
http://ijelt.sciedupress.com              International Journal of English Language Teaching            Vol. 9, No. 2; 2022 

Published by Sciedu Press  8                     ISSN 2329-7913  E-ISSN 2329-7921 

How to Incorporate Language Form, Function, and Structure in the SIOP 
Model Lessons 

 
Leila Lomashvili1,* 

1Shawnee State University, Portsmouth, OH, USA 
*Correspondence: Shawnee State University, Portsmouth, 940 Second Street, OH 45662, USA. Tel: (740)-351-3329. 
E-mail: lalomash@email.arizona.edu  
 
Received: June 7, 2022        Accepted: July 6, 2022    Online Published: July 18, 2022 
doi:10.5430/ijelt.v9n2p8       URL: https://doi.org/10.5430/ijelt.v9n2p8 
 
Abstract 
The paper looks at the current practice of CBI (Content-Based Instruction) and the Sheltered Instruction Observation 
Protocol (SIOP) Model as dominant methodological approaches of teaching a foreign or second language (FL/SL) and 
proposes some useful teaching strategies for the development of L2 skills not only in the public school system of the 
USA but for similar teaching environments in other countries where English is a medium of instruction of at least a 
few content subjects. The paper specifically addresses the difficulties many in-service and novice teachers experience 
during the SIOP lesson planning to come up with meaningful language teaching objectives in order to facilitate learning 
of both content and all four basic language skills such as reading, writing, listening, and speaking (Bautista & 
Castañeda, 2011, Bigelow & Ranney, 2005, among others). The main proposal of the paper on how to advance these 
skills is informed by the best practices of teaching and learning that follow English Language Development (ELD) 
standards of certain states and International TESOL standards. With these guiding documents and teaching principles 
drawn from a variety of reputable sources, the paper offers some hands-on strategies and teaching scenarios that could 
potentially enhance the focus on linguistic form, function, and structure during content lessons to facilitate L2 learning, 
and this focus includes word decomposition skills that are instrumental in vocabulary learning and complex syntactic 
structures such as passives during teaching Social Studies and Math lessons. The paper will be useful for both in-
service teachers and teacher candidates who are preparing to deliver sheltered courses of various subjects in schools 
such as Math, Science, Social Studies, Language Arts, and so on. The paper also touches on the division of labor 
between content teachers and ELS professionals on how they need to collaborate to be able to better serve L2 learners 
at the various stages of L2 skill development. 
Keywords: SIOP model, CBI, language objectives, language form, function and structure 
 
