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CHAPTER ONE 

Overview of the Study
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This research project comprises a discursive exploration of the 2007 Tasmanian 

Curriculum:  English Literacy K-10 Syllabus, hereafter referred to as the Tasmanian 

English Syllabus (TES).  Although English as an oral language was my fifth language, it 

was my first literate one, and by the end of my primary school years, English had become 

my dominant language.  Without my English language skills, I would not have had access 

to many privileges in society such as higher education and satisfying employment. My 

parents’ struggles to navigate Australian society with inadequate English language skills 

offered me an early lesson in what it might mean to be disempowered by a lack of valued 

literacy skills.  From this background, I have endeavoured to foster high levels of English 

literacy in my teaching career. 

Until analysing the TES I had no idea that Aristotelian paradigms would figure so 

prominently in this thesis. I had viewed the ‘back to basics’ literacy rhetoric common in 

the media and conservative political speeches as reminiscent of a discourse more so 

associated with the ‘1950s white picket fence, the hills hoist in the backyard and the 

Holden in the garage’ constructions of Australian identity (Luke, 2001, p. 8).  What I 

found, however, was that the ‘basics’ went back much further, to a time of imagined 

Western glory that was far more pervasive than generally acknowledged and is now also 

far more widespread in its influences than commonly realised.  As Richard Rubenstein, 
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author of Aristotle’s Children stated in a radio interview (Philosophy Talk, 2005), both the 

‘Blues’ (Republicans) and the ‘Reds’ (Democrats) in the U.S. have embraced Aristotle as a 

possible answer to the question of how to live in complex multicultural societies without 

killing each other.  This move is evident, for example, in the agenda of the Intercollegiate 

Studies Institute, a U.S. neoconservative non-profit, tax-exempt educational organisation, 

dedicated to educating for individual liberty, limited government, personal responsibility, 

the rule of law, market economy and moral norms. The ‘Institute’ draws heavily on 

Aristotle for its curriculum and legitimacy (Official Website, 2008).  From the U.K. 

context, however, Dr Peter Vardy, a self-confessed Neo-Aristotelian has had frequent 

dialogues with Tasmanian politicians and educators in recent years (Crittenden, 2004), 

though I had never heard Aristotle explicitly mentioned in any State Education 

Professional Development sessions. While I attended an international conference in 

Adelaide in 2004 and a Launceston Independent Schools conference around the same time, 

with Vardy as a key speaker, and read his book, Being Human (2003), it was only in 

analysing the TES, that traces of Aristotelian philosophy, particularly related to 

‘persuasion’, ‘ideas’ and intensive training into Western cultural ways, propelled me to 

further investigate this area.   

An example of an Aristotelian model that is achieving literacy success with the very 

groups Tasmanian education is failing, namely Jehovah’s Witnesses (JWs), is included in 

this thesis to highlight the importance of inclusion, multilingualism, explicit 

intergenerational literacy teaching, authentic literacy use and genuine communities of 

practice, to the fostering of the skills which the TES is advocating.  While the JWs do not 

provide schools for their children and youth, they run a very intensive literacy based 

program at their kingdom halls as part of their theocratic training.  Many illiterate adults, 



  3

as well as youth and young children have developed excellent rhetorical and reading and 

writing competencies by attending the five meetings a week.  In addition, participants from 

non-English speaking backgrounds are offered materials in their own language as well as 

English, fostering literacy in both home languages and English.  Reference to the 

Jehovah’s Witnesses (JWs) in this thesis, however, is not intended to represent them as a 

group that has entirely and unproblematically achieved the kinds of success, which the 

TES aspires to.  Indeed it is acknowledged in this thesis that JW discourses also 

marginalise and exclude, particularly in relation to gender and non-JWs or ‘apostates’, and 

this is not without consequence for this project’s investigation of the marginalising 

capacities of the TES.  Rather, this thesis argues that the TES, in espousing Aristotelian 

rhetoric, is proposing a pedagogy consonant with theocratic methodology, like the JWs, 

yet without some of the features such as multilingualism, intergenerational and 

multicultural support networks, and authentic communities of practice, that contribute to 

JWs literacy success with those regarded as ‘at risk’ in school populations. 

The early Australian experience of Jehovah’s Witnesses reinforces the importance of 

literature and literacy for constructing common values and the construction of compliant, 

obedient, literate subjects.  Literacy and rhetorical skills, along with undivided loyalty to 

the Watchtower society, ensured rapid reproduction of Witness discourses and 

subjectivities.  Even before Charles Taze Russell, the founder and first president of the 

Watchtower society, implemented his 1901 plan to send four Bible students to Australia, a 

book had already brought the message to Australia (WTBTS1, 1983, pp. 34-37).  A few 

years earlier, in 1896, a miner in the goldfields of Kalgoorlie, Western Australia, had 

obtained the book, the Divine Plan of the Ages, and its discourse rapidly reconstructed 

                                                
1 Watchtower Bible and Tract Society.  Most publications by the WTBTS are anonymous, therefore no 
specific authors can be acknowledged. 
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religious identities in the area, in those convinced of its ‘truth’ (pp. 36-37).  The 

Watchtower Society learned the importance of literacy as an aid to governing for 

compliance and conformity, early in their Australian experience. In 1908, there was a 

major defection in a Melbourne group, when 80 members chose to exit with the Branch 

Organiser (Henninges), leaving only 20 faithful to the Watchtower Organisation (p. 37). 

One of these faithful members lamented, “Many of them (those who defected) are not 

readers to any extent and have been drawn to his [Henninges’] meetings rather by his 

eloquence than by the truth” (p. 37).  Promoting literacy and suppressing opportunities for 

personality cults to develop have been Watchtower strategies ever since. 

Jehovah’s Witnesses have the distinction of being the only religious organisation in 

Australia to be banned in the twentieth century (Persian, 2008, p. 4)  Following the 

banning of the Communist Party in 1940, Jehovah’s Witnesses were banned in 1941 on the 

pretext of national security, but as Jayne Persian (2008) argues, ‘personal politics and a 

cavalier attitude to fundamental legal principles of religious freedom’ were contributing 

factors (p. 4).   Nevertheless, while Jehovah’s Witnesses were politically neutral, under the 

presidency of Rutherford (based in the US), in the 1930s, the Witnesses aggressively 

attacked big business, politics and religion through their publications (p. 5).  Jehovah’s 

Witnesses, seen as subversive nuisances in Australia, were put under surveillance by the 

Army, the Navy, Military Intelligence, the Police and the Commonwealth Investigation 

Branch (p. 5).  Not only were they and their literature banned, but they endured mob 

violence and vicious persecution (p. 5).  While these measures were intended to silence the 

Witness discourses, the government and religious authorities underestimated the power of 

the Witnesses’ motivation, which combined with their adversity and necessity, stimulated 

their creativity.  Jehovah’s Witnesses found ways to continue their operations 
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underground, and ‘not a single issue of the Watchtower was missed during the entire 

period of the ban’, with organisational membership rapidly increasing (p. 78).  Authorities 

thus increased their restrictions by mandating that Jehovah’s Witnesses live in isolated 

towns, with mobility limited to an 8km radius from the town centre (p. 88).  The penalty 

for infringement was imprisonment (p.88).  While Government legislation was not able to 

stop Witness literature dissemination and organisational growth, it was litigation by the 

Society that eventually led to the lifting of the ban, return of the Society’s property, and 

compensation from the Government (p. 88).  In the year of the ban (1941), there were 

2,500 publishers (active members); in 1943, a month after the ban was lifted in June, there 

were 4,328 publishers (p. 90).  This extensive publication network demonstrates the 

significance of literature and literacy to not only the achievement of political agendas, but 

also the continued reproduction of desired subjectivities in times of ‘crisis’.  

What emerged as particularly significant as I further investigated the elements of the TES, 

was the motivation for what the data below shows is a rigid monocultural syllabus, namely  

the fear of being ‘left behind’ economically and educationally as other countries move 

ahead.  Indeed, statistics in the 2006 OECD Program for International Student Assessment 

(PISA) show that Australia is falling behind countries that previously performed at a 

comparable level, and even behind its own performance in 2000 in some areas (ACER, 

PISA, 2006, p. 15).  Within Australia, the relative performance of students in the Northern 

Territory (NT) and Tasmania (TAS) are cause for even greater concern (p. 6). 

An earlier statement made in 2006 by the current Australian Labor party Prime Minister, 

Kevin Rudd, seems to support this conclusion, though with regard to the conservative’s 

use of fear. Regarding neo-conservatism and the former conservative Australian Prime 
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Minister, John Howard, whose values are more clearly associated with the 1950’s 

construct of Australian identity, Rudd stated:    

Howard’s culture war is in large part an electoral strategy drawn straight 
from the Republican Party’s campaign manual. Its organising principle is 
fear, and it is deployed in two parts. The first of these is the conscious 
exacerbation of fear, anxiety and uncertainty – all of which are powerful 
(though, in effect, disempowering) emotions capable of overriding 
everything else in the human mind. The second part is to proffer the healing 
balm of “certainty” in the midst of all the anxiety inducing “uncertainty”, 
by running a series of falsely dichotomous arguments in the public debate: 
tradition versus modernity; absolutism versus moral relativism; 
monoculture versus multiculture (Rudd, 2006, p. 1).

Conversely, the academic success of certain groups of Asian-Australian students in 

Australian society is raising the competitive stakes and contributing to racialisation 

problems in Australian society (Matthews, 2002). Australia in its White settlement history 

has focused on various perceived ‘enemies’ – the Asian threat, communism, terrorism, 

illegal immigrants, Muslims - but the current educational threat is also related to the fear of 

being outsmarted by these historic and contemporary ‘Others’.   

Speaking in March 2007 of China’s enviable economic growth and Australia’s poor 

performance when compared with other OECD countries, Kevin Rudd exemplified the 

stringent international competition in English when he stated: 

… the way to improve our productivity is to invest in human capital, to 
implement an education revolution … countries able to achieve literacy 
scores 1 per cent higher than the international average will increase their 
living standards by a factor of 1.5 per cent of GDP per capita (March 8, 
2007, p.4). 

Education is recognised as one of the best financial investments that states can make 

(Sidoti, 2001, p.7) and politicians are justified in focusing their attention on it.  However, 

media reports exaggerating the proportion of students not meeting literacy and numeracy 
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benchmarks, while at the same time suppressing specific details of the groups who are 

disadvantaged and lagging behind, create a distorted picture of the literacy situation in 

Australia (Armstrong, 2006; Evans, 2007; Sidoti, 2001).  Sidoti (2001) argues that the 

compulsory mass education systems of the last century produced the best-educated 

populations ever, but not for everyone. Low literacy levels are characteristic of particular 

groups of Australians, namely indigenous, low socio-economic, English as a foreign 

language speakers, and rural students (p. 2). Children who suffer these levels of 

educational disadvantage become adults with poor literacy and numeracy skills, at a 

significant economic and social cost, to themselves and the community (p. 3). 

From 1983 to 1993, when neoliberalism was making inroads into Australian political and 

social life, Knight, Lingard and Bartlett (1994, in Comber, 2004) mapped the dominant 

discourses of education policy under National Labor governments for that time (p. 3).  As 

a marker of progress and performance, literacy became the central focus, not only to make 

Australia more competitive, but as a social justice strategy to ‘redeem the disadvantaged’ 

(p. 4).  The subsequent Liberal (John Howard) Government response from 1996 to 2007 

moved social justice to the background and made literacy the essential aspect of policy 

(Comber, 2004, p. 4).  Initiatives to make literacy and monitoring standards central was 

accompanied by prolific media attention, frequently berating teacher failure to produce the 

kinds of citizens our society needs (p. 5). Metaphors associated with military aggression 

were common in recounts of school behaviour problems, and a satirical newspaper cartoon 

describing the 3Rs as “reading, rioting and wrecking” expressed the ‘moral panics’ of the 

time (Comber, 2004, pp. 5, 6).  
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Advocates for the various models of literacy have played ‘the linguistic game’, often 

appropriating each other’s terms and changing the meanings, or using highly symbolic and 

affect-generating vocabulary (e.g. ‘communist conspiracy’) to portray their own models 

positively and their opponent’s models negatively (Comber, 2004, p. 7).  While these 

contesting discourses may have been a sign of healthy scholarly debates, in the public 

realm it has led to confusion (Comber, 2004, p. 8).  Public policy has constructed literacy 

as a set of certainties for progress and success, while teachers, especially in disadvantaged 

settings, are becoming increasingly unsure of appropriate strategies to effect equitable 

outcomes for students from linguistically diverse backgrounds (Comber, 2004, p. 8). 

Since the early 1980s, Australian governments have embraced neoliberal policies as a way 

to improve the nation’s global economic competitiveness (Cheshire & Lawrence, 2005, p. 

435).  Neoliberalism as an organising principle constructs the state and everything in it in 

market terms and models (Brown, 2006, p. 694).  Competition, efficiency, productivity 

and profitability are the defining criteria for successful governance, while moral autonomy 

is measured by a subject’s capacity for self-care (p. 694). Neoliberalism’s focus on 

winners and losers all but excludes a concern for equity (Brown, 2006, p. 701). 

Neoliberalism is by its very nature exclusive, setting up class distinctions and animosities 

(Comaroff & Comaroff, 2000, p. 294).  According to Melamed (2006), it has its own 

version of  multiculturalism, revising racial liberalism’s concept of race as culture by 

displacing all racial references and substituting words such as ‘diversity’, ‘representation’, 

‘fairness’, ‘identity’ and ‘tolerance’. Neoliberalism promotes the commodification of 

cultural artefacts and cultural tourism and constructs its new racial subjects as 

‘Multicultural World Citizens”. Those who cannot afford to identify with the exotic 
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lifestyle choices of the cosmopolitan elites are represented as handicapped by their own 

‘monoculturalism’ (Melamed, 2006, p. 1).    

Melamed (2006) stresses the point that racial equity has never been an end in itself in 

social reforms (p. 6).  Rather, reforms have always been motivated by efforts of hegemonic 

or dominant groups to retain their privileged status and reputation. Thus when it became 

untenable to ascribe privilege on the basis of phenotype or racial descent, the biological 

paradigm was replaced with a cultural one (Melamed, 2006, p. 6). Whiteness and 

Blackness were now grounded in cultural criteria, which were still White, but less 

obviously so (p. 7).  Linking this cultural paradigm to the national culture resulted in 

national culture, instead of (nation-al) race, becoming the arbiter of privilege and stigma, 

inclusion and exclusion (p. 13). This neoconservative strategy, in conjunction with 

neoliberalism, is used to maintain the hierarchical social structures that ensure inequitable 

access to society’s resources, such as approved literacies for various groups. 

Dave Hill (2006) summarises the three major aspects of neoconservatism in relation to 

education.  First, there is a repressive use of surveillance in monitoring and testing a tightly 

controlled curriculum (p. 12).  Secondly, this is enforced by strategies that penalise non-

conformist or non-performist educators (p. 12). The third aspect is the ongoing ‘culture 

wars’, propagating ‘common sense’ ideologies while suppressing alternative discourses (p. 

13).   

In her November 2007 online political message, on her own website, Pauline Hanson 

(2007) encapsulated the neoconservative view of the ‘unique identity and culture’ of 

Australia and the need to preserve and protect “our” Western tradition and Anglo-Celtic 
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heritage. Hanson blamed high immigrant intake levels for cultural fragmentation, 

increased air, river and ocean pollution, increased carbon emission, increased land 

degradation, further depletion of natural resources, further biodiversity loss, congestion of 

roads and public transport, and more pressures on health, education and public services.  In 

a political climate where, as Giroux (1997) states, a ‘mass of Whites feel victimised and 

bitter’ (p. 377) and there is an ongoing struggle by the dominant group for ‘managerial 

capacity over national space’ (Hage, 2000, p. 42), the TES, as a policy on what is 

commonly regarded as a national symbol – the English Language – embeds and is 

embedded, as will be shown, in these discourses.  A critical policy discourse analysis of 

the document reveals a number of these conservative discourses, highlighting dominant 

constructions of the literacy ‘problem’ and the subsequent pedagogical responses offered 

to teachers.  

Research Questions 

Both Australian political parties have been and are committed to raising literacy levels 

across all social and ethnic groups (Ferrari, Nov, 20072).  The Tasmanian English Syllabus 

(TES) is an effort in that direction. The purpose of this study has been to analyse the 

assumptions and specifically deployed discourses in the syllabus, to see whether it has the 

potential for socially just outcomes for different groups in society. Therefore, in the current 

social context of neoliberalism and neoconservativism, with dominant White perspectives 

on social, economic and political issues reframing national discussion about national 

identity and education, the research project investigates the following three research 

questions:  

• What discourses inform the Tasmanian English Syllabus, particularly with regard to 
race and identity? 

                                                
2 Bishop to Steer Subjects.  News Article, Australian, 16th November, 2007. 
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• Which models of social justice underpin the Tasmanian English Syllabus? 

• Can the existing syllabus be read in ways which would offer an approach to literacy 
grounded in a recognitive notion of social justice?

Since to explore the potential effect of the TES on all groups in Tasmanian society would 

be beyond the limits of this thesis, the discussion that follows will be limited to the 

implications of TES for non-English speaking background students, an area where I have 

considerable professional and social experience.   

Positioning the Researcher 

I bring to this analysis of the Tasmanian English Syllabus a voice scripted through 

minority group experiences. I started my life in Australia as a three year old non-English 

speaking migrant, with parents who had survived Hitler’s labour camps.  As Farid Esack 

(2006) asserts, we are the children of our histories and there are no history-less, discourse-

less human beings. Thus, in postmodern understanding, disclosure is a prerequisite of 

dialogue and there can be no claim to objectivity.  I see the world through particular lenses 

moulded by my ethnic and religious experiences.  

In 1952, my parents and I as displaced persons were part of the first major post-war 

migration, at a time when the White Australia policy was firmly enforced, assimilation the 

goal, and the English language the passport to integration.  Although at four years of age I 

was orally fluent in four languages, these skills and knowledge were not valued by general 

society, and within a few years of Australian residency, I refused to speak in any language 

other than English.  But, in my home there were no English books; my family socialised 

only with immigrant friends, and my childhood literacy experiences were limited to school 

hours. My parents’ own education as teenagers had been disrupted by personal hardships 

and the war, and their focus was survival, not educational accomplishments.  Their 
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struggles to navigate existence as ‘outsiders’ has given me an affinity for people from non-

mainstream cultures, and a desire to facilitate the inclusion and integration of NESB 

people into general society.  The opportunity to leave a legacy forged through experiences 

of life on the margins has been the motivation for both my teaching and this research 

project.   

Methodology 

All social and educational policies are discourses that constitute reality, not by consensus, 

but by privileging certain knowledges, and constructing and positioning subjects in 

particular power configurations (Thomas, 2002, p. 188). Critical Discourse Analysis 

(CDA) in recognition that language constitutes and orders social action through ideological 

and political text (Threadgold, 2003, p. 17), offers a way to unmask underlying ideology 

and its potential consequences for marginalised groups. As such, a critical policy discourse 

analysis (CPDA) is the research method used in the deconstruction of the Tasmanian 

English Syllabus in this thesis.  While worthwhile scholarly analysis need not be from the 

perspective of those to whom a particular policy is addressed, as long as assumptions and 

researcher positioning are declared (Lemke in Hastings, 1998, p. 197), I am actually one of 

those to whom the TES is addressed, which Richardson (in Hastings, 1998) argues renders 

analysis more valid (p. 196).  Critics argue that because CDA takes the side of the 

marginalised for emancipatory ends, it can end up doing what it is challenging - ‘othering’ 

a group and performing the same domination through language that it seeks to oppose 

(Hammersley in Haig, 2001, pp. 6-9).  However, since racism, power and dominance are 

organised, institutionalised and supported by various social discourses and power (van 

Dijk, 1993, p. 255) CDA is useful for exposing the strategies a dominant group uses to 

silence less powerful groups. I acknowledge that CDA is always interpretive, always 
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contingent and always a reading from some theoretical epistemological or ethical 

standpoint (Graham, 2005, p. 3). 

The Tasmanian English-Literacy Syllabus 

On 27th July, 2007, the first syllabuses for the new K-10 Tasmanian Curriculum - 

Mathematics/Numeracy and English/Literacy - were officially released.  The 

accompanying letter from Dr Irene Gray, Manager Curriculum, elaborates on the 

development process in which selected teachers worked in consultation with curriculum 

officers and ‘expert groups’ (undefined), with opportunity for all teachers to have input. Dr 

Gray reaffirms the commitment of the syllabuses to a rigorous standards based approach, 

with some realignment and refinement allowing for greater precision in locating students 

on learning continua.  The term ‘stages’ has been substituted for ‘standards’ to avoid 

confusion between previous and current progressions. Through organisational 

restructuring, needed school support is now provided through ‘Learning Services’ working 

with school principals. 

The English Syllabus in the Tasmanian Curriculum (DoE, 2007) contains a ten page 

overview summarising key learning processes, core content strands, performance criteria, 

assessment principles and practice, and scope and sequence information.  The stated 

overarching goal is for students to become ‘confident thinkers and communicators who 

can participate effectively in contemporary society and realise their personal goals and 

aspirations’ (p. 5).  The syllabus recognises the need for students to be multiliterate, 

particularly in the use of information and communication technologies (ICT), proficient in 

decoding, comprehending, understanding social and cultural purposes of text, and in 

recognising that information in texts is not neutral and can be challenged (p. 5). The 

English syllabus is linked to life-long learning through the culminating outcomes imported 
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from the previous Essential Learnings - facilitating inquiring and reflective thinkers, 

effective communicators, self-directed and ethical people, responsible citizens and world 

contributors (p. 7).  Languages other than English (LOTE) are considered part of the 

English syllabus because they enable students to view their ‘first’ language (assumed to be 

English) from a different perspective through comparisons and recognition of patterns (p. 

7). Personal enjoyment of literature is emphasised in statements such as ‘provide pleasure 

and enrich life’ (p. 5).   

Assessment for, of, and as learning, is to enable students to better understand their own 

progress and become more knowledgeable and self-directed in their learning.  Teachers 

who regularly monitor and assess students will be able to design more effective programs, 

and assist parents and carers to better understand and support their children’s learning 

(DoE, [TES] 2007, p.11).  There is an acknowledgement that students learn at different 

rates, but all students are to be provided with opportunities to learn in advance of their 

expected assessment rating (p. 13).  Assessment indicators provided with the syllabus are 

not meant to be used as a checklist, but as a resource for gauging whether students’ 

understanding and performance is at a similar level of difficulty for the listed criteria (p. 

13).  In any year level, a range of three to five stages between the lowest and highest rating 

is anticipated, with each standard consisting of three stages.  There are two divisions 

within each stage - proficient and advanced - and teachers in collaboration with colleagues, 

supported by wider moderation, will place students on the standards continuum, based on 

formal and informal assessment results (p. 13).  Nine broadsheets, each covering a range of 

stages in the areas of reading, writing and representing, and speaking and listening, 

organise key ideas to assist teachers to plan for different levels of understanding in each 

activity.   
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Social Justice 

If we are to have a society that values fairness, equality and justice, we must 
measure the effectiveness and fairness of our laws by testing them against 
the way they work for the poor, marginalised and culturally distinct.  It is 
not enough that they work well for the rich, well-educated and culturally 
dominant (Behrendt in Packer, 2007, p. 25). 

Those who are racially marginalized are like the miner’s canary:  their 
distress is the first sign of the danger that threatens us all (Guinier & Torres 
in Gutierrez & Jaramillo, 2006, p. 173). 

The focus of this thesis is whether the discourses that inform the TES will foster social 

justice for those who have not acquired the dominant cultural capital as part of their 

birthright, and must navigate and compete in society as foreign language learners of 

English. Social justice is difficult to define, according to Sidoti (2001, p. 6).  As a human 

rights lawyer, Sidoti points to a body of law that gives detailed provisions on the nature of 

rights, including the right to education, which must be available, accessible, affordable, 

acceptable and adaptable for all without discrimination (p. 4).  Social justice, however, 

must always be considered from a perspective grounded in the daily lives of those who 

face particular challenges (Mick Dodson in Sidoti, 2001, p. 6). 

Nonetheless, Gale and Densmore (2000) posit three perspectives on social justice, which 

while not necessarily mutually exclusive, can provide broad principles that inform 

curriculum directions, and an awareness of the likely outcomes of these directions (pp. 23, 

24).  Distributive justice, in its liberal-democratic form, is a top-down effort to apportion 

resources according to ‘common basic needs’, compensating those who are deemed to be 

disadvantaged (Gale & Densmore, 2000, pp.12, 13).  From this perspective, societies 

should allow an unequal distribution of resources but ‘only to the extent that the weakest 

member of society benefits by that inequality’ (Christensen & Dorn in Artiles et al, 2006, 
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p.262). School remedial programs and ‘Bandaid’ charity organisations work on this 

principle.  Artiles et al (2006) argue, however, that what this model doesn’t do is 

acknowledge the way social class, race, gender, and language background constrain or 

facilitate access to resources in institutional contexts.  It also fails to recognise power and 

privilege relationships that shape aspects of the educational system such as goals, 

curriculum and organisational structures (p. 264). Hence the Liberal-democratic 

distributive justice model comprises a baseline measure only, aimed at redressing the 

assumed educational, social and cultural ‘deficits’ of the disadvantaged (Gale & 

Densmore, 2000, p. 13). 

In contrast to the Liberal-democratic distributive model, the Social-democratic or 

‘difference model’ is characterised by ‘complex equality’, and argues for a distribution of 

different social goods to different groups, according to specific needs (Gale & Densmore, 

2000, p. 13). Equity or ‘positive differentiation’ distinguishes social democratic 

distributive justice from the ‘equal and same’ liberal-democratic version (p. 13).  While 

Aristotle, who is credited with identifying the problem of ‘relative difference’ (p. 13), used 

this principle in a retributive way that advantaged the already advantaged (Aristotle, 

Politics, Book 3: XII), Gale and Densmore’s (2000) notion of extending ‘access to material 

goods to include access to opportunities to acquire those goods’, depicts Social-democratic 

distribution as overlapping with some aspects of recognitive social justice (p. 13). 

However, social-democratic distributive justice is only as effective as the resources 

available to provide access to opportunities and equitable outcomes.  In the more 

egalitarian school reform movements of the 1970s, when poverty was regarded as a barrier 

to school participation and innovative ‘Disadvantaged Schools’ programs instituted, 

Connell (in McInerney, 2007) lamented: 
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The per-pupil expenditure of the Disadvantaged Schools Program amounted 
to four pairs of shoes a year (or one pair of brand name sneakers); this does 
not buy an educational revolution (p. 88). 

In practice, social-democratic distributive justice rhetoric without the funds to address 

structural inequalities in society offers no advantage over basic compensatory programs 

(McInerney, 2007, p. 88).  In both cases, students are constructed in deficit terms, further 

limiting their access to quality education. 

Retributive justice, according to Gale & Densmore (2000) is based on individual merit, 

and privileges ‘property rights’ over ‘person rights’ (p.15).  Individuals are considered to 

be entitled to the outcomes of their labour, with market forces and competition 

determining society’s handling of social justice (Artiles et al., 2006, p. 263).  While both 

liberal-democratic distributive and retributive conceptions of social justice underpin the 

neo-liberal capitalist economic system to varying degrees, the merit based perspective 

masks both the contribution that socio-economic advantage affords, and the disadvantage 

from past group oppression and discrimination.  It views achievement as a purely 

individual outcome based on choice and effort in a ‘free market’ and fails to address the 

conditions and structures that create and reproduce inequalities (Artiles et al., 2006, pp. 

263, 264).  

The most democratic social justice model, according to Gale and Densmore (2000) is 

‘Recognitive Justice’ or ‘Positive Liberty’.  This model is founded on respect for different 

social groups, opportunities for their self-development, and the participation of these 

groups in making decisions that concern them.  Recognitive justice moves beyond so-

called objective justice as a distribution of things, and adds subjective justice, or self-

identification and self-determination (p.19). It requires a mutual recognition of individual 
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and group difference, a constant struggle to secure the conditions for self-development of 

all, and a perspective that views situations from the interests of the least advantaged (pp. 

23-27).    

Whiteness and Social Justice 

Taking the perspective of the least advantaged in the interest of social justice, might mean 

recognising that people are positioned across many intersecting layers of privilege and 

disadvantage, and colour is only one of these layers (Giroux, 1997, p. 383).  Giroux (1997) 

cautions that while ‘Whiteness’ is an ideology and a marker of racial privilege, and all 

White people benefit to some extent from White privilege, not all benefit to the same 

extent (pp. 383, 384).  Moreover, ‘Whiteness’ is not merely white skin, but symbolic of 

Western civilisation; it is an attitude of entitlement which Hage (2000) refers to as 

‘governmental belonging’ (p. 55).  Migrants can accumulate national belonging by 

assimilating, but the accumulation of dominant cultural capital does not necessarily 

translate into governmental belonging (p. 55). Those in the position of cultural dominance 

not only have the power to position (and remove) others within the national space, but they 

naturalise the value of their capital to maintain their hold on power (pp. 57, 62).  For Hage 

(2000), ‘White Australians’ are those who aspire to governmental nationalism (p. 57); 

those who ‘worry’ about the nation, rather than ‘care’ about it (Hage, 2003, p. 3).  Caring 

implies embracing others as equals and disseminating hope for a society in which all its 

citizens are nurtured, valued and have opportunities for self-realisation (pp. 2-15).  

‘Worrying’, on the other hand, ‘has become the dominant cultural form of expressing 

one’s (governmental) belonging to the nation, in response to perceived threat (p. 22). And 

the threat is the fear of losing the privileges and lifestyle benefits of Whiteness (p. 49). 

This worry, it will be argued, informs the TES, which excludes recognitive notions of 

social justice. 
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Schick and St Denis (2005) list a number of myths that reproduce racial inequality and 

continue the process of colonisation: Celebrating ‘multiculturalism’ in a way that masks 

power differentials and portrays the nation as ‘raceless, benevolent and innocent’; 

assuming that racial inequality can be overcome by assimilation and meritorious 

achievement, and addressing racism by promoting a colourblind version of nationalism (p. 

296).  And because the identities of teachers and students are discursively constructed 

through the school curriculum, it is also vital to interrogate the racialised positioning of 

both teachers and students in relation to each other and the curriculum (p. 297): 

To varying degrees, students and teachers learn to dis/identify with the 
history, images and language of schooling.  These discourses inform them 
of the extent to which they do or do not belong in this particular public 
institution.  Students who easily fit within dominant cultural practices of the 
classroom see the school reflected back to them.  In spite of many fine 
efforts to make school more inclusive, public education remains largely 
reflective of White, western or Eurocentric interests.  A difficult learning 
for White, preservice teachers is that the racial positioning of the White 
teacher does matter, even if all her students are also White (pp. 297, 298). 

In a public school context, Schick and St Denis (2005) assert that we need to ask what 

‘Whiteness’, as a privileged signifier of difference, is producing and maintaining, because 

the curriculum is a key discursive site through which ‘White privilege’ and ‘difference’ 

can be normalised  (p. 298).  Whiteness, according to Schick and St Denis benefits White 

teachers and student by two processes.  First, as the standard for the ‘way things are done’, 

it privileges those with matching histories and cultural capital.  Secondly, because these 

practices are not the norm for everyone, those who are disadvantaged foster the merit and 

success of those they are ranked against, further elevating the status of the privileged (p. 

300). Like capitalism, assimilation and merit work by exploiting the disadvantaged and 

transferring the benefits to the already advantaged.  And when race is conceptualised as 

‘cultural difference’, educational failure is framed through deficit discourses, leading to 

further efforts for remediation and assimilation, again obscuring the relations of racial 



  20

domination (Schick & St Denis, 2005, p. 306).  A curriculum or syllabus characterised by 

deficit discourses, in conjunction with a system of meritocracy and professed colour-

blindness, as the TES is argued to be, is likely to continue to reproduce racialised 

inequalities, regardless of social justice rhetoric.

Generation XYZ and J 

Labeling generations alphabetically began, ironically, as an acknowledgement that the 

children of the post-world war two ‘Baby Boomers’ defied more precise categorization, 

but their labeling as ‘Generation X’ subsequently spawned Generation Y and Z 

(McCrindle, 2008; McCrindle, nd).  The constitution of a generation is dependent on 

technological as well as chronological factors, with rapid societal changes compressing the 

time spans wherein particular trends, technologies and events shape the experiences and 

culture of particular cohorts of people (McCrindle, 2008).  McCrindle (2008) presents the 

statistical information of the various designated generations in the following table: 

Table 1: Australia’s Generations – The Definitive Classification 

For McCrindle (2008; nd), the essential distinctions between the different generations 

relate to interests, priorities and loyalties, which impact on educational considerations such 

as curriculum and pedagogies.  While the ‘Builders’ generation bowed to authority and the 

Boomers made decisions ‘rationally’ on the basis of available facts and figures, 
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postmodern youth are more likely to be influenced by their peers and the media, 

particularly TV and movies (McCrindle, nd, p. 2).  A strong work ethic, respect for 

authority, loyalty, commitment, financial conservatism, long-term planning and delayed 

gratification - the espoused core values of the ‘Builders’ and ‘Boomers’ generations - 

while leading to comfortable lifestyles for many Generation Y offspring, has also resulted 

in their disillusion and boredom with consumerism (pp. 3, 4).  In the words of McCrindle 

(nd), Generation Y is becoming a ‘cause-seeking’ group in environmental, social and 

human rights issues (p. 4).  Rather than ‘just continuing the consumerism experiment’, 

they want quality relationships, a fulfilling purpose in life and spiritual meaning (p. 4).  

They want reliable and trustworthy guidance in the form of role models and mentors, who 

show rather than tell them the way to go (p. 4).  ‘Generation Joshua’, a neoconservative, 

White Anglo organization established in the U.S. in 2004, purports to provide the vision 

and political opportunities for such a generation to: 

… become a force in the civic and political arenas…(and)…to help 
America return to her Judeo-Christian foundations…Generation Joshua 
wants America to be a perpetual city on a hill.  We seek to inspire every one 
of our members with the kind of faith that sees beyond our current 
circumstances to what America can become – if each one of us impacts our 
sphere of influence for Christ and for His glory (Estrada, 2008). 

In contrast, my research argues for another Generation J, in particular a Generation Justice 

that also has a vision to include those who currently fall outside the boundaries of the 

White, Anglo, middle-class, Judeo-Christian population.  It argues for national cohesion 

based on recognition and respect for difference.  It cautions that the global expansion of 

the English language may follow a similar trajectory to imperial Latin, which resulted in 

mutually unintelligible ‘dialects’ among different language speakers.  This necessitates 

that Generation Justice become multilingual and equipped with strategies for intercultural 

and interlingual communication.  Instead of a vertical societal structure that positions 
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subjects on the basis of their competence in an imposed version of Standard English, this 

research project argues for horizontal, egalitarian relationships across languages and 

cultures, which not only results in richer linguistic resources for society, but fosters 

English language learning for speakers from non-English speaking backgrounds. 

Bielke et al (2004) assert that how we teach English has the potential to reinforce or 

correct the racialised thinking that otherwise contributes to White hegemony or dominance 

(p. 38) and a lack of social justice.  They add that all literature works as cultural artefacts 

that contain subtle messages about power, race and dominance (p. 38). Thus the TES needs 

to be analysed, not only in terms of its capacity to facilitate literacy learning in the narrow 

sense, but also its capacity to challenge the reproduction of discourses of Whiteness being 

currently circulated by neoconservative and neoliberal regimes whose views of literacy can 

not be easily separated from narrow constructions of (White) national identity.  With 

Australian politicians from both political parties stressing the need for a national 

curriculum (Ferrari, Nov 20073), national cohesion through a common culture and 

language, formal English literacy citizenship tests for new immigrants (Georgiou, March 

2007), and better literacy outcomes, the deconstruction of Tasmania’s new English 

Syllabus which is based on the National Core Curriculum is now necessary.   If English is 

to be the door through which all must pass in order to be or become Australian, and to 

realise human potential, as the TES suggests (p. 10), then we need to ask who is sitting at 

the entrance checking membership cards; which constructions of ‘human’ potential are 

validated and which are not, and whose criteria and rules will determine eligibility (Kazmi, 

2004, p.8).  The answer to these questions is explored in this research project.  

                                                
3 Bishop to Steer Subjects.  News Article, Australian, 16th November, 2007. 
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Thesis and Structure of Argument 

The thesis argues that the TES is informed by social justice discourses characteristic of the 

dominant socio-economic and political discourses in society, namely neoliberalism and 

neoconservatism.  The exploration of the three specific research questions outlined above 

is developed through the following eight chapters. While this current chapter (Chapter 

One) has provided an overview of the issues to be explored in an analysis of the TES, 

Chapter Two reviews the research literature pertaining to English as Australia’s dominant 

language and various pedagogical models used in education policies. It explores how in a 

neoconservative and neoliberal political environment, racial ideology works through 

English language discourses to effect socio-economic stratification, marginalising some 

groups, while privileging others.  Chapter Two also explores Aristotelian concepts of 

training in persuasive language use, ideation and remoralisation of society, as exemplified 

in Jehovah’s Witness’ discourses and practice, which it is argued, has implications for the 

TES.  A focus on the discursive practices of Jehovah’s Witnesses illustrates the connection 

of ‘persuasive rhetoric’ to positivist ‘regimes of truth’ that domesticate, marginalise or 

exclude those who either can’t or won’t assimilate.  Information on the demography of 

Tasmania is included to identify the specifically White context in which the Tasmanian 

English Syllabus is situated. 

Chapter Three outlines the conceptual framework used to investigate the discourses that 

inform the Tasmanian English Syllabus in regard to race and identity. The neoliberal 

discourse that conceptualises English as a commodity and brand is aligned with the 

neoconservative discourse of fear of being outperformed by ‘others’ with a loss of status 

and market privileges (also a neoliberal concern). Connections are then identified between 

neoliberal and neoconservative discourses and the discourse of paranoid nationalism, 
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focusing on the issues of power, knowledge and discipline. References to Jehovah’s 

Witnesses are made to highlight the use of fear as a strategy for constructing compliant 

subjectivities as a theocratic strategy. This strategy, like that of pastoral power, has been 

appropriated by public institutions, it is argued, to regulate and control social life and to 

protect and maintain privileges for particular groups. 

Chapter Four draws on the review of the literature in Chapter Two, and poststructural 

theory, to justify the use of critical policy discourse analysis (CPDA) as a methodology for 

investigating the three research questions.  The strengths and limitations of various 

research paradigms are discussed in relation to analysis of the TES.  Reading texts 

contrapuntally to highlight the complexity of linguistic situations, allowing for 

simultaneous consideration of various perspectives, is argued to comprise a valuable 

strategy for this research project. 

Chapter Five deploys the techniques of CPDA to deconstruct the Tasmanian English 

Syllabus.  The analysis identifies the dominant discourses in the TES, using 

poststructuralist critique to disrupt the ‘common sense’ portrayals of what is in effect 

White, Western, Christian, middle class mores.  Neoliberal and neoconservative discourses 

grounded in such mores and enforced through intensive surveillance and assessment, 

parallel, it is argued, the models of social justice underpinning the TES.  Retributive 

(meritocracy) and Liberal-Democratic social justice align with neoliberal and 

neoconservative agendas, which reward assimilation and dominant cultural and human 

capital, while penalising non-conformity.   
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Chapter Six comprises a deeper critical analysis of the implications of the findings in 

Chapter Five for the implementation of the Tasmanian English syllabus. In view of the fact 

that the TES is underpinned by forms of social justice that foster assimilation and reward 

dominant cultural capital, the implications for non-English speaking groups of students are 

discussed.  The marginalising potential of a monocentric English discourse in a global 

context for all Tasmanian students is also considered. 

Drawing on the critical policy analysis conducted in the preceding chapter, Chapter Seven 

deploys Edward Said’s 1993 (cited in Singh & Greenlaw, 1998, p. 193) tactic of 

‘contrapuntal reading’ to offer an alternative discourse for the Tasmanian English 

Syllabus. This contrapuntal reading is focused upon identifying and making audible 

subordinated discourses, and subsequently postulating a literacy pedagogy grounded in the 

principles of recognitive social justice. This chapter draws on the literacy practices of the 

Jehovah’s Witnesses, which are known to promote effective basic English literacy skills in 

non-English speaking groups in Australia and Tasmania; strategies held capable of 

addressing the current national monolingual crisis identified at the National Languages 

Summit held in Canberra in June, 2007. 

Chapter Eight concludes the thesis. This chapter provides a summary of the key findings 

emerging from Chapters Five, Six and Seven.  Grounded in this summary, the concluding 

chapter makes recommendations for future directions with regard to the development of 

the Tasmanian English Syllabus and its implementation.  Possible directions for further 

research in relation to socially just outcomes in literacy achievement for non-Anglo 

Australian learners are also identified.  
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CHAPTER TWO 

Contextualising the Study 

Introduction 

Languages (LOTE) are part of the English-Literacy curriculum area 
because they strongly support the development of literacy, language and 
communication skills.  When studying a LOTE, students make 
comparisons, recognise patterns and view their first language from a 
different perspective (DoE, 2007, p. 7). 

The story of the Tower of Babel in the Hebrew Scriptures offers analogies for 

understanding the possible intent and implications of the present day monolingual policy 

focus.  One possible reading of the Babel story is that Babel was a monolingual project, 

the imposition of a standard dialect on all societal groups in a vertical structure, for the 

purpose of ‘making a name for ourselves’ (Gen 11:4)4 and for security, despite the 

existence of multiple languages at the time (Seeley, 2001, pp. 25-28; Gen 10:31).  After 

this monolingual project failed, the people were scattered over the face of the earth in more 

equitable horizontal relationships where no language was privileged, as all were mutually 

unintelligible (Gen 11:9).  To communicate, people from different clans and nations would 

have had to learn each others’ languages or develop a pidgin lingua franca, as is common 

for most non-native English speakers in the world today.  While God is made to be the one 

who destroys the arrogant monolingual project, the story’s ending is pertinent to our times. 

While not only do monolingual and ethnocentric projects not build cohesion, unity and 

security, the paradox is that monolingual arrogance incites anger in others and leads to 

fragmentation, fear and alienation. Thus the fear that generates, or indeed is constructed to 

legitimize monolingual power, invariably results in the production of more fear. 
                                                
4 Where a particular  translation of the Bible is not specifically stated, the version used has been The New 
American Bible: Saint Joseph Edition (1992) 
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John Smyth, the current Education Secretary for the Department of Education, Tasmania, 

described the Tasmanian Education system in a recent newspaper interview as ‘world 

class’ (Killick, 20085).  Despite Tasmania’s poor performance in recent national literacy 

and numeracy testing of grade three, five and seven students, Smyth is confident that by 

using the results from the national literacy testing to develop a plan around each child, 

Tasmania will achieve higher standards.  Already, Smyth claimed, Tasmania is ‘above the 

OECD average … and better than France and Spain and a whole lot of countries that 

people would respect, but we want to be a great system …’ (Smyth in Killick, 2008).  

However, according to Smyth, schools can’t solve the problem alone.  Socioeconomic 

status and parents, particularly mothers, have a high impact on literacy outcomes and  

… if you’ve got lots of mothers with low literacy skills they’re not reading 
to their kids and the cycle goes on (Smyth in Killick, 20086). 

While one reading of this discourse may appear to be a ‘blame the parents and home 

environment’ for poor literacy skills, previous papers by Smyth were much more focused 

on schools restructuring around the issue of social justice in line with Foucauldian notions 

of power (Smyth, 1988)  and Bourdieu’s concept of social capital (Smyth, 2004).   In his 

1988 publication, Smyth stated: 

There is a growing realisation that specialist claims to knowledge including 
those by people outside the classrooms purporting to know what is best in 
teaching and learning … are really claims to power (p. 34).   

Smyth described learning as a social process of negotiating meanings and values, 

concluding that ‘individual empowerment is an empty vessel’ unless it is transformative 

and leads to non-exploitative social relationships (1988, pp. 42-43).  In his 2004 paper, 

                                                
5 Every child to get own plan. Mercury News article dated 23 February 2008. 
6 Every child to get own plan. Mercury News article dated 23 February 2008. 
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Smyth argued that growing inequalities made it imperative that schools take steps 

towards establishing socially just schools (p. 19).  Socially just schools were those that 

worked against ‘serving and promoting dominant Anglo-Saxon cultural standards … 

which made schooling problematic for disadvantaged students’ (p. 23).  However, Smyth 

also acknowledged the existence of social forces outside the school in the area of class, 

race, gender and ethnicity, that made it difficult for a school to provide what the students 

need most - a network of supportive relationships (p. 30).  Without these powerful social 

contacts, raising literacy scores alone will not bring about social justice.   

The benefits of learning other languages have been widely published and acknowledged by 

all Education Departments in Australia, including Tasmania, as noted above.  However, 

the other languages that indigenous Australians and migrants already use are not valued in 

the same way, which seems a direct consequence of a monolingual mindset that views 

literacy and the literate subject/individual only in terms of Standard English (DoE, Tas, 

2008, p. 5; DoE, Tas, 2007, p. 7).  This thesis argues that a monolingual mindset 

disadvantages both those who are not native to the dominant language and native speakers. 

‘Monolingual blindness’ judges the competence of others against its own standard and 

language, devaluing other language skills and resources (Ellis, 2006, p. 188) while 

Monolingual learners are disadvantaged through limited cognitive and linguistic 

opportunities. If only one language is known, it is questionable whether deeper 

metalinguistic skills can be fostered, a dynamic recognized in the TES (DoE, 2007, p. 7).    

The Monolingual Mindset in Australian History  

Capitalism, Protestantism, nationalism, law and Standard English, evolved together in a 

mutually supportive way in response to the demands of industrialism and the market in 

England (Ward, 1998, p. 153).  Liberalism, with roots in the Enlightenment, supposedly 



  29

defended the liberty of the individual within a free market, but was very selective with 

regard to the kind of freedom it protected.  Curthoys (2003) argues that exclusion on the 

basis of race or national culture is actually an essential component of liberalism, allowing 

those deemed to belong to a given nationality to ‘continue to be free and equal within 

protected national borders’ (p. 9).  Often, those within the drawn boundaries, but outside 

the parameters of particular constructs of what it might mean to be civilised, are regarded 

as not yet ready for freedom (p. 10).   

Australia’s egalitarianism has, from first White settlement, been committed to Anglo 

values and interests. The White Australia Policy, in force from 1901 to 1973, was a 

response to fears of being ‘swamped’ by foreigners (Thompson, 1994, pp. 27-30).  While 

Australia inherited European ideas about racial hierarchy, with White races at the top of a 

social Darwinist informed socio-economic ladder, some of the racism experienced by non-

Anglo immigrants was due to a perception of foreigners as economic competitors (pp. 30, 

31).  The mateship and ‘fair go’ construction of the Australian ethos did not cross colour 

barriers. Those who were unable to pass the egalitarian test of ‘sameness’, were exploited 

or excluded (pp. 30, 31). Capitalists, while not concerned with the welfare of the 

racialised, were interested in cheap labour, and prioritised financial gains over exclusion 

(p. 41).  Their tolerance of, and interest in diversity, was motivated by commercial, not 

egalitarian considerations.  ‘White Australia’, despite the contradiction that a society based 

on exclusion cannot be democratic, underpinned all other policies supposedly based on 

representation, equality and justice (p. 46).   

Thus while private and progressive schools advertise their multilingual curricula as 

proffering a competitive edge for today’s global citizens, consistent with Neo-liberal 
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capitalism’s appropriation of diversity for lucrative outcomes, the diverse language skills 

of minority groups are regarded as ‘unpatriotic’ and a hindrance to social mobility 

(Bartolome & Leistyna, 2005, p. 6).  In Australia, while the ‘new’ English test7 for 

citizenship makes learning the dominant language mandatory for new arrivals, and 

community languages are relegated to the private sphere, there are prominent voices 

cautioning that the real literacy crisis in our nation is not one of ‘basic skills’, but of 

monolingualism.     

In a speech to the Australia – Japan Business Association in Sydney on the 11th July, 2007, 

Robert McClelland, MP, for example, expressed concern about our educational 

monolingualism.  He noted that it is compulsory for children in Finland (a top ranking 

country in the world for literacy achievement) to study three languages, yet despite 

Australia’s increasing international interaction, foreign language skills are declining 

(McClelland, 2007, p. 2). The National Languages Summit convened in June, 2007 by the 

Australian Academy of the Humanities and The Group of Eight Universities, also 

proposed urgent attention to foreign language capability, particularly in Asian, Middle 

Eastern and European languages.  It cited our national deficit in language skills as a crisis 

directly relevant to national competitiveness, security, prosperity and social harmony 

(National Languages Summit, June, 2007, online communiqué).  But arguably, not only is 

a monolingual and indeed a monocultural mindset bad for business and national security, it 

also holds implications for the achievement of social justice, which is held to underpin 

Australian education (Gillard, 2008). 

                                                
7 In October, 2007, an  English Citizenship test consisting  of 20 multiple choice questions, of which 12 must 

be answered correctly for a pass, was instituted as a prerequisite for migrants and refugees being granted 
Australian Citizenship (Kerin & Andrews, 2007, online). 
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In the short term, non-native speakers of Standard English are disadvantaged by being 

constructed in deficit terms, despite having broader though unacknowledged language 

skill-set, which is often translated into the even more detrimental characterisation of low 

intellectual capacity.  However, and as noted above, for ‘English monoglots’, the future is 

also bleak (Graddol, 2006, p. 5).  Apart from the competitive advantage that multilingual 

speakers are argued to hold in a global economy (p. 87), English monolingualism fosters 

an ethnocentricity that Oller (1997) diagnoses as ‘Monoglottosis’, a language/dialect 

blindness that has serious implications for divergent thinking, intercultural understanding 

and social justice (pp. 463-468).  Moreover, with more non-native speakers of English than 

native speakers in the global setting (Clyne, 2007; Bettinelli, 2006), and English now 

‘Englishes’, there is a need to interrogate the ‘Standard’ label implied or explicitly 

designated in relation to English literacy in English speaking countries, such as Australia.  

The story of English is a story of language contact and hegemony, and exploring the power 

dynamics involved in language evolution may lead to less ethnocentric and more socially 

just conceptualisations of standard languages. Alan D. DeSantis, Professor of 

Communication at the University of Kentucky, recounts how Latin was spread by the 

Roman Empire. Everywhere the Roman Empire went they left the Latin language.  Latin 

in France became Latin French, evolving into French;  Latin in Italy became Latin Italian, 

evolving into Italian;  Latin in Spain became Latin Spanish, evolving into Spanish and 

Latin in Portugal became Latin Portuguese, evolving into Portuguese (DeSantis, 2002).  

English, considered by some to be ‘a mongrel language made of a little of everything from 

everywhere’ (DeSantis, 2002), has been spread in the same way as Latin - through 

religious proselytising, the slave trade, imperialism, colonisation and economic 

dominance.  Hence the evolution of English demonstrates the importance to language or 
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cultural survival of being able to incorporate and adapt features from divergent origins. 

This is a process, which the narrowing construction of English literacy in Australia and the 

United States (US) seems intent on constraining.  

Amy Chua (2007) addresses the importance of cultural appropriation in relation to the 

success of empires throughout history in harnessing (and exploiting) the skills and energies 

of people and groups from very different backgrounds.  Chua’s hypothesis is that as 

empires became more ethnocentric and insular, they not only declined in power, but left 

trails of third world pathologies in former colonies. Thus, monolingualism and 

monoculturalism may ultimately be self-destructive beyond their own metropolitan 

centres.  By contrast multilingualism, multiculturalism and multi-literacies seem essential 

for adapting and thriving in a global, technological context that is rapidly changing.  

Indeed, the TES acknowledges the ‘need’ for students to understand and use new and 

emerging text forms and technologies (DoE, 2007, p. 5).  This research project thus 

interrogates whether the discursive constructions of the learner and English that inform the 

Tasmanian English Syllabus foster this cosmopolitan subjectivity, particularly with regard 

to race and identity.  

English Literacy and Social Justice 

The current media rhetoric in Australia about English being essential for social mobility, 

national cohesion, quality of life and personal empowerment is not new.  Barbara Comber 

and Sue Hill (2000), in their analysis of the first Australian National literacy policy, 

Australia’s Language, released in 1991, highlighted the references that linked English 

proficiency with economic and social justice (p. 80). They also problematised the 

underlying assumptions about what was meant by both literacy and social justice (p. 80).  

Literacy, they argue, was envisaged as an unchanging body of skills and knowledge that 
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could be traded for other privileges in work and social areas, as well as being a remedy for 

any disadvantage (p. 80). Interestingly, some of the issues of the time related to 

disadvantage, as listed by Comber and Hill (2000), would not be out of place in our current 

daily newspapers – ‘at risk’ young people; family breakdown; child crime; high 

unemployment resulting in a youth underclass; declining literacy, falling standards of 

public schools and teachers, and lack of discipline in schools (pp. 80, 81). Further, Comber 

and Hill (2000) argued that in the 1990s, a predominantly conservative media and 

government not only eroded equity based programs by prioritising economic viability over 

social justice, but as occurred under the recent conservative Howard government, blamed 

those in poverty for their own problems (p. 81).  By attributing disadvantage to illiteracy, 

attention was deflected from the socio-economic circumstances that diminished access to 

rich literacy experiences, which also masked how a lack of basic material needs 

contributed to other social problems (pp. 80, 81).   

English Literacy and Racism 

In a publication to encourage racially just journalism, Cutting and Themba, (2006), 

highlight strategies for framing race in ways to promote social justice. Media debates and 

issues are usually presented in the form of stories with metaphors and catchwords that are 

so familiar, the audience can often ‘read along’, unconscious of stereotypes, 

misinformation and injustice (pp. 26, 27).  Four archetypical narratives are common - the 

‘Mob at the Gates’; ‘Triumphant Individual’; ‘Rot at the Top’, and the ‘Benevolent 

Community’ (p. 27). Once these structures have been internalised, slotting new 

information into its category becomes almost an automatic process.  ‘Mob at the Gates’ is 

used to instill fear of those who do not share our values (or language); ‘Triumphant 

Individual’ stories are used as proof that ‘racism is not so bad’; ‘Rot at the Top’ focuses on 
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the flaws of leaders, while the ‘Benevolent Community’ embodies our highest selves (p. 

27).   

Framing a story determines what is included and who speaks, what is noticed and what is 

invisible (Cutting & Themba, 2006, p. 28).  Hence the individual or institution controlling 

the story or camera is more powerful than those who have a part in someone else’s movie, 

in a framing contest that is usually won by those with the most resources (p. 29). There is 

also a ‘hidden transcript’ that is essential to consider if a media message is to resonate with 

an audience (p. 30).  The media’s primary role, according to Cutting and Themba (2006), 

is not to educate but to articulate people’s thoughts, dreams and frustrations back to them, 

and in this way inspire action (p. 30). In Australia  the Pauline Hanson ‘One Nation’ party 

political campaigns comprised examples of this reflecting back of community prejudices 

through the use of binaries – the exclusive ‘we’ versus the excluded ‘them’ – and a 

discourse of governmental responsibility for the national space and social harmony. These 

campaigns constructed two subject positions only, namely, those with the power and 

‘right’ to decide who comes to ‘their’ country, and ‘others’ who must, or should have, 

wait/ed for an invitation to enter the Anglo nation space (Hage, 2000, pp. 188, 189). 

Binaries are an identifying feature of structuralism, a system where text is made up of 

terms in opposition to each other, with one part of the binary pair privileged over the other 

(Klages, 2008). Examples are black/white; light/dark; responsible/irresponsible;   

male/female etc.  In structuralism, language is said to produce reality and a system of rules 

based on binary oppositions produces meaning (such as black is black because it is not 

white) and governs what the subject can do within the system (Klages, 2008).  As 

structuralism erased context, the reader and history, it challenged understandings in the 
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liberal humanist tradition which presupposed a real world that was able to be understood 

by rational minds, and could be articulated in the language of individual selves (Klages, 

2008). Poststructuralism, however, arose as a critique of structuralism to disrupt both the 

understanding of the independent existence of the liberal-humanist ‘self’ and the 

logocentrism of structuralism (Bush Jr. 1995). Within the poststructuralist turn, language 

now seen as unstable, ambiguous and indeterminate in meaning, leads to the reader or 

interpreter becoming the focal point of theorising, and all readings being polysemic (Bush, 

Jr. 1995). Poststructuralism thus holds implications for notions of standard languages, 

intercultural communication, and English Literacy, particularly in relation to racism, and 

thus for the reading of the Tasmanian English Syllabus.  Hence I ask, what regimes of 

truth about the learner as particular kind of subject inform the Tasmanian English 

Syllabus? 

If the regime of truth that informs the Tasmanian English syllabus is based on a Liberal 

humanist model, students who fall outside the liberal humanist paradigm of autonomous, 

responsibilised, linearly rational, competitive and mainstream, are likely to be inscribed in 

deficit terms. Schools based on this model rank and reward social and cultural 

identification and practices differently, resulting in marginalisation or exclusion of those 

whose home discourses don’t match the idealised (Luke, 1993, pp. 18, 19). If a 

structuralist model informs linguistic understandings, then a monolingual centre will most 

likely privilege and reward the language skills of Standard English speakers, while 

devaluing the linguistic abilities of those who are native speakers of other languages.  

Alternatively, a poststructuralist paradigm will value all languages equally, and will work 

towards a ‘third space’ for intercultural communication and understanding (Bhabha, 1994, 

pp. 36-39) where students share skills and knowledge, learning not only Standard English, 
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but how to use language symbols and structures creatively so as to extend narrow 

linguistic boundaries.    

With regard to the Australian Indigenous context, Loretta de Plevitz (2007) analysed 

legislation prohibiting indirect racial discrimination and found that apparently benign and 

race-neutral policy elements were based on Eurocentric cultural and language concepts (p. 

54). Stressing that the policy makers were not intentionally discriminatory, de Plevitz 

attributed their insensitivity to their assumptions that their policies were neutral, objective 

and universally applicable, especially to students who no longer lived in the ‘traditional 

way’ (p. 60).  In the area of language, if students didn’t speak English with an accent, they 

were assumed to be speaking the same language.  This response shows little understanding 

of the way meaning is filtered through our life and cultural experiences (p. 62).  Culturally 

different questioning techniques and grammatical constructions further worked against 

effective dialogue, leading to the negative evaluation of Indigenous students’ intelligence 

and social skills (p. 62).  To de Plevitz (2007), the most tragic aspects of this ‘systemic 

racism’ was that failure to ‘conform to the norms of the dominant group’ led not only to 

negative assumptions on the part of the educators, but also to an internalisation of these 

same negative attitudes through double consciousness in the students themselves (p. 66).  

De Plevitz (2007) maintains that Indigenous students who are successful in mainstream 

terms, have learned to live in two worlds, something the majority of mainstream 

Australians are not asked to do (p. 67).  As an alternate perspective, she cites the highly 

successful program implemented by Chris Sarra when he was the Indigenous Principal at 

Cherbourg State School in Queensland. Sarra showed that it is possible to value cultural 

heritage and at the same time foster skills to give students greater choices in both of the 
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worlds they inhabit (p. 67).  De Plevitz concludes that while uncovering instances of 

systemic racism will not immediately solve complex problems of poor educational 

outcomes, it can provide a starting point for educators to work towards a fairer system (p. 

68).  While this thesis does not explore the material structures that might facilitate 

systemic racism, it argues that the TES is characterised by neutral and deracialisation 

discourses which, as noted, can leave the structures of institutional racism intact, 

particularly where the curriculum is grounded only in the norms of the ‘mainstream’. 

Moreover, while educational policies legislate against overt acts of racial prejudice, 

institutional racism often masquerades in the language of virtue – values, loyalty, morality, 

cohesion, responsibility. Out of context, these words are meaningless.  In a context where 

the prevailing standard is seemingly White, Christian and middle class, those outside this 

boundary are more likely to be discursively constructed in negative terms, in opposition to 

these virtues, further limiting their access to educational opportunities, and at the same 

time being blamed for their misfortune.  In a neoliberal context of winners and losers, 

those who have to climb over a fence, metaphorically, before they can even join in the 

race, can hardly be said to be getting a ‘fair go’.

The English-Sacred Imagined Community 

The dynamics of this relationship between advantage and disadvantage, and how such 

asymmetries are masked by particular discursive constructions or regimes of truth in a 

neoliberal context can be observed in Bhatt’s (2002) discussion of the English-Sacred 

Imagined Community. Bhatt interrogates the ‘expert’ discourse that manipulates, 

indoctrinates and marginalises non-native speakers of English, while protecting and 
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reproducing the privileges of native speakers.   According to Bhatt, three axioms define the 

community, the monolingual centre, which displays this discourse: 

1. There is a standard language that provides access to knowledge/power, and these 

relations of power determine parameters of acceptable linguistic behaviour; 

2. Those who speak the standard language can command authority over the non-

standard speakers; 

3. Descriptions of the language function as prescriptions (pp. 76, 77). 

The monolingual centre constructs the ideal native speaker in a homogenous speech 

community and marginalises or silences counter discourses (pp. 81-82).  Furthermore, 

Pennycook (in Bhatt, 2002) asserts that the binary native/non-native English speaker is 

interwoven with issues of race and ethnicity, often equating nativeness with ‘the paleness 

of one’s skin’ (p. 83).  The ‘Expert’ discourse (Authoritative scholars and their cultural 

artefacts like dictionaries and grammar books) works to maintain linguistic hegemony 

while various regulatory practices like testing - for performance - manage the power 

structure systems (pp. 83, 84).  Thus it seems that the relationship between the expert 

discourse and practice is mutually reinforcing, being inscribed by the dynamics of 

knowledge and power.  While this discourse proclaims equal opportunity and meritocracy, 

actual experience indicates otherwise: 

Fresh from graduate school, certified with a doctorate in applied linguistics, 
and groomed for a career in language teaching by a reputable American 
university, I visit the employment clearing house in a TESOL convention.  
Consider my consternation when advertisement after advertisement states that 
only those who are ‘native English speakers’ or those with ‘native English 
competence’ should apply for the teaching position.  This scenario confronts 
me with the absurdity of a system that prepares me for a profession for which 
it disqualifies me at the same time (Canagarajah in Bhatt, 2002, p. 87). 
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Indeed, some African immigrants in Tasmania have also found that competence in 

Standard English is not enough for social mobility, even when combined with Australian 

university degrees (UTAS, 2008).  For the native speaker of English to share in the ‘native 

speaker’s burden’ which seems to parallel the ‘White man’s burden’, non-native speakers, 

even successful second language learners, must be defined as failed native speakers (Bhatt, 

2002, p. 89), almost, but not quite the same as the native speaker – ‘White, but not quite’ 

(Tamatea, 2001, p. 58; Bhabha, 1994, p. 86).   Bhatt (2002) adds, 

The bilingual’s creativity and language acculturation – processes that lead to 
linguistic innovation and change – are trivialised because recognition of 
language variation….threatens the ideological link between grammar and 
authority.  Standard English ideology provides a structured system in which 
the teaching and learning of languages are held hostage to a colourist 
conception of native speaker and target culture (p. 92) 

But with the English language spreading and changing rapidly, native speakers are losing 

control over its use and form and thus face the threat of devalued native speaker cultural 

capital and a potential loss of market shares, both linguistically and economically (p. 91).   

With more students studying English in China than there are students in America, English 

speaking countries such as Britain, USA, Canada, Australia and New Zealand are vying for 

the competitive edge in the English language market   (Chen & Chang, 2003, pp. 1-4).   

Hu Xiao Qiong (2004) and Qiang and Wolff (2003), argue for China English to be 

accepted as one of the World Englishes, alongside British, American and other world 

Englishes. They suggest that China English, if legitimated as a world English, may be 

more culturally appropriate for Asian populations, and would perhaps ameliorate some of 

the colonial connotations associated with imperial English.  Michael Clyne, speaking at a 

meeting of the Canberra Regional Languages Forum, stated that as non-native speakers of 

English outnumber native speakers by three to one and English is now a family of 
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languages, Australian immigrants ‘should be allowed to learn blends such as Hinglish, 

Chinglish and Spanglish’ (in Cooke, 2007). If these English blends facilitate intercultural 

communication, are easier to learn, and are able to be used authentically in local contexts, 

what impact will this have on Standard English as the most prestigious ‘brand’ of English?   

The boundaries between linguistic and market considerations are blurring and if the 

‘customer’s language’ is what matters in business transactions, Australia may need to 

reconsider its privileging of Standard English.  Thus is it possible that the push for 

Standard English for all citizens in Australia, the United States and the United Kingdom is 

a last heroic attempt to protect the privileges of ‘native’ speakers of English?  The 

following diagram (Figure 1) shows the global spread of English/es (Routledge, nd).  

Figure 1:  McArthur’s Circle of World English: 
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Bhatt (2002) concludes his discussion of the English-Sacred Imagined Community by 

reiterating his basic argument that privilege requires a hierarchical structure that can only 

be guaranteed if Standard English is the only authorised version (p. 99).  While 

neoliberalism offers choice in commodities (if you can pay for them), for Bhatt (2002), 

language choice is more a matter of economic, political and social coercion (p. 99). The 

observations of Bhatt (2002) when brought to bear upon Rudd’s concern for performance 

and even the ‘basics’, thus also indicate that the teaching of English in Australia, as 

elsewhere, might not be so easily dissociated from the relations of knowledge and power 

which otherwise inform the various models of English literacy. 

Models of English Literacy 

Lankshear (1998) proposes four different constructions of literacy that have characterized 

reform texts:  the ‘Lingering Basics’, the ‘New Basics’, ‘Elite Literacies’ and ‘Foreign 

Language Literacies’.  The “Lingering Basics” or what we often hear referred to as “Back 

to Basics” is literacy framed in terms of mastering decoding strategies - learning the 

alphabet, pairing letters and sounds phonetically, and putting words together to make sense 

and sentences that communicate information (Lankshear, 1998, pp. 357, 358). These 

decontextualised tools then serve as stepping stones to higher order skills and for accessing 

more complex content (p. 358).  From this perspective, literacy is a neutral set of skills 

which are assumed to remain constant irrespective of how they are acquired and the 

context in which they are used (Mills, 2005, p.68).  

The “New Basics”, not to be confused with the print, paper and pencil ‘old basics’, 

recognises that in an information age, a metalanguage ability to use language to think and 

talk about how language works, is essential in developing competence in critical literacy 

and problem solving (Unsworth, 2002, p. 71).  While critical thinking is often used as an 
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inclusive term for any higher order skills such as comprehension, problem solving and 

analysis, in literacy, it demands recognition of the need for contextualising and 

interrogating text, using all four of the processes first put together by Luke and Freebody 

(1999) - code breaking, text participating, text using and text analyzing. The “New Basics” 

acknowledges text as ideological and polysemic, able to be read in different ways and from 

different perspectives.  In contrast to the old basics where decoding skills are regarded as 

the key to higher language function, in the new basics each literacy builds on others from 

top down (Unsworth, 2002, p. 71).  Metalanguage, then, which is the ability to use 

language to think and talk about how language works, is essential in developing 

competence in critical literacy (p. 71). 

“Elite Literacies”, also known as ‘Multiliteracies” (Mills, 2005, p.74), or ‘New Literacies’ 

(Limbrick & Aikman, 2006. p. 12) are specific to particular disciplines, technologies and 

communities of practice (Lankshear, 1998, p 360).  Members are connected by their use of 

specialised vocabulary, distinctive genres, various modes and media, and unique 

grammatical constructions. Becoming a member of a discourse community can be a 

gradual, ‘apprenticeship’ process, or ‘just in time’ learning. Specific language competence 

may develop through association (inter-subjectivity) as well as immersion and interaction 

with representative or canonical text or technology.  

The multiliteracies approach as formulated by The New London Group (Cazden et al, 

1996) views literacy pedagogy as a complex integration of four factors: 

• Situated practice:  immersion in a community of practice accessing and utilizing 

available discourses; 
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• Overt instruction:  to make implied cultural understandings salient and to scaffold 

learning activities so learners can extract, organise and build on the most useful 

information for a particular practice.  The goal is conscious awareness and control 

over what is being learned;

• Critical framing:  interpreting the social and cultural context, interrogating whose 

views are privileged and whose are marginalised or silenced; 

• Transformed practice:  using the new knowledge in reflective practice within 

other situations, challenging prior discourses, balancing competing discourses 

and identities, and learning to live with tension   (pp. 84-88). 

Lankshear’s final literacy form is ‘Foreign Language Literacy’. This literacy form 

contributes to intercultural understanding and economic competitiveness (Lankshear, 

1998, p. 361).  It is a model that is becoming more prominent in neoliberal and national 

security discourse as illustrated by former US senator, Paul Simon’s comment, “you can 

buy in any language, but sell only in the customer’s” (Simon in Lankshear, 1998, p. 361).  

Given the difficulty of learning foreign languages to native speaker levels, it seems ironic 

that the wealth of language resources in Australia associated with immigrants is not 

appreciated more.  The emphasis has been on immigrants learning English, for which there 

is sound socio-economic reason.  English is the language of power in Australia and is 

becoming more so in an international context with the number of non-native speakers of 

English/es globally exceeding those for whom English is a first language (Coughlan, 

2004).  However, as noted, a British report has warned against the arrogance of English 

speakers who fail to learn other languages.  
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The fact that the world is learning English is not particularly good news for 
native speakers who cannot also speak another language. The world is 
rapidly becoming multi-lingual and English is only one of the languages 
people in other countries are learning," (Graddol, quoted in Coughlan, 
2004).  

In a multilingual world, ‘multiliteracies’ is not just about various modes of 

communication, but also the multiplicity of language forms (Black & Goebel, 2002, p. 

24).  In a global context where users of a language encounter speakers of a wide range of 

dialects, focusing exclusively on one national standard is no longer sufficient for even 

basic communication (p. 22).  Black and Goebel use the example of Standard Indonesian, 

citing both formal and informal occasions of language use in Central Java, where non-

Standard Indonesian was more common than the standard version taught in Australian 

schools and universities (p. 23).  The authors conclude that in a rapidly changing, 

unpredictable global context, people ‘must become expert at becoming experts … 

drawing on all available resources to design solutions to what may be entirely new 

problems’ (p. 26). Black and Goebel’s observation indicates that effective communication 

requires learners to be literate in those forms of a language that go beyond the highly 

policed and state sanctioned versions. 

An Aristotelian Model of Literacy:  Jehovah’s Witnesses 

In line with the recommendation, that in rapidly changing and unpredictable contexts, it is 

wise to draw on all available resources for designing solutions to current problems, I turn to 

the example of the Jehovah’s Witness (JW) Organisation.  While the JW organisation is a 

self-defined theocracy, it espouses similar rhetorical competencies to the TES, and 

demonstrates outstanding outcomes in both providing multilingual resources and 

opportunities for participants from non-English speaking backgrounds to create authentic 
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communities of practice in their home languages (Watchtower Bible and Tract Society, 

February 7, 2008).  

In its pedagogy, the JW organisation is Aristotelian as evidenced in its prioritising of 

rhetoric skills and training in virtues from childhood. It differs, however,  from other 

Christian missionary ventures in that other missionary activity focused on most of the 

recruits ‘learning’ and ‘living’ the Christian discourse.  JWs, in contrast, prepare all their 

members to be ‘teachers’ of their discourse, requiring a much higher level of rhetorical and 

literacy skills.  For example, the textbook for their Theocratic Ministry School has the 

following chapters:  Pay Attention to How You Listen;  Apply Yourself to Reading;  Study 

is Rewarding;  How to Do Research;  Making an Outline;  Preparing Student Assignments; 

Preparing Talks for the Congregation;  Preparing Discourses for the Public;  Develop 

Ability as a Teacher; How to Improve Conversation Skills; How you Ought to Answer, and 

several other chapters related to being an effective orator and communicator (Watchtower 

Bible and Tract Society, 2001).  Children as young as five (and occasionally younger), 

youth and adults, both male and female, enrol as students in the Theocratic Ministry 

school, and learn and use these skills in authentic communities of practice.   

In relation to race and identity, Jehovah’s Witnesses may also be another available resource 

to inform successful practices.  Bryan Wilson (1973) in his studies of African Jehovah’s 

Witnesses, found egalitarianism and harmonious interethnic association to a degree not 

witnessed in any other religious organisation in Kenya.  Wilson concluded that the high 

moral standards, general courtesy, neat dress and social comportment, good manners and 

good speech of the Jehovah’s Witnesses, would in the long run be of more social benefit to 
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the country than the founding and running of specific welfare agencies to address African 

needs (p. 149). 

The Witnesses do not preach a direct work ethic, of a type diffused by 
Methodism in the nineteenth century, yet in insisting on punctuality, honesty, 
sobriety, good appearance, and scrupulous dealing, for instance, they inculcate 
dispositions which have consequences for both work and civic involvement.  
In refusing to take bribes, an African Jehovah’s Witness manifests a standard 
of behaviour quite uncommon in African countries.  Sometimes this particular 
requirement may itself lead to general hostility from among those whose 
standards are lower; in itself however, if African countries are to experience a 
process of substantial social and economic development the dissemination of 
values of this type will be indispensable (Wilson, 1973, p. 149). 

