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CHAPTER 1

BACKGROUND AND OBJECTIVES OF THE STUDY

1.1 Introduction

This study is concerned with language learning in secondary schools
in England, and centred on the role of grammar in the current
approach to language teaching. To investigate this, a survey was
conducted to examine the opinions and attitudes of teachers in
their usually separate language departments, as well as classroom
material currently in use.

In the background to this study is firstly the significant change
about to take place in British education as a whole: the new form
of national examination at 16t which was announced in February
1980, planned to come into effect in 1986, and delayed to
commence in 1988.1 The prospect is of a"unified" system in
contrast to the present dual system which has syllabuses geared, in
each subject, not only to a dichotomy of higher and lower level but
to the respective requirements of eight GCE Examination Boards
and fourteen Regional CSE Boards.2 Also significant, although
hardly surprising, is the contribution to delay that came from
difficulty in achieving agreement among the present examining
boards: in particular about the new GCSE criteria for syllabus

1 In the United Kingdom there are three separate statutory
systems of public education: for England and Wales, Scotland and
Northern Ireland. They are regulated by separate Acts of
Parliament and are separately financed and administered. It is the
British Government's policy that the three systems offer similar
educational opportunities and maintain similar standards.

'- Readers not familiar with the English educational and
examination system are referred to the Glossary for an explanation
of terminology and common abbreviations.
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content and assessment procedures. Whilst these have been brought
into operation for fourth-year pupils in 1986~7, much debate
continues.

The study, centrally concerned with the role of grammar in the
new syllabus, attempts to contribute to the discussion. The
singular reference to syllabus is not accidental. A crucial question
in the realm of languages is whether the effort to unify objectives
will be directed specifically and separately by subject, resulting in
national criteria for each language individually; or whe[her there
are grounds to believe that "unified" here should also mean "unified
language teaching", embracing awareness and understanding of the
grammatical structure of language as part of agreed and defined
objectives across the language curricula of secondary schools.

The second substantial change in the background is the evident
shift in emphasis towards communicative language teaching, which
has also taken place in other European countries. This could be
expected to have an effect on teachers' opinions and is certainly
reflected in texibook material.

Another significant development is a new approach towards
language teaching, revealed in the mid-70s, which emphasizes the
need for awareness of the relationship between mother-tongue and
foreign language learning. As a language policy in schools, it aims
to raise the standards of English and foreign languages, and to
encourage and facilitate language teaching and learning. About 200
schools are now involved in Language Awareness Work, and the
positive results have led to proposals to include a new objective in
the GCSE language syllabus, viz. understanding of the nature of
language; preferably by means of a new curriculum subject,
"Language Study".

Against this background, this study examines teachers' opinions
about the importance of grammar, the way it should be explained,
the question of reference to other languages, and opinions about
the need for co-ordinated teaching, in which the role of grammar
is agreed and defined.

I shall not review the theoretical arguments against and in
favour of grammar teaching: they are well known. This book is
concerned with the question of whether attitudes against grammar,
in teaching practice, are as widespread as is generally believed.
There are, to my knowledge, no studies about what is assumed to
be teachers' attítude towards grammar across the language
curriculum of secondary schools.
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It is generally believed that most teachers of English do feel
that, for their objectives, "wasting time" on mother-tongue
grammar is not justified; an attitude which has found emphatic
expression in the survey conducted for this study. A Head of
English in a large comprehensive school wrote on the questionnaire,
in red ink:

Let them (teachers of Modern Languages) do their own dirty
work - we've got better things to do !

It is often said that only teachers of Modern Languages and
Classics are in favour of grammar, complaining that they have to
spend too much of their time on teaching English grammar, since
pupils do not even know the difference between a subject and an
object, or a verb and a noun. The implication that it should be the
"duty" of teachers of English to teach grammar solely for the
benefit of Modern Languages and Classics is certainly not conducive
to enjoyable, balanced co-operation and co-ordination.

Also familiar, however, is the contradictory assumption that
most teachers of Modern Languages (or the modern generation of
them) are not in favour of grammar; that grammar teaching is
pointless for their main objective, viz. development of
communicative skills.

Furthermore, there is the argument that grammar may be
suitable for higher ability pupils, but not in the present system
with large mixed ability classes; and another, that it is no longer
relevant since Classics has disappeared from today's curriculum,
except as an "elitist" subject in independent schools.

Co-operation and co-ordination are the second consideration of
this study: the question of whether it is advisable - not necessarily
as a formal part of the national syllabus - to standardize
grammatical terminology and explanation at least within any one
school.

If teachers are in favour of establishing common objectives, it
may emerge that not only objectíves, but opinions about the best
way to achieve them, vary from one school to another. This is not
a matter of "better" or "worse": it is possible that one method will
prove to be more efficient than another, depending on, for example,
school type or ability group. The application, however, of totally
different methods for different languages to one and the same
group of pupils in one school is, in my view, disadvantageous for
both teachers and pupils.
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To obtain opinions on these matters, a survey was conducted at
40 secondary schools of different types, representing different areas
~n the educational system: selective and non-selective, maintained
and independent, single-sex and co-educational, large and small.

Opinions are examined against the background of several
general aspects of secondary education in England; aspects which,
again according to general assumptions, are influential on
motivation, standards and methods of language teaching.

Teachers of English, Modern Languages and Classics were asked
to give their opinion about the role of mother-tongue grammar in
teaching 11- to 16-year-olds of different abilities.

In addition to this, there were further ques[ions on preference
for certain methods of grammatical explanation and, as far as
co-ordination is concerned, whether it should be restricted to
teachers of the same language or extended across the
conventionally separate language departments.

The last part of the survey consisted of an inventory of
tex[books which are currently in use, and of additional material.

This study examines the need for a co-ordinated grammar
teaching programme across the language curriculum, aiming at
mutual understanding and serving to meet the objectives of all
teachers concerned with the phenomenon of language. This explains
the title: The Language Umbrella.

1.2 Strvcture of the study

This chapter gives the background of the study, which includes
various characteristic aspects of education in Britain.

After a review of the changing role of grammar in education
since the beginning of this century, the attitude towards foreign
language teaching in British schools - as distinct from attitudes in
other European countries - is briefly discussed.

The Report and Recommendations (1981) of the National
Congress on Languages in Education (NCLE) formed the direct
background of the survey, conducted for this study in 1981-2. The
Congress recommends co-operation and co-ordination between
teachers of English and Modern Languages; this is discussed in the
third section of this chapter.

To provide a comparison of attitudes towards grammar in a
country where motivation to learn foreign languages can be
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considered stronger than in English-speaking countries, and where
such motivation could be reflected in attitude towards grammar in
mother-tongue teaching, the fourth section gives the results of
three Duich studies which investigate the role of grammar in
(Dutch) mother-tongue teaching.

A review of the 1975 National Recommendations for a Policy of
Language Awareness across the curriculum (The Bullock Report),
and two sections on characteristics and criticism of the
educational system, complete the general background.

The chapter concludes with the objectives of the study.

Chapter 2 is concerned wi[h the role of grammar in the policy of
Language Awareness and the relationship between Language
Awareness and Linguistics.

It attempts to unravel the confusion about the objectives of
Language Awareness policy, as first revealed in 1975, and further
developed and revived in 1985 by the Language Awareness Working
Party of the NCLE, also in conjunction with the (1988) national
cri[eria at 16f. Examination of this policy, from its original concept
to its present form, leads to three definitions of the term Language
Awareness, each with different views on grammar and likewise on
the contribution of Linguistics, and each advocating different forms
of co-ordination across the curriculum.

The next section examines the 1985 concept of Language
Awareness in more detail, with particular reference to reports
about the application of the policy in a number of selected core
schools. This section ends with a brief discussion of a proposal to
introduce a simple form of Linguistics into education as an
ancillary for language study across the curriculum.

The final section looks at the role of Classics in today's
schools, in conjunction with another different proposal for
language awareness, which attempts to revive the importance of
Latin, serving as an ancillary for awareness of the grammatical
structure of languages, in a way which should suit pupils of
different levels of ability.

A conclusion is reached from this review.

Chapter 3 reports the general results of the survey conducted at
40 secondary schools and selected so as to represent different
educational areas equally.

The first section explains the organization, the variables for
the selection of schools, and the contents of the two
questionnaires.
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The first questionnaire ( administrative questionnaire) was
designed to obtain information about the role of languages in the
schools: the number of languages and examination level(s) offered,
structure of departments, teaching time, and percentage of pupils
continuing with languages after the option year of 13}.

The second questionnaire (survey ques[ionnaire) was designed,
primarily, to obtain information on teachers' opinions on the role
of grammar, methods of explanation, reference to other languages,
and co-ordinated grammar teaching. The design was, further, to
obtain general information abou[ their personal and professional
backgrounds, their interest in language study and educa[ional
topics, and their attitude as teachers in the domain of languages
(as opposed to other subjects).

Affer a report of the responses and an explanation of the
analysis of data, the next section gives the results of the
administrative questionnaire.

The results are summarized in a profile of the participating
schools.

For analysis and discussion of opinions ( in Chapters 4 and 5),
four categorizations (primary variables) are used, each representing
a characteristic aspect of English education, viz. according to the
structure of Departments (English, Modern Languages and Classics),
school types (selective and non-selective), school sectors
(maintained and independent) and school population (boys, girls and
co-educational).

To establish further differences and similarities between teachers
of English, Modern Languages and Classics, the data resulting from
the general questions mentioned above ( secondary variables) are
tested on iheir significance.

The results are summarized in a profile of the teachers.

Chapter 4 deals with teachers' opinions about the role of grammar.
The questionnaire allowed for different opinions, depending on

pupils' ability level, about each of the following three topics.
The first section gives opinions about the importance of pupils'

explicit knowledge of mother-tongue grammar for language
learning across the curriculum; opinions are specified for both
spoken and written language.

The next seciion gives teachers' preference for methods of
grammatical explanation, and the third section deals with two
aspects of language awareness, viz. the importance of reference to
the vocabulary and to the structure of other languages.

Each section gives an analysis of opinions according to the



four main categorizations, as established in Chapter 3, and a
discussion of the observations.

The results are summarized in a conclusion from the findings.

Chapter 5 is concerned with co-ordinated grammar teaching, and
with the question of which departments should be included in such
co-operation.

Teachers' opinions are analysed according to the same
categorization used in Chapter 4. A conclusion is reached from the
findings.

Chapter 6 deals with resources which are currently in use across
the language curriculum.

Firstly, it gives the results of the textbook section of the
questionnaire and the organization of the inventory of textbooks.
The inventory is given in Appendix III.

Secondly, the role of grammar is evaluated in 14 ([wo for each
language) of the most popular courses for English, French, German,
Spanish, Italian, Latin and Greek (horizontal evaluation).

Thirdly, it gives the types of material used in addition to
textbooks, and this is followed by a summary of teachers' comments
on the survey.

The results are summarized in a conclusion from the findings.

Chapter 7 gives examples of the role of grammar in the language
curricula of individual schools.

Six schools were selected according to the same criteria used
in the selection of the 40 schools, viz. equal representation of
different educational areas.

After an indication of the general profile of each school and the
teachers, the discussion is centred on the pupils of 14t : their
teachers and their books.

Firstly, it gives the opinions found in the questionnaires abou[
the importance of mother-tongue grammar, methods of explanation,
language awareness and co-ordinated grammar teaching.

Secondly, the role of grammar is evaluated in the textbooks
used at 14t (vertical evaluation).

A"grammar grid" for each school gives a visual presentation of
the role of grammar across the curriculum at 14f. A(summary)
comparison of teachers' opinions about the importance of grammar
and the role of grammar in the textbooks is followed by a
conclusion.
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Chapter 8 is concerned with the role of grammar in the language
syllabuses devised for the national examinations in 1988.

An explanation of the present organizational structure of the
examination boards is followed by a brief discussion about the role
of grammar in two recent National Recommendations on criteria at
16t, viz. for English and Modern Languages.

The role of grammar in the 1988 syllabus for English, French,
German, Spanish, Italian, Latin and Greek is compared with the
requirements hitherto. The results are summarized in the conclusion.

Chapter 9 gives a summary of conclusions in conformity with the

1.3 Background

As mentioned in the Introduction, issues of a varied nature formed
the background of this study: the changing role of grammar in
language education (1.3.1), motivation to encourage foreign
language learning (1.3.2), the 1981 recommendation for
co-ordinated language teaching (1.3.3), the role of grammar in
mother-tongue teaching abroad (1.3.4), the policy of "language
across the curriculum" (1.3.5), characteristics (1.3.6) and criticism of
British ( language) education (1.3.7).

1.3.1 The changing role of grammar in language education
Since "grammar" is central in this study, a definition of the term
would be appropriate as starting point in this first section about its
background: the word "grammar" refers to a set of generalized
statements on regularities and irregularities found in language.

For educational purposes traditional grammar was prescriptive
for a long time, dictating "correct" usage by attempting to provide
rules as to how a language ought to be spoken and written. Early
in the twentieth century i[ became more descriptive (e.g.
Jespersen, 1924) and from this time onwards different theories
developed on the role and value of grammar in teaching and
learning languages.

The emphasis in foreign language learning moved gradually from
written language to spoken language, and a greater interest in the
development of oral skills was - and still seems to be - apparent.
Many teachers rejected the traditional grammatical approach as
being "outdated" and followed the new [rends in communicative
language teaching in which an attempt is made to reduce the role
of grammar, if not to disregard it completely.
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To develop aural-oral skills, the direct method was introduced,
which omits the use of the mother tongue in learning procedures.
This was based on the view that foreign languages should be
learned "naturally", or "acquired" in the same way the mother
tongue is acquired. Use of the mother tongue, which would imply
translation procedures, was considered harmful to this objective
(e.g. Palmer, 1921).

In the early 1940s the structural approach entered the
classroom, based on Skinner's (1957) theory of learning. Skinner
sees language as learned by a process of habit-formation. The main
points of this theory can be summarized as follows: the child
imitates the sounds and patterns which he hears around him, and
by approval or other rewards, the adult reinforces the child's
attempts; to obtain more rewards the child repeats the sounds and
patterns, similar to the adult's model, until these become habits.
Through this process the child's verbal behaviour becomes
conditioned until his speech meets the adult's model. Repetition of
correct patterns of the target language was supposed to solve the
problems of differences between the structure of the mother
tongue and of the languages to be learned (e.g. Bloomfield, 1933;
Fries, 1952).

Between 1950 and 1965 the audio-visual rnethod became popular,
a new version of the direct method. Technical resources are used
to assist teaching and learning. The emphasis is on dialogues with
perfect pronunciation; the "four skills" of language learning, in this
method, are taught in the order: "lis[ening" (understanding of the
spoken word), "speaking", "reading" (understanding of the written
word) and "writing". Since in this approach language patterns and
structures were (and still are) meant to be learned unconsciously,
grammar teaching in schools was gradually banished.

After 1965 the Council of Europe developed a new theory and
method. It is sometimes referred to as The Common Core in a
Unit-Credit System (e.g. Wilkins, 1973; Trim, 1973) or Threshold
Level (e.g. for Modern Languages: Van Ek, 1978; for English: Van
Ek, 1975). It is also known as the functional syllabus, the notional
syllabus and recently as the functional-notional approach. The
emphasis of this theory is on the communicative purposes of a
speech act. It classifies language in terms of "functions", viz. what
the speaker wants to do with the language, and "notions", viz. what
the speaker wants to convey (e.g. Wilkins, 1977; Widdowson and
Brumfit, 1981; Finocchiaro and Brumfit, 1983). In this theory, any
act of speech is functionally organized for a particular situation in
relation to a particular topic. The language we produce changes
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when these elements change, because we have learned to adjust
our language use to be appropriate for the conditions in which we
use it. Words, following the functional expression, are notions
(elements of ineaning).

The transformational-generative approach, initiated by Chomsky
in 1957, rejects the method and aims of structuralism, and wants to
formulate a theory which could generate all the gramma[ical
sentences produced by speakers and no ungrammatical ones.
Chomsky (1981) says:

The ideal is to reach the point where we can literally deduce a
particular human grammar by setting parameters of universal
grammar in one or another of the permissible ways. The
process of so-called "language learning" can then naturally be
regarded in part as a process of fixing these values; when they
are fixed the "learner" knows the language generated by the
grammar that is determined by universal grammar, specified in
this way (p. 9).

Grammar teaching, based on this approach, was not considered
suitable for language learning in schools. Some of the basic
principles, however, are included ( in a limited way) in one of the
recent language policies (LAWS '85), designed to develop "language
awareness": awareness of the nature of language across the schools
curriculum. In a more explicit way the Committee for Linguistics in
Education (CLIE '84) attempts to examine how General Linguistics
and Applied Linguistics can contribute to teaching at primary and
secondary school levels.3 It should be mentioned here that the
[erm "language awareness" is certainly not synonymous with
"linguistics", as is sometimes suggested. There are different
interpretations of this concept, e.g. in The Bullock Report, A
Language for Life (1975), which espouses a type of language
awareness that rejects linguistics. These differences are discussed
in Chapter 2(see also 1.3.5).

1.3.2 Motivation to encourage foreign language learning
Compared to other European countries, England holds a unique
position. The language serves internationally as a vehicle for
science and mass media; in general we could say that it is a
leading in[ernational language, "everybody speaks it", and this does

3 For further discussion about these policies, see Chapter 2
(2.2.4 and 2.3.3).
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not contribute to a great interest in foreign language learning for
utilitarian purposes.

The attitude that England can afford to neglect modern language
teaching, as not needed for cultural, social and economic survival,
has been reflected in the role of foreign languages in education.
As a core curriculum subject, Modern Languages (the term is often
used as synonymous to French) fell into gradual decline. Until
about 1967, grammar school pupils had to take a modern language
examination, mainly because this was one of the basic
requirements for university entrance. Both the fact that universities
decided to drop this requirement, and the introduction of the
comprehensive system (in the maintained sector, replacement of all
school types by non-selective education), contributed to a further
fall in number of pupils studying foreign languages.

During the last few years, however, attitudes have changed in
favour of modern language teaching, with a different view on its
utilitarian purposes. The need to learn foreign languages is now
explicitly expressed by parties concerned with British commerce and
industry. For example, the Report (1979) of the British Overseas
Trade Board:

It has become increasingly clear that the traditional reluctance
of the British to learn foreign languages may be seriously
affecting our trading prospects.

This consideration contributed to new recommendations for
foreign languages in the (comprehensive) school curriculum. The
Schools Council (1982), for example, published a paper under the
title "The second foreign language in secondary schools: a question
of survival" and we read :

It should be national policy that in all schools with a 5-form
entry, two or more foreign languages should be available.

The DES "Consultative Paper on Foreign Languages in the
School Curriculum" (1983) states that:

the position of foreign languages in British schools is the more
disturbing by contrast with most other West European
countries, where throughout secondary schooling one foreign
language is obligatory. It recommends that national competence
in foreign languages needs to be more like that of other
member countries of the E.C. The policies of LEAs and schools
should suppori this aim.
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What LEAs are recommended to do and what is done are, of
course, different issues.

1.3.3 The 1981 recommendation for co-ordinated language teaching
At the second Assembly of the National Congress on Languages in
Education (held at Durham, July 1980), Working Party B made the
following recommendations, with the objectives of encouraging
foreign language learning and raising its standards.

(1) Teachers of English and teachers of foreign languages need
to clarify and co-ordinate their views about the nature of
language and about children's acquisition and development of
language skills.
(2) At present pupils receive conflicting and coafusing messages
about the nature, function and use of language from teachers of
English and teachers of foreign languages. To avoid this,
specific areas of school work where co-operation and
co-ordination between the two is necessary should be agreed and
defined.
(3) Old-established differences, often arising from historic
subject allegiances, exist between the two groups of teachers. In
encouraging co-operation, these should be understood rather
than ignored.
(4) While Working Party members arrived at no agreed view
about value of "language" as a separate curriculum study, they
consider that carefully monitored experiments in its teaching
would be justified (NCLE Papers and Reports 3(1981), p. 3).

Considering that there are many different, and also conflicting
and confusing, theories about language, language teaching and

language learning, this will certainly reflect upon the language
classroom, and the statement that pupils often receive conflicting
and confusing messages is not surprising. Each teacher (or Head of

Department) evaluates which approach - which includes use and~or
choice of classroom material - will best serve his educational aims
for his particular class and his particular ability group (or his

Department).4 There is no evidence that the teacher who rejects
the value of grammar is more, or less, successful in achieving his
aim, than the teacher who spends considerable time in explaining

4 For reference to the teacher the masculine pronoun is used
throughout, for the sake of convenience.
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the rules behind the patterns in which pupils are drilled in the
language laboratory.

Hawkins (1979a) argues that different teachers attach different
concepts to the same linguisiic label (or different labels to the
same concept) as a result of which pupils are confused both about
the function and use of the target language and about the
relationship between mother tongue and target language. This is
probably true. Even if one accepts the view that the different
methods which have been employed in language teaching during this
century can still be subsumed under the heading of one single
approach to language learning, with the exception of the notional
approach being truly original (Bell, 1981), terminology and methods
of explanation are still different.

The NCLE recommendations for co-ordination of views, which
include agreement about use and definitions of terminology, imply
that language education should be geared to a"national" policy or
agreement between teachers of English and Modern Languages. If
this is the objec[ive, it will be hard to achieve. However, if there
is evidence for the need of such co-ordination, it would be a more
realistic aim to leave decisions about objectives and organizational
form to the individual schools; it may emerge that objectives, and
the best way to achieve them, vary from one school to another
(see also 1.5).

1.3.4 Mother-tongue teaching abroad: Dutch studies
In the matter of motivation to learn foreign languages, the
international role of English was mentioned as a constraint; the
need and (therefore) motivation in non-English speaking countries
is undoubtedly different.

Although for foreign language learning the importance of
mother-tongue grammar is not established, the attitude in, for
example, Dutch language education is different from what is
assumed to be the attitude in England.

Grammar teaching appears to have considerable emphasis in
Dutch mother-tongue lessons in all types of schools throughout the
country; it is also taught to serve a dual purpose. This is one of
the conclusions of Tordoir and Wesdorp (1979), Grammar
Instruction in The Netherlands (Het grammatica-onderwijs in
Nederland). Their inquiry (an interim survey at 1,381 schools)
showed that, in practice, con[roversy about the value of grammar
teaching can hardly be observed. In all types of school the
motivation of teachers is based on its useful contribution in the
mother-tongue lessons (for spelling, composition and
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comprehension), and it is also considered as a legitimate aid for the

teaching of other languages. In terms of time spent on grammar,

Tordoir and Wesdorp found that explanation of language structure
is an important part of the teaching programme: about one hour a

week in the upper forms of primary schools and lower forms of

secondary schools (all types of schools). They further observed that

in most Dutch schools the traditional method is used to teach

grammar.
From the observation that the traditional method of grammatical

explanation is used in most Dutch schools, it could be inferred that
the use of one particular approach (rightly or wrongly) would at
least prevent confusion. Between the starting date of my study and
its completion, another Dutch study showed that such an inference
does not hold.

Van Dort-Slijper (1984), Gram~nar I~tstruction in Primary
Education (Grammatica in het Basisonderwijs) arrived at a
conclusion which is not dissimilar to point (2) in [he NCLE

statement (mentioned in 1.3.3). The NCLE Working Party, however,
refers to inconsistent and confusing explanation across the whole

language curriculum, whereas Van Dort-Slijper concentrates on the

same within mother-tongue approaches. Her criticism of the

traditional method is illustrated by examples and includes a

detailed analysis of eight acclaimed language (mother-tongue)
courses currently in use in Dutch primary schools. The analysis

showed that in pupils' material, example sentences and exercises for

consolidation and practice often do not cover the topics explained,
that there is also an imbalance in the way grammatical topics are
spread over the various years, and that pupils' textbooks do not

contain sufficient explanation. These matters contribute to
unnecessary confusion, and she concludes that grammar should be
taught differently, since (a) the traditional method does not provide
sufficient opportunities for transferring grammatical knowledge to

the use of language, and (b) the different criteria to distinguish

sentence elements and parts of speech do not contribute to

understanding the structure of language. She proposes a method of
explanation which is based on the principles of
transformational-generative grammar, and illustrates this point by

demonstrating how the nucleus of the sentence can be explained in

an unambiguous and consistent manner.
A similar objective was also found in the CLIE '84 proposals

(see 2.3.3).
The shift to communicative language teaching has, as mentioned

in the Introduction (1.1), also taken place in other European
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countries. How this affects mother-tongue teaching in The
Netherlands is examined by Kroon (1985), Grammar and
Communication in the Teaching of Dutch (Grammatica en
Communicatie in het Onderwijs Nederlands). Kroon investigates
recent changes towards a more communicative approach in
teaching Dutch (mother tongue) in secondary education. The study
also deals with possible relationships between these changes and
linguis[ic disciplines, which include structuralism,
transformational-generative grammar and sociolinguistics. His
examination of recent publications shows that theoretical studies
reflect the change towards more attention to development of
communicative skills and a diminishing interest in formal grammar,
whereas empirical studies indicate that teachers of Dutch still
consider traditional grammar as an essential part of their teaching
programme. Communicative teaching and language study are seldom
found in teaching practice. Examining the relationship between a
more communicative approach to language teaching and linguistic
disciplines, Kroon found further contrasting results along the same
lines: theoretical work advocates incorporation of linguistic
disciplines into teaching practice, whereas empirical publications
suggest that the influence of linguistically orientated ideas does not
bear upon teaching methods.

The study includes the results of a survey conducted in 1981~2
(analysis of opinions of 631 teachers), and it appears that the
change towards a more communicative approach is not evident from
current teaching methods. According to his analysis, teachers are
generally in favour of the communicative approach, and rather
negative about the predominant place traditional grammar still holds
in mother-tongue teaching. As regards the role of Linguistics, the
results show that most teachers of Dutch are acquainted with
Linguistics and acknowledge (theoretically) its benefit for the
teaching of Dutch as the mother tongue. In practice, however,
Linguistics has hardly influenced their teaching. Kroon also found
that Language Study as an alternative to grammar teaching is not
generally accepted.

The findings mentioned above are particularly relevant to my
objectives and can be summarized as follows.

In The Netherlands, which a priori differs from England in its
motivation to learn foreign languages, it was found that:
(a) mother-tongue grammar plays an important role in primary and
secondary education; it is generally explained according to the
traditional method (Tordoir and Wesdorp, and Kroon);
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(b) the value of Linguistics is acknowledged but hardly brought into
practice in secondary education, and there is little interest in
Language Study as an alternative to grammar teaching (Kroon).
(c) the pupils' books of the most popular mother-tongue courses
(primary school level) contain different and therefore confusing
criteria, and insufficient grammatical explana[ion (Van
Dort-Slijper); an observation which was also found as an argument
bearing upon the NCLE recommendations (1.3.3).

1.3.5 Language across the curriculum
The policy of "language across the curriculum" is usually
interpreted as the language policy recommended in A Language for
Life - Report of the Committee of Inquiry appointed by the
Secretary of State for Educa[ion and Science under Chairmanship of
Sir Alan Bullock FBA (1975), generally known as "The Bullock
Report". The Report is based on a survey conducted in the wider
context of British language education and considers generally:

(a) all aspects of teaching the use of English, including
reading, writing and speech;
(b) how present practice might be improved and the role that
initial and in-service training might play;
(c) to what extent arrangements for monitoring the general
level of attainment in these skills can be introduced or
improved (p. xxxi).

The principle recommendation is awareness of language across the
curriculum, involving teachers of all subjects and pupils of all
abilities. We find grammar is characterized as "an analytical study
of [hose formal arrangements of items in a language by which
utterances have meaning", and the Report continues with a formula
which gives emphasis to awareness of language:

What is under discussion here, however, has wider concern. It
is the degree to which language study of several kinds, and
practice arising from study, can be effective in improving a
pupil's ability to use language in general (11.15).

It appears, however, that within this aim the study of the
grammatical structure of language is not considered as relevant for
improvement of pupils' ability to use language.

The Report uses the word "grammar" more or less as a
pejorative, and mainly as synonymous to prescriptive traditional
grammar. Quotations such as "only a fool would fight custom with
grammar" (Montaigne) and "this is the sort of English up with
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which I will not put" (Churchill) are meant to illustrate its doubtful
value (11.16).Where mention is made of the "linguistic approach" it
is recognized as descriptive, bui still rejected. We read:

It has not been established by research that systematic
attention to skill and technique has no beneficial effect on the
handling of grammar. What has been shown is that the teaching
of analytic grammar does not improve performance in writing
(11.19).

At the beginning of the same chapter, however, the Report states:

Explicit rules and facts about language, that is to say the
outcomes of other people's studies, have direct practical value
to a pupil when (a) they solve particular problems in the tasks
he is engaged on, or (b) he is able to reconstruct for himself
the analysis that led to the rule.

Also in Chapter 7, about reading in the early years, we find that

Careful organisation based on clear thinking about sequence and
structure is essential in the planning of an appropriate reading
curriculum for each individual child as well as for the class as a
whole (7.30).

A recommendation, in the context of written language, in Chapter
11 of the Report reads:

Extensive reading and writing are the basis of language growth,
but pupils should receive specific instructions in such practical
matters as punctuation, structure of words, some aspects of
usage, and certain technical terms helpful for the discussion of
language (Recommendation 129).

It seems that "systematic attention to skill and technique" is also
recommended, for example, for spelling; we read:

In summary we must emphasise that in our view a systematic
approach to spelling should be placed firmly in context...
The climate should be such that the child has a motive for
spelling correctly, and he should then be helped to it by an
effective system (11.14).

A possible contribution of Linguistics is also considered, yet noi
as a positive change (in 11.26):

During the recen[ years there has been a growing interes[
among teachers in the application of linguistics to English
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teaching. Fortunately, this has not taken the form of an attempt
to introduce a"new grammar" into the classroom, as has
happened in the USA.

The Report quotes the following passage from the English syllabus
of a large high school in the USA:

Of all the grammars available we have deliberately opted for
Transformational-Generative Grammar (hereafter T.G.) as the
one that gives us the most plausible 'platform' upon which to
stand...T.G. is incomplete, but it is evolutionary, seeking to
nurture traditional grammar scholarship, [o provide a bridge
from the past to the present, to make English come alive for
the teacher and the student.

This experience, however, does not change the Committee's
attitude. We read:

Bu[ the majority of American teachers to whom we talked felt
that there was no useful place for this kind of work. Many had
tried it and found it to be no more successful in improving their
students' English than the grammar teaching it had replaced.

And the Report states, therefore, without any hesitation:

Linguistics should not enter schools in the form of teaching
descriptive grammar (Recommendation 113).

Bullock's views on the role of grammar are confusing. On the
one hand we find that the Report rejects traditional grammar, that,
in general, teaching analytic grammar is not an effective exercise;
therefore linguistics should not enter secondary education. On the
other hand pupils should think clearly about sequence and
struc[ure, their spelling should be improved by means of an
effective system, they should know technical terms for language
discussion. Also English should not "claim for itself 'separate
development' but it should truly inform the other areas of interest"
(15.6):

Every school should have a teacher on the staff responsible for
supporting his colleagues in language development
(Recommendation 148).

To raise the standards of English, it seems that mother-tongue
specialists should have a different role in the curriculum, however:

A school deciding that English shall be taught as a separate
subject should insure that it reaches out to other areas of
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interest, drawing upon them for its material through close
co-operation with the teachers concerned (Recommendation 170;
and 15.6).

Throughout the country schools adopted a policy along the lines
of Bullock's "language across the curriculum". The recommendations
are clearly a step towards co-ordination and co-operation, but
exclude awareness of the relationship between English and other
languages, as found in the 1981 NCLE Recommendations (1.3.3). The
difference between the two policies of language awareness is that
one (Bullock) recommends "awareness of language (meaning: English)
across the curriculum", whereas the other (NCLE) recommends
"awareness of language (meaning: phenomenon) across the language
curriculum".5

In publications about the role of language across the
curriculum, the need for co-ordinated (language) teaching and the
role of grammar in such co-ordination, teachers' opinions about
these matters are seldom included, and scarcely examined (to my
knowledge). The one example I could find, dealing directly with
opinions, is Matthews (1979), "The views of school heads: a survey".
It examines the views of Headteachers on the curricular role of
Modern Languages, aad the problems of organizing language
courses in maintained secondary schools. The report is based on an
analysis of 53 replies.

The first questions of the survey deal with the question of
whether a foreign language should formally be included in a
common core curriculum. Several Headteachers differentiated
between ideals and practical possibilities, and suggested that
problems such as staffing, course design and pupils' motivation
would severely restrict opportunities for teaching a foreign
language as a core subject up the age of 16. The next question
deals with opinions about the introduction and organizational form
of Language Study:

How might language study be related to the study of the
mother tongue?

Matthews found the following opinions:
(1) There is a need to encourage awareness of the structure of
language and for teachers of foreign languages and the mother
tongue to agree on appropriate common objectives, which might

5 For fur[her discussion, see Chapter 2.
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include comparative and contrastive approaches to points of
grammar.
(2) Linguistic structure should be treated in the curriculum of the
upper secondary school (14-16), and such courses might be
particularly appropriate for the sixth form.
(3) A close and regular liaison between foreign languages and
mother-tongue departments should occur.
(4) Foreign language study could be most effectively related to the
mother tongue within a general Language or Humanities
Department; such a form of organization could provide classes with
courses in the mother [ongue and in a foreign language taught by

the same teachers.
(5) There should be a less formal association of the language
disciplines: an unstructured comparative~contrastive approach giving

attention to, for example, cognates and loan-words.
(6) Language study is only suited for a small minority of pupils
possessing appropriate sensitivity and powers of abstraction (pp.
91-2).
Matthews' general conclusion is that most respondents are in
favour of a related approach to languages in the curriculum, but
there is no agreement as regards the organization and form of such
a course.

If teachers express their opinions, generally in short articles
published in journals of professional organizations, their views tend
to be related to various non-linguistic issues which can be
considered as characteristics of the educational system; this was
also found in Matthews' survey.b

1.3.6 Characteristics of British language education
Publications related to the applicability of general theories about
language teaching and learning in British education often include
various extra-linguistic aspects, which should serve as explanation

of the problems in raising standards of languages to a level which

is comparable to that of other European countries (e.g. NCLE

Papers and Reports, 1979a, 1979b, 1981, 1984a, 1984b, 1985; various

CILT Reports and Papers; The Bullock Report, 1975; "English in

Education", Journal of the National Association for the Teaching of
English; the DES discussion papers "Modern Languages in

Comprehensive Schools", 1977, and "Classics in Comprehensive
Schools", 1977).

6 For further discussion of Matthews' survey see 1.3.7
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Motivation to encourage foreign language learning (mentioned in
1.3.2) is one issue which may account for certain differences
between language education in England and other European
countries. Other aspects, however, should also be mentioned in this
context: aspects in the wider context of British education, which
are regularly mentioned as constraints upon improvement.

A. The influence of politics on education
If we review the last 25 years of British Government policy, the
consequences in terms of changes in the educational system in
England and Wales will be clear. In 1964 the Labour Government
launched the Comprehensive Reorganization as a national policy
(Circular 10~65); all schools were to be non-selective and cater for
children of all abilities. In 1970 the Conservative Government
decided that there should not be a uniform pattern of secondary
organization (Circular 10~70) and withdrew ihe former Círcular.

Under the Labour Government England went comprehensive
again in 1974 (confirmed in the Education Act, 1976), and gradually
all maintained schools, including most grammar schools, were
reorganized along comprehensive lines. In 1979 the comprehensive
principle was repealed by the Conservative Government (confirmed
in the Education Act, 1979).

In anticipation of return to office, the Labour Party prepared
another document in 1982 to abolish independent schools. The then
existing examinations, including "A" levels, were to be swept away.

The year 1987 started with a proposal in the opposite direction.
The (Conservative) Hillgate Group, associated with the National
Council for Educational Standards, published Whose Schools ? A
Radical Manifesto. They object to the new GCSE examination
(1988) as a"dangerous and unjustified departure" from fair and
exacting examinations. The argument is that removal of objective
tests of pupils' achievements (by the new assessment procedure)
will hasten a decline in standards. Their idea is to reintroduce the
selective school system with different examinations for different
abilities. To achieve this the LEAs must be deprived of the power
to provide schooling.

B. Control of Local Education Autóorities (LEA)
Not only the fact that mainiained schools are under government
control distinguishes this sector from independent schools. Within
the maintained sector policies vary significantly by geographical
area: differences which depend largely upon the individual views of
121 Local Education Authorities. Their powers regarding
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continuation or reinstatement of selective schools, and supply of
books and other teaching materials, are just a few examples.

C. The examination system
Until replacement by GCSE (General Certificate for Secondary
Education) we have separate examinations at lower and higher level:
CSE (Certificate of Secondary Education) and GCE (General
Certificate of Education).

In England and Wales the CSE examinations are conducted by
14 different Regional Boards, each with different requirements, and
the GCE examinations are conducted by eight different Examination
Boards, also each with different requirements.

The system will change in 1988 and criteria will be nationally
established; the existing examination boards will act in groups, but
they will maintain their own identity (see 7.1).

The examples below will illustrate this (still applicable) aspect
of British language education which is generally recognized as most
confusing. Sources used are the CILT (Centre for Information on
Language Teaching and Research) publication, Modern Languages,
Examinations at 16t (Moys, 1980) and, for English, individual
publica(ions of the Examination Boards (1979). (It should be noted
that the CILT does not include English as the mother tongue in
their concept of "languages".)

For the summer examinations in 1979, five out of the eight
GCE Boards did not have a syllabus for French grammar, whereas
the other three Boards had a four-page structure list for speaking
and writing.

For English the differences in requirements were also evident:
"attention will be paid throughout to sentence-construction"
(Associated Examining Board), "the examiners will attach great
importance to sentence structure and punctuation" (Oxford and
Cambridge Schools Examination Board); but there was a much more
flexible phrasing of requirements in, for example, "the objectives of
the examination are to avoid mistakes of punctuation, grammar,
spelling" (Joint Matriculation Board Examinations Council) and
"candidates will be tested on their understanding of and response
to a passage" (Welsh Joint Education Committee).

Differences were also found in Regional CSE Boards. One of
the most obvious differences is between what the various boards
expect pupils "[o know" for active use in speech and writing, and
what they are expected "to recognize". This applies mainly to the
more difficult topics, for example, for CSE German, one Board
requires that candidates are able to use the subjunctive (CILT



23

table 90), whereas another board requires that candidates are able
to recognize the subjunctive (CILT table 93).

For the less popular language examinations, some boards provide
a comprehensive list of grammatical structures to be known, and
others give a limited description of what is required. For example,
one Board gives a list for Spanish which runs to approximately half
a page and covers grammatical items in conventional terms (CILT
table 102), whereas another Board requires that candidates know
"the common regular and irregular verbs, including reflexives" and
specify six grammatical topics which candidates should be able to
use, and seven grammatical topics they should be able to recognize
(CILT table 110).~

Once the different Boards have come to a firm agreement and
the National Criteria at 16f are fully established, the syllabus
contents will be agreed and "unified" from an organizational point
of view, but this will certainly not create a policy of "national
teaching". Preparing pupils for public examinations will a priori
remain the responsibility either of a team of language teachers
across the curriculum, or of a team of teachers within one
Department, or of [he individual teacher.

In practice, the form chosen will remain a matter of opinions,
rather than one of requirements, although partly but inevitably
determined by issues such as organizational structures and school
types.

D. Single-sex schools
Another characteristic of British education is the large number of
boys' and girls' schools, in the independent sector in particular.
Since the comprehensive system was established, single-sex schools
are, however, still among the remaining selective schools in the
maintained sector.

Recent research pays considerable attention to the relationship
between the sex of pupils and interest-cum-achievement in foreign
languages. Burstall (1974) writes about an experiment which shows
that significantly more girls than boys like to learn foreign
languages: boys feel that there are more important subjects on
which they should concentrate their efforts. The difference also
seems to be of a psychological nature. Burstall refers to Robinson

~ For the grammatical contents of the present GCE O-level
syllabuses and the CSE syllabuses as relevant to this study, see
Appendix IV. For the contents of the 1988 Syllabuses, see 8.2.2.
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(1971) who has suggested that "being good at language" may be
seen as admirable for girls, but unmanly for boys. Burstall states:

The view that foreign language learning is a more suitable
accomplishment for girls than for boys is undoubtedly still
current in our society, reinforced by the fact that a knowledge
of foreign languages has a direct and obvious application to the
future employment possibilities open to girls, but it is still less
clearly relevant to those available to boys (p. 69).

A survey conducted at 447 schools, both single-sex and
co-educational schools, found unpopularity of French and German
for boys (DES, "Curricular Differences for Boys and Girls", 1975).
The imbalance bet~veen boys and girls taking language
examinations appears to be on the increase (DES, "Consultative
Paper on Foreign Languages", 1983). Littlewood and Powell (1982)
attempt to account for the imbalance in their article "Foreign
Languages: The Avoidable Options'; pupils' interest, motivation and
drop out are further investigated along the same lines (e.g. Powell,
1986).

Whether language teaching in girls' schools compared to boys'
schools also shows a different attitude towards grammar across the
language curriculum has not yet been examined (to my knowledge).

1.3.7 Criticism oa British language education
Some aspects of British education, mentioned as "characteristics" in
the previous section, also give rise to criticism, in particular when
they are related to the consequences of government policy. In
particular for readers not familiar with the complexity and
criticism of the British system, and to illustrate its relevance as
background to this study, a few publications are mentioned here as
representative for some extra-linguistic issues directly related to
language education.

The educational system and the teaching of foreign languages
In Second Language Learning: Researclt Problems and Perspectives,
Page (1985) refers in his article "Research and the teacher of
foreign languages in secondary schools" to teachers' motivation, the
comprehensive system and drop out after the option year of 13t:

At a general political level all teachers, and language teachers
among [hem, need encouragement. It is a long time since morale
in the profession was as low as it is now. It is disheartening,
for example, that comprehensive school has become for so many
people a pejorative term....Two-thirds of our secondary school
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pupils give up foreign language learning at the earliest
opportunity, at age 14t....If the situation is improved, are the
authorities at local and national level willing to solve the
organisational problems that arise ?(p. 29)

Page continues about the pupils' achievements in foreign
languages:

To get to matters to do more directly with language
teaching~learning: why is it that most of our learners appear to
perform so modestly after something like 500 hours of
instruction? Are the objectives wrong? Are the teachers
generally poor? Are the methods wrong? Or is language learning
so complex and difficult a business that what our current pupils
do is in fact all that can be expected? (p. 30)

He further refers to the workload (double periods in large mixed
ability classes) of British teachers, also determined by involvement
in too many activities in addition to teaching. Most therefore have
little time or energy for self-improvement, although it is still
through their judgement that teachers can gauge what methods
work best:

We must remember also, however shocking it might be for us,
that the majority of teachers do not read books on professional
matters, they do not read articles, they are not members of the
language associations and therefore do not go to branch
meetings or receive journals. They must be reached through
massive and compulsory in-service training programmes. And
those programmes should first concern themselves with what an
outsider sees that teachers need (p. 32).

The educational system and the teaching of English
Problems regarding mixed ability teaching are criticized as an
unfortunate consequence of the comprehensive system. Taylor (1981)
writes in his article "English mother-tongue teaching" in Issues in
Language Education (NCLE Papers and Reports 3):

The question of mixed ability will no doubt continue to be
controversial, though the Bullock Report saw it as "the form of
grouping which offers the most hope for English teaching"
(15.12). A recent HM report found the practice of mixed ability
teaching to be unsatisfactory, which would suggest that though
the process is sound and fits well with informed views of
language development, there is a need for a development and
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dissemination of good practice if it is to be successful with the
generality of English mother-tongue teachers (p. 187).

The Bullock Report (see 1.3.5) also includes, extensively, a
number of extra-linguistic issues which are felt as deficiencies in
British language education, e.g. staffing ratio (Recommendation 152),
the organizational structure of schools (Recommendation 139), and
differences be[ween LEAs:

There is a considerable variation in the expenditure on books
between local authorities , and when all qualifications have been
made it is clear that some make inadequate provision. The
disparity between individual schools is disturbing
(Recommendation 283).

As regards teachers' qualifications it was observed that:

(i) a[hird of the teachers involved in the teaching of English
have no discernable qualification for the role;
(ii) over a third of the teachers involved in the teaching of
English spend less than half their time on it;

and consequently there is "an unsatisfactory situation in which
English is taught by so many teachers without appropriate
qualifications" (Recommendation 177).

And about part-time teachers the Report says that:

there is evidence of ... the employment of a considerable
proportion of part-time teachers. These factors work against the
continuity so important to English teaching and against
collective planning within the English Department
(Recommendation 176).

The educational system and the teaching of Classics
The DES (1977) discussion paper Classics in Comprehensive Schools
concludes:

Classics teaching has moved a long way from the time when
classics courses were geared to the task of training potential
scholars. Much remains to be done. The rationale of classical
studies courses needs to be developed and clarified (p. 58).

The paper states as main constraints:
(1) time: the need to compress the course into a much shorter
space than was once allowed;
(2) the ability of pupils: the presence in Latin and Greek sets of
pupils who would formerly have been excluded on grounds of



27

ability, alongside pupils of considerable linguistic competence
(and the presence of pupils of a full range of ability in classical
studies groups);
(3) the voluntary principle: the move away from Latin as a core
subject, to it being one which is normal for the abler pupils but
which they can choose to drop;
(4) staff: the lack in some schools of teachers with good
qualifications in the subject, except perhaps on a part-time or
shared basis, and the vulnerability of most classical departments,
because of their small size, to the effects of teacher instability
(P. 47).

The consequences of the non-selective system in the maintained
sector are apparent from points (2) and (3).

Although in a more recent survey of Classics teaching, DES
(1984) Classics in Independent Schools, HMIs found that standards
appear to be in most cases "high and occasionally scintillating",
they criticize these schools for tending to gear their teaching to
the most talented children:

The place of Classics should be seen in terms of what it has to
offer by way of an educational experience to all pupils, not just
to some (p. 37).

The point that schools in the independent sector also educate
pupils of different levels of ability is excluded from the argument.

Heads of schools: viewpoints
When we now return to Matthews' (1979) survey (see 1.3.5), we
find also as main constraints on improvement of language
education: government influence on the system, compulsory mixed
ability teaching being demotivating for teachers, and, as in most
countries, the educational budget. As other constraints we find
again pupils' motivation, and the general decline in foreign
language learning in comprehensive schools (as opposed to
independent schools).

Matthews asked Headteachers:

In your view, what major constraints affect the provision of
school foreign language courses ?(p. 92)

In summary, the following opinions were found. There was the
difficulty of recruiting skilled language teachers as a major
constraint (in some cases, the chief constraint) in the 11 to 16
sector. Some Headteachers referred to particular deficiencies in
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foreign language staff: lack of knowledge of inethods and materials,

unwillingness to teach a foreign language course leading to a

variety of objectives, or lack of enthusiasm for teaching their

subject in a comprehensive school. Other constraints most

frequently mentioned were problems of timetabling and arranging
classroom space, particularly for "uneconomic" language classes,
which affect in particular parallel "O" level~CSE classes and second
foreign language options.

Furthermore, pupils' lack of motivation for foreign language

learning, the conflict between comprehensive school principles,

especially with regard to mixed ability grouping, and the need for

setting in many foreign language courses were mentioned.
Some Heads felt that there was a danger of further decline in

the study of a second foreign language, as it tended in many
schools to be regarded as an elitist subject and therefore
incompatible with some interpretations of the comprehensive ethos.

Other Headteachers also instanced problems of transfer from
lower to upper schools, especially in respect of inethodology and

grammar coverage.
Attention was also called to a variety of other issues such as

lack of suitable teaching materials for the extremes of the ability

range, the problem of ensuring stability of stafiing where no

sixth-form work was available, and difficulties in arranging

maintenance of audio and visual equipment.

1.4 Conclusion

The background of this study includes diverging topics: the

changing role of grammar in language teaching, motivation related

to the role of foreign languages in the curriculum, and proposals

for an agreed and defined language syllabus, as a result of the

view that pupils should be made aware of the relationship between

their mother tongue and other languages. Also, the role of grammar

in a policy of language across the curriculum, and the role of

mother-tongue grammar in a country (The Netherlands) where
motivation to learn foreign languages is stronger than in English

speaking countries.
Integration of various extra-linguistic aspects of British

(language) education is based on my view that a study which
includes teachers' opinions and attitudes should be conducted in the
wider context of their profession.

The topics mentioned as background of this study cover its

main concern: the role of gramnsar in teaching languages to
different ability groups in a given edt~catio~zal system. The general
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concept of "language teacher", already implies a dichotomy: on the
one hand, he deals with the phenomenon "language", on the other
hand, as "teacher", he is an educationalist and expected to
"function" in a given system.

I have attempted to explain that "functioning" in the British
educational system means functioning in a system that is strongly
politically based, with ongoing disagreement, backwards and
forwards, about a non-selective "education for all" as opposed to a
selective system. The dominance of political rather than educational
criteria has many and far reaching consequences for the aims,
objectives and achievements of language education; they have to be
recognized in a study of this nature inasfar as they also impinge,
as they do, on the task and the stance of the teacher who
attempts to implement aim and achievement in the language
classroom.

1.5 Objectives
The aim to improve language teaching and learning in British
secondary schools is evident. The Bullock report (1975) exhibited an
attempt to raise the standards of English and developed a
programme which involves all teachers across the curricula of
primary and secondary schools.

A general dissatisfaction can be observed about interest in and
standards of foreign languages and the present policy is to raise
these standards and to encourage interest at a national level.

The dominance of French is traditional, and it is taught in
primary and secondary schools. Some 15 years ago, the
Nuffield~Schools Council developed courses in German, Italian,
Spanish and Russian for the age range 11 to 16 in mixed ability
classes.

In view of this, the effective co-operation and co-ordination in
schools of all teachers involved in language education is
recommended by some parties. Formal proposals for a programme of
Language Awareness have recently been submitted in conjunction
with the new examination, to commence in 1988.

It is point (2) of the 1981 NCLE recommendations (mentioned
in 1.3.3) in particular which contributed to the objectives of this
study, viz.

at present pupils receive conflicting and confusing messages
about the nature, function and use of language from teachers of
English and teachers of foreign languages. To avoid this,
specific areas of school work where co-operation and
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co-ordination between the two is necessary should be agreed and
defined.

This recommendation conveys, in fact, six statements:

(a) pupils receive conflicting and confusing messages;
(b) these messages are about the nature of language,

the function of language,
the use of language;

(c) pupils receive these messages from teachers of English and
teachers of foreign languages;

(d) conflicting and confusing messages should be avoided;
(e) there are specific areas of schoolwork where co-operation

and co-ordination is necessary;
(f) the specific areas should be agreed and defined.

The objectives of this study include an attempt to find empirical
evidence to support these statements. As a specific area of
schoolwork where co-operation and co-ordination may prove to be
necessary (point (e) above), explanation of language structure
across the secondary curriculum is taken as a case in point. In
addition to Departments of English and Modern Languages, to which
the above recommendations apply, the Department of Classics is
included, on the comparable basis of interpretation of the role of
Classics in a"grammar awareness programme" (see 2.4). In The
Bullock Report, the role of grammar is considered of limited
importance for the objectives of mother-tongue teaching. It
reflects the view that language skills must be "acquired" naturally
through expressive use of language rather than through "teaching"
language skills as deliberate classroom activities. Its concept of
"language" does not include the foreign languages across the
curriculum; the possible linking role of grammar is therefore not
considered.

Recent Dutch studies, mentioned in 1.3.4, showed the imperative
role of grammar in mother-tongue teaching with emphasis on the
traditional method of explanation; the influence of theoretical
studies on communicative teaching and on incorporating newly
developed linguistic disciplines into teaching practice cannot be
observed.

The grammatical content of language syllabuses is not always
specified by GCE "O" level and CSE Examining Boards, and debate
about the criteria for the national examinations still continues (see
1.3.6).

It is within the objectives of this study, by means of a survey,
to examine teachers' views about the role of grammar across the
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language curriculum. My survey is on a rather small scale, yet it
attempts to include teachers from all types of school: the
maintained and independent sectors, the non-selective and selective
types, and those with a single-sex and co-educational population. In
the differentiation of school types, the aim is to examine opinions
about the role of grammar within the wider context of the
teaching profession in the British educational system. As [o the
differentiation between sector and type, my purpose is to avoid a
common confusion in discussions and publications, where in my view
there is often too much emphasis on the difference between
maintained and independent schools. Such observations, however, as
of lesser achievement of foreign languages in maintained schools
than in schools not under state control, may apply rather to the
difference between non-selective and selective schools. The
confusion may be compounded or hardened by political polarization
of the "equality" of non-selective schools for all versus the
"elitism" of the independent schools.

The survey therefore includes selective maintained schools and
examines whether "entrance requirements" may be in fact the more
significant variable, at least in any bearing of school type on the
matters considered in this study.

This would not be to say that entrance requiremen[s would
intrinsically affect the degree of interest in foreign languages. If
response to encouragement of language study is associated with
ability to pass an entrance examination, this would suggest that the
problems may be not in the standards of secondary education, as is
often suggested, but in the standards of primary education.

The other obvious implication of this variable is that pupils
who meet the entrance requirements of selective schools, in both
sectors, have not only the ability to do so, but also the educational
motivation. This may spring originally from parents in seeking a
place, but is fostered and sustained by the school's expectations of
its pupils. If the school is streamed, a"lower ability" class will still
be expected to pursue the subject through to "O" level, and taught
accordingly.

This would not apply to a"lower ability set" in a non-selective
school. It is part of the ethos of comprehensive schools to provide
"options" for their fourth- and fifth-year pupils in the form of
simple alternatives for the "less academic".

In the differentiation of school population regarding sex
differences, the aim is to examine whether the observations that
interest-cum-achievement in foreign languages are sex related
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(1.3.5) are reflected in the importance of grammar across the
language curriculum of single-sex schools.

Further aspects, which are mentioned in this chapter,
contributed to [he contents of the questionnaire for the survey.

The objectives raise four main questions which I shall attempt
to answer. In English secondary education:

(1) To what extent is pupils' understanding of mother-tongue
grammar considered to be important across the language
curriculum?

(2) Which method is thought to be most suitable for explanation of
language structure?

(3) To what exteni is reference to the structure and vocabulary of
other languages considered to be important, within the concept of
language awareness?

(4) Are there grounds for an agreed and defined grammar teaching
programme, at least in any one school?

The answers to these questions are based upon a survey about
teachers' opinions, and on examination of the role of grammar in
classroom material currently in use. The results are discussed in
conjunction with the concept of "language awareness" as a policy
across the curriculum, and with the role of grammar in the
language syllabuses at present. The conclusion will be related to
the criteria for the 1988 examinations at 16f.



CHAPTER 2

THE ROLE OF GRAMMAR IN SECONDARY SCHOOLS:

GRAMMAR ACROSS THE CURRICULUM

What kind of curriculum is it in which "grammar" must only be
mentioned with a shamefaced apology ?

Hawkins, Twentyman Lecture, 1982

2.1 Introduction

The role of grammar in what is known as "Language Awareness"
across the curriculum is discussed in this chapter. It is examined
against the background of its development (1975-85) and i[s role in
the curriculum.

The Language Awareness movement was introduced in British
education in the mid-70s and The Bullock Report (1975) can be
considered, for all types of education, as the principal instigation
and further source for development of this policy. In discussions
about applicability of language awareness and its organizatíonal
form, in criticism and reviews, as well as in proposals for the new
examination at 16}, we find the terms "language awareness" and
"curriculum" often used as synonymous with the phrase "language
across the curriculum", in the "Bullock-sense", whereas these terms
are meant to refer to a different type of awareness and an
interpretation different from Bullock's "across the curriculum".

Today's use of the term Language Awareness, without further
specification, could refer to Bullock's concept or to that of the
National Congress of Languages in Education. It could also mean
(although less well-known) an awareness programme based on
Educational Linguistics. It could refer to awareness of language
across the whole curriculum, including all teachers, or to part of
the curriculum, including all language teachers, yet with different
ideas aboui the involvement of Classics. It may mean Language
Study as a separate curriculum subject and intended to lead to an
examination, or as a foundation course for all pupils in the early
years of secondary education as, for example, a first-year
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replacement for the study of one particular foreign language, or as

an early year addition to the curriculum.
The syllabus for Language Awareness may be devised for pupils

of mixed abilities, or as an ancillary for the more able prospective
linguists. The syllabus contents may be focussed on language
awareness in its widest sense ( including, for example, non-verbal
communication, language in child-care, history of language,
grammatical patterns and structures), or the grammatical
relationship between languages may be emphasized, taking
Linguistics or Classics as ancillaries.

The various proposals, aims and syllabus outlines are in fact
derived from only two basic concepts of "language awareness",
which are two different proposals for integrating different [ypes of
awareness as a language policy in the curriculum. The applicability
of the two basic concepts or models should be kept distinct but it
should also be realized that they are not necessarily mutually
exclusive.

On the one hand we could say that the two basic models
represent different views on the role of "language" in schools; on
the other hand it appears that for certain aims and objectives the
policies are interrelated, sometimes even similar or very much the
same.

In sections 2.2.1-2.2.3 I attempt to unravel the two basic
models, as revealed in 1974 and 1975: the "Bullock" (first)
definition and the "Hawkins" (second) definition.

It appeared that awareness of the confusion as well as a
further awareness of the shortcomings of both models led to a
third definition, a synthesis which I shall call "Language Awareness
Synthesis 1985", henceforth LAWS 1985 (in 2.2.4).

In 2.3.1 and 2.3.2 the relationship between LAWS 1985 and
Linguistics is discussed as far as the role of grammar is
concerned, in theoretical publications, in teaching materials and in
the syllabus of seven schools, which started some form of
awareness programme.

Linguistics, as an ancillary across the language curriculum, is
discussed in 2.3.3.

Sections 2.4.1 and 2.4.2 deal with the role of Classics in
today's curriculum, and with one school which adopted an
awareness programme, taking Latin as ancillary for language study.

This is followed by a conclusion of the findings.
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2.2 Grammar across the curriculum and Language Awareness

2.2.1 Language Awareness: three definitions
As mentioned above there are two basic models of language
awareness programmes. They are based on different principles and
consequently, in both teacher training and in schools, the focus of
the two types of language course is different.

One model of "language awareness" (introduced in The Bullock
Report, 1975) is directed to "language across the whole curriculum"
and includes all teachers; the other type of "language awareness"
(mainly introduced by Hawkins, 1974) is projected towards "language
across part of the curriculum" and is restricted to teachers of
English and foreign languages.

Both policies of "language awareness" lead to proposals for
"language study" courses for both teachers (in initial and
in-service training) and pupils.

The "Bullock type" language policy aims to raise the standards
of English with equal attention for primary and secondary
education.

The "Hawkins type" aims to raise the standards of English and
foreign languages; the emphasis is on language awareness in
secondary education but it is also recommended for primary
education (with special attention to the transition to secondary
schools) to prepare pupils for language awareness in later years.

2.2.2 First definition : The Bullock Model
In The Bullock Report, A Language for Life (1975), "language
awareness" is not just focussed on the study of English, it takes
English as the core of the policy. "Language across the
curriculum" is developed to raise the standards of English in
speaking, listening, reading and writing, and teachers of all
subjects should be involved in this aim. The Report recommends
that in (secondary) schools all (subject) teachers need to be aware
of the linguistic processes by which their pupils acquire information
and understanding, and they need to be aware of the implications
for their own use of language (Recommendation 138 i).

To achieve this, all teacher training should include a
compulsory course in language and reading (Recommendation 308);
for teachers who are already appointed, in-service courses on the
role of language in all classrooms should be made available
(Recommendation 325). From an organizational point of view it
means that
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every secondary school should have an organised policy for
language across the curriculum. The responsibility for this policy
should be embodied in the organisational structure of the
school (Recommendation 139).

In practice, it is the English department which takes a central
position in terms of planning, operation, guidance and support
(Recommendation 169), and one teacher should be specially
responsible for a co-ordinated language policy (Recommendation
148). Pupils should be taught how they can discover language
(read: English) in all its uses. The Report recommends that,
although the child "knows" the mother tongue already, this
knowledge should be brought to life by its own efforts:

to bring knowledge into being is a formulating process, and
language is its ordinary means, whether in speaking or in
writing or the inner monologue of though[ (4.9).

The reason for "bringing knowledge into being" is not only [o
raise the standard of oral and written performance in the mother
tongue. The objectives include awareness of the relationship
between language and society, and recognition of non-standard
forms of language along the lines of sociolinguistics. The policy
aims to contribute to awareness and understanding of dialect and
accent; the findings of Labov (1964) have contributed to the
Committee's belief that

a child's accent should be accepted, and that to attempt to
suppress it is irrational and neither humane nor necessary (10.5).

This belief implies that the Committee differentiates (for oral
performance) between regional accents and regional structures:
variations in accent are accepted, but to raise the standards of
English, the child should learn to change the grammatical
structure of its regional variation. And this without being
"taught", but as "naturally acquired" in the classroom.

This seems a most complicated task: the common grammatical
differences between regional variations and "standard" English can
be explained with little effort; e.g. in sentences of the familiar
pattern "me likes it", a simple lesson about the difference between
subject and object, and subject-verb agreement, is probably more
efficient than constant correction of the same pa[tern. Moreover,
has the Committee different criteria for non-standard vocabulary
and non-standard structures? When we study the Examiners'
Reports, the same types of grammatical error in oral and written
performance are mentioned each year. Reliance on the spoken word
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is one example in this context. For instance, the Oxford Board
(1986) gave examples of the slovenly attitude to written English,
quoting from "O" level examination papers:

Mr Baines variously thought his wife a"real pain, a dopey git, a
creeper because of her puddin" (University of Oxford Delegacy
of Local Examination, General Report, 1986, p. 46).

Awareness of language also includes the correlation between
linguistic behaviour and psychological processes underlying that
behaviour, along the lines of psycholinguistics. What is currently
called a "Child-Care programme" has its roots in the
recommendation that

Awareness of language will also contribute to understanding the
adult's role in young children's linguistic and cognitive
development (5.11).

The Report gives the impression that its language policy takes
understanding of "language" as a phenomenon (how it is acquired
and what it does) as the basis for improving the command of
written and spoken English, and it implies that teachers should be
trained in the field of applied linguistics, psycholinguistics and
sociolinguistics. It is therefore remarkable that in this concept of
"language" the relationship between English and other languages is
not considered; in other words, how "language" works. Probably,
since the Committee holds the view that awareness of the structure
of English should be acquired and not taught, awareness of common
characteristics and differences between languages in the curriculum
is therefore excluded. Study of such relationships would lead to
the introduction of descriptive linguistics, and that should be
banned as being not suitable for schools (see 1.3.5). The Report
believes that

the influence linguistics can exercise upon schools, lies in the
concept of the inseparability of language and the human
situation (11.26).

Several schools started a language programme in accordance with
this policy and new teaching material for "language study" became
gradually available. The Bullock Report became a conversational
topic in the educational world for many years, leading to
publications of both appreciation and criticism on various grounds.

It is outside the scope of this study to discuss all the pros and
cons. The role of grammar is what concerns us here.
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The view on grammar in the Bullock model is criticized, for
example, by Gatherer (1977) in Language Across the Curriculum,
the Implementation of the Bullock Report in the Secondary School.
With Bullock, Gatherer doubts the justification of traditional
grammar, but he argues for the educational value of descriptive
linguistics. In his view, teachers of English, in secondary schools in
particular, should use grammatical knowledge more explicitly. This,
on the grounds that the discussion of texts, whether in reading or
in the pupils' own writing, requires descriptive terms for talking
about language. Teachers should be capable of giving lessons in
grammar in order to explain a point of style, to show how common
errors can be understood and avoided and to give pupils guidance
as to how they can construct more effective sentences.

Gatherer goes further than this: teachers of all subjects should
be sufficiently familiar with the terms and concepts of linguistic
analysis to enable them to speak usefully about the language used
in pupils' work.

A systematized programme of grammar work is not considered
useful. Gatherer recommends that the teachers should take every
opportunity that arises to use the terms which facilitate reference
to linguistic features. This leads to the gradual conveying of a body
of terminology as the need for the terms arises. He calls this "the
process of inention" and through "mention" the pupil will acquire a
vocabulary for talking about language. This approach avoids putting
the burden back on teachers of English to give pupils a grounding
in grammar. Gatherer argues that teachers should realize that

almost everything that Chomsky, Halliday and others say about
English applies to French, German, Russian and other modern
languages. The more academic pupils could benefit from a
specially devised course of grammatical study to give them an
understanding of "universal" grammar (pp. 28-64).

This view follows Bullock's "whole-school language policy" but
includes awareness of language structure based on the principles of
descriptive lingustics.

2.2.3 Second definition: The Hawkins Model
The second definition refers to awareness of language across part
of the curriculum and is concerned with the relationship between
English and foreign languages. This concept of language awareness
was introduced by Hawkins (1974) at about the same time as the
publication of The Bullock Report (1975).
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Hawkins' policy aims to raise the standards of bo[h English and
foreign languages and to involve all teachers of these languages in
this aim. They should establish common objectives and co-ordinate
their teaching. Moreover, the study of language should not be
restricted to the languages in the school curriculum; it should
include, where applicable, the mother tongue of immigrant pupils.

In 1974, Hawkins' article "Modern languages in the curriculum"
appeared in a collection of papers, as a result of a conference on
language in the middle years of secondary education. The papers
were published under the title The Space Between ... English and
Foreign Languages at School (Perren, 1974). The conference was
focussed on the question of whether the traditional distinction
between the teaching of English and the teaching of modern
languages as two distinct educational activities should be preserved,
or whether there are areas of mutual interest, which could be
explored to the benefit of both, in teaching and in learning.
Participants in the conference approached this issue in different
ways, according to their views and priorities, but the result of the
conference was acceptance of Hawkins' proposal to introduce the
"study of language" as a course in the secondary curriculum:

such a course would aim to promote an awareness of differences
in language behaviour and should consciously aim to increase
sympathy towards speakers of other dialects and languages with
a different background or culture (p. 113).

In this first proposal for language awareness as "language study"
in the curriculum, we recognize the sociolinguistic and
psycholinguistic tendency of the Bullock definition. A few schools
started this programme, with only little theoretical information and
guidelines for teachers and no teaching material: [he syllabus
content was largely a matter of teachers' own invention.

In his article "The linguistic needs of pupils", Hawkins (1979a)
justifies the need for introducing "the study of language" as a
separate curriculum subject in the context of the role of the
school. He argues that in society at present the role of the school
is to prepare pupils to live in a polyglot world, and the study of
language will contribute to appreciation and understanding.

The language learning programme should start in primary
education by education of the ear, setting up expectations for
future learning, teaching pupils to match sounds to written
symbols and to explore the phonology of one or more European or
ethnic minority languages.
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In secondary schools the role of language as an entity study
would be

to fill the vacuum which at present separates the teaching of
the mother tongue from the foreign language. The average pupil
finds on his timetable two subjects, mother tongue and foreign
language, taught with no reference to each other, by two
different teachers, each of whom has had a distinct specialist
training, in the course of which they have seldom met, seldom
exchanged ideas, and each of whom uses a grammatical
terminology which may lead to the pupil being asked to attach
different concepts to the same linguistic label (p. 40).

To argue against the possibility that "language study" would not
find a place as a separate subject in the curriculum, and teachers
would not be trained to conduct such a course, Hawkins (1979b)
considers the disadvantages of such decisions in his article
"Language as a curriculum study".

The arguments are various and some are not dissimilar from
Bullock's reasoning, e.g. "most teachers are not equipped, by their
present training, to discuss language as an aspec[ of human
behaviour". "The present lack of awareness among parents of
language acquisition of their babies" and "ignorance of the history
of native and immigrant languages and linguistic prejudice" would
remain.

About the content of a language course, Hawkins argues that it
should include the relationship between language and thought. From
his arguments it seems as if Hawkins attempts to protect pupils
against different kinds of misery; he gets a little carried away with
his examples, e.g. that, as voters they are "often unaware of the
influence of the 'hidden persuaders' in the media", that therefore
language study will help the voter to be no longer "vulnerable to
the trap of failing to distinguish between concepts which differ
because the differences are masked by linguistic labels attached to
them". The conclusion of the considerations in this article is the
same as in the article mentioned above (Hawkins 1979a).

Hawkins' (1981) main study on language awareness is Modern
Languages in rhe Curriculum. The line of thought is again the
same as in his three previous articles, although with more
emphasis on the value of linguistic awareness for both the
academically able pupil and the slower learner. Hawkins looks
critically at the justification of the place of modern languages in
the school curriculum on vocational grounds, and discusses the role
of French as the first foreign language in British schools, followed
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by a full account of the history of language teaching methods. The
core of the study is, once more, his belief in the educational value
of language study together with teaching methods and curriculum
design.

In practical terms, Hawkins suggests an outline for a secondary
school course in awareness of language,

to be taugh[ as a bridging course in conjunction with mother
tongue and foreign language (p. 292).

The objective is:

(i) to provide a"bridge" between English and foreign language
learning and between English and the mother tongues of
immigrant pupils, encouraging the use of common
terminology by teachers and fruitful "feedback" from one
aspect of language study to the other;

(ii) to give pupils insight into the role of language as the
distinctive aspect of human behaviour and its importance in
learning in the home, and in the school, and an
understanding and sympathy for linguistic diversity;

(iii) to give all pupils the necessary background on which to
build a lifelong interest for the language development of
children in the pre-school years (pp. 305-6).

There are four themes: forms of language, structure of language,
language in use, and language acquisition. For each theme activities
and projects are proposed. Teachers will select topics from the
themes to suit the age and interest of the pupils. To illustrate
Hawkins' idea about how the grammatical structure of language
could be tackled in his bridging course, I shall quote the topics and
guidelines for the teachers from the contents of Theme 2(structure
of language). It first gives the topic, followed by an instruction for
the teacher:

topic What is a syllable, a vowel~consonant, a phoneme, a
morpheme, an allophone, an allomorph, etc.?

teacher Break words up and examine whether the bits are
"bound" or "free'; make lists of pairs (a lightship~a
light ship) and discuss how we distinguish them.

topic How does word order convey meaning? How does word
order in English compare with other languages ?

teacher Study order of subject, verb and object (indirect
object) in English sentences and label SVO (SVO f
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IO) (SVIO } O) etc. Contrast order of French~Spanish
languages and other languages of immigrant pupils in
the school with English.

topic How is meaning affected by changes in sound~spelling?
(e.g. how is singular~plural signalled? how is the
negative form signalled? how is the question form
signalled?)

teacher make posters and charts to help younger children or
immigrant pupils to learn plurals, irregular plurals,
position of adverbs, verb inflections.

topic How do modifiers change the meaning of sentences ?

teacher Make coloured charts showing rules for spelling of
adjectives in French, Spanish, German, languages of
immigran[ pupils in [he school.

topic How does grammar convey the time when events
happen~the probability of their happening? the place
where they happen ? the order of events ?

teacher compare "he swam across the river" with "il traversa
la rivière à la nage"; make an anthology of similar
patterns.

topic What is a grammar rule ?

teacher Practise inducing simple rules from examples of
language presented. This may be the most important
single activity in this section; the aim should be to
challenge pupils with increasingly difficult instances
to discover rules by insight into pattern.

Grammar is clearly not taught with "a shamefaced apology".
Gradually new teaching material became available in line with this
policy.

In "A language curriculum for the 1980s" Hawkins (1982)
compares his view with the Bullock model. He sees the Bullock
model as the horizontal dimension and his model as the vertical
dimension of language awareness. Hawkins criticizes the horizontal
model as shortsighted, because of its lack of attention to foreign
languages, language structure and language itself as "the unique
attribute of the articulate mammal".
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Hawkins is not always clear in his discussion about how the
two models fit in the curriculum. He sees the Bullock model of
language "across the curriculum" as a policy "part-way across the
curriculum" and puts his own model sometimes at the centre of the
curriculum (1979b, p. 69), sometimes as the vertical model, or as
opposed to Bullock's horizontal model. About "language", meaning
"English and foreign languages", we read:

The language education for which this book argues will be
impossible unless there is a common element in the training of
teachers of English and foreign languages which prepares them
to expect to collaborate when they get into their schools (1981,
p. 281).

Elsewhere, apparently as an extension of the Bullock policy:

We cannot find the right answers without a determined effort to
build bridges of co-operation with teachers across the
curriculum and across school and LEA boundaries (1982, p. 96).

Associated with this is Hawkins' confusing use of the terms
"foreign" languages and "modern" languages. In this context we
should first differentiate between his concept of language
awareness and its role in the curriculum.

Hawkins' concept of language awareness refers to awareness of
the relationship between English (as the mother tongue) and
languages other than the mother tongue, learned primarily for
communicative purposes in present society (foreign languages).

The role of tanguage awareness refers to its applicability in a
curriculum which has the conventional structure of departments
(English, Modern Languages and Classics) in which "foreign
languages" are known as "modern languages". Awareness of language
structure is included as essential, but Hawkins' "vertical model"
excludes Classics from his trivium:

English - language - foreign languages
This model is developed with the specific aim of encouraging
foreign language learning in England. He relates the need for more
interest and better achievement primarily to the "national" need
for economic, social, and also cultural survival. His model is
therefore developed, like the Bullock model, as a"national model"
for pupils of all levels of ability. To encourage the interest of the
more able pupil, his arguments are given a strongly vocational
slant, for example, by quoting from a list of authoritative
statements in the professions of accountancy, diplomatic service,
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insurance, journalism, law, merchant banking, music, and

stockbroking (1981, p. 35).
This explains the omission of Classics, but leaves us, in

practice, with a model for the (present) majority of schools. It
could, however, also be successfully applied (without particular
emphasis on national and vocational needs) in schools where
language awareness, in its own right, could serve as an ancillar
across the three language departments. His model should therefore
be extended to:

language curriculum:
English (mother tongue) - Modern Languages - Classics

Language Study

There is, in my view, no justification for the omission of
Classics in Hawkins' model, just as there would be no justification
for omission of particular medications from the list of the National
Health Service on the grounds that the illness to be cured hardly
occurs. If language awareness refers to language study, as a
separate curriculum subject, the syllabus should cover the languages
offered in the curriculum of any one school. If language awareness
refers to co-ordination of teachers and agreement of objectives,
there should be co-ordination and agreement of teachers across the
language curriculum of any one school.

In summary, from comparison of the two models two definitions
emerge:

Definition 1: Bullock's model of "language awareness"
This stands for awareness of linguistic processes within the

concept of the inseparability of the mother tongue and the human
situation, and excludes awareness of language structure.

The model concentrates on what the pupil can do with the tool
without an understanding of its assembly and how it works.

Its application affects the whole curriculum; the responsibility is
with teachers of all subjects, with teachers of English having the
key role.

The main objective is to raise the standards of spoken and
written English on a national scale.

Bullock's policy was, and still is, adopted in schools throughout
the country, although general belief in its practical applicability has
almost disappeared.
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Definition 2: Hawkins' model of "language awareness"
This stands for awareness of linguistic processes within his

concept of the trivium of English language, the phenomenon
language, and foreign languages, which includes awareness of
language structure.

This model concentrates on what the pupil can do with the tool
wi[h an understanding of its assembly and how it works.

Language study as a separate curriculum subject is meant,
primarily, as an ancillary for the study of foreign languages.

Its application affects part of the language curriculum; agreed
objectives between teachers of English and Modern Languages, with
equal responsibility.

The main objective is to encourage foreign language learning
on a national scale, and to raise the standards.

Hawkins' policy was adopted in some schools as a
pilot-programme, and increase of interest can be observed.

Further development: National Congress on Languages in Education
(NCLE)
Hawkins' model is closely linked with the activities of the
National Congress on Languages in Education. Two of his articles
(1979a and 1979b), discussed above, are connected with NCLE
Assemblies and appeared in their Papers and Reports 1 and 2.

The NCLE was founded in 1974 and its members are
representatives of a number of professional organizations and
associations concerned with the teaching and study of languages at
all levels of education. Since 1976, Working Parties have been
studying particular problems and the reports are presented at
biennial Assemblies.

Working Party B was set up to study language policies in
schools with special reference to co-operation between teachers of
foreign languages and teachers of English. This was based on
Hawkins' initiative to introduce "language study" as a curriculum
subject into secondary education. At the Conference in 1974,
convened by the Centre for Information on Language Teaching and
Research (CILT), participants agreed with this (1974) proposal.

At the 1980 NCLE Assembly it was reported (Davidson, 1981)
that although this Working Party B had arrived at no agreed view,
it was considered that
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carefully moni[ored experiments in its teaching would be

justified (Recommendation 4, p.67).g

Introduction of language study as a separate curriculum subject

could not be justified, mainly due to lack of evidence for its

value. Finding the "proof of the pudding", however, was a vicious

circle. Examples of syllabuses, based on Hawkins' ideas, were rare

and examples of co-ordination between teachers of English and

foreign languages were even more hard to find. Moreover, with

Bullock in the background, the confusion about the concept of

language awareness was considerable. This is apparent from the

Working Party's conclusion.

There are obvious problems of agreed definitions and their

interpretation, especially of the term "language policy"- which

has acquired widely different meaning among the professional

public, whose views are necessarily reflected in the evidence

assembled. The Working Party concentrated on "language policy"

in the Bullock Report sense, which is essentially a policy for

the uses of the mother tongue (in this case English) as a

medium of learning and teaching in all areas of the curriculum.

It was aware of other aspects, such as which foreign languages

should be included in the curriculum at which stages, but was

not able to cover all possibilities (p.66).

In other words, there were no results as regards the original
object of study, viz. language policies in schools with special
reference to co-ordination between English and foreign languages.

Hawkins was (and still is) a Member of the NCLE Working
Party, and the third definition should be seen in this context.

2.2.4 Third definition: Language Awareness Synthesis (LAWS) 1985

A new Working Party was set up in 1983 under the name "Language

Awareness Working Party", and preliminary results were reported at

the 1984 Assembly. The first activities were mainly of an

organizational nature, such as contacts nationally and

internationally. The results of two years' work were published in

NCLE Papers and Reports 6 under the title Language Awareness

(Donmall, 1985). Being aware of the confusion, the Working Party

decided to establish a definition in precise terms of what they

understood by "Language Awareness" and agreed upon the following

(P. 7):

8 See also Chapter 1, 1.3.3.
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Language Awareness is a person's sensitivity to and constant
awareness of the nature of language and its role in human life.

This general definition is applicable to both the Bullock and the
Hawkins model. However, more explicit information followed; the
Working Party explained what forms Language Awareness courses
might take, and what should be excluded from such courses.
Activities and objectives are explained and, including
recommendations, there are altogether 30 pages to prevent further
misinterpretations. The 1985 concept of language awareness emerged
from development and evaluation of both the Bullock and Hawkins
models, and in its present form it includes the objectives of both. I
shall therefore refer to this concept as the third definition,
Languages Awareness Synthesis (LAWS 1985).

The objective is to raise the standards of both English and
foreign languages, with equal attention to both. It aims to
encourage foreign language learning throughout the country, and
primarily based on national need. It states the serious effects of
the present failure: in the current British society of monolingual
adults there is, externally, detriment to commerce (especially
exports), and internally, an attitude of insularity and cultural
superiority which is considered to be sociaily divisive.

The combination of the two previous models is apparent when
we look at the Working Party's objectives and its description of
the contents of the proposed courses. As objectives we find:
- to make explicit and conscious the pupils' intuitive knowledge of
their mother tongue;
- to strengthen study skills for the learning of [he mother
tongue and foreign languages, and also for other curricular
subjects;
- to bring about a perception and understanding of the nature and
functions of language with a view to increasing the effectiveness of
communication in the mother tongue or in foreign languages;
- to reveal to pupils the richness of linguistic variety,
represented in the class by speakers of different dialects or by
speakers of a range of mother tongues, and to show the relation
of that variety to standard written and spoken English without
arousing feelings of antagonism or inferiority;
- to help pupils overcome the discrepancy between the language of
the home or the neighbourhood and the school language of
secondary education and of the textbook;
- to introduce pupils, mainly at sixth-form level, to the concepts
and techniques of linguistics and to consolidate what has been



48

learned about language in an unsystematic way in the course of
studying English and other languages (modern and classical);
- to improve the reading skills of the verbally less able;
- to impart an understanding of the value of language as part of
human life.

We recognize various branches of linguistics, concerned with
the relationship between language and the human being, and with
characteristics of human language. LAWS '85 does not attempt, as
is often wrongly assumed, to introduce linguistics into schools as
an academic discipline or merely as a hidden replacement for
traditional grammar. Awareness of language structure is, however,
surely based on some principles of linguistics (see 2.3).

In summary, LAWS '85 has a cognitive aspect, and an affective
aspect: it may deal with the nature of linguistic forms and their
realization, the variety of language and its use.

The cognitive aspect includes developing awareness of pattern,
contrast, system, units, categories, and rules of language in use,
and the ability to reflect upon them, to make pertinent
interpretative judgements and to convey meaning appropriately and
effectively.

The affective aspect includes forming attitudes, and awakening
and developing attention, sensitivity, curiosity, interest and
aesthetic response.

Variety of language includes language and its use, pariicularly as
a mode of communication, by the individual and the group (p. 7).

On a short-term basis it aims at co-ordination of language
teaching and learning with greater consistency of approach,
terminology and methodology; on a long-term basis it aims at
integration of language teaching in each unit of the educational
system. Unlike the 1981 report of the previous Working Party B,
LAWS '85 had good reasons to publish this report. The proof of
the pudding is now in the eating. It gives the results of seven
schools, which have adopted an awareness policy. At present about
200 schools are active in the field of language awareness, some
following the "Bullock type" and others the "Hawkins type"
prog ramme.9

9 Three of the six schools ín the county of Hereford 8c
Worcester which the Working Party lists as involved in language
awareness work were included in my survey. No schools in
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Under the heading "Terms of Reference" the Working Party
mentions The Bullock Report as their major external influence. It
is most surprising that no reference is made to the initiative of
Hawkins (1974) to bridge "the space between...Bullock and LAWS
1985".

The role of grammar in LAWS '85 meets Hawkins' model, but
differs in an apparent attempt to justify its importance, which is
explained with "a shamefaced apology". When it is said to be
"vitally" important to make clear what is excluded by the term
Language Awareness, grammar is the first topic of discussion
brought forward to soothe the pain. We read:

this is no reversion to "grammar grind" in the learning of
foreign languages. Firstly, the language in use is the point of
commencement. It is the functional operations on which
Language Awareness work focuses and heightened awareness of
the same is iniended to improve functional performance in the
language. The necessity for the use of terms of categorization
at all in this area is doubtful, except as carried out in the
target foreign language itself (p. 8).

The Working Par[y first weakens [he role of grammar in the
policy; and continues its apologetic attitude a few pages later by
realizing that its basic case will not be welcomed immediately by
all parties, which is then followed by a hypothetical argument and
counter-argument regarding the educational value of grammar. The
argument against the policy reads (p. 25):

Language Awareness is little more than a cover for the
reintroduction of grammar teaching and all the other discards of
recent years. It is linguistics by another name, and an attempt
to return to an outdated and discredited methodology.

The Working Party replies:

This point is particularly sensitive in the mother tongue English
tradition, and it is time to exorcise the Ghost of Grammar Past
which still haunts discussions on the subject. It is also time to

Gloucestershire appear to be involved in a language awareness
programme. On the Working Party's list of 22 LEAs which have
indicated interest in beginning or developing such work, the LEAs
of these two counties are not mentioned.
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point out that the effort of getting rid of the old style of
grammar teaching required the exclusion of most investigations
of pattern in language, and that a lot was therefore lost.
Grammar, and language study as a whole, is barely recognisable
compared with the state it was in when it was banished from
the English classroom. The Working Party does not wish to
engage in detail with the controversy, but does wish to make
two crucial points.
(a) An important feature of current language study is the
willingness to work from principles, rather than solely through
fully articulated and "given" analytical schemata. From being a
subject which appeared to stress knowledge, it has become a
subject which emphasises skill.
(b) There is a growing movement to point up the common
ground among students of language, rather than emphasise the
differences, and this particularly in a context of language
learning.
There is, of course, a danger in this more relaxed professional
attitude. It might be difficult on occasions to distinguish
between a carefully planned and guided voyage of discovery in
language patterning, and a vague, lowbrow wander among trivia
that never acquire significance. There is a requirement of
vigilance and self-criticism on the part of those responsible for
Language Awareness work.

We have here a breathtaking example of functional performance,
with emphasis on "performance" rather than on "functional". What
is it that the Working Party wishes to convey ?

Clearly, the message is addressed to the teachers of English in
the first place, and to other hesitating, prospective participants in
the policy. LAWS '85 agrees with the general view that
old-fashioned grammar was not what it should have been and
acknowledges the reasons for banning it, although with the
reservation that it also had some good points, and these were
banned with it. The valuable points should return and be extended
in a new way; this is possible because there is something totally
different on [he language structure market: simply a"barely
recognisable" commodity.

What theory of "barely recognisable" grammar the Working
Party has in mind is apparently a matter for conjecture. What we
are told is that it is "current", "willing to work from principles",
that it "does not stress knowledge", "emphasises skill", "does not
emphasise differences" and that it meets requirements "to point up
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the common grounds". Allowing this grammar into schools is a
matter of "relaxed attitude" and if it goes wrong the Working Party
takes full responsibility. It seems we can define a theory or a
policy by describing qualities of the commodity and what it does,
without explaining what it is; is this not a peculiar way to
introduce descriptive linguistics into education, if that is the
intent?

If it is, then we must conclude that LAWS '85 tries to avoid
the term but not the theory; probably because the Working Party
does not wish to put the cat among the pigeons. This will lead,
however, to a new confusion, not dissimilar from the previous one.

A discussion about language awareness, and its role in the
secondary curriculum, can therefore only be conducted with an
awareness of the three definitions of language study, language
awareness and applicability for the curriculum.

In a simplified way, it means recognizing the following
definitions (the first two repeated from 2.2.3):

Definition 1: Bullock's model of "language awareness"
This stands for awareness of linguistic processes within the concept
of the inseparability of the mother tongue and the human situation,
and excludes awareness of language structure.

The model concentrates on what the pupil can do with the tool
without an understanding of its assembly and how i[ works.

Its application affects the whole curriculum; the responsibility is
with teachers of all subjects, with teachers of English having the
key role.

The main objective is to raise the standards of spoken and
written English on a national scale.

Bullock's policy was, and still is, adopted in schools throughout
the country, although general belief in its practical applicability has
almost disappeared.

Definition 2: Hawkins' model of "language awareness"
This stands for awareness of linguistic processes within his concept
of the trivium of English language, the phenomenon language, and
foreign languages, which includes awareness of language structure.

This model concentrates on what the pupil can do with the
tool, with an understanding of its assembly and how it works.

Language study as a separate curriculum subject is meant,
primarily, as an ancillary for the study of foreign languages.

It application affects part of the language curriculum; agreed
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objectives between teachers of English and Modern Languages, with
equal responsibility.

The main objective is to encourage foreign language learning
on a national scale, and to raise the standards.

Hawkins' policy was adopted in some schools as a
pilot-programme, and increase of interest can be observed.

Definition 3: The LAWS '85 model of "language awareness"
This stands for awareness of linguistic processes within the concept
of the inseparability of language and the human situation, including
awareness of language universals.

Language study as a separate curriculum subject is meant as an
ancillary for the study of English, foreign and classical languages,
and as a study in its own right.

The model concentrates on what the pupil can do with the
tool, with an understanding of its assembly and how it works.

Its application affec[s the whole language curriculum;
co-operation between all language teachers (including Classics) and
agreed objectives, with the teachers of Modern Languages having
the key role.

The objectives are to raise the standards of English, to
encourage foreign language learning and to raise the standards.

2.3 Grammar across the curriculum and Linguistics

2.3.1 Language Awareness and Linguistics: LAWS 1985
LAWS '85, aware of confusion about objec[ives and aims of
language awareness acoss the curriculum, has created a new
confusion.

This was apparent at a two-day conference organized by the
Working Party (Leeds, January 1983). For example, in Peter
Gannon's opinion (author of Using Linguistics, 1980) language
awareness work falls clearly into the category "linguistics".
Regrettably, Gannon added, linguistics had an unfortunate history
with regard to understanding of the term and the work of experts.
He suggested that teachers should not be afraid of the
metalanguage of their subjects and theoretical and pedagocical
presentation should not be confused. Other participants objected as
if the policy advocates either the "return to old-fashioned grammar"
or the "introduction of linguistics": the first as being outdated and
useless, the latter as an academic discipline which is noi suitable
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for schools. Participants in favour of the "linguistic flavour" of
LAWS' programme [ended to avoid the corresponding term.

Lack of clarity about the role of linguistics is also apparent
from the hypothetical arguments in favour of and against the
policy, as found in the 1985 NCLE Papers and Reports (Donmall,
1985a). The definition and use of the term "linguistics" is generally
vague, or readers are presented with a choice. In Donmall (1985b),
for example, we find such an option in the section heading
"Language in use~Linguistics" in which she recommends that

this systematic study of Language in use must indeed be,
according to widely accepted definitions of the term,l~ an area
of linguistics; nor should we shy away from use of the term, as
long as we are clear about the criteria for its use. We are not
concerned here with "categorisation for its own sake", nor with
unintelligible jargon (p. 102).

Much as it is useful, however, to have an agreed terminology to
discuss and teach "language", it is also useful to have an agreed
terminology in a discussion about the applicability of "linguistics" in
language policy to be introduced at secondary school level. What
exactly is awareness of language structure in a programme which
aims to facilitate teaching and learning of foreign languages by
means of guiding pupils in the discovery of what languages have
in common and where they differ? The answer may be sought in
the Working Party Members' activities and writings.

Where Hawkins is mentioned in this chapter as the instigator of
(as it is called in this study) the second definition of Language
Awareness, other members of this Working Party (Downes, Aplin,
Tinkel) are pioneers in experiments with descriptive linguistics in
language awareness programmes in schools.

P.J. Downes and T.T.W. Aplin
P.J. Downes' contribution to the 1985 Working Party's Papers deals
with language awareness on a Child Development course; his views
on the role of grammar and applicability of linguistics are known
from earlier work, in particular as Headmaster of one of the first
schools starting a language awareness programme, viz. the Henry
Box School, Witney, Oxon. (mid-70s).

1o My italics.
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At a Working Session of the JCLA Conference, Warwick, in
January 1981, Downes and T.R.W. Aplin (Head of Modern Languages)
explained the aims and contents of the course under the title
"Linguistics in the Classroom ".It Downes explained his views on
[he place of linguistics in the classroom in six points:

(a) The distinctive contribution that Linguistics can make to the
curriculum of the comprehensive school.

(b) The wider value of the Introductory Language course, taught
by Modern Linguists as a preliminary course before teaching
French.

(c) The increasing importance of Linguistics within English
teaching in years 1 to 3 of a secondary school.

(d) The contribution of Linguistics to the fourth- and fifth-year
Social Studies course.

(e) The contribution of Linguistics to the Child Care course in
the fifth year.

(f) Linguistics as a Sixth Form General Studies course.

Aplin gave a detailed demonstration of the material used in
presenting an eight-week course to 11-year-old beginners in a
secondary school. The course is taught instead of French, for the
first half of the Autumn term. Aplin explained that the main aim is
to create awareness of the phenomenon of language and to arouse
an interest in this aspect of human development. A secondary aim
is to create a foundation for foreign language learning, by showing
how language works, and by training pupils to listen carefully, and
to be conscious of pattern in language.

Aplin (1981) designed special material for this course, a pupils'
book, Introduction to Language, teachers' notes, overhead projector
material and cassette recordings. The chapter headings in the
pupils' book give an idea of the range of topics covered: "Language
as communication"; "How language is created'; "How babies learn to
talk'; "The families of languages"; "How languages affect each
other"; "The development of writing"; "The anatomy of language";
"The Golden Rules for learning foreign languages successfully".

The relationship between this course book and the various
branches of linguistics is apparent. I shall quote from the pupils'
book (yeargroup llf) to indicate how this is explained. In the

11 Unpublished; the information about the course is based on
a hand-out to the participants in the conference.
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section "The anatomy of language" pupils learn how to recognize
the rules and patterns of language:

The word "anatomy" usually refers to the body. It involves the
study of all the parts of the body and their uses. We can look
at a language in the same way. This chapter will help you to
understand how European languages work. You will find examples
in English and other languages, but the similarities are usually
more important in this chapter than the differences (p. 54).

