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PREFACE

These Support Notes are addressed to tutors and, with their guidance, to senior students. They are designed to help understanding of, and response to, the challenges posed by the different kinds of extended writing assignments for assessment and examination that students meet across the curriculum. We focus exclusively on what is commonly known as ‘non-fiction’ writing – on tasks, for example, that ask for a description, a report, an account, an explanation, an argument, or a discussion. 

We outline the background to the thinking about the place of language in learning, and look at how the theory applies to extended writing. Using samples of students’ written work from several subject areas at Higher and Advanced Higher levels, we then examine and advise on possible approaches to teaching and learning. We relate students’ responses to the tasks set, and, where appropriate, to the demands of the subject syllabus. We identify the necessary linguistic skills, and evaluate levels of success. Based on the evidence we have presented, we offer a practical framework for students to tackle extended non-fiction writing across the range of subjects. Finally, we make recommendations on the changes that we see as essential for long-term improvements to the teaching and learning of this kind of writing.

Although our sampling of subjects and of students’ work is necessarily limited, we focus on elements both in writing and in approaches to teaching and learning that apply throughout the curriculum. We are confident, therefore, that our discussion and findings are relevant to the work of all subject departments. 

In our concluding Section we acknowledge the resource implications of our recommendations. It was with a sense of irony, therefore, as we neared completion of the final draft, that we heard that resource constraints will result in the distribution of this document being restricted to one copy per secondary school or college, with the head of English as one of the most likely recipients. That being the case, we would strongly entreat the recipient to disseminate and interpret the document and its findings to senior management, and through them to other subject departments. 

Additional printed copies of this publication may be purchased from Learning and Teaching Scotland, and it is also available electronically for downloading from www.LTScotland.org.uk/nq
SECTION 1

Now, remember, when you write a piece – any piece – you must make sure you have a beginning, a middle and an end.
The above counsel will be familiar to every student. While the advice applies in a general way to all genres of writing, it relates most obviously to the structure of narrative writing. Everyone is conversant with the narrative form: the story. Even young children will readily tell stories from a very early age:


… and then… and then… and then…

Once the young child is launched on a narrative he or she will carry on breathlessly through the chronology of the story, stopping – or petering out – when the end is reached. Often there is little sense of selection or shaping, rather a relentless determination to tell everything. Gradually, the child begins to master some of the craft of beginning a story; of selecting what to include, what to leave out, and what to emphasise; of raising the listener’s expectations; of wrapping it all up. Both as storyteller and as reader, the child begins to develop a sense of audience, and of an audience’s needs, expectations, frustrations and satisfactions. 

Children are usually comfortable with (though not necessarily competent in!) the narrative form because they are exposed to it all the time. They are immersed in models of how it may be structured: stories are read to them; they read comics and stories for themselves; they watch stories on TV, video and film; their own lives are stories. Fact or fiction, their world has narrative dimensions. As does life itself: hatch, match, dispatch – a beginning, a middle and an end. 

But what of other forms of writing? For these, the models are less obvious. Being reminded that we must have for these other forms a beginning, middle and end is rather like being told we must wear clothes. Which clothes? How do we choose the most appropriate clothes? Cinderella would not have got into the ball in her rags, but she didn’t have any choice until the fairy godmother turned up and kitted her out. If we don’t know the ‘form’, how do we decide what kind of a beginning, middle and end we should write? 

In writing that is not a story, how do we find appropriate ways of marking the beginning, the middle and the end, and how should we move from one to the next? How do we convey the essential structure of an experiment; marshal the arguments of a philosopher; present and analyse cause and effect in historical events; expound some aspect of musical theory? What are the alternatives to the narrative form? How do we determine and meet the needs of the reader/audience, particularly when the writing task requires us to demonstrate our knowledge to an audience (assessor) who already has that knowledge? 
These are the kind of questions we will address. In the Sections that follow we will: 

•
consider the linguistic challenges in producing extended pieces of writing that are not narrative; 

•
examine the different structures needed for such writing; 

•
identify the skills to be mastered.

In short, we focus on the demands of the extended non-fiction writing that senior students are expected to undertake competently across the curriculum. 

SECTION 2

In this Section we set the context for the teaching and learning of skills in extended non-fiction writing by examining in more detail the background to thinking about the place of language in learning. We compare current practice with the theory, and consider some of the demands made of students and teachers.

Communication skills – past and present; the concept of ‘engagement’

There is an enduring, and popular, but misguided notion that there are two quite distinct forms of writing: the ‘creative’, or ‘expressive’ kind, in which experience is re-created and imagination given free rein, and the other, ‘bread-and-butter’ kind, sometimes known as ‘transactional’ writing. What passes for the latter is found in those subjects that carry a lot of information, such as History, the Sciences, Geography, or Religious, Moral and Philosophical Studies (RMPS). It is also found in aspects of some subjects that are not immediately associated with writing for information – e.g. the literary studies component in English. 

Just as distinctions are drawn between two ‘kinds’ of writing, so did the former Scottish Examination Board, before the Higher Still Development, make a comparable distinction between ‘communication subjects’ (such as English) and ‘non-communication subjects’ (such as Physics). In the former, the quality of expression – the writing – was ranked high in the assessment of what the students produced; in the latter, the subject content held primacy in assessment, and little store was set by how that content was communicated. This distinction was pragmatic, but ultimately proved to be artificial, because the way in which something is expressed obviously determines the reader’s perception of what is being expressed. Similarly, it is false to rigidly compartmentalise writing into ‘creative’ and ‘other’ types, as the various writing forms make up a continuum, and are underpinned by very similar pre-writing processes. 

A brief survey of current subject syllabus requirements at Higher and Advanced Higher levels shows that ‘communication skills’ are now a recognised component of many courses. The requirement in most subjects for evidence of analysis and evaluation, as well as of knowledge and understanding, means that these skills must be demonstrated to the assessor/examiner. In the National Course Specifications for some 

subjects, such as Drama and Media Studies, there is general reference to the importance of analysis and evaluation. In other subjects, the marking instructions make specific reference to the skills expected: 

Good quality answers will display analysis, structure and coherence. [Advanced Higher Modern Studies]

If a candidate used the personal voice rather than the passive then 1 mark was deducted. [Advanced Higher Chemistry]

Candidates’ knowledge and understanding, and their skills in analysis and evaluation are usually conveyed, at least in part, in extended pieces of written prose. Repeatedly, however, examiners’ reports on candidates’ performance in national examinations identify two main weaknesses: a failure to ‘read’ the questions; and a failure to write in such a way that skills of structuring, analysing, and evaluating are clearly shown:

‘…candidates failed either to read the questions properly or did not recognise or understand certain basic terms… tended to ignore the instruction… and instead attempted to rely on their own basic knowledge… list information rather than provide extended written answers…’

‘…answers which lacked structure… which were heavily descriptive rather than analytical… failure to develop answers…’

‘…presentation is too often in narrative or descriptive form at the expense of analysis…’

‘…lacked a proper structure, such as an introduction establishing some purpose or a proper conclusion; some were not written in continuous prose…’

What are the reasons for such failings? In all areas of the curriculum the processes of learning and teaching are intended to develop not only students’ knowledge and understanding, but also their powers of analysis and evaluation. The latter, after all, are vital for genuine understanding and informed response. If, however, students, from the outset, do not have the opportunity and the encouragement to engage, or negotiate with their material, they will not acquire the familiarity with, and confidence in, their subject matter that gives them the basis for proficient analysis and evaluation. 

Such ‘engagement’ may be defined as a lively and persistent spirit of enquiry on the part of the student, which prompts an on-going dialogue with a text and its surrounds. This dialogue involves asking critical questions from the outset – Why…?; How does this link with…?; What is the evidence for…?; Where does this take us…?; What are the implications of…?; What are the opposing views…?; What if…?. Engagement is both engendered and characterised by active learning. It is closely associated with motivation, which it feeds on, is fed by, and channels. It is progressive, it promotes the internalising of subject matter, and it is a prerequisite of the capacity to develop as an independent thinker. Evidence of engagement is an important distinguishing factor between the better written responses and the rest. 

The centrality of engagement and of active learning is a principal theme of these Support Notes, as is its corollary that programmes for teaching and learning must afford them highest priority. 

In current practice, the main obstacle to giving the processes of engagement and active learning their due place is the heavy emphasis, both in teaching and learning, on content and information. For many tutors, with so much subject content to dispense, active learning seems an expendable luxury. For many students, because there is so much new material, so many new ideas to come to terms with, and so little time, the first priority is the acquisition and retention of knowledge. ‘Facts first…’, as Mr Gradgrind might have said. Engagement, analysis and evaluation, when they happen at all, are often set aside until the assessment, or until the examination itself. 

Such a pattern of teaching and learning seriously undervalues, and damages the complex interdependence of knowledge, understanding, analysis and evaluation. And the complexity of that interdependence is ill served by advice on writing, which suggests simplistically, and with little elaboration, that having a ‘beginning’, ‘middle’ and ‘end’ is a panacea for problems with writing. In Section 3 we look closely at the workings of a variety of beginnings, middles and ends to students’ essays, and in Section 4 we set out Guidelines for students’ writing structured into ‘openings’, ‘the development of ideas’ and ‘endings’. In each case, our choice of arrangement for the Section is based on an assumption that the reader understands that complex processes underlie, or should underlie, the act of writing, and the construction of a ‘beginning’, a ‘middle’ and an ‘end’.

Extended writing – theory, practice and the gaps between

There was a time, within living memory, when many tutors working in the expressive arts believed that students either had ‘it’ (talent/ability/that ‘special something’) or not. The idealistic, novice tutor who wanted to ‘make a difference’ for students might be told by more experienced, or more cynical colleagues: You can’t make a silk purse out of a sow’s ear.

Teaching art, say, or writing, was often a matter of giving the students the scene/topic/idea, and making available the necessary physical materials. The tutor might then make the task more challenging by setting limits – of time, for example, of scale and colour, or in the number of words. For both teacher and taught it was a remarkably hit-or-miss experience.

As for assessment, it was not uncommon for tutors to say that they didn’t know what they were looking for until they saw what the students had produced. Then, however, they could see very clearly that the students had not ‘got it’, ‘grasped it’, ‘been clear’. Assessment ‘back then’ characteristically dwelt primarily on shortcomings. This was an era when ‘the cream’ (and there was never very much of it) made its way naturally (perhaps more accurately, on its own) to the top. Such was the common approach to teaching and assessing creativity, based on a widespread, though covert assumption that it couldn’t be done. 

Exceptions to this general rule in those not-so-far-off days were the many teachers of English who felt that they could make a significant difference to the quality of students’ writing by spending a lot of time on drills in specific skills. Handwriting, spelling, punctuation and grammar were considered the essential prerequisites and attributes of the writer. They were seen as the writer’s building blocks, and they were conscientiously taught, mainly through whole-class exercises. However, as the exercises were rarely related to students’ actual writing, or to their individual needs, there was little transfer from exercise to practice, and the discretely taught skills were patently not building blocks for anything of significance. It goes without saying that handwriting, spelling, punctuation and grammar are important. Failure to observe their conventions leads to a breakdown in communication. As they were taught, however, they were discrete, mechanical features that could be checked, altered, or corrected at any point. They were quite independent of what the writer actually said – the information, the ideas, and all the expressive aspects that they were intended to affect.

In subjects other than English little attention was given to teaching writing: it didn’t need to be taught because the content was paramount (Get the information ‘right’ and the writing will take care of itself), and because teaching writing was, in any case, the responsibility of the English department. 

Since those darker days, much light has been shed on the role of language in all its forms: listening, talking, reading and writing. English Language 5–14, the first of the 5–14 Subject Guidelines, appeared in primary schools in 1990. It brought workable articulation to the awareness (which had been growing steadily over the previous decades) of the complex and informing role of language in students’ learning. It recognised the importance of equipping students to develop in every aspect of language – reading, writing, talking and listening.

English Language 5–14 has had far-reaching effects. It has popularised the principle that, through calculated encouragement to take responsibility for their own developing knowledge and understanding of language, students become thinking practitioners, and progressively more competent users. Moreover, and crucially, it has won acceptance for the notion that students should acquire the ability to ‘think themselves into’, or engage with the material/topic/task, using language as the vehicle for that process. In consequence, it is now acknowledged that effective non-fiction writing does not merely entail rehearsing on paper all that has been learned or memorised, even in the ‘best’ or most logical order: it needs a genuine engagement with the material that will help to ‘marry’ the writing to the thinking and reveal the thinker behind the writer. As always, however, practice lags behind theory, and the planned implementation of these principles in the classroom is the most important step that can be taken towards improving students’ performance in extended non-fiction writing.
Teachers in primary schools accepted English Language 5–14 more 

readily than did their secondary counterparts. In most secondary 

schools, these guidelines are still seen as primarily the concern of the 

English Department. However, as the mother tongue is the medium for learning and teaching across the curriculum, English Language 5–14 

clearly has something to say to all subject departments. In primary 

schools the nature of the school day gives the teacher freedom to cross subject boundaries, and the opportunity to support the development 

of literacy across the school curriculum. In secondary schools and in 

colleges the discrete nature of subject teaching means that tutors in 

all areas of the curriculum have to be extra vigilant if they are to ensure 

that students’ acquisition of subject knowledge is accompanied by a 

developing awareness of the specific discourse (all aspects of the language and structure) of the individual subjects. 
Some progress is evident in schools and colleges in the general consensus that literacy is not the exclusive preserve of the English specialist; that all tutors have a role to play in promoting the literacy of students in their own subjects; that literacy involves skills in reading, writing, talking and listening. Despite initiatives by some schools and subject departments, however, there is less progress on how the school or college as a whole should promote, put in place, and monitor a policy for language, or on precisely how subject tutors should help students come to terms with the language of subjects. Given that it is nearly thirty years since the publication of Sir Alan Bullock’s A Language for Life (‘The Bullock Report’, 1975), a catalyst for much thinking about ‘Language Across the Curriculum’, this is disheartening. As we have said, a daunting gap remains between theory and practice.
The responsibility for closing this gap must lie with all tutors, their managers, and the trainers of tutors. Senior management in secondary schools and in colleges should give the lead in establishing structures to devise, implement, monitor and evaluate policies for the development of language skills across the curriculum. Trainers of tutors should consider how well their programmes are preparing the next generation to understand, and to respond in their teaching, to issues of language across the curriculum and the uses of active learning. 

As far as writing is concerned, teaching programmes should be drawn up which give first priority to strategies that ensure the active engagement of students with the subject matter. It would be prudent if the introduction of such programmes were accompanied by clear explanation to students of the reasons for this significant change of emphasis. The programmes themselves should always involve talking about the subject and about the texts that are read. They should also incorporate guidance in how to read and write in the subject. More particularly, they should alert students to the subject discourse of the texts they read. Familiarity with this discourse not only provides constructive models for writing in the subject; it also takes students beyond content, and leads them to an appreciation of how the elements of language, organisation and expression work together in writing to reflect the quality of the thinking that lies behind it.
Extended writing – current practice and some priorities for subject teaching

The starting point for the whole process of learning to write is obviously found in the primary school. Increasingly, from a very early age, pupils are helped to construct a written piece using an appropriate writing ‘frame’. When a young child is asked to give a simple account of an event in school, say, and express an opinion, a suitably supportive writing frame might be:

•
First of all we…

•
Then we…

•
Next we…

•
Finally we…

•
I felt/thought that…

Frames may readily be devised for every aspect of non-fiction writing, (and for many aspects of narrative, expressive and poetic writing). Such frames help young writers to organise their thinking. In a sense they act as the teacher’s voice, replacing those ‘prompt’ questions, such as Where were you?; When did this happen?; Then what happened?; How did you feel about that?. Eventually, the structure provided by these elementary writing frames will be superseded as pupils learn to think their own way through the increasingly complex planning of the organisation, direction and intent of their writing.

