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studies in language and writing. The first part of chapter 2
demonstrates that normal growth in syntactic maturity can be measured
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discusses the design and procedures of the study. The results of the
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such practice. The conclusions and imglications of the study are
discussed in chapter 5: the fact that seventh graders' writing can be
improved within eight months suggests that sentence-combining
practice could be a valuable contribution to a composition program.
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composition evaluation assignments. (Author/LI)
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Literacy, or the lack of literate skills, overshadows and outwei
every other problem and need sensed by educators and clients of thv
schools. The broad base of opinion to this effect is reflecte d in the
highest priorities of current educational legislation and planming, For
] t() ](mn pn tr) rc"u]m"‘ thP

this reason, I was particularly intereste
uscript for this book, that Frai
struetional techmquv for use in t(-;u'hmg w rmnﬂ t]nt was at least
s that would profoundly alter the
wlunt, M) reading

potentiaily capable of vielding resul
current instructional practices of the writing curr
of (YHare’s manuseript confirmed this deseription,
The instructional approach in the O'Hare study is called sentence-

mmlmszﬂ a tvpe of pedagogy involving extensive, sequenced practice
3 m]]v formulated print-based exercises thmﬁ;ﬂh which a student
is said to acquire desterity in writing, ‘complex senterice structures. On
its face, tl nee- L(Hﬂhllﬂ]l},l technique has a solid foundation in
rescarch. The main ideas, though original in configuration, are sup-
ported by the work of ral leading 1 guists and, indirectly, by the
work of manv behavioral scientists over a period of dec ades. One of
the crucial Imrlmstu notions here is that written English is a dialeet
distinet from hpukcn English, from which it would appear to follow that
an cffective pedagogy should be based upon language-learning tech-
niques. Another notion is that the linguistic mechanisms of sentence
generation are extremely dynamie, from which follows the possibility
indeed the actuality in the sentence-combining method, of devising
learning activities in which the linguistic processes of sentence gen-
eration can be simulated by the student. The basic ps_/c:halagzi,al in-
gr L‘dwnt lnu to du wlth an ltppawnt fact :tb(mt le.mnng whcrcbv eom-

*-.m:z]lm i;umpum‘nt suhhkllls, as whcn in thL« ﬁ(_ntEllLL mmbunng, mcth—

od a student matures in his |
a succeession uf quasl g‘ener;ttwu lmrmng L‘\PL‘HU]CE‘:: in sentence build-

,,,,, cation as an instructional
:;.tmtcgy at rmuny ]c:vds pf tm,mmr n wntmgi from the clementary

=

inguistic ability in written English through

grades on.
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O'Hare’s contribution has been to identify the practice of sentence-
combining as the probable cause of the positive cffects that have been
observed in a series of experiments in which sentence-combining ac-
tivities were present, but not the exclusive clements of the treatment.
For historical reasons, the sentence-combining technique arose within
the context of a debate on the relevance of formal grammar instruction
(in this instance, transformational grammar) to the acquisition of
measurable writing skills, The force of O'Have's work, which reports
impressive positive effeets for the exclusive use of sentence-combining,
is to render the entire issue academic, at least with respeet to the short-
term goal of finding curricular and instructional solutions to the prob-
lem of illiteracy in writing,

One should bear in mind that OTlare’s experiment does not have
laboratory characteristics, and although O'Hare himself is highly
qualificd by experience and training, the test data camnot be taken as
conclusive proof, nor can they be fairly intcrprc:tecl without reserva-
tions. Still, O’Hare has provided the first major test of sentence-com-
bining methodology in a relatively pure form and, while 1mpn1mnt
questions remain to be answered, I can think of no line of rescarch in
the area of writing that holds greater promise for effective curricular
change than further exploration of sentence-combining as a pedagogy.

o

PLter S. Roscnb'mm
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INTRODUCTION .

Despite Marshall McLuhan's timoly wiarning to socicty
and to educators in particular that we are at the end of the Gutenberg
era, the age of writing and of printed materials, and that the clectronic

in gener

“nonwriting” age i upon us, educators remain convineed of the im-
portance of writing as a humane, perhaps the most hamane, skill de-

veloped by man. Written records have cnabled man to pass down
ries his discoveries, his frastrations, and his aspira-

tions. The cloquence of Gicero, the simplicity of the Sermon on the
Mount, the wisdom of the Bhagavad Gita, all would be lost to us had
we not devised the means to Pilt them on paper.

The English-speaking communi y has given English teachers the
responsibility of teaching people writing, the putting-words-dow
paper skill. And English teachers who have been writing for a very
long time have come up with a hewildering variety of “right” wavs to
teach writing, There are almost as many theories as there are theoye-
ticians. Even more perpiesing, although many of these theories make
good sense, cach in turn has been, if not refuted, at least called to
question by contradictory evidence, After an exhaustive study of writ-
ing rescarch Braddock {1963) concluded that

~(111=

Taodav'y

research in composition, taken as a whole, may be com-
pared to chemical research as it eme ged from the period of alchemy:
some terns are being defined usefullv, a number of procedures are
being refined, hut the field as o whole is Taced with dreams, prejudices
and makeshift operations. (p. 5)

been on for an all-enibracing

=]

At least since Aristotle the search has

theory of rhetorie or composition or plain writing, This metathes
would assign to their proper places and in their proper degrees such

i

components of wri mg as ideas, organization, style, voice, tone, vo-
cabulary; it would reconcile differences, confirm similaritics, answer
all our questions, Despite the fact that some impressive attempts Lave
been made in recent times to formulate such 4 theory—for example,
the works of 1. A, Richards and Kenneth Burke—no completely satis-
factory metatheory has appearcd:  opposites remain unreconciled,

doubsts unresolved,
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Teachers of wriling, however, are Joss interested in compaosition theo-
rv than in the pmgtlml implications of any given theory, Confronted
daily with the task of improving student writing, these teachers ean-
not alford to wajt until 0 satish wetory metatheory emerges from re-

carch. For them the crucial question is alwavs a priwtici 1] one: W iH it
mJL(- my students better writers?

The present study is not designed to test any proposed metathrory
of ecompaosition. 1t has its eve, ,Jthm on compusition students in the
English elassroom. and, as a consequence. ibs aims are vuieh more
Interested in the possibilities of aliering
ting hehavior, this study secks answers to

Himited, nmrh more specific
an Implmn students’ wr
the following 1 wstions:

L Would seventh graders who practiced o new kind of

combining excreise that was in no way (]gp{ ndent on their h)mm]

oL

knnw]qdﬁv of a grammayr write L()!llli(),‘sﬂ!l?!lh that could he de-
seribet '\'nhmtu.ﬂ]\ different from those written by students
quite similar to them in al tv who were not expeed to such
sentence-combining practic 7

b

If there were svatactic dilferences in their writing, could these

differences be called differences in maturity?

A Waonld the students who ]')Tilcﬁud the sentence U!mhlmn” write
compasitions that would be judged better in overall qlmhl\'F’

4. What would be the eurricular implications ol these findings?

study (_(mu] be deseribed ay hun" in the tradition of

;\Jtlmugh thi

o th( 1(-] 1tmn~.hlp bebwe el granmmar stnd\

r Inde (‘d
ationship
]n L\\un gl.unm.u siidd \\utmg ll;.,u l(d U!lh lmuudu r Ln I;) puthesize
that sentcnee-combi
tormal knowledge of a g

ing practice need in no wav be dependent on
anumar, traditional or tranzformational.
This study does, however, relv on transformational theory. The sen-

tenee- 'umlmnn" ¢ oreises writken out h\ the students are entirely de-
nmar. LEquallyv important to this

pe qdent on a the ory of generative ¢
Hv oriented studies of Hunt and

s.tnd\ were the recent transformation:

O'Donnicll on the deve lopment of svntaetic maturity, This rescarcher
simply felt that. although a know lvd"r of transformational—or for that
matter, traditional—grammar is an mchspvnmhlv tool for the researcher
and a potenti
justification for assuwming that it would he Ip sticlents write better,
However, the deliberate climination of generative-transformational

v useful tool for the teacher of English, there was no
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prammir study from this experiment and the svstematic exclusion of
grammatical t(—mnuu]ug"\» from the entire experiment must in no way
be canstrued as’a rejection of grammar study per se. The large and very
interesting question as to whvthu grammar should be studied in
schools at all will not be dealt with in this studv,

Recent studies dealing swith the re L‘itmn%]np between a cortain kind
of language atuclx and writing are examiped in C hapter One. The first
part of Cly apter Two c]rmunah.ﬂva that normal growth in svntactic
maturity can be measured in quantifinble terms, The second part of the
L']mpli‘ both deseribes and suggests o rationale for sentence-combin-

ing practice that is in no way chpmch nt on students” formal knowl-

eddge of a graminar,

Chapter Three discusses the de sign and the procedures used in this
unuhgulmn including the hvpotheses to he tested, the research de-
sign. the subjects, the independent, dependent, and estrancous vari-

-.1|)hh, the experimental and control treatments, and the measurement

and analvtic j)rn(;cd ures,

i Chapter Four the results of the analysis of the data are both
presented and discussed,
~ The final ¢hg apter containg the conclusions of this study, the theoreti-
cal and practical implications of the conclusions for the te aching of
writing, and, finallv, somc suggestions for further studv,

% 2
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CHAPTER 1
RECENT RESEARCH ON GRAMMAR STUDY AND WRITING

With the publication of Syntactic Structures in 1957, Noam Chomsky
revolutionized  grammatical theory, Subsequent refinement of  his
generativestransformation:] theery by Lees (1960, 1961), Chomsky
himselt £1965), and athers has led to a general aceeptance of trans-
farmational theory as an officient method” of formulating “the most
ceonomical and coherent svstem of explicit rules adequate to cliarae-
tevize all the grammatically well-formed - sentences possible in a par-
ticular Tanguage”™ (O'Dowel], Griffin, and Norris, 1967, p: 13). Chom-
sky awl the other transformationalists” demonstration of the superiority
of certain aspeets of generative over those of traditional grammar led
Meckel (1963), in a survey of the effeets of the teaching of grammar
on writing, to vhserve that "nmuch of the earlier research on teaching
grammar st hesyegarded s no longer of great significance outsid
the period in edueational history which it represents”™ (p. 982),

While ;mknmvivf]gfng gu_nurai[]_\,-' the truth in what Meckel has said,
it is nevertheless interesting to examine some of the studies completed
hefore Chomsky which concerned themselves with the relationship
between formal grammar study and wriling because that history is a
cirious one indeed. Study after study tested the hypothesis that theye
wats a positive relationship between the study of grammar and some
aspect or other of composition, Result after result denicd this hypothe-
sis. Manyv ol the findings ¢ither clearly indicated. or at least strongly
suggested, that the study of granuar not only did not have the de-
sired result, hot that there also resulted some undesirable side efleets,
Braddock (1963 ). in a veview of formnal gramnur and its effeet on

writing, declared that

In view of the widespread agrecinent of research studies hused upol
nuny Lypes of students and teachers, the conelusion can be stated in
strong and unqualified terms: the teaching of formal grammar has a
negligible or, heeause it usually displaces some instruction and practice
in actual composition, even o harmbul effcet on the improvement of
writing, (pp. 37-38)

Subscquent reviews of researeh by Bateman aad Zidonis (1964) and

5
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Meollon (1965q. 1967 corrohorated Braddock’s statement, The reader
2" The history of this extensive researeh

might ask, "Why* curious” thens
i5 a curiosity ann[ﬂ\ beenuse so el rese arch has been conducted on
this question, Why were 15 nglish rescarchers so persiste at? Wh didn't
thev recognize that there was indecd no relationship hetween formal
grannnar ‘atlld\' and writing?

The answer is, perhaps, a surprisingly obvious one. English teachers
must have instinetively Telt that some Tiow. somewhere, someone wonld
find the connection that they “knew™ was there, For over a century
teachers had heen teaching grammar and expecting, indeed assuming,
that it would help their students write better.

Further proof of this ahmost mystical faith'in the effic
studyv can be found in the nature of the studics pmdur_vcl by ]m;,m.stw
researchers after the publication of Chomsky's Syntactic Structures.
Instt;.u] c)f -;1h.mdmnng this line of inve shcmtmn .thm_{c:tlw Lht‘w

wy of SrLnnar

resear

genc mhvc tr mﬁhum.ltmn 1! gramunr \\uu]tl nnpum- stuch nt&. wntmﬂ
And it wasn't long hetore their optimisim paid ofl. Between 1964 and
1968 there appeared several studivs whose results indicated that the
transfommational grammar approaeh did have an effect on student
writing, N

Bateman and Zidonis published a study which elaimed that a knowl-

edge of generative grammar enablod students to increase significantly
the propurtion of well-formed sentences they wrote and Lo increase the

m,nupimlx without sacrificing the gramn ftif.‘;lllh of their sentences,

In 1965 this researcher was @ LIUL‘tUldl student at the Flovida State
University in the Experienc ed Teacher Fellowship Program and par-
ticipated in some Hvely discussions of the Bateman .lnc] Zidonis stucy
and of a similar kind of study by John Mcellon, These disenssions led
the present researcher to the dden that perhaps the Batemwan and
Zidonis study was succeessful ouly hecanse of the sentence nanipuola-
ton their students had ]nlhnnu o« and to wonder whether Mellon's
erammar study had hindered his students i any way,

Althougli Mellon was at pains o diflerentiate his study from that
of Bateman and Zidonis, the two studies proved to Iu-'umukth\
similar, They were, as Mellon (1969) claimed of the Bateman and
Zidonis study, “the [first uﬁlwrnnvntsa] in the entire eanon of grunmar
and writing research that explicitly Jadvaneed | asentencesstrmeture
hypothesis™ (p. 10). Both exposed their students to the study of
generatives transformational  granmmar, Both wore interested in i_hv
pmsllnhiv that error reduction would result from their experiinental

trentiments. Batenian and Zidonis concloded that a knowledge ol gen-
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RECENT RESEARCH ON GRAMMAR AND WRITING | 7

crative grammar could enable students to reduee the oceurrences of
errors in their writing, Mellon originally planned an analysis of error
multhnu‘ hut .1]3.mdum-d the pmji ct ay tmr time r;nm,unnmr :m(l
wrote :~.c‘ntu CO§ th.—nt were %-.\ nt;mhm”v more cmnph X or matuare, f\!i(]
thev both relied heavily on generative granar for their varions

iil‘lgll\"’f(}*{

Of course, there are obwvions differences hetween these twn studices,
which a brief appraisal of Bateman and Zidonis and a more detailed
look at Mcllon should make elear,

Thé Bateman and Zidonis Study

The study conducted by Bateman and Zidonis (1964) was a land-
mark in the history of rescarch imvestigating the effect of grammar on
writing because it hvpothesized that the study of a transformational
grammar wonld affect the structure of the sentences students wrote.
As with any pioncer study, it should be Tooked upon as a product of

ity tum: .m{l 1 li‘ﬂu’_tlnll of thv shite uf knc)w]vdﬂv of th.lt pmmr]

generative h.msimumtmn.ll grammar was u].ahvciv new., L\tl mung;mt
cluims were being made for its “generative” Jp.zlnhtws by over-
enthusiastic supporters: equally strenuous denuneiations flowed from
traclitional grammarians who perhaps felt threatened, A further diff-
t;u]lv was the complex pro. stvle of Noam Chomsky, who used a sort
hn;mshc shorthand” hu]uuui}\ couched in the |.un_§u;1L.(‘ of mathe-
m.mua to “elarily™ his ideas. Not exactly ideal fare for the average
English teacher, who tvpic 1”\' abandons the study of mathematies at
an carly age. Feelings were hlrfh misconceptions rife, acrimony bitter,

It is not surprising. then, that when Bateman and Zidonis discovered
that their experimental group had reduceed the incidenee of errors and
at the same time had emploved more mature sentenee strnctures, they
concluded that it was a result of their students’ knowle dge of trans-
formational grammar, Generative grammarians stood vindicated, Or
so it appeared.

No uscful purpose would be served by examining the Bateman-
Zidonis study in detail, but since several eriticisms leveled at it by
Mellon ih‘.suw- some atlention, a brief deseription of some aspects
of the .\imly nn;__,ht pm\ ¢ mvlu]
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“regular curriculam” and spectally prepared materials from the area
of generative grommar Six pﬂet-('s't and post-test c'.()mpu%iti'ml% were
collected from both sections during the first three months of the first
vear and the last three months of the sceond vear, The investigators
thm‘tL‘d the sentences according to whether they contained crrors
or not. They lulluwud this by caleulating the mean “structural com-
plexity scores™ for cach of the, two sentence tvpes. The structural
complexity of a sentence was derived by adding one to the number
of transformations each sentence contained, Imt\ -six transfonnational
rules were listed by the investigators and used to identify the trans-
formational h!:x_.tur}‘ of each sentenee.

Bateman and Zidonis reported that their experimental students’
study of tmnafmnmhmm] %rlmmar cn.thlcd tlu m to increasce ﬂgnﬁ‘

rcducr thc OCCUITENCT u} CITors in then wntmg ics increase in aver-
age struetural complexity scores for well-formed sentences was 3.79
for the eontrol class and 932 for the experimental—which, of course,
an increase of over five transformations per sentence.

]L])IL%U]'___
Interesting results despite the fact that the greatest changes in the
experimental group were made by only four students. Mellon rightly
questioned whether analvsis of variance was the appropriate statistic
ln:w vamthuk w8, he sevmvd to I;ﬁll() : an mdhputdhlc hu;_t the
htl!dt‘.l!fh Lumpnhcd ;l['npz(_lxmmlul}-' t_nu_!-flfth (;! t_lm ukptlmmnml pupu=
lation. Although some of Mellon’s criticisms are well founded, others
are, perhaps, a little too severe. Mcllon took the investipators to task
for not utilizing the findings of Kellogg Hunt, ignoring the fact that
the Bate N z’ulums %tnd\', a bwo-vear enterprise, was ;umph‘tcd and
published in the same vear as Hunt's study (1964). Also questionable
is the severity of Mellon's reaction to the investigators” deseription of
what the control cluss studied. Mellon was correct, of course, when
he suggested that more information should have been given than the
following:

Euch cluss studied whal would be considered the regulur curriculum
at the school with this exception: the experimental class studied ma-
terials speefully adapted by the investigators from the area of genera-
tive gramnar. (1964, p. 10y

In cach class, improvement of pupil writing wus one of the major
ul)]u;ll\ U5, th clusses differed only i content: no formal grammar

s studied in the control class; the g,,l.lummln; H contenl deseribod in
Cll.l,pli.‘i'% 2 and 3 way studied hv the pupils in the experimental class,
(1964, p. 117)
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Some sort of outline of the English courses that the experimental and
control students were exposed to would no doubt have been useful.
However, “regulr curriculum” does give the reader some idea of
what went on. Surely any unusual subject matter or technique em-
ploved would cither have been avoided or reported in some detail.
It does seem that Mellon reacted too strougly when he declared, “Surelv
this is a mujor oversight in such a study” (1969, p. 13). o

Mellon’s final eriticism of the Bateman-Zidonis study is sound, He
claimed that the hypothesis of the entire experiment was based on a
line of argument whith was difficult to accept rationally, and rightly
took Bateman and Zidonis’ study to task for claiming that “pupsils must
be taught a svstem that accounts for well-formed sentences before
they can be expeeted to produce more of such sentences themselves”
(1964, P 3). Abundant research has demonstrated that young children

have already mastered a very large proportion of the structures of

English before they get to school and quickly learn to handle the
remainder in - clementary sehool. However, this whole question of
linguage development will be discussed in detail later, |

Although the hypothesis of the Bateman and Zidonis study was
based on a questionable assumption and had certain methodological
problems, it is nevertheless a significant study. Being wise after the
event is a favorite practice of researchers, and “if only I had z
 common cry. This is within the nature of man, Their study was a
plonecring one. That others would follow was inevitablc, That they
would profit from mistakes and oversights is within the nature of the
discipline, The significance of this study lies in the discovery that
students who study transformational grammar end up writing sentences
that have fewer errors and are more complex syntactically than students
who do not. That is significant indeed, '

The Mellon Study o

Mellow’s purpose was to find out whether students who were exposed
to what he called “transformational sentence-combining  practice”
would significantly increase their normal rate of growth in syntactic
ability. The results indicated that the students who were exposed to
the treatment showed statistically significant increases in what Mellon
called “syntactic fluency.” '

Mellow’s study was a reaction to the study of Bateman and Zidonis
and showed signs of having profited from Bateman and Zidonis
expericnces. Mellon was not as interested in the possible corrective
factice, the error-reduction effect

function of his sentence-combining pr
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of s0 many previous stucies, but concentrated on the other important
aspect of the Bateman-Zidonis studx the increase t]u'v found in svn-
tactic complexitv. He rejected the Batemun-Zidonis claim that the
learning of grammatical rules per se could lead to improvement in
student writing or that these rules could he applied in any conscious
manner I)\ Hw \H]tL‘ \lvl](m s.uufg_,mtcd th.lt it was lhu sentence-

offect on 'tfhi;z"studmts wr ltmg bc-} av uni a pumt w]m—h wlll lm u,a,ml,nul
later.

Mellon's experimental population consisted of 247 white native-
American middle-class seventh grade students in twelve classes in
four schools in the Boston arer. The schools were chosen to represent
urban, suburban, and private clucation,

There were three .avp.uatc treatments. Iive L"s.]_’)(_‘lllﬂ(‘ntd] classes
studied a year-long course in transformational grammar that included
a large amount of sentence-combining practice. Five control classes
studied a course in tr luhtmn al grammar, Two placcho classes studied
1o grammar ag all but had extra lessons in literature and composition,
but no additional writing assignments. All twelve classes studied the
regular English program for their particular schools,

The writing sample at each test time consisted of nine compositions,
cach written in one class pmmd during the frst four and last four
weeks of sehool, Mellon seleeted, for each student hefore and after
the treatment, the ficst ten T-units from cach c-nmpusntmn that the
student wrote, ninety T-units in all at cach test time.® Mellon adapted
the T-unit which Hunt (I..‘—JG::») clmm ﬂ;n; d in hls stud\' !;-mnunfihmi
units will be discussed Tater.) The main dv'pvndcsnf: \ml*izlblcs in thc‘
stucdy were twelve factors of svatactic flueney, including T-unit length,
suhmdnmtmn coordination ratio, the number of nominal and “relative”
clauses and phrases (which included adverbial clauses of time, place,
and manner), clustered modification, and depth of embedding,

Comparison of pre- and post-test results indicated that the experi-
mental group showed inereases in all twelve factors and that the gains
were significant at or beyond the (01 fevel of confidence, ’\hl[rm also
compared the increases achieved by his group with normative data
from the Hunt study. Hunt had established wormal per year growth
for nominal clauses and phrases and relative elauses, phum*s and
vmds, Mellon hmnd that his L‘\punmvntdl group showed fxcnm 2,1 to

o A T-unit consists of a prineipal clanse and any sulx
structure attached to or embedded in it.

inate ;_l.msc or numhlmll




O

ERIC

Aruitoxt provided by Eic:

RECENT RESEARCH ON GRAMMAR AND WRITING 11

mh d tn sl‘(m CVEN ONe vedr’s H‘I(J\\th \hlhms h\putlu,sls Hmt tlu
writing of the af\_pguuu_‘nt-_il group would show a significant increase
in svotactic {lueney was substantiated. The English teaching waorld
was justifiably unplcssu] by these findings.

Although the Mellon studx is a 'subat.mtwv picce of innovative
research, it does pose a number of rather intere sting problems. The
fnt pmhhm is an lmusu.ll one, V]m‘_h ui ﬂw \ivllun npmts is bem;
UIH\(I":”.\ m’ld t]u* ut]ul m 19(‘9 1)\ \T{' FL. Tn tin Pl{."sL‘ﬂt dl%;us%l(m
reference will he made to the NCTE report. However, statements
from the Epilogue of the 1969 report will be considered later because,
in this researcher’s opinion, the L.p]]m"up constitutes something akin
to a change of mind on Mcllon's part and, indeed, lends some measure
of support to the hvpothesis of the pr (“iL‘llt stucly, which was out-
lined in the spring of 1969,

A eritical problem facing anvone examining the Mellon study
the (luutlun as to what ex; h:tl\ constitutes transformational se lltvnu—
combining practice. Doces tl.msfmm.ltnm.ll mean simply that the
students” practice was based on the researcher’s knowledge of deep
and surface structure which led him to construct the combining prob-
tems in kernel form? Or does “transformational” imply the student’s
knowledge of generative grammar?  Examination of Our Sentences
and Their Grammar (19650), Mcllons 162- page experimental text,
reveals that he taught generative grammatical coneepts all the way
through, For example, on pages ]31 138 the concept of pre-noun
modifier is presented and the students are encouraged to be able to
identifv adjective phrases, participles, passive participles, and parti-
cipial compounds. Although the student is “taught” these concepts
in one and a half pages, he never uses them and indeed never en-
counters then again until thev appear as part of a rather formidable
list~for seventh graders, at any rate=in the last lesson (p. 157).

Mellow's experimental tre atment demanded three things nf his stu-
dents: (1) that they Teamn transformational rules like Tirel, T:gerund,
Tider-N12, Tiinkin, swhich thuv had to apply in the combining practice;
(2) that they learn concepts like passive infinitive phrase, appositive
noun phrase, pmlli;ipmf compound, cte,, which they were never asked
to qppl\ cotise muslx in the unnhlmmf Phlf_tlc_f' and maost 1mlm1t¢1nt
(3) that they Tearn a quite diffieult set of grammatical rules (how
well we are never told ), Mellon deseribed his grammar as clementary,
The present researcher finds it difficult to helieve that seventh L‘lzldl‘i%
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would find it casy to memorize and/or coneeptualize sueh thedretical
construets as: .
T:gerund = NP + AUX 5 VERB + NP - NP + § + VERD +
ING + OF + NP.
T'inﬁn = ’\flﬁ AU‘{ + VERB + remainder = FOR + NP + TO
5F§E]¢:!‘=NP = NF + AUX + VERB + NP = NP + VERB +
URE -+ OF + NP,
ANCE
MENT
TION
AL
The Tast example i$ a particularly intriguing one because o student who
assiduously followed the rule for T:der-NP, which is summarized on
page 106 of the experimental text, would have found, when writing
out prﬂbl(m 3omn page 107, that the rule did not work. “Simmons 1)[1]}
lished the vxpmlmcnt cannot be changed by literal adherence to
Mellow's rule to “Simmons’ publication of the ox cperiment. ”
Indeed, on the same page (107) there are five more examples, none
of which will give the student the proper answer if he follows Mellon's
Tider-NP rule.

Analysis of many of these rules foreed this investigator, who had
taught English to seventh graders for about ten years, to conclude
that many were too (hfﬁcult and that Mellon's average and below-
average students were perhaps using the examples and largely ignor-
m;' the theoretical apparatus wlhien t!wv wrote out their sentences.

