
[bookmark: _Toc151447405]English EAL/D (Year 11) – program
11.1 – ‘Reading to write: Transition to English EAL/D’
This resource is a sample teaching and learning program for Year 11, Term 1. In this program, students engage with quality short texts to enhance reading strategies and expand vocabulary through imaginative, discursive and persuasive works. They respond critically and creatively, develop an understanding of form and structure, and refine their writing by analysing language forms and text features. This exploration fosters text appreciation and strengthens their personal voice through careful planning and refinement of spoken and written expression.
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[bookmark: _Toc145666031][bookmark: _Toc151447406][bookmark: _Toc151632386][bookmark: _Toc206157739]About this resource
This sample teaching and learning program has been developed to assist teachers in NSW Department of Education schools to create learning experiences that are contextualised to their students’ needs, interests and abilities for the English EAL/D 11–12 Syllabus (NESA 2024). It provides an example of one way to approach programming through a conceptual lens. More information is available via How to use the English 11–12 sample programs.
[bookmark: _Toc206157740]Purpose of resource
This sample teaching and learning program is not a standalone resource and aligns with the following support materials for the Year 11 program ‘Reading to Write: Transition to English EAL/D’:
Assessment resources: Assessment – 11.1; Student assessment samples – 11.1; Core formative tasks – 11.1
Resource and activities support in Word: Resources and activities – 11.1; Core texts – 11.1
Resources and activities in PowerPoint: Phase 2 – reflective writing – 11.1; Phase 2 – in conversation – Dalton – discursive – 11.1; Phase 3a – text annotations – Dalton – 11.1; Phase 3b – text annotations – O’Neill – 11.1; Phase 3b – O’Neill – lyric, persuasive and hybrid writing – 11.1; Phase 3b – in conversation – O’Neill – paradox – 11.1
Scope and sequence: English EAL/D Year 11–12
Assessment schedule: English EAL/D Year 11–12.
All documents associated with this resource can be found on the English EAL/D webpage of Planning, programming and assessing English 11–12.
[bookmark: _Toc145666041][bookmark: _Toc151447408][bookmark: _Toc151632388][bookmark: _Toc189753234][bookmark: _Toc206157741]Target audience
[bookmark: _Toc145666042][bookmark: _Toc145666043][bookmark: _Toc151447409][bookmark: _Toc151632389]This sample is intended to support teachers and curriculum leaders as they develop contextually appropriate teaching and learning resources for the English EAL/D 11–12 Syllabus (NESA 2024).
[bookmark: _Toc206157742]When and how to use
This teaching and learning program has been designed for Term 1 of Year 11. It provides opportunities for the teacher to develop rapport with their class while getting to know their needs, interests and abilities. The program and associated resources are not intended to be taught exactly as is presented in their current format. Teachers using this program and the associated materials should adapt these to suit their students’ needs, interests, abilities and the texts selected. The resources should be used with timeframes that are created by the teacher to meet the overall assessment schedules.
Teacher note: the blue feature boxes include instructions for the classroom teacher engaging with this program. They provide suggestions for how content could be delivered and links to additional resources.
Literacy note: the pink feature boxes include information about explicit and targeted literacy instruction. These contain links to department resources to support teachers and students in developing key literacy skills within the context of the teaching and learning activities.
Differentiation note: the grey feature boxes include suggestions and strategies to support differentiation for a diversity of learners. The differentiation notes can be found in the ‘Evidence of learning and evaluation’ column of the teaching and learning program.
[bookmark: _Toc206157743][bookmark: _Toc145666044][bookmark: _Toc151447410][bookmark: _Toc151632390]The organisation of this teaching and learning program into phases
This teaching and learning program is organised according to the principles of the Secondary English curriculum team’s ‘Phases approach to conceptual programming – English 11–12’. This program provides success criteria aligned to each learning sequence. These are suggestions only. While success criteria can be presented to students, evidence-based research suggests that it is important to share success criteria with students. It should be discussed and agreed using language the students can understand.


[bookmark: _Toc206157744]Reading to write: Transition to English EAL/D – overview
In this focus area, students will engage with a variety of quality short texts, enhancing their reading strategies and expanding their vocabulary through imaginative, discursive and persuasive works. They are inspired to respond critically and creatively while developing a strong understanding of form and structure in their writing. This teaching and learning program supports students to analyse language forms and text features, refine their own compositions and learn to tailor their language for different purposes and audiences. This exploration fosters their appreciation of texts and strengthens their personal voice as writers through careful planning and refinement of their spoken and written expressions.
Teacher note: the overview establishes the learning goals, identifies what is going to be achieved and the reasons for the content and structure of the program. It should align with the syllabus outcomes and reflects the requirements of the syllabus planning tool, the scope and sequence and the assessment schedule. The value of the learning beyond the classroom should be established along with a connection to the wider world and the relevance to students’ futures.
[bookmark: _Toc145666046][bookmark: _Toc151447412][bookmark: _Toc151632392]Duration: this program of lesson sequences is designed to be completed over a period of approximately 10 weeks.
[bookmark: _Toc206157745]Guiding questions
The guiding questions below outline the direction of the learning for the program. They are developed in relation to the syllabus aim and rationale, the relevant syllabus outcomes and the evidence base. They can support class discussion and help students monitor their learning.
How can experimenting with language improve our use of English?
How do the texts we read for enjoyment and as models of writing help us to experiment with language and form in our own texts?
How does the study of quality literature help us develop insights into the world?
[bookmark: _Toc206157746]Conceptual programming questions
The conceptual programming questions are carefully aligned to outcome content points, and they guide the teaching and learning. These provide the teacher and students with further opportunities to consider the conceptual direction of learning.
Table 2 – overview of the 6 phases and accompanying conceptual programming questions
	[bookmark: _Hlk204345046]Phase 1 – engaging with the unit, the learning community and the focus area

	What personal experiences or emotions can readers connect with in different texts?
How do personal connections with texts shape a reader’s understanding of language?
What are the connections between reading and writing?

	Phase 2 – discovering and engaging with the conceptual heart of the focus area and the connection to the texts

	How are the features of different types of texts used to achieve a range of purposes?
How does initial engagement with a core text reflect other reading experiences?
How can the features of a discursive response be harnessed to express personal understanding of reading and writing?

	Phase 3a and 3b – engaging personally, analytically and critically with texts

	How can knowledge of an author’s context influence reading of a text?
How can an author use the features of a text to create a relationship between author, subject and reader?
How can experimenting with the language devices and stylistic elements of a core text enhance writing?

	Phase 4 – connecting critically and deepening conceptual understanding of the focus area and the texts

	How can texts represent a range of contexts and perspectives?
How can reading provide insights into our world and ourselves?
How do the language features and text structures shape ideas, perspectives and experiences in persuasive and discursive texts?
Note: in this program, Phase 4 – connecting critically and deepening conceptual understanding of the focus area and the texts has been integrated into Phase 3a and 3b.

	Phase 5 – composing critically and creatively in response to the focus area and texts

	How do writers compose persuasive and discursive texts that explore a range of personal, social, historical and cultural meanings?
How do writers employ the features of a range of textual forms to create a text that suits audience and purpose?
How can appropriate metalanguage and textual forms be used to reflect on the processes of writing?
Note: in this program, Phase 5 – composing critically and creatively in response to the focus area and texts has been integrated into Phase 3a and 3b.

	Phase 6 – preparing the assessment

	How can marking guidelines and sample assessment task responses be used as a support for learning?
What are the best strategies for developing and expanding skills in planning, monitoring and refining a composition?
Note: in this program, Phase 6 – preparing the assessment has been integrated into Phases 2, 3a and 3b.


[bookmark: _Toc145666047][bookmark: _Toc151447413][bookmark: _Toc151632393][bookmark: _Toc206157747]Assessment overview
Teacher note: this is a concise overview of the formal assessment aligned with this program and an outline of the formative assessment practices. Note that lesson timing in your context may impact how much students are able to write. Adapt to suit your context as needed.
Formal assessment: students compose a writing portfolio – this portfolio will consist of 2 parts. Part A – students refine and submit their choice of a discursive or persuasive piece (500 words) and Part B – students compose a reflection in class on the due date. In the reflection, they assess the connections made between their work and one of the core texts. They analyse how a significant feature of the selected core text influenced their writing.
Formative assessment: students compose a discursive response on the significance of reading and writing, a discursive letter of gratitude, a persuasive response on the complexities of community and a reflective response on the significance of reading and writing.
[bookmark: _Toc206157748]Outcomes and content groups
The teaching and learning program tables include a column titled ‘Outcome and content’. The syllabus information provided in this column is taken from the syllabus outcomes and the content points found in the Understanding and Responding content groups. The relevant focus area information for Reading to Write is provided at the start of each learning sequence. This sits below the phase and sequence title using the noun phrase ‘Focus area content’.
A student:
EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-02 explains the ways context, cultural references and perspectives influence composition and audience response
EEA-11-03 explains the connections between texts
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
English EAL/D 11–12 Syllabus © NSW Education Standards Authority (NESA) for and on behalf of the Crown in right of the State of New South Wales, 2024.
[bookmark: _Toc206157749]Core texts and text requirements
The core texts for this program are listed below. An overview of the texts and their alignment to the text requirements are provided in the Core texts booklet.
Dalton T (2021) ‘Dear Kath’ in Love Stories, Harper Collins Publishers, Australia. ISBN 9781460760932. The use of this text has been made possible as permission has been granted by Harper Collins Publishers Australia Pty Ltd. The extract contained in this resource is licensed up until March 2029.
O’Neill L (2024) ‘The tent village at Musgrave Park’ in Meanjin 83.4, Melbourne University Publishing, Australia. The use of this text has been made possible as permission has been granted by Lillian O’Neill. The text contained in this resource is licensed up until March 2029.
[bookmark: _Toc206157750]Prior and future learning
Teacher note: a brief outline of prior and future learning is provided. This overview highlights the important learning that should have come before and provides an indication of what this learning can lead to in future. In schools, teachers should refine this information for their context. This helps students make connections and transfer knowledge while reducing cognitive load. It should be acknowledged that this could be challenging for international and Intensive English Centre students who transition directly into the Year 11 course and will not have engaged in the prior learning in Stages 4 and 5.
Some suggested areas of focus to activate prior knowledge could include:
an understanding of the textual features of persuasive writing, discursive writing and imaginative writing – Exploring the spectulative – Year 9, Term 4 and Shakespeare retold – Year 10, Term 3
an understanding of the textual concepts style, code and convention and context
past experiences of reading and writing – Novel voices – Year 10, Term 1
literacy skills that support reading comprehension and writing.
Some potential future links to other programs in the English Stage 6 EAL/D course could include:
exploring representations of personal identity and the diversity of voices that contribute to Australian society – Texts and society – Year 11, Term 2
exploring how ideas, experiences and perspectives are communicated through various mediums and considering the ways in which the content, form and language of the text shapes meaning – Close study of text – Year 11 English EAL/D, Term 3; Close study of text – Year 12, Term 3
developing understanding of how language and storytelling can represent perceptions of themselves and their world – Texts and human experiences – Year 12, Term 4
exploring and analysing the ways that language is used to express the complexities and subtleties of personal, social and cultural identity – Language, identity and culture – Year 12, Term 1
using prescribed texts as models and inspiration for own compositions and deepening understanding of the writing process – Writing – Year 12, studied concurrently.
[bookmark: _Toc145666052][bookmark: _Toc151447418][bookmark: _Toc151632398][bookmark: _Toc206157751]Pre-reading for teachers
The following texts and resources may be useful when preparing to teach this program. All are included in the reference list at the conclusion of this document.
Pre-reading– approach to conceptual programming. The conceptual programming diagram has been included in the resource and activity book for teacher reference to showcase one approach to conceptual programming.
Pre-reading– listening skills. Draw from this resource to adapt the listening tasks included in this program to meet the diverse needs of your students.
Pre-reading– links to prior learning. This resource provides a summary of links to prior learning resources from Planning, programming and assessing English 7–10. Should students require additional support or revision of certain skills and knowledge, you may wish to review these resources.
[bookmark: _Hlk204345877]Classrooms of Possibility: Supporting at-risk EAL Students (2015) edited by Jennifer Hammond and Jennifer Miller. This text is particularly useful for teachers who are new to teaching students learning English as an additional language or dialect (EAL/D). It includes strategies to support at risk EAL/D learners in mainstream classes, ensuring their engagement and equitable access to the curriculum. It also focuses on developing academic language and literacy tailored to their specific needs.
Closing the Reading Gap (2020) and Closing the Writing Gap by Alex Quigley (2022). The principles and strategies outlined in these highly accessible texts have informed the approaches to reading and writing included throughout this program. See especially chapter 7 in Closing the Reading Gap ‘Practical strategies for closing the reading gap’ for the summary of the pros and cons for a variety of reading aloud strategies.
Designing learning for diverse classrooms (2005) by Paul Dufficy. This text is particularly useful for teachers who are new to teaching EAL/D learners. It outlines practical teaching principles to enhance learning design processes, emphasising the significance of whole-class talk in engaging students with challenging activities. It also provides a variety of interactive tasks to help create individual learning sequences that promote meaningful classroom discussions.
EAL/D conversations podcast. This podcast explores features of EAL/D education across NSW government schools, unpacks elements of second language acquisition and highlights practices that support effective teaching and learning for EAL/D learners. Episode 4: Developing strategic readers (28:10) would be particularly useful in its unpacking of what effective reading instruction looks like for EAL/D learners and how teachers can support students to become strategic readers.
Assessing EAL/D learners. This webpage provides information to assist teachers in understanding their students’ levels of English to successfully scaffold support in the learning of language to support access to curriculum content. It also includes information and links to the EAL/D Learning Progressions.
[bookmark: _Toc145666053][bookmark: _Toc151447419][bookmark: _Toc151632399]Scaffolding Language, Scaffolding Learning (2014) by Pauline Gibbons. The principles and strategies outlined in this text have been used to inform the approaches to teaching of language integrated within content. See the text in its entirety for examples of the scaffolding process and activities to facilitate conversation and higher-level thinking.

