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BOOKLET  B   15-18
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
English and Modern Languages teachers are usually so busy teaching language that they rarely get time to talk about the aims, classroom approaches and terminology that they share. The LILT project provides an opportunity for that professional dialogue, within schools and between schools. This booklet focuses on work in S3-6, concentrating on areas where the interests or concerns of both departments might usefully overlap. 
As a starting point, English teachers will generally be guided by the baseline of English Language 5-14 strands and levels, and by the end point of Higher Still, with its potential for language investigation, textual analysis, and, at Advanced Higher, new examinations in English and Scots Language. Yet these are new areas of focus for many teachers, and the amount of explicit teaching of language structures that will be involved at different levels remains uncertain.
Modern Language teachers will be guided by their links with primary schools and children’s performance in Listening, Speaking, Reading and Writing at the 5-14 levels of Modern European Languages, and by their professional awareness of a recently revived focus on writing, and explicit teaching of terminology. Yet they will not want to lose their emphasis on interactive use of spoken language in the secondary classroom. 
In both subject areas, Higher Still creates new demands for language learning at Intermediate, Higher and Advanced levels. This merits a revisiting of terminology and tactics, and LILT provides a framework for doing that. It also provides structured occasions for Modern Language and English staff to come together to discuss what language concepts they should reinforce with their students, building upon each others’ teaching. 

	Booklet A outlined some of the aims of English and Modern Languages teaching in primary schools, and also set out the explicit 5-14 English Language terminology for Levels A-F. That becomes more difficult post-14, but a certain amount of terminology has figured in SEB/SQA guidelines as being useful or desirable for school students to know at Standard and Higher Grade levels in English.

AT STANDARD GRADE
There should be sufficient terminology to enable candidates to talk and think accurately and confidently about key aspects of language use:
·	Language diversity: how language varies; Scottish forms of English; standard and non-standard forms; dialect
·	Language change
·	Audience and purpose
·	Language and power
·	How sentences are constructed and punctuated
·	How words are built up from constituent parts
·	How meanings develop and change
·	How the spelling system operates
·	How writers employ devices of style and structure
·	How spoken language differs from written forms.
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AT HIGHER GRADE
·	Language diversity: Scottish forms of English; standard and non-standard; dialect
·	Connotation and denotation in language
·	How language changes over time
·	Names and uses of basic syntactic units: sentence, clause, phrase/group
·	Names and uses of main word classes: noun, pronoun, adjective, article, verb, adverb, preposition, conjunction
·	Conventions of written language
·	Critical terminology for discussing prose, poetry and drama with regard to genre and convention, and the more commonly used rhetorical devices and metrical patterns
·	Critical terminology for basic discussion of  products of the mass media.

Such terms are a starting point, but in what follows we hope it is clear that engagement and investigation count for much more in developing a mature awareness of language than rote work, drills, and mind-numbing attention to rules and terms. Thus we start with classroom and group approaches, where engagement has been particularly an issue when it comes to the teaching of grammar.
	In all that follows, we are developing the central focus of the LILT project, bearing in mind the changing needs of older learners. Crucially, teachers need to be able to make explicit for their students what is happening in the language of the texts they study. From positive early experiences of reflecting upon stories, poems, conversations and discussions, which readers now bring to the more demanding texts of S3-6, there should develop a more detailed knowledge of how words are used in English and in other languages to ‘make sense’.
	Grammar has been defined, in fact, as ‘the way that words make sense in sentences’: how they are combined in certain patterns and particular sequences in order to create an amazing variety of meanings, for a range of social purposes. Exploration and analysis of those meanings and purposes is helped immeasurably by a shared terminology and an explicit focus on the sense such spoken and written texts actually make, and how they do so.
In that spirit, LILT aims in this booklet to help you to
·	revise, update or extend your own Knowledge about Language 
·	reflect on the current teaching of English and Modern Languages in S3-6, with their attendant assessment demands
·	consider the role of Language staff in secondary schools in extending awareness of ‘literacy across the curriculum’
·	focus on the reading demands of such non-narrative genres as information reports, and on the writing demands of discussion and argument in different areas of the curriculum
·	become confident about adapting language study to your own teaching style, and to the developing needs of your students, within the Higher Still framework.




The questions in the Staff Development Section 7.1 at the end of this Booklet will help you and your colleagues to discuss some of these ideas in the context of your own school or classrooms. These can be used either before or after reading the following section.



1. Classroom Approaches to Knowledge about Language 15-18

This section follows the same broad patterns as Booklet A  5-14, taking forward its perspective on younger learners. We do so in the interests of continuity and extension, while being aware of the demands made upon teachers by the complexities of the secondary curriculum.
	To put matters (over)simply, teachers tend to use any of five basic approaches to teaching Knowledge about Language, and these apply both to Modern Languages and English. This is particularly the case where teachers focus the learners’ awareness on the stipulated Standard or Higher Grade criteria for success, and encourage self-reflection on progress made (or the lack of it!) as a means of deciding on targets to be set for future learning.
	Secondary teachers can use any of five basic approaches to teaching Knowledge about Language

·	Direct Teaching 
·	Talk Around Texts 
·	Independent Investigations 
·	Developing the Language of Reasoning and Argument
·	Developing Language Awareness through other European Languages.

1.1.  Direct Teaching of language happens in three main ways: 
1.1.1.  Individuals or small groups
Booklet A outlines a basic strategy familiar in most classrooms, using what has been called ‘the grammar of mention’ with pupils’ writing. This occurs when the teacher, in discussing a piece of written work, finds herself consciously using some of the English 5-14 Knowledge about Language terms to help the 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. Explaining why this is so might lead to mention of such terms as ‘verb’, ‘tense’ or ‘suffix’.
	Such approaches to grammar obviously continue beyond S2. What, if anything, makes middle and upper school teaching different from this, and what new opportunities does it offer for language teaching? Firstly, there is the specific emphasis that Standard Grade gives to Talk/Speaking, in both English and Modern Languages. Spoken language is clearly specified in assessment, and this allows teachers to direct the attention of individuals and groups to purpose and performance in quite specific ways, and to use specific terminology to do so. 
	This goes beyond aspects of judgement and the awarding of grades. It frequently involves explaining and clarifying the assessment criteria; using SQA videos of Talk performance as exemplars for analysis or imitation (or avoidance); or consciously building talk opportunities and explicit criteria on discussion and feedback into the teaching of literary texts. Talk About Poetry (SCCC, 1989) gives many examples of talk criteria specified for group discussion and presentation tasks on particular poems, and reflected upon as a whole class after performance of these tasks.
	A second obvious area of development from 5-14 is the increasing complexity of texts, as well as the increased maturity of tasks in response to such texts. This enables the teacher of English to emphasise language choice in relation to purpose, and to focus on the linguistic markers of a wider range of authentic genres and forms.
	In Modern Languages, similarly, authenticity is seen as an essential principle in guiding the choice of reading materials and tasks at Standard Grade, Higher and Advanced Higher. By ‘authentic reading materials’ is meant materials originally designed by native speakers for a purpose, and these purposes might include:

·	To inform by presenting information of a functional kind such as signs, notices, instructions
·	To persuade by presenting a particular point of view
·	To entertain by presenting material of general or particular interest to a certain age group.
At Standard Grade, such materials tend to be drawn from personal correspondence such as letters containing descriptions and opinions and from public sources such as signs, brochures, adverts and articles featured in magazines. At Higher and Advanced Higher, the main sources of material tend to be ‘good quality journalism’ and accessible modern literary writing (given the nature of the prescribed themes and topics).
1.1.2.  Large groups or whole class 
Apart from whole class interactive approaches to learning more about language through close reading of texts (which are dealt with in Section 4 of this Booklet), teachers have always used whole class teaching to highlight common patterns of errors in writing. This may then lead on to the teaching of direct lessons on grammar points. Additionally, the upper school demand for independent study towards folio work or investigations in S4-6 also presumes direct teaching of the relevant skills of argument, paragraphing, textual cohesion, punctuation – all of them contextualised in the service of meaning and communication. 
1.1.3.  Shared focus on genres and purposes
A very effective way of teaching Knowledge about Language in relation to Writing in primary schools has been found to be focusing on a particular genre of writing which the children are being asked to use for a specific purpose, and teaching the key language features normally found in that genre, or text-type.
	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. For these reasons, we provide examples of it in the CD-ROM, as well as outlining in Position Paper 6 a rationale for teaching some of the most common text types.
	Those ‘functional’ text types which carry and organise information, and which are a feature of topic work and reading programmes in primary schools, need to continue being read and taught in secondary classrooms, preferably in such active ways as 

·	textual re-organisation 
·	marking and labelling key points 
·	adding subtitles to sections
·	re-creating textual gaps of sentence – and even paragraph – length in the style of the original
·	creating diagrams and flowcharts from information in the text.

Learning from the Written Word (1984) by Lunzer and Gardner describes a variety of such approaches for reading across the curriculum. These can build upon strategies developed at an earlier stage, as outlined in Margaret Stephens’ useful and practical Into Print (SCCC, 1991). They are particularly relevant for helping school students to envisage how to handle information and argument, which are vital to further independent study. They are often relevant, too, to reluctant readers of fiction, who prefer to gather and express their thoughts in a straightforward manner and clearly organised ways.
	Such students’ use of word-processing in writing and redrafting their folios of work or Reviews of Personal Reading can create further occasions for explaining what constitutes precision in layout and argument, within the appropriate text-type. Teachers will help them to relate authorial intention, and reader’s (or examiner’s) expectations, to the language and layout used. 
	This strategy may in turn act as a model for the process of their writing in other genres. In the longer term, the intention must be helping them to move beyond personal and narrative writing towards the sophisticated and pragmatic structures of argument and explanation, useful to their future learning. More advice will be given below in Section 5, The Language of Reasoning and Argument.

1.2. Talk around Texts
1.2.1.  Authors’ texts
Literary texts also offer many opportunities in English for closer examination of the particular effects created by choice of language, as teachers and pupils explore, in an interactive way, how the text achieves its meaning. With younger readers, teachers can use sequencing activities to help focus attention 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. 
	A key feature of learning and assessment in English Language from 5-14 levels D and E onwards is the growing autonomy of the learner, and his or her ability to develop conscious control over style and structure. This demands careful and patient teaching. Student writing in both English and Modern Languages offers an immediate context for the sorts of discussion and explicit use of terminology which can help to develop such awareness and control. It will be remembered that it is in the Writing outcome of 5-14 that most of the explicitly grammatical terms, such as ‘clause’ or ‘tense’, are to be found. Some implications of a new focus on writing in Modern Languages are discussed in Sections 3.3 and 3.4 below.
	Grade-related criteria for Standard Grade Modern Languages and English (which are worth discussing with colleagues in mixed-subject groups – see Staff Development 7.1) offer a reminder of central issues for teacher and learner alike. But because they are broad summations of performance, these statements can be usefully ‘unpacked’ with young writers. 
	They can then, in pairs, identify features of each other’s writing that could be improved in order to meet those criteria. Such use of ‘writing partners’ or ‘critical friends’ as an early audience works well with primary children, and can usefully be continued and extended in the secondary classroom.
1.2.2.  Spoken texts
In English, critical analysis of video exemplars of Talk (again using the criteria to see what they involve) and the resources and strategies available in National Assessment Bank materials on Critical Listening, which are now available in schools, also clarify at a more mature level such elements as tone, argument, gesture, stress, interaction, audience, etc. The quality of the ideas, information or attitudes can also be opened up for analysis. Many schools use camcorders to enable students to review aspects of their own performance in a conscious (rather than self-conscious) way. 
	Modern Languages, too, clearly involve learners in a range of communicative contexts, where spoken language in a variety of accents, tones and grammatical structures can offer a contrast to, and an awareness of, the native language deployed in a similar context. ‘Asking directions’, for example, can vary in complexity (depending on the speaker’s linguistic knowledge and/or relationship with the listener) from ‘La gare?’ to ‘Où est la gare?’ to ‘S’il vous plaît, est-ce que vous pouvez me dire où se trouve la gare, madame?’ One could also think of formal situations in English where Sir or Madam is used, as opposed to their more frequent usage in French.
	At Standard Grade, as well as continuing the development of personal and social language, there is also a strong emphasis on transactional language that will enable the pupils to survive in real language situations which they will encounter when travelling to the foreign country. Aspects of register and form can be further discussed at this stage.
	In the Higher Still framework, there is an attempt to define more clearly the contexts within which the language skills should be developed at each level. To ensure progression and continuity, there is an attempt to prescribe more clearly the appropriate content at each of the levels in terms of Themes of Study > Topic Areas > Topic Development Strands. The prescribed themes describe more clearly than formerly those topic areas that are most important at each level given the teaching time available. The topic development strands indicate the way in which the topics should be developed, with increasing sophistication in terms of the ideas being expressed and the language being displayed. All of this can be shared with students. (Specific information on Modern Languages curriculum and assessment is given in the CD-ROM Position Papers 10, 11, 12, 14, 15 and 20.)
	It is also important to consider the extent to which the written texts used in other cultures can offer, in their very differences, an insight into our own conventions. Capitalization of nouns in German, for instance, or the different systems of case-endings or ways of marking tense, or even the conventions of punctuation (as in the layout of written conversation in different languages) can offer real opportunities for learning across languages.
	Paralleling reading development in the native language, there is also a coherence linking Standard Grade, Higher and Advanced Higher in Modern Languages which can be seen in the gradual movement from basic decoding of messages to more interpretative approaches to meaning. At Standard Grade, students are required to locate and present fairly precise and factual information. This can be developed, as in some Standard Grade Credit papers where inferential skills have been tested. As well as continuing to retrieve factual details from increasingly dense and complex texts, at Higher level students are required to make simple inferences about attitudes and intention embodied in the text. At Advanced Higher, the balance continues to shift towards greater demands on the student to define and illustrate the overall patterns of meaning, argument and intention in the text, while the study of literary texts requires the student to show awareness of literary devices, including the use of structure, imagery and rhyme as appropriate. 
1.3.  Independent Investigations
Such contrasts and similarities between English and Modern Language studies may raise broader questions about the nature and use of language, which can now be investigated in more detail at Higher Still and Advanced Higher levels. 
	For Intermediate 1 awards in English and Communication, for example, there is opportunity to use not only texts but also interviews, discussions and broadcast resources to study ‘the language of a cause … of a topic within a vocational area … the ways in which children learn and use language … personal use of register and dialect … its use in a specific locality ’[English Unit Specification- Specialist Study: Language (Int 1)].
	This sort of investigation may well suit students whose own involvement in or response to literary fiction is unenthusiastic. Investigations offer a more practical approach to language study, and aim to involve learners in doing what linguists do. In such investigations, they are encouraged to investigate features of their own writing and of language in their environment, by researching such questions as:

What is the longest sentence you have written in your folder this year? What is the shortest? What is the average sentence length in S1/S3/S5 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. 

