
English Extension 2 (Year 12) – resources and activities
12.1 – ‘Author and authority’
This document contains the teacher-facing resources and activities that accompany the teaching and learning program for ‘Author and authority’ – Year 12, program 1.
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[bookmark: _Toc243385235]About this resource
The resource booklet aligns with a sample teaching and learning program. It has been developed to assist teachers in NSW Department of Education schools to create learning experiences that are contextualised to their students’ needs, interests and abilities for the English Extension 11–12 Syllabus (2024) (NESA 2024) It provides an example of one way to approach resource and activity development through a conceptual lens. The materials have been created by the English curriculum 7–12 team unless otherwise attributed.
[bookmark: _Toc140045566][bookmark: _Toc230093613][bookmark: _Toc243385236]Purpose of resource
[bookmark: _Toc145666033]This resources and activities booklet is not a standalone resource and aligns with the following support materials for the program ‘Author and authority’:
Assessment resources: Assessment – 12.1; Core formative tasks – 12.1; Examination – 12.1; Student examination samples – 12.1
Programming resources: Program – 12.1
Resource and activities support in Word: Core texts – 12.1
Student-facing resources and activities in PowerPoint: Historical shifts in literary authority – 12.1; Literary debate – 12.1; Phase 1 – engaging with authority – 12.1; Phase 2 – exploring authority – 12.1; Phase 3 – redistribution of authority – 12.1; Phase 4 – evaluating authority – 12.1; Phase 5 – crafting authority – 12.1; Phase 6 – demonstrating authority – 12.1
Teacher-facing resources in PowerPoint: Author and authority – suggested resource list – 12.1; Teacher support – Carpentaria – 12.1; Teacher support – provocations – 12.1; Teacher support – The Swan Book – 12.1; Teacher support – Tracker – 12.1; Teacher support – ‘What happens when you tell somebody Else’s story?’ – 12.1
Scope and sequence: English Extension 2 Year 11–12
Assessment schedule: English Extension 2 Year 11–12.
All documents associated with this resource can be found on the Planning, programming and assessing English 11–12 webpage.
[bookmark: _Toc243385237]Target audience
This resource booklet is intended to support teachers and curriculum leaders as they develop contextually appropriate teaching and learning resources for the English Extension 11–12 Syllabus (2024) (NESA 2024). Teacher-facing material has been included as a ‘resource’, while student-facing material has been labelled ‘activity’ in this booklet.
[bookmark: _Toc243385238]When and how to use
These resources have been designed for the Author and authority focus area of Year 12. This focus area offers the teacher valuable opportunities to deepen their understanding of each student’s needs, interests and abilities. This resource booklet provides opportunities for teachers to support students in developing conceptual understandings of author and authority through critical reading, theoretical exploration, analytical writing, reflection and independent investigation. The program and associated materials can be used as a basis for the teacher’s own program, assessment or scope and sequence, or be used as an example of how the English Extension 11–12 Syllabus (2024) (NESA 2024) can be implemented.
The program and associated resources are not intended to be taught exactly as is presented in their current format. Teachers using this program and the associated materials should adapt these to suit their students’ needs, interests, abilities and the texts selected. The resources should be used with timeframes that are created by the teacher to meet the overall assessment schedules.
Some of the information is collated from relevant NESA and department documentation. It is important that all users re-read and cross-reference the relevant syllabus, assessment and reporting information hyperlinked throughout. This ensures the content is an accurate reflection of the most up-to-date syllabus content.
Teacher note: the blue feature boxes include instructions for the classroom teacher engaging with the activities and resources. They provide suggestions for how content could be delivered and links to additional resources. These notes should be removed before distributing activities and resources to students. Many activities include tables with space for students to type their responses. If teachers choose to print these materials for students, they will need to adjust the size of the cells in these tables to allow space for students to write their response.
Student note: the pink feature boxes include information for students to develop and clarify their understanding about why they are engaging with specific activities. These notes could be edited or modified to suit the needs of students within your context.
[bookmark: _Toc243385239]Core texts and text requirements
The core texts and their alignment to the text requirements are provided in their entirety or as the licensed extracts in the Core texts booklet. The name and details of each text, the syllabus requirement being addressed, points of note and a succinct overview of the texts and the reasons for their use in the teaching and learning program is provided. The English Extension 2 syllabus states that ‘as part of Author and authority and the associated author study, students undertake an extensive, independent investigation involving a range of complex texts’ (NESA 2024). These texts are suggested to support the teaching of the program.
Wright A (2006) Carpentaria, Giramondo Publishing, Sydney. ISBN: 9781922725400. Reproduced and made available for copying and communication by the NSW Department of Education for its educational purposes with the permission of Giramondo Publishing. This resource is licensed until 31 July 2031.
Wright A (2013) The Swan Book, Giramondo Publishing, Sydney. ISBN: 9781922725431. Reproduced and made available for copying and communication by the NSW Department of Education for its educational purposes with the permission of Giramondo Publishing. This resource is licensed until 31 July 2031.
Wright A (2017) Tracker, Giramondo Publishing, Sydney. ISBN: 9781925336337. Reproduced and made available for copying and communication by the NSW Department of Education for its educational purposes with the permission of Giramondo Publishing. This resource is licensed until 31 July 2031.
Teacher note: Alexis Wright’s work includes themes relating to the experiences of Aboriginal and Torres Strait Islander peoples, including reference to violence, abuse, cultural dispossession and intergenerational trauma. These themes may be confronting for some students. Teachers should guide students through this program with cultural sensitivity and awareness of student wellbeing. Establish clear expectations for respectful discussion and provide opportunities for students to opt out of activities if needed.
All references to extracts within the activities relate to the extracts included in the Core texts booklet. The opening words of each excerpt used from the extract are included in the title to support identification.
[bookmark: _Toc166768190][bookmark: _Toc169692689][bookmark: _Toc243385240]Pre-reading – supporting all learners
[bookmark: _Toc166768191][bookmark: _Toc169692690]The resources contained in this section are designed to support teachers in preparing for this teaching and learning program.
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[bookmark: _Toc243385241]Preparing classroom routines
The curriculum support packages provide a range of resources and activities to facilitate the explicit teaching of thinking routines. These routines are intended to support students to develop their thinking and conceptual understanding of texts. It is important to set up routines with your class that will be used throughout the school year. The need to explicitly instruct students about how to engage with these thinking routines will diminish as students become more familiar with the processes and procedures.
The table below contains a summary of the thinking routines used within the resources and activities for this specific program. As teachers encounter these routines in the teaching and learning program for the first time, it is important they set students up for success by providing clear instructions for how to engage with these routines.
Table 1 – classroom routines
	Routine
	Summary
	Benefits and evidence base

	Exit tickets
	Exit tickets are a type of formative assessment conducted at the end of a lesson or activity to check student understanding. Teachers explicitly outline the learning intention and success criteria, model how to reflect on learning, and guide students in completing exit tickets, ensuring students are clear on what to do and why.
	Exit tickets provide a quick assessment of student learning, which can be used to determine whether the class is ready to move on or if more time needs to be spent on developing understanding.
This strategy supports students’ self-reflection on their own learning processes.
They are easily modifiable for a different purpose.

	Gallery walks
	In a gallery walk, students move around the classroom to explore or contribute to a range of work. Teachers explicitly introduce the activity’s purpose, model how to observe, respond and provide feedback using clear criteria, and guide students through the process. Teacher checks for understanding before and during the activity.
	Gallery walks provide students with an opportunity to co-create assessment criteria or assess a variety of works against agreed upon criteria.
Students can engage in feedback and reflection processes.
Gallery walks can encourage the creation of a collaborative classroom.
Gallery walks provide an opportunity to showcase student work.

	I Used to Think … Now I Think …
	This routine has students complete ‘I used to think …’ and ‘Now I think …’ to reflect on concepts discussed in class. Teachers explicitly explain the purpose of reflection, model how to complete the statements, and scaffold students to articulate changes in their thinking.
	This routine supports students to reflect on the impact of learning on their own personal knowledge and understanding.
When used to reflect on texts, this routine can explore the impact of authorial decisions, or concepts such as characterisation or point of view.
This routine helps to reflect upon and consolidate new learning.

	Jigsaw
	Students work in groups to become ‘experts’ on one aspect, then teach peers. Teachers explicitly explain the learning goals, model research and sharing techniques, and provide guided practice in expert groups. Teachers check for understanding before students teach their peers.
	This strategy can support the differentiation of learning, or the ‘chunking’ of larger texts or multifaceted ideas.
Each student is allocated responsibility and authority to educate their peers about their specialised aspect.
Students develop skills in comprehension, cooperation and communication.
Teachers can strategically group students and provide support and assistance to groups of students at a time.

	Peer feedback
	In a peer feedback routine, students assess and evaluate the work of their peers. Teachers explicitly explain feedback criteria, model giving constructive feedback, provide guided practice as students assess each other’s work, and check for understanding to ensure feedback is constructive and actionable.
Further advice on and resources to support peer feedback can be found in the Implementation resources section of AITSL’s Feedback webpage.
	Peer feedback encourages collaborative learning and enhances students’ capacity for judgement.
As students develop the ability to assess and evaluate the work of others, they become better at checking and reflecting on their own work.
Peer feedback can supplement teacher feedback.

	Think aloud
	This strategy, referred to by Quigley as ‘Explain yourself’ (2020:169), involves the verbalisation and explanation of thinking. This is a strategy that can be used by teachers to model thinking processes for students. The think aloud strategy involves verbalising and explaining thinking. Teachers purposefully model cognitive strategies, verbalising their thinking process to demonstrate how to approach a task. Students are guided to practise think-alouds, receiving feedback to develop independent reasoning.
	This strategy can support students to construct a mental model of what they have read.
Verbalising thoughts can reinforce the need for clear discourse markers (for example, firstly, furthermore or in contrast).
When demonstrated by a teacher, this strategy can be used to support students in developing their own thinking process.

	Think-Pair-Share
	Students respond to a prompt or a problem in a range of ways. Students respond to a prompt individually, discuss with a peer, then share with a larger group. Teachers introduce the learning intention and provide explicit instructions for each stage, model effective responses and facilitate discussions, checking for understanding throughout.
	Students can attempt to demonstrate their own understanding individually, before clarifying with a peer and then the class more broadly.
Students develop skills in speaking and active listening.
This routine provides all students an opportunity to think, respond and share, which is often not possible in traditional whole class discussions.

	What Makes You Say That?
	This routine asks students ‘What makes you say that?’ in response to text or concepts. Teachers explicitly teach how to justify opinions with evidence, model responding to the question, and guide students to generate explanations supported by examples, checking for understanding as students respond.
	This routine requires minimal planning. It can be used as part of whole-class discussion to elicit more profound thinking and responses from students.
Students consider what examples can be used to support their claims. This can help to direct the selection of relevant textual evidence to support a thesis or argument.
This routine can be used to assess or interrogate students’ prior knowledge, attitudes or beliefs when introducing a new topic.



Below is a graphic demonstrating the lead and supporting concepts at the heart of the ‘Texts, culture and value’ sample materials.
Figure 1 – conceptual programming outline for ‘Author and authority’
[image: Conceptual programming triangle showing the lead concept, supporting concepts and assessment in focus.]
Conceptual understanding and Phases approach to learning
The conceptual programming diagram has been included for teacher reference to showcase one approach to conceptual programming. There is a lead concept – authority and 2 supporting concepts – literary value and genre. Conceptual understanding is at the heart of the program and guides teaching and learning experiences and formative and formal assessment. In this program students are supported to explore how composers construct, challenge and redistribute authority through narrative perspective, genre, form and cultural context. The choice of concepts here does not mean the program, resources and activities do not connect to other concepts. It means these are the driving force from which the teacher will build towards conceptual understanding and deep knowledge. The guiding questions and conceptual programming questions align with the concepts and represent the ideas that matter to subject English. This structure helps teachers move away from topic and text-based programs and towards conceptual, transferrable learning.
[bookmark: _Toc210127545][bookmark: _Toc228543981][bookmark: _Toc243385242]Links to prior learning
The table below provides a summary of links to prior learning resources from Planning, programming and assessing English 7–10. Should students require additional support or revision of certain skills and knowledge, you may wish to review these resources.
Table 2 – link to prior learning of skills and knowledge in English Stages 4 and 5
	Skill or knowledge
	Link to resource

	Developing writing in English 7–10 – offers examples of key writing skills at the word-level, sentence-level and text-level.
	Visit Developing writing in English 7–10 for support for teaching grammar-in-context for students to compose tasks contained within this unit.

	Discursive writing – for composing discursive responses and providing advice to students about cohesive devices, comparing and contrasting, writing complex sentences, experimenting with tense, modality, temporal and causal connectives, use of rhetorical questions and conversational tone.
	Explore Shakespeare retold – Year 10, Term 3, PowerPoint Phase 6 – features of discursive writing – 10.3 to assist students in the revision of key grammatical features needed for the assessment task.
The craft of writing – English Advanced, 12.4, Phase 2, activity 4 – genre, perspective and cultural positioning, Core formative task 1 – structural authority in discursive writing, Phase 3, activity 7 – discursive paragraph scaffold and Phase 6, resource 1 – using an A/B-range response to inform understanding.

	Engaging in critical thinking – a series of critical thinking routines, including Circle of viewpoints, Gallery walks, Jigsaw, Peer discussion and conferencing, Think-Pair-Share.
	A range of resources are summarised and showcased on Engaging in critical thinking in English 7–10.
The craft of writing – English Advanced, 12.4.
Introduction to Literary worlds, English Extension – 12.1.

	Group tasks – including advice on effectively grouping students, facilitating group work that requires technology, managing respectful group interactions, monitoring collaboration and fairness and discussion prompts.
	An overview of information about, including resources and activities dedicated to group work can be found on Group tasks in English 7–10.

	Hybrid writing – for composing responses that draw on a range of different forms, including planning of responses, the use of figurative language devices in writing and reflecting on the use of hybrid elements in a response.
	Program 9.1 – ‘Representation of life experiences’, Phase 2, activity 1 – hybrid texts, Phase 2, activity 2 – exploring an imaginative hybrid text and the Representation of life experiences – imaginative response and reflection assessment notification.
The craft of writing – English Advanced, 12.4, Phase 1, resource 2 – reflective journal.

	Persuasive writing – for composing persuasive responses, including advice for how to create a personal authorial voice, the use of language features, including analogy, rhetorical questions, modality and the rule of 3.
	Program 9.1 – ‘Representation of life experiences’, Phase 1, activity 1 – exploring the effectiveness of texts, Phase 1, activity 2 – informed personal perspective and Core formative task 3 – experimenting with language features.
The craft of writing – English Advanced, 12.4, Phase 2, activity 5 – persuasive voice and rhythm, Core formative task 2 – developing persuasive authority and Phase 4, activity 4 – applying persuasive strategies.

	Reflective writing – for composing reflective responses, including the process of reflection and the language features of the form, including the use of verbs, modality and use of past tense.
	Program 9.1 – ‘Representation of life experiences’, Phase 5, resource 1 – the language of reflection.
Digital stories – Year 10, Term 4, PowerPoint Phase 5 – reflective writing – 10.4, Phase 5, activity 6 – What is reflective writing? and Phase 5, activity 7 – comparing reflective writing responses.
The craft of writing – English Advanced, 12.4, Phase 1, resource 2 – reflective journal and Core formative task 4 – ethical authority and reflective voice.
Introduction to Literary worlds, English Extension – 12.1, Phase 4, activity 5 – identifying reflective language in the text extract, Phase 4, activity 6 – grammatical metalanguage in critical reflection and Phase 4, activity 9 – editing checklist for creative and reflective writing.




[bookmark: _Toc205887163][bookmark: _Toc233023450][bookmark: _Toc243385243]Accessing the State Library of NSW for independent investigation
Teacher note: a key part of the English Extension 2 course is that a student ‘creates sustained critical and creative texts supported by independent inquiry and scholarly readings’. This resource provides instructions for how to join the State Library of NSW and use the library catalogue for research. You could collaborate with your school librarian to join the State Library of NSW and explore local resources or organise an excursion where students can browse the shelves with a librarian.
Student note: research is a key part of the English Extension 2 course. Follow the steps below to join the State Library. This is a free resource for all residents of NSW.
Follow the steps listed below to join the State Library of NSW and begin exploring their resources.
1. Navigate to the State Library of NSW website.
2. Select Join and then Become a Library member.
3. Follow the prompts to Sign up for an account, including:
a. Fill in your Personal information and select Send a confirmation email.
b. Confirm your email address by selecting Activate account.
c. Create a secure password – tick the I agree to comply with the Library’s Code of Conduct field and then select Create a password.
d. Confirm your Address details for NSW residents by selecting Yes, I live in NSW, filling in your address and then selecting Create account.
e. Account created, select Go to MyLibrary dashboard.
4. Some Websites and apps you can access via the MyLibrary dashboard include:
· Library website
· Catalogue.
5. You can Search the collection via these fields:
· All Fields
· Title
· Subject
· Author/Creator
· Call Number.
6. You can refine your search using the following filters:
· Availability – choose between items available Online or For use in the library only
· Format – narrow by type, such as Journals, Magazines, Books or Multimedia
· Subject – select relevant categories, for example, Literary Criticism or Education
· E-resources – to access complete documents online, select the filter for Full Text Only
· Language – filter for English.
7. Then select Apply Filters.
8. You can now explore the items in the catalogue.


[bookmark: _Toc169692693][bookmark: _Toc243385244]Phase 1 – engaging with the unit, the learning community and the focus area
[bookmark: _Toc169692694]In the ‘engaging with the unit, the learning community and the focus area’ phase, students are introduced to the conceptual foundations that will shape their learning, reading and composing throughout the year. The first sequence is the support students need to complete at home before this phase begins, ensuring they come prepared to actively participate in the learning community. The focus on establishing a learning community of independent, reflective thinkers positions students as emerging composers whose creative and critical decisions carry intellectual and cultural responsibility. Students begin by exploring the central premise of the focus area: that authority in literature is not fixed, neutral or solely located in the individual author. Instead, authority emerges from the complex relationships between text, composer, reader, culture, context and critical interpretation. Through engagement with interviews, theoretical provocations and discussion, students investigate how storytelling can both reinforce and challenge dominant ideas about whose histories, memories and perspectives are valued. English Extension 2 is the first point in the Advanced to Extension progression where scholarly reading and academic language are explicit syllabus expectations. This phase should therefore establish shared definitions, source evaluation routines and disciplinary vocabulary. Meeting these outcomes places a clear responsibility on teachers to draw on their own academic and scholarly background to maintain secure knowledge of relevant academic conventions, model disciplinary reading, source use and expression.
Early learning experiences encourage students to question assumptions about originality, authorship and literary value. They examine how different cultural traditions understand storytelling, and how innovation in genre, form, authorial voice and structure can redistribute authority and reshape meaning. This establishes a foundation for later study of their prescribed author, Alexis Wright, whose work challenges Western models of linear narrative and individual authorial control. Students develop shared metalanguage to discuss authority, representation, perspective and form, strengthening their ability to articulate complex ideas with precision. Reflective and analytical writing tasks support them in forming personal positions about who controls meaning in a text and why they matter. These early compositions also begin to link the focus area to students’ Major work, encouraging them to see their own creative practice as part of broader literary and theoretical conversations. By the end of this phase, students understand that both reading and writing are acts of interpretation and power. They are prepared to move into deeper theoretical and textual study with an emerging awareness of themselves as participants in ongoing debates about authorship, meaning and cultural authority.
The first sequence is the support students need to complete at home before this phase begins, ensuring they come prepared to actively participate in the learning community. This is indicated in Phase 1, sequence 1a.


[bookmark: _Toc243385245]Phase 1, activity 1 – researching Alexis Wright
Teacher note: this activity introduces students to the conceptual foundations of the Author and authority focus area. Students conduct contextual and critical research into Alexis Wright and ideas about storytelling, authority and Country. The activity is designed to establish the research, synthesis and reflective thinking practices required throughout English Extension 2 while building students’ conceptual understanding prior to close textual study. Teachers should explicitly model effective research practices, including source selection, note-making, synthesis and bibliography conventions.
Teachers should support culturally responsive engagement with Aboriginal and Torres Strait Islander perspectives. Discussion and research should foreground respect for cultural knowledge, storytelling traditions and the relationship between Country, authority and representation. Teachers may choose to provide curated initial sources to support students in accessing appropriate and credible material. It may be beneficial to refer to Phase 1, resource 1 – living glossary for some of the key terminology of this activity.
1. The activity supports you to begin recognising that concepts such as authorship, ownership and literary authority are culturally shaped rather than universal. Investigate the work and ideas of Alexis Wright. Focus on storytelling, authority and representation. Your research should explore:
Alexis Wright’s cultural and literary background
the stories, ideas and issues explored in her writing and the importance of Country, culture and storytelling in her work
the ways Wright’s writing challenges or questions whose stories are told and how they are represented.
You should use a range of credible sources including interviews, articles, essays, speeches and literary criticism.
Research guidance
As you research, consider these wider conceptual ideas:
Who is positioned as holding authority? What assumptions about authorship or originality are being challenged?
How is storytelling connected to responsibility and Country?
How do culture and context shape interpretation? What tensions emerge between Western literary traditions and Aboriginal storytelling frameworks?
You will produce a one-page research synthesis.
Your synthesis should:
combine information from multiple sources
identify recurring conceptual ideas and explain key ideas in your own words
connect ideas to the focus area Author and authority and use appropriate academic and conceptual language.
Your synthesis should also include 2 to 5 significant quotations. Select quotations that:
represent important ideas about storytelling, authority or Country and challenge assumptions about authorship or ownership
could support future class discussion or analytical writing.
For each quotation:
record the source and briefly explain why the quotation is conceptually significant.
One conceptual discussion question
Develop one open-ended conceptual question for class discussion.
Your question should:
invite interpretation or debate and connect to ideas about authorship, authority, storytelling or representation
avoid inviting simple factual answers.
Example:
How does relational storytelling challenge Western ideas of originality and ownership?


[bookmark: _Toc243385246]Phase 1, resource 1 – living glossary
Teacher note: the definitions are provided within the context of this program and the prescribed texts and are not universal or exhaustive. As part of a gradual release of responsibility, teachers are encouraged to develop this living glossary with students, adding new terms and refining definitions as learning progresses. The glossary will grow throughout the program so entries may not appear in alphabetical order.
Table 3 – living glossary
	Word
	Definition

	Aboriginal epistemologies
	Aboriginal ways of knowing, understanding and the worldview held by Aboriginal peoples

	Aboriginal sovereignty
	the inherent right of Aboriginal people to govern their own affairs, manage land and waters and maintain their distinct cultural identities

	collective voice
	a storytelling perspective that includes multiple different voices, rather than individuals

	Country
	a living, breathing entity that encompasses the earth, waterways, skies, plants, animals and ancestral spirits

	cultural authority
	refers to authority derived from cultural knowledge

	cultural inclusion
	the active practice of ensuring people from all backgrounds feel valued, respected and equally supported, supporting diversity

	cultural load
	the invisible, additional workload placed on marginalised individuals to act as educators, representatives or spokespeople for their culture

	cultural responsibility
	connects authority to country, inherited voice, cultural memory and careful storytelling

	ecocriticism
	prioritises features of the physical world in relation to human interactions

	ethical reader positioning
	explains that readers must negotiate meaning through respect for context and form

	evaluative adjective
	a describing word that shows judgement or attitude

	genre conventions
	the expected elements that define a category of literature

	genre disruption
	a writing style that often destabilises conventional expectations

	literary authority
	authority in a text can be constructed using particular language structures

	loaded diction
	word choice that carries strong value, judgement or emotional weight

	loaded phrase
	a phrase that carries strong value, judgement or emotional weight

	metaphor
	a comparison that describes one thing to another

	narrative authority
	the way in which the primacy of the Author and the story is conceptualised and discussed

	ownership
	this concept is also related to Authority and how it is established through writing

	polyphony
	multiple voices in a narrative

	purpose clause
	a clause that explains why something is done

	reader positioning
	the theoretical way in which is reader is imagined as part of the responding process

	reconciliation
	aformal process which involves acknowledging historical injustices and actively working to strengthen relationships between Aboriginal and non-Aboriginal people

	relational authority
	the role of author is established and challenged through trust, mutual respect and meaningful connections with others, including the elements of Country

	relational phrase
	a phrase that shows connection between people, places, communities or ideas

	self-determination
	the fundamental right of all people to freely pursue their economic, social and cultural development without interference from others

	storytelling authority
	the right or ability to tell a story

	temporal phrase
	a phrase that signifies time or duration

	verb sequence
	a series of action words placed together




[bookmark: _Toc243385247]Phase 1, activity 2 – conceptual mapping
Teacher note: this activity supports students in identifying and challenging assumptions about authorship, authority, originality and literary value prior to deeper theoretical study. Students are encouraged to synthesise ideas from discussion and critical readings while developing confidence in using conceptual and academic language. The teacher may use the Mapping assumptions slides of the PowerPoint Phase 1 – engaging with authority – 12.1 to support Part 4 – reflective thinking. The slides support the evaluative refinement of written reflection.
This activity is designed to help you explore and question assumptions about storytelling, authority and meaning making. Focus on making connections between concepts, discussion and critical readings while developing your own understanding. You will map assumptions about originality, authorship and value.
Activating assumptions
1. In the column to the right, explain your personal perspective in the space provided. You should begin to develop critical thinking as you activate your assumptions about these statements.
Table 4 – activating assumptions
	Statement
	Personal perspective

	Authors should control how their texts are interpreted.
	

