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CHAPTER 1 

I NTRODUCTION 

A c h ild moving toward maturity, like a primitive 

c ormnunity moving toward civilization, develops a language 

sys t em and acquires a writing system. He relies less 

exc lusively on face-to-face interactions and paralinguistic 

s ignal ing systems and comes to interpretations between a 

sender and receiver separated by time and space. The 

c h ild may develop a metalinguistic system for "talking " 

a bout the writing s y stem. He develops mechanisms for 

c o r eference and anaphora and has less dependency on demon

s t rative elements, and develops grammatical and rhetorical 

me chani.sms for enhancing sustained reasoning (Fillmore, 

1 97 6) . Thus, there is interrelatedness of language, 

c ogni tion, and coQprehension, and the developmental 

c haracteristics apparent in the acquisition of communi

c a tive arts, both productive (speaking and wr iting) and 

r eceptive (listening and reading ) (Elkind, 1970i Piaget 

& Inhelder, 1969). That developmental characteristics 

continue into the teen years and beyond, and that language 

development can be increased by pedagogical intervention 

have been shown (Nelson, 1977; O'Donnell, Griffin, & Ndrris , 

1967i Palermo & Molfese, 1972 ). 

1 
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A frame ~heory of knowledge acquisition in which 

language has a network of interactive frames and concept 

fra mes, scenarios, schema, or scripts of individual world 

kn owledge provides evidence of the need for a repertory of 

p r ototypes and context characteristics to further relevant 

l i nguistic choices in language acquisition (Fillmore, 1976; 

Minsky, 1975). 

Strickland (1962) and Laban (1963) were among the 

f i rs t to use structural linguistics as a framework for 

investigating repertory. Strickland called for more 

i ntensive research in the relationship between language 

u s e and oral and silent reading. Laban found that wh at 

wa s done to achieve flexibility within the sentence 

p atterns was a measure of language proficiency. A high 

ora l language proficiency related to reading and writing. 

Intervention in the processes of language acquisition, 

b o th oral and written, to produce the use of more mature 

s tructures has proved beneficial through a wide age range. 

Intervention in the form of instruction in sentence 

combining manifests central effects such as learning to 

manipulate complex syntactic patterns through changes in 

linguistic ability, fluency in production, skillful 

r e processing of language, mnemonic ability to hold in 

memory longer and longer stretches of discourse, and the 
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peripheral effects of general improvement of overall use 

of language {Cooper, 1973; Hunt, 1970; Miller & Ney, 1968; 

O' Ha rer 1973; Strong, 1976). 

The generation of more complex structures becomes a 

par t o f a student's performance ability, which in turn 

j_mproves his ability to comprehend similar structures he 

enc o un ters in connected discourse {Smith, 1971). Thus, his 

~eading ability is enhanced by his writing ability {Stotsky, 

19 75 ). Full development of literacy skills seems to occur 

only when children do a lot of writing as well as a lot of 

.read i ng {Resnick, Preface in Sealey, Sealey, & Millmore, 

19 79) . 

Statement of Purpose 

The purpose of this study was to determine the effects 

of sentence-combining instruction of fifth-grade children 

on t heir reading comprehension and on their writing 

maturity. Also this study determined the relationship 

be t ween t h e Test of Written Language, TOWL (1978), and the 

Tes t of Reading Comprehension, TORC (1978) scores achieved 

by the group receiving 6 weeks of daily instruction in 

s entence combining as a part of their language arts instruc

tion and the TORC and TO'i~L scores achieved by the group 

receiving traditional language arts instruction with no 

sentence combining. The following questions were asked: 
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1. Is there a significant difference between the 

rea d ing comprehension scores of students receiving 

sen tence-combining instruction in fifth grade as part 

of t heir language arts instruction and the reading compre

hen sion scores of fifth-grade students receiving 

tra d itional language arts instruction, as measured by the 

Te s t of Reading Comprehension, TORC, General Comprehension 

Co r e ? 

2. Is there a significant difference between the 

wri t ten language scores of students receiving sentence

comb ining instruction and the written language scores of 

students receiving traditional language arts instruction 

as measured by the Test of Written Language, TOWL? 

3. What differences are there in writing maturity 

ove r a 6-weeks period as measured by a qualitative 

ana l y sis of two free writing samples using TOWL scoring 

p r ocedures? 

Significance of the Problem 

The problem of determining a child's reading compre

hension is perennial. It is possible for a child to 

comprehend language structures without being able to 

produce them as evidenced by a child's understanding of 

speech before he talks with facility (Menyuk, 1977). 

Determining how well a child comprehends what he reads 
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and how to increase this comprehension has been addressed 

jn v a rious ways. Richards (1942) and Christensen (1967) 

a dvo c ated writing as a means of understanding other 

v.1ri t e rs. 

The structures a child writes appear to be a good 

jnd i c ator of what a child understands (Smith, 1971). 

1) 1 Ha re (1973) has gone further and states that knowing 

t"l?.!'._ ( to write) may influence vlhat is written. Logically 

t.hen , adult pedagogical intervention to increase a child's 

!{ritten syntactic fluency should also increase his fluency 

ln c omprehending another author's syntax (Stotsky, 1975). 

Ther e is a trend toward a natural developmental increase 

in p r oduction of syntax evidenced between grades five and 

s even (Palermo & Molfese, 1972). This makes grade five an 

appropriate time for instruction to increase the quality 

and quantity of comprehension and production of syntactic 

structures through writing. 

Approaches to teaching composition may be grouped 

roughly into: (a) those that provide content through 

r eading matter and subjective writing, (b) those based on 

t he premise that language is an expression of thought with 

general concern for drawing inference and making generali

zations, (c) a linguistic approach which, in addition to 

traditional usage, diction, and syntax, includes oral and 
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written sentence pattern manipulation to produce more 

complex sentences (sentence combining), and (d) rhetoric 

with relationships between speaker, subject, and audience 

emphas ized in a process of prewriting, writing, and 

revi sion (Memering, 1971). Since in the real world such 

a rb i trary division is often difficult to follow, this 

study sought to emphasize the linguistic sentence-combining 

appro ach while recognizing the overtones of the other three 

a s f ound in the traditional language arts curriculum of 

an elementary school class. 

Involved in the initial stages of sentence combining 

is t he construction of a more complex sentence from 

seve ral simple, active, declarative sentences (kernel 

sentences) by means of embedding or "coiling in" the 

ker ne l sentences as modifiers, nominals, subordinate 

clauses, etc. (Mellon, 1969). Further extension of 

sentence combining involves the organization and writing 

of paragraphs and stories, or authorship. Sentence, 

paragraph, and story authorship necessitates an awareness 

o f possible alternative relationships, and the making of 

choices for coordination and subordination of ideas. 

The devices for embedding one kernel sentence in another 

are few, relatives, complements, verbals, while the number 

of possible combinations and permutations are vast 
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(Hun t, 1970; O'Donnell, et al., 1967). The organization of 

p~ ragraphs and stories is limited only by the author's 

sk~ ll and imagination. These factors make sentence-

·~ombining a powerful tool for producing syntactic fluency 

in r eading and in writing. 

Although no grammatical terminology is used, appro-

p_·iate emphasis in sentence combining for middle-grade 

elementary school children should be on longer and more 

':dr i e d nominalization, amount and depth of adjective 

~1d ification, and some subordination (Cooper, 1973). 

Joodman and Greene (1977) wrote that 

mastery of precise relationships linked by 
subordinate conjunctions (although, even, 
though, unless, when, etc.) comes late and 
only with exposure and practice in manip
ulating and understanding them. (p. 24) 

The us e of signals to indicate type of embedding 

f ac i l itates learning how to embed (O'Hare, 1973), while 

the use of open exercises with no one solution encourages 

c reativity and fluency in written exercises (Strong, 

19 76) . 

In at least eight studies, research efforts have 

e stablished the effectiveness of sentence combining in 

increasing writing maturity, while at least four studies 

have demonstrated that sentence combining improves the 

quality of writing, but only two studies have shown gains 
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in reading comprehension (Strong, 1978). The great 

ma j o rity of all the sentence-combining research has been 

done with students of high school age, and a need exists 

fo r r esearch testing the writing ability of elementary 

c hi ldr en. Definitive studies examining the effects of 

sen t e nce-combining practice on reading scores have been 

cal l ed for (Combs, 1976; Stotsky, 1975), and the need for 

re s ear ch with elementary school children is apparent. In 

summary , instruction in sentence combining suggests a new 

appro ach to the problem of improving reading comprehension 

through writing maturity. 

Hypotheses 

The null hypotheses tested in this study were: 

1. There is no significant difference between the 

adj u sted mean reading comprehension scores of students 

receiv ing the sentence-combining instruction and the 

adj usted mean reading comprehension scores of students 

rece i ving traditional language arts instruction. 

2. There is no significant difference between the 

ad justed mean written language scores of students receiv ing 

sentence-combining instruction and the adjusted mean 

written language scores of students receiv ing traditional 

language arts instruction. 
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3. There is no significant difference in improvement 

1J f fr ee-writing scores between students receiving sentence

combining instruction and improvement of free-writing 

scores of students receiving traditional language arts 

·Lns truction. 

Definition of Terms 

For the purposes of this study, the following terms 

NCre defined. 

l. Pretest scores--total reading scores on the 

S~anford Achievement Test (1973 ) given prior to treatment . 

2. Reading comprehension--recognition and recal l of 

an a uthor's intended meaning by a reader as measured by 

score s on the Test of Reading Comprehension, TORC (1978). 

3. Sentence-combining instruction--the construction of 

a mo re complex sentence from several simple, active, 

decl a rative sentences (known as kernel sentences) by means 

of embedding or "coiling in" the kernel sentences as 

modifiers, nominals, subordinate clauses, etc. (Bellon, 

19 69). In addition, in this study sentence combining 

included authorship with the following instruction: how 

to organize and write a paragraph, how to write a story 

(see Appendix A). 
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4. Thought-units--a segment of meaningful expression 

t h a t contains an identifiable verb and its subject that 

c an stand alone, i.e., a complete sentence (TOW~). 

5 . Traditional instruction--language arts instruc-

1:ion which includes writing according to teacher manuals 

whi c h accompany texts in the identified school district. 

6 . Writing maturity--the ability to generate more 

~omplex thought-units as measured by total score on TOWL, 

Assumptions 

In conducting this study, it was assumed that: 

l . In the upper elementary grades there is an 

incre as ingly high interrelation between writing and 

r ead ing . 

2. Competency in spoken language is a necessary base 

f or c ompetency in writing and reading. 

3. Children's written production is a powerful 

indicator of the structures they comprehend in reading. 

Limitations 

The present study recognized these limitations: 

l. Children were assigned to language arts classes 

by ability grouping from reading achievement scores on 

PEGASUS PACE (Sinclair, 1974) tests. 
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2 . Covariate data taken from Stanford Achievement 

Te st (1973 ) scores showed wide variation a bout class 

me ans. 

3 . Projects such as PEGAGUS PACE may not categorize 

on the same basis as tests like SAT. 

4 . The study was conducted in one school in a 

5 11bur ban school district of a metroplex area . 

5 . The results of the study can be generalized only 

t o students in similar situations. 



CHAPTER 2 

SURVEY OF RELATED RESEARCH 

The studies reviewed in this chapter deal with the 

.~J ~>pects of communication that pertain to children's 

deve l o pment of the syntax of language, its oral and 

written comprehension and production. 

Acquisition of Syntax 

To test the notion of adult intervention to lead 

chi.ldr en to acquire s yntactic form never before used, 

Nelson (1977) chose six boys and six girls, 28 or 29 

month s of age. They were divided into two groups on the 

bas is of mean utterance length and sex. Three boys and 

three girls received complex verb form intervention in 

indivi dual informal conversation with an adult. Five 

1-hou r sessons over a 2-month period were conducted. The 

oth e r group received new question forms where the adult 

r ec a st the child's conversation and used new forms. 

Transcripts of sessions four and five were analyzed for the 

use of new forms. A sign test showed positive outcomes on 

both measures. Group comparisons before and after inter-

vention were made on mean length of utterance and complex 

noun phrases. No changes in these were noted. 

12 
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Acce leration of children's acquisition of syntactic fo r ms 

wRs successful. The researcher suggested that the 

technique could be ef f ective with a broad range of 

syntactic forms. 

To gain information about language acquisition as a 

•ild matures between the ages of 6 and 10 years, and 

t:' f i nd where the 6-year-old's language did not match 

~r]Jl t 's , Chomsky (1972) interviewed individually 36 

child r en in grades K-4. These 30-minute interviews were 

~?~orded and analyzed. After an informal conversation 

f.>G .r.t i o n in 'i.vhich five uncommon structures using "easy to 

s<:.o e, promise, ask , and although" were introduced, a 

p1.r::tu re identification test was given. The findings 

showed a wide individual variation in acq uisition, but an 

invariant developmental sequence that can be ordered on 

the Guttman sca le. Structures follow specific principles 

of sentence analysis, and progress in acquisition is from 

simple to complex structures. 

Lo b an (1963) began a long itudinal study to investi 

gate growth stages in language, their sequence, and to 

investigate how childre n vary in language ability and 

gain p r o f i cie ncy in its use. A stratified sample of 338 

c h i ldre n i n grade s K-12 were interviewed and their speech , 

wr i ting , and reading recorded yearly. A pictu re test was 
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u s e d for oral description by the subjects in primary 

g r ades, while a writing sample was analyzed from grade 

fi ve up . The unit of analysis was based o n the fade-fall 

ter minal in speech for patterns of sentences, and on sty l e 

tiDd f unction. Four types of analyses were used: a mount 

rf subordination; classification of conventional usage, 

:; <j'ntax , and grammar; vocabulary frequency count; voca

bulary diversity. Tests used were the Kuhlman-Anderson 

IQ , Stanford Achievement Test for reading and vocabulary , 

dnd a writing sample with picture motivation as judged 

Gy t wo raters. Findings indicated that fluency increased 

e~ch y ear with students of both high and low ability . 

rne r e was a high interrelation between readi ng and writi ng 

:._n t h e upper grades. There was also a high i nterrelation 

be t we en reading and oral language, and between vocabulary 

and IQ . What was done to achieve flexibility within t he 

pat terns of the sentence was found to be the best indi

c a t i on of proficiency in the use of language. 

O'Donnell, Griffin, and Norris (1967 ) conducted a 

study to (a) discover characteristic exploitation of 

syntactic resources in speech and writing b y boys and girls 

a t various grade levels, (b) to identify and quantify 

differences in grammatical structures used by children 

of various age and grade levels, (c) to define the sequence 
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l ,, 

'" c hi ldren's acquisition of a productive repertory of 

synt a c tic structures, (d ) to explore the validity of 

c0r t a in indices as reliable and readily observable 

n,t_c:i_s u re s of children's development in the control of 

r:n. :.J. i s h syntax. . Language samples were collected from 10 8 

b\: ' ·:3 and girls in grades K-12 after they viewed an 

B ·::u n u t e film and responded to questions. Grades three, 

f~ve , a nd seven wrote the story and questions, while 

k.J .•1de rgarten and first-grade responses were oral. Type-

S'. ' ':i p ts were analyzed for main clause patterns, number, 

kinJ , a nd function of transformations in T-units. Means 

w0 ~e fo und for number of words per T-unit (main clause 

a ni a t tached modifiers) and number of transformations 

per 1 00 T-units. Factorial designs (2x2 and 2x3), and 

Lindq u ist tests of statistical significance were used. 