One is left, then, with an insoluble pmh]cm Was it the atud\' of
this particular transformational grammar that led to the syntactic gains
made by Mellon's experimental group? Or was it the cumhmmsﬂ pracs
tice uni\f that led to these inereases? Or was it the internetion of the
grammar study and the combining practice? The design of Mellon’s
sludv does not permit this qumtmn to e answered hecause, as pre-
\mmfv mentioned, he taught o grammar that was only partially

atilitarian and uxpusml the students to cumbuuné practice too.
Ihm; is uv:dvnu L]mt tlns &m.um owas «1mLL dnfﬁu;lt Pulmps

Wnt wtic ﬂllL'nLv li the Ummmm stu(]lcﬂ ]1 ld 1001 casior. Fllv ;mmm r
studu‘d may 11.1\'(: 1nhlbltv§l some students and in some way counter-
acted pusslblc gains, Again, the study’s design excludes the answer to
this question. Mellon could pmlmps have had a fourth group study
the grammar alone and write out a limited number of illustrative
sentences to clarify the particular coneept being studied,

Mellon did not mention whether the experimental students were
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tested as to their olative knowledge of the grammatical concepts
studied. Was there w relationship _between any of the twelve factors
of syntactic fluency and the students’ relative knowledge of the gram-
mar studied? Mellon declared that :
The chief purpose of this course was neither to rectify the student’s
language behavior nor to facilitate the sentence-combining practice,
Rather, it was to present to junior high school students, in an obviously
introductory manner, an elementary transformational grammar deserib-
ing the language competence they and all other speakers already
possess. As with contemporary studies in other curriculums, the main
justification for this course was given in torms of the experiences and
learnings generated by the Inquiry it oceasioned, (1969, p. 27)

If the chief purpose wus to teach an clementary grammar, it would
scem desirable to have tested the students” knowledge of that grammar,
The genere! impression one gets from an examination of the experi-
mental text is that grammatical concepts are being mentioned but not
thoroughly taught. For example, highly complex branching diagrams
appear on page 116, and vet the student is never asked to construct
one. On pages 127 and 128 six very difficult grammatical terms are
introduced, illustrated but not defined, and then summarized—all on
scarcely more than a page. They never appear again until the overall
review, where they are simply listed, It would be a rare seventh grade
student indeed who could learn the ternms participial phrase, passive
participial phrase, infinitive phrase, passive infinitive phrase, prepo-
sitional phrase, and appositive noun phrase by being shown only one
example of cach. '

Mellon also asserted that

- s anactivity designed to reinforee and further illustrate trans-
formations earlier learned by the student, the problem-solving practice
was considered wn integral part of the grammar cowse and may be
viewed in this light quite without regard for its possible effects upon
syntactic fluency. Ity role wus very much like that of the straight-
forward exereises in formula application which are employed, for ex-
ample, in modern school algebra, (1969, p. 27) o

An examination of Our Sentences and Their Grammar, cially of
the second half, would suggest that this is not entive;  the case,
Indeed, Mellon added thirty daily five-minute problems which were
not included in the test and which are further proof that the combin-
ing practice wus not simply used for illustrative purposes, In faimess
to Mellon it should be pointed out that in the Epilogue he wrote in
1969, he freely admitted to this charge, agresing that there would
be no need for so many examples, espeeially any involving multiple
embedding,
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While agrecing with Mellon that his study should have been pre-
sented in what he deseribed as an “a-rhetorical” setting, the present
rescarcher is not at all convineed that sentence mmhmm" should
remain “a-rhetorical.” Mellon continually insisted on the “a- th‘t(lIl al”
nature of his studv, when there is limited but ll]dl%pllt*lhli‘ evidence
that his treatment was not consistently rhetorie-free, For example, in

the Preview Lesson of the treatment. Mellon savs to his students,

Now that vou are lmgummrf junior high school, vou will be dev ‘oting a
great deal of lime to developing your writing skills. Will the study of
grammar ]'IL]P vou 1o write better? No one really knows the answer to
thls qucshnn But there are several reasons for thm}».mg that it
. By the-end of the school vear, you should be writing sen-
lL‘ll{.L“a more skillfully thaa vou du now, (19655, p. 2)

This is w clear assurance that grammar study should help them to
write better, Later, while comme nting on an exercise where the student
has to embed about ¢ cight stateinents or kernels into a given sentence,
“Yesterday we read over those manuseripts.” Melon savs,

LEven though we have not used all the modificrs possible, vou may feel
that we have used too many, That is, we may ll.nr chosen oo many
additional Hnn"a to sav about the * m;lmistnpls in oour 1 -(']:uhc
statement, lims \m: should choose these details carelullyv and t[v
to huild L'“i. hu- nown modification. The use of appropriate added de-
tail often is the diflerence hetween mlrwst]n;l writing and ordinary
lackluster work. For example, here i o “storv” that consists of three

senlonees \\]!Uh() s jire: lll‘ll]'l()diﬁi‘ I

A girl set ot for a pienic into the woods.

There she met g wolf.

The walf jained her for a lunch.
Now we shall add several insert sentences to each of the main-clause
sentences given above, Hll[{' how these inserts provide dcscnpl]w
detail and give our "story™ a recognizable toue, (19655, pp. 145-146)

On page 141 he says. “You will find that the repeated modification of
a single noun sounds cquite matural.” -

It is obvious that there is, perhaps inevitably, a |lu torical tone
these statements, an implied or explicit exhortation to the student to
use these deviees in his own writing. There is 2 eoncern with how “it”
sounds. Docesn't this imiplyv an audionce criticilly reading or listening?

lh(- quc stion of w Imt \hllm. means h\ - llwlmlu.ﬂ mid ity unplmﬂ—

l*nm]lv thmu is thv mlhu lntiu‘%hn!? K_lll(htl(l]] ns tn whcn an en-
haneed s\nl,ignc maturity would hecome discemible to the general
reader. Bateman and Zidonis ignored this issue, and Mellon was sutis-

fied L‘]mt no harmiul side eflocts appearcd, If sentence-combining
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practice is designed to make students write sentences that arc more
mitture svntactically, it seems reasonable to assume that at some point
this syntactic difference would show qualitativelv. The results of
Mellon’s quality evaluation were disappointing. The control group was
judged on post-tests to have written compositions that were signifi-
cantly better than those written by the experimental group. Mellon
attributed these results to the small sample size and/or the effect of one
especially talented control teacher,

Would a larger, more reliable sample have favored the experimental

group? Mellon, whose experimental group  inereased . their Tounit
length by approsimately 1.2 words per Teunit, suggested that this
increase is not sufficient to hecome noticeable even o an experienced
grader. Two rather interesting (uestions arise quite naturally from this
observation: (1) At approximately what point would an experienced
grader recognize that there were syntactic differences in the studenty’
writing? and (2) Would these syntactic differences influence the
grader's evaluation of the studenty’ writing?

The Bateman-Zidonis and Mellon experiments, then, exposed stu-
dents to the studv of transformational grammar, and Dboth studies
showed that their experimental groups wrote sentenees which woere
svntactically more mature, Bateman and Zidonis assumed that it was
& knowledge of generative granunar and its application that enabled
their experimental subjects to write differentlv, Mellon called to ques-
tion such an assumption, claiming that it was the combining practice,
not the grammar, that enabled his students to write differently. But
the design of the Mellon experiment makes it Timpossible to ascertain
whether the study of transformational grammar had a positive or
negative or no offeet on the studenty’ syntactic development,

Thercfore, although there is at Teast some doubt as to what exaetly
caused their students to write differently, there can be no doubt that
both in the Bateman and Zidonis study and in the Mcllon study the
experimental treatments significantly altered the writing behavior of
students exposed to them,

Audio-Lingual Studies

Another group of linguistic researchers who have altored the svn-
tactic writing behavior of their students are the advocates of the
awadio-lingual or oral-drill technicque, which has, of course, heen used
in the teaching of forcign languages for o number of vears, Three
rather interesting audio-lingual experiments by Nev (1966), Raub
(1966), and Miller and Ney (1968) have been undertaken with gen-
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crallv significant results. Because the methodology in all of these
experiments was, according to Ney, “basically very similar since they
followed the model of the pilot pm]u,t with seventh araders which
was reported in the English Journal by Ney™ (pp. 93 ). no useful
purpose would be ser \Tl in analyzing cach study in detail. '

In all three studies the experimental treatment was designed “to
conditiun the students to use sentences of predetermined  syntactic
tvpes t]n(mg]l verbal nanipulation of representative sentences from
oral cues” (Ney, 1968, p. 2). The three studies also included written
exercises which were related to the oral exercises in order to effect
transfer of training from speech to writing, In all but one of the
experiments the progress of the students was measured by having the
students write for an unspecified time about a film which they had
just been showr The sentences in these compositions were classified
by tvpe and counted ;lumdmgj to techniques devised by Hunt (1965)
and O'Donnell, et al. (1967), The experimenters were interested pri-
marily in I"ndmg answers to t\vn questions: (1) Did the experimental
classes write more of the structures that they had been conditioned to
; s'? 'mﬂ (7) Were the experi-

s th;m thmr ruspcmhw umtml Lla

for t]u P(!%%lbli‘ mllm mee mf 51l )Ivgt nmttvl on thc wntaatx; ‘stfllitlll o5
the students might use. Since students readily use the syntactic pat-
terns they hear in a film, they were shown, with one L\LLPtl(lI] films
without narrative or dialogue. Ney summed up the test results by
declaring that, '
In the three Lx}junm nts in which p!gluxts and pn'ﬂtu}ts were friven,
]!“PIU\ ement ln t]](f fmm ﬂf il %“llﬁuliﬂl flLf{ﬂLﬂL} Uf orourrence oun lhl;
posttests of the slluuluus practiced was always measurcable although
it did not alwuys a level at which the experiment was statistically
significant. (1‘)[}% p.4)
It is obvious, then, that andio-lingual techniques cause some change
in student writing hehavior, ) ) )

;.
=

The Miller and Ney Study

The lust of the three (‘\l]llllﬂtl]t% briefly deseribed here, t]’m Miller
and Nev study (1968), was the most interesting for the purposes of
the present studv The Miller and Ney study compared the perfor-
mance of a fourth grade experimental class which was exposed for
one vear, .%eplmnlm to June, to regular oral practice in manipulating
svitactic structures with a fourth grade control class that had regular
lessons in reading and composition.
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The experimental class was exposed to the treatment four clavs
a week during thirtv-seven periods of from thirty to forty minutes and
in the second half of the experiment, two days per week during thirty
periods averaging forty to fifty minutes, Tvpically. students were
asked to repeat two cue sentences which were written on the black-
board, for example,
. The hov put the old man down,
The boy was very tired.
The teacher would then read the sentencees in @ combined form, c.g.,
“The bov, who was very tired, put the old man down.” Then the
students would perform choral reading of this sentence. These were
reinforced by ten similarly structured  combined  sentences which
were practiced orally by the class. Review esercises were also con-
structed which contrasted the differing sentences studied. The students
were also given practice in writing out correct sentences when the
teacher read sets of cue sentences. o :
Generally speaking, the treatment was designed to produce thrae
tvpes of sentences: :

L sentences with who and which adjective elanses:
Ao e Tooked at the boy. The bov eame out of the river,
B. He looked at the bov who came out of the river.

L

sentences with initial and final adverh olauses:

A, The princess couldn’t be marvied, She was too proud,

B. The prineess couldn’t be marvied beeause she was too proud.
B Because she was too proud, the prineess couldn’t be married.
3. sentences with subject and predicate nominals derived from the
deep structure:

A. Something disturbed the king. The princess talked,

B. The talking of the princess disturbed the king,

After the oral practice the students participated in choral reading
from various textbooks, from rewrites of Mark Twain’s work, and
from folk tales written for foreign students, This kept the lessons intor-
esting, gave the students additional practice, and provided a linguistic
context for the language exercises.

Both the experimental and control groups showed an inercase from
the first pre-test in the structures which were taught, but only the gain
shown by the experimental. group was statistically significant. The
results from the second post-test indicated that the o sperimental group
was using the structures practiced far more frequently  than the
control group and that the experimental gain was sigmificant at the




O

ERIC

Aruitoxt provided by Eic:

18 SENTENCE COMBINING

001 Tevel of confidenee, 1t was felt that the gain achieved by the
control group was divectly attributable to the (_“(.‘(t of the narration
on the first il The experimentar group also wrote a greater number
ol words than the eontrol aroup, and the inerease i experimental
output was \mhshc‘lll\' signifieant. Analvsis of variance indicated that
on both the incidence of structures practiced and number of words
pm(]uu-(i at the secomd post-toest the diflerence in e formance was in
favor of “the experimental gronp and significant at the 001 level of

confidence.

The Miller and Nev study also mensured the length of multi-c
and single-clanse T-mits and compared the scores ()f the experimental
anel control groups by an avsis of variance, On thvw measures the

]ill]‘a(‘

¥

experimental group shoeved a generally
the control group. the most impressive gain l)(,mg nhu]c in t]]c‘ numhv'
of words in multi-clause T-units from the seeond pre-tust to the seeond
post-test. The experimental group wrote just over twice the namber of
words in multi-clanse T-units on the seeond post-test as they had done
on the sceord prestest. Tn comparison with the control group the

experimental group wrote fewer simple sentences and proportionately
monre L()i]il’]( X sentenees,

Summary

It is clear from the evidenee of the studies surveved in this chapter
that there is, contrary to the findings of the many traditional-grammar
writing studies, w very real connection between a certain kind

lnguage study and writing, Reeent experiments have effected change
in student writing behavior. The experimental groups wrote sentenees
that were svatactic ally more mature. Oral and written drills undonht-
edly made a dilterence. Although it is at least questionable whether
it was a knowledge of generative gramnar that led Bateman and
Zidouis” students to write more mature sentenees, it 15 not unreason-
able to assume that something in their experimental treabment must
have caused those students to write more maturely. And lastly, al-
though the (1(‘515‘?11 of Mellon's stml\ does not prov ide an obvious basis
for his conclusion that it w as tlu: sentence- mm[}mmgﬁ practice that
inacle the dilference, conmmon scise tells us that Mellon was Pl()b,lb]‘,’
right. Indeed, Mellon’s multiple embedding of kemel sentences is the
most promising technique vet developed for uh]mng transformational
theory, However, the unanswered question remaing: What cffect did

the grammar stm,h have on Mellon’s experimental group?
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CHAPTER 2
SYNTACTIC MATURITY AND SENTENCE COMBINING

meli's’h t(ifwhvré have Jl\\.na ]n'('n aware t]hlf on the aver

llmt c-duciltvd .u]nlLs write ]J(;tli_‘l th;!u lugh :~.clum] htll(]( nts. lnc]ml(d
in this judgment were decisions not only abont the ideas. organization.
vocabulary, and spelling used by these groups, but also about the
stvle, Tt was obvious to these teachers that the morve mature writer
somehow put his ideas down differentlv,-His sentences were generally:
He ]mt mare into hzs 80 ntc necs ]1\ l( n«ft]u sing his 1ndc~pondcnt

lunml

];‘u:k How™ or ;ld'\‘icv likv vt \\nh; more 11‘1tm 1]1\ Are common-
place on students™ papers. \mn sentence structure lacks matu
perhaps an accurate but not very helpful picee of adviee to give to
a student. Fle might even ask his teacher what was meant. And what

to do about it

in hhltl‘ "_--11 SCTSC As ﬂw .unfv u! tlw 50 nt(‘nu‘ t\pvs h)und

Hmplva of the stml( mts writing, .nul it will mmlll\ be reforrod to as
“svitactic maturity.” Generally speaking. English teachers have been
able not o I to (ll\hmfmsh between L]LIllL‘E]t:U\ .md high school
student \\ntmtf hut .ﬂw to identifv normal stages of de ’L"Inpnwnt
in student writing as tvpical of a pdltmulm zlclc range. Confronted
by a composition written by a fifth grader, an experienced teacher
could deseribe it as syntactically mature or immature or normal, The
trouble was and is that teachers often disagree. Differences of opinion
about something as vague as stvle \\uu]d be inevitable, What was
needed was some kind of objective measure that would confirm the
intuitions teachers feel about maturity of sentence structure and
s that constitute svntactic maturity in quantifiable
actorily accomplished, then

deseribe the feature
terms. I quantification could be satis

19
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normal stages of syvotactic development could readily he identified and
objectivels ver fied. ' ' ’

The advantages of such mceasures for the English teacher are obvious,
; plaving “normal” growth could be quicklv
uhnhﬁvd and given reme sdial instruction. But what abont the student
nlh* 2 1x t’hix’ fhc‘ h('!s'if that iu- can (1(1"‘ Stu-

who are not o

whn is (]L'\{Inpmg ‘nor

'm llllll[\ are ll](ll%pl![ !}‘)]L‘ ;uu]
ving average growth,
race of gmivth could
be élc::;-vh'mt«-d ur ret {lﬁ.h‘(f und("r cvrtam trvﬁtn'u_'nt conclitions, This
study thus directs itself to the question of whether sentence-combining
practice will enhance the normal growth of svatactic maturity,

("l”\' nnl\* a way of s

.Language Development Studies

The muny studies of Janguage development the it have been pub-
vd have been eritically reviewed by Teider ider (1940),
arthy (19534), and maor eently Iy Carroll (]‘x)ﬁ()) rwin and
©(1963), Mellon (19654), and O'Donnell, ot al. (1967). There
is therefore no advantage to be gained by m\’luwmg; the literature
again,
Tr.‘id)tnnmnv
s have ide ntlfwd th( Icngthvmn(f ui ‘s(‘nt(_‘ﬂf_t“ﬁ Jnd inerea:
5 tuwarc? a nmtum

maturity
use of suhm(lnmh‘ leusta 11% mdlcdhns ﬂf I]][J!TI
stvle. More recently
the syntactic characteri 1
that of younger writers. Two of the more important récvnt studi
language development are those done by Hunt (1964, 1965) and
O'Donnell, ot al. (1967 ). Beeause of limited time and 1 -ces whieh
neeessitated his performing all the svntactic segmenting and counting
clf, the present researcher was anxious to find an economieal,
efficient, and reliable meas
though Mcllon had investigated twenty variables and had found all
but t\\’u of them to be significant at the .05 and more often beyvond
the 0L level of confidence, many of these mcasu

hin

LITC F MCasures ()f svintactic lfl'iltlll'it}i ;Xl‘

seemed to be

measure!
highly redundant. The findings of the Hunt and O'Donnell studics
sugtfustcd a reasonable compromise

Hunt (1965) investigated 1000-word samples of the free writing of
'drun in gmdgs 4, i,, dl]d 12 and thc \\'ntmtf L:f sklﬂ?d adnlls

-:;c.hnnl c_ji,
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measure called a “minimal terminable™ uniz or "T-unit,” which was
arefinement of Loban’s (1961, 1963) “communication unit.” The T-unit
I8 one main clause plus any subordinate clause or nonelausal structure
that is attached to or embedded in it. The cxperimental population
in the present studv consistod of seventh graders, and anvone who
hits taught seventh graders knows how notoriously forgetful they can
be when it comes to remembering to put down something as remote
from their dailv concerns as a period at the end of a sentence, Could
groups of words be called a sentence when they displayed all the
characteristies of o sentence, including being followoed bv a capital,
if they did not in fact terminate with a period? Also, some students
put periods where we swould put commnas, What to do about. that?
The solution was simple: ignore the sentence and coneentrate on a
more reliable and more nbj«;fcti'\;r measure, the T-unit. Were inter-
ested, then, among other things, in the incidenee of elauses and T-utiits.

Hunt discovered that as students get older they tend to write longer
clauses and that skilled adults carry that tendeney further. Maturing
children rite more elauses per T-unit, but skilled adults do not carry
that tendeney much Further tha do twelfth graders. Asg they get older,
these children write longer Tounits, and skilled adults carry that
tendency even further because they tond to write lengthier elauses.

Hunt also discovered that for grades 4, 8, and 12 the best of these
indexes of syntactic maturity is T-unit length. Second best is clause
length; third best is clauses per T-unit, \When the writing of skilled
adults is included iy the sample, there is only one difference, Words
per clanse becomes ag significant an index of sviitactic maturity as

words per T unit,

In the O'Donnel study (1967) the investigators sampled the speech
of thirty children in kinﬂcrgnrtvn and thirty in grades 1, 2, 3, 5, and 7.
They also ook writing samples from the students in grades 3.5, and 7.
After viewing two cight-iinute films with the sound turned off so that
the n;u-rﬂtm"g]a’mgualge would not influence their language production,
ed to tell the story of the flm privately to an

the children were agl
interviewer and to answer certain questions related to the narrative.

O'Donncll, using Hunt's T-unit to segment the student’s output,
found that at cwve age length of the T-unit inereased.
The number of clauses per T-unit also inercased with the child’s age.
Although O'Donnell did not report on the number of words per clause,
this figure can be caleulated from his data on T-unit length and clauses
per T-unit. The elause length figures caleulated from O'Donnell’s data
are similar to those of Hunt, sl{c)wing an increase at each grade level
(Hunt, 1970, p. 9).

rv grade the ave
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[

Even a easual examination of Table 1 reveals that for swords 'pi‘i
T-unit, ¢l s per T-unit, and words per clanse there is generally
steady increase moving up the grades for the uun]mud figurcs nf

S

O'Donnell and Tunt t]nmln’h o ade 7. Thunt's figures for H’mdc 5. 12,
and bevond indieate a continuation of this :st(_‘lu[:\ increment,

Table 1
W mds pu T-Unit, T l,msﬁs I'Jll [ l nit. Waords pm Clause

4 3 7 58 12
@ Dunut” 7.67 9,34 9.99
!!unf 4.51
sos/ - L u!i - 7 7
O Donnell 1.18 1.27 1.30
Hunt 1.29 L2 1.68 1.74
szls fFl;uIsg - V 7 - a
(' Dannell 6.5 7.t 7.7
THunt 6.6 "xl 5.6 11.5

Source— \dl]lli d hum Huant ¢ ILJ:U) Buse d o1 [hll\ upmli f] h\ Hunt ( 1965) aud
by (¥ Donnell, ot ol (1967 ).

‘Buth Hunt and O'Donnell also investigated the number of sentence-
combining transformations used by their experimental subjects and
discovered that this number inereased as the %Ill}]L ts ot older. Tunt
found that older writers. especially skilled adults, use a mueh larger
number of transformations per T-unit and per elanse and conclude cl
that this 1‘,\,[}1.,1,' ] the fact that clausces. {H])L‘(hl”\ those of skilled
aclults, incereased in length with maturity.

Iy examining subordinate elauses, Munt reported  that the most

important developmental trend was an inerease in adjective clau
which more than doubled in frequencey, the pereentace increase heing
slightly greater during the second half of the time span. The numhu
of ;ldj( ctive clauses per T-unit for grades 4, 8, and 12 was 045, .090,
and .16, respectively. This 111’:1(%\11!&(1 an almost fourfold increase.
Hunt concluded by suggesting that the incerease in number of adjec-
tive :I-msw Wity most iiﬁpm-t;mt ag in i’ndg-s: uf maturity. s s‘upvi‘inr

u.scd, l)}’ lu.s twv.lfth gr.u,lus. Ilunl thgn fh:(;lar(,‘d t]m,l,. fm .,uljm;twc
clauses,

oups to the next is remark-
arge. Over the three grades

the rate of inerease fromm one of the four ¢
ably steadv, and also rather dramatically
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(4 8, 12) the increase is nearly fourfold, bat if we include the fourth
group (superior adults) the inerease is maore than fivelold. The likeli-
hood that a fourth grader will embed an adjective clause somewhere
in a T-unit is only 1in 20, The likelihood that a superior adult will de
s0ds 1in J4, (1965, p. 90)

unt reported also that noun clauses si ificantly increased, although
their overall pereentage inerease was about half that shown by adjce-
i o elanses. :

Hunt’s skilled adults wrote T-units 40 pereent longer than did his
twelfth graders, The older writers not only wrote more subordinate
clauses per main clause, especially: adjective clauses, they also wrote

longer clauses, which, of course, combined with the greater number
of clauses, accounted for their writi 1 longer T-units. The O™Donnell
study stressed the importance of T-unit Jength as the most effective

single measure of svintactic maturits:
This investigation supports the findines by Hunt (1964, 1965) that
when fairly extensive samples of children’s fang *are abhained, the
an length of Tounits has special elaim to con wlion as a simple,
objective, valid indicator of development in syatactic control, (1967,
pp- 95499y -
O Donnell also suggested that the enormously: time-consuming process
of counting the kind and depth of cvery sentenee-combining trans-
formation might perbaps he regarded as redundant when he stated
that

The readily performed ealeulation of meun lengths of T-units, however,
appuears Lo give a cluse approximation to results -of the more compli-
ciloed aecotnting of senlence-combining transformations. {1967, p- 98)

While agrecing that older writers employ different sentence strue-
tures than do vounger writers, the English teacher might have observed
that older writers simply deal with different subject matter. Perhaps
it was the constraints of this subject matter that accounted for the
more mnature syntax used by older writers. The Hunt and O Donnel]
studies that have already been examined dealt with two different kinds
of free writing, and free writing rendered this question unanswerable.

