After we were all finished students cleaned up and got ready for

lunch.

Reflection:

My cooperating teacher (CT) did not have much criticism for the lesson but said that the
objective of the lesson was not completely clear. When | told her that the objective was
to use digital resources for words in the story she agreed that that seemed to fit but that it
is also important to emphasize that goal to the students. Although I had told the students
what we would be using, i.e. our iPads and google, | agreed that I had not explicitly
stated the goal of the lesson and that it may have been unclear to someone who was
observing. The students however accomplished their objective as they were able to
navigate google independently to answer the questions on the google forms.

This was my first experience using google forms and airdrop in the classroom. |
was very unsure of how the procedure would go but I was ultimately happy with how
students learned the process. While it took a lot of setting up and assistance, | felt that it
was worth it to make sure students were all on the same page and understood what to do.
| do think that the process of setting up airdrop would have been helpful had I used some
visual aids or even slides to show what the step by step process looks like. | drew the

symbol for the airdrop icon which could have easily been placed on a slide, and JV had
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also pressed deny before | told students what to do when they were being given a link. 1
think these little problems could have been avoided with proper visual cues.

The biggest thing that | would want for this lesson is to have a proper closure activity as a
whole class. | had planned for this but was limited in time and decided, instead of cutting
the activity short, to have a wrap up activity at another time. | believe the set-up portion
of the lesson could have been shortened with visual aids so that we may have been able to
include a closure activity at the end of the lesson on the same day. The closure activity
would involve us going through each word to check students’ comprehension and allow

everyone to go over the meanings one more time through discussion with their peers.

Day 4, May 10", 2018 — Lesson 1.4

This morning students did not have time for recording GIFs for new words from
the story since they were rehearsing their project presentations for an event the following
day. AZ was absent.

The lesson started off with students coming to the front to which I allowed them
to sit where they wanted but took note of where certain students were for the sake of
partner talks and group discussions. | had my slide presentation ready to go and when |
showed students the title slide I informed them that we would be talking about “cause and
effect.” I asked students if they knew what the words meant, MC responded with
BECAUSE since it contained the word “cause”. I gave students the sign for cause and
effect, the sign for cause being one that looks similar to “express” and the sign
EFFECT/INFLUENCET for effect. | explained to them that a cause is something that

happens and then that leads to an effect happening. | emphasized a cause comes first and
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effect happens second and that the two happenings are related. To give students a clear
visual representation | moved on to examples with images on the slide. | showed them an
image of a sink with water running and asked them what would happen if you left the

99 6

sink on? Students gave answers. “The sink will overflow”, “you will need to clean up
after”, “you’re wasting water”, etc. I told them that they were all right, and that if the
cause is a sink left on, an effect could be the sink overflowing, to which I showed them
an image. The slides were set up to have half the slide be colored white for the cause and
the other half colored blue for the effect and have an image in each section. 1told
students that all their answers were right and that those could all be effects of a sink left
on. | emphasized that cause occurred first and then made the effect happen after.

| showed the image on the next slide under cause which was a cartoon of a man
sweating in the sun. I asked students what the first image was and built on their response
to say that the man is hot, the sun is beating on him, and he is sweating. GV came up to
the board to say that the cause was the sun and the effect was the man sweating and being
hot. | was surprised at this as | had not thought about the cause and effect relationship in
a single image, but I told her that she made a good point and that there was a cause and
effect in this single image. | asked students then what would happen after this image.
Some students responded by saying to “go into the shade”, “drink water”, and “go
inside”. I said let’s see what the image I picked was, which was a GIF of a woman
chugging a gallon of water. Students laughed at it and I asked them if it makes sense. |
reiterated the cause being the person is hot and sweating, and the effect being that they go

and drink a lot of water. Students seemed to have their attention held on the images and

nodded in agreement.
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| then went to the last slide which now had a resulted effect, but not a cause. |
asked students what was going on in the image of a forest fire. Some students started to
describe effects of a forest fire such as “no more home for animals” and “animals run
away”. Itold them that we need to focus on what happened before the fire, “what
CAUSED it?” “What happened before?” I had trouble understanding ET and JV who
were describing a volcano, but signed it in a way that I mistook it as grow. | realized
then that they could be saying that a volcano and lava could have caused a fire, to which |
asked them if that was what they meant. They agreed and repeated what | said about a
volcano and lava spreading. | asked students for other things that could cause a forest
fire. GV said lightning and MC talked about earthquakes and rocks. | asked her to
explain more, she seemed to be imitating two rocks striking each other. | was surprised
that he might be talking about rocks rubbing together to create a spark, I asked him if
that’s what he meant and he nodded although I know he has a tendency to nod and say
yes when asked a question. | told the students that they were giving good ideas about
how the fire started and thinking about what caused it. | then showed them some images
that | picked that could show a cause for a forest fire. Matches, a campfire left behind by
person, and lightning bolts were images | showed students and explained what they were.
| noticed students were getting a bit more antsy and I quickly summarized cause and
effect once more and told them that we were going to be playing a short game.

| explained to them the rules of the game, that each student would get a printed
picture and then try to find a friend that had a matching image. | told them that one
would be a cause and one would be effect. | passed out each paper face down to students

and then asked them to look and show each other after | was finished. One student was

66



absent so | took the last paper. The students matched up and | then had them go up to the
board and place their image on either the cause or the effect side of the PowerPoint.
Students explained what the cause was and what the effect was. ET and MC had a rain
and rainbow, JV and GV had someone throwing a banana peel on the ground and then a
person slipping on a banana peel, BT and | had a light switch and a light. | made sure
each student described at least their part of the cause and effect, if not both. I allowed BT
to place both images independently and asked her if she thought it was correct. She
placed the light on the cause side and the light switch on the effect side. | asked the
students to which they said no. | explained to BT that the images were of a light being
turned on, and a light switch with an arrow showing that it was being flipped up to the
“on” position. She then switched the images and clarified that the cause was the light
switch being flipped which then made the light come on. 1 also explained that maybe if
the light switch was going off, then it would make sense to have a light on and the effect
be turning it off. | congratulated the students for finding their cause and effect partner
before going to get the story book.

| explained students that | felt they were understanding cause and effect, but the
examples were not related to our story. I told them that we were going to look at some
cause and effect situations that happened in the book and discuss them in groups of 2 and
3. They sat down at the front tables and | explained that we would find some cause and
effect happenings in the book, discuss them, and then write them on chart. | hung up the
chart paper and created a 2 columns for cause and effect. | opened to the first page and
showed them the picture and read a portion of the text. | asked students what was the

cause and effect on this page and gave them time to discuss in their groups. When we
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came back to share, many of the students retold what was going on in the story but had
trouble clearly identifying what was the cause and what was the effect. However,
through support | was able to reason that a cause comes first and an effect is second, or
an effect happens BECAUSE of the cause. Students agreed Camilla was worried,
remembering that “worried” was one of our vocabulary words, but seemed split on
whether it should go onto the cause or effect column of our chart. When | asked them to
clarify why Camilla was worried they reasoned it was because of the first day of school
and then we were able to write the cause being “the first day of school” and the effect

being that “Camilla is worried.”
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Figure 1. 3 Cause and Effect Chart

We went through several pages of the book and used a method of student

discussion in their groups, sharing their ideas, and me writing down what they identified
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for cause and effect on the chart. Afterword | explained to them what they would be
doing in centers.

I modeled that for one center that they would be doing with me, they would select
an image and paste it onto their worksheet and write a cause and effect statement about
that part of the book. I informed them that they could use what we wrote on the chart or
come up with their own descriptions. For the other worksheet, they would use their iPads
to access our classroom dictionary and look at some of the new GIFs that had been
uploaded. | opened up the classroom dictionary and projected it onto the board so that
students could see that the words they had made GIFs for were now up on the website. |
told them to follow directions on the paper and pick 3 new words and write sentences for
them. This worksheet also had a second half but I did not go over it for the sake of time
and told students that if they got to it they could ask me or the classroom aide to help
with it. Only about 2 students actually managed to have enough time to get to the second
part of the worksheet which involved using the websites search feature to find two
vocabulary words from the previous day. All students were able to complete the cause
and effect worksheet. Some of them used what was available on the chart, some wrote
their own sentences, and some had assistance from me when writing out a new sentence.

Some new ideas were added to our cause and effect chart during this time.

Reflection:
The objective of the lesson was to have students describe cause and effect in the
story. The extra practice work they had received was also for them to show how much of

the vocabulary they were familiar with. Overall, the lesson went well and students were
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able to accomplish the work given to them. They showed emerging levels of
understanding for the concept of cause and effect. They very well met their goals for
using vocabulary as they did their vocabulary work independently. My supervisor who
had visited during the lesson mentioned how it would be beneficial to expand on the
language used for cause and effect in ASL. Cause and effect can be expressed in
different ways in ASL depending on context and what kind of events are occurring. As
such it would help students to expand their language for this concept and the different

signs related to it.

Next Lessons:

When planning for my curriculum the next unit was to occur immediately following the
first. However, the school had adopted a science program that would take over the
school days for the next two weeks, as such the curriculum was split into two portions:
The first unit was implemented from May 7" to May 10", the following units were
implemented two weeks later starting the day after Memorial Day, May 29"". Because of
this time gap, changes were made to the way | implemented the curriculum, such as no
longer focusing on “A Bad Case of Stripes” as a story model since it had been two weeks
since they last read it. We instead chose to focus on the familiar story, “The Three
Little Pigs” and my CT suggested to read some of the different variations of the story she
had in her classroom. As such, for the following units, we read these stories and used
them to discuss story elements and create our own stories. Unit 2 was modified to have

lessons 2.1 and 2.2 combined and lesson 2.3 implemented at a later date.
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Day 5, May 29", 2018 — Lesson 2.1 + 2.2

JV was absent on this day. To gauge prior knowledge, | asked students who knew
the story of the three little pigs. They were slow to respond but when | asked again each
student directly they all began to say yes and some, such as ET, gave descriptions of the
story and characters, such as the big bad wolf, or MC who mentioned the wood and brick
houses made by the pigs.

| told students to move to the front tables. | explained that we would read a new
story called the “The Three Ninja Pigs” by Corey Rosen Schwartz and told students that
it was similar to the three little pigs story. I informed them we did this because we would
be creating a story similar to this. Before we read the story | displayed the chart poster
with character, settings, plot, problem/conflict, and resolution written on it. | then asked
each student what the words meant. MC identified character and was able to describe
what setting meant. | showed them one sign that we would use for setting. MC
identified that the characters from the cover of the book were the 3 pigs and the big bad
wolf. I wrote those down on the chart. Other students chimed in and described the cover
mentioning that one of the pigs was a girl. | asked students about setting, explaining that
it was not only “where” the story happens and the different places in the story, but also
the time, long time ago, now, or in the future. I told them we don’t know the setting yet
from the story.

| went on to explain the other story parts, students had a hard time remembering
that plot meant what happens in the story and this was something | had to reiterate

multiple times. GV and MC identified problem/resolution, and GV was able to infer that
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the last word, resolution, meant a solution to the problem. 1 asked students what they
think was going to happen in the book before we went on to read it. Many of them
inferred that the pigs and wolf would fight. GV suggested they would play games
together. | began the story and read it aloud allowing moments for students to comment

on certain parts, make predictions, or ask some questions.

Figure 1. 4 Story Elements for "The Three Ninja Pigs"
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When the story was complete we filled out the remaining parts of the chart poster
with parts of the story. | informed them that we would record a sign for each of these
words for story parts after we completed the chart. Students were able to reiterate and
describe parts of the story to fill out the chart with teacher prompting. | then had them
line up and take turns to record a signed GIF for each of the story words asking them to
use the sign and then explain the meaning, such as “CHARACTER, WHO IN STORY”
and so on. This allowed me to check individual student comprehension for what each

part and word meant.

Reflection:

The objective was met as students were engaged in the story and fairly
comfortable with identifying the story elements that we were focusing on, as shown by
the chart we filled out together. My CT had informed me that these were things they
practiced earlier in the year and did not need to spend too much time relearning, as such
we covered all elements in one lesson rather than only focusing on a few elements per
lesson. Their recorded GIFs at the end of the lesson showed that they retained the signs

and meanings of the different story elements.

Day 6, May 30", 2018 — Lesson 2.1 + 2.2

MC was absent today. | started off morning work with handing students character
worksheet for them to list character traits and draw a main character from the story we
read. (This worksheet would later be used for homework, and as such they became

familiar with what to do this morning.) 2 students, AZ and ET, leave for speech in the
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morning. We had some time to review the story of “The Three Ninja Pigs” before speech,
which was needed since JV had been absent the previous day. After AZ and ET left for
speech, | explained to JV, GV, and BT about the worksheet.

I handed each student a paper and had them read the words “main character” in
bold at the top of the page. They could identify the word character, but did not
understand “main.” I provided them with the sign for main (MAJOR) and explained to
them that these were characters that were really important in the story and we see
throughout. I wrote the word “major” on the board and then “minor” next to it. I gave
students the sign for minor and explained that these were characters we see only once in
the story. | showed an example of a scene from the book where see some characters in
the background. | asked them if the panda was a major or minor character. The students
signed MAJOR to which | asked them if we see this character again or just one time. GV
pointed out that the character appears at the very end of the book in a group of other
animals. | admittedly did not realize this myself, but emphasized that we do not see this
character say anything and they are only shown twice and so it was a minor character. |
asked them about another minor character to which they were able to identify that it was
indeed a MINOR character. I wrote the minor characters under the word “minor” on the
board.

| then asked students who the main characters were, emphasizing that there were
four. All hands immediately went up and described the three pigs and the wolf. 1
congratulated students and wrote the characters under “main.” I told them that they
would pick one of the main characters and write out some descriptions of the character on

their worksheet. Two students chose the final pig and JV chose the first pig. They went
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through the book to look for descriptions. | wrote some words down on the board under
the heading “character traits” to help them with spelling.

