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General 
 
This series the question paper stimulated a variety of engaged responses from students from 
across  the  full  range  of  the  candidature.    As  one  senior  examiner  notes:  ‘the  students responded 
extremely well to the items  on  this  year’s  paper.  There were a wide variety of responses to the 
questions, but all students  have  been  able  to  respond  at  some  level’. 
 
In terms of constructing clear and well-organised answers, many students are demonstrating high 
levels of skill. For example, many are taking time to think about the unseen items and plan their 
answers effectively; the benefits of such strategies can be seen in the conciseness of many 
responses, in their skilful selection of material (both from the items and from their wider reading) 
and in the quality of their introductions and conclusions. One senior examiner reports that 
‘introductions  have  continued  to  improve’,  noting  that  ‘the  best  are  usually  short  and  concisely  state  
the essential connections between the items and  how  they  might  crucially  differ’  and  offering  the  
observation  that  ‘this  approach  often  briefly  sets  the  agenda  for  the  rest  of  the  answer’.  She  goes  
on to note that conclusions often leave the reader with final thoughts arising from the comparison 
and analysis  offered  in  the  main  body  of  the  essay  and  that  those  ‘that  merely  repeat  the  points  
already  made  are  becoming  rarer’.   
 
For high-performing answers, short, integrated quotations are being used consistently when both 
analysing and comparing as well as when referring to wider reading and to contexts.   For low-
performing answers, there was a tendency to label features without exploring how such features 
contributed to meaning and create effects. One examiner suggests that students would be wiser to 
‘practise  their  close  reading  techniques’  rather  than  ‘parachute  in  unusual  literary  and  linguistic  
terms’.    As  ever,  critical  terminology  is  helpful  when  it  enables  a  student  to  comment  closely  and  
precisely  on  a  writer’s  methods  and  the  meanings  and  effects that they create – indeed work of this 
nature usually earns marks in Band 4 –  but simply identifying lexis or modal auxiliaries without 
further development is usually commensurate with work achieving no more than Band 2. 
 
The use of wider reading continues to be a useful discriminator. The work that one examiner 
assessed  contained  ‘the  best  deployment  of  wider  reading  he  had  seen  since  wider  reading  
became an overt requirement in AQA Literature A examinations. Indeed he reported that wider 
reading  ‘was focused and apt – so much so that students who relied on past papers and class 
handouts  rather  stood  out’.  This final comment is worth developing, especially since most 
examiners report that the least helpful links to wider reading usually come from extracts, typically 
encountered on question papers from previous LITA3 examinations. Accordingly, references to, for 
example, Wilmore and Helena in The Rover,  or  to  Richard’s  wooing  of  Anne  in  Richard III or to 
Finn and Melanie in The Magic Toyshop seldom cast light on the items in  this  year’s  question  
paper. The aptness of the selection of a wider reading detail is crucial: if only an extract of a text is 
known, a student often has to amend their interpretation of the item on the question paper to match 
this wider reading link. By contrast, those students who know wider reading texts well are able not 
only to select apt links, but also to refer to the relevant texts in detail, developing connections in 
sophisticated and illuminating ways.   
 