The next step is the explanation of "How are languages similar?"

We talk about languages "behaving" in certain ways. When we
study them, we see that [hey follow certain patterns, or rules.
In every day life, a rule is an agreement to act in the same way
for the good of all. If a language is to be used by millions,
there has to be agreement about the way it works. Though
languages contain millions of different elements, they tend to
follow patterns of a fairly regular form (p. 54).

This is followed by an example:

Look at these words. "Train man reading was the the on". This
is nonsense. The words are quite clear but the group is not.
Re-arrange them and we might get "The train was reading on
the man". We see thai this is a sentence, and means something,
but it seems funny. By changing the order of two words we get
"The man was reading on the train" (p. 54).

It is then explained that the words are the same, but that their
order is important. This is fo(lowed by an "ac[ivity" in the form of
a number of sample sentences in the wrong order, to be rearranged
into correct sentences. Then the concept of regular patterns is
introduced: after a short introduction, comparing the limbs and
organs of an animal with the various elements of language, we
read:

The rules have been discovered by patient scientific observation
just like those that explain the workings of the body. If
everything seems to fit a pattern, it is called regular. If part of
the language does not seem to follow the rule, it is called
irregular (p. 55).

The next section deals with "The naming of the parts". Each
part has a definition, followed by examples and an "activity" in the
form of a list of sentences. The pupils have to recognize the "part"
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they have just learnt and in this way they become familiar with
basic concepts and terminology: nouns, adjectives, pronouns, verbs,
adverbs, prepositions, conjunctions and interjections. Articles are
explained as adjectives, and divided into three groups: definite
(the), indefinite (a, an), and partitive (some). The definitions for
most concepts are, however, traditional: for eaxample, a noun is "a
thing, person, place, animal, idea - it seems to give a name to
things, it is sometimes called a naming word". For verbs we find
"words or groups of words showing an action, or a state; they can
make a statement" and "adverbs have two important jobs; they can
describe verbs and adjectives".

Under the heading "The working of the parts" pupils are
introduced to differences between languages rather than to
similarities. They are first reminded of word order (which they
discovered before) and introduced to English as an SVO language,
without, however, comparison of word order between English and
other languages. Then they are made aware of differences in
inflection and gender between German, French and English.

It appears from Aplin's report of his school (in the last section
of the 1985 Working Party's Papers) that the language policy is
still the same as described above. There is no formal course
assessment but with this method it is felt that pupils, after this
introduction course, begin their foreign language in a more secure
position.

A.J. Tinkel
Working Party Member A.J. Tinkel (1979) has written "A proposal
for the teaching of linguistics at the secondary-school level", in
which he argues for the need and place for the teaching of
linguistics as "the systematic analysis of language made through
the medium of the pupils' mother tongue".

His proposal is a pupil-centred activity: it will help the pupils to
draw conclusions about language from looking at the data. This
form of teaching first-language analysis must be distinguished, in
Tinkel's view, from the teaching of first-language performance
skills (the latter as in The Bullock Report). Consequently language
analysis, which examines ihe system behind the mother tongue and
attempts to describe it, must be distinguished from examining
"language in use".

The proposal for the syllabus can be applied at various levels: in
sixth-form and teacher training courses or as a core component in
"Communication Studies". Tinkel sees linguistics here as distinct
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from but complementary to oiher subjects ranging from Social
Studies and Literature to Biology and Computer Studies.

The syllabus consists of six parts and includes distinguishing the
concepts of language and communication, phonology, syntax,
semantics, language change and language use.

In the NCLE Papers and Reports 6, Tinkel's (1985) line of
thought is the same but the word "linguistics" is replaced by
"awareness" and "analysis of the mother tongue". The objective is
to guide pupils through a cultivation of greater awareness of
intuitive knowledge~ability towards development of their possession
of that same knowledge~ability:

if analysis of the mother tongue can bring about greater
awareness of language in the students which benefits their use
of it, and if the methodology for achieving that greater
awareness is in harmony with the methodology for enhancing the
individual by developing a more fruitful use of his~her language,
then language awareness can offer a partnership to the "creative
use", "self-discovery" approach to mother tongue teaching (p.
39).

Tinkel continues in a way we also find in the writings of other
Working Party members:

If this is so, then analysis of language can be incorporated into
mother tongue teaching without jeopardising the developments
of recent years and without a return to "old-style" grammar
teaching (p. 40).

There is a further emphasis on an effective sequence of topics in
the syllabus and focussing on one topic at the time. The amount
of terminology should be kept to the essential and Tinkel suggests
this should be along familiar, traditional lines.

We found the same in Aplin's course, mentioned above. Tinkel
argues that [he familiar, traditional definitions may be too loose,
but easier to use: a language awareness course requires terminology
to define concepts and one should not bother whether the terms
are already to some degree familiar or not. For a particular type of
morpheme, there is no reason to introduce the technical term of
"morpheme" to cover the overall notion of a minimal unit of
meaning: the traditional terms of prefix and suffix are available for
these purposes. Tinkel continues:

No security of formula is available to help the student behind
linguistic terminology: the inadequacy of any attempt to define
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terms such as "noun" or "phoneme" is notorious. They are either
semantically-based and the vocabulary does not fit the
grammatical function, or they can be defined by other terms in
a meaningless circularity (p. 43).

It is suggested here that terminology in traditional language usage
is firmly established, whereas "new terminology can have varying
interpretations or go out of favour". Considering one of the
specific arguments for language awareness, viz. that pupils receive
conflicting and confusing messages about the nature, function and
use of language because of inconsistent terminology, this view is
surprising. Tinkel might mean that the pupil should be taught first
how to discover a linguistic concept f rom an example, then, to be
able to talk about it, the concept should have a name. Because of
the familiarity with traditional grammatical terminology one of
these terms will be used, knowing what it "more or less" means;
then this old term will have a new, or adjusted definition to cover
the linguistic observation. He continues, however:

terminology can vary, the main considerations being those of
consistency and familiarity of the terms. It also means that a
rigid theoretical statement is less vital as a framework to hold
on to. All that is needed is a guideline of clear syllabus
progression and clear presentation of each topic to help the
students make and order their insights into their intuitive
knowledge, which is a pedagogic matter of course planning and
preparation (p. 44).

In the paper "The relationship between the study of language
and the teaching of language" Tinkel (1981) also argues in favour
of examination of the mother tongue based on the concepts of
linguistics. No mention is made, however, of attaching "traditional"
labels to "modern" approach and expianations: the options are free.
Tinkel suggests here, for example, that the principle of free and
bound morphemes is to be discovered from examples and then "they
are introduced to the name and to tess clear-cut variations" (p.
108).

What "the" name should be, is excluded from his concept of an
agreed and defined policy.
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2.3.2 Language Awareness and Linguistics: LAWS' Core Schools
Limited information was available about how a language awareness
programme works in practice. The Working Party conducted a
survey to obtain more information: where it is taking place, and
which LEAs are interested in participating. This resulted in a list
of some 200 schools, and a detailed report of seven schools, "Core
Schools", which adopted this policy a few years ago (NCLE Papers
and Reports 6, 1985).

The objectives of the schools are said to be basically the same
but there is considerable variation in course design and
organization. The Working Party used four main forms for
categorization programmes, based on organizational form:

(1) a separate course for 11- to l3-year-olds:
to create awareness of and interest in "language" as a preparation
for foreign language learning;
(2) a linguistic element in teaching I1- to 13-year olds:
a"language awareness" or linguistic element in Humanities or
English;
(3) a course in language development, for 14- to IS-year olds:
a course in language development of children, as part of Child
Care, Social Studies or Preparation for Parenthood courses;
(4) a course in linguistics in the Sixth Form:
introduction to linguistics for pupils preparing for "A" levels.

The categorization also reflects the different views on the
applicability of language awareness courses as found in Matthews'
survey (see 1.3.5).

In the discussion below, the information about the role of
grammar and its relationship to linguistics in LAWS core schools is
derived from the overall description of aims, syllabuses and
methods.

Categorization of the seven schools, when compared to the
variables used in the selection of schools for my survey (see
3.2.1), shows that they are each of a different type in at least
one of the following aspects: age range and number of pupils,
entrance requirements (selective or non-selective), sector
(maintained or independent), and population (single-sex or
co-educational). The LAWS schools, however, also differ as regards
the linguistic background of the pupils.
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THE ORATORY SCHOOL, READING
Type of school:
Independent boys' school; 420 pupils, age range 11 to 18.
Linguistic background:
There are very few non-native speakers of English; the
requirement on entry is that these pupils have a good working
knowledge of Englísh.
Organizational form of Language Awareness Course:
Principles of Language Course in the Lower Sixth Form

Assistant Master with special responsibility for Language
Awareness is Anthony Tinkel (see 2.3.1); aims and syllabus design
are very much the same as explained in his writings: to develop
pupils' awareness of what language is and how it functions, to
make pupils more sensitive to their own and other people's use of
language, and to provide an introduction to the basic principles of
linguistic study. Pupils' knowledge of the mother tongue is central
in the course.

The syllabus (Principles of Language) has three sections, one of
which is "Analysis of One Particular Linguistic System (English)".
The two parts of this section deal with an introduction to
phonological and syntactic constraints in English. They include the
phoneme system and syllable structure in standard British English,
syntactic elements (morphemic structure and syntactic categories),
syntactic structure (grammatical relations, transformations,
embedded and compound sentences, inter-sentential reference).

The course is designed for one academic year, three 40-minute
lessons per week. At the end of the course pupils take a formal
examination (Oxford and Cambridge Schools Examination Board
started this as an experiment in 1982, on Tinkel's request). The
1983 and 1984 examination papers consist of 14 and 12 topics
respectively, which include analysis of the syntactic structure of
five sentences with different grades and types of difficulty: e.g.

Bonzo brought me the paper in his teeth.
I know you said you were sorry.
My next-door neighbour must have bought a new stereo.
Last night's wind blew down the fence and uprooted an elm.
Stopping his pocket money has no effect nowadays.

(Paper 1983)
The waiter brought us the coffee on a tray.
We believe ihe man you hired is no good.
The outcome could have been different with greater planning.
The best way of conserving oil is to make better use of it.
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What he talks about has never really happened and never will.
(Paper 1984)

What was called "Morphemic Analysis" in 1983 is replaced by
'~Vord Structure" in 1984. We observed before (2.3.1) that Tinkel
tends to reduce the "modern" linguistic flavour only in the
terminology. For example, in 1983 candidates are asked to define a
number of prefixes and suffixes, in a way suitable for an English
dictionary, and to consider what constraints exist on their use and
what difficulties arise when analysing English from the viewpoint of
the morpheme ~---~:

---ment, ---s (plural marker), anti---, en---, over---

The approach in 1984 is a little different and in line with Tinkel's
later views favouring little use of inetalanguage, and the use, where
necessary, only of familiar terminology. For instance, in five
examples candidates are asked to state what the "smaller units" are,
to give their meaning and to mention problems in splitting up the
words, such as:

reactivated, uncritically, privatisation, remembrances, watchmen's.
Under "syntactic and semantic ambiguity", candidates (in 1983)

are presented first with five pairs of sentences in which the
construction, on the surface, is the same. The question is
explained as follows:

the native speaker knows instinciively that there is a differeni
relationship between the words in each case. Identify where the
difference lies that causes these structures - similar on the
surface - to contain different relationships between their
components underneath. Ignore any question of stress (p. 154).

The pairs of sentences are of the type:

The Swiss were impatient to see.
The Swiss were obvious to see.

As the last question in this section candidates are asked to state
the nature of the ambiguity of five sentences, with particular
reference to the words and structures involved. These sentences are
of the type:

I wasn't looking at the time.

In the 1984 papers these types of questions appear under the
heading "wordclasses"; the approach is slightly different. Candidates
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are asked (in addition to paraphrasing ambiguous sentences) to
state, for example, the two sub-classes of noun involved in this
ambiguity. This is followed by another set of sentences for
recognition of sub-classes of verbs.

NORTH WESTMINSTER COMMUNITY SCHOOL, LONDON

Type of school:
Maintained non-selective school; 1,950 pupils, age range 11 to 18.

Linguistic background:
Large number of pupils from different ethnic origins: some 55

languages are spoken in the school.
Organizational form of Language Awareness Course:
A New Approach to Language Study and Language Awareness in a

Multilingual School.

The language policy in this school is partly based on the large

number of pupils from different ethnic origins. It includes a policy

for mother-tongue teaching for ethnic minority pupils. The school

offers Spanish, Portuguese, standard Arabic, Cantonese and Bengali.

Also, a"world languages project" is part of the Language

Awareness programme. In addition to this, the more general aim is

a new approach to the teaching of foreign languages up to

different types of public examination (e.g. "O" and "A" levels,

Institute of Linguists).
The programme starts with a Language Foundation Course in

the first two years for all pupils (llf and 12t) and includes

Spanish, French and German, taught by the same teacher

throughout the year (where necessary with the assistance of a

specialist teacher). The language patterns are examined with

emphasis on comparison of languages. A special poin[ is made of

development of grammatical awareness. The argument for this is in

the observation that pupils who had studied one language for some

five years were still confused about basic concepts such as gender

and verb changes.
Teaching French, Spanish and German in the same year makes

it possible to discover and discuss grammatical differences by

means of comparisons of two or more languages and comparison

with English; for example, the absence of the subject pronoun in

Spanish, word order in German. The course is structured in such a

way that the pupils' understanding can be sensitively monitored,

e.g. French and Spanish are taught first and German follows in

the third term of each "foundation year" because certain

grammatical aspects, such as third gender, different plural endings
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and the case system, are considered to be more easily understood
when pupils are already familiar with two genders and plural
endings of less complexity.

THE PRIORY SCHOOL, BARNSLEY
Type of school:
Maintained non-selective comprehensive school; 877 pupils, age
range 11 to 16.
Linguistic background:
The mother tongue of 99 per cent of the pupils is a regional
(South Yorkshire) variety of English.
Organizational form of Language Awareness Course:
Developing Awareness of Language through Directed Activities
Related to Text (DARTS).

The language policy in this school is cross-curricular (Bullock
model) and focussed on pupils' problems with written language. The
emphasis is on reading since over 50 per cent of 11-year-olds have
a reading age of 10. At present, awareness of language structure is
not explicitly part of the policy but experiments are currently
being undertaken to develop sensitivity to grammatical structure:
conscious analysis of the sentence, word and word group as they
appear in the text.

Provision for language teaching is made by the English Faculty
and the Faculty of World Studies, which offers courses in French
and German.

HAMBROUGH MIDDLE SCHOOL, SOUTHALL
Type of scliool:
Maintained First and Middle School; 470 pupils, age range 3 to
12.
Linguistic background:
For the majority of pupils of the Middle School, English is not
the first language, but most of them were born in England and are
bilingual in English and Punjabi (with some Hindi and Urdu).
Organizational forrn of Language Awareness Course:
Developing Language Awareness.

There was no specific policy of language awareness until 1982
since it was not considered appropriate to primary school
methodology. In response to the NCLE Working Party the school
started a project, first aimed at developing some of the language



64

skills; later to raise children's language awareness. There is no
explicit mention of grammatical awareness in the course design.
Materials are based on Aplin (1981), Introdi~ction to Language.

HENRY BOX SCHOOL, WITNEY
Type of school:
Maintained non-selective school; 1,000 pupils, age range 11 to 18.
Linguistic background:
All pupils are native speakers of English.
Organizational fonn of Language Awareness Course:
Language Awareness Course.

The role of grammar in this school's language awareness work
is discussed in 2.3.1.t'- The programme started in 1975; there are
no apparent changes in policy.

FARRINGDON SCHOOL, SUNDERLAND
Type of school:
Maintained non-selective school; 1,300 pupils, age range 11 to 18.
Linguistic background:
Most pupils are native speakers of English.
Organizational form of Langc~age Awareness Course:
Introduction to Language Course.

The aim of the course includes understanding of grammatical
concepts in both English and the two foreign languages to be
studied (French and German). This is taught to mixed ability pupils,
four times per week for 35 minutes during the first year. In the
[hird term there is one period of "grammar games" per week. Pupils
are introduced to some grammatical concepts which are considered
of major importance in the learning of foreign languages.

There is first a brief revision of what pupils know of English
grammar: identification of a verb, noun, article, pronoun and
adjective. Then they are taught the concepts of plurality, gender,
nouns and pronouns, infinitives, word order and [ense. These
concepts are first examined in English and then in French and

t2 At present the former Headmaster, P.J. Downes, and the
Head of Modern Languages, T.T.W. Aplin, are Members of the NCLE
Language Awareness Working Party.
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German. For example: the subject pronoun system in English is
examined and established through substitution of nouns in
sentences, followed by the relationship between singular and plural
nouns. Then it is compared and contrasted with the other language
systems, in this case French and German. The teaching is done by
means of games and other pupil-directed activities.

The materials for grammar and grammar games are mainly
developed by the members of staff. Most of the general awareness
work is also "home-made" or partly based on publications such as
Aplin (1981), Introduction to Language.

The policy emphasizes the need for a good classroom
relationship between teachers and pupils. To achieve this, teachers
of foreign languages should speak English with the pupils rather
than feeling obliged to use the foreign language. A second
argument is that pupils can contribute to the knowledge created in
the classroom from their own experience, rather than being limited
to accepting the knowledge of the foreign language which only the
teacher has.

We have here a view explicitly opposed to approaches which
attempt the process of foreign language learning with little or no
use of the mother tongue.

Specific mention is made that some of the teachers in this
school studied linguistics at degree level and for one teacher
language awareness was part of the PGCE course.

VILLIERS HIGH SCHOOL, SOUTHALL
Type of scl:ool:
Originally a maintained grammar school but comprehensive since
1974; 1,152 pupils, age range 12 to 18.
Linguistic background:
The school population consists almost entirely of ethnic minority
pupils.
Organizatioiza! forrn of La~iguage Aware~tess Course:
The Language Experience and Awareness Project (LEAP)

The policy is focussed, in the first place, on what is called the
"language gap" in the transition from primary (middle) school to
secondary school, which is not necessarily determined by the
transition from "easy" to "difficult". The aim is therefore to
examine the difference in demands made on pupils in their
"receptive" and "productive" use of the language between their last
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year in middle school (10- to 11-year-olds) and first year (11- to
12-year olds).

The "language gap" is examined wi[h particular reference to
English, Geography and Science. The approach is connected with
the Bullock (transi[ion) model.

The project is still in its initial stage of observations and
collection of data. There is no mention of the role of grammar in
the "language gap".

Concluding remark
In the seven schools, the syllabus content (role of grammar, role of
linguistics) depends on the language awareness model. The choice of
model depends on various extra-linguistic aspects: linguistic
background of pupils, number of foreign languages and examination
levels offered in the curriculum, pupils' ability level (selective or
non-selective schools), teacher training, various consequences of
existing differences between maintained and independent schools,
such as staffing, ratio, financial position, support from LEAs etc.

The Headteacher's "belief" also has its bearing in a language
awareness course. Moreover, given the departmental structure in
most schools, co-operation between teachers, and willingness to
build a bridge between departments to create understanding and
agreement on objectives and methods, are prerequisites.

The relationship with modern linguis[ics is evident in schools in
which the need for awareness of language structure is established:
evident in so far as the role of grammar is focussed on [he
relationship between languages. None of the schools, however,
adopted a complete programme in which (general) linguistics, as an
academic discipline, serves as an ancillary for the language
curriculum, although one school (Oratory School) has such a course
in the Lower Six[h Form.

Two schools have adopied the principles of the Hawkins model;
development of language awareness there has the form of a
foundation course in the early years (North Westminster and Henry
Box). The relationship between languages is explained in terms of
differences between languages rather than similarities. It would be
quite far-fetched to say that we are dealing with the principles of
constrastive liaguistics in these schools; if the policy has to be
"translated" into modern terminology, we could say that these
programmes include aspects of psycholinguistics and sociolinguistics.

One middle school probably works along the same lines, since it
uses Aplin's (Henry Box School) material.
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One school (Farringdon) adopted the principles of the Hawkins
model, with a little more emphasis on the role of mother-tongue
grammar for awareness of grammatical structure.

Two schools adopted the Bullock model (Priory and Villiers
High).

2.3.3 Linguistics as an ancillary in the language curriculum
The three interpretations of the concept of "language awareness
across the curriculum" all showed a link with linguistics in as far
as we mean the study of the relationship between language and
human behaviour, branches of what is known as "general
linguistics". Referring to the scientific study of language, which
concentrates on establishing general principles for the study of all
languages, only LAWS' 85 includes this option, either as part of the
policy across the language curriculum, or as part of the syllabus
for language study as a separate curriculum subject.

Where the Hawkins model still concentrates on awareness of
language structure along traditional lines, emphasizing differences
rather than similarities, the LAWS '85 model includes awareness of
language universals. The latter, however, are not to be included in
the "national curriculum'; their applicabili[y depend on the
objectives of schools individually. (And of the Headmaster's belief,
e.g. Tinkel, Oratory school, see 2.3.1 and 2.3.2.)

We have to go back to The Crowther Report (1959) to find the
first national recommendation for the study of linguistics.13 At
that time universities had dropped Latin as a requirement for
entrance, and the Report considered this

an opportunity, which ought to be seized, for rethinking the
whole basis of the teaching of linguistics in the schools.

This "rethinking" was done by the Secondary Schools Examinations
Council (1964). They recommended the introduction of an English
Language paper at GCE "A" level, as an alternative to the
traditional English Literature paper; but even today, English
Language is not taught in schools up to "A" level.

At about the same time, we find in the Lockwood Report (1964)
this recommendation:

13 In this section the term "linguistics" refers to "general
linguistics".
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we should like to see the foundations laid of a study of some of
the basic priciples of Linguistics, with English as the language
of exemplification.

Ball (1967) followed this up with his three-volume course Basic
Linguistics for Secondary Schools, devised for pupils of lower to
average ability.

Since the Lockwood Report, there have been no further formal
proposals along these lines, which is not surprising considering
Bullock's negative attitude towards linguistics.

Among recent studies about the applicability of academic
linguistics in schools should be mentioned Gannon and
Czerniewska, Using Linguistics (1980), and Carter, Linguistics and
the Teacher (1982).

For linguistics as an ancillary in the curriculum the first
initiative is the syllabus devised for the (1982) "OA" level
examination "Principles of Language", Oxford and Cambridge
Examination Board (set at the request of the Oratory school, see
2.3.2).

Committee for Linguistics in Education (CLIE '84)
The second initiative is the work of the Committee for Linguistics
in Education, which is a joint committee of the Linguistics
Association of Great Britain (LAGB) and the British Association for
Applied Linguistics (BAAL). The Committee aims to improve
communications between academic linguists and schoolteachers and
teacher-trainers, and its special concern has tended to be with
teachers of the mother tongue.

The Working Paper, Guidelines for Evaluating School Instruction
about Language (1984), gives explici[ views about the role of
linguistics in the curriculum. The paper refers to "school
linguistics", as part of but in contrast with "academic linguistics",
meaning the university-level and research-based study of language.

Theoretical disputes in academic linguistics do not reflect
directly upon CLIE's concept of school linguistics: in its simple
form educational linguistics is "nearer to folk linguistics": it
represents a substantial body of shared beliefs about language.

The main argument is the need for a coherent language policy,
both within each school and nationally. This emerged from
personal experience: the Committee Members, university teachers
of linguistics, observed that the level of understanding of language
among many first-year students, even though they had chosen to
specialize in the study of language, was (and still is) much lower



69

than it should be. Even those who achieve high grades at "A" level
are, typically, ignorant about elementary matters and unaware of
their ignorance:

Instead of laying a solid foundation on which a mature
understanding of language can grow, schools may even provide
misinformation and prejudice which need to be removed before
growth is possible (CLIE Working Paper, 1984, p. 1).

To illustrate how little school-leavers know about language, their
experience is summarized as follows:

- they find it hard to distinguish between a word's pronunciation
and its spelling;
- they are unaware that ordinary spoken language is tightly
controlled by rules, believing that where speech is at variance with
the written form it is simply wrong;
- they cannot define a single structural difference between their
own language and some other language which they have learned at
school;
- they know virtually nothing about the structure of their own
language;
- they have very little terminology for discussing matters of
style and other kinds of variation within their own language;
- they know very little about the history of their own language or
about its relations with other languages;
- they know nothing about how children learn their first
language or about the part that parents play in this (p. 3).

CLIE '84 suggests that awareness of the grammatical structure
of language (taking English as the starting point) should include
some analytical categories relevant to pronunciation and to
meaning. Basic grammar should therefore include the parts of
speech, morphological categories like "suffix" and "compound", and
categories for defining relations among words or word groups (e.g.
"modifier" and "subject"). For pronunciation the basic categories of
"consonant", "vowel" and "syllable" are suggested, and intonation is
to be studied with the aid of simple categories like "rise" and
"pause". Sounds should be further classified, e.g. for
"length","stress" and "voicing". Semantic categories could include
the traditional ones like "synonym" and "command", but also a wide
range of others could be taught, such as "restrictive", "deictic" and
"presupposed".

The Committee argues that pupils would benefit from learning
analytical categories, in the first place because some of these



categories have been part of the terminology for thousands of
years and are established in dictionaries and grammar books. These
books will be inaccessible to school-leavers if they do not
understand the terminology. Moreover, many foreign language
teachers make use of such terms and it is therefore important
that pupils understand them properly.

Secondly, knowledge of analytical categories makes it possible to
study the mother tongue (which is strongly recommended) and it is
useful in any discussion of text, for example, in a course on
communication.

As far as terminology is concerned we find that CLIE '84
recommends that well-established terms should be taught, rather
than "simple" [erms such as "doing word" (although the emphasis
should still be on understanding rather than on naming).
~Vell-established" obviously means "traditional", as also found in
Tinkel (1985). (See 2.3.1.)

In addition to learning analytical categories (and corresponding
terminology) CLIE '84 recommends that pupils should understand
some rules of language, i.e.:

general statements about particular varieties of language,
including rules about what is possible in particular non-standard
varieties of English (p. 8).

Analytical categories should be introduced in relation to rules
which refer to them and which, in doing so, define them. It is
argued that rules will be needed in relation to all levels of
language (pronunciation, meaning and grammar) and they could also
be developed in relation to spelling and language use (for example,
rules for choosing between surnames and first names when
addressing people, or choosing between standard and non-standard
English).

The Committee has strong views on the importance of linguistic
rules:

If the pupils work out the rules for themselves they learn
important fundamental principles of science (relating to the
formulation and testing of hypotheses, sensitive treatment of
data, and so on) (p. 8).

Morover:

by learning the connection between categories and rules they
will learn the difference between scientific explanations and
taxonomy, and will develop a less dogmatic and sterile attitude
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to grammatical terminology than is commonly found among
educated people at present (p. 8).

By means of analysis of pupils' own "ordinary" speech, they will
find out for themselves that it is rule-governed, and interesting:

this discovery will be valuable as an exercise in self-knowledge,
but also as an antidote to the prevailing view in folk linguistics
that only standard written English and foreign languages are
governed by rules. This view leads to particularly low
self-respect among non-standard speakers, which is socially
divisive and demoralising (p. 8).

Knowledge of rules will lead to understanding the structural
differences between standard and non-standard English, and
between written and spoken English. CLIE '84 continues that this is
likely to increase pupils' willingness to learn written standard
English, because it will no longer be seen as a threat to their own
language, as it is at present. It would also improve their
understanding of the rules of the written standard, since they
would have to be made explicit.

The same principle was found in The Bullock Report (see 2.2.2)
and in LAWS 1985 (see 2.2.4); seen, however, as the need for
awareness of linguistic varieties, rather than for awareness
through linguistic analysis.

As a further recommendation for language analysis, pupils
should apply their knowledge of rules to some major "structural
peculiarities of English". It would require a comparison between
English and at least one other language to identify the
differences. Once the differences are understood, other languages
could be brought into the comparison and pupils would thereby
learn some of the ways in which languages are expected to differ.

Mentioned as examples of suitable areas are : word order,
inflection (and its relative importance), the types of syllable
structure permitted, whether particular semantic contrasts are
optional or obligatory, and writing sys[ems.

2.4 Grammar across the curriculum and Classics

2.4.1 Classics in comprehensive schools
In the current curriculum we find two models for teaching
Classical languages, although not necessarily as mutually exclusive.
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The first model is the traditional concept of Classics as taught
in grammar schools, with emphasis on the ability to translate from
English into Latin or Greek, with sound knowledge of accidence
and syntax. In this form Classics is for pupils of higher ability.

The second model emphasizes conscious awareness of its key
role in the culture of the western world; this awareness should be
achieved primarily by confrontation with passages in the target
language (reading course, see also 6.2.7). Meaning should be
discovered rather than taught. In this form Classics is for pupils of
all abilities.

Decline of the first model is evident: the university entrance
requirements of pass-marks in Latin or Greek were replaced in 1960
(in Oxford and Cambridge) by pass-marks in languages other than
English. The comprehensive policy abolished grammar schools, and
depending on the individual policies of LEAs, only a small
percentage of traditional grammar schools survived in the
maintained sector. Classics is therefore labelled by many as an
"elitist" subject only taught in independent schools.

The decline in the maintained sector, however, cannot be
properly interpreted without taking into account that removing
Classics, in its traditional form, from the mixed ability curriculum
is a political decision, rather than one based on valid educational
arguments (see 1.3.7).

It may be true that the first (traditional) model of Classics
teaching is mainly adopted at selective, independent schools, but
what are teachers' views at the still remaining selective, maintained
schools?

The two HMI reports, DES (1977), Classics in Comprehensive
Schools, and DES (1984), Classics in I~idependent Schools, exclude
maintained, selective schools from their surveys. This point
requires further investigation: it is possible that the traditional
form of Classics teaching is still preferred at mainiained, selective
schools, whereas maintained, non-selective (comprehensive) schools,
with the compulsory "all ability intake", prefer the second model of
Classics teaching.

If this is the case, the approach to teaching Latin and Greek
depends on school type (non-selective~selective), rather than on
school sector (maintained~independent).

A further assumption that there is, in principle, no place for
Classics in the comprehensive system is not correct. There is
clearly no place for the first model as a training for potential
scholars, but the value of the second model is evident from the
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DES (1977) report. HMIs state that Classics of some sort is taught
at about half the number of comprehensive schools. The objective
is, in its most general form, for pupils of all ages and abilities to
have some understanding of the ancient world. Special classroom
material is designed for the wider perspective of "Classical Studies".

Within the general interest in literacy, creative writing, and
communicative skills the report found that many teachers evidently
believe that Classical Studies help to equip the pupils with better
understanding and improvement of these skills (p. 49).

Arguments focussed on a form of language siudy were also
found: advocating the value of Latin in particular, for its
contribution to the pupils' all-round language development.

2.4.2 Latin as an ancillary in the language curriculum
In THE KNIGHTS TEMPLAR SCHOOL, in Baldock (Herts), a
comprehensive school with 854 pupils, I found a foundation course
in Latin, designed as an ancillary in language study across the
curriculum.

The programme started in September 1981 and among its aims
are:
(a) to provide some sort of grammatical basis for the study of
foreign languages;
(b) to cause pupils to think about their own language rather than
simply write it;
(c) to widen vocabulary and increase understanding of words.

The course begins in the first year, for two periods per week,
and deals with some basic ideas of grammar: parts of speech, parts
of sentences, ideas of time, number and agreement. In the second
year pupils slowly increase their knowledge of case usage, explore
adjectives, and extend their conscious use of declensions and
conjugations. The emphasis is on the thought processes involved
and upon accuracy of translation to and from Latin.

In the third year the work previously done is revised, and the
class moves on from simple sentences to particular matters of
syntax.

Active and passive voices, adjectives, agreement and degrees of
comparison, demonstratives, simple expressions of place and time,
the use of imperatives, participles and infinitives, simple direct
questions and the jussive subjunctive are dealt with by the end of
the third year.

This programme provides the foundation for "O" level work.
Teachers of English and Modern Languages in this school feel that
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their work is facilitated by pupils' understanding of grammar.
Reactions and preliminary results show that pupils' knowledge of
basic grammatical concepts can be considered an important
contribution to the general aims of improvement of mother-tongue
and foreign language learning.

The course suggests a policy for reintroducing traditional
grammar by taking Latin as a principal tool to explain relevant
grammatical concepts. The idea is to use Latin as a"language study
element" which belongs in the early years of secondary education,
in particular since in most English departments teaching of formal
grammar has been abandoned.

Alongside its value for the study of Latin in its own right, the
aims are "serving" rather than based on established common
objectives.

2.5 Conclusion

In this chapter the concept of Language Awareness across the
curriculum has been examined, with particular reference to the
role of grammar and its relationship with modern linguistics. This
led to three models (definitions) with different views on syllabus
contents and co-ordinated teaching.

There is a link with linguistics in the three models, in so far as
it concerns the relationship between language and the human being
(psycholinguistics and sociolinguistics). The role of grammar related
to general linguistics, as a study of characteristics of human
language (language universals), was only found important in the
third definition, viz. LAWS 1985 (Language Awaress Synthesis).

There is no place for grammar instruction in the "Bullock
Model" (first definition), which solely aims to raise the standards
of English by providing classroom situations in which a higher
standard can be acquired rather than taught.

The role of grammar is important in the "Hawkins Model"
(second definition); the emphasis is on awareness of differences and
similarities between languages in society. Its principal aim is
encouragement of foreign language learning to meet the national
needs.

In LAWS '85 the role of grammar is also emphasized, with a
strong linguistic flavour. Its recommendations regarding grammar
are phrased, however, with "a shamefaced apology".

The policy of the Committee Linguistics in Education (CLIE '84)
recommends teaching which reflects developments in academic
linguistics. It argues that in the language classroom, pupils should



learn how to compare and contrast elements of given utterances.
They may learn how to make general statements about recurring
patterns, and to discover rules which will predict the patterns as
part of the language. English is the language of exemplification.
The policy also includes aspects of other branches of linguistics.

Language Awareness both in the models of Hawkins and of
LAWS 1985 is different from CLIE '84, in the sense that the first
two include all aspects of the nature of language and its role in
human life, whereas in CLIE '84 the emphasis is on "grammatical
awareness".

Where awareness of the grammatical structure of language leads
to the need for more academic understanding and knowledge,
LAWS '85 and CLIE '84 are closely related.

In discussing the seven LAWS '85 Core Schools, sources for
further establishment of the value of a language awareness
programme, it was found that schools adopted syllabus and
organisational form according to individual needs, which vary
depending on school type, sector and population.

In the policies mentioned above, the tendency is to use the
well-established traditional terminology for explanation of language
structure. An at[empt to reinstate traditicnal grammar teaching as
an ancillary for language study across the curriculum was found in
a school which takes Latin as the principal tool for this purpose.



CHAPTER 3

THE ROLE OF GRAMMAR IN SECONDARY SCHOOLS

THESURVEY

Organization, Responses and Typology of Teachers

3.1 Introduction

To answer the questions mentioned in 1.5, a survey was conducted
at 40 secondary schools, age range 11 to 16.

Section 3.2 explains the organization of the survey, and the

responses. Two types of questionnaire were used: Sections 3.2.3.1
and 3.2.3.2 list the contents of the administrative and the survey
questionnaire. Responses to the questionnaires are given in 3.2.4
and explanation of analysis of data in 3.2.5.

Against the background of characteristic aspects of the English
educational system, explained in 1.3.6 and 1.3.7, Section 3.3 gives
the results of the administrative questionnaires: pupil-teacher ratio,
number of languages offered in the curricula, examination levels,
the role of languages after the option year of 13f, teaching time
and structure of departments. A profile of the survey schools, in
3.3.8, gives a summary of the findings.

Section 3.4 specifies the type of the schools at which the
respondents are appointed, and the results of 16 questions from

the survey questionnaires: these refer to teachers' personal and

professional background, their interest in topics related to

language study and education, and their attitude as language

teachers (as opposed to teachers of other subjects).
From the data obtained comes further categorization of

teachers into three groups according to the language(s) they teach
(English, Modern Languages and Classics).

The categories are used in the analysis of the results of the
four central questions in the survey, viz. opinions about (1) the
role of mother-tongue grammar across the language curriculum, (2)
methods of grammatical explanation, (3) importance of reference to
other languages (language awareness), and (4) views on co-ordinated
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grammar teaching.
To establish further differences between the three groups

(primary variables), the results of the 16 general questions
mentioned above are used as secondary variables and tested on
their significance (in 3.4). A profile of the three groups, in 3.5.3, is
based on these findings.

To obtain information about a possible relationship between
teachers' opinions and their schools (educational area), opinions
about the four central questions are also analysed according to
school type (non-selective and selective entrance requirements),
school sector (maintained and independent) and population (boys',
girls' and co-educational schools).

3.2 Organization of the survey and responses

3.2.1 Organization
The first step was to collect information about all schools in two
counties, Hereford 8r. Worcester, and Gloucestershire (the choice of
counties was incidental).

The second step was to categorize the schools in the two
counties according to six socio-demograp:~ic variables relevant to
the purpose of the study, four of which are characteristics of the
English educational system.

The objeciive of this procedure was to find a balanced sample
of respondents from different areas in the English educational
system.

There are 132 schools in the two counties, which cover an area
of 7,262 square km with a population of 1,121,390. For the six
variables mentioned above the distribution of these schools is as
follows (in numbers):

1. LEA~County (a)
(b)

2. Responsibility (a)

3. Sex
(b)
(a)
(b)
(c)

4. Entrance requirements (a)

5. Size
(b)
(a)
(b)
(c)

~ Hereford 8c Worcester : 65
Gloucestershire . 67
maintained : 102
independent . 30
boys . 19
girls . 21
co-educational . 92
non-selec[ive . 71
selective . 61
up to 500 : 39
500 - 1,000 : 73
1,000-1,500 : 20
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6. Geographical Location (a) rural . 10
(b) town : 91
(c) city . 31

(Source: Education Year Book, 1980~Handbook Independent Schools
Information Service, 1980.)

The study started with a pilot-survey, conducted at five
secondary schools (September 1981-March 1982) which were selected
according to different combinations of the six variables.

The test criteria found in the preliminary results contributed to

the contents and layouts of the questionnaires for the main survey.

To be able to approach maintained schools, a formal request
for LEA approval was submitted to the Chief Education Officers of
the County Council of Hereford 8r. Worcester, and the County
Council of Gloucestershire. (Permission for the pilot-study was
only temporary.)

3.2.2 Selection of schools and co-operation
Forty schools were selected, based on the information mentioned
above. To be able to conduct a survey was, understandably, solely a
matter of co-operation; of Headteachers in the first place, and of
the staff thereafter.

The main survey started in May 1982, with LEA approval for

both counties. The general climate in the maintained sector was one

of protest against educational cuts. The County of Hereford 8t

Worcester was more effected than Gloucestershire, and this

appeared to have also some consequences for my survey.
Aiming at the best possible co-operation (May until July being

also the busiest time of year), I visited the 40 selected schools to

explain the purpose of the survey. Four Headteachers of large

comprehensive schools in Hereford 8c Worcester, however, refused

co-operation, because of the consequences of teachers' actions of

protest. This protest involved unwillingness to pay attention to

matters other than their "basic duties", such as attending staff

meetings, parent meetings and extra help to slow learners. Lack of
enthusiasm to complete questionnaires gratuitously was therefore

not surprising. To illustrate his point, one Headteacher showed me

a letter which had just been sent to parents:

I understand that the County Council has voted in principle to

save the costs of 460 teachers. 215 of this number represent

posts which would disappear in any case in schools where the

number of children is falling: the remaining 245 represent a real
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cut. The pupil-teacher ratios will have to be changed and un[il
the new formula is known I shall have no idea how many
teachers will be available to teach your children in September. I
understand that secondary schools are to bear the brunt of the
economies and the outlook is grim.

To replace the four comprehensive schools by schools of similar
type and size, I found (in the same county) three Headteachers of
other maintained schools prepared, in principle, to co-operate; but,
for the same reason, with the warning that my expectations should
not be too high, since completion of questionnaires was stíll a
matter of the willingness of the staff. A replacement for the fourth
school was found in Gloucestershire (Appendix I, Table la).

The first stage was accomplished and the 40 Headteachers were
asked to complete the administrative questionnaire. The
questionnaires for the teachers were left behind for further
distribution: first to the Heads of English, Modern Languages and
Classics, and from there to the individual teachers.

The questionnaires were presented in blank envelopes with
covering letters and abstracts of the survey enclosed. Schools and
teachers were to remain anonymous.

The number of questionnaires left behind was not related to
the number of language teachers in the school: a certain
quan[ity, considered by the Headteacher as being "sufficient", was
taken from the 450 questionnaires, which I carried around
(Appendix I, Table lb).

By the end of September 1982 the collection of questionnaires
was completed.

In spite of the difficulties in Hereford 8c Worcester, a fairly
equal balance of socio-demographic variables was achieved. The
emphasis is, however, more on selective schools than originally
planned (60 per cent). There are also a few more maintained (57.5
per cent) than independent schools. The balance between the two
counties in total number of schools is almost equal. Most schools
are town schools (70 per cent) with a population of between 500
and 1,000 pupils (45 per cent). Only 15 per cent of the schools
have a population of between 1,000 and 1,500 pupils. Single-sex and
co-educational schools are equally represented.

Table 3~1 below gives a summary of the six socio-demographic
variables in each school.
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Table 3~1 : Distribution of variables in each school

Variables 1 2 3 4 5 6
a b a b a b c a b a b c a b c

School
number

1 . x . x . x . . x . x . . x .
2 . x . x x . . . x x . . . x .
3 . x . x . . x . x x . . . x .
4 . x . x x . . . x . x . . x .
5 . x . x . . x x . x . . . x .
6 . x . x . x . . x . x . . x .
7 . x . x x . . . x x . . . x .
8 . x . x . x . . x x . . x . .
9 . x . x . x . . x x . . x . .

10 . x x . . . x x . . . x . x .
11 . x x . . . x . x . x . . x .
12 . x x . . x . . x . x . . x .
13 . x x . x . . . x . x . . x .
14 . x x . . . x . x . x . . x .
15 . x x . . . x x . x . . . x .
16 . x x . . . x . x x . . x . .
17 . x x . x . . . x . x . . . x
18 . x x . . . x x . . , x . x .
19 . x x . . x . . x . x . . x .
20 . x x . . . x . x x . . x . .
21 . x x . . . x x . . x . . x .
22 x . . x . x . . x x . . . x .
23 x . . x . x . . x . x . . x .
24 x . . x . x . x . x . . . x .
25 x . . x . x . . x x . . . x .
26 x . . x . x . . x x . . . x .
27 x . . x . . x . x . x . . . x
28 x . . x . . x x . x . . x . .
29 x . . x x . . x . x . . x . .
30 x . x . . . x x . . x . . x .
31 x . x . . . x x . . . x . x .
32 x . x . x . . . x . x . . . x
33 x . x . x . . . x . x . . . x
34 x . x . . . x . x . x . . . x
35 x . x . . . x x . . . x . x .
36 x . x . . . x x . . . x . x .
37 x . x . . . x x . . x . . x .
38 x . x . . . x x . . x . . x .
39 x . x . . . x x . . . x . x .
40 x . x . . . x x . . . x . . x

total 19 21 23 17 8 12 20 16 24 15 18 7 6 28 6

See also Appendix I, Table 1(la, lb, and lc).
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3.2.3 The questionnaires
The two types of questionnaire14 were organized as follows:

The Administrative Questionnaire:
one questionnaire per school, to obtain information on:

1. the role of languages in the curriculum
2. the structure of departments

The Survey Questionnaire:
for the teachers of English, Modern Languages and Classics
A to obtain information on:

1. personal background
2. professional background
3. interest in topics related to the study of language
4, interest in topics related to educa[ion in general
5. attitude and job satisfaction

B to obtain opinions on:
1. the degree of importance of English grammar across the
language curriculum
2. method of explanation
3. reference to other languages (language awareness)
4. co-ordinated grammar teaching

C to obtain information on
1. use of textbooks
2. use of additional material

3.2.3.1 The Administrative Questionnaire
This questionnaire consists of four sections.
Section A: general informa[ion, number of pupils and number of

full-time and part-time teachers.
Section B: languages offered in the curriculum, examination levels

and structure of departments.
Section C: number of pupils, for each language and for each year

group.
Section D: teaching time in minutes, for each language and for

each year group.

1a A copy of the questionnaires is in Appendix II.
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3.2.3.2 The Survey Questionnaire
This questionnaire consists of 22 questions, a section for listing
textbooks and additional classroom material currently in use, and a
section for personal comments. Most questions have various options,
indicated by capital letters. Options are phrased in terms of
statements, followed by a free choice "o[her". Where questions
require gradations - from "very important" to "unimportant" and
from "very satisfactory" to "unsatisfactory" - the options are given
on a four-point scale. Teachers were asked to write the letter
corresponding to the reply in the box at the right hand side of the
question. The questionnaire allows, where applicable, for
combinations of replies; the total number of boxes on the
questionnaire is 50.

Questions I-VI:
Qualification(s), graduation year and teacher qualification,
university and course subject(s); male or female, full-time or
part-time.

Questions VII-X:
Ability of the target group, posts of special responsibility (e.g.
Head of Department, Head of Subject), language(s) taught ,
involvement in subjects other than languages.

Questions XI-XIV:
Interest in language study (e.g. literature, philology, language
structure), interest in educational topics (e.g. recent trends in
teaching their subject, examination requirements, methodology),
interest in linguistics and familiarity with linguistics.

Questions XV-XX:
These are the core questions of the survey:

The role of gramn:ar across the curriculurn (XV)
The phrasing of the question allows for nine different replies as
regards the importance of mother-tongue grammar in the three
language departments: English, Modern Languages and Classics. And
within these departments, it allows for possible different opinions
as regards written and spoken language, and higher and lower
ability pupils. For higher abilities: English, written and spoken
(boxes 32 and 33); Modern Languages, written and spoken (boxes 34
and 35); Classics (box 36). For lower abilities : English, written and
spoken (boxes 37 and 38); Modern Languages, written and spoken
(boxes 39 and 40).
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Language aware~:ess (XVI and XVII)
Importance of reference to vocabulary and structure of other
languages; degree of importance specified by ability group.

Co-ordination (XVIII and XIX)
Frequency of discussion of the various methodologies and materials
with colleagues of other languages, and opinions about the need for
co-ordinated grammar teaching. If grammar teaching should be
co-ordinated, between which departments or which language
teachers such co-ordination should take place.

Method of grammatical explanation (XX)
Which method is considered as most suitable for higher and for
lower abilities. The question gives three options: traditional,
functional and notional, as well as an option for alternative
methods.

Questions XXI and XXII:
Teachers' professional attitude: job satisfaction, and possible
differences felt between teaching languages and teaching
non-language subjects.

Textbook Section
Teachers were asked to list the books for each year group and for
each ability group, to specify additional classroom material, and to
give their personal comments on the survey.

Further clarification
Some of the questions (II, III, IV, IX, XIII, and XIV) need further
clarification.

Graduation year and teacher qualificatio~i (II)
In The Bullock Report ( 1975) complaints were found about the lack
of professional teachers of English:

There can be no other secondary school subject which is staffed
by such a large proportion of people without appropriate
qualifications. Nor can there be any subject which "borrows" so
many teachers from other areas of the curriculum and assumes
they can fill the role with little or no preparation (15.14).

In the summary of conclusions and recommendations it states :

a third of the teachers involved in the teaching of English have
no discernible qualification for the role (Recommendation 177).
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The interpretation of data about qualifications should, however, be
related to the graduation year: until 1974 any university graduate
could teach in secondary schools. The requirement for a separate
teacher's qualification became compulsory only in 1974. Teachers
appointed before April 1975, however, are also granted the
"qualified teacher status" on completion of twenty years' service.
Consequently only teachers who graduated after this year and not
are in possession of such a qualification can be formally regarded
as not qualified.

Moreover, the issue of teacher qualifications is not just a
matter of formal teachers' certificates. It should also take account
of (the lack of) agreement between teachers' university course
subjects and subjects they teach when appointed. (See below for
Questions IV and IX.)

Interest in and familiarity with Linguistics (XIII and XIV)
The question on graduation year is also related to teachers'
interest and familiarity with Linguistics. The new approach towards
Linguistics (see 1.3.1), taking as starting point Chomsky (1957)
Syntactic Structures, was generally not integrated in university
courses before 1965. Familiari[y with this approach, as a result of
degree courses, was therefore not to be expected from teachers
who graduated before 1965.

University where degree was awarded (III)
Oxford and Cambridge, generally taken as the most prestigious
universities in the country, are considered to be of a higher

academic standard than other universities or polytechnics. Entrance
requirements (special university-set examinations) have now
changed for some Colleges to provide better opportunities for

prospective students educated at maintained schools. Until recently,
however, and possibly still today, the majority of Oxford and
Cambridge graduates received their secondary education at
independent schools and as teachers they often return to the
independent sector (King, 1970).

If the results of Questions XV-XVII were to appear to be
different according to type of school (maintained or independent),
the answers to this question could be used to find a relationship
between the type of school where teachers are appointed and where
they were taught.

University course subjects and languages taught (IV and IX)
Since The Bullock Report refers to English as the subject which
"borrows" so many teachers from other areas (see 1.3.7), this
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question also examines whether the language(s) which the
respondents read at university level are the same as the
language(s) they teach in practice.

3.2.4 Responses

Responses to the Administrative Questionnaire
37 forms were returned as having been completed (see Appendix I,
Table lb). No form was received from schools 19, 24 and 40.15
The reasons were of different natures. In one school the
Administrator was too busy; in another school they were about to
move to another building; and in the third school the Headmistress
was leaving at the end of term. Not all sections on these 37
questionnaires were completed by Headteachers or the schools'
administrators.

Section A: 5 missing observations for full-time and part-time
teachers (schools 2, 12, 23, 25 and 29);

Section B: 3 missing observations (schools 3, 26 and 34);
Section C: 3 missing observations for number of pupils in each

year group for English (schools 14, 25 and 37);
Section D: no missing observations.

Responses to the Survey Questionnaire
From the 40 schools, 295 teachers responded to the survey. Not all
teachers completed all questions (or parts of questions). The
reasons, however, were in most cases explained in the personal
comments section:
(a) where asked to give opinions about the importance of mother-
tongue grammar across the whole language curriculum (Question
XV), some teachers felt that they could only answer that part of
the question applicable to their own experience;
(b) where asked to give opinions about the importance of grammar
for different ability groups (Questions XV, XVI, XVII and XX),
some teachers said that they could not answer questions referring
to a situation with which they were not familiar.

There is no explanation for the missing observations in questions
II (graduation year), III (university), XIV (course in linguistics),
XXI (job satisfaction) and XXII (attitude).

The average percentage of replies to the 22 questions is 94.9
per cent (see Appendix I, Table lc).

ls The school numbers refer to Table 3~1 in 3.2.2.
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Responses to the Textbooks Section:
Textbooks: eighteen teachers did not complete this section; nine

teachers due to lack of time and nine because the books they used

were the same as those listed on the forms which had already

been completed by the Heads of Departments. A total number of
2,621 titles was listed (see Appendix III, Table 1).
Additional material: 263 teachers mentioned that they use additional
classroom material; 149 of these teachers specified the kind of
additional material.
Comments: 97 teachers gave their personal comments.

3.2.5 Analysis of the data

Administrative Questionnaire
Where applicable, the data are calculated for general insight into
frequencies and percentages. The missing information for Section B
(structure of departments) has been traced through the schools'
brochu res.

Survey Questionnaire
The results are analysed, using primary variables and secondary
variables.
Primary ti~ariables
For analysis of the four core questions, viz. role of mother-tongue
grammar across the curriculum, method of grammatical explanation,
language awareness and co-ordinated teaching, the following

primary variables are used:

(1) Language factor: 3 groups categorized according to the
language(s) taught;

(2) Ability factor : 2 groups categorized according to the
schools' entrance requirements
(non-selective and selective schools);

(3) Responsibility factor: 2 groups categorized according to
educational responsibiliy, viz. Govern-
ment or private bodies (maintained and
independent schools);

(4) Population factor: 3 groups categorized according to sex
of school population (boys', girls' and
co-educational schools).
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(1) Language factor ( language groups)

This categorization of teachers was based on the language(s) they
teach. Since, however, 35.9 per cent of the teachers in the survey
teach more than one language (see 3.4.5), this observation was also
taken into account. It appeared that in this group of 35.9 per cent,
only a few teachers are involved in teaching across the boundaries
of the conventional departmental structure; the categorization in
three language groups therefore approximately represents the
traditional structure of language departments (Departments of
Classics, Modern Languages and English).

Language Group I

Language Group II

: represents mainly the Department of Classics
51 teachers (17.3010)

consists of: Classics only
Classics with Modern Languages
Classics with English

: represents mainly the Department of Modern
Languages

125 teachers (42.4010)

consists of: Modern Languages only
Modern Languages wi[h English

Language Group III : represents the Department of English
119 teachers (40.3~10)

consists of: English only

(2) Ability factor (school type)
Based on the different and often ambiguous interpretations of [he
term "ability", this categorization is according to school type (see
1.5).

Non-selective schools : 107 teachers (36.3010)
Selective schools : 188 teachers (63.7qo)

(3) Responsibility factor (scbool sector)
Based on government influence on educational system, this catego-
rization is according to school sector (see 1.3.6 and 1.3.7).
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Maintained schools : 166 teachers (56.3~0)
Independent schools : 129 teachers (43.7~0)

(4) Population factor ( school population)
Based on the relationship between language interest-cum-achieve-
ment and sex differences, this categorization is according to school
population (see 1.3.6).
Single-sex schools : boys' schools 58 teachers (19.7qo)

: girls' schools 85 teachers (28.8010)
Co-educational schools: 152 teachers (S1.Solo)

Secondary variables
For further characterization of the three language groups, factor
(1), the six socio-demographic variables used for the school
selection (see 3.2.1) and the data obtained from Questions I-V and
XXI-XXII (general information) are used as secondary variables. The
secondary variables are organized in six sets.

Set 1: School characteristics 1. LEA~County
2. Responsibility
3. Sex of pupils
4. Entrance requirements
5. Size
6. Geographical location
7. Ability of target group

Set 2: Personal background 8. Sex of teacher
9. Appointment

10. Special posts

Set 3: Professional background 11. Qualification
12. Number of target languages

Set 4: Language interest 13. Language interest

Set 5: Educational interest 14. Educational interest

Set 6: Professional attitude 15. Attitude as language teacher
16. Job satisfaction

The analysis attempts to find relationships between:
(a) primary variable (1) and secondary variables for typology of

language groups.
(b) primary variables (1)-(4) and opinions (Questions XV-XX).
(c) secondary variables ( in as far as significant in the typology of

the language groups) and opinions (Questions XV-XX).
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The data are analysed by tabulating frequencies, by calculating
percentages and by means of cross-tabulations. Relationships are
tested on their significance by means of chi-square tests, on two
levels of confidence, 95 per cent (significant) and 99 per cent (very
significant).

Application of chi-square test
To test the relationship between primary variable (1) and the
core questions (XV-XX), and between this variable and the six
sets of secondary variables, it appeared to be necessary, in some
cases, to reduce the four point scale to a three or two point
scale, viz. where more than 50 per cent of the valid cells had an
expected cell frequency of less than 5.0. Adjustment has been
made as follows: [very important f important] has been reduced to
[important]; [not really important t unimportant] has been reduced
to [unimportan[].

To test the relationship between primary variables (2), (3) and
(4) and the core questions of the survey, the degree of importance
on a four point scale was not considered relevant; this is therefore
reduced to a two point scale: [important] and [unimportant].

Responses
The analysis of core questions (XV-XX) is based on the number of
replies to each question, or each part of a question, for reasons
explained in 3.2.4. The results of other questions are calculated
over the total population of 295 teachers.

Textbooks
Titles of textbooks listed on the questionnaires were compiled and
calculated to establish which books or courses were most frequently
used across the language curriculum in the five year groups (for
responses, frequencies, and inventory of books which are currently
in use, see Appendix III).

Six survey schools
The selection of six schools (example schools discussed in Chapter
7) is based on the same six socio-demographic variables as used for
the main selection of survey schools.

3.3 Results: the schools

The results of the administrative questionnaires are discussed
against the background of the publications mentioned in 1.3.7.
Among the relevant aspects of the English educational system
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discussed in the context of constraints on improvement of language
education we found school sector, school type and LEA.

This survey includes 23 maintained and 17 independent schools
(sector); 24 selective schools and 16 non-selective schools (type).
For the maintained sector, it includes 9 LEA schools in Hereford 8c
Worcester and 10 LEA schools in Gloucestershire (see Table 3~1 in
3.2.2). The issues investigated in this context are pupil-teacher
ratio, number of foreign languages offered in the curriculum,
examination levels, drop-out of pupils taking languages after the
option year of 13f, teaching time and struc[ure of departments.
Three schools did not return this questionnaire:lb

school 19: maintained, selective, Hereford 8c Worcester LEA
school 24: independent, non-selective
school 40: maintained, non-selective, Hereford 8t Worcester LEA

3.3.1 Pupil-teacher ratio
Section A on the 37 questionnaires was not completed by the
following five schools:

school 2: independent, selective
school 12: maintained, selective
school 23: independent, selective
school 25: independent, selective
school 29: independent, non-selective

The results, calculated for the remaining 32 schools, show that the
pupil-teacher ratio in maintained schools is higher than in indepen-
dent schools. In the maintained sector it is the same as that found
in The Bullock Report (25.24), viz. 16.9 : 1. In independent schools
the ratio is 11.4 : 1. If we compare the results for selective and
non-selective schools, the pupil-teacher ratio is, as expected, higher
in non-selective schools.

Differences in schools under LEA control are also observed: the
ratio in schools under Gloucestershire LEA is higher (17.5 : 1) than
in schools under the control of Hereford 8c Worcester LEA (16.Ap-
pendix I, Table 3(3a, 3b and 3c).

3.3.2 Languages offered in the curricula
Of the 37 schools, 26 schools offer German, 16 Spanish, 5 Italian, 3
Russian, 22 Latin and 14 Greek. These figures indicate that

16 The school numbers refer to Table 3~1 in 3.2.2.
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statements about an "evident" decline in Classics should be careful-
ly examined; it is necessary to differentiate between the traditional
and the new model of Classics in the present curriculum (see
2.4.1). In all schools, English is compulsory throughout and French
until the option year of 13t.

From the replies to Section B it was observed that some
schools offer more than one foreign language; this tends to be
related, indeed, to the difference between maintained and indepen-
dent schools, but not in the way attributed in Matthews' survey to
"elitism" (see 1.3.7). We find the full range of French, German,
Spanish, Italian, Latin and Greek in maintained schools. The
non-selective independent schools do not offer languages other
than French. See Appendix I, Table 4.

When we look at the percentage of pupils taking languages from
the age of llf to 15t, in non-selective schools, a lower percentage
learning French can be observed, but a higher percentage for
German and Spanish (see also 3.3.4). A summary is given in Appen-
dix I, Table 6.

3.3.3 Languages and examination levels
In the pilot-study it was found [hat sometimes languages are
taught at non-examination level. For example, at first sight it
seemed that a Headmaster (of a large comprehensive school) taught
Russian, in all year groups. Later it emerged that he taught the
Russian alphabet up to the statutory leaving age, to slow learners
who were unwilling to go to school.

In the main survey, however, where a language is offered,
examinations can be taken, at least up to "O" level. Independent
schools offer more "A" level courses in foreign languages and
Classics than maintained schools, but the same could be said when
we compare selective and non-selective schools (more "A" levels in
selective schools, ability selection prior to entry). See Appendix I,
Table 5.

3.3.4 Languages after the option year of 13f
For Modern Languages, the drop-out for French is 39.1 per cent,
German 32.2 per cent, Spanish 66.1 per cent, Latin 48.0 per cent
and Greek 38.7 per cent.

When comparing the school sectors, we find for French in the
maintained sector a drop-out of 47.7 per cent, and in independent
schools 7.9 per cent. This difference, being one of the most
common criticisms of languague educa[ion in [he maintained sector,
was expected.
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When we compare the two school types, the drop-out in
non-selective schools (56.3 per cent) is considerably more than in
selective schools (18.5 per cent). A similar picture was found for
German: 40 per cent in maintained schools, compared to 2.7 per
cent in independent schools; but again, 44.4 per cent in non-selec-
tive schools, compared to 22.7 per cent in selective schools.

The point to be emphasized here is that there is no evidence to
explain these matters as related to the difference between school
sectors (maintained and independent). They could also be explained
(in my view they should be) as related to school type (non-selec-
tive and selective schools). If the schools' entrance requirements
(ability selection prior to entry to the school) prove to be a
relevant variable, then it is not the maintained sector, but the
present maintained system which needs reconsideration. "Maintained"
and "non-selective" have not always been synonymous in the past
and no predictions can be made about the continuity of the
comprehensive system in the future.l~

The figures for Spanish, however, do not support my view: there
is less drop-out in maintained schools (61.6 per cent) than in
independent schools (86.7 per cent), and less in non-selective
schools (51.2 per cent) than in selective schools (81.0 per cent).
This could be explained by considering the role of Spanish. In
maintained, non-selective (comprehensive) schools Spanish is
sometimes offered instead of French; in this survey, these schools
offer Spanish as a second foreign language, instead of German. The
coursebook they use for Spanish is ADELANTE, an audio-visual
Nuffield~Schools Council Course, which is intended for pupils of all
levels of ability and (because of the present teacher shortage) for
the non-specialist teacher. The background of the course design is
(in accordance with the 1968 Newsom Report) that Spanish was
considered more attractive and less difficult than French (see
Chapter 6, 6.3.5). Pupils who are taught French and Spanish, and
wish to continue with one foreign language after 13t, are likely to
choose Spanish. In selective schools (both sectors), Spanish is not
offered as an alternative to French or German, but in addition to
these languages. Italian is only taught after the option year.

Classics is often said to be a subject which will only survive in
independent schools. This is evident when we look at the figures:
the drop-out for Latin in maintained schools is 62.7 per cent, and
in independent schools 33 per cent.

17 See the 1987 recommendations of the Hillgate Group, 1.3.6.
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The (new) role of Classics (see 2.4.1) shows from the comparison
between non-selective schools (77.9 per cent) and selective schools
(39.9 per cent). See Appendix I, Table 7(7a, 7b and 7c).

3.3.5 Languages and teaching time
Pupils spend more time on English than on other languages (Section
D). The Bullock Report (25.12) found (in maintained schools) the
same figure for English, viz. between 3 hours and 3.5 hours per
week, as was found in all school types in this survey.

French is taught between 2.5 hours and 3 hours per week, to all
year groups, also in all schools. Selective schools spend a little
more time on German (between 2.5 and 3 hours) than non-selective
schools (between 2 and 2.5 hours).

Pupils in the third and fourth form spend, generally, more time
on modern languages than pupils in forms one and two, or in the
"O" level year. See Appendix I, Table 8(8a, 8b, 8c, 8d).

3.3.6 Structure of departments
Section B contains a column which gives information on the
structure of departments, viz. which languages are included in
which departments.

Six schools did not complete the column, but the information
has been traced through the schools' brochures.

Table 3~2 below shows that 28 of the responding schools have
clear boundaries as regards the three departments: English, Modern
Languages and Classics. By "boundaries" is meant functioning under
the responsibility of a"Head" for each Department. The table shows
that the boundaries in schools number 6, 8, 9, 18, 38 and 39 are
different from those in the other schools.

No conclusion can be drawn from the combination of variables
applicable to these schools. (For summary of variables, see Appen-
dix I, Table 9.)

Only in school 38 do we find that all languages are under the
responsibility of one Head. In school number 9, English and Modern
Languages are taught under the responsibility of one Head of
Department. Schools number 6 and 39 have a separate Department
of French. So do schools number 5, 8, 14, 20, 28 and 29, but there
the Department of French is called the Department of Modern Lan-
guages (the traditional synonym); no other foreign languages are
offered. In school number 18, Classics and Modern Languages are in
one Department. In school number 8 Classical languages are not in
one Department: there is a Head of Latin and a Head of Greek.
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Table 3~2: Structure of departments

language curriculumlg
Latin Greek English French German Spanish Italian Russian

school
1 [--------) [----] [----------------------------------]
2 [--------] [----] [---- -----]
4 [--------] [----] [-------------------]
5 [----] [----]
6 [--------] [----] [----] [---------------------------]
7 [---] [----] [------------]
8 [---] [---] [----) [----]
9 [--------] [--------------------------]

10 [----] [------------J
11 [---] [----] [-------------------]
12 [--------] [----] [-------------------]
13 [---] [----] [------------]
14 [----] [----]
15 [----] (------------]
16 [----] [------------]
17 [---] [----] [-------------------]
18 [--- [----] -------------------]
20 [----] [----J
21 [----] [---- ------]
22 [---] [----] [-------------------]
23 [--------] [----] [-------------------]
25 [--------] [----] [--------------------------J

------]27 [--------] [----] [-------------------
28 [----] [----]
29 [----] [----]
30 [----] [-------------------]
31 [----] [------------]
32 [--------] [----] [------------]
33 [----] [---- -----]
35 [----] [------------]
36 [--------] [----J [------------ -----]
37 [----J [------------]
38 (-------------------------------]
39 [---] [----] [-----] [-----]

18 For key to the table, see next page.
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Key to Table 3~2:

[---------------] line not interrupted:
language(s) under responsibilíty
of one Head of Department;

[---- ----] line interrupted:
the language is not taught;

[---- [----] ----] line interrupted:
the language is [aught in another
independent Department

Language Awareness and structure of departments
Language Study, as a separate curricuium subject along the lines
of Hawkins' model of Language Awareness (definition 2, see 2.2.3),
was not introduced in any of the survey schools. School number 38
adopts Bullock's "language awareness across the curriculum" policy
(definition 1, see 2.2.2). This is reflected in the organizational
structure of the departments. The conventional labels "Department
of English", "Department of Modern Languages" and "Department
of Classics" are no longer used in the traditional manner. All lan-
guages (including English) are part of the "Area of Communica-
tions". The Co-ordinator of Communications is responsible for lan-
guage (English) in the whole curriculum 19 but no[ specifically for
the language curriculum.

The organizational struc[ure for other subjects follows the
same "area" principle: the "Area of Mathematics, Science and
Technology" and the "Area of Humanities" are under responsibility
of one Co-ordinator for each Area. At the time of the survey this
was still at an experimental stage.

3.3.7 Conclusion
The analysis of the administrative questionnaire shows differences
between the maintained and independent sectors which are not
suprising when read against the facts and views discussed in 1.3.6
and 1.3.7.

At first sight, in the maintained sector the pupil-teacher ratio is
higher, the number of languages offered at "A" level is lower, and
the percentage of pupils interested in foreign languages after the
option year is higher than in independent schools.

19 See also Chapter 7, 7.3.6.
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The time spent on languages is about the same in all schools. A
type of Language Awareness policy was found in one school, as
reflected in the structure of departments: the responsibility for
language (English) across the curriculum is with all teachers, guided
by a Co-ordinator of Communications (Bullock type).

Concluding remark: school type and interpretation of the term
"ability"
In discussions and publications, the emphasis is too much on the
difference between school sectors, e.g. in Matthews' (1979) survey
and in Page's (1985) reasoning (1.3.7). There is no evidence that
interest-cum-achievement in foreign languages should be explained
as related to differences between maintained and independent
education. Before arriving at a conclusion, we should differentiate,
explicitly, between maintained and comprehensive schools. How
maintained schools are organized is a political issue; although
synonymous with "comprehensive" at present, it was different
before. Why should it not be different again?

The differences could, and in my view should, be explained as
related to differences between non-selective and selective schools,
which means differentiating between entrance requirements.

Firstly, ability and achievement are a priori related, that is to
say, when achievement means meeting the established requirements
of public examinations. Secondly, teaching methods are also likely
to be related to ability.

Before discussing the analysis of the survey questionnaire, we
should therfore consider the meaning of the term "ability", which is
particularly relevant in the context of English education, with a
system of streaming, setting and banding in both sectors.

Pupils in selective schools have passed an entrance examination
and are therefore labelled as "higher ability"; but within the
school they are placed in "lower or higher sets".

In non-selective (generally larger) schools, the intake is pupils
of "all abilities". There is an initial ability assessment into "lower
or higher streams or bands", and, usually in later years, a reas-
sessment into lower and higher sets. For example: the ability
assessment of a pupil who learns French in the "lower set" in a
selective school is different from the assessment of a pupil who
learns French in a"lower set" in a non-selective school. The
former is still expected (abíe) to continue French after the option
year, whereas the latter is not expected (able) to take an "O" level
examination.
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At 14t the interpretation is even more complica[ed, especially
because present examinations are set a[ two levels of ability: CSE
(lower) and GCE "O" lcvel (higher).

In selective schools there could be two levels of higher ability:
HA(1) pupils who are expected to continue up to "A" level, and
HA(2) pupils who do not continue after "O" level.

There could also be two levels of lower ability:
LA(1) pupils who aim at "O" level, but might achieve only CSE,

and who will therefore be "double entered" for both
examinations, and

LA(2) pupils who are expected to achieve a CSE.

In non-selective schools there could also be two levels of
higher ability:
HA(1) pupils who are expected to achieve good "O" level results,

and
HA(2) pupils who aim at "O" level but might achieve only CSE, and

who will therefore be "double entered".
There could, again, also be two levels of lower ability:

LA(1) pupils who are expected to achieve a CSE, and
LA(2) pupils who aim at CSE, but whose chances are doubtful.Zo

The various interpretations are presented in summary in the
diagram at the end of this section.

3.3.8 Profile of the survey schools
The 40 schools are from different educational areas. The first
foreign language in all schools is French. As second foreign
language, German is offered in 26 schools, and Spanish in 16
schools. Italian (S schools) and Russian (3 schools) are offered
after the option year of 13}. Latin is taught at 22 schools: in 9
maintained schools (5 selective and 4 non-selective), and in 13
independent schools. The languages offered in the curriculum are
taught up to "O" level in all schools. The percentage of pupils
aiming at public examinations in French and German is higher in
selective schools than in non-selective schools. Time spent on
languages is about the same in all schools.

The struc[ure of departments, in most schools, is conventional.
Only one adopts a Bullock-type Language Awareness Policy.

Z~ The terminology used in this section, viz. HA(1), HA(2),
LA(1) and LA(2), is non-standard; schools refer to ability groups in
different ways.
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Diagram: interpretation of the term "ability"

AT 15t "A" LEVEL OPTION YEAR
"O" LEVEL and CSE EXAMINATION YEAR

expected: expected: aiming at: expected: non-exam
"O" level "O" level "O" level CSE (C)
aiming at not to be or CSE
"A" level continued (double

entry)
HA(1) HA(2) HA(1) or

HA(2) HA(2) or
LA(1) or
LA(2) LA(2)

---------------------------------------------------------------
AT 14t OPTIONS CHOSEN
expected: "O" aiming at: expected: non-exam (C)
level "O" level or CSE

CSE (double
entry)

HA(1) HA(2) or HA(2) or
LA(1) LA(1) or

LA(2) LA(2)
----------------------------------------------------------------
AT 13t "O"LEVEL OPTION YEAR
assessment: assessment: assessment:
able to take "O" able to take "O" either CSE or non-
level level or CSE exam (C); not con-

tinued at 14t (O)
HA(1) HA(2) or LA(1) LA(1) or LA(2)
----------------------------------------------------------------
AT 12t
assessment: second ability assessment:

HA setting or first LA
abili[y setting or
no ability set[ing

ALL
----------------------------------------------------------------
AT llf
assessment: first ability assessment:

HA se[ting or no LA
ability setting

ALL
----------------------------------------------------------------

(C)- Compulsory; (O)- Optional
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3.4 Results: the teachers

This section gives the results of the general questions of the
survey questionnaire, I-XIV and XXI-XII. They are discussed in six
parts: school characteristics (3.4.1), personal background (3.4.2),
professional background (3.4.3), language interest (3.4.4),
educational interest (3.4.5) and attitude (3.4.6).

Results of the characteristics of schools at which teachers are
appointed are based on the Administrative Questionnaire (Section
A), and results of the other parts are based on the Survey
Questionnaire.21

3.4.1 School characteristics
As mentioned in 3.2.2, a reasonable balance between the six
socio-demographic variables was achieved at the time when 40
Headteachers granted permission to distribute the questionnaires.
Over the group of 295 respondents, the distribution is slightly
different, due to differences in size of schools (number of
teachers), time, interest, willingness etc.

In the group of respondents, the emphasis is on selective
schools (63.7 per cent); 25 per cent teach at the larger schools
(more than 1,000 pupils). There is also an emphasis on the
maintained sector (56.3 per cent), [he county of Gloucestershire
(57 per cent) and schools located in towns (78.6 per cent).
Numbers are equally divided betweem those teaching at single-sex
or co-educational schools.

Most respondents (72.5 per cent) teach pupils of lower, average
and higher ability. See Appendix I, Table 10.

3.4.2 Personal background
The results of questions V, VI and VIII show a little emphasis on
female teachers (56.6 per cent). The majority is appointed full time
(87.8 per cent) and 40.3 per cent have a post of special
responsibility as Head of School (Principal or Deputy Head), Head
of Department or Head of Subject. See Appendix I, Table 11.

3.4.3 Professional background
The results of question IX show that 35.9 per cent teach more
than one language.

21 Copies of the questionnaires are in Apperdix II.
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Table 3~3 below shows teachers' involvement across the language
curriculum, within and across the boundaries of the Departments.

Table 3~3 : Involvement across the language curriculum.

CLASSICS MODERN LANGUAGES ENGLISH total 22

Latin Greek French German Spanish Italian English n-295 0l0

x 119
x 51

x 15
x 2

x 1

total teaching one language 189 64.1

x-------x 42
x---- x 20

x----------------------------x 13~`
x------------ x 11
x------------ x 5 .x--------------------------------------- x 4

x-----------x 4'
total teaching two languages 99 33.6

~x---- x---------------------------------- x 3 ~x---- x-------------------x 1
~x-----------x------------ x 1
,~x-----------x------------ x 1

total teaching three languages 6 2.0

x-----------x-------x--------------------x 1~`
total teaching four languages 1 0.3

The table shows that 267 teachers (90.4 per cent) teach within the
boundaries of the Departments.

22 Numbers marked with ' refer to teachers teaching across
the boundaries of departments.
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Within the conventional departmental structure, there are

36 teachers in Classics Department (12.2qo)
112 [eachers in Modern Languages Department (37.9qc)
119 teachers in English Department (40.3010)
-------------------------------------------------------
267 (90.4aIo)

Teaching a combination of languages across departments:

8 teachers of Classics with Modern Languages (2.70l0)
7 teachers of Classics with English (2.4P1o)

13 teachers of Modern Languages wi[h English (4.So1c)
------------------------------------------------------
28 (9.ó010)

Page (1985) mentioned involvement in activities (among many
others) beyond the direct scope of language teaching (see 1.3.7).
Also in this survey teaching combinations were found of
language(s) with non-language subjects (86 teachers, 29.1 per cent).
Combinations most frequently occurring are with Physical Education
(16 teachers), Religious Education (14), General Studies (14), and
History (11); while the other 31 teachers are involved in 11 further
(different) subjects other than languages. A majority (70.9 per
cent), however, teaches languages only.

The results of Question I show that 87.4 per cent are graduates
with the emphasis on teachers holding a first degree (62.0 per
cent).

60.7 per cent of all respondents mention various types of
teacher qualification. Most graduates state additional teacher
qualifications of the Postgraduate Certificates of Education (PGCE)
type; two of them also hold a degree in Education and five mention
a Diploma in Education. All non-graduates (12.6 per cent) are
qualified and took courses at Colleges of Education or Teacher
Training Cen[res (Appendix I, Table 13).

Question II asks for graduation year; this question was related
to the topics of teacher qualification and interest in linguistics (see
3.2.3.2). However, 23.6 per cent did not answer the question (all of
them female teachers). Where information was available, the
results show that most graduates took their degree before 1974 (the
year in which teacher qualifications became compulsory). The
preponderance is of teachers who graduated before 1965 (the year
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which was mentioned in connection with possible familiarity with

modern linguistics, see 3.4.4). This is no[ surprising when
considered in relation to the fact that almost half the number of
respondents are Headteachers, Head of Department or Head of

Subject (see 3.4.2); posts of special responsibility (responding to a

survey is clearly included) are likely to be related to length of
service.

Because of the missing information, no conclusion can be drawn
about a possible "qualified teacher status" for the 39.3 per cent
who did not mention a Teachers' Certificate.

The combined results of Question IV and Question IX show the
relationship between the language(s) studied at university and the
language(s) taught in schools. The comparison is made against the
background of The Bullock Report's observation that in so many
schools the Department of English "borrows" teachers from other
areas in the curriculum.

In this survey, however, a proportion of 92.5 per cent teach
language(s) in accordance with their degree or teacher course. Most
teachers in the small group who teach language(s) other than
those that they studied, teach English (Appendix I, Table 14). In a
discussion about this point in one of the larger comprehensive
schools, the Deputy Headmistress explained:

all native speakers of English, who manage to get a degree in
whatever subject, do know their own language well enough to be
able to teach it.

As mentioned in 1.3.7 and 3.2.3.2, independent schools and
Oxford~Cambridge graduates are often connected with the term
"elitist": the majority of Oxford and Cambridge graduates tend to
be appointed in the independent sector. A relationship can be
observed between universities where teachers were educated and
their appointment in either the maintained or independent sector.
The results show that 25.6 per cent of the university graduates
took their degree at Oxford or Cambridge and more than half of
this group teach at independent schools (Appendix I, Table 15).

3.4.4 Interest in language study
Question XI gives four options for interest in language studies,
viz. "literature", "philology", "language structure" and "semantics",
and one free option, "other".

Most teachers stated more than one topic. The majority are
interested in literature (79.7 per cent), followed by language
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structure (45.8 per cent). Interest in philology and semantics is less
than 18 per cent (Appendix I, Table 16). The option "other" shows
quite a variety and is specified in Appendix I, Table 17.

Information on interest in linguistics, and familiarity with the
subject, was found in the replies to Questions XIII and XIV.
Question XIV asks for specification of courses and years.

While 26.5 per cent are not familiar with linguistics, more than
half the number of respondents is interested in this subject (56.9
per cent). Of the 217 teachers familiar with linguistics, 32.3 per
cent read this as part of their degree course; only 2.8 per cent
took a special course (Appendix I, Table 18).

Owing to missing information on graduation year, no conclusion
can be drawn as regards a possible familiarity with modern
linguistics as part of teachers' degree or other courses.

3.4.5 Educational interest
Because of the dichotomy of "language specialist" and
"educationalist" (see 1.4) Question XII asks for specification of
educational topics of interest. There were five options: "recent
trends in the subject", "methodology", "external examination
requirements", "motivation" and "discipline", and a free option
"other".

Most teachers mentioned more than one topic. The majority
interest is on "recent trends in the subject" (68.8 per cent), which
is higher than was expected f rom publications on educational
problems (see 1.3.7). The next topic of preference is methodology
(48.8 per cent), followed by motivation (44.7 per cent) and interest
in external examination requirements, shown by 36.3 per cent,
which is less than expected considering the announcement of the
new 16t examination system (Appendix I, Tables 19 a and b).

3.4.6 Professional attitude
Attitude to teaching languages as opposed to teaching other
subjects also tends to be related to the dichotomy mentioned
above. Most teachers deal with problems such as mixed ability
teaching, motivation, examination requirements and so on: Question
XXII asks if a difference is still felt, as language teachers, from
the problems of colleagues teaching other subjects.

Out of 282 teachers who answered this question, 50 per cent
felt that in language teaching the problems are different. 31qo said
that similarity between their problems and those of other teachers
is limited; only 19 per cent held the view that the problems are the
same (Appendix I, Table 20).
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Question XXI asked about job satisfaction, and was answered by
all but six teachers. The majority were either very contented
(31.1 per cent) or contented (54.0 per cent) (Appendix I, Table
21).

3.5 Primary and secondary variables: typology of teachers

As mentioned in 3.2.5, for analysis of Questions XV-XX ( the role
of grammar, reference to other languages, method of explanation
and co-ordinated grammar teaching) teachers are categorized in
language groups, and according to school type, sector and
population (3.5.1).

The relationship between the language groups and the results of
the general Questions I-XIV and XXI-XXI is tested in six sets:
school characteris[ics (3.5.2.1), personal background (3.5.2.2),
professional background (3.5.2.3), language interest (3.5.2.4),
educational interest (3.5.2.5) and professional attitude (3.5.2.6).

A summary of the results (3.5.2.7) is followed by a profile of
the three groups (3.5.3).

3.5.1 Primary variables: language groups and school types

3.5.1.1 Language groups ( language factor)
A categorization based on equal representation for each language
was not possible; in the first place because there are fewer
teachers of Classics than of other languages, and secondly because
35.9 per cent teach more than one language (see 3.4.3). Table 3~3
(in 3.4.3) showed that 64.1 per cent teach one language (189
respondents), 33.6 per cent teach two languages (99 respondents)
and 2.3 per cent (7 respondents) teach three or more languages.
Various different teaching combinations across departments were
found: eight combinations of Classics with Modern Languages;
seven combinations of Classics with English; and 13 combinations of
Modern Languages with English.

Most teachers of two or more languages teach within the
conventional structure of language departments: Classics, Modern
Languages and English. Therefore, and to avoid over-complexity of
categories, organization of the groups is according to the same
structure. But having to accommodate the minority (25 teachers)
whose teaching crosses the boundaries, the following seemed to be
most realistic.
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The "Classics" group includes the eight teachers of Classics with
Modern Languages (2.7 per cent) and the seven teachers of
Classics with English (2.4~0), on the grounds that their views on
the role of grammar would derive primarily from their teaching as
specialists in Latin or Greek or both. Together with those who
teach Classics exclusively they form Group I, which is relatively
small (51 teachers) compared to Groups II and III below.

The "Modern Languages" group incorporates the 13 teachers of
Modern Languages and English (4.5 per cent) who share the
experience of learning and teaching unfamiliar languages; their
views in this capacity seem to be likely to influence their English
teaching rather than [he reverse. This is Group II (125 teachers).

The "English" group is then confined purely to those whose
speciality is to teach the mother tongue, their views presumably
not modified by experience of foreign language teaching. They
form group III (119 teachers).

In schematic presenta[ion:

Group I: Classics only
Classics with Modern Languages
Classics with English
total 51 teachers (17.3010)

Group II: Modern Languages only
Modern Languages wi[h English
total 125 teachers (42.4oJo)

Group III: English only
total 119 teachers (40.3010)

3.5.1.2 School type (ability factor)
The different interpretations of the term "ability", depending on
type of school, were explained in 3.3.7. The categorization
according to the schools' entrance requirements is:

Non-selective schools 107 teachers (36.3010)
Selective schools 188 teachers (63.7qo)

The emphasis is clearly on teachers appointed at selective schools.
The ability factor is also used as a secondary variable (Set 1) in
the typology of the three language groups.
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3.5.1.3 School sector (responsibility factor)
The relevance of this variable was explained in 1.3.6 and 1.3.7. The
categorization according to school sector is:

Maintained schools 166 teachers (56.3qo)
Independent schools 129 teachers (43.70l0)

The emphasis is on teachers appointed at maintained schoois. The
responsibility factor is also used as a secondary variable (Set 1) in
the typology of the three language groups.

3.5.1.4 School population (sex differences)
The relevance of this variable was explained in 1.3.6 The
categorization according to school population is:

Boys' schools 58 teachers (19.7oI'o)
Girls' schools 85 teachers (28.80l0)
Co-educational schools 152 teachers (S1.Salo)

Teachers appointed at single-sex and co-educational schools are
about equàlly represented. In single-sex schools the emphasis is on
girls' schools. This factor is also used as a secondary variable (Set
1) in the typology of the three language groups.

3.5.2 Secondary variables

3.5.2.1 School characteristics: Set 1
This set of variables is based on the socio-demographic variables
which were used for the selection of schools ( variables 1-6) and
Question VII on the survey questionniare (variable 7).

1. LEA~County 1 (a) Gloucestershire
(b) Hereford 8r. Worcester

2. Responsibility 2 (a) maintained
(b) independent

3. Sex of pupils (a) boys
(b) girls
(c) co-educational

4. Entrance requirements 4(a) selective
(b) non-selective

5. Size of school 5(a) up to 500
(b) 500 - 1,000
(c) 1,000 - 1,500
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6. Geographic location 6(a) rural
(b) town
(c) city

7. Ability of the target group 7(a) higher ability
(b) mixed ability
(c) lower ability

Table 3~4 : School characteristics : significance variables 1-7

variable chi square df level of significance
0.05 0.01

-------------------------------------------------------
1 1.51 2 ns ns
2 9.79 2 s s
3 14.77 4 s s
4 7.44 2 s ns
5 5.84 4 ns ns
6 19.22 4 s s
7 3.03 4 ns ns

s- significant; ns - not significant

The table shows that the variables concerning the differences
between maintained and independent schools as well as
co-educational and single-sex schools are very significant. The
same is found for geographic location. On a 95 per cent level
there is also a correlation between selective or non-selective
schools and the three groups of teachers. In the three groups the
emphasis is on teachers appointed in Gloucestershire (just over 55
per cent). About half the number of teachers are appointed at
schools with a population from 500 to 1,000 pupils (between 45 and
50 per cent) and about 70 per cent teach pupils of mixed ability.

The following differences are observed:
Group I: (Classics)
The majority are appointed at selective schools (80.4 per cent),
with emphasis on the independent sector (67.2 per cent). Almost
half the number of teachers is appointed at girls' schools (47.0 per
cent).

Group II: (Modern Languages)
Teachers in this group are more equally divided than in other
groups as regards their appointment in the maintained and
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independent sector. 57.6 per cent are at maintained schools and
42.4 per cent at independent schools. A little more than half the
number of teachers is appointed at co-educational schools (52.0
per cent), and for single-sex schools the emphasis is on girls'
schools (29.6 per cent). More teachers in this group than in the
other groups are from town schools (90.4 per cent) and 39.2 per
cent is appointed at non-selective schools.

Group III: (English)
A slight majority is appointed at maintained schools (63.0 per
cent). 56.6 per cent is appointed at co-educational schools; there is
an exact balance between boys' schools and girls' schools in the
remaining 59.7 per cent appointed at co-educational schools. The
ratio between selective (59.7 per cent) and non-selective schools
(40.3 per cent) is about the same as in Group II.

See also Appendix I, Table 22.

3.5.2.2 Personal background : Set 2
The following variables are based on Questions V, VI and VIII.

8. Sex of teacher 8(a) male
(b) female

9. Appointment 9(a) full time
(b) part time

10. Special posts 10 (a) Head of School
(b} Head of Department
(c) Head of Subject
(d) no special post

Table 3~5 : Personal background : significance variables 8-10

variable chi square df level of significance
0.05 0.01

-------------------------------------------------------
8 5.23
9 11.92

10 13.09

2 ns ns
2 s s
6 s ns

s- significant; ns - not significant

The table shows that only the difference between full-time and
part- time teachers is significant for the three groups, on both
levels of confidence. Posts of special responsibility are very
significant. There are more female (56.6 per cent) than male
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teachers (43.4 per cent); the imbalance between male and female is
almost the same in each group.

The following differences are observed:
Group I: (Classics)
The ratio between full-time and part-time teachers in this group is
the same as in Group II, but different from Group III. The
percentage of part-time teachers is 17.6. Over half in this group
(54.9 per cent) have a post of special responsibility; foremost are
Heads of Departments (31.4 per cent). Headteachers are represented
here more than in the other groups (9.8 per cent).

Group II: (Modern Languages)
The ratio beteen full-time and part-time teachers is the same as
in Group I. A quarter are Heads of Departments (25.6 per cent),
and well under half (39.2 per cent) hold a post of special
responsibility.

Group III: (English)
This group has more full-time teachers than the other groups (95.8
per cent), and more teachers without posts of special
responsibility (64.7 per cent). For teachers who have such a post,
again, Heads of Departments predominate (29.4 per ceni).

See also Appendix I, Table 23.

3.5.2.3 Professional background: Set 3
The following variables are based on Questions I and IX.

11. Qualification 11 (a) higher degree
(b) first degree
(c) non-graduates

12. Number of target languages 12 (a) single language
(b) combination

Table 3~6 : Professional background : significance variables 11 - 12

variable chi square df level of significance
0.05 0.01

11 15.26 4 s s
12 112.49 2 s s

s- significant; ns - no[ significant
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The table shows that there is no equal distribution over the three
groups of teachers as regards qualification and the number of
languages they teach.

The following differences are observed:
Group I: (Classics)
The percentage holding higher degrees is 43.1 per cent, which is

about twice the percentage found in Groups II and III. There are

fewer non-graduates here (2.0 per cent) than in the other groups.
The results show tha[ in this group 64.7 per cent teach more than
one language. This observation needs further explanation: the

occurence "more than one language" includes the teaching

combination of Latin and Greek, which applies to 18 teachers (35.3

per cent in this group); a teaching combination of Classics with

Modern Languages applies to 15 teachers (29.4 per cent in this

group). The remaining 18 teachers (35.3 per cent) teach either Latin

or Greek.

Group II: (Modern Languages)
In the forefront are teachers holding first degrees (67.2 per cent).
In this group 41.6 per cent teach one language, usually French.

Group III: (English)
Here the highest percentage of non-graduates is found (16.8 per

cent). The distinction "one or more languages" is not applicable to
this group.

See also Appendix I, Table 24.

3.5.2.4 Language interest: Set 4
The following variables are based on Questions XI, XIII and XIV:

13 (a) Literature
(b) Philology
(c) Language Structure
(d) Semantics
(e) other
(f) Linguistics
(g) course in Linguistics

Most teachers mentioned more than one topic of language interest.

Variables (a)-(g) are calculated as "interested" versus "not

interested": topic t variable - interested; topic - variable - not

interested (see Appendix I, Table 25).
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Table 3~7 : Language interest : significance variable 13

variable chi square df level of significance
0.05 0.01

13 (a) 27.09 2 s s
(b) 9.89 2 s s
(c) 40.08 2 s s
(d) 1.18 2 ns ns
(e) 10.82 2 s s
(f) 5.23 4 ns ns
(g) 2.58 2 ns ns

s- significant; ns - not significant

The table shows that the variables "semantics", "interest in
linguistics" and "experience with linguistic courses" are equally
distributed over the three groups. There is, generally, not much
interest in Semantics: average 16.3 per cen[. There is more
interest in Linguistics (56.9 per cent) but 26.6 per cent are not
familiar with the subject. A majority of teachers have no
experience with the scientific study of language in terms of courses
(73.4 per cent). However, as mentioned above, these observations do
not lead to significant differences among the groups.

The following differences are observed:
Group I: (Classics)
Literature is the main topic of interest (86.3 per cent), although to
a lesser degree than in Group III. The percentage interested in
Phílology is about the same as in Group II (25.5 per cent), and
interest in Language Structure is surprisingly lower (45.1 per cent)
than in Group II; while 29.4 per cent are interested in topics other
than those listed on the questionnaire. (For these topics see
Appendix I, Table 17.)

Group lI: (Modern Languages)
This group is most interested in Language Structure (65.6 per
cent), and less interested in Literature and Philology, than the
other groups. The lowest percentage (9.6 per cent) was found in
this group for interest in topics different from the options named
on the questionnaire.
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Group III: (English)
The main and over-riding interest is in Literature (91.6 per cent).
Interest in Philology (9.2 per cent) and Language Structure (25.2
per cent) is considerably less than in Groups I and II.

See also Appendix I, Table 25.

3.5.2.5 Educational interest: Set 5
The following variables are based on Question XII:

14. Educational interest 14 (a) recent trends
(b) methodology
(c) external exams
(d) motivation
(e) discipline
(f) other

Also for this set more than one topic of in[erest was mentioned
by most teachers. Method of calculation is the same as in set 4.