When the other two students returned from speech I had them join the group, BT
left for speech, and | had JV and GV continue working on their worksheet and finishing
up with drawing and coloring an image of their selected character.

I went through the same routine with AZ and ET after erasing the main and minor
character list on the board. | explained main and minor characters and had them identify
characters from the book as main or minor. They then selected the wolf as their character
of focus and began to write traits. They finished their work as the first students did.
They then left for P.E.

Being a continuation of the previous lesson, the objective was the same. Students

were able to deepen their understanding with character traits.

Day 6, May 30", 2018 - Lesson 3.1

After students returned from P.E. | had them sit at their tables as | explained to
them why we were reading these stories and discussing characters. | reminded them that
they would be creating their own stories similar to the 3 little pigs. However, they would
not be creating paper books, but typing on slides and using images and gifs. | asked them
if they wanted to see what it would look like to which they agreed. 1 pulled up a google
slide story with ASL gifs and went through a few slides, only 5, but enough to
demonstrate the basic format they would be using; a title slide, and a few slides with

print, images, and a signed GIF. All students had something to comment about on each
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slide and mentioned similarities to the 3 pig story, (there being 3 fish, and the blowfish
was mean and wanting to blow their houses down).

Afterwards | asked students if that story had pigs to which they emphatically
responded with a “no!” | told them they could use whatever characters they wanted. BT
mentioned dinosaurs, GV mentioned dogs. | told them that we would come up with ideas
later but | wanted to read one more story to them, “The Three Little Wolves and the Big
Bad Pig” by Eugene Trivizas. Some were familiar with it, GV, BT, and possibly ET.
The students came to the front table for the story. I asked them think what was going to
happen, | asked AZ since he was unfamiliar with the story and he assumed that the pig
would blow their houses down. | was happy to see that students recognized this was a
key plot element that could appear. | went on with the story and asked students at
different moments to compare the events and characters in the story compared to the
previous story we read. GV noticed in some images that one character had noticed
something off in the distance and that 2 were busy playing a game. She inferred that the
first character was hearing and heard something in the distance and that the other two
were deaf and continued to play their game. This was a great observation that relates to
their own identities and | made sure to make this a point to think about later when we
began creating our own stories.

After finishing the story | brought out chart paper for students to start
brainstorming ideas for characters, settings, problem/conflict, and resolution. | used
partner talks to have students discuss together before turning back to me and sharing. We
created a list with different ideas and before we left for lunch | handed them each a story

map for them to write down their selected characters and settings. GV and BT mentioned
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that some of their characters would be deaf and some would be hearing which | was very

happy to see. I told the class that it was a great idea to think about each character and

what they were like.

Figure 1. 5 Ideas for story elements

At the end of the day their homework assignment was to select one of their

characters and use the same character worksheet to list some traits and draw a picture.
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Reflection:

The objective of the lesson was to have students come up with ideas and examples
for story elements, rather than just identifying them in a text. My reasoning for reading
another variation of the three little pigs story was to give students more ideas for their
own story but also because students enjoyed the story and had been feeling the end of the
school year slump. Not only was | implementing these lessons in the final weeks of
school, it had also occurred after a very rigorous, but exciting, science program that was
incredibly hands on and high energy. The students were now feeling a bit burned out by
the school year and my CT and | agreed it was important to make sure that the time in the
classroom provided students something that they would enjoy and not overwork them.
However, the only time that was available for me to implement my curriculum was
towards the end of the school year. Despite these circumstances, the students still
showed eagerness to present their ideas and show that they could come up with elements
for story. They each provided something to our chart to partially meet the objective for

this lesson. They would next need to select specific elements for their story.

Day 7, May 31%, 2018 — Lesson 3.1
All students were present today, however because of it being the end of the school
year, we had multiple events throughout the day that reduced the amount of time

available for the students to work on their writing.

Morning period, 8:00am-9:00 am; 1 hour:
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Students arrived in the morning and turned in their homework for writing traits
for one of their characters. JV forgot his homework at home and AZ did not do his. |
gathered students’ attention to remind them that we are making a story and that they need
to finish their papers from yesterday. Since MC was absent the previous day | explained
what we had done the previous day; we came up with ideas for characters, settings,
problems, and solutions and had each student identify which item from the chart they
came up with or used for their story. | asked MC what she would like to add for
characters, but she could not answer at the moment to which | told her I would work with
her 1 on 1. | informed them of the next steps, that after they had completed their story
map, they would get to write the actual story on slide paper using complete sentences. |
reminded them that their story map was for summarizing the main points of their story. |
went over the remaining points that students needed to fill out on their story map,
“beginning”, “middle/problem”, “solution”, and the “end” explaining what they were for.

MC who was absent the previous day needed to start her work and | asked her to
sit at the front tables with me as the other students worked on their story map. | passed
out the papers to the students and then had them get to work. | showed MC the example
slide story and how they would be adding GIFs and images to their story. Afterwards she
began to work on her own story map worksheet. The students were able to independently
work on their worksheets with spelling support from me. | posted another piece of chart
paper so that I could write words students asked me to spell for them, many of which

were verbs like “blow the house down” or “destroy”. I left the paper visible for other

students to see and refer to.
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All the students followed the story map clearly except student AZ who was not
writing the appropriate information in each section. For the other students that finished,
I quickly glanced over their paper to make sure they had filled out the appropriate
information, told them to add a title/name for their story, and then told them they could
draw a cover image for their story. Illustrations and story images would serve as an early
finisher activity which would allow me to assist those students who were not yet finished.
| explained again to AZ what each part of the story map was for. He had trouble
connecting his parts of a story as one continuous piece, and wrote multiple problems and
endings to his story. Breaking it down into single parts and discussing specific points led
him to drive his work more accurately. After he was finished I told him to put his on the
pile of other worksheets and to begin drawing his cover.

ET was one student who worked completely independent and wrote wonderful
notes on her story and included drawings in it as well. | watched over to see if she
needed any assistance or correcting but she was doing the assignment independently and
correctly. She eventually transitioned over to her favorite activity, drawing.
| assisted other students throughout the morning with identifying correct elements and
spelling. AZ, JV, GV, and ET all began drawing their covers while MC and BT were
near the very end of their story maps. The students left for P.E. and | began reviewing
their work during this prep time. I added sticky notes to each students’ paper with the
exception of MC who, despite being absent the day before, had clearly included all the
information that was needed. | would hand students their papers later and have them add

or revise what they had written.
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11:10-11:30
Students returned from our assembly and since we had 20 min | told students they
could continue to draw and work on their story maps which they did. | continued to

assist them in spelling and selecting their elements.

12:20-1:10

We had another assembly later on in the day that occurred during the students’
usual recess time at 1:30. As such the other 3rd grade teacher and | agreed to bump the
students recess time earlier to 1:10-1:30. This gave us a little less than 50 min to work on
our stories. | opened up with reminding students that we had recess a little bit earlier
today because of the assembly. I informed them with that time we are going to work on
revising our story maps, drawing our covers, and also making our slides. | had to remind
students what the sign for slides meant, referring them to the powerpoint. | explained to
them that | read their story maps and that they looked good but I attached some sticky
notes for them to read and either add or edit something that they wrote. Many students
responded by saying they were already finished with that. | told them about what good
writers do: Good writers don’t just write something one time and then they’re done, they
think carefully about what they want to write, they write it once, and then later go back
and improve it. Sometimes they will take things out, change things, or add more. | told
them | want them all to become good writers so that we would be changing and editing
things a lot and that it was ok. They, of course, were not thrilled but understood the
process to which | handed them their papers. | let them read their sticky notes and then

explained that | would pick 2 at a time to come to the front tables to make their slides and
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revise their story map. The students that remained at their desk would work on their
revisions and cover drawing.

| began pulling 2 students at a time, starting with GV and JV. Since students do
not have access to Google Slides on their iPads, | set up two of my own devices for them
use Google Slides on, my laptop and my own iPad. | already created slide templates and
folders for each student to which | had them find their folder name and open up their
slide. 1 explained the front slide was for their story title and their name. | discussed with
JV and GV about their story titles, trying to show them what story titles look like by
showing the covers of the stories we read. Isuggested using “The” and the characters for
the story title but ultimately let the students choose what they wanted. | also explained to
the students that in the title we use capital letters for a lot of the words and showed them
the cover of “The Three Little Wolves and the Big Bad Pig.” I then conferenced with
them about the notes | left them and then rotated in the next two students.

We did this until each student had gone through conferencing and creating slides.

Reflection:

It being the end of the year, many events came up and shifted around the usual
schedule. As such it was important to remain flexible with work schedules and
thankfully we were able to run the lessons in a functional and flexible way. Students
were able to have time to work independently writing, revising, and drawing, and also
able to have time with me as a teacher to help give them direct feedback and support in

creating their stories.
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The objective was the same as it was the previous day, but now students were
actually making progress to selecting and describing their desired story elements. By the
end of the day they had each produced a story map with the necessary elements they

would need. They had satisfied the objective for this lesson.

Day 8, June 1%, 2018 — Lesson 3.2

Fridays are short days so we only had brief moments to work. All students were
present today. In the morning I explained the new slide papers they would be writing on
and our checklist. The objective for this lesson was to begin creating a draft of their story
using detailed plot events. | projected the slide paper onto the board and told them they
wanted to write on many slides and not to just have a few slides with a lot of text. |
showed them by actually writing a few sentences in the slide boxes. | also emphasized
that we would be adding GIFs to the slides as well. | told them to make sure that their
story had the items on the checklist, which | had them read and identify together as a
class. At the bottom of the paper was a portion labeled “story words.” I gave them one
more cut out sheet with examples of story words. | explained to them that these are
words that are used in stories to make them more exciting. | explained in ASL we use
facial expressions and body language to tell stories, but in English we use some special
words. We reviewed some of the words together as a class, such as “once upon a time”,
“finally”, “suddenly”, etc. We had 30 minutes in our morning session which also
included our morning meeting with the classroom next door, then we left to an art walk

event in the high school.
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After lunch students came in and I told them that we would work for 30 min and
the other 30 min would be for “Fun Friday”. I told them if they worked hard they could
start fun a bit early, but if they were not working they would need to finish and start fun
activities later. JV started later for taking and hiding my iPad (thinking it was funny)
although I understood it to be a joke I explained to him that it was not appropriate. MC
had an emotional episode. She was not feeling well and became upset and sat herself out.
| could not get her to work unfortunately

GV and ET worked very well, BT asked for assistance in spelling to which |
wrote more words on the chart paper | used yesterday. This paper was for story words
the students had asked me to spell and | put it up for other students to reference if they
had trouble spelling a specific word. AZ was distracted somewhat throughout the work

time and needed to be refocused, however some progress was made.

Reflection:

The objective for the lesson was to create their rough draft of their story. It being
a writing process and the class being third grade | realized it would take more than one
day for them to accomplish this. Some students were still finishing and adding details to
their story map from the previous lesson. It was difficult to keep students focused and
motivated on the second to last Friday of the school year, but we managed to accomplish
small bits of work here and there. All students, with the exception of MC, made progress

towards the lesson objective.
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Day 9, June 4™, 2018 — Lesson 3.2 + 3.3

The morning time was divided into two groups, one group with me at the front
tables to look at notes on their writing and revise, one group stayed at their desks for an
independent center with ST math. All students showed up today and only 2 students had
speech. | first worked with MC, BT, and AZ in the front while JV, GV, and ET worked
on ST math. MC and AZ both needed to finish their stories and BT needed to revise.
However, MC and AZ went to the bathroom which took time quite a bit of time and when
MC returned she left to speech shortly after at 8:25. This did give me some one on one
time with BT. 1 had her read her story through with me to make sure it made sense. She
was able revise some ambiguities in her writing and record one GIF for a phrase from her
story.

The students rotated. JV needed to finish his story, ET and GV needed to add and
clarify some things. JV wrote while | had ET and GV take turns going over their story
with me. We made sure everything made sense and that they had the necessary elements
from the checklist. I told the students that they would then go ahead and underline
portions of their text which they wanted to record a GIF for. | explained that they would
not sign the entire slide, but rather only a portion since the GIFs had a length limit. Each
student in the second group was able to record a few GIFs for their story.

Students’ favorite part by far was the recording of their GIFs. Not only were they
extremely engaged, they thought carefully about how they wanted to convey something
they had written in English through ASL. They were self-critical and would ask to record

again if they didn’t feel something was right. The other students would also help ET to
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be more expressive and clear with her signing since ET was still developing her
expressive skills. After the morning was finished students headed out for P.E.

After P.E. students returned and we set up centers, one center for writing, one for
drawing, one for typing. Students who came to the front with me typed up part of their
story and then recorded more GIFs for their story. Each center had 2 students. MC and
AZ finished writing, other students selected phrases to record by underlining, then moved
on to drawing. MC had a behavior issue and sat out and refused to work, while other
students worked diligently. MC has a recurring behavioral problem but | have learned to
not spend too much time feeding into it, as it only makes her upset and takes time away
from other students, as such | simply let her know the logical consequences, that she will
just have to do the work later and does not get to do the fun activities until she’s finished
with what she needs to do. We continued until lunch time, MC and AZ did not get to

record any GIFs due to their pace of work.

Reflection:

| realized some students are not well versed in typing and some are able to do so
well. Because | am not measuring students’ typing ability I informed them that I would
help them by typing the rest of their story on the slides for them to save us time. This
would allow us to save time and to get to the more engaging part of the story, creating
GIFs and selecting media.

The creation of GIFs and adding media is the objective for the third lesson of unit

three. Many students were still working on creating their draft for their story. However
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we did have time to begin making slides and media for most of the students. They all

made progress towards the overarching unit objective for creating their story.

