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English Studies

2016 Chief Assessor’s Report

Overview
Chief Assessors’ reports give an overview of how students performed in their school and external assessments in relation to the learning requirements, assessment design criteria, and performance standards set out in the relevant subject outline. They provide information and advice regarding the assessment types, the application of the performance standards in school and external assessments, the quality of student performance, and any relevant statistical information.
2016 was the last year of teaching English Studies at Stage 2. English Literary Studies will be taught for the first time in 2017.
School Assessment
Assessment Type 1: Shared Studies
In this assessment type, students produce four to six responses showing their insights into at least one critical reading study, one study of paired texts, one study of two single texts, and one study of poets.
The more successful responses
showed a strong analytical approach and established the development of an argument in terms of how authors position readers to develop ideas and viewpoints. Therefore, those students who could expand their analysis beyond how techniques shape an understanding of theme and character to how concepts are developed invariably achieved more highly against the performance standards
demonstrated clear evidence in terms of connections between texts, rather than writing paragraphs with ‘blocked’ discussion of texts
showed a range of text forms — including essays, considered paragraphs, annotated scenes, and comparative writing — which allowed for the development of transferable skills to other assessment types
conveyed insight into the range of ways in which authors of different text types use such techniques to influence readers
used evidence appropriately and fluently to support observations
understood the need to keep the study of poets, rather than poems, at the forefront of their analysis.



The less successful responses
were formulaic responses that ended up as character analyses or theme discussions that limited students’ ability to discuss their knowledge and understanding of how authors position readers to contend with issues within texts
attempted to answer questions that were limiting rather than challenging; for example, writing on a general theme without any requirement to analyse and develop a clear point of view.
Assessment Type 2: Individual Study
The more successful responses
were often in response to judicious text selection; the more challenging the ideas and the more artful the construction of the texts, the more students could interrogate the decisions and perspectives of authors
used the question as a means to ensure that the response was focused on author craft and the analysis of an argument
confidently integrated discussion across texts in a sustained way that added to the logical development of the response
often challenged the portrayal of ideas within texts by questioning perceived norms; for example, on gender or society
demonstrated excellent understanding of the stylistic features of the relevant text type
often used the conclusion to connect the argument to a broader consideration that invited the reflection of the reader.
The less successful responses
paired less appropriate texts; for example, a film and novel of the same story.
focused mainly on plot and character at the expense of developing an argument based upon ideas within the text
were not integrated in terms of developing a genuine sense of comparison of similarities and differences
used the conclusion to simply recapitulate the same arguments from previous paragraphs
were often not polished in terms of sentence structure, spelling, or punctuation.
Assessment Type 3: Text Production

