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INTRODUCTION 

Recent articles discussing the problems in high 

sc hool composition should alarm, if not shock, the high 

scho ol English teacher. For a more frightening experience, 

one should look closely at the sentence structur e of aver-

age nin t h-grade students . One c ould offer endless specu-

l a t i o ns as to why thes e problems occur . But, rather than 

t o off e r various r e asons for th e problems, the purpose of 

this paper will be to isolate a problem and propose a 

solution . 

The ma jor problem in students' writing is faulty 

e mbe dding; failur e to properly combin e kern e ls discloses 

a lack of skill in making simple transformations. Appar

e ntly the stude nt s' background in '' grammar'' is not suf

f i c ient in p r oducing syntac t ic growth. 

Th e present study i s d e signed to focus on three 

things : the problem of faulty embedding, various measure

ments and methods of syntactic dev e lopment, and a propose d 

s olution of s e ntence-com b ining exercises . 

First, a look at the pro b l e m of emb e dding and the 

various kinds of res e arc h being done on the subject will 

help to rev e al the probl e m. Furth e rmore, a close look at 
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the writt en data of approximately 120 r e gul a r middle-class 

nint h-grade students will provide ex amples of t he embe dding 

pro blem. 

Seco nd, consideration of the vari ous measures in 

synta ctic de v e lopment will provide means for a possible 

sol ution. ~hile free modification is important in me asure-

me nt in syntactic d e v elopme nt, bound modification is a more 

esse ntial measur e ment in high school s t ud e nts' composition. 

In a ddition to the s e lection of modification, an e valua ti on 

of trad itional and generative grammar is nec e ssary . 

Alth oug h traditional grammar is popular with many teachers, 

a genera tiv e grammar is a vital measurement and aid in 

synta ctic development . 

Th ird, through a generative approach of com b ining 

ker n e l s e ntenc e s and through th e da t a gathe r ed from r e g ular 

mi(i dl e - class ninth-grade stu d ents , a po ssib le solution can 

be proposed . 



CHAPTER I 

FAULTY EMBEDD I NG 

Statem e nt of Prob lem 

The major problem in st u d e nts' writing is faulty 

e mbedd ing. Whether this probl e m st e ms from a weak back-

ground in language or from unfamiliarity with th e printed 

p age and sentence structure is d ifficult t o e stablish; 

howeve r, the fact that stud e nts use faulty sentence 

e mbedding ex c e ssiv e ly is worth consideration . Often stu-

de nt s are unable to c ombine ker ne l se ntences into a complex 

s tate me nt. For examp l e , they would have d ifficulty com-

bini ng the f our following sentences into the possible 

c ombine d sentence: 

1. He was a student . 
') 
(.. . He was ser i ous. 
3 . He studied e very night. 
4 . He f a iled mathematics. 

POSSIBLE COM BINED SENTENCE: Although h e was a s er ious 
student who studied e very night, he failed mathematics. 

Inste ad of writing the pr e c e ding com bi nation, th e a v e rage 

ninth- grad e students who use faulty e mbe dding might write 

t h e following: 

He failed math e matics and h e studi e d eve ry nigh t and 
h e was s er ious too. 

3 



4 

The reason for this appar e nt lack of skills is 

simp ly that their skills ar e under de v e loped . Th e y need 

more opportunities to build th e ir skills . Th e y need to 

l e arn to b uild complex sent e nc es by co mbining k e rne l 

sen tence s . Se v era l questions pose a chall enge : Can fau l ty 

e mbedd ing pa tt er ns be e li minat e d in th e majo r ity of ninth 

grade co mpos itions? Can a gen e rative grammar h e lp s t ud ent s 

impro ve th e ir s entence structur e? Is trad itiona l grammar 

esse ntial t o building facility in writing? If English 

teac hers are going to mee t the e ve r - g rowing prob le ms in 

h igh sch ool stud e nts' compositio n s , they must be willing to 

face t h e s e perennial qu e stions. In se e king th e answer s, 

teac h e rs must b e willing to d o res e arch , to experiment, and 

to re-e v al uate t h e ir present teaching of composition. 

Rela t ed Re sea r c h 

fortunately, many t e ache r s and professors are 

a lready hard at work lookin g for n ew approaches to the 

te achi ng of composition . 

th is problem: 

Ve r na L. New som e c l early sees 

. I do be li e v e we must isol ate th e many prob l em s 
involv ed in teac hing composition and tackl e th e m 
s e parate ly if we are to solve any of them . The two 
techniques 0f ex pansion and tra n sfo rm atio n can be 
u sed i n the c l assr oom to help student s write t h e 
mor e sophi stica ted sentences. Tra ns forming two 
or mor e s e nt e nc es to form a new sente nc e r e v ea ls the 
process e s of coordina t io n and subordination more 
c le arly and brings al te rnativ e grammat i ca l struct ur es 
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into sharp e r contrast than the additive method. How
e v e r, e xpanding basic s e nt e nces may be a more eco
nomical way to provide practice in using sp e cific 
structures. If s t ud e nts ar e to d e velop gr e ater 
f lexibility and maturity in their writing th e y need 
ex p e ri e nce of various kinds in manipulating a wide 
range of stru·ctures . l 

Newsome, along with others, can see the n e ed for 

some thing other than a conc e ntrated study of grammar to 

impr ove s e ntence structure . Lik e wise , James L . Green 

comme nts : 

If we consider our practice and th e focus of our text
bo oks, I think most of us will conclud e that we pay 
re l at iv e ly l ittl e att e ntion t o the s e n te nc e . We are 
c ag e r to have our stud e nts writ e paragraphs and themes 
an d re s e arch pap e rs. Wh e n we consider th e sen te nce at 
all, we s e ldom go be yond grammar. We t e ach stud e nts 
to r e cognize and name typ es of phras e s and c l auses and 
se ntenc e s; but we do not encourage th e m to consider 
t h e diff e rences i n rhetorical e ff e ct am o ng s t ructur e s . 
Wh e n we do teach rhetoric, too often when we t e ach 
g ramm a r, we focus on s e n t enc e defects . 2 

Anoth e r t e ach e r, Ei lee n McGuire, writ e s of the 

in a ueq uacy of traditional grammar: 

lVh c n a stud e nt i s ''gr a pp 1 in g '' \Vi th forms and i u e a s, a 
g rammar of rigid classification s and static r e lation
ships off er s li t tl e in th e way of immediate h e lp . He 
ncc Js a grammar that moves with his though t , that in 
s om e wGy para l l e ls t h e process going on in his mind. 
Ge n e r at iv e g r ammar seems to provid e this help . 3 

lv e rna L. Ne wsom e , " Ex pansion and Tran sf ormati o ns 
t o I mp r o v e S e n t e n c e s , " E n _g l i s h ,J o u r n a l 5 3 ( 1\l a y 1 9 6 4 ) : ;3 3 5 . 

2James L . Gre e n, '' Acrobats, Plowm e n , and the 
Heal t h y Se nt enc c , " E Jl91.i s.h ~1 our n al 5 8 ( Se p te mbe r 196 9 ) : 

8 9 3- 9 1 . 

3E i l een J . Mc Gui re, "S e nt e nce Building and Tr a ns
formati on al Gram ma r," En_g_lis h __ Jo u rn al 56 (~lay 196 7): 748. 
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Frank O'Har e , a l e ading proponent of g e nerati v e 

gramm ar , advocates sentence combining, which is an embed -

d ing proc e ss . He assert s: 

Sentence combining he l p s th e wr iter enlarge the 
practica l- possible s o that it can be utilized during 
t h e co mposing process. Students e xposed to 
sentence - building tech niques could us e th ese syntac
tic manipu lative ski l ls at the pr ew riting or 
rewr iting st ag e i n the ir work in c omposition. The y 
w o u 1 d b e b ct t er able to '' u n chop'' the choppy sent e nc e 
a n d e liminat e the run-on sentence . I 

John C. Me llon, lik e O'Har e , advocat es sent e nc e -combining 

pract ices as a way of tea ch in g syntactic f l uency . ~J e 1 1 on 

cla ims tha t s e nt e nc e- combining practic e s enhance th e growth 

of sy ntactic fluency in a na turali st ic manner. 2 

Anot h e r writer , Char l es Coop e r, r e commends 

scnte nce--combin ing and feels it is e ssential t o build ing 

fac il ity in writ ing. li e states, 1 ' The f act remains that 

mature syntax is c haract er i ze d in large part by amount and 

depth of e mbedding, and this is a de v elop mental task th e 

child must mastc r.''3 

lFrank O'Har e, Se ntence_Combining , NCTE Rese arch 
Report 15 (U rbana, Illinois: National Council of Teac hers 
of Eng li sh , 1973 ), p . 70 . 

2 Jo hn C . ~1 e 11 o n, T I~ll s f o rm a__ti..QJ2.§.l ~_g_ll.l_Qp c e 
C o JJJ.l2ilLi_fl_g , N C T E R e s e a r c h H c p o r t 1 0 C ll r b a n a , 11 1 i n o i s : 
Nati onal Co un ci l of Te ach e rs o f English, 19 69 ), p . 26 . 

3 C h a r l e s R • C o o p e r , '' .,\ n O u t 1 i n e f o r W r i t i n g 
S c n t c n c c C o m b i n i n g P r o b 1 e m s , '' E n g 1 b_h_J o _Id r n a 1 6 2 , p t . 1 
(January 1973): 98 . 
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One other writer, William Strong , presents a very 

valid argument in favor of sentence comb inin g . He contends, 

"Sentence co mb ining is a bo ut as bas ic as k e rn e l sentences ." 

He goes on to say that a kern e l sentence is a fund a mental 

and recurring pattern in langu a ge . 1 To exp lain the "basic" 

pro c e s s of c om b i n i n g k er n e 1 s ent e i1 c e s , h e w r i t e s : 

. you take the i dea of kerne l sentences , and you 
link it up wi th an oth e r i dea, th e idea of trans
forming, wh i ch is a ls o pretty basic . A transforma 
tion, you may r eca l l, is a men tal operation f or 
combining k ernel s and th u s '' stringing ou t '' n o min a 1 s 
and predi cations. hlo re t e chnically , transform ations 
arc what e na ble us to embed modifi er s, make deleti ons, 
and perform a variety of other li nguist ic f unctions 
suc h as coord i nat ion and su b ordina t ion . 2 

Stron g mainta ins that th e syntactic mod e l, ker nels and 

transformat ions, is very powerf ul beca use it f ocuses on 

two incredib l e y e t b asic f acts of l a nguag e : that chil dren 

invent f or themse l ves an e ncodi ng/d ecodi ng syst e m and that 

syntact i c growth is a natura l f eatu r e o f no rma l l3nguage 

deve l opment . He goes on to say that nei th er grammar book 

nor sentence co mbi ning can exp l ain any of this '' bas ic 

stuff" satisfactorily ; however , s entence com bin i ng can and 

docs acknowledge that all of us are sente nce-gener atin g 

geniuses . He claims t h at we are transformational wizar ds 

with banks of ling uis tic data already p r ogrammed into our 

lWilliam Strong , " Back to Basi cs and Be yond," 
1.rULl.L.~Jl __ l o u r _n_u 6 5 l F e b r u a r y 1 9 7 6 ) : 5 6 . 

2 Ibid . 
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bra in computers. He points out that our task is not one of 

putt ing in more data or analyzing structure op e rations but 

one of a "basic" and simple nature: " It ' s one of helping 

k ids exer cis e the · output functio n s of th e ir bra in computers 

a nd th us e xp lore the d ep ths of their linguistic power ." l 

F ina ll y , Strong summarizes by saying: 

If sen t e nce com b ining works b eca use it trains a kid 
t o hold long er and long e r discourse in his h e ad--to 
embe d and subord i nat e at gr e at e r depth as a means of 
exp r e ssing thou ght --it is in deed som e thing more t han 
a re t ur n to tra diti onal l asics. Rather, it is a 
means t o in ter v e ne in cognitiv e development a n d, 
perhaps, to enhance it . 2 

Many writers are giving considerable attention t o 

sente nce structure and a gen e ra t iv e grammar. Perhaps this 

st udy wi ll produce evidence of th e effectiv e n e ss o f 

sen tence-c ombin ing p ractices that will even t ually l e ad to 

syntac t ic growth . 

S i n c e th e t e rm s sen t e n c e _embe d d i JLg and ..-5 e n-1~ .D.~ 

~ombi.J}_il}_g ar e associated with structural grammar and trans

for ma t ional grammar , perhaps definitions ar e n ece ssary. 

Star t ing with th e English s ente nce of g e n e rative grammar, 

Jean n e Her ndon say s: 

First, th e re ar e the phras e structure rules which 
describe t h e parts and r e la ti onships in simple, 

1 Ibid . , p . 60. 



9 

dec l ara tive s ente nc e s. These s en t en ces are refe rr ed 
to as the kernel--the s e nt ences that fo rm the core 
of the lang uag e . Ne xt, t here are t h e tra n sfor mati onal 
ru l es for changin g these s ente n ce s into oth e r f orms, 
such as th e passive, negativ e , yes-no questions, and 
so on. 

Some of the phrase structur e and trans f orma t ional 
rules allow for the fact that simp le s enten c e s may b e 
combined to form compl ex a nd compound typ e s of sen 
tence s. When two sent e nc e s are co mb in ed , one is said 
to be e mbe dd ed in t h e o ther . Th e rules for the s e 
processes are stat e d in s uch a way that th e y c an be 
used and reused, e mbedding sent e n ce s into oth er s e n
tences, layer after layer. Such rules a llo w repe at e d 
use of t h e phras e struct ur e rules in i nf i nite com
b in at ion.I 

She goes on to say that there are two sets of r ul e s that 

arc basic : th e phras e st ructure rules of t h e kernel 

senten c e s a nd t h e tr an s format ional rules th at may be 

applie d to g e n e ra te all oth e r s e nt e nces .2 

Ge n e rativ e gr ammar u se s symbo l s as wel l as ru l e s 

to s ho w v a rious categories and relati onships. JacoL> s a nd 

Hose nbaum s ay, ''the deep struct ur e of se nt ences co nsi s ts of 

three basic const i tu e nts: noun phrase s (NP ' s) , auxilia ri e s 

( /\U X ' s ) , an ct v c r b phrases ( VP ' s ) . '' The f i rs t phrase st r u c -

ture rul e st a tes that e v ery s e nt e nc e consists of a noun 

phrase , an auxiliar y , and a verb ph ras e . 3 If rearr ang e ment, 

l .J e a n n e H . H e r n do n , A . S u r v e y o .f ~'i o d_e r n _g r et m11.@n 
(Ne w York : Holt, Rin e hart a nd Winst on, Inc., 1970 ), p. 125. 

') 

~Ibid . , p. 126 . 

3Rodcrick J . J a cobs and Pe t e r S. 
Tran sf or ri at i on a 1 G _ram m a_r ( W a 1 th am, Ma ss . 
Publishing , 19(18), p . 44 . 

