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[bookmark: TemplateOverview]Note: Student responses reproduced in this report have not been corrected for grammar, spelling or factual information.
This report provides sample answers or an indication of what answers may have included. Unless otherwise stated, these are not intended to be exemplary or complete responses. 
The statistics in this report may be subject to rounding resulting in a total more or less than 100 per cent.
Section A – Classical expressions
The epic tradition
Students had a choice of either Question 1 or Question 2.
	Option
	Q1
	Q2

	% that answered
	78
	22


Part a.
	Mark
	0
	1
	2
	Average

	%
	15
	54
	31
	1.2


Part b.
	Mark
	0
	1
	2
	3
	4
	Average

	%
	1
	9
	39
	35
	15
	2.6


Part c.
	Mark
	0
	1
	2
	3
	4
	Average

	%
	4
	12
	51
	26
	7
	2.2



Part d.
	Mark
	0
	1
	2
	3
	4
	5
	6
	7
	8
	9
	10
	Average

	%
	3
	0.3
	3
	13
	16
	22
	22
	17
	3
	1
	0.3
	5.1


Question 1 – Homer, The Iliad, Book 22
Question 1a.
Students were required to outline what occurs immediately after the stimulus extract.
Responses were usually awarded full marks for referring to two or more of the following events:
Homer indicates that Apollo has assisted Hector thus far, allowing him to outrun Achilles.
Zeus holds up the golden scales, which indicate Hector’s doom.
Apollo withdraws his support.
Athena goes to Achilles and speaks to him, urging him on and promising victory.
Athena disguises herself as Deiphobus (Hector’s brother) to trick Hector into facing Achilles.
Descriptions of Achilles killing Hector or the desecration of Hector’s corpse did not accurately answer the question as those events did not occur immediately after the extract.
Students should use the mark allocation and number of lines allocated as a guide for their response. Many students wrote lengthy responses that included extraneous information. Assessors could only award full marks for this question where it was clear that students knew the correct sequence of events and what occurred immediately after the extract. Lengthy responses often lacked the precision and clarity required.
The following is an example of a high-scoring response:
After this extract, the fates of Hector and Achilles are weighed on the golden scales revealing that Hector is doomed to die. Thus, Athena tells Achilles to stop pursuing Hector then takes the likeness of Hector’s brother Deiphobus to convince him to fight.
[bookmark: _Hlk214963044]Question 1b.
Students were required to describe how Achilles is depicted in the stimulus extract. The strongest responses started by clearly identifying an aspect of the depiction (such as that he is powerful, formidable etc.) and then followed through with a description of this trait using detail from the extract. Depictions of Achilles included:
He is superior to Hector.
He is compared to powerful animals in similes: powerful stallion and hound tracking its prey.
He is described by Zeus as ‘Brilliant Achilles’.
His speed is emphasised.
He is described as merciless.
Higher-scoring responses precisely described various aspects of the depiction of Achilles, using detail from the extract in their description. Quotes were not required. In some cases responses were enriched by the use of supporting quotes, but in other cases the response used quotes in place of the student’s own description, which did not fulfil the requirements of the task. In other cases, quotes were used that did not correspond to the description given. A quote in itself does not demonstrate that the student has understood the depiction.
Well-considered responses noticed the use of the word ‘how’ in the question and included some description of the techniques used by Homer in their description.
Students did not have to use the whole extract, however, the end of the extract offered opportunities for description of which few students took advantage.
Question 1c.
Students were required to explain the techniques that are used to create pathos in the stimulus extract. Successful responses accurately labelled a range of techniques and their use. Higher-scoring responses had fitting explanation of the effect of judiciously selected techniques used in creating pathos, rather than a generic explanation of the technique.
Techniques students explained included:
Comparison: ‘the one who fled was great but the one pursuing greater, even greater’, which established Hector as inferior to his opponent Achilles.
Extended simile: ‘like powerful stallions sweeping round the post for trophies, galloping full stretch with some fine prize at stake’. Hector’s life is established as the prize (‘they raced for the life of Hector breaker of horses’). Pathos is created by establishing the unequal terms on which the two men fight: Achilles fights for glory while Hector fights for his life. Pathos is created for Hector by Achilles’ relentless pursuit.