An experiment conducted by Hunt (1970) was designed to find
ovut whether students, differing in age and maturity level, and adults
would display different Tevels of syintactic maturity when confronted
with the same subjcet matter. These students would sav the same
thing, hecause cach was given a set of extremely simple sentences to
combine and instructed to utilize all of the information they con-
tained. When a writer added any idea that was not contained in the
original thirty-two sentences, the whole sentence was deleted.
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The instrument used in the study was developed by Roy O’Donnell
of the Florida State University. It is a passage containing thirty-two
entences, which the students were instructed to “write in

simple s
a better way)” The instrument was administered to over a thousand
students, almost exclusively white, in grades 4, 6, 8, 10, and 12 in
Tallahassee’s public sc]mu]s From cuch grade level fiftv students
were chosen to lugrgscnt “something close to a normal distribution
of academic ability” and from the scores for each student’s writing
MCANS Were Um]putvd for cach grade and for the ln%h— middle-, and
low-abilitv groups in cach grade. Although Hunt used a number of

¢s, and L,ut L"-,pg'c,n]]\f mtcrc-stm;l re %u]ts with w]mt hu

W 1o

called structin
findings IL-].ltmg,, tu t]m numhc'r uf mlﬂn‘d{hnf,j h .mgfmnmtmns l1,11(] to
clause and T-unit le ngth were of pmt:ulhu’ interest to the present
study., :

\lﬂum;h all the swriters were required to say the same thing in
Hunt's experiment, the older writers displaved superior syntactic ma-
nipulative ability, Their sentences were affected by their syntactic
maturitv, Older writers tended to use 2 wider varic tv of transformations
:((qunm inputs to less than a predicate, Thev wrote longer
clauses and lumﬁm T-units. Interestingly, the trends indicated in Hunt’s
1970 study arc the same as those shmvn inn his and O'Donnell’s studies
of free writing,

Of particular concem to the present studyv were Hunt's findings that
the number of embeddings of kernels correlated highly with clause
length and that svatactic maturity consisted chiefly in the ability to
many embe dments per clause. Funt demonstrated that svntactic

wh

lﬂdlﬂ
maturity involves a manipulative skill that is, in some sense, inde-
prndcnt of subject matter. Even when the older writer added no more
information, he still wrote more words per T-unit and more words
per clause. He displayed more syntactic maturity. '

~ The research reviewed in the present study has shown that as the
child matures, he tcnds tu cmbed more scntcﬂcé% whicii uits in

an increase in claus
increases can be 1ttr’1buti:d to ] i Ll’)él]l ive s:luvi;]nrmu'nt Dr puhaps
they are the result of his imitating the more mature styles that he
cucounters in }llh r,;l(‘ll!]% dl]d lﬂ Oy L‘rhltl(}!l at 5!;1](,)(}1; \\7]1;1&; YOor thQ
reason, . there is clearly a developmental trend. Therefore, since they
tend to increase with age and are indicative of a developing linguistic
maturity, the syntactic characteristics outlined here would appear to
be efficient eriteria for deseribing syntactic muaturity.
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Pattern Practice and Modeled Writing

al “grammar-related activitics”

In his studv Mellon considered ses
that might lead to “syntactic fluency” and dismissed them in turn.
These activitios wore maodeled writing, pattern practice, applied trans-
formational rules, and traditional sentence parsing. Since the present
s with Mellon’s able rejection of applied transforma-
ing, mj;nthing more need be said

researcher agree
tion rules and traditional sentence pai

here about them,

Pattern practice requires students to write sentences in accordance
with a scries of granunatical commands. Mcllon dismissed this activity
because he elaimed that it forces the student to search for “pointless
content” and thus distracts him “from the very thing to which he is
supposed to e attending, namely, the given pattern” (1969, p. 21).
While agrecing that there is a possibility of students being distracted
when engaged in this activi ty, the present rescarcher camot agree that
these are grounds for the abandonment of such ay activity. An imagj-
native teacher could so structure such an assignment as to make the
students” search for mes ningful content interesting per se. For ox
ample, one could imagine a series of cxercises in which the student iy
given one, two, then three blanks to Al in in 4 partially written
sentence whose deep structure might contuin six or seven kernels,
Mellon seemed not o take into account modeled writing that would
involve sentence cues, thug ignoris g a long series of studies which
utilize such cues in their audio-lingual approach to learning a foreign
language and learning English as a second language. These studies,
which will be discussed subsequently, surelv involve some kind of
modeled-writing pattern practice. And they have proven quite success-
ful. :

These are, pvrhapsi peripheral issucs, but in ﬂm*clﬂping a rationale
for transformational sz)ntcncwcmnhfning practice, Mcllon defended
two assumptions which may be called to question and which are of
prime coneern to the present study, He repeatedly claimed that sen-
tence-combining practice must be “a-rhetorieal” in nature. He also

asserted that

the chief purpose of [the grammar] course was neither to rectify the
student’s language behavior ne cilitate the sentence-combining prac-
tice. . . . the problen solving practice was considered an integral part of
the grammar course and may be viewed in this light quite without
regard for its possible effects upon syntactie Huency, (1969, p- 27)

- The present study will take issuce with both of these assertions in
due course. However, it does agree with Mellon’s other conditions for

ERIC
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efficient sentence-combining practice, namely, that the final behavior
clicited from the student %}mu][] be the pmdnctmn of a “fully formed
statement whose Htl ucture is predetermined  and c]mmctvnshc of
mature expression” and that the content must be given in o format
that will facilitate the production of the desived sentence,
Sentence-Combining Practice Not Dependent
on Formal Knowledge of a Grammar

Ly

However one may disagree with cortain aspeets of Mcllon's rationale
for transformational seutence- combining practice, one is faced with
a hard fact. It worked. Mellon claimed that the combining practice
was an integral part of the grammar study. The present rescarcher
questions thﬁ elaim. Mecllon also declared that the combining practice
must e a-rhetorical, Although this assertion is at least o matter for
conjecture, and indeed it will be ealled to question later in this study.
there can be no disputing the fact that Melon's transformational
sentence-contbining practice was condueted in a largely a-rhetorieal

wttm(r

The rationale for the present study ijw out ()f experiences the
present vesearcher had in his senior sc;(mdm\f classes in his native
Scotland, where he lived until he had comple ted an MLA. from Glasgow
University, A favorite activity in Seottish English classes was an exer-
¢ which supplicd the student with perhaps six or seven kernel-like
statemonts and direeted him to “write all of these as a compound-
complex sentencee with two ddjm;tne clauses, an adverlh phrase, and
,,,,, sion and one of place.” Suppose.
as often happened in this recearcher'’s ease, the wretehed student did
not know cither what a compound-complex sentenee was or what an
adverbial clause of concession was, In a elassroom environment where
physical punishment for unsatisfactory work was an ov :
rence and its avoidance an attractive alternative, the student wuu]d
simply work with what he did know and use his intuition for what
remained. And he was quite often successful in coming up with the
correet answers. (Perhaps the “paddle” hasn’t been sufficiently inves-
tigated as a sentence-combining stimulus!) '

Years later this rescarcher chanced on the Mellon treatment and
immediately set about solving the sentence- Unnhuung problems with-
out benefit’ of Mellon’s g unmatma] signals, It was a fairly difficult
Enh:t*pris at first. But it wasn't long bahm; (T:rel)” became “who”
or “which” or “that” and, more difficult, “(T:fact)” and “(T: exp)” com-
bined to become “it . . . that.” After that the hunt was on. Could all

two adverbial clauses, one of conees
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of these grammar Tabels be, oliminated and a series of practical “little
helps™ substituted® The advintages of this approach were legion. The
students wouldn't have to study a grammar that. for seventl graders
at least. was really quite difficult. This would eliminate any possible
adverse effeets of the grammar study on students who simply eould
not understand the theoretical constructs which, as has been previously

“shown, were not thoroughly taught in Mellon's treatment, but rather

uctions would allow

mentioned en passant, The simplicity of the instr
the student to deal, unhampered. with coneepts which language-
development rescarch has demonstrated he already has mastered, The
complexity of the problems would not be reduced but could be faced
square on. Success might breed suceess. Students don't like traditional
grammar study, not onlv because it s boring, but also beeause many
of them simply cannot do it \With grammar gone, the full potential
of Mcllon's kc-rm'Lvinln‘c!ding svstem might be realized. .

It does not scem unrcasonable to assume that. when they swere
writing out the sentence-combining prolalents, at least somie of Mellon'y
students may have gone through an experience similar to this rescarch-
ers teenage experiences in Scotland. Although they might have had
vuly a sketchy knowledge of the grammatieal concepts, they probably
had reecourse to their own practical linguistic experience or, more
likely, thev flicked back in the text and found o combining problem,
already solved, exemplifying a similar problem,

The sentence-combining practice in this study, while freeing the
student from the distraction of seeking meaningful content hin self,
would give him svsteinatic and controlled experience in the production
of sentences which were more mature than those he would ordinarily
write. He could give his undivided attention to the actual process of
transforming by addition and deletion without worrving about gram-

matical theory,

John Niellon very graciously gave the prese
Lo use and change his sentence-combining problems as he thought fit.
The present study retained at least 95 percent of Mellon's sentences
so that comparisons of the results could  be ade. Occasionally Bostoy,
arca street Ik{amts,, sports arenas, cte., were changed to their equivalents
in Tallahassce. Very little olse was changed. Since some of the thirty
extra five-minute dailv exereises that Mcllon's students worked on
were not available, this rescarcher substituted an equivalent number
of similar kinds of combining problems. )

However, the present study incorporated very important changes in
Mclon’s format, and thesc changes were so important as to alter the
very nature of the activitios, This study is a replication of Mellon's

nt rescarcher permission
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only in the sense that the students” final product was a series of

similar sentences,
Meolonw's students were exposed to the studv of a transformational
v learned a series of transformational

grammar throughout the year. They
coneepts which apparently facilitated the solution of the sentence-
ate the form of his transformational
sentencee-combining problems Mellon used the following example that
would appear in about the seventh month of the ArAmmar course:

combining problems. To illustr

LProblem:

The children elearlv must have wondered SOMETHING.
The bombings had orphaned the children.
501 1ING was hununldy possible soruchow, (Tiwh)

Their conquerars Percnde SONETHING, (T:iufin=T: esp)
Chewing gum and smiles might compensate for the losses,
(T:fact)

The losses were” heartbreaking,

They had so recently sustaine el the losses.

Write-out: o 7
{Here the student writes the fully formed sentence.) (1969, P 22)

Metlon explained the process like this:

Briefly, the right hand indentations show how the embedding is Lo
plm;t;ul The first sentence is alwayvs the main clause, The sentence or
tenees immediately beneath it and spaced one place to the ht
to he embedded therein, and so on down the list of succe
right-spuced sentences, Th dized word ”?ﬁ\IETHI\’ﬁ"
cates an open nominal pi cpeated nouns sign
anel parenthetieal items are abbreviated transformati
where necessury. (1969, p. 23)

mm] (111 u«?tmns

The present study abandoned entirely the formal study of grammar
\use grammar 5ludv was not neceded. What was needed was a
s of simple, consistent, practical, and cofficient signals designed
Fm the sole purpose of f.luhtatmg the sentence- Lﬂ]ﬁ]]l]llﬂfg‘ operations,
Thev had to be casy to understand and easy to usc.

Rlé‘ht -hand indentations were abandoned because they
not needed. Students could perform the combining operations without
them. The capitalized word SOMETHING, which indicated an open

also were

nominal position, was retained because students found it easy to under- °
I Y

stand and very helpful, Students had trouble with the concept of a
repeated noun signaling relativization. Instead, this researcher simply
underlined the relative words that would be retained in the write-out,
Students found this particularly helpful because all thev had to do
was to get rid of anvthing that was not underlined in that line.

A similar example should help the reader to compare and contrast
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the two methads of Tacilitating the sentence-combining practice.

The children clearly must have wondered SOAMETHING.

The bombings hac orphaned the children. (\WIIONT)
SOMETHING was Eunnunl; possible somehow,  (WEY)

Their conquerors pretended SOMETHING, (IT=FOR=TO)
Chewing gum and similes might compensate {for the Tosses. (THAT)
1 s were iearthreaking.®

They had so recently sustained the Toss

5 (WIHIGH)

The student. in both Mcellon's and the present study, was instructed
to move down the sentences, combining them as he went. into one
sentenee, IF successful, he wrote it out as follows:

ad orphaned clearly must have
5 Lo pretend
wrthreaking

dren whom the hombi
d how it was humanly possible for their Congie]

that c'hgfwing gum and smiles might compensale for the h
losses which they had so recemtly sustained,

Although additional illustraticns are provided in Appendix A, there
is really no substitute for a thorough examination of the gradual build-
ing up process that was an integral part of the present studv.

The system emploved in this study has some advantages over Mel-
low's svstem, A student docsn’t have as many abbreviated erummaticul
instructions to ‘keep in mind. For cxample, in Mellon's svstem,
S(Tiwh)™ could menn “who,” “what." “when” “where” or “why.”
The new system. as the reader can see from the example above,
specifically tells the student to use “why,” or “whom,” or “which.”

A every English teacher knows, students very often don’t know
when to use “who” or “whom.” The repeated nominal doesn't help,
but the new system virtually guarantees the correct form by telling
the student which one to use. “(T:infin)" and “(Tiexp)” are instruc-
tions for Mellon's students to use both the infinitive transformation and
the expletive transformation. The new system’s “(IT-FOR—-TOQ)" takes
the guesswork out and allows 1he student to confront the real issuc—

the embedding problem il

The new svstem s demonstra” v casier beenuse it fueuses on the
udent, 1F e purpoae of a sentence-combining instruc-
faeilitate the suhtunccxcmnbfning operation, then that
t ought to do. It should anticipate where the student
will be likely to encounter a problem. And then it should help the
student solve that problem right when he ueeds the help.

In preexperiment trials the students who worked on these problems
found them quite interesting for several reasons, The most important

needs of th

ed word was underlined in the experimental text,

*The itali
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reason was that they were casy to do. The voaave students confidenee
with sentence !l]iliii])i]]‘ltinll A student had tn test his answers against
lis own sense of grammatic: 1ht\ Sceing in his mnind's vy sentonees
“elick together.” o< one student put it as he moved down the kernels
wits i positive reinforeement of the sentenee- (_mnhmm(r jrocess, Stu-
de nls woere ,llsn lmpu SEC (l W Elh the i mn ity of the \\lttz'—nnt sentences
rring to them as "y sentenees.”
Hu-z(- Wik OVORY Peitsan m bvlix"\‘v then, that the students in the
experiment would find these problems challenging und intere sting.
The greatest attraction for both teacher and 1)111)1]% of the svstem of
sentence-combining practice deseribed here is, of cotirse, that it dooes
not neeessitite the study of a Lrunni traditional or h-.lmhn-m-mmml
The English teacher who slmpl\ “doesn’t like grammar” can use this
svstem, Also, many English teachers, .1]thumr]1 attracted to transfor-
mational grunmar in thuu}, are repelled by some of its verv compli-
7 ams. Others maintain that, hecause
aned conld (!lm_L]\ become ols-

cated rules, especiallv its tree diagr
venerative grammar is in ity inf:
ing its many unnp]u ite ci rules could be a waste of their

sulete, Tear
tinme. And. of course. many English teachers, troubled by granimar’s
demonstrable Tack of otilitarian value, nevertheless feel that s Qrimnur
study is an important part of human knowle dge. All of these teachers
van use the present svstem beeause it avaoids the negative aspects of

graunmar study .1Hu other.

Crammar stuﬂ\ s in disre pute at the present time largelyv because
it has failed to lulp students write anyv better. 1t has occ upn‘d the
center of langug agre study in the :_l.usmmn, and many people, m;lmhuu‘
some grammarians, think that this is regrettable, In o lively dltl(_‘l(‘
called “Linguisties and the Pursuit of Relevanee” Neil Postman sug-
aested that thv granmmarian daned his works should e Plllu)d ‘at t]m
distant pe nph(n of Iunfuur(‘ study. not at its conter”™ and that “the
primary goal in langoage teaching is to he Ap students to inerease their
competence to use and wnderstang Fanguage™ (1967, P 1162). He
denounced the idea that ll]l”’ll.l'f(‘ shnufd bv stutlwd “for its own

sake,” and then asserted that a ve ry hmportant goal in the teaching of

bv

Lnglish iy “he lpmir students to nanage their h\ s inore offecti
increasing  their control over Iuan'umru‘ (p- 1162). Postman qlmtcd
[ A Richards, "America’s greatest living linguist,” in an article in
The New York Review of Books. \\’utmg of the general failure of
teachers to make the study of language relevant and uscful, Richards

sadd:

It was nof the badness of the granunar deser iptions which Q.msul l'hL‘
failure but a simpler and dm*pt‘r mistake: learning how to deser
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]mg_‘ ¢ is not al all the same as learning how o wse it with power
and discernment. Ju point of fact, current (Hml&. by English teachers
to use transformational grammar far too often result in glib m: I’Hl];l—
tion of nomeneliature— -just as of old=and ]ﬂi;_\' with “trec tlmf_,,l.mn
without Bringing HITAY nnpln\ el nnele l(]i{lg of what sentences do or
how they do it (Postinan, 1967, p. 1162)

Richardy and Postman clearly identified the problem. English teach-
ers have been too concerned with how hinguage works and not s
ciently concerned with developing ways to ]]L]P students use their
language. Obsessed with theory, they have ignored practice. \I:L]mv]
in a speech delivered to the C_nl]m.,v of Education faculty a
itv, called this tendenev the m;uulmmu

Scriven,
the Flori Statc Univen
fallacy™ and gave as an absurd example the view that “one can’t swim
without having a satisfactory theory of hydrostaties, hydrodyvnamics
and the physiology of immersed activity.” He suggested that the
serious examples of the "aeademie fallaev”™ are built i’ﬁtu our curricu-
luni; “at the Q()“( gre level, for example, the laugls
bolie logic is a snrmfm.mt aid to reasoning skill in oany suh,,
Fu]d t]mt French grammar has something important to contribute to
""x; skl]ls .. Aren't English teachers also guilty of the
;wudumit; allaey when they stress uJ?J to the detriment of hoe?

%t;n o, wnd Postman all stressed the importance of the
cs of a skill. And that is precisely what sentenee-combining
pm;tl-;(,.— is L]tf:s%m:il to do—to make students hetter able to handle
English sentences. Of course, there was no suggestion here that the
students would write in their free writing sentenees as long as those
they pmcticcd What was postulated in this study was that there would
be a sort of “rub-off” éffect from sentence-combining practice with
multiple embeddings which would lead to greater svutactic maturity
in free writing. Football plavers practice hundreds of plavs many
times so that at the right time, in the right situation, a dozen or so
of these moves will have become both appropriate and habitual, So
also with sentence combining. Only some of the operations should
become habitual. )

A further attraction of sentenece-combining practice is that it forees
the student, as he embeds the given kernels into the inain statement,
to keep longer and longer discourse in his head. Practice at memoriz-
ing and reproducing these-longer sentences may help him develop
a skill which two researchers at Icast have claimed is characteristic of
increasing cognitive maturity. Harrell (1957) discovered that vounger
children write shorter sentences than they speak, and his evidenee
suggests that older children are better than vounger children at learning

111 m]

Richard
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thcm uut on lmpir 5uppmt h}r ILmvll 5 ;nnivntmn (‘_‘illl‘bL fuund in
the theory of “chunking” which Miller (1956) developed. Miller sug-
g}:sli‘d that ax the mind matures it dove lxjps i IMoOre suphlstn‘; b rﬂ;:htv
to organize complex information. According to Hunt, this dvvclul_}mgﬁ
ability would explain why children, as they mature, produee and
receive more complex sentences (1970, p. 58). Miller's explanation of
how the memory span, which is a fixed number of chunks, can handle
additional information by building larger chunks containing more
information than before is an attractive one and wonld appear to
support the kind of sentenee-combining m: m1pu].1t1mﬁ being advanced
in the present study, Miller declared t]hit

Iu the jargon of communication theory, this process would be called
recoding, The input is given in a code that” contains many chunks
with few bits per chunk. The operator recodes the inpat into another
code that eomtaing fewer chunks with more bits per chink. There are
many wavs to do this recadiug bul probably the slmpl;st is to élﬂtlpv
the mpul evenls, .xpplv i new npame to the group, and then remember

the new name rather lh an the original inpot events, (1956, p. 93)

Obviously Miller's de seription of the recoding process is vurv similar
to the series of operations demanded by the sentence- (’Ulﬂ])lﬂll]g prac-
tice in the present study. “Bits of information” are very like -kernels
which have to be cmbedded, and Lhun]ﬁ are similar to relative and

nhmlllll L.(lﬂ(] vm]u‘ﬂc]m;ﬁs. Fllu‘ lnng umi ix, t’]wrvﬁnn' thoe result
into chunks

,|] stﬂud[)mnt. !t %huu](] fmlhtatv
\fnl.u:llc %Ll"‘i .ﬂl*v.uh lmz:..s.t,'ssi*(l l)v training” the moemory and inereas-
ing the (ngﬁnlh\i c'hunkln;q uhl]ll\' of the students, The system is
simple and can be Tearned by the average English teacher in-several
inscrvice sessions, Beeause it demands an acee ptant, non-crror-oriented
enviroment that accentuates the positive, stadents should find it e sy
lii du auid reliutively interesting, Few stadeuts should make many

Curricular Assumplions
The present experiment presented an interesting curvieular dilemma,
Although  the  sentence-c ombining  practice was  presented  inoan

u r]wlm'icn] i-:i‘ltm;ﬁ l)(‘t‘al\l‘s(' uf ]:-aiyi ro quirvmvnls lhi% {":])(Iiiﬂ('iitl‘]
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of presenting sentence-combining practice. In order to isolate the
elfect of ':.t;!ntu se-combining practice. the exercises were given to the
students in a Qtr;‘Fullv structured and almost entirely a-rhetorical
sctting. Great pains were taken to avoid conditioning students to favor
complex syntactic expression in their actual composition classes.

At least one-half of the regular composition course for all students
consisted of the students writing a journal cach week, with the stress
in this part of the course on un&:uum;‘_;n!j students to devclnp a sense
of personal worth., The uniqueness of the individual
of the dav-to-day happenings in the life of that individual were uf
paramount impm'tunc};. Sentence structure, pum:tuﬁtiﬂn, spgslling;, cte.
were largely ignored. The major responsibility of the teacher was to
redct as another human being, as sympathetically as possible, to the
scarching, the jovs and disappointments, the uncertainties, the probing
of the individual student. Content was all important. The major objec-
tive was to get the students to increase the flow of their writing and
in so doing to improve their self-concepts.

The sentence-combining problems were never referred to in the
composition class. In fact, they were systematically avoided, Had the
sentence-combining practice been presented in coneert with or as an
integral part of the comnposition instruction, major problems of inter-
tation of the results would doubtless have arisen, In such a situation,

13 e

if the students’ writing behavior had changed significantly, perhaps

the change could be attributed to the unique elfect of sentence-com-
l;imng_ﬁ practice and composition instruction.
Thi% is not to say tlmt sentence- ijl'l'll)ln]l]fﬁ pj.mtl;x: zmghf to t.lkc:

Lwlu WO Lh.lt svntungc-cmnhmmg PIdﬂtlLL Ims VOry re II ;1t,tr-,u:twc;m:ss
when considered as an integral part of composition instruction because
(1) 1t lms such a zhui;t In aring on thc g__,( ne mlly ne ;jlc ctcd qm hfl()ﬂ

n:vmu% Q p‘q:c '\’\fh'lLI! lms bccn cundcmnud for an immature or
clmpp'y style, qjuite without rgg:‘zrcl to its cffectiveness in the present
pmmu nt.

sist of “'thu:s ;lutmmmuus ;mnpuut‘ut 'sllli]LLt'ﬁ—]lt(‘ 1tun' ‘umpmltmn?
and linguisties™ and that ° ]mL‘mstn;s and composition are separate
subjects in pursuit of separate goals.” This position is at hest question-
able. Since the Anglo-American Seminar on the Teaching of English
held at Dartmouth College in 1966 there has been a diseernible move-
ment among English educators away [rom the tripartite division of the

English curriculum, and the present rese archer is eertainly in favor of
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such a trend. However, no uscful purpose would be served by embark-
ing on a lengthy discussion of the relative merits of these two scem-
inglv opposing views because the design of the present experiment
neeessitated the isolation of sentence-combining pmchcc‘ from the rest
of the curriculum so that its cffeet on student writing could be directly
measured. The whole question as to whether sentenee combining
must be, as Mellon claims, “a-rhetorical” (p. 20), whether it has
“nothing whatsocever to do with . . . the teaching of writing” (p. 81),
and whether it is "not a ‘program of composition or rhetoric” (p. 74),
will be returned to in the last chapter of this study. where the general
curricular implications for the sentence-combining practice deseribed
here will be discussed at length,

Lo

Summary

The first part of this ;;h.lptu demanstrated that growth in svntactie
nmtln lt\r i ])L‘ ne .I%llIL‘II n (1ll;lllflﬁ;l])|(‘ terms .md that thc six factors

,lhg scmnd p;x:rt of the chapter both deseribed and developed a
rationale for the present studv's svstem of sentence- Q(il1il)il1ii1§%7131*:1ﬁ=
tice. Sentence-combining practice that was in no way dependent on
the students” formal knowledge of transformational grammar should
increase the normal rate of growth of syntaetic maturity in the stu-
dvnt-;’ fi’c_'u wril’ing Puctigé i'vith inti'il%ix HLI]EE nee nmmpulatum

the fm.d de vvlnpmcnt anl pmdur_tmn Of | $¢ ntL‘lu;L?!a Limmdc db]}’ miGre
mature than normally written and spoken by such students should
result inoan enhanced cognitive ability to produce sentences that are
syntactically more mature.

Non-error-oriented, grammar-study-free, and wholly dependent on
cach individual student's inherent sense of y;lnun\m;.lhlv the sen-
tence-combining practice virtually guaranteed student suecess, and
ss should produce a puqitiw- aceeptant classroom atmosphere
that, in stressing the spirit of inguiry, would cneourage svntactic
experimentation and build confidence. The dais might dlmppvm the
student as syntactic lut]mnlv tuke over. At least a part of linguistics

could more nearly hecome “student- uvninul -=-=r:mt.unl\ a desgirable

currienlar development.
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ing 1)1 ;igtu;(; th;it Wik in no \\’;1,} Lk—[}und(:ut on tlu; 5tu,dc3nt:s fm'nﬂl
klmwi«"d;c ()f h‘:llls‘furnmti(n]zi] grammar wml!d im:-rcalsic thc nm'ma]

!n tlll:-s u,\,pu;uu:u[ hul}]l’-‘;th were dudnmly ﬂ,hh]é!lﬂd to tlu,:. :Lpgn-
] k‘lmp]v% t;lken'ﬁ'nm 71311!'— and [1{)%4%0{1&
iing syntactic
nmtmlt\f 111:: amount uf El()\\:’t]] u\pL !'lL‘lH_L‘(] b\ an L‘\pcnmvnt;ﬂ group
was ;umlmnd with that of an ccquivalent control group and where
possible, with the normative data reported by Hunt (1965), O'Donnell,
et al. (1967), and Mecllon (1969). With t}ur obvious exception of the
sentence-combining practice, the experimental group was exposed to
the same kinds of units as the control group. The experimental units
were simply shorter. Both the experimental and control group wrote
the same number of compositions, plavs, speeches, cte.

An cevaluation of the overall writing quality of a subsample of the
ft!l-i] &1 unp](' 5 wrllm;‘ uutput was also un(]vl t;ll\[‘ll to (h-lvlmmc whvt}u‘r

tm-nm] gﬁmnp would JIIHLI(‘HL(‘ the Judgmunts uf a L,mup uf L‘lL,ht
cxperienced  English teachers called upon to compare the overall
quality of matched pairs of a sample of the experimental and control

comnnsitions.

H}}'pmheses

The study was designed to test the lnlluwmg two major hypotheses
for significance at the .05 level:

1. The experimental group, which was exposed to the sentence-
combiuing practice, will score significantly higher on the six
factors of syatactic maturity than the conirol group, which was
not v\pmvd to the ac‘nlvncl--(_umhmmg_‘ practice.

2. The experimental gronp will write compositions that will be

35
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judged by cight experienced English teachers as significantly
*x.up('rmr in ()\TIJH (1u;1hl\ to the clmlpnslh(ma writion hV th(‘
control group.

This study also tested for possible interaction clfects of teacher, sex,
and ability as measured by [Q and pre-test scores on words per-T-unit
on the syntactic maturity of the students” writing,

Since thv ‘r.ul)'-ulnlljk Uf the L(}IIII)(I%EL'IUIIH written consisted of ffteen
irs of deseriptive writing, this study
iptive

pairs of warrative and fifteen ps
tested whether the eight teachers judged the narrative and des
compositions (]lﬂ(_!lt_?llﬂ}’- Also of interest was whether the téachers as
a group agreed in their evaluations of these compositions.

Research Design

Design of the Study. The experiment was designed to include two
experimental and two control classes to which students were randomly
assigned. The pre-test-post-test control group d{'sn_,n deseribed h\f
Campbell and Stanley (1968, p. 13) was utilized. The design took
the following form:

R O X 0O
R O O

Subjects. All of the ‘I%hty—tlnv seventh grade students at the Flor-
ida State University High School were included in the studv. These
students were within the normal seventh grade range of 12 to 13 years
andl had 1Q scores ranging from 76 to 143 with an average of 111.6.
Thirteen percent of the students were black, There were forty-three
boys and forty girls in this plg‘(lnmlmuntlv middle class Ijupuldtmnf
There were huL\ -one students in the experimental group and forty-
two in the control group.

Vzumblc’a. Hw fnﬂu\\mfﬁ uullmv StUInarizes tlm lui];puuhn{ de-

I. Imlepundan
Methods and materials: teaching a vegular curriculum in English
versus sentence-combining practice and a shortened version of
this regular curriculuny,

I Dependent.
A, Six factors of syntactic maturity.

I, Words per T' unit.

I

2. Clauses per T-unit,
. Words per clause.
4. Noun clauses per 100 T-units.

[}
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5. AdverDb clauses per 100 T-units.
6. Adjective elauses per 100 T-units.

B. A single qualitative judgment, based on the factors of ideas,
organization, stvle, vocabulary. and sentence structure,- made
;um;urnmé, whu:h of twn unﬂpumtmna one c\pcrlmc ntal and

5tgnr_‘d 1 s5cure Uf one .1111:1 the ()thcr LUH'IP(J%IUHII wis .Lasltfngd
a seore of zero. The compositions had hLml matched dLQe_lrd—
ing to the subjects’ sex and 1Q.)

1I1. Extrancous.

: A. Language experiences of the subjects outside their English
classes.