F ind i ng s confirmed that (a) school-age children increase 

wo r d length of total responses to a situation as they 

a d va nce in grade; (b) greatest increments were found 

in u s e of coordinate constructions within clauses, 

s ubc l ausal adverbial constructions, nominal constructions 

c o n t aining adjectives, participles, and prepositional 

phrases; (c) deletion transformations may be better 

indicators of development than are subordinate clauses; 

(d) fa stest progress in development of oral e xpression 
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appears to occur between grades K-1 and 5-7; (e) auvances 

in wri tten control of syntax adv ances beyond that reflected 

iD s peech in the upper grades; (f ) mean word length of 

'1' , :.mi ts is a simple, objective, and apparently valid 

mPasure of development of syntactic control; and (g ) 

n~ l inguistic superiority of girls over boys of comparable 

acJ'~ wa s found. 

Syntactic Maturity in Writing 

Hunt (1970) wished to investigate the differences in 

ser1t e nce structures (syntactic structures) written by 

s <:hool children and adults at various stages of chrono

loqic a l maturity and mental maturity. He asked the 

following questions: When students are asked to rewrite 

a pas s age of short, choppy sentences, will they exhibit 

t he s a me syntactic characteristics as in free writing? 

Do o lder students say the ' same thing in longer clauses, 

l onger T-units, more sentence-combining transformations ? 

Is t he r e a correlation among the three measures? What 

other syntactic characteristics do able students exhibit? 

Do the three measures hold true within grade with 

students of different mental age? Do the measures 

indicate syntac tic maturity better than free writing? 

The Aluminum Passage was written in kernel sentences 

and 1,000 subjects from grades 4 , 6, 8, 10, and 12 were 
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a s ked to ~ewrite it. The 50 students in each grade were 

divided into high, medium, and low academic ability 

groupings. Two groups of adults, average and skilled, 

wer e al so asked to rewrite the Aluminum Passage. The 

r ewritings were analyzed on five measures: clause 

length, subordination index, T-unit length, main clause 

('OOr dination index, and sentence length. An analysis 

of v ari ance was used. The findings indicated (a) older 

sub j ects write longer sentences (a rough measure); (b) 

fourth graders use excessive coordination of main clauses; 

(c) T-unit length increases with age and ability; (d) 

subo rdination increases from fourth to eighth grade, then 

leve l s off from eighth to 12th grade; (e) clause length 

is a n extremely sensitive factor relative to age and 

ab i lity ; (f ) skilled adults carry these trends still 

further; and (g) rewritings of average adults are similar 

to those of 12th graders. 

Hunt (1970) concluded that characteristics are the same 

fo r free writing, that clause length is sensitive enough 

to s how significance at 2-year intervals and between high 

and low ability within grade, that skilled adults have a 

wide r repertory of syntactic resources for sentence 

con struction, and that they consolidate more. He also 

concluded that transformational syntax gives researchers 
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a way to relate simple and complex sentences; that the 

number of syntactic shapes of elementary sentences is 

f e w, and the number of combining transformati ons is f e w, 

)Ut the permutations and combinations are vast. Hunt 

saw psychological developmental maturity as based on 

'' c h unking" more bits of information. Hunt wished to 

i .. n vestigate multiple embedding and ease of understanding , 

'"nd the useful repertory of sentence-combining trans

fo r mations. 

Sentence Combining 

Miller and Ney (1968) investigated the effect of 

o r a l exercises in combining sentences on the writing 

ach ievement of fourth-grade students over a period of 9 

wee k s in Phase I and 15 weeks in Phase II. Ten sets of 

ker ne l sentences were presented for oral solutions. 

Students practiced choral reading of prose passages and 

wr i ting of exercises using adjective relative clauses, 

adverbial clauses and nominals. O'Donnell's film meth

odology (1967) served as motivation for pretest and post

t es t 30-minute compositions. Hunt's T-unit was the unit 

of analysis for the writing. A statistical analysis of 

var iance at the .05 level of significance was used with 

experimental and control group scores. The findings 

showed that the experimental group wrote more words with 
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more facility, and used more multiclause T-units with 

fewer but more complex sentences. 

O'Hare (1973) tested sentence-combining as a means of 

i nc reasing syntactic maturity in free writing at seventh

g r a de level with instruction over an 8-month period. 

Ei ghty-three students in four classes, two experimental 

a nd two control, were involved. Experimental classes 

ce c eived a shortened curriculum to allow for sentence-

c ombining lessons 10 to 40 minutes in length. Nineteen 

l e ssons were conducted in which separate subject and 

p r e dicates were matched; adverbial phrases added to 

sentences ; conversions to negative sentences, questions, 

a nd passives; and single and multiple embeddings were 

p r acticed . A third of the exercises were choral readings 

o f the sentences. The researcher and ~he other teacher 

o b served the other classes on a weekly basis. Pretest-

po sttest change scores were obtained on compositions of 

4 00 words in three modes , narrative, descriptive, and 

e xpository. Hunt's measures were used to analyze the first 

10 T-units in five compositions, and a single qualitative 

judgment based on ideas, organization, style, vocabulary, 

and sentence structure was obtained in forced-choice 

paired compositions. O'Hare found significant growth by 

the experimental groups on measures of syntactic maturity 
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wlth s cores similar to 12th graders. The compositions 

W('re a lso rated better. O'Hare concluded that writing 

behavior could be changed by sentence combining rapidly 

an~ wi th ease because it provided practical choices, 

wj ·-1<::n ed syntactical alternatives, and improved the 

dimen sio n of writing ability and style or syntax; and 

t): , ;ol t i t could be extended to paragraph writing. 

Syntactic Maturity and Reading 

Goodman (1973) in identifying competencies underlying 

re~ding referred to "cue systems,'' graphophonic, syntactic, 

an~ s ema ntic, which operate simultaneously and inter-

denendently. He saw the reader as using information 

p roc e ss ing through the cues of context, graphics, syntax, 

a nd h i s knowledge of sounds to arrive at meaning. In 

1 969 Goodman used 18 proficient readers in grades two, 

four , a nd six who were divided on the basis of those who 

made changes in structure and those who did not. He 

c ompare d the oral reading of the groups on the basis of 

t he Goo dman Miscue Inventory and found a developmental 

t r end in control of syntactic structures. His findings 

al so included the use of substitutions from the same form 

cl as s as the text, and decreasing use of graphic cues with 

i ncreasing control of syntactic structures. 
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Marshall and Glock (1979) conducted a study to d eter

m.i r:e t he effects of varying aspects of text structure on 

th0 s t ructure and content of written recal l s of 160 

c oJl e g e freshmen and sophomores. It was hoped that by 

n ol_i ng the differences and similarities between the 

p<~---sage read and the recalls, certain inferences about 

o x<:;dni za tion of information in memory could be made. 

S j .~een versions of target paragraphs were written making 

U f.>\c o f Frederikse n's theory of discourse analysis and 

GrJme s ' staging theory. Questions for probed recall 

fc~lowed , and free recall was also used with each subject 

p rcduc i ng four recall s. Concepts and relations were 

scu1:ed and compared to the original text base. They found 

that f luent readers inferred the author's meaning from 

i ncomp l ete surface structures, while not-so-fluent readers 

u sed o n ly the text-explicit information. Among the 

possib le reasons for this difference, Marshall and Glock 

c ons ide red that fluent readers read more, had more 

p r act i ce in critical reading, wanted to please, k new how 

t o g ive the right answer, and that they wrote better. 

The effect of transformational structures on reading 

was i nv estigated to find out if more comple x structures 

made r e adin g d i ff icult, or if syntactic compl exity could 

be read equally well by students in grades four through 
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12 if vocabulary and content were held constant. Smith 

(1 97 1) used Hunt's T-unit and his Aluminum Passage 

pro tocol s as cloze tests with 124 subjects. Teachers 

admi ni s t e red the tests. The results showed that grades 

4 , 1 0 . a nd 11 distinguished between the four levels of 

wri.t i ng . Fourth grade read level four best, 11th grade 

r~ad leve l four with least facility; however, lOth, llth, 

a2~ 1 2th graders read all levels better than younger 

::n: h j e c t s. Smith concluded that a student's productive 

leve l may determine his best receptive level. 

To determine if reading comprehension of 440 subjects 

]_[; gr a de s four through six was affected by transformations 

i ~ t h e i r reading series, Fagan (1971) analyzed the 

l ingu i s tic structures of 21 passages from three fourth

grade basal series (Part I). From these he used 43 

t rans fo r mations to write a story from each series in 

f our f orms, each of which contained 20 transformations. 

Ma j or types, embedding, conjoining, deletion, and simple 

transfo rmations, accounted for 12 of the 20 transformations. 

I n Par t III of the study six stories, each with five forms, 

were drawn randomly from the texts in Part I and II. 

Singl e transformations of a major t y pe were added. All 

passage s were tested by cloze which was scored for exact 

v1o rd s ; di fficulty of passages, sentence, and transformation 
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uni·t s ; and grammaticality of inserts. The findings 

s howe d that the presence and di f ficulty of transformations 

maJe t he passages difficult. Appositives , -ing 

nc. ;r,in a lizations, genitive pronouns, deletions, and negative 

t r -"; ns f o r mations were cited. Fagan concluded that analy sis 

C <· 
'1 .; t r uctures by students should improve understanding. 

Pe ltz (1974) studied the e f fects of repatterning on 

s t~Jents ' comprehension based on their writing patterns. 

Thirty-four subjects in lOth grade wrote 1,000 words of 

s u· ·al studies content. This was segmented into T-units 

a nd a nalyzed into 51 transformations using the author's 

LiEq ni s t ic Analysis Worksheet. Eight social studies 

p a ssag e s from texts were analyzed the same way. Passages 

wer ~ r epatterned and 16 cloze tests constructed o v er 

e i gh t o r iginal and eight repatterned passages. A single 

mult ipl e -choice test was constructed for both versions o f 

passages two, four, six, and eight. The ANOVA was used to 

compare f orms of passag~s. The findings showed a signi f i-

c a nt d i ff erence in repatterned cloze responses, but no 

di fferen ce in correct multiple-choice answers. Peltz 

c onc luded that a transformational analysis of learners' 

wr iting a nd of conte nt area materials they are expected 

t o learn would y ield signi ficantly different patterns. 

He also concluded that repatterning measured by cloze 
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would y ield positive effects, and that cloze and multiple 

cho i c e ma y not measure the same comprehension factors. 

Read ing Comprehension and Writing Ability 

Morenberg, Daiker, and Kerek (1978) evaluated results 

o -~ sen tence-combining on syntactic maturity as measured by 

stcnd a rd quantitative criteria, on overall writing quality 

as mea sured by teacher raters, on reading ability as 

n- c- _, ~ ured by a standard reading test. They used a pretest

pcc;t:te s t design. Two hundred ninety college freshmen in 

1 ~ c l a s ses, six control and six experimental classes, were 

Uck:_L Curriculum focused on (a) rhetoric, (b) reading 

arl'l a n a lysis of essays , and (c) discussion of student 

c oi~'po s i tions. Experimental groups instead of rhetoric 

(a) a n d analysis (b) were given Strong's 90 open sentence

c ombining exercises plus additional model exercises. The 

instr uct ion lasted for 15 weeks. Hunt's T-unit measures; 

a nd holistic, analytic, and forced-choice ratings of 

c ompo sitions based on ideas, supporting details, organi

zation and coherence, voice, sentence structure, diction, 

a nd u sage were obtained. The Sequential Test of Educational 

Progress, Series II, Form lA in reading was used. In 

all, the subjects wrote eight compositions in 2-hour 

s essions, with compositions one and eight used as pretest 

and posttest . Expository topics A and B were assigned so 



25 

tha t e ach was used by a student as pretest or posttest. 

~~e r e sults showed the writing measures statistically 

signi fi cant for the e xperimental groups, and the reading 

res ults h i gher but not significant for the e xp e rimental 

groups. The authors concluded that a broad repertory of 

synta c t ic structures gave the same advantage to a student 

a::; a high vocabulary. They found sentence combining 

fl2x ible enough for structuring processes of paragraph 

a~d entire composition writing. 

Combs (1976) investigated the effects of sentence 

cJn~ ining on syntactic maturity and reading comprehension 

oC s e v enth graders. He also wished to verify the claims 

of Hun t (1970), Mellon (1969), and O'Hare (1973). One 

h undr ed students in four classes, two e x perimental and 

t wo c o n trol groups, were involved in a 3-month study. 

'rh r ee h undred word samples of writing in two modes, 

narra t i v e and descriptive, were given holistic, forced

cho ic e ratings by a seven-member panel of teacher raters. 

The Aluminum Passage was used as posttest and scored for 

T-un i t s, and the Gates-MacGini tie Reading Test was used. 

Af te r 8 weeks a delayed posttest was given. The division 

of high, medium, and low groups was based on Large

Thorn d i ke Ability Test. Sequential Test for Educational 

Progress writing test, worksheets, mythological 
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l itera t ure, and creative writing assignments were the same 

f or e xpe rimental and control groups. Twenty hours of 

s entence -combining in 14 lessons based on Hellen (19 6 9 ) , 

O'Pare (1973) exercises, one-fourth of which were oral, 

we1 · ~ e xperienced by the experimental groups which met 

t wJ ·~- ·::~ a week. The findings showed that experimental 

gronp s wrote syntactically more mature compositions vlhich 

r e <:; .. rnb l e d ninth-graders' compositions in Hunt's ( 19 70) 

This significant gain in syntactic maturity was 

ma intai ned 8 weeks later. Even though some deterioration 

h a d occ u rred, the quality of writing was judged superior. 

Onl y t he rate o f reading was significant. 

Froese and Kurushima (1979 ) assessed the effects of 

ser~lcnce e xpansion p ractice on t h ird-graders' comprehension 

o f passages written at varying levels of s yntactic 

c ompl e xi ty. A s e condary purpose of the study was to 

e xplore specific rhetorical and arhetorical aspects of 

t he experimental group's compositions. From the theo re t 

ical perspective of the Fodor, Bever, and Garrett (19 74) 

" analysis by analysis" model, Froese and Kurushima saw a 

pos s ibl e relationship between sentence expan sion abili ty 

and compr e hension ability. The study was intended to 

i l luminate both p ragmatic and theoretical aspects. Ninety

five third graders were involv ed for a period of 4 weeks. 
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A pretest-posttest, delayed posttest design was used 

w"th a narrative composition and a cloze test as pretest. 

A~ t he end of the treatment and again 3 weeks later, 

c1o ze tests at increasing levels of syntactic complexity , 

pToduc tion level (PL), PL plus four words, and PL plus 

elght words, were used to rate comprehension. A narrative 

compos ition was analyzed for T-unit length to assess 

s .~/ -' J tactic maturity. Sundbye ratings were used for 

rh.<·"to rical quality. 

The experimental treatment consisted of eight 

hatf-hour lessons in sentence expansion techniques using 

ad Jec tive words and phrases, adverbial clauses beginning 

wi th when , adjective clauses beginning with who, which, 

~!! ~~.:~ , and where, and coordinated predicates. The class 

was d ivided into two groups to facilitate interaction, and 

attention was focused on the ways deep structure might be 

r epre sented in surface structures. Treatments for the 

o ther three classes consisted of Directed Reading Thin~ing 

Activi ty (Stauffer, 1971), free time to choose from a 

varie ty of activities, and the regular coursework. 

A factorial analysis of covariance for the posttest 

scores revealed significant differences among the four 

groups and across the three levels of syntactic complexity, 

as well as significant interaction between treatment group 
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and c omplexity of cloze tests. The significant inter-

a c i-.ion was further probed by a trend analysis of simple 

main e f f ects. The quadratic component of the trend was 

s iqn i f icant for the experimental group. The results 

sJJ,hved a significantly different trend of scores across 

th -:c t h r ee levels of complexity. Experimental group 

p <:x fo r mance was constant to PL + 4 and then decreased 

t o PL + 8, while all other groups decreased systematically. 