	Great literature is timeless and universal.
	

	Intertextuality challenges originality.
	

	Original ideas belong to individual authors.
	

	Literary value changes across contexts and time periods.
	

	Readers can change the meaning of a text.
	

	Stories can belong to culture or Country rather than an individual.
	

	Technology changes who has authority over stories.
	


Conceptual mapping
Create a mind map in your English book or on an A3 sheet with your group. Begin with what you already know about storytelling, representation and context. Then add what you discover about Alexis Wright and her work.
Work collaboratively to make connections and build on each other’s ideas. Use arrows, annotations, examples and quotations to show your thinking. You can add new concepts as your understanding develops. Identify tensions, contradictions or competing viewpoints. Your mind map does not need to fit a particular structure or space – use the page to make your thinking visible.
Core concepts to consider in the ‘Author and authority’ program
Audience
Authorship and authority
Context and culture
Genre
History
Interpretation
Intertextuality and originality
Perspective
Power
Representation and storytelling
Technology
Value
Connecting critical perspectives
Select one quotation or idea from a critical reading you have completed. Identify the source and record it below. Explain how it challenged or extended your thinking about the concepts of author and authority.
Table 5 – critical perspective quote
	Critical perspective

	


In the table below use the sentence stems to articulate how your thinking explains the challenges or assumptions of the perspective you are exploring. 
Table 6 – connecting critical perspectives
	This perspective suggests that …
	This challenges or confirms the assumption that …

	
	

	
	


Reflective thinking
In your English book, respond to the following reflection question in 100 to 150 words:
NSW Department of[image: ] Education		
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Which idea about authorship or authority has become more complex for you? Why?
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[bookmark: _Toc243385248]Phase 1, resource 2 – focus area overview
Teacher note: this overview introduces students to the course and the key conceptual concerns of the Author and authority focus area. The resource should be revisited throughout the program to support conceptual discussion, reflection and connections between theory, textual study and composition. Teachers may provide students with just the focus area description and walk through annotations of key conceptual concerns or choose to give them the entire resource depending on their context.
Student note: this overview introduces you to the key ideas and questions you will explore in the Author and authority focus area. As you work through the program, return to this overview to help you:
· develop and refine your understanding of authorial authority
· make connections between theory, text and your own compositions
· consider how ideas about authority shape the way texts are created, read and interpreted
· reflect on how your understanding develops throughout the course.
You may begin by closely reading and annotating the focus area description, identifying the key concepts and questions that you will return to throughout your study.
Below is the Author and authority focus area to be used to develop understanding of the program of study. Underneath the focus area are key conceptual concerns that are addressed within the focus area.
Table 7 – Author and authority focus area
	Author and authority focus area

	Author and authority
Students learn about how and why the ways we create and read literature have changed over time and evaluate the relationship between texts and literary criticism. They engage with significant literary thinkers and texts to understand the role that they play in a broader literary context.
Students evaluate literary originality and how innovation has shaped new ways of representing meaning. They interrogate how genre, technology and form can reassign and redistribute authority over a text and question the primacy of the author.
Students explore a range of short texts from the past and the contemporary era, and extracts from larger works that experiment with perspective and form, to evaluate the nature of literary texts and develop a theoretical understanding of the role of the author. They evaluate the changing perceptions of authorship and authority in a range of literary contexts. Students develop their knowledge of the author’s role in the emergence of new textual forms to evaluate the extent to which an author’s manipulation of form reflects and shapes its context.
Author study
Students develop their understanding of author and authority by exploring ONE author study. In their author study, students evaluate the primacy of the author in creating a text’s meaning. Students will develop an understanding of the roles of the author and reader as reproducers of ideas, language and texts that are part of a broader literary and theoretical context. They develop their understanding of significant thinkers, theories and movements by exploring an author study.
Students apply their knowledge and understanding of author and authority in their own critical and creative compositions. They experiment with perspective, point of view and voice to explore the interrelationship between content, purpose, form and audience. As creators of texts, they reflect on the composition process to consider how their creative choices shape meaning. Author and authority can be undertaken concurrently with the development of their Major work.
Understanding
The ways significant texts generate ideas and develop knowledge of authorship and aesthetics
The ways that text, author, reader, context and criticism interact and shape an author’s reception over time and in a range of contexts
The ways complex and interconnected textual forms, language features and structures, can represent sophisticated ideas
Responding
Craft extended texts to explain, argue, analyse and evaluate ideas and perspectives
Craft sophisticated and original texts with precision to develop and communicate complex ideas, perspectives and arguments
Craft texts that evaluate the different ways texts are valued and received
Craft texts using language and structural choices appropriate to context, audience and purpose
Use appropriate academic language in the analysis and evaluation of texts
English Extension 11–12 Syllabus (2024) (NESA 2024)


The ideas generated through the Author and authority focus area. These include:
ideas about how authorship and literary authority change over time
that texts are shaped by context, culture and criticism
that readers contribute to meaning-making
how genre, technology and form can redistribute authority
how writers experiment with authorial voice, perspective and representation
that students develop their own authorial voice in critical and creative compositions
Authority is constructed – literary authority is not fixed. Meaning can be shaped by:
the author and the reader
cultural context and historical context
criticism
genre and form
technology and publication.
Authorship changes over time – ideas about originality, ownership and authorship are historically and culturally shaped. Questions to consider include:
What makes an author ‘authoritative’?
How has Western literary culture valued authors?
Can stories belong to communities, cultures or Country?
Readers participate in meaning-making – they help construct it through interpretation, context and perspective. Questions to consider include:
Does the author control meaning?
Can different readers produce different meanings?
What happens when the author is ‘decentred’?
Form and technology influence authority – changes in form, genre and technology can shift who holds authority over texts.
Examples of this include:
oral storytelling and collaborative storytelling
digital texts and multimodal texts
fan fiction and adaptation
social media.

[bookmark: _Toc243385249]Phase 1, activity 3 – syllabus metalanguage
Teacher note: this worksheet will be used throughout the program to build student confidence in using the conceptual and academic language of English Extension 2. This metalanguage glossary is designed to support the annotation of definitions, the addition of examples from texts and readings, the recording of connections between concepts and the revisiting and refinement of student understanding over time. Depending on your context and confidence in using NSWEduChat, you may like to use the ‘Vocabulary and language development’ advice under the Examples of activities heading on the Using NSWEduChat for English 11–12 webpage for the focus area description activity below.
The table below is a guide to some important evaluative language that you can use in your responses throughout this program. The metalanguage is used across Author and authority.
1. Complete the third column providing examples from texts and readings to record your developing connection between concepts.
Table 8 – metalanguage table
	Term
	Definition
	Example and notes

	Aesthetics
	Ideas about artistic beauty, style and value.
	

	Appropriation
	Reworking or adapting another text, idea or cultural element.
	

	Audience
	The intended readers, listeners or viewers of a text.
	

	Authorship
	The role or position of the creator of a text.
	

	Authority
	The power or influence to shape meaning, interpretation or value.
	

	Authorial voice
	The distinctive style or perspective communicated in a text.
	

	Cultural authority
	Authority connected to cultural knowledge, experience or responsibility.
	

	Decentred author
	The idea that the author is not the sole source of meaning.
	

	Form
	The structure or mode of a text.
	

	Genre
	A category or type of text with shared conventions.
	

	Interpretation
	The process of making meaning from a text.
	

	Intertextuality
	The relationship between texts. The ways texts reference one another.
	

	Literary criticism
	The analysis and evaluation of literature.
	

	Originality
	The idea that a text or idea is new or unique.
	

	Perspective
	A particular viewpoint or way of understanding ideas.
	

	Reader response
	The idea that readers help construct meaning.
	

	Representation
	The way ideas, people, cultures or experiences are portrayed.
	

	Theoretical framework
	A set of conceptual ideas used to interpret texts.
	

	Value-making
	The processes through which texts become valued or legitimised.
	


[bookmark: _Toc243385250]Phase 1, activity 4 – theory connections discussion scaffold
Teacher note: this activity supports students in connecting theoretical ideas from reader-response theory and post-structuralism to prior Senior English 11–12 learning and compositional practice. The scaffold encourages students to synthesise concepts across courses while strengthening confidence in using conceptual and academic language in discussion and reflection.
This activity helps you connect theoretical ideas about authorship, authority and interpretation to prior textual study and writing experiences. Use the scaffold to identify conceptual links. Reflect on how these ideas challenge or extend your understanding of literature and meaning.
Connecting theory to textual study
1. Complete the following table using your knowledge from the mini-lecture, provocations research and critical readings.
Table 9 – connecting prior learning to textual study
	Prior learning
	Connection to theory

	Fragmentation and form
	

	Interpretation
	

	Intertextuality
	

	Literary criticism
	

	Reader positioning
	

	Reworking voice
	


Complete the following reflection question in your English book in one paragraph.
Which theoretical idea most challenges your previous understanding of literature and meaning? How?


[bookmark: _Toc243385251]Phase 1, resource 3 – contextual introduction to Alexis Wright
Teacher note: this resource introduces students to key conceptual ideas connected to Aboriginal storytelling frameworks and relational authority through the work of Alexis Wright. The resource supports discussion about collective voice, Country as knowledge-holder and the ways storytelling can challenge Western assumptions about authorship and ownership. It may be beneficial to refer to Phase 1, resource 1 – living glossary for some of the key terminology of this activity.
Alexis Wright and relational authority
In Alexis Wright’s work, these storytelling frameworks shape a relational understanding of authority. Knowledge and meaning emerge through connections between the storyteller, Country, community, culture and collective experience.
Key conceptual ideas
Aboriginal storytelling frameworks
Storytelling connected to culture, memory and responsibility
Stories connected to country and community
Meaning shaped through relational understanding
Collective voice
Authority not centred in one individual voice
Storytelling connected to shared knowledge and experience
Country as knowledge-holder
Country understood as living, knowing and relational
Authority connected to place, history and cultural continuity


[bookmark: _Toc243385252]Phase 1, activity 5 – close discussion On writing Carpentaria
Teacher note: this discussion scaffold supports close conceptual engagement with the non-fiction text On writing Carpentaria by Alexis Wright. This encourages students to analyse how Alexis Wright challenges Western literary assumptions about authority, originality and ownership. The activity also reinforces the use of syllabus metalanguage in collaborative discussion and analytical thinking. It may be beneficial to refer to Phase 1, resource 1 – living glossary for some of the key terminology of this activity.
If teaching a very small class, adapt the collaborative structure rather than omitting it. Students can work as a single collaborative group, with each student taking responsibility for a different concept before teaching it back to the group. With one student, the teacher can act as the collaborative partner, deliberately modelling a different interpretation or challenging the student to justify and refine their thinking.
Student note: this scaffold is designed to support your analysis of On writing Carpentaria. Use the focus questions and conceptual language to help you explore ideas about storytelling, authority, reader positioning and relational meaning-making during small group discussion.
1. In collaborative groups, examine and discuss the 3 conceptual ideas and their connections to Alexis Wright’s work. Compare interpretations, identify connections between concepts and use evidence from the prescribed texts to test or refine your thinking. 
Use the following terms during small group discussion to help you explore ideas about storytelling, authority, reader positioning and relational meaning-making:
authority
collective voice
representation 
perspective
reader positioning
cultural authority
context
interpretation
Below are the focus questions you can use during your discussion. Add your notes to the table below.
Table 10 – focus questions for group discussion
	Focus questions for group discussions
	Notes

	How does Wright describe storytelling and authority?
	

	What ideas challenge Western literary authority?
	

	How is authority represented as relational or collective?
	

	What language shapes reader positioning?
	

	How does the extract complicate ideas about originality and ownership?
	




[bookmark: _Toc169692706][bookmark: _Toc243385253]Phase 2 – discovering and engaging with the conceptual heart of the focus area and the connection to the text
[bookmark: _Toc152189590][bookmark: _Toc169692716]In the ‘discovering and engaging with the conceptual heart of the focus area and the connection to the texts’ phase, students move beyond introductory ideas to engage directly with the conceptual heart of the focus area through close interaction with key theoretical perspectives and the work of Alexis Wright. The first sequence is completed as independent student learning before the phase begins, preparing students to engage with complex ideas about authorship, authority and interpretation. The emphasis shifts from recognising that authority is contested to examining how and why different cultural and theoretical frameworks construct authority in fundamentally different ways. Students explore the proposition that authorship is not a universal or neutral concept, but one shaped by cultural knowledge systems, narrative traditions and historical contexts. By reading Wright alongside critical voices, students compare Western ideas of authorial control with Aboriginal understandings of storytelling as relational, place-based and accountable to community and Country. This deepens their understanding of how authority can be shared, redistributed or resisted through choices of authorial voice, genre, structure and perspective. The distinctive scholarly demands of English Extension 2 become active in this phase as students encounter literary thinkers, criticism and Wright’s perspective. Teachers require secure theoretical and textual knowledge to model how academic readings are questioned, tested against evidence and used without displacing the text.
Learning experiences in this phase ask students to consider how ideas of time, memory and place operate differently in Wright’s work. They consider how these differences challenge dominant expectations of narrative coherence and authorial ownership. Students analyse how textual difficulty, non-linear structures and collective voice reposition the reader as an active participant in constructing meaning rather than a passive receiver of authorial intent. Students refine their use of analytical and evaluative metalanguage to articulate complex relationships between text, theory and context. Extended analytical writing tasks support them in forming sustained arguments about whether authorial authority is culturally constructed, preparing them for deeper textual study in the next phase. By the end of this phase, students understand that authority in literature emerges from competing systems of knowledge, storytelling traditions and interpretive frameworks. Through Core formative task 1, students are ready to move into sustained analysis of Wright’s craft with a stronger theoretical foundation and a more nuanced sense of how authority, meaning and value are constructed, challenged and redistributed.


[bookmark: _Toc243385254]Phase 2, activity 1 – evaluative paragraph scaffold
Teacher note: this activity supports students in synthesising and evaluating competing models of authority presented by Roland Barthes and Alexis Wright. Students move beyond identifying differences to examining the assumptions about authorship, interpretation, storytelling and cultural responsibility that underpin each perspective. The scaffold supports the development of comparative analytical writing and introduces evaluative judgement, which will be revisited throughout the unit.
Student note: this activity will help you compare 2 different ways of understanding authority. As you complete the scaffold, focus on how Barthes and Wright construct relationships between author, reader, story and meaning. Use evidence from both texts and aim to evaluate the implications of each perspective rather than simply describing them.
1. Write an evaluative paragraph responding to the following question:
How do Barthes and Wright construct authority differently?
Use the scaffold below to support your response.
Table 11 – evaluative support scaffold
	Paragraph component
	Guiding questions
	Sentence scaffold

	Topic sentence
	What is the key difference between these models of authority?
	While Barthes constructs authority as …, Wright positions authority as …

	Explain Barthes’ perspective
	How does Barthes challenge traditional ideas about authorship? Who controls meaning?
	Barthes argues that meaning is shaped by … rather than … This positions the reader as to …

	Evidence and analysis
	What quotation or idea supports this? What assumptions does it reveal?
	This is evident when Barthes states ‘…’, suggesting that …

	Explain Wright’s perspective
	How does Wright redefine authority and storytelling?
	In contrast, Wright presents authority as …, grounded in … and …

	Evidence and analysis
	What quotation or idea supports this? What values or cultural assumptions are evident?
	Wright’s assertion that ‘…’ highlights how storytelling is connected to …

	Comparative evaluation
	What are the major tensions or overlaps between these perspectives?
	Although both perspectives challenge traditional author-centred interpretation, Barthes emphasises … whereas Wright foregrounds …

	Concluding evaluation
	Which model offers a broader or more ethical understanding of authority? Why?
	Ultimately, these models construct authority differently because …, revealing differing assumptions about … and …




[bookmark: _Toc243385255]Phase 2, activity 2 – concept mapping scaffold
Teacher note: this activity consolidates students’ understanding of relational authority through visual representation. Students synthesise ideas from previous readings and discussions, making explicit the connections between the author, Country, community, the text and the reader. The activity provides a useful formative assessment of conceptual understanding before students move into genre and narrative authority.
Student note: this concept map will help you visualise how authority operates in Wright's storytelling framework. Rather than thinking about authority as belonging to one person, consider how relationships between people, place, stories and readers shape meaning and interpretation.
1. Create a concept map that visually represents the relationships between:
the author
Country
community
the text
the reader.
Your concept map should:
use arrows and linking phrases
include quotations or paraphrased ideas from Wright’s essay ‘What happens when you tell somebody Else’s story?’
identify how authority is shared, negotiated or connected
demonstrate how meaning emerges through relationships rather than individual ownership.
Suggested structure
Place storytelling authority in the centre of your concept map.
Connect the following concepts:
author
Country
community
text
reader.
For each connection:
label the relationship
explain how authority or meaning is shaped
include supporting evidence or conceptual vocabulary.
Guiding prompts are provided for each relationship to support the creation of your concept map.
Author and Country
1. How is the storyteller connected to place, memory or cultural knowledge?
1. How does Country shape authority?
Author and Community
What responsibilities does the storyteller have to others?
How is storytelling connected to collective voice?
Text and Reader
How is the reader positioned ethically or culturally?
What responsibilities come with interpretation?
Country and Community
How does knowledge emerge through shared relationships?
How does Country function as more than setting?
Reader and Community
How might readers engage respectfully with stories connected to culture and Country?
Conceptual vocabulary bank
Some vocabulary you can incorporate in your responses could include:
relational authority
interconnectedness
collective knowledge
ethical interpretation
cultural responsibility
storytelling practice
representation
communal voice
reader positioning
continuity.


[bookmark: _Toc243385256]Phase 2, activity 3 – genre and authority
Teacher note: this activity provides explicit instruction about the relationship between genre and authority. It introduces students to conventions associated with the traditions surrounding the Western novel and demonstrates how Alexis Wright deliberately disrupts these expectations. The activity prepares students for comparative analysis of Carpentaria and The Swan Book and supports understanding of how form influences interpretation and cultural authority.
Student note: this activity introduces the idea that genre is not neutral. The conventions we expect from novels influence how we read and what we value. As you work through this material, consider how Wright challenges these expectations and how these disruptions change the way authority is constructed within a text.
Understanding genre conventions and disruption in Alexis Wright’s writing
Genre as authority
1. Expand the definition of genre provided below to include more detail.
A genre is a set of expectations that shapes how texts are written and interpreted.
Review the elements of a text that are influenced by genre and add your ideas.
Genres influence:
structure
voice
characterisation
setting
narrative perspective
reader expectations.
Readers often unconsciously expect texts to follow familiar patterns. These expectations shape what is considered ‘conventional’, ‘literary’ or ‘authoritative’. Read the table below and add examples in the column provided.
The Western novel tradition
The Western novel has historically privileged particular storytelling conventions and ways of understanding authority.
Table 12 – common conventions of the Western novel
	Common conventions of the Western novel
	How authority is often co-constructed
	Example

	Clear beginning, middle and end
	Reader guided toward stable meaning.
	

	Human-centred storytelling
	Nature often positioned as background rather than active presence.
	

	Individual protagonist
	Focus on personal identity and agency.
	

	Linear plot progression
	Meaning controlled through ordered structure.
	

	Realist representation
	Authority linked to realism and plausibility.
	

	Singular narrative voice
	One dominant perspective shapes interpretation.
	


Alexis Wright and genre disruption
Alexis Wright challenges and reshapes many conventions of the Western novel. Her storytelling often draws from:
Aboriginal storytelling traditions
oral storytelling structures
collective memory
cyclical understandings of time
relationships between people, Country and story.
Rather than presenting authority as singular or fixed, Wright constructs storytelling as:
relational
communal
layered
culturally grounded
spiritually connected to Country.
Keys ways Wright disrupts conventional expectations
The table below explore conventional expectations and Alexis Wright’s disruption of these. In the space provided add examples of each conventional expectation from Wright’s work.
Table 13 – Wright’s disruption of conventional expectations
	Conventional expectation
	Wright’s disruption
	Example from Wright

	Country as setting
	Country as living knowledge holder
	

	Individual hero
	collective voices and communities
	

	Linear chronology
	Cyclical or shifting time
	

	Realism only
	Mythical, spiritual and dreamlike elements
	

	Stable narrator
	Shifting perspectives and layered voices
	

	Story as ownership
	Story as responsibility and relationship
	


Why does genre disruption matter?
Add your own ideas to the following. When writers disrupt genre conventions, they also disrupt:
who controls meaning
how readers interpret texts
what kinds of stories are valued
whose knowledge systems are recognised.
Genre disruption can:
challenge dominant literary traditions
reposition cultural authority
invite readers into unfamiliar ways of thinking and reading.
Add vocabulary and definitions to your living glossary.
Conceptual vocabulary
genre conventions and genre disruption
narrative authority
collective voice
reader positioning
oral storytelling
relational time and cyclical time
relational storytelling
cultural authority.
Using the vocabulary and ideas you have learned about genre disruption, narrative authority and cultural perspectives, write a short reflection (150–200 words) explaining how your thinking about storytelling, reading and cultural authority has started to change, expand or be challenged. Consider how disrupting genre conventions affects who gets to tell stories and how those stories influence readers.


