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BOOKLET  A   5-14

LILT 
Language into Languages Teaching
·	Professional development in grammar and language for Scottish teachers 
·	Searchable database of language terms and strategies P1-S6
·	A shared framework for planning and discussing English and Modern Languages in primary and secondary schools.

INTRODUCTION
The problem with language is that it has been around in everyone’s life so long that we almost cease to be aware of it. A benefit of teaching children (and sometimes one of its frustrations!) is that they remind us constantly, through their misunderstandings or first attempts at communication, just how difficult dealing with language can be.
	Although the great majority of topics are taught through language, and although we are all keen on teaching children to become ever more proficient users of language (as writers, readers, talkers or listeners), this lack of conscious awareness often means that we neglect to teach them about the language which is the arena of all this effort. We do not allow time for children (and ourselves) to step back from the wrestling with words and meanings, to ask more basic questions about purpose, strategies or form in the words and sentences we use, and to reflect upon the answers that emerge.
	The Knowledge about Language approach helps us to deal with these basic – and complex – questions. It is not obsessed with correctness and grammatical rules. It lets children make explicit to themselves their already partial or implicit awareness of what is involved in using language, and the explicit nature of this knowledge should lead to increased confidence and control in their handling of language. It proposes that classroom language work should be enjoyable, meaningful and relevant to real needs.
	That is our target in LILT, the Language into Languages Teaching Project. The emphasis is on helping children to discover explicitly what, unconsciously, they already know. We believe that the teaching of grammar cannot be imposed; it must be fostered and supported as naturally as possible in specific contexts at the point of need. Only in this way can a sense of positive engagement with language be created, and real learning take place – an approach clearly established in English Language 5-14.
	‘Point of need’ means that the teacher must still be there to help children with word choice, with a turn of phrase, with sorting out the meaning or punctuation of a sentence. Grammatical terminology of the sentence, the word (noun, adverb, whatever), and punctuation, can then easily be introduced as the technical terms by which teachers and children naturally discuss such matters. Games and various kinds of investigations will also help to expose the meaningful patterns in texts and reinforce relevant concepts or terms within motivating and meaningful contexts.
Our approach in this booklet is to retain as far as possible the grammatical concepts and terminology with which Scottish teachers are likely to be familiar, but to make modifications and to suggest activities which take account of current developments in language education. We will employ a form of grammar which can describe language as it is used, and which is relevant to all levels – from the syntax of sentences through to the organisation of longer texts. This grammar is able to describe the considerable differences between spoken and written English, and is part of, and can prepare children for, a wider syllabus of language study.
	Looking at the content of the Knowledge about Language strand in the English Language Guidelines 5-14, there is clear support for this approach. ‘Parsing’ of words and ‘general analysis’ of clauses and sentences are nowhere mentioned. The emphasis is on whole texts, the materials from which they are made, and the reader’s response to language, function and form. 
	Such approaches match our own experiences as learners. The texts we learn from are whole texts. We all learn most easily if we know the purpose of the exercise. We also need some gradual familiarity with the type of task involved; a language to deal with questions and discussion; some confident command of the skills required; and a sense of where the new knowledge will fit into what we already know or can do. Reflective learning, rather than rote learning, is the key.
	We should also remember how our pupils and students learn. Some show great sensitivity to the creative uses of language and respond positively to the stimulus of ideas. Others – probably more because of personality and preferred ways of processing information than any simplistic measure of intelligence or social influence – learn differently and respond less well to imaginative or intuitive uses of language. 
	For such children, clear explanation and demonstration of how, where and why words work, in sentences and within longer texts, can often be a more effective opening into the world of language than our most strenuous efforts to evoke imaginative or intuitive approaches to writing or reading. This is one reason why the introduction of Modern Languages in the primary school can be seen as a positive step to developing a new way for children to look into language – their own language as well as those of other countries and peoples.

The most recent investigation into the learning and teaching of Modern Languages in schools in Scotland, resulting in the report Citizens of a Multilingual World  (2001), asserts that one of the conventional reasons for learning a modern language in Scottish schools has been ‘to enhance awareness of what language is, how it is structured and how it is used, by comparing the language with English or other first languages’.
	Later, the report maintains that ‘As students progress through their education at school, a modern language will be of benefit to their personal and educational development in a variety of ways ... It will offer them the positive experience of developing an entirely new mode of understanding and expression and an opportunity to acquire an explicit understanding of what the components of language are and how these may be manipulated for different purposes’.
	This view of modern language learning and its relationship to knowledge about language comes from a long pedigree. As long ago as 1904 Otto Jespersen in How to Teach a Foreign Language advocated what he called an ‘Inventional Grammar’, created by the learners themselves as they gained insight into the pattern of the grammar. 
	This idea was taken up in the 1980s by the movement for Language Awareness whose approach was to present grammar as an intriguing mystery to be explored rather than as a list of prescriptive rules and terminologies. Learners were encouraged to trust their own judgement and to draw their own conclusions from the evidence as they became increasingly confident at identifying the pattern of the language. The supporters of the Language Awareness movement firmly believed that insight into pattern supports the successful learning of a foreign language as well as the rapid and confident processing of messages in the mother tongue.
	This view has come to the fore again with the publication of the consultation draft of Revised 5-14 Guidelines in Modern Languages (1999). ‘Knowing about Language’ is here introduced as a strand, recognising that learning a language involves knowing and being able to use grammar and various parts of speech and constructions in a flexible way, and acknowledging that coming to terms with a language is an evolving and incremental process. It is intended that the learning of a foreign language should build on what the children already know about their first language, supported and enhanced by a secure knowledge base. In other words, in a practical sense, this is a transition from language into languages, presupposing a mutually supportive relationship between the two.
The introduction of a foreign language into the curriculum also introduces the concept of intercultural awareness. Scotland is a linguistically diverse country and the learning and teaching of a foreign language has a central role to play in helping all learners connect the notion of linguistic and cultural diversity in Scotland with the notion of linguistic and cultural diversity in the wider world. Helping young people to become aware of words and cultures other than their own, and the extent to which they are interrelated, is an integral part of all language activities. Promoting an awareness that there are other ways of doing things that merit respect, the Modern Languages therefore have an important role to play in promoting intercultural understanding within a whole-school ethos.

The Knowledge about Language  5-14 strand
asks us to ensure that pupils show that they know, understand and can use at least the following terms:

Listening
B	Rhyme, rhythm, sound.	
C	Low or high voice, accents, audience.
D	Vowel, consonant; Standard English and dialects; play, scene; mass media; points of view.
E		Tone, target audience.
F	Stance, inference, significant features, evaluation.

Talking
B	Soft, slow, loud, quick, clear, voice.
C	Discussion, instructions, directions.
D	Introduction, conclusion, slang, gesture, eye-contact.
E	Argument, statement, debate, conversation.
F	Tone, pace, audience, purpose, body language, interaction, premise, subjective, objective.

Reading
B	Author, title, chapter, index, contents; character, setting the scene; poem; dictionary; question mark.
C 	Fiction, non-fiction, thesaurus, reference book; plot, dialogue, main character, conflict; verse, paragraph, headline; speech marks, exclamation mark.
D	Theme, character, relationships, setting, motives; fact and opinion; layout, bold and italic type.
E	Genre; syllable, root, stem, prefix, suffix; simile, metaphor.
F	Literary, linguistic, point of view, onomatopoeia, alliteration.

Writing
B	Letter, word, capital, full stop and sentence, planning, drafting, re-drafting.
C	Noun, verb, comma, question mark; purpose, audience.
D	Vowel and consonant; adjective, adverb, pronoun and conjunction; masculine and feminine, singular and plural, tense, paragraph.
E	Main point, topic sentence, subject, evidence, predicate, clause, quotation marks, apostrophe, punctuation.
F	Reflection on and experimentation with the workings and variety of language.

About the levels
Level A should be attainable in the course of P1-3 by almost all pupils.
Level B should be attainable by some pupils in P3 or even earlier, but certainly by most in P4. 
Level C should be attainable in the course of P4-6 by most pupils.
Level D should be attainable by some pupils in P5-6 or even earlier, but certainly by most in P7.
Level E should be attainable by some pupils in P7/S1, but certainly by most in S2. 
Level F should be attainable in part by some pupils, and completed by a few pupils, in the course of P7-S2.
These terms refer, of course, to the English Language Guidelines. In the case of Modern Languages, it is considered that the process of Knowing about Language does not lend itself to description in terms of six levels of attainment. Knowing about Language is the coming together of the various strands in all four modes, Listening, Speaking, Reading and Writing. Understanding how a new language works is developed through all that the learner does, listens to, says, reads and writes. The strands all contribute to Knowing about Language. Conversely, Knowing about Language promotes progression in all strands. Assessment of strands will not only indicate progress within the strands themselves, but will also contribute to an assessment of progress in Knowing about Language.
In both English and the Modern Languages, then, children’s knowledge about the language they read, write, speak and listen to every day is expected to develop in a gradual but organised way. This has implications for our planning, our choice of resources, and our creation of contexts in which such development can occur in interesting and meaningful ways.
Specific terms are omitted from Level A in the list above, but this does not, of course, imply that Knowledge about Language can be ignored until P3! In the early stages, children are developing key skills in using language through many of the activities we organise for them, and are becoming aware of terms such as word, letter, sentence and full stop. They are probably also becoming aware of the parts and ordering of sentences, particularly where the teacher, in scribing or modelling their writing, discusses different combinations of words to find what ‘sounds best’ or ‘makes sense’. They are not, however, to be assessed in this awareness until P3 and beyond, when discussion about Language can become more explicit.
Teachers in turn need to be able to make explicit what is happening in the language of the texts they share with children, to bring together their classroom knowledge of how stories, poems and many other kinds of texts ‘work’ with a more detailed knowledge of how words are used in English and other languages to ‘make sense’: how they are combined in certain patterns and in particular sequences in order to frame questions, to make statements, to give commands, or to create a whole variety of meanings. This, together with the labels given to the roles that individual words or phrases are playing within such meaningful sentences, is really what grammar is and does.
LILT stresses the relevance of grammar for meaning in all forms of language, spoken and written, and in the various types of texts or genres. Learning about language is a valid and fascinating branch of human enquiry since it concerns the nature of language itself. Language teaching should always be as active and practical as possible, involving individuals and groups in the study of various aspects of language in actual use, spoken and written.


In that spirit, LILT aims in this booklet to help you to

·	revise or update your Knowledge about Language (KAL)
·	reflect on the current teaching of English and Modern Languages 5-14 
·	consider the impact of genre studies on the teaching of reading and writing
·	provide materials for immediate use and as models for developing others
·	raise your awareness of KAL in the classroom 
·	become confident about adapting language study to your own teaching style.





The questions in Staff Development, Section 7.1. (at the end of this booklet) will help you and your colleagues discuss some of these ideas in the context of your own school or classroom.



1.  Classroom Approaches for teaching Knowledge about Language

English Language Guidelines 5-14 (p. 7) reminds us that learning language requires 
… a gradually enlarging descriptive vocabulary…. With this knowledge pupils can discuss and appreciate the many varieties of language and their structures, purposes and effects. Such knowledge should supplement but not subvert the continuing, natural processes of language acquisition. 
If we accept the logic of this, most of us will already have classroom approaches to teaching Knowledge about Language. Many of these will aim to help children appreciate how specific meanings can be created by using particular language choices in particular contexts. This often involves drawing out the contrasting meanings created by other choices that might have been made (not so much ‘That is wrong and this is right’ as ‘That’s what it says, but would this get the meaning across better, or not?’).
Teachers tend to use any of five basic approaches to teaching Knowledge about Language
·	Direct Teaching 
·	Talk Around Texts 
·	Projects and Investigations 
·	Games and Activities 
·	Developing Language Awareness through other European Languages.

1.1.  Direct Teaching happens in three main ways:
1.1.1.  Individuals or small groups
Young children’s errors are frequently personal (even idiosyncratic!) and it may well be that their most useful introduction to grammatical terminology is what has been called the grammar of mention. This occurs when the teacher, in discussing a piece of work with the child who wrote it, finds herself consciously using some of the Knowledge about Language terms to help this young writer focus on aspects of the text that might be developed or improved.
	For example, a tendency in Writing to ignore the past tense -ed ending on verbs (‘We mist our train’ or ‘He past the ball’) is not just a matter of spelling but may well lead to mention of such terms as verb, tense or suffix.
	From the sheer number of technical terms found in the Knowledge about Language strand in Writing (compared with the same strand in Reading, Talking or Listening) this approach through the grammar of mention should be seen as a positive way of building the child’s self-awareness, confidence and skill in writing.
	We usually focus on particular aspects of a difficulty in any of the Language outcomes by discussing a more appropriate response. At the same time we can also be identifying the language concepts and patterns involved, using whatever terminology seems suitable to the ability level. 
1.1.2.  Large groups or whole class 
A common pattern of errors may then lead to the teaching of direct lessons on grammar points. The example above might lead us to look at the formation of verb tenses generally, including the spelling conventions involved, noting how the -ed suffix is maintained in writing the past tense of many verbs, regardless of their pronunciation (which in ‘missed’ or ‘passed’ sounds like ‘t’ but is written ‘ed’).
1.1.3.  Shared focus on genres and purposes
A particularly effective way of teaching Knowledge about Language in relation to Writing is to focus on a particular genre of writing which the children are being asked to use for a specific purpose, and to teach the key language features normally found in that genre, or text-type.
	For example, if the context requires the language of Instructions, such as recipes in cooking, then the teacher can focus on a suitable model text and help pupils to identify language patterns such as the use of ‘command’ verbs or the ordering of commands by numbered sentences, or conjunctions of time such as ‘then’ or ‘next’. This stage can be followed by a ‘joint construction’ by teacher and pupils of a sample text on the blackboard or OHP, reinforcing their awareness of the relevant language features in the process. The final stage is of course where individuals or groups produce an appropriate piece of writing in that genre for themselves.
	Such direct teaching of written genres is one of the most effective ways of developing awareness of grammar, because the teaching of language patterns and concepts is directly related to the pupils’ own attempts to create relevant meaning or achieve a particular goal.  This approach also usefully merges the traditional de-contextualised but specific teaching of grammar with the more modern approach which focuses on writing in context for specific purposes. Moreover, it is an approach which applies both to topic-based writing in primary schools and to functional writing needs across the secondary curriculum. For these reasons, we provide examples of it in the CD-ROM, as well as outlining a rationale for teaching some of the most common text types. 
1.2.  Talk around Texts
1.2.1.  Authors’ texts
Literary texts also offer many opportunities for closer examination of the particular effects created by choice of language. This process often occurs where teachers and pupils explore, in an interactive way, how the text achieves its apparent meaning. Alternatively, teachers can use sequencing activities to help their young readers focus on how ‘real writers’ build up and link larger stretches of text; or cloze procedures where the gaps deliberately target particular parts of speech, such as adjectives or verbs, being used effectively to create a mood or impression.
1.2.2.  Pupils’ texts
Again, this might lead on to a writing activity, with the children’s own writing being used for further class or group exploration. This, of course, needs careful handling, but it can work well if a generally positive workshop atmosphere has been created, in which pupils feel that their writing is taken seriously by the teacher and by their group of ‘fellow writers’.
	The joint construction of a piece of writing by teachers and children (often known as ‘shared writing’) has already been mentioned. What makes this effective is the discussion of the word choice and word ordering which should accompany this activity. ‘Guided writing’ can occur at the stage of re-drafting, where the young writer may be given responsibility for reworking particular elements of the writing that have been identified as needing improvement. It is important here not to limit redrafting to a mechanistic correction of surface errors identified by the teacher, but to engage children in seeking effective solutions to problems or breakdowns in communicating within a particular context or text type, or to the achievement of particular effects through word choice and sentence structure.
	This is not to say, of course, that accuracy in writing is unimportant, but instead to emphasise reflection about purpose and impact, and explicit use of terminology that assists children to think clearly about how they write. When pupils collaborate to offer each other guidance or comment on ongoing pieces of writing, that too can help them to think about language and articulate the understanding which should guide the re-drafting process.

1.3.  Language Projects and Investigations
Some teachers have taken Knowledge about Language a little further by using language projects to focus on the language children bring to school. They might do this by exploring issues of accent and dialect through Scots and Standard English, or appropriateness of language to audience or situation (often called register). Tapes of dialect speech or surveys of local community languages, often across the different generations, might lead to class discussion on the origins of speakers or of words and expressions, or on appropriateness or formality in different speech situations. If Scottish literary texts are used (even at an early stage, for example with Mairi Hedderwick’s Katie Morag stories) then aspects of Scottish language, culture and identity can be explored in discussion or writing.
	Investigations are a more focused approach to language study, which aim to involve children in doing what linguists do. Various forms of investigation are found now in language classrooms, often through the influence of the National Literacy Strategy materials in England. 
	In such investigations, children are encouraged to investigate features of their own writing and of writing in their environment: What is the longest sentence you have written? What is the shortest? What is the average sentence length in P5/P7/ S2 classes? Why should this be? Are statements generally longer than questions? Where do we usually use questions in our writing? Do some genres have more question or command sentences than others, and why is this? When we want to describe nouns in more detail, and use a noun phrase to do so, is there a set order for the adjectives and other types of words before the noun, and what is that order? How and why does the language seem different in fiction and non-fiction writing? And so forth.

1.3.1.  Types of investigation
The National Literacy Strategy in England suggests four kinds of language investigation:
Collecting and Categorising 
for example, where children collect verbs from a passage and categorise them into sets of Present, Past, Future, or No Tense (i.e. infinitives and participles).
Transformations
for example, where children change a text from an account of some activity to a set of instructions (and therefore from past to present tense).
Substitution, Deletion and Prediction
where either certain words are deleted and children have to suggest an appropriate substitute; or (in prediction) where children make guesses, informed by the language choice of a passage, as to what is likely to come next.
Constructing Rules and Explanations
for example, children can work out rules for the punctuation of direct speech after exploring a number of passages containing dialogue.

