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Introduction
Background
The Advanced English 12 curriculum guide reflects and builds upon the framework provided
by Foundation for the Atlantic Canada English Language Arts Curriculum, located for
download at www.EDnet.ns.ca/pdfdocs/curriculum/camet/foundations-ela.pdf and the
Atlantic Canada English Language Arts Curriculum, Grades 10–12, located for download at
http://www.EDnet.ns.ca/pdfdocs/curriculum/ela10_12web.pdf.
The Atlantic Canada English language arts curriculum has been developed with the
following intentions:
• responding to continually evolving education needs of students and society
• providing greater opportunities for all students to become literate
• preparing students for the literacy challenges they will face throughout their lives
• bringing greater coherence to teaching and learning in English language arts across the
Atlantic Provinces
Pervasive, ongoing changes in society—for example, rapidly expanding use of
technologies—require a corresponding shift in learning opportunities for students to develop
relevant knowledge, skills, strategies, processes, and attitudes that will enable them to
function well as individuals, citizens, workers, and learners. To function productively and
participate fully in our increasingly sophisticated technological, information-based society,
citizens will need broad literacy abilities, and they will need to use these abilities flexibly.

The Nature and Definition of Advanced English 12
Advanced English 12 is characterized by additional content and curriculum outcomes that
expand and extend learning in both theoretical and applied aspects of the subject area.
Learning experiences in Advanced English 12 focus on in-depth treatment of selected topics,
independent learning and reflection, extended research projects / case studies, and critical
and cultural literacies. This course will be taught in both in-class and online contexts, and
will make effective use of information and communication technology and electronic
resources for learning.
Advanced English 12 is an intensive program of study reflecting high expectations and offers
a challenging curriculum for self-motivated students with a passion for language, literature,
and learning. It is designed to broaden knowledge, hone skills, and foster initiative, risktaking, and responsibility. These attributes are developed in an environment that promotes
both independent and collaborative learning. Advanced English 12 is an extension of
Advanced English 11, and preparation for further post-secondary study. Because of the
academic rigour, it is strongly recommended that students have successfully completed
Advanced English 11.

Student Criteria
1

A student who demonstrates several, or all, of the following attributes may be interested in
Advanced English 12:
• has a passion for language, reading, writing, and literature
• is a proficient writer—eager to develop a range of writing
• is a conscientious, self-directed learner
• is an avid reader
• is predisposed to explore contemporary and non-contemporary literature in a variety of
genres
• challenges comfort levels by taking risks as a reader and writer
• contributes enthusiastically to collaborative learning experiences
• relishes sophisticated learning experiences
• is predisposed to explore creative potential and imagination in a variety of ways
• is inquisitive, reflective, and open to new ideas
• is intrigued by diverse interpretations of a text or event
• seeks to comprehend and connect complex ideas and perspectives (e.g., the “big picture”)

2

OutcomesEssential Graduation LearningsGraduates from the public
schools of Atlantic Canada will be able to demonstrate knowledge, skills, and attitudes in the
following essential graduation learnings:
Aesthetic Expression
Graduates will be able to respond with critical awareness to various forms of the arts and be
able to express themselves through the arts.
Citizenship
Graduates will be able to assess social, cultural, economic, and environmental
interdependence in a local and global context.
Communication
Graduates will be able to use the listening, viewing, speaking, reading, and writing modes of
language(s) as well as mathematical and scientific concepts and symbols to think, learn, and
communicate effectively.
Personal Development
Graduates will be able to continue to learn and to pursue an active, healthy lifestyle.
Problem Solving
Graduates will be able to use the strategies and processes needed to solve a wide variety of
problems, including those requiring language, mathematical, and scientific concepts.
Technological Competence
Graduates will be able to use a variety of technologies, demonstrate an understanding of
technological applications, and apply appropriate technologies for solving problems.

English 12 and Advanced English 12 Outcomes
The outcomes for Advanced English 12 are those of English 12, but with additional
extended outcomes that place further emphasis on the development of abstract thinking,
critical analysis, acute awareness of personal and cultural paradigms, and the sophisticated
articulation of these focuses.

3

Speaking and Listening

•
•
•
•
•
•

•
•
•
•
•

1.
Students will be expected to speak and listen to explore, extend, clarify, and
reflect on their thoughts, ideas, feelings, and experiences.
Outcomes for English 12 Students will be expected to
examine others’ ideas and synthesize what is helpful to clarify and expand on their own
understanding
ask discriminating questions to acquire, interpret, analyse, and evaluate ideas and
information
articulate, advocate, and justify positions on an issue or text in a convincing manner,
showing an understanding of a range of viewpoints
listen critically to analyse and evaluate concepts, ideas, and information
Extended Outcomes for Advanced English 12
Students will be
expected to
practise effective speaking and listening skills to examine and reflect on the thought
embodied in the spoken language of others
demonstrate in their interactions an understanding of the cultural and critical reasons for
their own viewpoint and those of others
2.
Students will be expected to communicate information and ideas effectively and
clearly and respond to personally and critically.Outcomes for English 12Students will be
expected to
• interact in both leadership and support roles in a range of situations, some of which
are characterized by complexity of purpose, procedure, and subject matter
• adapt language and delivery for a variety of audiences and purposes in informal and
formal contexts, some of which are characterized by complexity of purpose,
procedure, and subject matter
• respond to a wide range of complex questions and directions
• reflect critically on and evaluate their own and others’ uses of language in a range of
contexts, recognizing elements of verbal and non-verbal messages that produce
powerful communication
Extended Outcomes for Advanced English 12Students will be expected to
articulate the elements needed for effective participation in various learning contexts
(large groups, small groups)
listen critically and respond thoughtfully to complex questions, concepts, ideas, and
information
manipulate language to communicate ideas and demonstrate an understanding of how
this manipulation produces more powerful communication
demonstrate fluency in communicating in formal contexts dependent on purpose and
audience
exhibit extended vocabulary and verbal expression
17. Students will be expected to interact with sensitivity and respect considering the
situation, audience, and purpose.
Outcomes for English 12Students will be expected to

4

•
•
•

consistently demonstrate active listening and concern for the needs, rights, and
feelings of others
demonstrate how spoken language influences and manipulates, and reveals ideas,
values, and attitudes
address the demands of a variety of speaking situations, making critical language
choices, especially of tone and style
- express individual voice, enabling them to remain engaged, but be able to
determine whether they will express themselves or remain silent

Extended Outcomes for Advanced English 12Students will be expected to
• describe the impact of subtle differences in word choices and tone
• demonstrate ability to engage in discussions about complex and controversial issues
• recognize the power of formal and informal language as it relates to race, gender, culture,
and class (e.g., primary and secondary discourses)
Reading and Viewing
24. Students will be expected to select, read, and view with understanding a range of
literature, information, media, and visual texts.

5

Outcomes for English 12Students will be expected to
• select texts to support their learning needs and range of special interests
• read widely and experience a variety of literary genres and modes from different provinces
and countries, and world literature from different literary periods
• articulate their understanding of ways in which information texts are constructed for
particular purposes
• use the cueing systems and a variety of strategies to construct meaning in reading and
viewing complex and sophisticated print and media texts
• articulate their own processes and strategies in exploring, interpreting, and reflecting on
sophisticated texts and tasks
•
•
•
•

•
•
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Extended Outcomes for Advanced English 12Students will be expected to
select texts independently to supplement those used in the classroom
select challenging texts to support their learning needs and special interests
select texts to increase their range of interest
refine and extend their own processes and strategies in exploring, interpreting, and
reflecting on sophisticated texts and tasks
34. Students will be expected to interpret, select, and combine information using a
variety of strategies, resources, and technologies.
Outcomes for English 12Students will be expected to
access, select, and research, in systematic ways, specific information to meet personal and
individual learning needs
use the electronic network and other sources of information, in ways
characterized by complexity of purpose, procedure, or subject matter
evaluate their research processes

•
•

Extended Outcomes for Advanced English 12Students will be expected to
critically evaluate information, assessing the suitability, reliability, and credibility of
language, form, genre, and source
understand and appreciate the expectations of research ethics

6. Students will be expected to respond personally to a range of texts.Outcomes for
English 12Students will be expected to
• make informed personal responses to increasingly challenging print and media texts and
reflect on their responses
- make connections between their own values, beliefs, and cultures and those
reflected in literary and media texts
- analyse thematic connections among texts and articulate an understanding of the
universality of any themes
- demonstrate a willingness to explore diverse perspectives to develop or modify
their points of view
• articulate and justify points of view about texts and text elements
interpret ambiguities in complex and sophisticated texts
Extended Outcomes for Advanced English 12Students will be expected to
• investigate reasons for their responses to texts as individuals and as members of a sociocultural group
7. Students will be expected to respond critically to a range of texts, applying their
understanding of language, form, and genre.Outcomes for English 12Students will be
expected to
• critically evaluate the information they access
• show the relationships among language, topic, purpose, context, and audience
- note the relationship of specific elements of a particular text to elements of other
texts
- describe, discuss, and evaluate the language, ideas, and other significant
characteristics of a variety of texts and genres
• respond critically to complex and sophisticated texts
- examine how texts work to reveal and produce ideologies, identities, and
positions
- examine how media texts construct notions of roles, behaviour, culture, and
reality
- examine how textual features help a reader and viewer to create meaning of the
texts
Extended Outcomes for Advanced English 12Students will be expected to
• evaluate the political, social, cultural, and emotional connotations embedded in language
• evaluate and respond to the artful use of language in a variety of texts
Writing and Other Ways of Representing
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8. Students will be expected to use writing and other ways of representing to explore, clarify,
and reflect on their thoughts, feelings, experiences, and learning; and to use their
imagination.
•

•
•
•
•
•
•

Outcomes for English 12Students will be expected to
use writing and other ways of representing to explore, extend, and reflect on
- their experiences with and insights into challenging texts and issues
- the writing processes and strategies they use
- their achievements as language users and learners
- the basis for their feelings, values, and attitudes
use note-making strategies to reconstruct increasingly complex knowledge
- explore the use of photographs, diagrams, storyboards, etc., in documenting
experiences
make effective choices of language and techniques to enhance the impact of imaginative
writing and other ways of representing
Extended Outcomes for Advanced English 12Students will be expected to
demonstrate an understanding of the value of writing to extend thinking
- use metacognition to extend thinking and reflect on the writing process
- understand that writing is a way of thinking deeply
demonstrate an understanding of the value of other ways of representing to reflect
insightful understandings of texts and issues
demonstrate an understanding of the similarities and differences among challenging texts
and issues
communicate insight into and empathy for the diversity of the human experience

•

9. Students will be expected to create texts collaboratively and independently,
using a variety of forms for a range of audiences and purposes.
Outcomes for
English 12
Students will be expected to
produce writing and other forms of representation characterized by increasing complexity
of thought, structure, and conventions
demonstrate an understanding of the ways in which the construction of texts can create,
enhance, or control meaning
- make critical choices of form, style, and content to address increasingly
complex demands of different purposes and audiences
evaluate the responses of others to their writing and media productions

•
•

Extended Outcomes for Advanced English 12Students will be expected to
effectively defend an interpretation of a text or issue
develop, revise, and publish texts for purposes and audiences outside of the classroom

•
•

10. Students will be expected to use a range of strategies to develop effective
writing and other ways of representing and to enhance their clarity, precision,
and effectiveness.
Outcomes for English 12Students will be expected to
8

•
•
•
•
•

apply their knowledge of what strategies are effective for them as creators of various
writing and other representations
use the conventions of written language accurately and consistently in final products
use technology effectively to serve their communication purposes
- design texts that they find aesthetically pleasing and useful
demonstrate a commitment to the skilful crafting of a range of writing and other
representations
integrate information from many sources to construct and communicate meaning

Extended Outcomes for Advanced English 12
Students will be expected to
• create and support a scholarly thesis with appropriate evidence
• demonstrate proficiency in matters of correctness and stylistic choice in a range of genres
or forms

9

Information and Communication Technology (ICT) Integration
Key-Stage Outcomes
By the end of Grade 12, students will be expected to
Basic Operations and Concepts
BOC 12.1
BOC 12.2
BOC 12.3
BOC 12.4

use a wide variety of technology, demonstrate a clear understanding of
technological applications, and consistently apply appropriate technology to
solve curriculum problems
demonstrate an ability to assess the application of technology to solve problems,
particularly to evaluate significant effects, which estimations, program flaws,
and human error have on any given solution
demonstrate facility with the specialized vocabulary associated with the
technology they use
take personal responsibility for their safe and ergonomic use of technology for
learning

Social, Ethical, and Human Issues
SEHI 12.1
SEHI 12.2
SEHI 12.3
SEHI 12.4
SEHI 12.5
SEHI 12.6
SEHI 12.7

behave ethically and with accuracy as they generate and distribute information
about themselves, others, and curriculum topics under study
articulate an informed and critical understanding of mass media, popular
culture, and electronic information environments; their techniques; and the
effects of those techniques
critically analyze the impacts of evolving technologies on themselves, societies,
and the environment
demonstrate habits of perception, analysis, judgment, and selectivity as they
contribute to society through the discerning and critical use and creation of
information resources and technology
act responsibly when faced with ethical issues that arise from their use of
information
demonstrate an appreciation of the role of technology-related careers in the
larger community and assess technology-related career opportunities within the
context of their personal values and needs
follow the Public School Program Network Access and Use Policy

Productivity
PTS 12.1
PTS 12.2
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use electronic planning software to support the development and analysis of
efficient personal study and research plans independently
evaluate, select, and use the following to learn and to represent curriculum
concepts under study: specialized software, including computer-based
simulations; and measuring, sampling, and recording devices, including
complex calculators

PTS 12.3
PTS 12.4
PTS 12.5

write and represent their research using the structures, features, conventions,
and techniques of specialized publication and presentation formats with
growing fluency
evaluate, select, and use a range of media, and information and communication
technology, to create, edit, and publish their work independently
create electronic charts, tables, and graphs; and design, create, and manipulate
spreadsheets and databases as part of the process of collecting, analyzing, and
displaying data independently

Communication
CT 12.1

CT 12.2
CT 12.3
CT 12.4
CT 12.5
CT 12.6

use language, in a range of aural, print, media, and electronic forms to explore
and express their perceptions, feelings, ideas, and attitudes; refine their
thinking; and interact, negotiate, and collaborate with others in order to build
their understanding
critically apply technological skills in a range of electronic, visual, and print
media for formal and informal communication
design and create electronic documents to accomplish curricular tasks
discover, share, and reflect upon their own and others’ cultures, values, and
understandings as they are expressed in electronic and other formats
use multimedia hardware and authoring software to develop non-linear,
interactive presentations
assess the value and application of information and communication technology
in personal and career-related pursuits

Research, Problem Solving, and Decision Making
RPSD 12.1 select appropriate devices and software to collect data, solve problems, and note
patterns; to make logical decisions and draw conclusions; and to present results,
with general supervision
RPSD 12.2 identify, evaluate, and compare the quality, congruencies, discrepancies,
omissions, biasses, and perspectives of information content of print, media, and
electronic resources
RPSD 12.3 evaluate and organize ideas and information from a wide range of media and a
variety of sources to meet their curriculum needs efficiently and independently
RPSD 12.4 identify the strengths and limitations of different approaches to research, and
select those approaches that efficiently meet their learning needs
RPSD 12.5 contribute to the development of criteria for selecting a research topic, and,
based on those criteria, define and complete a research task efficiently
RPSD 12.6 accurately record and cite, using academically accepted formats and standards,
sources of information contributing to their research

The Integration of Information and Communication Technology
for Teaching and Learning As information technology shifts the ways in which
society accesses, communicates, and transfers information and ideas, it inevitably changes the
ways in which students learn.
11

Students must be prepared to deal with the growing access to and exponential growth of
information, expanding perceptions of time and space in a global context, new ways to
interact and interconnect with others, and a technologically-oriented environment
characterized by continuous, rapid change.
Because the technology of the information age is constantly and rapidly evolving, it is
important to make careful decisions about its application, and always in relation to the extent
to which it helps students to achieve the outcomes of the English language arts curriculum.
Technology can support learning in English language arts for specific purposes such as
inquiry, communication, and expression. (For more information about the Senior High
Learning Environment, see Atlantic Canada English Language Arts Curriculum Guide: Grades
10–12, pp. 166–167.)
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Contexts for Teaching and LearningPrinciples of Learning
The public school program is based on principles of learning that teachers
and administrators should use as the basis of the experiences they plan for
their students. These principles include the following:
1. Learning is a process of actively constructing knowledge.

•
•
•
•
•
•
•
•

Therefore, teachers and administrators have a responsibility to
• create environments and plan experiences that foster inquiry, questioning, predicting,
exploring, collecting, educational play, and communicating.
• engage learners in experiences that encourage their personal construction of
knowledge, for example, hands-on, minds-on science and math; drama; creative
movement; artistic representation; writing and talking to learn
• provide learners with experiences that actively involve them and are personally
meaningful
•
• 2.
Students construct knowledge and make it meaningful in terms of their
prior knowledge and experiences.
•
•
Therefore, teachers and administrators have a responsibility to
find out what students already know and can do
create learning environments and plan experiences that build on learners’ prior
knowledge
ensure that learners are able to see themselves reflected in the learning materials used in
the school
recognize, value, and use the great diversity of experiences and information students
bring to school
provide learning opportunities that respect and support students’ racial, cultural, and
social identity
ensure that students are invited or challenged to build on prior knowledge, integrating
new understandings with existing understandings
3.
Learning is enhanced when it takes place in a social and collaborative
environment.
Therefore, teachers and administrators have a responsibility to
• ensure that talk, group work, and collaborative ventures are central to class activities
• see that learners have frequent opportunities to learn from and with others
• structure opportunities for learners to engage in diverse social interactions with peers
and adults
• help students to see themselves as members of a community of learners
•
• 4.
Students need to continue to view learning as an integrated whole.
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Therefore, teachers and administrators have a responsibility to
• plan opportunities to help students make connections across the curriculum and with
the world outside and structure activities that require students to reflect on those
connections
• invite students to apply strategies from across the curriculum to solve problems in
real situations
•
• 5.
Learners must see themselves as capable and successful.
Therefore, teachers and administrators have a responsibility to
• provide activities, resources, and challenges that are developmentally appropriate to
the learner
• communicate high expectations for achievement to all students
• encourage risk-taking in learning
• ensure that all students experience genuine success on a regular basis
• value experimentation and treat approximation as signs of growth
• provide frequent opportunities for students to reflect on and describe what they
know and can do
• provide learning experiences and resources that reflect the diversity of the local and
global community
• provide learning opportunities that develop self-esteem
•
• 6.
Learners have different ways of knowing and representing knowledge.
Therefore, teachers and administrators have a responsibility to
• recognize each learner’s preferred ways of constructing meaning and provide
opportunities for exploring alternative ways
• plan a wide variety of open-ended experiences and assessment strategies
• recognize, acknowledge, and build on students’ diverse ways of knowing and
representing their knowledge
• structure frequent opportunities for students to use various art forms—music, drama,
visual arts, dance, movement, crafts—as a means of exploring, formulating, and
expressing ideas
•
• 7.
Reflection is an integral part of learning.
Therefore, teachers and administrators have a responsibility to
• challenge their beliefs and practices based on continuous reflection
• reflect on their own learning processes and experiences
• encourage students to reflect on their learning processes and experiences
• encourage students to acknowledge and articulate their learnings
• help students use their reflections to understand themselves as learners, make
connections with other learnings, and proceed with learning

15

Online In-Class Components and Online Delivery of Advanced
English 12 “Online in-class components” refers to when teachers and students work
together in a classroom and use online environments to conduct activities. Such components
include resources such as Web-based links, interactive communication-based technologies
(e.g., forums, electronic mail, electronic chats, collaborative writing sites (e.g., interactive
websites such as wikis and blogs), publication environments (e.g., Zines, podcasts, vodcasts),
online tutorial material (e.g., professional resources, student resources), and professional
environments (e.g., networked PLCs, forums, listservs).A second use of technology in this
curriculum occurs when the course is delivered online. In this case, teachers and students
work not in a classroom but together in an online environment. This method of course
delivery occurs through a secure Internet space with teacher direction and is referred to as
“online delivery” of the curriculum. Online delivery of Advanced English 12 might occur
through the use of Web conferencing and other electronic exchanges for smaller schools that
would not be able to offer this course, but have students who would be successful in
Advanced English 12.

Teaching Advanced English 12 A teacher who demonstrates several, or all, of the
following attributes may be interested in teaching Advanced English 12:
• has a passion for language, reading, writing, and literature
• is a proficient writer—eager to develop a range of writing
• is a conscientious, self-directed learner
• is an avid reader
• explores contemporary and non-contemporary literature in a variety of genres
• challenges comfort levels by taking risks as a reader and writer
• contributes enthusiastically to collaborative learning experiences
• relishes sophisticated learning experiences
• explores creative potential and imagination in a variety of ways
• is inquisitive, reflective, and open to new ideas
• is intrigued by diverse interpretations of a text or event
• seeks to comprehend and connect complex ideas and perspectives (e.g., the “big picture”)

The Senior High School Learning Environment To establish the
supportive environment that characterizes a community of learners, teachers need to
demonstrate that they value all learners, illustrating how diversity enhances the learning
experiences of all students; for example, by emphasizing courtesy in the classroom through
greeting others by name, thanking them for answers, and inviting, rather than demanding,
participation. Students could also be encouraged to share interests, experiences, and expertise
with one another. Students must know one another in order to take learning risks, make
good decisions about their learning, and build the base for peer partnerships for tutoring,
sharing, co-operative learning, and other collaborative learning experiences.
Having established community within the classroom, the teacher and students together can
make decisions about learning activities. Whether students are working as a whole class, in
small groups, in pairs, in triads, or individually, teachers should
16

•

encourage comments from all students during whole-class discussion, demonstrating

•

confidence in and respect for their ideas
guide students to direct questions evenly to members of the group

•

encourage students to discover and work from the prior knowledge in their own social,
racial, or cultural experiences

•

encourage questions, never assuming prior knowledge

•

select partners or encourage students to select different partners for specific purposes

•

help students establish a comfort zone in small groups where they will be willing to
contribute to the learning experience

•

observe students during group work, identifying strengths and needs, and conference
with individuals to help them develop new roles and strategies

•

include options for students to work alone for specific and clearly defined purposes

(For more information about the Senior High Learning Environment, see Atlantic Canada
English Language Arts Curriculum Guide: Grades 10–12, pp. 11–12)

Annual or Recurring Curriculum-Related Events for Teachers
International Reading Association (IRA)
reading.org/association/meetings/index.html. An annual international conference
occurs each year in the spring in the United States or Canada.National Council of
Teachers of English (NCTE) ncte.org/profdev/conv/annual.
An annual
convention occurs each year.Association of Teachers of English in Nova Scotia
(ATENS)
atens.nstu.ca/. An annual conference occurs each year on the Nova
Scotia Teachers Union Provincial Conference Day.
Reading for the Love of It
Annual conference in Toronto.
readingfortheloveofit.comWord on the Street Annual event in Halifax.
thewordonthestreet.caWriters’ Federation of NS
Writers in the Schools program.
writers.ns.ca

17
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Course Design and ComponentsFeatures of Advanced
English 12
Students in Advanced English 12 explore multiple roles within the classroom: as
speakers, as leaders, as writers, as experts, as learners, as supporters, and as
collaborators. Teachers of this course should understand the value of exploratory
talk among students and encourage their participation in creating classroom
protocols and guidelines that establish the learning environment. While students
in advanced courses often exhibit independent thought, collaborative experiences
are also a feature of this course. Students should also be prepared for the intensity
and depth of the reading and thought that is expected. Advanced English 12 also
significantly integrates information and communication technology.
Key Concept in Advanced English 12 The key concept in Advanced English
12 is the complexity of differing points of view. This concept is embedded in the extended
learning outcomes and is evident in the suggestions for teaching and learning. The key
concept can include the following:
• exploring point of view—(e.g., experiences through studying philosophy, history, ethics,
morality, mythology, epistemology, ontology)
• assuming and evaluating multiple points of view—(e.g., exploration of paradox, irony,
ambiguity, tone, controversy, critical and cultural literacies)
• addressing competing points of view—(e.g., interpretation of and response to the world,
and awareness of power and language, empathy, and how competing points of view
enrich knowledge and lives)

Addressing Racial Equity, Cultural Diversity, and the Needs of
All Learners An important emphasis in this curriculum is the need to deal successfully
with a wide variety of equity and diversity issues. Not only must teachers be aware of, and
adapt instruction to account for, differences in student readiness as students begin this course
and as they progress, they must also remain aware of the importance of avoiding gender and
cultural biasses in their teaching. Ideally, all students should find their learning opportunities
maximized in the English classroom.
The reality of individual student differences must be recognized as teachers make
instructional decisions. While Advanced English 12 presents Specific Curriculum Outcomes
for the course, it must be acknowledged that not all students will progress at the same pace or
be equally positioned with respect to attaining a given outcome at any given time.
English teachers can reach a variety of learners by using a multi-representational approach. If
students experience many ways of connecting with a concept, they will obtain a deeper
understanding of that concept, and students with different learning styles can access the
concept with the representation that has the most meaning for them. A classroom
environment that balances individual, small-group, and whole-class approaches to activities is
recommended when trying to meet the needs of all learners.

Learning Styles Learners have many ways of learning, knowing, understanding, and
creating meaning. Research into links between learning styles and preferences and the
physiology and function of the brain has provided educators with a number of helpful
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concepts of and models for learning. Howard Gardner, for example, identifies eight broad
frames of mind or intelligences. Gardner believes that each learner has a unique combination
of strengths and weaknesses in these eight areas, but that the intelligences can be more fully
developed through diverse learning experiences. Other researchers and education
psychologists use different models to describe and organize learning preferences.
Students’ ability to learn is also influenced by individual preferences and needs within a
range of environmental factors, including light, temperature, sound levels, nutrition,
proximity to others, opportunities to move around, and time of day.
How students receive and process information and the ways they interact with peers and
their environment, in specific contexts, are both indicators and shapers of their preferred
learning styles. Most learners have a preferred learning style, depending on the situation and
the type and form of information the student is dealing with, just as most teachers have a
preferred teaching style, depending on the context. By reflecting on their own styles and
preferences as learners and as teachers in various contexts, teachers can
• build on their own teaching-style strengths
• develop awareness of and expertise in a number of teaching and learning styles and
preferences
• organize learning experiences to accommodate the range of ways in which students learn,
especially for whom the range of ways is limited
Learning experiences and resources that engage students’ multiple ways of understanding
allow them to become aware of and reflect on their learning processes and preferences. To
enhance their opportunities for success, students need
• a variety of learning experiences to accommodate their diverse learning styles and
preferences
• opportunities to reflect on their preferences and the preferences of others to understand
how they learn best and that others may learn differently
• opportunities to explore, apply, and experiment with learning styles other than those they
prefer, in learning contexts that encourage risk-taking
• opportunities to return to preferred learning styles at critical stages in their learning
• opportunities to reflect on other factors that affect their learning, for example,
environmental, emotional, sociological, cultural, and physical factors
• a timeline appropriate for their individual learning needs within which to complete their
work

Cross-Curricular Connections Advanced English 12 provides many connections
to other subject areas in the high school program. As an English language arts course, it
builds on the skills students may have acquired in fine arts courses: dance, drama, music, and
visual arts. Although the outcomes in Advanced English 12 are not grouped according to
understandings and processes as described in Foundation for the Atlantic Canada Arts
Education Curriculum (2001), these understandings and processes are inherent in the
suggestions for learning, teaching, and assessment in this curriculum guide. The following
three types of understandings and processes characterize all arts courses:
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•

creating, making, and presenting

•

understanding and connecting contexts of time, place, and community

•

perceiving, reflecting, and responding

Arts education enables students to see life in new ways. The arts explore relationships
between ideas and objects and serve as links between thought and action. Arts education
enhances students’ abilities to think critically, solve problems, and make decisions, enabling
them to take the calculated risks required for the successful demonstration of Advanced
English 12 outcomes.
Advanced English 12 provides students with extensive experience in current technologies.
Technology in the English curriculum is inclusive of those processes, tools, and products that
students use in the design, development, creation, and presentation of their works.
Connections to social studies also become apparent throughout the modules: a critical awareness of
the development of the English language and English literature from a historical perspective
is an important dimension of Advanced English 12.Other curricular connections might be
made through interdisciplinary studies within a school community. For example, teachers
might work together to address a common concept such as truth, beauty, freedom, or love.
Similarly, teachers might organize a thematic unit on a topic such as the environment by
using an essential question that directs students’ learning.Organization
Advanced English 12 has been developed within an outcomes framework.
This major shift in planning requires teachers to focus on the outcomes when
designing learning experiences for students. If one thinks in terms of a
weaving analogy, then the outcomes framework provides the warp for the
English curriculum, while teachers and students, bringing their own interests
and abilities to the activity, provide the weft. The resulting learning
“tapestries,” while rooted in the same outcomes, will reflect a variety of
approaches and discoveries.

