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ABSTRACT

-~

A stratified sample of 128 sixteen yéar'olds complete four
func;ional types of writing tasks hypothesised to be, in ascending
order of cognitive and verbal complexity, 1. Recording;2. Narrative,
3. Exposition and 4. Argument. Scripts are evaluated by two ind;—
pendent ju@ges aqd the scores are validated against examination and
school assessment data. The cognitive-complexity hypothesis is
upﬁeld in ferms of the comparative discrimingfive.power of the tasks
in terms of three criteria in combination: correlation between
judges, correlation between taskbscore and examination score, and
ability of task to discriminate between more And less édvanced
subjects as assessed by their schools. The yerb;l—cgmplexity hypo-
tﬁesislre1ating form to function is upheld by sighificantlyLdifferent
patterns of words per phrase, phrases per clause and clauses per

_ sentence amoﬂg the tasks. The number of words per phrase increases
accéleratingiy as the level of the task rises. The other measures
rise and fall, exposition prdducing most phrases and argument most
cIauseg. Subjects tend ;6 limit the number of phrases they produce

-

,~per sentencg. The less”;avanced.subjects prove to be 70% to 80% as
a;iaptalgle as the morc; advance‘d, significant differences in structure
apd performance on the harder‘tasgg_being attributable‘to more
_generation'of phrases by the more advanced. Results are compared

with other fihdi@gs, models of adaptation of form to function are

developed, and educaﬁional‘implications-are dispussea.
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Prefaée

The present study.is an interdisciplinary stﬁdy of éspects of
commupié#five cémpetence._ It is baéed on the insights of
Hoffett (1988) and Britton (1972) into ways ip which childrén
develop ability to handle vérioustforms of discourse at various
stages ofﬁtheir lives. These'in turn are based on insiéhts
_ concefhed.with literary criticism and rheforic (Liéf and Light,

1972;, though they are also related to work in developmental
psychology (e.g. Piaget, 1961). The connections Between the

) literary'andvrhetorical strand and the developmental-étrand of
studies have been_established, but exploration of the.relatioh—

ships must be admitted to be in its eayly..stages, with much

~r

remaining to be done. Neither of these lines of inquiry has yet
established Strong_;inks with closer syntactié”analysié as
practised in developméntal psycholinguisti;g (e.g. Ferguson and
Slpbin, 1973) which has so far tended to concentrate on early
language acquiéition, thpugh some relevant work has been done on

later language development (Hunt 1965, Loban 1969) and readaﬁility

T it T

(Gilliand 1972) . 1In the present study an attempt is made to link
v“all three Strands'of‘investigation to iaquire by both anaiytical
* and quantitative methods whether there are consistent patterns of
verbal change in changing communication-situations for variougi |
- groups of subjects. fhe study draws uéén selected studies ih
fthese fields for data relevant to-its purposes. It is as much
_i#oncerned with methodology as with findings, as it seeks to
-eStablishrhhether‘its methods appeér to be worth using in further

X

%t;studies.
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I.  PROBLEMS OF FUNCTION AND FORM

‘1. Functions of Language

The underlying hypothesis of the present study is that
peopie use languace in different way;,in different
situations ard with different‘degrees of competency at
various étages of their development. The study endeav-
ours to develop techniques.of investigation ;n this area,

and applies them in this first instance to limitec¢

ranges of language and subjects.

As background, the long history of rhetoric (Lief and
Light 1972) and stylistics (Turner 1973), together with
psfchollngu1st1c evidence (Ferguson and Slobin 1973)

and soc1011ngulst1c evidence (Giglioli 1972) lends 1ittle
support to any static view of language or its use. The
evidencelis that there are stable functional varieties of
language, codeg or styles ranging'ffom the ritual to the
highiy informal, among which‘competent language users
fange at will according to the situation in which they are -
using language.: Competence in such useé of language
develops~systematica1&3kthrough recognisable stages related
to psychological and sociological conditions.

P

aut

2. Person, Subject Matter and Audience .

It is hypothesised that the verbal behaviour of even
moderately competent language usersnﬁéries Systematically

with variations in-factors such asz -

13 -7




person (age,.éxperience),
subject matter,

P S OS AO OP audience._ P

.If such an hypothesis ié_val}d, it ought to be rossible to
trace quite systematic variations o; language under chang-
--ipg conditions. It would follow £hat'it would be mislead-
ing to generalise about the language of a person or group

£ persons without sampling the languagé in a defined

variety of such situations. a number of empirical studies

lend weight to such an hypothesis.

.Labov (1969) established that there were systematic inter-
actions bgtween bPersonal and situatiénal variables in the
language behaviour of certain groups of Negro children.

Such children, although regarded by their teachers as
Virtually "non-verbal" on the basis of school pPerformance,

Proved to ﬁe highly fluent and logical in certain non-school

situétion§'> Labov also establlshed (1270) that the
" pronunc1atlon of English in certain groups of adult

- subjects changed systematically»according to whether the

-~

situation was formal, e.qg. in reading aloud, or informal,

€.g. in casual conversation.

Such variations are subject to social conventions, as
recognised by theories: of modes of discourse upon which °
the present'study is based. As Lief-and Light (1972,

Appendix) point out, such theories have their origins in

14




ancient timesi The classical Thetorical modes of
discourSe'are,description, narration; exposition andk
__mm,,i,"wuhhw~wargumentation;“each”ofiwhich'in;olveS“partiéﬁlar"w
cognitive and verbal strategies which have been
recognised for centuries and still apply to medern
discourse. For instance, straightforward narrative is
Vrelatively concrete, and likely to be ordered in chron-
: ological Sequence, proceeding mainly by naming agents and
actions. Argumentation is relatively abstract, and
likely to be ordered in logicai rather than chronological
Sequence, proceeding largely By defininé-Subjects and
indicating existential and causal reiationships among
them. In terms of the modes of discourse in which they
ertel, James Joyce is a Successor to Homer in. the narrative
mode and Karl Poppgr is a successor to Aristotle in the mode
of argumentation. Both the functions and forms of these
two forms of discourse may be clearly differentiated by

. Thetorical analysis and seen to be in historical continuity.

Distinct modes of discourse entailing distinct cognitive
strategies and wverbal styles are not confined to those
recognised in literary criticism. 1In everyday liwving,
language-use is subject. to -

"... the conventions and presuppositions made by
'the mutual acknowledgement of communicating
subjects’ in the particular form of linguistic
behaviour (telling a story, philosophising, buying
and selling, praying, writing a novel, etc.) ... "

(Lyons 1963 pp. 83-84.)

15
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Despité the newborn child's tremendous capacity for
acquiring language, such mastery involves a gradLal
acquisiticn of and discrimination between the various
~~modeS”of'disCBﬁréé"dééa“ihwiﬁé“Eﬁitﬁfé:mwiﬁéHééﬁﬁénfibggnh.
.of thé use of these @ifferent modes~in different situationé
represent an important part of tﬁe competency to be
écquired; The person may,ﬂgﬁ course, fail to observe the .-
conventions, but such failure will cause problems in
communication. The convéntions are[‘pf coufse, by no
means eternaily fixed; otherwise the language would be
frozen and not subject to historicé; chaﬁge. Tﬁe convent-
iohs do not change rapidly, however, as the historical

continuities referred to testify.

Conventions of lanquage are certainly complex. At.one level
they involve various verbal étxategiés for various kindé of
subject-matter and audienée.m These might be exemplified by
the differences between addressing a public meeting and
“telling a bed-time story to a small child. At another level
(Chomsky, 1969) the conventions involve various tactics in
semantics, grammar and phonemics (or graphemics). - The
publig meeting and the bed~time siory Eall for different
req;mg of vocabulary, dlfferent grammat1cal étructures, and
Ieven dlfferent inflexions and pronunciations. Similar
differences are to be Perceived when tﬁé.equivalent modes of
discourse are rendered in the written form of the ianguage.

Such. differences are subject to closer analysis in subseg-

uent sections of the present study.

16
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Mastery of the various‘ﬁQdés of discourse viould be

i E . .
.expected to orzcur gradu2lly, and at different rates for
. N ! ¢ ’

(Piacet 19€1) that hybopﬁetico—deduqtive thinking ("formai
operations"), as assésseé by verbal means, émerges at aces
11 to 15 is an exarple of such an expectatioa. The studies
of Cuvunell et. al: (1975) appear, however, to necessitate
) refinemeﬁt oi the Piagetian hypothesis in terms cf
_differences associaéed with subject-matter. Although
foriral fhought~about physicai problems may well appear in
Western societiés among 50% éf fhose"aged 11 to 15 years,
formal théught about verbally-presented humanities-type
pfoblems does‘not appear until ;ater. ‘Subjects still at
‘scheol are 17 or 18 by the.time that 50% of them can think
formaliy in the humanities area. Much smaller percentages
of 11 to 15 year¥olds can hand;e formal thouéht on humanities
Iprobleﬁs, as can similarly small percentages of 17 to 18
vaeér—olds who have left sﬁhool. (Connell et. al. 1975

Chapter 5.) . '

Evidently interactions betweeh.subjepts at various stages
of development and discourse on different types 6f subject-
matter are more complex than the Piaget t§pe of model
would suggesf. Nevertheless such interacticns appear to be
amenable to techniques of investigatioq which make systematic

~ : distinctions and as a.;onsequence yield systematic patterns

of differential ranges of change.

17
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Nh s,

Such investigations necessitate closer analysis of ¢

differences among various forms of discourse in relation

to different stages of human development. In this ~

: : }
context, the term "development"™ is used without prejudice
to the issue of whether observed norms and deviations-are

the product of biological development or common patterns

of learning, or a combination of the two.

The Moffett and Britton Models of Modes of Discourse

James Moffett (1968 (a):3é,35,47 especially) took the
imaginative leap, supported by the observations of teachérs,
of~a§plying the categories“éf traditiogal rhetoric to child
development and learning, His model of language develop-
ment relates an."abstractive scale" to a "rhetorical scale"
in.distinguishing various modes og(discourgé one from the
other. The abstractivé scale deals with the level of

abstraction of the discourse, ranging from immediate
reporting of concrete events in the here and now to highly
generalised philosophical theorising. The rhetorical scale

deals with relationship to audience, ranging from the most

intimate to the most remote and impersonal. The model

envisages the young child as operating in concrete and

‘intimate forms of discpursa, and the highly mature person

as operating not only at this level, but also on the most
L]
abstract and impersonal level. As the levels increase,

the person's relationship to his own sense-experience and

-his audience becomes more distant, and thus changing

18



’ relatiopships between person, subject matter ‘and audience

Tare depicted.
“““Eigﬁre_ldpresents.auversion-of»the Moffett Model of modes’

of Discourse based(on a way of depicting the model developed

by Cambourne (Interim A.C.T. Education Authority 1974 : 18)

19




© Pigure 1

A Version of the Moffett Model of Modes of Discourse

THEORISING _
the argumentation
of what will] may | | 4
happen .« . R ‘ : :

GENERALISING .
the exposition of L ' 3
what happens

& \J MMV B A VDWW

REPORTING i
the narrative of 2
what happened

RECORDING
the drama of what 1
is happening

VL N W W W

~J
~—

(Note: POETRY SELF INTIMATES ACQUAINT- pypLIC(S)
may occur at any _ ANCES
level)

-

RHETORIC (AUDIENCE)

20




The Moffett model concentrates more on the functions of

language than its forhs} Through various speaker~subject-

audience relationships the model explores_yhgpmgachwtype_oﬁ_m,

discourse is doing. It is implied generally and made explicit

at various points that changes of function are associated with
changes in the form of languagéfm Most notably, the verb-forms

change frém is happening to happened, and then to happens and

finaliy;to-will happen, together with other modals such as may.

. Such changes are to be éxpected, but this aspect of the théory

vhas not been very fully developed.

a

In the following discussion of the model, selective use

-

is made of Moffett's subtle discussion of the modes »f
discourse. The treatment is selective in" terms of those
points about each mode which appear to be most relevant °

to the péfticular concerns of the present study. 1In the

i'discussion, the present author makes an attempf to develop

some tentative hypotheses about cognitive differences
between certain modes of discourse, and fo explore possible
verbal differences wﬁiéh may appear to be demanded.if the
diff?rent functions of the different modes are to be

competently achieved;

Square 1 of the model represents the recording of the drama
of what is happening, more or less for one's own sake. Aan eye-

witness makes jottings about.the scene before him at the

. 9uillotine during the French revolution. A small child prattles

endlessly about what is happening in his play activities, A
Leépold Bloom's stream-of-consciousness registers what is

happening inside and outside his head during one day in Dublin.

21



‘Cognitively, squaie 1 represents the simplest process in the

model. There is perceptual selectivity, but the reporting

flqws ffbﬁ“évents as éhey occur rather than from any more
deliberately constructive process. Verbally, tﬁe process is

the least demanding ofialllin the model. ~The audience is

mainly or alt;;etﬂer'the self, or a person on iﬂtimate terms

with the communicatdr, and no great communication gap has to

be overcore. The discourse can be effectively carr{éé out .
by the simple naming of objects and events, and, significantly,
the verbs are confiﬂed to the preseht tense, with no necessity

to indicate complex time-relations or ﬁhe'abstract, timeless

brelationships of defining which are required in other modes of

discourse. It suffices to record evenﬁs, and there ié"no need
to account for them in terms such as cause and effect.
Developmentally, this hiéhly concrété and egocentric mode of
discourse is seen a; "Sasic" both in the éense of being an early
devglopment énd a pre-requisite of the development of competency
in other moées of discourse. It is not seen as a mode of
discourse which is abandoned when subsequent formé emerge, but as
a mode which remains in use throughout life. The model as a
whole is ﬁhus one of a wideniﬁg of range rather than of the

replacement of one mode of discourse by another.

-

Square 2 of the model represents reporting the narrative of what

. happened, to a fairly familiar audience. The eye-witness of the’

. o
events at the guillotine tellsacquaintances about what happened

to Marie Antionette. The child tells his family about his

22



encounter with a real or imagined big dog. A person writes

to a friend to tell the latest news and gossip.

M_C?Sﬁ?t§§?l¥1mthet¢mi$ mqre_ofua_challenge_than»in simple- -
recording;-beeause events_are reealled and shaped according

to relevance to a main line of action, rather than going on
before one's eyes and‘being subject to mere'perceptual select-
ivity. A little more than the mere naming of objects and
events is needed to lend verisimilitude to the narrative for
an audience which has not shared the experience directly.

More complex time—telationships are more 1ike1y to require

more complex verbs that make clear that A happened after B

had happered and whlle C was happenlng, and so on. Spat1a1

as well as temporal relationships will need to be made more
explicit, as by the use of appropriate phrases and clauses,
and to some extent, relationships of cause and effect may

similarly need to be rendered in order to make the pattern of

events clear.

Square 3 represents generaiising; making an exposition of what
happens, to a less intimate audience. The student of the

French Revolution sums up = series of events by devising the

label "Reign of Terror". The child generalises in the class-

N ~

room some.of his obseivations about dogs. The teacher sums

up the child's Progress in a report to the:parent.

Cognitively, the process is more complex than narrative,

23
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- because itvrepresents the summa;ising of trends and possible
eéxceptions in a set of relevant narréti&e-tipe”sequehces\

The verbs are vephs‘oflgenefalisation - ¥ usually hgpgggg -
V;whlch 1s & wore abstract mode_than.. that-of verbs of narration.
There is a. call for more explicit treatment.of relatlonchlps,
such as are 1nvolved in the defining of terms, general rules

>ehd Possible exceptions together with some suppress1on of
1rre1evanc1es about the partlcular featuras of events which
might be vital in narratlve but are distractions in generalising.
The movermen+ is'towa;ds more of a logical and less of a chron-

ological sequence.

Square 4 represents argumentation about.what will haopen or may
happer or ought tc happen if <en The historian or sociologist
-devises & theory of revoiutions. Thig euhsumes'knowiedge of
the pa terns of events in the French and other revolutions, and
may go on to- predlct, in generalisatibns applied to current
societies, which situations are likely to prove revolutlona*y
and wh;ch are not. fThe high-school student applles Hewton's
laws of motlon to problems set by the Science textbook and

~ SPeculates about what would happen in outer space where there
is no frictioh.. Cognitively, this Presents the greatest challenge
of all four forms of discourse because it subsumes Processes of
observ1ng, reporting and generallslng into a process in which
many events are involved in concepts and Principles which are

systematically related to one another, and.which give rise .to

the -generation of hypotheses; the maklng of deductlons and their

verlflcatlon by further deductions and observatlons. Verbally

24
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there is a call for p;ecise definition and thé éetting out 6f
logical and causal relationships in if-"‘.Eﬁgﬁ types of
sequences.  Such aréumentation is not a mat£er of rendering
mmbéfé&ﬁéi'égééfieﬁééé bfnéséumihg-inéimafe soéiai rélatiﬂﬁéﬁibs;r
but turns its attention from the particular tc the general, and

is addressed to an impersonal audience such as an examiner, the

general reader, or even posterity.

Broadly speaking, the model sees early.childhood as th; pegibd
of deveIopment of competeAce in square 1, the.years of primary
education as square 2, secondary as square 3 and tertiary
education as square 4. There is no ultimate in such a develop-
ﬁéntal sequence, although one might nominate users of language

of the status of a Shakespeare or an Einstein as developed to

the level of the very ton right-hand corner of the mﬁdel.