[bookmark: _Toc206157752]Engage and orient
[bookmark: _Toc148708455]‘Engage and orient’ encompasses Phase 1 – engaging with the unit, the learning community and the focus area (engaging personally) and Phase 2 – discovering and engaging with the conceptual heart of the focus area and the connection to the texts (understanding). These introductory phases build the field and orient students to the scope of the focus area and their learning journey so that work on the core text(s) is contextualised. These phases establish the conceptual heart of the focus area, introducing students to the core texts and key terminology needed for learning. This is also an opportunity to establish classroom routines that foster a positive classroom culture and create optimal learning environments for students.
[bookmark: _Toc206157753]Phase 1 – engaging with the unit, the learning community and the focus area
In the ‘engaging with the unit, the learning community and the focus area’ phase, and the introductory learning sequences, the focus is on building vocabulary and understanding of the concepts of style, code and convention and context through the exploration of metalanguage and its connection to key concepts within the English EAL/D focus area. This phase aims to engage students by establishing an understanding of the focus area requirements and promoting personal connections to the learning material.
Students begin by reflecting on the focus area description. Collaborative learning supports students to articulate their initial observations and questions. This fosters a sense of community as students engage with the texts, allowing them to identify what they will learn and the skills they will develop. Students familiarise themselves with the key vocabulary associated with the focus area, deepening their understanding of the terminology and its relevance.
The introduction of writing journals serves as a significant tool for personal reflection and expression. Students use these journals to experiment with language and document their progress as writers. Through structured activities, students articulate their thoughts, goals and concerns regarding their learning journey, setting the stage for meaningful engagement with reading and writing.
Finally, students access their prior knowledge and connect personally to the acts of reading and writing. They share insights and engage in critical thinking as they begin to engage with the focus area statement and the unit. This collaborative approach not only deepens their understanding of the relationship between reading and writing but also cultivates a supportive learning environment that encourages exploration and self-expression.
Overall, this phase is designed to pique students’ curiosity and establish a strong foundation for their ongoing learning in English EAL/D.
Expected duration: this phase should take approximately 3 to 4 hour-long lessons.
Teacher note: teachers are advised to choose learning sequences and activities from this phase which best suit their class and can be completed in the available time.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
What personal experiences or emotions can readers connect with in different texts?
How do personal connections with texts shape a reader’s understanding of language?
What are the connections between reading and writing?
Table 3 – engaging with the unit, the learning community and the focus area
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
Synonyms and antonyms
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
	Phase 1, sequence 1 – exploring metalanguage in relation to focus area concepts
Focus area content: students ‘build their language proficiency and fluency [to] develop their understanding of metalanguage to use in their own compositions’.
Learning intentions
By the end of this learning sequence, students will:
develop an understanding of the focus area description and requirements
identify and understand key terminology, and its connection to key concepts related to the focus area.
Unpacking the focus area content
Teacher note: to facilitate the group activity below, divide the focus area description into sections and print on A3 sized paper. For advice on how to facilitate effective group work, refer to and adapt strategies from Group tasks in English 7–10.
Literacy note: use a Frayer diagram and Word wall for vocabulary familiarisation to allow for ease of revision and improvement of visual memory and retention.
Initial reflections on the focus area description – students are provided a printed copy of the Reading to write: Transition to English EAL/D focus area description. Teacher guides students through a reading of the description. As they read, students complete Phase 1, activity 1 – introduction to the focus area statement. Students contribute their terms and definitions to a central location in the classroom, referring to this throughout their study.
Familiarisation with focus area vocabulary and expectations – students define unfamiliar terms and phrases from the focus area description. Teacher to refer to strategies for Developing vocabulary in English 7–10 and select and adapt a strategy appropriate to class needs. Focus on creating a bank of synonyms and antonyms for key terms. In small groups, students annotate a section of the focus area description. Students annotate for
understanding: What am I going to learn?
skills: What am I going to be able to do?
Groups share their annotations, and responses are recorded on the board. The class collaborates to create a consolidated list of what they will learn and do in this focus area.
	Success criteria
To demonstrate their learning, students can:
articulate the main objectives and expectations of the focus area in both verbal and written forms
summarise key components and requirements of the focus area
define and explain key terms and their connections to broader concepts within the focus area, using them in discussions and written work.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: use joint construction to model annotating the focus area description.

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Responding
Compose texts that experiment with tone, modality and register for different purposes and audiences
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
	Phase 1, sequence 2 – using a writing journal to develop written expression
Focus area content: students use the writing journal to ‘analyse texts, and plan, draft and refine their own written and spoken texts’.
Learning intentions
By the end of this learning sequence, students will:
understand the purpose and benefits of maintaining a writing journal
explore strategies for using a writing journal to experiment with new vocabulary, phrases and sentence structures learned through reading
understand how SMART goals can be used to develop reading and writing goals.
Introducing writing journals to reflect on language and learning
Teacher note: the information and strategies on the Creating a writing culture in the English classroom, Writing in Secondary Resource Hub and Building a culture of writing in the classroom may be useful in establishing the writing journal.
Understanding the purpose of a writing journal – use Phase 1, resource 1 – introduction to the writing journal to support the development of a writing culture in the classroom. Decide on the most effective way to manage a writing journal – this may be done in consultation with students. Suggestions can be found in the resources listed above.
Recording initial thoughts on the focus area – students respond to the Compass Points thinking routine as the first entry in their writing journal to consolidate engagement with the focus area description. Encourage students to use the language of the focus area in their writing.
N: What do you need to know more about the focus area to feel confident in your learning?
E: What excites you about exploring the concepts and skills outlined in the focus area?
S: What is your initial stance or opinion on the focus area? How do you think it will impact your writing and language development?
W: What worries do you have regarding the focus area? Are there any aspects that you think you will find challenging?
Setting a reading and writing goal – students participate in a brief one-on-one discussion with the teacher to establish specific learning goals for reading and writing, informed by their reflections from the Compass Points thinking routine. Teacher to refer to Phase 1, resource 2 – setting SMART reading and writing goals to facilitate this process.
	Success criteria
To demonstrate their learning, students can:
understand and articulate the purpose of using a writing journal, specifically as a tool for reflection and personal expression
incorporate vocabulary and phrases from the focus area description into journal entries
articulate reading and writing goals using SMART criteria, demonstrating clarity in what they aim to achieve.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 1, sequence 3 – accessing prior knowledge and connecting personally to reading and writing
Focus area content: students ‘read, view and listen to quality short texts from a variety of modes and mediums’.
Learning intentions
By the end of this learning sequence, students will:
connect their own ideas about reading and writing with those of their peers
engage in critical thinking by taking notes and using a graphic organiser to record key points from audio-based texts
identify and discuss common themes in reading and writing by sharing insights in group discussions and reflections.
Teacher note: the Cornell note-making method, detailed in Novel voices – Year 10, Term 1 – Phase 3, enhances listening skills by providing a structured approach that highlights key information and promotes active engagement.
Reflecting on personal connections to reading and writing
Brainstorming what we know about reading and writing to build the field – students contribute to a class brainstorm sharing their answers to the prompts below. Student responses could be recorded physically on a whiteboard or digitally through a shared Microsoft Word document or Canva.
What comes to mind when you hear the words read and write?
What skills do you believe are important for both reading and writing?
What do you think the relationship is between reading and writing?
Drawing on the brainstorm, students write 50 to 100 words in their writing journal persuading a peer of the importance of the relationship between reading and writing. Encourage students to use a combination of text and visuals, for example, a Venn diagram.
Connecting personal insights with others’ ideas on reading and writing – students are divided into groups and view either the TED video The power and importance of reading | Luke Bakic | TEDxYouth@TBSWarsaw (3:10) or the YouTube video The Power of Writing | Priyankha Kamalakannan | TEDxYouth@TFIS (from 1:24–4:43). Students take notes using the Cornell note-making method in Phase 1, activity 2 – thinking about reading and writing and complete the activities including a Frayer diagram to make connections and consider the role of reading and writing in their lives. You may choose to screen How to Use Cornell Notes (4:04) to support understanding of this note-taking method.
Exploring the power of words through reading, responding and discussing – students complete a Gallery walk, with quotes and images provided in Phase 1, resource 3 – quotes and images about reading and writing. Using Phase 1, activity 3 – quotes and images about reading and writing gallery walk, students respond to these using the See, Think, Wonder thinking routine. Teacher facilitates a class discussion where students identify and explain key values or ideas reflected in the quotes and visuals.
Checking for understanding – students identify on a sticky note or in a centrally shared location: one thing they have had confirmed, one thing they have discovered and one new question they have about the relationship between reading and writing. Students and the teacher organise these into groups of similar headings. The class discusses the responses.
	Success criteria
To demonstrate their learning, students can:
connect ideas about reading and writing with their peers through discussion
demonstrate critical thinking by taking clear and organised notes and using a graphic organiser to summarise key points from the audio texts
identify common themes in reading and writing by discussing and reflecting on insights shared by peers as part of the gallery walk.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: use a Concept map as an alternative to the Cornell method. Depending on student need, use different videos or just the one.
Adjust the number of quotes and visuals to manage cognitive load and ensure images used are appropriate for your context.


[bookmark: _Toc148708456][bookmark: _Toc206157754][bookmark: _Toc145666054]Phase 2 – discovering and engaging with the conceptual heart of the focus area and the connection to the texts
In the ‘discovering and engaging with the conceptual heart of the focus area and the connection to the texts’ phase, students enhance their understanding of how different writing forms serve various audiences and contexts. Through student-centred discussions, they reflect on personal and social reasons for writing, connecting their experiences to a range of textual forms. Activities like text analysis and collaborative discussions activate prior learning and deepen understanding of the processes and features of persuasive, discursive, reflective and imaginative writing.
Students also examine their relationships with reading and writing by sharing significant works, fostering community and critical thinking. Formative tasks, such as composing a discursive response on the importance of reading and writing, help them apply their learning and reflect on their development as writers. Introducing core texts at this stage sparks interest and lays the groundwork for deeper analysis in later phases.
Students explore the requirements of the assessment task, reflecting on their strengths and establishing goals to support their success in the task.
Overall, this phase fosters critical engagement with both the conceptual and practical aspects of writing, setting the stage for students to develop their personal voice and confidence as they navigate the complexities of various text forms.
Expected duration: this phase should take approximately 6 to 7 hour-long lessons.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
How are the features of different types of texts used to achieve a range of purposes?
How does initial engagement with a core text reflect other reading experiences?
How can the features of a discursive response be harnessed to express personal understanding of reading and writing?
Table 4 – discovering and engaging with the conceptual heart of the focus area and the connection to the texts
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 2, sequence 1 – developing understanding and use of form and structure
Focus area content: students ‘develop their understanding and use of form and structure when composing and responding to texts’.
Learning intentions
By the end of this learning sequence, students will:
understand the specific purpose of imaginative, discursive and persuasive texts, exploring the structure and unique features that distinguish them
analyse and discuss how different language choices are tailored to suit diverse purposes and audiences in various writing contexts
reflect on their personal writing experiences and assess their confidence with different writing styles, identifying areas for growth and improvement.
Thinking about why we write
· Introducing the purpose of writing – revisiting persuasive, discursive, reflective and imaginative forms – teacher facilitates a discussion about the reasons people write. Students consider the following questions: Why do people write? What are some reasons you have written something before? Do we always write in the same way? Why or why not? Encourage students to think about school-based and real-world contexts (writing an essay, texting, writing a story, posting on social media). Record student responses on the board or on a shared digital platform. Scaffold student responses with sentence starters such as ‘I write to …’, ‘Writing helps me …’, or ‘One reason we write is to …’.
Exploring the common purposes for writing – students complete Phase 2, activity 1 – the purpose of writing to familiarise themselves with the common purposes for writing by analysing different text examples and reflecting on their own writing experiences.
Exit ticket – students complete an exit ticket that: identifies one new thing they learned about writing today, which writing purpose they feel most confident in and why, and which writing purpose they feel least confident in and why.
	Success criteria
To demonstrate their learning, students can:
identify the purpose and features of imaginative, discursive and persuasive texts
analyse and discuss how language choices change depending on purpose and audience of a text
reflect experience and confidence with different writing styles.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: assess prior knowledge and introduce terms using Phase 2, activity 1 – the purpose of writing based on student exposure to Stage 4 and 5 content. Use the table for visual support, matching or cloze activities.

	EEA-11-02 explains the ways context, cultural references and perspectives influence composition and audience response
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
	Phase 2, sequence 2 – reflecting on personal relationships with reading and writing
Focus area content: students ‘develop insights into the world around them, deepen their understanding of themselves and others, and enhance their enjoyment of reading to strengthen their personal voice as writers’.
Learning intentions
By the end of this learning sequence, students will:
understand the influences on Dalton’s writing by engaging with a podcast interview
share the personal importance of a piece of writing they love
discuss the meaning of the piece of writing and how it relates to their own experiences
reflect on their personal relationship with reading and writing, articulating how these processes influence each other in their development as writers.
Reflecting on a personally significant piece of writing
Teacher note: links to the ‘In conversation with writers’ podcast and introductory information on Trent Dalton are included in PowerPoint Phase 2 – in conversation – Dalton – discursive – 11.1. Ensure devices are organised for the research and listening elements in the activity below. Students may bring a text from their own language background for the show and tell. Remind them that the writing and content must be suitable for the classroom. Consider asking students to submit their text for approval before the activity. This may require translation.
Listening to Dalton on his influences – students listen to In conversation with writers – Dalton – Part 3 – On inspiration (from 2:41–8:23) and complete Phase 2, activity 2 – influences on Dalton’s writing. Students complete a question each in groups then work together to compile answers. Reconvene the class at the conclusion of the activity and consolidate with a discussion about the influence authors have had on Dalton as a writer.
Literacy note: to support students at below-stage literacy, a range of short clips from films that show the transformative power of reading and writing can be used. Films could include Freedom Writers or Dead Poets Society. Ensure clips used comply with the audiovisual requirements of the Controversial issues in schools policy.
· Show and tell, sharing our favourite pieces of writing – students select a piece of writing they feel deeply about, such as a poem, a short story or song lyrics. Students
prepare a brief explanation of its personal significance. The teacher should model this with a text of significance to them.
present their selections in small groups. They discuss the impact of the text on them and share connections to their own experiences of writing. Each group identifies common themes and insights, summarising key ideas from their discussions.
share groups key findings with the class, focusing on the value of diverse perspectives in reading and writing.
Students can record their responses to the different texts in their writing journals, or they can participate in a silent discussion. Details on how to conduct a silent discussion can be found in Exploring the speculative – Year 9, Term 4, in Phase 3a, resource 10 – conducting a silent discussion.
	Success criteria
To demonstrate their learning, students can:
identify key information from a podcast interview using note-taking skills
explain the significance of their piece of writing, discussing its meaning and making personal connections
articulate personal relationship with reading and writing, using examples to illustrate how each process influences the other.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: see Pre-reading – listening skills, for advice on differentiating listening activities.
Based on familiarity with reflective writing, conduct a mini lesson or adapt to create a pre-test using elements of PowerPoint Phase 2 – reflective writing – 11.1.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 2, sequence 3 – What does it mean to write discursively?
Focus area content: students will ‘read texts that are engaging aesthetically, stylistically and conceptually to inspire them to respond critically and creatively’.
Learning intentions
By the end of this learning sequence, students will:
understand what it means to write discursively
discuss the role a range of discursive features play in engaging an audience.
Revisiting and furthering understanding of the purpose and features of the discursive form
Teacher note: the PowerPoint Phase 2 – in conversation – Dalton – discursive – 11.1 features a section designed to support this sequence of learning. This section of the PowerPoint also contains slides that may be used to revise key features of the discursive form.
Revisiting the discursive form – teacher leads a brainstorm in response to ‘What does it mean to write discursively?’ Prompts may include: ‘Where might we read a discursive piece?’, ‘How is a discursive piece of writing different to a persuasive or imaginative response?’, ‘For what reason would a writer choose the discursive form?’
Developing understanding of the term ‘discursive’ – students work in pairs to complete in their English workbook definitions of: ‘discuss’, ‘discussion’ and ‘discourse’. They use these definitions to develop a definition of ‘discursive writing’. Use PowerPoint Phase 2 – in conversation – Dalton – discursive – 11.1 to provide students with the NESA definition.
Exploring the role of anecdotes, humour and modality in discursive writing – teacher guides students through the PowerPoint Phase 2 – in conversation – Dalton – discursive – 11.1. Students highlight and identify the role anecdotes, humour and modality play in engaging the audience in a discursive response.
Checking for understanding – working in groups, students select one of the devices from the previous activity, or another feature of discursive writing, and argue why it is the most important feature in engaging audiences.
	Success criteria
To demonstrate their learning, students can:
work collaboratively to define discursive writing
explain what it means to write in the discursive form
argue for the significance of a range of discursive features in engaging the audience.
Evaluation and registration:
[Record evaluation and registration information
Differentiation note: to support students to successfully work in groups, the ‘Effectively grouping students’ section of Group tasks in English 7–10 can be used as a guide.

