N2
University of

Lancashire

=
oo
N
(0}

"l T Nz ®r&e z| k~pp
5anffArajl JT| g® "A"®s -~
Pk ¢ ®8Mk ®k | ®s"~§ 8§ z's|gi" ®s

=| ~pzkKM|gk s®« 7{ 8"
Pk*grs| q 5anr{{"c
by
Angela Jayne Kilpatrick
2025
Word Count: 30,660

Supervisory team:
Director of Studies aDr Pauline Harries
Second supervisor aSharon Mcculloch

Second supervisor aDr Daniel Burkle

A thesis submitted in partial fulfilment for the requirements for the degree of

MA by Research at the University of Lancashire



\I/
Pl University of

Lancashire

This is the work of a student with specific learning difficulties.

Please mark in accordance with the guidelines.

Student ID No:

21074827

Course:

Masters by Research

Please include this coversheet with any piece of course work handed in for marking. Tutors
will refer to the SpLD Marking Guidelines when marking your work. Please contact
inclusivesupport@uclan.ac.ukyou would like a copy of the SpLD Marking Guidelines.



mailto:inclusivesupport@uclan.ac.uk

Acknowl edgement s

This thesis is dedicated to the memory of Paul Livesey, whose knowledge, enthusiasm

and guidance continue to inspire me. | would like to thank Paul, my undergraduate

English Language and Linguistics tutor, for inspiring me to want a better education for

children. Paul sparked my passion for grammar and English in Education. He was the

first person whourged met o get tested for dyslexia due t
seen in my undergraduate work. This would be the beginning of my journey to self-

discovery. It was not until age 40 that | was finally diagnosed with dyslexia. The
assessor commented Ot hat there is something
teaching the subject you find most chall engi
Apparently, | would have made a very good engineer, though | doubt | would have

found the passion and fulfilment | have now from helping and empowering others to

become better writers.

| come from a neurodivergent family. My father, mother, brother, aunt and cousins
have a number of learning differences, including dyslexia, dyspraxia, dyscalculia,
autism and late onset of speech. My seven-year-old daughter is showing early signs
of dyslexia. This promoted me to become a school governor. | therefore have some
experience of what schooling is presently ||
through my role as a school governor supporting the English curriculum. | am grateful
for the insight and passion these experiences have given me, which fuel my research.

The pursuit of this Masters was not to be the first time around. My first attempt was
prior to my dyslexia diagnosis, a time when my mental health suffered greatly from
imposter syndrome. This, coupled with caring responsibilities for my late Aunt with
learning difficulties and dementia, and the birth of my daughter, resulted in a hiatus.
However, as a wise friend told me, this was not a FAIL, but a First Attempt In Learning.
| am grateful to the Centre of Collaborative Learning for partly funding my MRes and
giving me this opportunity to finish what | started.

| would like to give special thanks to the teachers and pupils who took part in this
study. | appreciate the additional time the teachers gave and the administrative burden
they took on. Without them, this research would not have been possible.

| would like to thank my supervisors Pauline Harries, Sharon McMullock and Daniel
Biurkle. Their feedback has been thought-provoking, constructive and encouraging.
Many thanks to my study skills tutors, Zoya Zuvcenko and Heather Oakly, for being
my counsellors, academic advisors and a voices of reason. The weekly sessions kept
me sane and motivated me to keep going. It seemed like life wanted to throw more
challenges at me. Eventually, | saw it as a test of my resolve. | greatly appreciate how
Zoya and Heather have held the space for me beautifully and listened to all my woes
and worries, whilst giving me the encouragement | needed.

| am most grateful to my mum, family and friends for their support. | would like to thank
the CCL team and my wonderful colleagues for their camaraderie. Particularly, | would
like to thank Kelly Stewart, Emma-Jane Darley, Tamsyn Mahoney-Steel and Helen
Day for all of their support and for motivating me through the hard times. A massive
thank you to Daniel Waller for looking over my work. Special thanks go to Amanda



Englishby for her coaching, visualisation techniques and words of wisdom, to Mary
Curtis for her spiritual guidance and to Fiona Sleddon for her belief coding. | am
grateful to everyone who believed in me even when attimesldi dnot .

Lastly, | want to thank my daughter for inspiring me every day to be better, to do better

and to keep going. I want to thank myself fo
for my perseverance, determination and dedication, for fighting through the self-doubt

and tears, for the sacrifices | have made and for completing a piece of work that |

never thought possible. As the quote on my wall says, 6St art by doi
necessary, then do whatés possible and s
(Anon). The impossible finally feels possible.

n
ud



Abstract

The teaching of grammar in education has long been a point of contention, particularly

after the 1960s when grammar was removed from the curriculum due to research

claiming that teaching traditional grammar did not improve writing skills (Hudson and

Walmsley, 2001; Andrews et al., 2006). However, the Myhill et al. (2011) project pro-

vides robust evidence that teaching 6context
in context to writing and readi nag)leachiagh | mpr
contextualised grammar is a stance adopted in the 2014 iteration of the National Cur-

riculum (NC). Hence, this research project evaluated the impact ofthegover nment 6s
initiative for teaching grammar and the value of the Grammar, Punctuation and

Spelling (GPS) test since its implementation.

The project involved a mixed methods approachwitha) an anal ysis of 11
testswithakeyst age 2 cohort in 2014 and an anal ysi
keyst age 4 cohort in 2024, b) an analysis of

with the 2014 teacher with a follow up interview in 2023. The study found that pupils

were apt at answering questions correctly in the GPS test but made common errors in

their writing, such as non-sentences and run-on sentences, demonstrating that pupils

have sufficient declarative knowledge of grammar but are not necessarily able to apply

this knowledge to theirwritng. The t eacher had not noticed an
writing, though had noticed an i mprovement I
cuss their writing more technically, which was seen as a positive outcome. A greater

frequency of run-on sentences was found in the 2024 cohort samples with age 15-16

year-old pupils and errors were more complex, showing that if these types of errors

are not addressed at key stage 2 and high school, the complexity of the run-on sen-

tences may escalate in later education. It was found that the NC and GPS test focus-

ses heavily on grammatical terminology, which can lead to teaching for the test, and

pupils are not given enough time to master basics such as constructing sentences and

using punctuation appropriately. Teachers need more time in the classroom to focus

on teaching contextualised grammar, basic punctuation and to be able provide pupils

with opportunities to discover grammar and sentence structures through playing with

language, as advocated by Myhill, Lines and Watson (2011).
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1.1l NTRODUCTI ON

1. TMhe Resear cahn dP rlompeecttu s

The research project sought to evaluate the value of the Grammar, Punctuation and

Spelling (GPS) test (formerly SPaG)i n r el ation to classroom pr
tudes to teaching grammar and pupilsd applic
tion knowledge to their writing. From professional experience/observations of teaching

grammar and punctuation in Higher Education (HE), undergraduate students often

lack sufficient grammatical knowledge and proficient writing skills (also noted by Myhill,

Jones and Watson, 2013). Although students appear to be now entering HE with in-

creased grammatical knowledge since the implementation of the GPS test, they do

not seem to be able to apply this knowledge to their writing. This has also been seen

in high schools (Cushing, 2019). The Organisation for Economic Cooperation and De-

velopment (OECD) (2016) found that one in ten students have low literacy skills in the

UK. This can have a detrimental impact on student outcomes and careers. Indeed,

there is evidence to suggest that employers
skills (Confederation of British Industry, 2019; Organisation for Economic Cooperation

and Development, 2016). This has led the Office for Students (2021) to urge universi-

ties to focus more on grammar, punctuation and spelling in assessments. A study by

Beynon( 2023) found that |l ow |iteracy skills ir
GCSE in English and this further impedes their chances of studying at degree level.

Thus, given writing is such an essential skill for study and careers, it is useful to explore

the impact of teaching grammar in schools over the last ten years and the govern-

me n tdrivesrs for improving pupilsé  w r gkills.i As grimary and secondary schooling

is where the foundation of literacy is laid, the study will look at both these levels of

education.

According to Ofsted (2022), whilst reading attainment has stayed steady since 2016,
writing standards have seen some improvements i perhaps an outcome of the focus
on teaching grammar explicitly since 2014. In 2019, key stage 2 GPS scores were
comparable to the Writing Teacher Assessment with 78% of pupils reaching the

expected standards in both T this was the same as 2018 though not comparable to



previous years due to changes to the assessment framework, meaning that writing is
no longer assessed by an external body (DfE, 2019a). Nevertheless, three in ten pupils
are still not gaining a pass in English GSCEs. Though some improvements appear to
have been made, this falls far short ofthegover nment 6 s goal for 90%

expected standards by 2030 as outlined in the Levelling up White Paper (2022).

One of the main drivers for teaching grammar in the last two decades has been due
to literacy standards. In 1999, the Moser Report (Anon, 1999) calculated that seven
million adults were illiterate, which, according to Hudson and Walmsley (2001), was
potentt al 'y an outcome of the O6black hobksdé in
discussed later. Furthermore, in comparison to a selection of other countries, Britain
ranked in the top four for lowest literacy skills (Anon, 1999) and in 2013 England
scored amongst the lowest in the world for literacy standards, for young adults age
between 16-24 (OECD, 2013). Furthermore, statistics for writing in 2012 from the
Department of Education (DfE) (2013a) showed that:

! 100,000 7-year-olds were below the expected level (17%), and

1 125,000 11-year-olds were below the expected level (23%)

As pupils were not meeting expected standards in writing, this led the government to
refocus heavily on grammar as part of the 2013 NC (DfE, 2012a) and pupils are now
tested for grammar and punctuation at key stage 2 as part of the SATs (Standardised

Assessment Tests) given to primary school children aged eleven.

1.@r ammand Writing

Learning to write is an essential multifaceted skill involving composition and
transcription. Composition pertains to the planning and organisation of a piece of
writing, whereas transcription pertains to the ability to phonologically decode words,
spell correctly, grammatical knowledge of sentence structures, handwriting and
punctuation. Learning to write can be challenging, as it requires both low order skills,
such as spelling, grammar and punctuation, as well as high order skills such as
organising text and choosing a formal register and a lack of competency with low order

skills can impede progression of higher order skills (Hughes and Schwab, 2010),



giving credence for the need for students to have mastery over lower order skills such

as grammar and punctuation.

T h e t eemmardbag suffered much bad press over the years but nonetheless has
stood the test of time through the battlefields of the anti-grammar war perpetrated by
politicians, teachers, tabloid writers and the general public. As Myhill, Lines and

Wat son (2011, p.1) state, O6grammar has

of correctness and standar ds©o. Thi s has

grammar ver sus (Halidayd 2007gp. 38F)nGrammar is often equated
with -ceetrermed prescriptivismd | i mdkepd 2023
and outdated Latinate rules, such as not ending a sentence with a preposition.
Accordingtot he EPPI (Andrews, 2004a) review,

Sentence grammars that tend to focus on the internal elements of the sentence,

becon
i nh

6tr ac

6tr a

classifying oO6parts of speechd and descri

relationship between parts of speech.

Pre-1960, traditional grammar involved parsing sentences, labelling word classes, and

learning grammar by rote as a standalone subject, disconnected from other aspects

of English such as reading and writing (Giovanelli, 2014). Itincluded 6 dr i I | i ng <cor

foomsband 61 earni ng gCademi®80).Oby eheahed ( he
is used, it is referring to this concept of traditional grammar. What is meant by grammar
is often ill-defined with no clear established boundaries (Hudson, 1994). It can include
everything from vocabulary, punctuation to semantics. Furthermore, grammar has
come to encompass many different meanings (Myhill, 2018). For some, it is to break
| anguage down into its simplest formt
for ot hers it is to study grammar as

Mathiesen, 2013, p. 1). Misunderstandings and multiple interpretations of grammar

have hampered the debate in both public and educational spheres. The lack of

a

term

exarl

sou

consensus on what oO6grammaré refers to makes

challenging.

To compound the issue, grammar is not clearly defined by the DfE. The NC glossary
and GPS test covers an array of topics such as word classes, clauses, tense and

correct standard English conventions, and so one can surmise that this is their current

3



understating of what grammar entails. A level of prescriptivism is apparent: it focuses
on a deficit model of grammar where non-standard English is seen as inferior, despite
many influential policy reforms in 1980s (Kingman, 1988; Cox, 1989; Carter, 1990)
who have challenged prescriptivism and advocated for a Knowledge About Language
(KAL) stance, where pupils use their implicit knowledge about language to discover
how language works. For the purpose of this project, grammar will include sentence
structures, clause structures, word classes and the rules for constructing sentences.
It is aligned with a more nuanced KAL approach where grammar is about making
meaning from text (Halliday and Matthiessen, 2013) and &6t he system of
options6(Halliday, 1992, p. 174). It follows a more functional approach to language,
looking at how the patterns of language are used to construe meaning. It does not

include punctuation and non-standard variations of English usage.

According to Crystal (2004, p.8), OEveryone who speaks Er
intuitively and unconsciouslyé viaChldrequi ri ng
appear to be predisposed to learn the internal structures of grammar unconsciously

(Chomsky, 1975, p.4). Thus, a person instinctively knows how to construct a sentence

through an implicit understanding of grammatical structures. However, to use

language effectively in writing and to understand punctuation may require an explicit
understanding of grammar. Some people may acquire this knowledge via osmosis

through reading and exposure to literacy, but for some this may not be the case. Pupils

may struggle to understand and apply grammatical rules to their writing if they are not

explicitly taught what they are or given opportunities to discover them. Nevertheless,

teaching linguistic terminology simply for its own sake is unlikely to improve writing

(Richmond, 1990). The analogy provided by Myhill, Lines and Watson (2011, p.2) is

apt: 6 b e taumglgt to identify and label the component parts of the combustion engine

is of little use if you want to know how to mend your card Similarly, a student needs to

understand how the parts of speech can be used to produce better writing. This can

be referred to as Knowledge About Language (KAL), that is, how it works and how it

fits together to make meaning. This understanding of grammar is routed in a

Hallidayan approach, which focuses on the function of language rather than its form

(Carter, 1990).



The structure of language can be broken down into constituent parts at the text,
paragraph, clause, phrase, word and morpheme level as shown in figure 1.1 (adapted
from Halliday, 1985). One might look at grammar at the sentence level (phrases,
clauses, clause complexes, sentence structures and the use of sentences) or at the
text level. | am most interested in grammar at the sentence level as an understanding

of sentence/clause structures is inextricably linked to effective use of punctuation.

P,
ASD
AT

Clause complex

Paragraph

[ RNE A TVIOE gfore idime Uma ¢ DIJKOECT ¢ Gq T Onl YGKc ¢ GdrF

Hudson (2001) highlights a study where pupi
being taught clause structures. Jones, Myhill and Bailey (2013, p. 1243) state that
6effective punctuation is undergndkmowkedhge by gr @
of grammar helps pupils to understand how to structure and punctuate sentences
appropriately. For example, breaking a sentence down into its constituent parts helps

the writer to identify what a clause is as shown in the following sentence.

[ [ love [/ Paris.

Subject Verb Complement

62



First, the verb needs to be identified. For it to be a sentence, it must have a finite verb
so we must establish if the verb shows tense (i.e. past, present, or future). What comes
before the verb is classified as the subject (who or what); what proceeds the verb is
classed as a compliment (who or what) or an adjunct (when, where, how, why) (Berry,
2014). From this basic analysis, we can ascertain that this is a sentence, a clause
which can stand alone. Regarding rules of punctuation for English, a comma is not
placed between the subject and the verb and so a comma is not needed in this clause.
This may seem apparent in this basic example, yet even this can become more
problematic when nominalisation is used and the subject is packed with multiple
pieces of information. This example may be challenging to explain without using the
terminology subject and verb. One of the benefits of knowing grammatical terminology
is that it provides a metalanguage to talk about language, which can be useful for both
teachers and pupils when discussing writing (Hudson, 2001; Myhill, Jones and
Watson, 2013; Fontich, 2016).

Over the years, the government has sought to improve writing standards, yet what is
classedas 0 good amathertarea grdne to subjection and lacking any clear
definition by the DfE. According to Standards and Testing Agency (2018) writing
assessment frameworks, brought in during 2018/19, for pupils to reach the expected

standard in writing at key stage 2, they must be able to:

6éselect vocabulary and grammati cal stru.
requires, use a range of devices to build cohesion (e.g. conjunctions, adverbials
of time and pl ace, pronouns, synonyms) w

verb tenses consistentyand correctly throughout their
range of punctuation taught at key stage
How this translates to assessing writing maybe somewhat interpretative and subjective
given the lack of clarity and no specific method given for assessing writing. There has
been much controversy around whether teaching grammar can improve writing, which

will be discussed further in the next section.



1. BducatfoloincyTearcd Gm@gmmar i n the UK

Teaching grammar in education has been a contentious subject over recent decades,
with polarised views from politicians, professionals and the general public. From the
1890s, grammar predominately featured in the school syllabus, consisting of
decontextualised 6 par si ng and analysis6é taught

literature (Brindley, 1994, p.5) and was associated with verbal etiquette and linguistic
decorum (Carter, 1990). It was detached from the reality of how language is used in
everyday talk and was an ddealised§ prescriptive view of how language oughtdto be
used (Halliday, 2012, p.11). As Locke (2005) states, grammar did not appear to be
taught in such a manner that would help improve writing. Later, the Newbolt report
(1921) was to be responsible for the amalgamation of these separate subjects into
one which was to be taught by a specialist teacher (Brindley, 1994). However, Newbolt
(1921) prioritised literature and marginalised grammar. It critiqued traditional
approaches to teaching grammar such -kke
exercises (Giovanelli, 2014) yet offered little guidance on how grammar should be
taught. The 1960s sawt he O0demi se of grammar 6, p
research claiming that grammar did not improve writing and was too difficult (Hudson
and Walmsley, 2001, p.7). According to Brindley (1994, p 29), an influential piece of
research which aided the decline of grammar teaching is that of Elley et al. (1975).
Thirty years | ater, this research woul
EPPI Review (Andrews et al., 2004a, p. 47) which claimed that teaching grammar did
not I mpr ove pbhumg this period; rlingdistsrsgch as Chomsky (1957)
introduced the concept of transformational grammar and Halliday (1961) initiated
functional grammar. According to Hudson and Walmsley (2001), they were largely
responsible for the spark in studying language as a science. Ha | | iwobr& infldesced
policy in the 1980s and the first National Curriculum for English, which shall be

discussed further in the literature review.

Grammar teaching was further hindered in the 1970s by an instruction to teachers to
not to pay too much attention to spelling and grammatical errors, as this would

supposedly inhibit childrenbés <creativi

separ

6l ear

artly

ty an

woul d mark tlge aemmarbésséséhgenberati onod, wher e

thought to impede creativity. The Bullock Report (1975) addressed widespread views

7



that writing standards had declined and English focussed more on creativity rather
than formal instruction. It called for a re-evaluation of what language ought to be taught
and how it should be taught. It stated that 6 mor e gr ammar exer

solution, yet failed to provide any meaningful answers (Bullock, 1975, p.7).

A succession of reports in the 1980s (e.g. Kingman Report, 1988, Cox report, 1999,
see figure 1.2 for a full timeline), which placed considerable emphasis on KAL, and
teaching grammar in context to reading and writing, influenced the first NC. The
Education Reform Act (1988) reinstated grammar and the NC was implemented
putting considerable emphasis on the systematic teaching of grammar. As depicted
by Hudson and Walmsley (2001), this was not to be seen as a step back to traditional
grammar, as the reports envisioned a new style of grammar that would include syntax,
sentence structure, terminology to describe language, and the ability to differentiate
between spoken and written English, which was to be part of a broader programme of
language study and to be taught in context to reading, writing and speaking. The
Language in the National Curriculum (LINC) Project led by Carter (1990) provided
professional development materials for teachers based on knowledge about language.
Nonetheless, it never garnered much support as teachers did not have the requisite
linguistic knowledge, and it was later abandoned by the government once it was
realised that it focused on a descriptive model of language, which did not align with to

the notion of Standard English and prescriptivism (Giovanelli, 2014).

Later, the National Literacy Strategy in 1998 (DfE, 2000) was established to address
the inconsistencies in teaching, reinforce the teaching of grammatical terminology and
attain the targets of the NC. However, many teachers had not been taught grammar
and so to help this significant problem the DfE in 2000 produced a booklet for teachers
entitled Grammar for Writing. The book gave teachers direction in sentence level and
text level objectives and provided a glossary on grammatical terminology. The
glossary itself was problematic, due to inconsistencies and vague definitions, and
subsequently went through several iterations. Notwithstanding, these initiatives for

teaching grammar again never gained much traction.
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uNewbolt Report
nCritiqued traditional approaches to teaching grammar

WPrioritised literature and marginalised grammar )

mBullock Report A

nintroduced language across the curriculum

nCalled for a reexamination of what language should be taught and how it should
be taught )

N
vKingman Report

nAdvocated for explicit language study in schools, including grammar
1988 nProposed a functional model of language and emphasised language awareneg

192}

mEducation Reform Act
nFirst National Curriculum - shift towards standardisation
1988 nSpecidied teaching grammar in context to reading, writing and speaking

nCox Report
MEmphasised writing as a process
1989 uSupported contextualised grammar teaching

uNational Literacy Strategy
nFocused on phonics and grammar
1998 uStructured literacy teaching in primary schools

vBew Report
nRecommended GPS test and teacher writing assessment

vDepartment for Education: Research Evidence on Writing
nEvaluated research on effective writing pedagogy

uHighlighted contextualised grammar and sentence combining as impactful
strategies )

vNational Curriculum Review

vReintroduced grammar teaching, taught in context to reading, writing and
speaking

vintroduced statutory glossary at key stage 1/2 and GPS Test
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As 7-11 olds were not meeting expected levels in writing (DfE, 2012a), the 2013

curriculum placed a heavier emphasis on teaching grammar and giving pupils the
metalinguistic knowledge to talk about language from key stage 1-2. In addition to this,

from the Bew report (2011) recommendations, the GPS test was implemented to test

pupil sé knowledge of gr ammé&aystagp2l Accardingtbo i on an
the DfE (2012b, p . 1), the GPS test was i n
confident in grammar, punctuation and spelli
focus on the teaching of t hdklisemarkekl iatulnisg t han
point for how grammar and punctuation were assessed and measured at key stage 2

and ensured that all teachers must now teach grammar as part of their schemes of

work as a statutory requirement. The GPS initiative ensured that grammar and

punctuation became a greater focus in the curriculum. This included recommending

teaching metalinguistic knowledge and grammar in relation to reading, speaking and

writing (DfE, 2014a), that is contextualised grammar. Around this time, the first

empirical evidence on the benefits of teaching contextualised grammar began to

emerge (Myhill et al., 2011; Myhill, Fisher and Lines, 2012).

Some may dispute the place of grammar teaching in education for the effect of
improving literacy standards (Andrews et al. 2006). This paper does not intend to
prove the benefits of teaching grammar (see Myhill, 2021). It is now largely accepted
that grammar is taught as part of the curriculum and so it is not so much a question
anymore as to why grammar is taught but as to how grammar should be taught (Clark,
2019, p. 11), and to what at extent it should be taught. Pupils are now expected to
learn a vast array of grammatical terms during key stage 1 and 2 for the GPS test. The
results are made public and used as a measur
teachers and schools accountable for teaching grammatical terminology, but what
remains to be seen is whether this GPS knowledge is having an impact on improving
writing skills. It is also not fully known whether teaching grammar in context to writing
is happening in practice, as there does not appear to be a mechanism for assessing
this. There are no specific guidelines issued on how the curriculum should be taught
and teachers are given autonomy on how they teach it. Moreover, there is a lack of
coherency between the primary and secondary curriculum, noted by Cushing (2019),
as teaching grammar in context to writing does not appear to have the same emphasis
at key stage 3 and 4 (DfE, 2013a; DfE, 2014c). The main difference between the

10



primary and secondary curriculum is that linguistic terminology is statutory in primary
and non-statutory in secondary, meaning there may be less impetus to teach it at high
school (Myhill, 2021). Furthermore, Cushing (2019) found that pupils enter key stage
3 with a set of grammatical terms but with little knowledge of how to apply them to

reading/writing.

1. RPlositionality

As a product of the @rammarless generationd | did not receive any formal instruction
in grammar throughout my schooling during the 1980s-90s. Without explicit knowledge
of English grammar, | was at a loss as to how to improve my writing. Through studying
sentence structures and clauses on an undergraduate degree in English Language
and Linguistics, | realised | could apply my logical and mathematical mind to identifying
patterns in language and understanding the rules that govern them. According to
Weaver (1991, p . 23) ONo matter how student
syntactic constructions and stylistic devices, or language conventions and editing
concepts, they wil!/l not aut omat ildeed, ittpokmak e wu
some time before | was able to apply this knowledge to my writing, as seen from the

following comments by my module tutor:

You must improve your writing. By trying to be too fancy, you produce
ludicrously convoluted constructions. Write simply. Also, write in sentences.
Someone as good as you at sentence analysis should be able to tell when a
sentence has no alpha [main] clause.

(Livesey, 2006)

| have now mastered the technicalities of writing and am interested to know if
understanding sentence structures through teaching grammar in context to writing and
pattern finding can help others to improve their writing. | am aware that this keen
interest, though drives my passion, may give me potential research bias, which | am

mindful of in my research as discussed in the methodology.
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1. RBes e ahicnbhs

In order the establish the value of the GPS test, this research project spans across ten
years. It includes previously unpublished data collected from a 2014 primary school in
a previous study and compares this to new data collected from a 2024 high school.
The research conducted in the 2014 study examined key stage 2 pupils, year 6, GPS
Test results (formerly SPaG), an analysis of their writing and an interview with a key
stage 2 teacher. For the 2024 cohort, pupils were given a GPS test to assess how
much linguistic knowledge has been retained since primary school, and a sample of
their writing was analysed to examine how much of this knowledge was applied in their
writing. Only the grammar and punctuation sections of the GPS test have been
assessed, as spelling was excluded to narrow the focus of the study. | am more
interested in how sentences are constructed and punctuated and whether pupils
understand how to punctuate clause boundaries, use clauses correctly, or if they use
non-sentences, run-on sentences or adverbs as conjunctions, as these are features

which affect how language is constructed and punctuated.

The research project will have two strands i a ) pupi | s Qreteatpmp dfi cat i o
grammati cal knowl edge anidandwill seeleta estaldisheshé per c e
following:
1. pupil sé application/retention of grammat
acquired through the GPS test, in their writing.
2. teacherso attitudes to teaching grammar
GPS Test.
3. the impact of the GPS test over the last ten years in relation to grammar
teaching and pupil knowledge.
The following chapters wildl review the it

attitudes to teaching grammar and the GPS Test. This is followed by a chapter
outlining the methodology, after which the findings will be presented and discussed,
then concluded with a summary of the findings and their implications.
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2LI TERATURE REVI EW
2. Qverview

Despite the contention around the benefits and usefulness of teaching grammar, there

has historically been a dearth of empirical evidence. Much of the research previously

reviewed focussed on how teaching traditional grammar and decontextualised

grammar have little effect on improving writing (see Andrews et al., 2004a) and is

therefore not as useful for present day conceptualisations of teaching modern

grammar in context. Myhill et al. (2011), however, and a later study (Marjokorpi, 2022),

have provided robust empirical evidence to show that teaching grammar can improve

writing when taught in context to reading and writing. The Myhill et al. (2011) study

was conducted now over ten years ago, and though new research has emerged since,

there is a paucity of research in this area, even less so on the GPS test. Research on

the test iI's based on teachersod perceptions
student outcomes, and therefore relies predominantly on memory and subjective

accounts with potential for bias (Cushing, 2019; Safford, 2016). In addition, lack of

teacher subject knowledge has been a perennial issue (Giovanelli, 2016). Watson

(2012; 2015) and Giovanelli (2016) provide evidenceon t eacher s6 percept
showed that teachers lacked confidence in teaching grammar and had negative views
around the term o&égrammar 6. No studies have
knowledge and its application to writing in primary schools or high schools. This
sectionwillreviews ome of t he evidence on teaching gr a

writing and testing.

22Devel opmdretag himg Gr ammar

The traditional view of grammar teaching is
|l idaydés (2012, p.12) view had o6little releve
been shdwmmprotve written composition nor hel |
guaged (Giovanel i and Clayton, 2016) , and
1960s declined (Hudson, 1994). However, repo
1989) and peod icywdarsekitfitv t owar ds KAdrHaudex pl i
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son, 2004) . Hall idaydés work on functional gr
tional approach to | angwegeri baokhi hg@gnhngemglka
t han prescribing |l anguage use (Giovanelli, 2

concerns regarding the absence of grammar te

of itist rodlel ed for a move away from traditic
approach to | anguage in use, taught i n conte
ti me ven the | arge body of wevi.delntc ep rroenfoutteidn gu
standing grammar through meaningful @aomtexts

KAL yet wunderplayed the significance of expl

sented a more devel opmental appwiokdut oother
any pedagdagitdalntss tianpl emdrtt aptrioovni ded a new |
stance, yet failed to draw on it nlgamgegdicc &lhe
evidence to support its newfound cl ai ms.

The Kingman (1988) report advanced the movem
sented a model for teaching English promotin
ock (1975) report which somewhat marginalise
a funktmodaeael of English based on a Halliday
and context, whilst avoiding rigidapheoaridpt
gr ammar twvhighirdcludedydrills, pr acti ce exercises and mer
rect ,yetmstill called for the need for rules
some ambiguity for educators and I i ke Bull oc
ance. |ts premise remained theoretical and w

Ref ortm (Ax988) and the Cox report (1989).

The Education Act 1988 specified a programme of study for children ages 5-16 and
was accompanied by the Cox report (1989) which set out the attainment targets and
provided a rationale for the knowledge about language approach, though chose not to
map the programmes of study to the Kingman model of language awareness (Carter,
1990). Knowledge about language was seen as a softer approach to teaching gram-
mar that would appealtot eacher s at the time who had bee
stricts the imagination, imposing a straitjacket of conventionsd(Cox, 1990, p.16). It
advocated that knowledge about language should become an integral part of the Eng-
lish and laid the foundation for standardisation of the curriculum. Acknowledging the
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ongoingdebate, Cox (1989, p.66) stated, o6that a cert
lost, and with it the valuable ability to talk and write explicitly about linguistic patterns,
rel ati ons a n,deflestivegoatimeiers where ®acting grammar had become
absent in many schools (Hudson, 1992). The report was met with disapproval from Mr
Baker, Secretary of State for Education and Science, as it did not sufficiently prioritise
grammar and there were questions over whether it would be published (Cox, 1991, p.
11). Despite the autonomy it gave, it was criticised for being too rigid and assessment
driven, and teachers were concerned that this would mean a resurgence in traditional
grammar teaching (Cox, 1991). This shows a clear tension between the government
and educator 0s i daddingto the pelisicalarirestt Yieteagain,ithe pro-
posals were theoretically based and lacked empirical evidence or a clear pedagogical
stance. Given that much research had refuted teaching grammar, many educators still

believed it was best avoided.

Cat er 6 s ( lagkadvledged dhe kelationship between implicit and explicit
knowledge about language and how implicit knowledge can be harnessed to aid de-
clarative knowledge. As Batalha (2022, p. 201
ucation is to develop the implicit knowledge that children already have and use into an
increasingly refl ect eChrtea(h980, 104 lefuteditraditidnal o wl e d g

grammar teaching to make way for Omodern gr a

i abl estgrl ceu md |a nfnoarr  tt leee

éthe entirely justif
e |l l owed tospykwegtammar appa

should not b a

Newtyle grammar is functionally orientat

responsival tpuspases. |t provides a basi ¢

awareness of and knowledge about | anguage

tivating as well as relevant to the main
The LI NC was set up in response to both the
which called for teacher training to provide
tation of the NC (Carter,1990). I't adopted a
andupsported teaching grammar i n context. Th
proach to | anguage founded on | anguage as a
Halliday6és work. However, it was never offic
tive | i mguwihstdiiadds nwt align with the gover nme
usage, though it was made available to prof
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understanding of | anguage awareness, | anguac
contextual meanienrgf Wl99WMgy Gi(o@anel l i, 2014) .
adopted as yet again it waempbiasiecdal o ne vti deemrcye
efficacy of functi onalndamprumageh easviatme nleagsg ua g

|l iteracghiwtreduinged subject knpowhedbewas | aojg

that. tWmat 1i1s clear throughout this period I
tion on how grammar might be taught. Whil st
omy, it | acked clear guidance, required spec

totenpretation and preference.t hleo dgfouvretrhnemre ni
thwamangdnew initiativest ot &Ghigdsr ameetl lal,i @O 1w

Halliday and Carter were influential in the notion of teaching contextualised grammar,
where grammar is taught in context to reading, writing and speaking. Rather than
learning rules and definitions, it focuses on how language works and functions to make
meaning. According to Cushing and Helks (2021, p.239-240):

Decontextualised grammar is typically associated with labelling grammatical
constructions at word/clause-l e v e | , Aaccuracyo of wusage i
ing Aruleso in artificial examples, where
t owar ds f cahiogilicke Between grammar, discourse and meaning
through examples, authentic texts and classroom discussion.

Focussing on a functional Hallidayan approach helps to avoid decontextualised dis-

cussion of grammar (Carter, 1980, p.10), which was the premise of traditional gram-

mar teaching. Kingman (1988, pp. 131 14) acknowledged the relevance of contextual

grammar within his framework stating that:

Information about language structure is most effectively made explicit at the
moment when it is useful in real communication, so that the explicit statement
consolidates the implicit awareness and effective learning occurs.
Contextual grammar was a move away from labelling parts of speech (Cox, 1989,
p.73). However, empirical evidence on this approach and a pedagogical strategy was
lacking at that time. Later, Weaver (1992) laid the foundation for reconceptualising

grammar taught in context and provided examples from her classroom practice.
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As discussed, previously, insufficient evidence existed on whether teaching grammar
improves writing (see Elly at al. 1975). The EPPI Review (Andrews et al., 2004a)
reignited the political grammar debate and the benefits of teaching grammar were

once again questioned. The review claimed that:

there is no high-quality evidence that the teaching of grammar, whether

traditional or generative/transformational, is worth the time if the aim is the

i mprovement of the quality and/or accurac
(Andrews et al., 20044, p.4)

It is somewhat incongruous, however, to hypothesise in the first instance that teaching

grammar in isolation to writing would improve written composition. As Cox (1989, p.77

pointsout, 6 An erroneous assumption is the belief
guistic terminology is to help children's wr
but it i's not the only purpose, ,Andeewslatg.er haps

(2004a) do go on to state that teaching grammar may have some merit in terms of
knowledge about language and how it functions (Andrew et al. 2004). Therefore, it

may still be of value in other contexts. Indeed, a study by Green et al. (2003) showed

t hat | mprovements have been seen in pupilsbé
reintroduced into the NLS in 1998.

The studies reviewed by Andrews et al. (2004a) included pupils from age 5-16 years
old, though many of the studies were dated and focused on showing that traditional
approaches to teaching grammar did not improve writing (e.g. Elley et al., 1975) and
are therefore not relevant to modern-day grammar teaching. Strict inclusion/exclusion
parameters were applied to the selection of papers to account for research bias,
though it is worth noting that it includes research from the USA and New Zealand
which may not be comparable to the UK. The review includes few quantitative studies
and therefore conclusions are somewhat generalised. Much of what was reviewed can
be discredited due to focussing on oO0traditio
in standalone classes. They do not make a full assessment of teaching modern gram-

mar, unlike the Myhill et al. (2011) study, which focuses teaching grammar in context.

Jones, My hi | | and Bail ey (2013, p . 1243)

underpinned by grammati cal understandingbé6. T
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help pupils to understand how to structure and punctuate sentences appropriately.
The Myhill et al. study (2011) study, which looked at the effect of teaching grammar
on written composition, provided the first statistical evidence to support the theory that
teaching contextualised gr ammacrucial eMdenoeves pu
absent from the previous theoretical stance over the preceding decades. The project
teaches grammar in context to reading, writing and speaking, and compares an
intervention group to a control group. The randomised controlled trial (RCT) included
32 teachers and 32 schools with age 12-13 pupils. Both qualitative and quantitative
data were collected including three observations per teacher, teacher and student
interviews, base-line and post-p upi | test s, and tests of t
knowledge (Jones, Myhill and Bailey, 2013). The research indicated that the
intervention, however, helped the O6abl e pupi
et al., 2011, p.12), which may leave questions regarding how grammar should be
taught for pupils most in need of support. The researchers identify several possible
reasons for the lack of a positive outcome for less able writers. The materials were
perhaps aimed at higher-level pupils and there was little room to adapt the materials
to suit less able writers (Jones, Myhill and Bailey, 2013). Additionally, a number of
covariates need to be considered, as poor teacher Grammatical Subject Knowledge
(GSK) and schools graded as Satisfactory by Ofsted were found to negatively impact
the success of the intervention (Jones, Myhill and Bailey, 2013). This is an aspect that
the EPPI review failed to take account of (Myhill et al. 2011). They suggest caution
with seeing RCTs as the golden standard in educational research due to the variables
in this kind of research. In addition, it is important to note that this study focussed on
pupils aged 12-13 whereas the main focus for teaching grammar in the NC is from age
6-11. Further research which includes teachers with a good level of GSK and room to

adapt materials to speci fiexenncoefrotiult / pupil so

In contrast to the Myhill et al. (2011), a study by Wyse et al. (2022) focussed on
younger pupils age 6-7. Again, this was a RCT study including a large sample size
with 74 schools and 70 teachers. Conversely, Wyse et al. (2022) found that teaching
grammar di d not i mpr o v eevepgheless, lingpfove wantenicea n g . I
generation, but this was not statistically significant, although the researchers noted
that the latter was 'encouraging’ (Wyse et al. 2022). The study involved teaching

grammatical terms to pupils, in line with the NC, which were applied to their writing.

18



This approach appears contrary to using implicit knowledge to aid declarative
knowledge. Moreover, given that grammar has now been taught as part of the
curriculum since 2014, with an emphasis on it being taught in context to writing, it is
unclear how much the intervention would have differed from the control group, or what
measures were put in place to account for this. It may be assumed that most teachers
would either teach grammar in context and/or decontextualised in standalone starter
lessons since the implementation of the GPS testin 2014. Indeed,in Cus hi ng
study, 80 participants reported a significant change on a scale of 5-7 in teaching
decontextualised and 50 respondents reported a significant change in teaching
grammar with literacy, that is, contextualised grammar as outlined by the 2014
curriculum. Safford (2016) also reports that there has been an increase in teaching
both contextualised grammar and decontextualised grammar, either through
standalone grammar/punctuation classes and test practice, since the implementation
of the GPS test. Therefore, grammar is a core focus of the curriculum where all
teachers are now expected to teach it and so it would be likely that teachers would

now have some knowledge of grammar.

Unlike the Myhill et al. (2011) study, the teachers in the Wyse et al. (2022) study had
some training in grammar and the twelve teachers observed were found to be

confident in teaching grammar. The success of the Myhill et al. (2011) intervention

0

S

(2

depended on the | evel of teachers6 gremmatic

a. (2022) study, teacherdés Il inguistic knowl e

number of observations were carried out. Therefore, it is not known whether the
training provided was sufficient in giving teacher's essential grounding in grammar and

whether this was reflected in practice across all teachers.