Rosenbaum, ~i s h 
Xer ox Coll e ge 
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addition , or deletion occurs, separately or combined , 

through the use of transformational rules, the transforma-

tion is called a sin g le-base transformation . But, says 

Jeanne l-l er n don, " When strings are comb i n·e d, the process i s 

r e ferred to as a dou b l e-ba se transformation ." l Concerning 

the combinatio n of strings, Jaco bs and Rosenbaum say: 

Since noun phras e s can optionally contain s e nt en ces, 
t h e phrase struc ture rule NP~ (ART) N mu s t now be 
am e nded to show the possibility of a sentence fol-
lowing a noun: {NPS 1 

NP-> (ART ) N (S)j 2 

Likewise , the phrase structure rul e for the verb phrase 

VP~ VB NP must be amended to show the possibility of two 

noun phrases in the verb phrase: 

VP---'> VB (NP) {:~r)} 
{

NP S 
Consider only the NP-~ ( ART ) N 

3 

rule for 

an examp le. Herndon gives a good explanat ion of what 

occ urs: 

The rule says that any no un phrase st ruc ture may or 
may not b e followed by a sentence . Wh e n such a 
se ntenc e does follow a noun phrase structure, it must, 
obviously , IJe e mb e dded in th e sentence of which the 
NP is a part. For e xample : 

1 11 c r n don, p . 157 . 

2Jacobs and Rose nb aum, pp . 45-46. 

3Ibid., p. 56. 
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s 

D - ·-( s) A 

D 

D N PAST VT D N D N 

[The 
boys 

[The boys a re 

VT 

smiling] ate the cake] 

Embe dding the sentence in square brackets into the 
main sentence i nvolves changing som e e l ements --the 
determiner and noun of th e sentenc e to be embedded -
and changing of elements is among the processes 
assigned to the t ran sf or mational rules. In this 
c ase tile transformational rule must dea l with two 
stri ngs of symbo l s--that of the main se nt ence and 
that of the sent e nce to be embedded . The main 
senten ce is us ua lly referred to as the matr i x sen
tence . This is a v e ry prec i se d e scriptive t er m: 
the dictionary definition of maLrix is " that which 
gives origin or form to a thing , or which serves to 
enc lose it . '' Th e sente nce tha t must be e mb ed ded in 
the matrix s e nt e nce is sometimes called the constit
uent sente nc e because it is a part of a larg e r 
structure, and sometimes ca lle d the inser t s e ntence 
because that is what we pr opos e to do with it . I 

This particu lar transformation, the e mb e dded sentence, 

presents many problems to ninth-grad e stu den ts . .ta t im e s 

th e y try to embe d ideas t hat are non-coo rdinate or unequ al. 

1J-lcrnd on, pp . 176-77. 
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At the same time, they often try t o combine too many 

thought s in one sent en ce. And to compound the ir problems , 

they use too many or too few marks of punctuation. 

After reading related r esea rch and defining genera

ti v e grammar t e rms conc e rning emb e dding , the wri te r began 

to obse rv e more carefully the v arious structur e s of e mb ed -

ding in ninth-graders ' compositions . The qu e stions gr e w 

even large r: Why hav e these ninth-graders not mastered 

the d e v e lopm e ntal task of e mb e dding? Why has tradition al 

gramma r fai l ed to pr e pare th e m for sentence combining? 

Sho uld teachers look to a gen e rative grammar to improv e 

stude nts' composi tions? 

Dc scri2tion of Data 

Ap pro x imat e ly 120 male and f ema l e s tudents , who 

were divided into four c l ass e s, provided th e writ te n data 

for t his research . These s tude nts were classified as 

reg ular mi d dl e-class n inth- grade students. Each of four 

regu lar class e s which they composed met sixty minutes per 

day in a s e lf-conta ined c l assroom . Th e se students wrote 

approx imat e ly 600 compositions and 1 20 six-we e k journal s 

during the first two trimeste rs. 

th e f ollowing: 

The assignment s we re 

1. an autobiography written in the third person 
2 . a six-w ee k journal 
3 . a n e s s a y t e s t c o v e r i n g O n-1.J:!._f_I} e a c h 
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4. an e s sa y test covering ~4ntonia 
5 . a cre a ti v e wr i t ing assignment related to 

J2r~ e k..YJ. l and ~1 r !__BL<i~ 
6 . J~ add itional c r e ative writing assignment 

Th e st u rte n t s were c 1 a s s i f i e d a s ..r..~_g_u 1 a r , a c .l a s s i -

fic ation which ne e ds d ef ining. Regular Engl ish students 

are students who sco red from th e si x t ee nth to the e ighty

fi.ft h p e rcen tile in l a nJuag e on the Compre h e ns ive Test of 

Basi c Sk ills, which the students took wh e n th ey were in the 

eig hth grade . Th e results of the Comprehensive Tes t , alon g 

wit h t he resu lts of th e Kuder Te st and t he stude n ts' cig hth

gratle Eng l is h grad e s, d e t e rmined their plac e me nt in r e gular 

n inth grade English classes. 

f ollows : 

A bre akdown of the range 

Sca l e 
Score 

N;n iona l 
Perce n t ile 

~1e ch an i cs 

4 .2 

9 0/ / 0 

·-------------

Sca l e 
Scor e 

Mechanics 

9.9 

Exrression 

5.5 

22 % 

Express i on 

12.9 

·----------- ----·----
Natio nal 
Perce nt .i le 
- -------

67 % 93 % 

------
Sp ell in g Total 

-----·--- --------
6 . 8 5.4 

32 % 16 % 

------- -------
Spelling Total 

l O. l 11 . 3 

72 % 85 % 

Another c las s ification that ne eds defining is 

mi d d l e - c la ss . Bec ause of proximity to the Dallas/Fort Worth 
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area , Lew isville ha s expe ri e nced a population exp lo s ion 

during the past tw en ty y ears. Population has grown from 

2 ,100 in 1957 to approximately 27,000 in 197 6; th e majority 

of e mployed r e si ct·ents work in the Dallas/Fort Wor th Me tro

plex . Ref l e cting this rapid growth, the s econdary s chool 

enro llment has almost doubled in the past five yea rs. 

Stude nt enro llm en t for 1975-76 in Lewisville Hi gh S c hool, 

a four -y ea r school, i s 1,912. Of t his f igu re , 96 perce nt 

are Ang lo, 2 per c e nt are Black, and 2 per cent ar e Mexican 

Amer ican or o t her. As a result of the population explosi on 

an d th e vast number of c ommuting workers , Lewisville is 

co nsidered a suburb of the Da l las /F ort Worth me t r opolitan 

area with n e w homes and apartmen t complex e s available to 

pe ople of middle-class incom es . 

ti on is larg e ly middl e-class. 

Hence t h e school popula-

Althoug h th e 120 reg ul ar middle - class ninth-grade 

stude nt s complete d the various writing assignm e nts dur i ng 

the f i rst and s e cond trimesters, their ability to g e nerate 

accep tabl e s e ntences with g o od coordination and su bordina

tion had not i mproved . Furthermore, during th e first two 

tr im es t e rs , th e s e 120 st ud ents were ex posed to thr ee week s 

of noun study , thr ee weeks of pr ono un and preposition 

stud y, two weeks of ver b study, one week of adjectiv e and 

adver b study , a nd one wee k of paragraph s tudy. 
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On th e students ' completion of th e traditional gram

mar studies and the various writing assignm e nts, no appre

ciable change could be measur e d in their s en tence struc t ure. 

This discove ry s ug g e st ed that studying traditional grammar 

would not ne c e ssarily enable stud e nts to improve their 

se nt e nce structure . 

Sentence S tr u ct u r e An al..Y...s i s 

Analysis of sentence structure reveal ed various 

se nt e nc e patterns wor t h noting. In particular, thr ee v e ry 

distinc t patt e rns of faul t y embedding e merge r epe atedly in 

t h e ma jo r ity of regular nin t h-grad e compositions . One 

str uct u r e typically u se d by ninth-grad er s is the main 

c l a u se followed, wi th or without conjunction or punctua-

t ion, by a non-coordinate id ea . Another common pattern is 

t h e i mprop e r compounding of i dea s when one id e a is logi-

c ally subord in ate . One oth er frequent con st ruc tion is the 

s e nt e nc e in wh ich id eas , erra tically connected by com mas , 

ar e dis j ointed and incoherent • . All of these constructions 

are the r e sults of faulty e mbedding . (In all of the 

e xamples u se d, th e sent e nc es will appear exactly as t h e 

s t udents wro t e th em . Spe llin g and punctuation will not be 

c orrected . Names us ed ar e fictitious .) 

On e structure t h a t appears often in ninth-grad er s ' 

c o mpo s itions i s the patte rn containin g the ma i n clause fol

lowed , wi th or without conjun c tion or punctu a tion , by a 
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non-co ordinat e idea. In these sentences the non-coordinate 

idea c l ea rly does not b e long with the main clause. For 

ins tance, one student writes: 

Pau l is in high s chool now and all of that is in 
the past and he thinks he'll start all ov e r again. 

Clear ly, there are three distinct id ea s in th e pr e c ed ing 

se nt e nce which make combining , by coord inat ion or subordi-

natio n, n e xt to impossible. Furthermor e , the writer prob-

ab ly does not know him se lf what th e main idea is in this 

se ntence . An other sentence e mploying this construction 

reads : 

She is v e ry stubborn and loses her temper e asy but 
h e r mother says she shouldn't be so friendly . 

Agai n, two diff e rent thoughts appear s e parated by a con

junctio n that mea ns "contrary to ex pecta t ion"; ho we ver, 

the latter id e a is no t c ontrary but non-coordinate. It 

simpl y d o e s not b e long to th e main thought . This type of 

fau lty embe ddin g r e veals the students' inability to dis-

ting uish compatible thoughts. The reader wonders which 

th ought is foremost in the writer's mind : the fact that 

"sh e is stubborn and loses her temper " or the fact that 

"her mot h e r says she shouldn ' t be so friendly ." 

Anot her student wr it es : 

Ted has a 1,000 Harl ey Davidson and like alot of 
parents they don ' t allow me to ride on mo torcycles. 
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Likew is e , these dissimilar thoughts cannot be brought 

toget h e r successful ly. The fact that "Ted has a 1,000 

Har l e y Davidson" canno t be equated with "like a lot of 

pa r e nts." Possib1y th e ma i n idea in this sentence is ''Ted 

has a 1 ,0 00 Ha rl e y Davidson ." 

Th e following e xample shows two coordinate ideas 

fo llow e d by a non-coordinate : 

Jim liv e d wit h his parents and they di ed when he was 
yo un g , so he moved to Nebraska to liv e with his 
grandpare nts, and he liked Anton ia alot . 

The ideas ''aft e r Jim' s parents died" and "he moved to 

Nebras ka to live with his grandparents" ar e compatible as 

long as on e is subordinate; ho wever , the add e d idea "and 

h e 1 i k e d An t o n i a a 1 o t '' i s def i n i t e 1 y no t r e 1 a t e d t o th e 

firs t two ideas . 

Ano t h e r stude nt who u ses this sam e patt e rn writ e s: 

. , but she didn 't mak e the tiam b e caus e of her 
size and she wa sn't such a hot player . 

Comb ining of the first two c laus e s could be don e quite 

eas ily, b ut t h e last id e a is d e finit e ly not r e lat ed to the 

first tw o. Although th e last idea, "sh e wasn 't such a hot 

player ," seems tacked on as an afterthoug ht, it is pro b ably 

foremost in th e writ e r's mind. 

Anoth e r e xample of th e non-coordinate id e a is: 

Whe n sh e was lit t l e sh e would be cold but the rabbit 
ski n tha t h e r fat h er made h e r kept her warm e r, and 
pr o ud. 
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Simi lar to th e preceding e xample, this s e ntence has possibly 

c ongr u e nt id e as; how ever, the last tack e d-on af te rthought, 

''and p r oud , '' has n o t hi n g t o do with bein g co 1 d and b e ing 

war m. 

Anoth e r inte r esting structure is the following : 

but Jim do e sn' t want t o c o me back to see her 
b e ca u se h e wan t s t o r e memb e r h e r t h e way she was not 
ol d a nd diff e rent. 

This st u de nt me ant to say that Jim d oesn ' t want to se e 

Ant onia ag e d and wrinkl e d b e cause he wants to r e me mb er h e r 

a s h e l as t s aw h e r, wh e n sh e was a young vi b rant girl . 

f rom th e stud e nt's s e nt e nc e s t ructure, th e r e ad e r might 

But, 

th i n k th a t Jim wants to rememb e r her th e way sh e was not, 

o ld a nd di ff e r e nt. This type o f c o ns t ruction l e av e s th e 

re ad e r s u spe nd e d in mid air . 

patt e r n r e ads: 

Anoth e r e xample of this sam e 

An tonia lik e d h e r mom ok but sh e lov e d h er d a d d y s o 
mu ch, s h e look e d up t o h im, sh e didn' t lik e ,.\mb rosh 
t h at mu c h. 

Cl e ar ly, th e last claus e does not b e long to the t wo pr e vious 

c l a u ses . Not only is th e idea "sh e didn't like Ambrosh tha t 

muc h" no n-c oordinat e , but i t a bruptly l e aves t h e reade r 

dang l i ng . 

An oth e r s e nt e nce that cl e arly reveals this pattern 

of a concludi ng non-coordinat e idea is: 

Le na was a pa r t y g irl s h e l e t Jim kiss her all t he 
tim e a n d s h e r e p r e s e n t e d t h e wor k ing women. 
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It s ounds as if this writer is deducing: Working women are 

part y girls and they kiss boys all the time. Certainly 

the student did not mean to imply this reasoning. The 

first two clauses could possibly be brought tog et her, but 

the i de a ''s h e repre s en t ed the working women'' is most cer-

tainl y non-coordinat e . 

non-coord inate idea is: 

Another example that revea ls the 

Anto nia's father was always trying to make her 
happy though he was not happy himself in that 
strange country and he tried to help his friends 
when they neede d it. 

Th e 1 a s t i d e a , " h e t r i e d t o h e 1 p h i s f r -i e n d s iv h e n t h e y 

n ee ded it," is incongruous and cannot be a part of the two 

preced ing ideas . 

Another common pat t ern in ninth-grad e rs' composi-

tions is th e improp e r compounding of ideas when on e idea 

is log ic ally su bordinate. This structure could also be 

classif i ed as a comma splic e with a stat e d a ct i on followed 

by a cla us e showing reason or result. Thes e sentences 

show the students ' inability to combine sent e nces by making 

one s ul)Ordinat e. One student writes: 

She wa nt s to l e arn to play the guitar, she likes 
almost a ny kind of music. 

Possibly thes e two c lau ses are compatible, Lut one is 

defi nitely subordinate. The following examples are similar: 

The town was so small, she had only one playmate. 
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She feels no one sh ould b e cruel to them, although 
the re are som e p e ople in this world who just don't 
care . 

They marri e d and had ten or eleven childr e n and 
Antonia was v ery happy , although she still lo v ed 
Jim. 

We started practicing in mid-summer and it was three 
weeks before the finals . 

Other st ud e nt s e ntences revea lin g the reason clauses that 

are improp e rly combin e d are : 

Sh e lik e s th e country because she always writes h e r 
b ook about it or puts th e peopl e o n the prairie. 

Le na giv e s th e book romance b e cause Jim r e ally loves 
h e r . 

He r big brother Ambros h made her work as a man would 
and he got all of th e mon e y, sh e r e ally couldn ' t say 
anyt hing because h e wa s old er than she, but she did 
as h e sa id . 

Jam e s Burd e n is a lawyer who was goi n g to Black 
Ha wk t o l ive with his grandmoth e r bec aus e his parent s 
had died. 