Epithet: ‘Hector breaker of horses’, which is ironic given the ‘powerful stallions’ analogy. Hector is unable to break or tame Achilles.
Direct speech of Zeus, showing that even he grieves the loss of this hero. Hector’s death is emphasised as a tragedy for everyone.
Hector had shown his goodness by burning offerings for Zeus, but is now left unassisted.
Dramatic irony/foreshadowing: pathos is created for Hector as he is fated to die. The audience are reminded that there is no escape for him.
Extended simile: Hector is described as like a fawn, hunted by the hound Achilles and unable to escape. 
Students do not need to cover all of the extract or work through it chronologically. Higher-scoring responses were differentiated by the choice of points and emphasis. As was the case with Question 1b many students missed the opportunity to utilise the last paragraph in their response. In this paragraph, pathos was created through similes, so it was a worthy inclusion here as it is a typically Homeric technique. 
High-scoring responses were able to accurately identify techniques, including those that are typical of epic, such as similes, and explain how they create pathos. Responses that did not score well demonstrated difficulty in labelling the techniques or explaining their impact, or identified techniques that occur only in translation, such as connotations of specific English words, sentence length, punctuation or alliteration. Only techniques that reflect the likely original intention of Homer should be considered.
Some students explained irony by using lengthy descriptions of events outside the extract or in other parts of Homer’s Iliad. This is not necessary. Other parts of the Iliad are not prescribed for study, and marks are not awarded for reference to them; likewise, marks are not awarded for reference to other parts of Book 22 where the question has directed students to answer on the stimulus extract. For all questions, students should use the number of lines as a guide for responses and not include extraneous information. This cannot be rewarded by the assessors and can introduce errors.
Question 1d.
Students were required to analyse Homer’s exploration of the role of the gods using evidence from both the extract and other parts of Book 22. The highest-scoring responses demonstrated comprehensive, detailed and accurate knowledge of the extract and Book 22 as a whole through the judicious selection of very specific evidence. 
The points for this question did not need to arise from the extract, but both the extract and other knowledge of Book 22 needed to be included. Students raised sound points around the role of the gods, such as:
[bookmark: _Hlk215044531]Gods intervene in the action: Athena is ‘launched’ to intervene in mortal affairs, boosting Achilles’ morale, deceiving Hector in disguise as Deiphobus and assisting Achilles in battle; Apollo has distracted Achilles in the opening of Book 22 and drives Hector on to allow him to outrun Achilles for so long. 
The degree to which the gods can ignore or reshape a mortal’s fate.
The relationship between gods and mortals: gods are shown to love mortals.
The gods are shown to be swayed by mortals’ actions and to show favouritism. 
The success of the hero is dependent on divine favour.
Many students limited their discussion to only what they saw in the stimulus extract. It is important to carefully read the question as evidence from Book 22 as a whole was required. Higher-scoring responses used a range of other examples. However, it is important for students to be aware that examples outside Book 22 are not required or awarded marks.
Some students limited the scope of their answer by restricting it to a broad discussion of fate, either arguing that gods are agents of fate or that they are bound by fate. 
As was the case in Questions 1a, 1b and 1c, many students wrote far more lengthy responses than was required, and in many cases these responses included extraneous information or repetition of unsupported assertions. Students are advised not to use topic and linking sentences as this is not an essay and there is no need to outline or re-state the argument. They can get straight to the points and analysis of specific evidence.
Question 2 – Virgil, The Aeneid, Book 12
Question 2a.
Students were required to outline what occurs immediately before the stimulus extract. Responses were awarded full marks for referring to two or more of the following events:
Having reconciled with Juno, Jupiter decides to bring the fight to a quick conclusion.
He sends the Dirae (Furies) down to torment Turnus.
Juturna leaves the action.
Turnus freezes while throwing a rock at Aeneas, and is unable to continue the fight.
Many students relied on general observations, such as that Aeneas and Turnus had met in single combat. This was not enough to show knowledge of the sequence of events immediately before the extract.