1. Introduction 
Content-Based Instruction (CBI) has been around for quite some time now, and it refers to an approach in which 
teaching is organized around the content or information that students need to acquire, rather than around a linguistic 
or other type of syllabus (Richards and Rogers, 2001, p.204). Essentially, this approach builds on and develops all four 
language skills through teaching various content subjects such as math, science, where the main focus of the instruction 
is on the attainment of content area objectives. However, throughout the initial years of teaching L2 learners with this 
approach, it became clear that in order for students to be successful in content subjects they need to master language 
objectives to the same extent as content ones. Thus, in late 1990s, it became essential to incorporate language teaching 
objectives in every science, math, or any other subject taught at school. Therefore, the SIOP Model emerged as a 
framework for teaching not just ELLs (English Language Learners) in the USA (Echevarria, Vogt, and Short, 2017), 
but mainstream students at public schools whose native language is English. The need for planning language objectives 
during content lessons required better prepared teaching professionals for executing the dual task of teaching both 
content and language. The SIOP Model became a popular approach of teaching in various countries where English is 
a medium of instruction of at least a few subjects (Inceli, 2015; Kareva & Echevarria, 2013; among others). In schools 
where even a few ELLs are enrolled, it is necessary to implement all eight components of the SIOP Model to ensure 
that every child has an equal opportunity to acquire academic literacy and advanced language skills during their 
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formative years at school. 
Given the above background of the SIOP Model and CBI, the main goal of the paper is to propose a teaching model 
of a Social Studies and Math lessons, which will incorporate some of the eight SIOP principles to illustrate how 
language form, function, and structure can be included in planning and executing of these lessons.(Note 1) The paper 
will also provide a guide on how to enhance language objectives during lesson planning process so that ELLs have a 
better uptake of language structures and functions in their everyday learning situations. 
The rest of the paper is organized as follows: Section 1.2 reviews the literature on the SIOP Model, Sections 2.1 and 
2.2 propose the model lessons in Social Studies and Math where the principles of this model are implemented, and 
Section 3 concludes the paper.   
1.1 The SIOP Model and Its Objectives 
This section gives a brief outline of the SIOP model and its 8 components along with the background information on 
how language form, function, and structure have been incorporated in science and other subjects. To start with, EVS 
(2008) define the SIOP as a model of teaching whose primary goal is to scaffold ELLs in a variety of school contexts 
by implementing eight basic lesson parts listed here for convenience: 
(1) 
a. lesson preparation 
b. building background; 
c. comprehensible input; 
d. strategies; 
e. interaction; 
f. practice & application; 
g. lesson delivery; 
h. review & assessment (Echevarria, Richards-Tutor, Canges, & Francis, 2011). 
According to the above breakdown of the lesson delivery and structure, the focal point of lesson preparation includes 
a clear explicit statement of language teaching objectives, which should be read out loud at the beginning of the lesson. 
Every student should be aware of these objectives and how they will be achieved by the end of the lesson or study unit. 
Besides the clear statement of language objectives at the beginning of the lesson plan, these objectives also require 
explicit instruction while delivering content material, including procedures such as modeling, explanation of learning 
strategies, oral production activities with support and feedback, as well as assessment (Klinger, et al., 2012). Typically, 
content objectives identify what students will learn in the lesson, while language objectives address the aspects of 
academic language which will be developed and reinforced. As mentioned above, language objectives should be read 
aloud at the beginning of the lesson so that both teacher and students understand the lesson’s purpose, and these 
objectives will be reviewed at the end of the lesson to determine whether they were met or not (Himmel, Short, Richards 
& Echevarria, HSRE, 2009, p.2). HSRE recommend to implement the following four steps the teachers can take to 
create language objectives by following EVS (2008), Chapter 2: 
(2)  
a. Decide what key vocabulary, concept words, and other academic words students will need to know in order to talk, 
read, and write about the topic of the lesson. Those words must be taught as a language objective. 
b. Think about the language skills necessary for students to accomplish the lesson’s activities. For example, will 
students be reading a textbook passage to identify the stages of mitosis? … Acquiring the skills necessary to carry out 
various content tasks might be the focus of language objective; 
c. Identify grammar and language structures common to the content area. For example, many science textbooks use 
the passive voice to describe the processes… writing with the passive voice or comparative phrases might be a language 
objective;  
d. Consider the tasks that the students will complete and the language that will be embedded in those assignments. If 
students are working on a scientific investigation together, will they need to explain the steps of the procedure to one 
another. The language objective might focus on how to explain procedures aloud (HSRE, p.2). 
HSRE provide the lesson sketch for a science topic, which includes only four parts of a typical eight-part SIOP lesson 
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starting from learning the new vocabulary, providing frequent opportunities for interaction between students, on the 
one hand, and student-teacher interaction, on the other. At the next step of review and assessment, the researchers 
embed formative assessments for the same topic, and these forms of assessment identify the murky areas of content 
that need to be clarified, explained, or revisited. With the example of Word Splash (Ur & Wright, 1989), they illustrate 
how the teacher can assess the students’ uptake of a new vocabulary. However, the article does not discuss the 
summative assessment for the unit that can be a more substantive measure of student learning such as a short essay or 
even a quiz, or anything of this nature. Overall, in planning of any content lesson, the researchers demonstrate how the 
observations on the form, function, and structure of academic language can facilitate the higher achievement on both 
content and language objectives. 
Furthermore, this paper proposes that in-service teachers regardless their area of teaching should be prepared to not 
only teach their own content subject but efficiently plan for language objective in every lesson plan. The 
implementation of this requirement for teacher training programs is not too far-fetched because the most robust 
curriculum of teacher preparation programs in the USA and other countries includes at least one introductory course 
in Linguistics to increase the future teachers’ awareness about language form, function, and structure along with 
pragmatics and other areas of language. On the other hand, it is not a secret either that many students in teacher training 
programs dread the only linguistics class they need to take throughout their training (Freeman & Freeman, 2014). 
Many researchers have emphasized the need of pedagogical language knowledge (PLK), which pre-service teachers 
need to achieve as a part of their training programs (Andrews, 2006), and this knowledge includes three main areas to 
make teaching of L2 attractive and engaging for students:  
(3) a. metalinguistic awareness (Knowledge about language’s systems and structures), b. Knowledge of learners second 
language learning processes, and c. pedagogical content knowledge, all three comprising teacher language awareness 
(TLA, Andrews, 2006). The above three components of TLA can be achieved through teacher training curriculum 
which along with the content area knowledge will emphasize the need to teach just one foundational course in 
Linguistics, which will include the topics from all three areas of TLA mentioned above.  
It should also be noted that Bigelow, Ranney, & Dahlman (BRD, 2006)’s focal point is to avoid “the stark” division of 
language and content by “formulating contextualized language objectives and ensuring that they are addressed in the 
lesson procedures” (p.42). This means that mere reading of passages containing the observable grammatical features 
such as conditional sentences is not enough for learning the complex structure of tense in conditional sentences. Neither 
teaching of grammatical form and function of unrealistic actions expressed in some conditionals is a plausible strategy 
during the planning of content lessons, but rather students should be given multiple opportunities to “accidentally 
notice” the formal properties of various types of conditionals, which may not even be explicitly used in a given content 
text. Therefore, the proactive planning of language objectives should include not just the structures that actually appear 
in the text, but more importantly teachers should go beyond this text and support student language learning with 
hypothetical scenarios, which can be developed based on the given text. The example of content text that they give is 
The Arctic Transect (2004) about the experience of Inuit people who live in the polar regions of Canada and Eastern 
Greenland and are daily challenged by living in some of the worst climactic conditions on the Earth. During the lesson 
planning process, BRD suggest to include the discussion points which can elicit some of the hypothetical survival 
techniques that students themselves might need if they are faced with the necessity of survival in similar conditions. 
Such hypothetical scenarios can be expressed with the conditional sentences of the type: “If I were stranded in the 
Arctic, I would need shelter” (p. 51). According to the paper, practicing language within this scenario would help ELLs 
to further their skills about conditionals. 
Following Larsen-Freeman (2001) and Celce-Murcia & Larsen-Freeman (1999), BRD sketch the following triangle to 
represent all three components of language objectives (language form, function and structure) with learning strategies 
as connecting devices involved in various language tasks: 
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(4) The Connectionist Model (BRD)                                                 
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                                Content materials and tasks 
 
