

[bookmark: _Toc151447405]English Studies (Year 11) – program
11.1 – ‘Reading to write: Transition to English Studies’
This resource is a sample teaching and learning program for Year 11, Term 1. In this program, students engage with a range of literary and non-literary texts and use the knowledge gained from their reading to develop their skills as writers. They use comprehension strategies to improve their understanding and knowledge of textual forms and language features to inspire thoughtful discussion and imaginative responses. Engaging with a range of texts provides students opportunities to develop their research, critical thinking and written communication skills.


Table 1 provides a cover page for the teacher and class. Update the table based on the class details and contextual details.
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Updating the table of contents
Want to update the table? Have you added content to the document and noticed the page numbers have changed? As you add content to this report, you can update the table of contents to accurately reflect the page numbers within the resource. To update the table:
· Right click on the table and select ‘Update table of contents’ (in the browser version) or ‘Update field’ (in the desktop app). In the browser version, it will automatically update the entire table.
· In the desktop app, you will then need to select ‘Update entire table’. Your table numbers should then update to reflect your changes.

[bookmark: _Toc145666031][bookmark: _Toc151447406][bookmark: _Toc151632386][bookmark: _Toc206492773]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 Studies 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 sample senior English programs.
[bookmark: _Toc206492774]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 Studies’:
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
· Resource and activities in PowerPoint: Phase 1 – understanding the English Studies course – 11.1; Phase 2 – punctuation in poetry – 11.1; Phase 3 – visual metalanguage revision – 11.1; Phase 3 – hybrid texts – 11.1; Phase 3 – literal and figurative representation – 11.1; Phase 3 – sentence variation – 11.1; Phase 3 – subject–verb agreement and use of tense – 11.1; Phase 4 – text annotations – Norton-Lodge – 11.1; Phase 6 – supporting editing – 11.1
· Scope and sequence: English Studies Year 11–12
· Assessment schedule: English Studies Year 11–12.
All documents associated with this resource can be found on the Planning, programming and assessing English 11–12 webpage.
[bookmark: _Toc145666041][bookmark: _Toc151447408][bookmark: _Toc151632388][bookmark: _Toc206492775]Target audience
[bookmark: _Toc145666042]This sample is intended to support teachers and curriculum leaders as they develop contextually appropriate teaching and learning resources for the English Studies 11–12 Syllabus (NESA 2024).
[bookmark: _Toc145666043][bookmark: _Toc151447409][bookmark: _Toc151632389][bookmark: _Toc206492776]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: _Toc206492777][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’. 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. Teachers use their expertise to guide student thinking and often model and use exemplars to show students what success ‘looks like’.


[bookmark: _Toc206492778]Reading to write: Transition to English Studies – overview
In this focus area, students will explore the connections between reading and writing and the relationship to literacy development. This teaching and learning program supports students to develop understanding of how context and perspectives are represented through codes and conventions in a range of texts. Through engaging with and composing critical and creative texts, they appreciate how both reading and writing are expressions of personal identity.
[bookmark: _Toc145666046][bookmark: _Toc151447412][bookmark: _Toc151632392]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.
Duration: this program of lesson sequences is designed to be completed over a period of approximately 10 weeks.
[bookmark: _Toc206492779]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 engaging with a range of model texts improve reading and writing skills?
How can reading and writing empower people?
Why is it important to be a critical thinker?
[bookmark: _Toc206492780]Conceptual programming questions
The conceptual programming questions should be carefully aligned to outcome content points, and they guide 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: _Hlk205283396]Phase 1 – engaging with the unit, the learning community and the focus area

	Why are reading and writing skills valuable?
What are literary and non-literary texts?

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

	Why are metaphors powerful devices for self-expression?
How can we use the structure and style of texts we read to inspire our own writing?

	Phase 3 – engaging personally, analytically and critically with texts

	How can reading provide insights into our world and ourselves?
How can recognising language patterns and structures in texts support both reading comprehension and composing?

	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 understanding language patterns and structures improve our communication?

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

	How can the codes and conventions of texts be used to represent ideas?
How can we use language to communicate a perspective?
Note: in this program, some Phase 5 – composing critically and creatively in response to the focus area and texts activities have been integrated into Phases 2, 3 and 4.

	Phase 6 – preparing the assessment

	How can the process of reflection improve our skills in English?
How can the stages of the writing process strengthen our compositions?
Note: in this program, some Phase 6 – preparing the assessment activities have been integrated into Phases 2, 3 and 4.


[bookmark: _Toc145666047][bookmark: _Toc151447413][bookmark: _Toc151632393][bookmark: _Toc206492781]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.
Formal assessment: students compose a portfolio of writing drawn from tasks completed in class. Students submit 3 texts composed in class and select one to be marked for the assessment.
Formative assessment: students engage in a series of core formative tasks, which are outlined in English Studies (Year 11) – core formative tasks.
[bookmark: _Toc206492782]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:
ESD-11-01 uses strategies to explain information and ideas in a variety of texts
ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
ESD-11-03 identifies connections between texts
ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
English Studies 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: _Toc206492783]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.
[bookmark: _Hlk206154061]Mununggurr M (2019) ‘I run’ in Solid Air: Australian and New Zealand Spoken Word, University of Queensland Press, Indooroopilly. ISBN 97807022637299 (pdf). Reproduced and made available for copying and communication by NSW Department of Education for its educational purposes with the permission of Melanie Mununggurr. This resource is licensed up until 31 July 2030.
Chan Q (2016) What the doctor recommended, Australia. Reproduced and made available for copying and communication by NSW Department of Education for its educational purposes with the permission of Queenie Chan. The text contained in this resource is licensed up until 30 June 2030.
Norton-Lodge Z (2015) ‘The Marron’ in Almost Sincerely, The Giramondo Publishing Company Pty Ltd, Artarmon. ISBN: 9781922146854. The text contained in this resource is licensed up until 30 October 2026.
[bookmark: _Toc206492784]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.
Some suggested areas of focus to activate prior knowledge could include:
an understanding of the textual features of performance poetry, hybrid texts and prose fiction
an understanding of the textual concepts representation, code and convention, perspective and context
past experiences of reading and writing
literacy skills that support reading comprehension and writing.
Some potential future links to other programs in the English Studies course could include:
exploring representations of personal identity and the diversity of voices that contribute to Australian society in English Studies (Year 11) – Elective A: Voices of Australia – Term 2
analysing and composing texts for specific audiences and purposes in English Studies (Year 11) – Elective D: Playing the game – Term 3
developing understanding of how language and storytelling can represent perceptions of themselves and their world in English Studies (Year 12) – Narrative and human experiences – Term 4
exploring how ideas, experiences and perspectives are communicated through language in English Studies (Year 12) – Elective E: Lyrical voices – Term 1
using prescribed texts as models and inspiration for own compositions and deepening understanding of the writing process in English Studies (Year 12) – Writing for purpose – Term 2
developing critical thinking skills in English Studies (Year 12) – Elective H: Uncovering the truth – Term 3.
[bookmark: _Toc145666052][bookmark: _Toc151447418][bookmark: _Toc151632398][bookmark: _Toc206492785]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.
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 and Chapter 5 in Closing the Writing Gap ‘Crafting great sentences’ for strategies to support students through the editing stage of the writing process.
Activating Reading Capabilities in English by Amanda McGraw and Mary Mason (2022). Chapter 2 ‘Starting with student experience’ and chapter 3 ‘I don’t like to read’ are especially helpful in understanding the barriers to reading that students experience and suggested strategies for overcoming these challenges.


[bookmark: _Toc206492786][bookmark: _Toc145666053][bookmark: _Toc151447419][bookmark: _Toc151632399]Engage and orient
‘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: _Toc206492787]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, students are supported to develop an understanding of classroom routines and develop positive relationships with their peers. This can help create an optimal learning environment. Students engage personally with a variety of literary and non-literary texts to explore the value of reading and enhance their understanding of the Year 11 English Studies course. Initially, they explore a core text using strategies to support reading comprehension such as prediction and summarising. Students consider the practical value of the skills developed in subject English for their post-school lives.
As students familiarise themselves with the English Studies course structure, they use writing journals to experiment with writing, track their progress and cultivate a strong writing culture in the classroom. They also practise identifying language features through the core text. They compose personal texts to foster classroom connections and to begin an exploration of the concept of identity which is central to this program. Students are given the opportunity to navigate the digital syllabus to encourage ownership of their learning and deepen their understanding of the expectations and requirements of the English Studies course.
Expected duration: this phase should take approximately 3 to 4 hour-long lessons.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
Why are reading and writing skills valuable?
What are literary and non-literary texts?
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

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
Explicit and implicit meaning in texts
Responding
Compose critical and creative texts that represent a range of perspectives
	Phase 1, sequence 1 – responding personally to a text
Focus area content: ‘students read a range of literary and non-literary texts in a variety of modes and mediums’.
Teacher note: in this learning sequence, students are introduced to the core text ‘I run’ by Djapu poet Melanie Mununggurr. Support and guidance for Creating a culturally safe classroom is available and should be consulted at How to use the English core texts. There are phrases in this text that may require explicit teaching and sensitive discussion. Refer to ‘Content that may be traumatic’ and ‘Creating a culturally safe classroom’ at How to use the English core texts for guidance when unpacking language such as ‘like a black tracker’, ‘abuser’, ‘they chase me down the way white authorities chase down brown-skin babies’ and ‘Hold me captive the way this country holds asylum seekers’. The purpose of this sequence is to engage students with a powerful text to pique their interest before moving into the second lesson sequence where students develop an understanding of the English Studies course.
Learning intentions
By the end of this learning sequence, students will:
use comprehension strategies to support personal engagement with the ideas in the core text
be able to express a personal response to a text.
Engaging personally with the core text
Using prediction to support reading and activate interest – display the image of a runner provided in Phase 1, activity 1 – using reading strategies. Students use the See, Think, Wonder thinking routine. Students make predictions about what the text will be about based on the title and extracts provided.
Developing vocabulary to support comprehension – students may benefit from the explicit teaching of tier 2 vocabulary used in the poem such as: tarmac, cavity, cyclonic, gravitational, antiquity, segregate. Refer to Developing vocabulary in English 7–10 for suggestions, or consider adapting the ‘Creating vocabulary bookmarks’ strategy from Phase 4, resource 1 – preparing readers for the text in this program.
Viewing and listening to the core text – students view Melanie Mununggurr - Australian Poetry Slam Champion 2018 "I run" (2:31). Use the closed captions feature on the video to support students to access the text. Students view and engage with the text a second time to complete the ‘sketch to stretch’ activity.
Summarising the text to demonstrate understanding – students complete a 6-word summary (Quigley 2020) of the performance poem, ‘I run’. Encourage students to draw on the words used in the See, Think, Wonder activity and the images and symbols used in their ‘sketch to stretch’ work. This should be completed as an exit ticket and will be used in a future lesson.
Comparing responses to prompt consideration of context – students compare their summary with 3 of their peers’ summaries. Students will return to these summaries in Phase 1, sequence 4 – developing appreciation for and skills in reading. This is an opportune time to revise the textual concepts of context and perspective.
Literacy note: the 6-word summary strategy can be used for the distillation into a mere 6 words of what has been read. For example, Shakespeare’s ‘Hamlet’ can be summarised as ‘Grieving tragic hero; inaction, death, catharsis’ (Quigley 2020). The ‘sketch to stretch’ activity supports understanding for all students.
	Success criteria
To demonstrate their learning, students can:
make predictions about the core text based on extracts
identify the main ideas in the core text
summarise the core text to represent their interpretation of the key ideas.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: provide poem to some students with disability, and students learning English as an additional language or dialect (EAL/D) at the ‘Emerging’ or ‘Developing’ phase, at least one day before engaging with it in class. This will support students who need more time to familiarise themselves with the content and language, making notes or translations. This activity is planned for the first lesson, it may require you to email the poem to students requiring this support.