Joel Elliott (1993a), while conceding that Jehovah’s Witnesses have historically shared in 

distorted understandings of race, and have deliberately segregated congregations in the past 

to promote evangelistic efforts for White populations, nevertheless asserts that JWs achieve 

a level of unity across ethnic divisions rarely seen elsewhere.  Thus, combined with JW’s 

outstanding literacy outcomes for groups deemed to be most disadvantaged in Tasmanian 

education, this outcome suggests that there may be aspects of JW linguistic and ethnic 

discourse that can inform a more socially just interethnic, intercultural and interlingual 

reading of literacy in the TES. 

Australian Jehovah’s Witnesses’ Ethnic Congregations 

While the governing body of the Jehovah’s Witness organisation is still a White majority at 

its headquarters in Brooklyn, N.Y., the majority of the membership of Jehovah’s Witnesses 

has crossed the colour line, as evidenced in the 2007 service year report (Watchtower Bible 

and Tract Society, 2008). Even in Australia, JW ethnic groups are a rapidly growing 

phenomena.  For Tamatea (2001) ethnicity is best understood as a fluid category that is 

contingent on relationships and discursive construction of identity (p. 50) in contrast to race, 

which while also subject to change over time, space and populations, has usually focused on 
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phenotypical characteristics that are considered genetic (Jusdanis, 2001, pp. 177-180). JW 

ethnic congregations are usually centred on the non-English languages spoken, although 

some Aboriginal congregations use Standard English resources. 

In Australia, Jehovah’s Witnesses’ publications are produced in over 30 languages including 

Aboriginal Kriol, but magazines and brochures are available in over 430 languages 

(Watchtower Bible & Tract Society, Watchtower, August 15, 2008).  Additionally, magazine 

content, books and brochures are available online in a variety of languages in print and mp3 

format, allowing non-English speaking, non-print literate or busy people to access the 

information (Watchtower: Official Website of Jehovah’s Witnesses; Worldwide Association 

of Jehovah’s Witnesses).  For Jehovah’s Witnesses, literacy is addressed as an urgent issue 

as their teaching program is heavily dependent on print materials and illiteracy poses an 

obstacle for acculturation to the JW religious discourse.  For a 2007 Australian JW 

population of 63, 471 (Watchtower Bible and Tract Society, Service Report, 2008), the 

following JW ethnic Australian congregations (Table 2) indicate a recognition of, and 

provision for, self-ascribed linguistic identity unparalleled in general education.  Moreover, 

this diversity is not divisive8 and may actually be a contributing factor to the cohesion and 

the excellent literacy outcomes in both home language and English among the members. 

                                                
8 Jehovah’s Witness congregations are often made up of members from groups who are alienated in secular 
society and may even be in civil conflict. However these members live in unity and affection as Jehovah’s 
Witnesses. Watchtower Society Magazines recount many stories of members from opposing groups 
protecting each other in war-torn countries, and visiting speakers from such countries, such as Flomo (2008), 
confirm the experiences. As Joel Elliott (1993a; 1993b) and Wilson (1973), both non-JW academic 
researchers assert, the ethnic harmony among Jehovah’s Witnesses is unparalleled in either religious or 
secular society.  Firpo Carr (2002), an African-American JW, concurs. 
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Table 2:  Ethnic Congregations of Australian Jehovah’s Witnesses 

Congregations No Congregations No Congregations No Congregations No 
Aboriginal 39 Fijian   2 Korean   6 Russian   2 
Arabic   4 Filipino   7 Laotian/Thai   1 Samoan   4
Auslan 11 Finnish   1 Macedonian   1 Spanish 11 
Cambodian   3 Greek   8 Maltese   1 Turkish   1 
Chinese 10 Indonesian   3 Persian   1   
Croatian/Serbian   7 Italian 15 Polish   1   
Eritrean   2 Japanese   5 Portuguese   3 Total 149 
(Watchtower Bible and Tract Society, February 7, 2008) 

In mixed ethnic congregations, members are able to study lessons in their own language and 

English.  In non-English speaking contexts, literacy classes or personal tuition are provided 

in preferred languages (Watchtower Bible and Tract Society, August 15, 2002), and in the 

ethnic congregations I have attended in Australia, members are usually at least bilingual in 

English and another language, and in many cases multilingual.  JW members are also 

encouraged to learn other languages, as their field work - to disseminate and reproduce the 

JW discourse - is greatly enhanced by showing an interest in people through their languages.  

The JW message (discourse) is prioritised over the medium (language), but both are 

facilitated in the process, and it is not unusual for children as young as 5-8 years old, to 

demonstrate the rhetorical and literacy skills prescribed in the TES for much older students.   

The maintenance of linguistic diversity and the imposition of a dominant language have 

historically both been used as colonial strategies to stratify populations, and to discursively 

construct particular subjectivities (Scanlon & Singh, 2006, p. 9).   Hence, out of context, 

neither the paradigm of monolingualism or multilingualism can be equated with greater 

social justice.  However, in multilingual societies and in contrast to monolingual programs 

that lead to the decline and even death of other community languages through their limited 

use, Jehovah’s Witnesses promote the expansion of the vocabulary of the various 
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languages used by their members (through translations from English and other languages), 

thereby continuing the viability of those languages for ‘complex life processes’ (p. 10).  

Furthermore, in their mass production of books, magazines, DVDs, CD-ROMs and 

podcasts in various languages, JWs make use of economic and technological structures to 

facilitate language dissemination, a factor identified by Scanlon and Singh (2006) as 

essential for languages to flourish (p. 13). 

The Tasmanian Context 

Publications produced in 2007 on Tasmanian demographics9 concur on one important 

aspect for Tasmania’s future – Tasmania needs more young immigrants if it is to remain a 

viable and vibrant community.  As the oldest (by population age) and Whitest state in 

Australia, it has difficulty even keeping the migrants who do come (Blackwood, 2003).   

Cold winters, lack of employment, lack of relevant ethnic cultural communities and high 

cost of living are reasons given for those who have moved interstate (Blackwood, 2003). 

At the 2001 census, 42.7% of all people in Tasmania, born overseas, were born in the 

United Kingdom (Department of Immigration and Multicultural and Indigenous Affairs, 

Australia, 2007b, p. 130). In 2004-5, settler arrivals from the UK were still high, but the 

proportion of other groups had increased, particularly from Sudan. The Settlement Target 

arrivals are migrants regarded as having special challenges for integrating into Australian 

life, characterised by being either recent arrivals (within the last five years), humanitarian 

entrants, family stream migrants with low English proficiency or dependents of skilled 

                                                
9 Commonwealth of Australia, 2007, Tasmania at a Glance; DIMIA, 2006, Chapter 8: Population Flows to 

Tasmania; Demographic Change Advisory Council, 2007, Demographic Change in Tasmania: challenges 
and opportunities Issues Paper.  
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migrants with low English proficiency who have settled in regional areas (Department of 

immigration and Citizenship, 2007, p. 5).   

An additional challenge for Tasmania over the next ten years will be the projected 

decrease of around 480 primary aged children, which will reduce the occupation level of 

school capacity from 60% to 50% (Demographic Change Advisory Council, 2007, p. 19).  

Since some school costs are fixed despite enrolment numbers, there will be pressure in 

some areas of the Department of Education to restructure and redesign (p. 19).  The 

Demographic Change Advisory Council (DCAC, 2007), a Tasmanian produced report, 

states that at High School level, Tasmania has the lowest school retention rates and worst 

performance in Literacy and Numeracy of all the states and territories in Australia (p. 19).  

Health status is often linked to other socio-economic factors, and Tasmania ranks poorly 

against the national average for smoking, lung cancer, obesity, cardiovascular disease, 

hypertensive conditions (High Blood Pressure), mental and behavioural problems, Asthma 

and Arthritis ( DCAC, 2007, p. 21).  Currently, approximately 40% of Tasmanians receive 

Government welfare, and this is expected to exceed 50% with Tasmania’s aging 

population (p. 22).   

In the 2001 Census data, 92.6 % of Tasmania’s population spoke only English at home, 

compared to 80% for Australia generally.  In the 2006 Census data, with a similar 

percentage of English-only speakers, the most common languages other than English, 

spoken at home in Tasmania, were German 0.3%, Italian 0.3%, Mandarin 0.2% and Dutch 

0.2%, reinforcing the view that Tasmania’s population is predominantly White and 

monolingual.   This situation tends to establish monolingualism as the ‘unmarked case’ 



  51

(Ellis, 2006), or as the norm, an absent centre around which bilingualism and 

multilingualism are seen as exceptions (p. 173).  

Conclusion 

As argued in this chapter, there is a language crisis, but as speakers at the recent Language 

Conference in Australia asserted, the problem is monolingualism and its consequences, 

and not falling standards of English as the political and media rhetoric asserts (Group of 

Eight National Language Summit, 2007).  There are particular groups in Australian society 

who are not achieving the expected levels of literacy, but these groups can be said to be as 

much disadvantaged by dominant monolingual and monocultural attitudes as by a lack of 

’basic skills‘ in English.   

The literature suggests that non-native speakers of English in Australian society are 

marginalised when their skills and knowledge in other languages are devalued, while their 

English competencies are measured against highly policed native speaker standards.  This 

is not only unjust, but has serious consequences when students are labeled in deficit terms. 

The future learning for these students through ‘special’ programs may deprive them of 

access to a broader inclusive curriculum, such that by their internalising the deficit view of 

their abilities, they live up to their teacher’s remedial based expectations. 

Australia has from first White settlement as a British colony, been characterised by a 

White, monolingual, selectively liberal mindset. Though compromises were made for 

economic, nation building and security purposes, which allowed people outside the non-

English speaking parameters to settle here, the continuing emphasis upon visible 

(phenotypical or cultural/religious) or audible (language/dialect) differences usually 
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relegated immigrants to the position of second-class citizens or outsider. Indeed, 

Australia’s own indigenous people, whose languages have been decimated (McConvell & 

Thieberger, 2001, p. 9), have largely been excluded from nation building (apart from 

exploitation in pastoral, military and missionary ventures) and full democratic citizenship.  

Languages other than English, used by native speakers, have often been seen as obstacles 

to integration and assimilation.  While it was often prestigious and a sign of a liberal 

education to learn other European languages, to actually use non-English languages as 

native speakers in the public sphere, has as a result of the Anglo fears related to a loss of 

power and privilege (Hage, 2000) invariably been constructed as an obstacle to the 

achievement of acceptance as a ‘real’ Australian.    

Rapid technological and social changes demand concurrent changes in the way we 

conceptualise English and literacy, such that the notions of ‘Englishes’ and ‘Literacies’ 

may be more congruent with the various socio-economic outcomes mandated by the TES 

(DoE, 2007, pp. 5, 7, 10), than what, as will be shown, is its current monolingual 

approach.  While generally there is now a greater awareness at the school level of the 

range of multiliteracies and literacy pedagogies available, social justice issues for 

marginalised groups in both print based and digital literacies appear to remain secondary 

considerations.  There does not, for example, seem to be as much emphasis on using 

technologies to foster linguistic abilities beyond monolingual versions of multiliteracies. 

In contrast, Jehovah’s Witnesses demonstrate that it is possible to cater for linguistic 

diversity while at the same time fostering excellent English skills.  Moreover, their ethnic 

harmony and intercultural cooperation appears to contribute to organisational cohesion, 

refuting the discourse that a common language is necessary for national or social unity.  
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Tasmania, as the Whitest and most monolingual state in Australia, arguably needs to make 

an extra effort to ensure its students develop broader linguistic and cultural awareness so 

as to achieve the socio-economic outcomes mandated by the TES.   

The following chapter explores the social theories related to fear and ‘risk management’, 

that inform current educational policies.  This fear, rather than encouraging efforts towards 

greater social justice, is likely, it is argued, to exacerbate the ‘exclusionary Australian 

Identity politics’ identified by Zwangobani (2008, p. 8) with regard to Australia’s response 

to recent African (Sudanese) immigrants.  
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CHAPTER THREE 

Conceptualising the Study 

Language education professionals must reject the notion that learning a 
language is an ideologically neutral act intended simply to develop an 
employment skill.  That some people must learn English to get a job is a 
result of unequal relationships of power - not a solution to them (Tollefson 
in Bhatt, 2002, p. 99). 

Introduction 

A central argument that emerged in the review of the literature above is that a monolingual 

mindset marginalises non-native speakers of Standard English in Australian society by 

devaluing skills and knowledges associated with other languages and dialects while 

measuring English competence against native speaker standards. This is not only unjust, 

but has consequences when students are labeled in deficit terms and denied access to a 

broader range of society’s resources. In this chapter, I outline the theoretical framework 

used in this research project to investigate the discourses that inform the TES with regard 

to race and identity. In particular, the discussion that follows reviews the potential 

advantages and limitations for analysing the TES from within a poststructuralist theoretical 

framework that focuses upon issues of power, knowledge and discipline. If neoliberalism is 

as much a discursive reordering of socio-economic relations as it is a material reordering, 

then arguably in a time characterised by rapid technological change, where English literacy 

is now framed by neoliberal and neoconservative agendas, and where English is a lucrative 

brand commodity (Chen & Chang, 2003), the theoretical assumptions of poststructuralism 

and its methodological implications (see Chapter Four), seem well suited to the 

investigation of the discourses that inform the TES.  
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The Primacy of Discourse 

Discourse, conceptualised as an identity kit which comes complete with all the props for 

performing a role that others will recognise, is central to the marginalising process (Gee, 

1991, p.3). Gee (1996) distinguishes between primary and secondary discourses, 

highlighting the consequences for children whose home experiences differ markedly from 

school expectations (p. 137).  Children are inducted into the primary discourse through 

parent/carer interaction, expressed by Luke and Hasan (in Luke, 1993) as the child’s 

‘identity papers being assembled and put in order through talk’ (p. 24).  In the primary 

discourse, the child is situated within a world-view from which s/he learns to ‘read the 

world’ (Freire & Macedo, 1987).  Apprenticed to their primary discourse, children learn 

how to categorise, name and speak about their world (Luke, 1993, p. 24).  When children 

come to school, and are apprenticed into its secondary discourse, they become part of a 

selective tradition that ranks and rewards social and cultural identification and practices 

differently (p. 19), though often doing so through discourses in which the collective ‘we’ is 

prominent.  Schools socialise students into a particular group’s ‘version of the way things 

are or should be’ and assume that this is what ‘we’ all believe (p. 18).  Luke interrogates 

this supposedly inclusive ‘we’ showing that in fact this collective pronoun masks a highly 

exclusive discourse (p. 18).   

Success in Australian, UK and American schools generally requires that students be able to 

navigate mainstream White, middle class, academic/literate Discourse (Gee, 1996, p. 23).  

Indeed Gray (2007) extends this school concept by listing several competencies students 

need in order to be regarded as literate (pp. 10, 11).  Not only must students know 

vocabulary and grammar, but also when, where and how to use it.  They must also be able 

to make informed language and behaviour choices to enact the hegemonic secondary 
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school Discourse, and know how to influence and predict the behaviour of others within 

this discourse (p. 11). 

Gee (1996) maintains that schools socialise minority students, not into literacy, but into 

school based literacy practices that foster compliance and placidity, to defuse demands for 

social change and to veil historical understandings of how the power and status of elites 

was obtained and continues to marginalise them (p. 25).  He reminds us that even a given 

discourse can offer multiple subjectivities (Gee, 2005, p. 33), something teachers should be 

particularly sensitive to.  In one class cited by Gee (2005), the same student was referred to 

as ‘at risk’, ‘one of my good readers’, ‘well-behaved’ and ‘disaffiliated from the teacher’, 

all within the same teacher’s classroom discourse (p. 34).  

Gee (2005) likens Discourses to a ‘dance of people, places, times, actions, interactions, 

verbal and non-verbal expressions, symbols, things, tools, and technologies’ that not only 

ascribe subjectivity, but have material effects with the power to include and exclude (p. 

32). Thus it is useful to approach neoliberalism and neoconservatism both as discourses 

and sets of material practices. Discourses are ideological, involving values and viewpoints 

that must be espoused if one is to be included in the Discourse, and at the same time, be 

resistant to internal criticism and self-scrutiny (Gee, 1991, p. 4).  A discourse is selective in 

its concepts, values and viewpoints and will marginalise viewpoints central to other 

discourses (p. 4). Control over certain discourses can lead to the acquisition of social goods 

in a society (p. 5), but because discourse boundaries are also contestable, changes in what 

counts as valued knowledge can emerge, though perhaps not always easily (Gee, 2005, p. 

31).  Power, it is claimed, seldom gives up without a struggle (Apple, 2006, pp. 226-227). 
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Power 

McHoul and Grace (1993) who expound on Foucault’s conception of discourse, which is 

closer to the notion of ‘discipline’ than language (p. 26), argue that Foucault is more 

interested in the social, political and historical conditions of discourse that construct 

‘commonsense’ knowledges and regimes of truth (p. 29). While sociolinguistic interest in 

discourse often emphasises how things are said, Foucault’s perspective also looks at what

can be said (p. 31).  Foucault offers a very different way of thinking about discourse (p. 

31).  For Foucault it is not so much the text in the sense of a body of writing that is 

important, but whatever constrains and enables that text to be an authoritative ‘truth’ at any 

given time in history (p. 31). While structuralists argued for a productive logocentric power 

working through undifferentiated cultural forces, Foucault suggests that power can be 

discerned by the techniques of governmentality (of Self and society) through which it is 

exercised, and the ‘truth’ source of its authority (McHoul & Grace, 1993, p. 65).   

Governmentality refers to the way a public authority such as a school creates and shapes 

the dispositions of its subjects for particular productive ends. Thus governmentality ‘affects 

not only the conduct of people … but also the attempt to constitute people in such ways 

that they can be governed’ (James Marshall quoted in Nonnemann, 2004).  Biopower, in 

the form of a ‘truth discourse’, authorised through policy and implemented by teachers as 

conduits of pastoral power, works as a technique of governmentality to regulate social life 

and behaviour by structuring the limits of thought and practice, thereby also determining 

who is included or excluded (Rabinow & Rose, 2006; Nonnemann, 2004).  Pastoral Power, 

as another technique, and a legacy of both Protestant Christianity and colonialism 

(discussed further in Chapter Five), is benevolent for those who belong to the ‘truth’ – the 
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dominant discourse – but as in its prototypes, holds out only conversion, repentance, 

second-class status or exclusion for those not yet assimilated. 

Panopticism as a technique of power, is particularly salient in an educational system 

characterised by rigid accountability, performance monitoring, and testing, where it serves 

to induce a ‘state of conscious and permanent visibility that assures the automatic 

functioning of power’ (McHoul & Grace, 1993, p. 67).  Foucault (in McHoul & Grace, 

1993) found that the panopticon was usually accompanied by specific training techniques 

he named ‘disciplines’ which had the effect of producing docile, obedient subjects (p. 68).  

Some of these techniques are characteristic of schools, and include spatial enclosure, 

regulated activities and timetable, pedagogy to teach skills in a hierarchic sequence, and the 

overall coordination of all activities (p. 70).  A docile, obedient population, however, does 

not mean an undifferentiated cohort. One of the effects of disciplinary power is to sort 

individuals against a standard to highlight, and indeed construct, ‘peculiarities, deviance 

and eccentricities’ (p. 72).  As a technique of governmentality, panopticonism is also 

facilitated through discourse, practices and relationships, such that in investigating the 

extent to which the English language curriculum constructs certain subjectivities as 

appropriately literate and others as not, it is valuable to approach the TES as a state 

provided source of authority that possibly elaborates the tactics and effects of 

panopticonism. 

Policies 

All policies are framed by particular theories or ideologies, either explicitly or implicitly 

(Michaels & Gold, 2006, p. 90).  Speaking of NSW English Syllabi, Michaels and Gold 

recount how prior to the 1999 edition, syllabus documents stressed their theoretical and 

ideological neutrality, despite espousing meaning as fixed within the text, leading to an 
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emphasis on a single, correct, dominant reading (p. 90). This claimed neutrality, however, 

is an ideological position, that conflicts with poststructuralist understandings of texts. A 

syllabus as an instance of policy, such as the TES, being a professional document for 

teachers, uses vocabulary and concepts that reflect and reproduce contemporary 

educational concepts and research (p. 90) as well as social, political and economic contexts.  

As such, syllabus documents as educational policy are firmly situated in the field of 

competing theories and practices which variously construct ideal (School English 

Language) subjects. 

Ball (1994) describes policy as contested and changing representations that ‘necessarily 

produce a plurality of readings’ (p. 16). Although policy texts are the products of 

compromises at various stages, in response to different interest group concerns,   

only certain influences and agendas are recognised as legitimate, only 
certain voices are heard in any point in time (p. 16) …  At all stages in the 
policy process we are confronted both with different interpretations of 
policy, and with what Rizvi and Kemmis (1987) call ‘interpretations of 
interpretations’ (p. 17) … the physical text … does not arrive ‘out of the 
blue’ – it has an interpretational and representational history – and neither 
does it enter a social or institutional vacuum…Policy is not exterior to 
inequalities, although it may change them; it is also affected, inflected and 
deflected by them (Ball, 1994, p. 17) 

Moreover, Ball states that policies are not usually prescriptive.  Rather, they offer a range 

of options from which a practitioner must select to achieve particular outcomes (p. 19).  

From the Foucauldian perspective of power being productive, Ball (1994) posits policy as 

‘entering’ rather than changing power relations. But in the process, by establishing the 

‘rules of the game’, disruption and redistribution of power can occur (pp. 20, 21).  

Importantly however, and in relation to the aim of this research project, Ball sees policy as 

discourse that speaks subjectivities and knowledge into existence, so that subjects take up 

the positions constructed for them in a policy (pp. 21, 22).   
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Codd (1988) distinguishes between ‘analysis for policy’ and ‘analysis of policy’ (p. 235).  

Analysis for policy comprises the exercise of political power and the way language is used 

to legitimate the formulation of actual policies (p. 235).  Analysis of policy, as occurs in 

this research project, contextualises and examines the effects of policies on certain groups, 

deconstructing the values, assumptions and ideologies underpinning the policy process (p. 

236).  Codd also highlights the subtle distinction between policies that serve the interests of 

dominant groups and those that protect the institutions and social relations necessary for 

the domination of the capitalist class (p. 236).  In both cases, the hegemonic relationship of 

the dominant group is achieved, but in the latter case, which is characteristic of neoliberal 

educational policies, unequal power relationships can be naturalised as meritocratic justice. 

Drawing predominantly from the social theories of Foucault, Fairclough and Gee, Thomas 

(2002) describes policy as a discourse that constitutes reality by what it allows and forbids 

in the way of knowledge, and by how it constructs and positions subjects in particular 

power configurations (p. 188).  Critical policy discourse analysis (CPDA), as outlined in 

Chapter Four, is thus seen as a way to make visible these power configurations.  Fairclough 

(quoted in Thomas, 2002), expresses this succinctly, stating that 

by `critical’ discourse analysis I mean discourse analysis which aims to 
systematically explore opaque relationships of causality and determination 
between (a) discursive practices, events and texts, and (b) wider social and 
cultural structures, relations and processes; to investigate how such practices, 
events and texts arise out of and are ideologically shaped by relations of 
power; and to explore how the opacity of these relationships between 
discourse and society is itself a factor securing power and hegemony (p. 189). 

Luke (2001) has argued that policy matters because what it enables and disenables is 

crucial to the work of educators (p. 1).  Playing the neoliberal game of ‘evidence based 

policy’, Luke’s Australian data identified different challenges to those usually identified by 

literacy educators (p. 3).  The new challenges, Luke argues, are not those of decoding print, 
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but the challenge of new identities, new economies, growing poverty and a bifurcated, and 

aging teaching force (p. 3): 

We are the ‘cultural custodians’ of a system that has in recent years lacked 
vision and whose answers to these new challenges of new identities and 
new cultures, new technologies and new economies are more tests, 
outcomes of different kinds and levels madly proliferating (what Viv White 
of the National Schools Network calls, “death by a thousand outcomes”), 
and an increased move towards US-style commodity based instruction (p. 
3). 

How could you make a state or national literacy policy just on the basis of a 
debate of test scores and methods without an understanding of the changing 
places and contexts where people are using literacy for their and their 
communities’ own cultural interests and capital gains, where people are 
being ripped off with and through literacy, where people are constructing, 
hybridising and using traditional and emergent texts, where people are 
engaging with new technologies with mixes of print and non-print and so 
forth? How could you drive a whole state policy simply on the basis of 
some belief in a particular method or spreadsheets of benchmark test 
scores? To do so would be naïve (p. 4). 

Luke (2001) details his experience of the process of developing a literacy strategy in 

Queensland. In this, tests scores played a part, but only minor, with a greater emphasis on 

Queensland demography (pp. 5, 6). The policy makers found that at any given time, twenty 

percent of school children were living below the Henderson poverty line10, their parents 

living on less than $20, 000 a year (p. 6).  This poverty was highly dispersed, located in 

rural areas, Aboriginal communities, and urban Anglo-Australian and migrant underclasses 

(p. 6).  While twenty six percent of Queensland’s economy was based on manufacturing, 

over half of Queenslanders worked in a ‘semiotic and information based economy’ (p. 6), 

which subsequently led policy makers to focus on multiliteracies in their New Basics 

model (p. 6). 

                                                
10 The Henderson Poverty Line is an Australian measure of poverty, devised in 1975, which estimates family 

income needs for a very basic standard of living (Brotherhood of St Laurence, 2002, p. 1). 



  62

In terms of population flows across schools, Luke (2001) found that upper and middle class 

families were increasingly moving their children out of the state system, and retention rates 

at year twelve were dropping (pp. 6, 7).  Queensland data showed that over forty percent of 

university entrants comprised non-school leavers with students constructing new routes in 

and out of work, education and employment (p. 7).  Schools, however, were still ‘tracking 

people towards a Hills Hoist in every backyard, a Holden car in every garage, and towards 

a Brady Bunch life world11 when if fact life pathways had begun to shift in unpredictable 

ways (p. 8). This is compounded by the largest generational shift in the educational 

workforce as older teachers and principals retire (p. 8). 

Luke (2001) and colleagues analysed literacy programs in the UK and US, and while some 

of the problems were different, the solutions seemed to be the same – ‘test everybody, 

make the tests high-stakes, mandate a single program and put everyone on the same 

program’ (p. 13) – otherwise ‘assimilation’. For Luke’s Queensland New Basics policy, 

four strategies were implemented - using the Four Resources model for a balanced literacy 

program; whole school plans that accommodated linguistic and cultural diversity; 

introduction of multiliteracies, and intergenerational professional development for teachers 

(p. 20). 

Walton (1998) asserts that literacy discourses comprise competing truth claims from 

particular positions, that enslave or empower by the kinds of pedagogical practices they are 

associated with (p. 155).  From a poststructuralist position, Walton (1998) suggests the 

following questions for interrogating literacy policies, 

                                                
11 The Hills Hoist rotary clothesline, Holden cars and the Brady Bunch blended family are reminiscences 
of an Australian mythical golden age (1950s) of patriarchal family values, with father working to provide 
for the family, mother in the kitchen or talking over the fence to the neighbours, and happy, obedient, 
clean, children. 
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1.  What kinds of pedagogical subjects are constructed by these discourses? 

2.  What kinds of knowledge/power relations are being constructed by these 
discourses? 

3.  What kinds of texts are being included/excluded in these constructions of 
literacy? 

4. Who is positioned to make these decisions?  Who is excluded?  And why? 
(p. 155). 

Similarly, Luke (2001) concludes that literacy is neither the problem nor the solution (p. 

22) and that, as noted in Chapter Two, literacy crises are used as ‘shock absorbers’ in times 

of economic and cultural upheaval such that teachers and literacy become the nation’s 

‘whipping posts’ (p. 20).   

In a more recent report to the Queensland Studies Authority - Development of a set of 

principles to guide a P–12 syllabus framework - Luke et al (2008), after an extensive 

review of national, international and comparative literature on school and policy reform 

and improvement, conclude that ‘Informed Prescription’ – a syllabus which describes and 

prescribes its curriculum subject in terms of purposes, processes and goals (pp. 20, 21), and 

‘Informed Professionalism’ – competent, effective teachers who are able to interpret the 

syllabus and adapt it to the needs of different groups and individuals (pp. 2, 42) are the 

most critical elements for successful educational outcomes. 

While not named as such in any of the aforementioned policy discourses, social-democratic 

and even more so recognitive justice would seem to be the common elements needed for 

transformative pedagogy envisaged by Luke and the New Basics. Socio-economic 

influences, as noted earlier by Smyth (2004; 1988; in Killick, 200812), need to be 

                                                
12 Every child to get own plan. Mercury News article dated 23 February 2008.  
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recognised as contributing to disadvantage that cannot be ameliorated by school based 

literacy alone. This limitation notwithstanding, by respecting difference and distributing 

resources in socially democratic ways to promote self-determination, rather than 

assimilation and deficit construction, marginalised groups may have increased 

opportunities to shape educational policies more relevant to the new times in which ‘they’ 

live. 

Neoliberal and Neoconservative Influences on Education 

In a neoliberal economy, where laws are seemingly more concerned with property than 

people; where citizens are constructed only as consumers or commodities, the fear of 

losing global competitiveness informs policy discourse. Neoliberalism and 

neoconservatism comprised the dominant ideologies of the Federal Coalition Government 

(1996 - 2007) which influenced policy directions with regard to social relations in the 

Australian nation state.  The current Prime Minister, Kevin Rudd, however, reasons that 

despite being paired as complementary policies, neoliberalism and neoconservatism are 

not particularly compatible. 

What is remarkable about these formulations is their almost mechanistic 
symmetry. The purported “complementarity” of Howard’s economic and 
social agendas is simply the stuff of ex-cathedra pronouncement. There is 
no analysis of how traditional social values of family, community and 
country are compatible with the ruthless economic utilitarianism of a 
market in which rampant individualism is dominant. No such 
accommodation is possible. Howard, of all people, knows full well there is 
nothing sentimental about unrestrained self-interest (Rudd, 2006, p.2)13. 

Explicit in his rhetoric, and in line with his understanding of Adam Smith’s original intent, 

Rudd (2006) considers a fairer blend of market and social principles possible.   

                                                
13 Howard’s Brutopia, Article, Monthly, November 2006.   
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Neoliberals speak of the self-regarding values of security, liberty and 
property. To these, social democrats would add the other-regarding values 
of equity, solidarity and sustainability. For social democrats, these 
additional values are seen as mutually reinforcing, because the allocation of 
resources in pursuit of equity (particularly through education), solidarity 
and sustainability assist in creating the human, social and environmental 
capital necessary to make a market economy function effectively. …. the 
view that the market is designed for human beings, not vice versa, … 
remains the fundamental premise that separates social democrats from 
neoliberals (Rudd, 2006, pp. 5, 6)14. 

Wendy Brown (2006) who interrogates the paradox of how neoliberalism and 

neoconservatism can work together, when they appear to be based on opposing principles 

and loyalties, argues that each prepares the way for the other to be more effective (p. 692).  

Not in spite of, but because neoliberalism empties the world of meaning, cheapens life, 

exploits desire and sees all social problems as individual problems with market solutions, 

Neoliberalism prepares the soil (often with religious fertiliser) for the moral and regulatory 

role of neoconservatism (pp. 692-709).  Brown adds that the self-interest of neoliberalism 

needs the church-like authority of neoconservatism to subdue the chaos that unbridled 

capitalism would otherwise provoke. Brown cautions that this does not imply that all 

neoconservatives are religious.  Rather, they represent a wide range of personal ideologies 

and issues, but are united by their desire for a strong state that puts its strength to use in 

patriarchal ‘family values’, patriotism, military might, and shared objects of loathing 

(2006, p. 697).   

Despite Rudd’s previous disavowal of some of the directions of the ‘right’, ‘White’ and 

economically liberal policies of the Coalition party, many things continue as before.  It is 

unrealistic, perhaps, to expect changes to occur in a short space of time, and many of the 

commitments in the area of education that were made by the previous government will 
                                                
14 Howard’s Brutopia, Article, Monthly, November 2006. 
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continue to be honoured in the short term by the Australian Labor government (ALP 

Media Statement, November 18, 2007)15.  Nevertheless, concerns related to the potential 

marginalisation of particular groups in society by culturally insensitive and ethnocentric 

English language pedagogies remain valid, particularly in view of the continued neoliberal 

emphasis on teacher performance, accountability and ranking children on standardised 

tests. This continued emphasis was made very clear in a recent Federal Government media 

statement: 

      A Rudd Labor Government will focus on achieving higher standards, greater 
accountability and better results from our school system. 

1. Greater accountability through easy to understand reports for 
parents, national testing and the introduction of annual reports 
comparing the performance of schools.  

2. Improved quality of teaching.  
3. A focus on the basics – reading, writing, arithmetic and 

computer skills.  
4. A focus on the early years – intervening early.  
5. The development of individual learning plans.  
6. The development of a national curriculum - and an uncluttered 

primary school curriculum. 

      Educators sometimes avoid expressing these judgements because they want 
to protect children. But what kind of protection is it when we hide the truth 
from children and parents? We can’t let children encounter the tough 
judgements of the real world, when it is all too late 

      For parents and the public, assessments reported as A, B, C, D and E are 
clear and unambiguous. 

     Federal Labor believes our schools must be clear about assessment and 
grading so that everyone understands how children are progressing, and 
what is needed for them to improve. 

      Honest assessment is also essential for young people who are succeeding. 
Recognising excellence encourages excellence in others. Instead of students 
simply being told that they meet relevant benchmarks, we must be able to 
measure how far they have exceeded the minimum benchmarks.  (ALP 
media statement, November 18, 2007)16

                                                
15 Federal Labor’s Commitment to Lift School Standards. ALP Official Website. 
16 Federal Labor's Commitment to Lift School Standards. ALP Official Website.  
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The meritocractic principle signalled in the above statements through references to 

‘performance’, a key element of neoliberalism that decontextualises students and learning, 

rewarding those already privileged and disadvantaging the already marginalised thus 

remains in force.  Elsewhere, the Evens Foundation (2002) in interrogating Europe’s new 

racism affirmed that meritocracy assumes greater levels of equality in starting points than 

actually exist (p. 196). With reference to English, however, the foundation also 

contemplated the suggestion that meritocracy and marketisation are viruses carried by the 

English language (p. 196), a sentiment expressed similarly by Alastair Pennycook (2004): 

Particularly salient today are claims that English is merely a ‘language of 
international communication’ rather than a language embedded in processes 
of globalization; that English holds out promise of social and economic 
development to all those who learn it (rather than a language tied to very 
particular class positions and possibilities of development); and that English 
is a language of equal opportunity (rather than a language which creates 
barriers as much as it presents possibilities) (p. 26). 

McNamee and Miller (2004) regard meritocracy as a myth in that differences in wealth 

distribution, differently valued competencies and culturally defined notions related to 

attitudes, values, and ‘hard work’ make meritocracy a racially, culturally, economically, 

and class biased system. There are also the non-merit barriers to mobility – inheritance, 

birth place, parents, social and cultural capital, health, chance, education and networks 

(McNamee and Miller, 2004). Mark Howie (2006), an Australian educator, has 

subsequently compiled a collection of public statements in 2005-2006, reproducing the 

neoliberal voice in education, and demonstrating the role of meritocracy in stratifying 

populations: 

Imagine the World Cup if the education establishment ran it.  Details of the 
goals scored and penalties awarded would be censored lest the publicity 
upset poor players …The only way… is to report school performance on a 
range of objective measures…and to rank all schools from top to bottom 
(Editorial , The Australian, 15/6/06, in Howie, 2006, p. 40). 
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It is strange that although competition, success and failure are part of the 
real world, failure must be banned and students should not be streamed in 
terms of ability because, supposedly, given enough resources and time, all 
students are capable of success (Kevin Donnelly, in The Australian, 
15/6/06, in Howie, 2006, p. 41). 

One bright child from a poor background might still thrive in any 
government school but when there are clusters of impoverished students, 
they tend to drag each other down … schools with the poorest students have 
half as many top performers as schools with the wealthiest students (Justine 
Ferrari, The Australian, 6/7/06, in Howie, 2006, p. 40) 

The statements above indicate that neoliberalism and its version of meritocracy based 

social justice - also known as retributive social justice - reduces school to the level of 

competitive sport, sorting students into winners and losers and depicting the disadvantaged 

as dragging each other down (Howie, 2006, p. 44).  It is a system that rewards the already 

advantaged, and penalises the losers for not being more favorably situated in life, 

economically and socially. 

Risk and Fear 

Present times are characterised by an almost obsession with ‘risk management’. While not 

minimising the reality of risk, Beck (2006) equates risk with irony, stating that it is what 

we don’t know that we don’t know (as in the law of unintended consequences), from 

which dangers arise as threats to life and society (p. 1).  Seemingly rational actions in 

current times may have secondary consequences that are impossible to predict, with past 

experience teaching that disaster is more likely to arise from what we can’t anticipate, 

calculate and control (p. 2).  From this perspective, educational efforts for ‘inclusion’ may 

be as much a strategy for risk management as the product of compassion and 

egalitarianism.  As previously noted, a dynamic that is currently driving risk management 

strategies relates to a perceived threat that privileges enjoyed by the dominant group in 

Australia’s settlement history, may not last (Hage, 2003; 2001). Indeed, as Henry 
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Reynolds stated at a recent conference on inclusion in Tasmania (2008), Australia became 

multicultural by accident. The indigenous population was assumed to be dying out, White 

migrants were to assimilate and all others kept out, leading, it was incorrectly assumed, to 

a homogeneous and prosperous society made in the British image.   

Castles et al (1992) assert that while there never has been a time in Australian history 

pivoted around a common national consciousness, what there was consensus on, by all 

sectors of nineteenth century society - radicals, conservatives, nationalists and Empire 

loyalists - was that Australia should be populated only by European White people (p. 53).  

The fear of being overrun or contaminated by inferior people was a major cause of this 

unity (pp. 54-63).  In current times, however, the fear seems to be that perhaps these 

‘others’ are indeed our equals and may even surpass ‘us’ in achievements, as noted earlier.  

Furedi and Giddens (in Furedi, 2007) conceptualise fear as a social and cultural construct 

that plays an important part in the way ‘civilised characters’ and societies are structured.  

There is not a direct correspondence between an incident or anticipated danger and the 

expression of fear; rather fear is mediated through cultural scripts that inform responses to 

perceived threats (Furedi, 2007).  While some fears may have a legitimate basis, Tamatea 

(2008a) points out that as a ‘master narrative’, fear immobilises, confuses, disorients and 

lowers our ability to think in rational and creative ways, often leading to destructive 

attitudes and behaviours (p. 6).  Tamatea (2008a) cites the Cronulla riots that occurred on 

11 December, 2005 as an example of fear inspired nationalism, exacerbated, and perhaps 

even instigated by fear inciting media propaganda, leading to violence and possible further 

repercussions (p. 7).  Precisely because fear subsumes reason and emotions, it is used by 

those in power as a control mechanism, and as a strategy to deflect attention from the 
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things we really should be concerned about, such as poverty, homelessness, starvation, 

lack of access to adequate health care (Glassner, 2000),  and in relation to the TES, the fear 

of poor literacy outcomes. 

Neoconservative Responses to Risk and Fear 

A ‘back to basics’ approach, whether in religion or literacy, is essentially a fundamentalist 

response to a moral panic (Armstrong, 2001, p. xi).  Although fundamentalism is a 

twentieth century phenomena, whenever societies have undergone rapid transition, 

rendering the current dominant social and educational discourses irrelevant or ineffective, 

anxiety and insecurity have lead to attempts to regain order and control through a nostalgic 

retreat to a mythical past and its utopian vision for the future (Armstrong, 2001). The Axial 

age (700-200BCE) provides a historical precedent of such a ‘backward retreat’ in response 

to a moral panic. 

Armstrong (1993) describes the Axial Age as an ‘intellectual and cultural florescence’ that 

resulted when power shifted from king and priest to the merchant class and the 

marketplace (p. 27). Inequality and exploitation became more visible as people moved to 

the cities in search of a better lifestyle, and it became obvious that current behaviour would 

impact on the fate of future generations (p. 27).  In response to the social injustice resulting 

from exploitative mercantilism, different regions, even where there was no commercial 

contact, developed distinctive ideologies to address their concerns -  Taoism and 

Confucianism in China;  Hinduism and Buddhism in India; Philosophical Rationalism in 

Europe and different versions of monotheism in the Middle East (p. 27).  The rationalism 

of Plato and Aristotle is particularly important because 

… Jews, Christians and Muslims all drew upon their ideas and tried to adapt 
them to their own religious experience, even though the Greek God was very 
different to their own (Armstrong, 1993, p. 27). 
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A major current concern of many countries is how to balance economic rationalism with 

social order, control and harmony.  Even the fear of being outsmarted and overtaken 

economically, is partly due to what is perceived by conservatives as a lack of discipline 

and morality in society (Apple, 2006, p. 29).  Castles et al (1992) almost two decades ago, 

suggested that the New Right policies in various countries were converging (pp. 97, 98) 

with the West being increasingly informed by Aristotelian ideologies, while at the same 

time, Asian countries were seen to be contemplating a ‘back to Confucian basics’ as a way 

of retaining an Asian identity while capitalising on the global market economy (Reid, 

1995, p. 1). China particularly fears following in the footsteps of Russia’s chaotic 

transition to capitalism (Krasilshchikov, 2007), while in fact, as most probably heartening 

for Western neoconservatives, the reverse process may occur according to Kagan:  

The ascendancy of China and Russia is so central to The Return of History
because it throws into question the idea that autocracy is in its last throes; the 
feedback loop between economic and political freedom is no longer altogether 
obvious. For one thing, China “offers a model for successful autocracy, a 
blueprint for how to create wealth and stability without having to give way to 
political liberalization.” (in Liu, 2008) 

Charles Murray, co-author of the controversial book, ‘The Bell Curve”, which attributes 

intelligence gaps between groups to inherited deficiencies, recently gave a lecture at the 

Intercollegiate Studies Institute, a U.S. non-profit, tax-exempt educational organisation, 

dedicated to educating for individual liberty, limited government, personal responsibility, 

the rule of law, market economy and moral norms (July 1, 2008) – a blend of neoliberal 

and neoconservative tenets.   He posited that societies are run by the top 10% intellectual 

elites and schools should be making sure that gifted students are appropriately prepared for 

this role. Constructing a discourse drawing on Aristotle and other ancient philosophers, 

Murray presented four ‘unpleasant’ truths, which he argues that educators know, but are 

afraid to express openly:  
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1.  Some children will always be left behind because of intellectual deficits; 

2. The privileged in society don’t appreciate the extent of the low intelligence of some 

people because they tend to mix in high ability groups and project their own high 

intelligence on the general population; 

3. Too many students who are not intelligent enough go to university because of 

ambitious parents or their own unrealistic aspirations and dilute the quality of 

university graduates.  They also deprive society of skills in non-academic areas 

wherein they may excel; 

4. Universities have an obligation to cater to the top 10% intellectually gifted and 

should dispense with diversity courses such as ‘Feminist and Queer studies’ and 

concentrate on a back to (Aristotelian) basics – language, science, Mathematics and 

Philosophy, that provide intellectual challenge to those who alone can appreciate it 

– the intellectual elites (Murray, 2008). 

For both Aristotle and Confucius, excellence in virtue, manners and thinking are pivotal, 

with education seen to play a formative role in constructing orderly, law abiding subjects, 

who lift the quality of their society (Huanyin, 1993; Cain, 2005).  Both philosophies rely 

on a meritocracy of ‘worthiness’ in terms of moral virtue and academic skills as a way of 

ranking individuals (Huanyin, 1993, p. 3).  For both, the teacher’s role is an essential 

component of effective pedagogy: 

(Confucius) believed that a good teacher should first and foremost be 
passionately and conscientiously committed to his work. His own 
knowledge must be broad in scope and fully mastered if his pupil was to 
benefit from exposure to it. Confucius further believed that in order to elicit 
good results, the teacher must love his pupils, know them well, understand 
their psychological particularities, give thought to ways and means of 
facilitating their access to knowledge and, to that end, develop an effective 
methodology. The hallmark of a teacher’s virtue, in Confucius’ eyes, was 
tireless commitment through his lessons to his pupils’ development 
(Huanyin, 1993, p. 4). 
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Given the relationship between the rise of these cosmologies and the rise of mercantilism, 

it is perhaps not surprising that under the current conditions of globalisation which are 

associated with intensifying risk, threat and fear (Beck, 2006), these cosmologies should 

again be drawn upon to furnish the discourse used by those in power to justify their desired 

social orders.   

Another Generation J – Generation Joshua – was launched in the U.S. in 2004.  Generation 

Joshua’s philosophy asserts that ‘Christianity holds the answer to every public and private 

dispute, but because American people do not yet accept this, Christian ideas need to be 

rationalised in secular terms’ (Goldberg, 2006, p. 3).  As argued above, Aristotelian 

philosophy appears to be informing neoconservative discourse to argue for the same 

outcomes posited by Christian groups, namely, the remoralisation of society through a 

form of theocracy.  But Right-wing agendas can be dangerous in terms of the achievement 

of democracy and social justice, precisely because they posit a truth regime that will allow 

no rivals.  More over, truth, it seems, is always ‘enthroned by acts of violence’ (Rose, 

1998, p. 55), not the least of which is a discursive violence committed when alternate 

arguments, evidence and beliefs are excluded.  

Generation Joshua is a White, Christian, middle class, Anglo-only, monocultural group, 

threatened by diversity, privileged enough not to need social welfare services, and 

indifferent to those who do (Farris, 2005).  Generation Joshua desires a place at the top of 

the Tower of Babel, from whence it can survey and manage the national space, ascribing 

its moral code and holding its citizens to account for any diversion from its absolute ‘truth’ 

(Farris, 2005).  This, however, is the ultimate goal of all theocracies, regardless of the 

deity, though it needs to be noted that some neoconservative religions have outstanding 
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results in social and academic areas (Smith & Denton, 2005), and this aspect warrants 

further discussion in relation to this research project’s investigation of discursive 

prescriptions of the TES for the achievement of English literacy.   

Discourses of Paranoid Nationalism 

Hage (2003) argues that White paranoia has been a defining aspect of Australian 

nationalism since its birth (p. 47).  While the indigenous population whose demise made 

possible Australia’s wealth is not considered a threat to Australia’s sovereignty, the core 

element of Australia’s national paranoia, is nevertheless, ‘a fear of loss of Europeanness or 

Whiteness and of the lifestyle and privileges that are seen to emanate directly from that’ (p. 

49).  This White paranoia has been discursively structured around the following ‘truths’: 

•  British civilisation is the highest of all civilisations in terms of ideals and 
achievements; 

• White British racial identity is causal in the development of societies which 
express the high values of British civilisation;  

• Non-Whites are unable to appreciate or commit to British values of 
democracy and freedom and undermine the values and culture based on 
these tenets; 

• Non-Whites are not generally used to high standards of living, and by 
accepting low wages undermine the economic opportunities and living 
standards of White workers; 

• The more a White society is penetrated by non-White elements, the less it is 
capable of expressing the values of White civilisation, therefore measures 
needed to be taken to maintain a racially pure White society (Hage, 2003, p. 
53). 

While post-WWII industrial and security needs led to wider immigration intakes, these 

were still characterised by paranoia and firmly embedded in the discourse of assimilation 

(pp. 54, 55).  Multiculturalism was never a government choice; it became a fact, which the 
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government had to manage, and even ‘celebrate’ (p. 59) as long as it didn’t disrupt the 

power status of the dominant group.  While subsequent policy discourse has variously 

promoted integration and assimilation, the dominant culture has remained Anglo, and 

Whiteness still gives one the most power to discriminate (p. 118).  

Hage (2003) depicts ‘Asians’ as Australia’s historically favourite ‘other’ which he says are 

now being replaced by a more global threat of Muslims and Islam (pp. 66, 67).  But as this 

thesis argues, the fear of Asians remains a driving force in Australia’s policies; only now it 

is a fear of their potential superior performance rather than cultural backwardness.  

Neoconservative Australian values, particularly as influenced by Aristotle, and Confucian 

values, are emerging as parallel discourses in educational policies vying for the top global 

academic position (Rudd, March 8, 2007; Huanyin, 1993; Cain, 2005).  

Conclusion 

The discussion above, which has aimed at elaborating a conceptual framework for 

analysing the TES, has identified the fear of losing control and privileges by those in power 

as the motivating force for the various discourses discussed in this chapter. Moreover, 

intense surveillance, testing, and penalties for non-compliance and non-performance 

(otherwise assimilation) are the constructed solution to the equally constructed ‘literacy 

problem’, characteristic of both neoliberal and neoconservative discourses.  But as both 

Gee (1996) and Luke (2001) concur, current school literacy practices are more about ‘risk 

management’ and efforts to maintain order and control through the construction of 

compliant subjectivities, than socially just literacy outcomes, with even the current 
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Tasmanian Education Secretary, John Smyth (2004, 1988; in Killick, 200817), recognising 

that school based literacy alone cannot ameliorate disadvantage. 

In the neoliberal discourse that conceptualises English as a commodity and Standard 

Australian English as a brand, the fear is of losing market shares (and its economic 

privileges) as other varieties of English compete for equal status.  The neoconservative 

discourse through Aristotelian rhetoric, as will be highlighted in the following analysis of 

the TES, appears to be a response to being outperformed by subjects who have disrupted 

the dominant view of their inferiority by excelling academically (e.g. Asian students).  

The following chapter explores the research methodology used in this research project to 

investigate the dominant discourses that inform the TES with regard to race, identity and 

social justice. Consonant with the poststructuralist attentiveness to the significance of 

discourse outlined above, and the recognition that these are times characterised by fear, 

neoliberalism and neoconservatism, the following chapter outlines a research methodology 

grounded in the poststructuralist research paradigm, attentive to identifying the hegemonic 

(and subordinated) discourses in the TES.  

                                                
17 Every child to get own plan. Mercury News article dated 23 February 2008. 
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CHAPTER FOUR 

Research Methods 

Introduction 

Lather (in Cherland & Harper, 2007) characterises research paradigms according to their 

ontology and epistemology, claiming that ‘each paradigm offers different views of 

knowledge and power, of justice and injustice, and of how injustice can be remedied’ (p. 

1).  The four paradigms – positivist, interpretive, critical and poststructural – have different 

goals and purposes, particularly in relation to literacy education (p. 1). 

The Positivist paradigm assumes a universal truth and knowledge undistorted by power 

relations, which must be discovered to foster progress and justice (Lather in Cherland & 

Harper, 2007, p. 9).  Jehovah’s Witnesses and Aristotelian methodology exemplify this 

paradigm, seeing justice as the rule of ‘truth’, administered by a wise authority applying 

laws, rules and right use of reason.  Retribution, in the form of penalties for deviation, or 

rewards for assimilation and compliance, figure prominently in ideologies based on this 

paradigm (p. 9).  The human ‘self’ is regarded as ‘stable, coherent and pre-existing’ (p. 9), 

thereby rendering it individually accountable, even while recognising the influence of 

society and culture on identity construction. 

The Interpretive paradigm focuses on understanding the meanings particular participants 

attribute to their experiences (Lather in Cherland & Harper, 2007, p. 10). Reality, 

knowledge and identity are understood to be social constructions and contextual (p. 10).  In 

this view, justice is also a social construction, informed by the local situation and cultural 
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norms.  While in this view, there is still a ‘self’, it is acknowledged to exist in relation to 

other people and is considered to be ‘at least partly socially produced’ (p. 10). 

In the Critical paradigm, reality is a social construction deliberately engineered to serve 

vested interests related to power and privilege (Lather in Cherland & Harper, 2007, p. 10).  

Power and privilege result from unequal distribution of wealth that is often based on 

stratifying populations according to race, gender and class (p. 10).  While the self is 

politically defined according to socially constructed categories, the self and the social order 

are mutually constituted (p. 11).  The purpose of Critical research is to unmask privilege 

and power and to call for more equitable systems and an end to exclusion and oppression 

(p. 11). 

The final paradigm, Poststructuralism, seeks to disrupt the ‘common sense’ status of 

discursively constructed reality and truth (Lather in Cherland & Harper, 2007, p. 11).   

Poststructuralism acknowledges that ‘whatever direction we take, some voices will be 

silenced; some interests will not be served’ (p. 11). Poststructuralist understanding 

recognises that all knowledge is partial and all identities fluid (p. 11).  Moreover, by 

recognising that truth is multiple and produced through language and discourse (p. 11), 

poststructuralist perspectives encourage contrapuntal readings as a way of holding together 

various ‘truths’ (Brown, 2003, p. 366).  In contrast to the Aristotelian logical-positivism of 

juxtaposing various perspectives to synthesise or discriminate the ‘one truth’, there is no 

agenda to develop a grand narrative from the various truths available.   

This research project’s goal of identifying the discourses informing the TES with regard to 

race and identity, and its underlying models of social justice, arguably requires in times 
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characterised by fear, neoliberalism and neoconservatism, a methodology that recognises 

the constructed and specific cultural nature of ‘common sense’, and the polyphonic 

character of all policies. That some discourses are dominant and marginalise or silence 

other voices necessitates a poststructuralist deconstruction so as to allow the various 

perspectives to illuminate each other and perhaps suggest more socially just ways of 

reading the TES syllabus. Thus, the research methodology for this research project is 

situated within a poststructuralist paradigm, enabling contrapuntal readings to allow 

alternate and otherwise subordinated discourses to emerge. 

Poststructuralism

Poststructuralism opens up contesting political and public spaces for alternate ways of 

thinking about equity and justice (Marston, 2001, p. 301).  It disrupts the reductive, 

logocentric nature of structuralism, but shares some common concerns (Peters & Burbules, 

2004, p. 21).  Where modern humanistic tradition posits a rational, autonomous core 

identity, both structuralism and poststructuralism acknowledge sociocultural factors 

playing a significant role in forming self-consciousness (p. 22).  Both structuralism and 

poststructuralism acknowledge that linguistic signs and other symbolic or coded systems of 

meaning can be analysed, and accord an important status to narrative theory (pp. 22, 23).  

But, in opposition to structuralism, poststructuralism rejects any logical foundation that 

‘guarantees the validity or stability of any system of thought’ (p. 24). Moreover, 

Poststructuralism’s concern with democracy is critical of the construction of political 

identity based on binary oppositions such as ‘us’/’them’, ‘citizens’/’non-citizens’, and is 

interested in how boundaries are constructed and policed (p.26).   
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Poststructuralism rejects truth claims, not just on the basis of assumed reality, but because, 

following Foucault, truth claims are implicated in the distribution of power (Sondergaard, 

2002, p. 188). Poststructuralist inquiry is concerned with social and cultural practices and 

the construction of subjectivities (p. 188). It is concerned with discursive processes of 

inclusion and exclusion, and how various discursive and practice strategies work to exclude 

as well as privilege (p. 189). The poststructuralist view, as articulated particularly by 

Foucault, collapses power and knowledge as a discursive regime that defines itself, sets its 

own truth criteria and works by authorising and excluding knowledge claims, in the 

process privileging and marginalising certain people and groups (Peters & Burbules, 2004, 

p. 48).  As Tamatea (2001) asserts:  

Discourses are never disinterested assemblages of linguistic items which 
unproblematically function to communicate a disinterested message that 
mimetically represents a pre-existing reality … discourse establishes what it is 
and is not possible to say (p. 109). 

For this reason, an educational researcher working with text such as the TES from within a 

poststructural paradigm needs to ask, not only how, but why, a specific discourse 

emphasises particular things, and yet remains silent in other areas (Tamatea, 2001). In other 

words: Why out of all the things that could have been said (with regard to English literacy 

and identity) are only certain things said, and in certain ways?  A poststructural approach 

seeks to enable the marginalised and silenced voices of particular discourses to find a 

contrapuntal place at a polyphonic table. 

Contrapuntal Readings 

 Contrapuntal reading is a method of allowing different perspectives and texts to interact 

with each other as well as with historical and biographical contexts (Ferriter, nd, online).  

As a literary analysis method, Edward Said defined contrapuntal analysis as taking into 

account the processes of both imperialism and resistance, as well as emphasising and 
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giving voice to what is silent, marginally present or ideologically represented (Ferriter, nd; 

Sparks, nd).  Singh and Greenlaw (1998) view Contrapuntal readings as a comparative 

method encouraging readers to go back and forth between various texts on the same theme 

– Eurocentric, neo-colonial and poststructuralist – allowing the texts to shed light on each 

other and expose silences and power (pp. 195-196).  They caution, however, that ‘reading 

against the grain’, that is, reading against what a particular text offers as its preferred 

reading, can tend towards a binary opposition that may perpetuate and privilege one of the 

poles (p. p. 195).  Not withstanding this possibility, contrapuntal readings offer a way of 

holding incommensurate understandings in tension, allowing each to be enriched and offset 

by the other (Brown, 2003, p. 367). 

Wendy Brown (2003) discusses the limits of various models that have been used to hold 

together competing truths in late modernity - dialectic; paradox; contradiction; 

conscious/unconscious dichotomy; pluralism; integration and irony (p. 367).  Each of these 

models involved either integrating and subordinating one ‘truth’ to another, or capitulating 

to relativism or satire, none of which provided a frame that allowed for the various truths to 

be dynamic (p. 367).  By contrasting the voices and silences, however, as is possible 

through a contrapuntal reading, the complexity of the competing discourses within a text 

can emerge and provide an ‘elsewhere’ beyond harmonising, competing or resistance 

narratives (p. 368).   

While a critical discourse analysis of a text is a socio-political act, exploring power 

relations, it is also a personal act (Tamatea, 2001).  Moreover, the researcher is constituted 

by multiple subject-forming discourses, which invariably impinge on what is seen in the 

text and how it is read. This is a ‘logic’ that also holds implications for how teachers 
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approach issues around literacy and identity as a result of their reading the TES.  From a 

positivist perspective, this subjectivity is held to reduce the validity of research findings.  

Ultimately, however, as Tamatea (2001) concedes, validity from a poststructural 

perspective can only be measured against the methodology’s claim to provide, not so much 

the ‘truth’, but another possible reading of a text that can contest and disrupt the hegemonic 

discourse’s claim to be the Truth, and facilitate the emergence of different discourses and 

practices.  Thus, this research project is informed by an awareness of the possibility that the 

TES is a text comprising a number of discourses. It is informed by awareness that these 

discourses cannot be easily separated from the socio-economic environment in which they 

are located.  And it is informed by awareness that the discourses in the TES may construct 

English literacy and identity in particular ways and not others, which offer the reader 

particular claims to truth about English literacy and identity. The investigation of these 

possibilities is also informed by awareness that in order for the research to be fully 

objective, the researcher must first acknowledge their own subjectivity (p. 118). 

Critical Discourse Analysis 

Critical Discourse analysis (CDA) is based on the understanding elaborated above that 

language constitutes and orders social action, and is the site where meanings are created 

and changed (Ayers, 2005, pp.533, 534).  Thus CDA as a data analysis technique offers a 

way of unmasking ideology and the consequences of discourses that marginalise particular 

groups or individuals.  Critical Discourse Analysis, from a Foucauldian perspective, can be 

thought of as a conceptual tool box.  It is based on deconstructing ‘Regimes of Truth’ – 

series of statements which are discursive productions and constitute particular realities 

(Walter, 2006, p. 142).  Focauldian Discourse Analysis aims to make explicit the historical 

contexts of discourses and the contestations of meaning that are linked to power relations 

(p. 142).  ‘Regimes of Truth’ determine not only what can be thought and said, but even 
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the problems that can be constructed, along with their solutions (p. 143).  Rather than 

emphasising microlinguistic structures, Foucault focuses on the way meanings are 

produced, the way the text is organised and how themes are articulated (p. 143).  

Intertextual connections and contradictions within and between discourses inform the 

analysis (p. 143).  So while more linguistic CDA approaches work from the ‘bottom up’ 

starting with a textual analysis (micro level), moving to discursive practice (Meso level) 

and finally to social practice (macro level),   Foucauldian methodology identifies the 

‘Regimes of Truth’ – dominant discourses -  and then investigates how these are expressed 

in both the material and textual world (pp. 43, 44). 

Critical discourse analysis is not without its critics, and the fundamental concern is whether 

CDA produces valid knowledge (Haig, 2001, p. 5). Hammersley (in Haig, 2001), whom 

Haig considers representative of what the critics are saying, is concerned that if 

practitioners are focused on emancipatory ends, they may not be as careful over the validity 

of the means to achieve these outcomes (pp. 6-9).  It is argued, therefore, that if CDA takes 

its philosophical foundations for granted, the project can end up ’othering‘ mainstream 

discourse and performing the same domination through language that it seeks to oppose (p. 

8).  However, if the purpose of critical discourse analysis is to take a stand for social justice 

and challenge those who use their power to disadvantage and oppress others, then there 

will be an obvious bias towards the marginalised. This, it is claimed, will influence how 

one ‘reads’ the text (Antaki et al, 2003, p. 15).  As Tamatea explains: 

Arguably, all discourses disadvantage one group or another.  Thus the 
objective in a critical discourse analysis is not to replace one truth with 
another but to show how certain groups can be disadvantaged by one claim 
to truth and subsequently advantaged by another.  The aim of CDA is not to 
produce a valid singular truth as in positivist science.  Rather, it is to show 
how claims to the truth, in so far as they concern social relations, are 
invariably socially constructed, and not the product of immutable ‘laws’ as 
may be the case in the ‘hard’ sciences (personal communication). 
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Developments associated with ‘new times’ placing a greater emphasis on the importance of 

language and social life, have lead to an increasing use of a variety of analytic strategies in 

critical discourse analysis (Taylor, 2004, p. 434).  Nevertheless, according to Graham 

(2005), what characterises Foucauldian Discourse Analysis is a poststructural sensibility 

(p. 3).  The poststructural attitude, Graham asserts, can live with uncertainty and doubt, 

realising that there will always be other perspectives and positions from which to interpret 

material, and recognises that there can be no universal truths or ethics (p. 3). Quoting 

Wetherall, Graham continues: ‘the process of analysis is always interpretive, always 

contingent, always a version or a reading from some theoretical, epistemological or ethical 

standpoint’ (p. 3). 

The critical policy discourse analysis of the Tasmanian English Syllabus that follows in the 

next chapter will be firmly positioned within the poststructuralist paradigm, oriented 

towards the language issues that administrators and teachers in the Tasmanian Department 

of Education are currently grappling with or need to address.  In using the tools of 

Foucauldian CDA to deconstruct the English Syllabus, the analysis starts from the premise 

that English is not neutral, it has a history, and its use in any context is the result of 

knowledge-power relations and resistance.  As a socio-cultural construct, English as the 

nation’s dominant language is embedded in, and inseparable from, other dominant social, 

economic and political discourses in Australian society. Policies, although multivocal, 

privilege particular discourses. Critical discourse analysis, it is argued, can facilitate 

deconstructing the hegemonic knowledge-power frames that inform the TES as a policy 

and permit the audibility of the marginalised or silenced voices. 
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The Techniques of Critical Policy Discourse Analysis 

Ball (1994) distinguishes between policy as text and policy as discourse (p. 15).  

Traditionally, under the influence of literary theory policy as text focused upon actors, 

contesting and defining the meanings that were assumed to reside in the text (pp. 16-18).  

Social intentions and social agency were foregrounded (Grundy, 1994, p. 329), with policy 

debates related to agenda control (Ball, 1994, p. 16).  In contrast, policy as discourse, as 

‘regimes of truth’, define, describe and delimit the subjects themselves, with power now 

working systemically through ‘truth’ discourses to limit the possibilities for thinking 

otherwise (Ball, 1994, pp. 22, 23). Contesting discourses comprise alternate constructions 

of identity and knowledge, though often with ‘only certain voices … heard as meaningful 

or authoritative’ (p. 23).  As Ball (1994) argues: 

… we are enmeshed in a variety of discordant, incoherent and contradictory 
discourses, and ‘subjugated knowledges’ cannot be totally excluded from 
arenas of policy implementation … But we do need to recognize and analyse 
the existence of ‘dominant’ discourses, regimes of truth, erudite knowledges – 
like neo-liberalism and management theory – within social policy ( p. 24). 

Moreover, as Edelman (in Marston, 2001) argues, policies actually construct and articulate 

a problem, for which they then provide an implicit or explicit diagnosis and the solution (p. 

306).  Participants in the policy process, and the problems and solutions they advance are 

mutually constitutive, which requires a poststructuralist grounded investigation of both the 

document and those involved in its production (p. 307).  The language used in the 

construction of the policy problem ‘can become its own form of cultural injustice’ as it 

positions subjects for privilege or marginalisation (p. 307).  Therefore, a critical policy 

discourse analysis, rather than accepting the ‘policy problem’ as representing reality, 

interrogates the ‘problem’ discourse and its historical, social and cultural contingency (pp. 

307, 310).  A critical analysis asks: who will this policy ‘problem’ and its policy solution 
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benefit, and how?  It also investigates whether a focus on this ‘problem’ is deflecting 

attention from other practices that maintain inequity and injustice.  Thus, this research 

project’s critical policy discourse analysis (CPDA) begins from the acknowledgement that 

as discourses advantage and marginalise, discourse analysis must be informed by an 

awareness of power.  However, in contrast to just ‘doing’ CDA to identify the way 

language is used in oppressive ways, following Lewis (2006) who states that CDA should 

move beyond ideological critique to reconstruct new (more socially just) frames of 

reference (pp. 376, 377), I draw on Jehovah’s Witness’ discourses to facilitate the 

contrapuntal power of ‘thinking otherwise’ and to engage the preferred readings of literacy, 

race and identity, offered by the TES.  

Since text, context, and intertextuality variously constitute the discourses of the TES, then 

arguably by moving between the micro linguistic features of the TES (and other 

educational discourses), as well as the macro properties of this text as they relate to general 

society, the constitutive and contesting nature of the various discourses may be rendered 

more visible. Hence this sociolinguistic focus of the critical discourse analysis is attentive 

to nominalisations and passive constructions that delete action and agency; value laden 

vocabulary and lexical items such as ‘correct’ and ‘appropriate’; collective pronouns that 

assume consensus or inclusion; assumptions and assertions as to what is ‘normal’ and 

desired/required; word associations that make links between particular concepts; silences; 

and linguistic ascriptions of ‘ideal students’, ‘effective teachers’ and productive 

pedagogies.  The analysis will not only identify these micro-linguistic features of the TES 

text, but will contextualise them through a macro level of textual analysis informed by 

social theory related to the dynamics of fear and power and attention to socio-economic 

events in local, national and global contexts.   
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While some critical discourse analysts such as Wodak (cited in Lewis, 2006) call for 

systematic procedures and rigorous standards to engender respect for CDA as a ‘socially 

committed scientific paradigm’ (p. 375), the position taken by this research project aligns 

more so with Pennycook’s assertion that ‘there is no innocent space for discourse outside 

of power … critical discourse analysis … generates complex and subtle interpretations and 

readings, none of which are ‘true’, but which may nonetheless prove useful and compelling 

in their own right (Harvey in Lewis, 2006, p. 375).  By juxtaposing various discourses in 

contrapuntal readings, the preferred ‘truth’ offered by the TES may more clearly emerge as 

a particular construction, where the analysis is attentive to how truths are variously 

constructed through the process of definition, description and delimitation. 

The initial focus of the critical policy discourse analysis is on ‘performing’ a general 

reading of the TES informed by the conceptualisations of power and fear outlined in 

Chapter Three.  The second phase of the analysis, reported in Chapter Six, focuses more 

specifically on the models of social justice underpinning the TES. Thus in Chapter Six the 

TES is read in relation to the three models of social justice identified earlier.  In Chapter 

Seven, which comprises the third phase of the critical policy discourse analysis, a 

contrapuntal reading incorporating other educational discourses and Jehovah’s Witnesses’ 

practices inform the elaboration of a possibly more socially just way forward in relation to 

the achievement of literacy education in Tasmania. 

Data Collection Strategy 

This research project comprises a critical policy analysis.  As noted in Chapter Three, all 

policies are explicitly or implicitly framed by particular theories or ideologies (Michaels & 

Gold, 2006, p. 90). As such, English policies comprise discursive constructions of 

‘literacy’, the ‘ideal language’,’ ‘the ideal reader’, the ‘ideal subject’, and as will be shown, 
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the ‘ideal teacher’, including preferred racial and cultural ascriptions, and valued 

pedagogies, all of which intersect with social justice concerns.  However, as elaborated by 

Ball (1994), policies as sites of contested representation, produce a plurality of readings.  

Thus the focus on policy permits identification of the various discourses deployed in the 

TES to speak subjects and knowledge into existence and determine what can be thought, 

said and done (Tamatea, 2001, p. 108).  

Validity and Reliability 

While positivism works with the notion of reliability, the interpretive, critical and 

poststructuralist – or more generally the post-positivist approaches - are more comfortable 

with the notion of validity (Gee, 2005, pp. 113, 114).  However, even validity as generally 

understood, can be problematic in qualitative research, in that as discussed earlier, within a 

post-positive paradigm, not only are there no truths to be discovered, but the contesting 

discourses require new conceptualisations of validity (Blaise, 2005, p. 90).  Nevertheless, 

Gee (2005) while conceding that validity in CDA is never ‘once and for all’ and analyses 

are always open for further revision, provides four elements (usually only present to limited 

degrees in research projects) to facilitate meaningful analysis: Convergence of the analysis 

data and the research questions (i.e. convincing answers); Agreement with the findings of 

other critical discourse analysts (as in peer review); Coverage used in the sense of being 

able to generalise to other data and situations, and Linguistic Details, from which an 

analyst is able to argue and link to conclusions (pp. 113, 114).  Gee (2005) concludes that 

validity is social, with analysis building on each other’s work (p. 114) and a crucial aspect, 

(as important as disclosing researcher position and bias), is to openly acknowledge data 

which supports opposing conclusions.  By disclosing my positioning and sources of data, 

and by allowing for different discourses to inform each other and the research conclusions, 
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as well as acknowledging that contrapuntal reading makes space for other voices, validity 

is addressed to the standards outlined by Gee (2005).  

Research Ethics 

While this research project did not require consent forms and an ethics clearance, 

nevertheless, there has been a concern to deal ethically in the presentation of data.  This 

ethical concern was considered as this thesis quotes well-known personalities and as such 

endeavours to offer fair representation of their positions.  In addition, as a non-member 

associate and participant in various JW communities of practice, from whence I drew 

comparative data for this thesis, my intention has been to deal respectfully with both the 

members and their information resources.  Notwithstanding that JW members were not 

participants in this research project, and this thesis was not dependent on their personal 

information, I have explained and shared my purposes and understandings with them.  Fair 

representation has been the guiding principle, and in this, I consider that the intent of the 

ethical requirements of the University of New England has been met.  All textual sources 

used in this research project are publicly available18. 

Conclusion 

As a ‘major struggle site within schools’ (Shain, 2001, p. 361) language can, through the 

process of critical discourse analysis, be deconstructed to reveal the discourses that have 

different material effects upon different groups in society.  Although English is only one of 

Australia’s community languages, it is the dominant one, and as such, English is a tool in 

the managerial administration of the Australian nation-state. Thus ‘governmental 

                                                
18 The resource referenced as Flomo (2008) is a recent talk and slide program given in a JW congregation, 
and recorded on mp3.  While access to the mp3 is limited to those who are subscribers to a specific internet 
group, the original program was available to the general public.  Also similar recounts of JW experiences in 
war-torn areas are a regular feature in Watchtower publications available on the official websites. 
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nationalism’ (Hage, 2003; 2000) is often bound to Standard Australian English, and to its 

middle class native speakers. As a means of rendering this governmental relationship 

between nation-state, class, race and literacy more visible, it was argued in this chapter that 

conceptualising the investigation of the research problem within the bounds of the 

poststructuralist paradigm would facilitate the identification of the complicity of language 

in this relationship. Chapter Three argued with reference to neoliberalism, 

neoconservatism, and the politics and culture of fear, that to the extent the English 

discourse is implicated in relations of power between various groups, a poststructuralist 

research method attentive to how the TES may be implicated in such discursively 

constructed relations of power might facilitate the investigation of the research questions. 

This current chapter has, following the recommendations outlined in Chapter Three, 

detailed the research methodology to be used in the investigation of the research questions 

from within a poststructuralist and discourse attentive approach. The following chapter 

comprises a critical policy discourse analysis of the Tasmanian English Syllabus. 
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CHAPTER FIVE 

Deconstructing the Tasmanian English Syllabus  

Introduction 

Australia is caught in the grip of the monolingual mindset which promises to 
make it one of the last bastions of complacent xenophobia. Yet at the 
economic level, the languages of large and small communities have been of 
great benefit to Australia, if we consider Australian ventures in Vietnam, 
China, Taiwan, Hong Kong, India, Hungary, Poland, Lithuania and Ukraine, 
spearheaded by Australians from bilingual backgrounds, for we do not know 
what political and other events will next influence economics (Clyne, 2007,  
p. 6).

In the preceding chapters it was argued that the monocentric English discourse which 

privileges a particular dialect, defines nationhood on the basis of that construction, and in 

the Australian context has been tied to racist readings of colour and culture, has, through 

its disciplinary technologies, marginalised and excluded non-mainstream groups in 

Australian society. However, a particular paradox was also noted. That is, this same 

monocentric English discourse may ultimately function to also marginalise those Anglo-

Australians who are currently privileged by this discourse.   

