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examine textbooks for use in teaching sentence combining: William .
‘Strong's “Sentence Combining: A Composing Book" and Ciareace E.
- Schneider's "Syntax and Style." One review is of a iinguistically
based analysis of expository writing, "Theme in English Expository
. Discourse" by Linda K. Jones. The last two reviews in the paper are
.¢f collections of articles: "The Writipg Processes of Students,"
 -€edited by Walter T. Petty and Pa*trick J. Finn, and "Cognitive
\gPIQEESSES in spelling," edited by Uta Frith. (FL) '
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CURRENT BOOKS "ON, COMPOSITION: SOME REVIEWS o _ !
7 Joseph Lawlor, Bruce Cronnell, Ann Humes, Larry Gentry '
ABSTRACT
Tén current books on eempes?tien are reviewed. These reviews
provide background for SWRL inquiry on composition instruction. A
’ &
* [}
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- EURREHT 800KS ON conPDSITloui' sont REVIEWS

Qeseph Lawlar, Eru:e Crannall, Ann Humes, Larry Geﬂtry

SEE R ‘.7 T _;;,, _ T
:As. part of SWRL's writing Bfajeet (Cooperative IHQUIFYran s

-

K D , _}\Cmpésltien In;tructlan), staff have needed to rgad a qreat- deal af

5 wiF., ¥ .

the c;urrent Hterature on :cmpcsltlﬂn; StafF\annbers smetlmes
& ' revlew the baﬁks they have re;d so that ﬂther staff memﬁ'er's do not
EEENN ; ne:essgrlly have ta rgrgad what has already begn studfed by ‘one

;:;i-; L | parsnn. “This paper Is a aalle;tlan of ten of - these revlews urittgn

9

during 1930
. The reviews ¢OT§JT a variety of topics re'fi'ét-!ng Vta_@:@ihpag*ltl'on-

¥

Y | , | _
‘(see the Table of Contents o&the,f’nllwlng page). The first three .

reviews are of books -describing actual- writing abilities -of -

. students. Twa”reﬂews describe how the State of EaI(lFérﬂla views

i
o'ne of ﬁaper’s preseyited at

papers on English. ;pe!ilﬁg. _ o /

- T | -

AL T The paper mﬁclude‘s uwlth r\:lews ch two callgctians cf artl:les'

canFergncg on ertIng, the Pther of ] S

R
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Loban, U.

: Ann Hymes; o

’irrgéitef' Laban Languagg Develcpient;'AKiﬁEefggrtgn thrgggh_

f

area of composition;

T e

~ e | AN |
i»references.tn it are pFndigiaus, This epart.isfSUmmar;zgg below by
} L e -
ftians,!with brleF critlcal eemmenfs F'Iiawing the summary.
N * . S 7 ‘
L m I ,aSyHHAnv | |
”DVERVlEu TS {V: T }i(- L

< l Haltgr Laban 5 study of the I%nguage deveiapment of st&dgnts
du

ing their yeags in publie schaﬂl began in 1953 -with 333

kindergarten pupils living un Dakland anq the 5urraunding Bay area.

E

uStudents wgfe selected on’ the basis af sex, ethnic backgraund,
o seang-ecnngmit status, and spread af int Iie;tual abigities- The

=student 5ample ‘came Frgm seven leferent Eacia-ecanamic graups and

5,

three ethnigmgr@up§i The Ethﬂlt graups were Caucasnan (which
- E

iﬁ;luded He§icansAmericaﬁs), Black, and Drigntal_ Surprisingiy, 21

L

gsng ects weﬁé still participating in this longitudinal Study:as

-

]
! -

.8 é niors. in high schaal From these subjifts,-ZE stﬁdenésrﬁére

ree grdups, labeled by -

éiilty as High, Randgm, and Law. o % . : -0
] Data_cpiiet%ed duriﬁg £hg.Jangitudin§l study iﬁﬂ‘udéé!Fhé
ﬁéiléﬁiﬁgsé o . \
} 5 1. u;ai interviews, WIth -each su%lect being queried
I .Gﬁ the same topics; ’ 5 S
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' Qi .
. eventually recardéd apprnxlmately 330 ODD wards

typed transcrlpt; aF the ara! lntarvlews, whl:h
of - spaken ianguige; -

“r‘ﬁten Eﬂmnasltlans thaé were collected as .

< typi:ai sample; of the students work Fram_gfadgs_

312! ' ;h . . .=

snares on reading—abillty tests; :
results of ‘intelligence tests, wlth retests for
‘most' students xﬁ either grade &4
as for a: few in grédg 7 or 8; .

o

esults nF 1Istenlng tests adm1nlstered in gradgs ’

8, 9, 11, 125

resuits of tegts on the use nF ﬁnnnent!ves and
nnnjunctivg adverbs, :

.

. TI¥[:Hy teacher ratings on a set nF !anguage

gtﬂrs, ) = . R C ':—

) .
a

‘bank Ilsts made - by studEnts frum thelr memnry aF

’lnﬁanks read; : ) -

- R 7.
, s
- ’ 9;
10.
3 | .
METHODS

. Transcript

1!

3

mlszel!anenus ~other data; such ;s‘pensnﬁaii:y
 profiles . and’ students' . statements _gbout ¢
ﬁelevisinn pregrams watched. A

#

Cammunicatian unlts. A communication' unit. -
Tncluded. three categories of discourse-- .
_Independent grammatical units (T-units), answers
‘to questions when. those answers were complete but

not grammati:al!y Independent and words like’

M'yes'' = and "'no'" as apprnpriate answers to
‘quegtlnns. )

- Mazes. A maze here is a series of words or

initial parts of words {e.g., stutteflng) that do

_not. canstltute a compunication unit and are not
ngtessary to a nnmmunicatlnn unit.

13

£

, 5, or 6, as well .

s of ianghage were anaiyzed'FQr these two features::




‘Both erel end written ienguege were enaiyzed‘ier dependentA;

‘ ‘1 i:edjeetivelr edVerblel, end neun e]eusee. The edverbiei\gleuses were

C lauses

Ferthereﬂivueed by type,vend the,neun clauses, by,Funetiiﬁ

.as elaboration* ef‘5yntex were etudied'by two methods: = ‘% <

‘j, the use ‘.of - tfensfermatlenaiigremmer to eégée
suberdlnetlen- S Lod

2. the author- develeped, wenghted lndex Fer tallying
. all dependent cleuses. ' L .
é . E
1" point .for -each dependent clause
(Flret e{der dependent eleuses)
~ - 2 points. for any dependEﬁt clause
o A modifying or within another dependent
clause (5ecand!erder depeﬁdent eleu&es)

A«*f

eentalnlng a verbal eenetruet|en 'stich

‘ K‘f\b A ;}:' -+~ as an Infinitive, gerund, or pert|ciple
u s

Af,.‘;. 1f 5 peinte for any. dependent eleuee )

3 pelnts for any dependent: :leuee within
‘or medifylng another dependent - clause

L : . .., that is within or modifies eneLher

e . . dependent cleuse. .

The Fe5eereher »elee enelyzed stydente oral ‘and writgenf
N Ienquege for anlte verbe (theee requurlng a eubject) end nenFlnlte
verbs:(e;q., iﬁFinitivee, per;jciples) as weil as for verb depeltyip

. ngever? jexieel aspects of verb usei(eig,; the usé of gggé ve;
‘Z»embIEQ):were net,enelyzée; ‘Lebeﬁ’eeknewiedged‘thie as an inadequacy

of the study. o , ‘ . ’ .

' s T

A *The use oF various stratégies of syntax thraugh whueh the
;emmunlcetneﬂ unit is expanded ﬁeyond a glmple eubJect end
.predicate. - .

L=

\)‘ E T ‘. b Fr==p
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i . ) .
RESULT§ . ‘f~,i BRI

K

o R "zl¥; The ngh graup was high “the Laﬁ?grdup’sasfjaw; éﬁd;the Réndam-

QfﬁUpAWés in between an all'thase\attr!butzs:f_i
h - ' 1. . average . number nF wnrds per cammunscati@n unit:
- o Qral and writtad* . .

'
3

' i»‘: e 2. =syntattical elab@ratiéﬁ of ‘subject and predicate; ',

. o 3.. ﬁumberf§ngrammaEicai_grgﬁsféematiﬁﬁS;
b, ;b§EﬁCéiqf ﬁazéﬁ in pr?peftjnhta tg;af speech; -
5 _ reading and writingébi | ity; o | | -
6. raagé;éffvéga§UIaf¢; "

7. scores an’115tening‘tests;' . - _
- - - 8. use of c?ﬁnEEEQfs’(é_gg; unless, although); .
_ ) : : - (g__

9. use of te%tativenessz' suppasitian; hypotheses,  5 -
conditional statenfents; . : ’

10. .number of dependent clauses;
.o 11, use aF-adjée;ivai clauses.

Some specific details expl icating these results are noted below.

For each group, a}éteady upward progression was recoraed for
\ . . _ ‘
the number of words perloral communication unit, and ''almost without

"exceptian, a high3rfave# ge number of words per, unit is accompanied

by hlgh teacher ratnﬁgs, y the most efFeﬁtfve use of. ﬁhhases and

- =
g

>;antrnbut|ng to clear and meaningful ;ammuniﬁatign” (p. 25). The

High group was approximately four to Five ye %Ls ahead of the Low

'grauprand one to three iears ahead of the Random group. a

‘\.‘v

clguses, and by IﬁETEaEEd ~use of other forms of elabgratlan I I



ln wrltten languaqeF th upward trend in the average numbgr of
\;ugrds per tgmmunlcatlan unlt\uas erratic—-large upward trends were
. g »

Fcllawed by dcwnwa?d shnFts. -A-l graups shawed rapid grawth Fﬁam

g des 9 to 10 but gﬁly the High\§3ﬁ Random grnups surged from:

;)

grades 11 tn 12 Agann the High grnsb\:és four or. f|ve years ahead

‘?:he Law group. :' .

Y 7-”5 In camparing bral and written Ianguag: for number of. words,

154i7f éral-t

'éIauses in oral langgage_ while the High graup;? éafded a
three-fold increase from graﬂes K= 12§ ‘the Low graup
dependent clauses increased Faur Fnldi‘ This greater Inc eaée was

LN ,»-,i.

pcssnble begause students in the Low group’ started with a much lower

3 -

use of dEpEﬁdent clauses., chan hypathesuzes that the Low greup's

w

i_Fundaméntal problems were low soclo-economic status and different
Earlysléﬁguagé en?iranmené.. |
The average nﬁmber éF‘depenaeﬁt 2léuses in writtén'languagé was
similar for all three'qragps at the elementary levels, but the count
did nat reFiect the qualnty cf wr:tnng, which, according to tﬁe'
re§earcher, evndenced real leFerenges in ability.
" ' Data for oral Ianguage indicated tbat adjectival clauses are an
important developmental Féat@ﬁ for the High grdup. Adjeétival
P . . . ,

clause use fluctuated for .the other two groups; however, these

. groups used virtually an identical percentage of adjectival clauses

1]




et the end of the high seheel yeare as they did In Firet grede.;z

Loban eencluded %Fet "en eeeeptienai speeker (High) wlll use a

pregressnvely greater percentage eF edjectivei elauses In erel'

# 'V: ler\guegei whereas the nenpref)etent_speeker (%ew) or average speaker
(Random) wiligsﬁee‘ne'sueg eereeﬁtegerinereesefin the uee of
-édjeetivelieleeeee“ ip Akﬂ)

In written lenguage, Leban Feuﬂd that the High greup exeelled
|n usage eF edJeetlvel eleuses until grade ten'

.}At that pelnt the Low group bengS to manifest what
the High group has exemplified threugheut the early
grades, and the H!ghigreup . s ;reneFers IESV ’
emphases to adje¢tival pertieipie] phrases and other
more sophisticated solutions. (?: 48) - :

,Arl groups tended to uee_neun clauses ee direet eb}eete or
pred{eete neminetiVee, with some ehirtsfeé later gredee to less
common categories. Hewever, in writteh:iengyage.fhe High and Random -
groups e;ideﬁeed a prepertieneee[y greater uSe,(theg did the Low
greup) of ﬁEUﬁ'E]au5ES as eppeeifivee“endfebjegge (e.g., of

prepositions, of pertieiples)e |
| Adverbial clauses of time andeeeese demineted both oral eﬂd
-_writteﬂ leﬁeuege; Hewever, clause typerFluetugzed in. written
Ianquege,~ nhrr‘nnq on the eempesltlen topic. Aeverbiel eieueee of
condition Qere common ié-writingi while the High group used more:
clauses of eeﬁeequenee and condition in the Ieter_éredee than didi
the other two groups. Loban concluded: )

. the topuc Qi any writing or epeeklﬁq shifts the
frequency of. dependent clause functions. However,
eleuees requiring rlqereus attention to relationships




_phenomenon:
i

. ) ) ;!-' 9 ="
I o L N
f‘wn]l eppeaf lees Frequently in &l Iengueqe and will
be employed more often by those who are skilled In
expreesien. (p. 57) - - . N
iﬂrei end written lenguage were compared- for elaboration
teehﬁiquée;=end_the High group demeestreted a consistently éné”

pregresslvely greeter number of elaborations in written language

then in efelulenguegei LThns seme pettern_alse eppeefed with Ieee

eeeeléretlen for the Rendem group. . Hewever; eleﬁerefﬁeﬁe_lniwritten

2 T

Ienguege evolved’ mueh mere slewly for the Low greup.i 'y

~ Use of eempiex. verb phrases (e.g.,. ekpeeted to heve been

waiting) did not differ for the three-greues; Neuthsr were greup

differences evident for verE density. Altheugh the ETepertlen of

their erel'lenguege usage, the High group ranked ”superier" on this

feature in writihg; Loban -also remarked on an interesting verb.

& .
B

Y - =
= =

. .« thevoral and written data actually move in
opposite directions,. with the High group showing
substantially -more nonfinite verbs in.written than .in
oral language and the Low group $howing substantially_
more nonfinite verbs in oral an in written
language. From this observation we may conclude that
those rated high in lan guage meke'e eenscieus AFFert
to use nonfinite verbs Jn their writing whereas
rated low in language
effort. (pp. 68-69)

lo net meke such a eeﬁeeieue

~For a moge intensive examinatfon of .lanquage use, transfor-

4

= =

ability group. The subjects were chosen because they were typical

. of their respective groups. The analysis revealed that the High

subjects used more transformafions than did the Random and Low

K —— i

,nenflnlre to finite verbs was not leFerent for’ the three greups in'

_me;ienei_enelysie wee‘perFermed for six subjects eniysstweuFrem eeeh_



. ) . . ., I - ] v F o

subjgzts., ln Fact, the ngh subjects were usung
N i ¥

dE]EtIQn transFarmatlans in qrades 1-3 as the Lﬁ?

&
¢

uslng durlng the Tast three years of high s:haa N

1
Cor . . .
N 5 A u

. . . - B e . ) . . £ ;E.Ji

v 7 'CONCLUSJONS - S L g

5t

*
[

P 1 this section, Loban summarizes thé:infdrm%tian’détailgd in

. 'the earlier. section on-results and ‘then draws some general

‘conclusions. I Co S -

Laban suggests that student§ whc are superlur in nral languagé .

=

in kundergarten and’ grade one (banre they Iearn to read and write)

.
* ¥ s 4 - - =

- are the students who excel ip'feaﬂing aﬁd?writ?ng-iﬂigfade¥six,: He '
further an;iudégpthat stude;ts,wﬁa are }ated.aé Eighif‘préfitient

e users of tﬁé 1aﬁguage rely more heavily {thaﬁ,éa’their less aé1e
caunterparts) on ﬁ;ﬁgndent clauses (especially on long énés) and on

Voo ' adJEEtIVE clauses. &Tﬁey-alsa use %n;e‘unusgai syﬁ;égtic elemgﬁgs,

i

such as appagitiﬁgs, objective complements, and dependent clauses or

[l

naﬁFiﬁita“verb‘glusters-émbéddeﬂ within dependent clauses. : ’ 0

}chan also as§§rt§ that “depend&nt clauses ''used as objects of

- i

. the herb are learned early iﬁ life and easily used by all Epeakefs.

re

»Jl.‘ .

.

Thus .means we will be more IntEFEStEd in® ather less elementary uses

'

of noun clauses. The same holds true for the adverbia1iilau§e of
: : # % ) ’ P .
© v, time; its use is no mark of language maturity. Instead, previous S

vt 'studies direct our” attention to -the use of adverbial clauses of

Ebﬁcéssicﬁ;aﬁd condition as evidences of maturity.'" (p. 77)

Aruitoxt provided by Eic:

[N s . L : - P : . - : LA
- ¢ Voo, .. . s o . - . % -
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b ¥ o
B gf ~ He further comments that ""by the time the High group reaches
o = } % .

the' secondary. schools, their writing shows no greater. incidence of
. : -, \ . :

dependent cl®uses than the other groups;.the Low group now begins to
" use more dependent clauses in Qritiﬁg, but for genuine language

power, they are depending too heavily upon such clauses. At the ~

- SECQﬁdaﬁy lével in writing, 'they are doing what the High group did
. a L. 5 E*‘ 7
in grades 4, 5, and 6." (p. 77)

Loban describes stages of development in terms of what appears
at various ages:

1. Ages 5 and 6: pronouns; verbs (present and past
"~ tense); complex sentences; ''pre-forms'' of con-
ditionality and causality; six to eight words per
communication unit (oral). '
2. Aqges 6 and 7: complex sentences with adjectival
. clauses; ¢ .ditional dependent clauses; 6.6 to
8.1 words per communication unit (oral).

3. Ages 7 and 8: relative pronouns as objects in
subordinate adjectival clauses; gerund phrases as
objects; 7 to 8.3 words per communication unit

. {oral).

L. Ages B to 10: connectors relating particular
concepts to general ideas (e.qg., even if); cor
rect use of subordinate although (for 50% of
children); present participle active; perfect
participle active; gerunds as objects of prepo-
sitions; 7.5 to 9.3 words per oral communication
unit and 6 to 9 words per written unit.

g Ages 10 to 12: complex sentences with
subordinate clauses of concession; auxiliary
verbs might, could, should; adverbial clause usc
at twice the frequency of kindergarten students;
if this - then type constructions (orally);
increased use of _long communication units and of
subordinate adjectival clauses (oral and writ-
ten); higher frequency of participle modifiers of
nouns, gerund phrases, adverbial infinitives, and
compound or EOﬁrdiﬁate predicates; 8 to 10.5

O * !

ERIC

Aruitoxt provided by Eic:



[

. 12 \
= #
° :f;\
L ' ‘words per oral communication ynit and 6.2 to 10.2
per written unit. :
’ = N = ’
Loban concludes. that the group rated High (during the entir
_ study and by a largé rfumber of teachers) manifested the following
language-use characteristics: ' .
& - : ’
® 1. longer communication units;
) 2. greater elaboration of subject and predicate;
3. more embedding in transformational grammar;
4 greater use of adjectival dependent clauses;
5. more use of all types of dependent clalses;
6. larger vocabulary;
Ld
7. better control of mazes;
8. higher scores on reading tests;
9. higher scores on listening tests;
10. increasing skill with connectors;
i1. greater use of tentativéness (i.e., supposition,
hypotheses, con jecture, and conditional
statements).
LUMHEM I B
vt Il-nﬁ‘;}l' Que_ttuny the Influgnee of (he Lottt sttuaci.o,.
1 el U Laamifer o G the alur wlness of (he studenls’ Fariguat.
F
[ :a;ml.sl; gopulalbti v L L alag b quesliotied, . dnee Lhe Bay aiea |
tvar by typical w14 Amc, ia
M. ever , (he abod, s angesL et | L I B O O N T
¢ oowhe underatanding of ohe JeverupMent o0 stadain tuiiyudge (I
U -
o ;

ERIC Ly

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

“testifies to its credibility. . -

’

longitudinal structure (which is unique for research in this area)
' /

Thes study also provides important information on criteria for

writing success in the school situation. These findings about the

.. importance of c@mﬁ]exity and embedding support the importance of

instruction in sentence combining to enhance Syﬁtactii fluency.
- * f
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Britton, J., Burgess, T,; Ma;tin, N., MclLeod, Ag,.E Rosen, H. The
development of writing abilities (11-18). London: Macmil Tan,
1975. - v
4
Bruce Cronnelt
‘ 4
rThis book makes two contributions to the study of writing.
Figst of aj], it sets out ilaésiffzati@ﬂ systems Fcf written
products. Sé;:ondi it reports a study of the actual writing of
. secondary school students in England.
: SUMMARY
THE CLASSIFICATION SYSTEMS
There are two classification systems: one for audience and one
_ for  functisn, Both systems are p&imafxly designed to classify
schuwl wiiting., The adudience categories are displayed 10 Figure |.
However | applying these iatéQDriE’S tuo actual wiitted producls seems
Jirffrculit when the réadgr has o koouwledge of the bLackygr ovund 1o Lhe
Wl Ling. lhe researcher s ''cheated” when they classlflied papers:
Poacthar 2 sant 1o el wnly v 1Ly samplea, Lul also the diioot o’
p Crocludr g ol ias . wacionz) thao o eesdod then Al Ui, b e
[ Pae 00y aless . o sreal dest [ I T thiat
K\
. f [ - B R al. 4 e 1, . i L "
u - Pt b [ 4y = e N T T [ . [
a0 2, w T T e O e Y O T A I [T
I L ST T T O I P Y IV - FEE S PR | I,
Phe ot wabeg s Tes sl ombnar lewd 1. Uiy, G0 [
. £ [ I Fitvge | a 1 [ . PR [ 3 X i [ i i [
£ pothe cale e des are Jiv b, L o pre &1 ue g, Loy n wasd
o = !
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£
[
Figure 1
AUDIENCE CATEGORIES (
1 1 4 5
- WIDER N ARITIONA
el oA UNKNOWN ADDITIONAL
Se LF TEACHER AUDIENCE AL IEIENC ATECORIES
n ) (KNOWN) AUDIENCE CATEGﬁDRIE;
. I ) ]
Ut o Esperito Writer to his readers (or
adore el known fay- B | hes public)(4)
fronert oy men{31) Writer to his readers,
Writing tram — - - marked by a sense of the
G s Owi - - yeneral value or vahdity
pontot vew Child (or of what he has to say. of
Ath ! adoledrent) aneedtosupplya
Considerinyg {o peer context wige enough to
tre ontel group (3.2) bring in readers whose
Loty - — sophistication, interests.
tooathern ot ~ _ experience he canonly =
roat NGt Group membe estimate and by a desire |
Lea awhitlen for werking o conform withand
ta o Gl B e cantnbate L some
Lpeelh fur autiience | cultural normor trend
anenet, which may B )
_ B inglude ~ - . -
o o teac het) V.itual named
(33 audience (5.1)

L

- —
ioFudig

adalascent)

fodr guted
;J\Ju’f(:j 1)

7y the edrty
slages
transterenc.
Ato writing of
{rheta'king
feslatbion wiif e
micther-=whibing
trat a pts an
grgitation

Lres au5e il

LUimes free 11
particular
nesson late tis
hberatingg seose
trat this
particudar ad..0
waiits o hear
anythirig yuu

L

have Lo Say

gudience (5.2}

Nodiscernible

| -

(tedcher
learner

dighogue) Ol
Wrting tor a
speacifically
educational
aaguit butas
partotan
[SIALFIEILARY ]
interac
ELA BN

Eael laluood
fespanse
rather thao
toarimagr
Evdludlig.

