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The problem of applying the findings of scientific 

research in linguistics to the teaching of English was the 

basis for this study. 

If experimental evidence were available indicating 

the value of teaching structural linguistics, perhaps English 

teachers would attempt action research. This experiment was 

designed to discover if such evidence could be found. 

Specifically, the purpose of this study was to 

determine if there might be a greater improvement in the 

composition writing of students who were taught structural 

linguistics than in the compositions of students who were 

taught traditional grammar, or, in those of a third group 

which was not taught grammar. 

The study included three average seventh grade 

classes of a school located in a mixed socio-economic neigh­

borhood . 

The materials used in the Experimental Group 

(Structural Linguistics) for fifty minutes weekly during 

ix 
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one semester consisted of adaptations of Paul Roberts' 

Patterns of English including the four form classes. 

For an equivalent period Control Group I (Traditional 

Grammar) was taught the traditional parts of speech—nouns, 

verbs, adjectives, and adverbs. 

Control Group II received no instruction in grammar 

for the same period. For fifty minutes each week this group 

engaged in free reading. 

Writing, listening, and speaking activities for all 

the groups were identical in the remaining four periods each 

week. 

STEP Writing Tests, STEP Essay Tests, and teacher-

assigned themes were administered before and after the 

experiment as measures of writing ability. 

Improvement in composition was assumed if there were 

positive differences between the scores on the preliminary 

and post-experiment tests. 

Initial differences among the groups in writing 

skills and in intelligence, as measured by the Otis Mental 

Maturity Test, had little effect on this study since there 

were low correlations between all the initial tests and 

improvement in writing ability. 

Computers analyzed the raw data and produced cor­

relations, analyses of variance, and critical ratio tests 

of significant differences. 



The Structural Linguistics Group showed a greater 

mean improvement in writing ability than the Traditional 

Grammar Group and Control Group II (No Grammar) on all three 

tests of writing skill. 

This result was significant at the .05 level only 

when measured by the differences between the preliminary 

and post-experiment STEP Writing Tests. 

Confidence was placed in the STEP Writing Tests 

since these were graded objectively, were statistically 

reliable, and measured proficiency in all writing skills. 

These findings upheld the hypothesis that the 

teaching of an introduction to structural linguistics has 

a significantly greater effect than traditional grammar or 

the absence of grammar on improving compositions. 

No significant differences were revealed in writing 

improvement between Control Group I (Traditional Grammar) 

and Control Group II (No Grammar). This agrees with results 

of previous studies. 

The positive effect of structural linguistics on 

composition might be explained by its instructional method. 

The student supplies words which fit the pattern frames of 

the form classes, focuses his attention on basic sentences, and 

practices composing varied sentences using the form classes. 
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Also, this study may be valuable as an example for 

other action research studies which might find answers to 

these questions: 

1. Will the teaching of linguistics, using various 

texts of structural and transformational grammar, at various 

grade levels for periods of one semester to one year have a 

significantly greater effect than traditional grammar on 

improving composition? 

2. Will a sequential program in linguistic study 

from grades seven through twelve have a significantly greater 

effect on improving writing than the sequential program in 

traditional grammar? 

3. Will a functional approach to teaching structural 

grammar, integrating it with composition and literature, 

have a significantly greater effect on improving composition 

than the teaching of structural grammar as a separate subject? 



CHAPTER I 

INTRODUCTION 

Twentieth century research in the science of linguis­

tics, based on the advances of nineteenth century philology, 

has produced a revolutionary, scientific description of our 

language. Structural linguistics "has now opened to teachers 

of English a door to new insights and new learning. It offers 

materials for a realistic and scientifically sound method­

ology in developing the ability to use the language with 

increasing skill and power."! As a result, the problem of 

applying the findings of this scientific research to class­

room teaching has become a crucial one in the teaching of 

English at all levels. 

For more than thirty years English teachers have 

been exposed to the findings of linguistic science through 

their journals and in-service education programs. Despite 

this exposure to the new knowledge, few teachers and fewer 

school systems have made an effort to introduce structural 

linguistics into the English curriculum. This may be due to 

1. The National Interest and the Teaching of Eng­
lish, A Report on the Status of the Profession Prepared by 
the Committee on National Interest (Champaign, Illinois: 
The National Council of Teachers of English, 1961), p. 74. 