Question 1 
 
The items produced a variety of engaged responses. One  examiner  notes  that  ‘Items  A  and  B  are  
extremely  well  matched  in  terms  of  the  helpful  connections  that  can  be  made  between  them’  and  
another  comments  that  they  ‘lent  themselves  well  to  the  truly  autonomous readers who made and 
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supported meaning. The meanings were not necessarily obvious mainstream reactions, but the 
quality of supported arguments was often outstanding and gained appropriately high rewards.’  
Impressive connections were sometimes made between the poems at a conceptual level, with 
some  students  arguing  that  Larkin’s  poem  seems  to  reply  to  Donne’s  assertions  about  love  and, 
moreover, to reject them. Despite  the  Donne  poem  being  more  difficult  linguistically,  it  was  Larkin’s  
that often posed more challenges  for  students’  understanding. As one senior examiner explains: 
‘some  students  had  problems  with  the  Larkin  poem  when  they  attempted  to  link  it  to  Donne’s,  
claiming  that  both  writers  are  celebrating  their  loves’. The  phrase  ‘ought  to  be’  proved  crucial to 
understanding Larkin and – for the purposes of this examination – a useful discriminator of closer 
reading skills. There were many sensitive readings of the situation in each poem, including some 
confident and well-supported interpretations about  such  things  as  Donne’s  depiction  of  a  couple  
whose love has strengthened in consequence of their relationship having become sexual and after 
they have slept together. As ever, close and careful reading that pays attention to units of meaning 
– reading whole clauses, whole sentences and whole poems, rather than becoming distracted by 
fragments, whose meaning is taken out of context – is a prerequisite for high marks. 
 
Many  students  were  able  to  grasp  the  ‘big  picture’  in  each  poem  and  build  on  their  understanding 
by exploring features and relating them to overall meaning. Imagery was a productive focus here, 
with engaged comments being made about aspects such as the imagery of the world beyond each 
couple’s  bedroom,  the  weather  and  the  depictions of the couples themselves. Some very high-
achieving  students  were  able  to  comment  closely  on  subtle  aspects  such  as  the  poets’  
manipulation of syntax for effects – for  example,  the  use  of  chiasmus  in  the  first  line  of  Donne’s  last  
stanza, which helps to suggest the sense of the lovers merging into one, and the accumulation of 
negative  terms  in  Larkin’s  last  line. Such sensitive readings were invariably part of close analysis 
that did not just comment on the features named above, but considered the ways in which they 
worked with other features to create effects and shape overall meaning.   
 
Less impressive were approaches to rhyme and rhythm that simply identified some aspects or 
made broad claims for line lengths or the use of iambic pentameter. While some did not notice 
Larkin’s  use  of  half  rhyme  in  the  three  tercets  of  the  poem,  others  offered  subtle  discussion  of  this  
feature, making well-observed comments, supporting them with textual evidence and sometimes 
suggesting that such use was fitting not only for the poem’s  central  relationship  but  also  the  
speaker’s  (or  even  Larkin’s)  general  cynicism  about  his  world  at  large. Rather than simply noting 
rhyme schemes or meters, high-achieving students responded to changes that were linked to 
meaning – for example, those on the  final  stanza  of  ‘Talking  in  Bed’  which  is  comprised  of  three  
lines  with  the  same  rhyme  (a  triplet)  and  which  lend  the  poem’s  bleak  conclusion  greater  weight  
and assuredness.  
 
Most students had studied some metaphysical poetry, and this aided their understanding  of  ‘The  
Good  Morrow’,  enabling  them  to  make  contextual  comments  which  ranged  from  brief  references  to  
voyages of discovery to the identification and close exploration of metaphysical features. Such 
comments were often aided by well-chosen links to  specific  poems  including  ‘The  Sun  Rising’,  ‘A  
Valediction:  Forbidding  Mourning’  and  ‘The  Definition  of  Love’;;  the  deeper  the  understanding  of  the  
wider reading poem, the better the link became. The best were flexible about the ways in which 
they used wider reading and included apt quotations, which helped to illuminate their readings of 
Item A. There were many apt wider reading links made to Item B, ranging from those linked by time 
– such as Sonnet 116 – and those that explored a relationship between lovers,  such  as  ‘The   
 
Scrutiny’. Less successful were references to poems that had no ostensible connection to the 
items, such as some from The  World’s  Wife, for example ‘Mrs  Darwin’,  and  others  to  poems  that  
seem  to  have  perennial  popularity,  such  as  ‘Stop  All  the  Clocks’  and  ‘Sonnet  130’. The examiners 
do note, however, with approval, that such selections are far from the norm and that a great many 
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students are choosing to use a few, well-selected references to wider reading rather than scatter 
an array of less relevant references throughout an answer.  
 