In the Moffett model, squares'1, 2, 3 and 4 do not exhaust the
possibilities of discourse, but merely outline the main trend

of progression.¥ For instance, it is possible.tO'theorige
intuitively and informally to oneself before shaping one's
thebrieS in the modes generally deemed appropriate for théir
public presentatiéh. it is pbssible to render highly personal
experiences to a wide public as in an autobiography or confessional
t?ggcof poet?y. As the model indicates, poetic forms of language
méf occupy all squares.in the_podel, whether in imagist form of
rendering a moment of sense-experience or the abstractive form
of'philoéophical reflection. In short, all squares in the model

may. be occupied by some form of discourse involving a particular
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combinatiOn;between abstractive and rhetorical properties.
A person may change mode of discourse freely during any

particular utterance, moving from abstraction to illustrate
a point by anecdote and back to abstraction, and so on.

-~

~

The present study concentrates upon squares 1, 2, 3 and 4 of
the Moffett model as rendered above, with reference to both
cognitive and verbal aspects of discourse. Relevant refine-

ments have been made to the Moffett model by Britton (1971 :

s

. 251) in cohjunctiOn'with colleagues working on the échools

Council Writing Research Project. 1In devising a taxonomy for

o
!

the classification of samples of writing from a large number
of students aged from 12 to 17, Britton and his colleagues
evolved the following model, with acknowledgment to -the

Moffett model.

Figure 2 : The Britton Taxonomy of Mcies of Discourse

.~

1. TRANSACTIONAL , . 2. EXPRESSIVE 3. POETIC
1.1 Informative . 1.2 Conative 3(1.1) Poetic (Inf.)
1.1.1 Record 1.2.1 Regulative 3(1.2) poetic (Con.)
1.1.2 Report 1.2.2 Persuasive 3(2) Poetic (Exp.)

1.1.3 Generalised :
narrative/descriptive

1.1.4 Analogic, low level
of generalisation

1.1.5 Analogic
1.1.6 Speculative
1.1.7 Tautologic
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This taxonomy.distinguisﬁes the Transactional modes of
discourse from the Poetic on the grounds that in the
transaqtionél mode the ctommunicatcr is playing a "partic-
ipant" role. 1In such‘a role, the pgrssgjis using language

to get things done in real world, the world of action. :The
focus:is upon the phenomena being dealt with in fhe world,

and the language is a vehicle for such dealings. 1In thé
poetic modé, the person is pléying a "spectator role",
reflecting upon experienqe as distinct from getting things
done in the world. ..The focus is more upon the thiﬁking and
feeling of the person reflécting upon eXperience and perhaps
re-shaping his conceptions of it. In the poetic mode, the
language is Lgss a mere ‘vehicle, and is more attended to in
its own right,-as verbal art. fThe difference in funqtion is
illustrated by differant response§ to the language used in the
different modes of discourse. Readers are 1ike}y to be pleased
if a favourite tegtbodk is updated in content and simplified.. -
in language. Readers are not likely to be pleased if the work

cf a favoufite poet were to be treated in such a way.'

In the conative subset of the Transactional we have the
languaée that is used to regulate behaviour, ahé”tdmééf;ﬁgééf
As in.the Moffett model, the poetic may smack of any of these.
Apaft'from rgfining these categories, Britton‘s_contribution
is to draw attention to the Expressive category, in which a
person moves freely from the poetic to the transactional now

giving information and now thinking and.feeling about it, as
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in a personal conversation. It ig Persuasively maintainegd
by Barnes (1969), using transcrlpts of classroom .language,
that this personal mode of language-use is far more 1mportant

to learning than has often been supposed.

The Moffett ang Britton models are not unrelated to Halllday s
analy51s (1969) of seven "models" of language—use in terms of

which children operate :

I ZInstrumental
II Regulatory
III Interactional -
» Iv 'Personal
V  Heuristic
VI Imaginative )
VIiIi Representational

For present biirposes, it is suff1c1ent to establish that these
three analyses are not 1nconslstent with one another, and enabie
the identification of modes of dlscourse in which there are
d1fferent relatlonshlps between bperson, subject—matter and
audience.

The Moffett model was based on general theory and- the observatlon
of chlldren, largely by teachers. The Britton model was also
based on wide—ranging theory, and was stimulated by the need to
classify eéxamples of dlscourse gathered in the fielqd.

The findings of the Schools Council Writing Research Project as
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reported by Ma?tin (1975) confirm the Moffett-Britton type of
model of language development in terms of the types of writing
produced by Qarious agé groups. Among subjects aged 11 to 17
years there is distinct cﬁange in the proportions of discourse
of various kindé as the age level rises. éhe writing of the
_,youngest pupils sampléd includes the greatest proportion of
thg more basic forms of discourse. Among slightly older pupils,
low-level generalisation begiﬁs to predominate.' Amohg older
pupils still, higher-level theorising begins to:makeé an appearance.
In general;-low-ievel transactional langﬁage appears more than
might be expected: a huge prdpgrtion of school writing is the
retailing of facts and low-level éeneralisations té the audience
of teacher in the role of examiner. As Rosen pbints.out (%973),
few éf the potential alternative audiences ;¥e.addressed,
suggesting that the school is in this sense darrowing rather
than encoﬁraging the expansion of the range of discourse in wﬁich
students ﬁight become cocupetent. Taking these qualifications into
-account, the Martin data appear to confirm a Moffett-Britton type
of modél of development in competence in various modes of discourse,
in the senge.th;t there is an associatfbgléf particular mﬁdes of
discourse with particular age levels. As npted, the general trend
"of the flndlngs of Connell et. al. (1975) on the onset of formal
thought on verbally-presented humanltles—type problems as dlStlnCt

from physical problems, presents -a similar kind of assoriation.

While the identification of distinct modes of discourse, in
assoc1atlon w1th various age-groups, goes some way towards the

verification of the Moffett and Britton types of model, it must
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be admitted that techniques of verification are so far estab-
lished by the relatively "subjective" techniques of literary
criticism: identifying the coﬁmunicator's role in and through
the rhetorical modes employed. While literary-critical methods
are perfectly valid in thedr field, the aesociation,of the

modes of discourse with developmental levels calls for further
_.data if the hypotheses are to be more widely verified. 1In
particular; some measure_ia desirable of the different levels of
cognitive demand hypothesised to be associated with various modes
of discourae. The present study is partly devoted to exploring

to an approach through rhetorical analysis. -

~

The study is also devoted to related explorations of verbal
.features of the writing produced by sdbjects of given ages in
composing in.different modes of discourse. Both the Moffett and
the Britton models imply identifiable verbal differences betweeh
~modes, and sometimes make these explicit (e.g. in the Moffett
account of the different verb-forms appropriate to recording,
narrative and exposition). The analyses of verbal detail in
different models of discourse is in an early stage of de&elo"-
nment, however; It therefore seems desirable to explore whether-
orAnot there are‘systematlc relatlonshléa between developmental
levels of subjects; mode of discourse; cognltlve challenge of

mode of discourse; and verbal forms used 1h the various modes of

discourse. Data exist on verbal aspects of development such as

-—:.2..:. changes in. mean sentence-~length and the incidence of various

kinds of syntax at various age levels (Hunt 1965, Loban 1969),
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" but these data do not differentiate between various modes. of

discourse.

Further verlfleatlon of this type of theory therefore aopears

to require techniques by which the cognlélve demands of vaélous
forms of discourse can be identifieq, along with any specifi;—
ally verbal demands that they make. These may then be related
to the performances of persons of different levels of coanitive

and verbal competency.

4. Review of Problems

The present. state of this line of inquiry into lahguage competency

and development appears to be as follows.

1. fThere is suffi¢ient consensus on the identificéfion of
various modes of discourse for such distinctions to be operation-
alised in field-surveys which reveal that different age groups

write different proportions'of varioqs discourse a}png the

5 predicted lines,
2. Areas still imprecise include the closely—related'broblems

of 1dent1fy1ng -

é) levels of dlff;;ulty of various modes of ‘discourse;

b) levels of competency in these modes;

c) 'aée levels at which certaln levels of competency typically
occur in the varlous modes of dlscourse,

d) relationships betwean the form of language used (e.gq. syntax)

to its function (mode of discourse).

31




21.

,Approaches taken to these problems in the present studv arc

as rollows

1. It is assuwed that the question of ¢competency must involve
the critical evaluation of writing. "Communication" is an
achievement;word implying that a recognisable onjective has been
at least to some extent attained. Even "Narratime" or "Exposition"
is enmachievement mord, implying that if the term is applied,

a etory‘has been told or a generalisation presented, rather then
t;at 2 meaningless mass oflwords or some other achievement
discourse has been presented. While it is valuable to know that
few 12 year olds begin to theorise in writing, and rather more
17 year olds (from among those 17 year olas still'et'school)
begin to do so, it is also iméortant to know how competent this
theorising may be. Similarly, while it is valuable to know that
the younger writers prodnce proportionately more narrative, it

is important to know whether thls is competent narratlve compared
to that produced by older writers. For these reasons, an attempt
is made in the pregent study to evaluate the writing Produced,

.not merely to categorise it.

2. The quéstion- of 1dent1fy1ng age level norms 1s related to the
questlon of evaluatlng competency. Age level norms for cognitive
operations' are generally found (e.g. Connell et.al. 1975) by.
asking questions which have right and wrong answers and. identi-

fying the age at which 50% of subjects give the right answer.
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This method is not appropriate for norms in using language to
cormunicate more than srmple answers to questions, and ways
need to be»dev1sed to ascertain levels for "better and worse"
as well as "right and wrong" responses. A rationale is

therefore developed in the bresent study and some measures

are taken in order to explore whether such ways can be devised.

3. The question of the relationship of form to functlor needs
further to be explored in any ver1f1catlon of the theor; of
development in modes of d1scourse. .The Moffett-Brltton models
imply, if they do not ‘elaborate, a theory of relationships
between funetion and form such that a competent languacge user.-
changes many deta11ed features cf his language as he movec from
riode to mode What detalls are changed and in what ways are
not yet clear, As work such as that of Hunt (196%) and Loban
(1969) has established changes of language forms with age,
wlthout attending to changes_of function, it seems desirable

to study these factors in relation to one another.

In the‘abovercontext, the Present study attempts to grapple with
modes of discourse under controlled or experimental-type
conditions, .rather than in naturallstlc field studles, which -
have so far predomlnated. Desplte the dangers of artificiality,
and theTcaution which needs to be exercised in applying results

of such studies to field circumstances, this procedure is

followed in order to explore.whether there are predlctable or

otherw1se discoverable patterns in the data when the follow1ng

conditions obtain. o
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1. Samples of writing are elicited_which.are definitely
in certain contrasting modes of discourse.
_,2. The subjects are of identifiable levels of_competency
- in use of English:on etiteria extrinsic to the writing

-~

elicited in the study.

i
b R .

3. The samples of writing afe evaluated by a stghdard
Procedure. J

4. Metheds are employed to grapple with the problem of
age-norms for data other that data in the fetm of right
Or wrong answers.

5. Forms of languaée used are analysed and their relation-
shlps to the functlon of the sample of writing 1n which

<

- they occur are explored

These steps are taken so that data can be gatheréd to refute or
refine the hypotheses put foiward, or, if the data do not refute
the hypotneses, to confirm them to that extent In this context;
the present author is not as ashamed as he would otherwise be

to operate on aﬁéimplified,'even crude version of the subtle

theorles oz Moffett and Britton whlch gave rise to the study.

.......




II. THE COLLECTION OF DATA ON FOUR WRITING -TASKS

1. The Tasks

. 4
-

~

The present study is based on four writing tasks, one for each
of Moffett's forms of discourse as subsumed into Britton's
taxonomy (see pp.9  and 15 ). These four tasks are, it is

hypothesised, examples of -

1. Recording (Britton's 1.1.1)
2. Reporting (1.1.2).
3. Generalising (1.1.3)
4. Theorising (Subdivided by.Britton iﬂto 1.1.4 to 1.17)
The term "tasks" is used in recbgnition that the writing used in
tﬁis study represénted set'test-tyﬁe exercises for the subjects
rather than more authentic and spontaneous writihg which wogld
be expected to be encountered in fiela studies. While the
4 -
subjects'kindly cémplied with the request to supply the kinds
of writing asked for, it is ﬁot to-be assumed that the writing
is particularly personal. &ﬁis'is why it is thoﬁ&ht appropriate
. to classify it under the Transactional heading within.the sort
of "category that is apbroP?iété”td'féquﬁses'tb an examiner o
rather than the éategory of either the personal or tge poeﬁic.
There may, of course, be something of the pérsonal in the writing B
neQertheless, but it is not assumed thatlthe writing means much

to the subjects or that it is the best they could produce if

othé;diée motivated. Because of this, it is not assumed that




generalisations based on this-writing can readily be
transferred to other writing situations. Nevertheless, it
is possible that cempetencies and adaptations revealed in
a8 test situaticn may ¥ield clues of assistance in further
analysis, including analyses of field‘dafa.

-

2. A Vriting Test

The tasks.were Presented to subjeets on sheets of paper
labelled horestly if uninvitingly, "WRITING TEST". The aim

-

was to see if diffefent cognitive and verhbal operations could
be discerned in tasks selee;ed as nearly as possible to
represent the classic modes of discou;se which form the
eventual basis of the models under discussion. These samples
of writing were taken in a forty minute Engllsh lesson-period

in schools.
Each of these four items is presented and discussed in turn.

TASK 1 : RECORDING : A TELEGRAM

“"You had planned to stay with an aunt in Melbourne, arriving

at Flinders Street Rallway Statlon at 7 P.m. on Saturday next. .. .

But your father has had a slight ac01dent causing him a brlef
stay in hospltal under observation. He is not seriously hurt
but the accident has caused a change in your Plans. You will

now be arriving at Essendon Airport at 7. 30 p.m. on Sunday.

'wlthout bothering about names and addresses, write the main

message of a telegram making clear in the. fewest p0551b1e

woxrds your change of plans and the reason for it."
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26.
The test paper gave the subjects four lines to write on.

It is hypothesised that selecting some information from given
data and Putting it down in the simplest possible form
represents whét Moffett and Britton might mean by "Recording".
Cognitively, it is hypothesised, the task is the least deman@—
ing of those. presented. The task is merely to select a few
relevant facts and pﬁt them down éimply. Verbally, it is
hypéthesised, the task is also the simplest. A distinction
should be made, however, bgtween the "telegraphese“ of the
smaii child operating with two- or three-word.sentences and
the “telggraphese“ which is subject to conventions of word
omission in saving money on telegrams. The criterion of
brevity means that relatively competent subjects will attain a
more elegant brevity'than less competent subjects, who.will be

inclined to waste words.

TASK 2 : RBPORTING (NARRATIVE) : A BED-TIME STORY =

“"Write the beginning of & story suitable for reading to a cmall
child. There is no need to complete the story, but try to 'set .

it up' and 'get it going'."

Subjects were given 18 lines to write on.

The task is one of simple narrative, the conventions of which

are well known to most children. This task.will henceforth be

:}éfg}red'to as "Narrative" as a more Precise term than "Reporting"

for the particular kind of discourse involved. It is hypothesised
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that the ta§k is Cognitivgly more demanding than reporting, as
a story must be structﬁrea from memoryvénd imagination rather
than merely involving a selection of items presented, as in the
report;ng task. It is,hypothesisedﬂthat this task is verbally
ﬁorg'cdmplex than Recordiqg. Narrative invoives more than the
simple naming of objects'and actions. Tﬁere needs, for competent
- performance of the task, to be sufficieﬁt dgscriptive art to make
'an acceptable story. There is a restrainf, however, on the
elaboration of language, because by convention one keeps language
simple for a smali child. 'It'is hypothesised that the more
competent subjeccs will observe tﬁis rule mére than the less:

competént.

TASK 3 : EXPOSITION : THE RULES OF A GAME

"Select a game you know well. Explain the main rules of the
€

game."

Subjects were given 18 lines to write on.

It is hypothesised fhat the task, in the form in which it is
presented, is an examp}e of generalised narrative/descriptive
information. It could Be claimed that in Britton's term the
task is in the Regulative category, but it is here; considered
that the task is more about "This is what happens", and "This

is how it .works", than "You must do this or that" as an actual
e#ample oflregulating someone's behaviour by orders, commands
and requests. Cognitively, it is hypothesised, the task is more

difficult than ﬁarrative, because it requires the ordering of
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rules into some coherent framework. A narrative sequence will
not suffice toﬁproduce a description of a game which conveys
the main rules in the requested short passage. Verkally, it is

~

hypothesised,'fhé task is more complex than narrative, because
of ;he necessity‘to define, makeafemporal; spatial and causal
relationships explicit an@ to note exceptions aqd the like.
Nor is there the restraint that a telegram should be brief or °
that a‘smali child‘ié tﬁe audience. Hence it is hypothesised

that the more competent'language users will produce more complex

texts than the less competent.

-

TASK 4 : ‘THEORISING : OPINION ON AN ISSUE

“The Australian Government has introduced a 'point% score' for
television,. to - impel channels to present more Australian product-
ions, particularly at péak viewing times. Is this a good move,

or is it undesirable interference with programming and viewing?"

The ‘topic was wi&ely publicised at the time the writing was
collected and it was assumed that sixteen yéar olds generally

‘would be able to frame a view on the issue.

"

e
Y

It is hypothesised that the task is probably in the Brittoh
category l.l.é, Speculative. This involves the framing of
hypotheses, though not dealing with them in terms of systematic
theory. The latter would be in.a higher éategory.' Cognitively
the-writer must do more than'generaiis; about a game he knows.