Th~ a r h etorical measure T-unit length was not significant. 

'I'h t a u t hors explained this by the possibility that the 

c owpo s i tions were of insufficient length for reliability. 

Th E Su n dbye ratings were not significantly correlated 

wi~~ T-unit length of cloze comprehension, and only t h e 

e x per imental group compositions were probed for rheto r ical 

q u t-i l.i. t y . 

The researchers concluded that sentence expansion 

p r act i ce appeared to improve students' reading compre

he ns i on of passages four words beyond their productiv e 

l e ve l (PL + 4). This could have occurred because of the 

e mphas is of the lessons on relationships between deep and 

s urfa c e structures while other investigators emphasized 

produc tion of complex structures. Factors identified as 

s ignif icantly correlated among the measures reflect the 

writers' ability to organize ideas, manipulate words for 
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certa i n effects, and the use of transformations as 

rnndi fie rs, p hrases, and clauses. 

Summary 

All studies reviewed point to a close relationship 

b.- t:.we e n cognition, comprehension, and production of 

s y11 tac t i c structures. Even when the surface structure 

r e·rJi n s the same the semantic relations change as the 

c L ld d evelops cognitively. 

Th e research supports the conclusion that students 

wh~ ;:- e ce i v e sentence-combining or expanding instruction 

de r'·.·n s t ra te si gnificantly different and more mature 

pa t~ern s of l anguage than those students who do not 

exr~ri enc e t his training. The research further shows that 

r e,:,~J. ng compr e hension can be significantly improved by 

s ent~nce-combining activities that raise to conscious 

c onLro l cognitiv e and syntactic resources within the 

s t udent , and that new ways of measuring this growth are 

ne eded . Th e r e is a need for studies with elementary-age 

c h ildre n t hat inv estigate both writing ability and 

r eading compr e hension. 



CHAPTER 3 

DESIGN AND PROCEDURES OF THE STUDY 

Description of the Population 

Th e population in this study consisted of fifth-grade 

c~ ildren in a suburban school district. The proposal for 

t·: ,c~ s tudy was submitted to the research conuni ttee of the 

s··lec ted suburban school district in the metroplex area of 

N· · r t h Central Texas for approval (see Appendix B) . 

A~0roxima tely 600 children met the grade level criterion. 

The sample consisted of 50 randomly assigned fifth

gl~Je chi l d ren in two language arts classes in one 

S L .. :urb an e lementary school of approximately 600 children 

i 1: ':J r ade s K-6. A permission slip requesting permission 

f or t h e child to participate in the study was sent to each 

p o ,-en t (see Appendix B) . Children were assigne~ to 

l a ng uag e arts classes by ability grouping from reading 

a c hi e veme n t scores on PEGASUS PACE (Sinclair, 1974) tests. 

Fr oiT. t wo classe s, approximately at grade level, random 

a s signme n t was made to the experimental and control groups. 

Pilot Study 

A p ilo t study was conducted for 2 weeks in April to 

de termine effectiveness of instructional procedures by 

30 
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s ampling the selected tasks and materials for sentence

combining instruction. An evaluation was made to deter

mi ne appropriateness and ease of administering the 

measuring instruments . Fifteen subjects from an intact 

language arts class above grade level were randomly 

selected from the fifth grade in the suburban elementary 

s c hool for the pilot study. 

As a result of the pilot study the amount of material 

t o be covered in each lesson was decreased. The daily 

p l an of the lesson was made visible on the blackboard, and 

ma terials were distributed before class to p rovide maximum 

1se of time . The practice of daily evaluation of written 

2 xerci ses in the form of plus, check, or minus, and of 

p r oviding classroom reading teachers with the evaluation 

r e s ults o n a weekly basis was established by the researcher. 

The time a llo tted for testing was increased. 

Pretest 

A 30- minute free-writing sample was collected which 

served as a p r e t e st for b o th experimenta l and control 

groups. The researcher provided an identification number 

fo r each paper to serve in place of name a nd date to assure 

unbiased evaluation by two raters. The following directions 

for planning a nd writing a comp l e te story were g iven to 

students by the researcher: "Make up a good story. Take 
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a bout 5 minutes to plan your story. Be sure to write a 

c ompl e te story. It is best to plan a whole story before 

y o u beg in to write" ( TOWL p. 19) . The classroom teacher 

s upervi s ed the test and returned the papers to the 

r e sea rche r at the end of the 30 minutes of writing. 

Teaching Procedures Used 

For 6 weeks daily (April 21-May 29) the researcher 

~rave sentence-combining instruction to the experimental 

iroup fo r 45 minutes, half of the regular school 90-minute 

lan gu age arts period, while the control group had 45 

,. i_ nute s o f traditional training in language arts includ ing 

~r i ting , and a l og was kept (see Appendix C). Once a 

week f o r 4 5 minutes the researcher observed writing 

pra c tice s of the control group in alternate classrooms. 

The observations of the control group classes are 

~resented in Appendix D along with selected workbook 

exa mples used by the classroom teachers. An example of 

the lesso n plans for each teacher in the control group 

i s a lso i ncluded in Appendix D. 

The e xperimental group received 20 daily lessons on 

sent enc e combining (the construction of a more complex 

sente nce f r om several simple, active, declarative 

sentenc e s known as kernel sentences) and authorship with 

instruc t i on i n how to organize and write a paragraph, and 
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h ow to write a story, in addition to review and testing. 

Exercises with signals for the solution (signaled 

exe rcises) were used initially for learning how to embed 

ke rne l sentences within other kernel sentences as 

mod i f iers, nominals, subordinate clauses, etc. (Cooper, 

1 973 ; O'Hare , 1973). Open-ended exercises without signals 

(o p en exercise s) were used thereafter (Strong, 1976). 

In part the exercises were derived from instructional 

ma t e rials and basal texts used in the school to foster 

t ransfer of training to written composition and reading 

c o mprehension. The open-ended approach was stressed for 

c ogn itiv e growth and creativity. Materials favored the 

pa r agr a ph form to improve students' recognition of various 

a utho r uses of syntax and semantics. A free-writing sample 

wa s part of the initial experiences. Lesson plan format 

a nd e xercise examples which demonstrate all activities 

a r e found in Appendix A. An excerpt from a tape of one 

lesson is found in Appendix E. All exercises and tapes 

a r e on file. 

Freedom 's Ground (Weiss & Hunt, 1973), Lands of 

Pr omise (Punty & Fincher, 1971), Health and Growth 

(R ichmond, Pounds, Fricke, & Sussdorf, 1974), basal and 

texts currently in adoption by the state and district 

we re used by both groups, and sentence-combining exercises 
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for the experimental group were derived from these texts. 

Lesson plans were prepared for the regular language arts 

c lasses by classroom teachers according to teacher manuals. 

Both control and experimental groups had 45 minutes of 

l ang uage arts instruction daily. The control group 

c ontinued with an additional 45 minutes of traditional 

i nstruction (including writing) while the experimental 

g roup had 45 minutes of sentence-combining instruction. 

All other content area materials and instruction remained 

the same for both groups. 

Posttests 

The posttests were administered to both experimental 

a nd control groups by the classroom teachers at the end of 

the treatment. The researcher coordinated the testing 

p rocedures in the regular classrooms and provided teachers 

with specific directions from the test manuals for 

c onducting the tests. The tests were collected by the 

r e searcher at the end of each testing period. The 

instrumen~s utilized were the Test of Reading Comprehension 

(B rown, Ha~~ill, & Wiederholt, 1978), General Comprehen

sion Core; and the Test of Written Language (Hamrrtill & 

Lars en , 1978), with cognitive, linguistic, prod~ctive, 

conventional, and mechanical components. The General 

Comprehension Core of the TORC yielded a Reading 
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Comprehension Quotient, RCQ, from subtests of General 

Vocabulary, Syntactic Similarities, Parag raph Reading, 

wi t h the substitution of Sentence Sequencing subtest 

s cor e for any other score permissible (TORC manual, p. 

3 5) . The Written Language Quotient, WLQ, of TOWL was 

der i v ed from subtests of Vocabulary, Thematic Maturity, 

Spelling, Word Usage, and Style. A supplemental subtest, 

Thou ght Units, was also given. A 30-minute free-writ i ng 

s ampl e was collected using the same procedures as in the 

p r e test free-writing sample collection. 

Covariate Data 

The scores f or the Stanford Achievement Test, 

Primary III, Total Reading battery (Madden, Gardner, 

Rudma n , Karlsen, & Merwin, 197J ), administered to all 

c hi l d ren in fourth grade were used as cov ariate data. 

Collection of Data 

I nstrumentation Used 

Achievement of the selected behaviors of reading 

compre hension and writing maturity were measured by the 

f ollowing tests: (a) Stanford Achievement Test, Primary 

Le v e l III, Total Reading battery, used to gather covar iate 

da t a ; (b) Te st o f Reading Comprehension, General 

Comp rehension Core; (c) Test of Written Language; and 
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(d) a 30-minute free-writing sample. Posttest statistical 

da ta were gathered by the use of TORC and TOWL, and a 

free - writing sample was used to gather posttest descrip 

tive data. 

The Stanford Achievement Test is both a norm-referenced 

and objective-referenced test designed to assess reading 

comprehension. A variety of transformed scores are 

obtained for the SAT; stanine scores, grade-equivalent 

scores, percentiles, age scores, and various standard 

scores. Reliability data for the SAT consists of split-

half estimates and KR-20 coefficients. Reliabilities 

range from .65 to .97 with the majority between .85 and 

. 9 5. Empirical validity was established on the basis of 

increasing difficulty of items, high relationship with 

prev i o us SAT's and with current and previous Metropolitan 

Achievement Tests. The authors stated that three other 

factors were used to establish validity: (a) internal 

consistency, (b) correlation of obtained scores with 

scores expected on the basis of performance on the Otis

Lennon, and (c) "continuing review by representatives of 

minority and other groups." Salvia and Ysseldyke (1978) 

stated that the SAT is one of the most useful tests 

avai lable to the classroom teacher. 
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Test of Reading Comprehension is a silent reading 

comprehension test based upon current psycholinguistic 

a nd cognitive theories. Items were selected on the basis 

o f item difficulty and discriminating power. Internal 

c onsistency reliability was determined by the Kuder 

Ri chardson method for grades l-9, using the entire 

s tandardization sample. With few exceptions, coefficients 

we r e greater than .80. Validity is supported by subtest 

correlation with SAT Reading (Mdn. ~ = .46), SRA Reading 

(Mdn. ~ = .41), and PlAT_ Reading (Mdn. r = . 72). 

Additional studies dealing with criterion-related, and 

c o ns truct validity are found in the TORC Manual. Norms 

a r e based on the test performance of 2,405 students aged 

6- 6 to 14-6 living in 10 different states. Scaled scores 

a nd grade equivalents are provided. 

Test of Written Language is based on the concept that 

wr itten expression is a language system incorporating 

r e lated abilities in the areas of syntax (grammar), 

semantics (word meaning, creativity, ideation), conventions 

(punctuation, capitalization, spelling), and production 

(n umbe r of sentences) . Six subtests are: (a) Word Usage 

(measures the ~se of standard verb tenses, plurals, 

p ronouns , and other grammatical forms in writing), (b) 

Style (measures the use of generally accepted conventions 
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regarding punctuation and capitalization) , (c) Spelling 

(measures the ability to spell phonemically regular 

and irregular words), (d) Thematic Maturity (measures the 

a bility to construct a meaningful story about a given 

t heme) , (e) Vocabulary (measures the complexity of words 

used in the written story), and (f) Thought Units 

(measures the total number of complete sentences used in 

t he story) . 

The TOWL was standardized on a 13-state sample of 

l , BO O public and private school students in grades two 

throu gh eight. Both grade equivalents and scaled scores 

d r e provided. Normative data are available for each 6 

non ths age interval between 7-0 and 14-6. Internal 

con sistency and inter-scorer reliability is found to be 

.80 at al l age levels. Validity was demonstrated by 

c o rrel ating TOWL results with the Picture Story Language 

Tes t . 

Subtests suitable for item analysis are Style, 

Spe lling , and Word Usage . Two characteristics determined 

by point biserial correlation with coefficients were 

discriminating power between .30 and .80 within the 

limits acceptable by Guilford (1956) and Anastasi (1 96 8). 

Standardization was on t e st performance of some 1,700 

unse lected children residing in nine states. Two kinds of 
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normative information, scaled scores and grade equivalents, 

are available. Internal consistency reliability was 

estimated by Kuder-Richardson Formula No. 21 applied to 

six age intervals drawn from TOWL standardization. All 

a re .80 to .92. In stability all subtests .were signifi

cant a t less than the .01 level, and all but two exceeded 

.8 0 i n magnitude. Validity, content, criterion related 

valid i t y correlated with (a) Picture Story Language Test 

(Myklebust) and (b) teacher ratings of the Space Story on 

pro ductiv ity (number of words per sentence) , syntax 

(gramma r ) , and abstractness of content. The authors 

as s umed the test of written expression is related to age, 

the subtests relate to each other with intercorrelations 

significant (E < .01 ) . 

Statistical Tools 

A one-way analysis of covariance was used to test 

Hypotheses l and 2 (Campbell & Stanley, 1963). 

Analy tical Procedures 

The type of statistical treatment applied to each 

hypothesis is described in this section. 

Hypotheses l and 2: The significance of difference 

be tween the two groups (experimental and control) was 

determined by the analysis of covariance to the .05 level 
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of significance. The covariate for both analyses of 

covariance was the achievement scores on the Total Reading 

battery of the Stanford Achievement Test, Primary III, 

received by the subjects in the fourth grade. TORC and 

TOWL scores supplied posttest data. 

Treatment of Descriptive Data 

Thirty-minute free-writing samples were taken before 

and after treatment. Test of Written Language scoring 

p rocedures for Vocabulary, Thematic Maturity (with picture 

mot ivation criteria omitted, see Appendix F) and Thought 

Unit s were used. A comparison of total scores based on 

proportion of improvement (Glass & Stanley, 1970, p. 325) 

was made to determine the quality of writing changes for 

Hypotheses 3. 

To ins~re reliability in scoring only a code number 

appeared on pretest and posttest free-writing samples, no 

names or dates. Two raters discussed directions for 

criteria, and any inconsistencies in the scored data 

were discussed until 86% consistency within the total 

number of 14 points was agreed upon. 



CHAPTER 4 

ANALYSES AND RESULTS 

The present study investigated the effects of 

sentence-combining instruction on reading comprehension 

and writing maturity of fifth-grade students. The study 

focuse d on the differences between two groups of subjects 

and on the relationship of the scores achieved by each 

g roup on the measuring instruments. The findings to the 

research questions and hypotheses are presented below. 

(Complete raw data are found in Appendix H.) 

Hypothesis l 

The following null hypothesis was tested at the .05 

level of significance: 

There is no significant difference between the 

ad justed mean reading comprehension scores of students 

receiving sentence-combining instruction and the adjusted 

mean reading comprehension scores of students receiving 

traditional language arts instruction. 

An analysis of covariance using BMDPlV Computer 

Program was used to test Hypothesis 1. The values of the 

concomitant variable were eliminated by regression methods 

and then an analysis of variance was performed on the 

41 
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adjusted criterion var iable . The results of this analysis 

on reading comprehension are presented in Table 1. 