Historical contexts proved, on the most part, unhelpful. While there were well-read students who 
considered Larkin a Movement poet like Elizabeth Jennings and explored their stylistic and 
thematic similarities (including their anti-Romantic depictions of love which the students contrasted 
with the celebratory joy of Donne and other metaphysicals) many who chose to use historical 
contexts did so only as a means to label rather than explore the items. Terms such as modernism 
and postmodernism have proved largely unhelpful in casting light on items set in this examination: 
while, in the best instances they are used to explore literary styles and lead to closer scrutiny of the 
writers’  methods,  often  they  are  used  simply  as  labels  for  literary  periods  or  as  preludes  to  
digressions. It seems to the examiners that the highest-performing students have developed their 
contextual understanding during their study of specific texts, rather than through having received 
discrete teaching on history or literary history. Such students avoid using inaccurate, or asserted, 
contextual material; instead they use brief, specific and apt contextual material as a springboard to 
enable them to cast new light on the text under discussion or to explore it even more closely. For 
high achievement in LITA3, it is a general truth that a little well-chosen context goes a long way. 
 
Question 2 
Nearly all understood the items set for the second question, which, in the words of one examiner 
‘students  seemed  to  enjoy’.  As  one  senior  examiner  comments  of  Item  C:  ‘The  extract  from  Friel  
proved extremely accessible to the whole range of students and provided more than enough 
challenge  to  the  most  able.’  Strong answers analysed the shifting tone and ambiguities of the 
conversation with care and kept the audience firmly in mind. They also commented specifically on 
dramatic devices: from the ways in which the action of dancing and the music create effects and 
the symbolic possibilities of the wireless to the use of the garden setting with the sisters in the 
kitchen providing another perspective on the main action, with some students arguing that they 
served a choric function. While lower-performing students often read much into Gerry being called 
a  ‘creature’, higher-performing students were able to comment on the humour for the audience at 
Kate’s exclamations – ‘He  has  not!  The  animal!’,  and  her  hurried  actions  – which suggest both 
outrage  at  the  couple’s  actions  and  a  strong  desire  to  watch  them.    Such  students  also  were  able  
to  explore  the  shifts  in  tone,  the  use  of  pauses  and  the  complexities  of  Kate’s  response  in  her  long  
speech. 
 
Similarly, Item D, while accessible to the full range of the candidature, was able to stretch students 
at the top of the scale. Most commented well on the atmosphere of the graveyard, with many 
exploring its Gothic qualities and some making links to other Victorian texts containing Gothic 
elements. Many were able to comment skilfully on the characterisation of Lizzie and the 
appropriateness  of  Headstone’s  name,  but  the  level  of  subtlety  when  exploring  the  ways  in  which  
he is presented by Dickens proved a useful discriminator. For example, higher-performing students 
often  recognised  Wrayburn  as  the  target  of  Headstone’s  jealous  rage,  and  there  was  much  good  
work appreciating the rhetoric of his monologue. In addition, some responded to lust as being the 
impetus for his willingness to marry beneath him and others probed into the deeper layers of his 
characterisation  and,  in  the  words  of  one  senior  examiner  ‘saw  how  he  is  presented  as  being  torn  
between  animal  desire  and  Victorian  propriety’. 
 
 
The ways in which students made connections between the items proved to be another 
discriminator, with straining at similarity being an unhelpful approach adopted by a minority of 
students. In  this  way  Gerry  was  deemed,  like  Headstone  to  be  mad.  (‘I’m  mad  about  you’  is,  of  
course, a common idiom suggesting deep affection rather than insanity.) Similarly, after having  
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commented on the aggressive but unsuccessful bid on the part of Headstone for Lizzie, it was 
unhelpful to pursue a line of argument that viewed the Gerry/ Chris relationship as being solely a 
hard-fought power struggle, though some students did explore the subtle shifts in the relationship 
sensitively. Lower-scoring responses sometimes appear to be the result of a student coming to the 
examination with a pre-conceived agenda or a checklist of themes: one examiner names 
‘unrequited  love,  family  love  and  gender-based  power  struggles’  as  popular,  but  unhelpful,  
examples.  By contrast, many examiners comment that higher-scoring responses tend to allow the 
items themselves to suggest the most appropriate areas of connection and exploration. 
 