Learning and Teaching Strategies
Students and teachers involved with Advanced English 12 are responsible for the specific
curriculum outcomes for English 12 as well as the extended specific curriculum outcomes for
Advanced English 12. Teachers need to refer to Atlantic Canada English Language Arts
Curriculum: Grades 10–12 for the Suggestions for Teaching and Learning for English 12.
Teachers preparing an Advanced English 12 course may also find it useful to refer to the
Advanced English 11 extended outcomes, along with the respective Suggestions for Learning
and Teaching that are presented in that document.
It should be noted that Atlantic Canada English Language Arts Curriculum: Grades 10–12 is
an earlier generation of curriculum document than the curriculum guide for Advanced
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English 12, and the Strategies for Teaching and Learning are presented in a significantly
different way. Whereas Atlantic Canada English Language Arts Curriculum: Grades 10–12
states the kind of activities students and teachers need to complete in order to meet the
specific curriculum outcomes, the Advanced English 12 document provides names or titles of
specific activities and their method of completion instead.
The charts on the following pages provide a summary of those kinds of activities that meet
the specific curriculum outcomes of English 10–12, and names of specific activities that meet
the extended outcomes of Advanced English 11 and Advanced English 12.
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Speaking and Listening
1. Students will be expected to speak and listen to explore, extend, clarify, and reflect on
their thoughts, ideas, feelings, and experiences.
English 10

•
•
•
•

Suggestions for Learning and Teaching
English 11
English 12

Small-Group Discussion •
Informal Debate
•
Oral Presentation
•
Seminar
•
•
•
•
•
•
•

Public Speaking
Lecture
Parliamentary Debate
Cross-Examination Debate
Panel Discussion
Seminar
Individual Presentation
Re-enactment
Drama
M onologue

•

Analysis of Classic
Speeches

•
•

Formal Presentation
Academic Debate on Literary
Topic
Analysis of Student
Presentations

•

Advanced English 11

Advanced English 12

•
•
•
•
•
•
•
•
•
•
•

•
•
•
•
•
•
•
•
•
•

Understanding English
Radio Broadcast
“Televised Live” Broadcast
W ord Seasons
Connotation
Interior M onologue
Interview
Persuasive
Speaker’s Forum
Conversational Round Table
Literary Debate

Class Warm-ups
Local Syntax and Diction
Speech Terms
Podcast Lectures
Imitation
Belief System
Fishbowl
Forum Audio Posts
Notetaking
W hen She Said

129.
Students will be expected to communicate information and ideas effectively
and clearly, and to respond personally and critically.
English 10

•
•
•
•
•
•
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Suggestions for Learning and Teaching
English 12
English 11

Small-Group Discussion •
Informal Debate
•
Oral Presentation
•
Seminar
•
Re-enactment
•
Telephone Skills
•
•
•

Public Speaking
Formal Debate
Panel Discussion
Seminar
Individual Presentation
Re-enactment
Drama
M onologue

•
•
•

Public Speaking
Formal Academic Debate
Toastmasters

•

Integrated Media Presentation

•
•
•
•
•
•
•
•
•
•
•

Advanced English 11

•
•
•
•
•
•

Visualizing
Listen for Bias and Illogic
Book Talks
Strip Stories
Unmagnetic Poetry
Puzzle Game
BE the Poem
Cue Card Discussion
Critical Analysis
History of the English
Language
Quotations
Vocabulary Cards or Journal
Taboo W ords
M entor Texts
Storytelling
M edia Supports and Artifacts

•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Advanced English 12
W arm-up of Presenting the
News
M inutes
Entrance Lines and Exit Lines
Interrupted Reading
Create a Podcast
Practise Five Types of Speech
A Speech in Five Voices
Be the Teacher
Imitative Speaking
Trial
Re-enactments
Discussion Dramas
Taboo and Required W ords
Omitted Scenes

180.
Students will be expected to interact with sensitivity and respect considering
the situation, audience, and purpose.
English 10

•
•
•
•
•

Suggestions for Learning and Teaching
English 12
English 11

Small-Group Discussion •
Roles
•
Informal Debate
•
Oral Presentation
Seminar
Re-enactment

•
•
•
•
•
•
•

Adapting Oral Language
Elements of Argument in
Discussion
M ock Trial
M odel Parliament
Small-Group Address
Round Table Discussion
Choral Speaking
Story Theatre
Integration of M edia

•
•
•
•
•
•
•
•

Video/Radio Theatre
Production Meetings
Orator Imitation
Impersonation of Broadcast
Personality
Constructing M odels of
Formal Oral Expression
Formal Public M eeting
Analysis of Speeches/ M edia
Presentations
Parliamentary Procedure

Advanced English 11

Advanced English 12

•
•
•
•

•
•

•
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Formal Language
Conventions

Socratic Circles
Guest Speakers
W ord W arm-ups
Perform a Poem in
Collaboration with a M usician
Exchange Viewpoints

•
•
•

Controversial Issues
Identifying Primary and
Secondary Discourses
Them’s Fighting W ords
Scarlatti Tilt Activity
Banned W ords and Politically

•
•
•
•
•
•
•

Kohlberg’s Stages of M oral
Reasoning
M ock Trial
Save the Last W ord for M e
Diction Shift
Audience Shift
Practise Active Listening Skills
Academic Controversy

•
•
•
•

Correct W ords
The Power of Language
W hose News Is It
Cash W ords
Did I Say That

Reading and Viewing
225.
Students will be expected to select, read, and view with understanding a range
of literature, information, media, and visual texts.
English 10

•
•
•
•
•
•
•
•
•

Booktalks
Response Journals
Personal Reflection
Applying Prior Knowledge
Questioning Texts
Connecting Texts to Life and
to Other Texts
Self-Selected Texts
Appreciation of Alternative
Interpretations
Questioning Assumptions

Suggestions for Learning and Teaching
English 12
English 11

•

Increasing Diversity/
Challenge of Texts

•

Socially/Historically
Significant Texts

•

Adapting and Developing
Reading/Viewing Strategies
Using Library Resources
Expanding Cultural
Experience
Note-making
Information Collation
through Charts/Drawings
Role-Playing Characters from
Texts
Literary Critique
Exploration of Voice

•
•

Critical Response to Texts
Popular Culture and
Entertainment Texts
National, Cultural, Ethnic
Literature
Shakespeare
Critique of Literary,
Information, Visual, Media
Texts
Conventions of Reading and
Viewing

•
•
•
•
•
•
•
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•
•
•
•

Advanced English 11

Advanced English 12

•
•
•
•
•
•
•
•
•
•
•
•
•

•
•
•
•
•
•
•
•
•
•
•
•

Reading Strategies
Think Aloud
Photograph Poems
Double-Entry Viewing
Reading Images in Film
The 30-15-10 List
Book Path
Literary Dominoes
Companion Pieces
Study the Renaissance
Greek Drama
Understanding Prosody
Shakespeare Quote Game

Summer Reading
Favourite First Lines
W ord Attack!
Academic W ord List
The Fine Print
Phone Home
W hat M akes a Good Book?
Guest Read-Aloud
Party Lines
Circle M ap
Become a Struggling Reader
Reflecting on Reading
Strategies

•
•

Interpretation
Poems in Translation

278.
Students will be expected to interpret, select, and combine information using a
variety of strategies, resources, and technologies.
Suggestions for Learning and Teaching
English 11
English 12

English 10

•
•
•
•
•
•
•
•
•

Note-making Strategies
Paraphrasing
Summarizing
Using Research Grids
Graphic Tools for Recording
Information
Learning Logs, Diaries, and
Journals
Constructing M edia
Communications
Creative Spinoffs
Examining Online M edia

•
•
•
•
•
•
•
•

Reading for Information
Analysis/Synthesis of
Researched Information
Validating Sources
Opposing Information or
Opinions
Using Notes
Using Computer Databases
Visual/M ultimedia Text
Sources
W eb Sites

•
•
•
•
•
•
•

Questioning Purposes and
Processes
Challenging Preconceived
Notions abou
Texts
Exploring Similarities/
Differences among Texts
Differing Presentation in
Print, M ultimedia, Internet
Texts
Analysis/Synthesis of
Researched Information

Advanced English 11

Advanced English 12

•
•
•
•

•
•

•

Technical Reading
Independent Investigation
Literary Research
Accessing Online Literary
Journal
Research for Debates

•
•
•
•
•
•
•
•

318.

Interconnection of Texts

Just the Facts
Independent Investigation,
Part 2
Evaluating Standards
Plagiarism and Research
Ethics
Copyright and Intellectual
Property Rights
Information Literacy
Programs
Evaluating the Truth of an
Autobiographical Account
Documentary Study
M edia Icons Project
SOAPS

Students will be expected to respond personally to a range of texts.

English 10

Suggestions for Learning and Teaching
English 11
English 12

•

Responding to
Literature Texts

•

Response Journals for
Reflection on Texts

•

Exploration of Themes
and Issues in Texts

•

Responding to Dramatic
Productions

•

Responding to Aesthetic Texts

•

Response to Layered M eaning
in Text
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•
•
•
•
•

Responding to Photo/
Pictorial Texts
Using Figurative/Poetic
Language in Response
Using M edia as a Response
Tool
Response Journals
The Reflective Viewer

•
•
•

Responding to Video/ Film
Narratives
W riting Critical Reviews of
Texts
Clay M onsters

•
•
•
•
•

Response/Learning Logs
Self-Analysis of Response to
Texts
Tailoring Text Response to
Audience
Responding from Global
Positions
Presentation of Response to
Audience

Advanced English 11

Advanced English 12

•
•
•
•
•
•
•
•

•
•
•
•
•
•
•
•
•
•
•

Inkshed
Paradigm Study
Reading with Others’ Eyes
M anners
Implicit Beliefs
Soundscapes
Key Passage
Literature Circles

•
•
•
•

Anticipation Guide
Annotating a Text
Talk Back
Blogging
Circles of Reflection
Theme Layers
M oral Dilemmas
Forgiveness Poems
Finding Allies
3.2.1 Strategy
W hat’s Up with the Crime
Scene
Endings
M aking M yths Personal
D.U.C.A.T.S. The “6 Gold
Pieces” of W riter’s Voice
Literature Pie Graphs

361.
Students will be expected to respond critically to a range of texts, applying
their understanding of language, form, and genre.
English 10

Suggestions for Learning and Teaching
English 11
English 12

•

Examination of Social
Contexts of Texts

•

Adopting a Critical
Stance

•
•

Justifying Critical Thinking
Notetaking: Sorting Out
M eaning in M ultiple Texts
Use of Impersonal Language
in Texts
Use of Drawings, etc., in
Response to Text
Role-playing Characters’
Position or Voice
M anaging Dialogue

•

Examining M edia from a
Critical Stance
Comparing Responses to Play
Productions and Print
Versions of Them
Response to Photo Narratives
Exploring Issues and Themes
Common to Texts
Examination of Thought,
Style, Purpose in Academic
W riting

•
•
•
•
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•
•
•
•

•

Examination of
Personal Biasses about
Texts

•

Critical Thinking: A Habit of
M ind
Critical Evaluation of M edia
Texts
Response to Art Texts
Response to Racism, Sexism,
Ageism, etc., in Texts
Questioning Audience
Assumptions
Questioning Sources of Texts

•
•
•
•
•

Advanced English 11

Advanced English 12

•

Identify Literary
Elements

•

Reading Political
Cartoons

•
•
•
•

Schools of Criticism
Examine Style
Identify Societal Trends
M edia’s “Creation” of
Audience
Propaganda
M edia “Shop”
Reading for Commonalities
M ultiple Texts
Stations
Film and M edia Study
Novels into Film
“Reading” Art
Art History

•

Choose and Use Multicultural
Texts
Using Philosophical Texts
M aslow’s Hierarchy of Needs
M oral Code
Unlearning “Inferiority”
How Is Language Political?
Ebonics
Interpreting the News
The Poetry of Protest
M urder under Trust: M acbeth
and Scottish Law
The Actor’s Text
Shifting Perspectives

•
•
•
•
•
•
•
•
•

•
•
•
•
•
•
•
•
•
•
•

Writing and Other Ways of Representing
8. Students will be expected to use writing and other ways of representing to explore, clarify,
and reflect on their thoughts, feelings, experiences, and learning; and to use their
imagination.
English 10

•
•
•
•
•
•
•
•
•
•
•
•
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Alternative Endings
Letters to Friends
Creative Spinoffs
Improvisation
Storytelling
Learning Logs, Diaries,
Journals
Electronic Dialogue
W ebbing and Clustering
Outlining and Highlighting
Information Organization
Notemaking
A Survivor’s Guide to High
School

Suggestions for Learning and Teaching
English 11
English 12

•

Responses to Literature,
Popular Culture, and
Media Texts

•

Documenting Experiences
through Photographs,
Diagrams, Storyboards
Interview Techniques
Producing Stage/Video
Production Props/Costumes
Exploring Character

•
•
•

•

Writing Prose Dramatic
Monologues

•

W riting Dramatic
M onologues
Exploring Fantasy / Science
Fiction W riting
Preparing Shooting Scripts
W riting M edia Scripts
Critical Appreciation of
Literary W orks
Text Interpretation from an
Adopted Viewpoint
Research M ethods

•
•
•
•
•
•

Advanced English 11

Advanced English 12

•
•
•
•

Pastiche

•

Interior M onologues
Précis W riting
Notemaking

Three Types of
Analogies

•

M etaphorical Graphic
Organizers

•
•
•
•
•
•
•
•
•
•
•

Respond to Literary Criticism
Exploration of Literary Period
Artifacts
Graphic Novels
Taboo W ords
Grammar B
Reflect on Growth
Set W riting Goals
Responding to Other
Students’ W ork
Connections across Discipline
and Genres
W riting to Develop Abstract
Thinking

•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Social Imagination and
Interior M onologues
W rite an Allegory
W hat M atters M ost
Compare/Contrast Thinking
Process M ap
Organizing Comparisons
Conversational Roundtable
PostSecrets
Doublethink
Cultural Relativism and the
M oral Community
M oral M aturity and M oving
Beyond Ethical Relativism
Art of Darkness
Desert Island Painting
Pass It On
Double-Entry Journal Plus
Reflective Prompts
Comparisons
M andala
Exit Slip

469.
Students will be expected to crate texts collaboratively and independently,
using a variety of forms for a range of audiences and purposes.
English 10

•
•
•
•
•
•
•
•
•
•
•
•

Letters for a Variety of
Purposes
Review of Dramatic or
M usical Performance
W ritten Arguments
Folk Tale, Fable, Parable,
M yth, Legend, Ballad
Résumé, Report, M emo
Point of View in a Variety of
Forms/Genres
Scripts for Radio/Stage
Postcard Stories
Fliers for Organizations
Factual Accounts and
Reporting
The Zine Unit
Children’s Stories

Suggestions for Learning and Teaching
English 11
English 12

•
•
•
•
•
•
•
•
•
•
•

Interview Transcription
Résumé, Report, M emo
Investigative Research Report
Issue-Based Feature Article
A Variety of Scripts
One-Act Play
Prose/Poetry Dramatic
M onologue
M edia Production
Business Letter
Rewriting Texts for Particular
Audiences
Point of View in Factual
Accounts

Advanced English 11
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•

A Variety of Forms of
Expository Writing

•

Descriptive and Narrative
W riting
Political Speech or M anifesto
Parody and Satire
Soliloquy / Interior
M onologue
Transposing Text from One
Form to Another
M edia Product
Scripting an Issue

•
•
•
•
•
•

Advanced English 12

•

Writing for a Specific
Audience

•

Create Texts That Synthesize
Ideas Explored in a Variety of
Sources
Teach Peers without Using
W ords
M ultimedia Presentations
Change Conventions
Take a “Close” Look at
Setting
A Common Thread
W rite the Introductory
Paragraph or Outline for an
Essay
Peer Revision
Revise Student Poetry
Create a Zine
Create a M agazine

•
•
•
•
•
•
•
•
•
•

•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Essay with an Attitude
Guest Speaker Response
The Truth and Illusion
Theatre Company
Graphic Novels
Online Zine
W rite Formal Proposals
Letters into Essays
Exchange Letters
Discussion Forums
Student-Focussed Learning
Environments
RAFT
Letters of Complaint
Public Service Announcement
/ Student Media Showcase
The Two-Letter Version
Shakespeare Rewritten
Spreading the News: Ballad
W riting and Editing
Demand Responses
The Post-Secondary
Scholarship Essay
Demand Transmediation
Online W riting
Inverted Pyramid

534.
Students will be expected to use a range of strategies to develop effective
writing and other ways of representing and to enhance their clarity, precision, and
effectiveness.
English 10

•
•
•
•
•
•
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Create Several Drafts of
a Writing
Create Checklists for
Editing/Proofreading
Develop Skills in M atters of
Style and Correctness
Develop Skill in Use of
Dictionaries / Spell Checkers
Use W ord Processor for
W riting Purposes
Use Other Technologies for a
Variety of Purposes

Suggestions for Learning and Teaching
English 11
English 12

•
•
•
•
•
•
•
•
•

Use Reference Tools
Use M edia to Produce Texts
Use Desktop Publishing
Software
E-mail Protocols
Create a W ebsite
Use Paint and Draw Software
Understand Good Design
Features
Control the Conventions of
W ritten Language
Apply Effective Strategies in
Revising, Editing, and
Proofreading

•

Create and Revise
Written Drafts

•

Attend to W ord Choice and
Effective Diction
Experiment with Sentence
Construction
Vary Stylistic Features
Fine-Tune Editing and
Proofreading Skills
Edit Film Footage
Use Databases and
Spreadsheets
Integrate Text Data and
Electronic Products

•
•
•
•
•
•

•
•
•

Create Interactive Multimedia
Products
Collect Layouts for Formal
Letters
Use Symbolism, Irony,
Imagery, Understatement

Advanced English 11

Advanced English 12

•
•

•

Types of Academic
Writing

•

Types of Academic
Representations
W e Proof for You Inc.
It’s Out Their [sic]!
Developing the Thesis
Statement
Collaborative Essay
W iki-W riting
Supporting Details
Culture of Revision
Editing Versus Proofreading
10 Tenets of Teaching Editing
Skills
Correction Log
STAR
W ord Choice/Sentence
Fluency
Politics and the English
Language
Student M arkers
Rags to Riches

•
•
•
•
•
•

Imitate Style
Edit Texts Created in the
School Community
W rite Research Papers
W rite Business Letters
Symbolic Visual
Representations
M ind M apping
Create a M ultimedia /
Photographic / Visual Essay
Copy Syntax

•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Online Learning Components The curriculum for Advanced English 12 demands
technology for teachers and for students. For example, hardware and software that is specific
to the outcomes of the course are required. Many of the teaching and learning strategies
suggested in this guide require the use of a computer with Internet access, specific software
and available Web space for teachers. (For a complete list of specific hardware required, see
the section of this guide titled “Advanced English 11 and 12 Teacher, Student, and
Classroom Resources.”)Collaborative Environment Teachers of Advanced English 12
will have available to them a digital environment that supports blogs, e-mails, forums,
tutorials, and collaborative writing software. This environment can be found at
portfolio.EDnet.ns.ca/~advela12.
Online Discussion Forums and Networked Professional Learning
Communities
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Discussion forums are places where people exchange messages and materials of common
interest. As the discussion community develops, forums can become exciting Networked
Professional Learning Communities for teachers and key Networked Collaborative Learning
Environments for students. As a collaborative and respectful culture develops, participants
find forums useful places to post questions, search for answers, and support one another
through the problem-solving processes involved in learning.
Discussion forums may be wide-open to the general public or “private” (visible and available
to members only). As with any online interaction, real privacy is a myth, and members
conduct themselves according to an established Code of Conduct that is consistent and
compatible with the provincial Public School Network Access and Use Policy. The policy is
available at lrt.EDnet.ns.ca/pdf/aup.pdf. See Appendix C-7 for more information about how
discussion forums work, how to join a forum, and how to establish a new discussion forum
for your class or professional learning community.
Teachers can participate in online discussion forums and Networked Professional Learning
Communities by visiting forums.EDnet.ns.ca. In these forums, interested teachers,
administrators, and Department and Board staff discuss online learning tools and their inclass use to support curricular implementation. Rather than a virtual school approach, this
discussion seeks to
• support dialogue as teachers evaluate online learning systems and tools
• develop recommendations of tools that will provide new learning opportunities for
teachers and students
• develop recommendations of strategies for implementing online learning systems
• develop recommendations for ways to support teachers’ pedagogical use of online tools in
a regular classroom context
The emphasis in these professional forums is to dialogue rather than debate, as educators
consider purposes, pedagogy, tools, and ways and means of supporting and guiding digitalage learners.
Advanced English 11 and 12 Teacher, Student, and Classroom Resources
The Department of Education is currently tendering for an Online Learning System that will
support synchronous and asynchronous learning for online in-class, the online delivery of
advanced courses, and teacher professional development through Networked Professional
Learning Communities. Advanced English 11 and 12 workgroup teachers, the course writers,
pilot teachers, and implementing teachers have the opportunity to be early leaders in the
establishment and use of these technologies to support curriculum implementation of
advanced courses.
The current Advanced English 12 outline contains a resource section. As well, many of the
notes and Suggestions for Learning and Teaching contain references that imply access to ICT
and other format resources. Given that we are developing both a print and Web-based guide,
we have the opportunity to include a resource section for teacher reference. It can be readily
updated on the Web-based guide. The issue of currency of the print-based guide can be
addressed if the print version contains an appendix and a link indicating that a listing of
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authorized and recommended resources for the course is available in the Web-guide. The
following ICT software and resources are recommended for inclusion within the Advanced
English 12 guide to support learning and teaching. Classroom Computers and
Peripherals
•

four or more current classroom-based computers with CD-RW (Macintosh or
Windows), preferably on wheeled tables. (At least one of the computers is videoproduction and multimedia-authoring capable with fire wire and DVD burner.)

•

shared access to a classroom purpose printer

•

school-shared access to a digital still camera, video camera, microphones, microphone
boom, and tripod

•

school-shared access to an image scanner

•

four or more Internet access connections and sufficient electrical outlets

•

multi-classroom-shared access to LCD projector (minimum recommended 1 LCD/5
teachers)

•

USB Web camera (1/4 computers)

•

head phones with microphone (1 per computer)

Network Resources
•

Internet Access on four or more classroom-based computers

•

computer-networked access to at least one printer

•

student individual secure storage on school server and/or local hard drives for curriculum
work

•

teacher individual secure storage on school server and local hard drives for curriculum
work and administrative purposes

•

Online in-class—synchronous and asynchronous environment (when implemented by
the Province)

Productivity, Research, and Representation Software
•

Concept Mapping Software—Inspiration

•

Word Processor—MS Office, AppleWorks, Star Office

•

Desktop Publishing (optional but very useful)—Publisher, PageMaker, or In Design

•

Visual Thesaurus—Now on ALR
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•

Still Image Editing—Photoshop Elements and Macromedia Studio 8 (FireWorks
preferred. Less functional but effective—IrFanView, iPhoto, Photoshop, Picassa, GIMP)

•

Audio Recording—OS (Accessories—Audio Recording) (Minimum level of
functionality; Audacity preferred for Windows Computers; Garage Band for Macintosh
computers)

•

Multimedia Presentation Tool—PowerPoint, Keynote

•

Web Authoring—Front Page Pro or Microsoft Expression Web Designer, or
Macromedia Studio 8—Dreamweaver

•

Basic Video Editing—Movie Maker

•

Digital Video Editing (1 copy installed on a multimedia computer/classroom)—iMovie,
Pinnacle Studio preferred

•

Spreadsheet—Excel preferred, Appleworks is acceptable

•

Adobe Acrobat—(full version on at least 1 computer/classroom) used to create locked
documents that can be circulated to students but not easily changed. Windows
computers required purchase. Built in functionality in Macintosh current OS.

•

Free Utilities
EDnet IMP web mail account for each student and teacher

•

Electronic LifeWork Portfolio

•

Web Browser (Internet Explorer, Safari, FireFox)

•

Adobe Acrobat Reader

•

Flash Player

•

Windows Media Player

•

Quicktime Player

•

Audio Recording and Editing Software (Audacity 1.2.3)

•

CD Burning Software—built into the OS is sufficient

•

DVD Burning Software—on computers with Pinnacle Studio or iMovie

•

Electronic LifeWork Portfolio Link
•
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Assessing and Evaluating Student Learning
Assessment is the systematic process of gathering data on student learning.
Evaluation is the process of analysing patterns in the data, forming judgments
about possible responses to these patterns, and making decisions about future
actions.
An integral part of the planned instructional cycle is the evaluation of learning for
learning. Evaluation of learning focusses on the degree to which students
have achieved the intended outcomes, and the extent to which the learning
environment was effective toward that end. Evaluation for learning, given
what evaluation of learning reveals, focusses on the designing of future
learning situations to meet the needs of the learner.
The quality of assessment and evaluation has a profound and well-established link to
student performance. Regular monitoring and feedback are essential to
improving student learning. What is assessed and evaluated, how it is assessed
and evaluated, and how the results are communicated send clear messages to
students and other stakeholders about what is really valued—what is worth
learning, how it should be learned, what elements of quality of performance
are most important, and how well students are expected to perform.
In order to provide accurate, useful information about the achievement and
instructional needs of students, certain guiding principles for the
development, administration, and use of assessments must be followed.

Guiding Principles
Principles for Fair Student Assessment Practices for Education in Canada (1993) articulates five
basic assessment principles:
•

Assessment strategies should be appropriate for and compatible with the purpose and
context of the assessment.
•
Students should be provided with sufficient opportunity to demonstrate the
knowledge, skills, attitudes, or behaviours being assessed.
•
Procedures for judging or scoring student performance should be appropriate for
the assessment strategy used and be consistently applied and monitored.
•
Procedures for summarizing and interpreting assessment results should yield
accurate and informative representations of a student’s performance in relation to the
curriculum outcomes for the reporting period.
•
Assessment reports should be clear, accurate, and of practical value to the
audience for whom they are intended.

These principles highlight the need for assessment that ensures the following:
• The best interests of the student are paramount.
•
Assessment informs teaching and promotes learning.
•
Assessment is an integral and ongoing part of the learning process and is clearly
related to the curriculum outcomes.
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•
Assessment is fair and equitable to all students and involves multiple sources of
information.
While assessments may be used for different purposes and audiences, all assessments must
give each student optimal opportunity to demonstrate what he/she knows and can do.
Effective Assessment and Evaluation Practices Effective assessment
improves the quality of teaching and learning. It can help students to become more selfreflective and feel in control of their own learning, and it can help teachers to monitor and
focus the effectiveness of their instructional programs.
Assessment and evaluation of student learning should recognize the complexity of learning
and reflect the complexity of the curriculum. Evaluation should be based on the range of
learning outcomes addressed in the reporting period and focus on general patterns of
achievement rather than single instances in order for judgments to be balanced.
Some aspects of English language arts are easier to assess than others—the ability to spell and
to apply the principles of punctuation, for example. Useful as these skills are, they are less
significant than the ability to create, to imagine, to relate one idea to another, to organize
information, and to discern the subtleties of fine prose or poetry. Response, reasoning, and
reflection are significant areas of learning in English language arts, but do not lend
themselves readily to traditional assessment methods such as tests.
In reflecting on the effectiveness of their assessment program, teachers should consider to
what extent their assessment practices
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

36

are fair in terms of the student’s background or circumstances
are integrated with instruction as a component in the curriculum rather than an
interruption of it
require students to engage in authentic language use
emphasize what students can do rather than what they cannot do
allow them to provide relevant, supportive feedback that helps students move ahead
reflect where the students are in terms of learning a process or strategy and help to
determine what kind of support or instruction will follow
support risk-taking
provide specific information about the processes and strategies students are using
provide students with diverse and multiple opportunities to demonstrate what they are
capable of
provide evidence of achievement in which the student can genuinely take pride
recognize positive attitudes and values as important learning outcomes
encourage students to reflect on their learning in productive ways and to set learning
goals
aid decision making regarding appropriate teaching strategies, learning experiences and
environments, groupings, and learning materials
accommodate multiple responses and different types of texts and tasks
involve students in the development, interpretation, and reporting of assessment
enable them to respond constructively to parents/guardians and student inquiries about
learning in English language arts

Using a Variety of Assessment Strategies What learning is assessed and
evaluated, how it is assessed and evaluated, and how results are communicated send clear
messages to students and others about what is really valued—what is worth learning, how it
should be learned, and what elements or qualities are considered important. For example, if
teachers value risk-taking in learning, then it is important to reward risk as part of
determining marks or grades.
Assessment involves gathering information on the full range of student learning in a variety
of ways so that a clear and valid picture emerges of what students know and are able to do in
English language arts. This assessment process should provide a rich collection of
information that reflects students’ progress in working toward achievement of learning
outcomes, thereby guiding future instruction.
Teachers are encouraged to use assessment and evaluation practices that are consistent with
student-centred instructional practices; for example,
• designing assessment tasks that help students make judgments about their own learning
and performance
• designing assessment tasks that incorporate varying learning styles
• individualizing assessment tasks as appropriate to accommodate students’ particular
learning needs
• negotiating and making explicit the criteria by which performance will be evaluated
• providing feedback on student learning and performance on a regular basis.
Assessment of Learning
Lorna Earl describes Assessment of Learning
as the predominant form of assessment in schools—a summative assessment experience
“intended to certify learning and report to parents and students about students’ progress in
school, usually by signaling students’ relative position compared to other students.
Assessment of Learning in classrooms is typically done at the end of something (e.g., a unit, a
course, a grade, a Key Stage, a program) and takes the form of tests or exams that include
questions drawn from the material studied during that time. In Assessment of Learning, the
results are expressed symbolically, generally as marks or letter grades, and summarized as
averages of a number of marks across several content areas to report to parents” (2003, 22).
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Assessment for Learning
Lorna Earl reports that Assessment for Learning focusses on formative, rather than
summative assessment, “making the shift from judgments to creating descriptions that
can be used in the service of the next stage of learning” (2003, 24). Stiggins explains, “In
this approach, students learn about achievement expectations from the beginning of the
learning by studying models of strong and weak work.
Assessment as LearningIn Assessment as Learning, the student’s role is emphasized,
“not only as contributor to the assessment and learning process, but also as the critical
connector between them. The student is the link. Students, as active, engaged, and critical
assessors, can make sense of information, relate it to prior knowledge, and master the skills
involved. This is the regulatory process in metacognition. It occurs when students personally
monitor what they are learning and use the feedback from this monitoring to make
adjustments, adaptations, and even major changes in what they understand. Assessment as
Learning is the ultimate goal, where students are their own best assessors” (2003, 25).
Approach
Assessment of Learning

Assessment for Learning
Assessment as Learning

Purpose
Judgments about
placement, promotion,
credential, etc.
Information for teachers’
instructional decisions
Self-monitoring and selfcorrection or adjustment

