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Preface

Guidance on Effective Writing Instruction: Key Stage One is a professional
learning tool that has been developed to provide support for teachers’ planning
and practice. The document explores the essential components necessary for the
development of an effective early years writing program that will set the foundation
for future student achievement. The guide aims to provide practical approaches and
resources that supplement the learning objectives and pedagogy rooted in the 2008
Cayman Islands National Curriculum.

Features of This Guide

This guide includes ten sections. Section 1 provides an introduction and
overview of the five key instructional approaches, key understandings, and a short
discussion of the writing process. Section 2 explores the key features of each text type.
Section 3 provides a scope of the minimal number of text forms (with suggested
performance tasks) that each child should be exposed to at each year level. Sections
4, 5, and 6 are programs of study that expand upon the 2008 Cayman Islands National
Curriculum by providing specific learning objectives and examples for each year level.
Section 7 is a preliminary collection of trait-based teaching possibilities that teachers can
draw upon as mini lessons to teach trait skills. Section 8 provides a variety of sample
literacy blocks. Section 9 is a sample lesson plan that illustrates essential aspects of a
writing lesson. Section 10 discusses assessment and provides the ASP writing rubrics.
A glossary and list of works cited are also included.
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Introduction
Supporting students on their journey to becoming powerful writers is difficult in the best
of circumstances, in large part due to the multiplicity of factors that converge into what
is often referred to as the “writing process.” The reality is that every teacher of English
needs to work extremely hard to create an environment and writing program that provide
all of the necessary factors for children to reach their full potential. Guidance on
Effective Writing Instruction: Key Stage One has been designed to help teachers
identify these factors and provide useful supports to help create the best writing programs
possible.
The introductory section outlines the foundational and theoretical aspects of a writing
program: the curricular connections, the reader/writing connection, the goals for writing,
the essential features of an effective writing program, the five essential pedagogies, the
traits of writing, and a discussion on the writing process.
The subsequent sections of this document are practical in that they are designed to
support teachers in their planning and instruction. It is the literacy team’s hope that the
information provided in Guidance on Effective Writing Instruction: Key Stage One will
help teachers create writing programs that will allow all students to flourish.

Curriculum Connection

The Cayman Islands 2008 English National Curriculum for KS1 requires that English
instruction supports all students in their abilities to create meaning from oral, visual,
and written language forms of communication, while also developing the skills they
need to convey their ideas, feelings, and emotions in effective ways. Embedded in this
aspiration is a vision of language learning that integrates reading, writing, speaking and
listening. Rather than focus on the development of skills in isolation and as an end unto
themselves, this holistic approach to instruction combines the three English strands
and is required to support each student’s ability to thrive in a communication-oriented
society.

Reader/Writing Connection

At the heart of this approach lies a reciprocal connection between reading and
writing; both processes attempt to create meaning through a similar yet inverted
process. Readers create meaning by decoding groups of words based on their
knowledge, strategies, and experiences. Writers take ideas, thoughts, and emotions
and encode them into text using a combination of the traits of writing and the writing
process. Since both reading and writing focus on meaning making, the development of
one reinforces progress in the other. Within this document, you will notice that reading
plays a critical role in writing instruction, as is the case when teaching reading: writing
teachers should use a balance of modeling, as well as shared, interactive, guided, and
independent writing practices to maximize student success (which is discussed below).
This gradual release of responsibility is key when implementing an integrated
reading and writing program.
Although you will find that this document treats reading as a critical aspect of the
pedagogical approach, it is important to note that reading is used for writing purposes.
Students should be immersed in the text type through reading; however, it is important
to note that reading strategies are not discussed in this guidance document but are
addressed in the Guidance on Effective Reading Instruction: Key Stage One. In a
regular learning sequence, reading and writing strategies and objectives can be
seamlessly integrated.
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The Goals of Writing Instruction

The primary goal for writing is to provide students with a means to effectively
express ideas, feelings, and emotions on paper and on screen. This
overarching goal is supported by three additional instructional goals.
A student needs to:
1. Write clearly and creatively to convey a message,
2. Understand that writing is a reflective and interactive
process, and
3. Understand the different purposes, audiences, text types,
and forms of writing.

Essential Features of an Effective Writing Program

In order to establish a quality writing program, certain features or conditions need to
be in place:
1. A safe and supportive learning environment that is organised and
managed effectively;
2. An instructional model that allows for large-group, small-group,
and individual instruction, discussion, and collaboration;
3. Exposure to a wide range of language resources that allows
learners to interact with a diversity text;
4. Cross-curricular integration;
5. Inclusion of a variety of Bloom’s cognitive objectives through
authentic and motivating literacy experiences and learning activities;
6. A balance of direct instruction, guided instruction, and independent
practice;
7. The inclusion of formative and summative assessment, as well as
assessment as learning;
8. An uninterrupted literacy block every day;
9. The integration of phonics and word study into reading, writing,
and oral language activities;
10. Guidance, coaching, and feedback for students through regular
student conferencing;
11. Interventions for students who are at risk of not developing the
writing skills that have been taught; and
12. Parental and community involvement.

Five Essential Writing Pedagogies

There are five essential writing pedagogies (approaches) that should be utilized in
every classroom to support the diverse needs of students. These approaches include
modeled writing, shared writing, interactive writing, guided writing, and independent
writing. Student conferences should also be utilised when appropriate. The value of
the aforementioned approaches lies in their ability to allow teachers to scaffold
student learning through a gradual release of responsibility. A brief description of
the five essential pedagogies are provided below.
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Modeled Writing

During modeled writing, the teacher is expected to demonstrate a task or strategy to
show students how something is done. Students are expected to use the model as an
exemplar and emulate the strategy in their own writing. Very often, think alouds are
used by the teacher to verbalize his/her own thinking processes, which gives
students a window into the types of self-talk that can be used to perform a task or
implement a strategy.

Shared Writing

During shared writing, the teacher and the class (or student) work collaboratively on
a piece of writing. It is the role of the teacher to select an appropriate teaching point
and introduce the writing activity to his/her students. The teacher uses prompts and
questions as a means of including students in the writing process. The students
share their ideas while the teacher scribes and composes, often with the use of
guiding questions. At the end of the session, the teacher and students read the
finished text together. Shared writing can be used at any point during the writing
process.

Interactive Writing

During interactive writing, the teacher and students share the task of scribing a text
through a “share the pen” approach. The teacher selects an appropriate teaching
point and can use questions or prompts to guide student learning. The finished text
is then used for independent practice.

Guided Writing

During guided writing, the teacher usually works with a small group of students to
consolidate the learning of a previously taught skill. The lessons are usually short
and teacher-directed. The value of guided instruction lies in students receiving
detailed instruction towards obtaining a skill or filling a specific learning gap.

Independent Writing

During independent writing, students are given the opportunity to explore writing
independently, using assigned or self-selected text types, genres, and text forms. It
is critical to note that the purpose of independent writing is to review a recently taught
writing skill (or set of skills) and then effectively applying those skill through independent
writing.

High Teacher
Support

Modeled
Writing

Shared
Writing
Interactive
Writing

Guided
Writing

Independent
Writing

Low Teacher
Support
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The Traits of Writing (Elements)

The Seven Traits of Writing are: ideas, organisation, voice, word choice, sentence
fluency, conventions and presentation. The traits of writing are a way of classifying
the writing characteristics (or qualities) present in all forms of writing. The way a trait
is utilized changes greatly depending on the audience, text type, and text form;
however, the traits are always present. The value of the seven traits lies in the
common vocabulary that can be used by teachers and students to talk and think
about their writing. The trait vocabulary also allows specific (often complex) writing
characteristics to be broken down into more manageable chunks. The traits align
with the assessment focuses (AFs) and are embedded in the 2008 Cayman Islands
National Curriculum objectives.

The Writing Process

The writing process consists of 5 different stages, including pre-writing, drafting,
revising, editing, and publishing. Each component of the writing process needs to be
taught explicitly, although it’s not necessary or expected that students progress through
the entire process for every piece of writing – only some pieces will reach the final
stage of publishing. Explicit instruction for each part of the process is necessary so that
students understand and can effectively perform the stages that proficient writers use.
Breaking the writing process into the 5 different stages will help students view a large,
complex task as manageable chunks and allow them to focus on producing quality.
While it is reasonable to think about the writing process linearly as five phases, in
practice it is often nonlinear and as students become more versed in all stages, the
process will become more natural to them and they may start to combine stages.
For example, students may edit and revise during the drafting process.

Stage 1 – Pre-writing (“Think”)

Great writing begins with planning! This is the time to figure out what to write about.
Pre-writing is a stage in the writing process that cannot be overlooked. The pre-writing
stage involves brainstorming, considering purpose and goals, and using graphic
organisers to connect ideas and begin to form a coherent and appropriate structure
for the text. Finding appropriate and informative resources and gaining information
through the research process is another component of the pre-writing stage for
applicable text-types. Brainstorming ideas to decide a topic on which to write may
occur with the whole class, in small groups, or individually. Graphic organisers,
specific to the text-type studied, encourage students to organise their texts
effectively and appropriately for a variety of text-types. Research clearly indicates
that brain activity is enhanced when we use and teach our students to represent
information in a visual ways (Kohler, 2009). They are especially beneficial for those
students who have difficulty organising their thoughts and who need a concrete
representation to structure abstract ideas. They also appeal to many different learning
styles (Kohler, 2009). All components of the pre-writing stage must be modeled and
taught through explicit instruction before students are expected to use the skill
independently.

Stage 2 – Drafting (“Write”)

Throughout the drafting stage, students use their ideas and/or researched information
recorded on the graphic organiser to write sentences and paragraphs. Students may
confer with the teacher or with their peers during this phase, who will offer praise,
suggestions, and ways to improve the text. Needs identified during conference
times may warrant additional individual conferences or small group or whole class
mini-lessons.
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Stage 3 – Revising (“Make it Better”)

During the revision process, students rearrange words or sentences, take out
sections of the text, add new ideas or sections, or change word choices for clarity,
diversity (e.g., overused words) or effect. Mini-lessons must be used to model for
students how to revise their writing. Using a “think aloud” strategy while reading over
a text to add more details and make the ideas more clear is an effective way to teach
students about the revision process. Students should also be taught to reread their
work more than once to ensure it conveys their intended message. Having the
opportunity to read their text to a peer will be beneficial to students during the
revision process.

Stage 4 – Editing (“Make it Correct”)

Editing focuses on checking for correct grammar, sentence structure (e.g., all
sentences are complete), punctuation, capitalisation, and spelling. Students also
need explicit instruction in how to edit their work.

Stage 5 – Publishing (“Share the Finished Product”)

Writing is an important form of communication and is intended for an audience, even
though that might be the author alone in some instances. Students can publish their
work in a variety of ways such as a class book, bulletin board, school newspaper/
newsletter, letter to the editor, website, blog, etc. “Having an authentic audience
beyond the classroom gives student writing more importance and helps students
to see a direct connection between their lives and their literacy development”
(International Reading Association, 2013). Student progress, growth, and success
should also be celebrated at this stage.

Stage 1:
Pre-Writing

Stage 2:
Drafting

Stage 3:
Revising

Stage 4:
Editing

Stage 5:
Publishing

- Brainstorm
- Topic choice
- Research
- Record ideas/info
on graphic
organiser

- Put ideas from
graphic organiser
into sentences
and paragraphs

- Rearrange
sentences

- Correct spelling,
punctuation,
capitalisation,
grammar,
sentence structure

- Make writing
authentic

- Conferring with
teacher/peers

- Add/take out
details
- Evaluate word
choices
- Ensure writing flows

- Share writing
through one of
many avenues
- Celebrate success!
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Text Types, Genres
and Text Forms
Introduction

Students need to understand the different text types, text forms, and genres and
how they work in order to make decisions about the kind of writing they are going to
create. They should clearly identify their audience and their purpose for writing. A student
chooses the text type as a result of the purpose and selects the form to communicate
the message in the most effective way. At KS1, it is also critically important that students
understand the differences between fictional and non-fictional texts, and recognize that
there are various ways of writing them. It most schools, text type studies have been
introduced to support a deeper understanding of how purpose, text types, genres and
text forms interact.
In this document, the term genre is used to categorize often fictional (usually narrative)
texts that have a similar style, structure, or theme. For example, fairy tales, mystery,
and adventure are all examples of genres, although it is important to note that traditional
boundaries of genre are broadening as authors and illustrators expand and experiment
with categories that combine two or more genres to create a multi-genre text.
The term text form refers to the format (or container) in which the message is sent. For
example, letters, emails, articles, storyboards, journals, signs, recipes, play scripts,
stories, posters, brochures, comic strips, poems, free verse, and essays are all
examples of forms of writing.

What is a Text-type Study?

A text-type writing study is a structured framework for teaching students how to write
a particular type of text. The writing sessions of text-type studies follow the gradual
release of responsibility model. First, a “mentor” models one of the text-types for students
through a Write Aloud and/or Shared Writing. During modeled writing, shared writing or
interactive writing sessions, the class creates a collaborative piece of writing. Students
then apply the knowledge they have acquired in the teacher-led class writing and
complete their own texts using the same text-type. As students write independently,
further support can be given through guided writing groups or individual teacher
conferences.

The Text Types

The types of writing for primary schools include: recount (personal narrative/retell),
narrative, procedural, report/explanatory, persuasive, and response.
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TEXT FORM:
Recount (Personal narrative/Retell)

Recounts tell the reader what happened. Recounts are the most common text type
we encounter as readers and listeners because they are the basic form of many
storytelling texts and conversations. The primary purposes of recounts are to inform or
entertain, but that will depend on the forms being used and the intended effect on the
reader/listener. As a non-fiction text-type, recounts are used to provide an account of
events of a personal experience, the lives of specific people, and/or a specific, factual
occurrence. Recounts can also be fictional, e.g., a recount of a day from the perspective
of a pet. Recounts can be written in several forms.

Purpose
- To retell an
experience or
event in sequence.
- Can be personal,
factual, or fictional.

Organisation
Title: States the
event
Beginning:
Generally answers
who, what, when,
where, why (and
sometimes how).
Middle: Give
sequential details
about the event.
End: A personal
comment (for a
personal recount) or
the outcome (for a
factual recount).

Language
Features

Traits of
Writing

- Specific
participants – very
little character
development.

(AF 2, 3, 4)
Organisation:
Chronological order
of events.

- Events linked by
time-order words
(e.g., first, then,
later, after, before).
- Simple past tense
(e.g., went, said).

Text
Features

Text may include:
- Charts
- Photos
- Captions
- Labels
(AF 1) Ideas: Clear - Headings
and precise; details
- Index
directly related to the - Table of contents
event.
- Glossary
- Illustration
(AF 1) Voice:
*timelines
Writer’s personal
*maps
voice, matches
*diagrams
audience.
*photos

Forms/
Genres
Journals, logs,
newspaper eye
witness accounts,
diary entries,
memoir, biography,
autobiography.
Visual Texts:
Storyboard,
timeline.

(AF 7) Word
Choice: Strong
verbs, some
descriptive
language.
(AF 6, 8)
Conventions:
Appropriate for the
writer’s level
(AF 5) Sentence
Fluency: Varied,
logical flow.
Presentation: May
be supported with
illustrations/graphics.
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Procedural

The primary purpose of a procedural text is to explain to the reader how to do
something through a series of precise steps. Many procedural texts are accessible to
even the youngest writers. Examples of procedural text may include: rules for games,
recipes, instructions for making something, and directions. Procedural texts may be
visual (e.g. a series of diagrams with an image for each step in the process), a
combination of words and images, or words only.

Purpose
- To list steps or
actions necessary
to do something.

Organisation
Title: Tells what the
final product will be.

Language
Features
- Details – specific,
technical terms.

Beginning: Gives a - Imperatives/
description of what
commands.
is to be done.
- Usually
Middle: Gives a list impersonal.
of materials needed
and directions on
- Time order/ linking
how to do the task.
words (e.g., first,
second, third, after,
End: Explains what when, as soon as).
the finished product
should do or look
- Words to describe
like.
“how” (e.g., slowly,
carefully, quickly).
- Timeless present
tense (e.g., “water
freezes”.
- Verbs (e.g., hold,
cut, measure)

Traits of
Writing
(AF 2, 3, 4)
Organisation:
Logical order,
chronological
sequence.
(AF 1) Ideas: Clear
and precise, no
extraneous or
missing details.
(AF 1) Voice:
Matches audience,
authoritative tone.
(AF 7) Word
Choice: Specific
verbs, transition
words, precise
vocabulary.
(AF 5) Sentence
Fluency: Clear,
precise; may have
little rhythm or
variety.
(AF 6, 8)
Conventions:
Appropriate for the
writer’s level.
Presentation:
Spacing for clarity;
may include
illustrations and
examples for
support.
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Text
Features
Text may include:
- Numbered steps
and/or paragraphs
- Bullets,
- Diagrams with or
without labels
- Headings and sub
headings
- Fonts, (e.g., bold,
italics, etc.)
- Photographs

Forms/
Genres
Manuals,
directions,
recipes, game
rules, instructions
for making crafts,
science
experiment
Visual Texts: Flow
chart, storyboard,
sequential map

Persuasive

The primary purpose of a persuasive text is to persuade the reader of a particular
position/belief, or to take action. Some persuasive texts may include more than one
point of view. Many persuasive texts may aim to inspire a certain behaviour or action
in the reader such as: making healthy choices, getting more play time, passing a law,
or participating in an event. Even the youngest readers have experienced a variety of
persuasive texts in the form of advertisements or an appeal to their parents. Forms vary
considerably according to context (e.g. ads, bumper stickers, letters to the editor) and the
audience must be taken into consideration when developing supporting details and when
selecting a text form. As students mature, positions may be supported by facts and/or
statistics.

Purpose
- To convince the
reader to take
certain action and/
or accept a
particular point
of view.

Organisation

Language
Features

Title: Poses a
question or states a
position.

- Addressed to
specific audience.

Traits of
Writing

(AF 2, 3, 4)
Organisation:
Position stated
- Lining words
clearly; logical;
Beginning: Gives
related to cause and ends with strong
a statement of
effect and/or order
statement.
position.
(e.g., also, first, for
one thing, therefore, (AF 1)Ideas:
Middle: Gives
because).
Opinion stated
writer’s perspective
clearly with
and provides
- Verbs related to
supporting details/
support for the
taking a position
facts/evidence
position in order to
(e.g., should, need,
influence the reader. must).
(AF 1) Voice: Strong
voice of writer;
Ending: A summary - Persuasive
matches audience.
or repetition of
devices, facts,
position, may
opinions, rhetorical
(AF 7) Word
include a call to
questions, pleading Choice: Powerful
action.
and exaggeration
and passionate.

Text
Features
Text may include:
-Title
-Illustrations
-Photographs
-Labels
-Captions
-Graphs,
-Charts,
-Tables
-Diagrams

Forms/
Genres
Essays, editorials,
speeches, letters
of request (e.g.,
letter to the editor),
debates,
advertisements,
opinion
pieces, brochure
Visual Texts:
Venn diagram,
t-chart.

(AF 5) Sentence
Fluency: Balance
of sentence types;
some short
sentences of
emphasis.
(AF 6, 8)
Conventions:
Appropriate for
level of writer.
Presentation: May
include illustrations,
fact boxes, charts
that support the
writer’s position.
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Report

The primary purpose of a report is to inform the reader, which is done through
description, providing information, and/or summarizing an event. Reports tend to
present information in an objective way. The descriptions contained in reports can
be general or specific and usually include details about a specific topic such as an
iguana, a type of airplane, or the Caribbean Sea. Information is often well organised
through the use of text features like headings and subheadings.

Purpose
- To present
related pieces of
information about
a topic

Organisation

Language
Features

Title: Tells the
main subject.

- Generalised
participants.

Beginning:
Introduces the
subject; provides an
overview.

- Impersonal
language.

Middle: Provides
facts about the
subject.
End: Provides a
general statement
about the topic.

- Timeless present
tense.
- Specific, technical
terms related to the
subject.

Traits of
Writing
(AF 2, 3, 4)
Organisation:
Information is sorted
by headings/topics.

Text may include:
-Title
-Table of contents
-Glossary
-Headings and
(AF 1) Ideas:
sub-headings
Clear focus, details
-Illustrations
enhance the main
-Diagrams with labels
idea; topic is covered -Index
thoroughly.
-Captions
-Charts,
(AF 1) Voice:
-Graphs
Engages reader;
-Text boxes,
may have personal
-Info boxes,
style.
-Fact boxes

- Use of
comparatives
(e.g., some, most
all, larger than, etc.). (AF 7) Word
Choice: Precise
- Transitional words language, technical
to indicate
terms.
relationships (e.g.,
also, as well).
(AF 5) Sentence
Fluency: Varied,
- Subject specific.
logical flow.
(AF 6, 8)
Conventions:
Appropriate for
level of writer.

Presentation:
Supported by
illustrations,
captions, charts and
other text features.
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Text
Features

Forms/
Genres
Magazine article,
brochure, essay,
research paper,
compare and
contrast.
Visual Texts:
Concept map,
table, poster.

Explanatory

The primary purposes of explanatory texts are to explain how and why things are the
way they are, or how things work. Explanatory pieces often also inform the reader.
Explanatory texts generally go beyond simple ‘descriptions’ by including information
about causes, motives, or reasons. Explanations are sometimes confused with other
text types such as procedures or reports. The key difference between these text types
is that explanatory text has more emphasis on the “how” and “why” rather than simply
sequencing steps (procedural) or describing and giving information about something
(report). Explanatory texts sometimes rely on labeled illustrations to help explain their
content and may include a detailing of cause-and-effect relationships. Students will
usually need to do some research in order to compose an explanatory text, making
this a great opportunity to introduce and practice research skills. Explanatory writing
often use causal words such as: because, therefore, as a result, since, so that, for this
reason, this leads to, consequently, nevertheless, and owing to.

Purpose
- To list steps or
actions necessary
to do something.

Organisation
Title: Tells what the
final product will be.

Language
Features
- Details-specific,
technical terms.

Beginning: Gives a - Imperatives/
description of what
commands.
is to be done.
- Usually
Middle: Gives a list impersonal.
of materials needed
and directions on
- Time order/ linking
how to do the task.
words (e.g., first,
second, third, after,
End: Explains what when, as soon as).
the finished product
should do or look
- Words to describe
like.
“how” (e.g., slowly,
carefully, quickly).
- Timeless present
tense (e.g., “water
freezes”.
- Verbs (e.g., hold,
cut, measure)

Traits of
Writing

Text
Features

(AF 2, 3, 4)
Text may include:
Organisation:
-Title
Logical order;
-Illustrations
information is sorted. -Diagrams
-Photographs
(AF 1) Ideas: Clear -Captions
and precise; provide -Graphs, charts
definite answers to
-Sub-headings
how/why.
-Flowchart
-Glossary
(AF 1) Voice:
-Lists
Engages reader;
may have personal
style.

Forms/
Genres
How and why
texts Question and
answer.
Visual texts:
webs, hierarchical
map,
-Magazine article

(AF 7) Word
Choice: Precise
language; technical
terms.
(AF 5) Sentence
Fluency: Varied,
logical flow.
(AF 6, 8)
Conventions:
Appropriate for
the writer’s level.
Presentation: May
be supported by
illustrations/graphics,
fact boxes, charts,
graph, etc.
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Narrative

The primary purpose of a narrative is to entertain; however, the secondary purpose
may vary according to genre. For example, the secondary purpose of historical fiction
is to inform the reader about a particular point in time. Narrative texts either tell the
reader a story, attempt to teach a lesson, or describe and comment on life. Most
narratives include developed characters, a setting, a problem or complication, a series
of events that leads to the climax (e.g., rising action), and a resolution of the problem.
Narratives can be written in several genres, including adventure fiction, science fiction,
realistic fiction, historical fiction, traditional stories (e.g., fairy tales, myths (to explain),
legends, fables (to convey a moral), folk tales, mystery, and fantasy. Non-fiction
narratives have been classified as recount writing.

Purpose

Organisation

Language
Features

Traits of
Writing

Text
Features

Forms/
Genres

- To tell a story to
entertain or teach a
lesson

Title: May be stated
in direct terms or
may require
inferring.

- Characters defined
through actions,
dialogue, and
descriptions.
- Descriptive
language – “show
not tell”.

Middle: Series of
events of
complications
related to the goal/
problem.

- First or third
person.

Text may include:
-Title
-Illustrations to show
details about the
characters, setting
and plot
-Font (e.g., bold, size,
and style)
-Speech bubbles/
thought bubbles
-Text boxes
-Captions
-Script features (stage
directions, sound
effects, transitions,
etc.)

How and why
texts Question and
answer.

Beginning:
Introduces the
characters, the
setting, and maybe
some background
information - goal/
problem introduced.

(AF 2, 3, 4)
Organisation:
Beginning hooks the
reader; middle builds
anticipation,
conclusion wraps
up events.

- Fiction, but can be
based on fact

End: The problem
is solved; may
include a moral.

(AF 1) Ideas: Based
on character with a
problem/goal that is
- Usually past tense. resolved by the end.
- Dialogue.

(AF 1) Voice: Suited
to main character or
narrator.
(AF 7) Word
Choice: Strong
verbs, descriptive
language.
Sentence
Fluency: Varied,
use of dialogue.
(AF 6, 8)
Conventions:
Appropriate for the
writer’s level.
(AF 5) Sentence
Fluency: Use of
complete sentences.
Presentation: May
be supported with
illustrations/graphics.
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Visual texts:
webs, hierarchical
map,
-Magazine article

Response

The primary purpose of a written response is to express an idea or opinion about a
text, idea, topic, or performance. Primary school responses are often initiated after a
prompt is provided. In a response text, the author is expected to either: analyse,
critique, or evaluate the subject. When writing a response, the feelings of the author
are expressed, questions might be raised, and/or connections to the subject could be
discussed. Response writing is closely associated with the reading process as it is
often utilized when reflecting upon a read text.

Purpose
- To express an
idea or opinion
about a text
supported by
critical, analytical,
and evaluative
thinking

Organisation

Language
Features

Title: Tells what the
final product will be.

- Personal voice,
often first person.

Beginning: Gives a - Powerful,
description of what
descriptive words.
is to be done.
- Words/phrases to
Middle: Gives a list indicate judgment
of materials needed and the author’s
and directions on
attitude (e.g., you
how to do the task.
will find, I
recommend).
End: Explains what
the finished product - Present tense.
should do or look
like.

Traits of
Writing

Text
Features

Forms/
Genres

(AF 2, 3, 4)
Organisation:
Opinion stated
clearly, logically;
includes wonderings
and connections;
ends with a
summary statement
of feelings/opinion.

Text may include:
-Title
-Bold and italic print
-The text features of a
response vary greatly
depending on the
form chosen.

Reading Journals,
Two-Column
Journals,
Interactive
Journals,
Learning Log,
Observation Log,
Summary, Written
Reflection,
Writers Notebook,
Book Review,
Reaction Piece,
Poem.

(AF 1) Ideas:
Responds directly to
a prompt.
(AF 1) Voice:
Engages reader;
personal style.
(AF 7) Word
Choice: Descriptive
words, words that
indicate judgment.
(AF 5) Sentence
Fluency:
Declarative,
interrogative,
imperative; simple
and compound
sentences.
(AF 6, 8)
Conventions:
Appropriate for the
writer’s level.
Presentation: May
be supported by
illustrations/
graphics, details,
relevant facts.
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Scope of Performance Tasks

YEAR 2

YEAR 1

PRIMARY PURPOSE

Recount

Procedural

Narrative

Persuasive

Report/
Explanatory

Persuade:
To convince and or
influence the reader
to believe, take
action, or accept a
particular point of
view.

Report-Inform:
To provide facts in an
effort to inform the
reader and help him/
her to understand
what is being
described.

Inform and/or
Entertain:
To retell or
recount real past
experiences,
specific events,
and/or the lives of
specific people.

Explain (how):
To lead the reader
through a series of
precise steps that
show exactly how
to do something in
order to reach the
intended outcome

Entertain:
To share/tell a
story, describe or
comment on life in
relation to a clear
sequence of events
over time.

Small Moment:
Suggested Form:
Storyboard and/
or Booklet (e.g.,
students retell
a true story that
focuses on a
particular moment
in the context of a
larger event (e.g.,
feeding the turtles
rather than a retell
about the day at
the turtle farm).