Further details on types of Investigation with younger pupils are to be found in Booklet A. What is effective with this sort of language study is that it involves young people 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. It also prepares them for the sorts of enquiry that are relevant to Language Study elements in Higher Still English and Communication.
	The Language and Oral Communication Specialist Studies mentioned above, together with Critical Listening, offer a new opportunity to build upon the sorts of primary and early secondary investigations of personal and community language outlined in Booklet A. Indeed, earlier investigation in S1-3 of the phenomena of dialect, minority languages, contexts of use and the history of Scots or English language embedded in local landscape and society, is vital for the creation of fairly confident S5-6 students who are able to examine independently ‘status and relationship of participants, register, manipulation, power, gender bias, code switching, idiolect …’ [Specialist Study: Oral Communication (H)].
1.4.  Developing the Language of Reasoning and Argument
The clarity of a thought or the conviction of an argument are often functions of language choice and grammar, so far as the reader or listener is concerned. The ability to move confidently between the formal and informal registers of spoken and written language usually demands, in young adults, an explicit awareness of how the language operates in each case. This needs to be taught, as much as caught.
	However, the strength of English teaching has traditionally been seen in the intuitive and responsive engagement with imaginative texts, and the development of a positive and interactive classroom environment to encourage participation and praise. Generally, grammar and argument have more often been implicit in practice, rather than near the forefront of English activities.
	The strength of Modern Languages teaching has similarly been most evident to colleagues in the interactive and engaging nature of language activities in social contexts for realistic purposes. The generalisation of language learning to include analysis of and reflection upon both performance and culture has been less in evidence.
	And yet, as we will see, both subjects possess excellent potential for clarifying the thinking of students, often raising thereby the quality of that thinking itself. The time has probably come for the two strengths to help each other to develop new sets of awareness and competence, so that students, whose teaching they share, can also develop a sharper focus on words, meanings, and understanding. It is this sort of Language Awareness that LILT aims to support.
1.5.  Language Awareness through other European Languages
What does this offer to teachers and learners? Potentially, it offers shared approaches and terminology between Modern Language and English specialists in various areas of their work. Shared approaches would help in analyzing and describing phonological effects, including the role of intonation and stress patterns. There might be shared perceptions and practice in the assessment of talking and listening. The recent re-emphasis on development of reading and writing in foreign language teaching would benefit from building upon strategies for teaching and also assessment which learners have been familiar with since primary school.
	More broadly, there should be opportunities for shared, and hopefully more effective, teaching of orthography, and the complex sound-symbol relationships of modern English, historically influenced by French or Germanic languages over the centuries. Language awareness also includes developing an understanding of the influence of English as a world language on other European languages. And, in a multi-ethnic Europe, an understanding of the relationship between home language, local dialect, and the national standard language of education, has deep implications for learning and teaching as well as for social cohesion.
	For such awareness to develop, however, there needs to be the possibility of English and Modern Languages teachers discussing current practice and coming to a shared understanding of the terminology and even teaching strategies which they might share. The LILT project, developed by Modern Language and English specialists, provides information, definitions, advice on teaching approaches, and opportunities for discussion, both in print and in extended CD-ROM format. These are the essential materials for individual and departmental staff development, if the new demands of teaching and assessment in all of the secondary languages are to be met in a confident way.

In the rest of this booklet we review and discuss some important aspects of English and Modern Languages teaching:

·	Developing a linguistic underpinning for curriculum and assessment in Language

·	Using grammatical awareness in different genres or text types to highlight how language works 

·	Learning more about the interaction of Language, Culture and Society

·	Learning more about language in texts, particularly the language of reasoning and argument.



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 Linguistics, and how does it work?

This section corresponds to Booklet A’s What is Grammar, and how does it work? which outlined a basic grammar of English. Here, a more advanced set of summaries on linguistic topics is offered, which should extend that basic grammar towards the linguistic awareness that teachers may need to underpin the teaching of language up to Advanced Higher level.

These can be further extended by referring to the glossary of terms, explanations and strategies in the CD-ROM.
2.1.  Sisters under the Skin
Underlying the LILT project is a truism of language study: individual languages are superficially very different, but at a deeper level they have much in common. Similarly, human societies around the world may appear diverse, but at a fundamental level people have many shared needs and aspirations. Putting these two observations together, we can predict that all languages will have words for expressing certain basic needs, such as the need for food or shelter. All languages will have words to describe the immediate environment of their speakers, or the relationships that hold between members of their social groups, or events such as the passage of time or a human life. Equally, all languages will develop terminologies to describe objects and events more specific to their cultures. Thus it would be very surprising to find a language that had no words for ‘mother’ or ‘earth’ or ‘water’, but it would be equally surprising to find that all languages had words for such culturally-specific concepts as ‘gasket’ or ‘keyboard’ or ‘capercaillie’. Similarly, all languages will have ways of talking about time, but the grammatical means by which this is done will vary considerably.
	Most of us learn at least one language, our native language, with remarkable ease. In childhood we master a system of sounds, words and grammatical patterns which will form the basis of our communicative skills throughout our lives. At the same time, we reduce the chaos of the world around us to order by sorting things into sets or categories and giving them labels, such as ‘trees’ or ‘babies’. While doing all this, we internalise a set of more abstract concepts, such as the fact that a certain group of words refers to different kinds of objects in the world while another group is used to describe their qualities. When we enter the educational system, we will discover, if we are speakers of English, that these two groups of words are called ‘nouns’ and ‘adjectives’ respectively. We will thus have acquired labels for our concepts, which will enable us to discuss them and relate them to other concepts in the linguistic system.
2.1.1.  Knowledge about Language
In this project, we are concerned with both concepts and labels. At the heart of the project is a database of over 300 linguistic terms, drawn from the fields described below. In each database entry, in addition to defining the term, we attempt to describe the item’s role in language, and to suggest activities which will enable pupils to reinforce and extend their knowledge by exploring the underlying concepts. In choosing the terms, we have tried both to be comprehensive at the lower levels and to meet the needs of senior students for more advanced terms.

	The database thus has four main purposes:
·	to enable students to talk about their native language with greater ease
·	to give them some idea of how language in general functions, starting from the knowledge they already have
·	to embed the terminology within texts, since this is where students will encounter linguistically interesting material
·	to increase their appreciation of linguistic variety and facilitate the acquisition of new languages.

In this fourth purpose, we have been joined by colleagues involved in teaching Modern Languages. Our shared belief is that the skills and concepts acquired in studying the native language can be transferred to learning a new language. This is the ‘Knowledge about Language’ which forms the core of the project, and which can be acquired across the curriculum. Put more specifically, someone who understands that ‘tense’ is a means of expressing the concept of ‘time’ is likely to cope better with the different ways in which, say, English and German, express this concept. They will also be able to use the concept in other subject areas where time sequences are a factor.
2.2.  Language and Linguistics
In developing the project, we have drawn on the various disciplines and sub-disciplines which are usually gathered together under the umbrella heading of ‘Linguistics’. Linguistics can be defined as the study of language at a general level; its raw material is the particular languages spoken around the world today or recorded during its history.
	In addition to describing these languages and explaining how they work, practitioners of linguistics (who, rather confusingly, tend to refer to themselves as ‘linguists’) are concerned with observing principles which underlie Language with a capital L.  Chief amongst these are the principles of categorisation, structure and variation. 
2.2.1.  Categorisation
The term category is applied to any group of items which has something in common, be they objects, or ideas, or words. The words of a language are one way of identifying the categories into which its speakers organise their world. Categories usually have a clear core of members, often referred to as prototypes, but there may be doubtful members on the edges. Most English speakers would have no hesitation in assigning ‘oak’ or ‘fir’ to the category of words denoting trees, but there might be arguments about whether ‘lilac’ and ‘holly’ belonged there or to a related category denoting bushes. Similarly in grammar we can identify a category of nouns, and within it categories of abstract and concrete nouns or of count and non-count nouns. The members of each group have more in common with each other, grammatically and semantically, than they do with non-members.
2.2.2.  Meaning: Semantics and Lexis
The branch of linguistics most closely concerned with categorisation is Semantics, which can be broadly defined as the study of meaning at any level of language. Thus, we might be interested in the fact that the sounds /p/ and /b/ are used to differentiate meaning in English words such as ‘pin’ and ‘bin’, while in other languages, such as Spanish, /p/ and /b/ are perceived as a single undifferentiated sound. Or we might want to discuss whether two sentences such as ‘Ann opened the letter’ and ‘The letter was opened by Ann’ actually mean the same; they communicate the same information, but do so in different ways.
	Much work in Semantics is concerned with the study of words. Do two words mean the same – are they synonyms, as ‘radio’ and ‘wireless’ apparently are? Or are they opposites – antonyms, like ‘hot’ and ‘cold’? Do words belong to the same lexical set and semantic field? ‘Kitten’, ‘lion’ and ‘tiger’, for example, might all be considered as members of a set of Felines within a larger field of Animals. Are factors such as social or regional context at work in differentiating pairs of words such as ‘girl’ and ‘lass’ or ‘boy’ and ‘lad’? Are there stylistic or historical differences? What metaphors do we use to express emotions in English? (We burn with love, but boil or seethe with rage, for example.)
	Questions such as these can be discussed when we encounter the words in texts, using both our own experience as speakers and information from dictionaries and thesauruses. 
2.2.3.  Paralinguistics
Quite a lot of meaning can be communicated without using any words at all. Gestures and facial expressions are an essential part of communication within and across linguistic and cultural communities. So are such things as eye-contact, personal space, and conventional actions such as shaking hands. Such features are collectively referred to as paralinguistic features. Learners of foreign languages need to be aware that such features should be approached with care when travelling abroad. ‘Yes’ and ‘no’ gestures are not the same in all countries, for example: shaking one’s head means ‘yes’ in Albania, while a backward toss of the head means ‘no’ in Greece.
2.2.4.  Pragmatics
Pragmatics is a relatively new branch of Linguistics, deriving from the work of the philosopher J. L. Austin, who drew a distinction between ‘what we say’ and ‘what we mean’. Pragmatics is thus the study of how meaning is negotiated in the various social contexts in which we operate as speakers. Its primary focus is on conversation and the strategies speakers use to achieve their goals. Many of these strategies are indirect. For example, unless we are angry or in an emergency situation, we would very rarely address someone with a direct command such as ‘Get out of my way!’ or ‘Give me an apple’. We are much more likely, if we want to succeed in our objectives, to approach the matter indirectly, e.g. ‘I wonder if I could just squeeze past you’ or ‘Could I have an apple?’ or even ‘Do you fancy an apple?’ We thus use speech acts such as statements, requests or invitations rather than commands. An appreciation of such strategies is an important part of our ability to function socially; techniques from Pragmatics can also be adapted to the analysis of literary dialogue.
2.2.5.  Pragmatics in Modern Languages
In the Modern Language situation, the native speaker may make allowances for inappropriate language use by the learner. However, developing competence in another language demands a growing awareness of the differing sociolinguistic conventions within the foreign culture. For example, the word ‘please’ is less frequently used in Spanish, but without any impoliteness intended. These are interesting contrasts to discuss with student learners at this stage.
2.3.  Structure: Form and Function
If you want to be able to give precise descriptions of language, it is necessary to have a way of classifying linguistic components. In other words, you have to be able to identify the bits and pieces of language, and show how these pieces relate to each other. This kind of analysis can be carried out at different levels of language: phonetics (pronunciation), grammar (sentence structure), and discourse (written and spoken texts). Here the focus is on grammar.
2.3.1. Grammar
Grammar is concerned with the analysis of constituents which make up sentences. Traditionally, the identification of grammatical constituents considers three factors: form, function and meaning.
2.3.1.1.  Words
When looking at the form of a word (its morphology), we consider in particular the kind of endings it has. Many nouns, for example, end in ‘-ion’ (‘inflation’, ‘eruption’), many adjectives end in ‘-ous’ or ‘-ic’ (‘enormous’, ‘eccentric’), adverbs often end in ‘-ly’ (‘quickly’, ‘slowly’), while many verbs have a regular range of endings (‘walk’, ‘walks’, ‘walking’, ‘walked’). This is even more of a feature of Modern Languages, where agreement between endings of nouns, adjectives and verbs is crucial to the sense. In Spanish and Italian, the verb ending alone indicates the pronoun: hablo (I am speaking) or capisco (I understand).
	In English, form alone cannot be used to classify grammatical items, since there are cases that are unclear or contradictory. For example, ‘fast’ has only one form, but it can be an adjective or an adverb (or even a noun or verb). We also have to look at function and meaning.
	When looking at the function of a word, we consider its relationship with other words. To further our analysis, we have to consider the example of ‘fast’ above in contexts such as:
	a)	the fast car
	b)	she drives fast
	c)	a sponsored fast
	d)	we will fast for charity next Monday.

The word ‘fast’ functions in different ways in these four contexts. In (a) ‘fast’ modifies ‘car’ and so it is an adjective. In (b) it gives information about the manner of ‘drive’, and so it is an adverb. In (c) ‘fast’ itself is modified by ‘a’ and ‘sponsored’, and so it is a noun. In (d) it combines with the auxiliary verb ‘will’, and so it is a main verb.
	Meaning also plays a part in grammatical classification. Adjectives tend to describe things, adverbs describe actions, nouns express things, and verbs express actions – as in the different senses of ‘fast’ above.
2.3.1.2.  Larger units
Once we have classified words, we can consider how they combine into phrases or groups. For example, noun phrases tend to be like ‘the fast car’ while verb phrases tend to be like ‘will fast’. We can consider the form of phrases (e.g. what kind of words are modifiers, and what are the main or ‘head’ words within the phrase), and we can also consider their function, the role they play in the structure of the sentence. (Are the phrases as a whole acting as Subject, Object, Predicator, etc. in the sentence?)
	An analysis of the basic structure of the sentence, then, considers how words and phrases are classified and combined so that they ultimately produce sentences. Form, function and meaning provide the foundations of this analysis, which is sometimes referred to as Syntax. 
2.4.  Beyond the sentence
Traditionally, grammar has tended to stop at the sentence, but in recent years linguists, working within the framework of discourse analysis, have paid more attention to how we develop larger units such as paragraphs or complete texts. This involves analysis of words which signal discourse structure (‘firstly’, ‘secondly’, ‘on the other hand’, etc.), and of such structural features as parallelism and other kinds of repetition. The analysis is often linked to different genres or text-types, and to discussion of how their writers achieve their goals, e.g. through a ‘problem-solution’ pattern. Alternatively, texts aimed at different audiences, such as popular and academic scientific texts, may be considered. Similar strategies are applied to spoken texts within the sub-field of conversation analysis.
2.5.  Sounds: Phonetics and Phonology 
The sounds of a language can also be studied in terms of their form and function. Phonetics is the most scientific of the linguistic disciplines. The object of phonetic study is accent (the pronunciation of language). It is thus concerned with how sounds are produced: the analysis of their articulation by a speaker, and the way they are transmitted through the air to the listener. Modern laboratory equipment means that extremely fine distinctions can be measured. Phonetics is of basic importance in language study, since if we are to understand the structure of modern English – or of any language – it is important to know about its pronunciation and have a terminology with which to describe it. Its scientific approach means that we look at speech comprehensively, objectively (without value judgements), and systematically (with a set of agreed principles). 
	Phonetics is usually studied together with Phonology, the study of the organisation of sounds in an accent or language. Sounds can, for instance, signal change in meaning, as in the difference between the words ‘cat’ and ‘bat’, achieved by the difference in their initial sounds. One task of the phonologist is to work out the set of distinctive sounds which are used by an accent or language, and which function as a system. Most Scots, for example, pronounce the written r in words such as ‘hard’, whereas most English speakers do not. Thus we can say that this sound has a different distribution in a Scottish accent from its distribution in other British English accents.
	An appreciation of the different phonological systems to be found in different languages is important for language learners, as is understanding of such systems as intonation. The intonation used for a question in some languages of India, for example, is quite different from the British pattern; failure to appreciate this may cause misunderstanding. Intonation alone is frequently used in other languages to convey a question: ‘Vous allez au cinéma?’ or ‘¿Vas al cine?’ can be compared with the English use of a different verb form, ‘Are you going to the pictures?’ In French, the inverted form ‘Allez-vous … ?’ or the ‘Est-ce que … ?’ form are rarely heard now.
2.6.  VariationMany pupils will enter school with a knowledge of two languages or varieties. They may speak a second language, such as Cantonese, Gaelic, Panjabi or Urdu. They may speak a variety of Scots, or another variety of English, in some contexts and something closer to Standard English in others. They are thus well-placed to appreciate the importance of variety in language.
2.6.1.  Sociolinguistics
The study of variation in language according to social factors is the province of Sociolinguistics, building upon an earlier tradition of Dialectology. Dialectologists are particularly concerned with how place or region affects accent, vocabulary and grammar, and many early studies in Britain focused on fast-disappearing rural dialects. Interest then moved to urban dialects, and increasing attention was paid to a range of other factors, such as the age, gender, class and even religion of the speakers. Much of the pioneering work in Sociolinguistics, such as that of William Labov, was concerned with social deprivation and educational failure in urban areas. Other studies, such as those of Lesley Milroy and Ronald Macaulay, tackled sociolinguistic issues in Belfast and Glasgow respectively. (See further Position Papers 2 and 3.)