Reference Points
Other students

Key Assessor
Teacher

External standards or
expectations
Personal goals and
external standards

Teacher
Student

[Table 3.2 from (Earl 2003, 26)]
Experts in the field of assessment agree that a balanced classroom assessment program among
assessment of, for, and as learning is essential for student success. For further discussion on
the topic of assessing and evaluating student learning, teachers can turn to the section of that
name in the documents Foundation for the Atlantic Canada English Language Arts Curriculum
(46–53) and Atlantic Canada English Language Arts Curriculum: Grades 10–12 (169–178).
Further, by studying models of strong and weak work students learn about achievement
expectations. In partnership with the teacher, students set goals for what to learn, selfmonitor level of achievement with agreed-upon expectations, and communicate evidence of
learning to teacher, classmates, and family throughout the process, as well as when it has
been completed. Thus, students experience growth within the assessment process and come
to believe they are in control of their personal success as learners.
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Suggestions for Assessment, Learning and Teaching,
and Notes/Vignettes
This section provides details of activities teachers may choose from to enable students to meet the
enhanced outcomes for Advanced English 12. The format for this section is as follows:
The general curriculum outcomes are followed by the enhanced outcomes, which are in turn
followed by the Suggestions for Assessment. The Suggestions for Assessment provide a variety of
assessment tools that teachers can use, as well as statements of the desired evidence students will
demonstrate when they have attained the outcomes. In many instances, these statements can be
selected for rubrics or Likert Scales teachers and students can use in their assessment of student
progress. The Suggestions for Learning and Teaching follow the Suggestions for Assessment and
consist of activities that will bring students to successful completion of the enhanced outcomes.
Many of these activities have assessment pieces written into them, and many are supported by
additional information in the Appendices.
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Speaking and Listening
1. Students will be expected to speak and listen to explore, extend, clarify, and reflect on their
thoughts, ideas, feelings, and experiences.
Students will be expected to
• practise effective speaking and listening skills to examine and reflect on the thought
embodied in the spoken language of others
• demonstrate in their interactions an understanding of the cultural and critical reasons for their
own viewpoint and those of others
Suggestions for Assessment
Advanced English 12 students may demonstrate their developing skill at discerning the thinking
behind their own and others’ spoken language, and understanding their own and others’ cultural
and critical viewpoints by
• writing reflections that show their engagement with topics of discussion and their “thinking
about the thinking” that went on in the discussion
• speaking or writing about their understanding of the influences (ethnic, religious, familial,
societal) that inform their own and others’ oral communications
• asking questions in order to understand the thinking and motivation behind others’ oral
communication
• being respectful of others’ viewpoints and the influences that inform them
• helping to promote an atmosphere of trust and confidence in the Advanced English 12
classroom to support such viewpoints
• exhibiting sensitivity for others’areas of discomfort and limiting discussion accordingly
Teachers can work with students to create rubrics or checklists to assess the specific aspects of
speaking and listening that relate to these concepts. Such an activity can help students to better
understand the criteria by which they may be assessed in relation to these concepts, and to
appreciate that there are cultural and critical elements that inform their spoken language.
Teachers may also refer to the Observational Checklist for Students’ Speaking
Behaviours (Copeland 2005, 152) in Appendix A-1 as a starting point for the
development of their own rubrics or checklists.Suggestions for Learning and
Teaching
Class Warm-ups

At the beginning of each class, a different student makes a prepared two-minute individual
presentation without notes. These presentations could be sharing two quotations, a poem, a dramatic
monologue, a news report, or other oral presentation as chosen by the presenter. These short oral
presentations provide students with opportunities to speak in front of a larger audience while
practising tone of voice to convey a specific purpose, and to listen and reflect when they are part of
the audience.
Local Syntax and Diction

Students may listen for specific syntax and diction that identifies a speaker from a particular local
region or culture. For example, students could listen for colloquialisms in local news interviews that
are commonly understood by local audiences but may need further explanation for other audiences.
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Students could also compare the syntax and diction of local media with that of national or
international media. This array of audio texts can be found by using local radio stations and Internet
radio stations. Such comparisons allow opportunities for students to explore how viewpoints are
articulated in varying cultural perspectives for diverse reasons. Students may be interested in listening
to how a specific event is reported in various regions across Canada (and/or internationally) with
distinct syntax and diction to convey differing viewpoints.
Speech Terms

By becoming familiar with terminology that is used to describe speaking, students can become more
attentive to the ways in which their intonation conveys thought. A glossary of speech terms can be
found in Appendix A-2.
Podcast LecturesMany

lectures are available as podcasts on the Internet and provide ample
opportunities for students to listen to diverse academic perspectives about current
historical and theoretical issues. Using excerpts of these podcast lectures allows students
to examine how to convey not easily articulated ideas. These podcast lectures may also be
used to practise various notetaking strategies (see Appendix A-3 for Cornell Notetaking).
Imitation

Students in Advanced English 12 can be challenged to create impromptu imitations of the style of a
writer in a spoken conversation or impromptu story-telling. For example, students could imitate the
writing style of Edgar Allen Poe as they discuss a particular text, or participate in a discussion drama
(see, for example, Suggestions for Learning and Teaching for the next outcome).
Belief Systems

Following student discussions in pairs or small groups, students can pose the following questions to
reflect on the viewpoints that were evident in their conversation:
• What were the belief systems that were embedded in our discussion?
• What belief systems were privileged in our discussion?
• Do we have the right as a democratic society to impose a belief system on a specific culture
within our society?
Fishbowl

In this activity, select students discuss a deep culture item while other students observe this
conversation. For example, three students might talk about family in a text while three other students
observe this conversation and make notes that pay particular attention to the assumptions about the
nature and tradition of family that were embedded in the conversation. The students who were
observing the discussion then share their notes with one another. Finally, a debriefing session occurs
where all students share their ideas.
Forum Audio Posts

Students can use the built-in audio recording capability of classroom computers to record a short
prepared presentation without notes. These recorded presentations could be student interpretations
of key lines from a play, a radio PSA intended for a particular audience or presentation of a speech
such as Sojourner Truth’s “Ain’t I a Woman?” The recording may be posted to the class forum as an
mp3 or .wav format file for further analysis, discussion, and critique by students. Students may elect
to perform and record again as a result of their review and reflection on the feedback they have
received. A hand-held microphone is an asset in this activity.
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Advanced English students participating in small-group discussion about a novel.

Notetaking

Student notes are a means of assessing students’ listening skills as they reflect the student’s ability to
record what was meaningful from listening to a speaker. To help students with their notetaking
skills, teachers should be clear about the purpose of the notetaking. Teachers can help students with
their notetaking skills by providing a range of ways to create notes, such as using the Cornell
notetaking format, Episodic Notes, Hierarchical Notes, Inference Notes, Judge’s Notes, Q Notes,
Reporter’s Notes, Sensory Notes, or Timeline Notes. All of these alternatives to notetaking (and
others) can be found online.
Student Reflection on Notetaking Skills

1.
2.
3.
4.
5.
6.
7.
8.

Do you have sufficient notes for each of your sub-topics or sub-questions?
Are each of your notes under the appropriate sub-topic or question?
Can you tell from which source each of your notes was taken?
Have you checked for redundant or duplicated notes and eliminated them?
Are your notes in your own words except where quotes are appropriate or required?
Are you using phrases instead of complete sentences?
Are your notes legible, i.e., can you read and understand what you have written?
As you take notes, are you sifting through and searching for information that relates to the
overarching or essential question?

Checklist for Effective Notetaking

Before class:
• purchase separate loose-leaf or notebooks for each course
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•
•
•
•

peruse notes or quiz yourself on information from previous class
preview upcoming chapter(s) of text
consider questions to be asked
preparedness to listen—good nutrition, plenty of sleep, physical fitness

During class:
• listen attentively for possible review and/or that day’s agenda
• record only main ideas in a way that is consistent and meaningful to you
• listen for teacher’s cues to select and organize key points
• use abbreviations where possible and leave space to include missing information
• attend to class discussion
• note teachers summarizing comments
After class:
• review and edit notes as soon as possible using text to include missing information
• compare notes with those of a classmate
• confer with teacher to clarify any points of confusion
• record personal thoughts or ideas in the margin
• reflect on notes frequently to test recall
• create own assessment
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A Checklist for Listening and Notetaking
Before Class:

•

buy notebooks that will help you organize your work (recommendation: separate loose-leaf
or spiral notebooks for each course)

•
•
•
•

quiz yourself over the previous lecture
review reading assignments to bring to mind key ideas
take action to improve physical and mental alertness
quiet your mind to prepare to listen

During Class:

•
•
•
•
•
•
•
•

be attentive to the beginning of the lecture for possible review
listen for the outline or agenda for the day's session
avoid distractions
write enough for notes to be meaningful to you later
try to use a consistent form
listen for verbal cues (for example, "The point I have been making” . . . "There are three arguments for this view”,
“The first objection I want to consider . . . ")
listen to class discussion
include in notes the instructor's summary of important points in the discussion

After Class:

•
•
•
•
•

clear up points of confusion by talking with the lecturer or classmates
use text to fill in missing points or to clarify doubts
edit notes as soon as possible
jot down in margins the notes of your own reflections and ideas
do foreign language and math assignments while the material is still fresh

Periodically:

•
•
•
•

review your notes
jot down brief cues for recall, and then use them to quiz yourself
be alert to developing themes
create likely test questions and answer them
(Sellers 1996)

Reprinted with permission from De Sellers, “Haw to Learn in Class,” The University in Your Life, J. Gordon (ed.),
M cCraw Hill, 1996.

Self-Assessing Your Listening Skills

In her book, Informal Assessment Strategies, Beth Critchley Charleton presents self-assessment
questions that provide students with an opportunity to think about their listening skills. Students
should respond to each question with usually, occasionally, or seldom:
• Do you try to see the world as the speaker sees it, even when the speaker’s ideas and
behaviours conflict with your own?
• Are you interested in the speaker as a person?
• Do you listen willingly?
• Can you remain calm, even though the speaker is angry or excited and may be criticizing you?
• Do you give the speaker your full attention?
5

•
•
•
•
•
•
•
•
•
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Do you hear the speaker out (especially at the beginning of the contact), even though the speaker
is repetitious?
Do you avoid jumping in and giving advice?
When it does seem appropriate to give your own observation and raise your concerns, do you
raise them as questions rather than as accusations or criticisms?
Do you not only get the main idea, but also sense underlying feelings that may conflict with
what the speaker is saying?
Can you keep tuned in, regardless of distractions?
Do you smile, nod, and otherwise encourage the speaker?
Do you ask questions to be sure you understand?
Do you refrain from pretending you understand when you don’t?
Do you check to see if you have understood the speaker?
(2005, 17).
When She SaidStudents can use the following prompts to guide their thinking to
consider the thought embodied in the spoken words of others: When she said,
“[STATEMENT],” then I thought “[MY THOUGHT].” This can also be extended as a
self-reflection on how thought is embodied in our own words: When I said,
“[STATEMENT],” then I thought “[MY THOUGHT].”

Notes/Vignettes
Podcasts

While access to podcasts and other audio files will continue to emerge, the following may be some
help in finding preliminary course material (see Appendix D-5 for URLs for the following Web
sites):
a) CBC Radio: Ideas
b) ThoughtCast
c) Alan Watts Podcast
d) University Teaching Podcast
e) Todd Park Mohr Philosophy
f) Elie Wiesel “The Perils of Indifference”
g) American Rhetoric: Barack Obama: 2004 Democratic National Convention Keynote Address
h)
The Best of Sounds like Canada: This podcast features stories from CBC’s morning show
Sounds like Canada.
i)
“The Importance of Branding” by Terry O’Reilly is a course resource for Advanced
English 12. This recording from CBC Radio was aired on October 22, 2005.
j)
The Governor General of Canada’s speeches, while not in podcast format, can be found
in print form on the Internet, and students could practise transforming these print texts into
audio formats that emphasized the purpose of the speech, the intonation, and sound effects.
k)
Wired for Books: “For many years, most of the best writers of the English language
found their way to Don Swaim’s CBS Radio studio in New York. The one-on-one interviews
typically lasted 30 to 45 minutes and then had to be edited down to a two-minute radio show.
Wired for Books is proud to make these important oral documents publicly available for the first
time in their entirety. Listen to the voices of many of the greatest writers of the twentieth
century.”
l)
The Mercury Theatre on the Air includes “The War of the Worlds”.
m)
And Sometimes Y: “And Sometimes Y tackles big questions facing the English
language. The show's host is Russell Smith.” Teacher preview recommended prior to use.
Branding, Oral Comprehension, and Student Reaction

Educator James L. Falcone describes his process of teaching image branding (students’ oral
comprehension), and provides a sample of a student’s reaction to these classroom activities (see
Appendix A-4).
Heidi Cody’s American Alphabet, 2000

Teachers can use Heidi Cody’s (2000) “American Alphabet” artwork to prompt discussion about
image branding (see Appendix D-4 for the URL).
Forum Audio Posts

A copy of Sojourner Truth’s speech is available from the following sources:
American College of Traditional Midwives Resources ~ Inspiration & Empowerment (see Appendix
D-4 for the URL.)
Information about Sojourner Truth

See Appendix D-4 for Sojourner Truth Institute for the URL. VHS available from the Education
Media Library. Ordering instructions at lrt.EDnet.ns.ca. Select Media Library Videos.
7

Sojourner Truth: Ain't I a Woman? (23053, 26 min.) Born a slave in the late 1700s and living 105
years, Sojourner Truth became a powerful spokesperson for African-Americans and women. The
program is a dramatic portrait told in the first person. Through Sojourner Truth’s life and her great
gifts of speech and humour, we learn about the history of the African-Americans in the United States
and the position of women during her lifetime.
Killing Us Softly series available from Education Media Services. Dr. Jean Kilbourne reveals the
pervasive, often subtle and mostly unconscious influence of advertising. The industry sells more than
products. Dr. Kilbourne’s wit and irony delight the audience as she explores the relationship of
media images to actual problems in the society, such as the channeling of men and women into
traditional roles and occupations, economic discrimination against women, the sexual abuse of
children, rape and other forms of violence, pornography, sexual harassment, teenage pregnancy, and
eating disorders. See also Stale Roles and Tight Buns (23071), which examines the images of men
used in advertising. (31 minutes.)
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2. Students will be expected to communicate information and ideas effectively and clearly and to
respond personally and critically
Students will be expected to
• articulate the elements needed for effective participation in various learning contexts (large
groups, small groups)
• listen critically and respond thoughtfully to complex questions, concepts, ideas, and information
• manipulate language to communicate ideas and demonstrate an understanding of how this
manipulation produces more powerful communication
• demonstrate fluency in communicating in formal contexts dependent on purpose and audience
• exhibit extended vocabulary and verbal expression
Suggestions for Assessment
Students should display the characteristics of effective participation in small-group and class
discussions, formal and informal speaking situations, such as,
• waiting their turn to speak
• practising active listening (keeping eyes on the speaker, taking notes)
• showing courtesy to other speakers by respecting differing opinions and ideas
• encouraging other speakers by
–
demonstrating attentive body language–
asking politely for clarification or
examples
• contributing comments that promote the discussion
• posing thoughtful questions
• summarizing others’ contributions to clarify the discussion
• clarifying points of confusion
While these are behaviours the teacher should expect of any students in discussion contexts, the
student of Advanced English 12 also
• effectively responds to questions and ideas in group contexts by
– restating questions/ideas in synonymous terms
– building on previous comments to move the discussion forward
• follows multiple lines of thought to their logical conclusions without losing their threads
• acknowledges the value of a line of thinking to a discussion or debate
• recognizes the end point or consequence in a line of discussion and jumps to it before it is
articulated by someone else
• verbalizes analytical thought in discussions dealing with abstract as well as concrete topics
• verbalizes on-the-spot analogies relevant to discussion topics
• effectively compares or contrasts elements within discussion topics
• recognizes and distinguishes between contradictory and paradoxical statements
• recognizes innuendo or suggestive language
• responds to irony when it is used and may use it for effect
• chooses vocabulary with connotations that carry the discussion forward
• selects vocabulary and expressions for their power to persuade listeners
• uses vocabulary to promote discussion and understanding rather than to baffle listeners
Teachers could use the above characteristics to develop assessment rubrics with their students. They
may also refer to Appendix A-5 for the rubric the International Baccalaureate Diploma Programme
uses to assess verbal fluency.
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Additional ideas to support assessment of students’ communication include the following:
Speaking OutStudents may consider using the following prompts in their classroom
conversations (Ontario Ministry of Education 2005, 179):Speaking OutPhrases for respectful
disagreement include:I disagree with… because … I can’t agree with… because… On the other hand… I
doubt that because… Examples of inappropriate disagreement include:You’re wrong.No way!Come
on!W hat!That’s crazy/stupid/ridiculous.Are you kidding?I hate that.__________ doesn’t know what
he/she’s talking about.Phrases for politely expressing an opinion include:In my opinion… I believe… I
think… Personally, I feel… Not everyone will agree with me, but… Phrases for politely making suggestions
include:W hy don’t you/we… How about… Why don’t we/you try… One way would be… M aybe we
could… I suggest we…

Conversation Mapmaking

This informal assessment technique keeps track of the interactions of students in a group of 4–10
people and traces the flow of the conversation from one person to another during the discussion.
(Copeland 2005, 129) This is done by writing the names of the students on a piece of paper in a
circle and drawing a line from one student to another to follow the conversation as it moves among
the participants. (A student observer of the conversation is capable of making these maps.) This
technique allows students to notice patterns that may emerge in their conversation such as the
exclusion of students or the dominance of one or two particular students in the conversation. This
evidence helps students to think about the antecedents of their behaviours and better understand
why they occur. Comparing these maps over time can also document growth in conversation skills.
This tool can be used to monitor the frequency of student participation and the patterns of
conversation in a group discussion. This data can be used to guide students’ further involvement in
group discussions through a self-assessment. For example, students can use this data to understand to
whom they communicate and explain why this occurs or what other possibilities could occur in
further conversations.
Thinking Mapmaking

Reflecting on a conversation map (see above), students can document when in the conversation their
thinking shifted, what initiated this change, why the change occurred, and how the change in
thinking informed further participation in the conversation.
Guide to Effective Participation

Students can reflect on the elements that worked and did not work for effective participation in
large-group discussions, small-group discussions, and working with a partner or triad. These
elements might include eye contact, body language, paraphrasing, intonation, and active listening.
Students then proceed to create a guide for effective participation in various contexts and groupings.
This guide could be produced in print, as audio files or video clips, or by using Camptasia. (see
Notes/Vignettes.)
Audio Samples

Students can produce deliberate samples of auditory expression that exhibit extended vocabulary and
verbal expression. These samples can be recorded throughout the course to monitor growth and
change in these skills. These audio samples can be stored in a student’s digital file.
Suggestions for Learning and Teaching
Warm-up of Presenting the News

Each day, one or two students can present to the class a summary of an article from the day’s news to
supplement the curriculum and practise their speaking skills. (Burke 2003a, 218)
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Minutes

A different student each day can present the minutes he or she wrote about a portion of the previous
day’s class as a means of reorienting the class at the beginning of the period and practising daily
speaking in the classroom. (Burke 2003a, 219)
Entrance Lines and Exit Lines

Students offer a brief comment or reflection to the teacher as they enter or leave the class that
summarizes a critical response to an issue in class, or a quotation from a text that responds to a
particular question.
Interrupted Reading

Students work with a partner and read aloud to each other, interrupting whoever is reading to talk
about some aspect of the text. In this case, the text is used as a means to facilitate thoughtful dialogue
about the ideas contained in the text. (Burke 2003a, 223)
Create a Podcast

Students may record their classroom conversations to create a podcast that can then be published
within the classroom, school, or for wider audiences. Podcasts may also involve aspects of traditional
radio broadcasting including sound effects, signature sounds of the broadcast, interviews, or radio
plays. Alternatively, students can produce podcasts that have a second layer of audio commentary
about a previously recorded audio file of their own, or another podcast. Omni-directional
microphones are required to record students’ group conversations without passing a microphone
among the students. (see Appendix C-17.)
Practise Five Types of Speeches

Students can practise identifying and using a variety of purposes for speaking, such as:
• To stimulate (What do you want your listener to feel?)
• To inform (What do you want your listener to know?)
• To persuade (What do you want your listener to think or believe?)
• To activate (What do you want your listener to do?)
• To entertain (What do you want your listener to have experienced?)
When students can identify the purpose of a speaker, they become cognizant of the effective
techniques that are deployed by the speaker to achieve the purpose. Conversely, by practising these
five different purposes in speaking, students learn that being mindful of the speech’s purpose requires
different speaking skills and techniques. (Burke 2003, 213)
A Speech in Five Voices

Students can present five different speeches about the same topic using the five different purposes
above. This could be conducted as a group activity in which the students prepare a representative to
speak with one purpose (to stimulate, inform, persuade, activate, or entertain).
Model the Teacher

Advanced English students are capable of teaching the class new concepts or knowledge as a means
to show their knowledge and enhance their speaking skills. Students can prepare a mini-lesson,
facilitate all student conversations, and keep the class engaged as they practise their speaking and
listening skills. Students may also practise some of the speaking and listening strategies that have
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previously been modelled by the teacher, such as a Speaker’s List, paraphrasing, and active listening
skills (see Nova Scotia Department of Education Advanced English 11 Curriculum Guide for details
about these ideas).
Imitative Speaking

Students can practise fluency in speaking by reading a text in a different genre from which it was
intended. For example, the news could be read in the style of a horror genre, or the school’s
announcements could be read imitating the style of a particular famous person.
Trial

Students can create a mock trial of a character (such as Macbeth) an idea (such as “truth”) or an
historical personage (such as Alexander Pope). Students will need to assume the roles of prosecution
and defense attorneys, defendants, plaintiffs, witnesses for both prosecution and defense and perhaps
a jury. (Wilhelm 2001, 150) Additional resources about conducting a trial in class can be found in
Thornton and Pegis (2005) Speaking with a Purpose: A Practical Guide to Oral Advocacy.
Re-enactments

This strategy is used to create situations in which students move beyond the comprehension of a text
and decide whether to embrace, adapt, or resist the authorial vision they believe is being presented.
(Wilhelm 2001, 138) Students are expected to depict characters and interact in these roles. The reenactment can occur in the past, present, or future, but is always presented as if that time is now.
More details about the following examples of re-enactments can be found in Appendix A-6
(Wilhelm 2002, 140–145):
• Guided Imagery
• Our Town
• Analogy
• A Day in the Life
• Headlining
Discussion Dramas

These are enactments that are designed to support student talk, especially exploratory conversation
where students consider multiple perspectives and take up temporary attachments to multiple points
of view. Two examples of discussion dramas are presented below:
• Radio Show—“Radio Show facilitates discussion and classroom debate. Using issues from
our reading, we debate character or author statements or views; jump in at a point when a
character has a decision to make to determine what he or she should do—assess, attack, or
defend character or authorial decisions; or give characters our advice. The Radio Show
enactment can also be used to discuss issues that have come up in current events or the
school environment.” (Wilhelm 2002, 172).
• Memory Circle—“Either in or out of role, students share memories of a character, or about a
time period, event, and so forth. It can be used before reading to frontload background
information, during reading as students summarize textual events and/or make inferences about
what has happened to characters before the story started, or after reading as people who were
affected are looking back.” (Wilhelm 2002, 181)
Taboo and Required Words

A strategy introduced in Advanced English 11 is Taboo words in which students are required not to
use a list of predetermined words in their conversations. In Advanced English 12, an additional
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requirement can be added: students can be required not only to exclude specific words but also to
include a list of predetermined words, that are woven into their conversations.
Omitted Scenes

Students can create scenes that were not in an original text, but in which allusions were made that
make the scene possible. In this way, students manipulate language to present a more powerful
interpretation of the text, showing plausible refinements and subtleties as they present the omitted
scenes. This activity is designed to encourage students to engage with a chosen text and extend a
theme through synthesis of new, but related material for the purpose of giving a dramatic
presentation. (see Appendix A-7)
Notes/Vignettes
Audacity

To create a podcast, teachers will need to access software such as Audacity for recording audio files.
(See Appendix D-4 for the URL for Audacity, Inc.) The recorded files can be converted to .wav files
or .mp3 files so that students may extract them beyond the school’s computer as a hardcopy, or these
same files may be made available as streaming files on a website. Teachers should ensure that
students and parents provide consent to podcast publications that extend beyond the school’s digital
parameters.
Come on Down: Searching for the American Dream

This documentary follows Haligonian film-maker Adamm Liley on a trip across the United States in
search of the American dream. As Canadians, American culture permeates our society, mostly
through the media. Adamm travels across the United States in a Cadillac painted like the Canadian
flag and interviews famous people such as Hunter S. Thompson and everyday Americans to try to
bring into focus and perspective the barrage of media we receive in Canada. This film makes a great
companion piece for The Great Gatsby and helps make some of the concepts in the book more
relevant for Canadian students. It also works well on its own in a unit that explores cultures, dreams,
or individuality, among other issues. More information about the documentary can be found at the
website. (See Appendix D-4 for the URL.)
Camptasia

Camptasia is a software program that allows users to capture individual screens and put them
together so that teachers and students could create how-to manuals on video. These tutorials could
be made for course use such as, how to use a visual thesaurus, or how to use the Track Changes
feature in your word processor to show the writer’s editing. Students may create videos for one
another to support their English and technology needs and skills.
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3. Students will be expected to interact with sensitivity and respect, considering the situation,
audience, and purpose. Students will be expected to
• describe the impact of subtle differences in word choices and tone
• demonstrate ability to engage in discussions about complex and controversial issues
• recognize the power of formal and informal language as it relates to race, gender, culture,
and class (e.g., primary and secondary discourses)
Suggestions for Assessment
Students in Advanced English 12 engage in small-group and whole-class discussions that may
involve contentious issues. In doing so, for example, they should demonstrate their
understanding that
• there may be no absolutes; no issue is either black or white
• in order to be considered valid, their points of view must be informed
• their choice of language and tone of delivery will be gauged by their listeners and will
influence the direction of the discussion, either positively or negatively
• one can hold conflicting points of view about the same issue
• they must be respectful of others’ conflicting points of view while arguing their own position
• an unpopular or opposing point of view is not necessarily wrong
• a discussion need not end with a winner
Students’ reflections, as well as their peer and personal assessments, should demonstrate their
attention and reaction to
• other speakers’ choices of words, deliberate or not, and the tone with which they are
delivered
• their awareness that their own choices of vocabulary and tone affect their listeners
Teacher checklists or rubrics can also focus on students’ demonstrations that they
• tailor their language and tone in formal and informal speaking situations to suit their
audience and purpose
• can identify the discourses of power in speaking situations, for example, speeches, lectures,
film, etc.
• recognize the validity of discourses other than their own
• recognize that pejorative language in their communication as it pertains to race, gender, or
other cultural element is unacceptable
• can distinguish between the discourses of those who hold power and those who don’t, and
reflect on what supports the power of one discourse over another
In formal situations, such as debating or public speaking, teachers should familiarize students
with the judging criteria and weighting used in, for example,
• Nova Scotia Debating Society
• Lions Club Speak-out
• Nova Scotia Multicultural Association Grades 10–12 Competition
• Kiwanis Public Speaking
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Teachers may refer to Appendix A-8 for Copeland’s rubric Accepting More Than One Point of
View.
Suggestions for Learning and Teaching
Controversial Issues

Students in Advanced English 12 should not shy away from talking about controversial issues.
Students need specific speaking and listening skills to address controversial issues, and these skills can
be modelled, observed, and practised. Strategies that help students address controversial issues in
their speaking and listening include:
• identifying when a speaker is claiming to speak on behalf of other people, or groups of
people (e.g., all women, all environmental activists, or all rural people)
• summarizing the previous speaker to the satisfaction of the previous speaker before adding to the
conversation
• paying attention to students’ body language and proximity
• being aware of ethnicity and culture
• being aware of how dominant and/or homogeneous populations within classrooms or schools
• construct a particular way of representing the world
• being aware of culturally-based vocabulary, specifically cognates
• avoiding binary positions during a discussion that limit the conversation to either/or debates
(e.g., a student either likes or dislikes an idea)
• focussing attention on similarities instead of differences
• allowing students to make connections among themselves and among ideas
• determining classroom protocol for when someone is uncomfortable with the controversial
discussion (e.g., discussing euthanasia when, unknown to others in the class, a student’s relative
had recently died)
• using multiple approaches to a controversial issue (e.g., emotional, rational, perceptual, ethical,
sociological, political, psychological, etc.)
• allowing students to understand how they may take up multiple points of view about the
controversial issue and that they are not restricted to claiming one point of view as their own
Identifying Primary and Secondary Discourses

Becoming aware of one’s primary and secondary discourses provides students with an understanding
of how language constitutes understandings of the world in particular ways. Primary discourses are
those to which people are apprenticed early in life during their primary socialization as members of
particular families within their socio-cultural setting. (Gee 1996, 137) Secondary discourses are those
to which people are apprenticed as part of their socialisation within various local, state, and national
groups and institutions outside early and peer group socialization, for example, churches, schools,
etc. (Gee 1996, 133)
For example, students could imagine how young people behave at a school gathering and then stage
a conversation that might occur among friends in the cafeteria, online, and in a classroom. Students
will become aware of how word choices and tone are used to convey meaning.
Educators may be interested in reading the work of Lisa Delpit. (See Rethinking Schools Online:
Ebonics and Culturally Responsive Instruction in Appendix D-5 for the URL.)
Them’s Fighting Words

Stage a verbal argument in front of the classroom (or offer a scripted argument) and have students represent the argument by changing key words and intonation in a way that is likely to reduce the
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misunderstanding and improve communication. Students should focus on identifying specific words
that are the cause of conflict and how other words and tone might redirect thinking.
Scarlatti Tilt Activity

By changing the premises of a text, students are invited into discussion about what assumptions they
brought to the text and how their assumptions created particular understandings. For example,
students could discuss the short story “Scarlatti Tilt” by Richard Brautigan and imagine the details of
the story such as What has happened? Why has it happened? What is the setting? Who is involved?
What are they like? How do you react? The teacher then changes the gender of the characters, and
students discuss the newly imagined details of the story. Further discussion about the gendered
assumptions may ensue by asking the questions: What does this say about us as a society? What does
this say about the power of text? (See Appendix A-9.)
Banned Words and Politically Correct Words

How are these words determined? Who gets to determine the categorization of these words?
The Power of Language

Teachers might choose a series of student readings about the power of language and the evolution of
language. Suggestions include authors Lisa Delpit and H.L. Mencken or discussions about the
phenomenon of the Wikipedia website. These readings could be used to generate student discussion
about the power of formal and informal language as it relates to primary and secondary discourses.