What is effective with this sort of language study is that it involves children as ‘scientists’ who can begin to observe, categorise, and analyse the language behaviour of others and thus develop a more thoughtful approach to using it themselves.

1.4.  Games and Activities
Some teachers have also tried using an activity-based approach to teaching Knowledge about Language, in which pupils can experiment with the variety of forms and combinations of sentences, or sentence types. In fact, children are interested from an early age in how language works and like to play language games with poems, rhymes, riddles and jokes. We can build on this interest to help them discover how language patterns relate to the meanings which speakers and writers are trying to convey. Examples of such games are given in Section 6 below, with more in the CD.

1.5.  Learning in Modern Languages
From their work in English, pupils will know that language exists to convey meaning and, while listening and speaking, will look for gesture, mime, facial expression and knowledge of the context to help them construct that meaning. They will increasingly become aware that many language systems are used to convey meaning. 
	Young learners must come to realise that not every single word needs to be understood. They should be encouraged to live with ‘gist understanding’, and to check out their sense of the probable meaning by reference to other ones. There are parallels here with the strategies of good emergent readers in English. (This is not to deny that current thinking in early reading focuses on the recognition of every word in a text. But there is also the factor of the good young reader’s confidence that a text will make sense, even if not every word can be read or understood at first sight.)
	Listening to spoken language, too, beginners will try to gain a gist understanding, and will use coping strategies to ask for help from the native speaker (e.g. for repetition or a slower pace). These strategies need to be taught as part of confident development in any language.
	Where a modern language is introduced at levels A and B, pupils will be able to build on their knowledge and awareness of rhyme, rhythm and sound and begin to respond to the pattern of words in rhymes, songs and poems with repetition. Here the teacher will be able to capitalise on the techniques used in developing such features in English.
	Pupils will be able to mimic and repeat with accuracy sounds, short phrases and choruses in the foreign language, assisted by their awareness of concepts of soft, loud, quick, clear, voice and so on. In this way children may be able to experiment happily with the sounds of the foreign language, respond to common greetings and join in with songs and rhymes.
	As in early phonics action games in English, particular sounds may be associated with physical actions which help alert the children to sound discrimination, and to practise this in an engaging way. For example, “When we hear this sound, on as in bon, we all touch our noses. But when we hear this sound, in as in intelligent, we all pat our heads.” Again, this physical response can be demanded for whole words or phrases, which they listen out for in a sentence, rhyme or story.
	In the early stages of reading, pupils will be learning word-sound relationships, identifying differences between English and the foreign language and developing an ability to decode familiar and unfamiliar language. This will lead to an ability to recognise and read aloud words from a pictorial alphabet frieze and words and phrases on display in the classroom, when accompanied by visuals. The teaching skills involved in teaching reading in English will be invaluable here. For example, ‘word families’ displayed and discussed are an excellent way of helping children understand how the foreign language works rather like the native language in terms of word building, as well as associating the word with the sound:

	bleu	mon	garçon	rojo	Vater
	deux	ton	français	bajo	vier
	heureux	bon	ça	José	Volkswagen
		crayon			vorwärts

	In writing, in the early stages, children may wish to experiment with the written word, copying well-known items of vocabulary practised in class, comparing them to similar word patterns in English and perhaps beginning to notice certain identifying features of the foreign language, such as capital letters for nouns in German or inverted punctuation marks in Spanish.

1.5.1.  Building on existing knowledge
When children begin learning a foreign language at P6 they will have behind them a wide range of knowledge about language that can be used to support their learning of the foreign language and help to consolidate what they know of their own language.
	In listening, for example, knowledge about aspects of grammar will help with the problem-solving nature of foreign language acquisition, for example recognising a verb and the noun or pronoun that goes with it, markers of tense, adjectival endings, cases (where appropriate) and word-order. Pupils will also recognise common words giving clues that a sequence is to follow (e.g. d’abord, ensuite, despues etc.). In German, pupils can see whether conjunctions signal retention of the normal word order (as in und, aber) or whether they cause inversion (as in dann, also).
	In reading, building on developed reading skills in their own language, pupils will be able to identify the genre (letter, message, poem, short story); to skim and scan the text to look for contextual clues such as titles, subheadings and dialogue; to draw inferences and predict on the basis of linguistic knowledge, knowledge of the context and knowledge of the world; and to look for grammatical clues such as pronoun and verb endings, gender, case, word-order and conjunctions.
	Writing helps pupils to make sense of their learning. Moving from identification of similarities and differences between the first language and the foreign language, pupils can be helped to become increasingly aware of language patterns and structures from their reading and listening and to develop a range of strategies for accurate writing in the foreign language, with reference to support materials as needed. Dictionary skills acquired and developed in their first language can be extended to include a structured approach to the skills needed to use bilingual dictionaries.
	The range of foreign language at the pupils’ disposal will be much more limited than their own language, and points of discussion on Knowledge about Language will be much more narrowly focused. The primary languages teacher might usefully discuss, with appropriate terminology, gender and adjectival agreement. Developing from this, many of the techniques employed by teachers to raise children’s awareness of the patterns and structures of their own language, described above, can be usefully deployed in the development of a foreign language. In particular, the use of Direct Teaching as described above will be very appropriate. Equally, a foreign language can make a major contribution to language projects and investigations, and many games used for developing awareness about children’s own language can be adapted for use in the foreign language. 

In the rest of this booklet we review and discuss some important aspects of English language:

·	Grammatical terms and structures

·	Different types of texts that highlight how language works

·	How a classroom novel can develop new insights about language 

·	An approach to teaching writing and genre that gives children knowledge about how language works and an increasing command of a range of relevant text types

·	An outline of the many different ways in which English and Scots language can be opened up for classroom exploration – in interaction with other home languages and European languages.


Before reading the next part, it may be helpful to consider the issues raised for you in Staff Development, Section 7.2. at the end of this booklet.

2.  What is Grammar, and how does it work?

Grammar is the way that words make sense. It is a code or set of rules accepted by any community who share a language. It determines how separate sounds, which represent parts of words, are written as letters and combined into words, how those words are combined into phrases, phrases into clauses, clauses into sentences, and sentences into larger units of meaning such as paragraphs, chapters or genres.
	What follows is a very basic grammar of English, which aims to make you familiar with the labels that have been given to the main ways in which words combine into these larger units of meaning. Where terms are printed as bold*, they are found in the Knowledge about Language strands of English Language 5-14. Other useful terms are printed in bold only. All the terms for Writing, Reading, Talking and Listening at Levels B-F are referred to here. The CD-ROM contains a more detailed grammar, with modern linguistic terms, cross-reference to French, German and Spanish, and also ideas and strategies for teaching various aspects of English and Modern Languages.

2.1.  Letters into Words
In written English, words* are made up of letters* and the letters, or combinations of letters, correspond to the sounds* or phonemes of spoken English. The 26 letters of our English alphabet combine in words to represent the sounds of the language. These letters divide into vowels* (a, e, i, o, u) and consonants* (the other letters of the alphabet), corresponding broadly to the vowel and consonant sounds of English. The letter ‘y’ corresponds to a vowel sound in words like ‘my’ or ‘happy’ and a consonant in words like ‘year’ or ‘yellow’.
People have always been fascinated by the different sounds and expressions of local dialects*, each with its own accent*, and have tried to study and record these consistently. This study is called phonetics, the science of speech sounds. Phonics is a method of teaching reading by a particular focus on the sounds of letters and groups of letters. From those two words, and others such as ‘telephone’, we can detect a basic root* deriving from the Greek phone meaning ‘sound’ and ‘voice’.
Spoken words can have one or more syllables*. ‘Mud’ or ‘horse’ have one syllable, and are called monosyllabic words. ‘Brighter’ or ‘clarinet’ or ‘alternative’ have 2, 3 and 4 syllables respectively, and are called polysyllabic words. Mostly we count the syllable as starting with a consonant: po-ly-syl-la-bic. Counting out syllables can help children who have problems in spelling longer words to understand and remember how they are constructed.
The number of syllables in a word can be extended when a prefix* is attached to the front of it, or a suffix* to the end of it: e.g. ‘re-paint-ing’ or ‘un-self-ish-ness’. We can see that these additional sounds also signal new meanings, such as re- ‘again’ or un- ‘not’. They therefore also represent the smallest unit of grammar, morphemes, which are the meaningful parts of words.
A single word may contain one or more morphemes. Some morphemes carry grammatical information, such as -ed in ‘walked’ (which tells us that the action is past) or final -s in ‘schools’ (which shows we are talking of more than one). Other morphemes bring about a change from one form of a word to another: ‘tradition’ – ‘traditional’, or ‘happy’ – ‘happiness’. As we saw above, such prefixes and suffixes are linked to a central morpheme, often known as the stem*: for example, ‘happ’ in ‘happy’, ‘unhappy’, ‘happiness’ or ‘happily’.
Words are given different names, according to the work they do in our language. The most basic work is done by nouns* and verbs*.

Nouns are the types of words which give the names of things, people, places, happenings and ideas: ‘spade’, ‘folk’, ‘orchards’, ‘robberies’, ‘infinity’. They can be common nouns (referring to things, people or places that are ordinary or frequently met) or proper nouns (the names of particular people or places, such as ‘The Proclaimers’ or ‘Auchtermuchty’) or collective nouns (the name given to a singular group made up of many individuals, such as ‘committee’ or ‘flock’). Proper nouns are spelt with a capital* letter.
Nouns can be singular* (referring to one thing) or plural* (referring to many). For most nouns, the change from singular to plural is signalled by adding s or occasionally es: ‘leek(s)’, ‘turnip(s)’, ‘banana(s)’, ‘apple(s)’, ‘tomato(es)’, ‘potato(es)’.
A few ancient words signal the plural by changing their central vowel sound: ‘men’, ‘geese’, ‘mice’. Or by adding an older plural ending, or no ending at all: ‘oxen’, ‘sheep’.
That most words add s for plural causes confusion to young writers, because this sound also signals ownership or possession. The answers to all the following questions sound the same when spoken:
Who left these football boots here?
The boys.
Whose football boots are these?
The boy’s.
Whose football boots are these?
The boys’.
All the answers may sound the same, but the presence and placing of the apostrophe* in writing signals totally different meanings. The first shows an s for plural: several boys left their boots there. In the second the boots belong to only one boy. In the third a group or team of boys left their boots lying around.
When a writer wants to show possession by a plural noun, then, she adds only (’) after the normal s which shows the noun is plural. Thus ‘the birds’ nests’ or ‘the teams’ results’ show that we are reading about a flock or a league, and not about individuals. Apostrophes are never used with an s just to show a noun is plural, though many pupils (confused by the sounds) use them this way.

Verbs are used to assert or state what is happening, or what is the case. They are sometimes called ‘doing words’ or ‘action words’, but they do not always show action: if we say ‘he is bone idle’ or ‘he has stopped’ there is not much action going on.
Verbs also show the time when things are happening: this is called the tense* of the verb. Present tense means it is happening now (‘I am writing’ or ‘she smiles at me’), past tense means it happened then (‘I wrote’ or ‘I was writing’ or ‘she smiled’) and future tense means it will happen (‘I will write next week’). Tense can become quite complicated in playing about with multiple time frames: ‘I will have written him three letters by the time he gets round to answering my first one’.
Some of these examples show that verbs are often built up from two parts: an auxiliary element (‘I am writing’ or ‘I should have replied’) and a main lexical or vocabulary element (‘I have written’ or ‘they are watching’ or ‘she should have gone’).
Traditionally, teachers have used the three tense system as described above. However, some modern descriptions of grammar (such as those referred to in the CD-ROM) recognise only two ‘tenses’ in that they regard the basic present tense form of the verb (‘walk’) and the past tense form with the ‘-ed’ inflexion as, strictly, the only two tenses. Future time reference is then regarded as being expressed by a modal auxiliary, usually ‘will’, together with the main verb.
Verbs match or agree with the nouns they tell us about. A singular noun may have a differently formed verb from a plural noun: ‘the boy watches TV’ but ‘the boys watch TV’; or ‘the baby cries’ but ‘the babies cry’. Thus a singular noun goes with a singular form of the verb, and a plural noun with a plural form of the verb, and the verb ending changes accordingly. Many of these verb endings have vanished from English but still exist in the European (particularly Germanic) languages from which English and Scots are mainly descended.
Some verbs are transitive, that is they act as a logical or cause-and-effect link between two noun elements: ‘the boy ate the apple’ or ‘the girl ordered a coke’ or ‘the spaghetti sauce stained my shirt’. Other verbs are intransitive, when the action is confined to the person doing it: ‘we dined at six’ or ‘he slept for an hour’ or ‘she groaned’. Some verbs such as ‘stop’ and ‘close’ can be used in both ways.
Some verbs are active, when the first noun element (or ‘actor’) is carrying out the action, as ‘the boy’, ‘the girl’ and ‘the spaghetti sauce’ are in the previous paragraph. But when we want to focus not on the actor but on the object affected by the action, then the verb is often made passive. In ‘The test tube was heated over a bunsen flame’ or ‘The match was postponed until next Wednesday’ we can see how this passive voice is often used to give a formal or impersonal tone to the action that is being described, avoiding assigning responsibility.
Nouns and verbs are often given more detail by two other types of word (or parts of speech).
Adjectives* qualify nouns, that is give us more detail about them. A noun such as ‘man’ is nondescript, but if we add words before the noun, a transformation occurs: 
The big man
The big friendly man
The three big friendly delivery men 
The and a are not adjectives but are called the definite article (the) and the indefinite article (a, an). In modern grammar, both are called determiners. The other words describing man are adjectives, including ‘delivery’, which is more usually found as a noun. Adjectives tend to appear in a set order: we say ‘the three expensive blue glass vases’ not ‘the blue expensive three glass vases’ or ‘the glass expensive blue three vases’. To say why this is so needs more space than we have available. Can you work out a rule for it? 
Among common types of adjective are possessive adjectives showing ownership (‘his knitting pattern’, ‘your puzzlement’, ‘her car manual’, ‘its bones’, ‘our past’, ‘their future’), demonstrative adjectives, which point out things or people (‘this school’, ‘that college’, ‘these students’, ‘those students’), and numerative adjectives (enumerators in many grammars), which tell us how many things or people are involved (‘three visitors’, ‘many spectators’, ‘hundreds of books’). We see here how small changes of sound in a word can signal big changes in meaning.

Adverbs* tell us more about verbs, specifically the action or state expressed by the verb: ‘He wrote / painfully, / agonisingly, / with tears of regret splashing the page.’ Adverbs or adverbial phrases tell us about the time, the place, the manner, or the reason for the action expressed in the verb: ‘Pained by her words, / tormented by her laughter, / for hours / he paced / like a caged animal / in the upstairs room.’ Here the verb ‘paced’ is explained or commented upon or modified by the adverbial words or phrases before or after it, telling why, for how long, in what manner and where it happened. 

Pronouns* are short words which stand for nouns or noun phrases because they are quicker and easier to say. ‘He’ in those sentences just quoted stands for the noun ‘man’ or ‘boy’. I, you, he, she, it, we, you, they are all pronouns. Others are which (as used in the previous sentence, referring to ‘short words’) and also that or this, as in ‘I like that’ or ‘This is what I want’. (But notice how in ‘that daft boy’ or ‘this crazy world’ they are used as a type of adjective, sometimes known as a pre-modifier, telling us more about the nouns ‘boy’ and ‘world’.) 
Pronouns change according to what is called their person. ‘I’, ‘you’, ‘he/she it’ are 1st, 2nd and 3rd person singular respectively, and ‘we’, ‘you’, ‘they’ are 1st, 2nd and 3rd person plural. They also change according to where they are used in sentences: ‘I hit him’ or ‘he hit me’ or ‘we hit them’ or ‘they hit us’.
Some pronouns are clearly masculine* just as some nouns are (‘he’ or ‘boy’), and some are clearly feminine* (‘she’ or ‘girl’). Gender awareness now means that we feel rather uneasy about using word forms which appear to exclude women. ‘Firefighter’ may be used instead of ‘firemen’ in a job advertisement, for example, or ‘she’ or ‘they’ where the normal choice in the past has been ‘he’ or ‘man’ to stand for both masculine and feminine. Some writers now try to have the best of both worlds, writing ‘s/he’.
Although in this section we have used ‘common-sense’ traditional definitions of parts of speech, in everyday language use we define a word mainly by how and where it is used in any sentence. For example, what part of speech is the word ‘crash’? That depends on whether it is used in the phrase ‘a crash course in French’ (as an adjective) or in ‘careless driving caused this crash’ (as a noun) or in ‘careless drivers often crash their cars’ (as a verb). More will be said about this sort of definition further on.

(In the more detailed description of grammar in the CD-ROM, all the relevant grammatical features are described in terms of the patterns of their use within sentences, rather than in the traditional ‘notional’ terms which are used for convenience here.)

2.2.  Words into Phrases
Words are easily combined into phrases to provide detail or precision in what we say. 

Noun phrases (sometimes called nominal groups) are usually built up with articles and adjectives: ‘The little house on the prairie’ or ‘A heart-rending tale of struggle and sacrifice’ or ‘Our crucial next meeting with the Director’ or ‘The Robert Burns Heritage Trail’.
The word underlined in each of those noun phrases is called the headword. The words in front of the headword are called pre-modifiers and those after the headword are called post-modifiers. Alternative terms which are sometimes used are, respectively, ‘qualifiers’ and ‘modifiers’. In both cases, they alter (modify, qualify) the way we see the headword, by narrowing down the reference so as to make the meaning more precise.  Pre-modifiers are usually adjectives or the other kinds of words described under Adjective in 2.1. above. Post-modifiers are usually Prepositional Phrases  (‘on the prairie’, ‘of struggle and sacrifice’), although sometimes they are single words (‘the accident today’, ‘the ones remaining’).