Throughout the curriculum at the later stages in secondary school, students read texts that present specific linguistic challenges. These challenges are magnified for them when they have to demonstrate their developing knowledge and understanding in complex, extended pieces of writing. By this stage (in most subjects) they have progressed well beyond multiple-choice questions, underlining words and phrases, or filling in blanks. The more complex, subtle and demanding the knowledge and understanding of the elements of a subject, the more critical becomes the students’ ability to internalise, organise, re-state and work with what has been learned. As we have emphasised, only through the development of these skills will students acquire the capacity to demonstrate their learning in coherent and appropriate pieces of extended writing.

However, at the upper stages of secondary school, the pattern of 

teaching and learning, pressured as it is by time, assessments, 

examinations and force of habit, may often militate against the 

development of these skills. Students approach a new topic or aspect 

determined to master it. They listen to their tutor and read the texts, all the time making notes to try to absorb the information. (Note-taking can be a worthwhile way of learning if it is purposeful and selective; it is worthless if it is merely an exercise in transcription.) The information the students try to take in is itself very varied – facts, concepts, causation, processes, formulae, theories, dates, names of people and events, and subject-specific vocabulary. 

All these are assimilated, or rather ‘blotted up’, as comprehensively as possible, in case something important in the content is missed. To some extent, then, the sheer weight of information may smother opportunity for active engagement in learning. From another perspective, students do what they do because no one has shown them, or convinced them, that there is an alternative. Whatever the reasons, students are too often the passive recipients, rather than the active explorers of knowledge. Because the crucial processes of active engagement with, and thinking through the subject matter have been missed out, students do not internalise the learning, and therefore cannot readily use it, other than as a basis for the rehearsal of content or information. However, the likelihood is that they will file away the ‘blotter’ for a later date, and get out fresh ones for other topics.

When assessment or examinations loom, out come the ‘blotters’ for revision. At this stage, still lacking the ‘active’ assimilation of the information, students continue to find it hard to shape their thinking. Come the examination or assessment, they face the same problems in trying to use dynamically their store of knowledge to meet the specific demands of the writing tasks. Their main concern by this time is to ‘get down’ all they know, somehow, and the questions or tasks become simply the stimuli for their rehearsal of acquired information. The result is that, even when examination questions or assessment tasks demand more, many responses will tend to be descriptive, listed and information-based. Students may be aware that they are not doing justice to crucial elements in an assignment that asks for evidence of analysis and evaluation, and they may try to redress the imbalance by token reference, which will usually be seen by the assessor for what it is. 

The more able students, of course, even at this stage, will try to discriminate, sift and prioritise information – processes which themselves involve some negotiation with the material. They will try to question, hypothesise, analyse, evaluate, reorganise, find a stance, and prod beyond the surface facts – all essential activities in the pre-writing and writing processes. But engaging in these activities for the first time under pressure of assignment or examination is a poor and ineffective 

substitute for experiencing them as an essential and planned part of the on-going learning process. 

In addition to acquiring the indispensable habit and skill of active involvement with the subject matter, students must also learn (and be taught) to come to terms with explicit features such as the range of writing genres, the distinctive linguistic markers of their various subjects, and the interpretation of the precise requirements of assignment or examination questions. 

When, for example, they come to demonstrate their knowledge and understanding of subject content in writing, they have to work within the generic characteristics of the form suggested by the assignment task. Wray and Lewis (Extending Literacy, Routledge, 1997) identify the following generic structures for non-fiction writing:

•
recount
•
report
•
procedure
•
explanation
•
argument
•
discussion

These written structures cover all the non-fiction writing that students have to produce at the later stages of secondary school. It should be noted that they are not discrete: at the level at which senior students are working there is frequent overlap. Before they can use them for themselves, however, students need to acquire a familiarity with the conventions of these structures, preferably by examining and discussing appropriate models from the particular subject discipline. Tutors, therefore, should set aside time for such activities.

Students also need to be able to identify the particular semantic and linguistic markers of texts in different subjects. In the Sciences, for instance, they are faced with discourse that uses language in unfamiliar ways, which at first sight are quite intimidating. Characteristically, the language of science is factual, without embellishment or imagery. It gains objectivity and authority by use of the passive mode. It uses technical language and dense lexical items. It also relies heavily on nominalisation (where a noun is substituted for a verb or where nouns are used as adjectives); very often such nouns are abstract – acceleration, humidity, density. In many other subjects, such as History, Geography and RMPS, specific features of discourse are apparent, as, for example, in linguistic links suggested by causation and deduction, and 

in the need to translate the abstract into the concrete. All this is a far cry from ‘the story’.

Here is a short piece of extended writing taken from Advanced Higher Chemistry:

When the large discrepancies shown above were observed, in most cases the mass of aspirin calculated being larger than the original mass of the tablet, it was thought they were due to either the H2SO4 and/or NaOH being of a different concentration, or the aspirin not being fully hydrolysed. The H2SO4 NaOH were standardised to ensure they were of the correct concentration, which they were, and were thus eliminated from being the cause of the errors. As the solutions were heated for 10 minutes on a hot plate and allowed to bubble, it was concluded that the aspirin would indeed have been fully hydrolysed. The large discrepancies observed, therefore, are concluded to be due to the interactions of other substances in the tablets. With more time, this could have been investigated further.
The consistent use of the passive voice and the specialised vocabulary indicate the candidate’s familiarity with the linguistic demands of the subject. The generic structure of report/procedure invites the descriptive, rather than the more challenging analytical writing, and the writer appropriately deploys the conventions of this genre. While a few, fortunate students may intuitively assimilate such linguistic features, the majority will need carefully planned teaching, which should include the study of suitable models.

Similarly structured teaching is needed to equip students to identify the precise demands of examination or assignment questions. As we have already seen, examiners identify a recurring failure by candidates to ‘read’ questions. But is this simply carelessness on the candidate’s part, or do the reasons for the ‘failure’ run deeper? A sample of questions reveals the following recurring instructions:

•
Discuss…
•
Examine… 

•
Consider…
•
Explore…

Often the student’s ability to do any of the above is tested by apparently direct questions:

•
How valid is it to say that women’s efforts during World War I was the main reason women gained the franchise?
•
Why did the Provisional Government fail to retain power in 1917?

•
How did the Welfare State develop in Britain during the 20th Century?

•
Can Christians be Evolutionists?

There is no doubting the challenges posed by such assignments. Across subjects, however, the inherent difficulty of questions varies considerably: to ‘explain’ is arguably more complicated than to ‘describe’, and to analyse/evaluate more demanding than to describe/explain. ‘Describe…’ assumes that the writer will provide information. In Higher Geography, for instance, where students are expected to have studied and retained a considerable amount of information, examination questions frequently invite them to ‘Describe…’:

Describe in detail how you would carry out fieldwork to compare shopping centres in a large town or city.

For any British city you have studied, describe how site and situation have influenced its functions and historical development.

These questions clearly ask for more than just information, but their wording does offer coherent structures for response. Students must be trained to recognise such structures and to use them to their advantage. Similarly, they should be made aware of marking instructions that give marks for straight information rather than for analysis or evaluation.

In contrast to the above questions inviting description or explanation, consider the following, from RMPS (Higher):


How important is meditation in Buddhism?
To answer this successfully students have to understand that they must give more than a description of meditation: they must deal with its importance, and in so doing, show themselves capable of judging or evaluating. Additionally, the onus here is on the writer to devise a suitable framework for response.

Despite the considerable variation across subjects, the general difficulty 

of questions and the associated demands on writing accelerate rapidly 

in the senior years of secondary school and beyond. Not only is there a 

clear progression in the knowledge and understanding expected between say, Intermediate 1 and Higher and Advanced Higher, there is also a parallel progression in the demands on writing and thinking, as seen in the wording of the tasks. Compare the following examples of questions taken from papers at Intermediate 1 and Higher levels in RMPS: 

RMPS (Intermediate 1):

•
Give two religious arguments against racial prejudice.
•
Describe a religious viewpoint which supports capital punishment.
•
What does the Bible teach about sharing wealth with the poor?
RMPS (Higher):

•
‘Modern Warfare raises serious religious and moral issues.’ How effectively does the Just War Theory address these issues?
•
How far is the concept of sin essential to the Christian understanding of the human condition?
•
With reference to examples from one or more world religions, assess the effectiveness of religious language to convey meaning.
At Intermediate 1, the ‘Give two…’ and ‘What does… ?’ allow the candidate to concentrate on subject content; the ‘Describe…’ invites response in one of the more familiar written forms. In contrast, consider the implications, in the questions at Higher, of the words ‘effectively’, ‘How far’, ‘essential’, ‘concept’, ‘assess’ and ‘effectiveness’. Such wording requires students not only to express their knowledge and understanding, but also to demonstrate their skills in analysis and evaluation, and their readiness to adopt a clear stance.
From the above examples we can see that the wording of a question usually contains clear signals, not only about what to say but also how to say it. An apparent failure to ‘read’ questions will often derive from inadequate preparation in the skills that the question demands, as well as from lack of practice in interpreting the wording. If students are practised both in the necessary skills and in the interpretation, they will obviously be in a much stronger position to ‘read’ the question, and to organise their response so as to display not only their knowledge, but also their active engagement with the topic.

Implications for schools and colleges

It should now be evident that improvement in writing will never ‘take care of itself’, whether at individual student, subject department or whole-school level. Like any craft, good writing is the result of training, practice, perseverance and straightforward application. The development of the necessary skills is the responsibility of all subject tutors, and beyond them, of senior management and of the trainers of tutors. 

Before students can realise their full potential in written responses, they need to understand and assimilate both the information they have learned, and the language of the subjects they study. Thereafter, they need practice in using the language they have assimilated. Tutors, therefore, must train students to use the generically appropriate language and structures. They must give clear guidance in the interpretation of the precise demands of questions. Above all, they must build into their teaching programmes planned opportunities for students not only to demonstrate knowledge of the subject material, but also to ‘negotiate’, or engage with that material, as the engagement is the element upon which all successful outcomes depend. Such engagement should be promoted by a range of methods, but primarily by active learning (e.g. group discussion). In this way, when they come to write, students will be in a position to craft their responses so as to reveal their own thinking about the material. These principles are already common enough currency; they need now to be translated into common practice.
To incorporate the recommended activities into teaching and learning will require a reappraisal of many existing teaching programmes, a re-ordering of priorities and changes of emphasis. It will require time for planning and teaching, and time is undeniably scarce. But for these processes time must be found, because, as we have stressed, active engagement is integral to learning with understanding, fundamental to the development of independent thinking, and the indispensable prerequisite of, and concomitant to the process of effective writing.

SECTION 3

In this Section we examine extracts from students’ extended writing in a range of subjects at Higher and/or Advanced Higher levels. For convenient reference and further study, the main essays referred to in the text are printed in full, with line-numbering, in Appendix 1.

In sub-sections, we look at the effectiveness of students’ openings to essays, their development of ideas in the main body of the pieces, and the relevance of their endings. We evaluate the writing in terms of the clarity and logic of the structure, the effectiveness of the development and linking of the ideas, and the appropriateness of the expression. We also consider linguistic and semantic skills, the relationship between students’ use of language and the demands of different subjects, and the extent to which the writers’ engagement with the subject material is seen to inform their writing.

Openings

Much of the thinking that takes place beforehand will inform the opening paragraph(s) of any piece of extended writing. (See also Section 4: Guidelines for writing.) When the time comes to sit down and write, further thinking and planning are prompted by the task or question set. Most students, faced with a writing task or examination question, try to order their knowledge and thoughts to match the terms of the question. In this way they work towards finding an appropriate stance. Ideally, that stance should allow them not only to display their knowledge and understanding, but also to express themselves, as appropriate, with a distinctive, individual voice. 

Whether a question asks for description, explanation, discussion or argument, the best way of preparing to respond is by drawing up a plan. This working outline, or map, will give the student an overall structure and clear points of reference for the response. Its level of detail will vary according to the complexity of the question, but it should clarify for the writer the flow of the argument and the logical steps within it. As he/she writes, the student will refer to, and sometimes modify, the plan. The very act of breaking the assignment into manageable parts, and grouping related ideas together so that they flow logically, will help to clarify thinking, refine purpose, and resolve the tone of the piece.

The introductory paragraph should aim to gain the reader’s interest in 

the subject. It should state clearly and succinctly the stance of the writer 

and the ground that the response will cover. It will not reveal all the opinions and conclusions that will emerge in the body of the essay, but it will give the reader a clear view of the direction of the piece, and of the issues that are to be dealt with.

The first group of openings below comprises four responses to the same task (Scripts 1, 2, 3, and 4 in Appendix 1); in each case the opening of the second paragraph is included. The subject is Classical Studies (Higher); the question set is:

‘If “Lysistrata” isn’t funny, then it’s not worth watching.’ Discuss.

Script 1

If the play isn’t considered funny, this is no reason not to watch it. Comedies are often based on the truth, and just exaggerated for a supposedly humorous effect. So, even if you didn’t find it funny it reveals a lot about the life of women in 5th century Athens.

Women weren’t allowed to vote…

Script 2
‘Lysistrata’ by Aristophanes is a comic fantasy and its story is told through exaggeration and humour. However, the comedy is hiding some very serious issues which may well turn this comic fantasy into a tragedy. So, if ‘Lysistrata’ wasn’t funny, would it still be worth watching?

The story of ‘Lysistrata’ is based around the woman of the same name and how she convinces the women of Athens…

Script 3

The statement ‘If Lysistrata isn’t funny, then it’s not worth watching’ can be true in some ways but false in others. There is a view that in some ways it gives us an accurate account into the lives of Greek women. This view can be false in some ways but true in others. Although it is about Greek women, we cannot accept that this activity is what they did. Women in ancient Greece were thought of as the weaker sex. Their lives consisted of cooking, cleaning, rearing children and having sex at their husband’s request (or demand). 

Lysistrata tells the story of a group of women…

Script 4

Lysistrata was written by Aristophanes and tells of a group of women who lead a sex strike in order to implore their warring husbands to part. Set in 5th century Athens, Lysistrata provides us with a comical overview of society of the time. But would Lysistrata be worth watching if it was not for the humorous content?

In the beginning of Lysistrata Aristophanes tackles the stereotypical view, in the play, of women being sex obsessed…
The hypothesis posed by the question (‘If…’) seems to complicate the structural demands of the task. Script 1 stumbles into a double negative – ‘no reason not to…’ – possibly because of the negatives in the question itself. 

Script 2’s succinct start gives promise of some control: the opening sentence makes a concise statement about the comic nature of the play, picking up on ‘funny’ from the question. In the following sentence there is a recognition that the comedy may be on the surface. 

Script 3, having repeated the text of the question, homes in on the instruction – ‘Discuss’ – and thereafter follows a format for the discursive genre. The ‘balance’ between pros and cons, however, is formulaic, and lacks any obvious sign of the writer’s engagement with the material. The result is bland to the point of meaningless: ‘can be true in some ways but false in others;’ ‘…can be false in some ways but true in others’. This is a very clear example of an untutored and mechanical response to a formula (in this case ‘discuss’), and of how empty such a response can be in the absence of engagement with the topic.