Cox (1989, p. 76) agrees with Kingman (1988)

for |l earning: they can consolidate implicit
rationaled6é. One of the questions regarding m
throughout the debates is how much grammati c:
point should it be taught. According to ng
eéthe evidence we have received stresses t
mainly through an exploration of the | anc
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exercises out of context. éBefore 1960, i
of speech, sentence structure and punctu
exercises unrelated to the child's

reall n
Ri chmond (1990) postul ates that it i s thro
appropriate terminology can Ge(1N30C)odwareld. il
(2018, p.11) provides a compelling stance t
supersedes the need for l earning metalingui
met al anguage is closed knowl edgef thhaast npoo iorbtvsi
application t ok nworwil teidngged . a bTohuuts | anguage mu s |
terminol ogyodwmnedeat nmeani ngf ul points throu
a pupil és implicit grammati cal knowl edge.
Hudson (2006) believes that grammatical tern
studentsé writing, though it does indirectly
they may observe grammatical structuriensg i n r
( Hud s on, Acr@ingsg Marjokorpi (2022, p. 2621), who carried out a cross-
sectional study on L1 |l earners in a Finnish

attention to language, and this attention-paying is facilitated by teaching of grammar

as it provi des necessary <conceptual tool so.
metalanguage to discuss writing, which is useful for both teachers and pupils (Myhill,

Jones and Watson, 201 3; Fontich, 2016) . As

undoubtedly useful for teachers to be able to refer to features of pupils' work when

they are correcting it or trying to help pup

important tool for both the teacher and pupil.

As the focus of the Wyse et al. (2022) study was on younger children, who may not be
at an appropriate age to conceptualise grammatical terminology in relation to writing,
it remains unclear on the usefulness of teaching terminology for older pupils aged 8-
11. Regarding teaching English to young second language learners, Nguyen (2018,
p. 14) claims that6i n t er ms of t heir cognitive growt
confused by | essons containing abstract congc
fairly abstract; take, for example, nouns which include physical objects but also
abstract concepts. Age-appropriate pedagogies need to be considered for young

|l earner s whi ch coul d incl ude 6artistic acti
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storytellingd (Nguyen, 2018, p . 14), al |l of
ways of engaging and helping younger children learn. This might suggest that further
research is needed on older children and age-appropriate teaching materials for

teaching grammar for different age groups.

Wyse et al. (2022) call for a review on the amount of grammar taught in the curriculum

and claim current practices may not be the best way to help pupils learn how to write.

Il nterestingly, in the first iteration of the
terminology should be included as they felt
teaching and assessment.®é6 (Cox, 1989 rsp. 79).
however, this resulted in many choosing not
rep¢did®s88), he provides only eighteen exampl
included. The 2014fo NCt atnud ruyd etse remsg hwhyi ch bot
pupmust | earn. It seems weMyllllreeal. 2011y suggest t wo e X

that metalinguistic terminology may have been a barrier for the less abled pupils and
that teaching grammar via Opattern findingo
Bailey, 2013). Though focused on second language learners of English, Moon (2000,

p. 107) found through classroom observations that:

éeéyounger children (up to about eight or n
interaction with others. They do not naturally pay attention to the form (words)

of the language. However, awareness of the underlying language system and

the natural pattern in language can help them to achieve higher levels of

language ability eventually.

This suggests that teaching grammatical terms may deter some learners and gives
credence to teaching grammatical terminology at appropriate ages. It is worth noting
that Halliday (2012) suggests that grammar should be taught at secondary in year
10/11, rather than primary. The current iteration of the NC has chosen to do this in
reverse and frontload complex grammar at t he
perhaps they do not have the mental maturity to understand such concepts in relation
to writing. The primary curriculum appears to be more prescriptive, whereas the
secondary curriculum is more descriptive, which has led to a disconnect between the

primary and secondary NC (Cushing, 2019; Cushing and Helks, 2021),
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ever al iterations to accoswswed or ch
y highlighted by Cox (1989, p.81):

, for exampl e, only at best very a
of persons, pl aces or things", or
nstances it iIs not true at all . As
dge gaibaggwet ilnant he secondary school 1
ence that some simple working def.
t of the complexity of | anguage str
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Pupils tend to perform less well in writing than in reading, maths and science (DfE,
2012) which has promoted much of the reforms on writing in the NC. As Myhill (2005)

states there has been plentiful research on the topic of reading but much less so on

writing. According to the DfE (2012a, p.7), &riting is a complex task. It requires the

coordination of fine motor skills and cognitive skills, reflects the social and cultural

patterns

of the writeros time and itsisaal so |

mul tifaceted skill involving 6éthe skills of

construction, and paragraph writing (Santangelo and Olinghouse, 2009, p.15). Walters
et al. (2021, p.1826) state that -gdrécewritemi | ity

sentences develops around seven to eight years of age in typically-developing

children.
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development of 67 7-year-old children prior to this level of development. The
acquisition of these aforementioned skills is essential for producing good quality
writing and pupils who do not master these skills may experience setbacks

(Santangelo and Olinghouse, 2009).

What counts as 06goodd writing may be somewha
a piece of writing which engages the reader through good style and content, and to

another it might be a piece of writing where sentence structure and punctuation are

used accurately. Myhill (2021, p.273) reflects on the current specifications in the 2014

teacher writing assessment at key stage 2, which has resulted in:

ésome teachers deflecting attention away
grammatical choice and rhetorical effect [as] they conveyed a message that

Afgoodo writing must include certain gr ami
the passive, or even more bizarrely, nouns and verbs.

This means that teachers may focus more on grammatical features as opposed to
making meaning from texts. According to Walters et al. (2021, p.1826) o]
syntactically-c or r ec t sentences characteri se compet
Olinghouse (2009, p.17) al so claim that 0S|
sentence structures in their writing, ranging from simple to more complex syntactic
structures, 6 whereas |l ess skilled writers me
use fewer complex sentences. However, a pupil might use overly complex sentences
and so this might not be a good indication of skilled writing in some instances. Myhill
(2005) posits the view that our main concern with teaching writing skills should not
necessarily be accuracy in writing but rather sentence construction and sentence
complexity. This lack of consensus of what good writing is and ambiguity makes

assessment of writing problematic.

Various approaches to teaching writing and ¢
decadeox. (1989) proposes Bruner ds Discovery 1

pedagogtircamattegy and provides an example of wh

and are then taught the | inguistics terminol
studeant er ed-bagediuimoy el of i nstruction, wh |
prob$teimvisg $kiflbcusses on facilitating | ear
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Research on the area of O6épattern findingd m
language and writing (Hunston and Hang, 2019; Lu and Lui, 2020). Advances in cog-

nitive and psycholinguistics show oO0that | ancg
tion of grammati cal constructionsd and gram
sentation of grammatical pate r ns 6 ( Yan and Li, 2021, p.21).

knowledge of the patterns in language can help make declarative knowledge about
language explicit (Hudson, 1994). A study by Yan and Li (2021) on L2 learners in
China used computer assisted learning to help students understand the patterns in
language. Students outperformed those in the traditionally taught group on grammar
post-test scores. As this study was carried out with L2 learners, it would be interesting
to see if the same results would be shown in L1 learners. This approach is in line with

Bruner6s Discovery Learning (1961).

Sentence combining is another strategy which has garnered support (see Andrews et
al., 2004b), and is defined as:

A teaching technique for linking sentences horizontally, i.e. not via their
meaning or sub-grammatical character, but with connectives (e.g. conjunctions)

or syntagmatically (see 06synt aeqedding c 6) . I
and other techniques for expanding and complicating the structure of
sentences.

Schumaker and Sheldon (1998) propose that this involves a student rewriting and
drafting to produce more syntactically complex sentences. Students practise
combining similar sentences to produce a similar complex sentence and then practise
this in their writing. This approach helps students to understand the patterns in
language and avoids the need to use specific metalinguistic terminology. However,
terminology on clauses and conjunctions would be useful and so perhaps there would
still be a need for some metalinguistic knowledge. Andrews et al. (2004b) provide
evidence that sentence combining can have a positive outcome on writing. Although
the studies reviewed were mostly from Canada and the USA, results showed a positive

outcome in immediate post-testing, but attrition was noted with delayed post-testing.

Limpo and Alves (2013) showed positive effects for sentence combining where
students combined a greater number of correct sentences than the control group. A

more recent study by Telesca et al. (2020) found that pupils were better able to
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distinguish different sentence types when taught sentence combining more aptly than
the control group but no significant outcome was found in writing quality such as using
syntactic forms of connectives and longer sentences. They suggest modifications for
how this might be taught better for future research. Another study by Walter et al.
(2021) found successful outcomes with sentence combining for struggling writers,
though it was seen to have more impact with students with low readings scores rather
than low spelling scores. However, one limitation of this approach is that producing
longer sentences does not necessarily make for a better piece of writing (Myhill, Lines
and Watson, 2011) and it could encourage students to produce overly-complex
sentences. Studies on sentence combining show that more empirical studies,

particularly longitudinal studies, may prove useful.

Whitehead (2007, p . 60) states that Oplayin
activities for the emerging reader and wri-t
Robinson (2003) with a group of reception children explored the role of socio-dramatic
play and writing. They facilitated socio-dramatic play by opening a make-believe
garage which exposed pupils to literacy organically and prompted writing activities
such as applying for planning permission and filling out forms, letter writing, advertising
and keeping records in accident books. They argue that these are more useful genres
of writing for the real world than composing stories and poems, which is often the main
focus of the NC (Hall and Robinson, 2003). Creative writing often employs less formal
writing, whereas the genres which the pupils were exposed to in the Hall and Robinson
(2003) study used more formal writing. As supported by Moon (2000), it is through
interaction that pupils become motivated to write, and this process becomes far more
engaging when relevant to the real-world contexts. These approaches support active
learning pedagogies and discovery learning, which may be more useful for pupil
motivation and engagement in writing. Strategies such as these could be used to

explore knowledge about language in meaningful and exploratory ways.
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24Teachersd Perceptions of Teachi
Subject Knowl edge

Teachers' lack of subject knowledge in grammar has been a perennial problem and
little support and training has been provided for teachers who lack linguistic knowledge
(Cushing, 2019). Both Kingman (1988) and Cox (1989) impressed upon the impact
that the policy reforms should have on teacher training, but little transpired from their
recommendations. Halliday (2012) also stressed the importance of teachers having a
good understanding of how language works and called for the need for teacher training
designed by linguistics. Ofsted (2012) found that teachers with limited subject
knowledge impacted the quality of grammar teaching. Giovanelli (2016, p.186) states
t hat there have been o6particul ar i ssu
identitydé in initial teacher training

been shown to affect their teaching methods (Watson, 2012). Students with no
background in linguistics and little or no knowledge of grammar have been traditionally
recruited onto primary PGCE courses (Myhill, Jones and Watson, 2013; Giovanelli,
2016). Blake and Shortis (2010) found that PGCE Secondary English providers
preferred applicants with degrees in English Literature or combined English Language
and Literature, and degrees in English language were taken less seriously. The
repercussions of this have been noted in several studies (Myhill, Jones and Watson,
2013; Watson, 2012; Watson, 2015; Giovanelli, 2016; Stafford, 2016; Cushing, 2019).

Giovanelli (2016 p.190) found that many teacher trainer candidates were from the
grammarl|l ess generation and that many

terminology, struggle to see the value in developing their own subject knowledge, and

ng Gr

es r el

progr a

Obegi

feelincredi bl y anxi ous©od. Hi s study o-fivepexentofier tr e

candidates had 6no background in | angu
recent study by Merisi, Msani and Mba

may still be an issue.lMyhill, Jones and Watson (2013) found that teachers who lacked
GSK negatively impacted the outcome of the intervention Merisi, Msani and Mba
(2023) looked at the effect of prior education on teacher beliefs and showed how this
can have pedagogical implications for PGCE course content and teaching practice.
The study shows how preconceived ideas of how grammar should be taught can lead

to traditional approaches being utilised (Merisi, Msani and Mba, 2023). Negative
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educational experiences of being taught

confidence of teaching grammar, similar to Giovanelli (2016). Although this was a
small study based in South Africa, the researchers suggest their findings may have
implications for other global PGCE providers. It can be seen that a good level of GSK
and confidence in teaching modern approaches to grammar are important factors for

pupil sé success.

ITE programmes have a pertinent role to play in providing the necessary training for
teachers to teach the language components of the NC (Giovanelli, 2016). PGCE
courses typically only spend a small amount of time teaching grammar on their
courses (Giovanel | i , 2016) . As Meri si, Ms ani
assumed that [PGCE students] already have acquired knowledge of the subject from
their undergraduate studies?o. A study
seven classes on grammar to English and Drama PGCE students, found that one third
had not reached the required level by the end of the short course. Many of the students
in Merisi, Msani and Mba (2023) study felt they were inadequately equipped for
teaching grammar and requested more content knowledge of grammar to be taught
on the two-week course. They found that students would often use a literary approach.
They assert that two weeks on grammar
needs and highlight that it is imperative that training providers prioritise not only
pedagogical expertise but also subject knowledge (Merisi, Msani and Mba, 2023,
p.1180).

A review of the government teacher training (DfE, 2019) and a current teacher trainer
provider shows that this may still be the case for the UK. In the Initial Teacher Training
core content framework, the government require that training providers explicitly teach
phonics and maths, but not grammar (DfE, 2019). Grammar seems to be assumed
knowledge and there is no requirement for it to be explicitly taught to trainee teachers.
However, as seen from the research, many teachers have not been taught grammar
or may have negative views of grammar which can impact how well grammar is taught
(Watson, 2012; Myhill, Jones and Watson, 2013). Furthermore, Subject Knowledge
Enhancement courses are currently only available for chemistry, computing,
languages, mathematics and physics (DfE, 2024). A major provider of teacher training

courses does not appear to teach grammar explicitly as part of their course
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programmes (Edgehill 2024a; 2024b). Course content tends to focus on pedagogy
rather than subject content. Finding this information for course providers was
challenging and so this may not be the case for other providers. It is also worth noting
that teacher training courses for primary have thirteen topics to cover with a heavy
focus on phonics, which leaves little room to cover grammar, only one small aspect of
the primary curriculum. Nevertheless, it could be argued that this is one of the most
important subjects in the curriculum as good literacy is needed for success in other
subjects. Furthermore, Giovanelli (2016) highlights the shortcomings of School Direct

programmes where trainees may receive even less exposure to subject content.

Safford (2016) reports that many teachers have had to learn grammar whilst teaching
it, due to inadequate knowledge for the GPS test. During the first year that the GPS
test was implemented, teachers were desperately trying to grasp the new terminology
and were given no formal training on the best way to teach grammar (Safford, 2016).
It is not enough for the government to change policy and curriculum, training on subject

content knowledge and how to teach it also needs to be provided. The Safford (2016)

study, based on teachersd perceptions of

and surveyed 170. No lesson observations were carried out and they had no control
over who completed the surveys as they were posted on forums. Thus, the data is
based on memory only and subjective accounts which may contain bias. However,
through lesson observations, Jones, Myhill and Bailey (2013, p.90) have also found
that teachers lacked GSK and that having grammatical knowledge was not enough:
O6pedagogical content knowledgedé was al

the knowledge to teach grammar, but also the pedagogical knowledge on how to teach

grammar.

Giovanellid $2016) study provided an extended programme on language for teacher
trainers where previously the course had only spent three to six hours on the subject.
The initiative was based on a Kingman model of language and encouraged trainees

to reflect on language use and pedagogy. One teacher trainee commented that:

Grammar was Situated in context and
This enabled, then, my knowledge of terminology to develop but also, perhaps
more importantly, my interest in grammar is a tool and a resource for linguistic
analysis. At the same time, the session did reinforce to me the necessity of
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subject knowledge and made me realise that a more developed understanding
of grammar could enable me to say what | wanted to say and teach what |
needed to teach within the classroom.

(Giovanelli, 2016, 193-194)

By modelling what teaching grammar in context can look likes in the classroom, it
immerses the trainee in the subject and shows them the pedagogical value of teaching
grammar in context and how it might be done. This shows that meaningful subject

content can help teachers see the value in knowledge about language.

Since the introduction of the GPS test, grammar has now become a greater focus in
high school at key stage 3 and 4 as pupils are now entering high school with a good
knowledge of grammar (Cushing, 2019). Cushing (2019) interviewed 24 teachers and
surveyed 275 and found that pupils at key stage 3 have good grammatical knowledge
and could tell aptly the function/form of a word, but not its semantic meaning, and had
little idea of how they might apply that knowledge to their writing. This poses
challenges for key stage 3 teachers who may not feel confident in teaching grammar
as has been seen by Watson (2015) and Safford (2016). Cushing (2019) and Cushing
and Helk (2021) suggest that there is no coherency between curriculum policy at
primary level and secondary level and no guidance is given on grammar teaching
pedagogy meaning grammatical terminology is often taught decontextualised. This
shows a lack of substantial training has been given at both primary and secondary

l evel and this i mp aofhosvgranenaicshoald be augptaendtherp t i o

confidence in teaching grammar.

25The Efficacy of Testing and The

Test-enhanced learning (TEL) refers to the observation that testing can improve
knowledge retention and recall, more so than studying alone (McConnell, St-Onge and
Young, 2014). However, how and when knowledge is tested can have greater or lesser
impact on retention of knowledge and memory recall. Testing knowledge immediately,
for example, the next day, can improve retention of knowledge and recall of knowledge
at a later date (McConnell, St-Onge and Young, 2014), known as the Testing Effect.

The type of testing may matter in terms of retention of knowledge and understanding.
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Multiple choice questions (MCQs), which involve identifying the correct answer, may
not be as beneficial for long-term memory and deeper understanding of content
knowledge, as pupils may guess the answer by a process of elimination and tests
expose pupils to multiple incorrect answers. Recall, via short answer questions, has
been shown to better for long-term memory (McConnell, St-Onge Young, 2015). The
GPS test is a mixture of MCQs and short answer questions i three quarters are MCQs
and one quarter short answers compromising of mostly one-word answers i and so it
is predominantly a MCQ test. If the goal of the test is for retention of knowledge and
long-term memory recall, this may not be the most beneficial way to test pupils as
much of the information may be lost post-testing. As grammar is not tested at
secondary school, it is unknown how much of this knowledge is retained past key
stage2. Furt hermore, the GPS does not test

writing.

According to Brundrette (2009), UK children are some of the most tested in the world,
the costs are great and the money could be better spent. In relation to the SATS test,
Brundrette (2009) claims that it places considerable stress on children and teachers
who spend far too much time preparing for tests. Age 7-11 is an ideal time when
children want to learn and focusing on testing at this time may be counterproductive
(Brundrette, 2009) . Contrary to this,

perspective, pupils enjoy learning grammar and taking the GPS test, though evidence
was found of teaching for the test. Brundrette (2009) proposes that children’'s progress
is assessed to inform teaching and learning rather than league tables which serve little
purpose. Given that immediate testing has shown to improve recall of knowledge
(McConnell, St-Onge and Young, 2014), perhaps this gives credence to mini-tests
throughout the year which can be used to assess learning and be less stressful for

pupils.

As the GPS tests results are made public and are used as a judgement on how well a
school is performing, this may put pressure on teachers for their pupils to perform well.
The GPS test has been found to influence how grammar is taught and can lead to
teachers teaching for the test (Safford
remember what the terms mean [e.g. adverb, preposition], you stand more of a chance

[on the test] (Safford 2016, p.12). This can lead to feature spotting and basic labelling
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of words leading to a surface approach to learning grammar (Cushing, 2019). High-

stake tests can distort pedagogical priorities, leading to pupils viewing grammar as a

means for passing a test (Cushing and Helk, 2021). Indeed, Myhill (2021, p.273) states

that oOovarious studies signal how national as
on how some teachers i mpl ement grammar as
Nevertheless, Hudson (2014), who has been a major influence on the content of the

GPS test, statesthat , gi ven the <curriefnti tedsu cradti otne gtod d
taught 6. Therefore, the test is favourabl e
Teachers do not agree on whether the test helps to improve language and literacy,

though their confidence in teaching grammar has increased since its implementation

(Safford, 2016).

The GPS assessment exemplifies a wider shift in educational policy towards
performativity and accountability, in which grammar is framed as a series of testable

conventions rather than as a resource for making meaning from texts (Cushing, 2019;

Myhill, 2021). Cox (1989, p.82) was opposed to the testing of grammar, stating that

6terms should not be tested out of contextd
This has |l ed to many teachers including 06de
(Myhill, 2021, p.273). The test focuses on identifying formal features of language and
metalanguage. The examples are invented, decontextualised and not reflective of
everyday |l anguage use. Some might argue that
gr ammar 0 a nethiniscangad thel dyill-like exercises pupils would complete in

traditional grammar. As Carter (1990, p.105) points out,
woul d have been q utest Rdgsamrhaois mptdestédeatrhigh sphod, t

this has led to a disconnect between primary and secondary school (Cushing, 2019,

Cushing and Helks, 2021). The GPS assessment at key stage 2 remains a source of

contention and perpetuates inconsistencies in grammar teaching practices at key

stage 2 and 3 (Myhill and Watson, 2014).

26The Present Study

Teaching grammar in context to writing, reading and speaking has been a central
theme of the NC in 1988 since implementation. The debates on teaching grammar
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have been rehashed over the years, but it remains to be seen if pedagogy is any closer

in enacting the recommendations for teaching contextual grammar which have been
longstanding since the 1970s (Kingman, 1988, Cox, 1989, Carter, 1990). Ther e has
been a | ack of correlation between grammat.i c
Given that writing is such an essential skill for all areas of the curriculum, it is unclear

why little evidence exists on writing interventions, particularly ones which focus on

mechanics (see Slavin et al., 2019). It is worth noting that none of the studies exam-

ined in this review were longitudinal and the impact of teaching grammar on written
composition on the entirety of a pupil ds edu
evidence presented, pedagogy needs to be evidence-based, not founded solely on

theory and perceptions. Teaching grammar should be done in meaningful ways, taught

in in context through active exploration and avoid feature spotting, aligning with a func-

tional and Hallidayan approach (Carter, 1990; Myhill et al., 2011; Myhill, Fisher and

Lines, 2012). Furthermore, it is essential that teacher education integrate subject con-

tent on grammar as well as appropriate pedagogies for teaching contextualised gram-

mar to be effective (Giovanelli, 2016; Myhill, Jones and Watson, 2013; Merisi, Msani

and Mba, 2023)

My project will make a distinctive contribution by filling the gap in the literature regard-
ing the value of the GPS test nearly a decade after its implementation. Though the
present study is not longitudinal in strict measures, it does explore the impact on GPS
teaching at the end of pupilsd schooling wh
level. The 2014 findings examine the impact of the GPS test on pupils age 10-11 and
the 2024 follow-up study explores the value of the GPS test on a group of 15-16 year
old pupils and whether teacherso6 perceptions
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SMETHODOLOGY, DATA AND ETHI C/
CONSI DERATI ONS

31Met hodol ogy

3..1Research Design

The project spans over ten years, though as it does not follow the same cohort of
pupils, it is not a longitudinal study as such. It is complex study and more akin to a
comparative cross-sectional study comparing two different cohorts at two separate
points in time i one cohort when the GPS test was first implemented with pupils at the
end of their primary schooling, key stage 2, in 2014, and the second cohort at the end
of the pupil sbé schod wvhowauldhakeehgd GPS atiyibesfdlom i n 20
the beginning of their education. It provides a snapshot of the usefulness of the test at
two different points in time. The comparative analysis compares the GPS results and
an analysis of the pupilsowriting for both cohorts. It then compares the 2014 data to
the 2024 data to assess the legacy of the GPS test and how successful the
government 6s initiative has been. Two i nte

conducted to triangulate the data.

Thus, the research project uses a mixed methods approach with two separate cohorts:

1. a 2014 cohort with data previously collected from a primary school with year 6
pupils.

2. a 2024 cohort in a high school with year 11 pupils conducted in the spring term,
2024.

The project has two strands:

a) a quantitative and qualitative analysis
and written work (to address aims 1 & 3).

b) a qualitative exploration of teacher perceptions of the GPS test and teaching
grammar via structured interviews (to address aims 2 & 3).

The aims of the project were to assess:

1. pupi |l s6 application/retention of grammat
through the GPS test, in their writing.

2. teacher attitudes to teaching grammar since the implementation of the GPS
test.
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3. the impact of the GPS test over the last ten years in relation to grammar
teaching and pupil knowledge.

The study wutilises triangul ation of dat a, b
teacher interviews, an analysis of pupilsdé w
sul ts f oQuegmatpietratliive and qualitative methods
used to Osupport and inform each other 6 ( Mil
Dornyei, 200&ri angdlation of data serves O0as

eses by examining them through multiple meth
ensugesater validity of the results a8 it pr
and helps to address dahg potangubhbhtsobjett drx
duce any inherent bias due to my particul ar
rience of how |l earning grammar haTsh eh entipxeedd t

met hods approach should yield a more thoroug

providing evidence in relation to all three
tttative) and O6colourd (qualitative) (Well i ng
31l2Data selection and coll ection

Strand1: A quantitative and qualitative analysis

written work
The data collected in the 2014 primary schoo
was the first GPS (formerly SPaG) test to b

di fferent Ofsted ratings were to be sed ected

in the |l ocal area, no school was able to col
2014 school was subsequently facilitated thr
School Governor. A sample of eighteen pupi l
forfyve pupils from different bands based on
2 and six at | evel 3. This ensured that the
assigned by the teacher based on pupil attai

The 2024 high school was selected due to th
school regarding delivering a careers sessia

of el even pupils i n year 11, i n their final
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teacher and the study was conducted in the
cohort was smaller than the 2014 cohort due

from the curriculum at the time of their GC

setls. El even were selected by thefoemacwere.l
mal e and 7 were femal e. Due to the difficul
at GCSE |l evel, the distribution across sets

pupwilth SEN, three from set 2 and two from s
regarding the specific SEN of the two pupils

have received grammar instruction from year
ricul ubnr owagsht i n during 2014 and would have
taken the GPS test in 2020 as shown in table
Age |Year Keyt age [Test s Year fornYear f of
cohort cohort
4/ 1]JPri mar [Foundait i
ke yst age
4/ 5 Recept|FoundatiTeacher/2007/ 082012/ 13
sessmen
5/ 6 |Year 1|Keywtage [Phonics2008/ 092013/ 14
screeni (2014N6Q¢
6/ 7|Year 2 |Kegtage [SATS 2009/ 102014/ 15
7/ 8| Year 3|Kegtage 2010/ 1112015/ 16
8/ 9|Year 4 |Kegygtage 2011/ 12 |2016/ 17
9/ 1(Year 5 |Kegtage 2012/ 132017/ 18
10/ ]Year 6 |Kegtage |[SATS / 2013/ 14,2018/ 19
(first
11/ ]Second|Kegt ag<l
11/ JYear 7 |Keygtage 2014/ 152019/ 20
12/|Year 8/ Kegygtage 2015/162020 [/ 2
13/ |Year 9 Kegtage 2016/ 172021/ 2
14/ |Year 1l Kegtage 2017/ 182022/ 2
15/ |Year 1 Key st aGCSEs 2018/ 192023/ 24
Table 3.1. The educational background
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Strand 2: A qualitative exploration of teacher perceptions of the GPS test and

teaching grammar via structured interviews

Thi s second strand of the project i s
perceptions, thoughts and feelings regarding the GPS test and teaching grammar. It
involved interviewing the 2014 primary teacher two years after the new curriculum and
GPS test was implemented and then subsequently in 2023 with a follow up interview.
Interview questions used drew on the Myhilletal. ( 2011) study and
work on teachersodé perceptions, the val
writing. The teacher was provided with the questions prior to the interview. The 2016
interview was carried out face-to face and was recorded. The 2023 interview was

carried out via teams and was recorded on this platform.

The 2016 interview focussed on:

a) how the teacher felt about teaching grammar and its focus in the curriculum.

b) his preparedness for teaching grammar.

C) his views on the on the 2014 curriculum and the GPS test

d) how clear he thought the glossary definitions were for teaching the new
curriculum.

e) how much time and effort the teacher had to commit to learning grammar in
order to teach it.

phenc

Wat s

ue of

Il nformation on the teacher dsverstyio additon ton a | b a

degree level and PGCE provision) was obtained to help better understand the

challenges that the teacher may have faced when teaching grammar. A lesson

observation wa s carried out to examine t héeflhet eache

follow-up 2023 interview was compared to his previous interview to address aims 2
and 3 and establish how his perceptions and classroom practice may have changed
over the last ten years. This is the only longitudinal aspect of the study. To complement
this, the project was to include an interview with 2024 high school teacher using
tailored questions relevant to issues pertaining to grammar teaching in high school.
Unfortunately, due to maternity leave the teacher was unable to participate in this

aspect of the study. Questions given in the interviews can be found in Appendix D.
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3.Rat a

3221 2014 Primary School

The primary school is a state community schc
therefore adheres to the NC. According to t
school , rated by Ofsted4pas gndda B2gbpoiddascshe
dence of outstanding teaching, at the ti me
report noted that o&échildren generally enter
that are below the expected | evel fmguddeir
and |literacyo, but stated that 6as a result
early |l earning goals expected for their age

to state that Ogkeosiapesgrineanda®r ensures t hat
tainment overal/l by the time pupils | eave Y
achieving well in terms of pupilsd attainmen
in placewiadescihmioli appoett oebhehprs with the n
GPS test and 2014 curricul um.

According to the DfE, in 2013/14 the school
total of 313 pupils. The percentage of pupi/l
and maths was 1% below the national average
of boys and girls, with a higher than the nai
8.3 % and | ower than the national average (1
first | anguage, at 11.6%. The percelNF&H¢ of
was 10. 9% significantly below the 18% nati o
are generall y-eocohormiroanl Isywcdiosadvantaged bacl
class at key stage 2 was chosen for the stud

test at the end of the year. The -fcilvaes sp unwpaisl sl.c

32.2 2024 High School

The 20i2gdh  scchhoosceln f or t h eh addahtea sCaonsel edt s bandi r
rated as good in 2023. It is a state communi
and follows the NC. The school had 860 pupi

grade of five or above in Engli &8 b2Wolwel v
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| ocal authority average. The percentage of |
for FSM) was 43.8%. This is significantly hi
23.8% suggesting that a | ar-geopompoaltlipyndio$e

taged. The Ofsted (2023) inspection took a o6
the English curricul um. No specific points
take up for the English Baccal aureate at key

fo having good subject knowledge and checkir

l earning.

32. 3 Data Variabl es

Due to the nature of the study,Ti ftorerex ampel em
upil sé aptitude, il dentified and unidentifie
ocd @onomi c di sadv alna mguwag e sleecarnmder s, compe

—

elaer, the teachersé schooling/edachtobnwhti e

re difficult to measure and accpushowohowl

o 9

o u
> 5 S O O 99 O

variates can impact educational outcomes w

-

ting were shown to have a |l ess positive
hools with the same Of st Eidke rdeetmongg apdoacdd o
hools differ substantially with 43.8% or p
l'y 10. 9% at t,hdbuptrhfnaarreyl ys cthyogéiéaa It hsec Rdd l4s d
formation was provided on pupil attainmen:

e 2024 cohort, though information on discl

As the pupils were not interviewed, their p
known. It can only be assumed that as all te
in I'ine with the 2014 NC for the GPS test th
mar . sltunknown on whether this would have be
grammar taught in context to reading and wr.i

one c¢class observation carried out for the 2

taught rgrbaotma i n i sol ation as standal one st ar
and writing. Had it been possible to follow
ses, much more would have been known about t
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due to anonymity the origibas$pictodhhorhe coalidal
counted and wunaccounted for, the study prov

GPS tests via different measur es.

3.2Qu4antitative Data Analysis (GPS Test)

The 2014 pupils had taken the G6FATst eTetst &S ame
paper 1 was collected from the teacher for t
gi vteme ZH®PB4 tseismi | ar to what they would have
only asked to complete paper 1 on grammar a
f ocus of The2014 papersinatlpeen marked by official GPS test markers as

part of the SATs. Where errors were found in the marking, which were in contradiction

with the GPS marking scheme (Standards and Testing Agency, 2014), these were

corrected, as this would have skewed the results for the cross analysis. The 2024 GPS

tests were marked by the researcher in accordance with the GPS marking scheme.

For example, if a capital or full stop were used incorrectly in the answer, the pupil

received no mark, even if the answer was correct. The use of the Oxford comma,

though an issue of style rather than correctness, was marked as incorrect in line with

the marking scheme. The test covers the following topics shown in Table 3.2:

Assessment area Number of marks
Paper 1

Grammar 29

Punctuation 12

Vocabulary 9

Total marks 50

Paper 2

Spelling 20

Total marks 70

Table 3.2 2014 GPS marking scheme

In order to narrow the focus of the analysis not all GPS test questions were included.
Questions relating to vocabulary, tense, standard English and punctuation features
not marked for in the Myhill et al. (2011) Linguistic Coding Framework were excluded
from the analysis. The punctuation marker used for both apostrophes and contractions

was an exception, as this was a punctuation mark which pupils often missed or used
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incorrectly and therefore was worth noting. See table 3.3 below for full list of questions

included.
No. Question type
Q15 Punctuation 1 listing commas
Q16 Word classes - nouns and verbs
Q19 Punctuation 1 full stops and capitals
Q21 Word classes - adjectives
Q22 Punctuation i full stops
Q24 Punctuation i full stops and capital letters
Q25 Connectives i subordinating conjunction (Before)
Q26 Punctuation i full stops and clause boundaries
Q27 Connectives T subordinating conjunction (when)
Q29 Punctuation i listing commas
Q33 Punctuation - contraction
Q34 Word classes - nouns
Q35 Word classes - nouns, verb, article and adverb
Q36 Punctuation 7 bracketing commas
Q38 Punctuation - contraction
Q39 Clauses i main clause and subordinate clause
Q40 Clauses i main clause, subordinate clause, phrase
Q42 Word classes - nouns
Q45 Punctuation i commas with paired adjectives
Q47 Punctuation - apostrophes
Q50 Word classes - verb used as noun

Table 3.3 GPS questions selected

32.@ualitative |/ Quantitative Data Anal ys

A sample of each pupil s work was provided ©b
gui stic f eactoudriensg ufsaapge evd r kr o me t h(e2lOMylhi Islt udy
in otradematch the amrdeemcihfywilmesw much knowl e
mar / punctuation had been retained and to whe
to theiPemwmiigsingn was s oluhgehts a noplaesss evsesreesl e f or
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a ranlgiengdi stic features: specifically, use
and punctuation, I n accordance wiTthke tcloa i Inign
framework helped to narrow the focus of the
when analysing the writing. Cal cul ations wer

made in the work per one hundred words due t

Sentence variation was marked as either: 1 for a minor-sentence (a sentence that
does not contain a finite verb or a subordinate clause that cannot stand on its own); 2
for a simple sentence (i.e., one main clause with a finite verb), 3 for a compound sen-
tence (i.e., more than one main clause, either linked with a co-ordinating conjunction
or semi-colon; and 4 for complex sentences (i.e., main clauses linked with subordinate
clauses and/or containing embedded clauses), as shown in the table 3.4. Run-on sen-
tences incorrectly fused together were classed as compound sentences. Complex-
compound sentences were classed as complex sentences. Any errors found in these
categories, such as run-on sentences or non-sentences, were counted. Three classi-
fications were used for complex sentences: i) sequential complex sentences; ii) em-
bedded complex sentences containing a main clause and embedded subordinate
clause; and iii) embedded complex sentences with non-restrictive clause unit, though
a statistical analysis of this is not provided due to the time required for a more fine-

graded analysis on a large sample and time constraints.

Punctuation features counted included: commas used to separate clauses, listing
commas, commas with paired adjectives, bracketing commas, full stops, non-
sentences (phrases/subordinate) and run-on sentences, as shown in the table 3.4
below. The number of words were counted in each sample and a frequency error per
100 words was calculated so that the number of errors found in each sample could be
more accurately compared. In Appendix J, three samples have been provided for the
2014 cohort and two samples for the 2024 cohort. These will be explored in more detail
as part of the analysis. There are two analyses for each pupil, one for sentence
variation and another for punctuation. /// has been used to mark sentence boundaries
where a full stop is used and // is used to mark clause boundaries. The coding applied

corresponds with the coding framework as shown in table 3.4.
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Key: Sentence Variation

SV1 | No. of minor sentences
SV2 | No. of simple sentences
SV3 | No. of compound sentences
SV4 | No. of complex sentences
SV5 | List all co-ordinating conjunctions used
SV6 | List all subordinating conjunctions used
SV7 | List all connectives used
Key: Punctuation
P1 Commas used to separate clauses
P2 Listing commas
P3 Commas with paired adjectives
P4 Bracketing commas
P5 Full stops
P6 Capitals
P7 Non-sentence (phrase)
P8 Non-sentence (subordinate clause)
P9 Run-on sentence
NW | Number of words per sample

Table 3.4 Linguistic analysis coding framework (adapted from Myhill et al. 2011)

Conjunctions are categorised as connectives in the first iteration of 2013 curriculum

and as the 2014 analysis included this category as part of the Myhill et al. (2011) Lin-

guistic Coding Framework, this category was included in the 2024 analysis. The 2014

GPS test

categorises the

subor di

nating

tives. However, for the purpose of the linguistic analysis, conjunctions are not catego-

rised as connectives as this would have meant there was crossover in the connective

categor vy .

The

changeably

6t hereforebd

categor i e s .

AS

terms o6conjunctiond

and this can | ead

being used as

the term 6con

conjunctions.

nect.i

t o

veob

and

confusi

has

very little official information exists on what is classified as a connective. Table 3.5

provides some examples of connectives:
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USAGE CONNECTIVES
%Céoggon 9 also, besides, furthermore, too, moreover, in addition, then
next, afterward, finally, later, last, lastly, at last, now, subsequently,
time then, when, soon, thereafter, after a short time, the next week, a
minute later, in the meantime, meanwhile
order or first, second, finally, hence, next, then, to begin with, last of all, as soon
sequence as, in the end

space and place

above, behind, below, beyond, here, there, to the right (left), nearby,
opposite, on the other side, in the background, directly ahead, along
the wall, at the top, across the hall, at this point, adjacent to

to signal an for example, to illustrate, for instance, to be specific, such as,
example moreover, furthermore, similarly

as a result, hence, so, accordingly, as a consequence, consequently,
results . X

thus, therefore, for this reason, because of this
purpose to this end, for this purpose, with this in mind, for this reason(s)
comparison like, in the same manner (way), as so, similarly
contrast in contrast, conversely, however, still, nevertheless, nonetheless, yet,
connectives on the other hand, on the contrary, in spite of this, actually, in fact

to summarise or
report

in summary, to sum up, to repeat, briefly, in short, finally, on the whole,
therefore, in conclusion, as you can see

Table 3.5 Example of connectives (Grammar Bank, 2024)

It is important to highlight that there may be some discrepancies in the analysis due to

illegible handwriting and photocopying quality. Some full stops may have been present

on the edge of the page in the original copies. If a full stop could not be ascertained,

due to the photocopying misalignment, this was not counted as an error, and clause

boundaries were marked for at the end of a sentence if a capital letter proceeded on

the following line. Despite any potential small inaccuracies, the analysis of the samples

provides a valid indication of the types of errors found in the work and the variation of

sentence types.