Whe n t h e t u de nts start th e s tructur e wi t h th e main clause, 

i t i s e asy for th e m to add th e r e sult or r e a s on clauses to 

j u stify wh at they hav e said pr e viously . The latt er example 

is mis l e ading in the information that it conveys. The 

reade r be li e v es that James Burd en , the lawy e r, goe s to live 

with his grandmot h er because his par e nts have died. Actu -

a lly Jim Burd e n go e s to live with his grandparents wh e n he 

is t e n y ea rs old . Much later he becomes a lawyer. 

Oth e r sentences reveal improper compoun din g result

ing in po or ex p re ssions: 
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John Osborne died by taking the pill but it was 
funny in away cause be fore he di e d he wanted to be 
b y th e thing h e loved the most and that was his 
ra cing car . 

The y we r e gonna get a sheet of glass and carve the 
a nimals in so if their was people left th e y would 
k no w what it was like when e verybody was alive. 

Ile lik e d her v e ry much he has a romantic relation
s hip with her but sh e treats him like a baby and he 
doe sn' t lik e that. 

Th ere ar e no hospitals in Little Oak , she was bo r n 
at hom e . 

h e wanted to play around with Antonia but sh e 
p lay e d it smart, although she didn' t kno w about his 
p lan to . 

Antonia was always easy to get along with eve n when 
s h e was young to now . 

1\nt oni a got h e r warm heart from him and her will to 
h e l p o t hers . 

A thir d structur e which fr e quently appears in ninth

graders ' compositions is th e s e nt e nc e in which ideas , er

rat i ca l l y co nn e ct e d b y c ommas, arc disjoint e d a nd incoh e r-

ent . In t h e s e constructions, e xc e ssive combining occurs . 

Th e write r s usually hav e no idea where th e y will carry the 

rea d er ; th e y simply run on and on until they ar e out of 

t h o u g h t s. The long con s tru c tions grow complex and tire -

some , and th e short on e s show a lack of reason and fore -

tho u ght. F 1·11 s tanc e th e three following examrJles all . or , 

show in cohe r e nce and lack unity: 

Satu r d1y we nt b y ca tching c rabs and exploring. 
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Whe n John was four h e was a explore r until he found 
a home of little bugs he sat in nobod y eve r told 
hi m they were fir e ants. 

Th e r e aso 1 I think about this just having a good 
tim e is beca u se my mom a nd d ad wont let me go to 
vis i t my c ousin be cause o f this guy I like down 
th i e r and its been a mo n th s e nce Ive s e e n or heard 
fro m hi m. 

In str uctur e s of this natur e , it is difficult to determine 

t h e main tho ug hts. To compreh e nd them, the r e ad e r may n e e d 

to t hink imag inativ el y during several readings. Other s e n-

t e nces r e v ea l ing the disjointed and incoher e nt patt e rns 

are : 

I go and pick up my mo ney and then I go a put it 
in the s afe in my Silverado pick-em-up truck and 
pic k up my woman and head for th e next rodeo tha t 
com e s along. 

li e r father he was v er y found of h e r and he lik ed 
her very much whe n h e die d she was kind of los t . 

I hav e d rea med and probab ly always will dream of 
go in g ~rou nd the world and h e lp the people wh o need 
h e lp or writ e a book about the pe opl e of t he world 
a nd what the y do and why t h e y do i t . 

[,ori is r1 motorcycl e fr e ak she want s a Ya mah a TY8Q ;\ 
i ts low torqu e like its mainly f or r idi ng in th e 
wood s a nd going over tr ee s and making your own wa y. 

My fa vorit e character is Antonia b ec aus e sh e ' s g one 
t h roug h th e ha r de s t lif e i n th e book, a nd her life 
is e xciting , what I mean i s more things have hap
p e ned to h e r than a nybody else , and because she's 
just a good character . 

_[n th e incoherent , d i s joint e d structur e s, the students se e m 

to wa nt t o crowd as many i d e a s as pos s ible in t o sent e nc e s 

wi thout sto pping t o ma ke any tra nsfo rmat ions. At times 
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the sentences are s o packed that the rea d er fee ls ov e r

whelmed : 

Her brother, I , personally h at ed he was v e ry crue l, 
and very selfish he thoug ht only of h im self, he made 
Ton y work hard, I think if he hadn ' t she would have 
b ee n nic e r and no t had so much pr e ssur e put on her . 

She cop e d wi th these problems by tak ing h er mind 
off of it by , going to th e dogtown o r to the ga rd e n, 
just some lvh e r e where s he could g e t h e r mind at e ase 
like wh e n h e r father died or when Pav e l died and 
whe n th e y d idn't have any food . 

Mr . Shimerda co mi dited suaside, she had to work as 
a hir e d girl, sh e had a baby but not married and the 
fa ther was a conductor . 

Ho \V about when sh e w a s supp o s e d to g et mar r i e d and 
g uy ran out on her and sh e had th e baby she still 
loved the guy and gav e him a noth er chance things 
di dn' t see m to upset her that much sh e carried on 
h e r lif e regu la ry . 

I t \Va s h a rd l iv i n g so poor 1 y, no food, no money and 
an d wh e n wint e r came her f a t h e r comittcd suicide , 
whi ch was very hard for h e r, she had to work in t he 
fi e ld which took away h e r womanl yness . 

Obviously , the three distin ct s e nt e nce patt e rns of 

fault y e mb e dding r e v e al stu de nts' lack of ability to com-

bi n e kernel sentences . Th eir ideas are non-coordinat e , 

i mprop e rly co mbined , or incoher e nt. Moreove r, students 

have diff iculty in id e ntifying the main i dea s in their 

se ntenc es , c1n d often th e y add ideas that are tota ll y unre -

lated . Th e se stud e nts need opportunities tp build corr e ct 

sentences , to i dentify main ideas, to coo r d inat e , and t o 

sub or d inat e . They ne e d to do exercises which r eq uire th e m 
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to e mb e d several kern e l sentences. Th e design of thi s study 

and t h e pr e ponderance of e viden ce will supp or t t h e b e li e f 

that s e nt e nc e -comb ining pract ic e leads to syn t actic growth. 



CHAPTER II 

MEASURES IN SYNTACTIC DEVELOPMENT 

Vari o us C 1 a u_s e Patterns 

Although several scholars have written in flu e n

tially about measurements in syntactic development, t h ey do 

not always agree . Mo re often than not, they build on wha t 

othe r scholars hav e discover e d. Kellogg W. Hunt, who has 

contr ibut ed greatly to measures in syntactic development, 

points out: 

For the last thirty years we have known at least 
three things about the development of language struc
ture. First, as children matur e they tend to produce 
more words on any given subject. Seco nd, as 
c 11 i 1 d r en ma t u re , t h e s e n t e n c e s t h e y u s e t e n d t o be 
longer . Thi rd , as children mat ur e a larger propor
tion o f their clause s ar e subordinate clauses.I 

Furthermore , Hunt claims that in th e la st two years, it has 

been possible to add a few more measures: 

As stud ent s mature they tend ~o produce longer 
clauses . Clause length i s a better index of 
languag e maturity t h a n sentence length. A new 
unit of i:1easurement which is more s i g nifi cant t ha o 
sentence l ength , can aid in syntacti c development 
r e s e arch. Superior twelfth g r ad ers do not 

l Ke 11 o g g W. Hunt , 11 Recent Me a sure s i n Syn t act i c 
D e v e 1 o p me n t , 11 

• E l e m e n t a T y E n_gJl_§JJ 4 3 ( N o v e m b e r 1 9 6 6 ) : 7 3 2 . 
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write more subordinat e clauses than average tw e l ft h 
graders. Instead they write mu c h longer clauses .I 

The ne w unit of me asurem e n t of whi c h Hunt speaks is called 

the ,: minim al term in a 1 uni t , 1 1 or 11 T- Unit . 1
' The "T- Uni t " 

is ex actly on e majn clause plus whatever subord i nate 

clause s are attached to that main clause.2 He f ee l s that 

this mea sure is more significant th a n the widely used 

sentence-lengt h measurement. To intro d uc e th e unit h e uses 

a one-se ntenc e theme wh ich was wr i tten by a fourth grad e r : 

I like the movie we saw ab out hl oby Dick the 
white wha l e the captain said if you can kil l the 
white whale Moby Dick I wi ll give this gold to the 
one tha t can do it and it is wo rth sixteen dollars 
th e y tried and tr i ed but while t h e y we r e try i ng 
th ey killed a whale an d us ed the oil for th e l a mp s 
they a lmost caught the whit e wh a l e . 

In sentence l e ngth thi s fourth grade r is 
s uperio r to the av erage writ er in lJarRers and 
,'4. t l a n t i_ c . N o w 1 e t me c u t t h a t s e n t e n c e u p i n t o 
t h e n ew uni t s. Each unit will consist of exa ctly 
one main clause plus whatever subordina te cl ause s 
happen to be attached to o r e mb ed d e d wi thi n it . 

1 . I 1 i k e th e mo v i e we s aw ab o u t ~1 ob y Di c k , th e 
white wha l e . 

2 . The ca ptain said i f you can k ill the white 
whale, Moby Dick, I will give this gold to the 
on e that can do i t. 

3 . And i t is wor th sixteen do l lar s . 
4 . They tried and tried . 
5 . But wh ile th ey were trying they killed a wha l e 

and us e d the oil for the lamps . 
6. Th e y almost caug h t th e white whale . 3 

lrbict., p . 738. 

2rbict . , p . 73 7 . 

3rbid. 
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Just ifiably, Hunt f ee ls that this mea surem e nt is more re l i

able t han traditional measure s which are guided by stu

de nts' punctuation. 

Various Indexes 

Through the use of Hunt ' s var i o us in cl exes, Hunt ha s 

taken o th e r s c holars ' research data and discover e d signifi-

can t tr e nds. For instance, he writes: 

Fro m the first pu b lic school grade to th e last the 
numbe r of subo rd in ate clauses increases st ea di l y 
for eve ry grad e . 

This tendency has implications for t e aching 
l ang ua ge . Without ever usi ng th e words "main clause" 
and "subordinate cl ause ," the language arts teacher 

. can show h er stud e nts another way of saying 
t h e same thing .I 

Certain ly, Hunt's ind e xe s ar e mo me ntous in measuring syn-

tact ic growth. As Hunt continu e s e xplaini ng the various 

ind exe s, he sa ys: 

Now l et us pull all thes r~ various inde x e s t oget h er 
i n a sing 1 e p i ece o .f a r i th me t i c . ' 'Ave r age c 1 au s e 
1 e n g th'' i s the numb er of words pe r c l au s e . ' 'Sub -
ord in ate clause ind e x'' is the number of c lau se s p e r 
T- Uni t . '' ;~ v e r age T- Un i t l e ng t h'' i s th e numb e r of 
words pe r T-Unit . " Ma in claus e coordination index" 
i s th e numb c r of T- Un i t s p e r s e n te nc e . ''Av er age 
s c n ten c e 1 en g t h '' i s t 11 e num ber of word s per s c n t e n c e • 

Th ese f iv e me asures arc v er y us efu l analyt ically 
and ar e a ll re la ted arithmeti ca l ly. The numb e r of 
words p e r c lau se times t h e numb er of cl a us e s per 
T-U ni t e quals th e number of wor d s per T-U ni t . That 
tim es the nu mber of T-U nits per se n tence gives th e 
nu mbe r of words per s e nt e n ce . Th e first in de x times 
the s ec ond e qual s the t h i rd . Th e thi rd times th e 

1 I · r1 bl \ l • ' p . 734. 
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fourth e quals the fifth . Claus e l engt h times sub
ordinate clause ind ex equals T- Unit length. That 
figure t im e s main clause coordination index equa ls 
sentence l e ngth.l 

Through the T- Unit measure me n t of clause length, Hunt fee ls 

that h e gets a b e tt er index of l anguage maturity than 

through measurement of average s e nt e nce length. 

Again and a gain Hunt declares that longe r c lau se s 

r e v e a l more deve l opment and maturity . He describes the 

process as reduction an d consolidation, but he qu i c kly 

adds : '' The same process i s described by generative -

transforma tional gra mmarians as embedd in g transformations. ,,2 

He summarizes his position by saying: 

Little by li t tl e th e evidence piles up that the 
reduction a nd consolidation of many claus e s into 
one i s inti mate ly r elat e d to syntacti c growth bo th 
in wri ti ng and reading . I f wr iters must build up 
clauses , th e n reade rs must br e ak t h e m down. A 
whole new range of applications is open up for 
approaching r e ading difficulty.3 

liun t has mad e a great discovery conc e rning reading and 

writi ng. Longer clauses reveal depth of emb e ddin g ; and , 

most certa i nly , this consolida t io n is intimately r e lat e d to 

syntactic g r owth in rea din g a nd writing.4 Hunt conc lud es 

lKel l ogg W. Hunt, 
Fact or s , " IM l_i sh_ .Jou r n a 1 

"A Synopsis of Claus e-t o-S entence 
54 (April 1965): J00- 309 . 

2H unt , " Re c en t Measu r e s i n Syntactic De vel opm e nt," 
p. 738. 

3Ibid . , p. 739. 

4 Ibid. 
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by suggesting t hat teachers be trained in claus e 

conso lidation " so that c h ildren can be ta ught what other 

wise they must discov er unaide d . "! 

Fol lo wi ng· Hunt's sch ool of thou gh t , John C. hle ll o n 

says that the range of s e n tence typ es in stud e nts ' writing 

continual l y and sequent ially increases as the s tud ents 

mat ure. He s a ys this growth is refle c ted in the l ength 

of in d epe ndent claus e s, more e la borate s e nt e n ces , more 

subordi nati on, variety in sente nc e patterns , a nd more 

deeply embe dded se n ten c es . 2 Fu rth ermore, h e c l aims that 

this growth i n s e nt e nc e s t r uc ture manif e sts cog ni ti on an d 

occurs wit ho u t the aid of for mally designed p eda gogy . He 

dis ti nctly says " that grow t h of syntac t ic f l uency can 

res ult only from increased use of sentence-embedding 

transformat ions. " 3 

Actually, Mellon says that h e is bas in g his study 

on a reworki ng of Hunt's data . H e su mm arizes his findi n gs: 

Cl e arly, Hunt has shown that th e hallmark of mature 
sy ntactic fluency is th e ability to ' 'say more , " on 
average, with every statement. Increased use of 
re lative t ran sform means in eff e ct t hat the student 
more often makes sec ondary s t atements, either fu lly 
formed or e lliptical, about the noun s i n his main 
sente nces . Gr eater use of nom inali zed sentences 

lrbict . 

2Mel lon, pp . 15, 16 . 