Advanced English 12 students engaged in a discussion about a controversial issue.

Whose News Is It?

Students could present two different versions of the news, one being formal and the other informal.
Formal and informal speech could also be noted in the style of DJs on contrasting radio stations.
Cash Words
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Students should be able to understand how specific words are valued in dominant cultures. Cash
words are those with connotations that carry power, or have the most worth, as they empower those
who use them. Students should be able to address the following questions in their reflections:
• What are the cash words in the text?
• For whom is the text intended?
• What words were spoken that reflect the intended audience?
• How do these words reflect power?
• Whose interests are being served?
• Who is positioned as the bad guy?
• How do the words create tone?
• What words would you use to shift a bias to another perspective?
• How are specific words located within a culture?
• Do you commonly use cash words in your writing?
• Which cash words should be adopted, adapted, or resisted?
• Who “owns” a cash word?
Teachers can find additional questions for addressing texts in the Atlantic Canada English Language
Arts Curriculum Guide: Grades 10–12, in the sections about media literacy (155) and critical literacy
(159).
Did I Say That?

Think of a time you said, “I shouldn’t have said that.” What did you say? What was the situation?
What was the response/effect of your comment?
Notes/Vignettes
Professional Reading Suggestions about the Politics of Language

Bigelow, B. L. Christensen, S. Karp, B. Miner, and B. Peterson, eds. Rethinking Our Classrooms:
Teaching for Equity and Justice.
Christensen, L. “Teaching Standard English: Whose Standard?” In L. Christensen (ed.) Reading,
writing, and rising up: Teaching about social justice and the power of the written word.
(100B104).
Video Resources
Still Killling Us Softly: Advertising’s Image of W omen Videorecording.
Toronto: Kinetic Films, 1987. An update of the powerful Killing Us Softly, Dr. Jean Kilbourne reveals
the pervasive, often subtle and mostly unconscious influence of advertising. The industry sells more than
products. Dr. Kilbourne’s wit and irony delight the audience as she explores the relationship of media
images to actual problems in society, such as the channelling of men and women into traditional roles
and occupations, economic discrimination against women, the sexual abuse of children, rape and other
forms of violence, pornography, sexual harassment, teenage pregnancy, and eating disorders.

Stale Roles and Tight Buns [videorecording]. Woodstock, ON: Canadian Learning
Company, 1989. (31 minutes). This program presents a selection of images of men
commonly found in consumer advertising. If we examine the images, we can see the
myths that are used to define the North American man. This video stimulates people to
widen their view of the roles of men. An excellent accompaniment and complement to
the Killing Us Softly series that explores the images of women in advertising (23701).
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Reading and Viewing
•
•
•
•

4. Students will be expected to select, read, and view with understanding a range of
literature, information, media, visual, and audio texts.Students will be expected to
select texts independently to supplement those used in the classroom
select challenging texts to support their learning needs and special interests
select texts to increase their range of interest
refine and extend their own processes and strategies in exploring, interpreting, and reflecting
on sophisticated texts and tasks

Suggestions for Assessment
Most students entering Advanced English 12 will already have well-developed reading skills and
use a range of strategies effectively. However, students in Advanced English 12 will be
challenged by unfamiliar, more sophisticated texts that will further develop their reading skills
and engage them in strategic reading. Teachers of Advanced English 12 students may monitor
this development and use of strategy through observation, student-teacher interviews, checklists
of reading behaviours, and rubrics that allow them to assess whether students, for example,
• seek out texts that engage and challenge them
• maintain lists of texts for future reading or viewing
• seek additional sources of information to clarify their understanding of specific texts
• are willing to “suspend disbelief” as they read complex works of fiction beyond their
experience and cultural background
• ask sophisticated questions to make meaning of complex texts
• offer succinct retellings of texts that demonstrate clear understanding of key points or plot
incidents
• summarize sophisticated texts effectively
• make notes from complex texts and other media that concisely and accurately reflect their
content
• draw inferences from subtle clues
• demonstrate through their journal writing, text annotations, or class discussions, their
appreciation of the aesthetic qualities of texts they read or view
• clearly distinguish between authors and the characters they create in their texts, at the same
time recognizing the complex relationship between authors and their characters
• make unprompted connections between texts vis-a-vis theme, plot similarity, character, or
authorial intent
Teachers may also refer to Appendix B-1, Ways to Assess Reading and Learning, for additional
assessment strategies, and Appendix B-14 for What to Watch for When Students Think-Aloud.
Suggestions for Learning and Teaching
Party Lines

The teacher selects about ten lines from a text, makes three copies of each (based on a class of thirty),
and distributes the lines so that each student gets one line. Students are then asked to get up and
walk about the room and simply read their lines as they encounter one another (as at a party).
Inevitably, some conversation starts as to what the connections are among statements, but students
20

are not obliged, at this point, to discuss. After about ten minutes, the students form groups of about
five and work together to suggest what the text is going to be about. Class discussion ensues,
followed by the reading of the text. (Adapted from Beers 2003, 94–101.)
While the students are engaged in this activity, the teacher takes note of some of the buzz words,
questions, and statements that indicate various reading strategies are being employed. The teacher
can then at some point engage the students in a discussion of how their own statements match the
strategies of visualizing, connecting, predicting, questioning, summarizing, clarifying, reflecting, and
inferring.
Summer Reading

Over the summer between Grades 11 and 12, students enrolled in Advanced English 12 can be
encouraged to continue their reading. Suggested reading lists such as Classical Writers or
Contemporary Writers can help to frame the reading expectation. (Burke 2003a, 401) In addition, a
shared text can create a common place for discussions at the beginning of the semester.
Favourite First Lines

Have students keep track of their favourite first lines as they read and view texts throughout the
course. Students can post these first lines on a bulletin board in the classroom to compare the ways
in which authors draw their readers into the texts. (Gallagher 2003, 42) As a follow-up activity,
students, on finishing a book, could look at the last line and consider the relationship between it and
the first line.
Academic Word List

Teachers may consider exposing students to Averil Coxhead’s Academic Word List published in
2000. The Academic Word List includes the most frequently used words in academic subjects such
as the arts (history, psychology, sociology, etc.), commerce (economics, marketing, management,
etc.), law, and the sciences (biology, computer science, mathematics, etc.). This vocabulary is
important not only for high school students who plan to continue post-secondary studies, but also
for high school graduates who will encounter these academic vocabularies throughout their lives in
newspapers, on television, on the Internet, and in other media.
The Fine Print

Ask students why companies use fine print. Have them read the fine print for the cell phone
advertisement (see Appendix B-2) and write down what they understand about the fine print. Then,
ask them to record questions that they still have about the terms of the cell phone agreement. Share
and discuss these questions and then brainstorm other places students might encounter fine print in
their lives (Gallagher 2003, 76–77).
Phone Home

Have students read the instruction on how to set up a calling card option on their new phone (see
Appendix B-3). What questions do students have about the set-up procedure? Where else do
students encounter technical directions? Have students search for good examples of hard reading
such as technical directions or assembly instructions and have them bring them to class to share.
Possible discussion questions after this activity might include:
• Is developing the ability to read hard stuff important in today’s society?
• How do we get better at reading hard stuff?
• What are specific reading strategies that can be used to make sense of this type of writing?
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•

What is the cost of not being able to read technical material? (Gallagher 2003, 78)

What Makes a Good Book?

Teachers can guide students to create a list of criteria that determines a good book. This classroom
discussion encourages students to become critical of the texts they are reading and cognizant of
effective writing. The student-generated criteria could then be shaped into questions that can be used
to discuss a particular text. An example of such questions is provided by Lesesne (2003, 56–64), who
offers the following questions to guide students’ analysis of what makes a good book:
• Is the plot predictable?
• Is the plot linear or does it employ techniques such as flashbacks, dual time narratives,
foreshadowing, and the like?
• How are the characters drawn into the conflict?
• Are the characters richly developed or stereotyped?
• Do the stereotypes serve a purpose?
• What about archetypes?
• How does the author reveal character?
• Do the characters behave in an adolescent fashion or are they wise beyond their years?
• Is the theme of substance/value to the reader?
• Is the theme delivered in such a way as to avoid being didactic?
• Are multiple themes possible and accessible to the reader?
• Is the setting essential?
• Do the characters take precedence over the setting?
• Does the author use simple, compound, and complex sentences?
• Are words chosen carefully?
• Is figurative language used?
• Is this a book that addresses a timely topic, or a book that will not become dated quickly?
• Are there cultural references in the book that will hasten its becoming outdated?
• Is this a book that will find a wide audience or is it a book that will appeal to a small segment of
the readers I know?
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Advanced English 12 students share texts that they have read beyond the
expected course readings. These texts are celebrated in an Author’s Party.

Guest Read-Aloud

Inviting an administrator, guidance counsellor, parent, community member, colleague, or other
guest into the classroom to read aloud provides opportunities for students to hear a variety of ways in
which adults engage in the reading process (Lesesne 2003, 152). Asking the guest readers to “thinkaloud” their read-aloud strategies allows students to become aware of the diverse metacognitive
processes that are involved in reading.
Circle Map

This simple graphic organizer contains a small circle in the middle of the page, a wider circle that
touches the edges of the page, and the outer square shape of the page. In the small circle in the
middle of the page, students write down a concept, theme, or character that is being examined. In
the outer circle, students record phrases that are associated with the idea in the small circle. In the
upper right-hand corners of the page, students list categories that pull together the ideas contained in
the bigger circle. In the bottom two corners of the page, students record their wider frames of
reference. The following prompts may be used to guide this last step:
• What prior knowledge influences your view?
• What are the cultural and personal influences on your view?
• How do your present roles (student, athlete, musician, son, daughter) influence your point of
view?
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(adapted from Lipton 2006, 32)
Become a Struggling Reader Choose

texts that are beyond the reading abilities of the
students to create scenarios where students experience what it is like to be a “struggling
reader.” Typically, these texts are passages from senior university courses with subjectspecific language that would be unfamiliar to the grade 12 students. This experience
requires that students consciously employ reading strategies to engage with the text.
Using sticky-notes to annotate the challenging texts, students make connections, raise
questions, make inferences, determine important ideas, and use other commonly used
reading strategies. (See, for example, Tovani’s book, I Read It, But I Don't Get It:
Comprehension Strategies for Adolescent Readers.) This task helps students to practise using
reading strategies with more sophisticated texts.

Reflecting on Reading Strategies

When students show their thinking when they are reading (Tovani 2000), they become more aware
of their effective reading strategies. By asking students to record their thinking on sticky-notes or in
the margin of the text, students create documentation about the type of reading strategies that they
are using. Students can then reorganize the sticky-notes to classify them into various categories of the
reading strategies that have been taught in class (e.g., asking questions, making connections, making
inferences, determining main idea, etc.). This sorting of the students’ sticky-notes allows for a greater
reflection on their reading strategies. Students may respond to the following questions when
reflecting on their reading strategies:
• Which strategies do I use more frequently and which strategies are more difficult for me?
• Are there reading strategies that work more effectively for specific reading purposes? For specific
types of texts?
• What have I learned about myself as a reader? About my reading strategies?
• How will I focus my attention in future reading experiences?
• What have my reading strategies allowed me to do? Think? Believe?
Notes/Vignettes
Growing Lifetime Readers

Lesesne (2003, 126–131) suggests that there are stages to becoming a Lifetime Reader, and that
educators can assist in these stages:
• Unconscious Delight—when the readers’ real world slips away and he or she becomes lost in
a book. To assist in this initial stage, teachers can provide time and space to read and provide
an abundance of reading material in the classroom (especially serial reading).
• Reading Autobiographically—when the reader identifies with the characters in the text. Teachers
can assist by providing reading and viewing materials that exemplify a wide range of characters
who are diverse in their cultures, genders, family situations, religions, politics, professions,
residences, marital status, etc.
• Reading for Vicarious Experiences—when the reader is able to experience another place and time.
Teachers need to provide texts that are diverse in the characters’ experiences of the world such as
historical fiction, fantasy, science fiction, biographies, and autobiographies.
• Reading for Philosophical Speculation—when the reader uses a text to try to figure something out
for his or her own world, such as the meaning of death, the premise of knowledge, or ethical
choices in life. Teachers need to support non-fiction reading and engage other content area
reading in the English classroom.
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•

Reading for Aesthetic Experiences—when the reader is engaged in a text for the enjoyment of
reading. Teachers need to create opportunities for students to share in their aesthetic
appreciation of texts.

Academic Word List

Massey University, School of Language Studies hosts a webpage where Averil Coxhead’s Academic
Word List is published. The Useful Links link connects to additional resources for teaching and
learning with the Academic Word List (see Appendix D-4 for the URL).
How Do I Determine a Text’s Readability?

Readability analysis of websites and Microsoft Word documents is available online at the
readability.info website (1). Guiding information about the results of the analysis can be found at
readability.info website (2). More information about The Fry Readability Program can be found
online (see Appendix D-4 for the URLs for these sites).
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5. Students will be expected to interpret, select, and combine information using a
variety of strategies, resources, and technologies.Students will be expected to
critically evaluate information, assessing the suitability, reliability, and credibility of
language, form, genre, and source
appreciate and understand the expectations of research ethics

Suggestions for Assessment
Students of Advanced English 12 will demonstrate through
• interviews with their teachers
• annotations on their research notes
• end products of their research (essays, scripts, stories, podcasts, documentaries, etc.)
• that they
• survey a wide range of sources in their search for reliable information
• evaluate their information sources for validity and select sources accordingly
• compare the usefulness of sources in terms of their genre and depth of information
• research the backgrounds of their sources for biasses and personal agendas
• critically scrutinize their own knowledge and biasses against which they examine their
sources
The end products of students’ research will demonstrate their understanding of and attention to
good research ethics when they
• properly cite quoted material, giving credit to its author
• use proper documentation to distinguish between information that is common knowledge and
that which is not
• provide an appropriate list of references at the end of their essay, documentary, or other
product
Teachers may also refer to Appendix B-4 for Rubric for Citing Sources
Suggestions for Learning and Teaching
Just the Facts

Examining how different newspapers, websites, radio broadcasts, podcasts, and television news report
the same news story allows students to investigate how these reports contain bias and how these
biasses are embedded in language. Gallagher (2004, 183) suggests that headlines as well as the
introductory paragraphs are appropriate spots to begin an inquiry about “loaded language.” (See
Appendix B-5.)
Independent Investigations, Part 2

Continuing to develop the information literacy skills developed in Advanced English 11 (See
Advanced English 11, 86–88), students in Advanced English 12 conduct research about a specific
topic, text, author, genre, literary historical period, literary approach, or an English language arts
related skill or career. Students should solidify their understanding of the process of conducting
academic research, specifically:
• how to find information using a variety of sources—books, academic journals (print and
online), webpages and other media sources—and understand the difference between primary
and secondary sources
• how to determine if the information is reliable (See Advanced English 11, 86–88)
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•
•

how to read information for bias and determine how language choices reveal bias
how to determine if the form and genre of the text are suitable for the topic of research being
conducted

Beyond being able to record notes during the process of research (See Advanced English 11, 89),
students should be able to evaluate the source and record their evaluation with their notes for each
reference. For example, Stewart, Bullock, and Allen advise students to “conclude your notes on each
reference with your own evaluation of the ideas and evidence it presents, your comments on its
relation to other references, and/or your notes on its place in your essay.” (1996, 160).
Evaluating StandardsBy using standards, students can evaluate information to determine if
it is suitable for various purposes. Stewart, Bullock, and Allen (1996, 121–127) offer four
types of standards, which are adapted below, that can be used to evaluate the merits of
researched information for use in their own creations:
219.
Aesthetic Standard—Is the information well constructed, beautiful, pleasing to the
senses? Is it well performed? Is it a good example of its kind? This standard relies on two
main criteria, coherence and comparison: Do all the parts work together to make a satisfying
whole?
220.
Practical Standard—Will this information work? Will it be useful? Does it have
relevant application? Practical judgments connect the thing being evaluated with the social
situation or context in which it will be applied, or the purpose it will serve.
221.
Ethical Standard—Is this information right or wrong? Is this a position worth
believing in? Is this a behaviour worth imitating? Is this a course of action worth following?
Ethical judgments may be weak if students do not state their position explicitly enough, or if
readers perceive their systems of values as inappropriate or irrelevant to the subject.
222.
Logical Standard—What assumptions does the speaker/writer/director make? What
perspective does the piece represent? Does it reflect the values and concerns of a particular
cultural, political, religious, sexual, racial, philosophical, or theoretical orientation? Are these
valid perspectives to bring to this subject? Does the information follow conventions of
argument (e.g., causal argument, deductive argument, argument from evidence, argument
from authority, argument by analogy, or emotional appeals)?
Plagiarism and Research EthicsPlagiarism is the use of others’ ideas and words without
acknowledging the source of that information. To avoid plagiarism, students should
know when to cite their sources, such as when they use
• another person’s idea, words, theory, or opinion
• facts that are not common knowledge
• direct quotations OR paraphrases of another person’s spoken or written words
•
Students should be aware of the reasons for academic integrity as well as the
consequences of plagiarism within the school as well as other academic communities.
Copyright and Intellectual Property RightsStudents should be familiar with the definition
and rationale for copyright, public domain, and intellectual property. These concepts are
important to understand not only in the creation of student products, but also during the
time of reading and viewing multiple sources of information so that students can keep
proper documentation about the sources of information. Students should also
understand the importance of copyright and intellectual property for their own created
works.
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The Canadian Copyright Act defines copyright
in relation to a work, … [as] the sole right to produce or reproduce the work or any
substantial part thereof in any material form whatever, to perform the work or any
substantial part thereof in public or, if the work is unpublished, to publish the work or any
substantial part thereof, and includes the sole right

(a) to produce, reproduce, perform or publish any translation of the work(b) in the case of a
dramatic work, to convert it into a novel or other non-dramatic work(c) in the case of a novel or
other non-dramatic work, or of an artistic work, to convert it into a dramatic work, by way of
performance in public or otherwise(d) in the case of a literary, dramatic or musical work, to make
any sound recording, cinematograph [sic] film or other contrivance by means of which the work
may be mechanically reproduced or performed(e) in the case of any literary, dramatic, musical or
artistic work, to reproduce, adapt and publicly present the work as a cinematographic work(f) in
the case of any literary, dramatic, musical or artistic work, to communicate the work to the
public by telecommunication(g) to present at a public exhibition, for a purpose other than sale or
hire, an artistic work created after June 7, 1988, other than a map, chart or plan(h) in the case of
a computer program that can be reproduced in the ordinary course of its use, other than by a
reproduction during its execution in conjunction with a machine, device or computer, to rent
out the computer program(i) in the case of a musical work, to rent out a sound recording in
which the work is embodied and to authorize any such acts.
(see Department of Justice, Copyright Act for the URL)
Students read and review the Act to determine the rights and limits of right of copyright holders and
the public to works. What are the implications of the current act for educators and students? What
are the implications for creators, authors, and producers of new and existing works? What changes
do students recommend to the Act to balance the rights of creators and the public to the ideas and
works of humanity? What strategies do students advocate and use to access the ideas and work of
humanity legally and ethically? Students may develop presentations on Canadian Copyright as it
applies to educators, students, filmmakers, new media artists, writers, and the general public.
Information Literacy ProgramsTeachers

of Advanced English 12 may wish to work with
other staff members in their high schools to create an Information Literacy Program for
the school. For example, staff could work together across disciplines to emphasize
particular information literacy skills at each grade level, within each high school
department, or within particular subject areas or courses. Because Advanced English 12
students are expected to have sophisticated information literacy skills, teachers of
Advanced English 12 may find it beneficial to work as a staff to create opportunities to
hone these students’ skills through experiences outside of this course. Such learning
experiences may include interdisciplinary student projects or extending the Advanced
English 12 teacher’s support for students’ research in other disciplines.
Evaluating the “Truth” of an Autobiographical Account

Together, students and teachers establish the criteria by which they evaluate the “truth” of an
autobiographical account. (Such criteria can be applied to actual autobiographies or to fictional
works written as memoirs such as Fifth Business or The Great Gatsby.) The influences that determine
what narrators will tell, leave out, or emphasize and how they will interpret events may be seen in
these questions:
• Who is the intended audience and what has prompted the person to write a memoir?
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•
•
•
•

At what point in his or her life has the urge to write about the past come upon the writer?
What are some of the things we should bear in mind when reading someone’s account of events
that happened in the past?
What do we know about the writer’s background, philosophy of life, values, chief interests, etc.,
that might lead her or him to emphasize certain aspects of events / other people, or to interpret
the past in a particular way?
In what light does the writer see himself or herself? In what light does he or she see others who
have played key roles in his or her life?

If working with a common text, students could be given a number of excerpts from which they
choose several to explain how these illustrate one or more of the factors that must be considered
when evaluating the truth of an autobiographical account. If working with independently chosen
text, students could choose several passages that they believe are relevant to the topic and explain
their choices.
This activity was used as a way to explore the theme of the difference between psychological and
objective truth in Fifth Business by Robertson Davies. To answer the questions as they apply to the
narrator Dunstan Ramsay, students were asked to read what is said on this subject by such characters
as Joel Surgeoner (Part 3, Chapter 6) and Padre Blazon (Part 4, Chapter 3) and then to reread Part
1, Chapter 2. The emphasis was not on discrediting the narrator, but on exploring how truth is far
more complicated than fact.
Documentary Study

Teacher Fred Holtz developed an approach to studying documentaries that asks students to consider
the concepts of truth, bias, fairness, objectivity, and point of view in video/film. Before beginning a
study of the documentary, students individually are asked to write their answer to this question:
“What does the term documentary mean? Some terms you might want to include: bias, objective,
true, point of view, fairness.” Students then share their answers (possibly first in pairs, then in a
teacher-led whole-class discussion, using appropriate note-taking strategies). This original
writing/note-taking must be saved in order to reflect on what changes or is confirmed as the study
continues. Students then view a number and range of documentaries (as copyright permits).
Questions, discussion, etc., should lead students to discern filmmakers’ purposes, identify the choices
the filmmakers have made to construct their films, and evaluate the effectiveness and appropriateness
of these choices. Students should keep coming back to the uneasy relationship among the guiding
concepts for the study: truth, bias, fairness, objectivity, and point of view.
Assessment and evaluation may include some or all of the following:
• the student’s organized, thorough notes from assigned questions, class discussion, own
observations, etc.
• the student’s active participation in small-group and whole-class discussion/activity
• an essay that challenges the student to think critically about the nature of the documentary film
and the guiding concepts of the unit; for example, “To what extent should documentary
filmmaking be truthful and fair?” In the essay, the student would be expected to include
references to the majority of films viewed
• a short documentary that could be used as an introduction to a unit of study on documentary
film
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Fred Holtz makes these suggestions: “It’s important that teachers NOT try to instil in students a
cynical skepticism. Rather, on the one hand, you want students to come away from this work
understanding that even the blandest recitation of non-controversial facts has a point of view, and,
on the other, that the most biassed piece of propaganda may contain some truth. Students ought to
view (1) a parody (such as The Spaghetti Story), (2) a piece on a non-controversial subject, (3) a piece
on a controversial topic, and (4) a very personal narrative. Also, it’s valuable for students to observe
how music and montage guide their responses.”
Media Icons Project

Teacher Fred Holtz developed this activity to examine the mythmaking power of information
media by focussing on how the media play a major role in creating icons (even as they play an
iconoclastic role). The individuals who write the news, draw the political cartoons, choose the
film footage for the evening news, etc., create icons both consciously and unconsciously—just
like the rest of us. Students become better users of the media when they become conscious of
how media construct reality. After some discussion and exposure to examples, each student
chooses a famous person (preferably someone who is currently in the news) who has come to
symbolize or embody an idea, issue, point of view, or cause. Students research the role of the
media in creating their chosen icon. The task is to focus not so much on the person but on the
means by which the media build an image(s) of that person (sometimes with the collaboration of
the subject).Assessment and evaluation could involve the following:
•
•

students present their findings to class
students submit annotated bibliographies documenting and commenting on research

Fred Holtz explains the thinking behind this strategy: “I originally used the term icon because I
think of the celebrity media and the tabloid press as creating a kind of secular mythology in which
there is a range of predictable narratives (predictable in the sense that there are a bunch of simple
stories familiar to and easily understandable by most people—that is, not too complex or too morally
ambiguous). Into these narratives various public figures’ behaviour can be slotted. And I think it’s
good to recognize that we as individuals are easily stereotyped into other peoples’ narratives about us
and about their relationships with us.”
This is an activity that is never old because there is always a new crop of newsmakers that can
become the subjects of the study. Students are encouraged to identify the ways through which
the media are not just conduits of information but shapers as well. An additional benefit can be
to get students not to think of “The Media” as a single united entity but composed of diverse
interests and purposes.
SOAPS

The SOAPS strategy, adapted from Gallagher (2004, 116–118) can serve as a starting point in
analyzing any piece of text. Students can use the starting points below to annotate a passage
individually, or assign roles for the analysis of a passage collectively (e.g., each student is responsible
for a letter in the acronym).
S – SUBJECT
What are the subject and main ideas of the piece?
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O – OCCASION
What is the context, setting, circumstances, events, history, culture, etc., of the piece?
A – AUDIENCE
For whom was this written? Why?
P – PURPOSE
What was the author’s reason for writing this?
S – SPEAKER
Who is the speaker? What is his or her tone? Why?
Notes/Vignettes
Software

Reality Check!—software that teaches students to evaluate the accuracy of online information,
consider the pros and cons of the Internet for research, investigate who’s behind a website, examine
bias and purpose in website content, optimize on-line searches, reflect on copyright and plagiarism.
It is available for licensing at the Media Awareness Network. (See Appendix D-4 for the URL.)
Web Sites

NoodleTools—This website provides free tools that allow users to format a reference for a
bibliography in MLA or APA style. (See Appendix D-4 for the URL.)
The Writing Center at the University of Wisconsin-Madison—This website provides useful
information about plagiarism and how to cite references in a research paper. (See Appendix D-4 for
the URL.)
ERIC: Education Resources Information Centre—This website provides free access to more than 1.2
million bibliographic records of journal articles and other education-related materials and, if
available, includes links to full text. (See Appendix D-4 for the URL.)
EPSCO Publishing—This is a research database that is available through the Nova Scotia EDnet
server on school networks and also through remote access by using login information available
through school boards. (See Appendix D-5 for the URL.)
Definitions

Copyright—the legal right of creative artists or publishers to control the use and reproduction of their
original works.public domain—the condition of a text not being protected by patent or copyright
and therefore freely available for use.intellectual property—original creative work manifested in a
tangible form that can be legally protected, for example, by a patent, trademark, or copyright.
Documentary Study Resources

Constructing Reality (NFB 1994) is a six-part video package, with accompanying guidebook,
designed to stimulate critical thinking about key social issues. The range of subject matter and styles
of film make it very useful for a study of the documentary itself.
Also, further resources can be found by accessing the National Film Board (ONF/NFB) website.
(See Appendix D-4 for the URL.) Choose Educational Resources, then choose Documentary Lens.
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Teachers must preview materials to determine suitability for classroom use.
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241.
Students will be expected to respond personally to a range of texts.
Students will be expected to
• investigate reasons for their responses to texts as individuals and as members of a sociocultural group
Suggestions for Assessment
In encouraging students of Advanced English 12 to respond personally to texts they read and
view, teachers also expect students to engage in reflective activities in which they examine their
personal responses to text from a critical distance. Teachers can assess student success in this
regard by asking students to
• discuss their personal responses with them and asking them questions to direct their thinking
• reflect on their responses, for example, through double-entry journal responses
• reflect on their reasons for preferring
alternate texts or ending of texts
one character over another
In these instances, teachers are asking students to explore their points of view as objectively as
possible, noting the influences in their lives that guide their thinking, such as,
• racial, ethnic, or religious heritage
• familial influences
• peer group and popular culture influences
At the same time teachers need to be respectful of students’ right to privacy and the limits they
may set on their willingness to share their thinking with their teachers and peers.
Suggestions for Learning and Teaching
Anticipation Guide
Kylene Beers suggests this strategy for readers:
• Before reading a text, students are given several “theme” statements, which anticipate the
text. These statements are not tied explicitly to the text but to ideas inherent in life and
literature in general. Students are asked to Agree or Disagree with the statements. This can
lead to class discussion/debate and to exploratory writing.
• During their reading of the text, students observe the context in which the anticipated issues
appear, and extend their thinking about these issues.
• After completing reading (and possibly discussing) the text, students revisit their original
responses to the theme statements to see if they have changed their minds about whether they
agree or disagree. Or, they could revisit the statements from the point of view of the creator of
the text.
Eventually, one or more of these statements can become the basis of a formal essay. Also, students
may notice how phrasing and word choice in the original statements create nuances of meaning. A
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possible extension of this activity would be to have the students, upon completing a text, create their
own set of anticipation statements for other students to use (adapted from Beers 2003, 77–80).
Annotating a Text: As students read, they can articulate and explain the reasons for their responses
to texts. Students may think about:
• Why do I react in this particular way to the text? How might other readers respond
differently?
• What social or cultural experiences have I had that frame my understanding of the text in this
particular way?
• Would my response to this text have been different if I had read it at a different time in my life?
Matt Copeland suggests ways in which students can annotate a text as they prepare to discuss the
text in class. One way is to distribute texts that leave a wide margin on one side of the page where
students may make notes as they read. Alternatively, students may record their annotation on a
separate page by recording a quotation from the text along with their written annotation beside the
quotation (see Appendix B-6 as well as B-7 for a student sample).
Students could also record their annotations on sticky-notes that are placed on top of a text, or use a
word processor to type a passage from the text and record their annotations as footnotes.