44




3.2Queal i tative Data Analysis (Teacher 1 nt

A thematic analysis was conducted on the int
met hods to analysing qualitative data of thi
2024) . The process of a thematic analysis a
dat i nto meaningful categories | abelled as tfF
vide a general definition of a theme in that

data that researchers first develop faom t he
for an audi,enced. ttheencreesearcher s responsib
from the dat a. Thematic analysis covers a Vv
singular correct way to conduct a thematic
t hemeséis of teebn (iWoelxgpel muctahb,l Goyotte mHhed Shel
analysis of the teacher interviews is interpretive and therefore can be prone to subjec-

tivity and influenced by personal bias. To account for this, the results were analysed

with thisinmindandar eefxli ve t hemati c analysis, which ac
researcher as an active interpreter and thei
plied (Braun and Cl arke, 2021) .,wAd ht nea | g at av
interviews from one t efaccrhraldi ng was metci degu
an inductiwasappedatb draw out the metddts ani

the research ai ms

The 2014 interview was recorded on a person
resear cher . TFupe i2r0t2e3r fiodw owas recorded onl i ne
scribed automatically. The researcher then |
tranptr for accuracy. Key points were highlic
then extracted from the dat a. Rel atedepoi nt s
| ect edneisnked to the research ai ms

32.0Data Comparative Analysis and Triangul

The results from the 2014 study were compare

cohorts of students as, due to anonymisati ol
pupils could not be traced. TShe 2014 acohmpratr i
the first to take the GPS test and wil/l have
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and possibly little prior tuition in grammatr
mar for the 1 mplementation of the GPS test.
input from year 1 when the new Eoarribkbel gmalwa
ti ve analiynsg igslitthcg mewor k results were then c
i ndividual questi ons Meta-inferenoek wereonade tocoynbitei s par i
the findings from the different data strands and address the aims of the study.

3.Bt hi cal Consi derations

3.3.1 Ethics

Et hical approval and permi ssions were grante
and further ethical approval was granted to
s t u dnyaccordance with the BERA Revised Ethical Guidelines for Educational

Research (2018), measures were taken to ensure that all participants involved in the

study were informed. For the 2014 study, the teacher spoke to the pupils prior to the
classroom observation and informed them about the study, why | was there and how

the information would be used. Participants were given the right to withdraw from the

study at any point (via the teacher or Headteacher) prior to their data being
anonymised. As this part of the study did not involve activities outside of their normal
curriculum activities, permission was not needed from the parents at that time.

Informed consent was sought from the Headteacher and class teacher via consent

forms which gave a brief overview of the project and outlined the project aims (see

Appendix A). The teacher was informed that the focus of the study was to examine the

value of the GPS test. | highlighted the potential benefits to the school such as

providing teachers with the outcome of the findings and signposting them to useful
resources. The samples were chosen by the teacher and the data was anonymised

by the teacher. A new consent form was signed by the teacher from the 2014 study to

give permission for the existing data to be used in the new study.

For the 2024 study, | had no contact with the participants. The samples were selected
and anonymised by the teacher. In accordance with the BERA Revised Ethical
Guidelines for Educational Research (2018), | took measures to ensure that the pupils
understood the purpose of the project, the process that they would be required to
participate in and how their data would be used. Pupils were given information about
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the project prior to their consent to participate (see Appendix A). The ethical approval
process considered that the study would not cause any threat or harm to the pupils.
Any potential for the test to cause them stress or anxiety was mitigated by a short
video played to the pupils before they took the test, which will be discussed in more

detail later.

3. 3l.n2f orGmoends e n't

Informed consent was sought from the headteachers, teachers, pupils and parents via
consent forms which gave a brief overview of the project and outlined the project aims.
No deception took place and participants were fully aware of the aims of the project.
The goals of the project were clearly articulated in the project information sheets, the
consent forms (see Appendix A) and the short video presented to them prior to taking
the test. The teachers and pupils were informed that the focus of the study was to
examine the value of the GPS test. The potential benefits to the school and pupils
were highlighted. Participants had the right to withdraw from the study at any point (via
the teacher or Headteacher) prior to their data being anonymised.

3. 3Re3s e aBicahs

In regard to research bias, the power dimension needed to be considered for the 2024
cohort. The Hawthorne effect (Dornyei, 2007), where there is potential that participants
may behave differently when they know they are being studied, was a factor to
consider with the power dimension. Children may have felt they needed to perform
well in order to please their teacher / researcher. It was important that pupils did not
feel pressured to participate in the study. To help with the power dimension, | had no
contact with any of the pupils. A short video played before the pupils took the test
explained that the test would not be used to assess their ability in English language,
and it was impressed upon them that the purpose of the test was to ascertain the value
of the test. Any anxiety that pupils may have felt regarding taking the test was mitigated
by explaining that this would be a similar test that they took at age 11 and their
memories may be a somewhat hazy. If they struggled to answer a question, they were
encouraged to move on the next question and come back to it if they had time (see

Appendix C for the video transcript).
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3.3Confidentiality and data protect.i

All data from both cohorts was anonymised by the teachers and kept confidential,
including non-disclosure of the schools and teachers that took part in the study. For
pseudonymisation strategy, pupils hames were redacted and given initials by the
teacher. Later, the researcher relabelled each sample with a number. All data and

records were stored on the University password protected system in accordance with

to the Universityds ethical guidelines.
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4.F1 NDI NGS

412014 GPS Findings

As part of the SATs, writing was as6&, swietdh ex
6 being the highest. Scores for the, GRSt et
being the highest and only attainablerby pucg
Only two pupils attempted the | evel 6 .paper
This |l evel system was changed in 2015/16 to |
or below. The 2014 GPS | evel thresholds were

English grammatrr,
punctuation and spelling

Level Mark range

None 0-24

2 -

3 25-44

4 45-44

5 55-70

6 Additional paper

Tabd41leGPS | evel t hreshol ds

As can be fsiegeur ef rdo.et QI0d @l scored betbt efroracr c
the GPS test in comparison to England, North
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Figure 4.1 National curriculum assessments GPS comparison (DfE, 2014)

As can be fsiegarl, ef wloimch compares GPS |

evels ar
l eveél f2r Engl and,

Lancashire and the

proj ect
on average higher than their

writing attainm

at | evel 4, wrstihnghett aihmame GtPSwattai nment .
the project school where | evel 4 has higher
l evel 3 GPS attainment than writing. A grea
and | ower

writingd @atamabemertt natachressl t he boas

50



100

90
80
70
60
50
40
30
20
| mall i i
ol Hm HBe Hm - - -
ENGLAND (all schools) Lancashire Project School
% level 2 or below (GPS) % level 2 or below (Writing)
% level 3 or below (GPS) % level 3 or below (Writing)
% level 4 or above (GPS) % level 4 or above (Writing)
m % level 5 or above (GPS) m % level 5 or above (Writing)
m % level 6 (GPS) m % level 6 (Writing)

Figure 4.2 National curriculum assessments GPS / writing comparison (DfE, 2014)

Since 2014, as can be seen in table 4.2, on average GPS scores have been similar to
writing scores, with slightly lower writing scores in the last two years. No marks were
given during COVID from 2019/21.

Academic GPS Expected Writing Expected
year level level

2015/16 73 74
2016/17 77 76
2017/18 78 78
2018/19 78 78
2019/20 X X

2020/21 X X

2021/22 72 69
2022/23 72 71

Table 4.2 GPS and writing attainment from 2015/23 (DfE, 2023)

From the eighteen pupils selected by the teacher in three categories of attainment,

GPS scores tended to be either the same or higher than the writing scores at the

51



higher levels as shown in figure 4.3. Pupils in the lower levels scored the same or
better on their writing, apart from pupil 11 who scored higher in GPS.

10 11 12 13 14 15 16 17 18
Puplls

6

Levels
[ N w IN a1

o

B GPS Level mWriting Level

Figure 4.3 GPS and Writing Levels Comparison for 2014 cohort

The teacher had categorised the samples into three groups based on attainment from
level 1-3, with 1 being the higher-level ability and 3 being the lowest-level ability. Figure
4.4 shows the GPS score from each selected pupil based on the level of ability in
English. As can be seen, level 1 had the highest scores, with mixed scores in level 2
and 3, showing a correlation with level of attainment and GPS scores the higher-level
group. Regarding group averages, the first set has a higher average at 48 than the
other two, on average at 42 for set 2 and 39 for set 3, and so it can be seen that the
first set do significantly better than the other two sets. This is confirmed by two-tailed
t-tests showing a significant difference between the first and second sets (p = 0.018)
and a significant difference between the first and third set (p < 0.001).
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Figure 4.4 GPS score compared to teacher selected level 1-3 2014

Table 4.3 show which questions the pupils answered incorrectly overall from the

selected questions in the GPS test.

Total
GPS Questions selected Errors

Q15 Punctuation i listing commas

Q16 Word classes - nouns and verbs

Q19 Punctuation i full stops and capitals

Q21 Word classes - adjectives

Q22 Punctuation i full stops

Q24 Punctuation i full stops and capital letters

Q25 Connectives i subordinating conjunction (Before)

Q26 Punctuation i full stops and clause boundaries

Q27 Connectives 1 subordinating conjunction (when)

Q29 Punctuation i listing commas

Q33 Punctuation - contraction

Q34 Word classes - nouns

Q35 Word classes - nouns, verb, article and adverb

Q36 Punctuation i bracketing commas

Q38 Punctuation - contraction

R O O k| W| U1l W| | P O] N| Ol W| M| O| O

Q39 Clauses i main clause and subordinate clause
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Q40 Clauses i main clause, subordinate clause, phrase 6
Q42 Word classes - nouns 4
Q45 Punctuation i commas with paired adjective 6
Q47 Punctuation - apostrophes 6
Q50 Word classes - verb used as noun 13

Table 4.3. 2014 GPS overall incorrect answers from selected questions

Table 4.4 shows the questions answered incorrectly by each individual pupil. The
answers highlighted in yellow show where there was a marking error in contradiction

with the marking guidelines.

Q Pupils

1 2 3 4 5 6 7 8 9 10 (11 |12 |13 |14 (15 |16 | 17 | 18
15 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1
16 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1
19 1 1 110 1 1 0 1 1 1 1 1 1 1 1 1 1 1
21 1 0 1 1 1 1 0 1 1 1 1 1 1 1 1 1 0 1
22 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1
24 1 0 1 0 1 1 1 1 1 1 1 1 1 1 1 1 1 1
25 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1
26 1 1 1 1 1 1 1 0 1 1 1 1 1 1 1 1 1 1
27 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 0 1
29 1 1 1 0 1 1 1 1 1 1 1 1 0 1 1 1 0 1
33 1 0 1 1 0 1 0 1 1 1 0 1 1 1 1 1 0 1
34 1 0 1 0 1 1 1 1 1 1 1 1 1 0 1 1 1 1
35 1 1 1 1 1 1 1 1 1 1 1 1 1 0 1 1 1 1
36 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1
38 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1
39 1 0 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1
40 1 1 1 1 1 1 0 1 1 1 0 1 0 0 1 1 0 0
42 1 1 1 0 1 0 1 1 1 1 1 1 1 1 1 1 0 1
45 1 0 1 1 1 1 1 0 1 1 0 1 0 0 1 1 0 1
47 1 0 1 1 1 0 0 1 1 0 1 1 1 0 0 1 1 1
50 0 0 1 0 1 0 0 0 1 1 0 0 0 0 0 1 0 0

Table 4.4 2014 GPS questions answered incorrectly by pupil
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Questions which pupils found most challenging were Q33 on contractions, Q47 on
apostrophes and Q45 on commas with paired adjectives. Some difficulty with labelling
word classes can be seen in Q42 and Q50 on nouns. Q50 was particularly challenging
for pupils as the word o6wal kd is used as a n
the road and continued his walk6é. Pupils may
as they may think it .iHeswewn thesfunctioniofothe &vordin é d oi n ¢
this sentence is quite different as it is used as a direct object and is preceded with the
pronoufhed Rirsnd nol ogy 6édoing worddé for verbs a

be seen in a pupiihfyweddbnnot ati on bel ow

Figure45 Annotation i mR0lpupil ds GPS tes:

Pupils were able to identify clauses well, though question 40 caused some confusion,
perhaps as the main clause may have looked like a phrase, which can be seen in the
example below:

Figure 4.6 Example of queston40answer ed i ncorrectl 0l4rom pu

55



422014 Writing Sample Findings

The writing sample analysed for thipupiolhsor t
had been asked eami twired edé A miigghcte t o remember 6
following writing prompts to consider: Wh er
doing? How are they feeling? Words/ phrases t
direct speech Aisnttabbstheo Wlaypiilts ngade most error

commas for c¢clause boundaries, understanding
sentences9nasnenremces. Pupils mostly used si
278sed in chmhpampeonddshk ampl ex sentForceas fuwsleld
break down of the errors made by each indivi
Freqof

Key: SV Sentence Variation No. | Error | error

SV1 No. of minor sentences 49| 33 70%

SV2 No. of simple sentences 276 10 4%

SV3 No. of compound sentences 101 31 31%

SV4 No. of complex sentences 99 17 16%

SV5 List all eordinating conjunctions used 174 22 13%

SV6 List all subordinating conjunctions used 91 4 4%

SV7 List all connectives used 65 1 2%

Total errors 125

Key: P- Punctuation No. | Error

P1 Commas used to separate clauses 67 24 35%

P2 Listing commas 28 10 33%

P3 Commas with paired adjectives 5 2 40%

P4 Bracketing commas 25 8 32%

P5 Full stops 402 83 20%

P6 Capitals 800| 108 14%

P7 Nonsentence (phrase) 30 30

P8 Nonrsentence (subordinate clause) 6 6

P9 Ruron sentence 29 29

Total errors 300

Total SV and P errors 425

NW No. of words in samplesnd overall percentage error 5145 8%

Tab4lot al feo winm secaocdhicmag e ory 2014 cohort

Errors were mostly made with min®entsemdean.ce

Arguably, this could be for |iterary effect,
56



many of these minor sentences could have be:
the previous seinaxamnfel &,s3 s&h,0vmd, 14

Example non-sentences :

®ark as coal. Darker then the night sky on a winterseve. 6 P dipeild3. 2,

0 éhey saw a trail. A trail of interesting stones. Rupil 4, line 4-5

0 é was ancient. Very ancient. 6 P ipei5¥6 7,

&@omething happened. Something terrible. 6 P uipei243 8,

A bottle. A bottle with a skull label on the front. 6 Pulned9 10,

Gomet hing caught Bobds eye. Something hor

limp and lifeless on the floor. 6 L +18.e 17

7. 0 &€law marks. Wolf claw marks. 6 P u |ne 20-23 2 ,

8. 0 éoticed footprints. Wolf footprints. 6 P u line 34-28 2 ,

9. 6Something incredible. A sky scupdp3er. A s
line 22-24

106 They could hear a souPRuwill5MAed®aint tapping

11.6Bl ood, bl ood Rupildb5,lme18€0.bl ood. 6

I A

126 They were black al |l arPoplb6dinel8M9t h whi t e s
13.6 Pol l'y could hear a scratchi n®uphld,i se. A
line 2-3.

1461t was the dar k. D aRupil 13 Ise 1e20 a | . Dar k as f

Errors were made mostly with compounX,senten
particularly where aedompiodiinrdatsiemg (eercre} U mei
examgl4, 6 bBeldowafndlsi ng main cl auses toget her
sent elxceempl es of somesehteheesunre dolibwe beln
shows théeéoahdaansdag r ilpiedee mar ctahteesbegi nni ng and

sentence.

Example run -on sentences:
1./ / ébut he was slipping out of his handos
[illegible]//l. Pupil 1, line 6-7

2. /llAs they went to the deep dark forest,// and ventured in,// they saw some-
thing,//[RoS] it was ancient./// Pupil 7, line 5-6

3. /lIWe will move for a left flank// and/ go in cover behind that rock//then/ call
for Team Charlie to go behind that other rock//[RoS] therefore/ we will come
in either side// and kill them.///
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4. [Nt was like a fire,//[R0S] it started to spread// until the only thing she could
think of was staying in the forest./// Pupil 10, line 4-6

5./ /1 Suddenly,/ it started to rain and thur
what to do // but jack found a house to stay in // [RoS] they tiptoed in./// Pupil
11, line 3-6

6. ///It was pich black // [RoS] he could only see the butiful moonlight./// Pupil
14, line 7-8

7. [l/Polly,/ 1 am going to my bedroom // [RoS] you can go and wake Dameon
up. 6/ / /lnP31132 I 17,

8. ///Sam bolted to the door,//[R0S] it was locked./// Pupil 18, line 4-7

60Therefored was usedaaamp,|l af Boinfj g ntcwd omaiim cl a
resultingnisemt ename . I n a class observati on,
exampl e of aewiochgrintheowrwonfusi on with the t«

conjunctions

With regards to punctuation errors, t he mo:
cl ausea8%, alti 8t i ng5b%,0mmads paai r3e d a(dsjeeec ttPavbelse a4dt.
However, thesleagtr eused punctuation marks. C.
atd%l and f ul2l@.st ofphseraet were notable similariti
sentence structures with the series compou

containing:

/1]l main clause, [/ /main clause /coordinating
These were often punctuated correctly. As |
the | esson preparation for the piece of wri

possible that this structure badpbeen taught

thia $tSsructure that was. therefore used very

Commas were used well with phrases, particularly connectives at the beginning
sentences, though this was not accounted Linguistics Coding Framework used.
Sometimes commas were used well with fronted subordinates and as brackets, though

often not used to separate compound clauses and sometimes used as a run-on
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sentence as seen in the previous examples. Some commas were used between the

subject and the verb.

Examples of commas used correctly:

1. 6As the girls were GaPRkfinefg,4t hey saw a tr

2.0Wi I I, who wajsmpgneothe pithbgushedahe dirtl off his T-shirt
and | ook e &upidld,dneB-f.. 6

Ambitious attempts incorrectly punctuated with a comma used between the

subject and verb :

O0After a few minutes, what seemed | i ke hours
again but more louder.6 P u fine 11-13.,

The following example contains two complex sequential sentences fused together
forming a run-on sentence. A comma is incorrectly used before the final relative clause

interrupting the flow of the sentence.

60Once inside, he could faintly make out the
at him, which sent a shiver up his boney spine, [RoS] one of the figures looked like

an old man with a face as gnared as a walnut, that had been left [illegible] of the sun

for many, [Pupibgineyl&28r s . 0

As shown in table 4.6, pupils use nearly twice as many co-ordinating conjunctions as
subordinating conjunctions. Mostly temporal connectives are used as the piece was a
narrative. The only for mal connective used
rectly as a conjunction. The c &% Mesterrorsy e 61 i |
with conjunctions were seen with capitals no

beginning of a sentence.
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Category

No.
used

Words

Total no.
found

Frequency

frequency

Error /

Co-ordinating
Conjunctions

174 and

127

73%

716%

but

22%

14/37%

or

1%

1/25%

SO

2%

o

Subordinating
conjunctions

91 if

6%

because

4%

which

4%

where

4%

when

10%

that

12%

as

24%

who

8%

before

2%

OO0 |0O|0|O|o|o| O

until

15%

3

121%

what (which)

1%

1

/100%

after

2%

although

1%

then

5%

than

1%

just as

2%

Connectives

65

two hours later

2%

suddenly

23%

at this moment

2%

after a few minutes

2%

on the floor

2%

SO

5%

then

6%

meanwhile

2%

moments later

2%

once inside

RPlR R Dok kPR RN ROk N

2%

like

N
~

41%

finally

5%

all of a sudden

3%

therefore

2%

/100%

with that

2%

within seconds

2%

also

2%

immediately

NI RIRRIDNEN

2%

R OO|O|RP OO0 O0O|0|O0|0|0O|0|0(0|0| 000|000

Table 4.6 Frequency of conjunctions and connectives in the 2014 writing samples
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moderate negative correlation (Pearson's r =-0.61 p <0.01). This suggests that higher
GPS scores are somewhat predictive of lower error writing frequency overall. Pupil 3,
10, 12, 16 attained well in their GPS test and made fewer errors in their writing. Pupils
7 and 8 have lower GPS scores and high frequency of errors in their writing.
Conversely, pupil 17 had a fairly good GPS score and a high level of error frequency
in their writing. Pupil 4 has the lowest GPS score yet has a fairly low error frequency

in their writing.

50 47 y 8 47 48 18
45 16
39 39 40 39
35 5
@ 30
e 10
v 25
& 8
© 20
15 ©
10 4
5 2
0 0
1 4 5 10 11 12 13 14 15 16 17 18
Pup|ls
I GPS score Error Freq % per 100 words
Figure 4.7. Frequency of errors made in writing to 2014 GPS scores
Tabl7prd.vi des a comparison of the overall fre

to the questions answer ed Ai nncuombreerctadfy p wmpitl
di fficulties using commas to separate cl aus:t
GPS test. Pupils made significant errors Wwi
di fficulty in answering the caqudstfirooms Q2m twhh
t hree pupil s answer ed this incorrectly. Cc
particularly problematic for puphere whit bdhrids
the cohort answered this incorrectly. Pupi I
their writing though had no difficulty ans
di fficulty with wusing full stomd taynd nc amistwalr
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the questions on full stops and capitals ¢
sentences, though had no difficulty answerin
answered Q40 incorrechlgenAencembewené faund
t hough hpupillisttl e difficulty in answering qlt
boundaries with full stops.
GPS questions
answered
Key: P- Punctuation No. | Error| freq |incorrectly
P1 Commas used to separate clauses Not tested for
67 24| 35%
. Q15(0), Q29(3)
P2 Listing commas 8 10| 33%
P3 Commas with paired adjectives Q45(6)
5 2| 40%
P4 Bracketing commas Q36(0)
25 8| 32%
Q19(2), Q22(0),
PS Full stops 402| 83| 20%|Q24(2)
- Q19(2), Q22(0),
P6 Capitals 800| 108 | 14% [Q24(2)
P7 Nonsentence (phrase) Q22(0), Q40(6)
30 30
. Q22(0), Q39(1),
P8 Nonsentence (subordinate clause) 6 6 040(6)
Q19(2), Q22(0),
P9 Ruron sentence 29 29 024(2) 026(1)
Tab47Wr i ting frequency?2@IGPESr § ecsaurhpgasr ed t
The following provides a cross analysis of
severali npumpoirles det ai | Al t hough there are san
of error s, these pupils did not score as hi
selected, two scored ful/l mar ks on the GPS
GPS questrenslgp though made common errors |
of each pupilld, see Appendi x
Pupil 3
This pupil scored &md 5Waon n hteh eEGRPISAV elssame | @a
had an error fTlregueinergietdadnhgb®i. ns some good, (
writimagy simple sentences are useladijbadt iwvMd h
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prepositionabuweddsbplexaaad tdpgaps éntmah mdsy U
punctuation well, particularly bracketing c:¢

use of connectives as opener s:

6Ray, now feeling terrified, curiously wal ke
came fPuopmlidh 8225

However, despite this pupil having a low frequency error of 5% and being able to aptly
answer the GPS question correctly on punctation and clauses, a number of non-

sentences are present:

1. 6 Al | was so silent. So silent thatmet he on
1516

OMurdered and ILafnte &8Bl2o0ne to die. 06
3. 6A deadLibnoed y2 %

6Dead and LumfeoBr2d. 6

n

H

Pupil 6

This pupil was in level 2 and only scored 42/50 on the GPS test, but answered all the
selected questions correctly on punctuation. However, this pupil had a high error
frequency on 12%. A number of errors were found in the work, such as a run-on
sentence, non-sentences and incorrectly using commas. The pupil did make good use
of a present participle starter phrases and uses complex sentences well. Like other

samples, the pupil has a tendency to use non-sentences.

1. 6éa figure. A(Adpasitoa)linglb-glur e. 6
2. 6 Wher e ahdod Qy o .wth a {Nort-finite damses) non-sentences)

A comma was used between the subject and verb, though this does not appear to be
taught in the NC:

dip-toeing around the back of the abandoned Tesco, Sam, found a knife dripping
with blood glowing on the floor like a shiny diamond.6 Li 4% 11

Run-on sentence:

O0He had questions zooming through his head /
place / /[ RoS] where9could Jake be. & Line 6
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Pupil 9
This pupil was from level one and scored 50/50 on the GPS test, though had a high

error frequency of 10%. There are many errors in the work: four run-on sentences, two
non-sentences and many missing full stops (10), incorrectly used capitals (12), and
commas are rarely used to separate clauses. A comma is also used incorrectly after

a subordinate, which was also a non-sentence:

ountil , t h eand4d@roldne §9t28.r t e d

The following is an example of a phrase used as a non-sentence which could have

been used as apposition:

6Suddenly they hear dLnel7noi se. A high noise.

Run-on sentences :
1. /|They got to the barricade, whichwasrunbya f at man who di dnot
much,//[RoS] it got opened and they went through./// Line 37-39.

2. | | théy cheered and laughed but there was someone missing CMDRD
Dunport //[[RoS] they searched until they found out he had bled to death after
gets shot./// Line 60-64.

The conjunctive adverb O6thereforedéd woms used

sentence:

/IIWe will move for a left flank// and/ go in cover behind that rock//then/ call for Team
Charlie to go behind that other rock//[RoS] therefore/ we will come in either side//
and kill them./// Line 9.
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442024 GPS Findings

Overall, pupils scored well on the GPS tests with an average grade of 43/50. The
scores ranged from 31-49 as shown in figure 4.8. The graph shows the scores in re-
lation to the set a pupil was from with 1 being the highest set. The lowest score was
from a pupil in set 2, with 31/50. The second lowest score was a pupil in set 1 with
39/50, therefore showing no correlation between sets and attainment in GPS. The two
pupils 1 and 2 with SEN scored well with 48 and 43. Regarding group averages, the
first set has a higher average at 44 than the other two, with 40 for set 2 and 42 for set
3. However, two-tailed t-tests suggest that these differences are not large enough to

be significant (all p-values > 0.05).

50

45
4
3
3
2
2
1
1
S1 S1 S1 S1 S1 S1 S2 S2

2 4 5 8 9 11 3 7 10 1 6
Pupil by set 13

GPS score
g9 O U1 © U1 ©O U1 O

o

S2 S3 S3

Figure 4.8. 2024 GPS scores by set

As can be seen from table 4.8 and 4.9, the questions which pupils answered incor-
rectly the most were Q47 on apostrophes, Q38 on contractions and question Q25,
which asks them to identify the connec
One pupil circled a comma and an apostrophe as the connective, and another circled
0 T oanthe connective. Q50 was particularly problematic with 77% of pupils answer-
ing this question incorrectly. Q50 was particularly challenging for pupils as the word

owal kdé i s uaseligcusaes previouslyinthe 2014 GPS sample.
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Total
GPS Questions selected errors

Q15 Punctuation i listing commas

Q16 Word classes - nouns and verbs

Q19 Punctuation i full stops and capitals

Q21 Word classes - adjectives

Q22 Punctuation i full stops

Q24 Punctuation i full stops and capital letters

Q25 Connectives 1 subordinating conjunction (Before)

Q26 Punctuation i full stops and clause boundaries

Q27 Connectives 1 subordinating conjunction (when)

Q29 Punctuation i listing commas

Q33 Punctuation - contraction

Q34 Word classes - nouns

Q35 Word classes - nouns, verb, article and adverb

Q36 Punctuation 1 bracketing commas

Q38 Punctuation - contraction

Q39 Clauses i main clause and subordinate clause

Q40 Clauses i main clause, subordinate clause, phrase

Q42 Word classes - nouns

Q45 Punctuation 1 commas with paired adjective

Q47 Punctuation - apostrophes

~N (BN R WNWERE DN RN WIRFE R NINRP RN REDN

Q50 Word classes - verb used as noun

T a b4 82024 GPS overall incorrect answers from selected questions

Table 4.9 shows the individual questions answers incorrectly by each pupil. See Ap-

pendix J for the comments made on questions answered incorrectly for each pupil.
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Ques | P1 P2 P3 P4 P5 P6 P7 P8 P9 P10 | P11
15 1 1 1 1 0 1 0 1 1 1 1
16 0 1 1 1 1 1 1 1 1 1 1
19 1 1 1 0 0 1 0 1 1 1 1
21 1 1 1 1 1 1 0 1 1 1 1
22 1 1 1 1 1 1 0 1 1 1 1
24 1 1 1 1 1 1 0 1 0 1 1
25 1 1 0 0 1 1 0 0 0 0 1
26 1 1 1 1 1 1 0 1 1 1 1
27 1 1 0 1 1 1 1 1 1 1 1
29 0 1 1 1 0 1 0 1 1 1 1
33 1 1 1 1 1 1 0 1 0 1 1
34 1 1 1 1 1 1 0 1 1 1 1
35 1 1 1 0 1 1 0 1 1 1 1
36 1 1 1 1 1 0 1 1 1 1 1
38 1 1 1 0 1 1 0 1 0 1 1
39 1 1 1 0 1 0 1 1 1 1 1
40 1 1 1 0 1 1 0 1 0 1 1
42 1 1 1 1 1 0 1 1 1 1 1
45 1 1 1 1 1 0 0 1 1 1 1
47 1 1 1 0 1 1 0 1 0 0 1
50 0 0 0 0 1 0 0 1 0 1 1

Total 3 1 3 8 3 5 16 1 7 2 0

Tabd4xx22 024 GPS answers answered in

Some basic errors were made due to missing capital letters and full stops on some
answers which were answered correctly but not punctuated correctly, and so in ac-
cordance with the marking criteria were marked as incorrect. The Oxford comma /
serial comma was also marked as incorrect in one test. Generally, pupils were good
at identifying when to use full stops and capitals and did not make errors that would
have resulted in a run-on sentence. They were fairly adept at labelling word classes,
apart from in Q50 whmeun. ®upiswerd ablé to identify.claused
well, though question 40 also caused some confusion for this cohort, perhaps as the
main clause may have looked like a phrase, and pupils are not able to understand that
a clause is a unit of meaning containing a verb, as can be seen in the two examples

below:
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Figure 4.9. Examples of Q.40 answered incorrectly from pupils6GPS test 2024

452024 Writing Sample Findings

The secondary pupilsé samples were for mal w
marriages. They had been asked to consider a statement and write a response arguing

for or against arranged marriages. The writing was far more complex and often cursive

writing was used making it more difficult to decipher the writing. Language use and

clauses were more complex, and the samples were often much longer than

anticipated. This was to be expected though was not initially accounted for. Table 4.9

provides the overall errors found in the writing samples in each category. See

Appendix | for Linguistics Coding Framework forms for each individual pupil.
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Key: SV Sentence Variation No. | Err Freq
SV1 No. of minor sentences 22 18 81%
SV2 No. of simple sentences 78 0 0%
SV3 No. of compound sentences 48 14 29%
SV4 No. of complex sentences 118 18 16%
SV5 List all eordinating conjunctions used 146 1 1%
SV6 List all subordinating conjunctions used 151 2 1%
SV7 List all connectives used 46 8 1%
Total errors 61

Key: P- Punctuation No. | Err Freq

P1 Commas used to separate clauses 54 23 42%
P2 Listing commas 13 2 15%
P3 Commas with paired adjectives 4 0 0%
P4 Bracketing commas 9 8 88%
P5 Full stops 223 26 11%
P6 Capitals 321 50 15%
P7 Nonsentence (phrase) 11 11
P8 Nonrsentence (subordinate clause) 8 8
P9 Ruron sentence 32 32
Total errors 160
Total SV andP errors 221
NW No. of words in samplesnd overall percentage
error 4647 5%

Table 4.9 Total errors found in each coding category for 2024 cohort

The most errors found in the writing samples were with minor sentences, that is, using

phrases, non-finite or subordinate clauses as sentences. For example:

Non-sentences (phrase):
6Davide, ryan,bPupdBlmeza3nd zara. 0

1.
2. 60More specificalPupilblifed2ni | y pressur e.

0
Non-sentence (subordinate):
1. 6As your partner will be selected based
of t h e Pupib9rlihed26.0
Non-sentence s (non -finite)
6So back at the shop, Pypillelipes6Fftio®g t o pay

1.
2. 6 Al 1l owing ever yRupl,line@s. be happy. 6
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3.0Therefor e, resulting from just being in
domestic PRupil3rlineedd.e. 0

4, 6Families smiling, grandparents on c¢loud
mu ms s o WPbpil Xl gline®@-4.

Ambitious attempt:

1. 6Arranged marriages: An outdaPedi mni 5t aken
108.

Significant errors were made with compound sentences, with an error frequency of
29%, mainly where sentences were fused together with or without a comma resulting
in a run-on sentence. Many pupils used overly complex sentences due to combining
many sentences together or using run-on sentences, as shown in the following exam-

ples:

Run-on sentences:

1. /l/People often argue that they have no place in a modern society ///[[RoS]
however, people argued that gay marriages didn't either // but David and Luke
are both incredibly happy // and their marriage is entirely built on love and
passion./// Pupil 1, line 33-39.

2. [l/She still had a choice to leave, // but instead had chosen to stay in the
hopes that it would get better,///[RoS] | believe that this was fine ///[RoS]
however | argue in [illegible] like beforehand some other places./// Pupil 1, line
54-59.

3. /l/Arranged marriages should be a choice and in a way they are,///[[RoS] how-
ever children are frowned upon if they do not go along with the marriage.///
Pupil 7, line 23-24.

4. //IOur family units have gone from together, loving and supportive to chaotic,
angry and violent ///[[RoS] the UK is regressing // while alternative familys
progressing // so why don't we look up to and incorporate the family type into
our culture.//l Pupil 10, line 59-66.

5. /l[They don't know the ins and outs of this person,//[RoS] they could be
anyone. 0 Pups7.l 11, |l ine 55
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Commas used incorrectly to separate clauses were particularly problematic for this
cohort with an error frequency of 42%. A lack of fronted subordinate clauses was noted
and when used often a comma was not used to separate the clauses. For example,
the following example does not use a comma after the fronted adverbial and contains
a run-on sentence. The use of commas with fronted subordinates is not tested for in
the GPS.

1. No matter how you try to look at it / marriage is ceremony of love//[[R0S]
arranging it is almost blasphemous./// Pupil 9, line 56-58.

Pupils made significant errors with bracketing commas, with 88% incorrect. Full stops
were used incorrectly 11% of the time and capital letters 15%. Basic errors were found

such as not capitalising proper nouns. The conjunction Obutdé i

Y.y

beginning of sentences for literary effect. Some pupils had very good vocabulary, for

example, O6constrictive, destructive |lifebd6 6o
was not accounted for in the Linguistics Coding Framework. Some sophisticated use

of sentence structures and embedded clauses was evident in many of the samples.

Several non-finite present participle clauses were used indicating some sophisticated

use of clause structures:

Complex sentence with present participle clause:

6This means that they aren't rushing into a

more successful . 6

Co-ordinating conjunctions are used equally as much as subordinating conjunctions.

A fair range of subordinating coHhqgwewxdri @niss
t he most popular connective and used incorr
was used as a co-ordinating conjunction linking two main clauses together, resulting

in a run-on sentence as shown in the previous examples. 6 However 6 is the m
ul ar connective and used incorrectly more th
co-ordinating conjunction linking two main clauses together, resulting in a run-on sen-

tence as shown in the previous examples.
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Category No. Words Total no. Frequency Error /
used found frequency
Co-ordinating | 146 and 97 66% 0
Conjunctions but 33 22% 0
or 15 10% 0
S0 1 0.7% 0
Subordinating | 151 that 34 23% 0
conjunctions who 23 15% 0
as 19 13% 0
if 14 9% 0
because 13 9% 0
which 6 4% 0
o) 5 3% 0
when 4 3% 0
due to 4 3% 0
as though 3 2% 0
after 3 2% 0
even though 2 1% 0
as long as 2 1% 0
what 2 1% 0
in which 1 0.7% 0
although 1 0.7% 0
as well 1 0.7% 0
when 1 0.7% 0
before 1 0.7% 0
then 1 0.7% 0
yet 1 0.7% 0
whilst 1 0.7% 0
while 1 0.7% 0
how 1 0.7% 0
*were (where) 1 0.7% 0
despite 1 0.7% 0
Connectives 46 however 15 32% 8/53%
also 4 9% 0
for example 4 9% 0
therefore 2 4% 0
in conclusion 2 4% 0
on the other hand 2 4% 0
such as 2 4% 0
o) 2 4% 0
moreover 1 2% 0
furthermore 1 2% 0
finally 1 2% 0
all things concluded | 1 2% 0
to conclude 1 2% 0
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instead 1 2% 0
as a result of 1 2% 0
overall 1 2% 0
contrastingly 1 2% 0
yet 1 2% 0
alternatively 1 2% 0
additionally 1 2% 0
after all 1 2% 0

Table 4.10 Frequency of conjunctions and connectives in the 2024 samples

462024 GPS and Writing Cross Anal ysi s

Overall, pupils made more errors in their writing than in the GPStest. Some di sparit

bet ween scoteess tamedGPnSdard of writing skill s,
made, c a n Abghows ia the following figure 4.10, the relationship between
pupil sé GPS scores and the frequency of err

significant (Pearson's r = -0.19, p = 0.56). This suggests that higher GPS scores are
not predictive of lower error frequency overall. Pupil 3, 5, 8, 9, 10 and 11 attained well
in their GPS test, 40 or above, and made fewer errors, 3% or below, in their writing,
accounting for approximately just under 50% of the cohort. Pupils 4 and 7 have lower
GPS scores and average frequency of error in their writing, 5% or more. Pupils 1, 2
and 6 have fairly high GPS scores, 40 or above and a high level of error frequency in

their writing. It should be noted, however, that pupil 1 and 2 have SEN.
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Figure 4.10 GPS scores compared to the writing error frequency

Tab4leprovides a comparison of the overall
to the questions answer e dJanynuo-onrsenemrcesiwgre i n
found in the work, though pupils had very little difficulty with Q24 and Q26 in the GPS
test where they are asked to mark the clause boundaries with a full stop. Pupils rarely
used bracketing commas but when used were often incorrect. However, only one pupil

answered the question on bracketing commas incorrectly in the GPS test.
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GPS questions

answered
Key: P- Punctuation No. | Error| freq [incorrectly
P1 Commas used to separate clauses Not tested for

54 | 23 | 42%

L Q15@), Q29(3)
P2 Listing commas 13 5 15%
P3 Commas with paired adjectives Q45()
4 0 0%
P4 Bracketing commas Q36()

9 8 88%

Q19@), Q221),

P5 Full stops 223 | 26 | 11%|Q24(2)
_ Q19@), Q22¢),

P6 Capitals 321 | 50 | 15%(Q24(2)
P7 Nonrsentence (phrase) Q22(), Q408)

11 11

_ Q22(), Q399),

P8 Nonrsentence (subordinate clause) 8 8 Q400)
Q19@), Q22(),
P9 Ruron sentence 32 | 32 Q24(2) Q2]1)

Table4.11Wr i ting frequency errors compared t

The following provides a more in-depth analysis of two pupils (samples can be found
in Appendix J). The highest error frequency was seen with the two SEN samples and
so these have not been used, as this might be expected depending on the nature of
the learning difference. Therefore, he next two samples with high error frequency were

chosen.