Table 3~8 : Educational interest : significance variable 14

variable chi square df level of significance
0.05 0.01

14 (a) 6.98 2 s ns
(b) 3.58 2 ns ns
(c) 10.03 2 s s
(d) 12.61 2 s s
(e) 6.10 2 s ns
(f) 1.70 2 ns ns

s- significant; ns - not significant

The table shows that interest in methodology is not
language-group dependent. Recent trends in the subject and
discipline are not significant on a 99 per cent level of confidence.
Motivation and external examination requirements are language
group dependent on both levels. Methodology has the interest of
about half the number of respondents in the three groups, and
interest in topics which were not mentioned as optioas on the
questionnaire is only 2.7 per cent over the three groups.

The following differences are observed:
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Group I: (Classics)
Compared to the other groups, there is more interest in recent
trends in teachers' own subject (84.3 per cent). Interest is less for
examination requirements (25.5 per cent) and motivation (29.4 per
cent). The group is less interested in discipline (11.8 per cent) than
Group II and more than Group III.

Group II: (Modern Languages)
This group is less interested in recent trends in their subject (66.4
per cent) than Group I. About half the teachers consider
motivation (56.0 per cent) and external examination requirements
(46.4 per cent) as most relevant for in-service opportunities, which
is more than in Groups I and III. Interest in discipline (19.2 per
cent) is also higher in percentage than in Groups I and III.

Group III: ( English)
Interest in recent trends in teachers' own subject is less again
(64.7 per cent) in this group; motivation (39.5 per cent) and
examination requirements (30.3 per cent) are more important in this
group than in Group I. Discipline has only 8.4 per cent interest.
See also Appendix I, Table 26.

3.5.2.6 Professional attitude : Set 6
The variables below are based on questions XXI and XXII:

15. Attitude as language teachers 15 (a) different to other
subjects

(b) similar to other
subjects

(c) same as other
subjects

16. Job satisfaction 16 (a) very satisfactory
(b) satisfactory
(c) not really

satisfactory
(d) not satisfactory

Table 3~9 : Professional attitude : significance variables 15-16

variable chi square df level of significance
0.05 0.01

-------------------------------------------------------
15 18.04 4 s s
16 8.34 4 s ns

s- significant; ns - not significant
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Attitude and job satisfaction are not equally distributed over the
three groups; for job satisfaction the differences are very
significant.

The following differences are observed:
Group I : (Classics)
38.3 per cent in this group consider problems in language teaching
to be different from teaching non-language subjects; another 38.3
per cent think that problems are similar. Job satisfaction is higher
in this group (94.0 per cent) than in Groups II and III.

Group II : (Modern Languages)
Of the teachers in this group, 62.0 per cent think that probiems
in language teaching are different; this percentage is higher than in
Groups II and III. Only 99.1 per cent state that problems are the
same. Job satisfaction is lower in this group than in the other two
groups: 20.7 per cent are not content with their appointment.

Group III: (English)
More teachers here (30.7 per cent) than in Groups II and III
consider teaching problems to be similar for language and
non-language subjects. For teachers who are satisfied with the

teaching profession, the emphasis is on the higher point of the

scale (very satisfied, 35.6 per cent).
See also Appendix I, Table 27.

3.5.2.7 Conclusion
A schematic presentation of the findings will serve as the
conclusion of this chapter, with finally a profile of the teachers.

Table 3~10: Secondary variables: summary table

Equal distribution over the three groups Variable
--------------------------------------------------------
LEA ~ County 1
Size of school 5
Ability of the target group 7
Sex of teacher 8
Interest in Semantics 13 (d)
Interest in Linguistics 13 (f)
Experience with Courses in Linguistics 13 (g)
In[erest in Methodology 14 (b)
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Significant differences among the three groups Variable
(at confidence level of 951c)
-----------------------------------------------------------
Selective~non-selective schools 4
Post of special responsibility 10
Interest in random topics 13 (e)
Interest in recent trends in the subject 14 (a)
Interest in discipline as topic 14 (e)
Job satisfaction 16

Very significant differences among the three groups Variable
(at confidence level of 95~1c and 99o1c)

Maintained~Independent 2
Sex of pupils 3
Geographic location 7
Full-time~part-time 9
Academic qualification 11
Teaching one language or combination of languages 12
Interest in Literature 13 (a)
Interest in Philology 13 (b)
Interest in Language Structure 13 (c)
Interest in external examination requirements 14 (c)
Interest in pupils' motivation 14 (d)
Attitude as language teacher 15

3.5.3 Profile of the teachers
A majority of the teachers, in the survey area of Gloucestershire
and the County of Hereford 8r, Worcester, teach pupils of all levels
of ability in town schools, with a population between 500 and 1,000
pupils. There is a slight emphasis on teachers appointed at
Gloucestershire schools, and the percentage of female teachers is a
little higher than that of male respondents. More than half the
teachers are appointed in the maintained sector, and also more than
half the respondents work in schools requiring ability assessment
prior to entry (selective schools). More than half the teachers are
interested in linguistics and have experience with the subject as
part of their degree course; not, however, in the sense of "modern"
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linguistics. As an educational topic of interest, methodology is
mentioned by nearly half the respondents.

Categorization of teachers in three groups reveals the following
differences:

Language Group I: (Classics)
This group represents mainly teachers of Latin and Greek. About
one third of them also teach other languages, in the combinations
Classics wi[h Modern Languages or Classics with English.

Compared to the others, this is a small group, consisting of only
51 teachers. The majority are appointed at selective schools, with
emphasis on girls' schools in the independent sec[or. Almost all
teachers hold a university degree, with a strong preponderance of
higher degrees. About half the teachers have a post of special
responsibility and there are more Headteachers in this group than
in the other groups. A majority is primarily interested in
Literature, although this interest is not as predominant as in Group
III (English). Their next topic of interest is Language Structure,
although less than in the group of Modern Language teachers
(Group II). Their general interest in educational topics is less than
in other groups; the general preference is the study of recent
trends in their own subject. Predominantly more than in the other
groups, they do not feel that language teaching is different from
teaching other subjects and they are more content with their job
than teachers in the other groups.

Language Group II: (Modern Languages)
This group represents teachers of Modern Languages, some of
them also teaching English, and a few also Classics. The size of
this group (125 teachers) is about the same as that of the group of
teachers of English (Group III). The majority teach more than one
language. About half of this group are appointed at co-educational,
maintained schools, and the other half at single-sex, independent
schools. In both sectors, there is a slight emphasis on their
appointment at selective schools. Most teachers hold a university
degree, with the weight on first degrees. They are equally
interested in Literature and Language Structure. As regards
educational topics, they are more interested in motivation, external
examination requirements and discipline than the other groups. To
most of them, problems in language teaching are different from
those in teaching other subjects. This group shows the lowest
percentage for job satisfaction.
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Language Group III: (English)
This group consists of 119 teachers of English. Compared to the
other groups, more teachers are appointed at co-educational,
maintained schools. There are fewer part-time teachers and more
non-graduates. The majority is interested in Literature, and their
interest in Language Structure is appreciably less than in the other
groups. As educational topics of interest, examination requirements
and motivation receive less interest than in the group of Modern
Language teachers, but more than in the group of Classics teachers.
They are less content with their job than their colleagues in
Classics, but more than the teachers of Modern Languages.
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3.6 The Survey: Map of geographical location
The counties of Hereford 8z Worcester and Gloucestershire



CHAPTER 4

THE ROLE OF GRAMMAR IN SECONDARY SCHOOLS

TEACHERS' OPINIONS ACROSS THE LANGUAGE CURRICULUM

4.1 Introduction

The core questions of the survey questionnaire pertain to opinions
about the role of grammar in language education (1.5). By means of
analysis of teachers' opinions, it is attempted to answer the first
three questions: (1) To what extent is pupils' understanding of
mother-tongue grammar considered to be important across the
language curriculum? (2) Which method is thought to be most
suitable for explanation of language structure? (3) To what extent
is reference to structure and vocabulary of other languages
considered to be important within the concept of language
awareness?

This chapter is concerned with teachers' current opinions about
these matters. Its purpose is to find evidence for what are, as yet,
only assumptions about teachers' attitude towards the role of
grammar across the language curriculum.

In the Introduction (1.1), I have referred to some general
assumptions about teachers' current opinions, which are confusing
and contradictory, in particular when made about the role of
grammar in teaching Modern Languages.

One assumption is that in today's foreign language teaching,
grammar is of little value: with the current emphasis on the
national need to change the present monolingual society into one
which aims at fluency in at least one foreign language (see 1.3.2),
teachers of Modern Languages are said to concentrate on constant
practice of patterns and structures in the target language, rather
than on explanation of the rules behind the patterns which pupils
are expected to memorize.

In the context of the role of grammar in the concept of
language awareness (first definition), we found a similar view for
mother-tongue teaching. In The Bullock Report (1975), it was
recommended that mother-tongue grammar should not be taught:
teachers should provide a classroom situation in which better
command of the mother tongue could be naturally acquired. I have
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referred to this view as "concentrating on what the pupil can do
with the tool without an understanding of its assembly and how it
works" (2.2.3).

Another assumption is that Modern Language teachers are
disappoiated about pupils' limited understanding of English
grammar: it is said that they have to teach pupils the basic points
of mother-tongue structure before they can concentrate on
teaching the target language. In this view (which is also reflected
in the second and third definition of language awareness, 2.2.4),
pupils should not only be taught "what the tool does", but also
"how it is assembled" and "how it works".

It is also said that lack of interest in grammar is related to [he
decline in Classics. I have attempted to explain that a new
dimension has been added to the traditional model of Classics
teaching, one which concentrates on extensive reading and
interpretation of text. In this form, as Classical Studies, it is
taught in many comprehensive schools throughout the country (see
2.4.1).

In 1.3.1 various methods for grammatical explanation are
mentioned, which have been popular since the beginning of this
century. Which method is favoured at present is important in
connection with recent proposals for co-ordinated teaching across
the language curriculum, and this includes agreement about
terminology ( 1.3.3). Explanation based on the principles of
linguistics does not seem to be popular for use in schools, but
where this is introduced, the tendency is to rely on
well-established (traditional) terminology (2.3).

In the context of the concept of language awareness, opinions
about the relevance of reference to the structure and vocabulary of
other languages are important. I have therefore attempted to
differentiate between opinions about (a) the importance of
mother-tongue grammar as an ancillary for teaching and learning
the languages offered across the curriculum ( first question), as
opposed to (b) the importance of awareness of grammar as an
ancillary in teaching and learning language across the curriculum.

The analysis is based on four categorizations (primary
variables).

Variable (1): Language Groups ( language factor)
Language Group I represents teachers of Classics (17.3010)
Language Group II represents teachers of Modern

Languages (42.4qo)
Language Group III represents teachers of English (40.3010)
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The questionnaire allowed for different opinions about the
importance of grammar, depending on the objective: for
development of oral skills as opposed to writing skills. Secondly, it
allowed for different opinions depending on pupils' ability.

Variable (2): school type ( ability factor)
I have attempted to explain that interpretation of the term
"ability" is related to school type: entrance requirements and
expectations regarding achievement (3.3.7). Analysis of opinions
solely related to the three language departments (language factor)
is not sufficient.

Teachers in non-selective schools (36.3010)
Teachers in selective schools (63.70l0)

Variable (3): School Sector (responsibility factor)
With reference to the confusion that "maintained" is simply
synonymous with "comprehensive" (non-selective), rather than
having a possible temporary synonymity subject to political
argument, the survey also included maintained selective schools
(3.3.7). Analysis of opinions about the educational value of any
topic should take this into account.

Teachers in maintained schools (56.3010)
Teachers in independent schools (43.7qo)

Variable ( 4): school population (sex difference factor)
With reference to the relationship between interest-cum-
achievement and sex differences, teachers are categorized
according to the schools' population.

Teachers in boys' schools (19.7Jo)
Teachers in girls' schools (28.8010)
Teachers in co-educational schools (S1.Slo)

Opinions about the role of mother-tongue grammar (4.2.1-4.2.7),
methods of grammatical explanation (4.3.1-4.3.7) and language
awareness (4.4.1-4.4.7) are examined according to the four
categorizations above.23 Under the heading "further observations"
at the end of each section, relevant correlations with secondary
variables (3.5.2) are mentioned. The findings are summarized in a
conclusion (4.5). For visual presentation of the results, diagrams are
included in each section.

Z3 Questions XV-XX of the survey questionnaire.
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4.2. Mother-tongue grammar across the language curriculum

4.2.1 Introduction
The expression "across the language curriculum" refers to the
following set of topics.24

To what extent is understanding of English (mother tongue)
grammar important for pupils' command of English

1 HA : for higher ability pupils' wri[ten English
1 LA : for lower ability pupils' written English
2 HA : for higher ability pupils' spoken English
2 LA : for lower ability pupils' spoken English

To what extent is understanding of English (mother-tongue)
grammar important for learning Modern Languages

3 HA : for higher ability pupils' written Modern Languages
3 LA : for lower ability pupils' written Modern Languages
4 HA : for higher ability pupils' spoken Modern Languages
4 LA : for lower ability pupils' spoken Modern Languages

To what extent is understanding of English (mother tongue)
grammar important for learning Classical Languages

5 HA : for higher ability pupils' (written) Classical Languages

Opinions were expressed on a four point scale:
very important
important
not really important
unimportant

Section 4.2.2 gives the general results in the following order:
the role of grammar: general results

(without differentiating between written and spoken language,
and higher and lower ability pupils);

the role of grammar in written and spoken language
(differentiating between written and spoken language across the
curriculum);

the role of grammar for higher and lower ability pupils
(differentiating between higher and lower ability pupils across
the curriculum);

Z4 Question XV of the survey questionnaire.
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the role of grammar in the three Departments
(differentiating between the three language Departments);

the role of grammar across the curriculum
(across the curriculum, for each part of the question) (1-5 HA
and 1-4 LA).

Section 4.2.3 gives the results for the three Language Groups in
the same order. In addition to "grammar across the curriculum",
opinions are analysed with reference to teachers' own department,
viz. opinions of the English group about the role of grammar in the
English Department etc., thereby also differentiating between
written and spoken language, and higher and lower ablities.

Sections 4.2.4, 4.2.5, and 4.2.6 give the results by school type,
sector and population in the following order:
the role of grammar: general results

(without differentiating between written and spoken language,
and higher and lower ability pupils);

the role of grammar across the curriculum
(across the curriculum, for each part of the question) (1-5 HA
and 1-4LA).

In these sections, the degree of importance is reduced to a two
point scale (see 3.2.5).

Note on responses:
As explained in 3.2.4, some respondents felt that they could not
give their opinion about the role of grammar for both ability
groups, or about languages outside their own specialism. Analysis of
the results is therefore based on the total number of responses to
each part of the question.

The average percentage of replies to the nine parts is 91.3 per
cent. Since the emphasis is on teachers appointed at selective
schools, this also reflects on the percentage of replies regarding
higher and lower ability pupils. The average percentage of
responses to the parts which refer to higher ability pupils' language
education is 94.8; for the parts referring to lower ability pupils'
language education, the average percentage is 87.0 (Appendix I,
Table 28).

4.2.2 Language teachers (all)

The role of grammar: general results
Diagram 1.1.0(a) shows the general results: 77.9 per cent of the
teachers hold the view that pupils' knowledge of mother-tongue
grammar is important for language learning across the curriculum.
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On the four point scale, 38.1 per cent consider grammar to be
"very important", and 39.8 per cent say "important". For teachers
who are not in favour of grammar, the emphasis is on "not really
important'; only 4.3 per cent states that grammar is "unimportant".
See also Appendix I, Table 29.

When we compare the results between different categories, viz.
written and spoken language, higher and lower ability groups, and
between the individual Departments, opinions differ significantly.
The role of grammar in written and spoken language
Diagram 1.1.0(b) shows that for written language the average
percentage of teachers affirming the value of grammar is 82.9 per
cent (44.7 per cent "very important" and 38.2 per cent
"important"), whereas for spoken language 71.3 per cent (29.6 per
cent "very important" and 41.7 per cent "important") was found.
See also Appendix I, Tables 30a and 30b.

The role of grammar for higher and lower ability pupils
Opinions about the importance of knowledge of grammar are most
strongly related to pupils' ability. Diagram 1.1.0(b) also shows that
the average percentage for higher ability is 87.2 per cent (50.6 per
cent "very important" and 36.5 per cent "important"), but for lower
ability it is 65.1 per cent (21.0 per cent "very important" and 44.1
per cent "important"). See also Appendix I, Tables 30a and 30b.

The role of grammar in the three Departments
A lower percentage was expected of teachers who attach
importance to knowledge of mo[her-tongue grammar for the
command of English, than of teachers recommending grammar to
facilitate learning of Modern Languages. The results, however, show
a different picture.

Diagram 1.1.0(a) shows that for English as the mother tongue,
the average importance is 80.5 per cent (40.0 per cent "very
important" and 40.5 per cent "important"), whereas for Modern
Languages an average of 72.8 per cent was found (32.6 per cent
"very important" and 40.2 per cent "important").

The highest score is for Classical Languages : 87.1 per cent
(51.8 per cent "very important" and 35.3 per cent "important"). See
also Appendix I, Tables 30a and 30b.

The role of grammar across the curriculum
Diagrams 1.1.1 and 1.1.2 show the opinions across the curriculum
about the nine individual parts of the grammar question (see also
Appendix I, Table 29).
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For higher ability pupils, knowledge of mother-tongue grammar
is considered to be almost just as important for improvement of
written English (92.3 per cent) as it is for writ[en Modern
Languages (92.5 per cent), with emphasis on "very important" for
English; these percentages are even higher than for learning
Classical Languages (87.1 per cent).

None of the teachers considered knowledge of grammar for
written English to be unimportant (for written Modern Languages
only 1.1 per cent).

For spoken English (82.7 per cent) and spoken Modern
Languages (81.1 per cent) the balance is about the same, again
with emphasis on "very important" for English.

For lower ability pupils the picture is differen[: for these
pupils the role of grammar is thought to be substantially more
important for improvement of written (78.1 per cent) and spoken
(67.4 per cent) English than for written (62.6 per cent) and spoken
(52.1 per cent) Modern Languages, also with emphasis on "very
important".

4.2.3 Language Groups

The role of grammar: general results
The three Language Groups differ, generally, in opinion about the
role of mo[her-[ongue grammar. Per group, the average percentages
found for importance (all languages, written and spoken, all
abilities) are for

Group I : 88.8alo ("very important" 49.30l0 ;"important" 39.Solo)
Group II : 79.9qo ( "very important" 42.8qo ; "important" 37.1qo)
Group III : 71.1qo ("very important" 28.4oJo ; "important" 42.7qo)

In Groups I(Classics) and II ( Modern Languages), the emphasis is
on "very important" (Appendix I, Tables 31a and 31b; 32a and 32b).
When we compare opinions between the groups about the role of
grammar in different categories, viz. opinions about written and
spoken language, higher and lower ability, and about the individual
Departments, differences are apparent.

The role of grammar in written and spoken languages
For written language, the highest percentage is found in Group I
(Classics: 92.6 per cent), followed by Group II (Modern Languages:
85.6 per cent); teachers in Group III find grammar least important
(English: 76.2 per cent).
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For spoken language, there is again considerable difference
between the groups: 84.0 per cent (Group I), 72.6 per cent (Group
II), and 64.6 per cent (Group III).

These observations suggest that teachers of English attach less
importance to the role of grammar for improvement of spoken
language, compared to their colleagues in other Departments
(Appendix I, Tables 33a and 33b).

The role of grammar for higher and lower ability groups
For higher ability pupils, opinioas expressed by Groups I(Classics:
93.5 per cent) and II (Modern Languages: 92.0 per cent) are similar.
It is again in Group III (English: 79.6 per cent) where the lower
percentage was found (Appendix I, Tables 33a and 33b).

The role of grammar in the three Departments
The language groups also hold different views about the role of
mother-tongue grammar in the individual Departments:

for the Department of English the following differences were
fouad:
Group I: 90.9oI'o ("very important" 52.7010 ; "important" 38.2oI'o)
Group II : 83.7010 ("very important" 44.7alo ; "important" 39.Oqo)
Group III : 72.7qo ("very important" 29.6010 ; "important" 43.10l0)

for the Department of Modern Languages:
Group I: 84.70l0 ("very important" 39.2010 ; "important" 45.Sqo)
Group II : 73.2qo ("very important" 37.6oío ;"important" 35.6010)
Group III : 67.60l0 ("very important" 24.1~0 ;"important" 43.Sqo)

for the Department of Classics:
Group I: 96.Oolo ("very important" 72.Oolo ; "important" 24.Oolo)
Group II : 92.2qo ("very important" 56.Oolo ; "important" 36.2qo)
Group III : 78.6oío ("very important" 40.2010 ; "important" 38.4oJo)

The table above shows that opinions about the role of grammar
for English differ significantly from opinions about its importance
for Modern Languages and Classics. There is agreement between
Groups I and II for Classics, but for Modern Languages they hold
different views. Within each Language Group, however, knowledge
of mother-tongue grammar is considered more important for
improvement of pupils' command of English than for learning
Modern Languages; for an individual group, the role of
mother-tongue grammar is most important for learning Classical
languages.
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The role of grammar across the language curriculum
Diagram cluster 2.0 (2.1.1-2.1.3 and 2.2.1-2.2.3) shows the
differences of opinions about the individual parts of the question.
For higher ability pupils' spoken Modern Languages, differences
between the groups are not statistically significant.

Teachers of English (Group III) attach less importance to
knowledge of mother-tongue grammar across the whole language
curriculum, compared to their colleagues in other Departments.

For higher ability pupils, however, they find mother-tongue
grammar about equally important for written English (85.2 per
cent) and for written Modern Languages (86.0 per cent), whereas
for lower ability the emphasis is on written English (72.1 per cent),
followed by spoken English (59.4 per cent) and written Modern
Languages (57.1 per cent).

Teachers of Modern Languages (Group II) find mother-tongue
grammar most important for improvement of higher ability pupils'
written English (97.5 per cent) and written Modern Languages
(97.5 per cent), but for lower ability they find mother-tongue
grammar more important in the English lessons than in their own.

Teachers of Classics (Group I) find grammar, generally, more
important than teachers in other groups. For higher ability in

particular they consider grammar about equally important for
improvement of all written languages across the curriculum (96.0

per cent) (Appendix I, Tables 31a and 32b).
The differences between "very important" and "important" are

significant, except for the parts of the ques[ion referring to
lower ability groups' spoken English and spoken Modern Languages
(Appendix I, Tables 32a and 32b).

Comparison shows that teachers of Classics (Group I) find
grammar about equally important for all written languages, but in

their view, the emphasis ("very important") is on written English,
for both ability groups. Teachers of Modern Languages (Group II)

find grammar for higher ability pupils' spoken Modern Languages
generally less important than teachers of English (Group I), but
compa~rison of degree of importance shows that the percentage
found in Group II, with the emphasis on "very important", is higher
(47.4 per cent) than in Group I.

Views differ distinctly as regards the importance of higher

ability pupils' command of written English: the higher degree of

importance was found in Groups I and II, 76.0 per cent and 72.5

per cent respectively, bu[ in Group III only 49.6 per cent go as

far as "very important".
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These observations lead to the question: what are teachers'
opinions about the role of grammar for their own objectives, in
their own Department?

The role o[ grammar in own Department
The responses within the three groups individually for their own
objectives are averaged and compared with responses of colleagues
in other Departments. This shows only one instance where views
are closely synchronized (Appendix I, Tables 33a and 33b).

Group 1(Classics) for teaching Classical Languages
96.0 per cent of the Classics teachers state that, for their own
objectives, knowledge of mother-tongue grammar is important.
Colleagues in other Departments:

grammar for Classics is less important in the opinion of
colleagues in English (78.6 per cent), and about the same in the
opinion of Modern Language teachers (92.2 per cent).

Group 11 (Modern Languages) for teaching Modern Languages
72.2 per cent of the teachers of Modern Languages state that, for
their own objectives, knowledge of mother-tongue grammar is
important. To summarize opinions about the four parts of the
question:

importance for higher abili[y written Modern Languages 97.Solo
spoken 83.6010

importance for lower ability written Modern Languages 60.Solo
spoken 48.60l0

Colleagues in other Departments:
grammar for Modern Languages is more impor[ant in the opinion
of colleagues of Classics (84.7 per cent), whereas it is
considered less important by teachers of English (67.6 per
cent).

Group III (English) for mother-tongue teaching:
72.7 per cent of the teachers of English state that, for their own
objectives, pupils' understanding of mother-tongue grammar is
important. To summarize opinions about the four parts of the
question:

importance for higher ability written English 85.2oJo
spoken 72.3010

importance for lower ability written English 71.1oI'o
spoken 59.40l0

Colleagues in other Departments:
grammar for English is more important in the opinions of
colleagues in Modern Languages (83.7 per cent), and
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considerably more in the opinions of teachers of Classics
(90.9 per cent).

Comparison of the groups for teaching sets of different ability in
their own Department, and for their objectives of developing oral
and written skills within these sets, shows that the differences of
opinion between Groups II (Modern Languages) and III (English)
are related to pupils' ability rather than to the distinction between
written and spoken language: in both groups, there is agreement
about the importance for written language (about 79.3 per cent)
compared with spoken language (about 66.4 per cent).

For higher ability, there is disagreement: 90.7 per cent of
Group II (Modern Languages) finds grammar important for own
objectives, but only 78.9 per cent of Group III (English) share this
opinion. For lower ability sets similar differences were found: 65.9
per cent and 54.7 per cent respectively (Appendix I, Tables 34a and
34b; 35a and 35b).

Diagrams of the general results and of the opinions of the three
groups follow on pages 131 to 135.
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1.0 IMPORTANCE OF MOTHER-TONGUE GRAMMAR
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2.0 LANGUAGE GROUPS
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2.2.0 LOWER ABILITY
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4.2.4 Non-Selective and Selective Schools

The role of grammar: general results
Comparison of non-selective and selective schools shows that for
the average percentages (spoken and written language, the two
ability groups) the differences are not statistically significant: 74.1
per cent of the teachers in non-selective schools find pupils'
knowledge of mother-tongue grammar important, and in selective
schools the percentage is 80.2 (Appendix I, Tables 36a and 36b}.

The role of grammar : across the curriculum
There are no apparent differences between the school types
regarding higher ability pupils, other than those found in the
general results (4.2.2), but differences are significant regarding
lower ability pupils' spoken English and written Modern Languages.

In non-selective schools, 72.6 per cent find grammar important
for lower ability pupils' written English; spoken Modern Languages,
for the same ability level, show a percentage of 47.0 per cent. In
selective schools the percentages are 81.7 and 55.6 respectively.

This counters any simple generalizations such as that grammar is
only (more) important for higher but not ( less) for lower ability
pupils.

Diagram cluster 3.0 (3.1.1-3.1.2 and 3.2.1- 3.2.2) shows opinions
about the parts of the grammar question in the two school types
(see also Appendix I, Tables 37a and 37b).

4.2.5 Maintained and Independent Schools

The role of grammar : general results
Differences of opinion between teachers in maintained and
independent schools are more pronounced than differences between
teachers in non-selective and selective schools.

In maintained schools, about equally represented in terms of
non-selective and selective schools, 72.6 per cent are in favour of
grammar; in independent schools, which are mainly selective
schools, the percentage is 84.7 (Appendix I, Tables 36a and b).

The role of grammar : across the curriculum
Be[ween maintained and independent schools there is some
difference of opinion about the importance of grammar for higher
ability pupils' command of spoken English. The main differences,
however, are again found for the lower ability groups across the
whole language curriculum. This is most significani for part 2(LA)
of the grammar question: 54.9 per cent in maintained schools and
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83.2 per cent in independent schools are in favour of grammar for
spoken English.'-5

Opinions about the individual parts of the question in the two
school sectors are shown in diagram clusters 4.0 (4.1.1-4.1.2 and
4.2.1-4.2.2);(see also Appendix I, Tables 38a and 38b).

From the observation that the role of grammar is found more
important, for some parts of th question, in selective than in
non-selective schools, and more important in independent than in
maintained schools, this question emerges: Is there a
cross-curricular difference between maintained selective and
non-selective schools, each having different criteria for higher and
lower bands, streams or sets ?

Opinions about the importance of grammar appear to be about
equally important in both school types in this sector: average 71.2
per cent in comprehensive schools, and 74.5 per cent in selective
maintained schools.

This does not substantiate the assumption that interest in
grammar teaching has disappeared in comprehensive schools. On the
contrary, the observation implies that in any interpretation of the
term "ability" a majority acknowledge the value of pupils'
understanding mother-tongue grammar across the curriculum
(Appendix I, Tables 39a and b).

4.2.6 Boys', Girls' and Co-educational Schools

The role of grammar : general results
Comparison of opinions shows that differences are significant as
regards single-sex and co-educational schools. The average
percentage for teachers, appointed at co-educational schools, for

importance of grammar is 72.7.
The percentage for single-sex schools is higher, as well as

balanced: 83.5 per cent in boys' schools, and 83.8 per cent in
girls' schools find grammar important (Appendix I, Tables 36a and
36b).

25 Social differences between the school types, and different
objectives as regards standards of spoken English, may account for
this observation. This is, however, an issue outside the scope of
this study.
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The role of grammar: across the cuniculum
Opinions differ across the curriculum as regards the role of
grammar for lower ability pupils.

In boys' and in girls' schools teachers hold the same views
about lower ability pupils' written English and written Modern
Languages; about 85.5 per cent and about 75.5 per cent
respectively. These percentages are higher than in comparisons of
school sectors and types.

For lower ability pupils' spoken English, the emphasis of
importance is also on girls' schools, which correlates with the
observation in 4.2.5. as regards the results for spoken English in
independen[ schools

Diagram cluster 5.0 (5.5.1-5.5.3 and 5.2.1-5.2.3) shows opinions
in single-sex and co-educational schools about the parts of the
grammar question (see also Appendix I, Tables 40a and 40b).

For lower ability pupils' spoken Modern Languages, the
emphasis is on boys' schools. This implies that, in this survey,
[here is no direct relationship between teachers' opinions about
the role of grammar, and the conclusion from recent research that
girls are more in favour of and more capable of foreign language
learning than are boys (see 1.3.6).

Across the curriculum, in co-educational schools teachers attach
considerably less importance to the role of grammar in lower ability
pupils' language education, especially for spoken Modern Languages
(39.7 per cent).

Diagrams of opinions according to school type, sector and
population follow on pages 138 to 142.
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4.0 SCHOOL SECTOR
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5.0 SCHOOL POPULATION
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4.2.7 Further observations
The teachers
A direct relationship does emerge between teachers' academic
qualifications and their opinions about the role of grammar, both
for improvement of lower ability pupils' written and spoken
Modern Languages, and for learning Classical languages.

Of the teachers holding a higher degree, the majority finds
grammar important for lower ability pupils' written Modern
Languages. Of the teachers holding a first degree, about two
thirds share this view; the lowest percentage was found in the
group of non-graduates.

For lower ability pupils' spoken Modern Languages, the
differences between graduates and non-graduates are yet more
pronounced; about two thirds of the non-graduates are not in
favour of grammar.

For Classics the emphasis in favour of grammar is strongly on
the group holding higher degrees, which is one of the
characteristics of Language Group I(see 3.5.3).

The schools
School size appears to be relevant to teachers' opinions: most
teachers in the smaller schools (up to 500 pupils), find grammar
very important. In the middle-sized schools (between 500 and 1,000
pupils) a majority is also in favour of grammar; the lowest
percen[age was found in the larger schools (over 1,000 pupils).

4.2.8 Conclusiqn

The results of this survey do not substantiate assumptions such as
that there is no place for grammar in tóday's curriculum, or that
grammar is only of value for the more academic pupil.

Opinions about the degree af importance of grammar across the
curriculum do differ, however, between the Departments of English,
Modern Languages and Classics, with teachers of English being
least interested. Nonetheless, about 73 per cent of teachers of
English is in favour of pupils' understanding of mother-tongue
grammar for own objectives; this implies that they do not agree
with The Bullock Report's (1975) recommendation, stating that
grammar should not be taught as an ancillary to improve command
of the mother tongue. About the same percentage of Modern
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Language teachers hold the view that pupils' understanding of basic

points of mother-tongue grammar is important to develop oral and

writing skills in foreign language learning.
The observation that 90.9 per cent of the teachers of Classics is

in favour of mother-tongue grammar, for their own objectives, is

higher than was expected, considering the new role of Classics

(reading method) which puts less emphasis on knowledge of

accidence and syntax than used to be the case in traditional

teaching (see 2.4.1).
In considering a co-ordinated teaching programme between

teachers of English and Modern Languages, with agreed and defined

objectives, as recommended by the (1981) National Congress of

Languages in Education (see 1.3.3), the findings support the view

that grammar teaching should be included in these objectives. This

substantiates proposals discussed in Chapter 2 of this study

(Hawkins, LAWS '85, and CLIE '84, see 2.2.3 and 2.3).
No evidence was found to support Hawkins' (1974) explanation

of the "space between teachers of English and foreign languages":
for their own objectives, teachers in these two Departments are
about equally interested in grammar, and they have about the same
views on the degree of importance of pupils' understanding of

mother-tongue grammar for improvemen[ of spoken and written

language. Their views differ regarding teaching grammar in lower

ability groups, but in a way that varies from what was expected:

compared to Modern Language teachers, an even higher percentage

of mother-tongue teachers recommend knowledge of grammar for

lower ability pupils' improvement of both written and spoken

language.
A small "space" between the two Departments can, however, be

observed when we compare their views on the role of grammar

across the whole language curriculum. There we find an average of
71.1 per cent of the teachers of English in favour of grammar, as

opposed to 79 per cent of the Modern Language teachers.
The significant differences between teachers of Modern

Languages (Group II) and teachers of English (Group III) regarding

ability groups on the one hand, and the agreement regarding

written and spoken language on the other hand, emphasize the

problem of interpretation of the term "ability". The analysis of

opinions by school sector and type, however, shows that pupils'

understanding of mother-tongue grammar in language study across

the curriculum is considered important in any interpretation of the

term ability (see 3.3.7).
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Comparison of non-selective and selective schools shows that
there are significant differences about the role of grammar, in
particular for lower ability pupils' written English and Modern
Languages.

Comparison of maintained and independent schools showed that,
the difference between the school sectors is indeed significant, as
discussed in 1.3.7. The difference in comparison of the two types,
non-selective and selective, within the maintained sector, is not
significant, which shows that pupils' understanding of
mother-tongue grammar is considered important also in
comprehensive schools.

Teachers in co-educational schools attach less importance to
the role of grammar in lower ability pupils' language education
than teachers in single-sex schools. No direct relationship,
however, was found between teachers' opinions about the role of
grammar and conclusions from recent research that girls are more
in favour of and more capable of foreign language learning than
are boys (see 1.3.6): the role of grammar is equally important in
these schools.

In any interpretation of the term "ability" 77.9 per cent of the
teachers acknowledge the value of pupils' understanding of
mother-tongue grammar across the curriculum, which answers
Hawkins' (1982) question: there is no reason to mention grammar
with "a shamefaced apology".

4.3 Methods of grammatical explanation

4.3.1 Introduction
If teachers hold the view that pupils' understanding of
mother-tongue grammar is important for improvement of language
learning across ihe curriculum, one of the first questions is,
obviously, how it should be taught. Survey Question XX investigates
current views about the most suitable methods of grammatical
explanation. Three approaches, which were and still are widely
used in schools, were given as options and a dot[ed line for
preference of inethods other than those suggested (for each ability
group). These were defined as follows:

(1) traditional approach: explanation of the sentence structure, and
the relationship between words and word groups;
(2) functional approach : explanation of the relationship between
the function of a word or phrase and the larger linguistic context
in which it occurs;
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(3) notional approach: explanation of notions based on meaning
rather [han on form.

Note on responses
The replies to this question, as for Question XV, also refer to the
two ability groups. Some teachers did not give their opinion for
both: for higher ability groups 283 teachers (95.9 per cent), and
for lower ability groups 249 teachers (84.4 per cent), expressed
preference.

4.3.2 Language teachers (all)

Methods of explanation : general results
It was expected that about the same percentage of teachers who do
not believe in the importance of grammar for development of
language skills would reject any method of explanation. 22.1 per
cent hold the view that mother-tongue grammar is either "not
important" (4.3 per cent), or "not really important" (17.8 per cent).
(See 4.2.2.)

Among all teachers, only 3.4 per cent suggests generally
"avoidance of formal explanation", "active repetition of example
sentences without further explanation" or "a more socio-linguistic
approach". In the analysis, these observations are categorized under
the heading "other".

It was also expected that more alternative suggestions would be
found: 6.7 per cent would prefer an alternative approach, but
suggest a mixture of traditional, functional and notional methods.
In the analysis ihese replies are categorized under the heading
"mixture". The remaining 89.9 per cent are in favour of one of the
three methods mentioned above.

In diagram cluster 6.0, diagram 6.1.0 shows that the highest
percentage is in favour of the traditional method (38.2 per cent),
followed by the functional method (29.7 per cent); the notional
method is least preferred (22.0 per cent). See also Appendix I,
Table 41.

As was found for the degree of importance of grammar,
preferences for methods of explanation are also related to pupils'
abilities.

Methods of explanation: higher and lower ability
The emphasis is strongly on the traditional method for higher
ability (55.1 per cent), followed by the functional approach (26.9
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per cent), whereas for lower abilities the notional method appears
to be preferred by 38.6 per ceni, followed by 32.9 per cent
preference for the functional approach.

Diagrams 6.1.1 and 6.1.2 also show, for higher ability groups,
the same percentage of preference for the notional approach as for
a mixture of the three methods (7.4 per cent), whereas for lower
ability groups there is considerable difference in preference
regarding notional and mixed approaches (38.6 per cent and 6.0 per
cent respectively). See also Appendix I, Tables 41a and 41b.

4.3.3 Language Groups

Methods of explanation: general results
Preference for methods diverge considerably among the three
Language Groups.

Group I (Classics)
The emphasis is on the traditional method (66.7 per cent), followed
by only 16.7 per cen[ for the functional method. Other
alternatives are of less interest.

Group II (Modern Languages)
Opinions are most divided in this group. There is also emphasis on
the traditional method (35.4 per cent), which is followed by the
functional method (26.2 per cent) and the notional method (23.6 per
cent). The percentages for mixture (9.3 per cent) and other
approaches (5.5 per cent) are higher than in the other groups.

Group III (English)
The opinions are also divided, with emphasis here on the
functional method (38.2 per cent), which is followed by the
traditional approach (30.9 per cent); the notional approach scores a
little higher than in Group II (24.4 per cent). See Appendix I,
Tables 41a and 41b.

Methods of explanation: higher and lower ability groups
Diagram clusters 7.0 (7.1.1-7.1.3 and 7.2.1-7.2.3) shows that
opinions differ significantly regarding the two ability groups.

For higher ability, 83.0 per cent of Group I(Classics) prefer the
traditional method. The functional method scores only 10.6 per cent
and the notional method is noi recommended at all.

For lower ability, the traditional method is preferred by 42.0 per
cent and for both the functional and the notional method a
percentage of 25.8 per cent was found.
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In Group II (Modern Languages), 57.4 per cent prefer the
traditional method for higher ability pupils, followed by 23.8 per
cent in favour of the functional approach. The percentage found
for a mixture of inethods (10.6 per cent) is higher than for the
lower ability (7.8 per cent).

The notional approach is considered most suitable for lower
ability by 44.3 per cent, followed by the functional approach (28.7
per cent).

In Group III (English), the emphasis for higher ability is on the
traditional method (41.2 per cent), closely followed by 36.9 per cent
in favour of the fuactional method.

For lower ability groups, 39.8 per cent prefers the functional
method, followed by 35.9 per cent in favour of the notional method.
None of the teachers suggests other methods for this category
(Appendix I, Tables 42a and 42b).

The emphasis is generally oa the traditional method for higher
ability pupils. For lower ability pupils, the highest percentage of
Group I(Classics) still prefers the traditional method; the notional
method has more emphasis in Group II (Modern Languages), and in
Group III (English) the functional method scores a higher
percentage than other methods. Teachers who suggest that a
mixture of the different approaches would be more suitable appear
to be mainly teachers of Modern Languages (Group II).

A most important observation, however, is the lack of
agreement withia the groups (except for teachers of Classics when
it applies to higher ability) and among the groups.

Diagrams of the general results and of the three groups follow
on pages 148 to 150.
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4.3.4. Non-Selective and Selective Schools

Methods of explanation: general results
There are significant differences between non-selective and
selective schools. In selective schools 44.7 per cent prefer the
traditional method, whereas in non-selective schools the highest
score is for the functional method (37.4 per cent). The percentage
found for a mixed approach is higher in selective schools (7.9 per
cent) than in non-selective schools (4.9 per cent) (Appendix I,
Tables 41a and 41b).

Methods of explanation: higher and lower ability groups
In selective schools, there tends to be some emphasis on the
traditional method for higher ability pupils, but this is not
significant.

Opinions differ, however, significantly as regards methods for
lower ability pupils. This is similar to the findings regarding the
role of grammar in the comparison between the two school types.
In selective schools preference for the traditional method in
teaching lower ability is higher (26.5 per cent) than in
non-selective schools (7.1 per cent). In the latter type the emphasis
is on the notional method (45.9 per cent), followed by the
functional method (38.8 per cent). The percentage of preference
for using a mixed approach in teaching the lower sets higher in
selective schools (7.9 per cent) compared to non-selective schools
(3.1 per cent).

Diagram cluster 8.0 (8.1.1-8.1.2 and 8.2.1-8.2.2) shows the
differences of opinions about the two ability groups in the school
types. See also Appendix I, Tables 43a and 44b.

4.3.5 Maintained and independent schools

Methods of explanation: general results
Comparison of opinions between the two school sectors also shows
significant differences. In the maintained sector, the emphasis is
generally on the functional method (33.9 per cent), followed by the
traditional method (30.1 per cent); for the notional method a
percentage of 28.5 was found. In the independent sector, the
emphasis on one particular method is stronger, viz. 48.1 per cent
prefer the traditional approach, which is followed by 24.5 per cent
of the teachers in favour of the functional method.
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The percentage found for a mixed approach is higher in
independent schools (11.0 per cent) than in maintained schools (3.4
per cent) (Appendix I, Tables 41a and b).

Methods of explanation: higher and lower ability groups
Diagram cluster 9.0 (9.1.1-9.1.2) shows that for the higher ability
groups opinions in the maintained sector are more equally divided
than in the independent sector (see also Appendix I, Tables 44a and
44b). There is less difference in preference between the traditional
method (45.2 per cent) and the functional method (36.9 per cent)
compared to independent schools, where 67.4 per cent of the
teachers are in favour of the traditional method, which is followed
by only 14.3 per cent in favour of the functional method.

For lower ability pupils, diagram 9.2.1 shows that opinions are
less equally divided in maintained schools: the emphasis is on the
notional method (49.3 per cent). In independent schools, diagram
9.2.2 shows that 36.1 per cent recommend the functional method,
whereas the traditional method (26.1 per cent) and the notional
method (25.2 per cent) score nearly equally for the lower ability
sets.

4.3.6 Boys', Girls' and Co-educational Schools

Methods of explanation: general results
Differences between these schools are also significant. The
traditional method is more in favour at girls' schools (48.3 per
cent) than at boys' schools (40.6 per cent).

At co-educational schools, opinions are more equally divided:
33.1 per cent of the teachers prefer the functional method, with
about an equal percentage (32.1 per cent) in favour of the
traditional method, followed by 27.8 per cent who prefer the
notional method.

The percentage found for a mixture of the three methods is
higher in girls' schools (14.3 per cent), than in any other
category. See also Appendix I, Tables 41a and 41b.

Methods of explanation: higher and lower ability groups
Diagram cluster 10.0 (10.1.1-10.1.3) shows that opinions also differ
regarding both ability groups.

For higher ability pupils 63.8 per cent of the teachers at girls'
schools prefer the traditional method; the functional approach and a
mixture of inethods each score 15.0 per cent. The category "other",
which consists mainly of rejection of formal grammar teaching, is
higher at this type of school and for this group of pupils than in
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any other category (7.2 per cent); 56.4 per cent is in favour of the
traditional method. In co-educational schools, 50.0 per cent of the
teachers prefer the traditional method, followed by 33.1 per cent
who recommend the functional method.

For lower ability, diagrams 10.2.1-10.2.3 show that the
traditional method is still preferred at girls' schools by 29.9 per
cent; in both boys' schools and co-educational schools, the
emphasis is on the notional method. In all three school types
about 33.0 per cent of the teachers are in favour of the functional
method. See also Appendix I, Tables 45a and 45b.

Diagrams of opinions according to school type, sector and
population follow on pages 154 to 157.
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9.0 SCHOOL SECTORS
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10.0 SCHOOL POPULATION
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4.3.7 Further observations

The teachers
A direct relationship does emerge between teachers' academic
qualifications and preference for a certain method of grammatical
explanation. The traditional meihod is found most suited by the
majority of teachers holding a higher degree (who are mainly
teachers of Classics). Teachers holding a first degree tend to prefer
either the traditional or the functional method.

Most non-graduates are in favour of the notional method (the
emphasis on non-graduates in the group of teachers of English).

The schools
School size appears to be related to preference for methods: in
the smaller schools and middle-sized schools the traditional method
is preferred, compared to the larger schools (over 1,000 pupils) at
which teachers tend to be more in favour of functional and
notional methods (the larger schools are comprehensive schools in
this survey).

4.3.8 Conclusion

Teachers do not agree about methods of grammatical explanation:
not within the groups and not among the groups.

This substantiates the view of the NCLE (1981) that pupils
receive conflicting and confusing messages (see 1.3.3 and 1.5):
pupils in both higher and lower ability sets are taught, across the
curriculum, and within each department, by teachers who have
different ideas about how to explain a grammatical point or
structure; this will also be reflected in the use of (different)
terminolog}c in the language classrooms.

In so far as there is a preference for the traditional method, it
is considered as suited to pupils of higher ability. It would be too
much a generalization to say that teachers of Classics (Group I)
prefer the traditional method, Modern Language teachers (Group II)
the notional method, and teachers of English ( Group III) the
functional method: the preference only tends to go along these
lines.

For teaching pupils of lower ability disagreement is most
significant and again, interpretation of the term ability is
particularly relevant. In selective schools, the highest score is for
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the traditional method, whereas in non-selective schools the
functional method has a higher score.

In the categorization school type opinions differ most
significantly as regards methods for lower ability pupils; an
observation which is similar to opinions about the role of grammar.
In the maintained sector, the opinions are about equally divided
between the three methods mentioned, with some emphasis on the
iraditional approach but views in favour of the traditional approach
tend to be stronger in the independent sector.

Differences between single-sex and co-educational schools are
also significant. The traditional method is more in favour at girls'
schools (48.4 per cen[) than at boys' schools (40.6 per cent). With
reference to research about the relationship between language
learning and sex differences, mentioned in 1.3.6, it would be rather
far-fetched to say that girls' achievements could be related to their
teachers' interest in the traditional method of grammatical
explanation. At co-educational schools, opinions are more equally
divided over the three options than in single sex schools.

Having established that almost 80 per cent of the teachers are
in favour of grammar as an ancillary for language learning across

the curriculum, for pupils of both lower and higher ability, in any

interpretation of the term, the findings suggest that it might prove

to be rather difficult to arrive at an agreed and defined policy, as

mentioned in the conclusion of the previous section.
With reference to Hawkins' (1974) gap between teachers of

English and Modern Languages (see also 4.2.8), it seems that this

could be explained in terms of disagreement about methods rather

than in terms of disagreement about the importance of grammar

itself. Whereas for teaching higher ability there is some agreement

among teachers of Modern Languages (and Classics) about the use

of the traditional method (and consequently the traditional

terminology), the Department of English is less convinced; for

their own objectives, their opinions about explanations (and

terminology) vary considerably.
Having observed that in this survey (a) there is disagreement

about the suitability of any of the methods mentioned in the

questionnaire, each having had some popularity in the past, and (b)

that the (few) suggesiions mentioned as an alternative, viz. to

attempt a combination of the three existing methods, can hardly be

expected to lead to "one agreed and defined approach", these

results imply that there is a need for a new approach across the

language curriculum of secondary schools.
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Secondly, if the objective is to prevent contradictory
statements and explanations, which lead to confusion in the
various language classrooms, the results of this question show that
the apparent disagreement justifies a new approach.

Thirdly, cross-curricular agreement about method of explanation
and use of terminology will facilitate the task of the teacher and it
will contribute to pupils' understanding of language structure, in
particular, when taking language examinations at 16t.

4.4 Language awareness

4.4.1 Introduction
The different interpretations of the concept "language awareness
across the curriculum" were explained in Chapter 2. In this section
teachers' views are considered regarding the importance of
reference to the structure and vocabulary of other languages
(survey Questions XVI and XVII) for their own objectives, against
the background of this concept in its most simple form: awareness
of "language" as opposed to "languages".

When the survey for this study started, I intentionally did not
use the term language awareness because of my experience in the
pilot-survey. At that time there was (and still is) much confusion
about the term. It was generally used as standing for the policy
recommended in 1975 by The Bullock Report (2.2.2), a topic that
has roused much debate about its value. In some schools, teachers
strongly believed in Bulllock's language awareness, in others it was
rejected (either because of the concept, or because of
organizational problems in bringing this into practice). Hawkins'
writings (1974, 1979a and 1979b), articles published in conference
reports of the Centre for Information of Language Teaching and
Research (CILT) and the National Congress of Languages in
Education (NCLE), and the (1981) NCLE's formal recommendations,
were hardly known. And if they were, Hawkins' concept of
"language awareness" was often considered either as an attempt to
reintroduce "traditional grammar", or as a proposal to introduce
"linguistics" into the curriculum, the latter term a pejorative to
many teachers.
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Opinions were expressed on a four-point scale, for higher and
for lower ability groups: "very important", "important", "not really
important" and "unimportant".26

4.4.Z Language teachers (all)

Language awareness : general results
The average percentage of importance attached to awareness of
language structure for own objectives is lower than for awareness
of vocabulary. For structure the findings were: 46.4 per cent (13.0
per cent "very important" and 33.4 per cent "important"), and for
vocabulary: 66.8 per cent (22.6 per cent "very important" and 44.2
per cent "important"). Diagram cluster 11.0 (11.1.0) shows general
results of the degree of importance attached to reference to the
structure and vocabulary of other languages. See also Appendix I,
Table 46.

Language awareness : higher and lower ability groups
The degree of importance is again strongly related to ability
groups. For higher ability pupils, 64.5 per cent of the teachers find
awareness of language structure in their lessons important, against
only 26.4 per cent when teaching lower ability groups; for
awareness of vocabulary, 84.1 per cent of the teachers find this
important, against 47.5 per cent for lower ability groups.

Diagrams 11.1.1-11.1.2 show the two extremes on the scale
were: 1.4 per cent for full rejection of awareness of vocabulary
(higher ability pupils), and 32.9 per cent for full rejection of
awareness of structure (lower ability pupils). See also Appendix I,
Tables 46, 48a and 48b.

4.4.3 Language Groups

Language awareness : general results
For their own objectives, the three groups differ significantly in
opinion about awareness of both structure and vocabulary.

26 The percentage of responses to the questions referring to
higher ability pupils is 98.1 per cent, and to lower ability pupils
87.6 per cent (see 3.2.4).



161

The highest percentages for importance of awareness were found
in Group I(Classics): structure 71.8 per cent, and vocabulary 91.8
per cent. In Group II (Modern Languages) the figures for
importance are for structure Só.S per cent, and for vocabulary 69.8
per cent. Teachers of English (Group III) attach least importance to
awareness of grammar (25.8 per cent).

For vocabulary, a percentage of 53.8 per cent was found in the
group of English teachers (Appendix I, Tables 47a and b; 48a and
b).

Language awareness: higher and lower ability groups
Diagram cluster 12.0 (12.1.1-12.1.3) shows that for higher ability
pupils' awareness of language structure, there is considerable
agreement in views between teachers of Classics (Group I, 86.0 per
cent) and Modern Languages (Group II, 80.2 per cent); the emphasis
on "very important" comes from teachers of Classics (Group I, 42.0
per cent). For teachers of English, however, the relevance of
reference to other languages is less than in other Departments:
only 38.8 per cent hold the view that reference to the structure of
other languages is important for own objectives, and hardly any
emphasis on "very important" (2.6 per cent) was found.

This observation contributes to the view that, if language
education is to be geared towards awareness across the curriculum,
the "space between teachers of English and other languages"
(Hawkins 1974, 1981) shouid be bridged indeed.

For vocabulary (higher ability) there is less disagreement among
the three groups : all Classics teachers (100 per cent) find
reference to the vocabulary of other languages important in their
lessons, a view which is shared by 86.2 per cent of the Modern
Language teachers and by 75.0 per cent of the English teachers.
See also Appendix I, Tables 49a and 49b; SOa and SOb.

Diagrams 12.2.1-12.2.3 show that for lower ability pupils, 51.4
per cent of the Classics teachers (Group I) find reference to the
structure of other languages important. The percentages are lower
in Group II (Modern Languages, 32.2 per cent) and in Group III
(English, 11.4 per cent).

For vocabulary (lower ability) there is also disagreement among
the groups, viz. Classics (80.0 per cent), Modern Languages (52.9
per cent) and English (30.5 per cent). See also Appendix I, Tables
49a and b; SOa and b.

Diagrams of the general results and of the three groups follow
on pages 163 to 165.
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4.4.4 Non-Selective and Selective Schools

Language awareness : general results
Awareness of [he siructure of other languages is generally
considered to be more important in selective (52.4 per cent) than
in non-selec[ive schools (36.6 per cent). For vocabulary, the
differences between these two school types are not significant
(Appendix I, Tables 47a and 47b; 48a and 48b).

Language awareness : higher and lower ability groups
The differences are not significant for the importance of higher
ability pupils' awareness of the vocabulary of languages across the
curriculum: in both school [ypes the percentage is over 80 per cent.

For struc[ure (higher ability), 69.9 per cent of the [eachers in
selective schools finds reference to other languages important in
their lessons; for non-selective schools a percentage of 54.8 per
cent was found.

For lower ability, more teachers in selective schools find this
important (31.8 per cent), compared to colleagues in non-selective
schools (17.8 per cent).

For vocabulary (lower ability), more teachers in selective
schools are in favour of reference to the vocabulary of other
languages (53.2 per cent); in non-selective schools 38.6 per cent
share this view.

Diagram cluster 13.0 (13.1.1-13.1.2 and 13.2.1-13.2.2) shows the
c:ifferences of opinions between these two school types. See also
Appendix I, Tables Sla and Slb.

4.4.5 Maintained and Independent Schools

Language awareness : general results
The differences between the school sectors are significant for
both structure and vocabulary. At independent schools, awáreness of
language structure scores 55.4 per cent and vocabulary 74.0 per
cent. At maintained schools, the percentages are 39.3 per cent and
61.1 per cent respectively. See Appendix I, Tables 47a and 47b; 48a
and 48b.

Language awareness : higher and lower ability groups
As was found in the comparison between non-selective and
selective schools, in the comparison between the school sectors
differences are not significant for higher ability pupils' awareness
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of the vocabulary of language across the curriculum : in both
sectors the percentage is over SO per cent.

For reference to the structure of other languages the
difference between the sectors is more significant for lower ability
than for higher abili[y pupils.

Diagram clusters 14.0 (14.1.1-14.1.2 and 14.2.1-14.2.2) show that
at independent schools a considerably higher percentage (71.7 per
cent) was found for teaching higher ability pupils, than for lower
ability groups (37.2 per cent). In the maintained sector, , the
percentages are 58.8 per cent and 17.9 per cent respectively.

Reference to the vocabulary of other languages was considered
important for lower ability in independent schools by a percentage
of 58.8, and in maintained schools by 38.6 per cent. See also
Appendix I, Tables 52a and 52b.

4.4.6 Boys', Girls' and Co-educational Schools

Language awareness : genera! results
The differences between these school types are significant:
awareness of language structure and vocabulary is generally
considered to be more important in single-sex schools than in
co-educational schools. Within the category of single-sex schools,
higher percentages are scored in girls' schools for structure (59.4
per cent) and vocabulary (77.7 per cent) than in boys' schools:
46.2 per cent and 67.6 per cent respectively. See also Appendix I,
Tables 47a and 47b; 48a and 48b.

Language awareness : higher and lower ability groups
Diagram cluster 15.0 (15.1.1-15.1.3 and 15.2.1-i5.2.2) shows the
differences by ability group. It appears that for higher ability
pupils' awareness of language s[ructure, the differences in opinions
amongst the three school types are not significant.

For lower ability pupils, however, the percentage of teachers in
favour of understanding of language structure across the
curriculum is 43.1 per cent, whereas for boys' schools and for
co-educational schools the percentages are about 20.0 per cent.

For vocabulary, the differences are significant for both ability
levels: for higher ability pupils the percentages found in boys'
schools and in co-educational schools are about the same (over 80
per cent), but in girls' schools 92.9 per cent find reference to the
vocabulary of other languages importan[.

For lower ability groups, opinions between teachers appointed at
boys' schools (52.1 per cent) and those at girls' schools (59.7 per
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cent) are less divided; the emphasis is on the difference between
single-sex schools and co-educational schools, where only 39.6 per
cent of the teachers attach importance for their own objectives to
a trans-curricular approach. See also Appendix I, Tables 53a and
53b.

Diagrams of opinions according to school type, sector and
population follow on pages 169 to 172.
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14.0 SCHOOL SECTOR
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15.0 SCHOOL POPULATION
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4.4.7 Further observations

The teachers
It appears that graduates are more in favour of awareness of
language structure than non-graduates, especially those holding a
higher degree. The differences are not significant for the
importance of vocabulary across the curriculum.

The schools
Opinions about the importance of awareness of language structure
also appear to be related to school size. In small and middle-sized
schools, teachers are more in favour of explaining [he structure of
languages across the curriculum than teachers appointed in larger
schools. For vocabulary, opinions are not related to school size.

4.4.8 Conclusion

The average percentage of importance attached to awareness of
language structure is lower than for awareness of vocabulary.

The degree of importance is again strongly related to ability
groups. For higher ability pupils, a slight majority find awareness
of language structure in their lessons importan[; in teaching lower
ability groups, its relevance is considerably less.

For own objectives, the three Language Groups differ
significantly in opinion about both awareness of structure and
vocabulary; teachers of English attach least importance to
awareness of grammar.

In selective schools, awareness of the structure of other
languages is generally considered to be more important than in
non-selective schools. For vocabulary, the difference between
these two school types is not significant.

This observation is likely to be related to differences in
entrance requirements; when comparing lower and higher ability
groups in the two school types, reference to [he structure of
other languages is still found more important in selective than in
non-selective schools.

The differences be[ween maintained and independent schools
are significant for bo[h structure and vocabulary.

As regards reference to the structure of other languages, the
dífference between the sectors is more significant in a comparison
of ability groups.
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Awareness of language structure and vocabulary is generally
found more important in single-sex schools than in co-educational
schools.

Within the category of single-sex schools, reference to
structure and vocabulary score higher percentages in girls' schools;
an observation which is interesting in connection with research
about the relationship between language learning and sex
differences (see 1.3.6).

This results of the question support the view that if language
education is to be geared towards "awareness across the
curriculum" (see 2.5), there is a gap to be bridged between
teachers of English and of other languages: a bridge, however,
which is not considered relevant for the objectives of
mother-tongue teachers.

4.5 Conclusion: the role of grammar across tóe curriculum

The first question examined in this chapter is to what extent
pupils' understanding of mother-tongue grammar is considered to be
important across the language curriculum.

The results show that the majority of language teachers (77.9
per cent) hold the view that, across the language curriculum, for
pupils of all abilities, understanding of mother-[ongue grammar is
imporiant for development of oral and writing skills. If the role of
grammar had lost its importance in the past, there are reasons to
believe that opinions have changed in favour of teaching the
grammatical structure of language.

Opinions about the degree of importance of grammar, however,
differ significantly, depending on ability levels and differences
between spoken and written language.

Opinions also differ depending on Department and school types,
sectors and population.

The general results show that grammar is considered more
important for higher than for lower ability pupils, irrespec[ive of
which language, or of which form of language; in this respect
there is agreement among teachers. Teachers of Modern Languages
and Classics have about the same opinion about the role of
grammar for higher ability, but for lower ability groups Modern
Language teachers are less in favour of grammar than their
colleagues in the Classics Departmen[. In this respect, Modern
Language teachers come close to the opinions of teachers of
English who are, for both abili[y groups, less in favour of grammar
teaching.



174

Across the language curriculum the general opinion is that
pupils' understanding of mother-tongue grammar is more important
for improvement of written than for spoken use of language, but

still more than 70 per cent of the respondents acknowledge its

value for development of oral skills.
By language Department, about the same percentage of teachers

of English (with emphatic interest in Literature) as of Modern
Languages (with more interest in Language Structure) are in favour
of grammar for their own objeciives (73 per cent), as opposed to
"across the curriculum". This shows that it is not the importance of
grammar itself, as is often said, that is the core of gap between
the Departments of English and Modern Languages: this should be
explained otherwise.

Although differences between the English and other
Departments are observed, [he gap to bridge is not a"grammar
gap", as generally assumed. It appears to be related to the second
question discussed in this chapter, viz. which method is thought to
be most suitable for explanation of language structure.

The tendency across the curriculum is a preference for the
traditional method. This is, of course, within the range of
available methods for schools, all of which have their well-known
advantages and disadvantages. A small percentage of teachers
suggested a mixture of the traditional, functional and notional
approaches, but no suggestions were made for alternative methods.

Preferences are again strongly related to ability groups,
language Departments, and school types, sectors and population.
Whereas, for higher ability pupils, some agreement can be observed
about the suitability of the traditional methods, for lower ability
pupils teachers are more in favour of the notíonal approach.

The main observation is that no agreement can be observed,
either between Departments or between teachers in the same
Department, except in the Department of Classics, where the
tradional method is almost unanimously preferred for teaching
pupils of higher ability.

If teachers agree that the grammatical structure of language
should be explained (and this survey shows that they do) because
this contributes, in their view, to fulfilment of their aims and
objectives, the point remains that if in one school different
language teachers explain these matters differently, and
consequently with the use of different terminology, pupils will
certainly receive conflicting and confusing messages about the

nature, function and use of language (see 1.3).
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A consistent grammatical approach may or may not prove to be
beneficial for improvement of language skills, but there are no
grounds to recommend that pupils in the various language
classrooms of one school should be faced with the results of
theoretical disagreement about grammatical theories.

Pupils' confusion is therefore not only, as the (1981) NCLE
Working Party suggested, the result of a"traditional" difference
between teachers of English and foreign languages (Hawkins, 1974):
the disagreement among the teachers in the same Department, as
observed in this chapter, brings the explanation of the "gap"
between Departments into a different perspective. The recent
proposals to bridge this gap aim at co-ordination based on language
awareness, which means awareness in both teachers and pupils
(discussed in Chapter 2).

This topic takes us to the third question in this chapter, viz. to
what extent is reference to structure and vocabulary of other
languages considered important within the concept of language
awareness.

The analysis of opinions showed that, for their own objectives,
teachers of Classics and Modern Languages consider reference to
the vocabulary more important than to the structure of other
languages.

The degree of importance is again related to the ability level of
pupils, differences between Departments and school types, sectors
and population. Most teachers of English, however, do not see the
relevance of such reference: for higher ability pupils, some
importance is attached to comparison of English vocabulary with
that of other languages, but for structure, this group is entirely
mother-tongue focussed.

With the objective of studying "ianguage", in conjunction with
learning "languages", some 200 schools are currently involved in
awareness programmes throughout the country (although with
different objectives and different organizational forms; see 2.3.2
and 2.4.2), and about 22 LEAs are interested in further
development.

If we compare teachers' opinions about the importance of
reference to the structure of other languages for their own
objectives, with the aims and syllabuses of some of the schools
discussed in Chapter 2(2.3.2), it is apparent that development of
teachers' awareness of the relevance of trans-curricular awareness
will be a major problem.

The observations in this chapter therefore support the
argument that a national "awareness across the (language)
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curriculum policy" should include a"language awareness course" in
teachers' initial and in-service training (Hawkins, 1981; see 2.2.3).

It is again, however, not the importance of grammar which is
the problem, but how it is explained, and how explanations fit in
the objectives of the three Departments.

The analysis according to the variables of school type, sector
and population show that differences are most significant
regarding opinions about methods of explanation, and about
language awareness.

In selective schools, teachers tend to prefer the traditional
method of grammatical explanation, whereas in non-selective schools
a preference for the functional method can be observed. The same
difference was found in the comparison between maintained and
independent schools; in single-sex schools, the preference also tends
to be for the traditional method, and in co-educational schools for
the functional method.

In selective schools, there is more interest in awareness of
grammar than in non-selective schools; the same applies to the
difference between independent and maintained schools.

In girls' schools there is more interest in awareness of
language structure than in boys' schools.

Comparisons between school type and school sector are,
however, most significant in the analysis of opinions about
teaching lower ability groups.

This should be explained as the result of different
interpretations of the term "ability", which might also reflect on
the differences between boys' and girls' schools, as found in other
research (Burstall, 1971; Littlewood and Powell, 1982).



CHAPTER 5

THE ROLE OF GRAMMAR IN SECONDARY SCHOOLS

CO-ORDINATED GRAMMAR TEACHING: OPINIONS

5.1 Introduction

In the previous chapter, opinions about the role of grammar were
examined. In this chapter the aim is to find an answer to the
question of whether there are grounds for an agreed and defined
grammar teaching programme, at least in any one school.

Different proposals for a co-ordinated policy reflect different
views on the curriculum. In The Bullock Report (1975),
co-ordination included all teachers; in Hawkins' view (1974-81) it
included teachers of English and Modern Languages, and in the
recent NCLE definition (1985) it includes the whole language
curriculum (see 2.2). In my survey, teachers were asked to give
their opinions on this point and these are discussed in 5.2.

5.2 Co-ordinated grammar teaching

5.2.1 Introduction
Question XIX of the survey questionnaire asked which Departments
teachers would include in a co-ordinated grammar teaching
programme, if they considered such co-ordination [o be beneficial.
Taking the convential structure of Departments as a starting
point, four combinations were suggested:
- Departments of English with Modern Languages with Classics;
- Departments of English with Modern Languages;
- Departments of English with Classics;
- Teachers of the same language only.

5.2.2 Language teachers (all)
All respondents answered this question; apparently none of the
teachers held the view that the issue of grammar instruction is
solely a mat[er of individual responsibility. 80.7 cent is in favour of
some form of co-ordination with teachers of other languages. The
remaining 19.3 per cent feels that the role of grammar should be
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decided per one language. There were no suggestions for
co-ordination between the Departments of English and Classics.

Diagram cluster 16.1. shows that 53.6 per cent is in favour of
co-ordinated grammar teaching across the three Departments (see
also Appendix I, Table 54a).

A form of co-ordination which excludes the Department of
Classics was suggested by 27.1 per cent of the teachers. It
appeared that this group is also not in favour of the traditional
method of grammatical explanation.

5.2.3 Language Groups
Diagram cluster 17.0 (17.1- 17.3) shows the significant differences
between the groups (see also Appendix I, Tables 54a and 54b).

It was not surprising to find that most teachers of Classics
(Group I, 86.3 per cent) prefer co-ordination of three Departments.

Co-ordination within each language is suggested by only 7.8 per
cent in this group.

In Group II (Modern Languages) the opinions are divided
between co-ordination of the three Departments (44.0 per cent)
and co-ordination between Modern Languages and English (37.6 per
cent); only 18.4 per cent hold the view that decisions about the
role and explanation of grammar should be made by teachers of the
same language.

Teachers of English (Group III) are slightly more in favour
(49.6 per cent) of an agreed "across the curriculum" approach
compared to teachers of Modern Languages. The combination
English-Modern Languages is favoured by a percentage of 25.2, and
an equal percentage prefer to decide upon role and methods of
grammar teaching within their own Department.

5.2.4 Non-Selective and Selecti~e Schools
Differences between the two school types are significant. Diagram
cluster 18.0 (18.1-18.2 and 19.1-19.2} shows that in selective
schools, preference for an agreed and defined grammar teaching
programme across the whole language curriculum is higher (60.4 per
cent) than in non-selective schools (41.7 per cent). See also
Appendix I, Tables SSa and SSb.

Co-ordination between the Departments of English and Modern
Languages is also preferred more in selective schools (37.9 per
cent) as opposed to non-selective schools (20.9 per cent), but
there is not much difference between the two school types in
terms of preference for restricting co-ordination to teachers of
the same language.
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5.2.5 IVlaintained and Independent Schools
Differences betwcen the school sec[ors are significant. Diagram
cluster 19.0 (19.1-19.2) shows a percentage of 63.3 per cent in
favour of co-ordination across the whole language curriculum in
independent schools, against 46.1 per cent in maintained schools.

Preference for an independent policy within one language only
appears to be higher in maintained schools (22.8 per cent) than in
independent schools (14.8 per cent). See also Appendix I, Tables 56a
and 56b.

5.2.6 Boys', Girls' and Co-educational Schools
In co-educational schools there is less interest in co-ordinated
grammar across the curriculum than in single-sex schools. Diagram
20.0 (20.1-20.3) shows that teachers at girls' schools are slightly
more in favour of co-ordinated grammar teaching, compared to
boys' schools. See also Appendix I, Tables 57a and 57b.

Opinions against co-ordination with colleagues of other
languages are in boys' schools (20.7 per cent) about the same as
in mixed schools (22.4 per cent), against 12.9 per cent in girls'
schools. For a co-ordinated grammar teaching programme across the
whole language curriculum the percentages found in both types of
single-sex schools are about the same (62.1 per cent in boys'
schools and 63.6 per cent in girls' schools).

5.2.7 Further observations

The teachers
Differences between graduates and non-graduates are related to
views on the need for a co-ordinated grammar teaching programme.
More non-graduates than graduates hold the opinion that the role
of grammar should be agreed among teachers of one language only.

The schools
In the smaller schools (up to 500 pupils) most teachers are in
favour of the type of co-ordination which includes the three
Departments. Teachers in the medium-sized schools are partly
interested in co-ordination across the whole language curriculum,
partly in co-ordination between the Department of English and
Modern Languages. In the larger schools (over 1,000 pupils) the
highest percentage was found for teachers with a narrow view on
the curriculum, viz. co-ordination wi[hin one language only.

Diagrams follow on pages 181 to 184.
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18.0 SCHOOL TYPES
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20.0 SCHOOL POPULATION
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5.2.8 Conclusion

Language Group I(Classics) is more in favour of a co-ordinated
grammar teaching programme across the whole language
curriculum, compared to the other groups. This is related to
earlier observations that most teachers in Group I attach
considerable importance to the role of mother-tongue grammar for
general improvement of language skills, and that this group is also
more in favour of awareness of language structure compared to the
other groups.

The observation that about 75 per cent of the teachers of
English (Group III) are in favour of a form of co-ordination with
teachers of other languages supports an earlier conclusion, viz.
that the gap between English and Modern Languages is not to be
explained in terms of a different, self-contained attitude, among
mother-tongue teachers, that is often said to be a characteristic
of them.

Although objectives of mother-tongue teachers are different
from objectives of teachers of other languages - the first group
aiming at improvement of a language which is already acquired,
and the latter aiming at teaching languages which are to be
learned - the results of this survey show, as discussed in Chapter
4, that a majority of mother-tongue teachers appreciate the
importance of grammar across the whole language curriculum, for
higher ability pupils in particular.

As regards methods of grammatical explanation, there was
disagreement among mother-tongue teachers as well as among
teachers of Modern Languages, and importance attached to
awareness of language structure was generally low in both groups.

When considering, on the one hand, the results of the
questions about methods of explanation and importance of language
awareness, and, on the other hand, the fact that the majority of
teachers of English is still in favour of a co-ordinated grammar
teaching programme (either in combination wi[h the Department of
Modern Languages or across the whole language curriculum), these
observations lead to the following preliminary conclusion.

The importance of an agreed and defined grammar teaching
programme is for most teachers not focussed on the need for
awareness of linguistic processes and language universals.

Co-ordina[ed grammar teaching, in teachers' current views, is
the need for agreement about the importance of pupils'
understanding of the basic principles of mother-tongue grammar,
as a solid foundation for learning "languages", rather than
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"language". This observation supports the view expressed in point 2
of the NCLE recommendation (1981), that

specific areas of school work where co-operation and
co-ordination between the two (teachers of English and Modern
Languages) is necessary should be agreed and defined. See
1.3.3.

However, prior to any attempt to achieve such co-ordination,
or to introduce a new language policy across the curriculum - one
whose aims include awareness of linguistic processes and language
universals - the first step should be to reconsider the main
constraint on co-ordinated teaching, viz. the conventional
departmental structure (see also Table 3~2 in 3.3.6).

Along with the present reorganization of examinations to
establish national criteria a[ 16t, reorganization of Departments
needs to be considered: replacement of the present system by an
"umbrella-structure" for languages in secondary schools, viz. a
structure without organizational boundaries between departments.
The present three Departments should amalgamate under the
responsibility of one Co-ordinator.

Until the need for a different organizational framework,
particularly important for the larger schools, is recognized,
attempts to bring language teachers together [o adopt a
co-ordinated policy of any type cannot be expected to have much
chance of success.

The results of this survey suggest that teachers are, at
present, not really aware of the benefit of a new, linguistically
based approach to grammar, as suggested by LAWS 1985 and CLIE
'84 (see 2.5), but there is no agreement about established methods
either.

Once an "umbrella-structure" is accomplished, which mee[s the
apparent demand for co-ordination among most language teachers, it
might contribute to bridge the gap: a gap which is due in the first
place to lack of organizational opportunity to discuss points of
present "disagreement across the curriculum".

The differences in interest between the two school types
(non-selective and selective), and the two school sectors
(maintained and independent), in co-ordinated grammar teaching
are related to the differences in the number of foreign languages
offered at these schools (see 3.3.2), and to the percentage of
pupils opting out after 13f (see 3.3.4).

The limited number of languages offered at comprehensive
schools is a[opic of cri[icism, but in spite of proposals [o
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improve the situation, for example, the DES (1983) Consultative
Paper on Foreign Languages in the School Curriculum (see 1.3.7),
changes can hardly be observed in this respect, due to time spent
on poli[ical rather than on educa[ional arguments.'-~

In single-sex schools, preference for co-ordinated grammar
teaching across the whole language curriculum is higher than in
co-educational schools. Comparison of opinions between boys' and
girls' schools shows that a higher percentage of teachers
appointed a[ boys' schools is in favour of the narrower form of
co-ordination: teachers of one language only.

This observation suggests - along with the observation that
more teachers at girls' schools consider awareness of the
grammatical structure of language advantageous compared to
teachers at boys' schools (see 4.4.6) - that there is a relationship
between preference in girls' schools for co-ordination across the
whole language curriculum, and the findings that girls are more
interested in foreign language learning than boys (see 1.3.6).

27 The fact that the continuation of teachers' strikes still
causes deterioration of British state education may serve as an
example.



CHAPTER 6

THE ROLE OF GRAMMAR IN SECONDARY SCHOOLS

CO-ORDINATED GRAMMAR TEACHING : RESOURCES

6.1 Introduction

In this chapter as in the previous one, the aim is to find an
answer to the question of whether there are grounds for an agreed
and defined grammar teaching programme, at least in any one
school. Teachers' opinions on different proposals for a co-ordinated
policy were discussed in 5.2. In order to approach the question in a
different manner as well, teachers were asked to specify titles of
books and additional classroom material currently in use.

The textbook information is used in two ways: by means of a
"horizontal" evaluation of the role of grammar in all survey
schools (in 'this chapter) and a"veriical" evaluation in six survey
schools of different [ypes (in Chapter 7).

The horizontal evaluation refers to textbooks used by pupils
between llt and 16f, viz. up to the examination year; the vertical
evaluation refers to textbooks used by pupils at 14f, viz. in the
year when the actual examination course commences.

The information about additional material is used to assess
what type of material teachers use to complement the textbooks.

The results of the textbook section (calculation and
categorization of titles) are given in 6.2. For horizontal evaluation
of the role of grammar, 14 language courses (two courses in each
language) are examined (6.3). The sections that follow give the
results of use and types of additional material (6.4), and responses
on levels of staffroom discussion across the curriculum (6.5).

A summary of teachers' personal comments on the ques[ionnaire
(6.6) is followed by a conclusion of the findings (6.7).

6.2 Resources: textbooks

6.2.1 Introduction
In the resources section of the questionnaire teachers were asked
to list the textbooks related to the aim of the survey (explained in
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covering letters); to specify author, title, publisher, and year of
publication; to state with which age group the books were used
(columns for each year group from llt to 16t), and to add "HA"
when used with higher ability pupils only.'-g

Explanations follow of collection and calculation of data (6.2.2)
and compilation of the Inventory (6.2.3).

6.2.2 Textbooks in use: collection of data
The book section was the most time consuming part of the
questionnaire for teachers to complete, but [he response was
beyond expectations: across the curriculum, titles were specified
by year group, and this led to a to[al number of 2,621
observations (see Appendix III, Table 1). This figure includes
various types of book, such as published collections of examination
papers, and (for English in particular) books for spelling,
punctuation, comprehension, essay writing etc. Parts of language
courses are calculated as separate titles, in order to examine which
parts of which courses are used with which year groups.

Although most (examination) courses are designed to be used
from start (llt or 13t) [o finish (16f), in practice this is not
always the case. The findings as regards the use of courses, and
teachers' comments ( see also 6.6), are summarized as follows:

(a) withi~t year groups, parts of differe~tt courses are used
simultaneously;
- the teacher does not follow one particular method but

chooses from various cours~s to sui[ his needs, views,
and abili[y group; or

(b) different parts of differeitt courses are trsed when pupils
move up from one year grot~p to tlte rtext;
- depending on the year in which ability setting or

banding takes place in the school, course "x" is used for
all abilities. Later, after ability setting, parts of course
"y" are used for one "set" and parts of course "z" for
another;

- the first stages of a certain course suit the teacher's
needs, but later stages of the same course are not
considered to be suitable, which in most cases means
"too difficult'; the teacher selects material from various
other courses, or coniinues with a less difficult course;

28 For a copy of the survey questionnaire, see Appendix II.
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- when new courses are used, stages are often published
over a number of years; the teacher uses what is
available and continues with older courses; or

(c) one language course is used from start to finish in all year
groups;
- the course suits the teacher's needs;
- this continues an established tradition in the

department;
- there is a lack of suitable alternative classroom

ma[erial; or
(d) no books are used in one year groi~p, and a particular stage

of a eourse is used in the riext;
- in the beginning, audio-visual material only (often with

teachers' own notes) and in later years a particular
stage of a course (or of various courses); in most cases
for examination purposes; or

(e) no language course is used at all;
- with pupils not taking examinations;
- when there is no suitable material available in the

school and no financial means for provision;
- when the teacher considers all published classroom

material as inadequate.

Names of publishers were generally not mentioned, and dates of
publications only sometimes, particularly in cases where an added
exclamation mark was meant to indicate that the books were
considered to be rather out of date, e.g.:

Complete French Course, Whitmarsh, 1935 !
English Today, Book two, Ridout, 1947 !
Through Speech to Writing, Glassey, 1947 !
The Approach to Latin, Paterson and MacNaugh[on, 1939 !

Calculation of books for eacó year group
For each year group, the occurrences of each book title (including
titles or numbers referring to parts of courses) were calculated for
each language and each year group (see Appendix I, Table 2).
Comparison of the columns

- total number of observations per language and per yeargroup,
- calculation of the first three most frequent occurrences per title

shows that the use of books for each year group is rather
eclectic. For example, of the 218 observations of English language
books in the llf year group, the highest occurrence (in number) of
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one title is 34, [he next is 18, and the third highest occurrence is
13. The table shows that acrdss the language curriculum there is no
s[riking preference for one particular title to be used with one
particular year group.

6.2.3 Inventory
The parts of language courses were reduced to [heir main titles
and added to the list of single volume textbooks. This resulted in
an inventory of 210 (main) titles which are used with pupils
between llt and 16t. These titles are listed for each language in
alphabetical order in Appendix III, Table 4. Most names of
publishers were found in BBIP (British Books In Print) micro-fiches.

The inventory shows 91 books for English and 97 for Modern
Languages: 63 for French, 19 for German, 16 for Spanish and 8 for
Italian. For Classical Languages it shows 13 titles: 10 for Latin
and 3 for Greek.

6.3 Acclaimed courses: horizontal evaluation (llf to 16t)

6.3.1. Introduction
In this section, the horizontal evaluation will be applied: the role
of grammar in textbooks used across the curriculum from the
beginning of language learning up to [he examination year. 29

Toge[her with teachers' opinions about co-ordinated grammar
teaching, as examined in Chapter 5, and the results of the
textbook section (6.2), the horizontal evaluation will contribute to
answering the question of whether there grounds for an agreed and
defined grammar teaching programme, at least in any one school.

An evaluation is given of the role of grammar and method of
explanation in 14 courses across the language curriculum, viz. two
courses which are most frequently used for each of the following
languages: English (6.3.2), French (6.3.3), German (6.3.4), Spanish
(6.3.5), Italian (6.3.6), Latin (6.3.7) and Greek (6.3.8). The findings
are summarized in 6.3.9.

Calculation of books across year groups
Although calculation for each year group did not show a striking
preference for one or more particular books, recalculation of [itles
across five year groups showed that resources of the "complete

'-9 The grammatical contents of the present CSE and GCE
"O" level language syllabuses can be found in Appendix IV.



190

language courses" type are mostly used. Although, as mentioned
before, language departments often do not use one particular

course from start to finish with all year groups, this type of book
prevails over textbooks focussed on single topics (e.g. spelling,

comprehension, conversation, examination practice etc.). Based on
this "horizontal" calculation, 14 of the most acclaimed courses will
be discussed.

Two points need to be explained here. Firstly, the word
"acclaimed" does not imply that all teachers in this survey who use
a particular course also chose this course. In some cases, use may
be a matter of "inheritance" (policy of a previous Head of
Department), it may be the decision of the present Head of
Department (which is not always based on unanimous agreement), or
simply lack of funds to replace classroom material (see 6.5).

Secondly, it will be noticed that there is no balance between
the number of courses evaluated for each language and the number
of titles listed in the inventory (viz. English 445, French 267,
German 72, Spanish 30, Italian 13, Latin 66, and Greek 22). The
statistical imbalance is intentional: the purpose is to pay equal
attention to all languages across the curriculum, considering the
well-known general aim of encouraging foreign language learning in
English schools (see 1.3.2) as well as the recent interest in the
return of Classics (see 2.4.1); just as the purpose in the selection
of schools was to include an equal balance of different school
sectors and school types (see 3.2.1).

In the sections below, the percentages of teachers using (parts
of) the courses are added to the titles. Evaluation of the 14
courses follows the pattern: organization, objective and focus of
the course, followed by the role of grammar, method of
explanation and conclusion. 30

6.3.2 English

THE ART OF ENGLISH (50.6 per cent)
General Editor: A. Dora Gough
Author: K. Newson A Certificate Course for Secondary Schools
Publisher: Schofield 8c Sims Ltd
First published 1965-9 ; revised edition 1971-3

3o The grammatical terminology used in the sections 6.3.2 -

6.3.8 below is as used in the respective courses.
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Organization of the course
The Certificate Course comprises five stages and is one of two
closely integrated courses: the Certificate Course (C) and the
General Cot~rse for Secondnry Scltools (G) (author R. Mansfield).
The two courses are planned on a common basis, which is obvious
from the similarities in topics and lay-outs. Transfer from the one
course to the other is facilitated and both courses cover the CSE
syllabus. There are supplementary exercises at the end of each
stage as well as an index of topics.

Objective of the course
The Certificate Course is designed for pupils who aim at GCE "O"
level English Language (the General Course is adapted to the
needs of the less academic pupil). The objectíve is to provide
stimulating and imaginative passages in order to allow for creativity
and free expression, but at the same time to instruct pupils
grammatically so that they may be articulate, write legibly and be
literate. The course aims to promote free reading, discussions,
critical awareness and oral expression (author's note).

Focus of the course
The course is focussed on all aspects of English: reading, writing,
speaking and listening, with emphasis on writing. The five stages
all follow the same pattern. Each chapter begins with a passage,
followed by the sections "Comprehension and Discussion", "For
Written Answers", "Method Exercises", "Writing Your Own", "Oral
Work", "Activities and Research" and "Further Reading". Some
chapters include a poem followed by a section "Discussing The
Poem".

Role of grammar
The authors believe that it is important to understand and

appreciate grammar, and they ensure that with this course pupils
are able to mcet the demands of the GCE "O" level or CSE

examinations. The techniques of written English are presented in

graded stages with constant revision. Although the majority of

exercises are constructive rather than analytical the authors do not

believe in divorcing grammar from all other aspects of the language
and therefore they incorporate the grammatical element into

discussion of literature. Grammatical [opics are introduced,
discussed, explained and tested under the heading "Method
Exercises" in almost all chapters throughout the course, and the
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explanations and exercises are based, as are all other activities, on
the passage at the beginning of the chapters. Explanation of
punctuation, spelling and vocabulary is attributed to understanding
of grammar.

From the third stage onwards there are optional exercises for
pupils who follow an "O" level syllabus which requires formal
analytical grammar.

All stages include supplementary revision exercises, optional
analysis exercises and indices of topics.

Art of English CI
Pupils are introduced to different types of sentence (statement,
question and exclamation sentences), nouns (proper, common,
collective, and abstract), adjectives and adverbs, singular and plural
(nouns and verbs), suffixes, tenses (past, present, and future) and
gender.

Art of English C2
The topics of the first stage are revised, and the new topics
include: subject, direct object, indirect object, sentence
construction, adverb and more adjective phrases, subject
complements (nouns and adjectives), present participles, transitive
and intransitive verbs, and passive and active voice.

Art of Englislt C3
The topics of Book 2 are revised, and the new topics include:
adjective and adverb phrases, noun functions, tenses (simple,
continuous, perfect, and perfect continuous), co-ordinated
conjunctions, adjective phrases (optional), complex sentences, object
complements, adverbs of degree and conditional tense.

As optional topics we find: main and adjective clauses,
adverbial clauses ( time, place, cause, manner, condition,
concession, purpose, and result), noun clauses and phrases, and
relative pronouns.

By the end of the third year, before the actual examination
work starts, all basic grammatical points~structures are discussed,
explained and tested, including ( optional) clause analysis.

Art of English C4
In the four[h year the emphasis is on wri[ing summaries, practice
in clear thinking and appropriate English usage. This stage begins
with an optional revision of sentence analysis. All pupils are
introduced to the rules of précis writing; the explanation is
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attributed [o understanding grammar. There is optional revision of
sentence analysis, sentence combining, participles and infinitives,
subjunctive and conditional.

Art of English CS
The last stage has the same emphasis as Book 4, and includes full
revision of punctuation. The op[ional grammar exercises include
revision of different kinds of subordinate clause.

Method of explanation
The sentence has the key role throughout the course. Step by step,
the basic grammatical topics are introduced, taking the literary
passages as the starting point. The emphasis in the explanations is
on understanding of the concept behind the gramma[ical
terminology, rather than on rules and definitions to be memorized.
Pupils' understanding is tested partly in a conventional way by
means of formal exercises (sample sentences, e.g. to pick out verbs,
adverbs, to describe the tense etc.), partly in the form of word
games, e.g. crosswords or activities, such as:

who can make the longest list for pairs of words tha[ make
sense in either order (using nouns both as adjectives and
nouns)?

roof garden
garden chair

chair back
back street

street name
name plate

(Book 1, p. 108).

When pupils are familiar with the main parts of speech, word
order is discussed and examples are given: the sentence is divided
into "main points" in numerical order, e.g.

1 2 3 4
They went out, but their parents disapproved

3 4 1 2
Although their parents disapproved, they still went out

(Book 2, p. 68).
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The explanation prepares pupils for understanding of clauses and
shows how word order effects style, e.g.

a sentence which does not begin with a subject, but with what
is basically an adverb or an adverb equivalent and which throws
some emphasis on to the adverbs and adverb phrases (Book 3,
p. 214).

Sentence analysis is introduced as a diagram of the form:

SUBJECT VERB
sister bought

COMPLEMENT

ADJECTIVES ADVERBS
my yesterday

DIRECT OBJECT
present INDIRECT OBJECT

brother
ADJECTIVES

a birthday
ADJECTIVES

my

What statement sentence has been analysed here? (Book 2, p. 247).

In Book 3 clause analysis is explained to all pupils, and for the
more grammatical syllabus the graphic representation above is
replaced by a representation of the form:

CLAUSE KIND FUNCTION RELATIONSHIP

A several cars... main clause
were breaking
the speed limit

al that had no subordinate
speedometers clause

a2 where it was subordinate
particularly clause
dangerousto do
so

adjective c~ualifies noun
cars' m main

clause "A"
adverb of modifies verb
place "were breaking"

in main clause~~A.,

(Book 3, p. 136).
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All pupils are then introduced to the convention:

John painted his cart black (S - V- DO - OC)
John painted his cart with black paint (S - V- DO - ADV)

The revision exercises concentrate on the use of words as
different parts of speech in sentences, e.g.:

use the word "since" as a preposition, a conjunction and an
adverb

he has not been seen since last week
he has not been seen since he left
he has not been since (Book 3, p. 268)

In stages 4 and 5 the explanations and exercises for
examination practice follow the same principle: with passages of
literary texts and poems as starting points, the grammatical
structure of English is explained, with emphasis on awareness of
the relationship between understanding grammar and pupils' own
language activities in reading, writing, and discussions.

There is no reference to the importance of such understanding
for foreign language learning.

Conclusion
The Art of Englisl: deals with grammar in a conventional way, and
understanding of the structure of English has a dominant place in
the course. The sentence has the key role in the course. All
grammatical topics, including the basic principles of clause analysis,
are explained and practised in the first three years. Most exercises
are context related. Each stage includes supplementary exercises for
additional practice and consolidation.

NEW ENGLISH (16.4 per cent)
Author: Rhodri Jones
Publisher: Heinemann Educational Books Ltd
First published 1978-80

Organization of the course
New English is a complete secondary English course in 4 stages
(New Englísh Fírst, Second, Third, Fourtlt). All stages are divided
into units and each three units are summarized in "Consolidations",
to "consolidate or strengthen what pupils have learned" (New
English First, p. 46). There is an index of main topics at the end
of each stage.
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As an alternative to New English Fourtli, there is a separate
single volume 4th~5th year "O" level book, A New English Course.
This book is also divided into units and has an index of main
topiCS.31

Objective of the course
In the introduction the author writes to the pupils

this course is intended to help you to a deeper understanding of
what English is about. It should help you to gain pleasure and
understanding from reading, and skill and fluency in writing and
talking.

For the teacher, the author writes
this course is designed for use with mixed ability classes. The
material is intentionally demanding, and some pupils may find it
difficult. As well as providing much practice in writing and
reading, the course is intended to provide much opportunity for
oral work. The fourth part of the course is designed as a
two-year examination course leading to either GCE "O" level or
CSE ; A New English Course is for pupils for whom it has
already been decided that the objective is GCE "O" level.

Focus of the course
Within each unit of the four stages there is a pattern whereby the
pupils encounter all aspects of English: reading and understanding,
writing assignments, language, vocabulary, spelling. It gives
suggestions for activities and a reading list.

Role of grammar
Although there is no mention in the introduction of any formal
grammar instruction, under the unit headings "language" we find
full explanation of grammar in each unit of all stages.

At the end of each stage, the "Index of Topics" includes the
main grammatical topics which are discussed, explained and tested.

New Englislr First
Pupils are introduced to some basic grammatical concepts. In units
1-3 they are introduced to some parts of speech (noun, pronoun
and adjective), person (first, second, and third) and mood
(indicative and imperative), statement, command and sentences.

31 Both courses for the fourth year are discussed in this
section.
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Units 4-6 in[roduce adverb, verb, conjunction and interjection. In
units 7-9 [hey learn more about mood (subjunc[ive and
conditional), and prepositions.

New English Second
The basic topics learned in the first part of the course are
s[udied in more detail, and new topics are added.

After revision of the parts of speech, in units 1-3, pupils learn
how to divide nouns in various groups (abstract, collective, common
and proper) and how to recognize adjectives; this is followed by
the three degrees of adjectives (positive, comparative and
superlative).