Advanced English students’ texts with annotated passages prepared for
in-class discussions.

D.U.C.A.T.S. – The “6 Gold Pieces” of Writer’s Voice: A third option to annotating a text is
recommended by the Greece Central School District whereby students note their observations about
the text’s diction, unity, coherence, audience, tone, and syntax (see Appendix B-8 for example).
Talk Back: Linda Christensen encourages her students to talk back to the author of a text,
challenging the author’s assumptions that are embedded in a text. For example, students may discuss
if an author is racist, sexist, or homophobic when a character makes insulting jokes—is the author
simply trying to develop a character? (2000,179) See Appendix B-9 for an example of how students
may “talk back” to an author.
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Blogging: The term “blog” is derived from “Web log.” The term “blog” can also be used as a verb,
meaning “to maintain or add content to a blog.” A blog is a Web site where entries are made in
journal style and displayed in reverse chronological order. The ability for readers to leave comments
in an interactive format is an important part of many blogs. Students can read/view educational
blogs and participate in a blog by posting a response to the texts made available on a blog. It is
important that teachers work with students to determine appropriate membership, protocols, and
guidelines for making a post on the class blog. Teachers can create a class blog so that
• students’ original works could be posted and peers could offer their own personal responses
• students’ responses to a text read/viewed in class could be shared
• students could post responses to other students’ personal responses about a text, illustrating that
personal responses are positions within particular social and cultural perspectives. This “response
to a response” structure of a blog, allows students to challenge the social and cultural
constructions of one another’s responses
Some students maintain a blog for curriculum learning or personal purposes. Who is the audience
for your blog? Obviously, self is one important audience, but is who you intend as your audience
really your audience? How would you know? Why do you write a blog? Have you co-written a blog?
How do you negotiate the developing blog with your writing partners? Do you engage with your
audience? How does the response of your blog audience affect your blogging experience? What blogs
do you read? What is your range of blog behaviours? Do you reply to blogs that you read? What do
you make of the blog phenomenon? How are the audiences, purposes, and impacts of blogs changing
and enriching your life?
Teachers and students can create blogs for free at Blogger (see Appendix D-5 for the URL).
Circles of Reflection: John Powers (Gallagher 2004, 157) offers a strategy for students to consider
their personal responses to a text beyond “what does this mean to me?” He suggests that students ask
the following questions:
• What does this text mean to my family?
• What does this text mean in terms of my peers?
• What does this text mean in terms of my community? How do the ideas in this text affect both
my community and others?
• What does this text mean in terms of thinking about my country? What relevance does it play in
relation to our national well-being?
• What does this text mean about the human condition? What can I learn about humanity from
reading this text? What are the universal truths it contains?
These questions create a Circle of Reflection that require students to understand how their personal
responses relate to their surrounding social and cultural worlds. For more ideas, see Gallagher’s 2004
book Deeper Reading: Comprehending Challenging Texts, 4-12, page 157, figure 8.2.
Theme Layers: Gallagher describes an activity he calls Theme Layers in which students identify a
central theme and then demonstrate various levels of real-world connections to that theme such as
connection to self, family, community, and nation (2004, 163–164).
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Moral Dilemmas: Burke (2003a, 394) describes how moral dilemmas help students to articulate
“deep thinking and promote intelligent discussion.” Such discussions create opportunities for
students to explore their personal responses as members of social and cultural communities to ethical
situations.
Forgiveness Poems: (Christensen 2000, 66–67) By reading and discussing forgiveness poems,
students may discern that cultural and social influences shape human action. For example, analyzing
forgiveness poems about parent-child relationships may help students understand how parenting is a
social and cultural activity (see Appendix B-10).
Finding Allies: In response to texts that students read/view, students may consider who might be
considered allies for the author or for specific characters. These allies may be real (such as local
political groups or support groups) or fictional (such as other characters from other texts or invented
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support groups that may be lacking in a local or regional area). This activity helps students to
understand how social and cultural influences shape a character, author’s viewpoint, and their own
responses to a text.
3-2-1 Strategy: This strategy is suggested by the Greece Central School District (2003, 15). See
Reading Strategies in Appendix D-5 for the URL.
As students are reading, they can keep a 3-2-1 reading log:
• Pose three questions about the text (unfamiliar words, confusing passages, etc.)
• Pose two predictions based on the text (what will happen next based on what you have read)
• Make one connection based on the text (connect to something you know or have experienced)
What's Up with the Crime Scene? This activity forces students to consider how a text reveals clues
about a crime scene in a Shakespearean play. Students use a modified script of the play that includes
all of the dialogue, but with the names of the characters and all stage directions removed. In this way,
students must deduce what has occurred at the crime scene. In the Web-link provided, this activity is
explained by using the play Macbeth at the moment of discovery of King Duncan’s murder (see
Appendix D-5 for the URL for Folger Shakespeare Library).
Endings: Students write a response to the ending of a work of fiction:
• Do you like the ending? Why or why not? If it is not a happy ending, is it a satisfying
ending? What is the difference?
• Does the ending solve or create problems?
• Why do you think the writer chose to end it that way?
• What would be another possible ending? Would it be equally suitable? Less so? Better?
Once the student has established his/her own personal response, it is an appropriate time for
discussion (teacher-student, student-student, or whole class, if it is a common text). Next, students
might consider some actual cases of a writer’s creating more than one ending (e.g., The Ballroom,
Great Expectations). They could also look at some ambiguous endings that could be interpreted in
conflicting ways (Shakespeare is especially good for this). Each student could then be asked to revisit
the ending of the original text under consideration and write about the ending from another point of
view, perhaps from a particular socio-cultural or ideological or even historical perspective.
Assessment and evaluation might include
• written commentary on the ending from personal point of view
• written commentary on the ending from an adopted point of view
• creation of an alternative ending
• creation of a scene that takes place after the original ending that is consistent with either one’s
personal or adopted point of view
Making Myths Personal: Students could select, research, and present (through writing or
representing) a myth of significance to them. This significance could be cultural, social, or personal.
Literature Pie Graphs: Students can use pie graphs to illustrate their diverse emotional response to
texts or to illustrate a character’s thinking, divided into larger and smaller thoughts (Whitin 1996,
71–94). These literature pie graphs allow students to demonstrate complexity in their responses to
texts and how their responses involve conflicting emotions and/or reasoning.
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Notes/Vignettes
Moral Dilemmas: A good teacher resource with plenty of moral dilemmas appropriate for student
discussion is Boss’s Ethics for life: A text with readings. Teachers interested in working with moral
dilemmas might also consider readings about Kohlberg’s stages of moral reasoning (see Nova Scotia
Department of Education Advanced English 11 Curriculum Guide, p. 48,) and Maslow’s Hierarchy of
Needs, or have students develop moral codes for specific characters.
The Myths: Canongate Books, collaborating with a number of international publishing houses,
launched the series The Myths in 2005 (see Appendix D-5, Meet at the Gate for the URL). Eminent
international writers are contributing their retellings of myths that have important cultural
implications for them. Here are some of the publications to date (with more to come):
• A Short History of Myth by Karen Armstrong (England)
• The Penelopiad by Margaret Atwood (Canada)
• Weight by Jeanette Wilson (England)
• The Helmet of Horror by Victor Peleven (Russia)
• Lion’s Honey by David Grossman (Israel)
• Dream Angus by Alexander McCall Smith (Scotland)
Endings:
• Charles Dickens bowed to popular opinion and rewrote the ending of Great Expectations so
that Pip was reunited with Estella.
• Another famous Charles Dickens anecdote is that he regretted killing off Nancy in Oliver Twist.
• Just about any Shakespeare play ends with rich ambiguity. For example, near the end of Much
Ado about Nothing, after their “merry war of words,” Benedick tells Beatrice, “Peace! I will stop
your mouth” and kisses her (V, iv, 96), after which the feisty, opinionated Beatrice does not
speak again. Does this signify a happy ending? If so, whose version? And what about all those
happy couples celebrating their marriages at Portia’s estate after the humiliation of Shylock in
The Merchant of Venice? The Cambridge School Shakespeare’s Hamlet contains an example of a
“committed interpretation,” which reads the play from a particular ideological perspective (see
242–245).
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7. Students will be expected to respond critically to a range of texts, applying their understanding
of language, form, and genre.
• evaluate the political, social, cultural, and emotional connotations embedded in language
• evaluate and respond to the artful use of language in a variety of texts
Suggestions for Assessment
In their critical examination of texts, Advanced English 12 students will engage in close reading
or viewing in which they attend to language that is used to convey more than its denotative
meaning, and therefore, to manipulate its audience. Teachers may use checklists or rubrics to
assess, for example, class discussions, text annotations, response writing, or critical essays. In
their evaluation and response to such language, students will demonstrate that they
• recognize connotative language used to evoke an emotional response in the reader/viewer
• recognize the use of figurative language for connotative effect beyond aesthetic purposes
• can identify when satire or irony is used for political, social, or cultural purposes
• can deconstruct a text to determine its alternative meanings
• can develop criteria to examine authors’ purposes in using connotative or artful language
Teachers should see also Appendix B-11 for the rubrics Reading Critically: Text Analysis and
Reading Critically: Context Analysis.
Suggestions for Learning and Teaching
Shifting Perspectives: Margaret Atwood’s short story “Happy Endings” satirizes plot conventions
and gender roles within those conventions. Teachers might introduce this story to students to
illustrate how perspectives can be shifted through the use of satire.
Reading Political Cartoons and Viewing Flash Cartoons: Flash Cartoons are animated cartoons
that can reflect political commentary, such as done by CBC’s Patrick LaMontagne. Gallagher (2004,
186–189) suggests that students begin to read/view a political cartoon by making a list of everything
that they see in the cartoon, focussing on the literal aspects. Then, the following deeper questions
can be asked in a second reading/viewing of the cartoon:
• What is the subject of this cartoon?
• What is the content of this cartoon?
• What is the cartoon’s purpose?
• Who is the intended audience? Why are they the intended audience?
• What is the thesis of the cartoon? What point is the cartoonist trying to make?
• What is left unsaid in the cartoon? What opposing views are left out?
Choose and Use Multicultural Texts: Responding critically to texts in Advanced English 12 involves
exploring how language depicts politics, society, cultures, and emotions. By using multicultural texts,
students are able to read a variety of texts that use language to constitute particular ways of viewing
the world. Students should have access to a variety of texts from different cultures. Burke (2003,
387) suggests that the guiding principle for choosing texts in the classroom should be balance:
among genre, canonical authors and contemporary authors, male and female authors, and racial
backgrounds of authors. Other balances to consider might include the use of texts from the Atlantic
Canadian region and those by authors from various countries, and the portrayal of characters with
differing sexual identities, ages, belief systems, and economic statuses.
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Using Philosophical Texts: Through the introduction of the philosophical quotations and writings
of individuals throughout history, students can learn to engage with new ideas and points of view to
which they may not have been previously exposed. With some issues, it helps to have a class
discussion before individual responses are composed, and in some instances it is useful for students
to compose individual responses, before bringing their ideas to the collective. See Appendix B-12 for
examples.
Maslow’s Hierarchy of Needs: Burke (2003, 394) suggests that teachers could “use Abraham
Maslow’s principles of human needs as they relate to moral thinking; figure out where on his
hierarchy different characters are, then invite students to examine their own moral reasoning by
making connections between their own reasoning and Maslow’s or the character’s.”
Moral Code: Burke (2003, 394) suggests that teachers could “have students develop their own moral
code as a means of explaining their own decisions and then have them do the same for different
characters—Hamlet, Sethe, Bigger Thomas, Anne Frank.” Adapting this idea, teachers could also
require these codes to consider how politics, society, culture, and emotion are integrated into their
moral codes.
Unlearning “Inferiority”: Christensen (2000, 100–101) suggests that Standard English can create a
differentiation of “correct” English and “incorrect” English, suggesting that “grammar [is] an
‘indication’ of class and cultural background … and that there is a bias against those who do not use
language ‘correctly.’ ” Advanced English students are able to identify these biases, and, while learning
skills necessary to operate with Standard English, become critical of how these rules impose
particular values in societies and cultures. Instead of being complacent consumers of Standard
English, students should question social and cultural practices that devalue knowledge and ways of
being that are conveyed in non-standard English. In this way, students unlearn that non-standard
English is inferior.
How Is Language Political? Discussing this question with students creates opportunities for young
people to understand how they participate in a political world by their use of language. Christensen
(2000, 106) explains how she accomplishes this in her classroom: “We also look at how language is
embedded in culture. Language isn’t just about subjects and verbs; it’s about music, dance, family
relationships; it’s about how we view the present and the future. We read Jack Weatherford’s study
of native languages (1991). What might a language full of nouns tell us about a culture? How about
a language full of verbs? A language with no past tense? A language with no word for ‘read’ or ‘write’?
A language with six words for love?” Christensen also suggests that the following questions are useful
for understanding that language is about power and takes up political constructions of our world:
• Whose language or dialect has power? Whose doesn’t? Why not?
• What happens if someone has a Mexican or Vietnamese accent? A British accent?
• How does language benefit some and hurt others?
Ebonics: A study of the history of Ebonics and the story of English can help students to understand
how social, political, and cultural connotations are embedded in language (Christensen 2000, 109).
Teachers may wish to examine what is considered a successful English student in terms of their use
of language and debate how such judgments are formed.
Interpreting the News: Daryl Cagle’s Professional Cartoonists Index contains newspaper editorial
cartoons from around the world (see Appendix D-5 for the URL). The Web site contains over 100
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daily editorial cartoons. As well, students may review editorial cartoon collections related to specific
world events to study how people from many cultures interpret global events. The site provides an
exceptional opportunity to study real world texts for the world views of various cultures and to
examine the communicative power of satire. The site is commercial, and some editorial cartoons, by
their nature, will be offensive to some audiences. Students should examine a range of cartoons on a
specific news topic to identify how the world views, attitudes, and points of view are visually
constructed. Why is stereotyping endemic to editorial cartooning, and how do powerful
stereotypes—both positive and negative—shape students’ and the public’s thinking in various
cultures? Students will also want to share their responses to editorial cartoons to identify the diversity
of students’ responses to these texts and to discuss what informs those responses.
The Poetry of Protest: This teaching activity focusses on a social justice curriculum in which
students are encouraged to learn about people who are marginalized and dominated in our society.
By reading poetry written by those who have felt oppressed by society, students can explore how
language can be used both to oppress and liberate people within our local, provincial, and larger
societies. An example of this lesson can be found in Appendix B-13.
Murder Under Trust: Macbeth and Scottish Law: “This is an exercise aimed at getting students to
understand how primary resources may inform the text and ideas of Shakespeare’s drama.
Specifically, students will examine Macbeth (Act I Scene VII) in conjunction with a primary source
from 1599 [The laws and actes of Parliament … under King James I] to gain an understanding of
historical context as a literary device” (see Appendix D-5 for the Folger Shakespeare Library URL).
The Actor’s Text: In this activity, each student is assigned a particular segment of text spoken in the
first person. A longer speech from a play is ideal, but this exercise could be adapted for other types of
text. There should, however, be the potential for a dramatic reading. Students are introduced to the
concept of the subtext and how an actor, preparing to deliver that speech, must give a great deal of
thought to what lies below the spoken text: what is NOT said but might be thought by a character,
what motivates the character at particular points, what underlying psychology gives rise to certain
behaviour or comments.
Each student’s task is to illuminate his or her assigned piece with notes that convey the subtext. This
could be done with sticky-notes or, if practical, the speech could be enlarged and placed on chart
paper with notes written in the margins (and displayed in class), or the whole thing could be
designed electronically. In addition to subtext suggestions, the notes could also include the following:
• clarification, where necessary, of vocabulary, syntax, or allusion
• how the actor should divide the speech, shifting the tone, emphasis, or pace as appropriate
• parts of the speech that could be left out, if necessary
• parts of the speech that echo or foreshadow something else (as in a play)
• the physical stance or gestures actors might use; where they may be in relation to others on stage,
whether they move around
• highlighting of some key words/phrases, especially for their connotative meaning
• comments related to style of language: turns of phrase, figures of speech, rhetorical devices,
etc.
Assessment and evaluation might include:
• the actual physical “illuminated” text created by the student
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the student could also present and explain his or her text to teacher, to students
the student could perform the speech
another student could perform the speech, using the first student’s “illumination,” or coached
by the first student
Notes/Vignettes
The Actor’s Text: This activity was used when studying Henry V. Henry speaks only one soliloquy;
all his other major speeches are those of the King, a public figure playing to one audience or another.
Students were asked to consider what his kingly persona consisted of. To what extent did he
consciously seem to choose roles that allowed him to manipulate situations? Or did he simply speak
from the heart? Or did he manage to do both? Was there more or less to him than met the eye?
From consideration of such public rhetoric in Shakespeare, it is interesting to move on to the public
pronouncements of our own contemporary leaders.
Tough Guise: This educational video explores the social constitution of masculinity through popular
culture. Excerpts from this video can be streamed from the Media Education Foundation Web site
(see Appendix D-5 for the URL). The video is described on this Web page as follows: “While the
social construction of femininity has been widely examined, the dominant role of masculinity has
until recently remained largely invisible. Tough Guise is the first educational video geared toward
college and high school students to systematically examine the relationship between pop-cultural
imagery and the social construction of masculine identities in the U.S. at the dawn of the 21st
century. In this innovative and wide-ranging analysis, Jackson Katz argues that widespread violence
in American society, including the tragic school shootings in Littleton, Colorado, Jonesboro,
Arkansas, and elsewhere, needs to be understood as part of an ongoing crisis in masculinity. This
exciting new media literacy tool—utilizing racially diverse subject matter and examples—will
enlighten and provoke students (both males and females) to evaluate their own participation in the
culture of contemporary masculinity.”
Reading Political Cartoons: The following Web sites contain numerous links to political cartoons in
Canada (see Appendix D-5 for the URLs):
• CBC Digital Archives—A Web site for teachers that explains how to guide students in
creating a political cartoon, this site contains primarily Canadian content
• CBCNews: Canada Votes 2006—This Web site contains examples of Political Cartoons and
Flash Cartoons with Canadian Content
• Fewings—Examples of Canadian, Ontario, United States, and world political cartoons are
provided on this site
• Association of Canadian Editorial Cartoonists—The homepage for the Association of Canadian
Editorial Cartoonists
• Mackay Editorial Cartoons—The site map on this Web page contains numerous galleries of
political cartoons as well as links to other well-established Web pages
• Mapleleafweb—This site contains archives of Canadian political cartoons
• Daryl Cagle’s Professional Cartoonists Index—Editorial/political cartoons from around the
world
Resources about the Politics of Language:
• Pygmalion by Bernard Shaw
• Robert MacNeil’s video series The Story of English
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Ebonics: The following resources may be useful for studying Ebonics with Advanced English 12
students:
• Smitherman, G. 1997. Black English/Ebonics: What It Be Like? in Rethinking Schools, ed.
T. Perry and L. Delpit. Boston: Beacon Press.
• CAL: Center for Applied Linguistics: Dialects—This Web site, hosted by the Centre for Applied
Linguistics in Washington, DC, contains numerous articles debating the role of Ebonics in
contemporary English (see Appendix D-5 for the URL)
• Delpit, L. Ebonics and Culturally Responsive Instruction: What Should Teachers Do? See
Appendix D-5, Rethinking Schools Online: Ebonics and Culturally Responsive Instruction, for
the URL
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Writing and Other Ways of Representing
8. Students will be expected to use writing and other ways of representing to explore, clarify, and
reflect on their thoughts, feelings, experiences, and learning; and to use their imagination.
• demonstrate an understanding of the value of writing to extend thinking
use metacognition to extend thinking and reflect on the writing process
understand that writing is a way of thinking deeply
• demonstrate an understanding of the value of other ways of representing to reflect insightful
understandings of texts and issues
• demonstrate an understanding of the similarities and differences among challenging texts and
issues
• communicate insight into and empathy for the diversity of the human experience
Suggestions for Assessment
Advanced English 12 students
• come to new understandings about complex issues and experiences as they work through
them in their reflective writing
• consider the reasons behind their thinking as they explore their personal and critical response to
texts
• view writing and other forms of representation as a means to
explore theme, purpose, and style in complex texts
explore concepts and issues that interest them from multiple vantage points
analyze issues and processes to recognize faulty reasoning, hidden assumptions, and
relevance of details
compare theme and style in complex texts
create new ways of thinking from the results of their analysis of texts
• manipulate language in their writing and the relevant processes in other forms of representation,
for example, dance, art, film, recording, to demonstrate insightful understanding of the power of
those media to convey their thinking
• compose or design sophisticated dramatizations, illustrations, or interpretations of texts that
synthesize their thinking about complex issues or themes
Teachers need to encourage and guide students to recognize the value of metacognitive thinking in
their growth as readers, writers, and thinkers. Teachers may refer to Appendix C-23 for questions
students can use to monitor their own development in this regard.
Teachers may also refer to Lewin and Shoemaker’s Concept Acquisition Development Continuum,
Appendix C-1, for a useful rubric to assist them in assessing students as their thinking processes
become more sophisticated.
Other assessment suggestions may be found in Appendix C-2, Multiple Forms of Assessment:
Products and Performances; and Appendix C-24, ChecBric for a Historical Persuasive Letter.

45

Suggestions for Learning and Teaching
Three Types of Analogies: Parry and Gregory (1998, 163–165) suggest that students can use
analogies to extend their thinking.
• In a personal analogy, a student “metaphorically creates an empathetic relationship with a
person, animal, plant, or inanimate object.” In this case, the student might imagine how “an
atom would feel if it were accelerated to the speed of light”.
• In a direct analogy, a student “compares one class of objects or ideas with another, as in, Why is
the brain like a swamp?”
• In a conflicting analogy, students “place two opposing ideas together, such as, Why is talent both
a blessing and a curse?”
Metaphorical Graphic Organizers: Kelly Gallagher (2004, 135–147) suggests that students can use
metaphorical graphic organizers to extend their thinking processes about character, plot and
structure, setting, and metaphors themselves. For example, one metaphorical graphic organizer he
describes is called Pencil, Eraser: “A pencil has two ends, one for writing and the other for erasing.
Students take a copy of the image and write a character’s name on the shaft of the pencil. On the
writing end of the pencil, students note the actions that character wishes he or she had done. On the
eraser end, students consider what actions the character wishes he or she could erase…. Students try
to determine if any of these actions could be completely erased. What steps would the character have
to do to erase his or her actions? Is total erasure even possible? ” (137). These tools can be used to
help students think about their own writing and represent their thinking in other ways of
representing. These tools can be found in Appendix C-3.
Social Imagination and Interior Monologues: Bill Bigelow suggests that interior monologues are a
device for helping students imagine the thoughts of others and thereby develop their social
imagination (Christensen 2000, 134–137). Responding to a text by creating an interior monologue
helps students to develop empathy and connect with another viewpoint (or character) with which, at
first, students may have considered that they have little in common. Students might create interior
monologues by
• choosing a specific line from a text as a starting point
• working collaboratively with other students to discuss the social constitution of the persona
• creating diverse interior monologues in response to a common text to show a range of ways in
which to position a persona as a social and cultural character
Write an Allegory: Writing an allegory can help students think about how symbols are used in a text
to prompt deeper thinking. Teachers may find it helpful to discuss a model piece of writing, such as
Plato’s “Allegory of the Cave,” before students begin to write their own allegories.
What Matters Most: To help students effectively defend an interpretation, students might use a
graphic organizer that helps them to identify what is important in their argument, why it is
important, and when it is important (e.g., in the past, present, future, or always). See Appendix C-4
for an example of this graphic organizer.
Compare/Contrast Thinking Process Map: This visual organizer helps students to think about how
concepts are alike and how they are different. Unlike a Venn Diagram, the Thinking Process Map
organizes what the differences “are in regard to” (Hyerle 1996, 78). See Appendix C-5.
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Organizing Comparisons: Two common ways of writing about comparisons are the Block Method
and the Point by Point Method. When students are familiar with these structures, they are better
able to determine how to organize their ideas in their writing.
• Block Method: “When you use the block method, you say everything you have to say about
one subject before you discuss the other” (Stewart, Bullock, and Allen 1996, 109)
• Point by Point Method: “When you use the point by point method, you compare specific parts
of the whole…and explain the significance of similarities and differences as you go along
(Stewart, Bullock, and Allen 1996, 110)
Conversational Roundtable: Jim Burke describes this technique as a means of having students think
about a concept from four different perspectives. Using a graphic organizer (see Appendix C-6), the
student places a concept (e.g., an idea, character, theme, place, etc.) in the middle of the “table” and
then examines this idea from four different “chairs” around the table, making notes about each
unique perspective (2003b, 19).
PostSecrets: Students can create a series of texts that show the correspondence between two or more
characters. This correspondence reveals secrets from one of the characters. These fictional secrets
might include controversial issues that allow students to express insightful understanding and
empathy in their writing. For inspiration, teachers and students might consider viewing Frank
Warren’s series of PostSecret books such as PostSecret: Extraordinary Confessions from Ordinary Lives.
Teachers should preview this material as well as the accompanying blog before introducing this idea
to students (see Appendix D-5 for the URL for Blogspot).
Doublethink: This term was coined by George Orwell to mean holding two contradictory views at
the same time and believing both to be true. For example, in “Allan Bloom’s book on U.S. colleges
and universities, The Closing of the American Mind, the author claims that most students believe
morality is relative and that there are no universal moral values. At the same time, however, these
students profess to believe that human equality and tolerance are universal moral values!” (Boss
2003, 46). Doublethink can be considered a root of a character’s tragic error and students can
explore this concept by creating characters who exhibit doublethinking. For example,
• a character may believe that it is not right to steal, yet copies CDs and DVDs for friends.
• a character may believe that it is proper to care for your friends, yet puts the health of their peers
at risk by introducing them to smoking.
Such activities may aid students in identifying doublethink (unintentional and otherwise) in their
own thinking and in the thinking of others.
Cultural Relativism and the Moral Community: The diversity of the human experience can be
examined through writing about issues in cultural relativism and the moral community. For
example, cultural relativism suggests that moral standards and values are constructed collectively by
groups of people or cultures instead of by individuals. By contrast, some anthropologists (see the
work of Clyde Kluckholn, for example) claim “that there are basic universal, transcultural moral
standards that are recognized in all cultures” (Boss 2003, 100, 116). Students can create texts (such
as a mandala, a dramatization, an essay, a story) or they can participate in forum discussions that
address these complex ways of understanding the diversity of the human experience.
Moral Maturity and Moving Beyond Ethical Relativism: To communicate insight and empathy
into the diversity of the human experience, students may write about their own moral maturity or
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those of the characters presented in the texts they encounter in Advanced English 12. While
Kohlberg’s moral development is suggested in Nova Scotia Department of Education Advanced English
11 Curriculum Guide, page 48, students in Advanced English 12 may consider how moral
development shapes their own stances on controversial issues and how these stances occur in their
writing and other ways of representing. The following example can be used to prompt students’
thinking and writing about moral development:
During World War II, when the Nazis first cautiously introduced the idea of requiring Jews
to wear the yellow star of David, the king of Denmark, a man of very high principles,
announced that he would be the first to wear one. The people of Denmark quickly followed
suit. Without the cooperation of the Danish people, the Nazis were unable to tell which of
the Danes were Jews and which were non-Jews, thus making deportation of Jews impossible.
Indeed, it was said that Nazi officials who had lived in Denmark for years were noticeably
affected by this experience and thus could no longer be trusted to carry out Nazi policy.
How do public figures who have reached a high stage of moral reasoning affect the moral
development of others in their culture? Are there any public figures in this country [or your
community] that you admire as highly moral people? Discuss the influence, if any, these
people have had on your own moral development (Boss, 2003, 225–226).
Art of Darkness: Teachers can introduce students to texts with similar dark themes such as Heart of
Darkness, Apocalypse Now, and “The Hollow Men.” Students then create a piece of art that
encompasses and illustrates the common thread among these texts. The teacher does not explain to
the students what the connections might be among the texts. Students may use media such as oil
paints, sculpture, film, poetry, modern interpretive dance, dramatic monologue, architecture, or
music. The artwork is to be accompanied by a piece of writing in which the student explains how the
art relates to the texts.
Desert Island Painting: The following instructions are adapted from Michael and Peter Benton’s
Picture Poems (1997, 78):
Imagine you are the protagonist (or other character) in the novel you have just read. Plot the main
experiences you have had and your feelings about them by your choice of six paintings to have with
you on a desert island.
Present these paintings in a format of your choice, such as PowerPoint, poster, collage, timeline,
Web page, etc. Viewers should be able to understand clearly your reactions to the events in the story
by observing the content and sequence of your paintings.
If you could have only one painting, which would it be? Write about the feelings and thoughts this
painting gives you, either as a prose description or as a poem, connecting it to events in the novel.
Pass It On: Students write, in an exploratory way, about some aspect of a text or topic and then, on
a signal from the teacher, pass on their writing to another student to continue. The second student
may develop any part of what the first student has introduced, either by reinforcing or challenging
what has been written so far, or may take the discussion in a new direction. However, this must be
done as a discussion (sentence form, making connections, etc.), not just in point form. This
procedure can be repeated several times, depending on time, etc. Eventually, the originating students
get back the writing they began with all the additional discussion from classmates. The teacher
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should be part of this process as a writer as well as a facilitator (see Appendix C-22 for more
information and example).
Reflective Prompts: Sutton writes that student reflection improves learning and is an important part
of assessment for learning. She recommends the following prompts to guide student reflection (1999,
138):
• What have you done during this topic/lesson/unit/module/week?
• What have you enjoyed? Why?
• What have you found difficult? Why?
• What do you think you’ve learned during the topic?
• What would you show for evidence of what you’ve learned?
• In the next lesson, topic, etc., what are you going to focus on to continue what’s been successful,
and to improve what needs to be improved? What are your next steps?
In addition to these prompts, you may also consider the following:
• What connections can you make with other texts and experiences?
• What value was this learning to you? To others?
Comparisons: In his book Writing Reminders, Jim Burke suggests the following prompts can be used
to help students practise making comparisons (2003b, 267):
• Write a review in which you compare different recordings or books by the same person.
• Write a review in which you compare different musical bands, films, or books by different people
about the same subject.
• Write an analysis and comparison of different works of art by the same artist or by different
artists about the same subject.
• Write a stylistic analysis about different speeches in which you compare the use of various
techniques.
• Write a comparison of two or more historical eras.
In addition, comparisons could also be assessed in dramatic or multimedia presentations.
Mandala: Students can create a mandala to represent their understanding of a culture’s moral
community. “Mandala is the ancient Sanskrit word for a circle that symbolizes the cosmic order. The
mandala includes within its borders all that is sacred or, in moral terms, all that has intrinsic moral
value. When using a mandala to represent a culture’s moral community, beings who have the greater
status in that culture are placed toward the center of the mandala. As one moves further toward the
edges of the mandala, one’s moral value diminishes. Beings that are outside the moral community
are placed outside the circle” (Boss 2003, 117). Students could use texts or images to represent these
beings in a mandala.
Students could also create a mandala for a particular society in a text. The mandala is then used to
illustrate how specific characters in the text can be situated within (or excluded from) the moral
order as represented in the mandala. Students use board game pieces and figures to place characters
on the moral map that has been created in the mandala.
Exit Slip: The appendix of Self-Assessment and Goal-Setting (Ann Davies) contains 18 classroom
reproducible black line masters that support students in reflecting on their learning as they exit the
classroom at the end of a lesson. They are excellent models which teachers may wish to extend to suit
particular focuses of their classrooms over time.
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Double-Entry Journal Plus: Students can create a T-chart on their paper and record a passage from
a text on the right hand side of the page. On the left-hand side, students annotate the passage with
their responses (see Appendix B-7). One section is left available on the page in the bottom left-hand
corner. This space is used to make notes to share their annotated passages with other students or
small group of students. In this way, the Double-Entry Journal concept (text on the right, response
on the left) is extended by having a more interactive space for recording other students’ comments
about the passage (adapted from Gallagher 2004, 116).
Notes/Vignettes
Using the Feature of Graphic Design: Steve Moline suggests that when students understand the
features of graphic design, they are able to use them in the production of their own texts to express
nuances of their thinking. For example, the layout, typographic features, and signposts of the graphic
design convey students’ choices that demonstrate particular literal and figurative meanings. These
features of graphic design are described as follows (Moline 1995, 120-121):
• Layout may include the arrangement of the text and the construction of overall icon-like
statements of a theme.
• Typographic features include size differentiation between the main heading, the subheadings, and
paragraphed text.
• Signposts include subheadings, bullets, and the separation of subtopics by using empty space on
the page.
The Holocaust and Disillusionment with Cultural Relativism: Teachers may want to use texts that
describe the disillusionment of social scientists after the Holocaust of World War II. At this time,
cultural relativism was understood to be a concept that allowed anti-Semitism and was scrutinized.
Teachers may wish to include texts that explore postwar sentiments about cultural relativism such as
Daniel Goldhagen’s book Hitler’s Willing Executioners, texts about war-crime criminals, or relevant
podcasts about expert historical witnesses.
Comparing Texts: The following teaching ideas are available from the Folger Shakespeare Web site.
These lessons ask students to compare a Shakespeare play with another text:
• the relationship between tragedy and patriarchs in King Lear and William Faulkner's As I
Lay Dying (see Appendix D-5 for the URL for Folger Shakespeare Library: UNIT:
Patriarchy in King Lear and As I Lay Dying)
• relating the characters Macbeth and Lady Macbeth from Macbeth to Shakespearean sonnets (see
Appendix D-5 for the URL for Folger Shakespeare Library: Macbeth and Lady Macbeth’s
Tortured Sonnets)
Examples of Admitting Unusual/Conflicting Points of View into Writing: In his long, narrative
poem “The Titanic,” E.J. Pratt uses a filmic method of cutting to various human scenes as the ship
moves toward the moment of impact with the iceberg. Early on, however, he devotes a memorable
segment to describing the iceberg. He invites us to consider the evolution and experience of this
force of nature as it drifts south and into human history (see Canadian Poets: E. J.Pratt, Poems in
Appendix D-5 for the URL).
Djwa, S. and R. G. Moyles, eds. 1989. E. J. Pratt: Complete Poems. Toronto: University of
Toronto Press.
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In Beowulf, it is not difficult—at least from a modern perspective—to pity the monster Grendel,
who seems to be the ultimate outsider. Not only that, we learn that the monster has a mother!! In his
novel Grendel, John Gardner tells the Beowulf story from the point of view of the monster as he tries
and fails to make sense of the confusing, usually brutal, behaviour of human beings.
Tom Stoppard’s play Rosencrantz and Guildenstern Are Dead tells the Hamlet story from the limited
point of view of two hapless minor characters whose story runs parallel to Hamlet’s. As Hamlet’s
contemporaries and fellow students, Rosencrantz and Guildenstern are preoccupied with some of the
same philosophical issues as Hamlet; however, they lack his brilliance and passion, and stumble
around Elsinore as most of us would if we found ourselves sent for by King Claudius to deal with his
troublesome nephew/stepson.
John Updike wrote a prequel to Hamlet in his novel Gertrude and Claudius. Updike shows us how
the relationship between Gertrude and Claudius developed over many years, suggesting that their
behaviour was justifiable. The novel ends at the point Shakespeare’s play begins.
The Red Tent, a novel by Anita Diamant, revisits the Book of Genesis, telling the story of Jacob, his
wives and his children, from the point of view of his daughter Dinah.
Visual Literacy: An E-Learning Tutorial on Visualization for Communication,
Engineering and Business: Teachers and students may wish to use this Web site as a
resource for visual tools. Of particular note is the site’s Periodic Table of Visualization
Methods that can be found by opening the Map section of the Web site. This Periodic
Table contains graphic organizers and visual representations of concepts and
communications (see Appendix D-5 for the URL).
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9. Students will be expected to create texts collaboratively and independently, using a
variety of forms for a range of audiences and purposes.
effectively defend an interpretation of a text or issue
develop, revise, and publish texts for purposes and audiences outside of the classroom