3rbict., p. 1 6. 
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means that h e more often predicat e s upon statements, 
as it we r e , rather than upon simple nouns. Furthe r
mor e , transformed sentences will be recursively 
emb e dded at incr e asingly deeper levels, and relative 
transforms will be more frequently used in parallel 
"clust er s" surrounding single nouns. . Ge nerally 
sp eak ing, th e n, the abov e e mbe ddi ng transf o rm s, 
together with measures of dep th of embedd ing, cluster 
siz e , and unique nomina l patterns, constitute the 
ap propriate crite r ia for d e scribing growth of syn
tactic fluency . In like manner, example sentences 
used in the s e condary gra de s as pr a c tic e exer cis e s 
designed to e nhanc e thi s growth would feature many 
of t h e s e transforms in concert and would ex e mplify 
the widest possibl e divers ity of grammatical 
pa tt er ns . I 

Contrary to the idea of Hunt and Mellon concerning 

sy n t actic maturity and various clause patterns, Francis 

Ch riste nsen, anoth e r we ll-known and influential stylist , 

argues that th e long noun clause does not r eve al a mature 

style. He says Hunt and Mel lon advocate th e boun d modi-

fi e rs, whereas h e advances the fr ee modifiers. Th e bound 

modif ier s are r e strictiv e and e ss e n t ial in the sense that 

th ey repre se nt nominalizat ion and r elative embedding . An 

ex ample of bound modification, which is underlined , fol-

lo ws : A 12 a I e n c r v o u s g i r 1 a b o u t s i x _...Y...Q. a r s __ o 1 ct , w h o w n s 

apparc-ntly goin g_J:o ~_cho_o l __ f or t_he first time, t igl1tly held 

t h e h a n d o f h e r ~..f..gJ2....i n q m o t h e r . On the other hand, the 

fr ee modifi ers are loose and additiv e . And they have more 

1 I bid., pp . 19-20. 
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to do with phrases and sentenc e s than with words. An 

examp le of fre e modification, wh ich is underli ned , follow s: 

These countr ie s were once th e center of th e storm, 
<1 n d a s t h c _ C u r t a i n w e1 s c o miJ:.uJ d o w n t h e i r h o t e 1 s 
were fi lled wi th corr e s pondents , nus·!l..L!lg_an d c_ro tvdj_n_g 
each other....1--.J2li!..Y.in_g_tvhi1t is kno wn_ in __ the_tr aclc a s 
journal i s.t i c boomer a n_g__(_y o u · a k e a ru mor , thr ow i t 
o u L ~ and b_y__ the_ c n d_ of_ t _h e dfil i t h a s_ t ouch e d so 
maJLY._othe r_J)COJJie ___ t h at_i t _ comes_ back_to_y o u. fresh 
an cl_ \' i ta l...,_-11 ::is s e ci o n_.Q..Y_D e op 1 e __ Y..Q_U h a v_e n ' t _ c v en 
~ p o k e 11_1.Q ) . l 

While ad v a n c ing the idea of free modification, 

Christe nsen exp r esses his disl ike of th e idea of nominal

izin g and relative embe dding when he assert s: 

The very ha llma rk of ja rgo n is th e long noun phrase-
t he long nou n phras e as subje ct and l ong noun phrase 
as complem e nt , th e t wo coupled b y a minima l verb . 
One of th e hardest t hings to lear n in l e arning to 
write well i s how to keep the noun phrases s ho rt . 
The skillfu l writ er is the wr i ter wh o has l e arn e d 
ho w to k ee p th e m sh o rt . On n ea r l y e v er y page of 
th i s pap e r I have had to r e so r t to s yn tactic d e vic e s 
t o k c e p t h e m i\J i t h i n b o u n d s - - d e v i c e s , s u c h a s t h i s 
a p p o s i t i v c , t 11 a t a r e p r a c t i c a 1 l y u n k 1 o w n t o o u r 
textboo k writers . 2 

Christe nsen wond ers if th e type of syntactic grow t h that 

Hun t and Mellon are advancing is what we really want . ' 'A 

mat u r c style , '' says h e , ''must say much i n 1 i t t 1 e , ' ' but , a t 

th e same tim e , "a mature style must be eas ily decoded . "3 

1 Franc i s Ch r i s t ens e n, '' Th c Prob 1 em of Def i n i n g a 
Ma t u r e S t y 1 e , " En q lb.1:Ll. o u r n a l 5 7 ( A p r i 1 1 9 6 8 ) : 5 7 8 . 

2rbict ., p. 575. 

') 
0 Ibid., p. 576. 
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On the other hand, the type of syntactic growt h 

t hat Christensen advocates may not be ideal eith e r. A close 

ex amination of the last quotat i on reveals a styl e wordy , 

repeti tious , and ·difficu lt to decode. His four sentences 

contain ninety-seven words which incl ude final ending 

modifie rs and an appositive. These same sentenc e s can be 

rewri tt en by using long noun phrases and an appositive . 

The four sentences with ninety-seven words reduced to three 

sentences with seven t y words are easier to decode : 

The long noun phrase, u sed as subject and complement, 
coupled by a minimal v e rb, constitut e s th e very hall
mark of jargon. Keeping th e noun ph r as es short is 
one of th e most difficult disciplines in compositio n; 
how eve r, the skillful writ e r learns to k eep them 
short. While wri t ing t his paper, I delib e rate l y 
k e pt noun phras e s short by r esorti ng to s y ntactic 
devices, s uch as this appositive, that ar e practically 
nonexist e n t in o u r textbooks. 

Clearly, these re writt e n sent e nc es are much easier to read 

and understand . 

Nevertheless, Chri s t e nsen boldly asserts: ''The 

long clause is not the mark of a matur e styl e but of an 

in e pt style---the e asy writing that is curst hard reading. '' l 

To prove his point, Christensen offers on e example of the 

bound modifier and one example of the fr ee modi f i e r . He 

introduc e s the sentences by saying : 

Northrop Fry e might have writt en this sentenc e : 
The curriculum is at b est, how eve r, a design 
to be interpreted by teache rs with varying 

1Ibid. 
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degrees of ability and insight for children 
with different equipment in inte llig ence and 
l anguage backqround. 

Instead, he [fryeJ wrote this one: 
The curriculum is at best, however, a design 
to be interpreted by teachers, for students-
b y t c a ch e ·r s w i t h v a r y i n g d e g r e e s o .f a b i 1 i t y 
a nd insight, for children with differing 
e quipment in intelligence and language back
ground . 

As a skillful wri te r he [Frye] has found a device to 
avoid a long noun phrase of twenty-four words. 
1\ l t h o u g h h i s s c n t e n c e i s l o n g e r b y f o u r w o r d s , i t 
is immeasurably clearer and more e mphatic.I 

In these particu l ar examp les, the former with the long 

t w c n t y- f o u r- iv o rd noun p 11 r a s e i s ea s i er t o r ea d and under

stand than the latter exa mple of Ch r istensen's free modi-

.fi e rs. This latter examp le does not follow his formula 

for a mature style: "Pack much into li ttle , but 

pack it so that it can b e readily unpa c kect ." 2 In fact , 

th e latt e r passag e is a poor e xample to support his argu

ment for free modifiers. 

Although Christ e ns en recommends th e free modifiers, 

he especia lly favor s the "final fr ee modifiers" becau s e 

they g iv e the options that he thinks rh et oric demands . He 

is convinced that th e mature c ontemporary style of wr iting 

will include: 

1. A mature sty l e will hav e a re lativ e ly high 
f reque ncy of fr ee modifiers, es pec ially in the 
final position. The fr e quen c y o f free noun, verb, 

lrbid., p. 575 . 

') . 
'-Ibid., p . 576. 
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and ad j ective phrases and of verbid clauses wi l l b e 
h igh. 
2 . Such a style will have also a relatively high 
frequenc y of structures of co ordinatio n with in the 
T-uni t- - wha t might be called in tra - T- unit coordi 
nati on. In tra -T-un it coordination, prod ucing 
compound s e ntenc es, should be regarded as a fea ture 
of paragraph rather than sentence structure. 

The very fact tha t these t wo classes of s truc
tures are no t common in th e writing of schoo l 
ch ild re n is proof i n itsel f t hat th e y are mark~ of 
a matu re styl e . I 

Concerni ng Christensen's last stat ement , some t e ach er s might 

say t h e r ea l r ea so n that th ese two classes of structur e s are 

not comm on in students' wr i ting i s t hat mos t t eac h ers do not 

enco u ra g e their use. Many t eache rs consider the free modi -

fiers as c omma sp li c e s and not marks of mature style . High 

schoo l stud e n ts must fir s t conce n trate o n boun d modifie r s 

that a r e e ss e ntial and res tr ictiv e . Af ter dev e lopin g skills 

in using bound mod ifi ers , along with the n ppos.itiv e , in 

sentence-comb ini ng exer ci ses , students are bette r prepared 

to handle the free , loose , o r addit iv e mod i f i e rs . Bu t to 

concentrate on the fr ee -ending modifiers would l ea d to one-

sided embedding. And without variety in embedd ing , compo-

sition would sur e ly become a ''cu rst '' drag . Chri ste n se n ' s 

progr am is mor e suitable for wr iting poetry, but it is not 

ad eq uat e for high scho o l co mp osition . 

Al though both bound a nd free modifi e rs are pr o c esse s 

of embed ding, t h e bound s h oul d b e e mpha siz ed mor e wi t h hig h 

1 Ibid ., p. 579. 
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school students. Hunt and :1ellon propose programs of study 

more applicable to high schoo l students than d oes Christen-

sen. Hunt and Mellon are advocating a study that will 

r e s u 1 t i n s y n t a c t i c g r o w t h , w h e r e a s Ch r i ·s t e n s e n i s p r o p o s -

ing a s t udy that may r esu l t in syntacti c confusion. 

De finitions of_Grammars 

Another means of measuring syntactic de v e lopment is 

to ev aluate the effectiv e ness of traditional grammar and a 

genera tiv e gramma r in influencing writing. Does tradi

tional teach ing of grammar prepare students to build facil 

ity in writing, or do students r em ain underdeveloped in 

synt actic maturity? Will a generativ e grammar allow stu-

dents to develop s k ills in recognizing coordi nation and 

subo rdination, and will tl1is new grammar e nabl e stud e nts 

to combine sentences with greater ease? Wh a t do e s th e 

term _g..£..?mmar really mean? Has this wo rd changed? 

arc the defini t ions of th e se various grammars? 

Wh at 

as: 

Owen Thomas reviews the filD de finition of grammar 

That department of the study of language which 
deals with its inflectional for ms or oth er means 
of indicating th e relation of words in the sentence, 
and wi t h th e rules for employing th ese in accordance 
with es tablish ed usage : usua l ly including also th e 
department which deals with the phonetic system of 
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the languag e and the princ i ples of its r epresent a
tion in writing.I 

Thomas points out that this definition, more than f orty 

years old, antedates structural and generative grammars. 

II e says a more r ecent def in i ti on i s fo und in _}3_a n d.QJJL] o use 

Dictiona_r_y_of the E;LQlish LaJlllu.Jl.9e, 1966 : 

1. The study of the system underlying the esp . 
forma l features of a language, as the sounds , 
morphemes , words, or sentences; a theory spe cify
ing the manner in which all sentences of a language 
are co nstruct e ct . 2 

N o t o n 1 y h a s t h e w o r d _g r a m .... IlJ . .Q.L c h a n g e d i n i t s me a n i n g , b u t 

also the types of grammar are finely delineated . 

explores the various types of grammar, he states : 

As Thomas 

I n t h e b r o ad e s t s en s c o f th e t e rm, ..9..IJlJn m-2.x e n c om
p asses any statement tha t relates to language 
considered 2-Ji language. We can, then, us e th e 
w o r d g r a mm a r t o r e f c r t o a n y - - .E.!Ui3li - - o f t h e 
follow ing: 
1 . J_ n t_ u i t j_ v e _..Q.I~lD m a r • Th c " 1 i n g u i s t i c k n o w 1 e d u e " 
p o s s e s s e d b y a p e r s o n - - k n o w l e d g e . \V h i c h t h e p c r s o n 
employs in th e acts of speaking, read i ng, writ ing, 
and listening . 
2. _0encrative_grammar . A l ogi cal r e pr e sentation-
a "modcl " --of an individual's linguistic knowled9e 
(i.e ., a description formulated in terms of logical 
symbols; a theo ry) . 
3. Struc ~ural grammar. First, a description of 
actu~-speech; second, a desc r iption of writing . 
In both instances, the description is chiefly 
taxonomic (i.e . , the description estctbli shes 
categories for sounds and letters, for lexical items , 
a nd for the recurrent syntactic structures) . 
Thus , a generative grammar is a representation of 

lowen Thomas, ''Some Perspectives on Grammar and 
L i n g u i s t i c s , '' E n _g_Li~l_o u r _rr_QJ._ 6 3 ( D e c e m b e r 1 9 7 4 ) : 6 3 • 

2 Ib id. 
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intuitive grammar, while a structural grammar is a 
descr iption of speech. 

7 . Trad i t ional_g_rarnmar. Generally, a compilation 
of conj uga tions, definitions , declensio ns, and 
prescr iptive stat eme n t s concerning langua g e use , 
based--in part--on similar gramm a rs writt e n in 
Gree c e and Rom e . The origin al traditional gram 
ma rians were chief ly concerned with t h e written 
fo rm of standard English . 

S inc e all these g rammars focus, in one way or 
another on th e nature of languag e as lan g uage, then 
t h ey a rc a l l contained within the me aning of the 
word _g_r a m_!D_?_I, taken in i ts broad e st and mo st com
plete sense . Con seq uentl y , it is meaningless to 
speak a bstractly of a singl e "bes t grammar "; 
rather, we mus t alwa ys ask, " be s t for what?"l 

Although Thomas offers sound definitions concerning the 

various grammars , he fails to mention transformati onal 

grammar , which is an outgrowth of structural and genera -

tivc . Ev e n though transformational is close to generative, 

there is a distinction betw een the two terms . 

and A. K. Wal s h describe this distinc tion: 

J. M. Wa lsh 

In bri ef , th e tr ansfo rmat i on can b e d es crib e d a s 
a n operation or proc e dure by t h e us e of formu las, 
and these, b y ext ension, can be dev e loped into 
ones that generate the grammatical sequences and 
r e ject th e ungrammatical . 2 

All of these defini tion s certainly multiply the 

Teac h e rs of English must en larg e their 

own concept s of grammar to embrace th e fu l l meaning of th e 

1Ibid., p. 64. 

2 J • M a r t y n W a 1 s h a n d An n a K . W a l s h , .fl~l.ll_J;_g_g_l i s h 
H a n d Q_Q..Q.k ( O h i o : M c C o r m i c k - M a t h e r s P u b l i s h i n g C o . , I n c . , 
1972 ), p. 192 . 
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word. Perhaps teachers hold too closely to a narrow s et of 

principle s and rules that will not allow for expansion or 

e xtension . In the past, teachers have been guilty of 

b e coming locked-in on the idea an d definition of tradi -

t ional grammar . To neglect teaching students the sacred 

p a rts of speec h would have been a car dinal sin. 

ing of gramm ar was prescriptive, not descriptive. 

The mea n-

For--

tunate l y, many teachers and writers are redefi ni ng grammar 

and re-evalua ting its result s. 

Tradition aJ Gr a mm a r \' s . St r u ct u r a 1 
or GenerGtiv e Grammar 

One other method of syntact ic growth is an effec-

tiv e grammar. Can a great e r syntacti c growth occur t hrough 

traditional gr a mmar or through structural or generative 

grammar? Lena Reddick Suggs reports the results of an 

e x p e riment whi cll compar e d the wri t ing progr e ss of an 

e 1 c vent h - grade exp er i rn en ta 1 group st udy i n g Rob er t ' s _P c1 t J e rill 

..Ql_Engl.J.~.h with an e l eventh-grade control group studying 

tradit io nal grammar. The r e sults of this exper ime nta l 

group are very inte r es ting: 

Although th e mai n purpose of this experim e nt was to 
determine wheth e r or not the t e aching of g r a mmar had 
any practical eff e ct on writing, it seem e d logical 
th a t an und e rstandin<J of the subject matter was 
important. The advocates o f structural grammar clai m 
that traditional grammar is in many ways non
understandabl e . It appears that th e r e su l ts of a 
co mp re h e nsiv e t e s t on ea c h t y pe o f grammar would lend 
s uppo r t to that assum p tion. 
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The compr e h ens iv e tests were mimeographed and 
administered during two class periods at the e nd 
of the experiment. Wh ile these t es ts differed 
according to the subject matter, each test con
tained some work fro m all areas stucied . These 
we re graded ~y points so that the two tests could 
be compared. These tests sho wed rather startling 
results. When th e per c ent ag es of corr e ct r es ponses 
w c r e c o m p u t e d , i t ~v a s f o u n d t h a t G r o u p A [ t h e 
exper im en tal groupJ had an av e rage of 79.5% and 
Group B [the control group], 48.5 %. 