B. The two teachers who cach taught an experimental and con-

trol class.

Procedures

Selection ‘of the Experiment Population., The seventh grade was
wluctvd as the level on which to conduct this experiment simply be-
cause Mellon chose seventh graders. An important design feature of
this v\pi diment was that the experimental group was recquired to write
out sentences virtually identical to those written out by Mellon's
experimental group. The adv antages were obvious, Should the cxperi-
ll](;‘[]t;ll gr mlp not d(‘hwvu thq: g.j; (}wtll lwputhcsm;‘cl for |t, an interest-

that Ins v\pcmmultxl gmup 8 g;m\\ th wils t]n ru.ult uf tlu:' cmnbmmgj
practize. Although common sense suggests that Mellon was correct,
it is nevertheless possible that it was some unicue combination of
transformational grammar and sentence combining that led to the
incerease in “syntactie flueney.”

If the [prosont studs, 5 c-\pcnnwulﬂ gronip were Lo achieve 1ifi-
cantly more growth in svntactic maturity than the. growth dc;hu;vcci ljy
Mollon's s experimental group, another vquallv thmbmg question wmlld
arise. Both groups would have experienced similar amounts of “com-
bining” practice which, Mcllon claimed, made the difference. How to
account for the differences? Perhaps the grammar studied by Mellon’s

group, because it was more difficult than Mecllon imagined, acted as

an inhibiting agent on the sentence- combining practice done by his
students. Liqually interesting problems would arise if the L-\I’wum-:nhl
groups in both studies achieved approsimately equal inereases in syn-
tuctic maturity or fluency. This whole question will, of eourse, bc
returned to when the resulta of the present study are examined i
the last chapter.
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ﬂﬂ!

No claim is heing made for the unique suitability for seventh graders
of the sentence- L‘mnhmmg practice deseribed in. this stucly. Indeed, it
is the present researcher’s opinion that oral sentence- cumhmmﬂ' prac-
tice could begin in the second grade and, perhaps, in written form
in grade fcmr While the numljc of kermels to be embedded, their
vocabulary and comprehension levels, and the cognitive-svntactic ma-
tur ztv of thi_‘ children would uhvmu'}ly he of paramount lmpmtanu‘ to
the uurlcuium writer, the arguments .ﬂrclidv cited for the attractive-
ness of the present study:-, sentence- z;mnbmmtf practice would appear

to retain their validity. Grammar-free sentence-combining, capitalizing

on svitactic abilitics that students alre adv possess and condueted in
an acceptant atmosphere in which students are the final arbiters of
acceptability, should -prove successful in clementary as well as in
sceondary schools,

Schoolwide scheduling constraints dictated that the seventh grade
consist of four classes _i;unt.unmL__ respectively  seventeen, eighteen,
twentv-four, and twentv-four students and that two of these classes
meet at the same time. Fortunately, the administration was able to
accommodate a request for all the classes to meet during the first three
periods of the day. Also, the experinient population remained fairly
stable, During the vear only two students left Florida Figh, one cach
from an {xpimm‘nldl and control class, and one student entered a
control class in January, halfway through the academice year. Naturally,
these students” inputs were not included in the final tabulations. The
experiment populdtmn thus consisted of a total of eighty-three students.

Schoolwide scheduling eonstraints also necessitated this rescareher’s
teaching two of the four soventh grade elasses. It would have been
more desirable to have had a teacher other than the present researcher
conducet these classes. But since this was simply not feasible, it was
decided that Mr, Jumes Barmes, English Department head at Florida
High School, would take the j;lli_}.'l‘ of the experimental elasses (24)
and the smaller control elass {(18), while this researcher would take
the smaller experimental elass (17) and the larger control class (24).
In this manner the teacher-treatment influence was controlled to some
oextoent,

Control of Outsidle Language Experiences. There was no practical
way to control for the language experiences of the subjects outside their
Iinglish classes. However, conversations with their social studies and
science teachoer ienlar made it clear that, as might he l"il_ﬂ‘f.‘tl‘(l
the students as u whole were given roughly equivalent writing and
discussion assignments both in school and at home. An important and
highly structured part of the subjects’ English course was an almost
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overwhelining emphasis on the importance of free reading, Students
were encouraged to read as much ag possible at home and were given
approximately one day per week of in-class time in which to read books
they themselves had chosen. The number of books read by students
was highly gratifving, but there was no evidence of an appreciable
differenee in the number read by experimaenital or control elasses.
Although stringent cfforts were made o cnsure that the subjects were
given identienl writing assignments in their composition and literature
classes, there was no way to dircetly control their extracurricular
writing expericnecs. However, randorm assignment of subjects to the
respeetive treatments, for which a book of random numbers was used,
pru@;unm]ﬂy would control for such extrancous factors.

The Treatments. In the spring of 1969 the English Department at
Florida Migh decided to concentrate heavily on reading instruction in
the seventh grade and to spend about one-third of the vear on the
teaching of reading skills and free reading, which entailed allowing
students to read a book of their choice in class for an hour at least
once per week. In addition, it was decided that two short units in
! 0 be presented, as would units in composition,

literature would
dramaties, library skills, and language study.

When permission was later granted for the present study to be con-
cducted, plans had to be made to accommodate both an experimental
and a control treatment. Since there were excellent eurricular reasons
for retaining the “spring” plan and no design problems requiring that
plan’s alteration, it was deeided that the' control group would study
the units already outlined, The experimental treatinent would consist
of shortened versions of each of the units mentioned, as well as the
unit on sentence-combining practice, For example, in exaniining the
zoncept of fietion, both groups read and discussed o number of short
;. While the control group worked with fve short stories, the

stori

-experimental group studicd just three,

The control group did not stucdy any kind of grammar beeause pre-
vious rescarch, including Mcellon’s own study, suggested that the 5vs-
tematic teaching of formal grammar, as Neil Postman (1967) su aptly
put it, “does very little or nothing or harm to students . , » (p. 1162).
One of the outstanding observations in the Mellon study (1969) was
that the practice sentences studied by his control group in their study
of formal grammar ' 7 '

represented immature types which junior high sehool composition
teachers rightly exhort their students to avoid, although the experi-
menter finds without exception that all widely used seventh grade texts
are limited to these puerile sentence types . .. (p. 38). [These stu-
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dents] experience and perhaps emulate sentences fur below their at-
tained level of syntactic fluency. (p. 39)

Therefore, because of what Mclion called “their manifest undesira-
bility,” these sentences and the grammar study that requires them were
."\"*;tcr'n;‘zticzﬂly Uu:‘]udu] fmm tI‘lQ control thﬂhnLnt

htcmrv h)rms —ﬁttmn \vlth Bl lmmfv Ll]]P]hl%lE on the shnrt *stury,
mmfs;tmn, stressing bmgjmphy; and poetry, with an accent on modern
works, The texts for these units were the following:

Adventures for Readers Book I, by Elizabeth C. O'Daly and Egbert W,
Nieman (New York: Iarcourt Brace Jovanovich, 1958);
Vﬂngumd by Robert C. Puoley, Virginia Belle Lowers, Frances Mag-
anz, and Olive 5. '\Il]gs (Clcuvmw Ih.: Scott, Foresman and C‘n .
‘, ):

Perspectives, by Robert C. Pooley, Alfred H. Gromman, Frances Muag-

ddllg, Elsie __lll](_pnn, mu:l Olive 5. Niles (Glenview, Il.: Scolt,

roresman and Cao., 1963); and

Reflections on a Gift of Watermelon Pickle, and Other Modern Verse,
by .‘:LLplmn Dunning, Edward Lueders, and Hugh Smith (C,lguwew
11l.: Scott, Foresman and Co., 1966).

The control group's dramatics unit consisted of individual and small
group improvisations, and the sclection, rehearsal, and presentation

‘of student written and pmiussiu;mllv written p]dvs of proven popu-

larity with seventh graders. Evervone wrote a short play The best
P]ﬂ}! in each group was chosen hv the group who set abouf rowr iting,
polishing, and finally presenting it to the rest of the class, Although
the literary and acsthetic quality of the student plays was, to say the
least, uneven, the students obviously had fun.

The rcdﬂmgj course began with a heavy, four-weck concentrated
dosage in September and continued sporadieally throughout the year.

‘Students worked on anindividualized basis at their own speed on a

large varicty of materials. Materiuls were provided for every reading
level from second grade through college. These consisted of:

SRA Reading Laboratory Illa, by Don 11, Parker (Chicago: Science
Rescarch Associates, 1964); )

Cencral RFFU Reading fur Unelerstanding, by Thelina Gwinn Thurstone
{Chicago: Science Rescarch Associates, 1969 ) ;

The Macmillan Reacling Spectrum (New York: The Maanillan Come-
pany, 1965); ) .

Reading Skill Builders (Pleasantyville, N.Y.: lh*adm’is Digest Services,
1960)

The Literature Smnp[a 5S¢ u)ndmj Ldition, by Rita MeLaughlin (Chi-
cago: Learning Materials, 1962); and
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An extensive elassroom library of approsimately one thousund paper-
hack books covering grades 3 through 12,

The “free reading” dimension of the reading course was regarded as
much more important than its skillbuilding counterpart.

Students were both required and encouraged to read as much as
possible both in class and at home. A “points” system that this re-
scarcher had used for five or six years in previous schools was insti-
tuted. A certain number of points were given for cach book read by
the student who reported on a thrée-by-five card. The points were
allocated according to the number of pagzs, the size of the print, and
the reading ability of the student. Beeause an able student might be
given only three points for a book that a less talented colleague had
been given five points for, both students would have to work at close
to capacity to satisfy the stipulated minimum requirement, Extra credit
was of course given to students who surpassed this minimum. The
physical proximity of the books, the provision of free in-class time for
reading, and constant book sharing experiences on a formal and
informal basis with large and small groups all combined to create a
highly satisfactory unit, aceording to an unsigned class-wide evaluation
of that unit conducted in June.

The control group’s language study unit consisted of teacher-made
study sheets and exercises on vocabulary  study, dictionary skills,
punctuation, capitalization, and usage. Spelling was not taught sys-
tematically but was attended to on an individual basis in the students’
work in composition. '

The control group's composition course was divided into two sep-
arate sections. The first consisted of “jowrnal™ writing. Students were
required to write two pages per week as a minimum with a masimum
of four pages. It had been our experience with the majority of seventh
graders in previous years that they found writing a burdensome chore.
The journal writing was designed first of all to get them to write
anything at all. Writing is, among other things, a physical act, and,
as with most physical acts, practice is a neeessary step on the road
toward competeney. Students were encouraged to write about thems-
sclves, about their hopes and aspirations, thein doubts, their frailtics,
their pet hates, their favorite singers, their parents, their friends:
anything and c¢verything that. pertained to their lives, Worthwhile
writing usually stems from sineerity and commitment and relevanee,
Their teachers ceased o be “English” teachers and, instead, tried to
be sympathetic “listener-readers.” Students wrofe only on right hand
pages so that their teachers could respond and react on the left hand

‘pages. Handwriting had to be legible—barely., Spelling was largely



LR
L
42 : " SENTENCE COMBINING

ignored along with punctuation and other mechanieal considerations.
The foeus was unremittingly on content. Students were encouraged to
complain if their teachers didn’t respond in writing cnough. Of course,
all the communications in the journal were held in the strictest con-
fidence. A student could fill his two piges and then, if he so desired,
forbid his teacher to read them by labeling the first page “DO NOT
READ” and by putting a line through both pages, bottom left to
top right. Although very few students had recourse to the “DO NOT
READ” command, they obviously liked the idea that they could. We
felt this was an excellent writing unit; so did the students.

These same students were not so enchanted by the second half of
the composition unit, in which prowriting was stressed, Ideas, organi
zation, style, mechanics. and spelling were discussed and graded
Students were given an opportunity to write na

ations, descriptions,
and expositions, They were unimpressed, “Why can’t we write journals?
That was fun.” : '

The experimental group was exposed to all of the units deseribed
here, Their units were simply shorter, They worked on fewer exereises
in their language study and read only one biography instead of the
two read by their control counterparts. Their reading course was
shorter, as were their literature units. In dramatics they had less time
to work on their plays and presented only one play on stage, They
were given less instruction in composition, However, they wrote
exaetly the same number of compositions as the control group, and
they wrote an identieal number of assignments in their literature study.

The experimental group worked on uineteen lessons which taught

sentenec-eombining techniques and provided | abundant p'*:’t,grt CCadn
sentence combining. The text was called Sentence Comnbining andeont
tained 111 pages of text and exercises. The students were direeted,
workbook Fashion, to srite all the recuired exereises divectly on the
pages of the text. The students used ring binders to keep the lessons
distributed to them dwring the year, The ring binders were kept in the
classroom so that they could be checked. When homework was as-
signed, the students took home only the relevant lesson sheets.

A deliberate attempt was made to keep the text ag brief as possible,
Explanations of particular sentence-combining techniques and illus2
trative examples seldom went bevond half a page. The students rarely
needed help with any of the Yessons. Working with the actual sentence-
combining problems consistently removed anv difficultios encountered,
by the stedents, ' S

The svatence-combining treatinent lasted an average of one hour and
a quarter per week in elass, and the students spent about half an

-
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hour per week on related homework assignments. These weekly totals
arc averages beeause sentence combining was interspersed with what-
ever othér units were bmng tmgjht fatud;uta who E;Ulﬂl)]L‘tEd thcu’ sen-
tence-combining assignments carly were also encour

novels in class. The 5tuﬂuni.s g]wmus]v enjuw d Fu:u reading, zmd this
helped to keep the sentence cmnbnnnf% interesting by association.

The first part of the sentence-combining text gave students practice
in writing out snnph‘ sentenecs hv matchmg sep;u*ltud subjects and
predieates. (It is important to remember that although these proce-
dures are being described for the reader in grammatical terms, such
terms were never used in the lessons.) Then the students were given
practice with the addition of adverbial phrases to sentences. This was
followed by a series of short lessons giving students practice in con-
verting sentences to negatives, questions, and passives. Here are a few
examples which instructed the students to use a variety of the com-
bining signals they had learned. Where appropriate, the desired answer
is written out as sentence B.

A, T}m 1;1ttlu (HD’\'\*) slithcn;‘i (\\’HEB}%); bit the sleeping buby

Instl Uitif)]lh In th( fulh '\'\'ing c\;icisc write out as many sentences as
A, M}f car L'nml-,c down. )

Ay car broke down during the winter.

My car broke down every Mounday mormning,

My car Iroke down at five o'clock.
A. Some telephones are newrby, (THERE-INS + NEG -+ UULS)

B. Aren't there uny telephones m;.ul:\'#‘

A, Thaose dirty marks will fude away for some reason. (NEG +
WHY QUIES) ;
B, Why wan't those dirty m.llka fade away?

The second part of the sentenee-combining text rt!qui,uﬂ students to

master single-embedding problems. For example:

A. Pc;'t(’;' imticvd SC}\IF’I‘I'H\T;.

13

pusltum in thc' transforme d suntuncc*‘ TFor ex
dents to change “The child shivered \mlvntl} to mtlm The clu]d
violent shivering .. .” or "The violent shivering of the child .. .7 so that
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cither could be inserted in another sentence® The solution was so ob-
vious that it cluded this rescarcher for a ong time, Almost every ad-
verb, when changed to an adjective, drops fy. Therefore, the parentheti-
cal command (BX) was called “LY with the cross through it” in the
lessons. The student followed the (B) cominand and positioned the
new word according to where it appeared in parentheses. For exa

A. The child shivered violentl
B. Phe child's viclent shiver

v ('§ + BX + ING)
The child shivered violeatly (BY. + ING + OF)

B The violent shivering of the child, . . .

>

The single-embedding problems were followed by multiple-embed-
ding problems that required the students to transform and embed
two, three, four, or more kernel sentences into a single sentence. For
example:

A, SOMETHING should tell vou SOMETIING, )
Johre has not called in five days, (THIE FACT THAT)
You not going steady anvmore, (THAT) )
B. The fact that John has not éalled in five days should tell vou that
You are not gomg Sl(,'ii(,,}* auvimore,

Mustrative sentence-combining problems ean be found in Appendix A,

The present rescarcher did not perform an actual count of the dif-
ferent forms of practice exercises because his exercises woere virtually
identical to those of Mellon, who performed that verv laborious count.
Mellon stated that the 904 kernel sentences used in the sentence-com-
bining problems were presented in such a way that their proportions
would he approximately equal to the proportions of transform tvpes
found it normal cighth grade writing, Mcllon's 602 exercises eonsisted
of 123 pretransformational hasic sentences, 130 simple transformations,
65 separate complex transformations and 281 sentence-combining prob-
lems, with 98 single-cmbedding problems and 183 ml_i_!tipl&umbéiiding
problems. Generally speaking, then, the present study exposed  its
experimental students to a roughly equivalent number of problems,

A very important and perhaps crucial dimension of the experimental
treatment was the nature of the classroom activities and the atmosphere
in which the combining practice was conducted. Historieally, usage and
grammar drills have been negatively oriented, coneentrating on cirors
instead of building confi lence. Students iearned to think in terms of
“red ink"” teacher comments. specially at the beginning of this study,
there was almost no concern at all with error, A student who perhaps
had produced a good English sentence but not the one desired in the
exercise was rewarded with an approving smile or nod. “That’s a good

mple,
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sentence, John™ or a similar comment alwavs accompanied the teach-
v's reaction to the exercise error. Most uf 'ﬂ'w %'tudvnta; ﬁvuduﬂ a f(‘[‘ﬁﬁgg

[

of assurance
with a isit!nhnl(‘*l,!=|i’1:lnipli];’lh’(”m I}i'n]ﬂi‘-m

In the first few lessons the teacher was the center of the activities.
L’mt ﬂut for lr’)nff' Since *;Euclvnts; whn dcpund Q\{Ehl&nvolv on i’h(' teacher

L}p t]w L—(mﬁdvnt_-c nece '.si_u}' fm success in m_.!ntguc_-u L_w_)nﬂ_mm]:jﬁi 1t was
decided to structure the teacher out of the remaining lessons. The
teacher deliberately sat down when the classes were going over their
sentences, If a student read out a sentence to which _:my_mem]mr of
t]'n;' i:]z'l*;*; ubjf‘f_-tcd ﬂw olass as a \\—fhu]e ﬂt‘gidt‘ﬂ bv a ﬂi()\v of }i-’li’i{j."-;

Drﬂ}'f lf thcru was no clear m:qurltv did t}lc: tu.mhu stvp in wnt]l 1 ]nnt

or two, Indeed, if the majority decided that a particular sentence was

ilcc‘v’pt:ih]v and the teacher did not agree, it was decided to let the
majority vote carry the dav. One questionable sentence was of little
importance when unﬁp'ncc] to the evident satisfaction the students
derived from overruling their tencher, Producing sentences that were
lnt('”r.'tgtlmll\? sdtlsf\*mg‘ and Erdmnmtleq]h' correcet most of the time

&‘u ¢ thu stut]vnta llw dlesived confidence and a positive attitude towards

Iu al!.]L]ltl(JH to \\-ntin}% out cvery sentence, the students practiced
choral readings of approximately one-thivd of the completed sentences,
This was usually performed in a very rclaxed atmosphere where a
lL‘nl":(Jﬂili)]L‘ dlﬂullllt (li Stl](]l‘llL Qli}\\’ll]]l% AWis III)L [‘]f!\\'n(‘(] ]]]_}()]‘] ql(!ﬂ]l_‘

tinies thr_‘ L‘\vlusus were gmw over in snml] %mups w]msc* pupuh{um

.liiL] hll])Ll\th’ ;m}f thvuasmns. Q enel ‘11]\' apuukmg, a vnmw uJ teen-
niques was consciously und very delibe rately used to keep the exereise
interesting. The liingﬁth of the lessons l.l‘nL‘L‘L] from ten to forty minates.
When the exeiting dramatics unit began in _]dnlhuv the students
scemed reluctant to get baek to the cuml}uung exereises, claiming that
Ult;v were too lmw \\'It]l l_hc‘n hm. res ldln;ﬁ which was heginning to
L rriting, T'he teachers decided
Lu _puat]_)i__uw tln‘ :s.unt,vm_.e Lmnbining until the first week in February
for the students returned to it with a
revived interest and enthusiasm that they never again lost,

Strenuous efforts were made to expose both the experimental and
cantrol classes in the experiment to the same kind and variety of class-
room procedures. The experimenter  discussed  strategics ‘with M,

This was a wise doecision,
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Barnes on a systematic weekly basis, and hoth teachers visited cach
other’s experimental and control classes periodicallv throughout the
VisLr.

Measuremend

Ability. The students” ability was measured by the California Test of
Mental Maturity (1Q scores, mean 100, SD 16) and by their score on
words per T-unit caleulated from the first ten T-nnits in cach of the five
pre-treatment compositions that thev wrote,

- Syntactic Maturity. In order to measure the syutactic maturite of the
subjects’ free writing, it was necessary to abtain a rcpr(fsvntﬂti\,'ésmnplv
of that writing. Studics have shown that a writer's performance ean
vary: because of day-to-day fluctuations and because of the mode of
discomse, Rincaid (1953) discovered that, at least with college fresh-
men. the dav-to-day writing performance of individuals varios, espe-
cially that of better writers, Anderson (1960) found that 71 pereent of
the fiftv-five cighth grade students he examined on cight different oc-
casions “showed evidence of composition Huctuation” and concluded
that a writer variable must be taken into account when rating com-

positions for research purposes. Frogner (1933), Scegers (1933), and

Hunt (1964) have shown that a writer’s sentence structure is affected
by the mode of discourse he is using—argumentation. exposition, narra-
tion. or description. Clearly, then, the topic and made of discourse
should be varied. ' 7 .

There have heen no definitive studies done on ideal sample size.
Chotlas (1944) discovered that 1000-war samples written by jumior
high school students were as reliable as 3000-word samples. Anderson
(1937) showed that the 150-word samples used by LaBrant were un-
reliahle and suggested samples several times larger. ODonnell and
Hunt (1970), used a 300-word sample for the writing of fourth graders.
Using s mcthod similar to O Donnell and ITunt’s, the present research-
er sampled 10 pereent of the pre-test compasitions of his experiment
population. Words poer T-unit, the most sensitive measure of svntactic
maturity in school children, was used to determine a relialle smmple
size, It was discovered that a sample just over 400 wards in length was
as reliable an indicator of average T-unit length as was a 1000-word
sample. Since Hunt's cighth grade students wrote T-units approximate-
Iv 11 words in length, it was decided to collect per-student samples
fifty T-units in fength of pre- and post-treatment writing. Hopefully
this would result in samples approximately 500 words in length,

Sinee it was desirable that the students’ compositions represent their
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own writing ability, all of the compositions at pre- and post-tests were
written in class under teacher supervision, thus climinating potential
help from parents or friends. Teachers dis ributed the printed topic
sheets and read aloud the information contained in theim while the
students read them silentlv, All of the students were supplied with
lined legal-size paper. No attempt was made to influence the students
to ai_‘dupf an unnatural writing style, nor were they told that their
sentence structure would be singled out for analysis. Indeed. they
were never told that this was an experiment. The topic sheets were
headed “Tth Grade, Composition Evaluation.” In October the studeits
ined to help their
particular needs.

were told that these compositions wonld be exar
teachers plan a composition program based on their
They were not told that they would be examined again in May. The
presented as an evaluation instrument to

pust-test compositions were pr
see how much they had improved their writing ability since the start
of the sehool year. The students were anuurﬂgﬁdrt() write rough
drafts and to revise their sentences i any way thev thought fit. The
compositions were written during the first two weeks in October and
the last two wecks in May,

The students in Mcllon's experiment wrote nine pre
compositions. While a variety of modes of discourse was desir
was thonght that this was an excessive amount of writing considering
the faet that it was conducted in an environment where no composition
instruction took place. Some students might have asked themselves
how the teacher could grade nine compositions for cach student right
at the end of school. This researcher rather arbitrarily decided that five
compositions were as many as the students would tolerate and therefore
five topics were devised in consultation with Mr. Barnes. Following
Mellon's methodology, each topic was represented in parallel A and B
forms. Students who received one of these forms in October were given
stematic bias, half of one ¢k

and post-test
able, it

the other form in May. To avoid anv s

3

were given the A form. the other half the B form. The process

it so that half of hoth the experimental and

ame topics at any given time, The
topies ranged over the three modes of discourse—narration, deserip-
tion, and exposition. Forms A and B of the five topics can be found in
Appendix C ¢ ctly as they were given to the students.

The student writing was segmented and analyzed by the experi-
menter. The first ten T-units from each of a student’s five cempositions
comprised the sample of fifty T-units per student per test.

The following are the rules used to segment each student’s writing

into T-units: one main clause plus any subordinate elause or nonclausal

was reversed at the post-

control groups were writing on the

3
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structure that was attached to or embedded in it counted as one T-
sion of a word eosunted

unit. Fragments which resulted from the o
as a T-unit. The experimenter suppliod the missing word. Other frag-
ments were discarded. Unintelligible strings of words, referred to by
Hunt (1965, p. 6) and O'Donnell et al. (1967, p- 39) as “garbles,”
were disearded. _

A very real difficulty arose when direetly quoted discourse intro-
duced by such an expression as “He said . .. was encountered, Mellon
discarded the “speaker tag.” This experimenter was unhappy with such
a procedure because it soon became difficult to define the expr
“speaker tag.” There is no great loss when an expression like “Ile said”
is discarded. But what about the following example encountered in the
analysis: “Clutching the knife tightly in his bleeding hand, Joe pain-
fully erawled towards the opening and said, ‘I surrender.” Exaetly

~what is the speaker tag here? Technically speaking, it would include

every word from “C]utéhiug" to “said.” Surelv this is not a two word
T-unit with a sixteen-word speaker tag discarded! 7
Hunt stated that “there is some reason, then, to tabulate divect dis-
course along with noun clauses™ (1963, P 73). It would be easy to
imagine directly quoted discourse consisting of a dozen sentences.
Counting all of them as noun clauses would also be unsatisfactory. A
compromise was reached by counting the first expression after “He
said” as a direet object, because it scemed to satisfy the minimally
terminable requirenient for a T-unit. For example, the following dis-

COUTrse—

Marsha suid, “T really like
millionaire and I like the id

—would have been segmented into three T-units—between “John” and

“However,” and between “millionaire” and “and.” The advantage of

such a procedure was that it retained as much of the student’s original
Mellon counted clauses of condition, concession, reason, and purpose
as separate T-units because he believed that logical conjunctions be-
have much like coordinate conjunctions, In addition, he discarded
clauses with repeating predicate phrases because he claimed they were
ellipticai and therefore vacuous. This experimenter ‘remained uncon-
vineed by Mellon’s reasoning in either case and, therefore, retained
Hunt and O’Donnell’s simpler and ore convineing methodology,
If a student failed to produce ten T-units in any composition, the
shortage was made up by segmenting extra T-units written in his
other compositions. Since the compositions were numbered from one

writing as possible.
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to five, the search for “extra” T-units alwavs began with the first com-
position and proceeded until the hhnrhgts were climinated. A few
students failed to produce the required fifty T-units. It was not felt
that this s]mrt'lg(' compromised the adequacy of the sample bee call
of the conputations were cither converted to a base of one hundred
T-units or expressed as a ratio of a certain number of words per T-unit
or per clause.