Revision of mood, in units 4-6, is [he starting point for
explanation of voice (active and passive) and forms of a verb
(tenses).

Discussion about verbs leads to explanation of finite verbs,
followed by explanation of subject, predicate, object and
complemen[, non-finite verbs (including infini[ive, present
participle, past participle and gerund), and transitive and
intransitive verbs.

Pronouns, introduced in the first stage, are further explained :
personal pronouns used as subject or object of a verb, possessive
pronouns and relative pronouns.

In units 7-9 pupils study types of adverb (manner, place, time,
degree, reason), adverbs which form their comparison differently
from what they have learned in unit 3 of this book, and
prepositions.

The language section ends with a reconsideration of an earlier
definition of a sentence.

New English Tltird
After explanation of definite and indefinite articles (units 1-3),
pupils are introduced [o word forms, including discussion of vowels,
consonants, diphthongs and syllables.

The previous definitions of sentence, clause and phrase are
revised against what was learned aboui finite verbs in the second
stage of the course, which leads to explanation of the different
types of sentence (simple, complex, compound and
compound-complex).

In units 4-6 there is further discussion about phrases
(prepositional and participial; adjectival, adverbial and noun
phrases) and apposition, which is followed by the topic of
misrelated participles.
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After explanation of the terms prefix, root and suffix, pupils go
back to clause analysis: discussion about adjectival clauses leads to
explanation of antecedent and agreement.

After revision of adverbs and adverbial phrases (units 7-9),
pupils work through the topics of adverbial clauses, direct and
indirect speech, and noun clauses.

At the end of this part of the course (which is the end of the
third year) all grammatical topics are [horoughly revised.

New English Fourth
This last part of the course prepares pupils for examinations
(either CSE or "O" level). Grammatical topics, which are directly
related to the syllabuses, are revised with particular attention to
the concept of sentence, and rules of agreement.

Method of explanation
Grammar is explained in a traditional way: pupils are expected to
memorize definitions and rules (and corresponding terminology),
and they are tested throughout on their understanding of language
structure.

In the first stage of the course, an example sentence
introduces one grammatical topic at a time. Discussion of the
sentence leads to introduction of the corresponding grammatical
term and~or rule, which is~are defined in the form of statements.

Each new topic is followed by an exercise, and after three
units the section "consolidation" gives a summary of what was
explained, learned and tested. These summaries are of the form:

grammatical term - description - examples
e.g.

MOOD DESC RIPTION

subjunctive used to express a
wish or uncertainty,
hesitation or
possibility

condi[ional used to express
actions which are
conditional ([hat is,
depend) on something
else

EXAMPLES

May you come home
safely. If I were
old, I should sit in
the sun all day.

It would be
pleasant if all the
family were here. I
sltould go if I were
you.

(New E~iglislt Firs1, p. 148)
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The consolidation-tests are in the form of questions of the type:

Name the moods of the verb in this sentence: "Speak the truth
if he sltocrld ask you."
What is a sentence ?
Write two sentences, one containing the word "down" as a
preposition and the other as an adverb.

(New English First, p. 148)

From the second stage onwards, [he basic grammatical topics are
further explained and extended by always repeating first what was
learned before, e.g.:

we have learned that nouns form that part of speech which
includes the names of things,

which is then followed by, for example:

nouns can be divided into four different categories : abstract,
collective, common and proper.

In later stages, when pupils are more familiar with grammatical
terminology, the new topics are introduced as statements, followed
by an example and discussion, e.g.:

The antecedent is the name given to the noun or pronoun which
the adjectival clause qualifies or describes: "Here is the book
which you asked for". In this sentence the adjectival clause
"which you asked for" is qualifying or describing the noun
"book". "Book" is the antecedent. The relative pronoun and
adjectival clause normally follow immediately after the
antecedent as in the example above.

(New Englislt Third, p. 84)

Sometimes a definition is modified and extended as the course
proceeds, e.g.:

- a sentence begins with a capital letter and ends with a full
s[op (New English Firsl, p. 40);

- a sen[ence is a complete statement (New Englislt First, p. 40);
- a sentence is a group of words which can stand by itself and

make sense (New Eitglislt First, p. 143);
- a sentence consists of at least one subject and one predicate

(.New Et:glisl: Sccond, p. 76);
- a sentence is a group of words containing a finite verb (New

Englisl: Second, p. 111),
which leads to [he final definition
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- a sentence is a group of words that can stand by themselves

and make sense, containing a finite verb (New English Third, p.
143).

By the end of the third year all traditional grammatical topics are
covered.

In stage 4 there is no introduction of new topics. Grammatical
points of particular relevance for the examinations are revised and
tes[ed in the form of questions, e.g.:

- What is a finite verb ? Give an example.
- What is a compound sentence ? Give an example.
- What do we mean by "agreement" ?
- Give an example of a sentence containing a misrelated participle
(New English Fourth, p. 42 and p. 124).

The author does not express her views about the role of
grammar either in the introduction or elsewhere in the course. The
word "grammar" is avoided: grammatical topics, terminology and
explanations are first introduced in the section "Language"; the
terminology is then used in other sections where necessary.

The "Language" section explains, for example, "adverbs", or
"possessives", along with topics such as "idioms", "alliteration",
"figures of speech", "similes" or "question marks".

Although in [he organization of the course "Language" is kept
dis[inct from the sections "Reading and Understanding", "Writing",
"Vocabulary" and "Spelling", the sections are interrelated and
grammar has a key role. Punctuation is part of the language section
(as directly related to points of grammar) and not, as in most
English language books, part of the spelling section.

The order of main sections, and the integration of grammar in
explanation of vocabulary, spelling, punctuation etc. illustrate the
point that grammar (which includes encyclopaedic knowledge of
grammatical [erminology) has the key role in the course.

In the order of sections, "Language" comes before "Vocabulary"
and "Spelling", but grammar is not kept in its own cage, for
example:
- in New English First (p. 40) the language section explains
"sentences", "the full stop" and "nouns'; the vocabulary section (p.
42) explains "nouns" (grammatically), "tripods" and "portmanteau
words";
- in New Englisli Tliird (p. 84), the language section explains
"adjectival clauses", "the antecedent", "agreement", and "who~whom",
and the vocabulary section (p. 86) explains "idioms and sayings",
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"saboteur", "parts of speech" (grammatically), with "from your
reading";
- in New Englisl: First (p. 130), the vocabulary section explains
words ending in "-er~-or" and begins with a grammatical
explanation:

a suffix is an element added to the root or main part of a word
in order to indicate the part of speech it is or to modify the
meaning of the word. We have already come across some
suffixes

and the exercise is
write down as many words as you can ending in "-er" or "-or"
which indicate agents.

A NEW ENGLISH COURSE (alternative for New E~:glislt Fourth) 32

Organization of the course
A one volume "O" level course, divided into units.

Objective of the course
The course is for individual use or for class use, under supervision
of a tutor or teacher. In the introduction the author refers to
Arnold Wesker's play Roots, in which one of the characters
compares words with bridges, bridges between ourselves and other
people. The au[hor writes:

The purpose of this course is to help you to build bridges more
effectively, to communicate more effectively, to communicate
more meaningfully, and at a deeper level, with other people.

Focus of the course
As in New English, this course is focussed on development of the
skills which will be tested in the examination : writing, reading and

32 It was not quite clear from the questionnaires what some
teachers meant by "Jones, Englisl: Course IV'; part IV of New
English, or the alternative book for this stage, viz. A New E~iglish
Course. Both books are devised for examination practice, but there
are considerable differences. The alternative book for the fourth
year is therefore discussed below.
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understanding. Unlike New Englislt Jones mentions [he role of
grammar, but "with a shamefaced apology" 33 as indicated below.

Role of grammar
The author writes

Alongside this study of different types of writing, there will be
sec[ions concen[rating on grammar and accuracy. You must get
this question of accuracy into perspective. It is much more
important to say or write something interesting, even if you
sometimes make mistakes in spelling or punctuation, than to
write accurately but say nothing of interest ... Clearly, of
course, you should try to achieve both, and the grammatical
accuracy of your writing is not something to reject or despise.
On the contrary, it is something that needs [o be worked at and
perfected, bui this will come gradually with study.
Consequently, there will be sections in each unit which are
intended to help you towards this (p. 2).

No familiarity with grammatical concepts and terminology is
expected. There are no isolated grammar exercises or question lists
as in New English Fourth.

Method of explanation
In the "language section" of unit 5 we read

We don'[ want to go into grammatical technicalities in any
detail in this course as they are unnecessary for your study,
but we are going to introduce a few items here to help you
grasp the idea of a sentence.

The student is then introduced, in one column, to the concepts of
sentence, subject, predicate, finite verb and non-finite forms of
the verb. As in New English Fourtli, this book is focussed on
grammatical topics which are directly related to writing, reading
and unders[anding: sentence structure, word forms and agreement.

Grammar is treated marginally and explanations are limited: a
term is introduced, followed by a definition and an example. It is
apparently left to the tutor or teacher to provide further
explanations if necessary.

33 With reference to the epigraph to Chapter 2 in this study.



203

Conclusion

New English, a modern course, deals with grammar in every
chapter of all stages. Pupils are expected to memorize definitions
and rules, along with understanding of concepts behind the
terminology. Grammar is not divorced from other aspects of
learning English, and in [he exercises pupils are systematically
[es[ed on their abili[y to cope with new terminology and structures.
By the end of the third year all grammatical topics are covered.

The importance of grammar in this course is focussed on
improvement of the command of English. There is no reference to
i[s relevance for learning foreign languages.

In A New English Coi~rse, which is designed as an alternative
to the fourth part of the course, the role of grammar and
explanation of language structure and terminology are limited.

The next course in order of popularity is Mastery of English,
used by only 3.6 per cent of teachers of English. All other titles
listed in the inventory scored a percentage of less than 3.1 per
cent.

6.3.3 Frencó

LONGMAN AUDIO-VISUAL FRENCH (Version A: 59.9 per cent)
Authors : S. Moore, A.L. Antrobus and G.F. Pugh
Publisher: Longman Group Ltd
Firs[ published 1973; [hirteen[h impression 1982

Organization of the course
Longman Audio-Visual French covers the first five years of
secondary school French, followed by a two year "A" level course
(Au Couranl). The first two Stages are designed for pupils of all
abilities. From the third year onwards (13f) the course offers two
alternatives: the A version (Stages A3, A4, and AS) leading to GCE
"O" level, and the B version (Stages B3 and B4) which covers the
CSE syllabus.

As an introduction to the first stage of the course, Bienvenue is
designed for the top classes of primary schools, for middle schools
or for work with less able pupils who require extra practice.

Each stage of [he A version comprises Pupil's Books,
Workbooks, and Teacher's Books and offers a full range of
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optional audio-visual aids: Tape Recordings, Filmstrips, Flashcards,
Wall Plans and Revision Drills.

Since 1977 the course includes Grammar Summaries, Fiche de
Grammaire, to complement the stages B3~A3 (CSE and GCE "O"
Level) and stage A4.34

Objective of the course
The authors state in the introduction that the course aims to
enable pupils to understand and use the French language
effeciively and to introduce them to the people of France and
their way of life. It is designed to promote the building up of
accurate habits of listening and repeating as a foundation for good
pronunciation and intonation. The last three stages of the A
version take pupils to the standard required for "O" level.

Focus of the course
Development of the four skills: speaking, listening, reading and
writing, bu[ oral work remains the basis of the method
throughout. In stages A4 and AS there is increasing emphasis on
development of writing skills. The authors advise teachers that it
is vital to follow the general sequence of presentation and that
thorough drilling is esseniial.

Role of grammar
In the introduction it is suggested that pupils' familiarity with
grammatical "patterns" is more important than "unders[anding" the
grammatical structure of French. The authors write in Teacher's
Book stage A1 that their methods are basically

those widely used by many good teachers, who try to give their
pupils every opportunity to use the language, rather than
expecting them to memorise grammatical tables and to analyse
the language. The words and sentence patterns introduced, which
have been selected for their general usefulness and "teachability"
at the earliest stage of language learning, taking into account
the findings of Le Fra~i~ais Fondanteitta1,35 lend themselves to

3~ As an alternative to stages A1 and A2 of the original
course, D'Accord (three stages) was published in 1982-5.

35 See Appendix IV, Table I.
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development activities appropriate to the age and interest of the
pupils (p. 5).

In the Pupil's Books, stages A1-A4, each lesson unit contains a new
grammatical topic~pa[tern integrated in a short passage or
conversation. As isolated drill patterns, grammatical structures are
presented in the sections "Pratique", and each structure is called
"Modèle" (the word "grammar" is only used in the summaries at the
end of the books).

In the corresponding Teacher's Book, the Modèles and Pratiques
are listed for each lesson unit as teaching points under the heading
"Grammar", in the conventional grammatical terminology.

The emphasis is on correct use rather than on understanding of
patterns in conversation, in particular in the first stage. Decisions
about the amount of written practice is left to the teacher; the
Workbooks provide exercises for additional practice (for abler
pupils), remedial practice (for less able pupils), revision and
consolidation.

There are no special revision units in the Pupil's Books since
the authors feel that

revision and practice of weak points ~hould be a continuous
process and material previously introduced is constantly re-used
in combination with new items (Teacher's Book, Stage A1, p.
13).

Stages A1 and A2 give summaries of "Grammaire" and "Verbes";
stages A3 and A4 have summaries of verbs (conjugations) only and
stage AS has again a grammar and a verb summary for full revision
of main structures and conjugations.

Audio-Visual French Stage AI
Pupils are introduced to articles (definite, indefinite, partitive),
adjectives (agreement and position, regular and irregular forms),
pronouns and related word order.

The book concentrates largely on conjugation of verbs: regular,
irregular and reflexive verbs. At the end of this stage there is a
summary of grammar and verb tables.

Audio-Visual Freneh Stage A2
The ability to
this stage.

Familiarity
increased and
determinatives,

write accura[ely in

with structures

simple French is developed in

introduced in the first stage is
extended along the same pattern: articles and
adjectives, pronouns (personal pronouns used as
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subject, direct object, indirect object, reflexive and disjunctive;
relative pronouns), nouns and negative expressions, along with
aspects of word order.

The book concentrates on verb constructions, and conjugations
of verbs with stem changes and of common irregular verbs.

At the end of this stage there is a summary of grammar and

verb tables.

Audio-Visual Frencl: Stage A3
Some of the grammatical patterns introduced in the previous

stages are briefly revised in the text: comparative adjectives,

demonstrative pronouns and negative adverbs. A few new structures

are introduced, but this stage concentrates largely on use of

tenses and conjugations of verbs.
At the end of the book there is no grammar summary or

specific section which summarizes the drills.
For reference and revision a separate booklet, Fiche de

Grammaire A3~B3, covers 132 grammatical points, including use of
tenses. In the verb tables the three main regular conjugations,

verbs conjugated with être, reflexive verbs, "-er" verbs with stem

changes, and common irregular verbs are summarized.

Audio-Visual French Stage A4
A few new grammatical topics are introduced in [his stage: new

constructions with possessive pronouns, infinitive constructions,

verbs governing the infinitive, and avoidance of the passive. The

book concentrates particularly on practice of the usage of tenses

as well as on constructions which were introduced in the previous

stages. The verb tables are similar to the table section in stage

A3, and the list of irregular verbs is extended. The 161
grammatical topics in Fiche de Gramrnaire A4 include the topics
introduced in this stage.

Audio-Visual French Stage AS
This stage concentrates on examination practice. There is no

further introduction of new grammatical topics; the grammar

summary is the same as Fiche de Grammaire A4 (161 main topics

for reference and revision).
As in stages A3 and A4 the verb tables summarize the main

parts of the three main regular conjugations, verbs conjugated with

être, reflexive verbs, "-er" verbs with stem changes, and irregular

verbs.
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Method of explanation
There is no explanation in English of grammar and~or grammatical
terminology in this course, except in the reference sections
(grammar summaries) at the end of the stages, and in the
(optional) Fielie de Gramrnaire.

In all units of the Pupil's Books, grammatical structures are
presented as pattern drills for classroom or language laboratory
use. Most exercises are of the question and answer type, and
follow the order of visual cues.

Each unit of each stage contains up to three new pattern
drills: the first pattern of each drill is given as an example,
followed by the correct response. The Modèles are the key
sentence pat[erns, summarizing the new structures (list of
sentences) and emphasizing the pattern by means of colour.
Production of correct sentences should be achieved by constant
revision of drills.

In the grammar summaries the authors provide a brief
explanation of what has been absorbed as drills: the cues are
converted into language rules, and defini[ions in [he conventional
(English) grammatical terminology, with examples (the exercises
refer to the summaries).

Without the help of the teacher, these sections are totally
unintelligible to pupils who are not acquainted with some basic
grammatical terminolgy. For example: if an 11-year-old wants to
know when to use mon 1on son and ma ta sa he finds in the
GRAMMAIRE of the Pupil's Book, under "Articles": MON MA MES
etc., the corresponding visual cue followed by an explanation of the
form:

All possessive adjectives agree in number with the noun. MON
TON SON have feminine singular forms, MA TA SA. MON TON
SON are used before a feminine singular noun which begins
with a vowel sound or before an adjective which stands before
the noun and which begins with a vowel sound (stage A1, p.
134).

If he then wants to know when to use qui or qi~e he reads, under
"Interrogative Words":

QUI ? who? whom?
refers to persons and may be used as a subject or object, or
with a preposition.
QUE ? what?
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refers to things and is used as the direct object (p. 136).

When this pupil in his second year (12t) is puzzled about the
place of pronouns, the reference section of stage A2 tells him:

With all verb forms except the imperative affirmative, pronoun
objects are placed immediately before the verb in the following
order:

me
te le

lui
se la y en

leur
First and second person pronouns are placed before third person
pronouns. Third person direct object pronouns are placed before
third person indirect object pronouns.

By the end of this stage he is familiar with the basic verb
(conjugation) patterns, and he has learned how to handle the
various Modèles by means of substitution. For revision purposes,
conjugations are clearly set out again in the verb tables at the end
of the book; as regards the use of verbs in a sentence, however,
he is expected to cope with the information ([erminology not
explained anywhere) that, for example:

aimer takes the infinitive as direct object, without preposition
demander takes a direct object in French but not in English
acheter takes two objects
commender takes an indirect object and de t infinitive

Contrary to the previous siages, new grammatical points and
structures which are introduced in stage A3 are not summarized in
a separate grammar section. Unless Fiche de Grammaire is used and
explained, the comparative and superlative of adjectives, adverbs
and demonstrative pronouns can only be revised by going back to
the Modèles in [he units. The pupil will have similar problems with
new structures introduced in stage A4. The relevant sections will
be difficult to find and to understand for those not familiar with
the terminology as used in both the Table des Matières at the
beginning of the book, and Ficlte de Granunaire.

For examina[ion prac[ice Pupil's Book stage AS struc[ural drills
are focussed on "O" level examinations. The Modèles remain the
basis of understanding the structures from their visual
presentation, e.g.



209

je crois que

pense
je ne crois

pense
dis

je peux vous donner ce que
cherchez
cette robe vous va à merveille
que je puisse venir ce soir

tu doives acheter cette robe
nous ayons assez d'argent

vous

pas

(Pupil's Book stage 5, p. 44)

This stage gives a summary of the main [opics of French grammar,
about which the authors explain to the teacher:

It is intended that the cons[ructions should be practised in
conjunction wi[h the reading passages and other material, both
in the Pupil's Book and in readers, magazines, newspapers etc. It
is valuable for pupils to make up their own grammar references,
using the headings of the summary and gathering together
examples of constructions they meet. The key sentences given
should be used as the basis for the construction of Modèles by
pupils; this gives practice in generating important patterns, and
assists in understanding the underlying cons[ructions. The verb
tables should be used in conjunction with the notes on verb
usage in the Grammar Summary (Teacher's Book Stage A5, p.
10).

This summary is the same as Fiche de Grammaire A4.

Conclusion
Longman Audio-Visual Frenclt is devised for pupils of varied
abilities. The A Version of the course (discussed above) is for
pupils aiming at "O" level examina[ions.3ó

As an orally based course, it does not emphasize the role of
grammar in its presentation in the pupils' books. All basic patterns
and structures required in the "O" level syllabus are integrated in
development of the four skills.

36 A new alternative version of stages A1 and A2 of the
original course, D'Accord, shows in its presentation more emphasis
on the role of grammar than [he original Longman A version. Each
stage contains grammar summaries, isolated exercises alongside the
appropriate sections of the summary, and separate grammar practice
pages.
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Use of the mother tongue is avoided. As the course proceeds
there is more emphasis on understanding the structure of French:
not in the pupils' books, but in the teachers' books. At the
beginning of the course the authors state that they aim at pupils'
familiarity with the structure of French by means of constant
repeti[ion of pattern drills, rather than through learning of
grammatical tables and language analysis. At the end of the course,
the teacher reads that pupils are expected to be able to "generate"
patterns, and that they should "understand" the underlying
construction of the language.

The pupils' books provide a framework of patterns which
enables them to "handle" the French language through modification
and substitution of inemorized structural drills. The rules of the
language are only explained to some extent, in a conventional way,
in the grammar summaries and in the optional Fiches de
Grammaire. These summaries seem to presume a considerable
familiarity with [erminology.

The course is extremely demanding for the teachers if they
agree with the authors' views and expectations that pupils should
"understand" the underlying construction of patterns.

LE FRAN~AIS D'AUJOURD'HUI ("O" level course, 46.1 per cent)
Authors : P.J. Downes37 and E.A. Griffith
Publisher : Hodder and Stoughton Ltd
First published: 1966-9; various reprints (with revisions), latest
edition 1982-5

Organization of the course
Le Fran~ais d'Aujourd'hui comprises four parts and covers the CSE
and GCE "O" level syllabuses. The course consists of four stages:
Pupil's Books, three Teacher's Handbooks, Workbooks (Cahiers), and
optional Audio-Visual material, flashcards, group-work cards,
records and tapes, filmstrips, and worksheets.

37 P.J. Downes' involvement in a Language Awareness policy,
and his attempt to introduce Language Study as a separate
curriculum subject, were mentioned in 2.3.1.
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The fourth stage of the course has two alternative books, Part
4 CSE38 and Part 4"O" level.

Every double-page is a self-contained unit: on the left-hand
page a story or new material is presented, with the relevant
vocabulary printed at the bottom of the page. On the right-hand
page there is a visual presentation of a relevant grammatical
topic, with various ways to practise the topic. There are several
separate revision sections in each part of the course. Summaries
of verbs and grammar are provided at the end of the stages. The
first part of the course could take up to two years, depending on
the school type.

Objective of the course
The authors write in [he introduction that [he course is designed in
an attempt to provide a compromise between traditional and modern
me[hods: as a co-ordination of coursebook and audio-visual methods.

This compromise is based on the authors' view that, on the one
hand, the recognition of the value of the oral approach to
teaching is firmly established, but, on the other hand, that
experience of the exclusively audio-visual approach has left many
teachers in doubt as to its validity; moreover, that purely
"audio-visual French" is extremely demanding for the [eacher.

The authors state that their method is suitable for a wide
range of ability. The main intention is to prepare pupils for CSE
or GCE examinations

and it is for these pupils, rather than those who merely want a
smattering of conversational French, that the course has been
designed (Teacher's Handbook, Première Partie, p. 3).

It aims to give pupils the encouragement, incentive and vocabulary
to speak French fluently on a range of relevant topics, to teach
them to write confidently and accurately and to arouse interest in
all aspects of present-day France. By the end of the first part of
the course pupils should be able to speak, read and write about
everyday topics.

Focus of the course
Development of the four skills: speaking, listening, reading and
writing. The combination of audio-visual material and books makes

38 Part 4 CSE was revised in 1982 under the title Allons en
France.
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it possible for pupils to learn the sound of words first, and then to
progress to reading and writing. The teacher is recommended to
communicate in French as early as possible to encourage pupils to
accept as natural the fact that in the French classroom, French is
the means of communication. As the course proceeds there is
increasing emphasis on reading and writing. The authors state in
the Preface of the Quatrième Partie

The variety and complexity of the demands made by Examination
Boards on teachers and pupils are astonishing. To produce a
book covering every aspect of every single syllabus, pariicularly
when there are so many signs of change in examining at "O"
level, seems to have become almost impossible. We would claim
that with our book and supplementary booklet, tapes and
readers, we have come nearer complete coverage than any other
course available (p. 3).

Role of grammar
Grammar is an essential part of the course and includes all the
basic grammatical topics. Yet it is introduced in small amounts. The
authors explain in the Teacher's Handbook (Première Partie)

we have tried to reduce the grammatical load in four ways:
(a) by reducing the amount of grammar usually covered in a
first year course. The present tense is the only one taught.
(b) by omitting the lengthy explanations in English which often
make such depressing reading. The teacher is thus enabled to
give what explanation he thinks the class requires.
(c) by making each lesson carry only one major grammatical
point, with perhaps a new verb or some minor matter.
(d) by introducing grammar in natural word-patterns so that it
is assimilated almost imperceptibly before being consolidated on
the special page devoted to it (p. 2).

In addition to the Grammar Summaries there is an Index
Grammatical which refers to the units in which grammatical topics
are introduced.

Première Partie
Pupils are introduced to articles (definite, indefinite, parti[ive)
adjectives (agreement, position), pronouns (indirect objec[ and
direct object), demonstratives, adverbs, prepositions, numbers
(cardinal and ordinal), negatives, comparative and superlative, verbs
(-er, -re and -ir; reflexive verbs), some irregular verbs and
aspects of word order.
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Deuxième Partic
This books contains a summary of grammar introduced in [he first
part of the course, and the main topics are revised in the text.
The new material concentrates largely on verbs (conjuga[ions~
tenses) and different sen[ence structures, depending on the type of
verb. (A separate Workbook gives explanation in English of the
main grammatical points.)

Troisième Partie
The topics introduced in parts I and II are revised and a summary
is provided at the back of the book which contains all informatíon
up to this point. New topics include adjectives whose meaning
varies with their position. This stage concentrates, however, mainly
on verbs (conjugations~tenses) and structures with different types
of verbs.

Quatrième Partie
This book begins with a Grammar Summary of some 40 pages, based
on an analysis of structures set in recent "O" level papers. Every
grammatical point carries a number (total 81 points). These
numbers are used again in passages for translation into French (the
second section in the book) to enable pupils to study the relevant
grammatical topics in the Grammar Summary. The authors state in
the Preface that this part of the course can be used as an "O"
level revision book whatever course has been previously used.
Pupils receive a few "hints":

1) Don't be frightened of the word "grammar". It simply means
the way French works.
2) Get to know this summary really well. Be able to locate any
particular point you want without wasting any [ime.
3) Find out from your corrected work what are your weak
points and concentra[e on pu[[ing these righ[. Learn to spot the
links between what is in this summary and the sentences of the
passages in Section Two (translation in[o French).
4) Use the knowledge you gain from this summary in all the
writ[en work you do in French. When you are checking your
French, don't forget to watch for the points in this section
(P. 5).

Method of explanation
The authors hold the view that when teachers begin the lesson
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with audio-visual material and reading of text, the grammar will
be planted in [he pupil's minds.

The boxes on the right-hand pages of the Pupil's Book contain
sets of sentences which should clarify the particular grammatical
point (form or struc[ure) introduced in the lesson (all information
in boxes is grammatical information). Use of the mother tongue is
avoided.

Each grammatical topic is followed by various exercises of
different types (question~answer, gap filling, transformation,
substitution).

The exercises are meant to link oral and written work, and to
develop the ability to write new sentences following these models.

There is no explanation of grammar in the Pupil's Books
(except in the optional Workbooks to stage 2, specifically designed
in the most recent version of the course for the less able pupils).
The authors present grammatical material in the text and~or on
tape and the teacher is expected to ensure comprehension.

To facilitate the teacher's task the notes in the Teacher's
Handbooks indicate which grammatical points need particular
attention. Whether teachers are expected to include grammatical
terminology in their explanations is not discussed, although, in
particular in the last part of the course, pupils are expected to be
acquainted with basic (English) terminology.

The teacher's notes are of the following type:

GRAMMAR
Genitive du, de !a, de 1; des.
The idea of the possessive use of de has been included from the
very beginning of the book and should be firmly implanted in
the pupil's mind by now. It is best not to [each that detle
automatically - du because if pupils follow this blindly without
understanding it, they will go wrong later when they come to
expressions like il a besoin de !e faire (Teacher's Handbook,
Première Partie, p. 43).

Possessive adjectives
Establish the principle of mon, toit, so~s for all le and 1' words
and ma, ta, sa for all la words only. Be careful [hat pupils do
not draw a false analogy with beai~, bel, belle. When mentioning
the "double meaning" of son, sa, ses, refer back to the principle
of tying certain possessives to the spelling and gender of the
words which follow them (Teacher's Handbook, Prernière Partie,
p. 45).
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On the two topics mentioned above pupils find in their "grammar
boxes" a set of sentences:

OF, OF THE
Voici le sac de maman
la sacoche du facteur
le cadeau de la tante
le cadeau de 1'oncle
et les disques des amies (Première Partie, p. 33).

MY Maman dit: J'aime moit mari, ~na fille et mes deux
gar~ons

YOUR Va à ton école avec ta mère et tes amies
(ete.) (Prentière Partie, p. 35).

The examples are presented as being self explanatory and the
rules derived from the example sentences could be checked in the
grammar summary.

As a reference section this litdex Gramntatical is quite
confusing. If the pupil wants to find out, for example. when to use
du, de 1' or de la he finds it listed (in English) under "Of the".
When he then wants to find out when to use mon, ma, or mes, it
is listed under "Possessive Adjectives".

The course provides pupils with text and tapes for the initial
part of the learning process, in a way which aims at íncreasing
"familiarity" with grammar. Example sentences "show" how the
language "works", and this is practised by modífication and
substitution of the example sentences in the grammar boxes.

Which level of actual "understanding" pupils will achieve is left
to the teacher (with detailed suggestions). For example: when
pupils are introduced to the subjunctive the example sentences are
not translated, and there is no indication that the subjunctive is
rarely used in English. From the examples only it is impossible for
pupils to understand when and why the subjunctive should be used
in French: they only suggest that it has something to do with
"que".

Nous sommes contents que nos parents aillent à Chinon.
Ne joue pas avant que ton voisin ait joué (Troisièrne Partie, pp.
45 and 49).

With this information pupils should be able to handle the exercises.
The teacher, however, receives a full lecture on this topic.

Pupils should be made aware that the first sentence has a
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construction with "a verb of emotion" as the main verb (être
content de), followed by a subordinate clause, and the subjunctive
in the second sentence is introduced by a specific type of
conjunction (avant que, bien que, sans que, etc.). He reads:

We make no apology for introducing the subjunctive. If it were
possible to speak, write and read ordinary French, without
knowing about the subjunctive, we would not have dealt with it.
In this lesson we are not concerned so much with the formation
of the subjunctive as with making clear that the subjunctive is
a mood used only when we wish to express the "emotional"
effect of one verb upon another dependent on it. This second
verb will refer to other people who are being "influenced" in
some way. The subjunctive, then, is a way of "colouring" a
sentence, of involving other people with oneself, of joining
grammatically what is already connected in real life.

The authors attempt to convince teachers that teaching the
subjunctive provides a"tremendous scope for the teacher's acting
ability", and the note ends with

From now on, he (the teacher) should make no attempt to avoid
the subjunctive but use it as naturally and frequently as the
French do themselves. At first the pupils will only be
recognising it passively, but the teacher will be doing something
very valuable in the teaching-process at this stage, namely
breaking down that psychologica! block in the minds of pupils
who regard the subjunctive as an annoying, complicating and
useless irrelevance (Teacher's Handbook, Troisième Partie, p. 56
and 57).

To be able to cope with the fourth (examination) part of the
course, it is clear from the text that pupils are expected to have
built up a fairly comprehensive understanding of French grammar
with some basic knowledge of English grammatical terminology.

This time the authors provide grammatical explanations for
each of the 81 topics. Taking "present participles" as an example,
what the 11-year- old was expected to infer from a visual cue of
forms (Première Partie, p. 81), is confirmed in his "O" level book,
by the time he is 14 as

This participle is formed by adding -a~:t to tlte same s[em used
in [he imperfect tense i.e. the nous form of the present tense,
minus the -ons.
When you use the present participle, you must make certain that
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it refers to the person who is the subject of the rest of the
sentence (Quatrième Par~ie, p. 24).

The "O" level grammar section gives particular attention to the use
of verbs. After a brief explanation of the form quoted above, a
set of example sentences illustrates a particular point in the
familiar "grammar box". This is followed by two sets of exercises:
French sentences which have to be modified according to [he model
sentences, and English sentences to be translated according to the
model sentences. The explanations include the use of future tense
and future perfect, conditional, perfect, imperfect and pluperfect,
present and past participle, infinitive constructions and the use of
wha[ is called "vital verbs" (avoir, être, faire, devoir, pouvoir,
vouloir). The subjunctive is included as regards its form, but still
without explanation of its use.

Conclusion
Le Fran~ais d'Aujourd'hui covers in four parts the GCE "O" level
syllabus and is written to be used with pupils of all abilities. The
course combines traditional and audio-visual methods with equal
attention to spoken and written language. Use of the mother
tongue is avoided but understanding of the grammatical structure of
French is emphasized.

Pupils are expected [o "discover" the rules in many different
ways. Various types of exercise are provided to test pupils'
understanding of what they have inferred from the text, and wha[
they have learned from the teacher.

The exercises refer to a definition-type grammar section, which
requires familiari[y with (English) grammatical terminology.

Pupils may have difficulties using the grammatical indices and
summaries, since the reference method is, apart from being conven-
tional, also confusing.

The "O" level book (fourth part of the course) explains all main
grammatical topics for the first time in English.

The Teacher's Handbooks give, throughout the course, detailed
guidance for grammatical explanations to suit teachers' needs and
views. To make full use of what is in fact a grammar-focussed
course, additional explanations are required to complement the
material offered in the Pupil's Books.

The nex[ course in order of popularity is Eclair, used by 14.8
per cent of the teachers of French in my survey.

12.4 per cent of the survey teachers used the first two parts
of the newer French course Tricolore, published in 1980-1, as a
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replacement for courses they used before. In addition to these 12.4
per cent, another 8.3 per cent commented on the questionnaire that
they were hoping to be able to replace their present course by
ricolore39 in 1985.

All other titles listed in the inventory scored less than 9.3 per
cent.

6.3.4 German

DEUTSCHER SPRACHKURS (34.8 per cent)
Author : D. Shotter
Publisher: Heinemann Educational Books
First published: 1973; óth reprint 1978 ( revised edition 1983)

Organization of the course
Deutscher Sprachkurs comprises four stages. The first three parts,
Biberswald, Unterwegs and Angekommen cover the CSE and GCE
"O" level syllabuses; the fourth part, Panorama, covers the GCE "A"
level syllabus. Each stage contains a Pupil's Book, a Teacher's Book
and tapes. Overhead projector materials accompany the first three
parts of the course. All stages are divided into "Lektionen'; at the
end of each book is a Grammar Summary with Index, and Verb
Tables.

Objective of the course
The author writes in the introduction that the course aims

to build up gradually the basic structures of German within an
every day vocabulary to enable the learner to handle the
language in both speech and writing,

and the course "assumes the form of a graded linguistic project"
(Teachers' Book, Biberswald, p. 1).

Shotter explains his reservations about the limitations of such a
project in the school situation. The course is said (therefore ?) not
to be specifically designed for examination purposes, yet it

39 The percentages include teachers using Longman Audio-
Visual Freitch and Le Fra~t~ais D'Aujourd'l:ui). For comparison of
courses, see Chapter 7(7.2), book number B51.
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concentrates on specific aspects of the CSE and "O" level
examinations (Teachers' Book, Unlerwegs, p. 1).

Focus of the course
The course is devised for p,~pils of all abilities. The author defines
his approach as "active-oral", emphasizes the value of oral practice,
but argues that, particularly in a school situation, speech patterns
are likely to fade away. Shotter adopts a procedure in the order:
listening, understanding, speaking, reading and writing.

As the course proceeds there is increasing emphasis on
development of writing abilities. In the 1983 edition Shotter
stresses the point that, throughout the course, great emphasis is
put on a systematic and thorough acquisition of vocabulary and
structures which should be exploited and practised both orally and
in writing.

Role of grammar
The author's views are apparent from the following quotation:

Traditionally the modern language teacher has until recent years
been able to rely on English departments in schools to give his
pupils a grounding in [he basic concepts of grammar. This is
often no longer the case and formal grammar has become
outmoded...
The concepts of nouns (singular and plural forms together with
their articles and an acute awareness of gender), pronouns,
adjectives and verbs (number, person and tense) are basic. Their
functions, I believe, can be demonstrated effectively to a class
through the nonsense sentence familiar to the student of
linguistics and the transformational aspect of language can be
shown through the simple question:

The wondiginent gonglies fiddadled strompily through the
hengthy diddles.

Pupils of all abilities can usually answer questions of the
following type:

Who fiddadled through ihe diddles? Was there just one
gongly? How do you know there was more than one? What
sort of gonglies were they? How did they fiddadle? Where
did they fiddadle? What were the diddles like?

Once pupils have been made aware of the importance of endings
etc. in their own language, they are more likely to see the
sense of and make progress in a foreign one. Some teachers like
to relate the language they teach to formal grammatical
concepts and for them a detailed grammar section has been
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appended to the pupil's book (Teachers' Book, Biberswald, p. 4).

It is apparent from the contents and explanations in both pupils'
and teachers' books that the author also likes to relate language
teaching to formal grammar teaching. In the Teachers' Books
Shotter argues for the need to grasp grammatical concepts and is
manifestly concerned over how this is to be achieved in an active
oral approach where new structures are presented through the
medium of the target language.

BIBERSWALD
The first part of the course begins with eight Grundstufe: the use
of ein~eine~ei~i, colours, numbers, the concept of plural, auf~in and
kein~keine~kein. After this firsi introduction to written German
witó elementary exercises, most basic grammatical structures are
introduced in 57 Lektionen. This part of ihe course covers most of
the work for CSE : articles (definite and indefinite), gender, plural
forma[ion of nouns, adjectives (possessive, demonstrative,
interrogative), pronouns (personal, interrogative, relative), adjectival
endings (three groups), comparison of adjectives, prepositions,
verbs (strong, weak, mixed}, tenses (present, future, imperfect and
perfect), and conjunctions.

UNTERWEGS
This part of the course introduces grammatical topics which are
included in most "O" level syllabuses. In 26 Lektionen it
concentrates on the use of the conditional, future perfect, and
conditional perfect, as well as on the use of passive and the
subjunctive in indirect speech.

ANGEKOMMEN
This part of the course emphasizes correct use of familiar
grammatical structures in translations, listening comprehensions,
essays, letter writing etc. Virtually all topics are focussed on
examination practice. No new grammatical topics or structures are
discussed. The book has revision exercises on 19 grammatical
points.

Each part of the course has a grammar summary.

Method of explanation
Grammatical explanations are conventional, with ample use of
grammatical terminology, but with audio-visual bias in presentation
of material.
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Much of the work in this course takes the form of question
and answer exercises. The author holds the view that this type of
exercise is most important to be able "to probe and extract
informa[ion from the pupil", but unlike mosi methods using [his
type of practising, Shotter gives it a distinct grammatical
dimension, which is apparent from the following example; in the
Teachers' Book (Biberswald pp. 6-8) a basic question pattern is
suggested of the form:

PEOPLE PEOPLE

or ACTIO`S or TI~fE MA."ER PLACE CAUSE

THI~GS THI`GS

With this pattern a question could be formed to test specific
linguistic points (one or two in each question), e.g.

WER? WE`? WO? WOZL;?

or WAS 11ACHT? or WA"? WIE? or or

WAS? or WAS? WOHIN? WARL'M?

appropriate

tense

Shotter exemplifies this point with the following sentence:
Frau Fiedler fuhr letzten Samsiag mit dem Wagen nach
Garmisch, um ihren Bruder zu besuchen (weil sie ihren Bruder
besuchen wollte)

and suggests a question pattern which emerges corresponding to
the scheme:

Wer fuhr nach Garmisch? - Frau Fiedler (Nominative).
Was machte Frau Fiedler letzten Sams[ag? - Sie fuhr nach
Garmisch (Verb in Imperfect).
Wen besuchte Frau Fiedler? - Ihren Bruder (Accusative).
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Wann fuhr Frau Fiedler nach Garmisch? - Mit dem Wagen (mit f
Dative).
Wozu fuhr sie nach Garmisch? - Um ihren Bruder zu besuchen
(Um...zu...f Infini[ive).
Warum fuhr sie nach Garmisch? - Weil sie ihren Bruder besuchen
wollte (Weil t modal verb~word order).

To test pupils' understanding more fully than does "lifting" answers

from the text as in the examples above, Shotter suggests further

questions of the type:

Wer wohnte in Garmisch? - Frau Fiedlers Bruder (change of
form and case).
Was wollte Frau Fiedler in Garmisch machen?- Sie wollte ihren

Bruder besuchen (change of structure).
Welchen Bruder besuchte sie? Sie besuchte den Bruder, der in
Garmish wohnt (relative clause forced in the nominative).
Welcher Bruder wohnt in Garmisch? Der Bruder, den sie letzten
Samstag besuchte (relative clause forced in accusative).

In addition to the question and answer type of exercise pupils
are tested in other ways in practising written forms, such as in the
sections Ergiinze !(completion of sentences or forms).

Whereas the first edition of the course (eight reprints between

1973 and 1981) did not emphasize grammar (in lay-out) in the

pupils' books, the second (1983) version shows, in each lesson, the
grammar points in boxes under the headíng Merke !~o

The principle, however, has remained the same: understanding
the grammatical structure of German is developed as a"natural"

consequence of learning a foreign language, and in its presentation
and explanation, grammar is carefully integrated into the process of

development of the four skills.
Yet the method of developing understanding of the structure of

German, using extensive grammatical terminology in the

explanations, complicates the task of the teacher when the course
is used with pupils who are, as the author anticipates, not familiar
with these matters.

ao The presentation of adjectival endings, future tense and
modal verbs in the imperfect tense is improved, and more
grammatical explanations have been added to the text. The number
of English equivalents of example sentences has also been
increased.
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The material introduced in each Lektioit is discussed in detail
in the corresponding Teachers' Books, together with points of
advice about explanation of structure, often with reference to the
s[ructure of English and to the need for further translations [o
create awareness of the subtle changes of ineaning often effected
by conjuga[ion and declension and which are difficult to grasp
solely through the medium of the foreign language itself.

The author argues that spoken words are ephemeral, likely to
be misheard and intangible and that the importance of practice in
written language should not be underestimated.

The pupils' books contain grammatical explanations with further
reference to the grammar summaries. For example, personal
pronouns are introduced and clarified with further example
sentences; the pupil finds:

Meine Familie besteht aus funf Personen (My family consists of
five people).
Sie besteht aus meinem Vater, meiner Mutter, meinem Bruder,
meiner Schwester und mir . . .

followed by an instruction, plain and simple (and very traditional)

Aufgabe
Learn the table of personal pronouns on page 161 (Grammar
Summary, Biberswald, p. 70).

In the grammar summaries the basic concepts are clearly set out,
again with example sentences emphasizing the relevant topics in
bold print. In presentation they are models of clarity. However, in
the first confrontation with the summary (which is as early as the
second lesson) the phrasing may cause a shock in the classroom.
Unlike most grammar summaries it begins with the use of the case
rather than with the form:

The Nominative case is used:
1. For the subject of a clause or sentence:

Der Koch und die Kuclteithilfe arbeiten in der Kuche
Das Mddclten iBt ein Eis

2. For the complement of a clause or sentence (e.g. after sein,
werden, heif~en):
Der Koclt ist der jtu:ge Man~t
Der Nachtportier ist der alte Mar:n
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The Accusative case is used:
1. For the direct object of a clause or sentence (followed by

an example)
2. After prepositions which take the accusative (followed by

an example (Biberswald, p. 159).

Although the course itself does not begin with explanation of the
use of cases (articles, pronouns, possessive adjectives and the
present tense of hei~en and sein are introduced first), in the fourth
lesson pupils are expected to cope with explanations such as

a) The verb "to be" (sein) must always be followed by the
nominative case when a noun or pronoun is involved. This noun
or pronoun is called the complement;
b) Most verbs are followed by a direct object. Three such
verbs are haben (to have), tragen (to wear), and sehen (to see).
The direct object in German is in the accusative case;
c) If you start a sentence in German with something other

than the subject, you must invert the verb (Biberswald, p.
170).

In case the pupil is in doubt about understanding word order, the
summary gives the following solution:

a) Past participles and infinitives are normally at the end of a
clause or sentence;
b) The verb is normally the second idea in the sentence;
c) The verb is, however, sent to the end of a clause after
subordinating conjunc[ions;
d) There is no change of word order after co-ordinating
conjunctions (etc.) (Biberswald, p. 170).

Provided the terminology is understood, the examples illustrating
the definitions and rules are perfectly clear. Without such
knowledge, development of understanding of the structure of the
mother tongue and the structure of German at the same time may
cause problems.

The same comment applies to the second part of the course,
Unterwegs. The approach in this book, mainly to develop
understanding of the use of tenses, is the same as in Biberswald.
The [hird part, Angekontmen, provides material for consolidation of
grammar wi[h reference to the summary.
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Conclusion
Deutscher Sprachkurs claims to be designed against the background
of problems in language teaching and learning in the average
school situation. Although not specifically intended as an
examinarion course, Biberswald covers the CSE syllabus, Unterwegs
covers the "O" level syllabus, and Angekommen is mainly an "O"
level revision book.

The course is oral based, in combination, however, with a
traditional grammatical approach.

The role of grammar is particularly importani in this course, in
both spoken and written language. Although the author implies in
his explanation of the course that pupils' understanding of mother-
tongue grammar is not expected, (English) gramma[ical terminology
is used extensively throughout, which complicates the task of the
teacher if pupils lack such knowledge.

The Teacher's Handbooks give detailed suggestions for
explanation of grammatical concepts, with reference to the
siructure of English.

Shotter provides a method which is intended to show recognition
of the problems and tasks of both teachers and pupils. In practice,
however, much is expected from the teacher to ensure the success
of the actual aim of the course, viz. pupils' understanding of what
has been taught, with emphasis on active knowledge of grammatical
stuctures and patterns.

MACH MIT (30.6 per cent)
Authors : D.C. Baber, G. Everson and Paul Coggle
Publisher : Thomas Nelson and Son Ltd
First published: 1968-71; reprint 1978

Organization of the course
Mach Mit is a three-volume course taking pupils to GCE "O" level
standard. There are no Teacher's Books or additional teaching
material. Each part of the course is divided into chapters which
carry as titles different conversational topics. The grammar
reference sections at the end of all stages of the course include
verb tables.

Objective of the course
The authors state that they aim to "facilitate a predominantly oral
approach to learning the language" by presenting a method which
"avoids confusing the pupil". They stress the poínt that
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the German language, like English, is a medium for expressing
significant ideas, and not simply a conglomeration of random
statements whose only raison d'être is to practise linguistic
structures (Book 1, p. ix).

There is no reference to the suitabili[y of the course as regards
ability level. From the introduction it could be inferred that the
course assumes parity of ability.

Focus of the course
Most chapters begin with a passage in the form of dialogues, yet
with provisions for development of writing skills (diciation, guided
and free composition). Book 3 concentrates on "O" level practice
and the authors maintain that the emphasis is still on oral work
with constant revision of vocabulary.

The role of grammar
Within this approach, with considerable attention to oral work,
grammar and understanding of grammatical s[ructures have in fact a
predominant role in this rather progressive course. It works
methodically through all topics and introduces grammar at a fast
tempo. This as a result of the fact that the duration of German
courses in secondary schools is generally shorter than French
courses. Grammatical topics, introduced and practised by chapter,
are explained in a separate section at the end of each book under
the heading "Grammar illustrated in individual lessons". The
"Grammar Reference" section at the end of each stage summarizes
grammatical rules, forms and structures. Books 1 and 2 have four
sections for revision.

Book 1
The first part of [he course explains articles, nouns and pronouns,
taking gender as a starting point. This is followed by an
introduction to cases, plural formation, numbers, the use of
prepositions, and adjectives (possessive) in the nominative.
Explanation of verbs concentrates on the present tense (strong,
weak, mixed; modal verbs); word order and simple sentence
structures are practised.

Book 2
The second part of the course explains main and subordinate
clauses, comparison of adverbs and adverbial expressions and
structures with relative pronouns. It concentrates largely on the
use of the perfect and imperfect tenses and time clauses.
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Book 3
Whereas in most courses the last part concentrates on revision of
grammar, this "O" level book introduces a considerable number of
new topics. It begins with future tense, which is soon followed by
more difficult structures, for example, the definite articles used as
a demonstrative pronoun, apposition, subordina[ing conjunctions,
direc[ and indirect speech, passive, subjunctive (present, imperfect,
perfect and pluperfect) and conditional tenses (and modals t
conditional).

Method of explanation
The first book is mainly based on pattern practice, without
explanations in English, since the authors hold the view that
constant intrusion of English should be avoided where automatic
response is desired. The exercises are of the question and answer
type. The authors explain that

questions in the text are often extended into the pupil's own
life in order to practise verb-forms other than the 3rd person,
but especially to further the pupil's feeling of involvement in
the action (Book 1, p. ix).

There are, however, also many exercises of the substitution type to
practise grammatical points, for example

Read the following passage and then answer the questions. Use
pronouns instead of nouns in your answers (Book 1, p. 53).
Answer the following questions using a possessive adjective in
each answer (Book 1, p. 7U)

as well as exercises of the type:

Look at [he example and join [he following pairs of sentences in
similar fashion

Diese Kinder Itaben Biiclier. Sie sind i~tteressant.
Die Biicher dieser Ki~ider sind interessai:t

Diese H~user haben G~rten. Sie sind aber sch6n.
Die Freunde haben Autos. Sie stehen vor den H~usern (Book 1,
p. 53).

Each chapter contains similar material to consolidate what has been
learned in the previous lesson. The same applies to the revision
sections.
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Before starting with the exercises pupils are referred to the
relevant pages in the section "Grammar illustrated in individual
lessons". Here pupils are provided (the information being organized
by chapter) with explanations, often formal, in English and with
corresponding terminoloy.

Pupils are not expected to have preliminary knowledge of
mother-tongue grammar. In the beginning of the course
"explanations" are often restricted to "pointing" at what should be
recognized in order to use the German language correctly, rather
than to provide them with a preliminary lesson in mother-tongue
grammar; for example, in the lesson "the order of objects" they
find

Some verbs take a direct and an indirect object. In the sentence
"the boy gives the teacher a football", "a football" is the direct
object, and "the teacher" is the indirect object. The direct
object in German is put in the accusative, and the indirect
object in the dative:

Der Junge gibt dem Lehrer einen Fu[iball
The order of objects is generally as follows: if there is an
accusative personal pronoun, it comes first; if there is not, the
dative comes first, whether it is a noun or a pronoun:

Der Junge gibt ihn dem Lehrer
Der Junge gibt ihn ihm
Der Junge gibt ihm einen Ful3ball
Sag ihm nichts'. (Book 1, page 143)

As the course proceeds, explanations related to the structure of the
mother tongue are more comprehensive. When, for example, main
and subordinate clauses are introduced (in Book 2, Chapter 2) these
structures are, as in the previous stage, first presented in a
passage, then lifted from the text as example sentences with their
Englísh equivalents. At this point, the pupil, not yet informed about
the corresponding terminology, is referred again to "Grammar
illustrated in individual lessons" and he finds

Main and subordinate clauses
Ich komme sp~t nach Hause. Der Bus f~hrt langsam.

These sentences are "main clauses" because each contains a
conjugated verb and each is a complete statement. The verb in a
German main clause is the second idea.

Ich komme sp~t nach Hause, weil der Bus langsam fáhrt.
The first clause in this example has the same form as before
and is s[ill a main clause.
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The second clause, introduced by weil, is now a"subordinate
clause", because, although it has a conjugated verb, it is no
longer a complete statement but has to be linked to the main
clause. The conjugated verb in a German subordinate clause goes
to the end, and the ~lause is separated from the rest of the
sentence by a comma.

This is followed by exercises for combining sentences, for example

Join the following sentences with weil, as in:
Herr Grune iBt heute nicht viel
Er mag Kartoffelsalat nicht
Er muB gleich wieder aus dem Haus gehen

Herr Grune iBt heute nicht viel, weil er Kartoffelsalat nicht
m ag.
Herr Grune iBt heute nicht viel, weil er aus dem Haus gehen
muó

The next exercises concentrate on linking the main clause with two
subordinate clauses, and on word order in combined sentences (Book
2, p. 27).

In the third stage of the course the method remains the same.
In the first ten chapters passages for translation into German, and
grammatical structures are practised and revised in the same way
as in Books 1 and 2. Teachers wishing to avoid translation into
German find a variety of drills combined with oral exercises. The
main difference is that instructions are in German; e.g. the pupil
reads:

Stellen Sie sich vor, folgendes wurde Ihnen von einem Bekannten
erz~hlt...

and a set of sentences describes a"Herr Schreiber", in order to
practise:

Erz~hlen Sie jetzt einem anderen Bekannten, was Ihnen erz~hlt
wurde. Fangen Sie jeden neuen Satz mit den Worten: "Mir wurde
gesagt, daB..." an. Benutzen Sie die Pr~sensform des Konjunktivs,
z.B. "Mir wurde gesagt, daB Herr Schreiber in Hamburg wohne
usw. (Book 3, p. 149)

Since pupils are not supposed to be familiar with grammatical
terminology in German, the question is annotated for the words
"Pr~sensform" and "Konjunktivs".
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Conclusion
Mach Mit is a complete "O" level course for pupils of average
ability. The approach is more academic and grammar-focussed than
the author suggests in the Prefaces of the three stages of the
course.

All basic grammatical topics and most sentences structures are
covered and well explained, with ample exercises for oral and
written work. The approach is oral-based, without, however,
providing teachers with supplementary material for oral practice.

The course is not demanding for the teacher, providing it is
used with pupils of approximate parity of ability. Preliminary
understanding of mother-tongue grammar is not required.
Grammatical structures and terminology are explained with
reference to the mother tongue, and with example sentences in
German, often with English equivalents. Pupils' understanding of
grammar rather than substitution of inemorized patterns is the
objective of the course in both speech and writing.

The next course in order of popularity is Vorwrirts used by 27.7
per cent of the teachers of German in this survey. All other titles
listed in the inventory scored less than 4.3 per cent.

6.3.5 Spanish

ADELANTE (53.4 per cent)
(Adelante) Calatrava. Rapid Introductory Course to:

Adelante Schools Council Continuation Spanish Course (Stages
3 and 4)

Authors: Staff of the Spanish Section Nuffield Foreign
Languages Teaching Materials Project (Calatrava)~
Staff of the Spanish Section, Schools Council
Modern Languages Project (Adelante, Stages 3 and
4)

Publishers: Macmilllan Education Ltd for the Nuffield
Foundation~E.J. Arnold 8r Son Ltd for the Schools
Council

First Published: 1974 (Nuffield Foundation); 1970-2; reprint 1973-4
(Schools Council)
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Organization of the course
Adelante is the Nuffield Foundation~Schools Council Course in
Spanish. It offers a fiv~-year and a three-year course, both
leading to CSE and GCE "O" level.

As a five-year course, Adelante Stages 1, 2A and 2B cover the
first three years.al

As Adelante's three-year course, Calatrava offers an
introduction for 13f beginners, which (as a rapid alterna[ive to
Adelante Stages 1, 2A and 2B) is designed be continued by
Adelante Stages 3 and 4.

Calatrava consists of three Pupil's Books, Teacher's Book,
tapes, filmstrips, flashcards, wallchart and calendar.

Adelante Stage 3 comprises 10 magazines for pupils, Pegaso,
tapes, filmstrips, readers and a grammar reference book.

Adelante Stage 4 consists of a Pupil's Book, Zarzuela, Teacher's
Book, tapes and filmstrips.

Objective of tbe course
The course is intended for pupils who beg~n the study of Spanish
at the age of llt. It was designed after the publication of the
Newsom Report (1968), which recommended that all pupils,
whatever their ability, should have the chance to learn a foreign
language. Spanish, rather than French, was considered to be more
attractive for pupils of all abilities but this proposal was,
according to the authors, "hampered by shortage of teachers and
lack of suitable teaching materials". The course has been planned

with the needs of the pupil of average or less than average
ability clearly in mind...Every effort has also been made to help
teachers who are themselves not Spanish specialists. (Adelante,
Teacher's Book, Stage 1, p. 6).

Calarrava was designed later, for schools offering Spanish from
the age of 13f. This one-year (rapid) introductory course has also
been designed for use with pupils of all abilities. The authors
suggest that with the less able pupils, teachers could continue with
Calatrava for another term in the beginning of the second year,
whilst the more able pupils could begin with Adelante Stage 3.

al These parts of the course are not discussed here.
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The authors state that the three main aims of the course are
"to teach the pupils to understand, speak and read Spanish, rather
than to teach them about Spanish", "to provide a simple
introduction to Spanish life" and "to contribute to the pupils'
general educational experience".

The overall linguistic objective is to secure fluent and active
control of a limited number of basic sentence patterns and of a
relatively small vocabulary (Adelante, Teacher's Book Stage 1, p.
8).

Focus of the course
The course is focussed on oral performance, with emphasis on
pronunciation practice and listening comprehension. Understanding
the grammatical structure of Spanish is included in the
development of pupils' oral skills. As the course proceeds there
are more exercises for practice of written work.

Role of grammar
Grammar is included, in each basic lesson pattern throughout the
course, under the heading Práctica. Within the main objective of
development of oral performance, grammatical accuracy is
important, yet not emphasized. In the Teacher's Books, the authors
men[ion the importance of grammar explicitly as an integral part
of each lesson (Calatrava and Adelante Stages 3 and 4). The
Teacher's Books contain detailed lists of grammatical structures,
specified in columns for each lesson unit under the headings "active
structures", "passive structures", and "revision".

In the Pupil's Books there is no emphasis on grammar in the
presentation of material. Pupils find grammar drills between a
larger amount of illustration and text of the magazine~pamphlet
[ype, withou[ any translation or explanation in English.

Libro Primero
The first book consists of five units, introducing pupils (in the
first term) to [he use of articles (definite and indefinite), nouns,
possessive adjectives (including agreement), and some interrogatives,
some forms of the present tense of the three groups of regular
(-ar, -er, -ir) and irregular verbs.

Libro Segu~Tdo
In ihe second term, the passages in the five units include further
use of pronouns, demonstratives, all persons of the present tense of
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regular verbs, some forms of reflexive verbs, and present
continuous, infinitive and future tense.

Libro Tercero
In the last term of the first year, the passage introduces the use
of the pre[erite tense, imperative (polite form), pronouns and
comparison of adjectives.

Adelante, Stage 3 (Pegaso)
In the ten issues of the magazine Pegaso, each magazine
introduces the use of a few new structures. The emphasis is
mainly on the use of verbs, in particular on the preterite and
imperfect continuous.

A grammar book, Gramática Espanola, is designed to be used
with this stage.

Adelante, Stage 4 (Zarzuela)
The last stage of the course concentrates on material for CSE and
"O" level examinations and is focussed on consolidation of
grammatical stuctures. The emphasis is on the use of the
subjunctive (newly introduced in this stage) and on the use of all
tenses.

Method of explanation
In the Pupil's Books (in all parts of the course) use of the mother
tongue is avoided. There is no explanation of grammatical points;
the typical grammar exercises are of the substitution type, with
practice of from one to three points at a time, for example

ejemplo ~Te levantas temprano?
Si, me Jevanto temprano

continuad 1 ~Te lavas bien?
2 ~Te vistes deprisa?
3 ~Te peinas bien? (Calatrava, Libro Segundo,
p. 23).

Development of understanding the grammatical forms~structures
of Spanish and familiarity with terminology is left to the teachers;
the Pupil's Books do no[ contain any explicit information about how
the language works; it has to be inferred from the passages and
illustrations.

The Teacher's Book to Calatrava gives detailed suggesiions of
which grammatical points should be emphasized in each lesson, but
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not how they should be explained. In the "Notes to Methodology"
the teacher reads

the grammatical structures introduced into the course and the
manner of their introduction and revision is found on page 122

(P. 9).

This "manner" of introduction appears to refer to "to what extent",
or "to how much" of a particular topic is introduced. For example,
in lesson 8, the "teaching point" (grammatical point) is:

Gustar with pronouns; me, te, le f noun or infinitive or verb.

The "manner" is the passage in the Pupil's Book with visual
presentation of ineaning rather than of explanation of
structure~form, and what should be "understood" (about nouns and
verbs in this example) depends, clearly, on the teacher's views.

Regarding the exercises to reinforce the Teaching Points, the
authors emphasize that pupils should be encouraged

to think that Spanish is a means of expression which can
contain their experience and is not limited to describing things,
e.g. La casa es grande pero el coche es pequeno or other
linguistic non-events (p. 6).

These "linguistic non-events" become increasingly important as the
course proceeds. In Stages 3 and 4 the suggestions in the
Teacher's Books become more specific. For example, when the pupil
is introduced to Argentina, Uruguay and Paraguay (lesson 6 of
Stage 4), which leads to exercises practising the use of the
negative imperative (familiar and polite; singular and plural), the
teacher reads:

Explain the similarity between the Affirmative and Negative
forms of the Polite Imperative and the dissimilarity between
these forms of the Familiar Imperative, building up the different
forms on the blackboard. Explain also the position of Object
Pronouns and Reflexive Pronouns with this form of the
Imperative. Pupils can be referred to pages 67-69 of Gramática
Espanola for futher explanation.

The Gramática Espanola (separate booklet) is introduced in the third
stage of the course. Pupils read in the introduction:

If you ever overhear a conversation between two boys whose
hobby is fishing, you will hear them using technical terms such
as "ledgering", "spinning" and "swing-tip". Similarly, [wo girls
talking about dressmaking refer to "darts", "selvage" and
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"smocking". A language such as English or Spanish also has its
share of technical terms which help to explain [he rules, or
patterns, which govern the language when it is spoken or
written. These terms can collectively be called "grammar". If you
understand them you are more likely to grasp the exact
meaning of a piece of Spanish and to speak and write Spanish
more correctly, and therefore a Spaniard will be more likely to
understand you. You may be familiar with some of the terms;
some will almost certainly be new to you (p. 5).

This booklet offers mother-tongue grammar in a nutshell from the
very beginning. After having practised basic forms and some
structures without explanations for at least a year, ihe
corresponding terminology of inemorized patterns is introduced in
English, explained in English and compared with English. The
grammar book begins with nouns as the first "useful technical
term", and the definitions take the following form:

A"noun" is usually the name of a[hing, a person or a place.
"Cat", "waiter" and "village" are all nouns in English, just as
gato, camarero and pueblo are in Spanish. The names of things
you cannot see but which you feel ar experience are also
nouns. "Happiness", "fear" and "heat" are all nouns in English,
just as alegria, miedo and calor are in Spanish.

The paragraph refers to further explanation of gender and
formation of plurals elsewhere in the book.

After the terminology section, the next sections explain the
rules of the language, making use of the terminology defined in
the previous section. The explanations are of the type:

"Who, whom, which, whose" are all relative pronouns. The word
most commonly used in Spanish to express these pronouns is
que. Que is used to express "who", "which" or "whom", whether
the noun referred to is the subject or the object of the verb.

A few sentences exemplify this point as follows:

El senor que habla es mi jefe
("Senor" is the subject of "habla")
The gentleman who is speaking is my boss (p. 21).

Explanations of the subjunctive are limited; they are focussed on
recognition of forms rather than on use. The use of the booklet is
optional and its text is not specifically related to Adelante; for
further practice and revision there is no reference to reading
passages and~or exercises in which the grammatical topics are
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introduced. Gramática Espaïtola can be used with any other

course.42

Conclusion
Adelante (Calatrava f Adelante Stages 3 and 4) is a three-year
course for pupils of lower to average ability and covers the CSE
and "O" level syllabuses. The emphasis is on the development of
aural~oral skills and use of the mother tongue is avoided

throughout the course. Grammar is not emphasized in the classroom
material.43

The (optional) grammar book, however, provides pupils with
explanations and terminology of basis grammatical concepts, and
reference to the mother tongue has been made throughout.

Unless this booklet is used, pupil's involvement in grammar is
restricted to practice and revision of pattern drills.

The authors' actual views about the importance of grammar,
hidden in the Pupil's Books behind an overwhelming amount of
illustrations, are apparent from the "teaching points" in the
Teacher' Books; in the later stages in particular.

The course provides ample material for reading, conversational
and written practice. Adelante is a rather demanding course for
teachers if they hold the view that pattern drills and substitution
practice are not sufficient to grasp the language up to
examination level.

ESO ES (46.7 per cent)
Authors: J. Masoliver, U. Hakanson, H.L. Beeck
English adaptation: M.C.N. Roberts (part 1) and S. Rouve (part 2)
Publishers: Longman Group Ltd
First published in Sweden, 1973
First published in Great Britain, 1975; thirteenth impression 1986

42 Seven reprints of the Gramática Espanola against five
reprints of Zarzuela between 1971 and 1981 suggest that this is the
case.

43 The 1983 edition of the Calatrava course contains an
"Activity Book", which includes grammar exercises with instructions
in English, and "Vocabulary~Grammar Book".
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Organization of the course
A two-year Spanish course for secondary schools and for day or
evening classes in Colleges of Further Education leading to "O"
level.

The course comprises two Students' Books, two Workbooks, two
sets of two tapes and a Teaching Guide for the first stage. The
Student's Books are divided into chapters introducing different
topics. Each stage has a grammar summary and verb tables as well
as indices on grammatical topics.

The Contents pages consist of columns indicating page numbers,
subjeci matter, main grammar points, revision points and grammar
previews.

Objective of the course
The course aims

from the very start to build up a knowledge of every day
Spanish, both spoken and written, to stimulate in[erest in the
land of Spain and Latin America and to prepare students, after
two years' study, for an examination of "O" level standard (Eso
Es, Student's Book 1, p. 1).

The authors state that after the first stage students should be in a
position to visit Spain, not simply as tourists, but to join in the
life of the country including contact with people.

After the second stage

they should be able to say what [hey have done, did and intend
to do, what they would have done or might do if circumstances
were favourable; they should also feel confident to discuss
subjects of genuine concern: living conditions, the position of
women, the dangers of pollution, as well as be informed about
several writers and poets (Eso Es, Student's Book 2, p. 1).

Background texts offer information about Spain and Latin America,
and they are meant to be used as a starting point for research in
English into any aspect of those countries which arouses students'
interest (Eso Es, Teaching Guide, p. 3).

The authors state [hat the course is based on the assumption
that the students concerned are of sufficient ability to attempt an
"O" level examination after two years of s[udy.
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Focus of the course
Eso Es is based on the principle that language learning consists of

comprehension followed by a more or less effective response in the

form of speaking, then reading and finally writing. However, there

is equal attention to development of all four skilis and the course

emphasizes grammatical accuracy.

Role of grammar
The authors state in the introduction that the grammatical content

of the course has been limited to what is essential. In practice,

however, grammar has a dominant place in the course: in content

as well as in presentation. The main points are conjugations and

use of verbs. In the Teaching Guide we read

verbs are the backbone of a language and students of reasonable
ability must learn to use them accurately. Different persons of a

verb can be practised by students working in groups until the
whole paradigm has been built up. Nevertheless, however
skilfully verbal inflections are woven into conversational drills,

the knowledge acquired must be consolidated. Some elements of

the language cannot be mastered without a certain amount of
"grind", and this is particularly true of verbs (Teaching Guide,
p. 3).

The importance of grammar is obvious immediately from the

contents pages of the first stage, which detail the 43 lessons as

follows:

Lesson 31, p. 52 El minislro
Subject matter Have you seen them?
Main grammar points alguno-ni~iguito; algun-ningun;

alguna-ni~iguira
Revision perf.; dir. obj. pron.
Grammar preview les, indirect obj. pron.

The contents pages of the second stage are a little different in

lay-out and contain columns which refer to the exercises and to

the grammar summary at the end of the book.

Eso Es 1
The first stage of the course covers some basic points of grammar,
such as articles (definite and indefinite), adjectives ( demonstrative,
possessive; agreement) numerals, pronouns, and direct and indirect
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object. Reflexive verbs and present, perfect, imperfec[ and future
tenses of regular verbs are studied with some preterite forms and
the imperative.

Eso Es 2
The second stage of the course covers the remainder of basic
Spanish grammar and concentrates mainly on the use of verbs and
specific structures such as deber de f infinitive (to express a
conjecture) and deber f infinitive (to express obligation), stressed
and unstressed forms and the relationship between emphasis and
word order.

Method of explanation
The authors mention in ihe introduction that

grammatical explanations, based on examples generally taken
from lesson texts, have been kept succinct. The progression is
clear, consistent and well structured and the lessons take in
(and weave in) grammatical points at various stages (Student's
Book 2, p. 1).

However, in the main text of the book is neither mention nor
explanation of the grammar points as listed on the contents pages.
Each lesson consists of a dialogue or passage with ample
illustration, and a vocabulary list; there are no indications of any
form to make clear which grammatical topic pupils are going to
study in the text. These matters are left to the teacher: the
Teaching Guide gives the detailed sugestions, or rather
instructions, on wlzat should be explained and how.

The following simple example may illustrate the method: ihe
first lesson (Eso Es 1), En la fro~ttera, presents pupils wi[h a
dialogue between a customs officer and a tourist:

A ~Qué hay en el bolso?
B Hay un disco y u~i libro.

The "lesson notes" in the Teaching Guide give the teaching
procedure: the authors tell the teacher which points of grammar
should be taught. For the example above these are: el, un, una;

~qué hay? ; la; qué t noiuz; plural -s; numbers 1-5; ~cuántos?
~cuántas? The teacher finds suggestions for practice of
pronunciation and vocabulary as well as
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1(a) Check understanding and principle of gender.
(b) Introduce ~Qué l:ay en -? and definite article, using the

dialogue pattern of Exercise B. Check understanding of
distinction between definite and indefinite article.

(c) Teach algo (màs) and tan:bién following pattern of
Exercises C and D.

(d) Teach plural forms and numbers 1-5, using up to 5
specimens already named and following the principle of
Exercise E(Teaching Guide, p. 4).

Throughout the first part of the course the task of explaining
mother-tongue grammar, prior to introducing pupils to forms and
structures in Spanish, is imposed upon the teacher. There is no
Teaching Guide available for Eso Es 2.

Student's Book 2 also presents the material in Spanish only,
witó the exception of the grammar summary at the end of the
book.

The exercises in the Workbooks state the grammar point which
are to be practised and refer to the corresponding paragraphs in
the Grammar Summary. The instructions for [he exercises are in
Spanish and in English. For consolidation of the topics mentioned
above, for example, there are nine exercises under the headings
"un, una ;"el, un, una ;"hay t singular", "plurals", "hay f plural",
~cuántos?" and "~cuántas?" and "~en qué maleta?"

The method of reference to the Grammar Summary is thorough;
for example, for the exercise "Itay f singular" pupils are first
referred to the explanation

Hay (from Itaber, par. 74 ) is invariable and means "there is",
"there are"; (followed by a few examples, par. 43).

Under par. 74 they find the conjuga[ion in present and imperfect,
the past participle and a number of example sentences of different
structure (e.g. hay que t infinitive). Then there is further reference
to par. 55 and par. 59, which illustrate Itaber used as auxiliary verb
only. There the pupil finds examples of the perfect and pluperfect
of -ar, -er and -ir verbs (formed with the present or imperfect
tense respectively of Icaber).

Occasionally the authors advise teachers to refer to the
structure of French or Latin. With such reference in mind, the
[reatment of grammatical points in [he Grammar Summary
some[imes leads to confusion. For example, in the definition~
explanation of pronouns, the categorization mingles grammatical
position and lexical form: the forms yo, tu, él etc. in subject
position are called "personal pronouns in subject form"; after a
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preposition (para) mi, ti, él are "personal pronouns in prepositional
form"; me, te, lo~le (in direct or indirect object position) are
treated as a dístinct category of "object pronouns".

In the Grammar Summary of the first stage of ihe course it is
intended to cover, in a nutshell, most types of structure, form and
use by means of rules of the "traditional grammar" type. However,
because of its succinct form and ample grammatical terminology,
the explanations are in many cases too difficult to grasp for
secondary school pupils.

The same comment applies to the Summary in the second stage
of the course: the [ext in the Student's Book concentrates on more
difficult sentence structures; the method of including most
information in a summary list of rules can only be effective if
pupils are either quite familiar with (English) grammatical
terminology, or have help from the teacher. On the use of the
imperative, for example, they find the forms inire~miren,
coma~coman, duerma~duerntan etc., with the information that

These forms (3rd p. s. and pl. of the present subjunctive) are
only for the "polite" imperative, that is used in addressing usted
and ustedes. The imperative forms of cor.imon irregular verbs are
often used in courtesy phrases. Compare the forms of the
present and the "polite" imperative. If the lst p. sing of the
present is irregular, it will often be so in the imperative. Object
pronouns follow the positive imperative and are joined to it.
Note thai the accent is required in order that the verb may
retain its original stress with the pronoun added. When the
imperative is negative, object pronouns precede [he verb and are
joined to it (Student's Book 2, p. 80).

Where structures are too complicated to be covered within this
section of rules and descriptions, understanding is left to the
pupils' imagination, e.g.

The subjunctive is used in Spanish in a wide range of
constructions which, very generally, indicate a state of currently
unfulfilled reality (wishing that something were the case, doubt
tha[ it ever will be). Study the examples carefully for
characteristics of a mode of expression (Student's Book 2, p.
81 }.

The examples consist of the use of the subjunctive in principal and
subordinate clauses, with English equivalents.
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Conclusion
Eso Es is a two-year course and covers the "O" level syllabus. The
presentation of the course suggests it is primarily focussed on
development of aural-oral skills by means of attractive material
and confrontation with a considerable variety of topics.

In practice, the emphasis is on grammatical accuracy in both
speech and writing, which is apparent from the exercises in the
Workbooks. The instructions in the Workbooks can only be carried
out in combination with the explanation in the grammar summaries
at the end of each stage; these are, however, limited and require
considerable understanding of (English) grammatical terminology.

Eso Es is a demanding course for the teacher, in particular
because the authors suggest that grammatical concepts have to be
explained prior to dealing effectively with material in Spanish.

The next course in order of popularity is An Esseritial Course in
Modern Spanislt, used by 26.3 per cent of the teachers of Spanish
in this survey. All other titles listed in the inventory scored a
percentage of less than 8.2 per cent.

6.3.6 Italian

ITALIAN FOR YOU (61.5 per cent)
Authors : D. Lennie and M. Grego
Publishers: Longman Group UK Lld
Firs[ published 1960; fourth edition 1982

Organization of the course
A one-volume course which is devised for older students, rather
than for secondary school pupils. Consequently [here is no
reference to CSE or GCE "O" level syllabuses. The end of the
book gives a comprehensive index of topics, with reference to the
lessons in which they occur.

Objective of the course
It could be inferred from the foreword that the course is adapted
for use in classrooms as well as for self-study. There is no
reference to ability level or advice for teachers or tutors.
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The authors state that thev combine

instruction of formal grammar with some facility in speaking
the language and ... suggest matier for conversation as well as
acquainting the student with Italian customs and ways of life.

Although it is not explicitly stated, the course aims at mastery of
Italian grammar.

Focus of the course
The emphasis is on written work, particularly on translations from
and into Italian. Grammar has a priority position in each lesson.
Development of oral skills is limited: it is restricted to oral
practice of written exercises, which requires reference to the
pronunciation section in the introductory pages, since there is no
corresponding audio-lingual material available.

Role of grammar
The course is a complete and formal Italian grammar with isolated
exercises. I[ covers, methodically and thoroughly, most points of
the grammatical structure of the language.

Method of explanation
The explanation of grammar requires at least familiarity wiih, if
not a reasonable level of understanding of, English grammatical
terminology. The authors attempt to explain Italian grammar, with
reference to the structure of English, at a rapid pace.

After a brief introduction [o nouns, gender, number and
indefinite article, the second chapter introduces both form and use
of the present indicative in a way which even adult beginners may
find difficult to grasp after having studied only five pages of the
course. The following example may illustrate this point. We read:

The present tense in Italian translates not only the English
simple present "I love" but also the emphatic "I do love" and the
progressive "I am loving", though a progressive form exists in
Italian and will be studied later. The present tense also renders
the English habitual action in the present.

I catch the tram every morning.
Prendo il tram ogni mattina.

A footnote adds:

The Italian preseni tense is also used to render the English
present perfect tense when the action is still continuing.
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La conosco da molto tempo.
I have known her for a long time.

Directly after [his information the interrogative form is
introduced, giving four different ways of expressing a question:
intonation in speaking, question marks after affirmative sentences,
word order in interrogative sentences in writing, and the colloquial
form which expects an affirmative reply, similar to English
sentences of the form "you have a flat, haven't you?". With the use

of a short vocabulary list, the grammatical points can be practised
and tested.

The exercises are formal, with emphasis on translation practice:

"repeat orally the present indicative of... "(followed by a number of
verbs); "translate into Italian, inserting the indefinite article"; "give
the plural of the following nouns in Italian, inserting the numeral";
"translate into English" (short sentences); "translate into Italian"
(short sentences). This is followed by practice of conversation:
Italian sentences with English translation.

Each lesson heading introduces a grammatical topic by its
English and Italian grammatical term.

As the course proceeds, explanations become increasingly
complicated and sometimes quite confusing. For example, when the
subjunctive is introduced (about half-way through the course), the
student is informed that he is now dealing with the modo
congiuntivo which is

used in Italian much more than in English or French, and

expresses an action or a state not as a fact, but as possible,

probable, uncertain or expedient and, most frequently, depending

on another action or state expressed or understood. It is
therefore used especially in subordinate clauses which depend on
principal clauses - hence the name congiu~itivo, the mood which

joins two actions or states, when one wishes to convey an
impression, an opinion or some conception of the mind, but

never a fact. As a result of the relationship between the two

clauses, the tense of the subjunctive is regulated strictly in

accordance with the tense used in the clause on which the

subjunctive depends (p. 131).

This is then followed by the information that

the subjunctive mood has four tenses; two simple: the present

and the imperfect; two compound: the perfect and the past
perfect, formed respectively by adding the past participle of the
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verb to the present and imperfect of the auxiliaries essere and
ati~ere.

After conjugation of the present subjunctive of the verbs amare,
temere, dorn:ire, essere and a~~ere, the authors take the student
straight into the use of the subjunctive, stating that

Although the subjunctive is used chiefly in subordinate clauses,
it is used in the following principal clauses :

(a) to express a command in the lst person plural and in the
3rd person singular and plural;

(b) to express a wish or a curse (p. 132).

This is illustrated with five example sentences in totaL The
explanation continues with

In subordinate clauses the subjunctive is used:
1. When the principal clause contains a verb expressing hope,
fear, opinion, command or wish, either in the active or passive
voice, provided that the subjects of the two clauses are
different. If the subject is the same the verb goes in the
infinitive.
2. When the principal clause contains an impersonal verb.

Ten example sentences are given to illustrate these rules.
Before starting the exercises the student should also know the

sequence of tenses, which is expected to be understood from an
explanation in just one statement:

If the verb of the principal clause refers to the present or the
future it is followed in the subordinate clause by the present
subjunctive, when the two actions are contemporaneous, or by
the perfect subjunctive, when the action expressed in the
subordinate clause is past in relation to the principal verb
(p. 132).

In the explanation of simpler grammatical matters too the
pupil~student (in this survey pupils between 13 and 16 years old)
finds many rather puzzling passages, e.g. in the explanation of
pronouns. Firstly, the student is not reminded that personal
pronouns as subjects are only used in Italian to indicate emphasis.
Secondly, the categorization is confusing. "Conjunctive pronouns", it
is explained, are "closely connecied with the verb in the relation of
object and may never stand alone" (p. 49) as opposed to
"disjunctive pronouns" which are to be recognized because they are
"not connected so strongly with the verb" (p. 90), and there are
also "subject pronouns with disjunctive forms" (p. 91).
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Only with considerable familiarity with mother-tongue grammar
will pupils be able to understand when (and why) to use, for
instance, lo, gli, or lui, from examples such as

egli lo vede (he sees him), the direct object "lo" is a
conjunc[ive pronoun;
egli gli scrive (he writes to him), the indirect object "gli" is a
conjunctive pronoun;
vaggid con lui (he travelled with him), lui is called a disjunctive
pronoun because it is governed by a preposi[ion;
è lui (it is he), lui is a subject pronoun with disjunctive form
(p. 91).

Most complicated is the explanation of suffixes for "augmentatives",
"diminutives", "terms of endearment" and "terms of disparagement".
The reason for mentioning these differences is not quite clear,
when the pupil is told, shortly after the explanation, that

because of the shades of ineaning that most suffixes can have it
is advisable for foreigners to use only those they have heard or
seen used (p. 85).

Conclusion
The remark in the foreword seems to be most appropriate: the
authors hope

that this grammar will be studied with the same interest with
which it has been written and that the same determination to
finish it, which has compelled us, will help the student to
overcome the inevitable periods of discouragement.

For classroom use, the encouragement can only be provided by the
teacher, in the form of further explanations and more graded
material for practice and consolidation.

Although the "C" sections of each chapter give sentences for
conversation with translations in English, the course hardly
includes what could be considered as development of oral skills,
which is one of the objectives of the course.

Considering the grammatical contents, and the complicated (and
therefore often confusing) method of explana[ion, it is surprising
that Italian for You appeared to be one of the acclaimed courses in
[his survey. Moreover, i[ is not written for secondary schools and
not focussed on CSE or "O" level examinations.
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PARLATE CON NOI (38.~ per cent)
Authors: I. Bostrdm and M. Moretti
English adaptation: A. Winberg and P. Davidson
Publishers: Longman Group Ltd
First published (English school edition): 1971

Organization of tbe course
The course comprises two stages which take pupils up to
approximately "A" level standard. Each stage consist of Student's
book, a Workbook and tapes. For self-study, Stage 1 has a key to
the exercises in the Workbook.

Originally the course was written for senior forms of Swedish
schools and its present form is an adaptation for English secondary
schools or Colleges of Further Education. The course is divided into
short chapters. At the end of both stages pupils find a grammar
summary, verb tables, and a vocabulary list which includes notes on
grammatical points.

Objective of the course
The course claims flexibility in terms oi use with different age
groups rather than with different ability groups. The authors state
in the foreword that they provide "a practically based course which
develops both the ability to understand and to use both spoken
and written Italian".

It is also explained that the pronunciation which is taken as the
norm in this course is that of Tuscany (in which the open and
closed "e" and "o", as well as the voiced and unvoiced "s" and "z"
are clearly distinguished); it is stressed that regional variations,
however, should not be assumed to be incorrect (p. ~).

The authors claim that, with the material provided in the
Workbooks, pupils will practise essential grammatical forms and
speech patterns, in the first stage in particular. We read

some exercises, for example those dealing with suffixes, passato
remoto and certain forms of the subjunctive, are intended only
to give passive knowledge; i.e. to enable the student to
understand these when he comes across them in speech or
reading, but not to use them himself. Active practice of such
forms is postponed until Book 2 of the course (Workbook 1, p.
1).
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Focus of the course
In its presentation there is about equal attention to development of
the four skills. In the first stage, however, text and exercises are
more suitable for oral and writing practice than in the second
stage, which emphasizes development of writing and reading skills.
In addition to material focussed on the "A" level examination, the
second stage also includes extracts from Italian operas for interest
and recreation.

Role of grammar
Although not by declared intent, grammar has a dominant role in
[his course; not, however, in coverage and explanation. In the
introduction to the first stage of the course the authors mention
[his point:

student working completely on their own may need to refer to
other grammar books to supplement the grammar summary.

Parlate con Noi 1
The first stage does not cover all grammatical points to be studied
for CSE and "O" level examinations. It introduces pupils to articles
(definite and indefinite; in combination with prepositions), nouns
(gender and plural), adjectives (gender, plural, comparison and
position; possessive, interrogative, indefinite), adverbs, numerals,
pronouns (personal, relative, adverbial) verbs (conjugation) and
some use of tenses.

Parlate con Noi 2
This stage covers more grammatical points than required in CSE
and "O" level syllabuses. The materíal concentrates on more
difficult points as regards the use of articles, adjectives, adverbs,
pronouns, tenses, gerunds, past participles and constructions with
the infinitive.

Method of explanation
Throughout the 39 chapters in Book 1 and the 90 chapters in Book
2, the use of English is avoided. Each chapter begins with a
passage in the form of an (often) informal dialogue. In each lesson,
the one or two structural patterns and~or grammatical points which
occur in the dialogues are printed in tabular form, without further
explanation in the text. From the presentation in bold print of
forms, words and constructions, the pupil is apparently expected to
understand when he is dealing with a grammatical topic (or part of
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a grammatical topic) or with vocabulary. From the statemen[ that
"both have to be memorized" it seems that the authors do not
consider the difference as important. A simple example may
illustrate the procedure; in lesson 19 the pupil finds sets of
sentences of the form

Giorgio, dammi il pane, per favore!
Dammelo, per favore!

Signora, mi dia il pane, per favore!
Me lo dia, per favore! (p. 4?)

To find explanations of the bold print, pupils have four different
op[ions: (1) inferring from the text which topic and which rule (or
conjugation or structure) is meant, (2) studying the grammar
summary (provided the pupil knows under which term the topic
could be explained), (3) checking whether there is a relevant
(grammar) note in the vocabulary list, or (4) consulting the
alphabetical vocabulary.

The educational value of such a reference method seems to me
rather disputable: it is time-consuming, complicated and confusing,
in particular when the pupil works withouc help from the teacher
(e.g. homework).

Another example is the presentation of verbs at the beginning
of the book; in the fourth lesson the pupil finds, after a short
dialogue, the following table in a"grammar box":

sono in ritardo siamo in ritardo
sei in ritardo siete in ritardo (Lei) è i ritardo, signora
è i ritardo sono in ritardo

(P. 17)

By reference to ihe index, the table is identifiable as a layout of
the present of essere; that is to say, if the pupil has made the
connection wiih the Index of Topics at the beginning of the book,
which gives the information in more grammatical terms. (For this
example, Dialogo: Present of essere. If not, the pupil has ihe
grammar box but might wish to find some more information before
starting the exercises. He will be disappointed: the alphabetical
vocabulary does not answer the question; the vocabulary (with
notes) to this lesson tells him uder sei "you are" that subject
pronouns are only used for emphasis and that sono means "I am".
Yet [here is no place where he can find, or check his assumption,
that sono also means "they are". In the verb tables he finds
confirmation of the conjugation under "auxiliaries", but in a
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different layout, again without translation, or any other explanation
or indication about meaning and use.

At first sight the grammar summary seems a model of clari[y
and simplicity. The explana[ory value, however, is limited: many
rules are phrased in terms of "often" or "usually". The policy of
avoiding the use of English is maintained in the use of grammatical
terminology; Italian terminology is used for each topic, followed,
however, by an equivalent in English.

The explanations in the summary are not related to pupils'
experience with the text. For example in G'si dei tempi the authors
seem to assume that pupils could have inferred from the dialogues
when to use which tense correctly. It gives short definitions of the
imperfetto, passato remoto, futuri and co~idizional, with two
examples each. The section begins with the information that

the English past tense can be translated by the Italian
imperfetto, passato remoto, or the passato prossimo.

Rather than going into more detailed explanation of the use of
tenses by means of clear examples of different structures, the
definitions convey that, for example

the passato remoto is used for a single action in the past. It is
used in spoken Italian in Central and Southern Italy, but in
Nothern Italy the passato prossimo is preferred in speech.

Pupils know already from the introduction that they learn the
language as spoken in Tuscany; it was also explained in Workbook
1 that in the first stage of the course they should be able to
"recognize" some of the tenses rather than being able to "use"
them. But why regional differences of use of tenses should be
included in a summary which, on the other hand, gives only limited
explanation of basic topics as introduced in the dialogues, is not
clear.

The explanatory content of the Brei~e Sintassi, the grammar
summaray in the second stage of the course, is less than the tiile
and layout suggest. It does not include the topics learned in the
first stage and is therefore not suitable for revision and
examination practice. Most new grammatical informa[ion has
(unexpectedly) explanations in English only.

Contrary to the first part, pupils are now expected to have
ac[ive knowledge of tenses but [he explanations remain limited. For
example, with the sentence

se non ritorava la mano, gliela mordeva
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pupils read that

The imperfec[ can be used in the main and subordinate clause in
a conditional sentence, where English would have pluperfect in
the subordinate clause and past conditional in the main clause.
This is a colloquial use (p. 230).

No further examples are given in either Italian or English. The
pupils is expected to practise this information in an exercise (five
sentences) of the form

Se non avesse ritirato la ntano, gliela avrebbe morsa
to be changed into
Se non ritirava la ntano, gliela mordeva

This assumes that pupils can handle main and subordinate clauses,
conditional sentences, and the pluperfect and past conditional in
English, prior to following [he instruction of transforntate la frase,
for example

Se non aveste approfittato dell'occasione, glielo avreste fatto
capire (Workbook 2. p.77).

Also, the rules for active use of different sentence structures are
"indications" ( not related to any context) rather than
"explanations", for example

Most impersonal verbs take essere in compound tenses (p. 239).
Many intransitive verbs take essere in compound tenses (p. 230).
The passive is formed by either essere or sometimes venire
where there is no agent in the sentence (p. 230).
The subjunctive is used after many impersonal expressions (p.
220).

In the Workbooks each chapter is divided into units according to
the type of exercise. These are sometimes multiple choice
questions, but mainly of the form rispondete alla domanda,
completate la frase, sostituite, formate la frase con . ..(a
grammatical form, tense or mood), transformate la frase etc.
Effective use of the exercises, however, depends largely on the
pupil's ability to cope with the appendices. Otherwise it depends
mainly on the teacher's explanations.

Conclusion
Parlate con Noi is a two-year course which is not specifically
devised for examination purposes. It claims to be suitable for
classroom use or self-instruction. As a course in secondary schools,
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with the objective of taking pupils to "O" level standard, the first
part of the course covers less than the syllabus and the second
part covers more than required in the syllabus.

The importance of grammar is emphasized, in the second stage
in particular. Grammatical explanations can be found in a grammar
summary as well as in the vocabulary sections, but the explanatory
value is limited. In the main text the use of the mother tongue is
avoided.

The grammatical contents of the grammar summaries assume
familiarity with, if not unders[anding of, mother-tongue grammar
and terminology. If the pupils lack such understanding the course is
particularly demanding for teachers.

It offers ample material for practice of sentence structures in
the exercises. The procedure of practising is mainly substitution of
model sentences rather than consolidation of what has been
understood.

The authors claim that their method enjoyed success as a radio
course; presumably because a radio course is usually constantly
guided by verbal explanations of the learner's material; this method
is most demanding for teachers if the course is used with the
objective of preparing pupils for public examinations.

The next course in order of popularity is Lit~ing Italian, used by
23.1 per cent of the teachers of Italian in this survey. All other
titles listed in the Inventory scored a percentage of less than 6.1
per cent.

6.3.7 Latin

CAMBRIDGE LATIN COURSE (59.4 per cent)
Authors: Members of the Cambridge School Classics Project

D.J. Morton (Director); E.P. Story (Deputy Direc[or)
A Schools Council Publication

Publishers: Cambridge University Press for the Schools Council
First published 1970; revised 1980

Organization of the course
The course comprises five main "Units'; the firs[ three Units
consist of a number of "Stages", which are published as individual
booklets as well as in bound (one volume) form for each Unit.
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In each unit, the stages contain reading material (passages),
grammatical information with notes, exercises and cultural
background information.

Unit I has 12 Stages; Unit II has 8 Stages, divided into Unit
IIA (13-16) and Unit IIB (17-20), both having an (optional)
corresponding Language Information leaflet.

Unit III has 13 Stages, divided into LJnit IIIA (21-28) and Unit
IIIB (29-34), with Language Informa[ion pamphlets.