F’LJE'/ tu
teacher,
parlicular
relatianship
(23)

Writing tor a
specthically
‘educational’
adult; a
persona!
relaticnsliog.
Cutalsea
profes
ohe based

S13Fial

upGh a share d
interest andy
experhise, an
accumulating
shared

context

Fupil to
esamuner (7.4)
Wiiting fora
specifically
educational
adull, but
demonstration
ot mater at
mastered or as
eadenceaol’
atnhty 10 take
up acertam
Wird of style, a
Colminating
punnd rathier
than astage
aprocess of
interaction
and with the
expectation ot
assesament

" rather than

L TeLnnae




Figure 2

- Fuuchu CATEGORIES ,f

TRANSACTIONAL (1)
Language tagettifings
done, e tis
concerned with afend
outside itself It
‘intorms, persuades
andinstructs,

~Language close to the self,

EXPRESSIVE (D)

revealing the speaker,
verbalizing his .
consciousness, displaying
his close relationship with
the reader. Poszibly not
highly explicit. Relatively

unstructured
3
" 3
e - (;(‘)NATIVE(I\‘) ;
INFORMATIVE (.1 1) I(sstffchun and persuasions
j e

F\’E[:ULATIVE (l E 1)
Language which lays down a
course otaction to be followed,
;makes demands ISEUE‘S
assumed. Emd n\akef
recommendations which carry
the weight of authority or the
| | forceolthe speaker's wishes.

3:

PERSUASIVE (1.2 2
Since compliance
cannot be assumed, an
attempt s made to
influence action,
behaviour, athitude by
‘reason and argumentor |
other strategy J ol

POETIC (3)

.aplay. a shaped

A verbal construct, patterned
verbalization of the wniter's
teetings and 1deas. This
calegoryis notrestricted to
poems but would include
such wntings as a short story,

autobiographical emsmde

S S -

LADDmQNAL CATFGDRIE;( )

IMMATURELATEGQ IES(4.1) ) SPECIAL CATEGORIES (4.2)
[y undissociated calegories, ) Categories created by the
practice play, etc special contexts of education.
7/

PSELDO- F’SEUDD DUMMY RUN{423)
INFORMATIVE CONATIVE, Exercise and

(4.2.) (4.2.2) demagnstration of the 4
Writing directed to Another abilify to perform a

the teacher via an ‘apparent writing task, which fails
‘apparent transaction’ but | _ | totake up the demands of L
transaction’ but aconative one, that task,

failing to take up the - .

demands of thé
apparent
transaghan

. T

RECORD (Y 1) |~ 1 HEF{)RT(I 14
A Eieminess = The wiiter gives an
account o accodntaf a particular
runting senes ot events or the
commentary appearance of a particular
place (| & narrative amj/uv
descriptive)

3y \ !

ERIC-
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-
bFNEHIKLI?ED

NARRATIVE OrH
DESCRIPTIVE

INF RMATION (11 )

The writer is lied to
particular evepts and
places but he s deted G
d patternof repetition i
thiem and-herswpresses
s generalized bam J

p—-J

.

ANALOGIC, LOW
LEVEL OF
GENERALIZA
114
Genume
generdhzahigns but

TION

relationships are not

made explicit

loosely related: 1 e the

percewved and/or not

ANALDGIC Q. 1. 5) ANALOGIC - TAUTDLDGIC

Generalizationg TAUTOLOGIC (:1.7r

related (SPECULATIVE) Hypothesés-and

hierarchically or (1.1.6) deductions from

logically by means| | Speculation about| | them. Theory

of coherently ) generalizations; backedby

presented 2 | |the open-ended logical

classificatory = | consideration of argumentation J

ulterances, analogic S
| possibilities J

(rulluulﬁgj 9]

1

276)

91
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séfg (R(:;éeni 1979) that she and her students have difficulty using
the categories énd‘squested thét>there may be a cultural ﬁféblem.
The C]aSSiFiiétiqﬁS hecome clearer when the directions are given,
but this again seems to be “EHEéting," since it jsn't just the

written product that is being classified. For classifying both

audience and function, the British researchers may be able to quess

the implied directions and thus the expected audience and function.
The school system in the United States just isn't the same as the

English system, and that could make a considerable difference in

Cinterpretation (as noted again below). /A

{
TH% SUBJECTS
Britton et al. used 500 Eﬁglish boys and giﬁié (almost equally

¢ =

title suggests that

[y

split) from age 11 to age 18. At least th
" .

those are the ages; tﬁé book itselr Dnly.référﬁntu their year 'in
secondary school: Ist, 3rd, 5th, and %th (whidh somewhat gévv:spgnd
. »

to grades 7, 9,’11; 13). The 7th year is either the second year of
"sixth Féf%,” which 15 only for academic students planning un gouing
into high education, or i§ some other §¢h@a) tha% wWe Would Cuongdder
pusl-secondary and fuo the brighter scudents.  Thous /th yewt ba el
Lyplgéi I theay 15 woly for good students.,

The scudencs came tiom the fFoilowing kinds i ..tiooi. (i aan
by Jescending fooquency):  grammar secondary mode .., comprehiz al.c
divect grant, independent, and colleges of Fufth;: educat ion Lonne

Lorment  |s appropt tate on these kinds of schools stoee the y i e

ditfereat room U.S. schoals,

(! o

A
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Grammar schools teach only academic programs; thus there is a
weighting towards better students. Secondary modern schools are
clerical, and some vocational programs are included. Comprehensive
schools §FE like U.S. high schools; that is, they include both
academic and non-academic programs. The status of direct-grant

schools is unclear. Independent schools are private schools,

probahly all with aiademic programs. Colleges of further education

-
are what one can go to after a five-year secondary academic pf@gr,ﬁi

'

. ¥

(The seven-year academic program is required for university
admission.) Such colleges might include teacher-training
institutions, but they are not specified in .the report. They are

. 4

: bl e o .Y . o) . o
presumably academically .oriented, but probably with more averaye
students than In the secondary-school bth and /th years,

Britton does nol present & year-by-school distribution.
However ,- most. of the Jth year studénts probably come from academic
A !
PRI I o= S anunan Independent aiid icllégjé'ﬁ wf For Lhe
cducal luh lthhevetoure, (e ,f[.'\h yedi  aludentls (ai"\d pethaps Lo
C o HE, sal oL Lhe S50 Lt ;l,\..!a;HLb) ai e Lthe Lo by alydeiiy o
[N BTN U Vi e o Loavghl slude, Us Lo o thie 1oy and 3l "3,*!
L eal Al g thas v Lo heppen b ae wndary sohoo s 1 L hig
L S T N SN SN Toele ol wp wue patvern (less brdghie se der on
5

arc oo AlL, i waen ol dis wet Letne the zod BF high Lohiewl )
Lhie Jiffecove b wtsln, 00 it s great aa tL woald Le o l!lg‘_llld.
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*F

THE WRITING SAMPLES ‘ b

THé 500 Studeﬁtﬁr‘pravlded 2122 writing samplgs {called
”sc%ipts“) from five subject areas (plus "others'"): English (over
oné-third), sgi;nie, history, geography, aﬁﬁ religious education.

: * 5

(I't should be noted that the latter two subject areas are not taught
in most secondary séﬁcgls in the United States.) The sz}igts were
not evaluated for quality; this is a serious limitation to the

\ ‘

study.

RESULTS--AUDIENCE

The major results for sense of audience are shown in Figure 3.
Most of the scripts were addressed to the teacher--not an unusual
tindindg SiﬁéEAthétlﬁ what school writing is all about. - Nor is it

surprising to find that the teacher is addressed as examiner: again,

Lhat's the pouint of much school wilting, and probably especially in
England, where’ essay questions are more common, even for

gaaminattoens that ‘are ext

egirnally administered. And therefore, 105
el suiprdsing that tihe “pupll .. saé@lﬁéf” Categoty iACicases Ly

yeait, most studenls 10 the 5th and Jth yeais aie pigpar iy Lo Lake

;xflggl‘g} T 1ysde

i

el cal eealis, aod o0 cpatl 2Llun LG Lake 8554y Le.l

4]
]
n
]

the wittiag of csaa, s with ol enanioer as audicice Ihie i
the "witier L. his feader s cateyury way also be v .lated (o the
shantnall.an slace (he  sulalde esamlines wail be lewed wa o
generallgsed | eader

Uverall  the sout. o iw i waulte ate what gt e eapo. te Ty

e, L oxddillas 0 The United States, al[hQUgh wl Ui, 3ﬁmtwh§t le..



O

ERIC

Aruitoxt provided by Eic:

20

Figure 3

Results--The Writer's Sense of Audience

Table 11 Distribution of audience ﬁategaries (n = 2104)

Caiegones . A
Ch:ld to self 05
Ehnld ta trusted adult ' 1-6
Teacher-learner dialogue. 388
. Pupil to teacher, particular relationship 1-0
Pupil to examiner 487
Expert tD knawr\ faymen 00
Child to peer grDup 01
Graup member to working group 02

led to trusted adult/tear:her Iearﬁer dlalague

Teacher-learner dialogue/pupil to examiner
Teacher-learner dialoguejwnter to his reader
Miscellaneoys.

5

DE
40
10
1-7

Table 12 Dlstnbutmn ot audience Eah:guilsﬁ by years

Percentages Df year totals

Year 1 Year 3
{ategories (n = 619) (n - 552)
Cri[[d to self 0 0
thld to trusted adult, aﬁd
child to trusted aduit/teact e
learner dialogue 2 3
leacher-learner dialogue 51 15

Teacher learner dialogue/pupil

Year 5

(n

0

i —

a1

!

to examirer 6 5
Hupil to examiner 0 5
Fupil to teacher, pajtic ar
felaharvshnp u U
V/vv!sr to his TE:!(JEI% aﬂd
tracher-learner dialogu
writer to his re dE'S U ;
let sllan*nu_, 1 0
Nurt- FPercentages have beean ruund s that in s abd some

(218
figures do not always add to esactly 1DD

iy,

=
"

5ot

Ve

Year 7
(n - 471)

L3

al

Lo

ze juaend lal il

(R



examiner role since essay tests are probably
[ 14

=g ' !
e

m
s
M

emphasis on th

common than in England.

RESULTS-=FUNCTIONS .

e 4, That the

w ¥

The major results for function are shown in Figu

s most common isn't surprising since the
oy ! ' !
kinds of expository prose that it mostly describes are just what is

generally reguired in school. The high frequency of poetic

functiens is the result of the emphasis on scripts from English

¥
classes. The great dJdrop In poelle writing in the Jth year Is

, X A3 . ¢
presumably the result of study 1n that year ygenerally being focused

“ on odtside exams, which don't require poetlc writing.
Must of the transsclional willing 1s informalive; oily 1.6% 1a
F
Lwnalive (whal 1s generally called pei sudsive) liits 1s ot
sutpr lalayg atnce ztudenls are vzuall, asked Lo worte T wider Lo
infurim Lteacher s, nwl pei suade them
Bri 1Bt el ol see Lhe 1nfGimallive caleygw Ton as praasdiwazboyg I
[T AR I I vt 7w el s e P30y aliat Ul mes Tpos tosr b L
PRI Y [ S S PO B O R L0 N 0 B B O TS r Nl S N SR O U A
o [ ato
corve Ly
. I
Y [ EENUR TN = SND R ARV FR TN S B B - S B &) s theso ol ) B 1
In‘sj sl o b ge sonple toee TU g ' [ | T -} '
(A ssl S5 . ali vy, aleez i i AN [P (- | I BURY P R Lhie Lot }
i
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O
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¥
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Fidure 4
- - — . . *u, '
Results--Function PR :
Table 16 Distribution of function categories (n = 1992) Table 17 Distribution of function categories by years
i ) ) (a) Main calegories -
(a) Orstributinn of main categories — — — - = -
& Percentages of year totals )
— - — — ) Categories Year 1 Yeaf 3 Year5 , Year!
Man cateqones 4 O — — — — — —
N e Transactional 54 57 62 .84
Feameac i ) Expressive . 6 6 5 4
fransarnoral 64 Poetic 17 23 24 S
E““ o 1‘;’? Additional categories 19 .8 4 1
onte - ”:‘ Miscellaneous N 4 6 5 4
At an 86 o = ) _ I
Blige e aenus 49 I3
o o : (b) Breakdown of subdivisions of the transactional category
(Fe Suptvision ) B _ _ S
S — Percentages of year totals
o Sub categories Year 1 Year 3 Year 5 Year 7
s b 5 _ e . I
- - . . Record \ 2 i 0 0
UH Report 27 17 4 3
121 Generalized narralive 10 8 3 1
67 Low-level analogic 17 1 '8 1
Analogic 2 A 28 L
Speculalive 0 U 3 B
Tautologic U 1 0 6
Conative i . 2 - 2
Miscellaneous 0 U 3 2
o - ) _ (b 165)
(p IE)Li)
Table 18 Lhisinbuticn of furicu... . ategores by subye i ¢ V)
valioL
Sut'p'
{1
216,
REISI i
RHL;{_H'[ 3 Al s} A8 n 10
Genera,. A 5 16 4 b 2
Low level ar aia i 4 o 49 4 17 15
Analogi. J Ju iH ) i, g7
Speculat 4 . : 3
Tautulogic i \ H
Csnalive i 4]
Migiellan..
frfurrmativ. i R
iOTAL
TRA&N a0 + 1 . . 4
LobFRERNILE ! f b
Foib T, A9 £ 4
Poovitaalaale L own | ‘ 3 B /
Frmegdu o turm aty, fs H i o 4
[oarimy run I3 -
Tiatal AlLaia
TATESUIRIE S o o t / . N
pl AL U ATEGU M
EiLH"S_J?I’/II\'DFT‘\,;’;f!g‘ N
Expressive/poetic _ 5 -
MinLelHanaous 1 10
Q S — - - . - —
E lC *higures represant whobs numies perceafages rece cilifg oL TEYL o TRAT OF i
i iy, (p. 16%)
. 2o
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However, the study is severely.limited.

i

&

The cateqories are

=

quws[ianable in their application (and perhaps in their definition).

The sampling was not random and may contain numerous biases, Th

-1

tuc

en

E

5

o

were from England, which has a different educational system

from that in the United States.

1

Overall, the book is fascinating and frustrating. « It provides

data that backs up what one could quess, but that may not be

"

tiut

]

<

2

3

k

va

n

t

tn this Qéuﬁtgy. It defines ways to categor ize writing,

the categorizZatlons are uielear.,

0

current

studies of writing.

However, it is an influential



- Emiq, Ja The :pmggsingsgﬁecess of- twelFth grad

L _ﬁé

‘National Gauncil of Teachers of Eﬁqllsh, 1971.

Urﬁaﬁa, Iil.:

T

,Ann‘HUmgs_

_ _ : ‘
* Janet Emlg s The CampasingﬁFratesses of Tweifth Graders is ;the

semnnal cantampaﬁary study of the con :ﬂng pracess. AT summaFy-gF

- the- impurtant work is presented belcw, thé summary is Fallawed by a

<.

[
!

"INTRODUCTION

hypotheses: -

._.:;.

.Few EFItJEa] comments. -

A

SUMMARY

*
"

R * : . &

The pﬁfpase of the inquiry was to examiné the composing

pfécesses of twelfth-grade writers, using a éaseéstgdy methadi

fﬁégarding ta-fmig, the césé st udy methad had been prev:ausly

attempted for only two extended echrts: the 1361 eFFﬂrt of Enqllsh

’

’writer'Dévid Holbrook (196&), who' aﬁaly;ed the wrltjng QF his own

students, and the 1967 effart éF Herbert’ Kahl (1967); an Ameruﬁan

wha described the writlna dane by- the sixth grade Ehl]dreﬁ in h|5

classroom. 4

.Emig selected twelfth graders for her study because ostensibly

L3

ﬁbeyihavg,EXQériéﬁied the widest range of composition teaching in-

the public schools, Emig used these students' to test four

1. Twelfth- -grade writefsbengage *in- two modes of
composing--extensive and reflexlve=-¢haracter|zed
,'by processes of different lengths with different

clusterings of components.*
J5 ¢ .

*The extensive mode is defined as. that which ﬁanveys a message,
i's in the cognitive dcmain, and has an impersonal style; the
reflexive mode is that which focuses on the.writer's thoughts and
Feelnnqs, is in the affective.domain, and has'a personal style,

‘E
-

&

-



- . -2. These dIFFerenﬁes can be ascertained and
L S " ¢haracterized by having twelfth-grade writers

. compose aloud==by. attemptlng ta externallze their ’

pracesses DF enmpasing. Co o

- . 3., In~ the campcsing_ prg;esses of . twelfth-grade
. S writers, an implied or an explicit set of
b o . - stylistic principles governs the selection and
‘ " arrangement of lexical, syntactic, rhetorical,.
and imagaic. component's. . .
k; For twelfth~grade writers,.extensive writing
Qﬂchrs Ehlefly’as a schﬁéi%spensared activity;

THE COMPOSING PROCESS; REVIEW OF THE LITERATURE. = . ° .

According to Emig, there are three broad types of data on the
composing process: (1) accounts éancetﬁing established épth@rs, (2)

directives about writing by authors and editors of rhetoric and *

- cgmpasiticn té!;g/héﬁdbﬁ@&gg and}(B) research dealing with the whole

%

act or some part of ''the creative process."

Agéounts,C@nCErnjgg:ggtabli;hegmyfjﬁgrs - R

Accounts about established writers take three forms:
description by a yrfier'cf ﬁis/hér own methods a% working, dial@gué'
hetgeen writer and attuned re;paﬁdent, and aéalyseseby %thérs of

. evolutions of certain pieces agrw%itlng. | |

Descriptions by a writer of his/her own metﬁads appear within

products (gr as prefaces/introductions tagprcduats), in interviews,
. | and in selFéstudies.v The audience is eithgr internal (the autﬁar

himself) or external (th§ reading pubiiﬁ)-‘-When the audience is the
author, the deg;riptigﬁs are idiosyﬁ;ratis, and thus. not

generalizable; when .the audience is external, the descriptions are

hai$)




rctrcspcctivc .and- subject to inaccuracy, bcth bccausc cF the -
_|nFIuence cF timc on mcmcry and bccausc thc authcr "invcnts” Fcr

ccmmcrcial appcai Ecth knnds of accqunts pose a prcblem, acccrdlng '

[

" to Emig, bccausﬁ thcy dccl with the Fcelings cF writers, not with
the writing process Ftscifg' Thus such accounts Fc -on partlal

. phenomena. : ' ’ , = Lt

The second form.of ccccunt is the dlalogue between writer and
attuned rcspcﬁdeﬁc (e.q., an editcr or Fellcw artist) Such -
'acccunts are limited bccausc they do not deal with the. tctal

prcccss—ethcy prcvudc |nFormat|cn cnly on ‘the rcvisicn of specific

.wbrks,

¥

’Thc last form, analyses by others of evolutions of certain

pieces of wrj;]ng (e.g., licccé?y critics, researchers doing

ccmputcr analyscs cF 5cylc) covers studies that are concerned with

prcduct rathcr than process.

Texts and handbooks bcrtcay-thc composition process as a wholly

Rhetoric and Composition Texts and Handbook s

_rational--even mechanical--phencmenon. They are not useful sources
of data, according tc'Emig, because they do not consider the

c.ssible effect of a writer's personality upon the process.