Maps and
Directions
Suggested Form:
Map that includes
illustrations,
labels, and simple
directions
(e.g., treasure,
neighbourhood,
school, home map
which includes
multi-step
directions to get
from point A to B).

Familiar Stories
and Fairy Tales
Suggested Form:
Storyboard and/or
Illustrated Short
Story.

Personal
Experience:
Suggested Form:
Personal Story
(e.g., students
retell a significant
personal event,
e.g., a special day,
trip to the beach, a
day fishing with a
parent, etc.).

“How-To”
Instructions
Suggested Form:
How-to Poster
(e.g., how to: make
a sandwich, clean
your bedroom, ride
a bike, etc.).

Familiar Stories
and Alternative
Traditional Tales
Suggested Form:
Illustrated Short
Story

Inform and
Explain (how and
why):

Explanatory Inform
and Explain (how
and why): To explain
how something came
to be and/or why it is
a certain way; to
explain how
something works.
Personal
Persuasive
Request
Suggested Form:
Simple Letter
(e.g., letter to a
parent, principal,
etc.).

Simple Descriptive
Report
Suggested Form:
Illustrated poster
that includes labels
and captions
(e.g., students
report on an insect).

Response to
Favourite Stories
and/or Stories
from Different
Cultures
Suggested
Form: Reading
response journal
Responding to
and Creating
Poetry
1. Sense Poetry
Suggested
Forms: Poems
and Reading
Response
Journals.

Persuasive
Service
Announcement
Suggested Form:
Informational
Pamphlet/
Booklet (e.g.,
students publish a
text that persuades
the audience to
make a healthy
choice such as
eating healthy,
exercising, etc.).
Poetry:
Persuasive List
Poem
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Response

Descriptive Report
Suggested Form:
Simple Report
(e.g., students report
on an animal).

Author Study
Suggested
Forms:
Learning Log
or Reading
Response
Journal
(e.g.,students
review the
selected author’s
texts and respond
in writing to
author’s work.
Responding to
and Creating
Poetry
1. Poetry
Patterns
Suggested Form:
Poems, Learning
Log, or
Reading
Response
Journal.

YEAR 3
YEAR 4
YEAR 5

Recount

Procedural

Narrative

Personal
Narrative:
Suggested Form:
Narrative
(e.g., the student
recounts a relevant,
unique incident/
event that only the
student could have
experienced. It is
important that the
student includes
how he/she felt
about the event.

“How-To”
Instructions
Suggested Form:
How-to List
(e.g., how-to: get
to a location, be a
good friend, grow a
plant, play a game,
etc.).

Adventure Stories
and Mystery
Suggested Form:
Short Story

Autobiography
Suggested Form:
Essay or Digital
Presentation.

Instructions for
Creating a Simple
Object:
Suggested Form:
Instruction
Manual
(e.g., students write
a procedural text
that will walk the
audience through
steps needed to
assemble or create
a simple object.
Objects might
include musical
instruments, a bird
feeder, a recipe, a
bookshelf, etc.).

Historical Fiction
and Fantasy
Suggested Form:
Short Story

Survival Guide
Suggested Forms:
Guidebook or
Pamphlet (e.g.,
How to Survive a
Hurricane, How
to Survive a
Shipwreck, etc.).

Media Scripts and
Stories About
Other Cultures
Suggested Form:
Media/play Scripts

Create poetry:
Biographical
Alliteration Poem

Biography
Suggested Form:
Essay or Digital
Presentation
(e.g., the teacher
can determine
if the class will
write on a known
individual, historical
figure, professional
athlete, or celebrity,
etc.).

Persuasive

Report/
Explanatory

Persuasive
Brochure
Suggested Form:
Travel Brochure
(e.g., local
attractions,
restaurants, etc.)

Descriptive Report:
Suggested Form:
Report
(e.g., students report
on an ecosystem).

Response
Response to a
Diary:
Suggested Form:
Reading
Response
Journal, or
Learning Log
that include
quick writes.
Responding to
and Creating
Poetry
1. Performance
Poetry
2. Calligram
Poetry
Suggested
Forms: Poetry,
Observational
Log, or Reading
Response
Journal.

Position Piece
Suggested form:
Essay
(e.g., students
support a
position in regards
to a relevant local
issue. Issues might
include: political,
social,
school-based,
or environmental
causes).

Informational
Article:
Suggested Form:
Newspaper Article
(e.g., students should
focus on the solar
system and explain
why something is the
way it is).

Critical Book
Review of
Non-Fiction Text
Suggested Form:
Book Report
Respond to
Poetry and
Creating Poetry
Poetic Forms:
-Shape
-Acrostic
-Kenning
-Rap
Suggested
Forms:
Poetry, Reading
Response
Journal.

Written Argument
to New Paper
Editor
Suggested Form:
Persuasive Letter/
Email
(e.g., students write
a persuasive letter
taking a position on
a relevant national
or international
issue. Issues may
be political, social,
or environmental in
nature.

Explanatory Article
on a National Site
Suggested Forms:
Essay, Photo Essay
with Captions,
Digital Presentation
(e.g., students need
to ensure that they
explain how the site
came into existence).

Response
Booklet
Suggested Form:
Booklet,
Student Selected
Author
Respond to
Poetry and
Creating Poetry
Poetic Forms:
-Narrative Poems
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YEAR 6

Recount

Procedural

Narrative

Persuasive

Report/
Explanatory

3rd Person
Factual Recount
Suggested Form:
News Report
(e.g., students may
wish to present
their factual recount
as a newspaper
report or radio
broadcast script,
etc.).

Guidelines on How
to Use a Piece of
Equipment
Suggested Form:
Guideline Booklet
(e.g., how to use
a telescope, how
to operate a motor
boat, how to operate
scuba gear, etc.).

Teacher Selected
Short Stories From
a Variety of Genres
Suggested Forms:
Short stories and
multimedia
presentations
(e.g., teacher
selects a variety of
short stories from

Pro/Con Argument
Suggested Forms:
Essay, Debate, and/
or Infomercial
(e.g., students select
a relevant issue and
write to explain the
pros and cons of a
particular action. For
example, moving
the dump to Bodden
Town).

Detailed Explanation
Suggested Form:
Scientific Report
(students should
focus on one of the
human systems).

different genres to
analyze each
genre’s attributes).
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Response
Analytical
Response to a
Novel
Respond to
Poetry and
Creating Poetry
-Poems that
create
surprising or
amusing imagery.

Year 1: Writing
Programme of Study
Learning Objectives

Elaboration

Attitudes & Behaviours
1. Students will work with the
teacher and others in order to
develop their writing
Students are expected to:
1.1 Respond and make attempts
to contribute to shared, interactive,
and guided writing experiences.

1.2 Reflect on own writing
experiences through oral
communication.

1.1 Students respond and make attempts to contribute to writing experiences
in multiple ways. During shared, interactive, and guided experiences,
students can respond and attempt to contribute by answering open-ended
questions and/or attempting to contribute relevant ideas to a discussion.
Students may also contribute by demonstrating an eagerness to participate,
by offering sustained attention, and/or by showing a willingness to transfer
the lesson objectives into their own independent writing.
Teacher: What are some powerful words we can write in our shared story
to hook our audience?
Student 1: One day!
Student 2: Once upon a time.
Student 3: We should use a noisy word like CRASH!
1.2 The student chooses a piece of his/her own writing and talks to a peer,
parent, and/or teacher about what he/she has drawn/written.
Teacher: Mark, can you please tell about what you have written?
Student: I drew a picture of my cat, he is orange.
Teacher: What does this label say?”
Student: It says Tiger, which is his name.
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Learning Objectives

Elaboration

Key Understandings
2. Write extended texts, with
support
Students are expected to:
2.1 Demonstrate and understand
that pictures and text can convey
ideas and messages.

2.2 Understand that pictures and
writing should be related to each
other when creating texts or media
texts.

2.1 Students demonstrate an understanding that pictures and text can
convey ideas and messages in a number of ways. For instance, a student
could ask the teacher to write out new words. Or, after a field trip to Papa
John’s, students could write in their journals and share their entries with
the class, group, partner, or teacher. Or, the children and teacher could
compose a group story through shared writing. The students then illustrate
individual copies of the shared story.
Student 1: draws a picture of the pizza oven and writes random letters.
Student 2: draws the freezer and some pepperoni and writes, “a frez and
peparone.”
Student 3: draws a picture of the pizza making station and dictates the
sentence, “the man made a cheese pizza.”

2.2 Through a number of activities, students can demonstrate an
understanding of the connections between pictures in text. For instance, after
reading The Three Little Pigs displayed in a pocket chart, students can be
asked to match pictures from the nursery rhyme to the phrase strips. Teachers
may also want to use big books and ask students to describe what they see
happening in the pictures. The teacher then writes the story below the pictures.

3. Vary writing to suit the
purpose and reader
Students are expected to:
3.1 Understand that text types are
written for different purposes
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3.1 After read alouds or shared reading, students can orally identify the
author’s purpose: to entertain, inform, explain, or persuade.
Teacher: Why do you think Alex in I Wanna Iguana was writing notes to
his mom?
Student 1: Because he wanted an iguana!
Teacher: So, what was Alex’s main purpose for writing? Was it to inform his
mom, persuade her, entertain her, or to explain something to her?
Student 2: I think it was to inform her because he talked a lot about what
iguanas can do.
Student 3: He did inform her, but I think the purpose of the letters was to
persuade her because Alex really wanted an iguana.

Learning Objectives

Elaboration

Developing Ideas (AF1)
4. Assemble and develop ideas
on paper and on screen
Students are expected to:
4.1 Experiment with generating a
variety of ideas suitable to different
text types and purposes in a variety
of contexts.

4.1 Initially with support, and then independently, students are to experiment
with generating ideas for writing a variety of text types. The teacher will need
to model strategies for generating ideas; for instance, modifying ideas that
have previously been presented in a mentor text, activating background
knowledge to recall interesting experiences, and/or visualizing real or
imagined ideas. Students will generate the majority of their ideas during
shared, interactive, and guided writing.

4.2 Develop some ideas into short
simple texts on paper through the
combination of pictures and words.

4.2 After students have participated in generating ideas in interactive and/or
guided writing, they are expected to be able to develop some of their ideas
into simple texts on paper using pictures and labels.

4.3 Independently choose an idea
to develop.

4.3 Students should be given opportunities to select their own writing ideas.
Teachers will have to work with students to create a bank of ideas from
which individuals in the class can choose if prompting becomes necessary.

4.4 Change, extend, or complete
rhymes, rhythms, and sounds in
patterned stories, poems, and print
during shared, interactive, and
guided instruction.

4.4 Students can chant familiar poems and then create new rhymes based
on the structure provided. Students should also be given opportunities to
extend patterned stories and poems; for example, after reading or listening
to the alphabet song Chicka Chicka Boom Boom, the teacher and students
can work together to create their own verses.
Teacher: What is something else that can go up the coconut tree like the
a,b,c, in the story?
Student 1: How about numbers?
Class: Chicka Chicka Boom Boom, will there be enough room ... for 1, 2, 3,
up the coconut tree?

4.5 During shared and
interactive writing, develop ideas
and content that are related to
other cross-curricular topics.

4.5 In some writing activities, the teacher should take opportunities to
create shared and interactive pieces that incorporate content from other
subjects. For example, the teacher might recount a historical event that was
discussed during religious education.
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Learning Objectives

Elaboration

Voice (AF1 & 2)
5. Be aware that in some
situations a more formal tone
of voice is used
Students are expected to:
5.1 Show an awareness of voice
through shared, interactive, and
guided experiences.

5.1 Students can show an awareness of voice by being able to identify the
mood or tone of a text. For example, determining whether a particular book is
humorous, sad, scary, etc.
Teacher: How does this story make you feel? What is the mood the author
wants you to feel?
Student 1: The story is really funny. I think the author wants us to laugh.

5.2 Begin to establish a personal
voice in their writing by using
pictures and words that convey
their attitude or feelings towards
the subject or audience.

5.2 Students can demonstrate this outcome by using pictures or labels that
attempt to elicit feeling. For example, a student might use pictures and words
that project interest or enthusiasm.

Learning Objectives

Elaboration

Organization (AFs 2,3 & 4)
6. Sequence events
Students are expected to:
6.1 Collaboratively organise and
structure fictional and non-fictional
texts by assembling information by
subject or content during shared,
interactive, and guided writing.
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6.1 Students work with the teacher during shared, interactive, and guided
writing to group ideas by subject and/or by content. It is important that
teachers discuss the differences between fact and fiction and give children
practical opportunities to develop knowledge and understanding. For example,
if the class is writing about sharks, the teacher can show students how it is
helpful to group food for sharks into one category and place types of sharks
into another grouping. An example of organising fictional text may be grouping
images, labels, and sentences about the setting into one group and information
about characters into another.

6.2 Organise pictures and text
chronologically.

6.2 Students are expected to order text and pictures chronologically.
Children can write instructions that require chronological organisation. In
guided writing, they can decide on the order of the sentences and begin to
use some vocabulary to support the chronological structure of their text.
Students may also be given a narrative and asked to order it into a
beginning, a middle, and an end.

6.3 Group pictures, labels, and/or
sentences together in chunks of
content or subjects as determined
by the teacher.

6.3 The teacher can prepare pre-established headings and ask students
to sort and transfer content into the proper categories.
Teacher: In front of each group, you will find an envelope with four pictures
and four labels. I want you to match the labels to the pictures and then place
the labeled pictures into the right categories. Category 1 is for things plants
need to grow. Category 2 is for parts of the plant.

6.4 Attempt to organise poems
according to pre-established
patterns of language.

6.4 During shared and interactive writing, students explore and talk about the
effects of patterned poems. As students become familiar with simple patterns,
they should be able to identify and organise them independently. Common
patterns include poems with repetition, rhythm, or rhyme.

Learning Objectives

Elaboration

Plan
7. Plan and review writing,
discussing the quality of what is
written
Students are expected to:
Plan
7.1 Initially and with support and
direction, plan for writing using talk,
text, graphic organisers, and/or
drawings as a group.
Research
7.2 Initially and with support and
direction, seek, gather, and
incorporate information from
multiple sources to include in their
writing.
Revision
7.3 Respond to feedback by
making changes to own writing.

Learning Objectives

7.1 During shared, interactive, or guided writing time, students plan for
writing. Samples of appropriate planning strategies include a story ladder
and simple organisational patterns (e.g., beginning, middle, and end), as
well as developmentally appropriate organisers (see text type exemplar
documents for examples).
7.2 Sources of information that students can draw upon may include: RAN
charts, prior knowledge, class brainstorms, discussions around simple facts,
people at school, home, and community, picture books, school library,
photographs, and videos.

7.3 Revising work may include adding or deleting words, ideas, pictures,
or labels to help the reader make better sense of what is written.
Teacher: I really like your picture of your mom! Do you think you can put
the label “Mom” above the pictures? You may also want to place labels
above your other pictures.

Elaboration

Sentence Fluency (AF 5)
8. Put ideas into sentences
Students are expected to:
8.1 In shared, interactive, or guided 8.1 During group work, students are encouraged to create a single simple
sentence to accompany a picture. For example, “I have a truck.”
writing, write a caption in the form
of a single complete sentence.
8.2 Communicate meaning through 8.2 Prior to writing sentences, students are to demonstrate that they are able
labels, pictures, and captions.
to independently communicate meaning through pictures that contain labels
and/or captions.
8.3 Compose simple sentences
independently to communicate
meaning.

8.3 Once students have achieved objectives 8.1 and 8.2, they are expected
to be able to compose simple sentences to convey meaning. A simple
sentence, also called an independent clause, contains a subject and a
verb and expresses a complete thought (e.g., I have a fish).

8.4 Compose some sentences
that use and as a connective.

8.4 Students are expected to use and as a connective within the same clause
(e.g., I have a dog and a cat).
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Learning Objectives

Elaboration

9. Learn the connections between
punctuation and sentence
structure, intonation and
emphasis
Students are expected to:
9.1 Through shared, interactive, and guided writing, students can explore
9.1 Within some forms of writing,
a range of sentence types. Students can demonstrate this outcome by
begin developing an awareness
contributing oral statements and questions to a shared writing piece.
of a range of sentence types that
includes statements and questions.

Learning Objectives

Elaboration

Word Choice (AF 7)
10. Use an adventurous and
wide-ranging vocabulary
Students are expected to:
Vocabulary
10.1 Explore and experiment with
new words and terms that are
associated with topics of interest.
10.2 Experiment with capturing
words from environmental print,
oral vocabulary, reading, classroom
resources, or other classroom
activities.

10.2 Students are to experiment with using environmental print such as:
wall charts, anchor charts, word walls, personal spelling lists, picture
dictionaries, and RAN charts.

10.3 Explore own senses, observe
details, and find words to describe
first-hand experiences.

10.3 Through a learning walk or other teacher-planned activities, students
can work with materials that engage their senses. After each experience,
students are to create a class word list that describes their sensory
experiences.

10.4 Where appropriate, begin to
use some vocabulary to support the
chronological structure of the text.

10.4 During shared and interactive writing and where appropriate, students
are expected to use simple linking words to support the chronological
structure of the text. For example, students can use words like first, then,
next, after, and finally for procedural texts.

Parts of Speech
10.5 In shared, interactive, and
guided writing, explore differences
in parts of speech.

22

10.1 While learning about summer, the teacher can read a book that
depicts a child’s visit to the beach. Students can then brainstorm what
they believe the character in the story might see while at the beach.

10.5 Students are expected to explore nouns and pronouns (people, places,
and things), verbs (people’s actions), adjectives (descriptive words), and
adverbs (details such as when, where, and how).

Learning Objectives

Elaboration

Conventions (AFs 6 & 8)
11. Learn how punctuation helps
a reader to understand what is
written
Students are expected to:
11.1 Use full stops when
punctuating simple sentences.
Capitalization
11.2 Use capital letters at the
beginning of sentences and
capitalise the first letter of their
own name.

Learning Objectives

11.1 Students are expected to punctuate simple sentences with full stops

11.2 Students are expected to only capitalise the beginning of
sentences and the first letter in their own name.

Elaboration

Recognise words with
common spelling patterns
Students are expected to:
Spelling Familiar Words
12.1 Students are to use visual memory to recall high frequency words. See
12.1 Use phonetic knowledge and/
high frequency word lists for examples. Students should also use their phonetic
or developing visual memory to
accurately write some key personal knowledge to build a personal vocabulary (e.g., own name, word walls, etc.).
and high-frequency words, including
some words from high frequency
word lists 1 and 2. (Z/Mod)
12.2. Make phonetically plausible
attempts to spell irregular high
frequency words by writing the
word’s onset and rime.
Spelling Unfamiliar Words
12.3 Make phonetically plausible
attempts to spell words using
developing knowledge of phoneme/
grapheme relationships.

12.2 Students are expected to spell irregular high frequency words by writing
at least the first and last sounds in the words (e.g., spelling the word “have” as
“hav”).

12.3 Students are expected to: recognise and write most sounds of English
in at least one appropriate way; recognise that there can be different ways of
representing the same sound (e.g., /a/ table/aid); make phonetically plausible
attempts to use sound-letter relationships in order to spell larger unknown
words (e.g., “bisikl” instead of “bicycle”).

12.4 Use knowledge of morphemes 12.4 In year one, students are to begin to spell plural words that only require
an “s” (e.g., dogs). Students are also expected to begin to spell words with
to begin to spell words with
other common inflectional endings like “ing” and “er” (e.g., “playing” and
common inflectional endings.
“player”).
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Learning Objectives

Elaboration

Presentation (AF 9)
13. Hold a pencil/pen correctly
Students are expected to:
13.1 Use a comfortable and
efficient pencil grip.

Learning Objectives

13.1 Students are expected to use a comfortable “froggy legs” pencil grip.

Elaboration

Presentation (AF 9)
14. Learn how to form lower case
and upper case letters
Students are expected to:
14.1 Write most letters and
numerals using correct formation
and orientation.
14.2 Write from left to right and
begin to write on lines.

14.1 Students are to form the majority of letters and numerals using correct
formation and orientation. In year one, speed of print is not a concern.
14.2 Initially, students should work on paper that has no lines. As students
improve their ability to form letters, they should be given opportunities to work
with lined paper.

14.3 Leave spaces between words. 14.3 Self-explanatory objective.
14.4 Name and match upper case
and lower case forms of letters

14.4 There are a variety of ways in which students can demonstrate mastery
of this objective. For example, students can use a stamping kit at the printing
centre or computer software to name and match upper and lower case
letters. Students can also play “Go Fish” using cards with upper and lower
case letters. Referring to a chart story, the teacher can say, “This word is
Mother. It begins with a capital ‘M.’ Can anyone point to a word beginning
with a small ‘m’?” Student 1 points to the word morning.

Learning Objectives

Elaboration

Presentation (AF 9)
15. Learn the importance of clear
and neat presentation in order to
communicate meaning effectively
Students are expected to:
Proofreading
15.1 Reread what they have written 15.1 Students are expected to be able to reread their work aloud and/or
to themselves and others.
read their work with a partner to check for common errors.
Word Processing
15.2 Use the keyboard to type their
name and simple texts.
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15.2 Students are expected to use the keyboard to type their name and
simple text. Teachers need to provide opportunities for students to work
with technology.

Learning Objectives

Elaboration

Text Types
16. Develop an understanding of
fiction, nonfiction, and poetry
By the end of Year 1, students will
write short texts using
several simple text types and forms:
16.1 Recount text: Create a small
moment recount that includes key
features of the text type in accordance
with year level expectations.

16.1 Key features of a recount text are outlined in the ASP text type
rubrics.

16.2 Procedural text: Create a
simple procedural text that includes
key features of the text type in
accordance with year level
expectations.

16.2 Key features of a procedural text are outlined in the ASP text type
rubrics.

16.3 Narrative text: Create narrative
texts, placing emphasis upon familiar
stories and fairy tales that include key
features of the text type in accordance
with year level expectations.

16.3 Key features of a narrative text are outlined in the ASP text type
rubrics.

16.4 Persuasive text: Create a
personal persuasive request that
includes key features of the text type
in accordance with year level
expectations.

16.4 Key features of a persuasive text are outlined in the ASP text type
rubrics.

16.5 Report: Create a simple
descriptive report that includes key
features of the text in accordance
with year level expectations.

16.5 Key features of a report are outlined in the ASP text type rubrics.

16.6 Response/Poetry: Demonstrate
the ability to respond to sensory
poems and children’s literature.

16.6 In accordance with year 1 expectations, responses should include:
student’s opinion or feelings about the text, supported text details or facts,
personal connections, and pictures to support the reader.

16.7 Create poetry that captures
sensory experiences in words.

16.7 Students are expected to engage in sensory poetry through shared
and interactive writing.
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Year 2: Writing
Programme of Study
Learning Objectives

Elaboration

Attitudes & Behaviours
1. Students will work with the
teacher and others in order to
develop their writing
Students are expected to:
1.1 Respond and contribute to
shared, interactive, guided, and
independent writing experiences.

1.2 Express preferences for own
writing by selecting pieces that
show their best work. Students
are also expected to justify their
selection.

1.3 Identify various forms of
media texts.
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1.1 Students respond and make attempts to contribute to writing experiences in
multiple ways. During shared, interactive, and guided writing, students can
contribute to the writing experience through participation in focused partner talk.
They can also contribute to a group’s discussion through sharing ideas, responding
to questions, and/or participating across the writing phases.
Students should also make attempts to transfer the lesson objectives into their
own independent writing.
Teacher: Today we are going to write interactively about things people do to stay
healthy. Can you please brainstorm some things that people do to stay healthy?
Student 1: Play football.
Student 2: Eat healthy food.
Student 3: Go to the doctor.
1.2 Students can express their preferences to a variety of audiences: to the class
during author’s chair, in a small group setting, through partner talk, or during
teacher conferences. Students can show preferences by discussing a particular
part of a piece that was written or they can express preference of an entire text
type or form by rating mentor texts or shared writing pieces with one, two, or three
stars.
Teacher: We have created many different pieces of writing this term. I want you
to think and talk to your group about your best piece of writing and why you think it
should be sent to the NFCA this year.
Student 1: I liked the report I wrote on parrots because of all the pictures I used.
Student 2: I liked the recount story I wrote because I got to write about my family
Student 3: I’m going to send in one of my poems because I like the way it sounds.
1.3 Students identify various forms of media text through exposure and
exploration. Students generate a list of sources such as television, movies,
newspapers, magazines, brochures, books, websites and wikis, apps, etc.,
to find information and ideas on a particular theme.
Teacher: Together we are going to be writing a report on sharks. I want you
to look at the resources I have and think about other places we can get
information about sharks.
Student 1: This magazine has some good pictures of sharks.
Student 2: This book has information about what sharks eat and where they live.
Student 3: Why don’t we ask the teacher to help us find sharks on the Internet;
sometimes there are videos.

Learning Objectives

Elaboration

1.4 Create pieces of published work
to meet criteria identified by the
teacher, based on predetermined
expectations.

1.4 The teacher should provide developmentally appropriate criteria that align
with the expectations in the curriculum and ASP writing rubrics. Teachers are
encouraged to use their professional judgment to create task-specific criteria
to support the desired learning objectives. Teachers may want to develop
rubrics, anchor charts, checklists, and/or checkbrics to set the writing criteria
with the class. Writing exemplars are also a helpful resource for establishing
criteria.
Teacher: Before you hand in your final draft, please make sure you check
that you have included the four criteria on our writing checklist.
Student 1: Teacher, I have all the things on the list. I have a title, a picture,
4 labels, and one sentence.

Metacognition
1.5 Initially with support, identify
what writing strategies they found
helpful when creating text and/or
media text

1.5 During a regular writing conference, the teacher is expected to ask the
students for one strategy that helped them during the writing process. During
the generating idea phase, students might discuss the class brainstorm, take
part in a rapid writing activity with pictures, visualize what they want to write
about, use the mentor text, etc. During the planning phase, students may
discuss the graphic organiser used by the class, a class R.A.N chart, K.W.L.
chart, activate background knowledge, or participate in partner talk. During
the drafting phase, they may discuss how they used simple linking words,
connectives, or simple punctuation to write a sentence. During the revising
phase, students might discuss how the anchor chart, checklist rubric,
exemplar, checkbric, or peer editing helped. During the editing phase,
students might discuss how they spelled words correctly by using sound/
symbol relationships, word walls, theme word displays, or personal
dictionaries.
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Learning Objectives

Elaboration

Key Understandings
2. Write extended texts, with
support
Students are expected to:
2.1 Understand that spoken, visual,
and written forms of language are
different modes of communication
with different features and their use
varies according to the audience,
purpose, context, and cultural
background.

2.2 Understand that drawings,
images, labels, captions, and
sentences should be related to
each other when creating a text
or media text.

2.1 Students are to understand that there are different kinds of
communication, classified as spoken, non-verbal, and written. This outcome
is foundational in that it exposes students to three types of communication
and how they can be altered based on audience, purpose, context, and
culture. A teacher can introduce modes of communication by examining the
different spoken and written forms of polite greeting in the Cayman Islands.
The emphasis should be on the appropriateness of certain speech in
relation to context, purpose, and audience.
Teacher: What are some ways that you greet people when you haven’t seen
them in a little while?
Student 1: Hello or hi.
Student 2: What’s up?
Student 3: My grandpa says, ‘Who you fa?’
Teachers should also introduce students to non-verbal communication. For
instance, a teacher might wish to focus on polite greetings (wave, hug, handshake, etc.) or common facial expressions (happy, sad, angry, surprised, etc.).
2.2 Students can demonstrate an understanding of the connection between
drawings, images, labels, captions, and texts in a variety of ways. For
instance, a teacher may wish to explore text features of comic books to
demonstrate how the aforementioned features are related. Students can
then sort the features into a blank template. A teacher may also want to
model how to create a storyboard using the above criteria.