Unit IV (IVA and IVB) consists of a Pupil's Book, set of
(reading material) pamphlets, set of Words and Phrases
(vocabulary) and a Language Information booklet.

Unit V consists of a Pupil's Pack, a set of Words and Phrases
and Language Information.

Each Unit has corresponding Teacher's Handbooks, Filmstrips
and Cassettes.

The (Teacher's) Supplementary Handbook gives additional
information about planning and methods.

As a four-year course the authors suggest the following order:
year 1: Units I, IIA and IIB
year 2: Units IIIA and IIIB
year 3:[Jnits IVA and IVB
year 4: External examination syllabus ("O" level, CSE, or 16t)

As a three-year course, it is suggested that Unit IIIA could be
included in the teaching programme of the last term of the first
year of the course.

Objective of the course
The course aims to develop reading competence through
understanding of sentence structures in a relatively short period
of time by means of continuous confrontation with interesting
material. In addition to this, the course aims to develop pupils'
abili[y to translate Latin in[o English, and to encourage their
interest in and appreciation of Roman civilization.

The organization of the course aims to offer a certain
flexibility in terms of timetable planning, given an appreciation of
differences between schools as regards time available for teaching
Latin. The course covers the "O" level syllabus.

In the Supplementary Handbook it is explained that various
extra-linguistic aspects are related to the approach and design of
the course: pupils' motivation is one considera[ion, however,
applicable to any curriculum subject. As far as [eaching Latin is
concerned, the authors consider that
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in comprehensive schools, many Latin teachers are facing

problems largely unknown to their predecessors: pupils with

little facility in English; a wide ability range in one class; the

obligation to manipulate modern technical equipment; shortage of

time; colleagues whose rationale may not have a place for

Classics or informal methods, or who overlap in syllabus, or

who expect Latin to provide an abstract linguistic structure
against which English and other languages can be measured (p.

16).

Focus of the course
The emphasis is on development of understanding of the structure

of Latin for reading and translation purposes. Visual material is

considered as important for understanding the relationship be[ween

Roman civilization and texts.
Oral-aural activities are recommended for appreciation of the

rhetorical qualities of Latin and for oral drills of phrases and

sentences.

Role of grammar
Unlike traditional Latin courses, this places emphasis on

unders[anding the meaning of phrases and sentence patterns rather
than on inflectional patterns and grammar rules. In the Pupil's

Books, in presentation and in the order of introduction of

grammatical topics, grammar is "hidden" as if it is a topic of

secondary importance for learning La[in.~~ The material offered to

the pupils consists mainly of text.
The role of grammar is obvious from the Teacher's Books, in

which it appears to be a topic of major importance.

Unit I
Sentences of the pattern nominative t accusative f verb (e.g.

dominus servurn vidit) and phrases of the pattern preposition t

noun t adjective (e.g. ad villam tuam) are introduced and practised.

As the course progresses, further patterns are added. In Stage 7

pupils are introduced to the sentence pattern in which the subject

aa This is also apparent from the terminology used in the

previous (1972) edition. In this (original) version of the course

letters were used to designate cases: form A- Nominative, B-

Accusative, C- Dative, D- Genitive and E- Ablative. The second

edition has reinstated the traditional terminology.
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is expressed differently compared to English (or, to quote the
explanation in the text, "in which the subject is omitted") viz. the
pattern accusative f verb (e.g. servum necavit). Stage 9 introduces
nominative t dative t accusative t verb (e.g. Metella filio donum
quaerebat). Stage 11 shows a new use of the dative in the pattern
nominative f dative t verb (e.g. mercatores agricolis respondent).
The last stage of this Unit introduces pupils to clauses with
postquam, containing dative t accusative t verb.

Units IIA and IIB
This stage concentrates on consolidation of structures studied in
the first Unit. Topics such as the infinitive and relative clauses are
introduced. The main points of grammar, however, are verbs and
nouns (introduction of vocative), and patterns such as adjective t
preposition f noun (e.g. medium ad pontem). Longer passages at the
beginning of the lessons lead to familiarity with longer sentences,
with different types of subordinate clause.

Units IIIA and IIIB
The emphasis is on consolida[ion of the basic drills and struc[ures
introduced in Units I and II. The new reading material and
corresponding grammatical structures are considerably more
difficult compared to the previous units. A wide range of clauses
is introduced as well as deponent verbs and the subjunctive. This
stage also deals with a more advanced use of the ablative.

Units IVA and IVB
The emphasis is on syntactic structures which may occur in Ihe
set examination texts (prose and verse), together with consolidation
of basic structures. Various forms of more complex indirect
statements are to be studied and specific patterns of word order
(as e.g. in Ovid) are introduced in the reading material.

Method of explanation
The authors state in the Supplementary Handbook that

traditional courses have usually aimed at taking the learner
through the grammar in a more or less systematic way,
beginning with the first declension of the noun and the first
conjugation of the verb. The Cambridge Latin Course preferred
to base the learner's experience largely upon a progressive
sequence of sentence structures, introducing accidence and
syntax as required by the need to expand and vary the sentence

(P. 2).
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The Pupils' Book (Stage I) begins with a series of sentences of
the type Caecilius est pater. These sentences are illustrated by
drawings and no attempt has been made to analyse what, according
to the authors, can easily be understood (the authors mean
understanding of what the sentences convey) without grammatical
explanation.

After the type of very simple sentence, sets of the type Pater
in tablino scribit are introduced (and drilled). Gradually the concept
of cases appears in the discussion, without, however, reference to
[he concepts of "subject" and "object". Understanding the meaning
of the sentence remains the objective; practice is still largely based
on constant repetition of patterns (the model sentences) and
exercises of the substitution type.

The Pupils' Books contain some grammatical information, but
restricted to a simple explanation of the topics (or rules) presented
in the "model sentences" (with English translations), which are in
most cases context related.

Separate booklets (optional) called "Information about the
language" give complete visual cues, also, however, without
equivalents in English or further explanation of use.

The course emphasizes that what the Latin text conveys should
be primarily understood, and attempts to present grammar
(together with the vocabulary) as a means to obtain access to
aspects of Roman culture and society. Yet knowledge of grammar
remains, implicitly, the core of the course: that is to say, implicitly
for [he pupils (explicitly for the teacher). This is apparent from
comments in the (Teacher's) Supplementary Handbook in which the
actual "explanation" of grammar is transferred to the teacher. The
authors suggest a list of grammatical topics and grammatical terms
which pupils should be able to handle as the "target" to be
achieved. This grammar target is defined at the end of Units I and
II. The authors expect that with this method (which is, in practice,
a combination of "reading material" f"audío-visual material" f
"teachers' explanations") pupils will be able to :

translate, both in context and in isolation, examples of all six
persons of present, imperfect, perfect, pluperfect indicative
active of verbs of all four conjugations;

translate more difficult sentences involving cases, with no
supporting contex[, in unfamiliar word order and with
unfamiliar vocabulary;

demonstrate an understanding of the paradigm by using it in a
"blank-filling exercise";
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identify clause boundaries, especiall~ r~lative clauses, by reading
aloud or underlining and identifv antecedent of relative
pronoun (Supplementan Handbook, pp. 9-10).

In Units III and IV the Pupils' Books follow the same pattern:
Latin passage, model sentences, short explanations, vocabulary,
exercises and background material.

There is an apparent attempt to reduce the grammatical
contents of the Pupils' Books. e.g. the imperfect and perfect are
introduced together as "past tenses", and deponent verbs (sharing
a similar shape to passive verbs, but with an active meaning) are
introduced with the passive.

The subjunctive is not explained because the authors hold the
view that, if pupils ask why purpose clauses can only contain a
subjunctive in the present or imperfect, and why they cannot use a
pluperfect subjective,

teachers should bear in mind that this rule is ]ess relevant to a
Latin reading course than to English-into-Latin composition
(Teacher's Handbook IVA, p. 53).

This explanation, however, does not account for the fact that the
difference between the indicative and the subjunctive is not
explained at all. Grammatical explanation of sentence structures,
as a prerequisite for fulfilling the expectations that pupils will be
able to understand the meaning of the sentence, and for enabling
them to translate correctly the set " O" level texts (e.g. Vergil,
Aeneid II and VIII, or Tacitus, Agricola and Histories), depends
largely on the teacher's time and views. The large amount of
reading material (according to the Supplementary Handbook, about
5,500 lines of Latin) offers pupils limited guidance; the actual
guidance is most detailed in the Teacher~~ Books.

Cambridge Latin Course is, in my view, a course on Methodology
for teachers of Latin rather than an "O" le~~el course for secondary
school pupils. Explanations of the linguistic background of the
course, [heories of teachíng and learning methods, accounts of
results of the method in other countries and instruction for
explanations of grammatical topics amount to some 530 pages in the
Handbooks.

In the "Stage Commentaries" teachers are supervised from one
grammatical structure to the other, and from the first reading
passage to the "O" level texts. For each lesson in the Pupils'
Books the teacher is provided with explanatory notes, e.g. in
"Synopsis" ( specification of reading and background material)
"Language notes" (list of grammatical topics). "Title picture"
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(specification of illustrations), "Mode] sentences and Language
notes" (full discusssions of how the teacher should approach a
given grammatical topic; what should or should not be explained;
how or what pupils might think, ask or reply and óow their
questions or anxiety should be handled etc.), what to do with the
"Manipulation Exercises", "Words and Phrases" and "Background
material". There are additional "Suggestions for further work"; each
Handbook has a"Linguistic synopsis", stating Stage number,
linguistic feature, place of language notes, and advice on
"A[tainment tests".

Conclusion
Cambridge Latin Course is an "O" level reading course for
secondary school pupils. In the Pupils' Books the use of English is
avoided. Grammar is integrated as part of the main objective:
understanding (correctly) the meaning of the text.

The course has been designed, in the first place, against the
background of the theory that explanation of grammar should be
context related; secondly, against the (generally accepted) view that
pupils' understanding of mother-tongue grammar is no longer
included in the objectives of the English teacher; thirdly, against
the view that the consequences of the comprehensive system
require an approach suitable for mixed ability classes with little
time for Classics.

The idea of offering interesting and attractive material to the
pupils, suggesting that grammar drudgery is avoided, together with
the second consideration mentioned above results in imposing the
actual workload on the teacher, which does not give evidence of
the authors' awareness of the third issue mentioned above.

In organization and approach the course is primarily a course on
Meihodology for Latin teachers, and it provides the pupils with
reading material to practise what they (the teachers) have learned.

Additional remark
In 1976 a survey was conducted to evaluate the course.
Questionnaires were sent to schools and to individual teachers.One
of the topics in the questionnaire was about the use of the
Teacher's Handbooks. The (1980) Supplementary Handbook gives the
following results (and comments):

It was surprising to find that 70~c of teachers use the Hand-
books "rarely or never". It may have been the case that they
used them initially, but no longer do so. The question could
have been better phrased (p. ~7).
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ECCE ROMANI (63.7 per cent)
Authors: Members of the Scottish Classics Group
Publishers: Oliver 8c Boyd
First published 1971; second edition 1982-5

Organization of the course
A two-year Latin course for beginners leading to "O" level
examinations. The first edition was written along the lines
recommended by the DES (1967) report on the teaching of Classics.
The second edition reduced the course from six Pupil's Books to
five. Each stage has corresponding Teacher's Books. The (Pupíls')
Reference Book includes a grammar summary.

Objective of the course
The objectives of the first edition, originally a pilot experiment
tried out in Scottish schools, remained in the second edition. The
authors state in the introduction that the aims are two-fold:

(a) to bring pupils quickly to the point where they can read
Latin with confidence, and

(b) to give some insight into the early Roman Empire (Teacher's
Notes, Book 1, p. 1).

Focus of the course
The emphasis is on presentation of graded reading material. The
activity of making pupils understand the material is partly left to
the teacher:

We are keenly aware that the course demands more of the
teacher than many traditional courses. The pupils' books contain
only the basic material. It is what is done with these matters
that counts (Teacher's Notes, Book 1, p. 1).

The Teacher's Notes include further suggestions for what could or
should be done with the material. As the four main clues to
understanding, the authors suggest (a) general context, (b)
vocabulary, (c) structure and (d) morphology. They believe that
understanding the general sense of the passage is of more
importance than word-by-word analysis.

Role of grammar
The authors attach more importance to development of awareness
of grammatical structure (within the linguistic context) than to



260

development of language skills by means of learning rules in
isolation:

patterns must be regularly brought to pupils' attention by the
teacher (e.g. the constantly recurring pattern of infinitive
followed by finite verb). Such awareness of word pattern is
essential so [hat the pupils can group words together properly:
as a word is meaningful in a word-group context, so a group is
meaningful in a sentence context. But these patterns should not
be emphasized to the point where they obscure the overall
meaning of the Latin sentence. To stress this, we recommend
that from the outset the pupils should be encouraged to work
through the Latin, wordgroup by wordgroup, in the order in
which the words or phrases come. We think that the well-known
method of "Find the verb, find the subject, etc." is not a
suitable method for this course.

As a further guideline for teachers the authors continue

At various points throughout the notes on individual chapters we
have drawn the attention of the teacher to techniques of Latin
style and phraseology such as balance, anaphora and
condensation. An effort should be made to present these ideas
to the pupils from the earliest stages. It is not intended that
they should be given and practised as rules. It is only by
constant exposure to these techniques in simple sentences that
pupils will become sufficiently aware of them to use these clues
to help them through the complicated structure of a long Latin
sentence (Teacher's Notes, Book 1, p. 4).

Morphology is not considered as a topic of first priority.
From the method of grammatical explanation in the Pupil's

Books, however, it appears that for development of understanding
of passages - the first objective of the course - the authors expect
considerably more from the pupils (and teachers) than awareness of
syntactical structures.

Most basic grammatical topics are covered in Books 1-3. Book 4
concentrates on ablative absolute, accusative and infinitive, result,
indirect command and purpose.

In the original version of the course there were not as many
grammar ("manipulation") exercises as there are in the second
edition. Not because the authors have changed their views about
the value of revision and consolidation of grammar by means of
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exercises, but because they decided to r~duce teachers' workload
(on request).as

Ecce Rontaiti, Books 1 and 2
Basic explanations of nouns (all groups; gender, cases), verbs
(indicative active), adjectives (agreement), some prepositions, the
beginning of the use of pronouns, comparatives, superlatives, word
groups and word order.

Ecce Rontani, Book 3
Basic understanding of verbs in passive and deponent verbs, use of
participles and infinitives.

Ecce Roma~ti, Book 4
Some use of the subjunctive, ablative absolute, accusative and
infinitive constructions, result clauscs, indirect command and
purpose clauses.

Ecce Romani, Book 5
Revision of syntactic structures as required in the "O" level
syllabus.

Method of explanation
Struciures are introduced in a reading passage, then explained and
then practised in [he exercises and new reading material.
Grammatical points are introduced in stages, for example,

NOUNS: THE ENDING "- M"
Look at these sentences taken from story 4:
Cornelia Sextum non amat Cornelia does not like Sextus
vocem Cornelia audit Cornelia hears the voice
magnum fragorem audiunt They hear a great crash

The explanation is kept succinct:

as The main differences between the first and the second
edition of the course are that in the latter the basic points of
grammar are spread more evenly between Books 1 and 2. There are
more manipulation exercises in response to numerous requests from
practising teachers. Book 4 deals with use of the subjunctive in a
more systematic way.
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in these sen[ences Sextum, vocem and fragorem are objects of
verbs. The Latin nouns vou have met so far end in "-m" when
they are objects and are singular (Ecce Ronta,ti 1, "Meeting the
Family", p. 18).

The only problem is that pupils are expected to know what
"nouns", "verbs", and "objects" are, and what "singular" means. If
pupils are not familiar with these concepts and terminology, the
authors' answer (to the teacher) is also simple:

it may be necessary to spend some time on them at this point
(Teachers' Notes, Book 1, p. 15).

Suggestions are made as to how the concepts should be explained
with reference to both the mother tongue and Latin:

The use of nonsense sentences may be anathema to some
teachers, but they can be useful:~ó
(a) to show pupils the importance of word order in English
(b) to help the teacher ascertain how much teaching of

grammatical concepts will be necessary.
A nonsense sentence like the famous first stanza of Lewis
Carroll's Jabberwocky can be useful [o illustrate this point to
the pupils:

Twas brillig, and the slithy toves
Did gyre and gimble in the wabe.
All mimsy were the borogoves,
And the mome raths outgrabe.

Pupils might be encouraged to answer such questions as "which
words are nouns, adjectives, and verbs and what clues enable us
to answer these qLestions?" (Teacher's Notes, Book 1, p. 16)

After a number of lessons, when pupils are introduced to, for
example more case endings the traditional cues are introduced, but
at firs[ no[ as "complete" paradigms. The firs[ confron[ation wi[h a
"table of nouns" consists of six forms: three groups (puella, servus
and vox) and two cases (nominative and accusative).

The same method is used with verbs: in the beginning of the
course only one or two endings at a time.

Understanding of the meaning of a sentence in a passage is
explained through understanding of the grammatical structure of
the sentence in a separate section called "Building Up The

`t6 The same approach was found in D. Shotter's Deutscher
Spracltkurs (see 6.3.4).
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Meaning". Pupils have to find grammatical "clues" in sentences
which are lifted from the reading passage. For example, in the
sentences:

(1) pueri clamores audiunt
(2) pueros clamores terrent

the reasoning to follow is just as conventional as with any formal
grammar:

since in (1) pueri has the nominative case and therefore the
subject of the sentence, clamores must be in the accusative case
and therefore the object;
in (2) pueros is accusative, clarnores must be nominative.

As regards the method of explanation, the difference between
this course and a traditional Latin grammar is that:
(a) a new element has been added to the lesson pattern, viz.
familiarity with the language from the very beginning, presented
as if Latin is just another language to learn (and to learn from),
like French or German (with a Guide to Pronunciation in the
Teacher's Notes, showing vowel length and stress patterns in
vocabulary and paradigms);
(b) example sentences introduce the pattern or structure and are
context related;
(c) practice and consolidation of grammar include exercises of the
question and answer type.

In Ecce Romani the passage is the "opening scene" in each
lesson (a). Example sentences are lifted from the text to explain
certain forms or struc[ures, which lead to introduction of paradigm
or rule (b), and this is followed by exercises for practice and
consolidation (c).

In a traditional course there are no " opening scenes'; the
paradigm or rule comes first, illustrated by example sentences (not
context related) and followed by translation exercises.

In the Pupil's Book there are four types of exercise: (1)
Responde Latine are exercises of the question and answer type for
oral consolidation of word patterns and structures, for example,
quis cantat? quis dedet? etc.; (2) explanation of grammatical clues
prior [o translating the sentence; (3) multiple choice exercises of
"select and translate", for example, non omnes hodie Romam ----
(redire~redimus~reditis); (4) translation exercises of the traditional
type Latin-English and English-Latin.

In the Teacher's Notes there are suggestions for further
exercises, such as crossword puzzles etc.
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This method remains the same until all basic grammatical topics
are explained and practised (up to the end of Book 3), except for
the sections "Building up the Meaning". Teachers are, however,
explicitly asked to continue with this procedure of "finding clues"
(practice of understanding the grammatical structure of the
sentence before translating the sentence),

(which) will become increasingly important as pupils are
introduced to more and more major items of syntax and to more
complex sentences (Teacher's Notes, Book 4, p. 20).

The explanation of more difficult syntactic structures (in Books
4 and 5) remains context related, yet with isolated exercises for
intensive practice, e.g. use of participles in different cases,
conversion of direct statements into indirect statements and result
clauses. The use of the subjunctive remains unexplained; the
authors argue that it is not necessary to confuse pupils with this
information since the use of the indicative or the subjunctive
rarely affects the meaning of the sentence.

Conclusion
Ecce Romani is a two-year course which calls itself a"Reading
Course", and states that with this approach grammatical
explanations are largely dependent on the teacher.

In practice, it is a combination of a"Reading Course" and a
"traditional course", with emphasis on understanding what the
Latin text conveys, yet through understanding of the grammatical
structure of Latin. All basic points are clearly explained in the
Pupil's Books, in a way, however, which requires understanding of
mother-tongue grammar. The course is less demanding for the
teachers than a reading course, and more demanding than a
traditional course.

The teacher is provided with ample suggestions for further
explana[ions of grammar and consolidation practice.

The next course in order of popularity is The Approach to Latin,
used by 36.6 per cent of the teachers of Latin in this survey. All
other titles listed in the inventory scored a percentage of less than
21.7 per cent.
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6.3.8 Greek

GREEK FOR BEGINNERS (72.8 per cent}
Author : L.A. Wilding
Publishers: Faber and Faber
First published 1957; revised edition 1973

Organization of the course
A one-volume course for secondary schools, which is written with
reference to A Primer of Greek Grammar (see below). There are 29
chapters and a sentence revision section at the end of the book.

Objective of the course
The course aims

to enable the pupils to enjoy Greek, both in the reading of it
and the writing of it, as soon as possible (p. 5).

The author states in the preface to the first edition that the
course is written for the lower forms of secondary schools and for
preparatory schools (!).

To the pupils the author writes that the course will facilitate
English spelling and understanding of the meanings of words. Pupils
will also discover what the Greeks have contributed to our life and
thought today.

Focus of the course
The emphasis is on grammar. Philology and laws of sound, as
included in most traditional courses, are omitted. For these
matters the author refers to other grammars.

Role of grammar
Most basic topics are covered, including contracted nouns and
adjectives, the Attic Declension and verbs ending in "-mi", except
"eimi" (sum), "eimi" (ibo) and "phèmi". Most constructions are
covered, including indirect command, exhortations, future wishes,
final and consecutive clauses, indirect statements, and direct and
indirect questions.

Method of explanation
It could be inferred from the preface that the author is not really
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in favour of the traditional procedure of grammar instruction. He

writes

Most teachers of Greek like their pupils to become familiar as
soon as possible with the pages of a definite "Grammar". For
this reason it is only at the start that grammatical forms are
set out in this book (p. 5).

The first eight chapters give just paradigms: the indicative active
of "luo", the first and second declension of nouns and adjectives.
After this the author refers, for each grammatical topic, to the
corresponding pages in A Primer of Greek Grammar.

To be able to use this course the author mentions three
prerequisites: (a) understanding of mother-tongue grammar and
terminology; (b) familiarity with some topics of Latin grammar (as
basic grounding for learning an inflected language), viz, the
subject-object-verb relationship, and the rules of the "four
concords'; (c) continuation of the study of Latin. The author
explains that

usages in Greek are not elaborated when they are similar to
usages in Latin; they are, indeed, often dissimilar, and the pupil
should, as he proceeds, be made aware of the flexibility of the
Greek language as compared with Latin (p. 6).

In the first eight chapters, topics are briefly explained, but the
emphasis is on memorizing complete patterns, followed by practice
and consolidation. For example, in the explanation of definite
articles the pupil finds

Greek, unlike Latin, employs a Definite Article, corresponding to
the English "the". The definite article is declined as an
adjective of three terminations, and agrees with the nouns to
which it is attached in gender, number and case. Once we have
learnt the declension of the Article, we have learnt the basis of
the lst and 2nd Declension of Nouns, and it should be learnt at
once by heart (p. 21).

This quotation also illustrates the fact that the course fully relies
on pupils' familiarity with mother-tongue grammar and Latin since,
for example, the terms "adjective", "gender", "case", "agreement",
"nouns", and "declension" have not been used before.

As the course proceeds, the main grammatical structures are
introduced. For explanation, reference is still to mother-tongue
grammar (teminology), for example
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The Article and the Participle (in any Tense) are often used
where in English we would use a Relative Clause (p. 88).

This is followed by example sentences with English translations,
and two [ranslation exercises (Greek-English and English-Greek).

Memorizing patterns continues to be emphasized, e.g. after the
introduction to the use of participles mentioned above, pupils are
introduced to the Aorist Participle. They are informed that these
pariiciples, when ending in "-as", are declined like "pas", "pan"
which "should now be learnt" (p. 90).

The last chapter of the course gives 312 English (graded)
sentences for grammar revision, which are arranged following the
order of introduction of grammatical topics from the beginning of
the course.

Conclusion
Greek for Begiitners is indeed for "beginners with the Greek
language" who, however, have considerable understanding of Latin
and mother-tongue grammar.

Most basic topics are covered. The explanations are kept
concise but intelligible for secondary school pupils. All grammatical
topics are practised. For a more academic explanation and full
paradigms the course refers to A Primer of Greek Grarnmar.

A PRIMER OF GREEK GRAMMAR (~8.2 per cent)
Authors: E. Abbott c4~. E.D. Mansfield (with a Preface by J. Percival)
Publishers: Duckworth 8c Co. Ltd
First published: in the nineteenth century in two volumes, viz.
Accidence and Syntax.
Firs[ edition by Duckworth, 1977 (copy of original version47);
reprint, 1985

Organization of the course
A one-volume grammar book in two parts, Accidence and Syntax.
The first part, Accidence, consists of 30 sections and covers 161
grammatical points. The second part, Sl~ntax, consists of "Syntax,
Pari I, The Parts of Speech" and "Syntax, Part II, The Simple and
Compound Sentence".

47 The exac[ year of the (1977) version is not mentioned.
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In "Syntax, Part I", 130 grammatical points are covered in 18
sections. In "Syntax, Part II", 53 grammatical points are covered in
19 sections.

Objective of the course
In the Preface to Accidence we read

Special care has been taken to secure clearness and definiteness
in the statements of rules, and the arrangements adopted will be
found to harmonise with that to which most boys (!)~g must
have been previously accustomed in learning their Latin Syntax.
Thus it is hoped that the book may be of service in effecting a
considerable economy of time on the part of learners, and [hat
it may furnish an additional help towards acquiring at the outset
a firm hold on the principles that regulate the usage of the
language.

In the Preface to Syntax the author explains that well-known
authorities have been freely consulted, and that he

has only aimed at stating Rules simply and concisely, and so
grouping them as to indicate general principles and prepare the
beginner for the use of a fuller treatise.

Focus of the course
It is a grammar reference book. The emphasis is on the variations
of word structure which express grammatical meanings, such as
case, tense, number and gender (accidence); this part takes up 164
pages of the total 220 pages of the course.

Role of grammar
Since this edition is a copy of the original nineteenth century
grammar book, further comments are irrelevant in this section.

Method of explanation
The course begins with the "Laws of Sound", but merely for
convenience of reference. The author explains that

there is nothing in the arrangement of the book to prevent a
[eacher from beginning with the Verb, if this order is thought
desi rable.

48 My exclamation mark.
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The Accidence begins with the declension of substantives and
works systematically through all topics in the [raditional manner:
definition of grammatical terms followed by complete paradigms,
where applicable, and notes with further detailed explanations
(observations).

The Syntax begins wiih agreement and works through all parts
of speech. The explanations in the sections of simple and
compound sentences consist mainly of definitions of terminology
and rules, with two or three examples per topic.

Since it is a grammar reference book there are no exercises.

Conclusion
A Primer of Greek Grammar is a nineteenth-century grammar
reference book, which covers all topics of morphology and syntax
in the traditional manner. The book is unintelligible for pupils not
acquainted with Latin and mother-tongue grammar.

Some teachers in this survey do not use both courses
simultaneously. Greek through Readi~tg was mentioned by one
teacher of Greek as an additional coursebook.

6.3.9 Conclusion: Acclaimed language courses

The fourteen language courses, evaluated in the previous sections,
are devised for use in secondary schools, with the exception of one
Italian course (Italian for You).

Examination level and ability group
All courses cover the CSE and GCE "O" level syllabuses. Five
courses do not refer explicitly to an examination syllabus, viz.
Deutscher Sprachkurs (which calls itself "a graded linguistic
project"), Mach Mit, Parlate con Noi, Italian for You, and A
Primer of Greek Grammar.

Most courses are suited for pupils of average ability; one
Spanish course is devised for pupils from lower to average ability
(Adelante). One Italian course (Italia~i for You) is adapted to
pupils from average to higher ability.

Teaching materials
The courses comprise either books only, or books with tapes, or
books with tapes and visual material:
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(a) books only: the two English courses (The Art of English and

New English), one German course (Mach Mit), one Italian course

(Italian for You), one Latin course (Ecce Romani), and the two

Greek courses (Greek for Beginners and A Primer of Greek

Grammar;
(b) books with tapes: one Spanish course (Eso Es), and one

Italian course (Parlate con Noi);
(c) books with audio-visual material: the two French courses

(Longman Audio-Visual French and Le Fran~ais d'Aujourd'hui), one

German course (Deutscher Sprachkurs), one Spanish course

(Adelante), and one Latin Course (Can:bridge Latin Course).

Teacher's Handbooks
Seven courses include teacher's handbooks: the Latin course
mentioned above under (a), the Spanish course mentioned under
(b), and the five courses mentioned under (c).

The role of grammar
The horizontal evaluation showed that the role of grammar is

important in all courses. In some courses its importance is evident

from the main text of the pupils' books; in others, this is apparent
from the notes in the teachers' handbooks.

This difference affects the method of explanation.

The role of mother-tongue grammar
In most courses the role of mother-tongue grammar is important;

either to improve the command of English, or as grounding for

understanding the grammatical structure of the target language.

This is apparent from the explanations in the pupils' books, and~or

from the teachers' notes.
In some courses, knowledge of mother-tongue grammar is

assumed a priori; in other courses, pupils are not expected to be

acquainted with grammatical concepts and terminology.
This difference affects the method of explanation.

Method of explanation
I have not attempted to categorize the methods of explanation in

terms of "traditional", "functional", and "notional", as used in the

survey questionnaire.49 Although some functional and notional

49 In Question XX; see Chapter 4, 4.3.
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explanations can be observed, it appeared that traditional grammar
and traditional terminology play the main role in all courses:
explicitly in the two English courses, and either explicitly or
implicitly in the Modern and Classical Language courses.

The discussion below is concerned with [he ques[ion of how
and [o what extent grammar is explained in the courses,
attempting to indicate to what extent pupils' understanding of
English grammar is considered important across the language
curriculum.

Modern and Classical Language Courses
The differences in methods of explanation can be identified by
asking two questions:
A. Whai role does grammar play in the course?
B. What is the author's assumption about pupils' familiarity with

English grammar?

A. What role does grammar play in the course?
Two main roles could be established, which can be best described
figuratively as:
(1) Grammar enters with aplomb through the front door:
(2) Grammar slips carefully through the back door; it is

manoeuvred into the corner and watches, with a shamefaced
apology, what is going to happen.

Grammar role (1)
Explanations in course books with grammar role (1) concentrate, in
the pupils' books, on awareness and understanding of rules. A
meta-language is used (mainly traditional grammatical terminology)
to define, explain and discuss systematically the grammatical
structure of the target language.

Grammar enters with aplomb through the front door.

Two different lesson patterns were found for this role.
Lesson pattern (a): a passage in the target language, introduction
of a grammatical point, with corresponding term, explanation in
English with example sentences and their English equivalents,
followed by mainly context related exercises (question and answer,
gap-filling, substi[ution, transforma[ion, translation).

The grammar reference sections summarize what has been
explained in the main text.

Grammatical explanation is to a minimum dependent on the
teacher.
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This was found in the two German courses (Mach Mit and
Deutscher Sprachkurs), and in one Latin course (Ecce Romani).

Lesson pattern (b): grammatical term to introduce a particular
topic or structure, explanation in English with example sentences
and their English equivalents, followed by isolated grammar
exercises (translation). These typical "grammar books" do not
contain summaries.

Grammatical explanation is dependent on [he [eacher in so far
as it concerns the need for further exemplification, and provision
of material for oral and written practice.

This was found in one Italian course (Italia~t for You), and in
one Greek course (Greek for Beginners). 50

Grammar role (2)
In course books with grammar role (2) there are no explanations in
the pupils' books. Pupils find a variety of topics, or a continuous
story (or both) in the target language. Use of the mother tongue is
avoided. Grammatical points~structures are presented as visual
cues~patterns.

Grammar slips carefully through the back door.

The lesson pattern is usually a passage in the target language,
presentation of a grammatical point or structure in visual terms,
various types of exercise to practise drills (question and answer,
gap-filling, substitution, transformation).

The task of explaining the rules and structures behind
memorized patterns ([o enable pupils to handle the grammar
exercises, and to practise the "O" level material in later stages of
the course) is transferred to the teacher. The teacher's handbooks
contain suggestions for explanation (teaching points) of what has
been concealed in the pupils' books, and these points are
emphatically recommended for exploration in order to make full use
of the course.

The pupils' books contain grammar summaries, which are
transformations of sets of familiar visual cues to sets of definitions
and rules, summarized and briefly explained in a meta-language.

so A Primer of Greek Grantntar is excluded from further
discussion; it is a traditional reference grammar, without material
for practice and consolidation, and mainly used in combination with
Greek for Beginners (see 6.3.8).
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In the grammar exercises, which are integrated unostentatiously
but systematically (as part of the learning procedure aiming at
examinations), pupils are referred to ihese summaries.

Grammar slips carefully through the back door; it is ma~toeuvred
into the corner and watches, with a shamefaced apology, what is
going to happen.

Grammatical explanation is dependent on the teacher.

Grammar plays role (2) in the two French courses (Lor:gman
Audio-Visual French), and (Le Fran~ais d'Aujourd'Jtcti), the two
Spanish courses (Adela~tte and Eso Es), one Italian course (Parlate
con Noi), and in one Latin Course (Cambridge Latin Course).

In both types of course, role (1) and role (2), the teacher's
involvement in grammatical explanation also depends on pupils'
familiarity with mother-tongue grammar.

Mother-tongue grammar
The second question for identification of differences is therefore:
B. What is the author's assumption about pupils' fantiliarity with
English grammar?
Two assumptions could be established:
(a) pupils are familiar with mother-tongue grammar;
(b) pupils are not familiar with mother-tongue grammar.
This difference effects the method of explanation.

Assumption ( a): Pupils are familiar with mother-tongue grammar.
This effects the method of explanation in two ways:

(al) The explanations in the pupils' books can only be understood
if pupils have a priori knowledge of grammatical terminology.

This was found in courses with grammar role (1): in one French
course (Le Fran~ais d'Aujourd'hui, "O" level stage only), one
Italian course (Italian for You) and one Greek course (Greek for
Beginners).

(a2) Teachers are advised to explore grammatical topics in the
target language, with liberal reference to the grammar
summaries, without being advised about a possible need for
explanation of concepts and terminology.

This was found in courses with grammar role (2): one French
course (Longman Audio-Visual Freitch), one Spanish course (Eso
Es), and one Italian course (Parlate co~t Noi).
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Assumption (b): Pupils are not familiar with mother-tongue
grammar.

This effects the method of explanation in three ways:

(bl) Explanation of mother-tongue grammar is transferred to the
teacher.

The course aims at awareness and understanding of grammatical
concepts, rather than skilfulness in handling (English) terminology.
The authors recommend that teachers should explain a grammatical
concept by showing the relationship between the structure of the
target language and that of the mother tongue, in some courses
along the lines of Chomsky's (1957) well-known sentence
"Colourless green ideas sleep furiously".
This was found in courses with grammar role (1): in one German
course (Deutscher Sprachkurs) and in one Latin course (Ecce
Romani ).

(b2) Explanation of mother-tongue grammar is provided in the
pupils' book.

A grammar summary gives definitions and explanations in English,
with example sentences in English.
This was found in one course with grammar role (1): in the
German course (Mach Mit); this was found in one course with
grammar role (2): in the Spanish course (Adelante, optional
grammar book only).

(b3) Explanations without reference to the mother tongue.
Teachers are advised to give as little explanation as possible, in
the target language only.
This was found in courses with grammar role (2): in one French
course (Le Fran~ais d'Aujourd'hui, except the "O" level stage),
and one Spanish course (Adelante, except the optional grammar
book).

This leaves one Latin Course (Cambridge Latin Course). With
this course the authors leave all options open to suit the teachers'
views and needs.

Englisó Courses
The role of grammar is important in both courses (The Art of
English and New English). The grammatical contents of both
courses showed that by the end of the option year of 13t pupils
have studied, thoroughly, the grammatical structure of the mother
tongue and corresponding terminology.
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The role of grammar is role ( 1), and the method of
explanation is based on the same principles as method (al) in the
discussion above.
The lesson pattern is a reading passage, introduction of a
grammatical point and corresponding term, followed by explanations,
examples and mainly context related exercises.

Understanding the structure of simple and compound sentences,
to improve speaking, listening, reading and writing, has the key
role in both courses. The Art of English has special sections for
more advanced clause analysis.

The role of grammar: degree of importance
The fourteen courses differ in degree of importance attached to
grammar. In some courses, however, the degree of importance is
evident from the main text in the pupils' books. In other courses
the degree of importance appears only from the suggestions and
advice in the teachers' handbooks or notes. This leads to different
conclusions.

Including the teachers' books the courses show little
differences: there is considerable emphasis on grammar in all
courses. The actual differences in degree of importance, however,
is apparent from in the pupils' material. In the evaluation the
following terms were used to express the scale:
(a) integrated (average)
systematic inclusion of grammar in most chapters or units, but
without particular emphasis on its importance or need for specific
grammar practice.
(b) dominant (emphasized)
- systematic attention to the gramma:ical structure of the
language; each chapter or unit includes parts of up to three
grammatical points, with exercises to test each point; or
- a separate grammar section in the pupils' book, which
demonstrates and explains the main points of grammar (with
typical grammar exercises for consolidation and practice of most
points elsewhere in the course).
(c) predominant (main element)
- systematic attention to the grammatical structure of the
language: each chapter or unit contains a grammar section which
demonstrates and explains grammatical points in full, with ample
exercises for consolidation and practice; or
- a separate grammar section in the pupil's book, which
demonstrates and explains systematically the basic concepts and
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stuctures (with exercises for consolidation and practice of each
point elsewhere in the course); or
- a grammar reference book.

As regards the pupils' books we found:

(a) average: courses in which grammar is integrated, but not
emphasized.

One English course (in the alternative book for the fourth year to
New English), one French course (Longntan Audio-Visual French,
except in the Fiche de Grammaire), one Spanish course (Adelante,
except in Gramatica Espanola) and one Latin course (Cambridge
Latin Course).

(b) dominant: courses in which grammar is emphasized.
One English course (The Art of Englis)z), one French course (Le
Fran~ais d'Aujourd'hui), one German course (Deutscher Sprachkurs),
one Spanish course (Eso Es), one Italian course (Parlate con Noi)
and one Latin course (Ecce Romani).

(c) predominant: courses in which grammar is the main element.
One English course (New English), one German course (Mach Mit),
one Italian course (Italian for You), one Greek course (Greek for
Beginners).51

Use of Teacber's Handbooks
Cambridge Latin Course mentions a survey which found that 70 per
cent of the teachers used the handbooks "rarely" or "never" (see p.
258). There is no further explanation why Teaching Guides are not
used; two points may cover the reasons:
(1) Teachers do not wish to make use of the authors' suggestions
because they want to bring their own views into practice.
(2) Teachers may not be provided with the handbooks, even if they
would have preferred to follow the authors' suggestions (e.g. no
financial means for provision; see also 6.2.2).

If what is found in the Cambridge Survey applies to all language
courses which provide guidance on methodology in the form of
separate Notes, Guides, or Handbooks for teachers, this issue is
crucial in the assessment of how and liow much grammar is
explained in the language classrooms, teachers' personal attitude
towards grammar teaching being the key factor.

51 Also ( obviously), the optional grammar books mentioned
under (a) and A Primer of Greek Grantn:ar.
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Summary of main points
The evaluation showed that, across the language curriculum, the
role of grammar in the fourteen acclaimed courses is important.

The method of grammatical explanation in all courses is along
the lines of traditional grammar: either by means of a"frontdoor
approach", role (1), or by means of a"backdoor approach", role
(2). The exercises are context related, except in two courses
(Italian for You and Greek for Beginners).

The principle differences are in the main texts of the pupils'
books, viz. in the degree of importance of grammar in the pupils'
material, in the use of English in grammatical explanations and
examples, in the use of additional classroom material, and in course
design: with or without teaching guides as part of the course.s'`

grammar predominant; explanations in English; books only
New English, Italian for You and Greek for Beginners

grammar predominant; explanations in English limited; books only
Mach Mi t

grammar emphasized; explanations in English; books only
The Art of English and Ecce Romani~`

grammar emphasized; explanations in English; books with limited
audio-visual material
Deutscher Sprachkurs~`

grammar emphasized; explanations partly in English, partly drills;
books with tapes
Parlate con Noi

grammar emphasized; use of English avoided; books with tapes
Eso Es~`

grammar emphasized; use of English avoided, except in the
examination stage; books with audio-visual material
Le Frangais d'Aujourd'hui~`

grammar integrated; use of English avoided; books with audio-visual
material
Longman Audio-Visual French~`, Adelai:te" and Cambridge Latin
Course~`

52 Courses which include handbooks for teachers are marked
with ~`.
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6.4 Resources: Additional Classroom Material

6.4.1 Introduction
Teachers were asked whether they use additional classroom
material, and to specify the type of material used to complement
the textbooks.

As mentioned in 3.2.4, of the 277 teachers who completed the
textbook section of the survey questionnaire, 263 teachers answered
that they use additional material; only 149 teachers (56.7 per cent
of those who use such material) provided a more detailed
description.

About the use of classroom material other than textbooks, two
teachers commented that they did not have the time to search for
sui[able additional teaching material.

Teachers' replies to the question about staffroom discussions on
matters of resources (6.5) is followed by a summary of personal
comments on the questionnaire (6.6).

6.4.2 Additional material in use
The information is categorized as follows:
1 Own notes

This includes teachers' own grammar exercises and worksheets
("home-made"), photocopied grammar sections (selected from
books teachers have at home).

2 Published thematic material
This includes teachers' own choice of (authentic) material such
as magazines, newspapers, journals, pamphlets.

3 Audio-visual material
This includes teachers' own choice of tapes, records, posters,
video recordings, and radio and television programmes other
than provided with the course books.

Most teachers who provided details about the type of additional
material select from more than one of the categories mentioned
above. Almost all of them make their own notes. A small majority
use different kinds of published thematic material to complement
the textbooks. Only six teachers mention audio-visual material other
than that provided with the course books.

6.4.3 Conclusion
The information available is too limited to arrive at a conclusion
about the relationship between the use of textbooks and the use of
additional classroom material. However, the observation that most
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teachers write their own notes, including grammar notes, in
addi[ion to what is provided in the published material in use,
emphasizes the importance of teachers' personal opinions. Reasons
for the often eclectic use of books were mentioned in 6.2.2.

6.5 Resources: discussion in the staffroom
Question XVIII asked whether teachers discuss the various
methodologies and materials with teachers of other languages.

The questionnaire gave three options: "yes", "sometimes" or
"no", with a dotted line for specification of "how often".

21.4 per cent answered that they do not discuss these matters
with colleagues in other languages.

Further analysis of the replies was not possible; the difficulty
appeared to be in the interpretation of the words "yes" and
"sometimes". 11.5 per cent answered "yes", and specified a
frequency ranging from "daily" to "weekly" or "frequently"; 67.1 per
cent said "sometimes", specified as from "weekly" to "once per
year" or "sometimes during break, teatime, etc.".

Also analysis of replies by each school showed that teachers in
any one school gave different answers. For example, in a school
with fourteen language teachers, four teachers said "weekly", five
colleagues answered "no", two teachers stated "once a month" and
the remaining three teachers replied "as the occasion arises".

6.5 Teachers' comments
The last column of [he resources section leaves space for personal
comments and 97 teachers used this part of the questionnaire to
express their views, from short notes to information running over
more than one additional sheet. Many comments referred to the
same topic and they can be summarized as:

1 We use these books, but we have inherited them from the
Head of Department's philosophy many years ago.

2 We use these books but we hope to be able to change course
"X" for course "Y" in the next academic year ("Y" being a
more recent publication).

3 We use book "X" only with higher ability; with lower ability
we use book "Y"~ we use book "Y" for higher ability only.
(Comments from different school types, which illustrates the
different views on "ability".)

4 No book is entirely satisfactory. They are often confusing and
sometimes~often~too many grammatical errors can be found.



280

5 We use the books only as source books, but not as course
books to be followed from start to finish. We choose what we
find suitable. One has to overcome innate class resistance to a
textbook, it seems to preclude any natural spontaneity.

6 Until today there is no coursebook suitable~entirely
satisfactory for our purposes. The number of mistakes and
grammatical errors is incredible~the explanations are confusing.
We don't use books.

7 We use a wide range of excellent books, too many to mention
(found on questionnaires on which the resources section was
not completed).

8 We use course "X" because there is no other material
available~ although it does not meet our needs in the mixed
ability first year (in our school etc.) Lack of finance prevents
us from using what we want.

9 Pupils lack motivation and knowledge of their own
language~basic concep[s of English grammar~ have totally
inadequate grounding in primary schools~ are not taught how
to learn. The present generation of schoolchildren coming to
our secondary sector are being taught by teachers who
themselves have never been taught grammar.

10 In my experience and that of my colleagues, it is absolutely
impossible to learn any foreign language unless you thoroughly
understand the workings of your own language.

11 Since 1965 there has been in this country an attempt by
"educationalists" to get rid of organized, structured learning in
all subjects, especially languages~ educational authorities have
abdicated their responsibility to maintain standards.

12 English staff should teach grammar if and when it is
applicable in English. They should not be servants of linguists~
Let them (language teachers) do their own dirty work~We
don't have the time to teach grammar, we have better things
to do.

13 Native speakers of English do not have to know grammar to
develop their literacy~creative essay writíng~drama.

14 I doubt the results of your false statistics: our problems are
more complicated than you think !
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6.7 Conclusion: co-ordinated grammar teaching
To answer the question of whether there are grounds for an agreed
and defined grammar teaching programme, the analysis of teachers'
opinions showed that more than 80 per cent of the teachers is in
favour of some form of co-ordination across departments (see
Chapter 5).

The differences were found in the opinions on which
departments should take part in an attempt to come to an
agreement about how and how much, grammar should be taught in
the schools.

Teachers of Classics (Language Group I) are most interested in
a co-ordinated approach which includes teachers of English, Modern
Languages and Classics.

Among teachers of Modern Languages (Language Group II)
opinions are more divided regarding including or excluding the
Classics Department from such co-ordination.

Among those teachers of English (Language Group III) who are
not interested in a co-ordinated approach across the curriculum,
one group feels that agreement about co-ordinated grammar
teaching should be a matter for discussion with colleagues in their
own Department only, and another group (equal in percentage)
holds the view that between English and Modern Languages
co-ordination is important, but that Classics teachers should not
take part in such discussions.

The differences are related to what has been observed in
Chapter 4: teachers of Classics and Modern Languages attach more
importance to grammar across the curriculum than teachers of
English; views about methods of grammatical explanation are less
divided among teachers of Classics and Modern Languages,
compared to English teachers, in particular for higher ability
groups; teachers of English are the least interested in referring to
the stucture of other languages in their own lessons.

In the comparison of school types and school sectors, it was
found that teachers in non-selective schools are less interested in
co-ordinated grammar teaching than those in selective schools. In
maintained schools teachers are less interested than in independent
schools.

Comparison also showed, however, that teachers are about
equally in favour of grammar teaching in both sectors and types (as
discussed in Chapter 4).

School size appeared to account for differences in opinions as to
how far a co-ordinated grammar teaching programme should stretch
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across the curriculum: non-selective~maintained schools are
generally larger, and therefore the practical consequence of finding
the time to discuss these (or any other) matters formally, with
more members of staff (compared to the generally smaller
selective~independent schools) is greater. This should be an
important factor to consider as regards the organizational form of
a co-ordinated grammar policy across the curriculum.

The role of languages in the curriculum is another aspect to
consider in the organizational form: schools differ as regards the
number of languages offered at examination level; they also differ

as regards the drop out after the option year of 13t (as observed
in Chapter 3).

As regards the approach in a co-ordinated grammar teaching
programme, the evaluation of classroom material did not show a
relationship between preference for a particular approach or method
of explanation and a particular language. The 14 acclaimed courses
across the language curriculum differ, but one cannot say that the
preferred method for language A is "x", and for language B it is
„y~

The most obvious difference is between (a) courses with
classroom material emphasizing "understanding of language rules"
and (b) courses in which pupils' material emphasizes "familiarity
with language patterns". A categorization in terms of, for example
(a) is "grammatical", with explanations in the mother tongue, and
(b) is "non-grammatical" and uses the target language only, is
mislead~ng. -

To some extent, however, such categorization can be justified,
viz. if the statement is based on the pupils' material only. However,
language courses often comprise not only pupils' books, but pupils'
material and teachers' books. Evaluation of the complete courses
showed that the role of grammar is important to very important in
all courses across the curriculum.

The more realistic difference is between methods with
grammatical explanations in the pupils' books, which I have called
grammar role (1), and methods which transfer the task of
developing understanding of language structure to the teacher,
grammar role (2).

Understanding of mother-[ongue grammar is important in almost
all courses: some take this knowledge as a prerequisite, others give
some mother-tongue grammar along with the target language, some
give a formal summary of what should have been understood from
the main text in the pupils' books, others transfer the explanation
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of grammatical concepts (with reference to the stucture of English)
to the teacher. Whether a course is comprised of books only or
uses audio-visual material does not affect the role of grammar. It
affects the method of explanation.

Pupils may find it difficult to understand that, for example, the
German book tells them to find the object of a sentence first,
before deciding which case to use, whereas the Spanish book tells
them to sing a song (with an accusative in each line) to memorize
the form.

Teachers' handbooks are included in all courses which
concentrate on pattern drills in the pupils' material. In most cases
teachers are provided with full advice on grammatical explanations.
The crucial factor is: do teachers (want to) use these books?

If they do, pupils will learn to be aware of the structure of the
target language.

If they do not, the role of grammar and method of explanation
depends on the teacher's personal views and opinions, which takes
us back to Chapter 4.

Taking these points into account, and going back to the
differences between the three language groups as regards their
"organizational surroundings" (teachers of English, mainly from
non-selective maintained schools, teachers of Classics, mainly from
selective indepedent schools, and teachers of Modern Languages
about equally divided over the school types and sectors; (see
Chapter 3), there are good reasons to argue that

(a) in any attempt to introduce a co-ordinated language teaching
programme, one does not only deal with different personal opinions
and views about how language should be taught. One also has to
face the problem of how to accomplish what in this survey is felt
as educationally justified: how to introduce a co-ordinated
language policy on a national scale (see 2.2 and 2.3) as long as
language departments in schools are organizationally divided,
schools which are ruled by an examination system in which syllabus
content and requirements are treated as if each language is a
separate entity, and an educational system which is subject to
constant changes decided by political battle. Therefore

(b) a co-ordinated language policy ( including a co-ordinated
grammar teaching programme) should be developed within any one
school. To phrase this figuratively: tlze colour of the language
umbrella should be chosen in any orze school accordi~zg to its
specific needs and potentials.



CHAPTER 7

THE ROLE OF GRAMMAR IN SECONDARY SCHOOLS

SIX SURVEY SCHOOLS: THE TEACHERS, THE PUPILS AND THE
BOOKS

7.1 Introduction

In this chapter there is particular emphasis on the last part of the
question of whether there are grounds for an agreed and defined
grammar teaching programme, at least in any one scliool.

The results of the survey showed that, based on teaching
experience, the majority of respondents holds the view that pupils'
understanding of mother-tongue grammar is important in the study
of English and foreign languages; in particular if their objectives
include writing, and if they aim to prepare pupils for public
examinations (Chapter 4). The results showed that the majority of
teachers is in favour of grammar teaching (4.2), and of some form
of co-ordinated grammar teaching (5.2).

We also observed that, across the language curriculum, the
most popular courses do not represent one particular approach to
grammar: some courses emphasize understanding of grammatical
structures, some courses emphasize constant practice of drills, and
others attempt to do both.

In the examination of six survey schools, the position of the
pupil at 14f is taken as an example, viz. when he begins with the
actual preparations for public examinations.

To answer the question mentioned above, the examination of
the 14t language classrooms concentrates on the following points:

(a) which attitude towards grammar is imposed upon him as a
result of approaches in his textbooks (authors' opinions)?

(b) which attitude towards grammar is imposed upon him as a
result of his teachers' opinions?

(c) do (a) and (b) contribute to his understanding of how and
what he is expected to prepare for the public examinations
at 16t?
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To answer point (a) the role of grammar in textbooks used at
14f is evaluated (vertical evaluation). The answer to point (b) was
found in the questionnaires.

The six survey schools (letters A to F) represent the
socio-demographic variables which were taken as relevant for the
purpose of this study.s3

variable

1. LEA~County (a) Hereford 8c Worcester
(b) Gloucestershire

2. Responsibility (a) Maintained
(b) Independent

3. Sex of population (a) Boys
(b) Girls
(c) Co-educational

4. Entrance requirements (a) Non-Selective
(b) Selective

5. Size (number of pupils) (a) up to 500
(b) 500-1,000
(c) 1,000-1,500

6. Geographic location (a) rural
(b) town
(c) city

school

B, D, F
A, C, E
A, B, C, F
D, E
B
E
A,C,D,F
A,C,F
B, D, E
E
B, C, D, F
A

A,C,E,F
B, D

School F is different from the other schools as regards its
departmental structure: all languages (including English) are
organized under the responsibility of a Co-ordinator of
Communications.s4

The examination of each school follows the same pattern:
The first section gives a general profile of the school, which

includes the number of languages offered in the curriculum, the
structure of departmen[s, and a general profile of the teachers.
This is followed by their opinions about the importance of
mother-tongue grammar (for the teaching of their target

3~2.

53 See Chapter 3, 3.2.1.

s4 For structure of departments, see Chapter 3, 3.3.6, table
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language), their preference for method of explanation, and then

views on the importance of pupils' awareness of language structure

and their views on co-ordinated grammar teaching.
Where relevant, teachers' comments are quoted in connection

with their opinions: the exact phrasing portrays attitudes and

views more precisely than the summary of comments (6.6).
The second section, "the pupils at 14f, their options, teachers

and books", gives the percentages of pupils who continue with

languages after the option year, and lists the textbooks as used by

each teacher individually. The list also includes the textbooks used

until the option year, which indicates which teachers rely on

complete language courses and which teachers make a more eclectic

choice.
The third section consists of a"Grammar Grid": a visual

presentation of the role of grammar in the language classrooms at
14f.

The four[h section gives a conclusion of the findings in each
school.

In the six survey schools, teachers mentioned 45 titles used

across the curriculum with 14-year-olds; five different titles were

used in previous years. In two cases teachers were not pleased with

their course and mentioned the books chosen for replacement.
The role of grammar in these 52 courses is evaluated in 7.2. The

six schools are discussed in 7.3 (7.3.1-7.3.6). Section 7.4 gives a

summary of teachers' opinions about the role of grammar compared

to the role of grammar in the books they (have to) use across the

curriculum of the six schools. This is followed by the conclusion

in 7.5.

7.2 Textbooks in use: Vertical evaluation at 14t

To indicate the differences and similarities between the textbooks

used in the six survey schools [he following criteria are used:

Type
Complete language course in stages or a textbook on specific

topics or examination practice.
Ability
The book suits pupils of all abilities, or is meant to be used with

higher or lower sets.
Aim
Examination aim is meant here; the book covers the syllabus of

CSE and~or GCE "O" level examinations, or is meant for

topic~examination practice.
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Grammar
The terms "predominant", "emphasized", "integrated", "limited" or
"no grammar" express the amount of attention given to grammar
(as in 6.2).

predominant: (a) systematic attention to the grammatical
structure of the language: each chapter or unit
contains a grammar section which demonstrates and
explains grammatical points in full, with ample
exercises for consolidation and practice; or
(b) a separate grammar section in the pupil's book,
which demonstrates and explains systematically the
basic concepts and structures (with exercises for
consolidation and practice of each point elsewhere
in the course); or
(c) a grammar reference book.

emphasized: (a) systematic attention to the grammatical
structure of the language; each chapter or unit
includes parts of up to three grammatical points,
with exercises to test each point; or
(b) a separate grammar section in the pupil's book,
which demonstrates and explains the main points of
grammar (with typical grammar exercises for
consolidation and practice of most points elsewhere
in the course).

integrated: systematic inclusion of grammar in most chapters or
units, but without particular emphasis on its
importance or need for specific grammar practice.

limited: little grammatical information contained in the
pupil's book.

Authors' views
Where possible, the authors' views on the role of grammar are
mentioned.
Grammatical explanation
For the foreign language courses the list states whether the
pupils' books contain grammatical explanations with or without
reference to the mother tongue.
Terminology
Use of (English) grammatical terminology in the main text and in
grammar summaries~ reference sections of the pupils' books are
indicated.
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Teaching guide
The course gives detailed suggestions on (grammatical) teaching
points in a separate teacher's handbook, or there is no teacher's
handbook.
14t
Where a course in stages is used, this specifies the stage and the
main teaching points at 14f.

When books are discussed in the evaluation of acclaimed
courses (in Chapter 6), this is mentioned. The details above are
included in the Grammar Grid of each school (in the third sections
of 7.3.1-7.3.6).

Books across the language curriculum at 14t
Each book carries a number, preceded by the letter (B), for easy
reference in the discussion of materials; SCHOOLS A-F refer to the
six schools in which the books are used. The books are listed by
language.ss

ENGLISH

(B1) THE ART OF ENGLISH (Certificate Course) (schools CBrF)
Type : Complete course in 5 stages
Ability group : Average to higher ability
Aim : CSE and "O" level
Grammar : Predominant

with formal sentence analysis and full explana-
tions; "much of the grammar work is in the form
of constructive exercises that should lead to a
real understanding of English usage and confident
handling of the language" (Book C3, p. vii)

Terminology : Yes
Teaching Guide: No
14t~Stage C3 : Main points: tenses, complex sentences

(see also 6.3.2)

(B2) THE ART OF ENGLISH ( General Course) (schools ABcE)
Type : Complete Course in 5 stages
Ability group : Lower to average ability

55 Specification of author, publisher and year of publication
is given in Appendix III, Table 5.
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Grammar : Integrated
Terminology : Yes
Teaching Guide: No
14f~Stage 4 : Main points: direct and indirect speech, sentence

structure related to style

(B3) A BASIC COLTRSE IN ENGLISH
Type : Foundation course in one volume
Ability group : All abilities
Aim : CSE and "O" level
Grammar : Predominant

stages

"to understand the correction of errors, and to
follow the teacher's advice on rules and usage,
the pupil must have an adequate stock-in-trade of
grammatical and technical terms; these terms must
be made thoroughly familiar to him by frequent
use in meaningful context...I have treated grammar
as a tool and as an aid to correct usage" (p. v)

Terminology : Yes
Teaching Guide: No
14t : Main points: all basic poin[s of grammar

(B4) MAINSTREAM ENGLISH
Type : Complete course in 6
Ability group :
Aim .
Grammar .

Terminology .
Teaching Guide:
14t~Stage 4 .

level (stage 6)

(schools AcgC)

(scJ:ool A)

"for the most part, it is assumed that the teacher
prefers to deal with pupils' difficulties (spelling,
punctuation, grammar, etc.) on an individual or
group basis, as and when they arise. Nevertheless
some work in punctuation, linguistics and grammar
is included as a check for diagnosis and for
revision" (Book 1, p. iii)

All abilities
CSE (stages 1-5); "O"
Very limited

No

points: 3 sections of "Language Study"
focussed on direct and indirect speech and
sentence combining; based on native knowledge of
the language; use of a few grammatical terms;
meaning and use of these terms is part of
"dictionary work" exercise.

No
Main
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(B5)
Type

EVERY DAY GRAMMAR
: Basic English grammar in

Ability group :
Aim .
Grammar .
Terminology .
Teaching Guide:
14f~Book 2 .

(B6)

Type Textbook for
composition
All abilities

practice

Ability group .
Aim .
Grammar .
Terminology .
Teaching Guide:
14t

CSE and "O" level
No
No
Yes
Main points: graded
practice

of
(school A)

comprehension and

exercises for examination

(B~) COMPREHENSION, INTERPRETATION AND CRITICISM

Type
(school B)

Course in 4 stages; study of language in literary

Ability group :
Aim .
Grammar .

Terminology .
Teaching Guide:
14t~Stage 3

context
Average to higher ability
"O" level
No; understanding of sentence
native knowledge of English
No
No
Main points: literary
meaning and style

structure based on

passages, with questions on

(B8) ENGLISH FOR SECONDARY SCHOOLS (school C)
Type .
Abili[y group :
Aim .
Grammar .
Terminology .
Teaching Guide:

pupils
All abilities
Understanding the rules
Grammar only
Yes
No

(school A)
4 parts for younger

of English

Main points: parts of speech

PRACTICE IN ENGLISH FOR 16f EXAMINATIONS

Complete course in 5 stages
Higher abili[y
"O" level
Predominant
Yes
No
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14t~Book 2 : Main points: Subject~ object~ predicate; sentence
composing and combining

(B9) NEW ENGLISH (school C)
Type : Complete course in 4 stages
Ability group : Average to higher abilities
Aim : CSE and "O" level
Grammar : Predominant

with formal sentence analysis, full explanations
and exercises

Terminology : Yes
Teaching Guide: No
14t~Stage 4 : Main points : grammar reinforced; emphasis on

variety of sentence structures, tenses and
agreement
(see also 6.3.2)

(B10) ENGLISH TODAY (scl:ool E)
Type : Complete course in 5 stages
Ability group : Average to higher ability
Aim . "O" level
Grammar : Predominant

complete functional grammar of English "linked
with comprehension work and the correction of
ludicrous errors, it will help towards clear
thinking and the construction of varied, precise
sentences" (Book 4, p. 3)

Terminology : Yes
Teaching Guide: No
14f~Book 4 : Main points: clause structure of sentences

(B11) PLEASURE IN ENGLISH (school E)
Type : Complete course in 5 stages. Alternative to

Mastery of English (B46)
Ability group : Lower to average ability
Aim : CSE
Grammar : Integrated

"the necessary grammar is presented in a sensible
and realistic way" with exercises; separation of
one particular branch (poetry, grammar,
composition etc.) is deliberately avoided (Stage 1,

P- 2)
Terminology : Yes
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Teaching Guide: No
14f~Stage 4 : Main points: direct and indirect speech; sentence

combining

(B12) ORDINARY LEVEL ENGLISH LANGUAGE TEST PAPERS
(school E)

Type .
Ability group :
Aim .
Grammar .
Terminology .
Teaching Guide:
14t .

Textbook for examination practice
Average ability
"O" level
No
No
No
Examination papers

(B13) CLEAR ENGLISH
Type : Complete course in 5 stages
Ability group : Lower to average ability
Aim : CSE and "O" level
Grammar : Integrated
Terminology : No
Teaching Guide: No

(school F)

14t~Stage 4 : Main points: sentence structures~sentence
combíning

FRENCH

(B14) LONGMAN AUDIO-VISUAL FRENCH
(schools Ac~BáCácD)

Type : Complete audio-visual course in 5 stages
Ability group : All abilities (stages 1 and 2)

Lower ability (stages B3 and B4)
Higher ability ( stages A3, A4 and AS)
The A stream follows the same general pattern as

the B stream but at a faster pace
Aim : CSE (B stream) and "O" level (A stream)
Grammar : Integrated

"to give pupils every opportunity to use the

language rather than expecting them to memorise

grammatical tables and to analyse the language"

(Teacher's Book 1, p. 5). Decisions about the

amount of written practice are left to the teacher
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Explanation .
Terminology .
Teaching Guide:
14f~Stage B3 .

14t~Stage A3 .

14f~Stage A4 :

No reference to the mother tongue
No; only in summaries
Yes
Main points: use of tenses, conjugation of verbs,
comparative, superlative, participles
Main points: use of tenses, conjugation of verbs,
superlative
Main points: various infinitive constructions, use
of tenses
(see also 6.3.3)

(B15) MODERN CERTIFICATE FRENCH (schools AáD)
Type
Ability group

Aim

: Textbook for additional practice in years 4 and 5
."the less able classes preparing for "O" level"

(P. v)
: "O" level

Grammar : Emphasized

Explanation .
Terminology .
Teaching Guide:
14t

but limited number of grammatical points; mainly
verbs: "of the vast numbers of young people who
now learn French a large proportion are not
particularly gifted in the linguistic sense, so the
field they attempt to cover should be a restricted
one" (p. v)
With reference to the mother tongue
Yes
No
In the survey, used for CSE and "O" level
practice

(B16) ECLAIR
Type .

Ability group :
Aim .

Grammar .
Explanation .
Terminology .
Teaching Guide:
14t~Units 13-18:

(schools Ac~C)
Audio-visual learning material for the first two
years of French
Lower abilities
Everyday, mainly spoken, French in situational
context
Very limited
No reference to the mother tongue
No
Yes
Main points: pronouns, adjectives, present tense
of verbs, agreement
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(B17) FRENCH FOR CSE (schools Aá~D)
Type : Textbook for additional practice in years 4 and 5

Ability group : Lower ability
Aim : CSE
Grammar : Emphasized

"although no board requires candidates to
translate passages of English into French, a sound
knowledge of grammatical structures is vital to
the writing and speaking of accurate French and
this can only be acquired by constant practice"
(p. vii)

Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: No
14f : CSE practice

(B18) GETTING TO KNOW THE PERFECT AND IMPERFECT
(scl:ool C)

Type : Textbook, for additional practice in fourth and
fifth year

Ability group : All abilities
Aim : CSE and "O" level
Grammar : Predominant

deals with the use of tenses, negative forms,
special difficulties for native speakers of English

Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: No
14f : Explanations and practice for reinforcement

(B19) LE FRANCAIS D'AUIOURD'HUI (school D)
Type : Complete course in 4 stages, with audio-visual

material; stage 4 in two streams
Ability group : Average to higher ability

Average ability (book 4: CSE); higher ability (book
4, "O" level)

Aim : CSE and "O" level
Grammar : Emphasized

attempts to provide a compromise between
traditional and modern methods; one of the
primary aims is "to develop the art of writing; so
very often, it is the written work that shows
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what a very shaky hold of spelling, vocabulary
and constructions our pupils have" (Teacher's
Book 3, p. 6)

Explanation : Without reference to the mother tongue, except in
Stage 4 (CSE and "O" level)

Terminology : No; except in summaries and the fourth stage of
the course

Teaching Guide: Yes
14t~Book 3 : Main points: constructions with different types of

verb
14t~Book 4 :"O" level; Main points: full revision and exami-

nation practice
14t~Book 4 : CSE; Main points: full revision and examination

practice
(see also 6.3.3)

(B20) LE FRANCAIS PAR IMAGE (school D)
Type : Complete course in 3 stages, with audio-visual

material
Ability group : Lower ability
Aim : CSE
Grammar : Very limited, apparently as inevitable:

"language learning is not concerned with problem
solving, the creation of a sentence by means of
rules, or translation (the comparison of two
languages). It is concerned with the formation of
new linguistic habits, and the acquisition of new
skills. The speech patterns of the mother tongue
militate strongly against the forma[ion of new
habits and so this should be excluded as far as
possible from the course." "Grammar is a matter
not of rules and examples drawn from written
materials but of pattern practice." (Teacher's Book
1, p. 3)

Explanation : Without reference to the mother tongue
Terminology : No; except in grammar summary
Teaching Guide: Yes
14t~Book 4 : Main points: tenses

(B21) NEW SIMPLER FRENCH COURSE (schools BdzE)
Type : Textbook for additional practice
Ability group : Average to higher abilities
Aim : "O" level
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Grammar : Predominant
"Average classes may confine themselves to the
essentials, which are in larger print. Points of
less frequent occurrence are in smaller print. A
comprehensive survey must include these points
which may be assimilated by the brighter pupils
and form a foundation for more advanced thèrne"
(p. vii)

Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: No
14t : Revision and examination practice

(B22) REVISION FRENCH (school E)
Type : One year examination revision course
Ability group : Average to higher abilities
Aim : CSE and "O" level examinations
Grammar : Emphasized

"many pupils reach the examination year with the
uncomfortable feeling that their knowledge of
French grammar is patchy and unreliable" (p. 3)

Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: No
14t : Revision and examination practice

(B23) DE JOUR EN JOUR (scl:ool F)
Type : Complete course in 5 stages
Ability group : Lower ability
Aim : CSE
Grammar : Integrated

"new sentence patterns, verbs, points of usage
etc. are first introduced in the stories and then
later pinpointed and explained" (Book 2, p. x).
"The grammar for the course is based on le
fran~ais fondamental, premier degré (1959)56 and
is planned on the assumption that while the child
will need to have a"passive knowledge" of the
Past Historic and be able to recognize the Future

56 For this reference, see the French CSE syllabus, Appendix
IV, Table 1.
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Perfect and Conditional Perfect tenses, he will
only be expected to use the Present, Perfect,
Imperfect, Pluperfect, and Conditional tenses. The
Subjunctive will not be taught." (Book 5, p. x)

Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: No
14f~ Book 4 : Main points: conjugations and use of tenses
14f~ Book 5 : Main points : revision for examinations

(B24) C'EST SYMPA (school F)
Type : Textbook for oral examination practice, with tapes
Ability group : All abilities
Aim : "O" level
Grammar : Integrated

"expanding

Explanation

their vocabulary, practising useful
structures...particular attention is given to those
areas of the pupils' experience which are
peculiarly English and hence not easily discussed
and explained in French" (Introduction, p. 1)
With reference to the mother tongue

Terminology : Yes
Teaching Guide: No
14f : Revision

(B25) EN AVANT
Type .

Ability group .
Aim .

Grammar .

(school F)
A five-year course in 4 stages, with audio-visual
material; to be followed by A votre Avis ( higher
abilities)
All abilities
Beginners' course
"designed so that it can be used with large

who are not necessarily
2, p. 3)

classes and by teachers
French specialists" (stage
Integrated
"It is hoped that pupils will be able to produce a
limited number of sentence patterns together with
the appropiate vocabulary and that they will
understand a rather greater amount of language"
(Teacher's Book, Stage 1, p. 3)

Explanation : Without reference to the mother tongue
Terminology : No
Teaching Guide: Yes

and examination practice
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14t : Various materials (unspecified)

(B26) FRENCH SIGN LANGUAGE (scl:ool F)
Type : Textbook with reading comprehension material
Ability group : All abilities
Aim : Development of oral skills in the first years
Grammar : Limited

"complications such as gender of nouns and
ending of verbs and adjectives have been kept to
a minimum in the belief that fuller information is
not required for comprehension" (p. 8)

Explanation : No explanation
Terminology : No
Teaching Guide: No
14f : Topics for oral practice

(B27) AVANCONS
Type .
Ability group :
Aim
Grammar

Explanation .
Terminology .
Teaching Guide:
14t~Book 2 .

(school F)
Course in two stages
Lower to average ability
CSE
Integrated
"no grammar notes are given apart f rom those on
verbs, but provision is made in the exercises
based on the reading passages for systematic
revision of all necessary grammar" (Book 1, p. 9)
With reference to the mother tongue
Yes; mainly when related to conjugations
No
Main points: verbs in indicative and imperative

GERMAN

(B28) VORWÁRTS
Type : Complete audio-visual course
Ability group
Aim
Grammar

(schools AcP~F)
in 5 stages

: All abilities
: CSE and "O" level
: Emphasized, although

"each teacher is expected to select from
materials according to his teaching aims and

the
the

aptitude of his pupils" (Teacher's Book, Stage 3,
p. 13)
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Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: Yes
14t~Stage 3 : 4 sections of Illustrierte Gramrnatik, Lesen, Hóren,

Sprechen, Schreiben: wide variety of (parts of)
grammatical topics

(B29) DEUTSCH FiJR JUNGE LEUTE ( Book 1)
(school A)

Type : Textbook in four parts: complete course with
limited audio-visual material

Ability group : Lower to average ability
Aim : CSE
Grammar : Emphasized, but limited
Explanation : Wi[hout reference to the mother tongue; only in

the Grammar Glossary
Terminology : No; except in separate Grammar Glossary
Teaching Guide: Yes
14t : About the CSE syllabus

(B30) MACH MIT
Type .
Ability group .
Aim .
Grammar .
Explanation .

Terminology .
Teaching Guide:
14t .

(schools AácBázD)
Complete course in 3 stages
Average to higher ability
"O" level
Predominant
With reference to the mother tongue, explained
a separate section, "Grammar as illustrated
individual lessons"
Yes
No
All parts
(see also 6.3.4)

in
in the

(B31) COMPLETE GERMAN COURSE (school D)
Type : Reference grammar with exercises
Ability group : Higher ability
Aim : "O" level
Grammar : Predominant

with indication of differences between spoken and
written language

Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: No
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14t : More than "O" level syllabus

(B32) WIR LERNEN DEUTSCH (school E)
Type : Complete course in 3 stages, with audio-visual

material
Ability group : Average to higher ability
Aim : "O" level
Grammar : Predominant
Explanation : Without reference to the mother tongue

"each drill should be prefaced by an introduction
in German and they should be worked as soon as
the grammatical point concerned has been
learned and thoroughly understood" (Teacher's
Book 2, p. 2)

Terminology : No; except in grammar summary
Teaching Guide: Yes
14t~Part 2 : Main points: conjugations and use of verbs;

subordinate clauses

(B33) DEUTSCHER SPRACHKURS (school F)
Type : Complete course in 4 stages
Ability group : Average to higher ability
Aim : Covers from CSE up to "A" level
Grammar : Emphasized
Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: Yes
14t~Book 1 : About the CSE syllabus
14t~Book 2 : About the "O" level syllabus

(see also 6.3.4)

SPANISH

(B34) ESO ES
Type .
Ability group :
Aim .
Grammar .
Explanation .
Terminology .

(school A)
Complete course in 2 stages, with tapes
Average to higher ability
"O" level
Emphasized
With reference to the mother tongue
Yes, in the summaries, which are an integral part
of the course
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Teaching Guide: Yes
14f~Book 2 : Main points: use of verbs, subordinate clauses

(see also 6.3.~)

(B35) PRINCIPIOS DE ESPANOL (school A)
Type .
Ability group .
Aim .
Grammar .
Explanation .
Terminology .
Teaching Guide:
14f~Part 1 .

Complete course in 2 stages
Average to higher ability
"O" level
Predominant
With reference to the mother tongue
Yes
No
Main points: basic grammar, but without
imperfect, preterite and subjunctive

(B36) ADELANTE (school C)
Type : Complete audio-vísual course in 4 stages
Ability group : Lower to average ability
Aim : CSE and "O" level
Grammar : Integrated
Explanation : Without reference to the mother tongue
Terminology : No; except in grammar summaries and optional

grammar book
Teaching Guide: Yes
14t~Stage 4 : Main points: conjugations and use of verbs,

including the subjunctive
(see also 6.3.5)

(B37) AN ESSENTIAL COURSE IN MODERN SPANISH

Type
Ability group
Aim
Grammar
Explanation
Terminology

(school E)
A comprehensive grammar book
Higher ability
Initial course for university
Predominant

students

With reference to the mother tongue
Yes
No
As reference book

Teaching Guide:
14f .
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ITALIAN

(B38) PARLATE CON NOI (school E)

Type : Complete course in two stages, with tapes
Ability group : Average to higher ability
Aim : Between "O" and "A" level
Grammar : Emphasized
Explanation : Without reference to the mother tongue

Terminology : No; except in grammar summary
Teaching Guide: No
14f~Book 1 : Between CSE and "O" level syllabus

(see also 6.3.6)

(B39) ITALIAN
Type .
Abili[y group :
Aim .
Grammar .
Explanation .
Terminology .
Teaching Guide:
14f

(B40)

FOR YOU
Grammar book with exercises
Higher ability
Course for older students
Predominant

(school E)

With reference to the mother tongue
Yes
No
As reference book
(see also 6.3.6)

MODERN ITALIAN GRAMMAR
Type .
Ability group .
Aim .
Grammar .
Explanation .
Terminology .
Teaching Guide:
14f .

LATIN

Grammar book with exercises
Higher ability
Course for older students
Predominant
With reference to the mother
Yes
No
As reference book

(school E)

tongue

(B41) A NEW APPROACH TO LATIN (schools Ac~F)
Type : Complete Latin course in 2 parts
Ability group : Higher ability
Aim . "O" level
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Grammar : Predominant, although
"it preserves the aim of language training but
introduces the grammatical forms in a reading
context rather than as paradigms [o be
memorized...the full treatment of the language
sections is not intended to usurp the function of
the teacher who, given adequate time, will often
render superfluous most of the explanations
offered by course books...but in times of teacher-
shortage and crowded timetables...etc." (Part 1,
p. 4), which results in clear and consistent
explanations

Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: No
14t : Basic grammatical stuctures

(B42) CAMBRIDGE LATIN COURSE (school B)
Type .
Ability group :
Aim .
Grammar .
Explanation .
Terminology .
Teaching Guide:
14t~Unit 4 .

Complete Latin reading course in 5 Units
Average ability
"O" level
Integrated
Without reference to the mother tongue
No
Yes
Consolidation of basic drills and syntactic
structures
(see also 6.3.7)

(B43) ECCE ROMANI (schools DáE)
Type .

Ability group :
Aim .
Grammar .
Explanation .
Terminology .
Teaching Guide:
14f~ Book IV :

14t~ Book V .
14t~ Book VI :

Complete Latin reading course in 5 stages (6
stages in first edition)
Average to higher ability
"O" level
Emphasized
With reference to the mother tongue
Yes
Yes
Main points: ablative absolute, infinitive
constructions and various types of clause
As above
Revision
(see also 6.3.7)
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(B44) THE SHORTER LATIN PRIMER (school E)
Type .
Ability group .
Aim .
Grammar .
Explanation .
Terminology .
Teaching Guide:
14t .

Reference grammar
Higher ability
First years of Latin
All basic points
With reference to the mother tongue
Yes
No
Revision and reference

(B45) CLARENDON LATIN COURSE (school D)
Type : Complete course in 2 parts (Accidence and

Ability group .
Aim .
Grammar .
Explanation .
Terminology .
Teaching Guide:
14f~ Book 1 .

Syntax)
Higher ability
"O" level
Predominant
With reference to the mother tongue
Yes
No
Accidence

Textbooks used in previous years
In the first three years pupils sometimes used parts of complete
language courses or topic materials different from the courses they
use at 14t.

(B46) MASTERY OF ENGLISH (school A)
Type : Complete course in 5 stages
Ability group : All abilities (stages 1-3); higher abilities (stages

4-5)
Aim . "O" level
Grammar : Predominant

with formal sentence analysis, definition-type
explanations and exercises "to ensure a thorough
grounding in both the understanding of English
and the needs arising from the study of a foreign
language" (Book 1, p. xii)

Terminology : Yes
Teaching Guide: No
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(B47) HOW TO SPELL AND PUNCTUATE (school B)
Type : Course in two parts
Ability group : Average to higher ability
Aim : "O" level
Grammar : Predominant
Terminology : Yes
Teaching Guide: No

(B48) OXFORD
Type .
Ability group .
Aim .
Grammar .
Terminology .
Teaching Guide:

SECONDARY ENGLISH (school D)
Complete course in 4 stagess~
Average ability
"O" level
Integrated, with grammar summary
Yes
Yes: "the teacher's book contains a greater
variety of assignments, at different levels, than is
normally possible. This means that the teacher
can choose work that suits the needs and abilities
of his class" (Stage 1, p. 5)

(B49) UN, DEUX, TROIS (school E)
Type .

Ability group .
Aim .
Grammar .

Beginners' course in two parts, with some audio--

visual material
Lower ability
Preparation for further course work
Limited; with traditional exercises in workbook
The authors explain to the pupils their views on
language acquisition~learning: "the younger you
are, the easier it is to master the speech patterns
of a language, mainly because your ear is much
better and because the muscles of your mouth and
throat are more flexible "(Book 1, p. 4)

Explanation : Without reference to the mother tongue
Terminology : No
Teaching Guide: Yes

(B50) MICHEL ET FRAN~OISE (school E)
Type : Complete course in 4 stages

57 Since 1985 Oxford Secondary English is a GCSE course.
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Ability group : Lower ability in grammar schools
Aim : CSE and "O" level
Grammar : Emphasized, with traditional exercises
Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: No

Replacements
In two schools department decided to replace their language
course.
As replacement of Longman Audio-Visual French (B15)

(B51) TRICOLORE (school C)
Type : Complete course, with audio-visual material, for

the first two years of French, in 3 stages (in
1980)58

Ability group : All abilities
Aim : Beginners; originally as preparation for A votre

Avis (Schools Council Continuation French)
Grammar : Emphasized

"all grammar should first become familiar to the
pupil through oral-aural activities. Next pupils
should be helped to work out rules for themselves
from examples and the teacher should answer
questions and explain fully himself before
referring his pupils to the printed explanation"
(Teacher's Book 1, p. 8)

Explanation : With reference to the mother tongue
Terminology : Yes
Teaching Guide: Yes

As replacement of Le Fran~ais par Image (B21)

(B52) COURS ILLUSTRE DE FRAN~AIS (school D)
Type : Complete course in 5 stages, with audio-visual

material
Ability group : All abilities

58 Since 1985 Tricolore is a complete GCSE course in 4
stages (average to higher ability).
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Aim : CSE (Books 1-4) and "O" level (Book S)
Grammar : Integrated

"thorough and well graded oral work will help to
eliminate much bad written work...t~eaching
children how to speak French has to be a
scientific opera[ion, involving (a) [he splitting up
of paradigms and grammatical categories, and (b)
knowing exactly what one is going to practise in
any given lesson" (Teacher's Book 2, p. 2)

Explanation : No reference to the mother tongue
Terminology : No; except in summary
Teaching Guide: Yes

7.3 Six survey schools: curriculum, opinions and books

7.3.1 SCHOOL A: maintained comprehensive ( 1,500 pupils)

7.3.1.1 The school, the language curriculum and opinions

Profile
This is a County Council's co-educational day school located in
one of the larger towns; it caters for pupils of all abilities (age
range 11-18). As a comprehensive school since 1971, it is an
amalgamation of various schools in the area, originally of different
types (Grammar, Secondary Modern etc.). There is no admittance
procedure; in the first year, ability setting takes place in three
Bands. In the second and third years there is further ability
assessment and pupils are taught in "sets".

Language curriculum
The school offers English, French, German, Spanish and Latin.
French is compulsory in the first three years; German and Spanish
are compulsory for pupils in the top sets, in the second and third
year. Latin is optional and is offered up to GCE "O" level examina-
tions, starting in the fourth year. All other languages are taught up
to "A" level.

Structure of Departments
Languages are organized in two departments: English and Modern
Languages (the latter includes Classics), each under the
responsibility of a Head of Department. Within the departments
there is a Head of Subject for each language.
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The teachers (13 respondents)
Profile
All teachers are well qualified, and are appointed full-time. Seven
teachers have special responsibilities. They are content to very
content with their profession, except the Head of Modern
Languages (8) and one English teacher (2).
even teachers find that problems in teaching languages are
different from teaching non-language subjects; the Head of the
Remedial Department (6) and the Head of Latin (13) feel that the
problems are similar.

Involvement across the language curriculum (by teacher's number):
(1) English; in charge of CSE
(2) English
(3) English
(4) English
(5) English; Head of Drama
(6) English; Head of Remedial teaching
(7) English; Principal
(8) French and Spanish; Head of Modern Languages, including

Latin
(9) French and German ; in charge of CSE Modern Languages

(10) French and German; Head of German
(11) German
(12) French and Spanish
(13) Latin (Head of Latin)

Opinions: mother-tongue grammar
The summary table below gives the various opinions about the

importance of English grammar across the school's language
curriculum:

Importance of grammar for English: English teachers (1)-(7)

higher ability lower ability
written spoken written spoken

very important (4)(7) (4)(7) (7) (7)
important (2)(5)(6) (2)(5)(6) (2)(4)(5) (2)(4)
not really important (1)(3) (1) (6) (5)
unimportant (3) (1)(3) (1)(3)(6)
-----------------------------------------------------------
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Importance of English grammar for ,'Itodern Languages
M.L. teachers (8)-(12)

higher ability lower ability
written spoken written spoken

very important (8)(9) (8)(9) (10) (10)
(10)(11) (10)(11)

important (12) (12) (8)(11)
not really important (9) (8)(9)(11)
unimportant (12) (12)
-----------------------------------------------------------
Importance of English grammar for Classics59
Classics teacher (13)

very important (13)

The table shows that some teachers relate their opinion primarily
to ability differences whereas others take the difference between
spoken and written language as the main criterion.

In favour of grammar for all abilities are the English teachers
(2) and (4), the Principal (7), who also teaches English, and the
Head of German (10) (and the Latin teacher, for his higher ability
group).

Against grammar, at all levels, are the teacher in charge of CSE
English (1), and English teacher (3). Teacher (1) expands on his
opinion with the following comment:

Do you mean by "understanding" grammar, practical application
of language skills? A child with no understanding of grammar
can still speak and communicate!

This teacher clearly differentiates between pupils' ability to
communicate and the ability to communicate adequately, effectively
and correctly.

For some teachers their opinion is primarily related to ability
differences; they find it important for higher but not for lower

59 In Question XV of the questionnaire the importance of
English grammar for Classical languages was listed under "written
language for higher ability pupils"; see Apppendix II.
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ability groups. This is the view of the Head of Remedial teaching
(6), the French teacher in charge of CSE (9), and the teacher of
French~Spanish (12).

For others, who find mother-tongue grammar important for the
lower ability groups also, their opinion is related to ihe difference
`oetween teaching written and spoken language in this group:
important only for development of their writing skills. The Head of
Drama (5), the Head of Modern Languages (8) and the German
teacher (11) hold this view. The Head of Drama extends his
comment with:

Academic headaches do not lead to more basic enjoyment in
communication, the object of the exercise!

The syllabus, however, is the object of the exercise and most
educational research therefore aims primarily to facilitate teaching
and learning to enhance enjoyment of what is required at 16f. This
is, for example, also the objective of one of the textbooks this
teacher uses with the fourth form, viz. Mainstream (Stage 4 p. iii).

Opinions: method of grammatical explanation
The summary table shows the following preferences:

higher ability lower ability

traditional (4)(7)(8)(10)(12)(13) (7)
functional (1)(2)(3)(5)(6)(9)(11) (1)(2)(4)(5)(6)
notional (3)(8)(9)(10)(12)(13)
other (11)

Five teachers in the English Department prefer an identical
approach for all abilities: four of them are in favour of a
functional approach for all pupils, and one, the Principal (7), finds
the traditional approach most suitable for all pupils.

Teacher (4) prefers the traditional approach only when teaching
higher ability groups, a view which she shares with four teachers
in the Modern Languages Department, viz. the CSE~French teacher
(8), the Head of German (10), the teacher of French~Spanish (12)
and the Head of Latin (13).

All members of the Modern Languages Department find that a
notional approach suits lower ability pupils best. There is,
however, no agreement about how grammar should be explained in
the top sets: four Modern Languages teachers are in favour of the
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traditional approach for the higher sets, as mentioned above, and
two colleagues prefer a functional approach, viz. the teacher in
charge of CSE (9), and one German teacher (11). The teacher of
French~Spanish (12) gives a further commeni:

I do not understand why there is so much importance attached
in the variety of grammatical explanation. Grammar is only
relevant to children of high ability.

Does this mean that a discussion about teaching methods is only
relevant when it concerns the less able pupils? The German
teacher (11) adds:

For lower abilities I prefer an oral and practical approach.

I[ depends, however, what is meant by "practical". It may be easier
for pupils to be aware that this teacher's oral and practical
explanation of cases, for example, refers to the same issue as
discussed in the English lesson when the Principal explains the
difference between who~whom, also by means of an oral, and
probably traditional explanation, considering his preference.

Opinions: language awareness
The question about the relevance of referring to the structure of
other languages shows:

higher ability lower ability

very important (8)(10)
important (2)(4)(5)(9)(11)(13)
not really important (1)(3)(6)(7)(12)

unimpor[ant

(9)(10)
(1)(2)(3)(4)(5)(8)
(11)(13)
(6)(~)(12)

Four teachers in the English Department do not see the importance
of such reference at all: the teacher in charge of CSE (1), teacher
(3), the Head of Remedial teaching (6), and the Principal (7); a
view they share with the teacher of French~Spanish (12}.

The French~CSE teacher (9) and the Head of German (10) find
awareness of grammatical structures important for pupils of all
abilities. As far as teacher (9) is concerned this is quite
surprising, since he finds grammar teaching not really important in
the lower sets.
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Two teachers and the Head of Drama in the English Department,
viz. (2), (4) and (5), and three teachers in the Modern Languages
Department - the Head (8), one German teacher (11) and the Head
of Latin (13) - relate their opinions to the ability group: they find
it important for higher, but noi for lower abili[y pupils.

Opinions: co-ordinated grammar teaching
The table summarizes the various views about which colleagues
should be included in a co-ordinated grammar teaching programme:

All language teachers (2)(6)(7)(8)(13)
English and Modern Languages (3)(4)(10)(11)
Colleagues in the same language (1)(5)(9)(12)

Opinions clearly diverge, and prior to any attempt to effectuate a
defined and agreed approach, the staff needs to decide how far
co-ordination should stretch across their language curriculum.

7.3.1.2 Pupils at 14f: their options, teachers and books

Languages as options
After the option year, 44.2 per cent of the pupils continued with
French, 50 per cent with German, and 50 per cent with Spanish.
Latin is a new subject in the fourth year and was taken by 10 per
cent of the third-year groups' higher ability set.
The teachers and the books
When pupils decide which languages they wish to take as
examination subjects for CSE or "O" level, they are already familiar
with all languages, except Latin (newly introduced), and with almost
all teachers (except the Head of Drama (5) and the Latin teacher).
There are a few minor differences: the CSE~French teacher (9),
who does French and German in previous years, continues in the
fourth year with French only; teacher (12), who also does French
in the third year, continues with Spanish only.

The table below shows pupils' main language textbooks at 14t,
as used across the language curriculum by teachers (1)-(13), and it
lists the material used in previous years. Some of the books are
marked with HA (higher ability) and LA (lower ability); these are
teachers' comments.
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teacher books at 14t
number

English at 14t

(1)

previous years

Art of English (Mansfield) book G4 llf Art of English
Practice in English book G1

12t Mainstream stage 1
13t no classes

(2) Art of English (Mansfield) book G4 llf Mainstream stage 1
Mastery of English
stage 1

12f Mainstream stage 2
Mastery of English

, stage 2
13f Art of English

book G3

(3) Art of English (Mansfield) book G4 llt Art of English
book G1

12t book G2
13t book G3

(4) Mainstream stage 4 llt Art of English
book G1
Mainstream stage 1
Mastery of English
stage 1

12t Art of English
book G2
Mainstream stage 2
Mastery of English
stage 2

13t Art of English
book G3

(5) Mainstream stage 4 llt no classes
Basic Course in English 12f no classes
Practice in English 13t no classes
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(6) Every Day Grammar book 2

(7) all lessons are oral

French at 14f

(8) Longman Audio-Visual French
stage B3
Modern Cerfificate French (HA)
Eclair (LA)

(9) Longman Audio-Visual French
stage A3 (HA)
Longman Audio-Visual French
stage B3
Modern Certificate French
French for CSE

(10) Longman Audio-Visual French
French for CSE

(12) No French classes

German at 14t

(9) No German classes

11 t no classes
12t no classes
13f Every Day

Grammar book 1

all lessons are oral

llt Longman stage A1
12t Longman

stages A1; A2 (HA)
Eclair
units 7-12 (LA)

13f Longman
stages A2; A3 (HA)
Eclair
units 13-17 (LA)

as teacher (8)

llt Longman stage A1
12t Longman

stages A1; A2 (HA)
13} Longmai: stage A2

13t Longman stage A2

12t Vorwiirts
Kurzfassung (HA)

13} Vorwárts
Kurzfassung
stage 3 (HA)

(10) Vorwárts stage 3 as teacher (9)
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(11) Deutsch fur Junge Leute 13f Deutsch fur Junge
Mach Afit (HA) Leute

Mach Mit (HA)
----------------------------------------------------------

Spanish at 14t

(8) Eso Es book 2 llt Eso Es book 1
12t Eso Es book 1

(12) Eso Es book 2
Principios de Espanol part 2 as teacher (8)

---------------------------------------------------------
Latin at 14f

(13) A New Approach to Latin book 1 (not applicable)

In the discussion below the book numbers added to the titles refer
to the evaluation in 7.2.