1 
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the fact that many teachers who have been educated in tradi­

tional grammar are wary of change and feel that it satisfies 

their needs, the needs of their students, and the community. 

Other English teachers feel that the teaching of any type of 

grammar should be completely functional and held to a minimum 

because of their greater concern with the improvement of stu­

dent writing. 

Another obstacle to the introduction of linguistic 

science into the English curriculum of the public schools has 

been the reluctance of the many institutions responsible for 

the training and preparation of teachers of English to 

introduce courses in the new science.2 Therefore, the prob­

lem of applying the results of linguistic research exists not 

only in the elementary and secondary classrooms but also in 

the universities. The latter might hasten the revolution 

in English teaching if prospective teachers were equipped 

with knowledge and practice in the science of linguistics. 

However, the greatest obstacle to the application of 

scientific method and knowledge to classroom teaching may be 

the way traditional research has tried to affect the work of 

the teacher. Research specialists at the university level 

have attempted to apply the results of research from other 

sciences to Education. The impetus for this type of research 

2. Ibid 



has usually come from educational problems which the profes­

sional researcher recognizes as requiring study and experi­

mentation. The purpose of such fundamental research has been 

"to formulate new generalizations in the form of observed 

uniformities, principles, or scientific laws . . . so as to 

justify conclusions extending beyond the populations and sit­

uations studied.Fundamental researchers believe that as 

a result of their studies, practice will improve, and they 

expect this to be brought about by others. They usually do 

not work directly at translating their results into action. 

For them the problem of applying research findings to class­

room teaching is usually limited to publishing clear and 

concise reports which may be easily followed by teachers in 

the field.4 After the generalizations have been disseminated 

through professional publications, lectures, in-service 

meetings, and occasional demonstrations, the practitioner, 

i.e., the classroom teacher, is expected to absorb the new 

ideas and find ways to initiate their use in the classroom. 

The gap between research and the improvement of 

educational practices has often been noted in the lag between 

3. Stephen M. Corey, "Fundamental Research, Action 
Research, and Educational Practices," Growing Points in 
Educational Research, Official Report of the American Edu­
cational Research Association, Symposium I (Washington, D.C.s 
American Educational Research Association, 1949), p. 261. 
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the discovery of new educational principles and their intro­

duction to classroom teaching.5 Proponents of action research 

attribute this lag to the fact that traditional research usu­

ally has been accomplished at a theoretical level. Action 

researchers believe that research should be motivated by the 

teacher's own desire to solve a problem of classroom practice. 

They claim that "changes in practice are more likely to occur 

if they are a consequence of inquiry in which the teacher 

has been involved and are based upon evidence he has helped 

procure and interpret in his attempts to solve an instruc­

tional problem important to him."6 

If such an action research program were followed, the 

role of the university research consultant might change. His 

task would be to help the teacher who wishes to solve a 

particular problem to work out a simple plan of classroom 

research. This would enable the teacher to try various 

methods of instruction and to evaluate them in an effort to 

reach generalizations which would be applicable to his own 

classes and to similar classes which he would teach in the 

future. Most important, by testing hypotheses in action, 

5. Stephen Corey, Action Research to Improve School 
Practices (New York: Bureau of Publication, Teachers Col-
lege, Columbia University, 1953), p. 6. 

6. Ibid., pp. 8-9. 
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the teacher will be practicing, in the course of his inquiry, 

"the changed behavior that he has decided is more promising."7 

This type of research is limited in its goals but 

seems to have two main virtues. First, the basis for the 

research is a problem which the teacher himself wishes to 

solve. With the help of the research consultant he realizes 

that he can solve his own problem through the application of 

research techniques. He may be motivated to learn the needed 

techniques by this desire to solve his problem. As a result, 

research methods which were unreal for him as a st'ident in 

education now become meaningful. His fear of using statis­

tics in recording and evaluating data will probably be min­

imized. 

The second virtue of action research lies in the 

changed attitude of the teacher toward experimentation. 

Since he is directly involved in trying out a new procedure, 

he may discover the pleasure that comes from making teaching 

and learning experiences more exciting through changing edu­

cational practices. It is possible that this change in atti­

tude will encourage him to try to solve other teaching prob­

lems in this same way. He sees the result of the scientific 

approach to teaching and is more likely to encourage his stu­

dents to use the same method in solving their learning prob­

lems. 