Question 2b.
Students were required to describe how Turnus is depicted in the stimulus extract. Responses that scored highly started by clearly identifying an aspect of the depiction (such as that he is submissive, more noble etc.) and then followed through with a description of this trait using detail from the extract. Depictions of Turnus included:
Turnus is described as great, but he is ultimately lesser than Aeneas.
He is submissive: he lowers his eyes and begs.
He shows some nobility in the first part of his speech, where he asks for nothing, but ends up begging for his life.
He is shown to no longer have any credibility as a leader or a threat to Aeneas.
[bookmark: _Hlk215044661]Higher-scoring responses precisely described various aspects of the depiction of Turnus, using detail from the extract in their description. Quotes were not required. In some cases, responses were enriched by the use of supporting quotes, but in other cases the responses using quotes in place of the student’s own description did not fulfil the requirements of the task. A quote in itself does not demonstrate that the student has understood the depiction.
Well-considered responses noticed the use of the word ‘how’ in the question and included some description of the techniques used by Virgil in their description.
Question 2c.
Students were required to explain the techniques that are used to create tension in the stimulus extract. Successful responses accurately labelled a range of techniques and how they were used. Higher-scoring responses had fitting explanation of the effect of judiciously selected techniques used in creating tension, rather than a generic explanation of the technique.
Techniques students explained included:
the various similes and their effect: siege, artillery, thunderbolt, whirlwind
dramatic focus on sound
the speech by Turnus delaying the decision made by Aeneas, creating tension
Aeneas being shown deliberating
the change in emotion when Aeneas sees the baldric.
[bookmark: _Hlk215043944]Higher-scoring responses were differentiated by the choice of points and emphasis. They were able to accurately identify techniques, including those, such as simile, that are typical of epic, and explain how they create tension. Responses that did not score well demonstrated difficulty in labelling the techniques or explaining their impact, or identified techniques that occur only in translation, such as connotations of specific English words, sentence length, punctuation or alliteration. Only techniques that reflect the likely original intention of Virgil should be considered.
Question 2d.
Students were required to analyse Virgil’s characterisation of Aeneas using evidence from both the extract and other parts of Book 12. The best responses demonstrated comprehensive, detailed and accurate knowledge of the extract and Book 12 as a whole through the judicious selection of very specific evidence. 
Stronger responses showed awareness that his behaviour in the extract is highly uncharacteristic for Aeneas and compared it to specific examples elsewhere in Book 12. Students raised sound points about Aeneas’ characterisation, such as:
In the extract he is furious, which is uncharacteristic for Aeneas, although a more ruthless side of Aeneas is shown when he attacks the city.
His usual characterisation is:
a great and brave warrior 
magnanimous
a man who shows pietas
blessed by the gods.
Most students cited Aeneas’ pietas, but many limited their explanation to the meaning of the word itself, rather than utilising supporting examples from Book 12 of pietas in action. Many students only gave a single supporting example outside of the extract, meaning they did not show detailed understanding of the characterisation of Aeneas. Higher-scoring responses used a range of other examples.
The following is an excerpt from a high-scoring response. Having dealt with the characterisation of Aeneas in the stimulus extract and defined the concept of pietas with examples, the response continues:
This complete lack of emotional control and piety deeply contrasts with the previous depictions of Aeneas. This takes place as he shows prudence of war as he only ‘asked to fight’ the warrior Turnus as it ‘would not be right’ to kill those who are not equal to him in battle. Furthermore, his piety is emphasised as he ‘comforts the anxieties’ of his son Iulus while Turnus ‘burns with implacable rage.’ This use of dualism and contrast further promotes Aeneas as pious, and to act as the idealised Roman hero.
Students are advised not to include extraneous information or topic and linking sentences. This is not an essay and there is no need to outline or re-state the argument. They can get straight to the point and analysis of specific evidence.
Material culture
Students had a choice of either Question 3 or Question 4.
	Option
	Q3
	Q4