Three teachers gave further comments: English teacher (1) said

I find I use textbooks rarely; partly through choice, partly
because the type of book I prefer is not available. I use e.g.
Art of English (B1) as a source book, rather than for the
language exercises, for which I rely more on Mainstream (B4). I
would not use Art of English if other material was available.
Isn't this going to be the case with many of these responses?
That textbooks are used because they are there, inherited from
a previous Head of Department's philosophies?

About additional material he said:
I use worksheets and resource material produced by teachers in
the Department, or by the Inner London Education Authority, or
Resources for Learning Development Unit (Bristol). Some
language work is stimulated by literature being studied.

This teacher, in charge of CSE English, had told us already that in
his view mother-tongue grammar is irrelevant for native speakers.
The G stream (General Course) of The Art of English (B1),
although less "grammatical" than the C stream (Certificate Course)
(B2), still does not meet his objectives. Since the role of grammar



316

in Mainstream (B4) is very limited, this book is a better source for
his purposes.

It is therefore not surprising that from the courses available in
the school, this teacher and colleague (3) do not use the more
grammatical courses, as do colleagues (2), (4), (5) and (6), who find
grammar more important. English teacher (4) commented:

I use Mastery of English (B46) only with the higher sets.

About additional material she said:

I also use information sheets and booklets produced by specialist
bodies, e.g. police and fire service, anti-pollution groups, as
background information for essays of discursive type. Also
collections of past examination papers and multiple choice
comprehension for GCE "O" level and CSE English language.

This teacher finds understanding of mother-tongue structure
important for pupils of all abilities. (Mastery of English, which she
uses in the first two years with the higher sets, is a very
grammatical course.)

Teachers in favour of grammar teaching added other books to
the list: they supplement the limited explanation of grammar in
Mainstream, and in the Mansfield version of TJie Art of English, by
A Basic Course in English (B3) - in spite of [he academic
headaches - and Every Day Grammar (BS).

Teacher (6) does not use any of the main English courses. As a
remedial teacher, her work is focussed on a wider variety of
problems; grammar teaching is, in her view, of hardly any
importance for pupils of lower ability, and she comments:

Much of my language work is based on class activities rather
than a textbook. Books filling gaps where exercises are required
to drive home a point. Actual individual conversations with older
or more forward persons is of great value in our activities.

The Principal does not use any books or additional material: "all
lessons are oral" is his simple comment on the questionnaire. How
this teacher prepares pupils for examinations is not known; only
that his views about grammar (very important for all abilities),
and about method of explanation (traditional for all abilities) are
likely to be included in his approach.

For French all teachers use Longman Audio-Visual French (B14)
in the first year. Three teachers mentioned past examination papers
and books for comprehension as additional material.
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In the 14f classes we see that both the A stream and the B
stream of the course are used. The use of books in the previous
years (Longman's A stream for higher abilities, and Eclair for lower
abilities) is more "layered" in [he fourth year: Longman's A stream
and Modern Certificate French (B15) for the top set, Longman's B
stream for pupils who definitely aim at CSE, and Eclair (B16) for
the bottom sets.

The role of grammar in these books varies and in some cases is
quite different from the ideas and opinions of the teachers who use
this material.

We saw that the three French teachers hold the view that
understanding of mother-tongue grammar is important to very
important for the higher ability groups; the authors of the
Longman course, however, present pupils with material without
grammatical explanation: "no grammatical tables and language
analysis" (B14).

The teacher in charge of CSE (9) and the Head of Modern
Languages (8) find grammar not really important for the lower
abilities, whereas the author of French for CSE states that "a
sound knowledge of grammatical structures is vital to writing and
speaking of accurate French" (B17). "Sound knowledge" of
structures is, in my view, quite different from "sound drilling".

The 14t pupil finds exercises in one book, asking him in French
to follow a certain "model", and in another book, he is asked to
"give emphasis to the subject by means of an emphatic pronoun".
Whether he will or will not be made aware that both exercises
deal with the same grammatical point depends on the teacher's
view, and not only that of the French teacher. His understanding
of what, for eaxmple, French for CSE asks him to do, or his ability
to cope with the reference material in e.g. the Longman Course,
will also depend on what and by whom he is taught in the English
lesson, e.g. by teacher (1) as opposed to teacher (2).

In the German lessons three different types of course book are
used: Vorwiirts (B28), which is, like Longman, an audio-visual course
with pattern drills. The main difference is that in Vorwiirts the
structural drills are explained in the pupils' materials with
reference to English, using some basic grammatical terminology in
the explanations. The Head of Department (8) used this course in
previous years and the Head of German (10) continues with this
method in the fourth year.

Teacher (11) does not believe in the importance of grammar for
the lower sets, and uses a CSE book with limited grammar, viz.
Deutsch fur lunge Leute (B29). For the higher sets he finds
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grammar more important and uses the very grammatical course
Mach Mit (B30).

For Spanish, the main course is Eso Es (B34), which emphasizes

the role of grammar: constructions should be clearly undersiood and
"the teacher must therefore give a clear explanation in English"

(see 6.3.5). As in Longman, the use of English is avoided in the
main text of the pupils' books, but grammatical explanations in the

summaries form an integral part of the course. Spanish was

compulsory for the higher sets in previous years and for "O" level

purposes. The two Spanish teachers, viz. Head of Department (8)

and teacher (12), find grammatical understanding important in the

higher sets. Teacher (12) uses in addition to this modern course a

1935 traditional method (Principios de Espanol: B35).

7.3.1.2 The Grammar Grid
The role of grammar in this school is summarized in the "grammar
grid" below.

Pupils at 14f, their teachers and their books.

book CSE "O" O1 02 03 04 OS 06 07 08 teachers
number number

B 2 x
B 3 x x x
B 4 x x
BS x
B 6 x x
B14 x x
B15 x x
B16
B17 x x
B28 x x x
B29 x x
B30 x x
B34 x x
B35 x
B41 x x

x

x

O1 predominant OS explanations related to English
02 emphasized 06 terminology in main text
03 integrated 07 terminology in summary
04 no or limited 08 with teacher's handbook
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opinions

higher ability lower ability
written spoken written spoken

teachers 0910 11 12 09 10 11 12 09 10 11 12 0910 11 12

(1) x x x x
(2) x X X X
(3) x x x x
(4) x x x x
(5) x x x x
(6) x x x x
(7) x x x x
(8) x x x x
(9) x x x x

(10) x x x x
(11) x x x x
(12) x x x x
(13) x

English grammar is 09 very important 11 not really important
10 important 12 unimportant

7.3.1.4 Conclusion
Pupils at 14f, aiming at examinations, study languages from
materials presenting different views about how language should be
learned and what should be understood. They are taught by
teachers having different views about how and what they should
study to achieve the examination standard.

In the study of English they use different types of textbook:
from books with strong emphasis on understanding of the
grammatical structure of the mother tongue, to books in which
attention to grammar is marginal.

Also depending on teachers' views, the role of grammar in the
one English lesson is different from that in the other. In the
study of Modern Languages ihey use different methods: they
practise language by means of oral or written exercises; in one
book - by one teacher - they are asked to memorize and substitute
a model sentence, and in another book - by another teacher - they
are asked to practise their understanding of a language rule, which
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is explained to them in English, with a terminology they may or
may not have heard in the other language classrooms.

Across the language curriculum pupils are not aware whether
and when presentations, explanations and exercises deal with the
same grammatical problem. This does not contribute to pupils'
understanding of what and how they are expected to prepare for
the public examinations at 16f, and this will not change unless an
agreed and defined grammar teaching programme is included in the
objectives of the teachers of English, Modern Languages and
Classics.

7.3.2 SCHOOL B: maintained selective ( 1,000 pupils)

7.3.2.1 The school: the language curriculum and opinions

Profile
This is a County Council's grammar school for boys, located in
one of the smaller cities (age range 11-18). Pupils come from a
variety of primary schools and live up [0 40 miles distant from
the school. They are admitted for entry after passing an
examination, and an interview.

Language curriculum
The school offers English, French, German, and Latin. All pupils
follow a common curriculum for two years, which includes English,
French and Latin; Latin may be replaced by German in the third
year. Ability setting takes place at the beginning of the option
year. In the fourth and fifth year English and French remain
compulsory; German and Latin are optional. Greek is offered in
the fifth year (optional).

Structure of Departments
Languages are organized in three departments (English, Modern
Languages and Classics), each the responsibility of a Head of
Department. Within the departments, each language has a Head of
Subject.

The teachers (11 respondents)
Profile
The teachers are all male teachers, well qualified, and they are
appointed full time. Six teachers hold posts of special
responsibility. Two French teachers (6) and (7) and one Latin
teacher (11) are not really content with the teaching profession.
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The Head of the Department of English (2) and the Head of
Drama (3) feel that there is no difference as regards teaching
problems between teaching languages and teaching non-language
subjects. The other nine teachers hold the view that for language
teachers the problems are different.

Involvement across the language curriculum (by teacher's number):
(1)
(2)

English
English; Head of Department
English; Head of Drama
English; Head of Sixth Forms
French
French
French
French and German; Head of Modern Languages Department
French and German; Head of French
Latin; Head of Classics Department
Latin

Interpretation of the term "ability"
The Head of the English Department ( 2), and teachers ( 1), (5) and
(10) explained that they had not made comment on the questions
concerning lower ability pupils because "this school has higher
ability pupils only".

The remark refers to the selective entrance procedure: pupils
have to give evidence ( in the form of an examination) of their
ability to cope with a curriculum geared to GCE "O" and "A" level
examinations.

On the other hand, from the third year onwards, pupils are
still taught in sets (according to ability), which explains why the
other seven teachers completed the questions for both ability
groups.

Opinions: mother-tongue grammar
The summary table below gives the various opinions about the
importance of English grammar across the school's language
curriculum:
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Importance of grammar for English: Englislt teachers (1)-(4)

higher ability lower ability
written spoken written spoken

very important (2)
important (3)(4) (2)(4) (3)(4) (4)
not really important (1) (3) (3)
unimportant (1)
----------------------------------------------------------
Importance of English grammar for Modern Languages
M.L. teachers (S) - (9)

higher ability lower ability
written spoken written spoken

very important (5)(7) (7)(8)(9) (7)(8) (7)(8)
(8)(9)

important (6) (5) (6)
not really important (6) (9) (6)(9)
unimportant
----------------------------------------------------------
Importance of English grammar for Classics
teachers (10) and (11)

very important (10)(11)

The Head of French (9), who also teaches German, takes ability
level as first criterion: understanding of mother-tongue grammar is,
in his view, very important for higher sets, but almost irrelevant
for the lower sets.

The Head of Drama (3), one English teacher (1) and one French
teacher (6) take the difference between spoken and written
language as the main criterion for their replies.

For English teacher (1) this difference is expressed in two
shades of "not important", and he explains:

for English language purposes only I find that avoiding formal
grammar presentation is best.



323

For Modern Languages this teacher recognizes the importance of
English grammar, but for Classics this is, in his view, equally
unimportant. He holds the opinion that the need for grammar
instruction is solely a problem of the foreign language teacher,
which explains his reply of not being in favour of a co-ordinated
programme across the curriculum (see below).

Teachers (3) and (6) acknowledge the importance for written
language, but not for development of oral skills. The French
teacher (6) comments on this point:

To many lower ability children standard English is not something
with which they are familiar outside school. Intelligent pupils
will make the switch from standard English to their local
variety easily, but lower ability children find this much more
difficult. It could be said that language teaching has to be
geared to socio-economic status.

This teacher states a problem which was also found in The Bullock
Report (1975) recommendation, viz. about recognition of regional
accents within the concept of "language awareness" (see 2.2.2), and
in the reasoning of CLIE '84 (see 2.3.3).

The Head of Sixth Forms (4), the Head of Modern Languages
(8), who also teaches German, and one French teacher (7) see
understanding of English grammar as important (very important)
for all abilities for development of the four skills.

The Head of Classics (10) and the Latin teacher (11) argue that
pupils should have a good understanding of the structure of their
own language. Teacher (11) comments:

Pupils have a totally inadequate grounding; they have no idea of
the basic concepts of English grammar, e.g. "sentence", "noun",
"object", "verb", "tense". In my experience, and that of my
colleagues, it is absolutely impossible to learn any foreign
language unless you thouroughly understand the workings of
your own language.

Since the Head of Department decided to use the first edition of
Cambridge Latin Course, in which the traditional terminology,
nominative, accusative, dative, was replaced by Forms A, B, C. etc.,
teacher (11) makes his own grammar notes to reinstate the
established convention.
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Opinions: method of grammatical explanation
The summary table shows the following preferences:

higher ability lower ability

traditional (5)(7)(8)(9)(10)(11) (5)(7)(8)(11)
functional (2)(4)(6)
notional (3) (3)(4)(6)(9)
o[her (1)

In the English Department, teacher (1) wants to avoid formal
grammatical explanation.

The Head of Department (2) and the Head of Sixth Forms (4)
prefer the functional approach for higher ability, and the Head of
Drama (3) finds the notional approach more suitable.

In the Department of Modern Languages, one French teacher (6)
prefers a functional approach for higher abilities, whereas the
other two French teachers (5) and (7), the Head of French (9),
and the Head of Department (8) are in favour of the traditional
approach; a view which they share with the two Latin teachers,
(10) and (11). The Head of French (9) thinks that the notional
approach is more suited for lower abilities; in this respect his
view is identical with that of one French teacher (6), but for the
higher sets they have different opinions.

Opinions: language awareness
The question about the relevance of referring to the structure of
other languages shows:

higher ability lower ability

very important (11)
important (2)(5)(6)(8)(10) (5)(8)(11)
not really important (4)(7)(9) (4)(7)
unimportant (1)(3) (3)(6)(9)

In the English Department, only the Head of Department (2), who
finds grammar very important, is in favour of development of
awareness of language structure. The Head of Modern Languages
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(8), who is equally convinced about the importance of mother-
tongue grammar, has the same view, along with French teacher (5),
and the two Classics teachers (10) and (11). The Head of French
(9) thinks differently: he and colleague (7) do not find
reference across the curriculum important. Opinions in this
Department are quite divided.

Opinions: co-ordinated grammar teaching
The table summarizes the various views about which colleagues
should be included in a co-ordinated grammar teaching programme:

All language teachers
English and Modern Languages
Colleagues in the same language

(2)(3)(4)(5)(6)(8)(9)(10)(11)
(7)
(1)

With the exception of English teacher (1) and French teacher (7),
the language staff agree that a co-ordinated grammar teaching
programme should involve all teachers across the language
curriculum. In this school it could be the first step to an agreed
and defined policy, although it may need some time to convince
English teacher (1).

7.3.2.2 Pupils at 14f : their options, teachers and books

Languages as options
After the option year, French remains compulsory; 43.7 per cent of
the pupils who took German in the third year continued with the
language; of the pupils who continued with Latin in the third year,
60 per cent took it as an examination subject.
The teachers and the books
When pupils have decided which languages they wish to take as
examination subjects, they are already familiar with all languages,
and with all teachers. There are a few minor changes: the Head of
French (9) teaches only German in the fourth form; the third forms
have lessons in German and French from the Head of Department
(8), who also teaches both languages in the fourth year.

The table below shows pupils' main language textbooks at 14f, as
used across the language curriculum by teachers (1)-(11), and it
lists the material used in the previous years.
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teacher books at 14t
number

previous years

----------------------------------------------------------
English at 14f

(1) Comprehension, Interpretation
Criticism stage 3

(2) Comprehension, Interpretation
and Criticism stage 3

(3) no classes

(4) no classes

French at 14f

(5) Longman Audio-Visual French
stage A4

(6) Longman Audio-Visual French
stage A4
New Simpler French Course

(~) Longman Audio-Visual French
stage A4
New Simpler French Course

(8) Longman Audio-Visual French
stage A4
New Simpler French Course

llf same course
Introductory book
How to Spell and
Punctuate

12} same course
stage 1
How to Spell and
Punctuate

13} same course
stage 2
How to Spell and
Punctuate

as teacher (1)

as teacher (1)

as teacher (1)

Longman A-V

Longman A-V

Longman A-V

Longman A-V
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(9) no classes Longman A-V
----------------------------------------------------------

German at 14f

(8) Mach Mit 13} Mach Mit

(9) Mach Mit 13t no classes

Latin at 14f

(10) Cambridge Latin Course Unit IV same course

(11) as teacher (10)

In the discussion below, the book numbers added to the titles refer
to the evaluation in 7.2.

Teacher (1) and the Head of Drama (3) mentioned that they use
past examination papers for language practice. Other additional
material includes a wide range of topic material, newspapers etc.
Some of the work is done with audio-visual equipment. Teacher (4)
added that he uses material from "various English language courses"
(no further specification) for grammar exercises and his own notes.
This teacher (Head of Sixth Forms) is the only teacher in the
Department who finds understanding of grammar important for
improvement of the command of spoken and written English, for all
abilities.

All teachers in the Department use Comprehension,
Interpretation and Criticism (B7), a course which advocates
language study through literature. The course does not give any
attention to grammatical structure of sentences. It is merely
focussed upon word meaning (shades of ineaning) in context and
style. Whether, for example, the skill of sentence combining will be
explained in grammatical terms depends entirely on the teacher.
Teacher (1) does not find these matters important. Considering that
teacher (4) uses additional grammar material, it is possible that he
explains grammatical structures in the literary passages in more
detail.

The first thing we observe in the Department of Modern
Languages is that Longman Audio-Visual French (B14) is used from
start to finish, but that ihis method of pattern drilling is
supplemented by a different type of course, viz. A New Simpler
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French Course (B21) at the age of 14t, when the examination
work begins. Of the three teachers who use this book, the French
teacher (7) and the Head of Modern Languages (8) find grammar
very important for all abilities, for improvement of spoken and
written French. Teacher (6) thinks that this does not apply to
spoken language.

In A New Simpler French Course understanding of grammar is
the main objective. It includes a section "Exercises in grammar
and composition": explanation with (translated) examples and
practice of the basic gramma[ical points in 36 lessons, and a
grammar section in which 123 points are explained for revision.

Teacher (5) does not use A New Simpler French Course, but
supplements the Longman course with his own material. He
comments:

I make my own exercises for Longmart A-V, since the course
does not contain enough suitable ones.

For German, pupils use Mach Mit (B30) which is a very
grammatical course. It is taught by the Head of Department (8) and
teacher (9), who both hold the view that understanding of grammar
is important for all abilities.

In the Department of Classics pupils are taught from Cambridge
Latin Course (B42) but this method does not have the approval of
Latin teacher (11) at all. He comments:

The idea (of the course) is that the pupils learn "words and
phrases" by means of the words occurring repeatedly in the
reading passages. In practice, higher ability pupils tend to
remember word meanings, but lower ability pupils don't. For
Grammar, a new terminology is used for Latin cases. This is
thoroughly confusing: we have reverted to traditional labels, as
has the new edition of the course. Other grammar is confusingly
presented and without adequate explanation. The course attempts
to teach Latin as if it had no grammar, presumably because
pupils are not taught grammar.

The opinion is based on the pupils' books. As mentioned in 6.3.7
this course has a comprehensive set of teachers' handbooks and the
policy of the course is to leave the actual explanation of grammar
entirely to the teacher. It was reported that teachers use the
handbooks rarely or never; apparently this is also the case here.
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7.3.2.3 The Grammar Grid
The role of grammar in this school is summarized in the "grammar
grid" below.

Pupils at 14f, their teachers and their books.

book CSE "O" O1 02 03 04 OS 06 07 08 teachers
number number
B 7 x
B14 x
B21 x x
B30 x x
B42 x

- (1) (2)
x x (5)(6)(7)(8)

x x x (6)(7)(8)
x x (8)(9)

x x (10)(11)

O1 predominant OS explanations related to English
02 emphasized 06 terminology in main text
03 integrated 07 terminology in summary
04 no or limited 08 with teacher's handbook
----------------------------------------------------------

higher ability lower ability
written spoken written spoken

opinions
teachers 09 10 11 12 09 10 11 12 09 10 11 12 09 10 i l 12

(1) x x not familiar
(2) x x not familiar
(3) x x x x
(4) x x x x
(5) x x not familiar
(6) x x x x
(7) x x x x
(8) x x x x
(9) x x x x

(10) x
(11) x

English grammar is 09 very important 11 not really important
10 important 12 unimportant
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7.3.2.4 Conclusion
Pupils at 14t, aiming at examinations, study languages from
materials presenting different views about how language should be
learned and what should be understood.

In the study of English, pupils do not use any English language
book or course. In the material they use, language work is meant
to emerge from the passages in the reading course. Their
understanding of the structure of the mother tongue depends
entirely on the teachers' opinions about the relevance of these
matters, but opinions differ considerably in this Department.

In the study of French they practise language by means of oral
and written exercises from one course, which asks them to
memorize and substitute a model sentence, and another book, for
examination practice and revision, which emphasizes understanding
and application of language rules as well as English grammatical
terminology.

In the study of German they use a very grammatical course
which emphasizes understanding of the structure of the language,
and in the study of Latin, the structure of the language is
presented in pattern drills, leaving explanations to the teacher.

Across the language curriculum, pupils are not aware whether
and when presentations, explanations and exercises in their books
deal with the same grammatical problem. This does not contribute
to pupils' understanding of what and how they are expected to
prepare for the public examinations at 16}, and this will not
change unless an agreed and defined grammar teaching programme
is included in the objectives of the teachers of English, Modern
Languages and Classics.

7.3.3 SCHOOL C: maintained comprehensive ( 700 pupils)

7.3.3.1 The school: the language curriculum and opinions

Profile
This is a County Council's (Voluntary Controlled) comprehensive
day school (age range 11-18), located at the outskirts of a town in
a rural area. There is no admittance procedure and no abili[y
setting in the first year. In the second year a gradual process of
setting is operated for English and French.
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Language curriculum
The school offers English, French and Spanish. French is
compulsory in the first three years; Spanish is introduced
(optional) in the third year; after the third year, French and
Spanish are both optional.

Structure of Departments
Languages are organized in two departmenis (English and Modern
Languages), each the responsibility of a Head of Department.

The teachers (7 respondents)
Profile
The respondents are well qualified; they are appointed full time,
except French teacher (4). Four teachers hold a post of special
responsibility.

One teacher in the English Department (1) does not feel that
his problems at school are different from the problems other
teachers may have who teach non-language subjects. The Head of
Department (2} thinks differently. He comments:

Problems have a common relevance in all subjects, but there are
additional problems in English teaching peculiar to the nature of
the subject.

The Head of Sixth Form French is content with her job, but none
of her colleagues in the school are entirely pleased with theirs;
three of them commented on this point. The Head of English (2)
referred to the national situation:óo

I find teaching in my classroom very satisfying, but nationally
the teaching profession is extremely demotivating.

French teacher (4) commented on the comprehensive system:

Double periods kill language teaching with mixed, middle and
lower ability groups.

The teacher of French~Spanish (7) also referred to the mixed
ability classes. She said:

I enjoy teaching but only with the able and~or motivated
groups, otherwise No !

6o See also Chapter 1(1.3.7).
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Involvement across the language curriculum (by teacher's number)
English
English; Head of Department
English; Librarian
French
French; Head of Modern Languages
French; Head of Sixth Form French
French and Spanish

Opinions: mother-tongue grammar
The summary table below gives the various opinions about the
importance of English grammar across the school's language
curriculum:

Importance of grammar for English: English teachers (1)-(3)

higher ability lower ability
written spoken written spoken

very important (3) (3) (3) (3)
important (1)(2) (1) (1)(2)
not really important (2) (1)(2)
unimportant
----------------------------------------------------------
Importance of English grammar for Modern Languages
M.L. teachers (4) - (7)

higher ability
written spoken

very important (5)(6)(7)
important (4) (4)(5)

(6)(~)
not really important
unimportant

lower ability
written spoken

(6)
(5)(~) (6)(~)

(4) (4)(5)

In the English Department, teacher (3) feels that pupils of all
abilities should understand the structure of their mother tongue for
development of the four skills, the Head of Department (2) thinks
that this is only relevant for written language; teacher (1) agrees
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with the Head of Department, except where it concerns
developmeni of oral skills in the higher ability groups.

In the Modern Languages Department, the French teacher (4)
finds grammar important for the higher ability groups only, the
Head of Department (5) also finds it important for lower ability,
but only for improvement of their written language.

The Head of Sixih Form French (6) says that understanding the
structure of one's own language is important, for written language
in particular, in both ability groups. French teacher (7) shares her
view, although with less emphasis on its importance for the less
able pupils.

Opinions: method of grammatical explanation
The summary table shows the following preferences:

higher ability lower ability

traditional (3)(4)(5)(6)(7) (3)
functional (2)
notional (1) (1)(2)(4)(5)(6)(7)
other

The three English teachers have different views about how to
explain grammar to higher ability pupils.

In the Modern Language Department there is not much
dissension about this topic: the traditional approach for the more
able, and the notional approach for the less able pupils.

The English teachers agree with their views as regards lower
ability groups; only English teacher (3) wants to develop
understanding along traditional lines regardless of ability.

Opinions: language awareness
The question about the relevance of referring to the structure of
other languages shows:

higher ability lower ability

very important (5)
important (6) (5)
not really important (1)(2)(3)(7) (3)(6)
unimportant (4) (1)(2)(4)(7)
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A language awareness programme which includes awareness of
language structure across the curriculum has not much chance in

this school.
Only the Head of Modern Languages (5) recognizes its

importance, together with French teacher (6), who acknowledges

its relevance, but only for the more able pupils.

Opinions: co-ordinated grammar teaching
The table summarizes the various views about which colleagues
should be included in a co-ordinated grammar teaching programme:

All language teachers (4)(5)
English and Modern Languages (1)(6)(7)
Colleagues in the same language (2)(3)

The topic of whether teachers of Classics should or should not be
included in an attempt at a co-ordinated policy does not apply
here, since Classical languages are not taught at this school. If we
include teachers (4) and (5), the Modern Language Department is in
favour of a co-ordinated policy. One French teacher (6) comments:

We don't discuss these matters very often, it tends to happen by
chance, but it is usually helpful and certainly something [o be
encouraged !

The picture is different in the English Department: the Head of
Department (2) and the Librarian (3) do not believe in
co-ordination across the curriculum, but English teacher (1) thinks
differently. He acknowledges the value of an agreed and defined
approach with his colleagues in other Departments.

7.3.3.2 Pupils at 14f : their options, teachers and óooks

Languages as options
After the option year 69.2 per cent of the pupils continued with
French, and 45.8 per cent with German; 55.6 per cent of the pupils
who took Spanish in the third year continue with the language in
the fourth year.
The teachers and the books
When pupils decided which languages they wanted to take as
examination subjects, they were familiar with the languages and
with the seven teachers.
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The table below shows pupils' main language textbooks at 14t,
as used across the curriculum by teachers (1)-(7), and it lists the
material used in the previous years.

Some of the books are marked with HA (higher ability) and LA
(lower ability); these are teachers' comments.

teacher books at 14f
number

previous years

English at 14t

(1) No Books No Books

(2) New English Fourth llt New English First
12f New English Second
13t New English Third

(3) New English Fourth as teacher (2)
A Basic Course in English
English for Secondary Schools

----------------------------------------------------------
French at 14f

(4) Longman Audio-Visual French llt Eclair
stage B3 12t Eclair

13f Longman stage A2

(5) Longman Audio-Visual French61 llf Eclair
stage B3 12t Longman

Eclair Units 13-17 (LA) stage A1 (HA)
13f Longman

stage A2 (HA)
Eclair (LA)

61 The Head of Department added that Longman A-V French
will be replaced by Tricolore.
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(6) Longman Audio-Visual French llt Eclair
stage B3 12t Longman
Getting to know the Perfect stage A1 (HA)
and Imperfect Eclair (LA)

13t Longman
stage A2 (HA)
Getting to know...

(7) Longman Audio-Visual French as teacher (5)
stage B3
Eclair Units 13-17 (LA)

Spanish at 14f

(7) Adelante stage 4 13t Adelante
(Calatrava)

In the discussion below, the book numbers added to the titles refer
to the evaluation in 7.2.

English teacher (1), who finds understanding of mother-tongue
grammar important, except for lower ability pupils' spoken
command of English, does not use books. He comments:

I don't use textbooks as "class" books. I use individual
exercises from various books, usually modified, or I make my
own.

The two other English teachers use textbooks which seem to
match their opinions: the Head of Department (2) uses New
English (B9), in which explanations of the structure of English
have a predominant place; teacher (3), who finds grammar important
for all abilities for spoken and written command of the language,
supplements the course with two more language books, A Basic
Course in English (B3) and English for Secondary Schools (B8).

Why the Head of Department does not use the additional
language books, like collcague (3), is clear from his comment:

The real function of language study in English is to foster the
growth of a full range of writing abilities which ultimately
serve the child's learning. From crude, unshaped subjective
language children are brought to work on their language, so
that it functions for their learning, whether to encourage
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personal and emotional growth or to facilitate other functions,
such as to collect information, report it, generalize,
hypothesize, etc. It is closer in this respect to Physics,
Chemistry, Geography, etc. than to e.g. French.

This teacher's appreciation for the "Bullock Philosophy" is obvious.
In the Department of Modern Languages we see three

audio-visual courses: two courses in which grammar is not
emphasized, viz. Longman (B14) and Adelante (B36), and the last
units of Eclair (B16), used with pupils aiming at CSE, with very
little grammar. The Head of Sixth Form French ( 6) uses a recently
published booklet, Getting to know the Perfect and Imperfect Tense
(B18), which explains in clear and simple language what Longman
attempts to drill. The French teachers are not pleased with their
present course. The Head of Modern Languages comments:

A wholesale change of materials is envisaged in the next few
years! And Tricolore will be the main component of our
courses.

The first stage of Tricolore (B51) was published in 1980 and the
four stages are now completed (1985). This course differs from
Longman on various points. For example, it is also a method which
confronts pupils first with patterns in the target language, but the
books contain full explanations in English of what pupils have
heard (and read).

For the higher sets, the four teachers find understanding of
mother-tongue grammar important for foreign language learning.
For the lower sets opinions are more divided. Eclair suits teacher
(5) probably more than the French~Spanish teacher (7): she uses
her own worksheets and exercises with both Loiigman and Adelante.
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7.3.3.3 The Grammar Grid
The role of grammar in this school is summarized in the "Grammar
Grid" below.

Pupils at 14t, their teachers and their books.

book CSE "O" O1 02 03 04 0~ 06 07 08 teachers
number number

B3 x x x
BS x x
B 9 x x x
B14 x x
B16
B18 x x x
B36 x x

x

x

x

- x (3)
- x (3)
- x (2)(3)

x x (4)(6)(7)
x (4)(7)

x x (6)
x x (7)

O1 predominant OS explanations related to English
02 emphasized 06 terminology in main text
03 integrated 07 [erminology in summary
04 no or limited 08 with teacher's handbook
----------------------------------------------------------

higher ability lower ability
written spoken written spoken

opinions
teachers 0910 11 12 09 10 11 12 09 10 11 12 0910 11 12

(1) x x
(2) x
(3) x x
(4) x x
(5) x x
(6) x x
(7) x x

x
x
x

x
x

x

x
x

x
x

English grammar is 09 very important 11 not really important
10 important 12 unimpor[ant
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7.3.3.4 Conclusion
Pupils at 14t, aiming at examinations, study foreign languages
(only French and Spanish are offered) from materials which require
that pupils memorize language patterns without actual understanding
of the structure and rules, whereas in the English Department the
material emphasizes understanding of structure and rules of
patterns with which they are familiar as native speakers.

For the study of French, the Department has decided to change
the present course for a method which combines familiarity with
structures and understanding of how language works.

In the study of Spanish, the pupils' books do not offer
explanations of the structure of the language, but since Spanish
and French are taught by the same teacher the grammatical
structure of both languages will probably be explained rather than
drilled; a conclusion which is supported by this teacher's comments
about her own worksheets and exercises. She is clearly in favour of
understanding of grammar, with, however, more en[husiasm when
teaching the higher sets.

There is little appreciation for the comprehensive system in
this school, which is apparent from the comments about mixed
abili[y [eaching. As regards teaching higher ability groups, the
attitude towards grammar is fairly consistent: pupils are taught by
seven [eachers who find grammar important for [heir aims. There is
less agreement about the role of grammar in the lower sets: pupils
will be expected to understand grammatical explanations as taught
by the one teacher, and from the other they will hear that such
understanding is irrelevant for their aims.

In the Department of Modern Languages the differences in
opinion between the authors of textbooks and those of the
teachers are also appareni and they do not contribute to pupils'
understanding of what and how they are expected to prepare for
the public examinations at 16t. No change can be expected unless
an agreed and defined grammar teaching programme is included in
the objectives of the teachers of English and Modern Languages.

It would clarify in particular the present different approaches
in teaching the lower sets.
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7.3.4 SCHOOL D: independent co-educational ( 850 pupils)

7.3.4.1 The school: the language curriculum and opinions

Profile
This is an independent school for boys and girls (age range 11-18)
in one of the larger cities in the county. Pupils are admitted after
passing the Junior Entrance Examination, or at 13} after the
Common Entrance Examination. Ability setting takes place in the
third year.

Language curriculum
The school offers English, French, German, Spanish, Russian, Latin
and Greek.

French is compulsory up to the age of 16, unless the Modern
Languages Department recommends that the pupil should drop the
subject after the option year. Latin is compulsory in the first
three years. German is introduced (optional) in the third year;
Greek, Spanish and Russian are offered in the sixth form.

Structure of Departments
Languages are organized in three departments (English, Modern
Languages and Classics), each the responsibility of a Head of
Department. Within the departments each language has a Head of
Subject.

The teachers (10 respondents)
Profile
The respondents are well qualified. Five teachers hold posts of
special responsibility. Seven teachers are content to very content
with their profession. One English teacher did not answer question
(4) and the Head of the English Department is not very pleased
with his job. The Head of German (5) thinks that his problems, as
a language teacher, are about the same as the problems with which
non-language teachers have to cope. His nine colleagues find
dealing with languages different in this respect.

Interpretation of the term "ability"
The Head of the English Department (3), English teacher (4) and
the Head of Russian (9) did not answer the questions related to
lower ability groups:

Nearly all our pupils aim to pass "O" levels. By these standards
they are of higher ability,



341

and
we are just under grammar school attainment level.

Involvement across the curriculum (by teacher's number)
(1) English
(2) English
(3) English; Head of Department; Head of Drama
(4) English
(5) French~German; Head of German
(6) French~German
(7) French; Head of Modern Languages and Head of French
(8) French
(9) Latin; Head of Russian

(10) Latin; Head of Department of Classics

Opinions: mother-tongue grammar
The summary table below gives the various opinions about the
importance of English grammar across the school's language
curriculum:

Importance of grammar for English: English teachers (1)-(4)

higher ability lower ability
written spoken written spoken

very important
important (1)(2) (2) (1)(2) (2)
not really important (3)(4) (1) (1)
unimportant (3)(4)

Importance of English grammar for Modern Languages
M.L. teachers (5) - (8)

higher ability lower ability
written spoken written spoken

very important (5)(6) (5)(6)(8) (6)(7) (6)
(~)(8)

important (7) (8) (7)(8)
not really important (5) (5)
unimportant
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Importance of English grammar for Classics
teachers j9) and (10)

very important I(10)

In the English Department, teacher (4) and the Head of
Department (3) do not believe in grammar. The Head comments:

As a teacher of English I see myself as someone whose job it is
(a) to create as many opportunities for pupils to use language
(English) in as many different ways as possible and as can be
devised, and (b) to bring my pupils to as wide a variety of
written and oral communication as possible. I see Linguistics as
an interesting science for those who're interested, but not
central (though, at times, quite useful) to my aims as an English
teacher.

Teacher (4) comments:

I assume that you mean by "understanding" the ability to
manipulate grammatical terminology.

The two other teachers in the Department think differently: teacher
(2) finds it important for pupils of all abilities, for improvement of
spoken and written English. His colleague (1) uses the difference
between spoken and written languages as the main criterion: for
wri[ten English, understanding of mother-tongue structure is
important, for spoken English it is not really relevant.

In the Modern Languages Department, the Head of German (5)
relates his opinion to ability differences: he finds it very
important for the more able pupils, but not really important for
the lower ability pupils. The French teacher (8) also differentiates
between abilities, but finds it still important for both groups. The
Head of the Department (7) takes the difference between spoken
and writ[en French as the main criterion, whereas teacher (6), who
teaches French and German finds mother-tongue grammar very
important for pupils of all abilities for development of the four
skills.
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Opinions: method of grammatical explanation
The summary table shows the following preferences:

higher ability lower ability

traditional (5)(6)(7)(9)(10) (5)(8)
functional (2)(8) (2)(6)(7)
notional (1) (1)(10)
other (4)

English teacher (4) wants a "more general sociolinguistic
approach". The Head of Department (3) gives a quite surprising
comment: "I can't answer the question - I don't understand the
choices". The other two teachers in the Department prefer either
a functional approach (2) or a notional approach (1), for both
ability groups.

In the Modern Language Department, the French teacher (8) has
a rather unusual preference, viz. a traditianal approach for the
lower ability groups and a functional approach for the more able
pupils. His colleagues, and the teachers in the Classics
Department, are in favour of the traditional method of explanation
for higher ability pupils. The Head of German (5) prefers the
traditional approach for the lower sets also, whereas the Head of
the Department (7) and French teacher (6) find a functional
explanation more suited to these sets.

Opinions: language awareness
The question about the relevance of referring to the structure of
other languages shows:

higher ability lower ability

very important (5)(6)(8)
important (7)(9)(10) (6)(7)(8)
not really important (5)
unimportant (1)(2)(3)(4) (1)(2)(10)
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A language awareness policy which includes awareness of

language structure across the curriculum has not much chance in

this school, not even with the higher sets, since the Department of

English does no[ see its relevance for their (English teaching)

objectives; they do not seem to consider that it may be useful for

the pupils' language development.

Opinions: co-ordinated grammar teaching
The table summarizes the various views about which colleagues
should be included in a co-ordinated grammar teaching programme:

All language teachers (1)(2)(7)(8)(9)
English and Modern Languages (6)
Colleagues in the same language (3)(4)(5)(10)

If co-ordination, aiming at an agreed and defined policy, were
still attempted at this school, this first point of disagreement
would have to be solved, viz. how far such a policy is going to
stretch across the language curriculum.

7.3.4.2 Pupils at 14f: their options, teachers and books

Languages as options
After the option year French remains compulsory; 62 per cent of

the pupils who took German in the third year continued with the

language; 60 per cent of the third year groups continues with Latin

(compulsory up to 13t).
The teachers and the books
When pupils have decided about taking German and~or Latin as

examination subjects, they are familiar with both languages and

the teachers.
The table below shows pupils' main language textbooks at 14f,

as used across the curriculum by teachers (1)-(10), and it lists the

material used in the previous years.
Some of the books are marked with HA (higher ability) and LA

(lower ability); these are teachers' comments.
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teacher books at 14f
number

previous years

----------------------------------------------------------
English at 14t

(1) No books used

(2) No books used

(3) No books used

(4) No books used

No books used

No books used

llf Oxford Sec.
English bk 1

12f Oxford Sec.
English bk 2

13t Oxford Sec.
English bk 3

as teacher (3)
----------------------------------------------------------

French at 14t

(5) Various Whitmarsh Grammars

(6) Longman Audio-Visual French
a few books only
French for CSE
staff copy only
Modern Certificate FrencJ:
s[aff copy only
Le Fran~ais d'Aujourd'hui
part 4 "O" level

(~) Le Fran~ais d'Aujourd'hui
part 4 "O" level
Le Fran~ais par Image
book 4 (LA)62

11f no classes
12t own notes only
13f no classes

llf Le Fran~ais d'
Aujourd'hui 1

12t as llt part 2
13f as llt part 3

as teacher (6)

62 Next year the lower sets will use Cours Illustré de
Fran~ais, book 2.
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(8) Le Fran~ais d'Aujourd'hui llf same; bk 1
book 3(LA) 12f same; bks l, 2

13f same; bks 2, 3
----------------------------------------------------------

German at 14f

(5) Mach Mit book 2 13t Mach Mit bk 1
Complete German Course

(6) Mach Mit book 2 13t Mach Mit bk 1
----------------------------------------------------------

Latin at 14t

(9) Ecce Romani book IV (revised edition) llf Ecce Romani
Clarendon Latin Course book I book I

12t book II
13} book III

(10) Ecce Romani books V and VI llt Ecce Romani
(first edition) book I

12f books II, III
13t booksIV, V

In the discussion below, the book numbers added to the titles refer
to the evaluation in 7.2.

There is no agreement about the role of grammar in the
English Department: teachers (1) and (2) find understanding of the
structure of English important; their two colleagues, including the
Head of Departmen[ (3), find it unimportant. None of them use
textbooks at 14t.

Teachers (1) and (2) are in favour of co-ordinated grammar
teaching across the curriculum, whereas colleagues (3) and (4) are
againsi. None of them is in favour of awareness of language
structure. Comments about why these [eachers do not use books is
restricted to:

I use my own material (1), I make my own exercises (2), I do
not use books (3), I use duplicated sheets (4).
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The Head of Department uses Oxford Secondary English (B48) in
the first three years which had just been published at the time of
the survey). This course puts no emphasis on grammar. It has a
teacher's handbook, which is quite unusual for a mother- tongue
course, to make the material more flexible for use with different
levels of ability.

The French teachers (5)-(8) are all in favour of pupils'
understanding of mother-tongue grammar. The main component in
the department is Le Fran~ais d'Aujourd'hui (B19), and in the
fourth year pupils begin the "O" level book, that is, 40 pages of
grammar revision and explanations in English (unlike the first three
parts of the course).

In the French lessons, the Head of German (5) uses various
Whitmarsh Grammars. These were not specified. (Whitmarsh
emphasizes grammar in all his eight courses: A Firs1-Fourth French
Book, More Rapid French, Complete French Course, Simpler French
Course, New Simpler French Course, Examination French, Advanced
and New Advanced French Course. Teacher (6) mentions Longman,
and two books for CSE practice, which he uses as supplementary
sources. He explains:

No one textbook is ideal or fully comprehensive for the language
needs to "O" level. The exercises in Le Fran~ais d'Aujourd'hui,
our basic course book, are either too simple or too obscure.
Therefore a mixture of books and my own material is a
necessity, and hopefully makes the lessons more interesting too!

For the CSE pupils the Head of Modern Languages (7) uses Le
Fran~ais par Image (B20), which will be replaced by a course
which puts more emphasis on grammar, viz. Cours Illustré de
Fran~ais (B52). Teacher (8) uses the third part of Le Fran~ais
d'Aujourd'hui with the lower sets (followed by the CSE book of
the course in the Sth year).

In the German lessons, the Head of German (5) and teacher (6)
use the very grammatical courses Mach Mit (B30), and Complete
Gerrnan Course (B31).

For Latin, the partly modern and partly traditional approach of
Ecce Romani (B43) is supplemented by the more comprehensive
traditional explanations of Clarendon Latin Course (B45).
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7.3.4.3 The Grammar Grid
The role of grammar in this school is summarized in the "Grammar
Grid" below.

Pupils at 14t, their teachers and their books.

book CSE "O" O1 02 03 04 OS 06 07 08 teachers
number number

B14 x x x x x (6)
B15 x x x x (6)
B17 x x x x (6)
B19 x x x x x x x (6)(7)(8)
B20 x x x x (7)
B30 x x x x x (5)(6)
B31 x x x x (5)
B43 x x x x x x (9)(10)
B45 x x x x x (9)(10)

O1 predominant OS explanations related to English
02 emphasized 06 terminology in main text
03 integrated 07 terminology in summary
04 no or limited 08 with teacher's handbook

higher ability lower ability
written spoken written spoken

opinions
teachers 091011 12 09 10 11 12 09 10 11 12 091011 12

(1} x x x x
(2) x x x x
(3) x x not familiar
(4) x x not familiar
(5) x x x x
(6) x x x x
(7) x x x x
(8) x x x x
(9) x

(10) x

English grammar is 09 very important 11 not really important
10 important 12 unimportant
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7.3.4.4 Conclusion
Pupils at 14t, aiming at examinations, study languages from
materials presenting different views about how language should be
learned and what should be understood.

They are taught by teachers having different views about how
and what they should know about grammar to achieve the
examination standard.

There is a clear gap in approach between the Department of
English and the other Departments.

In the English lessons, the four teachers find reference to the
structure of other languages unimportant; they do not use books
for lessons in English. Two teachers put emphasis on the
importance of understanding of mother-tongue grammar, and wish
to co-ordinate their teaching with other departments; the other two
find grammar almost irrelevant in teaching English, and are not in
favour of co-ordinated grammar teaching

In the French lessons pupils use a partly traditional, partly
audio-visual course with three teachers, whereas the fourth teacher
selects material from very grammatical course books as the source
for his teaching. The higher sets in this school are told that they
will be more successful in learning the French language when they
have understanding of English grammar; the lower sets will hear a
different opinion from at least one teacher.

In the German lesson all sets have very grammatical textbook
material.

In the Latin classroom, the partly modern, partly traditional
course is supplemented by more grammatical material.

Across the language curriculum, pupils use different types of
textbook, materials selected from different courses, or no
textbooks at all.

In the English Department in particular, familiarity with
grammar depends strongly on the individual teacher. The different
approaches in materials and opinions do not contribute to pupils'
understanding of how and wha[ they are expected to prepare for
the public examinations at 16f, and this will not change unless an
agreed and defined grammar teaching programme is included in the
objectives of the teachers of English, Modern Languages and
Classics.
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7.3.5 SCHOOL E: independent girls ( 150 pupils)

7.3.5.1 The school: the language curriculum and opinions

Profile
This is a small independent boarding and day school for girls,

located in one of the larger towns in the county. Pupils are

admitted after passing an entrance examination and an interview.

Ability setting takes place during the first three years.

Language curriculum
The school offers English, French, German, Spanish, Italian, Latin
and Greek. French is compulsory up to the age of 16. Latin is
compulsory in the second and third year. German is offered
(optional) in the third year and Spanish and Italian can be taken
from the fourth year.

Structure of Departments
Languages are organized in three departments (English, Modern
Languages and Classics), each the responsibility of a Head of
Department.

The teachers (8 respondents)
Profile
All teachers are female, and are well qualified. The German (6)
and the Spanish teacher (7) are appointed part time. Three

teachers hold a post of special responsibility. They are content to
very content with their profession, and they all find that language

teachers have different educational problems compared to

non-language teachers.

Involvement across the language curriculum (by teacher's number)
(1) English
(2) English
(3) English; Head of English Department
(4) French
(5) French and Italian; Head of Modern Languages Department
(6) German
(7) Spanish
(8) Latin; Head of Classics



351

Opinions: mother-tongue grammar
The summary table below gives the various opinions about the
importance of English grammar across the school's language
curriculum:

Importance of grammar for English: Englisl: teachers (1)-(3)

higher ability lower ability
writien spoken written spoken

very important (1)(2)(3) (1)(2)(3) (1)(2) (1)(2)
important (3) (3)
not really important
unimportant
----------------------------------------------------------

Importance of English grammar for Modern Languages
M.L. teachers (4) - (7)

higher ability lower ability
written spoken written spoken

very important (4)(5) (5)(6) (5)(6) (5)(6)
(6)(~) (~) (~) (~)

important (4) (4)
not really important (4)
unimportant

----------------------------------------------------------
Importance of English grammar for Classics
teachers (8)

very important (8)

Teachers are almos[ unanimously convinced that understanding of
mother-tongue structure helps pupils across the curriculum with
learning languages.

The Head of the English Department (3) finds it more
important for the higher ability sets than for the lower sets, and
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one teacher of French (4) finds it not really important for
development of oral skills in teaching her lower sets.

Opinions: method of grammatical explanation
The summary table shows the following preferences:

higher ability lower ability

traditional (2)(3)(4)(5)(8) (5)
functional (7) (2)(3)(4)(7)
notional (1) (1)(8)
other (6) (6)

The German teacher (6) comments:

In teaching practice, a mixture of these methods is best.

Although there is strong agreement about the importance of
grammar across the curriculum, there is less agreement how
grammar should be explained.

In the English Department, teacher (2) and the Head of
Department (3) have the same views: a traditional approach for
the higher ability and a functional approach for the lower ability
pupils. English teacher (1), however, prefers a notional approach
for all abilities.

In the Modern Language Department, the Head (5) prefers a
traditional approach for all abilities, and the Spanish teacher (7)
thinks that a functional approach is best for all abilities, whereas
the French teacher (4) relates method to ability (traditional for the
higher sets and functional for the lower sets) as do English
teachers (2) and (3), whereas the German teacher (6) prefers an
eclectic approach.

The teacher of Latin (8) finds explanations along the lines of
traditional grammar suited for the higher sets, but prefers a
notional approach for the lower ability pupils.

Opinions: language awareness
The question about the relevance of referring to the structure of
other languages shows:



353

higher ability lower ability

very importan[ (7) (7)
impor[ant (2)(3)(4)(5)(6)(8) (8)
not really important (1) (2)(5)(6)
unimportant (1)(3)(4)

Introduction of a language awareness programme which includes
understanding of language structure across the curriculum has a
good chance of success in this school when directed to the higher
sets. Only English teacher (1) does not see its relevance, but
considering the attitude as regards co-ordinated teaching (below),
agreement can be expected on this point.

Opiaions: co-ordinated grammar teaching
The table summarizes the various views about which colleagues
should be included in a co-ordinated grammar teaching programme:

All language teachers (1)(2)(3)(4)(5)(6)(7)
English and Modern Languages
Colleagues in the same language

Who should be included in co-ordinated grammar teaching is not a
point of discussion in this school. The Head of Modern Languages
(5) adds:

Teachers of foreign languages cannot easily dismiss the study of
grammar, particularly if their objectives include writing and they
are preparing for examinations. We attempt to teach all the
grammatical concepts and vocabulary that can appropriately be
developed with children at the various stages of their
development and in different teaching situations.

7.3.5.2 Pupils at 14f: their options, teacliers and books

Languages as options
After the option year French remains compulsory; all pupils who
took German in the third year continued in the fourth year; 12 per
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cent of the third year pupils took Latin as an option, 18 per cent
took Spanish and 11 per cent opted for Italian.

The teachers and the books
When pupils have decided which languages they wish to take as
examination subjects, they are not yet familiar with Spanish (and
the Spanish teacher) and Italian. The Head of Modern Languages (5)
teaches French and Italian in the fourth year.

The table below shows pupils' main language textbooks at 14f,
as used across the curriculum by teachers (1)-(7), and it lists the
material used in the previous years.
Some of the books are marked with HA (higher ability) and LA
(lower ability); these are the teachers' comments.

teacher books at 14t
number

previous years

----------------------------------------------------------
English at 14f

(1) English Today book 4 llf English Today
The Art of English C4 book 1

12t English Today
book 2

13f English Today
book 3
The Art of English
C3

(2) The Art of English C4

(3) The Art of English C4
Pleasure in English stage 4(LA)
Ordinary Level English

Language Test Papers
English Today
for occasional examples

11t English Today
12f no classes
13f The Art of English

C3

llt The Art of English
C1
Pleasure in English
book i

12f Tl:e Art of English
C2
Pleasure in English
book 2

13t The Art of English
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C3
Pleasure in English
book 3

----------------------------------------------------
French at 14t

(4) Le FranFais d'Aujourd'hui CSE book llt no classes
12t Un, Deux, Trois

Michel et
Fran~oise book 1

13t Michel et
Fran~oise book 2

(5) Le Fran~ais d'Auhourd'hui CSE book llt Un, Deux, Trois
New Simpler French Course (HA) 12f Michel et
Revision French (HA) Fran~oise book 1

13t Michel et
Fran~oise book 2

--------------------------------------------------------
German at 14t

(6) Wir Lernen Deutsch part 2 13t Wir Lernen Deutsch
part 1

--------------------------------------------------------
Spanish at 14f

(7) An Essential Course in Modern Spanish
-------------------------------------------------------

Italian at 14t
(5) Parlate con Noi book 1

Italian for You
Modern Italian Grammar

--------------------------------------------------------
Latin at 14f

(8) Ecce Romani books IV and V 12f Ecce Romani
The Shorter Latin Primer books I, II

13f Ecce Romani
books II, III
and parts of IV
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In the disccussion below, the book numbers added to the titles
refer to the evaluation in 7.2).

As additional material, teachers (4)-(7) mentioned audio-visual
and authentic material. All teachers use past examination papers
from various boards.

The eight teachers in the three departments of this small
school hold the view that pupils' understanding of mother tongue
grammar is important for improvement of command of English and
learning Modern and Classical Languages. The books used across
the language curriculum with the higher sets also emphasize the
role of grammar, but the approaches are different.

The books in mother-tongue lessons are very grammatical:
English Today (B10), a popular course between 1950 and 1960, but
now considered as "old-fashioned"; Tl:e Art of English~Certificate
course (B1), which is not particularly modern either, but still
widely used (as also found in this survey), and for examination
practice Ordinary Level English Language Test Papers (B12). The
grammatical content of Pleasure in English (B11) is less, but still
important; this course is used with the lower sets.

In the French lessons the higher sets use the more grammatical
approach in New Simpler French Course (B21) and Revision French
(B22); the lower sets use the CSE book of Le Fran~ais
d'Aujourd'hui which gives revision in oral presentation with,
however, a grammar section of 81 points (and exercíses) explained
with reference to English. This section is identical to the "O" level
book of the course, since the authors consider that

there is very little in this which does not have to be known by
the CSE pupil if he is to understand all the French required in
CSE (p. 3).

In the previous years the oral approach without explanation, in
the first three parts of this course, has not been used. Teachers
apparently preferred the traditional method of Michel et Fran~oise
(B50).

In the German lessons, in the method of Wir Lernen Deutsch
(B32), grammar is the main element, not in a traditional fashion,
bu[ by means of drill patterns which should be understood partly
through the pupils' material, partly through the teacher's
explanations.

The Spanish book, An Essential Course in Modern Spanish (B37),
is again a traditional, grammatical method and the Italian course,
Parlate con Noi (B38), which uses the direct approach (without
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explanations in English), is supplemented by two traditional
grammar books, Italian for You (B39) and Modern Italian Grammar
(B40).

We find a similar attitude in the Latin lessons, where the
partly traditional, partly modern approach of Ecce Romani (B43) is
supplemented by The Shorter Latin Primer (B44).

7.3.5.3 The Grammar Grid
The role of grammar in this school is summarized in the "Grammar
Grid" below.

Pupils at 14f, their teachers and their books.

book CSE "O" O1 02 03 04 0~ 06 07 OS teachers
number number

B 1 x x x - x (1)(2)(3)
B10 x x - x (1)(3)
B11 x x - x (3)
B12 x x - x (3)
B19 x x x x x (4)(5)
B21 x x x x (5)
B22 x x x x x (5)
B32 x x x x (6)
B37 x x x x x (6)
B38 x x x (5)
B39 x x x (5)
B40 x x x x (5)
B43 x x x x x x (8)
B44 x x x x (8)

O1 predominant OS explanations related to English
02 emphasized 06 terminology in main text
03 integrated 07 terminology in summary
04 no or limited 08 with teacher's handbook
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higher ability lower ability
written spoken written spoken

opinions
teachers 0910 11 12 09 10 11 12 09 10 11 12 0910 11 12

(1) x x x x
(2) x x x x
(3) x x x x
(4) x x x
(5) x x x x
(6) x x x x
(7) x x x x
(8) x

x

English grammar is 09 very important 11 not really important
10 important 12 unimportant

7.3.5.4 Conclusion
Pupils at 14f, aiming at examinations, study languages from
materials which approach grammar in a similar way. Their teachers
have about the same opinons on the role of grammar.

In the textbooks used across the curriculum the importance of
grammar is emphasized. In [he mother-tongue lessons the
textbooks provide explanations of basic grammatical concepts and
terminology which are also found in the textbooks used for Modern
Languages and Classics.

The teachers hold the view that understanding of
mother-tongue grammar is important across the language
curriculum.

They are in favour of co-ordination and the selection of
materials across the curriculum is the result of an agreed approach
towards grammar teaching. It is not based on agreement about the
importance of pupils' awareness of the structure underlying the
seven languages taught in this small school.

Teachers' attitude as regards the role of grammar in language
learning is consistent with the role of grammar in the teaching
materials.

This policy contributes to pupils' security about what and how
they are expected to prepare for the public examinations at 16t.
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The apparent existence of schools with a co-ordinated grammar
teaching programme, as opposed to, for example, schools A and D,
suggests the need for further study of the effectiveness of such
programmes.

7.3.6 SCHOOL F: maintained comprehensive, S00 pupils
(co-ordinated policy)

7.3.6.1 The school : the language curriculum and opinions
Profile
This is a County Council's comprehensive High School and caters
for pupils of all abilities from the age of 13f. It is located near
one of the bigger cities in the county. On entry to the school, the
pupils are considered to be in their third year of secondary
education. They are grouped according to ability, in three bands;
the banding is based, initially, on recommendation from the Middle
School.

Language curriculum
The school offers English, French, German and Latin. In the first
year at this school (at 13}) French is compulsory for all pupils and
Latin is compulsory for the top band. German is offered after the
option year.

Structure of Departments
All languages (including English) are organized as the
responsibility of one Co-ordinator of Communications with a Major
Head of English and a Major Head of Language Studies.

This is the only school in the survey which modified the
conventional structure of Departments by introducing a
Co-ordinator of Communications. From an organizational point of
view, it is a Bullock-type policy of "Language Across the
Curriculum" which aims at "improvement of the standards of
English, involving teachers of all subjects".63

The co-ordination is not directed towards co-ordinated language
teaching, in the sense of what the different language classrooms
have in common. This is also apparent from the replies to question
XVIII of the questionnaire, viz. how often teachers discuss the

63 See Chapter 2, 2.2.2.
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various methodologies and material with teachers of other
languages. A French teacher answered "occasionally"; the Head of
English said "rarely"; the Head of Languages commented "mainly in
informal conversation, with occasional joint discussion with English"
and another teacher stated "not enough perhaps; occasionally as
need makes necessity apparent". The Co-ordinator explained
"regularly rather than often; at the moment all teachers are
actively engaged in language methodology development".

The teachers (5 respondents)
Profile
The five respondents are well qualified, and they are contented
with their work. They find that their problems are different from
those of non-language teachers. Three teachers hold a post of
special responsibility.

Involvement across the language curriculum (by teacher's number)
English; Major Head of English
English and French
French and Spanish; Major Head of Language Studies
French
English~French~German~Latin; Co-ordinator of Communications

Opinions: mother-tongue grammar
The summary table below gives the various opinions about the
importance of English grammar across the school's language
curriculum.

Importance of grammar for English: teaclters (1) (2) (5)

higher ability lower ability
written spoken written spoken

very important (1)(2) (1)(2) (1) (1)
(5) (5)

important (2)(5) (5)
not really important (2)
unimportant
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----------------------------------------------------------
Importance of Bnglish grammar for Moderi: Languages
teachers (2) - (S)

higher ability lower abili[y
written spoken written spoken

very important (4)(~) (4)(5) (4) (4)
important (2)(3) (3) (2)(5) (5)
not really important (2) (3) (3)
unimportant (2)
----------------------------------------------------------
Importance of English grantntar for Classics
teacher (5)

very important (5)

In teaching English, ihe Head of English (1), teacher (2) and the
Co-ordinator (5) find understanding of the grammatical structure of
English very important for improvement of higher ability pupils'
writing skills.

The Head of English (1) is involved in moiher-tongue teaching
only and finds grammar very important for pupils of all abilities.
Colleague (2), who also teaches French, relates his opinion both to
ability differences and differences between spoken and written
language: in each ability group the importance is one shade less for
development of oral skills.

The opinion of the Co-ordinator (5), who is involved in four
curriculum languages, lies between the opinions of her colleagues
(1) and (2).

Unlike the other three teachers, the Head of Modern Languages
(3) and French teacher (4) are involved in foreign languages only;
their views about the importance of mother-tongue grammar for the
lower seis are different: teacher (4) finds it very important, but
the Head of Language Studies (3) finds it hardly relevant.

Teachers (2) and (5), both involved irr mother-tongue and
foreign language teaching, agree about the importance of grammar
in the English lessons, but have different views regarding foreign
languages: teacher (2) finds grammar only important for
improvement of writing skills in the higher sets. He comments:
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Very important for higher abilities. Obviously, perhaps(!).
Examination requirements vary and are, I think, an important
factor here, e.g. for translation into a foreign language from
English.

The Co-ordina[or (5) feels that grammar is importan[ for all
languages across the curriculum for improvement of spoken and
written language, yet in particular for pupils in the higher sets.

Opinions: method of grammatical explanation
The summary table shows the following preferences:

traditional
functional
notional
other

higher ability

(1)(2)(3)(4)

(5)

lower ability

(1)
(2)(3)(4)
(5)

The two preferred methods are functional and notional. Teacher
(2) comments:

I would prefer more of a mixture, including the traditional
method of explanation. Again, exigencies of the examination
system are important in practice!

The Head of Language Studies (3) adds to his choices:

Also, however, certain items appear to be better taught by one
method than another. Some eclecticism is valuable.

The Co-ordinator (5) explains:

The top group can cope with any method. Of course, I use the
traditional method too, but this is, alas, dictated in part by the
external exam system. I prefer a functional-notional approach,
but the "Graded Objectives" development is still insufficiently
known (or understood) by teachers.

Opinions: language awareness
The question about the relevance of referring to the structure of
other languages shows:
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higher ability lower abili[y

very important (5) (5)
important (1)(2)(3)(4)
not really important (1)(2)(3)(4)
unimportant

A language awareness programme which includes understanding of
language structure across the curriculum is not an issue for
further discussion. For the higher sets the teachers unanimously
agree. Teacher (2) comments:

In particular FLAC teachersó4 may well refer to more than one
language! Where language structure varies significantly from that
of English, this could be very important.

Opinions: co-ordinated grammar teaching
The table summarizes the various views about which colleagues
should be included in a co-ordinated grammar teaching programme:

All language teachers
English and Modern Languages
Colleagues in the same language

(1) (2) (3)
(4) (5)

The Co-ordinator (5) excludes his Latin teaching from an agreed
and defined programme. He comments:

I find this a difficult question. Discussion of a variety of views
is valid, but not necessarily co-ordination.

Later he adds, however,

"Language across the curriculum" has become a great slogan. I
believe in it, and it is a pity we have buried Bullock as it
appears !!! The support to foreign language teachers that such

64 The Foreign Language Achievement Certificate - FLAC -
is a graded objectives assessment scheme developed by the County
Council of Hereford 8z Worcester.
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work would give is great -: let the linguist do the teaching of
the grammar if need be.

The comment seems to contradict his replies to the question of
importance of grammar for English. The "Bullock Philosophy"
rejects the value of grammar teaching. The Bullock Report certainly
attempis to support teachers of all subjects, but not with the
objective of developing awareness of the structure of language to
support the teachers of foreign languages i65 Having observed that
the Co-odinator also considers awareness of language structure very
important for pupils of all abilities it is the "Hawkins model"66
rather than the "Bullock model" which may suit this teacher's
objectives.

7.3.6.2 The pupils at 14f: their options, teachers and books

Languages as options
After the option year 33.7 per cent continues with French; this
year none of the pupils in the 13f top band (11.3 per cent)
continues with Latin; the whole top band takes up German in the
fourth year.
The teachers and the books
After the option year, there are no changes for pupils in terms of
new languages or new teachers.

The table below shows pupils' main language textbooks at 14f,
as used across the language curriculum by teachers (1)-(5), and it
lists the material used in previous years.

teacher books at 14t
number

previous years

English at 14t

(1) The Art of English C4 13t The Art of English
Clear English stage 4 C3

Clear English
stage 3

65 See Chapier 2, 2.2.2.

66 See Chapter 2, 2.2.3.
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(2) as teacher (1)

(5) no books used
-----------------------------------

French at 14t

(3) De Jour en Jour books 4 and 5
C'est Sympa
En Avant (some material)
French Sign Language
Avan~ons book 2

13f as teacher (1)

13f no books used

13f De Jour en Jour
book 4
En Avant (some
material
Ava,t~ons book 1

(2) as teacher (3)

(4) as teacher (3)

(5) no books used
-----------------------------------

German at 14f

(5) Deutscher Sprachkurs
Biberswald
Unterwegs

Ideas from Vorwártsó7

13t as teacher (3)

13f no books usc~i

13t Biberswald
ideas from
Vorwiirts

----------------------------------------------------------
Latin at 14t

(5) this year no classes in
year groups 14f and 15t
otherwise
A New Approach to Latin
books I and II

13f A New Approach
to Latin book I

In the discussion below, the book numbers added to the titles refer
to the evaluation in 7.2.

For improvement of the command of English teachers (1), (2),
and (5) find understanding the structure of the mother tongue

67 This course is used in earlier schools.
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important for higher ability, in spoken and in written language,
and also for the lower sets, except teacher (2) when it applies to
spoken language. Pupils have, however a set of English textbooks in
which grammar does not play an important role: The Art of English
~General Course (B2), and Clear English (B13). The Co-ordinator (5)
does not use books other than for Latin; he comments

I select my own material for English and French, and make my
own notes and exercises.

In the study of French, pupils also have a set of textbooks in
which the role of grammar is not particularly important, the
course books De Jour en Jour (B23) and Avan~ons (B27), and the
topic~oral examination practice books C'est Syn:pa (B24) and
French Sign Language (B26). Teachers (2) (3) (4) and (5), however,
attach importance to understanding of mother-tongue grammar for
foreign language learning in the higher sets and the Head of
Language Studies (3) said about these books:

It should be stressed that no one book can be regarded as a
course book in the sense that it is followed from beginning to
end of year. Textbooks of all kinds are very much regarded as
resources to be exploited in various ways by different teachers
according to their judgement of what is suitable for a particular
class.

Since this teacher is in favour of a co-ordinated grammar teaching
programme it seems as if there is quite something to discuss in
order to arrive at an agreemeent about the "various ways" of
"different teachers", and "their personal judgement" about "what is
suitable" for "a" particular class in order to ensure that pupils
moving from one language class (teacher) to another does not lead
to confusion.

For the German lesson the Co-ordinator relies on a course
which emphasizes understanding of mother-tongue grammar,
Deutscher Sprachkurs (B33) which, considering his views, is likely
to suit his need. He also uses Vorwiirts (B28), because most his
pupils were used to this material in the Middle School. Vorwárts68
is an audio-visual course which offers in its approach explanations
of grammatical concepts and structures in optional booklets (the

68 A Schools Council Continuation German Course. Professor
E. Hawkins is on the Consultative Commitee to the Schools
Council's Modern Languages Project.
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course has 74 parts, including handbooks for teachers). Also, for
Latin this teacher prefers the grammatical approach of A New
Approach to Latin (B41), with its clear explanations.

7.3.6.3 The Grammar Grid
The role of grammar in this school is summarized in the "Grammar
Grid" below.

Pupils at 14f, their teachers and their books.

book CSE "O" O1 02 03 04 OS 06 07 08 teachers
number number

B 2 x x x - x (1)(2)
B13 x x x - (1)(2)
B23 x x x x (2)(3)(4)
B24 x x x (2)(3)(4)
B25 x x (2)(3)(4)
B26 x (2)(3)(4)
B27 x x x x (2)(3)(4)
B28 x x x x x x x (5)
B33 x x x x x x x (5)

O1 predominant OS explanations related to English
02 emphasized 06 terminology in main text
03 integrated 07 terminology in summary
04 no or limited 08 with teacher's handbook
----------------------------------------------------------

higher ability lower ability
written spoken wri[ten spoken

opinions
teachers 091011 12 09101112 091011 12 091011 12

(1) x x x x
(2) x x x x
(3) x x x x
(4) x x x x
(5) x x x x

English grammar is 09 very important 11 not really important
10 important 12 unimportant
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7.3.6.4 Conclusion
Pupils at 14t, aiming at examinations, study languages from
materials presenting different views about how language should be
learned and what should be understood. For French there is no
specific textbook pupils can use for revision of grammar: they are
dependent on the teacher's individual choice and method of
explanation.

For German, they use two entirely different courses: one
audio-visual course, because most pupils were already familiar with
this approach in the German lessons at the (previous) Middle
School, and one course which emphasizes the importance of
understanding of grammatical concepts. The audio-visual course
provides grammatical material but leaves the decision on how to
exploit what is provided mainly to the teacher; in the other course
the grammatical material is a basic component in the pupil's book.

Whether or not further explained by the teacher, for
homework, examination practice and reference, the approaches in
the English and French material differ distínctly from the German
(and Latin) classroom material.

The policy of co-ordination in this school is to raise the
standard of English along the lines recommended in The Bullock
Report (1975). It is also apparent from the comments that each
teacher approaches a foreign language according to his own views.

This does not contribute to pupils' understanding of what and
how they are expected to prepare for the public examinations at
16f, and this will not change unless an agreed and defined
grammar teaching programme is included in the objectives of the
teachers of English, Modern Languages and Classics.

7.4 Teachers' opinions and their books: the six survey schools

The previous sections show, with the exception of School E, the
small independent girls' school, that lack of agreement among
teachers, different opinions evidently brought into practice
(explanations in the classroom) and different approaches in learning
material (also used when the pupil is on his own, e.g. homework,
revision and examination practice) do not contribute to pupils'
security about what they are expected to learn for the public
examinations at 16t: about how they are expected to improve their
command of English, and about how to learn foreign languages
across the curriculum of their school to meet the requirements of
oral and written examinations, whether it is CSE, GCE "O" level or
the new GCSE.
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It is certainly not the intention of teachers to create
confusion: the demand for a co-ordinated grammar-teaching
programme has been established from the results of Question XIX
of the survey questionnaire (see 5.2).

In Chapter 6(6.2.2) it was mentioned that the use of books is
not always a matter of free choice. Books are often used either (a)
as an established tradition in the department, or (b) due to lack of
alternative courses to suit teachers' views, or (c) because in the
case of using newly published material, publication of all stages
often takes many years. And finally, of course, use may be due to
lack of financial means to replace the material available.

In addition to this, decisions about supply of classroom
materials are generally made by Heads of Departments.

It was therefore not surprising to find that 263 teachers (95
per cent) use additional classroom material. In as far as specified,
most teachers use their own notes (including grammar notes), and
make their own exercises and worksheets (see 6.4.2), adding their
personal views to the published material.

The summary table below shows to what extent the role of
grammar in pupils' textbooks matches teachers' views in the six
survey schools. The degree of importance of grammar is expressed
in points. The following method has been applied:
teachers' score: the figure in the column "teacher's score" refers
to the mean score calculated over replies to the four parts (own
objectives) of the "grammar question": for higher ability pupils'
written and spoken language, and for lower ability pupils' written
and spoken language;
textbook score: the figure in the column "textbook score" also gives
the degree of importance of grammar in points.

teacher's opinion score textbooks score

very important 12 predominant 12
important 8 emphasized 8
not really important 4 integrated 4
not important 0 not or limited 0
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SCHOOL A (7.3.1.3)

teacher book
number score score number language~post

(1) 2 4 B2 English; in charge of CSE
0 B4
0 B6

(2) 8 4 B2 English
(3) 1 4 B2 English
(4) 10 0 B4 English
(5) 7 12 B3 English; Head of Drama

0 B4
0 B6

(6) 5 12 BS English; Head of Remedial
teaching

(7) 12 - - English; Principal
(8) 9 4 B14 French and Spanish; Head of

Modern Languages and La[in

(9) 8

8 B15
0 B16
8 B34
4 B14 French and German; in charge

of CSE Modern Languages
8 B15
8 B17

(10) 12 4 B14 French and German; Head of
German

8 B17
8 B28

(11) 9 8 B29 German
12 B30

(12) 4 8 B34 French and Spanish
12 B35

(13) 12 12 B41 Latin (Head of Latin)
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SCHOOL B (7.3.2.3)

teacher book
number score score number language~post

(1) 2 0 B7 English
(2) 10 0 B7 English; Head of Department
(3) 6 - English; Head of Drama
(4) 8 - English; Head of Sixth Forms
(5) 10 4 B14 French
(6) 6 4 B14 French
(7) 12 4 B14 French

12 B21
(8) 12 4 B14 French and German; Head of

Department of Modern
Languages

12 B21
12 B30

(9) 8 12 B30 French and German; Head of
French

(10) 12 4 B42 Latin; Head of Department of
Classics

(11) 12 4 B42 Latin

SCHOOL C (7.3.3.3)

teacher book
number score score number language~post
----------------------------------------------------------
(1) 7 - English
(2) 6 12 B9 English; Head of Department
(3) 12 12 B9 English; Librarian

12 B3
12 B8

(4) 7 4 B14 French
(5) 8 4 B14 French; Head of Modern

Languages
0 B16
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(6) 10 4 B14 French; Head of Sixth Form
French

12 B18
(7) 9 4 B14 French and Spanish

0 B16
4 B36

SCHOOL D (7.3.4.3)

teacher book
number score score number language~post

(1) 6 - English
(2) 7 - English
(3) 2 - English; Head of

Depar[ment~Drama
(4) 2 - English
(5) 8 12 B69 French and German; Head of

German
12 B30
12 B31

(6) 12 4 B14 French and German
8 B15
8 B17
8 B19
12 B30

(7) 10 8 B19

0 B20
(8) 10 8 B19
(9) 12 8 B43

12 B45
(10) 12 8 B43

12 B45

French; Head of Modern
Languages and
Head of French
French
Latin; Head of Russian

Latin; Head of Department of
Classics

69 Various Whitmarsh grammars.
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SCHOOL E (7.3.5.3)

teacher book
number score score number language~post
----------------------------------------------------------
(1) 12 12 B1 English
(2) 12 12 B10 English
(3) 10 12 B1 English; Head of Department

8 B11
8 B12
12 B10

(4) 9 8 B19 French
(5) 12 8 B19 French and Italian; Head of

Department of Modern
Languages

8 B21
12 B22

8 B38
12 B39
12 B40

(6) 12 12 B32 German
(7) 12 12 B37 Spanish
(8) 12 8 B43 Latin; Head of Classics

12 B44

SCHOOL F (7.3.6.3)

teacher book
number score score number language~post

(1) 12 4 B2 English; Major Head of English
4 B13

(2) 8 4 B2 English and French
4 B13
4 B23
4 B25
0 B26
4 B27
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(3) 6 4 B23 French and Spanish; Major Head of
Language Studies

4 B25
0 B26
4 B27

(4) 11 4 B23 French
4 B25
0 B26
4 B27

(5) 9 8 B28 English, French, German and Latin;
Co-ordinator of Communications

8 B33

Comparison of the score points shows that in five of the six
survey schools many teachers (have to) cope with material which
does not represent their views. When there is lack of agreement
between teachers' opinions and pupils' learning material about how
languages should be studied, and about how much grammar pupils
need to know and understand in order to meet the examination
requirements, this complicates the task of the teacher. In School E
there is agreement between teachers' views and textbooks in use.

7.5 Conclusion : Six Survey Schools

The examination of the role of grammar in five of the six schools
illusirates what has been found in this study:

(a) that pupils' understanding of mother-tongue grammar is
considered particularly important for pupils who aim at public
examinations, and that teachers' opinions about the degree of
importance should be related to their expectations, which are
again related to the type, sector and population of the schools;

(b) that opinions about the importance of grammar for the
language curriculum are generally not connected with a need to
create awareness of language structure across the curriculum: when
grammar is considered important, it is important as a tool or aid to
improve correct usage in the target language of the individual
teacher;

(c) that the "gap" between teachers of English and teachers of
other languages is a misleading generalization.
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The five "grammar grids" summarize the confusing position of
pupils if there is a lack of policy across the language curriculum of
their school.

There is no evidence of which method is most effective to
achieve the expected standard of English or of fluency in a
foreign language at secondary school level; which method is used
in practice depends on the personal view, interest, experience and
time of the individual teacher.

In any discussion about improvement of language education,
differences between school types, ability settings, and types and
levels of examination require careful consideration.

An important factor also is the availability of teaching materials
in schools, which is in many cases not a matter of individual
choice. If a particular range of textbooks available ín the school
does not entirely suit the teacher, he will use the material as
"sources" rather than as "courses" and he will provide his pupils
with his own explanations and exercises, according to his personal
views and needs. If the available materials represent his personal
views, he may follow a given course from start to finish; where
applicable, he may follow the guidelines in the teacher's
handbooks. But even if this is the case , he may still wish to alter
the order of introduction of topics, explanations and exercises.

As members of a Department, which is traditionally a
self-contained unit, teachers of different languages are
organizationally separated from one another.

The above does not contribute to the confidence of pupils, who
will have to find their way through a structure of boundaries in a
capricious field.

The six schools are different in type, sector, population and
size. The role of languages in the schools' curricula is also
different:
(1) if "number" of foreign and classical languages is the criterion,
language education is more important in the one school compared
to the other;
(2) if "compulsory" is the criterion, the role of languages is more
important in the one school compared to the other.

What they have in common is that they aim, like all schools, to
prepare pupils for public examinations in the mother tongue, and in
at least one foreign language. What they also have in common is a
population of various levels of ability, and responsibility for
decisions as to which pupil should be placed in the "lower",
"average" or "higher" sets.
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What concerns us here, however, is not primarily "how many"
languages pupils are expected to master, or with which "ability
label" they go through secondary school life.

The main point of this chapter was to examine how confident
the average prospective examination candidate feels when he
studies his materials, listens to his teachers, and prepares himself
(in addition to the time-tabled tuition) for his exams: confident
about what he is expected to learn~understand~memorize about
grammar, in his mother tongue and in other language examinations.

We have observed that in five of the six schools opinions about
the role of grammar in the pupils' books (reflection of authors'
views) do not always reflect teachers' views, which is inevitable for
obvious reasons.

There is, however, no need to accept as inevitable that pupils in
any one school have to find out for themselves what is relevant in
their books, and what is relevant in what [hey hear from various
teachers: that they should question, for example, in particular at
the beginning of their examination course, why they are expected
to understand the concept of "subject", "object" or "clause" in
learning German, and why they should acquire the expected
grammatical correctness by means of pattern practice in French. It
is even more confusing if they compare the grammatical contents of
language syllabuses, all requiring pupils' ability to understand and
apply the basic rules of grammar in speech and writing.

The examination of the six schools illustrates the point, that
without an agreed and defined policy, prospective examination
candidates deal with a variety of contradictory approaches (by their
teachers and their books), which tell them how to master the
target language at examination standard.

It also illustrates the fact that the role of grammar in the five
years of secondary language education is not always consistent: in
the early years ( from llt to 13f) of foreign language studies,
grammar is often less important than after the option year; when
the examination course begins, we observed that for examination
practice textbooks are used which emphasize the role of grammar.

In English teaching we saw the opposite: there is more
attention to the grammatical structure of the mother tongue in
the early years than in later years.

The fact that new (second foreign or classical) languages are
introduced in different years also does not contribute to pupils'
awareness of the grammatical relationship between the languages
taken as examination options. Whereas a pupil aiming at "O" level
French studies the language for five years, to achieve the same
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level in German, Spanish or Latin, he has three or even only two
years (depending on the school's policy). At 14t, it may well be
that he is expected to use (or to use and understand) basic French
grammar (studied from [he first year), that he begins with
conjugations and first uses of verbs in German ( introduced in the
third year), and~or that he starts with definite and indefinite
articles in Spanish (offered only from the fourth year). How much
understanding he already has of the structure of his mother tongue
depends on the philosophy of his English teachers during the first
three years of his secondary education.

The pupil will not be aware that what he has learned in the
early years, learns at 14f, and will learn up to his examinations
are the same grammatical concepts, introduced, however, at
different times in his secondary school life.

In one of the six schools (School E) teachers hold the view
that an agreed and defined grammar teaching programme should be
included in their objectives across the curriculum: teachers'
attitudes, together with the approaches in classroom materials
provide pupils with the necessary security for what they are
expected to achieve. In this small school the policy is not merely a
compromise of different individual needs for any one language:
agreement about the importance of pupils' awareness of language
structure is the core of the matter.

This does not imply that such a"grammatical awareness"
approach is evidently "better" than a"non-grammatical approach",
or that "understanding" of mother-tongue grammar evidently
facilitates foreign language learning. The effectiveness of a strong,
cross-curricular emphasis on grammar requires further research: a
comparison of schools of the same type (same variables) but with
different attitudes regarding the role of grammar and co-ordination
across the curriculum.

In any one school, however, the first step should be to arrive at
agreement about how much grammar pupils need up to the public
examinations at 16f: the decision to use a"language umbrella"
which protects the language curriculum as a whole. The second step
is to decide upon the colour of the umbrella: how grammar should
be explained.

This will provide pupils, as members of a relatively small
community, with a consistent approach, which wíll give them the
necessary confidence about how to master languages at examination
level.



CHAPTER 8

THE ROLE OF GRAMMAR IN SECONDARY SCHOOLS

GRAMMAR IN THE 1988 LANGUAGE EXAMINATIONS AT 16f

8.1 Introduction

At the time this study started the plans for a new examination
system (first announced in February 1980) became a topic of
discussion.

The new GCSE examination (General Certificate of Secondary
Education) was planned to come into effect in the summer of 1986
and Examining Boards were invited to submit their proposals for
national criteria and assessment; the Department of Education and
Science published HMI's views about the contents of the new
syllabuses as "Matters for Discussion".

The new system requires the boards to operate in groups, and
to function as corporate bodies. They will, however, maintain their
separate identity. For the 1988 examinations the syllabuses are
devised by the following groups (amalgamations of the former GCE
and CSE Boards):

Northern Group Joint Matriculation Board (GCE);
Associated Lancashire Schools Examining
Board, North Regional, North-West Regional,
and Yorkshire and Humberside Regional Boards
(CSE).

Midland Group University of Cambridge Local Examinations
Syndicate, Oxford and Cambridge Schools
Examination Board, and Southern Universities'
Joint Board for Schools Examinations (GCE);
East Midlands Regional Examination Board, and
The West Midlands Examination Board (CSE).

London 8c East University of London School Examinations
Anglia Group Board (GCE), East Anglian Examinations Board,

and London Regional Examining Board (CSE).
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Southern Group University of Oxford Delegacy of Local

Examinations, Associated Examining Board

(GCE); Southern Regional Examinations Board,

South East Regional Examinations Board, and

South Western Examinations Board (CSE).

The examining boards could not come to an agreement about

national criteria and assessment procedures; the new examination

at 16} has now been postponed until summer 1988.
In April 1986 the language syllabuses for the 1988 examinations

were published, and in September 1986 the fourth formers started

their new examination course. The discussion about the national

criteria is, however, not yet closed. Just before the completion of

this study, in June 1987, a new discussion paper about the

objectives for Modern Languages was sent to schools and LEAs.

As regards the present situation two aspects are particularly

relevant in connection with the results of the research:
(a) HMI's views about the national criteria (objectives) for English

and Modern Languages (in 8.2.1);
(b) the role of grammar in the 1988 language syllabuses (in 8.2.2).

8.2 The ( 1988) Criteria at 16f

8.2.1 National Recommendations: Matters for Discussion

HMI's discussion paper English from 5 to 16 (DES) was published in

1984. With the objective of moving towards a statement of aims and

objectives for English teaching in schools which can serve as a

basis for policy at national and local level this document puts

clear emphasis on pupils' knowledge of language structure. On

language work it says that 16-year-old pupils should:

- Know the functions and names of all the main parts of
speech (noun, pronoun, adjective, article, verb, preposition,
conjunction) and be able to identify them in their own writing
or in what they read, for the purpose of discussing language.
- Be able to distinguish between sentence, clause and phrase in

what they write or read (p. 12).

Under the heading "Some principles of English teaching" we read:

There is much confusion over whether grammar should be

explicitly taught. It has long been recognised that formal

exercises in the analysis and classification of language

contribute little or nothing to the ability to use it. One
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consequence of this, however, is that many pupils are taught
nothing at all about how language works as a system, and
consequently do not understand the nature of their mistakes or
how to put them right. We suggest that if some attention is
given to the examination and discussion of the structure of
language pupils speak, write, read or listen to for real purposes,
their awareness of its possibilities and pitfalls can be sharpened.
In the course of this, it is reasonable that they should learn
such grammatical terminology as is useful to them for the
discussion of language. But what and how much terminology they
should be taught at any given stage must depend on how much
[hey can assimilate with understanding and apply to purposes
they see to be meaningful and interesting (p. 14).

Punctuation is one of the topics the paper uses as an example for
the need to understand the structure of the mother tongue:

Punctuation needs more attention in English teaching than it
sometimes receives. It is a systematic aspect of the written
language and essential to meaning, for it performs two vital
functions. One is the grammatical function of making clear the
relationship between parts of sentences and of paragraphs. The
other is the rhetorical function of indicating tone, attitude,
feeling and emphasis (p. 14).

The National Association for the Teaching of English (NATE)
criticized HMI's document. The objectives are seen as too narrow,
with little attention to the general objectives for speaking,
listening, reading and writing, and too much emphasis on
grammar. In English frorn 5 to 16: A Response (1985), the NATE
objects in a rather confusing manner: on the one hand the
Response refers to the recommendations as "arid and barren", on
the other hand it recognizes the value of grammar and holds that
the Association's objeciions do not mean

that teachers (of English) have no obligations to work from and
through structures. Quite the reverse. It is essential that they
are fully aware of what knowledge we now have of how
language use develops in children and are familiar with the
conventional structures used by adults in social and private life
(P- 8).

The HMI's document Modern Foreign Languages to 16 (DES)
appeared in June 1987. It takes as its guiding principle that
learning a foreign language should be primarily a matter of using
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language for communication. In addition to the need to encourage

foreign language learning for cultural and trading purposes, the

paper states that

a foreign language, well taught, makes an important contribution

to learning generally...it teaches the learner to attend to the

meaning of words and sentences, to recognise differences in

concepts and usage, and develops an awareness of the nature of

language (p. 2).

The recommendations as regards what is called "the treatment of

grammar" are rather disputable. We read that

when sufficient language has been presented to learners in

meaningful and usable phrases, pupils of all abilities can become

aware of the structures underlying these phrases. The

systematic learning and practising of sentence patterns, verb

forms, case endings and the like help to consolidate the

acquisition of language~o (p. 15).

HMI probably means "the" target language(s) and even so, how

pupils can "acquire" a foreign language or languages in two or

three periods per week is one aspect of the statement which is, in

my view, rather far-fetched. The paper continues:

a distinction can be made between the practising of structures
and the learning of grammatical rules. All learners of a
language need to practise structures but the extent to which the
concepts and generalisations of grammar are helpful to pupils
varies according to their ability and motivation.

How this statement can help teachers in the large mixed ability
classes of comprehensive schools is not clear, and neither is what
follows:

Able pupils will find occasional grammatical analysis of value

and are likely to be stimulated by deducing rules from examples;

others may be helped by a simple generalisation from time to

time; often it is enough simply to indicate that "this is what

they say" in the country concerned.

An explicit suggestion about "how much grammar for whom" is

avoided, and the reasoning is in circles:

~o My italics.
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in the initial stages, the grammar should remain in the mind of
the teacher, though implicit in the language structures which
the teacher presents. As learning progresses, the underlying
linguistic concepts may be made explicit to an extent which
varies according to the abilities and motivation of the pupils.

Awareness of language structure across the curriculum is not
considered. HMI apparently recommends that the target language
should be treated wi[hin its own boundaries:

even when the focus of the work is on grammar, it is frequently
possible and desirable to avoid the use of English: the
presentation of selected examples in the foreign language can
often make clear how a structure is formed and used (p. 16).

The recommendations for grammar teaching in mother-tongue
lessons are (surprisingly) more explicit than for foreign languages,
but no attempt has been made to bridge Hawkins' (1974) Space
between... English and foreign languages at school, which is not
surprising since the "space" between English and Foreign Languages
starts already in the organizational structure of the Department of
Education and Science.

8.2.2 The Language Syllabus 1988 (Southern Group)
Since this survey has been conducted in the County of Hereford 8c
Worcester and in Gloucesterhire, the content of 1988 syllabuses of
the Southern Examination Group is most relevant to answering the
obvious question:

What is the role of grammar in the new language syllabuses?

English
The examination will assess a candidate's ability to "exercise
control of appropriate grammatical structures, conventions of
paragraphing, sentence structure and spelling in writing"
(assessment objective 8).

For performance in written language there are three grades, A,
C and F, and for oral performance five grades (1-5). The Board
gives a description of requirements for each grade, and a marking
procedure is designed on the scale 0-20. This scale is divided into
four groups of marks (1-5; 6-10; 11-15; 16-20); for the top of the
scale (marks 16-20) the pupils should

show a higher degree of mastery of grammatical conventions,
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and for the bottom of the scale (marks 1-5) the requirements are
reduced to

use of grammatical conventions with sufficient accuracy so as to
be easily understood.

The syllabus does not provide a list of grammatical concepts and
structures to be understood, as suggested in the document English
from 5 to I6, but there is more emphasis on grammar in the
phrasing of the requirements compared to the present CSE and
GCE "O" level syllabuses (see Appendix IV).

Modern Languages
The syllabuses for French, German, Spanish and Italian follow the
same pattern as regards assessment objectives, grading and
marking.

The examination in a Modern Language will assess a candidate's
ability to understand the written and spoken language, and to
communicate in the written and spoken language (assessment
objectives 1-4).

The four skills (listening, reading, speaking and writing) can be
tested at two levels, the General Level and the Extended Level, and
the results are expressed in seven grades (A-G).

The minimum entry is three tests (listening, reading and
speaking) at General Level, which gives access only to grades G,
F, and E. When writing is included, grades A-D can be awarded.

The syllabuses give lists of structures which pupils will be
expected to produce and understand at General and at Extended
Level (in any of the four skills). The lists specify which
grammatical topics are expected to be understood in reading only,
and which topics should be understood in listening and reading.
The remainder is expected to be known.

The difference in grammatical contents between the General
and Extended Level is about the same as that between the present
CSE and GCE "O" level syllabuses (see Appendix IV).

In the new syllabus, the former separate presentation of what
should be known for "active use in writing and speaking" and
"what should be recognized" is now in one list.

French
To illustrate the differences between the General and the
Extended Level for French, and the way the new criteria are
phrased, I shall quote from the requirements for conjugations and
use of verbs:
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At General Leve1
(a} Tenses

(i) Present Indicative
(ii) Imperfect

(iii) Perfect of avoir and être verbs
Perfect of reflexive verbs (L.R.)71
(Candidates will be expected to understand
the past participle even when it agrees with
the subject or object (L.R.), but will not be
penalised for a failure to make these
agreements when speaking or writing)

(iv) Future including immediate future, e.g. il va
écrire

(b) Imperative (L.R.)
(c) Present participle, including use with en, e.g. il s'est blessé

en coupant du bois; j'ai gagné de 1'argent en travaillant (R.)
(d) Infinitive

Verbs which govern the infinitive (L.R. apart from
expressions which are clearly indicated as being needed
productively by ihe specified language tasks, e.g. j'aime
jouer au football) such as:

il dernande à sortir
il décide de rester
il espère vous voir

At Extended Level
(a) Tenses

(i) Present Indicative
(ii) Imperfect

(iii) Perfect
(The agreement of the past participle with
the preceding direct object, e.g. la maison
que j'ai vendue, is a structure which even
French pupils find difficult. Although most
pupils taking the examination will not be
expected to produce this correctly, where
pupils do use it, this will be taken into
consideration. Agreement of the past

~l The abbreviations used in this section are L.R.- listening
and reading; R.- reading only.
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participle with verbs taking être in the
perfect, e.g. elle est arrivée, is expected)

(iv) Immediate future, e.g. il va écrire
(vi) Pluperfect (L.R.)

(vii) Past Historic (R.)
(viii) Conditional (L.R.) with the exception of je

voudrais, a lexical item for productive use
(ix) Conditional Perfect (L.R.)
(x) Subjunctive (L.R.)

(b) Imperative
(c) Use of venir de t infinitive (in present tense)

Use of venir de } infinitive (in imperfect tense) (L.R.)
(d) Present participle, including the use with en, e.g. il s'est

blessé en coupant du bois; j'ai gagné de 1'argent en
travaillant.