For non-mainstream students, the crucial aspect for equity considerations is the model of 

social justice underpinning the Tasmanian English Syllabus.  For Anglo-Monolinguals, 

even the neoliberal discourse (Melamed, 2006), along with commissioned British Reports 

(Graddol, 2006; 1997), proclaim declining privilege for those who remain monolingual.  

Also, in true neoliberal and neoconservative fashion, and in a reverse scenario to current 

deficit discourses, Anglo-Monolinguals may likely be blamed for their own 

monolingualism and resulting disadvantage. Therefore, if the Tasmanian English Syllabus 
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is to promote social justice for all Tasmanian students, this monolingual discourse needs to 

be interrogated, and its consequences for marginalisation and exclusion in Tasmanian 

education exposed.  This chapter contributes to this process of interrogation. 

The Monolingual Construction of English in the Tasmanian English-
Literacy Syllabus 

While the Tasmanian English Syllabus is a state document, it is founded on and 

incorporates the core content and standards of The Statements of Learning for English, a 

national policy (DoE, 2007, p. 7). The broader discursive context enabling the 

construction of at least some truths in the TES, is therefore, the federal level of 

government, which until 2008 was controlled by the conservative liberal-national party 

coalition under the leadership of Prime Minister John Howard. The Tasmanian English 

Syllabus is a support document to assist teachers implement ‘learning opportunities’ so 

students will become ‘confident thinkers and communicators who can participate 

effectively in contemporary society and realise their personal goals and aspirations’ (p. 5). 

The syllabus acknowledges the need for students to be multiliterate, particularly in the use 

of information and communication technologies (ICT), proficient in decoding, 

comprehending, understanding social and cultural purposes of text, and to recognise that 

information in texts is not neutral and can be challenged (p. 5). 

Ongoing student monitoring and assessment is claimed for the purpose of enabling 

students to understand their progress and be more self-directed in their learning, as well 

as to inform teacher planning and home support (p. 11). Nine broadsheets, each covering 

a range of stages in the areas of reading, writing and representing, and speaking and 

listening, organise key ideas to assist teachers in planning for different levels in each 

activity.  They also enable teachers to locate students within the range of achievement. 
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English – Literacy:  Reading – stages one to seven (Kinder to Year 2) 
English – Literacy:  Reading – stages five to eleven (Years 3 to 6) 
English – Literacy:  Reading – stages nine to fifteen (Years 7 to 10) 
Focus Areas: Texts; Audience and purpose; interpreting text and reading 
strategies. 

English – Literacy:  Writing and Representing - stages one to seven  
English – Literacy:  Writing and Representing - stages five to eleven 
English – Literacy:  Writing and Representing - stages nine to fifteen 
Focus Areas:  Texts; Purposes and Audiences; Writing texts; Text Structure; 
Language Features; Writing Processes; Spelling; Handwriting; Using ICT. 

English – Literacy:  Speaking and Listening – stages one to seven 
English – Literacy:  Speaking and Listening – stages five to eleven 
English – Literacy:  Speaking and Listening – stages nine to fifteen 
Focus Areas:  Texts; Audience and Purpose; Interacting with Others; 
Entertaining, Informing and Persuading others; Speaking Skills;  Listening 
Skills;  Speaking and Listening Processes; Speaking and Listening 
Strategies. 

Table 3:  Stages for Assessment Ratings  

         
 (DoE, 2007, p. 13) 

Although not stated in the Syllabus, extra support is available for Aboriginal, non-English 

speaking and Deaf Students, as well as general remedial and Early Childhood ‘Flying 

Start’ programs (Department of Education, Tasmania website).  These support services 

are intended to facilitate inclusion in, and access to, the mainstream English program, 

although schools may and do use these services in ‘personalised programs’ that stream 

students into ‘ability groups’. National testing for Literacy Benchmarks occurs for 

students in Grades 3, 5 and 7 each year and is based on a nationally agreed minimum 

acceptable standard in English literacy for these year levels (Curriculum Corporation: 
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Literacy Benchmarks online).  The Benchmarks, while only representing ‘important and 

essential elements of literacy at a minimum acceptable level’ generate data that is used to 

compare school and student performance nationally and intrastate. 

The Tasmanian English Syllabus, while not referring to the 2005 DEST Australian 

Government report on Teaching Reading, nevertheless incorporates its recommendations 

of explicit teaching of the technical skills of reading and writing and keeping 

comprehensive records on the progress of each child (pp. 14-18).  However, unlike the 

2007 Victorian Department of Education, Evidenced-Based Research for Expert Literacy 

teaching, which was written to provide educators with an understanding of the current 

literacy debates, the Tasmanian English Syllabus is presented as a ‘balanced’ literacy 

program (p. 5) with no indication that there might be competing discourses.  It draws on 

Luke and Freebody’s 1999 Four Resources model, emphasising skill development in a 

context of ‘the enduring values and traditions of Australia’s cultural heritage’ (p. 5).  This 

skills-based focus, constructs literacy in terms of the acquisition of skills related to 

dominant ideologies and economic productivity (Liddicoat, 2007, p. 20). Literacy and 

illiteracy are measured against levels of assimilation of these skills, with assessments 

often translated into assumptions about general intelligence (p. 20). 

Unlike previous ‘Personal Growth’ models of literacy, more characteristic of its 

predecessor, the short-lived and more progressive Essential Learnings (Department of 

Education, Tasmania, 2002) and John Dixon’s 1975 ‘Growth model’ that conceptualised 

English as social processes (Sawyer & Watson, 2001, p. 89), the Tasmanian English 

Syllabus reproduces a human capital and performance approach (DoE, 2007, p.10).  
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Dixon’s ‘Growth model’ of English in the 1970s was revolutionary in redefining English 

in terms of identity (Sawyer & Watson, 2001, p. 89) and 

the sum total of the planned and unplanned experiences through language by 
means of which a child gains control of himself and of his relations of the 
surrounding world (Squire & Britton in Dixon 1975, quoted in Stoop, 1998, 
p. 49). 

The shift from English-as-Literature to English-as-Language was intended to replace the 

cultural heritage centre with the learner’s experiences (Stoop, 1998, p. 53), and to 

challenge ‘correctness’ in language as a ‘disabling conception’ which imposed a 

decontextualised body of knowledge on students (Dixon, 1975 in Stoop, 1998, p. 54).  

That it did not entirely succeed in this paradigm shift is not the focus of this thesis.  

Instead, I will argue that the centre of the Tasmanian English Syllabus is neither English-

as-Literature (although the study of classic and contemporary literature is stated to be an 

important part (DoE, 2007, p. 5) nor English-as-language, but English-as-a-monocentric 

discourse. Sawyer and Watson (2001) encapsulate the Tasmanian situation in their 

broader comment on the Australian situation: 

While Australia generally has become a very multi-cultural society, 
education remains mono-lingual. White, Anglo-heritage Australians remain 
a largely monolingual group, and the education system reflects this. … 
‘English’ is essentially the mother-tongue language as far as the education 
system is concerned. ‘English’ language and literature is taught through 
official syllabuses as the mother-tongue language for the society (p. 88). 

Critical literacy, as part of the Four Resources Model, plays a limited role in the 

Tasmanian English Syllabus - critiquing text as literature in its various modes (visual and 

digital as well as print).  In the TES, it is recognised that texts are not neutral and can be 

challenged (p. 5). But, although students are to learn that texts position ‘readers’ (p. 59) 

and ‘audiences’ (p. 75), there is no reference to the fact that the classroom and the 
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curriculum are also texts that position students (Sawyer & Watson, 2001, p. 95), or that 

the TES itself may be complicit in positioning students. Moreover, discussion of social 

justice considerations in relation to student positioning is entirely absent. The Syllabus 

makes reference to the need for students to learn to explore significant ‘social issues’ 

(DoE, 2007, p. 77) and to use writing skills to represent these in various ways (DoE, 

2007, pp. 79, 82), but the only social issue for the classroom is to ensure that autonomous, 

rational, responsible, individuals acquire 

the understandings, skills and attributes needed to achieve their individual 
potential … and to developing fulfilling career and life pathways (DoE, 
2007, p. 10). 

Furthermore, the only clear references to non-standard use of the English language is at 

the Stage 1 level where it is accepted that young children in the process of generalising 

grammatical rules will regularise forms such as ‘goed’ for ‘went’ (pp. 23, 113).  Thus 

other forms of English are constructed as errors only. Another statement in Standard 1, 

Stage 2 affirms students’ need to interact with peers and some familiar adults using their 

‘own variety of language’ (p. 23), but ‘variety’ is not defined or clarified. In view of the 

fact that it applies to Standard 1 children only, and follows the acknowledgement that 

young children learning English overgeneralise grammatical rules, ‘variety’ can be 

interpreted as being accepted at this level only.  References to ‘language’, except in the 

specifically mentioned exceptions, and even when preceded by ‘visual’ or ‘body’, refer to 

English, as even different modes are interpreted in English and through Anglo-cultural 

frames. ’Other cultures’ is mentioned once (p. 61) in reference to providing opportunities 

for students to access a variety of texts, while ‘culture’ (undefined) is used in the sense of 

facilitating the ability to make connections between text and context (pp. 63, 78, 97).   
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The only pronoun used in the Syllabus is ‘their’ and this will be discussed further in the 

next section in a consideration of the Pastor-Teacher and Biopower. However, the 

absence of other pronouns may be an acknowledgement that policy processes are usually 

battle fields where different discourses fight for hegemony and what makes the final draft 

cannot be paired to an inclusive ‘we’ or ‘our’.  It is also indicative of an attempt to 

construct neutrality, as discussed earlier. 

Problematising the Representation of English in the TES 
  

English-Literacy is a mandated area of study in the Tasmanian curriculum 
from Kindergarten to Year 10.  The knowledge, skills, understandings and 
capacities they develop are central to learning and necessary for success in 
all areas of the curriculum (DoE, 2007, p. 5) 

In this section, I interrogate and problematise the conceptual representation of English in 

the TES.  The TES is written ‘to help teachers provide a rich, balanced curriculum for 

their students’ (p. 9). Teachers are required to have a comprehensive knowledge of 

English, literacy and their students, but as each of these three epistemologies are 

constructed from within a monocentric English discourse, they are all limiting 

perspectives.  A monocentric English discourse views English monolingualism as the 

‘normal’ state of being for English-speaking countries. However, in fact, among 

Australia’s non-Anglo population and in most of the world, monolingualism is the 

exception, such that the 2002 Guide for the Development of Educational Policies in 

Europe, represents the multilingual immigrant as a prototype of the successful global 

citizen (Gogolin, 2002, p. 21).  The Gogolin (2002) report highlights that the one-nation-

one-language discourse, not only misrepresents linguistic diversity; it also excludes large 

groups of immigrants from the ‘linguistic public spheres’ (p. 7).  A monocentric language 
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discourse thus ignores the social justice consequences to the multilingual children it 

disenfranchises (p. 7).   

Monareng (2005) interrogates the monocentric English discourses in three countries -  

Britain, USA and RSA (Republic of South Africa) to show how each discourse is shaped 

by historical events and then manifested linguistically to realise some type of gain:  

educational, political, socio-cultural or economic (chapter 2.6). In Britain, the most 

prominent English war is between standard and non-standard dialects, which Monareng 

attributes to a ‘fear of defilement of the prestigious variety and assumed consequent 

disruption of the existing social order’ (Chapter 2.6.1).  In the United States, fears of 

being swamped by immigrants who speak languages other than English have incited 

English-Only movements (Chapter 2.6.2).  In Australia, as in the USA, ‘moral panics’ 

have lead to English being used as a weapon against ‘illegals’, ‘queue jumpers’, ‘people 

like that’ and also for ‘border patrol’ and the ‘war against terror’ (Clyne, 2007, p. 2). 

As well as trapping its subjects in a monolingual mindset, Clyne (2007) considers that the 

‘Monoliteracy fallacy’ imposes further limits on students who could become biliterate at 

the same time as they master English (p. 8).  Clyne asserts that a large body of literature 

demonstrates literacy transfer from one language to another, which might mean that the 

literacy time now spent on English could be more productively used for biliteracy 

programs (p. 8). 

It seems to be outside the understanding of many influential people in 
educational circles that underlying literacy skills are like learning to walk or 
drive. Once you can walk on the carpet, it only needs some adjustment to 
walk uphill, on snow or in the water. Once you can drive a car, you can 
quickly learn to drive a truck or a tram. If you can read and write one 
language, that skill can be transferred to other languages, as has been shown 
even by local studies involving English and languages such as Persian and 
Khmer with different writing systems (Arefi 1997; Burratt-Pugh and Rohl 
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2001). But the very components of literacy acquisition are ones that are 
enhanced by the language awareness that comes from being exposed to 
more than one language (p. 8). 

The English/LOTE binary (DoE, 2007, p. 7) that has framed much of the polemic on 

monocentric English discourse cited in this thesis provides evidence of a lack of ‘third 

space’ thinking.  The ‘other’ languages as in Orientalism, are exoticised, and studied to 

understand our (English-only) selves better.  Or they are plundered and appropriated as 

occurred during an earlier era of colonialism to gain a competitive edge in the market, 

though their natives remain outside our boundary, if not bounty.  Thus the current priority 

for learning other(ed) languages is not to be able to ‘become and think otherwise’, to be 

changed in a third space to something new, or to extend linguistic boundaries to include 

rather than exclude others.  As the Tasmanian LOTE syllabuses point out, learning other 

languages is to support ‘educational, career and life pathways’ (DoE, 2008, p. 5). ‘New 

formations of civic space and new notions of citizenship’ (Collin & Apple, 2007, p. 448) 

are thus of secondary, if any, consideration.  The economics-focused construction of the 

purpose of LOTE thus functions to erect a discursive binary in which the power of 

monocentric English in the TES is arguably consolidated through Standardised English 

comprising the hegemonic trope  against which the value of all ‘others’ is judged. 

Kamler, Reid and Santoro (1999) found concerning racism in Australian schools, that 

while LOTE programs have created a demand for speakers in other languages, immigrant 

teachers employed for this task were positioned within racist discourses, scapegoated in 

tough economic and political times, and marginalised by colleague teachers (p. 57).  

North American and British research confirms these findings, pairing cultural insularity 

and intolerance with a predominantly monocultural and monolingual teaching profession 

(p. 58).  Moreover, there is no mention of other Englishes in the TES, although the 
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designation of ‘Standard Australian’ (pp. 8, 53, 59, 75, 86, 87, 112, 131) implies non-

Standard and other national varieties.  Thus, and as in relation to LOTE, these ‘other(ed)’ 

Englishes inform the curriculum only through their absence as subjugated knowledges, 

variously in error and associated with fear. Indeed, their absence suggests that they cannot 

be spoken of.  As these fears cannot be voiced in the TES, there is no invitation for 

teachers to investigate what these other forms of English might be and why they exist.  I 

argue, therefore, that the silencing of world Englishes in the TES constructs the very 

situation that LOTE languages are presumed to remedy – to enable students to understand 

their own Australian Standard English better. This is indeed yet another paradox 

associated with commitment to a monocentric discourse of English literacy.   

The way English is conceptualised in a global context affects the ethics and practice of 

interlingual reciprocity, our notion of ‘cosmopolitan’ and questions of power and identity 

(Demont-Heinrich, 2007, p. 120).  As such, an understanding of the phenomena of world 

Englishes is crucial to a reading of the Tasmanian English Syllabus.  In the narration of 

Phan Le Ha (2005), everywhere English has gone, it has lead to stratified populations, 

construction of inferior ‘others’ and exclusion (p. 34). Phan Le Ha argues that the 

metaphor often used in describing English as a ‘family’ of languages, distorts the concept 

of support, love and care among family members.  Instead, world Englishes are fiercely 

hierarchical with much bullying of younger and more vulnerable ‘brothers and sisters’ (p. 

35).  There is no third space negotiation of international norms and rules, only dominant 

voices of the ‘inner circle’ proclaiming ownership of, and stipulating what counts as 

English (p. 35).  Native speakers fear the contamination of the purity of their language (p. 

36), a fear which parallels former racial purity concerns, which often manifested in the 
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segregation of what could not be assimilated. The TES, it seems, not only segregates 

other Englishes, it excludes them altogether from its curriculum space. 

Monica Heller (2003) implicates globalisation in the commodification of language and 

identity, locating the debates not only in the socio-linguistic arena, but also the market.  

She concludes that ultimately what counts is what pays.  And as a commodity, language 

needs to be (made) measurable and subject to quality control, as well as offering a 

competitive edge over other products (p. 474).  Within this market discourse, Standard 

Australian English must be packaged in as pure a form as Australian (and indeed 

Tasmanian), air and water - just like Tasmanian organic food - to be an attractive 

investment to the more polluted-English areas of the world, including our own nation.  As 

Heller puts it, authenticity is becoming a brand rather than a political struggle (p. 474). 

This commodification extends to the niche markets of previously stigmatised linguistic 

products, which then (and also paradoxically) also require inauthentic processes of 

standardisation and control, leading to a struggle over who has the right to control and 

distribute these products (p. 475).   

The TES presents a monocentric English discourse as the only authorised, standard 

version, with deviations accepted only at Standard One for children (Kinder-Grade 1) still 

learning the grammatical rules (p. 23).  The TES provides no evidence of including in its 

discourse older ‘other’ first language students (TES LOTE comment, p. 7), who may also 

still be learning English grammatical rules, and have a need for opportunities to interact 

with others using their own ‘variety’ of language.  Here Standard English grammar as the 

authorised text of Tasmanian school education is used as a disciplinary device that 

simultaneously normalises, and as a consequence, constructs disadvantage.  
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Authorised versions of text have played a central role in spreading both English and 

Christianity around the globe.  Missionaries and pastors have primarily been teachers of 

authorised versions of text used for the specific task of creating new subjectivities: 

Regarding your former way of life, you were taught to strip off your old 
man, which is being ruined by its deceptive desires … and to clothe 
yourselves with the new man, which was created according to the likeness 
of God in righteousness and true holiness (Ephesians 4: 22, 24, International 
Version). 

The ‘new man’ created in the likeness of God, was in effect the British model of 

subjectivity, which equated for the colonisers with the highest state of civilisation.  The 

pastoral role was concerned with not only offering a ‘new’ discourse of being, but also 

with eradicating other subjectivities, declaring them uncivilised and degraded.  Not only 

has the teaching of English in Australian schools paralleled this aspiration, as noted in 

Chapter Two, but many of the same kinds of strategies have been employed to achieve 

similar moral outcomes.  Pennycook and Makoni (2005) speak of Christian ‘missionary 

language projects’ which have been instrumental in the development of written forms of 

formerly oral languages, but are now using English as an entering wedge into countries 

where proselytising is otherwise banned (pp. 137-139).  English, as the discursive link 

between mission (neoconservatism) and market (neoliberalism) has proved an effective 

discursive vehicle for fulfilling the ‘Great Commission’ of taking the ‘gospel’ to all the 

world and making disciples in all nations (Mark 16: 15, 16; Matthew 28: 19, 20).  Making 

money and making disciples are flip sides of the same English coin.  As Robert Manne 

(2008) outlines: 

For John Howard … whose thought was basically shaped by the two great 
currents of the contemporary, and especially the English-speaking, Right: 
neo-liberalism, the powerful and coherent market-based faith, and its fellow-
travelling twin, neo-conservatism … centred on the beneficence of 
American power, the ambition to spread democracy across the globe 
through the use of that power and on the dangers posed to the true and 
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decent values of ordinary people in the West by politically correct, morally 
relativistic, self-hating elites. 

Rudd argued, the neo-liberal Right had only three foundational values: 
liberty, security and prosperity. Rudd proposed the need to add to them three 
additional values derived from the Christian socialist and social-democratic 
traditions: equity, community and sustainability… he proposed a return to 
the wisdom of an earlier insight derived from politically engaged 
Christianity, as exemplified in the life and thought of his hero, Dietrich 
Bonhoeffer, namely the urgency of the insertion, in the centre of our 
political values, of the needs of the vulnerable, the marginal and the weak 
(Manne, 2008, online). 

In the TES, Police and Pastors or Policy and Teachers, emerge as conduits in relations of 

power where policy authorises and mandates (p. 5), teachers provide and guide (p. 10), 

and students ‘need’ (pp. 61-87).   

Regimes of Truth and Biopower  

As noted in Chapter Three, Biopower is the regulating potential of various ‘truth 

discourses’, which govern populations ‘in the name of life and health’, regulating 

customs, habits and productive practices in the interests of national social and economic 

processes (Rabinow & Rose, 2006; Hardt & Negri in Nonneman, 2004).  Even a cursory 

reading of the TES reveals a prioritising of Western rationalities, particularly related to 

the development of persuasive language skills and manipulation of ideas. For example, 

the term ‘persua/de/sion’ is used 66 times while ‘idea/s’ is used 591 times.  Students are 

said to need to be able to present ideas, opinions and arguments to inform, persuade and 

direct a range of known and less familiar audiences (DoE, 2007, pp. 43-47).  Not only 

should students be able to use Standard Australian English to emphasise and expand 

certain ideas, they also must be able to use figurative, emotive and technical language to 

create the tone and atmosphere necessary for persuading others to their point of view (p. 

59). In sum the TES constructs the ideal subjectivity as one versed in rhetoric. Rhetoric, 
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though, is about defending ‘truth’.  It is a priestly and pastoral strategy for convincing 

others of the one and only way to salvation, both for this life and the next.  Nowhere is 

this more visibly illustrated than in the Jehovah’s Witness’ organisation. The intense 

training program in the JW organisation is not merely for developing excellent language 

skills, but for promoting the organisation’s evangelistic efforts in convincing non-

members that only they have the ‘truth’ that leads to the abundant life. 

Bygrave (1993) also depicts rhetoric as a military strategy for dealing with Babel after its 

fall, where groups are at odds with one another, for the purpose of outwitting the other 

(pp. 27, 28). Citing Burke, Bygrave argues that rhetoric performs a theological function 

which divides humanity on the basis of linguistic persuasion (p. 51).  Dunmire (2005) 

who introduces Aristotle as an example of political discourse, demonstrates the way 

rhetoric was and is used to influence contemporary behaviour through ‘cueing the 

public’s view of the future’ (p. 483).   Dunmire posits that political rhetoric preys on the 

public’s anxiety and uncertainty about the future, articulated through two modalities - 

‘deontic and epistemic’ or duty and truth (p. 484).  ‘Duty’ is concerned with obligation, 

conviction and permission, while ‘Truth’ is concerned with knowledge and belief (p. 

484).  Relating this to the TES, ‘Truth’ is expressed as Standard English being the only 

way to prosperity and social participation – the TES truth regime/Discourse which 

operates as a biopower - while, ‘Duty’ is expressed through the ‘Effective Teacher’ 

Discourse functioning as Pastoral Power, constructing responsible and compliant student 

subjects.  Aristotelian rhetoric is central as a paradigm of success and to the gaining of the 

competitive edge in the global context. 
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Notwithstanding that the Aristotle various people claim as their authority is a fiction, due 

to the fact that the only extant writings by Aristotle are translations, interpreted through 

Arabic and Latin perspectives, and then interpreted again through current paradigms, 

which presents a ‘classic’ example of the ‘death of the author’ (Barthe, 1977), Aristotle is 

seen, along with Christianity, as a saviour of the West (Grant, 2008).  Not only was 

‘Truth’ important in outdoing the ‘others’, namely Islam, but a central authority (the 

Pope) who was able to ensure adherence to the faith and deal with heretics, was vital to 

final victory (p. 505).  In the middle ages, according to Grant, the exact sciences posed no 

problem for either Christianity or Islam; it was Aristotle’s natural philosophy that made 

the difference (p. 507).  Grant asserts that because Islam was ‘a kind of democratic 

religion that relied on consensus’, not all members embraced Aristotelian teachings, 

whereas once Christianity accepted Aristotle in the twelfth and thirteenth century, they 

made it part of their intellectual heritage, with all universities mandating Aristotle’s logic 

and natural philosophy as part of the core curriculum (pp. 520, 521). The West, 

previously outperformed by Islam, now triumphed, because Grant argues, Islam only 

taught religion in the madrasas (p. 522).  With the enlightenment that built on Aristotle’s 

rationalities, Islam, which supposedly did not have as solid a foundation in this area as the 

West, was further marginalised (pp. 522-524). Hence it is understandable that in the 

current global competitive environment, with the threat of being outperformed by the 

‘rise of the rest’, Aristotelian philosophy, rhetoric and Christianity are once again being 

called on to save the nation.

While the specific term ‘inclusion’ is not mentioned in the TES, the notion of ‘inclusion’ 

in relation to English literacy, is nevertheless, problematic.  All students are expected to 

become responsible independent learners, confident thinkers and communicators, and 
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proficient in all aspects of literacy (DoE, 2007, pp. 5, 6).  By becoming proficient in 

Standard English and rhetorical skills, students will, according to the TES, be able ‘to 

participate effectively in contemporary society’ (p. 5). The boundary marker for inclusion 

in the TES is the nominalised term ‘assessment’ (pp. 11-13) masking the fact that 

assessment is not an agent-less, neutral process. Dominant socio-political discourse and 

practice by representatives of a particular social group, determine who is eligible to be 

included within the national boundary. And moreover, crossing the boundary is not a 

matter of going from one horizontal plane to another, so that once inside, there is safety 

and prosperity for all (Koller & Davidson, 2008, p. 309).  Inclusion only allows access to 

the monolingual Tower of Babel, the core of the national space, wherein those inside are 

positioned hierarchically.  Furthermore, because exclusion is a necessary corollary of 

inclusion, i.e. ‘inclusion and exclusion are mutually constitutive’ (Goodman, in Koller & 

Davidson, 2008, p. 313), inclusion can never be total, in the sense of being for all.  

However, the goal is said to be to get everyone onto that tower, regardless of the fact that 

those at the bottom of the tower will have totally different life experiences to those in the 

penthouse suite. Furthermore, to reinforce aspiring to inclusion, the outside is represented 

in negative terms (p. 326).  The rich language and skill resources of immigrants, and the 

other ways of knowing and being, are ignored while prime media time and political 

rhetoric is given over to stories about gangs, drugs, family breakdown, crime and 

immorality.  

The aforementioned English/LOTE binary (DoE, 2007, p. 7) follows this 

inclusion/exclusion pattern equating English with inclusion and other languages with 

subordinated identities.  Paradoxically, while the core content of the English literacy 

curriculum is represented as enabling students to ‘meet the demands of daily life and 
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understand the world’ (p. 8), the TES syllabus, rather than knocking down the Anglo-only 

tower and fostering intercultural, egalitarian relationships across all groups, is herding the 

masses onto the tower where all are forced to enact one particular identity and subscribe 

to one worldview.  This is assimilation and not inclusion, which suggests that the TES 

grounds English literacy in a particular model of social justice.  Biopower is evidenced in 

the governmental strategies working through the ‘truth discourse’ of monocentric English 

to stratify the population, ‘allowing some to live [well] and others to die [in competition 

for life opportunities]’ (Foucault, 2003, p 247). 

The Construction of compliant subjectivities through Pastoral Power 

In an outline of Foucault’s Omnes et Singulatim: Towards a critique of political Reason, 

John Protevi (2008) lists Foucault’s distinctions between juridical power and pastoral 

power (Part 1: IV).  Both are included in Foucault’s notion of ‘governmentality’; both 

make use of disciplinary technologies and biopower and both comprise individualising 

and totalising regimes of governmentality (Part 2: III; IV; V). However, whereas 

juridical/police power is related to state security, populations and the civil subjects, 

pastoral power is concerned with the needs and wellbeing of those for whom they have 

been delegated responsibility (Part 4:IV C).   

Foucault (1982) reminds us that the technologies of power used in Fascism and Stalinism 

were not unique to their society – they built on discourses already in circulation (p. 209).  

Pastoral power is also a result of the State taking a discourse that was already in 

circulation and adapting it to modern Western governance (pp. 213, 214).  As noted, 

pastoral power has two main obligations:  to guard the purity of organisational ‘truth’ and 

to lovingly ensure that the people (in this case English literacy students), are discursively 
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constructed as loyal and compliant subjects.  Those for whom this ‘truth’ is already a 

primary discourse, are rewarded for their cultural capital; those who must unlearn 

previous discourses and then assimilate are characterised in deficit terms - the 

grammatical error to be eradicated by the end of stage 1.  Students who do well, are held 

up as examples of what everyone can achieve if they work hard enough; students who fail 

are likely to be blamed for a poor attitude (Bullivant in Castles et al, 1992, p. 34), or their 

parents blamed for not reading to them at home (Smyth in Killick, 200819). The school, 

by providing dedicated committed Pastor-teachers who work untiringly for their charges, 

(it might be argued), has done everything possible to close the gaps and foster social 

inclusion. Yet there is no acknowledgement in the TES that social inclusion requires 

respect for difference, and self-determination, with all students measured and categorised 

against the dominant group’s linguistic standards. Some non-English speaking 

background students who may be bilingual or even multilingual could conceivably be 

characterised from with the regime of truth offered by the TES as having ‘poor literacy’. 

The reformation and revolt against ecclesiastical power in Europe in the sixteenth 

century, signalled the need for a more egalitarian kind of subjectivity, which over 

subsequent centuries, and particularly in the Millenarian movements of the 18th and 19th

centuries, developed into systems of relationships based on servant leadership and 

sacrificial service (Foucault, 1982, pp. 213, 214).  In the modern state form (and in some 

Millenarian religions), salvation was for the temporal world as well as the hereafter, and 

was linked with a production of truth about individual identity, community and society (p. 

214). Pastors were not only to care for the social and intellectual needs of their 

community, but needed to know and guide each individual within it (p. 214).  With the 

                                                
19 Every child to get own plan. Mercury News article dated 23 February 2008. 
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model of the Master Shepherd (God) who collects all our tears in a bottle (Psalm 56:8), 

counts the number of hairs on our head (Luke 12:7) and looks after each individual as a 

mother hen looks after her chicks (Luke 13:34), nothing was to escape the eye of the 

Pastors in relation to their charges. 

Foucault (1982) elaborates on how salvation took on different meanings related to welfare 

- health, wellbeing, wealth, security and basic needs - and how institutions, including the 

family, were mobilised to take on these pastoral roles (p. 215). This excessive 

individualising of subjectivity, where the Pastor probes mind and conscience in order to 

guide and direct (p. 214) is what Nikolas Rose (1999) terms ‘governing the soul’. The 

disciplinary and biopower technologies, extended by these ‘experts’, far from ensuring 

equality, normalised and divided subjects according to their academic and moral fitness, 

as well as their potential threat to the welfare of the state (p. 125). The end result was 

compliant, dependent, trusting subjects who internalised the ‘truth’ about themselves and 

accepted their position in life as inevitable. Hence, pastoral power facilitated reproducing 

hegemonic socio-economic/political relationships. 

Pastoral techniques, used widely by health care personnel, social workers, police and 

teachers (Caughlan, 2005): 

act to govern by "structuring the possible field of action" of those in their care 
(Foucault, p. 221). … the language of psychology replaced the language of 
religion in facilitating particular ways of thought, self-reflection, and self-
regulation (Popkewitz). Psychology is the science that provides salvation through 
individual improvement and fulfillment (p. 15). 

In relation to pastoral power, Popkewitz (in Caughlan, 2005) refers to the ‘alchemy of the 

subject’ where the subject becomes a tool for work on the soul of the child (p. 15).  In the 

example Popkewitz cites, students from non-mainstream backgrounds spent their time 
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being re-tooled into the values and dispositions of the dominant culture, while the middle 

class students were busy acquiring academic knowledge and skills necessary for post-

secondary education.  This enculturation regime at the expense of a broader education had 

the effect of not only marginalising students in their current context, but worked to limit 

their choices in later years (p. 15). 

Interrogating pastoral power in the Canadian context, Sheila Cavanagh (2001) sees its 

prime role as,  

manifesting itself in the ethical development of the child as a citizen of the 
British Empire. Pastoral power has been theorized as an individualizing 
form of power, one that is enacted upon individuals subject to its operations, 
but in the case of early social studies education there is a reciprocal 
engagement that organizes a colonial dyad. The Canadian student is subject 
to a constitutive form of power that shapes his or her relationship to whom 
scholars would now refer to as Third World others, thereby constituting the 
colonial dyad … the Canadian child is constituted as future agent of global 
care, and the Third World recipient of that care (who is both a living subject 
and a Canadian social fiction) is constructed to be in need of care (p. 402). 

Arguably, then, there are a number of strategies/techniques of pastoral power that inform 

the construction of English and the English subject in the TES.  The student is presented 

as in need of exact, explicit and intense training in Western rational and rhetorical 

dispositions, in order to develop into independent, responsible learners, able to monitor 

their own progress and ‘defend’ the truth they have been discursively constructed into 

(DoE, 2007, pp. 5-10, 75).   The pastoral technology of determining what the child needs 

and does not need is to come, as outlined in the TES, from an ongoing process of data 

gathering and evidence of student achievement (p. 11).  Students are also to assist with, 

and personally integrate, this ‘knowing’ by recording their thoughts, ideas, progress, and 

ways to demonstrate their achievements, otherwise a form of confession (p. 6).   
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The negotiation required between teacher and students to shape learning tasks (p. 6) is 

also problematic in terms of the critique of pastoral power.  That is because it is difficult, 

and even impossible to negotiate in areas where one doesn’t know what they don’t know, 

thus students may not know what they need to learn.  For non-native speakers of English 

with minimal English skills, the situation can be compared to asking English speakers 

who are LOTE students to establish learning goals; decide upon concepts of inquiry; 

select appropriate ways to show evidence of their learning and to develop appropriate 

criteria and methods for assessment, in their LOTE language.  Dominant middle class 

culture rationalities require thinking in the dominant culture as well as language use, 

which could conceivably also disadvantage even those from English speaking non-middle 

class backgrounds.  The Pastor-Teacher, in aspiring to meet the individual needs of each 

student, risks equating second language skills with general ability, with the possibility of 

subsequently developing impoverished individualised programs. 

While teachers are to provide a broad range of opportunities for students to demonstrate 

achievement (DoE, 2007, p. 10), there is no invitation for students to demonstrate 

achievements in any language apart from Standardised English.  While this may seem an 

irrelevant argument considering that English is the learning area, literacy is however, the 

desired outcome, and bilingual students who are still mastering basic English may, and 

often do have metalinguistics skills (sophisticated literacy skills) that exceed those of 

their monolingual peers (Cromdal, 1999). This latter advantage may remain 

unacknowledged as the teacher ranks the non-native English speaker’s skills against 

‘relative performance on similar tasks by the student’s peers’ (TES, p. 12). Since 

assessment criteria, allowing teachers to position students within a range of categories 

covering fifteen stages (TES, pp. 92-124) are based on Standard Australian English skills 
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related to correct genres and grammar, and cultural gestures such as eye contact and body 

language, they advantage those for whom Standard Australian English is a primary 

discourse and identity. 

The TES also constructs an effective/ineffective teacher (as pastor) binary through its 

pastoral power discourse, grounded in criteria including: knowing the students; being 

proficient in the authorised standard language; protecting; caring; guiding; explicitly 

teaching, and individualising students against a monocentric standard (p. 10).  Effective 

teachers, who can be assumed to be monolingual by default, as knowledge of other 

languages is not mentioned as a criteria, function as representatives of an absent centre to 

perform the pastoral duties of guiding, caring, training/teaching and assessing, and at the 

same time demonstrating their own commitment to ongoing professional development so 

as to remain expertly qualified in the reproduction of the monocentric English discourse 

(DoE, 2007, p. 10). 

As stated earlier, the only pronoun used in the TES syllabus, ‘their’, is applied to both 

teacher and students, although ownership of the program and students is linguistically 

deferred to teachers:  their curriculum; their students; their practice; their classroom; their 

teaching, and their assessment and professional learning (TES, pp. 5-11).  By contrast, 

students have:  their personal goals and aspirations; their lives; their own experiences; 

their learning; their work; their new understandings and existing knowledge; their 

progress;  their thoughts and ideas; their achievements; their thinking; their first language 

(assumed to be English) and  their imagination and creativity (TES, pp. 5-11).  As 

discussed earlier, the assumption of all students having English as a first language is a 

monocentric fallacy, while for students whose first language is not English, ‘their existing 
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knowledge’ (p. 6) is not valued. Thus while the TES claims to ‘place students firmly at 

the centre of the educational process’ (p. 10), it instead centralises monolingual teachers 

within a monocentric English discourse. Student ownership of the curriculum is 

secondary to that of the teachers for all students, while for non-Standardised English 

speaking students, arguably their ownership is twice removed. 

The (Not so) Good Shepherd  

The preceding analysis has identified three discourses, which characterise the Tasmanian 

English Syllabus. Working together, these discourses construct and reproduce a 

monocentric English ‘regime of truth’ that functions as a biopower technology.  The first 

discourse identified above, is one that constructs a binary grounded in asymmetrical 

relationships of power between English and ‘other’ languages, which privileges both 

Standard Australian English and its first language speakers, in all aspects of the syllabus 

including expectations, performances and assessments.  A second discourse constructs 

students as being in need of firm but loving guidance; explicit, correct teaching; intensive 

surveillance and monitoring of even thoughts and intents.  This discourse validates the 

authoritative assessment of student performances and abilities.  It positions students as the 

objects of benevolent pastoral power, but ignores the fact that it is benevolent only for 

those who have been born into the ‘truth’ of the monocentric English discourse.  For 

those outside this ‘covenant’, their knowledge and understandings are weighed in the 

monocentric English balances and found wanting. These students’ subjectivities are 

constructed in deficit terms, leading to even more stringent disciplinary technologies of 

surveillance and monitoring, which are likely to only reinforce the negative constructions 

of the non-Standardised English ‘other’ originally elaborated through this particular 

discourse.  Another discourse constructs the effective teacher as a monolingual, rational, 
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reflective, caring, committed and highly skilled professional who is competent to discern 

the needs, thoughts and emotions of those placed in their charge, and to rightly guide 

them to the destiny of their potential.     

The pastoral role, however, has always been to care for its own, using both individualising 

(through assessment and moral judgements) and collective (through group conformity and 

peer pressure) technologies of power.  The Good Shepherd will search for a lost sheep and 

bring it safely back into the fold, but inside the fold, normalising strategies ensure that all 

sheep hear and follow the voice of the shepherd and not the strangers – as ‘wolves’ – 

offering contesting discourses (John 10:11-18).  Pastoral Power is based on a discourse of 

‘us’ and ‘others’.  It is a discourse offering sacrificial benevolence for its own, and 

containment of the stranger outside its boundaries unless there is a true conversion and 

assimilation to its authorised truths.  Yet, even inside its boundaries, those who diverge 

from, or challenge the authorised discourse, face disciplinary technologies designed to 

bring the non-compliant into a state of conformity. 

In the TES, teachers are held accountable for ensuring that each child in their care makes 

suitable progress, with teacher and school underperformance likely to result in 

disciplinary penalties: 

The Government says it will make federal education funding conditional on 
the publication of details about schools’ performances, with teachers and 
other staff facing the threat of dismissal if their schools consistently 
underperform (Rodgers, 28 August, 2008). 

Again the pastoral discourse and practice of Jehovah’s Witnesses can be referred to as an 

exemplar of the very discourse inherent in the TES, particularly with regard to their 

shunning as a discipline for bringing non-conforming people to their senses:    
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If an individual is trying to influence others to take an unscriptural course or 
is trying to deceive others, all should avoid him; he is described at 2. John 9-
11.  … Disfellowshipped and disassociated ones are shunned by those who 
wish to have a good relationship with Jehovah (Watchtower Bible and Tract 
Society, 1991, p. 103). 

The threat to teachers of ‘underperforming students’, may however, work against the 

interests of those students, who constructed as a liability, come to be blamed for their 

‘problems’ along with their parents. Rather than closing the academic gaps for 

disadvantaged groups, ‘teaching to the test’, ‘fiddling the figures’ and trying to attract 

students to the school who will make the school look good in league tables may be the 

more probable outcomes (Rooney, 2008).  Again, John Smyth, the current Tasmanian 

Education secretary, in collaboration with colleagues for a conference paper, succinctly 

encapsulates the paradox of neoliberal school reforms: 

…. there has been a massive "collapse of  dialogic space" (Schneekloth & 
Shibley, 1995) within our public schools as they (teachers) reel under the 
effects of so-called educational reforms and re-structuring, allegedly aimed 
at converting them into front-line warriors engaged in the restoration of 
sagging international competitiveness, or dragged into what Head (1996) 
calls the orbit of the "new ruthless economy". 

Another piece of research I have finished (Smyth & Shacklock, 1998) and to 
be published shortly as a book by Routledge entitled Remaking Teaching: 
Ideology, Policy and Practice, found that a policy image of the preferred 
teacher was of someone: who is prepared to focus on designated agenda; 
willing to accept a view of teaching constructed by others at a distance from 
the classroom; technically competent as measured by generic skills; 
displaying necessary collaboration and teamwork skills that don't threaten 
the aims of the organization; able to match practice to criteria as required; 
and, above all, possessing a compliant and flexible disposition (Smyth, 
Hattam, McInerney & Lawson, 1997). 

The ‘compliant and flexible disposition’ (Smyth et al, 1997) becomes the model, in the 

TES for the ‘effective teacher’ to inscribe on student subjectivities through a process of 

pastoral power, for ‘the restoration of sagging international competitiveness’. 
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Conclusion 

The foundational monocentric discourse that has underpinned all others since first White 

settlement in Australia continues its power through the Tasmanian English Syllabus.  This 

is not entirely unexpected with Tasmania being the Whitest and most monolingual state in 

Australia. Hence the preceding analysis has shown that with increasing multiculturalism 

and the influence of neoliberalism, social justice and a ‘fair go’ seem to be subordinated 

to White, middle class concerns and privileges.  Education is constructed as one-way 

learning, with teachers constructed as monolingual and monocultural pastors who must 

inculcate the right understandings and attitudes against the only authorised standard of 

being, having and doing, namely Standard Australian English language and culture.   

While framed in the autonomous, rational individualism of Liberal-humanism, the 

analysis of the TES has also shown that students are constructed so as to be in need of 

close surveillance, intense teaching/training and pastoral guidance to ensure that their 

subjectivities are assimilated to the monocentric English discourse. Moreover, the 

Tasmanian English Syllabus represents English skills as if they were neutral tools able to 

dismantle all obstacles to prosperity. Other knowledges and languages are valued only to 

the extent that they support the monocentric English imperative.  Thus standard English 

in the monocentric English discourse operates as a biopower to rank and stratify school 

populations on the basis of White, Christian, middle class cultural capital in normed 

English communities of practice.  This, it has been argued, is not without consequence for 

the achievement of social justice in education.  The following chapter explores the social 

justice models, which underpin the construction of literacy education in the TES. 
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CHAPTER SIX 

Social Justice Implications of the Tasmanian English Syllabus 

Introduction 

The preceding analysis of the TES identified three discourses: 1. The English/Other 

languages binary which privileges both Standard Australian English and its first language 

speakers; 2. the construction of students as objects deemed in need of firm but loving 

guidance, explicit correct teaching, and intensive surveillance and monitoring; and 3. the 

effective teacher as a monolingual, rational, reflective, caring, committed and highly skilled 

pastor.  These three discourses are subsequently interrogated in this chapter as two 

hegemonic discursive regimes in relation to the possible achievement of social justice:   

• Monocentric English operating as a biopower;  

• The Effective Teacher as a pastoral power technology. 

Analysis of the Tasmanian English Syllabus in Chapter Five identified discursive traces of 

the monocentric English discourse argued by Clyne (2007) to be ‘one of the last bastions of 

complacent xenophobia’ in Australian Society (p. 6).  Central to this discourse, as it is 

deployed in the Tasmanian English Syllabus, is a powerful focus on values and traditions 

(Department of Education, Tasmania, 2007, p. 5), which the analysis identified as largely 

belonging to White/Anglo-only subjectivities. It was shown that not only were values such 

as individualism, responsibility, particular rationalities and meritocracy constructed in 

relation to this particular subjectivity in the TES, but a review of historic texts confirmed the 
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historic use and construction of such values and traditions in other more overtly White, 

Anglo-only contexts.  Moreover, the analysis identified discursive traces of Christianity in 

the TES (DoE, 2007, p. 5; Tasmanian Department of Education et al, 2006), which further 

reproduced the construction, through English literacy, of the ideal Australian as being 

White/Anglo and inscribed with Christian (via Aristotle supplemented by Christian-only 

Chaplaincy)  values and traditions.  

The terms ‘inclusion’ and ‘equity’ are not mentioned in the syllabus while the term 

‘diversity’ is used only in relation to human experience or its representation in texts 

(Department of Education, Tasmania, 2007, pp. 5, 74, 77).  Thus it seems that the TES may 

in fact be offering teachers and students, through reference to English literacy, a version of 

inclusion/equity/diversity which is more grounded in Liberal-democratic (‘basics’ for all) 

distributive, and even retributive (‘merit’) notions of social justice. There is little in the TES, 

to the extent that it is mostly framed by the aforementioned discursive regimes, to suggest 

that it is informed by the broader socially inclusive recognitive model of social justice. 

Through the absence of the recognitive model of social justice, and to the extent that 

discourse is indeed related to practice, the TES it is argued, offers very few tools that would 

empower teachers to go beyond the narrow, exclusionary and marginalising constructions of 

Australian identity so often associated with more overtly ‘White’ constructions of the 

‘nation’. 

The two governmental technologies in the TES – monocentric English as a biopower and 

the ‘Effective Teacher’ as pastoral power – are underlain by a neoconservative emphasis on 

‘appropriate’, ‘effective’, ‘persuasive’, and ‘correct’ rationalities and behaviours.  These 

high frequency terms, particularly in relation to students developing persuasive speaking 
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and writing skills for various audiences, and classifying, labelling, representing, comparing 

and evaluating text, are characteristic of Aristotelian and neo-Aristotelian methodologies.  

Neo-Aristotelian philosophy comprises Aristotle’s translated writings interpreted through 

the Catholic Theologian/Scholar, Thomas Aquinas, and is sometimes referred to as 

Thomasian or Thomistic doctrine or ethics (Mattes, 2002).  Peter Vardy, a philosophy and 

religious academic at the University of London, who is particularly committed to Neo-

Aristotelian ethics (Vardy, 2003), has been a regular visitor to Tasmania.  Speaking on the 

ABC Religion Report in September, 2004, Vardy stated: 

Down in Tasmania for instance, they’re really interested in the whole question 
of values education. OK, they have a more conservative background, but they 
have no idea where to go, they’re floundering around all over the place, and 
one of the problems, and I’ve talked to people in politics, who say Look, drop 
anything to do with religion and just have values, and we’d be delighted. 
What they really mean by that is we want young Australians to be polite, to 
open doors and to be nice people. Now it just doesn’t work any longer (Vardy 
in Crittenden, 2004). 

As noted in Chapter Two, English has always been on a mission in Australian education, 

with particular social, moral and market values comprising its ‘gospel’.  In recent years, 

Christianity has become more salient in Australian national political rhetoric (Manne, 2008; 

Rudd, August 7, 2006) with Guidelines for Chaplains in State Primary Schools in Tasmania

(Tasmanian Department of Education et al, 2006) reflecting an exclusively Christian focus. 

There are many overlaps between Aristotelianism, Confucianism, Christianity and 

neoconservatism in the areas of friendship (with like-minded), aesthetics, hierarchical 

relationships, manners, moderation, and the necessity of virtues (Sim, 2007; Hamburger, 

1959, 1956; Walker, 2007), with each philosophy seen as a way of moderating and 

controlling the individualistic and hedonistic tendencies of neo-liberal subjects in market 

economies (Bell, 2008; Vardy, 2003; MacIntyre, 1988).  Aristotelian discourse, however, 

further prioritises rational and linguistic capabilities and uses language as the instrument to 
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categorise and rank ‘political animals’ on their virtues and reasoning abilities, which are 

deemed to correlate with their ability to use speech persuasively (Young, 2005, p. 48). 

In lieu of this concern with eloquent, but very disciplined, narrowly defined subjectivities, 

this chapter posits that Tasmania’s English Syllabus is a response to Australia’s worry (as 

with U.S. and the U.K.) about losing its privileged status in the world such that ‘Standard’ 

English is perhaps seen as a last opportunity to maintain a privileged (with the U.S and 

U.K.) hegemony in the international market in the face of declining control in three crucial 

areas – language, religion and race. In the area of Christianity, for example, the Pentecostal 

movement, informed by a very diverse and individualistic ‘health and wealth’ market-

friendly gospel, is sweeping the world, including China, and in 2004 comprised about a 

quarter of the world’s Christians (Anderson, 2006, 2004). But while global Christian 

evangelism has been very successful, indigenisation and individualisation of the religion has 

lead to another potential loss of White Western ownership and control, with ‘reverse 

missionary activities’ occurring as former colonies send their missionaries to evangelise the 

lands of their former colonisers (Anderson, 2006). In the area of race, bias and 

discrimination now manifests as concern with the low birth-rate of ‘White babies’ and the 

high fertility of immigrants, and is leading to moral panics about the more visible 

‘browning’ of lands dominated by White populations in recent centuries (Kemp, 2006).  

With respect to language, World Englishes are seen as potentially undermining a global 

market monopoly on teaching English for countries such as Britain, North America and 

Australia, who have capitalised on being native speakers (Singh & Singh, 1999).   

This chapter further argues that in response to the above mentioned concerns, the TES is 

informed by particular models of social justice that have likely material implications for 
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various groups of students.  Monocentric English operating as a biopower draws, it is 

argued, primarily on a retributive model of social justice, rewarding those students who have 

the required dominant cultural capital, while relegating ‘others’ to remedial status.  

Remediation is subsequently addressed through a liberal-distributive model of social justice. 

Thus the TES is informed primarily by two models of social justice, namely, the retributive 

or meritocracy model, and the distributive liberal-democratic (basics for all) model.  

The Context of Competition, Fear and English   

Alastair Pennycook (1999) presents six models for looking at English in the world, as ways 

of analysing particular claims made for the transformative potential of English.  These 

models are also useful for exploring the construction of English in the TES with reference to 

the achievement of social justice.  Pennycook’s first model – Colonial-celebration – argues 

for universal access to the most important language, English, and has no place for diversity.  

The preceding analysis has shown that the TES is informed by this model in its relegation of 

other languages to subservient roles of assisting students to understand English better (DoE, 

2007, p. 7).  The second paradigm – modernisation – portrays English as the language of 

progress, prosperity and privilege. This model is also representative of the English discourse 

in the TES, considering Standard English essential to success in all areas of the curriculum, 

and by implication, life (p. 5). The third frame, which Pennycook labels - Laissez-faire 

liberalism - is supposedly based on personal choice in a free market of language 

commodities. In the TES, this choice is constrained by the fact that no other alternatives are 

given to Standard English and the mandated prescriptive standards. In other contexts, 

Pennycook draws a similar conclusion - that free choice is not free if social, political and 

economic factors prevent alternate choices. Imperialism in the TES is evidenced by non-

recognition of first languages other than English, with all students presumed to speak 

English as a first language (DoE, 2007, p. 7).  The last two categories that Pennycook 
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addresses - Linguistic Hybridity and Postcolonial Performativity - are not part of the English 

discourse in the TES so are merely summarised in the following table from Pennycook, 

1999. 

Table 4:  Models of English in the World 

View of the global spread 
of English 

Implications for culture 
and development 

Pedagogical implications 

Colonial celebratory English an inherently useful 
language 

Teach English to those who 
can appreciate it 

Modernization English a crucial tool for 
modernization 

Teach English to modernize 
the world 

Laissez-faire liberalism English a functional tool for 
pragmatic purposes 

Business as usual; give 
people what they want 

Imperialism Homogenization, 
destruction of other cultures 
and languages 

Language rights, instruction 
in mother tongues; 
protectionism 

Linguistic hybridity Languages and cultures 
change and adapt 

World Englishes, multiple 
standards; assume change 

Postcolonial performativity Cultural politics of change, 
language, knowledge and 
difference 

Critical language education 
for struggle; appropriability 

The three most prolifically used lexical items in the TES - ‘texts’ (1003 instances), 

‘information’ (580 instances) and ‘idea/s’ (591 instances), can be considered evidence of 

the commitment of Tasmania to becoming a knowledge society in an information age.  

Forstorp (2008) argues that the drive for excellence in education masks an underlying 

intention ‘for an economically secure future at the top of the global food chain’ (p. 227).  

For Forstorp, this translates into an assumption that manual labour will be outsourced to 

other, non-White parts of the world while the knowledge work will be reserved for the 

West, an extension of previous ethnocentric colonial projects for wealth accumulation and 
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domination (p. 228).  However, the Western world now has competitors for the top spots on 

the global economic pyramid, such as China, Korea, India and Singapore, and these nations 

do not want to be ’the factories for the knowledge societies’, so are taking steps towards 

‘outknowing’ (p. 234). Furthermore, the academic success of certain groups of Asian-

Australian students in Australian society is also raising the competitive stakes and 

contributing to racialisation problems in Australian society (Matthews, 2002).   

Australia in its White settlement history has focused on various perceived ‘enemies’ - the 

Asian threat, communism, terrorism, illegal immigrants, Muslims - but the current 

educational threat is also related to the fear of being outsmarted by these historic and 

contemporary ‘Others’, educationally and economically (Rudd, March 8, 2007).  Fareed 

Zakaria (2008) in reference to the ‘rise of the rest’, which holds implications for the 

Australian context, laments that the U.S. is better at coping with enemies than living with 

others as equals in the world and has 

become suspicious of trade, openness, immigration, and investment because 
now it's not Americans going abroad but foreigners coming to America. Just 
as the world is opening up, we are closing down. 

Moreover, Furedi (2008) adds that the West is having difficulty coping with a China that is 

determined to raise its productivity and living standards. It seems that the only kind of 

diversity and difference that is ‘safe’ to the West is that focused around exotic customs and 

a ‘humanitarian fantasy’ which doesn’t disrupt the illusion of Western superiority (Furedi, 

2008), or at the very least a diversity amenable to profitable commoditisation which 

equally does not disturb existing hierarchies of race and power. Yet, immigrants are 

America’s greatest resource, accounting for 50% of Science researchers, and over half of 

the doctorates awarded. It is estimated that by 2010, 75% of all Science PhDs in the US 
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will be awarded to foreign students (Zakaria, 2008).  With Australia’s aging population, 

immigrants are also vital to Australia’s future, but are seen by some as linguistically and 

culturally threatening to a (White) nation that wishes to remain ‘English’ (Stratton, 1998, 

pp. 85-88).  The current English test for citizenship and the attempts to increase fertility 

rate by incentives such as baby bonuses are efforts to maintain Australia’s English 

language and cultural hegemony.  Those opposed to immigration, according to McDonald 

(1998) fear that 

in the context of low fertility, large-scale migration leads in about fifty years 
to the migrant population dominating the total population, with the original 
inhabitants being numerically overwhelmed. This would be politically 
unsustainable in all advanced countries, including Australia (p. 1). 

Majid (2004) presents an even gloomier scenario on population growth, positing that by 

2025 the West’s population will comprise merely 10% of the world’s population and the 

more privileged countries will have no option but to further militarise their borders against 

‘desperate immigrants and refugees seeking survival’ (p. x). Planetary resources are limited 

and cannot sustain the lifestyles of the economically privileged across the global 

population, leading Majid to theorise that only in respecting diversity and multiple 

pathways to happiness can societies coexist in peace (pp. xxii, xxiii). 

For Walter Russell Mead (2007), the English-speaking powers have had a winning record 

in the last three hundred years of history due to capitalism, seapower, and the Anglo-

American religion and culture, which rewards individual initiative and risk taking.  To 

maintain this hegemony Mead proposes a five point plan which can be summed up as 

promoting/enforcing Anglo-American values, which includes language and religion, on the 

rest of the world, preventing the emergence of Asian hegemony through balance of power 
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strategies, and preserving an open and intellectually dynamic situation at home (Mead, 

2007) – in other words, Neo-colonial responses to the fear of losing status and privileges. 

In the light of these contextual dynamics, the following section will argue that Standard 

English in the TES is operating as a biopower technology in response to perceived threats, 

and as an effort to maintain current linguistic hegemony and social privileges for the 

dominant Anglo group.  

Social Justice and English as a Biopower Technology

English is redefining national and international identities worldwide; shifting 
political faultlines; creating new global patterns of wealth and social exclusion 
and suggesting new notions of human rights and responsibilities of citizenship 
(Graddol, 2006, p. 12). 

English, functioning in the Foucauldian sense as a truth discourse and biopower technology, 

intervenes in populations ‘in the name of life and health’ (Rabinow & Rose, 2006, p. 195) 

with 

… power over ‘the’ population as such, over men insofar as they are living 
beings.  It is continuous, scientific, and it is the power to make live. ... that I 
would call the power of regularization, and in it, in contrast, consists in 
making live and letting die (Foucault, 2003, p. 247). 

English as a power for life and health is a foundational discourse of the Tasmanian English 

Syllabus. In the TES, Standard English is claimed to have the power to determine who ‘can 

participate effectively in contemporary society’ (DoE, Tas. 2007, p. 5).  It is held to foster 

realisation of ‘personal goals and aspirations’ and be central to ‘success in all areas of the 

curriculum’ (p. 5).  It is through English that effective thinking and communication skills 

develop (pp. 5-7), and English is represented as the gate to achieving individual potential 

and developing fulfilling career and life pathways (p. 10).  But by mandating levels of 
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competence in Standard English for all Tasmanian students, the TES sits within the 

distributive liberal-democratic social justice model of ‘basics for all’, though its norming 

function subsequently stratifies and divides the student population retributively. All 

students are constructed to have the same need to become competent in English as 

prescribed in the syllabus, with teachers and schools held accountable for those who do not 

achieve at the preset levels for each age group (pp. 10, 11).   

Michael and Linda Singh (1999) elaborate on some of the different forms English acting as 

a biopower takes in this regulation of populations.  English as rhetoric is the biopower tool 

to divide those who speak correctly from ‘those who don’t even know how to speak their 

own language’ (p. 75).  English as neoliberalism arbitrates on whose language will be 

valued in the market place, thereby determining who will be advantaged or disadvantaged 

in life (p. 76).  English as a Western philosophy rewards those who develop a correct 

aesthetic appreciation; scientific rationalities and a disciplined, ethical subjectivity made in 

the British image, though it also makes resisting Western hegemony possible (pp. 77, 80).  

English as imperialism uses communication technologies to transmit its ‘memes’ to 

‘culturally diverse clients’ and clear the way for further business opportunities, facilitated 

by transnational organisations such as NATO, UNESCO, IMF, World Bank etc (p. 78).  

English as a commodity, for those who can pay for it, can open the way for those not happy 

with their homeland, to obtain citizenship in a preferred country (Singh & Singh, 1999, p. 

79).  And finally, English as a weapon is used in the ‘war on terror’ (Hadley, 2004; Edge, 

2003): 

To the extent that the dominance of English-speaking nations is to be imposed 
by force, English language teachers may now explicitly be perceived as a 
second wave of imperial troopers. We move in, following “pacification,” with 
the unspoken role, it can be argued, of facilitating the consent that hegemony 
requires, so that the fist can be returned to the glove (Edge, 2003, p. 703). 
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Before the armoured divisions have withdrawn from the city limits, while 
soldiers are still patrolling the streets, English teachers will be facilitating the 
policies that the tanks were sent to impose (Edge in Hadley, 2004, p. 2). 

Branson and Miller (2007) assert that the very process of standardising languages creates 

linguistic minorities, which then serves the interests of powerful elites (p. 131). And as 

soon as a language is standardised, mechanisms are put in place to police (as in policy) and 

penalise (as in assessment ratings) those who infringe its rules. As evidenced in the analysis 

of the TES in Chapter Five, there is no alternative to the monocentric Standard English 

discourse offered to Tasmanian students.  Harris, (in Pennycook, 2007) connects the myth 

of Standard English to self-fulfilling prophecy, concluding that the Standard English myth 

was invented to reinforce a Victorian brand of national idealism (p. 93). In the words of 

Willinsky (in Pennycook, 2007), Standardised English ‘was imagined as a civilising 

beacon, a light to guide lesser peoples out of their own dark ages’ (p. 93).  For English to 

exist requires strategies of exclusion to determine what English isn’t (p. 109), which 

simultaneously excludes non-Standard English speakers.  Makoni and Mashiri (2007) argue 

that the status of a language and the status of its speakers is interdependent, such that to 

change the status of a language requires that the status of its speakers be addressed at the 

same time (pp. 83, 84).  This argument holds social justice implications for the students of 

English as constructed by the TES. 

McNamara (2005) asserts that not only language, but language cues such as dialect and 

accent are always used to place people into particular social categories (p. 355) that have 

material effects. Standard English as a biopower technology, discriminating and stratifying 

students, ranking them in terms of A-E twice a year (DoE, Tas. Reports, online), reproduces 

and maintains cultural and linguistic privilege.  It provides a competitive edge to native 
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speakers and those whose parents can afford to pay for extra tuition, and is an effective 

handicap to those precluded from demonstrating linguistic and academic competences in 

other languages and dialects.  Fluency in Standard English requires communities of practice, 

which are not generally available to the same extent for non-native speakers.  For this 

reason, a particular Standard English can never comprise a level playing field - as assumed 

in the retributive social justice model - for a multicultural society or world, regardless of the 

pedagogies used to teach English skills.  Language as a social practice is a dialogic, dynamic 

process, and it is impossible to ‘keep up’ let alone have a competitive edge, without 

belonging to the relevant community. In this regard the retributive (business model) of 

social justice, which comprises a dominant ideological component of the TES’ normative 

assessment procedures, rewards the already privileged. 

Saltmarsh (2005) argues that the neoliberal rhetoric of maintaining academic standards and 

ensuring accountability, dominant themes in the TES, comprise covert forms of racism 

deployed in an endeavour to protect national interests in a global economy.  Drawing on 

Foucault, Saltmarsh posits that Standard English is also used as a technology of power for 

ensuring maximum surveillance and visibility of international non-native speakers of 

English, comparing them unfavourably in English and moral areas with native speakers.  

Alternatively, for some Australian citizens, the academic success of certain groups of Asian-

Australian students is contributing to racialisation problems, raising the competitive stakes 

with other groups in Australian society and inciting some mainstream middle class parents 

to buy extra tutoring for their children (Wu & Singh, 2004).   
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Typically Aristotelian, ‘Clever and kind’ is the rallying motto of Tasmania’s current 

Minister of Education, the Hon. David Bartlett (Stedman, 200820), who has committed to 

efforts to improve educational opportunities and outcomes for all students (Bartlett, May 

29, 200821). For Aristotle, learning comprised the development of two dispositions – justice 

and practical intelligence (MacIntyre, 1988, p. 115). ’Clever and kind’, it seems, is a good 

match. For Aristotle, ‘justice’ was seen as the opposite of greed, which Aristotle termed 

‘Proportional Distribution’ – not equal distribution which was  regarded as unjust, but each 

person receiving what they merited (Phil20, 2004). This notion equates more so with Gale 

and Densmore’s (2000) retributive justice than with the distributive justice model.  The 

second type of justice for Aristotle, centred on law-abidance, and was concerned with 

contractual property transactions and rectification - fair exchange and restitution (Phil20, 

2004) - essential legislation for a capitalist system.  Aristotle was not an advocate of a 

welfare state that distributed on needs alone, without taking into account desert 

(Nicomachean ethics, Book 5). Though Richter (2004) argues that Neo-Aristotelian welfare 

reform is more just than the neoliberal version in that it focuses on promoting people’s 

capabilities through education, arguably the opportunities to develop these capabilities 

depends on socio-economic status and meritocracy in both systems. 

Benjamin Baez (2006) argues that ‘merit’ is an institutional, and hence discursive construct 

that cannot exist outside the institutions that use it (p. 996).  It exists only as it is 

legitimated by moral, scientific, and institutional discourses that create, 
police, and use the concept to ensure and justify the institutional 
arrangements that support these discourses (p. 997). 

                                                
20 Bartlett’s ‘Clever and Kind Vow’.  Mercury News Article, 14th June, 2008. 
21 Partnership Signed With AEU.  Tasmanian Government Media Release. 
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Baez defines ‘merit’ as referring to deserving individuals, while ‘meritocracy’ ‘denotes a 

political system premised on individual merits’ (p. 998). Meritocracy, also known as 

retributive social justice, as a central tenet of neo-Aristotelianism, and a sorting strategy 

argued above to inform the TES, presumes an inequitable social order (p. 1002) and 

maintains existing systems of privilege based on wealth and dominant cultural belonging. 

Aristotle is recognised, not only as the Grandfather of science in Western traditions, but 

also as a key figure in the rhetoric of classification and hierarchy (Inoue, 2005, p. 11).  

According to Inoue, the Enlightenment project to ‘master the world through scientific 

codification and stratification’, as exemplified in the TES, follows Aristotle and the 

religious practice of justifying virtue and truth from texts (p. 11).  Enlightenment discourse, 

building on Aristotelian traditions of knowledge and rationality, institutionalised the 

concept of race and the hierarchy of races, justifying colonial endeavours and racial 

subordination by equating skin colour and other physical characteristics with rational 

capacity (pp. 16-21).  For Aristotle, slaves and the ‘lower breeds of men’ were essential for 

performing lower/manual work in the world so that the morally and rhetorically superior 

could pursue their merited aristocratic lifestyles (Inoue, 2005, p. 16; Aristotle, Politics, 

Book 1:V ).    

Vardy (2003), as noted earlier, is representative of the main tenets of Neo-Aristotelian 

philosophy specifically applied to education. He espouses the Aristotelian view of a 

common human nature with potential for individuals to develop into full human beings if 

given appropriate training in requisite skills, understandings and attributes, as also 

acknowledged in the TES (DoE, 2007, p. 10; Vardy, 2003, p. 29).  From the standpoint of a 

common human nature, Vardy discusses obstacles to becoming fully human.  A physical 
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defect limits, but does not prevent an individual actualising their potential (pp. 38, 39).  

However, a person may choose to be less than they were intended to be, and Vardy uses the 

illustration of a musically gifted child who neglects dedicated practice (p. 39).  Nothing is 

said of the child whose musical talents are never discovered/constructed because they don’t 

have access to musical instruments or tuition. For Vardy, it is natural that those who can 

afford it will buy advantages for their children, even to the point of genetic engineering (pp. 

48-67).  

Once money is allowed to buy certain categories of advantage, it is difficult to 
argue that other types of advantage should be ruled out.  The claim that 
parents should not have the chance to buy private education for their children, 
private health care for themselves or other privileges, is impossible to 
maintain … Even in a supposedly egalitarian society, those at the top of the 
power heap will ensure that their children have advantages that others do not 
enjoy.  The theory of equality is a splendid one, but it simply does not work in 
practice (Vardy, 2003, p. 67). 

Darwin’s ‘survival of the fittest’ is also accepted by Vardy (2003) as the most plausible 

theory for evolution, which Vardy extends to human progress through the use of human 

reason (pp. 70, 71).  For Vardy, if every person has a common human nature and potential, 

the exercise of potential involves freely choosing whether one will be content to be a fully 

grown human animal or to ‘become something great by realising the common potential that 

all human beings share’ (p. 141).  Again, there is no acknowledgment that poverty or other 

key social-economic dynamics compromises human potential; only that wealth buys 

advantages. Neither is there recognition that socio-cultural discourses construct what is held 

to be ‘progress’, marginalising certain expressions of human behaviour.  Poverty, likewise, 

is not mentioned in the TES.  So while for Vardy, as it seems to be in the TES, no blame is 

attached to physical ‘defects’ that limit human potential, an individual, nevertheless, is 



  132

assumed to have control over whether they reach their potential or not, and therefore merit 

equal or unequal access to, and distribution of, resources. 

Steven Selden (2000) who interrogates the link between the U.S. eugenics movement and 

the school curriculum in the 20th century, points to the centrality of meritocracy used to 

empower the already powerful and to disadvantage the already marginalised (p. 236).  

Seldon describes Eugenics in 20th century U.S. as a form of normalisation aimed at 

promoting a competitive state with high levels of human capital. To encourage ‘fitter 

families (p. 242) and more children of ‘goodly heritage’ (p. 237) it was even suggested by a 

prominent educator in 1929 that parents should be paid a bonus for children who test above 

a set standard (Hollingsworth in Selden, 2000, p. 249). Currently in Australia, parents 

receive a flat rate bonus for the birth of a baby (indexed on 20th March, 2008 at $4,258), 

while the reward for significantly raising the academic levels of students is being proposed 

for teachers (Ingvarson, Kleinhenz & Wilkinson, 2007).  Similarly, the Federal government 

has embarked upon introducing legislation that would suspend a family’s welfare payments 

where their children do not attend school – the undeserving poor. It is to be trialled at 

Cannington, West Australia, with 1000 parents from a range of backgrounds, including 

indigenous Australians, and is a joint venture with the West Australian government 

(Macklin, 2008). The common denominator between the recipients, it seems, is that all are 

characterised and marginalised by their possession of subordinated economic, cultural and 

social capital.  The official Maklin (2008) discourse illustrates many of the features I have 

argued to be counterproductive in the literacy education of marginalised students. 

First there is, like George Bush’s No Child Left Behind policy (Tamatea, 2008b), the 

military metaphor, setting the battle scene: good government officials who must use ‘tough 
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love’ ‘armoury’ to save the innocent children from the bad parents.  So the children’s 

inclusion at school comes at the price of their family’s exclusion and discipline.  The school 

Principal is in the position of power to determine if the parents are worthy of receiving 

welfare benefits, which obliterates any possibility of parents as partners in their children’s 

education.  The voice of the parents is totally silenced while others decide what is in their 

best interests: 

... what we’re going to do is make sure for those parents who, in this area, are 
receiving welfare payments from the Commonwealth, that we make sure that 
their children are both enrolled to go to school and are attending school on a 
regular basis (Maklin, 2008, para. 3) 

We want to break the cycle of welfare dependency.   The best way is to make 
sure someone has a job.  The best way of getting a job is to have an education 
(McGowan in Maklin, 2008) 
This is a tough love approach.  In a way this has been cruel to be kind to some 
people.  But the important thing is to make sure that young people are 
attending school and this initiative, we think will be an important way of 
getting to that outcome (McGowan, in Maklin, 2008).

Getting children to school is not the most important thing.  Creating an environment where 

children can learn in a supportive, respectful atmosphere, and where both they and their 

families are valued, arguably is what counts in effective education. There are many children 

who regularly attend school without appropriating its promised advantages, and to set up 

such an adversarial context for targeted disadvantaged students is to invite failure and 

further marginalisation. It seems, though, that when yet another ‘civilising mission’ fails, 

blame will fall on the children themselves. 

As it stands, no one is asking, nor listening to the issues from the perspective of the ones 

whose lives are being determined by yet another plan to ‘save the children’.  Yet echoes of 
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Aristotle are heard in the government rhetoric of using political power to increase the 

productivity and virtue in those ‘born to be ruled’: 

For that some should rule and others be ruled is a thing not only necessary, 
but expedient; from the hour of their birth, some are marked out for 
subjection, others for rule (Aristotle, Politics, Book 1:V). 

A question may indeed be raised, whether there is any excellence at all in a 
slave beyond and higher than merely instrumental and ministerial qualities - 
whether he can have the virtues of temperance, courage, justice, and the like; 
or whether slaves possess only bodily and ministerial qualities. … Now we 
determined that a slave is useful for the wants of life, and therefore he will 
obviously require only so much virtue as will prevent him from failing in his 
duty through cowardice or lack of self-control (Aristotle, Politics, Book 
1:XIII).  

Current appeals to Aristotelian notions of citizenship, from the perspective that liberalism is 

morally bankrupt and has nothing to contribute to a discourse on civic virtue and 

citizenship, resonate with religionists and neoconservatives because their neoconservative 

goals can be achieved without accusations of religious bias and bigotry.  Collins (2006) 

depicts the current right-wing disillusion with enlightenment liberalism, particularly since 

September 11, 2001 (p. 1), leading to security becoming more important than freedom, and 

a renaissance of Aristotelian ethics (p. 2).  But what is also interesting in relation to this 

broader socio-economic and political context, which frames the arguably Aristotelian 

informed TES, is that Aristotle’s views founded on pre-liberal political authority also 

disdained democracy as a ‘deviant regime’ and reserved inclusion only for citizens (Collins, 

2006, p. 3). This selective citizenship excluded those who for socio-economic reasons and 

place of birth were poor and/or could not match the level of persuasive rhetoric required to 

discuss philosophical ideas (Inoue, 2005).   
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Thus it is worth noting, that for some on the right, the current ‘attack’ on liberalism is 

associated with a desire for a theocracy even if, paradoxically, a theocracy was to be arrived 

at through liberal democratic processes (Baxter, 2003).  George Pell, a conservative 

Australian Catholic Cardinal (in Bruce, 2007) refers to this style of government as 

‘normative democracy’, which Bruce claims is much more reassuring than ‘fascist 

theocracy’, ‘religious dictatorship’ or ‘Taliban’.  However the end result is the same - 

obedience to the moral dictates of the church and subservience to those in power. 

This potential disdain for democracy notwithstanding, Aristotle, like the TES, also regards 

teacher effectiveness as a crucial factor in student success or failure (DoE, 2007, pp. 5, 10).  