[bookmark: _Toc243385257]Phase 2, activity 4 – comparative genre analysis scaffold
Teacher note: this activity develops students' ability to analyse how genre conventions shape authority and reader expectations. Through close comparison of Wright’s Carpentaria and The Swan Book, students identify how narrative experimentation is employed to challenge dominant literary traditions and reposition authority.
Student notes: this activity asks you to compare how Alexis Wright’s Carpentaria and The Swan Book disrupt conventional expectations of novels. Focus on what Wright changes, why she changes it and how these choices affect the reader's experience and understanding of authority.
Comparing genre disruption in Carpentaria and The Swan Book:
Identifying genre conventions
1. Before reading, brainstorm conventions commonly associated with the Western novel and provide examples in the table below.
Table 14 – identifying genre conventions
	Conventional expectations of novels
	Examples

	clear resolution
	

	individual protagonist
	

	linear structure
	

	singular narrative
	

	realism
	


Comparative close reading
Read extracts from Wright’s novels Carpentaria and The Swan Book. As you read, annotate examples of:
non-linear time
collective voice
mythical or dreamlike imagery
oral storytelling qualities
shifting perspectives
Country as active presence
disruptions to realism or structure.
Comparative analysis table
Complete the comparative analysis table below, providing examples from each text of the narrative features and explaining how they disrupt conventional expectations and effect authority or reader positioning.
Table 15 – comparative analysis table
	Narrative feature
	Example from Carpentaria
	Example from The Swan Book
	How does this disrupt conventional expectations?
	How does this affect authority or reader positioning?

	collective voice
	
	
	
	

	country as active presence
	
	
	
	

	relational time
	
	
	
	

	non-linear time
	
	
	
	

	oral storytelling structures
	
	
	
	

	shifting perspectives
	
	
	
	




[bookmark: _Toc243385258]Phase 2, activity 5 – reception and criticism source guide
Teacher note: this introduces students to literary criticism and the role criticism plays in constructing authority. The source guide has been deliberately curated to present differing perspectives on Carpentaria. Students should be encouraged to identify the assumptions, values and interpretive frameworks underpinning each response rather than determining which perspective is ‘correct’. This activity requires access to devices. If students do not have access the teacher will need to print these readings to be used along with the activity.
Student note: this resource explores how readers, critics and scholars respond differently to texts. As you read the extracts, consider how different perspectives shape interpretation and influence what is valued within literary culture. Think about who has the authority to decide whether a text is important and how that authority is established.
Introduction
Literary reception shapes how texts are understood, valued and positioned within literary culture. Reviews and criticism are never neutral because they reflect assumptions about:
What literature should look like
Whose stories are valued
What counts as ‘good writing’
Who has authority to interpret texts.
1. The following extracts represent differing responses to Alexis Wright’s Carpentaria. As you read, consider:
What assumptions about literature are visible?
How is authority constructed?
Which perspectives are privileged?
How are readers positioned?
Read the sources one to 4 below. Respond to the note-taking prompts in your English book.
Source 1 – mainstream literary review
‘I’ve just read Carpentaria again, 13 years later, and perhaps I’m only realising now how much it had, over a decade ago, gotten into the marrow of my bones. This novel will change you, as long as you have the guts to read all the way through.’
Winch TJ (2020) ‘The Australian book you’ve finally got time for: Carpentaria by Alexis Wright’, The Guardian.
Context
This extract reflects a mainstream literary response focused on readability, structure and narrative coherence.
Prompts for note taking could include:
What expectations about novels are implied?
How is the reader positioned?
What assumptions about literary value are visible?
How does the review construct authority?
Source 2 – academic critical response
‘But Carpentaria does more than reverse the colonist distribution of rationality and irrationality between white and Aboriginal. It does more than tell tales of white irrationality on one hand and Aboriginal logic and intelligence on the other. It accomplishes its political work through an aesthetics of uncertainty, a radical, irresolvable equivocality in language and form.’
Ravenscroft A (2010) ‘Dreaming of others: Carpentaria and its critics’, Cultural Studies Review, 16(2):194–224.
Context
This academic interpretation draws on Aboriginal literary criticism, psychoanalytic theory and reader-response approaches to explore how Carpentaria challenges conventional reading practices and resists interpretive mastery.
Prompts for note taking could include:
What assumptions about interpretation or understanding does she challenge?
How does she suggest Carpentaria resists reader control or certainty?
What tensions emerge between Western literary criticism and Aboriginal ways of knowing?
How is authority distributed between text, reader, culture and knowledge systems?
What does Ravenscroft suggest are the ethical responsibilities of readers approaching Carpentaria?
Source 3 – Aboriginal perspective on storytelling and reception
‘Aboriginal texts as knowledge, with storytelling practices positioned as the production, maintenance and transmission of knowledge.’
Flynn E (2022) ‘An Indigenous Grand Narrative Voice: Alexis Wright's Carpentaria as Indigenous Epistemology’, Commonwealth Essays and Studies, 44(2).
Context
This article argues that Carpentaria should be understood through Aboriginal epistemologies, where storytelling functions as a form of knowledge production and transmission rather than simply artistic expression.
Prompts for note taking could include:
How does this redefine the purpose of storytelling?
How does knowledge become a source of authority?
How does this differ from author-centred literary criticism?
What role does community play in maintaining meaning?
Source 4 – reader response perspective
‘Carpentaria’s predominantly white readership is forced to reassess whether it is truly “post-colonial”.’
Solomon A (2018) ‘Carpentaria: a foray into Indigenous consciousness’, NEW: Emerging Scholars in Australian Indigenous Studies, 2(1),:91–94.
Context
This review argues that Wright deliberately positions readers to question their assumptions about history, authority and Aboriginal experience. Rather than offering straightforward interpretation, the novel requires readers to reconsider their own perspectives.
Prompts for note taking could include:
How does the novel challenge reader assumptions?
What work is required of readers?
How does Wright position audiences differently from conventional novels?
Why might discomfort or uncertainty be significant?
Comparative analysis table
Complete the below comparative analysis table in your English book using the information above and your research.
Table 16 – comparative analysis table
	Source
	Key assumptions about literature
	How authority is constructed
	How readers are positioned
	Key conceptual vocabulary

	Source 1
	
	
	
	

	Source 2
	
	
	
	

	Source 3
	
	
	
	

	Source 4
	
	
	
	


Synthesis questions
Answer the questions below in your English book:
1. What tensions exist between mainstream literary expectations and Wright’s storytelling practices?
How does criticism shape what readers consider ‘important’ literature?
Which perspective do you find most convincing and why?
[bookmark: _Toc243385259]Phase 2, activity 6 – critical framework research scaffold
Teacher note: this activity introduces students to the role of theoretical frameworks in shaping interpretation. Students investigate how different critical perspectives foreground particular aspects of Wright’s Carpentaria while potentially obscuring others. The activity develops independent research skills and supports students in recognising that all interpretations are shaped by underlying assumptions about authority, meaning and literature.
Student note: this activity will help you understand how literary theories influence interpretation. Different frameworks ask different questions and therefore produce different readings of the same text. As you complete the scaffold, focus on how your chosen framework constructs authority and what becomes visible or less visible when it is applied to Carpentaria.
Applying critical frameworks to Carpentaria
In this activity, you will investigate how different critical frameworks shape the way readers interpret texts. Literary theories are not simply tools for analysis; they influence what readers notice, what they value and how authority is constructed within a text. Different frameworks position readers in different ways and produce different readings of the same text. Your goal is to develop an understanding that literary interpretation is never neutral.
Selecting a framework
1. Choose one framework:
postcolonial theory
Aboriginal sovereignty framework
ecocriticism
narrative theory or polyphony
reader-response theory
feminist or Aboriginal feminist lens.
Researching the framework
Complete the following table with your research from the literary framework.
Table 17 – research framework
	Research area
	Notes

	Name of framework
	

	Key theorists or ideas
	

	Main concerns of the framework
	

	Important terminology
	

	Questions this framework asks about texts
	

	How this framework constructs authority
	


Applying the framework to Carpentaria
Analyse the opening chapter through your selected framework and complete the table below.
Table 18 – opening chapter analysis
	Textual evidence or example
	What does the framework notice or value?
	How does this shape interpretation?

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	


Evaluating interpretation
Respond to the following questions in your English book using the information in the activities above.
1. What aspects of Carpentaria become more visible through this framework? What assumptions about literature or storytelling shape this framework?
1. How does this framework position readers differently? What are the strengths or limitations of this perspective?
1. How does this framework shape ideas of authority and meaning?
Comparative thinking
Complete the following statement.
‘Interpreting Carpentaria through a … framework positions authority as … because …’
Below is a framework summary table to support your analysis of the text. Refer to the questions in the table to support your comparative thinking statement.
Table 19 – framework summary table
	Framework
	Main focus
	Questions asked about texts

	Postcolonial theory
	Colonial power, resistance, representation
	How does the text challenge colonial narratives?

	Aboriginal sovereignty framework
	Country, Aboriginal authority, cultural responsibility
	How does the text foreground Aboriginal ways of knowing?

	Ecocriticism
	Relationships between humans and environment
	How is Country represented as active or interconnected?

	Narrative theory or polyphony
	Voice, structure, multiple perspectives
	How do narrative forms shape authority?

	Reader-response theory
	Reader interpretation and meaning-making
	How do readers construct meaning differently?

	Feminist or Aboriginal feminist lens
	Gender, power, representation
	How are women and cultural identities represented?




[bookmark: _Toc243385260]Core formative task 1 – research and conceptual positioning
Teacher note: this activity should provide enough structure to support conceptual thinking while still requiring students to make independent choices about texts, theory and argument.
Student note: this task invites you to develop your own position on a key idea from the Author and authority focus area. You will draw on literary theory, critical reading and your own textual exploration to develop a conceptual argument about authority, authorship and interpretation.
The purpose of this task is to help you develop a personal position on one of the central questions in the Author and authority focus area. You will explore how different cultural, literary and theoretical perspectives understand authorship, authority and interpretation. Through focused research, you will evaluate how authorial authority is culturally constructed, negotiated and challenged. This will enhance your ability to evaluate how storytelling practices shape ideas about ownership, responsibility and meaning.
You will develop your research skills by locating and evaluating relevant sources, selecting and synthesising evidence. You will make connections between perspectives and explore tensions or competing viewpoints. You will then reflect on how your research has shaped, challenged or expanded your understanding of authorial authority.
Task overview
1. Undertake a focused research investigation addressing the following question:
To what extent is the concept of authorial authority culturally constructed?
Your response must:
1. refer to one theoretical perspective explored in Phase 2, sequence 3 – authority and reception – how criticism reshapes meaning and value over time
postcolonial theory
Aboriginal sovereignty framework
ecocriticism
narrative theory (polyphony)
reader-response theory
feminist or Aboriginal feminist lens
locate and select at least 2 additional credible sources that develop, challenge or complicate your chosen theoretical perspective
record key ideas, claims and evidence from your research
identify tensions, contradictions or competing viewpoints emerging from your research
develop a preliminary conceptual position in response to the question
use relevant theoretical concepts and academic metalanguage to explain and evaluate your findings
record sources using an appropriate referencing convention.


[bookmark: _Toc243385261]Phase 2, activity 7 – Core formative task 1 and annotation
Teacher note: the table in this resource is designed to support teacher judgement when comparing c-range and higher-range responses to the same prompt. The first column provides a mid-range sample and the second column offers a higher range sample response. The third column provides annotations of the choices that created the improvement.
Teachers may use this table to help students notice the difference between competent and more sophisticated writing. Its primary purpose is for teacher use to support consistent teacher judgement and assist teachers to identify similar patterns in their own students’ work. The c-range response is written in full below.
Student note: use these observations to identify one aspect of your own persuasive response that you could strengthen, then revise your response to improve its effectiveness.
1. Review the sample response and annotation table to identify how the writer’s choices contribute to the effectiveness of the response. Use the annotations to support your evaluation and guide revisions to your own persuasive response.
Authorial authority is culturally constructed to a large extent because cultural ideas influence whose voices are valued and who is considered to have authority to tell a story. Narrative theory, particularly Bakhtin’s concept of polyphony, provides a useful way to understand this because it suggests that texts can contain multiple voices rather than one single authoritative perspective. Research by Linda Tuhiwai Smith and Aileen Moreton-Robinson also shows that ideas about knowledge and authority are connected to cultural and historical contexts. Alexis Wright’s Carpentaria and Tracker demonstrate that authority can be shared between authors, communities and different voices. However, Wright still makes choices about which voices are included and how they are presented. Therefore, authorial authority is culturally constructed, but authors still have agency.
Bakhtin’s concept of polyphony explains how different voices can exist within a text without being completely controlled by one voice. Polyphonic texts allow different perspectives to contribute to meaning. This challenges the traditional idea that the author is the only person who controls the meaning of a text. In Tracker, Wright uses interviews, testimonies and different perspectives about Tracker Tilmouth. These voices provide different understandings of Tracker rather than one fixed version of his life. The use of multiple voices therefore distributes narrative authority across different speakers.
However, polyphony does not necessarily mean that every voice has equal authority. Wright chooses which people are included and determines how their voices are arranged within the text. This means that she still has authorial control. There is therefore a tension between distributed authority and authorial agency. The text challenges the idea that the author is the only authority, but the author still shapes the way the different voices are presented.
Linda Tuhiwai Smith’s Decolonizing Methodologies develops this idea by examining how Western systems have historically controlled knowledge and representation of Indigenous peoples. Smith argues that research and knowledge production are connected to power. This is important when considering polyphony because simply including different voices does not automatically mean that all voices have equal authority. Cultural and historical contexts influence whose knowledge is recognised as legitimate. This complicates Bakhtin’s theory because the presence of multiple voices does not necessarily remove existing power relationships.
Aileen Moreton-Robinson’s Talkin’ Up to the White Woman provides another perspective on the relationship between Aboriginal knowledge, power and sovereignty. Her work demonstrates that Indigenous relationships to knowledge and Country cannot always be understood through dominant Western ideas. This suggests that authority is connected to cultural relationships and experiences rather than simply being created by having many voices in a text. Moreton-Robinson therefore further complicates the idea that polyphony alone can redistribute authority.
These ideas can be seen in Wright’s Carpentaria. The opening phrase ‘The Pricklebush mob say’ establishes the community as an important source of knowledge and authority. The phrase ‘his father’s fathers’ also connects knowledge to ancestry and cultural continuity. These examples show that authority can come from community and cultural knowledge rather than only from an individual author. The reader is encouraged to recognise a collective source of authority.
At the same time, Wright remains responsible for constructing the narrative. She chooses the language, perspectives and structure through which these forms of knowledge are represented. This creates another tension between collective cultural authority and individual creative agency. Wright’s authorial role is not removed by the presence of community voices. Instead, she uses her creative choices to make these relationships and forms of knowledge central to the text.
Overall, authorial authority is culturally constructed to a significant extent because culture influences whose knowledge is valued and who is recognised as having the authority to tell stories. Bakhtin’s concept of polyphony shows that multiple voices can challenge the authority of a single narrator or author. Smith and Moreton-Robinson complicate this idea by showing that cultural and historical power relationships influence whose voices are considered authoritative. Wright’s Carpentaria and Tracker demonstrate that authority can be distributed across different voices, communities and cultural knowledge. However, Wright still exercises authorial agency through her choices about form and representation. My preliminary position is therefore that authorial authority is culturally constructed and negotiated, rather than completely controlled by the individual author.
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Table 20 – Core formative task 1 – sample task text annotations
	Instead of this – C-range sample
	Try this – higher-range sample
	Annotations of reworked response

	Authorial authority is culturally constructed to a large extent because cultural ideas influence whose voices are valued and who is considered to have authority to tell a story. Narrative theory, particularly Bakhtin’s concept of polyphony, provides a useful way to understand this because it suggests that texts can contain multiple voices rather than one single authoritative perspective. Research by Linda Tuhiwai Smith and Aileen Moreton-Robinson also shows that ideas about knowledge and authority are connected to cultural and historical contexts. Wright’s Carpentaria and Tracker demonstrate that authority can be shared between authors, communities and different voices. However, Wright still makes choices about which voices are included and how they are presented. Therefore, authorial authority is culturally constructed, but authors still have agency.
	Authorial authority is not simply possessed by the writer; it becomes recognisable through the cultural, political and narrative relationships that determine whose knowledge can speak with authority. Narrative theory, particularly Bakhtin’s concept of polyphony, exposes the instability of the sovereign author by positioning meaning as dialogic and authority as distributed across competing voices. Yet Alexis Wright’s Carpentaria and Tracker also reveal the limits of this redistribution. Multiple voices do not automatically produce equal authority, nor does the presence of collective knowledge eliminate authorial agency. Instead, Wright constructs forms of authorship in which creative control is exercised through relationships with community, Country, memory and competing perspectives. Authorial authority is therefore culturally constructed to a significant extent, but more precisely, it is negotiated rather than simply transferred or surrendered.
	Moves from stating the position to establishing a conceptual argument.
The C-range response answers the question clearly and identifies the chosen theory.
The A-range response immediately establishes a more precise distinction between authority and agency and introduces the central concept of negotiation. It also establishes the tension that will drive the response rather than leaving it until later

	Bakhtin’s concept of polyphony explains how different voices can exist within a text without being completely controlled by one voice. Polyphonic texts allow different perspectives to contribute to meaning. This challenges the traditional idea that the author is the only person who controls the meaning of a text.
	Bakhtin’s concept of polyphony challenges the assumption that narrative meaning ultimately belongs to a single controlling consciousness. In a polyphonic text, voices retain a degree of independence and enter into dialogue rather than being reduced to expressions of an authorial viewpoint. This makes authority a relational property of the text: it emerges through the interaction of perspectives rather than through the imposition of a single final interpretation. However, the concept becomes more complex when applied to Wright because the existence of multiple voices does not mean that the author disappears.
	The C-range response explains the theory accurately. 
The A-range response moves into evaluation and conceptual application, asking what polyphony means for the location of authority. ‘Single controlling consciousness’, ‘dialogue’ and ‘relational property’ provide more precise theoretical language.

	In Tracker, Wright uses interviews, testimonies and different perspectives about Tracker Tilmouth. These voices provide different understandings of Tracker rather than one fixed version of his life. The use of multiple voices therefore distributes narrative authority across different speakers.
However, polyphony does not necessarily mean that every voice has equal authority. Wright chooses which people are included and determines how their voices are arranged within the text. This means that she still has authorial control. There is therefore a tension between distributed authority and authorial agency. The text challenges the idea that the author is the only authority, but the author still shapes the way the different voices are presented
	Tracker foregrounds this tension through its incorporation of testimony, interview, documentary material and competing recollections of Tracker Tilmouth. Wright does not present a singular, definitive account that readers are required to accept. Instead, authority is dispersed across voices whose experiences and perspectives contribute differently to the construction of Tracker’s identity. The form consequently resists the assumption that biography involves recovering one objectively authoritative version of a life. Yet this redistribution is itself carefully authored. Wright selects, juxtaposes and structures the voices through which Tracker becomes knowable. Polyphony therefore unsettles authorial sovereignty without abolishing authorial agency.
	The C-range response moves from feature to function to implication before evaluation.
The C-range response identifies the multiple voices as well as the tension explicitly, which is an important strength.
The A-range response explains what the form does to conventional ideas of authority and then introduces the crucial complication that the redistribution of authority is itself authored. It also integrates the tension into the analysis rather than treating it as a separate ‘however’ paragraph. This produces a more sustained conceptual argument.

	Linda Tuhiwai Smith’s Decolonizing Methodologies develops this idea by examining how Western systems have historically controlled knowledge and representation of Indigenous peoples. Smith argues that research and knowledge production are connected to power. This is important when considering polyphony because simply including different voices does not automatically mean that all voices have equal authority. Cultural and historical contexts influence whose knowledge is recognised as legitimate. This complicates Bakhtin’s theory because the presence of multiple voices does not necessarily remove existing power relationships.
	Linda Tuhiwai Smith’s Decolonizing Methodologies complicates this theoretical model by demonstrating that questions of voice cannot be separated from histories of colonial knowledge production. Smith’s discussion of research and representation demonstrates that dominant systems have historically determined whose knowledge is recognised as legitimate. If authority is shaped by these systems, then simply multiplying voices within a text does not necessarily produce an equal distribution of authority. The question becomes not merely how many voices are present, but what cultural and historical relationships make a voice authoritative.
	The C-range response successfully records and applies the research, meeting the Core formative task requirement.
The A-range response makes the research do more conceptual work. Rather than saying Smith is ‘important’, it uses her ideas to test the limits of polyphony and generates a new conceptual question.

	Aileen Moreton-Robinson’s Talkin’ Up to the White Woman provides another perspective on the relationship between Aboriginal knowledge, power and sovereignty. Her work demonstrates that Aboriginal relationships to knowledge and Country cannot always be understood through dominant Western ideas. This suggests that authority is connected to cultural relationships and experiences rather than simply being created by having many voices in a text. Moreton-Robinson therefore further complicates the idea that polyphony alone can redistribute authority.
	Aileen Moreton-Robinson’s Talkin’ Up to the White Woman further complicates this position by foregrounding relationships between Aboriginal knowledge, sovereignty, Country and power. Her work challenges the assumption that authority can be understood through universal Western frameworks. Applied to Alexis Wright, this suggests that narrative authority cannot be considered only as a formal feature of a text. The cultural relationships underpinning knowledge and representation must also be considered. A voice does not become authoritative simply because it has been included; its authority is connected to cultural context, relationships and responsibility.
	The C-range response introduces a second credible source and explains its relevance.
The A-range response synthesises the source with the central concept, shifting from ‘different voices’ to questions of cultural authority, context and responsibility.

	These ideas can be seen in Wright’s Carpentaria. The opening phrase ‘The Pricklebush mob say’ establishes the community as an important source of knowledge and authority. The phrase ‘his father’s fathers’ also connects knowledge to ancestry and cultural continuity. These examples show that authority can come from community and cultural knowledge rather than only from an individual author. The reader is encouraged to recognise a collective source of authority.
	These perspectives sharpen the significance of Carpentaria. The opening assertion that ‘The Pricklebush mob say’ does more than introduce an alternative narrator. It establishes collective testimony as a source of epistemic authority. Similarly, ‘his father’s fathers’ situates knowledge within ancestry and continuity, while the novel’s relationship with the river unsettles Western distinctions between human experience, history and place. The reader is therefore not simply invited to choose between competing individual perspectives. Instead, the text positions knowledge within a network of communal, ancestral and Country-based relationships. Authority is redistributed, but it is not culturally unmoored.
	The C-range response identifies evidence and explains its connection to authority.
The A-range response interprets the textual details as evidence of a particular model of knowledge. It also introduces ‘epistemic authority’ and connects the evidence to communal, ancestral and Country-based relationships.

	At the same time, Wright remains responsible for constructing the narrative. She chooses the language, perspectives and structure through which these forms of knowledge are represented. This creates another tension between collective cultural authority and individual creative agency. Wright’s authorial role is not removed by the presence of community voices. Instead, she uses her creative choices to make these relationships and forms of knowledge central to the text.
	This creates a productive contradiction at the centre of Wright’s authorial practice. Polyphony appears to challenge individual ownership of narrative authority, yet Wright’s deliberate construction of that polyphony demonstrates that authorship remains consequential. Her agency lies not in controlling a single authoritative meaning, but in creating the conditions through which different forms of knowledge can encounter one another. The author therefore becomes less a sovereign owner of meaning than a mediator of relationships between voices, histories, readers and cultural knowledge.
	Moves from identifying a tension to evaluating its significance. The C-range response correctly recognises that Wright retains creative agency.
The A-range response asks what that agency actually means within a relational model of authority. The contradiction becomes productive rather than simply a ‘both sides’ observation.

	Overall, authorial authority is culturally constructed to a significant extent because culture influences whose knowledge is valued and who is recognised as having the authority to tell stories. Bakhtin’s concept of polyphony shows that multiple voices can challenge the authority of a single narrator or author. Smith and Moreton-Robinson complicate this idea by showing that cultural and historical power relationships influence whose voices are considered authoritative. Wright’s Carpentaria and Tracker demonstrate that authority can be distributed across different voices, communities and cultural knowledge. However, Wright still exercises authorial agency through her choices about form and representation.
	Ultimately, the cultural construction of authorial authority is not best understood as a simple movement from author to the reader or individual before moving to the collective. Wright’s texts suggest a more relational model. Authority is produced through culturally specific relationships that determine who can speak, who can be heard, what knowledge is valued and what responsibilities accompany representation.
	The C-range conclusion summarises the investigation and answers the question.
The A-range conclusion synthesises rather than repeats. It rejects simplistic binaries and reformulates the argument as a question of relationships, recognition and responsibility.

	My preliminary position is therefore that authorial authority is culturally constructed and negotiated, rather than completely controlled by the individual author.
	The author retains creative agency, but that agency is accountable to relationships beyond the individual self. In this sense, Wright does not simply redistribute authority; she challenges the assumption that authority was ever an individual possession in the first place.
	The C-range response fulfils the Core formative task requirement to develop a preliminary conceptual position.
The A-range response extends and complicates that position, distinguishing between authority, agency and accountability and arriving at a more original conceptual claim.




[bookmark: _Toc243385262]Phase 3 – engaging personally, analytically and critically with texts
In the ‘engaging personally, analytically and critically with texts’ phase, students move from conceptual and theoretical exploration into sustained close study of Alexis Wright’s works. The first sequence is completed as independent learning before the phase begins, ensuring students enter the study with a foundational understanding of the text’s cultural, conceptual and literary contexts. The emphasis shifts from understanding that authority is culturally constructed to examining how authority operates at the level of narrative craft. Through detailed analysis of Wright’s language, authorial voice, structure and representations of time and memory, students investigate how narrative authority can be embedded in form rather than located solely in the figure of the author. Learning experiences focus on how Wright redistributes authority through collective voice, relational time, polyphonic narration and non-linear structures that challenge Western expectations of realism, coherence and authorial control. Students explore how histories and memories are represented as living, cyclical and place-based, shifting authority towards Country, community and storytelling traditions.
Through Core formative task 2, they examine how textual complexity, ambiguity and narrative instability reposition readers as active participants in meaning-making rather than passive recipients of authorial intention. They consider how authority operates through reader participation, interpretive labour and the negotiation of competing perspectives. Students refine their ability to integrate textual evidence, conceptual vocabulary and theoretical understandings when analysing how authority is constructed, challenged and redistributed within texts.
By the end of this phase, students understand that narrative authority is enacted through stylistic, structural and representational choices and that readers play a significant role in negotiating meaning. They are prepared to extend these understandings into comparative, theoretical, critical and creative explorations of authority in the next phase of the course. In this phase, academic language and scholarly readings should be integrated into sustained close analysis rather than added as separate theory. Explicit modelling should show how precise textual evidence, critical terminology and scholarly perspectives work together to produce evaluative interpretation.