(e) Infinitive
Verbs which govern the infinitive such as:
il demande à sortir
il décide de rester
il espère vous voir
je dois partir
Perfect infinitive (e.g. après avoir joué) (L.R.)

The grammatical content of the new French syllabus which, as
before, emphasizes word patterns, is fully covered in the previous
CSE and "O" level parts of the familiar courses, such as Longman
Audio-Visual French, or Le Fran~ais d'Aujourd'hui (see 6.3.3).

German
To illustrate the difference between the General Level and the
Extended Level, and the way the new criteria are phrased, the
requirements for understanding and productive use of word order
are quoted below:

At General Level
1 Appropriate word order in main clause: position of main

verb, adverbs, nicht, infinitive, past participle
2 Appropriate word order after als, daf~, wenn, weil
3 Inversion after adverb (e.g. gestern)

At Extended Level
In addition to (1), also accusative~dative (direct~indirect
object)
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In addi[ion to (2), the remaining conjunc[ions
In addition to (3), inversion after subordinate clause

(4) Word order changes according to emphasis intended.

The grammatical content of the new German syllabus which, as
before, emphasizes syntax, is fully covered by the familiar courses
such as Deutscher Sprachkurs and Mach Mit (see 6.3.4)

Spanish
The grammatical content of the Spanish syllabus is the same at
both General and Extended Level, and also about the same as the
present "O" level syllabus. To illustrate this point the following
quotation from the list of "Structures and Grammar for Speaking
and Writing" shows

Pronouns
Personal - subject, object, reflective, disjunctive - word
order; le~les becoming se

Demonstrative
Possessive
Relative
Interrogative
Use of se in impersonal impressions
algo, alguien, nadie, nada, ninguno, cada uno

All points of grammar in the new syllabus which, as before,
emphasizes vocabulary, are covered in the familiar courses Adelante
(including Calatrava) and Eso Es (see 6.3.5).

Italian
The syllabus for Italian specifies grammatical topics again on two
levels. Unlike the other Modern Languages syllabuses it specifies
what pupils are expected to know (for productive use) about
syntax. The emphasis in on types of sentence; we find:

At General Level
Sentence types

Declarative sentences (NtVtC)
Interrogative sentences

(a) through intonation
(b) through word order
(c) with interrogatives

Types of complement
Adverbial and prepositional expressions of manner
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Purpose: per t infinitive
Adverbial and prepositional expressions of time
and space

Complex sentences
Relative
Causal sentences with perché
Condition with se (present tense only) - se ho i
soldi, vado al cinema.

At Extended Level
Imperative sentences are added to the sentence types; there is a
minor change in terminology: the term "interrogatives" (used in the
"O" level syllabus) is replaced by "quesiion markers".

To the types of complement is added: Cause (per, a causa di).

These topics are included in Parlate con Noi and Italian for You
(6.3.6.), although these courses are not particularly suitable for 16t
purposes. There is a lack of teaching materials for Italian and new
materials are in the process of being developed.

Classical Languages
The syllabuses for Latin and Greek have been designed to cater
for the full range of GCSE grades (A, C and F). The first aim is
development, at an appropriate level, of a competence in the
languages. One of the assement objectives is to

understand the basic elements of syntax and grammar.

In the Latin syllabus is added

and to indicate awareness of English words derived from Latin.

It should be noted that all teachers of Classics (Group I) and 75
per cent of the teachers of English (Group III) acknowledged the
importance of awareness of [he vocabulary of other languages for
pupils in the higher sets.72

The lists of constructions and usages cover about the same
topics as the preseni GCE "O" level syllabus (see Appendix IV).

To achieve Grade A ihe pupils should

demonstrate a thorough grasp of the language, and will be able
to render passages of unseen Latin~Greek into English with a

72 See Chapter 4(4.4.3, and diagrams 12.1.1 and 12.1.3).
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high degree of accuracy and comprehension, springing from
practised familiarity with vocabulary, accidence, and syntax.

The comments made about the dominant role and responsibility of
the teacher when Cambridge Latin Course is used as an "O" level
course are equally applicable when this course is used for the new
examination; the also familiar Ecce Romani covers, as before, the
basic requirements (see 6.3.7).

The textbooks discussed in this study for "O" level examinations
in Greek, Greek for Beginners used in combination with A Primer
of Greek Grammar, obviously also cover the requirements of the
1988 examination.

8.3 Conclusion

The role of grammar in the 1988 language syllabuses is at least as
important as in the preseni GCE "O" level syllabuses. For
mother-tongue examinations the importance of grammar has more
emphasis than before, noi, however, because of its possible value
for the study of other languages, bu[ because of its con[ribution
to better performance in oral and written examinations.

There is no reference to awareness of language structure
across the curriculum: ihe requirements for each language are, as
before, phrased as if they are isolated subjects. In the syllabus for
French there is emphasis on specific patterns, in that of German
on syntax, in the Spanish syllabus on the use of vocabulary and in
the Italian examination on types of sentence.

Importance of language awareness is only found in the Latin
syllabus, where it applies to awareness of vocabulary.

Also from an organizational point of view, the Examination
Group maintains the boundaries between English, Modern and
Classical Languages: the objectives are phrased according to the
conventional departmental structure.

With the new graded assessment scheme pupils are entitled to
omit writing tests in Modern Languages, if they do not aim at an
award higher than Grade D. This does not mean that understanding
of some basic grammatical structures can be omitted: they are
expected to give evidence of such understanding in their listening,
speaking and reading tests.

There is no doubt about the importance of grammar across the
1988 language curriculum, but how it should be taught is again left
to the teacher's personal opinion and his assessment of pupils'
ability and motivation, particularly from the age of 14t. And this
takes us back to the conclusion of Chapter 7.



CI~APTER 9

THE ROLE OF GRAMMAR IN SECONDARY SCHOOLS

SUMMARY OF CONCLUSIONS

This study has been concerned with language education in
secondary schools in England. It is centred on the role of
grammar which is commonly assumed, at home and abroad, to be a
fossil in the British classroom, and said to be superseded and
discredited by emphasis today on the communicative approach to
language teaching.

The results of the survey for the study are particularly relevant
against the background of recent studies and Reports which have
upheld as well as denied the importance of grammar, in their new
ideas, policies and theories about "language study" and "language
awareness".

Teachers' opinions are expressed in a climate of ongoing desire
among educationalists, as well as in the socio-economic context, to
raise standards both for mastery of the mother tongue and for
learning foreign languages.

The study reached completion at a time when new national
examinations at 16f entail review of syllabuses and search for
agreement on national criteria which will set the standards
henceforward.

It is not proposed to debate how accurately the survey may be
taken to represent the views of language teachers in the United
Kingdom. The limitations of size have been acknowledged.
Confinement of the survey to Midlands counties with a balance of
urban and rural population has excluded the voice of teachers in
metropolitan counties or connotations from those working in the
population density of places such as London. So too has it
excluded, at the other extreme, any wide dispersal of isolated rural
communities such as are found in parts of Devon and Cornwall,
across the Yorkshire border, or in extensive regions of Scotland
and Wales.

A random sample was not the object. As explained in Chapter 3,
a point was made rather of trying to achieve a cross-section of all
the principle variables there are in the experience and ouilook of
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language teachers. It is hoped that, together with the profiles of
the teachers and the schools, this treatment will provide adequate
reference for comparison by any critics who would expect different
results elsewhere, or, if it were possible, for ascertainment of
views held by language teachers throughout the country.

Consideration of how the valuation of grammar might have been
affected, one way or the other, by demographic extremes would be
speculative. Location of schools was shown not to be a significant
factor, whether serving a primarily urban or rural population. There
are no heavy concentrations of ethnic minorities, yet they are
present in the school populations of both sectors.

The influence of LEA policies on the evaluation of grammar can
manifestly not be assessed by reference to two demographically
similar counties, each with a single authority. Both approved the
survey taking place, and there was no significant difference
between responses from the respective counties; less in fact [han
differences within the counties according to other variables.
However, the normally recognized responsibilities of LEAs are
essentially to maintained schools under their control: to employ
the teachers and to ensure that education is being provided and
administered in conformity with the law and v~~ith directives from
the Department of Education and Science. They leave such detail
as syllabus, coursebooks, and teaching methods very much to the
schools, together with the need to meet the requirements of
whichever independent Examination Board the schools choose.
Language awareness programmes, for example, as discussed in
Chapter 2, have been adopted by certain schools around the
country rather than imposed or directed by certain LEAs.

Vital to the study was the voice of practising teachers, which
has seemed conspicuously absent from previous research. The
survey, as an attempt to discover their opinions on and their
testimony to what is actually happening and, in their view,
desirable in English schools as regards the role of grammar, has
therefore been the core of the study and of the approach to the
four key questions raised.

1. To what extent is pupils' understanding of mother-tongue
grammar considered to be important across the language
curriculum ?

Absolutely central to this question are, firstly, the teachers
themselves. It is they who, even if presented with a syllabus to
teach, have to make the decisions how to teach it to a given
class, and make constant decisions in the classroom to ensure as
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far as possible that pupils are all learning as intended from the
lesson. It is they who mark the work of their pupils and have
individual progress constantly under observation and assessment.
If teachers think grammar unimportant, meaning from their
standpoint that they find it unnecessary to their purpose in
teaching a language, then for them the further key questions of
this study do not even arise: questions about methods of
explanation, whether reference to the structure of other languages
is useful, and whether the need exists for agreed grammar teaching
policy.

The fact that over 90 per cent of teachers in the survey do
consider grammar important, or very important, is therefore in two
senses the most radical finding of this study. Firstly, although this
rating does not apply to the whole curriculum at every level of
ability, such a result was not to be expected if the role of
grammar in language learning had lost credence in English
education. Credence would in fact appear to be very high within
the teaching profession, so far as represented by the practising
participants in this survey. Secondly, the value of grammar is not
only endorsed by an overwhelming majority of the responding
teachers, but by the others is at least accorded the fundamental
recognition of offering an opinion on the ensuing questions. This
could suggest that the judgement "not really important", or even
"unimportant" which attracted very low percentages (in just one
category of language study was it as much as 10 per cent), is
relative rather than absolute: for some teachers there may be
higher priorities which subjugate the role of grammar, but the
evidence is not that they find knowledge of structure of the
mother tongue so dispensable to their purpose as to consider the
question of approach to it "not applicable".

The vision of a vanguard of teachers who have found the secret
of success without grammar was obviously an interpretation to be
considered; but that is not supported, either, by the overall result
of the first question. Not only is the minority a small one, with at
least some interest in grammar; but it would be reasonable to
expect the secret to have filtered through to colleagues in the
same school or in the area, and produced much more doubt of the
value of grammar in the overall response.

The pertinent result here is that about 22 per cent consider
grammar unimportant. This could actually be seen as a remarkably
small proportion, against the much-purveyed opinion that grammar
teaching is only suitable, if at all, for the more academic pupil.
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To what extent should this finding, that teachers do on the
whole endorse the necessity for grammar in language teaching, be
modified by the drop in percentage when applied to all ability
levels across the curriculum? A relationship between ability level
and evaluation of grammar is certainly in evidence, and will
receive further comment.

For the basic conclusion, however, 78 per cent remains a very
substantial majority of teachers who consider knowledge of
grammar important for an average of all levels of ability: far too
high a percentage to bear out even a momentary loss of credence
among the teaching profession; let alone to be dismissed as "the old
school" of teachers who remain entrenched in the traditions of the
past.

The 78 per cent result is not only an average taken for ability
levels but includes all languages across the curriculum, in both
written and spoken form. It can be placed in a scale of relative
evaluation which shows that structure of the mother tongue is
considered important among survey teachers, or very important,

by 87.Oqc for all languages, higher ability pupils
by 83.Oqo for all languages, written, all abilities
by 80.Solo for English, all abilities
by 78.Oc1c for all languages, all abilities
by 73.Oolc for Modern Languages, all abilities
by 71.Oolo for all languages, spoken, all abilitíes
by 65.Oalc for all languages, lower ability pupils.

Mid-scale, we find about 80 per cent in support of need for
grammar for English in particular, as well as for languages across
the curriculum; averaged for written and oral linguistic
performance, which might be assumed both essential
accomplishments for each and every pupil.

If priorities can be judged from the relative proportions of
teachers wanting knowledge of grammar in the classroom, most
need for it is felt wherever the more able pupils are present,
whichever language is being learned and whichever skill is in
focus; and whenever language is being read or written in mixed or
higher ability classes.

Although the high rating of need for grammar in Classics may
be thought less important as applying to a minority subject, there
is evidently increasing interest in Classical Studies in the
comprehensive curriculum.

Conforming to the norm, all pupils are studying English as a
compulsory subject for five years, and French at least from first
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to third year, with a clear attempt to include French, or another
Modern Language, in the core curriculum up to the statutory
school-leaving age. Also, proposals for a second foreign language
in the curriculum of all schools are in the process of further

consideration.
The proportion of desire for grammar in Modern Languages is

brought down to 73 per cent by the lowest assessment of need,
which is for the oral form in the case of less able pupils. This
was only 52.0 per cent, although still over half the teachers,
against 92.5 per cent declaring importance for the written
language with the more able. These were the two extremes for the
whole range of opinions from all teachers in any one category,
and the breadth between them suggests a formidable problem for
teachers of Modern Languages in the handling of grammar, and
perhaps for their whole approach, especially in mixed ability
classes.

It is the policy of many schools to avoid streaming or setting
for those first three years when all pupils are learning French. If
the least able are the most likely to opt out in schools where
they are free to do so, there is also the question of to what
extent grammar is considered so much less important for lower
ability in anticipation of the percentage opting out.

This would not apply to English, where the extremes are similar:
92 per cent finding structure of the language importani for the
written form with the more able (64 per cent saying "very
important"), against 67 per cent for the spoken form with the less
able. This is a significantly narrower gap, with several possible
explanations, of which the most obvious might be the much greater
importance attached to the performance of pupils in their own
language as spoken, whatever their ability level, than in a foreign
language.

However, in both cases the difference between spoken and
written language is about 10 per cent at both ability levels,
whereas the "ability gap" in estimation of importance for each part
widens from about 15 per cent in English to 30 per cent in Modern
Languages: accounting for the average 22 per cent difference
between the top of the scale and, at the other end, the 65 per
cent who esteem grammar as important across the whole language
curriculum whatever the pupil's ability; thus irrespective of the
problems over interpretation of "ability".

If the 78 per cent is judged more meaningful than the higher
percentages recorded for particular components of the curriculum,
including English for all skills, this is still no slight majority to
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suggest that the questions about approach to grammar teaching
merit consideration.

Differences in each category by language Department and
between teachers in the three groups, as regards their estimation
of importance for their own and for the other Departments, are
detailed in Chapter 4, and discussed in its conclusion. They appear
relevant not so much to the degree of importance attached to
grammar that has been established, as to the considerations of
approach which must take account of the needs felt by teachers in
their respective Departments.

There is, however, the conspicuous divergence from the general
view of grammar importance in the case of English teachers
vouching the least for its importance: in every case, except for
lower ability spoken Modern Languages, where they were
marginally ahead of the teachers in that Department. There is a
possible correlation with either their overriding interest in
literature as a group, or with the nature of the national
examinations, which preclude English language study at Advanced
Level, or both.

On the other hand there is no divergence in the views of
teachers of English and Modern Languages in respect of the need
for grammar for own objectives, as reflected in the 73 per cent
requiring grammar in both cases as averaged for all abilities in all
four skills.

This finding notably contradicts the view that the traditional
space between teachers of English and of Modern Languages can be
accounted for by different levels of interest in grammar.

The link between teachers' opinions and the second issue central
to this quesiion, the coursebooks which are in use in the
classroom, is of particular interest in ihis context.

Evaluation of complete courses shows that grammar plays a role
in all courses across the curriculum. The most popular coursebooks
for the teaching of English are those in which grammar is
emphasized. As many as 67 per cent use two such courses, not to
mention other books in which grammar features. In coursebooks
for Modern Languages and Classics, grammar has always a certain
role.

The question is, however, where and how does it feature? In the
"front door" approach, grammar role 1, it is explained in the
material placed in front of the pupil as part of lesson-content. In
the "back door" approach, grammar role 2, it is not explained in
the pupils' material but this task is transferred to the teacher.
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From the evaluation of books it can only be concluded that the
degree of importance attached to grammar in coursebooks for
Modern Languages and Classics is variable, but above all in its
projection to the pupil. The variation is largely a matter of
explici[ or implicit confrontation, which leads up to the second
question of this study:

2. Which method is thought to be most suitable for explanation of
language structure?

In the English coursebooks, the method of grammatical explanation
is evidently along the lines of traditional grammar. In the
coursebooks for other languages, within both the "front door" and
"back door" approach, the essential difference is in attitude
towards the role of mother-tongue grammar: whether knowledge of
basic concepts of grammar, as to be understood from [he mother
tongue and lodged in the traditional terminology, is assumed, or
whether explanation is expected to be provided by the teacher.

Where courses use the direct method for foreign language
learning, as is believed to be the most popular approach (although
this was not found to be the case in this survey), the general
tendency is to provide comprehensive guidance to the teacher in a
separate handbook as to how grammar should be explained. This is
in most cases also according to the traditional method, partly
dictated by the use of traditional terminology in grammar
summaries and reference sections, which are either included in the
pupils' material or provided separately.

Hence reference to mother-tongue grammar is considered
essential, even when it is avoided in the presentation of the
classroom material. This places a great deal of reliance upon the
teachers' access to handbooks and willingness to use them.

The variety in methods of explanation in the coursebooks
themselves may not be conducive to reference to handbooks or
indeed to any standard concepts of how grammar should be taught.
Moreover, in five of the six sample schools opinions about the
role of grammar in the pupils' books (reflections of authors'
views) do not always reflect teachers' views: the textbooks
available are in may cases not a matter of individual choice.
It is in this setting that each teacher is bound to decide for him
or herself how best to explain any grammatical point that arises in
the lesson; whether each teacher for his or her part avoids
terminology, or the extent to which it should be used and

explained, and how exactly the explaining is done.
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In this context it should be noted that, of the teachers who
completed the textbook section, 95 per cent use their own
additional material.

Of the three methods mentioned in the survey, the highest
preference is shown for the traditional method, although favoured
only by 38 per cent of all teachers; especially for higher ability
pupils (55 per cent), and especially among Classics teachers, but in
the other Departments too.

Among teachers of Modern Languages, however, the notional
method wins in the case of lower ability level. The difference here
from English teachers, who showed highest preference for the
functional method with lower ability, may be more relevant to the
point about "space" between them than is relative weighting on
the role of grammar.

There is also more difference of opinion among English teachers
than among other groups. The traditional me[hod and terminology
is significantly less popular with them for higher ability than
among Modern Language teachers, although slightly more so for
lower ability.

Difference of opinion about methods both within and across
Departments is in fact the most striking revelation in the answers
to this question. It is at its greatest diversity in respect of lower
ablity pupils, where we also found the lower evaluation of grammar.
It is hence the lower ability pupils and mixed ability classes that
are most exposed to division of opinion, and therefore to the
conflicting and confusing messages in so far as these arise from
choice between existing methods.

These findings all point to the need for a new lead, which, it
has been suggested, should be a new approach to the teaching of
mother-tongue grammar, established in a clearly defined policy, for
the benefit of the pupils whose confidence is disturbed by
different approaches to language learning across the curriculum.
Clearly such a policy has to serve the needs of all language
teaching across the curriculum; and this point leads up to the
third question of this study:

3. To what extent is reference to the structure and vocabulary of
other languages considered important, within the concept of
language awareness?

Having covered in Chapter 2 the range of definitions of "language
awareness" that have found their way into Reports and language
programmes between 1975 and 1985, the findings of the survey on
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this question were presented in Chapter 4 within the general
concept of awareness of language for the study of languages.

A method of explanation which provides a"grammatical passport"

for the study of all languages in the curriculum would have to be

within this concept.
Opinions about the importance of grammar for the language

curriculum are generally not connected with a need to create

awareness of language structure across the curriculum; when
grammar is considered important, it is important as a tool or aid

to improve correct usage in the target language of the individual
teacher. The survey shows that teachers of English are generally
not concerned with language, or with the comparative study of

languages. Only 26 per cent of them at[ach importance to

awareness of language structure, compared with 56.5 per cent of

teachers of Modern Languages. The latter group, however, has to

deal with at least two languages in the classroom, even when the

direct method is employed, whereas mother-tongue teachers clearly

do not find reference to the structure of other languages relevant

to their one-language objectives.
Here we have a second, although not surprising, major

divergence which accounts for the "space" between Departments.
The rise to 72 per cent in the case of Classics teachers no

doubt reflects the fact that they too are dealing with at least two

languages at once in the classroom, with good reason, also, to

refer to Modern Languages, both for similarities and contrasts. It is

therefore only natural that the degree of interest in reference to

the structure of other languages is related directly to the number

of languages which come within a teacher's ambit.
A strong relationship has also been shown between the

importance attached to language structure and ability groups,
although much less in the case of lower ability pupils (26.5 per
cent) than for the more able (64.5 per cent). Nevertheless, as many
as 32 per cent of the teachers of Modern Languages are in favour
of reference to the grammar of other languages for lower ability.

In general there was a 20 per cent higher rating for reference

to the vocabulary than to the structure of other languages: across

the curriculum and at both ability levels; as high as 100 per cent

for the teaching of Classics, and over 50 per cent for the

teaching of Modern Languages to lower ability pupils. Again, it is

the group of English teachers who find least need of reference for

their objectives, viz. only 32 per cent.
Where interest in the vocabulary of other languages reinforces

the case for language awareness, the lower estimation of it by
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teachers of English provides yet another factor to explain the
"space" between Departments. This leads up to the fourth question
of this study:

4. Are there grounds for an agreed and defined grammar teaching
programme, at least in any one school?

The response to this question in the questionnaire shows favour
for co-ordinated grammar teaching to the extent of 81 per cent of
all teachers; breaking down into 92 per cent in the Classics group,
82 per cent in the Modern Languages group, and 75 per cent in the
group teaching English only.

Again, it is the teachers of the moiher tongue who find least
need for co-ordination, but three quarters of them is a perhaps
surprisingly high proportion if, as we are led to believe, they
operate in detachment from the needs of their colleagues teaching
other languages. The result conveys that they are not detached in
their attitude towards the language learning of their pupils. If
there is a space to be bridged between the teachers of English and
Modern Languages, it is not a fundamental gulf in recognition of
any need for co-ordination.

If such need is felt by a majority of this order, among all
language teachers, is it conceivable that the objective could be
achieved purely by casual co-operation? If so, this might be
presumed to be happening; in which case, why are pupils still
being confused by different presentations of grammar according to
different ideas about methods of explanation, an observation which
is reinforced in Chapter 6, in the detailed analysis of six survey
schools?

As members of their traditionally self-contained Depar[ments,
teachers of different languages are organizationally separated from
each other; 21 per cent of teachers do not discuss methodologies
and materials with teachers of other languages, and 67 per cent
discuss them "sometimes".

On the one hand, endorsement of need for co-ordination
reinforces the case already strongly indicated for a clearly defined
policy, so that the co-ordination can be largely a matter of
conformity with it. The detailed investigation of six sample
schools illustrates that without an agreed and defined policy,
prospective examination candidates deal with a variety of
contradictory approaches by their teachers and their books, and
have to find out for themselves what is relevant in both; a
situation intensified by the introduction of new languages in
different years.
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The investigation also shows an agreed and defined policy in one
school where pupils are evidently much less confronted with
conflicting materials and opinions, and where agreement of views
and use of classroom material also facilitates the task of the
teachers across the curriculum. Further research is certainly
required to investigate to what extent such policy with stong
emphasis on grammar teaching across the curriculum also affects
pupils' achievement; for instance, by means of comparison of
achievement in schools of the same type (same variables) and
different views about the role of grammar.

On the other hand, the prospects of agreement on a
co-ordinated policy also require careful consideration and direct
attention to the differences between teachers both within and
across the Departments.

Firstly we find the teachers of Classics and Modern Languages
in almost exactly equal agreement about the importance of grammar
for the written language of higher ability pupils; there is also
considerable agreement about its importance for the development
of oral skills in the higher sets. Opinions differ, however,
significantly over the importance for lower ability pupils, rated
much more highly by the Classics teachers. This may be partly a
matter of a different concept of lower ability.

It is the group of Classics teachers who come out most strongly
in favour of the traditional method of explanation, which, however,
scored highest (in as far as there was a preference) in all
Departments as applied to all ability pupils. There is altogether
much more unity within this group than in either of the others.

The teachers of Modern Languages, although close to the
Classics teachers in the domain of language awareness for higher
ability, parted from them significantly for lower ability pupils: the
strongest of the three preferences was for the notional method of
explanation when applied to the less able. Opinions are divided
within the groups both in this respect and about reference to other
languages, and this applies even more to the English teachers. The
fact remains that the desire for co-ordination across Departments
in the interest of their own teaching purposes emerges in over 80
per cent unison. Both for the interpretation of the results, and for
optimism that agreement is possible, it should be remembered that
36 per cent of the teachers in the survey teach more than one
language.

Other variables between the teachers, apart from those related
to their schools, and as explored in their profile, proved to have
no significance in the response to these four questions; with the
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sole exception of academic qualifications, which had some bearing
on opinions about loa~er ability pupils.

The consistently different views of needs for lower ability pupils
relate conspicuously to variables between the schools. It is in the
lower ability range that we find higher evaluation of grammar in
single-sex schools than in co-educational schools, but with no
difference between boys' and girls' schools. In the views of
teachers at single-sex-schools, however, in their equal interest in
grammar for either level of ability, we do find more demand in
girls' schools for language awareness and co-ordinated policy, along
traditional lines in the majority preference; although the same
ability gap applies as in boys' schools.

For any possible connection between any higher achievement of
girls in Modern Languages and the role of grammar, we have these
matters of inethod and language awareness, but no difference in
the evaluation of grammar itself.

While the survey has borne out the gap between the maintained
and independent sectors, a considerably smaller gap has been found
between the non-selective and selective types of school. With pupils
of higher ability in mind, the importance attached to the role of
grammar is about the same in both sectors and types.

For pupils of lower ability, however, the attitude of teachers in
the maintained sector is less positive than in the independent
sector: the differences are significant across the whole language
curriculum.

For the study of spoken and written English, the gap between
school sectors is 10 per cent higher than between school types.
Most obvious is the difference in opinion about the importance of
grammar for lower ability pupils' spoken command of Modern
Languages. Where the difference between the sectors shows a gap
of 22 per cent, the difference between the types is only 8.5 per
cent.

From a strictly educational point of view it is more realistic to
differentiate between non-selective and selective schools rather
than between maintained and independent schools. The latter is a
largely political categorization, which only during the last 25 years
has been associated with the categorization "non-selective" and
"selective". It is quite clear from the policy of the present
Government that the evaluation of the non-selective system is
being given careful reconsideration.

In selective schools, lower proportions of teachers consider the
role of grammar less important for lower ability pupils, probably
because these pupils are within the higher ability range of the
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secondary school population as a whole. It is interesting, however,
that whereas in non-selective schools the role of grammar is
considered less important for lower ability pupils' spoken English
and written Modern Languages, for written English and spoken
Modern Languages the importance is about the same as in selective
schools. Also for language awareness of the less able, a greater
distance between sectors than between types has been observed, in
contrast to a shorter distance for the more able pupils. This could
be due to the fact that in the 11 non-selective maintained schools,
there is appreciably more provision for higher abili[y pupils to
study English (Literature) and Modern Languages to "A" level than
in the three non-selective independent schools.

There is more opting out in non-selective schools than in
maintained schools, and also more in selective schools than in
independent schools. There is, however, evidently less opting out
in selective than in non-selective schools.

Across the whole spectrum of the findings the most glaring
"space" in approach to grammar is not between schools, whether by
sector, by type or population; nor between language Departments. It
is not between teachers from any other viewpoint of variables
among them, but between pupils in the assessment of their need
according to ability: the very gap that is narrower in selective
schools.

It has been obvious in numerous findings that the problems
which are inevitable in language teaching multiply radically among
the less or least able pupils, as reflected particularly in the
divergences of opinions as to what is and what is not important
for these pupils. When this diversity of judgement is operating in
classes where teachers have to cater for a wide range of abilities,
the experience of pupils, whatever their ability, will be of an
amalgam of approaches.

Should the 80 per cent voice for co-ordinated grammar teaching
therefore be heard as a"cri de coeur"?

The predictable problem in agreeing a clearly defined policy
would appear to crystallize into a matter of matching approach to
ability. A single policy does not imply necessarily a uniform
approach for all levels of ability. We did find that as many as 65
per cent of the teachers valued grammar for lower ability. The
policy should allow, however, for experience, e.g. that certain
methods of explanation prove more successful with higher than with
lower ability, or that there is more need for language awareness in
one school than in another. It may well be found that certain
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differences of approach within the policy are essential, leaving
teachers with the problem how of then they are to apply a policy
in a class of wide ranging ability.

Is it in fact possible to teach languages effectively in schools
with mixed ability classes?

The conclusion is therefore that in the interest of all pupils and
teachers, for the recommended encouragement and motivation, and
for achievement of the higher standards in language learning that
are repeatedly called for, a unified policy for grammar teaching, in
clear terms, is essential in any one school.

It must be acknowledged [hat co-ordination is probably a great
deal easier in the residential situation of an independent school of
no more than 800 pupils, than it is, by contrast, in a
comprehensive school of up to 1,500 day pupils. Guidelines would
therefore be particularly helpful for the latter, and the obvious
question is to what degree they can be anticipated within the new
criteria and syllabuses for the GCSE examinations currently coming
into force.

This study has shown both the desire and the need for a
"language umbrella": a co-ordinated grammar teaching programme,
which protects the language curriculum as a whole.

The framework of the umbrella should be mother-tongue
grammar since the importance attached to pupils' understanding of
the grammatical structure of English is evident: teachers' opinions
as well as the evaluation of [extbooks currently in use show the
need for co-ordinated teaching in order to elucidate the present
confusion in the various language classrooms across the curriculum
of secondary schools.

The need to provide pupils with a consistent approach in order
to give them the necessary confidence about how to master
languages at 16t examination level, as well as the need to facilitate
the task of the teachers working through the examination
syllabuses, is apparent.

There is not yet any attempt to unify criteria across the
language curriculum, which could also contribute to resolve a most
important constraint on co-ordination: the traditional,
organizational boundaries between language Departments in
secondary schools. As before, in the (1988) syllabus for French
there is emphasis on specific patterns, in that of German on
syntax, in the Spanish syllabus on the use of vocabulary and in the
Italian examination on types of sentence.
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So far the published (1988) criteria also make quite clear that
understanding of language structure is still a fundamental
examination requirement, both for written and spoken performance
in all languages, including English as the mother tongue.

It is therefore vital to achieve agreement among all language
teachers across the curriculum according to each school's specific
needs, objectives, expectations and possibilities. In any one school
agreement should be reached first about how much grammar pupils
need up to the examinations at 16f: endorsement of a language
umbrella.

This should then be followed by agreement about which "colour"
to select from the wide range of different levels of grammar
content, terminology and views of explanation: endorsement of their
language umbrella.

It is plausible to conclude that a consistent approach to
grammar across the whole language curriculum of any one school
will prove to contribute to greater interest and higher achievement
on a national scale.



CHAPTER 10

SUMMARY IN DUTCH

DE ROL VAN GRAMMATICA IN HET TAALONDERWIJS OP
ENGELSE MIDDELBARE SCHOLEN

Het doel van het onderzoek was inzicht te verkrijgen in de rol
van grammatica in het tegenwoordige taalonderwijs op Engelse
middelbare scholen (leeftijdsgroep 11-16 jaar). Hiervoor zijn drie
bronnen gehanteerd: een opinie-onderzoek, een onderzoek naar het
thans meest gebruikte lesmateriaal, en rapporten welke speciaal
gericht zijn op een nieuwe beleidsvorm ter verbetering van
taalonderwijs op landelijk niveau; dit betreft rapporten op instigatie
van, of in connectie met het Ministerie van Onderwijs.

Kenmerken van het Engelse onderwijs
In deze studie is rekening gehouden met een aantal aspecten die
een belangrijke rol spelen in het Engelse onderwijs in het
algemeen.
(1) Verschillen in schooltypen: scholen die al dan niet een
toelatings-examen vereisen (selectieve- en niet-selectieve scholen);
(2) Verschillen in schoolsectoren: scholen die al dan niet onder
controle van de regering staan (staats- en particuliere scholen).
Ook regio speelt hier een rol: staatsscholen staan per geografisch
gebied weer onder controle van locale (regerings) onderwijs-
autoriteiten, die ook weer onderling verschillen.
(3) Verschillen in schoolpopulatie: het onderscheid tussen
jongens-, meisjes- en gemengde scholen is een traditionele
karakteristiek van het Engelse onderwijs; een karakteristiek die
dikwijls (maar niet altijd terecht) in verband gebracht wordt met
een ander traditioneel verschil, namelijk kostschool- versus
dagschoolonderwijs.
(4) Het examen-systeem is een vierde, belangrijke karakteristiek
van het Engelse onderwjs. Na het vijfde leerjaar leggen alle
scholieren (ongeacht schooltype of sector) een aantal "staats-
examens" af: twee examens zijn verplicht (Engels en Wiskunde).
Aantal en keuze van andere vakken is in principe vrijwillig: iedere
leerling maakt een keuze aan het eind van het derde leerjaar.
Verwachtingen (hoeveel examens leerlingen afleggen en in welke
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vakken) kunnen per school echter aanzienlijk verschillen. De
exameneisen worden bepaald door 8 landelijke en 14 regionale
examencommissies. Op het moment dat dit onderzoek begon (1981)
waren de plannen voor nationalisering van het examensysteem
aangekondigd (nationale criteria) en het nieuwe examen zal in 1988
in werking treden.
(5) De interne schoolorganisatie in "departementen" is de vijfde
karakteristiek welke een belangrijke rol speelt in deze studie. Voor
he[ taalonderwijs zijn er drie, volledig zelfstandig opererende
afdelingen (Engels, vreemde talen en klassieke talen).

Politieke partijen hebben verschillende opvattingen over boven-
genoemde aspecten (1), (2) en (3). De voortdurende veranderingen
in onderwijsbeleid en organisatie zijn, in het bijzonder sedert 1965,
het resultaat van steeds wisselende regeringen.

Het Engelse moedertaalonderwijs
Vergeleken met andere West-Europese landen lijkt er in het
Engelse moedertaalonderwijs minder aandacht te zijn voor taalkunde
dan voor letterkunde. Dit zou bijvoorbeeld afgeleid kunnen worden
uit het feit dat zelfs een leerling met belangstelling voor taalkunde
slechts één (elementair) examen Engelse taal kan afleggen (na het
vijfde leerjaar). Daarna wordt vrijwel uitsluitend opgeleid voor
examens in letterkunde. Sedert 1959 (Crowther Report) zijn er
pogingen gedaan deze situatie te veranderen, hetgeen echter tot
vandaag nog niet is gerealiseerd.

De bovengenoemde invloed van de regering op het onderwijs is
niet uitslui[end van organisatorische aard: zij geeft ook duidelijke
richtlijnen met betrekking tot doelstellingen en onderwijsmethoden.

Een nationaal onderzoek naar de standaard en methoden in het
moedertaalonderwijs resulteerde in het (1975) Bullock Report. Het
rapport geeft richtlijnen hoe, op nationale schaal, de moedertaal
onderwezen zou moeten worden. De belangrijkste richtlijn betreft
het tot stand brengen van "moedertaal-bewustzijn" waarbij, in alle
stadia van het onderwijs, alle leerkrachten (in alle vakken)
betrokken zouden moeten worden.

Het Engelse vreemde talen onderwijs
Gedurende de laatste jaren worden er steeds meer pogingen gedaan
het vreemde talen onderwijs te stimuleren, wederom omdat de
regering dit noodzakelijk acht, in het bijzonder voor de econo-
mische en sociale rol van Engeland in de E.E.G.

Frans is op de meeste scholen verplicht tot en met het derde
leerjaar; daarna zijn leerlingen vrij te bepalen of zij daarmee door
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willen gaan. Er worden pogingen gedaan om op alle scholen één
vreemde taal verplicht te stellen tot en met het vijfde leerjaar, en
om een tweede~derde vreemde taal te introduceren. Ook dit is nog
niet gerealiseerd. Welke taal een leerling kiest voor verdere studie
vanaf het vierde leerjaar is mede afhankelijk van wat de school
aanbiedt. En wat de school kan aanbieden is wederom mede
afhankelijk van bovengenoemde verschillen (1) en (2).

De noodzaak het vreemde talen onderwíjs te stimuleren en te
verbeteren heeft geleid tot voorstellen om, wederom op nationale
schaal, de onafhankelijke, zelfstandig opererende afdelingen
"Engels" en "vreemde talen" tot een vorm van samenwerking te
brengen, vanuit de gedachte dat beide afdelingen interesse in het
fenomeen "taal" gemeen hebben.

Deze voorstellen zijn bekend geworden als "het invoeren van
een beleid, gericht op taalbewustzijn" (Language Awareness Policy)
en worden sedert 1979 verder bestudeerd en getest op effectiviteit
door het Nationale Congres voor Taalonderwijs (National Congress
for Languages in Education, NCLE), hiermee het initiatief volgend
van o.a. Hawkins (1974).

In deze context dient opgemerkt te worden dat in de meeste
publicaties met het woord " taal" een vreemde taal (meestal Frans)
wordt bedoeld en daarbij gebruikt als antoniem voor "Engels".

Hoofdstuk 1 Achtergrond en doelstellingen.

Hier worden een aantal aspecten besproken die van belang werden
geacht voor het onderzoek: de algemene veranderingen in de rol
van school-grammatica sinds het begin van deze eeuw, het (1981)
rapport van het Nationale Congres voor Taalonderwijs, waarin
aanbevolen wordt de afstand tussen moedertaal- en vreemde talen
onderwijs te overbruggen. Voorts de motivatie in Engeland (waar de
moedertaal een belangrijke internationale betekenis heeft) voor het
leren van vreemde talen, en vervolgens de rol van grammatica
onderwijs in Nederland (waar de moedertaal nauwelijks interna-
tionale betekenis heeft). Tenslotte wordt ingegaan op karakteris-
tieken van het Engelse onderwijs, gevolgd door enkele voorbeelden
van veelvuldig geuite kritiek.

Als doelstelling van het onderzoek wordt getracht antwoord te
geven op de volgende vier vragen:

(1) In welke mate wordt kennis van moedertaal-grammatica
belangrijk geacht in het taalonderwijs in het algemeen?



408

(2) Welke methode wordt het meest geschikt geacht om taal-
kundige principes duidelijk te maken?

(3) In hoeverre vinden leraren het belangrijk te refereren aan
woordgebruik en grammaticale structuur van andere talen?

(4) Zijn er redenen om, allerminst per school, een vorm van
grammatica onderwijs in te voeren welke gebaseerd is op
een "grammaticaal akkoord" tussen de leraren?

Hoofdstuk 2: De rol van grammatica in het taalonderwijs

In dit hoofstuk wordt eerst de rol van grammatica besproken in
recente voorstellen voor een niewe aanpak ter verbetering van het
taalonderwijs, met name voor het introduceren van het "taal-
bewustzijn", hetzij als apart schoolvak, hetzij als onderliggend
principe in het taalonderwijs in het algemeen.

Het begrip "taalbewustzijn" (language awareness) heeft in de
praktijk tot een aantal verwarrende en tegenstrijdige interpretaties
geleid. Met het doel enige verheldering te geven over wat er
precies bedoeld wordt met dit begrip, in theorie en in practische
toepassing, zijn hier drie definities (modellen) geformuleerd: de
(1975) Bullock-definitie, de (1975) Hawkins-definitie en de (1985)
LAWS-definitie.

Voorts is ingegaan op de rol van de moderne linguistiek in de
drie definities van het begrip "taalbewustzijn". Vervolgens worden
voorstellen die moderne linguistiek als hulpmiddel adviseren in het
huidige talenonderwijs besproken, alsmede één schoot, waar een
basis cursus Latijn beoogt te beantwoorden aan een dergelijk doel.

Met uitzondering van het eerste model (Bullock 1975), waarin
het belang van bewust grammatica onderwijs volledig wordt
verworpen, blijkt grammatica in de twee andere modellen een zeer
belangrijke rol te spelen.

In het derde model wordt het woord "grammatica" echter met
de grootste omzichtigheid vermeden (LAWS 1985) terwijl in het
tweede model de term zonder schroom wordt gebruikt (Hawkins
1975).

Een belangrijk verschil is ook dat het derde model bewustzijn
van taaluniversalia insluit, terwijl het tweede model meer gericht is
op bewustzijn van taalstructurele verschillen.

De drie modellen onderscheiden zich eveneens wat betreft de
praktische toepassing in scholen (organisatie en verantwoor-
delijkheid).



409

Hoofdstuk 3 Het opinie onderzoek: organisatie, deelneming en
typologie van de deelnemende leraren.

Dit hoofdstuk geeft allereerst een uitleg van de organisatie van
het opinie-onderzoek, uitgevoerd op 40 middelbare scholen. Voor de
selectie van deze scholen is getracht een balans te vinden tussen 6
socio-demografische variabelen. Vier van deze variabelen betreffen
karakteristieken van het Engelse onderwijs. De overige twee
betreffen schoolgrootte en geografische ligging.

In het opinie-onderzoek zijn twee vragenlijsten gebruikt: de
eerste vragenlijst was gericht aan de schoolleiding (algemene
adminstra[ieve gegevens); de tweede vragenlijst was gericht aan de
leraren (opinie-peiling en specificatie van schoolboeken).

De antwoorden op de eerste vragenlijst geven inzicht in de
organisatie van het taalonderwijs (afdelingen en verantwoor-
deljkheid), in het aanbod van vreemde talen en tot welk examen-
niveau onderwezen, zowel als de tijd aan het taalonderwijs besteed.
Specificatie van het aantal leerlingen per taal en per jaargroep
geeft inzicht welk percentage leerlingen na het derde leerjaar
vrijwillig studie van vreemde talen continueert.

Uit de analyse bleek dat er op het eerste gezicht belangrijke
verschillen waren tussen staats- en particuliere scholen, voor-
namelijk wat betreft het aantal vreemde talen en het examen-
niveau. Dit leek de algemene kritiek op het staatsonderwijs [e
bevestigen.

Een dergelijke conclusie zou echter misleidend kunnen zijn
wanneer in de redenering geen onderscheid gemaakt wordt tussen
"staatsonderwijs" en "het huidige staatsonderwijs", en wanneer, als
gevolg hiervan, in een analyse geen onderscheid gemaakt wordt
tussen selectieve- en niet-selectieve scholen.

In het huidige staatsonderwijs zijn de meeste scholen (nog)
non-selectief, als resultaat van de afschaffing van toelatingsexamens
in 1965: het voornaamste kenmerk zowel als punt van kritiek op de
Comprehensive~Labour Party ethos. (Sedert 1965 overigens enige
malen hersteld, opnieuw afgeschaft en wederom hersteld.)

Op educatieve gronden is in deze studie, naast de politiek
bepaalde sectoren distinctie, eveneens de nadruk gelegd op het
verschil tussen de schooltypen "selectief" en "niet-selectief". Dít
onderscheid is in het bijzonder van belang voor de analyse van de
tweede vragenlijst.

In de [weede vragenlijst is duidelijk onderscheid gemaakt tussen
het belang van grammatica onderwijs voor de "meer bekwame"
leerling en de "minder bekwame" leerling. Aangezien in beide
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schoolsectoren (staats en particulier) en schooltypen (selectief en
niet-selectief) leerlingen gegroepeerd worden op basis van hun
bekwaamheid per schoolvak, is hier ingegaan op de verschillende
interpretatie mogelijkheden van de term " bekwaamheid".

Deze sectie wordt afgeslo[en met een profiel van de deel-
nemende scholen (3.3.8).

Voor de analyse van de hoofdvragen van de tweede vragenlijst
(de opinie peiling) zijn 4 primaire variabelen vastgesteld: doeltaal,
schooltype, schoolsector en schoolpopulatie.

Voorts zijn de algemene gegevens van de vragenlijst geinven-
tariseerd en gecategoriseerd in 6 groepen: schoolkarakteristieken,
persoonlijke achtergrond, professionele achtergrond, taalgerichte
belangstelling, onderwijsgerichte belangstelling, attitude als taal-
leraar (versus niet-taalleraar).

Deze 6 groepen zijn gehanteerd als secundaire variabelen voor
het vaststellen van significante verschillen tussen de groepen
leraren. Deze sectie wordt afgesloten met een profiel van de
deelnemende leraren (3.5.8).

Hoofdstuk 4 Opinies over de rol van grammatica in óet talen-
onderwijs.

Dit hoofdstuk geeft een analyse van drie van de vier hoofdvragen
van de enquête.

De eerste enquête-vraag was in hoeverre kennis van Engelse
grammatica belangrijk geacht wordt voor het moedertaal onderwijs
en voor het onderwijs vreemde- en klassieke talen. Voor de
beantwoording van de vraag is onderscheid is gemaakt tussen
mondeling en schriftelijk taalgebruik en tussen bekwame en minder
bekwame leerlingen.

Het algemeen resultaat geeft aan dat 77.9qo van de taalleraren
van mening is da[ kennis van Engelse grammatica belangrijk is voor
alle leerlingen, ongeacht niveau van bekwaamheid. Het percentage
voor schriftelijk taalgebruik hoger dan voor mondeling taalgebruik,
en voor de betere leerling wordt grammatica belangrijker gevonden
dan voor zijn minder bekwame klasgenoot.

Voor het schriftelijk taalgebruik in het moedertaal- en in het
moderne, vreemde talen onderwijs werd, voor de betere leerlingen,
een percentage van meer dan 92qc aanbeveling tot grammatica
onderwijs gevonden. Voor klassieke talen lag dit percentage iets
lager (87.4olc).
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Wanneer hierbij in aanmerking genomen wordt dat een leerling
die met goed gevolg een staatsexamen aflegt op "O" (Ordinary)
niveau veelal wordt beschouwd als "bekwaam" , en dat ieder
taalexamen een schriftelijk gedeelte bevat, dan zijn de implicaties
van deze percentages duidelijk: als opinies over het nut van
grammatica onderwijs voorheen laag zijn geweest, dan zijn de
meningen nu aanzienlijk gewijzigd.

Als één van de redenen voor de traditionele scheiding in
Engelse scholen tussen de leraren in de afdelingen Engels en
vreemde talen wordt verschil in belangstelling voor grammatica
regelmatig genoemd (o.a. Hawkins, 1974). In het (1975) Bullock
Rapport werd het belang van grammatica voor het moedertaal
onderwijs zelfs afgewezen.

Uit het opinie-onderzoek blijkt dat 7307o van de Engelse leraren
een gunstig oordeel hebben over het nut van grammatica in het
moedertaal onderwijs voor alle leerlingen, ongeacht het niveau van
bekwaamheid.

Wat betreft het onderwijs vreemde talen wordt dikwijls veron-
dersteld dat de voorkeur wordt gegeven aan de niet-grammaticale
(directe) methode. Ook hier blijkt dat een zelfde percentage (73~10)
leraren vreemde talen kennis van grammatica belangrijk acht voor
zowel mondelinge als schriftelijke communicatie voor alle leerlingen,
ongeacht het niveau van bekwaamheid.

Het hoogste percentage werd gevonden in de groep van leraren
klassieke talen (90.9a1c); dit percentage is hoger dan was verwacht
gezien de nieuwe rol van klassieke talen, namelijk met meer accent
op de "leesmethode" dan op de traditionele "vertaalmethode".

Alhoewel de verschillen tussen de leraren Engels en vreemde
talen gering zijn wat betreft het belang van grammatica voor
mondeling en schriftelijk taalgebruik, de verschillen tussen deze
twee groepen zijn evident waar het gaat om bekwaamheids-niveau:
voor leraren vreemde talen is begrip van grammatica duidelijk
belangrij ker voor de meer bekwame leerlingen dan voor de leraren
Engels. Hierbij dient echter in herinnering gebracht te worden dat
een examen Engels voor alle leerlingen verplicht is, terwijl de
capaciteit tot het afleggen van "O" examens in vreemde talen,
leerlingen veelal automatisch categoriseert als "bekwaam". Dit punt
bljkt van belang te zijn wanneer we de resultaten vergelijken van
selectieve versus niet-selectieve scholen: in de selectieve scholen
wordt grammatica voor de relatief minder bekwame leerling belang-
rijker gevonden dan in de niet-selectieve scholen. Deze observatie
sluit aan bij een eerdere opmerking dat verschillen in interpretatie
van de term "bekwaam" ten gevolge van verschillen in verwach-
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tingen en daarmee verschillen in beoordelings procedures van
leerlingen een rol spelen.

Vervolgens werd in de enquête gevraagd welke methode in het
grammatica onderwijs het meest geschikt geacht wordt (traditioneel,
functioneel, notioneel of andere methode). De vraag was verder
gespecificeerd voor de bekwaamheids-niveaus.

De algemene voorkeur gaat in de richting van de traditionele
methode, in het bijzonder voor de betere leerlingen; deze
preferentie is het meest duidelijk bij de leraren klassieke talen.

Meest opvallend is echter dat opinies tussen, zowel als binnen
de drie groepen aanzienlijk verschillen, in het bijzonder waar het
de minder bekwame leerlingen betreft. Uit de analyse per school-
type bleek dat de voorkeur voor de traditionele methode groter is
in selectieve dan in niet- selectieve scholen.

Behalve de drie genoemde methoden werden geen andere
voorstellen gedaan, met uitzondering van een klein percentage
leraren dat een combinatie voorstelde. Voorkeur voor een methode
gebaseerd op moderne linguistiek werd door geen van de leraren
genoemd.

Het bovenstaande maakt duidelijk dat niet het belang van
grammatica onderwijs het voornaamste punt van discussie is, maar
de manier waarop het zou moeten worden onderwezen (en welke
terminologie zou moeten worden gehanteerd). Aangezien in de drie
afdelingen de leraren ook onderling van mening verschillen, komt
de eerder genoemde traditionele scheiding tussen de afdelingen
Engels en vreemde talen hiermee in een ander licht te staan.

De derde enquête-vraag betreft de belangrijkheid van referentie
aan andere talen. De antwoorden zijn wederom gespecificeerd voor
de groepen meer en minder bekwame leerlingen.

Structuur-vergelijking wordt aanzienlijk minder belangrijk
geacht dan woord-vergelijking. Voor het laatste werd zelfs 100010
importantie toegekend door de leraren klassieke talen voor de
betere leerlingen tegenover 80oïo voor het nut van structuur-
vergelijking. De meeste Engelse leraren beschouwen vergelijking
van de structuur van moedertaal met andere talen echter als
aanzienlijk minder relevant. De meningen tussen de groepen zijn
ook hier duidelijk verschillend waar het gaat om het verschil in
bekwaamheids-niveau.

Alhoewel er nauwelijks verschil blijkt te zijn tussen selectieve
en niet-selectieve scholen wat betreft het belang van woord-
vergelijking, de verschillen zijn evident wanneer het gaat om
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structuur-vergelijking. Ook hier speelt de interpretatie van de term
"bekwaamheid" een rol.

De vraag was gesteld naar aanleiding van de voorstellen tot het
invoeren van een taalbewustzijns-beleid, zoals besproken in
hoofdstuk 2. In verband hiermee kan worden opgemerkt dat uit het
opinie-onderzoek blijkt dat de traditionele scheiding tussen de
afdelingen Engels en Moderne Talen (het voornaamste probleem in
recente discussies over de mogelijkheid tot samenwerking), niet
geworteld is in het verschil in belangstelling voor grammatica, zoals
verondersteld. Ook het argument, dat een vorm van samenwerking
gebaseerd zou moeten zijn op het feit dat alle taalleraren inzicht
en begrip voor "taal" als gemeenschappelijk doel hebben, blijkt
problemen op te leveren.

Opinies over het belang van grammatica lopen niet parallel met
opinies over bewustzijn van het fenomeen "taal" (als tegengesteld
aan "talen"). De afstand tussen de drie, ook organisatorisch sterk
gesepareerde afdelingen, ligi duidelijk in het feit dat niet de rol
van grammatica, maar van moedertaal-grammatica in de afdelingen
verschilt. In de afdeling Engels wordt begrip van grammatica van
belang geacht voor de studie van één taal, terwijl in de andere
afdelingen moedertaal-grammatica gezien wordt als essentieel
hulpmiddel voor begrip van de structuur van meerdere talen. Dit
verschil wordt geaccentueerd door óet feit dat in de afdeling
Moderne Talen de meeste leraren meer dan één taal onderwijzen;
ook in de afdeling klassieke talen is een onderwijs-combinatie
Latijn~Grieks met een moderne- of inet de moedertaal niet
ongebruikelijk.

Dit wijst er op dat voorstellen tot het introduceren van
gecodrdineerd grammatica onderwijs, gebaseerd op bewustzijn van
taaluniversalia, in dit stadium waarschijnlijk minder enthousiast
ontvangen zullen worden dan een contrastieve methode. Dat echter
voor een eventueel samenwerkings programma een nieuwe methode
gewenst en noodzakelijk is, bleek uit de antwoorden op de vorige
vraag.

Voorstellen tot het invoeren van welke methode dan ook op
nationale schaal (door alle scholen te aanvaarden), blijkt eveneens
problemen op te leveren. Uit de analyse, niet alleen per school-
sector maar ook per schooltype en populatie, van de tweede
(methode van grammatica onderwijs) en de derde vraag (het nut van
taalbewustzijn) blijkt duidelijk hoe scholen verschillen waar het
gaat om onderwijs aan bekwame tegenover minder bekwame leer-
lingen.
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Wat betreft de minder bekwame leerlingen is de rol van

grammatica belangrijker in selectieve-, particuliere-, en

meisjesscholen. Voor het onderwijs van de betere leerlingen wordt

in dit type scholen in het algemeen meer voorkeur gegeven aan de

traditionele methode dan in andere scholen; vergelijking van

taalstructuur wordi voor alle leerlingen, ongeacht niveau van

bekwaamheid, eveneens belangrijker vonden dan in andere scholen.

De duidelijk grotere interesse voor taalbewustzijn in

meisjesscholen lijkt bovendien aan te sluiten bij ander onderzoek

waarin is vastgesteld dat meisjes meer belangstelling hebben in

talenstudie dan jongens en hierin ook betere resultaten bereiken

(o.a. Burstall, 1974). Wat betreft belangstelling voor grammatica is

voor een dergelijk onderscheid echter geen bevestiging gevonden.

Hoofdstuk 5 Grammatica onderwijs en coórdinatie: opinies.

Dit hoofdstuk behandelt de vierde enquête-vraag: indien grammatica
onderwijs belangrijk geacht wordt, welke collegae zouden dan, in de
praktijk, aan zo'n gecobrdineerd grammatica-programma moeten
deelnemen?

De meningen hierover zijn verdeeld: iets meer dan de helft van

de leraren vindt dat er samenwerking moet zijn tussen alle

taalafdelingen; ongeveer 20~1o is van mening dat overleg met

collegae van uitsluitend het zelfde vak zou moeten plaats vinden.

De overige leraren (iets meer dan 30010) voteren voor samenwerking

tussen de afdelingen Engels en vreemde talen. Het was uiteraard

verwacht dat de de meeste leraren klassieke talen de voorkeur

geven aan samenwerking over de hele linie.
Uit vergelijking van de groep Engelse- met de groep vreemde

talen leraren bleek dat de Engelse leraren (met bijna 75010) iets

minder positief staan tegenover een vorm van samenwerking met

andere talen dan hun collegae in de afdelingen vreemde talen

(ruim 81olc). We kunnen echter stellen dat er duidelijk behoefte is

de huidige isolatie te doorbreken.
Uit de analyse per schooltype, sector en populatie bleek dat (in

het algemeen grotere) niet-selectieve, gemengde staatsscholen

minder positief staan tegenover een geco~rdineerd grammatica
programma dan hun (in het algemeen) kleinere tegenhangers.
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Hoofdstuk 6 Grammatica onderwijs en cordinatie: de schoolboeken.

In dit hoofdstuk worden de resultaten en de inventarisatie van de
schoolboeken-enquête besproken.

De rol van grammatica is geevalueerd in de twee meest populaire
leergangen voor Engels, Frans, Duits, Italiaans, Spaans, Latijn en
Grieks. Dit is de "horizontale" evaluatie genoemd (lesmateriaal
gebruikt van het eerste tot en met het vijfde leerjaar), als
tegengesteld aan de "vertikale" evaluatie in hoofdstuk 7(les-
materiaal in het vierde leerjaar op zes scholen).

Een overzicht van de grammaticale begrippen welke leerlingen
geacht worden te kunnen hanteren in de examens, is gegeven in
Aanhangsel III. De conclusie is dat grammatica belangrijk is in alle
leergangen. Er zijn echter drie duidelijke verschillen te constateren.

Het eerste verschil betreft presentatie en volgorde; om dit
duidelijk te maken is onderscheid gemaakt tussen iwee grammatica
rollen. In sommige leergangen heeft grammatica rol (1): in de
leerlingenboeken wordt het op een vrijwel traditionele wijze
behandeld, met voorbeelden, uitleg, definities, grammaticale
terminologie en oefeningen. In andere leergangen heeft grammatica
rol (2): in de leerlingenboeken wordt de directe (niet-grammaticale)
methode gehanteerd, alhoewel meestal met een grammatica-overzicht
aan het eind van het boek. Zeker voor de leerlingen lijkt hier alsof
"begrip" van grammatica onbelangrijk geacht wordt. In een meestal
apart uitgegeven "handleiding voor de leraar", dringt de auteur
echter aan op het belang van inzicht in datgene wat in eerste
instantie (meestal met audio-visueel materiaal) is gedrild. De uitleg
wordt aan de leraar overgelaten.

Het tweede verschil betreft de auteur's assumptie hoeveel
kennis leerlingen hebben van moedertaal grammatica (dit geldt
uiteraard niet voor de leergangen Engels). In sommige leergangen
wordt bekendheid met de beginselen van grammatica en terminologie
voorondersteld (dus geen uitleg van begrippen en terminologie). In
andere leergangen wordt niet uitgegaan van bekendheid met
moedertaal-grammatica. De basis begrippen worden of in het
leerlingenboek uitgelegd, of de leraar wordt verzocht (in de aparte
handleiding) dit gemis te overbruggen door de noodzakelijke
hoeveelheid Engelse grammatica in de les in te bouwen.

Het derde verschil betref[ de mate van belangrijkheid. Dit is
voor de 14 leergangen aangegeven met de woorden "gemiddeld"
(grammatica als integraal deel van de cursus, met een beperkte
hoeveelheid oefeningen), "benadrukt" (systematische aandacht voor
tenminste drie grammaticale begrippen in iedere leseenheid, met



416

oefeningen), "dominerend" (iedere leseenheid bevat een specifieke
grammatica-sectie met ruim oefenmateriaal in de leseenheden met
aparte toegevoegde oefensecties).

De conclusie van deze evaluatie is dat de leerling hetzij
rechtstreeks geconfronteerd wordt met grammatica regels (ook te
gebruiken bij het zelfstandig studeren), hetzij dat de leraar het
"onaantrekkelijke" werk moet doen, waardoor het leerlingenboek er
meer stimulerend uit kan zien. In beide gevallen is dit de beslissing
van de auteur.

Hoe, en hoeveel van het leerlingenboek gebruikt wordt en of,
en hoeveel van de adviezen in het lerarenboek worden opgevolgd is
de beslissing van de leraar. Niet in eerste instantie het schoolboek,
maar de opinie van de leraar (wat hij ermee doet) is daarom van
primaire importantie.

Hoofdstuk 7 Zes scholen: de leraren, de leerlingen en de boeken

Voor dit hoofdstuk zijn zes scholen selecteerd (verschillende typen)
voor nauwkeurig onderzoek naar positie van de leerlingen in één
school, met name in het vierde leerjaar (het jaar nadat de keuze
bepaald is in welke talen de leerling een examen wenst af te
leggen). Met "positie" van de leerling wordt bedoeld: op zijn school,
zijn confrontatie met meningen van leraren in de klas en methoden
in boeken die ook mee naar huis genomen worden voor zelfstandige
voorbereiding op de examens.

Het bovenstaande heeft in het bijzonder betrekking op de
vierde vraag in deze studie, n.l. of allerminst per school, de
noodzaak aangetoond kan worden voor het tot stand brengen van
een grammaticaal accoord tussen alle taalleraren.

Het hoofdstuk begint met een "vertikale" evaluatíe van 52
schoolboeken welke in de zes scholen voor het taalonderwijs in
het vierde leerjaar worden gebruikt. Hierna wordt iedere school
afzonderlijk besproken en de bevindingen zijn samengevat in een
"grammatica-raster".

Het blijkt dat in vijf van de zes scholen de leerlingen gecon-
fronteerd worden niet alleen met verschillen in aanpak, methode en
opvatting per taal, maar ook per leraar in dezelfde taal. Zonder een
wel doordacht geco~rdineerd beleid, aangepasi aan de doelstellingen
van de school, heeft de leerling aan de ene kant te maken met de
autoriteit van "de" leraar en "het" boek, terwijl hij aan de andere
kant geconfronteerd wordt met dusdanige verschillen tussen de
autoriteiten dat hij zijn eigen weg moet vinden. Dit is nadelig voor
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het zelfvertrouwen van de zich op de staatsexamens voorbereidende
leerling.

In één school, een kleine, particuliere meisjesschool, is cobor-
dinatie op het gebied van grammatica evident; dit blijkt uit de
opinies van de leraren en uit het lesmateriaal. Verder onderzoek
naar de effectiviteit van een dergelijke consistente benadering is
uiteraard noodzakelijk: vergelijking van scholen van hetzelfde type
met verschillen in opinies over het nut van grammatica onderwijs.

Hoofdstuk 8 Grammatica in het nieuwe (1988) examen

In dit hoofdstuk wordt het nationale examen besproken hetwelk in
1988 in werking zal treden. Dit is van belang geacht in verband
met een mogelijk gewijzigde rol van grammatica in de toekomstige
exameneisen.

In 1986 is in het vierde jaar met het nieuwe (voorlopige)
programma begonnen. Examens worden afgelegd op wederom twee
niveaus. Het beoordelingssysteem geeft meer gradaties waardoor de
eisen enigszins anders zijn gegroepeerd dan in het vorige systeem,
maar de rol van grammatica in de nationale examens voor Engels,
vreemde en klassieke talen blijkt minstens zo belangrijk te zijn als
in het vorige systeem.

Er zijn geen pogingen gedaan om de afzonderlijk geformuleerde
eisen per taal, op wat voor wijze dan ook, met elkaar in verband
te brengen. Dit benadrukt wederom de traditionale afstand tussen
de taalafdelingen, hetgeen nadelig is voor het ten uitvoer brengen
van andere nationale voorstellen (NCLE) die er op gericht zijn om
juist de afstand tussen het moedertaal en het vreemde talen
onderwijs te overbruggen.

Hoofdstuk 9 Samenvatting van conclusies

Hier worden de conclusies samengevat ter beantwoording van de
vier vragen die deze studie getracht heeft te beantwoorden. De
voornaamste verschillen zijn niet in de eerste plaats gevonden
tussen de schoolsectoren, schooltypen en populatie; ook niet in de
categorisatie mondeling tegenover schrifielijk taalgebruik; en zelfs
niet in de verschillen tussen moedertaal - en vreemde taalleraren.

De kern van het probleem ligt in de differentiatie bekwame- en
minder bekwame leerlingen, die in het huidige niet-selectieve
staatsonderwijs onder één noemer worden gebracht. In analyse
volgens deze categorisatie zijn dan ook de meeste menings-
verschillen gevonden.
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Uit het onderzoek blijkt dat er voldoende redenen zijn de drie
afdelingen Engels, vreemde- en klassieke talen samen te brengen
onder één taal-paraplu, geconstrueerd volgens het model van
moedertaal grammatica. Iedere school zal op basis van onderling
overleg, rekening houdend met onvermijdelijk politiek bepaalde
omstandigheden en individuele doelstellingen, een kleur moeten
uitzoeken uit het aanbod van sterk getinte tot minder opvallende
grammaticale kleuren, terminologie en methoden.

Indien in iedere school overeenstemming bereikt wordt over een
zich over het gehele taalonderwijs uitstrekkende consistente
benadering en begeleiding zal dit het zelfvertrouwen van de
leerlingen verhogen en de taak van de leraar verlichten.

Het zou eveneens kunnen bijdragen tot het bereiken van betere
resultaten overeenkomstig de nationale doelstelling.
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APPENDIX I TABLES

Table 1: Responses

Table la: schools approached~accepted

sector county approached accepted
n -44 n -40

-------------------------------------------------------------------
maintained HBtW 1S 11

Glos 12 12
total 27 23

independent HBzW 8 8
Glos 9 9
total 17 17

Table lb: questionnaires distributed~completed

headteachers county distributed completed
sector n-40 n-37
-------------------------------------------------------------------
maintained HBzW 11 10

Glos 12 11
total 23 21

independent HBzW g 7
Glos 9 9
total 17 16

teachers county distributed completed
sector n-444 n-29S
-------------------------------------------------------------------maintained HBcW 138 74

Glos 120 92

independent HBzW 68 S3
Glos 118 76

Table Ic : replies to the survey questionnaire

question blocknumber reply no reply
n olc n alo

-------------------------------------------------------------------
I 29S

II 247 83.7 48 16.3
III 247 83.7 48 16.3
IV 29S
V 29S
VI 29S

(continued)



420

question blocknumber reply no reply
n olo n olo

------------------------------------------------------------------
VII 29S

VIII 29S
IX 29S
XI 29S
XII 29S
XIII 29S
XIV 293 99.3 2 0.7
XV 32 28S 96.6 10 3.4

33 277 93.9 18 6.1
34 283 95.9 12 4.1
3S 27S 93.2 20 6.8
36 278 94.2 17 S.8
37 260 88.1 3S 11.9
38 2SS 86.4 40 13.6
39 259 87.8 36 12.2
40 2S3 85.8 42 14.2

XVI 41 289 98.0 6 2.0
42 2S9 87.8 36 12.2

XVII 43 287 97.3 8 2.7
44 2S8 87.5 37 12.5

XVIII 29S
XIX 29S
XX 47 283 95.9 12 4.1

48 249 84.4 46 15.6
XXI 289 98.0 6 2.0

XXII 282 95.6 13 4.4

total all partsl 9243 94.9 492 S.1

Table 2: 40 schools by number and variables

variables n-40 0l0
-------------------------------------------------------------------
1 LEA~county (a) HBzW 19 47.5

(b) Glos 21 S2.S

2 Responsibility (a) maintained 23 S7.S

3 Sex

(b) independent 17 42.5

(a) boys 8 20.0
(b) girls 12 30.0
(c) co-educational 20 50.0

4 Entrance requir. (a) selective 24 60.0
(b) non-selective 16 40.0

(continued)

1 The total number of possible replies is 33 x 29S - 9735.
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variables n-40 0l0
------------------------------------------------------------------
S Size (a) up to S00 1S 37.5

(b) S00 - 1,000 18 45.0
(c) 1,000-1,500 7 17.5

6 Geographic loc. (a) rural S 12.5
(b) town 28 70.0
(c) city 7 17.5

Table 3 : pupil-teacher ratio '-

Table 3a : maintained schools

LEA var school pupils full part total ratio
4 number total time time time

-------------------------------------------------------------------
HBtW non-sel 30 720 42 0.0 42.0 17.1

31 1,087 62 1.0 63.0 17.3
3S 1,568 8S 0.0 85.0 18.4
36 1,273 71 3.0 74.0 17.2
37 S28 34 0.0 34.0 1S.S
38 80S S2 0.0 51.0 15.8

selective 32 810 S2 0.0 52.0 15.6
33 63S 49 1.0 50.0 12.7
34 700 4S 1.3 46.3 15.1

total 8,126 497.3 16.3

Glos non-sel 10 1,480 80 0.0 80.0 18.5
1S 297 19 1.2 20.2 14.7
21 704 39 2.0 41.0 17.2

selective 11 7S1 41 1.3 42.3 17.8
13 833 48 0.7 48.7 17.1
14 630 32 1.0 33.0 19.1
16 320 20 0.3 20.3 15.8
17 SS2 32 1.7 33.7 16.4
18 1,399 74 3.3 77.3 18.1
20 419 2S 0.4 25.4 16.5

total 7,385 421.9 17.1
-------------------------------------------------------------------
all schools 1S,S11 901 18.2 919.2 16.9

2 The number of part-time teachers is reduced to the equivalent
of full-time teachers.
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Table 3b : independent schools

var school pupils full part total ratio
4 number total time time time

-------------------------------------------------------------------
non-sel 28 274 24 2.7 26.7 10.3

29 207 20 1.0 21.0 9.9
S 300 20 0.7 20.7 14.5

selective 22 2S3 21 2.3 23.3 10.9
26 191 26 2.7 28.7 6.7
27 54S 34 2.7 36.7 14.9

1 700 33 S.0 38.0 18.4
3 240 24 6.2 30.2 7.9
4 SS7 SO 1.0 51.0 10.9
6 816 81 10.0 91.0 9.0
7 S20 3S 2.7 37.7 13.8
8 270 12 4.7 16.7 16.2
9 258 24 3.7 27.7 9.3

-------------------------------------------------------------------
all schools 5,131 404 45.4 449.4 11.4

Table 3c: summary table

variable pupils teachers ratio
-------------------------------------------------------------------
(a) HBtW 8,126 497.3 16.3
(b) Glos 7,385 421.9 17.5

(a) maintained 15,511 919.2 16.9

(b) independent 5,131 449.4 11.4

(a) selective 11,399 810.0 14.1
(b) non-sel 9,243 558.6 16.5

Table 4: languages offered in the curricula

maintained independent
-------------------------------------------------------------------
offered sel non-sel sel non-sel total

n-10 n-11 n-13 n-3 n-37
-------------------------------------------------------------------
EtiGLISH 10 11 13 3 37

FREICH 10 11 13 3 37

GERMA.ti 6 10 10 0 26

SPAIVISH 3 3 10 0 16

ITAI.IAN 1 1 3 0 S

RI:SSIA.` 0 0 3 0 3
LATI` S 4 13 0 22

GREEK 2 1 I1 0 14
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Table 5: languages and examination levels

maintained independent
selective non-selective selective non-selective
n-10 n-11 n-13 n-3

language3 NE CSE O A NE CSE O A NE CSE O A NE CSE O A

ENGLISH 0 7 10 7 5 11 11 11 0 2 13 13 1 3 3 3

FRENCH 0 7 10 6 1 11 11 11 0 6 13 12 1 3 3 1

GERMA.N' 0 2 6 6 0 7 10 8 0 1 10 9 0 0 0 0

SPANISH 0 2 3 3 0 2 2 3 0 0 10 4 0 0 0 0

ITAI,IAN 0 1 1 0 1 0 0 0 0 0 3 2 0 0 0 0

RliSSIAN 0 0 0 0 0 0 0 0 0 0 3 1 0 0 0 0

LATIN 0 0 5 4 0 0 4 2 0 0 13 9 0 0 0 0

GREEK 0 0 2 1 0 0 1 0 0 0 11 5 0 0 0 0

Table 6: number of pupils per language other than English

enrolled language n-pupils olc

all schools 20,213 FRENCH 14,546 72.0
GER1~lAN 2,346 11.6
SPANISH 406 2.0
ITAL.IA:V 16 0.1
RtiSSIAN 15 0.1
LATIN 2,770 13.7
GREEK 80 0.4

maintained 14,976 FRENCH 10,735 71.7
GER~fAN 1,840 12.3
SPANISH 341 2.3
ITALIAN 14 0.1
LATIN 1,239 8.3
GREEK 22 0.1

(continued)

3 NE- Non-Examination CSE- Certificate of Secondary Education
0- GCE "O"level A- GCE "A" level
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enrolled language n-pupils ~Jc

independent 5,237 FRE~CH 3,811 72.8
GERbIA~ S06 9.7
SPA-~ISH 6S 1.2
ITALIA.1 2 0.0
RL:SSIA.` 1S 0.3
LATI` 1,531 29.2
GREEK S8 1.1

selective 10,436 FREtiCH 7,948 76.2
GERVtA-` 1,110 10.6
SPA~ISH 176 1.7
ITALIA.~ 16 0.2
RL:SSIA.ti 1S 0.2
LATI~ ~,343 22.5
GREEK - 60 0.6

non-selective 9,777 FRE`CH 6,598 67.5
GER~fA:ti 1,236 12.6
SPA.tiISH 230 2.4
LATI` 427 4.4
GREEK 20 0.2

Table 7: opting out after 13t

Table 7a : opting out ~ all schools

language pupils opting out
13t 14f olo

FRENCH 3,769 2,296 39.1
GER~tAN 889 603 32?
SPl~vISH 168 S7 66.1
LATIh 679 3S3 48.0
GREEK 31 19 38.7

Table 7b : opting out ~ maintained and independent schools

maintained independent
language pupils opting out pupils opting out

13t 14t ~lc 13t 14t o1c
-------------------------------------------------------------------------

FREtiCH 2,951 1.543 47.7 818 7S3 7.9
GER~IA.ti 702 421 40.0 187 182 2.7
SPA.TSISH 138 53 61.6 30 4 86.7
LATI~1 343 128 62.7 336 22S 33.0
GREEK 10 S 50.0 21 14 33.3
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Table 7c : opting out ~ selective and non-selective schools

selective non-selective
language pupils opting out pupíls opting out

13f 14f ol0 13t 14t ~lc
-----------------------------------------------------------------------

FRE?~CH 1,720 1,401 18.5 2,049 89S 56.3
GER~fA1 440 340 22.7 449 263 41.4
SPAtiISH 84 16 81.0 84 41 51.2
LATIti S34 321 39.9 14S 32 77.9
GREEK 21 14 33.3 10 5 50.0

Table 8: languages and teaching time

Table 8a : maintained schools , average time in minutes

minutes year languages
-----------------------------------------------------------------------

60 - 90 llf Latin
12f Spanish
13f
14t
1Sf

90 - 120 11~
12f Latin
13t
14t
1Sf

120 - 1S0 llf German
12f German
13t German Spanish Latin Greek
14f German Greek
1St German Italian Greek

1S0 - 180 llt French
12~ French
13f French
14f French Spanish Latin
ISf French Spanish Latin

180 - 210 llt English
12f English
13f English
14f English
1St English

Table 8b : independent schools, average time in minutes

minutes year languages
-----------------------------------------------------------------------60 - 90 llt

12f Greek
13f

(continued)
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minutes year languages

14t
15t

90 - 120 llt
12t
13t
14t
15t

120 - 150 llt
12t
13t German Russian Greek
14t Spanish Russian
15t Spanish Italian Russian

150 - 180 llt French Latin
12t French Latin Greek
13t French Spanish Latin
14t French German Latin
15t French Latin

180 - 210 llt English
12t English
13t English
14t English
15t English German

Table 8c : selective schools, average time in minutes

minutes year languages

60 - 90 llt
12t Greek ~
13t
14t
15t

90 - 120 llt
12t
13t
14t
15t

120 - 150 llt Latin
12t Latin
13t Latin Greek
14t
15t Italian Greek

150 - 180 llt French Germ an
12t French German
13t French German Spanish
14t French German Spanish Latin Greek
15t French German Spanísh Latin

180 - 210 llt English
12t English
13t English Russian
14t English Russian
15t English Russian
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Table 8d : non-selective schools, average time in minutes

minutes year languages
-----------------------------------------------------------------------

60 - 90 llf Latin
12t Spanish Latin
13t
14t
1St

90 - 120 llf
12t
13t Spanish
14f
1Sf

120 - 1S0 llf
12t German
13t German Greek
14f German Spanish Greek
1Sf German Greek

150 - 180 llt French
12f French
13t French Latin
14t French Latin
1Sf French Spanish Latin

180 - 210 llt English
12t English
13t English
14f English
1Sf English

Table 9: schools with different departmental structure

variable school number
-------------------------------------------------------------------------
1 (a) Glos 6 8 9 18
1 (b) Hl~W 38 39
2 (a) maintained 18 38 39
2 (b) independent 6 8 9
3 (a) boys
3 (b) girls 6 8 9
3 (c) co-educational 18 38 39
4 (a) selective 6 8 9
4 (b) non-setective 18 38 39
S (a) up to S00 pupils 8 9
S (b) 500-1,000 pupils 6 38
S (c) 1,000-1,500 18 39
6 (a) rural g 9
6 (b) town 6 18 38 39
6 (c) city
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Table 10: teachers and school characteristics

variable n-295 `~o
-----------------------------------------------------------------------
1 (a) Gloucester 168 56.9
1 (b) Hereford 8c Worcester 127 43.1

2 (a) maintained 166 56.3
2 (b) independent 129 43.7

3 (a) boys 58 19.7

3 (b) girls 85 28.8
3 (c) co-educational 152 51.5

4 (a) selective 188 63.7
4 (b) non-selective 107 36.3

5 (a) up to 500 86 29.2
S (b) 500-1,000 135 45.8
s (c) l,ooo-l,soo 7a 2s.o

6 (a) rural 26 8.8
6 (b) town 232 78.7
6 (c) city 37 12.5

(a) higher ability4 70 23.7
(b) mixed ability 213 72.2
(c) lower ability 12 4.1

Table 11: personal background

variable n-295 `~o
------------------------------------------------------------------------
male 128 43.4
female 167 56.6

full-time 259 87.8
part-time 36 12.2

head of school 14 4.8
head of department 83 28.1
head of subject 23 7.8
no special responsibility 175 59.3

4 Question VII of the survey questionnaire.



429

Table 12: single and combined language teaching

n language n-295 9'0
-----------------------------------------------------------------------------
1 English 119

French 51
Latin 15
Spanish 2
German 1
Greek 1

total (teaching one language) 189 64.1
2 French German 42

Latin Greek 20
English French 13
French Spanish 11
French Italian 5
English Latin 4
French Latin 4

total (teaching two languages) 99 33.6
3 English Latin Greek 3

Spanish Latin Greek 1
German French Latin 1
French Spanish Latin 1

4 English French German Italian 1
total ( teaching three or more languages) 7 2,3

Table 13: qualifications

qualifications n-295 olc
----------------------------------------------------------------------------
higher degree 44 14.9higher degree 8t teacher qualification 31 10.5

total (higher degrees) 75 25.4

first degree 72 ~4 4first degree ~ teacher qualification 111 37.6
total (first degrees) 183 62.0

total graduates 258 87.4

total non graduates (~ teacher qualification) 37 12.6
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Table 14: subjects degree course~languages taught

course subjects Ianguages at school n-295 ------qc--
-------------------------------------------------------------
History English 5
History t Economics English 1
History t French Spanish 1
Hebrew f Bibl.Studies English 1
Classics English 3
Classics English f French 1

Law English 1
French f German English 1
Frencó f German Latin 1
French English 1
French t Spanish English 1
French t Italian Spanish 1
French t English Latin 1
German English 1
English French t Spanish 1

English French 1
---------------------------------------------------------------------------
total 22 7'S

Table 15: university~school sector

maintained independent all schools
-------------------------------------------------------------------------
place n o1c n c~c n ~`

Oxford 16 11.7 27 24.5 43 16.7

Cambridge 11 8.0 12 10.9 23 8.9

other 110 80.3 71 64.6 181 70.1

no reply 11 4.3

--------------------------------------------------------------
258 -- 100.0

total 137 55.5 110 44.5

Table 16: topics of interest ( language)

topic n 9c
------------------------------------------------------------------------
Literature 235 79.7
Philology 52 17.6
Language Structure 135 45.8
Semantics 48 16.3
Other 46 15.6
Linguistics 168 56.9
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Table 17 : topics of interest

Classica! Art

Ancient History

Stage productions

Aspects of modern France (2)
History (3)
Philosophy
Commercial French~German
Drama (6)
Spoken word
Archaeology
Language in Education
Interaction analysis
Creative writing
Comprehension

Art
Architecture
Style

(other)5

Relationship with non-language
subjects
Breakdow~n of prejudice by learning
about other nations through
language
Chronologically parallel arts to
literature studied
Cultural heritage
Social background
Etymology
Historical grammar
Self-expression
Contemporary events
Theatre
Dialects
1~filitary and allied topics
Literacy (2)
Remediation of general education
problems via language
Reading skills (3)
Christianity
Communication

Table 18: interest in~familiarity with lingaistics

interest in linguistics course in linguisticsb

yes

no

n-29S olc n-295 0l0 0l0

168 57.0 yes SS (32.7) 18.7
special 6 (3.6) 2.0
no 107 (63.7) 36.3

49 16.0 yes 1S (30.6) 5.1
special 0 (0.0) 0.0
no 34 (69.4) i1.S

not familiar 78 26.4 no 78 (100.0) 26.4

S When the topic is followed by a number in brackets this refers to
the number of teachers being interested; otherwise it is one teacher only.

6 "Yes" refers to a course in linguistics as part of teacher's
degree course; "special" refers to other courses.
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Table 19a: topics of interest (education)

topic n olo

recent trends in own subject 203 68.8
methodology 144 48.8
external examination requirements 107 36.3
motivation 132 44.7
discipline 40 13.7
other 8 2.7

Table 19b: topics of iaterest (other)7

Strategies for higher reading skitls
Workshops on subject related material
Pastoral care
Talks by journalists and literary experts
Opportunity to brush up language
Computer Studies
~tanagement
Administrative skills for better job-opportunities

Table 20 : attitude

teaching languages is n-29S olo olo
----------------------------------------------------------------------------
d ifferen t
partly different
similar
no reply

140 (49.6) 47.5
87 (30.9) 29.5
SS (19.5) 18.6
13 14.4

Table 21 : job satisfaction

teaching languages is n-29S olo C1c

very satisfactory
satisfactory
not really satisfactory
not satisfactory
no reply

90 (31.1) 30.5
1S6 (54.0) 52.9
39 (13.5) 13.2
4 (1.4) 1.4
6 2.0

7 The eight topics are mentioned by different teachers.
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Table 22: scbool characteristics

variable group I group II group III total

number n-S1 rc n-12S ~c n-119 ~lc n-29S olc

1 (a) 33 64.7 69 SS.2 66 SS.S 168 56.9
(b) 18 35.3 S6 44.8 S3 4~3.5 127 43.1

2 (a) 19 37.3 72 57.6 7S 63.0 166 56.3
(b) 32 62.7 S3 42.4 44 37.0 L9 43.7

3 (a) 11 21.6 23 18.4 248 20.2 S8 19.7
(b) 24 47.0 37 29.6 24 20.1 8S 28.8
(c) 16 31.4 6S 52.0 71 59.7 1S2 S1.S

4 (a) 41 80.4 76 60.8 71 59.7 188 63.7
(b) 10 19.6 49 39.2 48 40.3 107 36.3

S (a) 19 37.3 37 29.6 30 25.2 86 29.2
(b) 2S 49.0 Si 45.6 S3 44.5 13S 45.8
(c) 7 13.7 31 24.8 36 30.3 74 25.0

6 (a) 6 11.8 3 2.4 17 14.3 26 8.8
(b) 37 72.5 113 90.4 82 68.9 232 78.7
(c) 8 15.7 9 7.2 20 16.8 37 12.5

7 (a) 16 31.4 27 21.6 27 22.7 70 23.7
(b) 34 66.6 94 75.2 8S 71.4 213 72.2
(c) 1 2.0 4 3.2 7 S.9 12 4.1

Table 23 : personal background

variable group I group II group III total

number n-S1 0lo n-12S ~ n-119 ~k n-29S olo

8 (a) 23 45.1 4S 36.0 60 50.4 128 43.4
(b) 28 54.9 80 64.0 S9 49.6 167 56.6

9 (a) 42 82.4 103 82.4 114 95.8 2S9 87.8
(b) 9 17.6 22 17.6 S 4.2 36 12.2

10 (a) S 9.8 6 4.8 3 2.S 14 4.8
(b) 16 31.4 32 25.6 3S 29.4 83 28.1
(c) 7 13.7 12 9.6 4 3.4 23 7.8
(d) 23 45.1 7S 60.0 77 64.7 17S 59.3

8 The percentage ( 24 teachers) should read 20.15; for reasons
of simplicity only one fígure has been used after the decimal point.
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Table 24: professional background

variable group I group II group III total

number n-S1 olc n-12S clc n-119 9'o n-29S olo
-----------------------------------------------------------------------------

11 (a) 22 43.1 2S 20.0 28 23.5 7S 2S.S
(b) 28 54.9 84 67.2 71 59.7 183 62.0
(c) 1 2.0 16 12.8 20 16.8 37 12.5

12 (a) 18 35.3 S2 41.6 119 100.0 189 64.1
(b) 33 64.7 73 58.4 0 0.0 106 35.9

Table 25: topics of interest ( language)

variable group I group II group III total

number n-S1 olc n-12S olc n-119 cJo n-29S oJe
-----------------------------------------------------------------------------
13 (t a) 44 86.3 82 65.6 109 91.6 23S 79.7

(- a) 7 13.7 43 34.4 10 8.4 60 20.3
(t b) 13 2S.S 28 22.4 11 9.2 S2 17.6
(- b) 38 74.5 97 77.6 108 90.8 243 82.4

(t c) 23 45.1 82 65.6 30 25.2 135 45.8
(- c) 28 54.9 43 34.4 89 74.8 160 54.2

(t d) 9 17.6 23 18.4 16 13.4 48 16.3
(- d) 42 82.4 102 81.6 103 86.6 247 83.7

(f e) 1S 29.4 12 9.6 19 16.0 46 15.6
(- e) 36 70.6 113 90.4 100 84.0 249 84.4

(t f) 3S 68.6 73 58.4 60 50.4 168 56.9
(- f)9 6 I1.8 19 15.2 24 20.2 49 16.6
(n f) 10 19.6 33 26.4 3S 29.4 78 26.5

-----------------------------------------------------------------------------
(course) n-S1 oJo n-124 cíc n-118 olc n-293 ck
-----------------------------------------------------------------------------

(f g) 9 17.6 36 29.0 33 28.0 78 26.6
(- g) 42 82.4 88 71.0 8S 72.0 21S 73.4

9 nf - not familiar.
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Table 26: topics of interest (education)

variable group I group II group III total
number n-S1 0lo n-12S o!c n-119 oI'o n-29S olo
----------------------------------------------------------------------------

14 (f a) 43 84.3 83 66.4 77 64.7 203 68.8
(- a) 8 15.7 42 33.6 42 35.3 92 31.2
(t b) 22 43.1 69 SS.2 S3 44.5 144 48.8
(- b) 29 56.9 S6 44.8 66 SS.S 1S1 51.2

(t c) 13 2S.S S8 46.4 36 30.3 107 36.3
(- c) 38 74.5 67 53.6 83 69.7 188 63.7

(f d) 1S 29.4 70 56.0 47 39.5 132 44.7
(- d) 36 70.6 SS 44.0 72 60.5 163 SS.3

(t e) 6 11.8 24 19.2 10 8.4 40 13.6
e) 4S 88.2 101 80.8 109 91.6 2SS 86.4

1 2.0 2 1.6 S 4.2 8 2.7
SO 98.0 123 98.4 114 95.8 287 97.3

Table 27 : professional attitude

variable group I group II group III total

number n-47 01o n-121 oio n-114 olc n-282 0l0
-----------------------------------------------------------------------------

15 (a) 18 38.3 7S 62.0 47 41.2 140 49.6
(b) 18 38.3 34 28.1 3S 30.7 87 30.9
(c) 11 23.4 12 9.9 32 28.1 SS 19.5

16 (a) 17 34.0 31 25.6 42 35.6 90 31.1
(b) 30 60.0 6S 53.7 61 51.7 1S6 54.0
(c) 3 6.0 2S 20.7 1S 12.7 43 14.9



436

Table 28 : replies to question XV

part10 n-29S ~ic part n-29S n-2,65511 0l0
-----------------------------------------------------------------------------
1 HA 28S 96.6 1 LA 260 88.1
2 HA 277 93.9 2 LA 25S 86.4
3 HA 283 95.9 3 LA 2S9 87.8
4 HA 27S 93.2 4 LA 2S3 85.8
5 HA 278 94.2

HA 1,398 94.8 LA 1,027 87.0 total 2,245 91.3

Table 29 : grammar across the curriculum~all teachers

part question XV opinion n ~
-----------------------------------------------------------------------------
1 English written HA very important 182 63.9

important 81 28.4
not really important 22 7.7
unimportant 0 0.0

total 28S 100.0

LA very important 70 26.9
important 133 51.2
not really important 49 18.8
unimportant 8 3.1

tot al 260 100.0
----------------------------------------------------------------------------
2 English spoken HA very important 119 43.0

important 110 39.7
not really important 37 13.3
unimportant 11 4.0

total 277 100.0

LA very important 60 23.5
important 112 43.9
not really important 63 24.7
unimportant 20 7.9

total 2S5 100.0
----------------------------------------------------------------------------

(continued)

10 The question consists of 9 parts: for higher ability pupils
parts 1-S (HA), and for lower ability pupils parts 1-4 (LA).