Source of 

Table 1 

Analysis of Covariance Summary Table 
Reading Comprehension Quotient 

Degrees Sum of 
of Squares Mean 

Variation Freedom (Adjusted) Squares F-Value 

Treatment 1 339.46 339.46 8.26* 

Error 47 1931.34 41.09 

Total 48 2270.80 

*Significant a t .05 level. 

The null hypothesis for treatment method on reading 

comprehension scores was rejec ted . The computed F was 

compared to the critical F of 4.05. The assumption of 

homogenei t y of regression was tested by parti tioning the 

sum of squares for error, and the F obtained was not 

significant. The assumption wa s satisfied. 

The answer to the following question was sought : 

Is there a significant difference between the reading 

comprehension scores of students receiving sentence-

combining inst ruction in fifth grade as part of thei r 

language arts instruction and the reading comprehension 

scores of fifth- grade s tudents receiving traditional 
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language arts instruction as measured by the Test of 

Reading Comprehension, TORC, General Comprehension Core? 

This question was answered in the affirmative. 

Stude n ts receiving sentence-combining instruction have 

significantly improved reading comprehension scores from 

students receiving no sentence-combining instruction. 

The adjusted mean differences in favor of the experimental 

g r o up are shown in Table 2. 

Table 2 

Table of Adjusted Means 

Group 

Experimental 

Control 

SAT 
Covariate 

154.24 

150.60 

RCQ 
Criterion 

115.48 

109.44 

Adjusted 
Criterion 

115.09 

109.82 

The General Comprehension Core yielded a Reading 

Comprehension Quotient, RCQ, from subtests of General 

Vocabulary, Syntactic Similarities, and Paragraph Read ing 

with Sentence Sequencing as a substitute score for any 

one of the three where it increased the resulting quotient. 

Means for the RCQ subtests for the experimental and 

control groups are shown in Table 3. 
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Table 3 

RCQ Subtest Score Means 

General 
Vocabulary 

20.60 

19.28 

l. 32 

Syntactic 
Simila~ities 

14.84 

ll. 76 

3.08 

Hypothesis 2 

Parag rap h 
Reading 

21. 00 

15.92 

5. 0 8 

(Sentence 
Sequencing) 

31. 08 

29.28 

1. 80 

The following null hypothesis was tested at the .05 

level of significance: 

There is no significant difference between the 

adjusted mean written language scores of students receiving 

sentence-combining instruction and the adjusted mean 

written language scores of students receiving traditional 

language arts instruction. 

An analysis of covariance using BMDPlV Computer 

Program was used to test Hypothesis 2. The values of the 

concomitant variable were eliminated by regression methods 

and an analysis of variance was performed on the adjusted 

criterion variable. The results of this analysis on 

written language are presented in Table 4. 

The null hypothesis for treatment method on written 

language scores was re jected . The assumption of 
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homogeneity of regression was tested by partitioning the 

sum o f squares for error. The assumption wa s satisfied. 

Sour ce of 
Var i a tion 

Trea tment 

Er ror 

Total 

Table 4 

Analy sis of Covariance Summary Table 
Written Language Quotient 

Degrees Sum of 
of Squares Mean 

Freedom (Adjusted) Squares 

1 1357.92 1357.92 ... 

47 1 831.21 436.54 

48 3189.13 

*Significant at .05 level. 

F-Value 

34.85* 

The answer to the following question was sought: 

Is there a significant difference between the written 

lan guage scores of students receiving sentence-coiT~ining 

instruction and the written language scores of students 

receiv ing traditional language arts instruction as 

measured by the Test of Written Language, TOWL? 

Thi s q uestion was answered in the affirmativ e. The 

s tudents receiving sentence-combining instruction have 

significantly improved the written language scores from 

s t udents receiving no sentence-coniliining instruction. The 

ad justed mean differences in favor of the experimental group 

are shown in Table 5. 



Group 

Experimental 

Control 
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Table 5 

Table of Adjusted Means 

SAT 
Covariate 

154.24 

150.60 

WLQ 
C:::-iterion 

117.00 

105. 64 

Jl.dj us ted 
Criterion 

116 . 58 

106.05 

The Written Language Quotient wa s derived from 

scores on the subtests of Vocabulary , Thema tic Maturity , 

Spelling, and Word Usage. Thought Units were counted but 

not included in the quo tient. Table 6 s hows the WLQ 

subtest score means for the experimental and control 

groups . 

Table 6 

V\TLQ Subtest Score Means 

Thematic Word 
Group Vocabulary Maturity Spelling Usage Style (TU) a 

Experi-
mental 12.32 13.76 12.30 12.40 15. 72 12.20 

Control 11.44 10. 60 11.24 10.96 11. 60 10 .1 2 

Differ-
ence .88 3.16 l. 06 l. 44 4.12 2.08 

a Supplemental subtest. 
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Hypothesis 3 

The following null hypothesis was tested at the .05 

level of significance: 

There is no significant difference in improvement 

o f free-writing scores between students receiving 

sentence-combining instruction and improvement of free

writing scores of students receiving traditional language 

arts instruction. 

A test of proportion of improvement (Glass & Stanley, 

1970, p. 325) was performed on the combined scores which 

gave a z score of 2.47. This was significant and the 

null hypothesis was rejected. 

Another research question was investigated in the 

study: 

What differences are there in writing maturity 

over a 6-weeks period as measured by a qualitative 

analysis of two free-writing samples using TOWL scoring 

procedures? 

In order to answer this question, free-writing 

pretest and posttest samples were analyzed within the 

framework of the Test of Written Language using measures 

of Vocabulary, Thematic Maturity, and Thought Units. 
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Table 7 shows the proportion of improvement. The 

c onclusion was reached that students who received 

sent e nce-combining instruction had scores which showed 

significant improvement in free writing from students 

who d i d not receive sentence-combining instruction. 

Table 7 

Proportion .of Improvement 

Group Improved 

Vocabulary 

Experimental 18 

Co n trol 11 

Total 29 

Thematic Maturity 

Ex perimental 24 

Control 13 

Total 38 

Thought Units 

Experimental 15 

Control 11 

Total 26 

Not Improved 

7 

14 

21 

1 

12 

13 

10 

14 

24 

Total 

25 

25 

50 

25 

25 

50 

25 

25 

50 

P1=.72 

P 2=.44 
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Summary of P.esults 

The statistical analyses for this investigation 

included two analyses of covariance and a proportional 

compari son. The results were as follows: 

1. Students who received sentence-combining 

ins truction had significantly improved reading compre

hens ion scores after treatment compared to students who 

received no sentence-combining instruction. 

2. Students who received sentence-combining 

instruction had significantly improved written language 

scores after treatment compared to students who received 

no sentence-combining instruction. 

3. Students who received sentence-combining 

instruction had scores which showed significant improve

ment in free writing after treatment compared to 

students who received no sentence-combining. 



CHAPTER 5 

SUHMARY, CONCLUSIONS, DISCUSSION, 

IMPLICATIONS, AND RECOHMENDATIONS 

Sununary 

This study investigated the effects of sentence

combining instruction on the reading comprehension and 

writing maturity of fifth-grade children. The treatment 

groups were comprised of 25 fifth-grade children in the 

experimental group and 25 fifth graders in the control 

group. The students were randomly assigned to treatment 

groups from two ability-grouped reading classes at 

approximate grade level. 

A 30-minute free-writing sample was collected from 

both e xperimental and control groups by the researcher. 

This served as a pretest. Identification numbers were 

assigned to each paper in lieu of name and date to assure 

unbiased evaluation by two raters. 

For 6 weeks at the end of the spring semester, the 

experimental group received sentence-combining instruction 

for one-half of the language arts period (45 minutes) 

while the control group remained in the regular classroom 

for the second half (45 minutes) of the regularly 

50 
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scheduled language arts class. Materials used in the 

study are found in Appendix A. 

After teaching procedures, each subject in both the 

experimental and control groups was given the Test of 

Reading Comprehension (1978), the Test of Written Language 

(1978), and a 30-minute free-writing sample was collected. 

The data obtained were used in the statistical analyses. 

The statistical analyses for this investigation 

included two analyses of covariance. Covariate data 

consisted of Total Reading battery scores on the Stanford 

Achievement Test (1973). Quality of free writing was 

determined by pretest-posttest measures of proportion of 

improvement comparisons to determine the significant 

differences. 

Null Hypotheses 

The null hypotheses to be tested at the .05 level 

of confidence were: 

1. There is no significant difference between the 

adjusted mean reading comprehension scores of students 

receiving sentence-combining instruction and the adjusted 

mean reading comprehension scores of students receiving 

traditional language arts instruction. 

2. There is no significant difference between the 

adjusted mean written language scores of students receiving 
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sentence-combining instruction and the adjusted mean 

written language scores of students receiving traditional 

language arts instruction. 

3. There is no significant difference in improvement 

of free-writing scores between students receiving 

sentence-combining instruction and improvement of free

writing scores of students receiving traditional language 

arts instruction. 

Summary of Results 

The results are presented after each research 

question. 

l. Is there a significant difference between the 

reading comprehension scores of students receiving 

sentence-combining instruction in fifth grade as part of 

their language arts instruction and the reading compre

hension scores of fifth-grade students receiving 

traditional language arts instruction, as measured by the 

Test of Reading Comprehension, TORC, General Comprehension 

Core? 

The results of this study indicated that there was a 

significant difference in favor of the sentence-combining 

instruction on the reading comprehension scores of the 

criterion variable. The difference was si gnificant at the 

.05 level and indicated that the method of sentence 
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c ombining instruction used was effective in improving 

r e ading comprehension as measured in this study. 

2 . Is there a significant difference between the 

wr itten language scores of students receiv ing sentence

c ombin ing instruction and the v.;ri tten language scores 

.) f students receiving traditional language arts instruc

U .on as meas ured by the Test of \A!ritten Language, TOWL? 

There was a significant difference at the .05 level 

in favo r of the sentence-combining instruction on the 

;y~ i tten language scores of the criterion variable 

Jndicating that the method of instruction in this study 

~as effec t ive in the improvement of written language as 

mea sured in this study. 

3 . What d ifferences are there in writing maturity 

ove r a 6- week s period as measured by a qualitative 

a na lysis of two free-writing samples using TOWL scoring 

p ro c edures? 

There were significant differences in improvement of 

f r ee-writing scores in favor of students who received 

s entence - combining instruction. The differences were 

s igni fi cant at the .05 level. 
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Conclusions 

Within the limitations of this study , the followi ng 

conclusio ns seem justified: 

l. Data gathered in this stud y did n o t s upport t h e 

null hypothesis of no difference i n reading c omprehension 

scores a s a result of sentence-combining i nstruction. 

Evidence is given to support the use of sentence

c ombini ng instruction to improve reading comprehension . 

2 . Data gathered in this study did not support t he 

n u ll h y pothesis of no difference in writing maturity as 

a result of sentence-combining instruction . Evidence is 

given t o support the use of sentence-combin i n g instruction 

t o improve writing maturity . 

Discussion 

The results of the present study are i n agreement 

wi t h earlier studies which emphasi zed the relationship 

b e tween the production of more complex syntactic structur es 

a nd the comprehension o f more comp lex syntactic structu res. 

Smi th (1971) concluded that a student's production level 

might well determine his best receptive level. Marshall 

a nd Glock (1978) found that better readers wrote better, 

wh ile Fagan (1971) showed that a nalysis of structure 

i mp r o v e d under s tand ing in r e a d ing . Morenbe r g , Daike r, a n d 
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Kerek (1978) indicated that a broad repertory of syntactic 

structures gave a student the same advantage as having a 

h igh vocabulary, and that sentence combining could be 

i nterpreted with flexibility to extend to paragraphs and 

c ompositions. Froese and Kurushima (1979) made specific 

mention of improvement in ability to organize ideas, 

manipulate words for certain effects, and the use of 

transformations as modifiers, phrases, and clauses as a 

result of sentence-combining instruction. With Resnick 

(Preface in Sealey et al., 1979), the researcher agrees 

that full development of literacy skills comes only with 

lots of writing as well as reading, and with Goodman and 

Gre ene (1977), that precise mastery of relat i onships is 

dependent upon exposure and practice. Sentence-combining 

instruction which includes manipulation of kernel sentences 

to produce more complex sentences and the organization a nd 

writing of paragraphs and stories provides that exposure 

and practice. 

Reading Comprehension 

From the point of view of the researcher, reading 

comprehension in this study was enhanced by the lesson 

plan format (see Appendix A) which insured interaction 

with the style of discourse used by an author through 

several means: the stress on the importance of meaning ; 
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the use and creation of complete discourse rather than 

supplying a word or completing a sentence; the considera

tion of alternative solutions in the combining of kernel 

sentences, reasons for alternatives, and decision making; 

the increased awareness of structure produced by a building 

up process or manipulation as opposed to a breaking down 

process or identification of parts in structures; the 

stress placed on authorship (writing paragraphs and 

stories); and practice and repetition of basal text 

materials in ways new to the students. 

In addition, there was some Hawthorne effect to the 

extent that children participated fully, and that they put 

for th a great deal of effort at a time of year when they 

usually are in a period of completions rather than new 

beginnings. The fact that the students were doing some

thing different that they felt was important, and the 

enthusiasm of both teacher and students, produced a 

positive effect, in the opinion of the researcher, in the 

study results. 

The TORC General Comprehension Core required the 

student to construct and build meaning through dev elopment 

of increasingly difficult relationships. Vocabulary word 

selection was on the basis of being included i n a concept . 

Syntactic similarities was a measure of the reader's 
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understanding of meaningfully similar but syntactically 

different sentence structures. Paragraph reading required 

the use of information provided to answer the questions 

instead of general knowledge alone. In sentence sequencing 

students were required to build plausible relationships 

among sentences and to the whole. Ideas given and 

syntactic cues provided clues. The RCQ mean for the 

experimental group seemed to indicate the positive effect 

of treatment. 

Wri tten Language 

The level of general adequacy and specific proficiency 

as a result of instruction was sought in the written 

language test which gave a broad index of writing 

competence involv ing productive, conventional, linguistic, 

and cognitive components in both contrived and spontaneous 

formats. The productivity of a writer was assessed by the 

number of thought units or independent clauses written. 

Although volume of production is not synonymous with 

quality of production, a certain level of productivity was 

necessary for adequate evaluation. This also had some 

bearing on the vocabulary count which was randomly obtained 

by circling words according to the number of lines in the 

composition, i.e., a 10-line composition had every lOth 

word circled. As each word was valued according to tables 
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of frequency, where the count occurred, and thus which 

words were circled, could influence the resulting score. 

The conventional component encompassed established 

rules for style (punctuation and capitalization) and 

spelling which were essential to understanding the sense 

of sentences and passages. The experimental group's 

command of style in the tests may have been due to the 

emphasis in the lessons upon style as defined in the 

tests as a tool of authorship comparable to inflection and 

gesture in speech. 

The linguistic component showed the use of service

able syntax and semantic structures. The Word Usage 

subtest, in cloze format, measured the student's ability 

to form tenses and plurals, to use objective and 

nominative cases, etc., according to informal standard 

English. Relatively few problems were encountered here. 

The cognit~ve component, Thematic Maturity, was an 

evaluation of the student's spontaneous writing of a story 

motivated by three pictures and evaluated according to 

specific criteria relating to the quality of the composi-

tion. The number of instances in which the criteria were 

met was summed to determine the raw score for the subtest, 

then the score was scaled according to tables based on a ge 

in 6-month increments. The findings indicated that the 



59 

gro up exposed to the sentence-combining instruction had 

higher written language scores. Differences in results 

migh t be accounted for by the emphasis on visible 

language , authorship, meaning, and written ways to convey 

that meaning to readers, in short, practice in producing 

discourse. When presented with the picture motivated 

wri ting test, one student asked whether to write it the 

new way or the old way. 