	% that answered
	84
	16


Part a.
	Mark
	0
	1
	2
	Average

	%
	1
	12
	86
	1.9


Part b.
	Mark
	0
	1
	2
	3
	4
	5
	Average

	%
	2
	5
	29
	40
	17
	7
	2.8


Part c.
	Mark
	0
	1
	2
	3
	4
	5
	Average

	%
	2
	4
	10
	32
	28
	24
	3.5


Part d.
	Mark
	0
	1
	2
	3
	4
	5
	6
	7
	8
	Average

	%
	0.6
	0
	6
	14
	24
	27
	18
	8
	2
	4.7


Question 3 – The Parthenon
Question 3a.
Students had to identify the two figures in the image. The figures were a Centaur and a Lapith. More general identifications like ‘Greek man’ or ‘human’ were not awarded.
Students should pay attention to command words. Here only identification was required. The inclusion of extraneous information would have taken available time from other responses. 


Question 3b.
Students were required to identify and explain techniques used in the stimulus image. Higher-scoring responses identified a range of specific techniques and explained their use in a specific way. Techniques included:
high relief creating a sense of depth and three-dimensionality
dynamic/diagonal/chiastic pose creating a sense of movement and struggle
intricate carving of detail such as the Centaur’s hair to contrast the Lapith’s serene expression and naked refinement. This contrasts the Lapith’s moderation with the Centaur’s wildness
attention to anatomical realism, with detailed rendering of muscles and tendons, which adds a sense of realism and emotional intensity to the scenes, showcasing the sculptors' skill.
Some responses limited their explanation to the carving method of the initial block. A range of techniques are required to achieve full marks. Some responses limited their explanation of techniques to their aesthetic appeal, rather than the specific impact of each.
Some responses identified the technique of contrapposto, which is technically incorrect for this kind of sculpture. They were still awarded marks, despite the misidentification, if their explanation was relevant and effective. The identification of chiaroscuro is also somewhat problematic as it would not have been an effect given that the Parthenon was originally painted. It is important for students to be aware that not all techniques listed in the study design will be relevant to their study as the study design is not linked to the prescribed works for a given year. 
Question 3c.
Students were required to describe the centauromachy myth depicted in the stimulus image and explain why it was chosen.
The Lapiths, a Thessalian tribe, host a wedding feast for their king, Pirithous, and his bride, Hippodamia. The Centaurs, wild half-man, half-horse creatures, are invited as guests. During the celebration, the Centaurs, overcome by wine and lust, attempt to abduct and assault the Lapith women, including the bride. A violent conflict breaks out between the Lapiths and the Centaurs.
The Lapiths, symbolising order and civilisation, ultimately triumph over the Centaurs, representing barbarism and chaos. Students offered a range of interpretations, such as that the Lapiths are equated with the Greeks/Athenians and the Centaurs with barbarians/Persians/‘others’, due to their recent conflict. 
This question was generally very well answered by students. The highest-scoring responses tended to include a sense of the qualities displayed by Lapiths/Centaurs that might lead to these interpretations. Some noted the mythological connection between the Lapiths and Athenian King Theseus.
Question 3d.
Students were required to analyse how the location and construction of the Parthenon as a whole reinforced Classical Athenian ideas and values.
The highest-scoring responses addressed both aspects of the question, giving succinct and telling examples.
Many responses identified the high location as being significant, as the Athenians wanted to be closer to the gods. This was often accompanied by the misconception that the Acropolis was the highest point in Athens. Higher-scoring responses were able to note that the location was the site of a previous temple destroyed by the Persians, and the symbolism attached to Pericles’ rebuilding program. A few responses noted the Parthenon’s proximity to the agora as a cultural hub, and some noted that the Delian League’s treasury was moved to the agora. Many of the strongest responses saw the location as an expression of the idea of Athenian power and might in the region.
The following is an excerpt from the start of a high-scoring response:
The Parthenon was constructed to house the cult statue of Athena Parthenos, and replace the old temple that was destroyed by the Persians in 480 BCE. Its construction being larger than the one before was symbolic of the new era in Athens, as they had just defeated the Persians and were having an economic boom as leaders of the Delian League, meaning the construction of the Parthenon showed both the patriotism and piety of the Athenian people. The Parthenon’s location being the Acropolis that was above the city shows the respect for the gods. The pediments are constructed to depict Athena’s birth and rise to patronage by defeating Poseidon.
Students analysed a range of ideas and values expressed by the construction of the building, including:
aretē (excellence) (use of Greek terms is not required/expected): employment of best artists and architects displaying excellence in craftsmanship; Athenian artistic mastery; mixing of Doric and Ionic elements; architectural innovations and optical refinements
value on harmony and order: optical refinements and mathematical proportions 