Day 10, June 5™, 2018 — Lesson 3.3

MC was not present in the morning, all other students showed up to class in the
morning. On this day we had an event at 9am for kindergarten promotion. It being the
last week of school, students were able to create birthday cards for students who have
summer birthdays while I conferenced with other students to create GIFs and review their
slide stories.

| conferenced with 2 students at a time while others worked on birthday cards and
illustrations for their story. 1 first brought ET and BT to the front tables to show them
that their text had been added to slides and the GIFs that had been added to their stories.
| then asked each student what color they would like for their slide backgrounds. |
myself changed the backgrounds for them, but they selected the color. We then took
turns looking at each students slides and recording a GIF for the following slide in their
story. We recorded 2 GIFs for each student to add to their story. Students edited some of
their story when | pointed out that the red underline meant a spelling error or that
something didn’t quite make sense. BT corrected a lot of her spelling this way, I pointed
her to one of our previously made charts for the word “unicorn” and also fingerspelled it

to emphasize the letters that were missing.

The next pair of students were GV and JV who also chose their slide colors. We

looked at the next slides and selected text to record signs for. GV recorded 3, JV
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recorded 2. Some edits to their texts were made. AZ was the only student left to record
GIFs for his slides. We were able to record one GIF and select slide colors before
leaving to kindergarten promotion.

After kindergarten promotion we watched a video presentation and returned to the
classroom around 10:45 which gave us around 45 min for language arts. Students
continued to work on their illustrations, birthday cards, and recordings. MC arrived to
school at this time. Because AZ often requires extra refocusing and easily gets off task
when paired with MC, | decided to take AZ alone while MC worked on birthday cards
and illustrations. AZ and I discussed his story so that we could understand what he
needed to sign. His story was completely clear, such as who the subject of his sentences
were and who was doing the action. However, after some reasoning and discussion we
were able to establish who the subject of an action was, revise it in his writing, and create
a few GIFs.

Afterwords MC joined. She was extremely motivated and ready to record her
GIFs. We selected her slide color and she was able to record all 6 GIFs that she needed
for her story fairly quickly, taking around 10 minutes. Her mood seemed to have
improved since yesterday and | was happy to see her motivation come back for work.
Because we finished rather quickly, I asked ET to come and continue recording more
GIFs since her story is easily the longest and most detailed in the class. We recorded 3

more and revised her slides a bit more before heading out to lunch.

Reflection:
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| started to realize just how lengthy the writing process is for students. As |
noticed the previous day, typing was a large time consumer so | typed out the students
writing exactly as it appeared on their slide papers. An objective of the third lesson, in
addition to adding media was to edit their stories to a final version, but | began to feel the
sluggish process of revising writing as we went through slides together. 1 asked student
to clarify or explain their writing which often resulted in identifying a spelling or syntax
(English) error. It was good to see them identify and correct through mistakes through
this process. However, the overall goal of this unit was not so much to contain perfect
English conventions in their writing, but to create a clear and cohesive story with the
necessary elements. Not too much time was spent on editing English syntax, mainly
adding periods and adding subjects to sentences to clarify who was doing an action. The
clarification of “who was doing what” and “to whom” became clearer in the signing of
their writing through their GIFs. Such as with BT and AZ, who both had a moment
where they signed their English writing exactly as it was before realizing it didn’t make
complete sense. This led to them revising their writing and also adjusting their signing to
be less literal word-to-sign translations. Students had made much progress in their
writing and were meeting the objective for the current lesson as best they could by adding

media, creating GIFs, and correcting errors that they happened to come across.

Day 11, June 6, 2018- Lesson 3.3
JV was absent on this day. There was a fifth grade promotion ceremony in the
morning and while it was enjoyable for many, the students sat patiently for over an hour

and were feeling antsy when we came back to the classroom. It being the last week of
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school, students are winding down and less focused on work, so | gave students the
opportunity to play math games, color, and draw while they were not consulting with me
for their story.

This day was mostly used for students to read their story as a whole and to
practice signing it. | reviewed the practice of role shifting with the class and using facial
expressions for stories. Modeling that if there’s two characters, their bodies must turn to
show who is currently talking. Throughout this process students identified the last bit of
errors or inconsistencies in their stories. AZ was the last student to record the final GIFs
for his story.

At the end of the day BT left early but I asked the class what day they would want
to present their stories, either the following day, Thursday, or Friday. They voted for
Thursday since they wanted Friday to be all fun for their last day of school. Itold them I
would bring snacks for the following day for our story circle to which they responded
with wide mouthed smiles. By this time all the students, except JV who was absent, saw
their completed project with their stories written and GIFs added to their slides, they had

all also been given a chance to practice their story.

Reflection:

The objective for this last day of editing was to get the student’s presentations to
their final state. The process seemed long for several reasons that | had not considered
due to the age group. One was students not being well versed with a keyboard, thus
leaving it to me to transfer student writing onto slides. The second being that these

students being young also were not as familiar with creating and editing slides in the
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sense of moving text, changing font size, etc. That means this fell on me to assist them
and to do it on my own time when I needed. | was also the one to actually embed GIFs
onto their corresponding slides. This did take time and made me realize that there is a
time investment for this curriculum especially for younger students who are not as tech
savvy as their older peers. | do believe things could have been sped up if each student
had access to the slides and GIF making app on their own devices but sadly this wasn’t
the case. Students had satisfied the objective of the lesson to varied degrees, as some had
all their media, both GIFs and images, and some did not. Some students had revised the
writing on their story slides to fix corrections while others still had some errors. This

variation is a result of students own writing abilities and time constraints.

Day 12, June 7", 2018- Lesson 3.4

It was presentation day and the students filed in for the morning. JV was again
absent just as he had been the previous day. | was worried that he would be out the rest
of this last week of school. | went over the schedule for the day with the students as we
had some more events that would break up our class time. | told them that we would be
telling our stories throughout the day. I let them know that | would be recording their
stories. | brought them to the front table and before I passed out snacks | went over
behavior expectations for the presentations. | informed that when someone is telling a
story we don’t interrupt them, we don’t raise hands, or try to get anyone’s attention, we
watch respectfully and if there’s a question or comment we say it at the end. Snacks were
distributed and everyone was set up. | asked for a volunteer to go first and two hands

went up, MC and GV both wanted to preset so | drew popsicle sticks with their names on
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it to see who would go first. MC’s name was pulled and she headed to the front of the
room. | projected her slide title and then asked everyone to repeat the rules for watching
the story. They reiterated not interrupting, asking questions, or drawing attention until
after the story was done. Each student presented a story throughout the day when we

were in the classroom. The order was MC, GV, AZ, BT, and then ET.

MC’s Story: “How The Tiger Became Friendly”

MC’s story was beautifully told with vibrant facial expressions and pacing. Her
natural signing ability shined in how she was able to connect the media she had placed
onto her slides, both images and GIFs. She also referred to the English text she wrote
when she was signing something, chaining all these resources together for her story. She
also seemed to have a good portion of her story memorized and did not spend much time
looking back at the board to read and tell her story. MC had a lot of confidence during
her story telling and it was all very clear. Her story also contained all the elements

needed including the use of story words/phrases.

GV’s Story: “The Three Puppies and Big Bad Dog”

GV also was very vibrant in her storytelling. She referred a lot to her images,
many of which were illustrations she drew and had included on her slides. There were
moments where she doubted herself and how she wanted to sign something, but she made
it through the entire story while still holding the audiences interest. She spent some time
with her back to the audience to double check what she wrote, but it overall was not a

large break in pace.
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AZ’s Story: “The 3 Little Alligators and The Big Bad Alligator”

AZ mostly presented his story with his body slightly turned towards the board.
He read straight from the slides as he signed, but interestingly enough, he would correct
himself when he came across a word or phrase we had been using or discussing. An
example being when he read “blow the house down” he signed BLOW THE HOUSE,
and then changed his signing to BLOW HOUSE-COLLAPSE which is only two signs
instead of what would have been four, and is much clearer in ASL than the word-to-sign
translation. This also happened in some moments which we had previously identified
some ambiguity in subject and object for actions. He read from the slide signing almost
each word, and then would clarify by repeating what he knew of the story in a more ASL

way. He was able to refer to the pictures in his story in meaningful ways.

BT’s Story: “The Dragon and 3 Unicorns”

BT did a good job of telling her story. Her signing was well paced and she read
from the slides without needing to have her back to the audience too much. There were
instances where she came across a word or phrase that she was familiar but made a few
signing errors, such as instead of signing “Once upon a time” with a single sign, she used
the ASL sign and then TIME, almost as if she thought the sign represented only “once
upon” and not the entire phrase. She also encountered some more spelling errors in her
writing that she had not corrected and asked what the word was. | gave her what the
misspelled words were supposed to be, such as when she pointed to “Gragon” on her

slide and I informed her it should be “dragon.” She then continued her story. Students
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enjoyed her use of GIF and the filters that she had used when making them. One
example being a filter that surrounds the bottom part of the GIF with flowers to which BT
actually described picking flowers and gestured the action of doing so by reaching for the

digital flowers “in front” of her.

ET’s Story: “The Three Little Dinos and The Big Bad Dragon”

ET was reluctant to presenting her story and she somewhat refused to go up. |
told her it wasn’t an option and everyone was going to do it. I reassured her that she had
practiced and done well and made some amazing GIFs that the class wanted to see. The
other students said they wanted to see her story. She went up to the front and began her
story. ET is still working on expressive language and as such her signing of the story was
kept close to her body in a small space and was a bit hard to see. She read from the slides
and her body gradually started facing more and more towards the board. I intervened to
have her reposition herself and reminded her to sign big and be expressive. It’s apparent
that ET might not always think of how visible her signing is to others but rather just
wants “to put it out there” as she signed every part of her story and everything on her
slides but it was just a tad bit difficult to see. Her story was the longest and had the most
detail, her use of English really stood out, however the reset of the students mainly paid
attention to the signing and the GIFs. The other students did however enjoy her GIFs

very much as ET had practiced and recorded very expressive and somewhat silly GIFs.

Reflection:
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Day 12, June 8", 2018 — Lesson 3.4

On the last day of school JV returned after being absent for the past 3 days. As
such, he had not been able to record a GIF for each slide and didn’t have much time to
practice, but he still went up and presented his story. While his slides were missing both
GIFs and images, his telling of the story was clear enough to understand what was going
on. | needed to remind him to be serious at some points as he would act silly, not having

anything to do with the story.

Reflection:

The students seemed ready and eager to present their stories. The
objective simply was to tell their story clearly to the class which most were able to do.
AZ struggled to translate his slides and ET had difficulty signing big and clear as she
often does. JV, having been absent, told his story although it seemed to be missing some
parts. Each student was able to satisfy this objective of telling their story, and some went
above and beyond with their storytelling. They were happy to have finally presented and
seen each other’s stories. At the end of each presentation we had students ask questions
or identify something they liked in the story they had just seen. Many of the students said
they liked the GIFs other students used and that they liked their story. When asked if the
students liked their own stories they said yes. They seemed to enjoy the culmination of
their own drawings and GIFs into the story a lot. Overall, the students would have
benefitted from more time practicing their signing of their stories specifically for an

audience.
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IX. Results and Evaluation

The success of the curriculum was evaluated by different measures set forth by
my evaluation plan. The field notes and observations | took every day helped me to
remember the context of each learning session when matched up with student work.
Students created a broad range of artifacts from co-constructed posters and charts with
their peers and teacher, to individual paperwork, recorded GIFs, presentations, and their
slide stories. Only one rubric was used for the student’s creation of their story. This
rubric however was given to students in the form of a checklist, because of their age, |
believed it was much easier to use this checklist format to go through and check off what
parts they included in their story and what they hadn’t. 1had originally kept a log of
students’ language use for when they independently used vocabulary that we were
focusing on. | however could not manage this in the later units and was only able to use

it for the first unit of the curriculum.

To reiterate the curriculum goals; the curriculum aimed to:

1. Foster vocabulary development in both American Sign Language
(ASL) and English by using media such as GIFs, videos, and
images as a support for literal and figurative meanings.

2. Empower students to use technology to independently check for
understanding in their reading and writing.

3. Develop strategies to understand and recognize language

equivalents for English and ASL.
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4. Capitalize on deaf students’ visual learning preference to enhance

student engagement.

The first goal is something that was a focus throughout the curriculum. GIFs
were used as a support for learning vocabulary by showing ASL signs for English words
and phrases. However it was only in the first unit that students had a select group of
vocabulary words to focus on. | was able to assess their understanding of vocabulary
through their discussions and their work that involved vocabulary to see that this goal had

been met.

Figure 2.2 Writing about scenes from the story.
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When students were given the task of writing about a scene from the story they
mostly copied straight from the text, rather than coming up with their own sentence to
describe the story. They were told to use the vocabulary we were focusing on which they
did. In Figure 2.2 ET used the vocabulary words, lima beans and worried, but | noticed
that the first sentence was taken straight from the text. The second sentence started off
simply as “Camilla is worried” to which I asked ET why. She could not answer on her
own and we discussed together to remind her that Camilla was worried about her first day
of school. Many of the students were very dependent on the text to create sentences.

This of course is normal as it was the first day of the curriculum, their first time reading
the story as a class, and their first encounter with our ASL dictionary. This however
showed a good baseline students ability, as most of them needed support to use the

vocabulary in their writing, either from the text or from an adult.
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Figure 2.3 JV writing for Lesson 1.2

Further analysis of student work throughout the first unit shows that they would

continue to use the supports available to them while also adding extra information. Figure
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2.3 shows that JV was able to use vocabulary words to describe images. Vocabulary

words were displayed on our focus wall, and students also had additional words written

on the boards from our discussion on classifiers (Figure 1.1). This was to also help

students with spelling. JV included several additional details not from the board or

vocabulary, such as describing Camilla’s appearance in the third panel as “flag USA”,
and mentioning the pictures in the bottom middle panel. JV was able to correctly use the

target vocabulary, “pill” and “virus” independently and match it to the correct image. In

the last panel he wrote something that can be deduced to say “Camilla back to normal

100




people eat to bean” which might mean something along the lines of “Camilla [is] back to
normal, people eat beans.” He knew about the lima beans and the importance of it in the
story, JV himself wrote a description of the scene and used “beans” as best as he could.
Although he did not use the exact word combination “lima beans,” the fact that he
included it in his writing, independently, and without assistance from an adult shows that

he was okay with using the vocabulary in his own way without a model to directly copy.
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Figure 2.4 ET writing sample for lesson 1.2

ET also wrote vocabulary words medicine, bacteria, and virus in sentences she

created on her own, matched to the correct image of the text (Figure 2.4 Appendix B).