Script 4’s first sentence gives a concise synopsis of the play. The second provides the historical context, alludes to the question in the word ‘comical’, and suggests that the play deals with societal issues. The third sentence repeats the hypothesis posed in the question. Though arguably bare rather than concise, this opening is effective in setting the stage for what follows. None of these openings, however, bears the clear stamp of individuality, nor does any of them show serious engagement with the subject matter of the question. 

In each case, as borne out by the start of the second paragraphs, the 

impulse to tell the ‘story’ of the play is strong. After their very brief 

opening paragraphs, Scripts 2 and 3 move swiftly on: ‘The story of “Lysistrata” is based…’(2); ‘Lysistrata tells the story…’ (3). Scripts 1 

and 4 come at the ‘story’ more obliquely, hinting at a more individual 

stance: ‘Women weren’t allowed to vote…’ (1); ‘In the beginning… Aristophanes tackles the stereotypical view…’ (4). While these students are subsequently largely successful in resisting the impulse to ‘tell the story’, they still find it difficult to come to terms with the question at the outset of their responses.

Why is this so? We have already seen that lack of preparation in the necessary skills is a contributory factor. In addition, however, the evidence of scripts and questions from a range of subjects suggests that the wording of the task or examination question may hinder students rather than help them: rather than offering a gateway into the material, it may present them with a linguistic barricade – the above question on Lysistrata being a simple example. The result is that the student’s opening paragraph often seems to be a floundering quest for some kind of foothold on the question, or a toiling attempt to circumvent the barrier. Many such openings tend to be little more than repetitions of the question, with, perhaps, tentative attempts to redefine its terms. Far less common is evidence of writers setting out in a clear and concise way the shape of what is to come, or of establishing from the outset the personal stance and individual voice that are the signs of a direct engagement with the subject matter.

Here are four openings – A, B, C, D – (not printed in the Appendix) to essays in RMPS Higher, responding to the question: 

‘Meditation is the most important aspect of Buddhism.’ How far would you agree?

A
Meditation is a practice of clearing the mind, often used to calm oneself. It can be used to contemplate on subjects about anything. Out of all religions it prevails most in Buddhism, where it is believed to be a tool that can be used to achieve enlightenment and therefore reach Nirvana. So how important is meditation in Buddhism?


To start at the foundations of Buddhism, with the Buddha’s life itself. …

B
Meditation is the most commonly known part of Buddhism and in most derivations of the practice it is a major focus and skill to acquire, but does this mean that ‘meditation is the most important aspect of Buddhism’?


The main aim of meditation is to become enlightened. …

C
Meditation is the activity which helps a Buddhist to fully realise the Dharma. The aim of meditation is to achieve enlightenment. It is believed to calm the mind, to develop compassion and also helps the Buddhist gain insight into the teachings. Whilst meditating, you are training the mind and regular meditation is an important part of the life of most Buddhists. But how important is meditation overall in Buddhism?


Meditation was very important in the Buddha’s life. …

D
In this essay, I am going to discuss the importance of meditation for Buddhists, deciding if it is the main aspect of Buddhism.


Meditation is a method of training one’s mind, trying to empty it from all thoughts. …
In all these examples the students attempt to define ‘meditation’. Students A, B and C do so in the opening paragraph; D’s first paragraph very briefly outlines intent, and the definition starts in the second paragraph. 

The concept of meditation, however, proves difficult for A and B, and in both cases there is a breakdown in the fluency and precision of expression. This stilted quality is seen not so much in their definitions of meditation (although these too are awkward – student A says that meditation is a ‘practice’, a ‘tool’), but rather in the clumsy phraseology: ‘out of all religions’ and ‘therefore reach…’ (A). Student B attempts to deal with ‘aspect of Buddhism’ (from the question) by variously and confusingly referring to meditation as a ‘part’, a ‘major focus’, a ‘skill’; slack wording is apparent in ‘most commonly known part’, and the definition as a whole begs many questions. Student C seems to evade the potential pitfalls of the question by starting with two brief, simple sentences. The third sentence, however, begins with an unrelated ‘It’, and its structure is flawed, as the conjunction ‘and’ does not properly connect or balance the two parts. In the fourth sentence the misuse of the pronoun ‘you’, and of the link ‘and’, add to the growing impression of writing and thinking that are struggling for control.

In all the above examples the question (the importance of meditation to Buddhism) is repeated. Students are often advised to repeat the question in their openings, as a means of focusing on what exactly is being asked. But repetition, per se, does not show authority, understanding, or engagement with the topic, nor can it assure full understanding of what is required.

Contrast the above examples with the following opening to an RMPS (Higher) essay, [Script 5 in Appendix 1], in response to the question:

Many Christians have not yet accepted the ordination of women as priests and ministers. How valid are the arguments against the ordination of women today?

Script 5
The ordination of women as priests and ministers remains a hotly debated and controversial issue for Christians within both the Catholic and Protestant churches. Many argue that it is simply an issue of equality of opportunity and that it is only fair and just that women should have exactly the same opportunities as men in whatever profession they choose to enter. To argue against such equality, which they see as fundamental to the Christian faith, is, they believe, to adopt a position which is, in this day and age, impossible to sustain. Others, however, seek to defend their view that women should not be ordained and justify their stance that men should remain at the top of the hierarchy in the church.

There are Christians from a number of different churches who argue that women should be treated fairly and equally, but the position is complex…
The choice of language for the first sentence: ‘hotly debated and controversial issue…’ clearly signals both the writer’s stance and an engagement with the topic. Thereafter, he/she outlines opposing sides of the argument in an even-handed way. The complexity of the argument is reflected in the use of complex sentences – ‘To argue against such equality…’, and adverbial phrases – ‘within both the Catholic and Protestant churches…’; ‘in whatever profession they choose to enter…’; ‘at the top of the hierarchy in the church…’. The choice of style and language informs the reader, confirms the student’s understanding of the topic, and reflects the complexity of the subject matter.

The following opening paragraph is in response to this question from Advanced Higher Philosophy of Religion: 

How successful are the objections to the cosmological arguments for the existence of God which you have studied?

The student writes:

In the 13th century Thomas Aquinas, in his book Summa Theologica, proposed ‘Nothing can be the cause of itself therefore there must be a prior (or efficient) cause.’ This cause he proposed to be God. The argument was not an original one, having been offered by Plato centuries previously – the idea that the earth was created by an unmoved mover. The purpose of this essay is to examine how successful the objections made to this argument are. I intend to concentrate on the objections raised by the Scottish philosopher David Hume. Before doing this, I feel it is appropriate to explore the argument and its supporters further.
Note how this opening clearly anticipates the direction of the essay, and, in so doing, shows the writer’s familiarity with the subject matter, and engagement with the topic. The first three sentences relate appropriate knowledge and understanding directly to the question, and the remainder of the paragraph outlines the intended response, clearly distinguishing the main focus from the subsidiary (‘concentrate on…’ ; ‘Before doing this…’).

Three further openings worthy of study are those to the Higher History essays in Appendix 1 (Scripts 6, 7 and 8). We suggest that you examine for yourselves the opening paragraphs of these essays, identify for each the student’s intention/stance, then judge the extent to which the body of each essay satisfactorily fulfils the stated, opening intentions. 

The development of ideas
Once past the hurdle of their opening sentences, students set out on the main part of their response, the body of the essay. As we have seen, the nature and structure of that response will be determined by the stance taken by the writer in the opening. Flaws, uncertainty or vagueness in the opening are likely to be replicated, even magnified in the development of ideas, and students who have not drawn up a considered plan are likely to be deflected into the ‘easy’ option of an indiscriminate dredging of the memory.

The body, or main part of the essay, as the title of this sub-section suggests, is where the writer develops in a reasoned way the main idea(s) stated in the introduction. It comprises a number of paragraphs carefully ordered to give clear and logical support for these key ideas through considered argument, supporting evidence, and appropriate comment. While each paragraph should make its own distinct contribution to the case, it should also link, and be seen to link naturally with what comes before and after.

Two scripts taken from Advanced Higher Modern Studies illustrate different approaches to writing an extended answer under examination conditions. The questions, commentaries by markers, and the marks awarded can all be found in Appendix 1 (Scripts 9 and 10).
Script 9 has strengths. The first paragraph establishes a historical context for the question – ‘In recent history…’ (line 1); ‘However, now…’ (line 4) – and makes a plain statement of intent as to how the essay will proceed – ‘I intend to discuss this view by looking at…’ (line 8). The candidate then sets out to demonstrate knowledge, understanding, analysis and evaluation in the remainder of the essay by examining those aspects of the topic to which he/she has given priority.

In the second paragraph the candidate elects to deal with social class, a key element of the question:

In the 1950s and 1960s, social class was an important factor in a voter’s intentions. Classes A, B and C in the UK would vote for the Conservatives and classes C, D and E would vote Labour. This can be shown by the fact that in this time period, 60–70% of classes C, D and E would vote Labour. This is because traditionally Labour were the party who best represented the view of the working classes in the UK because of their strong links to the Trade Unions. The Conservatives appealed more to the middle classes because they promised tax cuts and saving families money. However, with the demise of many industries in the UK in this time, the traditional working classes are beginning to dwindle and according to Professor Ivor Crewe, a ‘new’ working class is emerging which is not always likely to vote Labour. Also, if class was an important factor in someone’s vote, there would have been continuous Labour governments however, in recent years, it is the Conservatives who have been in power more. Labour’s landslide victory in 1997 ended 18 years of continuous Conservative rule. Therefore other factors must contribute to the influence on someone’s vote.

Essentially, this paragraph ‘collects’ information and describes the voting patterns in terms of social class. Despite attempts at reasoning – ‘This is because… Classes would… This can… this is…’, – the first half of the paragraph assembles detailed information and reasons for what happened into a statement of, rather than an analysis of the case, thus ignoring the question’s injunction to ‘discuss’. 

Later in the paragraph, linking of ideas is more evident in the lynchpin sentence beginning ‘However…’, which shows the candidate coming to 

terms with the topic. Apart from a sloppy change of tense, this sentence 

is linguistically adept, explaining causation with an adverbial phrase 

(‘with the demise of many industries in the UK in this time’), rather than the writer’s more typical add-on ‘This is because…’. However, the characteristic and clumsy appendage follows immediately with ‘Also…’.

Slack linkage of this kind is a marked feature of this essay. Throughout, there is a tendency to relate points of the argument by the shorthand use of ‘this’ rather than devising linkage that is more disciplined and precise. Whether the relationships are clear or not is largely a matter of chance: ‘This can be shown…’ (line 13 – antecedent clear); ‘This is because…’ (line 15 – reference not clear); ‘This shows…’ (line 36 – reference not clear); ‘This resulting…’ (line 91 – reference clear); ‘This shows that policies…’ (line 92 – reference not clear). 

While the candidate seems to have sound knowledge of the subject matter, and shows an ability to assemble (if not develop) an argument, the response is limited by the fact that it is driven primarily by information. We should acknowledge that the information given does accumulate to form a substantial dossier: ‘In recent history…’ (line 1); ‘In the 1950s and 1960s…’ (line 11); ‘In the USA…’ (line 27); ‘Another crucial factor…’ (line 85); ‘Also…’ (line 22); ‘In the USA…’; (line 66); ‘In the 2000 Presidential Election…’ (lines 69/70); ‘In the UK…’, ‘In the 2001 General Election…’ (lines 76/7). 

And we should concede that, despite this heavy emphasis on information, there is some evidence of analysis and reasoning. We have already mentioned, for example, the sentence in the fourth paragraph (beginning ‘However…’). In the third paragraph the candidate stacks all the information first, but does give reasons for the facts: ‘because they are…’ (line 28); ‘therefore this shows that…’ (line 36); ‘because of their…’ (line 38). The last sentence conveys the underlying thinking (albeit introduced by another ill-defined ‘This’): ‘This shows that in the USA, class can be an indicator of voting intentions.’ 

Throughout the piece, points are made simply, with occasional counterbalancing: ‘This can be shown…’(line 13); ‘However, with the demise of many industries…’ (lines 18/19); ‘Although democrat candidate Vice President Al Gore… George W. Bush…’ (lines 73/4); ‘Tony Blair appears… whereas William Hague… (lines 79/80). The language, moreover, not only pertains to the subject but also suggests conceptual understanding of the issues raised by the question: ‘…mass media, voting intentions, landslide victory, election outcome, character assassination, spin doctor, image of the party, implement devolution, public expenditure, manifestos…’. 

In fairness, we should remember that this lengthy essay was written under examination conditions. No doubt, with so much information to retrieve and convey, the candidate would be relieved to have successfully gathered it all together into some sort of coherent form. In the main, however, the language indicators of the ‘building’ of argument lack subtlety of relationship and linkage. 

How, then, may the development and linking of ideas be improved in this essay? You might find it instructive to compare the following versions of the fourth paragraph. The original version, (1), is in the left-hand column, and the re-worked version, (2), in the right. We suggest that you analyse and discuss the two versions in terms of their similarities, differences and respective merits. 
1. [Original] However, there are many other factors which have become more important in determining someone’s vote. The mass media is an increasingly important way of influencing someone’s vote; especially amongst floating voters. The media has become more and more widespread throughout the UK and the USA. Although in the UK television must remain unbiased, newspapers are not governed by any laws on bias. Newspapers which have a very large readership may be very important in influencing someone’s vote. For example, in the 1992 General Election, Labour were favourites to win, however, the Sun newspaper began a character assassination of the then Labour leader, Neil Kinnock. The Sun has the largest readership in the UK and thus readers may be easily swayed by them to vote for the party they support. The Sun ran headlines like ‘Nightmare on Kinnock Street’ and on election day, they ran the headline ‘If Labour win today, would the last person to leave Britain please switch off the light.’ Subsequently, Labour lost the 1992 election. However, the Sun switched allegiances in the 1997 election to Labour after Tony Blair had a meeting with the Sun owner, Rupert Murdoch in Australia in 1995. The Sun claimed that they had won the election but it was not just the readers of the Sun who won the 1997 election for Labour. Spin doctors try increasingly hard to boost the image of their party by offering the media favourable coverage of their party. Peter Mandelson was Labour’s spin doctor in the 1997 election and was seen to have played a very important part in winning the election for Labour.

(268 words)

2. [Reworked] Other factors, however, have become more important in determining how people vote. Both in the UK and in the USA the mass media are increasingly influential, especially in their impact on floating voters. Perhaps the most persuasive of the media are newspapers, and particularly large-circulation tabloids. 

A notable example of such influence was the role of the Sun, which, at the time of the 1992 General Election, had the largest readership in the UK. Its character assassination of Labour’s leader, Neil Kinnock, was encapsulated in headlines such as ‘Nightmare on Kinnock Street’ and, on election day itself, ‘If Labour win today, would the last person to leave Britain please switch off the light.’ Labour lost the election. 

However, following a meeting between Tony Blair and the Sun owner, Rupert Murdoch, in Australia in 1995, the newspaper switched its allegiance to Labour for the 1997 election. Labour duly won. While the Sun claimed credit for this result, an equally significant factor in shaping public opinion was the emergence of spin doctors, whose growing influence ensured that a positive Labour party image was promoted in all media coverage. The most important of these spin doctors at the time of the 1997 election was Peter Mandelson, who played a vital part in Labour’s victory. 

(214 words)
Although we consider ‘endings’ in the next sub-section, let us for the sake of completeness conclude our study of Script 9 by looking at its ending (line 99). This conclusion is successful insofar as it is predicated on the candidate’s argument. There are clear linguistic indicators of discussion and analysis: ‘although…, as it is…, is also becoming…, especially as…, Although…’. However, there is some redundancy and repetition – ‘mass media, widespread, exposed to it everyday’, ‘more similar… more similar’, and the brief listing of findings does not do justice to the candidate’s own thinking as revealed in the body of the essay. 