	Teachers note: the outcomes for Core formative task 1 – discursive response – the significance of reading and writing are in the Core formative tasks booklet.
	Phase 2, sequence 4 – completing Core formative task 1
Focus area content: students will ‘read texts that are engaging aesthetically, stylistically and conceptually to inspire them to respond critically and creatively. Students … use of form and structure when composing and responding to texts’.
Learning intentions
By the end of this learning sequence, students will:
understand how personal experiences can be translated into discursive responses
understand how the features of discursive writing can be applied to own writing.
Core formative task 1 – discursive response – the significance of reading and writing
Teacher note: this core formative task is revisited in Phase 6 in the completion of Core formative task 4 – personal response – the significance of reading and writing. Ensure a copy of student work is kept for reference. This task could also act as a pre-test to determine student familiarity with discursive writing. The PowerPoint Phase 2 – in conversation – Dalton – discursive – 11.1 contains slides that may be used to revise key features of the discursive form.
Completing Core formative task 1 – discursive response – the significance of reading and writing – students compose a 300 to 500-word response to the statement
‘Explore your understanding of the significance of reading and its relationship to writing.’
Students use the steps outlined in Core formative task 1 – discursive response – the significance of reading and writing to complete the task. Phase 2, resource 1 – Core formative task 1 support material menu contains additional material and strategies to support student completion of the task and peer feedback processes.
	Success criteria
To demonstrate their learning, students can:
connect personal experiences to growth as a writer, highlighting specific skills or aspects of writing that have evolved through reading
apply self and peer feedback to draft, edit and refine a discursive text.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
Synonyms and antonyms
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Plan, draft and refine ideas and language in own texts for a range of purposes and audiences
	Phase 2, sequence 5 – developing understanding of reflective writing
Focus area content: students ‘develop their understanding and use of form and structure when composing and responding to texts’.
Learning intentions
By the end of this learning sequence, students will:
understand the features and purpose of reflective writing
use language to reflect personally and critically on a text.
Introduction of reflective writing (integrated Phase 6)
Teacher note: use PowerPoint Phase 2 – reflective writing – 11.1 throughout this sequence. Use the Textual concepts Code and convention webpage to support revision of the concept.
Activating prior learning – students brainstorm associations with the term ‘reflection’ and its synonyms. Encourage students to consider any associated symbols, such as mirrors or glass. Students may draw on myths and stories from their own cultures. The teacher should model an example.
Establishing a shared understanding of code and convention – in groups, students draw on prior knowledge to complete a spider map identifying what codes and conventions are. They will then create a word bank of synonyms to be displayed in the classroom.
Developing a shared definition and understanding of meaning – students’ prior knowledge of reflective writing is assessed through PowerPoint Phase 2 – reflective writing – 11.1. Students collaboratively develop a class definition of ‘reflection’ and explore various ways in which reflection can take place.
· Understanding of the features of reflective writing – students work in groups to respond to the question, ‘What are the key features of reflective writing?’ Possible answers include: personal voice, demonstration of growth, connections with other pieces of writing, and identification of how language devices have been used. After discussion, students share answers with the class to create a list. The teacher will guide students through the features of reflective writing using PowerPoint Phase 2 – reflective writing – 11.1.
Exploring features of reflective writing – students read the sample reflection in Phase 2, activity 3 – identifying the features of reflective writing. They then use Phase 2, resource 2 – writing reflectively about reading experiences and PowerPoint Phase 2 – reflective writing – 11.1 to annotate features of the response and how they allow the author to express their journey and understanding of the role of reading in their life.
Transforming texts to consolidate learning – students transform Core formative task 1 – discursive response – the significance of reading and writing into a reflection on their experiences as readers and writers. They use the previous activity’s model and engage in peer discussion to share their plans and address barriers. They rewrite their original response as a reflection. Teacher may adapt and distribute Phase 2, resource 2 – writing reflectively about reading experiences to support this process.
Checking for understanding – students complete an I used to think…Now I think… thinking routine to reflect on their growing understanding of the role of reflection in writing.
	Success criteria
To demonstrate their learning, students can:
identify purpose and key features of reflective writing
use stylistic devices and language features of reflective writing
complete a thinking routine to reflect upon growing knowledge and understanding of reflection as part of the writing process.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: the reflective sample and activities in Phase 2, activity 3 – identifying the features of reflective writing can be completed using a Using context to infer the meaning of unfamiliar vocabulary (DOCX 103 KB) approach. For guidance on effective reading instruction for EAL/D learners and strategies to help students become strategic readers, visit Developing strategic readers.

	EEA-11-02 explains the ways context, cultural references and perspectives influence composition and audience response
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 2, sequence 6a – initial exploration of Core text 1 – ‘Dear Kath’ by Trent Dalton
Focus area content: students ‘experiment with reading strategies to examine language and gradually increase their vocabulary in English through their engagement with imaginative, discursive and persuasive texts’.
Teacher note: Phase 2, sequence 6a – initial exploration of Core text 1 – ‘Dear Kath’ by Trent Dalton and Phase 2, sequence 6b – initial exploration of Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill may be run concurrently with a reduced number of prompts.
Learning intentions
By the end of this learning sequence, students will:
engage in a range of activities to build the field of understanding about ‘Dear Kath’
read and share initial responses to ‘Dear Kath’.
Teacher note: further support and resources that can be adapted for teaching inferential reading skills is available in the classroom resource Year 9 Make inferences from texts.
Literacy note: students are required to read and re-read both core texts throughout the program for changing purposes. Quigley’s GASE (Gist, Analysis, Synthesis, Evaluation) can be used to support student’s ongoing engagement with the text (Quigley 2020:170–171).
Engaging with Core text 1 – ‘Dear Kath’ by Trent Dalton
Teacher note: the PowerPoint Phase 2 – in conversation – Dalton – discursive – 11.1 provides contextual information to support students develop their knowledge and understanding of Trent Dalton and ‘Dear Kath’ as they begin their initial engagement with the text.
Sharing ideas about the core text and creating collaborative supports – teacher creates stations using the images and quotes from Phase 2, resource 3 – core text exploration stations. In groups of 3 to 4, students circulate through each station. Students spend 10 to 15 minutes at each station completing Phase 2, activity 4 – core text prediction sheet.
Initial exploration of Core text 1 to pique interest – students are provided with a copy of Core text 1 – ‘Dear Kath’ by Trent Dalton from the core texts booklet. They read this, using Phase 2, activity 5 – gist, analysis, synthesis, elaboration to record initial thoughts. In pairs, students share their initial responses to the text.
	Success criteria
To demonstrate their learning, students can:
collaboratively make predictions about ‘Dear Kath’ based on clues
read ‘Dear Kath’, using the GASE reading strategy to engage with a text for the first time.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: students requiring support with reading the texts may use an Immersive Reader tool. See the Inclusive and assistive technology for further information.