Pupil 4

P4 had the second to lowest GPS score out of the group with 39/50 and an error

frequency of 6%. In question Q19 and Q41, errors were made with not adding full

stops to the end of sentence which was marked as incorrect in accordance with the

marking guidance. 0Tomd was marked as the connecti
confusion with the term 6connectived. A subo
Q39 and P4 could not identify any of the clauses/phrase correctly in Q40. P4 had no

difficulty identifying the correct punctuation in Q19, Q24, Q26. However, nine run-on

sentences were found in the writing sample showing that this knowledge has not been

applied to the writing.
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The writing was quite hard to decipher due to cursive writing and very little space used
between words. There were many run-on sentences i some fused sentences and
some sentences using adverbs sulhumlzesof Aihowe\
compound sentences were used, though some of them were run-on sentences. This
sample contains very long, complex sentences because of this. Commas are
frequently used incorrectly to fuse main clauses together resulting in run-on
sentences. A colon is used correctly in line 34. However, this was followed by a series

of run-on sentences, as shown below:

/lIThere has been many changes in society over the last few years,// such as:

oh people expressing the sex é[illegible]
in general being able to express themselves like never before,// [RoS] all this

is a positive thing //[RoS] however the idea of arranged marriages holds back

thesenewi deas of being free to-33ove who you

Pupil 6
P6 scored 41/50 on the GPS test and the error frequency was 7% for the writing

sample. The pupil answered five of the selected GPS questions incorrectly. In Q36 the
first bracketing comma was missed. A comma was placed between the subject and
verb Q45. No evidence of these types of errors were found in the writing sample. The
subordinate clause was marked as a main clause in Q39. In Q42 and Q50 word the
word classes were incorrectly labelled. P6 had no difficulty identifying the correct
punctuation in Q19, Q24, Q26. However, five run-on sentences were found in the
writing sample which used a comma to fuse the compound sentence, and four non-

sentences were used, showing that this knowledge has not been applied to the writing.

The writing was very small in this sample and the photocopying made it difficult to
decipher some of the words. Due to a photocopying misalignment, it could not be
ascertained whether there was a full stop at the end of some sentences. The small
writing size made it difficult at times to determine what was a capital and what was
not. The pupil uses a number of complex and compound sentences sometimes well
but often with run-on sentences. Commas are used to fuse main clauses resulting in
run-on sentences or used inappropriately interrupting the flow of the sentence. Many
conjunctions are wused, particularly d&édandd.

how many subordinate clauses are used. There were a number of non-sentences. A

76



lack of punctuation and run-on sentences result in overly complex sentences as shown
in example 2. OHowever & i s usoeskntemce. LBtingc onj un ¢
commas are used well. However, capitals and commas are often used incorrectly. A

colon is used correctly in line 1 and a semi-colon is used correctly in line 36.

Non-sentence:

1. 60A dream to marryinea7. man she | oves. 0

Run-on sentences:

1./ / 1/ These young girls are not even é[illeg
to find their place in society // [RoS] they are vulnerable and naive // yet they
are taken away from the family // and just expected to love someone./// Line
19-22.

2. /Il understand that these marriages embody discipline and sacrament for the
fortune, and have been a cultural aspect to Asia for a very long time
(Heartbeat of Asian cultures),//[RoS] however arranged arranged marriages
can be detrimental for their children's fortune./// Line 29-32

Semi-colon used correctly:

1. 6Arranged marriages have wo;iHaedpepetr f ect | vy
|l ife with a husband, two perfect kids and

Incorrect use of capitals and comma:

1. 6However, you have trained your Brain to
distraught,aty our | i fe being taken away from you

47Cross analysis with 2014 and 2024 da

Even though the pupils in the 2014 and 20214
age 10/ 11 and the 2024 age 15/ 16, it is inte
with mostly in theiat QPhSe stee sdtisf faenrde nwr isttiangge s
TabMe2r ompatrrgdePS questions pupil & oandwdrhe & oihroa

77



2014 err % | | 2024 err %
Key: GPS Questions selected 18 pupils 11 pupils
Average score for cohort 43.5% 43%
Q15 Punctuation i listing commas 0% 18%
Q16 Word classes - houns and verbs 0% 9%
Q19 Punctuation i full stops and capitals 11% 18%
Q21 Word classes - adjectives 18% 9%
Q22 Punctuation 1 full stops 0% 9%
Q24 Punctuation i full stops and capital letters 11% 18%
Q25 Connectives i subordinating conjunction (Before) 0% 63%
Q26 Punctuation i full stops and clause boundaries 0.50% 9%
Q27 Connectives i subordinating conjunction (when) 0.50% 9%
Q29 Punctuation i listing commas 16% 27%
Q33 Punctuation - contraction 27% 18%
Q34 Word classes - nouns 16% 9%
Q35 Word classes - nouns, verb, article and adverb 0.50% 18%
Q36 Punctuation i bracketing commas 0% 9%
Q38 Punctuation - contraction 0% 27%
Q39 Clauses i main clause and subordinate clause 0.50% 18%
Q40 Clauses i main clause, subordinate clause, phrase 33% 27%
Q42 Word classes - nouns 22% 9%
Q45 Punctuation i commas with paired adjectives 33% 18%
Q47 Punctuation - apostrophes 33% 36%
Q50 Word classes - verb used as noun 72% 63%

Tabl @Cedmpari son of

errors QWwasd et eisnt s201 4

average

particularly

Overall, the 2024 cohort had an

similar to the 2014 cohort at 43.5%.
worse with were word classes (adjectives
pairedtiadgse. The 2024 group had

full stops and <capitals, and
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sentence | abelled as a connective. Similar
pupils to | abel a phrase, main clause and s

Q50 where o6wal kd is a noun.

Tabl e3p4r.olvi des a comparison of the wrRiting e
cohofhe.satpfl éismedi ze with a ratioveralils: 11
of the sampé gusalvhees ef or e, t htey pferseeqoufeemaye so fu stet
was calculated in relationinoaltheddtodadad oiwe $nb
a better comparison acrossTheosamefoal sehaten
usetdo establish to frequemayenboénceersr-oasd mau
sentedbesfrequemcwyl érvmohwas cadalegolratesd by t |

of errorsatmagery in relation to the number u

Overall, the 2014 group made m&F ec oempraaresd ttho
5%. Mi nor sentences were used at the same fr
errors with minor sentences as they were ask
mi nor sentences would not be appropriate, wh
senteoccesectly as part of a narrative, but &
high error 2%r effudrhey.20514 sentences used we
whereas the 2024 cohort simple sentences com
The 2014 cohloyr ta nfiaedne eornr or s i n this category
Both cohorts used a similar frequency of <co
number of errors in Dhiseandaeaeagesy, Thes t2I0\ 4r
f ewer compl eaxt sle9nheenrceeass t W% so fmatdhee uspe ndt enc e
found in the 2024 sample. A similar frequen:i
this cat-egorgatiCmg conpurat iev@pox 2 & Hicdorheo r t

ma d e more ernther s202a&8ndcohorred  entaodeen smtTihee s .

conjunction errors in the 2014 sample wher
sentence with O6butdé where it could have been
connective errors in the 2024 sample were

conjunctlTihen 2024 <cohort made more errors Wi
clauses and bracketing commas. The 2014 <coh
commas, commas with pair eAl gardg aetcetri vferse gaunedn cf yu
sentensa was found i n nthreel2altd dornc ethoa ttthheee n GP S
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t est SCOr es an

d

wr,itthien g2 0O€elrdr o h ofwreadquaee nmy d e r ¢
colamrhe ha@2 4o

correlation, whereas the 20214
cohohd gher GPS test score didrnteirmgean
2014 2024
Key: SV Sentence Variation No. | Freq| Err | Freq| No. | Feq | Err | Freq
SV1 No. of minor sentences 49 99 33| 70% 22 89 18| 81%
SV2 No. of simple sentences 276 | 529 10| 4% 78| 319 0| 0%
SV3 No. of compound sentencey 101| 189 31| 31% 48| 189 14| 29%
SV4 No. of complex sentences 99| 199 17| 16%| 118 449 18| 16%
Total sentences / average errors 525 91| 30%| 266 50| 32%
SV5 List all eordinating
conjunctions used 174 22| 13%| 146 1 1%
SV6 List all subordinating
conjunctions used 91 4 4%| 151 2 1%
SV7 List all connectives used 65 1 2% 46 8| 17%
Total errors 125 61
Key: P- Punctuation No. Err | Freq| No. Err | Freq
P1 Commas used to separate
clauses 67 24| 35% 54 23| 42%
P2 Listing commas 28 10| 35% 13 2| 15%
P3 Commas with paired adjective] 5 2| 40% 4 0 0%
P4 Bracketing commas 25 8| 32% 9 8| 88%
P5 Full stops 402 83| 20%| 223 26| 11%
P6 Capitals 800 108 | 14%| 321 50| 15%
P7-P9 percentage errors calculated per. ofoverallsentences
P7 Nonrsentence (phrase) 30 30 6% 11 11 4%
P8 Nonsentence (subordinate
clause) 6 6 1% 8 8 3%
P9 Ruron sentence 29 29 6% 32 32| 12%
Total errors 300 160
Total SV and P errors 425 208
NW No. of words in samplesnd
overall percentage error 5145 8% 4647 5%
Tab4 8Comparison of errors madeampl 2914
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48l nterview Findings

48. 1 Ted&dcBarckground

The primary teacher has a Bachelor of Arts BA PE QTS (with PE teaching specialism)
and had fifteen years of teaching experience at age 37 at the time of the first interview
in 2016. He had very little knowledge of grammar prior to the introduction of the GPS
test despite grammar being part of the curriculum since it was introduced as part of
the 1988 Education Reform Act. He has no recollection of being taught grammar at
secondary school but may have been taught some grammar at primary, which he has
no memory of. His training, as part of his PGCE, 22 years ago, did not give him a

sufficient grounding in grammar.

48. 2 Prior ffostt he GPS

Since the introduction of the GPS test, he has had to teach himself grammar via guides

and information he found on Google. In his 2023i nt er vi ew he #@waso

stat

a whole raft of new terminologlfey hawvel dmedt he

the | evel of provision requiredoé to | earn

this in his own time and then consider how he might teach it. The government
produced a glossary of grammatical terminology, but this only came in after they had
been teaching it for several months. They were given additional support leading up to
the first GPS test, but very little support was given from the outset. In his 2016
interview, the teacher stated:

We didnét have a clueéuntil they drip

they changed it again. They made it
all sorts of new vocabulary [2015-16]. Things like the past perfect form of the

t h

verb, the presentper f ect form of the verb, stuff t

then we were off again, learning it all again.

48. 3 Fol |l omphgmeimé at i onTecssft t he GPS

The primary school teacher reported enjoying learning the new terminology as this
hel ped him when marking pupilsdé work

wor k on@Q023il mt ehrivsi e w, he stated that it

and be
had ¢

primary school teachers heekinewt elHeémnaidead tt
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gualityeéeof teaching and | earning in primary
though he was not sure if it had a major impact on improvingpu pi | s6 wr i ting s

48. 4 | mpact on Teaching

The primary school teacher stated that it had impacted his teaching in many positive
ways. Though it has given him more content
advances your ésubject knowl edge, then it ca

wr i t Hemwgndon to state that:

Wh a t I found as a teacher was it all owe
children, to edit their writing, or when | was giving them feedback, | felt | was

able to be more specific with the feedback again because of the knowledge that

| had because of the curriculum coming in and the requirements of it.

He noted that having a better understanding of grammar and punctuation had helped
his teaching as he could now better explain corrections by using specific terminology.
Prior to this, class work was more text-based and did not go into the finer details of
grammatical errors. He gave an example of a previous error which he would correct

but had no knowledge of why it was incorrect:

Like the a and the an rule. | knew whenaorans houl d be used, but
have put it into a | essamr odntbdtsbaoudly!l i t . V
now know whyé | can teach it.

He made a pertinent point regarding the difference between knowing grammar and
being able to teach it:

What separates really good teachers from not is how they then get that
acroAseg¢gbody can go and read up andéwor k o
then getting it acr os dgtsmamsethe hawltodeachthe t he b e
things rather than the actual thing itself.

Regarding autonomy in his teaching, he felt that the curriculum was quite prescriptive
prior to the new 2013 curriculum. The new curricul um had made h
and 6given [him] more knowledge about what |
still teaching comparable content, but previously he did not know the specific
grammatical terminology. Since GPS was impleme nt ed, he felt 06100% n
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A

teaching Englishd and tries to Ilink this g

wherever he can.

485GPS Test

The primary school teacher considered the GPS curriculum content to be more suited

to the GPS test with some crossover to writing. His approach was to teach GPS
content at the beginning of a -sctlyalsesd. OHei trtelpe
that the children start to see Opatterns in t|
For example, one of the questions asks i f th
this can be found in all test papers. He, therefore, teaches the pupils to look for this

style of question i nstwhlad thec htneirgneeds 6a swhaitcehs
pupils excel in answering the questions. He added that leading up to the test he would

give them O6tricks of the traded6 toéodihsetlopr ttsh etn
r esul tfeudd himsed teachingpupi |l s &éthe skills to pass
opposed to teaching content to support pupils with their written composition, but he

did anticipate that some of the GPS content would naturally be transferred to their

writing. In his 2023 i nt er vi e w, he stildl felt the skildl

particular test rather than teach them to ac

He did not feel that the test caused pupils stress as he statedt hat it was Oea
pupils with most scoring 40 or above. He added that oO6top writer
rather than the other way round. I f youobre
youbre going to be good at writing, but your
find maths and reading more stressful and he did not think that pupils saw the test as

important as reading, which was an opinion mirrored by other teachers he knew.

However, he had felt that the test had been made more challenging the following year.

486Ter minol ogy

The primary school teacher felt that the level of the new terminology they were
expecting pupils to learn was too high as many teachers did not know what some of
the terms meant. He would like to see some of the higher-level content removed that

he did not feel was relevant to pupils at age ten, so that they could focus on some of
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the more basic yet important elements such as capital letters, full stops, using

connectives and conjunctions, which he felt were more important for their wiring and

constructing sentences. He felt the increase in advanced terminology and punctuation

content was Otaking time away from | earning th
building on to get to thato. He felt that r
Regarding the use of terminology, he stated that:

eif it can link to the writing, and it cal
to be useful, but if itdéds al most a stand
you underline thisé, écan you change thi

impact on their writing, although most people would say it will impact on their
writing eventually, erm, butatteny ear s of age when youore

stops, capital Il etters, commas and making
their sentencmeakedon@®nsevehhey canot even
sentences back, yet 1 6m trying to teach t
is, which | dondét even understand mysel f.

He did report that knowing terminology was u
terminology can help them answer questions and will be useful for when they go into
secondary school, if these terms are used at that level. He felt grammatical terms were

usef ul for discussing the pupilsdé writing al
not so well. He added thatith el ped wi th mar king pupil sé worl
own work to iRmpewveuwulpyondhe stated that t h

vocabulary, but they are not permitted to use this anymore as they use more specific

terms such as: O0adverbs and propositions, ad
In his 2023i nt er vi ew, he stil!]l did not feel that
i mportant o, but that pupils do need to know

there was too much terminology for teachers to learn and that sometimes teachers will
forget what the terms are as there is a vast amount that teachers need to learn. He
statedthat@ hi | dr en can get by really well andéwr.i
knowi ng the t er nHewlid, hoovgvgr, fdelet tvas imgortant t@know the
terminology as teachers would otherwise make errors, which he had seen evidence of
in all the schools he had worked in since the original 2014 study.For exampl e, o6i f
observing a lesson and a teacher doesn't have a sound grip of the grammar, they will
teach it wrong and therefore the children wi
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that teachers needed the grammatical knowledge previously but with the new GPS it

is now essential that they have that knowledge.

487Wr i ting

Il n regard to improving pupilsdé writing, in t
of the GPS test had had some i mpact on pupi |
0whet her iitds improved their writinghein the
matter 0. He did not provide any <clarificatdi

reported that pupilsé use of punctuation had improved. Use of vocabulary had

remained the same as they were teaching that previously. He did not feel he had seen

a Omar k mprovement in writingd, however. [ n
children cannot O6write conciselyd and he sti

writing significantly.

488Punctuati on

The primary school teacher followed a similar approach to teaching grammar for
lessons on punctuation where he would teach a stand-alone starter lesson, for
example, 6écommas to separate clausesd. He wo

to grammar, partly within the whole text and partly on its own. Sometimes | will literally

just teach it on its owné and on occasions &
have written rather than from textbookso. H ¢
work so that they can 6see it in contexto. He

punctuation that pupils were expected to know, such as semicolons and colons, was

too much. In relation to these punctuation marks he added that:

Thereds not much difference. When | read
|l 6m not so sure whether that one is or tF
it. But to get that across, to know it yourself is one thing, but then to try and

teach it in a clear way is another thing.

The primary teacher felt very strongly that pupils need to know the basics first. For
example, some pupils did not know when to use a full stop in year 6 when asked. He
was told by an adviser that they]l[the\dtveadhmob 6pl
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and as a result they have had to focus more on pre-teaching. No clarification was
gained on what this involved.

489Curricul um

The primary school teacher felt that they needed much more time in the curriculum to
focus on Othe basicsbo. From his observation:
all year groups mostly struggled with full stops and capitals, and clarity of expressions
with many pupils using nonsensical sentences. Pupils tend to become disinterested in
|l earning the basics and are odexcitedd to | e
result they become bett erl eavse|ls opren cotfu atthi eo nndo |
use basic punctuation. The basics are not tat
of higher-level punctuation to cover. As he stated, dhere is too much to teach in every

year group and so it ends up being rushedo.
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5DI SCUSSI ON

5.1 Overview

This project aimed to evaluate the value of the GPS test and its impact over the last
ten years on classroom practice,t eacher s6 attitudes to teachi
application/retention of grammatical/punctuation knowledge to their writing. The
research project had two distinct strands 7 a) p urpténtiog/@pplication of
grammatical/punctuaton k nowl edge and b) t & awhichsoughtGo per ce

establish the following:

1. pupil sé application/retention of grammat.

through the GPS test, in their writing.

2. teacherso attitudes to teaching grammar s
Test.
3. the impact of the GPS test over the last ten years in relation to grammar

teaching and pupil knowledge.

The following will discuss the research findings in relation to these aims and establish
to what extent the research has addressed these aims. The first section will discuss
stranda)pupi |l s6 appl i c a tpuncuatioroKnowlgdga andnthe secora |

section will address strand b) teachersodo per

5.2 Pupilsdé application ention of
knowl edge, acquired thr the GPS t

m~ (0

I ret
ough
The 2024 cohort had an average score similar to the 2014 cohort showing that
declarative knowledge of grammar was retained well, which refutes Carterd6 s ( 198 9)
claim that much knowledge would be lost post-test. However, this knowledge was not
aptly applied to writing in both cohorts, as seen by Cushing (2019). Writing attainment
tended to be either the same or lower than GPS attainment. The 2014 school were a
high achieving school in comparison to nationwide GPS tests, yet writing was still

overall lower, showing that pupilsédeclarative knowledge tends to be better than their

application of the knowledge to writing (Cushing, 2021). Common errors were made
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in writing that were answered correctly in the GPS test. Pupils in both groups made
errors using commas for clause boundaries, understanding what constitutes a
sentence (i.e. non-sentences) and run-on sentences. In the 2024 sample, year 11
pupils, similar errors were found and sentences were more convoluted as a result.
Interestingly, the age-15-16 pupils made more errors in some categories than the
primary school children, showing that the complexity of errors may increase from key
stage 2 to key stage 4 if grammar and punctuation are not sufficiently taught through
high school. It is worth noting that 66% of the pupils in this cohort were in set 1 for
English. The 2024 cohort showed no relationship between higher GPS scores and
lower error frequency, whereas the 2014 cohort demonstrated a moderate negative
correlation. This difference may reflect the increased writing complexity in the 2024
cohort or attrition of knowledge that is often assumed once pupils enter high school.
This support s 9a@ndags that gupils arg dtdnécessarily able to apply
grammatical knowledge to their writing in high school.

Many minor sentences were used resulting in non-sentences, which were either
subordinate clauses that should be linked to main clauses or phrases which did not
contain a finite verb. Arguably, this could have been for literary effect in the 2014
sample as it was a narrative. However, many of these minor sentences could have
been used as apposition or modifiers of the previous sentences. If pupils are not taught
about possibilities, though, then they may not understand how to use minor sentences
appropriately in creative writing. This links with different formalities of writing as often
creative writing lends itself to using language more creatively. Short sentences are
often over utilised to create suspension or excitement (Myhill, Lines and Watson,
2011). For the 2024 cohort, the sample of writing was a more formal piece and so the
same argument cannot be made. Using minor sentence is not appropriate for more
formal academic writing which tends to use longer sentences and more subordination
/ embedded clauses. Despite the 2024 samples being a formal piece of writing, they
were often written in an informal, chatty tone, with overuse of question marks and
exclamation marks, and informal language was used. The use of sentence fragments
contributed to the informal tone. The key stage 1-2 curriculum appears to lean more
towards narrative writing as opposed to formal writing, although it does suggest that

pupils should use other types of writing such as greeting letters (DfE, 2013a).

Focussing heavily on creative writing at primary schoolmay hi nder pupil so
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and development with formal writing at high school. Furthermore, the GPS test does

not prepare pupils for shifting sentence types according to the style or genre of writing.

The NC(DfE2013a, p. 31) states that OTeachers shou
education by ensuring that they can consciously control sentence structure in their
writing and understand why sentences are con
sentences, pupils used run-on sentences in their writing, suggesting they do not fully
understand sentence structure and punctuation, yet pupils generally did not make
errors in the GPS test that would result in a run-on sentence. Firstly, this shows that
pupils are good at spotting errors but not necessarily good at applying it to their writing.
The GPS tests for declarative knowledge and is decontextualised. It does not test
whether pupils can apply this knowledge to their writing. Secondly, this shows that
pupils may not be fully aware of what constitutes a sentence and how sentences are
constructed with correct punctuation (i.e. a sentence must contain a finite verb and
commas cannot be used to link two main clauses together). In some cases, it seemed
the simplicity of writing had been missed and made far more complicated than it need
be. Perhaps this is because pupils write as they speak, as a stream of consciousness,
resulting in overly complex sentences. Pupils may also avoid using simple sentences
in the belief that it will make the work sound too simplistic and so over complicate their

work with overly complex sentences and run-on sentences.

A greater number of run-on sentences were found in the 2024 samples, at 12%
compared to 6% in the 2014 samples, showing that the complexity of errors such as
run-sentences increased as the complexity of the writing increased. 44% of the
sentences used were complex sentences with an error rate of 16% and some of these
sentences were very long and overly complex. Perhaps it would have been useful to
|l ook at sentence |l ength, as the sentences in
longer often due to the number of run-on sentences. Despite the errors found, some
sophisticated use of sentence structures and embedded clauses was seen, which
demonstrates the pupilsd creativity with se
much more complex than subject / verb / object. Sentences contained embedded
clauses and embedded subjects or direct objects. This was seen in the 2014 data, but
much more so in the 2024 data as to be expected. Writing and sentence structures
naturally become more complex as language expands during high school. This is why
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it is important to continue teaching grammar and punctuation at key stage 3/4.
Although both the key stage 3 (DfE, 2013c) and key stage 4 (DfE, 2014c) curriculum
highlight the importance of linguistic terminology, it does not mention teaching it
specifically in context to writing at key stage 3/4. The focus in the key stage 4
curriculum is more on looking at the @ffectiveness and impact [of grammatr] in the texts
they reado It could be argued that it is not enough to assess use of grammar in texts.
The grammatical knowledge needs to be explicitly applied to their writing (Myhill et al.,
2011).

As Myhill, Lines and Watson (2011, p .
sentences does not make better writing; they have to be used appropriately relative to
form and The depndienesimple sentence, is itself problematic in making
pupils think that simple sentences will make their work simplistic. Some simple
sentences can be complex and some complex sentences can be simplistic, as
acknowl edged in the NC glossary definti
cl aused -alauskd 6imsi |l b $ e dfE, ROA3atpeld)dUsifigRoo many simple
sentences may be seen as an indication of lower-level writing. However, varying
sentence types and using a simple sentence along with complex sentences can add
impact to a piece of writing, which links to the notion of sentence combining and pattern
finding used with success in other studies (Myhill, Lines and Watson, 2011; Andrews
et al. 2004b). By allowing pupils to experiment and play with language possibilities,
they can better understand how sentences are constructed, the effect they have and

how the punctuation governs the patterns used.

Conjunctive adverbs, often referred to as connectives, were frequently used to join
main clauses together resulting in run-on sentences in the 2024 sample. Only one
instancewas found in the 2014 cohort. 0The
used and it was used incorrectly resulting in a run-on sentence. The most frequently
used connective in the 2024 sample was
50% due to it being used to join main clauses resulting in run-on sentences. Using the
term @decomwmeed in previous iterations of
conjunctions and conjunctive adverbs many have resulted in confusion. Conjunctive
adjuncts and conjunctions are used to connect ideas and semantically are similar. For

instance, 6 however 8 and O6butd have the same
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words is quite different. 6 So6 and Ot herefored i s nicnot her
similarity. Conjunctive adverbs grammatically have a different function and cannot be

used as conjunctions to join sentences (main clauses) together. Imprecise
grammatical definitions cause confusion for teachers and pupils. In the 2014
classroom, | observed a pupil giving O6theref
two main clauses. Using conjunctive adverbs as conjunctions is an error seen

frequently in everyday writing and when | have taught this to undergraduate students,

they often do not believe this information to be true. This incorrect usage has become

ingrained. Even an educational website (Education Quizzes, 2024) was found to use

the conjunctive adverb O6howeveré as a conju
can never find t hessihcecogetted thishites pleasimgdoisde¢hath a

the NC has now removed the term édconnecti vec¢

the original 2013 glossary:

Connective A connective is a general term for words that link ideas together, e.g.

@ ® although, but, on the other hand.

There are different types of connectives that perform different
functions, e.g.

® Coordinating connectives join words, phrases or clauses
that are equal. The main coordinating connectives are and,
or, but.

® Subordinating connectives introduce a subordinate clause,
e.g. because, although, unless.

® Temporal connectives signal time or chronology, e.g. next,
first, later, meanwhile.

® Causal connectives signal cause and effect, e.g. because,
therefore, consequently, so.

Figure 5.1. Original National Curriculum 2013 Glossary definition for connective

Conjunctions are referred to as connectives in the 2014 GPS test. Pupils, therefore,
did not need to understand the difference for the GPS Test. The GPS test did not test
for understanding of what a connective and conjunction was. The two terms were used
interchangeable, where connective is used to define both. The 2024 cohort had
di fficulty with answering t he thatemsinologgiss on 0

no longer used.
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The GPS test asks pupils to identify clauses, though this does not mean that pupils
will understand how sentences are constructed in writing. Pupils in both cohorts did
have some difficulty identifying a phrase, subordinate clause and main clause in
guestion 40. Again, this may show lack of understanding of what constitutes a main
clause. Pupils did not have difficulty answering other questions on clauses, perhaps
as they were easier to identify. The GPS test requires pupils to spot whether a clause
is a sentence or phrase. However, answering these questions correctly may be
through good judgement, or a process of elimination, rather than an explicit
understanding of what makes a clause a sentence, that is, it must have a finite verb
and be complete in meaning. Often undergraduate students are good at spotting
grammatical errors in exercises but do not have the linguistic knowledge to understand
why they are incorrect. This element of feature spotting is noted by (Cushing, 2019).
Pupils being apt at feature spotting does not necessarily translate into becoming a
better writer (Cox, 1989). The implicit understanding and declarative knowledge needs
to be made explicit and applied to writing (Hudson, 1992). Teachers might hope that
this knowledge is transferred to writing, as the 2014 teacher expressed, but there is
no guarantee that this will happen, unless teaching for the GPS test is explicitly taught
in relation to constructing sentences and writing, as exemplified in the Myhill et al.
(2011) study. As teachers may teach for the test, the pedagogical motivation and
space in the curriculum for this may be lost and grammar teaching becomes
decontextualised (Cushing and Helk, 2021; Myhill, 2021).

The definition for a sentence is problematic and in the NC glossary is perhaps a little
vague as it does not include that a sentence needs a finite verb:

A sentence is a group of words which are grammatically connected to each
ot her but not to any words outside
single clause or it may contain several clauses held together by subordination
or co-ordination.

(DfE, 20134, p. 15)

However, a single clause can be non-finite or finite, but a non-finite clause would be
classed as a sentence fragment, non-sentence. Using the term dnain clausedwhich
includes a finite verb would be more useful. Whether a sentence contains a finite verb

is an important aspect of sentence construction and identifying what is and what is not
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a sentence, as exemplified in the introduction (Berry, 2016). The NC definition for a
finite verb does provide additional i nfor ma
participles or infinitives, cannot stand on their own: they are linked to another verb in

t he s e n tfee20X3ae, p. 6)( NBvertheless, this requires the teacher to make those

links. It assumes that teachers will have the linguistic knowledge to ascertain clause

types and as the research has shown teachers
grammar has been lacking (Watson, 2015; Giovanelli, 2016), and this can negatively

impact the success of teaching grammar context to improve writing (Myhill, Jones and

Watson, 2013).

There is no requirement to cover linguistic knowledge on the PGCE programmes (DfE,

2019b; Edghill, 2024). It is assumed that the trainee teacher already has this

knowledge and so is not taught explicitly in the same manner as phonics or maths

(DfE, 2019b). Where courses do provide training, it is often condensed in a short

course (Giovanelli, 2016; Merisi, Msani and Mba, 2023). One might question why this

is the case, given that it has become such an important aspect of the NC, and whether

it is sensible to be asking non-experts in linguistics to teach vast amounts of grammar.

Indeed, this has been highlighted since the NC6 sonception (Kingman, 1988; Cox,

1989). Myhill, Jones and Watson (2013, p.86) found that often clauses were
inadequately taught with references to O6part
the punctuationbo. Further mor e, they found t
more complex sentences were needed (ibid). This could lead pupils to believe that

their writing should be overcomplicated. Pupils, who were taught what a simple

sentence is, were able to define it as having a subject and a verb and (Myhill et al.,

2013). This shows that linguistic knowledge and KAL is useful in helping pupils to

better understand sentences.

How word classes are taught i's I mportant. F
confusing for pupils as dbilgéy wasdociTai e owal
important to teach students the function of the word rather than semantically labelling
verbs as doing / action words. The NC glossary is careful not to do this in both its
explanation for verbs and nouns. The NC definition of a noun specifies that labelling
nouns as Onaming wordsd and verbs Hsng 6doi ng¢

semantic definitions for word classes is often seen in practice and was observed in
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pupil sd annot at i tpalse notead by Myhdl, J0Bd3 and tLiees (2013).
Being able to explain the function of a word rather than its sematic meaning requires

a good grounding in linguistic knowledge.

Commas used with openers (phrases/connectives) were not taken into consideration
though were used quite aptly, particularly with the 2014 cohort. Although these are
taught as part of the NC, these were not part of the Linguistics Coding Framework
used and are not tested for in the GPS test. Use of these commas is often a case of
style rather than correctness. However, this is still an aspect of punctuation that pupils
used well in general and could be argued to be an indication of apt use of punctuation.
Another aspect of style focussed on in the GPS test is the Oxford comma. Pupils are
penalised for adding the Oxford comma in the GPS test, despite tools such as spell
check on Word indicating the lack of an Oxford comma as an error. This is considered
another element of style yet is prescribed as incorrect by the NC. It could be argued

that it is not a good use of resources and time to focus on an element of optional

usage, when there are more important aspects of Engl i sh wh i

challenging to master. It may be useful to focus more on basic errors pupils make in
their writing rather than aspects of optional usage. Many basic errors were made in
the writing such as using full stops and capitals correctly, yet pupils were able to
answer these types of questions correctly on the GPS. This shows that pupils are not
necessarily applying this knowledge to their writing. Commas used to separate clauses
al so scored quite high for errors in t
with fronted subordinates and sometimes adverbials, but this is not tested for in the
GPS. This was an aspect that the primary teacher commented on. Pupils are expected
to understand how to use semi-colons and colons at key stage 2 yet are struggling to
use basic punctuation correctly.

The use of fronted subordinates was less often used in the 2024 sample. Pupils in the
2024 had difficulties answering Q25 which asks them to identify the connective in a
fronted subordinated. As the terminology for connectives for subordinate conjunctions
has now changed, pupils may have been less familiar with this term. Interestingly, the
2014 cohort used more commas in general than the 2024 cohort, and although overall
they made more errors, their use of commas was better. The 2014 used listing
commas particularly well, where this was a problematic punctuation mark for the 2024
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cohort. Although not many were used, they had an error frequency rate of 88% (see
table 4.13). This might be indicative of good teaching of punctuation at key stage 2.
However, if this is not taught at high school as its assumed knowledge, attrition of

knowledge may occur.

Contractions and apostrophes were not accounted for on the Linguistic Coding
Framework. Given that this is an aspect that pupils found difficult in the GPS test, and
evident in the writing samples, it seemed useful to highlight incorrect usage for this,
though a statistical analysis was not provided. It might be argued that using
apostrophes and contractions correctly does not have a significant impact on the
clarity of writing. Apostrophe usage is a case of correctness rather than style, though

correctusagemaybeused to judge the | evel of a

perso

i mpact pupil sé6 out c furtherstudydrjebs. Tlee | PRI (2010)megortf o r

found that employers rate literacy skills as the second most important aspect when
employing school and college leavers, with a third of employers being dissatisfied with
school |l eaverso6 | evel o f h theyglhimesl shouwdke thd
main priority in education for up to age 11 pupils. Pupils in both groups made errors in
relation to apostrophes in the GPS test and their writing and this could reflect

negatively on them in employment.

Some of the pupils had a very good diction and used vocabulary well though this was
not accounted for in the Linguistics Coding Framework, Language use was not
accounted for as part of the analysis as it was not a focus of the study, but it could be
argued that this is more of an indication of good writing than sentence variety and
punctuation. For example, there were some samples which contained grammatical
errors such as missing out determiners or words. What is classed a s 6 gviitiogd
involves more than using punctuation correctly. It is complex and the analysis did not
account for the levels of complexity in writing and its many facets that lead to

competent written composition.

There were many spelling mistakes present in the pieces of work, though this was not
the focus of this study. With the rise of electronic communication and the use of spell
check, spelling is perhaps considered less of a problem (Stewert, 2013; Teacher

Interview, 2024), though a review of the research by Pan et al. (2021) shows that
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spelling is still important. It is seen as an important aspect of writing fluency and
reading and so perhaps should be considered.

Regarding retention of knowledge for the GPS, the 2024 cohort on average scored the
same as the 2014 cohort showing that a similar level of knowledge of grammar had

been retained. Interestingly the two cohorts found different aspects of the GPS test

challenging: forthe20l14cont racti ons and commas with pai

2024 | isting commas, full stops and capital
identifying owal kdé as a noun showing that pu

GPS s

worddowever, despite these fairly good

were found i n t hTee ewarsifaundmghe 80a4mvpoitingesample might
be indicative of what may develop later into far more complex errors as seen in the
2024 writing sample. The errors found in the 2024 data were far more complex with
convoluted sentences and sometimes sentences containing more than one run-on
sentence. If these types of errors are not addressed at primary level and it is not picked
up atkeystage3/4, these types of errors will,
as seen in undergraduate writing. In order to avoid these types of errors, an
understanding of what constitutes a sentence is needed and given that the NC
glossary definition does not adequately define a sentence and little formal training is

given to teachers on grammar, confusion is likely to be seen.

5.3 TeaRelmerepd i ons

The primary school teacher in the 2016 interview stated that he had no background in
grammar prior to the implementation of the GPS test and was not given a sufficient
grounding in it on his PGCE. He had to learn grammar through self-study, as seen in
by Safford (2016) and Cushing (2019). This lack of grammatical subject knowledge
did not appear to negatively impact his views on grammar, as seen with some teachers
(Watson, 2012; 2015). On the contrary, he was motivated and enthusiastic to learn the
requisite linguistic knowledge and this was clearly instilled in the pupils who he
reported enjoyed the GPS test, corroborated in the Safford (2016) study. The teacher
enjoyed learning the new terminology and felt it had upskilled him and given him the

metalanguage to discusser r or s i n , gtesged dy €dax (19808)r However, he
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did not feel that this had had a major impact on improving writing as seen by Safford

(2016). He pointed out that knowing how to teach grammar is what distinguishes a

good teacher and this pedagogical knowledge had been lacking, also noted by Jones,

Myhill and Bailey (2013). Having learnt grammar, the teacher reported feeling much

more confident teaching English, an aspect found i nanwat sono
Giovanel l.i 6s (2016)

The primary teacher reported teaching grammar in context to writing rather than in
standalone classes which was encouraging to see, also found by Cushing (2019). As
only one lesson was observed and more specific questions were not asked, it is
unclear how much contextualised grammar teaching and discovery learning played a
role in his teaching. In the class that was observed, pupils enjoyed playing the
grammar games and the knowledge they had retained regarding concepts such as
abstract nouns was impressive. However, the lesson started by discussing the
grammar point, before it was applied to the rest of the lesson. This is contrary to
discovery learning and KAL where pupils are encouraged to first use their implicit
knowledge of language to discover word groups and patterns (Cox, 1989; Carter,
1990; Hudson, 1992). Pupils were able to spot what an abstract noun was, showing
good declarative knowledge and feature spotting, but | did not have the opportunity to
see the pupils apply this knowledge to their writing. Exercises involved asking pupils
what word class was needed to fill in the gaps in a sentence, which could be seen as
a more traditional approach to teaching grammar. Providing opportunities for children
to play grammar games was seen to create enthusiasm for learning terminology,

though this placed the emphasis on learning terms out of context.