11 Total number of possible replies.
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part question XV opinion n olo
---------------------------------------------------------------------------
3 Modern Lang written HA very important 162 57.2

important 100 35.3
not really important 18 6.4
unimportant 3 1.1

total 283 100.0

LA very important S2 20.1
important 110 42.5
not really important 83 32.0
unimportant 14 5.4
total 2S9 100.0

----------------------------------------------------------------------------
4 ?~fodern Lang spoken HA very important 101 36.7

important 122 44.4
not really important 42 15.3
unimportant 10 3.6
total 27S 100.0

LA very important 34 13.4
important 9g 3g.7
not really important 94 37.2
unimportant 27 10.7
total 2S3 100.0

----------------------------------------------------------------------------
S Classics HA very important 144 51.8

important 98 35.3
not really important 24 8.6
unimportant 12 4.3
total 278 100.0

----------------------------------------------------------------------------All parts very important 924 38.1
important 964 39.8
not reslly important 432 17.8
unimportant lOS 4.3
total 2,435 100.0

Table 30 : grammar by category

Table 30a : all teachers

category important notimportant total
n oíc n olc n-100010

----------------------------------------------------------------------------
1 written language 1,132 82.9 233 17.1 1,365spokenlanguage 7S6 71.3 304 28.7 1,060

total 1,888 77.9 S37 22.1 2,425
----------------------------------------------------------------------------(continued)
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category important notimportant total
n o1o n olo n-100oh

----------------------------------------------------------------------------
2 higher ability 1,219 87.1 179 12.9 1,398

lower ability 669 65.1 3S8 34.9 1,027

total 1,888 77.9 S37 22.1 2,425

3 English 867 80.5 210 19.5 1,077
~fodern Languages 779 72.8 391 27.2 1,070

Classics 242 87.1 36 12.9 278

total 1,889 77.9 S36 22.1 2,425

Table 30b : significance of Table 30a

category chi square df significance level
9SQlo 99o1c

----------------------------------------------------------------------------
1 written~spokenlanguage 46.65 1 above above
2 pupils' ability 167.04 1 above above
3 across the curriculum 33.84 2 above above

Table 31: grammar across the curriculum

Table 31a: language groups

question XV important not important

group n oi~ n total
-----------------------------------------------------------------------------
English written HA 1 48 96.0 2 4.0 SO

2 117 97.5 3 2.S 120
3 98 85.2 17 14.8 i1S

total 263 93.3 22 7.7 28S
----------------------------------------------------------------------------
English spoken HA 1 46 92.0 4 8.0 SO

2 102 88.7 13 11.3 11S
3 81 72.3 31 27.7 112

total 229 82.7 48 17.3 277
----------------------------------------------------------------------------
M Lang written HA 1 46 95.8 2 4.2 48

2 118 97.5 3 2.S 121
3 98 86.0 16 14.0 114

total 262 92.6 21 7.4 283
----------------------------------------------------------------------------
~f Lang spoken HA 1 42 87.5 6 12.5 48

2 97 83.6 19 16.4 116
3 84 75.7 27 24.3 111
total 223 81.1 S2 18.9 27S

----------------------------------------------------------------------------
(continued)
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question XV important not important

group n olo n o1o total

Classics HA 1 48 96.0 2 4.0 SO
2 107 92.2 9 7.8 116
3 88 78.6 24 21.4 112

total 243 87.4 3S 12.6 278
----------------------------------------------------------------------------
English written LA 1 39 90.7 4 9.3 43

2 89 78.8 24 21.2 113
3 7S 72.1 29 27.9 104

total 203 78.1 S7 21.9 260

English spoken LA 1 36 83.7 7 16.3 43
2 76 68.5 3S 31.5 111
3 60 59.4 41 40.6 101

total 172 67.5 83 32.5 2SS

M Lang written LA 1 33 82.5 7 17.5 40
2 69 60.5 4S 39.5 114
3 60 57.1 4S 42.9 lOS

total 162 62.5 97 37.5 2S9

M Lang spoken LA 1 28 70.0 12 30.0 40
2 S4 48.6 S7 51.4 111
3 SO 49.0 S2 51.0 102

total 132 52.2 121 47.8 2S3

Table 31b: significance of Table 31a

category chi square df significance level
9Solo 99oïo

----------------------------------------------------------------------------
English written HA 13.61 2 above above
English spoken HA 14.33 2 above above
M Lang written HA 12.30 2 above above
M Lang spoken HA 3.89 2 below below
Classics HA 13.76 2 above above
English written LA 6.19 2 above below
English spoken LA 8.21 2 above below
!~t Lang written LA 8.31 2 above below
M Lang spoken LA 6.OS 2 above below
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Table 32: grammar across the curriculum~degree of importance

Table 32a: language groups (G)

question XV very not
important important important

G n olo n oJo n olc total

English written HA 1 38 76.0 10 20.0 2 4.0 SO
2 87 72.5 30 25.0 3 2.S 120
3 S7 49.6 41 35.6 17 14.8 115

total 182 63.9 81 38.4 22 7.7 28S

English spoken HA 1 27 54.0 19 38.0 4 8.0 SO
2 S8 50.4 44 38.3 13 11.3 11S
3 34 30.3 47 42.0 31 27.7 112

total 119 43.0 110 39.7 48 17.3 277
M Lang written HA 1 28 58.3 18 37.5 2 4.2 48

2 83 68.6 3S 28.9 3 2.S 121
3 SI 44.8 47 41.2 16 14.0 114

total 162 57.3 100 35.3 21 7.4 283
---------------------------------------------------------------------------
M Lang spoken HA 1 19 39.6 23 47.9 6 12.5 48

2 SS 47.4 42 36.2 19 16.4 116
3 26 23.4 S8 52.3 27 24.3 111

total 100 36.4 123 44.7 S2 18.9 27S

Classics HR 1 36 72.0 12 24.0 2 4.0 SO
2 6S 56.0 42 36.2 9 7.8 116
3 4S 40.2 43 38.4 24 21.4 112

total 146 S2.S 97 34.9 3S 12.6 278

English written LA 1 19 44.2 20 46.5 4 9.3 43
2 33 29? S6 49.6 24 21.2 113
3 18 17.3 S7 54.8 29 27.9 104

total 70 26.9 133 51.2 S7 21.9 260
---------------------------------------------------------------------------
English spoken LA 1 14 32.6 2? S 1.1 7 16.3 43

2 27 24.3 49 44.1 3S 31.6 111
3 19 18.8 41 40.6 41 40.6 101

total 60 23.5 112 43.9 83 32.6 2SS

!bí Lang written LA 1
2
3

total

14 35.0 19 47.5 7 17.5 40
19 16.7 SO 43.8 4S 39.5 114
18 17.1 42 40.0 4S 42.9 lOS

S1 19.7 111 42.9 97 37.4 2S9

(continued)
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question X very not
important important important

G n c7o n qe n oJc tot al
----------------------------------------------------------------------------~í Lang spoken LA 1 8 20.0 20 50.0 12 30.0 40

2 17 15.3 37 33.3 57 51.4 111
3 9 8.8 41 40.2 52 51.0 102

total 34 13.5 98 38.7 121 47.8 253
--------------------------------------------------------------------------
All parts 1 203 49.3 163 39.5 46 11.2 412

2 444 42.8 385 37.1 208 20.1 1,037
3 277 28.4 417 42.7 282 28.9 976

total 924 38.1 965 39.8 536 22.1 2,425

Table 326: significance of Table 32a

category chi square df significance levet
95c1o 99c1o

----------------------------------------------------------------------------
English written HA 22.66 4 above above
English spoken HA 19.14 4 above above
M Lang written HA 19.83 4 above above
~1 Lang spoken HA 15.70 4 above above
Classics HA 21.32 4 above above
English written LA 13.89 4 above above
English spoken LA 8.78 4 below below
M Lang written LA 11.26 4 above below
M Lang spoken LA 8.55 4 below below
All parts 92.33 4 above above

Table 33: grammar by category
Table 33a: language groups (G)

category important notimportant total
G n olo n o1c n -100010

----------------------------------------------------------------------------
all parts 1 366 88.8 46 11.2 412

2 829 79.9 208 20.1 1,037
3 694 71.1 282 28.9 976
total 1,889 77.9 536 22.1 2,425

----------------------------------------------------------------------------
written language 1 214 92.6 17 7.3 231

2 500 85.6 84 14.4 548
3 419 76? 131 23.8 550
total 1,133 83.0 232 17.0 1,365

----------------------------------------------------------------------------
(continued)
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category important notim portant total
G n o1c n olo n-100010

----------------------------------------------------------------------------
spokenlanguage 1 1S2 84.0 29 16.0 181

2 329 72.6 124 27.4 4S3
3 27S 64.6 1S1 35.4 426
total 7S6 71.3 304 28.7 1,060

----------------------------------------------------------------------------
higher ability 1 230 93.5 16 6.5 246

2 S41 92.0 47 8.0 S88
3 449 79.6 I1S 20.4 S64

total 1,220 87.3 178 12.7 1,398
----------------------------------------------------------------------------
lower ability 1 13S 81.9 30 18.1 166

2 288 64.1 161 35.9 449
3 24S 59.5 167 40.5 412

total 669 65.1 3S8 34.9 1,027
----------------------------------------------------------------------------
English 1 169 90.9 17 0.1 186

2 384 83.7 7S 16.3 4S9
3 314 72.7 118 27.3 432
total 867 80.5 210 19.5 1,077

----------------------------------------------------------------------------
Modern Languages 1 149 84.7 27 15.3 176

2 338 72.2 124 26.8 462
3 292 67.6 140 32.4 432

total 779 72.8 291 27.2 1,070
----------------------------------------------------------------------------
Classics 1 48 96.0 2 4.0 SO

2 107 92.2 9 7.8 116
3 88 78.6 24 21.4 112
total 243 87.4 3S 12.6 278

Table 33b : significance of Table 33a

category chi square df significance level
9So1c 99o1c

----------------------------------------------------------------------------
all parts 56.29 4 above above
written 36.18 2 above above
spoken 24.09 2 above above
higher ability 50.24 2 above above
lower ability 26.64 2 above above
English 32.45 2 above above
Modern Languages 18.45 2 above above
Classics 13.76 2 above above
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Table 34: own department~grammar in written and spoken language

Table 34a: written~spoken language

category important notimportant total
G n olc n o1o n-100010

----------------------------------------------------------------------------
written English 3 187 79.6 48 20.4 23S

Mod Lang 2 173 79.0 46 21.0 219
total 60 79.3 94 20.7 4S4

----------------------------------------------------------------------------
spoken English 3 1S1 66.5 76 33.5 227

Mod Lang 2 141 66.2 72 33.8 213
total 292 66.4 148 33.6 440

----------------------------------------------------------------------------
all parts English 3 338 73.2 124 26.8 462

Mod Lang 2 314 72.7 118 27.3 432
total 6S2 72.9 242 27.1 894

Table 346: significance of Table 34a

category chi square df significance level
95o1c 99010

----------------------------------------------------------------------------
written language .02 1 below below
spoken language O1 1 below below
all parts .03 1 below below

Table 35: own department~grammar in different ability groups

Table 35a: higher and lower ability groups

category important notimportant total
G n o1o n olo n -100010

----------------------------------------------------------------------------HA English 3 179 78.9 48 21.1 227
Mod Lang 2 21S 90.7 22 9.3 237

total 394 84.9 70 15.1 464
----------------------------------------------------------------------------LA English 3 123 54.7 102 45.3 22S:Nod Lang 2 13S 65.9 70 34.1 205

total 2S8 60.0 172 40.0 430
----------------------------------------------------------------------------all English 3 302 66.8 1S0 33.2 4S2

!~fod Lang 2 3S0 79.4 92 20.8 442
total 6S2 72.9 242 27.1 894
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Table 35b : significance of Table 35a

category chi square df significance level
9Solc 99o1c

----------------------------------------------------------------------------
higher ability 12.74 1 above above
lower ability S.S9 1 above below
all 17.49 1 above above

Table 36: grammar by school type~sector~population

Table 36a: general results

category important notimportant total
n ~ n olo n-100010

----------------------------------------------------------------------------
1 non-selective 678 74.1 237 25.9 91S

selective 1,211 80.2 299 19.8 1,510

total 1,889 77.9 S36 22.1 2,425

2 maintained 987 72.6 373 27.4 1,360
independent 902 84.7 163 15.3 1,065

total 1,889 77.9 S36 22.1 2,425

3 boys 390 83.5 77 16.5 467

girls S69 83.8 110 16.2 679

co-educational 930 72.7 349 27.3 1,279

total 1,889 77.9 S36 22.1 2,425

Table 366 : sigitificance of Table 36a

category chi square df significance level
9Solo 99010

----------------------------------------------------------------------------
1 school type 12.31 1 above above
2 schoolsector 50.97 1 above above

3 school population 42.25 2 above above

Table 37: grammar across the curriculum~school type

Table 37a: non-selective~selective schools

question XV important not important

type n o1o n olo total
-----------------------------------------------------------------------------
English written HA :~S 9S 90.5 10 9.S lOS

S 168 93.3 12 6.7 180

total 263 92.3 22 7.7 28S
----------------------------------------------------------------------------
(continued)
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question XV important not important

tYPe n ok n olc total
-----------------------------------------------------------------------------English spoken HA ~S 83 82.2 18 17.8 101

S 146 83.0 30 17.0 176

total 229 82.7 48 17.3 277
----------------------------------------------------------------------------M Lang written HA riS 96 92.3 8 7.7 104

S 166 92.7 13 7.3 179
total 262 92.6 21 7.4 283

----------------------------------------------------------------------------M Lang spoken HA :SS 82 82.0 18 18.0 100
S 141 80.6 34 19.4 175

total 223 81.1 S2 18.9 275
----------------------------------------------------------------------------Classics HA NS 88 87.2 13 12.8 101

S 1SS 87.5 22 12.5 177
total 243 87.4 35 12.6 278

----------------------------------------------------------------------------
English written LA KS 74 72.6 28 27.4 102

S 129 81.7 29 18.3 1S8
total 203 78.1 S7 21.9 260

----------------------------------------------------------------------------English spoken LA 1S 57 57.0 43 43.0 100
S 11S 74.2 40 25.8 1SS
total 172 67.5 83 32.5 2SS

-----------------------------------------------------------------------------
M Lang written LA `S 56 54.9 46 45.1 102

S 106 67.5 S1 32.51 1S7
total 162 62.5 97 37.5 2S9

----------------------------------------------------------------------------
M Lang spoken LA 1S 47 47.0 S3 53.0 100

S 8S SS.S 68 44.5 153
total 132 52.2 121 47.8 2S3

Table 37b: significance of Table 37a

category chi square df significance level
9Sclo 99cTo

----------------------------------------------------------------------------
English written HA .76 1 below below
English spoken HA . 03 1 below belowM Lang written HA .02 1 below belowM Lang spoken HA .08 1 below below
Classics HA .O1 1 below below

(continued)
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category chi square df significance level
95oJc 99010

----------------------------------------------------------------------------
English written LA 3.00 1 below below

English spoken LA 8.18 1 above above

!~t Lang written LA 4.20 1 above below

M Lang spoken LA 1.77 1 below below

Table 38: grammar across the curriculum~school sector

Table 38a: maintained~independent schools

question XV important not important

type n QIc n oJo total
-----------------------------------------------------------------------------
English written HA M 146 90.1 16 9.9 162

I 117 95.1 6 4.9 123
total 263 92.3 22 7.7 285

----------------------------------------------------------------------------
English spoken HA M 122 78.2 34 21.8 156

I 107 88.4 14 11.6 121

total 229 82.7 48 17.3 277
----------------------------------------------------------------------------
M Lang written HA ~1 146 91.8 13 8.2 159

I 116 93.5 8 6.5 124
total 262 92.6 21 7.4 283

----------------------------------------------------------------------------
M Lang spoken HA ?~I 119 77.8 34 22.2 153

I 104 85.2 18 14.8 122

total 223 81.1 52 18.9 275
----------------------------------------------------------------------------
Classics HA ~i 134 85.9 22 14.1 156

I 109 893 13 10.7 122
total 243 87.4 35 12.6 278

----------------------------------------------------------------------------
English written LA !~í 102 69.9 44 30.1 146

I 101 88.6 13 11.4 114
total 203 78.1 57 21.9 260

----------------------------------------------------------------------------
English spoken LA :~I 78 54.9 64 45.1 142

I 94 83.2 19 16.8 133
total 172 67.5 83 32.5 255

-----------------------------------------------------------------------------
M Lang written LA M 80 55.2 65 44.8 145

I 82 71.9 32 28.1 114

total 162 62.5 97 37.5 259
----------------------------------------------------------------------------
(continued)
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question XV important not important

type n c1o n olo total

M Lang spoken M 60 42.6 81 57.4 141
I 72 64.3 40 35.7 112

total 132 52.2 121 47.8 2S3

Table 386: significance of Table 38a

category chi square df significance level
9S~lo 99o1c

---------------------------------------------------------------------------
English written HA 2.45 1 below below
English spoken HA 4.97 1 above below
M Lang written HA .30 1 below below
M Lang spoken HA 2.47 1 below below
Classics HA .74 1 below below
English written LA 13.12 1 above above
English spoken LA 22.88 1 above above
M Lang written LA 7.65 1 above above
M Lang spoken LA 11.81 1 above above

Table 39: non-selective and selective schools in botb sectors

Table 39a: maintained and independent schools non-sective~selective

sector important not important

type n olc n olo total

maintained NS S61 71.2 227 28.8 788
S 426 74.5 146 2S.S S72
total 987 72.6 373 27.4 1,360

----------------------------------------------------------------------------
independent ~S 117 92.1 10 7.9 127

S 785 83.7 1S3 16.3 938
total 902 84.7 163 15.3 1,065

Table 396: significance of Table 39a

sector chi square df significance level
9Solc 99010

----------------------------------------------------------------------------
maintained 1.79 1 below below
independent 6.14 1 above below
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Table 40: grammar across the curriculum~school population

Table 40a: boys; girls' and co-educational scltools

question XV important not important

population n olc n ~lo total

English written HA B S3 94.6 3 S.4 S6
G 74 92.5 6 7.S 80
C 136 91.3 13 8.7 149

total 263 92.3 22 7.7 28S
----------------------------------------------------------------------------
English spoken HA B 41 77.4 12 22.6 S3

G 68 85.0 12 15.0 80
C 120 83.3 24 16.7 144
total 229 82.7 48 17.3 277

M Lang written HA B S4 96.4 2 3.6 S6
G 7S 92.6 6 7.4 81
C 133 91.1 13 8.9 146
total 262 92.6 21 7.4 283

M Lang spoken HA B 44 83.0 9 17.0 S3
G 67 82.7 14 17.3 81
C 112 79.4 29 20.6 141

total 223 81.1 S2 18.9 27S
Classics HA B SO 89.3 6 10.7 S6

G 71 89.9 8 10.1 79
C 122 85.3 21 14.7 143
total 243 87.4 3S 12.6 278

English written LA B 41 85.4 7 14.6 48
G 60 85.7 10 14.3 70
C 102 71.8 40 28.2 142

total 203 78.1 S7 21.9 260

English spoken LA B 36 75.0 12 25.0 48
G S8 82.9 12 17.1 70
C 78 56.9 S9 43.1 137

total 172 67.5 83 32.5 2SS

M Lang written LA B 37 75.5 12 24.5 49
G S2 75.4 17 24.6 69
C 73 51.8 68 48.2 141

total 162 62.5 97 37.5 259

(continued)
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question XV important not important

population n olc n oi'o total
-----------------------------------------------------------------------------
M Lang spoken LA B 34 70.8 14 29.2 48

G 44 63.8 2S 36.2 69
C S4 39.7 82 60.3 136
total 132 52.2 121 47.8 2S3

Table 40b: significance of Table 40a

category chi square df significance level
9Sc7c 99c1o

----------------------------------------------------------------------------
English written
English
M Lang
M Lang
Classics
English
English
M Lang
M Lang

spoken
written
spoken

written
spoken
written
spoken

HA .66 2 below below
HA 1.39 2 below below
HA 1.68 2 below below
HA .S2 2 below below
HA 1.19 2 below below
LA 7.13 2 above below
LA 15.72 2 above above
LA 15.34 2 above above
LA 18.89 2 above above

Table 41: methods of explanation~all teachers

Table 41a: methods of explanation by category

traditional functional notional mixture other
-----------------------------------------------------------------------------
category n oic n clo n ~lc n olc n cio total
-----------------------------------------------------------------------------
1 HA 1S6 SS.1 76 26.9 21 7.4 21 7.4 9 3.2 283

LA 47 18.9 82 32.9 96 38.6 1S 6.0 9 3.6 249

total 203 38.2 1S8 29.7 117 22.0 36 6.7 18 3.4 S32
-----------------------------------------------------------------------------
2 G 1 S2 66.7 13 16.7 8 10.2 3 3.8 2 2.6 78

G 2 84 3S.S 62 26.2 S6 23.6 22 9.3 13 S.S 237
G 3 67 30.9 83 38.2 S3 24.4 11 S.1 3 1.4 217

total 203 38.2 1S8 29.7 117 22.0 36 6.7 18 3.4 S32
-----------------------------------------------------------------------------
3 NS S6 27.6 76 37.4 S3 26.1 10 4.9 8 4.0 203

S 147 44.7 82 24.9 64 19.5 26 7.9 10 3.0 329
total 203 38.2 1S8 29.7 117 22.0 36 6.7 18 3.4 S32
-----------------------------------------------------------------------------
4 M 89 30.1 100 33.9 84 28.5 10 3.4 12 4.1 29S

I 114 48.1 S8 24.5 33 13.9 26 11.0 6 2.S 237
total 203 38.2 1S8 29.7 117 22.0 36 6.7 18 3.4 S32
-----------------------------------------------------------------------------
(continued)
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traditional functional notional mixture other
-----------------------------------------------------------------------------
category n olo n ole n olc n alc n o1e total
-----------------------------------------------------------------------------
5 B 41 40.6 30 29.7 19 18.8 S 5.0 6 S.9 101

G 71 48.3 34 23.1 19 12.9 21 14.3 2 1.4 147
C 91 32.1 94 33.1 79 27.8 10 3.S 10 3.S 284

total 203 38.2 1S8 29.7 117 22.0 36 6.7 18 3.4 S32

Table 416: significance of Table 41a

category chi square df significance level
9Solc 99010

----------------------------------------------------------------------------
1 ability 106.09 4 above above
2 language groups 46.59 8 above above
3 school type 20.71 4 above above
4 schoolsector 39.73 4 above above
S school population 41.43 8 above above

Table 42: methods of explanation~language groups

Table 42a: language groups

traditional functional notional mixture other
-----------------------------------------------------------------------------

group n oIo n olo n o!c n olo n oJc total
-----------------------------------------------------------------------------
HA 1 39 83.0 S 10.6 0 0.0 2 4.3 1 2.1 47

2 70 57.4 29 23.8 5 4.1 13 10.6 S 4.1 122
3 47 41.2 42 36.9 16 14.0 6 S.3 3 2.6 114

total 156 SS.1 76 26.9 21 7.4 21 7.4 9 3.2 283
-----------------------------------------------------------------------------
LA 1 13 42.0 8 25.8 8 25.8 1 3.2 1 3.2 31

2 14 12.2 33 28.7 51 44.3 9 7.8 8 7.0 11S
3 20 19.4 41 39.8 37 35.9 S 4.9 0 0.0 103

total 47 18.9 82 32.9 96 38.6 1S 6.0 9 3.6 249
-----------------------------------------------------------------------------
all 203 38.1 1S8 29.7 117 22.0 36 6.8 18 3.4 532

Table 42b: significance of Table 42a

question XX chi square df significance level
95o1c 99010

----------------------------------------------------------------------------
methods of explanation for HA 35.68 8 above above
methods of explanation for LA 25.11 8 above above
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Table 43: methods of explanation~school type

Table 43a: non-selective and selectiti~e scltools

traditional functional notional mixture other

type n olo n olc n ok n olo n olo total

HA NS 49 46.7 38 36.2 8 7.6 7 6.7 3 2.8 lOS
S 107 60.1 38 21.3 13 7.3 14 7.9 6 3.4 178

total 1S6 SS.1 76 26.9 21 7.4 21 7.4 9 3.2 283

LA NS 7 7.1 38 38.8 4S 45.9 3 3.1 5 S.1 98
S 40 26.5 44 29.1 S1 33.8 12 7.9 4 2.7 1S1

total 47 18.9 82 32.9 96 38.6 1S 6.0 9 3.6 249

Table 43b: significance of Table 43a

question XX chi square df significance level
9Sq 99o1c

----------------------------------------------------------------------------
methods of explanation for HA 7.77 4 below below
methods of explanation for LA 19.08 4 above above

Table 44: Methods of explanation~school sector

Table 44a: maintained and independent schools

traditional functional notional mixture other

sector n olo n oIo n olo n olo n olo total

HA M 71 45.2 S8 36.9 16 10.2 7 4.S S 3.2 157
I 8S 67.4 18 14.3 S 4.0 14 11.1 4 3.2 126

total 1S6 SS.1 76 26.9 21 7.4 21 7.4 9 3.2 283

LA M 18 13.0 42 30.4 68 49.3 3 2.2 7 S.1 138
I 29 26.1 40 36.1 28 25.2 12 10.8 2 1.8 111

total 47 18.9 82 32.9 9b 38.6 1S 6.0 9 3.6 249

Table 44b: significance of Table 44a

question XX chi square df significance level
9So1c 99010

---------------------------------------------------------------------------
methods of explanation for HA 27.45 4 above above
methods of explanation for LA 24.83 4 above above
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Table 45: methods of explanation jschool population

Table 45a: boys; girls and co-educatio~ial schools

traditional functional notional mixture other
-----------------------------------------------------------------------------
population n olc n olc n oíc n oJc n olo total
-----------------------------------------------------------------------------
HA B 31 56.4 1S 27.3 3 S.S 2 3.6 4 7.2 SS

G S1 63.7 12 15.0 4 S.0 12 15.0 1 1.3 80
C 74 50.0 49 33.1 14 9.S 7 4.7 4 2.7 148

total 1S6 SS.1 76 26.9 21 7.4 21 7.4 9 3.2 283
------------------------------------------------------------------------
LA B 10 21.7 1S 32.6 16 34.8 3 6.S 2 4.4 46

G 20 29.9 22 32.8 1S 22.4 9 13.4 1 1.S 67
C 17 12.5 4S 33.1 6S 47.8 3 2.2 6 4.4 136

total 47 18.9 82 32.9 96 38.6 1S 6.0 9 3.6 249

Table 45b: significance of Table 45a

question XX chi square df significance level
9Solo 99~Ic

----------------------------------------------------------------------------
methods of explanation for HA 22.53 8 above above
methods of explanation for LA 25.60 8 above above

Table 46: language awareness~all teachers

awareness ability opinion n o10
-----------------------------------------------------------------------------
structure HA very important 60 20.9

important 12S 43.6
not really important 73 25.4
unimportant 29 10.1

total 287 100.0

LA very important 11 4.3
important S7 22.1
not really important IOS 40.7
unimportant 8S 32.9
total 2S8 100.0

all pupils very important 71 13.0
important 182 33.4
not really important 178 32.7
unimportant 114 20.9

total S4S 100.0
----------------------------------------------------------------------------
(continued)
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awareness ability opinion n ~lo
-----------------------------------------------------------------------------
vocabulary HA very important 91 31.5

important 1S2 52.6
not really important 42 14.5
unimportant 4 1.4

total 289 100.0

very important 33 12.7
important 90 34.8
not really important 99 38.2
unímportant 37 14.3
total 2S9 100.0

all pupils very important 124 22.6
important 242 44.2
not really important 141 25.7
unimportant 41 7.S

total S48 100.0

Table 47: awareness of language structure

Table 47a: all teachers by category

category important notimportant total
n clo n c1o n-100~ic

----------------------------------------------------------------------------
1 higher ability 18S 64.5 102 3S.S 387lower ability 68 26.4 190 73.6 2S8

total 2S3 46.4 292 53.6 S4S

2 language group 1 61 71.8 24 28.2 8Slanguage group 2 13S S6.S 104 43.5 239language group 3 S7 25.8 164 74.2 221
total 2S3 46.4 292 53.6 S4S

3 non-selective 7S 36.6 130 63.4 20S
selective 178 52.4 162 47.6 340
total 2S3 46.4 292 53.6 S4S

4 maintained 120 39.3 18S 60.7 305independent 133 55.4 107 44.6 240
total 2S3 46.4 292 53.6 S4S

S boys 48 46? S6 53.8 104
girls 92 59.-3 63 40.6 1SS
co-educational 113 39.5 173 60.5 286
total 2S3 46.-1 292 53.6 S4S
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Table 47b : sig~iificance of Table 47a

category chi square df signíficance level
9Sclc 99o1c

----------------------------------------------------------------------------
1 ability 79.31 1 above above
2 language groups 69.50 2 above above
3 schooltype 12.78 1 above above
4 schoolsector 13.95 1 above above
5 school population 15.92 2 above above

Table 48: awareness of vocabulary

Table 48a: all teachers by category

category important notimportant total
n qc. n olo n-10001'0

----------------------------------------------------------------------------
1 higher ability 243 84.1 46 15.9 289

lower ability 123 47.5 136 S2.S 2S9

total 366 66.8 182 33.2 548

2 language group 1 78 91.8 7 8.2 85
language group 2 169 69.8 73 30.2 242
language group 3 119 53.8 102 46.2 221
total 366 66.8 182 33.2 S48

3 non-selective 12S 61.0 80 39.0 20S
selective 241 70.3 102 29.7 343

total 366 66.8 182 33.2 548

4 maintained 187 61.1 119 38.9 306
independent 179 74.0 63 26.0 242

total 366 66.8 182 33.2 548

S boys 71 67.6 34 32.4 105
girls 121 77.6 35 22.4 1S6
co-educational 174 60.6 113 39.4 287

total 366 66.8 182 33.2 S48

Table 486 : significance of Table 48a

category chi square df significance level
95o1c 99aJo

----------------------------------------------------------------------------
1 ability 82.45 1 above above
2 language groups 41.61 2 above above
3 school type 4.99 1 below below
4 schoolsector 10.07 1 above above

S school population 13.11 2 above above
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Table 49: language awareness~language groups

Table 49a: language groups

awareness important not important

group n ~io n olo total

structure HA 1 43 86.0 7 14.0 SO
2 97 80.2 24 19.8 121
3 45 38.8 71 61.2 116

total 185 64.5 102 3S.S 287

LA 1 18 51.4 17 48.6 SO
2 38 32.2 80 67.8 118
3 12 11.4 93 88.6 lOS

total 68 26.4 190 73.6 2S8

vocabulary HA 1 50 100.0 0 0.0 SO
2 106 86.2 17 13.8 123
3 87 75.0 29 25.0 289

total 243 84.1 46 15.9 289

LA 1 28 80.0 7 20.0 35
2 63 52.9 S6 47.1 119
3 32 30.5 73 69.5 105

total 123 47.5 136 52.5 259

Table 496: significance of Table 49a

category chi square df significance level
95o1c 99010

----------------------------------------------------------------------------
language structure for HA S6.S1 2 above above
language structure for LA 25.47 2 above abobe
vocabulary for HA 17.02 2 above above
vocabulary for LA 28.44 2 above above
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Table 50: language awareness~degree of importance

Table SOa: language groups (G)

awareness very not
important important important

G n olc n olo n 9'c total

structure HA 1 21 42.0 22 44.0 7 14.0 SO
2 36 29.8 61 50.4 24 19.8 121
3 3 2.6 42 36.2 71 61.2 116

total 60 20.9 12S 43.6 102 35.5 287

LA 1 3 8.6 1S 42.9 17 48.5 3S
2 8 6.8 30 25.4 80 67.8 118
3 0 0.0 12 11.4 93 88.6 lOS

total 11 4.3 S7 22.1 190 73.6 2S8

vocabulary HA 1 33 66.0 17 34.0 0 0.0 SO
2 42 34.2 64 52.0 17 13.8 123
3 16 13.8 71 61.2 29 25.0 116

total 91 31.5 1S2 52.6 46 15.9 289

LA 1 12 34.3 16 45.7 7 20.0 3S
2 1S 12.6 48 40.3 Sb 47.1 119
3 6 S.7 26 24.8 73 69.5 105

total 33 12.7 90 34.8 136 52.5 2S9

Table 506: significance of Table SOa

category chi square df significance level
9S~lc 99010

----------------------------------------------------------------------------
language structure for HA 72.97 4 above above
language structurefor LA 27.29 4 above above
vocabulary for HA 49.96 4 above above
vocabularyfor LA 35.62 4 above above
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Table 51: language awareness~school type

Table Sla: non-selective and selectit~e schools

awareness important not important

type n oic n ~o total
-----------------------------------------------------------------------------
structure HA 1S S7 54.8 47 45.2 104

S 128 69.9 SS 30.1 183

total 185 b4.S 102 35.5 287

LA ~ S 18 17.8 83 82.2 101
S SO 31.8 107 68.2 IS7
total 68 26.4 190 73.6 2S8

-----------------------------------------------------------------------------
vocabulary HA ~S 86 82.7 18 17.3 104

S 1S7 84.9 28 15.1 I8S
total 243 84.1 46 15.9 289

LA 1S 39 38.6 62 61.4 101
S 84 53.2 74 46.8 1S8

total 123 47.5 136 S2.S 2S9

Table Slb: significaitce of Table Sla

category chi square df signifícance level
9Soi"c 99o1c

----------------------------------------------------------------------------
structure for higher ability 6.63 1 above above
structure for lower ability 6.23 1 above below
vocabulary for higher ability .23 1 below below
vocabulary for lower ability 5.23 1 above below

Table 52: language awareness~school sector

Table 52a: maintained and independei:t scl~ools

awareness important not important

sector n o1o n olc total
-----------------------------------------------------------------------------
structure HA yf 94 58.8 66 41.2 160

I 91 71.7 36 28.3 127

total 18S 64.5 102 3S.S 287

LA Vt 26 17.9 119 82.1 14S
I 42 37? 71 62.8 113

total 68 26.4 190 73.6 2S8
-----------------------------------------------------------------------------
(continued)
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awareness important not important

sector n ~c n ~li total
-----------------------------------------------------------------------------
vocabulary HA 4I 131 81.4 30 18.6 161

I 112 87.5 16 12.5 128
total 243 84.1 46 15.9 289

LA LI S6 38.6 89 61.4 14S
I 67 58.8 47 41.2 114

total 123 47.5 136 S2.S 2S9

Table 52b: significance of Table Sla

category chi square df significance level
9Sck 99c1o

----------------------------------------------------------------------------
structure for higher ability S.1S 1 above below
structure for lower ability 12.11 1 above below
vocabulary for higher ability 2.00 1 below below
vocabulary for lower ability 10.39 1 above above

Table 53: language awareness~school po,~ulatioa

Table 53a: boys; girls' and co-educational schools

awareness important not important

population n clc n clc total
-----------------------------------------------------------------------------
structure HA B 38 66.7 19 33.3 S7

G 61 73.5 22 26.5 83
C 86 SS.S 61 41.5 147

total 18S 64.5 102 3S.S 287

LA B 10 21.3 37 78.7 47

G 31 43.1 41 56.9 72
C 27 19.4 112 80.6 136

total 68 26.4 190 73.6 2S8
----------------------------------------------------------------------------
vocabulary HA B 46 80.7 11 19.3 S7

G 78 92.9 6 7.1 84
C 119 80.4 29 19.6 148

total 243 84.1 46 15.9 289

LA B 2S 52.1 23 47.9 48
G 43 59.7 29 40.3 72
C SS 39.6 84 60.4 139

total 123 47.5 136 S2.S 2S9
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Table 53b: significance of Table 53a

category chi square df significance level
9Srlo 99010

----------------------------------------------------------------------------
structure for higher ability 5.35 2 below below
structure for lower ability 14.41 2 above above
vocabulary for higher ability 6.81 2 above below
vocabulary for lower ability 8.22 2 above below

Table 54: co-ordinated grammar teaching~all teachers

Table 54a: language groups

EngtMod LangtClassics Engt~tod Lang one lang
-----------------------------------------------------------------------------
group n olo n o1o n olo total
-----------------------------------------------------------------------------
1 44 86.3 3 S.9 4 7.8 51
2 SS 44.0 47 37.6 23 18.4 125
3 S9 49.6 30 25.2 30 25.2 119
totat 1S8 53.6 80 27.1 57 19.3 29S

Table 546: significance of Table 54a

question XIX chi square df significance level
95oIo 99oIo

----------------------------------------------------------------------------
co-ordination 32.OS 4 above above

Table 55: co-ordinated grammar teaching~school types

Table SSa: non-selective and selectit~e schools

EngfMod LangfClassics EngfMod Lang one lang
-----------------------------------------------------------------------------
type n qo n oJo n olo total
-----------------------------------------------------------------------------
NS 4S 41.7 41 37.9 22 20.4 108
S 113 60.4 39 20.9 3S 18.7 187
total 1S8 53.6 80 27.1 57 19.3 29S

Table SSb: significance of Table SSa

question XIX chi square df significance level
9SoJo 99010

----------------------------------------------------------------------------co-ordination 11.98 2 above above
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Table 56: co-ordinated grammar teaching~school sectors

Table 56a: maintained and independent schools

Engtldod LangtClassics Engf~tod Lang one lang
-----------------------------------------------------------------------------
type n Clc n olc n olo total
-----------------------------------------------------------------------------
tit 77 46.1 S2 31.1 38 22.8 167
I 81 63.3 28 21.9 19 14.8 128

total 1S8 53.6 80 27.1 S7 19.3 29S

Table 56b: significance of Table 56a

question XIX chi square df significance level
9Solo 99010

----------------------------------------------------------------------------
co-ordination 8.63 2 above below

Table 57: co-ordinated grammar teaching~school population

Table 57a: boys ; girls' and co-educational schools

EngtMod LangfClassics Engt~tod Lang one lang
-----------------------------------------------------------------------------
population n olo n olo n olo total
-----------------------------------------------------------------------------
B 36 62.1 10 17.2 12 20.7 S8
G S4 63.6 20 23.5 11 12.9 8S
C 68 44.7 SO 32.9 34 22.4 1S2
total 1S8 53.6 80 27.1 S7 19.3 29S

Table 57b: significance of Table 57a

question XIX chi square df significance level
9Solc 99o1c

----------------------------------------------------------------------------
co-ordination 11.51 4 above above
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APPENDIX II QUESTIONNAIRES

ADMINISTRATIVE QUESTIONNAIRE

Section A : General

Name of school: ,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,

Address: ...................................

Telephone: ...................................

Number of pupils: ...................................

Type of school: ..................................

Age range: ..................................

Sex (boys, girls, mixed): ..................................

Number of teachers full time : ..................................

Number of teachers part time : ..................................

Section B: Structure of Departments

languages non-exam CSE O level A level Dept Head
offered only initials

Latin
Greek
English
French
German
Spanish
Italian
Russian

(please tick column)
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Section C : Number of pupils

Please complete the columns for each year group, and delete either

C (compulsory) or O (optional)

I(llf) II (12~) III (13t) IV (14f) V(15t)
----------------------------------------------------------------
Latin .....CO .....CO .....CO .....CO .....CO

Greek .....CO .....CO .....CO .....CO .....CO
English .....CO .....CO .....CO .....CO .....CO
Freach .....CO .....CO .....CO .....CO .....CO
German .....CO .....CO .....CO .....CO .....CO
Spanish .....CO .....CO .....CO .....CO .....CO
Italian .....CO .....CO .....CO .....CO .....CO
Russian .....CO .....CO .....CO .....CO .....CO

Section D: Time spent per Ianguage, specified in minutes per week

I(llt) II (12t) III (13}) IV (14t) V(15}
---------------------------------------------------------------
Latin
Greek
English
French
German
Spanish
Italian
Russian
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SURVEY QUESTIONNAIRE

To all teachers of English, Modern Languages and Classicsl

Please write the appropriate letter in the box on the right hand
side of [he question and, where applicable, write your answer on
the dotted line. If you wish, please expand your answer on the last
page.

I Qualification(s) A Ph.D (box 1)
B M.Phil~Litt (box 2)
C M.A. (box 3)
D B.A. (box 4)
E P.G.C.E.
F Other

If F, please specify

II Year degree was awarded

III University

IV Course subject(s)

V Are you A male (box 5)
B female (box 6)

VI Is your present appoin[ment A full time (box 6)
B part time

VII Do you teach at present A higher ability (box 7)
B mixed ability (box 8)
C lower abilities (box 9)

VIII If you have a post of special responsibility are you
A Principal (box 10)
B Deputy Head (box 11)
C Head of Dept (box 12)
D Head of Subject (box 13)

1 A personal letter and an explanation of the objectives of
the survey were attached to the questionnaire.
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If C, which Department
If D, which Subject
If E, please specify

E other

IX Which language(s) do you teach at present
A Latin (box 14)
B Greek (box 15)
C English (box 16)
D French (box 17)
E German
F Spanish
G Italian
H Russian
I other

If I, please specify

X Do you teach subjects other than languages
A yes
B no

If A, please specify

(box 18)

XI Whích topic(s) has~have your main interest (not necessarily
related to teaching)

If E, please specify

A Literature (box 19)
B Philology (box 20)
C Language structure

(box 21)
D Semantics (box 22)
E other (box 23)

XII Which topic(s) would you consider most relevant for
in-service opportunities

A recent trends in your
subject (box 24)

B methodology (box 25)
C external examination

requirements (box 26)
D motivation (box 27)
E discipline (box 28)
F other (box 29)

If F, please specify
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XIII Are you interested in Linguistics
A yes
B noi familiar

with the subject
C no

(box 30)

XIV Have you been involved in any course in Linguistics
A yes (box 31)
B no

XV Do you think that understanding~knowledge of the
grammatical structure of English is important for
improvement of pupils'

for higJter ability
command of the English language

written
spoken

learning of Modern Languages

(box 32)
(box 33)

written (box 34)
spoken (box 35)

learning of Classical Languages (box 36)

for lower ability
command of the English language

written (box 37)
spoken (box 38)

learning of Modern Languages
written (box 39)
spoken (box 40)

A very important
B important
C not really important
D unimportant
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XVI Do you consider reference to the vocabulary of other
languages in your lessons

A very impor[ant
B important
C not really impor[an[
D unimportant

for HA (box 41)
for LA (box 42)

XVII Do you consider reference to the structure of other
languages in your lessons

A very important
B important
C not really important
D unimportant

for HA (box 43)
for LA (box 44)

XVIII Do you discuss at your school the various methodologies
and materials with teachers in other language Departments

A yes
B sometimes
C no

(box 45)

XIX If you think that teachers should co-ordinate their views
on points of grammar, should this be

A co-ordination between English, Modern
Languages and Classics

B co-ordination between English and
Modern Languages

C co-ordination between English and Classics

D co-ordination between teachers of the same
subject only

(box 46)



467

XX Which presentation do you consider as most suitable for
explanation of language structure:

A [raditional approach:
explanation of sentence structure and the
relationship between words and word groups

B functional approach:
explanation of the relationship between the
function of a word or phrase and the larger
linguis[ic context in which it occurs

C notional approach:
explanation of notions based on meaning rather
than on form

D other

for HA (box 47)
for LA (box 48)

If D, please specify

XXI Do you find your appointment as teacher at present
A very satisfactory
B satisfactory
C not really satisfactory
D unsatisfactory

(box 49)

XXII Do you feel that in addition to the more general problems
in the teaching profession (e.g. mixed ability, motivation,
behaviour), problems in teaching languages are

A different from the teaching of non-language
subjects

B have limited applicability to the teaching of
non-language subjects

C are similar to the teaching of non-language
subjects

(box 50)



468

Language books: English, Modern Languages and Classics

It would be very much appreciated if you could give your careful
attention to this section. Please refer to the aim of the survey
enclosed (point 3).

Please state which courses~ Please tick with which year
textbooks you use with year groups the books are used and
groups llt to 16}; add "HA" when used with
title, author(s), publisher and higher ability only
year of publication llt 12f 13t 14t 15f 16t

---------------------------------------------------------------------------
---------------------------------------------------------------------------
---------------------------------------------------------------------------
---------------------------------------------------------------------------
---------------------------------------------------------------------------
---------------------------------------------------------------------------

If you use additional material, please specify of which kind

---------------------------------------------------------------------------
---------------------------------------------------------------------------

Additional comments:

THANK YOU VERY MUCH FOR YOUR CO-OPERATION
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APPENDIX III RESOURCES

Table 1: general results

lumber of titles, as listed on the questionnaires, by language and year
group.

language llt 12t 13t 14t 1St total
n n n n n n

----------------------------------------------------------------------------
English 218 203 373 239 204 1,237
French 119 170 82 27S 289 93S
German 1 16 38 47 4S 147
Spanish 0 4 S 13 13 3S
Italian 0 0 2 4 11 17
Latin 21 29 30 66 4S 191
Greek 1 14 28 8 8 S9
total 360 436 SS8 6S2 61S 2,621

Table 2 : frequencies

language year group total scorel
lst 2nd 3rd

English

French

German

Spanish

(continued)

llt 218 34 18 13
12t 203 27 19 14
13t 373 28 2S 14
14t 239 23 11 10
1St 204 16 12 10
llt 119 30 14 13
12t 170 29 14 11
13t 82 24 19 8
14t 27S 17 16 1S
1St 289 23 22 17
llt 1 1
12t 16 S 4 3
13t 38 6 3 2
14t 47 6 S 4
1St 4S 8 7 3

llt 0 0
12t 4 2
13t S 2
14t 13 2
1St 13 2

1 The score columns (lst, 2nd and 3rd) give the three highest scores
for one title.
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language yeaz group total score2
lst 2nd 3rd

----------------------------------------------------------------------------
Italian

Latin

Greek

llt 0 0
12t 0 0
13f 2 1
14t 4 2
1Sf 11 2
llf 21 8 2
12t 29 9 8 6
13t 30 11 10 3
14t 66 9 8 S
1Sf 4S S 4 3
llf 1 1
12~ 14 9 8 6
13t 28 8 4 3
14t 8 6
1St 8 3

Table 3: categorization of titles

lumber of different titles after categorization, by language and year group:

language llt 12f 13f 14t 1St total
n n n n n n

----------------------------------------------------------------------------
English 69 7S 136 91 74 44S
French 27 60 23 81 76 267
German 1 7 16 2S 23 72
Spanish 0 3 4 12 11 30
Italian 0 0 2 3 8 13
Latin 6 6 7 27 20 66
Greek 1 3 11 3 4 22
total 104 1S4 199 242 216 91S

2 The last column gives the three highest scores of the same title.
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Table 4 : INVENTORY

The textbooks used in the 40 survey schools (215 titles) are
arranged in alphabetical order by language.
Titles with (6) are discussed in Chapter 6 as acclaimed courses;
titles with (7) are the textbooks used in the six survey schools
discussed in Chapter 7.

TITLE AUTHOR(S) PUBLISHERS3

ENGLISH

A BASIC COURSE IN EtiGLISH(7) WRIGHT

ACTION IN EIGLISH

A FIVE YEAR ENGLISH COURSE

ALPHA TO O:~tEGA

A,~1 ENGLISH GRA.~t4fAR OF
FUtiCTION

NEW COMPREHEtiSIVE E?VGLISH
COU RSE

NEW ENGLISH COURSE (6)

AN I?v"I'RODUCTION TO CSE
MULTIPLE CHOICE ENGLISH

ASPECTS OF ENGLISH

BASIC SKILLS YOU NEED

CHECKPOI`TS

CLEAR EtiGLISH (7)

CLEAR PUtiCTL'ATI01

ROBItiSON á

1ISBET

CUNNINGHAVI NELSON

BLACK 8c WOOD BLACKIE

HOR`SBY 8 SHEAR HEItiEMANN

ALLE` 8e y1ASON OUP

K~ I GHT ULP

JONES HEItiEMANN

FISHER ARtiOLD

HIGGEtiS CASSELL

DOBItiSON NELSON

CHATFIELD 8z BELL 8z
RUSSELL HYMAN

FINLAYSON ~ SMITH :~ELSOti

SLfITH UTP

3 Amalgamation of publishers since 1981: WHEATON (Exeter)
and E.J. ARNOLD (Leeds) are now ARtiOLD-WHEATON; OLIVER 8c
BUYD (Edinburgh) share publishing activities with LONGMA.V
GROUP LTD ( Sussex); UNIVERSITY OF LOtiDON PRESS is now
HODDER ~ STOUGHTON ( Sevenoaks); EVA-tiS BROTHERS LTD
(London) joined BELL 8~ HY!~fA.N ( London) and PERGAIVION PRESS
(Oxford) distribution has been taken over by E.J. ARVOLD (Leeds).
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TITLE AUT'HOR(S) PUBLISHERS

COLLECT YOUR OW1 WORDS

COMPREHE`SIO`, INTERPRE-
TATION AND CRITICIStif

AGAR CASSELL

HALSON LOtiGVIA~

CROSSROADS

CSE ENGLISH PRACTICE

DIRECTI0IS

DISCOVERItiG E~GLISH

ENGLISH CRAFT

ENGLISH EXPLAItiED

EtiGLISH FOR GE?~ERAL
CERTIFICATE

E~GLISH FOR LIVIIG

EIGLISH FOR SECOtiDARY
SCHOOLS (7)

E:VGLISH Iti SCHOOLS

ENGLISH MATTERS

ENGLISH VOW

ENGLISH THROL'GH EXPERIEtiCE

ENGLISH TODAY (7)

ENGLISH WORKBOOK

ENJOY READIIG

EVERY DAY GRA.1d:~fAR (~)

EXPLORE AND EXPRESS

FIRST CERTIFICATE E?SGLISH

FORTY LESS0~1S A.ND EXERCISES
IN GRA.~I~tAR ,A-ND LA.1'GUAGE

~1ADGWICK ~
~1cCL;KKA ARtiOLD

PEIDLEBL RY L'LP

COOPER OLIVER ~
BOYD

S~IYTH ARNOLD

SMITH ~ MA.~N UTP

BARIES SCHOFIELD Bz
SI~I~IS

LA.i~IB !~fACyIILLAN

ROWE :~iACMILLA:ti

THOti1AS BLACKWELL

O'~tALLEY ~
THOMPSO~ HEI~tEMA.VN

UNCLES COLLI`S

RIDOL'T GINN

ROWE 8t EMNENS HART DAVIS

RIDOUT GI;vN

BODGEY UTP

ROGERSOti ~ S~IITH CHA.yIBERS

AGAR CASSELL

ADAMS MACMILLA.V

FO WLER NELSO V

HOUSE~fA.1 8c
BENTLEY Hi; LTON
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TITLE AUTHOR(S) PL'BLISHERS

FURTHER ENGLISH PRACTICE

GENERAL CERTIFICATE
COL'RSE (7)

HOW TO SPELL (7)

IDEAS

I FIND OUT

IMPACT

LANGUAGE AND CO!~f:~1UNICATION

MAINSTREA~I ENGLISH (7)

~fASTERY OF ENGLISH (7)

MAY WE RECOMMEND

MULTIPLE CHOICE ENGLISH

MULTIPLE CHOICE QUESTIONS
FOR CSE

MULTIPLE CHOICE TESTS IN
ENGLISH LANGUAGE

NELSON SPELLING BOOK

JENKINS á SUti1ti1ERS ARVOLD

HEWSON ML'RRAY

LAWLEY 8c LAWLEY UTP

RAMSBOTTOM MACMILLAN

CARTER CASSELL

POOLE ~ SHEPHERD HEINE1~fANN

FORSYTH 8c WOOD LONGMAN

YGLESIAS 8z
SNELLGROVE LONGMAN

YGLESIAS 8c
NEWNHA.~I LONGMAN

BALL LON GMAN

BOLT HARRAP

FISHER ARNOLD

BLACK 8c FINN !vIURRAY

BALLANCE 8z
BALLANCE NELSON

NEW ENGLISH FIRST, SECOND,
THIRD, FOURTH

NEW ENGLISH

NEW SYLLABUS TESTS IN
ENGLISH LANGUAGE

OBJECTIVE TESTS IN ENGLISH
LANGUAGE CSE

O LEVEL TESTS IN ENGLISH
L,AI~i GUAGE

ON YOUR OWN

JONES HEI:`TEMANN

DURBAND HUTCHINSON

S:~IITH METHUEN

ROWE 8z BANKS ULP

SMITH METHUEN

TATE ARVOLD
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TITLE ALrI'HOR(S) PL;BLISHERS
-----------------------------------------------------------------------------

OPEN EtiGLISH

OPENINGS IN ENGLISH

ORDIKARY LEVEL EXG.LA.~G.
TEST PAPERS

~IcSWEE~EY 8t
DEBES LO`GMA.v

RIDOUT 8t
YGLESIAS Hi:TCHI:~'SON

FI1` VIL: RRAY

OXFORD EXGLISH SOURCE BOOKS

OXFORD SECONDARY EtiGLISH

PEOPLE A!VD WORK

PEOPLE PLACES A.tiD THIIGS

PICTORIAL A.1~D PRACTICAL
ENGLISH

PLEASURE I1 ENGLISH (7)

POSITIVE EtiGLISH

PRACTICAL EtiGLISH FOR
O LEVEL

PRACTICE IN E~GLISH FOR
16f EXA.bfS (7)

PL'NCTUATION

READ ALL ABOLT IT

READI~iG TO SO!~IE PL:RPOSE

REFLECTIO~S

SECOXDARY CERTIFICATE
EtiGLISH

SEtiIOR LA.~GUAGE

SE~SE FEELI~GS A.`D THOUGHTS

:b1ARTI1 OL'P

SEELY OUP

ISi'FFIELD HEItiEyfA:ti:V

FREER CU P

TREVASKIS 8c BELL 8c
PRI`GLE HYLfAN

YGLESIAS 8t
HUGHES LOX'G:~fA.ti

ROW E MACMILLA.V

LAWRE~CE Sc LL;CAS BLACKIE

FI`X MURRAY

LEDGARD

RIDGWAY

CASSELL

AR.10LD

FLOWERDEW 8r OLIVER 8c
RIDOUT BOYD

CLE~IEITS 8c DIX01
8c STRATTA

MORELL

OUP

tiELSOX

SADLER 8 HAYLLAR
8z POWELL titACtifILLA.IT

LIOSBY ~ THOR.IES OUP

SIGIPOSTS TO E`GLISH BUCHA.~A` 8 XORTOX ARti'OLD
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TITLE AUTHOR(S) PUBLISHERS
-----------------------------------------------------------------------------
SOUtiD SE1SE

SPELLBOL'1D

TAtiSLEY ARti OLD

POWELL 8c HAYLLAR
~ SADLER MAC~tILLA.N

STANDARD EtiGLISH

STUDY ENGLISH

THE ART OF E'.VGLISH (7)

THE ART OF EtiGLISH (6)

THE E:VGLISH PROJECT

THEMES

THINK TALK A.VD WRITE

THROUGH SPEECH TO WRITING

U~TDERSTA.I~DING A~1D
ENJOYMENT

WEB OF LA:~iGUAGE

WHAT'S THIS ALL ABOL'T

WORDSCAPES A:`'D
THOUGHTSHAPES

WORD PERFECT

WRITING AND RESPONDItiG

YOUNG IMPACT

FRENCH
ACTIO~I

ACTUALITES FRA.`trAISES

ADVANCED FRE?~rCH COURSE

BRADBURY ULP

YGLESIAS 8z HAGGER LONGI4AN

tiEWSOti SCHOFIELD 8z
Sltit!~íS

M.4íVSFIELD SCHOFIELD 8i
SIMMS

WARD LOCK WARD LOCK

HUNNISET ARiVOLD

GILES 8c GILES LOtiGMAN

GLASSEY METHUEN

4fARTI:V OL: P

PEti:~1A.ti 8c WOLF OUP

RIDG W AY ARNOLD

MAYBURY OL'P

RIDOUT GItiti

WOODHEAD 8z MILLER
8z O'SHEA OUP

POOLE K SHEPHERD HEINEI~IA~~

BUCKBY NELSO~

NOTT 8z TRICKEY HODDER 8c
STOUGHTOti

WHIT!~fARSH á JL:KES LOtiGti1A.ti

A LA PAGE GRAYSON GINN
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TITLE AL~I'HOR(S) PUBLISHERS
----------------------------------------------------------------------------

A tiEW APPROACH

A PANAME

A REVISIO~ COURSE Iti
FREISCH GRA~tiI~IAR

AU CHOIX

AVANCOI~S (7)

A VOTRE AVIS (7)

A VOL'S DE CHOISIR

CARNAVAL, FREtiCH FOR CSE

CERTIFICATE FRE?~CH

C'EST SYMPA (7)

CHOISISSONS BIEti

CHOUETTE

CLOSE-L'P FRA.~CE

COM:b1UNICATIOtiS

COMPLETE FRENCH COURSE

COURS ILLUSTRES (7)

DO`ALD HUTCHI~SON

SPRAKE 8z LILLO ARtiOLDS

(VIDEO COURSE) ~IACMILLAN

BISSHOP 8c LUtiEL MAC~IILLA~~

LOVE14Ati ~1ELSOV

~1UFFIELD ARNOLD

HOL"LDSWORTH HODDER 8z
STOL'GHTO`

GRIFFITHS HARRAP

PRYCE HARRAP

SPRAKE

MACKERETH 8z
DERHAM

ILEA

CRITTEtiDEti á
:~IOINE

SPRAKE

WHITMARSH

GILBERT

DE JOUR E~ JOUR (7)

DESTINATIOti' FRA.tiCE

ECLAIR (7)

ECRIS-MOI BIENTOT

EN AVA.VT (7)

EN AVA.VT LES JEUNES

EtiSEMBLE FREXCH FOR
BEGINNERS

OUP

HARRAP

ARtiOLD

MGP

OUP

LONGMAN

HODDER 8e
STOUGHTON

REDSTOtiE CASSELL

ELLIS 8c PEARCE HARRAP

LOWLING MGP

RICHARDSOX 8z LORD ARVOLD

~i;FFIELD ARNOLD

SPIEGELEER THORtiES

ROSS BBC
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TITLE AUTHOR(S) PL"BLISHERS
-----------------------------------------------------------------------------
EXA-titItiATIOti FRENCH WHITMARSH LO`G11A.~

FAITES VOTRE CHOIX

FIRST FREtiCH BOOK (SECOtiD,
THIRD, FOURTH)

FRENCH FOR BEGINIERS

FRE~CH FOR CERTIFICATE
SECONDARY EDUCATION

FRENCH FOR CSE (7)

FRENCH FOR TODAY

FRENCH FOR YOU

FRENCH ORAL EXA.~fI:VATIO`

FRENCH REVISIO` AND
PRACTICE

FRENCH SIGN LAtiGUAGE (7)

GETTING TO KNOW THE
PERFECT AND IMPERFECT (7)

GET TO KNOW FRANCE

GRADED TESTS IN FRENCH

LA LANGUE DES FRAN(:AIS

LE BON CHEMIN

LE FRANCAIS D'AUJOL'RD'HUI
(6)

LE FRANtrAIS PAR I~fAGE (7)

L'EMBARRAS DU CHOIX

LET'S SPEAK FRE`CH

HANCOCK ~ O'LEARY
8c SVIITH

WHIT:~IARSH

1~fARSHALL d.
~IORRISON

LA.`HA~f

HARRAP
LOtiGVIA-~

BOWERS 8z
BARBARI

HARRAP
WHIT~IORE BELL 8z

HYMA.1

DOWIES 8z HODDERBz
GRIFFITH STOUGHTOti

ASHER 8c WEBB HUTCHINSON

ALLAN MACMILLAN

CHRISTIE OUP

ELLIS 8t PEARCE HARRAP

~10UNTJOY ARNOLD

MACDONALD HEINEMANN

LTC YORK NELSON

WATSO:~ HARRAp

LOVEMAti NELS0~1

DOW;~iES 8z GRIFFITH HODDER ~
STOUGHTON

GILBERT HODDER 8c
STOUGHTON

RICE 8z PACKHA,Li HODDER 8c
8 DYSOti STOL'GHTON

SYtit01'DS OUP
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TITLE AUTHOR(S) PUBLISHERS

LONGMAN AUDIO-VISUAL FREICH
(6)

MOORE 8c A.~TROBUS
8c PUGH

LIDDLE

LONGMAN

~IAC!bIILL.AN~tICHEL ET FRANtrOISE (7)

MODERti CERTIFICATE
FRENCH (7)

MODERN 1~IETHOD FRENCH
COURSE

MORE RAPID FRENCH

~10T POUR MOT

MULTIPLE CHOICE FREICH

NEW SIMPLER FRENCH
COURSE (7)

OMLAC FRENCH

ORDINARY LEVEL YEAR
IN FRENCH

REVISIO~ FRE`CH

SI!~1PLE FRENCH COURSE

TOU'I' COMPRIS

TRICOLORE (7)

UNDERSTANDIIG FRENCH

UN DEUX TROIS (7)

U1E QUESTION DE CHOIX

GERMAN

ALLESGUTE

A SIMPLE GERI~IAN HA`DBOOK

WHIT.LIARSH LONGMAN

CRALIPTO~ 8c
LOVE~IAN NELSON

WHITMARSH LONG!~IAN

A.~ISTRONG HARRAP

VAR?`AVA BLACKIE

WHIT~IARSH LONGMAN

OXFORD ~IL

TOL: LMAN

HODDER 8t
STOUGHTON

UTP

HAWKI`S Sc HOWSON OLIVER 8c
BOYD

LOVEMAN NELSON

ROWLIISON OUP

HON10R ~ HOLT ARNOLD
8c TAYLOR

COULTHARD HL"I'CHINSON

GIROD 8c HOL~IBERG EUROPEAN
8z KLUM SCHOOLBOOKS

LEECH HEINEMA.~iN

HARRIS ARNOLD

!yIANN ARNOLD
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TITLE AUTHOR(S) PL"BLISHERS

COMPLETE GER~fA.1 COL'RSE (7)

DEUTSCHER SPRACHKURS (6)

DEUTSCHESLEBE~i

DEUTSCH FL;R JUNGE
LEL'TE (7)

FRISCH BEGOtiNE'V

GERADE AUS

GER~fA.~t FOR THE FIFTH FORti1

ICH KANti'S

IMMER WEITER

LONGMAN AUDIO-LINGUAL
GERMAN

RUSSO~

SHOTTER

~fACPHERSON ~
JOtiES

SCHAPERS

BBC (tapes only)

HARRIS

PRITCHARD

STEVE~SO`

HARRI S

WIGHTWICK
Bz STRi;BELT

L0~1G4IA.`

HEItiE:bIAti

GIti1V

EUROPEA~
SCHOOLBOOKS

BBC

ARtiOLD

BELL Sc
HYMA.~1

BELL 8c
HYMA.1'

AR1'OLD

L01G1-fAN

MACH ?~íIT (6)

PRACTICE IN GERMAN
FOR CSE

SLLIPLER GER~tA.ti COURSE
FOR FIRST EXA.~IItiATIONS

SPRICH MAL DEL'TSCH

VORWÁRTS (7)

VORWr~RTS KURZFASSUNG

WIR LERVEN DEUTSCH

BAKER fi EVERSO~
~ COGGLE

COCKBURti

RUSSO` 8z
RUSSOv

ROW LINSON

NLiFFIELD

:~1UFFIELD

PAXTONBcBRAKE

tiELS01

HARRAP

LO`G!1-fA.V

OUP

ARNOLD

ARNOLD

HODDER 8c
STOL'GHTOti

SPANISH

ADELANTE (6)
(incl. CALATRAVA)

titiFFIELD~
SCHOOLS COL'1CIL

MAC 1~f ILLA.~1
ARtiOLD

?uti ESSEtiTIAL COURSE IN RA.~ISDE~i HARRAP
MODERN SPA.VISH
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TITLE At;THOR(S) PUBLISHERS

BEGINNERS SPANISH

COMPRENDER PARA ESCRIBIR

CUENTALO

CUEtiTECITOS

DIG,A.~fE

PITTARO ~ GREEN HARRAP

BLASCO HARRAP

CHA.~IBERS HARRAP

WILKENS 8z OLLER HARRAP

ESCRIBA:tiO 8 BBC
WINTERFLOOD

EALING COURSE IN SPt~`ISH

ESCRIBEIE PRONTO

ESO ES (6)

ESPA~~`OL E:v DIRECTO

PAiVORAMA DE LAS A.~VIERICAS

PRINCIPIOS DE ESPA.~OL

SCHOOL SPANISH COURSE

SEQUIMOS ADELAN'I'E

'YA! CURSO DE ESPAtiOL

LOCKE LONGMAN

TAYLOR 8z ALBERY AR:`OLD

ti1ASOLIVER ~ LONGI4AN
HAKANSONBcBEECK

SANCHEZ 8c RIOS SGE DE
8c DOMINGUEZ LIBRERIA

CROW 8c CROW HOLT

TRAVIS HARRAP

PRIDE UTP

DEAN ~ ROBERTS HARRAP

HAKAN'SON 8c OtiP
MASOLIVER

ITALIAN

A MODERN ITALI,AN GRA.I~IVIAR
(~)

JONES HODDER 8t
STOUGHTON

DESTINATION ITALY

DOLCI INIZI

ITALIAN FOR YOU (6)

ITALIANO PARLATO

LIVING ITALIAN

STEEL ~ MEAD HARRAP

BINI 8r BINI HEINEMAIv'N

LENNIE 8t GREGO LONGMAN

HILTON LONGMAN

VALGIMIGLI HODDER d
STOUGHTON
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TITLE AUTHOR(S) PUBLISHERS
-----------------------------------------------------------------------------
PARLATE CON NOI (6) BONSTRá~f 8z LONGMAN

MORETTI

SPOTLIGHT ON ITALIAN `EGRO HEINEti1A1~i

LATIN

A'V ESSE~ITIAL LATIN
GRAMMAR

WILSON MAC~IILLA`

A NEW APPROACH TO LATIN(~)
CAMBRIDGE LATIN COURSE
(6)

CLARENDON LATIN COURSE (7)

ECCE ROMANI (6)

EXPLORANDA LATINA

GRADATIM

LATIN

LATIN SENTENCE .4ND IDI0:4f

STREAMLINED LATIN GRA.tiIMAR

THE APPROACH TO LATIN

THE SHORTER LATIN
PRIMER (7)

THE REVISED LATI` PR1~fER

GREEK

GREEK FOR BEGINNERS (6)

GREEK THROUGH READING

PRI~IER OF GREEK GRAyi~fAR

MAC:VAUGHTON OLIVER 8z
~ McDOUGALL BOYD

CA.~IBRIDGE SCHOOL CUP
CLASSICS PROJECT

CLENDON 8z VI~CE OUP

SCOTTISH OLIVER ~
CLASSICS GROUP BOYD

WILSON MACMILLAN

POTTER OL'P

THOMSON 8z BLACKIE
CRADDOCK

COLEBOURN METHUEN

SLADE KITE BOOKS

OLIVER ~
VIAC1'AL'GHTON BOYD
PATERSOti 8t

KEN!SEDY

KENNEDY

WILDING

NAIRN 8c NAIR~I

ABBOTS 8c
MANSFIELD

LONGMAN

LON G!~IAN

FABER

MAC:~IILLAN

DUC K WORTH
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Table 5: Six survey schools (Chapter 7)

Details of textbooks4

(B1) THE ART OF EtiGLISH, Certificate course

Author: K. ~ewson

Publisher: Schofield and Sims Ltd; 1972 ( First published 1966)

(B2) THE ART OF E~GLISH, General Course

Author: R.Mansfield

Publisher: Schofield and Sims Ltd; 1977 ( First published 1967)

(B3) A BASIC COURSE I1 E~GLISH

Author: Walter D. Wright

Publisher: James Kisbet and Co Ltd; 1985 ( First published 1961)

(B4) MAI?~'STREAlbi EtiGLISH
Authors: J.R.C. Yglesias 8z L.E. Snellgrove
Publisher: Longman Group Ltd; 1974

(BS) EVERY DAY GR,4.~i~tAR
Author: K. Agar
Publisher: Cassell; 1985 (First published 1980)

(B6) PRACTICE Iti ENGLISH FOR 16t EXA.~IItiATIO!~S
Author : F.E.S. Finn
Publisher: John ~Iurray; 1980 (First published 1977)

(B7) CO~IPREHE~SIOti, ItiTERPRETATIOti ,4.1D CRITICIS~1
Author: G.R. Halson
Publisher: Longman Group Ltd; 1965 (First published 1963; Introductory

book, first published 1981)

(B8) ENGLISH FOR SECOtiDARY SCHOOLS
Author : H.R. Thomas
Publisher: Basil Blackwell; 1962 ( First published 1961)

4 Year of publication of is the first edition, unless stated otherwise.
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(B9) `EW E~GLISH
Author: Rhodri Jones
Publisher: Heinemann Educational Books Ltd; 1978-1980

(B10) EtiGLISH TODAY
Author: R. Ridout
Publisher: Ginn 8t Company Ltd; 1961 (First published 1948)

(B11) PLEAS[JRE I~ E~GLISH
Authors: J.R.C. Yglesias and Holman
Publisher: Longman; 1962 (First published 1961)

(B12) ORDI'VARY LEVEL E1iGLISH LA1GL'AGE TEST PAPERS
Author: F.E.S. Finn
Publisher: John !blurray; 1980 ( First published 1977)

(B13) CLEAR E~GLISH
Authors: D.S. Finlayson and T.D. Smith
Publisher: Thomas tielson ~ Sons Ltd; 1979 (First published 1977)

(B14) LONGMAti AtiDIO-VISLAL FREICH
Authors: S. Moore, A.L. Antrobus and G.F. Pugh
Publisher: Longman Group Ltd; 1982 ( First published 1973)

(B15) MODERI CERTIFICATE FRE~CH
Author: W.F.H. Whitmarsh
Publisher: Longman Group Ltd; 1985 ( First published 1965)

(B16) ECLAIR
Authors: Inner London Education Authority (ILEA) ~Iaterials Service
Publisher: Mary Glasgow; 1976-1979

(B17) FREICH FOR CSE
Author: P.C. Whitmore
Publisher: Bell 8t Sons Ltd; 1977 (First published 1967)

(B18) GETTItiG TO K`OW THE PERFECT A.tiD IVIPERFECT
Author: M.E. Mountjoy
Publisher: Edward Arnold; 1980
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(B19) LE FRA`~AIS D'AL'JOL:RD'HtiI
Authors: P.J. Downes and E.A. Griffith
Publisher: Hodder 8t Stoughton Ltd; 1982-1985 ( First published 1966-1969)

(B20) LE FRA.~I~AIS PAR IMAGE

Author: M. Gilbert

Publisher: C;niversity of London Press; 1974-1979

(B21) NEW SI~IPLER FRE~CH COL'RSE

Author: W.F.H. Whitmarsh

Publisher: Longman Group Ltd; 1986 (First published 1960)

(B22) REVISI01 FREtiCH
Authors: E. Hawkins and B. Howson

Publisher: Oliver 8c Boyd; 1980 (First published 1979)

(B23) DE JOL'R E:~' JOi:R

Author: S.C. Redstone

Publisher: Cassell 8t Co; 1972

(B24) C'EST SYMPA

Author: D. Sprake

Publisher: Oxford University Press; 1979

(B25) E:1 AVA.1iT
Authors: Vuffield Foundation French Course

Publisher: E.J. Arnold; 1975 ( First published 1966-1971)

(B26) FRENCH SIGN LA.~GtiAGE
Authors: D.L. Ellis and M.R. Pearce
Publisher: G.Harrap 8z Co Ltd; 1977 ( First published 1975)

(B27) AVA.~~O`S

Author: C.E. Loveman

Publisher: Thomas Nelson 8z Sons Ltd; 1979 (First published 1969)

(B28) VORWARTS
Authors: tiuffield~Schools Council German Course

Publisher: E.J. Arnold; 1968-1981 ( stage 3, 1972)
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(B29) DEL'TSCH FtiR JL"`GE LEUTE
Authors: R.Schápers e[ aI.
Publisher: Verlag fiir Deutsch; 1981 ( European Schoolbooks)

(B30) MACH MIT
Authors: D.C. Baber, G. Everson and P. Coggle
Publisher: Thomas tielson 8z Son Ltd; 1978 (First published 1968-1971)

(B31) COMPLETE GERti1A.` COURSE
Author: L.J. Russon
Publisher: Longman Group Ltd; 1986 ( First published 1948)

(B32) WIR LEILNEN DEUTSCH
Authors: N. Paxton and R.J. Brake
Publisher: Hodder 8t Stoughton; 1975 (First published 1970)

(B33) DEUTSCHER SPRACHKL'RS
Author: D. Shotter
Publisher: Heinemann Educational Books; 1978 and 1983 ( First published
1973)

(B34) ESO ES
Authors: J. ~Iasoliver, U. Hakanson 8[ H.L. Beeck
Publisher: Longman Group Ltd; 1986 (First published in U.K. 1975)

(B35) PRINCIPIOS DE ESPA.~OL
Authors: J.E. Travis, P.J. Darr and R.~í. Newman
Publisher: Harrap ; 1956-1958 (First published 1935-1936)

(B36) ADELANTE
Authors: tiuffield~Schools Council Spanish Course
Publisher: :~Iac~fillan Education Ltd ; 1974
E.J. Arnold 8c Son Ltd; 1973-1974 ( First published 1970- 1972)

(B37) AN ESSENTIAL COL;RSE Iti MODER.~ SPANISH
Author: H. Ramsden

Publisher: Harrap; 1965

(B38) PARLATE CON NOI
Authors: I. Bostróm and M. 1~foretti
Publisher: Longman Group Ltd; 1986 (First published 1971)
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(B39) ITALIAI FOR YOti
Authors: D. Lennie and `~t. Grego

Publisher: Longman Group Ltd; 1982 (First published 1960)

(B40) ~IODEIt7 ITALIAti GRA1-t~IAR
Author: F.J. Jones
Publisher: Hodder 8z Stoughton; 1979 ( First published 1960)

(B41) A 1EW APPROACH TO LATI~'

Authors: E.G. ~faclaughton and T.W. tifcDougall

Publisher: Oliver R Boyd; 1980 (First published 1973)

(B42) CA-VIBRIDGE LATI1 COLRSE
Authors: Schools Council~Cambrídge School Classics Project

Publisher: Cambridge Lniversity Press; 1980 ( First published 1970)

(B43) ECCE RO!vfAtiI
Authors: Scottish Classics Group

Publisher: Oliver ~ Boyd; 1982-1985 (First published 1971)

(B44) THE SHORTER LATIti PRI~IER
Author: B.H. Kennedy
Publisher: Longman Group Ltd; 1966 ( First published 1962)

(B4S) CLARE`DOti LATI` COL:RSE

Authors: A. Clendon and J.H. Vince

Publísher: Ozford L'niversity Press; 1942

(B46) VIASTERY OF E`GLISH
Authors: J.R.C. Yglesias and I.~t. `ewnham
Publisher: Longman Group Ltd; 1973 (First published 1965)

(B47) HOW TO SPELL A`D PL:~CTL;ATE

Authors: Lawley and Lawley

Publishcr: L;niversity Tutorial Press; 1977 ( First published 1962)

(B48) OXFORD SECO`DARY E~GLISH
Authors: J.Seely et al.
Publisher: Oxford L'niversity Press; 1983 (First published 1982)
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(B49) UN, DEL'X, TROIS
Authors: R. Girod, P.O. Holmberg and A.Klum
Publisher: Hatier~European Schoolbooks; 1974-1979

(B50) MICHEL ET FRA:1tY0ISE

Author: R.B. Liddle

Publisher: viacmillan 8z Co Ltd; 1966 (First published 1961)

(B51) TRICOLORE
Authors: S. Honnor, R. Holt and H. Mascie-Taylor

Publisher: Arnold Wheaton; 1983 (First published 1980)

(course completed in 1985)

(B52) COURS ILLUSTRE DE FRAri~AIS

Author: M. Gilbert
Publisher: University of London Press; 1966-1972
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APPENDIX IV

GRAMMAR IN THE LANGUAGE SYLLABUSES 1982-1987

Table 1 CSE Syllabuses
South Western Examination Board 1982 (ibid. 1987)

The South Western Examination Board (region of this survey)
requires the following

English
The aim of the examination is to assess candidates' ability to
communicate intelligibly and to understand information, ideas and
feeling expressed orally and in writing.

Frencó
The grammatical content will follow closely the lines suggested by
Le Fran~ais Fondamental, Prernier Degré, 1 with certain major
amendmenis to the section dealing with the verbs, which are
summarized as follows

knowledge of the present, imperfect, perfect (passé composé),
pluperfect, future simple, imperative, present infinitive, past and
present participle, present conditional; recognition of past historic
and past infinitive.

German
the grammar tested may include:
use of the present, perfect and imperfect tenses and the imperative;
nouns and adjectives, including possessive and demonstrative, in all
cases; personal pronouns in nominative, accusative and dative;
common prepositions; basic word order in main and subordinate
clauses and with modal verbs;

1 Publication of the Ministère de 1'Education Nationale,
Brochure 211, Paris. Publication de 1'Institut Pédagogique National,
Paris (year of publication not mentioned).
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recognition of the future and pluperfect tense, the passive voice
and common subjunctives.

(Source: South Western Examination Board's Subject Pamphlets)

Table 2 GCE "O" Level Syllabuses
Oxford Delegacy of Loca! Examinations 1982 (ibid. 1987)

The Oxford Delegacy of Local Examinations requires the following2
English
Candidates must reach an acceptable standard in spelling, sentence
construction, and punctuation.

French
For active use in writing and speaking, the forms and uses of
nouns (gender and plural, regular and irregular); adjectives (gender
and number, including anomalous forms; comparative and
superlative, demonstrative, indefinite, possessive; position of
adjectives; adjectives followed by de or à); articles (definite,
indefinite, partitive); pronouns (stressed and unstressed forms;
subject and object, y~en, position and order of these with verb,
including the imperative; forms in -même(s); demonstrative, ceci~
cela; relative, dont, ou, cequi, ce que; indefinite and possessive).
Numbers (cardinal and ordinal; date, time measurements,quantities).
Verbs ( infinitives, present and past; the common regular verbs; the
present, future, perfect, pluperfect and imperfect indicative tenses,
imperative, conditional; modal and auxiliary verbs, dependent
infinitive with faire and verbs of perception, reflexive verbs with
direct and indirect reflexive pronoun, participial forms; agreement
of past participle with avoir and être, aller with infinitive,
conditional sentenses using si). Negation (ne....pas~que~rien~
personne~plus~jamais~ni). Adverbs (formation by means of suffix,
by other means, adverbs of place, time and degree). Preposition
(verbs followed by à~de, or by no preposition). Interrogation (forms
of question and answer by intonation, by word order, by use of
specific interrogative words).

2 Grammatical topics for passive knowlege are not included
in this list.
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German
For active use in writing and speaking, the forms and uses of
nouns (all genders, all cases; singular and plural); articles (definite
and indefinite). Pronouns (personal, possessive - meiner etc. only -,
relative - der, die, das, etc. and was -, demonstrative, interroga-
tive, indefinite). Adjectives (predicative use; strong, mixed and
weak declensions; comparison; possessive, demonstrative, interroga-
tive, indefinite). Adverbs (comparison; expressions of time, manner
and degree, and place). Prepositions (the most common prepositions
governing accusative, dative, accusative and dative, genitive;
combination of prepositions with da and wo). Verbs (the forms of
separable, inseparable, and reflexive verbs, including the common
strong verbs; the indicative mood, all tenses including the
conditional; imperative mood; infinitive with and without zu,
including the um...zu construction; the passive voice in the present
and imperfect tenses; the subjunctive mood, in the imperfect tense
in conditional sentences only; modal verbs - and lassen with
infinitive- in present and imperfect tenses; móchte~kónnte.
Conjunctions (co-ordinating and subordinating conjunctions).
Numbers (cardinal and ordinal; expressions of time, dates, measure-
ments; quantity). Word order (in main clauses and in subordinate
clauses; with separable and inseparable verbs; in negative and
interrogative sentences; position of adverbs and adverbial phrases
and of direct and indirect objects).

Spanish
The following structures may be tested in relation to all the
language skills described in the syllabus: tenses of regular and
common irregular verbs, including reflexive, radical and ortho-
graphical changing verbs in the affirmative, negative and inter-
rogative, as follows. Present, present continuous, preterite,
imperfect, imperfect continuous, immediate future (ir a f infinitive),
future, conditional, perfect, imperative affirmative and negative
(polite and familiar forms), present and imperfect subjunctive (after
verbs of emotion, wishing and ordering), present subjunctive in
future constructions and pluperfect indicative; plurals of nouns; use
of definite and indefinite articles, including contraction etc.; uses
of por and para; agreement of adjective, including numerals,
adjectives of nationality; comparative and superlative of adjective
and adverb; apocopation of adjective. Furthermore, the use and
position of personal pronouns: subject, direct and indirect object,
reflexive and disjunctive; relative pronouns que and quien.
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Interrogative pronouns, including use after prepositions, and
demonstrative adjectives and pronouns. Prepositions al, sin, para,
antes de, después de used with an infinitive. Distinctions between
common adverbs and prepositions such as cerca, cerca de. Common
uses of ser and estar. Telling the time, dates, numbers,
measurements of distance. Use of haco to mean "ago". Uses of
gustar. Use of gerund with verbs of motion, e.g. subir corriendo.
Personal a and use of "e" for "y ; "u" for "o". Formation and use of
adverbs. Common uses of reflexive for passive, such as se vende, se
puede, se dice. Weather expessions. Negative expressions nadie,
nade, nunca.

Italian
No specification of grammatical stuciures. The candidate is tested
on grasp of the written language, including orthography, by
requiring him to relate the language as written to the language as
spoken; ability to write accurately and relevantly in the language,
to express ideas freely in accurate Italian on a given subject using
a variety of vocabulary and idiom.

Latin
To test candidates' knowledge of the language with particular
reference to the following constructions and usages (Paper 1):
Constructions: Direct statements. Direct questions introduced by ne,
nonne, num, quis, uter, qualis, quantus, cur, quomodo, quot,
quotiens, quando, ubi quo, unde. Direct commands and prohibitions
in the second person and exhortations in the first person. Indirect
statements, including those dependent on verbs meaning "hope" and
"promise". Indirect questions introduced by num or by one of the
interrogative words listed above. Indirect commands and petitions.
Relative clauses of purpose. Adverbial clauses (purpose clauses
introduced by ut~ne, consecutive clauses, temporal clauses
introduced by postquam, ubi, antequam, priusquam, with indicative;
dum ("while") with present indicative, and cum ("when") with
subjunctive; causal clauses introduced by quod, quia with indicative,
or by cum with subjunctive; concessive clauses introduced by
quamquam; conditional clauses: easy examples, conforming to
standard types). Clauses dependent on verbs of fearing.
Usages: the most important case usage, with and without
prepositions ( including the predicative use of cases with facio, fio,
sum; dative and ablative constructed with common verbs; common
expressions of place and time.
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Use of personal, demonstrative and relative pronouns, including
possessive and other pronominal adjectives, and of aliquis, alter,

ceteri, nemo, nihil, nullus, quidam, quis, quisque, uterque. Cardinal

and ordinal numbers. Simple uses of participles, including the
ablative absolute. Use of the prolative infinitive and of the
infinitive with licet and oportet; use of the infinitive as subject of
the verb "to be" and of other verbs; use of the impersonal passive,
gerunds and gerundives.

Greek
To test candidates' knowledge of the language with particular
reference to the following constructions and usages (Paper 1):
Constructions: Direct and indirect statements, questions and

commands. Clauses (final and consecutive). Verbs of fearing. Condi-
tional sentences: easy examples conforming to standard types.
Wishes for the future. Indefinite clauses and simple and temporal
clauses (excluding 'prin'~. Usages: understanding the use of cases,
with and without prepositions, and the use of pronouns.
Candidates are expected to have studied contracted verb formations
and the commonest irregular verbs, including "oida ;"eimi " (sum)
and "eimi " (ibo). Other verbs in "-mi " may be tested both in the
grammar section and in the sentences, but only in the simple forms
which occur very frequently in the work of practically every prose
author.

(Source: University of Oxford Delegacy of Local Examinations,
General Certificate of Education, 1987, Regulations and Syllabuses)
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GLOSSARY

ADVANCED LEVEL See GENERAL CERTIFICATE OF
EDUCATION

ADVISER A person appointed by an LEA to
advise teachers on teaching methods
or problems related to teaching in
general. They assist in the selection
of new teachers and in the provision
of IN-SERVICE courses

BACHELOR OF ARTS A first degree awarded by a
university or other institution of
higher education after three or four
years' study.

BANDING A system whereby pupils in one
school and in one year group are
divided into two bands according to
their ability. Some schools have
three bands: lower ability, general
ability and higher ability.
This system is encouraged by some
LEAs for comprehensive schools to
facilitate the problems of mixed
ability classes. See also STREAMING
and SETTING.

CERTIFICATE OF A school-based examination taken by
SECONDARY EDUCATION pupils at the age of 15 or 16 years.

There are five GRADES. Grade 1 is
the highest and represents the
same standard as GCE "O" Level.
The examinations are administered
by 14 REGIONAL EXAMINING
BOA RDS.



494

COMMON ENTRANCE Examination taken at the age of 13}
EXAMINATION for admission to INDEPENDENT

schools. The examination is or-
ganized centrally by two separate
boards, one for girls and one for
boys.

COMPREHENSIVE Introduced in Circular 10~65: The
REORGANIZATION organisation of secondary education

(DES, 12 July 1965) by the Labour
Government. The objective was to
provide secondary education for
children of all abilities in a given

area. In the comprehensive policy

there is no place for SELECTIVE
schools but it is the decision of the
individual LEAs whether selective
MAINTAINED schools are to remain
in a given area. Most selective
schools were transformed into
comprehensive schools but under
the present government some of
these schools have reverted to
selective status again.

COMPREHENSIVE MAINTAINED, NON-SELECTIVE
SCHOOLS SCHOOLS, providing education for

all children in a certain area. They
are administered by LEAs.

All-through comprehensive: age
range 11-18; Junior comprehensive:
age range 11-13; Senior comprehen-
sive: age range 13-16; Sixth form (2
years): age range 16-18.

COUNCIL FOR NATIONAL See POLYTECHNICS
ACADEMIC AWARDS

DEPARTMENT OF Government department responsible

EDUCATION AND for the educational system, since

SCIENCE 1964. It formulates general policy

and works in co-operation with
LEAs.
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ELEVEN PLUS Examination taken by children at
EXAMINATION the age of about eleven. The results

decide whether a child will be
admitteci at a GRAMMAR school or a
SECONDARY MODERN school.

EXAMINATION BOARD Until 1988, secondary school
examinations are conducted by eight
independent examination boards.
They are individually responsible for
standards in their own examinations.
GCE examinations are conducted by
the:
1) Associated Examining Board
2) Joint Matriculation Board
3) Oxford and Cambridge Schools

Examination Board
4) Oxford Delegacy of Local

Examinations
5) Southern Universities' Joint Board

for School Examinations
6) University of Cambridge Local

Examinations Syndicate
7) University Entrance and School

Examinations Council
8) Welsh Joint Education Committee
CSE examinations are conducted by
14 REGIONAL EXAMINING BOARDS.

EXTERNAL EXAMINATION Examinations set and marked by the
REQUIREMENTS EXAMINATION BOARDS individually.

FIRST DEGREE A degree taken by a student after
three or four years of study.

FULL-TIME EQUIVALENT Calculation of how many part-time
teachers are the equivalent of one
full-time teacher. In this study the
average number of part-time
teachers (based upon the number of
teaching hours) as equivalent of one
full-time teacher is 3.
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FURTHER EDUCATION The term is used in different ways
and often the meanings overlap. In
general conversation, post-secon-
dary education refers to education
below the academic level which
leads to certificates and diplomas
rather than to degrees. The courses
are provided mainly in colleges of
Further Education or Technical
Colleges. The formal definition, as
used by the DES and LEAs, is all

post-secondary education in the
maintained sector, other than that
provided in universities, but it
includes POLYTECHNICS.

GENERAL CERTIFICATE The examinations are separated at
OF EDUCATION two levels: "O" level (ORDINARY

LEVEL), taken at 16f and "A" level
(ADVANCED LEVEL), taken at 18t.
There are five GRADES of pass: A,
B, C, D, and E, of which A is the
highest.

GENERAL CERTIFICATE The name for the new examination
OF SECONDARY for children of 16f, which was
EDUCATION announced in 1980 and is planned to

come into effect in 1988. It will
combine the present GCE and CSE
examinations.

GRADE

GRADUATE

See GENERAL CERTIFICATE OF
EDUCATION and CERTIFICATE OF
SECONDARY EDUCATION

A person who has been awarded a
degree after a period of study or
research under the auspices of a
university or other institution of
higher education.
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GRAMMAR SCHOOL SELECTIVE SCHOOL for the
academically able children, where
pupils are expected to be able to
fulfill the requirements for entry to
higher education. After the
COMPREHENSIVE REORGANI-
ZATION most schools were trans-
formed into COMPREHENSIVE
SCHOOLS.

HER MAJESTY'S More than 500 Inspectors appoin-
INSPECTORATE ted by the DEPARTMENT OF

EDUCATION AND SCIENCE to
inspect both MAINTAINED and
INDEPENDENT schools, and institu-
tions dealing with FURTHER and
HIGHER education that are main-
tained by LEAs. The Inspectors,
known as HMIs, are involved in
curriculum matters, teaching
methods, teaching advice and
IN-SERVICE courses; they also
publish reports and discussion
papers on educational issues.

HIGHER DEGREE A MASTER'S DEGREE or poctorate,
taken after having obtained a FIRST
DEGREE.

HIGHER EDUCATION Often confused with FURTHER
EDUCATION as post-secondary
education. The term refers to
education leading to a degree.

INDEPENDENT SCHOOLS PRIVATE schools solely dependent
on school fees. Most independent
schools are boarding schools but
many schools accept day-pupils as
well; also called PUBLIC SCHOOLS
(especially the oldest established).
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IN-SERVICE The provision of professional
OPPORTUNITIES education and training in MAIN-

TAINED SCHOOLS. Short courses or
evening sessions at Teachers'
Centres organized by the DES
through the respective LEAs per
county.

LINGUIST (1) Person skilled in foreign
languages.

(2) Person graduated in the scien-
tific study of languages.

In this study the word LINGUIST
refers to (2).

LOCAL EDUCATION Local government body responsible
AUTHORITIES for the provisions of education in

MAINTAINED schools and
POLYTECHNICS in a geographical
area (county). They have their own
ADVISERS.

MAINTAINED SCHOOLS Schools maintained by LOCAL
EDUCATION AUTHORITIES out of
public funds.

MASTER'S DEGREE Master of Arts (MA) or Master of
Sciences (MSc); HIGHER DEGREE
from a university. This can be
achieved by taking courses and
examinations or by presenting a
thesis. At the universities of Oxford
and Cambridge, the MA is granted
without further study, to all
students who have gained their
FIRST DEGREE, after 7 years from
MATRICULATION on payment of
certain fees.

MATRICULATION Admission to a university as a
student working towards a degree.
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NATONAL CONGRESS ON Origina[ed from discussions between
LANGUAGES IN representatives of a number of
EDUCATION professional associations and

organizations concerned with the
teaching and study of languages
(including English) at all levels of
education. The work is done mainly
by Working Parties on selected
problems. Reports of the Working
Parties are presented ai biennial
Assemblies of representatives from
all the organiza[ions supporting the
Congress. Administrative services
provided by the CILT.

NATIONAL SYLLABUS Syllabus for the new GCSE examina-
tion.

NEW CRITERIA AT 16t Criteria for the GENERAL CERTIFI-
CATE OF SECONDARY EDUCA-
TION.

NON-SELECTIVE SCHOOLS Schools which admit pupils without
regard to their ability or attainment.

OPTION YEA R The year in which pupils are free to
choose in which subjects they wish
to take examinations. English and
Mathematics are compulsory
throughout.

ORDINARY LEVEL See GENERAL CERTIFICATE OF
EDUCATION.

OXBRIDGE EXAMINATION The term Oxbridge was invented by
Thackeray. The examination is
universi[y set prior to entering
either Oxford or Cambridge univer-
sity. It is meant to maintain the
tradition, value, and educational
characteristics of those most
prestigious universities in the U K.
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POLYTECHNICS Institutions of higher education.
Courses are offered at degree level

but also below degree level. The
examinations are centrally organized
by the COUNCIL FOR NATIONAL
ACADEMIC AWARDS.

POSTGRADUATE One-year course of professional
CERTIFICATE OF [raining for students holding a
EDUCATION universi[y degree or a CNAA

degree. See also TEACHER
QUA LIFICATION.

PRIVATE SCHOOLS See INDEPENDENT schools.

PUBLIC SCHOOLS See INDEPENDENT schools.

REGIONAL EXAMINING See CERTIFICATE OF SECONDARY

BOARD EDUCATION.

SCHOOLS COUNCIL An independent body, established in
1964 by the Secretary of State for
Education and Science to initiate
and monitor curriculum development
in primary and secondary schools.
It is the most influential body in
curriculum matters and teaching
materials.

SECONDARY ALLOCATION Assessment for admission arranged

PROCEDURE through the LEAs: a test of ability
at llf for pupils who wish to be
admitted at a SELECTIVE SCHOOL.

SECONDARY MODERN Term used for secondary schools

SCHOOLS attended by children considered not
sufficiently academic to enter
GRAMMAR schools. After the
COMPREHENSIVE REORGANI-
ZATION most schools were
transformed in[o COMPREHENSIVE
SCHOOLS.
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SELECTIVE SCHOOLS Any school that admits only pupils
it believes to have a higher
academic ability. In MAINTAINED
schools admission is by the SECON-
DARY ALLOCATION PROCEDURE.
In INDEPENDENT schools the
prospective pupils take an
ELEVEN-PLUS examination or a
COMMON ENTRANCE examinatíon.

SETTING A system of joining pupils from
different classes according to their
ability.

STATE SCHOOLS See MAINTAINED SCHOOLS.

ST REAMIN G A system whereby teachers or
departments divide classes according
to pupils' abilities, especially
teachers of Languages and Mathe-
matics.

TEACHER QUALIFICATION Collective term for all teachers who
have successfully completed an
approved course of professional
teacher training at a college of
further education or a university
department of education.

VOLUNTARY SCHOOL School owned by a voluntary body,
usually religious, but receiving
financial assistance from the LEA
Also classified as "Aided", "Con-
trolled" or "Special Agreement".

ABBREVIATIONS

A LEVEL Advanced Level
BA Bachelor of Arts
CILT Centre of Information for Language

Teaching and Research
CLIE '84 Committee for Linguistics in

Education
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CNAA

CSE
DES
GCE
GCSE

HMI

LAWS 'SS

LEA
MA
MA LS

NATE

NCLE

O LEVEL
PGCE

Council for National Academic
Awards
Certificate of Secondary Education
Department of Education and Science
General Certificate of Education
General Certificate of Secondary
Education
Her Majesty's Inspectora[e~Inspec-
tors
Language Awareness Synthesis 1985
(non-standard; used in this study
only)
Local Education Authority
Master of Arts
Midlands Association of Linguistic
Studies
National Association for the
Teaching of English
National Congress on Languages in
Education
Ordinary Level
Postgraduate Ceriificate of Educa-
tion
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