The conservative Liberal Government (1996 to November, 2007) frequently berated and 

attributed the assumed literacy crises to teacher inadequacies (Comber, 2004, p. 5). In 

contrast, the current Labor government has put the emphasis on the positive side of the 

good/bad teacher binary and has inscribed ‘Effective Teacher’ subjectivities in what I have 

argued to be a Pastoral (Neoconservative) discourse, after Foucault’s Pastoral Power model 

of governmentality (Foucault, 1982). The Tasmanian English Syllabus reproduces this 

discourse and effective teacher binary as a dominant reading (DoE, 2007, p. 10). The next 

section explores this in more detail.

Social Justice and the Effective Teacher as a Pastoral Power Discourse 

In sum, Pastoral Power is benevolent and concerned with the welfare of individuals and 

groups under its control. However, it is a disciplining power that normalises and constrains, 

disadvantaging those who do not conform to its positivist discourse.  Based on a Protestant 

Christian model of organisation and management, Pastoral Power incorporates a wide 

variety of surveillance techniques, including confession, production of truth, technologies 
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of the self and individualisation, all of which lead to student objectification and positioning 

(Foucault, 1982).   

For Edelsky and Cherland (2006) the concept of justice in the liberal-humanist view is also 

promoted through exemplary and inspiring teachers (p. 29).  While reading and writing in 

the Liberal-humanist discourse are portrayed as personally empowering tools, and literature 

is inscribed with the capacity to foster empathy, it is the effective teacher who makes the 

difference by moulding the child’s mind ‘to get every individual to act fairly, so that 

injustice will end’ (p. 29). The Pastoral Power ‘Effective Teacher’ discourse of the 

Tasmanian English Syllabus sits comfortably within this model, with an emphasis on 

disciplinary technologies and technologies of the self to steer individual subjectivities 

towards ‘certain’ ethical and productive ends (DoE, 2007, p. 7). This is seen as necessary for 

the new times and technologies that require an appreciation of legal and ethical 

responsibility and behaviour (p. 67), which may present ethical dilemmas that have no 

precedents to draw on. 

As noted in the analysis of the TES presented in Chapter Five, students are represented as 

needing to learn particular skills and understandings that are characteristic of White 

Western rationalities and ‘manners’ – analytical and classification skills, negotiation, 

collaboration, self-reflection, appropriate body and facial gestures to match particular 

communicative purposes, voice control, independence, self-direction and appropriate and 

ethical behaviours for various situations.  All of these skills and understandings are to be 

firmly embedded in ‘correct’ Standard English, used ‘appropriately’ in ‘persuasive’ ways.  

This is not to be left to chance or discovery learning.  The teacher’s role is to know his/her 

students’ individual characteristics and explicitly teach to each and all students’ needs (pp. 
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5, 10).  These monolingual Standard English speaking teachers (no others are mentioned) 

have the pastoral responsibility of protecting, guiding, caring for, explicitly teaching and 

individualising students against the monocentric English standard (p. 10).   

For Aristotle, education into the virtues, which equate with the specific rationalities and 

manners elaborated in the TES, requires discipline and self-mastery in order to effect the 

transformation of desires and feelings (MacIntyre, 1988, p. 109).  Recognising that training 

may not be experienced as rewarding at the time, Aristotle’s students were encouraged to 

accept that only when they became virtuous persons would they appreciate how it 

contributes to their happiness and human fulfilment (p. 109). To be uneducated was to be 

unable to judge what was good for oneself (p. 110).  In a similar manner the TES spells out 

what the good life is and commissions teachers to ensure that all students attain it by being 

acculturated into a discourse of discipline and self-mastery.   

Robert Bellah (in Curry, 2007), a sociologist who is frequently cited in relation to debates 

about civil religion in society, believes that it is generally accepted that a society needs 

common moral understandings in order to be cohesive and viable (p. 4).  ‘Civil religion’, 

differentiated from either religious or government organisations, is designed to perform a 

unique function, being neither ‘the province of church or state’, yet operant in both, 

unifying and motivating citizens towards national political goals (Curry, 2007, p. 8).  Curry 

posits that civil religion requires a delicate and difficult balancing act, with skilful 

manipulation of both sacred and secular language. In recent times, however, the balance 

has moved more towards the ‘secular’ religious end with civil religion (re-)transforming 

into pastoral power (p. 21).  
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Whereas the role of civil religion is to unify a population, the role of pastoral power is to 

control it (Curry, 2007, p. 21). Citing Foucault, Curry (2007) explains how for Plato, the 

Statesman-Shepherd’s actions, and not the makeup of the herd, were the crucial aspects for 

good governance and welfare (p. 22).  Similarly in the TES, the teacher-shepherd is held 

accountable for the sheep, whose needs they come to know, but also construct through 

individualising and normalising processes. This individualising power, comprising 

‘constant, individualised and final kindness, that ensures that each and every one of the 

sheep are fed and saved’, was for Foucault, specific to ‘pastorship’: 

… shepherdly kindness is much closer to ‘devotedness’. Everything the 
shepherd does is geared to the good of his flock. That’s his constant concern. 
When they sleep, he keeps watch. The theme of keeping watch is important. It 
brings out two aspects of the shepherd’s devotedness. First, he acts, he works, 
he puts himself out, for those he nourishes and who are asleep. Second, he 
watches over them. He pays attention to them all and scans each one of them. 
He’s got to know his flock as a whole, and in detail. Not only must he know 
where good pastures are, the seasons’ laws and the order of things; he must 
also know each one’s particular needs (Foucault, 1979). 

Foucault (1982) considered pastoral power a response to the potentially dangerous 

‘excessive powers of political rationality’ that grew out of the Enlightenment (p. 210), such 

that pastoral power can be seen as a way of moderating the excessive powers of market 

rationality in current society.  But, if as Aristotle claimed, that ‘persons only become moral 

agents if others train them to develop certain habits and corresponding desires’ (Schwartz, 

1979, p. 101), it could be asked: can we ‘sensibly demand that individuals be educated to be 

creators of their principal aims?’ (p. 101).   

While Schwartz’s question implies that subjects have a choice not be trained by others, from 

a poststructuralist perspective, the implication cannot be sustained in practice.  Humans are 

discursively constructed from birth, by those in their social field, a process exacerbated by 
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media and advertising, which colonises from within by working on desires (Miguez, 2005, 

p. 6).  Consequently, the social justice issue is not that the education system, and the TES 

specifically, aims to discursively produce particular kinds of subjectivity, acculturated by 

White, Western, Christian rationalities; compliant; hierarchically positioned - through 

pastoral power technologies. Rather the central social justice issue emerges from the fact 

that only this limited range of subjectivities is acknowledged in the TES as valuable (as 

noted in Chapter Five), marginalising those from different traditions and linguistic 

backgrounds, and not allowing for alternate discourses to provide all students with other 

options, or alternative conceptions of the ‘good’.  Thus recognitive social justice seems all 

but absent in the TES. 

A Parable from Tasmania’s History 

Tasmania’s own White settlement history speaks poignantly to the issue of pastoral power 

from a different, yet relevant perspective. The troops and convicts sent to Van Diemen’s 

Land (now Tasmania), a British colony established in 1803, found lush grasslands and 

plentiful kangaroos, the result of careful land management by Tasmania’s Aborigines 

(Connor, 200822).  Reviewing James Boyce’s 2008 book on Tasmania’s history, Connor 

recounts how within a decade the convicts had become almost self-sufficient, wearing 

animal skin clothing and kangaroo leather footwear, and living in their owner-built wooden 

huts. Convict stockmen with sheep and cattle were able to develop a limited pastoral 

industry alongside existing Aboriginal land use, enjoying a lifestyle that ‘had echoes of pre-

industrial society in Britain and Ireland, enabling the convicts to enjoy a surprising degree of 

individual liberty’.   

                                                
22 The Far From Fatal Shore.  News Article, Australian, 2nd February, 2008. 
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Connor proceeds to explain how the British Government’s decision to establish a free settler 

upper class in what was to be a ‘Little England’, changed circumstances for both the 

convicts and traditional Aboriginal owners. Convict bushmen and Aborigines were 

dispossessed of land; convicts were prohibited from owning cattle and sheep, and were 

recruited as free labour; capital punishment was instituted and used mainly for stock theft, 

while the Aborigines were eventually removed to a reserve on Flinders Island.  These are the 

hidden skeletons (to use cliché) in ‘meritocracy’s’ cupboards, though even in much less 

violent situations, meritocracy trades on unearned privileges.  Thus even Tasmania’s history 

illustrates the fallacy of meritocracy as a fundamental social justice principle. 

Conclusion 

It has been argued in this chapter that the two models of social justice that underpin the TES, 

namely distributive liberal-democratic and retributive social justice, work in favour of those 

students already advantaged, by ascribing their identities positively and rewarding their 

dominant cultural capital. In contrast, while a distribution of baseline resources (liberal-

democratic social justice) for those deemed to need ‘remediation’ may appear benevolent, it 

comes at the cost of deficit identity ascriptions and the double consciousness of seeing 

oneself as ‘less-than’ one’s peers.  Recognitive social justice, which recognises and values 

other ways of being and knowing, preserves dignity and encourages both self-determination 

and more inclusive understandings of national identity, is absent in the TES. 

Arguably Tasmanians, as residents of the Whitest and most ‘English’ state in Australia have 

a greater need than those who live with more visible ethnic diversity, to consciously 

cultivate a more cosmopolitan mindset.  Satirists have often portrayed Tasmanians as having 

a problem even identifying with mainland Australians, and while this is a purposely-

stretched essentialism and stereotype for humorous ends, there is an element of truth in this 
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representation of Tasmania’s insularity and marginalisation of difference.  With regard to 

the TES, both insularity and the marginalisation of difference inform this text through a 

discourse and lexicon which constructs English as everyone’s first language.  Insularity and 

marginalisation surface in the TES through the relegation of ‘Other(ed)’ languages to the 

subservient role of fostering meta-linguistic skills in order to understand English better.  

They also surface through the expectation that all students can achieve preset standards, 

provided that ‘effective teachers’, equally inscribed by monolingual English competencies 

teach them.  Insularity and marginalisation surface in the TES as the belief that it is socially 

just to rank all students in relation to the dominant middle class culture’s rationalities and 

traditions, as though this constitutes a level playing field.  Moreover, these arguably unjust 

dynamics surface in the TES as the belief that only Standard English can facilitate a 

knowledge society, prosperity and personal fulfilment. 

Yet in spite of these critiques, there also seems to exist to some degree aspiration among 

politicians and educators to have an educated population that is genuinely both ‘clever’ and 

‘kind’.  There is no reason to doubt the sincerity of this ‘rhetoric’, because the future of the 

state depends, it is claimed, on the production of citizens who can use their intelligence to 

make their society and the world a better place.  In the TES context, and in the model of 

Aristotelian ethics propounded by Vardy, the emphasis has been on Aristotle’s concept of 

competitive, very selective, meritocracy; the very same disciplines and techniques that have 

reinforced inequities and injustices, and marginalised minorities, from the beginning of 

White settlement. The moral panic and fear associated with being ‘outsmarted’ and losing 

control in areas that have generated prestige, privilege and wealth in the past, are leading to 

a general ‘circling of the wagons’ in English-speaking countries such as Australia, which 

English-only movements and the TES reproduce. Consequently, while the TES aims to 
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foster citizens who can think globally and be ‘world contributors’ (DoE, 2007, pp. 7, 77), it 

does not even adequately address the diversity within its own state and national borders, as a 

precursor to engaging the diversity beyond Australia’s highly policed (against diversity) 

geo-political boundaries. 

In the next chapter, I focus on recognitive social justice as an alternative model for an 

English literacy curriculum response to living with difference.  I also explore alternate 

readings of Aristotelian ethics through the multilingual and intergenerational literacy 

practices of the Jehovah’s Witnesses Organisation, which recognises and values linguistic 

difference. Through a contrapuntal reading, various other Tasmanian education discourses 

are held in a dialectic-like relationship with the TES to uncover a space within the TES from 

which more socially just pedagogies and the high levels of achievement the TES aspires to 

might be achieved for all.  
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CHAPTER SEVEN 

Reading the Tasmanian English Syllabus for Socially Just 
Outcomes 

Postmodernism has made us all more aware of the role that language plays in 
construing our perception of reality, our knowledge claims, and our self-
justifying individual and collective narratives.   Post-colonialism has made us 
conscious of the negative legacy of the colonial and imperial past which has 
destroyed many indigenous cultures in its relentless pursuit of progress.  
Globalization has given rise to multi-national corporations that trade 
commodities, services, and intellectual properties across national borders 
through instant communication systems.  Nowdays, nation-states still exist 
and fight for their collective goals, but large scale migrations (be it forced or 
voluntary) as well as the communication and transportation revolutions entail 
that people of diverse cultures and traditions constantly interface with each 
other (Tirosh-Samuelson, 2007, p. 2). 

Introduction 

In Chapter Six it was argued that the Tasmanian English Syllabus comprises a response to 

concerns about maintaining market and educational privileges in response to the ‘rise of the 

rest’, particularly China, as well as an exercise in facilitating national cohesion through the 

preservation of ‘the enduring values and traditions of Australia’s cultural heritage’ (DoE, 

2007, p. 5). Singh (1990) identifies these ‘back to basics’ movements as ethnocentric 

perspectives concerned with assimilating non-English speaking background students rather 

than recognising them as ‘active citizens shaping, and being shaped by conflicting and often 

contradictory cultural forces’ (p. 159).  These ethnocentric discourses deployed in the TES, 

identified in Chapters five and six, parallel current socio-economic discourses pervasive in 

general society, namely those of neoliberalism and neoconservatism. It has been argued that 
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the dominant discourses in the TES are seemingly informed by Aristotelian (as bequeathed 

to Western Society by Islam) and Christian philosophies. 

The two dominant discursive regimes in the TES - ‘Monocentric English’ operating as a 

biopower technology and the ‘Effective Teacher’ as a pastoral power technology were 

identified as being linked to neoliberal and neoconservative discourses that not only offer a 

limited range of identities, but also reproduce the same social categories that have 

marginalised those from non-mainstream cultures throughout Australia’s White settlement 

history.  While the TES speaks of diversity, it is otherwise grounded, it has been argued, in 

a model of social justice that seems more likely to facilitate the opposite – namely 

assimilation. Yet this outcome seems to be contrary to the desired outcomes of other 

Tasmanian educational policy discourses such that these varying perspectives highlight a 

tension within the broad corpus of Australian and Tasmanian education policy.  

Contrapuntal reading, as defined in Chapter Four is literary analysis method that allows for 

consideration of various perspectives simultaneously, allowing readers to go back and forth 

between texts on the same theme. As will be demonstrated below, contrapuntal reading 

permits Eurocentric, neo-colonial and poststructural perspectives in texts to illuminate and 

enrich each other and expose silences and power (Singh & Greenlaw, 1998, pp. 195-196).  

Contrapuntal Reading  

By contrasting various voices and silences, contrapuntal readings can provide an 

‘elsewhere’ beyond harmonising competing or resistance narratives (Brown, 2003, p. 368).  

Thus, while English is presented in the TES as a monocentric discourse, other Tasmanian 

education discourses allow different aspirations to emerge.  The ‘clever and kind’ goal of 
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the Tasmanian Minister for Education, David Bartlett (Stedman, 200823), and the social 

justice rhetoric of the Tasmanian Education Secretary, John Smyth (2004; 1988) are such 

readings despite another recent Tasmanian ‘school reform’s divisive blunder’, as critiqued 

in a recent Mercury newspaper article: 

A Handbook explaining Tasmania’s planned education reforms has come 
under fire for excluding information for Aboriginal, disabled and migrant 
students …. Tasmanian Academy chief executive officer Mike Brakey said 
his organisation was fully inclusive for all students who aspired to university.  
But the Australian Education Union state president Leanne Wright said it was 
a terrible oversight.  ‘They’re either assuming students with those needs will 
not choose to attend the academy, or if they do, that they won’t need 
additional support’, she said (Rae, October 13, 2008). 

Nevertheless, intertextual discourses do inform readings that suggest an appreciation of, and 

possible commitment to, recognitive social justice.  For example, the anti-discrimination 

policy on the Tasmanian Education Department’s official website acknowledges Tasmania 

as the ‘most anglicised’ of all Australian states and recognises the challenges this poses for 

minority groups.  The website recounts Tasmania’s racial history without minimising or 

excusing marginalising, and even acknowledges violent behaviour towards those outside 

traditional constructions of Australian identity (White, Anglo, Christian).  There are urgent 

calls for culturally inclusive schools which are characterised as recognising first languages 

and ‘allowing’ (rather than fostering) their use; challenging racist resources and social 

structures, and encouraging a majority of students to study languages other than English.    

About Essential Learnings for All (DoE, 2005), a resource from Tasmania’s superseded 

curriculum policy24, provides even more inclusive discourses to juxtapose alongside the 

                                                
23 Bartlett’s ‘Clever and Kind’ vow.  Mercury News Article, 14th June, 2008. 
24 The Tasmanian English Syllabus officially replaced the Essential Learnings Framework: Being Literate 

(DoE, 2005b) in July, 2007.  However, the resource package on inclusion from the Essential Learnings 
Curriculum, Essential Learnings for All (DoE, 2005), is still regarded as an authoritative resource on this 
issue. 
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TES.  The discourse on equity argues from a social-democratic social justice position for the 

right for all Australians to a ‘fair share of the social goods of education … and the right to 

participate as respected equals’ (p. 11).  About Essential Learnings for All attributes the poor 

health and educational outcomes for Indigenous students to the consequences of White 

colonial policies, which not only impoverished the Indigenous population, but also now 

blames them for the consequences of this misfortune (p. 17).  About Essential Learnings for 

All further cautions that ‘how we construct children and young people as learners will affect 

how we relate to them and the goals we set with them’ (p. 17). 

Reading the TES contrapuntally allows for a reading through the anti-racism and inclusive 

discourses, which recognise and call for the construction of an Australian identity inclusive 

of difference, and in the case of NESB students, inclusive of their languages and ways of 

being.  Since the dominant reading of the TES does not offer ways of being apart from the 

Anglo-only subjectivity, contrapuntal readings of the TES, informed by Jehovah’s 

Witnesses’ perspectives may allow for the monolingual and monocentric discourses of the 

TES to be informed by more multilingual and multiethnic paradigms.  This, I argue, may 

lead to more just outcomes, grounded in recognitive social justice, as seemingly validated by 

About Essential Learnings for All in particular. 

Recognitive Social Justice 

As argued in Chapter Six, the Tasmanian English Syllabus is grounded in Liberal-

democratic distributive and retributive models of social justice. The TES focuses on 

individual needs and performance, defining needs against a dominant monocultural 

standard, which rewards those who through accident of birth or circumstances have been 

acculturated into the dominant ways.  While recognitive social justice within a school 
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situation is likely to have some overlaps with distributive and retributive social justice, it is 

a model also characterised by a number of distinctive features. While the focus of 

distributive and retributive models of social justice is on the distribution of goods, the 

recognitive model goes further and interrogates the systemic structures and dominant 

discourses that make redistribution necessary in the first place.  

Recognitive Social Justice challenges the two fundamental assumptions of the retributive 

model of social justice.  Contrary to the liberal-distributive and retributive models, the 

recognitive model does not consider the grounding of civic institutions upon the 

knowledge, skills, language and rationalities of one particular group in society to be 

inherently fair. Secondly, the recognitive model does not hold as the retributive and liberal-

distributive models do, that all students regardless of socio-economic and cultural 

background have the same opportunity to compete for the privileges attached to the 

knowledge, skills, language and rationalities of the hegemonic group.  Thus recognitive 

social justice unmasks the social structures, institutional policies and cultural politics that 

create disadvantage and privilege dominant groups (Humpage & Fleras, 2001, p. 41; Gale 

& Densmore, 2000, p. 18).   

Also of consequence to this discussion of recognitive social justice are the discourses that 

are able to transform the lives of those who have been marginalised and failed by the 

education system, and who are regarded as ‘at risk’ in current educational policies.  

Jehovah’s Witnesses, while privileging the dissemination of their religious message, in 

effect offer a very effective multilingual literacy education program for the very groups 

Tasmanian education finds challenging.  Moreover, because of the similarities in the TES 

policy and JW philosophy, different literacy outcomes are likely to be related to the 
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different conceptualisations of community, language, literacy and identity, which the 

following contrapuntal readings will highlight.  Jehovah’s Witnesses and the TES both 

subscribe to Aristotelian pedagogies for developing persuasive rhetoric; Western rational 

values; assimilation to the dominant culture and pastoral power technologies for 

constructing compliant, docile subjects.  Both JWs and the TES penalise non-conformity, 

position subjects according to their acculturation to dominant values, and encourage a 

‘double consciousness’ – seeing oneself through the eyes of others, whether that be God or 

a dominant socio-economic subjectivity.  Finally, both JWs and the TES are informed by 

the anticipation of ‘new times’ which requires preparation and adaptation in current times, 

which are generally represented as being problematic, not only for gaining a competitive 

edge, but for survival as a viable society. 

A Contrapuntal Reading of the TES informed by Jehovah’s Witnesses’ 
Perspectives 

As argued, the religious-secular divide is a false dichotomy. Western rationalities are 

grounded in Judeo-Christian, and Greek philosophy via Islam, a partnership, which 

according to David Noble (1998), has been advantageous to ‘Western progress’.  For Noble, 

religion and technology have always been intertwined, with the religious imagination acting 

as a ‘feedforward loop’ to propel the realisation of apocalyptic vision, namely, extending the 

modernist obsession with control to overcoming morbidity and mortality.  Geraci (2008), for 

example, who explores the relationship between envisaged technological futures and 

religion, defines ‘apocalypse’ as a literary genre in the form of prophetic vision, in which 

God reveals the imminent, victorious end of the battle of good over evil (p. 140).  Moreover, 

the vision assures the marginalised followers of this God that their subordinated status will 

be reversed, so the discourse becomes, as Geraci depicts, ‘a favourable religious alternative 
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to cultural submission’ (p. 143).  The Book of Revelation in the Bible assured the persecuted 

Christians in the first century Roman Empire of a time when God would wipe away their 

tears and abolish death, pain and sorrow (Revelation 21:4).  The Millenarian movements in 

the nineteenth century ‘Second Great Awakening’ (which included JWs) claimed prophetic 

reinterpretations of Revelation specific to their time, identifying various oppressive beasts 

and anti-Christs, who along with their followers would eventually meet their fate in the Lake 

of Fire or an Armageddon (Fogel, 2000; Underwood, 1993; Revelation 20:15; Revelation 

16:16).  God would then usher in the ‘new times’ and a kingdom where people from all 

tribes and nations would dwell in peace and happiness forever (Revelation 21).  But while 

Geraci (2008) asserts that ‘this eschatological world leads nowhere and never evolves’ (p. 

144), it has not been without its material consequences in this life. For both 

science/technology, and religion, the apocalyptic discourse has spurred efforts towards self-

fulfilment of prophecy – to transcend morbidity and mortality through specific measures to 

extend human potential. This dynamic is not without implication for a contrapuntal reading 

of the TES grounded in Jehovah’s Witnesses’ ideals and practices.  

Human Potential 

Achieving ‘potential’ in the TES is correlated with the acquisition of skills and 

understandings that lead to ‘fulfilling life and career pathways’ (DoE, 2007, p. 10) which 

Tirosh-Samuelson (2007) posits is an Aristotelian, religious model of ‘well-being’ (p. 7). 

The conceptualisation of happiness, according to Tirosh-Samuelson, is the distinguishing 

feature between the Liberal-(Trans)humanist and religious trajectories of ‘achieving 

potential’. For technologically progressive (Trans)humanists, happiness is a subjective ‘well-

feeling’ that science and technology can amply cater to with consumerism, genetic 

engineering and chemical substances, while in contrast, the Aristotelian model depends on 
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ability to reason and know the ‘truth’ (p. 7). It is  worth  noting, however, that 

NeoAristotelians such as Vardy (2003) combine aspects of Transhumanist and religious 

discourses of ‘human potential’, accepting the possibility that wealthy parents will be able to 

buy genetic advantages for their children that the less advantaged will not have access to (p. 

67).  Jehovah’s Witnesses, while rejoicing in ‘the truth’ and their ability to share it with 

others through persuasive rhetoric, add three requirements for happiness: keeping one’s life 

simple; personal dignity through seeing oneself through God’s eyes, and hope – the 

confident expectation and anticipation of a good future, regardless of current circumstances 

(Watchtower, March 1, 2001, pp. 4-7).   Thus, while both the TES and JW discourses are 

grounded in Aristotelian concepts of ‘happiness/potential’, the TES stresses the ‘responsible’ 

use of technology (DoE, 2007, pp 50, 66), while JWs on the other hand, are sceptical of 

human efforts to create a better world. Thus reading the TES contrapuntally, informed by JW 

perspectives, might mean recognising that technological progress could lead to human 

destruction as well as human enhancement.  Moreover, when human potential for destruction 

exceeds the defensive options, the only way forward may be through respectful relationships 

and the responsible use of technology as the TES enjoins, otherwise human extinction will 

make technological progress irrelevant. The twelve instances of the use of the word 

‘technology’ in the TES refer to using technology responsibly, ethically and legally, which in 

all cases relate to ownership of information and copyright.  However, by allowing the 

contrapuntal streams cited above to inform broader conceptualisation of ‘responsible’ and 

‘ethical’ in the TES, an alternate reading may indeed be one more commensurate with the 

equity and respectful relationships implied in recognitive social justice. 
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Political Regimes and Discrimination 

In a study of regime types and discrimination, Fox and Sandler (2003) disrupt the intuitive 

view that democratic states are more tolerant and less discriminating of ethnic and ethno- 

religious minority groups. Using a cross-sectional analysis of the autocracy-democracy 

continuum, Fox and Sandler’s findings lead them to conclude that, as Bader (in Fox & 

Sandler, 2003) posits, liberalism’s espousal of religious neutrality ‘is really a cover for a bias 

in favour of the dominant religion’ (p. 471).  Moreover their data reveals that since liberal 

democracies are committed to a set of values they believe supersede competing values, 

liberal democracies are in effect a civic religion (p. 483).  Accordingly, liberal democracies 

are tolerant of many diverse groups, as long as they are willing to accept the liberal 

democratic value system (p. 483).  Thus while both the TES and JW discourses are based on 

Western Christian middle class moral values, reading the TES contrapuntally, informed by 

JW perspectives on egalitarian ethnic relationships, may extend the TES notions of 

reflection, negotiation and collaboration (DoE, 2007, p. 6) to ‘third space’ thinking, allowing 

currently subordinated knowledges and subjectivities to share in shaping learning 

trajectories. 

Information Equalisation 

In an information age, large gaps between the information rich and information poor lead 

to material consequences and different life opportunities (Rucinski, 2008). While 

Rucinski (2008) asserts that many studies have replicated the ‘knowledge gap 

hypothesis’ and the resulting inequities, Rucinski’s own preliminary analysis in a U.S. 

context indicates that race and Latino ethnicity are mediating factors in knowledge and 

socio-economic disparities.  This is of particular concern in a technological age where 

access to information depends on being linked into networks that are not available for all 
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to the same extent.  When linguistic differences are added, those who are illiterate, or 

literate in non-dominant languages, are further disadvantaged in general society.  

Jehovah’s Witnesses, by making resources available in over 430 languages (Watchtower 

Bible and Tract Society, August 15, 2008, p. 25), not only allow persons from all 

socioeconomic classes, but from many different ethnic groups to access the same 

information in the language they understand best. This equalisation of information 

fosters meaningful intercultural and interethnic interaction, allowing members across 

ethnic groups to connect in respectful, trusting relationships (Flomo, 2008).  Reading the 

TES contrapuntally, informed by JW perspectives, might mean recognising that 

‘studying texts that represent the diversity of human experience … [to help] students to 

understand themselves, others and the world in which they live’ (DoE, TES, 2007, p. 5) 

may require reading multilingual texts that in a multilingual world facilitate students 

becoming  ‘world contributors’ (TES, p. 7). 

A Common Language 

Jehovah’s Witnesses espouse only one superior, common language, which is referred to in 

their translation of the Bible as the ‘Pure Language’ -  the discourse of ‘calling on the name 

of Jehovah’ and ‘working shoulder to shoulder’ (Zephaniah 3:9, New World Translation of 

the Bible, available on the Watchtower Official Website).  All other languages are deemed 

subordinate and as equal in value and function. Moreover, at least as early as 1975, JWs 

accepted the understanding that there were no ‘primitive’ languages: 

A New York “Times” review of the recent book “After Babel,” by University 
of Geneva Professor George Steiner, reveals something of the enormity of 
language difference today. It points out that there are more than 5,000 distinct 
tongues used by mankind earth wide. Notable is the fact that the languages of 
some of the “primitive” peoples of earth are actually very complex, in some 
aspects more complex than those of people considered better educated. Thus 
the book shows that “starving bands of Amazonian Indians” in describing 
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their situation may use more verb tenses than the famous Greek scholar Plato 
had at his disposal (Watchtower, August 1, 1975, p. 464). 

In theorising the current decline of linguistic diversity, Scanlon and Singh (2006) list several 

factors that either foster maintenance or decline of languages, and for each of these factors, 

JW practices work in favour of fostering language evolution.  Expansion of vocabulary to 

meet current existential needs, mediating languages through print and digital modes, and 

monthly magazines translated by members of authentic communities of practice in the 

various languages, promote continued development of linguistic structures in over 430 

languages, enabling them to be used ‘for complex life processes’ (Scanlon and Singh, p. 10).    

Scanlon and Singh in arguing that the imposition of English onto native populations is an 

assimilatory strategy, identify an 1887 quote by Atkins: 

Through sameness of language is produced sameness of sentiment, and 
thought; customs and habits are assimilated in the same way, and thus in 
process of time the differences producing trouble would have been gradually 
obliterated …. Uniformity of language will do this – nothing else will (in 
Scanlon & Singh, 2006, p. 12).   

However, Jehovah’s Witnesses demonstrate that sameness of language is not necessary for 

unity and cohesion; that linguistic differences do not ‘produce trouble’, and that 

multilingualism is a much less violent way of disseminating ‘common values’ across 

different ethnic and linguistic groups.   

Of particular concern to Scanlon and Singh (2006), though, is the link between declining 

linguistic diversity and biodiversity, such that ‘where language and cultural diversity are 

under threat, so too are the natural environments and plant and animal species’ (p. 17).  In 

consensus with Lo Bianco (2008), Scanlon and Singh (2006) lament the fact that schools are 

not very good at  maintaining or ‘bringing forward’ (in contrast to preserving) languages, 

and that linguistic diversity needs to be moved beyond the school to wider social and 
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economic institutions (Scanlon & Singh, 2006, p. 20).  Reading the TES contrapuntally, 

informed by JW perspectives, may mean reading the LOTE statement (DoE, 2007, p. 7) with 

more inclusive renderings of ‘first language’ and ‘literacy’: 

Languages (LOTE) [Languages other than one’s first language] are part of 
the English-Literacy curriculum area because they strongly support the 
development of literacy, language and communication skills.  When studying 
a LOTE [language other than their first language], students make 
comparisons, recognise patterns, and view their first language [not necessarily 
English] from a different perspective (reinterpreted LOTE statement, p. 7). 

Intergenerational Programs 

In one of the largest national studies of American teenagers, across all the major religious 

traditions, Smith & Denton (2005) found that the disconnection of youth from the adult 

world has adverse effects on their socialisation, self-destructive behaviours, and transition 

to adulthood (p. 191; pp. 218-258).  Using a variety of sociological measures of religious 

vitality and salience – moral directives; spiritual experiences; role models; community and 

leadership skills; coping skills; cultural capital; social capital; network closure and 

extracommunity links - the findings showed that intergenerational interaction appears to be 

a key factor in emotionally healthy youth, and ‘American religion is one of the few major 

American social institutions’ that provides this interactivity on a consistent basis (p. 246).  

Thus it can be posited that the intergenerational format of JW literacy strategies is a major 

contributing factor to the excellent literacy outcomes of socially marginalised groups who 

associate with the Jehovah’s Witness organisation. The TES by describing the ‘Effective 

Teacher’ as one who ‘establishes and nurtures effective partnerships with parents and the 

school community’ (p. 10) and enables ‘parents and carers to better understand and 

support student learning’ (p. 11) can thus also be read as authorising intergenerational 

‘family literacy’ programs. 
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Inge Kral (2008) asserts from her research on literacy in indigenous communities, that what 

people do with literacy in their communities is more significant than what they learn in 

school, in terms of literacy status, such that again, intergenerational interaction emerges as a 

vital component of successful educational programs:

More attention should be given to community literacy activities in remote 
Indigenous communities. This could involve supporting ‘family literacy’ 
activities, professional development for ‘literacy brokers’, more homework 
centres, and developing strategies for Indigenous learning centres. Everyday 
literacy practices should be encouraged in remote Indigenous communities, 
by making literacy materials available through the establishment of 
community libraries, and by increasing storage spaces for literacy materials 
(Kral & Falk, 2004, p. 2). 

Professor Ian Hay, Dean of Education at the University of Tasmania, Launceston Campus, 

also shares the commitment to a ‘Whole Community’ approach to educational intervention 

(Scanlan, March 13, 2007).  In a multidisciplinary project, in which he participated - The 

Pathways to Prevention Project - fellow researchers concluded that: 

outcomes for children are intimately bound up with the wellbeing of their 
families and the connectedness of children and families to societal institutions 
such as schools (Homel & Freiberg, May, 2007). 

  

Not only intergenerational, but ethnic – specific programs, which allowed parents and 

children to connect with their heritage, contributed to the success of the Pathways to 

Prevention Project (Homel et al, 2006, p. 20). For indigenous families, ‘culturally 

appropriate’ parenting education was implemented with the aim of decreasing negativity 

towards the state education system, and to provide tips on helping children succeed at 

school. These strategies were considered successful in overcoming some barriers to 

children’s learning (p. 20). 
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A Harvard research project that evaluated Family Literacy programs found that despite good 

intentions, many programs undermine the very families they attempt to help (Caspe, 2003, 

p.3).   Caspe (2003) outlines four dominant discourses and possible alternatives (pp. 3-4): 

Table 5:  Evaluation of Family Literacy Programs and Suggested Alternatives 

Problems with current models of Family 
Literacy Models 

Suggestions for modifying current models of 
Family Literacy programs 

The Deficit Model 

•  Based on the premise that low-
income parents are deficient in 
parenting skills, literacy practices 
and knowledge to support effective 
child learning; 

• Parents are assumed to require 
education, direction and regulation 
to foster their child’s progress in 
literacy; 

• Culturally specific and prescriptive 
literacy practices are imposed on 
families regardless of cultural 
relevance and existing literacy 
practices. 

An alternate practice might be to focus on 
what parents are already doing, and in 
collaboration with parents devise programs 
that reinforce and support parental knowledge 
and skills. 

The Research Vacuum 

•  Little research exists to define 
effective ways of working with 
families for developing literacy 
skills; 

• There is no evidence to show that 
intergenerational programs are 
more cost and educationally 
effective than separate programs for 
adults and children. 

Policies that promote family literacy need to 
invest in the time and resources to document 
and evaluate programs. 

There is still much to learn about specific 
program factors that bring about literacy 
change in children, adults and families. 

The silent Gendered Discourse 

• Family Literacy programs usually 
focus on women and the domestic 
sphere, reproducing traditional 
family stereotypes. 

Feminist theories argue that mothers should 
be empowered to question the role of 
authority, recognise the importance of their 
own personal experience and knowledge, and 
explore the perspectives of the different races, 
class and culture.  Mothers become action 
researchers and explore their own and their 
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children’s reading behaviours, and then use 
this knowledge to inform a curriculum for 
teaching reading and writing to their children. 

The Missing Social Constructivist 
Perspective 

•  Family Literacy Programs are 
divorced from their social and 
political contexts, focused only on 
skills related to the dominant 
standard language 

Meaningful literacy must relate to the way 
people produce, transform and make sense of 
the world. 

Family Literacy programs should promote 
self-determination and participant control. 
Moreover, Family Literacy programs should 
centre on issues that are important to 
participants, and through a process of 
dialogue, be socially transformative. 

As can be seen from Table 5, which outlines the ‘what is’ with regard to literacy education, 

and also the ‘what might be’, the ‘what is’ seems grounded in particularly narrow 

conceptions of social justice.  The programs investigated by the Harvard Research Project, 

which included Australian examples, operate from deficit, compensatory perspectives, 

viewing parents as the problem and an obstacle to their children’s literacy development 

unless they can be assimilated into White middle class ways of languaging. To these 

programs, the TES as a monocultural English discourse offers no other alternative. In 

contrast, Recognitive Social Justice, elements of which are enacted by the JWs, respects and 

values other ways of being and knowing, and enables parents, through appropriate 

resourcing, to inform and manage their own Family literacy programs.  ‘Effective Teachers’ 

in the TES who ‘establish and nurture partnerships with parents and the school community’ 

(p. 10) such that parents confidently participate in literacy activities with their children, can 

be said to be teachers informed by recognitive social justice. 
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Weinstein (1998) also found in her research, that one of the difficulties for immigrant 

parents is the tension generated by the different pace of English language acquisition 

between parents and children. Weinstein asserts that as children become more fluent in 

English than their parents, a role reversal occurs with children placed in the position of 

having to translate and solve problems for the parents. This is very disempowering for 

parents, and leads to unhealthy parent-child relationships.  It is not just a case of parents 

needing to accept ‘Australian ways’ for their children, as was expressed by some participants 

at a recent UTAS (2008) conference, but a respect issue.  When the roles of children and 

parents are reversed, there is a danger of a loss of respect on the part of children for their 

parents.  This leads to behavioural problems for which the parents are then blamed. Family 

Literacy programs need to prioritise family cohesion and parental empowerment.   

All JW programs are intergenerational, and in areas where ethnic groups request it, ethnic 

specific programs are available. In mixed ethnic congregations or at mixed ethnic 

conventions, it is not unusual for small groups or individuals to be singing from different 

language song books and following along with readings in a different language. Over six 

sessions in a JW Aboriginal congregation I attended in Darwin this year, I observed parents 

and children enthusiastically reading, making notes, role playing, giving talks and 

responding to questions. The magazines studied, while heavily moralised (but not any more 

so than current ‘secular’ neoconservative discourse) provided practical information on a 

wide range of topics from general world knowledge, world cultures, medical information in 

easy to understand language, practical skills, healthy lifestyles and personal stories from 

around the world.  The language level of JW literature is comparable to the Readers Digest, 

and because families read and discuss the topics together, young children learn to read and 

comprehend at this level early in their literacy experiences.   
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Reading the TES contrapuntally, informed by JW perspectives, might mean recognising 

that the benefits of family literacy experiences continue after the lesson is over as family 

members discuss their shared experiences and knowledge.  “What did you do at school 

today?” is, arguably, a poor substitute for sharing learning adventures.  Therefore, the 

recommendation in the TES to help ‘parents and carers to better understand and support 

students’ learning and achievement’, while referring primarily to ‘effective assessment’ 

(DoE, 2007, p. 11), might also be read as affirming the value of intergenerational learning 

experiences with parents as partners to their children as well as school staff.

Everyone a Teacher 

”I hear and I forget. I see and I remember. I do and I understand“(Chinese 
Proverb).   

Stories like the following are prolific in both JW literature and personal recounts of 

members in local Jehovah’s Witness congregations: 

I felt that my illiteracy was like a sickness… What motivated me to learn was 
my desire to reach and to teach others to become Christ’s disciples. I wrote 
on everything I could lay my hands on, even on plantain leaves … It took me 
a year in the congregation’s literacy class to learn. After that I was assigned 
to teach the class. That gave me the opportunity to help many others. That 
school helped me so much that over the years, I was privileged to translate 
the Society’s dramas from English to Isoko, my native language. Apart from 
that, I have served as a congregation overseer since the 1960’s. In the 1980’s, 
I served as a substitute travelling overseer of Jehovah’s Witnesses. I was also 
privileged to conduct the Pioneer Service School [a school for full-time 
ministers] and twice to instruct at the Kingdom Ministry School [a school for 
Christian elders]. I know that if I were still illiterate, all these privileges 
would not have come my way (Effor, in Watchtower Bible and Tract Society, 
Awake, February 22, 1994, p. 8). 

Many JWs who now dress as business executives (male and female), who carry briefcases 

and teach others in the JW organisation and in their field ministry, were at one time 
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illiterate, marginalised in society and vulnerable to economic exploitation. An 

‘unsympathetic view’, in the words of Joel Elliott (1993b), or speaking from a privileged 

social perspective, may view the ‘assimilation’ to Western values and evangelistic 

Christianity, yet another instance of colonisation.  However, from the perspective of those 

who have become literate and acculturated into the other three essentials of JW happiness - 

simple lifestyle, dignity and hope – and have gained a supportive network of ‘brothers and 

sisters’, secular ‘freedom’ was a sham (Connelly, 1998; Strange, 1982).  Freedom depends 

on one’s choices in a particular situation, and those marginalised in liberal democracies, 

which institutionally marginalise minority subjectivities, can be less free than those in a 

more structured regime that affords them opportunities to develop and demonstrate their 

‘potential’. 

  

Reading the TES contrapuntally, informed by JW perspectives, might mean recognising 

the skills and knowledges students already have, and providing opportunities for all 

students to be teachers as well as learners.  While the dominant reading of the TES assigns 

the teaching role exclusively to the teacher, a contrapuntal reading may view the charge to 

‘determine what students know and connect to students’ lives and future’ (DoE, 2007, p. 

11) as an invitation for students to share the teaching role.  This is particularly relevant for 

students whose first language is not English.  By scaffolding NESB students’ teaching 

skills, these students may be able to teach Anglo students their community languages, 

while at the same time developing their own English competence. 

The 4 Rs 

Jeannie Herbert (2006), an Aboriginal educator, presents an identity discourse in line with 

recognitive social justice.  Her forty years of teaching experience have convinced her that 
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the most effective teachers of Aboriginal students value and build on the cultural identity 

and language that Indigenous students bring with them to school (p. 82).  For Herbert,

self-determination is the key element, which her research shows is essential for 

Aboriginal academic success (pp. 82, 83).  Often it is the quality of the Teacher-student 

relationship, rather than the pedagogy, that hinders progress (p. 84).  ‘At the end of the 

day it’s all about equality – that is what Indigenous Australians want and nothing else will 

suffice’ (p. 84).  For Herbert the 4 Rs - Respect, relevance, reciprocity and responsibility 

– as opposed to the 3 Rs advocated by the conservatives in their ‘back to basics’ view of 

education - are the essentials of an effective curriculum (p. 84).  The 4 Rs advocated by 

Herbert are not regarded as objective, neutral, or amenable to quantitative measures, as 

claimed for aspects of the curriculum outlined in the TES, which in fact is argued to be 

the institutionalised capital of dominant social groups. 

While Jehovah’s Witnesses do claim objectivity, and limit self-determination within the 

organisation to constructed notions of what is approved of and required by Jehovah God, 

they offer an alternative identity to those who for whatever reason do not find more 

mainstream religions or secular society an attractive option.  Joel Engardio, a journalist who 

was reared in the Jehovah’s Witness faith, but chose not to join, sees JWs as protecting the 

essential freedoms of speech, religion and personal liberty (Engardio & Shepard, 2007, 

p.2).  JWs, according to Engardio, demonstrate that a Kingdom Hall, an abortion clinic and 

a gay married couple can peacefully coexist on the same block: 

Witnesses are moral conservatives who only compete in the marketplace of 
ideas.  They attempt to persuade – not impose – their beliefs at your door.  If 
you say ‘no thanks’, they won’t go behind your back and amend the 
Constitution to suit their worldview.  The only world they want to control is 
their own congregation, which is their right, and joining it is a personal 
choice … as law-abiding, tax-paying citizens, they remind us that the 
America worth fighting for is an America that does not force people to follow 
a single ideology with patriotic fervour (p. 2). 
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As indicated by the 39 Aboriginal Jehovah’s Witness groups, Indigenous people are 

choosing to join the JW organisation, and are finding respect, relevance, reciprocity and 

responsibility in association with their acquired extended family, leading not only to dignity 

and happiness, but to levels of literacy skills that empower them in general society 

(Connelly, 1998; Strange, 1982).   

Reading the TES contrapuntally, informed by JW perspectives, might mean 

recognising that literacy is not the real issue in poor literacy outcomes, but rather 

‘effective relationships between all those involved in the educational process’ (DoE, 

2007, p. 11).   Respectful relationships; recognising and validating other ways of 

being; providing multilingual resources for all to access the information needed to 

have genuine choices beyond brand names, and a supportive community that 

acknowledges the equal human worth of all groups of people – these are key elements 

that have emerged in this research project as the ‘real’ or significant ‘essential 

learnings’ for successful literacy outcomes grounded in recognitive social justice.  

In sum, by excluding the similarities between the TES and JW philosophy, and reading 

the differences contrapuntally, several factors for JW success emerge: 

•  Jehovah’s Witnesses’ discourse conceptualises ‘human potential’ beyond 

consumerism and unqualified confidence in technological progress. By 

promoting a simple lifestyle, dignity, meaningful relationships across all ethnic 

groups, and hope even when current circumstances seem hopeless, Jehovah’s 

Witnesses appear to help previously marginalised subjects achieve a potential 

that was denied them in general education. 



  163

• Reading the TES contrapuntally through the JW discourse on regimes and 

freedom, demonstrates the selective nature of Liberal-Democratic freedom.  

While dominant groups may experience the proclaimed liberty, minorities 

often have quite different experiences and may actually find greater freedom 

and emancipation in more structured situations.  The issue here is self-

determination and not one group deciding what is best for another. The choice 

for many marginalised people between a monocentric liberal-democratic 

regime and a theocracy such as JWs, is possibly only a choice between two 

theocracies, with the latter seemingly offering those ‘at risk’ more 

opportunities for self-fulfilment. 

• Reading the TES contrapuntally regarding the theme of a common language, 

suggests that the only language that should be privileged is the one of working 

together for the common good.  Religions at their best exemplify this process. 

JWs practice this through their ‘Pure Language’, which comprises all ethnic 

groups working metaphorically shoulder to shoulder.   

• The state of linguistic diversity is a barometer in testing the general state of 

ecological health.  Reading the TES contrapuntally through JW discourses 

demonstrates that respectful, caring interactions between ethnic groups 

invariably parallels the recognition given to their identities and languages. 

• Various research projects are identifying the benefits of intergenerational 

programs for individuals, families and whole communities. Jehovah’s 

Witnesses in their intergenerational programs demonstrate the importance of 

adult role models, ethnic specific groups and opportunities for shared family 

experiences, for effective learning. 
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• Finally, aligning the TES ‘needy students’ with the JW concept of everyone 

being both a teacher and a learner, demonstrates the importance of giving 

students a reason to continually evaluate, refine and improve their knowledge 

and presentations.  Students become action researchers, trying out new skills in 

authentic situations, while at the same time finding out what they need to learn, 

and setting goals.  Students as goal setters, an outcome aspired to in the TES, 

could be read as encouraging a more proactive role for students in the teaching 

and learning cycle (p. 6). 

Conclusion 

In response to the dominant and marginalising discourses underpinning the TES 

outlined in Chapters Five and Six, this chapter has elaborated a reading of the TES that 

may lead to more socially just outcomes, namely outcomes associated with recognitive 

social justice.  While the TES is seemingly grounded in models of social justice that 

foster assimilation (liberal-democratic social justice) and unfair competition 

(retributive social justice), it can as shown above, be read intertextually through 

reference to outcomes nominated in other Tasmanian education discourses to highlight 

more recognitive-based social justice aspirations, so as to facilitate pedagogical 

practice grounded in real choice, respect for difference and self-determination for 

those from non-mainstream backgrounds. 

This research project does not argue against offering dominant paradigms of Standard 

English and Western rationalities and mores.  Rather, it argues against only offering a 

limited set of identities that not only marginalises those not-yet fully acculturated to 

the dominant discourse, but deprives the whole society of the creative richness of 
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linguistic and cultural diversity which could subsequently inform and shape the 

dominant discourse. 

To inform the contrapuntal reading outlined above, this chapter has drawn on the 

discourses of Jehovah’s Witnesses as an organised group, who use similar pedagogical 

strategies to those suggested in the TES, yet with more inclusive and higher literacy 

outcomes than Tasmanian Education has been able to achieve with students deemed to 

be ‘at risk’ – NESB, Indigenous and low socio-economic groups.  Indeed, many 

Tasmanian adults who were failed by the Tasmanian education system have 

subsequently become literate through participation in Jehovah’s Witnesses Theocratic 

programs. 

In the following chapter, which concludes this thesis, a decentred English literacy 

model incorporating the key elements identified above as contributing to a socially just 

and effective literacy program will be outlined, along with further recommendations 

for a way forward. 
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CHAPTER EIGHT 

Findings and Conclusions: Implications for Future Research 

Human beings do not live in the objective world alone, nor alone in the world 
of social activity as ordinarily understood, but are very much at the mercy of 
the particular language which has become the medium of expression for their 
society.  It is quite an illusion to imagine that one adjusts to reality essentially 
without the use of language. ...The worlds in which different societies live are 
distinct worlds, not merely the same world with different labels attached 
(Sapir in Besemeres & Wierzbicka, 2007a, p. xvii). 

Two Dominant Discourses 

This research project explored the discursive constructions of ‘Literate’ Identity in the 

Tasmanian English Syllabus (TES). It has been broadly framed by poststructuralist theory 

and has used the tools of Foucauldian critical discourse analysis to deconstruct, read and 

re-read the TES. A key focus of the investigation comprised the social justice models, 

which framed the Syllabus’s construction of the literate subject. Two currently dominant 

socio-economic paradigms, or ways of constructing socio-economic relations, namely 

neoliberalism and neoconservatism, were found to parallel the dominant discourses located 

in the TES. These dominant or hegemonic discourses comprised firstly, the discourse of 

Standard English, which functioned as an instrument of biopower and secondly, the 

‘Effective Teacher’ discourse which functioned as a pastoral power technology.   

With an awareness of the use and indeed misuse of religion by neoconservatives, in 

Australia and the U.S in recent times, this project has walked a political and philosophical 

‘tightrope’ in arguing for the value of Jehovah’s Witness’ approaches to literacy education 

in the public (secular) education system.  While this may seem an unusual approach, it has 
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been argued that the public education system, while assumed to be grounded in liberal 

notions of freedom of choice from a range of conceptions of the good, has in 

neoconservative and neoliberal times functioned in particularly theocratic ways. These 

‘ways’ have functioned to assimilate all ‘others’ to the Anglo mainstream, otherwise 

encrypted in the neoliberal construction of rationalist neutrality. 

Thus this research project has shown that Standard English functioning as a biopower 

technology, while claiming to offer security and economic prosperity for all, is very likely 

to also stratify populations and protect the privileges of the dominant group in society. The 

Biblical Tower of Babel has been used as a metaphor of monocentric (Standard) English to 

depict a vertical structure that offers different life chances and choices, according to one’s 

positioning on the tower.  Moreover, to the extent that the Standard English discourse is 

linked to and grounded in a White Anglo-only discourse, it has been argued that the TES, 

where read through these dominant discursive frames, may only offer a narrow range of 

identities for both teachers and students. The TES’s perspective of ‘human potential’ 

(DoE, 2007, p. 10) was found to be equated with human capital, though an expression of 

‘capital’ now associated with a potentially declining exchange rate: 

… mono-cultural attitudes, masquerading as superior civilisational principles 
dichotomise reality … It is a dying paradigm and the people who try to sell it 
to us are people of the past, not of the future (Henzell-Thomas, 2006, p. 9). 

The (White) monocentric English discourse, as a privileged but absent centre, or as 

Henzell-Thomas (2006) refers to it, the ‘default position’ (p. 15), was also identified as 

informing the second dominant discourse, namely the ‘Effective Teacher,’ who is 

constructed by the TES as a monolingual, Anglo-only pastor.  This limited space for the 

emergence of alternative and ‘different’ teacher subjectivities was argued to have the 
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potential to reproduce already marginalised identities among students, particularly for those 

deprived of representative adult role models - such as teachers - in positions of (relative) 

power. Racism was also identified as a further potential consequence of the under-

representation of non-Anglo subjectivities in administrative and professional positions 

(Sanson et al, 1997, p. 26). 

The emphasis in the TES upon ‘back to (Aristotelian) basics’ was identified as a response 

to the fear among some Anglo groups of being outperformed nationally and internationally 

by those who in the past have been considered ‘inferior’, such as Asians.  A paradox noted 

in Chapter Five, was however, that although Islam, for example, is now constructed as 

being in opposition to the West, and thus inferior (Grant, 2008), it was Islam that 

bequeathed to the West, both its understanding of Aristotle and other ‘rational’ 

knowledges, which have contributed to the West’s prosperity (Armstrong, 2007, p. 131; 

Dalrymple, 2007) and now through Aristotle inform the TES.  More over, Bernard Lewis 

who first coined the phrase ‘clash of cultures’ (Dalrymple, 2007), remarks though from a 

neoconservative position, that whereas the West speaks in terms of ‘freedom’, Islam 

prioritises ‘justice’ (Lewis, 2005, p. 36), which is an observation of significance to the 

findings of this research project.   

With regard to freedom and social justice, this study has identified, through the analysis of 

the TES that liberal-democratic ‘freedom’ is very selective, such that for the marginalised, 

liberal-democracies can function more like theocracies, as seems to be also currently 

occurring through the Australian Federal government ‘save the (Indigenous) children’ 

initiatives (Maklin, 2008). Hence social justice, as opposed to freedom, may be the more 

empowering political option, particularly for non-mainstream groups. For example, the 
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‘Pure Language’, which is the only ‘national’ language subscribed to by Jehovah’s 

Witnesses in their ethnic interactions, is the language of recognitive social justice. The 

‘Pure Language’ posits ‘shoulder to shoulder’ egalitarian relationships for all, in contrast to 

the imposed linguistic assimilation and exploitation of human subjects to proffer a 

competitive edge for some.    

In the preceding analysis of the TES, the use of rhetoric and the prioritising of Western 

rationalities was seen to be implicated in the marginalisation of those whose primary 

discourse was not Standard English and whose subjectivity was not only grounded in 

Western middle class culture. Rhetorical strategies have been identified as those 

techniques used to ‘outwit’ opponents and to convince others of the ‘truth’ of particular 

discourses, thereby silencing less fluent English or non-English voices.  Since rhetoric is a 

strategy that can also be used to polarise thinking and to manipulate others for selfish ends 

(Henzell-Thomas, 2003, pp. 2, 3), the emphasis upon rhetoric in the TES also increases the 

risk of exploitation and exclusion of those not as well versed in the dominant language.  

However, in view of the fact that Jehovah’s Witnesses also use an Aristotelian rhetorical 

pedagogy in their Theocratic programs, yet promote excellent literacy skills in the groups 

known to be disadvantaged in Tasmanian education, as well as fostering harmonious, 

cooperative and affectionate interethnic relationships in their congregations, further 

investigation of how such positive outcomes might be achieved in Tasmanian English 

literacy education seemed warranted.   

Contrapuntal Possibilities 

Subsequently a contrapuntal reading of the TES, informed by the effective literacy 

practices of Jehovah’s Witnesses for groups regarded as ‘at risk’ in Tasmanian education, 
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identified three key elements with the potential to contribute towards more socially just 

and effective literacy practices in the Tasmanian context.  These included: 

1.  Resources need to be available in multiple modes (multiliteracy) and languages 

(multilingualism) to ensure access to learning experiences for a much wider range 

of NESB students.  

2. Intergenerational literacy formats should be available to provide more authentic 

communities of practice and role models for those with less experience in a 

particular language and culture (both adults and children).  Ethnic-specific and 

mixed ethnic communities are also valuable for validating various heritages and 

fostering family cohesion in minority communities. 

3. Reconfiguring the distinction between teachers and learners.  The best way to learn 

something is to teach it, and all students and teachers need to be teacher/learners. 

These three key elements, which comprise integral aspects of JW pedagogy, were argued 

in Chapter Seven to be underpinned by the recognitive model of social justice, and can be 

summed up in the 4 Rs outlined by Herbert (2006):  Respect; Relevance; Reciprocity and 

Responsibility.  Read contrapuntally, and somewhat ‘against the grain’, the TES, it was 

argued, facilitates these possibilities. Where read in relation to other education, and even 

state and national (Gillard, 2008) social justice policy, the TES can be read as part of a 

wider policy complex that makes concessions for the achievement of inclusion.  While the 

TES deploys the two powerful discourses identified above, there remain within the TES 

spaces for the implementation of innovative pedagogies directed at achieving the very 

outcomes which the TES mandates; namely that ‘students develop the capacity to 

understand themselves, others and the world in which they live’ (DoE, 2007, p. 5), and 

thereby become ethical world contributors (p. 7). This mandate cannot be achieved where 
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the two dominant discourses noted above prevail as the only readings of literacy offered by 

the TES. While the dominant reading of English literacy education offered in the TES 

certainly aligns with the ambitions of Generation Joshua, the U.S neoconservative group 

committed to maintaining White Christian privilege, the contrapuntal reading outlined in 

Chapter seven, thus offers the power to inform the subjectivity of a globally oriented 

generation committed to recognitive social justice and egalitarian inclusion. 

The argument made in this thesis that the TES is grounded in a monocentric discourse, with 

potential to marginalise non-mainstream subjectivities on the grounds of race, culture, 

ethnicity and language, is not however out of character with other Tasmanian Educational 

discourse that acknowledges Tasmania’s Eurocentric, and racial and discriminatory heritage. 

Moreover, the will for Tasmania’s education system to become ‘world class’ and socially 

inclusive has been voiced by prominent leaders in education such as John Smyth (in Killick, 

200825) and David Bartlett (June 12, 200826).  Yet the challenge may be that if achieving 

desired levels of English literacy has been a problem in the past, as discussed above, 

spending time and money on other languages may seem counter-intuitive.  Though as also 

noted, there is another paradox in that monolingualism itself may be a contributing factor to 

poor English literacy outcomes. 

With English as a family of languages, and with the many community languages in 

Australia, it may seem an impossible task to incorporate multilingualism into a school 

program.  Yet Jehovah’s Witnesses do it very successfully, and economically.   Members of 

various ethnic groups are able to study the same lesson in different languages, even when 

attending the same congregation. Ethnic congregations are available where there are enough 

                                                
25 Every child to get own plan. Mercury News article dated 23 February 2008. 
26 Social Inclusion Package for a Kind and Connected Tasmania.  Tasmanian Government Media Release. 
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interested members to warrant it. Magazines, books and dramas are available online in 

different languages and can be listened to as mp3s (Watchtower website; Worldwide 

Association of Jehovah’s Witnesses, website). International and national conferences cater 

for different language groups by having interpreters for different languages or by holding 

‘ethnic conventions’. Yet this linguistic diversity is not divisive.  Thus, in neoconservative 

and neoliberal times that have tended towards theocratic-like ‘governance’ of society and 

education, the JW organisation is an example of how multilingual resources can be used in 

mixed ethnic, intergenerational contexts, promoting learning, literacy and intercultural 

harmony, to provide the kinds of ‘freedom’ one more clearly associates with being a 

‘citizen’ of a liberal-democratic and secular state.  

Conclusion 

Each generation of children has to learn ‘anew the conditions under which they must live’ 

(Mergener, 2005, pp. 135, 136).  Therefore, each new generation has the potential to be a 

Generation J (for justice), while the school as the mediating institution between the family 

and the society, has an important role in the construction of socially just subjectivities (p. 

146).  In view of this potential, which has been somewhat thwarted by neoconservative and 

neoliberal times, this study explored the discursive constructions of identity and literacy in 

the Tasmanian English Syllabus using the tools of critical policy discourse analysis to 

interrogate both the underlying assumptions of the Tasmanian English Syllabus and its 

potential social justice outcomes.   

While this thesis has argued that the TES  comprises a response to the national fear of being 

outperformed academically and economically by previously designated ‘inferiors’ (Asians), 

a contrapuntal reading liberated spaces within the text for the achievement of more 

inclusive social justice outcomes for all.  Indeed, with the change to the Rudd federal Labor 
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government in Australia and the recent election of Barack Obama in the U.S, there is, it 

seems, a political will for a fairer, more inclusive world, such that it may no longer be 

acceptable for the privilege of Whiteness to hide behind the assumed and indeed 

constructed neutrality of neoliberal discourse. If a ‘world class’ (Smyth in Killick, 200827) 

education system for Tasmania is truly what is desired, then it is hoped that this thesis has 

contributed to facilitating this outcome. It is hoped that this thesis has contributed to 

moving the teaching of English literacy in Tasmania at least one small step forward beyond 

its current Tower of Babel structure, such that future research in the Tasmanian context 

might continue to explore alternate constructions of literacy, and indeed language itself, for 

more socially just outcomes. Future research might also engage in conversation with 

teachers, to more fully explore the extent to which hegemonic discourses have been actually 

imbibed by practitioners so as to further map the complexities of the policy-practice nexus. 

In conclusion, this thesis has argued that forced assimilation - as is the current practice - is 

in fact a forced religious conversion to the dominant civic religion and its ideologies.  

Recognitive social justice, in contrast, invites people to work together to create a national 

space where all can find a place.   And while reading the TES contrapuntally allows for an 

approach to literacy that is grounded in recognitive social justice, it also highlights that the 

real issue isn’t literacy at all.  Language is a social performance and requires a social 

purpose, a supportive community, a sense of belonging, dignity, and opportunities to both 

learn and teach.  In short, rather than the 3 Rs privileged in national rhetoric and in the TES, 

the productive teaching of literacy must be grounded in the 4Rs, which includes respect, 

relevance, reciprocity and responsibility. 

                                                
27 Every child to get own plan. Mercury News article dated 23 February 2008. 
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Why teach English–literacy? 

English–literacy teaching develops students’ capacity to speak, listen, read, view and write with purpose, 
effect and confidence.  

The English–literacy curriculum focuses on texts and language. Students study and use written, spoken 
and visual language as they interact with everyday, popular and classic texts including fiction and non-
fiction texts. 

As they progress through school, students become confident thinkers and communicators who can 
participate effectively in contemporary society and realise their personal goals and aspirations.  

The English–literacy curriculum places value on the power of the imagination and literary expression to 
provide pleasure and enrich life. Teachers present students with opportunities to appreciate texts and 
use language for imaginative and critical purposes. 

The English–literacy curriculum reflects the enduring values and traditions of Australia’s cultural 
heritage. The study of classic and contemporary literature is an important part of the curriculum. 
However, the curriculum also reflects the changing nature, contexts and uses of texts and language. By 
studying texts that represent the diversity of human experience, students develop the capacity to better 
understand themselves, others and the world in which they live.  

English–literacy is a mandated area of study in the Tasmanian curriculum from Kindergarten to Year 10. 
The knowledge, skills, understandings and capacities they develop are central to learning and necessary 
for success in all areas of the curriculum. 

A balanced literacy program 

Literacy is a flexible group of communication skills, strategies and practices that are linked to context 
and purpose. Students need to use appropriate literacies in the different social, cultural and educational 
situations they encounter in their lives.  

In addition to making meaning from traditional spoken, written and visual texts, and learning language 
skills, students now need to understand and use new and emerging text forms, including those made 
possible by information and communication technologies (ICT). 

When students are taught a balanced literacy program they become proficient in all aspects of literacy 
(Luke and Freebody, 1999). These include: 

• understanding the structures and features of texts  

• constructing meaning from texts by drawing on their own experiences, prior knowledge and 
making connections with similar texts 

• understanding the purposes and uses of texts for different cultural and social functions 

• understanding that ideas and information in texts are not neutral and can be challenged. 

These aspects are not hierarchical or developmentally-based. They should be explicitly taught and 
integrated into the learning programs for students at all stages of schooling.  

All teachers share responsibility for literacy. Teachers should identify and teach explicitly the literacy 
practices of their curriculum areas to ensure success for all students.  

The subject English focuses on the study and use of texts and language, particularly in the ways they 
represent human experience. 
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Key learning processes in English–literacy 

Reflection, negotiation and collaboration are central to learning in English–literacy. They enable students 
to learn more effectively and develop thinking and communication skills that will enrich their lives. 

When students negotiate, they reflect on their learning. When they collaborate, they negotiate with 
other students. A learning program that requires students to use all three processes will be most 
effective in improving student learning. 

Reflection, negotiation and collaboration need to be taught explicitly. This means that they need to be 
broken down into specific learning tasks, which are first modelled by the teacher. They are jointly 
undertaken by the class or practised in small groups until students become confident at performing 
them independently. 

Reflection 

Reflection involves thinking about and making sense of experience and possibilities. It incorporates self-
assessment, goal-setting and planning. Reflection enables students to think about and review their own 
learning and to make judgements and decisions about their work. Teaching students to reflect ensures 
that they are learning from their experience and making connections between their new understandings 
and their existing knowledge.  

With support from the teacher students learn to: 

• commit to their own learning 

• think about their existing knowledge and understandings and use them to plan and set goals 

• keep track of their progress and record their thoughts about ideas and information, learning 
processes, and ways of demonstrating their achievements  

• monitor their progress in proformas, journals and / or progress charts. 

Negotiation 

Negotiation involves students in making decisions about, and developing increasing responsibility for, 
their learning. Successful negotiation depends on well-developed communication between the teacher 
and the student so that both contribute to shaping learning tasks. Negotiation is used in both individual 
and small group situations. With support from the teacher, students learn to: 

• establish personal or group learning goals 

• ask suitable questions and / or decide upon concepts for inquiry 

• choose their own texts to read and view for enjoyment and / or inquiry  

• plan, organise and undertake activities 

• select appropriate ways to show evidence of their learning  

• establish and meet agreed time frames 

• decide upon appropriate ways in which to record their thinking about creative possibilities and 
progress 

• develop appropriate criteria and methods of assessing for, as and of learning. 
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Collaboration 

Collaboration involves students working together to learn. Students work purposefully and 
constructively towards a common goal. Using cooperative learning principles students work in pairs, 
small groups and larger teams.  

Working collaboratively enables students to learn communication, problem solving and decision-making 
skills. With support from the teacher, students learn or acquire: 

• thinking skills and deeper levels of understanding 

• leadership skills 

• self-esteem and a sense of belonging  

• a positive attitude towards learning in the English–literacy curriculum area. 

The relationship of the English–literacy curriculum area to lifelong 
learning 

The Tasmanian Curriculum is designed to help students become lifelong learners. The learning 
outcomes across the curriculum contain elements common to all curriculum areas and collectively 
describe the valued attributes of a lifelong learner. 

Lifelong learners are: 

• inquiring and reflective thinkers 

• effective communicators 

• self-directed and ethical people 

• responsible citizens 

• world contributors. 

The Kindergarten to Year 10 English–literacy curriculum area provides many opportunities for students 
to acquire these attributes. 

The relationship of the English–literacy curriculum area to the 
Statements of Learning for English  

The Statements of Learning for English identify the elements that are common in all state and territory 
curriculum documents as well as what is essential for all students to learn. The core content strands, 
learning opportunities, standards and stages in the English–literacy syllabus incorporate directly, or 
reflect, the Statements of Learning for English. As the Statements of Learning for English are embedded 
in this syllabus, teachers using it will be covering the requirements for national consistency in curriculum 
outcomes. The Statements of Learning for English can be accessed at 
http://www.mceetya.edu.au/verve/_resources/SOL_English.pdf  [accessed 15 July 2007] 

The relationship of Languages (LOTE) to the English–literacy curriculum 
area 

Languages (LOTE) are part of the English-literacy curriculum area because they strongly support the 
development of literacy, language and communication skills. When studying a LOTE, students make 
comparisons, recognise patterns and view their first language from a different perspective. 
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Core content strands 

Core content describes what students need to know, understand and be able to do. Core content is 
described across five standards in the following strands: 

• reading and viewing  

• writing and representing  

• speaking and listening  

• thinking  

• using ICT.  

 
 

Core content in the English–literacy curriculum 

In the reading and viewing strand, students appreciate, analyse, use and learn from imaginative, 
information and argument texts. They read, view and interpret texts for enjoyment and to make 
meaning, meet the demands of daily life and understand the world. 

In the writing and representing strand, students use language to construct written, visual and 
electronic texts. They learn to write effectively, using the structures and features of Standard Australian 
English. They write and represent for personal, social, educational and other purposes that meet the 
expectations of different audiences. 

In the speaking and listening strand, students listen to, interpret and create spoken and electronic 
texts. They learn to speak and listen effectively in informal and formal contexts for different purposes 
and audiences.  

In the thinking strand, students use logical, critical, creative and reflective thinking skills. They process 
and evaluate information, explore perceptions and possibilities, create new knowledge, reflect on their 
learning and evaluate their thinking. 

In the using ICT strand, students access, interpret and evaluate ideas, information and issues. They use 
ICT to inquire, create texts, and communicate and collaborate with others.  
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Performance criteria  

Significant aspects of learning covered by the English–literacy curriculum are described in detail in the 
learning opportunities within each of the following strands: 

• reading and viewing   

• writing and representing  

• speaking and listening.  

A suggested scope and sequence for the performance criteria is described in this syllabus across five 
standards.  

The thinking and using ICT strands are embedded within these performance criteria. 

Teachers do not need to provide students with all the learning opportunities described at each standard. 
The dot points under each stage are intended to help teachers provide a rich, balanced curriculum for 
their students. Teachers may wish to provide additional learning opportunities that meet the individual 
needs of their students. 

Thinking in the English–literacy curriculum 

The English–literacy curriculum requires students to use logical, critical, creative and reflective thinking 
skills. Students critically analyse the ideas, information and issues they encounter and form opinions 
based on reasoned judgements. They use their imagination and creativity to express different 
perspectives, approaches and ways of considering possibilities. Students reflect on their learning and 
evaluate their thinking processes. 

Literary inquiry is an important part of the English-literary curriculum in which students investigate texts 
and language using inquiry processes. They begin by framing and then exploring significant questions. 
They set goals, plan and follow a course of action that involves gathering information, thinking about 
possibilities, making decisions and justifying conclusions. 

Literary inquiry encourages students to enjoy, explore, appreciate and value texts.  

Information and communication technologies (ICT) in the English–
literacy curriculum 

Electronic text forms created or delivered through ICT are amongst the most common communication 
forms experienced by students. Students use ICT as a tool for both formal and informal communication 
and for collaboration. They develop skills in accessing, organising and structuring information to refine 
their ideas, improve their interpretations and develop new understandings of the world around them.
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The relationship of the English–literacy curriculum area to further study 
in Years 11 and 12 and lifelong learning 

The English–literacy curriculum prepares students for further study in English in the senior secondary 
years. Courses developed from this syllabus prepare students for studies of English in the senior 
secondary years, including English Applied, English 2-4, English Communications, English Writing and English 
Studies. 

Teaching for learning 

High quality teaching has a significant impact on student learning and achievement. The learning, teaching 
and assessment principles provide guidance for teaching and assessment approaches that place students 
firmly at the centre of the educational process.  

Effective teachers: 

• deeply understand the content and assessment requirements of the relevant curriculum areas 

• establish and maintain engaging, safe and challenging learning environments 

• understand the needs of learners and how learning best occurs 

• teach for understanding and make connections within and across curriculum areas and outside the 
classroom 

• have high expectations of student achievement 

• express clear values and purposes for education and learning 

• intervene and design motivating and rewarding learning experiences 

• build independent, self-regulated learners 

• explicitly focus on thinking skills including inquiry 

• explicitly teach literacy and numeracy skills 

• build a rich instructional repertoire  

• critically reflect on their practice 

• innovate in their own classroom and collaborate with peers 

• make learning relevant and personal 

• teach and learn beyond the classroom and school 

• use ICT in their teaching, assessment and professional learning  

• establish and nurture effective partnerships with parents and the school community 

• use assessment in ways that improve student learning 

• use assessment to inform their teaching 

• establish and use networks for learning, teaching and assessing 

• demonstrate a commitment to ongoing professional learning. 

Learning and teaching are at the heart of coherent curriculum. They are most rewarding when the key 
focus is on students acquiring the understandings, skills and attributes needed to achieve their individual 
potential and on them establishing a commitment to lifelong learning and to developing fulfilling career 
and life pathways. 
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Learning, teaching and assessment principles 

Learning Teaching Assessment 

…makes meaning of the world … helps students understand by 
acquiring knowledge and skills 

… focuses on students demonstrating 
understanding in a range of curriculum 
areas 

…is innate and lifelong  … is based on high expectations and 
enjoyment of learning 

… improves learning and achievement 

… is a personal process … recognises individual differences, is 
inclusive and based on a broad range of 
teaching strategies 

… enables students to self-assess and 
negotiate criteria and assessment 
tasks 

… connects prior knowledge 
and experiences to new 
information and learning 

… determines what students know and 
connects to students’ lives and futures  

… information is based on valid 
processes and used to plan effective 
instruction 

… is influenced by social 
interactions 

… builds effective relationships 
between all those involved in the 
educational process 

… is fair and inclusive of judgements 
from students, peers, teachers, 
parents, carers and others  

… is affected by emotions … provides a safe and challenging 
learning environment 

… helps develop the wellbeing of all 
partners in the learning and teaching 
process 

... is influenced by personal 
identity and motivation 

… builds high expectations and 
confidence in students 

… provides timely, accurate and 
constructive feedback to students  

… depends on meaningful 
information and experiences  

… involves students in setting goals and 
connecting what is taught to life and 
further learning 

… enables students to be clear about 
what is being assessed and how this 
connects to life and further learning 

… is improved when students 
are aware of how thinking and 
learning occur 

… focuses on thinking skills in all 
curriculum areas 

… encourages students to reflect on 
their learning including thinking skills 

… enables students to 
demonstrate their 
understanding in new ways 

… enables students to apply their 
learning in new ways 

… tests students ability to apply their 
learning in new ways 

Assessment principles and practice 

The main purpose of assessment is to improve student learning. Assessment is an ongoing process of 
gathering and using evidence of student achievement.  