[bookmark: _Toc243385263][bookmark: _Toc169692740]Phase 3, activity 1 – close reading scaffold for reader positioning
Teacher note: this activity introduces students to Wright’s disruption of conventional reading practices. Core text 1 – extracts from Carpentaria by Alexis Wright, extract 1 – Chapter 1 ‘From time Immemorial’ can be found in the Core texts booklet. Students should focus on how narrative voice, temporality and storytelling structures position readers as active participants in meaning-making. Encourage students to tolerate ambiguity and record observations rather than searching for a single interpretation perceived as correct.
Student note: in this activity you will explore how Wright challenges conventional reading expectations. Focus on how the text positions you as a reader and what you are required to do to construct meaning. You are not expected to understand everything immediately. Instead, notice moments of uncertainty, disruption and complexity and consider how these contribute to the reading experience.
Preparing to read
1. Before reading ’From time immemorial’ from Carpentaria, reflect on the following question in your English book.
What do readers usually expect from novels?
Prediction – respond to the following prediction question in your English book.
How might Carpentaria challenge these expectations?
First reading: noticing difficulty and disruption
Read ‘From time immemorial’ from Carpentaria once without annotating.
Re-read ‘From time immemorial’ and place the annotation symbols in the margin whenever you notice one of the listed features. Your goal is to identify patterns.
Table 21 – annotation symbols
	Symbol
	Focus

	A
	authority or storytelling perspective

	C
	references to Country

	R
	moments requiring reader interpretation

	T
	disruptions to time

	V
	shifts in narrative voice

	?
	confusion or ambiguity


Close annotation
Re-read the passage carefully and annotate:
1. shifts between perspectives or narrative voices
moments where time feels unclear or cyclical
imagery connected to Country
places where meaning feels layered or unresolved
language that positions the reader actively.
Close reading analysis table
Select 2 to 4 significant moments from the passage. In the table below for each example, explain:
1. what is occurring in the narrative
how readers are positioned
how the passage differs from conventional narrative expectations.
Table 22 – close reading analysis table
	Passage detail or quotation
	What is happening in the narrative?
	How is the reader positioned?
	How does this challenge conventional reading expectations?

	
	
	
	

	
	
	
	

	
	
	
	


Step 5 – analysing reader participation
In your English book respond to the following questions in full sentences:
1. How does Wright disrupt stable or singular meaning in this passage?
1. What aspects of the passage require active interpretation from the reader?
1. How do shifts in narrative voice or time affect the reading experience?
1. How does Wright position readers differently from conventional novels?
1. Does the passage encourage certainty or ambiguity? Explain.

[bookmark: _Toc243385264]Phase 3, activity 2 – analytical paragraph scaffold
Teacher note: this scaffold supports students in transforming close reading observations into analytical writing. Encourage students to adapt the sentence starters rather than copying them directly. The focus should remain on developing an argument about authority and reader positioning. Consider jointly constructing a paragraph before students complete the activity independently.
Writing about narrative voice and authority
1. Use the scaffold to develop an analytical paragraph on the practice question below.
How does Wright use narrative voice to reshape ideas of authority in this extract?
Work through each row of the scaffold to draft a paragraph response to the above question.
Table 23 – paragraph structure scaffold
	Paragraph component
	Guiding questions
	Sentence scaffold

	Topic sentence
	What idea about authority does Wright construct through narrative voice?
	Wright reshapes traditional ideas of authority by presenting narrative voice as … rather than …

	Device and evidence
	What aspect of narrative voice is most significant?
	Through the use of …, Wright constructs a voice that …

	Quotation integration
	What quotation best supports this idea?
	This is evident when the narration describes ‘…’

	Analysis
	How does this reshape authority?
	This challenges conventional ideas of authority because …

	Reader positioning
	How are readers positioned by these narrative choices?
	Readers are positioned to … as meaning becomes … rather than fixed.

	Conceptual link
	How does this connect to broader ideas about storytelling and interpretation?
	Consequently, authority within the text emerges through …, reflecting Wright’s broader challenge to …




[bookmark: _Toc243385265]Phase 3, activity 3 – temporality and narrative structure scaffold
Teacher note: this activity shifts students' focus from narrative voice to temporality and structure. Students should examine how Wright disrupts Western expectations of linear time and how these disruptions contribute to narrative authority. You may wish to revisit examples of linear and non-linear storytelling before beginning.
Student note: reading Alexis Wright requires awareness of different elements of style. Use the list below to develop your understanding of conventional and innovative narrative forms.
Preparing to read
1. Before reading the extract, reflect on the following question in your English book:
What do readers usually expect from narrative time in novels?
Add your own notes and ideas to the following dot points:
chronological order
clear transitions between past and present
stable timeline
clear explanation of events
cause-and-effect structure
realistic progression of time.
Prediction – in your English book respond to the following prediction:
How might Wright challenge these expectations?
First reading
Read the extract from Carpentaria Chapter 11 – ‘The Mine’. Use the symbols to identify moments where chronology, memory, realism or narrative perspective appear to shift.
Table 24 – symbolic annotations of ‘The mine’
	Symbol
	Focus

	C
	Country or landscape as active presence

	I
	moments requiring inferential reading

	M
	memory interrupting chronology

	R
	realism disrupted

	T
	shifts in time

	Y
	mythic or symbolic language


Close annotation
Re-read the extract and annotate making brief notes explain how these moments influenced your understanding of the narrative focusing on:
places where chronology becomes unclear
moments where memory interrupts present action
shifts between realism and relational time
descriptions where Country shapes narrative meaning
moments where readers must infer connections independently.
Temporality and structure analysis table
Choose several examples from the extract and complete the table below for the chapter focusing on time, realism and reader positioning. Focus on interpretation rather than summary.
Table 25 – temporality and structure analysis
	Passage detail or quotation
	What happens to time or structure here?
	How does this disrupt realism?
	How is the reader positioned?

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	


Conceptual analysis questions
Complete the below questions in your English book using specific evidence from the text.
1. How does Wright disrupt chronological storytelling in this extract?
What role does memory play in shaping narrative structure?
How does Country operate beyond physical setting?
How are readers required to construct meaning inferentially?
How does the blending of mythic and realist registers affect narrative authority?


[bookmark: _Toc243385266]Phase 3, activity 4 – evaluative writing scaffold
Teacher note: this activity moves students from analysis to evaluation. Students should develop a judgement about the extent to which Wright reconfigures narrative authority and support that judgement with evidence. Encourage students to use the planning table to build a line of argument before drafting.
Student note: evaluative writing requires you to make a judgement and support it with evidence. Your task is not simply to identify devices. You must evaluate how effectively Wright reshapes ideas about authority through her narrative choices.
Unpacking the question
Below is a key concepts table to use in your evaluative writing scaffold.
Table 26 – key concepts
	Concept
	What does it mean in this context?

	Disruption
	Challenging or resisting conventions

	Narrative authority
	Who controls meaning and interpretation

	Reconfigure
	Reshape or reconstruct

	Western realism
	Linear chronology, stable narration, realism


Developing a position
Select one of the evaluative positions provided and complete the statement.
Your position should be:
clear
arguable
supported by textual evidence.
Complete the following statement in your English book:
Wright significantly, partially or fundamentally reconfigures narrative authority through …
because …
Planning ideas
Use the table to collect evidence before writing. Aim to identify examples that demonstrate different ways Wright challenges conventional realism and authority.
Table 27 – planning ideas
	Device or feature
	Example or quotation
	How does this disrupt realism?
	How does this reshape authority?

	Country as active presence
	
	
	

	Layered narration
	
	
	

	Memory interruption
	
	
	

	Relational time
	
	
	

	Temporal shifts
	
	
	


Analytical paragraph scaffold
Use this scaffold to construct a paragraph that presents a judgement, supports that judgement with evidence, analyses narrative devices and evaluates their impact on authority and interpretation.
Table 28 – analytical paragraph scaffold
	Paragraph component
	Guiding questions
	Sentence scaffold

	Topic sentence
	What is your argument?
	Wright reconfigures narrative authority through the disruption of Western realism by …

	Evidence
	What example best demonstrates this?
	This is evident when the text describes …

	Analysis
	How does this disrupt realism?
	Rather than presenting time and narrative as stable, Wright …

	Authority and reader positioning
	How does this affect interpretation?
	As a result, readers are positioned to …, requiring active participation in meaning-making.

	Evaluation
	To what extent is authority reshaped?
	Consequently, authority becomes … rather than …




[bookmark: _Toc243385267]Phase 3, activity 5 – experimental writing prompt sheet
Teacher note: this writing activity provides students with an opportunity to experiment with narrative devices studied in Carpentaria. The emphasis is on exploration rather than a polished, complete composition. Encourage students to take risks and focus on creating layered meaning, ambiguity and reader participation. A brief class discussion analysing examples of memory, temporality and inferential storytelling from the novel may help students generate ideas before writing.
Student note: this activity invites you to experiment with some of the narrative devices explored in Carpentaria. Your goal is not to tell a complete story. Instead, focus on creating an experience for the reader that requires interpretation and active meaning-making.
Layered memory and inferential storytelling – Writing challenge
In this activity you will compose a 200-word experimental passage that:
uses layered memory rather than chronological progression
avoids explicit temporal markers and blends memory, place and perception
requires inferential reading and resists singular interpretation.
Your writing should aim to:
disrupt chronological order and shift fluidly between memory and present perception
 use sensory imagery connected to place
create ambiguity intentionally and avoid direct explanation
encourage active reader participation
experiment with narrative voice or perspective and incorporate symbolic or mythic imagery.
How to complete this activity
1. Select one of the prompts listed below.
Table 29 – prompts for themes or concept
	Prompt
	Theme or concept
	Description

	1
	Place and memory
	A landscape carries memories that interrupt the present moment.

	2
	Cyclical experience
	A character experiences an event that feels repeated, remembered or unfinished.

	3
	Fragmented perception
	Voices, memories and sensory details overlap without clear transitions.

	4
	Country and presence
	A place appears to observe or remember human actions.


Spend a few minutes brainstorming images, memories, symbols or sensory details.
Draft approximately 200-words, experiment with structure and narrative voice rather than focusing on plot.
Re-read your work and identify places where meaning is layered rather than explicitly explained.
Craft reminders
Instead of:
explaining everything clearly
using explicit time markers (‘then’, ‘later’, ‘years ago’)
resolving ambiguity immediately
Experiment with:
fragmented imagery
repeated motifs and sensory memory
shifts in narrative voice or perspective
layered or cyclical narration
symbolic landscapes.
[bookmark: _Toc243385268]Core formative task 2 – close reading and conceptual analysis
Student note: to help you develop your ideas, draw on your annotations from Carpentaria. Use your notes from Phase 3 and refer to class discussion about narrative voice. In your annotations consider authority and reflect on the concept of sovereignty. In addition, think about reader positioning.
The purpose of this task is to help you develop greater precision in close reading and analytical writing. You will explore how Alexis Wright uses narrative voice, form, structure to construct and redistribute authority. Through detailed analysis of a selected extract from Carpentaria, you will investigate how authority can be positioned in Country, memory and cultural knowledge rather than institutions or individual narrators. This task will strengthen your ability to connect textual evidence to conceptual ideas about authority, storytelling and power. It will also prepare you for the analytical writing required in the Author and authority examination.
Task overview
1. Read and analyse the extract from Carpentaria.
Respond to the following questions using evidence from the extract and your study of Carpentaria.
The Pricklebush mob say that Normal Phantom could grab hold of the river in his mind and live with it as his father's fathers did before him. His ancestors were the river people, who were living with the river from before time began. Normal was like ebbing water, he came and went on the flowing waters of the river right out to the sea. He stayed away on the water as long as he pleased. He knew fish, and was on friendly terms with gropers, the giant codfish of the Gulf sea, that swam in schools of fifty or more, on the move right up the river following his boat in for company. The old people say the groper lives for hundreds of years and maybe Normal would too. When he talked about the stars, they said he knew as much about the sky as he did about the water. The prickly bush mob said he had always chased the constellations: We watched him as a little boy running off into the night trying to catch stars. They were certain he knew the secret of getting there. They thought he must go right up to the starts in the company of groper fish when it stormed at sea, when the sea and the sky became one, because, otherwise, how could he have come back? ‘How you do that?’ was the question everyone asked.
‘The water doesn’t worry me,’ Normal Phantom answered simply, although he knew that when his mind went for a walk, his body followed.
Carpentaria, Alexis Wright pp 6-7
1. How does the narrative voice establish cultural authority from the opening line?
How does tone shift and what effect does this create?
How does syntax contribute to a sense of inevitability or permanence?
How does Wright’s representation of time challenge Western linear history?
How does Wright structurally position colonial authority as temporary or fragile?
What creative choices reinforce sovereignty and continuity?
Who holds authority in this passage? The narrator, the river, ancestral knowledge, Normal Phantom and/or the Pricklebush mob?
In the extract and at least ONE other Alexis Wright text, in what ways is narrative authority tied to land and memory rather than institutions?
Your responses should:
present a clear conceptual analysis of narrative authority
analyse narrative voice, form and structure
integrate short, embedded quotations from the extract
use appropriate academic metalanguage
move beyond device identification into conceptual analysis.

[bookmark: _Toc243385269]Phase 3, activity 6 – Core formative task 2 and annotation
Teacher note: the table is designed to support teacher judgement when comparing middle-range and higher-range responses to the same analytical response. The first column provides c-range samples and the second column offers a higher range sample response. The third column explains the craft choices that create the improvement.
Teachers may use this table to help students notice the difference between competent and more sophisticated writing. However, its primary purpose is for teacher use. It is to assist consistent teacher judgement as teachers will be able to identify similar patterns in their own students.
The c-range response for the final question is written below. It demonstrates that using more complex words does not automatically create a higher-range response.
1. Review the core formative task 2 sample and annotation table to identify effective ways of responding to short-answer questions, including the use of evidence, analysis and appropriate metalanguage. Use these observations to strengthen and revise your own responses.
The responses below can be used to support teacher judgement and help students revise their responses to improve their effectiveness.
1. The opening says the ‘Pricklebush mob say’, so the story begins with community.
The tonal modulation from the Pricklebush mob’s mythopoetic astonishment at Normal ‘trying to catch stars’ to the laconic minimalism of ‘The water doesn’t worry me’ generates an epistemological recalibration of his astonishing aquatic subjectivity, rendering the mysterious simultaneously naturalised and culturally legitimised.
The long sentence makes Normal’s connection to the river seem permanent. It does this because it is long like a river.
Wright’s palimpsestic temporal ontology produces an ancestralised simultaneity through ‘before time began’, the delightful Normal as a ‘little boy’ and his prospective existence for ‘hundreds of years’, thereby deconstructing the hegemonic teleology of Western linear histography through a non-linear temporalisation of temporality.
The passage starts with the Pricklebush mob and moves to Normal’s ancestors and the river. This makes Country and ancestral knowledge seem older and stronger than colonial authority. This gives the advantage to Country.
Wright’s multifaceted deployment of figurative, symbolic and imagistic modalities, including but not limited to simile, personification, genealogy and natural imagery, reinforces sovereignty and continuity through an almost transcendental interconnectedness of cascading, polyphonic voices. The simile ‘Normal was like ebbing water’ is metaphorically symbolic of continuity, while the personified fish and ‘his father’s fathers’ creates and ancestral episiotomy that is sovereign because it is continuous, interconnected, interrelated and culturally enduring.
The Pricklebush mob, Normal and the river all have authority in this passage. The mob tells the story, Normal has the knowledge and the river is where that knowledge comes from. They all have authority but in different but important ways. Therefor it can be seen that they all have power and authority that serve different and important purposes.
In the extract and Tracker, one Alexis Wright epistemologically reterritorialises narrative authority from institutional hegemonies into the mnemonic spatiality of land and memory, creating a polyphonic counter-discourse of culturally sovereign relationality. The Pricklebush mob’s recollection of Normal ‘running of into the night trying to catch the stars’, together with ‘his father’s fathers’, forms a non-institutional archive, while Tracker also has many different recollective voices that collectively decentralise the authorial paradigm. Consequently, narrative authority is constructed through memory, land experience and community rather than institutional institutions, thus revealing the ontological legitimacy of Aboriginal epistemologies and the deconstruction of colonial histography.


Table 30 – Core formative task 2 – sample task text annotations
	Instead of this – C-range sample
	Try this – higher range sample
	Annotations of reworked response

	The opening says the ‘Pricklebush mob say’, so the story begins with community.
	Authority is expressed in the passage as a communal inheritance rather than the possession of a detached narrator. The opening clause, ‘The Pricklebush mob say’ gives collective testimony priority as the story begins inside the community’s memory rather than outside it. Wright therefore established cultural authority through a voice that speaks relationally with knowledge carried by the mob, ancestry and Country.
	The higher-range response retains the same quotation but the analyses function, explaining why collective testimony becomes the source of the account.
The higher-range extends on the C-range reference to community by connecting the mob’s voice with Ancestry and Country. 

	The tonal modulation from the Pricklebush mob’s mythopoetic astonishment at Normal ‘trying to catch stars’ to the laconic minimalism of ‘The water doesn’t worry me’ generates an epistemological recalibration of his astonishing aquatic subjectivity, rendering the mysterious simultaneously naturalised and culturally legitimised.
	Throughout the passage wonder is gradually replaced with a tone of quiet certainty. The mob imagines Normal ‘trying to catch stars’ but his plain response of ‘The water doesn’t worry me’ strips away the spectacle and presents his knowledge as ordinary to him. The shift makes Normal’s connection to water and sky seem embodied and credible, while also revealing the distance between communal awe and cultural knowledge.
	The higher-range response replaces inflated vocabulary with precise terminology.
The higher-range response adds a clear distinction between the mob’s communal awe and Normal’s lived cultural knowledge.

	The long sentence makes Normal’s connection to the river seem permanent. It does this because it is long like a river.
	Permanence is carried through the wending movement of the passage. Wright’s cumulative syntax links Normal’s actions through repeated conjunctions as he ‘came and went on the flowing waters’ and remained connected to the river, sea and fish. Because the sentence resists a distinct stopping point, his relationship with Country feels continuous and cyclical.
	The higher-range response retains the c-range connection between sentence and permanence but identifies the features more precisely.
The higher-range response explains why the syntax produces permanence.

	Wright’s palimpsestic temporal ontology produces an ancestralised simultaneity through ‘before time began’, the delightful Normal as a ‘little boy’ and his prospective existence for ‘hundreds of years’, thereby deconstructing the hegemonic teleology of Western linear histography through a non-linear temporalisation of temporality.
	Time in throughout the passage accumulates rather than advances in a linear sense. The ancestral phrase ‘before time began’ reaches beyond measurable history, while the memory of Normal as ‘a little boy’ places personal recollection inside the deeper continuity. The possibility that he may live for ‘hundreds of years’ draws the future into the same temporal field. Past, present and possibility are held together through the river rather than divided into completed stages. Wright challenges Western linear history by presenting Country as the enduring structure through which times is remembered, lived and imagined.
	The higher-range response uses the C-range references to time, childhood memory and future possibility but organises them into a clear relationship.
The higher-range response develops the C-range reference to non-linearity by explaining how the temporal layers exist.

	The passage starts with the Pricklebush mob and moves to Normal’s ancestors and the river. This makes Country and ancestral knowledge seem older and stronger than colonial authority. This gives the advantage to Country.
	The passage widens authority beyond recent history or any modern political system. It moves from ‘The Pricklebush mob say’, to ‘his father’s fathers’ and finally to the river ‘before time began’. This sequence expands the source of knowledge from community, through ancestry, into Country itself. Colonial authority appears temporary because it enters neither the origin nor the validation of Normal’s knowledge. Wright’s structure therefore makes cultural authority enduring and self-sustaining, while colonial authority remains comparatively recent, external and fragile.
	The higher-range response adds evidence for each stage and explains how the source of knowledge expands from community int Country.
The higher-range response retains the C-0range progression from Pricklebush mob, to ancestry, to river but interprets it as a deliberate widening of authority.

	Wright’s multifaceted deployment of figurative, symbolic and imagistic modalities, including but not limited to simile, personification, genealogy and natural imagery, reinforces sovereignty and continuity through an almost transcendental interconnectedness of cascading, polyphonic voices. The simile ‘Normal was like ebbing water’ is metaphorically symbolic of continuity, while the personified fish and ‘his father’s fathers’ creates and ancestral episiotomy that is sovereign because it is continuous, interconnected, interrelated and culturally enduring.
	Sovereignty is represented as a living relationship with Country, not as a status granted by an institution. Wright’s simile, ‘Normal was like ebbing water’, makes his movement inseparable from the river’s own rhythm, linking him with Country. The comparison blurs the boundary between person and place without reducing Normal to landscape. The gropers that follow his boat ‘for company’, personify the natural world as more-than-human making connection to Country responsive and relational. Their companionship suggests that Norman’s authority is recognised by Country not imposed upon it. Furthermore, the genealogy ‘his father’s fathers’ extends this relationship across generations. While references to the river people living there ‘before time began’ deepen continuity beyond written history. This combines to present sovereignty to the reader as embodied knowledge, ancestral presence and enduring custodianship.
	The higher-range response replaces the repetitiveness of the C-range response with a governing conceptual distinction between sovereignty as living and relational and as an institutional status.
The higher-range response develops the evidence sequentially rather than listing features.

	The Pricklebush mob, Normal and the river all have authority in this passage. The mob tells the story, Normal has the knowledge and the river is where that knowledge comes from. They all have authority but in different but important ways. Therefor it can be seen that they all have power and authority that serve different and important purposes.
	Authority is distributed but it not interchangeable within the passage. The Pricklebush mob hold communal authority as its voice preserved and communicated the account. Normal hold embodied authority because his direct speech comes from lived knowledge of water, fish and the sky. Ancestral knowledge builds on this and gives the experience historical depth through ‘his father’s fathers’. The river is more foundational still because it sustains the community, the ancestors and Normal’s way of knowing. The narrator shapes the order of these voices but does not claim to stand above them. Instead, the narration allows each source to remain distinct while showing their dependence on Country. Through this Wright locates authority in a relationship among community, person, memory and the river rather that in one sovereign speaker.
	The higher-range response develops the answer into a specific and qualified judgement.
The higher-range response clarifies the river’s authority to be foundational rather than one authority among many.

	In the extract and Tracker, one Alexis Wright epistemologically reterritorialises narrative authority from institutional hegemonies into the mnemonic spatiality of land and memory, creating a polyphonic counter-discourse of culturally sovereign relationality. The Pricklebush mob’s recollection of Normal ‘running of into the night trying to catch the stars’, together with ‘his father’s fathers’, forms a non-institutional archive, while Tracker also has many different recollective voices that collectively decentralise the authorial paradigm. Consequently, narrative authority is constructed through memory, land experience and community rather than institutional institutions, thus revealing the ontological legitimacy of Aboriginal epistemologies and the deconstruction of colonial histography.
	Narrative authority becomes most powerful in Wright’s work when memory is treated as evidence and Country as its living archive. In the extract ‘The Pricklebush mobn say’ established collective recollection as the basis of the account. Their memory of Normal ‘running off into the night trying to catch stars’ is not presented as anecdotal material awaiting official confirmation, it is recorded as knowledge and culturally legitimised. The genealogy ‘his father’s fathers’ extends that record across generations, while the river ‘before time began’ places authority beyond institutional chronology. Country does not just preserve the story, it authorises the relationships that make story meaningful. Tracker develops a comparable model through its collective memoir form. Multiple speakers retain distinct memories of Tracker Tilmouth so his life cannot be reduced to one official biography or single retrospective judgement. The contradiction among voices are not flaws to be corrected but evidence of a complex life held in communal memory. Wright’s arrangement of testimony gives the work formal coherence without converting plurality into institutional certainty. Across both texts authority arises through lived experience, ancestry, place and the responsibility of remembering. Institutions may publish, classify or value accounts but they do not create the knowledge ion which the narrative depends. Wright’s craft therefore mediates authority without claiming ownership of it, allowing land and memory to remain the deeper source of credibility.
	The higher-range response has moved from opening with a convoluted statement to anchoring the answer with a clear, concise sentence that anchors the scope of the argument.
The higher range response develops the analysis from a list of quotations into a causal explanation of how communal recollection, genealogy and river-time establish credibility without official confirmation.



[bookmark: _Toc243385270]Phase 4 – connecting critically and deepening conceptual understanding of the focus area and texts
In the ‘connecting critically and deepening conceptual understanding of the focus area and the texts’ phase, students move beyond the study of a single author to examine how different composers across time, culture and form engage with ideas of authority. The first sequence is the support students need to complete at home before this phase begins, ensuring they come prepared to actively participate in engaging with the texts. Using Alexis Wright as a central case study alongside comparative texts, students explore how storytelling can redistribute, resist or challenge traditional notions of authorial control. Students focus on the ways narrative form, genre and perspective operate in experimental, hybrid and multimodal texts to consider how these choices affect both the construction and reception of meaning. They interrogate how cultural, historical and theoretical frameworks shape authority and how authors manipulate form, authorial voice and structure to communicate complex ideas.
Analytical and comparative tasks require students to synthesise textual, cultural and theoretical perspectives to develop extended, evaluative responses that examine authority across multiple contexts. In Core formative task 3, students refine their use of academic language, structural choices and metalanguage to craft sophisticated, original texts that explain, argue, analyse and evaluate ideas and perspectives. By the end of this phase, students understand that authority in literature emerges from the interplay of author, text, reader, context and criticism. A comparative study deepens insight into storytelling as a site of cultural power and meaning. Specialist teacher knowledge is important for selecting credible scholarly material and modelling comparison, qualification and academic argument.
The first sequence is the support students need to complete at home before this phase begins, ensuring they come prepared to actively participate in the learning community. This is indicated in Phase 4, sequence 1a.