2.6.2.  Scots: a Case Study
‘Scots’ is the name often given to the language variety that has developed in lowland Scotland as a distinctive medium of communication related to southern English. There are unresolved issues about the status of Scots as a ‘language’ or a ‘dialect’. These issues remain unresolved because the terms ‘language’ and ‘dialect’ both have a range of meanings and associations.
	The foundation of Scots is a development of northern Old English mixed with the Old Norse that was brought into the British Isles by Viking invaders. From the 11th to the late 16th century, Scots became the everyday and administrative language of lowland Scotland, replacing Gaelic as the spoken medium, and Latin and French as the media of formal writing and literature. Over this period, written Scots developed a set of lexical and grammatical characteristics that distinguished it from English south of the border; it also augmented its vocabulary with numerous borrowings from Latin and French.
	In the 16th century, some Scottish writers began to claim that ‘Scots’ was a different language from ‘Inglis’, where previously the two varieties were widely considered to be a single language. There is evidence that written Scots in the 16th century was beginning to show the kinds of standardising processes that were evident in English of the time, but these processes were cut short. The Reformation, the Union of the Crowns, and the growth of a dominant, English-based publishing industry are all factors that led to English norms being adopted by Scots, at least for written communication, from the 17th century onwards. In the 18th century the fashion for ‘polite speech’ led to the further adoption by the middle classes of a modified accent, partly based on English models, giving rise to ‘Scottish Standard English’.
	Scots, however, did not completely die away, and there persists a constant level of interest in Scottish speech and writing. Written Scots was revived for literary use in the 18th century, and ever since there have been poets and novelists who have sustained interest in the literary use of Scots. It also remained the everyday medium of speech, particularly for those in the countryside, and for the urban working classes. There is, however, no widely accepted standard for the use of Scots in writing. Written Scots, then, varies between more or less accurate representations of regional varieties (‘dialects of Scots’) and attempts to construct a pan-Scottish ‘standard’ that could function as a common literary variety for all writers wishing to use Scots. There are occasional attempts to write discursive prose, particularly in a standardised Scots, and so break out of the domain of literature. Spoken Scots varies from region to region, and across the various classes, although there is a certain amount of overlap between different varieties. 
	Since Scots and English are mutually comprehensible, and since linguistic concepts apply equally to Scots and English, there is no separate section on Scots in the database. However, where relevant, Scots examples have been included in the notes and strategies. For example, the use and distribution of modal auxiliary verbs tends to be different in Scots and English, and this point is noted under ‘modal auxiliary’ as a distinctive feature of language use in Scotland.
2.6.3.  Stylistics
Another important source of variation lies in the style of texts, whether written or spoken. Study of the linguistic factors which contribute to the style of literary texts is the province of Stylistics. The objective of Stylistics is to develop a ‘linguistic tool-kit’, a series of techniques which can be useful in analysing texts. Thus, we might look at choice of vocabulary – whether formal or informal, rare or repetitive; grammatical features, such as active or passive verbs, simple or complex sentences; sound factors, such as alliteration or assonance; visual effects, such as layout and typography. All of these ‘tools’ can be used to make a systematic description of the style of a text, and to enable comparison with other texts. They can also be employed by young writers in discussing their own texts. The claim to be systematic is what differentiates Stylistics from ‘practical criticism’, with its more ad hoc methodology.
	The scope of Stylistics has broadened to include a wider range of genres, notably the language of the media. There is also a growing interest in the way texts from areas such as politics, journalism or advertising communicate, or seek to impose, a particular point of view.

2.6.4.  Variation in time: History of English
The story of English includes on the one hand a history stretching back 1500 years, and on the other a steady expansion around the world in the last 500. The first people to speak the language we now know as English began to arrive in these islands from around 450 A.D. They came from various parts of the Germanic world, speaking dialects which became the language known as Anglo-Saxon or Old English. This language, first spoken by a few thousand people, is thus the ancestor of all the varieties of English spoken by hundreds of millions of people around the world today.
	Languages inevitably change over the years, and English is no exception. The grammar of Old English was like that of modern German, using such categories as case and gender to express grammatical relationships. The Old English alphabet had letters which have disappeared from Modern English, such as þ, called thorn and pronounced /th/, and æ, called ash and pronounced /a/. Much of the Old English wordstock has disappeared, but the words that survive form the bedrock of Modern English, giving us our vocabulary for basic concepts such as ‘man’, ‘woman’, ‘mother’ and ‘father’.
	English has also been subjected to external influences which have affected its development. Two of the most important of these were the Viking invasions which began in the ninth century and the Norman Conquest of 1066. While both of these events affected the grammar of the language, the latter is especially important for the addition to the English vocabulary of many words of French origin, such as ‘royal’ or ‘courtly’. A more peaceful ‘invasion’, that of the European Renaissance, added many words of Latin origin, thus giving us choices such as ‘motherly/maternal’ and ‘kingly/royal/regal’. The size of its vocabulary is both one of the strengths of English and the despair of those who try to learn it!
	During the Renaissance too English began its colonisation of other parts of the world, with settlements being established in North America and later in the Indian sub-continent, the Antipodes, Africa and the East. In different physical and social conditions, these varieties developed their own distinctive characteristics. Exotic objects were collected or described, and words such as chocolate, bungalow, wigwam, banana, gorilla, tea and outback were added to the language. Nowadays, the wheel has come full circle, with the major influence on British English being expressions imported from America, especially in culturally important fields such as computing and leisure activities. It will be interesting to see what happens in future: English is the most widespread of the world’s languages, but Chinese has more speakers and Spanish is rapidly gaining ground in America. It might be salutory for reluctant language-learners to be reminded that English may not always occupy its current dominant position.
2.7.  English and other Languages
Linguists estimate that some 4-5000 languages are spoken around the world today, though many of them are under threat. To varying degrees, English is related to most of the other languages of Europe, which form part of the Indo-European ‘family’ of languages. It belongs to the Germanic branch of that family, which includes its closest relatives, notably German, Dutch and the Scandinavian languages. At a degree removed are the Romance languages, including French, Spanish and Italian, all descended from Latin. At a further remove, at least in terms of linguistic similarity, is the Celtic branch, including Welsh and Gaelic. Still related, through the Indo-Iranian branch of Indo-European, are very differently structured languages such as Hindi, Panjabi, Gujarati and Urdu. Should you encounter a variety of Chinese, however, such as Cantonese or Mandarin, it belongs to a completely different family, the Sino-Tibetan, while Arabic, Hebrew and some of the languages of Africa belong to the Afroasiatic family.
2.8.  Applied Linguistics
Many ideas from Linguistics have led to new developments in the methodologies of teaching Modern Languages and English as a Foreign Language. An early, but still important, example of this is contrastive analysis, where the patterns of one language are compared with those of another and the results used as a basis for teaching materials and strategies. In LILT’s case, this approach has led to parallel entries for grammatical points for the main languages taught in schools. The communicative approach to language teaching, the dominant paradigm of recent years, developed out of speech act theory and the resultant interest in the functions of language. (See 2.2.4, 4.2.)


3.  Teaching Language Awareness Skills through the Genres of Secondary Reading and Writing

This section corresponds to the Genre section of Booklet A, which introduces the generic language features of the basic text-types and outlines a teaching approach to help children gain awareness of these. The database Position Paper 7 Learning Through Reading and Writing also provides useful background to this approach, which has had recent impact on teaching writing in the primary school. It also gives examples of pupils’ writing in different genres.
	This approach 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; and to argue. These broad purposes are to be found in the following types of genre: Recount, Narrative, Description, Report, Instruction, Explanation, Discussion, and Persuasion or Argument. The generic features of all of these are outlined in Booklet A.
	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 students are expected to read and write across the curriculum of subjects in school, especially in English, Social Subjects and Religious Education, but also in the Sciences, all of which offer different ways of thinking and writing about the world we live in.
	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 
·	Factual Descriptions/Reports 
·	Instructions
·	Explanations
·	Discussions
·	Persuasion/Arguments 
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.
	Details of the features of all of these genres can be found in Booklet A. But here we want to focus particularly on the list of ‘Functional’ genres above, as presenting the greater challenge to learners across a range of secondary school subjects. English teachers are already skilled in the teaching of imaginative and personal writing: they tend to lack the contexts for more functional types of writing in their day-to-day curriculum. This is less of a problem for Modern Language teaching, where a communicative focus on social contexts and contemporary print resources enables Functional texts to come to the fore.
	Yet, as teachers, we all need to be willing to look closely at examples of these text-types with our learners, clarifying structures and creating contexts where such texts are really worth mastering. Students’ success in handling these different sorts of reading and writing will determine their academic success – and their futures.
3.1.  Teaching the Reading and Writing of Genres
In teaching these genres within the English or Modern Languages classroom, the first priority is to gather together a range of genres: textbooks from different subject areas, articles from magazines and journals, and examples of anonymous student writing (both marked and unmarked). Criteria for assessing the different sorts of writing demanded at different stages would also be helpful, so that students could make connections between summative criteria, formative guidance and the generic features of language and structure in the exemplar texts.
	They also need some direct teaching, using the examples to hand (and also remembering that much journalistic writing deliberately mixes or subverts genre conventions in an intertextual way, to entertain readers while persuading or informing them). The most useful genres for students to know are outlined here.
3.1.1.  Descriptions 
These refer to specific individuals, objects, events, and have a structure of Classification followed by separate elements or paragraphs of Description. They are often found in project work, particularly perhaps based on reading and writing in the Social Subjects.
	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. They use objective language and avoid personal feelings. They also use technical language and moderating terms (‘quite often’, ‘mainly’) to avoid sweeping statements.
3.1.2.  Reports 
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, some 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 technical terminology, moderating terms to avoid inaccuracy, and an impersonal, formal style. 
	They also share some language features with Personal and Imaginative Descriptions, e.g. descriptive or relational statements, usually in present tense. They also share statements of behaviour, also usually in present tense. The language used in both Factual Descriptions and Information Reports is more factual and precise, however, using refining, classifying and contrasting language features.
3.1.3.  Instructions 
These 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 generalized objects (not particular ones, as when we are telling a story), have command clauses (‘Take …’) or ‘you’ (‘you take …’), and linking words connected with time. Numberings of steps, detailed factual descriptions of objects, and adverbs of manner (‘carefully’, ‘firmly’) are other typical features.
3.1.4.  Explanations 
These 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).
3.1.5.  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 I 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.
3.1.6.  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, of course, 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 in Booklet A; and description can be found in past tense too, as in most novels. Nevertheless, the clarity of the genre approach can be extremely helpful in the focused development of student writing.
3.2.  Teaching the Genres of Writing
What, it might be asked, makes genre teaching different from current teaching that emphasises the importance of purpose and audience in writing? 
	One advantage is that it clarifies for learners the distinction between function and form. 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 form for very different purposes (description, recount, persuasion, even instruction – if we give the reader directions to reach our house). And although the format is similar, 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.
	The main advantage of this approach through genres for developing Language Awareness in secondary pupils 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 students, 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 learners’ 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. If many of those texts are related to life (whether in other subject departments, or in other countries or cultures whose texts will share some of the generic features of language and structures with English language texts) then the link between language study and practical development of understanding and skills can readily be made.
3.2.1.  Genre approaches to Modern Languages teaching
It may be worth reflecting further on the links between this sort of focused teaching in English and the development of reading and writing in the Modern Languages.
	The contexts for the writing tasks in Modern Languages at Higher Still are determined to a large extent by the prescribed themes, topics and topic development strands for each level. However, the nature and purpose of the tasks themselves indicate a significant shift in the type of writing being developed. Particularly at Higher level, there has been a move away from fictional narrative writing in the target language to more personal and functional writing. The functional nature of the writing tasks can be seen most clearly in the following tasks:
·	writing a formal letter in response to a job application scenario (Intermediate 2 – external)
·	writing a personal record of achievement (Higher – internal)
·	directed writing on behalf of a group, incorporating certain bullet points of information given to you in English (Higher – external).

The introduction of these tasks marks an attempt to prepare students for the sort of realistic writing tasks they might be required to do in real life. The introduction of a Language in Work unit, as a mandatory unit at Access 3 and Intermediate 1, and as an optional unit at Intermediate 2, Higher and Advanced Higher, is an attempt to offer a new, more adult context for the development of the formal, vocational language required in the workplace. The Language in Work units place a high premium on accuracy in grammar and spelling and on the appropriateness of register. Students are given the support of templates for the writing tasks, are encouraged to use redrafting as a means of producing work of a high quality, and are encouraged to use ICT and the support it provides in terms of spell-checking and grammar-checking in the target language.
3.3.  Writing and Grammatical Awareness

3.3.1.  Within the Higher Still framework in Modern Languages, the internal writing tasks at each level are intended to provide a focus for the development (in a supported way) of the writing skills and grammatical awareness which students will need to demonstrate in the external assessment. It was also the intention to reinforce the strong link between the two skills of speaking and writing and in particular how the one should be used to support and develop the other.
	It is often by putting into written form the ideas and expressions which the student has been practising in the spoken form that it becomes possible to discuss with the student any grammatical errors and to suggest more appropriate constructions. It is not necessarily by doing more speaking practice on a topic that the performance improves; it is often by moving to the written form and by analysing the content that the student can improve the accuracy, and therefore the performance, of what he/she wishes to say on the topic.
	The use of an internal writing task as a focus for the development of grammatical awareness, while also providing the basis for an improved speaking performance, is well illustrated by the preparation of a Personal Record of Achievement as a requirement for the Language unit award at Higher level.
	The task to which the students work is to write three sections of a Personal Record of Achievement, which could be used as a written introduction of the student to a future correspondent or employer in the target country. The three sections which the students must address are Leisure interests (from the Lifestyles theme), Career to date, and Career aspirations (both from the theme of Education and Work). 
	The nature of the task requires use of formal register and a high degree of written accuracy. Indeed the task has been selected to provide the focus for such a discussion with the students and to act as a stimulus for the revision or teaching of specific areas of grammar. The section on Leisure interests would be written mainly in the present tense and would allow for the revision of that tense and the introduction of less common verbs and structures, e.g. reflexive verbs. The section on Career to date would be written mainly in the past tense and would allow for the revision and extension of past tenses, including at Higher the extension into the Pluperfect tense and the combination of the Imperfect and Perfect tenses (in French). The final section on Career aspirations would allow for revision and extension of the future and conditional tenses and the role of modal verbs.