In the beginning students asked such questions as 

''Do I have to write all that? Why are you having us do 

all this writing?" As the lessons progressed the students 

became interested in the challenge of the sentence

combining problems and especially enjoyed the discussion 

of alternative solutions. As they discovered their 

ability to produce more and better written discourse, 

they became interested in creating and preferred writing 

on subjects of their own choosing. 

In small group exercises the students enjoyed working 

solutions to problems displayed on an overhead projector 

where a student recorded the group's solution on a 

transparency for the class to view (see Appendix C). A 

domino game for sentence-combining was also well received; 

however, gaming took a great deal of time and could not be 
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continued at horne when necessary as could the e xercises 

and free writing. The daily lesson time could easily 

have bee n e x tended. 

Free Writing 

A pretest-posttest evaluation of free writing based 

on the proportion of improvement was conducted using as 

subtests a vocabulary count, a 14-item thematic maturity 

c r i teria adapted to omit picture motivation (see Appendix 

F) , a nd a thought units count. Improvement for the 

experimental group was better overall. The increased time 

on t a s k may have been a contributing factor. A double

blind scoring procedure where no names or dates app eared 

on wr iting samples was used to assure an unbiased 

eva luation. The two raters discussed directions for 

c riteria and any inconsistences due to the subjective and 

insufficiently inclusive nature of the criteria until 86 % 

consistency within the total of 14 points was agreed on. 

For e xample, in the free writing samples (see Appendix G) 

two out of three are expository. No criteria for 

e xposition was provided. In the future criteria might 

be adopted which take into account other modes of 

d iscourse in addition to narrative. 

The organization of paragraphs and of compositions, in 

the view of the researcher, provided the greatest 



61 

opportunity for the student to make use of instruction in 

sentence-combining and authorship in the experimental 

class. This was in contrast to the control group classes 

that used traditional exercises completing sentences with 

words or phrases, and providing little opportunity for 

writing whole discourse with instruction in authorship. 

Specific instruction in how to write complete discourse 

seems to hold very little place in the elementary 

curriculum, and most creative writing seems to be done at 

the discretion of the student. Yet the creativity of 

fifth-grade children is astounding once they are sure of 

their direction, and the sentence-combining format provided 

sufficient constraints while allowing for creativ ity. The 

researcher found the group to be exceptionally cooperative 

and capable. This was fortunate because the realities of 

public school life made the end of the year less than 

desirable as a time for new learning. Unavoidable inter

ruptions for trips, athletic events, inservice days, and 

the excitement attendant upon the anticipation of summer 

vacation and the closing of school provided certain 

difficulties for the researcher and the students. Although 

this heightened intensity on the part of the students 

could have had a positive effect on awareness, it mi ght 

also have been a deterrent. Perhaps a different spacing 
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of lessons at a different time of year might yield other 

information. 

The creative writing observed in the control group 

clas ses on five occasions, as depicted in Appendix D, 

consisted of the following: ditto sheets made from 

Freedom's Ground Workbook (Holt, Rinehart & Winston, 1973) 

pp. 42, 95, 108-110, 112-113, 114-115 distributed to 

students on four occasions. No creative writing other than 

the researcher's pretest free-writing sample was scheduled 

for the first week. The hand-out sheets were to be 

completed outside of class and returned the following day. 

Any procedures for doing written discourse (narrative or 

expository writing) with the students was not observed by 

the researcher. Some of the creative writing assignments 

in the wo rkbook were difficult enough for professional 

writers, and teachers may have been reluctant to cope with 

such writing instruction. 

Implications 

Every fifth-grade teacher is faced with the problem 

of providing instruction that will increase the students' 

comprehension of print and their understanding of the 

structure of the language which they speak. This study 

provides evidence that manipulation of discourse is an 

effective means of providing greater recognition of the 
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intended meaning of other authors, and that sentence

combining instruction provides improvement of the use of 

syntax in its written form. 

In terms of the design of instructional materials, 

it appears that the interaction of a variety of ways of 

presenting the same materials gives students greater 

insight into meaning, and that the materials must be 

challenging. The researcher designed from already existing 

texts the materials incorporated in sentence-combining 

instrudtion. The interaction with these materials seemed 

to improve reading compreher.sion and writing maturity and 

could be utilized by classroom teachers in their instruction. 

Recommendations for Further Study 

In replicating this study several questions might be 

addressed. Would sentence-combining instruction be as 

effective over a longer less concentrated period of time? 

What aspects of the sentence-combining instructional 

program were more effective than others? Would other 

sentence-co~~ining materials be as effective as the ones 

used in this study? 

From brief observational notes of the writing program 

during traditional language arts instruction, it is 

evider.t that an observational study of current writing 

programs would be advisable. 
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This study did not compare another wri ting program 

to sentence-combining instruction. A study comparing 

another type of writing program to sentence-combining 

instruction as defined in this s tudy is adv i sable. 

Sentence-combining instruction as defined in this 

study included authorship. Would sentence-cowbining 

instruction without authorship produce the same results? 

This study was done in one school in a suburban 

district. The same questions in this study should be 

addressed to other populations such as inner-city, rural, 

and other grade levels. 

Further tests need to be made on the c omparison of 

other evaluative instruments with the same type of 

instruction. 

A follow-up study done 1 year later would be 

advisable. 

tion. 

It should be completed with the same popula-



APPENDIX A 
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LESSON PLAN FORMAT 

The student will: 

1. Listen to the reading of a portion of the material 
to be studied or material written in a style appropriate 
to the lesson. This material will not be changed for 
sentence combining into kernel sentences. It will be 
used to acquaint the student with the author's style of 
wr iting. 

2. Review previous sentence-combining exercises to 
bring to mind newly-learned techniques. 

3. Read a passage, either in mimeographed form or 
from the blackboard, from the material read aloud by the 
teacher. 

4. Analyze the passage according to previous sentence
combining instructions 

5. Present individual solutions. 

6 . Discuss alternative solutions presented. 

7. Attend to the presentation of new sentence
combining techniques by the teacher. 

8. Work in small groups or individually to solve the 
new sentence-combining problems. 

9. Record personal choice of alternatives in 
individual journals. 

10. Practice free writing using newly-acquired 
techniques or participate in other activities for reinforce
ment. 
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REVIEW 

A sentence says SOMETHING about SOMETHING. 

A sentence expresses meaning. 
t ho ught. 

It expresses a complete 

Questions to ask yourself or your partner: 

What person or thing is being discussed? 
What is happening? 

Does the sentence make sense? 
How does it sound? 
What other ways can I say it? 

Exa mples of Sentences: 

Bells ring. 
The baby is crying. 
Everyone came late. 
She's a very good cook. 
Is the water boiling again. 
John gave Cindy a book of poems. 
Who picked up the book on the table? 
Turn to page 2 in your scout manual. 
Drop your gun! 
He is older than anyone else at the party. 

I. Write five sentences of your own. (You may write 
more.) Try to make them tell a story. 

II. Mix, Match, or Make-up five more sentences using 
phrases such as the following: 

e very day at nine 
hamburgers and french fries 
six kites in a row 
Alexander Hamilton 
over-ripe tomatoes 
badly waxed skis 
his terrible jokes 
the country's president 
where I spent the night 
doesn't know how 

tore his jeans on a nail 
ate six cookes 
threw out the garbage 
was a great discovery 
is very pretty 
ran a shorter distance 
fell off the slide to the 

ground 
lost control of the car 
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III. Rewrite the following pairs of sentences by 
combining them into one sentence. Make whatever 
word changes are needed. 

I am going to the Winter Olympics. My friend i s 
going to the Winter Olympics. 

The crowd was excited. The athletes were exci ted . 
The sunlight made them squint. The snow made 
them squint. 

IV. Use one of the connecting words listed below to join 
the ideas in two simple sentences into one better 
sentence. 

AND, BUT, IF, WHILE, BECAUSE, UNTIL, SO, WHEN, AFTER, 
ALTHOUGH, SINCE, UNLESS . 

I'll sweep. 
You can mop. 

You can mop. 
I'll sweep. 

It is cold. We can't go to the movies. 
We can't go to t he movies. It is c o l d . 

V. Supply the first and last part of the sentence for 
the following clauses: 

who broke her ski ---------------------- -----------------that carne yesterday 
------------------which fell down ---------

VI. Make a sentence with e ach of the following clau ses: 

as soon as they arrived 
when the bell rang 
if you say so 
because I like you 

although I finished first 
until s pring comes 
while you're waiting 
where the house had been 
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SIGNALED EXERCISES 

Change the following sentences into questions. 
Spec ial instructions will be in parentheses and 
capitalized. 

Example: A. Some children are in the park 
(THERE + NEGATIVE + QUESTION) 

B. Aren't there any children in the park? 

A. Those bees will go away for some reason. 
(NEGATIVE + WHY + QUESTION) 

B. Why won't those bees go away ? 

A. The bear didn't get the honey. 
(TAG + QUESTION) 

B. The bear didn't get the honey , did he? 

1. Some people are in the car. (WHO QUESTION) 

2. They are waiting for you. (NEGATIVE + QUESTION) 

3 . You will be back. (WHEN QUESTION) 

Corobine the following sentences into one sentence. 
Be sure to use all the information. Rewrite the sentence 
as many ways as possible. 

My carpool was late. 
My carpool was late all winter. 
My carpool was late on Monday. 
My carpool was late in the morning. 

Combine the following sentences using the signal s in 
parentheses. Put the second sentence in the SOMETHING 
slot. Put the word in parentheses in front of the 
sentence it follows: 

Example : A. I found out SOMETHING. 
The clock was slow. (THAT) 

B. I found out that the clock was slow. 

1 . I noticed SOMETHING . 
The people in the car never smiled . (THAT) 
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2. I decided SOMETHING. 
The people in the car were hungry. (THAT) 

3. Finish the story. 
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SIGNALED EXERCISES 

Chang e the following phrases using the signals in 
pare ntheses. If the signal has a cross through it, put 
a nother word there. 

Example: A. The girl cried softly. ( 'S+~+ING) 
B. The girl's soft crying . 
A. The girl cried softly. (~+ING+OF) 
B. The soft crying of the girl . . . 

l. The mother drove carefully. ( 'S+J:d+ING) 

2. The bell rang loudly. (~+ING+OF) 

Ad d information to the following sentences. The signal 
will tell you the kind of information to add. 

1. The children (HOW) opened the door (WHERE), 
got out of the car (WHERE) , and (HOW) went in . 

2 . They (HOW) found their lockers (WHERE), 
deposited their lunches (WHERE) and (HOW) 
took their seats. 
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SIGNALED EXERCISES 

This time use several sentences to make one sentence. 
Follow the signals that are given in parentheses. 

Example. A. SOMETHING should tell you SOMETHING. 
The station is out of gas. (THE FACT THAT ) 
There is a shortage this week. (THAT ) 

B. The fact that the station is out of gas 
should tell you that there is a shortage 
this week. 

l. Remember he was poor and country-bred. (ING) (THAT ) 

2 . 

His face was lined. (,) 
His walk was awkward. (,) 
Some people laughed at him. 

SOMETHING lead to SOMETHING. 
Robert Goddard was interested. 
Anything zoomed through the air. 
He made many experiments. (HI S) 

(THE FACT THAT) 
(IN) 

(ING) 
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SIGNALED EXERCISE FROM FREEDOM'S GROUND 

Cathedral, 1947 

Jackson Pollock (1912-1956 ) 

Di rections: · Combine groups of sentences using signals 
in parentheses in front of the sentence. 

1. Jackson Pollock made this painting. (WHEN) 
2 . He did intend to show. (NOT) 
3 . A cathedral looks like WHAT. 

4. Pollock painted. 
5. Pollock felt. (WHAT) 
6. Pollock saw. (RATHER THAN WHAT) 

7. Pollock used paints often. 
8 . The paints were enamels. 
9 . The paints were aluminum. 

10. The paints were for houses. 

11. He tacked the canvas. 
12. The canvas was on the floor. 

13. He walked around the canvas. (THEN) 
14. He splashed paint. ( I NG) 
15. The paint was in cans. 
16. He flung paint. 

17. He used a stick. (WOULD + ALSO) 
18. The stick trailed lines. 
19. The lines were of paint. 

20. He explored ways. 
21. The ways were new. 
22. The ways suggested ideas. 



74 

OPEN EXERCISES 

Combine the following sentences to make a more 
interesting story. Use all the information. You may 
combine the sentences in any way you choose, and you 
may make any word changes necessary. A group of 
senter.ces can be combined into one sentence. 

Example: Five children would se~ the factory. 
Their families would see the factory. 
There was machinery in the factory. 
The machinery was mysterious. 
The factory made candy. 
The candy was wonderful. 

"Five lucky children and their families would get to 
see all the mysterious machinery in the factory where 
wonderful candy was made." (Freedom's Ground, p. 508) 

The Teavee family stepped out of the elevator. 
They were with Charlie Bucket. 
They were with Grandpa Joe. 
They stepped into a room. 
The room was dazzlingly bright. 
The room was dazzlingly white. 
They screwed up their eyes. 
They were in pain. 
They stopped walking. 

Hr. Wonda handed them something. 
He gave each one the same thing. 
The thing was glasses. 
The glasses were dark. 

He said something. 
"Put these on quick! 
Don't take them off in here. 
You do '.Vhatever! 
This light could blind you!" 

Charlie put on his glasses. 
The glasses were dark. 
Soon he was able to look around. 
He could look in comfort. 



He saw a room. 
The room was long. 
The room was painted white. 
Ther e was not a speck. 
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There was not dust anywhere. 

Lamp s hung down. 
The lamps were huge. 
They were hung high above. 
The lights bathed the room 
The light was blue-white. 

The room was bare 

in light. 
The light was brilliant. 

The room was not bare at the ends. 
Th e e nds were far. 
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THE CITY OF TOMORROW 

(from Freedom's Ground ) 

Directions: Combine to make more interesting sentences. 
Sentences grouped together can be combined 
into one sentence. 

l. Man has creations. 
2. The city is one of them. 
3. The city is remqrkable. 

4. It served as a crossroads. 
5. It served for a long time. 
6. The time was more than five thousand years. 
7. People came together. 
8. People buy. 
9. People sell. 

10 . People work. 
11 . People seek their fortunes. 
12. People are entertained. 
13. People learn. 
14. Peopl e live their lives. 
15. They live as best they can. 

16 . Life is good. 
17 . Life is in cities. 
18. The cities are American. 
19 . Good life is hard to find. 
20 . It has been so for a long time. 

21. Houses are old. 
22. Houses are shabby. 
23. There are many. 

24. There are slums. 
25. They spread. 
26. Schools have worn out. 
27. Libraries have worn out. 

28. Districts have run down. 
29. They are for business. 

30. Streets have traffic. 
31. They are clogged . 
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HEALTH }\ND GROWTH 

(Richmond, Pounds, Fricke, Dieter, & Sussdof, 1974) 

Directions: Combine in three sentences. 

1. There is a head. 
2. The head is yours. 
3 . It is an organ. 
4. The organ is remarkable. 
5. The organ is a brain. 
6. The brain is inside. 