He must think up reasons for and/or against the policy and take
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someé coherent line on the matter to write effectively in this
mode. The argumene requires that the generalisations must

have. some ebcial validity, and not merely be a matter of
personal likesg or dislikes. Verbally, it is hypothesi.sed,

this is the.most complex of the tasks, ael?atters neeé to be
defined, qualifications need to be made ;nd connections between
ideas set out. It is hypothesised that the more competent
subjects will produce more complex texge than the less competent

produce.

3. Working Hypotheses

To sum up, the hypothesis underlying the selection of tasks
predicts cognitive challenge and verbal_eompleg%ty :

1. Reporting

2. Narrative

3. Exposition

4. Argumentation.

It further predicts that where simplicity is the'norm, as in
Tasks 1 and 2, the more competent language users will Produce
eiﬁpler texts, and that where complexity is the norm, as in |
Tasks 3 and 4, the more competent subjects will produce more

complex_texts.

4. The Subjects

The -subjects were selected to comprise a not unrepresentaelve

strat1f1ed sample of sixteen year olds still’ at school.
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V.

-~ At the time in which the sampies of writing were taken,.there

would have been some 100,000 sixteen yeq;;g}ésAighthe state of

New South Wales. Some 70,000 were in the fourth form (now

knoﬁn as Year log_Year 1 béing age 6, the first year of compul-
sory schooling). Some 52,000 were in Qo&ernment schools as
distinct from nén—governmenff(or rather government-aided) scﬁools.
A;l fourth formers were studying English under the Secondary

School Board's syllabus. .

The students of some 40 schools were taking an experimental
Reference Test in English, data from which is used in the present

study. The 40 schools were selected as a representative {not

‘random) éample of schools of gifferent tyYpes and locations. The

purpose of the-Reference Test was to give scores in English in
order to moderate school assessments in the subject. This is
done in the context-of phasing out an external examination and
replacing it by a short test to moderate assessments between

schools as a means of adhering to some common standard.

The English Reference Test comprised multiple-choice quéstions in
comprehension and usage, an essay on literature studied. and an

essay in response to a picture stimulus. It is further described

together with notes on its construction and marking, in Appendix A.

Of the 40 schools taking the Reference Test four were chosen for
the present study to represent different types ot schools and
localities. All four schools were non-selective, this being the

typical form of Government secondary schocls in New South Wales.
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" One school was an inner urban co-educationai schobi'dfawing‘its_
population from a crowded district with many small houses and
flats. Another schooi was a semi—rural co-eduea;ibnél‘school

in a small town with some farming interests. prever it was

also a dormitory fown fbr_a nearny indusériai city. Two schools
were in fairly affluent suburbs; one a boys' school, the other
a girls' school. It is not claimed that this selection of schools
. 1S @ random sampie,‘nut simply that it includes representation of
kinds of schools and districts common in New South Wales.

The four schools were asked to provide an Advanced group and a
Not-Advanced group for testing. The ciéssification of students

as "Advanced" Or not was a formal part of the system of school
assessment under the English Syllabus in operatlon., The syllabus
(Secondary Schbb;svgoard, 1972) defined the aim of English as

fhe utmost personal competence in the use of the language. It
emphasised demonstrated competence in listenirg, speaking, reading
and writing over a range of contexts such as everyday communic-
ation in various media, literature and personal exéression, and
.evaluation in terms of the grasp of meaning in response to and
'c0ntrol of the forms of language. The syllabus sec out a variety
of objectives comprising the formally endorsed state-wide criteria
for evaluation of student performance. The syllabus emphasised
practical competence in the use of language and explicitly
eXcluded knonledge of such matters as a theory of grammar from

the objectives. The Advanced were defined as the top 25% in

English of the age cohort in the state. Schools formally assessed
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candidates for a School Certificate award in English in these

terms as part of the .process of a§§g§§mgh§,_anptherhéartvof., _——

which was, as noted above, the use of a reference-test in an
~ endeavour to maintain common standards. The syllabus also

described the advanced in the following terms -

"u.. they generally read well, and speak and write with
fluency and facility. fThey understand and use a wide range
of language, including the more formal kinds, and often show
imagination in the use of language. Advanced Level pupils
discern a greater depth of meaning than other pupils,, and
in the later Forms ... especially, show greater recognition
of, and capacity for abstract thought. They enjoy veadixg
widely, and reading increasingly complex texts with increasing
insight, going beyond literal level .of understanding such as
- following the plot, to an appreciation of the issues in the _
text as a whole." (Secondary Schools Board. 1873 p.17.)
This description was backed up operationally by lists of suitable
texts, comprehension-tests with norms of perfaiménce, and scripts
written by students at this 1evei} as was done in the Examiner's
Report of the 1971 School Certificate Examination (Seconary

Schools Board 1972) .

In so far as these proceduies led schools to use common standards
of'ésseSsment, the subjects put fqrward as Advanced would bé in
the top-quartile of the age cohort in English, and the remainder
of the supjects woﬁld not be in that quartile. It was widely
believed that schools were operating on common standards of
cumulative.assessment'because there wére few controversies or
appeals about whether étudents were Advanced or not, and results
of School Certificate English awards were usually predictéble on’

~= the scheols* and candidates' part. (This indeed being a reason

why it came to be widely believed that the examination syscem

o - | 13




could with ‘'some confidence be reformed. )

In each school, §qheM35MAdVanced.and 35 not-Advanced students”

were given the Writing Test in a forty-minute lesson pPeriod

conducted' by the writer for one class and the class teacher

for the other. Thus some 280 subjects were tested. From this
pool of subjects w1th complete records a table of random

numbers was used to select a sample as follows -

Table 1 :  Subjects of the Study

! ) Advanced ‘Not-Advénced
‘Boys  Girls Bovs Girls !
Innei Sugurban School 8 : 8 8 .?7
Rural School 8 8 8 © 8
Suburban "School A 16 - le -
Suburban School B - 16 - 16

Thus the sample used in this investigation totalled 128 subjects,
64 Advanced and 64 not  Advanced in English, with egqual numbers
distributed among schools and between sexes.

It is supposed that this sample is not unrepresentetive of -
sixteen year olds in New South Wales schoois, with the foliowing

qualifiCations. Advanced subjects, who by definition represent

the top quartile in attainment in English, comprise-half the
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subjects in the study. “cénsequently, the sample parameters

would not apply to the population as a whole. Further, the

numbers of Advanced and Not-Advanced girls and boys are

equalised,.when it is common observation that at this age,

-~

girls tend to be more advanced than boys in the kinds of wverbal
task with which the study is concerned (see e.g. Connell et.al.

(1975).

For the purpose of the present study, all that is claimed of

“~ -

the sample is that it is not unrepreséntativé of the more

advanced and the less advéhced sixteen year-old English Students

in New South Wales government schools.

4. Evaluation of the Scripts

Each of the four.pieces of writing completed by each subject
was identified by a code number which was provided@ to conceal

whether the subject was a boy or a girl, came from one school

or another, or was Advanced in English or not.

The amount of writing done in response to each task is detailed
in Appendix B. The mean total amount written per,subject.
was 345 words. 'it was hypothesised that guite short pieces of
discourse in_diétinct modes would reveal significant variations.
This was the finding of the Pilot Study (Little 1973). The
;_appfoach is thus in contrast with that_of Hunt (1965) who
'obtainea'I;OOO words perx subjeét‘without discrimina?ing between

modes of discourse.
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Tw;?;xperienced secondary tegchers.ana.examiners evalﬁéted the
séripts independoﬁtly.' The~judges were not toid what the
_prcsont_sxuﬁy_wa5~dboutw——They—were—simpiy—asked;tO”éVEIﬁife
scripts cn the basis of the English Syllabus and School

-

Certificate Examination and Reference Test marking criteria,
with which they were well familiar (see Appendix A). . The
Principle invelved is to read and evaluate a script as a whole,

attending equally to "what is said"” and "how it is saié&", andé

comiraring the script,as a4 communication, with the other scripts

read. The marking is thus a ranking cperation rather than a

=

"pass~fail one. It~is also an instance of multiple-impression

marking as recommended, on the evidence as most reliable for
essays by Britton et.al. (1966), Godshalk et.al. (1966) and

Maling-Keepes and Rechter (1973).

The scripts for each Task were evaluated Serparately from those

from esach other Task.

Marking was on a five-point scale with the following forced

distribution -

- ' Grade 5: Script in the best 10%
Grade 4: Script in the next 20%
Crade 3: Script in the middle 402
Grade 2: Script in“the next 20% .
Grade 1: Script in the worst 10%

The technique was to read through a set of scripts‘to gain a

&
L

general understanding of the range and guality of the writing,

w o ora.

Loy rand thenato~re—readfthe:acripts:physicaliy“sorting"qhemrinto

heaps representing the five-point scale. The neaps wers= counted
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. to see whether they conformed to the required- distribution,

‘with re-reading and re-sorting to obtain the distrxibution if

‘it was not attained in the prior sorting. As Table 2 (p.53)
indicates, the markers conformaé*closely to the expected
distribution.

The correlation between markers for each task was obtained by

using the'Peaﬁﬁgn froduct—Moment Correlation Coefficient.
Values ranged f;Bm 0.58 for the Recording task to 0.75 for the
Argumentation task (see Table 2,'p.53 for details). These
correlations are signifiéantly different from zero at the .01

level.

Each_spbjgdt's eventual score for the task was the sum of
the two marks given, the highest possible score being 10 points.
The reliability of the combined judgment of the markers would

be higher than that of either taken singly (Godshalk et.al.

1966) . )

The degree of reliability as indicated by these data is, as

-t

noted, significantly above zero, and is higher than reliabili-

ties gained by Godshalk et.al. (1966). As these authors point

out, reliability is increased above the level indicated by the
correlation between markers when the results from the'diffe:ent

markers are combined, as in the present instance.

Responses to the tasks were also analysed in terms of clause,

phrase and sentence length. The procedures and data for that

47
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P part of the-study are set oﬁt-in sections IV and V below.
At this'éﬁage, the concern is with data on achievement or
. quaiity scores and'their interrelationships, and the
endeavour is to”identify the cognitive levels of tasks
and pgrfbrmances Af.tasks! prior to an aétempt to relate

these to other wvariables.

In order to focus upon these concerns, a review of

collection of data follows.

.
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5. Review of Collection of Data

In summary, data is collected as follows -

Four writing tasks, one each in Recording, Narrative,
Exposit;on and Argument, are completed‘by-a not unrepresentative
sample of sixteen year olds, with eqﬁal repregentation among
four schools, between the sexes, and between more and less
advanced English students as assessed by their schools on-state—

wide syllabus criteria.

The scripts are evaluated according to_thesé criteria by two
independent, experienced judges using a standardised five-point
distribution. Data is also available on subject's scores from

an English Reference Test taken by all the schools.

It is hypothesised that -

I. Scores on the tasks will prove not unreliable, and
not invalid in terms of felationships_ﬁith other
data. ' - |

II. The tasks are in the rank order of difficulty for
the subjects - .

1. Recording (easiest)
2. Narrative
3. Exposition
4. Argument (most difficult).
III. The subjects will produce the simplest language in :
response to Task 1 (Recording), more comple:x language

in response to Task 2, more complex language still in

response to Task 3 and the most complex for Task 4.
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Iv. The more advanced subjects will produce simpler'"

e e g - i — e

language than the less advanced subjécts on

Tasks 1 and 2 and more complex language than

" the less advanced subjects on Tasks 3 and 4.
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IXI. DETERMINATION OF THE COGNITIVE LEVELS OF THE TASKS

B T

l. General Rationale

As noted on page 21, there are problems in placing a cognitive
.function at a developmental igvel when the function is not one
which yieids right or wrong answers. The rationale of the

_ attempt to solve this probleﬁ in the present study is as foliows.

e
The typical method for a task with right or wrong answers is
that followed by Connell et.al. (1975) in their work on the
onset of formal thought about verbally-presented humanities-

- type problems. Essentially, the method is to present the
problem.to.subjects representing a number-of age groups. The
.peréentage of each age group giving tie right answer is then. .
determined. The task is piaced developmentally at thg_gge:levél
at which 50% of the age grohp give the right answer. Onrthis
method, as used in the Connell study, 17 to is emerge; a; the
age at which 50% of school students reveal ability to deal with
formal thought about humanities-type problems‘presented verbally.

Lower percentages of younger people show themselves able to

operate at this level, and higher percentages of older people.

Generalising, thc principle is that a task is placed at that

age level at which it discriminates maximally between subjects.

As Ebel shows (1965 : 355) a group score of 50% correct yields
~~-~maximal~d;scrimination:indices.11A:10wer~group;scoge:than 50%
right means that the task is less discriminating because it is

relatively difficult. A group score of hiéher than 50% means

O - | E;l
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that the task is less discriminating because it is relatively

&, . -

easy. . .

The kind of group scoreﬁqptained when 50% of an age group gives

a right answer is not the only tvpe of discrimination index

-

availakle, however. Other discrimination indices exist which

- might also be used for the purpose of finding the age levels at

which cognitive functions may be maximally discriminating.
Before discussing these,_it seems appropriate to éeneralise the

Principles involved in a model.

Figure 3 : Model of Age~Placement cf Tasks by Use of

Discrimination Indices (D = Discrimination

Index).

" Level of . Age Level (Hypothetical) »

Task 4 8 12 16
High Level Very Low Low Moderate High
(Argument) D D D D
Moderately a ) - : |
High Level Low Moderate | High Moderate
(Exposition) D D .. D D
Moderately .
Low Level Moderate High Moderate Low
(Narrative) D D " | D D
‘Basic Level High ’ Moderate | Low Very Low
(Recording) |° D D D D

* Note : It is assumed that the discriminations in the top

left~hand corner are low because the task is too
difficult for the subjects and that the discrimin-

ations in the bottom right-hand corner are low because

the task is too ea§§'for the subjects.
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Oﬁe index of discriminatibn other thun the percentage of an

' age group getting a right answer to a problem is provided by
the degree of ieliability with which éualifiedﬁﬁudges can -
agree inIAiscriminating levels of competency in the perform-
~ance of é task. -Other things being eqdal, a task which is
too easy of too difficult for an age-group will present the
judges with performances which are very much alike bécause
they all tend to be either very competent or véry incompetent.
If the task is one in which.some of the age group are competent
and some are_not,‘the judges will be presented Qith‘a wider
variety of performances which they will better be able to
discriminate. The fact that discrimination of this kind is
maximal for a given age group provides some grounds fo;
reaéoning that the task is Placed aevelopmentally at that

age level.

Thus, not only percentages gaining right answers, but correl-
ations between markers could provide discrimination indicies

in Figure 3.

'Another kind of index of discrimination is the relationship -
between performance on a task and soﬁ;"trusted criterion
measure. For instance, an inVestig;tor may have evidence
that a measure such as mental age or teachers' ratings of
students' competencies in some field represents a reasonable
criterion measure of the broad cognitive differences being
in;estigatedh. The task is.then to discover whether some

particular cognitive operation under investigation bears a
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close relationship to the c;iterion variable. One way of
‘_measuring.such.éireletionship~is to determine the correlation
coefficiene between the particular cognitive operatioe and the
criterion variable. Abtask that was either too high or too
low in 1e§el_for a given.age—group woulé, other things being
equal, vield a lower correlation with the criterion measure
than a task which discriminated maximally at that particular
age level. Such correlation-coefficients could4proyide further

discrimination indices in Figqure 3.

a third‘Qay of measuring the relationship between a particular
cognitive operation and a criteripn variable is provided by
techniques such as QeterminatiOn of the significance of the
difference between means for groups selected as relatively high
and relativelf low on the criterion veiiable. .Ieé;ces of
magnitude and significance of such differences could provide a

further discrimination index in Figure 3.

Such indices are, ol course, indirect measures;‘ They depend on
"other things being equal", and would require verification by
o;e another and further verification in such matters as whether
discrimination is relatively low because performances are
relatively good or relatively bad on the whole. Nevertheless
it may be a;gueq_that'the evidence provided by a number of
indirect measures combined, circumstantial and open to alternative
iqterpreeations though it may be, is probably worth gathering as
! way=of:verifyihg:subjective:impressions~about‘degrees of

difficulty; of opening up a difficult field; and possibly




some reference is made to similar data on cther age groups

suggesting more preéise hypotheses and techniques in the

process.

The part of the model being verified in the present study

is the column for sixteen year olds in Figure 2, though

-

-

épp.114££).

2. Discrimination Indices

In the present study, three discrimination indices are used

to gain evidence on the relative discriminative power of the

four writing tasks. The indices are as follows -

1. Inter-marker Reliability.

This index is provided by the Pearson product-moment
coefficient for the marks awarded by the two
'iﬁdependent judges.

2. Corrglation between Scére on Task and Reference Test.
fhis index is provided by the coefficient for the
score on each tésk and the Engli;h Reference test
taken by all subjects.

3. Difference between Mean Score of Advanced and Not-
Advanced Subjects on the Task.

In the circumstances of a forced standard distribut-
.ion of scores for each task for the subjects as a
whole, the mean difference itself provide% a suitable
measure, but the size of an index such as t in th=

t-test of significance of difference between means

could also provide such an index.
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In more detail for each criterion, the rationale is as

follows -
Index 1 : Inter-Marker Reliability.
In terms of the Mcffett-Britton model for the four forms of

discourse studied and reiated findings (e.g. Martin 1975,

-Connell et.al. 1975} it is predicted that the fcur tasks

would discriminate between sixteen year old subjects in the
ascending order,
1. Recording(discrimiﬂating, but least discripinatingNSf
the four tasks), .
2. Narrative;
3. Eprgition,‘

4. Argument (most discriminating of the Zour tasks)-.

It would be expected that most sixteen year olds could wfite a
competent telegram based on the given data. For such subjects,

there is no great cognitive challenge in such a task, though

" some may well handle it better than others. _On the whole,

however, the markers will be presented with a mass of competent
telegrams,_ahd will have more difficulty than with other tasks»-.“
in discriminating reliably Eetﬁgen the scripts. With the
slightly more chaliehging task of Narfative, there will se more
éiffereqce, more discrimination. There will be more differehce
and discrimination sfill on the more:challenging task of
Expositiop, and the most difference and discrimination will
occur_in the case of Argument.