Verb phrases (verbal groups) are made up of auxiliary verbs and main verbs (‘was running’, ‘had chatted’, ‘must have phoned’) and these are then modified by adverb phrases (such as ‘up the stairs’, ‘for a long time’, or ‘as a precaution’). An adverb or an adverb phrase tells us more about when, how, where, or why the action carried out in the verb phrase took place.

Prepositions describe the position or relationship of some nouns and verbs. They are words such as ‘up’, ‘on’, ‘along’, ‘below’, ‘beneath’, ‘through’, ‘behind’ followed by a noun, so as to form Prepositional Phrases. These are often found operating as adverbials in clauses (‘I went through the door’, ‘and ran along the street’, ‘stopping beside the park’), or as post-modifiers in noun phrases such as ‘the shed in the garden’ or ‘a present at Christmas’.

2.3.  Phrases into Clauses

Clauses* link various phrases together to create more complex patterns of meaning. It is sometimes said that ‘a clause is a phrase with a verb in it’ and we can see how this works in the following sentence:
‘The dry needles from the Christmas tree [phrase] 
	… fell on the carpet.’ [clause]
Because of the verbal element, clauses seem more dynamic than phrases. Phrases seem to turn inward on themselves, adding detail round the headword. It is possible to communicate just in phrases, and we often do so in informal situations such as a conversation*, where gesture* and eye-contact* help to keep the meaning clear:
‘Cup of coffee?’ / ‘Yes, smashing. Just milk not sugar now. Waistline!’ / ‘Okay?’ / ‘Fine, thanks.’
In formal situations or in writing, however, we need to be more explicit in order to communicate our thoughts and intentions clearly. To do this we use clauses. The word ‘clause’ derives from a Latin word connected with closing (as in ‘claustrophobia’, the fear of being enclosed) and an important function of clauses is to mark where one key idea in a sentence ends or closes, and another opens up. Clauses also help show the connections between the different ideas in a sentence. For example, two people whose relationship was less familiar would have a very different sort of coffee-break conversation, as revealed by the clause structures they might use:
‘I think that we’ve earned ourselves a cup of coffee. Can I get one for you?’ / ‘That’s an excellent idea. Yes, I do take milk, but sugar has been banned by my daughters, because it was having such a devastating effect on their aged parent’s waistline!’ / ‘Is that enough milk for you?’ / ‘Yes, that’s fine.’
2.4.  Clauses into Sentences

Sentences* are made up of a clause or clauses. The earlier sentence about the Christmas tree was also labelled a clause. Just as we can say of any one person that she is a woman who is a primary teacher and also a mother, so we can say of a basic statement that it is a sentence which is also a certain type of clause which also has key dimensions or inner aspects. They are different ways of looking at and labelling the same thing.
A simple sentence, then, is a sentence which consists of one clause, standing on its own. For example, ‘I made a cup of tea’ is a simple sentence which is also one main clause. This is sometimes called an ‘independent’ clause because it can stand on its own: it does not depend on any other information or any other part of the sentence to make sense.
A subordinate or ‘dependent’ clause, on the other hand, relies on another part of the sentence. For example, in ‘I made a cup of coffee because I was thirsty’ we can see that ‘because I was thirsty’ really depends on its link with the previous clause (‘I made a cup of coffee’) to make sense. Said on its own (unless in answer to a question such as ‘Why did you make coffee?’) it does not make much sense. (There is more information on dependent clauses in the box below.)
Clauses usually have at least two main elements: a Subject* part (‘I’) and a Predicate* part (‘made a cup of coffee’). The Subject is like the subject of a painting: who or what the painting shows. The Predicate is everything else that is said about the Subject in that clause or sentence, rather like the treatment of the subject by the painter: the mood, atmosphere, detail or impact conveyed by the whole painting. It is called ‘the predicate’ because it is what the speaker predicates or asserts about the subject of the sentence.

2.4.1.  Clause structure
The Subject of the sentence or clause usually comes first:
The boy / ate his dinner quickly.
The painter / worked on the portrait for hours. 
Rain / was falling heavily that night.
Well, usually first, but not always. In ‘Cats I like, but dogs I can’t stand’ the subject ‘I’ comes second, to emphasise the contrast and feeling involved. When the order of words is looked at as part of the meaningful patterning of clauses and sentences in this way, it is sometimes called their syntax.
Clauses are the structures in which we make separate statements in English and so they are central to our grammar. Statements are formed by combining the phrases or words representing nouns, verbs, adjectives and adverbs into set patterns of elements:
	Noun Phrase	Verb 	Noun	   Adverb Phrase
The Scottish rugby team / defeated / England/ very easily.

These elements of clause structure can be called Subject, Verb, Object and Adverbial, and in grammar books are frequently labelled by a single letter:
	S	V	O	A
The Scottish rugby team / defeated / England / very easily.

Or, to take different items which fit the same elements of structure:
	S	V	O	A
They / have defeated / the auld enemy / with consummate ease.

The Adverbial element in such statements is sometimes called the Adjunct, because it is ‘joined to’ the basic event to tell where, when, why, how or for how long the basic event, indicated by the verb, took place.
Sometimes the Verb element is called the Predicator (and marked P) because it is the crucial element of the Predicate. Where the noun phrase after the Predicator refers to a different entity from the Subject, it is traditionally called the Object*. In the sentence: ‘The boy ate his dinner’, ‘his dinner’ would be the Object of the verb ‘ate’.
In some sentences, with certain Predicators, however, the noun phrase or adjective phrase which comes after the Predicator is called the Complement (or completing element) because it seems directly to complete the opening moves of the sentence, begun by the Subject and Verb. In the following sentences, all the noun or adjective phrases after the verbs are Complements:
His hair was bright red.
John seems a nice kind lad.
She became a vet.
The food tasted peculiar.
He remained unhappy.

There are, of course, different types of clause structure for questions, commands and exclamations, but statement clauses are the key grammatical patterns in English. It is the choice and combination of clause patterns into sentences that is the essence of writing or speaking in our language.
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Subordinate (or dependent) clauses have complex linking arrangements, with different conjunctions such as because, when, if, whether.
There will always be a main clause, to which the subordinate or dependent clauses are linked: ‘When he arrived home he made a cup of tea because he was thirsty.’ The main (independent) clause is ‘he made a cup of tea’ and the two dependent clauses are linked to this. Here we see the links made by the subordinating conjunctions because and when.
Each of the three clauses given in the last example clearly has various different elements within their Predicates: ‘When / he / arrived / home // he / made / a cup of tea // because / he / was / thirsty.’ We know the Subject of each clause is ‘he’. Each clause also has a verb (‘arrived’, ‘made’, ‘was’) and an Object or Complement or Adverbial element.
The Object is the direct result of the verb or an indirect result of it: ‘I made a cup of tea’ or ‘I made him a cup of tea.’ The Direct Object is ‘a cup of tea’, the Indirect Object is ‘him’. The Adverbial element, a single word or an adverb phrase or an adverb clause, is added to tell when or where or why or how the verb was done: ‘I made him a cup of tea / quickly / in my flat/ because he had run out of milk.’
Subordinate clauses exist in three different types: noun clauses, adjective clauses and adverb clauses. They get their names because the work they do in the clause is linked to the main type of word found in different parts of the clause.
Nouns and pronouns are found as Subjects and Objects in a clause:
‘The dangerous bend / caused / many road accidents’.
Here noun phrases work as Subject and Object, but we can also find noun clauses in sentences such as:
‘I think / that she is in real danger’.
The clause ‘that she is in real danger’ has its own Subject (‘she’) and verb (‘is’) but is also functioning as the Object of the main verb ‘think’:  this is what the Subject ‘I’ thinks. Nouns are found as Objects, so this clause must be a noun clause.
Since adjectives tell us more about nouns, then adjective clauses are also going to be found where nouns work, functioning as the modifiers of noun phrases found at Subject and Object:
‘The man who staggered off the bus was my Uncle Jimmy.’
Here the subordinate (or dependent) clause after ‘man’ is working like an adjective to alter or qualify our idea of the noun ‘man’, so it must be an adjective clause.
The most common kind of dependent clause is probably the adverb clause, which tells us more about the main action of the sentence: where, when, why, how, or whether something happened.
‘I fed him / because he looked so hungry / when he arrived home six hours later.’
Here we find two adverb clauses, one giving the reason why and the other giving the time when he was fed.
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Sentence has attracted over a hundred attempts to define it, most of them vague or inadequate. A simple sort of definition emphasises the conventions of punctuation*: a sentence begins with a capital letter and ends with a full stop*, question mark* or exclamation mark*.
This reference to different punctuation marks at least has the advantage of reminding us that there are different types of sentences, each with its own distinctive clause, or other, structure:
·	In questions (or interrogatives) such as ‘Is he cooking a meal?’ the auxiliary part of the verb changes places with the subject ‘he’, which would normally come first in statements (or declaratives) such as ‘He is cooking a meal’.
·	In commands (or imperatives) such as ‘Put that on to cook!’ the subject (‘you’) is omitted altogether. 
·	Exclamations (or exclamatives) such as ‘What a great cook he is!’ or ‘Great gravy!’ have exclamation marks.
The last sentence shows that exclamations, as well as having a distinctive structure, can also be formed by noun phrases operating as sentences, often known as minor sentences. Sentences can in fact be divided into major sentences and minor sentences. Major sentences (or full sentences) have a verb agreeing with a subject, i.e. a finite verb; and minor sentences (or part-sentences) have no finite verb element (presumably the equivalent full sentence to the last example given would be ‘This is great gravy!’). This sort of omission of verbs or phrases which can be understood from the context is called ellipsis.
Sentences can either be simple or complex. A simple sentence makes one point, asks one question, gives one command or makes an exclamation. A complex sentence has two or more clauses, one of which is an independent clause and the other(s) dependent:
He cooked a lot of food // because he knew / that they would be hungry.

Sentences which have two or more independent clauses linked by a conjunction (and, but, or ) are known as compound sentences:
He had worked for hours / and cooked a lot / but nobody ate very much.
Sentences not only have internal links such as ‘and’ or ‘but’ but also have linker words or phrases which link the ideas of one sentence on to the ideas of a previous sentence or the following sentence. Such words or phrases create cohesion: they make the sentences cohere into a single text, so that they are understood not as separate elements but as part of a meaningful whole. We can see this at work in the following sentence:
After leaving that lonely farmhouse, he travelled for miles along the rough track which would finally take him to Machrie, the nearest village.

In this sentence, the words ‘after’ and ‘that’ must link with earlier sentences, and the words ‘would take’ and ‘nearest’ look forward to the next sentence. Sentences linked in this way make a coherent and cohesive sequence, and skilled writers can often be studied as models of how to create this smooth flow in our own writing. Words such as ‘therefore’, ‘however’, ‘furthermore’ and ‘also’ are familiar cohesive items which link sentences effectively, but adjectives (‘lonely’) linking either backwards or forwards to ideas mentioned elsewhere in the text, as well as pronouns and demonstratives (‘this’, ‘that’, ‘those’), can also play a part in linking sentences by referring to an earlier item, as ‘he’ and ‘that lonely farmhouse’ clearly do in the sentence above. The smooth flow is helped by the choice of an -ing form (participle) of the verb. ‘After leaving’ avoids the full verb form ‘After he left’, which would divert attention from the main verb ‘travelled’.

Punctuation* lets writers control the pace and the framing of ideas within the one sentence. Without such control, sentences can become rambling or incoherent, and lose their point or urgency. This is particularly important in academic essay writing, where the ideas are complex and need a complex word order and punctuation to organise them sensibly:
Aristotle lists three divisions of rhetoric: political, which is concerned with decisions about future events; forensic, concerned with legal decisions about past events and the determination of guilt or fault; and ceremonial, which praises or censures somebody.
Here the use of the colon (:) serves to show that the writer is about to explain or expand on what he has just said about the ‘three divisions’. It is a signal to the reader about the shape the sentence, or thought, is taking and means ‘I am just about to explain to you what the three divisions of rhetoric are’.
The semi-colon (;) shows that the writer is going to extend what he has just said and go on to the next sub-division of the main idea (‘rhetoric’). The ‘political’ section is clearly marked off from the ‘forensic’ and the ‘ceremonial’ dimensions.
We can notice, too, how he uses commas* to signal slight pauses to control the pace of the unfolding of the ideas in the sentence. They also mark off the adjectival clauses or phrases in which additional ideas are expressed.

2.5.  Words into Style
Writers also frequently vary the word order within structures to achieve different effects. Mostly they alter the theme of the sentence, which is the first element we read. Normally the theme arises from the first word or phrase, which is usually the Subject of the sentence.
He ate a huge cooked breakfast as the sun rose, before he went out to feed the cattle.

Here our focus as readers is on ‘He’. But if the writer takes one of the adverbial elements and puts it first, then the effect is different:
As the sun rose, he ate a huge cooked breakfast before he went out to feed the cattle.
Before he went out to feed the cattle, he ate a huge cooked breakfast as the sun rose.

The meaning changes because of this variation in the theme of the sentence: we get more emphasis either on the setting in time or on the sequence of events. The change is subtle but definite, and enables writers to create quite delicate alterations in the way that we, as readers, perceive the situation being described. As in these examples, it is often the Adverbial or Adjunct elements of sentences that are varied from the normal SVOA order of elements into ASVOA. Such changes of theme are also useful when developing a coherent argument*, or in a debate* attempting to sway the listeners towards our own point of view*. 
In the sort of coherent writing demanded by formal essays or assignments, another feature is often found: the use of the passive rather than the active form of the verb. As we have already seen, verbs can either be active, where someone does something (‘we often find the following features’ or ‘Aristotle divided this topic into three sections’) or they can be passive, where the thing is ‘done to’ or acted upon (‘the following features can be found’ or ‘this topic was divided by Aristotle into three sections’).
While the meaning of these pairs of statements is broadly the same, the passive form (or passive voice as it is sometimes called) tends to convey a more measured, considered or apparently objective* viewpoint, which suits academic writing in Standard English* and helps to create a formal impersonal tone*. Note the example within the brackets in the previous sentence: not ‘the passive voice as we sometimes call it’ but ‘as it is sometimes called’. Personal and literary language often seems much more subjective* or emotive in its effects (although from a linguistic* point of view* the words and syntax are just as open to exploration or analysis).
The fact that such a formal style is expected in the writing of essays (and not, for example, the use of dialogue* or dialect or exclamation marks) reminds us of the crucial importance of purpose* and audience* in any piece of writing. (If we were writing a scene* from a play* then the opposite would be the case: dialogue would be essential to writing in this genre.) The writer’s intentions and the reader’s or audience’s expectations combine to make only certain words or sentence structures acceptable in that context. 
This means that in formal writing planning*, drafting* and redrafting* become important stages in achieving the most effective blend of fact*, opinion*, and evidence*, together with a clear introduction* and conclusion*, a careful evaluation* of different viewpoints, a certain formality of word choice, and a serious tone or attitude towards the topic under discussion. A clear and logical sequence of paragraphing is another way of both achieving a suitably formal style and of convincing the reader of the case we are trying to make.
In helping young writers to develop such complex but useful skills, the use of shared reading and shared writing of exemplar texts is important. With older children working at Level E and beyond, we may discuss the stance* of the writer, and any inference* to be drawn from the choice of one word or expression over another.

2.6.  Sentences into Paragraphs
Sentences written about the same topic are laid out in a paragraph*. This is usually signalled by taking a new line and indenting, or starting about a centimetre in from the margin for the first sentence. Paragraphs can vary in length but are generally about 2 to 6 sentences long. Notice, however, that writers often use a short or single sentence paragraph to create an effect of shock or surprise. Layout* can therefore serve different purposes, organising our thoughts but also creating literary effects.
In teaching about paragraphs, we should recognise that current word processing conventions favour the setting out of paragraphs as blocks of print without indenting. The decision on which layout to use usually depends upon the target audience* or readership.
English Language 5-14 suggests that paragraphing is a term and skill for level D. It may be, however, that children can be taught to recognise and use paragraphs earlier than is often thought, particularly where redrafting is used to take one or two particular aspects of a piece of writing further, and not as a generalised ‘fair copying’ of the whole.
Paragraphs often have a recognisable structure. A topic sentence* comes at the start (often containing a cohesive link backwards to the previous paragraph). This topic sentence introduces the key idea or main point* which is going to be dealt with within the paragraph. The sentences which follow then give details or examples or opinions on this topic. The final sentence often either sums up the key idea, and/or links it forward into the next paragraph. The impression is of a chain of thoughts or events, linked together but not static, developing as they move towards the final sentence, which then hooks on to the next paragraph. Notice those elements at work in the following paragraphs:
What occurred after that surprised him. He had not expected to see her at the bus stop. Her elegant hairstyle was bedraggled by the gusts of rain which whipped across the street. Her shoes were stained with mud. Even that elegant black briefcase, which she usually guarded as carefully as a purse, lay open to the grey November skies. She seemed oblivious to the way in which important documents were growing curled and streaky in the damp air.
Whatever could have happened to her since she left the office? “Hello there!” he said cheerily, and felt at once that he had got it wrong.