 
 
                      Strategies                         Strategies 
                                                                
 
 
 
 
              Functions               Strategies          Structures 
              Academic Language                        Academic Language 
              Literacy                                  Text Organization 
                         
 
 
 

Figure 1. The Connectionist Model Connecting Language Form, Function, Structure/Materials and Learning 
Strategies 

 
The triangulation of language teaching material alongside language function and structure is very similar to the model 
where the language form is the first element to be observed in any given text. (Note 2) The strategies that connect 
language form, function, and content tasks have come into focus of language educators after Chamot & O’Malley 
(1994) and Chamot, et al. (1999), Oxford (1990) introduced these strategies as part of lesson planning process and 
urged to include them along with the language teaching materials and objectives. The so-called Connectionist Model 
utilized in this paper also includes language learning strategies as part of the proactive lesson planning process and 
will be factored into every lesson plan that teaches language objectives. In what follows below, it is shown how an 
ESL professional in collaboration with content teachers should design language objectives so that these objectives 
greatly enhance ELL language awareness and moves them from low levels of language competence to an advanced 
step-by-step.  
2.1 The Analysis of Language Form, Function, and Structure in Social Studies Lesson 
Since morphological analysis of various words is one of the basic skills in acquiring second language literacy and the 
ability to recognize the patterns of various affixes in English, it is important to continue teaching these skills at a higher 
level of school curriculum when students increasingly encounter new academic vocabulary and more complex words. 
The next example for the development of morphological knowledge comes from the following excerpt drawn from 
Martin Dugard’s book on British explorer David Livingston and American journalist Stanley titled Into Africa: The 
Epic Adventures of Stanley and Livingstone:(Note 3) 
(5) Livingstone didn’t emerge unscathed. The continent had insinuated itself into his appearance, giving him bearing 
and presence, set him apart from other men. The narrow face with hound dog eyes become taut, furrowed and tanned 
from day after day squinting into the sun. His Scottish burr had an African inflection and his lips struggled to form 
English sentences after years of wrapping themselves around Bantu’s many dialects. Hookworm thrived in his belly. 
He was chronically anemic. And of course, there was a famous left arm, permanently crooked after a lion bit deep and 
shook Livingstone like a rag doll. Not only Livingstone survived the mauling with a preternatural calm, but also set 
the bone and sutured eleven puncture wounds himself, without anesthetic. Later he said that his time in the lion’s jaws 
was an epiphany. He’d learned a secret that made him unafraid of death. (p. 4)     
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The above excerpt can be used to highlight several morphological phenomena as well as vocabulary knowledge, all of 
which fall under the language form, function, and structural analysis. The book can be used in the 6th grade Social 
Studies class and with the help of the TESOL professional the text can be analyzed for word families that have common 
formal properties, the function of free and bound morphemes within the members of word families, as well as roots 
and affixes. In addition to the above points, the excerpt can also further students’ knowledge of inflectional affixes 
such as -ed and their function. In what follows, these points are explained one by one. The language objective for the 
unit or a lesson discussing this topic can be formulated as in the following: Students will practice to decompose the 
members of word families into constituent morphemes and gain understanding of free versus bound morphemes in 
words.  
 