3.3.2.  What does this process teach students about writing, and what knowledge about language does it teach? Firstly, they are given more responsibility for improving their individual pieces of writing. Broad areas are identified for revision and increased precision, rather than being presented with a series of underlinings in red ink to be corrected mechanistically or without reflection. Secondly, the individualised attention that is involved in the ‘writing conference’ between teacher and learner enables a closer focus on misunderstandings relevant to each student’s needs. 
	This approach does not, of course, preclude whole-class revision of a general pattern of errors. Nor does it prevent a later use of paired or group work in redrafting the first effort. Often this sort of rehearsal to a peer group can work well in motivating students and deepening their understanding. It is also an approach that should be familiar to them from their English Classroom. Redrafting of this sort, it should be remembered, is not aimed merely at correcting surface errors but is also an opportunity to restructure content or to introduce new and necessary ideas.

3.3.3.  Whether in English or in Modern Languages, student writing offers teachers the chance to use and address terminology in an explicit way at three stages of the writing process: before, during and after the text is created.
	Before writing, the teacher uses KAL terms in a precise way to focus attention on relevant aspects of purpose, audience and genre, and to build up the vocabulary and grammatical forms particular to this piece of writing. The timelines set for the task, the advice about note-making and other planning procedures, and the ‘writing frame’ or template used to structure the first response – all of these are useful generic skills, shared by Modern Languages and English teaching alike. (See further comment in 3.4.4 below.)
	During writing, each student then works from the guidance given, putting the language instruction into practice in a focused way, using skills already learned (or partly learned) and thus testing out the boundaries of his or her competence. 
	After writing, the ‘conference’ between teacher and writer (a technique used from primary onwards) provides a relevant context for the explicit use of grammatical terminology, for discussion of structure and purpose, and for reference to the criteria which mark success or otherwise in this particular exercise.
	This then leads to the redrafting, where the student should actualise the teacher’s guidance in a conscious way, with a greater precision and a deeper understanding of the need for it. This redrafting process offers an advance on the strategy of teaching  writing  marking  correcting (in which many teachers were schooled) towards the notion of recognisable stages of composing, editing and polishing of a piece of writing, until it fits its intended purpose. This can have benefits for learning and understanding within Modern Languages, and has the merit of being broadly familiar to learners from primary onwards in their work in English.
3.4.  Classroom Implications
3.4.1.  The implications of language for education are far reaching. Languages constitute not only subjects of study but also the means by which teachers and students think and learn. Language gives messages, too, about the social contexts of learning and about the hierarchies of power and status in which learning takes place. The LILT project touches on many of these issues, as well as more practical and pedagogical ones.
3.4.2.  Higher Still syllabuses as they emerged for English clearly revealed an expectation that language study would explore both social and textual issues. Thus a growing awareness of the language dynamic of groups, for instance, or of male/female speech patterns, can become valid lines of enquiry for students. But such exploration needs accurate and up to date maps, and so the importance of clarity, classification and categorisation (all key skills in linguistic study) becomes evident.
3.4.3.  Classroom activities that would develop such skills include:

·	work with dictionaries, glossaries and thesauri to develop semantic knowledge and awareness
·	focus on word etymologies in relation to social history and language change
·	analysis of function and form in sentences, with a growing confidence in using grammatical terminology
·	reading and discussion of useful background texts (some are given in the booklist at the end of this document)
·	recording and describing language use in home and community
·	analysing literary texts from a language focus.

3.4.4.  Booklet A, Section 3, Knowledge about Genres, gives further information on the teaching of writing, as do Position Papers 6 (Classroom Approaches to Teaching the Genres of Writing), 18 (Talking, Reading and Writing about Fiction Texts) and 19 (Developing a Sense of the Structure of Stories) in the CD-ROM. More generally, Position Paper 1 (Teaching Secondary English in Scotland) outlines a rationale for some ways in which English teachers approach writing and reading development. 


4.  Learning More about Language, Culture and Society

This section extends the section in Booklet A with the same title, which provides a background context to this in terms of primary and early secondary learning opportunities in language. There we emphasised the potential of such local languages as Scots and Gaelic to help children both to value their language inheritance and also to experience contrasts in vocabulary and grammar, as well as accent and spelling, which make English more ‘visible’ as a language system.
	Here we extend that process to the European languages. We also try to address openly some of the problematic issues of uptake and pedagogy in Modern Language teaching (basically, the balance of emphasis between oral and written language; and student perception about the worth of even successful Standard Grade achievement in Modern Languages).
	These concerns, which language teachers share, are now being addressed through Higher Still changes, re-alignment of Standard Grade elements, and a renewed focus on language training for primary teachers. To those structural changes, we add the suggestion of a positive ‘language awareness’ dimension (which may validly involve other school staff from other subject areas) that emphasises the shared language and cultural heritage of Scotland and Europe.
4.1.  Recent Reaction to Modern Languages
A fairly detailed outline of the recent history of Modern Language teaching in Scotland is available in the CD-ROM Position Paper 20. Briefly here we can note that the last decade of the twentieth century has seen the expansion of the teaching of modern foreign languages both in the secondary sector, where it became a core subject in S3 and S4 in 1992, and also into P6 and P7 of the primary sector. However, at the same time as the base for the teaching of Modern Languages was broadening, annual statistics indicated a significant decline in the number of pupils being presented at Higher Grade in these subjects.
	The reasons for that decline are complex, and are dealt with in detail in the database Position Paper 20. Here we want to focus only on student attitude, and the role of grammar teaching and a language awareness approach, in both native and foreign language teaching, in developing Modern Language learning in positive directions.
	A large-scale survey conducted in 25% of secondary schools in Scotland in 1996-98 sought to uncover the perceptions of students in S4 and S5, entered for Standard Grade at Credit level, as to their experiences in Modern Language learning. The report found that many students had a positive ‘integrative motivation’, i.e. they were interested in other countries and other cultures and wanted to communicate with people from other countries. However, there was little evidence of a positive ‘instrumental motivation’, i.e. of doing something because you want to gain something specific from it: for example, in the case of subject choice, to get a particular job or go to university or gain some kind of financial reward. 
	Given how strong the instrumental motivation is for the study of languages (particularly English) in other European countries, it is perhaps surprising that the majority of students do not believe that a Higher Grade in a Modern Language will be of particular value in helping them to achieve their educational or career goal.
	Even students who did well at Standard Grade did not necessarily value the achievement, and therefore were unlikely to continue with the subject. They perceived a difference between achieving a good grade in a national examination and actually being able to use their foreign language for a purpose they valued, such as interaction with Europeans of their own age.
	The report identified that many students were aware that the language they learn will have to equip them to act and interact in adult society and in contexts which go beyond simple personal and transactional exchanges. The ‘self-oriented’ nature of the curriculum is further intensified by the amount of teaching and learning time devoted to practising the skill of speaking (often about oneself). The position of Writing as only an optional element in the assessment at Standard Grade was identified by the report as a major factor in the lack of successful progress to Higher Grade, as teachers have long been aware. And closely linked to the neglect of the skill of writing, there was concern from both students and teachers at the lack of systematic development of grammatical awareness: ‘Where little grammar was introduced in S3 and S4, S5 students complained that it appeared too late in the course. Where more grammar was taught in S3 and S4, they complained that it was unnecessary for Standard Grade.’ 
	It is argued that this lack of understanding of how the language structure operates prevents pupils from creating their own language and often leaves them with only the knowledge of lists of vocabulary items and the ability to communicate in very tightly structured role-play scenarios. 
4.2.  Back to Grammar – or forward to Language Awareness?
The swing of the pendulum back towards greater emphasis on grammatical competence as an essential element in communicative competence, and towards a more central role for the skill of writing, has been discernible in recent years. There is a sense that a functional approach stressing communicative competence in social situations tends not to produce sufficient repetitive structural patterns, at least not within the limits of two hours or so exposure a week.
	Moreover, the decline of explicit traditional teaching of English grammar and its terminology to describe the elements and structures of language has meant that pupils appeared to understand less and less of what grammatical terminology they found in the course books.
	This is where the ‘language awareness’ perspective of Eric Hawkins (see Position Paper 14 in the CD) can be helpful. Hawkins would agree that the link between knowledge of the first language and learning a second language is of crucial importance; however, he sees the link as being the key to helping pupils gain a better knowledge of how both the first and second language work. The response advocated by him in Awareness of Language: An Introduction (1984) is the creation of an Awareness of Language course, the chief aim of which ‘will be to challenge pupils to ask questions about language, which so many take for granted’. Working in collaboration with their colleagues who teach English, he argues, the teachers of Modern Languages can draw upon progress already made by the pupils in the mother tongue ‘to develop insight into the patterned nature of language’, which is required if the pupil is to learn a second language at an accelerated rate under school conditions.
	This response has much in common with the communicative approach to methodology and, indeed, Hawkins acknowledges that the second strand to effective teaching of a second language, in addition to the insight into pattern, is ‘getting the pupil to transact real speech acts in the foreign language’.
	The benefit to be gained by encouraging pupils to compare and contrast aspects of the second language with the patterns with which they are familiar in their mother tongue has been central to the thinking of the LILT project. We are also aware of the needs of English teachers, of course, to revisit, extend, update or formalize their own language awareness, and to see it as a teaching emphasis that extends over time, from P1-S6, and across subject divisions, so that the language curriculum becomes a broader force for developing skills and awareness in various subject contexts. Shared understanding and terminology is a first step towards that goal.
4.2.1.  What would a Language Awareness curriculum look like?
The Scottish curriculum in English has for many decades aimed to hold together the study of language and literature within one unified curriculum, assessed by one national set of examinations from S4-S6. This originated in a committed attempt in the late 20th century to move from an earlier curriculum, in which ‘language’ lessons appeared fragmented from the actuality of whole texts, and also uncertain to produce the progress in correctness and competence that had traditionally been claimed for them. (An outline study of the current Scottish curriculum in English appears in Position Paper 1: Teaching Secondary English in Scotland. See also Position Paper 16, From Parsing to Politics, for a brief history of grammar teaching in schools.)
	For many English teachers, there was also a growing awareness that modern advances in linguistics in the 1960s and 1970s were themselves making the standard approaches to grammar teaching in schools (basically little changed since before World War II, judging from most of the textbooks on offer) at best problematic and at worst simplistic. And yet textbooks and an examination system more suited to the new linguistics were not available, nor at that time was there a sufficiently confident awareness among all English teachers of these new approaches to language study.
	Of course, in broad terms language study did continue to make an impact, particularly through the emphasis on language choice in relation to audience and purpose which informed developments in the teaching of writing and reading, and the new teaching and assessment strategies that were such a feature of the Standard Grade English programme. But explicit teaching of a developmental programme of language varied according to the strengths or interests of different English departments. The link between language study and whole texts often meant that the stylistics of literary texts became the place where language was ‘done’. This left little time for exploring other aspects of language change and variety, and the broad uses of language in society. 
	In the last two decades of the century, however, talk assessment and the reading of media texts (in which English teachers were often both skilled and enthusiastic) brought new opportunities to examine language in a range of registers and situations, and to clarify concepts for learners. And the current development of opportunities for language study and assessment up to Advanced Higher, combined with the establishment of Knowledge about Language strands in Talking, Listening, Reading and Writing at the developmental stages from 5 to 14, now make it more possible to envisage a reshaping of language studies in secondary schools.
4.3.  Developmental Studies in English Language?
It is impossible to be prescriptive about such studies, because individual English departments vary in the language education of staff. Many teachers may have Joint Honours degrees in English Literature with History, for example. However, it would be true to say that English Language in university Arts degrees has become the equivalent in recent years of the Modern or Classical language of earlier decades. Thus many younger teachers will often have recent and relevant experience in linguistics to bring to such school studies. The development of AS and A Level Language and Literature courses in England and Wales has also brought onto the market a range of clear and lively textbooks. Some of these are in our booklist.
	Booklet A offered in its section on Language, Culture and Society a possible programme of language activities from P1-S2, which teachers have used with children at those stages. Secondary English teaching is more diverse, as has been said, but we could envisage several ways in which individual departments could organise a language curriculum, building on the differing backgrounds of their current staff, and also co-operating with colleagues in other subjects, as appropriate.
4.3.1.  A Modes and Outcomes curriculum could be developed following the model of 5-14, with concepts and skills in Talking, Listening, Reading and Writing outlined in diagrammatic form. The tasks and criteria for these would be provided by current Standard Grade and Higher Still arrangements. The advantages would be continuity with existing teaching practice and assessment of modes, and familiarity with the levels of student performance. 
	An area for development would be Listening, with activities needed for the gap between Level E/F in that Outcome and the Critical Listening exemplars in Higher Still. Since this has been a relatively popular new dimension of Higher Still, however, and since it builds upon existing English skills in media education, there may be advantages in developing such a programme from current departmental resources, and documenting it.
	Another advantage of this approach, particularly within a National Qualifications framework of core skills, is its potential for a jointly planned English and Modern Languages focus on teaching certain key aspects of language. Such co-operation could also operate usefully in the other models described below.
4.3.2.  A Growth and Competence curriculum could be developed by focusing on human language development from birth into a particular language community through to the multiple (and even virtual) social contexts and language demands of the modern world. Human language growth from the early sounds and vocalisation of babies, through the growth of language and self-awareness, the tensions of home dialects or languages and the language of education and social control, to the reading and writing opportunities and demands presented at different stages of literacy, could all be investigated and charted on a regular basis from S3-5. Personal and local language would be set within the context of Standard English, which in turn could be viewed within the international context of European and world languages in which it operates as the  major language of lifelong learning, entertainment and trade.
	The advantages would be that such a developmental approach over several years would provide a unifying context for a great deal of language teaching. There might be a more life-like balance of literary and non-literary texts studied. Elements of such a course (e.g. child language acquisition and development) could be timetabled to match existing PSD classes, and tasks or investigations on language and social context could be further linked to Work Experience placements. It would provide students with the broader background awareness of how language works in different social situations that is implied for ‘independent’ work on Language investigations at Higher Still and Advanced Higher. Teaching in S5-6 could attach itself to recorded prior learning in language. Finally, other staff in Modern Languages and Social Subjects could contribute in a planned way to the study of language history and language families, and also language and power or nationality in the modern world.
	Areas for development would be the course itself! Some time would have to be set aside to gather resources and to agree a year-on-year developmental programme. This could be more difficult the wider the range of staff involved. Co-ordination and record-keeping would be an additional burden. Nevertheless, where there was enthusiasm and knowledge among several English and Modern Languages staff, and the capability and student numbers to allow for a measure of specialism between Language and Literature, then this approach might have its attractions.

4.3.3.  A Language Studies curriculum could be developed by linking the wider areas of experience and knowledge about language mentioned above to the conventions and structures of the language system itself. The wider issues are normally grouped under four headings:
1.	Language and society (e.g. language and social class, or gender, or power)
2.	Language acquisition (e.g. how babies learn to talk, the lifelong learning of skills, communicative competence in English and foreign language learning, including English as an Additional Language)
3.	Language change (e.g. the origins of the English language and how it has changed historically, and why)
4.	Language varieties (e.g. the differences between speech and writing, and different genres, and dialects)
5.	To these four is added Language as system which is subdivided into areas which have already been used in our examples of textual analysis in Booklets A and B:
·	Sound effects (phonology or the sound system of English)
·	Vocabulary (lexis, or the wordstock of English, frequently borrowed from other languages)
·	Grammar (the rules and structures for combining words)
·	Semantics (how meanings are constructed and implied, including metaphorical meanings)
·	Discourse (how spoken and written texts commence, cohere and conclude, including generic features of text types and register in English).