This, it is suggested,- is a functional explanation of why a
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" formal essay has so often been part of public examiaatlons
and tests in English for people of about the age of the
present subjects. Simpler tasks are not such good discrimin-
ators because they are too easy. A formal essay in the trans-
actlonal mode, to use Britton's terminology (see page 15)
is a good discriminator at thls level because it represents,
'so to speak, a developmental growing-point among the subjects
sucb that about half have and half have not develeped the
necessary competepce._ Sgch formal, transactional essay-writinc
would be an undlscrlmlnatlng test for eight year 5lds because
it is ;oo difficult. For them, Recording or Narrative would
be a better discriminator. By the same token, tautoliogic
e‘thebry at Bfitton's level 1.7 would provide poor discrimination
among sixteen year-olds because it would be far too hard,
representing as it does an undergraduate cr gradpate type of
performance, although some younger people may well be found

= who .could handle such discourse at least in some limited field.

.The main pPrediction is thus that Argument will provide the best
discrimination by providing the highest correlation between the
two markers. Supplementary predictions are that the correlatlons
betweén markers w111 be next highest for Exposition, next
highest for Narrative and_lowest for Recording.’ The correlations
are given in Table 3, page 55 following the discpssion of the

other discrimination indices.




‘Ipdex.I; : Correlation between'Score on Task and Reference Test.

Rl
T

The English ﬁéferenqe Test used in the present study is set out
in Appendix A. It was designed to give an index of competency
in English in terms of the éyllabus under which students and
teacheré were working ;t the time. . The test was aimed at dis-
criminating maximally between the more and less advanced sugjects
on the same criteria by which subjects were assessed for compe-
tency in English by their schools. This was done in order to-
verify school assessments. The reliability and validity of tbis

type of test is discussed elsewhere (Little 1973).

~If a task is a good discriminator of competency in a form of
discourse at the sixteen year old level, iﬁ ought to correlate
maximally-with such a reference test. If the taskvis either
too hard or too easy to provide good discriéination, it ought

‘to correlate minimally with such a reference test.

The predictions for this criterion are therefore similar to
those for,the first criterion: Recording should .yield the
lowest correlation with the reference test. Narrative a higher
correlation, Exposition a higher correlation still, and Argument

the highest of the four correlations.

Obviously Criterion 2 is linked with Criterion.1 because the
marks awarded by the two markers are involved in both. ' Even

so, the cases are somewhat different. The marks correlated

for Criterion 1 are those of the two markers taken separately.
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Those for Criterion 2 afé;—

1. the marks given by the two markers combined; the total
marks presumabiy'being more.reliable than those of each
marker taken singly and

2. score'on the Refereﬁce Test, whi;h is independent of all

-

other measures taken in the present study.

Thus, although there is the common element of marks from the
two markers, there are other data involved which give wider

opportunity for the hypotheses to be réfuted.

-

Index III : Difference between Mean Scores of Advanced and
Not-Advanced Subjects on the Task.

For each of the four tasks, the means for the Advanced and
Not-Advanced groups, identified as such by their schools on

the bfoad'criteria set out by the English syllabus in

operation throughout the state, have been determined.

If the task is a good discriminator at the sixteen year old

level, the difference between the means of the Advanced ahd )
Not-Advanced groups. ought to be maximal. If the task is not
& good discriminator in this éense, the mean-difference should

be minimal.

Again the marks awarded by the two markers are involved, as’
for. Criterion 1 and 2. Aas in the case of Criterion 2, however,
it is the combined marks and not the marks of each -marker taken

separately which are involved. Additional data is provided by
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the school'svidentification of subjects as Advanced or Not-
Advanced, which is data independent of both the two markings.
the the Reference-Test, and gives further opportunity for

thé hypotheses involved in the study to be refuted.

-

It is rélevant to note again that the quality-scores for each
task were awarded by two_mérkers using a forced distributien
with a mean of 3 points on a 5-point scale (see P.35 ). This
makes thénmeén of the eventual. mark 6 point; 6ut of a 10-point
scale. Because.the distribution for eéch task is the same,
the difference between.ﬁhe means of the Advanced and Not-
Advanced subjects gives a measure Of the relative degrees of .
discrimination of the tasks. if there is no discrimination,
the means of the groups will each be 6 points. If there is
some discrimination; the mean of'the Advanéed'will bé‘ﬁiéhér.
_in proportion to the degree to which the mean of the Not-
Advanced group is lower. The forced distribﬁtion means that
for every case of an Advanced subject gaining a higher score
there‘will be a corresponding case §f a Nét-Advanced subject

gaining a lower score.

Thg_predictibns are that the size of the difference bétween

‘ méan quality scores for the Advanced and Not-Advanced groups
will occur in the rank order: least difference for Recording,
more for Narrative, more still for Exposition.and most for

Argument.



3. The Three Indices Considered Together

It is here maintained that the three criteria provide indirect

..............

tasks at ‘the sixteen"Year“ola level, and potentially at other

age ‘levels, at which the predictions would take the form of

different rank orderings.

It islpossible that on some indices there may be no significant
difference. For instance,‘it is possible'fhat by one of the
criteria, Argument may prove to be the most Aiscriminating task,
but there may be no significaﬁt'différence between the discrim-
inative power Qf, say, Recording and Narrati?e. The hypothesis
that Argument is the most discriminating task wéuld be ﬁpheld,
and the hypothesis that Narrative.isb more discriminating than
Recérding.

In this sense, the major hypothesis can be broken down into

" minor ﬁypotheses as follows.

Predictions regarding the Recording tasks are as follows -

1. Recording will be less discriminating than -

a) Narrative
b) Exposition
c) Argument. ..

This is really three hypothesés, any one or any
combination of which could be confirmed or refuted.
2. .. The:above- three. hypotheses are:applied to: three

.separate.discriminatidﬂ*indices, making the total

number of hypotheses for the task nine, any one of
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which could be confirmed or refuted. Thus, for four

tasks, the study is dealing with 4 X 9 = 36 hypotheses,

any of which could be confirmed or refuted. As the

direction of difference is hypothesised, one-tail tests

of significance are employed (Popham 1967).

The possibilities of confirmation and refutation are as
follows -

a) ThevNull tHypothesis may be upheld, there beinc¢ no
significant difference beﬁWeen two tasks compared,'in
fespect of the criterion upon'which thy are being
compared. In the context of the present study this is

taken to mean that the tasks are equal with respect to

“that particular criterion.

b) The possibiliZy remains open that the tasks are
significantly different in the predicted direction on
some other iterion. The first, "neutral" result
does not céncel out the second; "positive” result.

c) The third possibility is that the tasks are

¢

significantly different in the direction opposite

to that predicted.- This would be taken to be a -
significant "uegative" result if significant on a-

two-tail test.

Thus, while the present study uses indirect measures
for which alternative explanations are always possible,
there a?e rationél grounds of placing some credence
on resuits in the form of a combination of measures

hypothesised to be in concordance in revealing

differences in a consistehtly predicted direction,
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and open to "negative"," "neutral and "positive"

results.

This 1is stated in the context in which a number of 1ndependent

sSources of data are involved -

1. the asse;sﬁe;t of the subjects by their schobls as
Advahééd or Not-Advanced;

2. the evaluation of their performance on the tasks by
two separate judges;

3. the analysis of their 1aﬂguage by two research
, assistance other thanthe jnges;

& the provision of the English Test by a’éépéfatg

research bhody.

The present study co-ordinates these data, the present author
having planned the procedures but having no hand in ﬁaking"the
particular assessments, evalu;tions or analysis which provide:
the actual. data. In addition, none of the participants was
'infofmed of the particular hypotheses being teséed‘until after

the data was processed.

4. Results for Achievement ‘Scores

Findings for this part of the study are presented first in-
terms of means and correlatlons of the various achievement
scores, from which the discrimination indices are derived

for subsequent analysis.
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Table 2 indicates results of considerable significance,
statistically and in their impdrt in the context 'of the
hypotheées and methods employed in the. study.

The reliability of the markers, as indicated by the correlation

of the two marks for each task, was significantly higher than

zero, at the .0l level of confidence. By implication, the

reliability of the sum of the two marks would be higher than

that of either of the two marks.

-

The corrglation between the sum of scoreé on the four tasks
and the English Rgférence Test is also significantly different
from zero at the .01llgvei of confidence. So is the correlation
between each task taken singly and the English Réfé;ence Test,

. e

except_thatfcorrelatién for Recording, which is significant at

the .05 level. ’

The English Reference Test, the sum of scores on the four tasks
and the score for each task all discriminate between the
Advanced and Not-Advanced groups at the .01 level for signif-

icance of difference between means.

These data are consistent with the hypothesis that the evaluation
of the scripts was not unreliable, and that the measures of

competence on the tasks, on the test and on the school assessment

.are, though independent of one another, not uncorrelated. TIn

particular,Ait would appear that scores on the tasks have some

validity as indicators of competency in English. The study is
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thus dealing not with random or chance data, but with stat-

istically significant relationships in the predicted directions.

>

5. Results for the Three Discrimination Indices o

‘Table 3 gives the three discrimination indices for ‘each
_ writing task upon which the rationale of determination of the

~

cognitive levels of tasks is based.

Table 3 :' Three Discrimination Indices for Four Writing Tasks

Tasks Discrimination Indices with Actual Order (1)to(4)

“In predictéd- |I. Correlation IX. Correlation [IIXI. Difference
order of , between ‘ between between means
discrimination,| Markers score on ~ of Advanced
lowest (1) to - tasks and and Not-
highest (4) . Reference Advanced Groups

‘ Test (Meansg given

in brackets,
. Advanced first)

(1) Recording [(2) 0.58 (1) 0.21 (1) 0.61 (6.31-5.70)
(2) Narrative . [(1) 0.37 (2) 0.38 -~ ~[(3) 1.87 (6.92-5.05)
(3) Exposition |(3) 0.69 (3) 0.47 (2) 1.64 (6.78-5.14)
(4) Argument |(4) 0.76 (4) 0.54 (4) 2.01 (7.01-5.00)

The general trends of the data are in line with'the‘predictions :
perfectly so except for the reversal of ranks 1 and 2 on the

Index I and ranks 2 and 3 on Index III.

To accept these rankings without some test of statistical signif-
icance would, however, be less satisfactory than to apply some

appropriate statistical tests. The tests applied and the results

are .as follows.
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tThe'significance of the differences between correlations was
dgEerﬁined by finding the confidencs inéerval of each correl-
ation at the .0% level of confidence, using the standard error
formula for a one-tail test with thé—humber éf cases 128.
(Popham 1967'p; 92). TFor instance,'al'the'dégignatedflevél of
confidence the first two correlations ‘in the‘first column of
Table 2 (Coefficients 0.58 and O.57)»have ﬁhe same praﬁégié
upper and }ower limits so that the difference between them is
not significant. But the third correlation (0.69) has é higher
< probable lower limit than the probabie upper limit of the other
two correlations, so that the difference between this correl-
ation and the others is significant at the .0l level. Similar

comparisons were made for the remainder of the correlation

coefficients, and the results are given in Table 4 below.

For the difference between means, the followiné apprbééh was taken.
Using the confidence-interval method for the meaﬁs of tﬁ; Advanced
group (A) aﬁd_thg Not—Advanced‘@;oup (N) it was noted whether the
‘mean fof the Advanced group on Task 1 (al) was significantly lower
than the same group'grmean on Task 2 (A2), which proved to be the
’wcése (A1 < A2). Then it was determined whether the mean for thé
Not—Advaﬁced ggﬁup (N1) was significantly higher on Task 1 than
on Task 2 (ﬁZ), thch also proved to be the case (02'<:01)- As Al -
NI <A2 - N2, it was concluded that the difference between group
means on Taék 1 was significantly less than the differeqce between
means on Task 2. The same procédure was followed for the-other

tasks.
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Table 4 gives results of tests of 'significance of differences
between discrimination indices. The entry "O" means that there
was no significant difference. The entry_"+" means that the
difference was in the Predicted direction and significance“at
-7, the .05 level. (A-"minusf entry feserved fqr any occurence of ,

a significant negative diﬁference, but as there was no such

Occurence the entry does not appear in the table.)

Table 4 Statistically significant differences between
discrimination indices for four writing tasks

completed byfl28 subjects.

"+" = difference in the predicted direction
& sighificant at the-.05 level.
"O" = difference not significant.

! DISCRIMINATION INDEX
| =
f - Correlation Correlation Difference :
‘ Tasks between between total |between - |
' Compared markers scores on means of !
tasks and Advanced :
Reference Test | and Not-
: Advanced
groups

' Recording and

Narrative 0 0 +

s ]
" Recording and
. Exposition St + ' +
: Recording and
! Arqument + o + +
; Narrative and i .
. Exposition + o 0
: Narrative and _
i Argument ' + . + ¢
| -+ |
| Exposition ara |
¢ Arguiient 0 + v -0

68




Figure 4 :

58.

Diagrammatic representation of significant

differences (continuous lines) and non-

significant differences (broken lines)

- between three discrimination indices for

four writing tasks completed by 128 subjecfs.
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_ !

L Exposition
!
!
!

L. Argument _ _ |

-
!
|
!
I
I
!
!
!

6. Interprétation of Results

On eéch criterion, each task may be compared with any other,

producing for each task nine indices of discrimination. A

significant difference between one ta§k'and another- in the

predicted direction is taken as positive evidence.
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of a significant difference is taken as neutral evidenée?

on the given criterion the tasks were not?significahtly
different; i.e. they were équal as discriminators. "Neutral"
evidence is not taken as "negative" evidence. If taéks are
not different on one criterioﬁ, they may yet diffex on
another criterion. Thus it can be stated on whgt.criteria
tasks Qere signific;;;Iy different as discriminators and on
what qriteria theylwere in efféct, equai. In other words.;

the statément that gwo tasks are diffefent“means that they .are
significantly different on at least one of the presented

criteria.

a) Recording
Although the Recording task proved, as'bfedicted, to be a
statistically significant discriminator, it also proved, as

predicted, to be the least discriminating of the four tasks.

;t proved to be less significantly'discriminating than both
Equsition and Argument on all three criteria employed. Two of
the criteria failed to separate it Ffrom Narrative as a discrim-
iﬁator, but the third criterion (difference between Advanced

and Not-Advaﬁced groups) did separate i?'frdm Narrative, in
favour of Narrative as the better discri.niin'af;gr. . Thus, on seven
of the ‘nine.indices, Recording proved to be an inferidr discrim-
inator, two indices being neutral on whether it was inferior

to Narrative.

Taking all criteria and indices into account, it may be concluded

that the evidence is.that Recordiny is the least discriminating
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of the tasks. It is strictly in the sense of the above
statements ‘that it is taken to be so in the remainder of the
present study. The same rationale applies to conclusions for

RS

the other tasks.

b) Narrative
As indicated for Recording, two indices are neutral on whether
Narrative is a better discriminator than Recording, but the

third index comes down in favour of Narrative.

For the remaining six indices the evidence on Narrative is as

follows. - On Criterion I, Narrative is significantly less

W

‘disc;iminating than both Exposition and Argqument. On Criterion

IT it is significantly less discriminating than Argument. The

remaining indices do not separate Narrative from Exposition or

lArgument.

The sum of evidence - four out of seven indices positive, the

‘remainder neutral - is to the effect that Nétrative is more

discriminating than Recording and less discriminating than the

other two tasks.

c) Exposition

- Six of the nine indices point to Exposition as a better discrim-

- inator than Recording and Narrative but an infericr discriminator

to Argument. Only Index I separates Expnsition from Argument
and only Index I separates it from Ndrrative, but in all

comparisions at lease one indicator places it in the predicted
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rank, while others are neutral. -

:d) Argqument . o ~

On six of the nine criteria, Argument is the best discriminator,

- .

‘the remaining three indices'failing-to separate it from

Exposition in two cases and Narrative in one. On the whole,

- Argument is thus the most discriminating. task, taking all

criteria into account.

7. Conclusions

Oof 18 cbmparisonsv(six comparisons of each task. with évery
other cn.three criteria);.ll show significant diffefencés in
the p§edicted direction, and’seven fail to discriminate between
tasks as discriminators. There are no negative instances

(significant differences i. the direction not predicted). With
“ A ol ) 3 -
these qualifications in mind, it is concluded thats as, predicted

for sixteen year olds, there are objective evidential grounds for
stating that the Recording task, although it is discriminating,
is the least discriminating of the four tasks, that Narrative is

more discriminating, Exposition more discriminating still and

Argument the most discriminating of all.

If the proposal is accepted that discrimination indices yield an

indirect measure of age level placement of a" task, then Argument,

T v

- Tl :
as the most discriminating task, would appear to be nearest to
—y ;
B

the age level of the sixteen year old subjects, followed by

Exposition, then Narrative, and finally, Reporting.
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] - . . )

As the data shows the* there is more difference in performance

between the Advanced =nd +the Less Advanced the more difficult

e

the task, .there are objective Qrounds for gtating that the
tasks other than Argument aré less discriminating because they
are, developmentally "younger" tésks, éompetencies acquired.
earlier by the.subjects as a whole: Argument appears to be
the task that enables gréatest discrimination because thﬁ‘

subjects are in the process of mastering it, some having done

so and others not having done so to any considerable extent.