2.7.  Paragraphs into Genres
It is clear enough from the above paragraph that it is typical of a particular genre*: a literary* narrative of mystery and romance. Various features of the grammar alert us to that: the creation of a sequence of events or plot*; verbs in the past tense; characters* who appear to be in conflict* or relationship*; the setting* of the scene in time and place being clearly established; some exploration of motives*; and the use of dialogue* signalled by speech marks*. The theme* of passion or intrigue lurks in the background, and a metaphor* (‘whipped’) and simile* (‘as carefully as a purse’) are used by the author* to heighten the tension.
It is also clear that this paragraph does not stand alone, but must be part of a longer text, as shown by the cohesion and linkage evident in the opening and closing sentences in particular. If the text is a novel, then this paragraph is probably part of one of its chapters*. We might speculate on a suitable title* for both chapter and novel.
Some literary critics talk about a grammar of narrative (or narratology) that examines typical motifs and structures within the story form. It is important to look at whole texts in this way, and to consider how the elements of letters, sounds, phrases, clauses, sentences and paragraphs all contribute in their different ways to the total meaning.
But to do that in rigorous detail for even one story could take weeks of work. In the classroom, it is probably better to read and enjoy, stopping now and then to explore how the words are working on our perceptions and emotions, and focusing on the language chosen by the writer, and possible reasons for that choice. Grammar provides a map for that exploration, and a language in which to describe what we discover.
And though we have focused on prose fiction* here, we might equally have considered verse* from a poem*, or a newspaper story with its headline*, or even such typical non-fiction* genres as the reference book*, dictionary* or thesaurus*, each with its own characteristic index of contents*, layout and choice of language. 
The vital point is that we teach children not only to use language well but also to develop a metalanguage in which to talk about the language they use in their own writing and in the texts they read. That is what grammar is really about, and it should be seen not as an end in itself but as a means to another, more important, end: helping children to become more aware and sophisticated readers and writers, and more mature and sensitive talkers and listeners. Grammar should help them to read for meaning and to talk about the meanings they find.

2.8.  Words into Speech
Some linguists also now examine speech as being made up of different spoken genres. The particular patterns of language used in discussion* or giving instructions* or directions* or even normal conversation* can be a subject of study in their own right. Such ‘genres’ are often accompanied by typical forms of gesture* or eye-contact*. Again, discussing these in class can contribute to raising awareness of spoken language, and so develop skill in using it.
It may well be worth noting here how, in written texts, attempts are made to convey such aspects as gesture, tone or stress through typography or layout. In reading some of the earlier sections, you will have seen underlining, bold* and italic* type, and quotation marks* all used to single out words for special emphasis or observation. Quotation marks are also sometimes used to convey an ironic effect, as in ‘He called to tell me the “great” news: he got the job, so we’re moving house.’ These are sometimes called ‘scare quotes’, because they signal a warning not to take the words literally. In conversation or on television you may have noticed a recent tendency to emphasise such effects, which signal ‘so-called’ in speech, with a little gesture of both hands in mid-air like inserting quotation marks round the dubious word.
This is only one example of body language* in modern life. The increased use of visual media has made such physical signals an important part of modern interaction* and communication. There is, in fact, a constant interplay between written and spoken language in our culture. On the mass media* of television and radio, sound is subtly used to convey meaning: rhyme*, rhythm*, and pace or tone of voice* (low* or high*, soft*, slow*, loud*, quick*, clear*) are carefully deployed by the makers of both the programmes and the advertisements in order to influence the audience towards a point of view.  
The study of spoken language will, of course, raise the question of ‘dialect grammar’ and slang*. Dialects* (also called socio-regional varieties) are forms of language spoken and understood in a given geographical area, often by a particular social group. A dialect will have a characteristic accent, words and grammatical rules: for example, the West of Scotland ‘Yous have went the wrang road’ (for the Standard English ‘You are all heading in the wrong direction’ or ‘Your group has taken a wrong turning’) is a mix of Scots and English. This grammar does have rules (it is not simply ungrammatical) but the rules are sometimes different from those that apply in Standard English, and are therefore likely to be understood within a much more limited area.
Standard English is the most useful dialect just because it is the standard dialect. It is found in countless contexts in all walks of life, and is used and understood throughout the English-speaking world. This is why pupils should learn to use it confidently and accurately. Yet our local dialect of Scots – Doric, Glaswegian, or whatever – is a mark of identity or authenticity that it would be damaging to criticise or ignore.
Slang is not geographical, like dialect. It is the secret or coded language of a particular group. Underworld slang (also known as thieves’ slang), military slang or the endless innovation of playground or teenage slang (where ‘sad’ comes to mean pitiful and ‘wicked’ to mean good or enjoyable) are probably the best known slangs, and a remarkable feature of human behaviour. Slang words such as ‘fence’ or ‘grass’ from thieves’ slang can enter the main language and extend it.
But slang, which is constantly being altered (to keep ‘outsiders’ outside) should not be confused with non-standard or colloquial language, much of which is of great antiquity. The term ‘slang’ is often used (mistakenly) to signify informal or colloquial language. But it is clear that informal language is often used in spoken and even (occasionally) in written Standard English.
Both dialect and slang can usefully remind us how any language is constantly changing over time. That means that its grammar is constantly shifting too, so that what is wrong in one generation can become acceptable or even the norm in the next. Even the Queen’s English is not what it was. For example, in a recent broadcast she thanked all those who had sent messages of support ‘to my husband and I’ (instead of ‘to my husband and (to) me’). 
The study of grammar should reflect this historical perspective of change, and not be endlessly harking back to a notional past when everything, including language, was more stable, secure and correct. Slang, informal language and dialect all show the surprising capacity of the English and Scots languages both to maintain and to renew themselves through the centuries. Changes in written or formal language, although they take place more slowly, are no less part of that process.
The English language has also been extended, of course, by contact with other languages and cultures, from which many ‘English’ words have been borrowed over the centuries: ‘bungalow’ or ‘anorak’ would be examples, from the Hindi and Inuit languages. Learning a modern European language from the upper primary onwards has an important part to play in children learning to look into language, and accept different ways of seeing and talking about the world. 
The LILT database also enables teachers to look at grammatical patterns across different European languages, and to learn more about the variations and continuities in their language structures.



Staff Development, Section 7.2. at the end of this booklet, will help you and your colleagues to talk about some of the points in this outline of grammar.

3.  Knowledge about Genres?
What text types can teach about grammar and form

The Programmes of Study sections of English Language 5-14 suggest that teaching genre involves consciously drawing young readers’ attention to the distinguishing features of different types of classroom texts, from the ‘Once upon a time’ of fairy tales, and the strong rhythms and enjoyable rhymes of the earliest poems, through to the much more sophisticated texts (including information and media texts) of later involvement.
What are the implications of this concept of ‘genre’ for Knowledge about Language in relation to Writing and Reading?
Starting with individual letters and sounds, and building these up into larger units of meaning such as phrases and clauses, the section What is Grammar, and how does it work? deliberately used a ‘bottom up’ approach to describing how language works. Such grammatical analysis used to end at the level of the sentence, like the General Analysis which featured on classroom blackboards in the 1950s and 1960s. But most modern approaches to language study see grammar as going beyond the sentence, and so that section ended with paragraphs, genres and whole stretches of speech.
This is important, because normally as readers or listeners we tune into texts as a whole, or recognise parts of texts as belonging to a whole. ‘Once upon a time’ clearly belongs to the opening of a fairy tale, and we react to it, as to other texts, by responding to typical features of layout, vocabulary or sentence patterns. In other words, we use a ‘top-down’ approach, letting our interpretation of these words be shaped by the expected features of different genres or text-types.
Sentence patterns always operate within whole texts in this way, in order to create the meanings which will achieve their writer’s (or speaker’s) purpose in that context. For instance, narrative texts, which aim to create for readers a continuous and absorbing story of real or imagined past events, usually consist of stretches of continuous prose in which linked sets of past tense statements create a fluent whole.
Instructional texts, on the other hand, which aim to tell us what to do in a given situation, through a series of steps, in order to achieve a particular goal (whether it is making a trifle or changing a car tyre) normally have sets of commands arranged in lists, sometimes organised by numbers or by linking words like ‘next’ or ‘after’.
Thus wherever children are exploring or producing texts, their knowledge about language will benefit from learning how grammatical patterns actually operate within all kinds of genres to achieve a given purpose in a particular situation, and to meet the needs of their real or imagined audience.
This focus upon the purposes and audiences for writing within given contexts is central to the approach to writing taken in English Language 5-14. Thus genres, seen as text-types which reflect different writing purposes, audiences and contexts, ought to be reflected in the development of writing .
An approach to genre in these terms, based upon identifying types of writing according to their purposes, and then identifying the sorts of choices about textual organisation and language which achieve those purposes, is now becoming more widespread in classrooms, particularly in the primary sector. It is based upon a small number of broad rhetorical purposes which are then manifested in various genres or text-types. The most common purposes are: to narrate or give an account; to describe; to instruct; to explain; to persuade or to argue; and to discuss. These broad purposes are to be found in the following types of genre:

Recounts ‘tell what happened’. As, for example, the frequent ‘stories’ with titles such as ‘Our Day at the Zoo’. Recounts can be subdivided into Personal, Factual and Imaginative. They have a structure of Orientation (setting the scene), Series of Events and often some kind of Personal Comment. They refer to specific events, and the selection and ordering of happenings is important. Being statements of behaviour they have past tense verbs and linking words or phrases connected with time. Newspaper ‘reports’ are often Recounts.
Factual Recounts, such as reports of science experiments, are objective re-constructions of experience. Concentrating on specific details of time, place and manner, they avoid mention of personal involvement, often by using passive verbs, so as to move the focus from the ‘doer’ to the activity. (‘20 ml. of the solution were poured into a beaker.’)

Narratives are Recounts with a twist – stories with Orientation, Complication, Resolution structures. (Sometimes now called Setting, Problem, Resolution.) They contain specific reference to characters, actions, thoughts, feelings, ideas, places and events. They incorporate descriptive passages and frequently use statements in past tense, and linking words and phrases connected with time. Children should, and do, imitate the many variations of narrative form they encounter, and internalise them for future use.

Descriptions (Personal, Imaginative or Factual) refer to specific individuals, objects, events, and have a structure of Classification followed by separate elements or paragraphs of Description. Descriptions tend to use statements with linking verbs such as ‘to be’, ‘to have’ or ‘to become’. They make use of adjectives but not to the extent that is often supposed, and their statements of behaviour are often in the present tense.
Factual Descriptions are often found in environmental studies project work. Like Factual Recounts they use objective language and avoid personal feelings. They use technical language and moderating terms (‘quite often’, ‘mainly’) to avoid sweeping statements.

Instructions tell someone how to do something, and the typical structure is Goal (heading and/or diagram), Materials (usually in list form), Method (the steps in the process). They refer to generalised objects (not particular ones, as when we are telling a story); have command (imperative) clauses (‘Take …’) or ‘you’ (‘you take …’); linking words connected with time; numberings of steps; detailed factual descriptions of objects; and often adverbs of manner (‘carefully’, ‘firmly’).

Reports (or Information Reports) are generalised factual descriptions, providing information about a class of creatures or objects. They usually have a structure of Opening General Statement/Classification, Facts about various Aspects of the Subject, and a General Conclusion. They provide generalised treatments of creatures or objects, unlike Factual Descriptions which are always particularised. Like Factual Descriptions, however, they tend to use precise factual statements; technical terminology; ‘moderating’ terms (e.g. ‘mainly’) to avoid inaccuracy; and an impersonal, formal style. 
	Reports also share some language features with Personal and Imaginative Descriptions: for example, descriptive statements with linking verbs (e.g. ‘is’, ‘has’), usually in simple present tense, and statements of behaviour, also usually in present tense. Compare the following two texts. The first is part of a Personal Description and the second is part of a Report.
a.	There is an old lion in the zoo. He is called Sandy. He is light brown, but he has a big black mane around his neck. He just sleeps in his cage all day and he only wakes up when the keeper comes to feed him.
b.	The male lion is tawny in colour and has a shaggy mane. Lions hunt by day and night, preying mainly on antelope, buffaloes and zebras.

Explanations give an account of how something works or of the reason(s) for some phenomenon. There are two types: Explanations of How and Explanations of Why. They have a focus on process and logical sequence, rather than, as in Generic Descriptions, on phenomena and their features. Their structure, therefore, usually consists of a Statement about the Phenomenon with a sequenced Explanation of How/Why Something Occurs. They tend to focus on generalised objects; they have statements of behaviour in the present tense (‘falls’, ‘rises’, etc.), which are sometimes in the passive form of the verb (‘is saturated’, ‘are changed’). They tend to have time relationships indicated by connectives such as ‘first’, ‘then’, ‘following’, ‘finally’ (especially in ‘How’ Explanations), and cause-effect relationships indicated by connectives such as ‘if’, ‘so’, ‘since’ (especially in ‘Why’ Explanations).

Persuasion texts take a position on an issue and justify it, as the writer tries to persuade the reader of the correctness of his/her viewpoint, or to persuade the reader to follow a certain course of action. A Persuasion essay might have the following structure:
·	Statement of thesis – an opening statement, e.g. ‘Vegetables are good for you’
·	Arguments – often in the form of point + elaboration, e.g. ‘They contain vitamins. Vitamin C is vital for…’
·	Reiteration – summary and re-statement of the opening position, e.g. ‘We have seen that … so …’. They often end with a specific recommendation for action, e.g. ‘So we suggest that you go out and buy more vegetables today!’
They are usually written in simple present tense, have a focus on general objects or types of people, and use mainly logical rather than time connectives, e.g. ‘This shows’, ‘however’, ‘because’.
	Persuasive texts are characterised by the fact that they usually put forward only one point of view, unlike Discussion texts which consider both viewpoints. Advertisements are a special type of persuasive text, with their own distinctively complex style, but letters of complaint or suggestions for environmental improvements would be typical forms in which the genre can relevantly be expressed.

Discussion The purpose of a Discussion text is to present arguments and information from different viewpoints, and then usually to conclude in favour of one point of view. They usually have the following structure:
·	Statement of the issue + a preview of the main arguments
·	Arguments for + supporting evidence
·	Arguments against + supporting evidence (Alternatively, argument/counter-argument, one point at a time)
·	Recommendation – summary and conclusion.
They are usually written in simple present tense, and focus on general types of people (or animals or objects), but they can deal with specific people or entities too. They use logical connections, but usually more formal ones than Persuasion texts, e.g. ‘therefore’, ‘however’, ‘nevertheless’. These texts are found in many contexts of contemporary society, such as business reports, politicians’ briefing documents, etc. The context in which we most commonly meet them – apart from school essays – is editorials in broadsheet newspapers.

In practice, however, genres are rather more complex than this. There are many examples of mixed genres: stories frequently combine description and narrative; advertisements too are often description followed by persuasion, or a mixture of the two, as the product is described in persuasive terms. Moreover, narratives may sometimes be written in present tense, as in the Whispers in the Graveyard passage given below; and description can be found in past tense too, as in the descriptions of the tunnel in the Charlie and the Chocolate Factory extract in the CD-ROM.
	The notion of genre as dependent upon purpose needs to be seen as distinct from the format or distinctive layout of various communications. Thus, a letter may be written in very similar format for very different purposes (description, recount, persuasion, even instruction – if we give the reader directions to reach our house), and yet the language in which the letter is written will reflect these different purposes.
	A poem, too, can be descriptive or narrative or even feature discussion. Many of Philip Larkin’s poems begin as description or narrative but end as reflective discussion. Peter Porter’s ‘Your Attention Please’ is a set of instructions on what to do in the event of nuclear war. Because of the distinctive way in which it views experience, however, and because of frequent similarities in language and format, some writers regard poetry as a separate genre.

3.1.  Genres of Writing and 5-14 Guidelines
The set of genres described above can be broadly divided according to those mainly associated with Personal and Imaginative Writing (in terms of the 5-14 English Language Guidelines) and those associated with Functional Writing.
The genres or text-types which may be viewed as Personal/Imaginative Writing are:
Personal Recount
Imaginative Recount
Narrative
Personal Description
Imaginative Description
The remaining genres are: 
Reports 
Explanations
Instructions
Discussions
Persuasion/Arguments 

These are associated with Functional Writing – although elements of Persuasion and Discussion can come into personal writing. 
	In fact, most of these genres could appear in an imaginative context, e.g. ‘Writing the recipe for a witch’s spell’ would involve the Genre of Instructions. This sort of Functional writing for imagined purposes is now recognised in the National Assessment of Writing 5-14.

3.2.  Teaching Genres of Writing
The main advantage of this approach through genres for Knowledge about Language is that it extends the 5-14 focus on purposes of writing along the same lines, but it allows the teacher to focus closely, with her pupils, on the precise nature of descriptive, or narrative, or explanatory writing (or whatever) in the context of real language choice and forms to be achieved. It clearly identifies for the teacher the kinds of structuring and use of grammar, vocabulary and layout which are appropriate for the different genres, so that pupils’ attention can be drawn to these within the ongoing creation of written texts. 
	Because there is opportunity for teachers to focus upon the specific nature of grammatical patterning and use of vocabulary, in relation to the production of a range of different text-types, the focus on grammar need not be introduced in de-contextualised activities but rather in the achievement of definite purposes in meaningful contexts. Several methods for teaching genres in the classroom are outlined in Position Paper 6 Classroom Approaches to Teaching the Genres of Writing in the CD-ROM, together with examples of pupils’ writing in different genres.
The typical language features of these text-types are familiar to us as adults, and are normally taught directly or learned in the context of study or work. They structure the sorts of writing which children are expected to read and write across the curriculum of subjects in school, especially in English, Environmental, Social and Religious Education, which offer different ways of thinking and writing about the world we live in. 
As teachers, we need to be willing to look at examples of these text-types with our pupils, clarifying structures and creating contexts where such texts are really worth mastering. Children’s success in handling these different sorts of reading and writing will determine their academic success – and their futures.

3.3.  Genres in Modern Language Teaching
In the case of a foreign language, the limited language resource in the early stages restricts the range of text types that can be used and therefore the concept of genre would initially seem to be of limited value.  However, when genre is seen as a focus upon the purposes and audiences for which text, spoken and written, is produced, it can be seen to fit well with the strands identified in the Draft New Guidelines for 5-14 Modern Languages.
	In compressed form these are: listening and reading for information and instructions, speaking to convey information and writing to exchange information and ideas. Other relevant strands are speaking about experiences, feelings and opinions, writing to establish and maintain personal contact, listening and reading for enjoyment  and writing imaginatively.
	Viewed in this light, discussions conducted in class about the linguistic and organisational features which distinguish different texts with different purposes in the pupils’ own language will be of value when approaching different kinds of text in a foreign language.
	At an early stage, pupils will be able to understand instructions in spoken and in written form, say for a craft activity, read simple postcard, fax and e-mail messages and skim and scan tourist brochures in the target language for items of interest. At a more advanced level, pupils will be aware of features of letter writing, for example, and be able to distinguish a letter conveying personal information, from a thank you letter, or a letter to a tourist office asking for information. And all of these will be distinguishable from factual, fictional recounts and narratives.
	In such activities, knowledge of genre will help pupils to predict what any text is likely to be saying and what the likely meaning will be of any unfamiliar language. Teaching approaches used in analysing texts in the pupils’ own language can therefore be readily adapted for use with the foreign language. Such early practice in applying listening, reading and writing techniques acquired from work in the children’s own language will provide a solid foundation for more advanced foreign language work and should pay dividends in the development of advanced reading and writing skills in the foreign language.