The advantages of this Language Studies approach would be that it builds directly on the prior university training of some English teachers, and that it is the model to which relevant A Level course materials are written. It offers coherence and challenge at an academic level, while allowing for liveliness and choice in terms of teaching materials. It would enable future Arts students to engage in a more competent way with Level 1 English Language studies in universities, and future Mathematics and Science students to understand and analyse the language systems within which they live and think.
	However, since it is a new sort of course for the Scottish context, work would need to be done in adding Scots language texts and dialect materials to the resources. (It is interesting to note that the National Assessment Bank exemplar materials in Language show committed student work in the areas of Language and Society and Language Varieties, with a marked focus on local dialects and social attitudes to these.) Again, some agreed programme from S3-5 would need to be mapped out for the range of learners in secondary schools.
	As in the previous model, there is good potential for individual schools to support the development of a Language Awareness perspective, drawing upon the professional skills of English, Modern Languages and other interested staff. Such support would need to include adequate resources of texts and time.
4.4.  Exploring Language from S3-S6
Which one or other of those three models of Language Awareness study would be best for particular schools or departments can only be decided by staff in those establishments. Staff strengths exist in plenty, but they vary from place to place, as do student needs and backgrounds. But taking elements of all three models into account, and continuing the list of P1-S2 language activities in Booklet A, the following might be a starting point for discussion.
S3
·	investigating and studying how babies develop speech
·	creating a personal language timeline or autobiography
·	making surveys of dialect use across generations
·	mapping some of the varieties of UK languages and dialects
·	developing criteria for personal and group talk and applying these
·	reading texts by Scottish writers, to look at how language and culture 	are expressed
·	choosing a topic, such as a way of life or a place or a period of history, and documenting how it is described, in what registers of language, and for what purposes.
Plus?
S4
·	studying the language and genres of a school subject
·	documenting language and power or language and gender: considering ways in which attitude and relationships are expressed in word and gesture
·	the language of elderly people: considering ways in which this relates to dialect, oral history and language change
·	writing books for young children: considering how these are constructed to be read aloud
·	comparing and contrasting the language of a given social context in English and a Modern Language
·	documenting the technical language of a Work Placement
·	critically examining the public written language of a product or service (e.g. advertising or public relations) and its forms and purposes
·	surveying as a class the range of genres read and written over the course of a month
·	generating criteria and strategies for effective reading
·	experimenting with how changes in genre alter the language treatment of a topic (e.g. ‘war’ in a poem, a newspaper, a television news report, an autobiography, a history textbook, a letter).
Plus?
S5
·	developing a Higher Still Language Investigation: how to gather and deploy linguistic evidence
·	studying language and social class, recording ways in which this is reflected in the media and in daily life
·	exploring language change over time, using dictionaries and etymologies to focus on vocabulary relating to marriage, government, warfare or schooling
·	studying the discourse of selected fiction and nonfiction texts, in terms of genres and sentence lengths and structures
·	comparing genre and punctuation conventions across any two languages
·	learning to identify and name the basic phonology of English, and looking at the use of sounds in nursery rhymes and children’s poetry
·	engaging in dictionary work on borrowings from French, German, Spanish or Italian into English, and from English into European languages, relating these to cultural contexts
·	children’s talk and writing: recording language activity in the home, nursery or early primary
·	examining the fiction and nonfiction reading of children in P6-7 and S1-2
·	exploring language and gender issues in drama and in real life tapes.
Plus?
S6
Towards self disciplined study in Advanced Higher English and Scottish Language courses, following the content and strategies emerging from SQA and NAB materials.
·	analysing the phonology, syntax and discourse features of informal conversations
·	relating accent, vocabulary and syntax to the social and educational factors that influence them
·	describing and analysing the linguistic characteristics of political communication (e.g. imagery, semantic fields, rhetorical devices, orientation to audiences, etc.)
·	discussing the linguistic features of media discourse (e.g. advertising, journalism, television, radio or film)
·	analysing and describing the density of Scots language features in literary texts
·	describing the use of language (including Scots) in specialised fields (e.g. law, agriculture, church, education)



5. Learning More about Language in Texts

In this section, we look at texts in terms of the framework for language development already outlined in Section 3 on the genres of reading and writing, and in Section 4 on language, culture and society. In a brief compass, we are trying to answer some of the questions which may well be in teachers’ minds. How does this approach to language in texts differ from the normal sorts of textual analysis in which English teachers are already skilled? Where do broader sociolinguistic issues become visible for students? What sorts of active involvement can be created for students in terms of the tasks and lines of enquiry about the texts? And how can a variety of texts be selected which relates to the needs of students at this stage of their education to extend their skills into new forms of writing and thinking?
5.1.  Working with Junior Non-fiction Genres
One way of relating language to students’ awareness of their own linguistic development over time, and also of rendering language more visible by distancing it a little from their everyday experience, is to work on texts which they themselves might have read at a younger age. These can be looked at now in terms of clarifying genre and language structures, which will be of definite use to them in their current writing. The language is clear enough, however, to examine the structures which underpin similar text types, both in English and in other curricular subjects.
	From the example below, for example, the genre of Description (which students may need to write in a variety of functional contexts) becomes clear from this history text written for upper primary pupils. In the original, the text is illustrated by an artist’s impression of the scene, and there is a variety of style and size of font to give guidance to the reader on the structure of the information. This cannot be reproduced here, but is a significant element of textual organisation.
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TEXT A
The Luftwaffe’s
First Target
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Scotland did not have long to wait to feel the effects of war. On the morning of 16 October, 1939, enemy *reconnaissance planes were sighted in the Firth of Forth. A day of action followed.
	Captured maps showed that, before the war began, the Luftwaffe had identified possible targets in the area – Rosyth naval base, ships anchored in the River Forth, Granton Harbour in Edinburgh and the RAF airfield at Turnhouse.
	In the afternoon of 16 October, an attacking force of about a dozen German bombers flew over the River Forth. Their main targets seemed to be warships anchored off South Queensferry.
	An air battle quickly developed as members of the 602 (City of Glasgow) and 603 (City of Edinburgh) squadrons were *scrambled and began to give chase. Edinburgh residents were soon aware of the conflict when a number of buildings (including the house of Edinburgh’s Lord Provost) were hit by shell fragments and stray bullets. Four people were reported injured.

The action was vividly described the following day in a local paper, 
the Edinburgh Evening News. 
‘I heard a loud harsh throb and then saw two silver grey planes streaking over the bridge. Climbing into the autumn sun they suddenly turned and dived back over the high cantilevers. Then the bang and thud of anti-aircraft guns broke from the shore batteries. Huge waterspouts splashed and giant water columns reared up by the flanks of the cruisers lying to the east of the bridge. My heart sank for I glimpsed a passenger train threading its way through the silver web of the bridge as bombs were cascading in the water below.’
	Eye-witness account seen from North Queensferry School

Other witnesses included passengers in the train crossing the Forth Bridge at the time. They saw a huge column of water shoot up into the air as bombs fell close to the cruiser, Southampton. They felt the bridge vibrating as the bombs exploded. Another account reported the unusual catch by the crew of a fishing boat – three German airmen who had been wounded when their plane crashed off Port Seton. Golfers in Crail reported seeing an enemy plane ‘drop like a stone into the sea’.
	The main concern of Edinburgh people was that no air raid siren had been sounded in the capital although German planes had been in the vicinity for over six hours. Nevertheless they took comfort from the way the young part-time pilots had successfully warded off an enemy air attack so early in the war.
	*reconnaissance – inspecting an area to find out about it
	* scrambled – hurried to take off quickly


ACTIVITY
Make a model of the Luftwaffe’s attack.
	Instructions are given on page 46.


www.civ.hw.ac.uk/saltire/bridges.html
SOURCE: LEST WE FORGET:  Scotland in the Second World War, 
Helena McLullich & Sheena Bedborough, Struan Publishing, 2000.94
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COMMENT
This is a typical Description genre, referring to a specific event, and having a structure of Classification (the title and opening paragraph) followed by separate paragraphs of description. There is also a contrasting ‘eye-witness’ account, or Recount as it is usually known in genre terms. As noted in Section 2 above, Descriptions tend to use statements with linking verbs such as ‘to be’, ‘to have’ or ‘to become’. They have some use of adjectives, but not to the extent that is often supposed (and notably less than the more literary eye-witness recount embedded here). They use objective language and avoid personal feelings (again the personal witness statement provides a contrast). They employ technical language and moderating statements, and are often written in the present tense.
	All of these grammatical features are evident in this text, except the last: the historical nature of this description causes the writer to choose past tense. A starting point for exploration here is probably the text’s purpose and intended readership, and how we know this (level of vocabulary; the passive voice used several times; the glossed words; the sentence length; the register of war on a domestic front; the Activity and its presumed purpose here; the website). What might the readership be learning here, apart from facts, about how information is organised in this genre? What rules could we generate for historical writing of this sort?
	The contrasting register and genre of the eye-witness account, and the reasons for its presence, might be discussed. Which of these two styles of discourse is most typical of English classrooms, and why? Do the Social Subjects texts which the students currently use in S4-5 have similarities of layout, and is there any attempt to ‘involve’ the reader in the historical data? What is their equivalent of the Activity?
	The cohesion of the passage, and the extent to which it depends on the time references both before, during and after the attack, might be examined. Issuing the passage already cut into paragraphs, and with the title missing, can be a good way of highlighting aspects of content and structure. Summarising the passage in three sentences would be another.
	In this sort of technical writing, typography, in the form of layout, fonts and punctuation, can be looked at for the way it organises the material: the various uses of italics; the different functions of the brackets; the placing of the full stops differently in the different quotations (inside and outside the quotation marks) and why that should be; the placing of the asterisk before rather than after the words which are glossed at the end. This can be done in an investigative way, attempting to generate the rules from observation and speculation.

Further activities that might follow from this study might be:
·	to compare this history text with one written for an older readership and one written for an even younger readership
·	to examine the word histories of some of the technical vocabulary: (‘reconnaissance’, ‘force’, ‘cruiser’, ‘ward off’) and see what they tell us about the history of warfare and power
·	to check out the genre of Instructions in the Activity section, and see in which ways it is typical of its genre
·	to examine newspapers printed in wartime for similar examples of witness comment used for the purpose of raising morale
·	to alter the genre totally (for example, to a war reporter’s live commentary on the events) and note the sorts of changes in grammar, word choice and sound effects, including pitch, stress and tone, which are required.
5.2.  Working with Junior Fiction Genres
The maturity of content and style in novels typically studied in S4-6 can make it difficult to engage in linguistic analysis of them. Such an approach might be thought to cut across the personal involvement which is looked for when students write about the texts they read. The quality of narrative and syntactic structures can be complex and difficult to analyse. In these circumstances, re-visiting a junior fiction text can open up the language issues very clearly, with just the right blend of objectivity and involvement that can make linguistic study suitably challenging for students of this age group. It can also teach valuable lessons about the craft of writing, which can be transferred to their own work.

TEXT B
The Ground Gives Way
If you went too near the edge of the chalk-pit the ground would give way. Barney had been told this often enough. Everybody had told him. His grand-mother, every time he came to stay with her. His sister, every time she wasn’t telling him something else. Barney had a feeling, somewhere in his middle, that it was probably true about the ground giving way. But still, there was a difference between being told and seeing it happen. And today was one of those grey days when there was nothing to do, nothing to play, and nowhere to go. Except to the chalk-pit. The dump.
	Barney got through the rickety fence and went to the edge of the pit.  This had been the side of a hill once, he told himself. Men had come to dig away the chalk and left this huge hole in the earth. He thought of all the sticks of chalk they must have made, and all the blackboards in all the schools they must have written on. They must have dug and dug for hundreds of years. And then they got tired of digging, or somebody had told them to stop before they dug away all the hill. And now they did not know what to do with this empty hole and they were trying to fill it up again. Anything people didn’t want they threw into the bottom of the pit.
	He crawled through the rough grass and peered over. The sides of the pit were white chalk, with lines of flints poking out like bones in places. At the top was crumbly brown earth and the roots of the trees that grew on the edge. The roots looped over the edge, twined in the air and grew back into the earth. Some of the trees hung over the edge, holding desperately by a few roots. The earth and chalk had fallen away beneath them, and one day they too would fall to the bottom of the pit. Strings of ivy and the creeper called Old Man’s Beard hung in the air.
	Far below was the bottom of the pit. The dump. Barney could see strange bits of wreckage among the moss and elder bushes and nettles. Was that the steering wheel of a ship? The tail of an aeroplane? At least there was a real bicycle. Barney felt sure he could make it go if only he could get at it. They didn’t let him have a bicycle.
	Barney wished he was at the bottom of the pit.
	And the ground gave way.
SOURCE:  Opening chapter of Clive King, Stig of the Dump, Puffin, 1963

COMMENT
Looking at this as a Narrative, we see immediately an almost ironic creation of tension by the author, who tells us in the title chapter, The Ground Gives Way, exactly what is going to happen, and yet manages to involve us as readers in enjoying the line-by-line wait for this inevitable moment. Some of the ‘tricks’ which involve us can be explored, and enjoyed at another intellectual level, since in some ways now the plot does not really matter (we read the book when we were twelve!).
	Thus we can focus on the Narrative, and note the way in which the author uses modals (‘If you went too near … would give way’) and past perfect tense and passive form (‘Barney had been told this often enough’) to counter the normal simple past tense of narrative, and introduce a greater complexity of time and attitude. We learn more about Barney’s attitudes and feelings by the use of minor or part sentences in the opening paragraph, which convey his aggrieved sense of being put upon by his elders. The use of ‘And’ and ‘But’ at the beginning of sentences also creates an impression of hearing the thought rhythms of this little boy, so close to his speech rhythms. Thus subjectivity and some depth of perspective and the protagonist’s viewpoint are all deftly managed by grammatical means.
	The second paragraph extends the setting in time. We can note the repetition of ‘dig/dug/digging’ and again the different perfect tenses (‘had come … must have made’) to convey a sense of massive effort over time. Then we are back to the present time of the narrative, with past tenses and again the ‘And’ connectives.
	In paragraph three, the focus is on extending the setting in space, partly horizontally (‘through the grass’) but mainly and vertiginously vertically (‘at the top … over the edge … in the air … over the edge … in the air’) where the repetition of phrases gives an added sense of precariousness, but also a continued creation of the boy’s actual viewpoint on the edge of the drop. This ‘camera-eye’ continues in the next paragraph, with the questions about possible finds at the bottom of the dump creating a sense of both obscured distance and childish wishful thinking: ‘… a ship? … an aeroplane?’.
	Finally we have two stylish single sentence paragraphs, leading to the moment we have all been waiting for.
	Such clear exposition of the writer’s craft can open up a great deal for imitation in students’ own writing, as well as an understanding of how language is being worked to create effects. We could follow up such analysis with such tasks as:
·	checking out other openings of children’s novels for similar devices of tense and sentence structure
·	looking in poetry and prose works written for children for the use of repetition, and describing its intention or effect in each case
·	comparing the opening of this novel with one they are currently studying
·	investigating the noun phrases, listing them in separate columns according to whether they have a definite article, an indefinite article or no article, and discussing the patterns of meaning which emerge
·	discussing what difference it would have made if the author had omitted the opening paragraph, or indeed the opening three paragraphs
·	looking at the length and complexity of the sentences in this passage, in terms of their word length and clause structure, and then comparing this with the opening paragraphs of a 20th century and a 19th century novel.
5.3.  Working with Adult Non-fiction Genres
The need for upper secondary students to develop skills in discursive and persuasive writing has already been emphasised. Such skills can best be taught by the teacher presenting and commenting upon model texts in these genres, and helping students to move towards independent construction of their own texts. As one model text, we present here an example of Persuasion or Argument: these are the opening paragraphs of a text which puts forward a strong case for the wider use of Scots in classroom language work.