In this experiment the six factors of .wntac:tu: maturity were caleu-
lated in the h)lluwlmﬁ mannoer:

Words per T-unit. This figure was obtained by dividing the number
of words by the number of T-units. Cumpnund nouns written as one
word counted as one word, Compound nouns written as two words and
h\ phenated word pairs counte sl as two words. Phrasal proper names

words. Contractions such as he'd or shouldn't counted as two words.
Clauses per T-unit. This figure was obtained by dividing the number

of subordinate and main clauses by the number of muin clauses.
‘Vﬂf{fs ;jczr clause. Thls ﬁ%un Wiy uhtgmcd bv dlwdmg the number

Nmm dausw ,Jr:r 10() T- umth, izdugrb CZHMSE.; per 1()0 T-units, and
adjective clauses per 100 T-units. These figures were obtained by divid-
ing the total number of each tvpe of elause by the number of T-units,
quotient times 160
" The T-unit scgmentation and the frequency counts were performed
rimenter, who Cﬂnduct(‘d a svstenmtlc serics nf spot checks

lw this C\pu

\Vrltznﬁ Quahtl An uvflluatmn uf thv gu](‘ dl quahty U.E the compo-
sitions written by the experiment sample was clgarlv desirable. But
several pmhlc‘ms presented themselves, This researcher had neither
tlu tum nor tlw resourees to Jrrzmrf(' F()r th(‘ cv Jluatlmj Df '111 tht?

Uf (;nmpn.s:tn)n 1'1t1nt3‘a And t]mre was ﬂ]sn the prnblém of SEEUPii]E the.

services of a sufﬁuent number of experienced L\fﬂ]ljﬂtﬂr‘i for a satisfac-
tory length of time to do the job pr()pf:xly

Wlth these problems very much in mind, it was decided that the
system of forced choices between matched pairs of compositions would
be utilized. Members of the control group were listed and numbered
in ﬂst;ndm;! order of 1Q for both boys and girls. A similar list was
compiled for the experimental group. A subject was randomly chosen
frmn the mntrf;\l ;Qr(;:»up imd a 5ub]L:;t Df the same sex :md ﬂppm\unatelv

mcnhl é‘mup to n’mh: up a matched pau T]mty matched P*im; Df sub-

counted as one word. Dates like June 21 or ]u[:/ 2 counted as two
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](‘L’t"; ('Ulll])ll%”lL’ 'il\t’\' L“ll][)“‘ilh“”% 111 al” AT Hl‘Llrw(d il:l thf'ﬁ fﬂ‘ﬁ]ﬁ“n.

Although the studonts had written five pre- and post-treatiment com-
positions; it was decided that unl\r the post-treatment Lim.pmltmm
v interested in the two

would be evaluated sinee we were primarils
groups’ post-treatinent writing ability. The most tepieal writing taught
in seventh grade and the modes of discourse which seventh gr;ldu,s
are apparentlyv happiest with are narration and deseription. Therefore,
Composition 1, a varration, and Composition 2, a desceription, were
chosen as the compositions to be c‘vahmtccl Thc m;‘ltchcd p'liri; ()f
ali

o then divided into hi

subjeets we

the samie sex and ability level, fifteen to cach of thc E\\;u cmnpc;sitiuni
For the purposes of the present experiment the svstem of foreed
choices of matched pairs had several advantages over a rating seale, It
cnabled a direet one-to-one comparison to be mgdv of the experimental
and z:mtm] group’s-writing, which was of course the major pmp(m‘ of
tion. Tt T uj thv furthu advantage of ])L‘mg very easy to ad-

eale,

deciding what preeisely a 3, for example, meant in a 1-to-5 rating s

He seldom needed to read a composition more than once. And he had
only to decide which compasition was, in his opinion, better than its
p*u’tuvr T]!i‘i c:nu]d h(' :wcmnpli‘;]u-ﬂ 1’:‘1pir:]]y 1nc] efrcug ly ?111;1(?0(;1{

luntm

or erratie in t]wn L‘\*‘.]]ll.ltllll]‘n o (p 11) ‘ﬁmw ;11] mgﬂht e
casilv completed the task within one hour, the fatigue question never
arosce. The evaluators were eight experienced English teachers who
were attending Florida State University during the summer in 1970
All of the teachers volunteered for the project. Table 2 gives a brief
]d(‘l of the length and tvpe of their teaching experience. The average

teaching experience of these five females and three males was just over
six years. Of course, these evaluators had no knowledge of the nature of
the present experiment. They were simply told to make a single judg-
ment on the overall quality of the compositions in each pair, basing

structure.

Since the evaluators met during the same morning in one classroom,
the experimenter was able to explain the Prm;eduw:a and answer any
questions that arose, thus satisfying Braddock’s ‘;tipu]aﬁ(m that “It
seems highlv desirable to have all the raters working in-the same or
adjoining offices, where an investigator can be present and . . . insure
that evervthing runs smoothly” (1963, p. 11).
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Tahle 2
Acadeniic Degrees Teld or in Progress and
Prior Experience of Teacher-Eviluators

Years of
Degree in Grades . Teaching
Progress . Taught  Experiene
1 PL.D., Eng. Ed, =12 16
2 1.5, MA. 10 1
3 I B.A. ME 5-11 3
! Mo Advinced MLA, 9-12 5
5 k- B.A. ALA, 10, 12 2%
{3 I B.A. ALS. 11 7
T M B.Ed, MU, 10,12 l
5 F' Advanced MLA. : 1=3,7-12 20

Both Stalnaker (1934) and Buston (1958) claimed that rater train-
ing helps rater reliability, Buxton suggested that graders should review
together a compuosition they have just rated to insure a common inter-
pretation of their eriteria. Braddoek (1963) remarked on the frequeney
with which rater training is reported in studies which report high re-
labilities (p. 14). Therefore, during an initial practice period the eval-
uators were given two matehed pairs of compositions, one pair exempli-
fying very good seventh grade writing and the other, the contrary. On
the blackboard, from left to right, were written ideas, organization,
style, vocabulary. and sentence structure. After cach item was discussed
in turn, the evaluators were asked to choose the composition they
preferred, basing their judgments copally onall five factors, They were
to indicate their preference by making a Lurge check wt the top of the
preferred composition. Then there ensued a discussion of the relative
merits of cach of the paired compositions to establish some sort of

general agreement coneerning the five ériterion factors. These five fac-

tors were left on the blackboard, and the evaluators were eneouraged
sionally to ensure that they were taking all five

into consideration in their judgments.

This study was interested in the students’ writing abilityv and not at
all in their spelling, punctuation, or hand'\'\fz*iting talents. In order to
climinate the possible effeets of these extrancous Factors on the evalua-
tors” judgments, the thirty pairs of compositions were typewritten so
that spelling and punctuation could be correeted. The corrections were
made by a scerctary at the University School. While fully aware that
discourse ean be phnctuatc—d in different wavs that could possibly af-
fect meaning, this rescarcher was satisfied that no bias was introduced
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because all the punctuation and spelling changes were made by one
person who was never aware of the group to which a [mltmul.ll
composition belonged. Tn support of this position, Braddock stated that

Even thmleh raters are requested to eonsider in their evaluations such )
attributes as content and worganization, they may permit their impres-
sions of the grumimar ¢ 1 mLch.um_s of thL um)pmlhuns o croate a
hale effeet which suify reactions. (A converse emphii-
sis, of cours reate the halo.) (1963, p. 14

e, can just as easily ere

A similar halo cffeet was reported both by Starring (1952) and by
Dicdrich, French, and Carlton (1961). Braddock, in a discussion of
the factors that contribute to making a good composition, argucd that

However important accurate spelling may be in the clarity and sociul
acceptability of composition, many of the factors of gnnrl spelling do
not seein o bt closely involved with the Tactors of good composition,
(1963, pp, 49-50)

Thus there was ample justification both for ty ping the compositions and
for thmm.,ltz i any spelling and punctuation errors,

It was desiruble to keep the evaluators in total
group to which a particular composition belonged. This was achicved
by using a complicated coding svstem that t]w eviluators could not
1k, .\lt]mugh the composition pairs were

between one and thirty and were cach

wrance of the

,,,,, nt nimbe \
stapled together, no two cevaluators received their thirty pairs in the
same order. Great care was taken to randomize the order. and the
evaluators were instructed to ignore the order and simply to judge each
pair according to the five eriterion factors. In addition, the evaluators
were instructed to put cach stapled pair on the vacant desk beside them

as so0on as t]w prcfﬂ"'c-d cun'xpuk:itiun ]md hcm clwcktd This; way

cach given a differe

w)w_‘r( t_l i path: rne (,] >-L‘ql,u‘n(v
To enhance the w]iahi]i v UF thun‘ ]udn‘ants t]li; L‘\ﬂ]uatms were

mqur reported h\' \’m(s (1‘363) fm' tiw Cc)]lvifu [* ntmncu l* xamina-
tion Board.
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CHAPTER 4
RESULTS

Assessment of Syntactic Maturity

Betore the first hypothesis could be tested it was considered de-
sirable to find answors 'to tw questions: (1) Wag there any evidence
to indicate that the randomization procedures had not sueceeded in
equating the groups on the eriterion measures? and (2) Had statistical-
Iy significant growth oceurred in the svntactic maturity scores of the
control and experimental groups when analvzed separatelyv?

To answer the first question, the pre-treatment mean scores on the
siv factors of svntactic maturity were compared by t-tests for two
independent samples assuming uncqual variances as deseribed by
Dixon and Massev (1969, - 119). The results of these analyses, shown
i Table 3, indicated that there were 1o significant differences between
the groups, substantiating the assumption of cquivalence of groups as
a result of randomization, ' 7

Table 3
f:mnpurisun of Pre-treatment Mean Seores an the
Six Factors of Svntactic ,\Iﬂturity; Experimental and Control Groups

Expé;im:entn! ' C;';mtr(ﬂ o
(N = 41) (N==42)
Factors SD  Mean 5D t-value df

9.63 1492

—.17(NS) 81
L36 15 iy

ZaaNs) e

Words Clause '”""776(5&%',E‘ié—;_ﬂéw_ﬁfi C.O6(NS) 81
Noun Clanges - - ) 7 T
100 T-Uni 13.76 5.55  13.67 7.94 5(NS) 80
Adverly Chusu-." ' ) ) -
100 T-Units 1434 637 1494 795 O7(NS) 78
Adjective Clauses,” - 7 ) )
100 T-Units 70 542 920 541 —.LigNs) 81

t—test for two independent samplées assuming unequal <Arianees,

N5-—not significant.

53
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Table 4
Mean Pre-Post Change Scores on the Six
Factors of Svntactic Maturity: Control Group

t-value

Pre " Post 7Clmngé 8D
IUnit 969 996 97 1.27 1.37(NS)
Clauses T-Unit 1.37 141 04 17 1.52(NS)

Clwse 705 703 —.02 76 —.20(NS)

Noun C'Izuvlr;;;*s '
100 T-Units 13.67 15.85 2.18 9.57 SO(NS)

Adverls Clases
100 T-Units 14.24 15.5 1.328 9.93 83(NS)

Kﬁlj(ftti'm fAlmsu -
100 T-Units 9,29 10.16 .88 T.67 T4(NS)

021, significant at the .05 level with 40 df.
NS—not significant. )

Table 5
Meun Pre-Post Change Scores on the Six Factors
of Syntactic Maturity: Experimental Group

Factors . 7 Pre - Post Change 5D t-value
- 13 T e F S - ) - 15:‘3‘89 &g

48 98 1o7e-

Clauses/T-Unit 136

;\’\7‘;11]7;7{;];;;1&3 o T_(_)G‘i Ty 77L‘LLJ?W ﬁi;d_} “vilgﬁa oo

Noun Claiises ”
100 T-Ur

13.76 2355  9.80 13.5 4.G4°°°

100 T-Units 14.34 29.01 14.67 12.3 7.667°*

Ad]r:;twa CIIIISLS/ R - - - -
100 T-Units 7.90 31.61 23.71 14.9 10.21°°=

®®°—significant at or beyvond the 001 level,

PAruntext provided oy enic ik
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the control and experimental groups when examined separately, mean

To determine whether statistically significant growth had occurred in

m the post-treatment

change scores, obtained by subtracting the pre- fi
analvzed by t-tests for eorrelated measures, The re-

THCAN SCOTCS, WOTe i
sults of the analvses of the control group’s pre=post change scores are
shown in Table 4. Although five of the six factors of syntactic maturity
showed evidence of inerease, this growth was not statistically signifi-

cant. substantiating Hunt's assertion that syntactic maturity develops
with glacial slowness and is difficult to dotect from one year to the
nest. The eontrol group then would appear to have experienced normal
growth in syntactic maturity, A

The results of the analvses of the experimental group’s mean pre-post
change scores, shown in Table 5, indicated that highlv significant
growth had taken place on all six factors of svntactic maturity, The
v of 6.12 words per

experimental group’s mean pre—post change
T-unit was approximatelv five times the statistically significant increase
reported for Mcllow's experimental group. After the treatment Mellon's
experimental group wrote on the average 11.25 words per T-unit,
which was, according to the data shown in Table 1, typical of the writ-
ing of the average cighth grader in Hunt's study. The present study’s
experimental group wrote 15.75 words per T-unit, considerably: more

than the 144 words per T-unit reported by Hunt for the average
twelfth grader, 7 7

There was therefore no evidence to indicate that randomization had
not succceded. In addition, only the experimental group showed sta-
tistically significant increases on the six factors of svntactic maturity.

The nest step in the analysis of data was to test the first hypothesis
that the experimental group, which was xposed to the sentenee-coni-
bining practice, would score significantly higher on the six factors of
syntactic matuority than the control group, which was not exposed to
the Si:l']t(.‘i'lf;c=(:()ﬂ]]_ﬁhii]g practice. ' '

The post-treatment mean scores for the experimental and control
groups on the six factors of svntactic maturity were compared by t-
tests for two independent samples ssuming uncqual variances. Table
sults of these an]jzmsuns! It is evident from an exam-

6 shows the re

ttion of the tvalues in Table 6 that the experinmental group had
established a highly significant superiority, at the 001 level of confi-
denee, over the eontrol group on all six factors. Sinee Hunt (1964. 1965)
and O'Donnell, et al. (1967) have demonstrated that words per T-
wnit i the most reliable single index of svntactic matority, it is in-
teresting to note that words per T-unit vielded the highest t-value of
all six of the factors, )

i
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Tahle 6
Comparison of Post-treatment Mean Scores
on the Six Factors of Syntactic Maturity:
E\I‘lgi’llﬂuﬂt.l] anel Cﬂntml Cmups

E\pﬁmmntﬂl Eﬂnh‘nl
(N =41) (N= 4%)
Factors Mum SD Mean sD t-value df
Words T-Unit 15. 75 3.00 996 L6t 10.88°°° 62
C ].msﬁi']ﬁ Unit - 1.84 27 141 16 8.79°°° 64
\Vmﬂsx Fl;lu%e 7 ,’3 55 7 WI 6‘3‘ 7.03 75 7.790%8 73
Nnim C]Ju'«:r}s o - S - B
100 T-Units 23.55 11.93 15.85 8.2 3.4a==° 71
Adv uh Clauses/ N o - o
100 T-Units 29.01 11.15 15.5 7.67 6.41°°° 71
Adju tive C‘Lma;s s - -
100 T-Units 31.61 15.21 10.16  5.86 8.44“" 51
t—test for two mdrpl ndvnt 5 unplu i.u.nmmg unullm] virianees.
=®* —significant at or heyvond the 001 level,
Table 7
(“mnpanmn by Grade Level of the Experimental
Cmnps Post-treatment Scores on the Six
Factors of Syntactie Maturity and Hunt's
Normative Data
N ?.7 - Hii;iigé 7ii’nst§trgﬂt'1{1énrt - T
Normative Experiment
o ) Data B Efﬂllp Grade

Factors Grade § Gr.ulc; 13 Grnciﬂ 7 Levél‘
Words/T-Unit 115 144 1575 12+
Clauses “T-Unit 143 © 1.68 184 ~?+
Words/Clause 81 o 8.6 - 855 12
Noun f‘]umés:’ o - ) -
100 T-Units 16. 29, 23.55 12—
Adverb Clauses/ 7 - o
100 T-Units 16G. 21. 29.01 124
Adjéctﬂa Clauses/ . ) N -
100 T Units 9, 16. 31.61
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words per T-unit, 1.42 clauses per T-unit, and 8.1 words per clause (p.
56). Funt also reported that the average eighth grader wrote 16 noun,
16 adverb, and 9 adjective clauses per 100 T-units (1965, pp- 89-91).
When these figures are compared with the post-trcatment scores in
Table 6, it is cvident that the present study’s experimental group wrote
well bevond the svatactic maturity level typical of cighth graders,

To obtain some idea of the magnitude of the experimental group's
growth on the six factors of vintactic maturity, the scores were com-
pared, in Table 7, with the normative data reported by Hunt (1965)
for cighth and twelfth graders. Table 7 also indicatos by means of
plus and minus signs the approximate grade level for syntactic maturity
achieved by these seventh giaders. Not only were the experimental
group’s mean post-treatnient scores significantly greater than those of
the control group, they were also distinetly greater than the norms re-

Hunt (1965) reported that the average cighth grader wrote 11.5

ported by Hunt for ci ghth graders and at least similar to, and on four
vecasions superior to, Hunt's norms for twelfth graders. On only one
fuctor, noun clauses per 100 T-units, were these seventh graders” aver-
age stores below those reported for twelfth graders, )

Table 8 presents further evidence to support the assertion that the
experimental group achieved significantlyv grcater growth in svntactic
maturity than that achieved by the control group. This table compared
the pre-post change scores of the experimental and control groups by
1g unequal variances. Com-

t-tests for two independent samples as
parison of the change scores for words per T-unit yielded the highest
t-value. Comparison with the change scores reported by Mellon (1969,
P- 52) should serve as a useful indieator of the extent of this growth.
Mellon reported that in mean words per T-unit his control group had
increased by .26 and his experimental group by 1.27. The change in
words per T-unit of 6.12 reported in Table 8 for the experimental group
Wvas over twenty times greater than that achieved by the present study's
and Mellon’s control groups, and approximately five times greater than
the change reported for Mellow's experimental group.,

Given the evidence cited above and the design of this study, it was
concluded that the experimental group achieved significantly more
growth in syntactic maturity than did the control grup.

Several se ondary questions, however, remained unanswered. It
was considered desirable to determine whether the magnitude of the
treatment effect could be related to the student’s sex or ability level
or to the influenee of a particular teacher. '

Since an important feature of the sentence-combining treatment was
a deliberate attempt to structure the teacher out of the Iessons as much
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Tah'e 8
(ffumpuisnn uf ‘sh‘m Pu fmt lehn_nu %uncs

]L\pclumnt,ﬂ ,uul ( untml C_,qups

F\ann’iLnt al C.untml

F,—,Emrg t-value df

13, 4(1”'3 59
5.69°°° 66

Words- ] Lmt o
(llusu. l -Unit
Words/Clause 149 94 —02 76 8.05°°° 77

Noun C hu_;u S
100 T-Unitg 980 13.52 2.18 9.57 3.9¢°° 73

Atl\f_lh?:]-‘ill's[‘%f T I
10O T-Unitg 14.67 1226 . 1.26 9.93 5.47%¢¢ 77

:‘;f!jéctig'u Clauses / o
100 T=Unit;\* ‘ 23.71  14.87 88 T7.67 8.76°°° G0

b= tual hn Lwo indepe ndu;t kumplu assuning nne qlml VaArkinees,

* *—sigmificant at or bevond the 01 level,
au—xlf cunt at or ln}nud the 00T Tevel.
Table 9
¢ ;omparison of the Mean Post-frentinent Scores by
Teichers on the Six Factors of E’]}lﬂ;lttl(.
\I itnnty (: nutml f‘mup
i - lmcher 1 Teucher 2 i -

_(N=18) - (N=24)
Factors Mcan  SD Mean SD t-value df
Words T-Unit 10.00  1.34 9.92 186  .I7(NS) 40
cii!mqﬁs,?i' Unit 140 a4 143 47 — 48(NS) 40
Words, cmm - 704 67 695 .80 B6(NS) 39

16,31 &.55 1535  8.09 B1(NS) 36
Achmb Clauses/ ' 7 .
100 T-Units 14.62 6.64 1617 8.44 B7(NS) 40
m()ﬁ Units. 915 531  10.92 6.24 OYNS) 3y

dent 'null])]L suming unequal varinnees.

wher 2—0'Hire.

t—test fur two mdc;
T
NS—not le,anlr_ mL

.1

—
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as possible, it seemed unlikely that any (’_(HTI[L]HHI?H of the influence of
the two teachers would prove to be wrmﬁc ant. Tables 9 and 10 con-
firmed this. Table 9 compared the mntm] group’s mean post-treatment
scores by teacher on the six factors of syntactic maturity, Table 10 did
the same for the experimental group. Analvses of the post-treatment
mean scores indicated no significant dl”[‘l(nLLH betwoeen teachers,

.lh]c 10

lL}.thu 5 0l lhc_‘ "5"'
Maturity: L\ln

l‘r.\dmr 1

t-velue

24(NS) ¢

8NS) 27
—61NS) 29

100 T-Units 2294 921 9541 1508 —77NS) 24
Adverh Clauses ———
10017 Umts 30,03 9.5 27.56 13.37 GE(NS) 27
Ai]]LLh\ — _
T

100 T-Units 35.04 1571 26.'76 13.47 1.81(NS) 3

h\u!ngr 1—Ba
Teacher 2=0"Haee,
NSwnat significant.

While teacher influence had been predictably insignificant, it was
not at all ddear whether the treatment eflect mlght depend on the sex
of the students, Table 11 revealed no significant differences on contrnl
post-treatment scores between males and females, and Table 12 re-
vealed the sume result for the experimental group.

In Table 13 two aspects of the experimental treatment effect were
considered: (1) Was there a relation between the experimental treat-
ment cffeet as measured by pre=post change scores and 1Q? (2) What
was the correlation between post- and pre-test, post-test and 1Q seores,
i:l'l'l(. the combination of pre-test score and IQ versus post-test score?

. Table 13 indicated a signifieant positive correlation, at the .01
h‘u,l of :algmﬁcanu; hetween pre-post c_]nm;f,t scores and 1Q for words
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Table 11 :
Comparison of the Mean Post-treatment Scores by
Sex on the 5ix Factors of Syntactic

= Maturity: Contrel Group

T 7777 :‘;iﬂ]cr ) Female -
_(N=21)

Fictors \lLun SD t-value df

Words "1*"l"n'i'i 983 127 10.08 9? B —4%;(?-!5) 34

(‘-]-é-ill'i( l L'nll T LS!—) i 13 N Vl,.‘!:i_“* o , NS B 3-7;

Words lum - n.{” 67 GYS 83 u(:\&,) 73%‘

i"»insun (: Lluu 5

OO T-Unity 13.05 7.21 l l Hi.%i.i — 1.5(N5) 38

\J\l‘!h( Lnlavﬁ

1001 Units 15.29 7.1 1571 811 ,IS(N%) 4()
;\l]e li[l:\l" Eil;iilh‘l’.‘i ' B - o T -
1O T Units LUTE 8.2 1.3 6.55 1’3("&%) 35

U test bor baas unl- e Hilt m '-nl!llll]& N HNSHTE H e i]li.ll VIFTLICLUS,
N5 pest signilicant.

Table 12
t: umpnhrm ol the Mean Post-tre atiient Scorey ln
Sex on the Six Factors of Svitactic
Maturity: IS "l“ rimentul Group

. \inll_: 7 » l'f;mulu

(N 22) (N 19)
Ifuctor, Meanr 5D Mean 8D t=value df
Waords T Unit 1502 2497 1660 280 - LTINS a8
Clses U0t 179 .30 LOO0. .23 . LOB(NS) 34
Words Clanse S35 80 8TA 122 LINNS) a0

\;;:Fm; Clinses
OO Uit 2003 12.11 ’i)lll 11.53 - LAHNSG) 39

\tln lln ( l.um a5

6o - Unts T 12346 Jual UK2 hg(,h;m 30
Adjective f‘]igugpg‘: T o T B T
1001 Units 300G 17.90 A329 L6200 6T(NS) 36

otest Bair Baer mth Ppeenicdent s lm]ih s alssiniing e llllili vitrlinives,
N5 nol sigiaficant.



RESULTS al

per T-unit. The correlation was sigmificant at the .05 level for clauses
per T-unit and adverb clauses per 100 T-units, This indicated that
pupils with a high IQ tended to have a larger pre-post change score
than students with a Iuw IQ on the three variables mentioned.

Table 13

Correlations Between Pre- und Post-test Scores
and 1Q on the Six Factors of Sy nthc

\I.ltunu’ for the Experunenl.ll C:mlp = lll)
7 T 7C;1rr¢:*1,1tmns Eetwegn i : - 7
Pﬂat—h‘.“nt mld ' Pre-Post
I - 7 Change
Factors Pre- tgsl ,md IQf 1Q and IQ
Words, T-Unit 562°° 7()7“77' 5059 e 5ogee
Clauses - T- Unit 227 T 458°c  435°°  395°
\ mds. ("‘Lm*ﬂ_ - A-F;';Qﬁéih 5 3‘” All1e® 23;
Notn (‘Lumaﬁ i - o -
100 "P-Units .IE() 2758 251 112
Adverh Clauses / e
HOO T-Units Q03 304 '3 i3 .318°
X:ATULUVL L:Eu%u. - - -

[OO T-Units L0 .369 .333® 245

5% a Im:lllplg COITE Lm(m
iznificant at the .05 level,
* P —gignilicant at the .01 level,

2. Table 13 also presented the correlations between the post-test,
pre-test, and 1Q scores, and the multiple correlation, R, hetween the
post-test scores and the pre-test and 1Q scores. The multiple correla-

tion was %]le]iﬁt it at ”ll Ul lut:l fnl the ﬁnt three variables, T‘hu

sngnhg‘mlg :mlw.mnzs, Lll,;,i: ”Eli‘(lhlh“l!h in thu.t- V;ll'ldhh‘h; Therefore
the post-test scores on words per Teunit, clauses per Taunit, and words
per clause can be predicted from the pre-test score aad 1Q with multi-
ple correlations of \71, 46, and .54 e spectively,

Tuable 14 can be usul to predict post-test scores from pre-test scores
and 1Q, The standard errors in the table indicate the aceuracy of any
singhe pwdmtmn
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Table 14
Multiple Regression of Post-test Score on 1Q and Pre-test

Score on the Six Fuctors of Syntactic Maturity:
Experimental Group (Ne=-11|
Fuctors A B . s R

218 707"

Waords T-Unit
i (.028)

Clauses T-Unit 52 0081 279 .25 .158°°
(.003) (.277)

Words Clause 206 023 54788 sinee
(o1 (210

100 T-Units 2,04 208 168 1.8 .278
(L43) - 221y

‘ll] ‘:::I! ; f:lglll’gt_“;i - o - - S

100 T-Units —6.19 291 187 107 359
(.128) (.265)

Adjective Clanses
100 T-Units - £),13¢) 3034 160 1-4.5 L3609
(. I8 (.-139)

———— o s e - S —

Y = A 4 BiXs 4 BaXo wheie A = intereept
Y predicted post-test seore
XNt = 14
Xy = pre-lest seare
By regression coelliciont for 10
Be = regression cocllicient for pro-test score,
Ninbers in parentheses are standand error of regression cocllicients,
R—multiple correlation cocflicient.
s=stanchird crrars of estinde,
*Eesigmificant at e .01 Tevel,

]

Assessment of Writing Quality

The neststep in the anadvsis of data was to test the second hvpothe-
sis: that the experimental group’s compaositions would be judged by
cight experienecd English teachers as significantly superior in overal!
quality to the compositions written by the control group. :

Lxpervimental Versus Control Compositions, To test this hypothesis,
fifteen narrative and ifteen doseriptive compositions were selected
from both the control and experimental groups and paired by sex and
level of 19 as described in greater detail in Chapter Threo, LSight ex-
pericnecd English teachers were eaeh given the thirty composition
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pairs and instructed to indicate which composition in a pair was better
in numl] cllmht\f. aee m'di’ng to tht' five crih-riun F;lr;'tur%i
l)lllt\’ was .0 t]mt a te:.ujux wuu]d plck i umlpualmm wnttcn Lw one uf
the L‘\L?L‘I!!llllil;l] uroup. Thus P—.5 mdicated the difference between
the observed pmpmtmn of experimental compositions PILI\L‘(] by teach-
er i and the expected proportion, T hese lampmtmus were tested by the
x2 test. The caleulations are summarized in Table 15,

The x2 for Teacher 1 in Table 15 was calenlated in the following
NENNer:

(0]
w——
-~
je;

|
=
e
il

| L
\‘ o
| ]

2(28 — ]——_5)3

1%, 15
The total ¥2 was ¢ t|l1 al to 42,00 with 8 degrees of freedom and was sig-
nificant .1L thv 001 level. This implied that the proportion P = ]FQ/‘?flO
= (,7042 of cxperimental compositions selected differed significantly
from what would have been expected by chanee, that is, P = 0.5,

e

Therefore, the experimental group can he said to have written coms-
positions which were judged to be significantly better in overall quality
than those written by the control group. Thus. the second major hy-
pothesis was confirmed. :

Table 15
(! ot arison Between Number of Experimental
'ulﬁ sSelected and B \lmgli‘ﬂ

\nmhm* nf Ex

lL;thL‘ 'ﬁpiei_tcil (()i)
1 232 15
2 20 15 3.33
3 24 15 10.80
-1 21 15 LEO
5 2 15 .50
G 14 15 213
7 21 15 1,80
8 a1 15 4,80
Total 1G9 124 42,00

Two other questions were of interests (1) Did the teacher-evaluwators

judge the narrative and deseriptive compositions differently with re-

Q spect to the experiments U treatment? und (2) Did these teacher-evalua-
ERIC tors as a group agree in their rating of these compositions?
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Narrative Versus Descriptive Compositions. Tables 16 and 17 illus-
trate the actual choices made by the cight experienced teacher-evalua-
tors on the thirty pairs of mmgus:tmns that had been matched by sex
and IQ Table 16 shows the choices made on the 15 pairs of narration
compositions. Table 17 shows the choices made on the 15 pairs of de-
scription compositions.