The questions in Staff Development, Section 7.3. at the end of this booklet, give an opportunity to discuss the approach outlined above.



4.  Learning more about Language, Culture and Society

This section aims to help you, individually or in groups, to reflect on current classroom practice in English Language and in Modern Languages, and to identify particular approaches which can be used to teach Knowledge about Language 5-14. It will help you consider which approaches are best for your own pupils and for the learning contexts or themes they are engaged in. It also gives cross-references to further material in the CD-ROM. 

Here, we examine a variety of language activities and projects tried in schools. Many of them were part of the development programme of the Language in the National Curriculum (LINC) Project in England in the early 1990s. To these have been added other activities which address our children’s Scottish contexts, and which may help to focus attention on the specific issue of Scottish language and culture highlighted in English Language 5-14.

Before reading on, think about: 
·	the language background of your pupils
·	the place of local dialect forms in speech or in poems, plays or stories
·	the differences between formal and informal language 
·	the ways language changes according to the situation in which it is used

4.1.  Language Activities  5-14
There has been a long-running debate over whether direct teaching of grammar and spelling of itself improves the quality of children’s understanding and use of English. Those involved in the LILT project believe that language learners should indeed acquire, in a structured way, an understanding of how language works. But we also believe that this is best done in the classroom by exploring language in contexts that are meaningful to children’s own social and imaginative lives. Experiencing the need for different structures of language in different tasks and texts is certainly a key factor in children’s writing development.
Developing Knowledge about Language should have a positive effect on children’s use of language, but it can also have value as a focus for exploring the rich cultural knowledge embedded in the languages and dialects all of us speak or encounter in our daily lives. From this point of view, language touches upon, for example

Geography and history: becoming aware of the origins of local and other dialects, and how skilful speakers can shift between these for particular reasons
Social issues: how male and female modes of speech differ, how ‘character’ is created in life and literature, and how stereotyping can take place in terms of gender, class or national characteristics
Ethnic identity: how Scotland has many languages and language patterns, their uses dependent on the social context of speech communities
National identity: how Scots in its dialects, and Gaelic language and culture (both influenced by French, English, Norse and Irish) have shaped a distinctive Scottish speech, with accents, grammars and vocabularies significantly different from Standard English
International perspectives: how learning about other languages and cultures can extend children’s awareness of identity and social responsibility.

All of these issues, as English Language 5-14 points out, ‘reflect the histories of communities, and are part of the language children bring to school’ (page 67). They imply the need for links between the school and those communities, and with parents. They also suggest moving beyond a ‘deficit model’, in which our pupils’ mother tongue(s) may be seen as a barrier to learning, towards classroom recognition for their home language(s) and a professional commitment to increase their knowledge about those languages. We can only achieve this by making language a more prominent feature of classroom work, and creating a wide language experience out of which explicit teaching opportunities can emerge.
We have borrowed from England’s Language in the National Curriculum project, originally founded to create ideas and topics in which Knowledge about Language teaching could be developed, but have rearranged its broad categories (Contexts, Ways of Talking, Ways of Writing) to reflect some typical activities which work well at different stages from 5 to 14 (see ‘Exploring Language’ on the following pages).
These activities should be considered neither as an exhaustive list – you can add many others from your own experience – nor as being fixed at the Primary or Secondary stage noted here: classes vary in what they can attain, and teachers vary too in their classroom strategies. But it seemed useful to attempt a chronological sequence, before going on to deal separately with the Scottish context of some of the issues that figure in the list, notably accent, dialect, and multilingual school communities.

4.2.  Exploring Language from Primary 1 to Secondary 2
P1
·	talking about the way language is written down, in shared reading and writing sessions with the teacher
·	playing with language, enjoying the magic of words through poems, rhymes, riddles and games
·	reflecting on the differences between story telling without a text and reading a storybook
·	compiling databases or wordbanks of ‘talk words’ (mumble, yell, whisper etc), rhyming words, contrasting words (whisper / shout), and so on
Plus?

P2	
·	listening to tones of voice, and looking at pictures of people to decide what they are saying and how they are saying it
·	talking about language variety at home and in school
·	making their own books (both informational and fictional) after discussing the variety of types and shapes of texts
·	writing a class version of a favourite story, or a follow-up episode using the same characters
Plus?

P3
·	discussing favourite books with the teacher and each other
·	conducting a survey of favourite stories, at school and among parents and grandparents
·	predicting and speculating about characters and conflicts
·	using story plans or storyboards to structure their own narratives
·	learning to give instructions in sequence, using ongoing activities such as cooking recipes
Plus?

P4 
·	exploring register through role play, using drama to follow up on story conflicts (characters, interviews, new scenarios);  moving from improvisations to ‘scripts’, and discussing the differences
·	writing letters in role to explore differing points of view
·	extending their non-narrative writing in a variety of forms, for a range of purposes (newspapers, advertisements, information texts etc.)
Plus?

P5 
·	looking at and listening to the language of the media (body language, voice quality, accent, formality)
·	working with argument, building up reasons for or against ideas or decisions, with a specific audience in mind
·	creating newspaper or other media versions of incidents in stories
·	writing their own versions or counter-versions of selected stories, after some exploration of the genre, syntax and vocabulary expectations of a chosen audience
·	focusing on the patterns of poems, and reciting or recording their favourites
Plus?

P6
·	exploring language in the school environment (derivation of street names; categorising shop names; connotations of house names; varieties of languages and writing styles)
·	using questionnaires to explore language variety among pupils, and in what contexts their language changes its formality, accent or vocabulary
·	reading and discussing stories from different cultures and reflecting on similarities and differences
·	exhibiting their findings in the above activities for an audience beyond their classroom or school
Plus?

P7
·	considering the language dimensions of work in history and geography through older or contemporary texts (spellings, changes in meanings)
·	exploring picture books for beginning readers; designing their own for P1-P2; examining news stories and writing their own for target audiences
·	building up a database of dialect or slang words, to compile a dictionary
Plus?

S1 
·	language aspects of the ‘Myself’ project: early photographs combined with family research on early speech, the first words said, when, etc.
·	reviewing books with focus on character, setting, motives, readership
·	looking at language variety and change in Scottish, UK and international writing
·	exploring varieties of poetic form on a given theme, using computers to create class collections or databases
Plus?

S2
·	considering language choice and narrative voice in a range of texts
·	keeping reading logs and writing journals to reflect on the processes involved
·	using word processing to manipulate text, experiment with layout, structure and drafting
·	contrasting written and spoken forms for giving directions or playing games, or making complaints
Plus?

4.3.  All of Scotland’s Languages
The P1-S2 ideas listed above were mostly drawn from a curriculum development project in England, responding to a particular political and cultural climate. Scotland is different, and Scottish readers will have read the list with their own linguistic and cultural context in mind, and to this extent differently from teachers in England. Of course there will be overlap, for example with regard to work that would involve multilingual learning. In a multilingual classroom, we need to involve all of the children in the language exploration, if the values of positive recognition of the cultural and linguistic diversity of the human family are to be internalised by our pupils.
Thus questionnaires to find out about each other’s language backgrounds should enquire about Scottish dialects as well as about, say, Gujerati or Italian, and involve the immediate and extended family where possible. Language and dialect maps, different spellings and scripts, discussion of usage across time and space, using Venn diagrams and pie charts to record languages or expressions spoken or understood, should help to generate interest and mutual respect among all our pupils.
Explorations of accents and dialect, of naming systems and counting systems, of games which children play (with local variations) world-wide, of songs and rhymes and lullabies and traditional musical instruments, are all valid activities in any classroom. Traditional tales in different languages or dialects, with their strong plot lines, lively characters and cross-cultural motifs, can be told in translation and in the original, and children can then use puppets to retell the stories, or create group dramatic presentations of different adventures, characters or voices.
In all of these activities, of course, there is a need for a sensitive awareness of cultural issues which do not translate easily (the negative associations for Muslim and Jewish children of traditional European tales featuring pigs or pork, for example, or the positive associations of snakes with good fortune in Hindu mythology, compared with the Judeo-Christian tradition). We should also remember that Scottish-born children from ethnic minorities may have only a patchy knowledge of their parents’ or grandparents’ culture, or an ambiguity of reaction to it. Sensitivity is called for. Texts which help teachers to work positively within multi-ethnic classrooms are to be found in the booklist. There are also Position Papers on Language and the Bilingual Pupil (13) and Dialect, Standard English and the Child at Home and in School (2) in the CD-ROM.

4.3.1.  Scots
It is necessary for teachers in contemporary Scotland, also, to consider the implications of Scottish language and culture in schools. Scotland is a multi-lingual country, but it could be argued that one of the least recognised of its many languages is the Scots which children learn in their homes, streets, fields and playgrounds when young, but also often learn to leave behind at the classroom door when they enter into school education.
One of the most interesting developments in recent years has been the growth of interest in using Scots as a medium in which children can not only learn more about their own culture and literature, but also learn to explore and celebrate the diversity of their country’s linguistic inheritance. This intention behind the section on Scottish culture in English Language Guidelines 5-14 has led to much activity in Scots since it was first published in 1991.
For example, the Scots School Dictionary Scots-English / English-Scots, published by the Scottish National Dictionary Association, is available in an interactive CD-ROM version, and with accompanying activity book. With such a resource, it is fairly easy to envisage a range of classroom activities to develop pupils’ Knowledge about Language through the medium of Scots, involving investigation of the language variation which children are aware of within their own communities:
·	creating thematic or topic-based word banks, possibly on computer, on ‘Weather’ or ‘Transport’, ‘Homes’, ‘Games and Pastimes’ or ‘Beasties’
·	developing a Scots phrase book for tourists to use in social situations (in the street, at the restaurant, or at sporting occasions)
·	practising, then audio-taping, readings of short texts by Scottish writers in poetry and prose
·	developing bi-lingual or tri-lingual signs in Scots, English and Gaelic for the school environment
·	taking part in a dialect survey of uses (and changes in use) of words in their local area, by different generations of speakers
·	exploring the meanings and history of local place names and landmarks in order to create a classroom frieze or an article for the local newspaper.

Any of these activities would provide a valid context for using the Knowledge About Language terminology of 5-14, besides involving the children in practical and focused work in language. Knowing more about language in many cases will mean getting to know more about what has too often been a hidden part of the curriculum, and yet is a marvellous resource for fostering confidence and self-awareness among all our pupils, in all of their languages.
Scots in its many regional variations of accent and vocabulary can therefore be seen as a resource for reflection in language choice, language history, and the cultural contexts of language use – as well as a treasure chest of rhymes, songs and folk tales which must be re-opened and used by each new generation.
That idea of a treasure chest is exemplified in the title and contents of The Kist anthology, published by the Scottish CCC and Thomas Nelson in 1996 (reprinted 1999). It contains many lively examples of Scots dialect and Gaelic verse and prose, with readings on tape. Pupils can enjoy these, but also compare how the particular dialect of any text differs from that used in their own locality. Or, if it is supposed to be their dialect, how the spelling and expression varies from their expectations, or from current usage in their generation.

Where the class teacher is able to do so, the introduction of a modern language element into any discussion of language, culture and society will bring an added dimension to children’s awareness. This will also help to situate the modern language more firmly in the children’s learning. The historical connections of Scotland with France (through the ‘auld alliance’), and with Germany and the Baltic nations through cultural and trading links, have left an interesting legacy of words and traditions in the language spoken by present day Scots. Such cross-cultural links are well worth discussing with children.





Staff Development, Section 7.4. gives you a chance to discuss some of these issues with colleagues.




5.  Reading for Meaning

5.1.  How Texts work on Readers’ Minds and Hearts
In this section, we consider the problems children often have in moving beyond the literal message of a story or poem. What sorts of awareness do we need to build up for them, so that they can learn to read ‘between and beyond the lines’?
One place to start is by considering what are the features that favourite texts in our own classrooms (the texts that really ‘work’ with children) have in common. We might also consider our own best – and worst! – memories of being taught poems or set texts at school: what was going right or wrong in each case?
Often when we come to teach poems or stories to children, we fall back on (possibly faded) memories of how we ourselves were taught: What does this word mean? What is interesting or unusual about that word? Which words rhyme? and so on. The poem or story becomes a sort of quiz, with limited time to explore what the text means, and where its meanings come from.
A better way is to see the reading of any poem (or story, or chapter, or article, or whatever) not as a quiz but as a quest – a quest for meaning: What is the writer trying to tell us here? What clues to her intention can we find in the words she has woven together in order to create this particular text, and this particular effect on us as we read? Teacher and pupils can then explore texts together, discussing the impact of the words, and the feelings and thoughts these words evoke in the reader.
Words never occur in isolation, but are chosen and combined by the writer to create such effects. Before discussing any text with children, to focus either on aspects of the writer’s craft or of her chosen genre, it is important for the teacher to be aware of how choices are working together to create particular effects on the reader.
The following pages identify the four broad areas of written language where choices happen.


5.2.  The Four Broad Areas where Choices Happen

VOCABULARY
words and meanings 
GRAMMAR
types and combinations of sentences, clauses and phrases
SOUND EFFECTS
patterns of sound, repeated or emphasised
TYPOGRAPHY
layout, typeface, punctuation and pictures

5.2.1.  Vocabulary
Vocabulary (sometimes called ‘lexis’) operates in terms of broad patterns of word choices which have effects on the reader, rather than as set structures (as grammar does), e.g. words repeated, often with slight variations, or patterns of similar or contrasting words.
The words chosen may have specific connotations which create a particular effect or impression for the reader, e.g. the words chosen may create a ghostly atmosphere, or introduce a particular bias on the topic, or they may be neutral, suggesting an objective or scientific viewpoint.
‘Lexical sets’ are series of words occurring throughout a text which have similar meanings. These sets can create particular atmospheres or impressions, or they can be related to a particular topic or field. Lexical sets often also have a cohesive effect, ‘holding a text together’, e.g. dark, deathly, eerie, hushed, nervous all combine to create a feeling of tension and fear – good words for a horror story! Similarly, innings, wicket, crease, leg side, medium-pace bowler relate to the topic of cricket and their use builds up an authentic sense of that topic in a text.
The words chosen by writers may be words that frequently go together, or ‘collocate’. These may be usual or common collocations, or they may be unusual or even startling, e.g. metaphors, personifications and other figures of speech which all combine words in a surprising way, so as to create very vivid word pictures or lively language.
Creative writers often use such unusual or ‘deviant’ collocations, inventing striking or paradoxical combinations of words that have a particular effect upon the reader, e.g. the poet Dylan Thomas wrote  ‘The man in the wind, and the west moon’ instead of the more ordinary ‘the man in the moon and the west wind’.

5.2.2.  Grammar
Writers create meaning through:
the structures of noun or verb phrases, building these up to create detail or density in the noun and verb elements which carry the central meaning of the sentence, or simplifying the structure to create a pointed or stark effect
the structure of clauses – more or less complex ways of binding elements of the meaning together in one sentence
the types of sentences – statement / question / command / minor sentence.

5.2.3.  Sound effects
Writers convey meaning by using aspects of the language’s sound-system for specific effects. These include various ‘figures of speech’ or ‘tricks’ of writing relating to its sound when read aloud, and these can help bring the text to life:
alliteration  repetition of consonant sounds
assonance  repetition of vowel sounds 
rhyme  full rhyme (start, part)
half rhyme or part rhyme  (hart, hurt)
rhythm  regular patterns of stress
onomatopoeia  where sounds of words enact or echo their meaning.

5.2.4.  Typography 
Writers create meaning by the way in which they present their text visually. In this multi-media age, the sophisticated visual presentation of printed texts has assumed much greater importance. We should consider the impact of 
layout on the page
use of pictures/other illustrations
punctuational devices
size of print and typeface or font being used.

5.3.  Teaching a Text
Before teaching a poem or story the teacher should explore for herself what the key meaning of the text appears to be, and also what the writer has chosen to do with the words and other patterns of language in order to lead the reader to that conclusion.
Explorations of this kind should also provide good models for the children, as beginning writers, of how real writers work, and this should help them to write more effectively themselves in specific contexts and genres.
Then, remembering to give time for the children to hear the text read and re-read, and to think and talk about it, the closer quest for meaning can begin. This should not be done in a line-by-line series of closed questions, but in a sort of conversation with the text and with each other about the impact it makes, and how it does so.
Because good conversations are not usually pre-determined, the order in which the language elements of texts will be explored will vary. In a poem, the immediate visual and sound effects may be the starting point. In the opening pages from a children’s novel, grammar and lexis are what tend to convey to the reader the first impressions of character and voice.
This sort of text-centred exploration will involve pupils in learning about how writers make words work together (in the areas of lexis, grammar, phonology and typography). But it will also involve them in working across a variety of 5-14 strands.
The teacher should not, of course, try to hit all of those 5-14 targets with one machine-gun-like lesson. Rather, the focus should be carefully selected and the activities so organised that a deeper and more satisfactory sharing of the text can take place, in which both pupils and teacher can learn from each others’ responses.

5.4.  How two Texts work
Let’s take as examples two very different short texts: ‘Shower’ by Moira Andrew, a poem used in the Heinemann series Poems for Topics; and the opening page of Whispers in the Graveyard, a recent novel by the prize-winning Scottish children’s writer, Theresa Breslin. In both cases, we are firstly exploring the effects which adult readers can detect in the text, and then suggesting ways in which some of these effects could most usefully be pursued with young readers. The poem could be used from P4-5 upwards; the novel is one for the upper stages.