The 2014 primaryt eacher 6s views had notenyealsaHeged ov
remained enthusiastic on the place of grammar in the curriculum, though still doubted
its usefulness for improving writing. Unfortunately, due the 2024 teacher going on
maternity, a follow up interview was not possible. Her views on how grammar is taught

in secondary would have been useful aspect to look at.
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5.4 Illmpact of the GPS Test

Teachers have autonomy on how they teach the 2014 curriculum, so long as pupils
possess the correct knowledge to pass the GPS test (Safford, 2016). However, this
begs the question on whether passing a test on grammar, punctuation and spelling is
usefulinhel ping to i mprove childrends writing
implementation of the test seem to have been to hold teachers accountable for
teaching grammar and to act as a means to measure school performance (Cushing,
2019; Myhill, 2021). Nevertheless, teachers have upskilled as a result and may feel
more confident to teach grammar (Safford, 2016; Teacher Interview, 2016). However,
with teachers teaching for the test (Cushing and Helk, 2021), this may take away from
using classroom time to experiment and play with language which has seen to be
impactful (Myhill, Lines and Watson, 2011). The teacher from the 2014 study
confirmed that teaching for the test becomes common practice with the need for pupils
to perform well on the test, also seen by Safford (2016). The pupils start to learn the
patterns that will be in the test and the types of questions asked (Teacher Interview,
2016; Safford, 2016), and are training to perform well on the test rather than use this
knowledge to help them become better writers. The GPS test tests declarative
knowledge rather than understanding and application. It focusses heavily on word
classes and grammatical terms and not enough on punctuation and what constitutes
a sentence, or how this applied in their own writing. Only a small percentage of the
test is on clauses and punctuation. On the other hand, the GPS tests does have some
benefits as statutory testing ensures that specific grammatical content is taught
(Hudson, 2014). Although grammar is still a focus in the secondary curriculum, the
linguistic terminology provided is non-statutory and it is not tested at key stage 3 and
4. If there is no incentive to teach it, it might not be taught, as was seen prior to the

implementation of the GPS test.

Despite the introduction of grammar over the last ten years, according to the National
Literacy Trust (Clarketal., 202 4) survey, pupilsd enjoyment
has dropped by 18.1% over the last 14 years, with a 5.9% decrease seen in the last
year and the largest decrease seen in boys age 5-8. An 11.1% downward trend was
seen in pupils writing in their free time though an increase was seen in pupils enjoying

writing in school (ibid). They do not state reasons for these decreases, though one
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might expect that the rise of digital technology has had an impact. They did, however,

f i nd Ptoviding opgortunities in school for children and young people to feel

inspired to write can have a positive impact on writing enjoyment and frequency in

their free time (Clark et al., 2024, p.8). If writing is seen as a task rather than a

pleasure, then pupils may not feel inspired to engage in writing. This decrease in pupil
engagement and enjoyment is an issue which they state needs addressing with
Oextdrianaarr y actiondé with more research needed
(Clark et al., 2024, p.27). Using discovery learning and KAL may help to enthuse pupils

and engage pupils in writing.

The NC (DfE,2014,p. 21) st at es t hpEalycaddntributeso tre qualityr o | e

of pupilsé writing by providing opportunitie
through playing roles and i mprovising scene
heavy focus on testing pupils, this may take away time from the curriculum for pupils

to develop KAL and writing skills through play and drama. Indeed, qualitative data in

the NLT survey showed that pupilsdé disliked
lessons (Clark et al., 2024). It would have been interesting to ask the teachers in my

study how much play, role play and experimenting with language featured in teaching

writing. It would be useful to see if discovery learning and active learning, such as that

seen with the socio-dramatic play evidenced by Hall and Robinson (2003), would have

an impact on pupilsd inspiration to write an

The use of games, role play and experimenting with language possibilities was a key
feature of the Myhill, Lines and Watson (2011) pedagogy. It might be beneficial to
know how much these aspects of the teaching impacted the success of the project
and inspired children to write. The University of Exeter (2024) provide some useful
resources for grammar pedagogy. The importance of teaching grammar in relation to
writng i s sthreépsad dpupil s] move from superfic
grammar (University of Exeter, 2024), thus moving away from feature spotting and
teaching for a test and towards KAL, as the lessons encourage pupils to look for
patterns and use their implicit knowledge of language. Perhaps the impact of the GPS
test would be far greater if teachers were given more training on grammar and the best
pedagogies to teach it in relation to writing and were given more time in the classroom

to implement creative pedagogies for teaching grammar and writing.
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6.CONCLUSI ON

This study sought to establish the value of the GPS test for retention and application
of knowledge for writing. The study found that pupils had a good aptitude for
completing the test with high scores, and this was seen in the cohort who took the
GPS test five years after their original GPS test, achieving similar scores to the 2014
cohort. However, despite pupils being apt at answering questions on clauses and
punctuation, common errors were found in their writing, meaning pupils may not be
sufficiently applying this knowledge to their writing. Common errors found were run-
one sentence, sentence fragments and using conjunctive adverbs to join clauses.
These are the same types of errors fre
seen in the 2024 cohorts writing samples were far more complex than the 2014
samples showing that if pupils do not have a good understanding of what constitutes
a sentence at key stage 2, errors may become more complex at key stage 4 and
beyond. Limits to pupils being able to apply grammatical knowledge to their writing
might be influenced by the confidence, attitude, and level of grammatical and
pedagogical knowledge of the teacher (Watson 2012, 2015; Myhill, Jones and Watson,
2013; Merisi, Msani and Mba, 2023). The 2014 primary teacher, who had self-taught
grammar, had become confident in teaching grammar and some of this was reflected
i n t heknpaegge of gr@mmar and punctuation in their writing, though pupils did
not appear to fully understand clauses and sentence structures. Little is known about
the teaching practices of the 2024 teacher, and it would be useful to pursue this in

further research.

The NC focuses more on correctness and prescriptivism and teaching for this can lead
to teaching for the test as seen by Safford (2016) and in the 2014 study, which may
take away opportunities in the curriculum for exploration of language, discovery
learning and play, and teaching grammar in context, which was seen to be effective in
Myhill, Lines and Watson (2011). As a person with dyslexia, remembering rules and
labels can be problematic due to a deficit in working term memory. However,
remembering the patterns that govern the rules is much easier, and it is an
understanding of these patterns that has helped me to become a better writer. If more
opportunity was fostered for pupils to discover the patterns in sentence structures,

then they might better understand the rules which govern those patterns. More
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research is needed in this area and more pedagogical focus is needed in the
curriculum on how teachers might teach grammar in context to writing through these

strategies.

The study was limited by not following the same cohort of pupils throughout their
schooling and so it is unknown how much knowledge was retained from the original
GPS test, though they did score well which is a good indication of retained knowledge.
I f it had been possible to obtain the
have made for a more robust analysi s.
five years would have also been useful. However, due to anonymity of the 2014 cohort
this would not have been possible, and ethical clearance was not given for use of the
data in this manner. It would have been fascinating to have surveyed and interviewed
the 2024 cohort on their views of the test and grammar, though this would have
widened the scope of the study perhaps too broadly. Furthermore, if it had been
possible to interview the 2024 teacher, this would have provided an interesting
perspective on her views of teaching grammar at secondary level and the impact of
the GPS test as seen in Cushing (2019) and Cushing and Helk (2016).

The analysis of this study was a challenging task made more difficult by poor
photocopying quality and handwriting quality. Decisions regarding the analysis
changed throughout the project requiring the analysis to be repeated multiple times,
which was time consuming. The sample was large with twenty-nine pieces of work in
total. The 2014 had an average word length of 284 with the 2024 averaging 422,
totalling 9792 words. The sample sizes were different which made comparison more
difficult, though this was accounted for. The genre of writing selected by the teachers
was different meaning creative pieces and formal prices were compared. It would have
been beneficial to have asked the pupils to write a piece specifically for the study, but
this would have been an additional burden on the teachers who participated in the
study. In addition, it would have required further ethical clearance for the 2014 study
as this would not have been part of their usual classroom practice requiring additional
permissions which were not applied for at that time. It might have been useful to have
known what the 2024 pupils achieved in their GCSEs for English. Lastly, the Linguistic
Coding Framework used for the 2014 study, though very useful, was dated.

Understandings regarding classification of clauses have moved on from using simple
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clause and complex clauses and these categories were perhaps not as useful as using
the terms such as single clause and multi clause, as noted in the latest iteration of the
2014 NC. The term connective was also problematic; identifying adverbials usage

would perhaps have been more useful.

Teaching writing is multifaceted, and correct grammar and punctuation is only part of
what might be considered as good writing. Teaching grammar may have benefits, but
it should not be taught decontextualised in isolation (Myhill et al., 2011). Grammar
should be taught in context to writing and it is encouraging to see that this this might
now be happening (Safford, 2016; Cushing, 2019). However, evidence from the 2014
teacher shows that there might be a lack of understanding of what teaching grammar
in context means, as the grammar teaching observed could be considered
decontextualised. Enthusiastic teachers who are confident with their subject
knowledge may teach grammar in context well, but not all teachers may have the
confidence and knowledge to do so. Content knowledge is not the main focus on many
training programmes meaning that teachers need to either have covered this on an
undergraduate programme or need to be self-taught. There are no preparatory
courses that teachers can take to upskill in grammar as Subject Knowledge
Enhancement courses are currently not available for English (DfE, 2024). Studying
English at A-level has been in decline over the last decade, with considerably more
pupils choosing Literature over English Language (National Association for the
Teaching of English, 2024) and a decline has also been seen in English Language
and Linguistics degrees, meaning fewer students will be studying this subject at
greater depth. Perhaps the grounding that pupils are now been given in grammar at
primary school will filter through, but this may not be adequate for the level of
grammatical and pedagogical understanding required to teach KAL and grammar in

context as a subject expert.

Testing grammar since the implementation of the GPS test appears to have had value
in bringing grammar back into the curriculum and raising the profile of the importance
of grammar (Safford, 2016; Teacher interview, 2014; Hudson, 2014). What remains
unclear is its value for improving writing skills. Teaching for tests may lead to teaching
grammar decontextualised and this may not be useful for application of grammatical

knowledge to writing, which my study aimed to ascertain. Pupils need to be enthused
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by teachers through discovery of language and looking at how this can then be used
to become better writers (Myhill, Lines and Watson, 2011). Teaching grammar for
testing could be seen as a chore and may not enthuse pupils to use the knowledge to
become better writers. Knowledgeable and enthusiastic teachers might inspire pupils
to learn about language and draw on their implicit KAL, but some may not have the
confidence or pedagogical expertise to do so.

The GPS test is a means of being made accountable for public interest. It is not a
means of improving writing skills and there might not be motivation for this. The
government needs to ensure that grammar is not being taught for the sake of it and
that it has value for helping to improve writing skills, otherwise a repeat of the 1960s
could be afoot when grammar was removed for the same reasons. Already the GPS
test has become optional at key stage 1 and no longer a mandatory requirement, which
places less credence on the test. This could be seen as a positive move if the focus
shifts much more on using KAL to improve writing. The GPS test focuses on rules and
correctness, and feature spotting, whereas teaching grammar should focus more on
discovering patterns and playing with language possibilities as advocated by Myhill,
Line and Watson (2011), Myhill et al. (2013) and Hudson (2015). There seems to be
a tension between how the government want teachers to teach grammar in context
and its prescriptive approach with the vast amount of terminology that pupils are
expected to learn for the GPS test. This may lead to cramming in content knowledge
for the test and superficial learning, as testified anecdotally (Teacher Interview, 2016)
and leaves pupils not valuing the role of grammar for writing (Cushing and Helk (2021).
The importance placed on the results from statutory tests is currently at odds with the
curricular aim of developing language awareness and improving writing as each
demands a different pedagogical approach. The GPS tests for declarative knowledge

and not application of knowledge to writing.

Applying KAL to writing requires a cycle of modelling, drafting, editing and feedback.
Perhaps if the basics are prioritised, with less focus on learning technical terms as
supported by Wyse et al. (2022), then this would make more room for teaching
grammar in context and through discovery learning. If p uipguisit’edminds are

harnessed by engaging them in active learning approaches, they will be exposed to
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literacy in ways which may inspire them to learn (e.g. Hall and Robinson, 2003). There
is no empirical evidence on the efficacy of the GPS test, and the present study makes
only a small contribution to the dearth in the literature. This calls for a need for larger,
longitudinal studies, specifically at secondary level, as writing becomes syntactically

more complex in later education.

The research has influenced my own practice, and | have now moved away from error
spotting. By adapting activities from Myhill, Lines and Watson (2011) to HE level
academic writing, | have created exercises which provide opportunities for
undergraduate students to discover patterns in academic language and play with
language possibilities. This has been successful and feedback from students has been
positive, though the impact of this on their writing is unknown. The concept of discovery
learning and pattern finding through active exploration is an area ripe for further
research.
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8.APPENDI CES

Appendi x A: Project information and
Al ) . Research Project 202 4: School Infor-
P University of mation
Central Lancashire An Evaluation of the Value of the Grammar, Punct
UCLan tion and Spelling Test for Retention and Applicatio
of Grammatical Knowledge and its Impact on Tea
ing Grammar

You are being invited  to participate in a research study. Before you decide whether
to participate, it is important for you to understand why the research is being done

and what it will involve. Please take time to read the following information carefully
and feel free to ask us if you would like more information or if there is anything
that you do not understand. Please also feel free to discuss this with your friends,
relatives and colleagues if you wish. We would like to stress that you do not have
to accept this invitation and should only agree to take part if you want to.

Thank you for reading this.

What is it?

This is a Masters by Research project looking at the value of the Grammar, Punc-
tuation and Spelling (GPS) test for retention and application of grammatical

knowledge and its impact on teaching grammar. | am interested in the effective-
ness of the National Curriculum strategile
am al so interested in teachersdé views on t

This project spans over nine years and includes data from a cohort of year 6 pupils
who were the first to take the GPS Test in 2014.

What will the project do?

This part of the project will include a group of ten pupils from a year 10 class.

They will be given the grammar and punctuation sections of a GPS test (paper 1),

which includes 50 questions, and they will be given 45 minutes to complete it. A
shortvideo will be played informing the pupils of the study and why it is important.

It will also explain their right to withdraw from the study at any point. After the

t est has been taken, [ would need you to
writing anonymise d and paired to the GPS test taken. Ideally, these would be the

S
he

P €

for

Nat

provi de

same genre of writing. [ would need perfor manc

participate in the study and details of whether they have SEN. Access to their
previous GPS scores would be extreme ly useful but is not essential. | would also
like to interview you to find out more about your views on the English National
Curriculum.
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June / July GPS Test and writing sample provided

2023

July 2023 Interviews

Sept 2024 Researcher to provide findings from the study
What oés in it for me?

I hope you will enjoy being involved in a project that will assess the effectiveness

of the governmentds strategies to improve pupils
the opportunity to share your own professional views on such strategies. At the

end of the project, | will disseminate the results of the project, and can suggest

teaching strategies/support materials for your School, if requested.

The University processes personal data as part of its research and teaching activ-

ities in accordance with the | awful basis of 6p
the Universityéds purpose of fadvancing educatio
public benef i t 0.

Under UK data protection legislation, the University acts as the Data Controller for
personal data coll ected as par Thetriversithpivatyni ver si t
notice for research participants can be found on the attached link:

https://www.uclan.ac.uk/data_protection/privacy -notice -research -partici-
pants.php
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N2 . ) Research Project: School permission
P Unive rsity of An Evaluation of the Value of the Grammar, Punctu
@ Central Lancashire |tionand Spelling Test for Retention and Application
UCLan Grammatical Knowledge and its Impact on Teachin
Grammar

About the Project

This is a Masters by Research project looking at the value of the Grammar, Punctuation and Spelling

(GPS) Test for retention and application of grammatical knowledge and its impact on teaching gram-

mar. | am interested in the effectiveness of the National Curriculum strategies for helping pupils to

improve their writing skills . I am also interested in teachersdé views on
lum and the GPS test. This project spans over nine years and includes data from a cohort of year 6

pupils who were the first to take the GPS Test in 2014.

1  This Memorandum of Understanding is between Ashton Community Science College and the
researcher, Angela Kilpatrick, UCLan.

2 The Memorandum is designed to ensure clear understanding of the commitment involved in
participation in this research project and to clarify the responsibilities of each party involved.

3 The researcherds responsibilities:
The researcher will:

C guarantee that all research is conducted with full ethical consideration, complying with the
highest expectations of the British Educational Research Association Ethical guidelines.
This will ensure confidentiality and anonymity of all schools, teachers and pupils in-
volved in the project. Informed consent will be sought for participation from teachers and
pupils.
C guarantee that all participating schools/teachers benefit from the outcomes of the research.

4 The Universityés responsibilities:
The University will:

C guarantee that all research is conducted with full ethical consideration, complying with the
highest expectations of the British Educational Research Association Ethical guidelines.
This will ensure confidentiality and anonymity of all schools, teachers an d pupils involved
in the project and seek informed consent for participation from teachers and pupils.

C ensure that the researcher has completed all relevant mandatory training.

5 The School dés responsibilities in the research partn
The school will:

C support the teacher in fulfilling the requirements of the project as outlined on the Project
Briefing Sheet.

| am happy to support this research project.

Signed: 6ééeééééceééecceéeceeeececeeececee. ecgééec.
(Headteacher)

Signed: eéééeéééecéééccéééeceéécecéééceéée. ééé. e.
(Teacher)
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How will my data be collected?

Your data will be collected via an audio rec-
orded interview, pupil GPS tests and a sample
of pupilsbé writing.

How will my data be stored?

Your data will be stored on the university pass-
word protected server on OneDrive.

How long will my data be
stored for?

Your data will be stored for 7 years

What measures are in place to
protect the security and confi-
dentiality of my data?

The data will be anonymised and stored on the
password protected university server

Will my data be anonymised?

Your data will be anonymised, such as key
stage Teacher 1, Pupil a, b, ¢

How will my data be used?

Your data will be used for a student thesis,
presentations and possible publications

Who will have access to my
data?

Your data will only be accessed by the Student
Researcher and the Supervisory Team

Will my data be archived for
use in other research projects
in the future?

Your data may be used in future projects

How will my data be de-
stroyed?

The audio recording will be deleted after 7 years

The School has the right to withdraw from this project at any point prior to the
publication of the data by contacting Angela Kilpatrick. Once the data has been
anonymised, individual participants will not have the right to withdraw from the

project.

Student researcher: Angela Kilpatrick AJKilpatrick@uclan.ac.uk 01772 894512

Supervisory team: Pauline Harries PHarries@uclan.ac.uk  and Sharon Mcculloch

SMcculloch2@uclan.ac.uk

If you are unhappy, or if there is a problem, please feel free to let us know by
contacting Angela Kilpatrick and | will try to help. If you remain unhappy, or have
a complaint which you feel you cannot come to me with, then please contact the
Research Gov ernance Unitat OfficerForEthics@uclan.ac.uk
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\\\V/? . . Research Project 202 4: Techer infor-
P University of mation
@ Ce ntral LancaShlre An Evaluation of the Value of the Grammar, Punct
UCLan tion and Spelling Test for Retention and Applicatio
of Grammatical Knowledge and its Impact on Teag
ing Grammar

You are beinginvited  to participate in a research study. Before you decide whether
to participate, it is important for you to understand why the research is being done

and what it will involve. Please take time to read the following information carefully
and feel free to ask us if you would like more information or if there is anything
that you do not understand. Please also feel free to discuss this with your friends,
relatives and colleagues if you wish. We would like to stress that you do not have
to accept this invitation and should only agree to take part if you want to.

Thank you for reading this.
What is it?

This is a Masters by Research project looking at the value of the Grammar, Punc-
tuation and Spelling (GPS) test for retention and application of grammatical

knowledge and its impact on teaching grammar. | am interested in the effective-

ness of the National Curriculum strategils for
am al so interested in teachersd views on the Nat
This project spans over nine years and includes data from a cohort of year 6 pupils

who were the first to take the GPS Test in 2 014.

What will the project do?

The project will include a group of ten pupils from a year 10 class. They will be

given the grammar and punctuation sections of a GPS test (paper 1), which in-

cludes 50 questions, and they will be given 45 minutes to complete it. After the

testhasbeentak en, an anonymi sed sample of the pupil sb
and compared to their GPS results. | will then interview key stage 2 and 4 teachers

to find out more about their views on the English National Curriculum.

Oct 2023 GPS Test and writing sample provided
Oct 2023 Interviews
Sept 2024 Researcher to provide findings from the study
What 6s in it for me?
I hope you will enjoy being involved in a project that will assess the effectiveness
of the governmentés strategies to improve pupils

the opportunity to share your own professional views on such strategies. At the

end of the project, | will disseminate the results of the project, and can suggest

teaching strategies/support materials if requested.

The University processes personal data as part of its research and teaching activ-

ities in accordance with the | awful basis of O6p
the Universityods purpose of fAadvancing educatio
public benef i t 0 .
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Under UK data protection legislation, the University acts as the Data Controller for

personal dat a

col |

ected as

notice for research participants can be found on the attached link:

https://www.uclan.ac.uk/data_protection/privacy

-notice -research -partici-

pants.php

Further information on how your data will be used can be found in the table below.

How will my data be collected?

Your data will be collected via an audio rec-
orded interview

How will my data be stored?

Your data will be stored on the university pass-
word protected server on OneDrive.

How long will my data be
stored for?

Your data will be stored for 7 years

What measures are in place to
protect the security and confi-
dentiality of my data?

The data will be anonymised and stored on the
password protected university server

Will my data be anonymised?

Your data will be anonymised, such as
stage Teacher 1

key

How will my data be used?

Your data will be used for a student thesis,
presentations and possible publications

Who will have access to my
data?

Your data will only be accessed by the Student
Researcher and Supervisory Team

Will my data be archived for
use in other research projects
in the future?

Your data may be used in future projects

How will my data be de-
stroyed?

The audio recording will be deleted after 7 years

You have the right to withdraw from this project prior to your data being anony-
mised by contacting Angela Kilpatrick.

Student researcher: Angela Kilpatrick
Supervisory team: Pauline Harries

SMcculloch2@uclan.ac.uk

AJKilpatrick@uclan.ac.uk 01772 894512
PHarries@uclan.ac.uk _ and Sharon Mcculloch

If you are unhappy, or if there is a problem, please feel free to let us know by
contacting Angela Kilpatrick and | will try to help. If you remain unhappy, or have
a complaint which you feel you cannot come to me with, then please contact the

Research Gov ernance Unit at
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NZ . . Research Project 202 4: Teacher per-
P University of mission

@ Central Lancashire An Evaluation of the Value of the Grammar, Punctug

UCLan tion and Spelling Test for Retention and Application
Grammatical Knowledge and its Impact on Teaching
Grammar

Version number & date: Version 2 14/07/2023
Research ethics approval number:
Name of researcher(s): Angela Kilpatrick

Dear teacher,

Thank you for being willing to participate with this project. | am interested todindhe effectiveness of the

9y At AAK bl GA2Yy LT [/ dzNNR Odzt dzY & (i Nde infSradtich@ain€Rimdth tRiYpdNE G A y 3
ject will be used to write a student thesis as partial fulfilment of a Masters by Research and possibly a publication.

In this letter, | ask you to confirm that you are happy to be involved by reading the statements below and signing

to confirm your agreement.

| confirm that | have read and have understood the information sheet ddd [ for the above study, or it

has been read to me. | have had the opportunity to consider the information, ask questions and have had

these answered satisfactorily
| understand that taking part in the study involvesiflio recorded interview; questions have been provided

on the following pagé.

I understand that my participation is voluntary and that | am free to stop taking part and can withdraw from
the study at any time without giving any reason and without my rights being affected prior to my data being
anonymised. In addition, | understatttht | am free to decline to answer any particular question or questions.

I understand that | can ask for access to the information | provide and | can request the destruction of that in-
formation if | wish at any time prior to the data being anonymised. | understand that following anonymisation |
will no longer be able to requesaccess to or withdrawal of the information | provide.

| understand that the information | provide will be held securely and in line with data protection requirements
at the University of Central Lancashire.

| understand that signed consent forms amdiflio recordings/interview transcriptswill be retained inpass-

word protected OneDrive on the University servieuntil [2030].

I understand that personal information collected about me that can identify me, such as my name and school,
will not be shared beyond the study team and it will not be possible to identify me in the thesis, presentations
or publications arising from the search.

| agree to take part in the above study.

Participant name Date Signature

Student Researcher: Angela Kilpatdckilpatrick@uclan.ac.Wd 772 894512
Supervisory team: Pauline Harriéslarries@uclan.ac.w@#nd Sharon MccullocBMccul-
loch2@uclan.ac.uk
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A\l . . Research Project 202 4: Pupils
Lo Unlver5|ty of . An Evaluation of the Value of the Grammar, Punctu
@ Central Lancashire | tion and Spelling Test for Retention and Application
UCLan Grammatical Knowledge and its Impact on Teachin
Grammar

You are being invited to participate in a research study. Before you decide whether

to participate, it is important for you to understand why the research is being done

and what it will involve. Please take time to read the following information carefully
and feel free to ask us if you would like more information or if there is anything
that you do not understand. Please also feel free to discuss this with your friends,
relatives and colleagues if you wish. We would like to stress that you do not have
to ac cept this invitation and should only agree to take part if you want to.

Thank you for reading this.
What is it?

This is a Masters by Research project looking at the value of the Grammar, Punc-
tuation and Spelling (GPS) test for retention and application of grammatical

knowledge and its impact on teaching grammar. | am interested in the effective-
ness of the National Curriculum strategils for
am al so interested in teachersd views on the Nat
This project spans over nine years and includes data from a cohort of year 6 pupils
who were the first to take the GPS Test in 2014.
What will the project do?
The project will include a group of ten pupils from a year 10 class. You will be
given the grammar and punctuation sections of a GPS test (paper 1), which in-
cludes 50 questions, and you will be given 45 minutes to complete it. After the
test has been taken , an anonymised sample of your writing will be analysed and
compared to your GPS results. | will then interview key stage 2 and 4 teachers to
find out more about their views on the English National Curriculum.
June / July GPS Test and writing sample provided
2023
July 2023 Interviews
Sept 2024 Researcher to provide findings from the study
Whatoés in it for me?
I hope you will enjoy being involved in a project that will assess the effectiveness
of the governmentds strategies to Iimprove pupils

shared with you, and you will have the opportunity to assess your own level of

knowle dge of grammar and whether you feel it is necessary for your writing skills.

The University processes personal data as part of its research and teaching activ-

ities in accordance with the | awful basis of O6p
the Universityés purpose of fAadvancing educatio
public benef i t 0 .

Under UK data protection legislation, the University acts as the Data Controller for

personal data collected as par Thetriversithgivatyni ver si t
notice for research participants can be found on the attached link:
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pants.php

Further information on how your data will be used can be found in the table below.

How will my data be collected?

Your data will be collected via anonymised GPS
test results and an anonymised sample of writ-

ing.

How will my data be stored?

Your data will be stored on the university pass-
word protected server, OneDrive. Hard copies
of your test results will be stored in a locked
drawer.

How long will my data be
stored for?

Your data will be stored for 7 years

What measures are in place to
protect the security and confi-
dentiality of my data?

The data will be anonymised and stored on the
password protected university server

Will my data be anonymised?

Your data will be anonymised, such as pupil A,
B, etc.

How will my data be used?

Your data will be used for a student thesis,
presentations and possible publications

Who will have access to my
data?

Your data will only be accessed by the Student
Researcher and Supervisory Team

Will my data be archived for
use in other research projects
in the future?

Your data may be used in future projects

How will my data be de-
stroyed?

The hard copies of your data will be destroyed
as confidential waste after 7 years

You have the right to withdraw from this project prior to your data being anony-
mised by contacting Angela Kilpatrick.
Student researcher: Angela Kilpatrick
Supervisory team: Pauline Harries
SMcculloch2@uclan.ac.uk

AJKilpatrick@uclan.ac.uk 01772 894512
PHarries@uclan.ac.uk  and Sharon Mcculloch

If you are unhappy, or if there is a problem, please feel free to let us know by
contacting Angela Kilpatrick and | will try to help. If you remain unhappy, or have
a complaint which you feel you cannot come to me with, then please contact the
Research Gov ernance Unitat OfficerForEthics@uclan.ac.uk
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QNéﬁ . . Research Project 202 4: Pupils and
PR University of Parents

Central Lancashlre An Evaluation of the Value of the Grammar, Puncf]
UCLan tion and Spelling Test for Retention and Applicatio
of Grammatical Knowledge and its Impact on Teag
ing Grammar

Version number & date: Version 2 14/07/2023
Research ethics approval number: BAHSS2 01064
Name of researcher(s): Angela Kilpatrick

Dear pupll,

Thank you for being willing to help with this project. | am interested to duntthe effectiveness of

the National Curriculum in helping to improve your writing skillfie information gained from this
project will be used to write a student paper and possibly an article. | hope that you will enjoy being
involved.

In this letter, | ask you to confirm that you are happy to be involved by reading the statement below
and signing to confirm your agreement.

| understand that:

C 1do not have to participate in this research project and, if | do choose to participate, | may with-
draw my participation at any stage prior to my data being anonymised.

C | have the right to refuse permission for the publication of any information about me prior to my
data being anonymised.

C any information which | give will be used only for the purposes of this research project: This in-
cludes publications and presentations.

C The information shared about me will be anonymised (i.e. | will not use your name).

Samples of my writing may be used in the student paper and publications.

L Q)

C I will make every effort to preserve my anonymity.

{ATYSRY XXXXXXXXXXXXXXXXXXXXX

5FGSY XXXXXXXXXXXXXXXXXXXXXXD

Student Researcher: Angela Kilpatdckilpatrick@uclan.ac.@d 772 894512

Supervisory team: Pauline Harriéslarries@uclan.ac.w@nd Sharon MccullocBMccul-
loch2@uclan.ac.uk

123


mailto:AJKilpatrick@uclan.ac.uk
mailto:PHarries@uclan.ac.uk
mailto:SMcculloch2@uclan.ac.uk
mailto:SMcculloch2@uclan.ac.uk

N/Z . . Research Project:
Pl Unive rsity of An Evaluation of the Value of the Grammar, Punct
Central Lancashire | tion and Spelling Test for Retention and Applicatio
UCLan of Grammatical Knowledge and its Impact on Teaq
ing Grammar

Dear Parent,

Your School has agreed to be part of a student research project investigating the effectivetiess of

National Curriculum in primary and secondary schools for improving writing skilis. will involve

82dz2NJ OKAfR GF1AYy3 | ANFYYIFEN YR LlzyOlidzr GA2y GSai
by the teacher. All test results and writing samples will be anonymised and your child will be non
identifiable in the research. liis letter, | ask you to confirm that you are happy for your child to be

involved.

I agree that | am happy for ...

to take part in the student research project.

[ATYSRY XXXXXXXXXXXXXXXXXXXXX

5FGSY XXXXXXXXXXXXXXXXXXXXXXD

Student Researcher: Angela Kilpatdckilpatrick@uclan.ac.Wd 772 894512

Supervisory team: Pauline Harrigslarries@uclan.ac.@#nd Sharon MccullocBMccul-
loch2@uclan.ac.uk
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Appendi x B: Signed permission
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ﬁ Masters Research Project:

The effectiveness of the Spelling, Punctuation and
UCI a n Grammar Test for improving primary school pupils’
writing skills

About the Project

This Is a research project which will kook at the teaching of grammar in the National Curriculum for primary schools, 1am
Interested in the effectiveness of the Spelling, Punctuation and Grammar Test (SFaG) and to what extent this helps to
improve pupls’ writing skills. I am also inberested in teachers” views on the 2014 National Curriculum, The Grammar,
Punctuation and Spelling Test, and the support given for teaching grammar, The findings of this research may be of
significance at practice level and to government policy. 1 hope that participabion will be of direct benefit to the project
school. A successful research project like this requires not only the enthusiasm of the participating teacher but the full
support of the headteacher. Thus, 1 have provided this Memorandum of Understanding to clarify responsibilities,

1 This Memarandum of Understanding is between Fulwood and Cadley Primary School and the researcher, Angela
Kilpatrick, UCLan.

2 The Memorandum is designed to ensure clear understanding of the commitment involved in participation in this
research project and to clarify the responsibilities of each party imvalved,

1. The researcher’'s responsibilities:
The ressarcher will:

O guarantee that all research is conducted with full ethical consideratson, complying with the highest expectations
of the Brtish Educational Research Association Ethical guidelines. This will ensure configentiality and
ananymity the schooal, teacher and students involved in the project. 1t will also seek informed congent for
participation from teachers and stedents, where applicable.

O  guaranbes that the participating schood will benefit from the outcomes of the research.

2. The School’s responsibilities in the research partnership with the researcher:
The school will:

0O support the year 6 teacher in fulfilling the requirements of the project as outlined on the Project Briefing Sheet.
O  assure commitment to the project for the duration of the research.
d encourage the teacher involved to share project outcomes within the School to inform teaching practice,

1 understand the commitment involved in this research partnership and I am happy to support it 1 have the right to
withdraw from the study at any stage. I confirm that informed consenk from the pupils and parents is nob regquired as the
work carried out for this project is part of the usual class activities. Puplls will be made aware of the project and its
purpose. They will also be made aware of the reason for researcher’s presence in class.

Signed: &JOE}{!—%‘ Date: .. iLQiiﬂ[L‘-

[Headteacher) \]
Signed: M Date: Qérﬂli{}uf

(¥ear & Teacher)

f or ms
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Nz . . Research Project:
Unive r3|ty ﬂ‘f An Evaluation of the value of the Grammar, Punctuation and Spelling Tast
@ Cent rEl LEHCESh IFe& | for Retention and Application of Grammatical Knowledgs and its Impact on
Dear Mr Booth,

UCLan Teaching Grammar

Thank you for being willing to participate with this project. | would like to ask your permission to use the data collected
in 2014 for this new project_ | am interested to find out the effectiveness of the English Mational Curriculum in helping to
improve pupils’ writing skills. The information gained from this project will be used to write a student thesis as partial
fulfilment of 3 Masters by Research and possibly & publication.

In this letter, | ask you to confirm that you are happy to be invalved by reading the statements below and signing to
confirm your agreement.

3 1 confirm that | have read and have understood the information sheet dated [E.5.2023] for the above study, or it has
been read to me. | have had the opportunity to consider the information, ask questions and have had these

answersd satisfactorily

O 1 understand that taking part in the study involves [audio recorded interview; 2014 anconymised GP5
papers, pupils’ anonymised samples of writing].

2 1 understand that my participation is woluntary and that | am free to stop taking part and can withdraw
from the study at any time without giving any reason and without my rights being affected. In addition,
| understand that | am free to decline to answer any particular question or questions.

d 1understand that | can ask for access to the information | provide and | can reguest the destruction of
that information if | wish at any time prior to publication. | understand that following publication 1 will

no longer be able to request access to or withdrawal of the information | provide.

3 1 understand that the information | provide will be held securely and in line with data protection
requirements at the University of Central Lancashire.
Q1 understand that signed consent forms and will be retained in [UCLan’s OneDrive] until [2030].

3 1agree to take part in the above study.

| give permission for the data collected from the 2014 study to be used in the new study. This includes pupils’ GPS test
papers, samples of pupils’ writing and an interview.

Signed:
MIr Stuart Booth, Head Teacher.
Date: 0E.05.2023

student Researcher and Lecturer in English for Academic Purposes: Angela Kilpatrick
University of Central Lancashire

AlKilpatrick@ucLan.ac.uk
01772 BEO4512
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. . Research Project:

University of An Evaluation of the Value of the Grammar, Punctuation and Spelling
Ce ntral Lanca shire | Test for Retention and Application of Grammatical Knowledge and its
UCLan Impact on Teaching Grammar

About the Project

This is a Masters by Research project looking at the value of the Grammar, Punctuation and Spelling (GPS) Test
for retention and application of grammatical knowledge and its impact on teaching grammar, I am interested in
the effectiveness of the National Curriculum strategies for helping pupils to improve their writing skills. I am also
Interested in teachers’ views on the English National Curriculum and the GPS test. This project spans over nine
years and Includes data from a cohort of year 6 pupils who were the first to take the GPS Test in 2014.

1 This Memorandum of Understanding is between Ashton Community Science College and the researcher,
Angela Kilpatrick, UCLan.

2 The Memorandum is designed to ensure clear understanding of the commitment involved in participation in
this research project and to clarify the responsibilities of each party involved.

3 The researcher’s responsibilities:
The researcher will:

O guarantee that all research is conducted with full ethical consideration, complying with the highest
expectations of the British Educational Research Association Ethical guidelines. This will ensure
confidentiality and anonymity of all schools, teachers and pupils involved in the project. Informed
consent will be sought for participation from teachers and pupils.

0O guarantee that all participating schools/teachers benefit from the outcomes of the research.

4  The University's responsibilities:
The University will:

O guarantee that all research Is conducted with full ethical consideration, complying with the highest
expectations of the British Educational Research Association Ethical guidelines. This will ensure
confidentlality and anonymity of all schools, teachers and pupils involved in the project and seek
Informed consent for participation from teachers and pupils.

0 ensure that the researcher has completed all relevant mandatory training.

5 The School’s responsibilities in the research partnership with the university:
The school will:

Q support the teacher in fulfilling the requirements of the project as outlined on the Project Briefing Sheet.,

I am happy to support this research project.

Signed: DEEET icisvisssivssempinemsssismmamsssmmmseiiveincens
(Headteacher)

Signed: s i Date: 5“2123 .........................
(Teacher)

Adapted, with permission, from matesials used for the Exeter Writing Project by Myhill, Jones, Lines and Watson (2011)
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Al : : Research Project 2023:
X University of . An Evaluation of the Value of the Grammar, Punctuation and Spelling Test
Ce ntral lLancashire | for Retention and Application of Grammatical Knowledge and its Impact
UCLan on Teaching Grammar

Version number & date: Version 2 14/07/2023
Research ethics approval number:
Name of researcher(s): Angela Kilpatrick

Dear teacher,

Thank you for being willing to participate with this project. | am interested to find out the effectiveness of the English National
Curriculum strategies for improving pupils’ writing skills. The information gained from this project will be used to write a
student thesis as partial fulfilment of a Masters by Research and possibly a publication.

In this letter, | ask you to confirm that you are happy to be involved by reading the statements below and signing to confirm
your agreement.

\D‘ | confirm that | have read and have understood the information sheet dated [DATE] for the above study, or it has been read

te me. | have had the opportunity to consider the information, ask questions and have had these answered satisfactorily
| understand that taking part in the study involves [audio recorded interview; questions have been provided

7 on the following page].

\9 I understand that my participation is voluntary and that 1 am free to stop taking part and can withdraw from
the study at any time without giving any reason and without my rights being affected prior to my data being
ancnymised. In addition, | understand that | am free to decline to answer any particular question or
questions.

Tunderstand that | can ask for access to the information | provide and | can request the destruction of that
information if 1 wish at any time prior to the data being anonymised. | understand that following
anonymisation | will no longer be able to request access to or withdrawal of the information | provide.

| understand that the information | provide will be held securely and in line with data protection requirements
at the University of Central Lancashire.

| understand that signed consent forms and [audio recordings/interview transcripts] will be retained in
[password protected OneDrive on the University server] until [2030].

| understand that personal information collected about me that can identify me, such as my name and school,
will not be shared beyond the study team and it will not be possible to identify me in the thesis, presentations

or publications arising from the research.

F ddd 4

| agree to take part in the above study.

( };\' 29(1{24 A.qummkl

Participant name Date Signature

Student Researcher: Angela Kilpatrick AJKilpatrick@uclan.ac.uk 01772 894512
Supervisory team: Pauline Harries PHarries@uclan.ac.uk and Sharon Mcculloch SMcculloch2 @uclan.ac.uk

Version 1
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Appendi x C: Video Transcriopt
Intro information for pupils

Thank you for agreeing to participate in this research study. | hope you have had
time to read through the project information sheet you were given. It is important
for you to understand why the research is being done and what it will involve. If
you have any questions, please feel free to ask me.