7. You could read this book. (NEG) 
8. You could read without it. (NEG) 
9. You could understand things. (NEG) (OR) 

10. Things are going on. 
11. The going on is around you. 

12. Scientists have estimated SOMETHING. 
13. A computer could be built. (THAT IF) 
14. The computer would be built to contain SOMETHING. 
15. It contains the equipment in the brain. (TO) 
16. The brain is human. 
17. The computer would be a size. (THEN) 
18. The size would have to be SOMETHING. 
19. The size of a skyscraper is giant. (AT LEAST) 
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SOCIAL STUDIES 
COMPARISON AND CONTRAST ABOUT CITIES 

(Punty, Merle , & E. B. Fincher, Lands of Promise, New York: 
Ma cmillan, 1971.) 

Directions: Combine each cluster of sentences into one 
sentence. 

l. 
2 . 
3. 

The Hudson River meets. (WHERE) 

4. 
5 . 
6 • 
7. 
8. 

The Atlantic Ocean meets. 
We find New York City. 

New York is a city. 
New York is largest. 
New York is a port. 
The port is largest. 
The port is in the United 

9. New York has buildings. 

States. 

10 . The buildings are the tallest. 
ll. New York has stores. 
12. The stores have departments. 
13. The stores are the biggest. 

14. 
15. 
16 . 
17. 

New 
'rhe 
The 
The 

York leads 
leading is 
leading is 
leading is 

the world. 
in cormnerce. 
in finance. 
in manufacturing. 

18. Everything is "the biggest." (ALMOS T) 
19. Everything is about New York. 

20. Transportation has been a key. 
21. The key is to growth. 
22. The growth is the city's. 
24. The key is to development. 

25. You will recall. 
26. Boston was the center. 
27. The time was long. 
28. The center is of trade. 
29. The trade is with Europe. 
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30. Boston had advantages. 
31 . The advantages were of being. 
32 . The being was of a port. 
33 . The port was very fine. 
34. The advantages were of being "nearer." 
35 . The nearness was to Europe. 
36 . Other seaports were near. (THAN) 

37 . The interior was developed. (BUT AS SOON AS) 
38 . The interior was a nation's. 
39. Boston lost out. 
40 . The losing was to New York. 

41. New York was a port. (FOR + TOO) 
42. The port was great. 

43. It is like Boston. (UN ) 
44. It had the advantage. 
45. The advantage was additional. 
46. The advantage was of connections. 
47 . The connections were with the interior. 
48 . The connections were through the Gap. 
49. The Gap was Hudson-Mohawk. 

50 . You remember. 
51. The Erie Canal took advantage. 
52. The advantage was of this road. 
53. The road was valley. 
54. The road was to the west. 

55. 
56. 
57. 
58. 
59. 

Railroads follow a route. 
The route is the same. 

(TODAY + THAT) 

The sameness is canal. (AS THE) 
Railroads connect New York. 
Railroads connect the Middle West. 

60. Tons moved. (THAT) 
61. The tons are goods. 
62. The moving was on waters. 
63. The moving was by wagon. 

(WITH) 

64. The moving was 130 years ago. (ONLY) 
65. Tons move. (TODAY) 
66. The moving is by rail. 
67. The moving is by truck. 
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68. Roads meet. 
69. Railroads meet. 
70. The meeting is to parts. 
71. The parts are other. 
7 2. The parts are to country. 
73. The meeting is in New York. 

74. Ships move. 
75. The ships are corning. 
76. The ships are going. (OR) 
77. The coming is to places. 
78. The going is to places. 
79. The places are over the world. (ALL) 
80. The moving is through waters. 
81. The waters are of harbor. 
82. The harbor is New York's. 

83. It is a port. 
84. The port is greatest. 
85. The port is in the world. 
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, READING, WRITING, AND UNDERSTANDING 

When a writer has information he wants to tell his 

readers, he may decide on a subject or title, jot down 

the main ideas about the subject that he wants his 

reader to know, then write a paragraph about each idea. 

Example: 

The Winter Olympics 

(1) Location of the events 

(2) Skiing 

(3) Skating 

(4) Tobogganing 

Paragraphs make reading and understanding easier. 

They give us a way to organize our own writing and they 

help us to understand what another author had in mind. 

If a writer indents (begins a few spaces from the margin) 

and punctuates (uses capitals, commas, periods, etc.), 

his paragraphs will be easier to read. If he makes his 

sentences different lengths, his paragraphs will be more 

interesting to read. 
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WAYS OF ORGANIZING PARAGRAPHS 

There are ways of organizing paragraphs, too. One 

way is to write a sentence telling the main idea of the 

paragraph. Writers call this the topic sentence. After 

that write several sentences giving more information or 

details about the main idea. Finally, come back to the 

topic sentence information, perhaps restating it in other 

words. Writers call this the clincher. 

of several ways to organize a paragraph. 

Example: 

This is just one 

Skating at the Winter Olympics is divided into several 

classes or categories. There is speed skating, figure 

skating, pair skating, and ice dancing. Speed skating is 

based on the time a contestant takes to skate a certain 

distance. The course is circular like a track for running, 

but it is covered with ice. The figure skaters, both 

alone and in pairs, must perform the same set of figures 

for the judges. In the pair skating and the ice dancing 

couples must also create their own routines. Each class 

or skating category has a special set of rules at the 

Winter Olympics. 
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MORE WAYS OF ORGANIZING PARAGRAPHS 

Sequential Paragraphs 

You can write a paragraph with a main idea or topic 

sentence. You can write sentences with details to prove 

your topic sentence, and you can finish with a clincher 

sentence. Here is another way to use your information. 

Some paragraphs may need the sentences of detail put 

in a certain order or sequence to make sense. For instance, 

if you describe getting dressed in your paragraph, you 

will want to put on your sox before you put on your shoes! 

You can organize your paragraph sequentially. 

Cause and Effect Paragraphs 

Now that you can organize paragraphs two ways here 

is another idea. Paragraphs can be organized in a "cause 

and effect" style. You can use your detail sentences to 

support or prove that the topic sentence is true. 

Comparison and Contrast Paragraphs 

A fourth way to organize a paragraph is to use your 

supporting sentences to show how the ideas in your topic 

sentence are alike and different. To show how they are 

alike is to compare. 

to contrast. 

To show how they are different is 
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Topic sentences do not alway s have to be the first 

sentence in the paragraph. If it works out better for 

yo u, put the topic sentence farther down in the paragraph . 

Some writers have even put it at the end. 

When you write, stop often to ask yourself: How 

does it sound? Does it make sense? Could I say it 

another way? 
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WRITING A STORY 

(Plan the whole story. Using key words is helpful.) 

Write a title. (A clue for your reader. Capitalize key 

words.) Skip a space so the title won't look like 

your first sentence. 

Indent and write a paragraph. (Organize in some way. For 

instance: Write a topic sentence. Write sentences 

of detail. Write a clincher that leads into the 

next paragraph.) 

Indent and write a paragraph. 

Indent and write a paragraph. 

Write more paragraphs if you need them for your story . 

Reread. Ask yourself: Have I written a complete story? 

(Do all the paragraphs "hang together? " ) 

Do I have a good conclusion? (A result of the 

happenings in my story?) 

Do my sentences sound good? Make sense? Combine 

kernel ideas into well-written complex sentences? 

Could I use dialogue? Proper names for characters? 

Good descriptions? (Was I specific? Did I give my 

reader enough information?) 

Did I punctuate and paragraph properly for meaning? 

Revise. Ask the questions again. 



APPENDIX B 
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PERMISSION TO PARTICIPATE IN EXPERIMENTAL STUDY 

An experimental study to investigate the effects of 

sentence-combining on fifth-grade students' reading 

comprehension and writing maturity will be conducted by 

Deurelle McAfee, former 

doctoral candidate at TWU. 

teacher, now a 

The study will occur during 

half of the regularly scheduled language arts period for 

8 weeks from April 7th to May 30th. The study will 

consist of lessons in sentence-combining to improve writing 

fluency. Permission for your child to participate in the 

study is requested. No medical service or compensation 

is provided to subjects by the university as a result of 

injury from participation in research. 

I give my permission for my child 

to participate in the study described above. 

Parent's Signature 

Date 
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?-1arch 27, 1980 

I grant permission for Deurelle McAfee to conduct a research 

study from April 7th to May 30th. This study wi:p involve 

fifth grade students enrolled at School. 

I feel that the results of this study should be beneficial to 

the educational program of this school. 

Sincerely, 

?-1arie Huie 
Principal 

MH:rnb 



March 28, 1980 

Deurelle McAfee 
3060 Sundial 
Dallas, TX 75234 

Dear MS. McAfee : 

89 

Your research request to conduct work in the 
I.S.D. has been reviewed by the screeninv corrnnittee . The connnittee has 
given full approval of your project. The final decision; however, rests 
with the building prin~ipal. Please set up the project with Mrs. Huie 
to conduct your work at Elementary. 

If we can help you in any way on the work, please call. 

Sincerely, 

~~;($~ 
Lyndal R. Hutcherson 

Chairman- Research Committee 

PUPIL PERSONNEL SERVICES 



APPENDIX C 
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LOG 

DATE: May 6, 1980 TIME: 10:50-11:35 

MATERIALS: Free writing papers (May 2) and cloze keys; 

Appendix Materials, pp. 74, 75, 83; blackboard and chalk; 

pencil and paper; Freedom's Ground, pp. 229, 231-232. 

DESCRIPTION: Teacher read aloud passages from Freedom's 

Ground calling attention to complex sentences, asking for 

kernel sentences, and repeating sentences as requested. 

Students discussed and asked questions. 

Kernel sentences from previous exercises were 

collected, and any questions concerning the exercise 

answered. 

Appendix materials, pp. 74 and 75 were distributed. 

The meaning of open exercise was discussed. Since 

students had been exposed to open exercises in the trans

parency activities, this presented no problem. Those 

students who did not complete the exercise were asked to 

do so at home. 

Appendix materials, p. 83, were distributed to class 

members. A discussion of sequential paragraphs was 

conducted by the teacher. The read-aloud paragraph, 

p. 231, was again referred to. 

Students were asked to write a sequential paragraph 

as homework. They were to leave one sentence out of the 
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original, putting this sentence on a second sheet of 

p a per. They understand this is to be used as another 

c l o ze test. 



DATE: April 29, 1980 
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LOG 

TIME: 10:50-11:35 

MATERIALS Freedom's Ground, p. 450; Appendix Materials, 

p. 71; blackboard and chalk; overhead projector and 

transparency of 20 sentences from Strong's "Street Music", 

g rease pencil and acetate sheet for each group. 

DESCRIPTION: Read-aloud passage from Freedom's Ground 

discussed briefly as to punctuation of introductory 

clauses and kernel sentences. 

Page 72 homework was collected. 

Concept of changing kernel sentences to phrases was 

r e viewed from the blackboard. The new concept of multiple 

embeddings of two sentences in the SOMETHING slots of the 

main clause was presented. Page ~1 of Appendix materials 

was in hand. Exercise 1 solution was supplied by the 

teacher. Exercise 2 was written by each student and turned 

in. The first person completing the exercise at a table 

was given a grease pencil and a transparency sheet with 

instructions to place it over a sheet of lined notebook 

paper. 

The overhead transparency of "Street Music" had five 

clusters of sentences. The teacher supplied the first 

solution and each table took a cluster of sentences to 

combine into one. Each student wrote his solution on paper 
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and the recorder put an agreed-upon solution on the 

transparency sheet. As each table reached a solution 

the recorder put their transparency on the overhead for 

the class to see. Some groups too k a vote to come to 

agreement. All seemed to enjoy the exercise and to be 

amazed that they could write such a sentence. The 

sentences were well-done. 



APPENDIX D 
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OBSERVATION 

Teacher I, April 24, 1980 

Because of schedule changes no creative writing was 

done in class this week. The pretest writing was chosen 

as replacement for creative writing by both teachers. No 

language arts class was held on Wednesday because a large 

number of students attended a symphony concert. Those 

students remaining at school were shown a 2-hour film, 

"Death Be Not Proud." Consequently, the researcher chose 

Thursday to observe in control class of Teacher I. 

Experimental class students were present at this time also. 

Friday was inservice day. 

Mimeographed comprehension questions for "Fast Sooner 

Hound" done outside of class were checked with individual 

students giving answers. Differences were discussed. A 

few questions had open-ended answers. Students also filled 

out notices to parents to be signed for receipt of weekly 

papers. A token economy was in use here. 

Mimeograph copies of pp. 108-110 from Freedom's 

Ground workbook with a tall tale and simile and idiom 

exercises were distributed. The tale was read aloud by 

paragraphs and comprehension questions followed. Students 

were asked to write explanations of three similes and 

three idioms to be checked at a later date. 
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The experimental group left for class with the 

researcher. 
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Read the two accounts below that explain how the Grand Can· 
yon was formed. Are these explanations ali ke in any way? How 
are they different? 

A. The force of the Colorado River cutting through layers 
of rock formed the deep gorge in Arizona that we now call 
the Grand Canyon . 

B. Even Paul Bunyan became tired finally . He took his 
heavy double-bitted ax from his shoulder and dragged it 
behind him as he walked. The huge ax cut a ragged ditch 
through the sand that can be seen to th is day. It is now 
called the Grand Canyon , and the Colorado River runs 
through it. 

Answer the questions that follow. 

1. How does the writer of the first paragraph say the Grand 

Canyon was formed ? -----------------------------

2. How does the author of the second paragraph explain the 

formation of the canyon? -------------------------

3 . Which paragraph refers to the canyon as " a ragged ditch "? 

4. Which explanation is factual , A or B? _____ Which is enter· 

taining , A or B? __ _ 

Now read the following factual account of how the Rocky Moun· 
tains were formed . 

Many of the peaks in the Rocky Mountain chain were formed 
by volcanic action. The wearing and cutting force of glaciers, 
wind , rain, and streams shaped the peaks into the jagged 
forms we see today. 

Put your imagination to work. On a separate sheet of paper, 
write a short humorous explanation for the origin of the Rocky 
Mountains. 

" Thi! Adventures of Paul Bunyan .' ' pag~s 382-393 C:OMPREHENS!ON : Re-:ogn1zmg r\uthor ·s purpose 95 

Freedom's Ground Workbook (Weiss, Hunt, & Finley, 1973) 
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If the folk hero of the American logger is Paul Bunyan. the folk 
hero of the farmer is Johnny Darling. who lived in the Catskill 
Mountains of New York State from 1809 to 1893. Darling, him
self, began in childhood to tell stories about his wild exploits 
in the woods and on farms. These tales relied on exaggeration, 
but they always held a germ of truth in them . Darling. who was 
as little and wiry as Bunyan was big and strong, became known 
affectionately as " the durndest liar in all Sullivan County '' and 
was welcome in people's homes for a. good evening of enter
tainment. 

Here is one of Johnny Darling's tall tales, written as he might 
have told it sitting before the fireplace of a tired farm family a 
century ago. 

Racing with the Rain 

Hangtown and Ragtown were my spotted mustangs from out west. 
Their coats were glossy as new silk, their c-hests deep and strong, 
and their eyes sparkling as dew in the morning, so sparkling vou'J 
think they could understand ever)' word I said. Oue dav I hit c·hed 
the pair to the buckboard wagon to go to the store in \Vestficld 
to buy a bag of flour and a pail to put maple sap in. Then I started 
home along the dust :-/ road. Suddenly the sky darkened, black clouds 
began racing along, and a cool wind came dancin g through the 
air. 

"Little spotted beauties," I sang, "black clouds are coming with 
rain for the crops, but I got a sack of flour in th e open wagon to 
make bread in the house, not dough on the road1 Let the sparks 
fly and the wagon dance!" 