	EEA-11-02 explains the ways context, cultural references and perspectives influence composition and audience response
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 2, sequence 6b – initial exploration of Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill
Focus area content: students ‘experiment with reading strategies to examine language and gradually increase their vocabulary in English through their engagement with imaginative, discursive and persuasive texts’.
Learning intentions
By the end of this learning sequence, students will:
develop understanding of ‘The tent village at Musgrave Park’
read and share initial responses to ‘The tent village at Musgrave Park’
engage in a range of activities to build the field of understanding about the core texts.
Engaging with Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill
Teacher note: the PowerPoint Phase 3b – text annotations – O’Neill provides contextual information to support students develop their knowledge and understanding of the core text.
Sharing ideas about the core text and creating collaborative supports – teacher creates stations using the images and quotes from Phase 2, resource 3 – core text exploration stations. Students are placed in groups of 3 to 4 and circulate through each of the stations dedicated to ‘The tent village at Musgrave Park’. Students spend 10 to 15 minutes at each station completing a new copy of Phase 2, activity 4 – core text prediction sheet.
Initial exploration of Core text 2 to pique interest – students are provided with a copy of Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill from the core texts booklet. They read this, using a new copy of Phase 2, activity 5 – gist, analysis, synthesis, elaboration to record initial thoughts.
Reflecting on learning – students complete an I Used to Think…Now I Think… thinking routine using Phase 2, activity 6 – personal response to the core texts to reflect on their understanding of both core texts. Students share their responses with a peer or small group.
Exit ticket to synthesise initial engagement with core texts – students complete an Exit ticket that identifies 2 or 3 aspects of the core texts they are looking forward to exploring in their own work.
	Success criteria
To demonstrate their learning, students can:
make predictions about a text based on a set of clues
use reading strategies to build understanding of a core text
use an ‘I used to think … Now I think …’ thinking routine to reflect on how understanding of both core texts has changed by engaging with them in different ways.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
Synonyms and antonyms
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
	Phase 2, sequence 7 – understanding the assessment notification and your writing form (integrated Phase 6)
Learning intentions
By the end of this learning sequence, students will:
understand the requirements of the assessment task
identify unfamiliar or complex words in the assessment task notification.
Exploring the formal assessment task
Teacher note: see How to use the sample English assessments as well as Phase 6, sequence 1 – analysing work samples to understand expectations. You may also choose to draw from and include other activities from Phase 6 in this sequence as suits the needs of your context.
Reading to retrieve information – students read assessment notification and complete Phase 2, activity 7 – understanding the assessment task. Phase 2, resource 4 – deconstruction of key terms in the assessment notification has been provided as a support. Consider student cognitive load when editing, using and distributing this resource.
Understanding assessment policy and practices – teacher explains the school assessment policy and checks that students understand what malpractice is and how to avoid this issue. The teacher emphasises that the core formative tasks are designed to support students with recursive writing and develop their planning, monitoring and revising skills.
Engaging with the details of the task – students read prompts in ‘the context of the task’ and the ‘what the teacher is looking for’ sections to clarify any misunderstandings. Phase 2, resource 5 – how to isolate and deconstruct key terms of a question or prompt provides guidance on isolating and deconstructing key terms in prompts. Select appropriate strategies based on student needs while considering cognitive load through effective chunking and sequencing. For additional guidance, visit the department’s Explicit teaching strategies webpage.
Engaging with the marking criteria or student facing rubric – students use Phase 2, activity 8 – marking criteria word clines to consider the marking criteria or student-facing rubric. Students work in groups to organise the verbs, adverbs and adjectives into word clines to help them to visualise the demands of the task. Students revisit the focus area statement and make connections between the requirements of the task and the unit of study.
Identifying strengths and potential challenges – students use a Compass points thinking routine to identify in their writing journal
E: What excites them about the task?
W: What do they find worrisome about the task?
N: What do they need to know to move forward?
S: A suggestion for how they may move forward in this task.
Clarifying understanding of the task – students write questions they have about the assessment on a sticky note using the Parking lot approach. Students place their questions on the whiteboard, and the teacher responds. Ask students if all their questions have been captured, if not, prompt students to ask clarifying questions.
	Success criteria
To demonstrate their learning, students can:
retrieve information from a text
use a range of strategies, including context cues, to infer meaning of unfamiliar or complex words
list key words from the marking guidelines in order of student achievement
reflect on the requirements of the formal assessment task.
Evaluation and registration:
[Record evaluation and registration information]
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[bookmark: _Toc206157755]Concept development
[bookmark: _Toc148708458]‘Concept development’ encompasses Phase 3 – engaging personally, analytically and critically with texts (engaging personally and engaging critically) and Phase 4 – connecting critically and deepening conceptual understanding of the focus area and the texts (connecting, understanding and engaging critically). These phases deepen students’ personal connection to the core text(s) and extend them towards informed analysis. Students engage in textual analysis and evaluation to deepen and extend their personal understanding and critical appreciation of texts. In this way, they examine the text within the conceptual frame of the focus area and are prepared to compose extended responses that demonstrate deep personal engagement and understanding.
[bookmark: _Toc206157756]Phase 3a – engaging personally, analytically and critically with texts – Core text 1 – ‘Dear Kath’ by Trent Dalton
In the ‘engaging personally, analytically and critically with texts’ phase, students enhance their vocabulary, contextual understanding and analytical skills. Through this phase, students build the capacity to appreciate, understand and analyse the core text ‘Dear Kath’ by Trent Dalton critically, creating the context for their ongoing engagement with the text and supporting their development as thoughtful readers and writers.
The core text is used to strengthen literacy skills as students collaboratively investigate the cultural and language demands of ‘Dear Kath’. Students investigate the discursive form, engage with composer interviews for insights into the text and engage with a close analysis of language and textual features specific to the form. Students are provided with various opportunities to apply their newfound understanding, which deepens their engagement and enhances their ability to interpret and analyse the text. This deepens students’ conceptual understanding of context, style and code and convention through the core text, allowing them to demonstrate their knowledge and skills through a range of personal compositions, notably through the composition of a personal discursive piece influenced by the core text for Core formative task 2.
Expected duration: this phase should take approximately 11 to 12 hour-long lessons.
Teacher note: this teaching and learning program has been designed for the delivery of Phase 3a to be followed by the delivery of Phase 3b. The complexity and concepts of the core texts build with the progression of the phases. If you are using different texts, please give consideration to how this will work in your context. Also note that Phase 4 – connecting critically and deepening conceptual understanding of the focus area and the texts and Phase 5 – composing critically and creatively in response to the focus area and the texts have been integrated into this Phase 3a. This is identified at the start of activity instructions using the name (Integrated Phase [number of the phase]).
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
Phase 3
How can knowledge of an author’s context influence reading of a text?
How can an author use the features of a text to create a relationship between author, subject and reader?
How can experimenting with the language devices and stylistic elements of a core text enhance writing?
Phase 4
How can texts represent a range of contexts and perspectives?
How can reading provide insights into our world and ourselves?
· How do the language features and text structures shape ideas, perspectives and experiences in persuasive and discursive texts?
Phase 5
How do writers compose persuasive and discursive texts that explore a range of personal, social, historical and cultural meanings?
How do writers employ the features of a range of textual forms to create a text that suits audience and purpose?
How can appropriate metalanguage and textual forms be used to reflect on the processes of writing?
[bookmark: _Toc145666059][bookmark: _Toc151564446]Table 5 – engaging personally, analytically and critically with texts – Core text 1
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	EEA-11-02 explains the ways context, cultural references and perspectives influence composition and audience response
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
Synonyms and antonyms
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Assess their choices of language and textual form in their own critical and creative compositions
	Phase 3a, sequence 1 – building the field for Core text 1 – ‘Dear Kath’ by Trent Dalton
Focus area content: students ‘build their language proficiency and fluency’, ‘develop their understanding of metalanguage to use in their own compositions’ and ‘experiment with reading strategies to examine language and gradually increase their vocabulary in English through their engagement with imaginative, discursive and persuasive texts’.
Learning intentions
By the end of this learning sequence, students will:
develop contextual knowledge to interpret and engage with ‘Dear Kath’ by Trent Dalton
structure a reflection that shows growth in understanding
use language to reflect personally and critically on a text.
Addressing the language and cultural demands of the text
Teacher note: context is a key Textual concept driver in this program. Activities in this sequence are aimed at helping students grasp the impact of contextual knowledge on comprehension. To support students as they revisit this concept, visit the Context webpage of Core concepts.
Literacy note: Quigley (2020) emphasises that a student’s background knowledge is crucial for understanding texts, as comprehension can be limited by their experiences and prior reading. Activating this knowledge involves providing necessary content and language support. Students should read and re-read core texts for different purposes, using Quigley’s GASE (Gist, Analysis, Synthesis, Evaluation) framework to enhance engagement.
Developing contextual knowledge to understand and interpret the core text – students collaborate to build the contextual knowledge necessary to engage with and interpret Core text 1 – ‘Dear Kath’ by Trent Dalton. Using Phase 3a, activity 1 – cultural and language demands of ‘Dear Kath’, students work in groups to create slides that explore key vocabulary and cultural knowledge related to the text. Students take turns presenting their slide to the class and taking notes in their English books. Phase 3a, resource 1 – cultural and language demands of ‘Dear Kath’ has been provided to support teachers to facilitate this task.
Reading the core text with newfound contextual understanding – students re-read Core text 1 – ‘Dear Kath’ by Trent Dalton with a focus on applying their newly acquired contextual knowledge. Phase 3a, resource 2 – strategically reading the core texts may be used to support student reading of the text.
Writing reflectively about the core text – teacher guides students through the annotated sample in PowerPoint Phase 2 – reflective writing – 11.1. Students note annotations on Phase 3a, resource 3 – writing reflectively about the core text – student sample. Students then use this model to reflect in their writing journal about how contextual knowledge has influenced their second reading using Phase 3a, activity 2 – writing reflectively about reading experiences.
Assessing learning – students return to the learning intentions for the sequence to reflect on what they have learned. PowerPoint Phase 2 – reflective writing – 11.1 outlines 2 options to guide this reflection.
	Success criteria
To demonstrate their learning, students can:
· apply understanding of the cultural and language demands of ‘Dear Kath’
· identify how cultural and religious allusions, historical references and references to place can shape meaning
compose a structured reflection including a thesis to develop a response that demonstrates growth in understanding
· use first person voice, sequencing words, connectives, synonyms and antonyms to reflect personally and critically
· incorporate textual references in a personal reflection to support how contextual knowledge impacts understanding.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: the PowerPoint Phase 3a – text annotations – Dalton – 11.1 contains advice on a range of differentiation supports for this sequence of learning.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
Synonyms and antonyms
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
	Phase 3a, sequence 2 – developing language to explore the core text
Focus area content: students ‘build their language proficiency and fluency’, ‘develop their understanding of metalanguage to use in their own compositions’ and ‘develop their understanding and use of correct syntax, the effect of phrasal verbs and collocations’.
Learning intentions
By the end of this learning sequence, students will:
understand and articulate the concept of admiration and related vocabulary
locate examples of admiration in the core text
identify and understand phrasal verbs in the core text in connection with conveying admiration.
Developing language to explore the core text
Teacher note: note that cultural background may lead to a different understanding of the concept of admiration. Encourage this discussion in the classroom and ask students to share examples to value cultural capital and make meaningful learning connections.
Understanding the concept of admiration – students explore the term admiration through a brainstorm. Use visuals to prompt and reinforce message abundancy (showing images of people receiving awards or expressions of respect). Co-develop a simple definition of the term as a class. In groups, students complete Phase 3a, activity 3 – admiration Frayer diagram. Teacher shares a blank Frayer diagram, allowing for students to contribute to and refine.
· Identifying the admiration in the core text – students re-read Core text 1 – ‘Dear Kath’ by Trent Dalton and search for sections where Dalton expresses admiration. Students also explore how phrasal verbs can be used to express admiration. Teacher to use PowerPoint Phase 3a – text annotations – Dalton – 11.1 to model this process.
In pairs or small groups, students should highlight and make notes on who Dalton admires and what qualities or actions Dalton admires.
Teacher shares the completed class Frayer diagram from the previous activity and adds student findings from the core text to the relevant quadrants. For example, under ‘Examples’, students could write ‘Kath’s guidance and support’.
Quick write on admiration (integrated Phase 5) – students complete a 5 minute Quick write in their writing journal about someone they admire using at least 2 synonyms from the previous activity. Encourage students to think about why they admire this person and what qualities or achievements inspire that admiration. Teacher guides discussion of how using the word ‘admiration’ and its synonyms adds depth to their writing.
Sharing key takeaways from the text – students complete a 6-word (Quigley 2020) summary of Core text 1 – ‘Dear Kath’ by Trent Dalton. The summary should capture the essence of the text based on what they learned, for example, ‘Heartfelt letter expressing love and gratitude’. Students share with the class and teacher facilitates discussion to unpack the different perspectives and insights presented in their summaries to contextualise the critical engagement with the text in subsequent sequences.
	Success criteria
To demonstrate their learning, students can:
define admiration and use synonyms and antonyms in context
identify examples of admiration in the core text
explain how phrasal verbs affect the reader and communicate admiration
write a paragraph about someone they admire, incorporating the term admiration and synonyms.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: due to the text’s density, provide excerpts related to admiration. Jointly construct the Quick write to model the process and support independent writing.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-02 explains the ways context, cultural references and perspectives influence composition and audience response
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3a, sequence 3 – exploring the imaginative elements of the core text
Focus area content: students ‘read, view and listen to quality short texts from a variety of modes and mediums’, ‘read texts that are engaging aesthetically, stylistically and conceptually to inspire them to respond critically and creatively’ and ‘develop their understanding and use of form and structure when composing and responding to texts’.
Learning intentions
By the end of this learning sequence, students will:
understand the features and purpose of imaginative texts
understand how imaginative elements of a text can be used to express a key concept
understand how imaginative elements of a text can create connections with the audience.
Exploring ‘Dear Kath’ as an imaginative text
Teacher note: PowerPoint Phase 3a – text annotations – Dalton – 11.1 features a teacher note about the placement of the first ‘Dear Kath’ letter in Dalton’s Love Stories collection. Style is a key driving Textual concept in this teaching and learning program. This and subsequent sequences will focus on the style of the core text and its impact on meaning. Through exploring various stylistic elements, students will gain a deeper understanding of how style influences their interpretation and engagement with the text.
Understanding the imaginative elements of ‘Dear Kath’ – teacher uses the PowerPoint Phase 3a – text annotations – Dalton – 11.1 to determine student prior knowledge of imaginative texts, exploring definitions and key features. Teacher then poses the question to the class, ‘How is “Dear Kath” an imaginative text?’ Students work in small groups, re-reading the text and identifying what they see as being the imaginative elements of the letter.
Understanding the purpose of using imaginative features – students use Phase 3a, activity 4 – exploring the imaginative features of ‘Dear Kath’ to identify and explain how Dalton has used the language features of fiction, such as an imagined recipient of a letter, and the letter form to create an invitation for the reader to enter the text.
Checking for understanding of how imaginative features of texts can invite reader engagement – in their books, students answer the following questions
What do you think is the effect of using imaginative features in a text?
What opportunities can you see for this in your own writing?
Students then share responses with the class, adding any new ideas to their own responses.
	Success criteria
To demonstrate their learning, students can:
collaboratively identify imaginative features in extracts from the core text, these could include: imagery, style and dialogue
explain how the imaginative features of a text create audience engagement through discussion in response to questions.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-04 communicates information, ideas, and opinions in a range of modes for a variety of purposes, audiences, and contexts
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
Understanding
Synonyms and antonyms
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3a, sequence 4 – understanding the idea of connection
Focus area content: students ‘develop insights into the world around them, deepen their understanding of themselves and others’.
Learning intentions
By the end of this learning sequence, students will:
understand the idea of connection by exploring its definition, synonyms and antonyms, as well as its effects on relationships and interactions
engage in a Quick write to reflect on how connections can be created, drawing inspiration from class discussions and visual prompts.
Developing an understanding of connections
Understanding the idea of connection – students explore the term connection through a class brainstorm. Visuals should be used to prompt and reinforce understanding through message abundancy. A space on the wall of the classroom can be dedicated to these images. Students and teacher co-develop a simple definition of the term. For example, connection (noun): a relationship in which a person or thing is linked. Students then find and add synonyms and antonyms to the collective space they have created. Sticky notes or a whiteboard can be used for this activity. Students work in small groups to brainstorm the effects of connections and disconnections, adding these to the wall.
Quick write on connection (integrated Phase 5) – students engage in a 5 minute Quick write in their writing journal about how connections can be created in texts. They reflect on the conversation and images covered, using these in their writing. Students then share their responses with the class or in small groups (this can be done anonymously or voluntarily). The teacher guides a discussion of how connections can be created in different ways.
	Success criteria
To demonstrate their learning, students can:
· articulate a clear definition of connection
contribute synonyms and antonyms of connection to the collective classroom space
· produce a Quick write that demonstrates understanding of how connections can be created
contribute personal insights about the creation of connections to class discussions.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
EEA-11-06 identifies how choices of language, form, and structure can shape meaning in own compositions
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Compose texts that experiment with tone, modality and register for different purposes and audiences
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3a, sequence 5 – understanding how connections are created in texts
Focus area content: students ‘develop insights into the world around them, deepen their understanding of themselves and others, and enhance their enjoyment of reading to strengthen their personal voice as writers’.
Learning intentions
By the end of this learning sequence, students will:
understand how an author can create connections within a text
understand how a text can be shaped to create a relationship between author, subject and reader.
Developing an understanding of how authors create connections within texts
Literacy note: language choices are influenced by context – purpose, field, tenor and mode. The field determines language for expressing ideas, the tenor affects interactions based on roles and relationships, and the mode influences text cohesion and coherence, differing between spoken and written forms. Each combination of field, tenor and mode is known as the ‘register’. By understanding genre and register, we can predict typical language choices in various contexts, enhancing their instructional strategies (Derewianka 2012:19).
· Brainstorming how connections can be created within a text – students work in small groups to hypothesise what types of connections can be created within a text and how these connections can be created. Use Phase 3a, activity 5 – how connections are created in texts.
In groups, students identify emotional connections, connections between characters, between events and the language devices or structural features that can be used by authors to create these. Some students may identify the insertion of the author and their connection with the subject in non-fiction texts.
One student from each group feeds back to the whole class about ways they have identified how connections can be created within a text.
· Exploring the letter’s tenor and register to understand connections – students are guided through PowerPoint Phase 3a – text annotations – Dalton – 11.1 to identify the tenor (who is involved) and register (the level of formality). They analyse the language used to see how the relationship between Dalton and Kath influences the tone and register of the letter. After this analysis
Students will work in pairs to compose 2 versions of a letter to their teacher on a topic of their choice. Each pair will decide who will write the ‘formal’ version and who will write the ‘informal’ version, with each letter consisting of 200 to 300 words.
Students will then compare the letters and discuss compositional choices to demonstrate their understanding of how different tones and registers affect communication.
	Success criteria
To demonstrate their learning, students can:
identify connections between individuals and events in the core text
analyse how the core text has been shaped using language devices to create connections within a text
analyse how readers establish connections with the subject and author of a text
evaluate how the core text provides insights into self and the world around us through the use of language devices, tone and register.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-02 explains the ways context, cultural references, and perspectives influence composition and audience response
EEA-11-04
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3a, sequence 6 – exploring connections in ‘Dear Kath’
Focus area content: students ‘read texts that are engaging aesthetically, stylistically and conceptually to inspire them to respond critically and creatively’ and ‘develop insights into the world around them, deepen their understanding of themselves and others, and enhance their enjoyment of reading to strengthen their personal voice as writers’.
Learning intentions
By the end of this learning sequence, students will:
· understand how connections can be created within and through a core text
· understand the effect connections within a text have on a reader
use a graphic organiser to organise their analysis of the core text.
Identifying and exploring connections within a core text
Teacher note: support for teaching ethos, pathos and logos in relation to developing connections, is available in Speak the speech – Year 7, Term 4 Phase 3, resource 2 – ethos, pathos and logos and Phase 3, resource 5 – identifying ethos, pathos and logos suggested responses.
· Revisiting the core text to identify connections within the text – students re-read Dalton’s ‘Dear Kath’. Teacher may opt for small group or peer support for reading and analysis, providing only key extracts as needed. As they read
students create a concept map to record connections Dalton creates within the text, using Phase 3a, activity 6 – connections in Core text 1
students identify how Dalton creates these connections, making notes about how structure, language and personal voice establish and build upon these.
Consolidating understanding through discussion – teacher facilitates discussion where each group contributes to a class brainstorm of connections in ‘Dear Kath’. Students should add to their concept map through this process. For support, students use the following prompts
Which connections seemed most significant and why?
How does Dalton use structure, language and personal voice to create connections?
Exploring how authors create connections
Identifying how the author creates connections between the text, author and reader (integrated Phase 4) – students reflect upon the whole class concept map from the previous lesson. They then return to the core text to identify how Dalton creates connections between the reader, the author and the subject (Kath) of the letter. They may identify the use of pathos, figurative language or the text’s deeply personal voice. Students answer the questions
What types of connections are established?
How are these created?
What effect does this have on you as the reader?
	Success criteria
To demonstrate their learning, students can:
identify and explore how authors establish connections between the text, the author and the reader using text structure, language and personal voice
identify the effect connections with a text have on the reader through close reading of the core text
collaboratively evaluate the significance of the connections created within the text through the development of a concept map.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: to reduce barriers when working with ‘Dear Kath’, offer the text in varied formats, such as printed, digital with text-to-speech, audio recordings or symbol-supported text using relevant images to support students’ access and meaning-making.

