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Editorial
Hilary Walters

HE ARLT (Association for Latin Teaching, formerly the

Assoctation for the Reform of Latin Teaching, hence the ‘R’)
was formed in 1913 to promote the Direct Method (teaching in the
target language) expounded by W. H. D. Rouse. It is 1hgrcfore
appropriate that this ARLT edition of JCT focuses on the teaching of
Latin in secondary schools.

As ever, in the teaching of Latin and Classics, we seem to be in
interesting times. There is good news and bad news, The Friends of
Classics report that Latin may be coming into the fold of languages
recognised by the government: the Daily Telegraph of 27th
December 2008 announced that the government is considering
reinstating Latin as an ‘official” language in the curriculum, and the
Languages Diploma Development Partnership may include it in the
new Languages Diploma. Will Griffiths brings encouraging news
about the number of schools offering Latin (more state schools than
independent), the number of students studying Latin and the
generally benevolent attitude of management towards the study of
Latin. On the down side, these healthy numbers seem not to translate
nto entrics at GCSE and A level, and the number of Classics
teachers being trained is not keeping pace with the numbers retiring.

Where does this leave us, as teachers? Inevitably, with more of a
burden on our shoulders than colleagues in many other subjects. We
have a great responsibility to teach our pupils in an inspiring way;
the survival of our subject may depend on us giving pupils the
confidence and the enthusiasm to carry on to the next level. In the
carly years of the 20" century, Rouse addressed this issue.
Comparing the ‘traditional’ way of teaching Latin with his new
methods, he observed: ‘It is not true to say, of course, that whenever
boys are happy they are being well taught, but I think it is true to say
that if they are not happy, they are not being well taught.” We do not,
of course, achieve this by pandering to the lowest denominator and
showing endless videos — hard work on tough projects can lead to
satisfaction and happiness - but it is certainly a goal to keep in mind.
Most of the articles in this issue offer ways to keep a class motivated

and engaged, and - yes — happy.

Steven Hunt's article on Differentiation provides plenty of practical
ideas on how to ensure that your teaching reaches all parts of the
class and acknowledges the achievements of every child Andy
Swithinbank reminds us of the potential of e-learning and
cncourages us to make full use of the material available. David
Parsons takes us back to Rouse, reinventing him for the computer
age and challenging us to use Latin as a living language, while Peter
Geall takes the ‘happiness’ motif to the ultimate, with games, plays
and trips to enrich the Latin experience.

A common problem in language learning — even more of a
headache for Modern Language teachers without a defined
vocabulary - is that of learning vocabulary. Perhaps the pupil of
today is less willing to get down to rote leaming than in the past.
Gavin King offers a practical ‘VAK' exercise, which sounds like a
lot of fun, although I think I would baulk at the ‘geographical
location’ part of the lesson. I offer my own ‘mind map’ of ways to
learn, which I normally give to Year 7 or 8 classes once they begin
to have difficulties as vocabulary leaming increases. (See below).

Fleshing out the context of the Latin language 1s an essential part
of our teaching, and David Hall's ‘Pontius Pilate’ game provides an
excellent way to get inside the skin of a real Roman. With the new
OCR specification emphasizing source analysis, we need innovative
ways of teaching this skill.

And how does it seem from the punter’s point of view? Elshadai
Ejere explains her incredible journey learning Latin at the Classics
Academy in London, to which she dedicates 3 hours per week of her
own time. Boys at Loughborough Grammar School make less of a
sacrifice to study Latin and Greek, but the excitement of overcoming
a challenge and gaining insight into a fascinating and different world
is shared by these pupils too. Happiness - I hope — achieved!

Hilary Walters
Loughborough Grammar School
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Latin in Secondary Schools

Will Griffiths

T THE SCHOOL Classics Project in Cambridge we spend a
Aconsidcrahlc amount of time collecting and analysing data on
the state of Latin in schools. As Classicists often do, we are trying to
work out where we are and where we are going. To help answer
these questions, one of our recent tasks has been to create a database
of all UK secondary schools which offer Latin. A member of our
team has contacted every one of the 5,000 secondary schools in the
country - a task which took five months to complete but which has
provided invaluable insights into the availability of Latin in UK
schools. Colleagues who visit our offices in Cambridge now see on
the walls maps of every region of the UK. On each map is a
scattering, sometimes dense, sometimes light, of pins. Each pin
marks the location of a school which offers Latin.
Our research tells us that there are currently (January 2009) 1,069
secondary schools in the UK which offer Latin, far more than the
600 or so which enter students for public examinations. Of all the
schools which offer Latin, 617 are in the state sector and 452 are
independent. In the state sector, the number of non-selective
comprehensive schools offering Latin stands at 495 - a figure which
has roughly tripled since 2000. Seen as percentages of each sector,
60% of independent schools, 51% of selective state schools and 13%
of non-selective state schools now offer Latin.
The recent dramatic growth of Latin in state schools provides

evidence for a few important conclusions:

1. Teachers and management teams in state schools do want to offer
their students Latin.

2. Students in state schools do want to study Latin.

3. With appropriate resources and support systems, it is possible to
meet the desires above and significantly increase the number of
state schools which offer Latin.