This hypothesis may be further tested by scrutiny of represent-~
ative scripés. ~Some are presented at the end of Part V

below.

The coﬁcluéion is thét:on the combined criteria the tasks are in
' the rank order of discriminative power for sixteen year olds that
was predicted, and that to this extent the Moffett-Britton model

of developmental stages in modes of discoursé is verified by

@ephodslother than purely literary-critical methods.

It appears that the methodg of indirect measurement used produce
sufficiently consistent and significant results to provide some
B;sis.for further studies in which perfofmance (other than
performznce in terms of a.right of wrong answer) can be placed

on age scales on the hasis of their power_to discriminate.

In this instance the hypotheses and methods were tested only

for one age group. In further studies it is hoped to apply such
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techniques to other tasks and other age groups. It is
relevant to reéo;t that in an unpublished pilot sfudy

.related to the present investigatiqn (Davis 1975), discrim-
‘ination indiceg were found by Criterion I.oﬁ the present .
study (correlat;on;between markers) for Narrativerand
.Exposition written by fifty 8 year olds and fifty 12 year olas.
For 8 year olds the correlation was higher for Nafrative and
lower for Exposition. For i2 year-olds, the cbrrelaéion was
my'slightiyﬁﬁg)'for

Narrative.

In terms of the model presented in Figure 3 (p. 41) findings
so far confirm the predictions. Figure 5 repeats that model

with the addition of such data as is at present available.

Figure .5 : Preliminary findings on Age Levels as indicated
by discrimination 'indices for vérious age levels
and writing tasks. Data in the first two columns
is from'Davis (1975) with permission, using
correlation between markers as a discrimination
index, and data in the third column is from the
present study, using three criteria combined

(see p. 50).

D = Discrimination. The arrows show indices

compared which have confirmed predictions.
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AGE LEVEL

TASK 8 12 ' 16

Argument Very low D Moderate b High D

T
T

{ Exposition Low D ' High D © Moderate D

g B R R 1
] ) ! L

: Narrative Moderate D Moderate D Low D

e e ——_

Rqu;ﬁihg High D Low.D N Very Low D

To this extent it appeai.: tner competence in the handling of
Record1ng<;;écedes comp*?fr'. in Narrative, which précedes»
ccmpetence 1n-Exposiwiun, whirh precedes competence in Argqument.:

" Narratlve nmay be plarned SLMPW'°£; .around. the eight Year level,
Exp051h10n around the. v ive 7ear level and Argument dround the-"“

sixieen year old 1evei. £% a general rule, the exceptions to

v / ‘
which also need to be defined.

More -data needs, of coérse, to be gathered in further studies
before much'confidence,can be placed in the model set out in
figure 3, put so far the hypotheses appear to. be conflrmed

and the techniques seem. to be capable of yielding hlghly—patterned
- end statistically. significant. .results; 2It is suggested: that by

" the kind of process of 1rerat10n <“epresented in the present study
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a more precise, objective and comprehensive view of
development in competence tn famile modes of discourse than

. We now possess coﬁld be:ﬁgélt ap.

In the remainder of the rwizsent study, it is accepted that

the tasks of Recording, Narrative, Exposition and Argument are
in ascending ordef of cczaitive challenge in the sense defined
on page 61 . on this baﬂis: ?élation;hips between ;he.cognitive
level of these functiors cf language and the forms of language-

used to serve these functions are explored.
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Iv A METHOD OF DETERMINING COMPLEXITY OF VEéBAL RESPONSE

T

- . -

1. Function -and Form

. Acceptihg that the tasks of Reporting, Narrative, Exposition and

M |

Argument are in ascending order of cognitive chaliéﬁée, the
Present study proceeds to explore whether this order of cognitive

difficulty is matched by a corresponding order'of verballcomplexity.

In ihe discussion of thé'Moffett and Britton models of forms of
discourse (p.7 ff.) it was hypothesised that sﬁccessive;modes
of discourse from the'ﬁost~concreté and intimate to the most
abstract and femote éall upon successively mor; , complex feats of
cognitive operations and verbal elaborations.géﬂunt (‘1965)A and
Loban . (1969)", dealing with written and spoken language respect-

. ively, haveiestablished 2 connection between ihcreasing age of
children and the length and complexity of their sentences. This
was so although the mode of aiscourse was not systematically
controlled. Even so, aéJHunt points out (1965 p. 3) young
éhildren tend to writé pgrsonalised narrative no matter what
the ostensible topic, thle older children are more likely to
write other forms of discourse as well. The present investigation
seek; verification of the hypothesis that there is not merely a
general association of more complex discourse and more complex
verbalisation with.;ge, but that.increase in age is assoﬁiated
with more complex forms of verbalisaticn arising from'the changing
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simpler forms of discourse associated with simpler forms of

verbalisation do not disappear, butlrem;ig in the person's
repertoire to be engaged in as appropriate. On such a view,

. . .
simple discou;se and verbalisation are not to be dismissed
as fimﬁature", evén thoughaiﬁmAture.personé may be limit-ua

to these. Simpler formé remain appropriate to some commun-

ication situations, as more complex forms evolve as approp-

riate to others. vVerbal competency thus involves discrimination

of when to use simple form, and when complex. v -

8uch'variations are illustrated by Arthur's (1973 ) case of a
small girl who tells the story of Cinderella racily in a
friendly conversation, and changes diction and sentence;form

to produce a much more elaborate and fofmal version when

asked to tell the story into a tape recorder. The interpre-
tation is tﬁdt even though the child has not yet learned.fo
read, she has acquired informal conversational and formal story-
telling forms.of discourse,iand switches readily from one to

the other as appropriate. Such variation is also reflected in
.a'pilot study for the pﬁésent_investigation (Little 1973) in
which eight year olds described some pictures and explained
the-rules of a favourite game. Analysis of taped transcripts
revealéd that the children produced significantly more elaborate
phrases and used significantly_more subordinate clauses in the

explaining situation.”.- . ' f

It must be confessed that there is not as yet any highly
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systematic theory of the forms of language a:u.t Loted with

various forms of discourse among developing usc.~: of the

language. In a sense, this. part of the present study is

"inductive", in contrast to the more "deductive" earlier

- .

sections of the study, in which deductions from established
models provided the framework of the investigation. On

general theoretical grounds one would suppose that grammatical

or syntactic differences would play some role in the matter,

as is evidenced.by readability studies in which grade levels

can be assigned to discourse in view of factors such as

sentence length (Gilliand 1972). It is these, rather than
semantic differences which are under investigation in the
present study;' If systematic patterns are found at the
grammatical level, it may be possible in future explorations
to invesfigéte semantic variables along similar lines, in
relationship to what is known of the cognitive and the

grammatical factors at work.

2. BAnalysing the Forms of Language Used on the Tasks

As analysis of language at sentence levei, clauseblevel and
phrase level have produced various patterns of significan£
results (Hunt 1965, Loban 1969, Little 1973), it was decided

to analyse the language produced for the tasks at each of fhese
levels, as well as taking accountrof the incidence of "and",

on the hypothesig that its freguent use is a sign of syntactic
immaturity.- This decision also &eflects'the ‘state of knowledge

in the field in casting the net as widely as poésible, so that -

various possible trends may appear because as yet there is no
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systematic tpggxy relating. modes of discourse to verbal

>

complexity.

3. Word-Counts and their Limitations

- L4

Word-counts may be objected to on the grounds that words have

such différent functions that to count them as if they are

equivalents may be misleading. Some differences of function

include the following -

a)

Structural and Lexical Words

In the structural type of grammar associated with Fries (1952)
2 distinction is made between structural words which carry
little "dictionary meaning" and lexical words which carry
more of such meaning. Nonsense writing illustrates the
differehce. |

'Twas brillig and the slithy toves
Did gyre and gimble in the wabe ... ™.

(Carrbll)
The structural words are 'Iwas ... and the ... did ... and
...-the'. Structural words are all words except nouns, verbs,

(other than auxiliary verbs), adjectives and adverbs. They

 form a limited, finite class not open to new coinages and

provide a sentence frame into which lexical words may be

fitted.

In the example, the lexical words happen to be nonsense

words. In the frame given by the structural words, brillig

is clearly a noun, slithy an adjective, gyre and gimble are

verbs” and wabe another noun. The class of lexical words is

is-more numerous than the class of structural words, and
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70.
open to new coinages, which. are not confined to nonsense words.
These words name the objects, actions and qualities that the

T

discourse is about.

On word-counts, sentences high on struéggral word; and low on
lexical words and sentences with an opposite pattern will be
equivalent, though it may be doubted whether they really are
so. A long sentence in very plain diction wbula by word-
counts be the eéuivalent-of a loﬁg sentence in véfy ornate
diction. Word—eounts could be_said to obscure differences in

focussing on superficial .similarities.

Common and rare words and uses of words.

Tom had a'big dog is composed of the same ﬁumber of words as

I .

A dangerous weapon is irony,.and again it may be doubted

whether the sentences are really equivalent. The differences
are clearly related to. the level of abstraction, the.use of

metaphor, and the inversion of normal word arder.

Word-counts therefore.ignofe certain grammatical and semantic
differences which may be of major sigﬁificance to the commun-
ication as a whole. This éoes_not invalidate word—counts,
however, any more than the lack df“cbiour invalidates black-
and-white Photography or that in measuring the volume of
objects one is ignorigg their Weight and iexture and various
other properties. The point is to see how far word-counts

yield results of significance, without supposing they represent

the only significant factor at work in discourse. ©
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4. Words
Céunfing words involves defininé "wofd;. The approach adopted
was to regard as ajword what subjects Shoéed to be a word by
leavipg 2 space between 1et£ers in their writing. As the focus
_was upon simplicity and elaboration, contr;ctions such as gggié;
Being more cémplex than 6o, were counted as th words; hyphen-

ations such as half—asleeg were counted as two words; and

complex verbs such as would have been ¥’ iished were counted as

four words.

5. Sentences

The sentence is notoriously difficult to define, but the decision
was made in the presént study to take as a sentence what- the
subject offered as a sentence on the evidence of the punctdation.
In the case of the Recording task, in telegram form, a sentence
was taken to be a éet of words whiéh a normal wfiter of English
would recognise as one by placing a full stop or the word STOP

in the appropriate position. On the other tasks, semi-colons
and sgmilar Punctuation signs were‘taken as not representing the
end of a senténce, as is the case in various readability formulae
‘(é.g. Flesch 1948 ), but as revealing relationships between
utterances more complex than those signalled by a full stop. . The
greate; complexity would thus be registered by counting the words

on both sides of the semi-colon as part of one sentence.

Observation of the writing sampled shows that there are few

run-on seuntences and fewer punctuation signs such as semi-colons.
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‘The sixteen year old subjects are very éiose indeea to hormall
adult practice in marking off sentences, and it was considered
'that less harm would be'doﬁe'by accepting fheir prose as‘
o;fe;ed than by irtroducing arbitrary principles of sentence

- L4

. éi;ision, except in the relatively simple case of the telegram.
. . ~
The aitgrrative was considered éf oéerating in terms of Hunt's
T-unit (Hunt 1965) which is-'essentially a principal cléuse
together with.its dependent subordinatévcléuses. In Bual's
form of analy;is, a co—orainate principal clause starts ¢ new

T-unit, so that the sentence Tom had a big dog and Jane had a little

kitten would be two T-units. Hugt useé this device .to distinguish
bétweén long sentences produced by immature subjects using the
construction "énd ... and .,.'a;d ..." and mature subjects.ﬁsing
other constructions. In the present study, this aspect of the
texts is checked by countipg the ihcidence of and, making it~
possible to consider this factor while operating with the normal

conventions about the sentence.

6. Clauses

Clauses present no special difficulties of definition. The -
.ééﬁventibnal grammatical notion of a clause as marked by a
finite'vgrb and its associated words is followed throughout.
This proéuces principal clauses, adjectival clauses and noun
cléhses, together with co-ordinate clauses of all types. A

sentence such as "He believed that he was right" is counted

-as two clausesy .dividing-between believed and that.. The sum
of words in clauses so defined equals the sum of words in the

sentence.
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7. Phrases

+he Pilot Study for the present enquiry found significant
differences between describing and expiaining on the basis of_
a word-count of phrases. 1In case there were differeﬁces
bétween patterns of discourse at phrase, clause and sentence

. L4

levels, a phrase-count was included.

For the purposes of.the present study, a "“phrase" is defined

as follows - a), b) and c).

a) A phrase is a set of words other than a clausé (the clause
including a finite verb, and the phrase not doing so).

b) A phrase is a set of“hords.aqting és an adjectival or
adverbial'unit, such as the groups underlined in the

fdllowing rassage.

" One day, Goldilocks went for a-walk in the forest,

taking a basket of food with her.

One day is a typical time phrase of which later on,

at six o'clock, the results having been published (as an

absolute phrase) are examples.

-

Taking a basket is a typical phrase bedinning with a non-

finite verb, in this case a participle. Such phrases may

also begin with infinitives, of which to see her grandmother
~would be an example.
The remainder of the phrases underlined in the passage are

typical propositional phraseéz for a walk, in the forest,

of food, with her.
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c)

Single adjectives,.adverbs, infinitives or participles count
as single words 1in some large unit. It is only when more
than one word operates as a unit that a phrase is taken to -

ocehr. Thus the word there in He sat there is counted only

as a word, but in the sentence He sat on a log the phrase

r

on a log functions in Place of the single word there;and is

counted as a phrase. Similarly singing in She walked along,

singing, is counted as a word, but singing to herself or

singing a nursery rhyme is counted as a phrase. BAgain,

i

She went to sleep 'is counted as single words (the to being

taken as the infinitive verb-marker, and not a Preposition)

but in She decided to eat her sandwiches to eat her sandwiches

is taken as a phrase.

i4 . '
As so far defined, then, the Phrase~counts include absolute

phrases, phrases beginning with non-finite verbs and phrases

. beginning with prepositions.

So far the definition of "phrase" has been that of conventional

graﬁmar. -For-the purposes of the present study an uhqonvent-~
ional step is taken in including one further unit in the
definition. This unit is what is left over when all the phrases
as so far defined : are 1dent1f1ed In the sentence One daz,

Goldilocks went for a walk in the forest,. taking a basket of

food with her, all words may be allocated to Phrases as

eenventionally defined except the main subject and the verb,g'

Goldilocks went. For present purposes this, too, is regarded

as a phrase, so that all words are allocated to Phrases for
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e fhe.pufposes of the study. This enables the following
formula (suggested by Hunt's formulae for clauses and other

units, 1965) to operate :

- L4
— No. of No. of No. of
« words ’ X © phrases _ words
per B per per

phrase sentence sentence

An alternative to counting the main subject and its verb .
as a phrase would be to divide that unit into a‘ Noun Phrase
and a Verb Phrase as is done in some grammars (e.g. Fries 1952

‘Lyons 1970). - In such cases the subject Goldilocks (or if

‘there were adjectives, the set of words Pretty little Goldilocks)
would count as a phrase, and so would Fhelverb.gggg_(or a set

of woras.such_as went gaily). This alternative is ﬂot taken

for the following‘reasons.

-

If an expression such as Goldilocks went were to be divided

into a noun phrase and a verb phrgse, consistency would seem
to aemand thattother noun phrases éhould be divided from

‘ their ne&ghbouring words. Noun phrase objects would then
have to be divided from their finite-&erbs, non-finite verbs
or prepositions. Then these finite verbs, non-finite verbs
and prepositions would stand as 6ﬁe—word units, the count

.reverting towards a word-count. However, a word-count is

" already being taken and the need is- for a count of signif-

iéantly larger units.

For these teasons, phrases are defined as above, adding to

k;
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the traditional grammatical categofy the main subject and

verb of each clause an an additional "phrase". The decision

.is, o¥ course, arbitrary, as it must be, but as consistent

results were obtained by uéing this approach in a pilot study

-

(Little 1973), the approach is used in the Present instance.

8 . ."And "

As Hunt (1965) and Loban (1989) draw attention to the use
of a string of "ands" asna sign of syntactic immaturity, a
count. was made of the incidencevof "and" in the scripts,
to give an inaex of the méximum extent to which such con-

structions could account for the clauses generated.

9. Meaning of Word-counts

The minimal sentence is the one-word sentence, which on

+ the preseut method of analysis is also a one-word Phrase

and a one-word clause.

[T

One way of elaborating upon the minimum utterance is to
lengthen phrases by.such means as adding adjectives and
adverbs and compounding nouns ;na verbs. This may be

regarded as esSentialﬁy\a matter of more desciibing.

g

Another way of elaborating upon the minimum utterance is

- to increase the number of phrases by means of using gfoups

of words such as prep@sition—plus—object and the like.

This may be regarded as essentially a matter of bringing

in more relationships between pPhenomena as a more elaborate

\
L

way of describing. = 87



Clauses will increase in length as the pibduct -

<

Words Phrases Words
per X ‘per =  per
phrase . " clause’ clause

Clause length may thus be attributed to the 1engtﬁ‘and/qr

number of phrases as the case may be. v -

Clauses will increase in number when minimal stétegents
are enlarged by adding further rtatements'in the form of
a'conjunctionA(whéther "and" or anh o conjunctio;) plus
a verb and (usually) its sﬁbject. tLi. @y be regarded as

essentially « i stter of bringing ir me. & v-latloaships between

events. If the ¢ithux forms of elab.:itirsn muy be justly

referred to as siple.- and more complex describing, this form
of elaboration mey justly be referred to as a gréater tendency

towards explaining.