[bookmark: _Toc243385271][bookmark: _Toc169692764]Phase 4, activity 1 – comparative response scaffold
Teacher note: this activity introduces students to comparative analysis of authority across different forms. Students focus on how each text conceptualises authority rather than simply identifying similarities and differences. Encourage students to consider how form, audience and storytelling purpose shape representations of authority. Teachers model one comparison as a class before students complete the planning tables independently. Students will need a device to access the podcast from the English Advanced – ‘The craft of writing’ – 12.4 PowerPoint In conversation – Saunders – 12.4 and the interview ‘On authority’.
You will compare how Alexis Wright’s Tracker and the Mykaela Saunders podcast construct ideas about authority, storytelling and representation. Your goal is to identify both similarities and differences and explain why they matter. From the English Advanced – ‘The craft of writing’ – 12.4 program listen to the Mykaela Saunders podcast PowerPoint In conversation – Saunders – 12.4 and the interview Part 3 – On authority.
Unpacking authority
1. Read ‘Introduction’ from Tracker in Core text 3 – extract 1 – Introduction (pp1–8) from the Core texts booklet.
Listen to the podcast from the English Advanced – ‘The craft of writing’ – 12.4 PowerPoint In conversation – Saunders – 12.4 and the interview ‘On authority’.
Initial comparison notes
As you revisit each text, record notes about the questions in the table below. Look for patterns rather than isolated examples.
Table 31 – initial comparison notes
	Concepts to be explored
	Tracker
	Saunders’ podcast

	How is storytelling constructed?
	
	

	Reader or listener positioning
	
	

	Relationship between authorial voice and power
	
	

	Role of community or collective voice
	
	

	Storytelling responsibility
	
	

	Who appears to hold authority?
	
	


Identifying similarities and tensions
List key similarities of Tracker and the Mykaela Saunders interview first in your English books. Identify important differences or tensions between the texts. Consider whether the texts agree about authority or present different perspectives.
Planning your comparative response
Select the strongest comparative ideas and support them with evidence from both texts. Focus on what the comparison reveals about authority rather than simply listing examples.
Table 32 – planning your comparative response
	Comparative idea
	Evidence from Tracker
	Evidence from Saunders
	What does this reveal about authority?

	collective voice
	
	
	

	cultural authority
	
	
	

	ownership of stories
	
	
	

	reader or listener positioning
	
	
	

	storytelling responsibility
	
	
	


Comparative paragraph scaffold
Construct a paragraph that establishes a comparative argument and uses evidence from both texts and analyses similarities and differences and evaluates what the comparison reveals about authority.
Below is a comparative paragraph scaffold to support your writing.
Table 33 – comparative paragraph scaffold
	Paragraph component
	Guiding questions
	Sentence scaffold

	Comparative topic sentence
	What shared or contrasting idea about authority do the texts construct?
	Both texts conceptualise authority as …, however, they differ in how …

	Text 1 evidence and analysis
	How does Tracker construct authority?
	In Tracker, authority emerges through …, particularly when ‘…’ This positions storytelling as …

	Comparative transition
	What similarity or contrast exists?
	Similarly/In contrast, the podcast positions authority through …

	Text 2 evidence and analysis
	How does Saunders conceptualise authority?
	Saunders suggests that storytelling requires …, which challenges …

	Comparative evaluation
	What broader insight emerges?
	Together, the texts suggest that authority is not … but instead …


Evaluative thinking prompts
In your English book record your responses to the following questions. Include evidence from the texts to support your ideas.
Which text most strongly challenges Western ideas of authorship? How do the forms of the texts shape authority differently?
What assumptions about storytelling are reinforced or disrupted? How are audiences positioned differently in each text?
[bookmark: _Toc243385272]Phase 4, activity 2 – Tracker close reading scaffold
Teacher note: this activity supports students in examining how Alexis Wright’s Tracker challenges conventional expectations of biography, nonfiction and authorship. Students should focus on oral storytelling, collective voice and the redistribution of narrative authority. Remind students that close reading should move beyond identifying features to explaining their significance. Students will need to choose their own extracts from the Core text booklet.
Student note: in this activity you will investigate how Alexis Wright’s Tracker challenges traditional ideas of authorship, authority and biography. You will need to choose an extract from the Core text booklet to support this activity.
1. Before reading your selected extract, reflect on the following.
What do readers usually expect from nonfiction or biography?
Tick which of the features below a reader would generally expect from the form. Add any additional ideas.
Singular authorial voice
Chronological structure
Stable narration
Factual objectivity
Clear ownership of ideas
Controlled interpretation
Drawing on your knowledge of Alexis Wright’s work, complete the following prediction in your English book.
How might Wright challenge these expectations in Tracker?
First reading
Read your selected extract from Tracker. As you read, use the annotation symbols to identify moments where authority, voice or storytelling practices become noticeable. You may choose to download a copy of your extract from the Core text booklet to complete this activity.
Table 34 – first reading annotations
	Symbol
	Focus

	A
	authorship or narrative control

	C
	collective or communal authority

	M
	memory or layered storytelling

	O
	oral storytelling qualities

	R
	reader participation or interpretation

	V
	shifts in authorial voice or perspective


Close annotation
Re-read the extract and annotate examples of:
shifts between speakers or perspectives
conversational or oral storytelling patterns
repetition, rhythm or anecdotal narration
moments where authority appears shared
tensions between individual and collective storytelling
places where readers must construct meaning inferentially.
Write brief notes in your English book explaining the significance of each example.
Structural and narrative analysis table
Copy the table below into your English book. Using the prompts below, select several examples from the extract and explain the effect conveyed. Focus on interpretation rather than summary.
Table 35 – analysis table
	Passage detail or quotation
	What structural or narrative feature is used?
	How does this challenge conventional literary authority?
	How is the reader positioned?

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	


Conceptual analysis questions
Complete the below conceptual analysis questions in your English book. Connect back to your predictions you made earlier in the activity:
1. How does Tracker resist singular authorship?
What oral storytelling qualities are evident in the extract?
How is authority constructed collectively or relationally?
How does the extract challenge conventional nonfiction or biographical forms?


[bookmark: _Toc243385273]Phase 4, activity 3 – evaluative analytical writing scaffold
Teacher note: this activity develops students' ability to move from analysis to evaluation. Students should establish a clear judgement about the significance of Wright's structural and narrative choices and support that judgement with evidence. Encourage students to use evaluative language throughout their responses.
Student note: evaluative writing requires you to make a judgement about the significance or effectiveness of a text. In this activity, your focus is not simply identifying devices but evaluating how they reshape literary authority.
Evaluating literary authority in Alexis Wright’s Tracker
1. In your English book unpack the following question, making notes to explore what the question is asking you to do.
Evaluate how Tracker reconceptualises literary authority through its structural and narrative choices.
Below is a table of key concepts that you could draw on in your response for this activity.
Table 36 – key concepts
	Concept
	Meaning in this context

	evaluate
	Make a judgement about significance or effectiveness

	literary authority
	Control over storytelling, meaning or narration

	narrative choices
	Storytelling devices and narration

	reconceptualises
	Reshapes or redefines

	structural choices
	Form, organisation, narrative voice and perspective


Developing a position
Complete the statement below by selecting a position that reflects your overall judgement.
Tracker reconceptualises literary authority by …
because …
Planning ideas
In your English books, copy the below table and identify examples from Tracker that demonstrate how authority is redistributed. Record how readers are positioned in each example.
Table 37 – planning ideas
	Structural or narrative feature
	Example or quotation
	How does this reshape authority?
	How are readers positioned?

	conversational narration
	
	
	

	fragmented perspectives
	
	
	

	multiple voices
	
	
	

	oral storytelling structure
	
	
	

	shared storytelling
	
	
	


Analytical paragraph scaffold
Use the below scaffold to build your paragraph step-by-step. Aim to sustain a conceptual focus on authority throughout.
Table 38 – analytical paragraph scaffolding
	Paragraph component
	Guiding questions
	Sentence scaffold

	Topic sentence
	What argument are you making?
	Through its structural and narrative choices, Tracker reconceptualises literary authority by …

	Evidence
	What example best demonstrates this?
	This is evident when ‘…’

	Analysis
	How does this reshape authority?
	Rather than positioning authority as singular and fixed, the text …

	Reader positioning
	How are readers positioned?
	Consequently, readers are required to …, actively participating in meaning-making.

	Evaluation
	Why is this significant?
	Ultimately, Wright challenges conventional literary assumptions by suggesting that authority emerges through … rather than …




[bookmark: _Toc243385274]Phase 4, activity 4 – theory application matrix
Teacher note: this activity supports students in applying theoretical perspectives critically rather than mechanically. Students should evaluate both the usefulness and limitations of each theory when analysing Aboriginal storytelling practices. Encourage students to recognise that no single theory fully explains the text.
Student note: in this activity you will explore how different theoretical perspectives explain authority within Alexis Wright’s Tracker. Your goal is to evaluate theories rather than simply summarise them.
How to complete the matrix
1. For each theorist:
summarise their view of authority
explain how it helps interpret Tracker
identify limitations, tensions or areas where the theory does not fully account for the text.
Use this table to draft ideas about all the theorists to refine focus.
Table 39 – theorist matrix
	Theorist
	View of authority
	Does this explain Wright’s construction of authority? How?
	Where does it fail, become limited or create tension?

	Roland Barthes
	Meaning shaped by readers rather than authors
	
	

	Kim Scott
	Storytelling connected to cultural responsibility and community
	
	

	Aileen Moreton-Robinson
	Aboriginal sovereignty and knowledge production
	
	

	Self-selected theorist
	Your chosen perspective
	
	


Complete the following questions in your English book. Remember that theoretical perspectives are tools for interpretation rather than definitive answers.
1. Which theoretical perspective most effectively explains Tracker?
Which theory becomes most limited when applied to Aboriginal storytelling practices?
Does Tracker reject Western literary theory entirely or complicate it? Justify your response.
How does the text position authority differently from conventional literary models?
What tensions emerge between reader freedom and cultural responsibility?


[bookmark: _Toc243385275]Phase 4, resource 1 – sample hybrid, fragmented and multimodal texts
Teacher note: this resource is provided as a sample of contemporary hybrid, fragmented and multimodal composition. Students use the texts, if they do not bring in their own examples as evidence, to investigate how experimentation redistributes authority between author, text and reader.
Students should recognise that contemporary writers often use experimentation not simply as a stylistic choice but as a means of questioning who has the authority to tell stories, how stories are organised and whose perspectives are privileged.
Student note: examine the different excerpts below for different types of narrative experimentation. You will use these examples in your analysis of Alexis Wright.
Hybrid text – Bluets by Maggie Nelson
90. Last night I wept in a way I haven’t wept for some time. I wept until I aged myself. I watched it happen in the mirror. I watched the lines arrive around my eyes like engraved sunbursts; it was like watching flowers open in time-lapse on a windowsill. the tears not only aged my face, they also changed its texture, turned the skin of my cheeks into putty. I recognized this was a rite of decadence, but I did not know how to stop it.
91. Blue-eye, archaic: ‘a blueness or dark circle around the eye, from weeping or other cause.’
92. Eventually I confess to a friend some details about my weeping–its intensity, its frequency. She says (kindly) that she thinks we sometimes weep in front of a mirror not to inflame self-pity, but because we want to feel witnessed in our despair. (Can a reflection be a witness? Can one pass oneself the sponge wet with vinegar from a reed?)
Nelson M (2009) Bluets, Wave Books, Seattle, Washington.


Fragmented text – The Yield Tara June Winch
a large waterhole, a watercourse downhill – nguluman There’s one near the property, just there at the corner of the wheatfield, a little shoot off the Murrumby. The waterhole never fills all the way anymore. If the river ever gets going, it’s only running a little, and the whole thing is never deep enough to fill the wetland and then trickle into the waterhole. They call that one Poisoned Waterhole Creek.
wattle flower, acacia tree – yulumbang The ancestors told me about all the plants and trees and how to use them. They told me that the plants were pregnant with seeds, that the plants were our mothers and so I was only to use them for the Gondiwindi, not for selling, just for living. Remember that, wherever you go and touch the trees and plants, they are sacred. The yulumbang is a great plant for lots of things, the green seeds can be roasted in their pods on the fire, then you eat them like you eat peas. If you roast them and make a paste it tastes like peanut butter. The light-coloured gum from the yulumbang can be sucked like a lollipop, but not the dark-coloured gum – that one is too bitter. The gum is called mawa.
Winch TJ (2019) The Yield, Penguin Random House Australia.


Multimodal text – Persepolis Marjane Satrapi
[image: A black-and-white comic strip titled The Veil depicts Iranian author Marjane Satrapi’s childhood experiences following the 1979 Islamic Revolution. As a ten-year-old girl in 1980, she is required to wear a veil to school. The panels show her class photograph, a crowd participating in the revolution, and schoolgirls being instructed to wear the veil. In the final panel, the girls playfully resist the rule, using their veils as toys and pretending to be monsters, superheroes and other characters. The comic uses expressive illustrations and humour to convey the children’s confusion and reluctance to comply with a new religious dress code.]
Satrapi M (2007) The complete Persepolis, Pantheon Books, New York, New York.


[bookmark: _Toc243385276]Phase 4, activity 5 – authority redistribution analysis chart
Teacher note: this activity encourages students to transfer conceptual understandings to self-selected texts. The emphasis should remain on authority, reader positioning and structural experimentation rather than plot or content. Students may choose literary, multimodal or hybrid texts.
Student note: in this activity you will analyse how a text redistributes authority through its form, structure or storytelling choices.
Identifying your text
1. Choose a text that experiments with structure, narrative voice or form. Briefly explain why it is a useful example for studying authority.
Table 40 – identifying your text
	Text title
	Text type
	Why did you choose this example?

	
	
	

	
	
	

	
	
	


Analysing structural experimentation
For each feature identify an example and explain how it disrupts conventions and how authority shifts or redistributes. Focus on effects rather than description.
Table 41 – analysing structural experimentation
	Structural or stylistic feature
	Example from the text
	How does this challenge conventional storytelling?
	How does authority shift or redistribute?

	Fragmented structure
	
	
	

	Hybrid form
	
	
	

	Multimodal elements
	
	
	

	Multiple perspectives
	
	
	

	Non-linear sequencing
	
	
	

	Reflective commentary
	
	
	


Reader positioning and accessibility
Complete the following questions in your English book using complete sentences and specific examples from your chosen text.
1. How does the text position readers differently from conventional narratives?
Does the text require greater reader participation or inferential reading?
How does fragmentation or hybridity affect accessibility?
Does the text democratise authority or create new interpretive barriers?
How might cultural knowledge or familiarity affect interpretation?
Conceptual comparison
Compare conventional narrative expectations with the choices made in your text. Explain how the text challenges or resists those expectations.
Table 42 – conceptual comparison
	Conventional narrative expectations
	How the text disrupts or resists these expectations

	Clear genre conventions
	

	Passive reader role
	

	Linear structure
	

	Singular narrator
	

	Stable meaning
	


Evaluative reflection
Summarise your findings in a concise evaluative statement in your English book.


[bookmark: _Toc243385277]Phase 4, activity 6 – experimental form and conventional expectation
Teacher note: this activity asks students to examine and annotate an excerpt. It could be assigned as a homework or a preparation activity.
Student note: this activity will help you analyse how Alexis Wright redistributes authority in The Swan Book. Rather than positioning authority as belonging to a single narrator, character or author, Wright uses textual features to challenge traditional ideas about who controls meaning. As you read, consider how authority shifts between individuals, community, Country, memory, story and reader interpretation.
Identifying authority
1. Read the extract and identify who or what appears to hold authority.
Tick all that apply:
☐ the narrator
☐ Oblivia
☐ Community
☐ Country
☐ memory
☐ myth or symbolism
☐ Government or institution
☐ reader interpretation
☐ multiple perspectives
☐ other: ___________________________
Complete the table below exploring the authority distribution and textual features.
Table 43 – authority redistribution chart
	Textual feature
	Evidence from the extract
	Who appears to hold authority?
	How is authority redistributed or challenged?
	Effect on reader interpretation

	Narrative voice
	
	
	
	

	Perspective
	
	
	
	

	Reader positioning
	
	
	
	

	Representation of Country
	
	
	
	

	Structure and temporality
	
	
	
	

	Symbolism and imagery
	
	
	
	


Conceptual analysis
Respond to the following questions in your English book.
1. How does Wright challenge the idea of a single authoritative perspective?
Where does authority appear unstable, contested or fragmented?
How does Country function as a source of authority within the extract?
Connecting to theory
Complete the table below to connect the theoretical perspective and the text.
Table 44 – connecting theoretical perspective to authority
	Theoretical perspective
	How does it help explain authority in this extract?
	What limitations or tensions remain?

	Aboriginal sovereignty framework
	
	

	Narrative theory
	
	

	Reader-response theory
	
	

	Other theory
	
	


Evaluative reflection
In your English book use the above information to write a brief response to the prompt below.
To what extent does The Swan Book challenge traditional understandings of literary authority?


[bookmark: _Toc243385278]Phase 4, activity 7 – creative experimentation scaffold
Teacher note: this activity provides students with an opportunity to experiment with textual form and features studied throughout the unit. The focus should be on purposeful experimentation rather than polished creative writing. Encourage students to make deliberate choices about structure, authorial voice and reader positioning, then reflect on the effects of those choices. Sharing exemplar hybrid texts before drafting may support students in generating ideas.
Student note: in this activity you will experiment with form and structure to reshape authority and reader positioning. Your goal is to make deliberate compositional choices that challenge conventional storytelling expectations.
Hybrid writing, fragmentation and authority
Activity overview
Compose a short hybrid creative piece that does one of the below:
incorporates multiple perspectives
uses fragmentation intentionally
integrates reflective commentary alongside narrative.
Your piece should deliberately experiment with form to reshape narrative authority and reader positioning. Aim to write about 300 words.
Choosing your experimentation focus
1. Select one focus area or combine several approaches. Consider which option will best help you explore authority and reader participation. Options could include:
multiple perspectives
fragmented chronology
reflective commentary within narrative
polyphonic or layered voices
hybrid analytical and creative writing
multimodal or visual structure
cyclical narration
unstable or shifting perspective.
Conceptual planning
Before drafting, think about:
what convention you want to challenge
who will hold authority
what readers will need to do to construct meaning.
Use the table to record your ideas.
Table 45 – conceptual planning table
	Conceptual focus
	Your ideas

	What assumptions about storytelling will you challenge?
	

	How will authority shift or redistribute?
	

	How will readers participate in meaning-making?
	

	What kind of interpretation will your structure require?
	

	What emotions, tensions or ambiguities will your form create?
	


Structural planning
Identify the structural features you will use and explain why you are using them in the table below.
Table 46 – structural planning table
	Structural choice
	How will you use it intentionally?

	Fragmentation
	

	Gaps or ambiguity
	

	Non-linear sequencing
	

	Reflective commentary
	

	Visual or multimodal elements
	

	Voice shifts
	


Drafting checklist
Use the checklist as you draft and revise. Ensure each experimental choice contributes to your conceptual purpose rather than being included simply for effect. Your composition should aim to:
disrupt conventional narrative structure
reshape reader expectations
create interpretive participation
use experimentation purposefully
 connect form to meaning
challenge singular authority
encourage conceptual interpretation rather than passive reading.
Reflective commentary scaffold
Write a reflective commentary of approximately 100 words. Reflection prompts could include:
structural choices
How did your form or structure redistribute authority?
reader positioning
How did your writing shape audience participation or interpretation?
form and purpose
How did your experimentation support your conceptual purpose?
creative experimentation prompt sheet
How your experimentation with form, authority and reader participation worked?
Optional conceptual prompts could include:
Prompt 1 – fragmented memory: a memory resurfaces repeatedly, interrupting the present in incomplete fragments.
Prompt 2 – multiple truths: several voices recount the same event differently.
Prompt 3 – commentary and interruption: a narrator repeatedly interrupts their own story to question authority, memory or interpretation.
Prompt 4 – place as authority: a landscape or place shapes the movement and meaning of the narrative.
Prompt 5 – inherited voice: a character experiences voices, memories or stories that blur personal and collective identity.


[bookmark: _Toc243385279]Phase 4, activity 8 – context and authority synthesis chart
Teacher note: this activity supports the synthesis of Alexis Wright’s personal, social, historical and literary context.
1. Complete the below table using the knowledge you have developed in this program. Complete any additional research needed to make sure you have detailed responses.
Table 47 – Alexis Wright’s contextual influence
	Contextual influence
	Evidence from Wright's life or work
	Impact on authority

	Contemporary Australian literature
	
	

	Gulf Country
	
	

	Land rights politics
	
	

	Oral storytelling traditions
	
	

	Northern Territory Intervention
	
	

	Waanyi heritage
	
	




[bookmark: _Toc243385280]Phase 4, activity 9 – comparative synthesis planning scaffold
Teacher note: this activity supports students in moving beyond identifying similarities and differences towards developing a conceptual, comparative argument. Encourage students to synthesise ideas rather than discuss each text separately. The completed scaffold can be used as the planning framework for a comparative paragraph or extended response.
Student note: remember that strong comparative responses begin with a shared concept rather than a list of similarities and differences. Effective comparisons synthesise ideas across texts rather than discussing each text separately.
For this activity you will choose 2 of Alexis Wright’s texts we have been studying in class and complete a synthesis planning scaffold to compare the 2 texts in your English book.
1. Select or record the 2 texts you will compare:
Text 1:
Text 2:
Identify the central idea that links both texts. Then consider how each text explores your central idea differently. Complete the statements below.
Both texts explore …
However, they differ in the way they …
Write a clear argument that answers the question and explains how both texts construct, challenge or redistribute authority. Remember that your thesis provides the conceptual direction for your comparison.
Compare how each text explores the same concept before explaining what this reveals about authority. Use the table below to record your response.
Table 48 – compare key ideas
	Concept
	Text 1
	Text 2
	Comparative insight

	Authorial voice and perspective
	
	
	

	Narrative authority
	
	
	

	Storytelling and representation 
	
	
	

	Country, memory or identity
	
	
	

	Reader positioning
	
	
	


Choose one short quotation or significant textual moment from each text that supports your comparison. Explain what the textual evidence demonstrates about authority.
Select one theoretical perspective we have studied in class that helps explain both texts and deepen your interpretation. Explain how this perspective strengthens your comparison.
Evaluate the significance of your comparison by considering what students gain from studying these texts together by responding to the following questions:
1. Which text most effectively constructs, challenges or redistributes authority? Explain your reasoning.
How has comparing these texts deepened your understanding of Author and authority?


[bookmark: _Toc243385281]Core formative task 3 – comparative authority analysis
Student note: to help you develop your ideas, draw on your study of Alexis Wright, provocations, class discussions and your understanding of the theoretical perspectives.
The purpose of this task is to help you develop comparative and evaluative writing skills. You will explore how authority is constructed, challenged, redistributed or contested across different texts. Through comparison, you will examine how narrative voice, form, structure, perspective and context shape meaning and position audiences.
This task will strengthen your ability to develop sustained conceptual arguments, integrate theory meaningfully and compare texts with precision. The task prepares you for unseen examination questions, reflective synthesis and critical-creative decision-making. You will be required to construct sustained comparative arguments rather than isolated textual readings.
Task overview
1. Compose a comparative analytical response. Write a response of 400 to 600 words addressing the following question:
Compare how authority is constructed or contested in 2 texts you have studied.
In your response, evaluate what the comparison reveals about how authority is created, limited, challenged or redistributed. Support your evaluation by drawing on at least one theoretical perspective.
Your response should:
present a clear comparative thesis
compare how authority is constructed, challenged or redistributed in each text
evaluate how context, reception or cultural knowledge shapes the authority of each text
integrate embedded textual evidence from both texts
demonstrate sustained comparative analysis
refer to at least ONE relevant theoretical perspective
use precise academic metalanguage
maintain a clear line of argument throughout.
The prompts below may be used to guide your response. You do not need to answer every prompt directly, use them to help develop your comparative conceptual argument.
How each of the 2 texts chosen construct, challenge or redistribute authority through narrative voice, form, structure or perspective?
How does your chosen theoretical perspective deepen, challenge or complicate your interpretation of both texts?
Which textual evidence most effectively demonstrates points of comparison, and how does each composer use language and form to shape meaning?
What does comparing these texts reveal about the relationship between authority, storytelling and representation?
What overall comparative argument can you make about how authority is constructed or contested across the 2 texts and which evidence most strongly supports your position?
a. 