Effective assessment enables: 

• students to better understand their progress towards goals and become more knowledgeable 
and self-directed in their learning 

• teachers to make more informed judgements about student progress and design more effective 
teaching programs 

• parents and carers to better understand and support students’ learning and achievement.  
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Effective assessment emphasises: 

• assessment for learning—teachers using evidence of student progress to inform their 
teaching  

• assessment as learning—students reflecting on and evaluating their progress to inform future 
learning goals  

• assessment of learning—teachers using evidence of student learning to make individual and 
collective judgements on student achievement against specific curriculum goals and standards.  

The learning, teaching and assessment principles detail key beliefs about the role of assessment in the 
Tasmanian Curriculum. 

Methods of assessment  

English–literacy teachers provide a broad range of opportunities for students to show what they know 
and can do. They enable students to have input into different ways of providing evidence of their 
learning and avoid focusing solely on pen and paper tasks that disadvantage some students. Effective 
assessment methods include: 

• informal assessment: students and teachers making incidental judgements about what they have 
learned on a day-to-day basis 

• formal assessment tasks: students demonstrating achievement against criteria that are known 
prior to undertaking a learning task 

• observations or anecdotal records: teachers taking informal notes while working with students 

• checklists: teachers developing snapshots of the students’ knowledge and skills 

• portfolios: students building up carefully selected collections of their work over time 

• journals: students documenting their ongoing reflections about their thinking and understanding. 

On-balance judgement  

Teachers weigh up evidence of students’ performances on different aspects of the English–literacy 
curriculum area. They keep records of students’ progress in speaking and listening, reading and viewing, 
and writing and representing. A final decision about a student’s achievement is made using an on-balance 
judgement. An accurate on-balance judgement considers: 

• the consistency of the student’s performance over a period of time 

• clear indications of progress from first attempts to current performance 

• demonstration of knowledge, processes and skills in different contexts 

• the validity of the assessment task in relation to what it is intended to test 

• whether there is sufficient evidence of achievement to assign a standard  

• relative performance on similar tasks by the student’s peers 

• teacher reflection and collaboration with their peers to increase consistency and validity. 
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Opportunities to learn and year levels 

Stages for opportunities to learn and assessment ratings 

The Tasmanian Curriculum explains the scope and sequence of learning opportunities for students as 
they progress from Kindergarten to Year 10.  

Standard Standard 1 Standard 2 Standard 3 Standard 4 Standard 5 
Stage 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 

So that students are challenged to improve their learning, they should be provided with opportunities to 
learn that are in advance of their expected assessment ratings. Teachers should plan learning 
opportunities across a range of stages for any year group. Students can take up to a year to consolidate 
ideas and to demonstrate understanding following the teaching of new concepts.  More able students 
will understand ideas quickly. Others will take up to two years to reach the same level of understanding.   

The table below provides some guidance about the range of learning opportunities required within each 
year group. Very few students in each year group across the state will require opportunities to learn 
that fall outside the range described below. 

Stages for opportunities to learn  

Year level Kinder – 
Prep 

Years 1 
and 2 

Years 3 
and 4 

Years 5 
and 6 

Years 7 
and 8 

Years 9 
and 10 

Opportunities 
to learn 

Stages  
1 – 4 

Stages  
3 – 6 

Stages  
5 – 9 

Stages  
7 – 11 

Stages  
9 – 13 

Stages  
11 – 15 

 
A summary set of assessment indicators is provided with this syllabus. Students do not have to be 
capable of achieving everything listed within a particular stage to be rated as performing at that stage. 
The indicators of achievement are not a set of assessment criteria to be ticked off.  They are indicators 
of the stage of understanding and an on-balance judgement should be made about whether a student's 
performance is of similar difficulty to those listed. In effect, if students are deemed to be capable of 
achieving everything listed in a particular stage, it is most likely that they can also achieve a number of 
things from the next stage and may be better judged as working well within that stage.  To 
accommodate the need for more levels for teachers to describe progress there will be two divisions 
within each stage – ‘proficient’ and ‘advanced’. Teacher judgement, supported by moderation, will define 
the ‘proficient’ and ‘advanced’ levels within each stage. 

It is expected that, given the opportunities to learn, as outlined in the previous table, the spread of 
assessment ratings would be as shown in the table below. Very few students in the year groups would 
be expected to be assessed outside this range by the end of the year.  

Stages for assessment ratings 

Year level Kinder – 
Prep 

Years 1 
and 2 

Years 3 
and 4 

Years 5 
and 6 

Years 7 
and 8 

Years 9 
and 10 

Assessment 
ratings 

Stages  
1 – 3 

Stages  
2 – 5 

Stages  
4 – 8 

Stages  
6 – 10 

Stages  
8 – 12 

Stages  
10 – 15 
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Organisation of the scope and sequence 

The English–literacy scope and sequence is organised by five standards and fifteen stages. Each standard 
contains: 

• an overview of the standard under each of the strands, including thinking and ICT 

• learning opportunities at three stages for:  

- reading and viewing 

- writing and representing  

- speaking and listening 

• a list of resources. 
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Standard one English–literacy overview 

Reading and viewing a range of texts 

Students read, view and enjoy a range of familiar and / or predictable texts, which have spoken language 
patterns, repeated words, phrases or sentences, and often include rhyme and rhythm. They have 
supporting illustrations and may also have a cumulative pattern. Students are aware of some symbols 
used for communication. They recognise and respond to signs and symbols in their environment, for 
example a STOP sign or a golden arch symbol, along with personally significant symbols such as some of 
the letters in their name.  

Students begin to understand that print and visual texts carry a message that remains constant. They 
might see an ‘open’ sign on a shop door, then comment when they see it on a billboard. They begin to 
make connections between their own experience and what they hear and see. They make associations 
with comments such as It’s night time because the picture’s dark or I like that dog, too. 

Students recognise some of structures and features in familiar texts. They respond to the cover or title 
of a favourite book, DVD or CD ROM, enjoy rhyme and repetition in stories and poems and recognise 
that texts may be accessed by turning pages or clicking a mouse. 

Students display reading-like behaviours when interacting with familiar texts. They convey meaning by 
making up a story or information from the illustrations, knowledge of the topic and previous experience 
of the text. 

Students begin to recognise different forms of texts and different ways they are used. For example, they 
know that a birthday card is not the same as a toy catalogue and that a shopping list differs from a 
television program guide. 

Writing and representing for a range of purposes and audiences 

Students experiment with different forms of communication, often incorporating them to their play 
activities. They use drawing, computer graphics and written symbols to represent ideas. They create 
signs and print-based materials. For example, when playing the role of a chef, they might create a recipe 
using letters and letter-like symbols. They might not always use symbols conventionally and might mix 
letters, numbers and pictures in paintings, drawings or when using writing and drawing software. 

Early in standard one, students explore writing materials and copy or write letter-like shapes, random 
letters and numbers but do not assign particular meaning to their ‘writing’. As they progress through the 
standard they use writing tools to experiment with creating messages and attempt familiar forms of 
writing about personal ideas and experiences.  

Towards the end of standard one, students write using known letters, represent some dominant sounds 
with an appropriate symbol but sometimes interchange upper and lower case letters. Some of these 
letter symbols might not be correctly formed. At the end of standard one students read back their own 
writing and assign a constant meaning to it. 

Speaking and listening in different contexts 

Students use language or other means of communication to convey messages to a known audience. 
They recount personal experiences and give some key information about familiar topics. They begin to 
vary their communications, depending on purpose, context and audience.  

Students begin to use communication conventions such as facing the speaker when listening and taking 
turns when speaking. They listen for short periods of time in group situations, follow simple directions 
and retell what a speaker has said. They pose and respond to questions, seeking further information 
from peers and familiar adults and contribute ideas and information to class sharing. 
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Students enjoy exploring different forms of communication. They experiment with language, 
participating in singing favourite songs and rhymes, often using these during play. With guidance, they 
discuss similarities and differences between shared texts and their own personal experiences. For 
example, they can talk about how their family is the same as, or different from, families portrayed in a 
particular text. They begin to recognise that different forms of communication create different effects. 

Thinking logically, critically, creatively and reflectively 

Students display a natural curiosity and interest in experimenting with language. They ask questions, 
make comments about and respond to the familiar texts that they enjoy viewing or listening to through 
play, song, drawing, painting and representing. They make connections between characters, places and 
events from texts and their own experiences. 

Students begin to look for similarities and differences in the patterns they observe occurring in the 
world around them. They begin to suggest simple explanations that often lead to further questions, 
suppositions and speculations. With guidance, they begin to use thinking tools to consider information 
and ideas. 

Students experiment actively and imaginatively with ways of representing ideas to make sense of, and 
share meaning from, experiences they have explored in familiar situations. They role-play, create 
writing-like symbols, imitate and share their thoughts and feelings. 

With guidance, students begin to reflect on their thinking and they pause to consider an answer before 
responding. 

Using ICT to inquire, construct texts and communicate with others 

Students become familiar with commonly used ICT, including computers, mobile phones and cameras 
and enjoy films, stories, music and television programs. They are aware of some of the ways that people 
use ICT to inquire, communicate and create texts, such as sending email and SMS messages, taking 
photos and operating DVDs with remote controls.  

Students have experience with the computer keyboard and mouse, and are familiar with the functions of 
some software. They understand that the keys of a keyboard, a mouse and the menus and visual icons of 
some software can be used to produce ‘writing’ and ‘drawing’. They experiment to create texts that 
communicate a message. With support, students use ICT to record sound, still or moving images, add 
digital images to texts and save and retrieve their own texts. 

Students identify and discuss favourite characters, stories, songs and music accessed through ICT and 
respond to questions about them. They repeatedly view or listen to the same story or songs, ‘reading’, 
reciting or singing with the characters. They role play familiar characters and stories accessed through 
ICT, as well as role playing talking on a mobile phone, sending an email or filming using a movie camera. 
They know they might use or have access to ICT in places such as schools, childcare centres, the home 
and shops. 
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Learning opportunities for reading and viewing at standard one  

Stage one Stage two Stage three 
Students need opportunities to learn to: 
• read and view texts such as nursery rhymes, 

cumulative stories, repetitive texts, rhyming books, 
lift the flap books, wordless texts, signs and symbols 
in the environment, electronic and media texts 

• recognise that texts have a purpose 
• engage in book sharing routines with familiar and 

predictable texts e.g. predict events in a text from 
looking at the cover and illustrations 

• request and select favourite texts 
• become aware of different text forms e.g. recognise 

the difference between imaginative and information 
texts 

• respond to characters, people, places and objects in 
familiar and predictable texts e.g. laugh at a clown, 
point at a dog 

• name characters read or viewed in imaginative texts 
• enjoy reading and build on understandings of 

language and story patterns 
• discuss some differences between information text 

forms e.g. the differences between a shopping list and 
a birthday card 

• become aware of rhythm and sounds in words e.g. 
clap the rhythm of their name 

• hear rhyming words in texts read to them 
• develop awareness that letters have different 

shapes, names and sounds and that names (words) 
are made up of letters.  

• distinguish between print and illustrations, the back 
and front of books 

Students need opportunities to learn to: 
• read and view texts such as nursery rhymes, 

cumulative stories, repetitive texts, rhyming books, 
lift the flap books, wordless texts, signs and symbols 
in the environment electronic and media texts 

• recognise that some people prefer particular texts 
• read class made books, familiar, predictable and 

rhyming texts 
• draw on personal experiences and knowledge of 

topics and contexts to predict events and 
information during shared book or viewing 
experiences 

• express personal views about favourite texts, 
identifying features that appeal to them e.g. 
comment on a character they like 

• recognise some different text forms 
• suggest how characters in texts might be feeling  
• describe characters and settings in imaginative texts 
• make connections between the ideas and events in 

texts and their own experiences e.g. I went to the 
beach yesterday 

• discuss ways of recognising differences between 
information text forms 

• listen for the beginning sound in words heard 
• identify the words that rhyme in texts read to them 
• follow print in a left to right, top to bottom 

direction with a one to one match between the 
spoken and written word. Distinguish between a 
letter, a word and a sentence 

• identify upper and lower case letters by name and 

Students need opportunities to learn to: 
• read and view texts such as nursery rhymes, 

cumulative stories, repetitive texts, rhyming books, 
lift the flap books, wordless texts, signs and symbols 
in the environment, illustrated information texts, 
electronic and media texts 

• recognise the purposes of some simple text forms 
• independently read and respond to predictable 

texts 
• recognise some of the differences between 

imaginative and information texts 
• identify similarities and differences between their 

own experiences and those of characters, people, 
places, events and things in texts e.g. identify how 
families represented in texts are like or unlike their own 

• discuss the beginning, middle and end of stories in 
imaginative texts 

• identify the topic of a text, make connections 
between ideas, events and their own experiences. 
Make links with other texts 

• discuss the main ideas and some of the features of a 
number of different information text forms  

• suggest words that start with the same sound 
• recognise rhyming words and suggest more words 

that rhyme 
• identify the difference between a letter, a word and 

a sentence 
• identify upper and lower case letters by name and 

the sound that each letter of the alphabet 
represents  



 20 

• recognise and name some letters in context and 
associate sounds with letters e.g. sees the first letter 
of their name and says that’s my name 

• recognise familiar signs by discussing print in the 
environment  

• respond to some familiar elements in visual texts 
e.g. opening titles, music or graphics of familiar 
television programs covers of picture books, CDs or 
DVDs 

• use reading strategies such as: 
- use context to ‘read’ illustrations, logos, labels and 
signs and to predict events and information 

- use knowledge of the storyline to reread familiar texts  
- use illustrations, knowledge of letter sounds and 
words, and familiarity with the topic  

- predict events in a text by looking at the title, the 
cover and illustrations before reading 

- make connections between the text and their own 
personal experiences  

- ask questions about texts 
 

 
 

most common sounds 
• recognise some personally significant words in 

context  
• develop awareness of the use of symbols when 

making meaning from visual texts e.g. associate items 
of dress with predictable behaviour such as a mask and 
cloak for a superhero 

• use reading strategies such as: 
- use context to ‘read’ illustrations, logos, labels and 
signs and to predict events and information 

- use knowledge of the storyline to reread familiar texts  
- use illustrations, knowledge of letter sounds and 
words, and familiarity with the topic  

- predict events in a text by looking at the title, the 
cover and illustrations before reading 

- make connections between the text and their own 
personal experiences  

- ask questions about texts 
 

 
 

• read a small number of high frequency words that 
are found in different contexts 

• express personal responses to texts such as 
television programs, films and CD ROMs with 
some reasons e.g. Student comments, ‘I didn’t like …’ 
Teacher prompts, ‘Why? Student responds, ‘Because 
…’ 

• develop awareness of the codes and conventions 
of visual texts e.g. identify the beginning and end of a 
television program by repetitive music or sound effect, 
recognise graphics and menus on a web page 

• retell and re-enact events from books and films 
which have been read, heard and viewed e.g. in the 
story the boy likes playing and doing things in the wild 

• use reading strategies such as: 
- use context to ‘read’ illustrations, logos, labels and 
signs and to predict events and information 

- use knowledge of the storyline to reread familiar texts  
- use illustrations, knowledge of letter sounds and 
words, and familiarity with the topic  

- predict events in a text by looking at the title, the 
cover and illustrations before reading 

- make connections between the text and their own 
personal experiences  

- ask questions about texts 
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Learning opportunities for writing and representing at standard one  
Stage one Stage two Stage three 
Students need opportunities to learn to: 
• write their own name, signs and labels, and use 

letters and symbols during play in print and 
electronic mediums 

• write or make their own name and use letters and 
letter-like shapes when experimenting with writing 

• experiment with writing for their own purposes 
during play 

• contribute to a range of joint construction activities 
to achieve a variety of purposes such as: 
observation  

• represent characters from favourite stories by 
experimenting with textures and shapes using 
collage materials and other information tools 

• represent personal experiences using drawing and / 
or letter strings 

• engage in shared writing activities noticing that 
writing and drawing are different and record 
messages using strings of letter or tactile symbols 

• develop awareness of some simple graphic 
organisers and thinking strategies to organise and 
classify information from teacher modelling 

• experiment with imaginative ways of representing 
familiar experiences 

• discuss the choices of information tools and writing 
processes used to create texts during modelled 
writing sessions 

• join in rhymes and songs, hear sounds in words and 
recognise rhyming words  

• recognise and name some letters in context and 
write own name 

• explore writing materials e.g. pens, pencils, crayons, 
paints, keyboard, Braille and develop tripod pencil grip 

Students need opportunities to learn to: 
• write their own name and names of familiar others, 

signs, labels, cards, lists, messages in print and 
electronic mediums 

• write using words, strings of letters or their own 
written or tactile symbols in a left to right, top to 
bottom orientation to create messages 

• experiment with writing for their own purposes 
e.g. write in the sand, create shopping lists in dramatic 
play, make signs and cards 

• speak with others about their purposes and 
audiences for writing 

• draw and write captions about characters and 
events in stories using a variety of information 
tools 

• represent ideas through drawing, sequencing 
pictures and / or using letters, words or sentences 

• record messages using letters and / or word strings 
assigning a meaning at the time of writing 

• identify capital and lower case letters, full stops and 
question marks 

• develop awareness of some of the types and uses 
of simple graphic organisers and other thinking 
strategies to organise and classify information from 
teacher modelling 

• experiment with imaginative ways of representing 
familiar experiences 

• discuss the choices of information tools and writing 
processes used to create texts during modelled 
writing sessions 

• plan their messages by drawing their ideas in 
modelled formats such as news plans 

• read back and talk about their message at the time 

Students need opportunities to learn to: 
• write letters, cards, lists, recounts and labels for 

drawing and create pictures in print and electronic 
mediums 

• write familiar forms of writing about personal ideas 
and experiences e.g. lists, messages, personal recounts 

• create texts for familiar purposes such as retelling 
events and sending messages 

• talk about the audiences for the different texts 
being written in the class 

• retell familiar stories or events 
• draw and label diagrams or pictures, sequence 

pictures and write simple sentences to show steps 
in a procedure 

• write simple sentences 
• use capital letters and full stops to signal the 

beginning and end of sentences 
• develop awareness of the types and uses of simple 

graphic organisers and other thinking strategies to 
organise and classify information from teacher 
modelling and class co-construction 

• experiment with imaginative ways of representing 
familiar experiences 

• discuss the choices of information tools and writing 
processes used to create texts during modelled 
writing sessions 

• plan their messages by drawing their ideas in 
modelled formats such as news plans 

• read back and talk about their message  
• develop phonemic awareness e.g. say words slowly to 

listen for sounds heard. Orally segment words into 
onset and rime. Realise that letters might be 
pronounced in different ways 
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• use paint, pencils, word processing software, 
camera, voice recorder, simple drawing software 
e.g. Kid Pix®  

• experiment with writing and drawing using simple 
software e.g. Kid Pix®, Max’s Toolbox®, ArtRage®, 
Kidspiration® and Microsoft® Photo Story® 

• experiment with basic media and electronic 
equipment using simple language to describe the 
equipment e.g. camera, film, computer, photograph 

• explore the use of media and electronic equipment 
and information tools 

 

of writing 
• hear sounds in words, recognise rhyming words 

and identify upper and lower case letters by sound 
• identify upper and lower case letters by name and 

write own and others’ names 
• develop and practise the basic skills of handwriting 

such as correct pencil grip, formation of letters 
• use paint, pencils, word processing software, 

camera, voice recorder and simple drawing 
software e.g. Kid Pix®, Kidspiration® and Microsoft® 
Photo Story®  

• use writing and drawing software to record 
messages using pictures, symbols and letters e.g. 
Kid Pix®, Max’s Toolbox®, ArtRage®, Kidspiration® 
and Microsoft® Photo Story® 

• use media and electronic equipment and 
information tools appropriately e.g. take a 
photograph or combine graphics and texts in familiar 
software 

 

• spell some frequently used words and build words 
where rime has same spelling pattern such as  
w-ent, s-ent, b-ent 

• use the correct formation of lowercase and some 
uppercase letters using the Tasmanian beginners’ 
handwriting script with correct pencil grip 

• use paint, pencils, word processing software, 
camera, voice recorder, simple drawing software 
such as Kid Pix®, Kidspiration® and Microsoft® 
Photo Story® with assistance combine features such 
as images and sound using simple software to 
experiment with ways of representing ideas 

• make simple choices when using basic media and 
electronic equipment e.g. select a close-up or a long 
shot when setting up a photograph 

• use media and electronic equipment and 
information tools safely and responsibly 
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Learning opportunities for speaking and listening at standard one  

Stage one Stage two Stage three 
Students need opportunities to learn to: 
• speak and listen in informal situations such as when 

playing with others, making things, greeting and 
farewelling others, making requests, giving 
apologies, and following instructions  

• listen to spoken texts that are personally significant 
such as songs, rhymes, poems and presentations by 
guest speakers 

• develop speaking skills beyond those in the home 
environment to communicate with familiar people 

• use language to convey needs and feelings and 
respond to topics and ideas that are personally 
significant 

• join in conversations with peers and known adults 
• ask simple questions around the immediate context 

e.g. What? 
• show beginning awareness of the conventions of 

social interaction e.g. looking at the person speaking, 
responding to requests, sometimes take turns in 
conversation and begin to listen in one on one situations 

• join in with songs, rhymes and poems recited by 
the class and read or told by the teacher and 
answer questions when prompted 

• talk about personal experiences 
• speak intentionally using own style of grammar e.g. 

say goed instead of went 
• use gestures, signs and symbols to convey simple 

messages e.g. use picture symbols to make a request 
or to communicate a need, preference or request 

• use volume to show mood and feelings e.g. speak 
loudly when they are anxious to have their turn with a 
toy or game 

Students need opportunities to learn to: 
• speak and listen in informal situations such as when 

playing a game, instructing others, greeting and 
farewelling others, giving apologies, sharing 
newstelling and following instructions 

• actively listen to spoken texts such as personal 
experiences, action songs and rhymes using 
appropriate listening behaviours 

• interact with peers and some familiar adults using 
their own variety of language to communicate 
needs, express ideas and ask questions 

• engage in conversations for specific purposes e.g. to 
get things done, to socialise, listen to others and 
respond to questions. Cooperate with others during 
group tasks 

• when prompted, make relevant contributions to 
class and group activities 

• undertake known roles in classroom speaking and 
listening activities e.g. look at the speaker, raise hand 
to speak, take turns to ask and answer questions 

• give informal spoken presentations to small and 
large groups such as performing action songs and 
rhymes, recounting personal experiences and 
reporting on a known topic 

• recount personal experiences in a logical sequence 
that includes who, what, when and where  

• use language to describe objects, events and 
feelings  

• speak in a manner that is easily understood by 
others. Recognise most grammatical rules, using 
some over-generalisations e.g. swimmed for swam 

• change facial expressions and / or body language to 

Students need opportunities to learn to: 
• speak and listen in informal situations such as when 

asking and answering questions, making up a new 
game with a friend, giving ideas for a class 
collaborative story and sharing newstelling 

• actively listen to conversations and other spoken 
texts such as rhymes, simple narratives, recounts, 
and instructions 

• communicate with peers and some familiar adults 
and begin to develop appropriate ways of 
interacting in familiar situations 

• engage in conversations, contributing relevant ideas 
and feelings, asking and answering questions, and 
listening to others 

• contribute to conversations and discussions while 
engaging in activities with others. Make relevant 
contributions to class and group activities and listen 
to others e.g. respond after listening to or viewing a 
text with relevant comments or questions 

• work cooperatively with a partner, sharing tasks 
and taking turns  

• give informal spoken presentations such as 
performing action songs and rhymes, retelling 
simple stories, recounting personal experiences 
and reporting on a known topic to small and large 
groups 

• recount personal experiences and report briefly on 
personal knowledge of a topic e.g. describe aspects 
of favourite pastimes, pets, television programs and 
people 

• speak audibly using everyday terms and simple 
sentences 



 24 

• respond to simple and familiar questions e.g. Are 
you hungry? What would you like to eat?  

• follow simple classroom instructions e.g. respond to 
a hand gesture to stop or the instruction to get their 
bag 

• ask simple questions and make observations about 
personally significant problems in the immediate 
context e.g. Who? What’s that for? When? Why? 
How? 

• use speaking and listening strategies such as: 
- predicting aspects of spoken texts e.g. predicts the 

next part of the teachers’ instructions for an 
activity 

- asking and answering questions 
- self-correcting  e.g. ‘then she runned … ran … 

 

create effects that show how they are feeling  
• use volume and tone of voice to show mood and 

feelings 
• show understanding of spoken texts in personal 

ways. Respond with some relevant comments 
• ask questions in response to information presented 

by others 
• ask questions to gain further information, solve 

problems and imaginatively explore situations in 
their immediate context e.g. Who, What’s that for? 
When? Why? How? 

• discuss the strategies that they can use to help 
remember and organise information, ‘figure out’ 
problems and monitor their learning 

• use speaking and listening strategies such as: 
- using non-verbal cues e.g. watching people’s facial 

expressions and gestures to help interpret 
meaning 

- using props e.g. pictures or puppets to support 
speaking 

 
 

• change facial expressions and / or body language to 
create effects that meet their purpose  

• use volume and tone of voice to show mood and 
feelings 

• comprehend stories with supporting illustrations 
• recall personally significant information from 

spoken texts.  
• ask questions, seeking information and / or 

clarification from peers and known adults, to 
explore personally significant situations in creative 
ways 

• listen attentively in non-verbal ways in small groups 
e.g. face the speaker; recognise personally significant 
signs in context if signing 

• discuss how to modify their thinking and actions 
through self-talk and self-correction 

• use speaking and listening strategies such as: 
- using appropriate listening behaviours e.g. facing 

the speaker, looking as if they are interested, 
waiting until the other person has finished before 
speaking 

- adjusting speaking for different purpose e.g. 
sharing ideas and offering opinions in structured 
situations 
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Standard one English–literacy resources 

Print publications 

Barratt-Pugh, Caroline. (et al.) (2006) Literacy Learning in Australia: Practical ideas for Early Childhood 
Educators. Thomson, South Melbourne. 

Clay, M. M. (2002) An Observation Survey (2nd edition). Heinemann, Auckland. 

Dorfman, Lynne and Cappelli, Rose. (2007) Mentor Texts: Teaching writing through children’s literature, K-6. 
Stenhouse, Portland, Maine 

Gentry, Richard J. (2004) The Science of Spelling: The Explicit Specifics that Make Great Readers and Writers 
(and Spellers!). Heinemann, Portsmouth, New Hampshire.  

Hill, Susan. (2006) Developing Early Literacy: Assessment and teaching. Eleanor Curtain, Melbourne. 

Hill, Susan. (2000) Guiding Literacy Learners. Eleanor Curtain, Melbourne.  

Hill, Susan and Hancock, Joelie. (1993) Reading and Writing Communities: Co-operative Literacy Learning in 
the Classroom. Eleanor Curtain, Melbourne. 

Jones, Pauline. (ed.) (1996) Talking to Learn. PETA, Sydney. 

McCarrier, A. (et al.) (2000) Interactive writing: how language and literacy come together K-2. Heinemman, 
Portsmouth New Hampshire. 

Pinnell, G. S. and Fountas, I. (1996) Guided Reading. Heinemann, Portsmouth New Hampshire. 

STEPS Professional Development and the Department of Education and Training WA (2004-2008) First 
Steps Literacy: 2nd edition, Rigby (Harcourt Education), Australia. 

Tunica, Mandy. (2005) Passion for Poetry: practical approaches to using poetry in the classroom. PETA, 
Sydney. 

Turbill, Jan and Bean, Wendy. (2006) Writing Instruction K-6: understanding process, purpose, audience. 
Richard C. Owen Publishers, New York. 

Wing, Jan L. (2001) Write Ways: Modelling Writing Forms, Second Edition. Oxford University Press, 
Melbourne. 

Catalogues of print publications to support English–literacy  teaching 

The Australian Association for the Teaching of English (AATE) catalogue 
http://www.aate.org.au/bookstore/http://www.curriculum.edu.au/catalogue/ includes texts on the theory 
and practice of English–literacy teaching, including fiction for young people, grammar and spelling, critical 
literacy, poetry and oral language, reading, writing, drama and visual texts.  

The Australian Literacy Educators’ Association (ALEA) catalogue 
http://alea.edu.au/html/publications/6/publications  includes a range of journals focusing on teaching and 
learning English–literacy, including ALEA Today, Australian Journal of Language and Literacy, Practically 
Primary and Literacy Learning: The Middle Years. 

The Curriculum Corporation catalogue http://www.curriculum.edu.au/catalogue/  includes an extensive 
variety of texts on the theory and practice of English–literacy  teaching. It also has texts on thinking, 
classroom management, inquiry-based learning, values education, learning styles, the middle years, 
studies of Asia and Indigenous education. 

The Primary English Teachers’ (PETA) catalogue http://www.peta.edu.au/  contains an extensive range of 
practical resources, including books, teaching resources, brochures, bookmarks, special packs, book 
reviews and publications for parents.  
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Learning objects and digital resources 

The Learning objects page on the Department of Education (Tasmania) eCentre for teachers 
http://ecentre.education.tas.gov.au/C15/Learning%20Objects/default.aspx  provides easy access to an 
excellent variety of resources developed by the Le@rning Federation and DoE, including literacy for 
students at risk. The page also contains advice and information on accessing and using these resources 
with students. 

Websites that include learning sequences, teaching ideas, advice and information 

The eCentre for teachers http://ecentre.education.tas.gov.au/default.aspx contains a wide variety of 
learning sequences and teaching ideas. Go to the ‘Find resources’ link on the home page to search and 
browse for quality assured resources. 

The Flying Start website http://wwwfp.education.tas.gov.au/literacy/flyingstart/exploring.htm contains 
information on a range of programs, including Reading Recovery, First Steps, Stepping Out and Bridges.   

The Kindergarten check website 
http://www.education.tas.gov.au/school/educators/curriculum/kindergartencheck/young-children-learning 
contains valuable resources to support the learning of young children. 

The DoE English website http://wwwfp.education.tas.gov.au/english/ contains teaching ideas, learning 
sequences and multiple links to useful sites.  

The ALEA website http://www.alea.edu.au/ contains information about professional learning sessions, 
conferences, publications, awards and projects. 

The TATE website http://www.tate.neat.tas.edu.au/ contains information about professional learning 
sessions, workshop and conference materials, papers and links. Teachers can enrol in the English 
Classroom Forum through this site. 

The New Zealand website http://english.unitecnology.ac.nz/ contains an excellent, extensive variety of 
units and teaching ideas.  

The Australian Children’s Television Foundation (ACTF) website 
http://www.actf.com.au/learning_centre/teaching_materials.htm contains teaching ideas to use with 
ACTF resources.  

The NCTE readwritethink website http://readwritethink.org/index.asp contains lessons, web resources 
and student materials. 

The Children’s Book Council of Australia website http://www.cbc.org.au/ contains a list of CBCA 
notable books, Book of the Year shortlist, Award winners and information about Book Week and 
author visits. It also provides links to useful Australian and international sites.  

The CyberQuoll website http://www.cyberquoll.com.au/hub.htm contains advice on Internet safety for 
primary schools. 

Note: all websites were accessed on 15 July 2007
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Standard two English–literacy overview 

Reading and viewing a range of texts 

Students read, view and enjoy a range of simple texts. Simple texts are generally short, clearly 
structured, deal with familiar ideas or known topics and are often supported by photographs or 
illustrations. 

Students use their knowledge of book and print concepts to read texts. For example, they understand 
that written English language is created in a left to right direction, that the written word can be matched 
with the spoken word and that there is a relationship between letters and sounds. Students use their 
knowledge of the features of speech, sounds, gestures and images to read electronic texts. 

The range and difficulty of texts that students read and view independently develops significantly during 
this standard. Early in the standard, they read and comprehend texts that have only a few lines of text 
on a page. The text is repetitive and uses limited and familiar vocabulary with supporting illustrations. 
Towards the end of the standard, students read, view and respond to simple imaginative and information 
texts that have sentences containing one or two ideas, some specialised vocabulary for familiar topics 
and supporting illustrations. 

As they progress through the standard, students move from word identification strategies, such as using 
developing sound-symbol knowledge and memory, to using a variety of reading strategies such as 
rereading, syllabifying and predicting. They integrate sound, visual and meaning cues to gain meaning, 
self-correct and change reading behaviour to suit different text forms. 

Students respond to a range of texts, locating directly stated information, interpreting labelled diagrams 
and retelling ideas in sequence. They make connections between their own knowledge and experiences 
and the ideas and events in texts viewed, heard or read aloud. They become aware that text creators 
make choices when constructing texts to meet the needs of particular audiences. They discuss how one 
text can be the same or different from another text and recognise that different interpretations of 
written, visual and electronic texts are possible.  

Writing and representing for a range of purposes and audiences 

Students create a range of simple texts in print and electronic forms about topics of personal 
significance. These texts make sense to the intended audience and include several related ideas in 
sequence. Students use some of the basic structural elements of different text forms, often combining 
writing with drawing or graphics. They describe the purpose and audience for their own and others’ 
writing.  

Students use simple sentences and develop some control over compound sentences, combining clauses 
with linking words such as and, but, then and because. They plan, create and begin to edit and proofread 
their own writing, using resources such as word walls and spell-checking software. They use tools, 
graphics and digital media to represent ideas and information in simple text forms. 

Students plan their writing and reread it to check that it makes sense. Early in the standard they 
represent some dominant sounds in words and spell a few known high frequency words. Later in the 
standard, they make plausible attempts at spelling unfamiliar words. They spell an increasing number of 
frequently used words accurately. They show evidence of the use of visual patterns when writing and 
spell most one syllable words with regular spelling and some two syllable words with regular spelling. 
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Speaking and listening in different contexts 
Students speak and listen through conversation, discussion and informal presentations. They 
communicate in group situations, making comments, explaining how to do things, expressing opinions 
and asking questions. They present simple recounts and describe familiar experiences and feelings in 
sequence. 

Students listen to the responses of others, becoming aware of others’ viewpoints and reviewing and 
adding to what has been said. They listen to texts read aloud, including serialised stories, recalling some 
of the main ideas and information presented, asking questions to clarify meaning and predicting what 
might happen next. 

Students speak clearly using simple language and a developing vocabulary, with some understanding of 
the importance of meeting the needs of listeners. They use voice and gesture to enhance meaning when 
communicating with different audiences. They give spoken explanations of how they make things and 
support their spoken arguments with some evidence. They perform rhymes, chants and songs in small 
and large groups. 

Thinking logically, critically, creatively and reflectively 

Students enjoy experimenting with words and ideas. They continue to ask questions about texts and 
comment on the ideas and issues presented in them. They understand that texts have purposes and 
audiences. They recognise that the interests of the intended readers and viewers can be reflected in 
texts and they discuss the reactions of different audiences to different texts. They begin to appreciate 
that text features such as colour, dialogue and characterisation are used to convey meaning.  

Students learn to organise information and ideas gained from the simple texts they have explored 
according to categories they have been given by the teacher. Using a variety of thinking tools they 
classify, describe and compare those ideas.  

They begin to draw conclusions about texts and communicate these findings to others. They explain 
their findings and learn to question other people’s explanations. They realise that explanations are more 
credible if reasons are given. 

Students actively use their imagination and creativity to explore their own ideas, experiences and 
feelings about texts. They wonder about the way the world works and develop their own explanations 
for the phenomena that they observe in their immediate environment. 

Using questions and simple, often highly visual proformas, students begin to reflect on their own thinking 
processes and strategies.  

Using ICT to inquire, construct texts and communicate with others 

Students use ICT to brainstorm and frame simple questions in order to identify their information needs. 
They develop skills in using simple searches, text and visual menus, catalogues, video and TV program 
titles to locate information sources to meet their needs. They begin to access information from sources 
such as websites, the school intranet, CD ROMs and TV programs. With support, they develop basic 
criteria for the evaluation, selection and use of information from these sources.  

Students operate familiar ICT such as computers, cameras and voice recorders. They consider how they 
will use media in their simple texts and use familiar word processing and multimedia software to create 
them.  

They experiment with the use of different media, including still and moving images, written text, sound 
and music and use menus or icons to apply a range of effects such as animations to their work. With 
support, they develop criteria for the texts they create, and begin to question, edit and accept feedback 
in order to improve their use of ICT in their work. Students begin to identify and acknowledge the 
owner / creator of information they use. 

Students begin to use other communication tools provided within the school such as password-
protected email, forums, chat, blogs and instant messaging. They begin to use the conventions of these 
tools and to develop an understanding of personal safety in internet environments. 
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Learning opportunities for reading and viewing at standard two  

Stage four Stage five Stage six 
Students need opportunities to learn to: 
• read and view texts such as picture books, raps 

and rhymes, fairytales, information texts, simple 
picture dictionaries, advertising material, 
environmental print, simple electronic and media 
texts 

• discuss the purpose of some text forms and 
consider the likely intended audience of simple 
texts e.g. children enjoy funny jokes, babies enjoy 
books with bright pictures 

• independently read and respond to short, simple 
texts about familiar ideas and issues  

• use texts for different purposes e.g. read texts for 
enjoyment, access a CD ROM or information text to 
find out something, use simple picture dictionaries to 
look for words 

• express and justify personal responses to texts 
• explain some of the differences between 

imaginative and information texts e.g. picture 
books, stories, advertisements, lists  

• compare the ways in which characters, people, 
places, events and things are represented in 
different texts 

• become aware of simple plots, characters and 
settings in imaginative texts 

• retell a sequence of ideas or events, locate some 
directly stated information in written text and / 
or illustrations, make connections between ideas 
that are directly stated and close together in the 
text and identify similarities between their own 

Students need opportunities to learn to: 
• read and view texts such as picture books, raps 

and rhymes, fairytales, illustrated chapter books, 
information texts, simple picture dictionaries, 
advertising material, simple electronic and media 
texts 

• recognise the purpose of a text and discuss the 
likely intended audience 

• independently read and respond to simple texts 
about familiar ideas and issues  

• recognise that authors and illustrators can affect 
their personal responses to texts e.g. make them 
happy or sad 

• recognise some basic structures and features of 
imaginative and information texts e.g. steps in a 
procedure, headings in an information text 

• select and use texts for particular personal 
purposes e.g. follow a simple recipe, view an 
animation, respond to a report 

• recognise the ways in which characters, people, 
places and events are represented and suggest 
alternative representations e.g. identify how the 
images of mothers and fathers vary from text to text, 
compare images of bears in picture books or films 
with those used in information texts or 
documentaries 

• identify plots, characters and settings in 
imaginative texts 

• identify the main topic, locate directly stated 
information in written text and / illustrations, and 

Students need opportunities to learn to: 
• read and view texts such as picture books, raps 

and rhymes, illustrated chapter books, fairytales, 
information texts, simple picture dictionaries, 
advertising material, simple electronic and media 
texts 

• recognise that texts could have been created 
differently depending on the author’s and 
illustrator’s purpose e.g. explain how aspects of the 
plot or characterisation could be altered and suggest 
one or two possible consequences 

•  recognise that texts are produced for particular 
audiences 

• read and respond to simple texts that entertain, 
recount, inform and explain ideas and issues 

• consider some of the ways in which authors and 
illustrators present particular points of view and 
can influence personal response to texts 

• recognise the basic structures and features of 
imaginative, information and electronic texts e.g. 
recipes have a list of ingredients, a methods section 
and may include photographs or illustrations; quiz 
shows have a host and rounds of questions, recounts 
have an orientation and time order words to sequence 
events 

• recognise the ways in which characters, people, 
places and events are represented and consider 
some of the ways in which they might be 
represented differently 

• discuss plots, characters and settings in imaginative 
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experiences and texts 
• discuss the main ideas and identify some of the 

functions of the structures and features of 
information texts e.g. identify the ways in which a 
contents page and / or index is used to locate 
information 

• suggest some of the ways in which characters, 
people, places and events are represented. 

• segment and blend sounds in words of one or 
two syllables 

• recognise digraphs e.g. sh, th, ch, and common 
rimes e.g. ack, it, am 

• read, without hesitation, some high frequency 
words  

• develop awareness of the structures and features 
of visual texts e.g. explore how music and / or 
sound effects influence the interpretation of films or 
television programs, describe how font and colour 
may influence the reader or viewer 

• discuss how events in predictable and / or 
familiar picture books are similar to, or different 
from, their own experiences e.g. compare their 
experiences of going to the beach with the visual 
images, backgrounds and settings depicted in the 
text 

• use reading strategies such as: 
- break words into chunks (syllabification) 
- adjust reading rate e.g. slow down when an 
unfamiliar word is reached in the text 

- attempt to self-correct when the meaning is 
disrupted  

- use skimming strategies to glance quickly through 
the text to gain a general impression of the content 

recall the main ideas in sequence, using some 
words and pictures to make inferences about the 
text 

• discuss the main ideas and recognise some of the 
functions of structures and features of 
information texts in relation to their purposes 
e.g. identify the purposes of chapter headings in 
information books 

• form generalisations, such as the most common 
ways to represent a sound or how position in 
word affects pronunciation. Recognise long 
vowels e.g. oa, ow, ea, ee, ir 

• read, without hesitation, high frequency words, 
including some subject-specific words  

• recognise some of the codes and conventions of 
visual texts e.g. predict likely meanings from visual 
images such as facial gesture or size 

• use reading strategies e.g. 
- use knowledge of letter sounds and common letter 
patterns to decode words 

- use fluency, pace and appropriate phrasing 
- use sound, visual and meaning cues, knowledge of 
high-frequency words and topic related vocabulary 

- use skimming strategies to glance quickly through 
the text to gain a general impression of the content  

- use scanning strategies to glance through texts to 
locate specific details such as names, dates, places 
or some particular content or concept 

- use knowledge of the topic, sentence patterns and 
text structure 

- make personal predictions about what might 
happen next before and during reading 

 

texts 
• identify the major purpose of a text, retell the 

order of ideas, locate directly stated information in 
the written text and / or illustrations and make 
connections between ideas in the text 

• discuss the ways in which information texts report 
and explain information and events 

• form generalisations, such as the most common 
ways to represent a sound or how the position of 
letters in a word affects pronunciation. Recognise 
long vowels e.g. oa, ow, ea, ee, ir 

• read, without hesitation, high frequency words, 
including some subject-specific words e.g. 
Christmas, February 

• identify elements of setting in simple visual texts 
e.g. objects, clothing, sound effects, music, dialogue 

• identify some of the visual codes and conventions 
used to represent people, places and events e.g. 
colour, size, movement 

• use reading strategies e.g. 
- re-read to clarify meaning and read on to confirm 
meaning 

- make substitutions or omissions while maintaining 
meaning when reading  

- use skimming strategies to glance quickly through the 
text to gain a general impression of the content 

- self question 
- make comparisons with their own experiences and to 
other texts  

- ask for assistance with some words 
- discuss reading strategies used at word and sentence 
level 
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Learning opportunities for writing and representing at standard two  

Stage four Stage five Stage six 
Students need opportunities to learn to: 
• write texts such as personal recounts, narratives, 

letters, retellings, recipes, instructions and 
information reports and T-charts in print and 
electronic mediums 

• create short simple texts such as recounts, 
procedures, with sequenced ideas, that relate to 
the main idea for familiar audiences 

• create texts for familiar purposes such as to 
entertain and inform e.g. retell events, obtain goods 
and services, send a message 

• discuss the purposes and audiences of a range of 
simple text forms 

• write narratives with characters, setting and a 
brief story line 

• use modelled structures to write simple 
information texts with logically sequenced ideas 
with support from writing scaffolds 

• write simple sentences focussing on the impact of 
sentence beginnings 

• use a small range of words related to the topic 
including appropriate nouns and verbs 

• use linking words when joining simple sentences. 
and, then 

• use capital letters at the beginning of sentences 
and for proper nouns, full stops, question and 
exclamation marks when writing simple sentences  

• use simple graphic organisers and other thinking 
strategies from teacher modelling and class co-
construction to organise and classify information 

Students need opportunities to learn to: 
• write texts such as personal recounts, narratives, 

letters, procedures, information reports, 
storyboards, Y charts and PowerPoint® slideshows 
in print and electronic mediums 

• create simple texts with sequenced ideas, that 
relate to the main idea, using basic text structures 

• create texts for a small range of familiar purposes 
such as to entertain, inform and give an opinion 
e.g. recount experiences or give instructions for 
playing a card game 

• explain the purposes of a range of simple text 
forms and suggest some ideas and information 
that could be included for familiar audiences 

• write narratives with characters and setting 
including some description and a brief storyline 

• use modelled structures to write simple 
information texts with several logically sequenced 
ideas  

• write simple and compound sentences joined by 
appropriate linking words 

• group related information together 
• use vocabulary related to the topic including a 

variety of descriptive words such as nouns, verbs 
and adjectives 

• use a variety of linking words to write compound 
sentences e.g. and, but, then, because 

• use capital letters at the beginning of sentences 
and for proper nouns, full stops, question and 
exclamation marks when writing simple sentences 

Students need opportunities to learn to: 
• write texts such as recounts, narratives, 

descriptions, procedures, information reports, 
posters, Venn diagrams, PowerPoint® slideshows, 
birthday cards and invitations in print and 
electronic mediums 

• create a range of simple texts on familiar topics 
for familiar audiences, using basic text structures 
and including several items about the main idea 

• create texts for a range of familiar purposes such 
as to entertain, inform, and give an opinion e.g. 
recount an imaginary experience or explain how to 
make a kite  

• explain the purposes of a range of simple text 
forms and the appropriateness of ideas and 
information to include for familiar audiences 

• write narratives with characters, setting, plot and 
an ending including some description  

• use modelled structures to write simple 
information texts with several logically sequenced 
ideas, some subject specific vocabulary and some 
detail e.g. invitations, advertising or information 
posters, factual recounts 

• write simple and compound sentences that link 
two ideas or events  

• group information into paragraphs 
• use some specific and technical vocabulary related 

to the topic including a variety of descriptive 
words such as nouns, verbs, adverbs and 
adjectives 
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and ideas 
• suggest imaginative possibilities for representing 

familiar experiences in texts 
• seek feedback and begin to reflect on choices of 

information tools and writing processes used to 
create texts 

• plan their writing using modelled formats 
• reread their own writing aloud to check that it 

makes sense 
• use a word wall to find correct spelling of familiar 

words and reread writing to check spelling 
• use knowledge of onset and rime to spell new 

words. Recognise and use digraphs and initial 
consonant blends 

• spell some frequently used words, some words of 
one syllable and explore onset and rime 

• build word families e.g. play, plays, played, playing 
• develop control of upper and lowercase letters 

when handwriting simple sentence structures  
• use computers, still and video cameras, scanners, 

audio recorders, mobile phones, CD ROM and 
DVD players, paint, pencils and software such as 
Microsoft Word® or Clicker®, Microsoft 
PowerPoint®, Microsoft Photo Story®, Max’s Tool 
Box®, Kid Pix® and Kidspiration® 

• use simple software to combine personal writing 
with supportive images to represent ideas e.g. 
write brief personal recounts with accompanying 
illustrations or digital photographs 

• use technology responsibly and become aware of 
the ownership of information e.g. with support, 
identify the sources of downloads of text, graphics and 
music 

• combine words and images to convey meaning 

• develop an awareness of past and present tense, 
noun - pronoun agreement and subject - verb 
agreement 

• use simple graphic organisers and other thinking 
strategies to brainstorm ideas and gather, 
organise and record information  

• consider imaginative ideas and creative ways of 
representing familiar experiences in texts 

• seek feedback and begin to reflect on choices of 
information tools and writing processes used to 
create texts 

• plan their writing using modelled formats e.g. 
develop ideas for writing using a Y chart 

• reread their own writing to check that it makes 
sense, adding words, sentences or phrases 

• proofread own writing and use strategies such as 
dictionaries and word walls to check spelling 

• develop knowledge of long vowels e.g. ee, oo. Use 
knowledge of onset and rime and initial and final 
consonant blends to spell new words 

• spell frequently used words and words of one 
syllable and explore common spelling patterns e.g. 
a-e. i-e, igh 

• explore compound words and use common 
plurals e.g. s, es, y-ies 

• control shape and size of letters using Tasmanian 
beginners’ handwriting script 

• use computers, still and video cameras, scanners, 
audio recorders, mobile phones, CD ROM and 
DVD players, paint, pencils and software such as 
Microsoft Word® or Clicker®, Microsoft 
PowerPoint®, Microsoft Photo Story®, Max’s Tool 
Box®, Kid Pix® and Kidspiration® 

• use software to organise information and 

• combine phrases and clauses with a  variety of 
linking words to add ideas and information 

• use capital letters, full stops, question and 
exclamation marks, commas in lists, direct speech 
and apostrophes for contractions 

• maintain correct tense–past, present, future–in 
simple sentences.  

• develop control over noun- pronoun and subject-
verb agreements 

• use simple graphic organisers and other thinking 
strategies to brainstorm ideas and gather, 
organise and record information, make decisions 
and reach conclusions e.g. show similarities and 
differences in information using a Venn diagram 

• explore imaginative ideas and creative ways of 
representing familiar experiences in texts 

• seek feedback and begin to reflect on choices of 
information tools and writing processes used to 
create texts 

• plan their writing by discussing with a partner or 
using a planning proforma 

• edit writing using strategies such as substituting 
richer vocabulary choices, rereading and seeking 
feedback from others 

• proofread own writing and use a variety of 
strategies to check spelling 

• explore sounds and groupings according to letters 
representing the sound e.g. /a/-ay, a-e, ai, eigh and 
form generalisations e.g. the most common ways to 
represent a sound  

• spell an increasing number of frequently used 
words; explore homophones and common 
spelling patterns e.g. form generalisations about 
common ways to pronounce spelling patterns 
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e.g. take a series of photographs over time to show 
the growth of plants in a science experiment and 
write explanations to accompany them 

 

represent ideas, selecting images, fonts and 
colours to match the purpose and audience of 
texts  

• combine writing with supportive drawings and 
graphics e.g. add a digital photograph to a short 
report 

• select appropriate pictures, photographs and 
drawings to create simple visual texts e.g. a life 
cycle diagram 

• select words and visual language features to 
represent people, places, events and things in 
particular ways in simple texts e.g. use bright 
colours when drawing a happy scene  

• use terms such as image, colour and font to 
describe the features they have used to create 
visual and electronic texts 

• use technology responsibly and acknowledge the 
ownership of information e.g. acknowledge the 
sources of downloads of text, graphics and music 

 

• use contractions and some compound words and 
build word families from base words e.g. play, 
plays, playing, replay 

• write legibly using Tasmanian beginners’ 
handwriting script, knowing that letters should 
have uniform size and spacing 

• use computers, still and video cameras, scanners, 
audio recorders, mobile phones, CD ROM and 
DVD players, paint, pencils and software such as 
Microsoft Word® or Clicker®, Microsoft 
PowerPoint®, Microsoft Photo Story®, Max’s Tool 
Box®, Kid Pix® and Kidspiration® 

• use software selecting suitable images, fonts, 
colours and including music or sound effects in 
some texts  

• select images, font and / or colour to reflect the 
purpose of simple texts  

• use particular words e.g. strong adjectives and 
visual language features e.g. font size in titles to 
represent people, places, events and things in 
particular ways  

• use tools, graphics and digital media e.g. pencils, 
ArtRage® software to represent ideas in simple 
texts e.g. drawings, tables, heading, maps 

• link ideas using images, fonts, colours and include 
music or sound effects in some texts using 
familiar software e.g. PhotoStory® for Windows® 

• use terms such as image, colour, movement, zoom, 
foreground, background to describe the features 
they have used to create visual and electronic 
texts 

• use technology responsibly and understand the 
need to respect the rights of people associated 
with the processes of creating texts. 
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Learning opportunities for speaking and listening at standard two  

Stage four Stage five Stage six 
Students need opportunities to learn to: 
• speak and listen through discussions, 

conversations and presentations in small and 
large informal groups, such as when organising an 
activity, retelling and inventing stories, retelling 
jokes and riddles and newstelling 

• actively listen to spoken and electronic texts 
such as narratives, poems, recounts, instructions, 
procedures and reports 

• interact informally with teachers, peers and 
known adults speaking about and listening to 
personally relevant topics in familiar situations 
within a school context 

• share information, explore personally significant 
ideas, express own opinion, listen to and recall 
others’ opinions  

• contribute to conversations and discussions in 
groups, agreeing or disagreeing with the different 
opinions presented e.g. I have a dog like that 

• share tasks and take turns during group work 
• give informal spoken presentations such as 

performing action songs and rhymes, retelling or 
inventing stories, retelling personal experiences, 
explaining familiar procedures, giving simple 
instructions and reports to small and large 
groups e.g. recount personal experiences giving key 
information such as where, when, who, what 

• give spoken presentations that sequence key 
events, explain familiar procedures or give simple 
instructions to peers showing awareness of the 
steps required 

Students need opportunities to learn to: 
• speak and listen through discussions, 

conversations and presentations in small and 
large informal groups, such as when organising an 
activity, retelling and inventing stories, retelling 
jokes and riddles, participating in class meetings 
and sharing newstelling 

• actively listen to spoken and electronic texts 
about real or imagined events such as narratives, 
jokes and riddles, recounts, procedures and 
reports 

• interact informally with teachers, peers and 
known adults in structured speaking activities 
dealing briefly with familiar topics 

• share information, express personally significant 
ideas, identify and describe another’s ideas heard 
in conversation or group discussion 

• communicate in small groups by explaining their 
own opinion and identifying and retelling 
opinions heard  

• use appropriate roles in discussions and 
conversations  

• give informal spoken presentations such as 
performing rhymes, humorous verse, songs and 
chants, drama, role play, simple personal 
recounts, procedures and simple reports to small 
and large groups 

• give spoken presentations that show that they 
understand the topic, provide some relevant 
ideas and information and include events in 
sequence e.g. recount personal experiences and 

Students need opportunities to learn to: 
• speak and listen through discussions, 

conversations and presentations in small and 
large, mostly informal groups such as when 
organising an activity, retelling and inventing 
stories, retelling jokes and riddles and 
participating in class meetings 

• actively listen to electronic and spoken texts 
about real or imagined events such as narratives, 
humorous verse, presentations by guest 
speakers, recounts, procedures, reports and 
simple arguments 

• interact with a wide range of familiar people in 
both informal and formal situations involving 
speaking and listening activities e.g. answer 
questions from listeners; repeat ideas; provide 
alternative ideas or points of view at circle time 

• exchange information, share and explore ideas 
and express personally significant opinions. 
Identify opinions provided by others, agreeing or 
disagreeing with reference to their personal 
opinion 

• communicate in group situations, making relevant 
comments, explaining how to do things, 
expressing opinions and asking questions 

• use different roles in discussions and 
conversations to support cooperation within the 
group e.g. give instructions, request help, consult 
others, invite opinions, give explanations, assist or 
tutor other group members. 

• give informal spoken presentations such as 
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• speak clearly using simple language and basic 
vocabulary 

• use eye contact, facial expressions and body 
language to communicate a response. Select 
proximity according to the relationship with the 
audience  

• use volume to suit the social situation and size of 
the audience 

• listen to texts with supporting visual information, 
retelling some events from the text and 
answering questions about the main details e.g. I 
don’t like the boy in the story 

• recall what others say and respond appropriately 
to what was said  

• maintain eye contact with the speaker 
• ask questions, seeking information and / or 

clarification from peers and known adults, to 
explore ideas and events in creative ways 

• discuss some of the ways that problems can be 
solved through planning and goal-setting  

• explore thinking strategies with others 
• use speaking and listening strategies such as:  

- listening for and recording key words and 
phrases 

- experimenting with planning for spoken 
descriptions, recounts and reports e.g. 
identifying  the main ideas or information to be 
presented  

- using gesture, intonation and repetition to 
convey meaning 

- clarifying comments by rephrasing e.g. ‘What I 
meant was …’ and ‘When I think about …’ 

 

interests 
• speak clearly using simple language and a 

developing vocabulary 
• use eye contact, appropriate facial expressions 

and body language to communicate with others. 
e.g. turn towards the speaker, shrug shoulders or 
frown  

• use volume and tone of voice to add meaning 
• listen to texts about real and imaginary events, 

recalling what was said in order, asking and 
answering questions 

• recall what others say and answer questions 
about what has been said. 

• listen for specific information when given 
instructions. 

• ask questions about creative possibilities to 
explore their own ideas in familiar contexts e.g. 
questions such as ‘What would happen if …?’ 

• discuss the thinking strategies they use in 
different contexts. Use some specific thinking 
strategies to identify gaps and errors in their 
knowledge 

• use speaking and listening strategies such as:  
- listening to responses of others, reviewing or 

expanding on what has been said e.g. answering 
questions from listeners, repeating or rephrasing 
ideas and information, trying to give 
explanations 

- self-correcting to clarify meaning e.g. ‘The 
monster was scared … No. I mean … he was 
scared of the monster.’   

- observing procedures for class activities e.g. 
taking turns, asking questions, interrupting 
speakers 

 

performing humorous verse and other poems, 
personal recounts, procedures and reports to 
small and large groups e.g. present a brief report at 
an assembly 

• give spoken presentations that show that they 
understand the topic, provide some relevant 
ideas and information and include events in 
sequence including brief descriptions e.g. 
presenting procedures that include what is needed  

• portray people, places, events and things to 
achieve particular effects e.g. describe the events of 
a birthday party to make it seem exciting 

• speak clearly, experimenting with more complex 
speech patterns and with some sense of 
addressing the needs of listeners e.g. use linking 
words such as because, if and after, to sustain 
discussion and express ideas at a class meeting 

• use eye contact, facial expressions and body 
language to emphasise and clarify meaning. Use 
variation in voice tone and volume to add 
meaning and interest 

• listen to texts read aloud, including serialised 
stories, recalling information, asking questions 
and predicting what might happen next 

• obtain specific information from short spoken 
texts  

• listen attentively, showing interest in a speaker’s 
presentation  

• ask questions about creative possibilities within 
familiar contexts e.g. ask questions such as ‘In how 
many different ways can I solve this problem?’ 

• discuss how self-questioning, self-commentary 
and self-assessment can improve learning in 
individual and group situations 

• use speaking and listening strategies such as 
asking questions to clarify meaning 
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Standard two English–literacy resources 

Print publications 

Barratt-Pugh, Caroline. et al. (2006) Literacy Learning in Australia: Practical ideas for Early Childhood 
Educators. Thomson, Melbourne 

Bennett, Barrie and Rolheiser, Carol. (2001) Beyond Monet: The Artful Science of Instructional Integration. 
Bookation, Toronto. 

Clay, M. M. (2002) An Observation Survey. (2nd edition), Heinemann, Auckland. 

Dorfman, Lynne and Cappelli, Rose. (2007)  Mentor Texts: Teaching writing through children’s literature, K-6. 
Stenhouse, Portland, Maine. 

Gentry, Richard J. (2004) The Science of Spelling: The Explicit Specifics that Make Great Readers and Writers 
(and Spellers!). Heinemann, Auckland.  

Gibb, Tanya. (2006) Spelling Rules! Teacher Resource Book Ages 8 – 12+. Macmillan Education Australia, 
Melbourne. 

Gibbs, G. (2001) Tribes: A New Way of Learning and Being Together. CentreSource Systems LLC, Windsor. 

Hancock, Joelie and Leaver, Christine. (2006) Teaching Strategies for Literacy: Strategic Approaches for 
Teaching Literacy and English. ALEA, Norwood, South Australia. 

Hornsby, David. (2000) A Closer Look at Guided Reading. Eleanor Curtain, Melbourne. 

Hill, Susan (2000) Guiding Literacy Learners. Eleanor Curtain, Melbourne..  

Hill, Susan and Hancock, Joelie. (1993) Reading and Writing Communities: Co-operative Literacy Learning in 
the Classroom, Eleanor Curtain, Melbourne. 

Jennings, Claire and Shepherd, Julie. (1998) Literacy and the Key Learning Areas: Successful Classroom 
Strategies. Eleanor Curtain, Melbourne. 

Jones, Pauline. (1996) Talking to Learn. PETA, Sydney. 

McCarrier, A, (et al.) (2000) Interactive writing: how language and literacy come together K-2. Heinemann, 
Portsmouth, New Hampshire. 

Pinnell, G. S. and Fountas, I. (1996) Guided Reading, Heinemann, Portsmouth NH; Word Matters (1998) 
Heinemann, Portsmouth NH; Guiding Readers and writers, Grades 3-6: Teaching Comprehension, Genre and 
Content Literacy. (2001) Heinemann, Portsmouth, New Hampshire. 

Rolton, Gloria. (2005) Attention! Developing listening and speaking skills. Curriculum Corporation, 
Melbourne. 

Snowball, Dianne and Bolton, Faye. (1999) Spelling K-8; Planning and Teaching. Stenhouse, Maine, USA. 

STEPS Professional Development and the Department of Education and Training WA. (2004-2008) First 
Steps: Literacy. 2nd ed. Rigby (Harcourt Education), Australia. 

Targeting Text: Lower Primary [Information report, Explanation, Discussion]. (1999) Blake Education, 
Sydney. 

Tunica, Mandy, (2005) Passion for Poetry: practical approaches to using poetry in the classroom. PETA, 
Sydney. 

Turbill, Jan and Bean, Wendy. (2006) Writing Instruction K-6: understanding process, purpose, audience. 
Richard C. Owen Publishers, Katonah, New York. 

Wilson, Lorraine. (2006) Reading to Live: How to teach reading for today’s world. Heinemann, Portsmouth. 

Wing, Jan L. (2001) Write Ways: Modelling Writing Forms. 2nd ed. Oxford University Press, Victoria. 
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Catalogues of print publications to support English–literacy  teaching 

The Australian Association for the teaching of English (AATE) catalogue 
http://www.aate.org.au/bookstore/http://www.curriculum.edu.au/catalogue/ includes texts on the theory 
and practice of English–literacy teaching, including fiction for young people, grammar and spelling, critical 
literacy, poetry and oral language, reading, writing, drama and visual texts.  

The Australian Literacy Educators’ Association (ALEA) catalogue 
http://alea.edu.au/html/publications/6/publications  includes a range of journals focusing on teaching and 
learning English–literacy , including ALEA Today, Australian Journal of Language and Literacy, Practically Primary 
and Literacy Learning: The Middle Years. 

The Curriculum Corporation catalogue http://www.curriculum.edu.au/catalogue/ includes an extensive variety 
of texts on the theory and practice of English–literacy teaching.  

The Primary English Teachers’ (PETA) catalogue http://www.peta.edu.au/ contains an extensive range of 
practical resources, including books, teaching resources, brochures, special packs and book reviews. 

Learning objects and digital resources 

The Learning objects page on the Department of Education (Tasmania) eCentre for teachers 
http://ecentre.education.tas.gov.au/C15/Learning%20Objects/default.aspx  provides easy access to an 
excellent variety of resources developed by the Le@rning Federation and DoE, including literacy for 
students at risk. The page also contains advice and information on accessing and using these resources. 

Websites that include learning sequences, teaching ideas, advice and information 

The eCentre for teachers http://ecentre.education.tas.gov.au/default.aspx contains a wide variety of 
learning sequences and teaching ideas. Go to the ‘Find resources’ link on the home page to search and 
browse for quality assured resources. 

The Flying Start website http://wwwfp.education.tas.gov.au/literacy/flyingstart/exploring.htm contains 
information on a range of programs, including Reading Recovery, First Steps, Stepping Out and Bridges.   

The DoE English website http://wwwfp.education.tas.gov.au/english/ contains teaching ideas, learning 
sequences and multiple links to useful sites.  

The ALEA website http://www.alea.edu.au/ contains information about professional learning sessions, 
conferences, publications, awards and projects. 

The TATE website http://www.tate.neat.tas.edu.au/ contains information about professional learning 
sessions, workshop and conference materials, papers and links.  

The New Zealand website http://english.unitecnology.ac.nz/ contains an excellent, extensive variety of units 
and teaching ideas.  

The Australian Children’s Television Foundation (ACTF) website 
http://www.actf.com.au/learning_centre/teaching_materials.htm contains teaching ideas to use with ACTF 
resources.  

The NCTE readwritethink website http://readwritethink.org/index.asp contains lessons, web resources and 
student materials. 

Myread website (strategies for teaching reading in the middle years) http://www.myread.org/ supports 
teachers of underperforming students. 

The Children’s Book Council of Australia website http://www.cbc.org.au/ contains a list of CBCA notable 
books, Book of the Year shortlist, Award winners and information about Book Week and author visits. It 
also provides links to useful Australian and international sites. 

The CyberQuoll website http://www.cyberquoll.com.au/hub.htm contains advice on Internet safety for 
primary schools. 

Note: all websites were accessed on 15 July 2007 
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Standard three English–literacy overview 

Reading and viewing a range of texts 

Students read, view and comprehend a variety of accessible texts constructed for different purposes and 
audiences. Accessible texts have recognisable forms, structures and features but often have fewer 
supporting illustrations than simple texts and include new vocabulary and concepts that extend beyond 
students’ immediate experience. Students also work with longer imaginative, information and argument 
texts that deal with less familiar ideas and issues. 

Students draw on knowledge of texts and language to clarify meaning. They identify main ideas and key 
information and begin to make inferences and provide some evidence from the text to support their 
views. They identify differences and similarities in information on the same topic in different texts.  

Students use a range of strategies to comprehend texts, including predicting, relating ideas in the text to 
experience, comparing and self-questioning. They use strategies such as chunking and sounding out to 
identify unknown words. Students begin to monitor and reflect on the effectiveness of strategies they 
use. 

Students identify the structures and features common to particular text forms and appreciate that texts 
are constructed for different purposes and audiences. They understand that text creators use structures 
and features for particular effects. For example, they emphasise or omit particular information to 
represent characters, people and events in different ways. Students begin to explore some of the 
relationships between texts and recognise that they can be interpreted from more than one point of 
view. 

Writing and representing for a range of purposes and audiences 

Students compose a range of written, visual and electronic texts on different topics. They construct 
these text forms to entertain, move, inform and persuade a range of known and less familiar audiences. 
They order information, develop ideas, sequence events and present opinions and points of view. 

Students compose structured narratives with plot, character and setting, attending to orientation, 
complication and resolution. They experiment with the use of dialogue. Students compose information 
texts for different purposes, developing their understanding of how to group sentences with related 
information into paragraphs. When composing arguments, they formulate opinions and provide some 
evidence for their point of view. They use tools, graphics and digital media to represent ideas and 
information in text forms. 

Students use a variety of strategies to enhance the effectiveness of their imaginative, informative and 
argumentative writing, including planning, note-making, using graphic organisers, editing and 
proofreading. They use simple, compound and complex sentences to present information and extend 
ideas in written texts. They use punctuation in text forms, including capitalisation, full stops, question 
marks, commas, exclamation marks and speech marks with increasing skill and effect.  

Students employ a variety of sound, visual and meaning strategies to spell unfamiliar words. They spell 
accurately most one, two and three syllable words with regular spelling patterns. They spell frequently 
used words and most subject-specific words with less regular patterns and recognise when a word 
‘doesn’t look right’. They use dictionaries, thesauruses and spell checkers. 

Because students are developing competence with new text forms, they sometimes lose some control 
over structure, punctuation and spelling. They regain control as they develop mastery over text forms. 

Speaking and listening in different contexts 

Students speak and listen through conversation, discussion and presentations in different contexts. They 
participate in small group discussion, identifying and commenting on opinions provided by others, 
proposing viewpoints and extending ideas. They make relevant statements, ask questions and give 
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instructions to generate and maintain small and large group discussion. They plan and present recounts, 
reports and arguments designed to inform, entertain and persuade known and less familiar audiences. 

Students listen attentively to others, showing interest in the speaker and providing appropriate feedback. 
They listen to texts read aloud, answering key questions about plot, character and setting or the main 
ideas and arguments presented. They use clarifying questions to enhance understanding and make links 
for further learning. 

Students speak clearly and audibly, adjusting their language to address the needs of listeners. They begin 
to select particular words and phrases to present opinions and points of view. They use appropriate 
body language, gestures and non-verbal language to emphasise, enhance and clarify meaning. They use 
notes, cue cards, props and digital media to support spoken presentations, including interviews, reports 
and informal debates. 

Thinking logically, critically, creatively and reflectively 

Students ask focused questions to explore and clarify their thoughts about texts and the ways in which 
the authors’ purposes and contexts influence readers and viewers. They consider some of the ways in 
which the form, structure and language features influence different people’s interpretations of accessible 
texts. They begin to explore how text creators use features such as simple symbols, similes and camera 
work to create particular effects.  

Students investigate a variety of sources of information using thinking tools and strategies to organise, 
summarise and categorise the concepts and ideas they encounter. They understand that other people 
might hold different views and begin to question opinions that are presented to them. They learn to 
consider the validity of sources of information and also to provide reasons for the conclusions they 
reach. 

Students explore situations imaginatively and engage creatively with new ideas. They experiment with 
new ways of communicating their understandings to others.   

Students reflect on the learning and thinking strategies they employ, using appropriate choices of 
language to describe their thinking processes. 

Using ICT to inquire, construct texts and communicate with others 

Students use ICT to plan and conduct inquiries. They select and use appropriate ICT to identify sources 
and to search for, select and manage the type of information they require. They also use information for 
collaboration during inquiries, including sharing and managing files and using communication and 
collaboration tools. They evaluate the accuracy and credibility of the information they locate and select, 
and organise the information using ICT. For example, they cut and paste in word processing, drag and 
link in concept and mind-mapping software, and save files with accurate names and author / publisher 
information. 

Students use simple design processes to create a range of written, visual and electronic texts on 
different topics. They use ICT creatively and experiment with the use of multimedia such as images, 
sound, films and special effects. They reflect on design processes, edit their work and suggest 
improvements that consider their choices and uses of ICT. They do not always use ICT efficiently in the 
design and create phases. Students identify and acknowledge the owners / creators of information that 
they use.  