Senteaces will increase in length as the product -

Wexds Phrases Clauses " Words
rar X per X per = per
phracse clause sentence sentence

Sentence iength may be attributed to each contributing factor.

The minimal limit of an ufte;;nce is one word, but thé?e is
no uppqr.limit except the limit subjects place upén their 
own utterances. The technique allowsﬁexploration Ef‘whéther
éubjeéts tend forpléééuvarious limifs upon‘utterances in:

various modes of discourse.

By the study of phrase 1en§thi*plrases per clause, c.ause length
and clauses- per sentence, sentence léngth may bhe analvsed in
terms of combinations of sub-units. TFor instar.er;,. two sentences

may be. of identical length, a fact which may be of some interest.
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But it is more interesting to know whethe: they are also similar
in other respects. One sentence might be long because of a
i striqg of ands whilé the other may be long because it is one
grand»over—archiné constructic i usihg many adjectives, adverbs
and compound verbs. B¥ such méans, botélsiﬁiiékities and .
differences may be tra?ed.

3
v

10. Method of Making Word-counts -

follows.

The nunber of words per script was counted,"ands"” being circled
as this count was being made. The totals for words and ;andé"
'were noted. Then each'sentence was marﬁéd off by a vertical
line at'its'end, using a.pencil og a certain colour, with the
number .of sentencgs not;d.' Next, the clauses were marked off

by a vertical line at its-end, using another colcur. The total
number of 1ines was noted, as indicafing the total numberlof
claﬁées. A'one—clause sentence was registered as 1 sentence and
1 clause; a two-clause sentei:.e a% i sentence and 2 clauses, and
SO on. Phrases were marked off similarly, in a third colour, and

the total number of vertica! lines _ounted to obtain tha number

of phrases.
The follbwing is an example of the method, using, instead «of
different colours, one dividing line¢ for marking “he end of a

phrase, two for a clause and three for a sente:ce.

A script with a completed word-count looks as follows.

39



Once upon abtimg,/ there wés a iittlé boy / called Jack.///
He lived/ in é little cottage/ in a'big forest/ with his
widowed mother./// They wefe very poor// and offen did not
have enough food,// so one day/ Jack's mofher decided/ to

sell their cow///

- - L 4
B Words : 46
' Sentences : 3
- Clauses : 5
Phrases : 12
lland n e 1

nnnnnnnn

In the case of "embedding” (for instance, the time-phrase

one day interrupting the construction so Jack's mother decided)
/4

"ohly one division-marker was inserted. Taken literally, this ,

would mean that so one day would Be a phrase and Jack's mother

-decided another. In fact the units are one day and so Jack's

mother decided. No steps were taken to indicate such revised

allocations of words, however, as the interest was in mean

élause and phrase length, which would be the same whetlier w

the words were allocated one way or another.

For each text, the figures noted were used to calculate the

Ll

following}'the figures being those for the passage above.

Words per text < 46

Words per sentence: 46 + 3 = 15.33

Words per clause  : 46 + 9 = 5.999, rounded to 6.00
Words per phrase : 46 + 12 = 3.83 '
Words per "ana" : 46

11. Reliability of Word-Counts

The faﬁionale of word-counts ﬁas discussed at length with.the
assistants who undertook them, and photocopied samples of

writing by one subject. on the four tasks were worked through

and discussed. On z "test run" involving a totsi of some 700
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words there were only five disagreements over some 200
divisions.--All cases of disagreement arose from someone
-missing a phrase division. The differences were discussed

and resolved, and ancther set of photocuriies was worked

through, there beinj no disagreement on the reéult.

Further statistics were not calculated but periodic random
checking by the present author indicated that the error or
' disagreement rate appeared to be very low indeed. If fatigue

or inattention affected accuracy, it would be in missing

divisions at the phrase level, where the demands on attention ~

would appear to have been greatest. It is hypothesised that

‘otherwise, errors would tend to be random.

12. Use of fﬂe'Method

fhe method involves defining "phrase" according to traditional
grammar, adding the main subject of a clause and its verb as
an‘additional "phrase" for the purpose o% the investigation.
"Clause" is defired traditionally and, the subjects being |
fzirly mature writers, the sentence is taken to be what they

_show it to be by punccuaticn.

Words per phrase, per clause, per sentence and per "and" are
counted for each script. By combination of scores, means for
each. task for all 128 sﬁbjects, and for the 64 more advanced

and the 64 less advahced sﬁbjects, are determined.

91

o



Differences>between means can be tested for statistiéal

significance to determine whether, as hypothesised -

1. the tasks are in an asceqding order of complexity of
verbal response, as they are in an ascending order of
cognitive difficulty 1. Recording, 2. Narrative,

v

3. Exposition, 4. Aigumént,

-~

2. the subjects as a whole fiexibly adapt the form of
language to its function, the moré advanced SQBjects

being more flexible than the less advanced subjects.



ADAPTATION OF FORM TO FUNCTION

1. Wcrking“gypotﬁesis
The mainr;;rking hypothesis is that ‘form foll§ws functioné

the higher the coénitive level of the discourse the more
complex the verbalis&tion. The cognifive levels of the'foﬁr
examples of discourse have been established in section III

of the preéeht study, énd the'cdmplexity of the verbalisation
is established on the bas;s of the word-counts set out in
section IV. In this.context, the WO:king hypothesis impiies
that:fdr the subjects_ag a whole, word-count-ratios will be

lowest for Recording, higher for Narrative, higher still for

Exposition and highest of all for Argument.

A subsidiary WOrking rypothesis is that the more advanced

subjects, as identified by school assessments, are more

- flexible in their use of language than the less advanced

subjecﬁs. This implies that in the tasks requiring some

thstraint.of language (Recording and Narrative) the word-

counts for the more advanceé will be lower than the word-

counts for tﬁé‘less advanced. In tasks with no such constraint
: il e

YExposition and Aréument) thelword—counts for the more advépced\

will be highérvthan the word-counts for the iless édvanced.

These hypotheses are put in the form of a theoretical working

model in Figure 6.
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2. Findings
Fuil rasults fof word-counts- are presented in Appendix B.
Findings are gere set out selectively, in three éfages,.as
follows -.. |
1. Theoretical and empirical models ;f word-counts are
. compared (Figure 6, §.84), indicating‘the extent to

which the raw means of word-counts conform to the

pattern predicted.

2. Indication is given (Table 5, p.85) of which means
are significantly different by the t-test (Popham 1967),
enabling the eveutual presentation of finuings to be

confined tc data significant in this sense.

3. Eventual findings are reported in terms of
(a) tabulated means (Table 6, p-88),
(b} ratio-formulae based on these (Table 7, p.89),

(¢) a graphical representation (Figure 7, p.91).
This procedure is chosen as it indicates the high degree of
patterning evident in the raw data as a background_to the

devélopment of a more refined model based upon only those

findings which are statistically significant.
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Figure 6 :

~~  Theoretical and empirical models of adaptation of form to
function by 64 -more advanced' (/) and 64 less advanced (/)
le yeor olds.

‘ (a) Theoretical model.
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(b) Empirical model.
Illustrative figures. g1ven for more advanced subjects

in Argument and Recording.

- ‘ o, 5-2
s 4. Argument '
8] ' N
N ' et
c 2. Exposition
AN
T
I " .
<. Narrative
0 Y
N
1. Recording 3.4
. // ' - i
Words Phrases” Clauses Words
per X per X per = per .
phrase clause sentence sentence
oh
T F O:R M

95




Thé'Empirical and Theoietical models prove to be very similar.
There is a strong tendency for the word—rati\s to increase

as the cognitive level'ris;s, and for the more advanced ﬁubjects
to use 'a wider range of structures than the less advanced:.‘
largex structures on the more difficult tasks, and smaller

on the less difficult. In this sense, the major and minor

working hypotheses, and beyond them, the theories underlying

the enquiry, are supported by the findings. The findings so
far presented are, however, raw means untested for statistical

significance of differences between tasks and groups. Table 5

presents a more detailed analysis of results in terms of whether

specific predictions of the working hypotheses are verified at

<

a .05 or .01 level of confidence.

Table 5 : Positive (+), Zero {0) and Negative (-) results
for working hypotheses about mean word-counts
on four writing tasks for 128 subjects, dividing

into 64 more advanced and 64 less advanced.

Positive results are sigrificant differencec in
the predicted direction. Zerb results repreSent
no significant difference. Negative results '
indicate a significant difference in the direction
oppcsite to that predicted. wgn and =" diff-
erences are significant at the .01 level, except

_those annotated (.05). Negative results are

significant by a two—-tail test.



RESULTS

Predictions Words Words Words
. for
Subjects per per per
means
phrase clause sentence
All 128 1. Recording lower
than
2. Narrative + + +
2. Narrative lower
than
3. Exposition + + 0
3. Exposition lower
than
4. Argument o+ -(.05) +
1. Recording lower
than
3. Exposition + + - +
1. Recording lower
than
4. Argument . , + + +
2. Narrative lower
than _
- 4. Argument + + +
64 more A. lower for 1.
advanced Recording 0 0 0
(a)
64 less
advanced A, lower for
2. Narrative 0 0 0
A. higher for
. 3. Exposition 0 + (.05) 0

A. higher for
4. Arqument 0 + +
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In Table 5 it may be seen that sixteen of the eighteen
specific predictions about relative word-counts on the
various tasks for the subjects as a whole are confirmed

by the findings. The exceptions are -

1. that there is no significant difference in mean sentence
length for 2. Narrative and 3. Exposition;
2. that clause length for Exposition is significantly larger

than for Argument.

These data are taken generally to confirm the working hypothesis
that the higher the cognitive level, the more complex the
language, the two exceptions being noted and to be incorporated

in' the refined model presented below.

While différences between tasks are thus generally significant,
differences between groups are generally much less significant.
Only three of the twelve spécific predictions about differences
between mean word-counts for the more and the less advanced
groups ' are confirmed by the findings. As shown in Figure 6
sucﬁ differences are in the direction predicted, but Téble 5
indicates that most of them do not rise to the .05 level of
significance. There are no significant differences in the
direction opposite to that predicted. The three positive
findings concern clause and sentence length on the more difficult

tasks. These are noted for inclusion in the refined model

presented below.
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The following Table culls from the findings such mean

word-counts as are associated with significant differences-

1. among tasks for all 128 subjects;
2. between the 64 more advanced and the 64 less advanced

subgroups.

Where there are no significant differences between the sub-

groups, the mean for all subjects is presented in the Table.

Table 6 : Significantly different mean word-counts for four
writing tasks for 128 subjects dividing into 64
less advanced (Not A) and 64 more advanced (A) on

the basis of their schools' assessments.

M E A N
Task | words Words Words Words
per per per per
.phrase clause sentence "and"
1. Recording 3.6. 5.2 5.8 "and"
not used
2. Narrative 3.9 - 10.8 30
- (maximum)
. 19.0
3. Exposition 4.2 12.3
(Not A) 11.8
(p) 12.8
: 50
> A Y
4. Argument 5.1 11.6 23.0 (max imum}
(Not A} 10.3 (Not A) 21
() 12.3 (a) 24

Relationships within such data are clarified by use of the ratio-
formulae shown in Table 7 which is deriveq from Table 6.
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For convenience, the results of Table 7 are set out

graphically in Figure 7, p. 91.
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3. pifferences between tasks for all subjects

The findings generally confirm that for the present subjects

and tasks, verbal structures enlérge systematically as the

cognitive level of discourse rises througﬂ the four tasks. o

The only exceptions are -

1. that Exposition produces the longest clauses of all the
Jfour tasks, the prediction having been that the longest

clauses would be'produced in Argument;
2. that Expositioﬁ does not, as pfedicted, produce longer

centences than Narrative.

An explanation of these exceptions is offered below in an
hypothesis about different demands placed on the phrase ard the
clause in different modes of discourse within a governing limit

of the number of clauses per sentence.

«t

4. Differences between subgroups

Tables 5, 6 and 7 and Figures 6 & 7 reveal that the significant
differences between the more and the less advanced subgroups
are confined to clause and sentence length on the more

difficult tasks.

Table 7 reveals that these significant differences are
attributable to a single factor: a gre2ater number of phrases

per clause on these tasks for the more advanced subjiects. The
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observed significant differences in clause and sentence length
'do not arise from significant differences in the number of wordéu
per phrase or the number of clauses per sentence. These ratios,
though they show some differences in the p{edicted diréétion, .
are not significgntly different for the subgroups. It is there-
fore concluded that the obser?ed‘differences between subgroups

arise essentially from the difference in number of phrases per .~

clause.

_These data also verify the hypothesis of greater flexibility of
language on the pér£>of the more advanced subjects. The
differenceg on the simplertaSksfall‘short of statistical
significance, but as there are significant differences on the
harder tasks, the general hypothesis is upheld. The more
advanced subjects thus use a significantly wider range of
structures than the less advanced subjects. The extreme values
from Table 7 and Figure 7 indicate that the less advanced
subjects vary relevant structures some 70% to 80% as muéh as

the more advanced subjects.

5. Differences between tasks and groups combined

Figure 8 (p.94) shows findings in terms of percentage cf change
in verbal structures as the ‘-groups move through four modes of
discourse in ascending order of cognitive level. Again where
there is no significant difference between subgroups, the mean
for all subjects on the task is used. Where there is a signif-

* icant difference between subgroups, the different means are used.
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Figure 8 :

94.

Model of adaptation of form to function by 128 16 year olds,

in terms of Percentage increase or decrease of

in wovement from

/ all subjects.
.~ less advanced
X more advanced

task to task.

subjects.
sukjects.

When two figures are given for

word ratios

AVdagers

.

the same change, the first is

for the less advanced stbjects and the second for the more
advanced. g

The figures in brackets are the mean ratios for Recording for
all subjects.

+11%
F 4. Argument ' +26%
’
U “20%8 4} 4oge
+21% -29% '
N ) [
c 3. Exrosition } +0%
. +7% .
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* 2. Xarrative +227%
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Results are now discussed task by task.
a) Recording;

The formula for Recording is as follows —

- L4
3.6 1.4 1.1 5.8
words pPhrases clauies “words
per X per X per = per
phrase clause sentence sentence

There are 5.2 words per clause. "And" is not used at all.

In Task 1, Redording, all structures are minimal for both
the more and the less advanced groups, which do not differ

significantly in this respect.

There are.minimal though significant differences in quality .
scores for the two groups (Table 2 ) but these are not
associated wi?h any significant structural difference evident

in the findings. There is a hint in the data that structures.
are more economical for the abler group, but this tendency does

not rise to the .05 level of significance. Evident.y,

differences in quality are to be attributed to differences

other than the structural features of the scripts; perhaps,

semantic features.

Structurally, the Recording task shows_compact Phrases of a

mean of 3.6 words, compact clauses of 5.2 words ggd a predomin-

ance of oné-clause sentences resulting in a mean sentence length
of only 5.7 words. fThere is'a low but faifly "even" ‘production

of phrases per clause (1.4) and clauses per sentence (1.1) when

compared to- the other tasks.
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It would appear that the subjects as a whole share a competency
ir selecting a few pertinent facts from presénted data and in
recording‘these in telegram form. Differénce in quality of

such writing between the subgroups afe not attributable, hcwgygr,
to structural differences, because thesé are nov significantiy
different for the subgroups. Telegram foan is obviousiy

restrictive, but other Recording also seams tc be restricted

in form (see p.107).

b) Narrative

The formula for Narrative is as follaws -

3.9 2.8 1.7 19

words phrases clauses words
per X per X rer X per
phrase clause santence sentence

There are 10.8 words per clause. "And" is used no more than

once in about every 30 words.

In movement from Task 1, Recordinyg to Task 2, Narrative, the

subjects increase all structures. The phrases increase by 8%,

- the number of phrases per clause by 100%, the clauses increase

over 100% and the number of clauses per sentence increases by
55%. As a product of these increases, sentence length increases

by almost 230%. 4

In this movement from Recording to Narrative, emphasis shifts
from a low but relectively “balanced" production of phrases per
clause and. clauses per sentence, to a much greater production

of phrases per clause ‘(from 1.4 to 2.8) and a lesser increase
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in production of clauses per sentence (from 1.1 to 1.7).
The word "and" is used no more than once in every 30 words,
sicnifying that a maximum of one clause in three might begin

with that conjunction.

It thus appears that in Narrative as produced by the subfe:ts,
there are slightly longer phrases than in Recording, signij fying
changes such as arise from using more adjectives and adverbs or
compounding nouns and verbs. There are many more phrases per
clause, indicating more use of prepositions, non-fiuite verbs,
andgother pPhrase-starters such as may be used for L me-phrases
and absolute phrases. This involves more indications of

relationships between phenomena; reiationships such as are

indicated by expressions such as later on, in the forest,

singing merrily, to chop some wood. Because of thlS increase

in the gereratlon of phrases, clauses are much longer. as a
result of these factors and the increase in the nurber of clauses,
sentences are much longer, reaching a mean®of 19 words. In this
mode of discourse, one in every two or three clauses would be a
pain pPrincipal clause, fewer than one in three clauses would
begin with "and" and one in three or moré clauses would begin

with a conjunction other. than "and".

As there is no 51gn1f1cant difference in language structure
between the more and the less advanced subgroups, the 51gn1f1cant

difference in quality scores between the groups, which is

.-, greater. than for:Recording;,must;be:attributable»to;some~other

factor, such as semantic differences. This is stated in the

context of differences such that the more advanced write more
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simply than the less zdvanced, but the differences do not

rise to the required level of statistical significance.