TEXT C
The Scots Language:  its place in education
Liz Niven and Robin Jackson

It’s possible that Scotland yet
May hear its ain voice speak
If only we can silence
This endless chatterin’ beak.
from The Parrot Cry by Hugh MacDiarmid

Sixteen writers have contributed to this book on the Scots Language.  And it would not have been difficult to find a further sixteen who would have been equally happy to contribute. Scotland is indeed fortunate in having so many people who care so much about their national voice, who see the need to provide a nurturing climate in which it can grow and flourish and are willing and able to write authoritatively on the subject. For the Scots Language, these are exciting times.
	It is to be hoped that we have now moved beyond the point where folk continue to anguish over the imminent demise of Scots, girn over its low status and just confine themselves to reading English language books. Unless you have cloth lugs or have never travelled through Scotland, it is impossible to state that naebodie speaks Scots any mair. Statistics, vital in any language development planning, have now begun to be collected. The Scottish Office in trialling questions for the 2001 Census found 1.5 million people claiming to speak Scots, while a recent survey conducted at Aberdeen University estimated that there were 3.5 million Scots speakers. What these surveys reveal is that many people in Scotland are comfortable speaking Scots. Take a look at the shelves in your local bookshop and you will find them filling with more and more books on Scottish subjects with a growing number written in Scots. Indeed, the voice of Scotland is not only being increasingly heard at home but in many other countries and in a wide variety of forms (e.g. prose; poetry; plays; TV; film). Of course, the picture is not entirely rosy and contributors express their well-founded doubts and fears. But in most cases, alongside the doubts there are realistic and optimistic suggestions for the wey forrit. It isnae aw doom an gloom.
	The book is divided into three broad sections: cultural perspective; educational perspective and institutional perspective. Whilst in some measure this breakdown is artificial, it provides a loose but convenient framework within which the topic of Scots language can be examined and discussed.
	The cultural reasons for including the Scots language in the school curriculum are sometimes seen as controversial. Political affiliations can colour discussion with the result that some advocates of the Scots language are seen as merely wishing to promote nationalist ideologies and agendas. The intent of the contributors in this first section is to set out in an objective and scholarly manner the historical, cultural and sociolinguistic facts relating to the Scots language. The authors make no attempt to avoid the difficult questions and issues. Derrick McClure poses the key question: Can Scots be regarded as a language in its own right? McClure argues with compelling logic and conviction that those who wish to regard it as a language are fully entitled to do so; and the onus is on those who deny it this status to prove that another classification is more appropriate. 
SOURCE: Editors’ Introduction to The Scots Language: Its Place in Education, Watergaw, 1998.

COMMENT
Examining this as the genre of Persuasion, we note immediately the interesting juxtaposition of Scots and English in the sort of genre where we would normally expect Standard English. This deliberate challenging of the linguistic status quo is possibly more tentative than it first appears: the use of modals in the epigraph from MacDiarmid (‘It’s possible … yet/May … If only’) is echoed in the text (‘It is to be hoped … well-founded doubts’). Perhaps this is in recognition of the sorts of reservations with which many readers would approach this text.
	One aspect of the persuasive language of this text is its emphasis on nationhood and identity (‘Scots … national … Scotland … Scottish’) and the use of organic imagery (‘nurturing climate … grow and flourish’) to give a positive glow to radical ideas. The use of Scots in the text itself may be part of the writers’ intention to appeal to ‘natural’ or homely speech. However, since Scots ceased to be the language of court in the 17th century and of parliamentary power in the 18th, and became mainly the spoken language of ordinary people, then the formal register of persuasive writing is challenged here by code-switching (‘girn … lugs … the wey forrit’). Even this, however, raises questions about spelling conventions in Scots writing: should it be ‘any mair’ (as here) or ‘ony mair’? Should it be ‘isnae aw doom an gloom’ (as here) or ‘isna aa doom an’ gloom’? Or does this not matter, in any case, other than as a sign of Scots language having ceased to be widely visible as writing when orthography was being systematised?
	The second paragraph takes on the more expected tone of this genre. The three part structure is clearly signalled. Passive forms of the verb (‘is divided … can be examined’) suggest a rational and objective stance. The phrase ‘objective and scholarly manner’ is used in the following paragraph, and ‘logic’ is positively mentioned. The vocabulary becomes notably more abstract and standard. Of course, this has not been absent from the earlier part of the passage, where there is much reference to figures from surveys and census data. 
	The writers seem, then, to be doing two things to persuade us of their credentials: they are both ‘one of us’ in the language they use, and ‘as good as them’ in being able to meet the criteria of rational (English) discourse on a subject (Scots) with which they strongly identify. This may be a good language lesson for students to learn.
Follow-up activities which could reinforce it might be:
·	constructing an opposing argument
·	brainstorming arguments or debating points on language in education, and checking the text to see if they are later used
·	checking out the chapters in this text which are written in Scots, and looking at both their ideas and vocabulary
·	discussing the political and historical background to Scots language decline and its 20th century revival as a literary and cultural focus
·	examining the rhetorical devices used in the ‘special pleading’ of this argument (‘Indeed’ … ‘Of course’) and in other Persuasion genres, and deciding where they perhaps become less convincing
·	noting the uses here and elsewhere of abstraction and euphemistic word choice, such as ‘Political affiliations can colour discussion …’ and translating these into gradations of alternative words.

In all of these activities, students are being led beyond matters of opinion towards considerations of expression, and also of the impact of the chosen words on the reader or listener (which may be different from that intended by the writer, of course). Such a focus can empower students to listen critically as well as to write and speak persuasively in their turn.

5.4.  Using Non-fiction Genres in Modern Languages
Similar needs exist in second language learning. For example, in Higher and Advanced Higher German where quality journalistic texts are used, understanding of the passive (with werden) is vital for the recognition of tone and argument. Generally, complex word order in subordinating clauses and the use of subjunctives in conditional sentences (Wenn ich reich wäre ... If I were rich …) are grammatical features that are vital for understanding and creating the sorts of language for reasoning and argument discussed in the following section.
	In Advanced Higher writing, there is a discursive essay on the topic set, where such features as reported speech structures are important (‘Es wurde gesagt dass ….). At this level students listen to a taped discussion of two people putting forward opposing views of the same topic, and then summarise the argument in the target language.


6. The Language of Reasoning and Argument
In his Cambridge Encyclopedia of Language, David Crystal emphasises the connection between language and rational, directed and logical thinking: ‘The formal properties of language, such as word order and sentence sequencing, constitute the medium in which our connected thoughts can be presented and organised’ (p.14). The activities of musical composition and painting may be wordless, but in most learning, language appears to be the main means by which successful thinking can proceed. This becomes a vital issue in the upper school, where the content and concepts of different subjects combine to challenge many students.
6.1.  Reading and Reasoning
At this stage, English teachers find themselves working in a continuum of reading, writing and reasoning. Much of their work involves clarifying for students the interconnections between these elements of language and thought. At a basic level, they still need to give advice on literal meaning, helping students to take or make notes on the details of a writer’s argument. But they also need to check out inferential and evaluative understanding, by helping them with:
·	reorganising material for their own purposes 
·	selecting the important points which are relevant to particular projects 
·	taking responsibility for independent planning
·	inferring what the deeper intentions or attitudes of writers may be 
·	justifying this view on the evidence of stylistic choice of words or language patterning.
Teachers may often wonder whether such complex skills can be taught, or whether they are innate, or developed from early language and reading experience in the home. Activities which can assist students in their awareness of inference are: 
·	working with a thesaurus, providing multiple choices for chosen gaps in a text 
·	focusing on the impact of the author’s attitude on the original choice of word
·	using cloze procedure, with a focus on the impact of rhythmical, alliterative or rhyming patterns on the original choice of word
·	using contrasting texts describing the same event: for example, two newspapers of opposing political persuasions or contrasting readerships
·	using texts created by the teacher or by the students, as if written by an author with a particular slant on a topic, the task being to determine both the author and the attitude from evidence of the language deployed.
Evaluating texts, with reference to the quality of the arguments and evidence offered by the author in terms of their consistency and clarity, is another area of ‘challenge’ for some students. Again, this can be taught, or at least encouraged, by:
·	examining two texts on the same topic, with a due awareness of the influence of the intended readership on the language chosen
·	writing a text to a given specification: all the information is provided, but the author or readership varies, and the varying results are compared
·	examining a text in a given genre that is reflected upon in other genres of writing, by other authors (for instance, a Persuasive letter to a Lonely Hearts column may be responded to as the writer’s brother or sister or doctor, or a psychologist studying loneliness in modern society, or a historian comparing courtship and marriage in the 19th, 20th and 21st centuries).

What will be evident here is a focus on reading and writing from consciously different angles, and deliberately extending the range of upper school writing beyond the personal experience and response which is necessary and customary in the lower school. This also implies, perhaps, an earlier introduction in the secondary school to the ‘short cuts’ and strategies which effective readers employ. The English teacher (but not exclusively: this responsibility extends beyond one department) should be the model of skilled practice here, helping students by a deliberate focus on:
·	using organisational features of the text: titles, contents, index, introduction, chapter abstracts, etc.
·	skimming the text to get the general sense of it
·	sampling the text, by reading the first and last paragraphs, and the first and last sentences of other paragraphs
·	scanning for key words or phrases relevant to a particular project
·	pacing the reading: becoming aware of your own deliberate variation in speed in relation to intention
·	using SQ3R (Survey, Question, Read, Recite, Review), which is well known as an effective device for directing attention in reading:
Survey: 	‘What is this about?’
Question:	‘What do I want to know, and where can I find it here?’
Read:	‘Does this text have what I need?’
Recite:	‘What were the key points?’
Review:	‘What are the next steps: what text should I read now?’
6.2.  From Reading to Writing
Note-making is implied in some of the above activities, helping to keep track of reading. But these notes may eventually need to serve in fulfilling the different purposes of various genres, described earlier: a factual description or report; a discussion; or an evaluation. Teachers and students need to be clear about this, with general and particular advice being given on structure and starting points. At this stage, of course, there is a need to move beyond the basic paragraph plan to enable a variety of approaches to constructing more complex texts more independently.
	Whether the evident planning is methodical or seemingly spontaneous may depend on the individual student’s personality or thinking style. In all cases, however, it will be helped by sessions of close reading which check out the structure and clarity of texts. These will focus on the importance of signposting for the reader, through the use of subheadings, and by paragraphs opening with signal words or phrases to show the trend of the argument: ‘To begin with, ... ’, ‘Secondly, ... ’, ‘On the other hand, ... ’, ‘An opposing view ... ’, ‘In conclusion ... ’, and so on.
	Punctuation is a key element of this clarity, especially commas, semi-colons and colons, and the various ways in which parenthesis is signalled. The CD-ROM gives detailed information on defining and teaching all these. In longer reviews or projects, bibliographical conventions become important. These can be learned from study guides, or, more actively, by small groups generating the rules from close study of actual use (with a final checking out against some official statement).
	Grammar is another key element of structure. Again, the tasks and performance of writing provide excellent contexts for purposeful teaching about such things as:
·	simple, compound and complex sentences and their structure
·	the writer’s choice of these for particular effects
·	the use of sentence types for variety and point: questions to focus or intrigue the reader (where do these tend to occur, and how often?); commands or exclamations to add energy and emphasis, sparingly used; the use of statements of varying lengths (how long, and why?) to make key points and extend analysis or reflection
·	the use of tense, or of first, second or third person, or the passive, all of which create or alter an authorial voice or viewpoint.

Students need to revisit the reasons for making any of these grammatical choices, in the context of their own purposes. (All of these are described in the ‘What is Grammar ...’ section of Booklet A, and further defined in the CD.) At this stage of their development, and given the increasingly sharp demands which the upper school curriculum makes on their intellectual capabilities, it is necessary to focus on what words actually mean in assessment questions, and what they signal about reasoning, argument and evidence. An obvious example of difficulty is the Scots dialectal use of ‘how’ to mean ‘why’, rather than ‘in what manner’ (which might be ‘whit wey’!).
	At Intermediate 1 and 2, students can still reveal lack of confidence or awareness in the sequencing of events or processes, and therefore with aspects of cause and effect and preconditions. The form of the question ‘How far does this novel ...?’ can still be confused with the simpler question ‘How far is it to Edinburgh?’. Particularly with those students who prefer to process the world visually or diagrammatically, rather than verbally, drawing timelines or flowcharts of the structure of a passage can help comprehension of structure. Something as simple as listing adverb phrases of time and ordinals down a vertical axis, and typical signalling connectors across the horizontal axis, can help them see the point:
	First of all
	Following this
	             However, Alternatively, On the other hand
	Thirdly
	Last of all.