This is a Masters by Research project looking at the value of the Grammar, Punc-

tuation and Spelling (GPS) test for retention and application of grammatical

knowledge and its impact on teaching grammar. | am interested in the effective-
ness of the National Curriculum strategThess
project spans over nine years and includes data from a cohort of year 6 pupils

who were the first to take the GPS Test in 2014. Your data will provide a valuable

contribution to the research community as there is little research on the GPS test

at present.

Shortly, your teacher will give you the grammar and punctuation sections of a GPS
test (paper 1), which includes 50 questions, and you will be given 45 minutes to
complete it. After the test has been taken, an anonymised sample of your writing
will be anal ysed and compared to your GPS results.

It is important to note that this is not a test of your ability. It is testing the effec-

tiveness of the test. The test is very similar to the one you will have completed

when you were 11 at the end of primary school. Your memory may be a little hazy

sincet hen and so dondot worry if you struggle
next question and come back to it if you have any time at the end.

I hope you will enjoy being involved in a project that will assess the effectiveness

of the governmentds strategies to i mprove
will be anonymised but if you wish to know your results, please ask your teacher.

This w ill give you the opportunity to assess your own level of knowledge of gram-

mar and whether you feel it is necessary for your writing skills. The results of the

project will be shared with you.

We would like to stress that you do not have to participate in this project and
should only agree to take part if you want to. You may withdraw from the project
at any point prior to your data being anonymised.

Thank you once again and all the best with the test.
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Appendi x D: |l nterview Questions

BACKGROUND INFORMATION

Name:
School: Degree Subject:
PGCE Training Provider: How long have you been teaching?:

f

YOUR VIEWS ON THE TEACHING OF WRITING

How important do you think it is for students to be able to write clearly and consisely?

How important is it for writers to know metalinguistic terminology (e.g. adverbial; pronoun)

How valuable do you think knowledge of grammar is for teaching writing?

Beyond accuracy, is there anything your students find particularly difficult about grammar?

Is there any aspect of grammar you find particularly hard to teach?

Do you feel that the level of provision given from your PGCE provider was sufficient for preparing you to

teach grammar and writing skills?

What are your views on the 2014 National Curriculum in respect to grammar and writing skills?

What are your views on the Grammar, Punctuation and Spelling test?

Do you think that the Grammar, Punctuation and

Spelling

Open Response:

| am interested in any of your thoughts, concerns, enthusiasms, reflections on the teaching grammar and

writing.

(Myhill et al., 2011)
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AppendilxtErviewsTranscript

GPS Test Research Questionnaire: Transcribed Interview
Date: 05/09/2016

Section 1: Teacher

Age: 37

Degree: Bachelor of Arts BA PE QTS (PE Specialism with teaching specialism) (four
years)

PGCE provider: NA

Number of years in teaching: 15 years

Originally intended to teach secondary school, but went into teaching at primary
level. He thoroughly enjoys teaching at primary and is happy with the decision he
made.

131

1. Were you taught grammar at school?

Teacher: Not that | can remember, no. If at all, it would have been basic. |

think when we were at primary school éwe w
couldno6t tell you what we were taught. |
grammar in secondary school. It was more text-based.

2. Did your PGCE training adequately prepare you for teaching grammar in the
primary curriculum?

Me: so itodos slightly different for you as
how do you think your degree prepared you for teaching English as part of the
curriculum?

Teacher: 't didnodt . From what | can recal
we didndét have any sessions, |l ectures, an
So we teach GPS [SPaG] now, grammar, punctuation and spelling. We

werendt shown how to teach it, we werenot

Me: So what year did you graduate in?

Teacher: 2002

Me: So basically you are self-taught?

Teacher: Yeah, 1 6ve had to... | 6ve basica
had to get the children revision guides, Google, speak to Lisa, who came in

before, she used to teach year nine which was the adjoining class, so we

would share thoughts on terminology and vocabulary, and then the

government produced some, erm, what would you call it, definitions of

vocabulary, but that was months and months into us actually teaching

itéyoudre talking |ike a few months befor
more help, so it was sort of |like your te
anything from the word get go. We had to go and figure it all out for ourselves,

and then over time they started to give us things like samples of what the
paperswouldactual 'y | ook | i ke, but we didnodt ge
were completely in the dark with what we had to teach, not what we had to

teach because they stipulated what we had to teach, but how to teach it, our
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subject knowledge of it, and what the tes
clueéuntil they drip fed stuff through th
again. They made it a | ot harderéso | ast
vocabulary [2015-16]. Things like the past perfect form of the verb, the

present perfect form of the verb, stuff t
were off again, learning it all again.

Me: And you were provided with anything?

Teacher: No.

. Prior to the implementation of the SPAG test, how much knowledge would

you say you had of grammar and grammatical terminology?
Teacher: Very minimal, very minimal knowledge.

Following the implementation of SPAG test, do you think your own knowledge
of grammar and grammatical terminology has developed?

Teacher: Yes, 100% yes. And | 6ve quite en
Me: Thatos interesting because some teach
Teacher: | 6ve |l oved it, | 6ve |l oved it bec
|l ater with the writing, when | 6m marking
areas to work on. Where before we still knew what to work on but it was more

text based oryouweren0t getting as specific into th

teach as a whole class, if you found it is a common mistake, and then you say

if you can sort this out and you give it an actual name and then you can teach

what that is. Like the a and the an rule. | knew when a or an should be used,

but I couldndét have put it i ndoor a&ntldessson
but obviously | now know why, | can teach it..

Me: You have the metalanguage.

Teacher: exactlyé | can explain, whereas
teaching of English, knowing the grammar and the punctuation, definitely.

. On the whole, would you say that your colleagues regard the SPAG test as a

useful addition to the work they do to promote good writing skills?

Teacher: | 6d say so, yeah. As a whol e, I
round and ask everybody individually and
they probably, may see it, | dondt know i
just more stuff to know, more stuff to have to teach, but I think that every one

of them would say that if it advances your subject knowledge, which it has,

then it can only make you a better teacher of writing.

[ é]

. To what extent, if any, do you feel that the SPAG test has limited your auton-

omy as a teacher?

Teacher: No, Il dondét think itdséel dondt t
things are quite prescriptive anyway, wit
made me more focusedél think itds just gi



what | am teaching, so | 6d stildl be teach
know the terminology, or how to teach specific things, whereas now the

SPaG, the GPS, has come in, | feel more confident teaching English, a 100%

more confident teaching English.

[ é]
Section 2: Teaching
7. What is your approach to teaching grammar?
Teacher: | would usually start most lessons with a grammar task. Now that
might be a whole class grammar task whereby they respond to me on the

whiteboard, for example, or | would do a bit of a demonstration with some live
examples and then they would have a go, before we then go into their actual

|l esson itself. Wi thin the actual | esson i
grammar starter | 6ve used it would come i
we are doing the piece of writing, almost pretend likeit s a st andal one C
and then |6l say, 6éHave you noticed that
here?6 And so | will always try to | ink
doing. | wouldndot pick something related
start of the lesson on explanations, for example. |try and link in.

Me: so iIitos teaching grammar in context?
Teacher: Yes, i1 tdés grammar in context. I
it |l will do some stuff standalone, i f |
for example, a story, thereds so many el e
topickup on a particular grammar skill that

thought there were too many other things, | would teach it as a standalone, or

if it was something that required a bit more teaching and then | wanted to see

in a close procedure like changing passive to active, active to passive, then |

would do that as a standalone lesson, and then if it ever ended up cropping

up in a piece of writing, then | would pick it out, but stuff like the passive voice

is very, very difficult. It is one of the higher-level skills to see in writing and |

donét think anyone thinks 6éoh going to wr
some in a couple of pieces that my best w
it. It was just the way that she done it. So | tend to get evidence for that as a

standalone lesson, really, but most of it is in context.

8. What is the absolute least a sentence must have to be a sentence?
Teacher: We talk about a main clause, so it needs to have a verb, and
obviously a noun, or 1t just needs to hav

the difference between a phrase and a clause.

9. What would be your approach to teaching a key grammatical term, such as
6conjunctiond?

Teacher: I think webve mentioned connect.i
the difference between them. If | were teaching conjunctions, | teach
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conjunctions as a conjunct.i l inks c¢cl aus

t hen we would | ook atéif | s teaching t

conjunctions are first and en | woul d |

to list as many conjunctionsas t hey cou I déand then we wo

grouping them into those that do are very similar job and then we would may

be get sentences with words the missing like a conjunction, can we fit the right

conjunction in.

Me: | saw you do that as part of the lesson.

Teacher: Yes, so give them a choice and then put them in. And for the higher

ability, just let them choose. Then we would maybe look at them within a

paragraph, in a text. And then what they also do is look at how to replace

conjunctions with colons and semicolons, to separate clauses, which is

higher-level skill.

Me: yes, that is a high level skill for primary school children.

Teacher: itbés now expected that all

semicolons to separate clauses. So t

Me: Some of my students [undergradua
I
e

on
wa
t h

mw o

p
h
t
Teacher: | 6ve only just learnt it.
Me: These are the things that |1 06m t
Teacher: | was on a course not so long ago and we were looking at the
expectations and | put my hand up and sai
expect them to have now is far in advance of what we used to expect and

even last year, the previous year, this is what we would call children working

at greater depth now. But 1itds just unbel
is now expected, mostly correct or starting to use semicolons to separate

clauses. But the difference between a semicolon and a colon to separate

clauses is miniscule. Thereds not much d
stuff webve got to teach, I &m not so sure
and then you sort of work it. But to get that across, to know it yourself is one

thing, but then to try and teach it in a clear way is another thing.
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*following section links to question 19 on the curriculum

Me : Il think this is an additional questio
ries ar
r t hey

struggling with what <c¢clause bounda
that right first, dondét they, befo
colons, so maybeé

Teacher: éeven ful

and some of them d ow, in year si x,
Me : |l noticed in t o] that there were
need to get the basics before semi-c ol ons and col ons émaybe
something for high school.

Teacher: Yeah, the thing is, | spoke to the adviser at the school and he said

oéewell thatodés the curriculum. Your year 6
curricul umb. | f theydbve got gapsob6é well I
the building blocks before that there is no point me teaching it. And he said

well the building blocks before that need to be taught outside of the hour that

you teach English because they are still entitled to that. And in an ideal world

youbdd have t h-ornedasik with ateaghing assstant,

buil dingébut obviously it doesndét work |
curriculum | 6&m supposed to teach, and he

u
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0 I asked the <ch
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adviser said youodove got to plug the
doesndét work |Iike. So wedve had to a
teaching. So say weodre teaching a topi
to pre-teach the bit before, wepre-t each 1 t, but youbve sti
in the same amount of ti me, if you were
do all of that

Me: So how do they expect you toé
Teacher: éfit it all i n, I know. It 6s ¢
Me: | will link that to the curriculum question at the end.

*end

So the connective one, we talk about connectives linking paragraphs together,
so yeah conjunctions linking clauses and sentences, clauses within a
sentence, and connectives linking sentences together, paragraphs together.
And we, | tend to teach the formalver si on, so i f wedr
debate, for example, weoll often u
0furthermoredéd, O6on the other handbé
about those really. We also talk about that some conjunctions can also be
used as connectives. It depends how itds
youbve t aang but,sotahmemt ypes of conjunctions,
to teach them what type of conjunctions they are. They also, some of them, as

e wr
S

t
) an

you wi || know, can be used as connectives
because they will spot tunecrt iaonndbé .s aWe Idlo,h ,a
l ook at it in this example. 1to6s |ike adyv

t heyore us ¢hddifficltp. t hat 6s
Me: So would you teach them conjunctions first and then connectives?

Teacher: | would teach them what a conjunction is and what it does and how

to useébecause then they will choose the
sentence. So ités not as easy aséthey wi
Owhil e6 doesnbétedsta Isot itdsj bstket hdte. An
connectives at the separate time and | will probably teach the more formal
version of connectiveséand only once they

is and how it works and what a connective isand howitwork s éand t hen | 06l

start to |l ook at sentences whereby what
a connective.

Me: This really links to the next question but what | found is that the VCOP
pyramids have adverbs, such as the connec
mixed in with the conjunctions, and so | think if a child sees that they could
start to think well | can use that as a conjunction. So, for example, with but
and however, s emanti cally they mean the same t hi
same function, grammatically. And then you start to get students using
however instead of but creating a run-on sentence.

10.What would be your approach to teaching a key grammatical term, such as
oconnectiveo?



Me : Youbve already answered this so weol/l

11.How do you differentiate these two terms, if at all?
Answered in question 9.

12.What are your approaches to teaching punctuation?

Teacher: What | often doél would do it th
piece of writingé get them to do a piece
piece, without teaching punctuation, pull out commas and punctuation. And

what | would do, Iwouldcopyc hi | drendés sentences and put
without naming who they are or who they belong to. | would do five of the

best, five of the best sentences with all of the key things that we are looking

for and then 1 6d have 10 ri5doinipfovetwilbei mpr ov e
on things that | have commonly seen among
punctuation or grammar or whatever, and then we will look at putting those in

and why they need to go thereéand- we wil/l
alone lessons on punctuation, but | do do it similar to grammar whereby |

might have a starter, a punctuation starter, that we do together, for example,

commas to separate clauses. | will just put the sentences on the board

without anything to separate. | will then read it in without any punctuation. And

| will change how | say it and it becomes obvious to where it has got to go,

and then we will look at rearranging clauses, etcetera, and what happens to

the comma when you start to rearrange clauses.

Me: so are you teaching punctuation in relation to grammar?

Teacher: yeah, yeah, partly in relation to grammar, partly within the whole text

and partly on its own. Sometimes | will literally just teach it on its own.

Sometimes. I f there is an opportunity 1| w
oftenfindwi t h t he punctuation itds better to
have written rather than from textbooks, etcetera. because sometimes

textbooks use vocab etc. that the children will not understand. Therefore, they

focus more on the understanding of the words rather than the actual

punctuation. So | use their work and then also they see it in context and

someone will be sitting their thinking th
it, and then we are also helping them. So were looking at punctuation, but

were also helping individuals, as well as any sort of whole class issues. That

is a hard question to answer in a straightforward way.

[ €]

Section 3: The pupils
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13.As a resul t of the SPAG, to what extent h

writing that there has been an improvement in performance?

Teacher: it definitely has, I 6d say it de
Whet her ités improved their writing in th
another matter, so I 6ve got | i ke so many
for. So, for example, | mentioned a and an. | dondét have to con
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| dondét have to see that in their writing
at the expected level. However, things like that are more often right than not

right, because | 6ve been able to pinpoint
example, when they use | or me. When do we use | and when do we use me.

| 6ve al ways known mysel f, but to teach th
beland treaandds t hey woul dnét even say whyé |
even get there | canortleaadoitwongénthe can set
boardé And then we can | ook at ways to re
think is, is much better. However, the ne
reallyél think ités more of the grammar t
rather than punctuation, because we always used to teach punctuation. We

woul d al ways have to teach thaté | donot
punctuation. |1 tds more the grammar side o

do something called the VCOP. Vocabulary, connectives, openers and

punctuation. So even before the GPS came in, we were looking at the quality

of the vocabulary, the use of connectives, as we called it, only, then, how they

would open sentences and the punctuation. So even before GPS came out

we were teaching those areas, so the voca
has got any better since GPS, because we were doing it anyway. | think

grammatically writing sentences better, is it obvious, not really. Not really. We

teach StandardEn gl i sh di fferently, but | donodot t
|l ooking for thatéyoudre | ooking more for
of the punctuation, youodre | ooking for th

conjunctionsé youbr e [FweadedtotgacH. othinkthhe VCOP
GPS stuff is more, more specifically suited to the GPS test itself. Obviously

some of ité has a crossover, well, all of
really itds the GPS test thangs,youdre | ook
|l i keécommas to separate clauses, | would
that better, but | was teaching that anyway, because it was punctuation.

Grammar stuff, thatodéds not very grammati ca

Il woul dnodt asnmanked improvemest@evnting, or the punctuation,
or the vocabébut that was happendannlg anywa
and me, thingst hat probably I 6ve | earnt, Il think

*interim framework i wh a t to | ook for in studentsod wi
2015/2016, the year after the project)

14.0n the whole, do the pupils take the test seriously and regard it as important

to the work that they do?

Teacher: Yes. Yeah.
Me: Do you think it causes them stress?

Teacher: err, no because itobs, no because
thatélodéll tell you why itds easy, onceé n
made it harder é But bef ore that mo s t of t

most of them 45/50. Because if you teach it as | used to teach it, at the start of
all the lessons, little and often, and then you do the test-style teaching of it.

All the papers were the same, so you do a practice paper, and if they can do
that, and you went over it, and you taught which bit they got wrong, the next
paper was exactly the same, they just changed the words. So the question on



6can you underline the conjunction6 was t
conjunctiond but it was just a different
once theyodbve got the idea, so you teach i
test-style techniques, the build-up, and t heydéd all be flyin

not last year, the year before, three years before that, we were far ahead of

national. Now last year we were ahead of national at the expected standard,

but not at greater depth. So not as many children were getting as high a

scores asé so actually as a year group we
National average was at 23 percent and we were at 16 percent, at greater

depth, whereas the expected standard we were above again. We were above

in all areas. The only area we were below national average was GPS at

greater depth. Every otherareawewerea head. And thatds probe
stuff that came inétheyo l'y have a few
|l woul dndét say it stress hem out as mu
they see it probably qui S Iimportant a
However, itodés stil]l repo |l e. Because Yy
and maths combined, whi ch is really i mportant, and
So youbve got them all separate and they
have achieved the standard expected in reading, writing and maths, in all

three, so i f youodreoumts.si GRS oinen 6ty oiun\wdmInw
straight away that gives the indication t
because itds not involved in the combined
well, but the first ones | | obed,afdor are n
then GPS last.

Section 4: The SPAG Test and the Curriculum
15.Can you identify any particular problems with the SPAG test?

Teacher: Other than the fact that, other than the fact that some of the

terminology, some of the, the standard of it is far too high, especially the new,

some of the new stuff theydére expecting. |
and theyowlon®a ikfn a teacher doesndt know, h
year old to know? Webve got to go and | ea

Me: Just to clarify is the terminology from the beginning of the SPAG test or is it
the new stuff they brought in last year?

Teacher: éer m, |l 6d say all, most of the ne:
too high, I would think, and some of the stuff before that. 1 think if it can link to

the writing, and it can be wuseful butih t heir
itdéds al most a standal one, can you pick thi
you change this into this, and ités not r e.

although most people would say it will impact on their writing eventually, erm, but
atl10 years of age when youdre focussing on
and making their sentences make senseéOfte

sense. They canodét even read their own sent
them what a past perfectf or m of a verb is, which | dono
and | 6ve been reading up on it. So, 1 6d s

is a bit of a problem.
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16.To what extent do you feel it is useful for pupils to learn grammatical terminol-

ogy?

Teacher: | think for their, | think for their maybe confidence wise, in an English

session, if they know thatdés an adverb and
|l think if they, and if theyodre asked ques:
respond. Like going to secondary school, for exar
teach at secondary schools now, but i f tho:
GPS at SPAG, then theyo6éd be |ike a fish ou:
think ités a confidence thing.

Me: So | suppose itds about having the | an

going on in a sentence?

Teacher: Yeah, exactly, and | ooking at a s
wrong and where itdéds gone right. Well it ods
talk about using adverbs and prepositions, adjectives, to bring sentences to life,

but beforewetalke d about Owowd vocabulary, but wedot
vocabulary now, because itodés actually got .
a teacher you can pick things out when yo
identify things in theirownwor Kk t o i mprove wupon. So erm,
really useful for them.

c

17.1s anything missing from the SPAG Test?

Teacher: Err no...take things out of it.
going to say yes to that one.

18.What reforms, if any, would you recommend for the SPAG Test?

Teacher: | personally would take out specific elements that | personally would

feel that are not for a 10 year ol d not to
out of it then maybe we could focus more time on the things that were important

to theirstageof | earning, élike | say if theyodre
struggling with capital letters and full stops, using conjunctions and connectives,

things like that which are vital for their writing, sentence construction, use of

clauses, and we are teaching them things far in advance of that. We are taking

time away from learning the real key things, that we should be building on to get

to that. Like you said before if thatods s
whenever, t hey06v eptdtiratheritharewe wit chickiit at ydu

now, some of you wil!/ and some of you wonbo
picking it up or how youodore picking it wup,
just circle it 1 n a sadlsdftakson léolvtokine perfectt au g h't
forms of the verb and how to change it and stuff, cos most of the time it was one
particular thingéSo | say well if you find
times out of ten you will get it right. You end up teaching it all and then right

before the test you start giving them little tricks of the trade if you will to pick up
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for a few extra marks which distorts the r
understand it, but that the same in a way for every school in every area, test
techniques.

Me: You did mention, this was when we had our first meeting, about the scores

for the spelling and grammar, maybe separ a:

Teacher: Yeah, |l 6d still agree with that,

much weightingébefore the tests were all c
6 d

together so youbo have a writing element,k .
element, a spelling element, and spellings used to be worth 7 marks out of a 100,
so 7 percent. Theyodére now worth 20 mar ks o
| evel 5, webdbre not on | evels anymor e, but
have to get about 55 out of 70 overall. Or you could get a child there getting 50
out of 50 on the written a paper and only

so theybébre average. Theydre average but t|
for the grammar and punctuation and vocabularypaper . Yet because th
spell, or theyodédre dyslexic, or whatever, t
with grammar éwell they got | evel 4. Littl]

Me: Well they are two very different things. You can be a fantastic writer but a
rubbish speller.

Teacher: Yeah, course. The number of <chil d
and only maybe 4 , 5, 6 spellings is unbelievable and then you can alternatively

get somebody who gets 20 out of 20 on the spellings and gets 35 on the paper.

They can get 35, which is one of the lowest we will ever see, super spellers, and

| 6ve had these, 20 out of 20 and they get |
are getting 15 marks less on the paper being a level 5, and those that are getting

full marks are getting a 4. |l tés crackers, so thatés a t|

Me: So they need separating? | actually noticed that when analysing the results,

because | 6ve broken it down, and | noticed
Teacher To be fair, 1Ttdés made us as a sch
spelling again, and thinking about how to -
worth 7/ 100 nobody bothered. They didndt b
youéYour r evadritnlg 5, your writing was 37¢éit
spelling was 7 and your handwriting was 3 so your writing must have been 40 to

make 100. So 50, 40, handwriting 3 and spelling 7. Now handwriting, in order to

be writing at greater depth, your handwriting has got to be cursive. So

handwriting is now an important figure on a high percentage of children, so
handwritingéds a | ot more i mportant at the
For the GPS spelling, theyb6re going to hav

|l ooking for them to get about 10 as a mini
to 45 out of 50 and then 10 will get you there, but not last year, because not

many people got 45 out of 50. Because those scores came down because of the

di fficulty of the test was raised, soé
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19.What reforms, if any, would you recommend for the English National Curricu-
lum key stage 2?

Teacher: More of the same. The GPS stuff really, the English stuff, more time,

more time for the basics, because no matt e
teachers what are they struggling with and
matter whaty ear group youobdre in, itds exactly th
make sense. They can be in year 2 or year
capital |l ettersésentences need to make sen:

with that do you then you starttot each ét he next thing that wi
commas to separate clauses, because commas in lists they should be able to do.
As a punctuation pyramid for myself, youdv:
you often find is teachers have harped on that much about capital letter and full
stops theydbve had enough, so | mention so

[ d about that, Il 61l Il earn that. So t
gher | evel punctuat i oitllettersgliecatisb er e 6 s
e had enough of people going onésSo
nét have to keep It és n
that muchéyou teach i

u canot teach full s

why canodot they use apitals
embedded, because if it was
thing, and then... There is too much to teach in every year grou
up being rushed.
Me: Anything else youdd |i ke to add?
Teacher: No, | think you remembered the spelling part well as that was my main
issue with the GPS, the GPS total score, that it should be done in two separate
scores. I think itéds good that in their wi
spelling, as you have to teach them to be adventurous with their use of
vocabul ary, and not shy away fromésome of
they dondét get punished for their spelling
|l t6s more the ¢ otthad spgeolrlei whiamd il feel it
people would argue and say well it is a grammar, punctuation and spelling test.
But spelling is so specific, that it 1is
heyd6ve missed omnnitconstadflf of Ydwe @adamdt éit
ave an i mpact on spelling, I think. |t
he
0

going

0
a
t
p an

—- O

|l east i mpact on, because you canot

back and t eac hmyppkllingadgerssalts ldexe.e wildjjast read
hrough these spelling age results. They r
start of the year. The spelling ages in th
years and 1 month up to greater than 15 years,sol 6 ve got a 7 year di
the children | 6ve got to teach. |l 6ve got t
| 6ve got 1, 2, 3éso0o theyodre off the scal eé.
all the ages in between, so how do | teach spelling? Soitbs very difficult
them will just be sat there bored because they can spell like I can spell, and then
youbve got think of ésome of them wondt hav:
with a high frequency word |iskssso yes, a
20Teacherdéds comments on findings:

t
h
t
g
t



Me : So basically what 1 6ve found from

between scores on SPAG Test and the level of their writing skills, but | expected
to find that anyway as answering a multiple choice test is not a reflection of
whetheryouar e going to be a good writer
Teacher: But you would find your top writers will do well at GPS, rather than the

ot her way round. | f youdre really goo
going to be good at writing, but your

Me: ¢€él1 found what wedve been talking
boundaries, commas, full stops, some non-sentences, run-on sentences, so it
was kind of the basics, but there were some students, one student, and some of

the sentences were really complex. So some of them could punctuate really well,

but I think overall, the majority of
think the SPaG Test really focusses enough on that. | know it does focus on

what 6s a subordtidchatae mdiamnusel, a whea, but
on it in the testéThere were some CO.
t hi

focus
thatdéds what | expected to find as I
them.

t he |

not é

d at
top
about

t hem,
I dor

nk

Teacher: Well, we probably dondét know all
Me: él think the test focusses too much on

and not enough on punctuation, sentence combining and what constitutes a
sentence [€é] only a small percentage
connecti vesét h esanagrdctassesynd grammatical terms.

Additional questions:
1 How have the selected students been categorised Levels 1-3?

Higher, middle and lower group. Not specific level (level 5) middle group (level 4)
lower group (3). They were working towards the levels.

2023 Follow -up interview: transcribed Interview

04/09/2023

Angela Jayne Kilpatrick 0:15

And then and just to let you know that once the data has been transcribed, | will de-
lete the recording, but obviously the transcription of the data will still be part of my
data, but it will be anonymised.

Head 0:28
No worries.

Angela Jayne Kilpatrick 0:52
Yeah, alright. OK. So let's start. And so how important do you think it is for students
to be able to write clearly and concisely?

Head 1:01

And yeah, i1itbés incredibly important.
And if we, if we, if we're thinking clearly about being legible to read, definitely, obvi-
ously, you can't read it then that's not great. However, when they do the year 6 sats
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tests and they kind of have what's called a scribe. And, and, and an adult can write
for them, so it, it is vital. But for those students who have got specific learning needs,
there are ways around it, although it wouldn't be their writing that's clear it then be an
adult's writing that's clear. And we can also have what's called a transcript. So if any
of the writing that the children put down isn't clear, like the odd word or phrase, we
can sort of, an adult can write over the top of that. I think concisely is really important
because that's something thatéby the time th
many children who can write concisely. They'll, they'll if you if, if you don't put a limit
on how long a story's got to be, for example, it could be 3, 4, 5 pages long. And what
you find is after the first two or three paragraphs, that's when all your errors start
coming in.

Angela Jayne Kilpatrick 2:08

Brilliant. Thank you. And how important do you think it is for writers to know metalin-
guistic terminology, such as your grammatical terminology, adverbials, pronouns, et-
cetera?

Head 2:21

Ermél don't think itéds overly important that
they've obviously got to know what that relates to. The need to know what a pronoun
is and and, and, and at school we do try and use the correct terminology, but there is
that much of it out there that even as, as an adult and as a teacher, you sometimes
can forget which is which is which. So you would obviously read up on that before
you teach it. But | remember when the grammar, punctuation, spelling came in, lots
of it was new to us and me being a year six teacher then | had to go and learn it all.
So | think the children can get by really well and and, and, and write fantastic pieces,
put together fantastic pieces of writing without actually knowing the terminology be-
hind it.

Angela Jayne Kilpatrick 3:07
Yeabh.
How valuable do you think a knowledge of grammar is for teaching writing?

Head 3:13

Errévery valuabl e.

In fact, if you didn't, if you didn't have that knowledge of grammar, you, you, you, you
would obviously make errors as, as, as teachers, and | have seen that not just in this
school, but in all schools I've worked at, whereby if you're observing a lesson and a
teacher doesn't have a sound grip of the grammar, they will teach it wrong and there-
fore us the children will then follow that in their writing. So, and you see all around
you sort of, see on, sort of, shop titles and things like that where there's missing
apostrophe for possession and stuff. So yeah
mary school now, more so than when we first started. We need, we needed the
knowledge of the grammar then, but with the with the new grammar and, and, and
and punctuation test, the GPS test, | think it's far more important. And now it seems
to be far more important, though.

Angela Jayne Kilpatrick 4:07
Yeah. Yeah, that's interesting observation. Thanks for that, Stuart.
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Um, OK, so um beyond accuracy. Il s there

can't answer because you don't have any students, just we'll just skip this one.

Head 4:21
OK.

Angela Jayne Kilpatrick 4:21
Um, is there any aspect of grammar you find particularly hard to teach? I, | don't
know if you can answer that one either.

Head 4:28

And | just trying to recall.

| think anything, that anything that is new to the teacher. So if a teacher moves into a
new year group, obviously they got to get the head around all of the requirements for
that new year group. So we've just had two teachers swap year groups this year and
it doesn't matter if you going in up a year or down a year because just because you
know the grammar, erm, requirements 1in
know them in a different year group. So | think rather than talk about a particular as-
pect of the grammar, it would be if you if you're moving year groups more so be-
cause then you would just go in and sort of research and find out exactly what you
had to teach and how to teach it. And | would sometimes say it's more the how to
teach the things rather than the actual thing itself because you can go away, you can
get the knowledge. What separates really good teachers for not is how they then get
that across.

Angela Jayne Kilpatrick  4:58
Yeabh.
Yeah.

Head 5:23

Anybody can go and read up and and, and work out what it actually says. It's then
getting it across as children the best way. So | wouldn't say there's any particular as-
pect of the grammar. It's more if you've moved year groups. And also like | say, it's
getting, it's knowing how to get that across to the children.

Angela Jayne Kilpatrick  5:39
Yeah. And the national curriculum is very specific about what you have to teach, but
it's not specific about how you teach it.

Head 5:47
Exactly.

Angela Jayne 5:47

And yeah, yeah. Brilliant. Thank you for that. OK. So, do you feel that the level of
provision given from your PGC provider was sufficient for preparing you to teach
grammar and writing skills? | think this is a question that | asked you in the first inter-
view, actually.

Head 6:04
| can't remember what | said, but I'd be very surprised if | said no, it wasn't. Yeah, it
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well, it wasn't sufficient. And | would imagine it may have changed now with, with ob-
viously the test being out there for, for the new students, but, no, 22 years ago, how-
ever long it was when | was learning, no, nowhere near.

Angela Jayne Kilpatrick  6:09

Yeah.Yeah.

Yeah, yeah, i1ito6d be interesting, actually, I
PGCE now, cause that would be interesting to know, wouldn't it? And what are your

views on the 2014 national curriculum in respect to grammar and writing skills? Do

you feel it has been a good initiative?

Head 6:28

Yeah, yeah. Yeah. Yeah, |, | think so. | think it's definitely upskilled. It upskilled me as
a, as a teacher of English in a primary school, and | think it's upskilled lots of other
primary school teachers. It was a bit sort of panicking at the time when it when it first
came out and they brought that test out because like | said, it was a whole raft of
new terminology that I had to, | had to learn. And that was back to the previous ques-
tion whereby we weren't given that level of provision. In our training to know. So, we
have to go and research that in our own time and find out what it all meant and then
think about how we teach that.

And but | do think it definitely has raised the bar for quality of, of teaching and learn-
ing in primary schools with relation to writing skills. | don't know if the writing's any
better.

And.

Angela Jayne Kilpatrick  7:26
Hmm.

Head 7:27

Then, then it was because you, you normally teach those skills to pass that particular
test rather than teach them to actually help with the writing. It's the, it's ideally, it's
supposed to go hand in hand and but you teach those things like if you're teaching
the subjunctive form of the verb.

Angela Jayne Kilpatrick  7:37

Yeah.Yeah.

Head 7:43

And you, you, you teach it in a way whereby when this question comes up, just write

6wered rather than 6wasd, which actually goe

And so you, you, you, you teach some of it, so they pass the test, but then you do
hope that some of it comes into the writing.

What | found as a teacher was it allowed me to, when | was, when | was supporting
children to edit the writing, or when | was giving them feedback, | felt | was able to be
more specific with the feedback again because of the knowledge that | had because
of the curriculum coming in and the requirements of it.

Angela Jayne Kilpatrick 8:10

Yeah.
So kinda because it links in with this next question really on what are your views on
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the GPS test. From what you're saying, it sounds as though that you feel the benefits
have been more for sort of teaching and giving feedback and more so than you know
improving the pupil's writing is, is that right that | say that?

Head 8:31

Yeah. Yeah, that's correct. Yeah. Yeah. | don't think doing the test itself necessarily
improves the writing massively. It's more like you say, the teaching. What, what,
what | don't like about the test is there's, so the papers called the grammar, punctua-
tion and spelling test because it is. But then they have a separate spelling paper as
well. So if the children struggle with spelling, they get punished twice. They get pun-
ished in the actual spelling test, which is out of 20. But they also get punished in the
grammar, punctuation and spelling test say.

Angela Jayne Kilpatrick 8:34
Yeah. Hmm.

Head 9:01

Paper one, because if they misspelt some things in some of the questions there,
they're also pulled up on it. So, actually, spelling has got far more, far more weight
now then it had when 1 first started teaching. See when | first started teaching, it was
worth 7 marks out of 100.

Angela Jayne Kilpatrick 9:08
Ohh really?

Head 9:25

Now it's worth at least 20 out of 70 and as a minimum. So, and if you think about,
pushing technology, technology corrects all your spelling for you anyway, so for me
it's gone the wrong, it's gone the other way. It should have been, it should have
been. Maybe it was worth more before we have technology to correct ourselves. And
maybe it should be less now. But it's gone the other way around.

Angela Jayne Kilpatrick 9:29

Yeah. Hmm. Yeah. Yeah, no, | agree. And anything, anything else?

And any other thoughts about the curriculum and teaching grammar that you want to
add?

Head 9:51
And no, not really. | think we've covered probably most of it then.

Angela Jayne Kilpatrick 9:54
Yeah, | think so. Brilliant. Well, thank you very much for that [anonymised].
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AppenlBi x2014 GPS Test

En
English tests

KEY STAGE

2

LEVELS

3_5 Grammar, punctuation
and spelling

Paper 1: short answer questions

First name

Middle name

Date of birth Day Month Year
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( Instructions )

' ™
Questions and answers

In this booklet your grammar, vocabulary and punctuation are tested.
There are different types of question for you to answer in different ways.
The space for your answer shows you what type of answer is needed,
including:

* Multiple-choice answers: for some questions you do not need to do
any writing. Tick, draw lines to, or put a circle around your answers. Read
the instructions carefully so that you know how to answer each question.

* Short answers: some questions have a line or box for your answer.
This shows that you need to write a word, a few words or a sentence.

b A

- A
Marks

The number under each line at the side of the page tells you the maximum

number of marks for each question.
. vy

- ™)
Please wait until you are told to start work on page 4. Work through the
booklet until you are asked to stop.

You will have 45 minutes to answer the questions in this booklet.

Sourced from S.Fl.Ts—Papers.cu.HIIHHH!H!N ,|:,I||3|‘|.|:,IU||,|:,IJ||E‘IHluus:f'fww.SATs-Piﬂﬂﬁﬁ:ﬂﬂE'* —
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o Tick the word that means:

exciting

Tick one.

e [ ]
wiing [ ]
pleasant | |
good [ ]

o Tick one box in each row to show which word completes the sentence correctly.

Sentence

good

He plays the drums

The concert was

lhad a idea.

The children worked

as a team.

1 mark

— Pagafeafréfn SATs—PapEIS.Ml.M !,IHIJI .I_,IJN lIUI|ﬂ“‘!||lI Hl‘ “Ltps:-" Howw SATs-Papers.co.uk

149



Which word describes how Danny studied the map?

Tick one box.

Danny took out his compass before studying the map carefully.

(] 00 O _

1 mark
Tick one word to complete the following sentence.
The children went out to play the rain.
Tick one.

despite I:I

although I:'

unless |:|

yet |:|
1 mark

Sourced from SATs-Paners oo J
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o Circle the word that makes the most sense in each set of brackets.

The two friends ate ( since [ before ) leaving the house, ( wherever | because )

they were not allowed to eat in the library.

1 mark
o Complete each sentence below with the most suitable word from the boxes.
Use each word once.
Because Uniil Although
a) I practise a lot, I'm getting better at football.
b) Sam ran very quickly, Meena won the race.
c) it stops raining, everyone will stay indoors. S—
1 mark
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Which sentence is a command?

Tick one.
How far did you run this evening? [:I
Run towards me. I:I

| want to run along the river bank today. |:|

Elena likes running. I:I
1 mark
o Replace the underlined word with a word that has a similar meaning.
Write the new word in the box.
When they returned, all the others had disappeared.
1 mark
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o Which sentence must end with a question mark?

Tick one.

Kiran asked the shop keeper for directions to
the cinema

| would like to buy three tickets for the film

Denny couldn’t see over the person sitting in
front of him, so he wanted to change seats

HpEREEN

Can | buy some popcorn to eat during the film
1 mark

m Which punctuation mark would be best to show that the sentence below ends
with a cliffhanger?

Sonia could not believe her eyes when she saw what was inside

Tick one.

HpEpEEN

1 mark
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o In which of the following is a question mark used correctly?

Tick one.

“How were the pyramids made?" asked Rashid. I:l
“How were the pyramids made™? asked Rashid. I:l

“How? were the pyramids made™ asked Rashid. |:|

“How were the pyramids made” asked Rashid?

1 mark
m Find one word that can complete both sentences below.
Write the word in the box.
You should remember to look both ways before you the road.
Adam was very that he couldn’t go outside to play.
1 mark
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m Which sentence uses inverted commas correctly?

Tick one.

“Follow mel shouted the tour leader.”

“Follow me! “shouted the tour leader.”

“Follow mel” shouted the tour leader.

“Follow me"! shouted the tour leader.

Tick a box in each row to show whether the sentence is in the

past or present tense.

[]
[]
[]
[]

Sentence

Present

Past

The children learnt about Romans in history.

The computer works well.

The children are choosing what they want to
do for their projects.