Students use some of the communication tools provided within the school such as password-protected 
email, forums, chat, blogs and instant messaging. They regularly explore and use the communication 
conventions of these tools. They follow personal and group safety rules for using communication tools 
and internet environments. 
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Learning opportunities for reading and viewing at standard three  

Stage seven Stage eight Stage nine 
Students need opportunities to learn to: 
• read and view texts such as picture books, chapter 

books, fables, easy fiction series, information texts, 
junior reference material, some newspaper articles, 
email, children’s magazines, CD ROMs, web pages, 
cartoons, accessible electronic and media texts 

• recognise that particular texts are created for 
different audiences and purposes 

• read and respond to accessible texts that entertain, 
inform, report, explain and present opinions 

• consider some of the factors that influence personal 
responses to texts and discuss reasons for making 
personal reading choices 

• examine the basic structures and features of a range 
of imaginative and information texts e.g. discuss the 
ways in which reports include sequenced key 
information 

• identify the ways in which characters, people, places 
and events are represented in texts and discuss 
some of the ways in which they might be 
represented differently 

• identify some of the values, attitudes and beliefs 
that are represented in texts 

• identify the main ideas in imaginative texts and 
discuss plots, characters and settings 

• discuss some of the ways in which imaginative texts 
entertain and produce emotional responses e.g. 
discuss how they felt at the most exciting part of a story 
or animated film  

• identify the major purpose and main ideas of a text, 
make inferences from directly stated supporting 

Students need opportunities to learn to: 
• read and view texts such as fiction, including series 

fiction, fables from other countries, poetry and song 
lyrics, plays, junior reference material, newspaper 
reports, magazines, catalogues, comics, diaries, 
email, accessible electronic and media texts 

• read and respond to accessible texts that entertain, 
move, inform, report, explain and present opinions 
e.g. consider whether the events in a short story are 
likely to occur in real life 

• explore the ways in which texts target particular 
audiences and how the interests of the intended 
readers can be reflected in the texts 

• explain some of the factors that influence personal 
responses to texts and the selection of reading 
materials in relation to their own knowledge and 
experience 

• examine the purposes, structures and features of 
accessible imaginative, information and argument 
texts e.g. discuss the purposes of headings, 
subheadings, tables and diagrams in information texts 

• describe the ways in which characters, people, 
places and events are represented in texts and 
discuss some of the ways in which they might be 
represented differently 

• explore the main ideas in imaginative texts and 
discuss the ways they are developed in the plot, 
characters and setting 

• discuss some of the ways that imaginative texts can 
entertain, convey important messages and produce 
emotional responses 

Students need opportunities to learn to: 
• read and view texts such as young adolescent 

fiction, including series fiction, dreaming stories, 
verse novels, poetry and song lyrics, plays, 
reference material, curriculum area texts, 
newspaper reports, magazines, advertisements, 
SMS, interviews, biographies, accessible electronic 
and media texts 

• read and respond to a range of accessible texts that 
entertain, move, inform, report, explain, persuade 
and present opinions 

• discuss the ways in which texts present particular 
points of view according to the purpose and 
audience e.g. examine the ways in which a song lyric 
presents a particular point of view on a social issue 

• give reasons for selecting own reading materials and 
for preferring particular interpretations of texts 
referring to their knowledge, beliefs and experience 

• discuss the purposes, structures and features of a 
range of accessible imaginative, information and 
argument texts e.g. discuss how rhyme, simile and 
metaphor are used in poetry, examine how headlines, 
photos and captions are used in newspaper reports 

• explore some of the ways in which language is used 
to construct characters, people, places, events, 
ideas and information e.g.. select parts of the text that 
provide key information, make inferences about a 
character’s feelings, motives and actions, give reasons 
for interpretations by referring to words and phrases 
from the texts 

• explore the main ideas in imaginative texts and 
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information and make connections between ideas in 
the text e.g. draw inferences from descriptions and 
actions; identify words in texts that describe characters 
and events; interpret labelled diagrams and contents 
pages 

• discuss the ways in which information and argument  
texts report and explain information and events and 
present opinions 

• recognise long vowels, digraphs and consonant 
blends 

• read, without hesitation, high frequency words, 
including subject-specific word that have been 
taught  

• interpret some visual language features used to 
represent people, events, places and things in 
particular ways e.g. explain how strong vibrant colours 
may be used to indicate happiness and confidence 

• consider the accuracy and relevance of some 
information and information sources 

• use reading strategies e.g. 
- break words into chunks (syllabification) 
- consider the context of unknown words 
- use knowledge of grammar, sentence and text 

structures, vocabulary  
- use skimming strategies to glance quickly through 

the text to gain a general impression of the 
content 

- use scanning strategies to glance through texts to 
locate specific details such as names, dates, places 
or some particular content or concept  

- discuss and compare with others the visual images 
they create when reading  

- self-monitor and discuss the effectiveness of their 
reading strategies 

• identify the main ideas stated in the text, making 
inferences, drawing conclusions and giving reasons 
for interpretations 

• discuss the ways in which information and argument 
texts report and explain information and events and 
give opinions. Consider some of the ideas implied in 
the events or information 

• describe the ways in which argument texts express 
a point of view about an issue and provide 
supporting evidence 

• identify some of the values, attitudes and beliefs 
that are represented in texts and compare them 
with other texts read and / viewed 

• interpret visual language features used to represent 
ideas, information, characters and people in 
different ways e.g. explain why a low camera angle 
often makes a character appear larger or more 
threatening  

• explore some simple strategies to assess the 
accuracy, relevance and credibility of information 
and information sources 

• use reading strategies e.g. 
- use self correcting methods when reading such as 

re-reading, reading on, reading back, sub-
vocalising 

- use sound, visual and meaning cues, knowledge of 
high frequency words and topic related vocabulary 

- predict likely events, actions and outcomes before 
and during reading, explain their reasons and 
confirm or reject predictions  

- make connections between themselves and the 
text, between texts they have read and between 
texts and their experiences of the world 

- determine importance ‘What is most important in 
this sentence, paragraph, chapter or whole text?’ 

suggest some connections between plot, characters 
and settings that develop those ideas 

• discuss some of the ways in which imaginative texts 
entertain, convey important messages, produce 
emotional responses and represent human 
behaviour 

• interpret accessible texts by summarising the main 
ideas, making inferences, drawing conclusions and 
giving reasons for interpretations by referring to 
the texts 

• recognise that information and argument  texts 
usually have a point of view and information can be 
included or omitted to develop a particular point of 
view  

• examine the ways in which argument texts express 
a point of view about an issue, give supporting 
evidence and provide examples to justify a case 

• identify some of the values, attitudes and beliefs 
that are represented in texts and suggest ideas that 
might have been omitted 

• interpret the ways in which visual language features 
are used to develop subject matter, focus the 
viewer’s attention and establish mood e.g. examine 
the ways in which tracking shots are used to create 
particular moods 

• discuss simple strategies to assess the accuracy, 
relevance and credibility of information and 
information sources 

• use reading strategies e.g. 
- adjust reading strategies for different texts 
- discuss their selection of reading strategies at 

word, sentence and whole text levels 
- generate appropriate key words from a text 

for a specific purpose 
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Learning opportunities for writing and representing at standard three  

Stage seven Stage eight Stage nine 
Students need opportunities to learn to: 
• write texts such as recounts, narratives, 

information reports, descriptions, arguments, 
procedures, explanations, simple concept maps, 
brochures, storyboards, data retrieval charts, Venn 
diagrams, PowerPoint® slideshows, email, online 
chat and instant messages, in print and electronic 
mediums 

• compose a range of simple imaginative texts and 
simple information texts on familiar topics for 
familiar audiences 

• identify the purposes for writing and compose 
texts for a range of purposes such as to entertain, 
inform, persuade and give an opinion e.g. recount 
personal experiences, give directions, persuade others 
to take actions 

• consider which text forms and language features 
suit particular purposes and known audiences 

• write narratives with plots, characters and setting 
that create a complication, attempt a resolution 
and include some description and action 

• identify the structures and language features of the 
text form when writing simple recounts, 
descriptions, information reports and explanations 
that order information and express opinions 

• write simple, compound and complex sentences  
• group information into paragraphs that mainly 

focus on one idea 
• use specific and technical vocabulary related to the 

topic including a variety of descriptive words such 
as nouns, verbs, adverbs and adjectives to develop 

Students need opportunities to learn to: 
• write texts such as recounts, narratives, poems, 

short scripts, information reports, explanations, 
arguments, descriptions, personal viewpoints, 
email, online chat, weblogs, instant messaging, 
PowerPoint® slide presentations, data retrieval and 
KWL charts in print and electronic mediums 

• compose a range of imaginative texts, information 
texts and argument texts on familiar topics for 
particular audiences 

• explain the purposes for writing and compose texts 
for a range of purposes such as to entertain, 
inform, explain, persuade and give an opinion 

• select text forms and language features to suit 
particular purposes and audiences 

• write imaginary recounts and narratives with plots, 
characters and settings that create a complication 
and resolution and include some description, action 
and dialogue 

• use the structures and language features of the text 
form when writing information and argument texts, 
ordering information, formulating and expressing 
opinions with a few supporting ideas, explanations 
and / or descriptions 

• write sequenced simple, compound and complex 
sentences with some variation in sentence 
beginnings and clause structures 

• group information into paragraphs that contain one 
idea or similar ideas 

• use specific and technical vocabulary appropriate to 
the subject matter e.g. method and conclusion in a 

Students need opportunities to learn to: 
• write texts such as narratives, poems, scripts, 

information reports, explanations, arguments, 
descriptions, persuasive letters, book reports, 
formal letters, print advertisements, summaries, 
flow charts, mind maps, email, online chat, weblogs 
and instant messaging in print and electronic 
mediums 

• compose a range of imaginative texts, information 
texts and argument texts on familiar and unfamiliar 
topics for different audiences 

• explain purposes for writing and compose texts for 
a range of purposes such as to entertain, inform, 
explain, persuade and give an opinion 

• consider the reasons for selecting particular text 
forms and language features for intended audiences 
and chosen purposes 

• write imaginative texts with plots, characters and 
settings that develop a sequenced set of events to 
create a complication and resolution and include 
description, action and dialogue 

• use the structures and language features of the text 
form when writing information and argument text, 
introducing the topic, ordering information, 
developing ideas and drawing conclusions 
supported by a few supporting ideas, explanations 
and / or descriptions 

• experiment with the use of sentence structure to 
vary the pace of simple, compound and complex 
sentences 

• group information into paragraphs that contain one 
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ideas 
• use linking words e.g. after, next to guide readers 

through a series of events in simple texts 
• use basic punctuation, including capital letters, full 

stops, commas in lists, question and exclamation 
marks, speech marks for direct speech and 
apostrophes for contractions  

• use correct tense (past, present, future) when 
composing simple texts  

• use noun-pronoun and subject-verb agreements 
appropriately 

• use simple graphic organisers and thinking 
strategies to brainstorm ideas, organise information 
and collate information collected from a number of 
sources and use simple strategies to evaluate it e.g. 
compare ideas from information and fiction texts about 
the same topic using a Venn diagram 

• generate imaginative ideas for creating texts about 
topics that engage and interest them 

• reflect on the ways in which writing processes and 
information tools are used to compose texts 

• plan writing using some simple strategies such as 
brainstorming ideas and discussing them with 
others 

• edit writing their own and other’s writing using a 
variety of strategies such as adding and deleting 
words and checking that information is presented 
in a logical order 

• proofread own writing for correct tenses, 
punctuation, capitalisation and use strategies to 
identify and correct spelling errors 

• explore sounds with more extensive vocabulary 
according to their writing needs 

• spell frequently used words with irregular spelling 
patterns, explore spelling patterns and 

science report. Include particular adjectives and 
verbs to express ideas that influence other people’s 
opinions if appropriate to the text form 

• use linking words e.g. later to connect ideas in 
familiar text forms 

• use capital letters, full stops, question and 
exclamation marks, apostrophes for contraction, 
commas in lists and speech marks for direct speech 

• maintain correct tenses and subject-verb and noun-
pronoun agreement in familiar text forms 

• use graphic organisers and other thinking strategies 
to ask questions, collect and organise information, 
discuss possible solutions or conclusions and 
present findings e.g. compare ideas sourced from 
websites and DVDs using a data retrieval chart 

• generate a number of imaginative possibilities for 
creating texts about topics that engage and interest 
them 

• reflect on the ways in which information tools and 
writing processes are used to compose texts 

• plan writing using a range of strategies e.g. keeping 
an ideas journal and considering which ideas are 
important to the topic, using graphic organisers such as 
KWL charts; make notes before writing 

• edit their own and other’s writing using a variety of 
strategies such as highlighting parts of the text and 
reviewing the amount of detail  

• proofread own writing for correct tenses and 
punctuation and use a variety of strategies to check 
spelling 

• explore sounds with more extensive vocabulary 
according to their writing needs 

• spell frequently used and subject specific words 
with irregular patterns and explore spelling 
patterns e.g. ough, ei 

idea or similar ideas 
• use appropriate vocabulary including the selection 

of effective nouns, verbs, adjectives and adverbs to 
develop imagery and express ideas that influence 
other people’s opinions 

• use linking words and phrases e.g. because, however, 
as well as, secondly to connect ideas and structure 
familiar text forms 

• use punctuation appropriately to convey meaning 
including using commas to mark clauses, speech 
marks for direct speech and apostrophes for 
ownership 

• maintain correct tenses and subject-verb and noun-
pronoun agreement in familiar text forms 

• use graphic organisers and other thinking strategies 
to refine questions, locate, record and organise 
information, evaluate solutions or conclusions and 
present findings e.g. use a fishbone diagram for 
analysing cause and effect or futures wheels for 
examining the consequences of a situation or concept 

• use creative thinking strategies to generate a 
number of imaginative possibilities for creating 
texts about topics that engage and interest them 

• reflect on the effectiveness of the information tools 
and writing processes used to compose texts and 
consider possible refinements 

• plan writing using a range of strategies such as 
brainstorming, gathering, recording and prioritising 
ideas using graphic organisers e.g. PMI charts, 
placemats and data retrieval charts  

• edit their own and other’s writing using a variety of 
strategies such as highlighting the descriptive words 
used and considering changes to describe the ideas, 
character or events more clearly 

• proofread own writing for accuracy of 
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homophones 
• use compound words; use base words to build 

more extensive word families; explore common 
prefixes e.g. re, un and en 

• use a range of strategies to generate plausible 
attempts at spelling unfamiliar words when writing 
e.g. use syllabification knowledge; use visual strategies 
such as knowledge of common letter patterns and 
vowel digraphs; use knowledge of simple base words; 
use an increasing range of resources to check spelling 

• use linked script as shown in Tasmanian cursive 
alphabet charts 

• use computers, still and video cameras, scanners, 
audio recorders, mobile phones, CD ROM and 
DVD paint, pencils and software such as Microsoft 
Word®, Microsoft Excel®, Microsoft PowerPoint®, 
Microsoft Photo Story®, Inspiration®, Kahootz® and 
Windows Movie Maker® 

• experiment with written and visual language 
features to enhance the impact of texts and 
influence the audience by representing people, 
places or characters in particular ways e.g. use a 
close-up shot to reveal a person’s feelings 

• use software to organise information, represent 
ideas and communicate understanding, 
experimenting with layout, selections of images, 
fonts, borders or transitions e.g. use Kidspiration®, 
PhotoStory® to represent ideas in simple concept maps 
and storyboards or experiment with using dot points, 
icons or arrows to increase the audience’s 
understanding of a PowerPoint® presentation 

• experiment with the effects that layout and 
selections of images, simple fonts, borders or 
transitions have on the meaning of texts e.g. 
explore aspects of the construction of visual and 

• explore how to add common prefixes e.g. dis, im, 
re, mis, form past tense endings e.g. write, wrote and 
use common suffixes e.g. ly, er 

• use a range of strategies to spell unfamiliar words 
when writing and monitor the effectiveness of 
some of the strategies used e.g. use letter 
combinations and syllabification knowledge; use visual 
strategies such as graphic patterns, critical features and 
word shapes; select appropriate resources to check 
spelling and make corrections 

• develop fluency with linked script 
• use computers, still and video cameras, scanners, 

audio recorders, mobile phones, CD ROM and 
DVD paint, pencils and software such as Microsoft 
Word®, Microsoft Excel®, Microsoft PowerPoint®, 
Microsoft Photo Story®, Inspiration®, Kahootz® and 
Windows Movie Maker® to represent ideas in 
familiar text forms e.g. animations, PowerPoint® slide 
presentations 

• use some written and visual language features to 
enhance the impact of the text or influence 
audiences by representing people, characters, 
events or ideas in particular ways e.g. choose 
emotive words; use strong adjectives and adverbs or 
repetition of words 

• use software to organise information, represent 
ideas and communicate understanding 
experimenting with the effects that layout and 
selections of images, fonts, borders or transitions 
consider the effects that the selection of design 
features e.g. sound, image, text, font has upon the 
meaning of their work 

• construct visual and multimedia texts using 
accessible software such as Clicker 5® including the 
use of features such as composition, camera shots 

paragraphing, tenses, punctuation, sentence 
structure and spelling  

• spell frequently used e.g. information, Wednesday 
and subject specific words with irregular patterns 
e.g. minute, weather and explore spelling patterns 
according to their writing needs 

• explore word derivations and use knowledge of 
word parts such as prefixes, suffixes and base 
words to learn new words  

• select from a range of strategies to spell unfamiliar 
words when writing and monitor the effectiveness 
of the strategies used e.g. use knowledge of word 
origin; select appropriate resources to check and correct 
spelling; apply spelling rules and generalisations 

• write using fluent linked script 
• use computers, still and video cameras, scanners, 

audio recorders, mobile phones, CD ROM and 
DVD paint, pencils and software such as Microsoft 
Word®, Microsoft Excel®, Microsoft PowerPoint®, 
Microsoft Photo Story®, Inspiration®, Kahootz® and 
Windows Movie Maker® 

• choose written and visual language features to 
enhance the impact of texts or influence audiences 
by representing people, characters, events or ideas 
in particular ways e.g. include or omit details in a 
report; use similes or camera angles for particular 
effects 

• use software to organise information, represent 
ideas and communicate understanding e.g. use 
Inspiration® to represent ideas flow charts, concept 
maps. Experiment with the effects that layout and 
selections of images, simple fonts, borders or 
transitions have on the meaning of texts 

• explain the intended effects that design features e.g. 
sound, image, text, menu structure, hyperlink, video clip 
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media texts e.g. composition, camera shots and 
angles, framing, lighting, editing, setting, props and 
costume, sound effects, voice overs  

• use technology responsibly and ethically and 
identify sources of information for a limited range 
of texts 

 

and angles, framing, lighting, editing, setting, props and 
costume, sound effects, voice overs 

• use technology responsibly and ethically and 
identify sources of information for a limited range 
of texts 

 
 

have upon the meaning of their texts 
• reflect on the construction of visual and multimedia 

texts including the use of features such as 
composition, camera shots and angles, framing, lighting, 
editing, setting, props and costume, sound effects, voice 
overs 

• use technology responsibly, and identify and 
reference sources of information for a limited 
range of texts 
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Learning opportunities for speaking and listening at standard three  

Stage seven Stage eight Stage nine 
Students need opportunities to learn to: 
• speak and listen exploring different ways of using 

language through discussions, conversations and 
presentations in small and large, mostly informal 
groups. Contexts include collaborative group work, 
inside outside circles, community of inquiry, class 
meetings, giving instructions, newstelling, class 
meetings, designing and conducting inquiries and 
conducting an informal interview 

• actively listen to electronic and spoken texts such 
as narratives, jokes, presentations by guest 
speakers, recounts, procedures, reports, 
descriptions and simple arguments 

• interact with a wide range of familiar people in 
informal and formal speaking and listening activities, 
experimenting with ways of adjusting listening and 
speaking to suit different purposes 

• exchange information, share and explore ideas, 
make relevant statements, express opinions, ask 
questions and respond to other people’s opinions 
e.g. at a class meeting 

• listen to and build on other people’s contributions 
to discussion  

• listen to texts read aloud, recalling information, 
asking and answering questions about the plot, 
characters and setting and predicting what might 
happen next  

• perform supportive roles in discussions and 
conversations to sustain cooperation within the 
group and give feedback on each member’s 
contribution e.g. give instructions, request help, 
consult others, invite opinions, give explanations, assist 

Students need opportunities to learn to: 
• speak and listen exploring different ways of using 

language through discussions, conversations and 
presentations in small and large, mostly informal 
groups. Contexts include collaborative group work, 
inside outside circles, community of inquiry, class 
meetings, sharing experiences, persuading others, 
designing and conducting inquiries and informal 
interviews   

• actively listen to electronic and spoken texts such 
as story reading and role play, jokes, presentations 
by guest speakers, recounts, procedures, reports, 
descriptions, reviews and arguments 

• interact for specific purposes with people in the 
school community, showing increasing awareness 
of the needs of their listeners adjusting listening 
and speaking to suit different purposes 

• share and explore ideas, perceptions and feelings, 
make relevant statements, express opinions, 
identify points of view and attempt to persuade 
others  

• identify other people’s points of view in 
conversations and group discussions 

• plan activities in which everyone contributes 
independently to achieve the group product or 
outcome while group members undertake 
supportive roles e.g. suggest ideas, consult others, 
assist or tutor other group members, give feedback, 
reach consensus, evaluate  

• give informal, and some planned and rehearsed, 
spoken presentations to large and small groups 
such as individual and group readings of poetry and 

Students need opportunities to learn to: 
• speak and listen through conversations, discussions 

and presentations in formal and informal contexts 
such as collaborative group work, inside outside 
circles, literature circles, specialised meetings, 
designing and conducting inquiries and conducting 
informal interviews 

• actively listen to electronic and spoken texts such 
as poetry, prose and drama, presentations by guest 
speakers, radio programs, reports, descriptions, 
reviews, explanations and arguments 

• interact for specific purposes with people in the 
school community to explore information, ideas 
and issues including some of which that extend 
beyond their immediate experience 

• share and explore ideas and understandings on a 
topic or concept, develop simple arguments and 
seek the opinions of others e.g. argue a point of view 
during an informal debate or community of inquiry 

• identify and comment on other people’s opinions, 
and extend ideas in conversations and discussions 

• negotiate, organise and undertake individual roles 
in groups while acting supportively to achieve the 
group product or outcome e.g. time keeper, 
recorder, presenter, manager, motivator, materials 
collector, scout 

• give informal, and some planned and rehearsed, 
spoken presentations such as individual and group 
readings and recitations of poetry and prose, role 
plays and drama, short talks, recounts, procedures, 
reports, descriptions, explanations, arguments and 
reviews of books, television programs and films e.g. 
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or tutor other group members 
• give informal, and some planned and rehearsed, 

spoken presentations to large and small groups 
such as individual and paired readings of poetry and 
prose, role plays, recounts, procedures, reports, 
descriptions, arguments and simple reviews of 
books, television programs and films 

• give spoken presentations that show they 
understand the topic, provide some relevant ideas 
and information, include events in sequence. Give 
brief descriptions and background information 
according to the chosen text form 

• speak clearly, selecting topics to interest listeners 
• use appropriate words and phrases to emphasise 

ideas and information  
• experiment with ways of using body language, 

gestures and facial expressions to enhance 
meaning. Use variation in voice tone, volume and 
pace to add interest  

• listen to texts read aloud, viewed or performed  
recalling information, asking and answering 
questions about the main ideas and predicting what 
might happen next 

• discuss the strategies they use to organise their 
ideas and consider some of their changes in 
thinking using appropriate language to explain their 
thoughts 

• use speaking and listening strategies such as: 
- listening actively to a speaker by attempting to 

identify the topic and the focus, and asking 
relevant questions 

- checking own interpretation during a discussion by 
paraphrasing or summarising e.g. ‘Are you 
saying...’ ‘Do you mean...’  

- ways of improving communication e.g. by seeking 
feedback, clarifying message, paraphrasing 

prose, role plays and drama, recounts, procedures, 
reports, descriptions, explanations, arguments and 
reviews of books, television programs and films e.g. 
give explanations of familiar procedures, descriptions of 
real or imagined events, information on a known topic, 
or present a report on their group’s progress  

• give spoken presentations that provide relevant 
ideas and information, organise and sequence main 
ideas and include supporting detail according to the 
chosen text form e.g. present a report to a school 
assembly 

• speak clearly selecting appropriate topics and 
subject matter for their audience 

• use expressive words and phrases to add interest, 
emphasise ideas and information and present a 
point of view 

• use some body language, gestures and facial 
expressions to enhance meaning. Vary the pace of 
delivery 

• listen attentively to texts read aloud, viewed or 
performed asking and answering key questions 
about plots, characters and settings or the main 
ideas and arguments presented in the texts e.g. 
provide peers with comments about the main ideas 
expressed in their presentation 

• discuss the differences between their previous and 
their current thinking by identifying some changes 
and giving examples of how their thinking has 
changed 

• use speaking and listening strategies such as: 
- using scaffolds to plan for listening e.g. how to set 

goals for listening, how to make accurate notes, 
how to summarise key ideas from a spoken text 

- practising empathetic listening e.g. noticing 
underlying emotions and speaker’s intent 

- sustaining conversations and discussions e.g. 

give descriptions of processes, explanations of 
phenomena or short talks on topics of mutual interest  

• give spoken presentations that refer to the main 
ideas, provide a logical sequence, give possible 
explanations and solutions supported by a few 
reasons according to the chosen text form 

• represent ideas, issues, people, places and events in 
particular ways e.g. present a coherent point of view in 
favour of abolishing homework 

• speak clearly, selecting appropriate topics, subject 
matter and language for their audience 

• use expressive words to emphasise viewpoints and 
present convincing arguments and opinions e.g. use  
emotive adjectives; thinking and feeling verbs  

• use body language, gestures and facial expressions 
effectively to enhance meaning. Experiment with 
the volume, pace and the use of pauses 

• listen attentively to texts read aloud, viewed or 
performed asking and answering key questions and 
providing personal viewpoints about particular 
ideas and issues in the texts e.g. express a view that 
the girl was treated unfairly in the story  

• listen attentively to obtain specific information 
from spoken texts and retell it to others e.g. 
summarise the rules explained by the coach of a sports 
team 

• discuss what they are thinking, the strategies they 
use and how they arrived at their conclusion, 
providing reasons for their point of view and 
justifying changes in their thinking 

• use speaking and listening strategies such as: 
- independently using strategies to plan listening e.g. 

making accurate notes, graphic representations 
and summaries 

- listening and responding constructively to 
alternative ideas or viewpoints and express ideas 
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- selecting and organising ideas before giving a short 
prepared talk e.g. listing main ideas on cue cards 

- emphasising certain words and varying the pace of 
speaking to add interest to planned speech 

- using notes, cue cards and props to enhance the 
effect of spoken presentations 

- using Standard Australian English effectively 
- discussing strategies for assisting communication 

with others in different situations with the teacher 
and class members 

 

building on the ideas of others, paraphrasing, 
giving and seeking opinions 

- rehearsing and modifying a talk before presenting 
it e.g. re-ordering the presentation of ideas, 
changing the concluding statement 

- self correcting for meaning and accuracy 
- using Standard Australian English effectively 
- adjusting information or tone of voice to a 

listener’s reaction e.g. pausing to think what to say 
next, summarising ideas, answering questions 

- reflecting on and attempting to adopt strategies 
for effectively taking part in structured small group 
activities e.g. taking into account other opinions, 
expanding on others’ ideas, asking for and giving 
explanations and reasons, being tolerant of and 
responsive to others’ contributions, asking peers 
for more detail on a shared topic, asking questions 
to gain more information, attempting to solve 
problems within the group 

 

and opinions without dominating discussions 
- selecting planning proformas to help them speak 

effectively in particular contexts e.g. note making 
scaffolds for debates 

- planning and rehearsing speech e.g. adjusting 
speaking to communicate effectively and 
persuasively 

- using Standard Australian English effectively 
- reflecting on thinking strategies used for speaking 

and listening e.g. setting goals to improve speaking 
and listening, considering evidence to support an 
opinion, thinking through an issue before raising it 
with others 
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Standard three English–literacy resources 

Print publications 

Anstey, Michele and Bull, Geoff. (2006) Teaching and Learning Multiliteracies: Changing Times, changing 
literacies. International Reading Association, Newark. 

Bennett, Barrie and Rolheiser, Carol. (2001) Beyond Monet: The Artful Science of Instructional Integration. 
Bookation, Toronto. 

Comber, Barbara. (et al.) (2007) Literacies in place: teaching environmental communications. PETA, NSW. 

Dorfman, Lynne and Cappelli, Rose. (2007) Mentor Texts: Teaching writing through children’s literature, K-6, 
Stenhouse, Portland, Maine. 

Ewing, Robyn. (et al.) (2004) Beyond the Script Take Two. PETA, NSW. 

Forrestal, Elaine. (2007) Write with Purpose: an approach to creative writing. Curriculum Corporation, VIC  

Gentry, Richard J. (2004) The Science of Spelling: The Explicit Specifics that Make Great Readers and Writers 
(and Spellers!). Heinemann, Auckland.  

Gibb, Tanya. (2006) Spelling Rules! Teacher Resource Book Ages 8 – 12+. MacMillan Education Australia, 
Melbourne.  

Hancock, Joelie and Leaver, Christine. (2006) Teaching Strategies for Literacy: Strategic Approaches for 
Teaching Literacy and English, ALEA, Norwood, South Australia. 

Hill, Susan and Hancock, Joelie. (1993) Reading and Writing Communities: Co-operative Literacy Learning in 
the Classroom. Eleanor Curtain, Melbourne. 

Healy, A. and Honan, E. (2004) Text Next: New Resources for Literacy Learning. PETA, NSW. 

Morgan, Norah and Saxton, Juliana. (2006) Asking Better Questions. 2nd ed. Pembrook, Ontario. 

Nichol-Hatton, Vivienne. (ed.) (2006) Writing Better Stories. PETA, Sydney. 

Millum, Trevor, (2006) ICT and Literacy: ideas and resources, Phoenix Education, Melbourne. 

Miyata, Cathy. (2004) Speaking Rules! Games and activities for creating effective speakers, presenters and story 
tellers. Curriculum Corporation, Melbourne. 

Pinnell, G. S. and Fountas, I. (1996) Guided Reading. Heinemann, Portsmouth NH; Word Matters (1998) 
Heinemann, Portsmouth NH; Guiding Readers and writers, Grades 3-6: Teaching Comprehension, Genre and 
Content Literacy. Heinemann, Portsmouth, New Hampshire. 

Rolton, Gloria. (2004) Let’s Learn with Picture Books: Philosophy-centred discussion. Curriculum 
Corporation, Melbourne. 

Rolton, Gloria. (2005) Attention! Developing listening and speaking skills, Curriculum Corporation 
Melbourne. 

Snowball, Dianne and Bolton, Faye. (1999) Spelling K-8; Planning and Teaching. Stenhouse, Maine. 

STEPS Professional Development and the Department of Education and Training WA, (2004-2008) First 
Steps Literacy: 2nd edition, Rigby (Harcourt Education), Australia. 

Targeting Text: Middle Primary. (1998) and Targeting Text: Upper Level. (1999) Blake Education, Glebe. 
[both about teaching Information Report, Explanation, Discussion] 

Tunica, M. (2005) Passion for Poetry: practical approaches to using poetry in the classroom. PETA, NSW. 

Turbill, Jan and Bean, Wendy. (2006) Writing Instruction K-6: understanding process, purpose, audience. 
Richard C. Owen Publishers, Katonah, New York. 

Wilson, Lorraine, (2006) Reading to Live: How to teach reading for today’s world, Heinemann, Portsmouth. 

Wing, Jan L. (2001) Write Ways: Modelling Writing Forms. 2nd ed. Oxford University Press, Victoria. 
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Catalogues of print publications to support English–literacy teaching 

The Australian Association for the teaching of English (AATE) catalogue 
http://www.aate.org.au/bookstore/http://www.curriculum.edu.au/catalogue/ includes texts on the 
theory and practice of English–literacy teaching.  

The Australian Literacy Educators’ Association (ALEA) catalogue 
http://alea.edu.au/html/publications/6/publications includes a range of journals focusing on teaching 
and learning English–literacy. 

The Curriculum Corporation catalogue http://www.curriculum.edu.au/catalogue/ includes an extensive 
variety of texts on the theory and practice of English–literacy teaching.  

The Primary English Teachers’ (PETA) catalogue http://www.peta.edu.au/ contains an extensive range of 
practical resources, including books, teaching resources, brochures, special packs and book reviews. 

Learning objects and digital resources 

The Learning objects page on the Department of Education (Tasmania) eCentre for teachers 
http://ecentre.education.tas.gov.au/C15/Learning%20Objects/default.aspx  provides easy access to 
resources developed by the Le@rning Federation and DoE, including literacy for students at risk. 

Websites that include learning sequences, teaching ideas, advice and information  

The australianscreen online website http://www.australianscreen.com.au contains excerpts from 
films, documentaries, newsreels and excellent teaching resources. 

The eCentre for teachers http://ecentre.education.tas.gov.au/default.aspx contains a wide variety of 
learning sequences and teaching ideas. Go to the ‘Find resources’ link on the home page to search 
and browse for quality assured resources. 

The DoE English website http://wwwfp.education.tas.gov.au/english/ contains teaching ideas, learning 
sequences and multiple links to useful sites.  

The ALEA website http://www.alea.edu.au/ contains information about professional learning sessions, 
conferences, publications, awards and projects. 

The TATE website http://www.tate.neat.tas.edu.au/ contains information about professional learning 
sessions, workshop and conference materials, papers and links.  

The New Zealand website http://english.unitecnology.ac.nz/ contains an excellent range of teaching 
ideas.  

The Australian Children’s Television Foundation (ACTF) website 
http://www.actf.com.au/learning_centre/teaching_materials.htm contains teaching ideas to use with 
ACTF resources.  

The NCTE readwritethink website http://readwritethink.org/index.asp contains lessons, web 
resources and student materials. 

Myread website (strategies for teaching reading in the middle years) http://www.myread.org/ 
supports teachers of underperforming students. 

The Children’s Book Council of Australia website http://www.cbc.org.au/ contains a list of CBCA 
notable books, shortlists, award winners and information about Book Week and author visits.  

The CyberQuoll website http://www.cyberquoll.com.au/hub.htm contains advice on Internet safety. 

Note: all websites were accessed on 15 July 2007 
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Standard four English–literacy overview 

Reading and viewing a range of texts 

Students read, view and interpret a wide variety of texts that have been constructed for personal, social, 
cultural and aesthetic purposes. These texts range from accessible texts with recognisable forms, 
structures and features to challenging texts that have relatively complex forms, structures and features 
and explore unfamiliar ideas, information and issues. They include classic, contemporary and popular 
literature texts, electronic texts, and information and argument texts used in different curriculum areas. 

Students appreciate, enjoy and learn from their experience with texts. They examine the forms, 
structures and features of texts and provide evidence to support and justify their interpretations of 
them. They compare and contrast information and ideas in different texts and identify the influence of 
the different emphases in them on their own understanding. They continue to explore how the 
relationships between texts affect the ways people make meaning.  

Students discuss the ways texts are designed to appeal to and position readers, listeners and viewers. 
They deepen their understanding of the ways in which text creators select and use structures and 
language features to represent characters, people, places, ideas and events.  

Students examine how the beliefs, cultural values and experiences of readers and viewers influence their 
interpretations of texts. They recognise that there are deliberate gaps in texts that readers and viewers 
can fill differently, depending on the beliefs, values and experiences of the groups to which they belong. 

Writing and representing for a range of purposes and audiences 

Students construct a range of written, visual and electronic texts for known and unfamiliar audiences. 
They present ideas, information, opinions and arguments in a variety of forms, adjusting their 
communications in response to purpose, context and audience.  

Students develop characters through descriptions, actions and dialogue, showing some connections 
between characters and the conflict in extended narrative writing. In constructing information texts, 
they develop ideas, give opinions and provide explanations in structured ways. They construct argument 
texts that include an introductory statement of position, elaborated supporting arguments and a 
conclusion. They present their arguments by using structured paragraphs and ordering and logically 
sequencing information. They select and use digital tools, graphics and media to construct 
representations of the world around them. 

Students continue to use planning, graphic organisers, note-making, drafting, editing and word processing 
skills to enhance the effectiveness of their imaginative, informative and argumentative writing.  

Students continue to use a range of sound, visual and meaning strategies, as well as spell checkers and 
dictionaries, to spell unfamiliar words. They proofread to correct spelling, punctuation and grammatical 
errors in their writing. They use Standard Australian English sentence and clause structure to expand 
ideas and to emphasise particular information. They use figurative language to create tone and 
atmosphere, and emotive and technical language to persuade and convey information. 

Speaking and listening in different contexts 

Students speak and listen through conversations and presentations in different contexts, exploring ideas 
and issues and presenting considered opinions. They engage in group discussion, sustaining a point of 
view, anticipating responses from others and projecting a sense of commitment, interest and authority 
on the topic being explored. They use their knowledge of the structures and features of Standard 
Australian English to plan and present spoken presentations. 

Students listen constructively, seeking the opinions of others, providing supportive feedback and 
evaluating the ideas and arguments presented. They listen attentively to texts read aloud, viewed or 
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performed, identifying main ideas and commenting on the information or issues presented. They 
continue to use clarifying questions to enhance understanding and make links to further learning.  

Students speak with clarity, engaging the audience’s interest and attention and seeking feedback. They 
adjust the formality of their language to suit the context and use evaluative words and phrases to 
indicate degrees of certainty and to emphasise particular viewpoints. They use visual aids, props and 
digital media to enhance the effect of their presentations. They apply their knowledge of spoken and 
non-verbal language, including voice, pause and gesture, to create effective presentations designed to 
inform or persuade known and unfamiliar audiences. These presentations include debates, panel 
discussions and prepared talks.  

Thinking logically, critically, creatively and reflectively 

Students identify and frame significant questions to analyse and critique texts and make connections with 
the ideas and issues presented in them. They examine how form, context, structures and language 
features affect people’s interpretations of accessible and challenging texts. They continue to explore 
how language features such as metaphor, framing, point of view and imagery are used to create 
particular effects.  

Students investigate the ways in which purpose, audience and an author’s values and experiences can 
influence readers and viewers. They examine how texts echo, allude to or directly refer to each other. 
They use appropriate thinking strategies to explore, identify, analyse and synthesise the information they 
encounter. They use, and begin to develop, criteria to evaluate the validity and quality of texts they read, 
view and listen to. They develop reasoned arguments to justify their views before drawing conclusions 
on an idea or issue.  

Students consider new possibilities, apply their understandings to different situations and experiment 
with creative ways to present their ideas to particular audiences. They begin to experiment with ways to 
produce different, often humorous, responses from readers, viewers and listeners. 

As they explore texts, students reflect on and question the representations of characters, people, ideas 
and events in them. They suspend judgement, view issues from other people’s perspectives and consider 
alternative ideas. They begin to construct texts that do not always reflect their own views in order to 
appreciate other perspectives. 

Students reflect on the learning and thinking processes they use, taking steps to improve their work and 
identify directions for future learning. 

Using ICT to inquire, construct texts and communicate with others 

Students use ICT to identify inquiry questions and determine information needs. They use a range of 
search tools and techniques to locate, access and manage information and evaluate it for accuracy, 
relevance, credibility and authority. Information might be accessed from written text, data sets, images, 
sound and video files. Students combine information from different sources, analysing and transforming 
it in order to develop new understandings. They use ICT to demonstrate their planning, thinking and 
learning. 

Students select and use a range of ICT to construct electronic texts for particular audiences, purposes 
and effects. As they do so, they monitor and evaluate their use of ICT, developing criteria for this 
purpose, and seeking feedback to improve the quality of their work. Students experiment with the use 
of digital media to communicate ideas. They construct a range of texts, including multimedia 
presentations, word-processed documents, short films and emails. They communicate using the 
appropriate conventions of forums, chat, instant messaging, blogs and wikis. 

Students use ICT responsibly and apply principles that acknowledge ownership of digital information. 
They are aware of some of the legislation that relates to plagiarism. They protect personal information 
in their use of communication tools, and manage and secure their own digital files. 
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Learning opportunities for reading and viewing at standard four  

Stage ten Stage eleven Stage twelve 
Students need opportunities to learn to: 
• read young adolescent fiction, including series 

fiction, verse novels, poetry and song lyrics, one 
act plays, reference material, curriculum area 
texts, newspaper reports, magazine feature 
articles, advertisements, interviews, 
autobiographies, CD ROMs, DVDs, websites, 
accessible electronic and media texts 

• read and respond to a range of accessible texts 
that entertain, move, inform, report, explain, 
persuade and present opinions 

• describe the ways in which particular points of 
view are presented in texts according to the 
purpose, context and audience e.g. discuss the 
ways in which a print advertisement or TV 
commercial appeals to a particular age group 

• explain reasons for selecting own reading 
materials and for preferring particular 
interpretations of texts, referring to details from 
the text and their own knowledge, beliefs and 
experience 

• discuss the purposes, structures and features of a 
range of accessible imaginative, information and 
argument texts e.g. discuss the purposes of 
headings, subheading, photographs and diagrams in 
magazine feature articles 

• discuss some of the ways in which language is 
used to construct characters, people, places, 
events, ideas and information e.g. infer people’s 
qualities, motives and actions, understand how verbs 
and adjectives are used to express opinions about 

Students need opportunities to learn to: 
• read adolescent fiction, genres such as fantasy, 

adventure, animal and humorous fiction, texts 
from other times and countries, longer narrative 
poems and plays, curriculum area and specialised 
textbooks, online encyclopaedia, newspapers, 
magazines, advertisements, CD ROMs, DVDs, 
websites, electronic and media texts 

• read and investigate challenging texts that 
entertain, move, inform, evaluate, argue and 
persuade 

• describe the ways in which particular points of 
view are presented in texts according to the 
purpose, context and audience e.g. infer meanings 
and messages; compare  information and ideas in 
different texts to identify the different emphases; 
identify how aspects of subject matter are selected to 
appeal to different audiences; identify how visual 
language is used to influence readers and viewers 

• explore how their selection of reading material 
and interpretation of texts is influenced by their 
own knowledge, beliefs, values and experiences  

• discuss the purposes, structures and features of 
challenging imaginative, information and argument 
texts e.g. discuss the purposes for the design and 
layout of particular websites 

• describe the ways in which language is used to 
construct characters, people, places, events, ideas 
and information  

• explore the main ideas developed in imaginative 
texts and consider how the construction of 

Students need opportunities to learn to: 
• read young adult fiction, genres such as historical, 

science fiction, horror / suspense and romantic 
fiction, longer narrative poems and plays, texts 
from other cultures, curriculum area and 
specialised textbooks, online encyclopaedia, 
newspapers, adolescent magazines, 
advertisements, interactive CD ROMs, DVDs, 
websites, electronic and media texts 

• read and investigate challenging texts that 
entertain, move, inform, evaluate, argue and 
persuade 

• consider some of the language features used in 
texts to present particular points of view for 
different purposes, contexts and audiences 

• explore how their selection of reading material 
and interpretation of texts is influenced by their 
own knowledge, beliefs, values and experiences 

• discuss the purposes, structures and features of 
challenging imaginative, information and argument 
texts considering evidence from the text e.g. 
discuss the relationship between words and pictures 
in relation to the purposes of picture books designed 
for older readers 

• explain the ways in which language has been used 
to represent characters, people, places, events, 
ideas and information 

• examine the main ideas developed in imaginative 
texts by inferring meanings and messages through 
making connections between the characters, plot 
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characters, places, events and things, recognise how 
similes and metaphor are used, understand how shot 
types and camera movement create meaning in still 
and / or moving images 

• explore the ways in the main ideas in imaginative 
texts are developed by discussing the connections 
between plot, characters and settings 

• discuss the ways in which imaginative texts 
entertain, convey important messages, produce 
emotional responses and represent human 
behaviour 

• explore the concept of genre and discuss some of 
the different genres they have read 

• interpret accessible texts read and viewed by 
explaining the main ideas, making inferences, 
drawing conclusions and exploring some of the 
similarities and differences in information 
presented by more than one text on the same 
topic giving reasons for interpretations by 
referring to the texts 

• consider the ways in which information and 
argument texts report, explain information and 
present opinions from particular perspectives e.g. 
examine the front page of a local newspaper and 
suggest why a particular event or issue is considered 
to be more newsworthy than another 

• consider whether argument texts provide 
sufficient supporting evidence, examples and 
illustrations to support the views they present 

• identify some of the values, attitudes and beliefs 
that are represented in texts, consider ideas that 
might have been omitted and suggest reasons 

• consider some of the ways in which words, 
speech, sounds, gestures and images are used to 
develop subject matter, focus the viewer’s 

characters contributes to the development of the 
plot 

• describe the ways in which imaginative texts 
entertain, convey important messages, produce 
emotional responses and represent human 
behaviour e.g. empathise with the plight of a 
character in a young adult novel or describe the major 
themes in a one-act play 

• recognise some of the differences in settings, 
characters and plots associated with particular 
genres 

• interpret challenging texts read and viewed by 
explaining the main ideas, making inferences and 
drawing conclusions. compare information and 
ideas in more than one text to identify different 
emphases giving reasons for interpretations by 
referring to the texts 

• discuss the ways in which information and 
argument texts are constructed to present 
information and opinions from particular 
perspectives for a range of purposes and 
audiences e.g. compare two television news reports 
on the same event and explain the differences 
between them in terms of their different audiences 

• examine the ways in which argument texts 
develop a clear position, lines of reasoning using 
supporting evidence, examples and illustrations to 
justify the conclusions that are made 

• identify some of the values, attitudes and beliefs 
that are represented in texts and consider which 
groups of people might value them and which 
groups might interpret them differently 

• explore some of the ways in which words, 
speech, sounds, gestures and images are used to 
add meaning, interest and immediacy to 

and settings 
• explain the ways in which imaginative texts 

convey important ideas, produce emotional 
responses and represent human behaviour 
referring to particular moments and incidents 
from the text e.g. describe a situation in which 
people are engaged in conflict and explain how they 
feel about the treatment of particular people  

• consider the features of settings, characters and 
plots associated with particular genres 

• interpret challenging texts by inferring meanings 
and messages, identifying cause and effect, 
considering the relevance of information and 
evidence. 

• compare information and ideas in different texts 
to identify different emphases, draw conclusions, 
giving reasons for different interpretations with 
reference to the texts e.g. scan texts to locate 
information that supports their interpretation, draw 
conclusions, identify supporting evidence, compare the 
ways in which ideas and information are presented in 
different texts, identify how subject matter is selected 
to appeal to and influence audiences, identify how 
words, speech, sounds, gestures and images are used 
to influence readers and viewers 

• examine the ways in which information texts are 
constructed to present information and opinions 
for a range of different purposes and audiences 
e.g. compare information and ideas in different texts 
to identify different emphases and purposes, and 
explain the influence of these on their own 
perceptions 

• examine the extent to which argument texts 
develop position statements, logical lines of 
reasoning and provide valid supporting evidence, 
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attention and establish mood and atmosphere in 
electronic texts e.g. view a television wild life 
documentary and discuss the use of specialised film 
techniques such as time lapse and infrared 
photography 

• use some strategies to assess the accuracy, 
relevance and credibility of information and 
information sources 

• use reading strategies e.g. 
- break words into chunks (syllabification) 
- use self correcting methods when reading such as 

re-reading, reading on, reading back, sub-vocalising 
- adjust reading strategies for different texts 
- use sound, visual and meaning cues, knowledge of 

high frequency words and topic related vocabulary 
- use knowledge of grammar, sentence and text 

structures, vocabulary  
- use skimming strategies to glance quickly through 

the text to gain a general impression of the content 
- use scanning strategies to glance through texts to 

locate specific details such as names, dates, places 
or some particular content or concept 

- predict likely events, actions and outcomes before 
and during reading, explain their reasons and 
confirm or reject predictions  

- make connections between texts and between texts 
and their experiences of the world 

- discuss and compare with others the visual images 
they create  

- self-monitor and discuss the effectiveness of their 
reading strategies 

 
 

electronic texts e.g. explore and discuss the ways in 
which advertisers use websites to sell products 

• use strategies to assess the accuracy, relevance 
and credibility of information and information 
sources 

• use reading strategies e.g. 
- determine unknown words by choosing appropriate 

word identification strategies  
- select and categorise key words in a text for a 

specific purpose 
- use skimming and scanning strategies to find 

information  
- highlight important ideas  
- connect knowledge of the topic and knowledge of 

culture and the world with what is new in the text 
- select a note making strategy suited to the task 
- keep a reading journal as a way of asking questions 

about texts  
- explore the ways in which readers fill gaps, silences 

and deliberate omissions in texts in different ways 
depending on their beliefs, values and experiences 

- discuss the selection and effectiveness of a range of 
strategies used while reading  

- self-monitor, experiment with new reading 
strategies, reflect on their effectiveness and adopt 
those that increase their understanding of texts 
 

 

examples and illustrations that justify the 
conclusions reached 

• explore some of the values, attitudes and beliefs 
that are represented in texts. discuss how some 
people might value them and suggest how other 
groups might view them differently 

• explore some of the ways in which words, 
speech, sounds, gestures and images are used to 
add meaning and interest to a range of electronic 
texts e.g. discuss the effect of the opening titles, 
graphics and music in a television drama, current 
affairs or news program 

• work with others to develop and use criteria to 
assess the accuracy, relevance and credibility of 
information and information sources 

• use reading strategies e.g. 
- use knowledge of text structure, grammar and 

vocabulary 
- select strategies appropriate to the purpose and 

complexity of the text 
- use skimming and scanning strategies to find 

information  
- compare information in different texts, such as 

primary and secondary sources, to check for 
accuracy, omissions and bias 

- use evidence from their own knowledge and 
experience to challenge or question a text  

- self-monitor, experiment with new reading 
strategies, reflect on their effectiveness and adopt 
those that increase their understanding of texts 
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Learning opportunities for writing and representing at standard four  

Stage ten Stage eleven Stage twelve 
Students need opportunities to learn to: 
• write texts such as narratives, poems, scripts, 

diaries, reports, factual recounts, explanations, 
arguments, descriptions, persuasive posters, 
brochures, advertisements, class newspapers, 
mind maps, concept maps, email and weblogs in 
print and electronic mediums 

• construct a range of imaginative texts, 
information texts and argument texts for 
different purposes, audiences and contexts 

• explain purposes for writing and why particular 
text forms and language features are selected 

• select language features to present ideas, 
develop subject matter and portray people, 
places, events and things in ways that appeal to 
target audiences 

• write imaginative texts, developing a sequenced 
and detailed set of ideas and events relevant to 
the storyline and create a complication that 
stems from the original event 

• write information and argument texts that 
introduce the topic, provide information, 
explanations and / or opinions in a logical order, 
include examples related to the topic and draw 
conclusions 

• use a knowledge of sentence structure to vary 
the pace of simple, compound and complex 
sentences 

• group related information into paragraphs, using 
topic sentences to introduce new ideas 

Students need opportunities to learn to: 
• write texts such as short stories of different 

genres such as adventure, myths and legends, 
poems, scripts, autobiographies, journals, 
comics, pamphlets, reports, explanations, 
arguments, descriptions, brochures, news 
articles, persuasive letters, scripts for debates, 
formal letters concept maps, weblogs and 
websites in print and electronic mediums  

• construct a range of imaginative texts, 
information texts and argument texts to express 
ideas, information and opinions 

• explain purposes for writing and why some ideas 
and language choices are included or omitted in 
texts created for particular purposes 

• select language features to represent people, 
events or ideas in ways that appeal to target 
audiences 

• write imaginative texts that develop characters 
through descriptions, actions and dialogue, and 
connect the characters with the conflict 

• write information and argument texts that 
introduce the topic, provide information, 
explanations and / or opinions in a logical order, 
include evidence and examples that are clearly 
relevant to the topic and draw conclusions 

• write a variety of simple compound and 
complex sentences to develop ideas, 
information and opinions 

• group related information into paragraphs, using 

Students need opportunities to learn to: 
• write texts such as short stories of different 

genres such as science fiction, myths and 
legends, poems, letters, biographies, reports, 
arguments, descriptions, explanations, essays, 
formal and persuasive letters, reviews, 
advertisements, concept maps, weblogs and 
websites in print and electronic mediums 

• construct a range of cohesive imaginative texts, 
information texts and argument texts to 
communicate ideas, information and opinions 

• explain purposes for writing and why some 
ideas and language choices are included or 
omitted in texts created for particular purposes 

• select language features to represent people, 
events or ideas in ways that support the 
purpose of the writer and influence the target 
audiences 

• write imaginative texts that develop characters 
that move beyond stereotypes, revealing the 
relationships between characters and the 
conflict  

• write information and argument texts that 
provide a major point in each paragraph or 
section with some elaboration and include 
relevant evidence and examples, which might be 
researched, and draw conclusions 

• experiment with the use of sentence and clause 
structures to expand ideas and emphasise 
information 
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• use effective vocabulary to express ideas, 
information and opinions that influence 
particular audiences  

• use linking words and phrases to structure 
familiar text forms, connect ideas in time and 
give reasons e.g. beforehand, by midnight, because 

• use punctuation effectively to convey meaning 
including using commas to mark clauses, speech 
marks for direct speech and apostrophes for 
ownership 

• maintain correct tenses and subject-verb and 
noun-pronoun agreement in familiar text forms 

• use graphic organisers and other thinking 
strategies to identify and refine questions, design 
and conduct inquiries that involve problem 
solving, decision making and reaching 
conclusions about issues, texts and language 

• select creative thinking strategies to experiment 
with imaginative ideas and express them in a 
variety of text forms e.g. encourage students to 
explore metaphors for their chosen concept as a 
way of generating creative ideas before constructing 
texts. 

• use criteria to evaluate the effectiveness of the 
information tools and writing processes used to 
construct texts and consider possible 
refinements 

• plan writing using a variety of strategies such as 
selecting the topic and researching it before 
writing 

• edit their own and others’ writing using a variety 
of strategies such as adding, deleting and 
replacing words, phrases and sentences to 
ensure that the text is as effective as possible 

• use established classroom routines to proofread 

topic sentences and supporting examples and 
evidence to emphasise the point of view and 
focus the reader’s attention 

• use effective vocabulary to present ideas, 
information and opinions, that persuade 
particular audiences to empathise with the ideas 
and emotions expressed e.g. use technical or 
subject-specific language in a report  

• use linking words and phrases to connect ideas 
in time, show cause and effect and compare and 
contrast e.g. since, although, even, if  

• use familiar punctuation effectively to convey 
meaning and might experiment with less familiar 
punctuation such as using dashes, brackets and 
semicolons for effect 

• maintain correct tenses and subject-verb and 
noun-pronoun agreement in familiar text forms 

• select and construct graphic organisers and 
other thinking strategies to design and conduct 
inquiries that involve transforming information, 
problem solving, decision making and reaching 
and explaining conclusions about issues, texts 
and language 

• select from a range of thinking strategies to 
explore ideas and take creative risks as they 
experiment with new concepts and ways of 
using language in a variety of text forms 

• develop and apply appropriate criteria to 
evaluate the effectiveness of the information 
tools and writing processes used to construct 
texts and consider possible refinements 

• plan writing using a variety of strategies such as 
researching the topic and selecting ideas suitable 
for the purpose and audience before writing 

• seek feedback on first drafts, evaluate 

• use ordered, structured paragraphs with topic 
sentences, examples and evidence to support an 
argument or point of view and convey 
information clearly 

• use specialist, technical or expressive vocabulary 
to argue, develop and convey ideas, information 
and opinions in ways that develop mood and 
atmosphere e.g. use repetition, metaphor or similes 
in poetry, use expressive words and phrases to 
construct a persuasive letter to the editor 

• use linking words and phrases to connect ideas 
in time, show cause and effect and explain 
comparative relationships e.g. by midnight, in 
order to, on the other hand 

• use familiar punctuation effectively to convey 
meaning and sometimes use less familiar 
punctuation such as using dashes, brackets and 
semicolons for effect 

• maintain correct tenses and subject-verb and 
noun-pronoun agreement across a text and in 
sentences of different types and lengths 

• select and construct graphic organisers to 
design and conduct their own inquiries that 
involve transforming information, problem 
solving, decision making and explaining their 
conclusions about issues, text and language and 
reflecting on the outcomes  

• select from a range of creative thinking 
techniques to extend their ideas beyond 
conventional boundaries and innovate upon 
known text forms to achieve special effects. 

• evaluate the effectiveness of the use of 
information tools and writing processes when 
constructing texts and suggest changes to 
improve texts 
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their own and others’ writing for accuracy of 
paragraphing, punctuation, sentence structure, 
grammar and spelling 

• spell frequently used and subject specific words 
from all curriculum areas e.g. government, 
sustainable, February using appropriate strategies 
to check for and correct errors 

• explore word derivations and use sound, visual, 
and meaning knowledge in a multi-strategy 
approach to spell unfamiliar words  

• use computers, still and video cameras, 
scanners, audio recorders, mobile phones, CD 
ROM and DVD, paint, pencils and software such 
as Microsoft Word®, Microsoft Excel®, Microsoft 
PowerPoint®, Microsoft Photo Story®, Inspiration®, 
Kahootz® and Windows Movie Maker®, 

• use software and other information tools to 
organise information and create texts that 
represent ideas and communicate understanding 
e.g. select and use computer software, print and 
visual language features to design the pages of a 
class newspaper 

• choose written and visual language features to 
elaborate ideas, develop subject matter and 
portray people, places, events and things in ways 
that appeal to target audiences e.g. design a front 
cover for a teenage magazine; select font, colour, 
graphics and layout to construct a persuasive poster  

• use technology responsibly, ethically and legally. 
identifying and referencing sources of 
information 

 

suggestions for improvement and use them to 
confirm or adjust the direction of their writing 

• use a variety of strategies in a systematic way to 
edit their own and other’s writing by reviewing 
the text organisation, sentence structure, use of 
words and the overall effects created 

• use established classroom routines to proofread 
their own and others’ writing for accuracy of 
paragraphing, punctuation, sentence structure, 
grammar and spelling 

• spell frequently used and subject specific words 
from the curriculum areas using appropriate 
strategies to check for and correct errors  

• explore word derivations and use sound, visual, 
and meaning knowledge in a multi-strategy 
approach to spell unfamiliar words 

• select and use information tools to suit purpose 
and audience and software such as Microsoft 
Word®, Microsoft Excel®, Microsoft PowerPoint®, 
Microsoft Photo Story®, Inspiration®, Kahootz®, 
Windows Movie Maker®, Adobe Photoshop®, 
Macromedia Flash®, iMovie® and Pinnacle® 

• select and use software and other information 
tools to organise information and create texts 
that represent ideas and communicate 
understanding e.g. design a PowerPoint® 
presentation, using font size, graphics, headings, 
background colour and dot points to create 
particular effects 

• select written and visual language features to 
represent people, events or ideas in ways that 
appeal to target audiences e.g. select persuasive 
words and images to construct a pamphlet 
informing children about healthy eating options; use 
research findings selectively to construct a persuasive 

• plan writing using a variety of strategies such as 
constructing a word web to generate ideas and 
discussing the most appropriate text form and 
style to suit audience and purpose 

• develop and apply criteria to evaluate the 
effectiveness of their own and others’ drafts, 
make suggestions for improvement and use 
them to confirm or adjust the direction of their 
writing 

• use a variety of strategies in a systematic way to 
edit their own and other’s writing by reviewing 
the text organisation, sentence structure, use of 
words and the overall effects created 

• use established classroom routines to proofread 
their own and others’ writing for accuracy of 
paragraphing, punctuation, sentence structure, 
grammar and spelling 

• spell frequently used and subject specific words 
from the curriculum areas using appropriate 
strategies to check for and correct errors 

• explore word derivations and use sound, visual, 
and meaning knowledge in a multi-strategy 
approach to spell unfamiliar words 

• select and use information tools to suit purpose 
and audience and software such as Microsoft 
Word®, Microsoft Excel®, Microsoft PowerPoint®, 
Microsoft Photo Story®, Inspiration®, Kahootz®, 
Windows Movie Maker®, Adobe Photoshop®, 
Macromedia Flash®, iMovie® and Pinnacle® 

• select and use software and other information 
tools to organise information and create 
different types of texts that represent ideas and 
communicate understanding e.g. use knowledge of 
camera shots and angles, sound, lighting and editing 
to construct a short horror film 
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letter to the editor 
• use technology responsibly, ethically and legally, 

identifying and referencing sources of 
information 

 

• select written and visual language features to 
represent people, events or ideas in ways that 
support the purpose of the writer and influence 
the target audiences e.g. select particular 
persuasive words and phrases, colour and images to 
construct an electronic advertisement 

• use technology responsibly, ethically and legally, 
identifying and referencing sources of 
information 
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Learning opportunities for speaking and listening at standard four  

Stage ten Stage eleven Stage twelve 
Students need opportunities to learn to: 
• speak and listen through conversations, 

discussions and presentations in formal and 
informal contexts such as collaborative group 
work, inside outside circles, literature circles, 
community of inquiry, specialised meetings and 
designing and conducting inquiries 

• actively listen to electronic and spoken texts 
such as poetry, prose and drama, choral 
speaking, presentations by guest speakers, radio 
and television programs, podcasts, interviews, 
debates, reports, descriptions, reviews, 
explanations and arguments 

• interact confidently with others in a variety of 
situations to develop and present information 
and ideas including some of which extend beyond 
their immediate experience.  

• consider aspects of context, purpose and 
audience 

• share, explore and consider ideas and issues 
about a topic or a concept, form a point of view, 
develop an argument  and influence the opinions 
of others  

• identify and comment on the opinions provided 
by others, propose additional points of view and 
extend ideas in conversations and discussions e.g. 
present a summary of decisions reached in group 
activities 

• plan activities, negotiate roles, monitor, give 
feedback and reflect on the performances of 
individual group members and the productivity of 

Students need opportunities to learn to: 
• speak and listen through conversations, planned 

and spontaneous discussions and presentations. 
Contexts include collaborative group work, 
three step interviews, literature circles, 
community of inquiry, specialised meetings, panel 
discussions and designing and conducting 
inquiries 

• actively listen to electronic and spoken texts 
such as poetry, prose and drama, monologues 
and duologues, presentations by guest speakers, 
radio and television programs, podcasts, 
interviews, debates, reports, descriptions, 
reviews, explanations and arguments 

• interact confidently with others in a variety of 
situations to develop and present  some complex 
information and ideas, which extend beyond 
their immediate experience  

• consider the appropriateness of text form and 
language in relation to context, purpose and 
audience 

• share, explore and consider ideas and issues, 
extend ideas in constructive ways and compare 
people’s different opinions, paraphrasing their 
points of view. Advance their own opinion, 
influence and persuade others and develop the 
group’s understanding of an idea or issue 

• present relevant views, extend ideas in 
constructive ways, ask questions and act 
supportively towards other group members to 
encourage thoughtful responses to the issues 

Students need opportunities to learn to: 
• speak and listen through sustained conversations, 

presentations, spontaneous and structured 
discussions. Contexts include collaborative group 
work, three step interviews, literature circles, 
community of inquiry, specialised meetings, panel 
discussions and designing and conducting 
inquiries 

• actively listen to electronic and spoken texts 
such as poetry, prose and drama, readers’ 
theatre, presentations by guest speakers, radio 
and television programs, podcasts, interviews, 
formal speeches and meetings, debates, reports, 
descriptions, reviews, explanations and 
arguments 

• interact confidently with others in informal and 
formal situations to discuss accessible subjects 
that involve challenging ideas and issues, adjusting 
language can be to reflect the relationship 
between the participants e.g. present scientific 
inquiry findings to the class 

• share, explore and examine ideas and issues, 
clarify and paraphrase other people’s ideas, 
compare people’s different points of view, 
consider the evidence presented and make 
judgements about the quality of the arguments 
presented. Advance their own opinion, 
presenting a considered point of view, influence 
and persuade others and develop the group’s 
understanding of an idea or issue 

• present relevant views, extend and explore ideas 
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the group to ensure successful products or 
outcomes e.g. students organise reflection times at 
regular intervals during the task to monitor their 
progress 

• give informal spoken presentations and some 
planned, rehearsed presentations (researched if 
nedessary) such as individual and group readings 
and recitations of poetry and prose, role plays 
and drama, recounts, procedures, reports, 
descriptions, explanations, arguments, structured 
discussions, interviews, debates, speeches e.g. 
present a group dramatic reading of an historical 
narrative poem in appropriate costumes including 
background music and sound effects or conduct a 
formal interview with a guest speaker 

• give spoken presentations that identify the main 
issues of the topic, provide sequenced 
information or simple arguments including some 
supporting detail and evidence and present a 
point of view according to the chosen text form 
e.g. an argument during a formal panel presentation 

• represent ideas, information, issues, events and 
people in ways that appeal to particular 
audiences e.g. an argument about the need to save 
an endangered species with support from a 
PowerPoint® presentation  

• speak clearly and purposefully, taking into 
account the possible interests of the audience 
when selecting the topic, subject matter and 
language 

• use expressive words and phrases to emphasise 
particular points of view and indicate degrees of 
certainty. 

• use body language, gestures and facial 
expressions effectively to enhance meaning. e.g. 
use posture, proximity to the audience and eye 

discussed in small groups 
• plan, negotiate, monitor and reflect upon 

processes undertaken during group activities. 
Develop criteria to monitor the behaviours 
needed to successfully undertake each of the 
group roles. Work together to assess each group 
member’s performance during and after the task 
has been completed 

• give informal, and planned, researched and 
rehearsed, spoken presentations. Contexts 
include readings and recitations of poetry and 
prose, role play and drama, radio DJ 
performances, reports, descriptions, 
explanations, arguments, formal debates, 
interviews, speeches, formal introductions and 
acceptances e.g. perform a poetry rap for another 
class of students using a slide show of images as a 
backdrop 

• give spoken presentations that identify the main 
issues of the topic, and provide arguments, which 
may include some supporting details and 
evidence, sustain a point of view. They might 
include succinct accounts of personal experience 
or events and reflect on their significance e.g. 
present arguments formulated after researching a 
topic of personal interest 

• speak clearly, selecting appropriate topics, 
subject matter and language for the audience and 
project a sense of commitment to the topic 

• use expressive words and phrases to emphasise 
viewpoints, explain positions on the topic and 
present convincing arguments and opinions 

• adjust the formality of language according to the 
context e.g. use colloquial language to appeal to a 
peer group 

• use body language, gestures and facial 

in constructive ways, ask questions and act 
supportively towards other group members to 
improve the outcomes of small group discussions  

• plan, negotiate, monitor and reflect upon 
processes undertaken during group activities. 
Develop criteria to monitor the behaviours 
needed to successfully undertake each of the 
group roles. Work together to assess each group 
member’s performance during and after the task 
has been completed 

• give informal, and planned, researched and 
rehearsed, spoken presentations. Some of these 
include challenging ideas and issues through 
readings and recitations of poetry and prose, 
multi-voice speaking, role play and drama, radio 
DJ performances, reports, descriptions, 
explanations, arguments, debates, interviews, 
speeches, formal introductions and acceptances 
e.g. perform an extract from a text  that  develops 
the concept ‘belonging’ and select appropriate aids or 
media  to enhance the effect 

• give cohesive, spoken presentations that analyse 
and investigate challenging ideas, identify the main 
issues of the topic, include supporting details and 
evidence, sustain a point of view and draw 
conclusions 

• speak clearly, engaging the audience’s interest 
with the topic, subject matter and language, 
adjusting the style of presentation to suit the 
nature of the audience and projecting a sense of 
commitment and authority to the topic e.g. use 
humour and drama to entertain listeners 

• adjust the formality of language to suit context, 
audience and purpose e.g. use formal language to 
present a formal speech 

• use expressive words and phrases to indicate 
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contact  
• adjust tone, volume, pace and use of pauses to 

enhance meaning e.g. choose an impersonal tone of 
voice to present a report; use informal language to 
discuss an issue in a small peer group 

• listen attentively to texts read aloud, viewed or 
performed identifying the main ideas and 
commenting on some of the information 
presented texts e.g. make notes while listening to a 
local news report about a local issue and comment 
on the accuracy of the information 

• discuss their thinking processes and strategies 
and talk about the ways in which they have 
developed particular ideas and beliefs over time 

• use strategies for speaking and listening such as: 
- preparing for listening e.g. take pen and 

notebook, laptop computer or MP3 player to 
watch an information video or listen to a guest 
speaker 

- developing and using a personal abbreviation 
system to record information quickly 

- transforming information from one context to 
another e.g. using information gained in an 
interview as the basis for a written report 

- making brief notes or tape record interviews for 
later review of information 

 
 
 
 

expressions and adjust tone, volume, pace and 
use of pauses to enhance meaning and appeal to 
different audiences 

• listen attentively to texts read aloud, viewed or 
performed, making notes of the ideas and 
information in a systematic way and commenting 
on the ideas presented in the texts e.g. make 
notes during a guest speaker's presentation, 
summarise them to extract the main points of 
information and add a comment about each point 

• discuss the purposes of a range of thinking 
strategies such as brainstorming, mind mapping  
and card clustering, consider their usefulness, 
select appropriate strategies for particular tasks 
and evaluate their effectiveness after use 

• use strategies for speaking and listening such as: 
- noting cues such as change of pace and 

particular words which indicate a new or 
important point is about to be made 

- selecting essential ideas and information in a 
text and noting these in point form, one point 
per line so that information can be readily 
summarised later 

- planning and selecting appropriate strategies 
when speaking e.g. using anecdotes and data to 
influence an audience 

 
 

degrees of probability or certainty and to 
emphasise particular viewpoints e.g. use words 
such as ‘must’, ‘should’, ‘may’ and phrases such as ‘in 
my opinion’ to indicate degrees of certainty  

• use body language, gestures and facial 
expressions and adjust tone, volume, pace and 
use of pauses to enhance meaning and establish a 
relationship with the audience e.g. use an emotive 
tone of voice to appeal to a familiar audience 

• listen attentively to spoken or performance texts 
identifying main ideas, and giving considered 
points of view about the information or issues 
presented in the texts 

• discuss the purposes, selection and use of a range 
of thinking strategies. Use specific language to 
describe their thinking and reflect on their 
thinking processes during investigations, 
discussions and conversations. Use inner speech 
and shared dialogue to clarify thoughts and solve 
problems 

• use strategies for speaking and listening such as: 
- improving listening in challenging contexts e.g. 

seeking clarification, confirming information 
- detecting strategies speakers use to influence an 

audience e.g. emotive language, one sided 
presentation of information, exaggerated claims 

- monitoring communication and responding to 
listeners’ needs e.g. pausing, rephrasing, 
questioning, simplifying  
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Standard four English–literacy resources 

Print Publications 

Anstey, Michele and Bull, Geoff. (2006) Teaching and Learning Multiliteracies: Changing Times, changing 
literacies. International Reading Association, Newark. 

Bennett, Barrie and Rolheiser, Carol. (2001) Beyond Monet: The Artful Science of Instructional Integration. 
Bookation, Toronto. 

Burkhardt, Rose. (2003) Writing for Real: Strategies for engaging adolescent writers. Stenhouse, Maine. 

Forrestal, Elaine. (2007) Write with Purpose: an approach to creative writing. Curriculum Corporation, Vic. 

Gallagher, Kelly. (2006) Teaching Adolescent Writers, Curriculum Corporation, Victoria, Australia. 

Gentry, Richard J. (2004) The Science of Spelling: The Explicit Specifics that Make Great Readers and Writers 
(and Spellers!). Heinemann, Auckland.  

Gibb, Tanya. (2006) Spelling Rules! Teacher Resource Book Ages 8 – 12+. MacMillan Education Australia, 
Melbourne, Victoria. 

Hancock, Joelie and Leaver, Christine. (2006) Teaching Strategies for Literacy: Strategic Approaches for 
Teaching Literacy and English. ALEA, Norwood, South Australia. 

Healy, A. and Honan, E. (2004) Text Next: New Resources for Literacy Learning. PETA, NSW  

Kajder, Sara. (2006) Bringing the Outside In: Visual ways to engage reluctant readers. Stenhouse, Portland. 

Mackenzie, J, (2007) Essay Writing: Teaching the basics from the ground up. Pembrook, Ontario. 

Morgan, Norah and Saxton, Juliana. (2006) Asking Better Questions. 2nd ed. Pembrook, Ontario. 

Millum, Trevor, (2006) ICT and Literacy: ideas and resources, Phoenix Education, Melbourne. 

Miyata, Cathy. (2004) Speaking Rules! Games and activities for creating effective speakers, presenters and story 
tellers. Curriculum Corporation, Melbourne. 

Rolton, Gloria, (2005) Attention! Developing listening and speaking skills. Curriculum Corporation, Victoria. 

Smith, M.W. and Wilhelm, J.D. (2002) “Reading Don’t Fix No Chevys”: literacy in the lives of young men. 
Heinemann, Portsmouth, New Hampshire. 

Snowball, Dianne and Bolton, Faye. (1999) Spelling K-8; Planning and Teaching. Stenhouse, Maine. 

STEPS Professional Development and the Department of Education and Training WA, (2004-2008) First 
Steps Literacy: 2nd ed. Rigby (Harcourt Education), Australia. 

Targeting Text: Middle Primary. (1998) and Targeting Text: Upper Level. (1999) Blake Education, Glebe. 
[both about teaching Information Report, Explanation, Discussion] 

The Heinemann English Project series, Heinemann (for years 7-10 and includes materials on speaking 
and listening) 

Wilhelm, Jeffrey D. (2007) Engaging Readers and Writers with Inquiry. Scholastic, New York. 

Williams, L. (2007) Secondary English Teaching: A survival manual Volumes 1 and 2. Wordsmart Consulting 

Wing, Jan L. (2001) Write Ways: Modelling Writing Forms. 2nd ed. Oxford University Press, Victoria. 
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Catalogues of print publications to support English–literacy teaching 

The Australian Association for the teaching of English (AATE) catalogue 
http://www.aate.org.au/bookstore/http://www.curriculum.edu.au/catalogue/ includes texts on English–
literacy teaching, including fiction for young people, grammar, spelling, critical literacy, poetry, oral 
language, reading, writing, drama and visual texts.  

The Australian Literacy Educators’ Association (ALEA) catalogue 
http://alea.edu.au/html/publications/6/publications includes a range of journals focusing on teaching 
and learning English–literacy, including ALEA Today, Australian Journal of Language and Literacy, Practically 
Primary and Literacy Learning: the Middle Years. 

The Curriculum Corporation catalogue http://www.curriculum.edu.au/catalogue/ includes an extensive 
variety of texts on the theory and practice of English–literacy teaching.  

The English Club catalogue and newsletter http://englishclubonline.net.au include teaching ideas and 
units on novels, films, short stories and picture books.  

The Primary English Teachers’ (PETA) catalogue http://www.peta.edu.au/ contains an extensive range of 
practical resources, including books, teaching resources, brochures, and book reviews. 

Learning objects and digital resources 

The australianscreen online website http://www.australianscreen.com.au contains excerpts from 
films, documentaries, newsreels and excellent teaching resources. 

The Learning objects page on the Department of Education (Tasmania) eCentre for teachers  
http://ecentre.education.tas.gov.au/C15/Learning%20Objects/default.aspx provides easy access to 
resources developed by the Le@rning Federation and DoE, including literacy for students at risk.  

Websites that include learning sequences, teaching ideas, advice and information 

The australianscreen online website http://www.australianscreen.com.au contains excerpts from 
films, documentaries, newsreels and excellent teaching resources. 

The eCentre for teachers http://ecentre.education.tas.gov.au/default.aspx contains a wide variety of 
learning sequences and teaching ideas. Go to the ‘Find resources’ link on the home page to search 
and browse for quality assured resources. 

The DoE English website http://wwwfp.education.tas.gov.au/english/ contains teaching ideas, learning 
sequences and multiple links to useful sites.  