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
	Phase 1, sequence 2 – understanding the requirements of the English Studies course
Focus area content: ‘students engage with appropriate literary and non-literary texts that provide opportunities for them to develop their research, critical thinking and written communication skills’.
Teacher note: this learning sequence will require access to devices and the internet so students can navigate the digital syllabus.
Learning intentions
By the end of this learning sequence, students will:
understand the structure and purpose of the English Studies course
be able to reflect on past experiences of reading and writing.
Understanding course requirements
Reflecting on the value of reading and writing – students complete a double bubble concept map located on Concept maps to guide a reflection on the benefits of reading and writing. If or when required, prompt students with questions such as: 
Have you ever learned something new by reading? 
Have you ever written down your thoughts to help you understand them?
 Have you ever been entertained by a story? 
Where and when do you need to read and write? 
How would your life be different if you could not read or write?
Identify something you learned by engaging with the performance poem ‘I run’ by Melanie Mununggurr.
Understanding English Studies – the teacher gives a brief overview of the English Studies course. Highlight the benefits of the course as appropriate to your school context such as: no mandatory examination, the focus on developing literacy skills, opportunities to select focus areas that interest students.
Exploring the English Studies course – students visit the English Studies 11–12 Syllabus to find the answers to the questions in Phase 1, activity 2 – understanding the English Studies course. Answers are provided in the PowerPoint Phase 1 – understanding the English Studies course – 11.1, however it is recommended that teachers complete the task first to ensure they can guide students through the navigation for this task.
	Success criteria
To demonstrate their learning, students can:
navigate the digital English Studies 11–12 Syllabus to locate information in a text
share thoughtful reflections on past experiences of reading and writing.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Compose texts using appropriate language and textual forms for audience, purpose and context
Compose texts that use accurate spelling, grammar and punctuation to communicate ideas
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 1, sequence 3 – building a writing culture in the classroom
Focus area content: students ‘develop insights into their world, deepen their understanding of themselves and the lives of others’.
Learning intentions
By the end of this learning sequence, students will:
understand the purpose of and expectations for a writing journal
be able to use a core text as a model to scaffold and support their own writing.
Introducing writing journals to reflect on language and learning
Understanding the purpose of a writing journal – use Phase 1, resource 1 – introducing 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. This will depend on a range of context-specific factors such as access to devices, and whether a teacher is timetabled in a consistent room where physical books can be stored. Suggestions include: a small, physical exercise book for each student; an electronic platform such as a folder in Google Drive or Microsoft Teams; or uploading work to a platform such as Canva for Education or Google Classroom.
Using a core text to understand the requirements of a task – teacher reads aloud Phase 1, resource 2 – letter to the class sample (or a personalised version) to introduce themselves and the task.
Identifying language features in a letter to inform their own composition – students use the Think-Pair-Share thinking routine to identify the language features that tell them that Phase 1, resource 2 – letter to the class sample is a letter, for example, the salutation ‘Dear ...’, the informal register and use of contractions, and the personal voice.
Writing a letter to share information – students compose a letter of reply to the teacher. While the teacher can use this task to develop understanding of some of the specific literacy needs of the class, the focus of this task is for students to share appropriate information about themselves. A scaffold is provided in Phase 1, activity 3 – letter to the teacher scaffold. Students should complete this activity in their writing journal. Offer students multiple means of communication to support diverse learners and reduce barriers to expression. Suggestions are provided on the Use multiple media for communication webpage.
Teacher note: further advice is available at Creating a writing culture in the English classroom.
	Success criteria
To demonstrate their learning, students can:
identify the codes and conventions of a letter
use the core text and scaffold to guide the composition of a letter.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-03 identifies connections between texts
ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
Explicit and implicit meaning in texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 1, sequence 4 – developing appreciation for and skills in reading
Focus area content: ‘students read a range of literary and non-literary texts in a variety of modes and mediums’ to make connections between texts.
Learning intentions
By the end of this learning sequence, students will:
understand how context can influence a response to a text
understand the value of reading
be able to identify connections between reading and writing.
Connecting learning
Revisiting the 6-word summary of ‘I run’ to prompt discussion – students reflect on the differences in the 6-word summaries of ‘I run’ that were composed by the class. The teacher should select, with student consent, 4 to 5 different summaries to prompt a discussion about
why the summaries of the same text might be different
what assumptions do readers bring to the text
how do the personal experiences of a reader influence what they ‘see’ or ‘read’ in a text?
Appreciating the value of reading
Brainstorming where and why we read – students are given one minute to record in their English books all the places we are required to read – for example, school, at a restaurant, on social media. They are given one minute to list all the reasons that we read – for example, for pleasure, to find information, to learn. Students are given 2 minutes to move around the room to ‘steal’ ideas from their peers. Student are given one minute to add ideas to their lists. If appropriate for your class, acknowledge the student who has the longest list and invite them to share it with the class.
Exploring the value of reading – students use the 5 Whys scaffold on Thinking skills to guide their response to the statement that ‘reading is important’. A model response in provided in Phase 1, activity 4 – 5 Whys.
Understanding the connections between reading and writing – students contribute to a class discussion to unpack the connections between reading and writing. They may like to draw on their ideas recorded in the double bubble concept map completed when they reflected on the value of reading and writing in Phase 1, sequence 2 – understanding the requirements of the English Studies course. Students may benefit from prompts such as
How can reading increase your vocabulary?
When have characters that you have read about in genres you enjoy inspired your own writing?
What skills are required for both reading and writing?
	Success criteria
To demonstrate their learning, students can:
discuss why readers may interpret the same texts in different ways
articulate reasons why reading is important.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: to support students’ understanding of the ‘5 Whys’ scaffold and response activity, the model response in Phase 1, activity 4 – 5 Whys can be annotated with the class to identify key components that make it a ‘good’ response. Students who require further support with reading may benefit from using the Immersive Reader in word tool to engage with the Reading to write: Transition to English Studies focus area. See the Inclusive and assistive technology webpage for further information.

	ESD-11-03 identifies connections between texts
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 1, sequence 5 – exploring texts and making connections
Focus area content: students ‘read a range of literary and non-literary texts in a variety of modes and mediums’.
Learning intentions
By the end of this learning sequence, students will:
be able to identify connections between texts
understand the differences between literary and non-literary texts.
Revisiting the digital syllabus
Engaging with the Reading to write: Transition to English Studies focus area – students skim and scan the Reading to write: Transition to English Studies focus area description in the syllabus to identify any unfamiliar vocabulary. Record the words students identify on the board. Facilitate a class discussion about the unfamiliar vocabulary to support student comprehension of the focus area description.
Teacher note: ‘skimming’ involves reading quickly to gain a general understanding of a text. ‘Scanning’ involves reading to find specific information in a text (Quigley 2020).
Engaging with literary and non-literary texts
Categorising literary and non-literary texts – students work in groups of 3 to 4 to devise categories for the texts provided in Phase 1, resource 3 – literary and non-literary texts. Consider printing a set of these texts for groups to be able to physically move them into categories. The categories should be devised by students. If they need prompting, the teacher may suggest they could consider purpose, audience, subject, type of language used, structure, appearance.
Explaining the thinking – each group shares with the class the categories the group devised and how they categorised each text. As students share their responses, record on the board the features they are identifying. These should be organised into 2 columns – one for the features of literary texts and the other for non-literary texts. See examples in Phase 1, resource 3 – literary and non-literary texts.
Defining ‘literary’ and ‘non-literary’ texts – students develop a definition of ‘literary’ and ‘non-literary’ texts. Check for understanding by having students re-categorise the texts in Phase 1, resource 3 – literary and non-literary texts into these 2 categories.
Reflecting on the learning – students complete a 3-2-1 exit ticket on Exit tickets to guide a reflection on the learning from throughout Phase 1. The 3 things that they have learned must include at least one point about how the English Studies course will prepare them for their post-school lives.
Teacher note: ‘literary’ texts refer to texts that ‘across a range of cultures that are valued for their form and style and are recognised as having enduring or artistic value’ (ACARA 2010). Non-literary texts are created primarily for informative or communicative purposes rather than for an aesthetic or creative objective.
	Success criteria
To demonstrate their learning, students can:
explain their thinking after categorising texts
identify the purpose and features of a range of literary and non-literary texts.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: some students may benefit from providing the features of literary and non-literary texts from the table in Phase 1, resource 3 – literary and non-literary texts and organising these into either column.


[bookmark: _Toc145666054]

[bookmark: _Toc148708456][bookmark: _Toc206492788]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 build on the appreciation for the practical value of subject English developed in Phase 1. They extend this to understand how the skills developed in English Studies will support them to become efficient communicators. They enhance their understanding of how representation in texts is influenced by perspective and context, and they begin to experiment with their own representations using the core text as a source of inspiration. They strengthen inferential reading skills and practise supporting a personal interpretation with evidence from a text.
Students explore the requirements of the assessment task, reflecting on their strengths and establishing goals to support their success in the task.
Phase 5 activities are integrated throughout this phase to provide students the opportunity to experiment in their own compositions with the language codes and conventions they have explored in the core text.
Expected duration: this phase should take approximately 5 to 7 hour-long lessons:
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
Why are metaphors powerful devices for self-expression?
How can we use the structure and style of texts we read to inspire our own 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