[bookmark: _Toc243385282]Phase 4, activity 10 – Core formative task 3 and annotation
Teacher note: the table is designed to support teacher judgement when comparing middle-range and higher-range responses to the same analytical response. The first column provides a middle-range sample that addressed the question and uses textual references but often explains ideas in direct and predictable ways. The second column offers a higher range sample response that develops a more sustained authorial voice, integrates personal reflection, uses more purposeful technical analysis and shapes the response as an analytical piece in its own right. The third column explains the craft choices that create the improvement.
Teachers may use this table to help students notice the difference between competent and more sophisticated writing. However, its primary purpose is for teacher use. It is to support discussion about what makes a response more developed, controlled and effective to assist teachers when identifying similar patterns in their own students’ work.
1. Review the Core formative task sample and annotation table to identify strengths, areas for refinement and effective compositional choices. Use these observations to revise and strengthen your own comparative response.
Authority is an important theme in Alexis Wright’s Carpentaria and The Swan Book. Both novels are about Aboriginal Australian people and deal with ideas about who has power and who does not. Wright shows that Aboriginal communities have their own authority that comes from their connection to the land and their stories. She also shows that colonial authority has been harmful to Aboriginal people. This essay will compare how authority is constructed and contested in both novels.
In Carpentaria, Wright shows that Aboriginal authority comes from the community. The Pricklebush mob are an important group of characters who know a lot about Normal Phantom. They say that he ‘could grab hold of the river in his mind and live with it as his father's fathers did before him’. This shows that Normal has a special connection to the river that came from his ancestors. The community knows about this connection and their knowledge is important in the novel. This is different to most Western novels where one narrator tells the story and has all the authority. Wright uses the community's knowledge to show that Aboriginal authority belongs to the group and not just to one person.
Wright also shows that Aboriginal authority is connected to the spiritual world in Carpentaria. The Pricklebush mob believe that Normal travelled ’right up to the stars in the company of groper fish when it stormed at sea, when the sea and the sky became one’. This shows that Aboriginal people see the natural world and the spiritual world as being connected to each other. Wright includes these kinds of beliefs in her novel to show that Aboriginal knowledge is different to Western knowledge. Aboriginal authority in the novel comes from this special connection between people, land and the spiritual world. This is very different to Western ideas about authority which usually come from institutions or individuals rather than from the land.
Wright also shows that Aboriginal authority is passed down through generations in Carpentaria. Normal Phantom learned about the river from his ancestors who were ‘living with the river from before time began’. This shows that Aboriginal knowledge is very old and has been passed down through many generations. The old people in the community also have a lot of authority because they know things that other people do not know. The community says that ‘the groper lives for hundreds of years and maybe Normal would too’. This shows that elder knowledge is very respected in the community and is an important source of authority. Wright uses this idea to show that Aboriginal authority has a long history and is deeply connected to the land and to the past.
In The Swan Book, Wright shows how colonial authority has been harmful to Aboriginal people and how Aboriginal people resist it. The novel is set in a dystopian future where Aboriginal people are living in very difficult conditions after being displaced from their land. They have been forced to live in a swamp and are controlled by the government. This shows that colonial authority has taken away Aboriginal people's connection to their land and their community. Wright uses this setting to show that colonial authority is violent and unjust. She shows that Aboriginal people have lost a lot because of colonialism but that they continue to hold onto their stories and their culture.
In The Swan Book, Wright also shows that Aboriginal people contest colonial authority through storytelling. Even though the characters in the novel are living in very difficult conditions they continue to tell their stories and maintain their connection to their culture. This shows that storytelling is a form of resistance against colonial authority. Wright argues in her essay ‘What happens when you tell somebody Else’s story’ that Aboriginal stories belong to communities and that taking them is a form of colonialism. In The Swan Book she shows this idea through the way her characters use storytelling to resist the power of the colonial government.
Wright also uses the form of her novels to contest authority. Both Carpentaria and The Swan Book are written in a style that is different to most Western novels. They do not follow a simple linear structure and include Aboriginal storytelling traditions. This shows that Wright is using the form of her novels to challenge Western literary authority. She is showing that Aboriginal stories do not have to follow Western rules about how stories should be told. This is an important way that Wright contests authority in her work because it shows that Aboriginal storytelling has its own rules and traditions that are just as valid as Western ones.
In conclusion, Wright constructs Aboriginal authority in Carpentaria and The Swan Book through community knowledge, spiritual beliefs and intergenerational transmission of culture. She contests colonial authority by showing how it has been harmful to Aboriginal people and by using Aboriginal storytelling traditions in her novels. Both novels show that Aboriginal authority comes from a deep connection to the land and to the community and that this authority has survived despite the damage caused by colonialism. Wright's work is important because it shows that there are different kinds of authority and that Aboriginal authority deserves to be recognised and respected.

Table 49 – Core formative task 3 – sample task text annotations
	Instead of this – C-range response
	Try this – higher range response
	Annotations of reworked response

	Authority is an important theme in Alexis Wright's Carpentaria and The Swan Book. Both novels are about Aboriginal Australian people and deal with ideas about who has power and who does not. Wright shows that Aboriginal communities have their own authority that comes from their connection to the land and their stories. She also shows that colonial authority has been harmful to Aboriginal people. This essay will compare how authority is constructed and contested in both novels.
	Authority, who holds it, who contests it, and through what means, is a central preoccupation of Alexis Wright's Carpentaria and The Swan Book. Both novels locate authority within Aboriginal community knowledge, positioning it against the structures of colonial power that have historically sought to delegitimise and displace it. Wright constructs Aboriginal authority as communal, intergenerational and cosmological, grounded in a relationship with Country that does not seek validation from Western frameworks. At the same time, she exposes colonial authority as violent and arbitrary, sustained not by legitimacy but by dispossession. This essay will compare how authority is constructed and contested across both novels.
	This is a strong introduction that moves beyond simply introducing the topic to making a specific and arguable claim.
The contention is clearly stated and establishes how Aboriginal authority is constructed and how colonial authority is exposed.
The final sentence is functional but slightly mechanical. This essay would be improved overall by consistently focusing on the ethical implication of Author and authority and how this is constructed culturally.

	In Carpentaria, Wright shows that Aboriginal authority comes from the community. The Pricklebush mob are an important group of characters who know a lot about Normal Phantom. They say that he ‘could grab hold of the river in his mind and live with it as his father's fathers did before him.’ This shows that Normal has a special connection to the river that came from his ancestors. The community knows about this connection and their knowledge is important in the novel. This is different to most Western novels where one narrator tells the story and has all the authority. Wright uses the community's knowledge to show that Aboriginal authority belongs to the group and not just to one person.
	In Carpentaria, Wright constructs Aboriginal authority through the collective testimony of the Pricklebush mob, whose communal knowledge of Normal Phantom anchors the novel's narrative. The assertion that Normal ‘could grab hold of the river in his mind and live with it as his father's fathers did before him’ is not presented as the observation of an individual narrator but as community testimony, knowledge whose authority derives from its collective and intergenerational nature. This challenges the Western novelistic convention of individualised narration, replacing it with a model in which communal custodianship is the legitimate source of story. Wright locates authority not in a single controlling voice but distributed across a community whose inherited relationship with country gives it the right to speak.
	Textual evidence is integrated naturally and analysed effectively in this paragraph.
The observation that authority is ‘distributed across a community whose inherited relationship with country gives it the right to speak’ –connects the formal devices to its political and cultural implications.
The paragraph could be developed further by considering what it means for the reader's own authority that the narrative proceeds this way.

	Wright also shows that Aboriginal authority is connected to the spiritual world in Carpentaria. The Pricklebush mob believe that Normal travelled ‘right up to the stars in the company of groper fish when it stormed at sea, when the sea and the sky became one.’ This shows that Aboriginal people see the natural world and the spiritual world as being connected to each other. Wright includes these kinds of beliefs in her novel to show that Aboriginal knowledge is different to Western knowledge. Aboriginal authority in the novel comes from this special connection between people, land, and the spiritual world. This is very different to Western ideas about authority which usually come from institutions or individuals rather than from the land.
	Wright further constructs Aboriginal authority in Carpentaria by refusing to position its cosmological framework as myth or metaphor requiring translation for an outside reader. The Pricklebush mob's account of Normal travelling ‘right up to the stars in the company of groper fish when it stormed at sea, when the sea and the sky became one’ is presented on the same epistemic plane as any other narrative claim, as knowledge the novel proceeds from within rather than explains from without. This refusal to mediate Aboriginal epistemology for a Western reader asserts sovereignty and internal legitimacy. Authority, Wright suggests, does not require external validation; it is enacted through the narrative’s confidence.
	The argument that Wright ‘refuses to mediate Aboriginal epistemology for a Western reader’ demonstrates important understanding of the nature of authority as constructed by texts.
Textual evidence here is used judiciously.
This paragraph establishes a direct inversion of the Barthesian model of readerly sovereignty, in that readers are invited into a world that they cannot legitimately control.

	Wright also shows that Aboriginal authority is passed down through generations in Carpentaria. Normal Phantom learned about the river from his ancestors who were ‘living with the river from before time began.’ This shows that Aboriginal knowledge is very old and has been passed down through many generations. The old people in the community also have a lot of authority because they know things that other people do not know. The community says that ‘the groper lives for hundreds of years and maybe Normal would too.’ This shows that elder knowledge is very respected in the community and is an important source of authority. Wright uses this idea to show that Aboriginal authority has a long history and is deeply connected to the land and to the past.
	The intergenerational dimension of Aboriginal authority is equally central to Carpentaria. Normal's knowledge of the river is not personal achievement but inherited custodianship, his ancestors were ‘living with the river from before time began’, and it is this continuity across generations that gives his relationship with country its weight. The community's claim that ‘the groper lives for hundreds of years and maybe Normal would too’ positions Elder knowledge as carrying a temporal reach that no individual perspective could replicate, grounding authority in the deep, accumulated relationship between a people and Country. Wright presents this inherited authority not as something that must be claimed or argued for but as something that simply is: continuous, living and pre-existing the colonial structures that contest it.
	This paragraph develops the argument effectively and the evidence is well selected and analysed.
The phrase ‘temporal reach that no individual perspective could replicate’ is precise and appropriate.
The closing observation, that this authority ‘simply is’ rather than needing to be argued for, is insightful and captures something important about how Wright constructs Aboriginal legitimacy.
The paragraph could be developed further by considering the implications of this for how colonial authority is implicitly framed.

	In The Swan Book, Wright shows how colonial authority has been harmful to Aboriginal people and how Aboriginal people resist it. The novel is set in a dystopian future where Aboriginal people are living in very difficult conditions after being displaced from their land. They have been forced to live in a swamp and are controlled by the government. This shows that colonial authority has taken away Aboriginal people's connection to their land and their community. Wright uses this setting to show that colonial authority is violent and unjust. She shows that Aboriginal people have lost a lot because of colonialism but that they continue to hold onto their stories and their culture.
	In The Swan Book, Wright shifts the construction of Aboriginal authority into an explicitly political register, depicting both its persistence and the violence with which colonial authority seeks to extinguish it. The novel's dystopian landscape, in which Aboriginal people are confined, under surveillance and dispossessed by the state, makes visible the mechanisms through which colonial authority operates: not through legitimacy but through force, containment and the systematic erasure of Aboriginal ways of knowing. Against this backdrop, the preservation of story becomes an act of survival and the maintenance of cultural authority becomes inseparable from resistance. Wright shows that Aboriginal authority has not been destroyed by colonialism but driven underground, carried forward through community and narrative even under conditions of extreme dispossession.
	This paragraph extends the discussion of authority by examining colonialisation.
Colonial authority is sustained ‘not through legitimacy but through force’.
To improve this paragraph further, it needs to include. specific textual evidence from the novel itself to support analytical claims.

	In The Swan Book, Wright also shows that Aboriginal people contest colonial authority through storytelling. Even though the characters in the novel are living in very difficult conditions they continue to tell their stories and maintain their connection to their culture. This shows that storytelling is a form of resistance against colonial authority. Wright argues in her essay ‘What happens when you tell somebody Else’s story’ that Aboriginal stories belong to communities and that taking them is a form of colonialism. In The Swan Book she shows this idea through the way her characters use storytelling to resist the power of the colonial government.
	In The Swan Book, Wright also shows that Aboriginal people actively contest colonial authority through the act of storytelling itself. Even within the novel's conditions of severe displacement and control, characters maintain their connection to culture and story, asserting a form of authority that colonial power cannot fully reach. This is consistent with Wright's argument in ‘What happens when you tell somebody Else’s story’ which explains that the appropriation of Aboriginal stories replicates colonial logic, meaning that the retention of narrative authority within community is not merely cultural preservation but political resistance. Storytelling in The Swan Book is not a retreat from colonial authority but a direct contestation of it.
	This paragraph develops the argument about contestation effectively and the connection to Wright's essay is appropriate.
The formulation that storytelling is ‘not a retreat from colonial authority but a direct contestation of it’ is confident and precise.
This paragraph would be strengthened through specific textual evidence from The Swan Book and inclusion of apt quotes and devices to enhance the response overall.

	Wright also uses the form of her novels to contest authority. Both Carpentaria and The Swan Book are written in a style that is different to most Western novels. They do not follow a simple linear structure and include Aboriginal storytelling traditions. This shows that Wright is using the form of her novels to challenge Western literary authority. She is showing that Aboriginal stories do not have to follow Western rules about how stories should be told. This is an important way that Wright contests authority in her work because it shows that Aboriginal storytelling has its own rules and traditions that are just as valid as Western ones.
	Wright also contests authority at the level of form across both novels. Neither Carpentaria nor The Swan Book follows the linear, progressive narrative structures associated with Western literary convention; both move associatively and cyclically in ways that enact Aboriginal conceptions of time and story. This formal resistance mirrors the thematic content of the novels: just as Wright's characters contest colonial authority through their continued cultural existence, the novels themselves contest the authority of Western literary form by refusing to operate within its terms.
	This paragraph identifies that the contestation of authority operates at the level of form as well as content in Wright’s work.
The observation that the novels ‘enact’ Aboriginal conceptions of time and story rather than merely describing evidence of Wright’s perspective.
The paragraph would benefit from a specific example of how this formal resistance operates in either novel – a moment where the narrative structure itself performs the argument Wright is making thematically.

	In conclusion, Wright constructs Aboriginal authority in Carpentaria and The Swan Book through community knowledge, spiritual beliefs, and intergenerational transmission of culture. She contests colonial authority by showing how it has been harmful to Aboriginal people and by using Aboriginal storytelling traditions in her novels. Both novels show that Aboriginal authority comes from a deep connection to the land and to the community and that this authority has survived despite the damage caused by colonialism. Wright's work is important because it shows that there are different kinds of authority and that Aboriginal authority deserves to be recognised and respected.
	In conclusion, Wright constructs Aboriginal authority in Carpentaria and The Swan Book as communal, cosmological and intergenerationally transmitted – a form of authority that is self-sufficient and does not seek recognition from the colonial structures that contest it. By depicting colonial authority as violent and illegitimate while simultaneously enacting Aboriginal authority through narrative form, Wright makes a powerful argument that authority is not determined by power alone but by the living relationships between people, Country and story that colonialism has never been able to extinguish.
	The conclusion synthesises the essay's argument without simply restating the introduction.
The final sentence lands with appropriate force and gives the essay a strong closing note.
The final paragraph demonstrates the ethical understanding of the cultural construction of Author and authority.



[bookmark: _Toc243385283]Phase 5 – composing critically and creatively in response to the focus area and texts
In the ‘composing critically and creatively in response to the focus area and texts’ phase, students move from analysis to application, using their conceptual understanding of author and authority to inform their own writing. They explore how choices of authorial voice, perspective, form and genre can redistribute or challenge narrative authority, while deliberately shaping text to communicate complex ideas about history, place, memory and culture. Students engage with exemplar Major work reflections and assessment criteria to understand how conceptual, critical and compositional decisions interact with audience, purpose and textual form. Through guided experimentation, they reflect on their own authorial intentions, considering how structural, stylistic and theoretical choices influence meaning and reception. Creative compositions are paired with critical reflections, fostering meta-cognition and allowing students to articulate how their choices interact with the ideas of authorship and authority they have studied.
In this phase, students consolidate the skills and insights developed in previous phases, synthesising theory, textual analysis and creative practice. They craft extended, sophisticated texts that communicate nuanced ideas with precision, evaluate how meaning is constructed and received and demonstrate control over language, structure and form. By the end of this phase, students are confident in their ability to critically and creatively explore the interrelationship between author, text, reader, context and authority, preparing them for formal assessment and independent scholarly engagement. In this phase scholarly readings and literary debate should inform compositional decisions rather than become content that creative writing merely explains. Teachers should model how theory can shape form, authorial voice, structure and reader positioning and how academic language can support precise reflective evaluation.


[bookmark: _Toc243385284]Phase 5, activity 1 – unseen theory annotation scaffold
Teacher note: this activity prepares students for responding to unseen theoretical material in examination contexts. Students should focus on identifying arguments about authority, authorship, meaning and interpretation rather than attempting to understand every aspect of the theory immediately. Encourage students to view the stimulus as an argument that can be questioned, applied and evaluated rather than accepted uncritically.
Student note: in this activity you will analyse an unseen theoretical stimulus and identify its key ideas about authority and interpretation. Your goal is not to memorise theory. Instead, focus on understanding.
1. Read the focus question below:
What claims does this theorist make about authority, meaning and interpretation?
First reading
Read the stimulus from beginning to end without annotating. After reading, summarise the theorist's main argument in a single sentence Focus on the overall claim rather than individual details.
‘The literary text activates our own faculties, enabling us to recreate the world it presents. The product of this creative activity is what we might call the virtual dimension of the text. This dimension is not the text itself, nor is it the imagination of the reader: it is the coming together of text and imagination. The reader's activity is therefore basic to the process of reading. As the reader uses the various perspectives offered by the text in order to relate the patterns and the 'schematised views' to one another, he sets the work in motion, and so sets himself in motion, too.’
Iser W (1972) ‘The reading process: A phenomenological approach’, New Literary History, 3(2):279–299.
Annotation key
Re-read the stimulus and use the following symbols to annotate the extract. This step will help you decipher the intention of the stimulus.
Table 50 – annotation key for unseen text
	Symbol
	Focus

	A
	Claim about authority

	Au
	Claim about the author

	M
	Claim about meaning

	R
	Claim about the reader

	T
	Tension, contradiction or complexity

	?
	Unclear or challenging idea


Identifying key ideas
After annotating the stimulus, select the most significant quotations or ideas and complete the table below to identify the key ideas.
Table 51 – identifying key ideas
	Key quotation or idea
	What is the theorist suggesting?
	Why might this be important?

	
	
	

	
	
	

	
	
	


Unpacking assumptions
Use your understanding of the stimulus to respond to the following questions in your English book. According to this theorist:
1. Who controls meaning?
What role does the author play?
What role does the reader play?
How is authority constructed?
Making connections
Finally, after you have unpacked the stimulus, connect the theorist's ideas to Alexis Wright’s texts you have studied.
Table 52 – making connections
	Stimulus idea
	Relevant text
	Connection

	
	
	

	
	
	


Evaluating the stimulus
Reflect and respond to these questions in your English book. Remember that theories have strengths and limitations.
1. Where does this perspective help explain Wright's texts?
Where might this perspective become limited?
What tensions emerge between this theory and Aboriginal storytelling frameworks?


[bookmark: _Toc243385285]Phase 5, activity 2 – conceptual thesis scaffold
Teacher note: this activity develops students' ability to construct sophisticated conceptual arguments. Students should move beyond thematic observations and establish debatable positions that can be sustained across multiple texts. Encourage students to test and refine their thesis before drafting extended responses.
Student note: this activity will guide you to compose a strong thesis that does more than answer the question. You will aim to present a clear argument that guides the entire analytical response.
Developing a sophisticated conceptual argument
To what extent is authority constructed through relationships rather than individual control?
Unpack the question
1. Complete the key concepts table below in your own words.
Table 53 – key concepts
	Concept
	What does it mean?

	Authority
	

	Relationships
	

	Individual control
	

	To what extent
	


Brainstorming possible arguments
Consider multiple possible positions before deciding on your final argument. Then, complete the table below.
Table 54 – brainstorm arguments
	Possible position
	Evidence from texts

	Authority is primarily relational
	

	Authority is primarily individual
	

	Authority is a combination of both
	


Thesis builder
Use this thesis formula as a guide rather than a template. Aim to acknowledge complexity, make a judgement and explain why your position is valid.
Although … ultimately … because …
Example structure
Traditional literary models position authority as belonging to individual authors. Authority in Wright's texts ultimately emerges through relationships between community, Country, storyteller and reader because meaning is constructed collectively rather than controlled singularly.
Testing your thesis
Review the above example thesis against the checklist below. Then complete the test with your own thesis. If you cannot imagine writing multiple paragraphs to support your thesis, it may need further development.
Is your thesis:
answering the question directly
contestable and creating a line of argument
using conceptual language and moving beyond description
sustainable across multiple texts.
Drafting your final thesis
In your English book, write your thesis as a polished statement that could appear in an analytical response introduction. Avoid plot references and focus on conceptual ideas.

[bookmark: _Toc243385286]Phase 5, activity 3 – conceptual introduction writing scaffold
Teacher note: this activity supports students in constructing sophisticated introductions that integrate theory, conceptual argument and textual direction. Encourage students to move beyond formulaic introductions and focus on establishing a clear conceptual framework.
Use your notes and the information below to construct a sophisticated introduction.
To what extent is authority constructed through relationships rather than individual control?
Introduction structure – conceptual framing
1. Compose a draft introduction in your English book. Begin with the broader conceptual issue raised by the stimulus. Avoid discussing specific texts immediately. Instead, establish the conceptual issue surrounding authority. Sentence starter examples could include:
Debates surrounding authority often centre on who has the power to shape meaning …
Literary authority is frequently understood as a negotiation between authorship, interpretation and cultural responsibility …
While traditional literary models privilege individual control, contemporary texts increasingly position authority as relational and contested …
Engage with the stimulus
What central idea from the stimulus will you use? Introduce the theorist's perspective naturally.
Summarise the key idea rather than quoting large sections of the stimulus. Draft in your English book. Sentence starters could include:
The stimulus suggests that …
By proposing that …
The theorist contends that …
Establish your thesis
Refer to your thesis from Phase 5, activity 2 – conceptual thesis scaffold.
Introduce textual direction
Briefly identify the texts and indicate how they contribute to your argument. As you explain how they contribute to your argument try to avoid plot summary. Complete your response in your English book. Sentence starters could include:
Through the narrative experimentation of Carpentaria, the collective storytelling structures of Tracker and …
Across her works, Wright demonstrates …
Through diverse forms and structures …
Establish the line of argument
Establish your line of argument by decide on what will your analytical response will ultimately demonstrate. Conclude the introduction by foreshadowing what your analytical response will demonstrate about authority. Focus on ideas rather than textual details. Draft in your English book. Sentence starters could include:
Collectively, these texts suggest …
Ultimately, authority emerges through …
Rather than positioning authority as …

[bookmark: _Toc243385287]Phase 5, activity 4 – reflective authority analysis scaffold
Teacher note: this activity develops students' ability to analyse authorial perspectives on authority and interpretation. Students should identify assumptions underpinning the extract and evaluate how authority is constructed. The emphasis should remain on conceptual analysis rather than summary.
Student note: in this activity you will analyse how a writer discusses authority, interpretation and storytelling.
1. Re-listen to Mykaela Saunders’s podcast interview In conversation with Mykaela Saunders Part 3 – On authority, explored in Phase 4, activity 1 – comparative response scaffold. Summarise the writer’s central idea. Write one or 2 sentences explaining the writer's main argument. Focus on the central claim rather than supporting details.
Identifying key ideas. Select evidence that reveals important assumptions about authority using the scaffold below.
Table 55 – identifying key ideas
	Evidence from the extract
	What does this reveal about authority?

	
	

	
	

	
	


Analyse the writer’s position by completing the following questions in your English book.
1. How does the writer position the role of the author?
How does the writer position the role of the audience?
What assumptions are made about meaning and interpretation?
Is authority presented as fixed, shared or negotiated?
[bookmark: _Toc243385288]Phase 5, activity 5 – Major work authority reflection prompts
Teacher note: this resource encourages students to connect module concepts directly to their Major Work. The prompts can be used during drafting, conferencing, reflection or Viva Voce preparation. Encourage students to revisit the prompts throughout the composition process.
The prompts are designed to help you reflect on how authority operates within your own composition. There are no right or wrong answers. Use the prompts to develop greater awareness of your writing decisions. Use the below prompts to support the creation of your Major work.
Authority and composition
Who or what holds authority in your Major work?
How does your chosen form shape authority?
What storytelling conventions are you using, challenging or disrupting?
Audience and interpretation
How do you want readers to engage with your work?
What role will audiences play in constructing meaning?
Will meaning be controlled, guided or left open to interpretation?
Reflection and future development
What have you learned about authority through this unit?
How has your understanding of authority influenced your Major work?
What aspects of authority would you like to explore further in future drafts?