No student had any confusion about which image a vocabulary image was describing.
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Figure 1.1 Classifiers and their English descriptions, “looks like” was written on the
board for spelling assistance as requested by several students.

The final assessment of their vocabulary came from the completion of vocabulary
cards for which they used the GIFs on our classroom dictionary website. | was unable to
get a sample or picture of the students’ completed vocabulary cards before they were sent
home, but the template can be found in Appendix A, Unit 1 extra practice for what they
look like. The vocabulary card worksheet was something students had already done in
the classroom with previous units and vocabulary words. Because the task was the same
as their previous lessons, | could observe what would be better now that their reference
material for writing sentences would come from our GIF dictionary. Students now had
their vocabulary words’ ASL equivalents accessible, where previously they could only

access meaning for vocabulary words by looking at English definitions from their
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textbook. | noticed that having the ability to see a signed version gave students an easier
time to write sentences since they were more confident about what the words meant.
While the students did take the vocabulary cards home as a homework assignment to
finish, meaning some parent assistance may be involved, | was able to see a large portion
of the assignment as they worked during class. Many of the students produced clear
sentences and also even expressed some information from outside the story, such as ET

who wrote about washing hands to kill bacteria.
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Figure 2.9 JV writing sample from extra practice material, Unit 1

Figure 2.8 (below) and Figure 2.9 (above) in Appendix B also provide evidence
that students achieved vocabulary development through their interaction in class and with

the signed GIFs. Both figures show that ET and JV were able to use newer words that we
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had added to the dictionary from our homework assignments to form sensible sentences
that display their understanding of the vocabulary words. ET in Figure 2.8 chose the
words “impress” and “completely covered”, JV chose “ointment”, “relieved”, and
“contagious”. Both the vocabulary cards and the word look up worksheets occurred at
the end of the first unit after students used vocabulary in writing, discussions, and
viewing the signed GIFs. Students went from being dependent on the text and copying

sentences to creating entirely new sentences using vocabulary words. Students showed

an increase in vocabulary knowledge and satisfied the first goal of the curriculum.
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Figure 2.8 ET writing sample from extra practice materials

The second goal of the curriculum focused on students using technology and

digital resources for their work. The goal was met as shown by students work also in
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Figure 2.8 and 2.9 as shown above. For this goal, students were expected to use the
classroom GIF dictionary in order to make sure they knew what words and phrases
meant. This is clearly illustrated as something they did in Figure 2.8 and 2.9 as they
formed these coherent sentences without assistance. Students not only used technology
resource via the classroom dictionary, but in their recordings of GIFs they took. Students
assessed their own signing and interpretation of English to see if it was clear and made
sense. Similarly, in their final project for a slide story, students made GIFs for selected
text (underlined portions of their writing in Figures 3.3 and 3.6) as they understood it.
This means that they would often not understand what they wrote when they tried to sign
it, but would describe what they meant to me, sign a GIF, and then later would change

their writing to fit the meaning of their signed GIF.

Figure 3.3b ET writing sample of story draft.
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An example being figure 3.3b, shown above. This had been transferred over to
her slide story exactly as it appeared on her paper. ET wrote in section five “Next day,
three dino play with black dino saw dragon bad”. ET selected this entire portion to be
signed for a GIF, but upon signing it had a moment of hesitation when signing. She
originally signed as if “three dino play with black dino” was a sentence, and that the next
sentence was “saw dragon bad.” She then clarified that actually the two sentences should
be “Next day, three dino play with” and “black dino saw dragon bad.” This cleared up
what the two sentences were supposed to be, but | asked her who the three dinos were
playing with. She then signed TOGETHER to me and it became clear that she had
written “with” when she actually meant “together.” The ASL signs for these two words
are similar and share the same handshape. Where “with” has a single motion bringing the
hands together, “together” has the hands together in the same shape, but includes a
circular or rocking motion. When this became clear, ET edited the text on her slide to

separate the one sentence into two and change “with” to “together, as it appears below.

Next day, three dino play

together. Black dino saw big bad
dragon. Dinosaurs run in house.

Dragon says “l want will in the
house”

“No, no, no”

“l will attack you”

Three little dino run

Figure 3.7 Sample of ET story slide. Only displays half to prevent GIF of student from
being seen on the right.
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This relationship between their English, ASL, and technology helped students to
improve their writing and story slides. They showed independence in their use of
technology not only to complete and edit their vocabulary and story work, but also to find
images for Lesson 1.3. All six students were able to complete the google form by
answering eight questions that asked them to search google images to find out what
words from the story meant/looked like. Only one student got less than a hundred percent
correct, as shown below in Figure 2.5. All the successful uses of technology shows that

the second goal of the curriculum was met.
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Figure 2.5 Results of students’ “Word Hunt” google form activity, Unit I Lesson 3
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The use of technology also influenced the outcome of the third goal of the
curriculum: recognizing language equivalents. Recording of GIFs gave students a chance
to think about the English phrase or word they were representing without needing to read
it in a stream of text or sentence. Often when they read in such a way they do not think
about the whole meaning of the word and result to literal translations. However with the
recordings we used, student had time to think about an ASL representation, create a GIF,
and refer back to it later. Students later used the classroom dictionary to complete and
assist with their vocabulary work in the class. It was apparent that they developed phrases
in addition to single word vocabulary as their work included both. Figure 2.8 shows ET
using the phrase “completely covered” in her writing, which was shown in the dictionary
to only use a single sign. In the writing of their stories they used phrases and when
presenting their stories they were much more prepared to come across the phrase and sign
a clear ASL meaning, rather than a literal translation. Figure 3.6a below illustrates this
with section three that used the phrases “blow house down” and “fall off.” Many students
recorded GIFs of the phrase “blow house down” which in ASL is a combination of
BLOW and a single sign that shows a house collapsing. JV created a GIF for “fall off”
using a sign to show flowers falling off the roof of the house, rather than using FALL and
OFF. These factors give good evidence that students were thinking about representations

in both languages and satisfied the third curriculum goal.
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Figure 3.6a JV writing sample, story draft 1 of 2.

The final goal of the curriculum was to capitalize on students’ visual learning
preference to enhance student engagement. This was apparent from the sheer excitement
students showed when they got a chance to record GIFs for our classroom dictionary and
for their stories. The best part about their engagement is that they felt invested in their
work. They made sure that they signed as best as they could and that they recorded
things that made sense for what they were doing. | was surprised at their own self-
correction to change how they signed or even what they wrote because of what they
wanted to express in their GIFs. | wish | would have given students surveys about how

they felt about the assignments and recording GIFs to get their exact feelings on the
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material. We collected an abundance of recorded GIFs and also students were able to use
digital filters in their GIFs for their stories. Their comments about each other’s stories
and their excitement to add and view their GIFs shows me that they were in fact engaged

with this aspect of the curriculum which was my final goal of the curriculum.
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X. Conclusion

| feel incredibly lucky to have learned so much about teaching and deaf education
in my two years of study. | am grateful for the opportunity to have been able to teach at a
deaf residential school for my curriculum. While | felt that what the topic of using GIFs
was something very new and did not know what to expect for the outcomes, | am pleased
with the outcome. As education moves forward, technology becomes increasingly
important. | do feel there is a sort of culture developed around young people and their
usage of the internet. | was, and still am, influenced by the media that exists on the
internet and cannot deny its ability to hook attention and make information engaging. |
saw value in this tool for not only being engaging, but also the fact that GIFs are another
way to capture ASL in wholesome units.

There were definitely strengths and weakness to the curriculum and its
implementation. Technology is an important tool for students, yes, but the ways in which
we expect them to use it can become dependent on their age. | realized this during my
implementation and realize that the curriculum may be better suited for older ages in
some aspects. One example was my expectations for students to type out their own work
on the slides. 1 realized many of them were not well versed in typing and it would have
taken much too long to have them type out their own work. As such it fell on me to
transfer their work to slides for them.  Similarly, the tools available for students to use
were limited since Microsoft PowerPoint was not made available to my grade level.
Similarly within google slides, students were not familiar with how to edit and move their

text so they required a lot of support in doing so. While all this was manageable, it
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increased the preparation time needed to make tools readily available to students whereas
older students may be more ready to manage their digital materials independently.

The use of google sites itself does require one to be tech savvy to some degree in
order to create a simple site to post images and GIFs. While it was not difficult to do
much of what | did with our classroom website, it could be a steep learning curve for
some and does require time to upload and manage media. Again, the ideal situation
would be for students to be able to record and upload GIFs themselves, but that would
require each student to have access to the recording application as well as a way to
upload it, and do so independently, which was just not feasible with my placement.

However, the strong points of the curriculum lie on its student engagement and
the ability to connect English and ASL through media. Students were always incredibly
excited to record themselves and these moments always provided them opportunities to
think about language, the English that they were reading and writing, and the ASL they
would sign for a GIF. This process allowed to make strong connections in meaning
between the two languages while also keeping them separate and whole.

Designing and implementing a curriculum revolving around a relatively new tool
such as GIFs was a venture for me. It gave me opportunities to work with backward
design (Wiggins & McTighe, 2005) which is something I’ve learned to value in how we
as teachers should think about learning activities. The backwards design process was
different from what I had normally been used to when making lesson plans, but now I
feel that it has given me the forethought to make sure that lessons and activities occur for
a specific goal or objective, such as IEP goals or common core. The thought that goes

into designing lessons also helped me to think about student’s bilingual development and
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the varied language needs that may be present in a class. I have always valued the “low
floor, high ceiling” format for lessons, but now I have more thought in how to make this
possible for varied language needs. All the planning helped me to be proactive, but being
responsible for my own curriculum also helped me to be reactive when necessary.

While | feel there are areas to improve on, | am happy to have implemented the
tools that I did. | saw value in what | taught, and it was rewarding to see students make
progress in a way that helped both their ASL and English development. While there is
not much existing research or curriculums that use GIFs in a way | did, | am sure that the
future will bring more teachings that implement these for its benefit to students,
particularly those in deaf education. | encourage teachers of the deaf to be creative with
the technologies we have and continue to implement them in new ways that will engage
and benefit our students. | believe that there are still many more uses for GIFs that hold
potential that are just waiting to be explored. | hope sometime in the future we see more

curriculum that takes advantage of these tools.
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Appendix A: The Curriculum

Curriculum Table of Contents

U1: Reading a Story

Students experience a story, “A Bad Case of Stripes”, through read alouds, shared
reading and close reading. Visual media will support their understanding of the story and
vocabulary in the text.

e Lesson 1: Read Aloud

e Lesson 2: Describing events and appearance
e Lesson 3: Cause and Effect

e Lesson 4: Word/Image hunt

U2: What’s Inside a Story

Students learn about the elements of a story and identify/describe them in “A Bad Case of
Stripes.” Media will be used to highlight storytelling expressions in ASL and English.

e Lesson 1: Characters and Settings
e Lesson 2: Plot, Conflict, Resolution
o Lesson 3: Storytelling expressions

U3: Creating a Short Story

Students brainstorm ideas, create slides, and present a clear story through a combination
of written text, media, and ASL.

e Lesson 1: Brainstorming Ideas for 5 elements.
e Lesson 2: Drafting Story
e Lesson 3: Editing and adding media.

e Lesson 4: Presenting a Story
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UNIT 1: Reading a Story

Unit 1: Lesson 1 “A Bad Case of Stripes Read
Aloud” 3rd Grade English
Language Arts

Goals

CCSS.ELA-LITERACY.RL.3.3

Describe characters in a story (e.g., their traits, motivations, or feelings) and explain
how their actions contribute to the sequence of events

ASL Standards

Key Ideas and Details

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

ISTE Standards

3c. Knowledge Constructor

Students curate information from digital resources using a variety of tools and methods
to create collections of artifacts that demonstrate meaningful connections or
conclusions.

Content Objective

Given a read aloud and a vocabulary word bank, students will retell their favorite part
of the story and use appropriate vocabulary from the story as measured by their writing
and drawing of a scene, as well as observations of their ASL discussions with a
classmate

Language Objective

ASL and English Vocabulary (To be shown by the GIF dictionary and ASL wall):

- Stripes

- Worried

- Lima beans

- Fitin

- Pill

- Medicine

- Virus

- Bacteria
ASL Objective: Given the ASL sentence prompt, (MY FAVORITE PART WHAT?

BECAUSE ) students will use ASL to describe to a classmate

their favorite scene from the book and why.
English Objective: Given an English sentence frame (My favorite part was N
liked this part because .) worksheet to write and draw on, students will
describe their favorite scene from the book and why as measured by their completion
of the worksheet.
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Formative Assessment
Ask students to make predictions before and during the reading of the book.

Show them a few images from the book and ask them what they think is going to
happen in the story.

Ask “What will happen next?”

Summative Assessment
Students will draw and write about their favorite part from the story.

Students will describe their favorite part of the story to a partner/the class, using ASL.

Materials/preparation

Copy of “A Bad Case of Stripes” by David Shannon
Worksheet

Google Slides/Doc

GIF collection (dictionary) via Google Sites

The Lesson

Introduction

Tell the students we are going to read a story, and show them the cover of the book.
Present the title and author and ask students what they see on the cover.