The TATE website http://www.tate.neat.tas.edu.au/ contains information about professional learning 
sessions, workshop materials, papers and links to sites and the English classroom forum. 

The New Zealand website http://english.unitecnology.ac.nz/ contains a range of teaching ideas. 

The ACTF website http://www.actf.com.au/learning_centre/teaching_materials.htm contains useful 
teaching ideas.  

The NCTE readwritethink website http://readwritethink.org/index.asp contains lessons, web 
resources and student materials. 

Myread website (strategies for teaching reading in the middle years) http://www.myread.org/ 
supports teachers of underperforming students. 

The Children’s Book Council of Australia website http://www.cbc.org.au/ contains a list of CBCA 
notable books, shortlists, award winners and information about Book Week and author visits.  

The Cybernetrix website http://www.cybernetrix.com.au/ provides advice on Internet safety. 

 
Note: all websites were accessed on 15 July 2007 
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Standard five English–literacy overview 

Reading and viewing a range of texts 

Students appreciate, enjoy and learn from their experience with a range of challenging and complex 
texts. These texts are characterised by structural and linguistic complexity and explore significant 
personal, social, cultural and philosophical ideas and issues. Texts include classic and contemporary 
novels, short stories, feature films and poetry, as well as electronic texts and information and argument 
texts used across the curriculum and in the workplace. 

Students read, view and critically analyse the forms, structures and features of texts, using detailed 
evidence to justify their points of view and to reach considered conclusions. They continue to compare 
and contrast representations of characters, people, ideas, issues and events in different texts. They 
deepen their understanding of the relationships between texts and the ways in which these relationships 
affect meaning.  

Students investigate the ways in which texts are constructed to position audiences, discussing how text 
creators deliberately select language to represent ideas, issues and information in particular ways. They 
use this knowledge to examine the relationships between texts, language and power in contemporary 
society. 

Students analyse how time, place and cultural setting influence the construction and interpretation of 
texts. They understand that representations often reflect cultural and / or historical values that can be 
questioned. They discuss the range of social, cultural and aesthetic purposes for which texts have been 
constructed.  

Writing and representing for a range of purposes and audiences 

Students construct complex imaginative, information and argument texts in print and electronic forms 
to meet the demands of purpose, context and audience. They construct sustained imaginative texts that 
entertain, move and persuade. They sometimes manipulate structure, time, characterisation and point of 
view for particular effects. In constructing detailed, effective argument and information texts, students 
make appropriate selections of information from different sources, integrating complex ideas and 
multiple perspectives and logically organising ideas.  

Students continue to use effective strategies to write and represent with accuracy, consistency and 
clarity. They use Standard Australian English to construct paragraphs with effective sentence and clause 
structures, extending and elaborating ideas and arguments and highlighting particular information. They 
select evocative, formal, technical or impersonal language to create tone, mood and atmosphere or to 
convey information. 

Students select and use a range of strategies and processes to plan, draft, refine, edit and proofread 
effectively. They manipulate punctuation to convey and enhance meaning. They use evaluative words and 
phrases to convey probability and authority and to position readers and viewers. 

Speaking and listening in different contexts 

Students speak and listen through conversation, discussion and presentations in a wide range of 
contexts. They analyse complex ideas and issues and develop and refute arguments using reasoned 
evidence in order to persuade others. They use the structures and features of Standard Australian 
English to plan and deliver a range of formal, extended presentations designed to entertain, inform, 
persuade and move audiences in different contexts.  

Students listen critically, analysing ideas and issues, examining bias, evaluating alternative points of view 
and reaching considered conclusions. They analyse the ways in which spoken and non-verbal language is 
used to add meaning, interest, authority and point of view to representations in challenging and complex 
texts.  
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Students speak with purpose and effect. They represent ideas, information and issues, accommodating 
or resisting audience expectations. They select effective linking words and phrases to structure 
presentations for different purposes and audiences. They continue to use evaluative words and phrases, 
conveying judgement, establishing authorial point of view and positioning audiences. They employ 
exaggeration, humour and rhetorical questions for particular effects and use intonation, pronunciation, 
facial expression, gesture, sound and silence to influence audiences.  

Thinking logically, critically, creatively and reflectively 

Students frame significant questions that enable them to appreciate and critically analyse complex 
literary texts. They use inquiry processes to investigate the ways in which text form, context, structures 
and features shape people’s interpretations. They discuss the ways in which authors use literary 
techniques such as allegory, symbolism, juxtaposition and irony to achieve particular effects in print, 
visual and electronic texts.  

Students analyse the ways in which purpose and context are used by authors to position readers and 
viewers. They deepen their understanding of the relationships between texts, analysing the ways in 
which texts echo, allude to or directly refer to each other and affect meaning. They select and use 
appropriate thinking strategies from a range that they have been taught. They consider and make 
informed decisions about contested issues after evaluating information from a variety sources, some of 
which might present ambiguous or contradictory perspectives. 

Students identify new possibilities, use creative thinking strategies and explore innovative ways to 
present ideas and information to influence a diverse range of audiences. They experiment with ways to 
construct original, creative and effective texts. 

As students consider the representations of characters, people, ideas, issues and events in texts, they 
come to appreciate increasingly the diversity of these representations. They explore differing 
perspectives, analyse alternative perceptions and examine the attitudes and values that underpin them. 
They construct texts that present views that they do not necessarily hold in order to appreciate other 
points of view. 

When students reflect on their learning and thinking processes, they explain the changes in their 
understanding of complex ideas, the effectiveness of their selection and use of thinking strategies, and 
ways of improving future learning. 

Using ICT to inquire, construct texts and communicate with others 

Students use ICT to inquire, knowing that using ICT will broaden the range of information and 
perspectives available to them. They select and use a range of strategies, print and electronic sources 
and tools to access, manipulate and analyse information and represent it in different text forms. Students 
evaluate their sources for accuracy, relevance, authenticity, validity, credibility and bias. 

Students use a range of ICT in creative ways to construct print and electronic texts to inform, entertain, 
move and persuade. They select and use appropriate ICT tools competently for each stage of the text’s 
construction. Students develop criteria for success, drafting, refining and editing their texts to suit 
audience, purpose and context. They use ICT ethically and responsibly, adhering to codes of practice 
and recognising copyright and intellectual property (IP) laws by acknowledging sources and permissions 
as required. 

Students use ICT to communicate in formal and informal networks for a range of purposes. They solve 
problems collaboratively, exchange ideas and information and present critical points of view about ideas 
and issues. Students consistently apply protocols and conventions in their communications with others. 
They reflect on the ways in which their use of ICT could be more effective in future communications 
and presentations. 
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Learning opportunities for reading and viewing at standard five  

Stage thirteen Stage fourteen Stage fifteen 
Students need opportunities to learn to: 
• read and view texts such as young adult fiction, 

fiction genres such as mystery / detective, war, 
sports and historical fiction, contemporary 
poetry, novels and plays, accessible classic 
poems, novels and plays, verse novels, 
photographic essays, curriculum area and 
specialised text books, CD ROMs, DVDs, news 
and current affairs reports, editorials, feature 
articles, electronic and media texts 

• read and investigate a range of challenging texts 
that entertain, move, investigate, analyse, argue 
and persuade in order to explore and relate to 
ideas and issues of significance to their own lives 
e.g. recognise that responses to characters and 
situations might vary at different points within the 
text, that texts can help them understand 
themselves and others 

• examine some of the language features used in 
texts to present particular points of view for 
different purposes, contexts and audiences e.g. 
examine the use of symbolism to present particular 
points of view in picture books designed for older 
readers  

• consider some of the ways in which the 
selection of their reading materials and 
interpretation of texts are influenced by their 
own knowledge, beliefs, values and experiences 

• discuss the purposes, structures and features of 
a range of challenging imaginative, information 
and argument texts providing examples from the 

Students need opportunities to learn to: 
• read and view texts such as contemporary and 

classic novels, short stories, poems and plays 
that reflect the diversity of human experience, 
verse novels, curriculum area and specialised 
textbooks, newspaper editorials, ezines, 
editorial cartoons, electronic and media texts, 
workplace texts 

• read and interpret complex texts that entertain, 
move, parody, investigate, analyse, argue and 
persuade in order to explore significant 
personal, social, cultural and political ideas and 
issues e.g. explore the ways in which a novel 
develops characters that alert the reader to the 
need to establish personal identity within human 
relationships  

• explain the language features used in texts to 
present particular points of view for different 
purposes, contexts and audiences e.g. examine 
the ways in which texts use adjectives, adverbs, 
sentence structure, vocabulary, figurative language, 
repetition and other language features and the 
effects that are created to present particular points 
of view 

• describe some of the ways in which the 
selection of their reading materials and 
interpretation of texts are influenced by their 
own knowledge, beliefs, values and experiences 

• discuss the purposes, structures and features of 
complex imaginative, information and argument 
texts using examples to justify conclusions about 

Students need opportunities to learn to: 
• read and view texts such as contemporary and 

classic novels, short stories, poems and plays 
that reflect the diversity of human experience, 
classic poems, novels and plays, adult fiction, 
translated literature texts, verse novels, 
curriculum area and specialised textbooks, 
newspaper editorials, ezines, editorial cartoons, 
electronic and media texts, workplace texts 

• read and analyse a range of complex texts that 
entertain, move, parody, investigate, analyse, 
argue and persuade in order to explore 
significant personal, social, cultural, political and 
global ideas and issues 

• analyse the effectiveness of language features 
used in texts to present particular points of 
view for different purposes, contexts and 
audiences e.g. discuss the effects created by the use 
of extended metaphor and the purposes they serve, 
giving detailed explanations of quotes from the 
chosen poem or poems 

• explain some of the ways in which the selection 
of their reading materials and interpretation of 
texts are influenced by their own knowledge 
beliefs, values and experiences, and reflecting on 
the reasons 

• discuss the purposes, structures and features of 
a range of complex imaginative, information and 
argument texts, providing detailed explanations 
of examples from the text as evidence 

• analyse the ways in which readers are 
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text as evidence 
• explain the ways in which language is used to 

position readers to view characters and ideas in 
particular ways e.g. identify the language used to 
compare, contrast or exaggerate characters’ 
personalities in order to create emotional responses 

• examine the themes developed through the 
interplay of setting, plot and character and 
through the action, speech, thoughts and 
feelings of the characters 

• identify some of the structures and features 
used in imaginative texts to entertain, convey 
important ideas, produce emotional responses 
and represent human behaviour, values and 
beliefs e.g. how adjectives and adverbs express 
attitudes and judgements, how sentence structure 
can be used to emphasise information, how use of 
the passive voice can hide responsibility 

• describe the features of settings, characters and 
plots associated with particular genres e.g. 
horror, science fiction, romance, adventure 

• interpret challenging texts by inferring meanings 
and messages, identifying cause and effect, 
making judgements about the relevance of 
information and evidence. Compare information 
and ideas in different texts to identify the 
different emphases. Give reasons for 
interpretations by referring to specific details in 
the texts 

• interpret information and argument texts that 
entertain, investigate, analyse, evaluate, argue 
and persuade comparing the representations of 
events and issues in different texts 

• examine the ways in which argument texts 
present opinions, justify views and make 

the text e.g. discuss the use of setting, sound and 
lighting and describe the effects created in some 
scenes in relation to the purposes of a feature film 

• discuss the ways in which readers are positioned 
to view characters and ideas in particular ways 
and that these views may be questioned  

• consider ways in which time, place and cultural 
setting influence the construction and 
interpretation of texts e.g. suggest reasons why 
Henry Lawson’s short stories often celebrate the 
underdog 

• explain the themes developed through the 
interplay of setting, plot and character and 
through the actions, speech, thoughts and 
feelings of characters 

• explain some of the structures and features 
used in imaginative texts to entertain, convey 
complex ideas and themes, produce emotional 
responses and represent human behaviour, 
values and beliefs 

• compare the effects created by the settings, 
characters and plots associated with particular 
genres e.g. science fiction, mystery, travel, comedy 

• interpret complex texts by making 
generalisations about meaning from specific 
details in the text, analysing how an issue is 
represented, discussing the implications and 
possible impacts of the issue, evaluating the 
quality of supporting evidence, assessing the 
credibility of sources. Draw conclusions, giving 
reasons for interpretations with reference to 
specific details in the texts 

• interpret and explain some of the ways in which 
information and argument texts entertain, 
investigate, analyse, evaluate, argue and 

positioned to view characters and ideas in 
particular ways and suggest alternative views 

•  analyse the ways in which representations often 
reflect cultural and / or historical values and 
how they might be questioned e.g. identify and 
comment on contrasting views about concepts such 
as love or war in texts from different periods of time 
or place 

• analyse some of the ways in which time, place 
and cultural setting influence the construction 
and interpretation of texts e.g. explain why there 
are different representations of gender in print 
advertisements between the 1950s and today 

• evaluate the significance of themes developed 
through the interplay of setting, plot and 
character and through the actions, speech, 
thought and feelings of characters 

• explain the effectiveness of some of the 
structures and features used in imaginative texts 
to entertain, convey complex ideas and themes, 
produce emotional responses and represent 
human behaviour, values and beliefs 

• describe the effects created by the settings, 
characters and plots associated with particular 
genres including comparisons between texts 
from different times and cultures e.g. compare 
the features of a modern science fiction story with 
one written in the nineteenth century 

• interpret and analyse complex texts by 
discussing implied meanings, explaining how the 
use of references to other texts contributes to 
meaning, evaluating the quality of the supporting 
evidence, assessing the credibility of sources. 
Draw conclusions, giving reasons for 
interpretations with reference to specific details 
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judgements in order to persuade others. 
Consider the quality of evidence used to 
support the argument, the implications and 
possible impacts e.g. reach conclusions about the 
main idea, the ways in which the issue is 
represented, the quality of evidence used to support 
the argument, the implications and possible impacts 

• explore some of the values, attitudes and beliefs 
that are represented in texts and discuss how 
they might be interpreted differently by different 
groups of people 

• consider the ways in which words, speech, 
sounds, gestures and images are used in some 
electronic texts e.g. play an interactive game on a 
CD ROM, examine closely some features such as 
how shot selection, sound and movement are used 
and discuss the effects created 

• use criteria to assess the accuracy, relevance 
and credibility of information and information 
sources 

• use reading strategies e.g. 
- determine unknown words by selecting 

appropriate word identification strategies 
- keep a reading journal as a way of asking 

questions about texts  
- use evidence from their own knowledge and 

experience to challenge or question a text  
- discuss the selection and effectiveness of a 

range of strategies used while reading  
- self-monitor, experiment with new reading 

strategies, reflect on their effectiveness and 
adopt those that increase their understanding of 
text 

 

persuade, comparing the representations of 
events and issues in different texts e.g. explain 
the persuasive techniques that are used in a speech, 
current affairs report and a newspaper editorial to 
represent ideas about a current social or political  
issue 

• explain the ways in which argument texts are 
constructed to advance opinions, justify views 
and make judgements in order to argue a 
position e.g. explain the persuasive techniques that 
are used to represent ideas and issues 

• examine information and argument texts that 
explore the same issue comparing the ways the 
ideas, events and issues are represented in 
different texts 

• discuss the language used to represent some 
values, attitudes and beliefs in texts and consider 
why they might be interpreted by different 
groups of people 

• examine the effects of the structures and 
features used in some types of electronic text 
e.g. choose a type such as news, documentary, 
comedy, reality television show and examine the 
ways in which a number of different programs use 
words, speech, sounds, gestures and images to 
identify the distinctive features of the genre  

• assess the nature and validity of information and 
information sources 

• use reading strategies e.g. 
- use skimming and scanning strategies to find 

information, select strategies appropriate to the 
purpose and complexity of the text  

- critically compare information in different texts, 
such as primary and secondary sources, to 
check for accuracy, omissions and bias 

in the texts 
• interpret and explain the effectiveness of some 

of the ways in which information and argument 
texts entertain, investigate, analyse, evaluate, 
argue and persuade, comparing the 
representations of events and issues in different 
texts 

• consider the effectiveness of the ways in which 
argument texts are constructed to advance 
opinions, justify views and make judgements in 
order to argue a position e.g. explain the ways in 
which a feature article argues a position about an 
issue and discuss how effective the writer has been 

• compare information and argument texts that 
explore the same issues and suggest reasons 
why ideas, events and issues are represented in 
different ways e.g. compare the ways in which a 
current issue is represented in a current affairs 
show, local newspaper and an editorial in a national 
paper and consider the social and cultural reasons 
for the differing representations 

• analyse the language used to represent some 
values, attitudes and beliefs in texts. Consider 
why they might be interpreted by different 
groups of people and discuss the implications 
and possible impacts e.g. identify and comment on 
the different ways in which concepts such as love or 
war in texts reflect cultural and / or historical values 
from different times or places and suggest ways in 
which they might be questioned 

• analyse the effectiveness of the ways in which 
words, speech, sounds, gestures and images are 
used in complex electronic presentations e.g. 
understand the sophisticated ways in which menus, 
hyperlinks, colour, images, font and sound are used 
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 - examine the ways in which readers fill gaps, 
silences and deliberate omissions in texts in 
different ways depending on their beliefs, values 
and experiences 

- self-monitor, experiment with new reading 
strategies, reflect on their effectiveness and 
adopt those that increase their understanding of 
text 

 
 
 

by website creators to position audiences 
• analyse the nature and validity of information 

and information sources 
• use reading strategies e.g. 

- create own organisers to demonstrate 
relationships between key words 

- read aloud to establish the tone of a piece of 
writing e.g. a newspaper editorial to detect 
sarcasm 

- self-monitor, experiment with new reading 
strategies, reflect on their effectiveness and 
adopt those that increase their understanding of 
text 
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Learning opportunities for writing and representing at standard five  

Stage thirteen Stage fourteen Stage fifteen 
Students need opportunities to learn to: 
• write texts such as short stories, poems, plays, 

drama scripts, anecdotes, biographies, reports, 
arguments, descriptions, explanations, essays, 
news articles, feature articles, reviews, formal and 
persuasive letters, advertisements, concept maps, 
employment applications and resumes, weblogs 
and websites in print and electronic mediums 

• construct a range of cohesive imaginative texts, 
information and argument texts for particular 
purposes and audiences 

• explain purposes for writing and some of the 
choices of ideas, text form and language features 
made when constructing texts to achieve specific 
purposes  

• experiment with the selection of subject matter 
and language to position readers to accept 
particular representations of people, characters, 
events, ideas and information 

• construct imaginative texts that develop 
challenging ideas and ethical dilemmas in different 
genres through the interconnections of plot, 
characters and setting e.g. write a short story or a 
script that presents a particular view about an issue  

• construct information and argument texts that 
include detailed explanations, evidence and 
examples, which might be researched, arranged in 
order of importance and conclude with an 
appropriate summary or recommendation e.g. 
construct an essay to persuade teenagers to give up 
smoking that presents evidence based on research, 

Students need opportunities to learn to: 
• write texts such as short stories, poems, drama, 

TV and film scripts, reports, arguments, 
descriptions, explanations, essays, news articles, 
feature articles, reviews, formal and persuasive 
letters, advertisements, concept maps, 
employment applications and resumes, weblogs 
and websites in print and electronic mediums  

• construct a range of cohesive imaginative texts, 
information texts and argument texts for a range 
of purposes and audiences e.g. use some language 
features such as references to other texts, parody to 
enhance meaning and create humour, knowledge of 
figurative language, framing and composition to 
construct a picture book about a philosophical or 
ethical issue 

• explain purposes for writing and the reasons for 
choices of ideas, text forms and language features 
made when constructing texts to achieve specific 
purposes e.g. explain why references to other texts 
and parody are used to enhance meaning and create 
humour in texts 

• select subject matter and language to position 
readers to accept particular views of people, 
events, ideas, issues and information 

• construct imaginative texts that develop complex 
ideas and ethical dilemmas in a number of genres 
through the interconnections of plot, characters 
and setting e.g. write a short story or a poem that 
explores an ethical dilemma such as euthanasia 

• construct cohesive information and argument 

Students need opportunities to learn to: 
• write texts such as short stories, verse 

novels, poems, drama, TV and film scripts, 
documentaries, reports, arguments, 
descriptions, explanations, analytical essays, 
news articles, feature articles, reviews, 
formal and persuasive letters, 
advertisements, concept maps, employment 
applications and resumes, weblogs and 
websites in print and electronic mediums 

• construct a range of complex imaginative, 
information and argument texts for a range 
of purposes and audiences   

• explain purposes for writing and the reasons 
for choices of ideas, text forms and language 
features made when constructing texts to 
achieve specific purposes e.g. evaluate the 
effectiveness of poetry or prose, framing and 
composition used to construct a website, video or 
picture book about a philosophical or ethical 
issue 

• manipulate subject matter and language to 
position readers and viewers to accept 
particular views of people, characters, events, 
ideas, issues and information 

• construct imaginative texts that explore 
complex ideas and ethical dilemmas in a 
variety of genres by connecting plot, 
characters and setting in creative or unusual 
ways e.g. construct a short story that uses 
multiple narrators or shifting points of view to 
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recommendations that might stop the habit and 
concludes with a convincing summary of the 
argument 

• use a variety of sentence and clause structures to 
expand ideas or emphasise information 

• use ordered, structured paragraphs using topic 
sentences and examples and evidence to support 
an argument or point of view and convey 
information clearly 

• use specialist and /or emotive words including 
concrete, technical and abstract nouns and 
technical verbs to argue, persuade and convey 
ideas, information and opinions e.g. use emotive 
language to construct an advertisement persuading 
the target audience to support a current social cause 
or issue 

• use linking words and phrases effectively to 
sequence (e.g. in conclusion), show cause and 
effect (e.g. as a result), add information (e.g. in 
addition, moreover), clarify (e.g. in other words, for 
example), and contrast (e.g. on the other hand, 
however) 

• use punctuation effectively to convey and 
enhance meaning including the use of less familiar 
punctuation when appropriate  

• maintain correct tenses and subject-verb and 
noun-pronoun agreement across a text and in 
sentences of different types and lengths 

• design and conduct their own inquiries that 
explain their conclusions about issues, text and 
language and reflect on their learning processes 
and outcomes 

• select their own creative thinking strategies and 
explore complex ideas in innovative ways 

• evaluate the effectiveness of the use of 

texts dealing with complex ideas and issues that 
provide a statement of the major concern, 
structured paragraphs with supporting detail and 
evidence and a conclusion that restates or 
summarises the position e.g. construct and send a 
letter to the editor of a newspaper that states their 
own position about a complex current issue, explains 
their concerns using detailed evidence and examples  
concludes with recommendations for action  

• use a wide variety of sentence and clause 
structures to enhance the text by creating 
rhythm and pace 

• use ordered, structured paragraphs which are 
logically linked to give the text cohesion 

• use specialist and /or emotive words including 
concrete, technical and abstract nouns and 
technical verbs to argue, persuade and convey 
ideas, information and opinions in both formal 
and informal language depending on the context 
e.g. use an extended metaphor to describe a person, 
situation or concept and write a journal entry that 
explains the use of language  

• use effective linking words and phrases in the 
construction of a range of cohesive imaginative, 
information and argument texts 

• use punctuation effectively to convey and 
enhance meaning including the use of quoting and 
referencing conventions 

• control tense changes where appropriate such as 
in flashbacks and time shifts  

• design and conduct own inquiries that explain 
their conclusions about issues, text and language; 
examine differing perspectives; and reflect on 
their sources, processes and conclusions 

• develop their own creative strategies and explore 

explore a complex issue 
• construct sustained information and 

argument texts, integrating complex ideas 
and different perspectives that provide a 
statement of the major concern, structured 
paragraphs with supporting detail and 
evidence and a conclusion that restates or 
summarises the position e.g. construct an 
essay about a contested social issue, synthesising 
and organising information from a variety of 
sources and reaching a conclusion that evaluates 
the situation 

• use a wide variety of sentence and clause 
structures to enhance the text by creating 
rhythm and pace 

• use ordered, structured paragraphs which 
are logically linked to give the text cohesion 

• use specialist and /or emotive words 
including concrete, technical and abstract 
nouns and technical verbs to argue, persuade 
and convey ideas, information and opinions in 
both formal and informal language contexts 
e.g. use symbolism in a short story, poem or 
photographic essay and write a journal entry 
explaining why the symbols were selected and 
how successful they were in creating a particular 
effect. 

• use effective linking words and phrases in the 
construction of a range of complex 
imaginative, information and argument texts 

• use punctuation effectively to convey and 
enhance meaning including the use of colons 
and semicolons in extended lists, and quoting 
and referencing conventions 

• control tense changes where appropriate 
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information tools and writing processes when 
constructing texts and make modifications to 
improve texts 

• plan writing using a variety of strategies that suit 
the topic, text form, purpose and audience 

• develop and apply criteria to evaluate the 
effectiveness of the content, structure and 
language features of their own and others’ drafts, 
make suggestions for improvement and use them 
to confirm or adjust the direction of their writing 

• use a variety of strategies in a systematic way to 
edit their own and other’s writing by reviewing 
the use of text form, organisation, sentence 
structure, use of words and the overall effects 
created 

• develop own strategies to proofread their own 
and others’ writing for accuracy of paragraphing, 
punctuation, sentence structure, grammar and 
spelling 

• spell frequently used and subject specific words 
from the curriculum areas using appropriate 
strategies to check for and correct errors 

• explore word derivations and use sound, visual, 
and meaning knowledge in a multi-strategy 
approach to spell unfamiliar words 

• experiment with the selection of subject matter, 
print and visual language to position readers and 
viewers to accept particular views of people, 
characters, events, ideas and information e.g. 
suggest a person’s powerful status by choosing 
costume, setting, using backlighting and low camera 
angles 

• select and use information tools to suit purpose 
and audience and software such as Microsoft 
Word®, Microsoft Excel®, Microsoft PowerPoint®, 

ideas in innovative ways that influence other 
people’s perspectives on issues 

• evaluate the effectiveness of the use of 
information tools and writing processes when 
constructing texts and make modifications to 
improve texts 

• plan writing automatically and independently using 
a variety of strategies that suit the topic, text 
form, purpose and audience 

• develop and apply criteria to evaluate the 
effectiveness of the content, structure and 
language features of their own and others’ drafts, 
suggest changes and explain how they will 
improve aspects of the text and use them to 
confirm or adjust the direction of their writing 

• select and use a variety of strategies to edit their 
own and other’s writing for effective language 
choices, clarity of ideas and information and 
overall textual cohesion 

• develop and use effective strategies to proofread 
their own and others’ writing for accuracy of 
paragraphing, punctuation, sentence structure, 
grammar and spelling 

• spell frequently used and subject specific words 
from the curriculum areas using appropriate 
strategies to check for and correct errors 

• explore word derivations and use sound, visual, 
and meaning knowledge in a multi-strategy 
approach to spell unfamiliar words 

• select subject matter, print and visual language to 
position readers and viewers to accept particular 
views of people, characters, events, ideas, issues 
and information e.g. select headlines, photos, 
captions, quotes and descriptive language to position 
readers to accept a particular view of events in a 

such as in flashbacks and time shifts in 
complex texts  

• design and conduct own inquiries that 
explain their conclusions about issues, text 
and language; examine differing perspectives; 
evaluate sources, processes and conclusions; 
and suggest directions for future investigation 
and action 

• develop their own creative strategies and 
explore ideas in ways that investigate the 
assumptions, inconsistencies and narrow 
perspectives in some people’s thinking e.g. 
construct a parody that challenges the attitudes, 
values and beliefs shown in a popular TV show 
using a story board or a small group dramatic 
presentation 

• evaluate the effectiveness of the use of 
information tools and writing processes 
when constructing texts, make modifications 
and explain the improvement made to the 
texts 

• plan writing automatically and independently 
using a variety of strategies that suit the 
topic, text form, purpose and audience 

• develop and apply criteria to evaluate the 
effectiveness of the content, structure and 
language features of their own and others’ 
drafts, suggest changes explaining how they 
will improve aspects of the text and use 
them to confirm or adjust the direction of 
their writing 

• select and use a variety of strategies to edit 
their own and other’s writing for effective 
language choices, clarity of ideas and 
information and overall textual cohesion 
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Microsoft Photo Story®, Inspiration®, Kahootz®, 
Windows Movie Maker®, Adobe Photoshop®, 
Macromedia Flash®, iMovie® and Pinnacle® 

• select and use software and other information 
tools to organise information and create different 
types of texts that represent ideas and 
communicate understanding effectively cohesive 
texts e.g. select and use print and / or visual 
language to construct a photographic essay using 
knowledge of colour, lighting, point of view and 
composition  

• use technology responsibly, ethically and legally, 
identifying and referencing sources of information 

 

newspaper article 
• select and use a range of information tools 

according to purpose and audience including 
software that allows collaborative online creation 
of texts   

• select and use software and a range of other 
information tools to organise information and 
create different types of texts that represent 
ideas and communicate understanding with 
confidence and competence e.g. construct a short 
video using some of the following features; sound, 
music, lighting, camera work and editing software 

• use technology responsibly, ethically and legally, 
identifying and referencing sources of information 

 

• develop and use effective strategies to 
proofread their own and others’ writing for 
accuracy of paragraphing, punctuation, 
sentence structure, grammar and spelling 

• spell frequently used and subject specific 
words from the curriculum areas using 
appropriate strategies to check for and 
correct errors 

• explore word derivations and use sound, 
visual and meaning knowledge in a multi-
strategy approach to spell unfamiliar words 

• manipulate subject matter, print and visual 
language to position readers and viewers to 
accept particular views of people, characters, 
events, ideas, issues and information e.g. 
redesign a travel poster to reveal the destruction 
of the environment and the lifestyle of the 
indigenous people, which has been created by 
tourism 

• select and use a range of information tools 
according to purpose and audience including 
software that allows collaborative online 
creation of texts   

• select and use software and a range of other 
information tools in innovative ways to 
organise information and create different 
types of texts that represent ideas and 
communicate understanding with confidence 
and competence e.g. use knowledge of the 
structures and features of film to construct a 
documentary about a concept such as 
intolerance, isolation or freedom 

• use technology responsibly, ethically and 
legally, identifying and referencing sources of 
information  
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Learning opportunities for speaking and listening at standard five  

Stage thirteen Stage fourteen Stage fifteen 
Students need opportunities to learn to: 
• speak and listen through conversations, 

presentations, spontaneous and structured 
discussions. Contexts include collaborative group 
work, Socratic circles, academic controversies, 
community of inquiry, formal meeting 
procedures, panel discussions, designing and 
conducting inquiries 

• actively listen to spoken and electronic texts 
such as poetry, prose and drama, readers’ 
theatre, presentations by guest speakers, radio 
and television programs, podcasts, interviews, 
formal speeches and meetings, parliamentary-
style debates, reports, reviews and arguments 

• interact confidently with others in informal and 
formal situations to discuss accessible subjects 
that involve challenging ideas and issues, 
considering how language can be adjusted to 
show or acknowledge power  

• share, explore and examine ideas and issues, 
compare people’s different points of view, 
challenge their opinions, synthesise ideas from 
several sources, ask and respond to questions to 
clarify thinking, consider the logical reasoning of 
their argument and reach conclusions that 
develop greater understanding of the ideas and 
issues discussed  

• present carefully considered views within a 
supportive environment that encourages greater 
depth of thinking to improve the outcomes of 
small group discussions 

• work collaboratively in small groups by 

Students need opportunities to learn to: 
• speak and listen through conversations, 

presentations, spontaneous and structured 
discussions. Contexts include collaborative group 
work, Socratic circles, academic controversies, 
community of inquiry, formal meeting 
procedures, panel discussions, designing and 
conducting inquiries and job interviews 

• actively listen to spoken and electronic texts 
such as poetry, prose and drama, readers’ 
theatre, presentations by guest speakers, radio 
and television programs, podcasts, interviews, 
formal speeches and meetings, parliamentary-
style debates, reports, reviews and arguments 

• interact confidently with known and unknown 
groups of people, in informal and formal 
situations to convey detailed information, 
explore different perspectives on complex issues 
and explain how language is used to show or 
acknowledge power 

• share, explore and examine complex issues, ask 
and respond to questions to clarify thinking, 
synthesising ideas from several sources, assess 
the validity of evidence, argue points and reach 
conclusions. Construct an argument that 
persuades others to a particular point of view, 
using logical reasoning and evidence to convince 
listeners and develop greater understanding of 
the ideas and issues discussed 

• present carefully considered views and work 
supportively with other group members to 
explore increasingly complex ideas and issues 

Students need opportunities to learn to: 
• Speak and listen through conversations, 

presentations, spontaneous and structured 
discussions. Contexts include collaborative group 
work, Socratic circles, academic controversies, 
community of inquiry, formal meeting 
procedures, panel discussions, designing and 
conducting inquiries and job interviews 

• actively listen to spoken and electronic texts such 
as poetry, prose and drama, readers’ theatre, 
presentations by guest speakers, radio and 
television programs, podcasts, interviews, formal 
speeches and meetings, parliamentary-style 
debates, reports, reviews and arguments 

• interact confidently with known and unknown 
groups of people, including some situations that 
require formal language and formal codes of 
behaviour, to convey detailed information, 
explore different perspectives on complex issues 
and analyse how language is used to show or 
acknowledge power 

• share, explore and examine complex ideas and 
issues, by making inferences, analysing and taking 
a position on the texts, interpreting and 
evaluating ideas and concepts and reaching 
conclusions that entertain and persuade listeners, 
developing greater understanding of the ideas and 
issues discussed  

• present carefully considered views and work 
supportively with other group members to 
explore complex ideas and issues from different 
perspectives to make judgements that improve 
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establishing procedures and schedules, 
negotiating roles with individuals, monitoring 
progress during the learning activity and 
reflecting on the outcome  

• give informal spoken presentations and planned, 
researched and rehearsed, spoken presentations 
such as readings and recitations of poetry and 
prose, choral readings, role play and drama, 
readers’ theatre, radio DJ performances, reports, 
descriptions, explanations, arguments, debates, 
interviews, speeches, formal introductions and 
acceptances including some challenging ideas and 
issues e.g. present a speech to parents that is 
illustrated by a slide show of photos and music that 
echoes the moods of the key points or use sound 
effects and music to enhance a multi-voice poetry 
performance 

• give cohesive, spoken presentations that analyse 
and investigate challenging ideas, identify the 
main issues of the topic, include supporting 
details and evidence, sustain a point of view and 
conclude with an appropriate summary or 
recommendation that might need to be 
researched e.g. argue a reasoned case as first 
affirmative speaker in a formal debate  

• speak clearly and purposefully, taking into 
account the possible interests of the audience 
when selecting the topic, subject matter and 
language.  

• vary expression to suit the mood and project a 
sense of commitment and authority e.g. use 
humour or exaggeration to persuade an audience of 
peers 

• adjust formal and informal language according to 
the size and characteristics of the audience and 
their relationship with the speaker 

and achieve greater depth of thinking that 
improves the outcomes of small group 
discussions 

• work collaboratively in small and large groups by 
establishing clear purposes, procedures and 
schedules, negotiating roles with individuals, 
monitoring progress during the learning activity, 
reflecting on and modifying behaviour if 
necessary to achieve the group outcome  

• give informal, and planned, researched and 
rehearsed, spoken presentations some of which 
explore different perspectives on complex issues.  
Texts include readings and recitations of poetry 
and prose, role play and drama, readers’ theatre, 
prepared discussions, arguments, debates, 
interviews, speeches, parliamentary style debates 
e.g. construct a electronic presentation for a school 
assembly that combines images, speech, sound and 
movement  to persuade students to participate in a 
school activity. 

• give extended spoken presentations that identify 
and explore the moral and ethical dimensions of 
an issue, beginning with a position statement, 
containing sequenced and effective arguments, 
detailed supporting evidence and examples and a 
conclusion that restates or summarises the 
position e.g. give a reasoned argument to present a 
point of view about cloning 

• speak clearly, purposefully and effectively, using 
strategies to engage and maintain the audience’s 
interest and attention and experimenting with 
ways to persuade or move them e.g. by using 
drama and / or  humour 

• adjust formal and informal language according to 
the size and characteristics of the audience and 
their relationship with the speaker. e.g. use 

the outcomes of small group discussions 
• work collaboratively in small and large groups by 

establishing clear purposes, procedures and 
schedules, negotiating roles with individuals, 
monitoring progress during the learning activity, 
reflecting on and modifying behaviour if necessary 
to achieve the group outcome 

• give informal, and planned, researched and 
rehearsed, spoken presentations some of which 
explore different perspectives on complex issues. 
Texts include recitations of poetry and prose, 
role play and drama, readers’ theatre, prepared 
discussions, debates, arguments, interviews, 
speeches e.g. deliver a persuasive speech at a 
formal school assembly 

• give formal, extended spoken presentations that 
integrate complex ideas and different 
perspectives, beginning with a position statement, 
containing sequenced and effective arguments, 
detailed supporting evidence and examples and a 
convincing conclusion 

• speak clearly, purposefully and effectively, 
selecting and manipulating strategies designed to 
establish a rapport, engage, persuade, move or 
influence audiences e.g. by using anecdotes, 
rhetorical devices and / or analogies  

• adjust formal and informal language according to 
the size and characteristics of the audience and 
their relationship with the speaker 

• manipulate language, representing ideas and 
information in ways that accommodate or resist 
audience expectations in order  to position 
audiences to accept the authorial point of view 
e.g. deliberately include or omit ideas and information 
to narrow the focus of an ethical debate 

• use Standard Australian English to deliver formal 
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• use Standard Australian English to deliver formal 
presentations 

• Select expressive language using knowledge of 
audiences to try to position them to accept a 
particular point of view e.g. use linking words and 
phrases to sequence such as ‘secondly’, ‘to conclude’, 
or to clarify such as ‘for example’  

• use body language, gestures and facial 
expressions experimenting with the effects of 
varying pace, pitch, phrasing, intonation, 
pronunciation, volume and silence in spoken 
presentations 

• listen critically to suggest some of the underlying 
values and purposes, as well as identifying the 
main ideas and information presented in the 
texts e.g. suggest reasons why some current affairs 
programs include information that presents only one 
view of a controversial issue 

• discuss chosen thinking processes and strategies 
and reflect on the goals they have set by 
comparing intended with actual outcomes. 
Analyse similar and alternative points of view on 
an issue and explain any changes in thinking that 
result 

• use speaking and listening strategies such as: 
- noticing the ways in which speakers engage 

audiences and trying to use similar techniques 
e.g. speaking with interest and personal 
enthusiasm, ending texts with purpose and 
direction rather than allowing them to peter out 

- evaluating success in conveying ideas and 
information to particular audiences and using 
this to develop speaking and listening skills 

 

figurative language to establish mood and 
atmosphere in a formal presentation for parents 

• use Standard Australian English to deliver formal 
presentations 

• Select expressive language to convey certainty, 
accommodate or resist audience expectations, 
establish a point of view and position an audience 
e.g. use evaluative words and phrases such as ‘there 
is no doubt that’ 

• use body language, gestures and facial 
expressions and vary pace, pitch, phrasing, 
intonation, pronunciation, volume and silence to 
enhance the effectiveness of spoken 
presentations. Experiment with rhetorical 
devices such as repetition, and exaggeration  

• listen critically to explain the main ideas, 
information and / or arguments, suggest reasons 
for the ways in which they are presented and 
comment on deliberate omissions in information 
to present a particular view e.g. listen to a 
documentary that explains the ways in which 
underprivileged groups, such as Aboriginal people or 
refugees, were treated and consider reasons for the 
ways in which they were treated 

• discuss the effectiveness of thinking processes 
and strategies in relation to the outcomes 
achieved. Analyse changes in thinking as a result 
of reviewing ideas and information in line with 
their own attitudes and beliefs  

• use speaking and listening strategies such as: 
- noting how speakers in formal situations recover 

from interruptions and attempting to use these 
techniques 

presentations 
• use body language, gestures and facial 

expressions and a sophisticated range of voice 
strategies combined with rhetorical devices 
appropriate for the audience, context and 
purpose 

• listen critically to detect values, assumptions and 
bias in spoken texts and consider them from a 
different perspective e.g. listen to a political speech 
noting the ways in which the person’s words reflect 
their party’s views and consider what the opposition 
might think about the issue 

• discuss their selection, application and evaluation 
of a range of reflective thinking strategies.  

• self-regulate, challenge and extend their 
understanding of personal and group learning 

• use speaking and listening strategies such as: 
- planning for formal speeches e.g. drafting a 

complete speech, devising cue cards, reading text 
aloud to themselves and others, tape recording the 
speech to check timing  

- using strategies to overcome self consciousness e.g. 
preparing thoroughly to maximise confidence, 
working with another student when possible, 
avoiding looking at audience members likely to be 
disruptive 
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Standard five English–literacy resources 

Print publications 

Belanger, Joe and Sawyer, Wayne. (2006) Investigating Language: Language investigations for middle and 
upper secondary students. Phoenix Education, Melbourne. 

Bennett, Barrie and Rolheiser, Carol. (2001) Beyond Monet: The Artful Science of Instructional Integration. 
Bookation Inc, Toronto. 

Gallagher, Kelly. (2006) Teaching Adolescent Writers. Stenhouse, Portland, Maine. 

Mackenzie, J. (2007) Essay Writing: Teaching the basics from the ground up. Pembrook, Ontario. 

Misson, Ray and Morgan, Wendy. (2006) Critical Literacy and the Aesthetic: transforming the English 
classroom. National Council of teachers of English, Urbana. Illinois. 

Morgan, Norah and Saxton, Juliana. (2006) Asking Better Questions. 2nd ed. Pembrook, Ontario. 

Screen Education Magazine. ATOM and Cinemedia, Australia. 

Smith, M.W. and Wilhelm, J.D. (2002) “Reading Don’t Fix No Chevys”: literacy in the lives of young men. 
Heinemann, Portsmouth, New Hampshire. 

STEPS Professional Development and the Department of Education and Training WA, (2004-2008) First 
Steps Literacy: 2nd edition, Rigby (Harcourt Education), Australia. 

The Heinemann English Project series. Heinemann, Portsmouth. (For years 7-10 and includes materials 
on speaking and listening.) 

Wilhelm, Jeffrey D. (2007) Engaging Readers and Writers with Inquiry. Scholastic, New York. 

Williams, Lindsay (2007) Secondary English Teaching: A survival manual Volumes 1 and 2. Wordsmart 
Consulting, Australia. 

Catalogues of print publications to support English–literacy teaching 

The Australian Association for the teaching of English (AATE) catalogue 
http://www.aate.org.au/bookstore/http://www.curriculum.edu.au/catalogue/ includes texts on the theory 
and practice of English–literacy  teaching, including fiction for young people, grammar and spelling, 
critical literacy, poetry and oral language, reading, writing, drama and visual texts.  

The Australian Literacy Educators’ Association (ALEA) catalogue 
http://alea.edu.au/html/publications/6/publications includes a range of journals focusing on teaching and 
learning English–literacy, including ALEA Today, Australian Journal of Language and Literacy, Practically 
Primary and Literacy Learning: The Middle Years. 

The Curriculum Corporation catalogue http://www.curriculum.edu.au/catalogue/ includes an extensive 
variety of texts on the theory and practice of English–literacy  teaching. It also has texts on thinking, 
classroom management, inquiry-based learning, values education, learning styles, the middle years, 
studies of Asia and Indigenous education. 

The English Club catalogue and newsletter http://englishclubonline.net.au include teaching ideas and units 
on novels, films, short stories and picture books.  
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Learning objects and digital resources 

The Learning objects page on the Department of Education (Tasmania) eCentre for teachers  
http://ecentre.education.tas.gov.au/C15/Learning%20Objects/default.aspx provides easy access to an 
excellent variety of resources developed by the Le@rning Federation and DoE, including literacy for 
students at risk. The page also contains advice and information on accessing and using these resources with 
students. 

Websites that include learning sequences, teaching ideas, advice and information 

The australianscreen online website http://www.australianscreen.com.au contains excerpts from films, 
documentaries, newsreels and excellent teaching resources. 

The eCentre for teachers http://ecentre.education.tas.gov.au/default.aspx contains a wide variety of 
learning sequences and teaching ideas. Go to the ‘Find resources’ link on the home page to search and 
browse for quality assured resources. 

The DoE English website http://wwwfp.education.tas.gov.au/english/ contains teaching ideas, learning 
sequences and multiple links to useful sites.  

The TATE website http://www.tate.neat.tas.edu.au/ contains information about professional learning 
sessions, workshop and conference materials, papers and links. Teachers can enrol in the English 
Classroom Forum through this site. 

The New Zealand English online website http://english.unitecnology.ac.nz/ contains an excellent, extensive 
variety of units and teaching ideas.  

The Australian Children’s Television Foundation (ACTF) website 
http://www.actf.com.au/learning_centre/teaching_materials.htm  contains teaching ideas to use with ACTF 
resources.  

The NCTE readwritethink website http://readwritethink.org/index.asp contains lessons, web resources and 
student materials. 

Myread website (strategies for teaching reading in the middle years) http://www.myread.org/ supports 
teachers of underperforming students. 

The Children’s Book Council of Australia website http://www.cbc.org.au/ contains a list of CBCA notable 
books, Book of the Year shortlist, award winners and information about Book Week and author visits. It 
also provides links to useful Australian and international sites 

The Cybernetrix website http://www.cybernetrix.com.au/ provides advice to secondary students on 
Internet safety. 

Note: all websites were accessed on 15 July 2007
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Assessment Evidence Guide 

The Assessment Evidence Guide lists examples of evidence of student achievement across each standard and at each of the stages within a standard. 
Teachers use the Assessment Evidence Guide to help make on-balance judgements when assessing student work. So that students are challenged to 
improve their learning, opportunities to learn should be provided in advance of students’ expected assessment ratings.  

Students do not have to be capable of achieving everything within a particular stage to be rated as performing at that stage, but they should be capable of 
demonstrating most of the evidences. Students need as many opportunities as possible to demonstrate their understanding and skill level. Teachers make 
an on-balance judgement about whether a student’s performance is at a similar level to the evidences described in this guide.  

A range of performances are possible within each stage. For assessment purposes, teachers should make a judgement as to whether the student has only 
just reached that stage (proficient) or has progressed well towards the next stage (advanced). The assessment of being proficient or advanced is based on 
teacher judgement supported by collegial discussions, feedback and moderation. This level of discrimination should also be reflected in the teachers’ 
written comments on student performance. It is important that teachers can explain what key understandings and skills are required for students to 
progress to the next stage.  

The points of reference for assessment can be shown as below: 

  

 
 

 
Standard 1 Standard 2 Standard 3 Standard 4 Standard 5 

 
Stage 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 
 P A P A P A P A P A P A P A P A P A P A P A P A P A P A P A 
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Expected stages by year 

Year level Kinder and Prep Years 1 and 2 Years 3 and 4 Years 5 and 6 Years 7 and 8 Years 9 and 10 

Standards (1–5) 1 1 – 2 2 – 3  2 – 4 3 – 4  4 – 5 

 Stages (1–15) 1 – 3 2 – 5 4 – 8 6 – 10 8 – 12 10 – 15 

 

Assessment evidence at each stage 

The table below describes sample indicators of performance at each stage. It is not intended to be used as a set of criteria or a checklist of performance 
for each stage and it does not map the entire territory of English-literacy. It does, however, give some examples of what might be expected at each stage. 
The table draws from a range of sources such as the Literacy Benchmarks Years 3, 5 & 7, the national Statement of Learning for English, English – a curriculum 
profile for Australian schools, the Tasmanian Curriculum for English–literacy and the Tasmanian calibration project. The examples will help teachers use their 
professional judgement to locate each student’s performance within the appropriate standard. 
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English–literacy  
Reading and viewing – standard 1 

 Stage 1 Stage 2 Stage 3 Stage 4 

T
ex

ts
 

Students ‘read’ and view: 

• familiar and / or predictable texts by 
joining in book sharing routines 

• signs and symbols in their environment 

• songs, chants and rhymes, repetitive texts 

Students ‘read’ and view: 

• familiar and / or predictable texts using 
memory and picture clues 

• signs and symbols in their environment 

• rhymes, picture books and rhyming or 
cumulative stories 

Students read and view:  

• familiar and / or predictable texts  

• signs and symbols in their environment 

• rhymes, picture books, illustrated 
information texts, electronic  and media 
texts 

Students independently read and view  a range 
of simple texts such as: 

• picture books 

• raps and rhymes 

• information texts 

• simple picture dictionaries 

• environmental print 

• simple electronic and media texts 

St
ru

ct
ur

es
 a

nd
 

fe
at

ur
es

 

Texts at this level have: 

• familiar vocabulary 

• spoken language patterns 

• repeated words, phrases and sentences 

• real or imaginary settings 

• rhyme and / or rhythm 

• supporting illustrations 

Texts at this level have: 

• familiar vocabulary 

• spoken language patterns 

• repeated words, phrases and sentences 

• factual information about their world 

• rhyme and / or rhythm 

• supporting illustrations 

Texts at this level have: 

• familiar vocabulary 

• spoken language patterns 

• repeated words, phrases and sentences 

• factual information about their world 

• rhyme and / or rhythm 

• supporting illustrations 

Texts at this level have: 

• familiar ideas and known topics and 
vocabulary 

• predictable text structures and language 
features 

• predictable sentence structure 

• illustrations to support meaning 

In
te

rp
re

ti
ng

 t
ex

ts
 

Students:  

• recognise some letters such as the initial 
letter of their own name 

• tell a story based on a series of pictures 

• identify familiar people, places and objects 
in texts read and viewed 

• distinguish between print and illustration 
and the back and front of books 

• respond to characters, places and objects 
in visual texts 

• name characters read and / or viewed in 
imaginative texts 

Students:  

• recognise and name some letters in 
context and associate sounds with letters 

• recognise that texts carry messages which 
remain constant 

• ‘read’ texts using memory and picture 
clues 

• recognise rhyming words and suggest 
words that rhyme 

• suggest how characters in a text might be 
feeling 

Students:  

• identify letters of the alphabet by name 
and sound 

• read levelled texts 1–5 

• follow print in a left to right, top to 
bottom direction with a one-to- one 
match between spoken and written word  

• recognise  some personally significant 
words in context 

• recognise a number of  text forms 

• describe the characters and setting in 
imaginative texts 

Students:  

• independently read levelled texts 6–15 

• read an increasing range of frequently used 
words 

• recognise some differences between 
imaginative and information texts 

• identify similarities and differences 
between their own experiences and 
representations of characters, people, 
places, events and things in texts 

• identify the main topic of a narrative text 
through characters and events 

• identify some ideas in information texts 
using both written text and illustrations or 
diagrams  
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Reading and viewing – standard 2 
 Stage 3 Stage 4 Stage 5 Stage 6 Stage 7 

T
ex

ts
 

Students read and view:  

• familiar and / or predictable texts  

• signs and symbols in their 
environment 

• rhymes, picture books, illustrated 
information texts, electronic  and 
media texts 

Students independently read and 
view  a range of simple texts such 
as: 

• picture books 

• raps and rhymes 

• information texts 

• simple picture dictionaries 

• environmental print 

• simple electronic and media 
texts 

Students independently read and view  
a range of simple texts such as: 

• picture books 

• illustrated chapter books 

• information texts  

• simple picture dictionaries 

• advertising material 

• simple electronic and media texts 

Students independently read and 
view a range of simple texts such 
as: 

• picture books 

• illustrated chapter books 

• information texts 

• simple picture dictionaries 

• advertising material 

• simple electronic and media 
texts 

Students independently read and 
view a range of accessible texts 
such as: 

• chapter books  

• easy series fiction 

• poetry and song lyrics 

• information texts 

• junior reference material 

• children’s magazines 

• some newspaper articles 

• email 

• children’s accessible electronic 
and media texts 

St
ru

ct
ur

es
 a

nd
 fe

at
ur

es
 

Texts at this level have: 

• familiar vocabulary 

• spoken language patterns 

• repeated words, phrases and 
sentences 

• factual information about their 
world 

• rhyme and / or rhythm 

• supporting illustrations 

Texts at this level have: 

• familiar ideas and known topics 
and vocabulary 

• predictable text structures and 
language features 

• predictable sentence structure 

• illustrations to support meaning 

Texts at this level have: 

• familiar ideas and known topics 
and vocabulary 

• predictable text structures and 
language features 

• predictable sentence structure 
with varied sentence beginnings 

• illustrations to support meaning 

Texts at this level have: 

• familiar ideas and known topics 
and vocabulary  

• predictable text structures and 
language features 

• predictable sentence structure 
with varied sentence beginnings 

• illustrations to support meaning 

Texts at this level have: 

• familiar ideas and known topics 
that include new concepts and 
ideas 

• recognisable text forms, 
structures and features  

• some unfamiliar vocabulary, 
particularly subject specific 
words, if they are supported by 
text and illustrations 

• some use of simple figurative 
language  

• predictable sentence structures 
with varied sentence beginnings 
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Reading and viewing – standard 2 
 Stage 3 Stage 4 Stage 5 Stage 6 Stage 7 

In
te

rp
re

ti
ng

 t
ex

ts
 

Students:  

• identify letters of the alphabet by 
name and sound 

• read levelled texts 1–5 

• follow print in a left to right, top 
to bottom direction with a one-
to- one match between spoken 
and written word  

• recognise  some personally 
significant words in context 

• recognise a number of  text 
forms 

• describe the characters and 
setting in imaginative texts 

Students:  

• independently read levelled 
texts 6–15 

• read an increasing range of 
frequently used words 

• recognise some differences 
between imaginative and 
information texts 

• identify similarities and 
differences between their own 
experiences and representations 
of characters, people, places, 
events and things in texts 

• identify the main topic of a 
narrative text through 
characters and events 

• identify some ideas in 
information texts using both 
written text and illustrations or 
diagrams  

Students:  

• independently read levelled texts 
16–25 

• read some high frequency words 
without hesitation 

• work out the meaning of some 
unfamiliar words and phrases 

• identify the main purpose of a text 

• compare the ways in which 
people, places, events and things 
are represented in texts  

• identify the main idea and locate 
directly stated information in the 
written text and / or illustrations 

• make connections between ideas 
that are directly stated and close 
together in different parts of the 
text 

• retell a sequence of events in 
imaginative texts 

• identify some of the functions of 
the structures and features of 
information texts 

Students: 

• independently read levelled 
texts 26+ 

• read high frequency words 
without hesitation 

• recognise the purpose of a 
number of known text forms 

• recognise the ways in which 
people, places, events and 
things are represented in texts 
and suggest alternative 
representations 

• identify the order of ideas and 
locate some directly stated 
information in the written text 
and / or illustrations  

• use words and pictures to 
locate directly stated 
information 

• identify the plot, characters and 
settings in imaginative texts 

• recognise the functions of some 
of the structures and features 
of  texts in relation to their 
purpose e.g. headings and 
captions beneath diagrams 

Students:  

• read independently a variety of 
accessible fiction, information 
and media texts 

• read, without hesitation, high 
frequency words including 
some subject- specific words  

• infer the meaning of unfamiliar 
words and phrases 

• recognise the basic structures 
of some imaginative, 
information and argument text 
forms e.g. narrative, recount 
and procedure 

• recognise how characters have 
been portrayed in positive or 
negative ways in texts 

• explain some of the features 
used to entertain readers and 
viewers in imaginative texts 

• identify the order of ideas in 
information and argument texts, 
locate directly stated 
information in the written text 
and / or illustrations and make 
connections between ideas in 
texts 

• identify the  author’s point of 
view in texts 

• interpret clearly labelled and 
captioned illustrations if they  
support the meaning of the text 

• identify visual features used to 
convey meaning in a website 
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Reading and viewing – standard 3 
 Stage 6 Stage 7 Stage 8 Stage 9 Stage 10 

T
ex

ts
 

Students independently read and 
view a range of simple texts such as: 

• picture books 

• illustrated chapter books 

• information texts 

• simple picture dictionaries 

• advertising material 

• simple electronic and media 
texts 

Students independently read and 
view a range of accessible texts such 
as: 

• chapter books  

• easy series fiction 

• poetry and song lyrics 

• information texts 

• junior reference material 

• children’s magazines 

• some newspaper articles 

• email 

• children’s accessible electronic 
and media texts 

Students independently read and 
view a range of accessible texts such 
as: 

• fiction including series fiction 
• fables from other countries 
• poetry and song lyrics 
• plays 
• junior reference material 
• newspaper reports 
• magazines 
• email 
• children’s accessible electronic 

and media texts 

Students independently read and 
view a range of accessible texts in 
print and electronic forms such as: 

• young adolescent fiction 
including series fiction 

• poetry and song lyrics 
• plays 
• reference material 
• curriculum area texts 
• newspaper reports 
• magazines 
• advertisements 
• email 
• accessible electronic and media 

texts 

Students independently read and 
view a range of accessible texts in 
print and electronic forms such as:  

• young adolescent fiction 
including series fiction 

• poetry and song lyrics 
• one act plays 
• reference material 
• curriculum area texts 
• newspapers 
• magazine feature articles 
• advertisements 
• email 
• accessible feature films  
• electronic and media texts 

St
ru

ct
ur

es
 a

nd
 fe

at
ur

es
 

Texts at this level have: 

• familiar ideas and known topics 
and vocabulary  

• predictable text structures and 
language features 

• predictable sentence structure 
with varied sentence beginnings 

• illustrations to support meaning 

Texts at this level have: 

• familiar ideas and known topics 
that include new concepts and 
ideas 

• recognisable text forms, 
structures and features  

• some unfamiliar vocabulary, 
particularly subject specific 
words, if they are supported by 
text and illustrations 

• some use of simple figurative 
language  

• predictable sentence structures 
with varied sentence beginnings 

Texts at this level have: 

• familiar ideas and known topics 
that include some concepts 
which extend beyond students’ 
immediate experience 

• recognisable text forms, 
structures and features 

• some unfamiliar vocabulary, 
particularly subject-specific 
words, if they are supported by 
text and illustrations 

• some use of figurative language  

• predictable sentence structures 
with varied sentence beginnings 

• fewer supporting illustrations 

Texts at this level have: 

• concepts that deal with less 
familiar topics and issues 
including those associated with 
particular curriculum areas 

• recognisable text forms, 
structures and features 

• new vocabulary, representing 
unfamiliar concepts, supported 
by text and / or illustrations  

• figurative language in imaginative, 
information and argument texts 

• characteristic structures and 
features according  to the  
purpose of the text 

• some densely structured 
complex sentences that extend 
meaning  

• fewer supporting illustrations. 

Texts at this level have 

• concepts that deal with less 
familiar topics and issues 
including those associated with 
particular curriculum areas 

• new vocabulary representing 
unfamiliar concepts supported by 
text and / or illustrations  

• figurative language in imaginative, 
information and argument texts 

• characteristic structures and 
features according  to the  
purpose of the text 

• some densely structured 
complex sentences  

• fewer supporting illustrations 
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Reading and viewing – standard 3 
 Stage 6 Stage 7 Stage 8 Stage 9 Stage 10 

In
te

rp
re

ti
ng

 t
ex

ts
 

Students: 

• independently read levelled texts 
26+ 

• read high frequency words 
without hesitation 

• recognise the purpose of a 
number of known text forms 

• recognise the ways in which 
people, places, events and things 
are represented in texts and 
suggest alternative 
representations 

• identify the order of ideas and 
locate some directly stated 
information in the written text 
and / or illustrations  

• use words and pictures to locate 
directly stated information 

• identify the plot, characters and 
settings in imaginative texts 

• recognise the functions of some 
of the structures and features of  
texts in relation to their purpose 
e.g. headings and captions beneath 
diagrams 

Students:  

• read independently a variety of 
accessible fiction, information 
and media texts 

• read, without hesitation, high 
frequency words including some 
subject- specific words  

• infer the meaning of unfamiliar 
words and phrases 

• recognise the basic structures of 
some imaginative, information 
and argument text forms e.g. 
narrative, recount and procedure 

• recognise how characters have 
been portrayed in positive or 
negative ways in texts 

• explain some of the features 
used to entertain readers and 
viewers in imaginative texts 

• identify the order of ideas in 
information and argument texts, 
locate directly stated 
information in the written text 
and / or illustrations and make 
connections between ideas in 
texts 

• identify the  author’s point of 
view in texts 

• Interpret clearly labelled and 
captioned illustrations if they  
support the meaning of the text 

• identify visual features used to 
convey meaning in a website 

Students:  

• read independently a variety of 
accessible fiction, information 
and media texts 

• read, without hesitation, high 
frequency words and subject-
specific words that have been 
taught  

• identify the purposes of the 
basic structures of imaginative, 
information and argument texts 

• make some of the connections 
between the plot, characters 
and setting and the main ideas 
of texts 

• explain some of the ways 
imaginative texts can create 
emotional responses in readers 
and viewers 

• identify the main ideas and make 
inferences from directly stated 
supporting information in texts 

• identify some of the author’s 
values, attitudes and beliefs that 
are represented in texts 

• explain the meaning of visual 
features such as diagrams, maps 
and charts that are combined 
with written text 

• interpret diagrams, flowcharts 
and illustrations that are 
supported by written texts 

Students:  

• read independently a variety of 
accessible fiction, information 
and media texts 

• interpret the meaning of 
unfamiliar phrases, words and 
symbols  

• identify the purposes of the 
structures and some of the 
typical features of some 
imaginative, information and 
argument texts  

• explain how aspects of the plot, 
characters and / or setting are 
connected to the main ideas in 
imaginative texts  

• explain some of the important 
ideas and concepts that are 
conveyed in imaginative texts 

• identify the main idea and order 
of information in texts, make 
connections between texts and 
draw conclusions 

• interpret information and 
argument texts by: 

- identifying the main ideas 
- making inferences 
- drawing conclusions  
- giving reasons for 
interpretations 

• identify some of the values, 
attitudes and beliefs of particular 
groups that are represented in 
texts 

• interpret detailed diagrams, 
flowcharts and illustrations that 
are supported by written text 

Students:  
• understand the use of subject-

specific vocabulary in information 
and argument texts 

• compare the use of some of  the 
structures and features in more 
than one example of the same 
text form 

• explain the main ideas in 
imaginative texts and identify 
how language has been used to 
construct characters and the 
roles they play in the plot 

• explain some of the ways in 
which imaginative texts 
represent human behaviour 

• interpret information and 
argument texts by: 
- identifying the main ideas 
- making inferences 
- drawing conclusions 
- giving reasons for 
interpretations by referring to 
the text 

• explain some of the values, 
attitudes and beliefs of particular 
groups represented in texts by 
referring to information and / or 
events in texts 

• identify some of the visual 
features e.g. camera angles and 
shots, colour and layout used in 
texts to develop meaning  
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Reading and viewing - standard 4 

 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 

T
ex

ts
 

Students independently read and view a 
range of accessible texts in print and 
electronic forms such as: 

• young adolescent fiction including 
series fiction 

• poetry and song lyrics 
• plays 
• reference material 
• curriculum area texts 
• newspaper reports 
• magazines 
• advertisements 
• email 
• accessible electronic and media texts. 

Students independently read and 
view a range of accessible texts in 
print and electronic forms such as:  

• young adolescent fiction 
including series fiction 
• poetry and song lyrics 
• one act plays 
• reference material 
• curriculum area texts 
• newspapers 
• magazine feature articles 
• advertisements 
• email 
• accessible feature films  
• electronic and media texts 

Students independently read and 
view a range of challenging texts 
such as: 

• adolescent fiction 

• fiction genres such as fantasy, 
adventure, science fiction 

• texts from other times and 
cultures 

• longer narrative poems and 
plays 

• curriculum area and 
specialised textbooks 

• online encyclopaedia 

• newspapers 

• challenging feature films  

• young adult television 
programs 

• current affairs programs 

• electronic and media texts 

Students independently read and 
view a range of challenging texts 
such as: 

• young adult fiction 

• fiction genres such as fantasy, 
historical, science fiction 

• longer narrative poems and 
plays 

• interactive CD ROMs 

• curriculum area and 
specialised textbooks, 

• adolescent magazines  

• challenging feature films 

• young adult television 
programs 

• electronic and media texts 

Students independently read and 
view a range of challenging texts 
such as:  
• young adult fiction 
• fiction genres such as fantasy, 

historical, science fiction 
• longer poems and plays 
• interactive CD ROMs 
• curriculum area and 

specialised textbooks 
• adolescent magazines  
• challenging feature films 
• young adult television 

programs 
• current affairs programs 
• electronic and media texts 
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Reading and viewing - standard 4 

 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 
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Texts at this level have: 

• concepts that deal with less familiar 
topics and issues including those 
associated with particular curriculum 
areas 

• recognisable text forms, structures 
and features 

• new vocabulary, representing 
unfamiliar concepts, supported by text 
and / or illustrations  

• figurative language in imaginative, 
information and argument texts 

• characteristic structures and features 
according  to the  purpose of the text 

• some densely structured complex 
sentences that extend meaning  

• fewer supporting illustrations 

Texts at this level have: 

• concepts that deal with less 
familiar topics and issues 
including those associated with 
particular curriculum areas 

• new vocabulary representing 
unfamiliar concepts supported 
by text and / or illustrations  

• figurative language in 
imaginative, information and 
argument texts 

• characteristic structures and 
features according  to the  
purpose of the text 

• some densely structured 
complex sentences  

• fewer supporting illustrations. 

Texts at this level have: 
• concepts that explore 

unfamiliar ideas, information 
and issues including those 
associated with particular 
curriculum areas 

• new vocabulary and  figurative 
language representing 
unfamiliar concepts 

• characteristic structures and 
features according  to the 
purpose of the text 

• sub-plots and relatively 
complex characterisation in 
imaginative texts 

• some densely structured 
complex sentences  

• differing points of view about 
people, places, events, ideas 
and information. 

Texts at this level have: 
• some complex concepts and 

themes that explore unfamiliar 
ideas, information and issues 

• new vocabulary and  figurative 
language representing 
unfamiliar concepts 

• characteristic structures and 
features according  to the 
purpose of the text 

• sub-plots, time-shifts, relatively 
complex characterisation in 
imaginative texts 

• some densely structured 
complex sentences  

• differing points of view about  
people, places, events, ideas 
and information. 