Theory of the Creative Process

1Y

‘The third source of data consists of theoretical studies and
empirical research dealing with the writing of adolescents.
Theoretical studies of the creative process generally describe

the process as consisting of several aligned stages. Data can be



|ﬂeﬁt|FLed to eyppert each theery, deepite tHe Fect that the number

and type eF steges diFFer,v A Few etudles des:rlbe the creetlvev

process as tension. between eppeslnq verlebies or es the intereetlen

. of varlebles. o o o ,
. , , .

Empirieél FESEEFéh about edeieeeent‘writiﬁg ueﬂelly focuses -on. -

:he'preduet rether then upe; the precees ef writing. Twe etudies
that do'deal with pmeess; Tovatt & Miller (1967). and Rofman i
Wieeke.11964), are experimente 1n‘inefreetieneeeyetemetie greup-‘
ieterveﬁtieee efe introduced teerFeetuate‘éEhenge.in sﬁedeﬁeef
’beheQier ge ehey write. L | |
THE DESIGN OF THE STUDY R ' -

Emlg studied eight 16~ eﬁd 17~-year=-old etudente frem various
eeeeﬂdery eeheele in the Chleeqe eree.z These etudeﬁts were -
recemmEﬁded ‘by- the chelrpersen of the Eng]ieh depertmeﬁt oF-the:r
high school because they were “geed”’wrltere.

. Each subleet met Faur times with the iﬁveettgater, At the
FirSEteeeeieﬁ, the subject and the inveetigeter conversed for

. A
approximately 20 minu%ee,:end then the subject eimulteneQUSYY
composed efeiiy ee>he/5he wrote ee'gaper. ThLe eempeeieg‘ﬁee done
in the presence of %heiinvestjgeteb. The student chose both the
topic and mode.  The oral composing was recorded, and .the
ieeeetigeterfebeerved-the eubjeet end mede notes. At the end of the
session, the subject was told that at tHe next e?esfen, in one yveeki
he/she would write about ,a person, event, or idea thetviﬁtfigued

him/her. At the second session, the sub ject ecépeeedgerelly and, on

paper and was asked to recall any prewriting and planning done in
- b ]
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wrltlngghelshe had ever den&, bath iﬁslde and ﬁutsideﬁ
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B -

_the interval'betWEen sessféns; At the end af the seigqg Seééfan, ’

the 5ubJect was’ tald that he/she would be asked ta ;,f' |

&

i the thnrd sessneﬁ, the subject pradu:ed an autabiegraphy GF his/her,v

wrltlng and was "asked to brlng a sample of + his/he 1 aginative

the interval between sessicns. At the Féurth»SEssian; thé subject,*

‘;_was asked ta recall the tgtal prncess engaged in whlle writung the

fimaglﬁatlve,wqﬁkg Y

" not discussed here.

THE COMPOSING PROCESS: .MODE. OF ANALYSIS

Ip, this SeéticﬁﬁﬂFAthé,FEpéft; Emig del ingates dimensians of
the :ﬂmpaslng pracess agalnst which case studies cF twelfth grade

B

wrlters can be analyzedi~‘E' ig presents this delnneatlon in twa

“. forms==in autliﬁeAForm and in prqse. Emi 5 cutl|ﬁe is preseﬂted in
: SRE P ?. 9

‘\

F%gure-?.’ ‘ o .

LYNN: PROFILE OF A TWELFTH-GRADE WRITER

In this section, Emig presents an analysis of the responses and

‘hehavior of one student in the study. Since Emig's comments in this

4 B N .
section .are covered again in subsequent material, this section is
&

-,

Siggu OTHER TWELFTH-GRADE WRITERS

 Background characteristics shared by- the twelfth graders

sinclude the following factors:

1

1. All but one were the oldest child of thevFamilyi

&
2. All remembered being read' to by adults.
f; o
wog ’

:ihﬂﬂl“;-ﬁ? At .
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l Cnnlast of Cumpmmg

. Commanity, Fgmily. Sﬂlﬂ[

2. Nnture nf Sumulus . TR
Rep:teu :

. Field n[ Diirnur;i'fcnmumfr
environment;:

with natural
encounter with induced en-
... vironment or " artifacts;
man’ relationships; self.
Mode of kaur!f=zxpresswe-
" reflexive; expre;slvé;ext:n-
- sive.
Tenor of Discourse

Self-Encountered Stimulus
Other-Initiated Stimulus: -

A.mgnmm by Teacher—exter- - -

nal features (student's, rela-
ton'. to teacher; relation to

hu-

peets in classroom;. relation. -

" to’ general curriculum and to
syllabus in English; relation

“to other work in composi-.

tion); intemnal features or
specification of  assignment

(registers, linguistic formu-

lation, length, purpose, -audi-
ence, - deadline, - amenities,
treatment of wrmen out-

" come, other).

Reception of Assignment by..

Student—nature of task, com-

prehension of task, ibdify
. to enact task, ‘motivation to
enact task.

-3 I‘rewnhng v .
.Self-Sponsored Writing:
Length of Period o
Nature of Muﬁnﬂ and Ele-
ments Contemplated—field- of
discourse; mode of written
discourse; tenor or fnrmulm-
ijng of discourse.

5.

A e
*

: Te-r.her lnilh!ed {or School: '
" Sponsored ). w;mn_j e

al.hgr)

_ mafe, fﬂﬂld) type of inter-
+ vention (verbal, nonverbal ),

* time’ of intervention,

. . for “intervention (inferred);
*  effect of intervention’ on
writing, if any. ’

(Same categories as above)

Planning

* Self-Sponsored Writing:

Dimensians (}F the Ct:mpgsmg Pracess arm:mg Twelfth Grade Hrlters~
(SIbling,-;lxh;'_ S

Teason -

* Initial Plgnnmg*léﬁgth of -
. planning; mode of planning
- {oral, " written:, juttings, in- -

formal list of _wmgls[ph:gses,
topic outline, .senitence out-
line); scope; interveners and -
interventions, ‘

. Later Planning—length of pl;’m'—
ning; mode; scope; time of
occurrence; reason; “interven-
ers and interventions.

. Teacher-Initiated Writing:

(Same categories as above)

Stgrhng
Self- Spnnmred Wntmg

. Seeming Ease or Diﬁ:uhy a{
Decirion

~Element Treated First Dm:uf
sively-seeming *
initial selection of that ele-

reason  for

ment; eventual placement in

.completed piece,

Context and Conditions under -

Which Writing Began
Interveners and Interventions
Teacher-Initiated Writing:
_(Same categories as above)

Compnsmg Aloud: A
Characterization

Selecting and Ordering Com-

i An TDut,ﬁne 7

Aihﬁpglkmf Abryaﬁce wh\nl ] v .

.- tomponents projected;: when

first noted vrally; when used ,

* in- written plﬂ;‘!‘
Kinds of Tmrufmmlimwl
, Dpcrnﬁamkaddmon ‘(right-
- . baanching,

Style—preferred -
tions, If an rogram” ‘of
style bl:hindy pr:? rred’ trans-
formiations  (souirce:
teachér, parent, established
-writer, peer);. (effect- on

+  handling of other compo-
. . nents=lexical, thetorical,
" imagaic). _

Oﬂ‘n‘.r Dbitngd B-elnvhrn _7 -

' Sil&ﬂﬂé—ph}'ﬂt&l wn!mg. silent
reading; “unfilled” pauses.

Vamlu Hesitation Phenom-

- ena—filler sounds - .(selected

phonemes;

* semantically-low

phrases and clauses of sem-

anncially low. content); crit-

ical comments (lexis; syntax;

rhetaric); expressions of feel-

ings and - attitudes: (state-

ments, ' expressions “of emo-
’tiﬂnaplﬂs.lrc/p:in) toward
sell as writer to reader; di-

gi’ssmns ~ (ego: mhancing,
lsmurseqelﬂted ). .

S

Tempo of_EﬂmpmmL

Combinations -of Compotsing
and Hesitational Behaviors

" Relevance of Certain Theoret-
ical, Statements concerning’

S%lummu Specrh :

. Reformulation

Typt of Task:

Cmfgfung Revinng; ﬂmﬁnng

T;mdmnhj Operations:

Adﬂlﬂanéiilné of  element;

left-branching); - -
. deletion; reordering . or .sub-

. stitution; embeddiny. - _

: h’il‘lsfﬂﬁnu{

- zelf

murphemzs “of
‘content;

(pp.

C o

i :htgd or infermd m fnf
!ﬂdltinn :
Deletion—kind.  of

stated or ilierred n;asnn for

: or Sub-ﬁﬂul‘irm—
lnm:l element; stnlcd or
“inferred regson;
imbedding—kind of element;
slﬂted L or iEJEﬁEd n:usun

‘Stc'pp‘mg Sa e
A - .

Formulation: b

‘Seeming Ease or Diﬁmhy o .
Decision: .

Element Treated Last—seem-
ing reason for treating last;
plamnt of that . gemem
ln Pm

Contest and Cmditimu under
Which Writing Stopped

Interveners and Inierventions

Seeming Effect of Parameters
.and = Variables—established
by others; set by self. '

. Reformulation:

-(Same categories as . nbm:e )

'-Cﬂhign;nplaﬁm of Pyoduct

Length of Contemplation -
Unit Contemplated
Effect of Product upon Self

. Anticipated Effect upon Reader

on Piece :
Elements of Product Affected:

Repisters—Bield of discourse;
* mode of written . dismuﬁe
tenor of discourse.
Formulation of Tﬂh or Topith
Length; Audience;
Deadline; Amﬂﬁiﬂ. Treatment
‘ maf Written Owtcome;

3h-35) 23
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- _4'3.‘“A~hf§h9pefcéﬁtagé nF:péféﬁfs WErefteaéhérév/-:f" .

4y, Parents and teachers Wgre Impartant initiators or
: mterveﬁer‘s. T

i = PR M
s P
l

i v =5, The persan who was a sigﬁifiaant influence on. the
... students' composing processes depended.  upon

C ' whether the ‘writing ~was self- or school-
sponsored. SRR

6. Preiibus instruction ‘was néarly identical,

‘accarding to, students' memories; .yet  these:
twelfth graﬂers ‘had tome from eight difFerent

elementary schégls.‘-' AT = s
The sub;e¢ts preferred abstract themes, paffTEularly the bcys,
. ¥

all bgt‘ane ef gham refused ta wfﬁte~|n the ref]exJVE'madé. :The
‘writing was typicél Farmula wrltin;‘  35tr§ﬂﬂce, de@éiap, and
Ecﬁérude;l Dnly the one male student wﬁa felt cﬁmfortabie wrntnng in .
thé re%lex;ve médg_ reported making gutliﬁes! regularly and-
ﬁ%luﬁtariiy_ o o - o ot
A1l ‘but oné bay heéltated while zampasnng alaud.- Thg»éne ’

’exceptign ca%péséd (both orally and in the written mode) at a steady
pace éF 26+ words per miﬁﬁté, sEmig could Finé no conclusive

ex@lanation for this performance.

S, . No discernable qutiaﬁ'aF the students’ processes was devoted

to contemplation, no sense of consumation was gvidenzed; and no
reformulating procedures were implemented despite the fact that .

students could define such procedures.

, e s
FINDINGS

The twelfth graders in the sample engaged in ﬁwe modes of
composing--reflexive and exté%sivé, with extensive writing Géﬁurrfng‘

’ A..‘ i - . . . - o & 3 n?
chiefly as a school-sponsored activity. Reflexive writing elicited



¥

‘Based on her-ebservati@ﬁs ahd-interviest Emigfdrew the

B ff" L]

reFarmulatinq

r1i

mnre dlscernible maments DF cantemplatnnq the praduct and af

ReFlexlve writing gcgurs gFten as pnetry, and
|

'_‘extenslve writlng DECUFS ;hlefly as prase., o

-

=

1FDII§W|ng gantlusians abaut the sampanents QF the campésing pracess*i’”b

_The cantext Far a ccmpasing situatian 5uppl|es
the - interveners and interventions into the

" composing process. The significant other in the.

3. p

-.A‘!

‘:empa5|ng pracess QF secnndary students depends

.SEIFsspnnsared. _ : )

iFDF schcal -sponsored writlng, stimuli are most
often either examples of literature or abstract
taplcs, while stimuli for self- spénscred writing
Eaver a wider range from all Fields of discourse.

Prewritiﬁg ‘is a far longer process in

sel f- sponsared writing. Able student writers
vcluntarlly do little 'or no formal written
preparat|an, such as developing a formal outline.

Stuﬁents start sthcalsspanSQFEQ' writing or
writing in the extensive mode in a very
matter-of-fact manner, but some students exhibit
,lnhlbltnng behavior ‘'when asked to wrute in the
‘reflexive mcde. - :

Composing aloud is 2 spealallzed form aF verbal
‘behavior that includes actual composing behaviors
alternating with hesitation phenomena. The most
common hesitation phenomena: are making filler
sounds, commenting critically, expressing
Feeiiﬁgs,,digrESSiﬁg, and repeating elements.
Silent moments are filled with scribal activity
or with reading, or are seemingly unfilled,
although ~ writers ~may be engaged -in
nonexternalized thinking and composing:

Stopping is not a discernible moment in
school-spansared writing, but students. do-
exﬁerlence such a moment - in self-sponsored
writing. .
Students do not pause to contemplate what they
have written for school-sponsored writing;

5
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khawever,x‘suthv conéemﬂlatian accasignaily
characterizes self spgnsared wrltlng.‘ :

8. Students dn not. valuntarlly revise school= ' L%

) sponsored wrltlng, they more readfly revise
self- -sponsered writlng. P :

9. Students' first cnmpasltlan ‘teachefs set rlgid
' parameters. to their ‘writing- behaviors that the
students Fauﬁd leFicult to make more Flexible.

Furthermare, what Is beung taught In eampasing daes nat mateh
‘ ’ ) \

1

the pnactices of the best current writers, acccrding tﬂ Emig, and

this ﬁan be partially attributed to teacher "ililteracy" be¢ause the

_teaahers d@n't read the werks of 5Uch wrlters.' Making‘teachers

wrute so that they have experience |n the tompﬂSIng pracezs would’

&

) help _remedy this prnblem. T ; e

"Prewr|t1ng”:shauld ﬁat be ignnred “and révisipn should become

a part of instruction. Revis:aﬁ_fs'alsa too .narrowly defined ‘as

i

car#e¢fian rather thaﬁ reformulation. There should be léss.emphasis
on pclntlnq ‘out errars, and dlf&ttians (such as '"Be concise') shauld

be less abstrazt
k Téééhers should try to encourage a wider diversity of Writing

because too much emphasis .is placed on extensive writing.

:Ccrrgspandfnglyj a shiFt‘awéy,Frém the teécher-QEﬁtEred presentation

. and evaluation of writing should be encouraged.

COMMENTS
Emig herself aaknawledges some of the limitations of the study:
It ié im@artggt to note that this report doés not
claim to be a definitive, éxhaustive, nor psychomet-
rically sophisticated account of how all twelfth

graders compose. First, the sample of students, as
well as the sample of .writing they produced for this

2
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}IHPLICATIONS

3%

unvestngatian, is far. too’ small and skewed. Second,

_ even the most mature and lntraspectlve students ‘In
the sample found composing aloud, the chief means theé
study -employed for externalizing behavlar, an under-
standably difficult, artificlal, and at times ’

“ distfacting procedure. Third, the writer did not

: attempt to correlate the déﬁé ‘collected with any out-
side, '"objective' measures of writing ability--for
example, the Sequential Test of Educational Progress
(STEP). in Composition or the Student Aptitude Test
(SAT).of the Educational Testing Service. (p. 5) .

-,

Th|§ .study, according ta‘Emig, has implitatiéns for both

research and teaching.

Implications for Research

Emlg belneves that a similar 5tudy with a larger sample could
Furthermare, longitudinal case studies of students»wogld provide
inFérmatiaﬁ' about Athe developmental dimEﬁsicﬁs-!aF the writing
PFQEESSiﬁéth for the individuai‘aﬁé~Fer the members of  various
chraﬁﬁlagiﬁai and ébiiity age groups. Cross—ﬁﬁltutalgstﬂdies of how
students compose are aisé apprcprtaté, .

.'Campasiﬁé aloud may ' provide information about transforming

operations and'sbcntaneaus speech. This ca study technique might

be refined by using time-lapse phataqraphy and an electric pen or

stylus to record students' starts_and stops.

According to Emig, schaol—spansared wrltlﬁq is a 'imiting

experience that is other-directed and other-centered, with a teacher



" as ‘audlence and critic: cher:audiénéés';nd“kLﬁds‘QF'wrlting.ghéuldi f

- be fostered. B s o

LIHITATIDNS

The concerns Emlg éxpreséés“abéut:éral'cémpﬂéfng éha;ldséﬂ
beyand “the . dlfFiculty, a#}f%iclal?ty;'gnd disfréct{an c%uséd'b;:w
ccﬁpQSIng aloud. thn étgdeﬁts musf{éampgse_a1éud; they ma§ not

expr ess' ideas qr'pfgﬁeséeé aﬁaut'ﬁbieh fhey are Sensitivé or .

iﬁSEQuree They may not express samethinq that Is too persanal, they

may not . play wlth an udea if they Féar that it may ba patential!y

' f'» unusable because. it is inappraprlate .of valuelessi; Furthermare,
when students do not have to express: persanal feeliﬁgs orally before
an auduence, Epgv might wﬁnte marg;thEn jﬁ;thegrefjexive mode.

The problem of di%Ferentes betyeén oral and Qrigtén language

should also bé caﬁszdéréd'bézéusévaféi exﬁréssion might éhape the
writéén product and.inFlQenéé the process Fér‘mgfé than arall
language forms do in normal®" $itﬁatians; :

;AudiEﬂCE iﬁ£érvi§wing, observing, and timing will aisa
influence and_eVen restrict student bghaviar/perfcfmanzé_ A student
WEII:InthIt those unlﬁue mannerisms and body pnsturrng that of ten
becéme an umpartént kinesthetic feature of an lnd|v1dual'§ iampas;ﬁg
process (e.g., hair pulling, foot tappfﬁg).

Numerous other Coﬁié;ﬁs could be voiced about the inhibiting
effects of an au%iéﬁce‘on the writer and hi%/hér expression of
ﬁ‘ ideasfpracedures/ér@ces5&5. .Hoﬁever, the only current alternative,

to this kind of study is one that is also artificial--hooking the

b4
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éHFItEF up to machines.g Hawever, usinq non- Judgmental ma:hlnes mayi
‘be preFEFable tniusiﬁg human abserVers/intervleWers/timers. “A L
des g =that intludES usiﬁg a word prgcessar with canCﬂmltant data_
- prgcessiﬁg by the cnmputer seems a vnab!e alternative ta the Emng -
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' Eﬁgligh lahguage f ramework Fgr.CéiifafﬂiafggbllciscH§315: "

. .~ Kindergarten through grade twelve. Sacramento, CA: “Califafnia »

. State Department-of Education, 1976."

o o, T Joseph'Lawlor

.

Califarnia.Staté!Dépértmeht_aF'Educatién. The purposd of this -

framework is to provide .broad guidelines far local districts to use

stateéménqéted ob jectives or campetencies; ‘the speéifics of
‘curriculum design are ]%Ft uﬁ to local- districts. Thus the

E L3

framework ' does' not attempt to identify specific skills or to make

grade-level distinctions. The problem with this approach Is that -

i %

This:bagklet’is one in a sérfes of framgwﬁrkgfpybjﬁﬁhédabytthe :

in-developing. their language arts instruction. It is not a }ist of .

.

the framework is'so general that its real value as an instructional

planning guide is questionable. For example, one &f the program
[}

objectives mentioned in the framework ta[fsffé?fthé stugéﬁt to
ianguaéeAcampetently”?gpi 18), Another 5ta£éd goal for the é;udent
is ”using and responding to media of éammuniﬁagiaﬁ' (p. 18).
Although these éré.zertaiﬁiy worthwhile sént{ﬁenfs, théy»d@ﬁ't-h;]p

to clarify the poorly defined area of language arts instruction.

SUMMARY

PHILOSOPHY AND GOALS

i

¥ . :
@fhe first  two chapte of the booklet provide a qsqgfa]

introduction to this revised edition of the framework. The purpose

of the revision was®te shift the .emphasis from the curricilum

{L‘canteﬁt.ta the student. The lanquaqge arts are presented in terms of

= s

use _
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Aruitoxt provided by Eic:

observable activities of speaking, listéﬁiﬂg; reading, and writing,
and’ (2) the Tiﬁtéfﬂéi "'shaping'' activities of generating,
t%ansfar?iﬂq, and campgsiﬁq! Content is defined as the what of
language (while process is the how). Content includes (1) language
study, (2) literature, and (3) media. Process and content are

discussed in more detail in later chapters.

& 5

¢
LANGUAGE ARTS AND OPERATIONS: PROCESS
This chapter covers the first of the two major components of
the language arts. Oral lanquage is discussed at great length (but

with little specificity). Reading is mentioned briefly and

reference is made to the separate Framework in reading. of

particular interest is the .section on composing. The framework

identifies six components of the cémposing process: volce,

audience, content, form, style, and self-evalustion. The suggested

developmental activities presented in these pages are tqg closest
things to instructional planning aids found in the framework.