Do a picture walk of the book.

Then, ask them to explain what they think the story is about.

Tell the students before we read the story we are going to quickly learn some
vocabulary.

Procedure
Frontload vocabulary using GIFs from the online class dictionary.

Present google document with the vocabulary typed out, and linked to the classroom
dictionary. Click on each word to present the dictionary page for that vocabulary word
which will include a signed GIF of the vocabulary word. Go through all the
vocabulary.

Read aloud “A Bad Case of Stripes”, use a pattern of asking students “what will
happen next” before Camilla’s appearance changes. Refer back to the dictionary to
clarify vocabulary word meanings if needed (such as for bacteria or virus).
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Once the reading is finished have students pair up and hand out copies of the book.
Tell them to take turns finding their favorite part and telling their partner about it.

Hand out worksheets to students and model the use. Tell them that they will write
about their favorite part of the book on the lines, and draw their favorite part on inside
the box after they have written out a statement.
Provide them with the sentence frames for their writing

- “My favorite part was ”

Closure

Then bring the class together and allow students to share their favorite parts of the
book.

Modifications

Students may have preferred seating for visual needs.
Read aloud will follow an increased visual emphasis, depending less on text.

Homework

Students will read through the first 3 pages of text and answer the following questions:
- Camilla Cream loves lima beans, but she never ate them. Why?
- Why did Camilla’s mother scream after running into the room?
- Who came to examine Camilla?

Students will also write up to 5 additional words they wish to add to the dictionary.
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Unit 1: Lesson 2 “A Bad Case of Stripes: Camilla’s
Changes” 3rd Grade English
Language Arts

Goals

CCSS.ELA-LITERACY.RL.3.3
Describe characters in a story (e.g., their traits, motivations, or feelings) and explain
how their actions contribute to the sequence of events

CCSS.ELA-LITERACY.L.3.4.D

Use glossaries or beginning dictionaries, both print and digital, to determine or clarify
the precise meaning of key words and phrases.

ASL Standards

Key lIdeas and Details

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

ISTE Standards

3c. Knowledge Constructor

Students curate information from digital resources using a variety of tools and methods
to create collections of artifacts that demonstrate meaningful connections or
conclusions.

Content Objective

Given a re-reading of “A Bad Case of Stripes”, students will describe Camilla’s
appearance in the beginning, middle, and end of the story, as measured by their writing
and drawings on a worksheet.

Language Objective

Vocabulary:

- Stripes

- Polka dots

- Checkerboard

- Stars

- Tall
ASL Objective: Given images from the book, students will use classifiers in ASL to
describe Camilla’s appearance throughout the book, as measured by their signed
description of scenes from the book and teacher observations.
Classifiers (will be included in online GIF dictionary)

- CL 1: long thin objects (bacteria tails)

- CL 4: Stripes and straight lines

- CL 5: (claw): Curly hair, ball like objects, blotches

- CL 9: Polka dots

- CL C (index and thumb): appearance of small shapes on body
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English Objective: Given a copy of the text, vocabulary list and access to the online
dictionary, students will use vocabulary appropriately in their writing about Camilla’s
appearance, as measured by the writing on their worksheet.

Formative Assessment
Ask students to describe Camilla’s appearance (in ASL) as we read through the story.

Ask students to identify which vocabulary word (English) is associated with Camilla’s
appearance. (Can ask students to fingerspell)

Summative Assessment

Student worksheet containing a written English description and image for Camilla in
the beginning of the story, several independently selected scenes from the middle, and
end.

Materials/preparation

Worksheet
Colored pencils, crayons, markers, etc.
Google Slides:
- Feature vocabulary on slides and corresponding GIFs
- Have slides to show the different ways in which a CL can be used to describe
appearance.
- Have a final slide to feature an ASL GIF wall to show classifiers GIFs and
English words for the classifiers.

The Lesson

Introduction

*Discuss the words students wrote in their homework to be added to the class
dictionary. If time allows, give students an opportunity to record a GIF for the
vocabulary words. This activity may also be used as a center or as a break from the
procedure. *

Hand out the worksheet, there are 3 scenes filled in:

- The beginning: Camilla is worried

- Before the end: Camilla transforms into her room.

- Resolution: The old woman gives Camilla Lima beans.
Ask them to tell you what they see on the worksheet — inform them they are going to
help fill the gaps in the story.

Procedure
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Take a picture walk through the book showing the images and asking students to
describe what is going on.

For each image, have them turn to a partner and describe Camilla’s appearance to each
other, using classifiers and the vocabulary words for the lesson. Leave the ASL wall
with Classifiers and English words for students to see. Select a few students to share
out. Ask formative assessment questions.

At the very end, describe Camilla’s appearance and emphasize that she feels happy
Now.
Have students fill in the last box on their worksheet for how Camilla looks/feels.

Tell students they will now go back, and use a copy of the book to pick scenes to fill in
their worksheet.
- Tell them they are going to cut out printed out images and glue them to their
paper
- Model going through the book to help them remember and identify the order of
the scenes
- Emphasize that they should be in order, not mixed around.
Leave the ASL GIF wall (which includes English words and ASL GIFs for the
vocabulary of the lesson for students to include in their writing and signed descriptions.
Inform them they can also use their iPads to look up the classroom dictionary.
Inform them that once they are done they will describe a scene to a partner.

Closure

Have students share with a partner the scenes they chose from the book, describing
Camilla’s appearance in each scene.

Modifications

Homework:

Have students read the next 3 pages of text and answer the following questions.
- When the class said the Pledge of Allegiance, what did her stripes turn into?
- What did the other kids say to Camilla?
- Camilla really wanted a nice plate of what?

Have students record another few words to add to the dictionary. (up to 5)
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https://docs.google.com/document/d/1AvLUDa-
ZsiRLyqi9bWAD72LU4JX41FkdyMTQHIwuGkU/edit?usp=sharing
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https://docs.google.com/document/d/1hFIw88vToyxL hoDkWEzf1VimZVUmXXdoMf
KovxI8hc/edit?usp=sharing
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Unit 1: Lesson 3 “A Bad Case of Stripes: Word

Hunt” 3rd Grade English
Language Arts
Goals

CCSS.ELA-LITERACY.RL.3.3

Describe characters in a story (e.g., their traits, motivations, or feelings) and explain
how their actions contribute to the sequence of events

ASL Standards

Key Ideas and Details

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

ISTE Standards

3c. Knowledge Constructor

Students curate information from digital resources using a variety of tools and methods
to create collections of artifacts that demonstrate meaningful connections or
conclusions.

Content Objective

Given the list of vocabulary, students will use Google Images to infer meanings for the
vocabulary, as measured by their digital document and signed descriptions.

Language Objective

Vocabulary:
- Psychologist
- Allergist
- Herbalist
- Nutritionist
- Psychic
- Old medicine man
- Guru
- Veterinarian

ASL Objective

Given access to google slides and a GIF making app, students will create signed GIFs
to describe the appearance and purpose of the vocabulary words.

English Objective

Given the vocabulary words for different professions, students will write a description
of what the individuals do for their job.

Formative Assessment

Teacher questions:
What do they look like?
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What do you think they do?

Chart documenting student responses to questions.

Summative Assessment
Images selected and placed onto a digital document

Students’ signed GIFs for vocabulary.

Materials/preparation

Copy “A Bad Case of Stripes”
Google Form
Laptops/iPads

The Lesson
Introduction

Show them the section where Camilla has had her appearance drastically changed after
being visited by several different professionals.

Read through the text and explain to the students that the long words are for different
people with different jobs.

Make a connection via “chaining” the text that describes her appearance to the image
and to a sign.

Ask students what the first vocab word “psychologist” means, and inform them that
you have an idea of how to find the meanings of these words.

Procedure

Tell students that we are going to use iPads and google forms to find the meanings of
words. Give each student a link to access the form. Model the process of looking up a
word using google images then selecting a matching image on the google form.

Look at the first word “psychologist” and open a separate tab to type it into google and
get a collection of images. Ask students what they see. Ask them what they think the
person does and to discuss in pairs. Have the students share their thinking with the rest
of the class. Provide the sign for the vocabulary word and a description

Use interactive modeling and have another student come up and use a think aloud
about what he/she should do to find the meaning of the next vocab word “herbalist”.
Ask students to explain what the model’s next step is. Ask students what two
questions they should think about “what do they look like?” and “what do they do?”.
Give a sign and a description to the vocabulary word.

Create a chart with 3 columns that looks like
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Who? What do they look like? What do they do?

psychologist

Herbalist... etc.

The column being for the job titles, and the other 2 columns for their descriptions.
Inform students that they will go on an image hunt and look for words from a google
form.

Share the google form link with students and

Closure

Bring students back together to discuss the words and describe what they saw. Call on
students to explain what they think. Make sure to give a sign and a description of what
the person does. Explain to students that some vocabulary is fingerspelled preferably.
Give each student an opportunity to record a signed GIF to add to the dictionary.

Modifications

Students may need additional support in using technology.
Other formats may be used to fulfill the same purpose; Google forms must be made by
teacher.

Homework:

Have students read the next 3 pages of text and answer the following questions.
- The Specialists each handed her a bottle filled with different colored what?
- What happened after Camilla took her medicine?
- What happens to Camilla when the Experts come over?

Have students record another few words to add to the dictionary. (up to 5)
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Word Hunt!

Select the image that matches the word.

Pychologist 1 point

O option3 O oOoption4

BACK NEXT
Never submit passwords through Google Forms

Example of google form layout
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Extra Practice Activities:

Word look up
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Vocabulary Cards

| 1 Bacteria
i A Bad Case o .
ki

= of Stripes

7. Stripes

8. Impress

et somons feel admirotcn.
o respact,

8. Contagious

Spread from on persen
crother, fecteatt

Front Side Back Side

Folded

Inside portion has two columns available, one for writing a sentence and one for drawing
an image, for each vocabulary word.

Print at:
https://docs.google.com/document/d/1Xg425fiwA3hCDJInAmNxascFZvA9nomagd5VTIB
It NC4/edit?usp=sharing
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Unit 1: Lesson 4 “A Bad Case of Stripes: Cause and

Effect” 3rd Grade English
Language Arts
Goals

CCSS.ELA-LITERACY.RL.3.3
Describe characters in a story (e.g., their traits, motivations, or feelings) and explain
how their actions contribute to the sequence of events

ASL Standards

Key Ideas and Details

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

ISTE Standards

3c. Knowledge Constructor

Students curate information from digital resources using a variety of tools and methods
to create collections of artifacts that demonstrate meaningful connections or
conclusions.

Content Objective

Given another read aloud of the book, students will identify portions of the text that
caused the main character to change (with teacher support), as measured by a cause
and effect chart and students signed descriptions.

Language Objective

Vocabulary
- CAUSE
- EFFECT
- CONFIDENCE
- SELF-ESTEEM (up and down)
-  WORSE
- CURE

ASL Objective:

Given phrases from the book, students use role shifting to show what a character said
and the effect on Camilla.

English Objective:

Given a copy of the text and sentence frames, students will write two sentences
describing a cause and effect in the story, as measured by teacher observation and the
student’s written work.

Formative Assessment

F.A. questions:
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What did he/she/they say?
What will happen next?
How does Camilla feel?
What is the cause/effect?

Summative Assessment
Student’s writing of their selected cause and effect situation.
Co-constructed chart

Teacher observations of student signing descriptions for “cause and effect” chart and
their writing.

Materials/preparation

Chart paper

Powerpoint slides:
https://docs.google.com/presentation/d/1F4reL5rrPgx9b8v8wDKLPOtudqckZL blgsPay
i15fbl/edit?usp=sharing

Cause and effect printouts:
https://docs.google.com/document/d/1uXOf3DpvmBZytI5qOPDth9A4KOLmbTufhdH

0G1dVk5E/edit?usp=sharing
Copy of the book

Student iPads (for vocabulary)

Worksheet & images from the book:
https://docs.google.com/document/d/1bDO_25KA0N6aMgMCvV5vCW159hfXgTcdi
K2EZdPRIvc/edit?usp=sharing

The Lesson
Introduction

Use the PowerPoint to discuss CAUSE and EFFECT, provide the signs for the words
and explain that CAUSE happens first, and EFFECT is what happens next because of
the cause.
Go through the few examples on the slides

« Effect of a sink left running

« Effects of being hot in the sun

o Causes of a forest fire
After, set students up for cause and effect match activity:
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Tell them they will pick a card each and then find a partner that matches them to make
a cause and effect. Hand out cards and have students find their partner, when they
have been found have them decide which is the cause and which is the effect.

Have students share when they are finished.

Procedure
Tell students we are going to go through the book and discuss what happens, and find
the cause and effect. As we go through, ask students what happened, and whether it
was a cause or an effect. Create a cause and effect chart and list what students
dictate.
Use partner talks to have students discuss before sharing with the whole class.
There are some moments that students may need support in identifying the specific
cause of an event, such as:
o Camilla returning to normal being the result of her being honest with herself
and not simply her eating lima beans.
e Camilla combining with her room after someone saying “become one with your
room”
o Camilla getting virus balls and bacteria tails after the doctors say that she might
have a “bacteria” or “virus”

*Early Finishers may work on extra practice activity

Closure
If time allows, have students share their cause and effect descriptions and create GIF
recordings for vocabulary.

Modifications

Students may have preferred seating for visual needs.

Homework

Have students read the next 3 pages of text and answer the following questions.
- Who found out about Camilla?
- What did Camilla sprout?
- What became her mouth, her nose, and her eyes?

Have students record another few words to add to the dictionary. (up to 5)

135




UNIT 2: Story Elements

Unit 2: Lesson 1 Story Elements Pt.1 (Characters and Settings)
3rd Grade English Language Arts

Goal/ Common Core Content Standard

CCSS.ELA-LITERACY.RL.3.5

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.