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
	Phase 2, sequence 1 – unpacking the assessment task
Focus area content: students ‘use comprehension strategies to improve their understanding and knowledge of textual forms and language features and to inspire thoughtful discussion’.
Teacher note: introducing the assessment task at this point supports students to understand how the learning relates to the formal assessment task. The Elements of effective assessment are supported through the ‘Timeliness’ as the core formative tasks completed throughout the program are designed to explicitly teach the skills and knowledge required for the formal task – see How to use the sample English assessments as well as the introduction to student samples and marking guidelines in Phase 6. You may also choose to draw from and include activities from Phase 6 in this sequence as suits the needs of your context.
Learning intentions
By the end of this learning sequence, students will:
understand the requirements of the assessment task for this program
be able to set goals based on strengths and areas for improvement.
Exploring the assessment task
Reading to retrieve information – students engage with the assessment notification and complete Phase 2, activity 1 – understanding the assessment task.
Understanding assessment policy and practices – the teacher identifies and explains the assessment policy. The teacher checks that students understand what malpractice is and how to avoid this issue. The teacher emphasises that core formative tasks are designed to support students with recursive writing and develop their planning, monitoring and revising skills.
Identifying strengths and potential challenges – students use the Compass Points thinking routine to identify in their writing journal
what excites them about the task
what they find worrisome about the task
what they need to know to move forward
a suggestion for how they may move forward in this task.
Engaging with the details of the task – students read the ‘what the teacher is looking for’ table and clarify anything that they do not understand. Students may benefit from further clarity surrounding the assessment task requirements. The teacher can explicitly address each component of the marking rubric to ensure students have a clear understanding of the task requirements.
Establishing goals to support success – students reflect on their assessment experiences in Stages 4 and 5 and the ‘what the teacher is looking for’ section of the assessment task. They use Phase 2, activity 2 – setting SMART goals and the Teach NSW Goal Setting Resource to support them to plan for success in the assessment task.
	Success criteria
To demonstrate their learning, students can:
retrieve information from a text
use the SMART framework and the Teach NSW Goal Setting Resource to set personal goals for their learning.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
Understanding
Explicit and implicit meaning in texts
Responding
Compose critical and creative texts that represent a range of perspectives
	Phase 2, sequence 2 – exploring experiences of reading
Focus area content: students ‘use comprehension strategies to improve their understanding and knowledge of textual forms and language features and to inspire thoughtful discussion’.
Learning intentions
By the end of this learning sequence, students will:
be able to use a metaphor to represent an experience
be able to identify similarities and differences in their reading experiences and that of their peers.
Representing reading experiences
Teacher note: the following activity can be used to connect to previous learning about representation (see Phase 2 ) and to allow students to experiment with metaphor. McGraw and Mason (2022) suggest that when students use metaphor to capture their learning and level of thinking when reading in English, it can provide valuable insights into their experiences and can be used to track changing attitudes.
Brainstorming experiences of reading – students have one minute to record as many words and phrases that they can related to their experiences of reading.
Developing a metaphor – students use their brainstorm to create a metaphor for their experiences of reading. If students require prompting, suggest symbols such as mountains, treasure chests, journeys and paths, an ocean and so on. A metaphor is a figure of speech used for effect that implies one thing by referring to another (NESA 2024). This may need to be defined and reviewed for some students.
Representing reading experiences – students visually represent their experiences of and attitudes towards reading. Remind students that this task is not about their ability to draw but about capturing an experience. Descriptive words and phrases can be used to support the representation.
Sharing experiences to learn more about each other and understand the influence of context – students participate in a Gallery walk to view the representations created by their peers. They leave a sticky-note on one representation that resonates with their own experience and one that differs. The teacher collates the responses and reviews them to understand students’ past reading experiences. 
	Success criteria
To demonstrate their learning, students can:
use metaphor to represent the experience of reading
respond to the reading experiences of their peers.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
Responding
Compose texts that use accurate spelling, grammar and punctuation to communicate ideas
	Phase 2, sequence 3 – deepening understanding of the core text
Focus area content: students ‘use comprehension strategies to improve their understanding and knowledge of textual forms and language features and to inspire thoughtful discussion’.
Learning intentions
By the end of this learning sequence, students will:
be able to improve reading fluency
be able to reflect on their use of a reading strategy.
Rediscovering the core text
Literacy note: echo reading (Quigley 2020) promotes reading fluency by providing a modelled reading of a passage or extract from a text which students then ‘echo’ by reading the same passage.
Using reading strategies to support comprehension – use the ‘echo reading’ strategy to revisit Core text 1 – ‘I run’ by Melanie Mununggurr. Use Melanie Mununggurr - Australian Poetry Slam Champion 2018 "I run" (2:31) pausing after short sections to allow students to ‘echo’ the poet. Alternatively, the teacher could read short extracts and students could echo. Depending on the needs and ability of the students in your class, you could ask them to echo the reading individually, in small groups or as a whole class. As you view the clip, enable the closed captions to support students who are deaf or hard of hearing as well as EAL/D learners. The closed captions may also be used through the echo reading strategy – teacher can point at the words as they are displayed on the screen. Provide a hard copy or a digital copy of the text for students who would benefit from this.
Reflecting on the echo reading strategy – students complete a brief entry in their writing journal about the echo reading experience. They reflect on
what they liked about the strategy
what they found challenging about the strategy
how using the strategy deepened or changed their understanding of the text.
	Success criteria
To demonstrate their learning, students can:
participate in an echo reading of the core text to improve reading fluency
reflect on the effectiveness of the echo reading strategy.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
Understanding
Explicit and implicit meaning in texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
	Phase 2, sequence 4 – developing an interpretation of the core text
Focus area content: students ‘use comprehension strategies to improve their understanding and knowledge of textual forms and language features and to inspire thoughtful discussion’.
Learning intentions
By the end of this learning sequence, students will:
understand how punctuation is used for effect in poetry
identify the structural features of the core text
be able to make inferences about a text.
Teacher note: the PowerPoint Phase 2 – punctuation in poetry – 11.1 that supports this learning sequence has been adapted from the PowerPoint Phase 2 – applying punctuation for effect in poetry – 10.2 from Reshaping the world – Year 10, Term 2. This can be used as a model for how the existing English 7–10 sample resources can be adapted to support the English Studies course.
Understanding the effect of punctuation in poetry
Activating prior knowledge of punctuation – students revise punctuation and apply their understanding to the core text which has had the punctuation removed in Phase 2, activity 3 – applying punctuation to the core text. Refer to the teacher note on the first slide for further guidance on using this resource.
Understanding how the structural features of performance poetry shape meaning in a text – students read aloud the extract they have punctuated and compare their response with a peer. Provide the option to use text-to-speech technology to support some students to demonstrate their understanding of how punctuation is used for effect in poetry. The punctuation post-test slides provide an opportunity for students to monitor their understanding of the content.
Considering the importance of punctuation for clarity of meaning – students engage in class discussion or create images (digitally or on paper) to show the impact of removing or adding commas to change meaning in a sentence. The following examples can be used
‘I love cooking, my family, and my pets’ (discuss how the meaning changes when the commas are removed)
‘That’s amazing!’ (discuss how the tone changes if the exclamation mark is replaced with a full stop)
‘I’m sorry, I can’t help you’ (discuss how when the comma is removed the empathy from the speaker is minimised)
Applying understanding to real-world scenarios – students brainstorm the real-world situations where inaccurate punctuation can lead to misunderstanding or misrepresentation. If required, prompt them with examples such as formal emails, text messages with friends, business advertisements. Ask students to bring back to class examples of inaccurate punctuation they have seen outside of school.
Deepening a personal response to the core text
Supporting an interpretation with evidence from a text – students complete Phase 2, activity 4 – ‘I run’ 3-level guide. Share responses as a class – this discussion could be conducted orally, on paper or with the use of a digital tool such as Canva for Education or Google Classroom. Allow students the opportunity to change their response if a peer presents a convincing argument that is supported with evidence.
Revising the 6-word summary – students review the 6-word summary of ‘I run’ composed in Phase 1. How would they edit this to reflect a deepening understanding of the text?
Teacher note: access explicit teaching strategies and a range of resources on inference, as well as the Supporting students with disability in the curriculum professional learning for further guidance.
	Success criteria
To demonstrate their learning, students can:
apply appropriate punctuation to the core text
explain how the reader should respond to specific punctuation marks
present a valid interpretation supported with evidence from the text
synthesise their learning by drawing conclusions about what they have read.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: some students may benefit from making arguments for both true and false in response to the inferential statements. Some students may benefit from reducing the number of statements for which to provide a response. Some students with disability may require pre-teaching of inference skills before commencing the sequence. Refer to the Collaborative curriculum planning process to identify individual adjustments. If unclear, check for understanding regularly.

	ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Compose critical and creative texts that represent a range of perspectives
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 2, sequence 5 – understanding Mununggurr’s context and perspective
Focus area content: students ‘develop insights into their world, deepen their understanding of themselves and the lives of others’ and ‘engage with appropriate literary and non-literary texts that provide opportunities for them to develop their research, critical thinking and written communication skills’.
Teacher note: in The Drawing Room (14:24) podcast, Mununggurr performs their poem ‘Double Threat’. The poem contains explicit language. Consider the appropriateness of this text for your individual context.
Learning intentions
By the end of the learning sequence, students will:
understand how perspective and context influence texts
be able to make inferences from a text.
Teacher note: further support and resources that can be adapted for teaching inferential reading skills are available in the classroom resource Year 9 Make inferences from texts. This can be accessed on the department’s Universal Resources Hub. There are phrases in this text that may require explicit teaching and sensitive discussion. Refer to ‘Content that may be traumatic’ and ‘Creating a culturally safe classroom’ at How to use the English core texts for guidance when unpacking language such as ‘like a black tracker’, ‘abuser’, ‘they chase me down the way white authorities chase down brown-skin babies’ and ‘Hold me captive the way this country holds asylum seekers’.
Literacy note: the think aloud strategy is often used as part of the ‘Modelled instruction’ or ‘I do’ stage of the gradual release of responsibility. It involves the verbalisation and explanation of thinking. This is a strategy that can be used by teachers to model thinking processes for students. Alternately, students could be asked to demonstrate their own knowledge or understanding of something they have read or an activity they have completed through a think aloud. For further guidance for the gradual release of responsibility explicit teaching strategy, refer to the Strategy learning module and the Technique guides.
Understanding inference
Making inferences to strengthen reading comprehension skills – explain to students the concept of making inferences. Using a gradual release of responsibility approach, support students to complete Phase 2, activity 5 – making inferences. Model the thinking using a think-aloud for the first cell, work with students to collaboratively complete the subsequent cells in the table. When students are ready for independent practice, they should complete the blank rows in the table with their own chosen extracts from the poem.
Revising perspective and context
Connecting learning – activate students’ prior knowledge by asking ‘What do we call the lens through which we see the world? It starts with a p (perspective)’ and ‘What word do we use to describe the circumstances and background surrounding a text? It starts with c and it could be historical, social, personal, political or cultural (context)’.
Exploring the connections between perspective and context – students use the table provided (either digitally or as a hard copy) in Phase 2, activity 6 – perspective and context – exploring connections to identify how Mununggurr’s performance poem ‘I run’ has been shaped by the composer’s context and how the responder’s context influences the way the text is read.
Deepening understanding of Mununggurr’s context – students engage with The Drawing Room (14:24) podcast. If engaging with the text as a class, pause as needed to support students to record their thoughts and to help them. Providing a transcript and timestamps for important content will also support some students. Identify the issues that are important to Mununggurr and evaluate the aspect of their context that has had the biggest impact on the poem ‘I run’. Students record their developing understanding and response to the poem in their writing journal.
Generating ideas to prepare for text creation – students use the words and images brainstorming template to guide their reflection on their own context and what is important to them, that is, their perspective.
	Success criteria
To demonstrate their learning, students can:
make connections between context and perspective in a text
make inferences when reading a text
use evidence from the text to support arguments and observations
brainstorm what is important to them and how this is influenced by their own context.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: some students may benefit from adapting the perspective and context activity. It could be done as a matching activity where students match the perspective with the contextual influence. This could be completed in pairs.