3. Vary writing to suit the
purpose and reader
Students are expected to:
3.1 Understand that text types have
identifiable text organisation, as well
as text and language features that
shape their structure in predictable
ways.
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3.1 Students can identify the topic, purpose, and type of text through its
visual presentation; for example, its cover design, packaging, title/subtitles,
and images as well as through the structure and devices of the text type. For
example, if a student sees pleading and respectful words, he/she should know
that the text is likely a persuasive piece. If they see characters, setting, and an
identifiable problem, they can identify the text as a narrative. Another example
would be knowing that a road sign communicates information to travellers.
Teacher: Have a close look at this mentor text. What do you see?
Student 1: I see a list of steps.
Student 2: I see a title that says ‘How to Make a Peanut Butter Sandwich.’
Student 1: I think it is a procedural text because it says ‘how to’ and our other
procedural text has a title that is kind of the same.

Learning Objectives

Elaboration

Ideas (AF1)
4. Assemble and develop ideas
on paper and on screen
Students are expected to:
4.1 Use various strategies to
generate ideas about a potential
topic for a variety of text types,
including activating background
knowledge to draw on personal
experiences.

4.1 Students are expected to generate ideas for a variety of text types.
Strategies might include modifying ideas that have been previously
presented in a mentor text, activating one’s background knowledge to
recall interesting experiences, and/or visualizing real or imagined ideas.
Teacher: Yesterday we read a report on bats. Today I want to do a shared
report on another animal. What are some local animals that we can write
about?

4.2 Develop ideas into short texts
on paper and attempt to use digital
forms of communication.

4.2 After generating ideas, students are expected to develop a short text
that may include pictures, labels, and simple sentences. Students able to
write short sentences may attempt to create a digital text in Microsoft Word.

4.3 Using a few simple and
appropriate forms, independently
generate an idea that leads to the
creation of a short text or media text
for a specific purpose and audience.

4.3 Students should be given opportunities to independently select an
idea for development into a short text or media text. Students should be
given free writing time to make judgments regarding which ideas should be
developed. The teacher must scaffold students at each stage of the writing
process.
Teacher: You have a lot of ideas in your ideas bank that you might want to
write about. I want you to select the three best ideas and be ready to talk to
your partner about them. You are going to work together to select a topic for
free writing time.”

4.4 For a variety of purposes,
change, extend or complete a
variety of texts and forms.

4.4 Students should be given opportunities to change, extend, and
complete a writing piece that was started during interactive writing time.
This opportunity should be provided when working with all the text types.
Teacher: We have all worked really hard to start our instructions for ‘how to
get to the lunchroom.’ We are up to step 2, and now I want you to
independently draw or write step 3.

4.5 Develop ideas and content that
is related to other cross-curricular
topics.

4.5 Students are expected to integrate content from other subjects into their
own writing. For example, when writing narratives, students may be required
to write about settings and/or themes discussed during social studies.
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Learning Objectives

Elaboration

Voice (AF1 & 2)
5. Be aware that in some
situations a more formal tone
of voice is used
Students are expected to:
5.1 Begin to establish a personal
voice in their writing through
interesting use of conventions,
word choice, and presentation.

5.1 Students begin to establish a personal voice by using conventions
(exclamation marks), word choice (descriptive words), and presentation
(effective use of pictures to convey meaning). For example, a student might
use pictures and words that project interest or enthusiasm.

5.2 Show an awareness of how
voice can change to meet the
needs of a particular text type
or audience.

5.2 Students begin to show awareness of the need to change their voice
depending on the audience. Students can demonstrate awareness though
discussion.
Teacher: If I was to write a letter to the principal, do you think it would be
okay if I used smiley faces (emoticons) like I would with my friends?
Student1: I don’t think you should because the principal is not our friend.
Teacher: So what you are telling me is that there are different ways to talk
to friends and the principal?
Student 1: Yes.

5.3 With support and direction,
begin to identify their point of view
and one possible different point of
view about the topic.

5.3 Students can access this objective through teacher prompting. For
example, the teacher can ask students questions like: “How do you feel
about this topic?” “How do you think your friend feels about this topic?” or
“How can you convey your feelings to your audience?”

Learning Objectives

Elaboration

Organization (AFs 2,3, & 4)
6. Sequence events
Students are expected to:
6.1 Identify the organisational
features of non-fictional texts,
including lay out, alphabetical
order, chronological order, title,
openings and closings, linking
words, diagrams, captions, and
bullet points.
6.2 Organise texts chronologically.
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6.1 Students are expected to be able to discuss the organisational features
of non-fiction text as outlined in the objective. Students are also expected to
discuss own organisational features help guide access to information.

6.2 Students are expected to organise procedural and narrative texts
chronologically. Teachers should model this skill prior to any independent
student activities.

Learning Objectives

Elaboration

6.3 Group ideas and information
6.3 Students can work in small groups to sort transportation pictures into
into categories of content or subject categories chosen by the teacher, such as wheels/no wheels, land/air/water,
as determined by the teacher.
or motor/no motor. After viewing a video clip about an animal (e.g., cows),
students can provide facts about cows and place them in categories chosen
by the teacher, such as what cows look like, what cows eat, and/or what
cows do.
Student 1: I saw the cow eating hay.
Teacher: Where will we put that?
Student 1: In the eating part.
Student 2: I saw that the cow had brown fur.
Teacher: Where would that go?
Student 2: What bears look like.
6.4 Organise poetry according
to pre-established patterns of
language.

6.4 During shared and interactive writing, students can explore and talk
about the effect of patterned poems. Students are expected to be able to
identify and organise patterns independently. Students should also be able
to extend the pattern with new content. Common patterns include poems
with repetition, rhythm, or rhyme.

6.5 Distinguish differences in the
ways various forms of media text
are organise.

6.5 A group of students can look through two or three types of texts, such
as magazines, story books, telephone directories, or web sites, and identify
ways in which they are organised differently. For example, those students
looking at a website will notice screen layouts and hyperlinks, while story
books use page layouts and chapters.

7. Plan and review writing,
discussing the quality of what
is written
Students are expected to:
7.1 Initially and with support and
direction, independently use
simple planning strategies and
simple text-type-appropriate graphic
organisers to identify and order the
main ideas and supporting details.
7.2 Explore and share own ideas
on the topics under discussion
when planning with the class or in
small groups.

7.1 Samples of appropriate planning strategies include a story ladder, a
sequence chart that identifies simple organisational patterns (e.g., time order:
first, then, next, finally; order of importance; beginning, middle, and end), and
developmentally appropriate organisers (see text type exemplar documents
for examples).
7.2 Students may meet this expectation by brainstorming ideas about a topic
and contributing to a group web, creating a RAN or KWL chart with the class,
or individual students may also demonstrate outcome by sharing ideas about
favourite topics.
For example:
Teacher: Today we are writing about our favourite sports! What is your
favourite sport?
Student 1: I love to play football.
Student 2: I like watching football on TV.
Student 3: I play netball. I’m on the red team.
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Learning Objectives

Elaboration

7.3 Determine after consultation
7.3 Students can demonstrate this outcome by using pictures and words to
with the teacher and peers whether explain their material to a classmate before receiving feedback. The teacher
the gathered ideas and information should provide question prompts to support student discussions.
are suitable for the purpose.
Research
7.4 Gather and incorporate
information on a topic to support
ideas for writing, using a variety
of sources in a variety of ways.

7.4 Sources can include but are not limited to: listening to stories told by
family members, partner talk, observations, various texts including teacher
read-alouds and mentor texts, shared, guided, and independent reading
texts, concept books, and field trips.

7.5 Follow spoken directions for
gathering ideas and information.

7.5 After reading I Wanna Iguana, some students may want to learn more
about iguanas. During library time, the teacher can tell them where the
nature books are located. A second example for demonstrating the outcome
could be planning for the class lunch: two students can be asked to
question their classmates and record answers as to whether they would
rather have mustard, ketchup, or relish on their hot dogs. As one student
asks for preferences, the other records M for mustard, K for ketchup, and
R for relish on the tally paper.

Revision
7.6 Using feedback from the
teacher and peers, identify
elements of their writing that
need improvement, including
content, organisation, style, and
conventions.

7.6 Teacher and/or peers prompt the student by asking the following
questions: “Does this writing make sense to you?” “Does it say what you
wanted to say?” “Are my word wall words spelled correctly?” “Do I have a
hook?” and/or “Did I use a numbered list?”

7.7 Using a few simple strategies,
make simple revisions to improve
the content, clarity, and interest of
their written work.

7.7 Students can make simple revisions by adding or deleting words, ideas,
or information to make better sense of what has been written; checking for
obvious spelling errors and missing words through the use of the word wall,
class charts, or personal word lists; and/or reordering words or sentences
to improve clarity.

7.8 Revise and edit their writing
using identified criteria posted by
the teacher for reference.

7.8 Students can work together to check if their pieces meet the identified
criteria. The teacher should review the checklist/prompts prior to student
discussion.
Student 1: (reading) “We played football and it started to rain. We left.”
Student 2: The chart says you need a setting. Where were you playing?
Student 1: The park. I guess I should put that in.

Learning Objectives

Elaboration

Sentence Fluency (AF 5)
8. Put ideas into sentences
Students are expected to:
8.1 Write simple but complete
sentences that are related to the
topic.
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8.1 A simple sentence, also called an independent clause, contains a
subject and a verb and expresses a complete thought (e.g., I like to run).
A compound sentence contains two independent clauses joined by a
connective (e.g., I got presents for my birthday and my friends came to visit.)

8.2 Compose sentences that start in
a variety of ways.

8.2 Students should begin to start sentences in more than one way.
Students should avoid being repetitive; for example, by always starting
sentences with the pronoun “I” (e.g., I like the beach. I took my dog to
the beach. I had fun).

8.3 Write compound sentences by
using a simple connective between
two independent clauses such as:
and, but, so.

8.3 Student is to use connectives (which are also known as conjunctions) to
connect two independent clauses (e.g., Everyone was busy so I went to the
playground alone).

8.4 In some compound sentences,
8.4 In some compound sentences, students are to use supporting detail
use supporting detail and/or linking
(dependent clauses) and/or linking words (time clauses) to strengthen the
words to strengthen the main clause. main clause (e.g., He finally finished his homework, after hours of work.)
8.5 Compose sentences using
consistent tense (present and past).
8.6 Demonstrate some subject-verb
and noun-pronoun agreements in
some writing.

Learning Objectives

8.5 Students are expected to write sentences using correct present or
past tense, subject to text type and text form. See ASP text type rubrics
to reinforce the appropriate tense for a given text type.
8.6 Students are expected to apply subject-verb agreement when writing
simple sentences (e.g., My dog always barks at strangers). Students are
also expected to maintain noun-pronoun agreement in some writing (e.g.,
Some of the girls sang their favourite song).

Elaboration

9. Learn the connections between
punctuation and sentences
structure, intonation and
emphasis
Students are expected to:
9.1 Within some forms of writing,
develop a range of sentence types
that includes statements and
questions.

Learning Objectives

9.1 Students should be encouraged to use a variety of sentence types. It is
important that the teacher models each sentence type.

Elaboration

Word Choice (AF 7)
10. Use an adventurous and wideranging vocabulary
Students are expected to:
Vocabulary
10.1 Make some adventurous word
choices that are appropriate to the
style and purpose of the text,
including using words based on
personal experiences.

10.1 During guided writing, children can focus on finding and choosing
words to accurately describe details they have observed first-hand in
another curriculum area. For example, a student can choose to use a term
like “habitat” instead of “home” when writing a report on rabbits. During
independent writing, students can choose adventurous words from mentor
texts, wall charts, word walls, or personal word lists.
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10.2 Use environmental print and
other class resources to assist with
word choices, word meanings, and/
or to confirm spelling.

10.2 Students can demonstrate each objective by accessing environmental
print. Environmental print can include personal word books, anchor charts,
wall charts, word webs, word walls, signs, and labels, etc.

10.3 Where appropriate, use some
vocabulary to support the
chronological structure of the text.

10.3 Students are expected to use simple linking words in some forms of
writing. For example, students should use words like first, then, next, after,
finally.

Parts of Speech
10.5 Appropriately use parts of
speech to clearly communicate
meaning.

Learning Objectives

10.5 The focus for year 2 is on the use of nouns for names of people,
places, and things; personal subject pronouns (I, you, he, she, it, we,
they); verbs to tell what nouns do and feel; descriptive adjectives of size,
feeling, or colour; and simple prepositions of place (e.g., in, on, at, to).

Elaboration

Conventions (AFs 6 & 8)
11. Learn how t between
punctuation helps a reader to
understand what is written
Students are expected to:
11.1 Use punctuation to help
11.1 Students are expected to use a variety of punctuation marks to end
communicate intended meaning
sentences, including full stops, question marks, or exclamation marks.
with a focus on the use of a full
stop, question mark, or exclamation
mark at the end of the sentence.
11.2 Recognise and use commas
to separate items in lists.

11.2 Students are expected to begin to use commas to separate items in
lists (e.g., we need milk, butter, and sugar to make cookies).

Capitalisation
11.3 Use capital letters to capitalise 11.3 The objective is self-explanatory.
the beginning of sentences, the first
letter of names, and for the
pronoun “I.”
11.4 Begin to recognise that capital
letters signal proper nouns.
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11.4 During shared, interactive, and guided writing, students should begin
to show awareness that proper nouns also require capitalisation.
Teacher: I have written cayman islands on the board, and it doesn’t look
right. What am I missing?
Student 1: Cayman Islands should be capitalised because it is the name
of a place.

Learning Objectives

Elaboration

12. Recognise words with
common spelling patterns
Students are expected to:
Spelling Familiar Words
12.1 Use phonetic knowledge
and/or visual memory to spell
personal vocabulary as well as
some high-frequency words,
including all of the words in high
frequency word list 1 and 2 as
well as most of the words from
high frequency words lists 3 and 4.

12.1 Students are to use visual memory to recall high frequency words.
See high frequency word lists for examples. Students are also to use their
phonetic knowledge to build their personal vocabulary (e.g., surname,
words from word walls, etc.).

12.2 In own writing, spell unfamiliar
monosyllabic and some polysyllabic
words using a variety of strategies
that involve understanding
phoneme/grapheme relationships
as well as knowledge of word
families, word patterns, and word
meanings.

12.2 Students are to spell monosyllabic (single syllable) and some
polysyllabic (more than one syllable) words. Strategies they can use may
include: segmenting words to identify and record individual sound-symbol
correspondences, including short vowels and simple long-vowel patterns;
listening for rhyming patterns; looking for common letter sequences and
onset and rime in frequently used words; making analogies between words
that look similar; and illustrating words to link meaning to spelling.

12.3 In own writing, make
phonetically plausible attempts to
spell irregular high frequency and
unknown words.

12.3 Students are expected to use phonetic spelling to spell unknown words
(e.g., “happe” instead of “happy”).

12.4 Use developing knowledge
of morphology to spell common
words in their plural form and some
common words with the inflectional
endings “ed,” “es,” and “ly”.

12.4 In year 2, students are to spell plural words that only require an “s”
(e.g., cats). Students are also expected to begin to spell words with z
other common inflectional endings “ed,” “es,” and “ly” (e.g., kicked,
classes, happily).

12.5 Read and spell less common
alternative graphemes, including
trigraphs.

12.5 Students are expected to spell words with alternative graphemes,
including trigraphs. Trigraphs are graphemes that contain three letters that
make just one sound (phoneme). For example, “tch” as in patch or “ear” as
in Earth. See English Alphabetic Code for all trigraphs.
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Learning Objectives

Elaboration

Presentation (AF 9)
13. Learn how to form lower and
upper case letters
Students are expected to:
13.1 Use proper orientation to write
upper and lower case letters of
similar size, using increasing speed
and automaticity.
13.2 Print letters legibly from left
to right, using lines on a page as a
guide.

13.1 Students are to form upper and lower case letters with proper
orientation while ensuring that the size of both their upper and lower case
letters is constant and proportional. Students should also begin to print with
greater speed and without having to think about letter formation.
13.2 To make a class checklist, students can look at some samples of writing
on a class exemplar and identify characteristics of legible printing. In addition,
as students write, they can refer to a class checklist to ask such questions as:
Do my letters sit on the lines? Are my letters spaced properly? Do my letters
face the right way?
Students should also use lined paper in daily writing, and use a sticker or
mark in the top left-hand corner of the page as a guide to begin writing.

13.3 Use correct spacing within
13.3 Using a class exemplar, students are to ensure that their spacing
and between words and sentences. between words and sentences is correct.

Learning Objectives

Elaboration

14. Learn the importance of clear
and neat presentation in order to
communicate meaning effectively
Students are expected to:
Proofreading
14.1 Identify common errors by
rereading what they have written to
themselves and others.
Word Processing
14.2 In some instances, use word
processing for short narrative and
non-narrative texts.

Presentational Features
14.3 On paper and on screen,
select from different presentational
features to suit particular writing
purposes and the particular text
type/form being used.
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14.1 Students are expected to read works aloud to capture common errors in
punctuation and grammar. They can read aloud to partners or independently.

14.2 Students can use a computer software program such as Microsoft Word
to create a story with words.

14.3 Students are expected to use some appropriate elements of effective
presentation in their finished products, such as print, different fonts, graphics,
and layout (e.g., use drawings, photographs, or simple labels to clarify text).
They are also expected to print legibly, leave spaces between words, and
use captions.

Learning Objectives

Elaboration

Text Types
15. Develop an understanding of
fiction, nonfiction, and poetry
By the end of Year 2, students will
write short texts using several simple
text types and forms:
15.1 Key features of a recount text are outlined in the ASP text type
15.1 Recount text: Create a recount
rubrics.
text that focuses on a personal
experience. The recount text should
include key features of the text type
in accordance with year level
expectations.
15.2 Procedural text: Create a
procedural text that includes “HowTo” instructions. The procedural text
should include key features of the text
type in accordance with year level
expectations.

15.2 Key features of a procedural text are outlined in the ASP text type
rubrics.

15.3 Key features of a narrative text are outlined in the ASP text type
15.3 Narrative text: Create narrative
rubrics.
texts, placing emphasis upon familiar
stories and alternative traditional tales
and ensure that key features of the text
type are included in accordance with
year level expectations.
15.4 Key features of a persuasive text are outlined in the ASP text type
15.4 Persuasive text: Create a
rubrics.
persuasive service announcement.
The persuasive text should include key
features of the text type in accordance
with year level expectations
15.5 Report: Create a descriptive
report that includes key features of the
text type in accordance with year level
expectations.

15.5 Key features of a report are outlined in the ASP text type rubrics.

15.6 Response/Poetry: Demonstrate
the ability to respond to stories from
the same author and to poetry that
follows a pattern.

15.6 In accordance to year level expectations, responses should include
the student’s opinion or feelings about the text, supported text details or
facts, personal connections, and pictures to support the reader.

15.7 Create poetry that captures
patterned language in words.

15.7 Students are expected to engage in patterned poetry through shared
and interactive writing.
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Year 3: Writing
Programme of Study
Learning Objectives

Elaboration

Attitudes & Behaviours
1. Students will work with the
teacher and others in order to
develop their writing
Students are expected to:
1.1 Engage in a variety of
shared, interactive, guided, and
independent writing experiences
by contributing relevant
information and questions to
extend group understanding
of a topic and/or task.

1.2 Select pieces from their
portfolio of writing that meet
established criteria and show
their best work. Students are also
expected to explain reasons for
their selection.
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1.1 Students respond and contribute to writing experiences in multiple ways.
During shared, interactive, and guided writing, students can contribute to the
writing experience through participation in focused partner talk. They can also
contribute to a group’s discussion through sharing ideas, responding to
questions, asking questions, and/or participating across the writing phases
that extend the ideas already presented. Students should also be able to
transfer the lesson’s objectives into their own independent writing, while also
staying on topic for appropriate amounts of time.
Teacher: Sean said that the Turtle Farm is a good local attraction to put in
our Cayman Islands travel brochure. What makes it a place that people want
to visit?
Student 1: I like it because of the water park.
Student 2: Teacher, I read in the newspaper that some people don’t like the
Turtle Farm.
Student 3: Why would someone not like the Turtle Farm?
1.2 In year three, a student’s writing portfolio will have a variety of pieces to
choose from after the first term. Students are expected to be able to discuss
their preferences and explain how their work has met pre-established criteria
for a variety of audiences. Students can share their work with the class during
author’s chair, in a small group, with a partner talk, or during teacher
conferences. Students should discuss their preferences and how their work
meets the criteria.
Teacher: Please go through your portfolio and select your best piece for our
parent/teacher conference coming up next week. Be prepared to explain why
the piece you selected is your best and what you did to make sure it meets the
class criteria.
Student 1: I liked the ‘How to Grow a Bean’ procedure that I wrote because
when I followed the steps it worked. I also liked it because I was able to draw
pictures for each of the steps. I used the class rubric to check and made sure
that I included everything I needed to.

Learning Objectives
1.3 Express a preference for a
variety of print and other media texts
based on independently established
criteria and discuss whether they
are effective.

Metacognition
1.4 Identify some strategies they
found helpful before, during, and
after writing.

Elaboration
1.3 Students can select their favourite text type, form, or genre, explain their
reasons for assigning greater or lesser merit, and discuss whether the text
was effective.
Student 1: I think mystery stories and poetry are the most interesting text
forms to read and write.
Teacher: Can you justify your thinking?
Student 1: I like mystery stories because they are usually scary and you
never know what is going to happen next. I like calligram poetry because
I’m really artistic and I like how the words create pictures.
Teacher: Did the mystery story and the poem that you created have the
effect on the audience that you wanted?
Student 1: Yes. When Anne read my mystery story, she said that she was
not sure who committed the robbery until the end.
1.4 During regular writing conferences, peer discussions, or in the students’
writer’s notebooks, students are to record or discuss at least two new and
interesting strategies they used during the writing process.
During the generating idea phase, students might discuss any one of the
following ideas and how they helped: activating background knowledge
through brainstorms on the topic, partner talk, rapid write activity,
visualization, or using mentor texts to generate an idea.
During the planning phase, students may discuss how they used the
graphic organiser to structure their ideas, how the questions in the R.A.N
chart or K.W.L. chart helped, or how talking with partners helped them plan
their writing.
During the drafting phase, students might discuss how they used linking
words or connectives, how they created some long and short sentences,
or how they used punctuation to improve fluency.
During the revising phase, students might discuss how an anchor chart,
checklist, rubric, exemplar, checkbric, or peer editor help them to revise their
work.
During the editing phase, students might discuss how they spelled words
correctly by using sound/symbol relationships, word walls, theme word
displays, or personal dictionaries.

1.5 Set writing goals by recognizing
and talking about developing their
abilities as writers and illustrators.

1.5 As students become more familiar with assessment as learning, a
greater emphasis should be placed on students setting goals based on
areas of weakness.
Teacher: Now that you have had time to reflect on your persuasive travel
brochure, would you please give me two stars and a wish (goal) for your
next persuasive piece?
Student 1: My title and my hook worked really well, but I forgot a closing.
For my next piece, I’m going to work on including a closing.
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Learning Objectives

Elaboration

Key Understandings
2. Write extended texts
Students are expected to:
2.1 Understand that languages
have different written
communication systems, and
different ways of constructing
meaning.

2.1 Students are to develop an understanding that a word or a sign can carry
different weight in different cultural contexts; for example, certain stories can
be passed on to teach us how to live respectfully. Teachers may want to
expose students to this concept through myths and fables to demonstrate
how stories can convey meaning. Students can provide written responses
in their writing journals to demonstrate their understanding.

3. Vary writing to suit the
purpose and reader
Students are expected to:
3.1 Understand that different text
types vary in their purpose and
organisation through changes in
text and language features. Once
understood, knowledge should
be applied to students’ own writing.

3.1 Students are expected to become familiar with typical organisational,
language, and text features of various text types; for example, recounts,
narratives, procedures, reports, as well as persuasive, explanatory, and
response pieces (for an outline of the typical features of each text type, refer
to the text type section in the Guidance on Writing: Key Stage document).
Students should then begin to apply appropriate features with greater
consistency.
Teacher: I noticed that you have very long sentences in your procedural text.
Look at the sentences in the mentor text, what do you notice?
Student 1: Short sentences are used when directions are given. I’ll change
my sentences.

3.2 Understand and identify some
of the elements and features of
selected media text.

3.2 Teachers are to select at least two media texts and begin to explore their
key elements and features. The teacher should select either:
• A television commercial, and focus on how speech, sound effects, and
moving images are used to sell a product or service;
• A print advertisement, and explore how words and pictures are used to sell
a product or service;
• A television news broadcast, and explore its roles, elements, and features
such as how news anchors report the news, how news reporters report
information about events that have actually happened, and how film or
video clips from real locations around the world are used to illustrate events.
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Learning Objectives

Elaboration

Ideas (AF1)
4. Assemble and develop ideas
on paper and on screen
Students are expected to:
4.1 Generate ideas about potential
topics for a variety of text types
using several strategies including
asking questions to identify
personal experiences,
brainstorming, partner talk, etc.

4.1 Students are expected to generate an assortment of ideas for a variety
of text types. It is expected that teachers will model strategies to support
student learning. Students can generate ideas as a class, in small groups,
or independently. Strategies for generating ideas may include but are not
limited to: formulating and asking questions to identify personal
experiences (for example: answering who, what, when, where, why); using
prior knowledge about a topic or an experience; and/or brainstorming ideas
with a partner).
Teacher: Most of you are at the ‘generating ideas’ phase of the writing
process. I demonstrated how I generated my idea through a quick write
brainstorm when I did a model write for our recount writing exemplar. I want
you to visualize all the things you did during your summer break and quickly
write them down as they come into your mind. We’ll identify which ideas are
worth keeping next class.

4.2 Develop ideas on paper and
use digital forms of communication
to create content that conveys
several experiences with some
detail, or several items of
information with some detail,
related to the topic or task.

4.2 Students are expected to develop ideas on paper and use digital forms
of communication that discuss several events, experiences, or pieces of
information as related to the topic. In essence, students are expected to
develop ideas that have some detail on a particular topic.

4.3 Independently make a decision
about an idea, purpose, and form of
writing for publication.

4.3 By year 3, students should be given opportunities to experience free
writing time to develop their skills. Students will be scaffolded for each
stage of the writing process, but they should be encouraged to make some
of their own decisions about the ideas, purpose, and form of their writing.

4.4 Generate imaginative texts
based on characters, settings, and
events from students’ own and
other cultures.

4.4 Using the structure of a familiar narrative, students are to create an
imaginative text by substituting culturally relevant characters, settings, and
events to modify the story.
For example, a read aloud mystery story that takes place in London may be
used as the model text. Students are then required to substitute the events,
characters, and settings to resemble a story they know from the Cayman
Islands.

4.5 Integrate cross-curricular
content into own writing.

4.5 In some writing, students are expected to integrate content from other
subjects. For example, when writing reports, students can be asked to write
about what they’re currently learning in science class.
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Learning Objectives

Elaboration

Voice (AF1 & 2)
5. Be aware that in some
situations a more formal tone
of voice is used
Students are expected to:
5.1Establish a personal voice in
their writing with a focus on using
conventions, presentation features
and words in interesting ways that
convey their attitude or feeling
towards the subject or audience.

5.1 Through the use of conventions (exclamation marks, dialogue),
presentation features (interesting use of text, layout, font), and interesting
words (carefully selected adjectives, nouns, and verbs), students should
begin to show their attitude or feelings towards the subject or audience. For
example, a student might demonstrate voice by conveying admiration (“he’s
a cool person!”).

5.2 Make attempts to adjust their
voice to meet the needs of a
particular context, purpose, and/or
audience.

5.2 Each text type requires a different voice (see text type rubrics for
examples). For instance, in persuasive writing, the tone is objective and
expert. By year 3, students should be taking on the voice of the text type.
In addition, students should be attempting to change their tone based on the
audience; for example, the language used in a letter to a year 1 class should
be different from the language used when writing to the school’s principal.

5.3 Write from their own point of
view and suggest one or more
possible alternative points of view
about the topic.

5.3 Students can access this objective through teacher prompting. For
example, the teacher can ask the students questions like: “How do you feel
about this topic?” “How do you think your friend feels about this topic?” “How
do you think others in the class feel?” “How can you convey your feelings
to your audience?” and/or “What are some other ways you can convey your
feelings to your audience?”

Learning Objectives

Elaboration

Organisation (AFs 2,3, & 4)
6. Sequence events
Students are expected to:
6.1 Write fictional and non-fictional
texts that sustain a variety of
organisational features based on
the text type being written.