Table 16
Experimental or Control Compositions Chosen
by the Eight L\pm fenced Teachers [rom Fifteen Matched
Piirs of Nmmlmn (“mnpusltmns

Teucher- i;nmlmamnn Plur No,

Evaluator 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15
1 X X 0 X0 X X XX X X0 X 0o x
2 XN X0 X0 X X XX X Xo0-Xo0X
3 XX 0O X 0 X X XX XX XNXxXo0o«Xx
4 X X O X0 X X0 X 0 X 0 X o0 x
5 X X 0 X0 XX X X 0 X0 X o0 x
G O X 0O X 0 X X X X X X0 X X x
7 X X 0 X 0 X X X XN X X0 x0 x
5 XN O X X0 X XN 0 X X YX¥0oxo0Xx

X IlldlL.ltL‘a that the te l{l!l‘l PILllIILd llu anp:mtmn written by a member of the
& \punmuaml group.

inclicates that the teacher preferred the composition written by i member of the
vontrol group,

Table 17
Lxperimental or Control Compositions
Chosen by the Eight Experienced Teachers [rom
i lllcun \Illt_hui Pairs ui D; seription C nmpmltmm

Teacher- ( umpusttmn l‘

Evaluator 1 2 3 4 5 G 7 8 9 11 12 13 14 15
1 X 0 X 0 X X X XXX X0X oKX
2 X O 0O 0 X X 0 X X X X 0 X 0 X
3 XN O X 0 X X X XX X X0 x 0 x-
e X X XN O X X X 0 X X X Xy x0«x
5 X O X 0 X X X X X X ¥ u x 0 x
G O X X 0 X X 0 X 00 X 0 x 0 X
7 O 0 X 0 X X X X X X X0 X0 X
H O X X 0 X X X 0 X X X X X X

I
!
I

i1 7’}1[1% that the lt'.thu pre h‘tu g] l]u. compaosition written by a mwe mhn nl lln
expurritnental group,

O indicates that the teacher preferred the composition written by imembaer of the
control group.
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'I;lk:ulzitinﬁi;

"imi]m* to t]m'&:v ﬂnn(' in thc‘ CEJlﬂPﬂi’i‘iDﬂ bci‘t'wr'cn ox-

I‘:iu'-:iti‘unk; a’md ;17;(’— = ‘7’();50 inr t]w dgsinptwv u)mpimtlmﬂ l)nth cif
which were significant at the 01 level. Therefore, the narrative experi-
mental mmpus:tumh WOTe &%mﬁc‘;mtlv hetter than the narrative control
U)mpumhnn% anl, &;imilm-]v the des ptwv experimental L(llﬂl‘jh%ltl[)n%
were significantly hotter than the de seriptive control compuositions.
The second aspeet of the comparison between the narrative and
deseriptive compositions was whether the cight teachers selected the
same proportion of vxpcrinwntu] compositions in the narrative group
as in the desceriptive group. These results were summarized as follows:

W Selected

L‘ip{;‘i’liﬂt‘nt.il Control Pmlmrtmn
'\.umh\ & 34 7 7167
Deseriptive 37 G917
Tutal 71
Proportion 2958

The proportions, (7167 for the narrative E(}mpn%itimﬁ and 6917 for
the de scnpln ¢ compositions, were compare d by the x® test for a 2 X 2
contingeney table. The result was x* = 1800, which was not significant.
Therefore, thv plupurtmn of oxpoer imental (_mn];lhl{lmﬁ selected did not
difler le‘mflr.ml!\' in t]u- mumh\ ¢ mitl ﬂ( %C]l])ll\l‘ s%umpa.

ors ;lg;n o (I in thuu 850
N 03 jli(;it reference to o measurement of this type except Cochran
(1950), Gerald vanBelle of the J)L‘p!utnu nt of Statisties at Florida
State University developed the following measure: Consider the pro-
portion of times (P) the teachers selected the experimental composi-
tion in the jth pair. There would he perfeet agreement if Py=1 or
P; = 0. There would be masimum disagreement if P; = 0.5, Therefore,

moent nl chi c:mnlm'-:il'i(m p;lu**z. SmEii thvﬁ- Was

a reasonable statistic to test agreement is

where m = vumber of teachers
and N = number of composition pairs.
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Under the nuall hypothesis of no agreement between teachers, this

-quantity has approximately a x? distribution with N degrees of free-

dom. :

For the data in this study x* = 157.5 with 30 degrees of freedom.
Since this result was significant at the 001 level, the hypothesis of no
agreement bebween teachers was rcjz‘ctcdi Therefore there was sub-
stantial agreement among the eight teachers who judged the overall

quality of the compuositions.

Summary
~Analvsis of the data on the six factors of syntactic maturity indicated
the F(‘)”L}wing:

. There was no evidenee to indicate that the randomization pro-

ot

cedures had not succecded.

2. The experimental group had  experienced highly . significant
growth, at the 001 level, on all six factors of syntactic maturityv,
3. The experimental group established a highly significant superiori-

tv, at the 001 Tevel, over the control group on all six factors,
4. The experimental group wrote well hevond the svntactic maturity
level typical of cighth graders and, on five of the six factois of

graders,
5. The treatment effect could not be related to the influence of a
particular t ~cher or to whether a student was male or female.
6. Although students with a low 1Q achieved highly significant in-
creases in syntactic maturity, those with a high 10Q tended to do

cven better,

Anadysis of the data on the overall quality of the writing sample ag
judged by the cight experienced English teachers indicated the follow-
ing% 7 7

1o The experimental group wrote ecompositions that were judged to

be significantly better, at the 001 level, in overall quality than
those written by the control group.

2, Both the narrative and deseriptive compuositions were significantly

better, at the 01 level, than their control counterparts.

3. The proportion of experimental compositions seleeted did not
differ significantly in the narative and descriptive groups,

4. There was substantial agreement hetween the cight teachers who
judged the overall guality of the compositions. :
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CHAPTER 5
CONCLUSIONS AND IMPLICATIONS

The present study was designed to measare the effeet of written and
ises on the free writing of a seventh

oril sentene -combining exe
grade experimental group. The experimental group was given inten-
sive practice in combining groups of kernel statements, by addition
and deletion. into ’s;intff(‘ sentences which were \;trur;tur:lll\* niere conm-
[;]( x thai those students would norni lll\* he ¢ N cted to write, In order
to facilitate the sentenee =cmnl)mmxr operations a scries ul ‘sl"’lth’ﬁ capi-
talizing on the students” inherent sense of grammaticality was devel-
aped. An imiportant, perhaps crucial, dimension of these signals was
that the VwWOTe inono way (]c!pi wmcdent on the students’ formal know ]udm‘
of & grammar, traclitional or transformational. Also important wuas an
acceptant 'cl-w;mmn :1tmui;11hm'v tll.“{i“'ii(‘d 1o El"*l'\‘ ]ms;s:il)i:;‘ %x'nt:mtic

fears and

sentene ‘s[lll(_‘llll(‘ "apvmi’lttl]\' thc- pn-‘unt stud\ AV
answer two fllu"stm;l% In (‘llﬂll).lll'\l)ll W llh the Lnutlnl group who wore

s (Ivslgim cl {o

[mnl.ll xrmup i their free \xulmL‘ (1) \l:ril'v compositions that could
he deseribed ws syntactically more elaborated or mature? and (2) write
compositions it would b judged by eight experienced  English
teachers as better in overall quadity?

Conelusions

As wresult of the analvses of data presented in Chapter Four, it w
concluded that the experimental group wrote compositions which were
a\nl‘ulu'd”\ diflerent hrom the compositions written h\ the conlrol
group. The expedimental group wrote significantly more elanses and
these elses proved to he significantly ]mlm' As wconsequenee the

v\p(lmu—nlll u’mup wrole |=llllltﬁ \\hwll Were sl;,‘mf]c“n-gl\ hmml

did.n pn*wntu[ l)\ llnnt ( l‘)(u) the nln'umunt—tl ;mups C()[lll’)i)hltl(!llh
showed evidence of a level of svntaetic maturity well hevond that
t\]n{;.tl of cighth tfr'u:luls and i many respeets gnite similar to that
of twelfth graders,
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When cight experienced English teachers were asked to judge the
overall writing quality of thirty pairs of experimental and eontrol
compositions, sixty L‘(’)I:illi()‘%iﬁni']sr]!!'l all, that had been matched by sex
and 1Q,. they chose a significantly greater number of the mpcnmvntal
L()]HPH%I[IHIJH Thercfore, it was U;ncludvd that the experimental group
wrote compositions that were significantly better in overall quality

than thecontrol group’s compositions, |

Given the design features of the present study, it sceims reasonable Lo
attribute the superior performance of the cxlwumvntal group to the
experimental treatment. For these reasons it has been judged that
sentence-combining practice that is in no way dependent on formal
knowledge of a grammar has a favorable effect on the writing of sev-

enth graders.

Implications

The present study has demonstrated that the writing behavior of
seventh graders can be changed by certain written and oral language
1*\1}1 ricnces .uul !]mt it ean hv c]mngit cl Llul\ mpldl\‘ md wﬁh nl.m\ {c

.lhlllt\ is nec LA.&HHiil H slma ;md dlfhcult pmm'ss In es.hu\vnw th.lt 51%—
nificint qualitative and syntactic gaing can he achicved in approximate-
v eight months, the present study suggoests that, at least for seventh

i aclo rs, a0 part of the composing process is dnvutl_\-' amenable to altera-

tion.

tn the Epilogue to lu% NCTLE report written two vears after his
original studyv, Mellon repeatedly asserted that “the sentence-combining
practice had nothing to do with the teaching of writing”™ (1969, p. 79),
The present researchoer rejects such an assertion. Both Mcllon's and the
present studv% c'\pcmnvnml groupy acticed \\*ntmtr sentences. The

sentence- hmlduuﬁ process involved semantic us well as svntactic con-
sidderations: How does it sound? Docs it make sense? Doos it inelude all
the input information (the kernels)? All of these questions, which

surely include rhetorical considerations too, were an integral part of

both treatments. At least by implication, hoth treatments favored sen-
tences that were syt wt:c!ll]x' more mature than those the students were
aceustomed to ptmh:;mg_, Foothall cosches have their plavers : practice
pluv after play in an “n-game” setting, often with no npposition, so that
they will be able to execute efficiently in an actual game. Surely the
coiteh at practice is teaching footb all, Similarly, students exposed to
sentence-building exercises, even in an “a-rhetorical” se tting, are in o
very real sense being taught writing. Both treatient groups ended up
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writing sentences that were ix*litigtitaillv mure mature, The present
studv s experiments al g group wrote u:mpmntmm that were judged better
in overall qualityv. The aceeptance or rejection of Mellon's overall
hypothesis dy[}indul entirely on whether his students wrote syn-
tactically more maturelv, Me Hon reported that the students were gen-

crally able to umlplgtv the sentence-combining exercises. But the

cruci .1l ilut“stllill was wlu thu tlw\ lmd dvu Inpvd svntm;h;; ﬂ‘l’illlpill.’lt—
Umulmﬂ with tlu- ta m]ung of wuhnu’ skllls It is, t]wuhuc, zllfﬂgult
to understand how sentence-building exereises ean be defined out of
the teaching of writing,

Indeed, sentence combining has both theoretical and practical a
tractiveness when considered as part of a composition program. Rhc t-
z-(:mhtlnng practice should be viewed not as mu-

oric wd sentenee
tually nc]u%m' or even diserete but rather as complementary, Glea-
S0 (I‘)G ), an article discussing the place of Tanguage study in
the tunmulum, argued that the ghnpp\ stvle and the run-on style

are [}il*’éitil”V ihv sume. Fach 'L'humc s one fh-\iiv lu 1h¢, uu]uaiun nf .’1]§
uthers, The
Cilllse nf tlw mmmtunnus pdlhll]lll“, L. in p:-uhu I ‘; Hpml s‘t\ l;
would be necessary Lo seleet ont of o wider stack of available deviees.
and to work them all into an appropriate, pleasing over-all pattern.
{(p. 3

Clesson went on to ask what @ student must be made aware of il he is
to nnderstand and control stvle,

Heannst know the options. The wider his repertoire and the de eper his
understundiug of the peculinritios of cach, the hetter equipped he is to
write. . . . As in teaching a lToreign nglm-w the accurate, casual
contral of ljiUL‘Il]'a conies oul of spu wifie p.lltmm-fl drill anied eonseioiis
ianipulations, (pp. 5=6)

This is precisely what sentenee combining provides. Tt expands the
practical choices, the options truly available to the inexperienced voung
writer when he needs them, Christensen (1965a) elaimed that “Gram-
mar maps out the possible, rhetorie narrows down the possible to the
tlm;ix"lhh- or (f'i.i'vcl_i'\_'v" (1.L 572). Sentence combining helps the Writc!r
anpmnn_, Process. lhu vmlngﬁ writer, w hu has been l\[}()‘ﬂ_‘il to sen-
tence-building practice and who is deve !()pmg into what was carlier
called "the student as syntactic authority” as a result of intensive ex-
periences with the njiuupulgltmn ol sentence structure, should be in a
hetter position to deal with run-on or choppy stvles, Armed with an
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expanded practical repertoire of svntactie choices, he would be hetter
able to avoid “monotonous patterning”™ and to work his “wider stock of
available deviees™ into “an appropriate, pleasing overall pattern” as
advocated by Gleason, Clearly a desirable currienlar outcome for the
teacher of writing,

Although the findings of the present study relate specificaily to
seventh graders. there is no obvious reason for o ssuming that sentence-
combining practice shonld not be used in clementary and senior high
school, as well as in junior high school, 7

The English department at Florida High School spent a good deal of
time planning the seventh grade language arts program for the con-
trol group. ( Remenher that the experimental group was exposed to
shortened versions of cach of the control group’s units.) And vel,
despite the sophistication of the control group’s program, with its small
classes, 'wvll-trlu:1Iiifiw:]i experienced  teachers, an ahundance of free
reading, carefully planned instruction i composition, and a relaxed
atmosphere in which student talk und clussroom interaction were en-
couraged, the control group showed only “normal” growth—27 wards
per T-aunit—in svulactic maturity, very similar to Mellon’s control
group which increased by .26 words per T-unit. 1f the control group’s
progra had such a negligible effect on their syntactic maturity and
overall writing quality when compared to the experiences of the ex-
perimental group, it scoms reasonable to advocate the use of sentenee-
combining practice with, at the very least, seventh graclers. The case
tor the efficaey of sentence-combining practice becomes even more at-
tractive when the results of rescarely in composition are reviewed,
Neither Braddock (1963) nor Moeckol ( 1963) uncovered single study
reporting astatistically significant composition treatment effoet. Since
the present study did diseover g stgmificant composition treatment
ellect. its sentence-combining svstem, which enubles stidents to huild
sentences and manipulate syntax with greater Facilitv, shionld surely hoe

wtilized in our schools, :

I elementary school, simple adjective and relative olause insertions
and repeated subject and verl deletions could e practiced orally i,
perhaps, second grade, Written exercises could start in third or fourth
grade, The present study's sentence-coinbining signal svstem can casily
be expanded o incorporate a widoer range of svatactic structures which
could be practiced iu junior and sepior high school.

Students exposed to sentenee-building technicques could use these
svitactic imanipulative skills at the prewriting or rewriting stage in
their work i compuosition, They would be better able to “unchop” the
choppy sentence and eliminate the rm-on sentence. One can readily
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ony l%;i(rf; lﬂ{]]\ lillhll {3 L];lgﬁ\\”di_‘ \\’("L {11 II]]Ejl(i\'lT]g_j Hl"T]t(_‘]1 5 O ovdn
l)JI.lL!l.lI]]l% in a rhetorie lllx oriented se tting, Students could practice
rewriting whole paragr ilphs given cither in kernel form or in a choppy
or mmh' claborate st\*lv I \puwnu d in s,untuu;t- nﬂmpulatmn ;mﬂ
trained to think in rhetorica

to inake meaningful rhetorieal Lh(
repee rtaire of %\’lit;lf_‘th‘,‘_‘ altermitives hmn whu:h tn f_]mt’)%i‘

certainly agrees with \It_*llnm statement that
sentence-combining exercises could be regarded as “a valuable additi
to the arsenal of Language-developing activities Molffett (1968) in-
cludes in his language arts pmm'ziin“ﬂ (1969, p. 80). Whether these
activities are "naturalistic” or “non-naturalistie” is, perhaps, irrelevant.
The erucial questions are (1) Would they work? and (2) Would stu-
dents enjov them? A skillful teacher should be able to ensure that hoth
questions are answered in the aflirmative.

" Practice with intensive scntencceimmipu];ltiun exercises need not be
restricted to the lower grades. Hunt's data, shown in Table 1 (p. 22
indicate a wide gap between the svntactic maturity level of twelfth
araders and that nf?;upvrif':r adults, Indeed, The Christensen Rhetoric
Pm"mm (lqﬁx‘ﬁh) ;tllhuuf_,h ]IL‘:I\li\ d( PL ndvnt on tlu‘ %tuck nts pnm

The present Tesearcher

upu,;tmns in (}1(1:1 to llnpi()\‘(‘ LU”( Lp fl(“illl]](‘ll% \\'ntlng ;\,lnhté\'i
Although Christensen agreed with Mellon that a mat tvle can be
tanght, he strenuously disagreed with what he called Mellow's coneep-
tion of good style, He criticized Mellon for concentr ating on re ].m\]; -
Hon and, espeeially, nominalization, and also susﬁrﬁvstvcl that “we
shouldn't teach subordination as it is hard to read” (1968 . p. 976).
Christensen based this argument on an examination he mﬂdv Ut modern
lnnh'a%lmml and %('rmplult ssiomgt] writers, These writers, Christensen
cliiimoed, wrote what he ealled “camlative sentenees,” which featunre o
high proportion of final {frec modifiors and are indieative of o mature
stvle, However, another rescarcher, Johmson (1969), after analyzing
the prose ot a different group of p:nfmsnnml writers—a very prestigious
collection indeed—and comparing them with Christensen’s “best™ writ-
er, Halberstam, concluded that

If we are to measnre the degree of skill in a \\’llll_‘l by the percentage of
words he has in free modification, we should rate Cather, Fitzgerald,
Forster, Isherwood, Baldwin, Auden and Orwell as less sLllllui than
Halberstam, (2. 163)

o Johngon also suggested that “students had best devote far more time to

ERIC mastering subordination than Christensen would have them do” (p.
' L
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[ ]

161). She noted that Edn.und Wilson's style is one that is not eumula-

tive but periodic and that Wilson

depends for modifications, not on verbal clauses, appositives and ab-
solutes so much as on relative and subordinate clauses, . | . (p. 162)

It is obvious from the evidenee advanced, hoth by Christensen and
Johnson, that we are a long way from defining satisfactorily a mature
style or styles. Relativization and nominalization, final, medial, and
initinl free modifiers, short base elauses, all woukl appear to have their
place in any definition of what constitutes @ mature style,

What is bad about any style is its obviousnoess. Repeated eumulative
sentences draw attention to themselves; their lack of variety only has
unfortunate stylistic consequences. Therefore it would surely be a mis-
take to Favor any one particular syntactie pattern to the exclusion of
other possible patterns. Syntactic manipulative exercises should ex-
ploit the entire range of svntuctic alternatives alloweed by the grammar
of English, \What the young writer needs is as mueh practice as possible
on every eonecivable combination of syntactic operations.

In Notes Toward a New Rhetoric (1967) Christensen raised an in-
teresting point that may help to explain something that the present
rescarcher noticed inan entirely subjective examination of the post-
treatinent compositions. Christensen claimed that “solving the problem
of hiowe Lo say helps solve the problem of what to say .7 (p.5). Docs
this mean that form can, in some sense, genorate content? Tt ways evi-
dent to this yesearcher that the post-treatment compositions written
by the experimental group had much more detail, more “meat” to theni,
The treabment group seemed 1o “see” more clearly. They had more to
suy. Perhaps the syntactic manipulative skill the students had devel-
oped, beenuse it entailed a wider practical set of svirtactic alternatives,
invited or attracted detail. Perhaps knowing fiow does help to ercate
what, ' _

An alternative explanation seems plausible, Since the experiinen 4l

group had beeome more skillful manipulators of syntax, perhaps their
fear of syntax had dissipated. Confidence is very likely a self-generating
process, feeding on itsell, Released from syntactic roadblocks, confi-
dent, seeing a wider range of choiees, the student's mind could grapple,
at case, with additional syntactic-semantic considerations. It is of
interest to note that although the sentence-combining exereises did not
include practice with adverh elauses, the experimental group pro-
duced a significantly greater number of adverl clauses in their (ree
writing. The “confidence” factor has a theoretical attractiveness that
nvites further study. An important dimension of the present study was
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the systematie attempt to build stude nt confidene ¢ by aceentuating the
pusltlvv Pm?mps Zranmimir stud\ and too much concern with erroi
build barriers between  the I:vgumimf writer und the composing

procoess. "avnt{,‘nm: anhmuw‘ concentrates on student succoess. It not
(mly has students write, it %hnws them how,

Since this researcher is advochting svork with comulative sentences

s well as with sentences similar to those in the present study, it might

be of interest to illustrate how readily adaptable the present study’s
sentence- cumhmmg signals are to Chnstcn%vu% svstem or similar pro-

grams, In an article deseribing and eve 1ltmhng the latest developments

in rhetorieal theory, McCrimmon (1968, p. 128) cited his Favorite

example of a cumulalive sentence, written by one of Christensen’s stu-
dents. Reduced close to basic kernel Torm, with sentence- combining
signals added, it would look like this:

A girl dcvrlnps from the sheet of walk.

Iln; girt is simall.

The gn] is a Negro,

The walk is glare-frosted,

The givl is walking harefooted. (-

Her Dare legs are 'it.'f,)'ikiug the coment. (L}

Her legs are recoiling from the cemend, (AND)

The cement is hot.

Her feel are curling in. ()

Uﬂh/ the auter fl“'( 5 of her feet are
tonching the hot coment, ()

'\utv that the only additional signals that had to be developed are

AND) and (,). The (AND) simply imeans insert an and where ip-
pm]:umh‘ on Ut Tine. Perhaps the comma signal () is not veally
necessary. Bemember that underlined (italicized ) words are retained
and the remainder of the sentenee deloted. The final sentenee is rather
casy to produce:

A small Negro girl develops from the sheet of glirce-frosted walk, walk-
ing barefooted, her bare legs striking and recailing {rom the hot co-

nl(ni hor feot curling in, unl\ the outer udf?('s lllllt]\!lljﬁ

Similarly, the followiug example from Sinclair Lewis ean be readily
hanelled hv the development of two additional signals, (BHE) and (A).
HE with the cross through it means delete hes And (A) mcans supply

. The present researcher is indebted to Brown (1970, p.44) for the
uﬂu(-lmn of Lewis’s sentence o near kernel form. The signals, of

course, have heen supplicd:

e (h[?p(.’*tl his hands in the bicldoride solution,

He shook them, (AND IHE)
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Hul\u (;)) wory uumt i1 iase l(ltl” Hml %l\ Je: Huhsmn(s inve zltmn

lmsvn! ”\“Ill\ I%m it s m\ulhzlc ELER mtuvstmt" .mtl i mlpcuhmt
question for Thetorieal ﬂwm\ e pl.utlu

Most teachers of \\th” ml]nl ilrnmv ur n(!iflz ot the lmpmtmw of
svitactic manipulative .tlnhl\ They certainly do naot dgive it its proper
due, And thev fail to do so. pe i]hl]iﬁ hecanse thev are concentr ating
on another lmpm ant dimension of the \\nhnn process— ~that of nhs( Til-
tion ‘unl T '\])(IH nee, () nmpml fon teaehers thu](l n,duv hl bis ot
ln‘ dhlv t (\lnms. 1t tn i mlpui e senlenee shu(tm( % i mclxl to re-
captire the ¢ sperienee for Iis reader. A examination of the se ntenee
abont the small Nearo il o sentence with all the Lallhnarks of :
I]l”il*ﬁlnlll] writer, and also of how that sentenee mz”h{ ave hun
written should netke s point elearer, Uere is the “professivnal”
.un])lu again:

A small Newro girl dv\tlups from the sheet of alare-frosied walk,
wilking hmhm ;cl her hare fegs striking and nunlm!f from the Lt
veimend, hor figed eurling in, mnl\ thes onater m]m " tnm]mﬂf

After dise conicleration has leen aiven to the nnllmt,mu of the writer's
observation and expericnee, to the conercteness of the e tienlously
sequenced dmages, 1o the viewer's eve movenient, Wl of these can D
rellected in o series of sentenees which are, perhaps, b pical of the
writing ul ariather observant high school student, 1ot t that of i pro-
fessional writer:

A sl Ne SUTH “lll (l(\(fnl‘h fromn the shieet of walk which is x"] {1y
Frostid, She s wy whing harclooted, Her bare ke oy strike the hal eement
aed then thev reeoil from it Her foet enrd in so i onlv the anter
eddges are toueling the ot conent,

In terns of ohservation and experience the professional” ex nnph' is
no diflerent from that of the hypothetical high school student. Both
l\mnplr-a recrcate the writer’s visual expericnee, They carry the same
nlnl nlm] .mc] u])\u rvalion 11 huul lh(- tml\ (ll”l Tenee ln ween lln m
pmh \.suuml \\lmi wis .1!)]1' to n‘cndtr t]w rhy thnm ("m]m nf the
scene by blending sentax and inuige. Althoneh there i NO NeCessirY
commection hetween the ohse rvadional experience, the ordered setjuence
of cong

rete images, and the manipulitive syntactic skill of the writer.,
their brilliant iuwm their conplements ary conflne nee, made the differ-
ence, T the Jast lm.ll\ sis, however, the ® pmh‘ssmn al” writer was able to
acconiplish this (mI\' thmuuh his ability to m;mlpuflttv sentence strue-
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ture, Teachers of writing surely ought Lo spend more time teaching
xtm}( nts o h«' ')f H( i “"P“ dtm». ol svntax, Intensive ¢ \px rienee \\'lﬂl

nw‘ thv \Hmn" pmu'ss v
Tln attrmetiveness of the senteiiee mmbmmu‘ sia;

Us in the present

stnedv Ties in their simplicitv, their consisteney, their fle Mlu]ll} . and their
practicalitv. The previous examples illustrate how simple it is iith to
learn to e the signals and to expand and adapt them. The elimina-
tion of the study of trausfornational grammar and of transformationa)
nomenclature niakes all of this possible, With the threat of uraminatical

failure vemoved. the developing writer can get on with solving sen-

tenee=structure problems wd confidentlv face the veal issne=ithat of
blending forni and idea in given rhetorical sitnation.