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
Responding
Compose critical and creative texts that represent a range of perspectives
Compose texts using appropriate language and textual forms for audience, purpose and context
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
Teacher note: the outcomes for Core formative task 1 – developing a personal metaphor are in the Core formative tasks booklet.
Note: bold outcome content is not addressed in this sequence.
	Phase 2, sequence 6 – using a core text as inspiration for own compositions
Focus area content: students ‘use the knowledge gained from their reading to develop their skills as writers’.
Learning intentions
By the end of this learning sequence, students will:
understand how to use core texts as inspiration
be able to draw on previous work to support the drafting stage of the writing process
understand the value of peer feedback.
Connecting learning
Revisiting the brainstorm about context and perspective – students review the words and images brainstorm completed in the previous learning sequence. After reflecting on the document, students capture in a 2 to 3-word simple sentence an aspect of their identity that is reflected in the brainstorm. For example, ‘I work’, ‘I game’, ‘I am a friend’, ‘I dance’, ‘I am an athlete’.
Developing a metaphor to represent an aspect of personal identity – teachers guide students to complete one of the following activities that best represents the highest level of achievable challenge
describe an aspect of your identity that makes you unique, such as something you like or something you do
represent an aspect of your identity using a metaphor, (explain the connections between the metaphor and your identity)
represent an aspect of your identity using a metaphor and explain how this aspect of your identity influences your perspective.
Drafting a response – students use Phase 2, activity 7 – experimenting with metaphor as a scaffold to support the drafting of their own composition for Core formative task 1 – developing a personal metaphor.
Providing and receiving peer feedback – students work in groups of 3 to 4 to share their scaffold and use the TAG (Tell, Ask, Give) protocol to provide feedback to each other. The ‘I dance’ sample can be used to model this process.
Introducing the core formative task
Teacher note: it may be useful to revisit the assessment task notification to remind students of the way in which this core formative task will support them to complete the formal task. The draft that is completed for this task can be developed and refined later in the program to prepare for submission for the formal task.
Using a scaffold to support the drafting process – students use the scaffold they completed in Phase 2, activity 7 – experimenting with metaphor to support them to compose the draft for Core formative task 1 – developing a personal metaphor. This should be completed in the writing journal.
Developing editing skills – use the draft response ‘I dance’ to work with students to identify strengths in the response and possible areas for development and refinement. Students then apply this process to their own work.
Using marking guidelines to support the editing process – Phase 6, sequence 2 – understanding the features of different work samples could be delivered here to support students to understand the differences between grades. They should apply this understanding to refine their own composition for Core formative task 1 – developing a personal metaphor.
Sharing responses with the class – students should be provided with options to present their work to the class or to a small group. This could be done live or as an audio or video recording.
Reflecting on own writing – students complete an entry in their writing journal identifying something in their text of which they are particularly proud.
	Success criteria
To demonstrate their learning, students can:
develop a personal metaphor that represents an aspect of their identity
use the generating ideas and drafting stages of the writing process
provide and respond to peer feedback.
Evaluation and registration:
[Record evaluation and registration information]


[bookmark: _Toc151447420][bookmark: _Toc151632400][bookmark: _Toc206492789]Concept development
‘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: _Toc206492790]Phase 3 – engaging personally, analytically and critically with texts
In the ‘engaging personally, analytically and critically with texts’ phase, students revise and refine their understanding of visual language and how it can be used to enhance written text through textual hybridity. They develop critical thinking skills through exploring both literal and figurative representation in the core text. They continue to develop understanding of identity and consider how reading and writing can be expressions of this.
The core text is used to strengthen literacy skills as students develop understanding of how to create cohesion in their writing. They engage analytically with the core text to deepen understanding of sentence structure and how this can be used to develop a personal writing voice.
Students build understanding of and appreciation for the different stages of the writing process. They engage closely with the planning to write and drafting stages of the writing process to support the completion of a second core formative task. Through engaging with self and peer feedback , they refine their editing skills and develop appreciation for the value of the editing process.
Phase 5 and Phase 6 activities have been integrated into this phase to support students to develop their compositions in preparation for the formal assessment task.
Expected duration: this phase should take approximately 6 to 8 hour-long lessons.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
How can reading provide insights into our world and ourselves?
How can recognising language patterns and structures in texts support both reading comprehension and composing?
Table 5 – engaging personally, analytically and critically with texts
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
ESD-11-03 identifies connections between texts
Understanding
The ways textual forms and language features represent ideas and perspectives
Explicit and implicit meaning in texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 3, sequence 1 – engaging with a hybrid text
Focus area content: students ‘enhance their knowledge of the ways language patterns, structures and features can be applied to familiar and unfamiliar texts’ as they ‘read a range of literary and non-literary texts in a variety of modes and mediums’.
Learning intentions
By the end of this learning sequence, students will:
be able to use reading strategies to support comprehension of a text
be able to understand how different textual forms represent ideas and perspectives.
Activating prior knowledge
Identifying textual form – students view the extract from Core text 2 – What the doctor recommended by Queenie Chan provided in Phase 3, activity 1 – activating prior knowledge of visual language. They identify the type of text that it is. If they suggest ‘comic’ or ‘manga’, use the What makes you say that effective questioning strategy to support students to explain their thinking.
Pre-testing knowledge of visual language – students complete Phase 3, activity 1 – activating prior knowledge of visual language by annotating the extract from Core text 2 – What the doctor recommended by Queenie Chan. If the pre-test reveals that there are gaps in students’ understanding of visual language, access the PowerPoint Phase 3 – visual metalanguage revision.
Making predictions – students engage with the extracts provided in the table in Phase 3, activity 1 – activating prior knowledge of visual language and add to or refine their initial prediction by identifying the ideas that will be explored in the text.
Responding personally to the text
Engaging with the written text – students are supported to engage with the first 4 pages of the text using the extract provided in Phase 3, activity 2 – using visual text to enhance written text. Refer to Phase 3, resource 2 – reading the core text in Novel voices – Year 10, Term 1 for suggested reading strategies to complete the reading of the text in its entirety. Use different strategies at different points throughout this program and provide opportunities for students to reflect and give feedback on which strategies they find most effective.
	Success criteria
To demonstrate their learning, students can:
draw on prior knowledge to identify patterns, features and structures in visual texts
explain their thinking to their peers
make valid predictions prior to reading a text.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: some students may benefit from reducing the number of visual language features to identify or identifying several of the more challenges features (such as allusion and symbolism) as a model.

	ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
ESD-11-03 identifies connections between texts
Understanding
The ways textual forms and language features represent ideas and perspectives
Explicit and implicit meaning in texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 3, sequence 2 – making connections between written and visual texts
Focus area content: students ‘read texts as a way to expand their skills of analysis and evaluation’.
Learning intentions
By the end of this learning sequence, students will:
be able to make connections between visual and written text
understand how visual text can be used to enhance written text
understand the difference between literal and figurative representation.
Deepening understanding of representation
Understanding how visual text can be used to enhance written text – students place the manga frames from the core text provided in Phase 3, activity 2 – using visual text to enhance written text with appropriate written text to enhance the meaning. Explain to students that because the core text uses both visual and written language, it is a ‘hybrid’ text. This will be further explored in the following sequence. Students brainstorm where they see visual and written text working together to shape meaning such as in advertisements, newspaper articles, picture books and so on.
Comparing responses – students compare their placement of the visual text with 2 of their peers. In a small group, students explain their thinking and decide as a group on the best placement of the images.
Checking for understanding of literal and figurative representation – using a ‘thumbs up’ for figurative and a ‘thumbs down’ for literal, students identify literal and figurative descriptions in Phase 3, resource 1 – literal and figurative representation.
Identifying literal and figurative representation – students identify examples of literal and figurative representation in the visual text. The PowerPoint Phase 3 – literal and figurative representation – 11.1 is available to support revision of this content if checking for understanding indicates that students would benefit from revision.
Evaluating the impact of the visual text – students use the ‘because, but, so’ strategy to scaffold an evaluation of the impact of the visual text. They complete the sentence stems
The manga frames enhance the meaning of the text because …
The manga frames enhance the meaning of the text but …
The manga frames enhance the meaning of the text so …
Literacy note: the ‘because, but, so’ sentence expansion activity draws on the work of Judith Hochman in The Writing Revolution: A Guide to Advancing Thinking Through Writing in All Subjects and Grades (Hochman and Wexler 2017). For further information and examples, refer to the Developing writing in English 11–12 at Planning, programming and assessing English 11–12.
	Success criteria
To demonstrate their learning, students can:
make thoughtful connections between the written and visual text
evaluate the impact of visual text
identify the difference between literal and figurative representation.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
ESD-11-03 identifies connections between texts
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 3, sequence 3 – deepening understanding of textual hybridity
Focus area content: ‘through wide reading and reflection, students have the opportunity to make connections and identify distinctions between texts’.
Learning intentions
By the end of this learning sequence students will:
understand what makes a text hybrid
identify elements of textual hybridity in the core text
be able to experiment with textual hybridity in own composition.
Teacher note: textual hybridity is addressed in Exploring the speculative – Year 9, Term 4 , Novel voices – Year 10, Term 1 and Digital stories – Year 10, Term 4.
Activating prior knowledge
Revising textual hybridity – remind students that Core text 2 – What the doctor recommended by Queenie Chan is a hybrid text because it uses both written text and visual language (manga framed) to shape meaning. Use the PowerPoint Phase 3 – hybrid texts – 11.1 to support students to revise and consolidate understanding of textual hybridity.
Understanding the codes and conventions of manga – students apply their understanding of the codes and conventions of manga (addressed in the PowerPoint Phase 3 – hybrid texts) to identify examples of these features in Core text 2 – What the doctor recommended by Queenie Chan.
Experimenting with textual hybridity
Adapting an existing composition to incorporate the structural features of a hybrid text – students use the text they composed for Core formative task 1 – developing a personal metaphor to experiment with hybridity. They may incorporate visual text (such as manga) to enhance the meaning of the written text. To assist students with incorporating visual texts, provide students the options to use Unsplash to search for images. If they composed a performance poem, they could use parts of this integrated with narrative. This should be completed in students’ writing journals. An example is provided on the ‘Experimenting with hybridity’ slide in the PowerPoint Phase 3 – hybrid texts – 11.1.
	Success criteria
To demonstrate their learning, students can:
identify the codes and conventions of manga used in the core text
explain textual hybridity
experiment with textual hybridity in their own composition.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: provide students one to 2 components of the concept map in Phase 3, activity 3 – Queenie Chan’s identity to reduce task demand.