Overall, this candidate has sound knowledge and understanding of the material. What is lacking is a commensurate ability to explore and analyse that material in a way that shows genuine engagement with the topic, thereby convincing the reader that ‘discussion’ (as required by the question) has indeed taken place.

The candidate in Script 10 uses language both to display knowledge and understanding, and to attempt analysis, albeit mainly of the many theoretical positions cited (e.g. fifth paragraph). There is some exploration of the sociological, psychological and biological factors leading to criminal/deviant behaviour. Moreover, the candidate’s language demonstrates some facility not only in shaping the writing, but also in making connections and contrasts, drawing parallels, and using relevant examples: ‘However Steven Box provides criticism of this argument…’ (lines 15/16); ‘In addition further evidence…’ (line 27); ‘Another reason…’ (line 79); ‘further evidence…’ (line 94); ‘back up the argument…’ (line 99); ‘however…’ (various); ‘although…’ (various).

While there is an evident ability to make connections between the theorists, the candidate is deflected into remembering their ideas, rather than making these ideas work for him/her by analysing and evaluating them. The main weakness of the essay, therefore, is in presenting the accumulation of brief outlines of arguments, and of how one relates to another, instead of the exploration of arguments, which would produce much more satisfactory evaluation. This shortcoming is apparent in the opening words of a succession of paragraphs – ‘Another sociologist…’ (line 18); ‘In addition…’ (line 27); ‘Another sociological theory…’ (line 37); ‘Another argument…’ (line 58); ‘In addition to this…’ (line 69); ‘Another reason…’ (line 79); ‘Another psychological theory…’ (line 86). 

More could clearly be said about this candidate’s work: e.g. the attempts 

at definition, the structure of paragraphs. However, criticism should be tempered by the fact that there is some linguistic attempt to shape the 

answer, and the conclusion, though brief and slightly confusing in its expression, is arrived at as the result of the argument.

Script 11 (see Appendix 1), a script for Advanced Higher RMPS, shows limited ability to develop an idea. Not until the tenth of eleven paragraphs does the candidate address the topic for discussion. ‘Embryo’ is defined, and the point at which human life begins is questioned; but attempts to relate these aspects to the topic are seriously inadequate. This failing is directly attributable to a general weakness of organisation and structure: each paragraph stands in stark isolation from those preceding or following. As a result, any valid points can neither cohere into a structured argument, nor reveal much of the writer’s thinking, stance or engagement with the topic. The brief concluding paragraph lacks any signs of an attempt to discuss, or to connect with the topic. This student can record information but struggles to use it in any constructive way.

Script 5, an essay for Higher RMPS, the opening of which is discussed above, shows much more in the way of engagement and reasoned, individual response. Early evidence of the writer’s involvement with the topic is shown in a recognition of its complexity – ‘but the picture is complex…’ (line 12). At the end of the second paragraph the rhetorical question suggests both the stance of the writer and an ability to shape the intended direction of the piece. The conclusion makes explicit reference to the writer’s own thinking – ‘This is, in my opinion…’ (lines 86/7); ‘It seems to me…’ (line 89), reinforcing the impression of active engagement with the topic. 

While there may be weaknesses in the analysis and evaluation of some of the arguments cited, Script 5 has strengths both in its overall construction, and in the range of emphasis made by the variety of sentence structure. Note, for example, the combination and counterpoint of complex and simple sentences; the emphases effected by the placing of subordinate clauses at the beginning of sentences, and by the use of a very short sentence – ‘This is the case in England…’ (lines 21/2); the ability to demonstrate ‘balance’ of opinion through balance of structure – ‘To argue against such equality… is to adopt a position…’ (lines 5–7). By these means, and through the use of language appropriate to the discursive genre, this essay shows creative engagement with the material and goes well beyond merely stating the facts of the arguments.

Clearly, the development of ideas is the core of an essay. Your understanding of structure may be helped by comparing Scripts 1 and 4 in Appendix 1.

Endings

Writing a conclusion can sometimes pose problems. Without a plan, students may struggle to know exactly what they have said, and will therefore be at a loss as to how they should sum up. The properly constructed plan, by acting as a map of the essay’s journey from start to finish, will help writers keep in view the logic and progress of their thinking. It will, therefore, serve them as a framework for a conclusion that is logical, and that carries confidence and conviction. 

The conclusion should tie in with the outline of intent as stated in the introduction. As the reader is by now in possession of all the information and evidence, it should avoid close repetition of that introduction. It should show clearly and succinctly what has been argued or explored, reminding the reader of how the parts of the response fit together, strengthening their cumulative effect, and stating the case in its final, most persuasive form. It should generally avoid introducing new material, unless closely related to what has come before. It should be informed by the obvious but important fact that it is the last thing the reader looks at, and the writer’s final opportunity to influence the reader.

Here are two examples of conclusions to the Higher Classical Studies question on Lysistrata discussed earlier (see page 18, in the Section on Openings). The concluding paragraphs are taken from Scripts 3 and 4 in Appendix 1:

Script 3
However, all in all, the play does not have much truth in it, which is understandable because it is a play (comedy) and has been exaggerated a lot. Therefore if this play was not funny it wouldn’t really have much point but to get the writer’s opinion across about the war.

Script 4
In conclusion, therefore, Lysistrata is indeed a comedy.  The issue of stereotypes is highlighted and, although mockingly, Aristophanes does so purely for comic effect. He does, however, succeed in tackling issues of traditional male–female role reversal, democratic actions as well as political matters. Therefore, it can be said that Lysistrata is a comedy – but it is also a play that addresses issues of great importance, and therefore would be worth watching even if it were not comic.

It is clear that the writer of Script 3 is unable to construct a coherent summing up of the line of the argument: truth, exaggeration, comedy, war – all have an airing in a very brief paragraph, without giving the reader any clear notion about their connectedness or their relative significance. The writer of Script 4, on the other hand, recognises the essential theme and issues of the play, as well as its comedic qualities. He/she also understands how to summarise (e.g. the emphasis and the stance shown in ‘indeed’), and how to follow such summary to its logical conclusion – ‘succeed’, ‘Therefore’.

Further comment on the conclusion to Script 9 is made above, in the sub-section The development of ideas. Our final example in this sub-section is taken from an Advanced Higher Media Studies essay (Appendix 1 – Script 12), responding to the question:

Compare and contrast the strengths and weaknesses of analytical methods centred on audience with those centred on text.

The candidate concludes:

In conclusion either centering on the audience or a text features problems as it is impossible not to consider them together. While it is possible to argue, as Hare did in 1991 when he said, ‘The meaning is not in the text but in the reading’, it also means that you are not considering anything in the text, such as the film-maker’s intentions, the preferred reading and so on. On the other hand to focus on the text is not to fully understand how the text interacts with the viewer and how the text is potentially shaped by the audience. Therefore, true media analysis must feature both forms of analysis together.

A reading of the whole essay shows that this final paragraph successfully reinforces arguments that have been developed in the body of the piece. An awareness of balance in argument is shown: 

‘either… or…’; ‘While it is possible…’; ‘it also means…’; ‘on the other hand…’; ‘Therefore…’. 
Despite unclear linkage in the second sentence (‘it also means…’), the student makes apposite use of a relevant quotation to strengthen the conclusion, and this paragraph competently sums up the main propositions developed in the essay. 

The collection of students’ work in Appendix 1 contains further examples of endings that will repay close study.

Summing up

From our reading of a large sample of students’ scripts across the range of subjects, a clear pattern of common weaknesses is apparent. Some of the scripts examined in this Section demonstrate the most significant of these limitations, and the following lessons emerge:

•
information overload can result in awkward written expression, particularly where students are grappling with new ideas and abstract concepts; it can also lead to responses where the accumulation of information becomes a substitute for evaluation and analysis;

•
students need guidance to understand the limitations of information-driven responses, where memorisation is paramount, and where the amassing of information purports to pass for analysis/evaluation;

•
students need guidance to ensure that their responses, as required, transcend mere information, to incorporate evidence of negotiated understanding and analysis/evaluation of the subject matter;

•
students need guidance in identifying and establishing a clear starting position, or stance;

•
students need guidance in developing and using an authentic, individual voice;

•
students need guidance to acquire and demonstrate logical and well structured development of ideas in their writing; 

•
students need guidance to appreciate that the conclusion should: confirm the coherence of the essay; never be a lame post-script or a miscellany of items that have had an earlier airing; affirm the student’s active understanding and analysis/evaluation of the subject matter;

•
tutors/setters should give further thought to the wording of questions for assessments/examinations;

•
tutors should ensure that preparation for writing promotes active engagement with the subject matter so that students do not have to rely on formulaic structures (and a sketchy plan) as substitutes for the thoughtful, coherent articulation of an individual voice – (‘on the one hand… on the other hand…’, ‘In conclusion…’ carry little meaning unless embedded in a process of genuine engagement).

SECTION 4

Preamble

The earlier Sections of these Support Notes have shown that writing is a highly complex process. It is a learned craft that requires a lot of practice. Application, then, is the only ‘magic’ formula for success. Guidelines, however, such as those that follow, can set out general principles that students should observe.

We have seen that there are obvious differences between the kinds of writing required across the various subjects. These differences, however, are relatively superficial, and the similarities are much more significant. Whatever the subject discipline, effective non-fiction writing will be characterised by clear, appropriate expression, observance of the conventions of spelling, punctuation and grammar, well structured paragraphs, good use of appropriate evidence, and rational argument. Mastery of such skills, provided they are firmly based on genuine engagement with the subject matter, is readily transferable across subject areas.

What we suggest in this Section is a workable model and aide-mémoire for preparing and writing a non-fiction essay, sub-sectioned into Preparing your response, The opening sentences/paragraph, The body of the text and The Conclusion. In simplest terms, the relationship between the beginning, middle and end has been baldly caricatured as – ‘say what you’re going to say, say it, and say what you’ve said’. This indeed is the essence in theory, but predictably, the practice is rather more complicated. 

In this Section we aim to gloss these bare injunctions. At first sight, the Guidelines may seem time-consuming. Be reassured that you will quickly internalise the various stages. Once that is done, then what seemed dauntingly laboured and mechanical will, with practice, become spontaneous.

As we have seen from the earlier Sections, the quality of your writing 

will be very largely determined by the thoroughness and quality both 

of your prior learning, and of your preparation for the writing task 

itself. The pre-writing stage involves a lot of thinking, reading, reviewing 

of knowledge and understanding, discussing and planning. As a matter

 of course, you will jot, and make notes. As you do so you will delete, 

substitute and reinstate, because the process of critical thinking is seldom tidy. Your thinking may at first seem confused and lacking any clear direction. That stage, however, is characteristic of the critical thinking activity, and as you persist with your organising, linking and reorganising, the muddle will resolve itself. 

Ultimately, your aim is to have a clear plan. You will certainly find it useful to commit the final plan to paper, so that you can cross-check with it (and probably modify it) as you write.

Writing guidelines for students
When you sit down to write your essay, here are the stages you should methodically work your way through:

Preparing your response:
•
analyse the question meticulously and make quite sure that you fully understand it; if you have any doubts, try re-wording it until you are completely clear about what is being asked and why it is being asked; ask yourself whether it invites a largely factual response/a specific critical stance, etc.;

•
identify/tease out from the question the elements to be tackled. This process may involve defining for yourself some of the words used in the question – definitions that you may or may not use when you come to write your answer;

•
settle on your stance (what you think/feel/believe) in relation to the issues raised in the question (the process of selection you have gone through at the pre-writing stage should help here);

•
decide on your main proposition/thesis – the principal point/idea you intend to convey;

•
select the elements to be tackled – decide on what you will (and won’t) deal with; 

•
prioritise the points you will make – decide the order in which you will deal with them, and distinguish between the main points and the subsidiary ones;

•
map out/shape the direction you will take, based on the above steps, and write out in the form of a plan. (Remember that some assessment tasks/examination questions suggest a more or less clear line/map/plan that you can follow.);

•
plan your course provisionally in paragraphs, the basic units of structure for your essay. (We say ‘provisionally’ because, as you write, it’s likely that you will want to modify/develop your ideas.);

•
be clear in your own mind how/why one paragraph will follow and link to another; and think about how you will make the links/transitions clear to the reader;

•
review the written plan for relevance, logic and balance.

The opening sentences/paragraph:
•
be direct in your tone; aim to make a telling first impression on the reader;

•
make clear your stance/intention/point of view, and your main thesis/proposition; 

•
signal to the reader how you intend to treat the elements of the question, and give notice of the shape and direction of the piece as a whole;

•
present in general (or specific) terms the main point(s) you intend to make in support of your initial proposition.

The body of the text:
This is where you use your knowledge and judgement to support the validity of your opening stance. Using your plan, work through the identified/prioritised elements of the question, always remembering to:

•
connect your points through paragraphing and the use of transitional words and phrases. Simple transitional words and phrases are the cement that binds the building blocks of your argument together. They also act as signposts to the reader. They are used, for example, to join (furthermore, in addition, similarly, in other words); contrast/qualify (however, conversely, on the other hand, in contrast); show cause/effect (accordingly, as a result, therefore, thus); illustrate (for example, more specifically); and conclude (as a result, finally, to sum up);

•
maintain an appropriate balance, as the question dictates, between demonstration of knowledge/understanding and analysis/evaluation;

•
show, as appropriate, that your initial stance/point of view emerges in your process of analysis and evaluation;

•
support your proposition and demonstrate your knowledge, understanding, analysis and evaluation by providing suitable illustration/evidence;

•
consider the appropriateness of your tone/register – be reasonable and honest. Avoid hectoring the reader or being too dogmatic; keep in mind opposing points of view, anticipate them, or even accommodate them. On the other hand, trust what you have to say, say it plainly, and avoid giving an impression of weakness or negativity by over-qualifying it;

•
as you write, continually review, checking for relevance to the task/question and subject material. Ensure that what you say is logical and credible in the light of the case you are making, the emphases you choose, and the evidence you present.

The conclusion:
Before you write the conclusion, review your whole essay to confirm to yourself the main points you have made, and to settle on those that will feature in your summing up. You will find it useful to jot these down. Make sure that what you have already written meets all the criteria of the question, and that its course bears out the stance you took in the introduction – if not, then you’ll have to modify your introduction! In your conclusion you should:

•
refer to the question/task, your initial proposition and the stance you have taken;

•
restate, but don’t repeat; 

•
remember that the tone of your conclusion will be influenced by the fact that your reader has now heard the burden of what you have to say;

•
aim to be succinct, as you have already given the full argument/discussion/exploration… in the body of your essay. Very occasionally new, but closely related points can be tellingly made;

•
be conclusive! Remember that this is the last thing the reader looks at, so finish on a strong note, with a definite statement;

•
leave enough time to check the mechanics of spelling, punctuation and grammar – you’re sure to find some obvious mistakes that, however good your ideas are, would create a bad impression.

The value of writing

A final word about the value of writing, and specifically about the importance of the kinds of non-fiction writing that we discuss in these Support Notes. We have tried to persuade you that thinking, learning and writing are bound inextricably together and are mutually dependent. Just as thinking informs writing, so, we have argued, does the writing activity help to develop independent thinking, and consequently the most durable, and the most valuable kinds of learning. Among other things, writing obliges the writer to review his/her knowledge, to link concepts and facts, and to express ideas in a disciplined and rational way. It tells the writer whether his/her knowledge and understanding are genuine or merely superficial. Through all these means, it is evidently a compelling agent in promoting thinking and learning, and, through them, personal growth.