The more successful responses
demonstrated an in-depth awareness of the stylistic features relevant to the text type
often used annotations or a writer’s statement for shorter texts, such as poems or media articles
showed breadth and creativity in the development of different text types
conveyed skill in creating a persona and in identifying a target audience in oral text productions
thought carefully about audience, form, and context for an oral text production on a text from the shared studies
observed word limits for written text productions and the time limits for oral text productions
were well supported by the provision of documentation of evidence. Teacher grades and comments should be supported, where possible, by cue cards, transcripts, photographs, and other relevant artefacts.
The less successful responses
were often when students simply read notes about a text without due consideration of the ‘production’ elements of a speech or presentation
often repeated text types; for example, two or more persuasive texts, etc.
were often recounts where little thought was given to the development of ‘voice’ or the skill of indirect observation
were not clear in the specific conventions of the text type they were creating.
External Assessment
Assessment Type 3: Examination (English Studies)
In this section of the course, students undertake one 3-hour written examination consisting of three sections. Sections A and B examine shared text studies (single text, paired text, or poetry); Section C is a critical reading task on an unseen passage. 
Overall comments
The more successful responses
were those in which students genuinely contended with the questions provided, addressing the central concepts and the nuances of the words and terms used
were those in which students planned an argument and constructed a line of reasoning that coherently progressed throughout the answer. To achieve this in essay responses, students developed a precise introduction that outlined the argument. They also defended the various points of that argument in 
well-organised paragraphs that began with succinct topic sentences. Students concluded the essay with a paragraph that mindfully drew together the various ideas explored and returned to the central thesis of the essay in a creative and ‘punchy’ manner 
involved a careful balancing of the argument when the question addressed more than one element (ugliness and beauty; success and failure; who has power and who does not), or more than one text (poetry and paired texts) 
were those in which students analysed ideas and stylistic features rather than providing labels and examples that did not progress beyond recount. When students considered the effect of an idea or stylistic feature — usually in terms of how those elements positioned the reader to respond in a particular way — and provided appropriate examples, their writing more often assumed an analytical quality
involved the incorporation of textual evidence in a fluent, embedded manner that justified ideas that were clearly foregrounded in the line of reasoning 
involved — in comparative tasks — an argument that explored the similarities and differences between texts and ensured that comparison was the driving structural feature of the response.
The less successful responses
were ones in which students wrote about texts without adequately addressing the question. Often these were responses more suited to questions from previous examinations 
addressed only one aspect of the question when there were actually several components
presented textual information without the construction of a line of reasoning, thus demonstrating knowledge and understanding but not the analysis that emerges from a well-developed argument
were ones in which students presented examples or a quotation but did not adequately connect these to an idea, thus telling things about the text rather than using the material to show aspects of a concept
involved conclusions that were only a summary of the points that had already been explored in the introduction and the main body of the essay.
Section A: Shared Studies
Questions on Poetry Texts
The more successful responses 
involved a discussion of a range of poets and poems
were ones in which the argument moved fluently between poets in an integrated discussion rather than dealing with poets and poems in a sequential manner
incorporated a meaningful discussion of the role of stylistic features in emphasising ideas or positioning the reader to respond in a particular way.

Question 1
Compare the ways in which the poets you studied this year express disapproval about social disadvantage.
For this question, markers were instructed to accept a range of definitions of ‘social disadvantage’ as long as they were reasonable and justified. The question assumes that the poets adopt a critical stance about some aspect of society that causes disadvantage to individuals or groups. This question was only answered by a small number of students (5%).


The more successful responses
were those in which students clearly selected a focus — usually the disadvantage faced by women or by particular cultures — and therefore succeeded in constructing a sustained line of reasoning. 
The less successful responses
were those in which students selected a subject not so clearly associated with social disadvantage — such as war — and were therefore less successful in constructing an argument that adequately addressed the question.

Question 2
Compare the ways in which the poets you studied this year use one or more of the following to present similar ideas: imagery; voice; repetition; sounds; symbolism; setting.

This question was the most popular single text option, with 36% of students choosing to answer it.
The more successful responses
were those in which students planned responses so that the argument was developed around the similar ideas and therefore connected the use of stylistic features to concepts, rather than discussing poetic techniques in isolation. In this case students were able to demonstrate an understanding of the symbiotic relationship between techniques and the expression of ideas.
The less successful responses
involved lists of poetic techniques, leading to fragmented paragraphs that lacked a cohesive focus.

Question 3
Compare the ways in which the poets you studied this year present the idea that the world contains both ugliness and beauty.
For this question — answered by 26% of students — markers were instructed to accept that the definition of ‘ugliness’ and ‘beauty’ may be broad and to therefore accept students’ interpretations of the ideas in the question as long as they were reasonable and justified. The question assumes that each poet to which students refer must address aspects of both ‘ugliness and beauty’, but not necessarily in each poem discussed. The balance of the ideas (ugliness/beauty) was determined by the poetry that the student chose to explore and it was not necessary that each idea be dealt with in equal proportion. 
The more successful responses:
were those in which students addressed both aspects of the question and observed the ways in which each poet explores both ugliness and beauty.



The less successful responses:
reduced the nuances of ugliness and beauty to a more generic exploration of positives and negatives, thus engaging with a dichotomy but not the spirit of the question itself.

Question 4
Show how comparing the works of the poets you studied this year reveals that the same issue or issues can be explored in different ways.
In this question students were free to explore a single issue throughout the entire essay or divide the essay into an exploration of a series of different issues, but they were required to explore the differences in the way poets approach that same issue (or issues). Those differences might have been about the perspectives poets adopt, or about the variety in the stylistic features employed. Thirty per cent of students chose to respond to this question.
The more successful responses
clearly established the issue being discussed and constructed a clear line of reasoning that was sustained throughout the essay.