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 3, sequence 4 – deepening understanding of identity
Focus area content: students ‘develop insights into their world, deepen their understanding of themselves and the lives of others’.
Learning intention
By the end of this learning sequence, students will:
be able to make connections between reading preferences and identity.
Exploring reading as an expression of identity
Representing identity through symbolism – students select an object that represents their identity. This may be brought from home or may be something from their school bag. They explain to the class how it is a symbol of their identity. This may be done orally – in a small group or class discussion, submitted as a brief audio or video recording. Some students may benefit from the use of assistive technology such as speech-to-text tools.
Reflecting on the connection between reading choices and identity – students use the ‘because, but, so’ strategy to scaffold a reflection of their preferred reading material. The teacher should model this with their own reading experiences such as
I enjoy reading fiction because I like to feel like I am escaping into another world
I enjoy reading fiction but I do not enjoy some genres such as fantasy and science-fiction
I enjoy reading fiction so I look for novels that are set in exotic locations that I have never visited.
Making inferences about identity – students make inferences about the teacher’s identity after they have modelled the ‘because, but, so’ strategy. In the example above, students may identify that the teacher values travelling and reading about experiences that could be real. Students complete their own ‘because, but, so’ sentences. They swap with a partner and practise making inferences about their partner’s identity based on the information provided in the sentences.
Understanding the connection between perspective and context and identity – students make inferences during their exploration of Core text 2 – What the doctor recommended by Queenie Chan to complete Phase 3, activity 3 – Queenie Chan’s identity. Students reflect on their own identity and complete Phase 3, activity 4 – my identity.
	Success criteria
To demonstrate their learning, students can:
select an appropriate object to symbolise their identity
explain the connections between reading preferences and identity
explain the connection between perspective and context and identity.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Compose texts that use accurate spelling, grammar and punctuation to communicate ideas
	Phase 3, sequence 5 – using sentence structure to develop a personal writing voice
Focus area content: students ‘enhance their knowledge of the ways language patterns, structures and features can be applied to familiar and unfamiliar texts’.
Literacy note: further support and guidance for teaching simple, compound and complex sentences is available in the Grammar Guide in the Writing in Secondary Resource Hub. Additionally, Varied sentence types provides further guidance to support resources.
Learning intentions
By the end of this learning sequence, students will:
be able to use a range of sentence structures in own texts
understand how purposeful selection of sentence types can support the development of a personal writing voice.
Teacher note: the PowerPoint Phase 3 – sentence variation – 11.1 can be used to support the learning in this sequence. There are a number of hidden slides in this PowerPoint slide deck. These are educative and provide support for teachers in developing deeper understanding of grammatical rules and structures. You may choose to use these with students, but it is not necessary to achieve the learning intentions for this sequence.
Understanding the importance of sentence variation
Responding personally to a stimulus – teacher reads the Gary Provost Quotes ‘This sentence has five words’ quotation. Provide students with a copy of the text. It may be beneficial to read the passage more than once and co-construct answers to the following questions which should then be recorded in students’ writing journals: Students compose a response in their writing journal to the following questions
How does the writer use sentence structure to convey his ideas?
What is your opinion on the first half of the passage compared to the second half?
Evaluate the effectiveness of the metaphorical use of music in the quotation.
Experimenting with sentence structure
Rewriting an extract from the text to deepen understanding of sentence structure – students apply their understanding of simple sentences by rewriting an extract from Core text 2 – What the doctor recommended by Queenie Chan as a series of simple sentences. Use a gradual release of responsibility approach to support students with this activity. An extract and example are provided in question 1 in Phase 3, activity 5 – experimenting with sentence structure and in the ‘Practise’ slide in the PowerPoint Phase 3 – sentence variation 11.1.
Moving from guided to independent sentence construction – use the example above as a model and then move towards guided instruction. Collaborate to create simple sentences. When students are ready, they can move to independent practice for the rest of the extract.
Checking for understanding – students use the checklist provided in question 2 in Phase 3, activity 5 – experimenting with sentence structure to check that they have composed simple sentences. They compare their series of simple sentences with a partner.
Practising sentence combining to develop a personal voice – after engaging with the compound sentences and complex sentences section of the PowerPoint Phase 3 – sentence variation – 11.1, students edit an adapted extract from Core text 2 – What the doctor recommended by Queenie Chan by combining the series of simple sentences provided in question 3 in Phase 3, activity 5 – experimenting with sentence structure. After using the example to model, move towards guided instruction where the students and teacher collaborate to create compound and complex sentences. When students are ready, they can move to independent practice for the rest of the extract.
Comparing writing voice – students compare their rewritten passage with 2 peers. They share the different choices that each student made. Compare this rewritten passage with the series of simple sentences they composed earlier to highlight to students how much more unique their writing voice becomes when they use different sentence structures.
Reflecting on the learning
Articulating the value of sentence variation in writing – students use the ‘because, but, so’ strategy to scaffold a reflection on the learning.
	Success criteria
To demonstrate their learning, students can:
adapt an extract from the core text as a series of simple sentences
combine simple sentences to create grammatically correct compound and complex sentences
articulate the impact of sentence variation in a piece of writing.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: an alternative to rewriting an extract from the text is to identify simple, compound and complex sentences within the core text and highlighting the subjects, verbs and where appropriate coordinating or subordinating conjunctions.

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
	Phase 3, sequence 6 – understanding grammar and its impact on communication
Focus area content: students ‘enhance their knowledge of the ways language patterns, structures and features can be applied to familiar and unfamiliar texts’.
Teacher note: the PowerPoint Phase 3 – subject–verb agreement and use of tense – 11.1 contains hidden slides that can be used for teacher reference. It may be appropriate for your class to use this resource in smaller ‘chunks’ over several learning sequences. Use professional judgement to determine how much of this content is accessible and achievable for your class.
Learning intentions
By the end of this learning sequence, students will:
understand how grammar rules support clear communication
understand how tense can support reflective writing by demonstrating timing and sequence of events.
Understanding the importance of accurate grammar for clear communication
Revising subject–verb agreement – students build on their understanding of sentence structure developed in the preceding sequence by exploring the subject–verb agreement rule and the use of tense. The PowerPoint Phase 3 – subject–verb agreement and use of tense – 11.1 should be used to support student learning in this sequence.
Checking for understanding – use the gradual release of responsibility approach to support students to edit the modified extracts from the core text in activity 1 in the PowerPoint Phase 3 – subject–verb agreement and use of tense –11.1 so that the subject–verb agreement is correct. A suggested script for a think-aloud is provided in the notes for the ‘Activity 1’ slide.
Applying understanding to edit a text – students demonstrate understanding of consistent verb tense by changing the tense in the extracts from the core text provided on the ‘Activity 2’ slide in the PowerPoint Phase 3 – subject–verb agreement and use of tense – 11.1.
Reflecting on learning – students complete an exit ticket to demonstrate understanding.
Understanding how tense is used in reflective writing – use the gradual release of responsibility approach to first identify where past and present tense is used in extracts from Core text 2 – What the doctor recommended by Queenie Chan and how the tense is reflected through the verbs. The ‘Reflection in the core text (1)’ slide in the PowerPoint Phase 3 – subject–verb agreement and use of tense – 11.1 can be used to support the ‘I do’ stage of the gradual release of responsibility as the teacher highlights how tense is being used in the extract. The ‘Reflection in the core text (2)’ slide in the PowerPoint Phase 3 – subject–verb agreement and use of tense – 11.1 can be used to guide students through the ‘we do’ stage of the gradual release of responsibility where the teacher may identify the verbs and students identify whether they are past or present tense.
Using tense in reflective writing – students demonstrate understanding of tense by finding 2 sentences that use past tense and 2 sentences that use present tense from Core text 2 – What the doctor recommended by Queenie Chan. They apply this understanding to compose a short reflection on their learning. A model is provided on the ‘Exit ticket’ slide in the PowerPoint Phase 3 – subject–verb agreement and use of tense – 11.1.
	Success criteria
To demonstrate their learning, students can:
edit the subject–verb agreement in modified extracts from the core text
edit the inconsistent tense in modified extracts from the core text
identify incorrect subject–verb agreement
use tense appropriately in reflective writing.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: some students may benefit from providing suggested answers for the editing tasks and shorten extracts where appropriate. For example, ‘Some of these (was/were) honourable’. Depending on the assessed needs of your students, it may be appropriate to focus on past and present tense only.

	ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Compose texts using appropriate language and textual forms for audience, purpose and context
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
Teacher note: the outcomes for Core formative task 2 – drafting a hybrid text are in the Core formative tasks booklet.
	Phase 3, sequence 7 – understanding the writing process
Focus area content: students ‘use the knowledge gained from their reading to develop their skills as writers’.
Learning intentions
By the end of this learning sequence, students will:
understand how to use the planning and drafting stages of the writing process
be able to experiment with textual hybridity.
Literacy note: for further information about the writing process and guidance for writing instruction, refer to the NSW Department of Education Writing guide Years 3–10.
Engaging with the core formative task
Planning to compose – discuss with students the stages of the writing process – a figure is provided in Core formative task 2 – drafting a hybrid text. Explain that this core formative task will support them to develop skills in the first 2 stages of the writing process – the planning and drafting and composing stages. Students use the adapted WWWWWH chart from Writing scaffolds (Imaginative) in Core formative task 2 – drafting a hybrid text to support the planning of their hybrid text.
Drafting the personal informative text – students select one to 2 rows from their completed WWWWWH chart to develop into a personal, informative paragraph in the style of Core text 2 – What the doctor recommended by Queenie Chan. Remind students that drafting is only one stage of the writing process and that there will be time to edit and refine. If students find starting to be a challenge, consider using a tool such as The Most Dangerous Writing App. This should encourage students to compose content that can be edited during the next stage of the process. Alternatively, set time limits for students to continuously record their thoughts – make these short and frequent.
Using the structural features of textual hybridity to enhance writing – students experiment with textual hybridity by enhancing their personal informative text about someone who has significantly influenced their identity by incorporating either 2 to 3 frames of a visual text or 3 to 4 lines of poetry.
Developing the composition – students repeat the drafting process drawing on 2 more rows from the WWWWWH chart. They continue this process until they have developed their composition into 2 to 3 paragraphs. The writing should be enhanced through incorporating 4 to 6 frames of visual text or 6 to 8 lines of poetry.
Editing and refining – revisit the stages of the writing process graphic. Explain the importance of the editing process. Students use Phase 3, activity 6 – editing checklist to support the refinement of their hybrid text draft. The checklist focuses on the learning in this phase. It can be adapted if there are other skills on which students should focus.
Providing and responding to peer feedback – students swap their hybrid text with a peer and use the second table provided in Phase 3, activity 6– editing checklist to prompt their feedback to their peer. When the text and feedback has been returned to the composer, refinements are made and Core formative task 2 – drafting a hybrid text is submitted to the teacher.
Reflecting on the value of the editing process – students complete an exit ticket for which they answer
Why is editing an important part of the writing process?
How did editing improve your writing?
Give an example of one change you made during the editing stage of the writing process.
	Success criteria
To demonstrate their learning, students can:
use a plan to support the drafting process
use a scaffold to support planning to compose
incorporate elements of other textual forms to enhance meaning in a personal, informative text
use the editing checklist to synthesise the learning through this phase
provide and respond to peer feedback to support the editing stage of the writing process
edit own work
articulate the value of editing.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: to support students who have not mastered elements of the Writing Rope, such as transcription and syntax, provide opportunities to use assistive technology such as talk to text tools. Explore options on the Technology 4 Learning webpage and the Assistive Technology page.
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[bookmark: _Toc206492791]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 deepen their understanding of representation and its role in narrative construction. Reading skills are strengthened through preparing students for the core text by building the field, activating interest making predictions and drawing on reading strategies to engage with the text. Collaborative activities support them to represent key ideas and make inferences, promoting critical thinking about perspective.
As students consolidate their understanding of representation, they consider how ordinary and extraordinary events are portrayed in the core text. They analyse the use of language in constructing these representations – with a focus on nouns and noun groups. This analysis encourages them to experiment with their own writing, creating precise and impactful representations through informed language choices.
Students compare the representations of identity within the core texts, reading to analyse meaning and establish connections between different narratives. This analysis informs their own writing goals for the assessment task.
Throughout this phase, students strengthen their revising and editing skills, ensuring their compositions reflect an understanding of representation and narrative elements.
Phase 5 and Phase 6 activities have been integrated into this phase to support students to develop their compositions in preparation for the formal assessment task.
Expected duration: this phase should take approximately 6 to 8 hour-long lessons.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
Phase 4
How can texts represent a range of contexts and perspectives?
How can understanding language patterns and structures improve our communication?
Phase 5
How can we use language to communicate a perspective?
Table 6 – connecting critically and deepening conceptual understanding of the focus area and the texts
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
	Phase 4, sequence 1 – activating background knowledge
Focus area content: students ‘engage with appropriate literary and non-literary texts that provide opportunities for them to develop their research, critical thinking and written communication skills’.
Teacher note: Core text 3 – ‘The Marron’ by Zoe Norton-Lodge contains elements that may be challenging for students to comprehend such as the satire and elements of absurdity. If you choose to substitute this with a different text, we recommend following the learning journey modelled in this phase from ‘Preparing readers for the text’ in sequence 1 to ‘Engaging with the core formative task’ in sequence 7. Adapt the learning activities as required.
Learning intentions
By the end of this learning sequence, students will:
be able to use strategies to support the comprehension of texts
be able to read to retrieve information.
Preparing readers for the text
Building the field – students view a range of snips from images provided under the heading ‘Building the field’ in Phase 4, resource 1 – preparing readers for the text to identify which they believe is from a picture of a marron. After students have made their selection, display an image of a marron. Develop a word bank to describe the marron – each student must contribute an adjective or phrase. Record these on the board. If appropriate for your class, gamify this activity by having students stand up and then sit down if they repeat a word or phrase already used or take too long. Continue around the class until there is a winner.
Activating interest – display the 4 images of a marron provided under the heading ‘Activating interest’ in Phase 4, resource 1 – preparing readers for the text and discuss with students which image depicts the most interesting story. Follow up the suggestions with the What Makes You Say That? thinking routine.
Making predictions – provide students with the first sentence of Core text 3 – ‘The Marron’ by Zoe Norton-Lodge. Students make predictions about the kind of text the sentence comes from. Students predict what the text will be about by considering the keywords and phrases listed under ‘Making predictions’ in Phase 4, resource 1 – preparing readers for the text.
Strengthening research skills
Teacher note: consider adapting Phase 1, activity 11 – researching sub-genres from Exploring the speculative – Year 9, Term 4 to (re) introduce lateral reading skills. Refer to the Civic Online Reasoning’s Intro to Lateral Reading webpage for further guidance.
Reading to retrieve information – students explore 2 to 3 of the following websites: 'Recreational fishing guides' (Marron guide), The True Marron 101 and Discover Australian Marron. They use the websites to answer the questions in ‘Reading to retrieve information’ in Phase 4, resource 1 – preparing readers for the text.
Researching to build contextual information – students work in groups to research some of the references from Core text 3 – ‘The Marron’ by Zoe Norton-Lodge. The relevant references are provided in ‘Researching to build contextual understanding’ in Phase 4, resource 1 – preparing readers for the text.
Sharing research to contribute to collaborative learning – students present the findings from their research to the class. Offer multiple forms that this sharing could take – students could provide summary notes for their peers, they could present a slideshow or they could provide an audio file.
Developing vocabulary to support comprehension – students create vocabulary bookmarks for Core text 3 – ‘The Marron’ by Zoe Norton-Lodge. Instructions are provided in the ‘Creating vocabulary bookmarks’ section of Phase 4, resource 1 – preparing readers for the text.
	Success criteria
To demonstrate their learning, students can:
suggest appropriate adjectives and phrases to describe a marron
express an opinion by articulating thought processes
make thoughtful predictions about a text
locate information in a text.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: some students could be required to present their research findings for ‘Reading to retrieve information’ as a series of simple sentences. Some students may benefit from being challenged to present their research using a range of sentence structures. Some students may benefit from providing shorter extracts for the 6-word summary activity.

	ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
Understanding
Explicit and implicit meaning in texts
Responding
Compose critical and creative texts that represent a range of perspectives
	Phase 4, sequence 2 – using reading strategies to support comprehension
Focus area content: students ‘use comprehension strategies to improve their understanding and knowledge of textual forms and language features and to inspire thoughtful discussion and imaginative responses’.
Learning intentions
By the end of this learning sequence, students will:
be able to interpret explicit and implicit meaning in texts
be able to communicate a personal interpretation of a text.
Reading the text
Teacher note: it will be necessary to discuss with students the dynamic nature of language and how it changes as contexts change. In particular, it is important to discuss the meaning of the word ‘fags’ in the context of the short story and how and why this word is no longer acceptable.
Using reading strategies to support comprehension – refer to Phase 3, resource 2 – reading the core text in Novel voices – Year 10, Term 1 for suggested reading strategies to complete the reading of Core text 3 – ‘The Marron’ by Zoe Norton-Lodge. Use different strategies throughout this program and provide opportunities for students to reflect and give feedback on which strategies they find most effective. Use an echo or choral reading to support fluency development and understanding of phrasing. Use these strategies for extracts where phrasing may present a barrier to comprehension such as ‘At any rate … down the street’ and ‘Years of bearing witness … weighed heavily on her mind’.
Developing vocabulary to support comprehension – students create vocabulary bookmarks as they read the core text. A list of vocabulary from the core text that may present barriers to comprehension is provided in Phase 4, resource 1 – preparing readers for the text in the section ‘Creating vocabulary bookmarks’. Adapt this list to suit the needs of your context.
Composing 6-word summaries to demonstrate understanding and personal interpretation – use a gradual release of responsibility approach by modelling the first example of a 6-word summary of an extract from the core text in the table provided in Phase 4, activity 1 – six-word summaries. Highlight for students where you have drawn on explicit and implicit meaning in the text. For example, the narrator explicitly refers to the ‘unfairness’ while ‘Georgia’s world was a lot more relaxed’ implicitly refers to the freedom that Georgia enjoys.
Checking for understanding – students demonstrate their understanding of the text by completing 6-word summaries for the extracts provided in Phase 4, activity 1 – six-word summaries.
	Success criteria
To demonstrate their learning, students can:
summarise a text
convey a personal interpretation of the core text through the 6-word summary.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
Understanding
Explicit and implicit meaning in texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 4, sequence 3 – understanding connections between representation, context and perspective
Focus area content: students ‘read texts as a way to expand their skills of analysis and evaluation’.
Learning intentions
By the end of this learning sequence, students will:
be able to make inferences about context and perspectives
be able to make connections between ideas and perspectives in a text.
Exploring ideas in the text
Teacher note: English Studies students generally respond positively to activities that allow them to move around the classroom. Ensure that you prepare the class by making expectations about appropriate behaviour clear before engaging with the activity below.
Representing key ideas from the text – students work in small groups to play a game of ‘knife and fork’. Instructions for facilitating this activity are provided in Phase 4, resource 2 – knife and fork.
Working collaboratively to make inferences from the text – students participate in a ‘quote mingle’ using the extracts provided in Phase 4, activity 2 – quote mingle for ‘The Marron’. Use a gradual release of responsibility approach to model unpacking the first quotation and move towards guided instruction with the second quotation. If necessary, repeat this process until students are confident to move to independent practice.
Thinking critically about perspective – students use the thinking routine Circle of Viewpoints. They consider the ideas from the text from a range of perspectives. For example, ‘I am thinking of the topic of sibling rivalry from the viewpoint of an only child. I think that constant competition could be exhausting. A question I have from this viewpoint is would feeling like a sibling is a rival make you love them more?’ It may be valuable to spend time with the class brainstorming potential perspectives to explore such as
I am thinking of animal conservation from the viewpoint of a marron …
I am thinking of my children’s choices from the viewpoint of a parent …
I am thinking of the change in a family member from the viewpoint of their sibling …
Understanding the connections between perspective and context – students use the Think-Pair-Share thinking routine to discuss the way that context can influence perspective drawing on their experience completing the Circle of Viewpoints activity.
	Success criteria
To demonstrate their learning, students can:
work collaboratively to create representations of key ideas in the core text
comprehend a quotation from the core text
share with a partner what the given quotation reveals about perspective and context
use a thinking routine to consider ideas in the text from a range of perspectives.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: to support students make inferences within the ‘quote mingle’ activity, an echo reading can be performed with each quote prior to the activity. The teacher models each quote with appropriate intonation, rhythm and expression to communicate inferred meaning and students then ‘echo’ back to the teacher.

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
Understanding
The ways textual forms and language features represent ideas and perspectives
Explicit and implicit meaning in texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 4, sequence 4 – creating engaging and unique representations
Focus area content: students ‘use comprehension strategies to improve their understanding and knowledge of textual forms and language features and to inspire thoughtful discussion and imaginative responses’.
Teacher note: the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1 should be used to support the learning in this sequence. Using the PowerPoint in one lesson may lead to cognitive overload for students. Refer to Cognitive load theory in practice for further support. It may be appropriate for your class to use this resource in smaller ‘chunks’ over several learning sequences. Use professional judgement to determine how much of this content is accessible and achievable for your class.
Learning intentions
By the end of this learning sequence, students will:
understand how codes and conventions of prose fiction are used to create engaging representations of people, objects and events
be able to create ordinary and extraordinary representations through noun groups.
Consolidating understanding of representation
Connecting to prior learning – students are reminded of the activity completed in the previous lesson where they used their bodies to represent an idea. Explain that representations in written texts are constructed through language choices. Students turn and talk with a partner to recall the language codes and conventions they have explored in this program already. Explain to students that you will ‘cold call’ on individual students to share their responses. If required, prompt them with questions such as
What did ‘I run’ sound like when we listened to it? How did Mununggurr make it sound that way?
How was What the doctor recommended by Queenie Chan different in structure and language to ‘I run’? Why did Chan include visual text in her composition.
Checking for understanding – after students have had the opportunity to discuss the codes and conventions explored in the program, cold call selected students.
Considering the representation of ordinary and extraordinary events – students consider the representation of ‘the ordinary’ and ‘the extraordinary’ – use the images of the full moon and the solar eclipse in the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1 to support a class discussion.
Analysing representation in the core text
Engaging with representation in the core text – students use the Think-Pair-Share thinking routine to complete the table labelled ‘Think-Pair-Share table for representation in “The Marron”’ in Phase 4, activity 3 – representation in the core text where they identify ordinary and extraordinary events in the core text.
Analysing how language is used to construct representations – use the gradual release of responsibility approach to support students to analyse how language is used in Core text 3 – ‘The Marron’ by Zoe Norton-Lodge to represent ordinary events as extraordinary and vice versa. A table labelled ‘using language to create representations’ is provided in Phase 4, activity 3 – representation in the core text for students to record their observations. Discuss with students how this representation creates a distinctive personal voice in the text. Observations may include
first person narrative voice
use of humour
descriptive language – noun groups and elaborated noun groups in particular.
Experimenting with representation
Using the structural features of noun groups to create engaging prose descriptions – using the ‘connecting learning’ section of the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1 for guidance, students add a noun to complete the noun group ‘The red shiny …’ first with an expected noun to create an ordinary representation such as ‘the red shiny car’ or ‘the red shiny apple’. They repeat the process, adding an unexpected noun to create a representation of the extraordinary. For example, ‘the red shiny city’ or ‘the red shiny octopus’.
Evaluating representations to improve writing – students share one noun group with the class and the teacher records these on the board. Students select the most interesting noun group and complete an exit ticket explaining why it is the most interesting.
	Success criteria
To demonstrate their learning, students can:
identify extraordinary and ordinary events in the core text
discuss why a composer may choose to use language to represent something ordinary as extraordinary and vice versa
explain how language can be used to create representations of events
use noun groups to compose representations that are ordinary and extraordinary
evaluate the work of their peers and justify the judgement made.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: some students may benefit from providing the opportunity to create elaborated noun groups with multiple adjectives and/or post modifiers. For example, ‘the red, shiny hybrid sports car that is parked outside’.

	ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Compose texts that use accurate spelling, grammar and punctuation to communicate ideas
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
	Phase 4, sequence 5 – understanding how noun groups can be used to develop a personal writing voice and to create precision and clarity in writing
Focus area content: students ‘use the knowledge gained from their reading to develop their skills as writers’.
Teacher note: the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1 should be used to support the learning in this sequence.
Learning intentions
By the end of this learning sequence, students will:
understand the structure and purpose of noun groups
be able to use succinct and elaborated noun groups to develop a personal voice
be able to use elaborated noun groups to add detail and precision to writing.
Teacher note: it is important to make frequent connections to real-world applications of the learning for English Studies students. When exploring noun groups, ask students where this skill may support effective communication. It may be useful to look at advertisements for second-hand items, reviews for businesses, instruction manuals, recipes and so on.
Revising nouns and noun groups
Connecting to prior learning – students revisit the noun groups composed in the previous sequence to support them to describe in their own words the difference between a noun and noun group. Use a strategy such as gesture voting (outlined in Technique guide – student response systems to check for understanding. Ask students to give a ‘thumbs up’ for ‘true’ and ‘thumbs down’ for ‘false’ for statements such as
a noun group is made up of a noun plus other parts of speech such as adjectives and determiners (true)
noun groups must contain a verb (false)
interesting noun groups can create a distinctive personal voice (true)
noun groups make the meaning less clear in a piece of writing (false – using noun groups increases the clarity and precision of writing).
Making precise language choices – teacher models the use of more precise and sophisticated adjectives in noun groups. The Gradual release of responsibility section of the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1 can be used to support this learning. As a class, students complete the spider map for the adjective ‘red’ to describe a balloon.
Exploring nouns and noun groups in the core text
Exploring the impact of noun groups on meaning and personal voice – students and teacher jointly construct noun groups for ‘patients’ and ‘protest’ by providing appropriate adjectives. Discuss the impact of the different choices on the meaning that is created in the text. Suggested adjectives are provided in the notes section of the ‘Describing nouns’ slides on the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1.
Identifying succinct and elaborated noun groups used for clarity and precision – students revise succinct and elaborated noun groups using the ‘Types of noun groups’ section of the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1. They identify examples of succinct and elaborated noun groups in Core text 3 – ‘The Marron’ by Zoe Norton-Lodge. Students add to the first Venn diagram provided in Phase 4, activity 4– creating succinct and elaborated noun groups to identify the succinct and elaborated noun groups used in the core text. They add 2 of their own succinct and elaborated noun groups to describe the marron.
Experimenting with succinct and elaborated noun groups to create a personal voice – in their writing journal, students experiment with succinct and elaborated noun groups. They use at least one succinct noun group and one elaborated noun group to rewrite the opening of ‘The Marron’ from the point of view of the marron – how did it end up on the streets of Annandale? They compare their writing with a peer noting the different voices that have emerged through the choices made in the noun groups. Students are invited to share with the class how the use of the succinct and elaborated noun groups have created a personal voice in their writing.
Applying understanding of noun groups
Developing noun groups – students use the second Venn diagram in Phase 4, activity 4 – creating succinct and elaborated noun groups to brainstorm a range of possible noun groups that could be used to describe one of the images provided on the ‘Applying understanding of noun groups’ slide in the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1. Use a gradual release of responsibility approach – further guidance is provided in the notes section of the PowerPoint.
Editing previous compositions – students revisit their compositions for Core formative task 1 – developing a personal metaphor and Core formative task 2– drafting a hybrid text to find opportunities to edit their work and apply their understanding of how noun groups increase the precision and clarity of their writing. Phase 4, activity 5 – editing nouns and noun groups can be used to support this activity.
Reflection on learning
Articulating understanding using a scaffold – in their writing journals, students complete the adapted 3-2-1 exit ticket in Phase 4, activity 5 – editing nouns and noun groups to provide feedback to the teacher on their level of understanding of the content covered in the lesson.
	Success criteria
To demonstrate their learning, students can:
demonstrate understanding of the structure and function of noun groups
make precise language choices
identify succinct and elaborated noun groups in the core text
compose own noun groups to create a distinct and personal voice
apply the learning to edit and improve a previous composition.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: suggestions are provided within the teacher notes on slide 26 in the PowerPoint Phase 4 – text annotations – Norton-Lodge – 11.1.

	ESD-11-03 identifies connections between texts
Understanding
The ways textual forms and language features represent ideas and perspectives
Explicit and implicit meaning in texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 4, sequence 6 – comparing the core texts
Focus area content: ‘through wide reading and reflection, students have the opportunity to make connections and identify distinctions between texts’.
Learning intentions
By the end of this learning sequence, students will:
be able to make connections between texts
be able to work collaboratively to analyse representations in a text.
Teacher note: clarify reading goals as suggested by Quigley’s (2020) REAL acronym (reading to retrieve, enjoy, analyse or link). Here, students read to analyse meaning. In the second stage of this activity, students will be reading to link – to make connections between texts.
Comparing the representations of identity in the core texts
Reading to analyse meaning in a text – to prepare for a jigsaw reading activity, in groups of 4 to 5 students re-read one of the core texts as allocated by the teacher. Students should understand that the REAL reading goal is to analyse how identity is represented in the allocated text. In the first group, students complete the table in Part 1 of Phase 4, activity 6 – representations of identity in the core texts.
Reading to link and make connections between texts – in reformed groups comprised of at least one student ‘expert’ in each of the core texts, students complete the table in Part 2 of Phase 4, activity 6 – representations of identity in the core texts. They support each other to complete the table. They identify the language features that are common across the core texts by highlighting these in one colour and those that are unique to each text by highlighting these in a different colour.
Using the core texts as models for own writing
Identifying goals for own compositions – students identify 2 to 3 language features they have explored in the core texts that they plan to adapt for their own composition for the assessment task. They note this in their writing journal with an explanation of why they plan to adapt these particular language features in their own compositions.
	Success criteria
To demonstrate their learning, students can:
make connections between core texts by identifying similarities and differences in the representation of identity
collaborate effectively in groups to analyse and discuss how identity is portrayed in their assigned text
recognise and articulate common and unique language features across the core texts
identify and select 2 to 3 language features from the core texts to adapt for their own writing in the assessment task.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Compose critical and creative texts that represent a range of perspectives
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
Note: bold outcome content is not addressed in this sequence.
	Phase 4, sequence 7 – introducing the core formative task
Focus area content: students ‘use the knowledge gained from their reading to develop their skills as writers’.
Learning intentions
By the end of this learning sequence, students will:
plan, draft and edit an original composition inspired by a core text
be able to use noun groups to develop a personal voice.
Revising the plot of the core text
Identifying key moments or events in Core text 3 – ‘The Marron’ by Zoe Norton-Lodge – students use the narrative pyramid from Writing scaffolds (Imaginative) to identify aspects of the narrative in ‘The Marron’. A completed example is provided in Phase 4, resource 3 – narrative pyramid example for ‘The Marron’.
Engaging with the core formative task
Developing strategies for the planning stage of the writing process – students create a plan for their own narrative about a simple but extraordinary event in an ordinary setting that has a significant impact on the identity of a character. They use the Narrative pyramid scaffold provided in Core formative task 3 – narrative plan and extract.
Drafting a response – students compose an extract from the narrative based on the plan. They should aim to compose 150 to 200 words. Space is provided in Core formative task 3– narrative plan and extract.
Strengthening revising and editing skills – students revise their writing paying particular attention to their use of noun groups. Encourage students to look for opportunities to develop a personal voice by incorporating interesting noun groups as they did in Phase 4, activity 5 – editing nouns and noun groups. The Venn diagram structure provided in Phase 4, activity 4 – creating succinct and elaborated noun groups can be used to support students to revise their work.
	Success criteria
To demonstrate their learning, students can:
identity key moments or events in ‘The Marron’
use the stages of the writing process to support the development of an original composition 
use a range of engaging noun groups to develop a personal voice.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: adjust the core formative task as appropriate to suit individual student needs. See the options provided for Core formative task 1– developing a personal metaphor as a model of a multi-tiered approach. Some students may benefit from the narrative pyramid being broken into smaller, manageable steps.




[bookmark: _Toc206492792]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 (engaging critically, experimenting, 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: _Toc206492793]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 the core texts. They use the core texts as a source of inspiration for their own compositions as they experiment with specific stylistic and language features that they have analysed in those texts. Phase 5 activities are integrated throughout Phases 2, 3 and 4 to provide students the opportunity to experiment with the language codes and conventions in their own compositions. Time in this phase is also dedicated to developing the pieces of writing from the first 3 core formative tasks. Students refine and edit their work during this phase as they draw on a range of editing strategies and feedback previously provided to improve their work.
Phase 5 activities have generally been integrated throughout Phases 2 to 4 in this program as students respond critically and creatively to the core texts. The learning sequence below is designed to provide structure to a series of lessons in which students should be developing and refining their portfolio of writing.
Expected duration: this phase should take approximately 5 to 7 hour-long lessons.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
How can the codes and conventions of texts be used to represent ideas?
How can we use language to communicate a perspective?
Table 7 – composing critically and creatively in response to the focus area and texts
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Compose critical and creative texts that represent a range of perspectives
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
Note: bold outcome content is not addressed in this sequence.
	Phase 5, sequence 1 – developing portfolio of writing compositions
Focus area content: students ‘use the knowledge gained from their reading to develop their skills as writers’.
Teacher note: the length of this sequence will vary according to school context and student needs. Be sure to provide sufficient time for students to develop and refine their portfolio of writing pieces to prepare for submission. While students are working on their creative composition, you should monitor the progress of each student. Provide verbal feedback and further support and guidance as required. The PowerPoint Phase 6 – supporting editing – 11.1 can be used to support this lesson sequence. The slides should be adapted to suit the needs of your students. An effective strategy may be to focus on one editing strategy per lesson.
Learning intentions
By the end of this learning sequence, students will:
use editing strategies to improve their compositions
provide and respond to feedback.
Developing a portfolio of writing pieces
Applying feedback to improve writing – students revisit the peer and teacher feedback that has been provided for Core formative task 1– developing a personal metaphor, Core formative task 2 – drafting a hybrid text and Core formative task 3 – narrative plan and extract. They apply the feedback to improve their compositions for each task and develop each piece by continuing to draft and refine the composition.
Revisiting editing strategies used throughout the program – students revisit the various supports for the editing stage of the writing process that have been explored in the program such as in Phase 3, activity 6 – editing checklist, Phase 4, activity 5 – editing nouns and noun groups. Further suggested strategies to support the editing stage of the writing process are provided in the PowerPoint Phase 6 – supporting editing – 11.1. and Phase 6, activity 2 – using the marking guidelines and annotations to refine a work sample.
Evaluating own work
Exploring student work samples to deepen understanding of task requirements – students explore the student assessment samples with which they have previously not engaged. They repeat the learning activities in Phase 6, activity 2 – using the marking guidelines and annotations to refine a work sample using one of the samples that was not used earlier in the program.
Using marking guidelines to support evaluation – students review each of their completed portfolio of writing drafts using the marking criteria or student-facing rubric to evaluate their work. Phase 5, activity 1 – using the marking criteria to evaluate own work can be used to support this process. Students should use their evaluations to help select the piece they will nominate for marking as part of the assessment task.
Core formative task 4 – reflecting on and responding to feedback
Seeking and providing peer feedback – students share one of their portfolio of writing pieces with 2 to 3 peers and exchange feedback using the Peer feedback Two stars and a wish protocol. This can be modelled for students using the examples from Core formative task 1 – developing a personal metaphor. Guide students to focus their feedback on an aspect of the learning from the program, such as the use of noun groups. An example is provided in the table in Core formative task 4 – reflecting on and responding to feedback.
Annotating the draft
Recording the feedback – as students share their work, the composer annotates their draft to capture the feedback received.
Responding to feedback – students complete an entry in their writing journal indicating changes that they have made to their writing based on peer feedback. If they choose not to make a change, they should briefly explain their thinking.
	Success criteria
To demonstrate their learning, students can:
action feedback provided to improve own composition
use a range of editing strategies to support the refinement of their compositions
work independently and collaboratively
use marking guidelines to support the evaluation of their own work.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: some students may benefit from providing sentence stems to scaffold the writing journal entry such as: ‘One change I will make to my writing is … This is because the feedback I was given was …’