how sculptural elements construct meaning, such as the Ionic/Panathenaic frieze displaying religious values, civic values and androcentrism; how the pediments display religious values and Athens’ might; how the southern metopes display Athenian ideals such as cultural and moral superiority, self-control and the triumph of civilisation over savagery.
A range of misconceptions and lack of depth in the examples were apparent in the responses to this question. The British Museum website and the Acropolis Museum website are recommended as resources for the Parthenon.
Many responses overstated the expense of the pentelic marble (which was locally quarried) and suggested it was chosen as it was white and represented purity. Interpretations should be restricted to the time of the original work, when the Parthenon was largely painted. Students should be reminded which parts of the Parthenon are prescribed for study. While the non-prescribed metopes and the statue of Athena could be referenced in passing as part of the building, they cannot be analysed in detail as they do not survive, and they should not form the basis of the analysis.
Question 4 – The Colosseum
Question 4a.
Students were required to identify two features that were indicated on the stimulus image. These were an arch and a column.
Question 4b.
Students were required to identify and explain the techniques used to construct the Colosseum. Higher-scoring responses specifically identified a number of different techniques and gave a clear explanation of each.
Techniques explained by students included:
vaulting
the exterior arrangement of arches and columns 
masonry: how and where travertine blocks and tufa blocks and brick were used
use of plaster
facing/cladding: the exterior with travertine and the interior areas for the upper levels of Roman society with marble
design: mass production of repeated elements; imperial portraiture; relief ornamentation showing gladiators; hierarchical orders of columns.
Some responses were limited to identifying the materials that were used. Explanation of the method by which each was used is important, as identifying the material does not explain the technique of its use.
Question 4c.
Students were required to explain Vespasian’s reasons for building the Colosseum. Higher-scoring responses demonstrated understanding that the building of the Colosseum at this particular time and place occurred because of a range of conditions. Reasons given that considered these conditions included that it was to:
establish stability and prosperity early in his reign, especially after Nero and the Year of the Four Emperors, enhancing the Flavian name
be a populist gesture of returning land to Roman people, utilising the site of the Golden House of Nero and distancing himself from Nero by erasing it from the landscape
rebuild after the great fire of Rome; this was the first permanent stone amphitheatre in Rome 
make a connection to Augustus: Augustus had built the Theatre of Marcellus, the only other permanent venue in Rome dedicated solely to entertainment. Building another venue, in a very similar style, connected Vespasian to the Golden Age of Augustus and to that man’s inherited rule of the Empire. 
Responses also noted that Vespasian built the Colosseum to increase his popularity, as entertaining the Roman people was a common ploy to keep them happy and less likely to reject their emperor. This was certainly a valid point and was awarded marks, but higher-scoring responses did not restrict themselves to points that apply to any amphitheatre, and specifically targeted points relating to Vespasian’s context.
Question 4d.
Students were required to analyse the social function of the games held in the Colosseum. Social functions of the Colosseum that students considered included:
Entertainment and control: the games were a means for keeping the Romans happy and made them more amenable to imperial control. 
Law-keeping: the punishment of criminals in the Colosseum reminded the populace of the consequences for disobeying Roman law. 
Enacting and making clear social structure: the seating of the Colosseum was a visual representation of the Roman social hierarchy. The best seats, constructed from the best materials, were for the Emperor and his retinue. It was then a sliding scale, culminating with women and slaves having the worst view at the top of the seating. 
Communicating shared values: spectacles such as the re-enactments of historic battles were a visual representation of the Roman values of power and empire. 
Distraction: the games were a method of distracting the populace from political concerns, a strategy often referred to as panem et circenses (bread and circuses). 
The following is an excerpt from a high-scoring response:
The Colosseum, although open to everyone, was highly reflective of social status. For example, the Emperor sat in the Imperial Box, as a separate space with the best view. Low status citizens were forced to the top tier of seats, leaving them with the worst view. People sitting here included plebians, slaves and possibly women.
Public executions were held, with criminals killed by wild beasts or by fire. Criminals would also be dressed as the enemies of Rome or recreate mythological deaths. All these deaths were used to implement order into society and repress and rebellion and keep citizens from committing crime.
Low- to mid-scoring responses tended to give a blow-by-blow description of a day at the Colosseum, without explicit consideration of its social function. Lower-scoring responses limited their scope to the description of the Colosseum as a place for socialising without consideration of the social structures at play.
Section B – Classical perspectives
	Option
	Q1
	Q2
	Q3
	Q4
	Q5
	Q6
	Q7
	Q8