6.1 Students are expected to maintain key organisational features of
the chosen text type. It is important to note that the application of the
organisational features may vary according to each text type. Key
organisational features may include: page and screen layouts, chronological
order, alphabetical order, title, openings and closings, linking words,
connectives, use of different types of diagrams, captions, headings,
bullet points, use of person, and tense.

6.2 Group related material into
paragraphs.

6.2 Students are expected to group ideas or content into simple paragraphs,
including topic sentence, details, and a closing sentence.

6.3 Understand that print forms
and media texts are organised in
ways that help give meaning to
experiences, ideas, and
information.

6.3Through prompting and oral discussion, students are asked to discuss
how organisation helps the reader understand the ideas and information the
author is trying to convey.
Teacher: How does the organisation of your report help the reader
understand the information you want to share?
Student 1: The title helps the reader know what the report is about and the
subheadings tell the reader what each paragraph is about.
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Learning Objectives

Elaboration

7. Plan and review writing,
discussing the quality of what
is written
Students are expected to:
7.1 Use graphic organisers to
identify and order main ideas and
supporting details.

7.1 Students are expected to use organisers to distinguish main ideas from
details and to help generate language for writing. Text and age appropriate
graphic organisers should be supplied and modelled by the teacher. For
example, a narrative organiser may include sections for characters, setting,
problem, and the solution, while a sequential organiser may include headings
such as first, then, next, finally as well as webs and/or Venn diagrams, etc.

7.2 When planning, identify and
share information/features that will
make their own or peers’ print and
media texts interesting or
appealing, as well as identify
what aspects should be omitted.

7.2 There are a variety of ways in which students can share information
with peers. For example, students can respond when making RAN or KWL
charts. Students can also respond during author’s chair and by using familiar
sentence frames.
Student 1: I like the way you drew the dragon breathing fire.
Student 2: My favourite part is when the dog is stealing the meat.
Student 3: I wonder how old you were when that happened.
Another example could be during a writing conference as students
comment on how they tried to use more descriptive words.

7.3 Determine whether the ideas
and information they have gathered
are suitable for the purpose, and
gather new material if necessary.

7.3 Students can demonstrate this objective by using a graphic organiser to
explain their material to a classmate and ask for feedback to identify gaps. If
an organiser is completed effectively, it is likely that the gathered information
is suitable for the purpose.

7.4 During planning, set own
writing goals based on success
criteria.

7.4 To achieve this outcome, it is important for the teacher to introduce
assessment as learning. Assessment as learning is the students’ use of
on-going self-assessment in order to monitor their own learning, which is
characterized by students reflecting upon their own learning and making
adjustments so that they can achieve deeper understanding.

Research
7.5 In a variety of ways and/or
from a variety of sources, gather
information on a topic to support
ideas for writing.
7.6 Record key facts and ideas
in own words; identify titles and
authors of sources.

7.5 A student can gather information from discussions with family and
friends as well as from a variety of texts, including teacher read alouds,
mentor texts, shared, guided, and independent reading texts, chapter
books, multimedia resources, from computers, elders in the community,
and appropriate websites.
7.6 After reading Football, a student makes five jot notes about different
football teams. The student then adds the title of the book and the name
of the author to the class chart, “Books About Sports.”
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Learning Objectives

Elaboration

Revision
Students are expected to:
7.7 Using feedback from the
teacher and peers, identify
elements of their writing that need
improvement with a focus on
content, sequence, and word
choice.

7.7 Through teacher and peer editing, students are expected to modify work
based on feedback. Peer editors can use developed revision checklists to
frame the discussion. Teacher prompting may sound like the following,
Teacher: Does this writing make sense to you?” “Does it say what you
wanted to say?” and/or “Is there a powerful word you can add to make
your work more engaging?”

7.8 Make simple revisions to
improve the content, clarity,
and interest of their written work,
using several types of strategies.

7.8 Students may reorder sentences to present information in a more logical
sequence, add linking words to connect ideas, and/or replace general words
with concrete, specific words/phrases).

7.9 Based on expectations, revise
and edit pieces of writing to meet
class-generated success criteria
and independent writing goals.

7.3 Students are expected to review writing criteria and compare it to their
own work prior to handing in finished pieces. Teachers are encouraged to set
writing criteria before tasks are assigned. See “Assessment as Learning” in
glossary for further information.

Learning Objectives

Elaboration

Sentence Fluency (AF 5)
8. Put ideas into sentences
Students are expected to:
8.1 Write complete simple and
compound sentences that vary in
their beginnings and lengths, and
attempt to write complex sentences.
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8.1 A simple sentence, also called an independent clause, contains a subject
and a verb and expresses a complete thought (e.g., Mark ran to school).
A compound sentence contains two independent clauses joined by a
connective (e.g., My family has six people and we live in West Bay.” A
complex sentence has an independent clause joined by one or more
dependent clauses (e.g., My mom has to drive me to school when I miss
the bus.”

8.2 Use connectives such as
because and so to create
compound sentences that link
two independent clauses.

8.2 Connectives are joining words that are used to connect/join related ideas
in a sentence. They are also called conjunctions.

8.3 Use linking words and/or
phrases to show the passing of
time.

8.3 Linking words and phrases are simple prepositions that support the
passing of time (e.g., first, then, next, after, finally, before, etc.)

Learning Objectives

Elaboration

8.4 Construct sentences in which
the tenses are mostly consistent.

8.4 Students are expected to choose the correct tense, subject to the text
type and text form being written. Tenses include past, present and future.

8.5 Understand subject-verb
agreement, particularly that verbs
represent different processes
(for example: doing, thinking,
saying, and relating) and that these
processes are anchored in time
through tense.

8.5 Students are expected to identify different types of verbs and the way
they add meaning to a sentence. Explore “doing” verbs (e.g., running,
breathed, etc.) and “saying” verbs (e.g., ask, reply, say, demand, etc.) in
narrative texts to show how they give information about what characters do
and say. Explore the use of “sensing” verbs (e.g., see, looked, heard, etc.)
and how they allow readers to know what characters think and feel.
Explore the use of “relating” verbs (e.g., am, is, are, was, were, be, etc.) in
constructing definitions and descriptions. Learn how time is represented
through the tense of a verb; for example, ‘She arrived,’ ‘She is arriving,’
and adverbials of time like ‘She arrived yesterday’ and ‘She is arriving in
the morning.’

9. Learn the connections
between punctuation and
sentence structure, intonation
and emphasis
Students are expected to:
9.1 When appropriate, use a
variety of sentence types in their
writing, including questions,
statements, and exclamations.
9.2 Use words and sentences that
have particular emotional effects.

9.1 Students should be encouraged to use a variety of sentence types. It
is important that the teacher models when a change in sentence type is
appropriate.
9.2 As students hear or notice new words that they find interesting or
effective (such as giggle, bizarre, soft as a cloud, and shimmer) in oral,
print, and other media texts, they should add them to a class word wall,
class word chart, or personal word list. They can then use the words in
their own writing.
Student: I wrote ‘My baby brother cried so hard that the dog woke up,’
because I wanted to show how loud he cried.
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Learning Objectives

Elaboration

Word Choice (AF 7)
10. Use an adventurous and
wide-ranging vocabulary
Students are expected to:
Vocabulary
10.1 Use adventurous word choices
to elaborate upon ideas and create
particular effects in print and media
texts.

10.1 When writing, students can choose interesting descriptive words or
phrases from categories on class wall charts (word walls, anchor charts,
word trees, etc.) and mentor texts (e.g., walking words, talking words, size
words, scary words).

10.2 Effectively use environmental
print, literature, and other class
resources to assist with word
choices, word meanings, and/or
to confirm spelling. (Year 2
outcome/Mod)

10.2 When spelling unknown words, students can use environmental print
(word walls, anchor charts, word trees, personal word lists, picture
dictionaries, etc.) to help support correct spellings and word meanings.

10.3 Select and use a range of
technical and descriptive
vocabulary that may be
derived from other subjects.

10.3 Students can use technical vocabulary learned in other subject areas;
for example, if a student is learning about plants in science, he/she can use
terms like leaf, stem, and root when writing a report.

10.4 Explore and begin to use
simple written language features such
as alliteration, onomatopoeia, rhythm
and rhyme to support meaning and
shape the reader’s reaction to poetry
and prose.

10.4 Students can begin to use simple alliteration (e.g., Lisa’s lizard likes
leaping lions) and onomatopoeia (words that mimic the sound of the object
or action of reference, e.g., SQUAWK!). Rhythm and rhyme in poetry are
created by using words that produce the same or similar sounds. Rhythm
and rhyme together refer to the recurrence of similar sounds in poetry.

Parts of Speech
10.5 Appropriately use parts of
speech to communicate meaning with
clarity and impact.

10.5 Students are to focus on the use of: proper nouns for local, regional,
and national place names, as well as holidays; personal object pronouns
(me, you, him, her, us, them); adjectives to describe a noun; and verbs in
the simple present and past tenses.

10.6 Extend ways of expressing
10.6 Modal verbs are auxiliary verbs (helping verbs). They express such
opinions by including modal verbs and things as possibility, probability, permission, and obligation. Students are
adverbs.
expected to explore examples of language which demonstrate a range of
feeling and position, and build a vocabulary to express judgments about
characters or events (e.g., can, could, might, may, must, should, will, would
and shall are modal verbs).
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Elaboration

Conventions (AF 6 & 8)
11. Learn how punctuation helps a
reader understand what is written
Students are expected to:
Punctuation
11.1 Use punctuation to communicate
intended meaning with a focus on the
use of full stops, question marks, or
exclamation marks to end sentences.

11.1 Students are expected to use sentence ending punctuation with
consistency.

11.2 Use commas to separate items
within lists and begin to use commas
to mark pauses.

11.2 Students are expected to use commas in lists (e.g., “My dog is brown,
fat, tall, and cuddly”). Students should begin to use commas to mark pauses
(e.g., This morning, I went to the park).

11.3 In some writing, recognize and
make some attempts to use quotation
marks.

11.3 Students are expected to begin to use quotation marks in narrative
through the use of dialogue between characters.

Capitalisation
11.4 In own writing, use capital letters
at the beginning of sentences, for
proper nouns, and for the pronoun “I.”

Learning Objectives

11.4 Students are expected to use capital letters at the beginning of
sentences, for proper nouns (e.g., Cayman Islands, Savannah,
West Bay, etc.), and for the pronoun “I.”

Elaboration

12. Recognise words with common
spelling patterns
Students are expected to:
Spelling Familiar Words
12.1 Use their visual memory and/or
phonetic knowledge to spell personal
vocabulary and high-frequency words,
including many of the words from high
frequency word lists 1–4 and some
from lists 5 and 6.

12.1 Students are to use visual memory to recall high frequency words
(see high frequency word lists for examples). Students should also use
their phonetic knowledge to spell personal vocabulary (e.g., home
address, family member names, words from word walls, key words
from mentor texts, etc.).

Spelling Unfamiliar Words
12.2 Spell polysyllabic words
correctly using a variety of strategies
that involve understanding phoneme/
grapheme correspondences, word
families, and generalisations about
spelling.

12.2 Students are expected to use strategies to spell polysyllabic words
(any words with more than one syllable). Strategies include spelling words
out loud, segmenting words into clusters of letters to hear onset and rime,
sorting words by common sound patterns and/or letter sequences,
linking letters to words, and following rules for adding endings to base
words when the spelling doesn’t change.

12.3 Recognise a range of
morphological rules including
prefixes and suffixes, how they
modify meaning and spelling, and
how they assist in decoding and
encoding long and complex words.

12.3 Students are expected to be able to add prefixes and suffixes to words
they can already spell correctly. They are also expected to be able to break
up words into their root words to assist with spelling.
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Elaboration

Presentation (AF 9)
13. Learn howto form lower and
upper case letters
Students are expected to:
Punctuation
13.1 Throughout the text, students are expected to form letters that maintain
13.1 Apply correct letter formation
while maintaining consistent letter size consistent size and proportion.
and proportion.
13.2 Apply effective and consistent
spacing within and between words.

13.2 In print and on screen, students are expected to use consistent spacing
within and between words.

14. Learn the importance of clear
and neat presentation in order to
communicate meaning effectively
Students are expected to:
Proofreading
14.1 Proofread and correct their
writing using a simple checklist or a
few guiding questions developed
with the teacher and posted for
reference.
Word Processing
14.2 Develop accuracy and speed
when using keyboard skills to type,
edit, and re-draft.

Presentational Features
14.3 Use some appropriate elements
of effective presentation in the finished
product, including print, different fonts,
graphics, illustrations, and layout.
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14.1 Guided questions may include: Does each sentence make sense?
Are the ideas and information presented in logical order? Does each
sentence begin with a capital letter and end with a period, question mark,
or exclamation mark? What resources can I use to check the spelling of a
word if it doesn’t look right?

14.2 By year 3, students should be given opportunities to write text on
computers. Through teacher modelling, students are to develop the
necessary keyboard and word processing skills to edit and redraft their
work.
14.3 Elements of effective presentation can include but are not limited
to legible printing, spacing, margins, varied print size, and colour for
emphasis; wrapping text and images for effect; including a simple labelled
diagram in a report; and/or supplying a caption for a photograph or
illustration).

Learning Objectives

Elaboration

15. Develop an understanding of
fiction, nonfiction, and poetry
By the end of Year 3, students will
write short texts using several text
types and forms:
15.1 Recount text: Create a
personal narrative that recounts a
personal incident or event, including
how they felt about the experience.
The recount text should include key
features of the text type in
accordance with year level
expectations.

15.1 Key features of a recount text are outlined in the ASP text type rubrics.

15.2 Procedural text: Create a
procedural text that includes “HowTo” instructions. The procedural text
should include key features of the
text type in accordance with year
level expectations.

15.2 Key features of a procedural text are outlined in the ASP text type
rubrics.

15.3 Narrative text/Drama: Create
narrative texts, placing emphasis
upon adventure and mystery stories
and ensure that key features of the
text type are included in accordance
with year level expectations.

15.3 Key features of a narrative text are outlined in the ASP text type rubrics.

15.4 Key features of a persuasive text are outlined in the ASP text type
15.4 Persuasive text: Create a
persuasive brochure. The persuasive rubrics.
brochure should include key features
of the text type in accordance with
year level expectations.
15.5 Report: Create a descriptive
report that includes key features of
the text type in accordance with year
level expectations.

15.5 Key features of a report are outlined in the ASP text type rubrics.

15.6 Response: Demonstrate the
ability to respond with diary entries.

15.6 In accordance to year level expectations, responses should include
the student’s opinion or feelings about the text, supported text details or
facts, personal connections, and pictures to support the reader.

15.7 Poetry: Create calligram poetry. 15.7 A calligram is a poem, phrase, or word in which the typeface,
calligraphy or handwriting is arranged in a way that creates a visual image.
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Cayman Islands High
Frequency Word List
As students develop their visual memory, they are expected to accurately write
high-frequency words with greater accuracy. The 290 words included in this document
represent the most frequently occurring words in most writing. Combined, they make
up approximately 73% of the words in an average text. The words in each list have
been arranged in alphabetical order and put into lists according to how often they are
used. High Frequency Word List 8 is an alphabetical list of an additional 55 commonly
misspelled words.

High Frequency Word List 1 (10 words - 25% of writing)
a

I

it

the

was

and

in

my

to

we

High Frequency Word List 2 (20 words - 15% of writing)
at

had

of

that

up

but

he

on

then

went

for

is

she

there

when

got

me

so

they

you

High Frequency Word List 3 (30 words - 10% of writing)
about

be

go

into

our

after

because

going

just

out

all

came

have

like

said

are

day

her

mom

some

as

down

his

not

were

back

get

home

one

with

High Frequency Word List 4 (50 words - 10% of writing)
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again

do

next

people

time

an

first

night

put

took

around

food

no

ran

two

big

from

now

saw

us

by

good

off

school

very

can

has

old

see

well

come

him

only

started

what

could

house

or

their

will

dad

if

other

them

would

did

little

over

this

your

High Frequency Word List 5 (50 words - 5% of writing)
am

door

last

once

through

another

everyone

away

family

left

play

told

log

really

too

bed

five

looked

room

walked

been

found

made

something

went

before

friend

man

still

way

best

fun

more

thing

where

brother

heard

morning

think

which

called

here

name

thought

who

car

know

never

three

year

High Frequency Word List 6 (70 words - 5% of writing)
also

even

its

much

tell

always

every

it’s

nice

ten

asked

eyes

I’ll

opened

top

black

fell

I’m

outside

town

boy

felt

jump

place

tree

bus

find

know

ready

turned

cat

four

later

ride

until

coming

gave

life

right

wanted

cool

getting

live

run

water

dark

great

lot

say

while

decided

head

lunch

sister

why

dog

hit

make

sleep

window

eat

how

minutes

suddenly

woke

end

inside

most

take

yes

High Frequency Word List 7 (60 words - 3% of writing)
any

each

ground

money

soon

baby

ever

guard

mother

stay

bad

everything

hand

myself

stop

ball

face

happened

new

swimming

being

fast

happy

parents

tea

bit

father

help

picked

than

boat

few

hole

playing

tried

bought

finally

hot

presents

under

camp

finished

hour

road

wait

dead

game

left

side

won

died

girl

look

small

work

doing

gone

many

sometimes

world
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Frequently Misspelled Words List 8 (55 words)
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allowed

couldn’t

favourite

luckily

they’re

awhile

didn’t

field

nearly

threw

believe

different

friends

police

tomorrow

breakfast

disappeared

front

present

video

brought

doesn’t

grabbed

probably

wasn’t

cannon

dollars

having

quiet

watch

can’t

don’t

holidays

scared

weren’t

caught

everybody

hopped

second

we’re

centre

everyday

hospital

someone

whole

chocolate

everywhere

instead

stopped

won’t

clothes

excited

lightning

straight

you’re

Trait-Based Teaching
Possibilities: KS1
The trait-based teaching possibilities that you will find in this section are mini lessons/
activities that can be used to teach specific trait skills. The activities are organised
by trait and are designed for students in key stage one. The teaching possibilities
are a compilation of engaging activities that have been sourced from expert teachers
around the world. The list below is by no means comprehensive, and will be
expanded upon as new ideas are created. It is also important to note that the
teaching possibilities are not mandatory; rather, they are a resource for teachers
to draw upon when the need to teach a specific trait arises. The activities are not
designed to stand alone as lessons, nor are they designed to fill a literacy block. The
trait-based teaching possibilities are a resource meant to enhance the effectiveness
of the system’s writing programs.

Ideas (AF 1)
Topic Pocket – Provide each student with a large envelope. The envelope is their
“pocket” for tucking away good topics to use for writing. In their “pockets,” students
can collect drawings, notes, photographs (from newspapers, magazines, home
photos, or school photos). Students can have one “topic pocket” per text type or one
“topic pocket” for all. Some ideas for topics include: favourite foods/places, field trips,
walks around the school, favourite story characters, things they like to cook, insects,
animals, habitats, ecosystems, healthy food choices, local attractions, post-cards,
notes, etc. During writing time, students can look through their “pockets” for ideas to
write about.
Recount Idea Generation with Photos - Ask students to bring in five family
photographs. Engage students in “partner talk” to discuss the memories, events,
and feelings associated with their photographs. After sharing with a partner, students
share their memories with the class while the teacher records student ideas on
chart paper to create an anchor chart. Display the completed anchor chart on the
classroom wall so students can reference it when choosing a topic to write about
during independent writing time.
Favourite Places - Invite students to think about places they love to go (e.g.,
the beach, their grandparents’ house, the park, their tree house, church, the pool,
dance lessons, the agriculture show, the farm, the supermarket). Make a list of
favourite places they have been and things they did there (e.g., supermarket – got a
cart, walked around the store, picked my favourite foods, went to the checkout line).
Display this list so students can reference it when choosing an idea for their
recount text.

53

Finding the Small Moment - Use a mentor text to demonstrate to students
how to narrow in on a small moment. Through modeled and shared experiences,
have students discuss an event and break it down from the big event to the small
moment, and finally add 3 to 4 details of the small moment (e.g., instead of
discussing a whole day at an amusement park, focus on the small moment of
riding the rollercoaster). Suggested Mentor Text: Rollercoaster by Marla Frazee.
Identifying the Who, What, Where, When, Why, and How - Have students
complete the chart with picture details and key words to answer the: who, what,
where, when, why, and how questions. Students can then use this pre-writing tool
to help generate a narrative or recount text.
Who

What

When

Where

Why

How

Picture
Key Words
How-To (Procedural) Topic Selection - As a class, generate a list of things
the students know how to do. Some examples might be: how to make a cheese
sandwich, how to tie shoe laces, how to walk to the school office, how to plant a
seed, how to make popcorn, how to wash their hands, etc. Examine topics from the
class list and use a “think aloud” strategy to narrow down a single writing topic.
Express feelings and reasons for selecting the topic. For example, “I see the topic
of making popcorn on our idea list that we made yesterday. My friend Jaheim
added that to our list yesterday. I don’t think I should pick that topic today because
I have not made popcorn in a very long time. It might be too hard for me to think of
details. But, I did walk to the office this morning to hand in our attendance sheet.
That is a better topic for me to choose today.”

Things we know
how to cook
Cheese
Sandwich

Office

Popcorn

Lunch room

Peanut Butter
& Jelly
Sandwhich

Playing Field

Jello

Bathroom

Fruit Salad
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Places we go
around the
school

Persuasive Heart - In writing journals, students draw a heart and list issues that are
important to them inside the graphic. Teachers can prompt students with the question,
“What is happening in the community that you wish you could change?” Students can
take their hearts with them on a community walk or a walk around the school to add
ideas. Students can then refer to this graphic when looking for persuasive topics to
write about.
Class Surveys - Complete a class survey to collect data on a topic (e.g., what is the
best pet, how long should the school day be, what is the best colour, best local
attraction, best restaurant, etc.). Students can then meet with other students who
had similar answers. As a group, they can make a list of all the reasons why they
chose their answer (e.g., dogs are the best pet because they are playful, they protect
your home and you can take them for walks; Rum Point is fun because you can snorkel
in the clear water). Groups then share their ideas with the class.
Fact vs. Opinion - Have students identify statements that are facts and statements
that are opinions. After modeled examples, students can work in small groups to sort
statements into two columns – one for facts and one for opinions (e.g., red is the best
colour ever, dogs have teeth). This can be extended by choosing one topic (e.g.,
animals) and providing students with a T-Chart sheet with opinions labeled on one side
and facts labeled on the other. Students add a specified number of facts and opinions
to each side. Once complete, compile the pages into a class book.
The Best Poem - Students think of something or someone they think is the “best”
(e.g., restaurant, local attraction, pet, etc.). Students generate reasons why this
person or thing is the best and turn their brainstorming into a List Poem (see example).
Suggested mentor text: Red is Best by Kathy Stinson.
Talk Time - After a shared procedural experience (a walk around the school, baking a
cake, making popcorn, washing hands, lining up for lunch) have students work with a
“talk partner” to discuss one or all of the aspects of the shared experience (e.g., what
materials they used, what they did first, second, third, last). After the pairs finish their
“talk time,” they will begin to draft their writing together, using pictures and/or word banks
for support.
Generating Questions - Read a variety of non-fiction books in Question and Answer
format. Have students think of a topic they would like to know more about (e.g., type of
insect, animal, habitat, etc.). As a class, generate a list of questions about the topic (e.g.,
Where do sharks live? What do sharks eat? How do sharks breath?). Students can use
these questions to guide their research, and even work towards compiling a class book
on the topic.
Think it Over - Students write their proposed topic on an index card. They think about
the topic overnight, talk to as many people as possible about the topic, and come back
the next day prepared to start their writing.
Picture-Prompted Writing Practice - Provide a source of magazine pictures, photos
of the class involved in projects and trips, art prints, newspaper clippings, images from
calendars, post-cards, etc. Allow students to use the picture prompts as inspiration for
ideas. If students are studying a particular theme or topic, create an alphabetized file
with pictures related to the topic.
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That’s Amazing! (Fact Book) - Each day, students use
non-fiction texts, computers, or provided fact cards to find one
interesting fact to add to their own personal mini-book. Students
can share their fact books with peers. Encourage students to give
their book catchy titles. Teachers may want to start this as a whole
class book and eventually progress to students creating their own
individual books. Suggested website: www.greatfacts.com.

Voice (AF 1, AF 2)
Author Study - Over a period of time, read a variety of books by the same
author that demonstrate a strong “voice.” Talk to the students about what makes
this author’s work special, or what gives this author’s texts “voice.” Discuss with
the class how they would describe the author’s writing (e.g., illustrations, type of
font, one word sentences, noisy words, punctuation, vocabulary). Reinforce that
“voice” includes writing something you care about and helping a reader know that
YOU wrote the story. “Voice is like your fingerprint – it is unique to who you are.”
Some examples of authors with strong voices include Mo Williams (Don’t Let
the Pigeon Drive the Bus, The Pigeon Wants a Puppy), Robert Munsch (Paper
Bag Princess, Mud Puddle), Nicola Davies (Surprising Sharks, One Tiny Turtle),
Doreen Cronin (Diary of a Worm, Diary of a Spider, Diary of a Fly), Melanie Watt
(Scaredy Squirrel, Scaredy Squirrel at the Beach).
Colourful Moods - Students participate in making a list of all the moods they
can experience throughout the day. Discuss what colour the students would pair
with each mood. For example, “Yesterday I had the blues. I felt sad. Yesterday I
had the greens. I felt ill. Yesterday I had the reds. I felt angry.” Students can be
challenged to include a reason as to why they felt the way they did; for example,
“Yesterday I had the blues. I felt sad because I lost my favourite toy. Yesterday I
had the greens. I felt sick because I ate too much cake.” Students can then work
towards writing their own version (see examples below). Suggested mentor text:
Yesterday I Had the Blues by Jeron Ashford Frame.
Yesterday I had the blues		
Yesterday I had the yellows
Sad					
Happy
Lost toy				Sunshine
Fell down				Playtime
No friends				Fishing trip
Yesterday I felt blue			
Yesterday I felt yellow
Attitude & Voice - On the board, list several topics and corresponding attitudes
(e.g. Going into the treasure box - happy; Going on a field trip - excited; Losing a
toy - sad). Have students complete a quick write or journal entry for each topic,
showing the indicated attitude with their word choices, conventions, and
presentation.
Autobiography of Things - Collect an assortment of “things” (e.g., a shoe, a
piece of fruit, a pencil, etc.). Instruct students to imagine the life story of each
of these “things.” Students will take on the role of the “thing” and describe the
journey from the store to the thing’s new home. Personify the “thing” and tell its
story like an autobiography (e.g., Shoe – I sat in a box, then someone tried me
on with their smelly feet that were too big. I went back in the box. Then someone
else came and I fit just right!).
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Student Exemplars - Collect pieces of student work that demonstrate exemplary
voice. Read the texts with students and discuss how the author demonstrates the use
of voice in his/her writing.