As for answers to Question 1, the best uses of wider reading in response to Question 2 came from 
those who knew whole texts and who selected well from them. Sometimes the jealousy of 
Headstone gave rise to some interesting wider reading links to texts such as Wuthering Heights, 
though many of those to Othello were less impressive, particularly when they strained to explore 
similarity, while neglecting the differences.  Other less helpful connections included links to texts, 
such as ’Tis  Pity  She’s  a  Whore, which centre on extreme forms of love. A wide range of links 
came from A Streetcar Named Desire, with the ability to tease out differences when exploring 
wider reading links being an important discriminator. Links of varying quality were made by 
comparing how Headstone and Stanley are presented, and there was some impressive work on 
the ways in which Streetcar and Item C use music to underscore aspects of relationships. Some 
argued that while the use of the Varsouviana in Streetcar is an intrusive, uncomfortable 
melodramatic effect, which comes from outside the world of the play and allows Williams to make 
the  audience  experience  something  of  Blanche’s  mental  disturbance, the use of the radio in Item 
C, is less intrusive, and both naturalistic and symbolic – while  being  an  object  from  the  sisters’  
everyday life, it also gives the audience a subtle sense of the harmony and potential joy in the 
relationship between Gerry and Chris as well as its inability to endure. 
 
Links to Jane Austen were popular. While Sense and Sensibility had the potential to be relevant, 
for many it provided a limited link when the knowledge of the novel came only from the extract set 
on last  year’s  question  paper;;  in  the  words  of  one  senior  examiner:  ‘it  was  evident  that  there  was  
no  knowledge  of  the  wider  text  and  links  tended  to  be  forced  as  a  result’.  Pride and Prejudice 
proved to be much more productive. Examiners were impressed by a variety of apt selections from 
that novel, which many students knew well and were able to quote from flexibly. The best explored 
specific  examples,  such  as  Charlotte  Lucas’s  pragmatic  reasons  for  marrying  Mr  Collins  and  Mr  
Collins’s  proposal  to  Elizabeth. Some of the most illuminating links were when students referred in 
detail  to  Darcy’s  proposals  – in  particular  his  first,  which  was  connected  expertly  to  Headstone’s  
proposal by means of close textual comparison, often including wonderfully well-selected details 
from  Darcy’s  speech  that  begins:  ‘In  vain  have  I  struggled.    It  will  not  do’.   
 
Finally, the examiners feel privileged to have read so many engaged and interesting responses 
from students who seemed to enjoy reading the items, writing about them and who seemed to 
have enjoyed their advanced study of English literature. Overall, the impression the examiners 
have is of work that is growing more focused, concise and purposeful, and they have been pleased 
to read work at the upper end of the scale from students who have crafted imaginative, assured 
and sometimes original responses. 
 
 
 
 
Note 
 
Although the main purpose of this report is to summarise the ways in which students responded to 
the demands of the LITA3 paper, it also offers advice on how schools and colleges can prepare 
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students effectively for future examinations. It should be used in conjunction with the June 2014 
mark scheme, which contains not only the relevant assessment grids but also indicative content for 
each question. While not intended to be prescriptive, teachers and students might find this 
document useful when considering potential approaches to the unseen items, as well as ways in 
which comparisons and wider reading references might be made.  
 
Mark Ranges and Award of Grades 

 
Grade boundaries and cumulative percentage grades are available on the Results Statistics 
page of the AQA Website. 

 

Converting Marks into UMS marks 
 
Convert raw marks into Uniform Mark Scale (UMS) marks by using the link below. 

 
UMS conversion calculator  www.aqa.org.uk/umsconversion 
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