Texts at this level have: 
• some complex concepts and 

themes that explore unfamiliar 
ideas, information and issues 

• new vocabulary and  figurative 
language representing 
unfamiliar concepts 

• characteristic structures and 
features according  to the  
purpose of the text 

• sub-plots, time-shifts, relatively 
complex characterisation in 
imaginative texts 

• some densely structured 
complex sentences that 
extend meaning  

• differing points of view about 
people, places, events, ideas 
and information 
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 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 
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Students:  

• read independently a variety of 
accessible fiction, information and 
media texts 

• interpret the meaning of unfamiliar 
phrases, words and symbols  

• identify the purposes of the structures 
and some of the typical features of 
some imaginative, information and 
argument texts  

• explain how aspects of the plot, 
characters and / or setting are 
connected to the main ideas in 
imaginative texts  

• explain some of the important ideas 
and concepts that are conveyed in 
imaginative texts 

• identify the main idea and order of 
information in texts, make connections 
between texts and draw conclusions 

• interpret information and argument 
texts by: 

- identifying the main ideas 
- making inferences 
- drawing  conclusions  
- giving reasons for interpretations 
- identify some of the values, attitudes 
and beliefs of particular groups that 
are represented in texts 

- interpret detailed diagrams, 
flowcharts and illustrations that are 
supported by written text 

Students:  
• understand the use of subject-

specific vocabulary in 
information and argument texts 

• compare the use of some of 
the structures and features in 
more than one example of the 
same text form 

• explain the main ideas in 
imaginative texts and identify 
how language has been used to 
construct characters and the 
roles they play in the plot 

• explain some of the ways in 
which imaginative texts 
represent human behaviour 

• interpret information and 
argument texts by: 
- identifying the main ideas 
- making inferences 
- drawing conclusions 
- giving reasons for 
interpretations by referring 
to the text 

• explain some of the values, 
attitudes and beliefs of 
particular groups represented 
in texts by referring to 
information and / or events in 
texts 

• identify some of the visual 
features e.g. camera angles and 
shots, colour and layout used in 
texts to develop meaning  

Students:  
• recognise the ways that 

structures and language 
features influence the meaning 
of the text 

• explain the main ideas in 
imaginative texts and 
recognise some of the 
differences in the settings, 
plots and characters 
associated with different 
genres 

• explain some of the ways in 
which imaginative texts 
represent human behaviour to 
evoke emotional responses 

• interpret information and 
argument texts by: 
- explaining the main ideas 
- making inferences 
- drawing conclusions 
- identifying similar and 
different information 
presented by more than one 
text on the same topic 

- giving reasons for 
interpretations by referring 
to the text 

• explain why particular values, 
attitudes and beliefs are 
presented in texts according 
to the purpose, context and 
audience  

Students:  
• explain the ways that structure 

and language features influence 
the meaning of the text 

• explain the main ideas in 
imaginative texts by inferring 
meanings developed through 
the plot and reaching 
conclusions about possible 
reasons for characters’ 
behaviour and feelings 

• explain some of the ways in 
which imaginative texts 
represent human behaviour to 
convey important ideas and 
concepts 

• interpret information and 
argument texts by: 
- explaining the main ideas 
- making inferences 
- drawing conclusions 
- comparing information and 
ideas in more than one text 
to identify the different 
emphases 

- giving reasons for 
interpretations by referring 
to the text 

• explain how representations 
of particular groups of people 
in texts might be interpreted 
differently according to the 
values, attitudes and beliefs of 
readers or viewers 

Students:  
• draw conclusions about the 

main ideas in imaginative 
texts by referring to the 
setting, incidents in the plot 
and the speech, thoughts, 
feelings and interactions of 
the characters 

• explain, referring to particular 
incidents in the text, some of 
the ways imaginative texts 
represent human behaviour 
to convey important ideas 
and concepts  

• interpret information and 
argument texts by: 
- inferring meanings and 
messages 

- identifying cause and effect 
- considering the relevance of 
information and evidence 

- comparing information and 
ideas in different texts to 
identify the different 
emphases 

- drawing conclusions 
- giving reasons for 
interpretations with 
reference to the text 

• explain the ways in which 
particular groups of people 
are represented in texts and 
suggest alternative 
representations according to 
particular social and cultural 
perspectives 
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Reading and viewing - standard 4 

 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 

 

  • explain how some visual and 
sound features e.g. camera 
angles and shots, colour, sound 
effects and music are used in 
texts  to develop meaning 
and focus the viewer’s 
attention 

• explain how some visual and 
sound features (e.g. camera 
movements, angles and shots, 
contrasts of colour, visual 
symbols, sound effects, silence  
and music) used in texts 
influence the emotional 
responses of audiences 

• explain how some visual and 
sound features are used in 
texts to establish 
relationships with and 
influence emotional 
responses of audiences e.g. 
camera movements, angles and 
shots, contrasts of colour, 
visual symbols, sound effects, 
silence  and music 
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Reading and viewing - standard 5 
 Stage 12 Stage 13 Stage 14 Stage 15 

T
ex

ts
 

Students independently read and view a range 
of challenging texts such as:  
• young adult fiction 
• fiction genres such as fantasy, historical, 

science fiction 
• longer narrative poems and plays 
• interactive CD ROMs 
• curriculum area and specialised textbooks, 
• adolescent magazines  
• challenging feature films 
• young adult television programs 
• electronic and media texts 

Students independently read and view a range 
of challenging texts such as:  

• young adult fiction 

• fiction genres such as fantasy, historical, 
science fiction 

• longer poems and plays 

• interactive CD ROMs 

• curriculum area and specialised textbooks 

• adolescent magazines  

• challenging feature films 

• young adult television programs 

• current affairs programs 

• electronic and media texts 

Students independently read and view a range 
of complex texts such as:  

• contemporary novels and short stories 
reflecting  the diversity of human 
experience 

• some classic novels, poems and plays  

• contemporary poems and plays 

• newspaper editorials 

• ezines 

• satirical television programs 

• documentary and feature films 

• electronic and media texts 

• workplace texts 

Students independently read and view a range 
of complex texts such as:  

• contemporary novels and short stories 
reflecting  the diversity of human 
experience 

• adult fiction  

• some classic novels, poems and plays  

• contemporary poems and plays 

• translated literature texts 

• newspaper editorials 

• ezines 

• satirical television programs 

• documentary and feature films 

• electronic and media texts 

• workplace texts 

St
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Texts at this level have: 
• some complex concepts and themes that 

explore unfamiliar ideas, information and 
issues 

• new vocabulary and  figurative language 
representing unfamiliar concepts 

• characteristic structures and features 
according  to the  purpose of the text 

• sub-plots, time-shifts, relatively complex 
characterisation in imaginative texts 

• some densely structured complex 
sentences  

• differing points of view about  people, 
places, events, ideas and information 

Texts at this level have: 
• some complex concepts and themes that 

explore unfamiliar ideas, information and 
issues 

• new vocabulary and  figurative language 
representing unfamiliar concepts 

• characteristic structures and features 
according  to the  purpose of the text 

• sub-plots, time-shifts, relatively complex 
characterisation in imaginative texts 

• some densely structured complex 
sentences that extend meaning  

• differing points of view about people, 
places, events, ideas and information 

Texts at this level have: 
• significant personal, social, philosophical, 

political and global ideas and issues  
• complex narrative structures such as sub 

plots, time shifts and changes of narrative 
voice 

• structural complexity such as:  
- long paragraphs containing many ideas 
- long sentences containing a number of 
clauses punctuated with colons, semi 
colons, and dashes 

- unfamiliar formatting  
• extended use of specialist or figurative 

language 
• references to other texts that clarify 

meaning 
• use of the passive tense in some texts  

Texts at this level have: 
• significant personal, social, philosophical, 

political and global ideas and issues  
• complex narrative structures such as sub 

plots, time shifts and changes of narrative 
voice 

• structural complexity such as:  
- long paragraphs containing many ideas 
- long sentences containing a number of 
clauses punctuated with colons, semi 
colons, and dashes 

- unfamiliar formatting  
• extended use of specialist or figurative 

language 
• references to other texts that clarify 

meaning 
• use of the passive tense in some texts 
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 Stage 12 Stage 13 Stage 14 Stage 15 
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Students:  

• explain the ways that structure and 
language features influence the meaning of 
the text 

• explain the main ideas in imaginative texts 
by inferring meanings developed through 
the plot and reaching conclusions about 
possible reasons for characters’ behaviour 
and feelings 

• explain some of the ways in which 
imaginative texts represent human 
behaviour to convey important ideas and 
concepts 

• interpret information and argument texts 
by: 

- explaining the main ideas 
- making inferences 
- drawing conclusions 
- comparing information and ideas in 
more than one text to identify the 
different emphases 

- giving reasons for interpretations by 
referring to the text 

• explain how representations of particular 
groups of people in texts might be 
interpreted differently according to the 
values, attitudes and beliefs of readers or 
viewers 

• explain how some visual and sound 
features (e.g. camera movements, angles 
and shots, contrasts of colour, visual 
symbols, sound effects, silence  and music) 
used in texts influence  the emotional 
responses of audiences  

Students:  

• draw conclusions about the main ideas in 
imaginative texts by referring to the 
setting, incidents in the plot and the 
speech, thoughts, feelings and interactions 
of the characters 

• explain, referring to particular incidents in 
the text, some of the ways imaginative 
texts represent human behaviour to 
convey important ideas and concepts  

• interpret information and argument texts 
by: 

- inferring meanings and messages 
- identifying cause and effect 
- considering the relevance of information 
and evidence 

- comparing information and ideas in 
different texts to identify the different 
emphases 

- drawing conclusions 
- giving reasons for interpretations with 
reference to the text 

• explain the ways in which particular 
groups of people are represented in texts 
and suggest alternative representations 
according to particular social and cultural 
perspectives 

• explain how some visual and sound 
features are used in texts to establish 
relationships with and influence emotional 
responses of audiences e.g. camera 
movements, angles and shots, contrasts of 
colour, visual symbols, sound effects, silence  
and music 

Students:  

• identify the techniques used in imaginative 
texts to construct the setting, characters 
and plot and refer to particular incidents 
in the text to draw conclusions about the 
main ideas  

• identify, referring to particular examples 
from the text, some of the structures and 
features used in imaginative texts to 
convey important ideas and concepts  

• interpret information and argument texts 
by: 

- inferring meanings and messages 
- identifying cause and effect 
- making judgements about the relevance 

of information and evidence 
- comparing information and ideas in 

different texts to identify the different 
emphases 

- drawing conclusions 
- giving reasons for interpretations with 

reference to specific details in the text 

• recognise that readers and viewers may 
be positioned to view characters and 
ideas in particular ways, and that these 
views may reflect cultural values that can 
be questioned 

• identify how visual and sound features are 
combined to establish cohesion in texts 
e.g.  camera movements, angles and shots, 
contrasts of colour, visual symbols, sound 
effects, silence  and music and editing 
techniques such as cuts, fades and dissolves 

Students:  
• draw conclusions about the main ideas in 

imaginative texts and explain how 
language has been used to position 
readers and viewers to view characters 
and ideas in particular ways 

• explain, by interpreting particular 
examples from the text, how some of the 
structures and features of imaginative 
texts are used to convey important ideas 
and concepts  

• interpret information and argument texts 
by: 
- making generalisations about meaning 
from specific details in the text 

- analysing how an issue is represented 
- discussing the implications and possible 
impacts of an issue 

- evaluating the quality of supporting 
evidence 

- assessing the credibility of sources 
- drawing conclusions 
- giving reasons for interpretations with 
reference to specific details in the text 

• explain how readers and viewers are 
positioned to view characters and ideas in 
particular ways: 
- identifying some of  the cultural 
attitudes, values and beliefs that 
underpin the text  

- suggesting how they might be viewed 
differently 

• explain how some of the visual and sound 
features are combined to establish 
cohesion in texts and position readers and 
viewers e.g.  camera movements, angles and 
shots, contrasts of colour, visual symbols, 
sound effects, silence  and music and editing 
techniques such as cuts, fades and dissolves 
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Writing and representing – standard 1  
 Stage 1 Stage 2 Stage 3 Stage 4 

T
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Students:  

• ‘write’ to convey personal messages 

• draw pictures to convey meaning 

Students:  

• write for their own purposes 

• represent ideas through drawing, 
sequencing pictures or using letters or 
words 

Students: 

• write about personal ideas and 
experiences 

• draw and write captions about characters 
and events in stories 

• use familiar language 

 

Students write:  

• short texts about personal ideas 

• information that relates to task and topic 

• narratives that include events in sequence 

• simple sentences, draw and label diagrams 
and sequence pictures to show steps in a 
procedure 

St
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 Students write: 

• letter-like shapes, random letters, 
including personally significant letters  and 
/ or numbers 

• without assigning particular meaning to 
their 'writing' 

Students write and / or copy:  

• using letter strings that consist of some 
known letters and sounds 

• their names and other personally 
significant words 

Students write:  

• leaving spaces between words 

• usually from left to right with top to 
bottom orientation 

• using known letters to represent dominant 
sounds using spoken language structures 

Students write:  

• using some basic text structures of 
imaginative and information texts 

• simple sentences using appropriate word 
order 

• some compound sentences using and, but, 
then 

• using  a small range of vocabulary related 
to the topic, including appropriate nouns 
and verbs 

• using capital letters for names and to begin 
beginning of sentences and full stops to 
end sentences most of the time 

 

Sp
el

lin
g 

sk
ill

s 

Students: 

• use pictures to convey meaning 

Students: 

• associate letters with sound 

Students spell: 

• some personally significant words 

• representing the dominant sounds when 
attempting to spell a whole word 

Students spell:  

• some frequently used words 

• some words of one syllable 

 

   Students: 

• use knowledge of sound symbol 
relationships to attempt words 
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Writing and representing – standard 2 
 Stage 3 Stage 4 Stage 5 Stage 6 Stage 7 

T
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Students: 

• write about personal ideas and 
experiences 

• draw and write captions about 
characters and events in stories 

• use familiar language 

Students write:  

• short texts about personal ideas 

• information that relates to task 
and topic 

• narratives that include events in 
sequence 

• simple sentences, draw and label 
diagrams and sequence pictures 
to show steps in a procedure 

Students write:  

• short, simple texts about familiar 
topics 

• texts that are sequenced 
according to the text form 

• narratives with characters, 
setting and a short plot 

• simple information texts with 
logically sequenced ideas  

- using scaffolds to help 
structure their writing 

Students write:  

• brief, simple texts about familiar 
topics 

• information that is mostly 
relevant to task and topic  

• texts that include several items  
about the main idea 

• narratives with brief descriptions 
of characters, setting and a plot 

• simple information texts in a 
number of different text forms:  

- that include several logically 
sequenced ideas  

- using scaffolds to help 
structure their writing 

Students write: 

• simple texts about familiar topics  

• known text  forms appropriate 
to the purpose 

• texts that include some detail 
with relevant ideas and 
information 

• narratives with descriptions of 
characters and setting, a plot and 
an ending 

• simple information texts in a 
range of different text forms that 
include several logically 
sequenced ideas, some subject 
specific vocabulary and some 
detail using support from writing 
scaffolds  
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 Stage 3 Stage 4 Stage 5 Stage 6 Stage 7 
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Students write:  

• leaving spaces between words 

• usually from left to right with 
top to bottom orientation 

• using known letters to 
represent dominant sounds 
using spoken language structures 

Students write:  

• using some basic text structures 
of imaginative and information 
texts 

• simple sentences using 
appropriate word order 

• some compound sentences using 
and, but, then 

• using a small range of vocabulary 
related to the topic, including 
appropriate nouns and verbs 

• using capital letters for names 
and to begin beginning of 
sentences and full stops to end 
sentences most of the time 

Students write: 

• using some text structures of 
imaginative and information texts 

• simple and some compound 
sentences 

• using vocabulary related to the 
topic including some descriptive 
nouns, verbs and adjectives 

• using capital letters  and full 
stops in simple sentences 

Students write: 

• using some of the text structures 
and features of imaginative and 
information texts 

• simple sentences in appropriate 
word order 

• some compound and complex 
sentences using after, so, first, 
next, when 

• using vocabulary related to the 
topic including descriptive nouns, 
verbs, adjectives and adverbs 

• using capital letters  and 
punctuation in simple sentences, 
commas for lists and question 
marks for questions 

Students write: 

• using basic text structures 

• grouping information into 
paragraphs without organising 
the content correctly 

• simple, compound and complex 
sentences 

• using some specific and technical 
vocabulary related to the topic 
including a variety of descriptive 
nouns, verbs, adjectives and 
adverbs 

• using basic punctuation including  
question and exclamation marks 
and commas to separate items in 
lists 

• maintaining correct tenses (past, 
present and future) in simple 
texts 

• with noun – pronoun agreement 

• with subject – verb agreement 
most of the time 



 106 

 

Writing and representing – standard 2 
 Stage 3 Stage 4 Stage 5 Stage 6 Stage 7 

Sp
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Students spell: 

• some personally significant words 

• representing the dominant sounds 
when attempting to spell a whole 
word 

Students spell:  

• some frequently used words 

• some words of one syllable 

Students spell: 

• many common high frequency 
words e.g. home, boy, take, 
some 

• most one syllable words with 
common letter patterns 

• some two syllable words with 
common letter patterns 

Students spell: 

• frequently used words 

• most one syllable words 

• some two syllable words 

Students  accurately spell: 

• one and two syllable words with 
regular spelling patterns 

• some compound words 

• frequently used words with a 
less regular pattern e.g. because, 
friends, lamb 

 

 Students: 

• use knowledge of sound symbol 
relationships to attempt words 

Students: 

• use knowledge of  sound symbol 
relationships and visual patterns 
to make plausible attempts to 
spell words 

Students:  

• use knowledge of common 
vowels, visual patterns and 
meaning to make plausible 
attempts to spell unfamiliar 
words 

Students: 

• use knowledge of common 
vowels, visual patterns and 
meaning to make plausible 
attempts to spell unfamiliar 
words 
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Writing and representing – standard 3 
 Stage 6 Stage 7 Stage 8 Stage 9 Stage 10 

T
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Students write:  

• brief, simple texts about familiar 
topics 

• information that is mostly 
relevant to task and topic  

• texts that include several items  
about the main idea 

• narratives with brief descriptions 
of characters, setting and a plot 

• simple information texts in a 
number of different text forms:  

- that include several logically 
sequenced ideas  

- using scaffolds to help 
structure their writing 

Students write: 

• simple texts about familiar 
topics  

• known text forms appropriate 
to the purpose 

• texts that include some detail 
with relevant ideas and 
information 

• narratives with descriptions of 
characters and setting, a plot 
and an ending 

• simple information texts in a 
range of different text forms 
that include several logically 
sequenced ideas, some subject 
specific vocabulary and some 
detail using support from writing 
scaffolds  

Students write:  

• a range of conventional texts  

• known text forms and language 
appropriate to different 
audiences 

• texts that convey intended ideas 
and information for different 
purposes 

• narratives with descriptions of 
characters and setting, a plot 
that creates a complication and 
an ending that attempts a 
resolution 

• information and argument texts 
that order information, express 
opinions and provide one or 
two reasons or a simple 
explanation 

Students write: 

• a range of conventional texts 

• about both familiar and unfamiliar 
topics 

• text forms and language  
appropriate for known and less 
familiar audiences 

• imaginative texts with 
descriptions of characters and 
setting, a plot that creates a 
complication and resolution  and 
includes action and dialogue 

• information and argument texts 
that order information, formulate 
and express opinions with a few 
supporting ideas, explanations 
and / or descriptions 

Students write:  

• conventional texts on familiar 
and unfamiliar topics for 
different audiences 

• imaginative texts that describe 
characters and setting, develop a 
sequenced set of events 
involving complications and 
resolutions with relevant details 

• information and argument texts 
that introduce the topic, order 
information, develop ideas and 
draw conclusions supported by a 
few supporting ideas, 
explanations and / or 
descriptions 
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Writing and representing – standard 3 
 Stage 6 Stage 7 Stage 8 Stage 9 Stage 10 
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Students write: 

• using some of the text 
structures and features of 
imaginative and information 
texts 

• simple sentences in appropriate 
word order 

• some compound and complex 
sentences using after, so, first, 
next, when 

• using vocabulary related to the 
topic including descriptive 
nouns, verbs, adjectives and 
adverbs 

• using capital letters  and 
punctuation in simple sentences, 
commas for lists and question 
marks for questions 

Students write: 

• using basic text structures 

• grouping information into 
paragraphs without organising 
the content correctly 

• simple, compound and complex 
sentences 

• using some specific and technical 
vocabulary related to the topic 
including a variety of descriptive 
nouns, verbs, adjectives and 
adverbs 

• using basic punctuation including 
question and exclamation marks 
and commas to separate items 
in lists 

• maintaining correct tenses (past, 
present and future) in simple 
texts 

• with noun – pronoun agreement 

• with subject – verb agreement 
most of the time 

Students write: 

• developing control over text 
structures and features 

• grouping information into 
paragraphs that focus mainly on 
one idea 

• compound and complex 
sentences appropriately most of 
the time 

• using specific and technical 
vocabulary related to the topic 
including a variety of descriptive 
nouns, verbs, adjectives and 
adverb  

• using basic punctuation including 
apostrophes for contractions 
and speech marks for direct 
speech 

Students write: 

• demonstrating control over most 
text structures and features 

• grouping information into 
paragraphs that contain one idea 
or similar ideas 

• sequenced simple, compound and 
complex sentences 

• using specific and technical 
vocabulary, including adjectives 
and adverbs to express ideas 
positively or negatively 

• using basic punctuation including 
speech marks for direct speech 
and commas to mark clauses 

Students write: 

• selecting  and using text forms 
and language features for 
intended audiences and 
purposes 

• simple, compound and complex 
sentences that develop ideas, 
information and opinions 

• using  appropriate vocabulary to 
express ideas in ways that 
influence other people’s 
opinions  

• using appropriate punctuation 
including apostrophes to show 
ownership 
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Writing and representing – standard 3 
 Stage 6 Stage 7 Stage 8 Stage 9 Stage 10 
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Students spell: 

• frequently used words 

• most one syllable words 

• some two syllable words 

Students accurately spell: 

• one and two syllable words with 
regular spelling patterns 

• some compound words 

• frequently used words with a 
less regular pattern e.g. because, 
friends, lamb 

Students accurately spell: 

• most common and readily 
recognised words 

• many subject-specific words 

• longer words 

• less familiar words 

• words with more complicated 
spelling patterns 

Students accurately spell: 

• most multi-syllabic words, 
including those with less regular 
spelling patterns 

• many subject-specific words 
with less regular spelling 
patterns 

Students spell: 

• frequently used, less common, 
irregular words  

• most subject-specific words that 
have been taught 

• students use a range of strategies 
e.g. word derivations, sound, 
visual and meaning knowledge to 
spell unfamiliar words 

• students use established 
classroom routines to proofread 
for spelling 

 

Students:  

• use knowledge of common 
vowels, visual patterns and 
meaning to make plausible 
attempts to spell unfamiliar 
words 

Students: 

• use knowledge of common 
vowels, visual patterns and 
meaning to make plausible 
attempts to spell unfamiliar 
words 

Students:  

• use a range of strategies based 
on sound, visual and meaning 
spelling knowledge 

Students: 

• select from a range of strategies 
e.g., sound, visual and meaning 
knowledge, word derivations, 
dictionaries to spell unfamiliar 
words 

• begin to monitor their own 
spelling errors  
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Writing and representing – standard 4 
 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 
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Students write: 

• a range of familiar texts 

• about both familiar and unfamiliar 
topics 

• text forms and language  
appropriate for known and less 
familiar audiences 

• imaginative texts with 
descriptions of characters and 
setting, a plot that creates a 
complication and resolution  and 
includes action and dialogue 

• information and argument texts 
that order information, formulate 
and express opinions with a few 
supporting ideas, explanations 
and / or descriptions 

Students write:  

• conventional texts on familiar 
and unfamiliar topics for 
different audiences 

• imaginative texts that describe 
characters and setting, develop a 
sequenced set of events 
involving complications and 
resolutions with relevant details 

• information and argument texts 
that introduce the topic, order 
information, develop ideas and 
draw conclusions supported by 
a few supporting ideas, 
explanations and / or 
descriptions 

Students write:  

• conventional texts for different 
audiences, purposes and 
contexts 

• imaginative texts that develop a 
detailed set of ideas and events 
relevant to the plot, with 
complications and a resolution 
that stems from the original 
event 

• information and argument texts 
that introduce the topic, provide 
information, explanations and / 
or opinions in a logical order, 
including examples related to 
the topic and draw conclusions 

Students write:  

• cohesive texts  that 
communicate ideas, information 
and opinions clearly  

• imaginative texts that develop 
characters through descriptions, 
actions and dialogue and 
connect the characters with the 
conflict 

• information and argument texts 
that introduce the topic, provide 
information, explanations and / 
or opinions in a logical order, 
include evidence and examples 
that are clearly relevant to the 
topic and draw conclusions 

Students write:  

• cohesive texts  that 
communicate ideas, information 
and opinions clearly  and 
concisely 

• imaginative texts that develop 
ideas that extend beyond the 
plot, and characters that move 
beyond stereotypes to reveal 
their relationship with the 
conflict 

• information and argument texts 
that provide a major point in 
each paragraph with some 
elaboration including relevant 
evidence and examples, which 
might be researched, and draw 
conclusions  
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Students write: 

• demonstrating control over most 
text structures and features 

• grouping information into 
paragraphs that contain one idea 
or similar ideas 

• sequenced simple, compound and 
complex sentences 

• using specific and technical 
vocabulary, including adjectives 
and adverbs to express ideas 
positively or negatively 

• using basic punctuation including 
speech marks for direct speech 
and commas to mark clauses 

Students write: 

• selecting and using text forms 
and language features for 
intended audiences and 
purposes 

• simple, compound and complex 
sentences that develop ideas, 
information and opinions 

• using appropriate vocabulary to 
express ideas in ways that 
influence other people’s 
opinions  

• using appropriate punctuation 
including apostrophes to show 
ownership 

Students write: 

• explaining how they have used 
particular text forms and 
language features to appeal to 
target audiences 

• using effective vocabulary to 
express ideas, information and 
opinions in ways that influence 
particular audiences 

• using punctuation appropriately 
to convey meaning 

Students write: 

• explaining how they have 
selected language features  to 
influence target audiences 

• grouping related information 
into paragraphs using topic 
sentences and supporting 
sentences that contain examples 
and evidence 

• using effective vocabulary to 
present ideas, information and 
opinions, that persuade 
particular audiences to 
empathise with the ideas and 
emotions expressed  

• using punctuation effectively 
including some less familiar 
punctuation such as dashes and 
brackets 

Students write: 

• ordered, structured paragraphs 
using topic sentences and 
supporting sentences to convey 
an argument or point of view 
clearly 

• explaining how they have 
selected language features  to 
achieve specific purposes 

• using specialist, technical or 
emotive vocabulary to argue, 
develop and convey ideas, 
information and opinions in 
ways that develop mood and 
atmosphere 

• using conventional punctuation 
and grammar 
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Writing and representing – standard 4 
 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 
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Students accurately spell: 

• most multi-syllabic words, 
including those with less regular 
spelling patterns 

• many subject-specific words with 
less regular spelling patterns 

Students spell: 

• frequently used, less common, 
irregular words  

• most subject-specific words that 
have been taught 

• students use a range of 
strategies e.g. word derivations, 
sound, visual and meaning 
knowledge to spell unfamiliar 
words 

• students use established 
classroom routines to proofread 
for spelling 

Students spell: 

• frequently used words with 
irregular spelling patterns 
automatically 

• subject–specific words 

• students use a multi-strategy 
approach to spell a range of 
unfamiliar words 

• students proofread their writing 
to check for and correct spelling 
errors  

• students’ writing is characterised 
by accurate spelling with only 
occasional typographical errors 

• students automatically proofread 
and correct their spelling 
effectively, most of the time 

• students’ writing is characterised 
by accurate spelling with only 
occasional typographical errors 

• students automatically proofread 
and correct their spelling 

 

Students: 

• select from a range of strategies 
e.g., sound, visual and meaning 
knowledge, word derivations, 
dictionaries to spell unfamiliar 
words 

• begin to monitor their own 
spelling errors  
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Writing and representing – standard 5 
 Stage 12 Stage 13 Stage 14 Stage 15 
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Students write:  

• cohesive texts  that communicate ideas, 
information and opinions clearly  

• imaginative texts that develop characters 
through descriptions, actions and dialogue 
and connect the characters with the 
conflict 

• information and argument texts that 
introduce the topic, provide information, 
explanations and / or opinions in a logical 
order, include evidence and examples that 
are clearly relevant to the topic and draw 
conclusions 

Students write:  

• cohesive texts  that communicate ideas, 
information and opinions clearly  and 
concisely 

• imaginative texts that develop ideas that 
extend beyond the plot, and characters 
that move beyond stereotypes to reveal 
their relationship with the conflict 

• information and argument texts that 
provide a major point in each paragraph 
with some elaboration including relevant 
evidence and examples, which might be 
researched, and draw conclusions  

Students write:  

• cohesive texts selecting subject matter 
and language to try to position readers to 
accept representations of people, events, 
ideas, issues and information 

• imaginative texts that develop challenging 
ideas and ethical dilemmas ideas through 
interconnections of plot, characters and 
setting 

• information and argument texts that 
include detailed explanations, evidence 
and examples which might be researched, 
arranged in order of importance and 
conclude with an appropriate summary or 
recommendation 

Students write: 

• cohesive texts that explore different 
perspectives on complex and challenging 
issues  

• imaginative texts that develop complex 
ideas and explore ethical dilemmas 
through interconnections of plot, 
characters and setting 

• cohesive, mostly researched, information 
and argument texts dealing with complex 
ideas and issues that provide a statement 
of the major concern, structured 
paragraphs with supporting detail and 
evidence, and a conclusion that 
summarises the position  
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 Students write: 

• explaining how they have selected 
language features  to influence target 
audiences 

• grouping related information into 
paragraphs using topic sentences and 
supporting sentences that contain 
examples and evidence 

• using effective vocabulary to present ideas, 
information and opinions, that persuade 
particular audiences to empathise with the 
ideas and emotions expressed  

• using punctuation effectively including 
some less familiar punctuation such as 
dashes and brackets 

Students write: 

• ordered, structured paragraphs using 
topic sentences and supporting sentences 
to convey an argument or point of view 
clearly 

• explaining how they have selected 
language features  to achieve specific 
purposes 

• using specialist, technical or emotive 
vocabulary to argue, develop and convey 
ideas, information and opinions in ways 
that develop mood and atmosphere 

• using conventional punctuation and 
grammar 

Students write: 

• using ordered structured paragraphs 
which are logically linked to give the text 
cohesion 

• using specialist, technical and /or emotive 
words to argue, persuade and convey 
ideas, information and opinions  

• using conventional punctuation and 
grammar including semicolons and colons 
in lists 

Students write: 

• using specialist and /or emotive words 
including concrete, technical and abstract 
nouns and technical verbs to argue, 
persuade and convey ideas, information 
and opinions in both formal and informal 
language contexts 

• using the grammar and punctuation of 
Standard Australian English 

Sp
el

lin
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sk
ill

s • students’ writing is characterised by 
accurate spelling with only occasional 
typographical errors 

• students automatically proofread and 
correct their spelling effectively, most of 
the time 

• students’ writing is characterised by 
accurate spelling with only occasional 
typographical errors 

• students automatically proofread and 
correct their spelling 

• students’ writing is characterised by 
accurate spelling with only occasional 
typographical errors 

• students automatically proofread and 
correct their spelling 

• students’ writing is characterised by 
accurate spelling with only occasional 
typographical errors 

• students automatically proofread and 
correct their spelling 
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Speaking and listening – standard 1 
 Stage 1 Stage 2 Stage 3 Stage 4 

T
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ts
 

Students develop speaking skills beyond those 
in the home environment to communicate 
with familiar people. They: 

• understand appropriate greetings, 
introductions and farewells  

• join in and listen to poems, action verse 
and songs 

Students interact with peers and some familiar 
adults using their own variety of language. 
They:  

• understand spoken texts that are 
personally significant 

• join in and listen to songs, rhymes, poems 
and familiar stories 

Students communicate with peers and some 
familiar adults, and begin to develop 
appropriate ways of interacting in familiar 
situations. They: 

• understand spoken texts  in personal ways 

• join in conversations about ideas and 
feelings and listen to rhymes, stories, 
recounts and newstelling  

• give simple instructions to others 

Students interact informally with teachers, 
peers and known adults speaking and listening 
about personally relevant topics in familiar 
situations. They: 

• understand conversations that include 
personally significant ideas 

• join in and / or listen to  rhymes, 
narratives, poems, recounts, procedures, 
and reports 

Sp
ea

ki
ng

 

Students: 

• use own style of grammar with some 
unconventional generalisations  

• use appropriate greetings, introductions 
and farewells 

• use volume to show feelings 

Students: 

• speak in a manner that can be easily 
understood by adults 

• retell a personal experience in a logical 
sequence with some prompting 

• use language to convey needs and feelings 

• use volume to show mood and feelings 

Students: 

• speak in a manner that is easily 
understood by others, grasping most 
grammatical rules but using some over-
generalisations 

• recount personal experiences in a logical 
sequence that includes who, what, when, 
and where 

• when prompted make relevant 
contributions to class and group activities 

• use volume and tone of voice to show 
mood and feelings 

Students: 

• speak audibly using everyday terms and 
simple sentences 

• make relevant contributions to group and 
class activities and discussions 

• recount own experiences and report 
briefly on personal knowledge of a topic 

• change facial expressions and / or body 
language to create effects that meet their 
purpose  

• use volume and tone to show mood and 
feelings 
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Students:  

• respond to questions 

• understand one-step spoken, visual and 
gestured instructions 

• ask simple questions  

Students: 

• listen for short periods of time in a group 
situation 

• understand simple spoken and visual 
classroom instructions with more than 
one step  

• answer simple questions about stories 
listened to 

• ask questions to gain more information 

Students: 

• actively listen to spoken texts and use 
appropriate listening behaviours such as 
looking at the speaker  

• answer questions about people and events 
in stories they have listened to 

• ask questions to explore personally 
significant situations 

Students: 

• recall personally significant information 
from spoken texts 

• ask questions to clarify information 
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Speaking and listening – standard 1 

 Stage 3 Stage 4 Stage 5 Stage 6 Stage 7 

T
ex

ts
 

Students communicate with peers 
and some familiar adults, and begin to 
develop appropriate ways of 
interacting in familiar situations. 
They: 

• understand spoken texts  in 
personal ways 

• join in conversations about ideas 
and feelings and listen to rhymes, 
stories, recounts and newstelling  

• give simple instructions to others 

Students interact informally with 
teachers, peers and known adults 
speaking and listening about 
personally relevant topics in familiar 
situations. They: 

• understand conversations that 
include personally significant 
ideas 

• join in and / or listen to  rhymes, 
narratives, poems, recounts, 
procedures, and reports 

Students interact informally with 
teachers, peers and known adults in 
structured speaking and listening 
activities that deal with familiar 
topics. They:  

• understand  and share 
information that explores 
personally significant ideas 

• join in and / or listen to  
conversations, discussions, 
presentations and other spoken 
texts about real or imagined 
events such as narratives, jokes 
and riddles, recounts, procedures 
and reports 

Students interact with a wide range 
of familiar people in both informal 
and formal situations involving 
speaking and listening activities. They:  

• understand and share information 
and ideas and express personally 
significant opinions 

• join in and / or listen to  
conversations, discussions, 
presentations and other spoken 
texts about real or imagined 
events such as narratives, 
humorous verse, recounts, 
procedures, reports and simple 
arguments 

Students interact with a wide range 
of familiar people in informal and 
formal speaking and listening 
activities, experimenting with ways of 
adjusting listening and speaking to 
suit different purposes. They: 

• understand and exchange 
information, share and explore 
ideas and express personally 
significant opinions 

• join in and / or listen to 
conversations, discussions, 
presentations and other spoken 
texts that relate to their own 
experience such as readings of 
poems and stories, class 
meetings, reports, descriptions 
and reviews 
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Speaking and listening – standard 1 
 Stage 3 Stage 4 Stage 5 Stage 6 Stage 7 

Sp
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Students: 

• speak in a manner that is easily 
understood by others, grasping 
most grammatical rules but using 
some over-generalisations 

• recount personal experiences in 
a logical sequence that includes 
who, what, when, and where 

• when prompted make relevant 
contributions to class and group 
activities 

• use volume and tone of voice to 
show mood and feelings 

Students: 

• speak audibly using everyday 
terms and simple sentences 

• make relevant contributions to 
group and class activities and 
discussions 

• recount own experiences and 
report briefly on personal 
knowledge of a topic 

• change facial expressions and / or 
body language to create effects 
that meet their purpose  

• use volume and tone to show 
mood and feelings 

Students: 

• speak clearly using simple 
language and basic vocabulary 

• contribute to discussions 
agreeing or disagreeing with the 
different opinions presented 

• give spoken presentations that 
sequence key events 

• explain familiar procedures 
showing awareness of the steps 
required 

• use eye contact, facial 
expressions and body language to 
communicate with others 

• use volume to suit the social 
situation and size of the audience 

Students: 

• speak clearly using simple 
language, a developing vocabulary 
and consistent use of tenses 

• contribute to discussions, 
explaining own opinions, 
identifying and retelling the 
opinions of others 

• give spoken presentations that: 

- show that they understand the 
topic 

- include some relevant ideas 
- use simple figurative language 
- include events in  a logical 

sequence 

• use eye contact, appropriate 
facial expressions and body 
language to communicate with 
others 

• use volume and tone of voice to 
add meaning or emphasise ideas 

Students: 

• speak clearly, experimenting with 
more complex speech patterns 
and with some sense of 
addressing the needs of the 
audience 

• make relevant comments, agree 
or disagree with the opinions of 
others by referring to their own 
opinion   

• give spoken presentations that: 

- show they understand the 
topic 

- provide some relevant ideas 
and information 

- include events in sequence 
- include brief descriptions that 

suit  the chosen text form 
• use eye contact, facial 

expressions and body language to 
emphasise and clarify meaning 

• use variation in voice tone and 
volume to add meaning and 
interest 

Li
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Students: 

• actively listen to spoken texts 
and use appropriate listening 
behaviours such as looking at the 
speaker  

• answer questions about people 
and events in stories they have 
listened to 

• ask questions to explore 
personally significant situations 

Students: 

• recall personally significant 
information from spoken texts 

• ask questions to clarify 
information 

Students: 

• recall information from spoken 
texts and respond to what was 
said 

• ask questions seeking  
information and / or clarification 

Students: 

• recall what others say and 
answer questions about what has 
been said 

• identify and describe another 
person’s opinion heard in 
discussion 

Students: 

• listen to texts  

- recalling information 
- asking questions  
- predicting what might happen 

next 

• identify opinions given by 
members of the group, agreeing 
or disagreeing with reference to 
their own opinion 
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Speaking and listening – standard 2 

 Stage 6 Stage 7 Stage 8 Stage 9 Stage 10 

T
ex

ts
 

Students interact with a wide range 
of familiar people in both informal 
and formal situations involving 
speaking and listening activities. 
They:  

• understand and share 
information and ideas and 
express personally significant 
opinions 

• join in and / or listen to  
conversations, discussions, 
presentations and other spoken 
texts about real or imagined 
events such as narratives, 
humorous verse, recounts, 
procedures, reports and simple 
arguments 

Students interact with a wide range of 
familiar people in informal and formal 
speaking and listening activities, 
experimenting with ways of adjusting 
listening and speaking to suit different 
purposes. They: 

• understand and exchange 
information, share and explore 
ideas and express personally 
significant opinions 

• join in and / or listen to 
conversations, discussions, 
presentations and other spoken 
texts that relate to their own 
experience such as readings of 
poems and stories, class meetings, 
reports, descriptions and reviews 

Students interact for specific 
purposes with people in the school 
community, showing increasing 
awareness of the needs of their 
listeners, adjusting listening and 
speaking to suit different purposes. 
They: 

• understand and exchange 
information, share and explore 
ideas  

• join in and / or listen to 
conversations, discussions, 
presentations and other spoken 
texts that relate to their own 
experience such as story 
reading, role play, class 
meetings, reports, descriptions, 
reviews and arguments  

Students interact for specific purposes 
with people in the school community 
to explore information, ideas and 
issues including those that extend 
beyond their immediate experience. 
They:  

• understand, explore and share 
information, ideas, perceptions 
and feelings  

• join in and / or listen to 
conversations, discussions, 
presentations and other spoken 
texts including some that extend 
beyond their own experience such 
as poetry, prose and drama, radio 
programs, class meetings, reports, 
descriptions, reviews, explanations  
and arguments 

Students interact confidently with 
others in a variety of situations to 
develop and present information 
and ideas including those that 
extend beyond their immediate 
experience. Students consider 
aspects of context, purpose and 
audience. They: 

• explore and share ideas and 
understandings, discuss and 
develop points of view and 
influence others  

• join in and / or listen to 
conversations, discussions, 
presentations and other spoken 
texts that extend beyond their 
own experience such as poetry, 
prose and drama, radio and TV 
programs, podcasts, interviews, 
debates, reports, descriptions, 
reviews, explanations  and 
arguments 
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Speaking and listening – standard 3 

 Stage 6 Stage 7 Stage 8 Stage 9 Stage 10 

Sp
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Students: 

• speak clearly using simple 
language, a developing 
vocabulary and consistent use 
of tenses 

• contribute to discussions, 
explaining own opinions, 
identifying and retelling the 
opinions of others 

• give spoken presentations that: 

- show that they understand 
the topic 

- include some relevant ideas 
- use simple figurative 

language 
- include events in  a logical 

sequence 

• use eye contact, appropriate 
facial expressions and body 
language to communicate with 
others 

• use volume and tone of voice 
to add meaning or emphasise 
ideas 

Students: 

• speak clearly, experimenting with 
more complex speech patterns 
and with some sense of addressing 
the needs of the audience 

• make relevant comments, agree or 
disagree with the opinions of 
others by referring to their own 
opinion   

• give spoken presentations that: 

- show they understand the topic 
- provide some relevant ideas 

and information 
- include events in sequence 
- include brief descriptions that 

suit  the chosen text form 

• use eye contact, facial expressions 
and body language to emphasise 
and clarify meaning 

• use variation in voice tone and 
volume to add meaning and 
interest 

Students: 

• speak clearly, using appropriate 
words and phrases 

• select topics and subject matter 
to interest the audience 

• make relevant statements, 
explain opinions, ask questions 
and respond to other people’s 
opinions 

• give spoken presentations that: 

- show they understand the 
topic 

- provide some relevant ideas 
and information  

- include events in sequence 
- include brief descriptions and 

background information 
according to the chosen text 
form  

• experiment with ways of using 
facial expressions, gestures and 
body language to enhance 
meaning 

• use variation in voice tone, 
volume and pace to add interest 

Students: 

• speak clearly, using expressive 
words and phrases to add interest  

• select appropriate topics and 
subject matter for their audience 

• make relevant statements, express 
opinions, identify points of view 
and attempt to persuade others 

• plan and present logically 
sequenced explanations 

• give spoken presentations that:  

- provide relevant ideas and 
information 

- organise and sequence main 
ideas 

- include supporting detail that 
suit the chosen text form 

• use some facial expressions, 
gestures and body language to 
enhance meaning 

• vary the pace of delivery 

Students: 

• speak clearly, using expressive 
words to emphasise particular 
points of view 

• select appropriate topics, 
subject matter and language for 
the audience 

• share and explore ideas, seek 
opinions from others and 
develop simple arguments 

• use body language, gestures and 
facial expressions effectively to 
enhance meaning 

• experiment with the volume, 
pace and the use of pauses 
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Speaking and listening – standard 3 

 Stage 6 Stage 7 Stage 8 Stage 9 Stage 10 
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Students: 

• recall what others say and 
answer questions about what 
has been said 

• identify and describe another 
person’s opinion heard in 
discussion 

Students: 

• listen to texts  

- recalling information 
- asking questions  
- predicting what might happen 

next 

• identify opinions given by 
members of the group, agreeing or 
disagreeing with reference to their 
own opinion 

Students: 

• listen to texts  

- recalling information 
- asking and answering 

questions about the plot, 
characters or setting  and / 
or: 

- asking and answering 
questions about the main 
ideas 

- predicting what might 
happen next 

• listen to and build on other 
people’s contributions to 
discussion  

Students: 

• listen to texts 

- asking and answering key 
questions about plots, 
characters and settings or 

- asking and answering questions 
about the main ideas or 
arguments presented in the 
texts 

• identify other people’s points of 
view in discussions 

Students: 

• listen attentively to texts: 

- asking and answering key 
questions 

- providing personal 
viewpoints about particular 
ideas and issues  

• identify and comment on other 
people’s opinions, and extend 
ideas in conversations and 
discussions 
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Speaking and listening – standard 4 
 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 

T
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Students interact for specific 
purposes with people in the school 
community to explore information, 
ideas and issues including those that 
extend beyond their immediate 
experience. They:  

• understand, explore and share 
information, ideas, perceptions 
and feelings  

• join in and / or listen to 
conversations, discussions, 
presentations and other spoken 
texts including some that extend 
beyond their own experience 
such as poetry, prose and 
drama, radio programs, class 
meetings, reports, descriptions, 
reviews, explanations  and 
arguments 

Students interact confidently with 
others in a variety of situations to 
develop and present information 
and ideas including those that 
extend beyond their immediate 
experience. Students consider 
aspects of context, purpose and 
audience. They: 

• explore and share ideas and 
understandings, discuss and 
develop points of view and 
influence others  

• join in and / or listen to 
conversations, discussions, 
presentations and other spoken 
texts that extend beyond their 
own experience such as poetry, 
prose and drama, radio and TV 
programs, podcasts, interviews, 
debates, reports, descriptions, 
reviews, explanations  and 
arguments 

Students interact confidently with 
others in a variety of situations to 
develop and present some complex 
information and ideas, which extend 
beyond their immediate experience. 
Students consider the 
appropriateness of text form and 
language in relation to context, 
purpose and audience. They: 

• discuss ideas and issues, compare 
people’s different  points of view 
and advance own opinions to 
influence and persuade others 

• join in and / or listen to sustained 
conversations, discussions, 
presentations and other spoken 
texts drawn from topics that 
interest them and might need to 
be researched such as poetry, 
prose and drama, radio and TV 
programs, podcasts, interviews, 
debates, reports, descriptions, 
reviews, explanations  and 
arguments 

Students interact confidently with 
others in informal and formal 
situations to discuss accessible 
subjects involving challenging ideas 
and issues. Students adjust language 
to reflect the relationship between 
the participants. They:  

• discuss ideas and issues, consider 
the evidence  presented to 
support  particular views and 
advance own opinions to develop 
understanding of the issue 

• join in and / or listen to sustained 
conversations, discussions, 
presentations and other spoken 
texts that analyse and investigate 
challenging ideas and issues such 
as poetry, prose, and drama, 
readers’ theatre, radio and TV 
programs, podcasts, interviews, 
formal speeches and meetings, 
debates, reports, descriptions, 
reviews, explanations  and 
arguments 

Students interact confidently with 
others in informal and formal 
situations to discuss accessible 
subjects involving challenging ideas 
and issues. Students consider how 
language can be adjusted to show 
or acknowledge power. They: 

• discuss ideas and issues 
examining synthesising and 
justifying points of view to 
develop greater understanding 

• join in and / or listen to 
sustained conversations, 
discussions, presentations and 
other spoken  texts such as 
poetry, prose and drama, 
readers’ theatre, radio and TV 
programs, podcasts, interviews, 
formal speeches and meetings, 
parliamentary-style debates, 
reports, reviews and arguments 
that analyse and investigate 
challenging ideas and issues 
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Speaking and listening – standard 4 
 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 
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Students: 

• speak clearly, using expressive 
words and phrases to add 
interest  

• select appropriate topics and 
subject matter for their 
audience 

• make relevant statements, 
express opinions, identify points 
of view and attempt to persuade 
others 

• plan and present logically 
sequenced explanations 

• give spoken presentations that:  

- provide relevant ideas and 
information 

- organise and sequence main 
ideas 

- include supporting detail that 
suit the chosen text form 

• use some facial expressions, 
gestures and body language to 
enhance meaning 

• vary the pace of delivery 

Students: 

• speak clearly, using expressive 
words to emphasise particular 
points of view 

• select appropriate topics, 
subject matter and language for 
the audience 

• share and explore ideas, seek 
opinions from others and 
develop simple arguments 

• use body language, gestures and 
facial expressions effectively to 
enhance meaning 

• experiment with the volume, 
pace and the use of pauses 

Students: 

• speak clearly, using expressive 
words and phrases to emphasise 
particular points of view and 
indicate degrees of certainty 

• take into account the interests of 
the audience when selecting the 
topic, subject matter and 
language 

• share, explore and consider 
ideas, form a point of view, 
develop an argument and 
influence the opinions of others 

• use body language, gestures and 
facial expressions effectively to 
enhance meaning  

• adjust tone, volume, pace and 
use of pauses to enhance 
meaning 

Students: 

• speak clearly using expressive 
words and phrases to emphasise 
viewpoints, explain their position 
on the topic and present 
convincing arguments and 
opinions 

• select appropriate topics, subject 
matter and language for the 
audience and project a sense of 
commitment to the topic 

• adjust the formality of the 
language according to the 
context 

• share ideas, explore and consider 
issues to:  

- extend ideas in constructive 
ways using research findings, if 
necessary 

- advance opinions 
- develop arguments to 

influence and persuade others 

• use body language, gestures and 
facial expressions and adjust 
tone, volume, pace and use of 
pauses to enhance meaning and 
appeal to different audiences 

Students: 

• speak clearly and purposefully 
using expressive words and 
phrases to emphasise particular 
viewpoints and to indicate 
degrees of probability or 
certainty 

• engage the audience’s interest 
with the topic, subject matter 
and language, projecting a sense 
of commitment and authority to 
the topic 

• adjust the formality of language 
to suit context, audience and 
purpose 

• share, explore and examine 
issues to: 

- clarify and paraphrase ideas 
from others 

- extend ideas using research 
- present a considered point 

of view to influence others 
and to develop greater 
understanding 

• use body language, gestures and 
facial expressions and adjust 
tone, volume, pace and use of 
pauses to enhance meaning and 
establish a relationship with the 
audience 
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Speaking and listening – standard 4 
 Stage 9 Stage 10 Stage 11 Stage 12 Stage 13 
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Students: 

• listen to texts 

- asking and answering key 
questions about plots, 
characters and settings or 

- asking and answering 
questions about the main 
ideas or arguments 
presented in the texts 

• identify other people’s points of 
view in discussions 

Students: 

• listen attentively to texts: 

- asking and answering key 
questions 

- providing personal 
viewpoints about particular 
ideas and issues  

• identify and comment on other 
people’s opinions, and extend 
ideas in conversations and 
discussions 

Students: 

• listen attentively to texts: 

- identifying the main ideas  
- commenting on some of the 

information presented  

• identify and comment on the 
opinions provided by others, 
propose additional points of view 
and extend ideas in 
conversations and discussions 

Students: 

• listen attentively to texts: 

- making notes of the ideas and 
information in a systematic 
way 

- commenting on some of the 
ideas presented 

• compare people’s different 
opinions, paraphrasing their 
points of view to assist 
understanding of an issue  

Students: 

• listen attentively to texts: 

• identifying the main ideas  

• giving considered points of view 
about the information or issues 
presented 

• compare people’s different 
points of view to: 

• consider the evidence 
presented 

• make judgements about the 
quality of the arguments 
presented 
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Speaking and listening – standard 5 
 Stage 12 Stage 13 Stage 14 Stage 15 

T
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Students interact confidently with others in 
informal and formal situations to discuss 
accessible subjects involving challenging ideas 
and issues. Students adjust language to reflect 
the relationship between the participants. 
They:  

• discuss ideas and issues, consider the 
evidence  presented to support  particular 
views and advance own opinions to 
develop understanding of the issue 

• join in and / or listen to sustained 
conversations, discussions, presentations 
and other spoken texts that analyse and 
investigate challenging ideas and issues 
such as poetry, prose, and drama, readers’ 
theatre, radio and TV programs, podcasts, 
interviews, formal speeches and meetings, 
debates, reports, descriptions, reviews, 
explanations  and arguments 

Students interact confidently with others in 
informal and formal situations to discuss 
accessible subjects involving challenging ideas 
and issues. Students consider how language 
can be adjusted to show or acknowledge 
power. They: 

• discuss ideas and issues examining 
synthesising and justifying points of view 
to develop greater understanding 

• join in and / or listen to sustained 
conversations, discussions, presentations 
and other spoken  texts such as poetry, 
prose and drama, readers’ theatre, radio 
and TV programs, podcasts, interviews, 
formal speeches and meetings, 
parliamentary-style debates, reports, 
reviews and arguments that analyse and 
investigate challenging ideas and issues 

Students interact confidently with known and 
unknown groups of people, in informal and 
formal situations to convey detailed 
information, explore different perspectives on 
complex issues and explain how language is 
used to show or acknowledge power. They: 

• discuss complex ideas and issues 
challenging opinions, justifying arguments 
and achieving  greater depth of thinking to 
increase understanding 

• join in and / or listen to sustained 
conversations, discussions, presentations 
by guest speakers, and spoken texts such 
as poetry, prose and drama, readers’ 
theatre, radio and TV programs, podcasts, 
interviews, formal speeches and meetings, 
parliamentary-style debates, reports, 
descriptions, reviews and arguments that 
analyse and investigate complex ideas and 
issues 

Students interact confidently with known and 
unknown groups of people, including some 
situations that require formal language and 
formal codes of behaviour, to convey detailed 
information, explore different perspectives on 
complex issues and analyse how language is 
used to show or acknowledge power. They: 

• discuss and analyse complex issues 
interpreting and evaluating ideas to reach 
conclusions that demonstrate greater 
depth of thinking 

• join in and / or listen to sustained 
conversations, discussions, presentations 
by guest speakers, and spoken texts such 
as poetry, prose and drama, readers’ 
theatre, radio and TV programs, podcasts, 
interviews, formal speeches and meetings, 
parliamentary-style debates, reports, 
reviews and arguments that analyse and 
investigate complex ideas and issues 
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 Stage 12 Stage 13 Stage 14 Stage 15 
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Students: 

• speak clearly using expressive words and 
phrases to emphasise viewpoints, explain 
their position on the topic and present 
convincing arguments and opinions 

• select appropriate topics, subject matter 
and language for the audience and project 
a sense of commitment to the topic 

• adjust the formality of the language 
according to the context 

• share ideas, explore and consider issues 
to:  

- extend ideas in constructive ways using 
research findings, if necessary 

- advance opinions 
- develop arguments to influence and 

persuade others 

• use body language, gestures and facial 
expressions and adjust tone, volume, pace 
and use of pauses to enhance meaning and 
appeal to different audiences 

 

Students: 

• speak clearly and purposefully using 
expressive words and phrases to 
emphasise particular viewpoints and to 
indicate degrees of probability or certainty 

• engage the audience’s interest with the 
topic, subject matter and language, 
projecting a sense of commitment and 
authority to the topic 

• adjust the formality of language to suit 
context, audience and purpose 

• share, explore and examine issues to: 

- clarify and paraphrase ideas from 
others 

- extend ideas using research 
- present a considered point of view to 

influence others and to develop greater 
understanding 

• use body language, gestures and facial 
expressions and adjust tone, volume, pace 
and use of pauses to enhance meaning and 
establish a relationship with the audience 

Students: 

• speak clearly and purposefully selecting 
expressive language to try to position the 
audience to accept a particular point of 
view 

• adjust expression to suit the mood of the 
audience, projecting a sense of 
commitment and authority to the topic  

• share, explore and examine issues to: 

- synthesise ideas from several sources 
- extend ideas using research 
- ask and respond to questions to clarify 

thinking and reach conclusions that 
influence others and develop greater 
understanding 

• use body language, gestures and facial 
expressions, experimenting with the 
effects of varying pace, pitch, phrasing, 
intonation, pronunciation, volume and 
silence in spoken presentations 

Students: 

• speak clearly, purposefully and effectively 
selecting expressive language to  
accommodate or resist audience 
expectations, establish a point of view and 
position the audience 

• adjust the formality of the language 
according to the characteristics of the 
audience and their relationship with the 
speaker 

• share, explore and examine complex 
issues to: 

- extend ideas using research 
- synthesise ideas from several sources 
- ask and respond to questions to clarify 

thinking,  
- assess the validity of evidence 
- reach conclusions that influence others 

and develop greater understanding 

• use body language, gestures and facial 
expressions and vary pace, pitch, phrasing, 
intonation, pronunciation, volume and 
silence to enhance the effectiveness of 
spoken presentations  
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Students: 

• listen attentively to texts: 

- making notes of the ideas and 
information in a systematic way 

- commenting on some of the ideas 
presented 

• compare people’s different opinions, 
paraphrasing their points of view to assist 
understanding of an issue   

Students: 

• listen attentively to texts: 

- identifying the main ideas  
- giving considered points of view about 

the information or issues presented 

• compare people’s different points of view 
to: 

- consider the evidence presented 
- make judgements about the quality of 

the arguments presented 
 

Students: 

• listen critically to texts: 

- identifying the main ideas and 
information  

- suggesting some of the underlying 
values and purposes  

• compare people’s different points of view 
to: 

- challenge their opinions 
- consider the logical reasoning of their 

argument and the quality of their 
evidence  

- reach conclusions that increase their 
own and other people’s understanding 
of ideas and issues   

Students: 

• listen critically to texts:  

- explaining the main ideas, information 
and / or arguments 

- suggesting reasons for the ways in 
which they are presented  

- commenting on the deliberate 
omissions in information to present a 
particular view 

• compare people’s different points of view 
about complex ideas and issues to: 

- challenge their opinions 
- discuss why some ideas have been 

included and some have been omitted 
- consider the quality of reasoning, and 

use of evidence and examples  
- reach conclusions that increase their 

own and other people’s understanding 
of ideas and issues   
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Support materials 

Glossary 
Academic controversy 
A form of debate in which students work co-operatively to consider alternative sides of an issue 
before reaching consensus.  

Accessible texts 
See text. 

Active listening 
A series of actions that students take to make meaning while listening 

• face and look at the speaker  
• observe the speaker’s facial expressions, body language and gestures 
• listen to the tone, volume, pace and use of silences to detect the speaker’s mood   
• let the speaker finish without interruption 
• ask questions to summarise and clarify ideas 
• encourage the speaker with nods, smiles and gestures 
• actively respond to questions and directions 

Assign a constant meaning 
Convey a clear, unchanging meaning to a communication. 

Audience 
The target group/s for which a text is created, composed or constructed. Students need to 
understand the ways in which the interests and needs of audiences influence the way texts are 
constructed. Examples of the term 'audience' used in the English–literacy curriculum include known 
audience, intended audience and unfamiliar audience. 

Brainstorming 
A simple strategy for generating ideas. As students think about a topic or issue, they jot down 
quickly, without discriminating between them, all of the points that come into their minds. The best 
ideas are selected at the end of the brainstorm. 

Card cluster 
A card cluster is an effective way of grouping ideas. Individually or in groups, students write one idea 
on a card. The cards are grouped together in particular categories to create a visual display. 

Challenging texts 
See text. 

Clause 
A group of words containing a subject and a verb that form part of a sentence. 

Codes 
The system of words, pictures and symbols used to convey messages. 

Cohesive texts 
See text. 

Communication 
An effective exchange, sharing or negotiation of meaning. 

Community of inquiry 
A group of students speak and listen to each other to investigate significant or puzzling concepts and 
problems. The students work together by building on each other’s questions to challenge and 
develop their understanding of the topic. Thinking in a community of inquiry has three aspects: 

• Thinking is caring—students’ viewpoints are supported and respected  
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• Thinking is creative—students are encouraged to develop new ideas 
• Thinking is critical— students are expected to give good reasons for their ideas and 

viewpoints. 

Complex sentence 
See simple, compound and complex sentences. 

Complex texts 
See text. 

Compound sentence 
See simple, compound and complex sentences. 

Concept map  
A diagram or graphic organiser that shows the relationships between concepts. They are linked with 
connecting lines.  

Construct 
The act of deliberately creating texts for particular purposes, audiences and contexts. 

Context 
Context can be described as the range of personal, social, historical, cultural situations in which a 
text is composed and responded to. Examples of the contexts used in the English–literacy curriculum 
include family, everyday, school and community. 

Conventional texts 
See text. 

Cooperative learning elements 
Cooperative learning is a particular type of collaboration that contains five elements: 

• students work on a task with a clear goal that requires each group member to contribute to 
its success  

• each group member is individually accountable for their contribution to the task 
• students interact together to discuss problems and make decisions as they complete the task 
• students are explicitly taught the social skills they need to use within the group  
• groups reflect on the cooperative learning skills they have used and focus on developing their 

skills in working together. 

Create, compose and construct texts 
Terms used by teachers to describe some of the ways we speak, write and / or represent. 
Composing is a more intentional process than creating; constructing is a deliberate process which 
takes specific account of audience, purpose and context. 

Data retrieval chart 
A grid or graphic organiser, with headings for each row and column. Headings might take the form of 
questions, topics or sources of information. An effective way of sorting information and enabling 
students to recognise patterns.  

Deconstruct 
Engage in the ‘critical’ process of examining the elements of a text and the ways these elements 
contribute to, or challenge, possible ‘readings’ of the text. Students ask questions such as: 

• What is the text about? 
• What are the structures and features of the text? 
• Whose views are represented in the text? 
• How is the text constructed? 
• What are the possible meanings of the text? 
• Who benefits from this text? 

Deliberately apply strategies 
Thoughtfully and carefully select and use techniques to comprehend and compose texts. 
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Digraph 
A sound which is represented by two letters e.g. shut (consonants), bead (vowels) 
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Electronic texts 
Interactive texts that combine more than one mode. Examples include CD ROMs and some 
computer games and some websites. 
Elements of texts 
Another term for the structures and features of spoken, written, visual and multimedia texts. See 
also structures and features. 

Elements have been used to construct representations 
The forms, structures and features of texts have been deliberately used to re-present or portray 
ideas and / or reflect part of the world. For example, the creator of a print advertisement may 
deliberately manipulate image, colour and font to represent young adults in a particular way. 

Familiar and / or predictable texts  
See text. 

Figurative language 
A word or phrase that is used differently from the way it is used in everyday literal language. 
Figurative language is used to achieve a special meaning or effect. It might be used to compare, 
emphasise or clarify meaning. Metaphors and similes are two common examples of figurative 
language.  

Fishbone 
A diagram that can be used to show cause and effect or to solve problems.   

Flow chart 
A diagram showing a sequence of actions or events that are usually connected by arrows. A flow 
chart might end with a conclusion or a decision. 

Futures wheel 
A graphic organiser that places a future event in a circle in the centre of a page. Consequences from 
this first event are placed in a second ring of circles. Consequences from these events are placed in a 
third circle, and so on. A futures wheel identifies expanding consequences. 

Graphic organisers 
Ways of organising information in visual or diagrammatic forms. Examples include flow charts and 
timelines. 

Inside outside circles 
A speaking and listening activity that allows students to share their views systematically with others. 
The class divides in half, forming two concentric circles. Students face other in pairs. The teacher 
asks a question or suggests a topic for discussion.  Each pair discusses the topic. At the end of the 
pre-arranged time the conversation stops and students in the outside circle move one or more 
places in the same direction. They meet a new partner and either continue the discussion or answer 
a different question. The process continues in the same way. During, and at the end of the discussion, 
the teacher randomly selects students to share the key points of their discussion. 

K-W-L 
Stands for what I know, what I want to know and what I learned. A three column chart is ruled up 
on a page. Students brainstorm as a class or in groups what they know and list their prior knowledge 
(K) in the first column. They set their goals for learning (W) in the second column and reflect on or 
evaluate their learning (L) in the third column. 

Literature circles 
An activity in which students read a book together in small groups. They also assign reading 
homework and conduct structured discussions about the book using individual roles that are rotated 
each session. Roles include:  

• discussion director – writes down five thought provoking questions for the group to discuss 
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• literary luminary – chooses paragraphs to be read aloud by the group and explains the reasons 
for selecting them 

• connector – makes connections between the text and their own experiences in the real world 
• character captain – concentrates upon revealing the personality traits of the characters 
• artful adventurer – creates an artistic representation of the material read 
• vocabulary enricher – finds interesting and important words from the story. 

Mind map 
A diagram that can be used to share prior knowledge, establish connections between ideas and 
brainstorm ideas quickly without making judgements. 

Modes 
The means through which communication occurs: whether language is spoken, signed, written, visual, 
non-verbal or auditory. 

Multimedia texts 
Electronic texts that combine more than one mode. Examples include television news, feature films 
and PowerPoint® presentations. 

Newstelling 
A structured speaking and listening session in which individual students share their experiences with 
the rest of the class. This activity provides students with opportunities to reflect on and interpret the 
experience before presenting a sequenced recount to their audience. Other students listen critically 
to relate the news to their own experience and to generate appropriate questions to obtain or 
clarify information. 

Non-verbal communication 
Communication using signs, symbols, gestures and body language. 

Onset 
The initial sound in a syllable occurring before the vowel e.g. p - ot 

Parody 
A text that imitates the style of another text in a humorous way in order to ridicule the original 
work. 

Personal texts 
See text. 

Personally significant ideas 
Ideas that have personal relevance to the individual student. 

Phonics 
An approach to the teaching of reading and spelling that stresses speech, sound and symbol 
relationships 

Phonological awareness 
The ability to recognise speech sounds, to segment words into the separate sounds and to identify 
and blend sequences of speech sounds 

Placemat 
A page is divided into sections according to the number of students in the group with a space left in 
the centre, as shown. Each person writes their ideas about a topic in one section. They discuss the 
similarities and differences and write a consensus statement in the middle of the page. 

PMI chart 
A chart that considers the pluses, minuses and interesting aspects of an issue, idea, concept or 
lesson. The chart is set up in three columns and students write dot points under each heading. 

Podcast 
Like a radio show, but instead of being broadcast live, a podcast is recorded, then distributed over 
the internet, so that it can be listened to directly from the website or downloaded and listened to at 
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a later time. Podcasts range from general interest entertainment shows to those that focus on 
specific topics (e.g. computers / music / education). Students can create podcasts for sharing with 
others and can give feedback on the podcasts of others. 

Print concepts 
These include concepts of letters, words, spacing and directionality (where to start reading, reading 
from left to right and from top to bottom on the page). Print concepts also include an understanding 
that the written word can be matched with the spoken word and that there is a relationship between 
letters and sounds. 

Purpose 
The main reason for communicating in a particular way. Purposes include: to describe, to argue a 
point of view, to report, to clarify thinking, to re-tell, to explain and to entertain. 

Reader’s theatre 
A staged reading of literature or script.  Students use their voices, facial expressions and gestures to 
interpret characters. The stage sets and costumes are minimal and the actors read rather than recite 
their lines. 

Represent significant sounds in writing 
Writing that includes some of the obvious and / or dominant sounds. This writing may also include 
letters that are not matched to sound e.g. dg for dog. 

Representation 
A construction in a text that attempts to ‘re-present’ or portray an idea or reflect an aspect of the 
world. For example, characters in narrative texts can be seen as representations of men and women. 
Young people in television soaps can be seen as representations of young people in contemporary 
society. 

Representing 
Refers to the use of resources associated with the construction of visual and electronic texts. 
Examples of representing include drawing a poem, creating a placemat or constructing a concept map  

Respond with insight 
Read, view or listen to a text, constructing meanings and justifying them with detailed, well-chosen 
evidence from the text. 

Rhetorical devices 
The use of language to create a literary effect. Rhetorical devices are often used in advertising and in 
public speeches to persuade the audience.  Examples include exaggeration, repetition and sarcasm 

Rime 
The last part of a syllable; the vowel and all of the letters that follow it e.g. w – ent 

Scaffolds or scaffolding 
A teaching strategy that assists students to complete writing or reading tasks using structured 
frameworks that help them focus their ideas about what they have read or plan what they are about 
to write. 

Series fiction 
A series of narrative texts by an author that follow the same structure and often contain some of the 
same characters. Examples include The Deltora Quest series and the Rowan of Rin series, both written 
by Emily Rodda. 

Simple, compound and complex sentences 
A simple sentence contains only one clause. It can be as short as one word e.g. Help!  A simple 
sentence can also be quite long e.g. The student in the classroom tried hard to follow his teacher’s long and 
involved instructions. 
A compound sentence consists of two or more independent clauses (or simple sentences) joined by 
linking words such as and, but and or e.g. The student listened carefully and was able to follow the 
teacher’s instructions. 
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A complex sentence contains one independent clause and at least one dependent clause joined by 
linking words such as because, although, while e.g. The student listened carefully because he wanted to 
learn from his teacher. 

Simple texts 
See text. 

SMS (Short messaging service) 
Sending text messages on mobile phones and through some online messaging services, as well as 
from computers. Recognised shortened forms of words have evolved to speed up communication in 
this form and include u for ‘you’, and b4 for ‘before’, cu for ‘see you’ and btw for ‘by the way’. The 
use of capital letters can be used to emphasise what is said or to speak loudly.  

Socratic circles 
A strategy that promotes critical thinking about texts. Students read a text and make notes as they 
read. The class divides in half, forming two concentric circles. The inner circle discusses the text 
while the outer circle listens. At the end of the discussion students in the outer circle give feedback 
on the quality of the discussion.  Next members of the inner and outer circles swap places and the 
process is repeated. Written reflection is completed by all students at the end of the activity. 

Sound, visual and meaning cues 
Using knowledge of sound and symbol relationships in parts of words, using knowledge of words and 
their meanings and using knowledge of grammar and sentence structure to make meaning from texts. 

Standard Australian English 
Standard Australian English is the national variety of English used in public life in Australia. It includes 
pronunciation and vocabulary, word order, punctuation and spelling.  
It is important for teachers to respect the differences in dialect, pronunciation and usage that might 
be spoken in students’ homes. Teachers teach Standard Australian English to ensure that their 
students have access to the language of power in society. 

Strategies 
Techniques for comprehending and composing texts. Strategies include predicting, skimming and 
scanning, asking questions, using resources, brainstorming ideas and using word processing skills. 

Structures and features 
The component parts of spoken, written, visual and multimedia texts. Structures refer to the 
organisational components of texts such as paragraphing, layout and use of subheadings. Features 
include punctuation, spelling and vocabulary. See also elements of texts. 

Symbols 
Objects that stand for or represent something else. Examples include © for copyright, numerals, 
letters and musical notation. 

T chart 
A chart that students use to brain storm positive and negative ideas. Students draw a large T in the 
centre of their page and use the columns created by the T to write different views about the topic 
e.g. likes and dislikes, rights and wrongs, points in favour and against. 

Text 
Any communication involving spoken, signed, written, visual, non-verbal or auditory language. For the 
purpose of identifying developmentally appropriate texts for students across their schooling; these 
can be described in order of complexity below: 

• Familiar and / or predictable texts  
Texts that children read and view in the early years of schooling. They include print, visual and 
/ or electronic texts that have recognisable forms, structures and features. The settings are 
sometimes realistic and sometimes imaginary. Familiar vocabulary and spoken language 
patterns are features of familiar and / or predictable texts. Repeated words, phrases or 
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sentences and rhyme and / or rhythm are often included. The texts often have supporting 
illustrations and might have a cumulative pattern. 
Examples of familiar / predictable fiction texts that students might read are:  

- Who Sank the Boat? by Pamela Allen 
- nursery rhymes such as Hickory, Dickory Dock 
- action songs such as Teddy Bear, Teddy Bear 
- I Went Walking by Sue Machin, Boo to a Goose and Time for Bed by Mem Fox 
- Mrs Wishy Washy by Joy Cowley 
- counting rhymes such as Five Cheeky Monkeys 
- the television series Bambaloo and Playschool. 
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• Personal texts 
Are texts that children write, speak or represent mostly in the early years of schooling. They 
include print, visual and / or electronic texts created for personal purposes. These texts are 
short and convey simple feelings, messages and / or ideas about personally significant topics. 
Examples of personal texts that students might write are: 

- personal drawings, names and signs 
- labelled diagrams, pictorial instructions and directions 
- captions for drawings and pictures 
- greeting cards and personal letters 
- personal PowerPoint slides 
- messages and lists 
- personal recounts 
- newstelling. 

• Simple texts – reading and viewing 
Texts that children read and view mostly in the early years of schooling. They include print, 
visual and electronic texts that have simple forms, structures and features. Simple imaginative 
texts contain ideas and information related to the children’s real and imagined worlds, while 
simple information and argument texts contain ideas and information related to the children’s 
own experiences. They are generally short and clearly structured with familiar ideas and / or 
known topics. These texts are often supported by illustrations and combine print and visual 
language in different ways. Examples of simple texts that students read are: 
- Possum Magic by Mem Fox  
- McGee Goes to Sea by Pamela Allen  
- Mr Archimedes’ Bath by Pamela Allen 
- picture dictionaries 
- easy fiction series such as Sparklers (Sundance Publishing) and Aussies Nibbles (Hodder) 
- the ABC Kids website 
- the television series Lift Off and The Fairies. 

• Simple texts – speaking, writing and representing 
Are texts that children write, speak or represent mostly in the early years of schooling. They 
include print, visual and electronic texts that communicate familiar ideas and / or known topics 
to familiar audiences. They have simple forms, structures and features and are generally short, 
clearly structured and often supported by illustrations. Examples of simple texts that students 
write, speak and represent are:  
- simple stories 
- simple retellings, letters and diaries 
- SMS messages, emails and simple PowerPoint slides 
- simple procedures, menus, recounts and reports 
- K-W-L charts, labels and captions 
- print advertisements, posters and pamphlets. 

• Accessible texts 
Texts that students read and view mostly in the primary years of schooling. They include print, 
visual and electronic texts that have recognisable forms, structures and features. They are 
often longer texts with fewer supporting illustrations than those read by younger children and 
include new vocabulary and / or concepts that deal with less familiar ideas and issues. 
Accessible imaginative texts contain characters, settings and plots developed in some detail 
and might explore topics and issues that extend beyond the immediate plot. Accessible 
information and argument texts contain information and ideas that extend beyond the 
students’ immediate experience. These texts often combine spoken, print and visual language 
in different ways.  
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Examples of accessible texts that students might read and view are: 

- most news reports in The Mercury, The Examiner and The Advocate newspapers 
- series fiction such as the Specky McGee books 
- picture books by authors such as Jeannie Baker, Shaun Tan and John Marsden 
- the Hannah books by Libby Gleeson and Boy Overboard by Maurice Gleitzmann  
- Australian Readers: Discovering Democracy, Middle Primary Collection 
- poems by Elizabeth Honey and Roald Dahl and Australian ballads 
- upper primary textbooks Working Scientifically by Sewell-Smith and Smith 
- the television series Noah and Sakia 
- the Shrek feature films. 

• Conventional texts 
Texts that students write, speak or represent mostly in the middle years of schooling. They 
include print, visual and / or electronic texts that have recognisable forms, structures and 
features appropriate to the purpose, audience and context. Conventional imaginative texts 
largely draw on the student’s direct experiences of the world. Students might represent or 
write about some unfamiliar ideas and information by researching topics or concepts.  
Examples of conventional texts that students might create are: 
- stories, myths, fables, poems, cartoons, song lyrics, scripts 
- letters, diaries, journals and news reports 
- structured PowerPoint® presentations  
- web sites 
- chat-room conversations 
- mind maps, PMI charts, tables, diagrams 
- procedures, recounts, reports, descriptions, explanations  
- reviews of books, TV shows and films 
- spoken presentations, surveys and interviews 
- catalogues, posters, advertisements. 

• Challenging texts 
Texts that students read and view mostly in high school years. They include print, visual and 
electronic texts that have relatively complex forms, structures and features and explore 
unfamiliar ideas, information and issues. They include texts used in all curriculum areas. 
Challenging imaginative texts include adolescent, contemporary and classic texts in a variety of 
forms and styles that explore personal, social, cultural and political issues of significance to the 
students’ own lives and communities. Challenging information and argument texts contain 
accessible but challenging issues that deal with local, national and international events and 
current issues. Examples of challenging texts that students might read are: 
- the Tomorrow series of novels by John Marsden 
- World Book online encyclopaedia  
- textbooks such as Heinemann’s Science Links and Thomson Nelson’s Science Edge 
- Australian Readers: Discovering Democracy, Middle Secondary Collection 
- picture books for older readers such as The Rabbits by John Marsden & Shaun Tan 
- the television series Doctor Who, the feature film The Rabbit Proof Fence. 

• Cohesive texts 
Texts that students speak, write and represent mostly in high school years. They are sustained 
and effective spoken, print, visual or electronic texts from all of the curriculum areas. 
Cohesive texts contain personal, social cultural ideas and issues related to students’ own lives 
and communities and their views of the expanding world.  Spoken texts analyse and investigate 
challenging ideas and issues and advance and refute arguments. These texts have forms, 
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structures and features that support their purpose and enable the needs of the intended 
audience to be met.  
Examples of cohesive texts that students might speak, write and represent are: 
- lyric poetry 
- play and film scripts 
- formal letters  
- journalistic writing 
- web sites 
- concept maps 
- descriptive and discursive essays  
- reviews of books and films 
- short films and documentaries 
- formal debates and prepared talks. 

• Complex texts – reading and viewing 
Texts that students read and view mostly in later high school years. They include print, visual 
and electronic texts that have complex forms, structures and language features. They explore 
significant personal, social, philosophical and political ideas and issues. Complex texts include 
classic imaginative texts, workplace texts and the range of information and argument texts 
used across the curriculum.  
Examples of complex texts that students might read and view are:  
- Macbeth, William Shakespeare 
- Strange Objects by Gary Crew 
- poetry by Robert Frost, Kenneth Slessor and Les A. Murray 
- most feature articles published in The Australian newspaper 
- To Kill a Mockingbird by Harper Lee 
- the Australian War Memorial and Australian Electoral Commission websites 
- feature films such as The Truman Show and Mississippi Burning 
- the television program Media Watch 
- Encyclopedia Britannica 
- The Weather Maker by Tim Flannery.  

• Complex texts – speaking, writing and representing 
Texts that students speak, write and represent mostly in later high school years. They are 
sustained texts, characterised by structural and language complexity, which explore different 
perspectives on complex and challenging issues. Complex texts that students create include 
some of the spoken, print, visual and electronic texts required for life, further study and the 
workplace.  
Examples of complex texts that students might create are: 
- sustained short stories 
- feature articles 
- websites, ezines  
- concept maps 
- short films and documentaries 
- discursive essays, research reports and extended arguments 
- formal spoken presentations 
- job interviews and application forms. 

Text categories 
Texts can be categorised by: 

• mode or combination of mode–spoken, written, visual, multimedia, electronic 
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• text form–narrative, recount, explanation, procedure, exposition 
• genre–science fiction, fantasy, horror, romance, detective, adventure, mystery 
• purpose–imaginative, persuasive, informative, argumentative. 

These categories are not definitive. A text in one category will often include aspects, or the 
intentions, of texts in another category. 

Texts are constructed to represent particular views 
Texts are not neutral as they reflect the world view of the composer. As such, texts position 
readers, viewers and listeners, influence their ideas and views and construct ‘re-presentations’ of the 
world. 

Texts are not neutral 
Texts represent particular views, silence other points of view and influence people’s ideas. 

Three step interview 
A speaking and listening activity conducted with groups of three students. Each student is assigned a 
role – interviewer, interviewee and observer / recorder. If the third person acts as observer, they 
focus on the speaking and listening strategies that the other group members display. If the third 
person acts as recorder they summarise the main points made in the interview. 

Visual texts 
Any visual communication using language, signs and / or symbols. Visual texts can either be in print or 
electronic form. 

Weblog 
An online personal diary or journal. Weblogs are available for particular groups of people or for the 
public to read and to enter comments about the daily entries or postings. The content ranges from 
personal thoughts and activities to political, technical, educational and other special-purpose content. 

Wiki 
A wiki is a type of website, where anyone can add, remove and edit any of the content quickly and 
easily. Probably the best-known example of a wiki is Wikipedia (http://www.wikipedia.org), an 
encyclopaedia that has been created by its users in over 200 languages. 

Y chart 
A chart that students use to brain storm ideas. Students draw a large Y in the centre of their page 
and use each segment to write down their thoughts about what a topic looks like, feels like and 
sounds like. 
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