Question 5
Compare the ways in which the poets you studied this year present the idea that human experience involves both success and failure.
There were very few responses to this question (5%). The instructions for this question were that the definition of ‘success and ‘failure’ may be broad and markers should accept students’ interpretations of the ideas in the question as long as they were reasonable and justified. Each poet to which students referred needed to address aspects of both ‘success and failure’, but not necessarily in each poem discussed. The balance of the ideas (success/failure) would be determined by the poetry that students chose to explore and it was not necessary that each idea be dealt with in equal proportion.

Section B: Shared Studies
Part 1: Questions on Single Texts
In this section 64% of students chose to write on a single text and 36% of students wrote on paired texts. Of those tackling the single text section, 36% answered Question 6, and 64% answered Question 7.

Question 6
The more successful responses
were those in which students clearly defined the saying and established its relevance to the text about which they were writing, therefore using it to develop a sustained argument
fluently incorporated references to stylistic features in their response. While this was not explicitly required by the question, those who did address authorial choices tended to enhance the sophistication of the response.
The less successful responses
were those in which students presented material better suited to questions from previous examinations. In these responses students referred to the saying — often repeating it verbatim — but did not engage with the concepts within it.

Question 7
This question required an exploration of the connection between stylistic features and the ideas presented in a text according to the type (drama, prose, film). Students were able to integrate their discussion of the stylistic features they selected to explore, or were able to explore them individually — but it was expected that the connection between the stylistic features and ideas would be sustained throughout the discussion. The balance of the discussion was to be determined by the student and by the line of reasoning developed through the essay. The question is explicit in stating that students were required to select two or three features. Students may have referred to additional stylistic features (setting in film, for example) where these were clearly integrated into the discussion of the feature on the list (in the previous instance, how setting contributes to the understanding of character in a film, for example). 
The more successful responses
were those in which students planned the response so that the stylistic features selected became a conduit through which a cohesive argument about the ideas in the texts was structured
involved the appropriate use of stylistic features associated with the stylistic features selected, embedded references to the text in the exploration of those features, and an analysis of how that feature is used by the author to influence the reader’s response
in response to film texts, involved the selection of pertinent moments that were described with vivid detail and with a sophisticated use of film terminology 
demonstrated an understanding of the techniques of characterisation, considering elements such as minor characters, the use of stereotypes, changes or developments in characterisation, contrast in characterisation, symbols associated with characters, etc.
The less successful responses
restricted the discussion of characterisation to a description of the characters.
Part 2: Questions on Paired Texts
The most popular questions in this section were Questions 8 (Compare the ways in which the authors of two texts explore the issue of who has power and who does not) and 9 (Compare the ways in which the authors of two texts use transformation of one kind or another to present ideas), attracting 53% and 20% of paired text responses, respectively. Question 10 (Show how studying one text in relation to another has enabled you to see that the same ideas, experiences, emotions or opinions can be treated in different ways) attracted 17% of respondents. Questions 11 (Compare the ways in which the authors of two texts explore the tension between duty and desire) and 12 (Compare the ways in which the authors of two texts explore the idea that it is important to preserve culture) were the least popular, attracting only 9% and 1% of responses, respectively. 
The more successful responses
involved a reference to both texts in approximately equal proportions, making comparison the driving structural feature
compared the two texts in an integrated manner, rather than discussing the two texts sequentially with a cursory connective (similarly or contrastingly, for example) the only mechanism for pairing
demonstrated an understanding of the differences in stylistic features when texts of a different type were explored in response to the question
involved a clear definition of the terms of the question (what constitutes power; the nature of transformation; particular duty/duties and how they conflict with desire; the specific culture being explored and why it must be preserved) and the construction of a line of reasoning around that definition
incorporated appropriate references to stylistic features that were logically relevant to the idea being explored.
The less successful responses
tended to deal with only one aspect of power (most commonly those who have power) while ignoring the other (those who do not have power) (Question 8)
did not clearly define the nature of the transformation being explored or the way in which the authors use it as a means to emphasise ideas, and therefore relied on a recount of the plots of the texts as a way to show how ‘things changed’ (Question 9)
described ideas or opinions (the most common words selected from the list, which was drawn directly from the English Studies subject outline) in both texts — usually in a sequential manner — rather than exploring the different ways in which two authors represent these (Question 10)
described the duty of characters and described the desires of characters but did not analyse the tension between them (Question 11)
described the two cultures of the texts they explored, but did not explore the idea of the preservation of those cultures (Question 12).