7. Ibid., pp. 9-10. 
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The teacher involved in action research is thus, per­

haps for the first time, applying the problem approach to 

teaching and learning. Although the problem method has been 

effective in creating independent students who can solve prob­

lems and think critically, it seldom seems to have been will­

ingly applied by classroom teachers who have not felt the 

value of the experience in their own learning. Therefore, 

"action research ... is a direct and logical outcome of 

the progressive position. After showing children how to work 

together to solve their problems, the next step was for 

teachers to adopt the methods they had been teaching their 

children, and learn to solve their own problems coopera­

tively."8 

Thus, confidence is developed and the door is opened 

for further study. Teachers may become "more flexible in 

their thinking and more receptive to new ideas."9 It would 

follow that some teachers of English might investigate the 

science of linguistics. 

Therefore, perhaps through action research, teachers 

may best convince themselves of the validity and usefulness 

of structural linguistics as the basis for their English 

8. Harold L. Hodgkinson, "Action Research—A 
Critique," Journal of Educational Sociology, 31:139, Decem­
ber, 1957. 

9. Ibid., p. 141. 
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teaching. "Pure research findings are not likely to be 

accepted as valid and will not be used by teachers in the 

classroom unless they see for themselves whether a principle 

works out well in practice. Moreover, practices that get 

good results for one teacher are often picked up and tried 

by others."10 The first step, however, must be taken by the 

teachers to solve an instructional problem. For example, 

many English teachers are searching for ways to improve their 

students* ability to write compositions. If, in their need 

to solve this problem, some teachers will use action research 

to evaluate the effect of structural linguistics on improving 

composition, the incorporation of structural linguistics into 

English teaching may be initiated. 

The Problem 

Statement of the Problem 

The purpose of this experimental study was to dis­

cover if there might be a greater improvement in the writing 

of students who were taught structural linguistics than in 

the compositions of students who were taught traditional 

grammar, or, in those of a third group which was not taught 

grammar. 

10. Jane Franseth, "Improving the Curriculum and 
Teaching Through Action Research," School Life, 42:10, 
December, 1959. 



The latter aspect of the study was added as a check 

on previous research studies which have indicated that there 

was no significant difference in composition improvement 

between a group taught traditional grammar and a group which 

had not been taught formal grammar.11 

Various hypotheses were tested in this experiment: 

1. The teaching of an introduction to structural 

linguistics will have a significantly greater effect than 

traditional grammar on improving student writing. 

2. The teaching of an introduction to structural 

linguistics will have a significantly greater effect than 

no instruction in grammar on improving student writing. 

3. The teaching of traditional grammar will have a 

significantly greater effect than no instruction in grammar 

on improving student writing. 

4. There will be no significant difference in the 

effects of structural linguistics, traditional grammar, and 

the absence of grammar instruction on improving student 

writing. 

Importance of the Study 

The present study assumes that although traditional 

grammar might not have the effect of improving student 

11. Ingrid M. Strom, "Summary of Investigations 
Relating to the English Language Arts in Secondary Education 
1960-61," The English Journal, 51:123, 125, February, 1962. 
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writing, structural linguistics may prove more successful in 

this regard because it is a more accurate description of how 

the English language works. There has been little study of 

the effect of structural linguistics on composition, although 

the problem of improving composition is a crucial one to most 

English teachers. This experiment is important as an example 

of action research which will indicate how structural linguis­

tics may be introduced into the English classroom by the 

teacher and how its effectiveness in improving student compo­

sitions may be evaluated. The primary value of individual 

or cooperative research lies in its effect on the classroom 

teaching of the practitioner who does the research. However, 

it is possible that the method of the experiment and the 

enthusiasm of the researcher may be applied to a more exten­

sive cooperative action research study from which generaliza­

tions applicable to all grade levels and other school systems 

may be derived. 