5.4.1.  THE POEM:  SHOWER

	fierce
	spring
	rain
	full
	gushing
	drain
	drab 	grey
	steely 	puddled
	sky 	street
	umbrellas 	wellies
	held 	for
	high	feet
	cars	children
	make	want
	spray	out
	birds	harassed
	huddle	mothers
	away	shout
	rain	cats
	becomes	lie
	drops	asleep
	slows	plants
	and	drink
	stops	deep
	doors
	open
	wide
	people
	step
	Moira Andrew 	outside

Typography
The diagonal lines suggest rain slanting across a scene. The use of lower case rather than capital letters at the start of phrases or sentences deliberately keeps this line even, and perhaps suggests that the rain somehow puts everything and everybody on the same level. The full stops punctuate each element, giving a sense of suddenly changing images or impressions.
Sound Effects
The phrases and sentences rhyme in pairs, linking the images and creating a more unified impression. Their shortness gives an abrupt or syncopated impression, almost as if we have no time to dwell on any one image, especially in the first half of the poem. Towards the end, however, the rhythm seems to slow down as if to echo the easing of the rain: this impression may come partly from alliterations (drink, deep, drops, doors; asleep, slows, stops, step), which give a slow and easy pulse to the final lines. Earlier there is alliteration too, used to emphasise the sudden and unpleasant aspects of the downpour (fierce, spring, street, steely, sky; gushing, grey). Here the ‘s’ sounds and hard ‘g’ sounds seem to have particular connotations. The contrast between the quick opening lines and the slower closing ones is partly effected by the use of sharper front vowels (ie, i, e, ee) in the former, and deeper, more open ones in the latter (o, ow, ou).
Vocabulary
Sound effects help to emphasise the sense of the patterns and connotations of the words used. There is a contrast between the energetic movement of the opening (fierce, spring, gushing, held high) and the quieter close (huddle, lie asleep, deep, slows, stops). There is another set of unpleasant images (drain, grey, puddled, drab, steely, harassed) contrasted with the new vision or freshness after the rain stops (open, wide, step outside). A further set of contrasts relates to the human and the natural elements in the text: in almost every ‘verse’ there is a final focus on the child’s-eye view. This human element ensures that we stay engaged as readers: it is not merely a nice description of what can be seen out of the window, but an emotional experience, by turns exciting, or restful, or full of new potential.

Grammar
The chief effects of the grammar lie in the change from minor or part sentences (consisting of noun phrases) at the start, to full sentences from the end of the second ‘stanza’ onwards. This creates an effect of moving from a series of sense impressions (perhaps half-glimpsed as we rush to get out of the rain?) to a later more reflective mood, once kept indoors. The first three noun phrases have a similar structure of two adjectives (or modifiers) and a noun; this is repeated in the fifth phrase at the start of verse 2. The fourth and sixth phrases are of noun and qualifier (wellies for feet; umbrellas held high). The succeeding sentences are mainly all simple statements of Subject and Predicate, as the effect of the rain on the people and their world is focused on, but there is an effectively emphatic variation from this pattern in the last verse (slows and stops). After the impressionistic opening, the verbs in stanza 3 (make, huddle, lie, drink) give a strong impression of both human and natural life adjusting to the new environment, before it too changes in the final stanza when we return to normality.

Actually Teaching the Text
That sort of analysis can give us, as adult readers, a clearer sense of what the writer has achieved, and the craft she has used to do it. The danger might be that we feel duty bound to teach it all, and in a very schematic way, to children. That would be an unhelpful strategy! But so would be simply ignoring how the poem has been made of words in order to create effects on us as we read or listen. Teachers need to strike a balance between what they know and what they teach.
	The textual analysis here began with the typography, probably the most immediately striking feature of the poem. (If the poem is read aloud first, with pupils listening but not having seen the layout, then the effect is even more intriguing.) That would tend to be a useful starting point, but really we should be content to be led by the pupils’ reactions, confident that whatever point they focused on would be some aspect or other that has already been considered in the teacher’s prior reading.
	The key questions then become follow-up ones such as Is it the same at the end? What gives you that impression? Does it sound different at the start? Why do you think that is? Why has the poet done that? Do you notice any pattern there? Where do the sounds change? Listen to me read it again – what is it meant to sound like? Did she never learn to use capital letters at the start of sentences? Well, why doesn't  she? And so forth.
Further useful activities might then follow:
·	experimenting with another layout for this text, and comparing the end results
·	inventing a similarly imitative form for a snowstorm or a gale
·	working on noun phrases with a pre- or post-modifier pattern, to build up a specific setting, atmosphere or character
·	developing other ‘before and after’ pieces of writing, deliberately contrasting moods or images in vocabulary (lexis) or sound and rhythm (phonology)
·	choosing and reading aloud onto tape other poems which create word pictures which are attractive
·	matching this poem to an illustration, drawn or cut out in two or three contrasting tones
·	drawing a four frame story-board which reveals the underlying narrative of this poem
·	creating a sound-picture with various instruments to reveal the poem’s structure and sound effects
·	deciding in groups where the list of noun phrases ends and the full sentences (Subjects and Predicates) take over
·	talking as a class about how using two types of grammar in contrasting sets relates to the meaning of the poem.


It is obvious that such activities re-focus the children’s minds on one or other aspects of the language of the text which should have emerged from the teacher-led exploration, while also enabling them to re-create or re-invent the experience of reading the text in ways which are individually satisfying.
	Rather similar approaches operate for prose as for poetry, as in the following analysis of a children’s novel.

5.4.2.  THE NOVEL
My footprints track across the faint dew still lying on the grass. My boots crunch on the hard gravel path, and I’m talking to myself as I walk, school bag bumping on my back. But the residents lodged on either side of these avenues won’t complain about the noise.
	They’re dead.
	Every one of them.
	Their headstones march beside me. I stop to look at one of my favourites. A weaver. There is a carving of a leopard with a shuttle in its mouth. The animal’s head is black with age, its stone roar a silent echo in a grey Scottish kirkyard. The leopard used to be on the crest of the Guild of Weavers. My dad told me.
	Early morning mist comes creeping between the gravestones. I shiver. It’s because I’m cold though, not scared.
	Not yet.
	I touch the old tinker’s grave. A ram’s horns and crossed spoons. That’s how I know a tinker is buried there. The carvings and designs on the stones tell you. They all mean something. My dad told me to listen and I would hear the crackle of the gypsies’ campfire, the black pot swinging just above the flames. 
	I wish words on paper were as easy to read and understand.
	There’s a big stone vase monument on this path, with a draped cloth and a trailing vine. That’s a symbol from the Bible. Dad read out a psalm to me one night. ‘Fruitful vine, and olive plants.’ I liked the sound of those words, rolling around inside my head.

Opening paragraphs of Chapter One of  Whispers in the Graveyard 
Theresa Breslin (Methuen, 1994)
Grammar
This opening chapter clearly establishes a ‘tone of voice’ for the main character, who sounds interesting enough to get to know in the following pages. Much of this is conveyed through the use of the first person narrative (I, my, myself) and the present tense (track, crunch, I’m talking, I stop), both of which give immediacy to the telling. The sentence type is statement, and the structure mostly the standard Subject, Verb, Object/Adverbial, giving a definite, determined air to the way he speaks, and thus to the character. This fairly simple sentence patterning is contrasted with the denser noun phrases which are used to evoke the strangeness of the graveyard (a carving of a leopard with a shuttle in its mouth, the crest of the Guild of Weavers. A ram’s horn and crossed spoons). This last example shows the occasional effective use of minor sentences (Every one of them. A weaver). This helps to create an authentic sense of a voice speaking informally and emphatically.

Vocabulary
The vocabulary creates mood and atmosphere, through the contrast of the set of graveyard words and phrases with their eerie connotations (headstones, grey Scottish kirkyard, old tinker’s grave) and the normality of home and school (My dad told me, Dad read out a psalm, school bag). Other lexical sets, each adding their effect, are those of early morning (faint dew, early morning mist, cold); of religion (vine, Bible, psalm, olive); and also of words heard and read (told me, listen, read out). This last will become an important element, as the main character is severely dyslexic.
	The eerie atmosphere of the graveyard created by connotations is enhanced by the frequent use of unusual collocations, particularly in the first half of the extract: their headstones march, a leopard with a shuttle in its mouth, stone roar, silent echo, mist comes creeping.
	These unusual collocations combine with the eerie connotations to create an unnerving, surreal atmosphere, which contrasts with the essentially practical, hard-headed approach of the boy: The residents won’t complain. They’re dead. Every one of them. Or again, I shiver. It’s because I’m cold though, not scared.
	This inventive use of language also serves to suggest to the reader that the boy is capable of richer and more imaginative language than his difficulties with the written word might suggest. We see this again in his unusual use of ‘track’ as a verb: My footsteps track across the faint dew ...
	The passage ends on a note of richness, read out by Dad. Although there is a continuing focus on the boy’s own perspective, this is interspersed throughout with references to Dad, who is obviously a positive influence. 

Typography
The tension of the graveyard is made to exist more for the reader than for the narrator, through his laconic humour (residents lodged on either side of these avenues won’t complain about the noise), which is also expressed typographically through three one-sentence paragraphs (They’re dead./Every one of them./Not yet.) The contrasting language of the Bible is, of course, marked out by quotation marks.

Sound Effects
There is some evocative use of onomatopoeic effects of noise (My boots crunch heavily on the hard gravel, the crackle of gypsies’ campfire) and of stillness (its stone roar a silent echo. Early morning mist comes creeping.). Interestingly, the narrator himself draws attention to the evocative sound of the quotation from the psalm, suggesting that his problems with written words may to some extent be countered by focusing on his sensitivity to the spoken. 

Actually Teaching the Text
As before, the point of such prior exploration of the text is that the teacher is well prepared to respond to the pupils’ first impressions of the text, not in order that they can be put right or instructed on the facts of the matter. The best questions are fairly open but nevertheless focused ones: Who is telling us this? What impression do we get of him (age? background? attitude? problems?) and why? What kind of things interest him? What is the atmosphere here: is it just scary, or both scary and something else? What words or phrases give us this impression? How does the punctuation or layout help us to read this properly? What is the main purpose here? What do you think our relationship with this character is supposed to be? Why might he wish that words on paper were as easy to read as gravestones? Does he seem a stupid boy?  How do we know? How does he feel about his Dad? How do we know? Which parts of this page puzzled you? Are there any unusual combinations of words? What questions would you like to put to the writer after reading this opening page? 
	And so forth.

These are, obviously enough, the kinds of questions that would give both teacher and class an opportunity and a context for using some at least of the Knowledge about Language terms assigned to Reading: chapter, character, setting, conflict, motive, genre, point of view.
Follow up activities might then include:
·	reading on to see what happens next
·	checking out these first impressions in one or two other pages selected from later in the text
·	prediction activities on what will have happened by the end of Chapter 1
·	experimentation with translation of parts of this text into past tense 
·	or of another piece of writing (their own or someone else’s) from past to present tense, with some analysis of the effects
·	drawing an illustration of one of the tombstones, using the detailed descriptions given in the text
·	briefly creating the father’s ‘tone of voice’, as he talks to a teacher about his son
·	re-writing this scene as a late winter afternoon, as the boy comes home from school
·	writing their own impressions of a similarly strange, but fascinating, place.


5.5.  Teaching a Class Novel from a KAL Perspective:
The Midnight Fox by Betsy Byars

Introduction
Class novels can provide excellent programmes aimed at involving pupils in developing their language awareness, while also developing Awareness of Genre and Appreciation of the Writer’s Craft. The Midnight Fox, featured here, was taught with a P7 class (it would work equally well with S1-2). This novel also interconnects with Environmental Studies issues, such as ‘Understanding Living Things and the Processes of Life’, so that there is the possibility for children to encounter various genres of writing in the course of their work on the text.
	It is true that there has been some concern in schools over recent years to prevent the core ideas and themes of Environmental Education becoming absorbed by the language issues of novel texts being used as background contexts for the study of history or geography. Nevertheless it would be regrettable if the classroom experience of reading and discussing longer texts ceased to be part of children’s literacy development. In fact, it is difficult to see how such development can be fully said to take place without such experience.
The Midnight Fox
features an introspective and witty young American boy who has to stay with his aunt and uncle on a farm while his parents visit Europe. Despite his protestations that he has no interest in nature and is afraid of animals, in the course of living at the farm he becomes enthralled by his sightings of a black (‘Midnight’) fox. He becomes intensely interested in the world of nature and eventually saves the fox and her cubs from his uncle, the farmer. In the process, he shows considerable courage and when it is time for him to go home, he has clearly matured a great deal.


The Midnight Fox   KAL: Knowledge About Language  5-14 terms in bold
CENTRAL THEME
A sensitive, intelligent boy coming to terms with his guilt at not being the stereotypical boy his parents and relations expect him to be.
OTHER THEMES
The world of nature and the countryside, Tom’s growing appreciation of it, and also of Uncle Fred’s approach (he lives off it, controls it when he needs to, but also appreciates it).
Family relationships. Strained relationships between Tom’s Mum and Dad and their lack of understanding of Tom. Aunt Millie’s sensible attitude to the members of her family including Tom. 
The world of the media. This pervades Tom’s attitudes throughout the novel, mainly as a result of his friend Petie, who has created a media-based imaginative world.

FIRST IMPRESSIONS: GETTING INTO THE NOVEL
Surveying the novel: Role of cover (illustrations, blurbs) in conveying first impressions.
Inside summary of story and details about author. Contents page: Pupils predict developments in story. Does cover illustration give same impression? Comparing opening and final paragraphs: reasons for similarity?
Opening chapters: initial impressions of Tom and his parents; Tom’s interest in model-making; parents’ trip to Europe and his reluctance to go to farm (‘Setting the scene’). Tom’s friendship with Petie. Introduction of Aunt, Uncle and Hazeline, and to life on the farm.
KAL: Prediction; author, title, ‘blurbs’, cover illustration; content; paragraphs; characters; relationships; setting the scene.

CHARACTERS: 1     TOM, AND HIS RELATIONSHIP WITH HIS PARENTS
Focus on Tom’s initial attitudes (Chs. 1-4); his fears, his interests. Is he selfish? (Group and class discussions.)
His relationships with his parents and their differing attitudes to him.
Writing an initial character sketch of Tom.
Preparing a reading of dialogues between Tom and Mom, Tom and Dad (Ch. 1). Class discussion on distinguishing dialogue from narration.
At the end of novel reading, comparing their attitudes to Tom now with those in earlier character sketch.
Discussing how Tom’s attitudes have changed and how their own view of him and boys like him has changed
KAL: Theme; characters; main character; relationships; conflict; motives. Dialogue; speech marks; pronoun; question mark; exclamation mark; punctuation; 1st person, 3rd Person, verb, tense (past and present); Italics, stress, narration.

CHARACTERS: 2     FRIENDSHIP
(Tom’s different Friendships with Petie, Hazeline, Uncle Fred, Aunt Millie.) Ongoing discussion of Tom’s developing relationships with other characters. Pupils writing their views on Tom’s and Petie’s activities and comparing them with their own experiences.
Ch. 4 ‘Stranger’. Grid setting out objects in Bubba’s room and showing how they indicate Bubba’s personality  and interests and not Tom’s.
‘Petie Burkis Special’. Class devising their own ‘Specials’ (favourite meals) and writing recipes for them.
An imaginary letter from Tom to Petie on seeing the fox and his attitudes to life on the farm.
Discussions on Tom’s relationships with Hazeline, Uncle Fred, Aunt Millie. Prepare dramatic reading of dialogue between Tom and Hazeline in Ch. 13 followed by discussion of extract. Scripted drama version of this discussion.
Scripting dialogue between Aunt Millie, Uncle Fred, and Hazeline after Tom leaves the farm.
KAL: Characters; relationships; letter; address; dialogue; drama-script; play; scene; stage directions; scripting.

STRUCTURE/PLOT
Stage 1  Tom’s memories of fox.   Tom’s experiences up to sighting of fox.   Will he remain anti-farm, etc?
Stage 2  After sighting fox, Tom’s growing interest in all aspects of nature, and his happiness. Will he stay happy or are there indications of problems to come?
Stage 3: Threat to fox and Tom’s rescue of the fox. (Will the fox be killed or not?)
Stage 4: Experiences after the rescue.
Tom’s different attitudes to parents, aunt and uncle, Petie? Ending echoes memories of beginning. Selecting scenes for a film  of the novel. Re-designing cover: do they want a different focus now?
Narrative Style:  Author’s use of simple and compound sentences in relation to narration of action of story (reading extracts). Also discussion of sentence building devices on a passage adapted from a novel (pp.92-93) using only simple sentences. Comparison of pupils’ devices with those of author.
KAL: Author; plot; stages (in story); statement (clause); one-statement; or two-or-more statements; sentences (simple or compound or complex sentences); full stop; comma; joining words (conjunctions).

CREATION OF SETTING
Focus on various descriptive/narrative passages e.g. pp.35, 36, Ch.9, 10 etc. Examining language features, particularly use of similes and relevant aspects of noun, phrase, sentence structure. Tom’s attitudes (see ‘Characters’).
Creating a map of the farm and surrounding countryside.
KAL: Statement (clause); noun phrase, sentence.