Seems Hangtown and Hagtown understood, and they went off in a 
fine trot, with the dust fl:•ing and the wagon boards bouncing. From 
behind the mountains the wind came screaming in whirls like a 
dancer, and a blackness came over the valley swift as an arrow. 

"Faster!" I cried. as flashes of lightning spun through the skv and the 
first rumbling of thunder came from afar. The mustangs lit out 
quicker than a falling starl The rain was coming down fast and 
furious, but it was as yet far from the wagon. 

108 Enrichment RHETORIC: Re:cognizmg elements of style: e;w::aggeration. perscniftca t ion. simile. and •diem 

Freedom's Ground Workbook (Weiss, et al., 1973). 
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"Don't let the rain catch vou!" I shouted through the screaming 
wind. On and on we flew to beat creation, while 'that curtain of 
rain was racing behind to catch up. "Faster!" 

By then it was raining pitchforks and horseflies. !vly mustangs were 
hardly touching the ground with their hoofs, and just up the hill 
wa.~ the barn, but the sap pail began to fill with water-and right 
behind it wa~ the sack of flour! 

"Faster, faster! The pail's filling, and there 's a drop or three on 
the sack'" I screamed. 

They understood me; their legs went so fast, vou couldn't see them, 
and-then we were inside the barn! They stopped so short, their 
noses touched the backboard~. Then the storm bruke over the roof, 
and the rain came down like a swollen creek in the springtime. 
But the sack of flour was dry! 

I threw my arms around the mustangs' necks and kissed their fore

heads. No, there never was a finer pair of wonder mustangs thi.s 
side of the Rockies 1 

1 

_) 
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Freedom 's Ground Workbook (Weiss, et a1., 1973). 
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What makes " Racing with ~he Rain '' so interesting' Darling 
packed his tal l tales full of the colorful language his listeners 
enjoyed. Let 's take a closer look. 

To exaggerate is to go beyond the truth. "Went so fast you 
couldn't see them" exaggerates the speed of the mustangs ' 
legs. Turn to the story if you need help in telling what the ex· 
aggerations below describe. 

1. "Went so fast, you couldn't see them" describes t he 

2. "Were hardly touching the ground with their hoofs" describes 

the 

3. "Stopped so short. their noses touched the backboards" 

describes the 

"The wind came screaming·· personifies the wind as a living 
thing. Below are more examples in which something in nature 
has been given human abilities. Underline each nonliving ob· 
ject that has been personified. 

1. Black clouds began racing along. 
2. "Don't let the rain catch you 1" 

3. A cool wind came dancing through the air. 

A simile describes one thing by comparing it to something else. 
"Glossy as new silk" compares the mustangs' coats to new 
silk. 

Write what each of the following similes describe. 

1. "quicker than a falling star" ---..,.-------------------

2. "sparkling as dew in the morning"----------------

3. "came down like a swollen creek in springtime•· 

An idiom cannot be understood from the meanings of the words 
in it. To beat creation means "to get there quickly." 
See if you can give the meaning of each idiom below. 

1. raining pitchforks and horseflies-------------------

2. the storm broke--------------------------

3. the mustangs lit out------ ---·---------------

110 Enrichment RHETORIC : Recogntzing elements of style: exaggeration. personification, s1mile. and idiom 

Freedom's Ground Workbook (Weiss et a1., 19 73) 
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OBSERVATION 

Teacher II, April 28, 1980 

"Literary Dialects," p. 443, Freedom's Ground, was 

read aloud a paragraph at a time by individual children. 

Class discussion followed led by the teacher who asked 

such questions as "Why did the author use dialect here?" 

One student ans1o.1ered, "That's the way it got talked." 

The children were instructed to use dialect in creative 

writing for desired effects. Instructions were given 

to finish the exercise by writing the meaning of idioms 

found in the selection. 

The observer left to meet the experimental class. 

The lesson plan scheduled for creative writing for the 

week called for the writing of a spring haiku, pp. 112-

113 in Freedom's Ground workbook. 
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Have you ever watched a jet streak across the sky or heard a 
strange sound at night? Author Maeve O'Reilly Finley has written 
about these and other experiences in an ancient verse torm 
called Haiku. Following are some selections from her book 
Haiku for You. 

Jets zooming like birds 
Write notes in curly smoke signs 
To little people 

What do you imagine the notes say? Who are the little people 
they are addressed to? The poem doesn't tell us . Haiku invites 
readers to use their imagination and fill in the details not sup
plied by the author. 

What details can you .magine as you read the next haiku? 

Living on the moon 
Will not be much fun unless 
My dog comes along 

Why is someone going to live on the moon? What kind of dog 
does the author have? Did your imagination supply this informa
tion? The third haiku compares a stream to a blanket. 

A diamond-clear stream 
Like a warm blanket spread out
Soon wrinkled by frogs 

112 "Magic and Some Black and Blue." pages 450-465 RHETORIC: Constructing haoku 

Freedom's Ground Workbook (Weiss, et a1., 1973). 
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Think what a wrinkled blanket looks like. What do you suppose 
the "wrinkles" in the stream might be? 

Like the verse you have just read, many haiku describe some· 
thing in nature. lri expressing the writer 's impression of some
thing seen or heard, for example. haiku may suggest a mood 
or feeling. What mood is suggested in the next haiku? 

At night- eerie sounds 
Start imaginary tales 
Talking in my head 

What mood was conveyed to you? ----------

What do you think the eerie sounds could have been? 

How many lines has each haiku?--· Now count the syllables 

in each line. The first line of a haiku has ___ syilables. The 

second line has __ syllables. How many syllables has the 

third line? __ 

Now check your answers: Each haiku has th ree lines. There are 
five syllables in the first line, seven syllables in the second line, 
and five in the third line, seventeen in all. A writer of haiku 
chooses his words carefully, because he uses so. few to describe 
an impression. 

You , too, can write haiku. Begin by supplying a last line for the 
haiku that follows. Choose a last line from the choices given 
below, or write one of your own. Remember that the syllable 
count is five. 

The mother bird pushed 
Her baby out of the nest 

The sky welcomed it 
Gentle winds take charge 
Vast sky smiles welcome 
Stealthy cat watches 

You may want to start your own book of haiku and illustrate it. 

Freedom's Ground Workbook (Weiss, et al., 1973). 
113 
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OBSERVATION 

Mimeographed comprehension questions on "Moccasins 

o n City Streets,'' Freedom's Ground, were graded in class 

with answers from individual students and explanatory 

comments from the .teacher. 

Objective 7, Freedom's Ground teachers' manual, T-853, 

required the student to take the point of view of the 

character Susan Bearskin and write what she was thinking 

after seven different sentences from the story. This 

exercise and an additional comprehension worksheet were 

assigned for the following day. 

A creative writing assignment to rewrite the ending 

of the story was given. Three possible outcomes of the 

race other than the one in the story were discussed. The 

new ending was due the following day. 
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Perhaps one of the reasons you enjoyed reading " Moccasins on 
City Streets" was the author's use of simile and metaphor. 
Below are some of the author 's sentences with similes and 
metaphors. Following these are some ideas expressed in literal 
language. After each literal expression , write the letter of the 
author's sentence that expresses the same idea. 

a. His round, fat face had two punched-in blueberries for eyes. 
b. He is the timid bear who only growls when he is with other 

bears. 
c. Hundreds of boys and girls ran from every direction and 

melted into long, thin lines which streamed into the doors. 
d. Her moccasins might not spring and carry her flying like a 

water swallow. 
e. He could make you a pair of moccasins that would run as 

fast as the deer. 

1. Hundreds of boys and girls ran from every direction and 

went into their classrooms. __ 

2. He had a round, fat face with deep-set blue eyes. __ 

3. She might not be able to run fast in her moccasins. __ 

4. The only time he's fierce is when his friends are around to 

back him up. __ 

5. He could make· you a pair of moccasins that would help you 

run fast. __ 

114 "Moccasins on City Streets," pa ges 468-483 COMPREHENSION: Interpret ing sim ile and metaphor 

Freedom's Ground Workbook (Weiss, et a1., 1973). 
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Following are other sentences with examples of similes and 
metaphors . After each sentence , give the author 's meaning in 
literal , everyday language. 

1. The room became as still as Rice Lake under a mist. 

2. His yellow hair was a stubble of short-cut straw. 

3. There would be more children in school than needles on a 
pine tree. 

4. Her moccasins sprang from the ground, carrying her through 
the air like a swallow. 

5. Cars rushed along the street with the angry screech of crows. 

Freedom's Ground Workbook (Weiss, et al., 1973). 
ll5 
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OBSERVATION 

Instruction, reminders, and discus s ion about l i b r a r y 

book returns for the summer and about f ina l book r epor ts 

began the instruction period. 

Mimeographed worksheets on verb markers and verb 

tenses were distributed, and the teacher made an oral 

introduction using blackboard sentences. 

A comprehension worksheet, p. 122 from Freedom's 

Ground workbook, was distributed, and paragraphs were read 

aloud by individual students. Discussion f ollowed e ach 

time. Students were t o ld statements o n the work s he et 

pertained to main ideas, and they were instructed t o 

complete the questions during the latter half of t he 

p eriod. 

Three mimeographed sheets entitled "Vocabula r y for 

'The City of Tomorrow'" were distributed with instru c tions 

g i v en to complete the fi v e exercises f o r grading in c lass 

the f ollowing day. 

The researcher left for the experimental class 

s e ssion. 
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OBSERVATION 

Vocabulary worksheets on "Davie's ~\londerful Summer" 

were checked with answers given by indiv idual students. 

Students were encouraged to exercise their own judgment 

concerning appropriate answers rather than ask each time an 

a nswer differed from that given by the teacher. 

The students were instructed to finish reading the 

story, and to answer mimeographed comprehension questions 

which would be graded in class on the following day. 

A worksheet on cinquain writing, Freedom's Ground 

workbook, p. 42, was distributed. Students were 

instructed to write a cinquain about transportation or 

travel. 
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ROCKET Rocket 

Words Into 
PATTERNS 

Silent, enormous 

Soeeding throt.::gh space 
Take me with you 
Spacesh ip : 

Have you, like the author of the poem above, ever wanted to 
ride through space in a rocket? Wri te the words in the poem that 
express that idea. 

What adjectives did the author choose to describe the rocket? 

Write the phrase that expresses the 'movement oi the rocket. 

"Rocket" is the title of the poem as well as its first line. The last 
line, spacesh ip, is a synonym for rocket. Can you think of an· 
other synonym that could have been used? 

The poem "Rocket·· is written in a spe· 
cic;l five- line pattern. calied a cinquam. 
Try following th is pattern beiow to give 
your ideas about the futurist ic automobile 
pictured at the left. 

1.-------------------One-word title 

2.------------------- Two adjectives describing 
titie 

3. -----------------''------Three-word phrase expressing 
action or movement 

4. --------------------Four words expressing related 
idea or feeling 

5. --------------------A one-word synonym for 
the title 

42 "Beyond the Shadow of a Doubt," pages 184-199 RHETORIC Using a vanant of th~ C111qua1n form as a bas:s 
for crea tive wntlfl2 

Freedom's Ground Workbook (vJeiss, et al., 1973). 
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LESSON PLANS 

April 21-25, Teacher I 
Reading/Language Arts 

M l. Language Objective 3 (Suffixes ) p. T-771, 
0 Freedom's Ground 
N 2. Language Objective 1 (Pronunciation) p. T- 77 0 

3. Introduce story 
4. Vocabulary: "The Fast Sooner Hound" 
5. Read story, pp. 428-436 
6. Language worksheet, p. 94 

T 1. Grade vocabulary, Language book, p. 94 
U 2. Language Objective 2, p. T-770) Idioms & 
E Language Objective 5, p. T-772 ) Figurativ e Language 
S 3. Finish story, pp. 437-441 

4. Comprehension Questions 
5. Language Worksheet, p. 96 
6. Creative writing, Freedom's Ground Workbook, 

p ·. 95 

W 1. Grade Comprehension, Language worksheet 
E 2. Langage Objective 6, Inferences, p. T-172 
D 3. Read and discuss "Literary Dialects," pp. 442-4 4 5, 

Freedom's Ground 
4. Al1ce 1n Wonderland, chapter 
5. Language worksheet, p. 97 

T 1. Grade Language, p. 97 
H 2. Put papers in order 
U 3. Read and discuss workbook, pp. 108-110, Tall Tales 
R 4. Filmstrips: "Literary Dialect" 
S "America's Tall Tales" 

F Teacher Inservice 
R 
I 
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LESSON PLANS 

April 21-25, Teacher II 
Reading/Language Arts 

M l. Read "Clipper Ships and Captains," ·PP· 426-42 7 
0 (poem) 
N 2. Objectives I & 3 (T-770, 771, Freedom's Ground ) 

3. Worksheet, Language book, p. 94, ObJectlve 3 
4. Vocabulary assignment 
5. Creative writing, Tall Tales 

T 1. Check vocabulary & 94 
U 2. Share creative writings 
E 3. Objective 4 (T-771) 
S 4. Worksheet, Language p. 95 

5. Read 428..:436 
6. Write paragraph predicting end of story 

W 1. Check Worksheet, p. 95 
E 2. Share endings 
D 3. Objectives 2 & 5 (T-770, 772) 

4. Worksheets, pp. 96, 97 
5. Read pp. 437-440 
6. Comprehension 

T 
H 1. Check 96, 97 & Comprehension 
U 2. Organize papers for week 
R 3. Filmstrips "Enjoying 
S Illustrations Myths" 

F Teacher inservice 
R 
I 
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LESSON PLANS 

April 28-May 2, Teacher I 
Reading/Language Arts 

M 1. Introduce Unit 6, Freedom's Ground 
0 2. Read and discuss Poems, pp. 447-449 
N 3. Recording "Night Journey" 

4. Creative writing: Discuss Haiku, write and 
illustrate Spring haiku 

5. Vocabulary for story 
6. Careers box 

T 1. Grade vocabulary, turn in haiku 
U 2. Objective 4, p. T825, Spellings of "sh" sound 
E 3. Objective 5, p. T825, Suffixes "ward" and "en" 
s 4. Introduce story, p. T807 

5. Read silently, pp. 450-457 "Magic & Some Black 
& Blue" 

6. Worksheets for objectives, pp. 100-101 

W 1. Grade worksheets 
E 2. Read "Literary Dialects," pp. 442-445 
D 3. Filmstrip: "Literary Dialects" 

4. Finish story silently, pp. 458-465 
5. Comprehension questions for story 

T 1. Grade comprehension 
H 2. Objective 6--Mood--Discuss with books for reference 
u 2. Read "Grandfather Speaks," Fox Eyes, pp. 360-373. 
R 4. Do challenges, 34, p. 373 (paragraph about family 
S custom) . 