	EEA-11-02 explains the ways context, cultural references, and perspectives influence composition and audience response
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes, and perspectives are represented in spoken and written texts and how these shape meaning
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3a, sequence 7 – identifying symbolism in Core text 1 – ‘Dear Kath’ by Trent Dalton
Focus area content: students ‘experiment with reading strategies to examine language and gradually increase their vocabulary in English through their engagement with imaginative, discursive and persuasive texts’.
Learning intentions
By the end of this learning sequence, students will:
· revise their understanding of symbolism
read ‘Dear Kath’ to identify the symbolism of the typewriter
· share insights about different meanings of the typewriter.
Engaging critically while reading Core text 1 – ‘Dear Kath’ by Trent Dalton
Teacher note: display an image of a typewriter (a row of old typewriters sitting next to each other) to accompany the brainstorm below. Use the opportunity to frontload vocabulary (this is when words and their meanings are taught before students are exposed to them in a text) that is used in the text for parts of the typewriter – keys, ribbon, letter hammers.
Building the field for symbolism – students share their prior knowledge of symbolism, contributing to a class discussion where they define what symbolism is and share examples they may know from literature or everyday life. Teacher guides students through a discussion of the significance the typewriter in Dalton’s letter serves using the relevant sections of PowerPoint Phase 3a – text annotations – Dalton – 11.1.
Identifying the symbolism of the typewriter in the text (integrated Phase 4) – students read and highlight references to the typewriter in Core text 1 – ‘Dear Kath’ by Trent Dalton. Students record references in Phase 3a, activity 7 – symbolism of the typewriter and complete the activities. Annotated text extracts to support this activity can be found in PowerPoint Phase 3a – text annotations – Dalton – 11.1.
	Success criteria
To demonstrate their learning, students can:
· define and discuss symbolism, specifically in discussing symbols of the typewriter and the modern computer
· identify symbolic references to the typewriter in Core text 1
participate in group discussion that explores various interpretations of the typewriter’s symbolism and share their insights verbally and in writing.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences.
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Compose critical and creative texts that use accurate spelling, punctuation and syntax in a range of modes and mediums
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3a, sequence 8 – exploring symbolism in Core text 1 – ‘Dear Kath’ by Trent Dalton
Focus area content: students ‘experiment with reading strategies to examine language and gradually increase their vocabulary in English through their engagement with imaginative, discursive and persuasive texts’ and ‘develop their understanding and use of correct syntax, the effect of phrasal verbs and collocations, and clause and sentence structure in their own spoken and written texts across a range of modes and mediums’.
Learning intentions
By the end of this learning sequence, students will:
· analyse the symbolism of the typewriter in ‘Dear Kath’
compose a piece in their writing journals that demonstrates understanding of symbolism
understand and apply appropriate verbal delivery features to enhance their spoken communication.
Symbolism in Core text 1 – ‘Dear Kath’ by Trent Dalton
· Consolidating understanding of symbolism through a Quick write (integrated Phase 5) – students write a diary entry from the perspective of the typewriter in their writing journals. In their diary entry, they explore the power of the typewriter as a means of communication.
· Exploring perspectives and thinking deeply about symbolism (integrated Phase 4) – students identify the role of the typewriter in the text and explore its symbolic meaning through completion of Phase 3a, activity 8 – exploring perspectives on symbolism. Reconvene as a class at the conclusion of the activity and have each group share what they have learned about reading and the way symbolism is used to impact readers across different types of text. Students add to their own notes as the discussion progresses.
Teacher note: links to the ‘In conversation with writers’ podcast can be found in PowerPoint Phase 3a – text annotations – Dalton – 11.1.
· Understanding the significance of the gift of the typewriter – students listen to In conversation with writers – Dalton – Part 1 – Dear Kath (12:08) and complete Phase 3a, activity 9 – Dalton on the gift of the typewriter, identifying the significance of the typewriter as a symbolic gift in his writing journey and its impact on others.
· Writing about our understanding of symbolism to consolidate learning (integrated Phase 5) – students complete Phase 3a, activity 10 – imaginative writing about a gift. Elements of this activity may be completed as a homework task. Play students the audio recordings as suitable at the conclusion of the activity.
	Success criteria
To demonstrate their learning, students can:
demonstrate understanding of symbolism’s significance in the text through written and verbal responses during annotation and listening activities
discuss interpretations of the typewriter’s symbolism and share verbal and written insights
write a journal entry that addresses a prompt about the typewriter
use verbal delivery devices such as clarity, pacing, tone, volume and emphasis to engage their audiences.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: see Pre-reading– listening skills to adapt the listening task.
Students needing extension can write a vignette as a passerby sharing a love story with Dalton, focusing on dialogue that conveys feelings and reflects on the significance of their story.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3a, sequence 9 – features of discursive texts – develop, consolidate, experiment
Focus area content: students ‘experiment with reading strategies to examine language and gradually increase their vocabulary in English through their engagement with imaginative, discursive and persuasive texts’.
Learning intentions
By the end of this learning sequence, students will:
identify and analyse the discursive features present in Dalton’s ‘Dear Kath’
understand how these features contribute to the overall meaning and emotional impact of the text.
Teacher note: determine how familiar your students are with discursive writing (you may use mind mapping, surveying, discussion) and have this inform the detail to which you will need to explicitly teach discursive writing. Shakespeare retold – Year 10, Term 3 contains a wealth of resources on discursive writing to draw from.
Identifying discursive features and their impact
What is discursive writing? – depending on students’ familiarity and engagement with discursive texts, the relevant slides in PowerPoint Phase 3a – text annotations – Dalton – 11.1 may be used to revise discursive writing as needed.
Identifying and analysing Dalton’s discursive choices (integrated Phase 4) – in small groups, students are assigned a section of ‘Dear Kath’ to analyse. They use this to complete Phase 3a, activity 11 – Dalton’s discursive choices. A completed version of the table for the activity has been provided in Phase 3a, resource 4 – Dalton’s discursive choices for teacher reference. Students share and consolidate understanding by contributing to a class discussion. Slides in the PowerPoint Phase 3a – text annotations – Dalton – 11.1 include annotated examples that can be used to model this process for students prior to asking them to complete the activity.
Reflecting on the use of discursive devices – students answer the following question in their writing journals: ‘After analysing the discursive features used in “Dear Kath”, which do you think are most effective? How do you think these shape meaning and engage an audience?’
	Success criteria
To demonstrate their learning, students can:
identify at least 4 discursive features in Dalton’s letter, such as personal anecdote, first-person pronouns, colloquialisms or humour
explain how discursive features enhances a reader’s understanding of the themes of loss, love and memory.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: use the table in Phase 3, resource 4 – Dalton’s discursive choices to assign text sections and to create a more comprehensive table or adapt for a cloze passage or jigsaw activity.

	Teacher note: the outcomes for Core formative task 2 – discursive response – letter of gratitude (Integrated Phase 5 and 6) are in the Core formative tasks booklet.
	Phase 3a, sequence 10 – Core formative task 2
Focus area content: ‘to build their language proficiency and fluency students develop their understanding of metalanguage to use in their own compositions’ and ‘develop their understanding and use of form and structure when composing and responding to texts’.
Learning intentions
By the end of this learning sequence, students will:
· compose a letter of gratitude to a significant person in their life
· use symbolism to deepen the emotional impact of the letter of gratitude
· reflect on their composition using peer feedback.
Core formative task 2 – discursive response – letter of gratitude (integrated Phase 5 and 6)
Teacher note: this core formative task may be developed and refined as part of the Assessment task. Ensure a copy of the student work is kept for reference. Phase 6, sequence 1 – analysing work samples to understand expectations includes support on engaging with student sample materials that may be drawn on to support students with the core formative task.
· Core formative task 2 – discursive response – letter of gratitude – students choose a significant person in their life. They compose a letter of gratitude addressed to them, emphasising how this person has expanded their understanding of the world, challenged their thinking, led them to align with or challenge certain perspectives or ideas and influenced the way they approach particular parts of life. Students use the steps outlined in Core formative task 2 – discursive response – letter of gratitude to complete the task.
· Engaging with feedback – students use a peer feedback rubric to provide feedback on the work of at least one other peer. Teacher to model use of the peer feedback rubric in Phase 3a, resource 5 – Core formative task 2 support material menu. Students reflect on and apply peer feedback.
	Success criteria
To demonstrate their learning, students can:
· compose a letter with the correct form, using the scaffold provided
· compose a letter highlighting how a significant person has expanded or challenged their thinking, reflecting on perspectives and ideas and including their approach to life
· effectively integrate symbolism into their letter to deepen emotional impact
· apply insights gained from peer feedback to their composition.
Evaluation and registration:
[Record evaluation and registration information


[bookmark: _Toc206157757]Phase 3b – engaging personally, analytically and critically with texts – Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill
In the ‘engaging personally, analytically and critically with texts’ phase, students enhance their vocabulary, contextual understanding and analytical skills. Through this phase, students build the capacity to appreciate, understand and analyse the core text ‘The tent village at Musgrave Park’ by Lillian O’Neill critically, setting the stage for their ongoing engagement with the text and supporting their development as thoughtful readers and writers.
The core text is used to strengthen literacy skills as students collaboratively investigate the cultural and language demands of ‘The tent village at Musgrave Park’ by Lillian O’Neill. Students investigate the form, engage with composer interviews for insights into the text and closely analyse the language and textual features specific to persuasive and discursive forms. Through an exploration of hybrid texts, students are provided with various opportunities to apply their newfound understanding, including completion of Core formative task 3, which deepens their engagement and enhances their ability to interpret and analyse the text. This deepens students’ conceptual understanding of the focus area through the core text, allowing them to demonstrate their knowledge and skills through a range of compositions.
Expected duration: this phase should take approximately 13 to 14 hour-long lessons.
Teacher note: this teaching and learning program has been designed for the delivery of Phase 3b to follow the delivery of Phase 3a. The complexity and concepts of the core texts build with the progression of the phases. If you are using different texts, please give consideration to how this will work in your context. Also note that Phase 4 – connecting critically and deepening conceptual understanding of the focus area and the texts and Phase 5 – composing critically and creatively in response to the focus area and texts have been integrated into this Phase 3b. This is identified at the start of activity instructions using the name (Integrated Phase [number of the phase]).
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
Phase 3
How can knowledge of an author’s context influence reading of a text?
How can an author use the features of a text to create a relationship between author, subject and reader?
How can experimenting with the language devices and stylistic elements of a core text enhance your writing?
Phase 4
How can texts represent a range of contexts and perspectives?
How can reading provide insights into our world and ourselves?
How do the language features and text structures shape ideas, perspectives and experiences in persuasive and discursive texts?
Phase 5
How do writers compose persuasive and discursive texts that explore a range of personal, social, historical and cultural meanings?
How do writers employ the features of a range of textual forms to create a text that suits audience and purpose?
How can appropriate metalanguage and textual forms be used to reflect on the processes of writing?
Table 6 – engaging personally, analytically and critically with texts – Core text 2
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	EEA-11-02 explains the ways context, cultural references and perspectives influence composition and audience response
EEA-11-03 explains the connections between texts
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Compose imaginative texts that experiment with point of view, form and setting to represent a range of personal, social, historical or cultural contexts and perspectives
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3b, sequence 1 – establishing context of Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill
Focus area content: students ‘read, view and listen to quality short texts from a variety of modes and mediums’ and ‘develop insights into the world around them, deepen their understanding of themselves and others’.
Learning intentions
By the end of this learning sequence, students will:
understand the historical and cultural significance of the Aboriginal Tent Embassy and Musgrave Park as symbols of ongoing struggle for Aboriginal and/or Torres Strait Islander rights
develop their listening and analytical skills through viewing tasks and class discussions
compose an imaginative piece that effectively conveys the significance of a chosen setting.
Understanding the contextual significance of setting
Teacher note: Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill references trauma and homelessness, consider this in the decision to use this text in your context. See the teacher note in Core texts – 11.1 for department advice and support. Guidance on creating a culturally safe classroom is available and should be consulted at How to use the English core texts. Additionally, contextual information about the text can be found in PowerPoint Phase 3b – text annotations – O’Neill – 11.1.
Refreshing our reading of the core text to complete a summary – students re-read Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill and complete a 6-word summary (Quigley 2020). Replicate process completed for the 6-word summary for Core text 1 in Phase 3a. Students are asked to share any initial connections they can make to Core text 1.
Understanding the context of the Tent Embassy and Musgrave Park as a symbol – students will view Australia Day: How a sun umbrella started 50 years of Aboriginal protest - BBC News (3:42) and complete Phase 3b, activity 1 – Aboriginal Tent Embassy viewing task to develop their listening skills and to understand the history and significance of the Aboriginal Tent Embassy. Slides to support delivery can be found in PowerPoint Phase 3b – text annotations – O’Neill – 11.1.
Teacher note: depending on student need and confidence with descriptive writing, run a mini lesson on ‘Show, don’t tell’ before the next activity. These videos may be a useful starting point, Improve your Writing: Show, Not Tell (6:07), Show Don’t Tell Explained with Examples (2024) (5:05) and Show, Don’t Tell Writing Technique | EasyTeaching (6:16). Select the video most appropriate for your class and consider using The Flipped Classroom Model.
Writing about a site of personal or public significance (integrated Phase 5) – students use Phase 3b, activity 2 – imaginative writing about a site of significance to annotate a sample response and compose a 300-word piece focused on conveying the significance of a setting.
Peer feedback on imaginative writing – students use the guided feedback table in Phase 3b, activity 2 – imaginative writing about a site of significance to provide a peer feedback on their composition. This feedback table has been adapted from the Two stars and a wish available on Peer feedback. Model the process for students as needed.
	Success criteria
To demonstrate their learning, students can:
articulate their understanding of the historical and cultural significance of the Aboriginal Tent Embassy by identifying key themes, and participating in class discussions to answer questions and share insights
compose a creative and descriptive imaginative piece that conveys the significance of setting, using sensory details and emotional resonance to engage the reader.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: consider employing a UDL approach for the viewing task by offering students multiple means of communication to represent their answers. For example, a multimodal option will support diverse learners and reduce barriers to expression.