First, observe that four denominal and deverbal adjectives in (5) form a word family due to the affixation of the -ed to 
a lexical morpheme, which is Root in all these instances. A teacher should lead students to break up all four words 
highlighted with the italics in (5) as stated below for convenience: 
(6)  Word Family and derivational analysis 

a. Unscath-ed- adj. → adj.  
b. Furrow-ed- n. → adj. 
c. Tann-ed- v. → adj. 
d. Crook-ed-n. → adj.  

Each word in (6) is derived from the lexical morphemes such as roots that initially may function as adjective (scathing), 
noun (furrow) in (6b), verb (tan) in (6c), and noun (crook) in (6d). By adding the suffix -ed to the root word, this suffix 
either changes the word category or does not, but those words that don’t change the category will have a different 
meaning as a result of affixation. For example, the addition of the -ed to ‘crook’ changes the word category from noun 
to adjective, and the suffix also changes the meaning of the Root into having a certain property expressed by the Root. 
The distinction between noun and adjective Roots in crook-n vs. crooked-adj can be used to explain the function of 
the suffix -ed not just as the marker of the past tense or past participle but also as a derivational affix because it changes 
one category of the word into another (Contemporary Linguistics, CL, p.132). The same function of the suffix -ed 
(Note 4) can be analyzed in (6a-b-c). In all four adjectives, after the suffix -ed is added to roots, the latter are 
transformed into the complex words that have different meaning as well as function in any given sentence. In addition 
to derivational vs. inflectional distinction, the teacher may also draw the attention to the free vs. bound morpheme 
contrast in these complex words since ELLs may not be familiar with these notions. Lexical morphemes such as furrow, 
tan, and crook, etc. are free morphemes, but SCATH- is not free because it requires the additional -ing to be able to 
function as a free morpheme: scathing. The affix -ed is always a bound morpheme because it should lean to the Root 
to be able to express grammatical meaning. As it was shown above, this affix can be either inflectional when it marks 
the past tense or past participle, while in the excerpt in (5) the same affix is derivational as it changes category and 
meaning of the words it attaches to. 
The same excerpt from Dugard’s novel can also be used to teach semantic peculiarities of several words that may not 
be familiar both for mainstream students and ELLs. For example, the expression “his Scottish burr had an African 
inflection” may be confusing due to the polysemous meaning of the word ‘inflection’ and not so clear interpretation 
of ‘burr’ is various online dictionaries. Webster’s New World Dictionary defined “burr’ as “the trilling of r” (p.59), 
indicating the opposite property of English Retroflex r sound. The teacher should explain that trilling is always 
associated with Spanish r sound as in perro (‘dog’) to make the meaning of the word burr clear. However, ‘inflection’ 
can be interpreted as a grammar term as used in that context but in fact it also means ‘A change in the tone of voice’ 
according to Webster (p. 222). Thus, the sentence should be explained as a change in Livingstone’s Scottish 
pronunciation and the tone of voice due to his learning of Bantu languages and dialects throughout his lengthy travels 
in the African mainland. After the above explanation, the students will become familiar with the phonetic properties 
of /r/ sound in various languages and grasp Livingstone’s path as a second language learner himself.  
Additional linguistic features worth of noticing in (5) are several complex and foreign words such as ‘preternatural’ 
and ‘epiphany.’ This word consists of two morphemes: preter + natural in which the initial ‘preter’- expresses the 
meaning of ‘beyond’ or ‘above’ when added to another Root ‘natural’. The affix preter- is not productive in English 
occurring only in a handful of words such as ‘preterite’, which is a grammar term for past tense in certain languages. 
The teacher should simply lead the students to analyze the form of the complex word ‘preternatural’ as consisting of 
two morphemes both of which can be independent free morphemes. The word formation process involved in the 