SECTION 5

Conclusions
Having read many scripts in a range of subjects across the curriculum, we selected as the basis for these Support Notes a sample of writing that typifies students’ written responses to assessment tasks and examination questions. In this concluding Section we draw together the most obvious features we have identified, and restate the kind of changes in approaches to teaching and learning that will help students to develop as active learners and thinkers, and as effective writers.

Much of the writing we surveyed supports the view that, in preparing for assessment and examinations, many tutors and students focus primarily on the informational component of a subject: a high proportion of students’ responses tends to be led (or driven) by information, evidence of the individual thinker is rarer than it should be, and skills in analysis and evaluation are underdeveloped. Throughout this document, therefore, we have emphasised the importance and benefits of active learning, whereby students progressively develop skills in thinking about their own learning. Armed with these skills they can confidently go beyond the confines of information. Even under the stress of examination conditions, they will be well prepared to make informed analytical and evaluative responses to the tasks they face. 

Among the changes that we suggest to the more established patterns of learning and teaching is the need for more emphasis on carefully focused preparation. When reading for information in a subject, students require specific guidance and direction. They need to be helped to a genuine understanding of the material by being made aware of how it is communicated; they need to be encouraged to ask questions of the texts they read so that they may more readily make connections with what they already know; they need to be led to an appreciation of the nature of the discourse of a subject genre, and to a recognition of how it may be both similar to, and different from, that of other subject genres. 

These needs will be most readily met through a more rigorous introduction 

of teaching and learning approaches that incorporate active learning. 

The active learning process is, perhaps, most apparent in (though by 

no means confined to) group discussion, particularly where the 

parameters are carefully structured to promote student participation 

and to provide opportunities for listening, talking and reflecting. The more students are encouraged in such ways to be active participants in their own learning, the readier they will be to engage with, and find ‘ownership’ of the material, to acquire and demonstrate an individual voice and stance, and to write analytically and perceptively.

A perusal of subject requirements and markers’ guidelines across the subjects throws up further issues relevant to students’ performance in writing:

(a)

there is significant variation across subjects in the demands and expectations regarding the length and complexity of pieces of extended writing. [Compare, for example, the requirements for Higher RMPS and those for Higher Tourism/PSE]; 

(b)
there is similar variation across subjects in the amount of information that students are expected to commit to memory; 

(c)

there are marked differences across subjects in the complexity of the wording of questions (reflecting, perhaps, a differing complexity in the nature of the subjects themselves). 

In the light of (a) and (b) above, it is an instructive exercise at school or college level (and one that has been conducted by a few institutions) to consider the variation in learning, thinking and literacy demands as experienced by, for example, hypothetical students Jane Brown, who is studying Geography, Chemistry and Tourism at Higher, and English at Intermediate 2, and her classmate Sue White, who is studying English, RMPS and History at Advanced Higher. The findings of such an exercise would give all subject tutors a practical basis for evaluating and planning programmes to develop language within their own disciplines. It would also facilitate cross-departmental dialogue and co-operation in understanding the overall demands on the individual student, and in devising co-ordinated strategies to respond to them.

As regards (c), the wording and language of questions, there is a dearth of current, practical advice to tutors, and there is none that adopts a cross-subject perspective. The SQA offers general guidance to examination setters (e.g. ‘use active voice where possible’), and recognises that the difficulty of individual questions is related to the type of task – ‘whether the candidate is asked to describe, explain, compare and contrast, interpolate, produce a strategy…’. Since, however, the focus of the SQA is on the appropriateness of the ‘difficulty level of individual questions’ its guidance to setters cannot illuminate understanding of literacy demands across the curriculum. 

The precise nature and range of these demands should be the subject of further research and review, with the aim of supplying an overview that would identify not only variations, but also discrepancies and inconsistencies across and within subjects. Such an overview would give students a basis for: understanding the ways in which tutors and markers interpret individual subject requirements; judging the varying emphases placed on knowledge, understanding, analysis and evaluation; and appreciating how the interpretation of requirements varies by subject and/or level. 

Whatever the advice given to students about writing – including the mounting advice prompted by more recent theories about genre requirements – effective writing is evidently more than the sum of its individual parts. As we have stressed throughout these Notes it is founded on, and emerges from active learning and engagement with the subject matter. This approach to learning will involve students in recognising and understanding the language and genre requirements of individual subjects as part of the learning process. Although such understanding of subject differences is essential, the preparation for effective writing does not change from subject to subject. The roots of all good writing lie in active learning and thinking, and in thorough preparation. These elements should be at the heart of teaching and learning in all subjects.
Recommendations
Pages 15 and 32 contain advice on the teaching and learning of extended writing that is directed mainly to subject departments. The following recommendations have broader import, in that they relate to prerequisites for lasting change. 

1.
All subject departments should review their programmes for learning and teaching to ensure appropriate coverage of subject literacy as well as subject content.

2.
The opportunities for students to be, and to develop as active learners should be reviewed at whole-school and departmental levels.

3.
Subject departments should review their programmes of work to establish how the recommended changes to the balance of approaches to teaching and learning may be best accommodated.

4.
Subject departments should revisit national subject guidelines and marking instructions, to confirm or clarify their understanding of how the content of these documents relates to markers’ judgements on students’ written performance.

5.
Research should be commissioned to investigate the effects on students’ performance of the wording of assessment tasks. The issue should be reviewed at national, whole-school and subject department levels.

6.
The nature, variety and cumulative effects of language demands on students across subjects should be a priority for national and whole-school research and review.

It need hardly be said that the above recommendations have implications for teacher training, as well as for schools and colleges. They have obvious implications for resources, and particularly for provision of time to think, plan and change. Their successful implementation will ultimately depend on their endorsement and funding at national level, on the full involvement of senior management in their promotion, planning and monitoring, and on the day-to-day commitment to their worth of all teaching staff.

APPENDIX 1

Students’ work
The scripts that follow are printed in the order in which they are referred to in the text of the Support Notes. In some scripts taken from manuscript, a few individual words were illegible, or partially so – these instances are marked ‘[??]’.

Scripts 1 – 4: Classical Studies (Higher)
Question: ‘If “Lysistrata” isn’t funny, then it’s not worth watching’. Discuss. 


Script 1 – Classical Studies (Higher) 

If the play isn’t considered funny, this is no reason not to watch it. Comedies are often based on the truth, and just exaggerated for a supposedly humorous effect. So, even if you didn’t find it funny it reveals a lot about the life of women in 5th century Athens.

5
Women weren’t allowed to vote or take part in any business or politics. This is shown by the men being shocked when the women voice their opinions on the war. The men are at first very reluctant to listen to the women – who are supposed to stay at home doing the household duties and look after the children. ‘Disgraceful – women venturing to prate so about public affairs’. 

10
This clearly shows that women in 5th century Athens were dominated by men. ‘Lysistrata’ shows the stereotypical view of women by men. All sources from the Ancient World come from men – so we don’t have anything from a woman’s point of view. Women are described in the play as being obsessed by sex and wine: I must admit I thought they only had one for booze. Other 

15
stereotypes are focused on in the play, for example, all Spartans being wild and hairy. Therefore you may not find the play funny but serious issues such as racism and sexism are questioned, which may be found interesting throughout the play.


In ‘Lysistrata’ the plot of the play is important. The women organise a sex 

20
strike and seizure of the Acropolis to try and stop the men from going to war. The main issue in the play is the conflict between male and female. The males are seen as democratic and have great love for their country.


They are determined to fight the war alone. While the women are seen as anti-democratic by the men as they are blocking the treasury. The main 

25
character, Lysistrata, is very international, joining together with Sparta to form a strong alliance. The issue of gender is a serious issue – and the battle between them should be enjoyed by those who watch the play ‘even if not considered funny’.


Women would enjoy watching this play as it serves the cause of women’s 

30
liberation. Lysistrata and her group of women go against the normal tradition of their country at that time – becoming the dominant force. This would need great skill and bravery, which the women prove to have.


At times, ‘Lysistrata’ isn’t all meant to be comedy. Aristophanes puts across a very serious point on how he thinks the current Athenian war should be 

35
dealt with. (at the time the play was written Athens had been at war with Persia for several years). The ‘wool’ theory is introduced through Lysistrata to the men. The war should be treated how the women would treat wool. The grease taken out – like all the bad people taken out the city. Secondly all the stray bits put together to form one ball – all metics [??], those in debt 

40
included and finally all woven together to make a coat – in the city all colonies join together to make one citizen body.

Therefore, even if you don’t find the play funny, there are some serious issues dealt with such as racism, sexism, women’s liberation and politics – so the play should be watched.

45
However, ‘Lysistrata’ is intended to be a comedy and you won’t get full enjoyment out of it unless all the references to sex, for example, are understood. Also the simple fact that the play is very unrealistic and women would never do such things at that time has to be realized to understand the humour. 

Script 2: Classical Studies (Higher)

‘Lysistrata’ by Aristophanes is a comic fantasy and its story is told through exaggeration and humour. However, the comedy is hiding some very serious issues which may well turn this comic fantasy into a tragedy. So, if Lysistrata wasn’t funny, would it still be worth watching?

5
The story of ‘Lysistrata’ is based around the woman of the same name and how she convinces the women of Athens to go on sex strike to make the men stop the war. The plot of the sex strike is what makes ‘Lysistrata’ very funny because in 5th century Athens it would have been impossible for women to get away with this. The humour though, is covering up a serious 

10
point that Aristophanes wants to make. If the comedy of the sex strike wasn’t there we would be left with the issue of people wanting the war between Sparta and Athens to end. When Lysistrata says that the women have Athens in their hands, it was found amusing because women would never have this authority. But under the comedy, Aristophanes is saying that the people of 

15
Athens must change things. Although this issue isn’t funny it is raising some serious points which other great dramas have done and could therefore still make Lysistrata interesting. But would the other serious issues make it worth watching?


What makes ‘Lysistrata’ so funny is the exaggeration of the women 

20
characters. Lysistrata and the other women manage to go on sex strike, seize the Acropolis and get the better of the men even though this would have been impossible in 5th century Athens, but this is what makes it funny. Aristophanes is really making a serious point about the role of women and without the humour it would be less striking to a male audience. The reason 

25
why this issue fits in to the play so well is because Aristophanes uses the exaggerated women characters to make fun of themselves to make the point – for example when Calonice is talking about women’s place she says they’re only women ‘what can we do?’ Without humour on this issue, Lysistrata wouldn’t be worth watching as it needs the humour to emphasise 

30
more.


The comedy of the magistrate is also needed in Lysistrata. The magistrate is old and pompous and doesn’t want women to have any power, ‘You in charge of our finances.’ The magistrate is illustrating how men would have thought at the time of Lysistrata so the humour is needed. If the scenes 

35
between the magistrate and the women weren’t funny i.e. dressing him up as a woman, the situation would be quite biased towards men as Aristophanes is making fun of old statesmen. The comedy takes the seriousness of this away and makes it more enjoyable as it doesn’t leave you feeling prejudice.


In conclusion ‘Lysistrata’ may not be worth watching if it isn’t funny. 

40
Although the serious points raised are important, the comedy helps explain and emphasise them. Otherwise it would be boring as the issues are not as intense as other tragedies have shown.


Script 3: Classical Studies (Higher)

The statement ‘If Lysistrata isn’t funny, then it’s not worth watching’ can be true in some ways but false in others. There is a view that in some ways it gives us an accurate account into the lives of Greek women. This view can be false in some ways but true in others. Although it is about Greek women, 

5
we cannot accept that this activity is what they did. Women in ancient Greece were thought of as the weaker sex. Their lives consisted of cooking, cleaning, rearing children and having sex at their husband’s request (or demand).


Lysistrata tells the story of a group of women taking over the Acropolis in 

10
order to get the men to stop the war. The women use the theory that if the war doesn’t end, they will refuse to have sex with them. This may sound quite logical but in reality this threat would not have stopped them. They would easily have found pleasure in other ways e.g. slave or other men.


So in this way Lysistrata does not really give us a real view into their lives 

15
however it does state that they have to do a lot of housework etc at the beginning when the character is angry at the women for being late for the meeting. She wonders if they have managed to tear themselves away from their home.


But basically the play does not really give us a true insight into the lives of 

20
women and is pretty pointless in this way.


The play does not really give us much insight into the lives of men either. In reality the men were the stronger sex and were in control of everything. The fact that the women manage to take over the Acropolis is very unlikely to occur in reality because the men would have just used their strength to move 

25
them. So in this way the play is quite pointless also.


Lysistrata also speaks quite openly to the Magistrate and humiliates him. This would not have happened because not only is he a male but he is an authoritative figure. This part is not very realistic either.


The only part that can be thought of as true is the fact that the women go 

30
back to their normal lives after it all. They go home not changed at all. And also the writer did try to get his point of view across about the war in this play so in this way the play does have a point.


However, all in all, the play does not have much truth in it, which is understandable because it is a play (comedy) and has been exaggerated a 

35
lot. Therefore if this play was not funny it wouldn’t really have much point but to get the writer’s opinion across about the war.


Script 4: Classical Studies (Higher)

Lysistrata was written by Aristophanes and tells of a group of women who lead a sex strike in order to implore their warring husbands to part. Set in 5th century Athens, Lysistrata provides us with a comical overview of society of the time. But would Lysistrata be worth watching if it was not for the 

5
humorous content?


In the beginning of Lysistrata Aristophanes tackles the stereotypical view, in the play, of women being sex obsessed, as well as wine tipplers. Indeed, Lysistrata comments:


‘If it had been a Bacchic Celebration or something in honour of Aphrodite 

10
you wouldn’t have been able to move for all the drums.’ 


The women’s despondency is here compared to Bacchus, God of wine and theatre, and Aphrodite, Goddess of love and beauty. This view of women to Aristophanes’ contemporary audience would no doubt have been found comical – as Athenian women were considered to be very subdued 

15
characters.


Yet although addressing the comical side of this play, Aristophanes also adopts a serious tone. His active role-reversal of traditional male-female characters demonstrates his recognition of inequality. Indeed women take over the traditional male domain of politics, and appear to handle matters 

20
far more efficiently than their male counterparts. This theme of equality is further extended when the leader of the male chorus hits out at Stratyllis. She retorts (sending a blow which sends him reeling):


‘Don’t trifle with us rascals! Or we’ll show you such fisticuffs your mothers will never know you.’ 

25
Thus although Aristophanes lowers the females to the males level of violence, he does effectively demonstrate the women’s ability to fight along the same lines as the men.


Another serious point adopted by Aristophanes in Lysistrata is the women’s seizure of the Acropolis. To the men this seems anti-democratic, as previous 

30
historical seizures, such as the Persians in 490, had been regarded as such. However the women’s move is not anti-democratic, as they are attempting to save the men from ‘frittering’ the public funds on the war effort. When the women came to blows with the magistrate, they are confronted by an old man, representative of an out-dated establishment. He is made to look 

35
foolish by the women overpowering him, then Aristophanes ultimately ridicules him when the females complete the idea of role reversal by dressing the magistrate up as a woman.


Finally, Aristophanes claims state problems can be scaled down and compared with housework. Lysistrata states that the city is much like wool-

40
work – you have to pick out the ‘burrs’, the ‘bad’ people, the corrupt politicians, and make a basket of good wool – the decent citizens. Here Aristophanes is making an important point as he is inferring that elections in Athens should be less open to corruption. He also metaphorically states that foreigners should not be denied citizenship if they are decent people. 