Organization (AF 2, AF 3, and AF 4)
Title Generation - Using photographs from students or given by the teacher,
brainstorm (as a class) possible titles for each picture. As an extension, after the
modeled or shared lesson, students can work in small groups to match titles with
appropriate pictures. This activity can be adapted for each text type.
Title Sort - Examine a variety of titles from related texts (i.e. autobiographies, news
headlines, non-fiction books). Have students sort titles to identify which ones caught
their attention and which ones didn’t. Create an anchor chart for students to refer to
when writing their own title for their text. This activity can be adapted for each text
type.
Labels vs. Titles - Explain to students that authors use titles to catch people’s
interest as well as to tell a little about the story. Discuss the difference between a
title and a label. Create a list of a few labels, and as a class think of titles to go with
the labels. This activity can be adapted for each text type.
Label
My Trip to the North Pole
Our Dog
My Day at the Beach

Title
The Polar Express
Good Dog, Carl

Fruit Salad
Iguanas
The Best Pet
Ingredients for a Story Title - Explain to students that one way to think of a title is
to use a name of a character, words from the story, and a place in the story. Examine
books found in the classroom and see how many titles fit this formula (e.g., Fancy
Nancy and the Mermaid Ballet by Jane O’Connor; Scaredy Squirrel Goes Camping
by Melanie Watt; Alexander and the Terrible, Horrible, No Good, Very Bad Day by
Judith Viorst; Class Two at the Zoo by Julia Jarman).
Great Openings - Examine the opening of a mentor text with a particularly
catchy hook. Work together as a class to examine what the author did to make the
introduction catch the reader’s attention. Have students then attempt to write their own
version around a particular topic. Students can work in small groups, with a partner, or
independently if they are ready. Suggested report mentor text: Surprising Sharks by
Nicola Davies. This activity can be adapted for each text type (see appendix for list of
mentor texts for each text type).
57

Bait the Hook - Write a simple opening that lacks a hook such as, “Bats are interesting
animals.” Through modeled writing, introduce students to a hooking strategy that can be
written at the start of the opening to make it more interesting. The teacher can complete
this over several days by introducing a new hooking strategy each day. Hooking
strategies, depending on the text type, may include: a question; a noisy word; a list
of adjectives; words in capitals, bold or italics; dialogue; an interesting fact; a vivid
description.
A Variety of Closings - Read a variety of texts to your students (with a focus on a
particular text type) and have them analyze how the author ended the text. Depending
on the text type, a text may end by:
• Telling how they felt about the event
• Telling what they learned from the episode
• Telling what was accomplished
• Using a universal word (such as all, everyone,
every day, always, the world, etc.)
• Making a comparison

• Circling back to the hook (opening)
and using the same form to close the text
• Asking the reader a question
• Inviting the reader to learn more
• Offering the reader advice
• Reminding the reader of the main points

Together with the class, make an on-going anchor chart of techniques for closings that
students can reference. Refer to the anchor chart when reviewing students’ work in
guided writing, conferences, or author’s chair activities. This activity can be adapted for
each text type.
Text Deconstruct - Students read a teacher-created anchor text that includes a variety
of linking words related to a specific text type (e.g., “first,” “then,” “next,” “finally,” “at age
6,” “later that year,” etc.). After reading, students highlight the linking words they can
identify. Generate an on-going anchor chart that students can reference when writing.
Text Reconstruct - Students work in small groups to put together the pieces of a
specific type of text. Students use their knowledge of the organisation of the text type
as well as the contextual clues to reconstruct the full text.
Recount Sequencing Cards - Students use separate cards, each containing a picture
and a few words for each stage of a big event. Students discuss the pictures/phrases
on the cards and then sequence the cards (see “Birthday Party” example below).
Students can then select a single card to narrow in on a small moment and provide
details about that moment. For example, “I liked opening my presents the best. First,
I opened a big pink present. It had a white bow and was from Sam. Then, I opened a
Polly Pocket. It was from Dontae. Finally, I said thank you to my friends. I was excited
opening my presents.”

Played
Games
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Unwrapped
Presents

Had
Birthday
Day Cake

Went
Home

Mapping out a Procedure - After a shared procedural experience, such as baking a
cake or walking to the playground, draw the main steps on a three to nine square
storyboard graphic organiser (depending on ability and amount of detail needed) and
add sentences/labels to describe each step. Students can then use this organizer to
guide the writing of their full procedural text.

Pocket Research Folder - Teachers prepare tri-fold research folders with 3 pockets
inside. On the front of the folder, students record their selected topic (e.g., “Tigers”).
Inside the folder, students label each pocket with the sub-topics they will research
(e.g., habitat, diet, appearance, etc.). During non-fiction reading, students will identify
important pieces of information, record important facts in their own words on a strip of
paper, and add it to the appropriate topic pocket. The notes in each pocket serve as the
ideas/content for each paragraph of the text.

Sentence Fluency (AF 5)
Bump it Up - During a shared writing lesson, the teacher and students edit and revise
a passage that has many short, simple sentences that all start with the same pattern.
The students are asked to revise and edit the passage and to identify the strategies
used (e.g., combine sentences, use connectives, change sentence starters, change
word order). Re-write sentences as a class to “bump up” the quality. “Bump it Up”
activities can be adapted for each of the traits of writing.
5W’s Sentence Expansion - Give students basic sentences that they can expand
with more details relating to who, what, where, when, why, and how. For example,
“We walked” can be expanded to, “My brother and I walked to the store yesterday
afternoon for a snack.”
Who?
What?

Where?
We
walked.

How?

When?
Why?

Role Play/Simon Says with Nouns and Verbs - Have students link verbs to actions
through role play. Teacher shouts out a verb and students act out the verb. When a
noun is called students realize no action can be taken.
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Present and Past Tense Verbs - Create an anchor chart in a t-chart format that
shows present tense verbs and their past tense correlations. Read a mentor text and
have students place verbs in the appropriate column.
Time Warp - In a guided or shared setting, write three simple sentences in the
present tense. Working with the students, identify the verbs within each sentence
(one sentence at a time) and have students change the sentences into the past tense.
Fluency Phones - Using whisper phones, have students re-read their writing
and listen to see if their writing flows together.
Slinky City - When reading a text, use a slinky to demonstrate the difference between
a short sentence and a long sentence. As you read each sentence aloud, have the
students stretch their slinky to match the length of each sentence (e.g., keep slinky
together for short sentences, stretch it out for long sentences). After reading, discuss
the length of the sentences that were just read. Were all sentences short and snappy?
How long was the longest sentence? Why is it important to write sentences of different
lengths?
Which is Better? - Ahead of time, write two versions of the same, simple text.
For example:
1. We went to the beach. It was sunny. It was warm. We had fun. We flew
kites. We ate snacks.
2. We spent a warm, sunny day at the beach. When we got hungry we had a
snack. Later on, we flew kites high in the sky. It was a great day!
Explain to students that one way to make writing interesting is to write sentences
that sound different from each other. We can do this by beginning our sentences
differently and making some sentences long and others short. Read text #1 aloud.
Ask the students about the writer’s long and short sentences. What does the writer
need to increase/decrease? In a subsequent session, reread the story and underline
the first word of each sentence. Did the writer do a good job of beginning the
sentences differently each time? In additional sessions, examine the sentences in
text #2. Guide the students to see that the author of text #2 does a better job of writing
interesting sentences. The text that is chosen for examination can be adapted for the
different text types.
Combining Sentences - The teacher writes several short sentences on the board
(e.g. I have a dog. He is mean. He bites.). Ask students to point to any sentences that
start with the same word or words. Remind the students that authors avoid using the
same word over and over. Show the class how to combine little sentences that all start
with the same words by using the word and (e.g. I have a dog. He is mean and he
bites.). Repeat using different sentences and by asking a student to combine the
sentences orally or by writing them on the board. In a subsequent session, review
combining sentences and then have students work in groups to combine sentences
written on sets of index cards (I like cats. I like big cats. I like small cats. ). Students
can combine the sentences orally using the word and, and then record the sentences
on a small white board.
Sentence Scales - To encourage students to write compound sentences, use the
sentence scale. Write two independent clauses on each end of the scale. At the fulcrum
of the scale, change the full stop into a connective (e.g., “and”) and discover the
compound sentence.

I like French fries, and I like pizza
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Conventions (AF 6 & AF 8)
Bubble Gum Writing /Say it Slowly- Stretch out the sounds of a word, similar to
stretching out a piece of bubble gum, by saying the word slowly and listening for the
sounds. Have students tell the teacher or a partner the sounds that they hear. The
teacher can record the heard sounds or the students can record them on individual
whiteboards or together as a class.
Wordless Books - Use a wordless book and have students write one sentence that
describes each picture, focusing on using a capital letter at the beginning of the
sentence and a full stop at the end. Suggested mentor text: Tuesday by David
Wiesner.
What’s Missing? - During the morning message, leave out a form of punctuation,
such as full stops, question marks or exclamation marks. Read the message without
the punctuation and ask students what is missing. The teacher can then say, “I need
all of you to act as my partner today. Help me figure out where I need punctuation end
marks to break up my ideas. I want my message to say… (re-read it with pauses and
intonation). Now, turn and talk with your partner about where I should put punctuation
so my words match my thinking.” Students can use red circle stickers or magnets to
place full stops in the morning message and can work together to determine where the
punctuation belongs. Have students add the punctuation in the correct place. Students
can also use a red crayon or stickers when writing in their journals to mark their full
stops at the end of sentences.
Looking for Punctuation Patterns - During the morning message, students can
count the number of full stops and capital letters they see and determine if a pattern
between the two exists.
Punctuation Traffic Light - Introduce students to the Punctuation Traffic Light and
apply in shared writing sessions. Green means Go: Use a capital letter; Red means
Stop: Use a full stop.
Pass It Back - Have students sit in lines of 3. The first student is responsible for
finding the missing capital letters, the second student is responsible for fixing the
spelling mistake(s) (CVC, high frequency, word wall words), and the third student is
responsible for adding punctuation. Prior to the lesson, prepare sentences of various
types (e.g., declarative, interrogative, exclamatory) on sentence strips with the above
mentioned mistakes. Give the first student a marker and the sentence strip. Have the
student make his/her corrections and then pass the strip back to the next student in
the line. Have one student in each line present the changes he/she made to the
sentence. Have students change roles after each round.
Daily Editing Practice - Daily practice of editing 2 or 3 sentences that contain
mistakes of grammar, capitalization, punctuation, and spelling. The sentences may
also contain one or two new words for vocabulary development. Sentences can be
random or part of an on-going text.
Words on the Word Wall - During modeled writing, the teacher uses a think aloud
strategy to demonstrate how to use the word wall when writing a tricky word. For
example, “I want to write ‘I am happy’ but I am a bit unsure of how to spell happy. If I
sound out happy I know that it starts with the ‘h’ sound so I will look on the word wall
under ‘h’.”
Spelling by Analogy - Teach students to spell new words by listing word families,
substituting onset (e.g., changing “cat” to make it say “hat”) and substituting the rime
(e.g., changing the ending of “hop” to “hot”).

61

Word Choice (AF 7)
Word Exchange - Read an exemplar text and replace common words with stronger
word choices (e.g., I went up the hill can be replaced with I climbed the hill.)
Tired Words - Label a poster with a “tired word” like “good.” Have students brainstorm
words they can use instead of the word “good.” List these words on the poster and
display it in the classroom so that students can reference it when writing. Continue the
process in subsequent lessons for other “tired words” like bad, mad, sad, said, or any
word that students overuse. Alternatives to posters include index cards attached by a
key ring (students can bring it to their desks to flip through and decide which word fits
their writing best) and pockets with multiple copies of the adventurous word.

Fill-in-the-Adjective/Verb/Noun/etc. - Prepare sentence strips that have a blank where
the adjective belongs. Have students discuss what adjective could be used to
fill in the blank.
Words that Sparkle - When reading a mentor text, have students identify words that
“sparkle.” Create an anchor chart of these sparkly words and post it in the classroom.
Additional sparkle words can be added to the anchor chart throughout the year (chosen
from mentor texts and students’ own writing). Suggested mentor text: Fancy Nancy by
Jane O’Connor.
Stretch It - Give pairs of students a sentence strip with a basic sentence such as,
“The dog was hungry.” Have students discuss how to make the sentence more
colourful (e.g., “The angry dog was very hungry for his tasty bone”). Allow students
the opportunity to make their changes on the sentence strip with revising marks (e.g.,
word insertion ^).
Guess the Word - Use a big book filled with excellent word choices. Cover up the
colourful words with sticky notes and as you read the book to the class, have the
students guess what the covered word might be. Write those words down and then reveal
the covered word. See appendix with suggested mentor texts.
Vivid Imagery - Select a text that has particularly powerful word choices. Read it
aloud, and ask students to listen carefully to what the author(s) have done to create
powerful images (adjectives, adverbs, figurative language). After reading the text aloud,
ask students which images are the most powerful and why. Read sections of the
thimeext again while students visualize. Students then choose to use a particular
passage to create their own illustration to go with the text.
Content Words - Show students sentences on a certain topic, for example: “Lions live in
the jungle. They roar. They have fur and whiskers. Lions have claws and sharp teeth to
hunt other animals.” Ask students, “What is this writing about? That’s right, lions. Which
words are about lions?” Underline the words as students find them. Tell students these
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words are called content words, which are words that are specific to the topic. Share
samples of students’ writing. Ask students to identify the topic and the content words.
Class Content Word List - When teaching a thematic unit or after a shared experience
(e.g., field trip, assembly, class visitor), create a “content word” classroom chart for
writers to use as an editing resource.
Science Journals - Keep a journal near a plant, class pet, or other class science
object in the room. Spend five minutes during the day to add observations to the journal.
Date each entry and enter student observations. Targeted skills could include using
adjectives (e.g., “The stem is green”), making comparisons (e.g., “The plant is longer
than a pencil”), or including subject-specific vocabulary (e.g., “The sun is shining on
the plant. The plant will use this energy from the sun to make its own food”).
Mystery Bags - The teacher models the use of descriptive language by putting one
hand into the bag. Choose one object to feel and tell the class what you feel (e.g., soft,
fluffy, light). Once you think you know what you are feeling, say the object’s name out
loud: “I think this is a cotton ball.” Pull the object out of the bag to show/confirm what it
is. Have a few students come up and demonstrate the activity to the class. Start a list
of items as well as the words used to describe the objects. If ready, provide students
with a blackline master chart and have them continue the activity in pairs or in guided
groups.
Descriptive Attributes - Provide students with clipboards and a list of
descriptive attributes (size, shape, colour, number, movement/action,
texture, smell, weight). Read through the list together and discuss.
Model one or two sentences on your clipboard using descriptive
attributes. For example, “When I look at this list, the attribute ‘texture’
caught my eye. Let me find something in this room that has a texture I
can describe. I know! The carpet. The carpet feels a bit fuzzy to me. I
will use that word in my sentence to describe the carpet.” After
modelling, take a “trip” around the classroom, school halls, or school
yard, using words or phrases from the list, and have students write
descriptions of what they observe. After the “trip,” gather back together
and share some words or phrases, organised by attribute (shape,
colour, number, etc.).

Item

Description

Cotton ball

Soft, fluffy

Descriptive Attributes
Size - measurments, larger, as big as, as small as...
Color - red, blue, green yellow...
Shape - round, square, triangular...
Movement - fast, slow, gliding, hopping...
Texture - smooth, rough, bumpy, soft, slippery...
Number - many, some, several...
Smell - smoky, fresh, floral...

For example;
• Colour – brown bulletin board, yellow slide, green leaves
• Shape – round stone, square table, rectangular sand box

Presentation (AF 9)
Word Spacers - Make an object that will represent the space between two words (e.g.,
blown up index finger, popsicle sticks decorated as fingers). Read students a sentence
out loud. Have students repeat the sentence with a partner and count the number of
total words. Model writing the sentence while holding up the word spacer to show how
the spacer helps you remember where the space goes and the next word begins. In
subsequent sessions, students can help place the word spacer.
Spaghetti and Meatballs - Use the “spaghetti and meatball” analogy to help students
with their spacing. Spaghetti strings belong between the letters in a word and the
meatballs belong between words. Create templates of both to use in modeled and
shared writing.
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Procedural Presentation Features - Examine a procedural mentor text with
the class. Examine the presentational features of the text, such as subtitles (e.g,
materials, steps), numbered or bulleted steps, diagrams with labels, and/or
illustrations. Students label each feature with a sticky note. Display labeled
mentor text so students can refer to it when composing their own procedural
texts. Suggested mentor text: teacher created text. This activity can be adapted
for other text types.
Creative Text Features - Present a text that has creative text features (e.g.,
brochure, book, poster, or website). Have students examine the text to identify the
unique and creative use of the text features, such as styling words in the shape
they describe, different types of font, colourful headings, etc. Students can try to
apply these creative features to a shared text and then to their own writing.
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The Literacy Block
The following section examines the required components of the literacy block and
some sample configurations. It is important to note that there is not one “best” way
to arrange a block. Planning time, student needs, management style, and school
schedule all have an impact on how literacy blocks are formed. With that said,
there are a few critical conditions that need to be maintained: a balance of direct
instruction, guided instruction, and independent practice; an uninterrupted block
of time; and a logical flow between the three strands of English to ensure lesson
authenticity. It is important to note that activities such as literature circles, book clubs,
readers theater, and word walls have not been included in the sample literacy blocks.
Teachers are encouraged to include these practices; however this is at each
teacher’s discretion.
Within the daily literacy block, teachers need to provide whole-class instruction in
both reading and writing, as well as daily small group instruction. Thus, students
are able to engage in a wide range of independent and collaborative learning
activities that are directly connected to their academic growth.
When building a literacy block, one needs to begin with a solid foundation
and subsequently add new layers throughout the year to add complexity and
sophistication. When students are ready, new components should be added to
maintain a high level of student interest and engagement. Some samples of
balanced literacy block frameworks are provided below. Teachers are encouraged
to use the frameworks or modify them to best fit their needs.
Depending on time available, teachers can be flexible regarding how they apply
and adjust the suggested frameworks. It is expected that a 90 minute block be
implemented on most days, although model 2 may be appropriate under unique
circumstances. Model 1 is the preferred model because it maintains the 90
minute literacy block requirement. Alterations to the literacy block can be made to
suit student needs; however, a sound pedagogical rationale is required. As well,
certain components of the framework may not be required every day of the week,
depending on division and student needs (e.g., word study for juniors may only need
to occur on Tuesdays and Thursdays), thus, the time allotted for word study can be
applied to independent writing time to lengthen student practice. If using a mentor
text to evaluate the author’s voice, independent/guided practice may be shortened in
order to allow for a longer mini-lesson and examination of the text. However, teachers
should aim to include all components of balanced literacy each day to provide
students with ample opportunities to develop their literacy skills. Every effort should
be made to facilitate small group lessons each day (e.g., guided reading and/or
guided writing).
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Model 1 – 90 minute block: Reading Workshop & Writing Workshop
Reading Modeled or Shared Mini-Lesson

Whole Class

• Teacher facilitates read and think aloud with a reading
comprehension focus OR students participate in shared
reading that is above their level as a way to support student
word identification while also giving the teacher an opportunity
to model fluent decoding, a comprehension strategy, and/or
reading behaviour that the student is expect to adopt.

15 minutes

Small Group Instruction

Small Groups

• During this time, students should be divided into 3 or 4 small
groups, depending on class size. Groups will
participate in independent literacy activities while the
teacher facilitates a guided reading or writing lesson
with one of the small groups. Running records can be
completed at this time.

Group

Task 1

30 minutes

Task 2

Group 1

Guided Reading

Word Work

Group 2

Word Work

Guided Reading

Group 3

Paired Reading

Writing

Group 4

Writing

Independent Reading

• Alternatively, the class can work on a differentiated learning
task as a whole while the teacher pulls 4 to 6 students for a
guided reading or writing lesson.
Whole Class
Students complete
differentiated tasks
related to previously
taught concepts.

Small Groups
Group 1 – Guided Reading
Group 2 – Guided Reading

• Throughout the allotted 30 minutes, the teacher should
facilitate 2 short (15 minute) guided lessons.

Optional Reflection

Whole Class

• During this time, students and teacher reflect on the learning
that occurred and the reading/writing skills that were practiced
during guided instruction or independent activities.

5 minutes

Modeled Writing or Shared Writing Mini-Lesson

Whole Class

Independent
& Small Group
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• Modeled writing with teacher think aloud.
OR
10 minutes
• Interactive or shared writing wherein the teacher and the
class collaborate on a writing piece by jointly contributing their
thoughts and ideas to the writing process in a structured and
supportive environment.

Independent and Guided Writing Practice

• Students apply writing skills and strategies independently or
with a partner, depending on student readiness and objective.
• Teacher pulls 4 to 6 students with an identified similar need
for a short guided writing lesson (e.g., using a hook in the
opening).
• Teacher may also engage in individual writing conferences
with students at this time.

15 minutes

Sharing, Presenting, Reflecting

Whole Class

• During this time, students and teacher reflect on the learning
that occurred and the writing skills that were practiced.
• This could be a time during which strategies such as “Author’s
Chair” are utilised.

Whole Class

• Key Stage 1 (Phonics) – Explicit instruction using a synthetic
phonics programme (e.g., Jolly Phonics, Phonics International,
Letters and Sounds) in years 1 and 2 and as needed in year 3.
• Key Stage 1 (Word Study) – Teachers provide instruction to
enhance children’s word recognition through the development
10 - 15
of phonological skills (listening, segmenting, rhyme, alliteration, minutes
onset, rimes, syllables, and phonemic awareness).
• Key Stage 2 (Word Study) – Instruction using Sitton spelling
resource or other instructional designs that focus on students’
active learning of spelling skills, word pattern recognition,
vocabulary and word related concepts.

5 minutes

Word Work
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Model 2 – 60 minute block: Reading Workshop & Writing Workshop
Reading Modeled or Shared Mini-Lesson

Whole Class

• Teacher facilitated read and think aloud with a reading
comprehension focus OR modeled writing with teacher think
aloud that focuses on a particular writing strategy or behaviour.
OR
• Students participate in shared reading that is above their
level as a way to support student word identification while also
giving the teacher an opportunity to model fluent decoding, a
comprehension strategy, and/or a reading behaviour that the
student is expected to adopt, OR interactive or shared writing
during which the teacher and the class collaborate on a writing
piece by jointly contributing their thoughts and ideas to the
writing process in a structured and supportive environment.

10 - 15
minutes

Small Group Instruction

Small Groups

• During this time, students should be divided into 3 or 4 small
groups, depending on class size. Groups will participate in
independent literacy activities while the teacher facilitates a
guided reading or writing lesson with one of the small groups.

Group

Task 1

30 minutes

Task 2

Group 1

Guided Reading

Word Work

Group 2

Word Work

Guided Reading

Group 3

Paired Reading

Writing

Group 4

Writing

Independent Reading

• Alternatively, the class can work on a differentiated learning
task as a whole while the teacher pulls 4 to 6 students for a
guided reading or writing lesson.
Whole Class
Students complete
differentiated tasks
related to previously
taught concepts.

Small Groups
Group 1 – Guided
Reading/Writing
Group 2 – Guided
Reading/Writing

• Throughout the allotted 30 minutes, the teacher should
facilitate 2 short (15 minute) guided lessons.

Reflection/Plenary

Whole Class

•During this time, students and teacher reflect on the learning
that occurred and the reading/writing skills that were practiced
during guided instruction or independent activities.

5 minutes

Word Work

Whole Class
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• Key Stage 1 (Phonics) – Explicit instruction using a synthetic
phonics programme (e.g., Jolly Phonics, Phonics International,
Letters and Sounds) in years 1 and 2 and as needed in year 3.
• Key Stage 1 (Word Study) – Teachers provide instruction to
enhance children’s word recognition through the development
of phonological skills (listening, segmenting, rhyme, alliteration,
onset, rimes, syllables, and phonemic awareness).
• Key Stage 2 (Word Study) – Instruction using Sitton spelling
resource or other instructional designs that focus on students’
active learning of spelling skills, word pattern recognition,
vocabulary and word related concepts.

10 - 15
minutes

KS1 Lesson Plan
Shared Writing
National Curricular Objectives:
1.1 Respond and make attempts to contribute to shared, interactive, and guided
writing experiences.
2.1 Demonstrate and understand that pictures and text can convey ideas and
messages.
7.1 Initially with support and direction, plan for writing using talk, text, graphic
organisers or drawings.
16.1 Recount text: Create a small moment recount that includes key features
of the text type in accordance with year level expectations.
Purpose: Year 1 students are gathered together to share their experiences at Rankin’s
Farm. This will reinforce the concept that we can recount events from our lives, break
large events down into smaller moments, and that what we say can be written.
Assessment: This lesson is part of a series that will culminate in students writing their
own small moment recounts. For this lesson, student observation will be utilised for
diagnostic purposes. For the unit, the ASP Recount rubric will be used for formative
and summative purposes and to set criteria.
Time Frame: 15 minutes
Materials and Resources:
• Chart paper
• Markers
• Easy access to the classroom word wall (or other similar item)
Prerequisite Knowledge and Skills: Students have previously identified the small
moments of the larger event (going on a field trip to Rankin’s Farm). Using pictures from
the day, students identified small moments such as getting on the bus, travelling down
the road, talking to the farmers, feeding the cows, eating lunch on the picnic tables, and
walking through the field.
Procedure: Students have just returned from a trip to Rankin’s Farm. They have
discussed the trip, identified and selected a small moment to write about, and are
ready to write simple sentences about the shared experience.
Before
Students and the teacher have decided to write a small moment recount about feeding
the cows.
To encourage idea generation, engage the students in partner talk to discuss the details
of feeding the cows (e.g., sequence of events).
During
The teacher asks a few students to share the sentence they used to describe the first
detail. Together, they decide the first sentence will be “First, we got a scoop of cow
food.”
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Students repeat the sentence aloud as a rehearsal for writing.
Teacher (pointing to chart paper): Where should we begin to write?
A selected student points to the correct section of the paper.
Teacher: We are going to begin our sentence with the word “first.” “First” is one of
the words on our word wall under the ‘f’ section. Dante, can you point to the word
“first” on the word wall?
Dante points to the word and the teacher asks him to record it on the chart paper,
using the word wall as his resource.
Teacher: The next word is “we.”
“We” is a high frequency word and it is expected that students will know this word.
They should be able to write the word quickly and on their own.
Teacher: We must leave a space after “First” because we’re starting a new word.
Keya, will you come up and use the meatball spacer (Teaching Possibilities: AF
9 – Spaghetti and Meatballs) to show us where a space should go before Oneilio
writes “we”?
Keya holds the meatball spacer after “first” as Oneilio writes the word “we” beside
the spacing tool.
The process continues as students complete the sentence “First we got a scoop
of cow food.” The teacher may write down the vowels and/or consonants that are
not easily heard. As the sentence is recorded, the class should read aloud what
has been written and think about what needs to be changed and/or written next.
After
The class reads the sentence together.
Discussion – Students reflect on the writing process and the strategies used by
good writers (e.g., using the word wall to help spell tricky words, using a meatball
spacer between words, saying the sentence aloud before writing).
Students then transition into independent and guided activities related to the
overall lesson objective.
* The remaining two details of the small moment recount (e.g., “Next, the cow ate
the food. Finally, we washed our hands”) will be written through similar shared
writing experiences in subsequent sessions.
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Suggested Mentor Texts
Recount Writing

Another Important Book by Margaret Wise Brown
Meerkat Mail by Emily Gravett
LaRue Across America: Postcards From the Vacation by Mark Teague
Alexander and the Terrible, Horrible, No Good, Very Bad Day by Judith Viorst
Ira Sleeps Over by Bernard Waber
Digging to China by Katherine Goldsby
How I Became a Pirate by David Shannon
Pancakes for Breakfast by Tomie De Paola (wordless)
Bigmama’s by Donald Crew
Fireflies! by Julie Brinckloe
Karate Hour by Carol Nevius
Good Dog Carl by Alexandra Day (wordless)
Nightshift Daddy by Eileen Spinelli
Diary of a Worm by Doreen Cronin
Diary of a Spider by Doreen Cronin
Diary of a Fly by Doreen Cronin
My Big Dog by Janet Stevens and Susan Stevens
Tuesday by David Wisner (wordless)
Rollercoaster by Marla Fraze
Out of the Ocean (small moment) by Debra Frasier
Charlie Parker Played Be Bop by Chris Raschka

Procedural Writing

How to Babysit Grandpa by Jean Reagan
How to Improve at Soccer by Jim Drewett
How to Make Apple Pie and See the World by Marjorie Priceman
How to Make a Mudpie by Rozanne Lanczk Williams
Bruno the Tailor by Lars Klinting
Scaredy Squirrel by Melanie Watt
Scaredy Squirrel Goes to the Beach by Melanie Watt
Scaredy Squirrel Goes Camping by Melanie Watt
Scaredy Squirrel Has a Birthday Party by Melanie Watt
Maisy Makes a Cake by Lucy Cousins
Maisy Makes Lemonade by Lucy Cousins
How to Lose All Your Friends by Nancy Carlson
How to Do a Belly Flop! by Marc Tyler Nobleman
The Little Red Hen Makes a Pizza by Philemon Sturges
Growing Vegetable Soup by Lois Ehlart

Persuasive Writing

I Wanna Iguana by Karen Orloff
I Wanna A New Room by Karen Orloff
Earrings by Judith Viorst
Can I Bring My Pterodactyl to School, Ms. Johnson? by Lois G. Grambling
Red is Best by Cathy Stinson
Should There Be Zoos? by Tony Stead
The Pigeon Wants a Puppy! by Mo Willems
The Pigeon Wants to Drive the Bus! by Mo Willems
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Hey, Little Ant by Phillip and Hannah Hoose
The Perfect Pet by Margie Palatini
Dear Mrs. LaRue: Letters from Obedience School by Mark Teague
Letters from the Campaign Trail: LaRue for Mayor by Mark Teague
Duck! Rabbit! by Amy Krouse Rosenthal
Don’t Take Your Snake for a Stroll by Karin Ireland
Click, Clack, Moo: Cows That Type by Doreen Cronin
The Perfect Pet by Margie Palatini
The True Story of the 3 Little Pigs by Jon Sciezka
The Best Vacation Ever by Stuart J. Murphy

Report and Explanatory Writing

All About Owls by Jim Arnosky
Red-eyed Tree Frog by Joy Cowley
Chameleon, Chameleon by Joy Cowley
One Tiny Turtle by Nicola Davies
Surprising Sharks by Nicola Davies
Bat Loves the Night by Nicola Davies
Weird Friends: Unlikely Allies in the Animal Kingdom by Jose Aruego and Ariane Dewey
Karate Hour (subject specific vocabulary) by Carol Nevius
The Tortilla Factory by Gary Paulsen
What’s Up, What’s Down? by Lola M. Schaefer
Dear Mr. Blueberry by Simon James
The Important Book by Margaret Wise Brown
How Did That Get in My Lunchbox? by Chris Butterworth
In November by Cynthia Rylant
Out of the Ocean by Debra Frasier
Touch Down Mars! by Peggy Wethered
Never Take a Shark to the Dentist (and other things not to do) by Jodi Barrett
An Island Grows by Lola M. Schaefer
Animals Should Definitely Not Wear Clothing by Judi Barrett

Narrative Writing

Aunt Isabel Tells a Good One by Kate Duke
You Have to Write by Janet S. Wong
What do Author’s Do? by Eileen Christelow
Show, Don’t Tell! Secrets of Writing by Josephine Nobisso
Wilfred Gordon McDonald Partridge by Mem Fox
Tough Boris by Mem Fox
Thundercake by Patricia Polacco
Dogzilla by Dave Pilkey
Owl Moon by Jane Yolen
The Relatives Came by Cynthia Rylant
Wemberly Worried by Kevin Henkes
Mud Puddle by Robert Munsch
Paper Bag Princess by Robert Munsch
Who Is the Beast? by Keith Baker
Fireflies! by Julie Brinckloe
Trouble on the T-Ball Team by Eve Bunting
The Hello, Goodbye Window by Norton Juster
Ugly Fish by Kara LaReau
A Grand Old Tree by Mary Newell DePalma
Stand Tall, Molly Lou by Patty Lovell
The Frog Principal by Stephanie Calmenson
Earthquack! by Margie Palatini
Max’s Words by Kate Banks
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If You Give a Pig a Pancake by Laura Numeroff
If You Give a Moose a Muffin by Laura Numeroff
If You Give a Mouse a Cookie by Laura Numeroff
Dear Fish by Chris Gall
Fancy Nancy by Jane O’Connor
Millions of Cats by Wanda Gag
Knuffle Bunny by Mo Williems
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Explanatory Writing Rubric
Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, my
basic explanation is
generally related to the
topic with limited
elaboration.