One final comment: \llh("i"fh this researcher has rathier strenuousiv
urged that more attention he paic to the svatactic mauipulative skill
and for o more !m])ml it p] we for al\]t) is %\ill;l\ it the eurrienlum,
he s mwe relv sugee sting a possible new (m])h <is i rhe aieal instroe-

tiou and is i no sense de TVINE OF even ¢puestioning the importance of
the other members of the classical thetoriein’s ln]mrl invention anel
arrangement. Tn the Tast analvsis the question as to which of these
comes first, which is more important. hecomes ok ally drrelevant. In
their essential inse parability. thev are more than a tn]md [nvention,

arrangement and stele are actrinitv, one and indivisible,

Aduwitional Suggestions for Further Research

by

It would be desirable to extend the treatment over s namher of

——

vears with o pnpul.mnn e upuunt.mu' of the rithge of
.l]ni.l\ and sociocconomic hackgrowd to be foud, for t\,unp]t'
inivery arge me tropolitan area or o rorally deprived arca.
The low .1lnht\ students did very well in (e present stitdy,
Would ghetto children t]n s W H* 7
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Hn shuh'-nh '«-vnml Lo ('n]m‘ tl‘ul %z!ntvncm-nml

P £

1 this studv, Can interest be maintained OVer il mlm]m nf

vears?

4. Can students “overleam™ sentence- H)[]l]')inin(f {e L-]mi([m‘sf {lan
they overconsolidate? 1s there a ceiling on the structures thev
can Jearn? WiIL thev he able to handle o wider variet of syi-
tactic structures? ’ (

3. What is the conmeetion, if ;in}'., hetween svotactic ard cugnitive

Q
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maturity? Is there aoneeessary conmeetion between these twn?
Can and should svntuctic maturity ran ahead of cognitive nr-
tarity? Cuan g pri actical (Il‘-tlll([l(m be drawi ]nlwun cognitive
and a\ut.wm miturity?

6. %\nhutu anl st\hatlc matueity are clearly conneeted. There s
need for massive rescarel it w hat eonstitntes a niature stvle,
Hhnt's (1964, 1963, 1970) and O'Donnell ot al.'s (1967) norma-
tive data on sytactic maturity are hased on fairly small popu-
lations. Tt would he nseful to have, bueed on a larger and more
representative: population, normative data on the writing and

s;pu;tkinff pﬁi"ux'jxlilllcv i avariety nf mm](s‘ of discourse. of
\\ 1” "-Hit( fnee- mm]mnn"‘ I)TJL‘U(‘I‘ nnpr(m- m'uhmr abilitv?
\\ I” sentenge- (_(Mllhllll“tr Pl 1N tl[f' ¢ llll JdNee (HJ] P( lh”]nllnf_‘l'

4. AW sentenge- cnmlumn!f practize that involves onldv writing out
the exereises be as sunceessful as, or more suceessful t]mu the
present ahl(l} s combination of oral practice and writing prac-
tiee? 7 '

L The iwssessment ul OVETS l” qlmhlx nl t]u c;mnlnmtmm by i svse

lt s i"t‘nimillic;ll casv Lo :uhnnmtrr, .mfl ol hcwnr there iy
no raler batigue problem, Rating sixtv compositions on a scale
would have been very time consuming, Hus system deserves
further study, No doubt it can e nnpm\ﬂ

1L Oral and written sumnu*-f.rmnlnmm_r‘ practice was suceessful
with native speakers of English. Carn it be integrated into a pro-
aram for teaching Lnullah s second l.mtfu.m-

12, One of the major prnh]: ms facing teachers of a foreign Lngiage
is getting students to write compaositions in that ]aln'fu,l‘fr l]{h
rescarcher has recentlv developed  sentence- um;hnnmr sigmal
svstems for Freneh and Spanish wnd has pilbt-tested the: mth
a siall zlumlnl of secondary students. The results have been
encouraging. This svstem flvavnu. Furthor stml\
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APPENDIX A

SAMPLE LESSONS AND SENTENCE-COMBINING
PROBLEMS FROM THE EXPERIMENTAL GROUP'S TEXT

This appendix contains @ wetion of the sentence-combining problems
from the first put of the experimental group’s test, Scufenee (nmhlmnrr and
CHUTS sroblems from tl;hl ol the more important lessons Found in the see-
onl part w ith instroetions to the student and a Hmplc of the cunualative
problems swhich followed many of the lessons. Although some attempt has
Dheen made to present a lEplL%Ull itive si.lmph of the m.tuﬂ progression fol-
lowed in the sentence-combining lessons, there is reallv no substitute for a
careful Took at the developing, cumulutive design of the student test,

In cach of the examples, the A form is the sentence-combining problem
confronting the student, *md the B form is an acceptable student answer.

Sample thlmns {rom the First Part of the Student Text

The slnulw]mgk thiew the hall well \Lalud HY (‘\EE)

The cuarterback didn’t throw the Ball well usterch\

A Lawrenee Welk will tumn kids on. (NEG-EVER)

B. Lowrence Welk will never turn kids on.

A, The ratller (IHOW) slithered (WHERE), bit the sleeping baby
(WHERE). and (HOW) disappeared.

B. The rattler quictly slithered into the tent, bit the sleeping baby on the
leg, and qmt_L]X‘ di%ilppt.‘md

A, The control agents should have killed Maxwell Smart. (BY-17V)

B. Maxwell Smart should lave been killed by the contro] azents,

A, A garbage dump is belind the restaurant. (THERE-INS)

B. There is a gaihage dump behind the restaurant.

A. John was painting something on the wall. (WIAT-QUES)

B. What was Jolm painting on Hw wall?

;:»

A, Someone has heer: copying my homework, (\\'I'IQJQUEES)
B. Who Tus beers copving iy homework?

A. Some telephones are m rby. (THERE-INS - "H‘E - QUES)

B, Areu'l there some 0] phnnes ne 1rhx'9

Lesson Seven: THAT and THE F A_;CT THAT

Julio should admit SOMETHING.
He wag there.

81
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Fliere are three different ways to combine the two stateiments ahove into
senence that has the same meaning: (1) Julio should admit that he was
there; (2) Tulio should admit he wag there; and (3) Julio should admit the
Faet that he was there, Notice that in all three seitenees the words “he was
there™ have been put in place of the word SOMETIHING in the first stale-
ment. Insentence 1 the word that connects the given stalements; in sentence
2 they are simply joined together: in seutence 3 they are joined by the fact
that,

We e now going to practice combining statcments into one sentence as
was cone with the three sentences above, Follow the instructions viven in
parcntheses after the seeond statement, Notice that the second statement
takes the place of the word SOMETHING in the first statement,

A Peter notieed SOMETHING,
~There were nine golf balls in the river, (THAT)
B, Peter noticed that there were nine goll alls in the river,
A Karen sald SOMETIHING.
She wasn't going to the party, (JUST JOIN)
B Raren said <he wasi't going o e party,
A, SOMETHING should nuhe vou avoid him,
Heds an absolute nut, (THE FACT Ti IAT)
B The fact that he is an absolute nut should make vou aveid him,
A SOMET

Human heings will survive. (1T1AT)
B That human beings will survive is cortain,

Lesson Eight: IT=THAT

Some of vou probably wanted (o write a sentence like that in the last
problem in the previous section in a different v. Instead of saving, *That
human beings will survive is cortain,” you may have preferred to say, “It
is cortain that human beings will survive,” ’ 7

Iir this sentence the word It has replaced the word SOMETHING and
that human beings will surcice comes aitey the frst statement. You have
simply: started the sentence with 1 and hen added (he “that” statement
later. We'll eall this the AT=THAT) instruction,

SOMETHING is true
The world is round, (IT=THAT)
It is true that the world is round,

A As soon us he gol to'the Pearly Gates; Joe told St, Peter SOMETITING
had never oceurred to him,
The tives ou his Juguar might decay, (IT=THAT)
B As soon as he got to the Pearly Cates, Joe tald St. Peter it had never
occurred to him that the tires on his Jaguar might decay.

Example:

A Ever sinee man dvagged Dimself ont of the primeval mud an: gan the
process of socialization, one great problem Ias always been SOME-

THING,
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He is willing o fight other men Lo gain power. (THAT)
BB, L~ver sinee man dnmf( d liimself ont of the primeval mud and began the
process of socialization, one great problem has always been that he is
willing to fight other men lo gain power.

A, Aud SOMETHING camwe Lo pass.
Cain Drought an oflering unto the Lord. (IT=TIAT)
B And it camwe to pass thiat Cain hlnuifhl ili nH(nn" unlo the Lord,

A, SOMETHING made Bill helieve SOMETHING,
The used car’s door foll off. (THE FACT THAT)
The dealer was dishonest, {(THAT)
B The fact that the used car’s door fell ofl made Bill Lelieve that the
dealer was dishonest.

A, SOMETHING vcvnnred o Captadn Shanp,
His ten did not know SONEETHING, (FT=THAT)
They were sailing through a wined area, (THAT)
B I oeeurred o Captain blml]i st his men did not konow that lhtx

were sailing Hiough a mine o] reii.

A SOMETHING tells the geologist SOMETIPNG,
The bones of fish may IIL fornd in Death A lley, (THIS FACT THAT)
The region must have heen uncder water at some time, (THAT)
B, The fuct that e bones of Tish may e found in Death Valley tells the
seolouist that the region musd have heen under water at some time,

Lesson Ten: WHO, WHAT, WHERE. WHEN, HOW, WHY

In previous seelions yoir pri actived unnlmmm sentenees by using THAT,
THE FACT THAT. and IT=THAT, In this lesson vou will do sanlhmg

epite simnilar. v will combine sentencesy h} Llhnlg WHO, W ITAT, WIERE.
WIHEXN, HGW, and WIY,

Example A:
All the PLU[J]L wandered SOMETHING.
The music had sluppu’] for some reason, (WIIY)
All the people wondered why the music he i stupped.

Notice that for some reason has been removed and that why Tas been in-

serted at the begineing of the seeond statement.

Example B:
SOMETHING warried the elimbers.
The odd light meant « wiething, (WHAT)
What the mld ]m’lll meant worded the elimbers.

Notice that SOMETHING has bccn removed and that what has been in-
serted at the !wginn’ing of ¥ coned statement.

Example C
\lmt teachers have leamed SOMETHING.
Students compitre homework somehow, (HHOW)
Most teachers have leare 1 how students compare homew ark.

Notice that somehore has heen removed and that how has been inserted
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al the heginming of the second statement, Se ‘ntenge-combining with WHO,

WHE HL, and WIHEN waould he done it simnilar Fashion,

(‘full’l:: wondered SOMETHING,
Th{%_ i would arrive in New York somctime, (WIEN)
30 Cathy wondered when the train would arsive in New York,

[y

Ater the victous murders inthe downtown hank, vne of the tellers gave
anaceount of SOMETHING,

something hud happened, (\\ HAI )

B. Alter the vicloussmurders i

anaceonnl of what had Ds lppur(-d

A, The fish soon discovered SOMETHING.
The worin was dungling in the water for some reason, {WIIY)
B, The fish soon discovered why the worm was dungling in the water,

A, Joe tried to calenlate SOMETIING,
His money would buy so much food, (ITOW MUCH)
B. Joe tried to caleulute how much food his money would buy,

A SOMETHING suddenly oceorred o Mr., Joues.
Jim might not know SOMETITING, (II—[HAI)
Someonc finds the restaurant someliow. (HOW TO)
B. Tt suddenly oceurred to Mr. Jones that Jim might not know how to find
the restaurant,

A, SOMETHING is nul clear to me.
Manuel would tell you SOMETIING for some reason. (IT-\WHY)
Funieral directors know SOMETIHING. (T HAT)
Sunicone solves grave problems. (HOW TO)
B. It is not clear to me why Manual would tell vou that funeral directors
Luow how to solve vy problems.

AL BOMETHING was difficult,
Jerome adinitted SOMETHING, (IT=FOR-TO)
He really didn’t know SD\ILIIU'\(‘ (THAT)
The Pml)lun could be sclved somehow., (HOW)
B. Tt was difficult Tor Jerome o admit that he e ally didn’t know how the
problem could De solved.

=

1 35

A. Because he never listens o o word the instructor is saving, SOME-
THING would tuke hours,
- Thurston learns SOMETHING, (IT=FOR-TQ)
Someone puts that engine wgether somehow. (IIOW TO)
B. Because he wever llslcn% to o word the fustruetor js saving, it would

s

take hors for Thurston to learn how to pul that engine tuguthe

A, SOMETHINC tm)l-. real courage,
Senitor Phogghound asserted ‘ED\IETIH\F (IT-FOR~TO)
He didit care (ubout) SOMETHING. (THAT)
The voters thought something of him, (VVIIAT)
B. It took real conrage for Eumtm Phoggbound to assert that he didn't
care what the voters. thﬂu"ht of him.
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A SOMETIHING angered Miss Frump,
The girls chattered noisily, (87 4 ING)
B. The girly” chattering noisily angered Miss Frump.

A SOMETHING ungered Miss Frump,

The givls chattered noisily. (8" + B + ING)
B The givls’ noisy chuttering angered Miss Frump,
A. SOMETHING wngeredd Miss Frump,
The girls chaltered noisily, (BY, - ING-+ 0OF)

B The noisy ehattering of the girly wgered Miss Framp,

A SOMETHING is a problem for lazy people,
Suneone keeps in good Lealth somehow., (HOW TO)
B How to keep in good health is a problem for luzy people,

A, SOMETHING is not sy,
Mrs, Adams condoned SOMETHING, (IT-=FOR-TO)

Her son was sent to Vietwamn, ('S 4 ING)
B. Ttis not casv for Mrs, Adams to cotidone her w8 heing sent to Vietnam,

Lesson Seventeen: DISCOVER = DISCOVERY
ACCEFTED = ACCEPTANCE PRODUCE — PRODUCTION

Weare going Lo practice sentence comhinations whicl: necessitate changes
heing made i certain word endings, For example, “Tour discovered the
gold. ('S + DISCOVERY + OF)" would be written out as: “Torm's dis-
covery of the gold, .. ." Similarly, “"We failed. (5 - FAILURE)" would
be written out as: “"Our failore, . . - Thes, il you were instructed (o
combine the following: -

SOMETIHING led to Waorld War 11
The Allies punished Germany after World War 1. (S 4 PUNISIMENT
+ OF)

you would write it out like this:

The Allies” punislunent of Germany after World War 1 led to
World War 1,

A, Becavse of numerous personality confliets and sheer pettiness the Stu-
dent Couneil made a mess of SOMETHING,
They formulated o set of rules for coneuct. (5" 4+ FORMULATION
+ or) o
B. Becanse of nwnerous personality conflicts and sheer pettiness, the Stu-
dent Council made a miess of their formulation of o set of rules for
conduct,

A. Tt would be impossible to ignore the fact that SOMETHING caused 1
great deal of controversy,
Simmons published the experiment, (‘S + PUBLICATION + OF)
B. It would be impossible to ignore the fact that Simmons’ publication of
the experiment ¢aused a great deal of ceuntroversy,
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A SOMETIHING led to SOMETILING.
James Watt discovered SONMETHING, ('8 + IDISCfD\’E‘RY)
Steant is a powerlul sonrcee of energy. (THAT)
Britain established anindusteial socicty, (§ + ING)
Bo James Watt’y discovery that steam is a powerful source of energy lud
to Britain’s establishing an - incustrial socicly,

Lesson Nineteen: WHICH THAT, WHOQ, and WHOM

I this Tesson we'll he practicing combining sentences with WHIGIH/
THAT, WHOQ, and WHOM. For example, if vou were given the following:

some of the engines were scheduled to he serapped this vear.
The suboteurs have demaolished the engines, (WILLCIH)

vow would write it like this:
B s

some ol the engines which the saboteurs have demolished woere
scheduled o be scrapped this year,

Notiee tit engines, the repeated word, was replaced by which, You look
for the repeated word when instructed 1o combine sentences witly WHICH ¢
THAT. WHO, and WHOM. Thew vou simply eliminate and substitute for
one of the repeated words, :

You may he given the instruction (WHICH THAT), This simply means
that vou can wse cither which or that. You pick the one vou think sounds
better, Remember also that (WIHICTE THAT) can mean (JUST JOIN).
A In Diis letter Ralph enclosed a snapshot, ‘

He had taken a snapshot during his visit with us. (WHICH THAT)

B I his letter Ralple enclosed @ snapshot which he had taken during his
visit with us.

or: Inhis letter Ralph enclosed o snapshot that he had taken during his
visit with ns. -

or: Inhis letter Ralph enclosed a snapshot he had taken deving his visit

with us,

A Whenever our family dines at Dino's, Grandma insists on watching the -
ched. ' ‘
The ¢hef tosses the pizzas high into the air, (WIO)
B. Whenever our family dines at Dino's, Grandma insists on wialtching the
chel who tosses the pizzas high into the air, '

A Although it is usually quiet during e week, the golf cowrse is very
sy on weekends,
The golf course was completed just last vear. (WHICH, THAT)
B Although it is usually ¢niet during the week, the golf course that (which)
was eompleted just last veawr is verv busy on weekends,

A, SOMETHING is illogicul,
Man believes SOMETHING. (IT=FOR-TO)
Only this tiny earth possesses the conditions, (THAT)
The conditions have made life possible. (\WHICH, THAT)
B. It iy illogieal Tor man to believe that only this tiny carth possesses the
conditions which have mude life possible.
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A, As soon as they had completed their five-mile march carrving full pack,
the exhausted recruits reported Lo the coloncel,
The colonel expliined a few points, (WIHO)
They had not understood a few points, (WHICIT, "THAT)

B. As soon as thev had conpleted their five -mile march crrving {ull pack,

the exhansted reernits nl:mlzzl to the coloacl, who L‘\pl wned a few
points (whicl, that) they had not understood.

Lessml Tweaty: WHOSE, WIIEN, WHERE, and WHY

We're now gmnﬂ’ o add instructions using W HOSE, WIHEN, WIIERE,
and WIHY. They are similar Lo the WIHIC I THAT, WHO, and WHD‘G

instructions, so vou snn])]\ saleh ont for the re peate d words aidd eliminate
and substitute for them,

A. One day a girl strolled into the cafleteriu
The frn]s dlt*ﬁ looked like spun g_pld (WIIO5E)

. One dn a girl, whose dress looked like spun gold, sirolled into the
eafetoria,

A. After a wild chase throngh the busy downtown traffie, the young re-
porter was uble to pu!nl out the ilp.nhm nl.
The gangster was hiding out in the apartment. (_\"\']IERI:)
i After a wild chase through the busy downtown traffic, the vonng re-
porter was able Lo point oot the apartment w here the ganaster was
hiding out.

A, The idew occurred 1o her al the moment.,
At the moment she had all but given up hope. (WHERN)
B. The idea oecurred 1o her ot the moment when she had *1]] but given up
hope.

A. The plice seemed to be enveloped in a glow.
Jill stood in the p] we, (WITERE) i
A glow gleame A on her red hair, (WHICH THAT)
B. “]L p]dLL where Jill stood seemed to be envcloped in a e s
(which) gleame d on her red hair,

A. T get nervous every time Ben goes for a swim in the occun beciuse he
does not believe SOMETHING.
SOMETHING is ljnssll)]ﬁ (THAT)
The undertow sweeps him out inta deep water, (IT-FOR— —T0)
B. I get nervous every time Ben goes for a swim in the ocean hecause he
does not helieve (that) il is possible for the undertow to sweep him
out into deep water,

A. SOMETHING irritated Albert. B
ThL mcdi Hﬁ( examined the carburetor carefully, (5 + B+

/ HJLH_ El.%Iscd 5QI\IEIIIITIL (WIIO)
SOMETHING would take so long. (HOW LONG)
He completes SOMETHING, (IT— FOR-TO)

He inspects the whole car, ('8 =E— INSPECTION + OF)
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B. The mechanic’s careful examination of the carburetor irritated Albert,
who asked how long it would take for him to complete his inspection
of the whole ear,

Lesson Twenty-Two: - Underlining as a Combining Signal

In today's lesson we are going 1o practice sentence-combining by elimi-
nating repeated words and any related part of to be and by inse ting what
remaing immediately after the firsst appearance of the repeated  words,
For example, :

The girl suddenly began to seream in teror,
The girl was walking through the park,

woilld be wrilten out like this:

The

[

sirl walking through the park.suddenly began o scream in tervor.,

Notice that the and girl, the repeated words, and was, a form of fo be,
were elimivated. Notiee also that what was left, walking through the park,
was placed immediately after The girl in the first sentence.

Remember that am, is, are, was, and were are forms of to be.

.+« The words that have to be inserted in the sentence above will be un-
derlined.® You simply eliminate the words that aren’t inserted above. For
example, '

The soung skater almost lost her leg in a car accident fast year.
Fhe young skater was practicing out there on the ice.

The voung skater practicing ont there on the ice almost lost her leg
inw car uceident last year,

You can, if it helps, put crosses through The young skater was in your
mind's cye, but you probably won't have to. Just remember to insert the
underlined words immediately after the first appearance of the repea‘ed
words, '

Ao Misy Jones easily smeared her attacker,
Miss Jonex was a former wrestler,
B. Miss Jones, a former wrestler, casily smeared her attacker.

A. The governor declared i his address to the legislature that the roads
will be largely paid for by taxes, '
The roads are to be built this year.
The taxes are on gasoline and cigaretles.
B. The governor declared in his address to the legislature that the roads
to be bu't this year will be largely paid for by taxes on gasoline

_and ciga: tes

A. Jules earned_the money by pumping gas until midnight seven nights
a week. )

* The italicized words in the sentence-combining problems found in the following
lessans were underlinied in the experimental students’ text.
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SAMPLE PROBLEMS FROM THE GROUP

Jules is an apprentice bricklayer,
The money was lo pay for his hiking acation in Europe.

B. Jules, an apprentice bricklayer, eamed the money 1o pay for his hiking
vacation in Europe by pumping gas until midnight seven nights

4 week,

overly impressed by the antomobile industry’s elaim that most cars
can be equipped with hiaries,
The cars are being sold today.
The lusuries are fo meet angone’s needs.
B. The senate commitice on environmental pollution did -not seem to be

A The senale commitlee on environmenial polhation did not seem to be

overly impressed by the automobile industry’s cluim that most cars
being sold today can be equipped with Tuyuries to meet anyone’s
needs.

e

SOMETHING is impossible,
A chef cooks menls, (IT=FOR-TO)
The chef is workivt in this small kichen,
The meals will satisly ol customers, (WHICIL TIIAT)
B. It is impossible for a chel working in this smuall kitehen to cook meals
that (which) will satisfy all customers,
A. SOMETHING angered Mr! Mulvaney,
Miss Prickert insisted SOMETHING. ('S 4+ ING)
There were spooks in the house, (TITAT)
She had just rented the house, (WHICIT THAT)
Mr. Mulvaniev is the policeman on our block. .
B Miss Frickert's insisting that there were spooks in the house (which,
that) she had just rented angered Mr. Mulvaney, the policeman on
nitr block, ' B

A, SOMETHING
Connie constantly chalteved, (S + BX + ING)
The. chatlering kept the hunters from hearing something, (WHICIT/
TIAT) :
The dogs were running someplace. (WHERE)
The men swore SONMETHING, (WHO)
They would never take her hunting again, (THAT)
B. Connie’s constant chattering, which kot the Tunters from heastieg where
the dogs were running, irritated the men, who swore (thet) they
would never fake her hunting again,

Lesson Twenty-Four: The Underlining Signal Continued

In the previous section you practiced fnserting the underlined words
immediately alter the first uppearance of the repeated words. In this lessun
there will be single words wunderlined, Most of the time, you will insert
these single words in front of the first appearance of the repeated words
For example, .

Most Latin Americans prefer soceer Lo bullfighting.
The Latin Americans are youtlful,
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would he written dnt as:
Most vouthful Latin Awericans prefer soccer Lo ]mllﬁghtingi

Notice that the and Laiin Americans, e repeated words, and was, a form
of to he, were eliminated. Notice also that youthful, which was underlined,
was pliced in frant of Latin Americans, Lots Took al another example,

We saw a fourteenvear-old girl selling heroin o four twelve-vear-olds
at sehonl, -
The girl was cruelly unelernowrished.

would he written out ag,

Wesaw aerelly undemourished fourteen-vear-old girl selling heroin
to four twelve-vear-olds at school,

Pat the underined phrises where von think lhv}‘ fit hest, hefore or after,

Ao All the English students Toved their teacher,
The students were eopl,
The teacher was eharning,
B. Al the conl Euglish siudents loved their charming teacher,

Ao The cabinet official, who obvioush kiew nothing about economies,
declared that a budget is of overwhelming importance,
The budget has been balanerd,
B. The cabinet offieial, who obviously knew nothing about cconoics, de-
clared that @ halaneed hudyet s of overwheling importance,

[

A, The allevs were littered with hottles and aarhuve,
The alleys were between the apartment Duildings,
The apartment boildings were dismal, '
The hattles were hroken,

The girbage was rofling, 7

B, The aflevs between e dismal apartmen buildings were littered with

broken hottles and rotting garbage.

A, The explorers saw formations.
The formations were glistening,
The formations were hluck,
The formations were ek,
The Tormations were rising Inindreds of feet inta the air,
The formations were one of Asia's greatest woneers.
B The exsplorers saw glistening black rock formations rising hundreds of
feet into the air, one of Asia's greatest wondors, '

A Some teachers oflen hesitate to give students answers 1o those tuestions,
The teachers ae rather timid.,
The answers are frank.
The wnswers are personal.
The questions are basie,

The questions distirh us all us we trv to understand our Tives,
(WHICH THAT)

B Some rather Himid teachers often hesitate to give students frank, per-
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sonal suswers o those hasie questions which (that) disturh s ull
s we try o understand our lives,

A, The office ]mi!(]iug_ toswered above the apartment houses.

The building was ghaming.
(e Indlding was new,

“The building was rising high into the sky.

The Tanses were deerepit.

The houses were briek,

The lhouses were in the slums.

The st surrounded this svibol of prasperity, (WHICH THAT)
The prosperity wus universal,

B, The gleaming new office building, rising high mto the sky, towered

above tie deerepit, brick apartment houses in the shims whieh (that)
surround this svihol of wniversal prosperity,

A A gir] thty held the hand of her mother,

The givh was pale,
The airl was nereous, .