[bookmark: _Toc145666056][bookmark: _Toc152167464]

[bookmark: _Toc206492794][bookmark: _Hlk196987269]Phase 6 – preparing the assessment
In the ‘preparing the assessment’ phase, students strengthen the skills required for success in the assessment task. Students draw on a range of strategies to support them to edit their compositions and reflect on the writing process. This phase presents opportunities for students to provide, receive and action feedback on their work. Students deepen their understanding of the expectations for success in the assessment task by exploring a range of work samples and assessing these against the marking criteria and/or the student-facing rubric. Students build upon prior understanding of the purpose and features of reflective writing.
Phase 6 activities have generally been integrated throughout Phases 3 to 5 in this program as students strengthen the skills required for success in the assessment task. The learning sequence below is designed to be delivered after students have completed their draft pieces for the portfolio of writing.
Expected duration: this phase should take approximately 6 hour-long lessons.
Conceptual programming question(s) – (sub-questions that drive the choice of strategies in this phase):
How can the process of reflection improve our skills in English?
How can the stages of the writing process strengthen our compositions?
Table 8 – preparing the assessment
	Outcome and content
	Teaching and learning sequence
	Evidence of learning and evaluation

	ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
	Phase 6, sequence 1 – understanding and applying marking guidelines
Focus area content: students ‘read a range of literary and non-literary texts in a variety of modes and mediums’ and ‘read texts as a way to expand their skills of analysis and evaluation’.
Learning intentions
By the end of this learning sequence, students will:
understand how to use marking guidelines to understand the requirements of a task
apply marking guidelines to 2 different samples.
Engaging with student work samples
Thinking critically about the student work samples – students read the 2 student work samples provided in Phase 6, activity 1 – comparing student work samples. The teacher uses a think-aloud to model identifying the features demonstrated in the work samples. The teacher supports students to contribute their own observations about the work samples. Through this guided instruction, the teacher supports students to use the language of the student-facing rubric to identify strengths and areas for improvement. The class determines which sample reflects a C-range response (sample 1) and which reflects an A-range response (sample 2) and explain their assessment using the language from the student-facing rubric. Students annotate the samples through the class discussion. Graphic organisers such as a T chart or a Venn diagram are available on the digital learning selector to support this activity.
Applying suggestions for feedforward and skill development to refine a response – students engage with the work sample for the type of text that they have decided they will nominate for marking. An example of each type of response is available in English Studies (Year 11) – student assessment samples.
Using the annotations to improve the work sample – students engage with Phase 6, activity 2 – using the marking guidelines and annotations to refine a work sample. They implement the ‘suggestions for feedforward and skill development’ provided in the annotated work sample. Model this process using the example provided in the table. The teacher provides guided instruction for students to complete the second row. When students are ready, they should work independently or with a peer to complete the table.
	Success criteria
To demonstrate their learning, students can:
explain the differences between 2 student work samples
use student work samples to deepen their understanding of the requirements of the assessment task
apply the suggested feedback to refine a work sample.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-05 communicates ideas and perspectives using accurate terminology, grammar and textual evidence
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
Responding
Plan, draft and edit language and ideas in their own texts for a range of audiences and purposes
	Phase 6, sequence 2 – understanding the features of different work samples
Focus area content: students ‘engage with appropriate literary and non-literary texts that provide opportunities for them to develop their research, critical thinking and written communication skills’.
Learning intentions
By the end of this learning sequence, students will:
be able to identify the features of a C-grade response for the assessment task
be able to use marking criteria and annotations to improve a response.
Understanding marking guidelines
Identifying the difference between grades – students read the marking criteria provided in ‘Reading to write: Transition to English Studies’ – assessment – 11.1 and highlight the differences between each of the grade descriptors, such as ‘effectively explores’ in the A-grade and ‘explores’ in the B-grade for the ‘express complex ideas in your texts’ criteria in the student-facing rubric. They use a Think-Pair-Share thinking routine to suggest what these differences might look like in work samples.
Comparing and annotating work samples – students read the C-range and A-range responses provided in Phase 6, activity 1 – comparing student work samples. They use the marking guidelines in the assessment notification to annotate the work, highlighting where it demonstrates aspects of the descriptors.
Checking for understanding
Explaining the difference between grades – students identify 2 to 3 differences between the A-range and the C-range sample. This may be done through a class discussion or an exit ticket.
	Success criteria
To demonstrate their learning, students can:
explain the difference between a C-range work sample and an A-range work sample.
Evaluation and registration:
[Record evaluation and registration information]

	ESD-11-04 composes critical and creative texts that structure information and ideas for particular purposes
Understanding
The ways textual forms and language features represent ideas and perspectives
Responding
Compose texts using appropriate language and textual forms for audience, purpose and context
	Phase 6, sequence 3 – developing reflective writing skills
Focus area content: ‘through wide reading and reflection, students have the opportunity to make connections and identify distinctions between texts’.
Teacher note: the PowerPoint Phase 5 – reflective writing – 10.4 is available as part of the Digital stories – Year 10, Term 4 program. Refer also to the PowerPoint Phase 2 – reflective writing –11.1 in ‘Reading to write: Transition to English EAL/D – Year 11, Term 1’ also. These resources can be adapted and used to support this learning sequence.
Learning intentions
By the end of this learning sequence, students will:
understand the purpose and features of reflective writing
be able to use evaluative verbs and adverbs to discuss their own writing
be able to apply their understanding to their own reflective writing.
Revisiting reflective writing
Connecting to prior learning – students have 2 minutes to brainstorm everything they know about reflective writing. Prompts may be provided such as ‘When have you written reflectively in the past? For what reasons do we reflect? What are the features of reflective writing?’
Revising the features of reflective writing – students are guided through the ‘What are the features of reflective writing?’ slides in the PowerPoint Phase 2 – reflective writing – 11.1 in ‘Reading to write: Transition to English EAL/D’ – 11.1.
Using evaluative verbs and adverbs to improve a work sample – students use the evaluative verbs and adverbs they have explored to improve an extract from a student work sample. Use a gradual release of responsibility approach to support students in this learning. An example is provided in Phase 6, activity 3 – reflection scaffold.
Drafting a reflection for the assessment task
Using a scaffold to support composition – students complete the scaffold provided in Phase 6, activity 3 – reflection scaffold to support the development of Part B of the assessment task for which they reflect on the writing process. Consider focusing on 2 to 3 questions per lesson and using the gradual release of responsibility approach to support students to complete their reflection.
Self-assessment of reflective writing
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 used in the draft reflection. Phase 6, activity 6 – reflective writing checklist in the Digital stories – Year 10, Term 4 program can be adapted or used as a starting point to support this learning sequence. Phase 4, activity 12 – 3D format of reflection and Phase 4, activity 13 – the language of reflection in Escape into the world of the novel – Year 7, Term 3 can also be adapted and used to support students.
	Success criteria
To demonstrate their learning, students can:
identify the purpose and features of reflective writing
draft a reflection that includes the language features of reflective writing
use a checklist to guide self-feedback.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: provide students with options other than presenting their reflection in a written form. They may like to make an audio or video recording or participate in a conference with the teacher to demonstrate their skills of reflection.

	ESD-11-01 uses strategies to explain information and ideas in a variety of texts
ESD-11-02 explains how authors shape meaning and influence audiences through context, textual form and features in a range of modes and mediums
Understanding
Use comprehension strategies to identify main ideas, information and purposes of texts
Responding
Use appropriate language to make connections between ideas and perspectives in a variety of texts
	Phase 6, sequence 4 – sharing writing to strengthen connections
Focus area content: students ‘develop insights into their world, deepen their understanding of themselves and the lives of others’.
Learning intentions
By the end of this learning sequence, students will:
be able to evaluate the work of their peers
consolidate their understanding of their peers’ identities and experiences.
Teacher note: ideally, students will have the opportunity to read work composed by each of their peers for this core formative task. If class size or time does not allow for this, assign work from at least 6 peers to each student to read.
Core formative task 5 – sharing writing
Responding personally to the work of peers – students read the work of their peers. This should be the portfolio of writing piece that they nominated for marking. It may be useful to collate (view only) electronic copies of these in a folder that can be shared via Google Drive or Microsoft Teams. If access to devices is a barrier, photocopy students’ work so that there are multiple hard copies.
Responding critically to the work of peers – students annotate the work (as a ‘comment’ if they are accessing the document electronically, or as an annotation if in hard copy): one aspect of the writing that they liked; one question that they have about the writing or the content; one thing they notice about how it has been written; and one connection to the core text that they can see.
Asking genuine questions – the focus of the peer feedback task is on consolidating understanding of their peers. Model this questioning with students. Comments and questions do not need to be connected to language choices or writing process. For example, they may ask the composer of ‘I dance’ something like ‘How long have you been dancing for?’ Encourage students to ask genuine questions that will lead to a deeper understanding of their peers.
Evaluating the work of others – students complete the final entry for their writing journal nominating one text written by one of their peers for publication. This may be in the school newsletter or another real-world context such as the school yearbook, website or a display in the front office or library. If appropriate, involve the class in the decision about where the text will be published. The journal entry provides an explanation for why they are nominating that piece. Guiding questions to support students to complete the nomination are provided in Core formative task 5 – sharing writing.
	Success criteria
To demonstrate their learning, students can:
justify an evaluation of the work of a peer with consideration of audience and context
engage in discussion with their peers about their compositions.
Evaluation and registration:
[Record evaluation and registration information]
Differentiation note: consider different options to support students sharing their writing and providing peer feedback. There are a range of Peer feedback templates that can be accessed on the Digital Learning Selector. Sentence starters could be provided to support the provision of feedback to peers. For example, ‘I really liked how you ...’ or ‘I wonder why you chose to ...’ More advanced students can be paired with students who may need more support, allowing them to provide guidance on how to interpret and respond to their peer’s writing.
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[bookmark: _Toc206492795]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.
You may choose to use the Stage 6 – English teaching and learning unit evaluation tool as part of the evaluation process.


[bookmark: _Toc206492796]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: _Toc206492797]Support and alignment
[bookmark: _Hlk206156319]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 Descriptors 1.6.2, 2.5.2, 3.1.2, 3.2.2, 3.3.2. 3.4.2, 5.1.2, 5.5.2
[bookmark: _Hlk206156332]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
[bookmark: _Hlk206156350]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: 24 July 2025
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