In addition to the favor abl e statis t ical 
results, other factors h a v e influenced t hi s teacher . 
W h i 1 e s t u d e n t s m i g h t h a v e f e 1 t a t t i me s t 11 a t t h e 
ass ignm e nts in structural grammar r eq uired too much 
work , they were nev e r frust rat ed as were those in 
the traditional grammar class . This is the way 
one boy expressed h i s thought ab out t he s tu dy : " It 
also helps yo u to understand things much b et t'-'r. 
It isn't har d to l earn nor easy t o forget . "l 

Thro ugh her res e arch , Suggs learned th a t students mu s t 

understand the lang uage before they can use i t wi th great 

faci lity. She goes o n to say, ho we v er , that much work 

needs t o b e don e b e for e a completely sa tis f act ory str uc

tural grammar is produced . 2 

Anot her wri te r , Michael Grady, is se a rc hing fo r a 

grammar that will improve composition . In ''St ruc tural 

Structuralism: Composition and Modern Linguistics'' which 

a p p e a r e d i n t h e E n g 1 .i~~lL- J o u r n a 1 i n 1 9 6 5 , G r a d y e x p l a i n s 

how he revised some of Paul Rob erts ' patterns and presented 

lLena Reddick Suggs, "Struc tural Grammar Ve rsus 
Tradi tio na l Grammar in Infl ue ncing Writ ing," .Eng lish 
l__QJJ..IJ.1.i!l 5 0 ( M a r c h 1 9 6 1 ) : 1 7 6 . 

2rb · ct . 1 • ' p . 178 . 
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seven of these patt ern s to his students. He calls the se 

patterns the basic format of structural analysis. Next , he 

presents basic patterns of ex p a nsion in an ascending order: 

First st ep up: 
Second step up: 
Third step up: 

Fourth st ep up: 

Expans ion by simple modifiers 
Expansion of verb phrases 
Expansion by included patterns 
(relative and subordi nate) 
Gross punctuation 1 

He concludes by say ing: 

The study of st r u ct u r al anal y s j s i s not t ll e end- a 1 1 
of writ in g instruction, any more than i s an isolat e d 
study of The E 1 em e n t s _of_ S~_yJ e . .2\ 11 d even t 11 e out-
1 in e I have given docs not go into such grammatical 
study as ambiguity, pronoun r e ference, dangling 
modifiers, parallel structure, etc. flow e ver, I dis 
c overed empir ic ally that i f I began my courses using 
the format described above, the students learn e d to 
write syntactic al ly corr ect , properly punctuated 
s enten ces . 1-'\s the basic s e nt ence patt er n is the 
backbone of an expanded sentence, so the outline 
given above has served well as the back bone of a 
whole course on co mpositio n. The outline is 
structured, and it mov e s from the le ss complex, 
building on what has been already presented instead 
of ins e rting rando m facts in the midst of other, 
equally random, facts. A composition is a body of 
words, and matters of rhetoric and dictio n may be 
seen as limbs cannot function effectively unless they 
have structurally sound supp ort . 2 

Lena Suggs, Michael Grady, and other scholars arc 

looking to a modern grammar to improve composition. Lik e-

wise , Ruth E. B'ertsch says: " I drill and drill, and still 

they don't und erstand the grammar. They can't write a 

------~~--~~---
1 Mich a e l Grady, ''Structur e d St r u ct u r al i s m: 

Composition and Modern Linguistics," Enq)ish_Journal 54 
(Octob er 1965): 635--38. 

2Ibid., p. 639. 
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de cent pap er , b ecause they can't r e cognize a sentence . "l 

Her searc hi ng led he r to introduce to her high school 

classes the lin g u istic "birds " which are pre va l ent in so many 

of the newer d e scriptive exp lana t ions o f Engli sh . Although 

her method i s a mixture of both the tr aditional and the 

g e nerative, she sa y s it works . Ii er p u r po s e i s t o teach 

the e xpression of i deas in complet e sentences . But of her 

metho d, sh e declares: "Sinc e my method is neither ' fish 

nor fowl ,' both th e lingui st a n d t he tradit ional teac h e r 

') 

wil l shudd e r at some of my idea s , but they work."'- Be rtsch 

uses the follo wing procedure. 

s e nt e nc e s on the blackboard . 

First, s h e writes seven 

She says these sentences are 

the basic pat t e rns for all English se nt en ces : 

1. 
2. 
3 . 
Ll , 
5. 
6. 
7. 

Se c o nd , 

Birds f ly . 
Birds cat worms. 
Bir d s are happy . 
Bir ds are ani mals . 
Birds give me happin e ss. 
They made me presiden t. 
Th e y made me happy . 3 

she a nd the students name trad i tiona l par ts of 

s pe ech f or all of the wo rd s in t he sentences . On ly nouns, 

pronouns , v e rbs , a nd a dj e ctiv e s appear i n th e s e nt e nces . 

lRuth E . Bert s ch, '' Linguis t ic Bir d s and S e nt en ce 
S t r u c t u r e , " _ E 1 e m G n t ? r LI11Jll i s h 5 l ( J a n u a r y l 9 6 2 ) : 4 6 . 

2 Ibi d . , p . 47. 

') 

'--'Ibid . 
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Third, she and the students work out seven formulas for the 

sentences: 

l. N-V 

2 . N1-V-N2 

3. N1-V-A 

4. N1-V-N 1 

5 . N1-V-N2-N 3 

6. N1-V-N 2-N 2 

7 • N1-V-N 2-A 1 

Fourth, together in class, students build longer sentences. 

For example: 

Basic s e ntence--Boys play. 
Expansion--The noisy boys in the room on the second 
floor which is a playroom play boisterously when 
it rains because they can't go outside.~ 

Fifth, students are given lists of subordinators, conn ec tors, 

and prepositions and asked to name and cross out th ese 

words in the expanded sentence. Only the basic sent e nc e 

remains: Boys play. They match this basic s e nt e nc e with 

th e basic pattern: Birds fly, N-V. Sixth, she exp lains 

the subordinators, connectors, and prepositions; th e n sh e 

has students memorize them. Seventh, when the material i s 

seemingly mastered, the students find these patterns in 

Saturday Review. 

1 Ibid. 

2Ibid. 

Eighth, students write an exp ository 
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paragrap h of about 150 words, each new sentence beginning 

a new line, each sentence numbered. Fina l ly, using the 

previou s proc e dure of elimination, the students mark each 

s e n t e n c e c o r re. c t , _r UJl - o n , o r J-.L~.QJILQJ!..1 • 

Bertsch says this meth6d is easy to evaluate and 

analyze . As a resu l t of this study, she heard a student 

make the following statement: "Now I know what to look for 

when I proofread . '' 1 She concludes by saying: "Using this 

procedure , I find that now I can teach a briefer , more 

meaning ful grammar; and i nst ead of getting to th e wr iting 

at last , I ca n ha v e it all along." 2 

I n summary , there are numerous methods of measu r -

ing s yntactic development . The various claus e patterns 

and indexes pres e nted by Kellogg llunt are helpful . Indeed, 

his minimal termina l unit, bett e r known as t h e T-Unit, is 

a great advancement in me asuring syntactic grow t h. Other 

measures that l e ad to syntactic d eve lopm e nt, say Hunt and 

Me llon , are th e l onger clause and incr e ased use of 

se nt e nce-embedding transformations. The mastery of bound 

m o d i f i e r s i s m o r e e s s e n t i a 1 111._J_i_r s t t h a n t h e f i n a l f r e e 

modifi e rs which Christ e nsen adv ocate s. Finally, an e ff ec-

tive me a s ur e me nt and development of syntac t ic maturity can 

Irbict., p . 48 . 

2Ib i d. , p . 49 . 
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be acc omplish e d through a new grammar, generative or 

transf o rm a ti o na l, an d a program of expansio n o r co mbining 

exe rcis e s. 



CHAPTER III 

SENTENCE-COMBINING 

Types of Practices 

Since there a re many kinds of sentence-combining 

pract ices , cons i deration of several practices is necessary, 

b eg inning with the more-structured signal ed problems and 

ending with the less-structured open - sequenced problems. 

A st r uct u red program of sentence-combining prac 

tices that exe mp l ifies transformational grammar is prese n ted 

in John C. Me llon' s research study, Transformati o na l 

Sc ntencc--Combi ni_n_g_. Fi r st, he points out that the sentenc e -

combining prob l e ms were solv e d in connection with his study 

of transformational gramma r. He also not e s that during the 

study th e students were able to construct a variety of 

s e ntences more mature in structure than th o se typical of 

their own writing at the time . Me llon goes on to say : 

The overt tasks required of the student were first 
that h e transform the separate sentences a ccording 
to dire ctions keyed to rule fo r mula tions he had 
earlier studied, then that he embed these transforms 
as constituents in other s e nt e nces according to a 
simple embedding format emp loy ed in all problems , 
and f inally that he writ e out the result in the form 
of a single fully developed comp l ex sentence . In 
short the student was given a set of ker ne l sen-

' tenc e s plus directions for combining these sentences 
into a single complex statement, which he was then 
r e quired to write out . 

45 
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The following is an example illustrating the 
form of these transformational sentenc e-comb ining 
problems: 

Prob lem : 
The chi ldr en clearly must have wondered SOMETHING . 

The bombings had orphaned the children . 
S0 ~1ETHI NG was humanly possible somehow . 
( T: wh ) 

Wr Lte-.Qfil : 

Their conqu e rors pretended SO METHING . 
(T: infin-T: e xp) 

Chewing gum and smile. might compensa te 
f or the l o sses. (T:fact) 

The l osses were heartbreaking. 
They had so recently sustain ed the losses. 

(Here the stu de n t writes the fully formed 
sentence.) 

Briefly, the right-hand ind ent ations show how the 
embeddi ng is to proc eed . The first sent ence is always 
th e main c l ause. 
In solving problems such as the abo v e, the student 
begins wi t h the main-clause sentence incr emented by 
the first embedded transform . Since he is not to 
write the sentence until it is fully formed, his 
first step above is simply to rela t ivize the second 
s e ntence and to say the following: 

The ch ildr en whom the bombings had orphaned 
clearly must have wondered somethi ng. 

He then norminalizes the third sentence as a question 
c 1 au s e , i n s er t s i t i n p lac e of "S O ~1 ETH ING, " and says 
the following as a second approximation of th e final 
sentence : 

The ch ildren whom the bombings had orphaned 
clearly must have wondered how something was 
humanly possible. 

This process is continued until all sent ence s are 
transformed and embedded . Fi nally, while holding the 
fully formed sentence in memory, the student writes 
it out as follows: 

The children whom the bombi ngs had orphaned 
clear ly must have wondere d how it was humanly 
possible for their conqu erors to pretend that 
chew ing gum and smiles might compensate for the 
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heartbreaking losses whi ch they had so recently 
sustainect.l 

Mel lon's sentence-comb inin g s igna ls off e r e no ug h trans

formati onal ru le tags to guide the students' consolidation. 

Howeve r, as Mel lo n points out, the students must retain 

the ful ly formed sentence in memory wh ile they write it . 

W i t h a m i n i m a 1 am o u n t o f e x p 1 a n a t i o n , ~le 1 1 o n ' s s e n t e n c e -

combin ing pr actic e s could ea sily be used apart from a 

study i n transf ormational grammar . Althou gh these exe r-

c is es cou ld be a part of a s t ud y in composition as wel l 

as in g ra mmar, Mellon r eem pliasizes: 

these s e n tence - com b ining problems were an 
int eg ral part of the stud ents ' work in g rammar. 
They were not repr e sented as l ess ons in c omposi
tions , nor should they be vi ewed as a ny kind of a 
" lingu istic approach " to writing . Furt her more, 
the sentence - c om b ini ng pra ctice was not advertised 
to th e stude nt as a simulation of the composi ti o n 
proces s. The a ssu mption was s im p ly t hat whe n 
he came to wri ting , the student would, as a n a tu ra l 
r esu lt o f prior sentence - combining pra ctice, 
produce s e nt e nces whose s tructures wou ld be more 
matu r e t h an those of th e sentences he would other
wi se have wr i tten . 2 

The fol lo wing are a few of Mell on's sen t ence - comb ining 

problems : 

Fact clause : 
A . S O ;v1 E T If I N G s e e me d t o s u g g e s t S O ~1 E TH I N G • 

Bi ll fi nish ed his l esso ns in less tha n an 
hour. (T : fact) 
H<: had received s pec ial help from a nothe r 
stud e nt . (T:fact) 

lM e llon, pp. 22-23. 2Ibid., p . 25. 
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B . The fact that Bill finished his lessons in less 
than an hour seemed to suggest that he received 
special help from another student . 

"H-Infinitive Phra~e: 
A. The instruction manual did not say SOMETHING . 

Someone · overhau ls the engine som etime . (T:wh = inf) 
B. The instruction manual d id not say when to over

haul the engine. 

Gerund Phrase: 
A. SOME THING caused howls of laughter from the 

a udience. 
Paul accidentally dropped the curtain dur ing 
SOMETHING . (T :g erund ) 
Charlie read the Ge tt y sburg Address. (T :gerund+of) 

B. Paul's ac cide ntally dropping the curtain during 
Charlie ' s reading the Get tysburg Ad dr ess cau sed 
howls of laughter from the audience . 

Deri_ve d-N o):!n Phrase: 
A. SOhlETHING will very likely hinder SOMETHING . 

Those trawlers ar e closely concentrated. 
(T : der-NP, alternate) 
We speedily recove r the astronauts. (T:der-NP) 

B. The close concentration of those trawlers wil l 
very likely hinder our speedy recov e ry of the 
astronauts . 

Relative Clause : 
;x Off icer Ilcr mes ambled over toward the auto obile. 

Off ic er Hermes only want ed a l ight for his pipe . 
He had flagg e d the automobi l e do~n ou t of the 
traffic lane . 

B . Officer Hermes, wh o only wanted a light for his 
pip e , ambled over toward the automobile which 
h e had flagged down out of the traffic lane. 

_Gener a_l_f..r....9.J:2 l e ms : 
A. SO~ETHING is to l earn SOMETHING. 

,\ p e r s o n r e a d s t h i s m a. n ' s b i o g r a p h y • ( T : i n f i n ) 
The secret of Thomas More is a kind of personality . 
(T : fact) 

Thomas More's deeds have caused so much 
controversy. 
The personality arises from SOMETHING. 

He unfailingly expressed a lif e of prayer. 
(T : der-NP) 

The life of prayer was specific. 
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The life of prayer was exemplary . 
The life of prayer was relative to all his 
actions. 