The concluding ection of the chapter is entitled

Y
lastiuctional Motle] s, The section discusses the physical
ai rangement of the classroom and includes some rather inane diaqrams

pf the var lwus ways 1o which a (eacher Can "iterant’” with studenls

LANGUAGE AREAS . LCUMITEMI

Thin whapte. discy ces . P e A
et 1St opn, The Content s ,res. ated in s ne iclar )y ace Fogurc |
. #
feor g Ul e fF (hie whapser . S Bolafly wibiir el (R TN B |
three wajor elements: language stua, Phios stare, a0 medta

;
(. K

=

-
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Figure |

‘Chapter 4: Language Areas: Content

Language study
A. Linguistic Components

1. Language history
a. etymology
b. roots and afflxes
¢. borrowed words
d. Invented words
Lexicography
a. alphabetical order
b abbreviations
c pronunication symbols
d multiple meanings
Speliing
a phonological structures
b. morphemes
<
d
e
b
.|

]

"

regularity of English spelling
-affization processes
mnemonlc devices

drawn from traditional, structural tinguistic, and
generative transformational grammars
b. emphasls on how the language works to convey meaning
¢. basic sentence patterns
d. four form classes and thelr inflectlions
[ structure words )
f precise word choice (This see to relate more to
the semanti¢ components below; however,:.it is listed
in the text as part of grammar study.)’
compounding, modifylng, subordinating, and transforming
sentences (repeated below as a syntax skill)
4.  Phonolagy
phonemes , morphemes, and r
practice in informal conve
particular emphasis for st
latonation
stress, plteh, and juncture
b practice with oral reading
/. HMorphology
a. affixes
b word-building skills as ald to spelling
B Syntax
a basic sentence patterns
expans ion through compounding, mudifying, and
subordinating
[ Semantic Components
1 "“Poublespaak’’ - emphasls on
technligues

L=}

hythm af English sentences
satlons and discussions
d

r
udents from bilingua! homes

—~

o

RLophygands snalysls/poiaussivs

Z Fect, Inference, and apinl

3 Levels of abstragtlon

b Importance of coatént W
5 Cannotatlon and dénatation

6 Advertising

T.. Lutting Edge of Language'
i Bilingualism (covered in a scpMrais Todmmi. vy
(

?  English as a second languaye (coversd in a sep.
framework)

3 Dialects

b Standard va non dtsndard w38Qe

L")
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Figure 1 (continued) ]
Il. Literature
A, Types of Literature ,
1. Poetry ’
a. epigram
b. limerick '
c. lyric L
d. ballad
&. romance ©
f. epic * ’
2 Drama )
a. stage production .
h. motion picture
c. television play .
d. puppet show
e. fictional dlalogue
3 Fictional prose
a. short story ' '
b. novel
€. nursery tale
d. animal story
e. fairy tale
f. legend
g- myth
& Nonfiction forms
a. biography
b. personal narrative
¢. essay
d. journal
e. letter
f speech
B} 9. documentary
B. titerature Goals for Students
I, Enjoyment .
2. '"Creative response’
3. Redefinition of values
L. Awareneszs of motivation in characters
5 Stimulation of an ongoing interest In llterature
6. Aesthetic appreciation
a literary forms, conventions, and genre
& effects of word cholce, style, sound, and rhyiiwm
¢. author's choices in an artistic work
L Selection of Literature
|. Appropriate to student's background
2 Appropriate to student's Interests .
k] Varied in complexity, content, and type v
L Appropriate for individuals, small groups, and/ur ols:.
reading
) Respectful of "particular pressure groups'
v Oral Sharing of Llterature
! Records, tapes of stories, poems, plays
2. Drama and Fiim presantations
3 Oral reading
. Creative Effort Tn Literature COops TLlmo ol ari. o 1
F Evaluatian :
i Objecti e tesls canpmul a3, 86 (ha piimer; wbjectl =
uf enjusment in literawure
¢ Eveluation shouid "add to the .ewu 14, wf ths raasds
' -4 3
a Hess L pemye s
i} Hagazine
C Televisl,,
1] Filmstrip
£ lassefte
F Prhatogrash,
Q ;
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Language study includes linguistic cpmponents, sewaﬁtii concepts,
and '"'the cutﬁ{ﬁg edge of language'' (a melodramatic label for
bilingualism and dialect). The content of the Ianguage lstudy seems
reasonable in iight of SWRL's work with language arts textbooks
(Humes, 1978). That is, the areas igéntiFieﬂ hy. the framework do
appear in published (extbook series. However, the absence of a
content sequence is a real problem. It's certainly important to
fdentify what should be covered in language arts instruction, but it
seems equally important to specify when the content ;%éu]d be
Covered. The framework avoids this issue completely.

The literature section of the chapter identifies the types of
literature appropriate for instruction and provides some vague
literature gqoals F§r students., Again, the content seems
appropriate, but there is no sequence.

The final section of the chapter focuses on media. The by jef
discussion identifies var lous types of media and offers a few
2uggestions for instructional activities (e.g., 'Create a new

Bptsode Fog ‘AT iy the ngilllf’ B 58)
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Figure 2

Evaluation Grid for Teaching Strategies

777_ IR BERLNERRER NN W=
~ Improvisation = 1 T1TT 1
Debate - B - T
Discustion I — N - 1 o = -
___Burz group N — 1 — 1 — - -
Report Bl T T 1 1 1 )
~ Symposium f’ } 1 —1T —
___Orther - . T — 1 -
- Writing _
— Dbjeciive sl _ ——— —1 ~t- - ~
" Short sawer ) — 1 i
“Pangraph _ - . I A I
~Multipis paragraph composition - 1 -
___Narration - ) N 1 —1
__ Drama I — | 1 - ~ -
_ Poetry H 1 W B
__Monologue — — 1 i —
" Disry . 1 - - -
Journal "777 ” IR - - —
_Llog . 7 . 7 R N 1
_Reflection - T _ 1
__Santory recording ,, T 1T T —
~_Autobiography - j T — 1
__Other — ’1;7’ 1 T 1T 1 -
Nonverbsl
" Pantomime 77 - T 11 -1 —
~ Charades o 77:’7 . —
—Artforms 1 1
~ Viewing — T 1T — 11 —
_ Listening - N - - — 1 -
Other - — 1 - - -

Evtarviawing, sharing end wiling, reading sioud, and = ferth. )
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. administrators and teachers, the Framewofﬁ does not deal with the

tests here. (A brief mention of competency testing is made at the

=

end of the final chapter of the framework.)

MODELS FOR THE ENGLI5H LANGUAGE ARTS PROGRAM
This chapter provides some guidance for the organization of the

language arts class at both the elementary and secondary levels.

"This is the only place in the booklet that makes a distinction

, e . ,
between the two leveéls. The models are pretty sketchy, and the

differences between some of them are not obvious.

CONTEMPORARY [S5UES
This g@nciudiﬁé chapter of the framework deals with some
controversial topics in education. For the most part, the chapter

a

i

sks more questions than it answers. This seems to be a reasonable
approach since many of the issues (e&.yg., accountabllity, censorship)

are currently being debated in educational circles. However, the

chapter also includes a section (Fiqure 3) in which the framework

v Ller s o eacat samnie Gdebeatabile ptalwns svated as 10 Lo, were
Posdi spuasy sl e Tas sz (a. = Myt £ Grade 1ovel wampecua )
[ O P TR0 A tha sthap o Ledbofl, gizeuzsca vhe o le
tEachicy s g s ot aliatar . wre ser o loned abinat a1, e
L O O I | EN IR TY PP NI S N ) Swwk, €3 O T T B S AT PR PR |
[ at o= sl oa v gm sdedd T T O I N S s R e Fovasdagqerate 1o
‘eval all 4 U tolal crfeotl e crs ol an Faal oty anal prog am'!
Cps 78
i
it



L3

Myths About Instruction

A number of myths about Instruction must be clarified, or teachers
will continue to experience difflieuity trying to mest Inappropriate
expectations. The myths prasentad in the followlng paragraphs are
directed toward restatemant. :

Myth l--Inmatrustional sequence. Mo set sequence must be followed
for developing language arts skills. Students learn in diffarent ways,
and they have diffarent axperlential backgrounds. Furthermors, they
know many things that teachers have not taught them. Instruction should

teachers ;naﬁlg not attempt to Impose a rigid sequence through which
all students must move.

) Morsover, so-ca)lsd sequences must be sxamined in the iight of
cuyffent research., Iinvestigations In lingulstics have altered sequences
for language study. Increased use of school and classroom llbrary
facilities and the know)edge about learnars' responses to literature
have modified practices In literature. Developments in rhetoric have
questioned some sequences In composition, as have Insights Into the
learning process. Seguences must remaln fiexible to allow for Innove-
tive teaching.

Myth 2--Crade level compatensy. It Is [nappropriste to judge
competencles in terms of grade lavel. Children differ too widely In
any classroom for educators to specify what & ''third-grade' student
wl1! be able to do or the competancies that a high school ''senlor
will have. In any classroom the range of competencies wlll be great.

Myth J3--Guarantseéd results of instruction. Teacher: cah glirantee
to provide Instruction for students, but thay cannot guarantes the results.
Factors such as ability, experience, and previous Instruction affect tns
individual student's learning. Many factors [mpade lesrning toat sven
an excellent teacher cannot overcome. Teachers will continue to provide
‘the best classroom environment possible and the most effective stimull
possible to generate learning.

Myth d-=Large class size. Research doss not support the bellef
that smaller classes sutomatically bring about greater learning. Research
does show that the methods and materials used are far less Important
than the Iindlvidual teacher. Most significant Is the total number of
students with whom a téacher interacts. With more than 125 students a
day, & teacher cannot establish meaningful personal relationships wlth
his or her students.

Myth Ss-Materiuls aa tha most oruoial oompomant. Each student
15 too complex for a teacher to assume that materials can bring the same
response from all.

Myth 6--Gatting back to tha basica. 0Often teachars and parents
advocate the baslcs, which means, for soma, teaching as they were
taught, for othars |t means usling workbooks with right and wrong
answers, teachlng the elght parts of spaech, dliegremming sentences,
or assigning 1ists of spelling words. B

Since the framawork committee advocates placing the student at
the centar of the curriculum, the basics from this frame of reference
mean helping students develop thalr ora)l and written langusge ablilities
to the greastest possible dagrse; showing ‘tham the enjoyment and power
that derive from effective language use; end Incressing thelr ablllty
to think and organize fdeas cleariy, to respond to tha language of
others, and to Interact through questioning, dlscussing, and taking
part |ln smali-group sctivities,

(pe. 72-73%)
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COMMENTS
Although this rEViéw has been rather negative, the framework '
does have some redeeming qualities. We can applaud the autﬁars'
attempt to place the student at the focal point of the language arts
curriculum, Hareave?, the Chéﬁtéfﬁlén process and content do
attempt to illuminate (hagever feebly) the murky areas of language
arts instruction.

Overall, though, the English lanquage framework for Californi

public schools is a disappointment. However, it is important to be

aware of it, if only because it is likely to influence local

districts in their curriculum design. For example, the Los Angeles
s F N

continuum reflects some of the thinking of the framework. It is

unfortunate though, that the document provides little valuable

assistance for planning language arts instruction.

N, e

El{fC‘ 1.
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An assessment of the writing performance of California high school
seniors. Sacramento: California State Department DF
Education, 1977. ’

Joseph Lawlﬂr

This booklet describes a 1975 study of the writing abilities of

mgre than 4,000 high school seniors in Ca]iFéfniagh The purpose

[r
o]
-+

rmine the correlation between actual

o
[»'8
m
"t
m

the study were (1) t

writing ability and performance on the Survey of basic skills:

Grade 12 {a Department of Education test), and (2) to identify the

strengths and weaknesses of student writers. Although the study did
not produce any particularly striking results, it is interesting to

ach to writin

g

compare the Department of Education's appre

with the work SWRL has been dping with wiiting samples (Cronnell et

al.. 1980; Humes, 1980; Humes et al., 1980).

THE 5TUDY
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Thirty schools weie aclescted Lo par tictpale thie asseszmnentl.
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Figure |

Essay Topics

Essay Topic A: Describing an Objact
Directions: Describe an object (not a person, animal, or evant)
you are especially attached to and tell why you feel strongly about
it. “You might want to considar the way you discovered it, the way
It came into your life, or the way It has takem on meaning through
time,

Essay Toplc B: Giving Directions
Directions: Wwhen we make or da somathing, we usually follow certain
procedures. There are certaln staps to follew In baking bread,
tarring a roof, cutting & pattern, painting a house, repairing a
car, daveloping fllm, changing & tlre, and performing other sueh
activities. Choose somsthing that you know how to make or do.
Describe from the beginning the steps that you follew in order to
make or do It. Make the directlons as simple and clear as possible,
Sommona who Is not famillar with the process that you are describing
should ba able to understand and follow your dlrections, ’

Essay Toplec C: wWriting & Letter
Dirsctlons: Look at the pleturs carafully. [Plcture atimulus Is
& photograph of saverel mambers of & children's orchestras. In the
foraground stands a young glrl, spparently erying. Hext to her s
& boy who s lesning toward the glr] as If he were talking to har.]
Pratend that you know about the sltuation bscause you ware there,
Then pretend you are one of the following psople: (1) an older stu-
dent helper writing to the principal of the school; ar (2) a parent
writing to the parent of the llttle girl; or (1) a member of the
audience writing to the music teacher. Then write a lettar to the
person named, explaining what you saw and what you think about it,

Essay Tocle D: Discussing an Invention
Directions: Not all Inventions have been good for all people. Name
ohe invention we would be better off without. Discuss why we would
be better of f a5 a civilization without that invention.

Essay Tople E: Describing an Accldent

Directions: Here is & dlagram of &n automobile accldant. Study the
disgram for s while snd than describe the accident In your own words.

Osr & guaidsy Sors B '
Tivs o sy §.48 2 n-

i
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THere seem to he some real problems with the stimuli-ﬁpr the
Wwriting samples. The directions to the student do not seem to be
spetific enough to limit ;he range of responses (with the possible
exception of Topic E). Two problems arise from this lack of
specificity: (1) the scoring guides become unwieldy because they
must account for such a wide variety of responses, and (2) the
writing tasks are-likely to be confusing for students. For example,
the stimulus for Topic A elicits both descriptive and narrative
éwritiﬁa; Students were probably confused about whether they were
sypposed to GESiFiD§ %ﬁ ob ject, write a story, or describe their

¥
personal Feeiiﬁds. (Sample student essays included in the booklet
indicate that this might have been the case. The two low-scoring
essays for this topic seem to result from confusion about the nature
of the task.) The scoring quide for this topic (see Figure 2) is
also somewhat complicated, especially in comparison to the scoring

guides developed by SWRL (Cronnell et al., 1980; Humes et al.,

1980) .

SCUR NG

Tl wui Tty L lon s o [ IR R B DY Y I T pane bl ilgh
il teachies s cur o denbum spectlalists, and culleye professa s
Earh wunay o2 Lewnr el Ly Lviw 1 eviewar o, aivd  angy algnl Flaant
dlscs cpapeica botween the svlcuela wele vesol.ed L, oa thilvd pa. o,
The scoies gl.en by bhoth 1 zvliewers vere odded (o provide a compuait,

fabting Tar sach cazay biv add Ul :H;rnp'f.:. wF the €a3a,3 wela

ERIC C

s T4



B

Figure 2

Scoring Instructions for Essay Topic A

- The assignment does not require the students to confine themselves
to prose or to refrain from uging satire or parody. ¢

Blank papers or papers

which the writers ignore the assignment

or quarrel with the instructions or the proctors should not be scored
according to the directions which follow; they should be referred to
the table leader.

Each paper will receive two scores:

.
[

1.

A holistic score which identifies the writer's overall sense
of c¢omposition (thought processes, insights, coherence).

A halistic score which idegtiFies the writer's overall
camﬁﬁtenciés with written English (sentence structure,
conveéntions, usage). ’

Score for Composition

First, the reader assigns an even number score according to the
tollowing descriptions:

8

[+]

ERIC

Aruitoxt provided by Eic:

The writer identifies an object, supplies descriptive details,
and provides a strong accounting for his or her attachment to
the object either through lively anecdote or an insightful
discussion of values (usually more than one value). The paper
has almost no irrelevant statements and has an easily obser-
vable coherence or plan. The writer wastes no space on
talking about how hard it is to think of something to write
about, nor does he or she begin simplistically with a formula,
such as, '""the object | am going to write about is S

Ihe writer gives some descriptive detail about the object and
at least ovine examined reason for his or her attachment to the
object. The paper has no seiious incoherence and little in
the way of i.relevant ur Jdigressive statements.

Ihe wiiter me&irely names the object and says a baic otilman
about his ur her easons for having the attachment to the
object; or the wiiter describes an ubject without M tating
ar odmplying much about the personal attachment. In sone

Cases Lhe willer may confuse the ia

DeJET.

ue by talking about
drawbacks o disadvantages to the possession (for examp | o
wanting to sodl it and get a belter one). The paper may
be somevhat incoherent or contain clearly irrelevant

slaterents or l4sues

LI -
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Figure 2 (continued)

2 The writer does not seem to have understood what he or she
has been asked to do. For example, the paper may simply
volunteer a topic which has not been called for. The paper
«i11 usually contain obvious irrelevancies or be so halting
and brief that it communicates little information to the

reader. .
After deciding upon an even number score, the reader may-add a
single bonus point or subtract a single penalty point for any one of

the following reasons:

Bonus (+1) Penalty (-1)
Uncommon coherence Fumbling order
Uncommon insdghts Trivialities
Uncomman length Lackluster brevity

and detall

(%

Score for Competency in tnglish

The (eader judges the writer's overall skills in punctuation,

diction and usage, and sentence sense. Scores are assigned according

to the following broad descriptions:

ur znces, with strong diction
rrofs; notable in use of subordination and

(W
o
<
-
ur
o
“ﬂ.
&
H:l
WL

Lence 5 ; few errors in usage or punctuation
(aﬁd none af them majar): perhaps some hint of a sense of style

3 AbLuwul averaye four Lhe papers sc0Ted, many shur U sentences,
perhaps with Lome comna faules and an occasional fragment;
the student has a fair gras,

but overall, a suygestiun that
of senlence sense

L I T B I T T I SR P aend peiia tat Lo i B
papet ~hivh ras a dead level siaplicit, and m
practically no Lentence without an error of some kind; «ut

onotony of st 1o,
I ospite of ehose problems, generally readalle

moapns o Landb s ed Gt bl oms that the jeades U PO
foollow che ideas presenced, oither be.ayuse of stumbling s ntax
(mixed str..cture. and the like) or because of word chol.es and
such eyregious foim problens (including spelling) that the
reader find- it difricult to be sympathetic with the wr&';.

o Mesbtezion o3l >,s§‘]]il|j a . I, Le n[lulld"/ el apens D0 in L
| iptions of papers rated 5, 4, 3, and 2. The reader snould ignore
spelling except for the | paper This ca Equly allows fur the paper w..,

so many misspelled words that tre reader must actually struggle to follow
the thread of thought., Such a paper suggests a degree of near illiteracy
(pp. B-10)
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identify the characteristic strenqths and weaknesses of
from the high, middle, and low ranges. Ty
| ONS
ere are essentially four conclusions to this study:

(r) v the vast majority of seniors in California
were able to communicate adequately through
writing. Only a very small percentage were com-
pletely unable to communicate through written

English.' (p. 17).