http://ijelt.sciedupress.com              International Journal of English Language Teaching            Vol. 9, No. 2; 2022 

Published by Sciedu Press  13                     ISSN 2329-7913  E-ISSN 2329-7921 

building of the complex word preternatural can be compounding because both morphemes in this word can stand on 
its own as free morphemes and mean “beyond or above natural, super-natural.’ For the functional analysis of ‘preter-’, 
it can be shown to the students that it is a preposition added to the adjective root ‘natural’ as a prefix and similar words 
include but are not limited to the following: over-look, under-estimate, super-impose, and many more all consisting of 
the preposition and Root (noun or verb). The decomposition strategies discussed above are well-known in 
psycholinguistics literature and can be productively used during content lessons for learning new vocabulary (Coughlin 
& Trembley, 2014, Zimmerman, 2014 among others). 
Another word of interest in (5) is ‘epiphany’ which has a Greek origin and religious meaning referring to the Christian 
feast day commemorating the revealing of Jesus as a Christ to Gentiles (Webster). By using this word in the context it 
occurs, Dugard shows the degree of super-human qualities Livingstone possessed as an explorer and how these 
qualities elevate him above the mortal status of typical humans. Livingstone came to terms with the death because 
during those times Africa was hardly known to Europeans with numerous dangers posed to travelers by nature. With 
one word like ‘epiphany’, students learn about Livingstone as a fearless individual, a true hero who would meet lion’s 
mauling as an epiphany, i.e. with super-natural composure and endurance.  
In addition to the vocabulary analysis demonstrated in the above, students should be given ample opportunities to use 
this new vocabulary in creative ways and new contexts as the SIOP Model affords to teach. For example, a hypothetical 
scenario of traveling through Africa in 19th century can be imagined as a possible way for using a newly-learned 
vocabulary, and students should be given an opportunity to express their own issues in those hypothetical situations 
with the words they learned from Dugard’s novel. This can be done through a collaborative writing assignment that 
can be completed in class after which students will read their own samples in groups of three and four and provide 
feedback to each other.  
With the above analysis of language form, function, and structure, students learn how to observe language form which 
is the very first component of Larsen-Freeman (2001) and Celce-Murcia & Larsen-Freeman (1999)’s model of 
language teaching. This was expanded by (BRD (2006) into the Connectionist Model as shown in (2). The above 
analysis explained the formal properties of deverbal and denominal adjectives and other structures with the 
decomposition analysis of words into the constituent morphemes. Furthermore, these morphemes have been analyzed 
based on free vs. bound morphemes and inflectional vs. derivational classes. The latter classes can be roughly 
considered as a functional analysis of words in which students learn to notice different functions of affixes and 
ultimately the meanings of words and entire utterances. In addition to form and function, the above lesson encompassed 
a few but important features of academic language, language-specific polysemy and the distinction between various 
meanings of words such as ‘inflection’ and ‘epiphany.’ The discussion above did not touch on the teaching strategies 
of the above components due to space reasons though.  
2.2 Teaching the Passive Voice through Fractions in 5rth Grade Math Lesson 
Another overarching structure which always poses challenges to ELLs is the passive voice, which is illustrated with 
the Math lesson in this paper. Ohio’s Instructional Guidelines and Resources for ELs (based on ELP standards, 2015) 
mentions the passive structure in the seventh grade of middle school, standard 3 for English Language Arts when a 
teacher assigns a summary of the book read earlier. This standard is formulated as follows: “An ELL can speak and 
write about grade appropriate complex literary and informational texts and topics” (p.103). The challenges of teaching 
fractions due to its prolific use of passive constructions are also noted both for ELs and mainstream students in 4th 
grade (Diaz-Rico, 2014). Diaz-Rico quotes Carrasquilo & Rodriguez (2002) who say that students may be confused 
by the following jargon: “Nine is divided by three,” or “Thirty is represented by one-half of sixty” (Diaz-Rico, p.136). 
Common Core Standards puts a greater stress on ELLs by expecting them to use “journal entries and other kinds of 
writing to write about their math knowledge. This places an increased stress on English learners, as they are expected 
to learn math verbally as well as numerically in a second language” (Diaz-Rico, p.137). 
During the lesson on fractions, teachers should make sure that children already have the background knowledge of 
adding, subtracting, multiplying, and dividing. It is also to the advantage of students if before the fractions’ lesson they 
have a brush-up on how the passive works at the syntactic level. The text on fractions here is intended to be taught by 
an ESL professional who will pre-teach this topic so that the math (content) teacher can focus on content-related 
objectives such as word problems and the examples of fractions themselves. The following type of background on 
passive structures obtained in the ESL class will be helpful for children to easily transition to passive structures used 
in the Fractions Textbook for 5th Grade: 
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(11) “A FRACTION  is a number that represents a ratio or division of two numbers.  A fraction is written in the form 