Ability to move from the compressed language required in the
Recording task to the more descriptive and'explanatorf language’
required in the Narrztive task is evidently an ability shared

by the subjects as a whole.

€) Exposition

The formula for Exposition is as follows -

i) All subjects :

4.2 2.9 1.5 19

words phrases clauseg words
per X per X per = per
Phrase clause sentence sentence

There are 12.3 words per clause "And" is used no more than

once in about every 50 words.

ii) More advanced subjects :

As abo?e, except that there are 3.0 phrases pey clause and
12.8 words per clause.

iii)“ Less advancer! subjects :-

As above, except that there are 2.8 phraSgs Per clause and
10.3 words per clause.

When the subjects move from Task 2 Narrative to Task 3,
Exposition, sentence length does nOt»change Significantly

but significant changes occur within +he Sehtences,
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929,

~0f all four modes of discourse, Exposition appears to generate

» -

most activity at the phrase level. In Exposition, phrase

length increases by’ 8% compared to Narrative, and 17% compared
to Recording. The number of phrases per clause is greatest ,
fdiball four writing tasks : 3.0 for the more advanced and 2.8
for the less advanced. Hence clauses are the longest for this
task compared to all others. ~The difference between groups in

the number of phrases per clause is significant, and accounts

for the difference between groups for clause length on this task.

Compared with Recording and Narrative, Exposition irnolves more
elaboration and multiplication of phrases. This implies that
within the phrase there are more modifiers and/or more compound
nouns and verbs. It implies that within the clause there are
more phrases indicating spatial, temporal and other relationships.
There is thus more use of descriptive words and phrases.

In Exposition, clauses decline in number while phrases increase.
There are fewer clauses per sentence than in Narrative (1.5 as

compared to 1.7), and the difference is statistically significant.

.In Exposition, about half the sentences would be one-clause
sentences, and half two-clause sentences. Some two out of three
clauses would bé main principal clauses. If "and" were used
maximally te begin clauses, the remainder of the clauses wouid

be fairly evenly divided between clauses beqinning with "and"

and clauses beginning with other conjunctions. If "and" were

not maximally to begin clauses, clauses beginning with conjunctions
other than "and" would somewhat predominate the remainder of the

clauses. 1 l()
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The fact that the more advanced subjects Produce%dre Phrases

for Exposition. While such association does not necessarily
v *

Prove a causail connection, the hypothesis is tenable that a

Exposition of the more advanced subjects.

In summary, it may be said that ip Exposition as Task 3 on a
four-task rising scale of coénitivé challenge, phrase length
rises and phrase generation maximises. The generation of
clauses, however, falls to a level below that of Task 2,

Narrative. Evidently, in Exposition, the phrése rather than

4d) Argument

JThe formula for Arqument is ag follows -

i) All subjects :

5.1 2.2 2.0 23

words Phrases clauses words
per X per X per = per
phrase . clause sentence sentence

There are 11.6 worgs bPer clause. "And" is used no more than
once in 50 words, ag for Exposition.

ii) More advanced Subjects .

As above, except that there are 2.4 phrases per clause, 12.4

words per. clause, and 24 words per sentence.
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iii) Less advanced subjects :
As above, except that there are 2.0 phrases per clause.
10.3 words per clause and 21 wofds per sentence.

v ’ L4
Argument produces significantly longer sentences than any
other task. This is not a product of an increase.in all
structures, but isianother example of shift of emphasis from

one kind of structure to another.

Argument produces by far the longest phrases (5.1 words per
phrase) and the most clauses pef sentence (2.0). But compared
to both Narrative and Expositioﬁ'there is a toning-down of the
number of phrases per clause (2.8 for Narrative, 2.9 for
Exposition but only 2.2 for Argument). There is a significant
difference in Argument between the two subgroups, however. The
less advanced reduce this factor to 2.0 but the more advanced
reduce it only to 2.4. This difference is associated with

better quality scores for the more advanced subjects.

.Argument thus makes the greatest demands upon phrase length;
moderate to low demands on phrase generation (with a lesser
reduction in this factor by the more advanced); and the greatest

demand on clause length.

It was noted above that Recording places a low but relatively
even demand upon the production of clauses and phrases.

Narrative greatly increases the demand for phrases and slightly
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increases the demand for clauses. Exposition makes maximal
demand for phrases and reduces the demand for clauses. With
Argument, the balance is redressed, ‘so that demand for clauses

rises and demand for pbrases falls to produce a more "even"

1
Iy P

balance (2.2 phrases per clause aund 2.0 ciauses pér sentence) .
There is thus a reciprocality between phrase and clause generat-
ion in a movement from E:xposition to Argumeht: more phrases

but fewer clauses.in Exposition, ana fewer phrases but more
clauses in Argument. In each case, greater production of phrases
on the part of the more advanqed subjects appears to bé the sole
structural difference between the more and the less advanced
subjects, and is an apparent cause of 1ongerlc1auses and better

quality exposition and argument.

e) A possible limit to increases in word ratios.

The initial working hypothesis places no limit upon the increas-
ing of.word—ratios as the cognitive level of the discourse rises.
Thié“would seem to imply, "the more words the better", which is
evidently not the case either in general, or %n the sampled

writing. The better scripts do not multiply words endlessly, but

-~ conform to a distinct mean and standard deviation for each task.

If there is some limit to the production of words, as there seems
to be, it is nét the number of words per sentenée, which varies
systematically. A possible governing factor is, however, the
relationship of the number of words per phrase to the number of
phrases per sentence. These factors are not constants, but vary

in similar ways. The number of words per phrase rises regularly

113



as the cognitive level of the discourse rises, and so does the
number of words per sentence, with the exception that it is
virtually the same for Narrativé and Exposition. The ratio of
the number of words per phrase to the number of phrases per

. . .
sentence proves to be between 4.55and 5.0 for Narréfive,
Exposition and Argumené, being lower because of .the compressed
telegram form in Recording. The lower limit being a blank

page, or perhaps one word, the upper limit would seem to be five

phrases per sentence.

It thus appears that subjects end sentences after a maximum of
4.5 to 5.0 phrases. 1If there are many phrases per clause in the
particular mode of discourse, then there are not many claqses
per sentence. If there are fewer phrases per clause, there may
be more clauses per sentence. Such a "governing factor" is

incorporated into the refined model which follows.

6. Refined model of adaptation of form to function.

Empifical findings lead to the following revised forms of the
major and subsidiary working hypotheses with whicﬁ the present
analysis of the relationship of form to function began. The
refined model makes the most economical number of assumptions
compatible with fitting the data, and is presented less as a

conclusion than as an hypothesis for further investigation.

1. The number of words per phrase, phrases per clause, clauses
per sentence, words per clause and words per sentence rises

as the cognitive level of the discourse rises through the tasks
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1. Recording, 2. Narrative, 3. Exposition and 4. Argument.
a) within the limit of five phrases per sentence;
b) with the exceptions that
i) Exposition calls forth most phrases per clause, ang,

ii) Argument calls forth most clauses per sentence.

2. More advanced subjects produce more phrases per clause
than less advanced subjects on the tasks Exposition and Argument,
and this difference is 'associated with a difference of quality

of the resultant séripts, the more advanced being superior.

Deductions from these hypotheses would logically aqcount for the
following ~

1. Minimal structures throughout in Recording.

2. An increase in all structures in Narrative.

3. An increase, in Exposition, of phrase length, phrases per
clause and clause length, but a decrease in clauses per
sentence. The balance of increases and decreases would not
exactly predicf, but suggest the result that sentence length

is, as a product; no longer than for Narrative.

4. An increase, in Argument, of phrase length and number of
. clauses, but a decrease in number of phrases. The increases
and decreases would be compatible with, thouch not exactly
predict, a decrease in clause length and an increase in

sentence length when compared with Exposition.

5. More phrases associated with belter Exposition and Argument

on the part of the more advanced.
More precise predictions would require numerical values to be
- given to the parameters. Here the concern is with relativities,
in order to develop the following generalised model.
115
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This model represents the conclusions of this part of the study:
that the higher the cognitive level of the discourse the more
complex the verbaliSation of the types and within the liﬁits
shown; and that the more advanced subjects are more flexible in
-adapting form to function, essentially because of a greater -

ability to generate phrases in the higher levels of discourse.

7. Illustrative Scripts

The following are s;ripts which conform closely to the means for
each task, in terms of both quality as evaluated by the two
markers, and mean word-counts for the particular mode of discourse.
The scripts are transcribed Qith original spelling and punctuation,
noting that they were written under test conditions with little or

no time for revision.

(a) Recording
The following telegrams approximate to the mean values of 3.6
words per phraée, 5.2 words per clause and 5.8 words per sentence.
Theyv are typicél of mediocre examples in conveying the essential
information, but in rather more words than necessary. Inferior
examples tended to convey even less information and better
examples the same information in fewer.words.
(i) Arriving at Essendon Airﬁbrt 7.30 p.m. on Sunday.
Sorry for the delay but Dad had a little accident
and I was held up.
(ii) Unable to make destination as plannéd. Father had

little accident, nothing to worry about. Arriving
Essendon Airport 7.30 p.m. Sunday.
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(b) Narrative
The examples are (1) somewhat above average, and (ii) average
in quality. They approximate the mean word-counts for Narrative

of 3.8 words per phrase, 10.8 Per clause and 19 per sentence.

’

(1) Once upon a time, there lived a mean old witch. Her
home was a burrow.between the twisted roots of a huge
pine tree. Although this witch had a wicked smile
which showed her large pointed teeth and caused her huge
Purple nose to wobble, she had a very lonély life. A
long time ago, the forest was full which many folk from:
a town nearby loved to have picnics in. Then a horrible
little Goblin in a bright yellow suite with green shoes
cast a bad curse over the whole forest and turned the
Prettiest girl in the villiage into a witch.

The forest under the curse became a Place of darkness.
There were no more flowers with Pretty green stalks and

golden petals and no one ever laughed any more. The poor
witch lived by herself but wasn't really a bad witch.

(ii) There once was a cow who lived on a farm his name was
"Spiro".

He was very happy there until one day a truck run him
over. The owner saw no use for this fame and distorted
cow but his son loved it passionately.

This caused much confusion in the Vamvoukalis household.
With his father seeing no financial value in the cow
"Spiro" but the son praising him. No doubt bitterness

followed, and with some intellegence one could decide on
the route the father would take.

(c) Exposition

The following scripts are (i) slightly better, and (ii) slightly
worse than average in quality, and approximate to the mean
word~-counts of 4.1 words per phrase, 12.3 words per clause and
19 words per sentence. The proliferation of phrasgs character-

istic of Exposition is well evident.
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(1)

(ii)

(@)

Ludo

Each player is supplied with four counters and they are
placed in a starting box. One dice is used and when a
player throws a six they get another turn. A player needs
to get a six to leave their staring box and once out must
travel by dice throw round the board to reach their home
which is near where they started. If a player's ccunter-
is landed on by another player's counter the player who
was landed on must return to their starting box. If a
player has two counters out and they get a six and another
number they may move the six and other numbéer separately
to try to send another player back to his starting box.
The game continues in this manner until one play has all
his counters home.

The game that I know is called soccer. It is played with
a ball and two teams consisting of eleven players. The
aim of the team is to use tactics to try to score in the
opponents goal. In this game the whole body of the player
could (indecipherable) except for his hands. The goal
keeper has the only privelege to use his hands.

In playing the game the oponents have to take the ball of
each other. A player is restricted to push with his hands
or savagely attack the openent. His allowed to push
slightly with. his shoulder. Another rule is that if a

‘player except the goalkeeper touches the ball with his

hands the other team will be awarded what is known as a
free-kick or possesion of the ball. When this is done in
the goal keepers area a penalty is awarded to the team.
The team is given a free shot at the goal with the
goalkeeper only guarding the goal. All other players
except the player taking the'penalty must be out of the
goal's area.

Argument

The following examples are (i) slightly above average and

(ii)

average in quality. They approximate to the means of

5.1 words per phrase, 12.4 words per clause and 23 words per

sentence. The topic is the points-system for Australian

television content. The proliferation of clauses characteristic

of Argument is well evident.
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(1)

(ii)

1.

I believe this is undesirable because many Australian
prcductions do not meet the liking of the public. While
some Australian productions are quite good, others are
not of good standing or quality.

In many houscholds People watch productions from other
countries because they believe channels would not waste
money on shows people are not going‘to watch, so shows
from other counties must be of some quality.

If they kept this "points system" I hope they bring in
good quality Australian productions. One Australian
show, Number 96, supposedly a good quality show is one,
which I do not think particularly good at all If the
"points system" causes more shows to come on television
like this I can not see myself watching television so
much as I do now.

The system is a good move as it will represent a step
forward for the Australian film industry. BAustralian
people quite often complain about the poor quality of
Australian productions, without realising that without
showing these "poor quality" shows Australia has no.way
to improve upon them. It is said that we learn from
our mistakes and this is especially true of the film
industry. If a big production is not a good seller
there is a serious financial problem as the cost of
film making is exorbetant.
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VI. APPLICATIONS AND IMPLICATIONS

It appears thét the working hybotheses derived from the
Moffett and Britton models of modes of discourse are broadly
upheld for the sixteen.year old subjects ;n the four writing ’
tasks. Before considering implications, it would seem

appropriate to consider applications of the model to other

tasks and subjects.

1. Other tasks

Data are available for the i28 subjects of the present study
for two other writing tasks. Thquéh acquired in the course
of other pursuits, these data provide opportunity for the
further verlflcatlon of hypotheses about the adaptation of

form to function in the writing of the subjects.

The subjects completed a task known as the "Aluminium Passage".
This is a rewriting exercise devised by Hunt and O'Donnel

(Hunt 1970) and slightly adapted for Australian conditions by
Johnston (1973). The exercise is intended to provide standard-

ised data on the T-unit and sentence length. The task presents

. 3 - 3 )
a string of minimal statements, each'in =z separate sentence,

and subjects are asked to rewrite the Passage in more normal,
flqwing Prose. On the present analysis of modes of discourse,
this task is hypothesised to be an example of Recording.
Although the product resembles Exposition, in the setting out
of facts aboué a subject, the process is one of selection and
arrangement of presenged data rather than its generation, such

as in ExXposition of the rules of a game. As an example of
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Recording, the Aluminium Passage usefully.avoids the
restriction of telegram form imposed in the Recording

tasks deliberately used in the body of the present stuay.

- It is hypothesised that for the sixteen year old subjects
such a Recording task would prove minimally discriminating
and_prpduce simpler verbal structures than Narrative,

Exposition and Argument.

On the criterion of differentiation between the more and
the less advanced subjects, using the same judges and pro-
cedures as for the other tas#s, the Aluminium Passage
proved to_be more discriminating than the telegram-type of
Recording task, but less discriminating than the other
tasks, as hypothesised. Also as hypothesised, its word-
count ratios proved to fall between those for Reéording

on the telegram task and for Narrative. The values were
3.8 words per phrase, 2.3 phrases per clause, 5.6 woras
per clause, 1.6 clauses per sentence and 13.3 words per

' sentence. A small random sample (16 scripts) was taken

to determine the mean T-unit, which the task was designed
to measure. The mean T-unit proved ,to be 2.9 words, with
a range from 6.5 to 13.3 words as the mean T-unit per script.
The similarly calculated T-unit for the Argument task as
completed by the same subjects proved to be 16.3 words,
with a‘range from 8.0 to 22.4 words. The mean T-unit for
the Argument (16.3 words) is thus higher than the highest

extreme for Recording (13.3 words). While no firm

«
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conclusions are drawn from these small samples, they do
suggest that the Aluminium Pagéage may be:én example of
Recording, and that for the same subjects, a different
mode of discourse such as Argﬁment may produce much higher
Jlevels of verbal complexity. The sampling of language by
the Aluminium Passage would need to be regarded with some
caution in the sense that while results may be valid for
the particular form of Recording, they may not be valid

for other modes of. discourse.

Data are also available for response by the same 128
subjects to the picture of silhouetted figures dancing
(see Appendix A). This task is hypothesised to be an
example of Exposition, with some admixture of Narrétive.
The task involves more than Recording, as the data is
not merely presented for selectinn and arrangement, but
has to a considerable extent to ke generated.A Subjects
are required to elaborate upon the presented stimulus by
inventing some dccount of what the dancing figures are
doing, thinkin§ and feeling. Although the requirements
of the task could to a considerable extent be achieved
by Nairative, the task would seem to be one of Exposition,

as the shaping of the response as _Narrative is not a

requirement.

In accord with the hypotheses derived from the Moffett
and Britton models, it would be expected that the task

" would discriminate between subjects and proaduce word-
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count ratios at a level close to thait of Exposition

(rules of a game).‘ The procedures of evaluation were
those of the English Referenéé Test, which while broadly
conparablie, are not exactly comparable to those of evai;—
ation by the two judges in the main paré of the present
study. Even so, the task discriminated between the more
and the less advanced subjecfs at the .0l level of
significance, which at least does not contradict the
hypothesis abou£ discrimination level. The mean word-
counts are directly comparable, however, and proved to be
3.8 words per phrase, 3.1 éhrases per clause, 11l.7 words
per clause, 1.6 clauses per sentence and 18.5 words per
sentence. These values are close to those established for
Exposition on the. rules-of-a-game task. The value of 3.1
phrases per clause is larger than but close to (not sig-
nificantly different from) that of 2.9 for Exposition of
ruies of a game. Otherwise, the values are slightly lower
than for Exposition, falling between those established for

Expoéition (rules of a game) and Narrative (bedtime story).