(7) Students who wrote well

were proficient iﬁ
Students who

(3) The average score for qirls was slightly highe:
than that for boys.
(k) The school averages of scores on the objective
tesl were tound to correlate significantly (.79)
with the school averages for scores on the essay
test
P chclusion. 15 yuestllonable The e ival Jdata Fos
i See ljﬁii 1) indicate that the majur ity of the student
Fall 10 the middle ranges (az might be eapccted) Howeve |
bosyp bhaas s Lo b LuensdaenCy s cvaluale oo s b
f ENRNN B sttigr LA b Terais f dedle s brve v bty
sbe . ) ] ¢! [0 S N O [ 1 '
i i I by [ \ I It (I i
\ a Iowlie zssa [ [ G e s,
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Table 1

ilgcérés for ‘Essay Topic A: Deééfibing'an Ob ject

.,mman '
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papers, hardly asstartigng revelation, However, middle-range papers
. are not necessarily adequate papers. ..For example, a composition

that receives a score of four, as defined in Figure 2, certainly
: . . he o g
& seems like less than an adequate .paper. Figure 3 presents a sample
e . essay, that was in fact” given a rating of -Peur by two separate

The composite score nr this paper was elght, a‘middle-range

“Yating -that, according to Table 1, included more than 13 percent of
the essays written on this topic. Moreover, if we consider all the
. b i s

essays that received a.score no higher than eight, we find that 33.8
percent’ éF'éJi the Topjc A essays fall in this lower range. These
f:lfat;a’*:3L-:icj:;c;x:*f,_e5li»j then, that it is difficult to conclude that ''the vast
. L :

majority of SEﬂiQrs”;wigte adequately when one-third of them wrote

Ric.. BES
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amplé Student Essay for Tapic A

FORD HOTDR CDMPANY = FORD LINCOLN MERCURY
I like Ford. automobiles sin;e we have _gotten our 1972 Ford
plck up it has treated us good, ‘and we ‘have not had a
_ chance to really .ride.our 74" cougar that much but so far
. it has treated us good also, we really didn't discover
: ,them they were already there, ‘we Just ggt tired of

we're qlad we. dld A Feel strgnqu abaut ‘them because they
are dependable, solid well bullt cars and they are more
quieter and smoother riding and there interiors are more
VcamFartable than they appear -and it looks 1ike they will
last longer¥ and in a demalltlﬁn derby | seen last year a 4
Ford and Mercury came up on top, I'm not trying to say -
that | or someone else is going to demolish their car to
.'see how good it is but to me, if ‘a car can take that
. punishment it should certainly make a good’ Famcly car, and
then all | have written about them . depends on the owner
anﬂ how he takes care DF it, .
- (p. 72)

as paérly éé‘ar.paérer'thaﬁ the student WQQ authared_the'text in
Figufe 3. |

Thp second conclusion noted: above seems much more reasanable
than the first. It daesn t %egm surprisuﬁg that good writers handle
all dimensions. of writiﬁgiyefl, or %hat poor writers héndie all
dimensions p@orfy. Téble 2 ﬁFESEﬁtS'EhEﬁEhaFaEtEEiStiE stﬁéthhs
and weaknessesrthat were iﬁentiFied in papérs from the high, middie,

-

and low réngés of the sample. .
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Characteristics of S:Udgﬁt*Essaysifby;Graup
i = - 7:f' — — i
Lo IR N W—
Aperaprist respones 1 directions Some difficulties with punetustien
Crestive aproach - .
Cansistent torw, -
Vivid description of detsil
Fhﬂ:Jﬂﬁinﬂﬁd-v
. Mﬂlmﬂﬁqﬁm -
Adegusts uss of rndard English ] :
Adequete spalling , -
maﬂﬂlnﬂm
: ) &ﬁnﬂiﬁﬂfgghﬂr ot - B
. o Appropriste respones 10 directions 'lnmﬂﬁmnp-qpqhinﬂqm-m
. o . Comistent tons ' . Some ditficulties with sentences
. .Bpecific dacription of detail’ " |Sonfe ditficulties with standard Englith usage
N Varied vocabulary ' . !uuiﬂgllﬂ-udﬂ\mumn
Midde | Samic gresp of Mntence STUCINE ’
" Home serae of order, -pnngum.ﬂmt . 7
Garardlly sdequats spetling .
Garwrally adequats capitalizstion
hﬂwmm : - -
Annhﬂwwﬂqnnﬁshur-pa-uinincmﬁ- ) mnnm:iﬂﬂn
Conulstent tone umudmv ' ‘
. lhnv hmmwd Eijliullll
Soma spelling erron .
B B I - &nymﬂlﬂm B B
(p. 14)

The third conclusion drawn from the California Assessment also

i

eems reasonable. In other studies of writing performance (e.g.,
B F b

e

National Assessment of Educational Progress, 1971, 1976r'and‘1977)
females tend to have an advantage over males, particularly at the
high §§hgal level, Tgis QEﬂder=related difference probably has
s@méfhiﬂg "to do with cultural conditioning and/ér different
maturation rates. —

The final conclusion of. this study presents a Su%prising

correlation between'students‘ serformance on the objective test of
pert J

1

Q. ELST AVAILLILE COPY
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written expréésiﬁn"hi the. SUngv,Df basic skills and students'

performance on_ the writing assessment. The correlation coefficient

(.79), seems .high cembared:ta é;hef'reéults'(e@g.,'Mcﬁaig,»1977)a

.COHMENTQ:

fhe California writing assessment Is an interesting . (but
f lawed) attempt to find out how well high school seniors can wrfte;
. The ;assessmeﬁ;':desfgn :haé some 'prcb]eﬁss 1§nd one might have
-reservations aEaut ﬁhe conﬁlusigns dréwh-fﬁém the sfudy! Sincé;thig
“assessment was the Firétbcf its kind éanduéted in éaifFarnia, no. -
cchparisans’éan be madé wiﬁh:Students from previous. years. However,
;ithe study ﬂ§e$ pr§vide haseline data Fram_wh%éh thg DepartﬁEﬁt o%
Educatidﬁ!ﬁapés ta>draw:Fufure gémpérisans.. Perhaps this Is ﬁhe“

most valuable contribution of the California writing assessment.

tid



Strong, W.. = Sentence Cnmhlnlqg }ngyggggiﬁg'éggki  New York: ,
Raridom House, 1973 . . P - '

_Joseph Lawlor

Strenq s Sentence eembinieg.; A;eempeeing Beeg‘wee ene:ef“tﬁe
first eelleqe level eentenee eembinlng textbeeke. lf;wes used as
the basic :test"in a eqeeeesful _eenteﬁeeeeembieing eeperimene
; " conducted at Miami Univefeity (Deiker,lke?ek,vene Morenberg, 1978).

'The wruter s eptleﬁe, a. recently pubiished textﬁeek written by the

"Miami experimenters (Dajker et al., 1979), was heevily |nF|ueneed by
Strong's work., In edditien, Strong's text was used in another
sentence-combining etudy et the Univereity- of New Brunswick

(Stewert,’1978)*i Thus Sentence eemb:nung A composing book has

played an important role:in the develgpment eF»seﬁeenee-eembining

strategies for college writers.

- THE BOOK
INTRQhUCTIDN
quhie ﬂtreduetery remarke, Streng outlines the uﬂderlynng
eeeumetiena d purpeees eF hle text.’ Aeeerdlng to Streng, the
primary aim of sentence combining is tg etrengthen writing e&ilie by
eepleﬁiﬁq the . verlety of eynteetle options evellebie in written
. .English. Studenfe are encouraged to experument with syntactic

' i structures without Wworrying about the "eerreetneee“ eF their
respeneee. Strong eleerly estebllehee for etudeﬁts what they can
R ~expect to gain Frem_eenteﬁee=eemb|nlng practice: . ) /ﬁ

e . TN
. T *paiker et al. (1978) and Stewart (1978) are reviewed in Lawlor.
(1980).




Santgpggnggpbin[ﬁg is e skill- bulldlnq text. It
won't help you find sﬁmethlnq to 5ay when you're
asked to write a research paper nor "will it offer

* rules about arganizatlan{ style, usage, diction=-the
matters that composition books often take up, |Its
main purpose is to help you "hear'' the stlestic
thlans available to you and to help you Ngege'
patterns of development, both in senteﬁces and para-
‘graphs. You'll probably- find the skllls more useFul

than any numher of "rules." (p. xili)’

=

Next, Strang outlines. three ma jor assumptions underlylng his
;}entenceéﬁombiﬂing praqsam; First s the cﬂncept that students
'already possess ''a wealth of - lingulstic pawer (p. xiii) formed
during the early yearé of languaqe atquisntian. Thﬁs sentencé
cgmbnnlng does not teach anything "new' abcut |anguage,lit is cniy‘

. p -

|ntended ta make sﬁudents aware of their own syntactlc résgurces s0
thac’they may use thése fgsauries merg.efFe¢t|veJy |n:their wrntlng.
Stréﬁg's second assumpt{oh is that Formal grammar study has - little
or no effect on wrntlﬁq |mprovement because "wrutlng depends on QUF
abnllty to use language, nct on our ability ‘to describe it"
(p. xiii). F|nélly, Strong claims that sentence combiﬁlng shauld be
praﬂtlceﬂ grally because spéezh is the primary lanquaqe system' |

B ; ; since transFQrmlng is basucally oral, you muét

" do the Sentence Combining exercises aloud--or at

least whlSEEFEd to yourself. You must hear the

transformed sentences. = From the various " possible
options, you select the sentence: that saunds best to-

your ear. (p. xiv)

?

"~ PHASE ONE
. Strong's text is divided into two ''phases.' The lengthy first
section presents 144 pages of unsignaled sentence-combining

exercises. Students are given a string of kernel (or "near-kernel'')

“‘r‘l



' sentéﬁces and are told tﬂ'gnmbine‘thém iﬁxﬁhétever_ﬁay-SEEms_v
5 stylistically apﬁropriate; Each exercise is titfed, .and the
solution yields a paragraph érﬁﬁuitifﬁérégraph text; e.g.:
"~ TAKEOFF
1. A jet rumbles on the runway.
2. The jet is silver-skinned. .
3. The jet is sleek. :

. jet waits for clearance. .
= clearance is from the tower. : Cs

[

L% o O g
L ]
— =i
o

The engines begin to wind ups
The windup is sudden.
. The windup js with a roar. '

¥
00 ~J O

9. ' The plane powers down the runway.

10. The runway is concrete. .

11. The plane lifts-against the horizon.

12. The horizon is edged with clouds. (p. 5)

The double SpéiiﬂgS between .the ‘kernels indicate sentence

boundaries; i.e., kernels 1, 2, and 3 comprise the first sentence,
kernels 4 and 5 comprise the second, and so on. However, students

[y

“are told to disgegard‘tHESE‘baundaries if they wish. For example,

the following paragraphrfs one possible solution to the above

‘exercise:
TAKEOFF
A sleek, silver-skinned jet rumbles on the
runway. As -the jet waits for clearance from the
tower, its engines suddenly begin to wjﬁd up with a
roar. The plane powers down the concrete runway,
finally 1ifting against the horizon edged with
clouds.
Phase One beqgins with short descriptive paragraphs, eventQally

moving on to longer multi-paragraph discourse blocks. The exercises

cover all four discourse modes: description, narration, exposition,
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and persuasion. . In addition, the -exercises include ample

apqutdnitie$ FQr‘FFEEEwEitihg'aitivities, SUEH as Fiﬁishing an
ingaméiéte sbeyzof“ﬂéve]Qping’a 5pé§iFic.§rgumenf;' | i
PHASE' TWO
Phase Two fs thg more structured of the two sections. :HEEE thé .
sentenae Egmbagnng EKEFCISES ‘are based on 5p2c|F|c madels drawn Fram
ChriStensen s (1967) cgntept of the cumulatlve sentence. ;Straﬁg
presents ejight separate ‘models of . the ﬁumuiatlve 5ent2ﬁce, Eath
;_dlstlngUIShEd by the relatlve position of the base EIEUSE and- by the
‘use éF various "levels aFymadification!ﬂ, For egampl§; consider the
Féilawiﬁg input kerﬁé]s: |
H;roid shuffled to the:Frcnt of the room.
"Harold knotted his shoulders.
Harald Jammed his hands into his packets. o
(Strong, p. 157)
The éirgc senteﬁze can become the base clause (level 1),raﬁd’the

‘following two kernels can be reduced to present participle (—ing)

E =

phrases. These are attached to the base clause as level-2 free
“modifiers:

‘ (1) Harold shuffled to the front of the room,

(2) knotting his shoulders,
(3) jamming his hands into his pockets.
(p. 158)
*he resulting sentence jllustrates Strong's first model, a two-level
sentence with the base clause in the initial position.
Strong and Christensen differ somewhat in their interpretation

of levels of modification. According to Christensen (1967), the

level is determined by the relationships between and among the free




modifiers. Far example, In the Fﬁllawinq 3- Ievel senten:& (wrltten
by Ralph EIIISGn), the level =2 madlfiers relate dire¢tly to the base
clause, while the level =3 deIfIEFS desgribe the level 2 structures*

(1) - They regarded me 5|Iently,
(2)- Brother Jack with a smile that went no
deeper than his lips,
; {3) his head ¢ocked to one side,
e ——--(3} - _studying me with his penetrating eyes;
~ (2) the othef blank-faced,
~ (3) logking out of eyes that were meant to
réveal nothing. and to stir prcFaund
. uncertalnty. _
™ (Chrlstensen, 1367i p. 11)

.Chrlstensen Equests that deIFIEFS on the same level wi]f_
often have the -same structure, e. g IEVEI-ZKmGdIFIEFS will be
ﬁ@miﬁative absoTutes,-and ]EVE'EB modifiers will be participle
phrases. (Howevéﬁ,ithe Ellison sgntentg ﬁééﬁ»nat Faliéw thié

principle;. the level-3 modifiers describing Brother Jack are of two
different types, one an absolute, the other a participle phrase.)
Strong, however, found that Christensen's'ﬂumbering system was
confusing for students. . Thus he revised the system, basing his
' ) o , , 3
levels of modification solely on form. . That is, only those
structures that are parallel in form are considered to be on the
same level of modification, regardless of how tﬁéy relate to other
structures in the sentence. Far'example, St}oﬁg defines the
following sentence as a 5-level structure:
(2) His hands jammed into his pockets,
(1) Harold shuffled to the front of the room, -
(3) tired from the night before,
(3) bored with the discussion, -
(4) scowling at the teacher,

(5) who retyrned his scowl
(Strong, p. 160).



“In Christensen's system, however, this would be classified as a
. c 3-level sentence: )
- ’ ) - (2) His hands jammed into his pockets,
' (1) Harold shuffled. to the front of the room, .
(2) tired from the night before, ;
(2) bored with the discussion,
(2) scowling at the teacher, .
(3) who returned his scowl. _ B
o ln any EVEﬁE— Stranq is “not averly ccnﬁerned about differences

in ﬂumberlng the levels of médlflﬁaticn, ﬁlalming that "how the

' Ievels are numbered, or whether they are numbered at all, is less‘
important thén'seeing»ha@ the parts interlock” (p. 159). (However,.
_ if numbering the levels is so unimportant, why does Strong devote 'so

muéh text to explaining the numbering sys em to the students?) - )
The eight model cumulative sentences
14 . '
complex; fmultiple levels of modification are added, and the later

e successively more

model s iniiudé two base clauses as well; e.g.::
The children were very quiet.
| ? The children stared at their books.
and 3 The children had hands.
then 4. -The hands were folded.
5: The hands were in their laps.
I , 6. The teacher jumped
7. The jumping was sudden.
8. The jumping was to his feet.
9. The teacher worked himself into a frenzy.
10. The teacher's face was bright.
11. The brightness was with rage.
_12. One hand rubbed his bottom.
13. His bottom was tack-stung.
(1) The children were very quiet,
(2) staring at their books,
. (3) their hands folded in their laps,
(1) and then the teacher suddenly jumped to his feet,
(2) working himself into a frenzy,
(3) his face bright with rage,
(3) one hand rubbing his tack- =stung bottom.
(p. 178}
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Genéraliy, Séngenzé‘cggginiﬁg; ;Augpmpqgiggrbaak is an

COMMENTS

6

-

The cight models are iﬁth§UEed and practiteﬂ; and Phase .Two

roncludes with several more unsignaled exercises. .

implications of syntactic choices.

straightforward, uﬁenéumberéd b§ gfammaficai Eermina]cgy, and the

exercises are lively and entertaining. Perhaps Strong's "greatest

sentence-combining activities.
exercises, they are constantly reminded to explore various wayé of
combining the kernels, choosing the one arrangement that best
contributes to the-cverali effect of the whole dfséaurse block.

S?rcngfurges teachers to reproduce the students' responses so that

combining strategies., He also suggests that such discussions can
pﬁaFi;ably lead into other areas of writing instruction, such as .
organization, Siiti@ﬁ, angd even punctuation.

Criticisms of Stronq‘sitext até'ggneréliy minor, but tﬁey
shqgld be TEﬁtiDned- Firsf, thlé unsignaleﬁ exercises are usually

recommended for college writers (Mellon, 1979; Morenberg, Daikér,

and Kerek, 1978),

unérammatiial) input* kernels., ©.This is particularly true when the

ey -

exercises contain

such exercises often must include awkward (if not

diélogue quotati

L

innovative, refreshing approach to teaching the stylistic
~.contribution in this text was to provide a rhetorical context for.

As ‘students work ‘through the

‘the, class can compare and discuss the effectiveness of various

ons; e.g.:

1

oJ

The instruction is concise and
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7. “Stay‘ciﬂselﬂ S
18.° "The closeness is to shore."
19. A bird cries. :
2. "Don't dream!" v
25.. The seaqull 3ays.
26. The seagull is old.
.27.. "The dream would be to wheel."
. 28. !'"Wheeling would be free." '
29. 'Wheeling would be high."
30. '"Wheeling would be above the sea."
31. ''The sea is open.''- L .
32. “'The sea is rolling." (Strong, 1973, p. 187)
A second reservation about SCFGﬁg‘s text is that nominal
substitutions are infrequently used in the exercises. Most other
sentence-combifing authorities (e.q., Hé]]an,_1969; 0'Hare, 1973)=
include practice with noun-clause émﬁéddings and reduced noun-clause
structures fe.g., gefund phrases). However, Strong's exercises
usﬁally cover only adjectival and adverbial embeddings. This may be
due in part to the unsignaled format of, the exercises; nominal -
substitutions require the use of a placehdlding signal like
SOMETHING.. However, the influence of Francis Christensen may have
had more to do with the lack of nominalization in Strong's textbook.
"Christensen (1968b) claimed that the use of expanded nominal
structures adversely  affects  readability; consequently, he
_downplayed the importance of noun clauses .(and their reductions) in

his own texthook, The Cﬁrisggﬁsgﬁ rhetoric program (Christensen,

1968a). Since much of Strong's textbook is devoted to the
Christensen model of the cumulative sentence, Strong's exercises are
bound to reflect Christensen's bias aqéinst nominal embeddings.

Finally, it is not quite clear how Sentence combining: A

composing book fits into the total picture /é¥ composition



instruction. Strong aééms_ta suggest that his text should be used
f ) : = : B . .

“as - an adjyﬁct to reqular writfhg instruction, but 'some researchers

have claimed that the book can serve as the p?iﬁary text in freshman

composition courses (e.g., Daiker et a]:;-i??gl_ AJudging'F?ém

 the "sentence-combining-is-all-you-need" approach. In one journal

article, Strong (1976) cautions teachers not to regard sentence

cambiﬁing '"as magic medicine for whatever ails the English
é =

department' (p. 64). . In a later reFerencé?‘Streﬁga?1979) offers the .

following "limitations' for sentence combining: . - -

First, sentence combining will not massage the souls
of your students into instant eloguence, Second, it
will not infuse them with critical perception, '
humaneness, interpersonal sensitivity, or cosmic.
consciousness. Third, it will not teach them the

. difference between an ablative absolute and an abomi-
nable appositive. In brief, sentence combining will
probably not reverse -the decline in S.A.T. scores,
cause massive overnight gains in reading comprehen-
sion, or cure hemorrhoids--either your students' or
yours. (p. 214) -

Strong's textbook, then, seemé_tgzbe a reasonable, entertaining
approach to using sentence-combining strategies in the college

comments made by Strong, however, he probably would not agree with



‘Schneider, C. E.. §yﬁfax"§nd style. San Frpancisco: gﬁhaﬁdier gﬁﬁ

Sharp,4j97ki St - . _i

N s & . o= . ¥

& . : . A

Syfitax and style is a college sentenfe-combining textbook -that ..-.

Focuses on sentence- structure asg the bapis for developing a mature

style in written composition.  Like, other saﬁténzefzambiniﬁg .

advocates (e.g., 0'Hare, 1973; Strong, 1973), Schneider claims that
. , ’ 7 e _
a student who ‘understands and uses a variety of syntactic structires

. ; i , _ 7 .
will produce better writing than a student who does not. Schneider

sees the student making syntactic choices in the revising process, o N
rather than in the initial production of SEﬁteqﬁES:\
The point of view is that,®in the main, one does not

use . the principles of sentence structure to create
sentences but rather to criticize them and find and

correct their(i;igs;'Q(P. xix -
x“%%éhneider emphasized the work of '"master writers" in his -

exercises. Students are required to analyze, maniggﬂate, and

imitate sentences and ﬁaragraphs‘written,@y professional writers. e
in fhis respect, §1§§§§7§négsfylg is similar to The Chgigggﬁﬁgn
thﬁgfigjprgérgm (Christensénj 1968a), in which professional models

) are used exclusively: Héweverj Sghngidér's models are much more

; extensive thén Christensen's, and, in fact, this may be an»éf §ﬁga;jﬁ~;:ﬁﬁ_‘_

i

flaws of Syntax and style. Students spend so much time reading and

#discussing model essays that there is little time left for actual

¥

writing.
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-CHAPTER 1: KERNEL SENTENCES

< ax
& a s w

Four types ?ﬁ;ﬁégygl sentences are introduced and discussed in
f
this chapter:
(1) NP + V + (AdvP)
(2) NP1 + V + NP2 + (AdwP)
(3) NP1 + V + NP1 + (AdvP)
{(4) NP + V + AdiP + (AdvP)
Short kernel-like sentences are presented as effective stylistic
devices ftor providing an emphatic beginning or ending, for
establishing a sense of rhythmic contrast with longer sentences, and
For engaging the reader's attealion. Practice includes identitying
Lypes of* kefﬁé! senlences, Eip?ﬂﬂiﬂﬁ given sentences, and writing

d above.

M

sentences to fit the patterns not

CHAPTER /: ELEMENTARY TRANSFORMATIONS

Simple transformations of basic kernel sentences are presented

}

i } [ht s Chapet e Atudents manlpulale  <cnlé&nces L) ptwduce
Y
e at §ve s O I B s adn ygueasl folia whi - qui;:tiuh;j ad
egalloes UCETRYRS R I S Lhe whapler als, Cov@®rs 1L-10VED 5l an
£ B
Lhier e Triime e sl sl vienl LranafoaMatioung, Students read a&..