F 1. Share paragraphs from yesterday 
R 2. Filmstrip: Cities of Our Land 
I 3. Careers speaker: H. L.'s grandmother 

4. Put papers in order 
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LESSON PLANS 

April 28-May 2, Teacher II 
Reading/ Language Arts 

M 1. Poems, Freedom's Ground, pp. 447, 449 
0 2. Filmstr1p, "L1terary Dialects" 
N 3. Pp. 442-445 

4. Vocabulary 
5. Careers (SAT box) 

T 1. Check vocabulary 
u 2. Objectives 1-3, Teacher's manual (T824) 
E 3. Pp 450-457 
S 4. Write possible ending for story 

5. Worksheets 98-99, Freedom's Ground workbook 
6. Careers box 

W 1. Check worksheets 98, 99 
E 2. Objective 4, T825, Workbook p. 111 identifying 
D phoneme spellings 

3. Objective 5, T825 
4. Read pp. 458-465 
5. Comprehension, Worksheet 101 

T 1. Check comprehension worksheet 
H 2. Objective 6 orally, Workbook 112-113, Haiku 
U 3. Creative Writing, Haiku 
R 
s 

F 1. Organize papers 
R 2. Share poems 
I 3. Dictionary booklet 

4. Pace #38 
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LESSON PLANS 

May 5-May 9, Teacher I 
Reading/ Language Arts 

M l. Word Highlights, #l-4, p. T832, Freedom's Ground 
0 2. Introduce story, T-8q3 
N 3. Vocabulary for story 

4. Read story, pp. 468-475 
5. Language objective 4, p. T85l, Changing N to Adj. 
6. Careers box, Harcourt, Brace, publishers 

T l. Grade vocabulary, Worksheet p. 103 
U 2. Finish story, pp. 475-483 
E 3. Comprehension worksheet 
S 4. Language Objective 5, p. T85l, Clues to words 

with more than one meaning 
5. Worksheet, p. 104 

W l. Grade Comprehension, Worksheet p. 104 
E 2. Objective 7, p. T852 
D Worksheet, p. lOS 

3. Cre~tive writing--#1, p. T-853 
4. Objective 6 orally, p. T-852 
5. Read and discuss poem, pp. 484-485 

Sequence drawing 

T l. Grade worksheet, p. 105 
H 2. Turn in creative writing 
U 3. Language tape--#5 Line and circle graphs 
R 4. Read "Travel," Fox Eyes, pp. 173-174 
S 5. Draw picture of favorite place to go 

F l. Put papers in order 
R 2. Alice in Wonderland--Listen to first four chapters 
I Catch up on illustrations 

3. Newspaper activities on travel filmstrip 
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LESSON PLANS 

May 5-May 9, Teacher II 
Reading/Language Arts 

M l. Workbook p. 116 Onomatopoetic words 
0 2. Read pp. 466-467 "Chicago," discuss 
N 3. Vocabulary 

4. Read pp. 468-475 "Moccasins on City Streets" 
5. Six cartoon drawings 

T l. Check vocabulary, p. 116 
u 2. Read pp. 475-483 
E 3. Comprehension worksheet 
S 4. Workbook pp. 114-115 "Mind Pictures" 

5. Careers box 

W l. Check comprehension, pp. 114-115 
E 2. Alice ... , Chapters 6-7 
D 3. Objective 4 (T-851); worksheet 103 

4. Creative writing, Enrichment #1, p. T-853 

T l. Check worksheet 103 
H 2. Alice ... chapters 8 & 9 
U 3. Objective 5, T-851, worksheet 104 
R 4. Objective 7, T-853, worksheet 105 
S 5. Skills tape--reference #2 

F l. Check worksheets 104 & 105 
R 2. Alice ... chapters 10-12 
I 3. Organize papers 

4. Dictionary booklet 
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LESSON PLANS 

May 12-May 16, Teacher I 
Reading/Language Arts 

M 1. Discuss photo story, "Master Builders," 
0 pp. 506-507 (T 884-885) 
N 2. Language: Objective 3, Verb markers, T-898 

Objective 5, Prefixes, T-898 
3. Language Worksheets, pp. 113, 114 
4. Vocabulary 
5. Read poem, p. 901 
6. Careers 

T l. Field Trip 
u 
E 
s 

W l. Grade vocabulary, language papers 
E 2. Introduce "The City of Tomorrow," P. 'l'-889 
D 3. Read story, pp. 508-514 

4. Comprehension worksheets 
5. Objective 6--Suffixes, T-899 

Objective 7--Spellings T-899 
6. Language Worksheets, pp. 115-116 

T l. Graoe comprehension 
H 2. Alice in Wonderland--Listen to 1st six chapters 
U Finish illustrations 
R 3. Grade language 
S 4. Objective 8, T-899 orally 

F 1. Put papers in order 
R 2. Alice ... , listen to chapters 7-12 
I Finish illustrations 

3. Transportation filmstrip 
Sounds of the Young Hunter 
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LESSON PLANS 

May 12-May 16, Teacher II 
Reading/Language Arts 

M 1. Objective 3, verb markers as time indicators, 
0 p. 113 
N 2. Outlines, pp. 110-111 

3. Vocabulary 
4. Main idea, p. 122 workbook 
5. Careers 

T 1. Field Trip 
u 
E 
s 

W 1. Grade vocabulary, p. 113 
E 2. Read "City of Tomorrow," pp. 508-514 
D 3. Comprehension worksheet 

4. Word class as clue to meaning, pp . 123-124, 
workbook 

T 1. Grade comprehension 
H 2. Objective 5, prefixes, worksheet 114 
U 3. Objective 6, suffixes, worksheet 115 
R 4. Collages of theme of city life, T-900 
s 

F 1. Grade 114, 115 
R 2. Organize papers 
I 3. Book reports (Newberry) 

4. Idea City, pp. 120-121, workbook 
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LESSON PLANS 

May 19-May 23, Teacher I 
Reading/Language Arts 

M 1. Photo story, "New York," pp. 486 -·4 87 
0 2. Introduce story, "Davie's Wonderful Summer", 
N p. T-861 

3. Vocabulary for story 
4. Read pp. 488-494 

Objective 1--Maps, Workbook, p: 117 
Worksheet, p. 106 

T 1. Check vocabulary 
U 2. Finish story, pp. 495-505 
E 3. Comprehension worksheet 
S 4. Creative writing, Cinquain about Travel or 

Transportation 
vJorkbook' p. 4 2 

W 1. Grade comprehension 
E 2. Present objective 5--schwa 
D 3. Read: Word order in sentences, pp . 51 6-519 

4. Worksheet on schwa, p. 109 
5. Language tape 

T 1. Field day 
H 
u 
R 
s 

F 1. Grade worksheet, p. 109 
R 2. Filmstrip: "Word Order in Sentences" 
I 3 . Filmstrip: "Careers" 
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LESSON PLANS 

May 19-May 23, Teacher II 
Reading/Language Arts 

M l. Alice, chapters 8 & 9 
0 2. DJ..SCUSS "New York," pp. 486-487 
N 3. Vocabulary 

4. Read pp. 488-494 "Davy's Wonderful Summer" 
5. Objective 3 & 4 (T-881) (Latin roots/English 

words) 
Worksheet 108 

T 1. Check vocabulary 
u 2. Alice, Chapters 10, 11, 12 
E 3. Read pp. 495-505 of story 
s 4. Comprehension 

5. Check 108 
6. Objective 1, maps, T-880, worksheet 106 

w 
E 
D 

1. 
2. 
3. 

4. 
5. 

Check comprehension 
"Finding Names" (p. 118) 
Read pp. 516-519 orally, 
sentences) 
Share creative writing 
Check 106 

T 1. Field day 
H 
u 
R 
s 

F 1. Check p. 118 
R 2. Organize papers 

(Common/proper nouns) 
discuss (word order in 

I 3. Filmstrip "Word Order in Sentences" 
4. Enrichment T-883 #1 
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EXCERPT FROM TAPE 

I have tried to show you how meaning in 

sentences weaves from key word to key word in kernels. 

I have tried to show you ways to organize sentences 

into a paragraph, and styles of writing a paragraph. 

Today I'd like to call your attention to the way 

paragraphs relate to each other in the whole story. 

I will provide you with a story title , an important 

part of any story. I will give you the first topic 

sentence then the clincher which will lead you into the 

next paragraph. 

The Mysterious Stranger 

(1) One morning I dressed rather hurriedly 

I didn't realize that in my hurry I had put on . 

until I reached the bus stop. 

(What will the next paragraph be about?) 

(Could you supply th~ sequence sentences in t he first 

paragraph? Could you complete the cl i ncher sentence?) 

(2) As I stood waiting for . 

Just as I thought my wait would never end, 

(Could you write a clincher for paragraph t wo that 

would lead you into paragraph three? ) 



( 3) 

and then I woke up . 

had in mind) . 

1 23 

(Or any oth er ending you 

Take about 5 minutes to plan your entire story . 

At the signal begin writing. Keep your pencil 

moving for at least 5 minutes. 

When time is called, stop writing and reread your 

story. 

At the final signal you have 5 minutes to make any 

revisions in your story. 
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FREE WRITING CRITERIA FOR THEMATIC MATURIY 

1. Paragraphs 

2. Uses personal or proper names for main characters 

3. Describes the setting 

4. Writes an integrated story 

5. Uses imaginary or dream sequence story rather than 
reality 

6. Describes the characters 

7. Gives reasons for relationships 

8. Uses special language or vocabulary 

9. Expresses moral or philosophical theme 

10. Gives a title 

11. Uses dialogue 

12. Attempts humor 

13. Attempts to develop personalities of one or more 
characters 

14. Has definite ending 
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CRITERIA FOR THEMATIC MATURITY 

1. Paragraphs. To receive a point on this item, 

the student must organize units of thought into identifi-

able segments. Indenting the first sentence of paragraphs 

or skipping a line between paragraphs indicates that the 

student is moving from one thought to another. A minimum 

of two paragraphs must be written in order to receive 

credit for this item. 

2. Uses personal or proper names for main char

acters. To receive credit for this item, the student must 

christen one of the central characters in the story with 

a personal name. Usually, the individual named will be a 

human, but this need not be the case. Designations like 

"Mom, Dad, brother," or "Captain" are insufficient and do 

not receive a point. Personal names must be given, e.g., 

Bob, Sally, Mr. Smith, etc. 

3. Describes the setting. To receive a point for 

this item, the student must name at least one specific 

object or physical feature. 

4. Writes an integrated story. Events portrayed 

must be discussed in the context of a single story format. 

5. Uses imaginary or dream sequence story rather than 

reality. To receive credit for this item, the student must 

relate the story as part of a dream. The dream may be a 



127 

daydream or one experienced while sleeping . The primar y 

point is that the student indicates the events discussed 

were imaginary and not based on reality . 

6. Describes the characters. To receive credit for 

this item, the student must develop the physical char

acteristics of one or more of the story characters. The 

development usually relates to elaborating upon the 

specific traits of the characters. The student must 

consciously develop the character and not simply state 

that he or she is small, young, etc. 

7. Gives reasons for relationships. To receive 

credit for this item, the student may state a reason for 

the presence of a character, specify or imply origin, 

indicate that two characters live harmoniously or 

inharmoniously together. 

8. Uses special language or vocabulary. To receive 

credit for this item, the student must use some specialized 

vocabulary, e.g., reference to futuristic or space 

language that is specific such as galaxy , lasers, robots. 

No credit is given for terms in the general vocabulary. 

9. Expresses moral or philosophical theme. To 

receive credit for this item, the student must utilize a 

theme that is obviously philosophic or moral in tone. For 

example, an elaboration of a brotherhood theme, i.e., two 
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groups or characters overcoming differences in order to 

live together to the mutual benefit of all, would be an 

acceptable response to this item. A theme that emphasized 

the danger of pollution to environmental safety would also 

be indicative of a philosophic or moral theme. 

10. Gives a title. To receive credit for this item, 

the student must have a title. The suitability of the 

title is irrelevant. No title is scored as a "0." 

ll. Uses dialogue. To receive credit for this item, 

the student must write the dialogue of two or more persons 

talking together. The dialogue must be direct (e.g., 

Orson asked, "Will you live with us?") and not indirect, 

e.g., Orson asked the strangers if they would live with 

his people. The dialogue need not employ quotation marks, 

however. 

12. Attempts humor. To receive credit for this item, 

the student must attempt to add a humorous element to the 

story. The humor must be intentional. The examiner will 

find some stories to be "humorous" when it is obvious that 

the humor is inadvertent or unintentional. On such 

occasions no point is given. Humorous words coined by 

the student, e.g., "burple-bockarinaschoopen" bush, should 

be credited. 
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13. Attempts to develop the personalities of one 

or more characters. To receive credit for this item, t he 

student must develop the personalities of one or more o f 

the story characters. The development usually relates t o 

elaborating upon the specific traits of the characters. 

The student must consciously develop the character and 

not simply state that he or she is brave, wise, etc. 

14. Has a definite ending. To receive credit for 

this item, the student must conclude the story with a 

definite ending. The student need not end the story with 

a formal "The End," "To be continued," or "They lived 

happily ever after," but it must be apparen t from reading 

what was written that the story is definitely concluded. 
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CLOCKS 

Clocks are time pieces that are made of metal, 

wood, plastic, etc., and can be made any shape you 

desire. 

They can be in shapes of squares, triangles, 

rectangles, or pentagons, but the main shape is a plain 

old circle. 

Clocks can be in shapes of animals, flowers, people, 

and even clothes. "I>1y sister has a tennisshoe clock." 

They can also be very big like a Grandfather clock or 

very small like the ones you wear on your wrist which are 

called watches. 

There are different sounds that clocks make too. 

They can make a big bong or a little bing or a midway 

between boing. 

They have all sorts of sounds, sizes, shapes, and 

colors. 

The main use of the clock though is to tell time, and 

kids learn to tell time when they are very small. Then 

when they get bigger and learn to tell time, kids get 

watches for Christmas. 

"Did you know that clocks can serve as alarms too?" 

Well they can and when kids get in fifth grade and up 
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their parents give them alarm clocks so that they c an 

learn to wake up on their own! 

THE END 
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Hichael A. Dean was a real shy boy . He spent most 

of his time in his basement. Day and night he tried to 

make a secret potion with so many chemicals that you could 

only make it once. 

"Finally I did it. I've made the secret formula." 

Sure enough he did it. The potion would turn him 

into the smartest kid in the world when he drank it. He 

finished tests and final exams in just a few seconds! 

Today was the day of the big bet. If his team won on 

the gameshow his school would win the ten computers. If 

they lost the other team would win them! Michael's team 

was winning. They had one question to go . "What is the 

smallest state in America?" the gameshow host asked. 

"Oh no, I forgot," said Michael. "I know," said the 

boy next to him. "Louisiana." 

"That's right. You win the ten computers!" 

They took the computers to the school and everybody 

got smarter and didn't have to use the formula again. 
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MY FRIEND SAM 

I have a little friend whose name is Sam. He has a 

big head and a shrimpy body, one eye and big ears and 

a giant nose. You might be scared of him at first, but 

he is a real nice guy. He has real short hair, but 

that doesn't bother him. You won't ever hear him 

complaining, and likes all kinds of food. He loves Loni 

Anderson, so he can't be a fool. And thats my friend, 

Sam. 
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RAW DATA 

Experimental Group Control Group 
SA T RCQ WLQ Post test SAT RCQ WL Q Posttest 

124 109 114 77 164 110 101 52 

162 115 120 77 138 107 115 75 

156 115 117 65 153 115 119 50 

174 134 124 90 164 lOS 108 51 

153 115 118 56 138 100 102 81 

170 112 116 81 156 112 107 57 

164 124 133 79 132 97 100 48 

151 110 112 59 170 114 109 59 

159 130 122 63 154 105 110 49 

164 124 115 62 162 109 111 55 

153 114 118 56 141 117 101 56 

146 107 120 55 158 104 92 58 

172 115 115 61 141 107 106 51 

155 112 118 79 174 112 114 54 

149 109 112 78 146 102 98 53 

144 114 111 64 146 114 108 80 

143 110 121 61 138 105 101 63 

140 115 111 63 140 114 97 59 

156 120 116 66 148 110 108 47 

158 120 120 76 164 129 107 58 

145 112 116 59 140 105 92 50 

143 109 114 47 154 99 115 53 

162 112 116 68 185 114 117 44 

155 110 118 68 141 120 112 50 

158 120 119 66 118 110 104 52 
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