	% that answered
	41
	13
	8
	8
	11
	5
	13
	0



	Mark
	0
	1
	2
	3
	4
	5
	6
	7
	8
	9
	10
	11
	12
	13
	14
	15
	16
	17
	18
	19
	20
	Average

	%
	0.7
	0.3
	0.3
	1
	3
	2
	1
	7
	10
	7
	9
	8
	11
	9
	11
	8
	7
	2
	0.3
	0
	0
	11.0


In Section B, students were required to choose one essay topic from a choice of eight topics, based on pairs of comparative works prescribed for study this year. Each topic consisted of a statement followed by an instruction to evaluate the statement using evidence from the prescribed works. Each response was assessed against the following criteria: 
knowledge of the two classical works, and their relationships to their socio-historical contexts and the classical concern 
analysis of key ideas and the features and techniques used to explore these ideas in the two classical works 
construction of a comparative argument in response to a topic, with a focus on the comparison of key ideas and the features and techniques used to explore these ideas 
use of relevant evidence. 
The expected qualities are published on the VCAA website.
Knowledge of the two classical works, and their relationships to their socio-historical contexts and the classical concern 
The highest-scoring responses demonstrated a thorough and insightful knowledge of the two classical works, with relevant, selective and integrated connections to their socio-historical contexts and the classical concern. Overall, students showed clear knowledge of the paired works and their socio-historical contexts. Higher-scoring responses were able to make specific and cogent connections between their argument on the works and their relationship to the context. Lower-scoring responses gave more generic descriptions of the socio-historical context and made passing reference to the classical concern or omitted one or both entirely. Some students wrote broadly about the texts from which the extracts for classical concern were taken, rather than engaging with the extracts themselves, for example, discussing the plot of Antigone, rather than engaging with the prescribed first stasimon. This wasn’t necessary and couldn’t be rewarded as these comments fell outside the scope of the task. A useful task might be to consider why the specific extracts and items have been prescribed for study with the paired works and what understandings can be gained from them and applied to the interpretation of the works. Students are not required to give equal treatment to the socio-historical context and the classical concern as they give to the paired works, but they should aim to use relevant explanation of the conditions of the time (which includes the classical concern work) in their analysis. 
The following is an excerpt from a high-scoring response that applied understandings from the classical concern to the argument:
Paralleling Livy’s warning of corrupt political despotism, Tacitus recounts the treason trials and the ‘rise of flattery’ under Tiberius, where there was ‘nothing left of the old Roman character.’ Similarly, Suetonius writes about Nero’s wastefulness in the ‘Twelve Caesars’. When he couldn’t get his hands on enough money, even from soldiers’ pay and veteran’s benefits, he resorted to robbery and blackmail.
Responses were elevated by consideration of how the socio-historical context may have contributed to the ideas expressed and direct connections to a classical concern work or works that showed how the paired work(s) fit into broader classical culture. Higher-scoring responses tended to integrate this contextual discussion into their arguments rather than describing the socio-historical context on its own.
Analysis of key ideas and the features and techniques used to explore these ideas in the two classical works 
The highest-scoring responses demonstrated a sophisticated understanding of classical ideas through insightful analysis of how the features and techniques are used to explore key ideas. Responses demonstrated sound understanding of the ideas presented in their works. However, many students overlooked discussion of techniques or genres in their essays. Some responses referred to genre in a broad sense, without giving or analysing examples, but the strongest responses were able to discuss how particular techniques conveyed ideas. This explanation of how the ideas under discussion were presented added depth to the analysis. Students should be encouraged to avoid seeing assessment criteria as box-ticking exercises. Generic descriptions that are not connected to the question detract from the argument rather than enriching it. Students should answer the question and not the criteria.
The following is an excerpt from a high-scoring response that incorporated analysis of techniques used to explore the ideas under discussion:
Prometheus’ weapon against injustice of the ‘tyrant Zeus’ is not physical conflict but moral fortitude. Although acknowledging the fact that Prometheus was wrong, his resistance against an oppressive power still reflects how rule breaking and a rejection of ‘servile humility’ is an upholding of justice as it calls into question the motivations of Zeus, the metaphor of the ‘cruel-bridle reign of Zeus’ emphasising the way that the king of the gods animalistically subdues the ideals of others.