. 

The number on the top a is called the numerator. And the number on the bottom is Denominator. The denominator 
tells how many equal parts there are, for example, pie parts; the numerator tells how many equal parts are taken. For 

example,  is a fraction whose numerator is 5; 

Denominator is 8; it represents taking 5 of 8 equal parts, or 5 divided by 8;” (Rosenberg, 2004, p.9).     
(12) Word Problem 1: 
There is one big pie in the picture and David ate 3 pieces of this pie in 4 days. How do you express how many pieces 
David ate? 

Total 4 pieces will be the denominator while the number of pieces David ate will be numerator:  

(13) Illustration of word problem in (12) 

 
Figure 2. 4-Piece Pie Illustrating Word Problem in (12) 

 
(14) Word Problem 2: 
“If a pizza has 8 pieces how many pizza pies have been eaten at a party where 35 pieces were eaten? 
Since 35 pieces were eaten, we should divide 35 by 8 to determine how many pieces were eaten: 

=4 (Rosenberg, p.11-12).  

This paper shows how vocabulary/verbal knowledge related to passive constructions can scaffold students’ uptake of 
verbal aspects of math language used in the above text, and after mastering the verbal side the understanding and 
mastery of the numerical side will naturally follow, making this task easily comprehensible to 5th graders. To meet this 
end, an ESL teacher should make sure every student understands the words like numerator and denominator marked 
with italics in the above text, as well as the following passive constructions: “A fraction is written in the form”, “5 is 
divided by 8,” “a is called the numerator,” etc. The numeral or fraction in the subject position of these sentences should 
be divided by students who are completing the math task, and that they understand the relationship between the 
numerator and denominator is the same as in the corresponding division: 

(7)   = 5: 8 
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The right side of this equation is a familiar notation that can be expressed with the passive structure in which the 
grammatical subject (one who is dividing 5 by 8) is not visible in the passive sentence, and the active counterpart of 
this passive sentence can be stated as the following: 
(8) a. Passive: 5 is divided by 8 