Suggestions for Assessment
Students who are preparing texts for publication should submit them to a jury of their peers, as
well as their teacher, for assessment prior to publication. Students must recognize that texts
published or presented in any form in any legitimate forum must
• respect the Canadian Charter of Rights and Freedoms as well as the Canadian Human Rights
Act
• convey accurate, verifiable information
• contribute positively to the genre or form of representation in which they are published
• be technically accurate and stylistically polished
Students’ defence of their interpretations of texts or issues may take the form of, for example,
• text annotations
• reflective writing
• seminar presentation
and should, where appropriate
• convey clear understanding of details or facts in the text, character representations, and use
of language
• explain points of ambiguity in the text
• provide details from the text to support the interpretation, and/or
• provide support from appropriate recognized sources or critics
• offer insights not articulated in the text, but supported by it
Peer Revision Conferences: Georgia Heard (2002, 114) in her book Revision Toolbox offers
questions that students may use to discuss their writing and revision strategies.
Ask the writer:
1. What was it like for you to write this piece? Did you have any problems while writing?
2. Is there anything in your writing that you need to work on?
3. How can I help you? Are there particular parts you want me to pay close attention to?
4. Are there any places where you can tell more?
5. What did your piece make you feel?
6. What is your piece about?
7. What will you do next?
Tell the writer:
1. what else you would like to know more about
2. how the piece made you feel
3. about a part that confuses you
4. what you think the piece is about
5. if you have any suggestions
See also Appendix C-25 for Peer Questions for Revising Writing.
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Self-Reflection for Being a Good Audience for Writing: (Ontario Ministry of Education 2005,
134)

for Learning and Teaching
Essay with An Attitude: Linda Christensen describes this writing activity as follows: “Writing an
essay with an attitude is really about taking a position and backing it up. It’s a sustained, rehearsed
argument with a parent, friend or teacher, newscaster, magazine writer, advertiser, or the broader
society. I begin with asking students: What makes you angry? ... I want students to focus on larger
social issues” (2000, 68).
Guest Speaker Response: After students have listened to a guest speaker who is experienced in a
particular area of their studies, they may write a response, either formally or informally, and send it
to the speaker. Having a guest speaker become their audience can empower students.
The Truth and Illusion Theatre Company: The Cambridge School Shakespeare’s Much Ado about
Nothing suggests this activity for representing learning: “The Truth and Illusion Theatre Company
have come to Messina to present a show which will reveal all the deceptions and self-deceptions that
have taken place during the past few days. Be as inventive as you can in finding ways of highlighting
the many comic and serious deceptions” (167).
Since the theme of truth and illusion can be found in most of Shakespeare’s plays, this activity could
be adapted. Students could be divided into groups and assigned a particular segment of the play
(e.g., five acts equals five groups). Other themes could be used as needed, as could works by other
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authors.A variation on this, which focusses on language choices, could be The Image Theatre
Company. Students deal with specific examples of figurative language (for example, the images that
are used to describe particular characters) and represent them in performance, such as, mime,
tableau, dance, etc. See “Images of Beatrice” in the Cambridge School Shakespeare Much Ado about
Nothing (Berry and Clamp 1992, 66).Graphic Novels: By creating graphic novels, students can use
other ways of representing to explore complex ideas and feelings. Using visual literacy skills, students
can direct a viewer’s attention to specific details of images. Graphic novels also allow students to use
printed text to explore narration, reveal characters’ inner thoughts, and develop dialogue. Using the
software Comic Life, or a template for FrontPage Pro or DreamWeaver available from the online
version of this guide, students can insert their own digital images into a graphic organizer, increasing
the range of visual representations in their storytelling. Students might use their own digital
photography, digital art, or manipulated images in their graphic novels.
Online Zine: As an extension to the Suggestions for Learning and Teaching in the Advanced English
11 guide, students can create a Zine that is published collaboratively in an online environment. Such
a Zine can be hosted on the Ednet server for Advanced English 12 students, or students can publish
their works to an online Zine, such as Poetic License, a Web site for publishing student poetry, or
Awesome Dude, a Web site containing “stories by, for, and/or about gay and bi young people” (see
Appendix D-5 for the URLs).
Write Formal Proposals: In an effort for students to write for audiences beyond the classroom, Jim
Burke (2003b, 40) suggests that students can write formal proposals for
• programs the school should have or continue to support
• speakers to come to the class or school
• changes in the students’ schedule or new classes they want to see offered
• books or other items to contribute to a local program
Letters into Essays: To practise revising texts for differing audiences, students could be expected to
transform a letter into an essay (Graves and Kittle 2005, 29–36). For example, students might write
a letter about a controversial issue in a conversational style to someone they know and then, after
analysis of and reflection on the ideas in the letter, use more universal language to express the ideas
and continue to write in the first person. Graves and Kittle (2005, 29–36) offer guiding questions for
reviewing the letter and the essay for analysis and revision:
Rereading the letter:
• Where do you connect with the person receiving the letter, betray knowledge of a personal
nature?
• Do you address the person as caring, smart, and knowledgeable?
• What are the details of your concern? Number them.
• Is there urgency or concern? Underline the words that show this.
• Is there a passive voice in your letter (“one might suppose that”)? How active is your voice in
laying out your concerns?
• Do you return your attention to the person receiving the letter?
• What pronouns do you use in the letter?
• Where is the heartbeat? Underline that sentence.
Rereading the essay:
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Put brackets around the content you carried over from the letter.
Did you write in first person? Second or third person?
Where do you begin to address a broader audience? (we, they)
Number one side of the argument 1, 2, 3; use Roman numerals (I, II, III) for the other side of
the argument.
Underline the sentence in which you express your opinion after weighing the evidence.
Underline the adjectives and adverbs in your opinion line. Are these words strong enough to
justify your claims?
Put check marks where you sense you need more information, which you would research and
insert in a subsequent rewrite.

Exchange Letters: Students in Advanced English 12 may connect with students in other schools.
These interschool connections can be initiated and facilitated by the teachers of Advanced English
12 through listservs, emails, and professional forums for the course. Alternatively, students could
correspond with guest speakers, officials within the school or school district, and local government
and organizations.
Discussion Forums: Students can post their own questions, writing, reflections, or ideas for peer
response, or responses from a wider audience, when they participate in a forum. This practice can be
used by students to defend a specific interpretation or to respond to another student’s writing or
interpretation of a text. When students participate in a forum, they should have a clear
understanding about the membership, the protocols, and guidelines of the forum. These guidelines
should consider plagiarism and intellectual property (see Appendix C-7 for an example of one
Advanced English 12 class’s guidelines for their discussion forum; see also Appendix D-2 on Ednet
Forums).
Student-Focussed Learning Environments: Students in Advanced English 12 can be expected to be
involved in creating classroom expectations. These expectations might include the following:
• protocols and guidelines (for example, see Appendix C-7 for an example of student-created
protocols and guidelines for a class forum)
• behavioural norms (for example, how students envision peer feedback as a balance of being
critical and kind or how intellectual property will be honoured when ideas are shared in class)
RAFT: This pre-writing activity is organized by an acronym described by Sejnost and Thiese (2001,
176–177):
• R—Role of the writer (Who is the writer? What role does he or she play?)
• A—Audience for the writer (To whom are you writing? Who will read your writing?)
• F—Format of the writing (What form will your writing take?)
• T—Topic of the writing (What will you be writing about?)
This strategy encourages students to write for an audience other than the teacher and helps students
to focus their writing towards this intended audience.
Letters of Complaint: Students can write letters of complaint to companies about a product or
service to practise writing for audiences outside of the classroom. These complaints should be
genuine and based on their “real-world” experiences.
Public Service Announcement/Student Media Showcase: Students can develop a
message in a medium that will appeal to a younger audience about an issue of social
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concern such as smoking. This activity could be adapted to include wider media and
audiences to create a Student Media Showcase. A rubric for assessing students’ media
productions can be found in Appendix C-8.The Two-Letter Version: In this writing
activity, students write two letters to different audiences that describe the same event.
This allows students to defend different interpretations of the event and imagine diverse
points of view. While the event remains the same, the purpose and tone of the letters are
comparably different. As an additional activity, students might annotate their letters to
explain their thinking about the writing process and what decisions they made about
revealing purpose and tone.Shakespeare Rewritten: In the writing activity, students
select scenes and lines from a Shakespeare play and perform their version of the play for a
younger audience. This activity requires that the Advanced English 12 students retell the
play while maintaining the central characters, themes, and plot of the play. Students will
also need to rewrite the scenes so that transitions between scenes and lines are coherent
and smooth. Students should justify their editing choices, explaining why specific parts
were omitted and why other aspects of the text were important to include. This activity
can be adapted for other texts, audiences, and media. See Appendix C-9 for additional
suggestions for this activity.
Spreading the News: Ballad Writing and Editing: Students will be introduced to the ballad as a
form of narrative poetry and given information to place ballads in historical context as a means of
spreading news from place to place by travelling balladeers. Expose students to a few examples of
ballads and have them examine how the ballads are constructed, looking for elements of story and
poetry (rhyme, rhythm, figurative language, sound devices, etc.). Give each student a newspaper and
instructions to pick a current news story and retell it in the form of a ballad. See the sheet entitled
“The Ballad” in Appendix C-10. To extend the process, students may engage in peer editing using
the sheet entitled “Peer Ballad Editing” (see Appendix C-11).
Demand Responses: Students in Advanced English 12 can practise writing in demand situations
where they must produce texts in limited time constraints and without advanced preparation.
Students might be expected to create a response that defends an interpretation about a text that they
have read or viewed and have this work assessed by the teacher. Students need not have read or
viewed the same text, as a teacher could ask one question of multiple texts. Alternatively, students
could have read/viewed a similar text, and the teacher could offer a choice of questions for student
response. A further modification may be a guided response where teachers provide a list of critical
points or topics that students discuss in their response to a text.
Teachers will need to be explicit about the assessment criteria that will be used. Students and
teachers may wish to refer to the Grade 12 provincial exam prose assessment rubric (see Appendix C12) or see other rubrics in this guide for Outcome 10. Teachers may wish to work with students to
develop their own rubrics for specific assessment criteria. An example of an Advanced English 12
student’s demand response can be found in Appendix C-13.
The Post-Secondary Scholarship Essay: One audience outside the classroom for students’ writing is
a post-secondary scholarship selection committee. Students can practise writing a scholarship essay
that addresses criteria such as originality, correctness, details, pluck, and ownership (Burke 2003b,
353). Suggestions from Jim Burke can be adapted to support the writing of such an essay and can be
found in Appendix C-14.
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Demand Transmediation: Transmediation is the process of recreating the meaning of a text from
one medium to another (e.g., from a novel to a film). A demand transmediation is similar to a
demand response (described above) because students create a response within specified time limits.
In this activity, students rewrite a text for a different audience. The assessment criteria would include
tone and word choice in relation to the specified audience. Other adaptations include revising the
genre of the text, such as transforming a letter into a human interest article, an email into a news
bulletin, an Aesop fable into a storyboard for animation.
Online Writing: There is a proliferation of Web-based zines, blogs and discussion forums, gaming
sites, and social software sites such as YouTube and My Space. Survey students about the online
environments they inhabit and the learning and curiosity that are satisfied in such environments.
Have the students identify the ways in which they participate in these environments—as
contributors, observers, commentators, analysts, evaluators; and the factors that cause roles to shift.
What do such environments offer students? How is the environment’s culture developed and
maintained? How is power played out in the environment? How should schools and classrooms
change to take advantage of the learning opportunities such environments could offer to students?
Students can create a presentation on one environment or interactive online site that they value and
that they think has educational potential. In the presentation, the student develops an argument for
the establishment of such an environment that would satisfy a personally valued, long-term
educational curiosity or interest. Teachers may ask, “If you could focus your learning through the
environment of your choice, what would you personally want to invest your time and energy to
pursue?”
Inverted Pyramid: This exercise is so named because it takes students from a very broad description
to a very pointed and specific description (). Over several classes, the procedure is as follows:
1. Begin by asking students to write one to two sentences describing the most important thing
that happened to them in the last twenty-four hours.
2. Next, ask them to write one to two sentences about the most important thing that happened to
them in the last two weeks, not including what has already been mentioned.
3. Next, ask them to write one to two sentences about the most important thing that happened to
them in the last two months, not including what has already been mentioned.
4. Next, ask them to write one to two sentences about the most important thing that happened to
them in the last year, not including what has already been mentioned.
5. Next, ask them to write one to two sentences about the most important thing that happened to
them ever, not including what has already been mentioned.
6. Now, give the students 30-40 minutes and ask them to write a narrative of one to two pages
describing one of their “important things.”
7. Ask students to find the sentence that they feel is the most important in the pages they have
written and underline it (alternatively, the teacher can collect the writings and do this, or just
give some help in deciding which sentence to underline).
8. Ask students to write one to two pages in specific detail, expanding upon and explaining the
sentence they have underlined, really zeroing in on the situation.
9. Repeat steps seven and eight one or two more times.
10. Now the students have a series of pieces moving from a very broad description of a situation
to a very detailed and pointed description. Ask students to take a selection from what they
have written and fit it all together into a descriptive narrative that accurately and interestingly
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describes their “important things.” They may hand in a polished copy for assessment, or
present their narratives an oral exhibition.
Notes/Vignettes
Publishing Students: www.publishingstudents.com: This Web site provides resources to help
teachers publish students’ writing (see Appendix D-5 for the URL).
Google Docs and Spreadsheets: Teachers and students can write collaboratively at Google Docs (see
Appendix D-5 for the URL). This site allows one owner of a document to invite others to have
access to the document online whereby they can edit text, images, tables, and formatting of the
document. Users will need to create an account and password with Google.
Read q Write q Think: This Web site is sponsored by NCTE, IRA, and Marcopolo and contains
lessons for English teachers that integrate technology into students’ thinking processes and the
products they create through writing and other ways of representing. Sample lesson ideas and
resources include the following (see Appendix D-5 for the URL):
• A Collaboration of Sights and Sounds: Using Wikis to Catalog Protest Songs
• Blogtopia: Blogging your own Utopia
• An Introduction to Beowulf: Language and Poetics
• Analyzing Character Development in Three Short Stories about Women
• Analyzing the Stylistic Choices of Political Cartoonists
• Style: Defining and Exploring an Author’s Stylistic Choices
• Avoiding Sexist Language by Using Gender-Fair Pronouns
• Audio Listening Practices: Exploring Personal Experiences with Audio Texts
Defining Revision: According to Georgia Heard (2002, 1), “revision involves changing the meaning,
content, structure, or style of a piece of writing rather than the more surface changes that editing
demands. Students also need to understand that revision doesn’t necessarily take place after they’ve
finished a piece of writing [e.g., editing], but instead revision will most likely occur throughout the
writing process.”
Literary Magazine: A literary magazine provides a forum for students’ creative writing and artwork.
A group is formed early in the fall, an editor chosen, and the title and format of the magazine
discussed. Students with strong editing skills, as well as the staff advisor, examine and revise writings.
The art teacher is also approached for submissions of student work. Students type, photocopy, and
assemble the finished product.
Guest Speaker Response: Listening to the descriptions of someone who has experienced first-hand
what students are reading about can often be enriching. With this in mind, teacher Barb MacLean’s
class invited a former Riverview High School student, now a captain in the Canadian Armed Forces,
who had served in Afghanistan, to speak to the class and to relate his experiences to Khaled
Hosseini’s The Kite Runner. After a splendid presentation, which included a PowerPoint show and a
vigorous question and answer session, students conveyed a desire to let the speaker know that his
words and the images he had shown had had a profound effect on them, in some cases altering their
point of view on the need for a Canadian military presence in the country. Students, therefore, wrote
informal notes to the captain, expressing their feelings. The captain then let the students know how
their written comments had validated the significance of his presentation. He also indicated that
because of reading The Kite Runner for this speaking engagement, he would encourage his troops to
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read it before embarking on another stint in Afghanistan. The students realized they may have had a
positive impact on the point of view of our soldiers and, thus, on their conduct towards the citizens
of Afghanistan.
Resources for Graphic Novels:
• ReadWriteThink.ORG has a lesson plan called “The Comic Book Show and Tell” by James
Bucky Carter (see Appendix D-5 for the URL for this Web site).
• Outcast Studios Wiki—An online resource for comic book creators (see Appendix D-5 for the
URL). Contains and links to some imagery and text that might be suitable for all students and
classrooms. Teacher preview required.
• Writing-World.com—This Web site has an article titled “Writing Comic Books” by Barry Lyga
(see Appendix D-5 for the URL). This article provides sample script formats for writers seeking
to create a comic or graphic novel. The author describes two approaches, full script and plot-artdialogue. In the full script, the writer is likely also the artist and must personally work out the
balance between telling and showing alone. The plot-art-dialogue approach is generally done as
collaborative partnership between writer and visual artist. The writer must provide clear direction
to the visual artist to bring the comic or graphic novel to life.
• 24 Hour Comics—Writing Competition (see Appendix D-5 for the URL)
• Welcome to the Comic Creator—An online black-and-white line-drawing style comic book
creation tool. The student selects a comic panel style, simple pre-set backgrounds and characters,
writes speech balloons, and selects from among a few simple props to create a basic script on the
computer screen. The student may print the completed comic book. More an elementary
resource; however, a useful beginning. Sponsored by NCTE and IRA (see Appendix D-5 for the
URL).
• Panel Two: More Comic Book Scripts By Top Writers (Paperback) by Nat Gertler, Peter David,
Scott McCloud, Judd Winick, Bill Mumy, Mark Evanier, Miguel Ferrer (2003, Published by
About Comics)
• The Complete Idiot's Guide to Creating a Graphic Novel (The Complete Idiot's Guide) Paperback
by Nat Gertler (Published 2004, Alpha)
• Comics and Sequential Art by Will Eisner (Poorhouse Press, Tamarac, Fla. Exp. Ed. 1990)
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10. Students will be expected to use a range of strategies to develop effective writing and other
ways of representing and to enhance their clarity, precision, and effectiveness.
• create and support a scholarly thesis with appropriate evidence
• demonstrate proficiency in matters of correctness and stylistic choice in a range of genres or
forms
Suggestions for Assessment
Teachers of Advanced English 12 students should expect students to demonstrate enthusiasm for
experimentation and risk-taking in the genres and forms of representation they undertake. Students
should keep a portfolio of draft and finished products for teacher assessment.
In working through to their final products, students will demonstrate sophisticated knowledge of
and responsibility for
• monitoring their own progress through the stages of production, using checklists and rubrics
• planning, revising, editing, and proofreading their texts
• matters of correctness so that their final products are polished for publication
In addition, as students work through the process of presenting a scholarly thesis, teachers should
assess them on
• the appropriateness of their choice of academic writing style or form of representation for
their thesis
• the final product as it demonstrates
their appropriate use of their chosen academic presentation form
- the complexity of their thinking
- proper treatment and documentation of sources, both supporting and conflicting
Teachers should see Appendix C–15 for Writer’s Rubrics on Ideas, Organization, Voice, Word
Choice, Sentence Fluency, and Conventions (Spandel and Hicks 2006, 465-470).
Suggestions for Learning and Teaching
Types of Academic Writing: There are various kinds of academic writing. Students are often asked
to consider these types of writing:
• autobiography
• observation
• interpretation
• evaluation
• reflection
• controversial issue
• narrative
• definition
• division/classification
• process analysis
• cause/effect
• exposition
• argumentation/persuasion
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• comparison/contrast
• example/illustration
Teachers of Advanced English 12 introduce a variety of these writing forms to assist students in
preparing for academic experiences beyond high school (see Appendix C-16).
Types of Academic Representations: The focus of these activities is to have students create and
support a scholarly thesis but by using media other than writing. Beside each idea, a suggested
resource is noted to help educators and students imagine and create academic representations.
• Performance Poetry—The Spoken Word and Shauntay Grant (see Appendix D-5 for Writers’
Federation of Nova Scotia for the URL)
• Documentary Film Making—An Inconvenient Truth (see Appendix D-5 for the URL)
• Visual Arts: sculpture, painting, music, photographs, posters, performance (see Appendix D-5 for
the URL for Incredible @rtDepartment)
• Dance—Students can create a dance piece that combines one of the following five forces of
movement with a current issue or event to create a thesis statement for the dance:
1. muscular (smooth, strong)
2. skeletal (sharp, stiff)
3. organic (natural, slow)
4. glandular (quick, twitchy)
5. ligamental (graceful, floppy, flexible)
Examples of topics include: Muscular – war; Skeletal – peer pressure; Organic – peace, depression,
nature; Glandular – crime, fear; Ligamental – baby growing, peer pressure
Adaptations: A large image that represents one force, using the human body as a reference point (a
gesture drawing or a section of the body, for example) and the drawing could be used as inspiration
for the dance or used as a backdrop during the performance
• Podcasting—see Appendix C-17 for how to create a podcast
We Proof for You Inc: As a small group team, develop marketing materials to offer a proof reading
service for local small businesses and community organizations. Outline the skill sets and services
available, and the advantages to business owners. Consider tactfully including a few photographic
examples of signage in the community that misrepresent the organization’s intent or whose errors
might adversely affect public perceptions of the organization. Prepare a tactful presentation, develop
a list of business and community organization contacts, and improve the community.
It’s Out Their [sic]! Use the school’s digital camera to document evidence of signage in the
community and community organizations’ Web sites that contain spelling grammatical, or other
errors. Present your findings in the form of a photo essay to the Business Association. Develop
tactful and realizable recommendations and strategies that will support businesses to fix the errors
and avoid such problems in the future. Tact and knowledge of your audience will be key factors in
the success or failure of your work. Assess your impact!
Developing Thesis Statements: The following Learning and Teaching suggestion about thesis
statements is written for a student audience. Teachers may use this student-friendly language to help
explain what a thesis statement is and how students can use it in their academic writing.
Academic writing often takes the form of persuasion, i.e., convincing others that you have an
interesting, logical point of view on the subject you are studying. Persuasion is a skill you practise
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regularly in your daily life. You persuade your roommate to clean up, your parents to let you borrow
the car, your friend to vote for your favorite candidate or policy. Course assignments often ask you to
make a persuasive case in writing. You are asked to convince your reader of your point of view. This
form of persuasion, often called academic argument, follows a predictable pattern in writing. After a
brief introduction of your topic, you state your point of view on the topic directly in one sentence.
This sentence is the thesis statement and it serves as a summary of the argument you'll make in the
rest of your paper.
What is a thesis statement? A thesis statement
• tells the reader how you will interpret the significance of the subject matter under discussion.
• is a road map for the paper; in other words, it tells the reader what to expect from the rest of the
paper.
• directly answers the question asked of you about your subject. A thesis is an interpretation of a
question or subject, not the subject itself. The subject, or topic, of an essay might be World War
II or Moby Dick; a thesis must then offer a way to understand the war or the novel that others
might dispute.
• is a single sentence somewhere in your first paragraph that presents your argument to the reader.
The rest of the paper, the body of the essay, gathers and organizes evidence that will persuade the
reader of the logic of your interpretation.
How Do I Get a Thesis?
A thesis is the result of a lengthy thinking process. Formulating a thesis is not the first thing you do
after reading an essay assignment. Before you develop an argument on any topic, you have to collect
and organize evidence, look for possible relationships between known facts (such as surprising
contrasts or similarities), and think about the significance of these relationships. Once you do this
thinking, you will probably have a working thesis, a basic or main idea, an argument that you think
you can support with evidence but that may need adjustment along the way.
A Forum for Thesis Development
Developing a scholarly thesis statement can be a lonely business. Receiving feedback and response
from peers to refine and focus the thesis is helpful. An online class discussion forum is an ideal place
for students to post draft thesis statements for discussion and refinement. As the online conversation
is threaded and recorded, students and the teacher may assess the evolution of the refinement of the
thesis statement and the contributions and questions offered by peers to support each learner.
Recognizing Thesis Problems
Students in Advanced English 12 may benefit from being able to recognize and avoid common
problems in writing thesis statements in a scholarly essay. These problems include the following
(Stewart, Bullock, and Allen 1996, 70–71):
• merely restating the assignment
• merely stating facts
• failing to give reasons
• failing to separate your thesis from theme/thesis of the text or critics
• failing to signal essay structure
Collaborative Essay: This is a possible extension/variation of the Pass It On strategy (See Outcome #
8). After initial independent exploratory writing on topics, students pass on their writing within a
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group of three or four. From their discussion of the resulting products, the students decide on a topic
they wish to develop, create a working thesis and draft an outline. (They may even be asked to create
a rubric for evaluating the finished essay.) Once the teacher has approved the topic, thesis, and
outline, students could write an in-class demand essay based on the preliminary work they have
produced collaboratively. Assessment must be based on not only the finished product but also the
process, including students’ self and peer evaluation.Wiki-Writing: Students may write collaborative
texts by using a wiki. The advantages of using a wiki for creating collaborative texts is that the wiki
keeps track of changes to the document and provides a history of the document, involves multiple
contributors from differing geographic locations with ease, and can be hypertextual (direct Internet
links can be made to the references used in the document).
Supporting Details: Thesis writing is improved when students understand that supporting points
take many forms depending on the purpose of the writing (Ferster Glazier and Wilson 2002, 212):
• example (in an illustration)
• steps (in a how-to or process paper)
• types or kinds (in a classification)
• meanings (in a definition)
• similarities and/or differences (in a comparison/contrast)
• effects (in a cause-and-effect analysis)
Culture of Revision: Jim Burke (2003b, 48) suggests that English teachers should foster a culture of
revision in the classroom: “Writers need room to grow, which means freedom to make mistakes and
the opportunity to learn from those errors. To this end, they need a classroom where the teacher and
their peers encourage them to take risks and improve on their initial efforts. Revision comes in
different forms: concept, content, coherence, and correctness. Students… need time to revise this
initial work for clarity and, eventually, for correctness.”
Editing versus Proofreading: Students can improve their writing skills when they separate editing
processes from proofreading processes. This is important so that writers do not begin proofreading
their work before it has been edited. For example, students need not look at spelling and
punctuation mistakes in their writing if they have not already considered whether their ideas are fully
developed. The following checklists are intended to help students understand the difference between
editing and proofreading, and the important sequence of editing and proofreading in the writing
process.
Editing:
• additional arguments if required
• balanced and thorough treatment of the topic
• sufficient supporting details
• clarity of ideas
• organization of ideas
• coherence of details
• tone, persona, voice
• clear introductions
• appropriate closings
• appropriate division of paragraphs
• use of transitions
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appropriate diction (choice of words, vocabulary)
appropriate syntax (choice of arrangement of words)
use of literary devices (metaphor, simile, alliteration, etc.)