Jresc s made b L ags e anad L ool T F L say Ths LPalis i
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CHAPTER 13: INSERTION TRANSFORMATIONS
i , , 4
Sentence comhining*, the process of transforming and embedding

ences into a ''matrix'" sentence, is

T
o]
r-r

more 'insert' s

o
%

[#1aLN

introduced and practiced in this lengthy chapter. Schneider covers

W

four major types of transformations: conjunction, nominalization,

-adjectivalization, and adverbialization. The exercises include full

clauses and reduced-clause structures, and the tfaﬁSFQFmaEiéﬁ

signals are couched in grammatical terminology similar to Mellon's
/ (196?5 early cuing system. The following exercises illustrate

* Schpneider’s senlence-combining formals:

Coniunction:
Matr 1k JGhiv saw the Jdeer.,
Insert: John raised his rifle.
Result: John saw Lthe deer and salzsed his 1 fle
(p. 39)
Ficoovboal bgaat b cein s
alt 1la: L S I A N T L . R
S UMme
4 livaer . AT-1nt) Ve Lhiall weater ab 0 cae il
Colorad,, miv.,
i [ oo watei skl .. L L Faer L1 s [
e a chaltlenge o s sy st i {
L1,
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infinitive phrase, Similar signals are used for noun clauses,
. qerund phrases, and derived nouns (e.g., He retorted in ringing °
tones - His retort in ringing tones . . .). #
Adjectivalization:
Matrix: The student was painting a picture.
Insert: (T-RC) The picture portrayed fountry
. 1ife.
Result: The student was painting a picture
which portrayed country life. (p. 45)
The transformation signal in this exercise directs the student
Lo constriuctl a relalive clause Other cues dre used for participle
phrases, appusitives, absclute phrases, and simple adjective
tiiser Ul s
s
Advertbitalization:
: Matly | a; We have Lo allack Lhe problen ol salid
o, wasle dispozal.
N Trvaey U (T:AC Use '"'betore') e watr dJdo
’ anything effective in v deterivialin,
il SR areas of our cities.
5 &
N A i
=, Resalt, Before we can do anytlhing effective i
% L5 . -
Y- the deterioratling areas of our Cities,
s we have ta atlack the pioblem ofF sulia
waste dispusal (p "JD)
=
. G . it Tyiiala oo sduer Lial laciae 1y RITE
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Amhiquaus sentence: The
occ
meaning 1:

NDeep structures,

meaning 2:

[

m

m
)

structures,

CHAPTER h: SENTENCES IN PARAGRAPHS

This chapter opens

shooting of
urred at dawn.

with a review of

the hunters

Saméagz was shooting the

hunters. This occurred
at dawn.
The hunters were

shooting someone. This
occurred at dawn.

{p. 65)

insertion transformation

concentrating on multiple-embedding problems; e.g.:

Matrix: The nation moves through a time of danger.

Insert (T-Mod) The danger is supreme.

Insert: (T-Abs) Her passage is made more hazardous
hy chiselers, bigots, extremists,
vested interest.

lnsert: (1 Con) Her passage is made more hazardous
by the lassitude of well-fed
citizens.

livaer U (T-mud) The lassitude is [Jaléi]ys:lnq

Hesul U
danyer, her passage
chiselers, higots,
est and hy the paralyzing
fed citizens. (p.
; . ludes identifyi..,
i , ER-3 L [}f@\fidg Lo Let
| ' Pt Mesde 1o et
i ! i i prodoabagr oy - i [ Lt
R i [ TORt | [ |
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stiudents in the same way that Schneider recommends. In one
exercise, for example, students read and discuss an excerpt from

Mark Scharer's biography of Ernest Hemingway. They are then told to

* .
write a similar composition on another author. Schneider includes

)

the following instructions for the assignment:

Reproduce Schorer's sentence structures. This sort
of imitation often helps generate ideas. (p. 94°

Although some authorities suggest thatlmﬂdeiiﬁq can help =tudents

(e.q., Irmscher, 1969;

improve their sentenc

m
I
]

=

e
L
-t
~

i

tryctur

[l
byl
n
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Corbett, 149/6), 1t 1s not clear that medeled writin

i
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m

Al
L

i
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2
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-
Tuin]
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Pdeas,” as schreider Clalms. Modeling may indeed facilitate the

[
i

g wvement b Cer taln apects of the cwmpousing process, but

nventton s probably not one of those aspects. (The same is also
L ]
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mode| of coordinate/subordinate sentences within paragraphs is

presented. Students analyze paraqraphs, ldentifying each sentence
+

as either a coordipate or subordinate element. They then write

their own paragraphs to match the sequence that they have identified

in the models.

. CTHAPTER 7: INVENTION

It is not clear why this chapter is entitled '"Invention.'" It

)

seems to he a grab-bag of concepts that didn't fit conveniently in
other chapters. The discussioun covers various types of written

products {(e.qg., anecdote, histortcal account) as well as rhetlorical
¢

devices (e.g., irony, exaggeralion). Apparently these products and

devices are supposed to help students "invent'' content, but it is

not Clear how thils 1s supposed Lo happen. AU any rate, the chaptler

Pes baide s 5 wealth b wesde ]l essays, whilolh are 1eas!, Jdlzouassed; and
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form and ol fer littles help to students for generating content. For
cxample, the fFallowing assiqnment appears in chapter 7

Write 4 four- or five-paragraph paper usina short
ctructures for the lead sentences of your paraqgraphs,
and elsewhere if you wish. Seek variety of sentence

structure throughout. Sugqested topics:

1. Activism in a campus student organization
?. Lack of vigor in faculty committees
1 Shortcomings in qovernment (local, slate, o
national) -
s The compelence ol o television performer, 4
Hol lywood actor, o public official, a campus
leader. {(p. 3
. i : ) §
Lo e Cioms For this assigmment might lead students to bhelieve !

that whatl (hey have to s4ay s nol as Important as how Lhey say 1L

Tle  suguealed Lopt, s =eem Lo bhe af les thought s conln ivances deslgnedd

oo ool 1L Phoee aengnst Lanl' toalagr e of gpotse] et DU Linegs var lely In
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Perhaps the most useful sections of Syntax and style are

Cchapters 1oand b, which include actual sentence-combining problems.

I'n these chaptera, analysis is kept to a minimum, and students are

Qiven ample oppartunity to construct sentences. |n comparison with

]
I

other sentence-combining materials (eaq” ”a:r‘Ei 1975; 5Strong,
&

1973), Schneider's treatment seems to be very thorough, although his

n
o]
o
[
=
=
"
-,
il
s
T

m seems unnecessarily complex.

i
wh
i

The problem with Schneider's sentence-combining exercise
tral e relies exclusively on the signaled format, for which there
;

te ol one Uright’ answer . As the students work through the

AR L | R s Thiey gt e instructed o check their solutions with the

hal
]

Ancwer key ta ses if they reproduced the same sentences that the

pratessinnal  wiler s Composed. However , many sentence-combinlng
vl e s e g Mel bon, 19795 Stroeng, 1979) suggest  that

e Taamal  tagnalgualed) saciolses he used wilh \:gflég(f wi bler 5 s

tHhAat Siadents can eRplore varlous  =syntactle aplions, Flosily

LS Ve oot e ctgbrsiteall o L upflate Alves L)
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s JupiTer Press, 1977,

* Bruce Cronnelld

arrative discourse). |t is hased on

at the University of Michigan.
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tor Jisties, 1= the malo tifea wf a leal
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Theme in English expository discourse.

also calls

thiead of a lext,”’ because Lhe main |dea "'may
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Popnennie o alwo s concerned with hierarchial orqganization.
Fhesone oo b oo 2ol by o whode-part hiierarehy, o.oq., the theme ol

anh o essay, the theme of sets af paragraphs within the essay, the

il
(R

sentences within the

theme of a paragraph, the theme of sets o

b
L
™
T
I
M
.
e
o
.
—
o
Iy
3
s
bl
i
o
il
n
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0 he arqganized by a taxonomic hierarch,
i.e., hy specific-general relations,
Jones' study is limited to written expository texts of a

i

graphic device and the writer's paragraphing is followed. However,

section' (large:r than a paraqgraph, but less than a text) is of

Jesver st s deteominal Lans when 10 1= ol marked by the wiiter .

LHAFTER 7 AN EXPERIMENT ON THEME IDENFIFICATION IN EXFOS110RY
TEXTS
Jostin s wvados Lol gaplor alun o capedribment by determlbine D
s ge s b teal sl Teot v aders 2 pers cptlan ol themns Fown Ly lef )
PRETER S g two=par e aph Texls wer s gsed an the following toplos:
i o . B ol P i) | S S [T BT T G SR |
g { ! ¢ ‘ [ I 4 i 1 }
[ ! ' , PESH

. ool o . |

Py . i [T I L2 B PR oo '

i ; i . o Lo N

O

ERIC *

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

Then each
eleven variati
"wording opeéera
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text was varied in 4-9 ways, although some of the

.0
=
T

ons were used with only one text. S5ix variations we
tions'':

Backqround-Presuppositioning: Explanatory
hackqround information was added.

Conjoining: Conjunctions and other transitional
expressions were added to show more clearly the
Ingical relations between sentences.

Repeating: Anaphoric elements were replaced by
their full forms; elliptical cbnstructions were
pxpanded to their full forms.
Teim-Paiaphrasing: Technical, sophisticated, and
abulary was replaced with more
5 Synonymous terms were
1, thinking, thoughts,
ed by the single term

common, everyda
reqularized; e.

arnd \qui*wgrg
reason.

Sentence-Pai aphrasing: Sentences weic Inserled
n the text to paraphrase more simply content of

4 preceding sentence.

12U -Faraphirdslng: A lople senlence (1.8., =

Pt aphrase o the enllye leal) was placed al the

heainning of the text. .
" v i | oeees b b !
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Subjects were students in introductory linquistics classes.

Fach student received ane version (original or variation) of each of

the four texts, Students wrote nne or two sentences to tell the

theme af eagch text, After writing the theme, they turned the page

and chase the statemeent that most clo

ely matched their version of

Wi

thves  fhemes, These statements were the main theme and lower-level

in o the gnalyeis (o determine how well the main theme was identified,
Clores taey nol tondicats Thal she ever compared studenls' wiillen
[hosaniess wi th thetr Fheme (haloes. ) It studenls ftelt that anolher
soriie CFrea e e, FesE e Ll the e That Corresponded Lo the s

s inn, they could rnte ity however, these "hetter choices'' ''made

d€ s Pt U e st st b o E e e et (L’ S0, ta, 4y
Thoe g w bl Trealn war tedd o Che degr e of SUCCES 000 iale
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the ariginal. However, some raw scores that indicate increases are
helow 6507 when standardized, and some raw scores 'that indicate
decreases re abnye 0% when standardized. This statistical
vl justment  mast o he ‘n'm!(;tf-ﬁ an faith because Jones provides
gdhealittel s no descriplion of how she adjusted the numbers. Thus,
the fallowing resolts may he_viéw@ﬁ with some skepticism.

With these adjusted scores, Jones found that the following
Cerat e Lemaded Lo raise successtul  theme identification:
ek o ongs ! Fooesuppust LEONT 0, Term Paraphiasing, Sentence
Farapbiaastiy Ttie Pl lowiing Lended Lo | inwe [ Lgnnju!nlltuv
I eme Taaeptag, Fatood 3cnlence Keversal, and Faragiaph Kevelaal

me: savs that i‘f(')ﬂiﬂiﬂlﬁ'}j really does raise theme identification,
LTS BN ETIVD B S Y I N LY - LA R N S IV R O O B Stidy . ) lostal seinilenees KRever aal

APV PR I B PRI | Ay jel 1t [T T preol s amiene byt
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.
(HAPTER 4 HOME FUROPEAN MODEL % OF , THEME
. ’ Thio s the literature-review chapter of the dissertation and

familiar with Yinquistics. However, it is less

o

shiows that Jones

e

valaable o her bhoaok angd ts theme. “he describes the theories of

Danes, Fiotigs, Lo, Halliday, and SqAll, Hajicova and Benesov.
ALt of these Troguials {with a minor excepbion in the case of Dane

Pieat thene bt 1 e wenlence level {which 5 not the level that Jones

P Paree e et ot g s fio . wlew Lhieie a5 [F‘t“ g b s de s (\‘Jl’rlgr‘ [
Fieoe 0 fe 0 i eii @ beses ) 1:“‘(, The i Livewsr 1o ha'vrt':‘ Fbivesa b =l b bisblag o ol
! i ! TRV Thors =Ly iv, Tondeed,  Tone s =avs thal 10 15
'“‘5:5:‘7":'~ (SRR ITE NS S B T O FEAYE N SR T L cwe b thomes wl Lhasg ‘I.lqulzlﬁ

L P lervye | i b Ve 3y b thoagh bt 1. ),\,,Jl!»lg Las flisewe e
1 [ TR [ bt Iri’l Uliermines 5
o ! i ' i PATTRTR 1 Vi [ S i
' i , ) ! PR AT \ a1 (o TN} iy 1 :
i i { : i i [ T IR TN f | jeoo
{ ]  hies i . '
i i i i i
i

O

ERIC

Aruitoxt provided by Eic:



%

L

_‘qir'. = : é , . E f
~ N o g
* . ) 79 * .
7 - iv- C * 4
Lo P B
- . % . - . *
'L s L . & . o * . -
.'ne:essarily) First |ﬁ séntencasi WAlso Tmportant in these theories

lare kn@wn/given Tnfpfmati@ﬁ'vgrsus-ﬁnknawh/new'infcrmétién? the

‘  Fgrmer cgmmcnfy (EUEénbt ngqéssariTy)A;hersame as the themé/tquc

.

'_aﬂd the latter, ééﬁméﬁly'(b&t not ﬂECéSSéfi{y) the same as the

'

L NN = = @

jheme/c:afnment .

i
F

CHAPTER b _ NARRATIVE CDNTRIEUTIGNS T0 A MDDEL oF THEME

4= Jaﬁéﬁ pélnts aut that ma$t studues QF dlscéursg hav& treated

 naf?ative._.5he»review5 thg work of Pike and. Pike (1977), primarily

feiﬁiainfng the anmemitﬂtheagy;aﬁldis&cursei 'Theﬁ’%ﬁe déscripes the

‘work on scf¥pt5 by Sihank (1975) She concludes, that there are a]sgb

‘5§Tlpt§ fah‘expositary discourse aﬁa that ”theme in expcsitcrg

i -
!

'_dlscaurse LS the most |mpmrtant coﬁst:tuent oF an’ Exposltéry scrlpt”!

'(9*11?3)’ e "
: vl- ) h -, N i . . 4 : . _
"CHAPTER G: " A HIERAREWEL?D[TFE‘C{F TFTEHF_ IR T

|ﬁ th|% chapter, Janes develapﬁ more Fully*hér madel “of theme,v

haged on tagmemic .linguistic ? Jones redefunes gbeme as ''the

nuclear constituent(s)" of a unit of discourse. In- taqmemnc theary,

.a nucleus is "structute-defining.' That which is"not nuclear is a

marqin," and :Jones claims that this analysis.can be used at any .
L ) o - : _ .
discourse/qrampatical level. ™
a . = ¥
. ’ LR : - . . ’ . ' . ’ . )
- " Jones’ proposés that expdsitory discourse has four *Hevels
(derived from similar 'EVE]S;EhatLEhE Pikes.use for ‘narrative):
gerlves _ ; e b
, ! . .
1. peanrmat|v9 IﬂtEFaitIDﬂ (l..j, speaker/hearer or
_-readyr/wrntér) : :

=

. . . L ,
oo script (simi-lar 'to Schank's (1975) notion for
. . narrative; dominant at the paragraph level)
% - . . 5 W . . ) [ ) ;
CL N . S IR N
N Cr oo d v
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y' . ' 3. pcint‘(s:mnlar to everyday usaqe, e, q., | have
‘ three points to make; dominant at the
sentence/clause level) ) ’
b, concept (similar to words/phrases).
' Each level has constituents at the next lower level.  Within a .
.- 7 7 . 7 ) 7 7 - . V ,- ' - » V V 7.
level, there may be layers of the same level; e.qg., scripts within .a
E . ' ’i - . . ; .
script. Moreover, the theme of each level is a constituent at the
néxt;lﬂWEf level; e.g., the theme of a script is a pgiﬁti
Jones' defines .and exemplifies several kinds of expository
scripts. These types are hardly original (and she admits ‘that),: but
_— she believes that she " is original .in gsfng Iinguﬁﬁtig-anaiysis with
these traditional rhetorical, forms. S '
Compar i son. Constituents: #tems,- factss oTHeme:
SyﬂthESlEEd stategent. ) '
. R v 5
Contrast, CDnstltuéﬁt5§ |tem5, facts.. -Theme:
“J-L‘,57a e = _ s _ .
v synthesized statement, R , .
. - (Comparison and«contrast differ anly in
' their higher level purpose.) .
* ‘ A R | s 5 . ¥
‘ Description. Constituents: ‘thesis, deigfls. theme:
' © thesis. ' | - L e
VA Paraphrase. Constituents: thesis, 'FesﬁafemEﬁts. N
Theme: thesis, _ St .
EV%L&%Ki?Q; Cdﬁ§§%§UEhts:A thesis, comment. Theme:
thesis' ' ) .
.
Explanation. Constituents:  thesis, evidence..
Theme: thesis ’
LS ‘
Informal Proof. Constituents: theoremy arquments,
presuppositions. §heme: theorem.
< I
List. Constituents: examples, (optional) classifi-.
cation. ' Theme: ElaSSIFICatloﬂ‘ ¥ each
example as a weak themp. * < *l,
GV * )

Aruitoxt provided by Eic:
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A e coo .
Syllogism. Constituents: premises, ‘conclusion.
' Theme: conclusion. . .

v - -
" ", + Definition. Constityents: item, classification,
- contrast. Theme: item. - (Jones is

unsure of -this script type.)

Jones next spends considerable time developing the notion of

multiple themes in a.text. Each text must have a primary theme, but

=

most texts (especially {F long, but even if as short as a paragraph)
have -secondary, tgrtiéry, etc. themes of lesser impartaéégi Jones
demonstrates the prgséﬂcé q% multiple themes in the analysis oFbtwa
paragraphéi . . o o _ ‘Ex\ . g

. A paragraph itself exemplifies a specific kind of scri@t? bdfs;i3
_ contained within it are various other scripts. |In acc§rdaﬁce with ,J
; . tagmemic theory, each script identifies a '""Class.' Each script can

be divided into nucleus (= theme). and margin (all that is not

nucleus): these are ''slots." Each nucleus and margin has a ''role"

- ’ = W' - - - e B
(e.q., thesis and evidence, respectively, in an explanation script).
All of this can bé?ﬂisplayéd in a labeled tree diagram. Jones goes
on to say that
"In tagmemic Wnalysis, tree diagrams are usually
followed by 3 set of Fformulas whidh describe the
general structure. The tree diagram is specific to a
particular text, whereas the ‘formulas are supposed to
be more general; when analysis of all texts has been

completed, the formulas will be generative. (pi 161)

iSEErFiqufﬁ 1 for an analyzed text, its tree diagram, and its
Formulas. '
CHAPTER 6: GRAMMATICAL DEVICES FOR HIGHLIGHTING THEME
'déﬂeé'ilaims that there are at least three ways in which

grammar may mark theme in English: word order, special




: . _»Iil. : : e

. / . . l o _ Fagurel

Analysns of "Call to Greatness'" Paragraph

1. One of our hardest taska--iT ve hope to ccnduct a ) ¢
succensful féreign pnll:yssii to learn a newv habit of ‘thought, '
a nev attitude toward the problems of life {tself. ~2. For-
titude, sobriety and pstience as a prescription for com-
bating intolerable evil are cold porridge to Americans
who yeit!rdiy tamed a continent and tipped the scales
decisively in tvo vorld wars. 3. Americans have alvays
assumed, subconsciously, that all problems can be solved;
that every story has a happy ending; that the applicstions

A of enough energy and good vill can make everything come
. . : +  out right. k4. In viev of our history, this assumption is
natural enough. 5. As & people, wve have never encountered.
any obstacle that ve could not overcome. 6. The Pilgrims
Y had & rough first vinter, but after that the colony
4 . flourished. 7. Valley Porge was folloved nsturally by .
: Yorktown. 8. Danlel Boone always found his way through - ' ' N
the forest. 9. We crossed the Alleghenies, snd the Misszis- -
aippi and the Rockies with an impetus that nothing could
. step. 10. The wagon traihs got through; the Fony Expreas
. . ’ delivered the mail; in spife of Bull .Run and the Copper-

' heads,the Union was someho prEEEFng 11. We never came
ackoss a river ve couldn't bridge, & depression we couldn't
overcome, & war ve couldn't vin. 12 So Tar, ve have never
known the tragedy, frustration snd sometimes deféat which
are ingrained In the umnrlPr af all other péaplﬁﬂ.

(Adlui Stevenson, "Uall to Greatness, " An

Uehwartzmann and Kowalski 1960:06) _ (pp! ‘56*7)

2., Tree diagram _ : ) . S, -

FraaffE;plnﬁat;anS:ript

il . 2
Point (Pt} -
_Scfipt vwhich ie conjectured for the larger text, based on evidence from this portion of text alone.

Figure 5.1 Tree diagram of the referential strueture of the "Csll to Greatness” text. S8lot is giver
above the ‘branch; role is labelled below the branch; &nd class is given st the nodes. Superscripted

‘numbers refer ;p asentences in text, Theme 18 represented by the nuclear constituent at each leve]l or
- layer.