B. For a person to r ead this man's biography is to 
learn that the secret of Thomas More, who se deeds 
h av e caused so much controversy, is a kind of 
per sonali ty wh ich arises from h is unfailing 
expression of a specific, exemplary life o f prayer 
rel ative to all his actions.l 

Since Mellon uses a bbr eviated grammatical instructions 

extens i ve ly, his students must be familia r with transforma-

tion al rules . Ho wev er , is familiarity with grammar ru les 

nece ssary? Surely a knowledge of rules of grammar, whether 

tran sf or mational or traditional, is not imperative to 

improving sy ntax . Me llon's signa l s could be simplified , 

and the study of grammar could be elimi nated al t og e ther. 

Furthermore, the sentence-combining problems could be a 

practice in composition . In oth er words, students do not 

have to understand all th e mechanics of the language in 

order to identify and produce acceptable sentence structu r e . 

Certainly a traditional study of grammar had not 

aided my stud en ts in writing mature sentences. Approxi-

ma t e 1 y 1 2 O s t u d e n t s we r e e xp o s e d t o t h e f o l 1 ow i n g : t w o 

weeks of noun study, three weeks of pronoun and preposition 

study, tw o weeks of verb study, one week of adjective and 

adverb study, and one week of paragraph study . Since my 

students showed no appreciable change in th e ir ability to 

l Ibid . , pp. 9 5- 9 9. 
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generate acceptable sentences with coordination and sub

ordination, obviously they needed something other than a 

traditiona l study of grammar to improve their sentence 

s truc ture. 

A researcher who supports sentence-combin i ng wi th-

out forma l gramm a r study is Frank O'Hare. He d e parts from 

Mel lon's approach and i mproves his s e ntence-combining 

problems . O'Hare s ta tes : 

the present study incorporated very imp ortant 
changes in Mellon's format, an d these changes were 
so important as to alter the very nature of the 
activities . Thi s study is a r e plication of Mel lon's 

.Qlli....Y in the sense that the students' fina l product 
was a s er i es of similar sentences. The pr e sent 
study abandoned entirely th e formal stu dy of gr~mmar 
b e cause grammar study was not needed . What was 
nee d ed was a s e ries of simple, consistent, practical, 
and e ffici e nt si gna l s designed for the sole purpose 
of facilitatin g the sentence-combining operations . 
They had to be easy to underst and and easy to u se .l 

Indeed , O'Hare simplifies the s i gnals. Be uses Mello n's 

exa mple, which appears earlier , to compar e and contrast 

the two methods: 

(Mellon's Problem) 
P r obl e m: 
-'fh;-;hildren clearly must have wondered SOMETHINGe 

The bombings had orphaned t he children. 
SOMETHING was human l y possib l e somehow . 

Th e ir conquerors pr e t e nded SO METH I NG. 
(T : wh) 
(T:infin-T : 

exp ) 
Ch ewing gum and smil e s might compens a t e for th e 
losses . (T : fact) 

The losses were heartbreaking . 
Th e y had so recently sustained the losses. 

lo'Har e, pp . 27, 28. 
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(O ' Hare's Problem) 
Th e children clear ly must h ave wonde red SO METHIN G. 
The bombings had orphaned the chi l d r e n. (WHOM ) 
SOMETHING wa s humanly possib le somehow . (WHY ) 
The i r co n qu erors pretended SO ME THING. (IT-FOR-TO) 
Chewing gu m and smil es might c ompe n sate for the 
l o s s e s . ( TH AT ) 
The lo s s e s were heartbreaking. 
Th e y h ad s o recen t 1 y s us t a i n e d th e l o s s e s • ( WII I C H ) 1 

Using O'Ha re ' s method , t he stud ents do not have ma ny abbre

viated gramm atical instructions, and they do not have to 

deci d e which words t o use . Simplifying the s i gnals allows 

t h e s tudents time to wo rk on th e embedding probl e m itself . 

Moreove r, O'Hare's syst e m of sent ence- combining do e s not 

necessitate the study of traditional or transformationa l 

grammar. O'Hare conc l udes : 

Th e case for this study's sentence-combining prac
tice i s a s t rong one both from a practical and a 
th e or e ti c al standpoint. I t sho u ld facilitate 
s yn t act i c ski 11 s already po s s es s e d by 1

' tr a i n i n g '' 
t h e memory and inc re as i n g the c og n i t i v e '' ch unkin g 1

' 

ability of the students . The s ys tem is simple and 
can be l ear ned by th e aver a ge Eng.lish teacl1e r in 
s c v er a 1 i n s er v ice s e s s i o n s . Be ca u s e i t de 111 and s an 
accepta nt , non- err or-ori ented envi ron ment that 
acc e ntuates the p os i tive , studen ts sho u ld f i nd it 
easy to do and r e la t iv ely interesting . Few students 
should make ma ny mistakes . 2 

Cert ai nl y, O'Har e ' s system c a n enable stu d en t s to increase 

in syntactic fluency, without a f or mal study of gramma r, 

by practice in mult iple e mb ed di ng of kernels in sentence-

comb ining problems . 

1 Ibi d., pp. 28,29. 

') . d '-Ib 1 . , p . 32 . 
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Other influential writers are providing opportun

ities for students to develop facility and flexibility in 

wr iting. Verna L. Newsome writes about one method: "After 

students have written numerous sentences following a few 

basic patterns, they are ready to expand these sentences 

by coordination or by subordination."l To accomplish this 

ex pansion, Newsome suggests practice in adding modifiers t o 

ba sic sentences. She and the students take a kernel sen-

te nce, for example: "The road ends ." After adding adjec-

tives that precede road, they move on to a relative clause, 

a participial phrase, or a prepositional phrase. Following 

the word ends, they might add an a d v erb and a prepositional 

phrase . Finally, th e finished sentence might read : "The 

long , narrow farmer's road wh i ch winds through the woods 

e nds abruptly at tl1e foot of a hill." However, Newsome is 

quick to add : 

a procedure: 

"There are two dangers to be avoided in such 

cluttering sentences , with modifiers and 

creating synthetic, artificial 

danger is possible ambiguity: 

') 
sentences.,,,_ An additional 

is the farmer or the road 

long and narrow? Newsome goes on to say: 

Expanding basic sentences by adding vari ous structures 
of coordination and of subor din ation familiarizes 
students with these structures , giv es them practice 

!Newsome , p. 328. 

2Ibid. 
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in using the structures, and reveals the points in 
a sentence where additions can be made. However, 
t he ste p-by-step processes of coordination and of 
subordination can be shown most c learly by transfor
mations -- that is, by combining t wo or more sent e nces 
to form a new sentence.I 

In the following practice example a coordinating conjunc

tion is used after the process of deletion to produce the 

sentence: 

Intellectual curiosity is an asset t o 
t he college freshman. 

A disciplined mind is an 
asset to the college freshman. 
Intellectual curiosity 4~-aR-a ~~et - te-

t~e-eei~e~e-fTe~~man, and a disciplined 
are assets 

mind i~-aH-asse~ to the college freshman.2 

Newsome further sta t es that the process of coordination 

almost assures parallel construction . This procedure also 

distinguishes between a co mpou nd sentence and compound 

. h. . 1 t 3 eleme nts wit 1n a s1mp e sen ence. As she gives three 

typica l exa mpl es of students ' faulty embedding, she says: 

Faculty coordinations oft en could be avoided or 
corrected if the writer were aw ar e of the origina l 
se nt ences from which the compounds were derived. 
Three stud e nt sentences will illustrate the point: 

1. "A hunter sometim e s shoots at something he 
can't even see and may be a man . " 

This sentence is an unsuccessful transformation 
of two sentences: "A hunter som e times shoots at 
something he can't even see. It may be a man." 

lrbict. , p . 329 . 

2 Ib i ct., p. 330. 

3 Ib i d . 
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Since the subject of the second sentence does not 
repeat the sub ject of the first sentence, it can
not be omitted. 

2 . "Mr. Humphrey had been ill for sev eral months 
and finally almost re a ching the point of 
in sanity . '' 

The lack of parallel construction takes on meaning 
when a recons t ruction of the two original sentences 
brings the missing auxiliary to light: " Mr. 
Humphrey had been ill for s everal months. He 
finally was alm o st reaching the po int of insanity." 

3. 1 ' The time and place was a few days before 
election i n Milwaukee. 11 

In t his s e nten ce two subjects have been forced 
into an unhappy marriage whi c h cannot be mended by 
the s im ple device of ag r eement. The marriage mu st 
be dissolved, and e ach member of the ill-mated 
partnership mus t be r e stored to its ori g inal state 
of single blessedness. "The time was a few days 
b e f o r e e l e c t i o n . Th e p l a c e w a s ~I i 1 w a u k e e . 1

' 1 

In th e preceding examples, Newsome has d e finitely pin-

pointed a major problem in students' composi t ions. Indeed, 

if students were aware of the original s en t en c es from which 

the compounds were derived, much of their faulty coordina

tio n coul d be avoided. 

According to Newsome, the transformation process 

in creating modifiers is more comple x than coo rd ination. 

Usi ng l.Ju2.l!.1 as the clause to be insert ed , consumer as the 

mat r ix, and output as the results, Newsome off e rs the 

f ollowing as an exam p le of a relative clause op er ation: 

.IQ.Q.J-il . Mr . Tulliver owned ~orl~ote Mill.~ Mr . 
Tulliv e r own ed which-=> Mr . 1ul l1v e r owned 
Consum e r . Dorlcot e Mill was on the River Floss 
nea r St. Ogg's. 

1 I b id. · 
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Output. Dor lcot e Mill, which Mr. Tulliver owned, 
was on t he River Floss near St . Ogg's.l 

An other example shows a relative claus e being reduced to 

a particip ial phrase: 

Input . The rain was beating down incessa nt ly day 
after day .-- which was beating down inc es san tly day 
after day . 
Consumer . Th e rain gave warning of t he disastrous 
flood . 
Output . The rain (which was) beating down incessantly 
day after day gave warning of the disastrous flooct.2 

On e other example which of fe rs a choice of three available 

conjunctio ns reads: 

InpJJ..1 . Th e two peoples were closely related . - 
(because , since , as) th e two peop l es were closely 
r e lated . 
Consumer . The Danes and the Anglo-Saxons soon 
amalgama ted. 

_Qu t u.!J.J: . The Danes and the .:\nglo-Sax on s soon 
amalgamated (because , since, as) the two peop l es 
we r e closel y related.3 

Ne ws ome f e els that transformation reveals the process of 

c oord ination a nd subordinatio n more clearly than the addi-

t iv e me thod. And if students are to develop facility and 

fl e xibil i ty in writing, they need a vari et y o f opportunities 

t o practice forming a wider range of constructions . 4 

In "Sentence Building an d Transformational Grammar ," 

Eile e n J. McGuire attempts to bring the practical possi

bilities of transformational grammar to aid the students 

1 I bid. , p . 332 . 

3Ib i d., p. 334 . 

2 rb id. 

4Ibid., p . 335. 
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in writing good sentences. One of her six writing activ-

ities suggests that students combine simple, basic sentences 

wh ich serve as building materials for more complex sentences. 

She writes the following example: 

a. Brutus feared Caesar's power. 
b. He compared Caesar to a serpent's egg. 
c. The egg is not harmful in the shell. 
d . It is hatch e d. 
e . It may be poisonous. 
One s t udent version: 
Brutus, fearing Caesar's power, compared Caesar to 
a serpent's egg which, although n ot harmful in t he 
sh e ll, may be poisonous when it is hatched.I 

One o t her activity concerning embedd ing transformations is : 

Give formal demonstration of transformations: 
subordination, formation of relative clauses, 
d e l e tion of relative pron ouns in transforming 
clauses to v e rbal phrases, etc.2 

S in ce the students hav e been activ e ly e ngaged in p e r fo rming 

t h ese op er ations, McGuire says that t he demonstration will 

be e asy to follow . 

In conclusion, McGuire state s: 

Although this program places primary importance 
on rhetorical mat te rs, it also provides a good 
foundatio n for any kind of wo r k in grammar . 
Their [students'] t raining in the c ons truction of 
good sentences had erased their f e ars of unfamiliar 
grammatic al terms.3 

To this point, McGuir e has simplified the sent e nc e -co mb ining 

probl em s somewhat . She calls the kernels building materials 

l McG uire, p. 749 . 

2Ibid. 

:3Ib id., p. 75 0. 
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wh i c h a r e used for more complex construct ion s . She has 

omitted from her exercises any signals or tags whi ch indi

cate a transformat io n is needed . 

Ano th e r i~fluent ial write r, William Strong, 

simp lifies sentence-combining problems still furth er than 

McGu ir e . In add ition t o the concept of open problems, 

St rong add s the id ea of sequenced kernels . His open-

sequen c e d e xercis e s are not signaled and the c omb i ning is 

not so fixed or specifi ed as Me llon 's and O'H ar e 's. The 

f o 11 owing i s a sequence en ti t 1 e d ,t Rock Concert " : 

1 . The singer was young. 
2 . The sin ge r was swarthy. 
3. He stepped int o the spotlight. 
4. The spotlight was red. 

5 . His shirt was unb u ttomed . 
6 . Th e unbuttoning bar e d his chest. 

7. Sounds bal l ooned around h im. 
8. Th e s o unds were of guit a rs. 
9 . Th e sounds were of drums . 

10 . Th e sounds were of girls. 
11 . The girls were scr ea ming. 

12. He nodded. 
13. He wink e d. 
14. The wink was to hi s guitar ist. 
15. Th e dru mmer responded with the bea t. 
16. Th e sing e r becam e an i mated . 
17 . His l eg s we r e like r u bb e r. 

18. His body j e rked. 
19. His head was thrown back. 
20. He wailed a shout. 
2 1. Th e shout was in the mi crop h one. 
22 . The mi c ro pho ne was at his lip s. 
23 . His movements were twisting . 
24 . His movements were st rob ed. 
25 . The strobing was with flood l ights . 
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26 . His voice was a garble. 
27. The garble was loud. 
28. The auditorium swirled. 
29. The swirling was rock. 
30. The rock was " hea vy."l 

In this sequence ·no signals appear to indicate transforma-

tions. The students must dec ide what the main clause is 

as well as what the particular transformations are. S t rong 

explains two examp les of possible outgrowths from this 

sequen ce: 

Putting the first three clusters of k erne l sentences 
in "Rock Concert" together you migh t come up with 
something like this: 

The singer, who was young and swarthy, 
stepped into the red spotlight. His unbuttoned 
shirt bared his ch est . Sounds of guitars, drums, 
and screaming girls ballooned around him . 

But you might create other versions also. Here's 
a version tha t uses d ifferent tran sformations and, 
in addition , creates a cumulative sentence by 
integrating the three clusters : 

As th e sounds of guitars, drums, and scream ing 
girls ballooned around him, th e young, s warthy 
singer stepped into the red spotlight, his shirt 
unbuttoned, baring his chest. 

In an exercise such as ' ' Rock Concert, '' the fact 
that the clusters of transformat ions "hang together" 
as a piece of r e latively coherent discourse is very 
important. Why? Because the exercise then provides 
a means for particularly skill-deficient students to 
develop a feel for wh a t paragraphs are like.2 

Strong admits that the sequence method is similar to 

copying, but he does not apologize for thi s route to learn

ing . He also feels that both ''signale d" and tlopen" 

lstrong, p. 62. 

2rbict . , pp . 62-63. 
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exe rcises are go od; one offers discipline and th e other 

freedom . 