My explanation is related
to the topic with some
elaboration and I’m
beginning to answer the
how and why questions.

My explanation is
related to the topic and
elaborated on with facts
and details that answer
the how and why
questions.

My explanation is specific
to the topic and
elaborated upon with
researched facts and
details that answer the
how and why questions
in detail.

My explanation is
highly specific to the
topic and provides
sufficient researched
information and
details to allow the
reader to have a deep
understanding of the
topic.

Usually with support, my
piece of writing includes
unique pictures with
details and/or labels.

My writing is beginning to
sound unique through my
interesting word choices,
use of conventions, and/
or presentation.

Hints of my unique voice
are evident throughout
the text (e.g., interesting
use of word choice,
conventions and/or
presentation) and I
attempt to demonstrate
an interest in the topic.

My unique voice is
evident throughout
most of the text (e.g.,
my individuality is
present and my writing
is beginning to sound
different from the way
others write) and I
demonstrate an interest
in the topic.

My unique voice is
evident throughout
the text (e.g.,
individuality is present
and my personal style
is clearly established)
and I demonstrate a
keen interest in the
topic.

Usually with support,
my writing has a similar
voice regardless of
audience or purpose.

My writing is beginning
to fit the audience or
purpose in some way
(e.g., the tone is
becoming objective and
expert).

My writing fits the
audience or purpose
(e.g., the tone is
objective and expert).

I write with an
understanding of a
specific audience or
purpose (e.g., the tone
is highly objective and
expert).

I write with a strong
sense of a specific
audience or purpose
(e.g., the tone
accurately connects
with the audience
and the writer
appears highly
knowledgeable).

My title states my topic
and catches the
reader’s attention (e.g.,
Life Saving Lungs How We Breathe).

My title catches the
reader’s attention and
alludes to the topic (e.g.,
A Breathtaking Body
System).

My title catches the
reader’s attention
and cleverly and
creatively alludes to
the topic.

AF2 - Organization

AF1 - Ideas & Voice

With support, AFs are
evident in some writing

AFs are evident in some
forms of writing

Usually with support, my My title states my
title directly states my
topic and is beginning to
topic (e.g., My Lungs).
catch the reader’s
attention (e.g., How
Amazing Lungs Work).

74

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
my opening is a simple
and short statement that
is related to the topic to
be explained (e.g., The
Water Cycle has four
parts).

My opening has a basic
attempt to use a simple
“hooking strategy”
followed by a sentence
that introduces the
topic (e.g., Do you know
about the Water Cycle?
It is very interesting).

My opening has a “hooking strategy” followed by
details that introduce the
topic (e.g., What do you
know about the Water
Cycle? The Water Cycle
is an important part of
our Earth and consists of
four main phases).

My opening paragraph
has a “hooking strategy”
that catches the
reader’s attention as
well as details that
introduce the topic.

My engaging
opening paragraph
has a creative
“hooking strategy”
as well as a detailed
statement that
introduces the topic
whilst providing a
clear direction to the
text.

Usually with support, my
basic explanation is in
sequential/logical order.

My explanation is in
sequential/logical order
with most elements
included.

My explanation is in
sequential/logical order
with all elements
included.

My detailed explanation
is in sequential/logical
order with all elements
included and consists of
a series of happenings,
actions, causes,
or processes.

My detailed and
accurate explanation
is in sequential/logical
order with all
elements included
and consists of a
series of happenings,
actions, causes, or
processes that are
managed effectively
across the text.

Usually with support,
my closing is a short
sentence that relates to
the explanation and may
be a personal statement
(e.g., Water is
important).

My closing is two original
supporting details that
relate to the explanation.

My closing has a linking
phrase (e.g., In
conclusion…) and
attempts to restate some
main ideas while also
referring back to the how
and why questions.

My closing paragraph
has a linking phrase
(e.g., In conclusion…)
and restates the main
ideas while also referring
back to the how and why
questions.

My well-developed
closing paragraph
restates the main
idea, reiterates the
critical points, and
states the significance
or importance of the
topic in an interesting
and creative way.

Usually with support, I
use some generic linking
words (e.g., first, then,
next, after, finally).

I use a variety of generic
linking words (e.g., first,
then, next, after, finally)
and/or generic causal
words (e.g., so, but, so
that, for, since).

I attempt to use more
complex linking words/
phrases to connect
paragraphs (e.g., to start
with, secondly, at last,
etc.) and/or a variety of
causal words/phrases
(e.g. because, as a
result, for this reason,
this led to, due to, etc.).

I use complex linking
words/phrases to
connect paragraphs (e.g.,
initially, until, eventually,
simultaneously, etc.) and/
or a variety of causal
words/phrases (e.g.
consequently,
subsequently, which
causes, nevertheless,
owing to, etc.).

I use a variety of
complex and unique
linking and causal
words/phrases that
support cohesion of
the text and
effectively transition
between phases/
ideas.

Usually with support, I
accurately use return
sweep to organise my
sentences.

I group my ideas into an I attempt to use
opening, an explanation, paragraphs to group
and a closing.
content and I sometimes
change paragraphs
appropriately (e.g., new
period of time, a
different stage of the
process, etc.).

I use structured
paragraphs to group
content and change
paragraphs appropriately (e.g., a new period in
time, a different stage of
the process, etc.).

I use structured
paragraphs and
confidently change
paragraphs
appropriately.
Within my paragraphs,
I use a range of
devices to support
cohesion and clearly
show relationships
(e.g., connectives,
linking words).

AF4 - Organization

AF3 - Organization

With support, AFs are
evident in some writing

AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing
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Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
I write most of my
thoughts in sentences.

I write full sentences that
start in a few different
ways.

I attempt to write a
variety of sentences
(e.g., some simple and
some complex).

I write a variety of
sentences (e.g., simple,
complex, long and/or
short) that are frequently
structured properly.

I write a variety of
properly structured
sentences and I can
deliberately change
word order, length,
and type to emphasise
meaning and affect my
reader.

Usually with support, I
show a basic awareness
of tense (e.g. generally
written in simple
appropriate tense
although inconsistencies
may be evident.)

Most of the text is written
in the tense that is
appropriate to the
topic/task.

Throughout the text, I
consistently write in an
appropriate tense in
alignment with my topic/
task.

Throughout the text, I
consistently write in an
appropriate tense in
alignment with my topic/
task and make some attempt to change tenses
when appropriate.

Throughout the text,
I consistently write in
an appropriate tense
that is aligned with my
topic/task and I can
change tenses when
appropriate.

Usually with support, I
use at least one basic
connective such as and
to join ideas.

I use at least two basic
I use more than two
connectives such as and, connectives such as if,
but, and/or so to join two when, and/or because.
independent clauses
to form a compound
sentence.

I use a variety of
complex connectives,
such as therefore and
however.

I accurately use a wide
variety of complex
connectives to show
relationships between
ideas.

Usually with support, I
use full stops at the end of
most of my sentences.

I use full stops
correctly and attempt
to use exclamation or
question marks.

I consistently use full
stops, exclamation
marks, and/or question
marks at the end of
sentences.

I accurately punctuate
the end of my sentences
throughout the text and
use a variety of end
marks.

I use the full range of
punctuation accurately
and ensure that there
is a variety of
punctuation throughout
the text. (e.g., fullstops,
exclamation marks,
question marks,
quotation marks*,
apostrophes,
brackets).

I accurately use capital
letters to start sentences
and for proper nouns.

I use capital letters
accurately throughout
the text.

I use commas in lists
and to mark clauses
accurately.

I use commas accurately
in lists.

I use commas accurately
in lists and am beginning
to use them to mark
clauses (e.g., at the end
of a linking phrase).

I attempt to correctly use
quotation marks and
related punctuation.*

I use quotation marks
and related punctuation
accurately.*

AF6 - Conventions

AF5 - Sentence Fluency

With support, AFs are
evident in some writing

AFs are evident in some
forms of writing

Usually with support, I start I start my sentences with
most of my sentences with capital letters and I’m
capital letters.
beginning to use capitals
letters for the beginning
of names.
I’m beginning to use
some commas in lists.
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AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across
a wide range of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, I
use some basic
adjectives.

I use a variety of basic
adjectives.

I use a variety of strong
adjectives and adverbs
throughout the text.

I use descriptive
language, including
adjectives and adverbs,
throughout the text.

Throughout the text,
I use descriptive
language (and may
also use figurative
language), including
a variety of adjectives
and adverbs, to create
strong, fresh, and vivid
images that help to
illustrate the process.

Usually with support, I
use some simple words
that are suitable to the
topic (e.g., cloud, water,
rain, sun).

I use a variety of basic
words that are suitable to
the topic (e.g., head, sun
rays, drops).

I attempt to use a variety
of subject specific
terminology related to the
topic. (e.g., evaporate,
condensation).

I use a variety of precise
and subject-specific
terminology throughout
the text (e.g.,
hydrologic cycle,
transpiration,
integrated system).

I confidently use a
broad range of precise
subject-specific
terminology
throughout the text
that demonstrates my
knowledge of the topic.

Usually with support, I
use simple vocabulary
and repeat key words.

I make some
adventurous word
choices.

I attempt to make
powerful word choices
that energise my writing

I make powerful word
choices that energise
my writing and affect my
reader (e.g. deliberate
attempt to choose the
best word instead of the
first word that comes to
mind).

I demonstrate a wide
vocabulary when
making powerful word
choices that energise
my writing and affect
my reader (e.g.,
precisely chosen words
suited to the topic).

Usually with support, I
show awareness of the
sounds formed by
different letters and
groups of letters (e.g.,
some high frequency
words are spelled
correctly and
phonetically plausible
attempts are made).

I usually spell simple,
monosyllabic words
correctly, and where
there are inaccuracies,
the alternative is
phonetically plausible.

I can spell simple mono
and polysyllabic words
correctly.

I can spell polysyllabic
words that conform to
regular patterns.

Spelling is accurate
throughout the text.

Usually with support,
I use the word wall for
tricky words.

I use the word wall for
tricky words.

With limited errors, I use
a spelling resource for
unknown words.

I use a spelling resource
for unknown words.

Usually with support,
I correctly place most
letters on the line and I
use spaces between my
words.

I can correctly place my
letters on the line, use
spaces between my
words, and my letters
are orientated and sized
accurately.

Usually with support, I
may include basic
presentation features of
the text type (e.g.
illustrations and
diagrams with labels).

I may include
presentation features of
the text type (e.g.,
illustrations, diagrams
with labels, text boxes).

I may include
presentation features
of the text type that are
beginning to enrich/clarify
the text (e.g., diagrams
with labels, illustrations,
textboxes, flowcharts,
captions, types of font,
etc.).

I may include
presentation features of
the text type that enrich/
clarify the text (e.g.,
diagrams with labels,
illustrations, textboxes,
flowcharts, captions,
types of font, etc.).

AF9 - Presentation

AF8 - Conventions

AF7 - Word Choice

With support, AFs are
evident in some writing

AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across
a wide range of writing

I may include
presentation features
of the text type to
achieve a particular
effect and/or enhance
understanding for my
reader (e.g., diagrams
with labels, illustrations,
textboxes, flowcharts,
captions, types of font,
etc.).

*Generally not an expectation of Explanatory Writing; however, student will need to include quotation marks and related
punctuation if including dialogue and/or citing research directly.
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Narrative Writing Rubric
Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, the
elements of my story
(characters, setting,
problem, events,
solution) are generally
related with limited
elaboration.

The elements of my story
(characters, setting,
problem, events,
solution) are related with
some elaboration through
simple details.

The elements of my
story (characters, setting,
problem, plot with rising
action, solution) are
related and I elaborate on
my ideas through details.

The elements of my
story (characters, setting,
problem, plot with rising
action, climax, solution)
are specific and I
elaborate using
descriptive details.

The elements of my
story (characters,
setting, problem, plot
with rising action,
climax, solution) are
highly specific and
relevant and I
elaborate using
descriptive and
imaginative details.

Usually with support, my
piece of writing includes
unique pictures with
details and/or labels.

My writing is beginning to
sound unique through my
interesting word choices,
use of conventions, and/
or presentation.

Hints of my unique voice
are evident throughout
the text (e.g., interesting
use of word choice,
conventions, and/or
presentation) and I
attempt to hold my
reader’s interest.

My unique voice is
evident throughout most
of the text (e.g., my
individuality is present
and my writing is
beginning to sound
different from the way
others write) and I hold
my reader’s interest.

My unique voice is
evident throughout
the text (e.g.,
individuality is
present and my
personal style is
clearly established)
and I effectively hold
the reader’s interest.

Usually with support,
my writing has a similar
voice regardless of
audience or purpose.

My writing is beginning
to fit my audience or
purpose in some way
(e.g., the tone is
becoming lively,
humorous, amusing,
or animated depending
on genre).

My writing fits the
audience or purpose
(e.g., The tone is lively,
humorous, amusing or
animated depending on
genre).

I write with an
understanding of a
specific audience or
purpose (e.g., the tone
is very lively, humorous,
amusing, or animated
depending on genre).

I write with a strong
sense of a specific
audience or purpose
(e.g., the tone
accurately portrays
true emotion).

Usually with support, my
title is predictable and
connects directly to the
content (e.g., The Fairy
Princess).

My title connects to the
content and is beginning
to catch the reader’s
attention (e.g., Bobby’s
Big Adventure Day).

My title connects to the
content and catches
the reader’s attention
(e.g., The Curse of Year
Three).

My title catches the
reader’s attention and
alludes to the main idea
of the narrative (e.g.,
The Disappearance).

My title catches the
reader’s attention
and cleverly and
creatively alludes to
the main idea of the
narrative.

AF2 - Organization

AF1 - Ideas & Voice

Usually with support,
AFs are evident in some
writing
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AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
my opening is a simple,
short statement (e.g.,
Sammy felt sad).

My opening has a basic
attempt to use a
simple “hooking strategy”
followed by some detail
about characters, setting,
and/or problem
depending on
genre or style.

My opening has a “hooking strategy” (e.g.,
dialogue: “You won’t
believe what I found!”
hollered Detective Dave)
followed by additional
detail about characters,
setting, and/or problem
depending on genre or
style.

My opening paragraph
has a “hooking strategy”
that catches the reader’s
attention (e.g., a flash
forward of the ending)
followed by additional
detail about characters,
setting, and/or problem
depending on genre or
style.

My engaging
opening paragraph
has a creative
“hooking strategy” that
effectively catches
the reader’s attention,
followed by additional,
relevant details that
give direction to the
text and information
about characters,
setting, and/or
problem depending
on genre or style.

Usually with support,
my basic events are in
logical order (e.g. may
be unconnected or
incomplete story events).

I am beginning to
develop a plot with
events in logical order
(e.g. beginning to be
connected and complete
story events).

My plot has a series of
events in logical order
that end with a simple
resolution to the problem.

My developed plot has a
series of events that are
in logical order, comes to
a climax, and ends with a
resolution to the problem.

My well-developed
plot has a series of
connected events that
flow smoothly, comes
to an exciting climax,
and ends with a
satisfying resolution
to the problem.

Usually with support,
my closing is a short
sentence that may be
predictable (e.g., They
lived happily ever after).

My closing is a short,
original sentence that
may be abrupt (e.g.,
Then they were best
friends forever).

My closing is after the
resolution and attempts
to give the reader some
detail (e.g., lesson
learned, memory, hope/
wish, decision, etc.).

My closing paragraph is
after the resolution and
gives the reader detail
and a sense of closure
(e.g., lesson learned,
memory, hope/wish,
decision).

My detailed closing
paragraph is after the
resolution and gives
the reader a
satisfying sense of
closure while also
making a connection
to the opening.

Usually with support,
I use some generic
linking words (e.g., first,
then, next, after, finally).

I use a variety of generic I attempt to use more
linking words (e.g., first, complex linking words/
then, next, after, finally). phrases (e.g., suddenly,
as soon as, the following
day, at supper time) to
show the passing of
time.

I use complex linking
words/phrases that
transition the story and/
or effectively show the
passing of time (e.g.,
Meanwhile, back at the
castle…).

I use a variety of
complex and unique
linking words/phrases
that support cohesion
of the text and
effectively transition/
show the passing of
time.

Usually with support, I
accurately use return
sweep to organise my
sentences.

I group my ideas into an I attempt to use
opening, a middle, and a paragraphs to group
closing.
ideas and I sometimes
change paragraphs
appropriately (e.g.,
beginning, ending,
change of setting,
when a long time
passes, when a new
person speaks).

I use (structured where
appropriate) paragraphs
to group ideas and I
change paragraphs
appropriately (e.g.,
beginning, ending,
change of setting, when a
long time passes, when a
new person speaks).

I use (structured
where appropriate)
paragraphs and
confidently change
paragraphs
appropriately. Within
my paragraphs, I use
a range of devices
to support cohesion
(e.g., connectives,
linking words).

AF4 - Organization

AF3 - Organization

With support, AFs are
evident in some writing

AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing
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Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
I write most of my
thoughts in sentences.

I write full sentences that
start in a few different
ways (e.g., not always
with then, not always
with pronouns).

I attempt to write a
variety of sentences
(e.g., some simple and
some complex).

I write a variety of
sentences (e.g., simple,
complex, long and/or
short) that are frequently
structured properly.

I write a variety of
properly structured
sentences and I can
deliberately change
word order, length,
and type to emphasise
meaning and affect my
reader.

Usually with support, I
show a basic awareness
of tense (e.g.,
generally written in
simple past tense,
although inconsistencies
may be evident).

Most of my text is written
in the simple past tense.

I consistently write in the
past tense throughout
the text.

I consistently write in the
past tense throughout
the text and make some
attempts to change
tenses when appropriate
(e.g., dialogue).

I consistently write
in the past tense
throughout the text
and change tenses
when appropriate
(e.g., dialogue).

Usually with support, I
use at least one basic
connective such as and
to join ideas.

I use at least two basic
I use more than two
connectives such as and, connectives such as if,
but, and/or so to join two when, and/or because.
independent clauses
to form a compound
sentence.

I use a variety of
complex connectives
such as therefore and
however.

I accurately use a wide
variety of complex
connectives to show
relationships between
ideas.

Usually with support, I
use full stops at the end
of most of my sentences.

I use full stops
correctly and attempt
to use exclamation or
question marks.

I accurately punctuate
the end of my sentences
throughout the text and
use a variety of end
marks.

I accurately use the full
range of punctuation
and ensure that there
is a variety of
punctuation throughout
the text. (e.g., fullstops,
exclamation marks,
question marks,
quotation marks,
apostrophes,
brackets).

Usually with support, I
start most of my
sentences with a capital
letter.

I start my sentences with I accurately use capital
I use capital letters
capital letters and I’m
letters to start sentences accurately throughout
beginning to use capital and for proper nouns.
the text.
letters for the beginning
of names.

AF6 - Conventions

AF5 - Sentence Fluency

Usually with support,
AFs are evident in some
writing

AFs are evident in some
forms of writing

I’m beginning to use
some commas in lists.

AFs are evident in most
forms of writing

I consistently use full
stops, exclamation
marks, and/or question
marks at the end of
sentences.

I use commas accurately
in lists.

AFs are evident across a
range of writing

I use commas accurately
in lists and am beginning
to use them to mark
clauses (e.g., at the end
of a linking phrase).

I attempt to use quotation I use quotation marks
marks and related
and related punctuation
punctuation correctly.
accurately.
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AFs are evident across
a wide range of writing

I use commas in lists
and to mark clauses
accurately.

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
I use some basic
adjectives (e.g., The
green dragon blew hot
fire).

I use a variety of basic
adjectives (e.g., The
pretty princess had long,
red hair).

I use a variety of strong
adjectives throughout the
text (e.g., daunting, dim,
shadowy, chilling).

Throughout the text,
I use descriptive and
figurative language (e.g.,
similes) to “show” rather
than “tell” the reader
(e.g., His face was red
like a tomato and smoke
blew out of his nose).

Throughout the text,
I use descriptive and
figurative language to
create strong, fresh,
and vivid images that
allow the reader to
visualise.

Usually with support, I
use some simple action
verbs (e.g., saw, went).

I use a variety of action
verbs (e.g., played,
watched, used).

I attempt to use a
variety of interesting
action verbs and adverbs
(e.g., The dragon quickly
whipped around).

I use a broad range of
interesting action verbs
and adverbs throughout
the text.

I confidently use a
broad range of
interesting action
verbs and adverbs
throughout the text
to describe meaning,
mood, or emotion.

Usually with support, I
use simple vocabulary
and repeat key words.

I make some
adventurous word
choices.

I attempt to make
powerful word choices
that energise my writing
(e.g., The car sped away
leaving a trail of dust
instead of The car went
fast).

I make powerful word
choices that energise
my writing and have
an effect on my reader
(e.g., deliberate attempt
to choose the best word
instead of the first word
that comes to mind).

I demonstrate a wide
vocabulary when
making powerful word
choices that energise
my writing and have
an effect on my reader
(e.g., precisely chosen
words suited to the
topic).

Usually with support, I
show awareness of the
sounds formed by
different letters and
groups of letters (e.g.,
some high frequency
words are spelled
correctly and phonetically
plausible attempts are
made).

I usually spell simple,
monosyllabic words
correctly, and where
there are inaccuracies,
the alternative is
phonetically plausible.

I can spell simple mono
and polysyllabic words
correctly.

I can spell polysyllabic
words that conform to
regular patterns.

My spelling is
accurate throughout
the text.

Usually with support,
I use the word wall for
tricky words.

I use the word wall for
tricky words.

With limited errors, I use
a spelling resource for
unknown words.

I use a spelling resource
for unknown words.

Usually with support,
I correctly place most
letters on the line and I
use spaces between my
words.

I can correctly place my
letters on the line, use
spaces between my
words, and my letters
are orientated and sized
accurately.

Usually with support, I
may include basic
presentation features of
the text type (e.g., a
simple illustration or
picture).

I may include
presentation features
of the text type (e.g.,
an illustration or picture
related to the story).

I may include
presentation features
of the text type that are
suitable to the story and
are beginning to enrich
the text (e.g., illustrations,
pictures, changes in font
type or size, etc.).

I may include
presentation features
of the text type that are
suitable to the story and
enrich the text (e.g.,
illustrations, pictures,
changes in font type or
size, etc.).

AF9 - Presentation

AF8 - Conventions

AF7 - Word Choice

Usually with support,
AFs are evident in some
writing

AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across
a wide range of writing

I may include
presentation features
of the text type that are
suitable to the story for
a particular effect (e.g.,
illustrations, pictures,
changes in front type
or size, etc.).
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Persuasive Writing Rubric
Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, I
give at least 3 personal
reasons with limited
elaboration generally
related to the topic (e.g.,
I want a dog because I
am a good student).

I give at least 3 relevant
personal reasons with
some elaboration related
to the topic (e.g., I want
a dog to keep our family
safe. He can sleep in my
room).

I give at least 3 relevant
reasons and I elaborate
with supporting
examples and/or facts
that are specific to the
topic.

My reasons are specific
to the topic; I elaborate
using relevant examples
and facts that are specific
to the topic.

My reasons are
highly specific to the
topic; I demonstrate
an understanding of
the topic and I
elaborate using
relevant and
inventive examples
and facts specific to
the topic.

Usually with support, my
piece of writing includes
unique pictures with
details and/or labels.

My writing is beginning to
sound unique through my
interesting word choice,
conventions, and/or
presentation.

Hints of my unique voice
are evident throughout
the text (e.g., interesting
word choice,
conventions, and/or
presentation) and I
attempt to demonstrate a
commitment to the topic.

My unique voice is
evident throughout most
of the text (e.g., my
individuality is present
and my writing sounds
different from the way
others write) and I
demonstrate a
commitment to the topic.

My unique voice is
evident throughout
the text (e.g.,
individuality is present
and my personal style
is clearly established)
and I demonstrate a
passionate
commitment to
the topic.

Usually with support,
my writing has a similar
voice regardless of
audience or purpose.

My writing is beginning
to fit my audience or
purpose in some way
(e.g., the tone is
becoming objective
and expert).

My writing fits the
audience or purpose
(e.g., the tone is
objective and expert).

I write with an
understanding of a
specific audience or
purpose (e.g., the tone
is highly objective and
expert).

I write with a strong
sense of a specific
audience or purpose
(e.g., the tone
accurately connects
with the audience
and topic in an
authoritative manner).

Usually with support,
my title directly states
my opinion (e.g., I Want
a Dog), depending on
form.

My title states my
opinion and is beginning
to catch the reader’s
attention (e.g., Don’t Be
a Litter Bug!).

My title states my
opinion and catches the
reader’s attention (e.g.,
Top Reasons Why You
Should Never, Ever
Smoke).

My title catches the
reader’s attention and
alludes to the main idea
(e.g., Should There Be
Zoos? and Wanted:
Bigger, Better, More
Beautiful).

My title catches the
reader’s attention
and cleverly and
creatively alludes to
the main idea.

Usually with support,
I show awareness of
some basic persuasive
devices (e.g., pleading,
repetition of key words)
that may appeal to the
reader’s emotion or
values.

I am beginning to use
basic persuasive devices
(e.g., pleading, repetition,
rhetorical questions,
exaggeration) that appeal
to the reader’s emotions
or values.