45
Therefore Aristophanes highlights the political instability of Athens, as well as the inequality as regards to citizenship.


In conclusion, therefore, Lysistrata is indeed a comedy. The issue of stereotypes is highlighted and, although mockingly, Aristophanes does so purely for comic effect. He does, however, succeed in tackling issues of 

50
traditional male–female role reversal, democratic actions as well as political matters. Therefore, it can be said that Lysistrata is a comedy – but it is also a play that addresses issues of great importance, and therefore would be worth watching even if it were not comic. 

Script 5: RMPS (Higher)
Question: Many Christians have not yet accepted the ordination of women as priests and ministers. How valid are the arguments against the ordination of women?


The ordination of women as priests and ministers remains a hotly debated and controversial issue for Christians within both the Catholic and Protestant churches. Many argue that it is simply an issue of equality of opportunity and that it is only fair and just that women should have exactly the same 

5
opportunities as men in whatever profession they choose to enter. To argue against such equality they believe, which they see as fundamental to the Christian faith, is to adopt a position which is, in this day and age, impossible to sustain. Others, however, seek to defend their view that women should not be ordained and justify their stance that men should 

10
remain at the top of the hierarchy in the church.


There are Christians from a number of different churches who argue that women should be treated fairly and equally, but the picture is complex and some churches – for example the Anglican Church – have ordained women in certain countries and not in others. Because there is no central authority 

15
within the Anglican Church each individual country is able to make up its own mind. The United States, Canada, Uganda, England, Wales, Scotland, Ireland, Australia and South Africa have all allowed women to be ordained whereas South America has not. But while some countries will allow ordination – which means agreeing to women becoming priests or ministers 

20
– they stop short of allowing these women to move up the equivalent of the church promotion ladder and do not permit them to become bishops. This is the case in England. In New Zealand and the United States, however, there are women bishops. It certainly seems that those countries which allow ordination but prevent promotion have adopted a position which is 

25
contradictory and indefensible. How can they really argue that they are providing equal opportunities when they are blatantly preventing women from proceeding onto the next stage in their careers?


It is also worth noting why South America has refused to allow the ordination of women and to do this we must look closely at the culture in South 

30
America. In many households, and indeed professions, women remain subordinate to their husbands. Because of this it remains inconceivable that women could be promoted into powerful positions in the church which would make them appear more superior than the men.


Those who oppose the ordination of women, however, argue that there are a 

35
number of valid reasons for refusing to allow them to be ministers and 


priests. A prime example of a church that remains unwilling to implement such change is the Roman Catholic Church. This church does not, at the moment, have any women priests and the present Pope – John Paul II – has said, categorically, that the very idea of having women priests is 

40
unacceptable. Since he is the authority in the Roman Catholic Church, all churches will abide by his decision – and the church remains, in some people’s eyes, a form of dictatorship. However, from history, we can see that the Vatican is not totally oblivious to public opinion – for example when the traditional sermons were changed from Latin to the Vulgate, as a result 

45
of public pressure. So, perhaps under different leadership, other traditions will also be revised to make the holding of religious office more accessible to women.


Many different arguments are used in an attempt to justify each stance; however, the relevance of the biblical justifications which both sides seek to 

50
use in support of their position is questionable in today’s free thinking society. Because of their inherent ambiguity it is possible to interpret these biblical passages in a variety of ways, in support of a number of different positions and philosophical stances, and this is exactly what each side in this debate has done. Because of this many view biblical arguments as less 

55
than useful – and certainly not convincing – and such arguments are dismissed.


The Evangelical and Catholic churches both turned to the bible for justification for the traditions of male superiority. The first such example originates from the story of the creation, in particular the references to Adam 

60
and Eve. Eve was, in their eyes, created as a helper for Adam, therefore, it is argued that women should not assume any superiority over men. Furthermore, women are seen as morally inferior to men as it was Eve who tempted Adam – which resulted in their being exiled from Eden. Although most Christians do not take this story literally, man is still seen as superior 

65
to woman, both in the eyes of God and on moral grounds. It is therefore understandable that these churches believe that they cannot ordain women, as they are not deemed moral enough to represent Christ in the role of a priest. Christ was a man, and the representative of God at the altar. Therefore, even if women go through ordination, in the eyes of the Roman 

70
Catholic Church they would never really be ‘valid’. For the Roman Catholic Church there is no choice in the matter, as women ‘cannot’ be priests – since women cannot represent a man at the altar. The implication behind such a statement, therefore, is that God is male – a strong traditional belief in the three monotheistic religions of the world.

75
We need to consider just how valid the arguments for and against the ordination of women actually are in contemporary society. In most churches 


the traditional idea that the bible was to be taken literally, and followed to the word, has been rejected. As people became educated, and therefore in a position to question the teachings, it became clear that the intention of the 

80
parables had been misunderstood. As people began to analyse the biblical stories, it became obvious that there were many contradictions within the stories. It was increasingly recognised that they were simply a ‘picture language’ designed to teach a moral, acceptable way of living, a vivid description of how God intended humans to live, behave and ultimately how 

85
to treat each other. Many questions arose because of this. No longer were the masses consolidated by tradition – rather, they demanded change. This is, in my opinion, fundamentally due to the vast societal changes inevitable over many centuries.


It seems to me, therefore, that in the 21st Century it is inconceivable that 

90
women could be prevented from entering the church as priests or ministers. We live in an age where the notion of equality – in terms of gender, race, colour, ethnic origin, sexual orientation etc. – is viewed as a fundamental human right and this is upheld by the law. To deny women this right is, in my opinion, unacceptable. 
Script 6: History (Higher)
Question: To what extent was World War 1 the main cause of Russia’s 1917 Revolution?


Covering one-sixth of the earth’s surface, and with a population of over 125 million, the Russian Empire inherited by Tsar Nicholas II in 1896 was deemed by many to be ungovernable. By the time war broke out in 1914, Russia had already undergone revolution, and social unrest was once again rising. Three 

5
years later, in 1917, Nicholas was forced to abdicate his throne, leaving Russia leaderless and in a state of chaos. Many would argue that this downfall of the Romanov dynasty was a direct result of Russia’s poor performance in war. Others, however, point to the poverty and discontent that had plagued Russian society for years, and the weaknesses of the Tsar. 

10
It is this question of the cause of the disintegration of Tsarism, with particular attention to the effect of the First World War, that I intend to explore.

Heavily influenced by his nationalist tutor and adviser, Pobedonotster, Tsar Nicholas II was a staunch believer in autocracy. Nicholas felt that, as Autocrat of Russia, he had been appointed by God and so was answerable 

15
to God alone. However, despite this conviction that he had God on his side, he was also a very weak-willed man, and was frequently swayed by his unpopular German Protestant wife, Alexandra. Upon coming to power following the death of his father, Tsar Alexander III, Nicholas was haunted by feelings of his own unsuitability to be Tsar, deeming himself 

20
unknowledgeable when it came to affairs of state. Indeed, when he and his wife had children he became a family man who cared little for politics or for his duties as Tsar. Distrustful of his ministers, Nicholas appointed and dismissed members of his government for no good reason, and was himself so alienated from his people that he had no idea of the reforms that needed 

25
to be carried out in Russia.


In 1914 Russia was wholly unprepared for war. However, the prestige of the country was very much connected to her position as a superpower, and with this in mind it is clear that defeat at the hands of the Japanese in the Russo-Japanese War (1904–5) would have been a considerable humiliation. 

30
Therefore the country needed to prove its military prowess to avoid further embarrassment. In addition Nicholas felt obliged to show support for fellow Slavs in Serbia, and so found himself drawn into a war in Europe that was to have disastrous consequences for both him and his country. This said, it was with a feeling of great optimism that Nicholas entered the war. As in the 

35
Russo–Japanese war, the Tsar looked forward to a ‘short, victorious’ battle that would boost morale and patriotism across the empire.


At first it seemed Nicholas would be proven right, as declarations of war were greeted with bursts of enthusiasm. Duma politicians united for the war effort, strikes almost totally ceased, and crowds gathered outside the Winter 

40
Palace singing hymns. The whole of Russia seemed united in their desire to beat the Germans. This enthusiasm lasted for about six months. At first the ‘Russian steamroller’, as the huge army was labelled, had some success in East Prussia, however, by the end of 1914 the army had suffered huge defeats at Tannenberg and the Masurian Lakes. The army’s lack of munitions 

45
highlighted the incompetency of the country, and of the 6 million men mobilised in 1914 only 4 million had rifles. Russia’s loss of life reached a staggering 4 million dead, wounded or missing by the end of the first year.


What is perhaps most crucial at this point is that by 1916 the army was no longer the loyal, willing and able one of two years ago. As more and more 

50
peasants were conscripted to compensate for the colossal casualties, the generals found themselves with an army of men who were fully aware of the hopelessness of the situation, and had come to resent their position. This loss of the support of the army proved to be crucial in the revolutions of 1917.

55
At this stage Nicholas made two decisions that were to threaten his position as time went on. Firstly he rejected proposals for a Duma based parliament. Despite the Tsar’s weak-willed nature, he displayed great obstinacy regarding reform of any kind, and this stubborn behaviour was strongly encouraged by the Tsarina, who believed firmly in autocracy. Many began 

60
to view the Tsar as driving the country forward towards revolution, and even dedicated monarchists came to feel that he was the cause of revolutionary attitudes. His second decision was to appoint himself Commander-in-Chief of the army. He did this as he felt that it was his duty as Tsar, and because there was some hope that morale would increase, as some of the peasantry 

65
still loved and respected their Tsar. His advisors, however, were horrified, as they felt that he would now be held personally responsible for every defeat. He would also be leaving the very unpopular Tsarina, or ‘that German woman’ as she came to be known, alone in St. Petersburg where she would be free to interfere in the government. As time wore on the zemstva and 

70
Duma became more outspoken and were soon speaking critically of the Tsar and his army, with every movement coming under damning scrutiny.


Although these ill-thought out decisions were connected to, and, in the second case, caused by the war, the blame for them must ultimately rest with Nicholas. His stubbornness and short-sightedness were what effectively 

75
lost him the support of his people and his army, and although the war undeniably made matters worse, he was essentially at fault.


The War had an acute effect on the cities. As they continued to grow, due to the influx of refugees and the industrial development required for the war effort, food supplies grew less and less. Production was slowed down in 

80
both towns and countryside, though grain production was not too severely affected in rural areas, even in places where half the able-bodied men had been conscripted, since these areas had been over populated to start off with. Yet in early 1916 under half the required food and fuel was reaching Russia’s cities. This was due to the requirements of the army, who were also 

85
monopolising the railway system, so the grain had no way of being transported. In addition, the peasants had no incentive to sell their grain, as the paper money they received for it could not be used for anything they wanted to buy, so they stopped selling and resorted to self-sufficiency. The food shortages caused riots in the cities. These problems were, in a sense, 

90
caused by the war, as it was the needs of the army that lowered food supplies. However, if the peasantry had been more contented and received better treatment, they would have perhaps shown more loyalty to the Tsar. Hence it can be seen that food shortages were the product of the war, and of the failure of Nicholas.

95
Regarded by many as a potential saviour of Tsarism, Pietr Stolypin, Prime Minister of Russia from 1905–1911, believed that the best way to stem the tide of discontent and unrest was to increase prosperity and so give people less reason to resent and dislike the government. A very intelligent man, Stolypin clearly had a better perception of Russia’s problems than the Tsar 

100
did. On entry to office in 1905, Stolypin began to concede to some reforms that would alleviate the plight of the peasantry, including the abolition of redemption dues, and the creation of the Peasant Land Bank. Peasants were granted more freedom, and by 1914 two million owned their own land.


However, these reforms took time, as poverty and inefficiency could not be 

105
vanquished overnight. The Tsar began to distrust Stolypin as time wore on and, consequently, when the Okhrana, the secret police, learned of a plot to kill him they did nothing. Stolypin was assassinated, in front of the Tsar, in 1911. After his death his policy of repression was continued, but without his supervision his reforms were neglected. Stolypin’s work has been described 

110
by many as too little too late, as the Tsar and his government should have made concessions sooner. Stolypin was determined to improve people’s condition of life, and perhaps, had he been allowed to do so, the people of Russia would have had more faith in their Tsar. Once again we can see that Nicholas must surely take some of the blame, since it was his suspicion of 

115
Stolypin that resulted in the latter’s death.


Although Stolypin improved the lives of the peasantry, he effectively made things for the industrial working class even worse. With the programme of industrialisation the industrial workers were forced to work extreme hours in unhealthy and unsafe conditions for low wages. Their housing was 

120
overcrowded, unsanitary and often poorly built. If the workers hoped for concessions in their favour from the government they were to be disappointed, as the wartime necessity for armaments meant many were working up to fourteen hour days. Their strikes in the 1905 revolution had demonstrated the power of the industrial working class, yet still the 

125
government made no attempt to help them, and so reduce bitterness amongst them. In addition, the extra strain of the war meant that they had reached breaking point.


The peasantry were also feeling growing discontent, though much of this was put down through repression. There was still land hunger due to the 

130
inadequacy of the serf emancipation of 1861, though Stolypin’s reforms did go some way to helping them. The peasants were underestimated by Nicholas, who felt that their lack of education would prevent them from questioning the unfairness of their situation and that they would always be loyal to their Tsar, such was their love and respect for him. However, since 

135
the majority of soldiers were peasants, they played perhaps the most crucial role in the downfall of the Tsar – the mutiny of the army. The peasants had been treated very badly, and so it was that Nicholas found himself with an army of men who resented him and the pointless war he was making them fight. Once again, Nicholas’ short sightedness and obstinacy were to blame, 

140
though the war was undeniably what sparked their mutiny.


Having come to power unexpectedly early, in the aftermath of his father’s death, Nicholas felt unprepared and unsuitable to become Tsar. Unable to do his duty as Autocrat of an empire that was notoriously difficult to control, Nicholas allowed himself to be heavily influenced by his German wife 

145
Alexandra, and she in turn by ‘mad monk’ Grigory Rasputin. Neurotically preoccupied with the health and well-being of her haemophilic son Alexei, Alexandra turned to Rasputin, a monk of humble beginnings who claimed to have ‘miraculous powers’, for supernatural guidance. Rasputin was allowed to appoint and dismiss ministers alongside Alexandra when Nicholas left for 

150
the front, and to dictate the progress of the army to the weak willed Tsar. This association with Rasputin, who quickly became notorious for drunkenness and womanising, weakened the Imperial family and alienated the Tsar from much of Russia’s aristocracy. This alienation proved to be crucial in the downfall of the Tsar. Pivotal to the Tsar’s survival of the 1905 

155
Revolution had been the continuing support of Russia’s elite. However, due to Nicholas’ stubborn refusal to heed the advice of his ministers, by 1917 he was so discredited that almost everyone had turned against him and were 


talking openly of his downfall. His government was also old fashioned, and the failure of the Dumas, lack of trade unions and political parties all 

155
contributed to the political frustration felt across the country.


To conclude, Russia was an empire that was notoriously difficult to rule, and the Tsar’s weak nature made him unsuitable for the job. During the years in office, Tsar Nicholas II alienated his people, and fuelled revolutionary belief with his refusal to reform. His unpopular wife, and the association with 

160
Rasputin also weakened his reputation. However, though his people were undeniably discontent, it was the First World War which sparked the revolutions of 1917. By that time the Russians were war-weary and dissatisfied, and even the aristocracy felt that Nicholas was having a destructive effect on the country. This said, it was the years of ill-treatment 

165
and hardship that led the people of Russia to turn against their Tsar. Any concessions Nicholas could have made to try and save his position would have been, as so many point out, ‘too little, too late’.
Script 7: History (Higher)
Question: What progress did Britain make towards becoming a democracy between 1850–1914? 