	In all of this, teachers are attempting to turn the language of texts and questions into an experience, matching or locking on to existing knowledge of language and thought. Thus a ‘How far do you think that ...’ question may need to be broken down into the following sort of procedure:
·	Do you think it does – yes or no?
·	If yes, is it 100% yes or is there some element of doubt about it?
·	All right, what percentage of doubt: 20%?
·	So, 80% of your answer might deal with the positives and 20% with the negatives.
·	‘How far’ suggests that you have some evidence or reasons for your opinions. What reasons?
·	What sequence will you put those reasons in?
·	Will you start with the positive sequence of reasons or the negative one?
And so forth, as the teacher tries to link the language of written abstract thought, with its categorising and sequencing of ideas, to the conversational language and the accretions of opinion and hearsay which are, for many students, the starting point. The aim is to do for the writing of argument and discussion what the provision of a keyboard does for some students’ writing: to overcome the barrier of a sense of failure (as a handwriter, as a thinker) and release whatever latent powers have been undeveloped by early learning in language and life.
	We have deliberately emphasised the logical and rational here, because English teachers already possess major levels of skill in intuitive and inferential uses of language. This is often, in fact, what has brought them into English teaching. It is also what makes them tend to give precedence and praise to such ‘creative’ uses of language over the workaday uses of language for clear thinking and communication. This is not to blame them for their strengths, but rather to restate the obvious point that the teaching of the necessary and typical discourses of subjects across the curriculum is probably best done in the contexts of those subjects, and the types of writing that they demand.
6.3.  Development of Reading Skills in Other Languages
The skills required for successful reading in a foreign language are very similar to those highlighted in the teaching of English, and similar strategies can be used by both to develop particular reading skills. The reading resource-pack in French, ‘Extra! Extra!’, identifies four modes of reading: skimming, scanning, intensive reading and extensive reading, and provides texts in French which can be used to develop the following skills involved in reading:
·	prediction: using clues to predict the content of a text and using understanding of the text thus far to predict what will come next
·	inference: inferring what is not explicitly stated and using cultural, contextual and word-formation clues to infer the meaning of unfamiliar terms
·	identifying relations between various parts of a sentence
·	identifying relations between parts of a text through recognising reference markers, discourse markers, etc.
·	using a diagram/picture/photo to assist comprehension of a text
·	distinguishing important facts/ideas from supporting detail
·	distinguishing whether information stated is fact or opinion
·	discerning the attitude of the writer
·	knowing how to use a dictionary.
As in the teaching of English, the teacher of a Modern Language is concerned to develop the student’s awareness of how grammar is used to unlock the meaning of texts.
6.4.  Literacy across the Curriculum?
6.4.1.  English teaching and reasoning skills
Literacy demands across the curriculum, and literacy demands in the world at large, are growing. With a growing emphasis on inclusion of a much wider cohort of students in upper secondary and higher education, there is a need for a coherent approach at upper school level, possibly involving teachers from many subject areas, to help young people manage more extended writing in the style and in the typical genres of the subjects they are studying. Social Subjects and Religious, Moral and Philosophical Studies are those whose demands seem closest to the sorts of writing involved in the discursive dimension of writing in the English curriculum. 
	Co-operation at the level of language teaching strategies should probably involve something more focused than general courses in study skills, useful though these may be. In the absence of such whole-school approaches, however, the English teacher can advance these skills by:
·	having textbooks and examination questions from different subject areas, and analysing these as texts with students
·	presenting a series of assignment paragraphs, and getting students to write the question to which this was a response
·	deleting key connectives in subject discourse: students try to work out what these are and why they were used
·	using highlighters to focus on cohesive links which keep matters reasonably clear for readers of complex argument
·	helping students to ‘draw’ the argument as a flowchart or timeline, with attendant verbal signals from the original written in as key points.
6.4.2.  Modern Languages teaching and reasoning skills
At first sight, this may seem a paradoxical sub-heading, since the basic level of vocabulary and syntax to which learners in new languages have access seems to preclude subtle or abstract expression.
	Yet it could be argued that the crucial opportunities which Modern Language teaching provides for reflection about language itself can do a great deal to help students become aware of the actual functions of grammar, and how it aids thought and expression. The uses of different types of word order in the second language, the similarities and differences in clause structures, or tense or gender patterns, or case systems, must engender thinking and discussion about how language works. Awareness and understanding of the history of language change and influence are almost impossible to develop without a sense of the etymologies of English words, with their witness to cultural change. (See the CD for examples.)
	Such discussion can be given added focus by the sorts of shared terminology and intentions that have been advocated earlier. Students will gain a much surer sense of the intrinsic importance of all language from evidence of shared approaches, terms and attitudes gathered from the teaching they experience across the secondary language curriculum. 
	In the Subject Guide for Higher Still Modern Languages, teachers and lecturers are encouraged to help students to develop, as opposed to just practise, their reading skills. They are encouraged to discuss a text with the whole class or group, help the students to find the verbs and study the endings in order to work out the subject and the tense. Teachers and lecturers are also urged to teach students: how to infer meaning from the structure of the piece; how to guess intelligently what is unknown from what is known; how to get help from other languages (notably English, of course) and so on. Then students might be provided with a short text to practise those reading skills, and ‘correction’ may take the form of requiring the students to vocalise how they have come to understand the text and commenting on that rather than checking what the text actually means.
	As in English teaching, cloze passages are used as a means of developing these skills and of ensuring that the students have a sound basic knowledge of the grammar of the target language. Although the cloze passage is no longer a part of the external assessment at Higher, it is still used in teaching as part of intensive reading to focus attention on the basic aspects of the structure of the language, by asking such questions of the students as why is there an agreement, why a certain tense must be used, what preposition must follow a particular verb, what other noun could be used which would be appropriate in terms of meaning, number and gender.
	At both Higher and Advanced Higher, the students also have to develop the skill of translating accurately from the target language into English. The passage for translation is now located within the specific context of the reading comprehension text. This is again in keeping with how the skill of translation is used in real life, which is the precise translation of a relatively short passage crucial to an understanding of the whole text. What is looked for is careful attention to the language structure, leading to accurate paraphrase with due attention to the appropriate use of English. The development of this skill is usually approached as part of intensive reading, where the teacher decides to focus on certain sentences or phrases and to require precise translations as well as asking for general understanding of the rest of the text.

It is that blend of increased precision with broader general understanding of language that the LILT materials exist to provide. We hope that the print and CD resources encourage staff within and between schools to engage in discussion and thinking about language – and to involve their students in that process. The Staff Development questions that follow may be useful in different school contexts where that discussion could take place, whether in single subject groups or in inter-departmental workshops.


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 between English and Modern Languages staff within or between schools.
7.1.  Classroom Approaches to Knowledge about Language 15-18
1.	Looking back over what has been written so far, are you convinced or otherwise about the potential for useful co-operation between Modern Languages and English staff?
2.	Briefly jot down 3 potential areas for co-operation, and 3 no-go areas. Compare your list with a colleague from your own subject area, and with a colleague from the other subject area. Discuss similarities and differences you find.
3.	Thinking back over your own language studies (in school, university and professionally since then) what changes do you notice in how language is now taught? 
4.	Must a reviving focus on language teaching in this new century necessarily involve looking back to the teaching methods of the last one? 
7.2.  What is Linguistics, and how does it work?
1.	As individuals, think about and make notes on your own ‘language history’. Which language(s) did you hear spoken as a child? Which did you learn at school? In which of these do you still possess skills and understanding? Generally, what level of skills do you have in talking and listening in those languages, and in reading and writing? In which of the languages do you have fluency?
2.	Now compare your history with what a colleague has written. Discuss the differences between your histories. Discuss the opportunities open to younger people nowadays to learn and use other languages.
3.	Think of a particular class you teach. Which languages do your students use at school and at home that you are aware of?
4.	Reading over the materials in this Section, consider your own language studies at university and thereafter. How useful is the idea of professional updating in language? Which is the best way to manage this, in your view?
5.	Across your own department, where are the strengths in different languages, and in linguistics?
6.	Check out some of the grammatical terms defined and explained in the CD-ROM database. How useful would this resource be to you, to other non-language staff in the school, or to your students?
7.	When and how will you personally use this resource?
7.3.  Teaching Language Awareness through the Genres of Reading and 	Writing
1.	This Section refers to a tension between the imaginative and personal genres of writing currently taught in English classrooms, and the more functional demands of other curricular areas. Do you think this is a real problem for teachers, for learners, for employers – or not?
2.	Where should writing skills be taught in the secondary school? Can it be the central responsibility of only one department? What do colleagues in other departments say about this?
3.	Has anyone in your school ever surveyed the writing demands upon S3-6 learners? What happened to the results of that survey – were they displayed? discussed? used for an action plan? What happened to the action plan?
4.	What do you and English colleagues think about the emphasis on ‘functional’ genres in this Section? Which of these genres do you already teach, and which do you never teach? Why is this?
5.	Are the outlines of the grammatical and organisational features likely to help you to teach, and young people to learn, these genres? Does the advice about teaching genres in Booklet A 5-14, and the database Position Paper on non-fiction writing, relate to your teaching approaches?
6.	Would looking at the same genres in different languages help to clarify its key features for learners, do you think?
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.	Consider the history of your teaching subject, from your own schooldays to the present. With an older or younger subject colleague, draw a timeline of the key changes of emphasis and assessment. Show this to two colleagues from a different subject area, and explain it to them. Listen to their comments and questions.
3.	Can the sort of Language Awareness curriculum outlined in this Section change student attitudes or motivation towards language, in your view, by focusing on enquiry skills and new factual content?
4.	Look at the three possible models of Language Awareness course presented. Which one, or which elements of several, would best suit the language needs and strengths of your school?
5.	Look at the list of S3-6 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?
6.	Look at the similar P1-S2 list in Booklet A 5-14. What overlaps or continuities do you see? 
7.	What other or alternative activities would you add to the S3-6 list? Consider the potential of other subject areas to developing language awareness.

7.5.  Learning More about Language in Texts
1.	In English or Modern Languages, select a genre or text type which could add a new language dimension to an existing topic you teach. Do this as an individual, then compare what you have selected with three subject colleagues, explaining the reasons for your choice of genre.
2.	Select one of the three choices from the previous activity. Find an example of that genre, and together construct some language activities which would help learners explore aspects of its form and function.
3.	In terms of record-keeping, how would these activities meet existing modes, purposes or assessment outcomes at national level?
7.6.  The Language of Reasoning and Argument
1.	Do you agree that Language staff in schools have a vital role to play in developing school students’ powers of reasoning and argument? In what contexts does this mostly take place in your own classroom?
2.	Do you agree that this has been an aspect of teachers’ work that has been underplayed in the current curriculum? Consider the course content of English and Modern Languages, and of other subject areas.
3.	Do you think that there is a case for separating off Language from Literature studies, and having them separately assessed (as in England and Wales)?
4.	Do you have any experience of how the teaching of language and reasoning skills is handled in other educational systems? Is anything of this alternative approach applicable to the Scottish system?
5.	Whose job is it to help young people to read, write and think coherently? Do Study Skills courses help them to do this? If yes, to what extent? If no, what alternative approach can a school community offer?
6.	Consider some of the suggestions in the Section for helping to teach school students about constructing and reading discursive writing. Which do you already use? Which could you use without much difficulty?

7.7. Where Next?
1.	In separate subject teams, 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 in mixed subject teams, 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 role should/could school management take in supporting the Language curriculum? What guidance do they need from you to manage this effectively?
4.	What role should/could Local Council advisory staff take in this process? What guidance do they need from you to manage this effectively?
5.	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.
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Position Papers

Position Papers 1-20 in the CD-ROM outline recent thinking on a range of issues related to the school curriculum in English and Modern Languages. Authors of individual papers are as noted below. Mrs Margaret Innes, Head of the Bilingual Unit, Dowanhill Primary School, Glasgow, and Gordon Baddeley, formerly Project Officer for the National Oracy Project, gave generous guidance on several of these. The papers may be duplicated for staff development purposes, but not for commercial use.

James McGonigal
Papers 1 and (with Andrew Philp) 16, 17, 18


Andrew Philp
Papers 2, 3, 4, 5, 6, 7, 8, 9, 13, 16, 17, 18, 19

Brian Templeton
Papers 10, 11, 12 (with James McGonigal) and 14, 15, 20

The papers are: 

1. Teaching Secondary English in Scotland
2. Dialect, Standard English, and the Child at Home and in School
3. Language Background and Educational Failure
4. Why do we teach Grammar?
5. How do we teach Knowledge about Language?
6. Classroom Approaches to Teaching the Genres of Writing
7. Learning Through Reading and Writing: Informational Texts
8. The Development of Listening Skills
9. The Development of Talking Skills
10. Teaching Modern Languages: How Lessons Develop
11. Grammar, Reading and Writing in Modern Languages S4-6
12. Assessing the Productive Skills in Modern Languages S4-6
13. Language and the Bilingual Pupil
14. Language Awareness, First Language Acquisition and Modern Language Teaching in School
15. Progression in Language Awareness through Modern Languages
16. From Parsing to Politics: A Brief History of School Grammar Teaching
17. Language Games and Activities
18. Talking, Reading and Writing about Fiction Texts
19. Developing a Sense of the Structure of Stories
20. Teaching Secondary Modern Languages in Scotland



Sample Texts

The following sample texts, edited by James McGonigal, also appear in the database:

Text 1: Daft Jackie (Imaginative Narrative)
Text 2: Our Day at the Farm (Personal Recount P5)
Text 3: A Day to Remember (Personal Recount P7)
Text 4: Elephant (Functional Information Report)
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Further Materials
Further electronic materials for teaching English are available from Jean Anderson, STELLA project, University of Glasgow, Glasgow G12 8QQ. 

These include Modern English Grammar and the ARIES programs on spelling and punctuation.

For details see: http://www.arts.gla.ac.uk/SESLL/STELLA/

Further Reading
This is not a complete bibliography, but only a guide to some of the texts which we have found useful and accessible.

LANGUAGE AWARENESS
Bain, Richard. 1991. Reflections: Talking about Language. London: Hodder & Stoughton.
—, et. al. 1992. Looking into Language. Hodder & Stoughton.
Carter, Ronald. 1991. Knowledge about Language and the Curriculum. London: Hodder & Stoughton.
Cox, Brian. 1991. Cox on Cox. London: Hodder & Stoughton.
Hawkins, Eric. 1984. Awareness of Language. Cambridge: Cambridge University Press.
Jackson, Howard, & Peter Stockwell. 1996. An Introduction to the Nature and Functions of Language. Stanley Thorne.
Lunzer, Eric, & Keith Gardner, eds. 1979. The effective use of reading. London: Heinemann Educational Books for the Schools Council.
Pereira, Katharine. 1993. Understanding Language. National Association for the Teaching of English. 
Scottish Central Committee on English. 1972. The Teaching of  English Language: Bulletin 5. Edinburgh: HMSO.
Wray, David. 1994. Literacy and Awareness. London: Hodder & Stoughton.

GRAMMAR
Crystal, David. 1996. Discover Grammar. London: Longman.
Corbett, J. B., & C. J. Kay. 2000. English Grammar: An Introduction. University of Glasgow: Department of English Language.
Hudson, Richard. 1992. Teaching Grammar: A Guide for the National Curriculum. Oxford: Blackwell.
Hurford, James. 1994. Grammar: A Student’s Guide. Cambridge: Cambridge University Press.
Jackson, Howard. 1990. Grammar and Meaning, London: Longman. 
Leech, Geoffrey. 1992. Introducing English Grammar. Harmondsworth: Penguin.
Todd, Loreto. 1985. English Grammar. Harlow: Longman.
Woods, Edward. 1995. Introducing Grammar. Harmondsworth: Penguin.

TEACHING GRAMMAR IN SCHOOLS
Bain, Richard, & Elspeth Bain. 1996. The Grammar Book: Finding Patterns, Making Sense. NATE.
Bunting, Rebecca. 1997. Teaching About Language in the Primary Years. London: David Fulton Publishers.
Crinson, Jim. 1997. “Step-by-Step Grammar: 1. Noun Phrases” and others in this series. The Primary English Magazine. No 4 March/April Vol. 2 ff.
Hunt, George. 1994. Inspirations for Grammar. Scholastic Publications.
Keith, George. 1997. “Teach yourself English Grammar”. The English and Media Magazine No 36.
—, & John Shuttleworth. 1996. Living Language. London: Hodder & Stoughton.
—. 2000. Living Language and Literature. London: Hodder & Stoughton.
Russell, Shirley. 1993. Grammar, Structure and Style: A Practical Guide to A-Level English. Oxford: Oxford University Press.
Wilson, Angela. 2001. Language Knowledge for Primary Teachers: A Guide to Textual, Grammatical and Lexical Study. London: David Fulton Publishers.

INTRODUCTION TO LINGUISTICS
Crystal, David. 1988. The English Language. Harmondsworth: Penguin Books.
—. 1992. Introducing Linguistics. Harmondsworth: Penguin Books.
Graddol, D., J. Cheshire, & J. Swann. 1994. Describing Language. Buckingham Philadelphia: Open University Press.
Hudson, R. 1984. Invitation to Linguistics. Oxford: Blackwell. 

PHONETICS
Graddol, D., J. Cheshire, & J. Swann. 1994. Describing Language. Buckingham Philadelphia: Open University Press. 
MacMahon, M. K. C. 2000. Basic Phonetics. University of Glasgow: Department of English Language.
Roach, P. 1991. English Phonetics and Phonology. Cambridge: Cambridge University Press.
Wells, J. C. 1982. Accents of English. Cambridge: Cambridge University Press.

SCOTS
Aitken, A. J., & T. McArthur, eds. 1979. The Languages of Scotland. Edinburgh: Chambers.
Macafee, Caroline. 1983. Glasgow. Amsterdam: Benjamins.
Macaulay, Ronald K. S. 1991. Locating Dialect in discourse: the language of honest men and bonnie lasses in Ayr. Oxford: Oxford University Press.
Murison, David. 1977. The Guid Scots Tongue. Edinburgh: Mercat Press.
Niven, Liz, & Robin Jackson. 1988. The Scots Language: its place in education. Dumfries: Watergaw.
Robinson, Mairi, ed. 1985. The Concise Scots Dictionary (Introduction). Aberdeen: Aberdeen University Press. 