Section C: Critical Reading
The singular narrative — while lengthy — proved accessible for the significant majority of students, and the specific nature of the individual questions enabled students to demonstrate understanding of a range of elements of the piece. In the latter part of this section, the notes to markers regarding the five questions have been reproduced in order to assist teachers in deconstructing this task with students.

From 2017 the examination in the English Literary Studies course will only involve a critical reading exercise of 90 minutes (with 10 minutes reading time). The observations provided below about successful approaches (and less successful approaches) to the task will be most relevant to the examination in the new course.

The more successful responses 
demonstrated an understanding of the passage as a whole
demonstrated an awareness of the structural and stylistic features of a narrative
involved the fluent embedding of textual references into the line of reasoning as support for statements, referring closely to the text
directly addressed the questions with a selection of relevant details and examples used as evidence
involved the use of appropriate stylistic features
noted the weighting in the suggested length of each response, resulting in successful time management
developed an analytical approach in answering the questions, rather than resorting to recount
involved the mindful selection of material to avoid the repetition of ideas in the various questions 
connected the observation of stylistic features to the effect created, usually in terms of the way in which the audience is positioned to respond to ideas/characters in a particular manner.
[bookmark: _GoBack]The less successful responses
involved reference to irrelevant material, usually in the form of recount
referred to stylistic features that were not used by the author. This may occur when students are working from a list of techniques that are commonly associated with certain text types. While the practice of developing a list of potential stylistic features is appropriate and useful, it must be used in a discerning manner. It is not relevant to point out what is not present in the passage
demonstrated a misunderstanding about the text type, treating it is a persuasive piece. These students referred to the use of ‘anecdotal evidence’ and the way in which the ‘article’ is structured.
involved a mismanagement of time. Lengthy responses to question (a) meant that some students were forced to resort to dot-point answers in responding to the last few questions. This approach often limits the in-depth analysis that students are able to display
involved a detailed summary of events and characters instead of applying the material to explore a particular idea
developed arguments around an implied audience. Arguing, for example, that using the nomenclature ‘the couple’ makes the central characters ‘likeable’ because people view couples as loving and caring of one another, presumes a response from a wider audience that cannot be validated by the analysis of the text itself
relied too heavily upon quoting the text instead of providing a clear answer to the question, adopting an approach more like ‘cutting and pasting’ than employing textual references to support a point that is clearly foregrounded.

Notes to markers about the narrative ‘The Allotment’.
Note: The task is to be marked as a whole. It is not required that students address each of the aspects considered below; equally, they may write about additional aspects. These notes are only intended to be a guide. Similarly, the suggestions of length are guidelines only (students may write more or may write less; it is the quality of the answer that is to be assessed).
Question 14 (a)	
For what reasons do the couple choose to take on an allotment? 

The couple choose to take on an allotment for a range of reasons: they wish to stretch the household budget; they are ‘motivated by fear’ (and students may explore what this fear might be … loss, loneliness, etc.); they also wish to ‘fill their time’. They view an allotment as a way to be integrated into the community and provide a sense of purpose. 

Question 14 (b)	
How does the author characterise the old man?

Students may refer to a range of the following:
The old man is of an indeterminate age (but nonetheless labelled ‘old’).
He is an enigma, and ‘not the slightest bit friendly’. Taciturn in manner, he is cryptic — making obscure comments about the roses such as ‘too strong’, ‘too soon’. The memorial nature of his allotment also remains enigmatic.
He is culturally different — has a ‘heavy accent from Germany perhaps, or Eastern Europe’.
The author provides little backstory, presenting the character through the perspective of others. 
A sense of sympathy is developed for the character — as he stands stoic in the winter ‘willing the roses to spring forth from the ground’, and weeps later with ‘his whole body convulsing in great wracks of distress’.
Nature imagery  is used to present the character: ‘gone to bone’ ‘curl up at the edges, like a leaf’.