I use persuasive devices
(e.g., examples, facts,
statistics that support
my opinion, rhetorical
questions,
exaggeration) where
they will be effective to
persuade my audience
and appeal to the
reader’s emotions,
values, and/or logic.

I appropriately use
persuasive devices that
are based on research
(e.g., examples, facts,
statistics that support
my opinion, rhetorical
questions, exaggeration,
counter arguments)
where they will be
effective to persuade my
audience.

I confidently select
the most effective
persuasive
devices that are
based on research
(e.g., examples, facts,
statistics that support
my opinion, rhetorical
questions, counter
arguments) and use
them where they will
be most effective
in persuading the
audience.

AF2 - Organization

AF1 - Ideas & Voice

With support, AFs are
evident in some writing
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AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
my opening is a simple,
short statement that
states my opinion (e.g.,
The pigeon should not
drive the bus).

My opening has a basic
attempt to use a
simple “hooking strategy”
followed by my opinion
statement (e.g., Have
you ever seen garbage
at the beach? People
must stop littering!).

My opening has a
“hooking strategy” (e.g.,
Imagine you walk into
a room that is filled with
thick, smelly smoke)
followed by details to
introduce the topic and
my clear opinion
statement.

My opening paragraph
has a “hooking strategy”
that catches the reader’s
attention, briefly
introduces my
arguments, and is
followed by my clear
opinion statement.

My engaging
opening paragraph
has a creative
“hooking strategy”
followed by an
explanation of the
issue and a
confidently stated
opinion that also
provides a clear
direction to the text.

Usually with support, my
closing restates my
opinion in a short
sentence; my closing
may be similar to my
opening.

My closing restates my
opinion (in a different
way than the opening)
and has another
sentence of additional
detail.

I attempt to present my
reasons in logical order
(e.g., I am becoming
aware of presenting my
strongest reason first or
last).

I present my developed
reasons in logical order
(e.g., strongest reason
first or last).

I present my welldeveloped reasons
in a specific and
thoughtful order that
will best convince the
audience.

My closing has a linking
phrase (e.g., In
conclusion…), restates
my opinion, and presents
a call to action.

My closing paragraph
has a linking phrase
(e.g., In conclusion…)
and restates my opinion,
summarizes the main
reasons, and presents a
call to action.

My well-developed
closing paragraph is
made powerful and
compelling by the
restatement of my
opinion, the reiteration
of my main points,
and the presentation
of an influential call to
action that connects
with the reader.

AF4 - Organization

AF3 - Organization

With support, AFs are
evident in some writing

AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing

Usually with support,
I use some generic
linking words (e.g., first,
second, finally) when
appropriate.

I use a variety of generic
linking words (e.g., first,
second, finally, another)
when appropriate.

I attempt to use more
complex linking words/
phrases to connect
paragraphs (e.g., in
addition to, another
reason, after all, to
close).

I appropriately use
complex linking words/
phrases to connect
paragraphs throughout
the text.

I use a variety of
complex and unique
linking words/phrases
that support
cohesion of the text
and effectively
connect paragraphs.

Usually with support, I
accurately use return
sweep to organise my
sentences.

I group my ideas into an
opening, reasons, and a
closing.

I attempt to use
paragraphs to group
content together and
sometimes change
paragraphs appropriately
(e.g., beginning, ending,
change of reason, etc.).

I use structured
paragraphs to group
content together and
I change paragraphs
appropriately (e.g.,
beginning, ending,
change of reason, etc.).

I use structured
paragraphs and
confidently change
paragraphs
appropriately. Within
my paragraphs, I use
a range of devices
to support cohesion
(e.g., connectives,
linking words).
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Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
I write most of my
thoughts in sentences.

I write full sentences that
start in a few different
ways (e.g., not always
with I).

I attempt to write a
variety of sentences
(e.g., some simple and
some complex).

I write a variety of
sentences (e.g., simple,
complex, long, and/or
short) that are frequently
structured properly.

I write a variety of
properly structured
sentences and I can
deliberately change
word order, length,
and type to emphasise
meaning and affect my
reader.

Usually with support, I
show a basic awareness
of tense (e.g.,
generally written in
simple present tense,
although inconsistencies
may be evident).

Most of the text is written
in the simple present
tense.

I write in the present
tense consistently
throughout the text.

I write in the present
tense consistently
throughout the text and
make some attempt to
change tenses when appropriate (e.g., predicting
future outcomes).

I write in the present
tense consistently
throughout the text
and change tenses
when appropriate
(e.g., predicting future
outcomes).

Usually with support, I
use at least one basic
connective, such as and,
to join ideas.

I use at least two basic
I use more than two
connectives, such as
connectives, such as if,
and, but, and/or so to join when, and/or because.
two independent clauses
and form a compound
sentence.

I use a variety of
complex connectives,
such as therefore, and/
or however.

I accurately use a wide
variety of complex
connectives to show
relationships between
ideas.

Usually with support, I
use full stops at the end
of most of my sentences.

I use full stops correctly
and I attempt to use
exclamation or
questions marks.

I use full stops,
exclamation marks,
and/or question marks
consistently at the end
of sentences.

I punctuate the end of
my sentences accurately
throughout the text and
use a variety of end
marks.

I accurately use the full
range of punctuation
and ensure that there
is a variety of
punctuation throughout
the text (e.g., fullstops,
exclamation marks,
question marks,
quotation marks,
apostrophes,
brackets).

Usually with support,
I start most of my
sentences with capital
letters.

I start my sentences with
capital letters and I’m
beginning to use capital
letters for the beginning
of names.

I use capital letters
accurately for starting
sentences and proper
nouns.

I use capital letters
accurately throughout
the text.

I accurately use
commas in lists and
to mark clauses.

I’m beginning to use
some commas in lists.

I use commas
accurately in lists.

I use commas accurately
in lists and am beginning
to use them to mark
clauses (e.g., at the end
of a linking phrase).

I attempt to use
quotation marks and
related punctuation
correctly.*

I use quotation marks
and related punctuation
accurately.*

AF6 - Conventions

AF5 - Sentence Fluency

Usually with support,
AFs are evident in some
writing
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AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across
a wide range of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
I use some
basic adjectives.

I use a variety of basic
adjectives.

I use a variety of strong
adjectives throughout
the text.

Throughout the text,
I use descriptive (and
may also use figurative)
language.

Throughout the text,
I use descriptive (and
may also use
figurative) language
to create strong, fresh,
and vivid images to
emphasise my point.

Usually with support, I
use some generic
convincing words (e.g.,
want, need, never,
always).

I use a variety of
generic convincing words
(e.g., want, need, never,
always, have to, should,
believe, surely).

I attempt to use a variety I use convincing words
of convincing words and and phrases throughout
phrases (e.g., honestly,
the text.
truly, in my opinion, there
is no doubt,
unquestionably, without a
doubt, despite this).

I precisely select from
a range of convincing
words and phrases
that demonstrate my
confidence in my
opinion.

Usually with support, I
use simple vocabulary
and repeat key words.

I make some
adventurous word
choices.

I attempt to make
powerful word choices
that energise my writing
(e.g., I would be thankful
instead of It would make
me happy).

I make powerful word
choices that energise
my writing and have
an effect on my reader
(e.g., deliberate attempt
to choose the best word
instead of the first word
that comes to mind).

I demonstrate a wide
vocabulary when
making powerful word
choices that energise
my writing and have
an effect on my reader
(e.g., precisely chosen
words suited to the
topic).

Usually with support, I
show awareness of the
sounds formed by
different letters and
groups of letters (i.e.,
some high frequency
words are spelled
correctly and phonetically
plausible attempts are
made).

I usually spell simple,
monosyllabic words
correctly, and where
there are inaccuracies,
the alternative is
phonetically plausible.

I can spell simple mono
and polysyllabic words
correctly.

I can spell polysyllabic
words that conform to
regular patterns.

My spelling is
accurate throughout
the text.

Usually with support,
I use the word wall for
tricky words.

I use the word wall for
tricky words.

With limited errors, I use
a spelling resource for
unknown words.

I use a spelling resource
for unknown words.

Usually with support,
I correctly place most
letters on the line and
use spaces between my
words.

I can correctly place my
letters on the line, use
spaces between my
words, and my letters
are orientated and sized
accurately.

Usually with support, I
may include basic
presentation features of
the text type (e.g., a basic
illustration or picture).

I may include
presentation features
of the text type (e.g.,
illustrations, diagrams
with labels, and/or text
boxes).

I may include
presentation features
of the text type that are
beginning to enrich/clarify
the text (e.g., subtitles,
illustrations, diagrams
with labels, textboxes,
and/or captions).

I may include
presentation features of
the text type that enrich/
clarify the text (e.g.,
subtitles, illustrations,
diagrams with labels,
textboxes, and/or
captions).

AF9 - Presentation

AF8 - Conventions

AF7 - Word Choice

Usually with support,
AFs are evident in some
writing

AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across
a wide range of writing

I may include
presentation features
of the text type for a
particular effect or to
enhance my argument
(e.g., subtitles,
illustrations, diagrams,
textboxes, charts,
graphs, and/or
captions).

*Generally not an expectation of persuasive writing; however, student will need to use quotation marks and related punctuation when
including dialogue and/or citing research directly.
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Procedural Writing Rubric
Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, my
basic steps are generally
related to the process/
outcome with limited
elaboration (e.g., First
you get some bread).

My basic steps are
related to the process/
outcome with some
elaboration (e.g., Take
two pieces of bread out
of the bag).

My steps are related to
the process/outcome with
elaboration (e.g., Slowly
pour two cups of cold
water and two drops of
lime juice into the large
pot).

My steps are specific to
the process and are
elaborated upon with
detail (e.g., Secondly,
while the sugar is boiling,
pour two cups of cold
water into the large jug).

My steps are
highly specific to the
process and provide
sufficient detail to
allow the reader to
accurately complete
the process.

Usually with support, my
piece of writing includes
unique pictures with
details and/or labels.

My writing is beginning
to sound unique through
interesting word choices,
use of conventions, and/
or presentation.

Hints of my unique voice
are evident throughout
the text (e.g.,
interesting word choices,
use of conventions, and/
or presentation).

My unique voice is
evident throughout
most of the text (e.g., my
individuality is present
and my writing sounds
different from the way
others write).

My unique voice is
evident throughout
the text (e.g.,
individuality is
present and my
personal style is
clearly established).

Usually with support, my
writing has a similar voice
regardless of audience or
purpose and frequently
refers to the audience.
(e.g., First you drop some
paint).

My writing is beginning
to fit the audience or
purpose in some way
and I usually avoid
referring to the audience
(e.g., the tone is
becoming commanding,
authoritative, and expert).

My writing fits the
audience or purpose
and I generally avoid
personalization/referring
to the audience (e.g., the
tone is commanding,
authoritative, and expert).

I write with an
understanding of a
specific audience or
purpose and I avoid
personalization/referring
to the audience (e.g., the
tone is highly
commanding,
authoritative and expert).

I write with a strong
sense of a specific
audience or purpose
(e.g., the tone
accurately connects
with the audience
and the writer
appears highly
knowledgeable).

Usually with support, my
title directly states the
outcome or product (e.g.,
How to Make Cookies).

My title states the
outcome or product and
is beginning to catch the
reader’s attention (e.g.,
How to Make Delicious
Chocolate Chip Cookies).

My title states the
outcome or product and
catches the reader’s
attention (e.g., Becoming
a Soccer Champion).

My title catches the
reader’s attention and
alludes to the outcome
or product (e.g. Ultimate
Guide to Catching a
Fish).

My title catches the
reader’s attention
and cleverly and
creatively alludes
to the outcome or
product.

AF2 - Organization

AF1 - Ideas & Voice

AFs are evident in some
writing, with support
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AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, my
opening is a simple, short
statement related to the
product/process (e.g.,
Chocolate milk is good.)

My opening has a basic
attempt to use a
simple “hooking strategy”
followed by a sentence
that briefly tells
something about the
product/outcome (e.g.,
Have you ever tried
chocolate milk? It is
delicious!).

My opening has a
“hooking strategy”
followed by additional
details to introduce the
product/outcome.

My opening paragraph
has a “hooking strategy”
that catches the reader’s
attention, followed by a
detailed description of the
product/outcome.

My engaging opening
paragraph has a
creative “hooking
strategy,” followed by
additional information
relevant to the
process that also
provides a clear
direction to the text.

Usually with support,
The steps are in
basic steps are in
sequential order and
sequential order and
materials are listed.
basic materials are listed.

The steps are in
sequential order and
I include all steps and
materials necessary to
generally complete the
product/process (may
require some inferring by
the reader).

The steps are in
sequential order and I
include all steps and
materials with enough
detail necessary to
accurately complete the
product/process.

I include detailed
descriptions of
materials (e.g., size,
amount, colour) and
steps in sequential
order to accurately
complete the product/
process with ease.

Usually with support,
my closing is a short
sentence that relates to
the product (e.g.,
enjoyment sentence,
warning sentence, etc.).

My closing has two
supporting details that
relate to the product (e.g.,
enjoyment sentence,
warning sentence, etc.).

My closing has a
description of the
finished product/outcome
followed by some
additional details related
to the product/process
(e.g., enjoyment
sentence, warning
sentence, etc.).

My closing paragraph
has a description of
the finished product/
outcome, followed by
additional details related
to the product/process.

My well-developed
closing paragraph
has a detailed
description of the
finished outcome/
product, followed by
additional relevant
and unique details
that connect to the
opening.

Usually with support, I
I use a variety of generic
use some generic linking linking words (e.g., first,
words (e.g., first, then,
then, next, after, finally).
next, after, finally).

When appropriate, I
attempt to use more
complex linking words/
phrases (e.g., to start
with, secondly, continue,
you are now ready to,
at last).

When appropriate, I use
complex linking words/
phrases to connect steps
(e.g., After dropping the
mix into the mug, slowly
pour…).

I use a variety of
complex and unique
linking words/phrases
that support
cohesion of the text
and effectively
transition between
steps.

Usually with support, I
accurately use return
sweep to organise my
sentences.

When appropriate, I
attempt to group text
features together with
or without paragraphs
(e.g., materials are
grouped together).

When appropriate, I
group text features
together, with or without
structured paragraphs
(e.g., materials are
grouped together).

I effectively group
text features together
when appropriate,
with or without
structured
paragraphs, and I use
a range of devices
to support cohesion
(e.g., connectives,
linking words).

AF4 - Organization

AF3 - Organization

AFs are evident in some
writing, with support

AFs are evident in some
forms of writing

I group my ideas into
an opening, materials,
steps, and a closing.

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing
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Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
I write most of my
thoughts in sentences.

I write full sentences that
start in a few different
ways (e.g., avoids: First
put, Then put).

I attempt to write a
variety of sentences
(e.g., some simple and
some complex).

I write a variety of
sentences (e.g., simple,
complex, long and/or
short) that are frequently
structured properly.

I write a variety of
properly structured
sentences and I can
deliberately change
word order, length,
and type to emphasise
meaning and affect my
reader.

Usually with support, I
show a basic awareness
of tense (e.g.,
generally written in
simple present tense,
although inconsistencies
may be evident.)

Most of the text is written
in the simple present
tense.

I consistently write in the I consistently write in
present tense throughout the present tense
the text.
throughout the text and
make some attempt to
change tenses when
appropriate.

Usually with support, I
use at least one basic
connective such as and
to join ideas (e.g. Open
up the bag of popcorn
and put it in the
microwave).

I use at least two basic
I use more than two
connectives such as and, connectives such as if,
but, and/or so to join two when, and/or because.
independent clauses
and form a compound
sentence.

I use a variety of
complex connectives
such as therefore and
however.

I accurately use a wide
variety of complex
connectives to show
relationships between
ideas.

Usually with support, I
use full stops at the end
of most of my sentences.

I use full stops
correctly and attempt
to use exclamation or
question marks.

I punctuate the ends of
my sentences accurately
throughout the text and
use a variety of end
marks.

I use the full range
of punctuation
accurately and
ensure that there is a
variety of punctuation
throughout the text.
(e.g., fullstops,
exclamation marks,
question marks,
quotation marks*,
apostrophes,
brackets).

Usually with support,
I start most of my
sentences with capital
letters.

I start my sentences with I accurately use capital
I accurately use capital
capital letters and I’m
letters to start sentences letters throughout the
beginning to use capital and for proper nouns.
text.
letters for the beginning
of names.

AF6 - Conventions

AF5 - Sentence Fluency

AFs are evident in some
writing, with support

AFs are evident in some
forms of writing

I’m beginning to use
some commas in lists.
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AFs are evident in most
forms of writing

I consistently use full
stops, exclamation
marks, and/or question
marks at the end of
sentences.

AFs are evident across a
range of writing

I use commas
accurately in lists.

I use commas accurately
in lists and am beginning
to use them to mark
clauses (e.g., at the end
of a linking phrase).

I attempt to use
quotation marks and
related punctuation
correctly.*

I use quotation marks
and related punctuation
accurately.*

AFs are evident across
a wide range of writing

I consistently write
in the present tense
throughout the text,
and can change
tenses when
appropriate.

I use commas in lists
and to mark clauses
accurately.

Level 1

AF9 - Presentation

AF8 - Conventions

AF7 - Word Choice

AFs are evident in some
writing, with support

Level 2

AFs are evident in some
forms of writing

Level 3

AFs are evident in most
forms of writing

Level 4

AFs are evident across a
range of writing

Level 5

AFs are evident across
a wide range of writing

Usually with support, and When appropriate, I
when appropriate, I use
use a variety of basic
some basic adjectives.
adjectives.

When appropriate, I
When appropriate, I use
use a variety of strong
descriptive language
adjectives throughout the throughout the text.
text (e.g., tiny, enormous,
freezing, boiling, bitter,
rough).

Throughout the text,
I use descriptive
language, including a
variety of adjectives,
to create strong, vivid
images that help to
illustrate the steps.

Usually with support, I
use some simple action/
bossy verbs (e.g., put,
get, place).

I use a variety of action/
bossy verbs (e.g., stir,
pour, mix).

I attempt to use a
variety of interesting
action verbs (e.g.,
measure, weigh, whisk)
and adverbs (e.g., slowly,
quickly, frequently) that
are suitable to the task.

I use a broad range of
interesting action verbs
and adverbs throughout
the text.

I confidently use a
broad range of
interesting action
verbs and adverbs
throughout the text to
accurately describe the
action of the step.

Usually with support, I
use simple vocabulary
and repeat key words.

I make some
adventurous word
choices.

I attempt to make
powerful word choices
that energise my writing.

I make powerful word
choices that energise
my writing and affect my
reader (e.g., deliberate
attempt to choose the
best word instead of the
first word that comes to
mind).

I demonstrate a wide
vocabulary when
making powerful word
choices that energise
my writing and affect
my reader (e.g.,
precisely chosen words
suited to the topic).

Usually with support, I
show awareness of the
sounds formed by
different letters and
groups of letters (e.g.,
some high frequency
words are spelled
correctly and phonetically
plausible attempts are
made).

I usually spell simple,
monosyllabic words
correctly, and where
there are inaccuracies,
the alternative is
phonetically plausible.

I can spell simple mono
and polysyllabic words
correctly.

I can spell polysyllabic
words that conform to
regular patterns.

My spelling is
accurate throughout
the text.

Usually with support,
I use the word wall for
tricky words.

I use the word wall for
tricky words.

With limited errors, I use
a spelling resource for
unknown words.

I use a spelling resource
for unknown words.

Usually with support,
I correctly place most
letters on the line and
use spaces between my
words.

I can correctly place my
letters on the line, use
spaces between my
words, and my letters
are oriented and sized
accurately.

Usually with support, I
may include basic
presentation features of
the text type (e.g., a basic
illustration or picture).

I am beginning to use
the basic presentational
features of procedural
writing, including:
- subtitles (e.g.,
materials, steps)
- numbered steps
- diagrams with labels
- illustrations

I use some key
presentational features
of procedural writing,
including:
- subtitles
- numbered steps or
indented
paragraphs
- diagrams with
descriptive labels
- illustrations
- text boxes

I use key presentational
features of procedural
writing, including:
- subtitles
- numbered steps or
indented paragraphs
- diagrams with
descriptive labels
identifying the most
important aspects
- illustrations
- text boxes

I confidently use key
presentational features
of procedural writing
where they will be highly
effective and enhance
understanding for my
reader, including:
- subtitles
- numbered steps or
indented paragraphs
- diagrams with
descriptive labels
identifying the most
important aspect
- illustrations
- text boxes
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Recount Writing Rubric
Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, I
give and provide limited
elaboration for at least 3
ideas generally related
to the topic. My details
answer the who, where,
and when questions in
the text.

I give and provide some
elaboration for at least 3
ideas related to the topic.
My details answer most
of the who, where, what,
when, and why questions
in the text.

I give and provide
elaboration for at least 3
ideas related to the topic.
My details answer the
who, where, what, when,
why, and how questions
in the text.

My ideas are specific to
the topic and I elaborate
using relevant,
important details. My
details accurately answer
the who, where, what,
when, why, and how
questions in the text.

My ideas are highly
specific to the topic
and I elaborate
appropriately using
relevant and
imaginative details.
The details to answer
the who, where,
what, when, why,
and how questions
are embedded in the
text.

Usually with support, my
piece of writing includes
unique pictures with
details and/or labels.

My writing is beginning
to sound unique through
my interesting choice of
words, use of
conventions, and/or
presentation.

Hints of my unique voice
are evident throughout
the text (e.g., interesting
use of word choice,
conventions, and/or
presentation) and I
attempt to hold the
reader’s interest.

My unique voice is
evident throughout most
of the text (e.g., my
individuality is present
and my writing sounds
different from the way
others write) and I hold
the reader’s interest.

My unique voice is
evident throughout
the text (e.g.,
individuality is
present and my
personal style is
clearly established)
and I effectively hold
the reader’s interest.

Usually with support, my
writing has a similar voice
regardless of audience or
purpose.

My writing is beginning to
fit my audience or
purpose in some way
(e.g., the tone is
becoming lively,
humorous, amusing,
animated, or informative,
depending on form).

My writing fits the
audience or purpose
(e.g., the tone is lively,
humorous, amusing,
animated, or informative,
depending on form).

I write with an
understanding of a
specific audience or
purpose (e.g., the tone is
highly lively, humorous,
amusing, animated or
informative, depending
on form).

I write with a strong
sense of a specific
audience or purpose
(e.g., the tone
accurately portrays
true emotion).

Usually with support, my
title is predictable and
directly states the event
(e.g., My Day at the
Beach, Saturday).

My title states the event
and is beginning to catch
the reader’s attention
(e.g., Fantastic Fun at the
Beach).

My title states the event
and catches the reader’s
attention (e.g., A Day to
Remember).

My title catches the
reader’s attention and
alludes to the main idea
of the recount (e.g.,
Close Call).

My title catches the
reader’s attention
and cleverly and
creatively alludes to
the main idea of the
recount.

AF2 - Organization

AF1 - Ideas & Voice

Usually with support,
AFs are evident in some
writing
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AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
my opening is a simple,
short statement (e.g.,
I went to the beach on
Sunday).

My opening shows a
basic attempt to use a
simple “hooking strategy”
followed by a sentence
that provides some
more detail (e.g., Splish
splash! On Saturday, I
went to Morritt’s with my
brother).

My opening has a
“hooking strategy” (e.g.,
dialogue: “Stop right
there!”) followed by
additional details.

My opening paragraph
has a “hooking strategy”
that catches the reader’s
attention (e.g., a flash
forward of the ending)
followed by additional
details to set the context.

My engaging
opening paragraph
has a creative
“hooking strategy” that
effectively catches the
reader’s attention and
is followed by
additional, relevant
details that give
direction to the text.

Usually with support,
My text is in logical order,
my text is ordered in time but may have several
sequence (e.g., may be
gaps.
choppy and
disconnected).

My text contains a
series of events that flow
logically without
noticeable gaps.

My developed text has
a series of connected
events that flow logically.

My well-developed
text has a series of
connected and clear
events that flow
smoothly and logically.

Usually with support, my
closing is a short
personal feeling
sentence (e.g., I loved
the beach that day).

My closing reflects
upon the events and
may include lessons
learned and/or
connections made.

My closing paragraph
reflects upon the events
and includes lessons
learned and/or
connections made.

My detailed closing
paragraph provides
a deep reflection of
the event while also
making a connection
to the opening.

I attempt to use more
complex linking words/
phrases (e.g., suddenly,
recently, as soon as, the
following day) to show
the passing of time.

I use complex linking
words/phrases that
transition the recount
and/or effectively show
the passing of time (e.g.,
Before we left for the
beach…).

I use a variety of
complex and unique
linking words/phrases
that support cohesion
of the text and
effectively transition/
show the passing of
time.

I use (structured where
appropriate) paragraphs
to group ideas and I
change paragraphs
appropriately (e.g.,
beginning, ending,
change of setting, when
a long time passes, when
a new person speaks).

I use (structured
where appropriate)
paragraphs and
confidently change
paragraphs
appropriately. Within
my paragraphs, I use
a range of devices
to support cohesion
(e.g., connectives,
linking words).

AF3 - Organization

Usually with support,
AFs are evident in some
writing

AFs are evident in some
forms of writing

My closing has two
original thoughts/details
that are related to or are
beginning to reflect upon
the event (e.g., I enjoyed
my time at the beach.
It was a day to
remember!).

AF4 - Organization

Usually with support, I
I use a variety of generic
use some generic linking linking words (e.g., first,
words (e.g., first, then,
then, next, after, finally).
next, after, finally).

Usually with support, I
accurately use return
sweep to organise my
sentences.

AFs are evident in most
forms of writing

I group my ideas into an I attempt to use
opening, a middle, and a paragraphs to group
closing.
ideas together and I
sometimes change
paragraphs appropriately
(e.g., beginning, ending,
change of setting, when
a long time passes, when
a new person speaks).

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing
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Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
I write most of my
thoughts in sentences.

I write full sentences that
start in a few different
ways (e.g., not always
with I).

I attempt to write a
variety of sentences
(e.g., some simple and
some complex).

I write a variety of
sentences (e.g., simple,
complex, long, and/or
short) that are frequently
structured properly.

I write a variety of
properly structured
sentences and I can
deliberately change
word order, length,
and type to emphasise
meaning and affect my
reader.

Usually with support, I
Most of the text is written
show a basic
in the simple past tense.
awareness of tense (e.g.,
generally written in
simple past tense,
although inconsistencies
may be evident).

I write in the past tense
consistently throughout
the text.

I write in the past
tense consistently
throughout the text and
make some attempt to
change tenses when
appropriate (e.g.,
dialogue).

I write in the past
tense consistently
throughout the text
and change tenses
when appropriate
(e.g., dialogue).

AF6 - Conventions

AF5 - Sentence Fluency

Usually with support,
AFs are evident in some
writing
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AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across
a wide range of writing

Usually with support, I
use at least one basic
connective such as and
to join ideas.

I use at least two basic
I use more than two
connectives such as and, connectives such as if,
but, and/or so to join two when, and/or because.
independent clauses
and form a compound
sentence.

I use a variety of
complex connectives
such as therefore and/or
however.

I accurately use a wide
variety of complex
connectives to show
relationships between
ideas.

Usually with support, I
use full stops at the end
of most of my sentences.

I use full stops
correctly and attempt
to use exclamation or
question marks.

I use full stops,
exclamation marks,
and/or question marks
consistently at the end
of sentences.

I punctuate the end of
my sentences accurately
throughout the text and
use a variety of end
marks.

I use the full range
of punctuation
accurately and ensure
that there is a
variety of punctuation
throughout the text.
(e.g., fullstops,
exclamation marks,
question marks,
quotation marks,
apostrophes, and/or
brackets).

Usually with support, I
start most of my
sentences with capital
letters.

I start my sentences with
capital letters and I’m
beginning to use capital
letters for the beginning
of names.

I use capital letters
accurately for starting
sentences and proper
nouns.

I use capital letters
accurately throughout
the text.

I use commas in lists
and to mark clauses
accurately.

I’m beginning to use
some commas in lists.

I use commas
accurately in lists.

I use commas accurately
in lists and am beginning
to use them to mark
clauses (e.g., at the end
of a linking phrase).

I attempt to use
quotation marks and
related punctuation
correctly.

I use quotation marks
and related punctuation
accurately.

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, I
use some
basic adjectives.