They added raisins to the muffins.

1 mark

1 mark
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m Add three commas in the correct places in the sentence below.

Ed knew he had PE. reading maths music and history

at school tomorrow .

a Label each of the words below as either a verb or 2 noun.

\ oo
The lion approached silently as the zebra rested in the grass.
1 mark
Write a question beginning with the word:
Where
1 mark
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a Change each underlined verb from the present tense to the past tense, and
write the verb in the box.

! )
Sally forgets her lunch when she is in a hurry for school. -
1 mark
a Place three full stops and three capital letters in the correct places in the text
below.
it was hot and dry richard could feel the sun on his back he
took a long drink of water S
1 mark
a Which sentence is grammatically correct?
Tick one.
Robin was more braver than his brother. I:'
Robin was the bravest of him and his brother. D
Robin was braver than his brother. D
Robin was bravest than his brother. |:|
1 mark

— Paparidiataf SATs:—Pap-ErJ.ll‘_Il““ !,I‘!IUH‘!ILI l,ll‘.‘,ll‘"al" Hl‘upsj fwerw SATs-Papers.co.uk
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ﬂ Circle the adjective in the sentence below.

All the parents cheered the successful runner.

1mark
a Where should the full stop go to separate the sentences below?
Tick one box.
Spain is in Europe Madrid is its capital city although Barcelona is also
I__L| |j Ij |j —
popular for holidays.
Add the tweo missing exclamation marks to the text below.
Tarig yelled excitedly, “I've won T've won "
1mark
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m Add the missing full stops and capital letter to the text below. One has
been done for you.

It was a cold morning there was frost on the trees and ice

on the lake —
m Circle the connective in the sentence below.
Before it was time for tea, Tom decided to play football
1 mark
m Which option is punctuated correctly?
Tick one.
Learning to juggle is fun. | found it hard at first but I’'m guite D
good now.
Learning to juggle is fun. | found it hard. At first but I'm quite I:'
good now.
Learning to juggle is fun | found it hard at first. But I'm guite I:'
good now.
Learning to juggle is fun | found it hard at first but I'm quite ,:I
good now. -
mark
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Circle the connective in the sentence below.

You couldn't hear the music when the train went past. —
1 mark

m Which sentence shows the correct agreement between subject and verb?
Tick one.
The walkers carries their lunch in their backpacks. ‘:l
They eats all the pudding. |:|
The baker makes gorgeous cakes. I:l
He go to the dentist every month. I:l
1 mark
m Add the missing punctuation to the following sentence.
You must pack your toothbrush swimming costume towel
and nightclothes
1 mark

Sourced from SﬁTs—Papers.cJ"u I‘!MI‘!IU‘H!ILI .l,ll‘.‘,ILIILImwﬂwwwﬂﬁTm AxelR4

160




Complete the passage below with the correct articles.

It was enormous castle. It had a lake and tall
tower with most amazing views of the garden.
1 mark
Add a pair of brackets in the most suitable place in the sentence below.
Mr Jones a governor at South Street Primary School will
t th i . -
presen e prizes —
Write a pronoun that could replace the underlined words in the sentence below.
Each morning, the boy's mother would walk the boy to school.
1 mark
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Complete the sentence below with a contraction that makes sense.

I can't believe what been up to all this time!
1 mark
Circle all five nouns in the sentence below.
When making the mask, Kate carefully cut the shape of euyes
and a mouth. -
1 mark
@ Write the correct label in each box.
verb noun article adverb
A B c D
The siren sounded loudly.
1 mark
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Insert a pair of commas to clarify the sentence below.

Jim grabbing his hat and gloves ran out of the house.
1 mark

Complete the table with the present tense form of the verb.
One has been done for you.
Present tense Past tense
We dance We danced
We We stirred
We We were
We We ate
1 mark
m There is an apostrophe missing from the sentence below.
I havent finished my project yet but I will do it by Monday.
Write the correct contraction in the box.
1 mark
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m For each sentence, put a tick to show whether the main clause or

subordinate clause is underlined.

Sentence

Main
clause

Subordinate
clause

| have violin lessons, although | have not
been playing for very long.

If you want to improve, you must
practise a lot.

| practise every weekend, even when it's
in the schoaol holidays.

m Draw lines to match each group of words with the term that describes them.

Words

. who scares the
postman away,

a tiny, helpless kitten

a team of firefighters
arrived

Description

subordinate clause

main clause

phrase

m Rewrite the sentence below in the present tense.

Jack wrote a card.

1 mark
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Circle all of the nouns in each sentence below.
The children ate too many sweets.

Meil read the book slowly.

1 mark

Complete the table by writing a suitable antonym (opposite) in the box below.
One has been done for you.
Word Antonym
cautious reckless
drowsy
1 mark
Complete each blank with the correct singular or plural noun.
One has been done for you.
One fox, two foxes.
One wolf, two
One , two cacti.
One goose, two
1 mark
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Insert the missing comma in the sentence balow.

The tree's long rough leaves can grow up to 30cm long. —
Tm

m Circle two suffixes that can be added to the word below to make new words.
enjoy

ful mient able less ness P
1 mark

Add the missing apostrophes to the sentences below.
That comedians jokes were hilarious.
Ryans parents are both doctors.

The castles dungeons are 300 years old. _—
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m The sentences below each have an error. The errors are underlined.
Write the correction in the box, making sure the verb matches the tense.

One has been done for you.

had

T
Last Tuesday, I have an awful headache all day.

+
My baby brother likes to sit and drank a cup of milk first thing every

maorning.

t
The twins are going to the football tomorrow night and they had eaten some

sweets during the match.

1 mark
I am putting on my coat and I will have taken the dog for a walk right now!
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m Put a tick in each row to show whether the word missing from each sentence

is ‘' or ‘me’.

me

Sarah and both had a cold.

In the concert, Freddie and sat next to
each other.

My mother drove Linda and to the party.

Tom, Kate and are on the red team.

m In the sentence below, what is the word walk?

168

Joe crossed the road and continued his walk.

Tick one.
apreposiion | |
anadjective ||
a verb (]
a noun L]

1 mark

1 mark
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Appen@i xQualitative Analysis of GPS Qu

Pl marked walk as verb in Q50

P2 Missed the ruron sentence in Q24. Contractiempostrophe placed incorrectly in Q33,
Marked cut as N instead of Kate in Q34.marked Sub as main in Q39. added extra c
in listing double adj. Placed apostrophes after the s and did not attempt third Th Q4
Marked walk as a verb in Q50. Marked parents as the Adj in Q21.

P3 Answered all selected questions correctly

P4 missed FS at end in Q19/Q24/Q29.Marked cut as a noun in Q34. missed 'sweets' a
noun in Q42. marking error in Q40. marked walk as a verb in Q50.

PS added more than one answer but did get the contraction correct in Q33.

P6 missed children and Neil as noun in Q@gfaced the apostrophe after the s in all 3 in Q1
marked walk as verb in Q50.

P7 missed out the first capital in Q19. used the contraction correctly but used the wron
pronoun in Q33. Could not identify sentence types in Q40.marking error in Q47
apostrophes used after s in Ryan's. Marked cheered as the Adj in Q21.

P8 marked the example which was a phrase as a sentence as correct Q26. Placed the
comma between the subject and verb in Q45.Marked walk as a verb in Q50.

P9 Answered all selected questions correctly

P10 | Q16 example of simplistic definition: 'doing word' and 'naming word'. Marking error i
Q26. Added apostrophes after the s after Ryans and castles in Q47. Q50 nice exan
sentence analysis.

P11 | pupil used the contraction correctly in QB8t marker may have marked it as incorrect
due to the capital used. could not identify clauses / phrase in Q40. Placed a comma
between the subject and verb. Marked walk as verb Q50.

P12 | marked walk as verb Q50.

P13 | missed full stop in Q29. Contraction he'd used correctly in Q33. However, another
incorrect example was given belown accordance with the marking guidance this was
marked as incorrect. Marking error in Q40 did not correctly identify clauses and phi
Marked walk as verb in Q50.

P14 | marked cut as noun instead of Kate in Q34. Marked loudly as verb, sounded as adv
Could not identify clauses/phrase Q40. Comma placed in wrong place Q45. Placed
apostrophe on two plurals Q47. marked walk as verb Q50.

P15 | placed an apostrophe on jokes/dungeons Q47. Marked walk as verb Q50
P16Answered all selected questions correctly

P17 | Marked cheered as the adj in 2harked went as connective in Q27. Placed a comma
between the compound noun. Marked clauses incorrectly, though was right on first
attempt in Q40. marked slowly as a noun instead of bookarked walk as verb Q50.
P18 | possible marking error in Q15. Commas placed correctly, though one was placed b
the line. Couldn't identify clauses / phrase Q40. Marked walk as verb in Q50.
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Appenldi xQualitative Analysis of GPS Qu

initially put a full stop before a subordinate clause Q22. Missed the full stop and ad
P1 colon incorrectly Q29. Marked 'walk' as a verb instead of a noun in 'his walk’ in Q50

P2 Put ‘walk' as a verb instead of a noun in 'his walk' in Q50

Q25 circled a comma as the connective and the apostrophe as the connective in Q
P3 'walk' as a verb instead of a noun in 'his walk' in Q50

missed full stop could have been a careless error Q19. Marked Tom as the connect
Q25. Mixed the verb and adverb up Q35. Did not identify the missing contraction Q
marked the subordinate as a main clause Q39 and could not identify any of the
clawses/phrase correctly Q40. missed full stop Q41. used an apostrophe on two plu
jokes and dungeons. Marked 'the' as a verb in Q35 Put ‘walk’ as a verb instead of g
P4 in 'his walk' in Q50

added the Oxford/serial comma for Q15/Q29. Added two commas incorrectly betwe
P5 | the subject and verb.

missed out the first bracketing comma in Q36. placed a comma between the subjed
P6 | verb Q45. Put ‘walk' as a verb instead of a noun in 'his walk' in Q50

Added 3 additional commasncluding serial comma Q15. Marked cheered as the ad
Q21. 3 ruron sentences in Q19. Added the full stop between the main clause and s
dinate Q22. RoS Q24. Tom marked as connective Q25. Marked the RoS as correct
Used aserial comma Q29. Stated that they not know what a contraction was Q33. id
fied clauses in Q39 but not Q40. Comma used between the subject and verb Q45.
trophes used on two plurals Q46. Put 'walk' as a verb instead of a noun in 'his walk’
P7 | Q50

Marked the comma as a connective Q25 but correctly identified the connective in Q
P8 | where it is in the middle of the sentence. Missed the full stop in Q41.

Did not identify the RoS in Q24. Marked the comma as a connective Q25 but correg
identified the connective in Q27 where it is in the middle of the sentence. Could not
identify a pronoun Q32 or a contraction Q33/Q33 wrote contraction in full. Did not-id
tify the clauses/phrase in Q40. Missed the full stop in Q41. used commas between
ddzo 2S00 FYyR @SNb AyailuaSIFR 2F LX I OAy3a |
P9 noun in 'his walk' in Q50

Marked the comma as a connective Q25 but correctly identified the connective in Q
where it is in the middle of the sentence. Used a colon to introduce the list correctly
P10 | Q29. placed apostrophes on 3 plurals.

Question 49 on formality / standard English answered incorrectly. Marked ‘Linda an
P11 | the DO position, instead of 'me’
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Appenldi Xi nguistic analysis codk@agafr ai

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014
Pupil: 1
Sentence Variety No. | Error | Examples
SV1 No. of minor sentences 0 0
SV2 No. of simple sentences 15 |0
SV3 No. of compound sentences 8 3 3 Runon sentences
SV4 No. of complex sentences 1 1 Sequential compleg fronted
subordinate without comma
SV5 List all eordinating conjunctions 10 lo and 6, but 4
used
SV6 List all subordinating conjunctions
1 0 If 1,
used
SV7 List all connectives used 2 x Temporal (Two hours later,
3 0 Suddenly).
Like 1 (comparison)
Punctuation Error
P1 Commas used to separate clauses | 2 1 Fronted subordinate without comma
P2 Listing commas 1 0 Compound sentence with 3 main
clauses
P3 Commas with paired adjectives 0 0
P4 Bracketing commas 1 0
2 x missing full stop 2 x used after
P5 Full stops 18 |4 direct speech, before reported
speech.
2 x capitals used after direct speech
PG Capitals a8 |s 1 x common noun ca_pitglised
1 x sentence not capitalised
1 x capital used after comma
P7 Nonsentence (phrase) 0 0
P8 Nonsentence (subordinate clause) 0 0
P9 Ruron sentence 3 3
NW No. of words in sample 248
Comments and Observations
Note particularly effective or ineffective uses in any of the two coding categories:
Ruron sentences
WoKA gl a atALIIAYy3I 2dzi 2F KA& KFIYRQA Kk 51y
WH K2dzNBR fF0SNE ¢2Y 621S dzZlJ Kk KS FyR 5y
13-14. The teacher has corrected this with a comma.
Note ambitious attempts which may not quite work:
Note anything interesting, problematic, curious that seems to be arising:
Many simple sentences used. No complex sentences.
Commas not used to separate compound clauses, but have been used to separate phrases.
CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014
Pupil: 2
Sentence Variety \ No. \ Error \ Examples

172



Two adjective phrases used as
sentences

SV1 No. of minor sentences 3 2 W5 N] F& yAIKGOD
alte 2y + gAyidSNE
SV2 No. of simple sentences 16 |2 tpg2 aSyiSyoSa ai
SV3 No. of compound sentences 2 1 Capital used after commi& X &
Complex sentence with relative
SV4 No. of complex sentences 3 1 LINE y' 2 dzy %o KAOKQ
clause punctuated correctly)
Complex sequential: 3
But 3, and 1.
SV5 List all eordinating conjunctions nr qJ'. dz0 Q  dza S R_ u.{z
used 4 3 of three simple sentencaslP 0 dziu ¢
perhaps used for literary effect.
W, dziQ OFLAGEFEAAS
SV6 List all subordinating conjunctions 3 0 If 1, because 1, which 1 (relative
used pronoun)
SV7 List all connectives used 1 0 Temporal x 1: at this moment
Punctuation Error
P1 Commas used to separate clauses | 2 1 Capital used after comma
P2 Listing commas 1 0 Compound sentence with 3 main
clauses
P3 Commas with paired adjectives 0 0
P4 Bracketing commas 1 0
2 used to separate adjective phrase
P5 Full stops 15 |3 One after direct speech, before the
co2 NRAYIFGAy3a 02ya
P6 Capitals a1 |2 2 capitals used migvay through the
sentence
Two adjective phrases used as
P7 Nonsentence (phrase) 2 2 iezgtfnﬁle; Fa YAIKG O
alteée 2y | gAyidSNA
P8 Nonsentence (subordinate clause) 0 0
P9 Ruron sentence 0 0
NW No. of words in sample 157

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Good variety of sentence types. Uses some complex sentences effectively. Two simple ser
started with Coordinating conjunctions, but with good literary effect.

Note ambitious attempts which may not quite work:
Note anything interesting, problematic, curious that seems to be arising:

A number of phonetic spelling mistakes and homophone errors: of (off), ceped (kept), wich (
threw (through), there (their), to (too), thort (thought)
Some punctuation errors, but fairly good descriptive writing and sentence variety. Uses brag
commas well, but does not use commas to separate clauses.
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CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 3 (WRITING SAMPLE PROVIDED)

Sentence Variety No. | Error | Examples
2 minor sentences, 2 phrases, 2
subordinate noHinite
Apposition:
So silent that the only noise they

SV1 No. of minor sentences 6 |4 O2dztf R K SiIne\Delg S NB X
I RSI RLn@29R& ®Q
W5SI R | YRing32T 2 dzy]
Murdered and left alone to di&ine
32-33

SV2 No. of simple sentences 20 |0

SV3 No. of compound sentences 3 0
Complex sequential x 4
Complex sequential with fronted
subordinate punctuated correctly.
Complex norinite with embedded

SV4 No. of complex sentences 8 0 present .participle followed by
sequential. Embedded clause
punctuated correctly.
Roy, now feeling terrified, curiously
walked into the room that he
thought the scream came from.

SV5 List all eordinating conjunctions 7 0 And 6 But 1

used

SV6 List all subordinating conjunctions 5 0 When 1, that 2, where 2

used

SV7 List all connectives used 3 0 Suddenly (temporal)_, on the floqr
(space and place), like (comparison

Punctuation Error

P1 Commas used to separate clauses | 4 0 Frontgd-subordlnate with comma
1 x Listing clauses

P2 Listing commas 5 0 Compound sentence with 3 main
clauses

P3 Commas with paired adjectives 0 0

P4 Bracketing commas 3 0

P5 Full stops 27 |5 4 x with phrases/minor sentences

P6 Capitals 51 |4
Wi RSIR 02Reé®dQ

P7 Nonsentence (phrase) 2 2 W5 SR YR dzy T2 dzy
So silent that the only noise they

P8 Nonsentence (subordinate clause) |2 |2 O2dzt R KSI NJ g ax
alone to die.

P9 Ruron sentence 0 0

NW No. of words in sample 327

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
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Good, descriptive writing many simple sentences used but with a good variety of
adverbial/adjective/prepositional words/phrase added. Mainly uses punctuation well, particu
bracketing commas. Uses connectives well as openers and with a frontediisate and listing
commas.

Ray, now feeling terrified, curiously walked into the room that he thought the scream came fi
Line 2527

Note ambitious attempts which may not quite work:

A number of phases used as minor sentences:

Wittt gla a2z arAtSydo {2 airtSyid -lbKIG GKS 2V
Wa dzZNRSNBR yR tSTG Fft2yS (2 RAS®PQ oH

Wi RSIFIR 02R@®Q H®

W5SIFR YR dzy¥F2dzy RQ oH

Note anything interesting, problematic, curious that seems to be arising:

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 4

Sentence Variety No. | Error | Examples
Wi NI AE 2F AyaS

SV1 No. of minor sentences 2 1 0(. h&KE O y2e K ¢ oaza
direct speech marks with no
reporting verb).

SV2 No. of simple sentences 27 |0

Full stop and speech mark used
before the second clause.

SV3 No. of compound sentences 4 |1 GL F2dzyR a2YSUGKA
dza S G2 3IS4G dzaa 2d
might not be correct.

I a XPr Xood

SV4 No. of complex sentences 2 0 X 2 complex sequentiglboth
punctuated correctly

And 3, but 1 (full stop and speech

SV5 List all eordinating conjunctions

used mark before the clause)
j;/e6dLISt all subordinating conjunctions 5 0 As 2

SV7 List all connectives used 5 0 Isaci,e:hen 2, meanwhile, moments
Punctuation No. | Error

P1 Commas used to separate clauses | 3 0

Compound sentence with 3 main

P2 Listing commas 1 0

clauses
P3 Commas with paired adjectives 1 0 Gigantic, spooky house
P4 Bracketing commas 0 0

GL F2dzy R a2YSOKA
P5 Full stops 27 |1 dzaS G2 3ASG dza 2d
might not be correct.

Used after speech marks

P6 Capitals 51 |3 2 Used at the beginning of the line
but after a comma
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Wi GNXAE 2F AydS
P7 Nonsentence (phrase) 2 1 GhK G6KIG y2oKE
P8 Nonsentence (subordinate clause) 1 1
P9 Ruron sentence 0 0
NW No. of words in sample 263

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
Uses some variation in sentence structures and punctuates them correctly.

As the girls were walking, they saw a trail. Line 4.
Note ambitious attempts which may not quite work:

Nond Sy i Sy OSY WwWXIi KBERI xfr 62 F Xiyd &XRpA (0 A y 3
Some confusion when using speech marks. Direct speech used without reportingWdrbs. 4
y 2 §uSed on its own in direct speech with no reporting verb.

Note anything interesting, problematic, curious that seems to be arising:
A number of spelling mistakes: a lot, there (their), deffiantly (definitely),

aidzy

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 5

Sentence Variety No. | Error | Examples

SV1 No. of minor sentences 0 0

SV2 No. of simple sentences 12 |0
After a few minutes, what seemed

SV3 No. of compound sentences 3 1 like hours, had past, the deafening
scream came again but more loude
One relative clause proceeded by a
run-on sentence:
YWhyOS AYyaiaARSI KS
out the outline of two diminutive
figures, staring at him, which sent a

SV4 No. of complex sentences 2 1 shiver up his boney spine, one of th
figures looked like an old man with
face as gnared as a walnut, that ha
been left [illegible] of the sun fo
YIyes f2y3 &SI|-R&A
Complex sequential x 3

SV5 List all eordinating conjunctions 3 0 And 2. but 1

used

SV6 List all subordinating conjunctions 4 0 If 1, which 1, that 1, who 1

used

SV7 List all connectives used 6 0 Suddgnly L Aﬁer a few minutes 1,
once inside 1, like 3

Punctuation Error
Opening compound sentenag

P1 Commas used to separate clauses | 6 3 comma not needed to separate fing
clause
Runon sentence x2

P2 Listing commas 4 3 One interrupts clause
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Used at the end of compound listing
structure before the last clause
'3a4SR FFGUSNI GKS R
unexpected, eatJA S NOA y 3
Big blue eye

P3 Commas with paired adjectives 2 0

P4 Bracketing commas 1 0

P5 Full stops 14 |2 Runon sentences

P6 Capitals 19 |1 lP{.t .th eQ yzu OFL
beginning of the sentence

P7 Nonsentence (phrase) 0 0

P8 Nonsentence (subordinate clause) 0 0

P9 Ruron sentence 2 |2 wx2yS 2F (KS FA13

NW No. of words in sample 248

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Using present particle and relative clauses well.

Note ambitious attempts which may not quite work:
Uses commas incorrectly the opening sentence.
Note anything interesting, problematic, curious that seems to be arising:

Uses over complex sentences punctuated incorrectly.

Incorrect use of commascommas which interrupt the flow of the sentence and commas not
used after starter phrases. Uses commas Does not seem to understand where clause/phra

boundaries are.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 6 (WRITING SAMPLE PROVIDED)

Sentence Variety

No.

Error

Examples

SV1 No. of minor sentences

Y2 KSNBE (2 32Q ¢tV
these should have been part of the
pervious clause.

WXl FAIdNB® ! Kd
(apposition, modifies figure)

SV2 No. of simple sentences

10

W. dzi {FY RARYQI
been linked to the previous
independent clause to form a
compound sentence.)

SV3 No. of compound sentences

series compound clause

W{lY LzZ2ZKSR GKS
around the corner and stepped
AYaArARSo®Q

Line 24/35 could be a ruon
sentence but due to photocopying
alignment cannot be sure.

SV4 No. of complex sentences

Complex sequential x 1
Independent clause fronted with a
non-finite subordinate clause,
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proceeded by two nofinite clauses,
punctuated correctly:

Tiptoeing around the back of the
FolFyR2YSR ¢Saoz2zx
With 3 nonfinite subordinate:

He was petrified wondering where
he could be.

One with a ruron sentence
corrected by the teacher:

WIS KFER 1jdzSadazy]
his head like a Formula One car
racing for firstplace wherecould
WE1S-9%9So2Q ¢

SV5 List all eordinating conjunctions

And 2, but 1, or 1 (but and or used i

used 4 2 the beginning of the sentence)
S;/eGdLISt all subordinating conjunctions 4 1 Before 1, until, as, what (which)
SV7 List all connectives used 4 0 suddenly, *finaly, like 2
Punctuation Error
P1 Commas used to separate clauses | 3 0
P2 Listing commas 2 0 Series compound clause
P3 Commas with paired adjectives 0 0
bracketing, used incorrectly in line 1
saying the subject from the verb:
P4 Bracketing commas 2 1 tiptoeing around the back of the
abandoned Tesco, Sam, found a
1YATSX
Cdzf f adG2L) YA&AAY
P5 Full stops 18 |s Jake be, forming rupn sentence.
3 used to separate phrases
hyS dzaSR 0ST2NB
2 capitals used in a sentence to giv
emphasis.
3 used with norsentences which
P6 Capitals 34 |6 should have been linked to the
previous clause
1 used with but which could have
been linked to the previous sentenc
WXl FAIdNB® ! Kd
P7 Nonsentence (phrase) 1 1 (apposition, modifies figure)
Y2 KSNBE (2 32Q I|v]
P8 Nonsentence (subordinate clause) 2 2 (noninite clauses cannot stand on
their own)
XtA1S + F2Nydz |
P9 Ruron sentence ! ! first place where could Jake be?
NW No. of words in sample 193

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
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Good use of a present participle starter phrase, and uses complex sentences well.

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

Does not always use commas to separate clauses.

A number of norsentences

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 7

Sentence Variety

No.

Error

Examples

SV1 No. of minor sentences

1

Very ancient.

SV2 No. of simple sentences

0

SV3 No. of compound sentences

2

Compound listing sentenagmissing
commas between independent
clauses

SV4 No. of complex sentences

Sequential complex x 5. One fronte
subordinate complex without a
comma.

One complex with a nefinite
subordinate:

WAa GKA& F 3JI22R
with his pounding like a Jack
hammer.

Rurron sentences:

As they went to the deep dark fores
and ventured in, they saw
something, itwas ancient. Line-6b
W FGSNI 6SAy3a GId
his shoes, Tom finally mumbled
A2YSUKAYy DO [ AY

SV5 List all eordinating conjunctions
used

And 6, but 1

SV6 List all subordinating conjunctions
used

when, after, as, than, then

SV7 List all connectives used

all of a sudden (temporal) like
(comparison)

Punctuation

Error

P1 Commas used to separate clauses

1 x interrupts the flow of the
sentenceAs they went to the deep
dark forest, and ventured in, they
2run2y aSyidiSyoSy
something, it was ancient

3 x missing between clause
boundaries in listing compound
sentence

One missing with fronted
subordinate

P2 Listing commas

3 correct in compound series clause

179



3 x missing between clause
boundaries in compound listing
sentence

P3 Commas with paired adjectives 1 1 Missing comma: Deep dark forest
P4 Bracketing commas 1 1 Missing second comma: , quickly
L E dzaSR 0ST2NB
P5 Full stops 13 |2 ancient. Very ancient.
Runon sentence
3 x not capitalised when should be:
Q)
1 x capital at the beginning of direct
P6 Capitals 29 |5 speech
2 x verbs capitalised
Common noun: Jack hammer
Runon sentence
P7 Nonsentence (phrase) 1 1 Very ancient
P8 Nonsentence (subordinate clause) 0 0
P9 Ruron sentence 1 |1 XGKS® alg az2vYSiak
NW No. of words in sample 189

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Note ambitious attempts which may not quite work:

Using a number of compound and complex sentences but not always punctuated correctly.
Note anything interesting, problematic, curious that seems to be arising:

Tense confusionwent/are going

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 8

Sentence Variety

No.

Error

Examples

SV1 No. of minor sentences

Both minor sentences should have
been linked to the previous main
clause.

Something happened. Something
terrible. Line23

But still alive.

The Bermuda triangle. Line4

SV2 No. of simple sentences

13

M E aAldaaiyd I dzEA
H E  {GFNIAYTI 6A

SV3 No. of compound sentences

Runon sentence:
But her hands were sweaty she waj
I32Ay3 G2 €SG 32X
1 x series compound sentence with
embedded rankshift clause

SV4 No. of complex sentences

Complex sequential x 2

Complex norfinite x 2

1 CS missing comma. Uses ellipsis
followed by a capital letter.

Does not use commas to separate
any of clauses.
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But 4, and 2,

SV5 List all eordinating conjunctions 6 3 But used three times to start a

used sentence, but not to connect
sentences.

SV6 List all subordinating conjunctions 4 0 As 2, if, although, that,

used

SV7 List all connectives used 1 0 Like

Punctuation Error

P1 Commas used to separate clauses | 1 2 Not used after subordinate clause

P2 Listing commas 1 0 Series compound sentence

P3 Commas with paired adjectives 0 0

P4 Bracketing commas 1 1 X6SNE t221Ay3 I

Fdzf Y22y X

Full stopaused either before
apposition, or before the conjunctio
Wo dzii Q

Runon sentence

1 x used part way through the
sentence (beginning of main clause
after subordinate clause.

P6 Capitals 29 |5 3 x minor sentences which should
have been linked to the previous
clauses.

Runon sentence

Something terrible.

P7 Nonsentence (phrase) 3 3 But still alive.

The Bermuda triangle.

P5 Full stops 16 |8

P8 Nonsentence (subordinate clause) 0 0

Y. dzi K S NJsWedaty shédvasg

P9 Ruron sentence 1 1 24y 3 G2 £330 32X

NW No. of words in sample 198
Comments and Observations
Note particularly effective or ineffective uses in any of the two coding categories:

Note ambitious attempts which may not quite work:
Some complex sentences. However, the pupil tends to not separate clauses with commas g
dza Sa WwWodzi Of FdzAaSaQ & YIAy Ofl dzaSa ¢ KSNB
clause. Attempts to use bracketing commas, but incorrectly.

Note anything interesting, problematic, curious that seems to be arising:

A number of norsentences and one ruan sentence.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014
Pupil: 9 (WRITING SAMPLE PROVIDED)
Sentence Variety No. | Error | Examples
Apposition
Suddenly they heard a noise. A higl
noise. Line 17
One subordinate clause.

SV1 No. of minor sentences 4 3
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One clause that should have been
linked to the previous direct speech

SV2 No. of simple sentences

10

Missingfull stop

Full stopused after direct speech an
capital letter used at the beginning
the reporting verb.

Subordinate clause used as a main
clause

Missing fullstop

SV3 No. of compound sentences

| 2y2dzy OGAz2y WI YR
the comma
L E o
incorrect)
1 series compound clause
punctuated correctly.

1 x RoS

YAy Of | dza

SV4 No. of complex sentences

12

Complex sequential x 9

One missing punctuation after
fronted subordinate

Runz2y aSyiSyoOS gA
used as a conjunction

X FFaG YFYy 6K2 R
got opened and they went through.
Runon (compound with complex):
Xodzi GKSNB ¢l a a
CMDRD Dunport they searched unt
0KSe F2dzyR 2dzi K
Missing comma at clause boundary

SV5 List all eordinating conjunctions
used

22

And 18, but 2, so 2
And Capitalised after comma

SV6 List all subordinating conjunctions
used

16

Then 2, until 5, which 1, when 3,
after 1, that 1, who x 3
Until used as a main clause

SV7 List all connectives used

{dzZRRSyfe& wx fA71S
used as a conjunction

Punctuation

Error

P1 Commas used to separate clauses

1 x Series compound sentence
1 x Relative clause

Lack of commas to separate clause
1 missed with fronted subordinate
clause

When they got back to the UShey
had a funeral and a memorial

al eAy3ax

P2 Listing commas

Series compound sentence
2 x list of three items

P3 Commas with paired adjectives

P4 Bracketing commas

2 x used between direct speech (bu
uses a capital letter after the last
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comma/beginning of the direct
speech

1 x relative clause (error: ruon
sentence after the relative clause).

3 x missing at the end of sentence
4 X runon sentence
P5 Full stops 27 |10 1 x end of direct speech
1 x Before modifier/apposition
M E &dzo2NRAYI (S
5 x reporting verb after direct speec
4 x Ruron sentenceg,
therefore should have been
capitalised
Apposition¢ minor sentence should
have been linked to the previous
clause
Until ¢ non-sentence, should have
been linked to the previous clause
2 x common nouns Jets and Tanks
Reporting verb phrase which shoulg
have been linked to the direct
speech.

Wi KAIJK y2AasSoQ
P8 Nonrsentence (subordinate clause) |1 |1 ''yiAEY GKS al yR
WGiKSNET2NBQ dza SR
WX GKSy OFff F2N
behind that other rock therefore we
will come in either side and kill
GKSY®PQ [AYS oo
P9 Ruron sentence 4 |4 X FlLd YIYy K2 R
got opened and they went through.
Runon (compound with complex):
Xodzi GKSNB ¢l a a
CMDRD Dunport they searched unt
GKS@ F2dzyR 2dzi K

P6 Capitals 122 | 12

P7 Nonsentence (phrase) 2 2

NW No. of words in sample 472
Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Uses embedded clauses well.

Misses out a number of full stops. A few +oim sentences.

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

A number of complex sentences with Fan sentences. One complex sentence with 5 clauses
includingarurry a4SyGSyO0S 6AGK WIiKSNBF2NBQ dzaSR |
/I/We will move for a left flank// and/ go in cover behind that rock//then/ call for Team Charlie
to go behind that other rock//[RoS] therefore/ we will come in either side// and kill them.///

{dzo 2 NRAYIF(GS OflFdzaS dzaSR la | YIAy Ofl dzaSY,
correctly several times throughout the piece.
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dza SR
Of  aaATASR

I 2YYLE
y 2

- a

I F0GSNJ adzo 2 NEdmryfas dskdyvih séhieyte amhersivies
LI NJi
Pupil rarely uses commas to separate clauses.

First full stop is not used up until line 10 and then this is used incorrectly. -dnraantences and

a number of missed full sops after direct speech.

2 ¥

0KS lylrtearao ¢

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 10
Sentence Variety No. | Error | Examples
A bottle. A bottle with a skull label
SV1 No. of minor sentences 3 2 on the front.
Line 9
SV2 No. of simple sentences 9 0
SV3 No. of compound sentences 7 0
Complex sequential x 12
6 correctly punctuated fronted
subordinate / 1 without comma
Complex norfinite embedded with
SV4 No. of complex sentences 14 |1 sequgqtlal X1
NorHfinite x 1
Runon sentence:
It was like a fire, it started to spread
until the only thing she could think ©
was staying in the forest. Linet4
SV5 List all eordinating conjunctions 12 |o And 11, or 1,
used
SV6 List all subordinating conjunctions Until 3, as 6, when 2, before 1, if 1,
16 |0 .
used that 2, justas 1
SV7 List all connectives used 6 0 like 4, suddenly 1, so 1,
Punctuation Error
Runon sentence
1 x missing after the fronted
subordinate clause in Line 3.
P1 Commas used to separate clauses | 9 2 Uses comma with fronted
subordinate in Line 3 and line 7 / Lil
14-15/ Line 23 /Line 225 / Line 50
51
P2 Listing commas 0 0
P3 Commas with paired adjectives 0 0
1 x bracketing commas with
P4 Bracketing commas 2 0 interrupting clause
1 x reporting verb phrase
Nonsentences; commas needed
PS Full stops 29 |3 Question mark needed
PG Capitals 54 |3 2 nonsentences
1 run-on sentence
P7 Nomsentence (phrase) 5 5 A bottle. A bottle with a skull label
on the front.
P8 Nonsentence (subordinate clause) 0 0
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P9 Ruron sentence

It was like a fireit started to spread
until the only thing she could think ©
was staying in the forest.

NW No. of words in sample

429

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
Uses complex sentences very well and embedded clauses. Punctuates sentences fairly wel

particularly complex sentences.

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

One runon sentence and two neaentences.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 11

Sentence Variety No. | Error | Examples

SV1 No. of minor sentences 0 0

SV2 No. of simple sentences 8 1 M!ss!ngfull s.top
Missing capital letter
/Il Suddenly, it started to rain and
thunder // [RoS] Fredl y R WI G
know what to do // but jack found a
house to stay in // [RoS] they tiptoe
in./// (both marked by teacher)

SV3 No. of compound sentences 3 2 (<_:ompound ruron s_entence, afte_r a
simple sentence, with another simp
sentence ruron after it)

Series compound (listing sentence)
Appears to be &ull stopmidway
through the second clause, last
paragraph.

SV4 No. of complex sentences 1 0 1 x nonfinite

SV5 List all eordinating conjunctions But 2, and 10

12 |1 o

used But capitalised

SV6 List all subordinating conjunctions 0 0

used

SV7 List all connectives used 3 0 Suddenly, all of a sudden, so,

Punctuation Error

P1 Commas used to separate clauses | 1 0 Series compound

P2 Listing commas 2 1 List of three items; Series compoun

P3 Commas with paired adjectives 0 0

P4 Bracketing commas 0 0
Opening sentence missiffigll stop
2 X runon sentence

P5 Full stops 12 |4 Appears to be &ll stopmidway
through the second clause, last
paragraph.

P6 Capitals 22 |4 L x after comma

1 X runon sentence
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1 x beginning of sentence
But (may have been corrected)

o
o

P7 Nonsentence (phrase)

P8 Nonsentence (subordinate clause) 0 0

Suddenly, it started to rain and
0Kdzy RSNJ kk ww2{ 8

P9 Ruron sentence 2 2 know what to do // but Jack found a
house to stay in // [RoS] they tiptoe
in. /I

NW No. of words in sample 156

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

A number of punctuation errors. Two ram sentences, missirfgll stops capital letters. Does
not use commas to separate clauses (apart from in the series compound).

Note ambitious attempts which may not quite work:

Opening paragraph:

{dzRRSyfteésx AG &adFNISR G2 NIAY FyR GKdzy RSNJ
found a house to stay in // [RoS] they tiptoed in. ///

Note anything interesting, problematic, curious that seems to be arising:

A number of spelling mistakes: clodes (clouds), coved (covered), staris (stairs), opended (op
medd (made), rilic (relic)
Mixes up was/were

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 12

Sentence Variety No. | Error | Examples

Apposition:

{2YSOUKAYy3 Ol dAKI
Something horrific. A body. A
crumpled body, limp and lifeless on
the floor. Line 1718.

SV1 No. of minor sentences 7 5 An Immens wound was on the
womens forehead and across her
jeans there were claw marks. Wolf
claw marks. Line 223

X.20 0GKSYy y2GA0S
footprints. Line 3425

SV2 No. of simple sentences 31 |0

SV3 No. of compound sentences 7 0
Complex sequential x 5
Complex with notfinite subordinate
X 5

SV4 No. of complex sentences 11 |0 1 x Theboys sprlnteq In the direction
the sound was coming from.
Fronted subordinates with commas

SV5 List all eordinating conjunctions 9 0 And 7, but 1, or 1

used
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SV6 List all subordinating conjunctions

As 3, until 1, when 1, just as 1, whe

used 8 0 1, that 1,

SV7 List all connectives used 3 0 Like 3

Punctuation Error

P1 Commas used to separate clauses | 8 Uses commas well to separate
clauses

P2 Listing commas 0 0

P3 Commas with paired adjectives 0 0

P4 Bracketing commas 2 0

P5 Full stops 51 |6 5 x used with phrases

P6 Capitals 76 |7 5 x used with phrases
Something horrific. A body. A
crumpled body, limp and lifeless on

P7 Nonsentence (phrase) 5 5 the floor.
Wolf claw marks.
Wolf footprints.

P8 Nonsentence (subordinate clause) 0 0

P9 Ruron sentence 0 0

NW No. of words in sample 464

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
Uses commas well to separate clauses. Uses complex sentence witimit@subordinate well.

Note ambitious attempts which may not quite work:

Some confusion with the use of direct speech on page two, paragraph three.
Note anything interesting, problematic, curious that seems to be arising:

A number of norsentences; apposition.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 13

Sentence Variety No. | Error | Examples
Apposition
Suddenly, Robson saw something.