In conc luding, he offers thr ee hints on u s ing 

sen tence-combining exer cises: 

First of all, encou ra ge kids to t ru st the mselves and 
eac h other wh e n testing out t he grammaticality of 
solutions; this is absolute ly fundamental, I th ink, 
wh ether you are working wi th ''si gnaled '' or ''o pen '' 
exercises. Second, dir ect stu de nts to d o the 
exer cis e s orally so that they are forced to hold 
longer and longer st re t che s of discourse in their 
h e ads; And, third, make tr ansf o rmed sent e nces 
vi s ual at e v e ry opportunity by having students put 
them on the board or on overhead transparencies for 
proj e ction to the class; t h is e nables students to 
compare alternativ e str u c t ur e s, and enables you to 
discuss solutions to imm e diate problems of writing 
me chanics.I 

Clearly, Strong has found a partial solution to 

students ' faulty embedding. With h i s se quenced ''s ki 11 

builders ," stud ents are given an opportuni ty to combine 

and com pose at th e same time . The fact that there is no 

set a nswer would promote att e n t ion and part ic ip at ion. As 

Strong says, ''the men ta l sense of composing 

b asic a 11 y an add i ti v e or syn th e sizing thi ng . '' 2 

i s 

To create 

discourse, students put th i ngs t og et her, rearrange , s ub-

stitu t e , and delete. Likewise, st udents c an do these 

operatio n s in Strong's exercis e s even though the s e quence 

is not original with th e m. 

lrb ict., pp. 63-64. 

2Ibid ., p. 64 . 
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_M_osJ::__Ef.:(ective Practices 

Strong's method provides students with freedom to 

compose sentences as well as to combine sentences. Since 

the students havi no signals, they must select the main 

sente nces and insert the o the r senten ces. One other 

outstanding attribute of Strong's program i s the sequence 

which actually results in a narrative / descriptive para

graph. Instead of a series of unrelated sentences, Strong's 

open-sequenced problems offer the student an opportunity to 

compose a paragraph. Undoubtedly, Strong's approach to 

sente nc e-co mbining is one of th e most effective approaches 

that ex ist. If time had permitted, the present study would 

have included Strong's op e n-s equence d exer cis es . Since th e 

present study was too brief for S trong 's program, a met hod 

wi th restricted answers which could be calculated quickly 

and accurate ly was used instead. Therefore, the op en -ty pe 

problems , whi c h Strong also advocates, co ns t i t u ted the 

pre-test and the post-test. 

Anoth e r exponent of sentence-combining problems is 

Charles R. Cooper. He presents an effective outline, as 

we ll as ex c e ll e nt sent ence -combin i ng problems, th at serves 

as a h e l pf ul guide in beginning a sent ence -combining pro

gram. The following is his outline: 
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I. Noun Modifiers 
A. Adjective word embedding 

1. Simple 
2. Participle 

a . ing 
b . ed 

3. · compound adjectives 
4. Adverbs 

B. Adjective phrases 
1. Prepositional phrases 
2. Appositive phrases 
3 . Participle 

a. i ng 
b. ed 

4 . Infinitiv e phrases 
C. Adjective c lause embedding 
D. Multiple adje ct ive embedding 

II. Noun Substitutes 
A. Noun clauses 

1. Fact clauses 
2 . Question clauses 

B. Noun phrases 
1. Gerund phrases 
2. Infinitive phrase s 

C . ~I u 1 t i p 1 e em b e d d i n g s 1 

The first portion of this outlin e, Roman numeral I, was 

u s c d i n t h e p r e s e n t s t u d y a n d f o u n d v e r y h e 1 p .f u 1 • ~Io s t o f 

the sente nces on the pre-test came from Cooper's article, 

"An Outline for Writing Se ntence-Combining Probl ems ." 2 

Pre - Test and Assessment 

Cooper 's outlin e and many of his sentences comprise 

t h e pre-test : thirty-thr ee sentence-combining problems 

which chiefly had to do with noun modifi e rs: adjectives, 

lcooper, "An Ou t line for Writing Sentence-Combining 
Problems," pp . 99-102. 

2 Ibid . 
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adj e ctive phras e s, adjective claus e s, and multipl e adjec

t i v e s. Coop e r uses underlining to signal transformations, 

but in this study all signals have been eliminat e d. The 

students must loiate the main claus e in each probl e m and 

make th e proper transformations without the h e lp of signals. 

The thirty-three probl e ms begin with the simple adjective 

embe dding and grow progressively more difficult. 

l e ms are given during a fifty-five minute period. 

Th e prob

Thinking 

t hat th e problems were an assignment, the students did not 

s u s pect that the work sheets re p resented a pre-t es t. Be fore 

r ece iving the problems, they were requested to simply 

combine the sentences, adding, substituting, or r e arranging 

t h e words. 

Most of the 120 stud e nts did not rem e mb e r eve r 

working sentence -com bining problems bef ore. The f ew wh o 

did reme mber combining sent e nc e s said that they combined 

group s of two sentenc e s using and, but, and fil. Although 

the majority of students had not be e n e xposed to sent e nce

combining exercises , they were very coop e rativ e in doing 

th e problems. The y did not display impatience or frustra

t ion as the y oft e n did in pr e vious grammar stu d ies. 

The following thirty-three sent e nc e s const itute 

th e pre-test: 
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a. He was a student. 
b. The student was serious. 

1. Po s s i b 1 e c om b i n a t i o n : __ He w a s a s e r i o u s __ s t u d en t . __ 

2 . 

3. 

4 . 

5 . 

6. 

7 • 

8 . 

a. He was in th e house when it caught fire. 
b. The house was old. 

P o ssib le combination: 
~i!J!.ill'.!.L fir e..s-

He was in th e old house when it 

a. He fell from the roof. 
b. The roof was steep. 

Possible combination: He f e 11 from th e st e e 1L..K o o f_t___ 

a . He s a w the dog. 
b. The dog was sleeping. 

Possibl e combinati o n: He s aw th e s 1 e..5U2J nJL~Q. __ _ 

a. The plan e crash e d into the house. 
b. The plan e burns . 

Possible combination: 
the hol!g. 

The burning plane crashed into 

a . The house had a pool. 
b. The owners abandoned the house. 

Possible combination : The abandoned _t! o us e_h ad a-12 o o 1.J._ 

a . The police captured the convict. 
b. The convict e s c aped from prison. 

Possible combination : 
~.QJ1.Yi~1 -

T h e J2..Q.l.j c e c a.12-t u r c.ct the e _s ca~-

a . 
b • 

The s t ude nts did their homew ork. 
The hom ew ork was assigned. 

Possib l e com bi nation: 
_b_Q_~_I_k. 

a. He dated the girl. 
b. The girl loves fun . 

The students d id their assigned 

9 . p O s s i b .l e c o m b i n a t i o n : _lL~-- d a t e cl t h e f u n -· 1 o _v i n g_g i r J-!._. _ 
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a . . He saw the dog. 
b. Fleas bite the dog. 

10. Possibl e combination: He saw th e Jlea-bitten d og. 

a. The man is a fireman . 
b . The ma n 1 s outside. 

1 L P o s s i b 1 e c o m b i n a t i o n : _Th JL_m a n o u t ~iSD.Li__§___i!_ f i r _ e m a n • --·-

a. The number i s the answer. 
b. The number is below. 

12. Possible combination: The_n umber be lo w is the ans1~J_._ 

a. The sky was full of stars. 
b. The sky was above. 

1 3 • P o s s i b 1 e c o m b i n a t i o n : _I_h~_k_y_ a b. o v e w a s f u 1 1 o f s t a r s . 

a. The people on the boat asked us to come aboard . 
b. The boat was alongside. 

1 4 . Po s s i b 1 e c om b i n a t i o n : Th e p e o pJ _ _L_Q..!!__t h e Q_Q~ 1 o Dfilj..Q~ 
a s k e d u s t o c o m_Q_ a b o a r d • 

a. The man is in the room . 
b. The man is my teacher. 

l 5 . P o s s i b 1 e c om b i n a t i o n : Th e _ma n i n _ t h e ULO m i s .JJlL __ _ 
_ t e a c h _Q.1'. • 

a. We sailed in the boat. 
b. The boat was the one with the blue sail. 

1 6 . Poss i b 1 e combination : _]IJL_s a_i 1 e d in the J2..Q2j,____Jy_Lt.h__1_1J._f__ 

12.1.1~.22.il · 

a. My old friend is a plumber. 
b. My old friend is Bi ll Jones. 

17 . Possible combination : ~l y o l d _JJj_~~ B i 1 1 J o ll~_s _____ _ 

J.~n lumber. 

a . My neighbor took me around the track. 
b. My neighbor is th e race car driver . 

1 8 . p O s s i b 1 e c om b i n a t i on : _fu_ n e i.9.11 b o r,. t h e r a c e c a r __ _ 
driver, took me aro und the t_rack. 
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a. I stepped on the ant. 
b . The ant was carrying a crumb. 

1 9. Po s s i bl e comb in at ion : _ I _st enn e d_ o_n th e _ ant _ca r i:_yi.B_g _ _ _ 
iL-Y rumb. 

a. The runner wins . 
b. The runner was making the best effort. 

2 0 . Po s s i b l e c om b i n a t i o n : _Th e r u n n e r m 3 k i n q t h e b-~---
e fl o rt _J:V i .!!..§. • 

a. We ate the food. 
b. The food was prepared by the chef. 

2 1. Possible combination : We ate __ th e food!lie_p;ned Ju_the 
~~i. 

a. Th e homework took too long. 
2. The homework was assigned by the math teacher. 

2 2 . Po s s i b l e c om b i n a t i o n : Th _~ __ JLQ mew o r k a s s ~_(j___Q__y_JJl e mi!_"t..h. 
teacher took too long. 

a. We were given food. 
b. The food was to eat . 

2 3 • Po s s i b 1 e c o m b i n a t i o n : -~JY c r e _g i v c n f o o d t o e _~.L ____ _ 

a. The t e am was our next opponent. 
b. Th e team was th e one to beat for the c ha mpionship . 

2 4. Possib l e combination: _Th e __ team t o __ be_at_for the ____ _ 
~J!_§..!]1] i o n s .hi.12 w a s _ o u r _ n e x t o J2.Q o n e n t . 

a. People shouldn ' t throw st o ne s. 
b. People live in glass houses . 

2 5 . p O s s i b 1 e c om b i n a t i o n : Pe o vJ~_JYJl..Q_) i v c i n g 1 a s s h o u s e L_ 
shouldn't_ t h_r ow st_~ . 

a. The man is a congressman. 
b. The man is the one I admire most . 

26. Possible combination: Th e man I admire most is a~~--
~.Q.!W.I e s s man. 
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a. He read a story. 
b. The story had a su rpr i se endin g. 

2 7 . Po s s i b 1 e co mbina tion : _H e read a st OLY_ w h i c h __ h ad a ___ . 
s u r pr i s e e l}...Q__i n_g. 

a. The sailor finall y came on deck. 
b. He wa s tall. 
c . He was rather ugly. 
d . He had a limp. 
e. He offe r e d t he m a prize. 

2 8 . P o s s i b 1 e c o m b i n a t i o n : Th e . t a 1 l ....1_ r 3 t_ h e. r u gJ y __ s a i l o _x ____ _ 

a . 
b . 
c . 
d . 
e • 
f . 

wi t h a 1 i m11.,_ who had offered them a_u_r i z e, f i..!!_9l.l_y_ 
s a m e __Q_!L d e cl~ • 

The girl was ta 11 . 
Th e gir l wa s sl en der. 
Th e girl won th e be a uty contest . 
The girl was local. 
Th e girl c ompeted in th e finals . 
The finals were stat e -wid e . 

2 9 • P o s s i b 1 e c o m b i n a t i o n : _ Th e t i!.lL,___ s l _ c n d e r g_i r L w h o w o ..!L 
t h e _J_Q __ L~l-12J2 c1 u t _y_ c o n t e s t , c o m p e t e q i n t h e s t a t e -
wide finals . 

a. Dorothy was tired. 
b . Sh e did no t s top sewing . 
c . She i s a det e rmin e d person . 

3 O • P o s s i b l e c o m b i n a t i o n : _Q o r o t h y . _ _Jtl}J.)_.i_~ __ 9-__ 5:J3. t e r m_i.1.1...e d ·-----
J2..Q_I..§.Q . .!L,.._.9 i d not __ s t.Q.D _sew i HL __ a 1 t.h o u_g_h she w a s_t i.I. e d . 

a. A knock d e v e lop ed in the e ngine . 
b. It had bee n overhauled . 
c. He s old t h e car. 

3 1 • p o s s i b 1 e c o m b i n a t i o n : W h e n a k. n _ o c k _ d e v e 1 OJl e d _ i n . t __h_Q ____ _ 

a . 
b . 
C • 

_Q_D_g i n e , w h :l c h h a d b e e n o v e r h a u 1 e sL,. h e s o 1 d t h ~-.Y5!..I • 

Ellen did not eat the can d y. 
Sh e was overweight. 
He r mother had remi nded h er to avoid sweets . 

3 2 • p o s s i b 1 e c o m b i n a t i o n : __f, l_l__e_ll.,'t.... w h o w a s o v e r. we i q h t 1 d i d · 
n O t e a t t h e _ c a n q_~ b e c a u_ s e _ h e r mo t h er h a ct r e m i n d e ct 
h~-;::-t~ a V O i d ~~~ t S • -------------
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a. We we r e late for dinner. 
b. The traffic held us up for an hour. 
c. It was unusually heavy . 

33 . Possi b le combination: We wer e late f o r d inne r b e ca u se 
.tJlL.lX:.E..f f i hlY.h i c '1__~ a s_ u nu. s u a 11 y_ __ h e a _ _y_y_.L_h e l d __ us !1.Q 

for_ a n_h 6 u r. 

The sentence-combining pre-t e st begins with three 

simp l e adje c tive-emb e d d ing problems. Th e nex t five problems 

i n v o 1 v e p a r t i c i p l e e m b e d d i n g , t w o ifl._g a n d t h r e e .Qg . F o 1 -

low i ng these are two compound-adj e ctive probl e ms . Aft e r 

t h ese com e four adverb, two appositive, and four participle 

phrase problems . Two infinitive and three adjective c l ause 

p r o b lems appear next. And finally , growing more complex, 

c om e the multiple - adjective and th e adjective-adv e rb prob -

1 e ms . Th e thr e e-page pre-t e st contains elev e n types of 

e mb e dding . 

A bar graph which clearly depicts th e r e sult s of 

t h e pr e - t est follows: 
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As the bar graph indicates, there are thirty-three 

sentences which represent eleven types of embedding. The 

top bar dep icts the ex perimental group, which was compo sed 

of six t y regular hinth-grad e students. Similarly, the 

bot t om bar represents th e control g ro up, which was composed 

o f sixty regular nin th - g rad e students. 

The bar graph denote s two sigriificant things . First, 

the graph indicates that both groups, the e xperimen tal and 

the control groups, had comparable knowledge of sent e nce

c ombining. When one group did we ll or poorly, the other 

grou p made a similar showing. Second, the graph reveals 

the strengths and the weaknesses of each group. For 

instance , the majority of the experimental group (top bar) 

displayed a fair command of adjective, adjective phrase, 

and si mpl e adv er b e mbedding. Lik ewise , the majority of the 

control group (bottom bar) exhib i ted a compar3bl e abil ity 

in the sa me th r ee types of e mbedding. Concern i ng their 

weak ness e s, both groups revealed a lack o f skill in parti

ci ple, compound- adje ct iv e , adjective c l ause, multiple 

adjectiv e , and adjective -a d v erb e mb e dding. And as the 

graph indicates, some of the pr oblems we re so cha ll eng ing 

that non e of the stud ent s were able to properly combine 

th e m. 