N o | : | _ (p. 160)
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Figure | (Continued)"
3.< Tagmemic formulas
. _ Evaluatipn, - Explanaticn. )
; ke Nue Seript 4 _ Seript _
ProofScript = Tnmreml - =T
, . .
) }’ I Faraphrase List
- . Nue Sc npt . Mar Seript
lanati ript — — [l LA, == L
ExplanatignScripts Thesi 5] * Evi Em:el -
'» ‘ Paraphrase .
EvalustionScript~ . Sut__} Seript i
. b Thesis 3\ .
3 ) .
n!,‘
I HNuc® Foint Mir _ )
. o F;npru-_u eSeript= Thesis - * Reatate- . *
s o . * - ment
: .
n
ListSeripta .
f i &
*Cohesion has been omitted from the analysis, v
**The superscript n meant repeatable to o tlmgs, where p is some
finite number.
! i
F‘igure 5.2 Tagmemic formulss rgr the referential ‘structure of :
the Cnll to Greatness” text carried down to the point level.
~ _ o (p. 162)
< .
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canstructlan, and reﬁétitian— She describes (with much

' exemplificatlcﬂ) four ccnstruttlans that are aften used to mark

theme:

1. Rh arlcal quést%cﬁs .

- 2, Pseudo-clefts (e.qg., what is new and arnglnal in
the political thought of these centuries is the
work  of Machievelli)s These - constructions
present .both a question and an answer; they .often
indicate contrast or transition.

3. Clefts (e.q., |t was on the consciences of German
Protestants that the crimes of the Nazi era
weighed most heavily). These constructions
present. only an answer. and may be especially
appropriate as summaries; they also indicate
cantrast-—even éxclusian- and they often come in
pairs. :

4L.' Topicaldzation (i.e., fronting some sentence
constituent other than the subject). Unlike the
‘above, topicalization does not mark high level -
themes, although the above can mark both high and
low level themegi :

Jones also finds that conjunctions may mark themes. She
identifies several kinds of conjunctions and their theme-marking

functions:
1. Summary conjunctions: thematic at high as well
as low levels. ‘

l 2. Example conjunctions: .make prominent the
“non-example by indicating background.
(Subordination--Jones discusses relativization--.

e e i "SEfves~*—-34mtiéﬁifunﬁE+en~b¥74nd¢;aLLngAwhat
isn't |mportant )

/3. Continuation conjunctioms: indicate development

- of theme.
4, Enumeration conjunctions: - delineate steps in
- theme development; ''indicate that. certain’

material is-on the same level of prominence as
certain other material" (p. 213).

r
-



5. Comparison conjunctions: indicate same Jevel of
prominence. ' - : : :

. ‘ -.6. 4 Contrast conjunctions: indicate same level of
- ' '/ . prominence. S :

Thus, conjunctions are 'road signals to thematicity' (p. 215), |

indicating importancé and relative levels of ‘themes.

CHAPTER 7: D}SCOVERING AND DISPLAYING THEMES IN TEXTS

'Jane;'iéaints Dut==that  discovering 'thémés in texts ’is
gnecessarily*sﬁbjgctive.' 'it ﬁequires experien§é iﬁ interpfe;ing
thémés, ﬁons%deratign of grammati§al devices of hiéhlightiﬁgithémes,
éampérigcn a? réiatiyé degree of géﬁgraiity or specificity, watching
for two or ma%e themes at qﬁé same level, andiébsErving reé&titigﬁ
!(fnéludiﬁq paraphrase, anaphora, and eliipsis);

JQﬁE§>dém§ﬁ§£fétE§ the EQﬁ;tFUCEiGﬁ of a ”b]aéking,ﬁhaFt” for
discovering themes. ﬁee'Figure lear é samﬁle blocking chart. The
Fa]lowing steps are used. |

1. divide the.chart into three géiumﬁs;

J 2. divide the text into "propositions' (glause-like

chunks);
3. note grammatical devices in the text; .

"4, choose key concepts in each proposition;

T f‘f*fS;wfnéfevﬂafaﬁhfasé;equ+v3+3ﬂﬂ%es—?aﬁékeyageﬁéepEsr::xuzza;::x:,
Next, the blocking chart s studied to determine the theme
>5:€Q§ture: fhis invotves studying the key concepts far repetition of
te#mé and studying the grammatical devices for clues to thematicity.

{Jones briefly describes how her experimental results can be

explained in terms of the blocking charts.)
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Figure 2 o Cor Sy
Blocking Chart for, Science‘and Cosmology Text
1. Text ; ” ' 1. Matural lEiinEE does not in i\‘.nlf pravide & cosmology.

2. It has congruence or consohance vith modern Western
cosmologies; 1t -has not to the sime degree consonance ﬂlth
others. 3. If, for instance, you sre an Eastern mystic for
vhom the body {s & complete illusion, you vill nodoubt have.
to feed that 1llusimo with a minimum of food and dfink
(vhich are almo illusions) but yeu will pot make yourselfl
an expert on husan phyaiology. U. You emgti hovever, get
from science &n ansver to the question, ' "Is the human body .
&n illusion?"” (vhich is meaningless in scientific terma), ’ . .
nor even 1o the question, "Is it better, as most of us do . .
in the Weat, to cormsider the human body a real thing or -
is it better to consider. it an 11lusion?” (which is also &
meaningless questiopn for science). 5. In briefl, the
. pursult of scientific knowledge may vell be a part of our
Hni‘.:rn values; it cannot possibly make our Western values.

, (p 228)
.2 ..
GRAMMATICAL KEY COFCEPIS .
DEVICES _ D,, IVED FROM Tligguggsnmx:
l,i,lt.uﬂl science does not in ) i cis nge,‘”““ﬂﬂg i \
itself provide a cosmdlogy. . .
g F -
E;It. has congruence or consonAnce _(iehnée)“.,;ii“;gr;i cosmologies
with inﬂgrn Western commologles; ’
2 It has not to the same degree _ (science)....other cosmologies _ :
consonance with others. ) T - R
3‘11‘._;":’:\;— instance, you are an you. ... Eastern mystic
Eastern wiuf
I fnr whom the body ix a complete Relative bédy,.s.illﬁllcﬁ
illusion, L Clauns
Bf:y:m will no doubt have ‘to feed you....illuaion (=bodyl
that {llusion vith & minimum of =
food and drink (vhieh are also .
llluiiam)
Mbut you will not make yourselfl but : you. .. .human phyaiology
'an ®xpert on buman physiology- C=sciencel
ou eannot, hovever, get from | ¥ou....sclence
#cience AN AOEVEr -
. Pio the question...’ nor even (science)....question(s)
to the questlaon. ..
he C%1s the hymAn body an illu- human Bnﬂy ...111usien
L gion " {wiich-ts-meaningiess———— - e — -
in mcientific terms)
l":l"Is“ it better, as most . of us .  human body....real or illusion
do in the West, to consider the ! _ ] S ) o
human body & resl thing or 1s it )
better to consider it an fllu- . — et ——
- f ‘sion?” (which is slao & meaning- 7
less question for science). 1‘ . I B -
' *%1n brief, the pursuit of scientific iﬂcﬁl:dgj“i\!ﬁt values
-scientific knpwledge may well 5 : [=cosmologyl -
be & part of our Western values; 7
'Sbit cannot possibly make oyr scientific knovlsdge...West values
Western values. s . En&amlag)
SR ﬁavwaTT . . (pp. 229-30) ~ . .
S . A7, 2 g AT A ) .
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Jones ﬁcﬁelu&es by showing how a "dominance display" can be

constructed and used to illustrate the structure of a text. See

) Figure 3 for the dominance displays For the texts ana!yzedvihjz
L . . . : - L
Figures 1 and 2.. ' ' o — o .
i ) S ! R COMMENTS
:”This is an_impresSive; well-written, lucid book. !Jenéé.uéeé a
. very'pérspna];éppraath, whiéh isrreFréshing‘iz%ggpasitory préée_~
, ) ~ - , .
However, as an analysis of product rather than process, it has less
. té say about writiﬁé thaﬁ about %éadiné'cémpréheﬁsianz that
-khgwiedge>QF‘expa§itary=—as well as nar;atiVE§=SEtipts s imﬁartanf?
. | to’ understanding. !.' '
“ For composition instruction, Jones' work suggest the value of s
|earniﬁg-thé traditional methods. of rhetcricél deveiapment¥énat
vnecessari]y as uﬁrélatéd Fafms, but as forms tﬁat.taﬁ be embedﬁed
) wiLhiH ‘Féih other. Jones' work éiso Euggégts tﬁét various
\} gramﬁatigal devices might be learned in order to emphasize énd
organize thgmés; However, although Jones has written a tantalizing
o . bdmk,-a agreat deal more work is needed before hér linguistic
raseé}éh Eaﬁ be interpreted into classroom praiﬁiée;
b
4

O
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Figure 3.

“Dominance Displays

1. Dominance d?splay for text in Figure 1

Americans need to learn s nev attitude

3

' 7 v
(Contrastive Thesis) . - -

Seripta: lsﬁ@ﬁ&plmtiaﬂ; E—Pﬁnﬁf- S-Explanation
¢ i . i
Fl;ure 7.4 Domioance dimplay of the thematic structure of the "Call to
Eri-tqgn text, Highest-level theme at top; lowest-level theme on
= bottaom. Relationshbip of & theme to {ts dominating thl.e is vritten in
parentheses aAcross the line connecting .them.

i . v . (p. 253)

2. Dominance display fgr text in ?lgure )

+

Natura] lv‘:lgm‘fe daem L give 8 cosmo lgg-il *
n is just imre compatible vh.h ; [ .
‘ MIPAL . i
(Contrastive example/
= Argument ) {Argument )

incom- ’ - Seign:é cgn t maagr

(Presupposition)
I

( is an illusion

RS T s - s T S e = g T T

Seripts: 1-Proof _ : . 7

Figure 7.5 Dominance display of the thématic structure of the "Science

% & Cosmology” text. Highest=level theme at top; 1u§ht—levgl theme on N
) bottom.' Relationship of & theme to its dominatingWheme is written in
- parentheses across the line connecting them. ) ;
3 - ‘;
' £
1 El
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Petty, W. T., & Finn, P. J. (Eds). The writing processes of
students: Report of the first annual conference:-on language

“arts. Buffalo:' State University of New York, 1975.

Larry Gentry

T SUNYsByfFaia' conference on léhguage arts. The topic of the

conference is Fteflected by the title of ghis brief volume--The
Writing Processes of Students. = As is often the case in sych

col lect ons, the papers range in quality from the mundane to the .vg'

provocative. - j : o : : wi o h

e,
T

' SUMMARY -

1. ' James Squire: Composing=-A‘new emphasis for the schools -8

Squire is unhappy with the "write-correct-revise'' syndrome that

he- believes characterizes American writing instruction. He thinks
. ! v . ]
that teachers place far too much emphasis on.the EOFFEEtiGﬁm%EQEEEE

and that more attention needs to be given to what happens égfgﬁgﬁ

"students write, He praises the '""free' -and "spontaneous" nature of

langquage arts instruction in British schools where writing

activities Yerupt continuously from other class work" (p. 2).

@

- According: to Squire, British teachers seldom mark %i grade student
writing, preferring to spend their time creating new situations for

=

writing. Squire thinks this process is somewhat too unstructured -

though, and thus proposes a model that lies between the extremes of
- British and American classroom practices. His model is based on
four principlesr )

ERIC - S0,

Aruitoxt provided by Eic: )



1. More time shnuld be spé%t on what happens before
pupils write than on what happens after - they.
write. '"The act of |nventian, “of dlscavery and
. organization of ideas, " of Finding something to.. ;{
. say--and of finding how to say something--cannots ~ '
H be taught by red pencul after the writing is -
e already done' (pisb).. T .

2. Compasith? programs 5h§uld be based on mﬁre_
reading of children's writing and on what we Know
about writing by children, lessypon the reading

. and study aF'aduit models. - _?* o

, Y L.

3. A program in campasnng should regagnnze no false
dichotomy between’ lmaq1natlve)§aﬁd exposutary ’

A ‘ writing. Teachers ‘should not impose hard-line
: ' R categories such as prose vs. poetry, personal vs.
impersonal themes, etc. :

. . 4., Programs should recognize «the intensely
' * individual nature of the composing process. ' They
~should, for example, provide for alternative
2355|gnment5 and frequent writing. conferences with
- the teacher. Students should collect their
writings, choose the best, and review these with
-the teacher on a personal basis.
2. Janet Emig: * The biology of writing: Another view of the -
' process : o S o

While Emig thinks that the ;ESEfEtUéY ‘mode! that she

3,

popularized is still a valuable Eesgarchrtcai (especially when her

study is reéiicated, rather than dupliﬁated),'shé aisaﬂbeifeveg that

writing-process research can benefit from interdiscipiinary*s&udiesf

She is particularly interested in_the pntentual that ﬁaqnlthe

___LAJ;::vvfpéyéha+ﬁ§y“aﬁﬂ“ﬁ?éTﬁ'féseé?cﬁ”ﬁav@‘fﬂrféiﬁéﬁding our kncwiedge about

7

h’%&; writing. Split-brain research, F§r example, seems to indicate that
thP right hemisphere is just as importamt for some types of writing
,35 jts vergaliy—nr?Eﬁtéd partner, the left hemisphere. Addition-

~ally, other neurological studies féad Emig to hypothesize

% (J‘
LY §




- Eri:ing process is powerfully, pérhaps'even Ljﬁiqueiyi mu!tl!madali‘

oy

involving simultaneously sight, sound, and touch.in ‘an intricate, -

, AR . L e
mutual ly dependent and reinforcing cycle' (p. 17).. Emig believes

that aqﬁﬁxamjnaticn of such prcceéSEs and- interrelationships are
. . o X _ B ) ! . ig . .
essential to the construction of an adequate theory of the writing

i ) -

process.

3. Donald Graves: The child, the writing process, and the role of

the professional '

* R [

Graves points out that most writing teachers fall into one of

! two camps--the coeredwe or the permissive. - The coercive teacher is '

characterized by a pEﬁchaﬁt for marking errors and focusing on the

finished predu¢tﬁ The permissive teachef; on the dfher=haﬂd, seeks
| : : '

‘to "release' the child to wfite,,hapiﬁg that the righf "story-

: starter' or another gimmick will do the trick. Graves thinks that
~ . : ; : - : ;
v both, approaches are contemptuous of children and ignore the -
essential variables of the writing process. »(Eg'alga'admitsfta'
: N L

“being a member of “both camps at various times™in his teaching
career.) - “
& -BV ’ ﬂ \" '
According .to Graves, beginning. writerd can generally be =

classified as being either ''reactive' or ''reflective' in their

“approach to writing. The reactive writer. (usuvally a‘'boy) needs to

: . fehéafée beFDrg‘writing:bibdrawiﬁg or discussing theft@piggfhe
- . , o . . , . . ‘ Ly
) employs erratic problem-solving strategies, often.speaks aloud while.

yritiﬁg,>and tends to proofread at-the word level.: The reflective

) v N * : . Ei"

writer (usually a qirl) needs little rehearsal, 'writes rapidly and
| f B B i - +

silently, and proofreads in larger units. The uniqueness of these

El{jﬂ:ki : . | o - : , . ¢ : lglgff

s Lt e



and sentence .adjustments the writer makes ‘& . .

ERI!

Aruitoxt provided by Eic:

instructional Stréteﬁies for each as he or she guides the child
. . : L]

: . = . [} . .
through the three phases of the writing process--prewriting,

- finished .pfoducts as

b, Chak1es’cbéper: Rgsp@@gingfggigtgggntiwrjtigg

believes that teachers spend too much time''on the accidents of. JF_

transcriptions'' afd too little time on,'the essence-of composi--tion" = *

two approaches, to writing calls Fér‘lhé teacher to employ different e

* . R ’ tu
. ) .

composing, and postwriting. . R

Graves believes that teachegs should themselves be models of

”gaadﬁ;wriEEﬁs: they should pFDvidéltiméhanrSPSEE_fDF children to

v < = L

writé whénithéylﬁaﬂt'té wfit&; théy'sheu]d_bréyidéka_physicai'§ﬁd

¥,
£ * l

psychological environment that places a high value on oral and S
SR B S 5 . ; s

written %kprgssién, and they should help children view their —.° = . p
samethjng’pérmanént and unique.

. .
N ER . 4 3
i.‘b g . . s . ¥

L T

‘*\‘ R & = ) - r) % , N B v )
‘Like :Squire .and several others at the conference, Cooper ° — .
' . LI ) T . m . . v\' .

[

. . (the) ﬁatiegé}cF‘perSOna, audience, and purpcse, and the word" BT
¥ : . . . = B : ! Fl =z P E

vo(p. 32).

U P S ‘ e
Instruction should focus on preparing to write the next piece.and W "

L & Lt = - 2 . f ] v :
responding to student .writing. Respongjrg needs to-bDe immediate, .-
’B' % - ) ‘ i = : i - ‘7 . N
insightful’, and supporwive. ~ Codper recommends same-day confer-.. = ' .

‘ences, pairing, and small-group discussions to prpvidg,immediété_

feedback. Teachers should stress three primary factors in cemfer-
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¥ Lée.‘ﬂdellﬁ-_?Fécﬁsé‘_The process of seeing and the process of

writing iting - . , ST L . - .- '»‘-, ., L

g S . \

ln ‘a brleF artle!e, Odell shows haw writlng can Ee impraved by

calllng attentlgn to qrammati:al Fntus (l.e., changes iﬁ the gram-

i
il

matlcal subJect of . a clause) He uses examples jfam Canner"

[

a ngws*repart ta demanstrate how descriptive passaqes afe impraved

by sh;Ftunq Fgcus in the same mannEF as a TV tamera (e g., varnaus
- o . ? .
angles, EIQSE*UDS, panaramic_yiews, etc.).

6. . Hargaret Sawkiné: What Ehildrenfsaj abaut-tﬁé[r'writiﬂg

“diwk ins discusses the,résulfs-aF her'aissertgtiaﬁApragect, a
"5tudy in which 5he~iﬁterviewed FiFfegn-”gaad"}Flfth grade writers

,wand FuFteen "pagr“ fifth grade wr|ter5. Thé children were asked

wbat they thauqht abaut before and durung wrltlng, what prcblems

they encountered, what factors they considered important to remember

when writing, and the degree 'to which they used outlines, notes,

proofreading aﬁd fagrétiﬁg, She found that ''good" and "écﬂﬁ‘
wfitéré pé?Fcrmed iﬁ mggh_thé same wéy whén-;ritinQ, fhé resuité of
the interviews stpéfg_;he $alicwipg ;cnélysicﬁsz (M) wriférs tend
to consider asﬁécts aF'gpntentvﬁefére and during the writing pro-
iééé;A(l) ﬁhey usually wffte wighaut-tﬁé.suﬁpart of an Qufliné'or
ﬁ@tgsf (3) most don't have the entire story in mind before they
begifh writina; (&) tﬁéy gfye_ii;élé thought to choosing words for
ﬁartiﬁuiar purposes, to the SEHEEﬁiés they write, cr”%é'pafa-
béféﬁhfﬁgi (§) whllE chey mnqht ask for ‘spelling assistance, they

sgldén ask Far*help with problems of content; (6) most proofread
' . : i * - J '

after the first draft to check on mechanics and, to a lesser- degree,

-~
A

Row. and

¥
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7.  Elois Skeen: ) The eFFect aF extérnal events an chnldren g
choices of wrltlng tap125' . ;;f , -:3;;

Skeen discusses a study in whlch she caliéated ﬁ?mPQSIEiQﬂS
' ‘, . ’ A PR
from third and sixth graders over a twgwweek perleﬂ to classify

¢

seiectian of topics and éetermine'if 5&]&y§él&§tédmt§pi:s’réflectéd*

| cgncerﬁ wnth “éxternal“ events (i.e., accbrrlng ﬂut5|de Qf narmal

déa!t with exterﬁai even;s;'thezgcmlnating £heme |nvalved home=

L * : ' s PR
Famlly peer 5|tuat|ans. 'Sixth graders were méré'apt taiwr{té abaut
excerﬁaligventsi Slﬁcé all of the chnldren |n the sample were black
aﬁd-thexgéicnd,week of thg study was»BJack Histcry Week, _all but
“three of the'sfxthigraders'yraté about an aspect ‘of fheiﬁ racnai
‘heritage during the sécaﬁd week . . | |

- %-;Neitﬁez che pgr§c5e;*the éesién, nor tﬁe resulté o} this‘stuay

are madé.pérticqiarly clear in the article. Nevertheless, thése_are

.. Skeen's conélusions: (1) Teachers must provide time for children to
e - . v

:ﬂri;eé (2) It-is important that teachers place no restrictions on .

A : 5 s
the ééntéﬁt' the-Fcrm, or the correctness of 'the written material;

(3) Teachers should include course matérial that children feel to be

significant to them.

§.0uida Clapp: Three writing programs that work
"Clapp, the Director of Language Arts for. the Buffalo Public
. . L s )

Sehools, peints out that good writing programs can bE_FQuﬁ%rﬁﬁ a

;' family interaitiéns) of FrFty thlrd grade Eamp@sltlcﬁs, unly five -



everiegyief iﬁetruétienel eituetiens.{ She pﬁQVIdes exemplee from

-8 < =

three eeeendery eleesreems in EuFFale. One |5‘e Freshmen,cless that

e epereted on lhteﬁelve wrlter - werkehep ﬁreeedures wvth the
I .
'|ndIVIduel writer ee the essngnment Feeus" (p. 54) ﬁ'_"
# .