Construction of a comparative argument in response to a topic, with a focus on the comparison of key ideas and the features and techniques used to explore these ideas 
Higher-scoring responses constructed an in-depth and sustained comparison that had a clear, well-developed and relevant argument, addressing the specific demands of the topic. There were some very successful comparative arguments this year. Many students were able to keep both works at the forefront. Lower-scoring responses tended to write separately on the works. Having some qualification in their argument, rather than wholeheartedly agreeing with the question, tended to lead to more nuanced responses. Higher-scoring responses set up their position on the question prompt in their introduction. Students do not need to open with general descriptions of what the works are about, overviews of the Greek/Roman world or general conjecture on the issue. The more extraneous information students added, the more they tended to introduce errors as they strayed from the question. The focus should be solely on responding to the question, analysing specific textual evidence and using the assessment criteria to guide the nature of points and evidence given. Many students would have benefitted from more directly targeting and answering the question in front of them. Many responses skirted around the wording of the question, for example writing on goodness/badness and not whether Rome was entirely corrupt, or writing that war is devastating without specific consideration of whether losses outweigh gains. Students who appeared to use pre-prepared answers did not score as well as others who genuinely grappled with the premise of the question.
The following is an excerpt from a high-scoring response grappling with the terms of the topic:
It is evidence, through both Thucydides and Aristophanes, that they realise the negative effects of the war and how little gain can come from said violence. In Aristophanes’ case, the economic issues and social division seen in Athens is a direct result of the war, with citizens feeling very little benefit being brought from the war. 
Use of relevant evidence
Higher-scoring responses included evidence that was accurate, highly relevant to the topic, wide-ranging and integrated into the argument. There was a trend this year towards unsupported assertions, and many students wrote lengthy essays that were not supported by specific evidence. Students could add considerable depth to their responses by incorporating specific textual evidence. They should also be mindful that specific translations of their works have been prescribed for study. Many students gave quotes that did not correspond to those translations or gave more of a gist of what was written. Evidence should also be relevant. Students do not need to use every quote they memorise or to use quotes as exposition. They should support the argument in a specific way and prioritise relevance over volume.
The following is an excerpt from a high-scoring response that included direct textual evidence where quotes supported the student’s analysis:
While the Bacchae comments on forced change, Ovid presents change as natural and part of a cycle which creates balance in the universe. With this change that occurs, Ovid presents identity as fluid and shifting with change following the learning from experiences, and new circumstance. The Metamorphoses opens on a note that ‘the earth had no firmness, the water no fluidity.’ Through this Ovid establishes a clear image of the world, unstructured and in chaos. This changes with ‘the strife ended by a god’ placing the world in harmonious union.
Aeschylus, Prometheus Bound and Plato, Apology
Question 1
'Prioritising principles comes at great personal cost to the individual.’
The highest-scoring responses clearly identified principles they saw the protagonists upholding and also weighed up the associated cost.
Students saw Prometheus as taking a principled stance against the tyranny of Zeus and as a champion of enlightenment. They noted that Socrates refuses to give up his practice of philosophical enquiry and his concern for the city’s moral and intellectual health, even though he risks his life.
Question 2
'Breaking the rules can never be justified.’
This question was based on Aeschylus’ Prometheus Bound and Plato’s Apology. High-scoring responses made sound arguments, such as that the protagonists find they must challenge an unjust authority and that they both had the higher moral purpose of enlightening society.
Lower-scoring responses showed limited knowledge of the works themselves. For example, they used the background myth of Prometheus and conjectured as to what he would think of giving humans fire, rather than looking at what he himself says in this play. There was also a common misconception that Socrates saw himself as a champion of democratic values, which did not demonstrate a close reading of what he says or an understanding of his context.