SV1 No. of minor sentences 4 3 Something incredible. A sky scrape
A sky skcraypestill standing. Line
22-24

SV2 No. of simple sentences 15 |0

SV3 No. of compound sentences 4 1 2 x series compound (1 x incorrectly
punctuated)

SV4 No. of complex sentences 1 0 Compounecomplex sequentiad no
commas used

SV5 List all eordinating conjunctions 5 0 And 3. 50 1, but 1,

used

SV6 List all subordinating conjunctions 1 0 Because 1

used

SV7 List all connectives used 3 0 Like 1, suddenly 1, then 1

Punctuation Error

P1 Commas used to separate clauses | 1 0
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2 x series compound (one missing

P2 Listing commas 2 1
two commas to separate clauses)
P3 Commas with paired adjectives 0 0
P4 Bracketing commas 1 0
P5 Full stops 17 |3 Phrases
P6 Capitals 35 | 6 3 x phrases
P7 Nonsentence (phrase) 3 3
P8 Nonsentence (subordinate clause) 0 0
P9 Ruron sentence 0 0
NW No. of words in sample 179

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
Commas used incorrectly or not used at all

Uses commas well with opening words/phrases

Note ambitious attempts which may not quite work:
A series compound not punctuated correctly
Note anything interesting, problematic, curious that seems to be arising:

A number of norsentences (phrases)

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 14

Sentence Variety No. | Error | Examples

SV1 No. of minor sentences 0 0

SV2 No. of simple sentences 13 |0
3xRuRy aSyiSyoOoSy
there was no answer.
It was pich black he could only see

SV3 No. of compound sentences 7 4 the butiful moonlight.
Uses a instead of and
2 x series compound punctuated
correctly
Series compound sentence with
embedded relative clause: Will, whda
was getting scard, jump, into the pit

SV4 No. of complex sentences 2 |0 brushed the dirt off his Ehirt and
looked around. Line-8
Complex sequential x 1

SV5 List all eordinating conjunctions 5 1 And 4, but 1, a (and) 1

used

SV6 List all subordinating conjunctions 0 As 1, who 1,

used

SV7 List all connectives used 2 0 like 1, suddenly 1

Punctuation Error

P1 Commas used to separate clauses | 3 0 2 x series compound

P2 Listing commas 2 0 2 X series compound

P3 Commas with paired adjectives 0 0

P4 Bracketing commas 1 0 1 x relative clause

P5 Full stops 19 |3 Runon sentences

188



3 X Ruron sentences
P6 Capitals 32 |5 2 x capitalised coordinates after the
ellipsis

P7 Nonsentence (phrase) 0 0
P8 Nonsentence (subordinate clause) 0 0

3 x Ruron sentence:

YWIFQF &2dz 21 KHQ
P9 Ruron sentence 3 3 there was no answer. Line2

It was pich black he could only see
the butiful moonlight. Line -B

NW No. of words in sample 198
Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Good sentence structure:

IIIWill, Ilwho was getting scard,// jump into the pit,// brushed the dirt off hisghirt// and looked
around.//

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

A number of spelling errors: scard, nowere, durt, fond, pich, geshon, swerling, butiful, tuch,
appeared, cafully, poring, climed, fine (find),

Misses the past tense ending on two words: jump(ed) and look(ed)

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 15

Sentence Variety No. | Error | Examples

They could hear a sound. A faint
tapping sound. Line 9

They were tapped in a clossal room
filled with blood. Blood, blood and
SV1 No. of minor sentences 5 3 more blood. Line 120.

Norfinite clause: The moon had
passe the desolete building. The on
one standing on murder street. Line
3-5

SV2 No. of simple sentences 16 |0

Runon sentence:
SV3 No. of compound sentences 5 1 Emma was panting heavily despratg
FT2NJ FANE aAQY a0

SV4 No. of complex sentences 0 0

SV5 List all eordinating conjunctions 9 0 But 1, and 8

used

SV6 List all subordinating conjunctions 0 0

used

SV7 List all connectives used 4 0 Like 3, suddenly 2, with that, within
seconds

Punctuation Error

P1 Commas used to separate clauses | 3 1 Runon sentence

P2 Listing commas 1 0 Series compound

P3 Commas with paired adjectives 1 |0 Xttt Of2F1SR Y
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Uses a double rhyphen as

P4 Bracketing commas 2 0 bracketing commas. Fairly
sophisticated use of punctuation.
I ~ ' -
P5 Full stops 19 |1 PLILI2AaAuUAZ2YY Xof 2
and more blood.
PG Capitals 41 |6 2 x p.hrases; 2 x writing; 1 x after
ellipsis; 1 x |
A faint tapping sound.
Blood, blood and more blood.
P7 Norsentence (phrase) 3 3 NorHinite clause: The only one
standing on murder street.
P8 Nonsentence (subordinate clause) 0 0
Emma was panting heavily desprats
P9 Ruron sentence 1 1 T2NJ FANE GAQY 80
NW No. of words in sample 227

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
Uses commas well. A number of connectives are used well.

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:
Does not use any complex sentences and subordinating conjunctions. Sorsemtences and

one runon sentence.

Some spelling errors: frightend, leking, desprate, murmered, helecopters, swet, comeng,

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 16
Sentence Variety No. | Error | Examples
SV1 No. of minor sentences 1 1 Xot b Ol ot |+ NEdzy
splodges.
SV2 No. of simple sentences 13 |0
SV3 No. of compound sentences 12 |1 1 x series compound
Complexsequential 6
relative clause x 1
SV4 No. of complex sentences 12 |0 embedded clause x 4
non-finite x 1
SV5 List all eordinating conjunctions But 5, and 12, or 1
18 |1 o
used 1 x but capitalised
SV6 List all subordinating conjunctions 8 0 Where, as, until, when, which, then
used that 2,
SV7 List all connectives used 0 0
Punctuation Error
XI' KNAa ¢gla gl t1A
P1 Commas used to separate clauses |5 1 sG22R 2y GKS 188
P2 Listing commas 2 0 1 x series compound
P3 Commas with paired adjectives 1 |1 XONBIF 18> Ff22NDb?2
P4 Bracketing commas 1 |1 XaldzSST SR (KNP dz3
P5 Full stops 34 |2 1 x missing at the end of the

sentence
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1 x before a phrase modifying the
clauses

P6 Capitals 50 |3 1 x phrase; 1 x handwriting; 1 x But
after comma

P7 Nonsentence (phrase) 1 1 With white splodges.

P8 Nonsentence (subordinate clause) 0 0

P9 Ruron sentence 0 0

NW No. of words in sample 407

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Uses punctuation with apposition well.

Uses a variety of sentence types with many complex clauses and subordinating clauses.
Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

1 x nonrsentence

CODING FRAMEWORK FOR LINGUISTIC ANAITMSIS

Pupil: 17

Sentence Variety No. | Error | Examples

A scratching noise. A strange
scratching noise,

But a figure prevented her from
doing so.

SV2 No. of simple sentences 22 |3 Missingfull stop. Dameon
commanded Polly was confused.
Polly exclaimed.

10 x with ruron sentences

1 x series compound missing
punctuation

LGQa 21Fe& 9avYsS:s
SV3 No. of compound sentences 11 |10 and switch them off.

Polly, I am going to my bedroom yo
can go and wake Dameon up.

1 x confusion regarding direct spee
(2 runon sentences

Subordinate not linked to previous
Of FdzaSY ! yiaaft t 2
Complex sequential x 4 (2 x fronted
sequential without punctuation)
SV4 No. of complex sentences 7 3 Relative embedded x 1 (with
bracketing commas)

Embedded that clause x 1
Complex norfinite x 1¢ one with
two nonfinite clauses

And 15, but9,so 1

4 x but/ 4 x and used at the

25 |8 beginning of a sentence when they
could have linked to the previous
clause.

SV1 No. of minor sentences 1 1

SV5 List all eordinating conjunctions
used
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2 X start a new sentence and shoulg

SV6 List all subordinating conjunctions have been linked to the previous

7 2
used cause
Who, until 2, as 2, that, when,
SV7 List all connectives used 2 0 like, also
Punctuation Error

1 x not used after subordinate claus
P1 Commas used to separate clauses | 1 3 2 missing comma with fronted
subordinate

P2 Listing commas 0 1 Missing comma in series compound
P3 Commas with paired adjectives 0 0
v 4 ANR 7 N + ~
P4 Bracketing commas 2 |1 Xa b2 KSNE +£SNEBY
1 x relative clause
P5 Full stops a1 |14 1 x phrase; 11 x ruan sentences; 2

x used before conjunction;

6 x writing (some difficult to
distinguish); 1 x common noun: the
P6 Capitals 88 | 26 Evil nanny; 1x phrase; 8 x used with
conjunctions, or interrupt the flow of
the sentence.

P7 Nonsentence (phrase) 1 1 A scratching noise.
P8 Nonsentence (subordinate clause) 0 0
P9 Ruron sentence 9 9

NW No. of words in sample 506
Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
Lack of commas, incorrect usefofl stopsand does not uséull stopswhere needed
Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

Does not usdull stopsappropriately and merges clauses together, particularly with direct spe¢
Some confusion which direct speeghun-on sentences.

Some very long, complesentences; one is 5 lines long.

alyd aSyiaSyoSa adlFrNAy3a gA0K WFHYyRQ 2NJ Wodzi
Misses oufull stopafter direct speech, creating a number of ran sentences throughout.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2014

Pupil: 18

Sentence Variety No. | Error | Examples

SV1 No. of minor sentences 6 2 Dark as coal. Dark as fear. Lirel
SV2 No. of simple sentences 21 |0

1 x series compound

SV3 No. of compound sentences 6 1 1 x runon sentence: Sam bolted to
the door, it was locked.

3 x sequential

1 x relative

Sam, who had fedrit like a punch in
the stomach, [illegible word] into the
night like a muscaterre.
1x

SV4 No. of complex sentences 5 2
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Sam and Mary pedalled on their
bikes as fast they could, almost fell
because of an speed bump then
came an halt. Line-4

1 x and not linked to previous claus

SV5 List all eordinating conjunctions

used 1211 And 10, but 2
SV6 List all subordinating conjunctions 7 0 As 3, until 1, who 1, because 1, the
used 1

. . Like 4, suddenly 3, imdeantly
SV7 List all connectives used 10 | O (immediately) 1, finally 1, then 1
Punctuation Error

1 x missing after relative clause
P1 Commas used to separate clauses | 4 2 2 X Ruron sentence
1 x series compound

P2 Listing commas 1 0 1 x series compound

P3 Commas with paired adjectives 0 0

P4 Bracketing commas 1 1 1 x missing after relative clause

P5 Full stops 32 |4 2 x phrases; 2 x interrupt the flow of
the sentence

. 2 x phrases; 1 x Rton sentence; 2 X

P6 Capitals 46 |5 interrupt the flow of the sentence

P7 Nonrsentence (phrase) 2 2 Dark as coal. Dark as fear.

P8 Nonsentence (subordinate clause) 0 0

P9 RUFDN Sentence 1 1 Sam bolted to the door, it was
locked.

NW No. of words in sample 284

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Uses openers/connectives well. Uses commas with all openers,

Note ambitious attempts which may not quite work:

Sam and Mary pedalled on their bikes as fast they could, almost fell of because of an speed
then came an halt.

Note anything interesting, problematic, curious that seems to be arising:

raSa +ty AyaiuSFIR Id araaSa LINBLRaAGAZY OlY
A number of spelling mistakes: intertwing, suronded, imdeantly,

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 1
Sentence Variety No. | Error | Examples
W51 ARSI NEBIYZI -3
SV1 No. of minor sentences 3 3 So back at the shop, preparing to p
and go. Line 67 to 68
SV2 No. of simple sentences 9 0
Davide was in an arranged marriag
SV3 No. of compound sentences 9 4 like Zara, he was in love and marrie
to another man, Luke. Line 28 to 30
SV4 No. of complex sentences 13 |6 Runon sentences
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And, and, but, and, and, and, but,
21 |0 and, or, and, but, and, and, but, but
and, and, and, and, and, and,
Who, that, which, that, that, that, so
that, which, if, if, that, that, that,

SV5 List all eordinating conjunctions
used

SV6 List all subordinating conjunctions

used 22 11 that, although, who, who, when, so,

as, as
. . Finally, however, however, howeve

SV7 List all connectives used 6 3
for example, so

Punctuation Error

P1 Commas used to separate clauses |10 |6 Mostly runon sentences

P2 Listing commas 1 0

P3 Commas with paired adjectives 0 0

. one used incorrectly between the
P4 Bracketing commas ! ! subject and the verb in line 5
P5 Full stops 29 |12

Many names not capitalised. A

P6 Capitals 51 | 26 couple of words capitalised
midsentence.

So back at the shop, preparing to p
and go.

P7 Nonsentence (phrase) 2 2

P8 Nonrsentence (subordinate clause) 1 1

WK2gSPHSNDR dzaSR o
resulting in a ruron sentence

Wt S2LX S 2F4Sy I N
no place in a modern society
however, people argued that gay
marriages didn't either but David an
Luke are both incredibly happy and
P9 Ruron sentence 8 8 their marriage is entirely built on
t20S YR LI aaizy
W{KS aGdAft KIFR
instead had chosen to stay in the
hopes that it would get better, |
believe that this was fine however |
argue in [illegible] like beforehand
a2YS 20KSNJ LXK OS

NW No. of words in sample 556
Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:
W f 0K2dzZAK GKS fAYyS A& [([d20iS FTNRBY | OKAfRN
Simple sentences are often fused together resulting inrgarcompound sentences. And
compound sentences are usually run on with simple sentences.

Note ambitious attempts which may not quite work:

Semicolon used incorrectly in line 8 as the second clause is not a main clause.

Note anything interesting, problematic, curious that seems to be arising:

Many contractions missed. There were many run on sentence is in this piece of work. This ir]
fused sentence with/without a comma, andrny a Sy i Sy 0Sa gAGK O2y
There were also a lot of missing capitals which was not expedttds level.
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Some of the writing was not legible, particularly at the end of the sample, making it difficult tc
ascertain clause boundaries. Due to photocopying, some of the text could not be seen on thg
of the paper, meaning that punctuation marks may have beé&sat.

There are many complex sentences,amsentences and embedded clauses.

Some of the writing was hard to decipher and there were some grammatical errors present.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 2
Sentence Variety No. | Error | Examples
Wh2( 2yfteée FTFYAfA
SV1 No. of minor sentences 2 |2 Wi fft2gAy3a SOSNE2
Line 25
SV2 No. of simple sentences 5 0
SV3 No. of compound sentences 3 1 WK26SOSNR dzaSR U
clauses.
3 x past participle clauses. 1 x
infinite.
SV4 No. of complex sentences 9 1 lP ¢ KA a' vshya u Kt d
into a marriage, usually making the
YFNNAF3IS Y2NB ad
Runon sentence in line 27
SV5 List all eordinating conjunctions used | 12 | O And, and, and, or, but, and, and, an
or, or, but, and
SV6 List all subordinating conjunctions usq 5 0 Who, if, as, as, as well,
However, instead, furthermore, on
the other hand, such as, so, all thin
SV7 List all connectives used 7 1 concluded
WK2 g SOSND -deséhtence
in
Punctuation Error
P1 Commas used to separate clauses 4 2
The listing comma in line uses the
Oxford comma, which in the GPS
P2 Listing commas 2 1 tests is marked as incorrect.
WKS Aa I gSrHtikKe
NEALISOGSR YIyQ
P3 Commas with paired adjectives 0 0
P4 Bracketing commas 1 1
P5 Full stops 17 |3
P6 Capitals 26 |2
Wh2( 2yfte FTFYAfA
P7 Nonsentence (phrase) 2 2 Witt2gAya SOSNE2
P8 Nonsentence (subordinate clause) 0 0
WK 2 566G O&NS R-orl séntehce.
P9 Ruron sentence 2 2 Although it was capitalised, a comn]
was used before it.
NW No. of words in sample 346

Comments and Observations
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Note particularly effective or ineffective uses in any of the two coding categories:

SemiO2f 2y dzaSR 6Sftf Ay fAYyS GKNBSI (K2dzaAK I

I OFLAGLE gl & dzaSR F2N) WK2gSOSNR (K2daAK A

Note ambitious attempts which may not quite work:

Walye LIS2LX S 62dAd R al& FFNNIY3ISR YINNAIISa

RSOA&A2YAa YR NUZAKAY3A Ayd2 NBfFIA2YyaKALA

well here.

Note anything interesting, problematic, curious that seems to be arising:

¢KS fSGGSNI waQ 2214 tA1S GKS@UNB OF LG €

of their handwriting and therefore was not marked as incorrect.

The writing was much neater and legible in this sample. The work reads well with some

grammatical errors.

Inline 9 student attempts to use either sewolon a colon it's hard to decipher but this is used

incorrectly.

Some apostrophes missed on contractions but apostrophes on possessives used well.

More sophisticated use of subordinate clauses, in particularly present participles, and conne
CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 3

Sentence Variety No. | Error | Examples

SV1 No. of minor sentences 2 1

SV2 No. of simple sentences 18 0 2 embedded clauses

SV3 No. of compound sentences 2 0

SV4 No. of complex sentences 12 0 line 46 with present participle

subordinate

SV5 List all eordinating conjunctions

5 0 but, so, and, and, and,
used

after, as, that, as, which, because, s
after, after, due to, if, when,

28 0 because, that, if, as, due to, that,
which, when, because, even thougl
as, even though, which, as
However, for example, therefore, fo
SV7 List all connectives used 8 0 example, moreover, therefore,
however, to conclude,

SV6 List all subordinating conjunctions
used

Punctuation Error

Used with a fronted subordinate
Ot FdzaS Ay fAYS 1
incest takes place and they try to
LINE ONBI 6Ss GKS O

P1 Commas used to separate clauses | 5 0

P2 Listing commas 0 0
P3 Commas with paired adjectives 0 0
. In many caseafter an arranged

P4 Bracketing commas 1 0 YINNAF 385 2yS 27

P5 Full stops 33 1 a que_stlc_)n mark should have been
used in line 11

P6 Capitals 34 0 psed after a subordinate clause in
line 84.

P7 Nonsentence (phrase) 1 1 Insect. 71
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Line 43¢ no subject / finite verb.

P8 Nonsentence(subordinate clause) 1 1 qJ ¢ KSNE¥ 2 N‘B. z N.‘B ad
in arranged marriage into being a
R2YSaUGAO YI NNAI 3

P9 Ruron sentence 0 0

NW No. of words in sample 480

Comments and Observations
Note particularly effective or ineffective uses in any of the two coding categories:
Semicolon used correctly in line 25 with two complex sentences is either side of the semicol
resulting in a very long sentence though grammatically correct.
Note ambitious attempts which may not quite work:

NI O1 SiAy3 KeLKSya dzaSR Ay fAYS Hnd | 26S¢
example-insomecasesY I y& LJS2 L) SXQ
Note anything interesting, problematic, curious that seems to be arising:
The cursive writing made it very difficult to decipher the writing in places.
Sophisticated use of subordinate clauses and connectives very little errors. However, there v
some grammatical mistakes and some.
The sample starts off by only using simple sentences and then moves on to using a number
complex sentences with subordinate clauses and clauses as subjects.
There are many subordinating conjunctions used in this sample (28 in total) indicating the le
complexity in the writing. The pupil has only made two errors in this long sample of writing.
Although the pupil uses a number of simple sentences, there are many embedded subjects
embedded direct objects used. The pupil uses embedded subordinate clauses and fronted
subordinate clauses. Although the pupil demonstrates sophisticated use oéd#austures and
punctuation, there are a few grammatical errors:
CKAE F2NXY 2F YIYyALMdzZ FdAz2y OFy YSyidlrtfte X
process; this would be a sudden change in person life which could result stress and anxiety.
22=27.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024
Pupil: 4 (WRITING SAMPLE PROVIDED)

Sentence Variety No. | Error | Examples
SV1 No. of minor sentences 0 0
SV2 No. of simple sentences 3 0
SV3 No. of compound sentences 5 4 ‘1" contained ruron sentences.
3 with run-on sentences
SV4 No. of complex sentences 11 3 1
SV5 List all eordinating conjunctions but, and, and, and, and, and, but,
10 0
used and, and, and
SV6 List all subordinating conjunctions 8 0 because, which, that, that, because
used that, if, what
SV7 List all connectives used 4 2 however, such as, however, overall
Punctuation Error
P1 Commas used to separate clauses | 8 5 5 commas We.re qsed to fuse main
clauses resulting in ruan sentences
P2 Listing commas 0 0
P3 Commas with paired adjectives 0 0
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P4 Bracketing commas 0 0

Question mark should have been
P5 Full stops 16 2 used instead of a full stop. Full stop
has been scribbled out on line 4.

P6 Capitals 24 0
P7 Nonsentence (phrase) 0 0
P8 Nonsentence (subordinate clause) | 0 0

2 runon sentences used however
as conjunction.

Line 8 example

These are the normal reactions for
woman about to get married, but ng
Ay GGKAa OFrasSsz {1t
pleased however Sarah is not.
Line 32 example

The has been many changes in
P9 Ruron sentence 9 9 society over the last few years, sucl
as: people expressing their sex
varieties more freely and just more
people in general being able to
express themselves like never
before, all this is a positive thing
however the idea of aanged
marriages holds back these new
ideas of being free to love who you
want.

NW No. of words in sample 403
Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Full stops are not used very often for a sample of this size.

Colon used correctly in line 34. However, this was followed by a series-ofirsentences. The
sentence starts at line 32 finishes at the end of line 45.

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

The writing was quite hard to decipher due to cursive writing and very little spaces between
words. There were many ruon sentences in this piece of work, some fused sentences and sd
aSyiSyOSa dzaAy3a | ROSNba | a O2ycentayfivarileny & &
sentences result of this. Commas frequently used incorrectly to fuse main clauses resulting i
on sentences.

Many compound sentences used, though half of them wereanisentences.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 5

Sentence Variety No. | Error | Examples

SV1 No. of minor sentences 8 5 More specifically, family pressure.
Line 32

SV2 No. of simple sentences 22 0

SV3 No. of compound sentences 7 1 Runon sentence
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The student uses a number of

complex clauses well.

and, or, or, but, and, but, and, but,

and, but, and, but, and, and, but,

and, and, and, and, and, but, but,

23 0 and,

¢tKS O2yadzyOQliAzy

the beginning of sentences for

literary effect.

As, as, that, when, who, as, before,

SV6 List all subordinating conjunctions as though, if, then, who, as, that,
24 0 .

used that, who, as, who, as though, if,

because, as though.

Also, as a result of, contrastingly, y¢

SV4 No. of complex sentences 17 0

SV5 List all eordinating conjunctions
used

SV7 List all connectives used 5 0
also
Punctuation Error
P1 Commas used to separate clauses | 4 0
P2 Listing commas 0 0
Ly fAYS pH WS@GSN
: . o O2yasSldzSyoSa®Q
P3 Commas with paired adjectives 3 0 Ly tAYS pc wO2ya
fAFSQ
P4 Bracketing commas 0 0
Two full stops used were commas
P5 Full stops 37 5 should be have used res.ulting in
sentences. For example:
Her wedding day line 2
Often used after colons / sersblons
P6 Capitals 63 12 and for_ phrases in quotation marks.
Sometimes names were not
capitalised.
P7 Nonrsentence (phrase) 5 5 Her wedding day, line 2
P8 Nonsentence (subordinate clause) | 1 1
P9 Ruron sentence 1 1

NW No. of words in sample 779
Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

| 2t2y dzZaSR ¢Sttt Ay tAYyS mMI dgp® ! AaSR AyO2N
YAaUlr1S 2N al@Aay3a 3INIOSoQ

The pupil is particularly good at using commas with paired adjectives and has used semicolg
correctly, though has a tendency to use a capital letter after the semicolon.

Note ambitious attempts which may not quite work:

WI NNF yISR YIENNARFISay !y 2dziRFiGSR YAadl1$s

Note anything interesting, problematic, curious that seems to be arising:

sample was easier to read due to legible writing. The pupil makes a good use of punctuation
particularly commas, sertiolons and colons. Student uses many question marks and exclam
YENL&P ¢KS addzRRSyd KlFa | 322 RIOD2 ORS azi NI® i
W2YYALRGSYOSd®Q W5SKdzY yAAAYIQOD
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CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 6 (WRITING SAMPLE PROVIDED)

Sentence Variety

No.

Error

Examples

SV1 No. of minor sentences

Line 7: there was once a girl who hg
a dream. A dream to marry a man
she loves.

4 examples of apposition used as
sentences.

Wi @g2A0S aidNHza3f
GKS oF NNASNAER I-N3R
Wi RNBIFY Y I NN
t20SadQ [ A np

I £20S GKI atz2g¢
T6

2
y S
a

SV2 No. of simple sentences

SV3 No. of compound sentences

Runon sentence in line 14, 22.
Line 36: compound with serablon
used correctly.

SV4 No. of complex sentences

14

Runon sentence in line 11, 19 and
31.

Line 23: Statistics even show that
those who enter an arranged
marriage have a much lower divorc
rate than those who enter a
marriage without their parents
involvement.

Line 28: However, arranged
marriages whilst they have a lot of
negatives built up against them ther
is some arguments for this practise|

SV5 List all eordinating conjunctions
used

19

or, but, or, and, but, but, and, and,

and, and, and, and, and, and, and,
and, but, or, and

WodziQ dzaSR (2 ai

SV6 List all subordinating conjunctions
used

15

Who, if, if, who, yet, that, who, who,
whilst, that, that, because, because
who, who

SV7 List all connectives used

However, however, However,
[AYS om WK26SOSN
conjunction

Punctuation

Error

P1 Commas used to separate clauses

Three used to fuse main causes
together resulting in run on
sentences.

Two were used incorrectly and
interrupted the flow of the sentence
for example:
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Line 37

W 2SPSNE &2dz KI
Brain to think that because you wer
so distraught, at your life being take
gl & FNBY &e2dz AY

N
o

P2 Listing commas
P3 Commas with paired adjectives 0 0

Commas not used around the non
NEadNROGABS Of kd
Used incorrectly around the clause
Wodzi y20 6HSYXQ
Four used with apposition instead o
a comma.

P4 Bracketing commas 2 2

P5 Full stops 29 4

P6 Capitals 32 5
P7 Nonsentence (phrase) 0 0

Norfinite subordinates

P8 Nonrsentence (subordinate clause) | 4 4 Wi RNBIFY (2 YI NN
line 7.

Parents are t@ardent in their
childrens future, they think they are
protecting them but they are actuall
just marrying them [illegible] too
society. Line 135

These young girls are not even adu
they are children trying to find there
place in society. Line 19 to 20
Arranged marriages are cruel and
injustice, some families are avarice
and use there children for financial
gain. Line 2223

WL dzy RSNRGF YR (K
embody discipline and sacrament fc
the fortune, and have been a culturg
aspect to Asia for a very long time
(Heartbeat of Asian cultures),
however arranged arranged
marriages can be detrimental for
their children's fortlzy S ® Q -3p.A

P9 Ruron sentence 5 5

NW No. of words in sample 490
Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Colon used correctly in line 1:

Imagine this: wedding bells ringing, happy couples having their own dance, walking down thg
picking your own husband.

Semicolon Used correctly in line 36

WI NN y3ISR YINNARF3ISa KI @S
G2 LISNFSOG {1ARa FyR | 32
Note ambitious attempts which may not quite work:

A lack of punctuation and rdon sentences result in overly complex sentences:

<

LISNFSOGTf e

NJ
220 9Q

N U

g 2
2 R
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¢tKSAaS @2dzy3 IANI & INB y20 SOSYy XoAfftSaAAOf
they are vulnerable and naive yet they are taken away from the family and just expected to |
someone.

Note anything interesting, problematic, curious that seems to be arising:

The writing was very small in this sample and the photocopying made it difficult to decipher g
of the words. Due to a photocopying misalignment it could not be ascertained whether there
a full stop at the end of some sentences. Due to the very smmdihg size, it was difficult at times
to ascertain what was a capital and what was not.

alye O2yedzyOiAzya dzaSRX LI NI AOdzZ I NI & WIyR
subordinate clauses and embedded clauses are used.

The pupil uses a number of complex on compound sentence is sometimes well but often wit
on sentences.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 7

Sentence Variety No. | Error | Examples

SV1 No. of minor sentences 0 0

SV2 No. of simple sentences 2 0

SV3 No. of compound sentences 3 0
Runon sentences
WI NN YISR YI NNR I

SV4 No. of complex sentences 5 2 choice andlln away they are,
howeverchildren are frowned upon
if they do not go along with the
YIENNAFIS2HQ [ AYyS

SV5 List all eordinating conjunctions But, and, but, and, and, and, and,

10 0

used but, and, but

SV6 List all subordinating conjunctions 4 0 If, if. that, because,

used

SV7 List all connectives used 2 1 Alternatively, however,

Punctuation Error

Rurron sentence in line 23 with

P1 Commas used to separate clauses | 6 3 WK26SOSND dzaSR |
Ruron sentence in line 11 and 13
Possibly a listing sentence in line 24

P2 Listing commas 1 0 27

P3 Commas with paired adjectives 0 0
A runon sentence proceeded each
one.
This is Jan, an 38arold woman,

. aKsSQa Ay t20S gA

P4 Bracketing commas 2 2 will think of her as a disgrace if they
found out; she is about to get
married, not to John, this is an
arranged marriage. Line 114

P5 Full stops 8 0

P6 Capitals 13 0

P7 Nonsentence (phrase) 0 0
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P8 Nonsentence (subordinate clause) | 0 0

Two after bracketing commas and
onewithWK2 ¢ S@S NI dzi
conjunction in line 23.

Arranged marriages should be choi

P9 Ruron sentence 3 3 .
and in a way they are, however
children are often frowned upon if
they do not go along with the
marriage. Line 22

NW No. of words in sample 232

Comments and Observations
Note particularly effective or ineffective uses in any of the two coding categories:

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:
This was a much smaller sample size. The writing was legible with some spelling errors. Sey
run2y aSyiSyO0Sa 46SNB TFT2dzyR Ay GKS &l YLX S3
WI NN YyISR YINNARFISa akKz2dzZ R 0SS | OK2AOS Iy
AT GKSe R2 y2iG 32 lf2¢3 gA0K GKS YINNAI IS

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 8
Sentence Variety No. | Error | Examples
SV1 No. of minor sentences 0 0
one simple sentencdsave an
SV2 No. of simple sentences 1 0 embedded subject, indication of
higherlevel writing skills.
SV3 No. of compound sentences 1 1 Runon sentence on line 30
SV4 No. of complex sentences 11 0
i/:dLlst all eordinating conjunctions 3 0 or. and. and

SV6 List all subordinating conjunctions in which, if, that, that, who, who,

14 0 that, that, because, who, as long as
used
what, when, *were
SV7 List all connectives used 1 0 In conclusion
Punctuation Error

Runon sentence in line 30.

People should not have to live with
P1 Commas used to separate clauses | 2 1 this, people should be able to
express themselves freely and
without consequences.

P2 Listing commas 0 0
P3 Commas with paired adjectives 0 0
Missing 2¢ bracket in line 5.
P4 Bracketing commas 0 1 In this world if you deviate from this

path, even a little bit you will be
arrested.

203



P5 Full stops 11 1 One missing at the end of 42.
P6 Capitals 14 0

P7 Nonsentence (phrase) 0 0

P8 Nonsentence(subordinate clause) | 0 0

P9 Ruron sentence 1 1

NW No. of words in sample 328

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Some effective uses of embedded clauses in line 10 and 24:

Another example of how we are far too controlled in the society is the restriction on those wh
simply wish to freely express their sexuality. Line 24

One example of the way our lives are controlled is restriction on when a where we go to the
Line 10

Three simple sentences have embedded subjects or direct objects, indication of-legbler

writing skills.
Embedded subject in line 9: One way that this bathroom control has gone too far is the vided
OAa3SYRSNI g2YFy 0SAy3a {AO1SR 2dzi 2F I NBa

Note ambitious attempts which may not quite work:
Verb and subject used the wrong way round in line 27:
Far too often are people forced to hide their own sexuality for fear of imprisonment...

Note anything interesting, problematic, curious that seems to be arising:

The writing is comprised of mainly complex sentences. Even the simple sentences could be
as complex sentences due to embedded subjects and direct objects. Three simple sentence
embedded subjects or direct objects, indication of higlesel writing skills.

Though the writing is good in this small sample, the content of the work goes off topic somey

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 9
Sentence Variety No. | Error | Examples

Line 26: As your partner will be
SV1 No. of minor sentences 2 2 selected based on wealth or even

race in some parts of the world.
embedded subject in simple
sentence in line 24:

SV2 No. of simple sentences 7 0 The idea of having your entire futurg
decided by your parents for family
gain isn't ideal.

SV3 No. of compound sentences 0 0

line 36: the argument that arranged
marriage is less often ending divorc
SV4 No. of complex sentences 7 1 is laughable because they don't hay
that as an option because divorce
would disgrace the family.

SV5 List all eordinating conjunctions

7 0 and, but, or, and, or, and, or,
used
SV6 List all subordinating conjunctions 10 1 despite, due to, that, as, who, that,
used because, because, because, how,
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SV7 List all connectives used 3 0 however, on the other hand,
however,

Punctuation Error

P1 Commas used to separate clauses | 0 0

P2 Listing commas 0 0

P3 Commas with paired adjectives 0 0

P4 Bracketing commas 0 0

P5 Full stops 15 1 Full stop u_sed before a subordinate
clause in line 26

P6 Capitals 20 1 Capital gsed in the clause precedin
the semicolon

P7 Nonsentence (phrase) 0 0

P8 Nonsentence (subordinate clause) | 1 1

P9 Ruron sentence 1 1 Line 58

NW No. of words in sample 281

Comments and Observations
Note particularly effective or ineffective uses in any of the two coding categories:

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

No commas used in this sample. A colon is used correctly in line 10. A semicolon is used co
in line 45 though the student uses a capital letter for the clause preceding thecsdom.

The pupil doesn't use any compound sentences; however, many of the complex sentences 4
contain compound sentences which could be classified as compoamglex sentence. There ar
also some embedded subjects and direct objects.

CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 10
Sentence Variety No. | Error | Examples
SV1 No. of minor sentences 0 0

in line 73 the student uses a
lowercase a as a capital. The pupil
has used a lowercase a as a capita
other places. The teacher has put a
SV2 No. of simple sentences 3 0 next over the top of the full stop to
suggest that the student should hay
used a comma here. However this
would have resulted in a run on
sentence.

some very long compound sentency

SV3 No. of compound sentences 6 0 . . .
with a series of main clauses
Line 42. Simple sentence with
present participle subordinate.
Av mplex sentence with a run
SV4 No. of complex sentences 10 1 ery complex sentence with a ki

on sentence in line 586:
WhdzNJ FIF YAf & dzyAld
together, loving and supportive to
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chaotic, angry and violent the UK is
regressing while alternative familys
progressing so why don't we look u
to and incorporate the family type

Ayid2 2dzNJ Odzf ( dzNB

Embedded clause interrupting a

simple sentence in line 584.

Bracketing commas would have beg

useful here.

and, and, and, and, and, and, but,

SV5 List all eordinating conjunctions and, and, but, and, and, and, and,
25 0

used and, but, and, and, and, or, but, and

and, but, and,

who, who, so, that, as, that, while,

SV6 List all subordinating conjunctions

used 11 0 so, who, due to, as,

SV7 List all connectives used 2 0 also, in conclusion,

Punctuation Error

P1 Commas used to separate clauses | 1 0 Used vv-|th.a fronted subordinate
clause in line 48

P2 Listing commas 4 0 Strong, loving and healthy

P3 Commas with paired adjectives 1 0 outdated, stereotypical family units

P4 Bracketing commas 0 0

P5 Full stops 15 0
WLYQ dzaSR Gg6AO0S

: capital letter.

P6 Capitals 28 4 Capital not used at the beginning of
the sentence in line 50 and 73

P7 Nonsentence (phrase) 0 0

P8 Nonsentence (subordinate clause) | 0 0

P9 Ruron sentence 1 1 line 59

NW No. of words in sample 445
Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Listing commas used well.

Semicolon used correctly in line 16 am 20. S@wion used in line 57 with a conjunction.

Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:

The pupil uses mostly compound and complex sentences. The pupil, however, uses many c
ordinating conjunctions where a series of main sentences are linked together in succession.
A2LKAA0AONGSR dza8 2F f I y3dz 3 Savel dur pledbhcRi®ey (i @
y20iA2yaQd | 26SOSNE GKSNB 6SNB ljdzAdS || FS4
0KS adGdzRSyd gNARGSE W £20Q a 2yS g2NRO {
when a conjunction is used and so notded.

in line 73 the student uses a lowercase a as a capital. The pupil has used a lowercase a as {
in other places. The teacher has put a C next over the top of the full stop to suggest that the
student should have used a comma here. However, this wioan@ resulted in a run on sentence

206



CODING FRAMEWORK FOR LINGUISTIC ANALYSIS 2024

Pupil: 11

Sentence Variety No. | Error | Examples
Families smiling, grandparents on

SV1 No. of minor sentences 1 1 cloud nine and two emotionally
fragile mums sobbing. Linef

SV2 No. of simple sentences 2 0
line 55

SV3 No. of compound sentences 4 1 They don't know the ins and outs of
this personthey could be anyone.

SV4 No. of complex sentences 9 0 Some Very complex sentences in th
sample with embedded clauses

SV5 List all eordinating conjunctions 11 0 and, but, and, and, and, and, and,

used and, and, or, and

SV6 List all subordinating conjunctions that, while, that, who, as, as, that,

10 0 :

used that, who, if

SV7 List all connectives used 5 0 for example, additionally, also,
however, after all,

Punctuation Error
line 55

P1 Commas used to separate clauses | 7 1 They don't know the in's and outs 0
this person, they could be anyone.
line 2

P2 Listing commas 1 1 Familieg smiling, grandpgrents on
cloud nine and two emotionally
fragile mums sobbing.

P3 Commas with paired adjectives 0 0
arranged marriages, while deeply

. rooted in tradition, often present

P4 Bracketing commas 2 1 OKFftSyasa FyR O
Missing second bracketing, in line 4

P5 Full stops 13 0

P6 Capitals 14 0
Families smiling, grandparents on

P7 Nonsentence (phrase) 1 1 cloud nine and two emotionally
fragile mums sobbing. Linef

P8 Nonsentence (subordinate clause) | 0 0
line 56

P9 Ruron sentence 1 1 They don't know the ins and outs of]
this personthey could be anyone.

NW No. of words in sample 307

Comments and Observations

Note particularly effective or ineffective uses in any of the two coding categories:

Colon used correctly in line one, though the teacher has put a circle around it.

Good use of language and commerce two separate fronted phrases.

some very complex sentences in this sample with embedded clauses. The pupil also uses a

range of connectives correctly used with commas.

some complex use of punctuation from line8where the student uses colons, hyphens and a

semicolon.
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Families smiling, grandparents on cloud nine and two emotionally fragile mums sobbing-4Lin
Note ambitious attempts which may not quite work:

Note anything interesting, problematic, curious that seems to be arising:
Some of the cursive writing was difficult to decipher in this sample.
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