Key Stage 3 to Key Stage 4

While there has been significant growth in the number of students
learning Latin at Key Stage 3 (ages 11-14), there has been no
consequent growth at Key Stage 4 (ages 14-16). In fact, while both
the number of students studying Latin at Key Stage 3 and the total
number of students in UK schools have been rising, the number of
students learning Latin at Key Stage 4 has continued to decline. Why
are students not progressing in their studies?

Some would argue that the lack of increase at Key Stage 4 is
because the rise in numbers at Key Stage 3 has been driven by non-
specialists who are not in a position to teach the subject through to
GCSE. That may be part of the reason, but it does not tell the whole
story. ‘Specialist’ and ‘non-specialist’ are misleading terms,
masking the fact that specialism is a continuum: 81% of ‘non-
specialists’ in fact have formal qualifications in Latin, the majority
at A level or above. Very many are modern language teachers,
highly specialised in language teaching and quite capable of taking
students to GCSE. Nor does it explain why entries have been
dropping in schools where classes are taught by ‘specialist’ teachers,

In schools where Latin is offered on the curriculum at Key Stage
4, only 28% of students who have studied the subject at Key Stage 3
opt to continue. The average size of a school’s GCSE Latin entry is
only 16 students. In non-selective state schools the number drops to
Just 11. Over the next seven years, the national Year 11 population
is set to fall by 10%. Add in an economy facing serious challenges,
militating against funding for small classes, and it becomes very
clear that action is required to increase class sizes before whole

classes are cut and departments are |ost.

In z'l survey completgd by over 350 schools, teachers told us they
perceived the three main reasons for low continuation to Key Stage
4 to be:

« increased competition from other subjects — there are now many
more subjects for students to choose from;

the severe grading of GCSE Latin compared with other subjects,
which discourages students from opting for Latin;

the quantity of content required for GCSE Latin, which is often
greater than the available time allows. (In fact, an analysis of the
teaching time devoted to GCSE Latin shows that schools give an
average of 280 hours to the subject, twice the 120-140 hours of
contact time expected for a GCSE.)

Improving the situation at Key Stage 4

The message from schools seems clear: continuation to Key. Stage 4
is being adversely affected by assessment which is (a) significantly
more demanding, and (b) significantly less rewarding than
assessment in other subjects. In short, students know they can get
better rewards elsewhere. It therefore appears to be the assessment
of the subject, rather than the teaching of it, which requires a rethink.

The fact that the GCSE Latin syllabus requires twice as much
teaching time as a GCSE ought to require suggests that there is quite
a straightforward solution to the problem: divide the content in two
and create two qualifications, each equivalent to a GCSE. This is, of
course, the approach taken in English (where students may sit for
English Language and English Literature qualifications) and
science. It is a solution which meets the needs of those schools
which wish to maintain the current level of content and those which
are desperate for a reduction: schools with limited time can focus
their studies on language (or the language & civilisation alternative)
while those with more time retain the opportunity to study literature.
Crucially, it is a solution which fairly rewards students for the effort
they give to the subject. This is the solution now offered by the
WIEC Certificates in Latin.

By avoiding the restrictions of the GCSE subject criteria, the
Certificates are able to offer teachers significant control over what,
and how, they teach. For the first time, teachers can choose to study
any Latin text, tailoring their courses to motivate, stretch and engage
their own students. Teachers can rotate texts at whatever pace they
wish: those who wish to teach a different text every year can do so,
and those who want to remain with the same text for a while are able
to.

The Certificate system also allows teachers to choose either
additional language work or the study of Roman civilisation. Those
who want to contextualise their linguistic studies within a cultural
framework can therefore do so without compromising their study of
literature. Finally, the option for controlled assessment within the
Roman life unit allows students to study an area of the Roman world
that interests them.

The WIEC Certificates offer schools increased flexibility,
challenge and reward. They could well help departments strengthen
their numbers and results at Key Stage 4 and give more students
access to high quality education in Latin.

For further details see: www.wjec.co.uk/Latin

Will Griffiths
Director, School Classics Project, University of Cambridge.



Classics and Differentiation
Steven Hunt

IFFERENTIATION IS THT way in which the learning needs
Dof all pupils in a class are catered for. The National Curriculum
enshrines this when it says:

«Schools have a responsibility to provide a broad and balanced
curriculum for all pupils. This statutory inclusion statement sets out
three principles for developing an inclusive curriculum which
provides all pupils with relevant and challenging leaming.

Schools must:
« set suitable learning challenges
« respond to pupils’ diverse learning needs
« overcome potential barriers to learning and assessment for
individuals and groups of pupils.’
(National Curriculum 2008)

Differentiation is thus applicable in every sort of school and every
sort of classroom. While it is perhaps obvious that differentiation is
important in the mixed-ability classroom, in those schools where
setting or streaming occurs, a truly homogenous group of learners is
difficult to attain. We also recognise that our pupils do not just differ
in ability, but also in learning styles, motivation and prior learning.
We should also consider specific learning difficulties, such as
dyslexia. Differentiation is therefore just as important in the high-
attaining set as in the mixed-ability.