Limitations of the Study 

Generalizations from the results of this study will 

be carefully limited since the experiment involved only three 

average seventh grade groups in one junior high school in 

which the experimenter himself was a teacher. The experiment 

was restricted to only one semester because of the requirement 

to review, during the second semester, the traditional gram­

mar missed by two of the groups. The number of concepts in 
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structural linguistics taught during the one semester period 

was confined to the four form classes which were comparable 

to the four parts of speech—noun, verb, adverb, adjective— 

ordinarily taught in traditional grammar by the teacher dur­

ing the first semester. 

Definitions of Terms Used 

Science of Linguistics 

In this study the "science of linguistics" will refer 

to the general study of language, which includes the histori­

cal, comparative, and current descriptive study of sounds, 

forms, meanings, and functions of words and sentences. 

Structural Linguistics 

The more specialized field of the study of language, 

which describes the form of language in terms of its sounds, 

words, and patterns without reference to meaning, is inter­

preted as "structural linguistics." 

Traditional Grammar 

In contrast to the above definitions, "traditional 

grammar" is interpreted as the great body of prescriptive 

rules which developed in an attempt to mold the English lan­

guage to Latin grammar. 
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Action Research 

Research carried on by an individual teacher, or coop­

eratively by a group of teachers, as a means of finding a 

solution to an actual teaching problem is, in this study, 

interpreted as "action research." It also includes the 

attempt to apply the results of research in other sciences, 

such as linguistics, to classroom practice. 

Fundamental or Pure Research 

In contrast to action research, "fundamental research" 

will indicate research carried on at the university level by 

specialists in sciences and education who are usually not 

classroom teachers and whose goals are to discover general­

izations which are applicable to large, general populations. 

Description of the Study 

Setting 

The experiment was conducted at Doolen Junior High 

School, Tucson, Arizona, a two year junior high school of 

about nine hundred pupils in which ability grouping was used 

in all the academic classes. The neighborhood from which 

pupils were drawn was the northeast part of Tucson, with 

families ranging from unemployed to the highest socio­

economic status. There were no students with second language 

problems, and there were no non-white pupils in the school 

at the time of the experiment. 
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Teachers 

The teacher of the three groups had a knowledge 

of structural linguistics and Roberts' Patterns of English/ 

acquired through course work, personal reading, and in-service 

education. 

Three teachers in the English department -who special­

ized in teaching composition consented to serve as graders of 

the themes assigned to all the groups as part of the prelim­

inary and post-experiment evaluation phases of the study. 

Subjects 

Three average seventh grade classes were chosen for 

this experiment containing twenty-seven, twenty-nine, and 

thirty-one pupils. No attempt was made to match or equate 

the groups because it was one of the purposes of this exper­

iment to give an example of action research which could be 

conducted by any English teacher with the groups assigned to 

him. However, it was possible under the system of ability 

grouping in the school to use only average groups for the 

study and thus eliminate the extreme variability in English 

writing skills present in low ability or high ability groups. 

The system of ability grouping used by the counsel­

lors at the school had been in effect for a period of six 

years. The evaluation of the records of incoming seventh 

grade students included the stanines of their standardized 
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reading and language tests and their sixth grade teacher 

recommendations. Students in the eighth and ninth stanines 

on reading and language tests who were recommended by their 

teachers were assigned to high ability groups in English. 

Those who were in the first, second, and third stanines on 

reading and language tests who were recommended by their 

teachers were placed in low ability groups. 

The remaining incoming seventh grade students were 

divided into average class sections and were assigned to the 

seventh grade English teachers at random. Three of these 

groups were assigned to the experimenter and used in this 

study. 

By accepting these groups the usual experimental proc­

ess of singling out individuals and assigning them to the 

experimental and control groups was avoided. Employing nor­

mal classroom groups and a regularly assigned teacher was a 

means of minimizing individual reactions to the experimental 

situation-^ which might produce the Hawthorne effect. 

The Hawthorne effect is a phenomenon charac­
terized by an awareness on the part of the subjects 
of special treatment created by artificial experi­
mental conditions. This awareness becomes compounded 
with the independent variable under study, with a 
subsequent facilitating effect on the dependent 
variable, thus leading to ambiguous results.^ 

12. Desmond L. Cook, "The Hawthorne Effect in Edu­
cational Research," Phi Delta Kappan, 44s116-122, December, 
1962. 

13. Ibid., p. 118. 
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To avoid such awareness or special treatment of the 

subjects in any of the groups, the participants were not told 

of their involvement in an experimental situation. The neces­

sary testing was done as if it were part of the beginning and 

end of a semester's evaluation, and no special testing was 

done during the semester. 