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
	Phase 3b, sequence 2 – building the field for Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill
Focus area content: students ‘experiment with reading strategies to examine language and gradually increase their vocabulary in English through their engagement with imaginative, discursive and persuasive texts’ and ‘compare and contrast texts to develop their own written expression’.
Learning intentions
By the end of this learning sequence, students will:
draw on prior knowledge of language devices
compose a piece of writing based on sensory experiences
reflect on how connections between texts can enhance meaning.
Developing student understanding of how the core text shapes meaning
Teacher note: use the ‘Connecting learning’ section of PowerPoint Phase 3b – text annotations – O’Neill – 11.1, to support students’ understanding of Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill and its context.
Refreshing our reading of the core text – students share their 6-word summaries of Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill, noting favourites in their journals. Depending on their recall ability, teachers may use Phase 3a, resource 2 – strategically reading the core texts to support re-reading of the text or key excerpts.
Sensory writing inspired by Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill (integrated Phase 5) – students conduct a sensory Quick write in their writing journal where they describe a scene from the tent village using the 5 senses. They swap their response with a peer, who can then use this sensory detail to write a short narrative or poem that immerses the reader in that environment. Visuals to support this task can be found in PowerPoint Phase 3b – text annotations – O’Neill – 11.1.
Comparing and contrasting sensory writing – students work in pairs to create a Venn diagram in their writing journal that compares their responses with that of a peer. Pairs then share how experiencing this setting from the point of view of another influenced the way they responded to the scene.
Drawing on prior knowledge of language features to support engagement with a core text (integrated Phase 4) – students engage in a Gallery walk to explore the key language features of the text: connotation, allusion and anaphora. Teacher facilitation instructions are in Phase 3b, resource 1 – connotation, allusion and anaphora gallery walk. Students then work in small groups on a term, discussing its use and effect in a text. Teacher then leads a class discussion to collaboratively define each term and how it can be used to shape meaning.
Applying knowledge of key devices to the core text (integrated Phase 4) – students work in groups to read through the opening 2 paragraphs of Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill, using the table in Phase 3b, activity 3 – unpacking language features in ‘The tent village at Musgrave Park’, to identify language devices and their role in establishing the text’s concerns. The PowerPoint Phase 3b – text annotations – O'Neill – 11.1 can be used to model or facilitate a joint unpacking of these language features.
Applying learning to compositions – students return to their sensory writing piece and incorporate one language device explored in Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill. They write a brief reflection in their writing journal on their selection, how they incorporated it and its impact. Students repeat this process, this time refining their composition for Core formative task 2 – discursive response – letter of gratitude.
	Success criteria
To demonstrate their learning, students can:
explain how language features create a sensory experience, evoking an emotional response in shaping meaning
create a Venn diagram to compare examples of sensory writing with their peers
define language features, including connotation, allusion and anaphora.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: students who require support with reading the text may benefit from using an Immersive Reader tool. See the Inclusive and assistive technology webpage for further information.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Compose critical and creative texts that use accurate spelling, punctuation and syntax in a range of modes and mediums
Assess their choices of language and textual form in their own critical and creative compositions
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3b, sequence 3 – understanding and analysing the ways punctuation can be used to shape meaning
Focus area content: students ‘develop their understanding and use of correct syntax, the effect of phrasal verbs and collocations, and clause and sentence structure in their own spoken and written texts across a range of modes and mediums’.
Learning intentions
By the end of this learning sequence, students will:
understand how punctuation can be used to shape meaning
critically engage with the way an author evokes an emotional response in a text through punctuation.
Teacher note: to support the teaching of punctuation, draw from the Punctuation resources on the HSC minimum standard webpage and Writing: Punctuation teaching strategies or Reshaping the world – Year 10, Term 2 Phase 2, resource 3 (PowerPoint). This resource includes a punctuation pre-test and details explanations of use in context that may be adapted.
Understanding punctuation and its impact
Playing with punctuation to understand its significance – teacher writes on the board the unpunctuated sentence ‘lets eat grandma’, using this as a discussion prompt for the purpose of punctuation. Examples could include
Let’s eat, Grandma! (inviting Grandma to eat)
Let’s eat Grandma! (suggesting eating Grandma, which is humorous and alarming)
Let’s eat! Grandma! (inviting Grandma to join in eating)
In groups, students experiment with the placement of various punctuation types in teacher-provided sentences. After sharing with another group, they collectively conclude how punctuation shapes and clarifies meaning.
Experimenting with punctuation to shape meaning – students explore punctuation’s role by brainstorming its purposes in response to the teacher’s question: ‘What is the purpose of punctuation?’ They then play a game where they write unpunctuated statements on the board, and peers add punctuation. The class discusses the effects of punctuation on each version. Phase 3b, resource 2 – punctuation marks used in writing may be used for support.
Identifying how punctuation evokes an emotional response in the core text – students read extracts from the core text in Phase 3b, activity 4 – punctuation to create meaning in the core text. Using the Gradual release of responsibility model, teacher guides students through a modelled and joint annotation using the PowerPoint Phase 3b – text annotations – O’Neill – 11.1. Students work in pairs then individually to identify how O’Neill’s use of punctuation gives the reader insight into the speaker and works to evoke an emotional response.
Teacher note: to support students use of evaluative language, draw from ‘Reflective writing – language, templates and scaffolds’ located in Text-level.
Reflecting on how punctuation creates meaning (integrated Phase 5) – students write 100 to 150 words evaluating the effectiveness of O’Neill’s use of punctuation in offering the reader insights into issues and evoking an emotional response. Students then return to their completed Core formative task 2 – discursive response – letter of gratitude and reflect on their use of punctuation.
Students swap their letter with a peer and use a Guided feedback chat to identify strengths in punctuation usage and areas to be improved.
Post-discussion, students annotate their piece with any edits to be made to punctation, accompanied by a brief justification for the change.
	Success criteria
To demonstrate their learning, students can:
identify how different types of punctuation evokes an emotional response to a core text
experiment with punctuation to shape meaning and evoke emotion in their own compositions.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: bold outcome content is not addressed in this sequence.
	Phase 3b, sequence 4 – exploring how sentence structure can be used to hook the reader and build ideas
Focus area content: students ‘develop their understanding and use of correct syntax, the effect of phrasal verbs and collocations, and clause and sentence structure in their own spoken and written texts across a range of modes and mediums’ and use ‘descriptive, rhetorical and persuasive language appropriate for purpose and audience’.
Learning intentions
By the end of this learning sequence, students will:
understand how different types of sentences in an excerpt can be used to engage readers
understand the effects different types of sentences have in conveying information
understand how collocation can make writing sound natural
apply an understanding of the effects of different sentences in their own writing.
Teacher note: sentence types have previously been explored in Reshaping the world – Year 10, Term 2, Phase 3, sequence 5 – engaging analytically with the figurative language of the core text. Additionally use PowerPoint Phase 3 – sentence variation – 11.1 in ‘Reading to write: Transition to English Studies’, the Writing in Secondary (WiS) Grammar Guide or the Sentence types resource on the HSC minimum standard webpage. If required, this work can be revised with students before the following activities.
Reading the core text with purpose
Identifying how readers are hooked – in pairs, students re-read the opening paragraph of Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill, noting how the sentences change and annotating their copies of the text. They hypothesise why O’Neill varied the sentences and discuss the potential effects of these changes on the reader.
Analysing the sentence types in the opening paragraph – teacher facilitates an annotation of the opening paragraph, using PowerPoint Phase 3b – text annotations – O’Neill – 11.1. The class identifies how these different types of sentences evoke reader engagement. Students check their previous hypotheses and make any necessary adjustments.
Understanding how collocation is used in the core text – teacher guides students through a definition of and discussion of their prior knowledge of collocations using the relevant slides in Phase 3b – text annotations – O’Neill – 11.1. Students identify collocations in the opening paragraph and discuss how collocation is used to make the text relatable and evoke specific emotions.
Experimenting with sentence structure in own writing – students write a 4-sentence paragraph of simple sentences on a local community issue. They then swap with a partner, who rewrites it using at least one compound sentence, one complex sentence and a relevant collocation. Pairs compare the original and rewritten paragraphs, discussing how the revisions enhance engagement.
Reflecting on how sentence structure can shape meaning and engage the reader – students write a brief reflective journal entry on the purpose of sentence structure and collocation in conveying meaning and eliciting a response from the reader.
	Success criteria
To demonstrate their learning, students can:
identify different types of sentences in an excerpt from the core text
analyse how varied sentences engage the reader
find examples of collocation in the opening paragraph of the core text
discuss how collocations can be used to contribute to a text’s cohesion and emotional impact
experiment with varied sentences in their own writing.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The use of discourse markers to show cause and effect
The conventions of genre and the ways texts may conform or subvert these conventions
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Compose critical and creative texts that use accurate spelling, punctuation and syntax in a range of modes and mediums
	Phase 3b, sequence 5 – unpacking the form – lyric essay and persuasive elements
Focus area content: students ‘read texts that are engaging aesthetically, stylistically and conceptually to inspire them to respond critically and creatively’ and ‘develop the vocabulary to appreciate, understand and analyse texts’.
Learning intentions
By the end of this learning sequence, students will:
understand the concept of a lyric essay and its characteristics
identify persuasive elements within a text and analyse their impact on the text’s overall message
expand their vocabulary and understanding of language forms relevant to lyric essays and persuasive texts.
Teacher note: you may draw on or adapt elements from the following resources in the teaching of persuasive writing and discourse markers: From page to stage – Year 8, Term 3 Phase 1, activity 9 – using anecdotes for persuasion and Reshaping the world – Year 10, Term 2 Phase 5, resource 5 – using discourse markers and Phase 5, activity 7 – implementing discourse markers.
Unpacking the lyric essay
Teacher note: use PowerPoint Phase 3b – O’Neill – lyric, persuasive and hybrid writing– 11.1 to support the teaching of this sequence. This sequence is not designed to be delivered in one lesson but adapted and used at students’ point of need as they develop their understanding of the text.
What is the lyric essay? – students are introduced to the lyric essay using the PowerPoint Phase 3b – O’Neill – lyric, persuasive and hybrid writing – 11.1. They discuss texts they’ve read that evoke strong emotions or reflections. In small groups, they identify examples of personal reflection, imagery and emotional language in the text, sharing their findings with the class to expand the list of lyric essay characteristics as needed.
Identifying persuasive elements and their impact – in groups, students re-read sections of the core text and identify persuasive devices. A table of persuasive devices is available to support students in Phase 3b, resource 3 – Core formative task 3 support material menu. Groups present their findings to the class. As a class, discuss how these persuasive elements engage the reader in the issue and contribute to the overall message of the text.
Expanding vocabulary and understanding of language forms relevant to lyric essays and persuasive texts – students are introduced to or revisit key vocabulary related to lyric essays and persuasion (for example, ethos, pathos, logos) through the PowerPoint Phase 3b – O’Neill – lyric, persuasive and hybrid writing – 11.1. Teach or revise discourse markers that indicate cause and effect using the relevant section of the PowerPoint. Students then
identify examples from the text
compose (in pairs) a short persuasive paragraph in their writing journal using at least 5 new vocabulary words and 2 discourse markers in response to one of the following prompts: chocolate is a fruit, one person can make a difference or the environment is everyone’s responsibility.
	Success criteria
To demonstrate their learning, students can:
define the lyric essay and identify characteristics based on class discussions and group activities
identify and explain various persuasive devices used in the core text and discuss their effects on the reader
use key vocabulary related to lyric essays and persuasion effectively in their writing.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
Understanding
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Compose critical and creative texts that use accurate spelling, punctuation and syntax in a range of modes and mediums
	Phase 3b, sequence 6 – exploring hybridity in ‘The tent village at Musgrave Park’
Focus area content: students ‘read texts that are engaging aesthetically, stylistically and conceptually to inspire them to respond critically and creatively’ and ‘compare and contrast texts to develop their own written expression and offer inspiration for their own writing’.
Learning intentions
By the end of this learning sequence, students will:
revise their understanding of hybrid texts
understand the features of a lyric essay and a persuasive text
understand how hybrid features of a text can be used to achieve the author’s purpose.
Teacher note: the PowerPoint Phase 3b – O’Neill – lyric, persuasive and hybrid writing – 11.1 has been designed to support this sequence of learning. The professional learning session on ‘Harnessing the power of hybrid texts to enrich student writing’ available on the English curriculum 7–10 professional learning SharePoint and the English Studies PowerPoint Phase 3 – hybrid texts – 11.1 may be useful to reference and adapt for the teaching of the activities below. Pre-reading– links to prior learning identifies a range of resources and activities students can be directed to as they re-engage with hybrid texts and their composition.
Exploring the features of a hybrid text
Understanding the idea of hybridity – the teacher uses the slides in PowerPoint Phase 3b – O’Neill – lyric, persuasive and hybrid writing – 11.1 to introduce or revise hybridity.
Identifying hybridity in lyric essays and persuasive writing (integrated Phase 4) – students use the Venn diagram in PowerPoint Phase 3b – O’Neill – lyric, persuasive and hybrid writing – 11.1 to make connections between lyric essays and persuasive texts. Teacher then provides students with a short excerpt from O’Neill’s essay that showcases both lyric and persuasive elements. Select a passage that includes vivid imagery and presents a persuasive argument about homelessness. In small groups, students identify, discuss and record in their writing journals
one example of lyric language (What imagery or emotional language stands out?)
one persuasive element (What argument or technique does O’Neill use to persuade the reader about the issue of homelessness?).
Sharing findings to consolidate understanding – teacher brings the class together and invites each group to share their findings. In guiding the discussion, the teacher highlights how O’Neill combines lyric elements with persuasive arguments to engage the reader and convey the message of the work. Students write a 150 to 200-word paragraph about how O’Neill harnesses the characteristics of the lyric essay to engage the reader and build awareness of the issue of homelessness.
	Success criteria
To demonstrate their learning, students can:
define a hybrid text
use a Venn diagram to identify the features of lyric essays and persuasive texts
analyse excerpts for lyric language and persuasive arguments
discuss lyric essay features of the core text, specifically form and style.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: elements of PowerPoint Phase 3b – O’Neill – lyric, persuasive and hybrid writing – 11.1 may be used as a pre-test to determine student prior knowledge of hybridity.