I use a variety of basic
adjectives.

I use a variety of strong
adjectives throughout the
text (e.g., tiny, enormous,
freezing, boiling, bitter).

Throughout the text,
I use descriptive and
figurative language (e.g.,
similes or alliteration)
to “show” rather than
“tell” the reader (e.g., I
bounced merrily through
the garden like a
basketball dribbling
down the court).

Throughout the text,
I use descriptive and
figurative language to
create strong, fresh and
vivid images that allow
the reader to visualise.

Usually with support, I
use some simple action
verbs (e.g., I saw, I went,
I did).

I use a variety of action
verbs (e.g., I played, I
watched, I used).

I attempt to use a
variety of interesting
action verbs and adverbs
(e.g., travelled, glimpsed,
quickly, gently).

I use a broad range of
interesting action verbs
and adverbs throughout
text.

I confidently use a
broad range of
interesting action
verbs and adverbs
throughout the text
to describe meaning,
mood, or emotion.

Usually with support, I
use simple vocabulary
and repeat key words.

I make some
adventurous word
choices.

I attempt to make
powerful word choices
that energise my writing
(e.g., The wind sent chills
up my spine).

I make powerful word
choices that energise
my writing and have
an effect on my reader
(e.g., deliberate attempt
to choose the best word
instead of the first word
that comes to mind).

I demonstrate a wide
vocabulary when
making powerful word
choices that energise
my writing and have
an effect on my reader
(e.g., precisely chosen
words suited to the
topic).

Usually with support, I
show awareness of the
sounds formed by
different letters and
groups of letters (e.g.,
some high frequency
words are spelled
correctly and phonetically
plausible attempts are
made).

I usually spell simple,
monosyllabic words
correctly, and where
there are inaccuracies,
the alternative is
phonetically plausible.

I can spell simple mono
and polysyllabic words
correctly.

I can spell polysyllabic
words that conform to
regular patterns.

My spelling is
accurate throughout
the text.

Usually with support,
I use the word wall for
tricky words.

I use the word wall for
tricky words.

With limited errors, I use
a spelling resource for
unknown words.

I use a spelling resource
for unknown words.

Usually with support,
I correctly place most
letters on the line and I
use spaces between my
words.

I can correctly place my
letters on the line, use
spaces between my
words, and my letters
are orientated and sized
accurately.

Usually with support, I
may include basic
presentation features
of the text type (e.g.,
a simple illustration or
picture).

I may include
presentation features
of the text type (e.g.,
an illustration or picture
related to the recount).

I may include
presentation features
of the text type that are
suitable to the recount
and begin to enrich the
text (e.g., illustrations,
pictures, changes in font
type or size, etc.).

I may include
presentation features
of the text type that are
suitable to the recount
and enrich the text (e.g.,
illustrations, pictures,
timelines, captions,
changes in font type or
size, etc.).

AF9 - Presentation

AF8 - Conventions

AF7 - Word Choice

Usually with support,
AFs are evident in some
writing

AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across
a wide range of writing

I may include
presentation features
of the text type that are
suitable to the recount
for a particular effect
(e.g., illustrations,
pictures, timelines,
captions, changes in
front type or size, etc.)
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Report Writing Rubric
Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
my facts/descriptive
statements (at least 3)
are generally related
to the topic with limited
elaboration.

My facts/descriptive
statements (at least 3)
are related to the topic
with some elaboration.

My subtopics (at least 3)
are related to the topic
and elaborated with facts
and details.

My subtopics (at least 3)
are specific to the topic
and elaborated upon
using relevant
researched examples,
facts, and details.

My subtopics (at
least 3) are highly
specific to the topic
and provide sufficient
and researched
information and
details to offer the
reader a deep
understanding of
the topic.

Usually with support, my
piece of writing includes
unique pictures with
details and/or labels.

My writing is beginning to
sound unique through my
interesting word choices,
use of conventions, and/
or presentation

Hints of my unique voice
are evident throughout
the text (e.g., interesting
word choices, use of
conventions, and/or
presentation) and I
attempt to demonstrate
an interest in the topic.

My unique voice is
evident throughout most
of the text (e.g., my
individuality is present
and my writing sounds
different from the way
others write) and I
demonstrate an interest
in the topic.

My unique voice is
evident throughout
the text (e.g.,
individuality is
present and my
personal style is
clearly established)
and I demonstrate a
keen interest in the
topic.

Usually with support,
my writing has a similar
voice regardless of the
audience or purpose.

My writing is beginning to
fit my audience or
purpose in some way
(e.g., the tone is
becoming objective
and expert).

My writing fits the
audience or purpose
(e.g., the tone is
objective and expert).

I write with an
understanding of a
specific audience or
purpose (e.g., the tone
is highly objective and
expert).

I write with a strong
sense of a specific
audience or purpose
(e.g., the tone
accurately connects
with the audience
and the writer
appears to be highly
knowledgeable.)

Usually with support, my
title directly states my
topic (e.g., Sharks).

My title states my topic
and is beginning to catch
the reader’s attention
(e.g., Icky Iguanas).

My title states my topic
and catches the reader’s
attention (e.g., All About
Bats).

My title catches the
reader’s attention and
alludes to the topic (e.g.,
Deadly Predators in the
Deep).

My title catches the
reader’s attention
and cleverly and
creatively alludes to
the topic.

AF2 - Organization

AF1 - Ideas & Voice

Usually with support,
AFs are evident in some
writing

94

AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, my
opening is a simple and
short statement that
identifies the topic (e.g.,
Bats are interesting
animals).

My opening has a basic
attempt to use a simple
“hooking strategy,”
followed by a simple,
short statement that
identifies the topic.

My opening has a
“hooking strategy,”
followed by details that
introduce the topic (e.g.,
list of adjectives,
question, noisy word,
simile, etc.).

My opening paragraph
has a “hooking strategy”
that catches the reader’s
attention, introduces the
main idea, and briefly
states the subtopics to
be discussed.

My engaging
opening paragraph
has a creative
“hooking strategy”
followed by an
explanation of the
main idea and
statement of the
subtopics to be
discussed whilst
providing a clear
direction to the text.

I include minimally
developed and logically
categorised subtopics
that support the main
idea.

I include developed and
logically categorised
subtopics that support
the main idea.

I include welldeveloped subtopics
that strongly support
the main idea and
that are managed
effectively across
the text.

AFs are evident in some
forms of writing

AF4 - Organization

AF3 - Organization

Usually with support,
AFs are evident in some
writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident
across a wide range
of writing

Usually with support, my
closing is a short sentence
related to the topic (e.g.,
Dogs are great. May be a
personal statement.)

My closing has two
original supporting
details related to the
topic (e.g., Spiders are
interesting insects. But
remember, you don’t
need to be afraid.)

My closing has a linking
phrase (e.g., In
conclusion…), attempts
to restate my main idea,
and summarises some of
the supporting details.

My closing paragraph
has a linking phrase
(e.g., In summary …),
restates the main idea,
and summarises the
supporting details.

My well-developed
closing paragraph
restates the main
idea, reiterates the
critical points, and
states the significance
or importance of the
topic in an interesting
and creative way.

Usually with support, I
accurately use return
sweep to organise my
sentences.

I group my ideas into an
opening, facts, and a
closing.

To connect paragraphs,
I attempt to use more
complex linking words/
phrases (e.g., another
thing, you might also
want to know, in
addition).

To connect paragraphs,
I use complex linking
words/phrases (e.g., In
addition to being a deadly
predator, the Great White
Shark also…).

I use a variety of
complex and unique
linking words/phrases
that support
cohesion of the
text and effectively
transition between
subtopics.

I attempt to use
paragraphs to group
content and I sometimes
change paragraphs
appropriately (e.g.,
change of subtopic,
introduction,
conclusion).

I use structured
paragraphs to group
content and I change
paragraphs appropriately
(e.g., change of
subtopic, introduction,
and/or conclusion).

I use structured
paragraphs and
confidently change
paragraphs
appropriately. Within
my paragraphs, I use
a range of devices
to support cohesion
(e.g., connectives,
linking words).
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Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support,
I write most of my
thoughts in sentences.

I write full sentences that
start in a few different
ways (avoids: The
iguana eats…The iguana
lives… The iguana
likes…).

I attempt to write a variety of sentences (e.g.,
some simple and some
complex).

I write a variety of
sentences (e.g., simple,
complex, long and/or
short) that are frequently
structured properly.

I write a variety of
properly structured
sentences and I can
deliberately change
word order, length,
and type to emphasise
meaning and affect my
reader.

Usually with support, I
show a basic awareness
of tense (e.g.,
generally written in
simple appropriate
tense although
inconsistencies
may be evident).

Most of the text is written
in the same tense
appropriate to the topic/
task (e.g., simple
present: A shark lives
in the ocean. vs. simple
past: Columbus landed
in the Cayman Islands).

I consistently write in an
appropriate tense that
is aligned with my topic/
task throughout the text.

I consistently write in an
appropriate tense that
is aligned with my topic/
task throughout the text
and make some attempt
to change tenses when
appropriate.

I consistently write in
an appropriate tense
that is aligned with my
topic/task throughout
the text and change
tenses when
appropriate.

Usually with support, I
use at least one basic
connective such as and
to join ideas.

I use at least two basic
I use more than two
connectives such as and, connectives such as if,
but, and/or so to join two when, and/or because.
independent clauses
to form a compound
sentence.

I use a variety of
complex connectives
such as therefore and
however.

I accurately use a wide
variety of complex
connectives to show
relationships between
ideas.

Usually with support, I
use full stops at the end
of most of my sentences.

I use full stops
correctly and attempt
to use exclamation or
question marks.

I consistently use full
stops, exclamation
marks, and/or question
marks at the end of
sentences.

I punctuate the end of
my sentences accurately
throughout the text and
use a variety of end
marks.

Usually with support, I
start most of my
sentences with capital
letters.

I start my sentences
with capital letters and
I’m beginning to use
capitals letters for the
beginning of names.

I accurately use capital
I use capital letters
letters to start sentences accurately throughout
and for proper nouns.
the text.

I use the full range
of punctuation
accurately and
ensure that there is a
variety of punctuation
throughout the text
(e.g., fullstops,
exclamation marks,
question marks,
quotation marks*,
apostrophes,
brackets).

I’m beginning to use
some commas in lists.

I use commas
accurately in lists.

I use commas accurately I use commas in lists
in lists and am beginning and to mark clauses
to use them to mark
accurately.
clauses (e.g., at the end
of a linking phrase).

I attempt to use
quotation marks and
related punctuation
correctly.*

I use quotation marks
and related punctuation
accurately.*

AF6 - Conventions

AF5 - Sentence Fluency

Usually with support,
AFs are evident in some
writing
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AFs are evident in some
forms of writing

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across
a wide range of writing

Level 1

Level 2

Level 3

Level 4

Level 5

Usually with support, I
use some basic
adjectives.

I use a variety of basic
adjectives.

I use a variety of strong
adjectives and adverbs
throughout the text.

Throughout the text, I
use descriptive language,
including adjectives and
adverbs (and may also
use figurative language).

Throughout the text, I use
descriptive (and may also
use figurative) language,
including a variety of
adjectives and adverbs, to
create strong, fresh and
vivid images that help to
illustrate facts and details.

Usually with support, I
use some simple words
that are suitable to the
topic (e.g., paw, tail, leg,
ear, collar).

I use a variety of basic
words that are suitable
to the topic (e.g., diet,
habitat, stem, leaf,
shelter).

I attempt to use a variety
of subject specific
terminology.

Throughout the text, I
use a variety of precise
subject specific
terminology.

Throughout the text, I
confidently use a broad
range of precise subject
specific terminology that
demonstrates my
knowledge of the topic.

Usually with support, I
use simple vocabulary
and repeat key words.

I make some
adventurous word
choices.

I attempt to make
powerful word choices
that energise my writing.

I make powerful word
choices that energise
my writing and affect my
reader (e.g., a deliberate
attempt to choose the
best word instead of the
first word that comes to
mind).

When making powerful
word choices, I
demonstrate a wide
vocabulary that
energises my writing and
affects my reader (e.g.,
precisely chosen words
suited to the topic).

Usually with support, I
show awareness of the
sounds formed by
different letters and
groups of letters (e.g.,
some high frequency
words are spelled
correctly and phonetically
plausible attempts are
made).

I usually spell simple,
monosyllabic words
correctly, and where
there are inaccuracies,
the alternative is
phonetically plausible.

I can spell simple mono
and polysyllabic words
correctly.

I can spell polysyllabic
words that conform to
regular patterns.

My spelling is
accurate throughout the
text.

With limited errors, I use
a spelling resource for
unknown words.

I use a spelling resource
for unknown words

I may include
presentation features of
the text type that are
beginning to enrich/clarify the text (e.g., subtitles,
diagrams with labels,
illustrations, maps,
textboxes, captions,
types of font, tables of
contents, glossaries,
charts, graphs, etc.).

I may include
presentation features of
the text type that enrich/
clarify the text (e.g.,
subtitles, diagrams
with labels,
illustrations, maps,
textboxes, captions,
types of font, tables of
contents, glossaries,
charts, graphs, etc.).

AF8 - Conventions

AF7 - Word Choice

Usually with support,
AFs are evident in some
writing

AFs are evident in
some forms of writing

AF9 - Presentation

Usually with support, I use I use the word wall for
the word wall for tricky
tricky words.
words.

Usually with support,
I correctly place most
letters on the line and I
use spaces between my
words.

I can correctly place
my letters on the line,
use spaces between
my words, and my
letters are oriented and
sized accurately.

Usually with support, I
may include basic
presentation features
of the text type (e.g.
subtitles, illustrations,
and diagrams with
labels).

I may include
presentation features
of the text type (e.g.,
subtitles, illustrations,
diagrams with labels,
maps, text boxes, and/
or charts).

AFs are evident in most
forms of writing

AFs are evident across a
range of writing

AFs are evident across a
wide range of writing

I may include
presentation features of
the text type that are for a
particular effect and
enhance understanding
for my reader (e.g.,
subtitles, diagrams with
labels, illustrations, maps,
textboxes, captions,
types of font, tables of
contents, glossaries,
charts, graphs, etc.).

*Generally not an expectation for report writing; however, quotation marks will be necessary if citing research
directly or adding dialogue.
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Glossary
acrostic poem. A poem in which the letters of a word
are arranged vertically, with each beginning the first
word of a line of the poem.
adventure. Fiction genre that focuses on the solving of
a problem through a series of action events.
alphabet charts. Charts containing letters of the
alphabet written in both upper and lower case, and a
picture and word that are clearly associated with each
letter. This type of chart helps students make links
between letters and sounds.
anecdotal record. A written description, by the teacher,
of observed student demonstrations of knowledge and
skills. Anecdotal records should reflect only observed
behaviours, not opinions or personal interpretations.
They may be running accounts of what students say
and do during a particular activity, or records of specific
behaviours. Students should be observed in a variety of
situations over time. Consistent record taking helps to
reveal patterns of student development.
assessment. The ongoing, systematic gathering,
recording, and analysis of information about a student’s
achievement, using a variety of strategies and tools.
Its intent is to provide feedback to the teacher that can
be used to improve programming. Assessment should
be authentic – that is, based on classroom programs.
Peer assessment, the giving and receiving of feedback
among students, can also play an important role in the
learning process. See also diagnostic assessment,
formative assessment, summative assessment,
and assessment as learning.
Assessment as Learning. Any of ongoing selfassessment by students in order so that they can
monitor their own learning. Assessment as learning is
characterized by students reflecting on their own
learning and making adjustments so that they achieve
deeper understanding.
autobiography. A factual retelling of the author’s life or
parts of his or her life from the author’s own perspective.
biography. The factual retelling of a real person’s life or
parts of his or her life.
connectives. Connectives are conjunctions, which
are words used to connect clauses (sentences) or to
coordinate words in the same clause.
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conventions. Accepted practices or rules of language
use. Conventions related to the mechanics of writing
include rules for spelling, grammar, capitalization, and
punctuation.
dependent clause. A dependent clause (also known
as a subordinate clause) is a clause that supports ideas
stated in the main clause.
diagnostic assessment. Assessment that is undertaken
to identify a student’s prior learning so that appropriate
instruction can be provided. It occurs at the beginning
of a school year, term, or unit, or as needed. See also
formative assessment, summative assessment, and
assessment as learning.
direct instruction. Clear, direct, purposeful teaching of
specific knowledge, skills, or strategies.
editing. A stage in the writing process in which students
focus on the mechanical aspects of their writing. They
check the accuracy of their spelling, grammatical
structures, capitalization, and use of punctuation.
environmental print. Words, phrases, and pictures that
students see around them in the classroom, at home,
and in public places. Examples include billboards, traffic
signs, store signs, and labels.
evaluation. A judgment made at a specific, planned
time based on the data gathered from summative
assessment in relation National Curricular Levels and
in regards to the level of a student’s achievement.
exemplars. Samples of student work chosen to
illustrate performance by text type at each of the four
National Curricular Levels. In 2014, persuasive writing
and recount exemplars were published with the other
text types to follow. Each exemplar will contain task
descriptions, commentary, rubrics, and samples of
student work at each National Curricular Level.
Exemplars help students understand the quality of work
that is expected and provide teachers with examples that
can help in the assessment of student work. Exemplars
are intended to promote consistency in assessment.
fable. Traditional fiction genre that teaches a moral or
lesson. The characters are usually animals with human
qualities. The interaction between these animals reveals
general truths about human nature.

fairy tale. Traditional fictional genre about magical
creatures, objects, or events. fantasy. A Fictional genre
with an imaginative setting and fantastical characters
such as talking animals and/or beings with magical
powers.

guided writing. A key instructional pedagogy that
consolidates previously taught writing skills through
a smallgroup, teacher-directed lesson. The students
review a recently taught writing skill and then apply the
skill through independent writing.

folk tale. A genre of traditional fiction based on oral
tales that have been passed down from generation to
generation.

higher-order thinking skills. Thinking that goes
beyond the recall of basic facts and enables students to
solve problems, understand and use concepts of some
complexity, and achieve a deeper level of understanding
of texts. For more information, see Benjamin Bloom’s
work in which he provides an in-depth model of cognitive
processes that describe a variety of higher order
thinking.

formative assessment. Assessment that tracks
individual students’ progress on an ongoing basis. It
provides students with information about the strengths
and weaknesses of their writing. When a student applies
a new skill in writing, it is crucial for him or her to receive
feedback as soon as possible on what was done
successfully and what needs to be done to improve
the student’s achievement. Formative assessment also
provides teachers with regular information about the
effectiveness of their instructional strategies.
free verse. Poetry that does not rhyme or have a regular
rhythm.
genre. Categorisations of fictional texts organised by
literary style, structure, or theme (e.g., fantasy, folk
tales, adventure, mystery, etc.). Newer genres may
combine attributes of two or more traditional genres.
gradual release of responsibility. During direct
instruction and/or modeling the teacher provides
students with maximum support. As students begin to
apply the new learning, the teacher provides guidance
and offers feedback as necessary. As students
internalize the learning, skills, strategies, and behaviours
(e.g., during shared and then guided writing sessions),
the teacher gradually provides less and less support and
students assume more and more responsibility. Finally,
the release or transfer of responsibility is complete, and
the student is able to work independently.
graphic organiser. A visual framework that helps the
learner organise ideas and make connections between
them.
guided reading. Guided reading is a key instructional
pedagogy during which the teacher scaffolds the
learning of a small group of students as they apply
strategies (previously taught during read-alouds and
shared reading) to an unfamiliar but carefully selected
text. This text is within the students’ instructional range
and provides reasonable challenges for learning. The
teacher supports the students as they talk, read, and
think their way through the text using effective reading
strategies.

historical fiction. Realistic fiction that portrays life and
events during a particular time in history. While plot
details and/or characters are imaginary, reference may
be made to real people and happenings of the period.
ideas. A trait of writing. Ideas and content reflect the
topic of the writing.
independent writing. A key instructional pedagogy
that gives students opportunities to explore writing
independently, using self-selected or assigned text
types, genres, and forms.
informational text. Non-fiction that gives facts, figures,
principles, and new information on a variety of topics
from the material and social world.
interactive writing. A key instructional pedagogy in
which the teacher and students share the task of
scribing a message. The teacher selects an appropriate
teaching point. The teacher and students share the pen
to create a message, and the finished text is then used
for independent practice.
language features. The features of language support
meaning (for example: sentence structure, vocabulary,
punctuation, figurative language). Choices in language
features and text structures come together to define a
type of text and shape its meaning.
learning log/response journal. A student’s written
record of and reflection on his or her learning.
legend. Traditional fictional genre that tells the story
of a national or folk hero. Based on fact but includes
imaginative material.
linking words. Linking words and phrases are simple
prepositions to support the passing of time (e.g., first,
then, next, after, finally, before, etc.).
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literacy block. A block of time scheduled daily by the
classroom teacher for literacy instruction or activities.
memoir. A record of a person’s life, often in connection
with specific experiences or events.
minilesson. A brief, focused lesson in which the teacher
teaches and models a specific strategy. Students are
asked to work with the strategy independently if it is
relevant to what they are doing.
modelling. The teacher demonstrates a task or strategy
to students, so that they can learn how to do it by
copying the model. When modelling includes thinking
aloud, students become aware of the processes needed
to perform a task or implement a strategy.
morphology. Morphology is the study of the structure
and form of words. It is the study of how pieces of words
combine to make meaning and words. It includes the
knowledge of morphemes, or the smallest units of words
that carry meaning. If a word is broken up into the parts
that give it meaning, it has been broken into its morphemes. For example, the word unhappiness can be
broken into three morphemes that give it meaning:
un-, happy, and -ness.
mystery. A type of realistic fiction that centres on a
problem or question. A solution or answer is reached
through the use of clues and/or participation in events.
narrative. A text that tells a story that is usually
imaginary but may be based on fact.
objectives. The knowledge and skills that students are
expected to learn and to demonstrate by the end of
every year level, as outlined by the Cayman Islands
National Curriculum’s Programmes of Study.
onset. The consonant or consonants that occur before
a vowel in a syllable (e.g., the g in gain, the fr in fright).
(See also rime.)
organisation. A trait of writing that provides the
structure for the writing. It is characterized by an
effective beginning and end and a logical sequence
of events or ideas.
pedagogy. Pedagogy is the method (approach) and
practice of teaching. The term is often associated with
the theory and practice of teaching.
peer assessment. Assessment, by one or more
students, of another student’s writing using a guideline,
usually in the form of a checklist, rating scale, or rubric.
peer conference. A discussion between two students
about their writing.
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Peer conferences offer students opportunities to give
each other suggestions on how to make their writing
better.
phonetic spelling. A way of spelling words according to
how they sound to the student.
persuasive text. A text whose purpose is to persuade
the reader to take a certain action and/or accept a
particular point of view.
planning. A stage in the writing process, sometimes
referred to as rehearsal. Students create a plan for their
writing, keeping purpose and audience in mind.
poetry. Verse or rhythmic prose that uses imagery to
create an emotional response or evoke sensory
images. Poetry may occur in all types of literature,
including fiction and non-fiction.
presentation. An element of writing that focuses on the
visual layout of the text. Consideration is given to
legibility, titles, margins, graphics, and illustrations.
prior knowledge. The knowledge that a student has
acquired to date and that he or she brings to a text and
draws on to understand the text.
procedure. A text that lists steps or actions necessary to
do something.
proofreading. The careful reading of a final draft to
eliminate typographical errors and correct errors in
grammar, spelling, and punctuation. Proofreading takes
place during the editing stage of the writing process.
publishing. A stage in the writing process in which a
student makes the writing presentable for the intended
audience.
rapid writing. The student is expected to rapidly draw or
write down all the fresh ideas they have on a particular
topic with no self-editing. The student then selects an
idea from the topics they recorded.
rating scale. A simple tool for assessing the quality of a
performance, product, attitude, and/or behaviour, on the
basis of a set of criteria, along a point-scale ranging from
low to high (e.g., from a low of 3 points to a high of 10).
recount. A retelling of an experience or event.
report. A text that conveys information about an event
or situation using an organizational structure designed
to communicate the main points as effectively
as possible.

revising. A stage in the writing process in which
students examine their writing critically and use a variety
of strategies to improve the content and/or organization
of their writing.
rime. The part of a syllable that contains the vowel and
all that follows it (e.g., - one in bone and tone). A rime is
smaller than a syllable but larger than a phoneme. (See
also onset.)
rubric. A scoring scale in chart form, often developed in
connection with a performance task, that provides a set
of criteria related to expectations addressed in the task
and describes student performance at each of the
National Curricular Levels. Rubrics are used to assess
and evaluate students’ work and to help students
understand what is expected of them.

teacher can share responsibility for reading with the
students. Students should be familiar with the text, as it
will allow them to join in with the reading.
summative assessment. Assessment occurs at the
end of a learning module or a specific time period, and
that is based on work in which the student is expected to
demonstrate the knowledge and skills accumulated
during that period of time. Summative assessments
provide teachers with additional information to evaluate
student achievement and program effectiveness.
think-aloud. A process in which the teacher models
the recognition of language cues and the application
of reading and writing strategies by expressing his or
her thought processes out loud while writing a text for
students.

scaffolding. An instructional technique in which the
teacher breaks a writing approach into small steps,
models the steps, provides support as students learn
the strategy, and then gradually shifts responsibility for
applying the strategy independently to the students.
Scaffolding allows students to build on their prior
knowledge and modify their current understandings;
where prior knowledge is lacking, modelled and shared
experiences bridge the gap.

text form. The way in which a text type or genre is
presented (e.g., list, joke, graphic organiser, sign, recipe,
letter).

self-assessment. A student’s assessment of his or her
own writing with the use of a guideline (provided by the
teacher or student generated), usually in the form of a
checklist, rating scale, or rubric. The purpose is to help
students review their own work critically and work
independently to improve their performance.

traits of writing. The traits of writing are: ideas,
organization, voice, word choice, sentence fluency,
conventions, and presentation.

sentence (simple, compound, and complex). A
simple sentence, also called an independent clause,
contains a subject and a verb and expresses a complete
thought. (e.g., Mark ran to school). A compound
sentence contains two independent clauses joined by a
connective (e.g., My family has six people and we live
in West Bay”). A complex sentence has an independent
clause joined by one or more dependent clauses (e.g.,
“My mom has to drive me to school when I miss the
bus”).
sentence fluency. A trait of writing that is developed
by using a variety of sentence structures and sentence
lengths. This is done in order to achieve rhythm and flow
and make the writing easy and pleasurable to read.
Shared reading. Shared reading is an interactive
pedagogy for the teaching of reading. Students are able
to develop new skills in an encouraging environment,
and can consolidate skills they have already been
taught. In shared reading, all students must be able to
see the print and accompanying pictures so that the

time clauses. Used to indicate the time at which an
event in the main clause takes place. The main time
connectives (conjunctions) are: when, as soon as,
before, after, by the time, by. They are placed either
at the beginning or the end of a sentence.

voice. A trait of writing that helps the text to reflect
the feelings and perspective of the author and gives
a distinctive quality to a work. It can be found in
illustrations as well as in the written word.
word choice. A trait of writing that makes the writing
descriptive, detailed, and precise. The writer selects
words that enable readers to visualize and understand
the content more clearly.
word wall. A list of words, grouped alphabetically and
prominently displayed in the classroom, that teachers
use to help students become familiar with highfrequency words or subject specific words.
writing a draft. A stage in the writing process, usually
following the planning stage. The intent at this stage is to
get ideas down on paper and then consider the next step
for that particular piece of writing.
writing conference. A teacher’s planned discussion with
individual students about their writing. Writing conferences
offer teachers opportunities to get to know their students
as writers, to monitor their students’ writing progress, and
to plan future instruction based on identified needs.
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writing portfolio. A collection of student work representing
the student’s growth and achievement in writing performance.
A writing portfolio may contain a student’s best pieces, the
student’s evaluation of his or her work, and one or more
works in progress.
writing process. The process involved in producing a
polished piece of writing. The writing process comprises
several stages, each of which focuses on specific tasks.
The main stages of the writing process are: planning,
writing a draft, revising, editing, and publishing.
writing workshop. A structured organizational strategy in
which students can write independently, confer with other
students or the teacher, and present their work to the class.
The writing workshop takes place during the literacy block.
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