The effects of the personality and enthusiasm of the 

teacher for the experimental method of instruction were ruled 

out by preparing the lesson plans carefully, following them 

closely, and keeping an anecdotal record of teacher direc­

tions, pupil responses, and the time spent on each activity. 

Sample lesson plans and anecdotal records are included in 

Appendix B. 

Preliminary Testing 

Sequential Tests of Educational Progress—Writing. 

To determine the level of writing ability of the students in 

the three groups, the Sequential Tests of Educational Prog­

ress (STEP)—Writing Test of the Educational Testing Service 

was administered during the opening days of school before the 

experiment was begun. A test was needed which would measure 

the full range of skills involved in good writing. 

The STEP Writing Test meets these needs because it 

measures student proficiency in 

1. Organization. Reasonable ordering of ideas, 
events, facts, etc. 



15 

2. Conventions. Attention to syntax or 
sentence structure, diction in the sense 
of gross errors of word choice, punctua­
tion, and spelling. 

3. Critical Thinking. Detection of unstated 
assumptions, perception of cause-and-
effect relationships, and anticipation of 
the needs of the reader. 

4. Effectiveness. Adequacy of emphasis, ade-
quacy of development, exactness of expres­
sion, economy, simplicity, and variety. 

5. Appropriateness. Choice of a level of 
usage suitableto the purpose and the 
reader; i.e., using the right "tone" and 
and appropriate diction and employing 
tact where desirable. 

Of special importance to the purpose of this experi­

ment, which was concerned with the effect of instruction in 

structural linguistics or traditional grammar on composition, 

was the second item in the above list, which included syntax, 

sentence structure, and word choice. If there is an effect 

on writing as a result of the study of grammar, either 

structural or traditional, it is in this area of sentence 

structure that it would be observed. 

Since Level 3 of the STEP Writing Test was designed 

for use in grades seven, eight, and nine, Form 3A was admin­

istered in the preliminary test phase of this experiment. 

14. Sequential Tests of Educational Progress, 
Manual for Interpreting Scores, Writing (Los Angeles: 
Cooperative Test Division, Educational Testing Service, 
1957), p. 9. 
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Content validity in the STEP Tests was insured through 

reliance on well-qualified persons to construct the tests. 

Although the STEP Writing Test was a multiple choice test, it 

involved not only finding the errors in writing samples, but 

also selecting a revision of the passage "which most satis­

factorily solves the problem in relation to the purpose of 

the writing."15 

Reliabilities and standard errors of measurement for 

the test were obtained through the use of the Kuder-Richardson 

Formula 20. 

Estimated reliabilities and standard error of meas­

urement for Level 3 of the writing test are given by the pub­

lishers as follows:^ 

TABLE 1 

RELIABILITY AND STANDARD ERROR OF STEP WRITING TEST 

Test 
Number 
of 

Items 

Total Group 

N Mean* S.D.* 

100-Case 
Sample 

Mean* 
Relia­
bility 

S.E.* 
Me as. 

Writing 
Form 3A 
Grade 8 60 464 28.23 9.86 29.85 .88 3.47 

•Entries are in raw score units. 

15. Ibid. 

16. Sequential Tests of Educational Progress, 
Technical Report (Los Angeles: Cooperative Test Division, 
Educational Testing Service, 1957), p. 10. 
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Sequential Tests of Educational Progress—Essay. 

Because the STEP Writing Test did not include any writing by 

the student which could be evaluated, the STEP Essay Test was 

added to the preliminary testing phase of the study as another 

evaluation of student writing ability. 

Since teacher judgments of student compositions are 

variable, the STEP "Essay Tests were developed in the hope of 

assisting teachers to check their judgments of the ability to 

write. 

The test consists of a brief paragraph giving a topic 

for the student to write about. The student has thirty-five 

minutes to read the paragraph, plan, and complete his writing. 

His performance is scored on the basis of three factors, 

weighted as follows: 

Quality of thought 50% 
Style 30 J 
Conventions 205110 

Again, since the concern in this experiment was with 

the effect of grammar on writing, it was of special interest 

to note the mention of structure and diction under the topic 

17. Sequential Tests of Educational Progress, 
Handbook for Essay Tests (Los Angeles: Cooperative Test 
Division, Educational Testing Service, 1957), p. 3. 