THE STUDY OF NATURE, PARTICULARLY FOX BEHAVIOUR
Making notes on the sightings of fox in novel (its behaviour, habitat, relationships with humans etc.)
Collecting a file of pupils’ own sightings of foxes.
Reading and discussing descriptions of Tom’s sighting of fox, i.e. Ch.5,7,10. Follow-up activities: listing the ways Tom feels as he watches fox; creating frames for a cartoon film extract; making a map showing the scene (Ch.5) and route of fox as Tom watches it; sensational newspaper article; describing as accurately as possible a fox they have seen. 
Ch.10, Group constructing a grid of the observations of nature which Tom makes in this chapter.
Objects/Animals; Place; Descriptive Phrases; Similes.  (Links with Creation of Setting, Characterisation.)
Group writing an article on ‘The Life of the Fox’ for display in school.
Poem: ‘The Thought Fox’ by Ted Hughes. (Links with Creation of Setting.)
KAL: Noun phrase; one-statement and two-or-more statement sentences; (simple and compound or complex sentences); simile; layout; poem; verse.

AMERICAN LIFE AND LANGUAGE
American terms in novel and Standard English and Scots equivalents, e.g. creek/stream/burn.
American visitors (student teachers) discussing aspects of American life, in answer to pupils’ questions and also discussing different terms in American English, Standard English, Scots (and local dialect) for various objects and aspects of experience. Afterwards, two groups making a dialect topic-book based on this data.
KAL: Standard English ; Scots; American English, local dialect; topics.

THE WORLD OF THE MEDIA
Creating newspaper headlines (like Tom and Petie) pp.34, 46 etc.
Front page article on Tom’s discovery of a new colour (Ch.7).
Interview of Tom on television chat show (Ch.7).
Answering Petie’s questionnaire (pp.60-6) and creating new questions.
KAL: Purpose, audience, headline; sub-heading; columns, bold type; layout; narration; eye-witness report; interviewee; questionnaire; mass media; points of view.
.
This typical passage features a key incident of the novel. Tom, who is sitting at the edge of a field writing a letter to his friend, Petie, suddenly sees the black fox. It is this experience which dramatically changes Tom’s attitude to the world of nature, and in fact influences his behaviour for the rest of the novel.

Tom’s First Sighting of the Fox

I had just finished writing this letter and was waiting for a minute to see if I would think of anything to add when I looked up and saw the black fox.
I did not believe it for a minute, it was like my eyes were playing a trick or something, because I was just sort of staring across this field, thinking about my letter, and then in the distance, where the grass was very green, I saw a fox leaping over the crest of the field. The grass moved and the fox sprang towards the movement, and then, seeing that it was just the wind that had caused the grass to move, she ran straight for the grove of trees where I was sitting.
It was so great that I wanted it to start over again, like you can turn a movie film back and see yourself repeat some fine thing you have done, and I wanted to see the fox leaping over the grass again. In all my life I have never been so excited.
I did not move at all, but I could hear the paper in my hand shaking, and my heart seemed to have moved up in my body and got stuck in my throat.
The fox came straight towards the grove of trees. She wasn’t afraid, and I knew she had not seen me against the tree. I stayed absolutely still even though I felt like jumping up and screaming, ‘Aunt Millie! Uncle Fred! Come see this. It’s a fox, a fox!’
Her steps as she crossed the field were lighter and quicker than a cat’s. As she came closer I could see that her black fur was tipped with white. It was as if it were midnight and the moon were shining in her fur, frosting it. The wind parted her fur as it changed direction. Suddenly she stopped. She was ten feet away now, and with the changing of the wind she got my scent. She looked right at me.
I did not move for a moment and neither did she. Her head was cocked to one side, her tail curled up, her front left foot raised. In all my life I never saw anything like that fox standing there with her pale green golden eyes on me and this great black fur being blown by the wind.
Suddenly her nose quivered. It was such a slight movement I almost didn’t see it, and then her mouth opened and I could see the pink tip of her tongue. She turned. She still was not afraid, but with a bound that was lighter than the wind  it was as if she was being blown away over the field  she was gone.
Still I didn’t move. I couldn’t. I couldn’t really believe that I had seen the fox.
(The Midnight Fox  pp 36-37)

	In responding to the reading of this passage, teacher and class/group could, together:
·	Establish exactly where Tom is sitting and what he is thinking about (his letter to Petie) and note how the sudden appearance of the fox is indicated by being linked to the end of a sentence about something else. ... when I looked up and saw the black fox.
·	Establish what Tom’s feelings are about the fox in this passage and how they are expressed. Pairs or groups could discuss and identify: 
		Expression of disbelief:  I did not believe   I couldn’t believe …
	Expressions of emotion:  In all my life I have never been so excited.   I felt like jumping up and screaming, “Aunt Millie!  Uncle Fred!  Come and see this.  It’s a fox, a fox!”
	Physical effects:  I could hear the paper in my hand shaking and my heart seemed to have moved up in my body and got stuck in my throat. Tom does not move (Why not?): I did not move at all.  I stayed absolutely still …  I did not move for a moment … Still I didn’t move.  I couldn’t.
·	Establish how the fox is described. Pupils in groups can find phrases for discussion:  e.g. her steps … were lighter and quicker than a cat’s.   I could see that her black fur was tipped with white.  … her pale green golden eyes’  … the pink tip of her tongue.
·	Discuss the meaning of the description in the following sentence: It was as if it were midnight and the moon was shining on her fur, frosting it and establish how it is created by means of a simile. (Can the pupils identify another example of a simile in the passage and say why it is effective?)
·	Identify all the points at which the reader is made aware that the fox is being seen through Tom’s eyes: I knew she had not seen me,  It was such a slight movement I almost didn’t see it.
·	Examine the descriptive technique, and its effect, in: Her head was cocked to one side, her tail turned up and her left foot raised.

(If we restore the verb ‘was’ to the second and third clauses above, these all have a similar pattern and indicate the results of actions. With full stops between, these could be three separate sentences. As written in the text, however, the sentence suggests that Tom takes in all three aspects of the fox’s stance at once, and that she is alert and poised to move very quickly at the first hint of danger. We might ask pupils to compare this sentence with a less clipped version [Her head was cocked to one side, her tail was turned up and her front left foot was raised.] in order to notice perhaps that the original version gives an urgent, incomplete sense to the picture, which could change at any second.)

	Perhaps most important is to look at how the fox’s actions are described and the effects created. Pupils could first in groups identify all the action verbs related to the fox’s movements, including of course ‘stopped’! We can then examine with them how the author uses short simple (one-clause) sentences, and also sentences with two or more clauses (compound or complex sentences) in order to create various effects relevant to the overall meaning of the passage.
	First we can have pupils consider certain sentences and decide whether there is one action involved and therefore one verb that goes with the ‘doer’ (Subject) and therefore one statement or clause, e.g. ‘She looked right at me.’ Alternatively, there may be several statements in one sentence, indicating several actions, e.g. ‘I did not move for a moment and neither did she (move).’
	(Note that in the sentence ‘She was ten feet away from me now and with the changing of the wind she got my scent’, there are two statements, but the verb in the first, ‘was’, is a linking verb describing the fox’s position rather than her actions; the second verb is ‘got’. Also, ‘changing’, which appears to be a verb, is in fact a noun, in the noun phrase ‘the changing of the wind’. If it were to be a statement, the wording would have to be ‘the wind changed’.)

How we as teachers discuss all this grammatical patterning with our pupils depends of course on the previous experience of the class in grammar and how much terminology we wish to use at that point. Useful information on these terms is to be found above in the basic outline What is Grammar and how does it work? (see in particular Phrases into clauses; Clauses into sentences; and Sentence types: making statements). 
We could then go on to discuss the effect of the short simple sentences in the text. The use of ‘suddenly’ at the beginning of several of them probably suggests that they tend to have a sudden ‘jumpy’ effect, which suits the movement of the fox. We can also probably establish that the use of these sentences in a paragraph creates a tense ‘breathless’ effect. This can be seen in ‘Still I didn’t move. I couldn’t. I couldn’t believe that I had really seen a fox.’
A useful way of focusing attention on these effects would be to compare the latter with an expanded version such as ‘Still I didn’t move. I couldn’t move because I couldn’t believe that I had really seen the fox.’
The sentence describing the fox’s final departure might also be considered:
‘… with a bound that was lighter than the wind … she was gone.’ Here the action is not described by means of a verb but by a noun, ‘bound’, and the effect of combining the first phrase with ‘she was gone’ is to suggest that she disappears in a flash.
Pupils’ awareness of some or all of the language devices used to create effects in this passage can then be reinforced by having the pupils discuss, highlight and try to explain the devices and the effects of the passage describing Tom’s second sighting of the fox.

Now suddenly – I was looking in the right direction or I might have missed it – the black fox appeared on the crest of the hill. Gracefully, without hurrying, she moved towards me. There was no wind at all; the air was perfectly still; and Hazeline had told me that on windless days foxes liked to hunt mice. The way they catch them is by watching for the faint movements of the grass. The mice run below the grass in little paths.
The fox crouched low.  She did not move. I could see her head above the grass, the sharp pointed ears. She waited, and then slowly, without seeming to move at all, she stretched up, rising tall in the grass. She paused.
Her eyes watched the grass. Suddenly she saw what she was looking for, and she pounced. It was a light, graceful movement, but there was power in her slim black legs, and when she brought her head up, she had a mouse between her jaws.
She turned, her full tail high in the air, and moved towards the woods. I stood up slowly and watched as she trotted away among the trees.
(The Midnight Fox   p.50)

One technique involved in the description of the fox’s movement here which is different from the first passage is where the action is slowed down to suggest a careful, gradual process. This can be seen in the following sentences, which have been laid out to show the separate phrases and clauses:
She waited,
and then slowly,
without seeming to move at all,
she stretched up,
rising tall in the grass.

	Another technique is the use of punctuation devices to control the pace of the reading and thus match (or help recreate in our mind’s eye) the graceful movements of the hunting creature, and the young boy’s fascination. We might note the use of commas in the sentence above to mark the separate elements; or of dashes in line 1 for marking off a parenthesis; or the use of semi-colons in the same paragraph to convey different dimensions of the same stillness.
	Developing awareness of punctuation is a crucial skill for developing both reading and writing skills. The following activity alters the original text, to encourage experimentation and awareness-raising. The adapted passage is from part of Chapter 14 where Tom is pretending to be helping Uncle Fred to find the fox and her cub but is in fact trying to lead his uncle away from them. The pupils had earlier listened to a reading of the chapter in which the original extract occurs.


Teachers may well not use all of these points in discussion of this passage, but these aspects, which were all considered with a P7 class, show how KAL terms can be meaningfully introduced in a discussion which is also developing awareness of ‘writer’s craft’.



The Midnight Fox, pages 92-93		  The Adaptation	

My shoulders felt very heavy and I thought I was going to be sick. Usually when something terrible happened, I would get sick, but this time I kept plodding along right behind Uncle Fred. I could not get it out of my mind that the fox’s life might depend on me. I stumbled over a root, went down on my knees, and scrambled to my feet. Uncle Fred looked back long enough to see that I was still behind him and then continued slowly, cautiously watching the ground, the woods, everything. Nothing could escape those sharp eyes.
Suddenly we heard, from the woods above, the short high bark I knew so well. The black fox! Uncle Fred lifted his head and at once Happ left the creek bank and dashed away into the woods. He bayed as he caught the scent of the fox, and then his voice, like the sound of a foghorn, was lost in the distant trees.
‘That was the fox,’ I said.
Uncle Fred nodded. Slowly he continued to move up the creek, stepping over logs, rocks, brushing aside weeds, his eyes and the muzzle of his gun turned always to the ground.
We walked up the field and then back to the creek. We crossed the creek and while we were standing there Happ returned. He was hot, dusty, panting. He lay down in the shallow water of the creek with his legs stretched out behind him and lapped slowly at the water.

My shoulders felt very heavy, I thought I was going to be sick. Usually when something terrible happened, I would get sick. This time I kept plodding along right behind Uncle Fred. The fox’s life might depend on me. I couldn’t get it out of my mind. I stumbled over a root. I went down on my knees. I scrambled to my feet. Uncle Fred looked back long enough to see I was still behind him. He continued slowly. He continuously watched the ground, the woods, everything. Nothing could escape those sharp eyes.
Suddenly we heard, from the woods above, the short high bark. I knew it so well. The black fox! Uncle Fred lifted his head. At once Happ left the creek. He dashed away into the woods. He caught the scent of the fox. He bayed. Then his voice, like the sound of a foghorn, was lost in the distant trees.
‘That was the fox,’ I said
Uncle Fred nodded. Slowly he continued to move up the creek.
He stepped over logs, rocks. He brushed aside weeds. His eyes and the muzzle of his gun were turned always to the ground.
We walked up the field. We then walked back to the creek. We crossed the creek. While we were standing there, Happ returned. He was hot, dusty, panting. He lay down in the shallow water of the creek. His legs were stretched out behind him. He lapped slowly at the water.

This activity provided opportunities (within the familiar linguistic context of the class novel) for pupils to use a variety of forms of sentence linkage. They also had to make decisions about selecting them appropriately to combine sentences in an effective way. The group was therefore asked to work in pairs, changing the sentences in the re-worked passage above, and the results were then compared within the full group. Finally, those combinations which were regarded as most effective were compared with the original passage from the novel. (It was stressed to the pupils that the writer’s choices were not necessarily the best and only correct ones, and that their alternatives could be appropriate too.)
The kinds of linkage devices selected by the pupils were mainly the conjunctions ‘and’ or ‘then’ or, in some cases, joining the sentences with a comma – which led to useful discussions about whether this kind of sentence-joining was appropriate or not. Some pupils attempted to create sentences with dependent clauses (complex sentences) by conjunctions such as ‘because’, ‘as’ or ‘when’, e.g. ‘This time I kept plodding along behind Uncle Fred because the fox’s life might depend on me and I couldn’t get it out of my mind,’ or ‘Slowly he continued to move up the creek as he stepped over logs, rocks,’ or ‘I knew it so well for it was the black fox!’
More ambitious attempts sometimes resulted in a less than grammatical sentence. This was true in the case of ‘Nothing could escape those sharp eyes when suddenly we heard the short high bark which I knew it so well.’ Here, the combination of the ‘when’ clause with the main clause does not make sense, and, in the relative clause, ‘it’ is superfluous after ‘which’.
Nevertheless, these pupils were at least experimenting with and discussing forms that they would not normally use in their own writing. This was particularly true of the attempt to combine sentences using a ‘with’ phrase, which goes wrong here: ‘He brushed aside weeds, with his eyes and the muzzle of the gun (were) always turned to the ground.’ None tried the even more sophisticated device of using an ‘ing’ (participle) phrase, as in ‘Slowly he continued to move up the creek, stepping over logs, rocks and brushing aside weeds.’ However, one pair did try omitting the pronoun subjects as a means of making the usage more fluent, as in ‘At once Happ left the creek and dashed away into the woods.’
This activity was used diagnostically as a means of observing which forms of linkage a particular group of pupils were able to use, but the approach could be even more effectively used as a series of lessons focusing on the potential of specific conjunctions and other linking devices. Thus, pupils could be taught, by focusing only on one specific technique at a time, to avoid linking sentences with commas; to omit pronouns, where appropriate; and to use participle forms of the verb.

Use of Information Technology
The activity could obviously be adapted to computer work, with pairs or small groups working together and then sharing their results on a printout. Pupils would use the graphic facility to work on the alternative passage, held on file, deleting the full stops and commas, sliding phrases around and adding words where necessary. If required, the teacher could provide a list of conjunctions or other devices from which the pupils could work. The original would also be in the file, to be drawn on for comparison. This kind of activity, familiar from the exercises of the old grammar books, can thus be adapted for use within collaborative group-work related to the familiar contexts of their novel. It will provide growing command of punctuation and deeper awareness in what is a key developmental area for young writers of continuous prose.

5.6.  Using Whole Texts in Modern Language Teaching
The techniques for approaching and analysing text set out in this section clearly require what in Modern Languages terms is a high level of language competence, likely to be achieved only during the 15-18 stage. This is not to say that prior to this stage the use of text should be ignored. Indeed at P6 and P7 level, storytelling is a well tried and tested means of exposing pupils to a range of foreign language well beyond the language they have learned. Comprehension is assured through the familiarity of the story told; the pupils know the story already, but this does not detract from the enjoyment, as the challenge of recognising what is being said adds to the activity.
	Pupils’ listening skills are developed as they search for clues to more precise meaning, aided by the teacher’s use of mime and gesture. The use of folk tales such as Goldilocks and the Three Bears or The Enormous Turnip can work well in this respect, as do such modern favourites as Eric Carle’s The Very Hungry Caterpillar and John Burningham’s Mr Gumpy’s Outing. (Story adaptation skills were a feature of the national training programme for Modern Languages in the Primary School, in all four languages. Some commercial versions are also available.)
	In reading, after the story is heard, there are opportunities to use whole-sentence text cards and picture cards for matching. Sequencing activities can then be carried out, using the text cards alone.
	Stories are excellent vehicles for the practice of key sounds. For example, every character can be renamed with some ‘awkward’ sound: Jorge, Juan and José (the three little pigs). In stories, key sounds emerge, can be recognised, dwelt on and practised. The Very Hungry Caterpillar, for example, eats its way through prunes (plums) and cornichons (gherkins) before turning into a papillon – all useful sounds for the teacher to focus on with the young learner, making connections between pronunciation and spelling patterns.
	Since stories for children are frequently organised through repetition and pattern, there are opportunities for substituting words and phrases (e.g. the days of the week as a structural device in a story can be changed to months of the year, or significant foodstuffs can be changed to drinks). Additional animals or characters can also be used in a creative way to build variety into retellings of the same narrative. Even at a later stage, older pupils can revisit and re-create early texts, now altered to practise more complex tenses or vocabulary. Writing their own versions of popular tales for use with younger children is also an engaging task for older and more confident students.
	With the development of reading skills in the early stages, pupils can be led through texts by following the print while listening to an audio recording, thus convincing them that they can cope with continuous text in the foreign language.  Gradually, more complex reading can be introduced to reach the targets set at Levels D, E and F in the 5-14 programme, where pupils can read, with the assistance of glossaries where necessary, longer texts, factual and fictional, in print or on the internet.
	If text is introduced in this way at an early stage then the foundations will be laid for more advanced work on foreign language texts and older learners should be able to benefit from reading lessons of the kind outlined in this section. 