P il was ahoud six years old.

The wirl was appareatly going o schoal for the first time. (WHO)
Her mother was snuling,

Her mother cahnly encouraged her, (WHO)

B A pale, nervous gird about six years old, who wuas apparently going o

school Tor the first tine, tighthe Tield the hand ol Tier smiling: mother,
whn L_':_llml}’ 1‘!1(‘(111!‘;1}_;1‘{1 her,

A, The heron tensed dts wings Tor the plunge,

The hevon was prineely.

The heron was perched high on a ledge,

The ledge was racky.

The ledue's Tieight coabled the bird to swvey the waters, (WIHOSE)
The walers were swirling, '

The walers were Mee-wlite,

The watters were helow on three sides. (WHICH THAT)

The phmge would be spectacular. o

The phinge was soon to he friggered by a school of fish.

The sehool of fish were fast approaching. '

B, The princely eron, perehed high on arocky ledue whose height en-

abled the bird to survey the swirling blue-white waters that were
tensed its wings for the spectacular plunge soon

helow on three sides, ;
to e triggered by o Bast approaching school of fish.

A The soldiers realized SOMETHING,

The soldicrs were wedry.

The soldiers were battle-searred.

The soldiers were in fle ihick of that struggle,

The struggle was bloody. '

The struggle was desperate.

The struggle was hanel-to-hand.

The strueale took the Tives of so niany men, (WHICH /THAT)

The men were fine.
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Themen were yonng,

SOMETIING wonld he diffienlt. (THAT)

They wonld survive the mistakes of genvrals, (IT=FOR=TO)
The mistikes wire costly.

The: genevals wero inexpiorieneed,

The generuls relivd on icties, (WHO)

The tactics woresout moded,

The tactics were mifitary,

The tactics simply did vot ft e realities of warfure, (WHICLHTHAT)

The warure was madern,

The weary battle-searred soldiers in the thick of that bloody, desperate,
hasc-to-hand struggle, which took the Tves of so many fine young
ety realized that it would be difficult for them to suvive the costly

mistukes of inexperienced generals who relied oy outwoded military

tacties that simply did not fit the realitios of moderny warfare, '

M Lippian hiss suggested SOMETITING,

Mr. Lippiman is a noted columnist,

The Presiden t has committed us 1o o war, (THAT)

The war is in Asi,

The war is for an objective,

The vhjective is unattainable,

The ohjective is SOMETHING,

someone creates a government, (L THE 4+ (R EATION 4+ OF)

The sovernment is seenre,

The goverment iy frer,

The govermment is pro-\merican,

The govemment is aceepted and supported by the people,

Mr. Lippman, w0 voted columnist, has suggested that the President has
commitieed us looa war in Asia for an unattainghle objective, the
creation of wseeure, free, pro-Amcrican governmient aceepted aud
supported by the peophe,

. The sevent)y graders could not undorstand SOMETIIING.

The seventl graders had worked hard on their assignments, (WIQ)

The assignments were Eng fish, :

They had worked all year.

Their teacher had assigned 1wo reports for some reason, (WHY)

The reports were written,

The reports were periceek,

The reports were on some nocels.

The novels were horing, '

The novels would wake SOMETIING tpossible. (WIHTCH “T1IAT)

They would fully enjov their summer vacations. (IT=FOR--TQ)

The seventh graders who had worked hard on their Euglish assignments
all vear could not understand why their teacher had assigned two
wrillen reports per week on some horing novels that wonld make it
impossible for them t fully enjov their sommer vacations.



APPENDIX B

SAMPLE LESSONS AND PROBLEMS FROM AN
SYSTEM USED IN THIS STUDY

I his study it was suggested that the sentence-combining system cauld
he expanded {o fuclude  larger number of the syntactic structures of En-
glish. This appendix containg a number of lessons introdueing sentence-
combining signals which Tave been added sinee the stwly was completed.
The lessons wore pilot-tested with several hundred high sehool students and
their teueliers, The actual lessons and sentence problems were, taken from
Tier has eompleted for Ginn and

asentence-combining test which this reseas
Comprny, _

Please note that these lessons and sentence-combining signaly were nof
used i this studv,

The adeition of these signals makes it passible to construct sentenee-huiled-
ing problems encompassing most of the syntactic stretures o the language,
These additional signals ave heen inelnded in the hope that English teachers
will use this expanded sentence-combining svstem i their classes. An hour
or two of practice is all that is needed to hecome fairly adept at reducing
selected sentences to near-kernel form anel adding the appropriate signals,

Section One: X-ing Oul

Although we'll be concentrating on laving vou practice longer sentences
than vou're used to writing, we are not saving that all vour own sentenees
should be fong. You're going to learn not only to add but to delete, o get
rid of the superflnons anl, hopefully, to achieve efficieney and clarity, You'll
learn to justapose long and short sentences to make them hoth more clleetive.,
A compusition consisting solclv of Jong sentences is Hkely to be as dull and

immature as one made ap exclusively of short sentences, In this hook, s in

life, varicety is the spice,

Your first sentence-comhining prictice involves three simple operations,
Given a series of stalements, vou get rid of certain words, add the appropri-
ate commas, and add only one word: and. Ohserve how this works. Given
the following three base sentences,

The Dlunt nose of the Hindenburg hobbed up.
The blunt nose hung a moment in the air, ’
Then it crumpled toward the field, (AND)

you could write,
The blunt nose of the Hindenburg bobbed up, hung a
moment in the air, and then erumpled toward the field.
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Three things happenud:

“The Blunt nose™ and “it" were deleled,

1.
2. Commas were added,
3.

Anand was introduced just before the st hase sentence,

I the following esample vou'll he given signals o help you decide which
words Lo delete and where'to put comma,

Skt means delete “She.”

The comma signal () means put i eommia at the begin.
Aing of this base sentence,

(AND)Y means pit a comma followed by an ane at the
heginning of this buse sentence.,

Helen raised her pistol.

She took careful aim, ()

Ske syueezed off five rapid shots to the center of the
target. (. AND)

vou would write them out like this:

Helen raised her pistol, took cureful aim, and seueczed
oll five rapid shots o the ceater of the target,

Each of the following sets of buse sentences is 1o bo writlen as just one
sentence. L Tnthe first two problems vou have been supplicd with
AND, X-ing out, and comma signals, In the remaining. problems decide
for voursell which words we to be Xeed out, where to put commas, and
whether an and is needed, '

A,

The pitcher looked up intently,

Bt mther planced at first bise. ()

Then B thiew a hanging curve which the batier knocked out of the
stadium,  (, AND)

The piteher Tooked up intently, glnced at first base, and then threw
a hanging curve which the hatter knocked out of the stadium,

Carlog smoked their cigarettes,

M Tounged with his feet on their couch, ()

He oceasionally took Juanita places in their cur, (, AND)

Carlos smoked their cigareties, lounged with his feet on their couch,
and occasionally took Juanita places in their car,

It crushed in flames with ninety-seven persons on board,
The Hindenburg burst like o bomb and erashed i, flames with nincty-
seven persons on board, '

The Hindenburg hurst like a homb,

When John didn’t turn wp for their date, Sally walked down to the
bridge. o

Sally climbed np on the rails.

She did a neat dive into the river.
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B, When John didu't turn up for their daie, dl]\* walked down . e
]m(lm' climbed up on the rails, and did a neat dive into the river,

A. The Hindenburg rode out a severe storm along the Atlatic coast,
The Hindenburyg glided safely through und around angry forks of
lightning,
Then the Hindenburg, with a safe landing in her grasp, plummeted to
the ground,
B The Hindenburg rode out a severe storm along the Athntie coast, glided
safely l]ncm"h and around angry forks of ]nﬁh!mn;" and then, with a
safe lmtlm!r in her grasp, p]unnntlcd to the ground,

A Fearless Fred dushed into the room.
He dived at the dastardly robber,
He missed,
He went sailing out of the five- story window.
B, Fearless Fred !.‘lehuil into the room, dived at the- dastardly robber,
missed, and went sailing ont of the five-story window, '

A T’huv '\'\'ulkul an,
llw\ Were tdlegﬁ ;lent thmw
They were ignoring the deserted look the cotlages wore,
Thev were pretending not to see the cars that pussed them,
B, They walked on, looking at the stars, talking about them, ignoring the
deserted look the cotlages ware, pwlvndm" not to see the cars that
passed them,

Section Twos Making the Conneetion

One of the smlph sLoways ul Lmn]muug twa xc_munus is to put them
hae! o-hack with a umnvitmgﬁ word between. The conneeting word estal-
lishes a relationshin between the two buse sentenees, o I‘L‘]dtmus]np that
ntight be hard to establish by uny other means. The relationships are matinly
of (1 1) cause-clfect, (2) time, and (3) similarity or difference, Here is an
example of L‘JL‘II lel of 1Ql1[u)us]np

L Thev were hdpp& hecase their team wor
2, Thev were happy when their team won,

3. f]nx were Fmpm’ hut we were miserable,

Sometimes vou can establish a whlmns]np without spuufvmtf which Lind.
The semicolon {3 is the “comection”:

4, They were happy; their team won.

Some connecting words are as soon as, just when, after, before, although,
if, since. )

A brief look at the combining mechunics iy all you need hefore plun%mg
into the practice, When one of the connecting words appears as an instruc-
tion, attich it to the hegining of its buse sentence. Then attach the result
to the beginning of the following sentence or the end of the previous
sentence,
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A The soldiers came home.
The war ended, {WHEXN)

B, The soldiers came home when the war ended.

A, The war ended, (WIEN)
The soldiers came home,
B, When the war ended, the soldiers ame home,

A, Ldon't get thewe Ly midnight,  (I1)
Come Tooking for me,
IIF e in trouble. (5) -
B. I T don't get there by midnight, come looking for me; Tll be in trauble.,

A, He always quits,
You need him, - (JUST WIIEN)
B He always quits just when you need hin,

A, You overcome vour feir of the water, (ONCE)
Learning to swim hecomes a matler of patience and practice,
B Once yon overcome your fear of the water, learning to swim becomes
a4 matter of paticnee and practice,

A Night came,  (WIEN)
We sat Tnddled in Dlankets,
The blankets were thick and twoolly.
1t was time to turn in for the night. (LONG BEFORLE)
B, When night came, we sal huddled in thick, woolly blankets long hefore
it was time to urn in for the night,

Section Three: (ING) and (WITH)

Some really effective: sentenees can he constructed by changing a word
o its -ing form or by using with us a “conncctor.” Notice how the (ING)
instruction works:

Ao Joe burst through the line.  (ING)
Joe foreed the quarterback to cat the hall on fourth down.
B, Bursting through the line, Joe forced the quarterhack to cat the ball
an fourth down.
The (ING) instruction causes hurst o hecome hirsting, and the italies are
a reminder to get vid of the Joe in that sentence, Now try one of your own:
Ao The angry evowd fell on the assassin,  (ING)
The ungry crowd tore him limb from limb.
The (WITH) instruction does one of two things, depending on the kind
of sentence it follows. Look at these examples:
A. She was a sensuous looking heauty,
She had long auburn hair.” (WITH)
B. 8he was a sensuous looking beauty with long auburn hair, -
A, Her ear was in'a fourswheel drift,  (WITIT)
She counter-steered and went on o take the lead.
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B, With hz:i_* cardan a fourswheel drift. she counler-steered and went on to
tuke the lead,

In the first example, (WITIL) “kicks out” the had and the she and settles
at the heginning of the sentence, In the second example, (WITH) simply
climinates the was and settles at the beginning of the sentence,

A, The slave eried oui for merey. (ING)
The slave threw himself at the siltan’s feet,
The slave had heen caught in the harem, { WHO)
= Crying out for werey, the slave, who had been caught in the harem,
threw hinself at the sultan's foet, '

A, It was a wild wet day.
The wind was slapping al vour fuce,  (WITH)
The wind chillee you through and through. (ING)
B It was a wild wet day with the wind slapping at your face, chilling
you through and through, o

Ao Alex was loncly,
Alex was disillisioned.
Alex was hitter, :
Alex shufll+1 into the by station,
His shouldi ry were howed,
His suitease was heavy in his hand.
B. Lonely, disillusioned, bitter, Alex shuffled into the bus station, his
shoulders howed, his suitcase heavy in his hand.

A. Robert was dedicated,
Rubert was honest, (AND)
Robert was doamed to failure in 2 society,
The society snoered at dedication. (THAT)
The society refused to acknowledge selfiess commitmeny, (ING)
B. Dedicated and honest, Robert was doomed to failure in a socicty that
sneered at dedication, refusing to acknowledge selfless commitment.

A, The deer sensed danger. (ING)
The deer lifted its Lead.
Its cars were stiff and st raight.
Its Dody was 1ense, '
Itsvas ready to explode into motion at the slightest sound.
B. Sensing danger, the deer Jifted its head, cars stiff and straight, body
tense, ready to explode into mation at the slightest sound.

A You got beyvond those pious utterances about his concein for the weak
aund oppressed,  (WHEN)
You realized SOMETHING,
He was quite simplv an egomaniac.  (THAT)
He had no other concern but his own selfish ambition. (WITH)
B When you got beyond those pions utterances about his concen for the
weak and oppressed, you realized that he was quite simply an
egemaniac with 1o other concern but his own selfish ambition,
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A, They were hand in hand.
Thev walked on in silence,
The wind stirred the moist, warm air, (INC)
The tide swept thythmically over their bare fect, (ING)
The sand was cool and liquid on their toes.
B. Iand in hand, thev walked on in silence, the wind stiving the moist,
warm =ir, the tide sweeping rhythmically over their hare Feet, the sand
cool and lgquid on their Loes,

A, Julia stood at the edge of the clifl,

She looked down on their upturmed, nickel-sized faces by the side of the
tidal pool. (ING)

she wished she had ignored the dare, (ING)

She felt trapped. (ING)

Yet she knew SOMETIHING, (ING)

She couldn't back down, (THAT)

B, Julia stood at the edge of the clilf, looking dovwn on their upluried,
nickelsized faces by the side of the tidal pool, wishing she had ig-
nored the dare, fecling trapped, vet knowing that she couldn't hack
down,

A, The gas station attendant stumbled out of his shack,
He was an emaciated looking fellow,
He had white hair and skin the color of an eld saddie. (WITH)
He stood seorcling at us, (AND)
His chin was thrast forward, (WITH)
His eyes were Dlazing,
B. - The gas station attendant, an emaciated Tooking fellow with white hair-
and skin the color of an old saddle, stumbled out of the shack and
stood scowling at us, with his chin thrust forward, his eyes blazing,

Section Four; Colon and Dash
The colon (:) is favored by many professional wrilers and is 1 very useful
writing device. For example, in Andersoneille MacKinkie Kantor has a sen-

tence whose bases look like this:

A e had managed 1o buv also a coral necklace for his small daughter,
It was @ coral necklace naturally, (:)
Her name was Coralie. (SINCE)

The original sentence is:

B. e had managed to buy also a coral necklace for his small daughter; a
coral necklace naturally, since her name was Coralie,

Notice that the eolon (1) went to the front of its base sentence and that the
italies shows which purt of the sentence is to be retained. Here is a sealencee,
broken down into hases, from John Updike's story, “Who Made Yellow
Roses Yellow?™; : : :

A, He pushed back the chair a few feet,

A full view of himself was available in the tilted mirror. (85U}
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e was a tall, narrow-skulled, smooth-civeked youth, ()
The vouth was tightly dressed in darkest gray.

And here is Updike's original sentence, “reconstituted” by following the
virious instructions:

B. He pua}w{l haek the ehair a few feel, so a full view of lnmw]f wig avail-
able in the tiled mirror: a tall, nurrow-skulled, smooth-cheeked vuuth
txéhhy dressed in darkest grav,

Notice, again, that the colon (:) wont to the front of its base sentence.
Updike also makes effective use of the dash (=), In the same story he
wrote a sentence that looks like this when hroken down into base sentences:

A. It'sa terrific ims e
The inn age is af this perceptice man, (=)
The man 1s eaged in his own weak eharacter,

“Reconstituted,” the sentence looks like this:

B, IU's a terrifie image—this pereeptive man caged in his own weak charan-
ter.

Nutice that the dash (=) went to the front of its base sentence,

Writess often use two dashes to separate what they insert into a sentence
from the rest of that sentence. The first dash will go at the front of its
base sentence, The secorid dash is often written immediately after its base
senlence; the instruetion for this will e three dots and a dash (.., =), The
t] lul‘é are l«:”ing you ﬁl’st to \\'xilL in HH ])ISL %Cl]thCL (ch’mging it

Bx; lTl[]]L‘ h omi UPdIl\L

A, George read into cach inegular incident possible financial loss.
The mudml could be a greeting on the subway. (=)
The incident could he an unsahzdulcrl knack on the deor, (... =)

Updikﬂ’é ariginal looks like this:

B. C,(:nrg: read into each irregular incident—a greeting on the subway, an
unscheduled knock on the door=possible financial loss.

Now try r:f}mbming sentences using the colon and dash instructions. All
the sentencea in this practice have heen taken from -the works of modemn
writers. Remember that (WHICH) and (THAT) can and often do mean

(JOIN).

A. And we have SOMETHING.,
They sorely need something, (WHAT)
They need @ new sense of life’s possibilitivs. (z)
]*mw" Baldwin)
B. And we have what they sorely need: u new sense nf life's Pn%s;hﬂxtws

‘A, Different as they were.
They were different in hackground. (=)
They were different in pe Hmmhf 1. , ,
They were ﬂlﬂLlEIlE in underlying mpzmtmn (..=)
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two grreat soldiers had much in common,

Catton) ,
b s they were=in hackground, in personality, in underlying
aspiration=these two great soldiers had much in eommon, '

I had never seen a man heaten,

He had been heaten, (AS)

He was this mountain of a man, (=)

He had died in the battle, (WHO)

He hud been fighting the battle for forty-six years. (WHICH)

(Jesse Stuart) )

I'had never seen a man bealen as he had been heaten—this mountain «:f
a man, who had died in the battle which he had been fighting for
forty-six vears.

The crimes have changed in rapid suce

The Jews have heen charged with the e
(WHICH)

They were crimes. (=) ,

The crimés were to justify the atrocitics, (WHICH)

The atrocities were perpetraled against them. (. ., =)

(Albert Einstein)

The crimes which the Jews have been charged with in the course of
history=crimes which were to justify the atrocities perpetrated against

them=have changed in rapid succession,

rimes in the course of history.

She studied him,

She answered. (BEFORE)

He was ll, (1)

He was not too big or heauyy,

He was black, (AND)

(Shirley Ann Grau)

She studied him helore she answered: tall, not too big or heavy, and
black, '

Open and peaceful competition is something else again.
The competition is for prestige. (=)

“he compelition is for markets.

The competition is for seientific achiecement, i

The competition is cuen for men's mindy. (. . - )

(John F. Kennedy) '
Open and peaceful competition—for prestige, for markets, for scientific

achievements, even for men’s minds—is something clse again.

Never shall 1 forget the'deep singing of the men 5c the drum.
The singing of the men at the drum was swelling and sinking.
1t wus the deepest sound 1'have ever Ezard in all iy life.

It was deeper than thunder. -

It was deeper than the sound of the Pacific Ocean.

It was deeper thai the roar of a deep waterfall,

It was thewonderful deep sound of man. (:)

Man was calling 10 the unspeakable depths,

(. H. Lawrence)
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B. Never shall I forget the deep singing of the men at the drum, swelling

and sinking, th deepest sound { have heard in all my life, deeper than
thunder, deeper than the sound of the Pacific Ocean, deeper than the
roar of a decp waterfall: the v onderful deep sound of man calling
to the unspeakable depths, ' )



APPENDIX C

Assignment A-1

We all enjoy an unusual story, especially the kind which holds our interest
and makes us wonder what will happen next, Below are listed four titles.
Chaose the one which seems most interesting to you, and write a story that
fits the title and is mysterious or strange. Use your imagination to fll in the
details, und make sure you il the complete story, from beginning to end, |
Try to make it sound as if it really happened, I

Stranded in a Ghost Town
The Thing that Wouldn't Die
No Ordinary Forest!

The Strangest Day Ever

Instructions. Plan your story so that it is g clear as possible, Use the back
of this paper to jot down and urganize your ideas, Then write your story on
the lined paper, You will probably have written from seven to fifteen ‘sen-
tences by the time you finish, You have until the end of the period to com-
plete the story, 7

Assignment B-1

Unusual stories are enjoyable. We all like stories which hold our attention
- and muke us wonder what is coming nest, Choose one title from the four
listed helow, the one which is most interesting lo you. Now write a mysteri-
- ous or strange story which fitg that title, Fill in the details from your own
imagination, and he sure to tell the whole story, from start to finish, Try to
make it sound as if it really happened, '

Creature From the Lake

The Old Woman in the Foy

-What an Unusual Dayl

- Lost on Evil Island
Instructions: Plan your story so that it is us clear ps possible. Use the baek
of this puper to job down and arganize your ideas, Then write your story on
the linee paper. You will probably have written from seven (o fifteen “sen-
lences by the time you finish, You have until the end of the period to com-
plete the story, -

Assignment A-2
Al of us like to remember the specinl places we've visited and the exciting

[ o]
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things we've done. In order to help our friends share these experiences, we
sheuld trv 1o tell them things that will help them make a mental picture of
the seene: the colors, the motions, the sounds, the smells, and the feelings
which made the esperience mean so much to us. Choose one of the four
topies listed below. Use your imagination and your writing skill to ereate a
lifelike word picture of such a scene, and the impressions it made on you,
Concentrate on deseribing the sights, sounds, and smells, rather than merely
telling what happened. '

The Dinner Table at Thanksgiving
A Rainv Night at the Foothull Game
Watching a Building Burn Down
The Amusement Park at Night

Instructions. Plan vour story so that it is as clear s possible, Use the back

of this paper to jot down and organize vour ideas, Then write your story on
the lined paper. You will probably have writlen from seven to fifteen sen-
tences by the time vou finish. You have until the end of the period to com-

plete the story,

Assivnment B-2

es we've visited and the exeit-

All of us like to remember the soecial pla

ing things we've done, T order to help our friends share these experienees,

we should try to tell themn things that will help them make @ mental picture
of the seene: the colors, the motions, the sounds, the smells, and the feelings
which made the experience mean so much to us. Choose one of the four
topics listed helow, Use vour imagination and your writing skill to create a
lifelike word picture of such a seene, and the impressions it made on you,
Concentrate on deseribing the sights, sounds, and smells, rather than merely

telling what happened,

An Afternoon at a Fair in Auturmn
A Cook-Out at the Shore

Alter a Bad Storn

Halloween Night

Instructions. Plan vour story so that it is as clear as possible, Use the back
of this puaper to jot down and organize your ideas. Then write your story on

the lined paper. You will probably have written from seven to fifteen sen-

tences by the time vou finish, You have until the end of the period to com-
plete the story,

'Assigmnent A-3

Whenever we feel strongly about something, we often try to persuade
others to think as we do or to do what we want them to do. We usually try
to think of as many good reasons as possible to persuade them to do it, It's
also a good idea for us to show that the rcasons against doing it are not as

‘convineing, Now choose one of the sitnations listed below, and write a

composition’ in which you try to persuade the person named to do what you-
want him to do, '



O

Aruitoxt provided by Eic:

104 SENTENCE COMBINING

A lady in your neighborhood s not sure if she should have you babysit,
Convinee her that vou ean do the job,

Persuade your parents to raise yonr allowance by a certain amount,

Convince your parents that you should be allowed to go to the high
school dance,

Assignmﬁﬁt B3

Whenever we feel strangly about something, we often try to persuade
others Lo think as we do or to do what we want them to do. We usually try
to think of as many guod reasons as possible to persuade them to do it, 1t
also a good idea for us to show that the reasons against doing it are not as
convineing, Now choose one of the situations listed below, and wrile a
composition in which you try te persuade the person named to do what you
want him to do. ' ) '

Imagine your parents have won a competition, and the prize is a
two week vacation, all expenses paid, Persuade them to go to the place
of your choice, '

Perspade a teacher to limit homework to one night a week,

Convinee your parents that vou should be allowed to decide how you
dress.

Assignment A-4

In Davy Crockelt’s time transportation wus a very jmportant part of
people’s Tives. People in those days walked a great deal, but they also made
use of horses, mules, coaches, canal boats and ships to carry men and goods
from place to place, Tmagine that a boy (or girl) your age living in those
days accidentally entered the fourth dimension and landed in Tallahassee
this week. Naturally he would be faseinated by the changes in the means of
transportation that have taken place since the frontier days. Write a repot,
telling him of the many new means of transportation that have been in-
vented sinee his day, Tell him how they work, what they can do, and so on.
Try to answer uny questions you think he might ask.

Assignment B4

1 Jim Bowie's time most [rontier people’s homes were log cabins, Tit by
oil famps or candles, They had no runming water and the few kitehen utensils
they had were usually crude and simple. Imagine that « hoy (or girl) your
age living in those days aceidentally entered the fourth dimension and landed

in Tallahassee this week, Naturallv bhe would he lascinated by the man
Y |

changes that have taken place in homes since the frontier duys, Write a

~repait, telling him of the developments i the home sinee his day, Mention

some of the many home ;1ﬁjpliu'nces and gadgets that have been invented
since Jim Bowic's time. Tell him how they work, what they can do, and so
on. Try o unswer any ¢uestions you think he might sk,
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Assignment A-5

All of us have often been to particular places that made us feel good to be
there. Sometimes, if we go back again to the same place, we have the same

good {eeling all over again, hecause of how the place looked or felt, or be-
cause of what we did or what happencd to us the last time.

Choose one of the places listed below which makes you feel good when
you go there. Try to deseribe the plice (what you saw, how it made you
feel, the people who were there) so that a teenage friend will understand
why you fecl good about the place. ]

Saturday afternoon at the movies
An ice cream parlor ;
Sunday moming at Church

A favarite quiet place

A backyard swimming pool

Assignment B-5

All of us have been to particular places that made us feel bad to be there.
Sometimes, if we go back again to the same place, we have the same bad
feeling all over again, because of what we did or what happened to us the
last time, ' : o

Choose one of the places listed below which makes you feel bad when you
go there. Try to deseribe the place (what you saw, how it made you feel,
the peaple who were there) so that a teenage friend will understand why you
teel bad about the place, )

A doctor’s or dentist’s office

The school principal’s office

A new school on the first day

A traffic jam on a bt alternoon

Your room on a cold winter morning,

when the heating system has broken down,
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The findings suggest that the ability to manipulate sentence structures is at

least as important as invention or arrangement in the toaching of writing.

For the young writer, knawing what to say isnt enough; he has to know how.

The sentence-combining system used in ihis study has boih theoretical and
practical aftractiveness when considered as part of a composition program
because jt expands the praciical choices, the options available 1o the young
writer when he needs them during the composing process. Rhetoric and
sentence-combining practice should be viewed not as mutually exclusive or
even discrete, but rather as complementary,

Since comparatively little time has been spent on the syntactic manipula-
tive skill in English classes, writing programs should contain @n enlarged

play an important role. These exercises would not focus en any one sentence
patiern but would exploit the entire range of syntactic alternatives allowed

Students exposed to sentence-building techniques could use these syntactic

tice as possible with every conceivable combination of syntactic alternative,

manipulative skills at the prewriting or rewriting stage in their work in
compositien.
An impariant dimension of this study was a systematic attempt to nurture

“the young writer's confidence, Its success suggesls that writing pregrams

should concentrate on building student confidence and @ positive attitude

towards sentence production.