18. Ibid., p. 5. 
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of style in the manual, and the reference to grammar under 

the topic of conventions.^ 

The student's writing performance on the Essay Test 

was scored by comparing his paper with other student papers 

which had already been rated by experts. The STEP Handbook 

for Essay Tests supplied samples of such essays with the 

appropriate rating scores, which ranged from a high of seven 

to a low of one. 

The large number of readers and careful checking of 

the topics for each grade level insured a high validity for 

each topic and the sample rated essays. 

The estimated score reliabilities and standard errors 

of measurement for Level 3 of the STEP Essay Test are pre­

sented in the following table.20 

TABLE 2 

RELIABILITY AND STANDARD ERROR OF STEP ESSAY TEST 

Level 
Number of 
Examinees Reliability S.E.* Meas. 

3 384 .62 .79 

*Entry is in raw score units. 

19. Ibid. 

20. Ibid., p. 30. 
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The standard error of measurement indicates "that 

if a student were tested a number of times, a majority of his 

essays would be judged similar to the samples indicating the 

same level of ability. 

Theme Topic Selected by Teacher. In addition to the 

STEP Writing and Essay Tests, a theme on a topic assigned by 

the teacher was included in the preliminary testing phase. 

The themes written by the students were graded by three 

English teachers in the English Department of the school 

described in the study who were specialists in the teaching 

of composition and who had no knowledge of the pupils in the 

experimental situation. This evaluation was added in order 

to compare the standardized STEP Test scores with the more 

subjective ratings given by classroom teachers to the regu­

larly assigned theme topics. If there was a high correlation 

between the standardized test scores and the teacher ratings 

of the themes, it might be concluded that the teachers' 

ratings were as accurate in measuring pupil writing ability 

as the standardized tests were. Therefore, teachers in the 

future who wished to measure pupil writing ability might rely 

on theme grading by other teachers rather than undergo the 

time and expense of administering standardized tests. 

21. Ibid. 
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Post-Experiment Testing 

Improvement in composition or writing skills was 

assumed to have occurred if there were positive differences 

between the scores on the preliminary tests and the scores on 

the tests given at the end of one semester of instruction. 

STEP Writing Test 3B, STEP Essay Test 3Bf and another 

teacher-assigned theme topic were used as the tests following 

the semester of the experiment. Again, all the tests were 

administered to the three groups under identical conditions. 

In this phase additional care was taken to prevent any stu­

dent from being aware of having participated in an experiment. 

Such care aided in eliminating extraneous influences on the 

test results. 

Materials of Instruction: 
The Experimental Group 

Lesson plans and anecdotal records of the Experimen­

tal Group which received instruction in structural linguis­

tics for a period of fifty minutes per week will be found in 

Appendix A. The Experimental Group, which was chosen at ran­

dom from the three average seventh grade English classes 

assigned to the teacher, was introduced to Part I of Paul 

Roberts' book, Patterns of English.22 

22. Paul Roberts, Patterns of English (New York: 
Harcourt, Brace and Company, 1956). 
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Roberts* book is an introduction to structural lin­

guistics written primarily for high school students and was 

the only one available for secondary school instruction at 

the time of the experiment. The lesson plans for the Exper­

imental Group, therefore, represent an attempt to adapt 

Roberts' method of presentation to the level of seventh 

grade students. The method of Patterns of English involves 

an inductive approach to teaching the form classes and 

included much synthesis, i.e., the composing of examples of 

the form classes and sentences. 

Adapting Part I of Patterns of English was made 

easier because it teaches the four form classes of English 

for which Roberts has used the traditional terms of nouns, 

verbs, adjectives, and adverbs. The use of these familiar 

terms also aided in disguising the method's experimental 

nature from the students in this group. 

The experimental group was limited to the four form 

classes in Part I of Patterns of English, because the rec­

ommended grammar study in the school for traditional grammar 

in the first semester was nouns, verbs, adjectives, and 

adverbs. Also, this would make it possible to abide by an 

agreement which was made with the principal of the school to 

review these grammatical elements in the traditional manner 

during the second semester of the year, after the completion 

of the first semester experiment. 
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The remaining four periods per week were spent in 

writing, listening, and speaking activities. These were 

taught in the same manner to each of the groups, following 

the same lesson plans and allotted times as shown in 

Appendix B. 