In 1850 some aspects of Democracy had been achieved. These were mainly strides towards a male democracy. During 1850–1918 three major strides had been made to ending corruption in British democracy. By 1850 there was limited franchise. Only rich, land owning men had the vote. There was 

5
also open voting, which meant men could be black-mailed – and forced to vote for certain candidates. There was also a lot of corruption when election time came around. Men bought seats. Many constituencies weren’t even represented. Also the House of Lords had a very powerful veto. There were 3 acts passed the first one was the Secret Ballot Act. This was passed in 1872. 

10
This act meant that men could vote freely, they had a choice now. The next act to come was the Corrupt Practices Act 1883. This act meant that spending was controlled at election time, and seats could not be bought, only won fairly. The third major stride was the Equalised Constituencies Act. This act provoked a redistribution of seats. Which would mean that each 

15
constituency would be represented equally. These were the Gladstonian reforms that made the system freer and fairer. But the problem was at the time these acts were only towards male democracy.


Next to come was the Parliament Act in 1911. This meant that the power of the House of Lords was curbed. The House of Lords could now not stop 

20
bills being passed, they could only delay them for two years. But this was later changed to one year. The Parliament Act also meant equal payment of MPs (approx. £400 per annum). Also elections were now to be held every five years instead of every seven years. There were also two major reform acts that changed the rules of votings. The 1867 Reform Act meant the 

25
extension of franchise in the boroughs. This made things fairer. The 1884 Reform Act abolished different voting qualifications. It wasn’t only rich men who now had the right to vote.


Even after all these Acts and Reforms women were still not represented. Women decided to take a stand. So the Suffragists were set up in 1897. This 

30
was a women’s organisation. It was set up to try and win women the right to vote. The Suffragists only believed in using moral force. They provided Parliament with some very good arguments. But Parliament was still not convinced. Six years later the Suffragettes were set up in 1903. They undermined all the work the Suffragists had done. The Suffragettes thought 

35
physical force was the only way to get the right to vote. They attacked MPs, bombarded Parliament, organised violent demonstrations. Generally they caused havoc in towns. The Suffragettes were said to be ‘marching 


backwards’. This was said by Churchill. The Suffragettes with all their violence had lost all the sympathy that the Suffragists had created. A 

40
common phrase used in the House of Commons is that ‘law breakers can’t be law makers’. By 1914 the Suffragists had 53,000 members. This showed that many women believed that they should have the right to vote and that violence wasn’t the way to get it.


There was a lot of prejudice towards women being given the right to vote. 

45
There was political fear. Women would have the majority over men. Women would be too emotional when voting. They would think with their hearts and not with their heads. They would vote for the blue-eyed candidate or for the candidate they felt sorry for – e.g. he’s worked hard, he deserves a chance, I’ll vote for him. Men believed that women’s place was in the home. They 

50
believed that politics would be too confusing for women because women had tiny minds. Men agreed that a woman’s place was at home taking care of the children. Some women themselves didn’t want women to be given the right to vote. Also delaying tactics were used by Parliament. Parliament said they were too busy. They had other more important problems to deal with 

55
like a war. Men also used the argument that women didn’t fight for their country so they shouldn’t be able to decide things with the right to vote. Women still had a long way to go to becoming represented instead of it being a male dominated democracy.


In 1914 the situation was most men had the vote. Secret Ballot 1872, 

60
Corrupt Practices Act 1883 and Equalised Constituencies Act had been passed. The power of the House of Lords had been curbed. MPs were now being paid equally. All constituencies were represented. Elections were now held every 5 years. But women still not represented! The reasons for the House of Lords’ power being curbed was because the Lords were likely to 

65
veto all proposals before the 1911 Parliament Act.


In 1914 women didn’t have the vote but four years after women 30+ were represented. Britain was on its way to becoming franchised, on the voting front. Democracy had come a long way since 1850 and a lot had been achieved due to Acts and Reform Acts. Even by 1914 there was still a way to 

70
go to becoming a completely fair democracy for both men and women. 


The Suffragists had helped women to get the vote with their patience and reasoning skills. The Suffragettes had helped by creating news headlines, even though these mainly involved violence. People couldn’t help but notice what they were trying to gain. So in a way their bad publicity was good to a 

75
point. But it was women’s work during WW1 that gave them the vote. But until 1918 democracy was still unfair for women.
Script 8: History (Higher)
Question: To what extent do you accept that Bismarck alone created a united Germany?


The power of German Nationalism was a main factor which helped create the opportunity for unification in Germany. Before Germany unified it was divided into 39 states. Prussia was the largest and most powerful state but Austria also played an influential role. Although German Nationalism was an 

5
important factor in German unification there were numerous others. Prussia’s ‘Coal and Iron’ policy also helped unify Germany. It did so by providing Prussia with finances for successful unification. Another factor was the policy of ‘Blood and Iron’. This included the action plans for German Unification. Another point was the state of the Austrian economy. The Austrian economy 

10
was in fact in a shambles. Although there were many great reasons and opportunities for German Unification there were also many problems which would be required to be overcome to unify Germany. These problems were due to Austrian power. The Austrians opposed nationalism and made every effort to prevent it. To do this the Austrians provided a divide and rule 

15
technique. This was the first problem Germany had to overcome. There was also the Anti-Unity brigade which consisted of the Austrian princes. The Austrian princes saw themselves as the legitimate rulers of Germany and were unwilling to give up their lands and lose their powers. Repression was also a problem. Methods of repression used by Austria were the passing of 

20
the Carlsbad decrees and the use of censorship.

German nationalism began to boom after the wars with Napoleon. Germans had to work together in resistance to defeat the French. Inspired by the Resistance of Napoleon the sense of Nationalism continued to grow. Although Nationalism was becoming strong in Germany it was thwarted at 

25
first by Austria’s political control. Austria tried to keep nationalism at a low by passing the Carlsbad decrees and by using censorship. A place where German Nationalism was incredibly high was with students in Universities and colleges. It was partly due to this that Austria were able to pass the Carlsbad decrees. A German Nationalist murdered a Russian spy. Austria 

30
used this opportunity to show that German Nationalism in universities, colleges and overall was becoming increasingly dangerous by that they meant if they were capable of murdering someone why would they not do it again or do something even worse. Because of this the Carlsbad decrees were passed. These decrees attempted to prevent student unions or social 

35
clubs in general from taking place as these are places that could be used for German Nationalists to meet and perhaps attempt to free Germany in some way and to increase German Nationalism. Austria also tried to prevent German Nationalism using censorship. They banned all radio stations and 


newspapers that approved of German Nationalism in an attempt to stop it 

35
growing beyond their control.


Although there were many problems for Germany the sense of Nationalism was still kept alive. The Burschenshaften was a cultural reason which was able to keep it alive. This mainly consisted of student unions. Although they were eventually banned due to the Carlsbad decrees they were still able to 

40
make a major influence and some underground unions kept going after the Carlsbad decrees were passed. The Zollverein was the economic reason which kept German Nationalism alive. The Zollverein was a customs union which benefited its members and taxed its non-members. This encouraged states to join it and helped about a sense of unity. It also helped strengthen 

45
the economy.


The ‘Coal and Iron’ policy which was created pre-Bismarck was a very important part of German unification. It was this policy along with the Zollverein which led to the economic unity of the North. This helped to create very strong road, rail and postal links which would later become very 

50
important in the unification of Germany. It was partly due to Prussia’s great coal and great steel works that economic unity was achieved. The unity of the North became motivated mostly by Prussia. Prussia provided the necessary wealth, power and transport system to later provide for the financing of the war policy. One of the reasons for was that the two main 

55
rivers in Germany both ran through the heart of Prussia. This would allow for supplies and troops to be sent throughout Prussia both quickly and extremely efficiently.


The ‘Coal and Iron’ policy was created by Bismarck. Bismarck was the son of a ‘moderately wealthy and rather stupid’ Junker. He himself was a Junker 

60
and a strong Prussian Nationalist . He grew up to go to University and to leave with a respectable degree. Although once he left University he did not immediately become involved the government. Bismarck did in fact begin his life as a bit of a waster. He became known for chasing around young peasant girls and for drinking and smoking cigars. He did at one point state 

65
that he aimed to drink an extortionate amount of a certain alcoholic drink before the end of his life. ‘Coal and Iron’ was Bismarck’s policy of unity through force to create a ‘kleindeutscheland’ . A kleindeutscheland means a Germany that consisted of Germans only. One of Bismarck’s many qualities was that he was a realist. He used his ‘ Realpolitik’ method to realize that to 

70
achieve German unity Austria would have to be eliminated. ‘Realpolitik’ describes Bismarck’s policy of doing what is possible rather than what is desirable. He was also a great planner. He was particularly good at military and diplomatic planning. He used his great planning techniques to buy enemies and to buy friends. He also had a great sense of opportunism. This 

75
involved him using people and using events to get what he wanted. Bismarck used all of these qualities to win 3 wars in 6 years and to move close to his distinct objective of unification. The first war was the Danish War. This war began as a result of the king of Denmark trying to take over the two duchies of Schleswig and Holstein. Prussia and Austria worked 

80
together to prevent this and together they declared war on Denmark. The war was won swiftly and the duchies were divided up. Schleswig going to Prussia and Holstein going to Austria. Austria were not happy with the way the duchies had been divided up and so after long disputes declared war on Prussia. Bismarck had used his qualities to plan for this and saw it as the 

85
opportunity to rid Germany of Austria. Prussia won the war quickly. After the war by the Treaty of Prague Austria were thrown from Germany. However Bismarck was not yet finished. He still had France to deal with. Leopold of Hohenzollern was offered the throne of Spain which upset the French. Bismarck saw his opportunity and tampered with the telegram. This had the 

90
‘effect of a red rag on a French bull’ and France soon declared war. Prussia defeated France and Bismarck had achieved his objective of unifying Germany.


In conclusion I feel that Bismarck was the main contributor towards Unification but was not the sole contributor. He was also helped by Wilhelm 

95
I and by his two army generals von Roon and von Molke who were seen as the two greatest army generals of the time. He also had a good legacy to follow i.e. a strong army and a strong economy. Bismarck was the one who decided the shape and the timing for German Unification but did not achieve it on his own.
[Note: Bismarck is not actually mentioned until halfway through the third page of a five-and-half page response.]

Script 9: Modern Studies (Advanced Higher)
Question: ‘Social class has declined significantly as a clear indicator of voting intentions in recent elections. Other factors are now much more important.’ Discuss in relation to the UK (including Scotland) and either the USA or Germany.


In recent history, it was often implied that your social class determined which party you voted for. Poorer working classes would vote for Labour and the Democrats whereas the richer middle classes would vote for the Conservatives and the Republicans. However, now that the mass media has 

5
become more and more widespread and the personalities of political leaders has become more and more important, many argue that social class has declined significantly as a clear indicator of voting intentions in recent elections. I intend to discuss this view by looking at the impact social class has on a voter’s voting intentions, which other factors would influence a 

10
voter’s vote and which factor is most important in determining the vote.

In the 1950s and 1960s, social class was an important factor in a voter’s intentions. Classes A, B and C in the UK would vote for the Conservatives and classes C, D and E would vote Labour. This can be shown by the fact that in this time period, 60–70% of classes A, B and C would vote Labour. 

15
This is because traditionally Labour were the party who best represented the view of the working classes in the UK because of their strong links to the Trade Unions. The Conservatives appealed more to the middle classes because they promised tax cuts and saving families money. However, with the demise of many industries in the UK in this time, the traditional working 

20
classes are beginning to dwindle and according to Professor Ivor Crewe, a ‘new’ working class is emerging which is not always likely to vote Labour. Also, if class was an important factor in someone’s vote, there would have been continuous Labour governments however, in recent years, it is the Conservatives who have been in power more. Labour’s landslide victory in 

25
1997 ended 18 years of continuous Conservative rule. Therefore other factors must contribute to the influence on someone’s vote.


In the USA, traditionally the Democrats best represent the views of the ‘blue-collared’ workers in the USA because they are the left-wing party in the USA. Although they are left of the Republicans, the Democrats are still quite right-

30
wing. In the USA, there is a right-wing culture as traditionally, Americans have a hatred of communism and if a party was seen to be heading towards the left, they would be seen as being sympathetic towards communism and people would not vote for them. Social class may affect the vote in the USA as a large proportion of Blacks and Hispanics in the USA are working class. 

35
Over 70% of Blacks and 80% of Hispanics voted for Bill Clinton in the 1996


presidential election therefore this shows that class can have a bearing on an election outcome. A large majority of middle class Americans vote for the Republicans because of their promises on tax cuts and their values of the family. Over 50% of white male middle class voters voted for Bob Dole in the 

40
1996 presidential election, even though under Bill Clinton between 1992 and 1996 the US economy had strengthened. This shows that in the USA, class can be an indicator of voting intentions.


However, there are many other factors which have become more important in determining someone’s vote. The mass media is an increasingly important 

45
way of influencing someone’s vote; especially amongst floating voters. The media has become more and more widespread throughout the UK and the USA. Although in the UK television must remain unbiased, newspapers are not governed by any laws on bias. Newspapers which have a very large readership may be very important in influencing someone’s vote. For 

50
example, in the 1992 General Election, Labour were favourites to win, however, the Sun newspaper began a character assassination of the then Labour leader, Neil Kinnock. The Sun has the largest readership in the UK and thus readers may be easily swayed by them to vote for the party they support. The Sun ran headlines like ‘Nightmare on Kinnock Street’ and on 

55
election day, they ran the headline ‘If Labour win today, would the last person to leave Britain please switch off the light.’ Subsequently, Labour lost the 1992 election. However, the Sun switched allegiances in the 1997 election to Labour after Tony Blair had a meeting with the Sun owner, Rupert Murdoch in Australia in 1995. The Sun claimed that they had won the 

60
election but it was not just the readers of the Sun who won the 1997 election for Labour. Spin doctors try increasingly hard to boost the image of their party by offering the media favourable coverage of their party. Peter Mandelson was Labour’s spin doctor in the 1997 election and was seen to have played a very important part in winning the election for Labour.

65
The image of the party has become a very important factor in determining someone’s vote in recent years. In the USA, it is the party leader who probably has the biggest influence on someone’s vote. The Democrats and the Republicans are so similar that it is increasingly difficult to distinguish between their policies therefore the image of the party leader is important. In 

70
the 2000 Presidential election, although George W. Bush was initially seen as incompetent and unfit to run for office, after several news conferences and debates, he appeared to be a good leader and able to run the country. Although democrat candidate Vice President Al Gore had considerable experience at debating, during TV debates in the USA, George W. Bush did 

75
not appear to be as bad as people thought. His performances in front of the media won over many American voters. In the UK, the image of the party leader is becoming increasingly important. In the 2001 General Election 


campaign, the image of the party leader has been emphasised increasingly. Tony Blair appears to be a strong leader with control of his party but also 

80
has a strong personality whereas William Hague has come across as a weak leader with a boring personality. The leader’s personality may actually win votes for the Liberal Democrats as their leader, Charles Kennedy has come across as a strong leader also. Therefore it is true to say that the image of the party leader is an important factor in ascertaining someone’s vote.