The concept of differentiation has grown from the egalitarian
principle that we should try to help all our pupils proceed upward
along a ladder of opportunity. Pupils at the top, middle and bottom
are all worthy of our attempts. Experienced teachers think this is
exactly what constitutes ‘good’ teaching — an approach which seeks
to help each pupil in the class succeed at their own level. By calling
this fuzzy idea ‘differentiation’, teachers have an official frame of
reference to exchange personal practice and develop new strategies
to improve the teaching and learning of all our pupils.

Differentiation by outcome

This is often the most convenient and least problematic way of
ensuring that tasks match pupils’ learning needs. In its simplest
form, this means asking all pupils to complete the same task with the
expectation that the most able will produce more than the least.
However, we should not please ourselves with the knowledge that
the most able have merely produced more in quantity than the least.
Research has suggested that the most able pupils lose motivation
when the expectation is simply to provide quantity rather than
quality. They also respond badly to being presented with an extra
worksheet every time they finish, choosing instead to work at a
slower pace than before to avoid this happening. A worse outcome
still could be that two pupils produce pieces of work that are of a
widely divergent nature. To ask pupils a question which is too open-
ended, therefore, may not achieve quite the expected result. Instead
we should consider the widely-adopted approach ‘All pupils will be
able to....; most pupils will be able to....; some pupils will be able
to...." (QCA 2008), and ensure that pupils know what is expected for
cach outcome. So, for example, at one level, all pupils might be
expected to learn a new grammatical feature and complete some
practice examples, most will then go on to a translation where the
feature is put into practice, and a few will identify and explain the
hew grammar feature in the context of the passage translated,
feeding back to everyone at the end. This model could be replicated

in alrl?ost every circumstance, in both linguistic and socio-cultural
and historical subjects.

Differentiation by task

We see pupils come by many different routes to study classical
subjects. Some have started Latin (or even Greek) in prep schools,
others have attended Minimus lessons (on timetable or in breakfast
clubs), yet others start late in Year 9. Our subject curriculum models
are probably more varied than any of the others. We therefore
expend a lot of energy on working out diffefent ways in which we
can accommodate the individuals’ prior learning. We are delighted
to have got the classes running at the times we wanted them. But that
is just the start. Now we should consider the different ways in which
pupils in the same class learn.

Gardner’s theory of multiple intelligences (Gardner 1983) suggests
that there are different ways in which people learn and develop
understanding. Some people have taken his VAK (Visual, Auditory,
Kinaesthetic) model as a simplistic way of labelling individual
pupils’ sole learning styles, and then planning a whole sequence of
lessons in the particular style of the pupil concerned. This is difficult
to achieve and reflects a misunderstanding of the model. Instead we
should use VAK as a tool when we plan our lessons. That is not to
say that every lesson should incorporate something pictorial, as well
as a tape recording (or should I say podcast!) and model-making and
a bit of role-play — such a suggestion would be difficult to sustain
every lesson, and both the teacher and the pupils would be
exhausted, one by the planning and the other by the execution.
Nevertheless, we should try to incorporate some aspects of the
model when we plan our lessons so that we deepen and broaden
pupils’ understanding, and help to motivate and inspire them about
the classical world. Latin or Greek should be read aloud, for
example, either by teacher or pupil; pupils can respond to texts by
creating cartoons or storyboards; the wealth of visual material, both
ancient and modern, should be a constant feature of every lesson.
Analysing pictures or performing a role play become the medium
through which learning takes place, not an add-on, ‘fun’ activity at
the end of a series of translations or exercises.

Bloom’s taxonomy of learning objectives (Bloom 1956) is helpful
when we consider the order of the various tasks which pupils need
to complete so as to understand a particular concept. Bloom arranges
tasks in order of difficulty, with knowledge at the bottom and
evaluation at the top. In order for a person to move from one task to
the next, they need to gain mastery of the first three stages of
knowledge, comprehension and application, before they move on to
the so-called development tasks of analysis, synthesis and
evaluation. We should try, therefore, to have a mixture of mastery
and development tasks in the lesson. Mastery tasks include such
statements such as ‘recall, describe, define’ moving higher through
‘explain, classify, interpret” up to ‘apply’ and ‘use’. Most pupils can
cope with these tasks quickly and they often require no previous
knowledge. Moreover, they serve a dual purpose: to motivate the
pupils with the success of achievement and to prepare them with the
information and skills for the more complex tasks ahead. Rote
learning of grammar, the memorisation of dates or lists of events, the
ability to recall the set texts off by heart, or seventeen different facts
about the Vestal Virgins (I am not quite making this up!) are lower-
grade tasks — but essential building blocks all the same. The
development tasks see a further progression of complexity, ranging
from analysis though synthesis to evaluation. These tasks are
dependent on previous learning and assume their mastery. They tend
to produce highly subjective, personal responses, with full marks
being impossible to attain — even for the highest achievers. Rather,
the point is the challenge itself — and the challenge of the task should
be one that is interesting to everyone in the class, even the weakest.