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
Understanding
The use of discourse markers to show cause and effect
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
The conventions of genre and the ways texts may conform or subvert these conventions
Responding
Compose critical and creative texts that use accurate spelling, punctuation and syntax in a range of modes and mediums
Plan, draft and refine ideas and language in own texts for a range of purposes and audiences
Assess their choices of language and textual form in their own critical and creative compositions
	Phase 3b, sequence 7 – applying understanding of hybrid texts
Focus area content: students ‘develop their understanding and use of form and structure when composing and responding to texts’, ‘to build their language proficiency and fluency students develop their understanding of metalanguage to use in their own compositions’ and ‘plan, draft and refine their own written and spoken texts’.
Learning intentions
By the end of this learning sequence, students will:
understand how external influences can shape an author’s work
understand the processes involved in composing a hybrid text.
Exploring the process of composition
Teacher note: links to the ‘In conversation with writers’ podcast can also be found in PowerPoint Phase 3b – in conversation – O’Neill – paradox – 11.1. Suggested peer feedback structures can be located in Phase 6.
Understanding the process of composing a lyric essay – students listen to the In conversation with writers – O’Neill – Part 1 – TTVMP (14:47) podcast and complete Phase, 3b, activity 5 – O’Neill on her writing process to understand her writing process and the complexities involved in representing community stories. Students then discuss as a class, the connections between values, identities and actions, and how these elements influence both O’Neill’s writing and their own perspectives.
Composing a paragraph for a lyric essay (integrated Phase 5) – students compose a paragraph for a lyric essay, incorporating personal narrative and persuasive elements. They are guided in brainstorming topics for their lyric essays that connect to personal experiences or social issues and draft their paragraph, focusing on incorporating descriptive language, personal reflection and persuasive devices. Encourage students to experiment with tone, modality and register.
Developing reflective writing skills (integrated Phase 5) – in pairs, students share their drafts and provide constructive feedback using a Guided feedback chat on language use and emotional impact. Students work with their partner to co-construct a short reflection (100 to 150 words) on the process of writing their paragraph, discussing
the challenges they faced
what they learned about using language to evoke emotion and persuade
how the feedback process helped them.
Use the language and discourse markers in PowerPoint Phase 2 – reflective writing – 11.1 to support students in reflecting on how their initial perspectives have evolved.
	Success criteria
To demonstrate their learning, students can:
explain influence of values, identity and action on the core text
compose a paragraph for a lyric essay that includes descriptive language, personal reflection and persuasive elements
compose a reflection on their writing process, articulating challenges and learning outcomes.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: see Pre-reading– listening skills on how to adapt listening tasks.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-03 explains the connections between texts
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: the outcomes for Core formative task 3 – persuasive response – complexities of community are in the Core formative tasks booklet.
	Phase 3b, sequence 8 – preparing to complete Core formative task 3 – persuasive response – complexities of community
Focus area content: students ‘use descriptive, rhetorical and persuasive language appropriate for purpose and audience’, ‘develop insights into the world around them, deepen their understanding of themselves and others, and enhance their enjoyment of reading to strengthen their personal voice as writers’ and ‘compare and contrast texts to develop their own written expression and offer inspiration for their own writing’.
Learning intentions
By the end of this learning sequence, students will:
explore how writing can encourage discussions about important community issues
analyse and compare how O’Neill and Dalton approach the concept of community in their writing
compose a persuasive response.
Exploring the complexities of community
Teacher note: links to the ‘In conversation with writers’ podcast can be found in PowerPoint Phase 3b – in conversation – O’Neill – paradox – 11.1.
Exploring the power of writing to create a community – students listen to the In conversation with writers – O’Neill – Part 1 – TTVMP (14:47) podcast to complete Phase 3b, activity 6 – writing for community. Students reconvene for a class discussion and take notes in their English books
How can writing encourage discussions about important issues in a community? In what ways can it help readers think about their own views and actions?
Consider how O’Neill and Dalton have written about community. What similarities and differences can you identify in how each writer approaches the idea of community?
Teacher note: this core formative task may be part of the Assessment task. Keep a copy of student work for reference. Phase 6 includes support on engaging with student sample materials that may be drawn on to support students with the core formative task. Phase 6, sequence 2 – selecting a core formative task for refinement may be used after the completion of the core formative task.
Core formative task 3 – persuasive response – complexities of community (integrated Phases 5 and 6) – students compose a 500-word persuasive piece based on a prompt that explores the complexities of belonging to/being a part of a community. Students use the steps outlined in Core formative task 3 – persuasive response – complexities of community to complete the task. Phase 3b, resource 3 – Core formative task 3 support material menu contains additional material and strategies to support student completion of the task.
	Success criteria
To demonstrate their learning, students can:
summarise key ideas about how writing can create a sense of community
identify and discuss similarities and differences in how O’Neill and Dalton represent the idea of community in their work
compose a persuasive response that explores the complexities of belonging to or being part of a community.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: see Pre-reading– listening skills on how to adapt listening tasks.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-03 explains the connections between texts
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
Understanding
The language forms, text structures and stylistic features in spoken and written texts to shape ideas and perspectives, including parts of speech and verb forms and tenses
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Compose texts that experiment with tone, modality and register for different purposes and audiences
	Phase 3b, sequence 9 – understanding and analysing the ways ‘The tent village at Musgrave Park’ conveys complex ideas, relationships, endeavours and scenarios
Focus area content: students ‘develop the vocabulary to appreciate, understand and analyse texts, and plan, draft and refine their own written and spoken texts’ and ‘develop insights into the world around them, deepen their understanding of themselves and others’.
Learning intentions
By the end of this learning sequence, students will:
develop an understanding of the term ‘paradox’
recognise how paradoxes can be represented in texts.
Understanding paradox and representation in Core text 2 – ‘The tent village at Musgrave Park’ by Lillian O’Neill
Understanding the concept of paradox in Core text 2 – students are introduced to the concept of paradox using the PowerPoint Phase 3b – in conversation – O’Neill – paradox – 11.1. The teacher facilitates a discussion on how paradox represents complex and uncomfortable issues, emphasising the importance for authors to address these topics, particularly regarding often-overlooked communities.
Understanding O’Neill’s use of paradox to explore complex issues – students listen to an extract from In conversation with writers – O'Neill – Part 1 – TTVMP (14:47) and complete Phase 3, activity 7 – listening to O’Neill on paradox. Reconvene the class and discuss the guided questions, encourage students to share their thoughts and examples from the listening activity that highlight the use of paradox and complex issues. Emphasise the importance of understanding these complexities when discussing communities that face challenges.
Exploring the significance of understanding paradox in addressing complex issues (integrated Phase 5) – students engage in a Quick write where they compose a persuasive paragraph arguing why understanding paradox is essential when reading about complex social issues. Encourage use of examples from the interview to support points. Students consider questions such as
How does recognising paradox help us empathise with those in difficult situations?
What can we learn from the stories shared in ‘The tent village at Musgrave Park’?
Consolidating understanding the importance of paradox through a thinking routine – students complete the Project Zero thinking routine Values, Identities, Actions to reflect on how O’Neill provokes and challenges the reader’s thinking.
	Success criteria
To demonstrate their learning, students can:
explain the idea of paradox and discuss examples
identify and discuss how paradox is used in the core text to represent complex ideas and issues faced by communities
reflect on how O’Neill challenges readers’ thinking about paradox and its implications for understanding communities.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: for Phase 3b, activity 7 – listening to O’Neill on paradox, see Pre-reading– listening skills on how to adapt listening tasks.
Students requiring extension may engage in a paired activity where they formulate an additional interview question along with O’Neill’s response. Following this, they will present their new interview to the class.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
Synonyms and antonyms
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
	Phase 3b, sequence 10 – exploring the idea of vulnerability
Focus area content: students ‘develop the vocabulary to appreciate, understand and analyse texts’ and ‘compare and contrast texts to develop their own written expression and offer inspiration for their own writing’.
Learning intentions
By the end of this learning sequence, students will:
understand and define the term, vulnerability, as represented in the core text
· develop skills in active listening and note-taking to support comprehension of spoken texts
· understand the importance of vulnerability and storytelling in creating deep human connections.
Vulnerability in the core text
Teacher note: links to the ‘In conversation with writers’ podcast can be found in PowerPoint Phase 3a – text annotations – Dalton – 11.1.
Understanding vulnerability – students explore the term vulnerability through a class brainstorm using visuals to enhance understanding (see message abundancy). The class co-develops a simple definition of the term. Students then work in pairs or small groups to complete Phase 3b, activity 8 – vulnerability Frayer diagram. To consolidate learning, teacher projects a blank Frayer diagram for groups to contribute to, allowing students to refine their diagrams based on class input.
Insights into writing about vulnerability – students complete Phase 3b, activity 9 – Dalton’s perspective on the importance of vulnerability by listening to In conversation with writers – Dalton – Part 2 – On listening (from 6:36–14:26) with Dalton to explore the significance of vulnerability in storytelling, enhancing their understanding of how personal narratives can create deep connections and emotional insights between writers and readers. Students reconvene for a class discussion where answers are shared and understanding is clarified.
	Success criteria
To demonstrate their learning, students can:
define vulnerability and provide examples from the core text that illustrate this idea
· identify key ideas and vocabulary related to vulnerability and storytelling from the interview
reflect on the impact of sharing stories on emotional understanding and connection with audiences.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: see Pre-reading – listening skills on how to adapt listening tasks.

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-03 explains the connections between texts
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Compose imaginative texts that experiment with point of view, form and setting to represent a range of personal, social, historical or cultural contexts and perspectives
Plan, draft and refine ideas and language in own texts for a range of purposes and audiences
	Phase 3b, sequence 11 – connecting the core texts through the idea of vulnerability
Focus area content: students ‘compare and contrast texts to develop their own written expression and offer inspiration for their own writing’.
Learning intentions
By the end of this learning sequence, students will:
explore and analyse the necessity of connections between individuals as depicted in both texts
compare and contrast the representations of vulnerability in the core texts
compose an imaginative narrative that reflects the idea of vulnerability and connections.
Connecting the core texts through vulnerability
Literacy note: the Locating explicit information strategies may be useful in supporting students develop skimming and scanning skills.
Exploring vulnerability and connections in the core texts (integrated Phase 4) – students read excerpts from O’Neill and Dalton that highlight vulnerability. In pairs, students complete Phase 3b, activity 10 – vulnerability and connections in Dalton and O’Neill Venn diagram, identifying how each author represents vulnerability in their writing. Students then share their contributions with the class and teacher facilitates an evaluative discussion around
How can both texts evoke emotional responses regardless of their form?
How do both composers depict the complexities of individual stories within their communities?
In what ways do the composers highlight the importance of understanding and empathy in building connections among people?
Using a physical continuum to share thoughts on connections – in small groups, students discuss how both core texts illustrate the need for connections in different ways. Teacher creates a continuum line in the classroom, labelling one end ‘No connection’ and the other ‘Deep connection’ and each group places their ideas along the continuum based on their perceived level of connection in each text. As a class, discuss why they placed certain elements where they did. Through discussion, the teacher should highlight how O’Neill’s paradox and Dalton’s exploration of love contribute to the understanding of human connections.
Using a Quick write to identify the power of connection in a core text (integrated Phase 5) – students draw on the previous activity to inform a persuasive Quick write of 50 to 100 words identifying which of the core texts most successfully evokes an emotional response through its exploration of vulnerability.
Teacher note: a Literature Circle is a widely used, evidence-based approach for encouraging substantive communication between students about the texts they are reading. The key understanding about the effective use of this strategy is to maximise substantive talking time by a careful activity structure that provides students with content to talk about. Then, mix up discussion groups so students have different contexts to talk within. See Harvard’s Literature Circles webpage.
Writing about the human experience of connection and vulnerability (integrated Phase 5) – students write an imaginative piece in their writing journals from the point of view of an imagined character using Phase 3b, activity 11 – writing imaginatively about vulnerability and connections. Once complete, students engage in modified literature circles to discuss how vulnerability and connections have been conveyed. They identify how exploring these ideas can give us insight into characters and ourselves.
	Success criteria
To demonstrate their learning, students can:
engage in group discussions, articulating insights on the necessity of connections and placing ideas on a physical continuum
create a Venn diagram that highlights similarities and differences in the representations of vulnerability in both texts
compose an imaginative piece that explores a moment of vulnerability, demonstrating creativity and employing strong descriptive language.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: visually representing connections to consolidate understanding (integrated Phase 5) – students requiring extension could work individually or in pairs to create a mixed-media representation that synthesises elements from both core texts. This could include a combination of writing, art and digital media. They reflect on how each text influenced their creative choices and articulate this in a written reflection in their writing journals.


[bookmark: _Toc206157758]Phase 4 – connecting critically and deepening conceptual understanding of the focus area and the texts
In the ‘connecting critically and deepening conceptual understanding of the focus area and the texts’ phase, students develop insights into the world around them, enhancing their understanding of themselves and the lives of others while deepening their appreciation for reading by engaging with the core texts. This process encourages students to explore how texts can represent a range of contexts and perspectives, which is crucial for building their analytical vocabulary and comprehension skills.
Students focus on the terms ‘connection’ and ‘community’ as they experiment with reading strategies to examine language features and text structures in persuasive, discursive and hybrid texts. This critical engagement allows them to appreciate how these elements shape ideas and perspectives, refining their personal responses in preparation for completing core formative tasks. As they develop their understanding and use of form and structure, students also enhance their ability to respond critically and creatively to texts.
Throughout this phase, students will engage in comparing and contrasting the form, language and stylistic features of the core texts to deepen their analytical skills and inspire their own experimentation with written expression. The connections made will align with the overarching conceptual focus outlined in the syllabus, fostering a deeper understanding of language and its impact on shaping experiences and perspectives. Through explicit, targeted English language study, students learn to use descriptive, rhetorical and persuasive language appropriate for purpose and audience, as well as correct syntax, phrasal verbs, collocations and clause and sentence structure in their spoken and written texts.
Additionally, students develop the vocabulary necessary to appreciate, understand and analyse texts, planning, drafting and refining their own written and spoken work.
Teacher note: this phase has been integrated into Phases 3a and 3b – engaging personally, analytically and critically with texts.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
How can texts represent a range of contexts and perspectives?
How can reading provide insights into our world and ourselves?
How do the language features and text structures shape ideas, perspectives and experiences in persuasive and discursive texts?