ASL Standards

Presentation of Knowledge and Ideas

1. Report on a topic or text, tell a story, or recount an experience with appropriate facts
and relevant descriptive details, signing clearly at an understandable pace.

ISTE Standards

1. Empowered Learner
Students leverage technology to take an active role in choosing, achieving and
demonstrating competency in their learning goals, informed by the learning sciences.

Content Objective

When given a description of what “characters” and “setting” are, students will identify
and list the characters and settings from “A Bad Case of Stripes”

Language Objective
Vocabulary:

- MAIN/MAJOR

- MINOR

- CHARACTER

- SETTING

- Looks like
ASL Objective:

Given a copy of the text, students will use classifiers and finger listing to describe
characters and settings, as measured by teacher observation.

English Objective:

Given a copy of the text, students will write out a list of settings and characters along
with their features, as measured by students written descriptions on their worksheet.
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Formative Assessment

Questions asked by teacher:

WHO is in the story?

WHERE are they? What place?

Is there more than one (place/person)?

Do we see the person/place in the beginning, middle, or end?

Summative Assessment

Student worksheets showing characters and settings.

Materials/preparation
Worksheet for character and setting

https://docs.google.com/document/d/14LUw- kNROIjiDkjN7Y|Pscl4-TVeF5r8kxv-
yrDiwE/edit?usp=sharing

Storyboard for 3 little pigs, in correct order

Differentiation

e Some students may need additional support in spelling or identifying English
words for signs.
Students may need varied support throughout the lesson.
Reminder about what vocabulary to use and how to communicate ideas
throughout the activity and group discussion.

The Lesson

Intro

e Inform the students that we are going to create stories to tell to the class, but first

we have to discuss what is in a story.

e Provide the words for CHARACTER, SETTING, PLOT, PROBLEM, and
SOLUTION

e Explain that we are going to work on describing the first two, CHARACTERS
and SETTING.

e Ask students what they think characters and settings are before going on to
explain them in more detail.

Procedure
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Start by explaining to students that CHARACTERS are who we see in the story.
Then explain that there are two kinds of characters, MAIN and MINOR
characters. Provide the signs for these distinctions.

e Explain that MAIN characters are the ones we see the MOST of, and that
MINOR CHARACTERS we may only see for a bit.
e Show students the storyboard for the 3 little pigs and ask them what story it is
(students should be familiar with the story)
o  Ask them what they think the Main characters of “The 3 Little Pigs” are
o Then ask them for some minor characters
e Explains that settings are the different PLACES we see in the story. Ask
students WHERE the story takes place for “The 3 Little Pigs”
e Tell students that characters and settings have details that describe them
o Characters: What do they look like? How do they feel? What do they
like/want? What are they afraid of? Main or minor?
o Settings: Where is it? What does the place look like? Who goes there?
What is it for?
e Inform the students that they are going to write about the characters and settings
from “A Bad Case of Stripes”.
e Model what they are going to write:
o  WHO is in the story, and WHERE they go, while also providing
descriptions for each.
e Model doing so on the worksheet and identifying Camilla, descriptions for her,
and settings in the story.
e Hand out the worksheets and give students time to work on the sheet
independently before coming back together to discuss.
Closure
e Bring the class together and have students share what they wrote, write the
descriptions they give you on the worksheet and project it for all to see.
e If a student has not shared out, ask them to summarize in ASL:

o (is) MAIN/MINOR CHARACTER + (description)
o 2 LOCATIONS, HOME SCHOOL
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Unit 2: Lesson 2 Story Elements Pt.2 (Plot, Conflict, and Resolution)
3rd Grade English Language Arts

Goal/ Common Core Content Standard

CCSS.ELA-LITERACY.RL.3.5

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.

ASL Standards

Presentation of Knowledge and Ideas

1. Report on a topic or text, tell a story, or recount an experience with appropriate facts
and relevant descriptive details, signing clearly at an understandable pace.

ISTE Standards

1. Empowered Learner
Students leverage technology to take an active role in choosing, achieving and
demonstrating competency in their learning goals, informed by the learning sciences.

Content Objective

9% ¢¢

When given a description of “plot” “conflict” and “resolution”, students will identify
these 3 elements in a comic strip of “The 3 Little Pigs”, as measured by a worksheet.

Language Objective
Vocabulary:

- Plot

- Conflict

- Problem

- Resolution/Solve
-  BEGINNING

- MIDDLE

- END

ASL Objective:

Given a copy of the comic a worksheet, students will use rhetorical questions in ASL to
to describe the plot, conflict, and resolution from “The 3 Little Pigs™.

- Plot (WHAT-HAPPEN?)
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- Conflict (PROBLEM/CONFLICT WHAT? )
- Resolution (SOLVE HOW? )

English Objective:

Given a copy of the comic and a worksheet, students will write out a description of the
plot, conflict, and resolution from “The 3 Little Pigs.”

Formative Assessment

Teacher questions:

WHAT HAPPENS in the story?

What is the PROBLEM?

How is the PROBLEM SOLVED?

When does this happen? (beginning, middle, end)

Summative Assessment

Worksheet of descriptions

Materials/preparation
Worksheet
Storyboard of 3 Little Pigs

Differentiation

e Some students may need additional support in spelling or identifying English
words for signs.
Students may need varied support throughout the lesson.
Reminder about what vocabulary to use and how to communicate ideas
throughout the activity and group discussion.
BLA-ASL Requirements:

e Role shifting
e Fingerspelling
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The Lesson
Intro

e Tell students that we are going to focus on the next 3 elements of stories, PLOT,
CONFLICT, and RESOLUTION. Give the signs for each of these words.
e Ask students what they think each means before going on to explain them in
more detail.
Procedure

e Explain that plot is what happens in the story.
o Have a student or students volunteer to describe what happens in the
storyboard for the 3 little pigs.
e Emphasize that what happens first, second, and so on, all the way to the end, is
the plot.
e Explain that the CONFLICT is the problem in the story.

o Have 4 students volunteer to role play as the wolf and the pigs. Ask the
WOLF what he/she wants (student should respond with “wanting to eat
the pigs”)

Ask the pigs if they want to be eaten.
Emphasize that they want different things; that is CONFLICT.
Ask the pigs what they do when the wolf comes, do you STAY, or HIDE?
Then ask what the PROBLEM is when they hide. (The wolf blows the
house down)
Ask students when the problem stops and is SOLVED.
Explain that the RESOLUTION is how the PROBLEM is SOLVED.
Ask students when the problem shows up and when it is solved.
o Explain that resolution happens near the end.
o The end tells us what happens after the CONFLICT is SOLVED. (The
pigs are safe and happy)
e Ask students what happens at the very end (which is not clear from the
storyboard) and discuss the different endings to the traditional story.

o O O O

Now tell the students that they are going to work on their worksheet.

Model cutting out the comic strip bits and gluing one onto the first square
section, and writing a description.

Tell students to order the plot and write a description.

Explain that they will need to identify the CONFLICT in the story by circling
“Yes” or “No” when a problem is present.

142




e Inform students that they will write about a possible RESOLUTION of the story
at the bottom of the worksheet.
Closure

e Have students share their ending to the story.
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Unit 2: Lesson 3 Story Expressions
3rd Grade English Language Arts

Goal/ Common Core Content Standard

CCSS.ELA-LITERACY.RL.3.5

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.

ASL Standards

Presentation of Knowledge and ldeas

1. Report on a topic or text, tell a story, or recount an experience with appropriate facts
and relevant descriptive details, signing clearly at an understandable pace.

ISTE Standards

1. Empowered Learner
Students leverage technology to take an active role in choosing, achieving and
demonstrating competency in their learning goals, informed by the learning sciences.

Content Objective

Given excerpts from different stories and teacher guidance, students will identify
important phrases for storytelling and establish language equivalents for ASL and
English as measured by a signed GIF.

Language Objective
Vocabulary:

- Once upon a time
- One day
- Off he/she/they went
- Suddenly, instantly, all of a sudden
- Fedup
- Raninto
- From then on, after that
- Happily ever after
ASL Objective:

Given English phrases, students will use ASL to compare signed meanings and which
are BETTER and MAKE-SENSE or DON’T MAKE-SENSE.
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Given an ASL story, students will analyze and practice important features of storytelling
such as role shifting and facial expressions for different characters.

English Objective:

Given a passage from a text, students will use context clues to identify the meaning of
the selected phrase.

Formative Assessment
Questions asked by teacher:

What does this mean?
How do we know?
What other phrases do

Summative Assessment

Student created GIFs.

Materials/preparation

Copy of Bad Case of Stripes

Differentiation

e Some students may need additional support in spelling or identifying English
words for signs.
Students may need varied support throughout the lesson.
Reminder about what vocabulary to use and how to communicate ideas
throughout the activity and group discussion.

The Lesson
Intro

e Tell students they are going to watch an ASL story and to pay attention to what
the signer does with their body and facial expression.
e Show students the “Gum” story in ASL.
e https://www.youtube.com/watch?v=EoUWVrg3YMw
e Ask them what they noticed about the signer’s body and facial expression.
Procedure

e Emphasize that stories are meant to be entertaining and that we use descriptive
language and phrases to make things interesting.
e ASL uses:
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e Role shifting to show different characters
e Facial expression to show character traits
e Gesture and imitating to show character actions.
Tell students that English uses phrases to help stories be more interesting.
Read through the different excerpts pointing out the vocabulary phrases.
e Discuss their meaning and model looking for context clues in the sentence
and images (if applicable).

Have students discuss what the phrase means and the best way to show it.
Then have a student volunteer to record a GIF and add it to the classroom
dictionary

Closure

e Ask students about any other phrases they know of that are good for stories or
that they want to record and add to the dictionary.
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Unit 3: Creating a Story

Unit 3: Lesson 1 Story Elements and You in the Classroom
3rd Grade English Language Arts

Goal/ Common Core Content Standard

CCSS.ELA-LITERACY.RL.3.5

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.

ASL Standards

Presentation of Knowledge and ldeas

1. Report on a topic or text, tell a story, or recount an experience with appropriate facts
and relevant descriptive details, signing clearly at an understandable pace.

ISTE Standards

1. Empowered Learner
Students leverage technology to take an active role in choosing, achieving and
demonstrating competency in their learning goals, informed by the learning sciences.

Content Objective

When given a list and description of the 5 story elements, students will apply these to
describe their life at school as if it were a story, as measured by a class constructed list of
different options for the 5 elements.

Language Objective

ASL Objective: Describe possible scenarios in the school setting for each of the 5 story
elements, use vocabulary-

CHARACTER (WHO), SETTING (WHERE), PLOT (WHAT HAPPEN),
CONFLICT or PROBLEM, RESOLUTION

English Objective:

Students will agree on a concise written English description to be added to the classroom
list.
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Formative Assessment

Questions to ask students:

Review: What is . (setting, character, plot, problem, resolution)

Which section do we write that (their description) in?

How do we write that? Is it ok how we wrote it?

Summative Assessment

Completed list of element examples

Materials/preparation
Chart paper to describe:

- Character

- Setting

- Plot

- Conflict (Problems)
- Resolution

Differentiation

e Pair shares, wait time
e Reminder about what vocabulary to use and how to communicate ideas throughout
the activity and group discussion.
BLA-ASL Requirements:

e Fingerspelling
e Use eye gaze to elicit participation (IMPORTANT).
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The Lesson

Intro

e Remind students that we are still going to create our own signed story to tell to the
class.
Inform them that we will work together to brainstorm some ideas for short stories.
Tell them we are going to imagine that we are in a story here at school.
o Tell them that we can pick characters, settings, a plot, a conflict, and a
resolution for a story here at school.

Procedure

e Ask students that if we imagine being in school as a story... who would the
characters be. (WHO is here at school?).

o If they do not seem sure how to answer, provide an example by explaining
that you as the teacher here at school, and add your name to the list of
characters on the poster sheet or google slide.

Support students with pair shares before sharing out to the class.
Provide a short description of the character (POSITIVE DESCRIPTIONS
ONLY)
e When a student shares to the class, add what they have dictated onto the list. You
may ask them to summarize a lengthy description; ask them if the phrasing is ok.
e Ask them to then record a GIF of the description, all or part of it (this will be
added to the classroom dictionary and hyperlinked to the digital chart for future
lessons)
e Then ask students what different places are here at school and list them under
setting.

o Use pair share to allow students time to discuss.

o Have them give a short description.

For plot, ask students to think of real or made up situations that occur at school.
Similarly, do so for conflict and resolution.

o You may want to ask the same student to give a resolution for their

proposed problem
Closure

e Have students practice signing the ideas we have listed by doing a pair share
activity in which partner A describes one item from the list, and partner B guesses
if it is under Character, Setting, Conflict (Problem), or Solution.
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Unit 3: Lesson 2 Story Elements and You in the Classroom
3rd Grade English Language Arts

Goal/ Common Core Content Standard

CCSS.ELA-LITERACY.RL.3.5

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.

ASL Standards

Presentation of Knowledge and ldeas

1. Report on a topic or text, tell a story, or recount an experience with appropriate facts
and relevant descriptive details, signing clearly at an understandable pace.

ISTE Standards

1. Empowered Learner
Students leverage technology to take an active role in choosing, achieving and
demonstrating competency in their learning goals, informed by the learning sciences.

Content Objective

Given the list of examples for the 5 story elements, students will develop an informal
short story in ASL that contains all 5 elements, as measured by their signing of the story
or experience.

Language Objective

ASL Objective:

Follow ASL standard to present a story that noticeably contains the 5 elements of a story.
English Objective:

Use worksheet to help outline their story.

Formative Assessment

Outline sheet
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Summative Assessment
Signed story performance/experience
Rubric:
4- Story is clear, has 5 elements, and descriptions for characters and settings.
3- Story is clear, contains all 5 elements of
2- Story is mostly clear, has at least 4 elements.
1- Story is not clear, has less than 4 elements.
Checklist:
Does your story have:
__characters?