SEMANTICS
Jackson, H. 1988. Words and their Meaning. London: Longman. 
Jeffries, L. 1998. Meaning in English: An Introduction to Language Study. London: Macmillan.
Palmer, F. R. 1981. Semantics. Cambridge: Cambridge University Press.
Hughes, G. 1988. Words in Time. Oxford: Blackwell.
Lakoff, George, & Mark Turner. 1980. Metaphors We Live By. Chicago: University of Chicago Press.
Landau, S. S. 1984. Dictionaries. London: Macmillan.
Yule, George. 1998. Pragmatics. Oxford: Oxford University Press.

SOCIOLINGUISTICS/VARIETIES OF ENGLISH
Hughes, A., & P. Trudgill. 1987. English Accents and Dialects. London: Arnold. 
Kachru, Braj, ed. 1983. The Other Tongue. Oxford: Pergamon.
Labov, William. 1966. The social stratification of English in New York City. Washington: Center for Applied Linguistics.
Milroy, Lesley. 1980. Language and Social Networks. Oxford: Blackwell.
Montgomery, M. 1986. An Introduction to Language and Society. London: Routledge. 
O’Donnell, W. R., & L.Todd, 1980. Variety in Contemporary English. London: Allen & Unwin.
Platt, John, Weber, H., & H. M. Lian. 1984. The New Englishes. London: Routledge & Kegan Paul.
Pride, John, ed. 1982. New Englishes. Rowley, Mass: Newbury House.
Todd, L. 1984. Modern Englishes. Pidgins and Creoles. Oxford: Blackwell.
Wardhaugh, R. 1992. An Introduction to Sociolinguistics. Oxford: Blackwell. 

STYLISTICS & DISCOURSE ANALYSIS 
Carter, Ronald. 1997. Investigating English Discourse. London: Routledge.
Corbett, John. 1997. Language and Scottish Literature. Edinburgh: Edinburgh University Press.
Durant, A., & N. Fabb. 1990. Literary Studies in Action. London: Routledge.
Hobsbaum, Philip. 1996. Metre, Rhythm and Verse Form. London: Routledge.
Leech, G., & M. Short. 1982. Style in Fiction. London: Longman.
Montgomery, M., N. Fabb, A. Durant, S. Mills, T. Furniss. 1992. Ways of Reading. London: Routledge.
Numan, David. 1993. Introducing Discourse Analysis. Harmondsworth: Penguin.

GENRES OF WRITING
Cope, Bill, & Mary Kalantzis. 1993. The Powers of Literacy. London: Falmer Press.
Derewianka, Beverly. 1990. Exploring How Texts Work. Rozelle, N.S.W.: PETA.
—. 1997. Exploring the Writing of Genres. Shepreth, nr Royston, England: UKRA Mini Books.
Lewis, Maureen, & David Wray. 1995. Developing Children’s Non-fiction Writing. Leamington Spa: Scholastic Publications.
Littlefair, Alison. 1991. Reading All Types of Writing. Buckingham Philadelphia: Open University Press.
—. 1992. Genres in the Classroom. Widnes: UKRA Mini Books Series.

HISTORY OF THE ENGLISH LANGUAGE
Barber, C. L. 1993. The English Language: A Historical Introduction. Cambridge: Cambridge University Press.
Hussey, S. S. 1992. The Literary Language of Shakespeare. London: Longman.
Leith, Dick. 1983. A Social History of English. London: Routledge & Kegan Paul.
McCrum, R., W. Cran, & R. MacNeil. 1986. The Story of English. London: Faber & Faber.
Mitchell, B. 1995. An Invitation to Old English and Anglo-Saxon England. Oxford: Blackwell.
Scragg, D. 1974. A History of English Spelling. Manchester: Manchester University Press.
Smith, J. J. 1999. Essentials of Early English. London: Routledge.


PUNCTUATION
Carey, G. V. 1976. Mind the Stop. Harmondsworth: Penguin.
Kay, C. J. 1996. ARIES computer programs in punctuation and spelling. University of Glasgow: STELLA project.
McDermott, J. 1990. Punctuation for NOW. London: Macmillan.
Todd, Loreto. 1995. Guide to Punctuation. London: Cassell.

ENCYCLOPEDIAS AND DICTIONARIES
Asher, R. E., & J. M. Y. Simpson. 1994. The Encyclopaedia of Language and Linguistics. Oxford: Pergamon Press.
Crystal, David. 1987. The Cambridge Encyclopedia of Language. Cambridge: Cambridge University Press.
—. 1980. A First Dictionary of Linguistics and Phonetics. London: Deutsch. 
McArthur, Tom. 1986. Worlds of Reference. Cambridge: Cambridge University Press. 
—, ed. 1992. The Oxford Companion to the English Language. Oxford: Oxford University Press.
Roget, P. M. 1982. Thesaurus of English Words and Phrases. London: Longman.
Wales, K. 1990. A Dictionary of Stylistics. London: Longman.

GAMES AND ACTIVITIES
Biriotti, Lydia. 2000. Grammar is Fun. London:  CILT.
Bryant-Mole, Karen, & Graham Round. 1993. Grammar Puzzles. London: Usborne Publications.
Purkis, C., & B. Guerin. 1984. English Language Games. London: Macmillan Educational.
Retter, C., & N. Valls. 1985. Bonanza: 77 English Language Games for Young Learners. London: Longman.


Staff at the University of Glasgow have identified a selection of web sites recommended for students of English, including English Language, Linguistics, and English and Scottish Literature. For these, see:

http://www.arts.gla.ac.uk/SESLL/STELLA/

CD-ROM Index and Samples
The terms below are defined in the LILT CD. The following information is given for each entry, in this case the Adverb. Underlining indicates cross-reference to other parts of the CD. Further explanation of the headings is given in Booklet C.

Headword
Adverb (Av)
Level
D
Language
English
Topic
Grammar
Definition
Adverbs are words which express when, how, where, why or to what extent something was done. They are therefore associated with verbs, although they are not considered part of the verb phrase.

Notes
Many adverbs can be identified by the suffix ‘-ly’, e.g. deeply, quickly and absolutely. There are many types of adverb, but the three main ones are: 
1.	circumstance adverbs, including adverbs of time, manner, degree etc., such as ‘badly’, ‘yesterday’, ‘extremely’.
2.	attitude adverbs like ‘fortunately’, ‘surely’.
3.	connective adverbs, like ‘however’, ‘nevertheless’. Adverbs can be identified by the fact that very often they can move around the sentence, e.g. ‘He left yesterday’, ‘Yesterday he left’.

Compare
Uses of adverbs and adjectives. 
Concept
Categorisation
See also
Adverbial, Adverb phrase, Attitude adverb, Circumstance adverb, Connective adverb
Adverb in French, German, Spanish

Strategies
Acting adverbs
Circumstance adverbs include adjectives of manner, such as ‘angrily’, ‘awkwardly’, ‘stupidly’. Write a number of such adverbs on slips of paper. Give a slip of paper to a pupil. The rest of the class then gives the pupil instructions (e.g. ‘walk to the door’). The pupil has to follow the instructions in the manner expressed by the adverb. The class has to guess the adverb from the pupil’s actions. The teacher can then write the adverbs on the board and indicate their function: namely, to describe the manner of an action.


Topics Covered in the LILT CD-ROM


Abstract noun
Accent
Accusative
Acronym
Active
Adjective
Adjective (French)
Adjective (German)
Adjective (Spanish)
Adjectives in noun phrases
Adjective phrase
Adverb
Adverb (French)
Adverb (German)
Adverb (Spanish)
Adverbial
Adverb phrase
Affix
Agreement
Agreement (French)
Agreement (German)
Agreement (Spanish)
Alliteration
Antonym
Apostrophe
Apostrophe (French)
Apostrophe (German)
Apposition
Apposition (French)
Apposition (German)
Appropriateness
Article, definite/indefinite
Articulation
Aspect
Aspect (French)
Assonance
Attitude adverb
Audible
Auxiliary verb
Auxiliary verbs in questions and 	negatives
Bold type
Brackets
Capital
Capital (French)
Capital (German)
Capital (Spanish)
Case
Case (German)
Category
Circumstance adverb
Clarity
Clause
Code-switching
Coherence
Collocation
Colloquialism
Colon
Comma
Comma (French)
Comma (German)
Comma (Spanish)
Common and proper noun
Comparative
Comparative (French)
Comparative (German)
Comparative (Spanish)
Complement
Compound word
Concord
Concrete noun
Conditional
Conjugation
Conjugation (French)
Conjugation (German)
Conjugation (Spanish)
Conjunction
Conjunction (French)
Conjunction (German)
Conjunction (Spanish)
Connective adverb
Connotation
Consonant
Context
Continuous aspect
Conversation
Co-ordination
Copula
Countable, mass and collective noun
Creole
Dash
Dative
Declension
Definition (dictionary)
Demonstrative
Denotation
Density
Determiner
Determiner (French)
Determiner (German)
Determiner (Spanish)
Dialect
Dialogue
Diction
Dictionary
Direct/indirect speech
Discourse analysis
Effectiveness
Ellipsis
Embedding
Emotive language
Emphasis
Enumerator
Euphemism
Exclamation mark
Exclamation mark (French)
Exclamation mark (German)
Exclamation mark (Spanish)
Eye-contact
False friends
Field
Filler/place-holder
Finiteness
Fluency
Form
Formal/informal language 
Full stop
Full stop (French)
Full stop (German)
Full stop (Spanish)
Function
Future
Gender
Gender (German)
Genitive
Genre
Gesture
Glottal stop
Gradable adjective
Grammar
Group
Headword
History of English
Hyperbole
Hyphen
Imagery
Imperative
Indicative
Indirectness
Inference
Infinitive
Infinitive (French)
Infinitive (German)
Infinitive (Spanish)
Inflexion/inflection
Innuendo
Interjection
Interjection (French)
Interjection (German)
Interjection (Spanish)
Intonation
Intransitive
Invariable
Irony
Italic type
Jargon
Language
Language change
Layout and typography
Lexicology
Lexis
Loanword
Loudness
Metaphor
Metre
Modal auxiliaries in Scots 
Modal auxiliary verb
Modal auxiliary verb (French)
Modal auxiliary verb (German)
Modal auxiliary verb (Spanish)
Modality
Mode
Modifier
Mood
Mood (French)
Mood (German)
Mood (Spanish)
Morpheme
Morphology
Narrative
Negative
Negative (French)
Negative (German)
Negative (Spanish)
Neologism
New Englishes
Nominative
Non-gradable adjective
Non-standard language
Noun
Noun (French)
Noun (German)
Noun (Spanish)
Noun phrase
Number
Number (French)
Number (German)
Number (Spanish)
Object
Old English
Onomatopoeia
Orthography
Overtone
Oxymoron
Pace (Phonetics)
Pace (Stylistics)
Paradox
Paragraph
Paralanguage
Parenthesis
Participle
Participle (French)
Participle (German)
Participle (Spanish)
Particle
Partitive
Part of speech
Passive
Past
Pause
Perfect
Phonaesthesia
Phonetics
Phonology
Phrasal verb
Phrasal verb (French)
Phrasal verb (German)
Phrasal verb (Spanish)
Phrase (or group)
Pidgin
Pitch
Plural
Point of view
Politeness
Possessive
Possessive (French)
Possessive (German)
Possessive (Spanish)
Pragmatics
Predicate
Predicator
Prefix
Preposition
Preposition (French)
Preposition (German)
Preposition (Spanish)
Prepositional phrase
Present
Preterite
Preterite (French)
Preterite (German)
Preterite (Spanish)
Primary auxiliary verb
Primary auxiliary verb (French)
Primary auxiliary verb (German)
Primary auxiliary verb (Spanish)
Progressive aspect
Pronoun
Pronoun (French)
Pronoun (German)
Pronoun (Spanish)
Pronunciation
Prosody
Pun
Punctuation
Qualifier
Quantifier
Question
Question mark
Question mark (German)
Question mark (Spanish)
Quotation marks
Quotation marks (French)
Quotation marks (German)
Quotation marks (Spanish)
Received Pronunciation (RP)
Reflexive verb
Register 
Relative pronoun
Relative pronoun (French)
Relative pronoun (German)
Relative pronoun (Spanish)
Rhetoric
Rhetorical question
Rhyme
Rhythm
Root
Sarcasm
Scottish standard English
Semantic field 
Semantics
Semi-colon
Sentence
Sequence markers
Simile
Singular
Slang
Sociolinguistics
Sound
Specific languages
Speech Acts 
Speech marks
Spelling
Standard English
Stem
Stress
Strong verb
Style
Stylistics
Subject
Subjunctive
Subordination
Suffix 
Superlative
Superlative adjective (French)
Superlative adjective (German)
Superlative adjective (Spanish)
Syllable
Syllable structure
Synonym
Syntax
Tag question
Tag question (French)
Tag question (German)
Tag question (Spanish)
Tenor
Tense
Tense (French)
Tense (German)
Tense (Spanish)
Theme (literary)
Thesaurus
Tone
Tone of voice
Topic
Topic selection
Topic sentence
Transitive/Intransitive verb
Transitive/Intransitive verb (French)
Transitive/Intransitive verb (German)
Transitive/Intransitive verb (Spanish)
Utterance
Variable
Variation
Variety
Verb
Verb (French)
Verb (German)
Verb (Spanish)
Verb phrase
Verb system
Vocabulary
Vocabulary increase and loss
Vocative
Voice
Voice (French)
Voice (German)
Voice (Spanish)
Voicing
Vowel
Weak verb
Women's language
Word
Word-class
Word formation
Word order (German)
Wordplay


Sample Definitions from the LILT CD-ROM

Alliteration
Words which alliterate are those which start with the same consonant, for example, pin pot peck. Alliteration is a poetic device whereby a writer exploits the effect created by similar first consonant sounds to convey extra meaning in a text when spoken aloud.

Assonance
Assonance refers to the juxtaposition of words (and syllables) with the same vowel, for example peak leap cease. Like alliteration and rhyme, assonance is a poetic device which enables a writer to convey extra meaning in a text when it is spoken aloud.

Case
In some languages the form of a word signals its function as Subject, Object, Complement or Adverbial. In other words, the form of the word indicates its relationship to other words in the clause – for example, the form of the English personal pronoun tells us whether it is Subject (he/she) or Object (him/her). The forms that a word takes to signal this information come under the heading ‘case’. A full list of the case forms taken by a word is called a declension.

Case (German: Der Kasus)
In German there are four cases: nominative, accusative, genitive and dative. The cases show the role that different nouns play in a sentence and make clear the relationship between each noun and the verb.

Participle (French: le participe)
The participles are those verb forms in English which can be used in combination with ‘be’ or ‘have’, e.g. ‘is going’, ‘has gone’. In French, only the past participle can be used with an auxiliary, avoir or être, to form certain tenses or the passive form. The present participle is used as either an adjective or a stand alone verb phrase.

Question Mark (Spanish: punto de interrogación)
As in English a question mark ( ? ) usually signals an interrogative sentence, seeking information or explanation. It can also be used in structuring argumentative or persuasive writing, marking a rhetorical question which raises an issue for the reader which the writer then proceeds to explain or refute. In Spanish an inverted question mark ( ¿ ) is used at the beginning of the question as well as the question mark at the end.

Scottish Standard English
Scottish standard English is the variety of language normally used in formal, non-fictional written texts in Scotland. It is very close to standard Englishes elsewhere in the UK, North America and Australasia, but has some distinctive features. The speech of the middle classes in Scotland often conforms to the grammatical norms of the written standard, particularly in situations that are regarded as formal.

Semantic Field
A semantic field is an area of meaning which can be delimited from others in a language. Thus we might talk about a semantic field of FOOD or CLOTHING or EMOTIONS. Within CLOTHING we find words for all the different kinds of garments, plus those for making and wearing them.


Acknowledgements and a fuller description of the CD-ROM are in Booklet C.