[bookmark: _Toc206157759]Apply, experiment and evaluate
‘Apply, experiment and evaluate’ encompasses Phase 5 – composing critically and creatively in response to the focus area and texts (experimenting and reflecting) and Phase 6 – preparing the assessment task (engaging critically, experimenting and reflecting). These phases support students to explore and experiment with texts to deepen analytical and critical engagement. Composition is often inspired by core texts and students apply learning from the whole program to complete the formal assessment. Students reflect on and evaluate their learning journey as they are guided through the recursive process of responding and composing.
[bookmark: _Toc206157760]Phase 5 – composing critically and creatively in response to the focus area and texts
In the ‘composing critically and creatively in response to the focus area and texts’ phase, students explore and experiment with a variety of texts. This phase has been integrated into Phases 3a and 3b – engaging personally, analytically and critically with texts, and it is where core formative tasks focused on experimentation are placed.
Students engage with the core texts, to develop insights into the world around them, deepening their understanding of themselves and the lives of others while enhancing their enjoyment of reading. They focus on understanding the concepts of connection and community as they experiment with reading strategies to examine language features and text structures in both persuasive and discursive texts. This critical engagement allows them to appreciate how these elements shape ideas and perspectives, allowing them to refine their personal responses in preparation for their assessment.
Throughout this phase, students will investigate how composers use codes and conventions for effect, and they will experiment with composing in imaginative, discursive, persuasive and hybrid styles, including lyric essays. Students will also focus on the features of discursive and persuasive texts, developing, consolidating and experimenting with their understanding of how punctuation and sentence structure can shape meaning. As they compare and contrast the core texts, they will deepen their analytical skills and find inspiration for their own writing. This process aligns with the overarching conceptual focus outlined in the syllabus, fostering a deeper understanding of language and its impact on shaping experiences and perspectives.
Through explicit, targeted English language study, students will build their vocabulary to appreciate, understand and analyse texts while planning, drafting and refining their own written and spoken work. By engaging with aesthetically, stylistically and conceptually rich texts, they will enhance their enjoyment of reading and strengthen their personal voice as writers.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
How do writers compose persuasive and discursive texts that explore a range of personal, social, historical and cultural meanings?
How do writers employ the features of a range of textual forms to create a text that suits audience and purpose?
How can appropriate metalanguage and textual forms be used to reflect on the processes of writing?
[bookmark: _Toc206157761]Phase 6 – preparing the assessment
In the ‘preparing the assessment’ phase, students are supported to complete the formal assessment, including examination preparation. Students should be supported to collaboratively explore the audience, purpose, context and form of the task in relation to the syllabus. This ongoing assessment process can act as a wellbeing check for students. Activities associated with this phase have been integrated concurrently within Phases 2, 3a and 3b.
In addition to covering content, and refining students’ responses, strategies dedicated to assessment support must also include the delivery of the knowledge and skills associated with composing in the targeted form. Elements of this phase should include processes for ensuring equity and validity through meeting NESA’s Principles of Effective Assessment. This supports students to engage in a recursive compositional process involving planning, monitoring, revising and reflecting. This supports student ownership of the responses they compose.
This phase supports both the experimentation within formative tasks and the preparation for the formal assessment. They are not meant to be completed consecutively, nor are they a checklist. They should be introduced when required, running concurrently within the other phases. Some may take a few minutes in a once-off lesson, others will need to be repeated. Some may require an entire lesson. All will need to be adapted to suit the specific class context.
The teacher recognises students’ prior understanding of assessment practices but should use this phase as an opportunity to deepen awareness of aspects that may have challenged students during the preparation of other assessment tasks. These may include understanding instructions, being aware of the demands of marking criteria, or using samples to improve their response.
Expected duration: strategies from within this phase are to be used concurrently with other phases. Students should be given adequate class time to develop ideas, practise composing and refine their work based on peer and teacher feedback.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
How can marking guidelines and sample assessment task responses be used as a support for learning?
What are the best strategies for developing and expanding skills in planning, monitoring and refining a composition?
Table 7 – preparing the assessment
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-03 explains the connections between texts
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
	Phase 6, sequence 1 – analysing work samples to understand expectations
Focus area content: students ‘read texts that are engaging aesthetically, stylistically and conceptually to inspire them to respond critically’ and ‘compare and contrast texts to develop their own written expression and offer inspiration for their own writing’.
Learning intentions
By the end of this learning sequence, students will:
think critically about a discursive work sample by using annotations to identify strengths and areas for improvement
compare C-grade and A-grade samples to understand the differences in quality and expectations.
Teacher note: students may require additional clarity on assessment task requirements to better engage with the marking criteria. Teacher should explicitly address each component of the marking rubric to ensure understanding, particularly for those unfamiliar with Australian high school assessment processes and terminology.
Engaging with student work samples
Initial reading of student work samples – students read the student discursive and persuasive work samples provided in the Student assessment samples booklet and Phase 6, resource 1 – using an A-range response to inform understanding. They determine which sample reflects a C-range response (sample 1) and which reflects an A-range response (sample 2). They highlight similarities and differences between the samples, and one piece of evidence in each that corresponds to the key terminology of ‘effective’ and ‘adequate’. They then explain their reasoning. The teacher should remove any headings indicating the grade prior to distribution.
Thinking critically about the work sample – using the Think-Pair-Share approach, students re-read the student assessment samples this time using the marking criteria and (or) student-facing rubric. They discuss whether their initial awarded grade has changed, providing reasons for their views. Students then use the language of the marking criteria and Phase 6, activity 1 – using the Part A marking guidelines and annotations to refine an assessment sample to identify strengths and areas for improvement for each sample. Students implement the ‘suggestions for feedforward and skill development’ provided in the annotated assessment sample. Use the Gradual release of responsibility model to support students with the process using the example provided in the table.
Reflecting on student samples – using their writing journal, students reflect on what they have learned from the process of engaging with student samples and the marking criteria. They make a list of points to action in their refinement of either Core formative task 2 – discursive response – letter of gratitude or Core formative task 3 – persuasive response – complexities of community.
	Success criteria
To demonstrate their learning, students can:
accurately identify and highlight strengths and areas for improvement in the discursive work sample
articulate the key differences between the C-grade and A-grade samples, focusing on elements such as argument clarity, use of evidence, language choices and overall coherence.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Plan, draft and refine ideas and language in own texts for a range of purposes and audiences
Assess their choices of language and textual form in their own critical and creative compositions
	Phase 6, sequence 2 – selecting a core formative task for refinement
Focus area content: students ‘draft and refine their own written and spoken texts’.
Learning intentions
By the end of this learning sequence, students will:
learn to select and evaluate a core formative writing task that aligns with their interests and strengths
use core texts studied to identify effective use of form and language devices
create a clear and actionable plan for refining their chosen task response, setting specific goals for improvement in their writing
engage in peer feedback to refine choice of core formative task and plans for refinement.
Selecting a core formative task
Selecting a core formative task for the assessment – teacher facilitates a brief discussion around the importance of selecting a task that aligns with students’ personal interests and strengths. Students use Phase 6, activity 2 – selecting a core formative task for refinement to
gather and review their existing compositions for Core formative task 2, Core formative task 3 and class materials related to each task
take notes on the specific requirements of each task based on the prompts provided, as well as teacher and peer feedback they received on the tasks
consider which task they enjoyed the most or found the most interesting.
Thinking about writing strengths – students reflect on their strengths and areas for improvement from the previous activity using Phase 6, activity 2 – selecting a core formative task for refinement. They consider which of the 2 core formative tasks (discursive or persuasive) aligns with their skills and interests and tentatively choose a response to refine.
Making plans for refinement – students use Phase 6, activity 2 – selecting a core formative task for refinement to outline a plan for refining their chosen task. They identify specific areas of focus and set clear, achievable goals.
Gathering peer feedback – students discuss their chosen core formative task and plan for refinement with a partner or in small groups and use the Two stars and a wish Peer feedback and Phase 6, activity 2 – selecting a core formative task for refinement.
	Success criteria
To demonstrate their learning, students can:
select a core formative task that aligns with their interests and strengths
demonstrate an understanding of the conventions of their chosen writing form by discussing its structure and purpose
reference core texts to illustrate understanding of effective form and language devices
engage in feedback discussions with peers and apply feedback
create a clear and actionable plan for refining a chosen task with specific goals for improvement.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-01 analyses the ways an author’s choice of textual forms and features shapes meaning in texts from different modes and mediums
EEA-11-05 composes critical and creative texts that use textual form and language features to shape meaning for a range of purposes and audiences
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Plan, draft and refine ideas and language in own texts for a range of purposes and audiences
Assess their choices of language and textual form in their own critical and creative compositions
	Phase 6, sequence 3 – refining reflective writing
Focus area content: students ‘draft and refine their own written and spoken texts’.
Learning intentions
By the end of this learning sequence, students will:
understand the purpose and features of reflective writing
be able to apply their understanding to their own reflective writing.
Teacher note: PowerPoint Phase 2 – reflective writing – 11.1 should be used to support the activities in this sequence. Additionally, the English Studies program contains PowerPoint Phase 6 – supporting editing – 11.1 that may be used.
Revisiting reflective writing
Connecting to prior learning – students have 2 minutes to brainstorm everything they have learned about reflective writing throughout the course of this unit. Teacher may use PowerPoint Phase 2 – reflective writing – 11.1 to reinforce and clarify key pieces of learning shared by students.
Thinking critically about the work sample and using annotations to improve the work sample – students read the reflective student assessment sample for the discursive piece and use Phase 6, activity 3 – using the Part B marking guidelines and annotations to refine a reflective assessment sample to refine it. They apply the language of the marking criteria or student-facing rubric to identify strengths and areas for improvement. Students then implement the ‘suggestions for feedforward and skill development’ from the annotated work sample. The teacher should model this process using the example provided in the table.
Reflection planning – students engage with the sample reflection in the assessment task, using the student-facing marking criteria to ‘mark’ the response and provide feedback. Students
are guided in creating an outline for their reflection using Phase 6, activity 4 – reflective writing assessment scaffold
engage in a teacher facilitated discussion on the conventions of reflective writing, such as using the first person and maintaining a reflective tone
incorporate textual references from the core text to support their evaluation and to illustrate how they have employed similar language features and structures in their own work.
Using a checklist to support self-feedback – provide students with or co-construct a checklist of features of reflective writing that can be used to ensure they have been implemented in the draft reflection. The Digital stories – Year 10, Term 4 program contains Phase 6, activity 6 – reflective writing checklist which can be adapted or used as a starting point to support this.
	Success criteria
To demonstrate their learning, students can:
identify key features and purposes of reflective writing during discussions
critically analyse a reflective work sample by using annotations to highlight strengths and areas for improvement based on marking guidelines
compose a reflective text that demonstrates understanding of the purpose and features of reflective writing, while applying feedback.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: offering students multiple means of communication to support diverse learners and reduce barriers to expression. Options such as audio or video recordings or teacher conferences can help them reflect and consolidate their ideas in writing.

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
EEA-11-06 identifies how choices of language, form and structure can shape meaning in own compositions
Understanding
The impact of language forms, conventions and literary devices in familiar and unfamiliar texts
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Compose critical and creative texts that use accurate spelling, punctuation and syntax in a range of modes and mediums
Plan, draft and refine ideas and language in own texts for a range of purposes and audiences
Assess their choices of language and textual form in their own critical and creative compositions
	Phase 6, sequence 4 – preparing for the assessment
Focus area content: students ‘draft and refine their own written and spoken texts’.
Learning intentions
By the end of this learning sequence, students will:
refine their writing by setting specific revision goals and incorporating feedback to enhance language features, coherence and arguments
prepare their final drafts, focusing on grammar, punctuation, style and aligning with Emerging Writers Summit (EWS) parameters
plan and outline a reflective piece that evaluates a core text and connects it to their own writing
engage in peer review to provide and receive constructive feedback on their reflections.
Establishing processes and taking steps to ensure completion of assessment task
Teacher note: PowerPoint Phase 2 – reflective writing – 11.1 should be used to support the activities in this sequence. Additionally, the English Studies program contains PowerPoint Phase 6 – supporting editing – 11.1 that should be used. In addition to the various peer review strategies that have been used in the program, teachers may wish to draw from Peer and self-assessment for students.
Refinement workshops – students engage in workshops where they can work on revisions in real time, with specific goals (for example, enhancing language features, improving coherence or strengthening arguments). Encourage students to set specific revision goals for their drafts, based on feedback they have received. Draw on the established goal structure from Phase 1, resource 2 – setting SMART reading and writing goals and their plans in Phase 6, activity 2 – selecting a core formative task for refinement. Students should also use Phase 6, activity 5 – using the marking criteria to evaluate own work to assess their own work to guide final preparations.
Final draft preparation – students are provided time to finalise their drafts, ensuring they incorporate feedback and check for grammar, punctuation and style. Students use the student-facing marking criteria from the assessment task as part of this process. Discuss the importance of considering audience and purpose in their final submissions, reminding them to align their text with the parameters of the EWS.
Peer review sessions – students engage in peer review sessions for the reflection pieces. Teacher to select appropriate peer feedback structure, draw from Feedback practices and strategies, Peer feedback and Peer discussion and conferencing. Students must provide a sample of their response, or entire response, to receive feedback in a particular lesson. Peers are encouraged to focus on using the student-facing marking criteria from the assessment task. The author of the draft then develops a plan of how they will action the feedback they have been provided.
	Success criteria
To demonstrate their learning, students can:
set specific revision goals for drafts and demonstrate improvements in their writing
finalise drafts by incorporating feedback and ensuring correct grammar, punctuation and style, using the student-facing marking criteria
create an outline for their reflection, incorporating textual references from the core text and using reflective writing conventions
participate in peer review sessions, providing and receiving feedback that aligns with the assessment criteria, demonstrating an understanding of constructive criticism.
Evaluation and registration:
[Record evaluation and registration information]

	EEA-11-04 communicates information, ideas and opinions in a range of modes for a variety of purposes, audiences and contexts
Understanding
The ways ideas, attitudes and perspectives are represented in spoken and written texts and how these shape meaning
Responding
Select and use appropriate structure to communicate ideas and opinions for different purposes, audiences and contexts
Teacher note: outcomes for Core formative task 4 – personal response – the significance of reading and writing are in the Core formative task booklet.
	Phase 6, sequence 4 – evaluation of learning
Focus area content: students ‘develop insights into the world around them, deepen their understanding of themselves and others, and enhance their enjoyment of reading to strengthen their personal voice as writers’.
Teacher note: this sequence focuses on students assessing the development of their own skills in reading and writing, and what they now understand the purpose and role of both to be. How they feel they’ve grown as both a reader and writer, and how this will impact on further engagement with texts. This should be completed post assessment task.
Learning intentions
By the end of this learning sequence, students will:
reflect on their growth as readers and writers, understanding how their reading experiences have influenced their writing development throughout the course
set future goals related to their literacy skills and articulate their aspirations for life after the HSC in a reflective letter to themselves.
Preparing to complete Core formative task 4 – personal response – the significance of reading and writing
Reflecting on personal growth to understand how far they have come – students use a ‘Rose, bud, thorn’ exit ticket to identify one thing they have enjoyed about this unit, one thing they are looking forward to, and one thing they have been challenged by. These can be written on individual sticky notes and collated in a central place. Teacher can then guide the class through a group discussion of their growth.
Teacher note: this core formative task may be used as part of the Assessment task. Ensure a copy of the student work is kept for reference.
Core formative task 4 – personal response – the significance of reading and writing – students compose a 300 to 500-word reflective letter to themselves about their journey as a reader and a writer and what lies ahead. Students use the steps outlined in Core formative task 4 – personal response – the significance of reading and writing to complete the task.
	Success criteria
To demonstrate their learning, students can:
compose a reflective letter that articulates their journey as a reader and writer, highlighting texts or experiences that have shaped perspectives and writing style
plan, draft and refine reflections, incorporating personal insights and goals for continued literacy development.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: offer multiple means of communication to reduce expression barriers. Audio or video recordings and Peer discussion and conferencing can help students reflect and consolidate ideas.




[bookmark: _Toc206157762]Program evaluation
Evaluation and reflection are ongoing practices and teachers will evaluate the extent to which the planning of the program/unit has remained focused on the syllabus outcomes. During teaching, use the ‘Evidence of learning and evaluation’ column to record observations. At the conclusion of the program/unit, teachers and students should be given the opportunity to ‘reflect on and evaluate the degree to which students have progressed as a result of their experiences, and what should be done next to assist them in their learning’ as per NESA’s Advice on units. This information should be used to improve the next iteration of the program and inform the following learning experiences for the students.
[bookmark: _Toc189753252]

[bookmark: _Toc206157763]The English curriculum 7–12 team
[bookmark: _Toc138846993][bookmark: _Toc149324465][bookmark: _Toc150181684][bookmark: _Toc150259390][bookmark: _Toc151447422][bookmark: _Toc151632402]The English curriculum 7–12 team provides support for the delivery of the English curriculum 7–12 in NSW Department of Education high schools. If you have any questions regarding the use of material available or would like additional support, please contact the English curriculum team by emailing English.curriculum@det.nsw.edu.au.
[bookmark: _Toc149324466][bookmark: _Toc150181685][bookmark: _Toc150259391][bookmark: _Toc151447423][bookmark: _Toc151632403][bookmark: _Toc189753254][bookmark: _Toc206157764]Support and alignment
Alignment to system priorities and/or needs: this resource is evidence-based, as outlined below and supports English curriculum leaders to advance equitable outcomes, opportunities and experiences for their students. It also provides guidance that enhances the delivery of outstanding leadership and supports the planning of explicit teaching practices as per the goals of the Plan for NSW Public Education. It is an example of Universal Design for Learning and aligns to the School Excellence policy. It is designed to support school and curriculum leaders as they plan syllabus implementation. It can be used during the design and delivery of collaborative curriculum planning, monitoring and evaluation.
Alignment to the School Excellence Framework: this resource aligns with the School Excellence Framework Leading domain – Educational leadership and the Learning domain – Curriculum as it models syllabus-aligned programming and assessment planning. It provides strategies for engaging in collaborative curriculum planning.
[bookmark: _Hlk205201026][bookmark: _Hlk181000363]Alignment to Australian Professional Standards for Teachers: this resource supports teachers to address Proficient Teacher Standard Descriptors1.6.2, 2.5.2, 3.1.2, 3.2.2, 3.3.2. 3.4.2, 5.1.2, 5.5.2.
Assessment: further advice to support formative assessment is available on the Planning, programming and assessing 7–12 webpage.
Consulted with: Secondary Curriculum subject matter experts, teachers and head teachers from across NSW.
Differentiation: further advice to support Aboriginal and/or Torres Strait Islander students, students learning English as an additional language or dialect (EAL/D), students with disability and/or additional needs and High Potential and gifted students can be found on the Planning, programming and assessing 7–12 webpage.
[bookmark: _Hlk178077995]NSW Syllabus: English Studies 11–12 Syllabus (NESA 2024)
Author: English curriculum 7–12 team
Publisher: State of NSW, Department of Education
Resource: sample teaching and learning program
Related resources: further resources to support programming and assessment can be found on the Planning, programming and assessing English 11–12 webpage.
Professional Learning: relevant Professional Learning is available on the English curriculum 11–12 professional learning SharePoint page (DoE staff only) and through the English curriculum professional learning calendar.
Creation date: 1 April 2025
Review date: 1 April 2027
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