b. Active: Carol/Ethan divided 5 by 8. 
This sentence is paraphrased into the passive in the textbook because explicitly stating the actor/agent (Carol or Ethan) 
is not important in this sentence (Bullock, et al., 2014). This kind of explanation of the passive structure will make 
other passive constructions in the passage easily comprehensible for ELs such as is called, 5 divided by 8 in which 
AUX is dropped; or thirty is represented by…, etc. The teacher can assign the exercise in which students will express 
fractions with the division using colon as a division mark rather than dash used in fractions. At the next step, the teacher 
will again draw the students’ attention to the formal properties of passives by asking the class to collaboratively discuss 
the following fill-in-the-gap exercise: 
Passive transformation. Put the verb in the parenthesis in the appropriate passive form: 
(9)  
a. Dana swiftly solved the word problem on fractions for her math homework.  
b. The word problem on fractions (be) _________________ swiftly (solve) _________________ by Dana for her math 
homework. 
(10)  
a. John ate 3 pieces of a pizza pie, which was cut into 14 pieces. How much of the pizza pie was 
(leave)____________________ out of 14 pieces? 
b. 3/14 of the pizza pie (be) __________________ (eat) ______________ by John. 
(11)  
a. Theo used 48 Lego pieces to build a robot. The kit contained 142 Lego pieces total. What part of Lego pieces (be) 
_________________ (use)_____________ to build a robot? 
b. 48 Lego pieces (be)___________________ (use)_____________ by Theo to build a robot. 
(12)  
a. David shot the arrow at the target hanging on the peach tree in the backyard. 
b. An arrow (be) ______________ (shoot)____________________ by David at a target hanging on a pear tree in the 
backyard. 
This exercise will prepare students for the word problems that can be completed in the math class led by the content 
teacher, while ESL professional will make sure that students are well prepared for the math jargon and the formal 
properties of the passive voice as shown in the above discussion. The division of labor for teaching academic language 
between ESL and content teachers is possible and would work fine for content teachers to not get overwhelmed with 
the grammatical details of the passive construction, while the math teacher can focus on the new vocabulary and the 
numerical side of fractions’ knowledge instead. The above practice is very instrumental for figuring out the role of the 
AUX and the main verb formation in passive constructions. In my own observation of teaching ESL courses at the 
college level, many international students in English Composition courses were confused about the passive forms and 
especially the AUX be tense used in these constructions. The focused instruction of language form, function, and 
structure will ensure that the formal structure of passive is learned in various content subjects, and the state’s standards 
for the mastery of content and language objectives at a certain level are met by ELLs.  
The section showed how focus on function, form, and structure of various constructions will enhance the more 
expedited uptake of various constructions with greater accuracy and fluency when ELLs become more familiar with 
these constructions after their multiple encounters in various subjects. 
 
3. Conclusions 
In conclusion, the paper utilized the SIOP (EVS, 2014) and Connectionist (BRD, 2014) Models to enhance the focus 
on language form, function, and structure through Social Studies and Math lessons. With the assumption of sheltered 
instruction utilized during the teaching of content subjects, the paper showed how the language objectives of the SIOP-
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modeled lessons should include the focused instruction of language form, function, and structure. The main proposal 
advocated that in addition to a content teacher the ESL professional should also be present in the schools tasked with 
the teaching of specific language objectives and fully carry out the state ELP standards applicable to a particular grade 
level. In an ideal scenario, the ESL professional should teach not just ELLs but their native speaker peers because the 
skills of linguistic analysis discussed in this paper are very much applicable to mainstream students regardless their 
future professional goals as the exercises and assessment materials shown in this paper are also instrumental to develop 
analytical skills that will be useful for acquiring a new vocabulary and academic literacy in English. It is also assumed 
that ESL professionals will collaborate with content area colleagues in planning their language foci by learning ahead 
of instructional time what the most challenging content texts will be covered in a given semester and plan their 
instruction accordingly. The paper will be useful not just for ESL professionals but Language Arts and content teachers 
for planning and executing their lesson plans through the enhanced sheltered instruction of content area subjects since 
student success in content areas heavily depends on the fluency in academic language. Lastly, it is also of high 
importance to develop the instructional guides and manuals that will include a variety of language objectives that in-
service teachers will utilize in their lesson plans to better serve ELLs in their classes. The currently published Sheltered 
Instruction manuals are a big step forward, but pre- and in-service teachers are still in great need of clearly written 
academic language development textbooks that can be used across disciplines and will make the learning of academic 
language conventions easier and accessible to ELLs with a variety of language background. This can be a direction 
towards the future well-being of schools and students alike.  
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Notes 
Note 1. These principles are discussed below, in Section 1.2. 
Note 2. Note that teachers should be aware of general pedagogical theory which states that language structures taught 
in one lesson should not be expected to appear in student production in next lesson. It takes extended time and practice 
before these structures are incorporated in the output with enough fluency and confidence (Weaver, 2008; Freeman & 
Freeman, 2014 among others).  
Note 3. The excerpt is taken from Martin Dugard’s novel only for illustrative purposes and there is no Social Studies 
or any other text to our knowledge that contains this information except the primary source itself. We don’t intend to 
incorporate this text in any future text either. 
Note 4. Although it is evident that ‘scathing’ must be a complex word consisting of two morphemes at least to have 
referential meaning, ‘scathe—’ can be considered a s a bound root that exist in many languages as a dominant type of 
lexical morpheme while in English most of the roots are free morphemes. 
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