\etud n:e wrute ‘about teples that - they eeleet. Thle Is supblemented 7
LTI X e .

'-“\- v

! [P

‘ /' by a :ughtly sequenced skulle pregrem thet ineludes ',rgetien in‘ ' .
B ! #* ;"

ug.- c s

‘/’ a sentence combining. -, Hr:tlnq is evaluated by peers. end in teeehers'
etudent=eeﬁfereneee.’ A seeend type eF pregrem is Feund lﬁ a eeventh o S
. ) ’ ‘ T ',:gi

and elqhth qrede language e?ﬁe eleee where the- teeeher takes a mere .

_'tredntlenel approach. ., The focus is on whele elese” eeeignmente,‘

-WIth students wrltlﬁe Aeeep;;replred Feblee, eempeeltlene ebeut x ‘*_,J

comic etr'p or TV ehereeters, a primary sterybeek te be read to o ,
‘yeunger studente, helku, elnqualn, etc. " The teeeher eveluetee‘eeeh

assign meﬂt,,pFGVIdee_eemmentsi.end gives letter grades. 'Anethef
Freehmen-eieee‘previdee'en example of a third type of instructional e,

Lo

environment. "This class operates in an.''open style," with
) ) 3 W s § Y , . » s R
individual work woven into small group activities. Students are

® [

'expeeed”te_ 3 variety of intereetvcenzi;sﬁend have eeeeee to

- o

) [
ok K

tyﬂewr?terei‘tepe r’eeerderej and a-ditto"machine. FEach student meet

preduce'e -piece of wrvtlng twice a week to dlecuee WIth teeeher end

peeee in small group meetings. Clapp contends—th t e[l ;hree

programs are very successful aqd(iftfibutee this to efimyletiﬁg

. .
. o I I, =

class situatjons. : P

O . ' - . .
r
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9. Hargﬂn Crass- Children 5 lnterests |n wrlt[ﬁg ’ - : X .

= ‘ i

: C:asg, a prlﬁclpal and teather |n a Canadlan primary sahanl,

. emph35|zes the-lmpgrtanse of aFFective act!vitles In preparing

a.children Far wrttrna. ‘She’ beliewes that youngsters shauld ba‘

| LT
; .

”expased to a language arts zurrnculum that‘?EEﬂudes gpp@rtun1tles-

for “QbServatnan" (maximum use of the ane senses) and "representa-

tion'' (self expressuen thraugh dan:e, drama,_muslci art, etc.).

®
'

"According tQ'Erasgj these aetivntues wlll pravi&e pract?ﬁe in

’maﬁipuiating ideas and imprggslaﬁs, Qfgani:;ngiénd(Fcrmulatiﬁg them

i

in an expressive mode to be shared with others.

L

10. Hugh - HacDanald %Qﬁgqing'FgrmatEYE evaiué;jgi gfﬁitudaﬁg
wrltlng : : ' ' :

*HaﬁDanald (p. 63) differentiates between "Fgrmatnve" evaluat|an

’(“ta determune .how well students have. mastered VEFIGU§ elements ‘f,a

pustu!ated hlerarchy“) and gymmat i ve' eva!uat:an (”tg grade thé

student at the end of one unft bchre praceedlﬁq to the next“) ‘He

L] i L e

pannts cdt that Farmatlve evaluatlan has many more advantages'iﬁ
~terms of Farmung the basid @F instructional degls:an—maklng He

. argques for the deve!gpment of an lnd|V|duaI prnF:le that Fgllaws the

student from year to year.: Such a pﬁafule wculd |dent|fy student

'
strengths and weaknesses in Five ma;ar areas: Egntent, érganiza-

‘tion, style, mechanics, and vocabulary. Each fac ter, éxEEPt

, , L
mechanics, is further subdivided 'in terms of three klﬁds of wrutten

expression: narrative, ' description, and exposition. HaéDonald

believes that the adoption of such a profile would provide for

I




. - - ’ .97 v
zkia tentuan to tndivndual wrnting develapment and wculd hglp eiimlnate
; i‘gaps and averlaps as‘students move From gTade to grade. S, ; o \7 : ‘
"IT. Ann Bodkin: - Dhsetygé anFerenﬁes iﬂ the Jrltten express%gﬂicf
. : ﬁays and;glrls : oo o
Bodkin. prnvldes a brief review of the Ilterature relatln;
'diﬁfergﬁ;gs-“qn the mgdallty and/or the theme“ preFerred by boys and
girls. Most of her references come from psyzhnlcgics]-studcesg}an}y'}
: RTINS p S . viif,ﬂ oo Y ‘, . ‘
- .four pertain to compos ftion research. Bodkin suggests, that research .
. in this area has thg:Feflawing-implicatiéns'Far inst;ucE?ans
. Both bnys and girls should be encouraged to
- select :henr own wrntung geplcs.
-« 2, Girls shculd bg enﬁauraged to expaﬁd their
) thinking by wrft|ng on toplcs other than Hame and’
5chaal
3. Boys - shguld be encauraqed tg express thEIF .
' feelings in wr 'ting. )
12. ‘Betsy Siegel: The writind process iin the open classroom -
(% - Siégéi‘sAphiléséphy¥aF'wEiting_instfuctian can be summed up in
the following statement: e -t
Children learn in different ways, at different rates
of progress, and at different times. No one formula
or program or crystallized step-by-step routine will ,
L serve the needs of all. Thus, with no one specific o
.00 age or formula for, mastery of these skills, self-
oo selection is imperative, and teacher expectations or
38 grade expectations are unrealistic (p. 77).
I'n order fa‘writg, Siegel be!ievés,lihiidrenrfirst need to’ i

_ o _ - A o . y
experiment with crayon batik, ¢rayon etching, poster paint, poster
batik, oil pastels, and pasted paper .cut-outs. The ideal writing
) N . N 5 B )

B . . L . - L :

:center contains all) of these things and more--including (among other
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‘5tuff) yarn, naktag,Ttextnles, atetate, canvas, chaﬂcgal paper, etc;=

ThlS mcéel aF ceurse, serves a, Flrst‘qrade-

%

o i
0Oh, amd paper taa.'

éias§. Eut nt Fefletts Sleqel‘s mistrust aF argannzed InStFuatlan

thféughﬁuc<:he qraﬁegg In speaking of older children, for examnge,
L shé says: o f
Pa (; : . : ) . . ‘ L ;o i )
' ‘The only way to make a.writer is thgtihé “sic must
not ‘only read and read and read, but write and write
.. anhd write. The style and syntactical structures widl
5 \uf;evaive lntu1tlveiy from cantinuaus exposure to the
. . 'models provided in his reading, and from the
. nexperience. of attempting fto express himself, .in
» _wrltlng, just as the spoken language evaives Frcm ‘the
: . models prgvaded in the home daring the_early years.
: (p, 80) _ . . o T
X ‘ COMMENTS R
i Gnven Qur *apldly‘ﬂncreaslng knowledge Qf the wrltlnq praégss,
Al - '
these artlcles ‘do nat aaurate]y reflect the current;stace of. tﬁe=
. ,!H,‘ ,A B . . . ¥ : = ;‘ =
art, Thﬁ! do, "however, ‘reflect a break with product-oriented
thinking of the past.. The Buffalo conference .as held in 1975--a
j@ng time ago in terms of writing research! Emlg, Graves, Cacper,
and Ddel? are’ amanq those Eantrnbutlnq to new knawledge and fresher
perspectives lﬁ_CﬂmDﬂiltlﬂn |nstfucti§q!w_‘
A 'f{' L
,;1
& N ® 3
i 9
%
‘o :
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~2-:f Fr|th (Ed ) Cognitive’ Eracesses in §Qelllﬁg. London: . -
s A;ademlﬂ PF ,19&@;!.. L I S

Thus bgak ‘ 5‘ a. CD]'EEEIDH of grlglnal papers primarlly‘

‘cgncerned ﬁ%th the snelilnq (i. e., the wrltrnq) of wnrds- thus the

._- )
ay

bnak is unusual srnce-mast ,b hed work éanﬂ rns- tbe readlng af\&

L I *_’ X \

words (and thns taplc recEIVES Eanslderable attéﬁtron 5ven gn the

»presehc ba@k)g The baak conslsts of E|ght parts and 22 é@aéters.

o

2 PART I: SPELLING INSiEUCTIDN AND SPELLING REFORH . ,-{

/1. .Richard L.- Venezky From Uebstér\to RIEE to Raasevelt- _The

formative years for 5pelllng |n5tru;t|gn and . spelling refarm Iﬁ.»
the U.S.A. . A . :

#

Readung was trad|t|anally taught thrﬂugh spelllng,r f.e.y

oW
!

studzﬁts spellgd wgrds aloud and then read them. ThlS was webstEF‘s

b

"wayééF spelling;: The: story QF Nebiter s\lnfluentnal effect on
American 5pell1ﬂq and 5ﬁhgalnnq i5‘ repeatedr |n§1uding the

* ‘ nnFarmatleﬁ that Uebster ariglﬁally was strgngiy against any klnd EF

1)

"SPEI‘Iﬁq refcrw and oppased the drapplﬁg of ) from -our spellings

3
be drapped) A T o ' —

In the mlddle of the nineteenth GEA{LFY refcrmers .ike Horace

Mann iﬁtfﬂduﬁéd.the wha]eiward approach to reading, Ihus making
spelling a separate subject. _ ) ‘o :

: & ) ) I ! - . 5 . R \ .
‘At ‘the end DF thé ﬁineteenth century, Joseph HEYEF RiiE

cnnducted relat|vely Stléﬂtlflﬁ studies-of spell|ﬂq aﬁd ‘derived "a
E b 'f‘z '

set of rezammendatlcns for spellihg |ﬁstruitnaﬁ which stlll retain a

ERIC
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"
o

S e

," .

c ,suréerEngiy.deEfn'ring"'(p; 23). However, Rice had iitfle,aﬁ‘né '
lﬂFluEﬁcF on 5§haﬂi|nqh
Althgugh dlstmqunshed peaple have been lnterested in Enqﬁsh

' & spelllnq reform -for centurnes, the mavement EllmaXEd at ;Hef

~.beginning of the twentieth ﬁeﬁtt%y._ In the ‘late 1306'5 there was
’ éaﬁside#abié Spé!!?ﬁg?rchfm{acéiVity on both'sides of "the ‘Atlantic..

i 1905 ‘the s.mplsf.ed Spellnng Board (in the United States)

prﬂmulgaceﬁ 300 simple, mcstiy nan—zcntrgversial SpETlings;

PFESIdEﬁ; Theodore R asevelc (a Frlend of one Board member ) grdéred

= . N

. thgtjthe;é-spélTfngslbe\adapted-FaF aTl'dGéuméntsfF?am'the ExéﬁutiVE

=

saépa?tménta= The auxtry was avErwhelming—=Frﬂm Cangress, newspapers,

and[thé publli;- LESSfthan Faurrmanths later,, Ra sevelt was Faﬁced
‘,‘ ’ : AN . ’ . ‘ . .

to resEiﬁd his order, With Ehat, Venezky concludes, spelling reform

‘had . dned in the twentleth century. ' o o : v

PART: uiggxs LLING AND LINGUAGE

A

'2, Phlllp ¥ Smith: Linggistiﬁ information in _spelling Lo

The spellung cF a ward can’ aantaln ﬂraphemlc,: phonemic,

pﬁ@nﬁl%gfial, lgxic:ali andvetymalagiial IﬁFQTmaelQﬁ' Smith presents
74 & v o Lo o f{-_..

tal results to confirm this proposal. #

3. R ggrt G. Eakera Orthographic awareness
Adulcs were asked to ''reform" thé'spellings’aF»English words.
indicate thaf the "reformers' . are aware of and wish to

F

mérpﬁafaqigéf ana semant ic Featurés of English sﬁelliﬁg;‘

L]

sbut arel more willing to change graphemic features. (E.g., the -5 is
. - : . ot

o,
¢S
Bt
.




v 7%;5 e
L, Peter Desbera, Dale E. Elliatt, and George Marsh: Amer ican
: Ela:k Englu h and spglllng R xj‘ j' . L
. The nature aF diale:ts and of Black English is revnewed 'A few
) [
studiss are mentianed to shcw the relatlan betweeﬂ dialeat aﬂd
, 5pell|ﬁq \ The authers prapase that Black Enqllsh speakérs be taught
. R N A
to 5pell;u5jng-mqr§,emphascs on uisign than~an,scundy
- A o o . ,J _
PART I111: TSPELLING AND WQRD,RECDGNITIQN Ty

5. Leslie Henderson and: Jackie Chard: The Fggﬂgﬁ 5 |mpl|§|t
i knawledge QF crthagraphlz structuré ~

Y

The authcrz review varlaus studles that purpurt ta explain why

"the pefﬁéptiﬁh QF,wgrdsgis,easler/Faster thangthe.percepticnégf
Isolated letters.- A '

6.  John Morton: Thg_yaggggﬁ model and orthographic structure

1Y

The Iagagen model is a mode]l DF word Fésagnitian_§ The madel is
descrobed aﬁd its applucabcllty Fgr spellunq is dns;ussed It -is
égnc[uded‘ ;hat Spé]liﬁg requires a major visual (graphemit):

~ component.

7. Gillian Cohen: Reading and searching fgrj;gg]iingégtrgfs
Cohen reports studies in which sub jects had to find errors

while reading. texts. The results: suggest that readers make use of

phanalégi;ai,,arthaqraphigal, and semantic inFaﬁmatiaﬁ;

PART IV: SPELLING STRATEGIES

8. Jonathan Barron, Rebecca Trenman, Jennifer F. Wilf, and Philip

Kellman: Spelling and reading by rules

Two - groups of readers/spellers are distinguished:

"Phoenicians" (who make use of sound-symbol relations) .and '"Chinese"



(who .relate  spelling -and meaning). . About ten Eéstﬁ'ngie :
V. . ) - o : - ow . = §

~_administered; they. are described in some detail. - I o

9. TRoderick W, iEérreni_ (stualfgqﬁ;phg@g!@gj;aiAsérgfeglés Lﬂ:‘
‘ reading and spelling * - i .

VILStudies‘ihdi:éte tﬁét*pécr readers usevvisual strEEEQigs for
réading;and§ﬁhénciagi¢al_strat&gie5 for spelltng; good readers use
i . , ) v ' o § . o :
both. strategies for both processes.. -

10. VYvette J.:Teﬁhetz Visual factors in spelling

. .." - Tenney reports 6n two studies that ‘confirh the importance of
seeing a word in order to 6eterming its tprrect spelling.-

11. - John A. S;jbgda: Visual imagery,and;inQEygggalrd[ffgrgncésfln

Poor spellers seem to depend .too much on sound-to-spelling
'« correspondences, whereas good spellers are able to use graphemié/

visual features to spell correctly. '

=

= 12. Alan M. Wing and Alan D. Baddeley: Spelling errors in
{.. handwriting: A corpus and a distributional analysis

The Spgliingféfrérs on 40 three-hour exams for entrance to
Cambridge were collected. (They are listed in an appendix.) The

arrors are dividedsbetween slips (errors ‘that are corrected or are

spelled c¢orrectly elsewhere) and convention errors (errors

réFiecting_lack of spelling kncwieﬂge)f Analysis was performed on

position effects. Errors were most common medially in words;
_ correction was most common initially, least common finally. There.
" - were differences in frequency and position of the four error types
T = B . ) . ! )

Ivi:
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.

. lessicn,'SUbst?futiaﬁ, iﬁSEft?an;.rEVErsai- Errors incr d From

[

,the begsnnlnq tc the end of 5enten;es, but were dnstributed gqually -

‘thraughnu; a text. (Althﬂugh hander;¥ﬂg is specnflcally mentlaned,

’

'it_is'qat dnstiﬁgUished Frpm Dther Forms‘aF productlﬂn!)—‘
ros, Narman-ﬂotapfs Slips of the peﬁ.; - s ,

bl p

Slgps DF the tanque and Slip5 nF the pen,ErE analyzed.a Bath‘
are rathe#_rare——less than l%, yi;h pen slips mare‘caﬁmgn than
-Egngue siipsi; D}FFergnt types of slips Qiéuﬁ at somewhat different
vaéquencigs in speech and writing. The most common slips of the pen
- ' . i 1 s -i . . 1 - . TIA I

are sound-pattern slips, stem variants {incorrect Sufflx),
&epétitigns,'aﬁd omissions. o 4 -
PART Vi: SPELLING AND DEVELOPMENT

- . * B B = : -

14, Linnea C. Ehris ' The development of ‘orthographic images

=

Several studies are reported that suggest fhe,importaﬁcé of

e 3

érthéqraphic images (:Iesely tied to phcnolagical'Fﬂrm)f% a{bg’ :

mental storage oﬁ_wcrdsi Suih |maqes are |mpcrtant for both reading '

and Sﬁgiifﬁgi
15, George Marsh, Morton 'Efiedman, Veronica Welch,, and Peter
Desberq: The deveicpment of strategies in spelling

Studies are reported to suggest the Followiﬁq 5equ§n§é of *
5péiliﬁq strategies: sequential decad;ﬁg (une-tc one sound- Spélllﬂg
éarrésﬁéndenies), hié%arihical ‘decoding (variablé sound-spepénng
é@rrgspondeniés); analogy (primarily for irregulééé%ar, at»iégét;
je%s ﬁreéictabie-ispel!iﬂgs)i (However, it should bé%ﬁétéd théf tﬁe
DFdEFxQF these>strategies also reflects the usﬁal iéstFU§fianal

4

order.)



ro . i : . .-‘\[ e N

16, Peter E. Bryant and Lynetze BrgZIég 'Hﬁy;thi[q5§n<§pﬁeti@g5
v write words which chegggn nét . read . o Coe .

N - if».

o Readtnq ability and: 5pellinq*abéf:ty ére nct necessar|ly

o

iy parallel. At the beglnnnnq,_chi"__zikem to use a visual‘stra;egy

(plus tTontext). for readnng, .but 4 janélng1sa] .strategy for
spelling.

%

PART VI b5 SPELLING AND LANGUAEE DISORDERS

17. 'Téh} Harcei : Phﬂnelaglgal ‘awareness anﬂ?’?ﬁgluglcal .HL
representatlan. Iﬁvestngatian of a spechiE spelllﬁg prablem

A 5pel|4ng prablem was nated "and Studled‘ n initial consonant
l

:lu%ters cantalﬁzna a Inquld, the lanId was omitted jor mlsplaﬁed

i ¢
“and ‘the vciéing of the stop was sometimes ;hanged;.nn final

,‘; P . * 7 o % ¥ ’.;,J'
consonant clustersi nasal  and lateral tansqaants were letléd:

Adults aﬁd Ehlldreﬂ with this spelllng prablem were given ‘various

. #,-;._ s ¥
testéféF speeah perception and praduztian- These tests shcwed no
\ , S

reiétuans to spelllnq exﬂept for tests, DF phDﬂEtlE segmeﬁtatlaﬁ.

i

Two explanations are GFFéred (1) thESE spellers cade SPEEEh in the
. . :
same way as others, but differ in’ :héir linguistic awafeness,

o s TR , S . )
- .specifically in the recovery of phonemes in pafticular contexts; (2)

'they cade speech leFerently in that they use-a different set of

5 L

= features, which. are not apparent i thenr speech but are mannFested

in their speifiﬁg;f/

. . L
18. Richard F. Cromer: Spontaneous _spelling by langugge disordered
- children ) k_[ . . ot

. Spelling efrors were Eﬂélyfég in the ﬁr?ting samplés bf five

small groups of children: receptive aphasnt, ExprEESIVE aphaslc,
v . ;
spééch=di5@rdered: normal.’ The numbers and types GF spelllnq errors:

Te

[ ,

;l;LJ'L"






105
= é =
. , ey
" differed conSEQEﬁably among the groups, Suggestinq'that each group
has different underlying lingiistic capabilities.
19. Barbara Dodd: The spelling abilities of profoundly pre-
lingually deaf chidren
Studies indicate that deaf children can generate and use-
_phonoleqgical information. 7 )
- -
PART VIIi: SPELLING AND DYSLEXIA
20, Philip H. K. Seymour and Constantinos D. Porpodas: LExiEélréﬁﬁ

non-lexical processing of spelling in dyslexia

Y
i

This chapter reports a series of studies of the reading and

spellinggability of dyslexic boys (and two dyslexjc adalts) compared

with boys of ‘the same age and with younger boys of the same reading
* x ‘ E’t
ability.
21. Hazel E. Nelson: Analysis of spelling errors in normal and
dyslexic children . . '

A new spelling test H%? déveloped and standardized, Dyslenic
children and children of the same spelling level (based on number of
eriurs) were found not to differ in the three types of errors

L4
studied: order  eirors, thAEliQﬂllv inaccurate erfors, and
arthographical ly 11 legal eirors.,
(¢ Uta brith: unenpected spelling problems

e 5
Fudi apel ler s whie o e Guod feader s Make o bl e 2l
apprupriaie spelling & . urs than poor apellers who ar. puor 1ead

Lbul they nake Jless coenventlonal girors than those who are Loth gou

spellers and good eaders. The latter seem to have more detailed

QFaﬂhFi infﬁrmagiun daval lable, which 1s also dehonstrated when Lhey

. must use specific visual information in reading--something that is

. difficult for the good readers who are poor spellers,

Q . ‘
ERIC - | [
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