Aft e r taking the pre-test, th e exp erimental group 

worked on e s e ntence-comb in ing problem eac h day for th r ee 
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wee ks; the group ther efo re worked fifteen problems . Each 

day after the tardy bell rang, the experimental group would 

solve one sentence-combin in g p rob lem from the va rious 

kernel sentences Which were already on the blackboard . 

Each time a different s tud ent would vol unteer to go to 

the blackboard and try, sometimes successfully, to prop-

erly combi ne the kernel sentence s. Usually, the students 

would h e lp ea ch other arrive at an acceptable combination . 

However , sometimes they had to rewrite their s ente nce 

several times before it "sound ed just right." Only then, 

after th e y had finished, did the teacher make comments . 

Experimental Group Vs~ontro_l_Grol!.Q_ 

While they were working these problem s, the students 

were directed by the t e a c her to le a ve out unn e cessary words, 

to add prep o s itions, relative pronouns , o r subordinating 

conj un ctio n s when nec essary , t o change for ms of v e rbs if 

n e cessary , and to look for main ideas and embed th e oth e rs 

in th em. Other t han these instructions, the teach e r 

offered very little help. 

At f irst this exercise t ook sometimes ten or 

fi f teen minutes, depending on the c om plexit y of the prob 

l e m. However, after two wee k s, the students b ega n prop

e rly combining any typ e of problem in l e ss th an five 

minutes . 



71 

Actually, the expe rimental group enjoyed t his daily 

exerc ise, espe cially when the k ernel sentences were int er -

estin g and related to the i r world. This activity pulled 

the s tu dent s i nt o a joint d ec i sion which eac~ one could 

share in. 

At the en d of three weeks , the g roups were give n 

a post-test similar to the pre-test. The adjective phrase 

problems we re omitted and a multiple a d j ect i ve with a 

relative c laus e problem was included in stead . Other 

than th i s slight chan ge , the post-test contained the same 

type s of problem s as did the pre-test . 

Combi n e th e fo l lowing groups of sente nc es into single 

sente nc es . Examp le: He was a student. 
The st u dent was serious 
He was a s e ri o u s __ s tu c! c n t .·--------

a . He was in the boat when it sank . 
b . The boat was old. 

1 . Jj..Q__}i_~_i..!l.-111 e o 1 d b o a t w h e n i t s. a n k . ----------- --

2 . 

3 . 

4 . 

5 . 

a. He f e ll from the b uilding. 
b. The buil di ng was tw o-s to r y . 
li~J_l_t.I.Ql.n _ _tl!.f: t iv.Q.- st o r.J._ bu i 1 d i.n...g. _ _ ______ . __ _ 

a. He saw the ele phant . 
b. The elepha nt dri nks. 
H e s a w t h c d r iB k i n _g~JJ;u:Lb. a n t -1. -------·--

a . Th e tru ck crashed into the house . 
b . The tru ck was in flames . 
The flqming tru c k crashed ill.!_Q_the_h_o_Jis~ 

Th e woma n ha d a small child . a . 
b . The husba nd d e sert e d t h e woma ~. 
Th e d e s e r t e <_L_~.Q.ill.§JL.b.2.Q a_ s m <1 l l_ ch 1 l d L -----
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a. The doctor performed the surgery . 
b . The surgery wa s scheduled. 

6 . Th e d o c t o r p e r f o ...r m e d_ t h e s c h e d u l e d s u r g e r L __ _ 

a. The lawyer defe nd e d the man. 
b. The man was convicted. 

7. l.b_f_Jaw y e r d e f e nded t h e c onv ict e d ma h . 

a . He dated the girl . 
b. Th e girl loves fun. 

8 . He d ated th e fu n-1 ov i ng__gjrl. -----------------·-

a. She disliked the boy. 
b. Th e boy was f r ee of care. 

9 . Sh e di s .li ke d th e c a. r e - free · b_Q_Y.-". __ _ 

a . The man is a carpenter . 
b. Th e man is outside. 

1 0 . Th e man outsid e i s a c a r..QJ;UL!er . 

11. 

1 2 . 

a . 
b. 
Th e 

a . 
b. 
Th e 

The answ e r is in the prop e r place. 
The answer is below. 
a n s we r be 1 ow i s i n t h e p1:_QJ2~..LJ2.J a c e-'--

Th e room was full of p e ople. 
Th e room was above. 
r o o m a b o v e w a. s f u l 1 o f Q..f.QJ2~ 

a . Th e d river in the car honked and waved. 
b. Th e ca r was a longsid e . 

.l 3 • Th_ e ~l r i v e r _ i n t h e c a r a 1 o n q s i d_ e h _ o n k e d a n d _ w a v e __ d......,.'-----

a . Bob an d Bill hav e to r epo r t f o r practic e soon. 
b. Bob and Bill a re th e Cunningham twins. 

l 4 . ]__QJ2_-9..11_Q_1Ll_ll..,.._1 h e _ Cu n n i J:U1 h a m _ t w i. ..!U....,. h a v e t o r e p o r t _J_QL_ 

p r a Bi..f..f~_Q_!! • 

a . Hav e you met Jane B r adshaw? 
b. Jan e Bra d s h aw i s my best fri e nd. 

1 5 . fu.Y .. !L .Y..QJLlD e t_ Ja ne B_r ads haw , 11JL be st f r i e n_d? _ _ _ _____ _ 

a. He ran over the dog . 
b. The d og was ca rrying the bone. 

1 6 . H e r ~ .fl._Q.Y..fL1ll~_ Q._Q_g c a r r y i n q t h e b o n e . 

a. Th e girl wins. 
b. The girl is pain ti ng the best pictu r es. 

1 7 . Th e <Ji..I..L.12 a in t in g the _ b e_s t _pj c. tu r e s w i n_s . ·-------------
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a . We ate the sandwiches. 
b . The sandwiches were prepared by mother~ 

18. ]s._i!.1.LJJl~i!JlQ w i c_h..Q SJ r e_Q ar e d b" mother. - -- -~--·~---~--~-~-~--------

a . The n ew people were fired. 
b . The new people were emp l oyed by the company . 

1 9 . Th e n e w .Q..Q o Q l e e rnJU.2..Y.§ d b _y__ t _h e _ c o m.12 a n _y_ w e r e f i ...r e d-'-·--· _ 

a. He wa s given an airplane . 
b. Th e airplane was to fly. 

2 0. He w a s _ _g iv e n an a i r.nJ an e to_ f l__y_. __________________ _ 

a. The place is Miami, Florida. 
b . The place is for a ho neymoon. 

2 1 . Th e ~ c e t .Q_g_Q_ f o r _ a h o n e .YJil o o n i s }1 i a mi,_ F 1 o r i d a . __ _ 

a. The boy is my first cousin. 
b. The boy just wav ed to me. 

2 2 . Th e J?.Q.yy h o i u s t w a v e d t o me i s .m._y_ c o u s i n . -----------

a . She gave him an answer. 
b. The answer was an abrupt and definite llQ. 

23. The answer that she gave him was an abrupt and definite 
l!.Q. 

a . Jo hnny rode the bike. 
b. I had sold it to him. 

2 4. :Io h n n_y rod e t h e bik e that I had so 1 d . to h i m. 

a. Esther took the job as baby-sitter. 
b. The pay was poor . 
c. She lik ed baby-sitting . 

2 5 . _f_~..111 e r _ _,_J~~h o 1 i k e d b a b_y - s it t~_ took t h~LQ b __ a s b a b_.Y..:: __ 
sit t er_, a 1 t h...QJUI h th e pay w a s po or. 

a. The snowstorm finally stopped. 
b . The snowstorm had been the heaviest of the year . 
c . We went skiing . 

2 6 . wh e n the s n_o w st.or m_,__t h at had been_ th e_ h ea vi e s_t of th e __ 
~ 2 i.,__ f !..!L~) l y~j_Q_p_p e d ~ \ · e we n t __ sJij_Urn . 

a. Charlene studi ed t h e spelling li st for an hour. 
b . She was an '':\' ' student. 
c . She did not pass th e test. 

2 7 . A 1 t .h.2JJ.ruLJ;J:1 a r 1 e n e ~-w h o w a __ s a n " A " s t u d e n t , h a d s t u d i e d 
t uLJ.g-1_1 i nJL list for an ho u..r_, she did not .Pa s~-u_~ 

_1cst. 
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a . My aunt Martha lives in New York . 
b. Sh e is coming to visit . 
c . I canno t go to the prom. 
S in c ~ ~1 y a u n t ~1 c!J t h a • w h o 1 i v e s __ i n __ fl_gJ.L.l..2 r k...,_j~_s._9 mJ1rn _ 
_ to_ v 1 s_lj__, _ I _g an no t _g_o to t h e_Q_I_Q_IJJ 0 

a . A g irl tightly held the h a nd of her mot her. 
b. The gi rl was pale . 
c . The girl was n e rvous . 
d . Th e gi rl was abo ut six years old. 
e . The gir l wa s appa rently goi ng to school for the 

first time . 
j_n a l _e _ n e r v o u s _g i r l __ a b o u t __ s i x_y__ e a r s _ o 1 d _,__)N h o _ w a s _______ _ 
.2..J.21LQ__I.!.Ll!.1.D~_g__Q in g_l_Q~..Q_Q_l for the first t i m ~ -.1..ig ht l_y_ 
h c ld_th c_ha nd of her mother. 

a . Th e alleys we r e littered with bot tles and garbage . 
b . Th e a ll e ys were betwee n the apartment buildings . 
c . Th e apa r tme nt buildings we re dismal . 
d . Th e bottles we re broken . 
e . Th e g arbag e was rotte n. 
Tile allr:_y3 betwee n th e dismal ___fillilrtmen t buildi.Jl.Qs ~.1"..§_ 
1 i t t e r e d w i th b r o k e n b o t t 1 e s a n d r o t t e n_gj!_I_QJLg~ . 

As th e sec ond bar-graph indicat es , the e xp er imental 

group s urpass e d the c ont r o l group in every type of em bed-

ding . Sti ll, the expe rim e ntal group, lik e the control 

qroup , sh owed wen kn e ss e s a s wel l as stre ngths. Fo r in -- -

s t n n c c , a 1 t }1 o u g h t h e e x p e r i m e n t a 1 g r o u p s h o w e d i rn p r o v e me n t , 

th e y s ho wed a we akness in parti c ipl e embeddi ng . They 

improved s lightly in e mbedding compounds. On o ne sent e nc e , 

n l most al l of t h e students correctly combined; but on the 

other s e nt en c e , only tw e nty-on e out of s i xty embedded 

proper ly. Obvious l y, on e s en tenc e was much easi e r to work 

with t h a n t h e other . 
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In the appositive em bedding, the students in the 

expe ri me ntal g roup were able to properly combin e the 

internal appositive, but not many were able to c o r rectl y 

co mbin e the e ndihg appositive . On the multiple adject ive , 

rn ult i p 1 e a dj e ct iv e with a relative c 1 au s e, a 11 d the 

ad ject i v e - a dv er b embedding, the experimenta l group sh ow e d 

a s ignific an t impro v e ment . In fact, t he improv e me nt made 

in th e latter type of embedding is pe rhaps th e most sig-

n if icant . As the graph denotes, the experimental group 

wa s using subordination and th e relativ e clause with 

greater ease . Th e follo wing is an ex am p le whic h r e presents 

over hal f of the ex p e rim e ntal group's response : Although 

Cha rl e ne, who was an " A" stud ent, hc1d studi e d th e spelling 

li s t for an hour, she did no t pass the t e st. 



CONCLUSIONS AND BIPLICATIONS 

The present study was designed to focus on three 

areas concerning regular middle-class ninth-grade students' 

composition: the problem of faulty embedding, various 

measurements and methods in syntactic development, and a 

proposed solution by sentence combining exercises. 

Related research and sentence analysis revealed 

faulty embe dding to be a major problem in high school 

stude nts' composition. This faulty embedding manifests 

itself in three distinct patterns: the main clause fol-

lowed by a non-coordinate id e a; improper compounding when 

one id e a is logically subordinat e ; and ideas, erratically 

connected by commas, which are disjoint ed and incoherent. 

A step toward a solution com e s through the con-

sideration of various clause patterns and ind e xes. Kellogg 

Hunt's T-Unit is a useful me asur e ment for syntactic growth. 

Oth e r gauges of maturity are the long noun clause and 

increased subordination. For high school students, bound 

modifi c ation is more essential than free-ending modifica-

tion. One other means of measur ement and d e velopment is 

th e us e of a gen e rative grammar. A study of traditional 

grammar is not essential to syntactic growth. Students can 

i n crease in syntactic fluency by practice of multiple 
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embedding of kernels in sentence-combining problems . The 

types of sentence-combining practices include the open 

and the signaled. When accompanying a transformational 

grammar study, the signaled are appropriate, but when 

sentence-combining practices are a part of composition , 

the op e n exercises are more suitable. The open-sequenced 

problems offer opportunity in composing and fre e dom in 

combining. 

Sp ec ifically , the plan of the classroom research 

was: 

1. to give 120 students, as a pre-test, thirty

three sentence-combining problems, which represented 

e l e ven types of embedding . 

2 . to make an asse ss me nt of their ability to 

combine k e rnel sentences. 

3 . to give the experim e ntal group a sentence-

c ombining problem on th e bla c kboard each day for thr ee 

weeks. 

4. to give the control group no sentence-combining 

problems for three wee ks. 

5. after three week s, to give each group a post-

t est similar to the pre-t e st and to measure the increase 

in the experim e ntal group's ability to combine k e rnels. 
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The result of the classroom research showed that 

the experimental group increased in their ability to 

combine k e rnel sen te nces. After being exp osed to one 

sentence-combining problem each day for only three weeks, 

students in the experimental group were recognizing dif

ferent patterns of embedding without the help of the 

teach e r. They were holding longer discourse in their 

minds as they were making the proper transformations. The 

e xperimental group were r ec ognizing subordinating ideas 

as well as main ideas. They were using relative pronouns, 

pr e positions, and subordinating conjunctions without the 

teacher's prompting. Furthermore, the experimental group 

maintained a high lev e l of interest throughout the study. 

Each day most of the students were anxious to see the 

problem display e d on the blackboard. Members of the con

trol group be gan to ask why they too could not solve tho se 

"fun-problems." 

The results of the present study indicate that if 

students are giv e n an opportunity to combine k e rnels and 

make necessar y transformations, apart from a grammar study, 

th ey will show a significant change in syntactic develop

men t . Although this study was too brief to me asure growth 

in their own composition, the r es ult s of thi s study 

str o ngly suggest that members of the experime ntal group 
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were recognizing patterns that were far more mature 

syntactically than their own. 

Therefore, a sentence-combining study for three 

trimesters wo uld . be profitable. The students would receive 

one sentence-combining problem on the blackborad each day. 

The sequence of kernels us ed each day would relate t o the 

students, to sports, or to school activities. Together 

the class memb e rs would solve each problem. Occasionally 

the stud e nts wo uld be asked to write a short theme using 

various types of embedding that they had learned. Hence, 

after months of daily exp osure to sentence-combining, the 

stude nts' syntactic growth would appear in their writing. 
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