Question 14 (c)
What do the couple’s reactions to the old man reveal about them?

Essentially the couple’s reactions reveal a self-centred and condescending attitude toward the old man.
He is presented initially as the ‘most diverting of their new relationships’ as though he is an ‘exotic’ specimen about which to speculate. 
They are initially ‘thrilled’ by his ‘enigmatic nature’ as his value to them is in his difference rather than the potential for actual relationship
His grief ‘alarm[s] them’ as it demands too much emotion from them and they do not want ‘to dwell’ on this ‘raw and unsettling’ reaction — they prefer to remain detached bystanders. This is also evident in the way in which they draw away and move towards others who make no emotional demands beyond welcome and admiration (seen in compliments and the arrival of newcomers).
‘The indifference was total’ revealing their emotional shallowness.
Only the old man’s death causes them to focus on hard truths and ideas beyond themselves and prompts a degree of introspection they had not been prepared to acknowledge previously.

Question 14 (d)
What effects are created through the names given to the various characters?

As there are no names characters are defined by types or roles and this gives the piece a fable-like quality helping the author to convey messages about society, interaction, and the lack of emotional engagement or real social connection with others etc. The lack of names establishes the mood of the text and adds to the sense of loss that is realised at the end.
The lack of ‘personal’ names, instead labels, such as ‘the couple’, ‘the old man’, ‘the beloved son’, ‘neighbour’, ‘newcomer’ and even the whole group dubbed ‘people’ create a false sense of community as they are depersonalized and presented in terms of roles – suggesting the allotment is not a place where people really know each other. 
The way the story is written imitates the distance that exists between the characters as both individuals and as members of this disconnected community. The labelling creates a disconnection between the characters and the reader, particularly the couple.

Students may explore the concept generically, or select individual names (more than one) and explore those. Either approach is acceptable.

Question 14 (e)
How does the author use the natural world to present ideas?

The natural world is used in a range of ways to present ideas and students may consider some of the following or others not mentioned:
Natural imagery is used throughout to reflect the characters (for example the couple as ‘two shriveling peas’ and the old man who ‘began to curl up at the edges, like a leaf’). 
The cycle of the seasons is very important to the structure of the story and conveying ideas. The piece begins in the Autumn as the couple are trying to find a sense of purpose after their ‘beloved son had finally left them’. Autumn is the season where they set up their plans for their garden and establish it for the Winter. Winter is the season in which they move purposely forward but with little interaction with others in the ‘now deserted allotment’. Spring is where the couple, embracing their new false sense of community, discard the old man and disassociate themselves from him (like his roses which are bright and arresting, his grief is also too confronting). They move into Summer where images of natural bounty draw compliments and provide them with a sense of being part of something. Their last Autumn and Winter moves them further away from the old man and it is not until the following Spring that ‘anyone heard that the old man had died’. This season of new life is disrupted by his death.
The roses, with imagistic ‘violent swirls of colour, like silent explosions, like faraway suns’, are an important symbol of the old man himself and of the relentless cycle of nature that transcends mortality. It reinforces this idea and confronts the couple, the flowers like ‘a memorial garden’ drawing them to consider ‘the nature of the seasons to come, relentless, unforgiving, eternal …’. More broadly, the roses could be argued to symbolise remembrance and loss. They are also a contrast to the fruit and vegetables produced by the other allotment tenants: where the community produces functional crops, the old man develops one that is purely aesthetic and beautiful.
The resistance and persistence of the woodpecker draws the couple’s attention — it is ‘colorful and distinctive’; however, it is also connected to the old man’s resilience and determination, ‘standing in the freezing rain … willing the roses to spring forth from the ground’. The couple is confronted by this connection and ‘for days the couple didn’t speak of the woodpecker at all.’ 
Note: some of the stylistic features listed here may be included in the response to other questions and students should be recognised for their understanding and analysis.
Operational Advice
School assessment tasks are set and marked by teachers. Teachers’ assessment decisions are reviewed by moderators. Teacher grades/marks should be evident on all student school assessment work.
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