[bookmark: _Toc243385289]Phase 5, activity 6 – narrative authority experimentation scaffold
Teacher note: this activity provides students with an opportunity to apply conceptual understandings through creative experimentation. The focus is on intentionally redistributing authority rather than simply using experimental devices. Students should be able to explain how their structural choices influence interpretation.
Student note: in this activity you will compose an experimental piece that deliberately challenges conventional ideas of narrative authority.
Redistributing narrative authority through creative experimentation
Compose a focused 600 to 800-word experimental piece that deliberately redistributes narrative authority.
1. Choose one strategy:
shifting perspective (for example, retell a dominant narrative from a marginalised voice)
introducing polyphony through conflicting accounts of the same event
using fragmentation to destabilise certainty and interpretation
embedding metafictional commentary that questions authorial control.
Conceptual planning
Before writing respond to the below planning and reflection questions in your English book.
1. What is your central idea? What do you want readers to think about authority, storytelling or interpretation?
Which strategy have you chosen?
Why is this strategy appropriate?
Planning authority
44. Map the planned authority across your composition using the below questions as a guide.
1. Who traditionally holds authority in your narrative?
1. Who will hold authority in your version?
1. How will authority shift throughout the text?
Reader positioning
Think carefully about what information readers will receive and what they will need to infer. Effective experimental writing often leaves space for interpretation rather than explaining everything directly.
Table 56 – reader positioning
	Question
	Notes

	What will readers know?
	

	What will readers not know?
	

	Where will readers need to infer meaning?
	

	How will uncertainty be created?
	

	How will readers participate in meaning-making?
	


Structural design
Select the section below that matches your chosen strategy and complete the structural design planning.
If using shifting perspective:
1. Whose perspective is usually privileged? Whose perspective is now foregrounded?
What new understandings emerge?
If using polyphony: list your voices before completing the table.
1. What is the purpose of each voice?
1. What is the effect of each voice?
1. How will their accounts conflict?
Table 57 – voice, perspective and authority
	Voice
	Perspective
	Authority level

	
	
	

	
	
	


If using fragmentation:
What structural disruptions will you include?
Non-linear sequencing
Missing information
Repetition
Multiple timelines
Gaps and silences
Unresolved ending
How will fragmentation affect certainty?
If using metafiction:
How will the text question its own authority?
Narrator commentary
Questioning truth
Acknowledging construction
Contradicting itself
Directly addressing readers
How will this affect interpretation?
Mid-draft checkpoint
Complete after drafting approximately halfway. Make adjustments before continuing.
1. Where is authority strongest?
1. Where does authority shift?
1. What work is the reader required to do?


[bookmark: _Toc243385290]Phase 5, activity 7 – authority audit peer review
Teacher note: this activity supports students in evaluating how effectively experimentation reshapes authority and reader positioning. Students should provide evidence-based feedback focused on conceptual purpose rather than personal preference. Encourage reviewers to identify both strengths and opportunities for refinement.
Student note: this audit is designed to help your partner understand how successfully their composition explores authority. After reading your partner's experimental composition, complete the following audit table.
How to complete the audit
1. Read the composition twice.
1. First reading – focus on overall understanding
What is the central idea?
How is authority positioned?
Second reading – focus on craft
structure and voice
reader positioning
experimentation.
Give effective feedback. When completing the table below:
identify specific examples and explain why they are effective
suggest practical refinements.
Avoid comments such as ‘good’ or ‘needs work’ without explanation.
Table 58 – authority audit
	Focus area
	Questions to consider
	Feedback and evidence

	Authority shifts or fractures
	Where does authority become contested, shared or destabilised? How is this achieved through structure or language?
	

	Authority strongest
	Where does authority appear strongest in the text? Which narrative voice, perspective or narrative position dominates?
	

	Conceptual control
	What ideas about authority emerge from the composition? Are they communicated clearly and consistently?
	

	Experimentation strategy
	What strategy is being used (POV shift, polyphony, fragmentation, metafiction)? Is it clearly sustained throughout the piece?
	

	Reader labour
	How much work is required from the reader to construct meaning? Is this effective? Why or why not?
	

	Linguistic choices
	Which language features help establish, challenge or redistribute authority?
	

	Most successful aspect
	What is the strongest element of the composition in relation to authority and reader positioning?
	

	Reader positioning
	How is the reader positioned? What information is provided directly and what must be inferred?
	

	Structural choices
	How do structural choices (fragmentation, multiple voices, sequencing, commentary) influence interpretation?
	

	Suggested refinement
	Identify one specific refinement that would strengthen the redistribution of authority or sharpen conceptual control.
	

	Overall evaluation
	How effectively do the structural and linguistic choices support the writer's intended exploration of authority?
	




[bookmark: _Toc243385291]Core formative task 4 – imaginative authority experiment
Student note: the purpose of this task is to apply these ideas in your own writing. You will compose an imaginative piece that deliberately experiments with narrative authority by making purposeful choices about narrative voice, structure and perspective. You will then reflect on how these choices shape readers' interpretations and connect to the conceptual understandings developed throughout the program. This task will strengthen your creative writing, metacognitive reflection and conceptual thinking, while preparing you for the Author and authority examination.
Task overview
1. Write an imaginative composition of 500 to 700 words that deliberately experiments with the distribution of narrative authority.
Your composition should respond to one of the following prompts:
Retell a familiar event, history or memory by shifting authority to a previously marginalised or overlooked voice.
Compose an original narrative that deliberately unsettles a single authoritative account through experimentation with structure, voice or perspective.
Compose a hybrid or fragmented prose piece in which competing voices negotiate ownership of a story.
Your composition should:
present a clear conceptual purpose and intentionally experiment with one authority strategy
demonstrate deliberate control of narrative voice, form and structure
position readers to question accepted narratives or assumptions about authority
employ purposeful language choices to shape meaning
sustain a coherent imaginative response.
Possible authority strategies include:
shifting point of view to challenge a dominant narrative
fragmented or non-linear structure
multiple narrators or perspectives
competing testimonies
unreliable narration
oral storytelling conventions
silence, omission or ambiguity
metafictional commentary
intertextual rewriting
juxtaposition of conflicting perspectives.
Following your composition, write a reflection of approximately 200 words.
Your reflection should address at least 2 of the following questions.
How was the strategy you chose appropriate for your purpose?
How does your piece invite readers to question accepted narratives?
How did your selected text, authors or theoretical ideas from this program influence your writing?
Which specific language, structural or stylistic choices support your intention?


[bookmark: _Toc243385292]Phase 5, activity 8 – Core formative task 4 and annotation
Teacher note: the table is designed to support teacher judgement when comparing middle-range and higher-range responses to the same analytical response. The first column provides a middle-range sample that addressed the question and uses textual references but often explains ideas in direct and predictable way. The second column offers a higher range sample response that develops a more sustained authorial voice, integrates personal reflection, uses more purposeful technical analysis and shapes the response as an analytical. The third column explains the craft choices that create the improvement.
Teachers may use this table to help students notice the difference between competent and more sophisticated writing. However, its primary purpose is for teacher use. It is to support discussion about what makes a response more developed, controlled and effective and assist teachers when identifying similar patterns in their own students’ work.
1. Review the core formative task sample and annotation table to identify how the writer uses imaginative choices to experiment with authority, voice and perspective. Use these observations to identify an aspect of your own imaginative authority experiment to strengthen, then revise your response.
The Casting
The church records for St. Aidan's say that the bell was given by the Fenwick family. It was given in memory of their son Thomas, who died at sea in 1911. It was first rung at Christmas that year. Tourists take photos of the plaque. The vicar talks about it on the walking tour, because it is a nice story, a sad family, and a bell that has rung for over a hundred years. This is all true. But it is not the whole truth.
My great-grandmother actually made the bell. Not the Fenwicks. She and her father had a foundry on Miller's Lane. It was the only one nearby that could make a bell that big. She was the one who knew how to mix the metal properly, and she stopped her father from using less tin to save money, because she knew it would make the bell sound cheap. The church records don't mention the foundry at all. They don't need to, because once a bell is hanging up and ringing, nobody thinks about who actually made it. They just hear the sound.
I still have the old ledger book. It survived two house moves and even a flood, and now it sits in a biscuit tin in my hallway. In it, written in my great-grandmother's handwriting, is an entry from August 1911. It says: Fenwick order, bell, tenor, cast to spec, difficulty with alloy resolved, E. corrected the mix. E. stands for Eleanor. It's a different Eleanor to the one in my other story, which is a strange coincidence, but it makes me think about how many women called Eleanor have been left out of history like this.
The village history book, which came out for the millennium, says the bell was made by ‘local craftsmen.’ This sounds nice but it isn't very specific. It doesn't say craftswomen. It doesn't use her name or the name of the foundry. It doesn't mention that her father's hands were shaking too much by then to do the pouring himself, which was the hardest and most important part, because if you get it wrong the whole bell is ruined. So it was my great-grandmother who did it, at just twenty-three years old, because she was the only one steady enough.
Why does the record talk about the Fenwicks and not the foundry? I think it is because a sad story about a family is more interesting than a story about metal and mixing. A bell given because a son drowned is a story with a clear beginning and end. A girl working out the right amount of tin in a workshop is not as exciting. The Fenwicks did pay for the bell, and that is true, so the history books aren't wrong to mention them. But paying for something and making something are not the same thing, and the records make it seem like they are, which means nobody ever asks who was really there when the bell was made.
Last spring I went to the church and stood under the tower while the bell rang for a wedding. I thought about telling the vicar about the ledger and what it said. In the end I didn't. I'm not completely sure why. It's not that I wanted the Fenwicks to lose their memorial – their son did really drown, and their sadness was real, so I don't want to take that away from them. I just wish there was a way for both things to be remembered together, the family's loss and my great-grandmother's work, on the same page.
So I just keep the ledger in the biscuit tin at home. Once a year, usually in August, I take it out and read that entry again, then I put it back. The bell still rings every Sunday exactly like before, and to anyone listening, it just sounds like a normal church bell, with no idea of the story behind it.
[659 words]
Reflection
In my story ‘The Casting,’ I wanted to write about how official records don't always tell the truth about who really did something. I used the idea of a church bell that everyone thinks was made because of the Fenwick family, but it was actually made by the narrator's great-grandmother, Eleanor, who worked at a foundry.
I tried to use intertextual rewriting as my authority strategy. This means I took a type of text that people usually trust, like a church record or history book, and showed that it left out important information. I did this by quoting the ‘official’ record in the story, like the bit about ‘local craftsmen,’ and then showing what really happened using the ledger entry.
I also used first person narration so the reader hears the story from the point of view of someone who knows the truth but wasn't listened to. This makes the reader question why some people's work gets remembered and other people's doesn't, especially women like Eleanor.
I think my story shows how history can hide the truth, even when nothing written down is actually a lie. I could improve my story by adding more description of the setting and more dialogue between characters.
[203 words]
 
Table 59 – Core formative task 4 – sample text annotations
	Instead of this – C-range response
	Try this – higher range response
	Annotations of reworked response

	The church records for St. Aidan’s say that the bell was given by the Fenwick family. It was given in memory of their son Thomas, who died at sea in 1911. It was first rung at Christmas that year. Tourists take photos of the plaque. The vicar talks about it on the walking tour, because it is a nice story, a sad family, and a bell that has rung for over a hundred years. This is all true. But it is not the whole truth
	The Casting
The parish register for St. Aidan's lists the bell as a gift of the Fenwick family, dedicated in memory of their son Thomas, lost at sea in 1911, and rung for the first time at Christmas that same year. It hangs there still. Tourists photograph the plaque. The vicar mentions it in the walking-tour script the historical society printed up, a nice detail, a grieving family, a bell that has called the village to worship for over a century. All of this is true. None of it is the whole of it.
	Giving a story a title is an easy way to direct reader attention to a theme or important idea.
The density of the first sentence mimics the formality of an actual archival register.
The variation in sentence length creates interest and impact.
The final antithesis about truth uses precise, controlled parallelism, expressing the idea of dispersed authority in a sophisticated manner.

	My great-grandmother actually made the bell. Not the Fenwicks. She and her father had a foundry on Miller's Lane. It was the only one nearby that could make a bell that big. She was the one who knew how to mix the metal properly, and she stopped her father from using less tin to save money, because she knew it would make the bell sound cheap. The church records don't mention the foundry at all. They don't need to, because once a bell is hanging up and ringing, nobody thinks about who actually made it. They just hear the sound.
	My great-grandmother cast that bell. Not the Fenwicks. She and her father ran the foundry on Miller's Lane, the only one for thirty miles that could do work of that size, and she was the one who understood the alloy, who corrected her father's mixture when he wanted to skimp on the tin to save money, because she'd heard enough bells in her life to know a cheap one by ear before it was even poured. The parish register does not mention a foundry. It does not need to. A bell, once it is hanging and ringing, does not announce who made it. It only announces the hour.
	Using one long, coordinated sentence creates a sense of accumulating evidence and control, using diction that is specific and sensory.
The inclusion of more modern language, for example, ‘cheap’, is distracting for the overall sense of historical accuracy.
The purpose of the bell in the final sentence introduces a meaningful motif that continues throughout the response.

	I still have the old ledger book. It survived two house moves and even a flood, and now it sits in a biscuit tin in my hallway. In it, written in my great-grandmother's handwriting, is an entry from August 1911. It says: Fenwick order, bell, tenor, cast to spec, difficulty with alloy resolved, E. corrected the mix. E. stands for Eleanor. It's a different Eleanor to the one in my other story, which is a strange coincidence, but it makes me think about how many women called Eleanor have been left out of history like this.
	I have the ledger. It survived two house moves and a flood and it sits now in a biscuit tin in my hallway, and in it, in a hand that slants hard to the right the way hers always did, is an entry for August 1911: Fenwick order, bell, tenor, cast to spec, difficulty with alloy resolved, E. corrected the mix. E. was Eleanor. Not the Eleanor from before – a different one, a coincidence of names I only notice because I keep circling back to women whose work got folded into someone else's occasion. There is a whole unwritten history of Eleanors, I sometimes think, standing just outside the frame of whatever the frame was built to show.
	The extended visual metaphor of the last sentence is a sophisticated inclusion which elevates the response overall and links to the idea of contested truth.
The same information is treated with a more conceptual approach in the improved response, linking to the idea of lost identity and competing versions of truth and authority.

	The village history book, which came out for the millennium, says the bell was made by ‘local craftsmen.’ This sounds nice but it isn't very specific. It doesn't say craftswomen. It doesn't use her name or the name of the foundry. It doesn't mention that her father's hands were shaking too much by then to do the pouring himself, which was the hardest and most important part, because if you get it wrong the whole bell is ruined. So it was my great-grandmother who did it, at just twenty-three years old, because she was the only one steady enough.
	The village history, published for the millennium, credits the bell to ‘local craftsmen,’ which is generous in its plural and stingy in its specificity. Craftsmen. Not craftswomen, not her name, not the foundry's name, not the fact that her father's hands had begun to shake by then and the actual pouring.
	Inclusion of a single word sentence fragment is a stylistic choice that has meaning and impact, using syntax for rhetorical effect.
The use of simple declarative sentences does not have the same emotional impact.

	Why does the record talk about the Fenwicks and not the foundry? I think it is because a sad story about a family is more interesting than a story about metal and mixing. A bell given because a son drowned is a story with a clear beginning and end. A girl working out the right amount of tin in a workshop is not as exciting. The Fenwicks did pay for the bell, and that is true, so the history books aren't wrong to mention them. But paying for something and making something are not the same thing, and the records make it seem like they are, which means nobody ever asks who was really there when the bell was made.
	Why does the record say Fenwick and not foundry? Because grief is a better story than metallurgy. A bell given in memory of a drowned son closes a loop – loss, love, remembrance, sound – in a way that a girl adjusting a tin ratio in a workshop does not. The Fenwicks paid for it, which is true and matters, and the historical society is not wrong to note that the money came from them. But payment and making are not the same act, and the register lets one stand in for the other so completely that nobody thinks to ask who was actually in the room when the metal went liquid and had to be judged, by ear and by eye, in under a minute, correctly, or not at all.
	The use of rhetorical questions structures an analytical turn, which is a clear effective device.
There is a level of conceptual abstraction in the improved script, which closes with a tricolon which uses fragments to build tension through triplet structure.

	Last spring I went to the church and stood under the tower while the bell rang for a wedding. I thought about telling the vicar about the ledger and what it said. In the end I didn't. I'm not completely sure why. It's not that I wanted the Fenwicks to lose their memorial – their son did really drown, and their sadness was real, so I don't want to take that away from them. I just wish there was a way for both things to be remembered together, the family's loss and my great-grandmother's work, on the same page.
	I went to the church last spring and stood underneath the tower while it rang for a wedding, and I thought about telling the vicar what I had, the ledger, the entry, the slanted hand. I didn't. I'm not sure what I wanted from the telling. Not a plaque – the Fenwicks are owed theirs, their son really did drown, their grief was really real, and I have no wish to unmake that. Only to have it be possible to hold both things at once: a family's memorial, and a woman's hands, in the same bell, on the same page, if anyone thought to write the page that way.
	The use of synecdoche, ‘a woman’s hands’ stands for labour, memory and physical presence, demonstrating sophisticated understanding of imagery.
The use of the colon structure creates a formal, considered pause before the resolution, mimicking careful thought.
The improved response takes a direct statement rather an evocative image.

	So I just keep the ledger in the biscuit tin at home. Once a year, usually in August, I take it out and read that entry again, then I put it back. The bell still rings every Sunday exactly like before, and to anyone listening, it just sounds like a normal church bell, with no idea of the story behind it.
	Instead I keep the ledger in the biscuit tin, and once a year, usually in August, I take it out and read the entry again, and I put it back, and the bell rings on Sundays exactly as it always has, sounding, to anyone listening, like nothing but itself.
	The closing line is deliberately paradoxical and compressed, suggesting that the bell’s ordinary sound is an erasure, as it gives no indication of awareness of its layered history.
The improved response allows the reader to draw implications, preserving ambiguity and subtlety.


Table 60 – Core formative task 4 – sample task text annotations
	Instead of this
	Try this
	Annotation

	In my story ‘The Casting,’ I wanted to write about how official records don't always tell the truth about who really did something. I used the idea of a church bell that everyone thinks was made because of the Fenwick family, but it was actually made by the narrator's great-grandmother, Eleanor, who worked at a foundry.
	‘The Casting’ interrogates the mechanisms by which institutional records manufacture authority through omission rather than falsehood. My central conceptual concern was that a document can be entirely factually accurate and still constitute a profound distortion – the church register never lies about the Fenwicks, yet its silence regarding the foundry performs an erasure just as complete as fabrication would.
	The opening establishes conceptual purpose immediately and precisely, using the key term ‘manufacture authority’.
The central idea that accuracy and distortion can coexist is stated a thesis.
It demonstrates purposeful use of language.
The role of women and their silencing is a key tenet of the story which is established in this reflection.

	I tried to use intertextual rewriting as my authority strategy. This means I took a type of text that people usually trust, like a church record or history book, and showed that it left out important information. I did this by quoting the ‘official’ record in the story, like the bit about ‘local craftsmen,’ and then showing what really happened using the ledger entry.
	My primary authority strategy was intertextual rewriting: I embedded the conventions of official record-keeping (parish registers, village histories, ledgers) directly into the narrative, then used the first-person voice to annotate and destabilise them from within. The phrase ‘local craftsmen,’ lifted in its genericised, ungendered plurality, becomes the story's key site of critique, exposing how institutional language achieves plausible neutrality precisely by refusing specificity.
	This paragraph names the authority strategy explicitly – ‘intertextual rewriting’.
The use of ‘ungendered plurality’ demonstrates granular engagement with linguistic features while indicating the story’s implicit feminist concern: the erasure of women’s work and role.

	I also used first person narration so the reader hears the story from the point of view of someone who knows the truth but wasn't listened to. This makes the reader question why some people's work gets remembered and other people's doesn't, especially women like Eleanor.
	I deliberately withheld a gesture of vindication where the narrator chooses not to correct the vicar because I wanted to resist a redemptive arc in which the ‘true’ story simply displaces the official one. Instead, the story sits with both truths as simultaneously valid and incompatible, which felt more honest to how institutional memory actually operates: not through single acts of falsification, but through cumulative, structural indifference to whose labour gets narrated.
	The writer reflects on the choice of resisting the redemptive arc as it steers the narrative away from sentimentality.
The reflection links the structural choice (withheld resolution) to the story’s thesis about institutional memory.

	I think my story shows how history can hide the truth, even when nothing written down is actually a lie. I could improve my story by adding more description of the setting and more dialogue between characters.
	The recurring motif of the biscuit tin and the ledger's material survival (house moves, flood) reinforces that the counter-record persists privately, unauthorised, indifferent to whether it is ever officially sanctioned. This suggests that authority and truth are not synonymous, and that the archive is always a curated, not a comprehensive, act of memory.
	The final paragraph moves from strategy to symbol, showing awareness of how motif reinforces theme.
The closing distinction between authority and truth restates the thesis in more abstract terms, giving the writing a sense of development and conclusion rather than repetition.




[bookmark: _Toc243385293]Phase 6 – preparing the assessment
[bookmark: _Toc152254595][bookmark: _Toc156556357][bookmark: _Toc156805574][bookmark: _Toc159593270]In the ‘preparing the assessment’ phase, students integrate the analytical, conceptual and compositional skills developed throughout the unit to produce high-level responses for formal assessment. They focus on crafting sustained and cohesive texts that demonstrate a nuanced understanding of authorial authority, narrative form, perspective and the interaction between text, audience and context. Students engage in differentiated workshops to plan and refine their responses. They evaluate and justify their compositional choices, linking decisions about authorial voice, structure and form to the conceptual frameworks explored in previous phases. Peer feedback and meta-reflection provide opportunities for students to consider how their reading, writing and understanding of authority have evolved, allowing them to articulate the ways their own work engages with theory, textual experimentation and cultural contexts.
In this phase, students consolidate control over language, structure and evaluative precision. They ensure that their texts are sophisticated, coherent and reflective of the complex ideas studied across the unit. This phase requires students to demonstrate increasingly independent control of the scholarly and academic practices introduced across the English Extension 2 course and should be undertaken towards the end of the course in preparation for the trial HSC. Teachers should provide precise feedback on synthesis, source use, conceptual judgement and academic expression while preserving the complexity of students’ ideas.


[bookmark: _Toc243385294]Phase 6, activity 1 – authority extended response planning scaffold
Teacher note: this synthesises the conceptual learning from the unit and prepares students to respond to questions requiring either sustained analytical argument or creative composition. Students should focus on constructing and testing a clear conceptual position about authority before selecting the form and textual choices for communicating ideas. For analytical responses, students should justify and evaluate constructions of authority rather than simply describe them. For creative responses, students should deliberately construct, redistribute or challenge authority through compositional choices. Students should focus on developing their ability to explain how these choices are shaped by their study of Alexis Wright and the focus area.
Student note: this planning scaffold will help you develop a sophisticated conceptual response. You may use it to plan an analytical response or to develop the conceptual and compositional choices for a creative response.
Planning a sophisticated conceptual response
Choose one of the below practice questions to develop a draft response. First identify your conceptual position about authority. Then select the planning pathway that matches the type of response you are preparing.
Question 1 – Author and authority: Critically evaluate the relationship between the author and reader in shaping meaning within a text.
Question 2 – Author study: How has your study of Alexis Wright shaped your understanding of authorial authority as Custodianship?
Question 3 – Creative composition: Compose a narrative or hybrid prose text that unsettles a singular version of an event by redistributing narrative authority. Your composition should demonstrate how your study of Alexis Wright has shaped your understanding of authority, storytelling and perspective.
Unpacking the question
1. Identify the most important concepts in the question. Explain what they mean within the context of the focus area using the table below.
Table 61 – unpacking the question
	Key concept or central tensions in the question
	What does it mean in this context?

	
	

	
	

	
	

	
	

	
	

	
	


Developing a conceptual position
Use the thesis formula from Phase 5, activity 2 – conceptual thesis scaffold to draft your thesis.
For a creative response, convert your thesis into a conceptual intention – what do you want your composition to suggest, question or challenge about authority?
Line of argument
Summarise your overall argument or creative purpose in one sentence.
This statement should explain:
how authority is constructed
what challenges authority
how authority is ultimately justified.
Paragraph planning
Plan each paragraph before writing. Avoid organising paragraphs around texts alone. Instead, organise them around ideas. For creative compositions, plan compositional choices through which your conceptual position will be communicated. 
Table 62 – analytical paragraph planning
	Paragraph
	Conceptual topic sentence
	Theoretical lens
	Planned textual evidence
	Evaluation of authority
	How does this justify authority construction?