Proofreading:
• spelling
• grammatical errors (e.g., run-on sentences, sentence fragments, errors of agreement, non-parallel
structures, etc.)
• punctuation
• capitalization
• verb tense
• contractions
• use of text features (e.g., titles, subheading)
• document format (e.g., indention)
See also Appendix C-26 for Peer-Editing Checklist.
10 Tenets of Teaching Editing Skills: Kelly Gallagher, in his book Teaching Adolescent Writers
(2006, 148–154), describes ten tenets to which he adheres to help his students refine their editing
skills:
1. Determine editing needs and address them as they arise.
2. Teach less to the whole class; teach more in conferences.
3. Instead of using grammar books, make them.
4. Keep the focus narrow (e.g., one specific issue).
5. Teach the big eight:
a) identifying the difference between a fragment and a complete sentence
b) understanding comma splices, semicolons, and colons
c) understanding subject and verb with no intervening phrases
d) understanding subject and verb with intervening phrases
e) using pronoun case correctly, which again ties to subjects (and objects) of sentences
f) using commas inside the independent clause
g) understanding irregular verbs (and their three stems for the six tenses)
h) correctly aligning the pronoun with its antecedent
9. Don’t drown the paper in corrections.
10. Whole-class peer editing is an ineffective strategy.
11. Make students track their spelling demons.
12. I can effect more improvement in a student’s writing via a two-minute discussion than I can by
taking five minutes to write comments on the paper.
13. Repeat after me: “I am not Superman. I am not Superman. I am not…”
Correction Log: Teachers can work with students to identify their repeated grammatical and
mechanical difficulties in their writing. This can be accomplished by having students keep a log of
their grammatical and mechanical errors that are identified by the teacher. Teachers can help
students to classify these errors so that students can learn appropriate strategies to improve their
writing. A further classification of the errors can be done to determine if the student had difficulty
identifying the error or remembering the guidelines for correcting the error, or if new instruction is
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required. The teacher can work with students to provide strategies for how to improve their mistakes
and become more proficient writers. Students may wish to create personalized summary statements
about their writing difficulties and strategies such as “When I _______ I need to _______.” A
similar idea is suggested by Kelly Gallagher, in his book Teaching Adolescent Writers (2006, 184), in
an activity called Independent Correction Sheet (see Appendix C-18).
STAR: This acronym can be used to help students in the editing process by recording these letters
on their writing drafts to help explain the changes that are being made (Substitute, Take things out,
Add, Rearrange).
Substitute
• Overused words
• Weak verbs*
• Weak adjectives
• Common nouns with proper nouns
• “Dead” words**
Take things out
• Unnecessary repetitions
• Unimportant or irrelevant information
• Parts that might belong in another piece
Add
• Detail
• Description
• New information
• Figurative language
• Development
• Clarification of meanings
• Expanded ideas
Rearrange
• The sequence to produce a desired effect
• The order for a more logical flow
•
* Teachers might consider beginning with the verb to be and illustrating how replacing be, being, is,
am, are, was, were with other verbs creates a stronger sentence. Other common verbs (e.g., said) can
be listed though class discussion.
** “Dead” words include good, very, thing(s), really, a lot, etc., gonna, got, kind of, like, so/well (at the
beginning of a sentence), totally, I think, I feel, I believe, in my opinion, in conclusion, +, @, &, #
(Gallagher 2006, 60–67).
Word Choice/Sentence Fluency: To help students understand stylistic choices in their writing,
teachers can format exemplary texts to emphasize critical choices that writers make in creating texts.
For example, teachers can show an original text and edited versions of this same text placed beside
each other and use formatting differences (such as bold, italics, or underlining) to signal where the
editing has occurred. Students can then make notes about how these editing changes affect the
writing and create a writer’s style. This idea is suggested by Burke (2003b, 51) and further details can
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be found in Appendix C-19. Additional student resources can be found in Write Traits Advanced
Level 2.
Politics and the English Language: George Orwell suggested the following rules to cover problems
of style.
• Never use a metaphor, simile, or other figure of speech which you are used to seeing in print.
• Never use a long word where a short one will do.
• If it is possible to cut a word out, always cut it out.
• Never use the passive where you can use the active.
• Never use a foreign phrase, a scientific word, or a jargon word if you can think of an everyday
English equivalent.
• Break any of these rules sooner than say anything outright barbarous.
Student Markers: Students can use the rubric used for the Nova Scotia English Language Arts 12
exam (see Appendix C-12) to assess writing exemplars provided by the teacher. This allows students
to practise the identification of effective use of thought and detail in a written text, the organization
of a text, the use of syntax and diction, as well as the correctness of the language in the text. This
exercise is intended not as an assessment event, but as a teaching and learning strategy that assists
students to understand the importance of revising their own writing.
Rags to Riches: This activity works best following a series of micro-lessons on aspects of writing, or
as part of a writer’s workshop. The teacher should compose a short piece of poorly written material.
For example, if this is following some lessons on show, don’t tell, and comma usage, the piece should
contain comma errors and incidents of telling rather than showing. Students should then revise and
rewrite the poorly written piece so that it is not only correct, but well written and effective. To
extend the exercise, students may be given the option of peer editing the “richer” pieces their
classmates have re-written before final copies are made.
Notes/Vignettes
Wilfred Owen’s Revision: Wilfred Owen’s revision process for “Dulce et Decorum Est” is an
example of how a writer used the craft of revision before publishing final works. See Appendix C-20
for the poem and the URL connecting to original manuscripts showing his revision process.
Writer’s Handbook: Teachers might refer students to a writer’s handbook such as Checkmate,
Mechanically Inclined, or the glossary of mechanical terms in writing as found in Appendix C-21.
Internet Resources: The following links may be useful for supporting writing mechanics (see
Appendix D-5 for the URLs):
• 10 Most Wanted Grammar Errors from Acadia University—This site contains glossaries and
links for visitors (see The English Department’s SGU, “The 10” in Appendix D-5).
• Dalhousie University How-to’s at Dalhousie Libraries—This site includes tutorials about how to
use a university library, research a subject, search Novanet, search a database, find journal
articles, cite resources in a bibliography, and locate Internet resources. Access the Web site and
go to How Do I … in the drop-down menu.
• English Grammar 101—This is an instructional series designed for students to improve
knowledge of the English language. Four volumes of grammar tutorials and quizzes are available
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for skills including word and phrase patterns, clause patterns, verb tense, and sentence patterns.
Each volume includes a pretest, 25-50 exercises, a self-test and a post-test.
The Blue Book of Grammar and Punctuation—Use this site to check the rules concerning
proper grammar and punctuation.
CanSpell—This site contains spelling activities for teacher, parents, and students.
Language Log Blog—The site discusses the proper and evolving use of language.
Grammar Bytes!—This Web site contains grammar terms, exercises, handouts, tips, and rules.

Goldilocks Thesis Statement: One Advanced English teacher uses the idea from the story of
Goldilocks to peer-assess students’ thesis statements in his classroom. Students post their thesis
statements on paper around the classroom and other students record a response as follows: “too
broad,” “too narrow,” “just right.” For each response, a suggestion or comment is required to justify
the response.
Eats, Shoots, and Leaves: Lynn Truss’ book Eats, Shoots, and Leaves: The Zero Tolerance Approach to
Punctuation (2005 Penguin Books) discusses everyday occurrences of improper punctuation in
public spaces and texts and her frustrations with these errors. This book reviews the rules of
punctuation while emphasizing how meaning is misconstrued when the rules are not adhered to.
Additional education support material is available at no cost from the Web site (see Appendix D-5
for the URL).
Film-Making Links:
• Academy of Motion Picture Arts and Sciences (see Appendix D-5 for the URL)—This site
includes a series of annual study guides that focus on the different branches of the Academy
including Screenwriting, Cinematography, Art Direction, Animation, and Film Editing.
• Internet Archive Moving Images includes about 2000 digitized movies, commercials, and TV
programs that are free and open for everyone to use.
• Wiki Books Movie Making Manual —This is the beginnings of a wiki book on movie making, a
manual intended to be a practical guide to filmmaking. The wiki is a collaborative effort, and
visitors are invited to participate.
• The Librarian’s Guide to Anime and Manga
• Pixar is a leading computer animation company. The “How We Do It” section of the Pixar Web
site provides an overview of their approach to “a four stage production process: development,
creating the storyline; pre-production, addressing technical challenges; production, making the
film; and post-production, ‘polishing’ the final product.”
• PBS: Still Life with Animated Dogs—Basic site for beginning animation. Defines Cell
animation. Features the work of Paul Fierlinger.
• National Film Board of Canada Web site contains education resources section including
Animation and Documentary Filmmaking (see ONF/NFB: Educational Resources).
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Appendix A – Speaking and Listening
Appendix A-1: Observational Checklist for Students' Speaking
Skills
Observational Checklist for Students’ Speaking Skills (Copeland 2005, 152)
Did the participants…
dig below the surface meaning?
speak loudly and clearly?
cite reasons and evidence for their statements?
use the text to find support?
listen to others respectfully?
stick with the subject?
talk to each other, not just the leader?
paraphrase accurately?
avoid inappropriate language?
ask for help to clear up confusion?
avoid hostile exchanges?
question others in a civil manner?
seem prepared?
make sure questions were understood?
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Poor ---- Average --- Excellent
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5
1
2 3
4
5

-2: Speech Terms (Greece Central School District 2003, 13)
Acoustics: The science of sound or the way the walls, floor, ceiling, and other parts of a room
react to sound. The quality of speech sound depends in part on the acoustics of the
room in which the speech is delivered.
Ad Lib: Making up or composing the words to a speech as you deliver it.
Articulation: The uttering of speech sounds in a clear, distinct manner so that each word is
clearly understood.
Cadence: The rhythm or flow of a speech. A smooth, even flow is described as being legato; a
bouncy, jerky flow is called staccato.
Climax: The high point or peak in a speech.
Commentary: An organized group of remarks or observations on a particular subject; an
interpretation, usually of a complex social issue.
Continuity: The state or quality of being continuous or unbroken. A speech with continuity
will move smoothly from the introduction through the conclusion by way of effective
linking or transitional devices.
Emphasis: Giving more attention to a particular word or phrase than to the others. This can
be done by varying the force, pace, pitch, or tone of the voice.
Enunciation: The clearness or crispness of a person’s voice. If a speaker’s enunciation is good,
it will be easy to understand each sound or word he or she creates.
Eye Contact: The communicating a speaker does with his or her eyes during a speech. It is
very important that a speaker establish eye contact with the audience so that full
communication can take place.
Force (Drive): The amount of pressure or punch behind the speaker’s voice; loudness.
Gesture: The motion a speaker uses to emphasize a point. Hand and facial gestures are
usually effective additions to a speech, although they can also be visual distractions
and take away from the speaker’s effectiveness. The important thing to remember is
to keep gestures as natural as possible and not to overuse them.
Inflection: The rising and falling in the pitch of the voice.
Monotone: A voice which is unchanging in inflection or color; dullness.
Oratory: The art of public speaking.
Pace: The rate of movement of a speech. It is often a combination of rates, selected for their
appropriateness to the message and the audience. If speakers let the pace of their
speech drag, it will lose the interest of the audience.
Pause: The momentary stopping in a speech to give additional emphasis to a particular word,
phrase, or idea.
Pitch: The highness or lowness of a voice. By properly varying the pitch of the voice, the
speaker can emphasize or color the words of the speech.
Presence: The sense of closeness of the speaker to the audience. If a speaker is sincere and
open with the audience, his or her degree of presence or believability will be high.
Projection: Directing or throwing the voice so it can be heard at a distance.
Rate: The speed (fastness or slowness) of the speech pattern.
Read-y (reed e): The term used to describe a speech which sounds so much like it is being
read from a script it becomes distracting.
Repetition: The repeating of words or phrases to add a sense of balance and rhythm to a
piece of writing, as in Lincoln’s Gettysburg Address “of the people, by the people,
and for the people.”
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Script (Manuscript): The written copy of the speech used during a presentation.
Stage Fright: The tension or nervousness a speaker feels when he/she is preparing to deliver
or is actually delivering a speech.
Tone: The emotional treatment given certain key words in a speech to convey the special
meanings or connotations of those words. The voice is greatly inflected and the force usually
increased to accomplish this distinct vocal appeal.
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3: Cornell Notetaking
http://www.greece.k12.ny.us/instruction/ela/6-12/Tools/cornellintro.pdf
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Appendix A-4: Branding, Oral Comprehension, and
Student Reaction Used with permission from James L. Falcone
I introduce the concept of branding to students using a four pronged approach. Initially,
students are given a “slogan quiz” in which I read current and past advertising slogans out
loud and the students have to write down as many names of the products that correspond to
the slogans as they can. The students can usually recognize a fair number of the slogans, but
never all of them. The second step in the process is showing students a “brand alphabet”
consisting of letters in the stylized colours and shapes of different brands (the “A” from ABC
detergent for example) and students have to try to identify the products from the single
letters. Usually they identify a larger percentage of these than the words of slogans alone.
The third step is showing students “brand images” with the words removed (a picture of the
stylized ram’s head for Dodge, for example). Students inevitably find this the easiest of the
branding tasks, and a discussion of how the information entered their brains in the first place
ensues. After the visual exercises, the students listen to Terry O’Reilly’s radio documentary
on branding and how it works. Following is a piece from a student assignment discussing
connections she made as a result of our activities:
The correlation between physical and mental branding is that they are both
forms of identification. Companies want their products to be so memorable
as to have them engraved, or “branded,” in the memories of potential
customers. It is not a way of tricking the human brain, but simply a process
that acknowledges the way the brain functions. For example, if a visual image
is eyed several times, the brain will automatically train itself to trigger the
memory associated with that image. This comes into play each time the
image is seen, and eventually becomes a piece of common knowledge. The
more something is thought of, the greater the chance it has of being
purchased, recommended, or used. This is the process that takes a brand
from being represented as an advertisement, to a faint idea, to a concrete
memory, to something that is going to increase sales, like the desire to
purchase.
I became very aware of commercial branding during an exercise in English
class about a week ago. The exercise involved looking at single letters from
words representing popular products. However easy some of the letters
seemed to identify, I was slightly shocked at myself when I correctly
recognized a somewhat obscure brand, `Nilla Wafers'. After merely looking
at the letter `N' in a specific font and colour, I immediately pictured a golden
yellow box of wafers. However, I could not remember from where I managed
to acquire this memory. I pondered that the wafers might be in my house,
but knew that I had never actually eaten or seen one outside the box. After
verifying, I realized that there had in fact been an old box in my kitchen
cupboard that, according to my mother, resided there for a long time.
Whenever I pulled open my cupboard for something to eat, I almost always
caught a glimpse of the box of wafers and had, subconsciously, been branded
with their logo. I consider this a very effective job done by the company
considering I have never tasted, talked about, purchased, or even seen an
advertisement for these wafers. On the other hand, perhaps it was my brain
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doing the effective job; even if it had been a terrible advertisement, with
nothing memorable about it, I did see it at least several dozen times. After
viewing it so frequently, I would surely expect my brain to encompass some
knowledge or sense of what it was that I had been viewing. . .
Branding plays an extremely large role in the lives of nearly every person in
the world. Whether one wants to admit to this fact or not, the human mind
is exposed to thousands of forms of advertising every single day, and there are
definitely more than a few that stick in the brain. After studying the methods
used by companies to make this happen, I realised that I was very naive about
the extreme precision that is used when an advertisement is made. Absolutely
everything that is set forth to the public is designed to sell, sell, and sell. The
selling could be literal, or the selling of an idea, a point of view. Different
tactics are used to appeal to different people at specific times. Whether an
advertiser is given lots of time and space for promotion, or merely 30 seconds
on a television commercial, everything displayed to the public eye has been
thoroughly scrutinized and is entirely intentional. With new products being
created and sold faster than imaginable, the world of branding is definitely
here to stay. One can only wait to see what the brands of the future will be,
and what new tactics will be used to make them as memorable as possible.
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5: Assessing Verbal Fluency
Assessing Verbal Fluency
Diploma Programme Language A1Teacher Support Material: Internal
Assessment, March 2004)
Assessment Criteria:

Level 1 Achievement: The language is rarely clear or coherent
Vocabulary is rarely accurate or appropriate
Level 2 Achievement: The language is only sometimes clear and coherent

Level 3 Achievement: The language is generally clear and coherent

Level 4 Achievement: The language is clear, varied and precise

Level 5 Achievement: The language is clear, varied, precise and concise
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6: Re-enactments
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7: Omitted Scenes
Student Instruction for “Gatsby Dramatic Scene”

You and a partner are to create and perform an omitted scene from The Great Gatsby.


First you and your partner must find conversation that is referred to









have said, “Yo, cuz!”
Performance—does your performance lead me to believe that you are actually the
characters?
Extras—do something to make your performance stand out
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8: Accepting More Than One Point of View
n one point of view on the text [or issue]”:
5 – Accepts points of view other than own and uses them to expand ideas and discover new
meaning.
4 – Accepts other points of view and attempts to use them to discover new meaning.
3 – Acknowledges other points of view but struggles to use them to expand meaning.
2 – Argues against opposing points of view and reluctantly acknowledges them as a
possibility.
1 – Does not acknowledge or accept other points of view.

127

9: Scarlatti Tilt Activity

“It’s very hard to live in a studio apartment in San Jose with a man who’s learning to
play the violin.” That’s what she told the police when she handed them the empty revolver.

Student Writing Sample #1 from Scarlatti Tilt Activity

law husband Zack, a beautiful and
handsome young man, was, to put it bluntly, an idiot. He was always coming up with ways
to make money, which always failed. His latest attempt was to be a famous violinist. The
gorgeous and blonde Gigi comes home from a rough day of washing dishes, only to find
Zack playing his screeching violin. The sounds are echoing through the apartment. The
incessant sounds of a dying cat keep playing as the telephone rings and Gigi answers the
phone. She hears her agent asking why she didn’t show up for the audition. Gigi says she had
no idea about an audition today; she thought it was tomorrow. Her agent says that he had
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left a message with Zack. Perfectly put together, Gigi hangs up the phone and says Zack’s
name very softly. He does not answer. She pulls a revolver with a fake Chanel logo on the
handle out of her fake Louis Vuitton purse. She calls his name, but he still does not answer.
He only plays his violin. Gigi, the twenty-something aspiring actress, screams Zack’s name,
but the violin just keeps on screaming back. She turns around and says his name one last
time. Gigi then shoots her husband in the back. His violin falls to the floor with a screeching
halt. As Gigi is overpowered by the silence, she shoots Zack four more times. With one lead
bullet left, Gigi turns the gun on herself, checks her makeup in the metal reflection, and then
shoots the violin into oblivion. A few moments later, the police knock on the door,
requesting to come in. The San Jose police say the neighbors had heard gunshots. Gigi
answers the door with her dead husband in back and revolver in hand. “It’s very hard to live
in a studio apartment in San Jose with a man who’s learning to play the violin.” That’s what
she told the police when she handed them the empty revolver.

by Maia, Holly, Jana, Danielle, and Robert
Student Writing Sample #2 from Scarlatti Tilt Activity
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Appendix B – Reading and Viewing
Appendix B-1: Ways to Assess Reading and Learning
(Nova Scotia Department of Education 2005, 42)
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2: The Fine Print (Gallagher 2003, 77)
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3: Phone Home (Gallagher 2003, 78–79)
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4: Rubric for Citing Sources (Lewin 1998, 156)
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5: Just the Facts
figure 9.2
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6: Annotating a Text (Copeland 2005, 52–53)
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7: Annotating a Text (Nova Scotia Student Samples)
Example 1: Annotated Passage from Night by Elie Wiesel
by Erin Murley
One day when we came back from work, we saw three gallows[1] rearing up in the
assembly place, three black crows.[2] Roll call.[3] SS all around us, machine guns trained: the
traditional ceremony.[4] Three victims in chains – and one of them, the little servant, the sadeyed angel.[5]
The SS seemed more preoccupied, more disturbed than usual.[6] To hang a young
boy in front of thousands of spectators was no light matter.[7] The head of the camp read the
verdict. All eyes were on the child.[8] He was lividly pale, almost calm, biting his lips. The
gallows threw[9] its shadow over him.
[1]

This isn’t an unusual sight for the prisoners to see, however in the way that the author
writes it, it makes it seem as if it is a new event. It could also be telling us that no matter how
many times executions may have occurred, it didn’t get easier and was always just as much of
a shock as it was the first time.
[2]
Crows are a symbol of death, so using them to describe what the gallows were like is very
appropriate but could possibly be overlooked as a proper description because it is a
metaphor. It makes us look at the gallows as living things without having to go totally
outside the box with some random interpretation of what the gallows may or may not
represent.
[3]
These two small and similar looking words are said many times throughout the novel in
complete sentences, but at this point, are only said as the two words on their own. Ideally,
this would be because the author wanted to portray some kind of intensity, but it can also
show us that the character is feeling such strong emotion at this time, and is unable to come
up with anything more complex to think. As he is a child himself, it would have been almost
physically painful to watch another child being killed right in front of him.
[4]
Again, this is showing us that this event is common, but now it is almost as if the
bystanders have once again accepted the fact that there is nothing they can do to save the
prisoners, their friends, who are about to be executed.
[5]
Not only is it effective to use an oxymoron here, “sad-eyed angel”, but just the use of the
word angel is enough to make me sick with empathy. Angels are part of God, as are humans,
but referring to a child as one closer to God than us really shows the hatred that the prisoners
must have felt for Hitler, and the German’s in general.
[6]
Disturbance almost helps us to understand that the SS that had to watch the execution
would have chosen not to if they had the chance. Seeing something like that is life changing
for some, if not for most people. If you are able to watch an execution without even a thread
of sympathy, you have a black and horrible heart.
[7]
The usage of the word “light” in this passage gives the illusion that what the author is
saying isn’t as bad as what it really is. Using words that seem “light” and “unimportant” is
actually quite effective because you would expect words that portrayed a more horrific sight.
[8]
This could indicate that the little boy was the first of the children at the camp to be
publicly executed. The child represented innocence, hope for the future and everything good
and pure in the world and the Nazis were going to kill him. By killing the child the S.S. were

137

also killing any hope the prisoners might have had left that they would somehow come
through the camp alive. It could be showing us once again the agony that the prisoners had
to go through, and the pain that they must have endured while having to watch daily
executions.
[9]
“Gallows threw” is a personification and by using such the author lends an air of evil to an
inanimate object.
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Example 2: Annotated Passage from

by Elie Wiesel by Jennifer Dempsey

[1]
[2]
“Within a few minutes, the camp looked like an abandoned ship . Not a living soul on
the paths[3]. Near the kitchen[4], two cauldrons[5] of steaming hot soup[6] had been left[7], half
full[8]. Two cauldrons of soup[9], right in the middle of the path, with no one guarding
them![10] A feast for kings[11], abandoned[12], supreme temptations![13] Hundreds of eyes looked
at them, sparkling with desire.[14] Two lambs, with a hundred wolves lying in wait for
them.[15] Two lambs without a shepherd[16]—a gift[17]. But who would dare?”[18]
[1]

These few words set the mood/atmosphere for the rest of the paragraph; if the guards can
leave this quickly they can also return as quickly.
[2]
This simile gives a good mental picture of how quickly the guards left. We can imagine a
sinking boat or a targeted boat at which everyone is trying to get out of dangers way.
[3]
It sounds like the author is using this metonymy to suggest that the German soldiers have
souls and that the prisoners do not.
[4]
Tells the readers the setting where this particular area will be focussing.
[5]
Descriptive noun and symbol: suggests that the cauldron is evil and dangerous yet can
make wishes come true because of the “magic” contained inside.
[6]
The strong adjectives in this section give good imagery. It also creates a state of mind in
which you feel hungry and cold yourself.
[7]
This is a symbol. It not only suggests that the soup has been left but also that the inmates
have been left.
[8]
Symbol: The author chooses purposely of making the cauldron half full because it makes
the amount of soup sound like the cauldron is refilling itself and will never become empty
because the inmates are used to such small rations.
[9]
This is a repetition to instill the importance of the soup to the prisoners and to the reader.
[10]
This section creates strong imagery, of the setting, as it gets into more detail. It also
reminds us of the atmosphere.
[11]
Hyperbole: over exaggerating the amount of food. Telling us that they are not worthy of
soup.
[12]
Adjective: referring to the soup being abandoned by also relates to the prisoners as being
abandoned
[13]
The sentence is ended with an exclamation mark to show the significance and meaning to
the author at that particular time. Also, tells us of the state of mind in which the author is in
at that particular time and how strong his feelings are.
[14]
This sentence refers back to “supreme temptations” but tells us who’s supreme and how
strong (sparkling eyes).
[15]
Metaphor: the two lambs represent the two cauldrons; innocent and vulnerable, while the
hundreds of wolves represent the prisoners who are in dire need of food and are lying in wait
for the right moment to attack
[16]
Metaphor: refer to footnote 15. Also represents the level of vulnerability as being
extremely high…there is no one to protect the “lambs”.
[17]
Symbol: the soup is a gift to the prisoners…as if it is being given to them straight into
their hands
[18]
This last sentence ends the paragraph amazingly. After all that had been said before, it
abruptly puts an end to any thought of filling their temptation as they regain consciousness
of where and what they are actually doing. The question mark at the end leaves the
possibility for food still at hand and within grasp; so close yet so far away
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Note: Annotations are difficult to read. The purpose of including the annotation is simply to
illustrate the process of annotating text.
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Appendix B-8: D.U.C.A.T.S. – The “6 Gold Pieces” of
Writer’s Voice

Diction refers to a writer's word choice:
• Denotation/connotation of a word
• Degree of difficulty or complexity of a word
• Level of formality of a word
• Tone of a word (the emotional charge a word carries)
• The above will often create a subtext for the text
Unity

Coherence
• Precision and clarity in a thesis and supportive arguments
• The arguments ordered in the most effective way for the writer's intent
• The sentences and paragraphs "flow smoothly" for the reader; there should not be any
abrupt leaps or gaps in the presentation of the ideas or story (unless the writer makes a
conscious choice for a specific and appropriate effect)
refers to the writer's awareness of who will be reading his or her piece of writing:
• Who are the targeted readers?
• How well informed are they on the subject? What does the writer want the reader to learn
as a result of this piece?
• What first impression is created for the reader and how does the author's voice shape this
first impression?
• How interested and attentive are they likely to be? Will they resist any of the ideas?
• What is the relationship between the writer and the reader? Employee to supervisor?
Citizen to citizen? Expert to novice? Scholar to scholar? Student to teacher? Student to
student?
• How much time will the reader be willing to spend reading?
• How sophisticated are the readers in regard to vocabulary and syntax?
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Tone
• Diction, Figurative language, Characterization, Plot, Theme
Syntax
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9: Talk Back
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Appendix B-10: Forgiveness Poems
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Appendix B-11: Reading Critically: Text Analysis
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Text 1: Quotation
“Every man is guilty of all the good he didn’t do.” -Voltaire

you agree with the quotation? Disagree? Why? Who was Voltaire? Why might he have said
this? Do some research to put the quotation into historical context. This is a small
assignment. Please cite all sources.
Text 2: Allegory
“The Allegory of the Cave” by Plato
Student instructions: Write a 1.5- to 3-page reaction to the piece of text. What do you think
it means? Give several examples in your explanation. What is the bare essence of what Plato
is trying to teach us about reality? Do you agree with him? Explain why or why not in detail.
How could this philosophical concept apply to your own life? Give examples. Please hand
in a rough copy showing proof of editing with your good copy.
Text 3: Speech
Prince Charles, Thomas Cranmer Schools Prize, 1989
http://www.princeofwales.gov.uk/speeches/heritage_19121989.html, on
March 30, 2006. In his speech, the Prince of Wales discusses the dangers of allowing the
English language to become too banal—to pander to the lowest common denominator—if
you will. Using Prince Charles’ speech (focussing on his version of Hamlet’s speech), discuss
the importance of maintaining the English language as a complex means of expression,
communication, and art creation. Is there a connection between the words from which we
have to choose in our lexicon and our ability to think of and comprehend new and
increasingly complex concepts? Is it important that we still study linguistic works of art such
Hamlet
[beginning of speech]
I accepted the invitation to be Patron of the Thomas Cranmer Schools Prize
simply because I mind about what may loosely be referred to as our heritage.
Some may say it is an exaggerated concern and, indeed, as I have discovered
only too plainly, if you actually stand up and talk about the importance of
our heritage and the lessons to be learned from our forebears, you are at once
accused of having a quaint nostalgia for a picturesque, irrelevant past. It has
forced me to reflect on why there is such a fierce obsession about being
'modern'. The fear of being considered old-fashioned seems to be so allpowerful that the more eternal values and principles which run like a thread
through the whole tapestry of human existence are abandoned under the false
assumption that they restrict progress. . .
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I would have liked to begin with a ringing phrase from the King James's
Version of the Bible: "Harken to my words". But the New English Bible
translates the phrase in less commanding terms: "Give me a hearing". It
might seem more humble but it also sounds less poetic: and what we have to
ask ourselves, it seems to me, is whether, by making the words less poetic,
you really do make them more dramatic. Isn't there something rather
patronising about that whole assumption?