Students should base their ideas on the likely intention of the author rather than on personal opinion. Quite a number of responses suggested Socrates was characterised as arrogant, which is an unlikely intention of Plato or Socrates himself.
Euripides, Bacchae and Ovid, Metamorphoses 
Question 3
‘Change is inevitable, but identities are fixed.’
Students were well able to consider the range of changes that occur in the two works. Stronger responses moved beyond demonstrating that change occurred and considered why change was inevitable, demonstrating that, in these works, change was a result of divine will.
The second aspect of the question, about rigidity of identity, was often neglected. Stronger responses were able to explore where identities seem fixed, such as in characters like Lycaon whose metamorphosis is in keeping with the wolflike nature he displayed before the change, and also where they are more fluid, such as how Bacchae makes use of reversals of identity, the old becoming young, and the masculine becoming feminine.
Some especially good use of examples from the two works were used with this pairing; for example, the grave stele of Hegeso was used as a way to convey the usually ‘fixed’ identity women were expected to conform to.
Question 4
‘Males act only for their own benefit.’
Students made good use of the carelessness and self-interest of the actions of both men and male divinities in the two works. Few students challenged the premise of the question. Some responses added qualifications to their agreement, considered how characters such as Pentheus believe they are acting in the interest of the stability of the city.
Aristophanes, Lysistrata and Thucydides, History of the Peloponnesian War 
Question 5
‘In war, there is always more lost than gained.’
Many students wrote about the devastation or sadness of war without grappling with the wording of the question to explore how the texts portray both the costs and consequences of war. They were able to describe the personal losses of war as depicted in Lysistrata, and higher-scoring responses were able to also discuss both works’ depiction of a corrupt, declining Athens, such as through the brutality of the Corcyraean conflict and the moral collapse shown in the Melian Dialogue. Very few students considered gains. Some who did made use of Pericles’ celebration of Athens’ wartime achievements in his Funeral Oration. 
Question 6
'Strong leadership is of the greatest importance.’
Responses described how Aristophanes’ Lysistrata presents contrasting models of leadership. Lysistrata emerges as a powerful, strategic leader who unites the women in a sex strike, seizes the Acropolis, and negotiates peace, whereas the comedy exposes male mismanagement. Students drew on Pericles’ ideal democratic leadership as demonstrated in his Funeral Oration and Nicostratus’ effective leadership in his attempts to restore order in Corcyra. A number of responses made good use of the leadership displayed by Artemesia in one of the Herodotus extracts for classical concerns. However, overall few students responding to this text pairing made reference to the classical concerns works.
Livy, The History of Rome and Tacitus, The Annals of Imperial Rome 
Question 7
'Ancient authors presented Rome as entirely corrupt.’
Students displayed knowledge of the socio-historical context, the authors and characters in the works. However, the responses largely tended toward descriptions of good and bad people, without specific consideration of corruption. Many students skirted around the question and did not address whether Rome was entirely good or bad. Higher-scoring responses explicitly grappled with the wording of the question. They were able to pinpoint specific examples of corruption, such as Appius Claudius hearing the Verginia case himself or Tiberius’ abuse of the treason trials. They compared Livy and Tacitus’ presentations, noting that Livy explicitly decries the corruption of contemporary Rome in his preface and thus presents virtuous individuals of Rome’s past, and Tacitus presents a Rome where the corrupt always win. 
Students made frequent passing reference to the classical concern, but often did not link the reference to a specific point of evidence.
Question 8
‘Hierarchy must be preserved in ancient Rome.’
No students attempted this question. Students might have considered how Livy shows early Rome’s hierarchy repeatedly shaken by arrogant nobles (Coriolanus, Verginia episode, Camillus) and defended by ideal figures like Cincinnatus. The plebians frequently challenge aristocratic power, exposing instability in the early republic. Tacitus portrays Augustus replacing the republican hierarchy with autocracy, and Tiberius preserving power through fear and treason trials. Germanicus’ treatment shows how threats to imperial authority are eliminated.
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