	Paragraph 1
	
	
	
	
	

	Paragraph 2
	
	
	
	
	

	Paragraph 3
	
	
	
	
	


Step 5 – integrating theory
Select theoretical perspectives that strengthen your argument. Think about how each theory supports or complicates your argument. Complete the table below in your English book if unsure of which theory best suits your thesis.
Roland Barthes
Kim Scott
Aileen Moreton-Robinson
Reader-response theory
Narrative theory
Aboriginal sovereignty framework
Other …
Table 63 – theory integration planning
	Theory
	Supports argument because …
	Limitations or tensions

	
	
	

	
	
	

	
	
	


Authority justification checkpoint
Complete each statement to test whether your argument remains focused on authority throughout.
Your responses should demonstrate evaluation rather than description.
Authority is constructed through …
Authority is challenged through …
Authority is redistributed through …
Authority is justified because …

[bookmark: _Toc243385295]Phase 6, activity 2 – using an A-range response to inform understanding
Teacher note: this resource has been designed to provide students with an example of what an A-range analytical response may look like.
Student note: this resource has been written to meet the characteristics of an A-range response. You will need to be aware of the suggested examination word count when planning your own writing.
This is a sample analytical response that focuses on the question below.
1. Use the marking guidelines or the student- facing rubric to make notes on the work sample
Read the sample annotations provided and add your own
Focus question:
Write a response of about 1000 to1200-words addressing the following question:
‘The death of the author is the birth of the reader.’
To what extent has your study of literary texts and criticism challenged traditional ideas about who controls meaning in a text?
Your response must:
present a clear comparative thesis
compare how authority is constructed, challenged or redistributed in each text
integrate embedded textual evidence
demonstrate sustained analysis
demonstrate awareness of relevant theoretical perspectives
use precise academic metalanguage
maintain a clear line of argument throughout.
[bookmark: _Toc243385296]Sample A-range analytical response
The question of who controls meaning in a literary text has been one of the most fiercely contested in 20th century criticism. Roland Barthes, in his landmark 1967 essay, declared that ‘the birth of the reader must be at the cost of the death of the Author,’ dismantling the Romantic assumption that meaning originates with, and is owned by, the individual author. The writing of Alexis Wright, award-winning Waanyi author of Carpentaria (2006), The Swan Book (2013) and the essay ‘What happens when you tell somebody Else’s story?’ (Meanjin 2016), both confirms and profoundly unsettles this claim. Wright’s novels are so cosmologically excessive and so resistant to Western interpretive closure that they seem to demand the liberated reader Barthes imagines. Yet her non-fiction insists that the freedom to read is never politically neutral and that the death of the author, applied to communities whose storytelling sovereignty has been systematically supressed, is not emancipation but another act of dispossession. My study of Wright has convinced me that the question of who controls meaning must begin not with Barthes’ question ‘Who is free to make meaning?’, but with Wright’s: ‘Who tells the story when it has been taken from you and what is the cost?’
The traditional model against which Barthes reacted positioned the author as the sovereign origin of textual meaning. E.D. Hirsch, in Validity in Interpretation (1967) argued that ‘verbal meaning is whatever someone has willed to convey by a particular sequence of linguistic signs’, making the critic’s task essentially exegetic: to recover the author’s intention as the single authoritative interpretation. Wright’s Carpentaria makes such a model immediately untenable. The novel’s narrative is structured by Waanyi cosmology, in which the land is a living presence and time is non-linear. Its opening pages describe a world shaped by an ancestral serpent whose movements have literally formed the Gulf of Carpentaria and the prose renders this not as metaphor but as ontological fact: ‘the sea water following in the serpent’s wake, swarming in a frenzy of tidal waves, soon changed colour from ocean blue to the colour of mud.’ Characters drift between the living and the dead without explanation. To ask what Wright ‘intends’ in the Hirschian sense is a categorical error: the novel operates within a knowledge system that does not separate the author from the Country that speaks through her and no individual excavation of the author’s conscious intentions could account for meanings held collectively in oral tradition.
Barthes’ model appears, at first, far more adequate. He argues that a text is ‘a multi-dimensional space in which a variety of writings, none of them original, blend and clash’. Carpentaria is precisely such a space, it draws on Waanyi oral tradition, on the history of colonial dispossession, on the ideas of Aboriginal realism and on ecological vision simultaneously, without adjudicating between them. No single reading exhausts it. In ‘What happens when you tell somebody Else’s story?’, Wright argues that Aboriginal people have been made ‘other people’s subject matter in the stories they tell’, paying ‘the high price of their foolishly playing around with the Aboriginal sense of self, aimed at dismantling our knowledge and belief in our rights, to have us question our truths and our times’. Barthes imagines the death of the author as a blow struck against bourgeois literary authority; Wright shows that the same gesture, in a different context, strikes against those with the least power of all.
Michel Foucault’s refinement of Barthes is illuminating here, though ultimately insufficient. In ‘What is an Author?’ (1969), Foucault argued that even after the author’s death, texts carry an ‘author function’ – a discursive role that ‘characterises the existence, circulation and operation of certain discourses within a society’. Wright herself is acutely aware of this institutional framing, she has spoken of the necessity of writing from within a First Nations literary tradition that exceeds and precedes the categories Western institutions use to receive it. Foucault reveals how power manages meaning even in the absence of authorial intention, but he offers no account of the community that might rightfully authorise a reading, or of what is lost when that community’s interpretive authority is overridden.
Stanley Fish’s concept of ‘interpretive communities’ appears to go further. Fish argued in Is There a Text in this Class? (1980) that ‘meanings are the property neither of fixed and stable texts nor of free and independent readers but interpretive communities’. Fish’s model explains interpretative divergence but assigns no ethical weight to any community’s readings over another’s, treating all interpretative communities as equivalent participants in an essentially academic challenge. Wright’s essay dismantles this neutrality entirely. ‘It has been a life’s work,’ she writes ‘of growing increasingly aware of how other people were telling stories on behalf of Aboriginal people in Australia, and how stories are used in campaigns to achieve certain goals.’ The 2007 Northern Territory emergency response (a military-style government intervention justified by a media narrative of Aboriginal dysfunction) was a storytelling event with the force of law: a story told by one interpretative community about another, used to suspend the Racial Discrimination Act and override Aboriginal sovereignty with the coercive apparatus of the state. Fish’s model has no vocabulary for interpretative communities that silence other interpretative communities through the exercise of political power. Wright’s essay makes clear that this is the defining condition of colonial storytelling.
Wolfgang Iser’s reader response theory offers a final point of comparison. Iser argued in The Act of Reading (1978) that literary texts contain ‘blanks’ and indeterminacies’ that ‘form a basic element of the communication process, stimulating the reader’s imagination to complete them.’. But Iser imagined the ‘implied reader’ as a universal subject whose imaginative participation is always welcome. The devastating passage in Wright’s essay where she asks ‘who would know how to read stories encompassing all time, when most are incapable of understanding the stories of the earth and the long cultural heritage of this country?’ is a direct rebuke to this assumption. The blanks in Wright’s fiction are boundaries, markers of knowledge that belongs to Country and community. Furthermore, Wright demonstrates that the consequence of outsiders filling those blanks incorrectly is not merely interpretive error but cultural harm: ‘I have seen firsthand the shameful and injurious impact that many public stories have had on our people over a long period of time. We have been boxed in by the Australian psyche, its fear of the other.’ When dominant society fills the gaps in its understanding of Aboriginal life with narratives of dysfunction and danger, the results is the erosion of the very people those stories claim to describe.
The death of the author, as a theoretical gesture, was a necessary corrective within the European literary tradition that produced it. But applied universally and particularly applied to a Waanyi woman writing from within a living Aboriginal tradition it becomes another form of dispossession. My study of Wright has led me to conclude that the most ethically serious criticism must begin not with the question of who is free to make meaning, but with Wright’s harder questions: whose meaning making has been stolen, and what does it cost a people when their stories are told by someone else?
1193 words



[bookmark: _Toc243385297]Annotated student work sample analytical response
Teacher note: the following work sample is not designed to be an example of exemplary student work. The sample is reflective of an A-range response.
Student note: the following work sample provides annotations in relation to the marking criteria and suggestions for further enhancement. You are encouraged to be judicious in your selection of information.
Table 64 – annotated student work sample analytical response
	Student work sample
	Annotations in relation to the marking criteria
	Suggestions for feedforward and skill development

	The question of who controls meaning in a literary text has been one of the most fiercely contested in 20th century criticism. Roland Barthes, in his landmark 1967 essay, declared that ‘the birth of the reader must be at the cost of the death of the Author,’ dismantling the Romantic assumption that meaning originates with, and is owned by, the individual author. The question of who controls meaning in a literary text has been one of the most fiercely contested in 20th century criticism. Roland Barthes, in his landmark 1967 essay, declared that ‘the birth of the reader must be at the cost of the death of the Author,’ dismantling the Romantic assumption that meaning originates with, and is owned by, the individual author. The writing of Alexis Wright, award-winning Waanyi author of Carpentaria (2006), The Swan Book (2013) and the essay ‘What happens when you tell somebody Else’s story?’ (Meanjin 2016), both confirms and profoundly unsettles this claim. Wright’s novels are so cosmologically excessive and so resistant to Western interpretive closure that they seem to demand the liberated reader Barthes imagines. Yet her non-fiction insists that the freedom to read is never politically neutral and that the death of the author, applied to communities whose storytelling sovereignty has been systematically supressed, is not emancipation but another act of dispossession. My study of Wright has convinced me that the question of who controls meaning must begin not with Barthes’ question ‘Who is free to make meaning?’, but with Wright’s: ‘Who tells the story when it has been taken from you and what is the cost?’
	This introduction deals with the implied theoretical position expressed in the quote and links it to an integrated approach to the ideas of readership, authorial position and context. It clearly introduces the works that it intends to discuss. It introduces the context of Alexis Wright and how her work deliberately resists Western classification, which is in itself a destabilising act.
One factor that clearly places this response in the A-range is that it looks beyond the texts to consider the ethical implications of such a theoretical position. The silencing of Aboriginal people has real consequences for how people see themselves and their autonomy in the world. Writing is precise and fluent throughout. The first-person inclusion maintains formality while introducing immediacy.
	This is a clear introduction that is appropriate for an English Extension 2 essay.
A clear articulation of the method or textual approach would further strengthen scholarly framing.

	The traditional model against which Barthes reacted positioned the author as the sovereign origin of textual meaning. E.D. Hirsch, in Validity in Interpretation (1967) argued that ‘verbal meaning is whatever someone has willed to convey by a particular sequence of linguistic signs’, making the critic’s task essentially exegetic: to recover the author’s intention as the single authoritative interpretation. Wright’s Carpentaria makes such a model immediately untenable. The novel’s narrative is structured by Waanyi cosmology, in which the land is a living presence and time is non-linear. Its opening pages describe a world shaped by an ancestral serpent whose movements have literally formed the Gulf of Carpentaria and the prose renders this not as metaphor but as ontological fact: ‘the sea water following in the serpent’s wake, swarming in a frenzy of tidal waves, soon changed colour from ocean blue to the colour of mud.’ Characters drift between the living and the dead without explanation. To ask what Wright ‘intends’ in the Hirschian sense is a categorical error: the novel operates within a knowledge system that does not separate the author from the Country that speaks through her and no individual excavation of the author’s conscious intentions could account for meanings held collectively in oral tradition.
	This paragraph introduces another aspect to the response and establishes a traditional model of authorship and authority through which these concepts have been judged. The relationship between author and reader is clearly outlined. The paragraph uses details from Carpentaria to introduce the concept of Country as meaning – maker and develops Wright’s context and the role it has in her writing more fully.
	The use of an additional critic here makes a clear point, but the essay moves away from this theoretical position very quickly and the point needs to be addressed in more detail for clarity.
The central claim, that Wright moves from resisting Western storytelling to replacing it with another ontology entirely is a complicated idea that could be developed more.

	Barthes’ model appears, at first, far more adequate. He argues that a text is ‘a multi-dimensional space in which a variety of writings, none of them original, blend and clash’. Carpentaria is precisely such a space, it draws on Waanyi oral tradition, on the history of colonial dispossession, on the ideas of Aboriginal realism and on ecological vision simultaneously, without adjudicating between them. No single reading exhausts it. In ‘What happens when you tell somebody Else’s story?’, Wright argues that Aboriginal people have been made ‘other people’s subject matter in the stories they tell’, paying ‘the high price of their foolishly playing around with the Aboriginal sense of self, aimed at dismantling our knowledge and belief in our rights, to have us question our truths and our times’. Barthes imagines the death of the author as a blow struck against bourgeois literary authority; Wright shows that the same gesture, in a different context, strikes against those with the least power of all.
	This paragraph demonstrates further engagement with the question and uses the Barthes quotes meaningfully. The expression is confident and also uses excerpts from Wright’s works and concepts meaningfully. It outlines the problems that occur when people are not allowed to tell their own stories. The contrast between Barthes and Wright around issues of power and powerlessness has real-world significance and meaning.
	‘Adequate’ could be replaced with a more precise word her that links better to the question.
The paragraph should develop and connect ideas rather than present a series of points. Avoid simply listing examples or adding evaluative comments that tell the reader what to think. Instead, use evidence to develop an interpretation, explain the significance of the evidence, and show how each idea contributes to the paragraph’s overall argument.

	Michel Foucault’s refinement of Barthes is illuminating here, though ultimately insufficient. In ‘What is an Author?’ (1969), Foucault argued that even after the author’s death, texts carry an ‘author function’ – a discursive role that ‘characterises the existence, circulation and operation of certain discourses within a society’. Wright herself is acutely aware of this institutional framing, she has spoken of the necessity of writing from within a First Nations literary tradition that exceeds and precedes the categories Western institutions use to receive it. Foucault reveals how power manages meaning even in the absence of authorial intention, but he offers no account of the community that might rightfully authorise a reading, or of what is lost when that community’s interpretive authority is overridden.
	This paragraph further develops the theory of Foucault in describing ‘author function’ and makes links between authority and power clear and explicit. The writing is powerful and expressive.
	To improve this paragraph further, direct textual evidence from one of the texts could be included. This would have the effect of substantiating and consolidating the argument.

	Stanley Fish’s concept of ‘interpretive communities’ appears to go further. Fish argued in Is There a Text in this Class? (1980) that ‘meanings are the property neither of fixed and stable texts nor of free and independent readers but interpretive communities’. Fish’s model explains interpretative divergence but assigns no ethical weight to any community’s readings over another’s, treating all interpretative communities as equivalent participants in an essentially academic challenge. Wright’s essay dismantles this neutrality entirely. ‘It has been a life’s work,’ she writes ‘of growing increasingly aware of how other people were telling stories on behalf of Aboriginal people in Australia, and how stories are used in campaigns to achieve certain goals.’ The 2007 Northern Territory emergency response (a military-style government intervention justified by a media narrative of Aboriginal dysfunction) was a storytelling event with the force of law: a story told by one interpretative community about another, used to suspend the Racial Discrimination Act and override Aboriginal sovereignty with the coercive apparatus of the state. Fish’s model has no vocabulary for interpretative communities that silence other interpretative communities through the exercise of political power. Wright’s essay makes clear that this is the defining condition of colonial storytelling.
	This paragraph introduces a further theoretical position which supports the analysis of Wright’s work in a more aligned manner. It uses details from Wright’s writing to demonstrate the consequences of rejecting natural Aboriginal knowledge and custodianship. The links to theoretical positioning demonstrate the different emphasis that particular readings convey. It uses the intervention as a concrete example of the loss of autonomy, illustrating Wright’s satiric incorporation of real-world events in her narratives.
	Use precise wording to communicate the intended idea clearly. Avoid vague or general terms that could be interpreted in multiple ways.
The paragraph as a whole is significantly longer than others and could be edited to be more concise.

	Wolfgang Iser’s reader response theory offers a final point of comparison. Iser argued in The Act of Reading (1978) that literary texts contain ‘blanks’ and indeterminacies’ that ‘form a basic element of the communication process, stimulating the reader’s imagination to complete them.’. But Iser imagined the ‘implied reader’ as a universal subject whose imaginative participation is always welcome. The devastating passage in Wright’s essay where she asks ‘who would know how to read stories encompassing all time, when most are incapable of understanding the stories of the earth and the long cultural heritage of this country?’ is a direct rebuke to this assumption. The blanks in Wright’s fiction are boundaries, markers of knowledge that belongs to Country and community. Furthermore, Wright demonstrates that the consequence of outsiders filling those blanks incorrectly is not merely interpretive error but cultural harm: ‘I have seen firsthand the shameful and injurious impact that many public stories have had on our people over a long period of time. We have been boxed in by the Australian psyche, its fear of the other.’ When dominant society fills the gaps in its understanding of Aboriginal life with narratives of dysfunction and danger, the results is the erosion of the very people those stories claim to describe.
	This paragraph introduces another theoretical framing which has meaning for an analysis of Wright’s work. It analyses the moral implications assumed by Barthes and that a reader is not always a welcome collaborator in a writer’s construction of meaning. Cultural distinctiveness is clearly outlined in the analysis of Wright’s work here as an imperative component of her writing and mission.
	The first sentence of this paragraph could be improved by a more meaningful engagement with the question.
When incorporating textual evidence, avoid inserting quotations as a sequence of supporting examples. Select the most relevant quotation, introduce it by explaining the specific idea it demonstrates, and follow it with analysis that explains how Wright’s language challenges or qualifies Iser’s concept of the reader.

	The death of the author, as a theoretical gesture, was a necessary corrective within the European literary tradition that produced it. But applied universally, and particularly applied to a Waanyi woman writing from within a living Aboriginal tradition, it becomes another form of dispossession. My study of Wright has led me to conclude that the most ethically serious criticism must begin not with the question of who is free to make meaning, but with Wright’s harder questions: whose meaning making has been stolen, and what does it cost a people when their stories are told by someone else?
	This paragraph returns to some of the central ideas of the essay, such as Wright’s context, Barthes’ positioning and the general framing established at the beginning of the piece. The writing is effective and confident.
	Replace value judgements such as ‘most ethically serious criticism’ with a specific description of what responsible criticism should do, such as recognising Wright’s cultural context, respecting cultural authority and considering the consequences of interpretation.
Use more definitive modality when stating the implications of the argument. Rather than ‘it would possibly have greater impact’, state what the conclusion should establish: what responsible criticism of Wright needs to recognise and do.


[1183 words] 

[bookmark: _Toc243385298]Phase 6, activity 3 – timed response student rubric
Teacher note: this rubric is designed as a self-assessment and reflection tool. Students should use it before, during and after timed writing practice to identify strengths and areas for development. Encourage students to justify their self-assessment with specific evidence from their response.
Student note: this rubric will help you evaluate the effectiveness of your practice responses.
Evaluating authority, perspective and form
How to use the rubric
After completing a practice response:
1. Read through your response once.
Assess each criterion honestly.
Record evidence from your response.
Identify one area to maintain and one area to improve.
1. 
Table 65 – practice response rubric
	Criteria
	Highly effective
	Effective
	Developing
	Evidence from my response

	Analysis of form and structure
	Evaluates how form and structure shape authority and meaning.
	Explains the relationship between form and meaning.
	Form is identified but not analysed effectively.
	

	Analysis of perspective
	Insightfully analyses perspective, narrative voice and reader positioning.
	Analyses perspective and reader positioning effectively.
	Limited discussion of perspective or reader positioning.
	

	Avoidance of summary
	Response remains analytical and evaluative throughout.
	Mostly analytical with limited summary.
	Frequent summary or retelling.
	

	Conceptual thesis and argument
	Establishes a sophisticated, sustained and evaluative argument throughout.
	Establishes a clear argument that is generally sustained.
	Argument is inconsistent, descriptive or unclear.
	

	Evaluation of authority
	Sophisticated evaluation of how authority is constructed, challenged and justified.
	Clear discussion of authority with some evaluation.
	Authority is identified but largely described rather than evaluated.
	

	Integration of stimulus
	Stimulus ideas are embedded seamlessly and used conceptually to shape argument.
	Stimulus is integrated and generally connected to the argument.
	Stimulus is referenced superficially or descriptively.
	

	Textual evidence
	Evidence is integrated purposefully and analysed conceptually.
	Relevant evidence supports analysis.
	Evidence is descriptive, excessive or insufficient.
	

	Use of theory
	Theory is integrated fluently and used to deepen evaluation and analysis.
	Theory is relevant and generally supports analysis.
	Theory is limited, disconnected or descriptive.
	

	Written expression
	Sophisticated, precise and controlled expression using conceptual vocabulary.
	Clear and coherent expression with appropriate terminology.
	Expression lacks precision or conceptual control.
	



[bookmark: _Toc243385299]Phase 6, activity 4 – Author and authority reflection map
Teacher note: this activity encourages students to reflect on conceptual growth across the unit. Students should focus on shifts in understanding rather than simply recalling content. The completed reflection map may also provide useful material for the meta-reflection activity and future Major work reflections.
Student note: this activity asks you to reflect on how your understanding of authority has evolved throughout the unit. There are no correct answers. Focus on identifying genuine changes in your thinking.
Looking back: How has your thinking changed?
How has studying the Author and authority focus area reshaped the way you read, write and think about texts?
Then and now
1. For each concept compare what you believed at the beginning of the program and what you believe now and complete the table.
Table 66 – then and now table
	Concept
	What I thought at the beginning of the unit
	What I think now

	author
	
	

	authority
	
	

	form and structure
	
	

	interpretation
	
	

	reader
	
	

	storytelling responsibility
	
	


Key ideas that shaped my thinking
Identify the most significant texts, theorists and concepts you encountered in the program. Record your response in the table below.
Table 67 – key ideas
	Text, theorist or concept
	What idea did it introduce?
	How did it change my thinking?

	Roland Barthes
	
	

	Alexis Wright
	
	

	Kim Scott
	
	

	Aileen Moreton-Robinson
	
	

	Tracker
	
	

	Carpentaria
	
	

	Other
	
	


Authority map
Place your understanding of authority at the centre of a concept map. Then identify the influences that contributed to that understanding and explain their impact in the table below.
Reflection on writing
Consider how your views about readers, writers and interpretation have changed.
Focus on conceptual shifts rather than technical writing skills.
Before this unit, I believed that writers …
Now I believe that writers …
Before this unit, I believed readers …
Now I believe readers …
Preparing for the meta-reflection
Use these prompts to identify the most important ideas that will inform your final reflection in your English book, record examples and insights that you may wish to discuss later.
The most significant shift in my thinking was …
The idea that challenged me most was …
The concept that most influenced my writing was …
The theorist or text that most influenced my thinking was …


[bookmark: _Toc243385300]Phase 6, activity 5 – meta-reflection scaffold
Teacher note: this activity provides students with an opportunity to synthesise their learning about authority, interpretation and composition. Students should move beyond description and demonstrate thoughtful reflection on both reading and writing practices. Encourage students to draw connections between theory, textual study and their own compositional choices.
Student note: this reflection asks you to consider how studying Author and Authority has influenced your thinking and writing. Focus on reflection and evaluation rather than summary.
Reflecting on my development as a reader and writer
A meta-reflection is a reflection that goes beyond describing what composers did and explains how and why their thinking, choices or processes developed.
Compose a 500-word meta-reflection responding to the following questions:
How has your understanding of author and authority shaped your writing?
How do you now deliberately construct or destabilise authority?
What theoretical lens informs your compositional choices?
Meta-reflection structure
Paragraph 1 – understanding authority
1. Reflect on how your understanding of authority has changed throughout the unit.
Use examples from texts and theory to support your reflections in the table below.
Table 68 – planning notes
	Question
	Notes

	What did I previously think authority meant?
	

	What do I think now?
	

	Which texts or theories influenced this change?
	


Paragraph 2 – authority and my writing
Explain how your understanding of authority influences your own writing.
Consider:
authorial voice
perspective
structure
fragmentation
reader participation
narrative control.
Use examples from your own compositions where possible when completing the below table.
Table 69 – planning notes
	Question
	Notes

	How do I construct authority?
	

	How do I destabilise authority?
	

	What choices have I made in my own writing?
	


Paragraph 3 – theory and compositional choices
Identify the theoretical perspective that most influences your writing.
Consider:
Roland Barthes
Kim Scott
Aileen Moreton-Robinson
reader-response theory
narrative theory
Aboriginal sovereignty frameworks.
Focus on application rather than summary when completing the below scaffold.
Table 70 – planning notes
	Theory or concept
	Influence on my writing

	
	

	
	

	
	

	
	

	
	

	
	


Paragraph 4 – looking forward
Reflect on how these ideas will continue to influence your writing beyond this unit.
Consider:
reader positioning
experimentation with form
storytelling responsibility.
Strong reflections:
explain change over time
use specific examples
connect theory and practice
evaluate learning
move beyond description
maintain a clear focus on authority.
[bookmark: _Toc169692778]
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