___do you describe the characters?
___settings?

__do you describe the settings?
__aplot?
__aconflict/problem?

a resolution?

__Did you practice your story?

Materials/preparation

List of ideas from previous lesson (now with new elements added related to teacher’s
modeled story)

Outline Sheet
Rubric + Checklist
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Differentiation

e Students may need varied support throughout the lesson.
e Reminder about what vocabulary to use and how to communicate ideas throughout
the activity and group discussion.
BLA-ASL Requirements:

e Role shifting
e Be Explicit and Elaborate (state the unstated)
e Fingerspelling

The Lesson
Intro

e Gather the students and model a short signed story (around 2 min.) that occurs at
school.
e After the story is done emphasize that it had the 5 elements we have been
discussing.
e Show our previously constructed list (that now contains your added story
elements)
e Ask students to identify the CHARACTERS, the SETTINGS, the CONFLICT,
and the RESOLUTION.
e Then ask students what the PLOT was.
o Ask them what happened first, next, and so on.
o Repeat portions of the story if necessary.

Procedure

e Tell students that they are going to create their own short story that takes place at

school. (Must be appropriate)

Inform them that the story can be real, made-up or a mixture of both.

Hand out the rubrics and checklist to inform them of what their story needs, and

go over it with the students.

Inform them that they can choose ideas from the list we made.

Hand them the outline paper for them to use as a tool to remember their story

o Show your own version of the outline used for your story as the teacher,

and emphasize that it is an outline, meaning short notes are used and not
meant to be filled out with long descriptions.

152




o Show that as you go over each part on the outline you are checking off
something from the checklist.

e Finally, allow students to be able to role play and tell a story in partners, but they
must complete their own outline and checklist.

e Give students time to create and practice their stories.

e When it is time to share out, make sure to model good behavior and listening
skills.

e Tell the class that they will need to pay attention because we may ask them
questions after the story is done.

Closure
e Have students share their stories to the class.
o Ask the class questions about a specific element from the story.
e Collect their outlines and think of additional phrases that they could use in their

story, be prepared to make GIFs for phrases so that students may find them in the
classroom dictionary later.
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Unit 3: Lesson 3 Creating Slides
3 Grade English Language
Arts

Goals

CCSS.ELA-LITERACY.W.3.3
Write narratives to develop real or imagined experiences or events using effective technique, descriptive
details, and clear event sequences.

ASL Standards

Presentation of Knowledge and ldeas

1. Report on a topic or text, tell a story, or recount an experience with appropriate facts
and relevant descriptive details, signing clearly at an understandable pace.

ISTE Standards

1. Empowered Learner
Students leverage technology to take an active role in choosing, achieving and
demonstrating competency in their learning goals, informed by the learning sciences.

Content Objective

Given a list of descriptive vocabulary phrases for actions and appearance, students will
add details to their story’s graphic organizer that they have filled out in the previous
lesson, as measured by a rubric and their writing on a google slides template.

Language Objective

ASL:

Given teacher notes and their graphic organizer, students will describe their English
writing with ASL and compare the best way to sign the information.

English:

Given teacher notes and their graphic organizer, students will write out sentences on
Google Slides, using phrases and descriptions we have discussed in class.

New Vocabulary:
Students will record ASL GIFs for new English vocabulary that they think will be
valuable in their writing.

Formative Assessment

Formative Assessment questions:

How do we write that?

What does that mean?

Which phrase/word is best for your story?

Summative Assessment

Google slides with typed story.
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Materials/preparation
Google slides/Powerpoint (template will be used for modeling and student creations)

Sample story outline with notes

The Lesson
Introduction

e Hand students their graphic organizers back with teacher notes for additional
phrases to include in their writing.
e Have students look up the additional phrases that have been given to them by
looking them up in the classroom dictionary (make sure there already exist
GIFs for the vocabulary)
e Tell students that they will begin transferring their writing to slides.
Procedure

e Open up google slides and model typing out information from a graphic
organizer.
e Make sure to show to create a title for the their slide story.

e Explain that they will write in one area and leave another portion blank for an
image later.

e Model that when they are done with a slide, to hit enter and move on to the next
slide.

e Inform them that they will use a template that follows what was shown.

e Provide the template to the students and have them work on creating their
slides.

e Encourage them to edit their writing according to teacher notes and include
phrases that were given to them.

Ask formative questions and provide assistance as students add their information to
slides.

Closure

Bring students together and ask them to think about vocabulary they want to highlight
by including a signed GIF relating to that word or phrase.

Have them actually highlight the words and phrase on the slides.

Allow them to do so and finish any other edits they want to make.

Modifications

Students may have preferred seating for visual needs.
Read aloud will follow an increased visual emphasis, depending less on text.
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Unit 3: Lesson 4 Final Edits
3" Grade English Language
Arts

Goals

CCSS.ELA-LITERACY.W.3.3

Write narratives to develop real or imagined experiences or events using effective technique, descriptive
details, and clear event sequences.

ISTE Standards

6. Creative Communicator

Students communicate clearly and express themselves creatively for a variety of purposes using the
platforms, tools, styles, formats and digital media appropriate to their goals.

Content Objective

Given teacher notes for their story, students will make final revisions and add media to
their slides relating to vocabulary in they have used in the text, as measured by a rubric
and the accuracy of their images.

Language Objective

ASL

Students will select and create ASL GIFs to add to their slide.
English

Students will review their writing, using the dictionary as a support to verify that their
phrasing and spelling of the vocabulary is correct.

Formative Assessment

Formative Assessment Questions:

Does your writing make sense?

Is it written correctly?

Teacher observations of students technology use.

Summative Assessment
Google slides now complete with media.

Checklist rubric

Materials/preparation
Slides
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Gif Maker app

The Lesson
Introduction

Model the procedure of highlighting text on the slides and then adding a GIF:
e (o to the slide and use a think aloud strategy to pick a good phrase or word that
will make the slide interesting.
e Highlight it and then ask yourself “what is the best way to sign it for this
story?”
e Record a GIF and show how to add it to the slide and where.

Procedure

e Give students the opportunity to go through and select vocabulary from their
slides that they with wish to add GIFs for.

e Tell them to follow the same process

e They may only make one GIF per slide.

*Early finishers may add additional ordinary images to their slide, edit colors, etc.
Closure

Tell students that they are going to go through their own slides and practice signing
their story, making sure to use whole meaning translations, not word for word
translations.

Let them know they will be presenting the next day.

Modifications

Students may have preferred seating for visual needs.
Read aloud will follow an increased visual emphasis, depending less on text.

157




Unit 3: Lesson 4 Presenting a story
3 Grade English Language
Arts

Goals

ASL Standards

Discourse and Presentation: Presentation of Knowledge and Ideas

2. Create engaging stories or poems that demonstrate fluid signing at an understandable pace; add visual
displays when appropriate to emphasize or enhance certain facts or details

ISTE Standards

6. Creative Communicator

Students communicate clearly and express themselves creatively for a variety of purposes using the
platforms, tools, styles, formats and digital media appropriate to their goals.

Content Objective

Given a teacher modeled story, students will tell their stories to the class in ASL,
making connections to the media and text on their slides, as measured by their
presentation and self-evaluations.

Language Objective

ASL:

Language equivalents in ASL are clear and used correctly in a fluent manner.
Fingerspelling is used clearly and provided with context.

English:

English vocabulary and phrases are used correctly on slides.

Formative Assessment

Students will mark off a checklist as they practice signing their story
Includes:

- Does each slide make sense?

- Is the picture related to the text?

- Do you know how to sign a clear version of the text?

Summative Assessment
Final presentation (will be recorded)

Self Evaluation forms

Materials/preparation

Prepared slide story

The Lesson

Introduction
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Tell students that today is the day we present. Set up behavior expectations, that they
will be attentive to the presenter and not distract or disrupt.

Model how to present with a slide story.
e Use chaining to connect vocabulary, signing, and GIFs/images
e Use Role shifting and facial expressions for characters
e Have another student or adult be in charge of changing slides.
Procedure

e Have students go up and present their story.
e Record their presentations on their iPad.
e Have every student present.

Closure

Hand out a reflection sheet for students to use while viewing themselves signing their
story from their iPad recording. Have them check off if they felt they hit the different
marks for presenting, and what they would change if they could present again.

Modifications

Students may have preferred seating for visual needs.
Read aloud will follow an increased visual emphasis, depending less on text.

Materials for this entire unit are located below
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Name:

Date:

Story Checklist v

Does your story have:

> (> () (

o 9 9 9 o 9
S—

e

___Characters

____Good Character(s)

_Settings. ﬁ

____Problem/Conflict

Resolution

___Plot

First Second Third Fourth Fifth
1sl. 2nd 3rd 4th 5th

Is it in order?

___Bad Character(s)

End

___Beginning __ Middle _
____ Story Words
1.
2.
3.
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Name: Date: =

Writing Parts of a Story

Title:

Setting: Characters:
Beginning: Middle (Problem):
Solution: End:
Busy Teacher's Cafe © 2005 www.busyteacherscafe.com

Retrieved from: http://www.busyteacherscafe.com/worksheets/writingpartsofastory.pdf
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By:
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Stery Weords

These are examples of words you can use in a story.

Beginning:

once upon a time, last night, one day, there once
was, one night, last summer, in the beginning, it was
a dark and stormy night...., (use a question)

Middle:
then, all of a sudden, suddenly, later, next, so, but,
still, yet, for, hence, therefore

Ending:

finally, lastly, the end, in the end, at last 7

Story Words

These are examples of words you can use in a story.

Beginning:

once upon a time, last night, one day, there once
was, one night, last summer, in the beginning, it was
a dark and stormy night...., (use a question)

Middle:
then, all of a sudden, suddenly, later, next, so, but,
still, yet, for, hence, therefore

Ending:

finally, lastly, the end, in the end, at last 7

Retrieved from:
http://www.busyteacherscafe.com/worksheets/mini offices/story%20words.pdf
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Appendix B
The following pages contain figures of student work samples retrieved from the

curriculum implementation.
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ASL SCALE OF DEVELOPMENT

Beginning Early Intermediate Early Advanced | Advanced
Intermediate
The student is observant of | The student demonstrates The student is increasingly | The student is much more Can carry a conversation
language being modeled in | more confidence using confident speaking in front | comfortable and confident | or classroom discussion
the environment. She'he ASL but stll prefers to of group or participatmg m | in sharmg ideas or without difficulty.
can imifate actions and converss ane-on-one with class disenssions. information m front of the
= = facial expressions. peers or teacher. Com discnes scademic class. Code switches to match
g2 Cam s zesture fo Will inquire sbout ideas such 2z main points | More fuent in following | 0 AL <kills of other
= : - . - . students, teacher, ar
22 commmmicate or ean meaning of signs or words | of a story or a science ar the conversation of twro or hearing people
g = az:\ic.alh'(demm:un; that are not understood. history project. mere pelople. ('\:;Eﬂnd .
= = aviors (e.g., show the to questions with details. .
2z action of falling by Can use basic ASL to Able to analyze, explain, ;‘;‘:}% to fl.’:;'i?m?.;“ml
a9 pretending to f211) commmnicate needs and describe and define using Consistently comprahends mdul?'ij.\;g i l:ieg
- ?[ share feelmgs Can use content-related general meanings, and forative EE'
"5 = Can use facial expressions | gestures when words are vocabulary. demonsirates = e
= to clanfy meaning (e.g., not readily available. understanding of ruances
E .':_t head nods and smling). More use of aye gaze and imphied meanings ‘f%]'e to adapt languzg_e fo
— = - formal and casual registers
o0 o o ('.mrendl a:.k and answer | when fn]]x.!mng exprassed Iwbnd-v de e on audience
H - I beginmng to mamtain simple questions, and conversational humns. lanzuage, facal de =
= eye contzct with adults or Summanze. expressions or weords. prpase.
= 'S pears, but iz not consistent. . . o
= = Eye gaze is longer and Starts to engage in ASL Ha.nnfi]fﬁmﬂ.t}m
o - - - . N academic languaze of the
FRecognizes some sizns as maore purposeful sign play by manipulating .

- - - - A - classroom. Able to discuss
representing objects in signs withm ASL lexicon 0 underctund abstract
mmmediate emvironment. rules or other kinds of ideas - -

inventive sign play (e 2., :
can create slang or jokes).
Expresses what she'he Uses appropriate facial Acks and responds to more | Asks bracketed questions, Able to ask any questions
- wants by shaking histher expressions with eyebrows | type of questions that Le., staring and endmg a fluently and properly.
= head, and sometimes when asking wh- or ves/mo | inchide sizning {e.z.. FOR- | question with wh-question.
= responding to questions questions Can respond to FORT”, “HOWT", WHENT"
A and simple commands simple “wh-" questions or “WHICH?" using
= with “yes” or “no™ {e.g.. who, what, where, appropriate facial
o why). axpressions.
Uses simple or basic single | Start touse ASL sentence Begins to use more Uses condifionals, facial Able to do all the sentence
word signs and use structure including complex sentence adverbials (1f—then stractures menfioned on
sometimes combimation of | different combmations of struetares such as statements), rhetorical the left with ease.
two to three signs to make | subject, verb, object and rhatorical questions and comment (e.g., WHY?I
et a sentence or phrase based | location (e.z., LSOV- topicalization (e.g .. MY LIKEIT), and
= on needs or wants. (e.g., home (7}, MOM JUICE FAVORITE SUBJECT? topicalization with
E MY MAME (fs), HE PLAY, DRINE). SCIENCE. DRESSRED) but | consistent accuracy.
- ME HUNGEY EAT). not always in comrect word
w order or facial expression. Able to uses topic
confinuation (1.e., holding
the topic on one hand and
confinuing to sign the
comment on other hand).
Demonstrates emerzing Capable of using spatial Contmues to show Uses verb with wide
consistently. (e.g, DRINE, | use of subject-verk subject-verb agreement development of mtensity register depending on.
TASTE, PLAY, agresment (2., (2. YOU-GIVE-ME, HE- | (COMFORTABLE, sifuation.
UNDERSTAND). directional: T-BEAT-HIM, ASES-HEE). SERIOUS, LONG TIME),
# CALL-HER, GVEME); manner, tTIPTOE'STO__\[PG)
? roun-verb pamrs geographical: (e.g FLY- Shows verb inflection for a.ud lzempnnl aspectsin
; {e.z., DOOR/CLOSE-DOOE, | TO, MOVE THERE), temporal aspect (e.g., including mumber and
ARPLANEFLY). reciprocal: (g, KISS, READ, READ-QUICKLY, distribution. with verbs
r READ-A-LONG-TIME). (e.z.. ASE: ASK AGATN;
ASE MANY PEOPLE AT
DIFFERENT TIMES; ASE A
GR.OUP OF PEQPLE).