. But
banality is for nobody. It might be accessible for all, but so is a desert. . .
the best way of getting rid of history and thought is to get
rid of the language of history and ideas

But words aren't just decoration. They are the structure itself
We have rejected quality in expression

greatest playwright who ever lived. Yet a great many people today look in
dismay at what is happening to that language in the very place where it
evolved. Looking at the way English is used in our popular newspapers, our
radio and television programmes - even in our schools and our theatres - they
wonder what it is about our country and our society that our language has
become so impoverished, so sloppy and so limited - that we have arrived at
such a dismal wasteland of banality, cliché and casual obscenity.

"Well, frankly, the problem as I see it at this moment in time is whether I
should just lie down under all this hassle and let them walk all over me, or
whether I should just say OK, I get the message, and do myself in. I mean,
let's face it, I'm in a no-win situation, and quite honestly, I'm so stuffed up
to here with the whole stupid mess that I can tell you I've just got a good
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mind to take the quick way out. That's the bottom line. The only problem
is, what happens if I find that when I've bumped myself off there's some
kind of a, you know, all that mystical stuff about when you die, you might
find you're still - know what I mean?"

If we do not communicate effectively with one another then
we create confusion and lose our way.

Ours is the age of miraculous writing machines but not of miraculous
writing. Our banalities are no improvement on the past; merely an insult to
it and a source of confusion to the present
You've improved it worse
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Appendix C – Writing and Other Ways of Representing
Appendix C-1: Concept Acquisition Developmental Continuum
(Lewin and Shoemaker 1998, 120)
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-2: Multiple Forms of Assessment
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3: Metaphorical Graphic Organizers

164

165

(Gallagher 2004, 135–147)
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4: What Matters Most (Burke 2003, 65)
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5: Compare/Contrast Thinking-Process
Map (Hyerle 1996, 77)
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6: Conversational Roundtable
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Appendix C-7: Sample Guidelines for a Discussion
Forum
Created by a Nova Scotia Advanced English 12 class
Guidelines for the Nova Scotia High School Advanced English 12 Forum
These guidelines were determined by the students enrolled in Advanced English 12
class at Nova Scotia High School on November 2, 2006, and these guidelines were
revisited by the class in December 2006.
Forum Membership
Membership in this specific Nova Scotia High School Advanced English 12 Forum is
limited to students enrolled in the course. However, we want teachers to have full
permission, posting and reading, in the forum. We think that it would be a good idea
for any student at a Nova Scotia high school to have permission to read the forum, as
this may be helpful for people deciding whether they want to take Advanced English
12. Finally, we think that it should be left up to the moderator (the teacher) whether
new members should be added. Members of this forum are reminded that they may
also ask to be a member of the Advanced English 12 Forum, which is open to
Advanced English 12 students from around the province. We like the idea of two
forums, one for just our Advanced English class at a Nova Scotia high school, and one
for any NS high school Advanced English student.
Forum Content
1. The majority of the discussions should be related only to English, and focus on the
following topics:
• Poetry
• Literature
• Discussions/Debates
• Homework (Help and discussion)
• Open forum (lounge, any topic)
2. If a thread has five or more complaints (or at the discretion of the moderation), the
thread may be removed.
3. No shorthand language is allowed on the forum (i.e. OMGZ, r u like going to the
danceorz?!?!)
4. Finally, we believe that our grades should not be based on our involvement in the
forum.
Forum Protocols
1. Policies about inclusive language and plagiarism (as per the course outline) are to be
adhered to within the forum. If a posting is deemed inappropriate by a student, the
student should contact the moderator. The moderator may also determine if a posting
is inappropriate without the solicitation of a student’s concern.
2. Work and feedback should be done in a formal fashion.
3. Upon the request by the student forum community, teachers may facilitate an
intellectually stimulating forum.
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8: Documentary Film (Rubric)
Documentary Film (as an alternative to a conventional essay): Educator Ken Malay taught
Film and Video Production 12 and used specific criteria for assessing student-made films.
These criteria have been adapted below so that they could be used to develop a rubric to
assess a student-produced documentary film that sustains a thesis statement.
Teacher’s Evaluation





Was the subject matter of the film well researched? (This should be made
evident through documentation, such as an annotated bibliography.)
Were the script and notes for the film clear and organized?
Were the ideas presented in the film well stated and well supported, with
special emphasis on how the student used the hallmarks of the genre—
e.g., sound, light, effective editing, etc.,—to optimum advantage?
Did the film have a satisfactory conclusion? (that is, the filmmaker didn’t
just “run out of steam”)

Self Evaluation





How did you contribute to this project?
What did you learn about the subject? About filmmaking?
What would you do differently?
What has this experience contributed to your understanding of these
concepts as they relate to documentary filmmaking: truth, fairness, point
of view, bias, objectivity?

Writer’s Rubrics on Ideas, Organization, Voice, Word Choice, Sentence Fluency, and
Conventions can be found on the following pages:
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9: Shakespeare Rewritten: Student
Instructions and Assessment
Group editing project: Othello

Othello

Groups will be given some class time for this project and a class reading will be held;
however, groups may also find it necessary to meet or correspond outside of class time. Along
with a final script, groups will submit a cast list, indicating doubled characters, and a prop
list for each scene edited. An interim draft of the script is due on ____________, with the
final version, complete with cast and prop list and a 2-3 page explanation of the rationale
behind the selections and alterations due on ______________.
This project is graded according to the quality of the final script and rationale. The final
script is marked on the basis of the inclusion of vital events, characters, and images,
adherence to limits on time and characters, the inclusion of necessary stage directions, the
submission of correct cast and properties lists, and appropriate line deletion and retention.
The rationale is marked according to the argument made for the changes, the evidence
provided, organization, style, and correctness.
: 1.1; 1.3; 2.8; 3.3
Group 4
Group 3
Group 1
Group 5
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Shakespeare Re-written: Assessing Group Editing
Group:
Rationale:

Reasoning for cuts
and changing

Organization

Style and matters
of correctness

Script:
Cuts and changes

Staging/stage
directions

Props and cast list

Overall Impression/Comments:
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Shakespeare Rewritten
PERFORMANCE PROJECT:

Log book:
You will hand this in on performance day.
Step 1: Read through
Now you have chosen your scene, assign parts and determine any script changes you need to
make. Do a read through of the scene and make sure that everyone understands every
word—use a dictionary. Practise pronunciation—stage work requires very clear
pronunciation—focus on enunciating all the d’s, t’s and ng’s, etc. Think of the rhythm. Read
through again exaggerating the rhythm to get an ear for it.
Now, think about how this scene fits with the rest of the play. What issues need to be
emphasized? What emotional tone is required? How can this tone be revealed through the
dialogue? Discuss the possible ways the scene can be played and select one. Consider how
individual phrases should reflect a particular emotion. Does a phrase call for anger,
frustration, sorrow, joy? Think about how other characters will respond to that emotion.
Remember, you are making choices that will influence your final production. Make a note of
how you made your choices—you will need this information for your scene commentary. If
you know of other productions or movies, you may also wish to view these to get ideas of
how the scene might be interpreted.
Now, go away and learn your lines. Remember also to memorize your cues. Record your
lines and listen to them regularly (like medication, four times a day). Get a speech buddy to
help.
Step 2: Walk through
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Step 3: Further walk through and refinement

Step 4: Rehearsal
Actors should now be word-perfect
Practise, practise, practise.

Step 5: More rehearsal
Practise, practise, practise.

Step 6: Dress rehearsal
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Performance Night

Identification of issues
Methods of emphasizing important issues

Clarity of meaning

Creativity
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10: Ballad Writing and Editing
The Ballad
ballad

Ballads
ballads

Ballad Characteristics:


ballad stanzas
abcb





Narrative Poetry:

Writing a Ballad
Using the event you have chosen, write an original ballad of at least 16 lines.
ballad
ballad
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ballad stanza

CHECKLIST
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12: Nova Scotia Provincial Exam Prose
Assessment Rubric
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Appendix C-13: Example of a Student’s Demand
Response

independent book. In this case, Jenny had read
. The letter was written by the
student in one class period and assessed by the teacher with the following criteria: thought
and detail, organization, matters of correctness, and matters of choice.
***
Dear Mr. Shakespeare,
I recently had the opportunity to read your novel, Othello, in my grade twelve English class.
I really enjoyed the read, and found myself quite taken with the characters. I have a tendency
in my life to try and avoid conflict, and I found this characteristic very much affected my
reactions to the novel.
The characters Desdemona, Cassio, and Othello struck home with me. While I don’t fit the
description of any one of them, I could relate very well with something about each. With
Desdemona, it was the way she cared so much for Cassio’s plight. Not liking conflict I too
often become the middle person in arguments between people I care for. With Cassio, I
could relate to his “wanting to please” attitude. I consider this somewhat of a character flaw
in myself and it’s interesting to see someone else afflicted by it. He wanted so badly to please
Othello; he was blind to what Iago was doing. As for Othello, I found myself drawn to his
trusting nature. All too often I am trusting of someone and it comes back to haunt me, just
as Othello’s trust of Iago comes to his demise. I love the way your writing of these characters
allowed me as a reader to connect with so many of them. My trait of wanting to avoid
conflict is also one I could see in many of these characters, while they were trying hard to
make things right between themselves.
I was very surprised at my reaction to the ending of the novel. Being someone who enjoys a
good horror flick, it was surprising for me to find such disgust at the deeds which were
committed by the end. I think it was my nature of avoiding conflict which again caused this
reaction. To be honest, the character of Iago revolted me, yet at the same time intrigued. I
have a difficult time understanding how anyone could create such a horrendous scheme and
then actually carry it out. It reminded of “The Tell Tale Heart” by Edgar Allan Poe, and the
same question the man in that story asks himself, comes to mind with Iago: is he mad? I
believe that it was because of Iago that I became so engrossed in the novel; I wanted to see
just how far he would go.
Before reading Othello, I would have surely said that I enjoy a morbid story. However after
reading it, I think now I’d like to stick to the “monster” genre of horror. It is too realistic and
terrifying to catch glimpses of minds like Iago’s. I’d really like to believe that there aren’t
people like him in existence, and that’s a difficult belief to uphold when being presented
with it so clearly in tales like this one.
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I am very glad to have had the opportunity to read Othello. It gave me a glimpse of what my
own character traits look like and how sometimes avoiding conflict can lead to unfortunate
events. There are so many ways the deaths in the end could have been avoided. If only
Othello had confronted Cassio about Iago’s insinuations, or if Cassio had gone to him
himself, without using Desdemona as the go-between; the tragedy may have become a happy
ending. Of course, that would not have been as interesting to read. But it is something I can
apply to myself. Thank you for the opportunity!
Sincerely,

Jennie Pick
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(Burke 2003, 355–356)
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(Lewin and Shoemaker
1998, 155)
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16: Types of Academic Writing: Jim Burke
(Burke 2003, 241)
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Appendix C-17: Podcasting
Private or public broadcasting agency programming is usually available to the public through
a broadcasting metaphor. The broadcaster determines when programming will be available
and an audience tunes in at that time, or records the broadcast program and time shifts the
access. Increasingly, programmers are creating podcasts, which allow large, small and
individual producers to make their content available to a broad or narrow audience, at very
little cost, at any time of the day or night, and for an extended availability over the Internet.
Radio and video content no longer requires expensive infrastructure to create and distribute,
nor must it appeal to a broad audience to recoup production cost and generate a profit.
Audiences interested in non-commercial and non-mainstream ideas and perspectives now
have the opportunity to communicate and share their ideas using a narrow-casting strategy
called podcasting. As a result, regular and new programmers are placing their ideas in a
publicly accessible forum at little cost. Audiences are becoming increasingly aware that
journalistic standards may not be in place. The audience must, of necessity, be critically
literate and think for itself when it accesses podcast audio.
The technology infrastructure required for podcasting is generally available to schools.
Teacher guidance and leadership ensure that student developed podcasts engage students’
interests, meet curricular requirements, and engage students with authentic audiences.
The process of developing a podcast includes the following basic steps:
 Research and develop content that will use the power of audio and/or video to
communicate to an identified audience.
 Record, edit, and critique the programming prior to publication.
 Host the content in an Internet environment accessible to the audience.
 Market and assess the impacts of the content on the audience.
If using a Windows or Macintosh computer, students have a number of audio recording and
editing options. Current Macintosh computers are equipped with Garage Band, iLife and
iWeb software. Other Macintosh or Windows computers will require the installation of a
free software to support podcast development.
Audacity 1.2.6 is an Open Source, free software used to record audio on the computer. This
free product will serve many basic recording and sound editing needs on Windows
computers and Macintosh computers not equipped with Garage Band, iLife and iWeb
software. Audacity’s companion product, LAME mp3 encoder, will convert the audio
recording to mp3 format for distribution as a podcast.
Audacity 1.2.6 is the current, recommended stable version of Audacity.
Audacity 1.3.2 is in Beta and recommended only for advanced users.
Both Audacity 1.2.6 and LAME mp3 encoder may be downloaded as free software available
from the Audacity link at the Web site Sourceforge.
http://audacity.sourceforge.net/download/—retrieved January 22, 2007.

200

Schools with current Macintosh computers will prefer to use Garage Band, iLife, and iWeb
to create podcasts. Macintosh computers not equipped with this software may use the
Macintosh version of Audacity and LAME mp3 encoder as a no cost option for podcast
development.
Teachers whose classroom computers require software installation should complete a School
Board Technology Department Work Order available from the school principal.

Audacity, a free software, does make a number of tutorials available on its Web site. It is
recommended that a few students with existing technical ability be provided time to try the
tutorials, experiment, and teach themselves to use the software. They may then serve as
Audacity tutors to other students in the class. These students may benefit from creating their
own user-friendly tutorials for their peers. Student-created tutorials would explain, from an
educational perspective, how to use the software to create the kinds of curriculum learning
products valued in the classroom.
Some school boards have subscribed to Atomic Learning, a Web site containing software
tutorials. Teachers should contact their Board Technology Department concerning possible
access to a board license for Atomic Learning.
Podcast Equipment and Computer Specification
Macintosh Computer with OS X

Windows Computer with XP
Current Windows XP computers are equipped with microphone (built-in, external, or both).
Windows Computers: A Quick Check of Microphone Settings

line in
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Check that the audio-in cable for the monitor is connected from the monitor to the
computer box. Launch Audacity and attempt to record your voice. If a recording is obtained,
the built in microphone is working. If a recording is not obtained, and the built-in
microphone on the monitor cannot be identified, the school likely will need to obtain an
external microphone.
Schools may want to invest in several audio headsets with microphones. Students may then
individually record a podcast and play back the recording without disrupting students
engaged in other classroom activities. In situations where multiple student voices will be
included in the podcast, an external microphone that may be shared by students and a quiet
corner of the classroom are the recommended minimum set up.
Audacity and Garage Band both support multiple audio tracks. Students may wish to
include their own original music, and sound effects, in addition to their recorded voices
when writing original scripts. Sample scripts and script formats are available for review at:
BBC Writer’s Room
http://www.bbc.co.uk/writersroom/insight/script_archive.shtml
Retrieved January 26, 2007.
John Hewitt’s book Air Words: Writing for Broadcast News, 3rd edition (2001, McGrawHill) is a recognized resource for radio broadcasting, of which podcasting is a sub-set.
A podcast script in storyboard format is included with this document (podcast script.doc).
Once students scripts have been developed and approved, the Audacity or Garage Band
software is installed, and the microphone situation has been sussed, students are ready to
record and edit their podcast scripts, and to save the audio files as mp3 format files using the
LAME mp3 encode.
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RSS Feeds

Podcasting News Web site

Podcast Equipment and Computer Specification – Macintosh Computer with OS X
Audacity Software Tutorials

203

204

Booklet: “Copyright Matters!”
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Draft #
Author(s):

______
Page # ______
________________________________________
Dialogue/Narration

Sound Effects/Music
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(Gallagher 2006,
184)

207

(Burke
2003, 51)
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Bent double, like old beggars under sacks,
Knock-kneed, coughing like hags, we cursed through sludge,
Till on the haunting flares we turned our backs
And towards our distant rest began to trudge.
Men marched asleep. Many had lost their boots
But limped on, blood-shod. All went lame; all blind;
Drunk with fatigue; deaf even to the hoots
Of gas-shells dropping softly behind.
Gas! Gas! Quick, boys!—An ecstasy of fumbling,
Fitting the clumsy helmets just in time;
But someone still was yelling out and stumbling
And floundering like a man in fire or lime.-Dim, through the misty panes and thick green light
As under a green sea, I saw him drowning.
In all my dreams, before my helpless sight,
He plunges at me, guttering, choking, drowning.
If in some smothering dreams you too could pace
Behind the wagon that we flung him in,
And watch the white eyes writhing in his face,
His hanging face, like a devil's sick of sin;
If you could hear, at every jolt, the blood
Come gargling from the froth-corrupted lungs,
Bitter as the cud
Of vile, incurable sores on innocent tongues,
My friend, you would not tell with such high zest
To children ardent for some desperate glory,
The old Lie: Dulce et decorum est
Pro patria mori.

For images of Wilfred Owen’s revision process of “Dulce et Decorum Est” refer to the
following Web site: http//www.hcu.ox.ac.uk/jtap/
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(Anderson
2005, 183–186)
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(shared exploratory writing from Outcome # 8)
If a play or novel is being discussed, the teacher might select five or six key characters and
assign them randomly, so that each student starts by focussing on one particular character.
The student then writes about his or her insights into that character, trying to support ideas
with specific examples. After about ten minutes, the teacher instructs the student to “pass it
on,” so that a second student receives, reads, and responds (in writing) to what the first
student has written. After another five or ten minutes, the writing gets passed on to a third
student, etc.
This exercise can be adapted to suit whatever topic or text is under consideration. Instead of
characters, the teacher could, for example, assign each student a key quotation from a text, as
a starting point for writing, or a question that might later become the foundation of a more
formal, developed piece of writing. Of course, the students may also be asked to create the
writing prompts.
Here are some questions about Shakespeare’s Twelfth Night
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our
for

Problem-solving Metaquestions:



In-lesson Metaquestions:




Thinking Level Metaquestions:


Applying/Transferring Skills Metaquestions:
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24: ChecBric for a Historical Persuasive
Letter
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Appendix C-25: Peer Questions for Revising Writing
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Appendix C-26: Peer-Editing Checklist
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Appendix D – Miscellaneous
Appendix D-1: Studying English in Nova Scotia PostSecondary Institutions
A sample of post-secondary institutions in Nova Scotia that offer studies related to English
includes:
Acadia University
 http://ace.acadiau.ca/english/home.htm
Bachelor of Arts
 Major in English
 Honours in English
 Major in Women’s and Gender Studies
 Honours in Women’s and Gender Studies
 Minor in Women’s and Gender Studies
 Honours Thesis in Creative Writing
 Theatre Studies with a Major in Performance or Design and Production
Cape Breton University
 http://www.cbu.ca/cbu/_main/home.asp
Bachelor of Arts
 General
 Major or Honours
Bachelor of Arts Community Studies
 General
 Major
Dalhousie University










inor in Journalism
Minor in Film Studies
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University of Kings College
 http://www.ukings.ca/
 Foundation Year Programme (FYP)
 Bachelor of Journalism (Honours)
 One-Year Bachelor of Journalism
 Honours programmes in Contemporary Studies, Early Modern Studies, and History
of Science and Technology.

Mount Saint Vincent University






 Certificate in Professional Writing and Rhetoric in English
 Minor in English
 Interdisciplinary Bachelor of Arts in Women’s Studies
Bachelor of Public Relations
Nova Scotia College of Arts and Design
 http://www.nscad.ns.ca/index.php
 Bachelor of Fine Arts, Major in Film
 Minor in Film Studies (Metro Halifax Universities Consortium)
St. Francis Xavier University




Saint Mary’s University
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2: Ednet Forums
How Do Discussion Forums Work?

questions and ideas posted in the forum. The moderator is a “Go To Person” who supports
members by directing them to appropriate resources and offering pedagogical guidance and
assistance.
How Do I Join a Discussion Forum?
During the development and piloting of the Advanced English 11 and 12 guides, we are
providing pilot forum software for teachers’ experimentation. Go to forums.ednet.ns.ca.
Login using your staff.ednet.ns.ca user name and password. Review the available forums and
directions for joining. The Department of Education is currently tendering for an Online
Learning System that will include forum functionality. That system will likely replace the
software system currently available during the development and pilot of the two guides.
Establish a New Discussion Forum

the teacher to lead the discussion in the forum; however, it is the teacher’s responsibility to
moderate. Video Tutorials for managing your forum are available at
http://www.phpbb.com/support/tutorials/.
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macdonnc@gov.ns.ca. Provide the following pieces of information:
Forum Name
Teacher Moderator Name
Teacher staff.ednet.ns.ca User Name
Audience for the Forum
Purpose of the Forum

Anticipated Learning Impacts of the Discussion Forum

Duration of the Forum
school course collaboration forum? etc.) Summarize its life expectancy ...
________________________________________________________________________
________________________________________________________________________
Code of Conduct Statement for the Forum
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Forum Membership - Ednet IMP Web mail User Name

Forum Participant First and Last Name

Staff or Student User Name
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3: Sample Model and Student Work Release
Form

COUNTERSIGNED BY PARENT/ GUARDIAN (in the case of a minor under 18 years of
age): ______________________________________
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4 Web Site Names and their URLs
[Web site doesn’t work]Documentary Film
Making
24 Hour Comics
Academy of Motion Picture Arts and
Sciences
Allan Watts Podcast
American College of Traditional
Midwives
American Rhetoric: Barak Obama: 2004
Democratic Convention Keynote Address
And Sometimes Y
Association of Canadian Editorial
Cartoonists
Audacity, Inc.
Awesome Dude
Best of “Sounds like Canada, The
Blogger
CAL: Center for Applied Linguistics:
Dialects
CanSpell
Canadian Poets: E.J. Pratt, Poems
CBC Digital Archives
CBC Radio: Ideas
CBCNews: Canada Votes 2006
Checklist for Student Notes
Come on Down: Searching for the
American Dream
Comic Book Show and Tell, The
Dalhousie Libraries
Daryl Cagle’s Professional Cartoonists
Index
Department of Justice, Copyright Act
Eats, Shoots & Leaves
EBSCO Publishing
Elie Wiesel: “The Perils of Indifference”
English 101 Grammar
English Departments’ SGU, “The 10”,
The
ERIC: Education Resources Information
Centre

http://www.aninconvenienttruth.co.uk/
http://www.aboutcomics.com/24hour.html
http://www.oscars.org/teachersguide/
http://www.alanwattspodcast.com/
http://traditionalmidwives.org/actmwoman.html
http://www.americanrhetoric.com/speeches/convention2004/
barakobama2004dnc.htm
http://www.cbc.ca/andsometimesy/index.html
http://www.canadiancartoonists.com/
www.audacity.com.
http://awesomedude.com/
http://www.cbc.ca/soundslikecanada/podcast.html
www.blogger.com
http://www.cal.org/topics/dialects/aae.html
www.canada.com/national/features/canspell
www.library.utoronto.ca/canpoetry/pratt/poem6.htm
http://archives.cbc.ca/
294p.asp?ActProf=227&IDLan=1&Nav=AvPr
http://www.cbc.ca/ideas/
http://www.cbc.ca/canadavotes/quizzesgames/#
http://www.bcps.org/offices/lis//models/tips/i-search/
Notechk.html
www.manifestation.tv
http://www.readwritethink.org/lessons/
lesson_view_printer_friendly.asp?id=921
www.library.dal.ca/commons/howhtm
http://cagle.msnbc.com/politicalcartoons/
http://laws.justice.gc.ca/en/ShowFullDoc/cs/C-42///en
http://eatsshootsandleaves.com/esl.html
http://ebscohost.com/
http://www.historyplace.com/speeches/wiesel.htm
www.englishgrammar101.com
ace.acadiau.ca/English/grammar/tenmost.htm
http://www.eric.ed.gov
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Fewings
Folger Shakespeare Library
Folger Shakespeare Library
Folger Shakespeare Library: Macbeth
and Lady Macbeth’s Tortured Sonnets
Folger Shakespeare Library: UNIT:
Patriarchy in King Lear and As I Lay
Dying
Fry Readability Program, The
Google Docs
Governor General of Canada: Speeches
Grammar Bytes!
Heidi Cody’s “American Alphabet,”
2000
Incredible @rtDepartment
Internet Archive Moving Images
Language Log
Librarian’s Guide to Anime and Manga,
The
Mackay Editorial Cartoons
Mapleleafweb
Massey University School of Language
Studies
Media Awareness Network
Media Education Foundation
Meet at the Gate
Mercury Theatre on the Air, The
Mohr Philosophy
Name
Noodletools
Notemaking
ONF/NFB
ONF/NFB: Educational Resources
Outcast Studios Wiki, The
PBS: Still Life with Animated Dogs
Pixar
Poetic License
PostSecret
Read • Write • Think
Readability.info (1)
Readability.info (2)

http://www.fewings.ca/
http://www.folger.edu/eduLesPlanDtl.cfm?lpid=559
http://www.folger.edu/eduLesPlanDtl.cfm?lpid=517
http://www.folger.edu/eduLesPlanDtl.cfm?lpid=760
http://www.folger.edu/eduLesPlanDtl.cfm?lpid=745
http://www.educational-psychologist.co.uk/
fry_readability_program.htm
http://docs.google.com/
http://www.gg.ca/menu_e.asp
http://www.chompchomp.com/menu.htm
http://www.heidicody.com/images/art/alphabet/index.new.html
http://www.princetonol.com/groups/iad/lessons/high/
Stephanie-book.htm
http://www.archive.org/details/movies
http://itre.cis.upenn.edu/~myl/languagelog/
http://www.koyagi.com/Libguide.html
http://www.mackaycartoons.net/
http://www.mapleleafweb.com/sitemap
http://language.massey.ac.nz/staff/awl/
http://www.media-awareness.ca
http://www.mediaed.org/videos/
MediaGenderAndDiversity/ToughGuise/#
www.canongate.net
http://www.mercurytheatre.info/
www.Mohrphilosophy.Blogspot.com
URL
www.noodletools.com
http://englishcompanion.com/Tools/notemaking.html
www.nfb.ca
http://www.nfb.ca/sections/educational-resources/
http://www.outcaststudios.com/wiki/
http://www.pbs.org/independentlens/animateddogs/
wagthedog.html
http://www.pixar.com/howwedoit/index.html
http://www.itvs.org/poeticlicense/
http://postsecret.blogspot.com/
http://www.readwritethink.org/
http://www.readability.info/
http://www.readability.info/info.shtml
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Rethinking Schools Online: Ebonics and
Culturally Responsive Instruction
Rethinking Schools Online: Ebonics and
Culturally Responsive Instruction
Sojourner Truth Institute
The Blue Book of Grammar and
Punctuation
Thoughtcast
University Teaching Podcast
Visual Literacy: An E-Learning Tutorial on
Visualization for Communication,
Engineering and Business
Welcome to the Comic Creator
Wiki Books Movie Making Manual
Wikipedia
Wired for Books
Writers’ Federation of Nova Scotia:
Shauntay Grant
Writing Center, The
Writing Comic Books
www.publishingwithstudents.com

http://www.greece.k12.ny.us/instruction/
ela/6-12/LRG/Reading.pdf
http://www.rethinkingschools.org/archive/12_01/ebdelpit.shtml
http://www.rethinkingschools.org/archive/12_01/ebdelpit.shtml
http://www.sojournertruth.org/Default.htm
www.grammarbook.com
www.thoughtcast.org
www.brocku.ca/ctl/podcast
http://www.visual-literacy.org/index.html
http://www.readwritethink.org/materials/comic/index.html
http://en.wikibooks.org/wiki/Movie_making_manual
www.wikipedia.com
http://wiredforbooks.org/
http://www.writers.ns.ca/Writers/sgrant.html
http://www.wisc.edu/writing/Handbook/Documentation.html
http://www.writing-world.com/freelance/comics.shtml
http://www.publishingstudents.com
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