Staff Development, Section 7.5. raises some issues for discussion about classroom texts and KAL.







6.  Language Games and Activities:
Children Playing with Words to Learn about the World of Language

We know that young human beings learn and practise much of their early language through the co-operation and friendly competition of play. We can also recognise that ‘playing with words’ in tongue-twisters, puns, jokes, rhymes, crosswords and word-searches remains an enjoyable part of social life through childhood into adulthood. Why, then, should learning about the grammatical patterns of language be so often equated with boredom and repetition?
	Here is a selection of language games which provide valid and entertaining contexts in which pupils can experience the way words work in phrases and sentences, and through which teachers can introduce and reinforce the grammatical rules (and their terminology) which underpin all of our language. For ease of cross-reference to What is Grammar, and how does it work? we start with letter games and move gradually to more complex structures. Many of the games are derived from current classroom practice, others from publications listed in the bibliography, which provide a rich source of activities, with helpful details on organisation and in some cases photocopiable sheets. Since games, like jokes, can easily cross boundaries of age and background, it is difficult to assign ownership to them: readers may know or already use them under a different name or with a variation in the rules. These are only a sample: more can be found in the CD ROM database, in Position Paper 17 and in the Strategies section for grammatical terms. Many can be readily adapted for the Modern Languages classroom.

6.1.  Letters into words
Pyramids
This practises the division of words into syllables. Pupils construct pyramids with one syllable words at the top, two syllables in the level below, three syllables next, and so on. Credit can be given for the tallest pyramids within set categories, e.g. Animals: cat, puma, elephant, rhinoceros; or chat, canard, éléphant, rhinocéros; or pez, gato, conejo, elefante, rinoceronte, etc. Pyramids can then be decorated and displayed.

Dashing Dad
Children can make simple sentences about members of their family or their friends or pets, using verbs with the same initial letter, for example: ‘Dad dashes about’, ‘Mum mutters’, ‘Gabrielle grumbles’, ‘Rover runs away and hides’. The fact that the second words are all ‘doing words’ can be discussed with the class. They can then make drawings of their characters in action, or the sentences can be laid out as a poem with a title: here perhaps ‘Our Family’s Always Late!’
	At a later stage in Modern Languages, this can be developed as a vocabulary building game to focus, for instance, on movement or mood:
‘Anne-Marie aime’, ‘Alain adore’, ‘Paul préfère’, ‘Danielle déteste’;
‘Maman mange du chocolat’, ‘Papa prend un café’, ‘Bernard boit un coca’.
Trees and Stems
For older pupils, prefix and stem are explained. The class, in pairs, are given a prefix by the teacher (e.g. con, trans, non, anti, mono, etc.). First, the pairs have to establish the meaning of their prefix, then make a list of as many words as they can think of or find beginning with it.
	For stems, pairs are given a stem such as nation and try to build as many words as possible around it, using prefixes and suffixes (nations, nationality, international, consternation, etc). The derivation of the most productive stems in English can be considered.

6.2.  Words into phrases (noun and verb phrases)

Elastic Sentences
For younger pupils, this is a grammatical development of the sort of alphabetical word game known in Scotland as ‘The Minister’s Cat’: The Minister’s cat is an Able cat. The Minister’s cat is a Black-faced cat. The Minister’s cat is a Cute cat. And so on.
	In the Elastic Sentence game, however, all the elements of simple sentence structure are involved, the children taking turns at make extensions to these basic elements:
	My cat	eats	beans
	My old cat	is eating	baked beans
	My very old cat	has been eating	mouldy baked beans
	At each turn the teacher indicates which element is to be altered and any pupil can challenge a ‘bad’ sentence, such as ‘My cat didn’t eating beans’.
	A variation of this game in Modern Languages might be to change only the Subject or Object phrase, or to use negation or adverbials for the verb element:

	Mon chat			mange			le poisson
	Mon vieux chat		ne mange pas		le poisson
	Mon vieux chat gris	a mangé		le poisson

6.3.  Phrases in sentences (noun, verb and adverb phrases)

What Did You Get?  (The Yum Yum Game)
Children are presented with three sentences with gaps to be filled with nouns or noun phrases:
	For my Christmas dinner last year I ate . . . 
	For my dinner today I am probably having . . .
	When we go to McDonald’s next time I would like . . . 
	Answers are collected and then categorised into those with adjectives or numbers before the noun (two tasty cheeseburgers); those with several nouns in a list (sausage, egg and chips); and those with phrases added after the noun (a strawberry ice cream with chocolate sauce). This activity can easily be varied by focusing on names for toys or clothes or . . .
Crazy Sentences
This is simply a set of pages, each with a similarly structured sentence written out vertically on each page:
	My little old granny	The savage Doberman	The unshaven rock star
	knits 	fought	played	
	long woollen scarves  	two other dogs	a spangled guitar
	with great care.	ferociously.	on the stage.
	These sentences, and others of a similar pattern, are overlapped and stapled down one margin, and then cut horizontally between each element of structure.  These can then be flicked back to reveal such surrealistic sentences as: My little old granny played a spangled guitar ferociously.
	Other possible sentences which do not work quite so well can still be discussed as to their validity, even within a whimsical world: 
	The savage Doberman played long woollen scarves with great care??

6.4.  Verb and adverb phrases: time and tenses 

Time Frames
The teacher introduces a picture of a scene, such as that of a girl with her friends going to a cinema, accompanied by a sentence such as ‘Lorraine went to the pictures with her friends’. She then specifies a time or condition, and teams have to complete the sentences appropriately:
	Next Saturday . . . Lorraine will go to the pictures with her friends.
	Last week . . . Lorraine went to the pictures with her friends.
	Every Saturday . . . Lorraine [goes/would go] to the pictures with her friends.
	Her mother said that if she was good . . . Lorraine [could/would/might go] to the pictures with her friends.
	If she feels better today . . . Lorraine [may/might/will go] to the pictures with her friends.
	If she had behaved herself . . . Lorraine [would have gone] to the pictures with her friends.
All Our Yesterdays (and Some of Our Tomorrows)
Children are shown how to make a timeline of their own lives. A railway track with ‘stations’ for important events or changes (such as moving house, or the birth of a brother or sister) can be a good device, since it also allows for ‘junctions’ to be indicated where something might have happened (‘We nearly moved to Hamilton’) but didn’t. They should also project the line into a possible future, e.g. ‘Age 27, I land on Mars’.
	This timeline can then become the context for work with tense and also conditionals in verb phrases, when pupils are asked to complete (by reference to their own or their partner’s chart) such sentences as: 
‘When I was 5, I . . .’ ‘By the age of 7, I was/had already . . .’ 
‘When I am 18 I will/might be . . .’ 
‘Next year, I will . . .’

	Games involving tenses are far easier to play in the mother tongue. Pupils at the 5-14 stages of Modern Languages may not have developed knowledge of tense to the extent of allowing the game to be played exactly as described here. However, a number of S2 pupils may be able to use present, simple past and future tenses to play a version of it, in terms of everyday or personal actions. Of course, in French and German the future might be conveyed by the simpler form of the present tense plus an adverbial signal of time:
	Morgen gehe ich in die Stadt.
	Demain je vais en ville.

6.5.  Sentence types: making statements 

You’ll have to make a statement
Players make up grammatical and meaningful statements, with one providing a Subject (dealt from a pack of ‘safe’ subjects prepared on cards beforehand) and the player on his or her right, within say 10 seconds, providing a valid Predicate to make a grammatical sentence.
Topic Whist/Rummy
These are card games based on sentences from a novel or topic, cut into cards for Subject and Predicates, with the pupils playing Rummy-type or Whist-type card games to create meaningful grammatical sentences. In Rummy-type, pupils exchange cards on each turn and try to build up as many grammatical sentences as they can. The person with least on each round is out. In Whist-type, one player plays a Subject and another tries to take a trick with a Predicate, or vice versa.
	A simpler version which would work in Modern Languages is Subject cards, Verb cards, Adjective cards and Adverb cards, all face down randomly on the desk. Pupils pick cards and try to win by creating meaningful (and grammatical!) sentences, for example, el gato es negro or el gato esta contento but not el gato esta amerilla. 
	Pelmanism games are frequently used in primary schools to reinforce sentence structures. (A website that features further word games developed by children, using the same technique, is www.quia.com).

6.6.  Clauses into sentences 

Why don’t you join us?
This game can be played in groups or circles. There are two sets of cards: simple sentence cards (independent clauses) which are capable of extension, such as ‘I enjoy going to the pictures…’, and conjunction cards which enable that extension to be made, such as 
‘but ...’ (‘I like playing on my bike too / I hate watching the adverts / we don’t go very often’, etc.) or
‘if ...’ (‘I have enough money for sweets / there is an exciting film on / my pal comes with me’, etc.).
	One sentence card is turned over, and one conjunction card, and everyone has to use that conjunction to make the simple sentence into a compound or complex one. The person with the most interesting or amusing sentence in each round gets to change the cards for the next one.
Wobbly Sentences
From a simple opening in a word or phrase such as ‘The wolf…’ each player has to add a word, phrase or clause, balancing one on top of the other (as it were) until the increasingly complex and wobbly sentence topples over:
	‘The big bad wolf / with the wicked face / crept up to the farm / where the farmer lay snoring / because it wanted to steal / a plump chicken /for its hungry cubs / who…etc.’
Concertina Sentences
Three oddly random nouns and verbs are selected (e.g. hair, shouted, envelope) and the players have alternately to squeeze these three into the shortest possible sensible sentence they can invent, and then stretch them into the longest possible sentence, like a concertina.

6.7.  Sentences into paragraphs 

Where am I? What am I doing here?
Pupils in pairs are given a picture of a scene with human figures in it, cut out from a magazine or newspaper. They are given a few minutes to study and discuss the picture, and the occupation or purpose of the person(s) portrayed there. Then one individual has to give a series of three or four sentences about the setting, and the other give three or four sentences about the person.  (These will form the opening two paragraphs of their story.)
	The class then gives suggestions about what might happen next, and the authors integrate one or more of these suggestions into their (paragraphed) story.

6.8.  Paragraphs into genres 

Sudden Death Jigsaw
A game for two small groups of three or four. The teacher selects and photocopies six different short texts, if possible on a common theme: for instance, a weather report, a poem on weather, an entry from an information text on weather, an advertisement for all-weather clothing, a travel brochure account of local climate, and a scene from a story in which weather features. But varied texts would also work. For the dealer, a complete set of whole texts is necessary.
	The six texts are then guillotined into six parts, preferably at paragraph endings, and the strips are shuffled and dealt out between the two teams, one strip to each team member. The remainder are placed face down in the centre. Each team has firstly to identify aloud the genres from their pieces of the jigsaw, and then guess in turn which genre is going to be turned up next by the dealer from the pile in the centre. If they guess correctly, the other team may keep this turned-up piece or opt for another piece to be turned (unused pieces are replaced at the bottom of the pile).
	The winning team is the one which completes the opening and closing strips of any genres, and correctly identifies these (the dealer checking from the original complete set of texts). A team that misidentifies a genre at this stage loses one of its two lives, and misses a turn. At the end of the game, some discussion can take place regarding the teams’ decision-making processes, based on their genre awareness of textual clues and cohesion.

6.9.  Jeux sans frontières

In Modern Languages, games have traditionally been used for the development of vocabulary and language skills. Yet there is also ample scope for the use of games to develop an awareness of language structures and patterns. As a general guide, if a language game works in the children’s own language it is likely to work in the foreign language, once allowance has been made for the level and range of language required. An essential feature for success is that the foreign language is linked to action, but teachers should look for opportunities to develop, and to talk about, awareness of language and terminology. Many games can be played over and over again and the language items being practised simply changed. Two excellent resource books providing practical support for primary class teachers are Games and Fun Activities by Cynthia Martin and Grammar is Fun by Lydia Biriotti in CILT’s Young Pathfinder Series. Some of these can in turn be adapted for work in English at earlier stages.

7.  Staff Development


These discussion questions can be used for individual reflection on the content of this booklet, or, with suitable group leadership, as part of staff development activities for secondary and primary teachers of English and Modern Languages, within or between schools.

7.1.  Classroom Approaches to Knowledge about Language 5-14

	Is learning better when it is reflective rather than when it is done by rote? 
	What do you think about the notion of implicit knowledge about language? Do you believe it exists? 
	Grammar teaching has had a bad press over the years. It’s seen as being dull, or purposeless, bearing little relationship to real language learning, a chore. What do you think about the classroom activities and approaches described in the Booklet? Will they boost language learning? What in particular makes (or does not make) sense?
	Consider your best pupil in Language, and your worst. How in these two cases would this approach to Knowledge about Language operate? How well?

What terms might you have omitted from (or added to) the Knowledge about Language strands?
What do you feel are the major advantages of teaching grammar? Do you think your teaching might become more effective by including it in your plans?
	Which of these classroom approaches have you used with classes? Which have you tried and abandoned? Which have you never encountered before?


7.2.  What is Grammar, and how does it work?

Before Reading the Grammar Section

1.	Start by considering (preferably with at least one other teacher) the terms and stages laid out for the Knowledge about Language strands in English Language. Mark any term(s) you have found a problem understanding. Mark any term(s) your pupils seem to have particular problems in understanding or using.
2.	Are there areas of pupil difficulty in understanding and use of language which you have found at particular ages and stages, or which persist beyond these?

After Reading the Grammar Section

1.	Work with a group. Go to a particular section of this grammar outline and then explain it to others (who choose the section!) in your own words, devising your own examples.
2.	Using another section, produce three questions on its content which would help another group to find its crucial points for themselves.  Again, provide your own examples.
3.	Use these questions for a ‘poster-session’, displaying them on the wall and discussing them together for their general clarity and helpfulness.
4.	Remember how you were taught grammar in either English Language lessons or in Modern Language lessons, or both? What differences in approach and attitude (of pupils and staff) would you hope any new approach would offer? Try to find advantages as well as disadvantages in the older systems. 
5.	How well do the terms in the Knowledge about Language strand match your own expectations of what children should and can know at particular ages? Which of the terms marked in bold (but without a star) in this section might well have been included in the 5-14 list? Why do you think they were not included? 
6.	In teaching a Modern Language to young learners, do you find it helpful to use grammatical terms and reference to English Language structures?

7.3.  Teaching Language Awareness through Genres of Reading and Writing

1.	With a partner, note and discuss some of the grammatical and other language features which affect the way you read or understand any two different genres included here. 
2.	Which genres do you frequently find yourself asking children to write? Which do you rarely or never ask them to try? Why is that, in both cases?
3.	Which genres do you as an adult most enjoy reading or writing? 
4.	Think across the whole curriculum. Which genres turn up most frequently in which curricular areas? What sort of help do children need in reading and writing the more functional genres?
5.	Those who write about the teaching of genres usually stress the importance of having a model text which the teacher analyses with the children she is teaching. How vital is that, do you think?
6.	In the early teaching of a Modern Language, which genres in the foreign language do you expect to use with pupils? 

7.4.  Learning More about Language, Culture and Society

1.	What do you think is the general attitude of Scottish people to other languages, and to the languages currently spoken here: English, Scots, Gaelic and other minority and community languages? Consider the impact of history, culture and the educational process on the development of this attitude.
2.	Look at the list of P1-S2 activities offered as a starting point for discussion. Which of these activities do you find workable or interesting? Which do you already use? Which would you never use, and why? Which would you assign to a different year group?
3.	Do you find yourself convinced by the approach to teaching Scottish Culture outlined in this section? What advantages (to individuals or to society) might come from taking a positive approach to Scots Language?
4.	Can you present any views as to why Scots is not included more widely in the present curriculum? Where and when is it used or taught in your school?
5.	Can the sort of Language Awareness curriculum outlined in this section change pupil attitudes or motivation towards language, in your view, by focusing on enquiry skills and new factual content?
6.	How aware are the children that you teach of living in a multilingual country? Which language(s) do they speak at home?

7.5.  Learning More about Language in Texts

1.	When you remember the language features of one of your favourite poems, or parts of a story, or any text from an advertisement to a holy text, what are the features of language which you find memorable, or what seems to be working there in terms of language that makes it a favourite?
2.	What are the implications of what is being said here for teaching good texts? How do we create an exploratory and not an expository style?
3.	How much responsibility should we give children for raising in class those textual features which most interest or puzzle them?
4.	Which of the novels currently used in your classroom could best be used with a similar KAL focus to the novel discussed here?
5.	Can differentiation in KAL be brought in more easily within a novel programme? (Consider varieties of discourse and style in the novel genre, group tasks and targets, the sorts of questions which challenge good readers and support those with difficulties.)
6.	There is some anecdotal evidence that the study of fiction in primary schools has been diminished by the demands of the 5-14 curriculum. Do you find this to be true in your experience? Do you regret the loss? What can teachers and managers do about this?
7.6.  Language Games and Activities

1.	Look at the bigger selection of language games in the CD-ROM, Position Paper 17. Which of these games seem most useful for your present class? Why is that?
2.	Select one of the games, and work out the resources and the rules that would be needed for its successful implementation in the classroom.
3.	What has this list of games revealed about your own grammatical awareness?
4.	Can you assign certain games to particular ages or stages?
5.	Look back at the comments on Investigations in Section 1. Is there a strict difference between games and investigations, in children’s minds?

7.7.  Where Next?

1.	In separate groups, discuss and agree 3 short term steps and 3 medium term steps which you could take to develop Language teaching in your school.
2.	Next, compare your lists with another group, and try to agree a combined list of 9 steps. All of these will be important, but try to arrange them roughly in order of priority, moving from short to medium term.
3.	What are the implications of your list of steps for further staff development? List 3 key elements for a course which would help you to become more informed and confident in this area of teaching.





A booklist and further details of the contents of the CD-ROM are to be found at the end of Booklet B. Acknowledgements and a fuller description of the CD are in Booklet C.