Figure 0.1 ASL Scale of Development page 1
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Demonstrates emerging Uses inshument classifiers | Uses descriptrve classifiers | Continues to use Uses classifiers with ease-
use of classifiers to (e.g.. PULL-OUT; ZIP-UP; to describe nouns, descriptve classifiers to without bemg conseions
describe basic objects TURN-ON-TV). including color, size, show mtensity for noun- about it.
(e.z.. DCL:C- ball, or shape, and quabty (e.z., size, shape, texture, and
- DCLB- box). Uses more locative hamrstyle, body type, size, quality (e.g, LIGHT,
= classifier to show texture). EBRIGHT; ROAD, BUMPY).
= relationship with other
‘E objects (e.z., LCL: 1- Show number and location
- pencil on desk LCL: B). through phural spatial
-~ S
= classafiers (e.g., two
bl Starts to use classifier people walking, people
manner of verb (a.z., “37 seated n a cirele; hine of
car move up and down, pecple; books in row).
person “1” walking by).
Use of mdex finger to Uses both personal and Uses reflectrve pronouns Can analyze and/or Can describe a situation
g point at self, people, 5sessIve pronouns with with HS- “A” (yourself, compare and contrast two mvolving more than two
& objects or places m present | HS “1” or “57 (lngwstic). | myself himself bems/person/stones (usmg | items/person/stories
i~ environment (gestural’ appropriate placement in
£ nonlinguiste). spaca).
While storytelling or During storytelling or Begins to place points in Use of role play, role shift, | Character placement
talking, can talk about retelling a story, uses a space for characters. grammatical facial (spatal referencing) and
what 15 in the immediate little or no role shiftmg Exhibits role play, but expressions, and eve gaze wdentification are clear.

=2 envIronment. and placements of body shiftimg, eye-gaze are more consistent. The zigner takes an
o = characters. Tends to place and facial expressions various characters’
.:‘_‘ ;l: = Car point to pictures or characters m the same aren’t consistent. Also, Able to talk abstractly perspectrves.
‘7 = -=| talk sboutevents that place. Mo clear sequence doesn't always use the about people ar things that
g = ‘= | happened in the here and of me. fime sequence accurately. aren't present.
= = = now
- ":, § Can talk about past and Can talk about past and Can use referencing more
= ‘5 i | Copies actions or facial thimgs that are not present, | things that are not present accurately.
= ‘; :‘: expressions of others. but still needs to act it out without acting it out (e.z.,
'E — or use objects to actually fallmg to the More consistently able to
= demenstrate past events. zround). sequence chjects, zZive
ot step-by-step instuctions or
clearly explain the order of
events.
Fesponds to herhus Demonstrates emergent Includes fingerspelled Understands fingerspelled | Fmgerspelled words
T fingerspelled name and use of fully fingerspelled words in conversafion, but | words and fingerspells become lemical signs. (Le.
= - can use name signs and words including short may not always fluently. “what” “back”™ “ok”
2= signs of others. words, name of parson or understand fingerspelled “early”)
& H place. words.
= =
- Uses fingerspelled Englizh | Increasingly will
= words to ask for a ign fingerspell English words
ranslation. for sign translation.
. Starts to respond to Can appropriately get More appropnate use of More sensiirve to Can re—cap or summarize
= attention-geting others’ attention and 1on-gefing ication needs of for someone 1f he'she has
= techmiques (&g, tapping readily responds to techmiques (2.2, asking others (g, moving so mizzed something because
- on shoulder, waving a attenfion-getting methods someone to fap another others can see, grving full they were absent or out of
'-5 hand in his'her field of (e.g.. tapping on shoulder, | person because they are attention, and making visual field.
[==] vision, flashing hights). stomping on floor, or beyond his'her reach). appropriate responses to
] waving hands). indicate understanding).
g Begins o express his/her Capable of explaining in
3 Begms to seek out and own literary forms (e.g., Continnes to enjoy and different ways if not
_= enjoy ASL Lierary forms ASL storytelling or ABC express bterary forms. understood at first.
o (e.g.. ASL storytelling and | stomes).

ABC stories).

University of California, San Diego

Figure 0.2 ASL Scale of Development page 2
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Figure 1.0 Sign Language vs Spoken Language descriptions
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Figure 1.1 Classifiers and their English descriptions, “looks like” was written on the
board for spelling assistance as requested by several students.
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Figure 1.2 Co-constructed chart from lesson Unit 1 Lesson 3
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Figure 1.3 Co-constructed chart from Unit 1 Lesson 4
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Figure 1.4 Co-constructed chart from Unit 2
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Figure 1.5 Co-constructed chart from Unit 3
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Figure 1.6 Spelling support chart for words students asked. Unit 3
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Figure 2.1 JV writing sample from Unit 1 Lesson 1 (worksheets retrieved from
classroom)
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Figure 2.2 ET writing sample from Unit 1 Lesson 1 (worksheets retrieved from
classroom)
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Camilla is worried about
her first day of school.

Caml] 0. howe| ¢

The students call out
“Polka dots!” and
“Checkerboard!"

The specialists examine
Camilla.
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Camilla admits she likes
lima beans.

R

Camiy o

QUY ronaa
Hogih;

Figure 2.3 JV writing sample from Unit 1 Lesson 2
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Camilla admits she likes
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Figure 2.4 ET writing sample from Unit 1 Lesson 2
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‘ QUESTIONS RESPONSES ﬂ Total points: 8

6 responses :
QUESTION INDIVIDUAL Accepting responses .
Insights
Average Median Range
7.67 / 8 points 8/ 8 points 6 - B points

Total points distribution

# al respondanls

o 1 2 3 4 5 B 7 )
Faints scored

Figure 2.5 Results of students’ “Word Hunt” google form activity, Unit 1 Lesson 3
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Figure 2.

writing sample from Unit 1 Lesson 4
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Name:

Cause Effect Picture
CQO’M’//D Never \f 5
exls lima -

bef)(ﬁ'

Com;\h hkﬁ

iy

(amilla become

TiN\C foe P{C’alglt
of Allegiance

Q 3(3(\“’ Fﬂ l / 4
C’)(‘(\'\\l’) S 7"/‘(’re<j
Toen Ay f Ghite A

HW ¢ 3nd SL\L

GU+ .Ir\ Q*grs-

bruki

Figure 2.7 JV writing sample from Unit 1 Lesson 4
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Wnte 3 fentencef With new words (rom

mc):(momrv
[\/\/O\A) MOU 1my T IMNIzings

% C]W\'\\‘e: 'S CON\P'C*C”J )"J:’"T,ﬁ‘ (
|

Use Seard’) to  #ypPe ana, ﬁ/w( etecinaran

and_ PSycholoaisr.  Write 2 Sentences Lon
J&N\ b
+he word s

Super Teacher Worksheets — www.superteacherworksheefs.com

Figure 2.8 ET writing sample from extra practice material, Unit 1
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Wote 3 fentencel with new words Crom

Qur (JIU'IOI\O\FV

CAmilo._ Qi+ mens.

1 T Mo S4de g 9o 1<
COMLa 3de Y eL\e \Jea.
Py

O CTOF Sv{e ViTUS Con+ad [0

(/156 SCC(FCI’) to  type aﬂd ﬁﬂﬂ( etecrinaran

and esychologist Wr:+e 2Nftentencel G
J__~\~L\,

the  words

Super Teacher Worksheets ~ www.superteacherworksheets.com

Figure 2.9 JV writing sample from extra practice material, Unit 1
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Date: o

Writing Parts of a Story

Title: T N @

] ne
[\‘\u(k (\O\/Q{) A,
5“@3 house, "8 ;

iy |
ﬂ Crse v )ﬂ o%pe 5‘ /},} Y ‘ w

Mlddle (Problem)
] h O(\ e |nn|n% o The thel
T g O P 9();. the bww /Y"‘kn e \\;\0‘ ‘ﬁ wise

: (¢
‘{'l”\e/ +\'\(€C i'H\C d"\O Or\c’ dfuﬂ/ Dr"300 e Coe i ,),

Sett Characters:
\N@C \ ?Sg ; - i :

mgkc 3OUF hOUSf\\ Sf\c ‘H'\f‘t‘ i fH‘ CJ(;O gl’w’ S 3 dine Y
5ol mons olf. Coretel B “T con 1o Fe hopc o v 3
old BB [ o et in 3) L will Kk

' £
Dragon it s0 don9em,,,3< Ccorety heok) a or 8 = O‘OW £ire house Ahree
(50(\‘4' " l'\c, A \ivrle f

vie AP?}QQ@ ! \ A,

Two drzr\j ~S0Juti Wi

End;
Us 54-( \/\//’\(F\ ‘n;l— ok-2 -/I r /\uvse
house, F‘?fgc Q'VC me OAj tddoa anre (:m‘n,‘ %\N -
N T
(\:)90’:\ PWCOmIm I u/?rd’n N \\ous h (\/qu U}f\k
0 | e N/ho;rw I willeny JW‘(, HOWL.F Josiny ™"
ll’f {( Pun {‘4361\ W Sm(‘ 90\ ) Tﬁ( e(\i

\(k The i

Busy Teacher's Café © 2005 www.busyteacherscafe.com

Figure 3.1 ET writing sample for Unit 3
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Story Checklist v/

Does your story have:

\{_Characters

~

Bad Character(s)

Settings

i Problem/Conflict
A_ Resolution

___Plot

/ _(_Good Character(s)

pile 2
IS lt n order' First Second Third Fourth Fifth
qst 2nd 3rd 4th 5th

N Beginning _\[Middle il’ind

__/StoryWords X
1. Once. pen aTime

2. Qoe Joy :

3. Maxﬁ

Figure 3.2 ET checklist for story elements. She used it to make sure she had all the parts
needed.
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ﬂ'\a "ngz HH“ Jlr\o 3

buite +‘0Q et Worker this mok e c3a hel

2 The Fhagie [‘“—(\f dine o5 i con giw
me  wood h e pleo%c,?"'suq’." ﬁ.\rga Jino makd
<

3-On< SM; 4L’5< ‘\H"-’ 4'\(\0 Aaa -
bl')ck r;,;\., qu LQJ (Jf")?""LH"‘“. {s ilw e

CUA in house s $03gn 539 L wony
. Jioe be rothy

{f\ouccﬁ" WojAc;no‘\ 5909 L
Howevad® 57d Togen wos Athack by

house dowm H\r‘ee, ‘i*“e (J;M\ cun Iwags

Figure 3.3a ET writing sample, story draft. ET wrote independently. 1 of 3
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49

Figure 3.3b ET writing sample, story draft. ET wrote independently. 2 of 3
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% K '3, T .
J\JLC\/\/ZF }’\Ougg‘ B/ (
Flower B B be

DN

Does vhe drajun

‘oew“f 9"“‘22
df‘;;?g ke £ lower

mc- f}\rct’ 52
e o (290/\ ((\4‘}\\@
(\oujq bevone fried , A

9| . Jrwi

1

B B b@c%'\g le

?{U/V/ ('

{\)(') £b iJLtr :

Figure 3.3c ET writing sample, story draft with teacher notes. ET wrote independently. 3
of 3.
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Figure 3.4a JV writing sample for Unit 3, with teacher notes
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Characters:

_ Beginning: A Middle (Problem):

aod CuPY M Aao 0000000

home (0 d Blow NOUSE doun y

C0m6 (MY MYhohe /‘}0
Plow house ggyn

+ Solution: End:

M (i ye T lowey B9 bod-d0]
"OUSE Smey 90| 0 Py S
M my’S

MO mmy

Busy Teacher's Café © 2005 www.b!s;wé;?erscofe.cgm 009 —C/ﬂ II»%
OMG. 0 & |

Figure 3.4b JV writing sample for Unit 3, without teacher notes
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Date:

Story Checklist ¢/

Does your story have:
£Characters 9 n? w° Y

latd

3;7Good Character(s) __ Bad Character(s)

___Settings
_/Problem/Conflict
__ Resolution
__ Plot
® 600
IS lt n order? First Second Third Fourth Fifth
13( znd srd 4('\ slh
___Beginning ___Middle __End
____Story Words
1:
2
8

Figure 3.5 JV checklist for story elements. He used it partially.
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ATvree ite dooUde

/]
/

dowh

Ui
I 0ust Brick Put vo

Foom Wi

/ 2 T MANE harCBlonibon se

.« RGN Blgw houoe
down T MKEFove

Slowess

Figure 3.6a JV writing sample, story draft 1 of 2.
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Figure 3.6b JV writing sample, story draft 2 of 2
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Next day, three dino play

together. Black dino saw big bad
dragon. Dinosaurs run in house.

Dragon says “l want will in the
house”

“No, no, no”

“I will attack you”

Three little dino run

Figure 3.7 Sample of ET story slide. Only displays half to prevent GIF of student from
being seen on the right.
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