85
Another crucial factor that would determine someone’s vote is the party’s policies. If a party was to put forward a policy that appeared too radical, it may cost them votes. The manifestos of the parties are very important therefore. In 1997, New Labour emphasised that they would spend more on education, health and would implement devolution in Scotland and Wales. 

90
The Conservatives were anti-devolution and felt that they did not need to raise public expenditure. This resulting in Labour winning the 1997 General Election with the largest ever post-war majority. This shows that policies can be crucial in determining someone’s vote in the UK. However, in the USA, policies have much less importance. Democrat and Republican policies are 

95
extremely similar; only the Democrats social policy is a little more left wing than the Republicans. As policies are so similar, as long as a party does not try to implement a radical policy involving moral issues, policies do not play a huge role in determining someone’s vote in the USA.


In conclusion, although social class does act as an indicator of voting 

100
intentions, in recent elections its importance has declined. The mass media provides the most important role in influencing someone’s vote as it is becoming more and more widespread and everyone is exposed to it everyday. The image of party leaders is also becoming increasingly important, especially as policies between the main parties have become 

105
more similar. Although policies are becoming more similar, they do play an important role in determining someone’s vote in the UK.
Marker’s comments:
•
Clear introduction and conclusion.

•
Some in depth analysis. However, in some cases it is rather superficial.

•
Room for further development of conclusions.

Mark awarded: 20/30
Script 10: Modern Studies (Advanced Higher)
Question: To what extent is crime related to social class?

Before answering the question it is first important to analyse the meaning of the terms ‘crime’ and ‘social class’, ‘crime’ can be defined as a deviant act while ‘social class’ refers to the different categories in which people can be placed in respect to their occupation and where they live. It is the object of 

5
this essay to establish just how much social class is related to crime (deviant acts) and what other factors should be taken into consideration.


Many academics do believe that the most common factors which attributes people to commit deviant acts (and thus crime) are sociological.


One such academic is Albert Cohen, (a functionalist) who believes that 

10
criminal acts (deviance) can act as a safety valve, and that the law must not be too lenient as to let havoc break loose but that it must not be too strict either as to stop such people as Nelson Mandela. He states truancy as a prime example of a deviant act which shows that society isn’t functioning properly and he believes that by deviant acts such as this people can 

15
address the problem and change it. However Steven Box provides criticism of this argument by stating that Cohen’s argument ‘is only valid for a small minority of delinquents’.


Another sociologist who believes that social class is the main cause of crime is Robert Merton. He argues that people commit deviant acts as, although 

20
everyone has dreams and ambitions of wealth and success, some people do not have as much opportunity of realising these dreams and so turn to crime as another option. He cites the American dream as a prime example as although much emphasis is put on wealth there is not much emphasis on the ways in which people acquire this wealth. Lawrence Taylor criticises 

25
Merton’s argument stating that ‘not enough emphasis is placed on who makes the laws and who benefits’.


In addition further evidence to suggest crime is linked to social class is provided by another sociologist Howard Becker, who takes the interactionist approach. He believes that there is no such thing as a deviant act, and an 

30
act only becomes as such when others perceive it as deviant. For example take two working class boys fighting, others may brand them as ‘hooligans’ however if the two boys were upper class people may just take it as two boys just having fun and that they don’t really mean any harm. However many academics criticise Becker’s theory claiming that an act can normally 

35
be defined as deviant by the actions of those committing the act and not the thoughts of those who define the act as deviant.


Another sociological theory of deviance is argued by the Chicago School. They believe that in small towns people can ‘police their own’ but in large towns and cities people lose personalisation and people can be robbed in 

40
broad daylight and those around them may not be aware. They believe that people become deviant when they associate with those who carry these criminal norms. However Taylor, Walton and Young provide criticism to this argument by claiming that they do not take into account that not everyone wants to be wealthy (e.g. Hippies).

45
Although much evidence has been given to suggest that crime is related to social class there are those that believe people become deviant due to biological factors. One such academic is Cesare Lambroso who in his book ‘L’Uomo Deliquente’ claimed that those who committed crimes were throwbacks to a more primitive form of human being and that they often had 

50
high cheek bones and large ears. Criticism to this argument is that although his book gained much publicity at the time one could argue that this was only because it gave an excuse for society’s failings. A further biological argument is by Sheldon and Eleanor Gl…k [??] who believe that mesomorphs (round, stocky individuals) are more aggressive and therefore 

55
more prone to crime. Taylor, Walton and Young however, argue against this claiming that the mesomorph appearance is caused by lack of food and overwork traits most common among the working classes.

Another argument which perceives crime as being the result of biological factors is that research by British criminologists shows that a high 

60
percentage of male criminals have an extra ‘Y’ chromosome. However Taylor, Walton and Young again provide criticisms claiming that the offender may well have a bizarre appearance and behave differently. However it is this difference which excludes them from a normal social life and makes them commit deviant acts.
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Henry E. Kelly is another biologist who links physiological causes to crime. He believes that people with the condition hypoglycaemia (where there is too much sugar in the blood) are more likely to commit crime and that this can also be said of those with vitamin deficiencies.


In addition to this, recent research has found that defects of electronic 

70
impulses in the brain can predispose people to commit crime. This backs up the argument that people suffering from Attention Deficit Disorder (ADD) are more likely to commit crime. In fact by the age of 18, 50% of those suffering from ADD will have been in trouble with the police and in their entire lifetimes 80% of those suffering from ADD will have to be charged with committing a 

75
criminal offence. Criticism of this argument is provided by Kelly, Holborn and Makin who argue that just because someone may feel slightly 


hyperactive before taking their medication ‘it does not constitute a criminal act’.


Another reason given why people commit criminal acts is that many 

80
academics believe that psychological reasons are the main cause of deviance. One academic who argues this is Hans Eysenck he believes that people become deviant by inherited personality characteristics. He cites extroverts as an example, as he believes that they are harder to socialise. He…mbus [??] and Holborn, however, believe that Eysenck has mistaken 

85
differences in values for personality traits ‘values are learned not inherited’.


Another psychological theory for crime was provided by John B…dby [??] who in his book ‘Forty-four Juvenile Thieves’ linked deviant acts to early childhood experiences. He believed that if the mother was absent a psychopathic personality could emerge. It should also be noted that Freud 

90
too was instrumental in noting the importance of the mother. However many sociologists are critical of these theories claiming that they do not take into account other social aspects which have effects on an individual throughout their life.

Pamela Taylor provides further evidence of the link between psychological 

95
reasons and crime. In her study of both male and female prisoners she found that 10% were suffering from a mental disorder, most of whom were suffering from schizophrenia. Wo…itt [??] criticises this argument claiming that the mental disorders resulted ‘subsequent to the offending’ and even as ‘a result of prison itself’. Taylor and Gunn back up the argument that psychological 

100
reasons are the main causes of crime. In their study of either convicted or remand prisoners charged with either personal assault or arson they found that 60% were suffering from mental disorders. However R……port [??] and L…ssen [??] claim that too much emphasis is placed on violent crimes and that in non-violent crimes the number of people with mental disorders was 

105
considerably lower.


In conclusion it has been shown that although biological and psychological reasons predispose individuals to crime the real cause is sociological. However one must take into account that crime rates are continually rising and that in this case the unreliability of crime statistics must be taken into 

110
consideration, although it may be the result of the growing pressure on people to achieve success and the ever visible gap between the social classes. 
Marker’s comments:
•
Good to see a plan at the start. [perfunctory plan not shown above]

•
The introduction is clear.

•
A detailed but descriptive answer.

•
Different perspectives are included. However, there is room to develop the points further and relate them more to the question.

•
An appropriate conclusion is included.

Mark awarded: 17/30 
Script 11: RMPS (Advanced Higher: Section C – Bioethics)
Question: ‘The use of embryos for research purposes is clearly a case of the strong using the weak.’(Gilbert Meilander) Discuss. 


The human embryo comes into existence when the male sperm fuses with the female ova. The cells then divide and re-divide to create an embryo and a foetus. 


The embryo consists of a double helix of sequences of nucleoticle building 

5
blocks that provide the blueprint for the development of human life. Study of the embryo and the way it is formed can help scientists in a number of fields. It can be used to research how successful pregnancies are achieved, and how genetic disorders are passed on through generations.


Currently embryos used for research purposes are received from IVI-
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treatments – where a number of embryos are produced, but only those most likely to succeed are implanted in the womb. The legal limit for research on these embryos is 14 days. This point is known as the point of differentiation where specialised cells begin to form. It is thought that up until this point the embryo cannot feel pain.
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Scientists would claim that the research they do on embryos is very important, as they have no other way of obtaining the results they need. However, the research has forced opposition from Prolife groups, and from the Roman Catholic Church, who claim that the embryo is a human, and should be given the same rights that any human deserves. The key issues 

20
raised here are – when does human life begin?


The Roman Catholic Church would contend that ‘ensoulment’ happens at conception, and believe that ‘Every person should be respected for himself. In this consists the dignity and rights of every human being from his or her conception.’ They cite Psalm 139 in support of their argument 

25
‘When I was growing there in secret 


You knew that I was there. 


You saw me before I was born.’


Specifically on the issue of embryo research, the Vatican has stated that ‘no objective... can justify experimentation on human foetuses or embryos’.

30
The belief that human life begins at conception is held throughout the Christian Church. The Church of Scotland however makes a distinction 


between life and ‘conscious life’, claiming that conscious life does not begin until 14 days – the point of differentiation. It therefore accepts the legal limit for embryo research.

35
Some may say that the Church of Scotland is performing a difficult balancing act by sharing the Roman Catholic belief in the sanctity of human life and yet still allowing this research to be done – knowing that these lives will be destroyed. However, the Church believes this area to be a ‘moral minefield’. It recognises that, in a ‘fallen world’, there has to be a compromise between 

40
the needs of the embryo and the needs of greater society, saying that ‘In these situations it is not right to make dogmatic pronouncements.’


Recent scientific developments have been welcomed by religious groups. The use of stem cells in medicine has until now, required them to be taken from human embryos. These cells are used in the treatment of diseases such 

45
as Alzheimer’s and Parkinson’s. However, an American scientist has now found a way that enables stem cells to be taken from adult bone marrow. Cardinal Thomas Winning said of this discovery ’The use of adult bone marrow in this procedure does not give rise to the same ethical problems.’


For those who believe that human life begins at conception embryo research 

50
could be described as a case of the strong using the weak. However, others believe that it is necessary, in order to further society.


Until we have a clear definition of what a human being is, and can agree when human life begins, attempts to access the truth of Meilander’s statement are futile.
Marker’s comments:

•
This essay demonstrates knowledge and understanding of complex concepts and issues. It makes selective reference to sources and their contexts. 

•
It presents a detailed and balanced analysis of complex concepts and issues. It makes considered judgements on the interpretation of texts and the relative merits of viewpoints. 

•
It presents a summary of the evidence with coherent arguments.

Marks awarded:
•
Knowledge and Understanding
6/10

•
Analysis
3/5

•
Evaluation
5/10

•
Summary
2/5

Total: 16/30
Script 12: Media Studies (Advanced Higher)
Question: Compare and contrast the strengths and weaknesses of analytical methods centred on audience with those centred on text.


A media text can be analysed in numerous ways including a textual way or with reference to audience. Audience research, however, encapsulates both, and in itself has a number and variety of ways in which to analyse. The study of audience includes the theories of differential decoding, the ‘effects’ model 

5
and Uses and Gratification as well as looking at the genre and the ideology of a text and how these target and affect the audience. Ethnography can also be used, but like all other forms of audience analysis also features some inherent flaws. Focusing mainly on textual analysis, however, is also problematic.
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The idea of ‘differential decoding’ (pioneered by Stuart Hall in the 1970’s) is a fairly valid theory although it has been, in some ways, out-dated by more recent arguments. The old way of analysing audience (mainly created by the Frankfurt school formed in 1923) was the ‘Effects Model’ which put forward the idea that a film injected its message like a ‘hypodermic syringe’ into the 

15
reader who remains passive. ‘Differentiated decoding’ firstly points out that a reader is not passive when viewing a text thus rendering the ‘Effects’ model out of date. Instead, proponents of this theory argue that the text contains an encoded message which different readers then decode in different ways, depending on their social and economic background – e.g. race, class, 

20
gender etc.


This can be demonstrated with the 1998 film ‘Titanic’. It ostensibly features an encoded message about class which viewers could read differently. Many could read it as a simple attack on capitalism whereas American audiences may decode it more as an attack on old capitalism but pro ‘new money’. 

25
This can be seen particularly in the character of Molly Brown. This is an interesting theory but features some flaws. Firstly it presumes that there is one set message that is simply interpreted in different ways, whereas modern audience theory implies that there is no set message and the audience make the meaning.

30
Another theory is that of the Uses and Gratification model. This is where the audience can use a text to satisfy certain pleasures. For instance a text can be used as cultural capital where people can trade their knowledge of a text with other people. This has been detailed in Janice Radway’s ‘Reading the Romance’ where female Mills and Boon readers are shown to create a sense 

35
of sisterhood by giving a feeling of exclusivity over the text and trading knowledge with other readers. There are many other Uses and Gratifications 


– such as those detailed by Blumler and Kutz: ‘escapism’, ‘surveillance’, ‘identification’ and ‘companionship’. However Uses and Gratification theory again misses out one integral part of analysis. It does not really consider the 

40
text, and, as many theoreticians have argued, to understand the media there must be an understanding that the audience and text are inextricably woven together and to focus on only one is to break the connection.


All audience theories feature one common problem. They presume an audience that may not in fact adhere to their own ideas of the reader. The 

45
empirical studies of ethnography try to counter this by actually talking to individual audience members. However it is severely flawed. The dialogue must be conducted at the time and can only really confirm the theoreticians’ suspicions. Also, an average reader would find it hard to analyse themselves in real media terms.

50
In comparison, centring on the text also has its advantages and disadvantages. Many argue that to focus only on the text is to miss out a large piece of the picture. Nevertheless it can also be very useful.


The study of genre is very important in understanding a film. Some have argued that genre is the only important factor in understanding a film as it 

55
encapsulates other things such as the narrative, audience, the visual style – e.g. the mise-en-scène – as all these factors either adhere to the generic codes or work in subverting them. However, this kind of study can be argued against as audience theorists would take the stance that genre is more a part of audience analysis than vice versa.

60
Ideology is also important when partaking in textual analysis. Most films will generally feature some of the film-maker’s ideology, whether it be conscious or otherwise. However, for a commercial film, the ideology must adhere to certain rules (or, in Althusser’s terms, ‘reinforce the ideological state apparatus’). Thus, in ‘Titanic’, the ideology is not an all out attack on 

65
capitalism, something that is an important part of America’s culture. Again, though, solely featuring on this means that the audience is not considered – how the ideology targets them and affects them in numerous ways either through the ‘effects’ model or ‘interpellation’ etc.


A film can also be viewed in terms of its mise-en-scène by using such things 

70
a semiotics. Studying the messages hidden within the texts’ visuals is an important part of analysis but again does not focus on the important fact that the messages are there to be received by the reader.


In conclusion either centring on the audience or a text features problems as it is impossible not to consider them together. While it is possible to argue, 

75
as Hare did in 1991 when he said, ‘The meaning is not in the text but in the reading’, it also means that you are not considering anything in the text, such as the film-maker’s intentions, the preferred reading and so on. On the other hand to focus on the text is not to fully understand how the text interacts with the viewer and how the text is potentially shaped by the 

80
audience. Therefore, true media analysis must feature both forms of analysis together.
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