It would thus appear that on writing tasks.other than_the
main four under study. the present‘subjegts respond
conéistently in adapting form to function. 1In an.
additional Recording task witbout the restrictions of

the telegram form, the discrimination index and the word-
counts are between those already established for Recording

in telegram form and for Narrative. On an additional

Exposition’task capable of “some Narrative treatment; the
]
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word-count ratios generally fall between those already
established for Exposition and Narrative. On this task,
the discrimination index, though not strictly comparable,

is high, as would be predicted from the hypotheses.

These data suégest a consistent pattern of change in
discrimination-indices and word-count ratios on the part
of the same subjects_moving between six different writing
tasks. It would appear that taéks could, in furthgr
investigations, be clagsified by mode of discourse-éo as
to lead to verifizble prediciions about discrimination
indices and phrase, clause and sentence' forms for subjects

At

at a given level of_verbal development.

2. Other Subjects

The methods are applicable to other age-groups. As noced
on p.63, Davis (1975) applied some of the techniques of the
present study to Narrative and Expositioh by eight year oids
and twelve year olds. Using inter-marker reliability as a
discrimination index, Narrative was found to be the better
+ - discriminator among eight year olds and Exposition among
twelve year olds, as the developmental model would predict.
Patterns of phrase, clause and sentence length were similar
to those for the présent sixteen year old subjects, though
values weré slightly lower for the twelve year olds and
lower still for the eight year olds. It was noted that

under pressure to write Exposition, the eight year olds

tended to contract rather than expand their language.

.-
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These preliminary findings are reported only to establish
.that the method is applicable .to younger subjects in )
attempted further verificatiéﬁ of the developmental model.
- ’

The model is similarly applicable to older subjects.
Godshalk et.al. (1966) present discrimination and validity
iﬁdices for five writing tas#s completed by some 250
seventeen and eighteen year old subjects and evaluaied by
five markers. The results are tabulated on pages 50 to 84
of the study. Predictably, in terms of the present wmodel,
the reliability indices aréfrelatively low for a relatively
simple recording task (descriﬁi;g a notable feature of the
home town to a pen-pal). Also predictably, the highest
discrimination indices tend to be those for a task in
argument (analysing character and evaluating argument in
a student speech). Two more straightforward expository
tasks fall between the extreme discrimination indices
associated with tha above tasks. The exception would {:::;?'
appear to be a narrative task, which is more discriminating
for such subjects than might be predicted on the present

s model. The nature of this task is, however, highly
"theoretical", in that a story has to be built around a
‘common object. If this requirement be interpreted as
requiring a demonstration of the significance of the
object in.people's lives, as would appear to be the case,
the task is one of Argument—Narrative rather than Narrative
of a more straightforward type, znd the high discrimination

would be accounted for. Correlations with scores on the
t

Y
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"ASAT"test as a criterion measure are in accord with the
Present model, but those with "SAT" as the criéerion measure
are not. Such data at least s;ggests that the hypotheses
and techniques of the present study may b? applicable to

older subjects and a wider- range of tasks.

They are also applicable to mature published writing. Smail
samples were taken of published writing in the Narrative,
Exposition and Argument modes. The relevant formulae for

the published writers were as follows.

Table 8 : Mean sentence forﬁulae for small samples of .
Published writing. o

Mode Words Phrases = (Clauses Words
of per X per X per = per
Discourse Phrase Clause Sentence Sentence
Narrative 3.8 2.6 1.5 15.5
Exposition 3.8 6.8 1.2 31
Argument 3.8 3.6 1.8 25

The sample is no doubt too small for any definite conclusions
>to be based upon it but the differences are noted to be broadly
simi}ar to those between tasks for the sixteen Year olds, with
a véé& similar structure for Narrative, a much more spectacular
deneration of phrases at the expense of clauses on the part of

the published Exposition, and a return to a somewhat more



It is noted that the published writers consistently use & mean
"phrase length of 3.8 Qords, andwthat if the ratio of this value
to sentence length gives an index of the limit to which word-

. «
units ar: multiplied, tﬂe highest value is 8, compared to 5 for
the sixteen year olds. These data are rega;ded not as definitive

findings or conclusions but as indications that the method is

applicable to writing generally, and suggests hypotheses for

further investigation.

3. Other modes of discourse

In a pilot study, Little (1973) applied some of the present
techniques to the spoken language of eight year olds. The
subjects used minimal structures in a Recording task
(describing a picture) and more elaborate structures in an
Exposition task (describing the rules of a game). The techniques
are evidently also applicable to the spoken tongge, and could
enable comparisons between spoken and written English on the
part of the same subjeqts on similar and different tasks.
Only four kinds of discourse were selected for study in the
present instance, and under test rather than field conditions.
The techniques could, however, be applied to further tasks to
cover the whole Britton taxonomy, and to field data such. as

that indicated by Martin (1965).
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As material that is written is material that can be read, the
Present techniques are applicable to "Readaﬁility" (Gilliand
1972). Sentence 1eﬁgth is used as a major element in '
Readability formulae, and on the basis of data from Gilliand
(1972 : 100), the present subjects write sentences associated'
with readability ac arnything from Below Grade II to Grade XII
level. The suggestion is that the making of distinctions
between modes of discourse, and exploration of indices at
'phrase and clause level ﬁighé lead to more discriminating

indices of readability. The "listenability” of spoken material

could also be investigated ih such ways.

In summary, the techniques would appear to be applicable in
studies of listening, speaking, reading and writing at thé
various age levels. It is also possible that the approach to
age levels in terms of discrimination indices might also be

applicable to non-verbal developmental tasks.

4. Implications

Apart from developing techniques for use in further enquiries,
the present study confiims the Moffett-Brittqn type of model
éf development in modes of discourse,.and relates structural
features of language to the function and cognitive level of

the discburse.

The educational implications of this type of model have already
been worked out fairly elaborately at the functional level.

Moffett (1968) bases a whole Kindergarten-to-College language
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arts curriculum upon this model, an? Britton (1972), Barnes
(1969), Martin (1975), Rosen (1973) and Smith (1972) are among

- well-known proponents of the model. The model is very much
part of the Bullock Report (H.M.S.O. 1975). 1In Australia, the,
first curricula to be explicitly formulated in terms of this
type of model are the Primary ;nd Secondary English Cﬁrriculum
Workshop papers of the A.C.T. Interim Education Authority
(1964, 1965), although other systems and syllabuses‘(e.g. N.S.W.
Secondary Schools Board, 1972) have made use of the Moffett and

Britton types of models. More specific implications are as

follows.

a) Cognitive aspects

The main educational implication is that of developmental sequence.
If a child‘i;.functioning vexbally at the ievel of Recording,
teachers need not be surprised if the child is not functioniﬁg
so well in Narrative or Expositipn of Argument. The next devel§p—
mental step for such a child would normally be in the direction
of’handling Narrative. The handling of Narrative would be a
condition.of developing ability to handle Exposition, and

" Exposition would be a condition of developing ability to handle
Argument. While various children w111 move through these stages
at various rates, the Sequence appears to be universal. Broadly
speaking, the Recording and Narrative stages belong to early
childhood, though this does not mean that no preliminary develop-
ments towards Exposition and Argument are taking place.
Exposition”;s developing more in the later primary and early

secondary years. Argument is developing, apparently earlier for

s

130




physical-type issues than humanities-type issues, in the later
years of secondary schooling. These broad generalisations need
much qualification and further ;erification, but the outline
appears to be emerging fairly clearly. IE is emphasised that Ehe

"earlier" forms of communication such as Recording and Narrative

do not fall out of use as other modes develop, and are not

incapable of further development in the later years. People use
and need all manner of modes of discourse, and all are deserving

of cultivation.

The observations of Martin (1975), Newsome (1975), Cambourne (1971)

and others (Dunkin and Biddle 1974 : chapter 9 ), to the effect
that the overwhelming bulk of school talk is teacher talk .in the
expository mode, and that the overwhelming bulk of school writing

in the expository mode to the teacher in the role of examiner,

suggest that the school may typically be a narrowing rather thgn
a broadening language environment, giving little Scope to
Recorqing and Narrative on the one hand, or Argument on the
other. When it is apparent (Barnes 1969 ) that a good deal of
concept learning involves Recording, Nariative and Argumenﬁ

}ihe latter perhaps brief and fumbling), it would seem that the
best use‘of modes of discourse may not be made in typical glass-
room practice. Iﬁdeed if the school is so set on‘stopping?éililh"
modes of discourse except ihe expositdry, the interpretatibn

could be put on the situation that unconsciously, teachers are

trying to turn the children into replicas of themselves in a

‘narrow-teacher-role-rather than trying to help develop--language

ccmpetency in all its falness and range.
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Diagnostic observation of pupils and curriculum planning to meet

their developmental needs involves observation of their verbal
" behaviour over a ranée of modes" of discourse. Inadequaée

sampling of modes can only be misleading'when the developmen?gl
‘ pattern§ for the various modes are different. Little ideaw‘ ’
will be géined of the verbal competencies of small childrer by
sampling their ill-developed powers of argument, as little idea
of the verbal compétenciesvof graduates will be obtained by ‘
asking them to compose a telegram. The different discriminative

powers of different modes of discourse at different stages of

development thus need to be kept in mind.

With such a model in mind,_curriculum planning has a sounder

basis for the selection of reading and listening materials and

the promotion of activities in speaking, writing - and thinking -
than én approach which failed to make such discriminations. In
view of the apparent lateness of development of ‘ability to
handle formal rea;oning about humanities-type problems, upper
secondary and undergraduate curricula in these areés miéht

deserve closer scrutiny for the appropriateness of the language

P

demands made.

' The implications are not confined to the subject of English.
A1l subjects use language, often with éhe greatest weight being
- pPlaced on the modes of exposition and argumentation. This is
good reason for fufther critical enquiry into the demands placed
- upon- language. "across the curriculum" (Barﬁes.1959 } at all

s
stages of.development. _

‘ 132




b) Structural aspects

The distinction between cognitiQe and verbal aspects of perform-
ance on the tasks is merely one of convenience in distinguishing
. -
between the investigation into discrimingtion indices (cognitive)
and word-counts (verbal). 1In reality, the verbal may be part of

of the cognitive, the two having a relationship such as that

between strategy and tactics.

The hypothesis is put forward that the differences between modes

of discourse are far more cognitive than they are verbal per se.

Apart from one-word uttervances, normal sentences involve a

kernel statement about an agent and an action: in a word, an

event (John laughed). Such a kernel statement may be expanded

by adding phrases, which set out relationships between phenomena

connected with the main event (John laughed at the joke).

Phrases of both types may be expanded in length by more

desciiption (John the Welshman laughed heartily at the ridiculous

joke). One-clause sentences may be expanded by indicating the

relationships of one set of events with another. (... laughed

heartily at the ridiculous joke which Bill told him.).

Recording involves all of these four functions - making kernel
statements, describing and showing relationships between
phenomena and betweéen events - and employs words, phrases and
clauses within sentences to do'so. There is nothing structural

in Narrative that is not in Recording, and so on for the other
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modes of discourse. The basic Structures are present in the
simplest mode, and it is only their éombinations which change
as the mode of discourse changeg, together with its coghitive
level.

There are, of course, certéin verbal structures particularly
associated with the various forms of discourse. Narrative may

use ritual expressions such as once upon a time, for instance.

Exposition omits the subject in instructions (Béat 6 eggs ... )
and often enumerates points. Argument is assisted by connectives
which show the relationshipS'bgtween whole sentences, such as
however. Yet these do not coﬂstitute each mode, which funda-
mentally uses the same verbal structures as every other, but in

different combinations and with different emphases,

This is so for the sixteen year old subjects, and is hypothesised
to be so developmentally. Once sﬁall children have reached the
s#aée of Recording they show that they have in repertoire the
basic‘phgase and clause structures. What changes as they acquire
higher forms of discourse is the extent to which they combine

them.

In this sense the structural differences between the tasks are
really cognitive. 1In recording, describing, relating phenomena
and relating events are minimal. In narrative, there is greater
demand for all. 1In exposition, thexe is more Pressure on

describing, much more on relationships between Phenomena and less
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on relationships between events. In Argument, there is still

more pressure on describing, less on relationships between phenomena

and more on relationships between events.

L4

The hypothesis that a person at the stage éf development where
Recording is possible, though there is little grasp of the other
forms of discourse, is.capable of the higher modes in the sense
of possessing the requisite verbal structures. What is lacking
is the cognitive pcwer to relate ﬁany phenomena to one another

in more and more elaborately-organised patterns.

On this hypothesis, differences in modes of discourse and in
developmental levels related to them are differences of powers of
thought more than verbal differences as such. The evidence is

that the teaching of férmal grammar does not affect the competency

of wrii:iné (Elley 1971, Bray 1971), but that the subject-matter
.of'thg discourse (eg. whether physical or hum;nitiés-type
problems) does affect the compefency,.'(Connell et.al.1975).
Such findings are compatible with a model whick would lead to
. the prediction that learning experiences promoting more complex
thought about subject-matter of interest and concern would do
more to develop powers of discourse tgﬁn formal instruction
directly concerned with language structures.
Such inﬁerpretationS'mqst be deemed speculative until there is
more evidence, and in the interest of providing hypotheses to
test, the-study closes‘with a developmental model-of the -four
forms of discourse with;reference to both discrimination'ind%qes

and structural features of the discourse.
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Figure 10 : Developmental model cf adaptation of form to function.

. " GROUP FUNCTION . ’ FORM
. l - €
e Highest Words Phrases Clauses Words
R discriminator. - per X per X per = per

underlined phrase clause sentence sentence

4. Argument ..

3. Exposition
16 yrs. /

2. Narrative L

1. Recording / /
4. Argument \ \

3. Exposition
12 yrs.
2. Narrative

1. Recording r
4. Argument P—N
3. Exposition

8 yrs. T ) ’

. 2. Narrative

1. Recording
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129.

APPENDIX A : THE ENGLIS:" REFERENCE TEST

The English Reference Testfwasltaken by all subjects as part
of a study undertaken by tﬁé Centre for .Investigation into .
Measurement and Evaluation of the New South Wales Education
Department. The ﬁest was part of a project to investigate
the efficacy of a short reference-test, held two-thirds of
the way through the gchool_year, as a moderator of school
assessments, in the planned event of phasing out a public

examination.

The terms of reference for the test arose from the current
English Syllabus (New South Wales Secondary Schools Board,
1972). It aiméd to test competence in reading and writing.
The terms of reference for school assessments derived from
the same syllabus, except that oral English was’explicitly

included.

The form of the test derived from previous School Certificate
. . Examinations, on which it had been found (Little 1974) that a
short three-question form correlated 0.82 with a longer five-

question form. 4

The reading section comprised two passages of poetry and two
of prose, with a mean of eight multiple-choice questions asked
about each.. The set of questions was compiled from questions

established to be of statisticaily significant discriminators
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on similar subjects. Three sets of questions were in
comprehension and the fourth set were about improving the
expression of a féulty pas;agé. Half of this materiai was
the same for the advanced and the less advanced subjecfs,

to assist in determining a common scale for results at the
twé levels. Candidates Qere advised to spend 20 minutes

on this section, and on the whole completed it satisfactorily

in the time.

The remainder of the test comprised two essays., candidates

being advised to spend 35 minutes on each.

The first essay involved response to a picture of a peasant
figure silhouetted dancing against the skyline. The cahdidate
was asked to imagine that he or she was one of the figures

and to write abéut what he or she was doing, thinking and
feeling. This question was common to the advanced and less

advanced subjects.

The second essay involved writing about literature studied.
For advanced subjects, the question hinged upon an abstract
statement about the value of reading to be applied to the

subject's own reading. For the less advanced, the question
involved identifying a story that had impressed the reader,

asking for reasons why it was so impressive.

Responses to the first section were machine-marked. The
&

essays were marked corporately :{(i.e. with markers working

142



together at a marking centre) by a method involving

1. separéte markrng of each question;

2. general briefing sessioné on criteria of evaluation and
use of scales, under a system of impression marking .
rather than analytical marking , impression marking being
recommended on tﬂe bases of empirical studies by Britton
{1966), Godshalk, et.al. (1§66) and Maiing—Keepes and
Rechter (1973); '

3. group and individual readings of sample scripts marked by
senior examiners;

4. trial marking by examiners (results not being counted),
for the"sake of comparisons of markings by various

examiners and checking by seniors;

5. the marking proper.

The marking was conducted by teams of three examiners freely
comparing and discussing scripts and referring problems to
seniors, who would consult with other teams and seniors.
Seniors also continually checked marking by monitoring
statistical results aﬁd reading sample marked scripts. Any
marking deviating from the agreed critexria was put through

the system again.

These techniques of essay-marking are in accord with recom-
mendations made on the basis of studies of reliability noted
above. The encouragement of examiners to work and talk

together continually was, however, an innovation. Ty;s step

- appeared- to:raise- output and reduce boredom and fat%gyg
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without any evident diminution of reliability. studies of the
reliability of this type of marking in previous School Certificate
examinations had est;blished thag an essa& marked in this manner
provided as good a discrimination index as a set of multiple-

choice items such as that outlined above (Little 1974) . -

Marks were collated by computer, and computer techniques were
used to derive an English result consisting of the School
Assessment as moderated by the Reference Test, i.e. assessments
_ from schools which (on the evidence of the test) had over-
estimated or underestimated the competence of'their candidature
were adjusted accordingly. This result was compared, on a
variety of criteria, with the result derived from the school
assessment as moderated by a full-scale examination. The
results were sufficiently close to justify the replacement of

the examination with the Reference Test in the ensuing year.
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