Materials of Instruction: 
Traditional Grammar, " 
Control Group ~T~. 

A second group, designated Control Group I, was 

taught an equivalent one period a week of traditional 

grammar for one semester. The state adopted textbook, 

Language for Daily Use,23 was used, selecting only the chap­

ter sections on the traditional parts of speech—nouns, 

verbs, adjectives, and adverbs. The traditional method of 

presenting these four parts of speech in Language for Daily 

Use emphasized the deductive approach. This included the 

definition of the part of speech first and continuing with 

examples and analysis, i.e., the picking out of the part of 

speech from sentences in the text. 

Writing, listening, and speaking activities in the 

remaining four periods per week were identical with those 

of the Experimental Group. 

23. Mary C. Foley, Katherine Connell, W. Leslie 
Garnett, Language for Daily Use. Grade 7 (Yonkers-on-Hudson, 
New York: World Book Company, 1949). 
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Materials of Instruction: 
No Instruction in Grammar, 
Control Group TT 

The third and remaining group, designated Control 

Group II, received no instruction in grammar. Instead of a 

period of grammar instruction, this group engaged in a free 

reading program using library books and class sets of liter­

ature anthologies with no instruction from the teacher. 

This free reading period, which also included some study 

time for homework from classes other than English, was 

scheduled for one period or fifty minutes per week to match 

the equivalent time spent in the study of structural lin­

guistics and traditional grammar in the other two groups. 

Control Group II was added in order to be able to 

check the results of related research which have indicated 

that groups receiving no instruction in grammar show at least 

the same improvement in writing as those who have studied 

traditional grammar. 

As in the Experimental Group, the limit of one semes­

ter was necessary in Control Group II. In order to insure 

continuity of future instruction and to meet the junior 

high school curriculum requirements, the traditional gram­

matical concepts which would be needed for eighth grade and 

high school English were taught to this group during the 

second semester of the seventh grade. 
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Procedures for Analysis of the Data 

Otis stanines as measures of intelligence were 

obtained from counselors' records to determine if there were 

any significant differences in intelligence among the groups. 

In addition, the means of the initial test scores of all the 

groups were determined in order to ascertain if there were 

any significant differences among the groups in writing 

skills at the beginning of the experiment. 

The initial and post-experiment scores on all the 

tests and the Otis stanines were correlated in order to 

determine if the Means were "independent, i.e., when the sets 

of measures from which the M's are derived are uncorre­

cted . . ."24 

Since there were low correlations among the means of 

all the initial and post-experiment tests in all the groups, 

the statistical technique of analysis of variance was applied 

to the problem of determining the significance of the dif­

ference between the means of the preliminary and post-

experiment tests. "The value of analysis of variance in 

testing experimental hypotheses is most strikingly demon­

strated in those problems in which the significance of the 

differences among several means is desired."25 

24. Henry C. Garrett, Statistics in Psychology and 
Education (New York: Longmans, Green and Company, 1966), 
p. 277. 

25. Ibid., p. 279. 



The differences between the preliminary and post-

experiment scores on each test were analyzed for each group. 

In addition, comparisons of the test differences among all 

the groups were made. 

Differences were also analyzed between the Experi­

mental Group (structural linguistics) and Control Group I 

(traditional grammar), between the Experimental Group and 

Control Group II (no grammar), and between Control Group I 

and Control Group II. 

Modern computers were used, under the direction of 

Dr. Tucker of the University of Arizona Numerical Analysis 

Laboratory, to analyze the raw data. The use of such com­

puters might indicate to teachers interested in action 

research that experimental studies may be made without the 

fear that the statistical procedures would be too difficult 

for teachers working in the classroom. 

The analysis of this data was used to find answers 

to the following questions: 

1. Was the effect of any of the methods (structural 

linguistics, traditional grammar, or no grammar) signifi­

cantly greater than any other method in improving writing 

skills as measured by any of the tests? 

2. Was there any correlation between intelligence 

(as measured in Otis stanines) and improvement in writing 

skill under any of the methods? 
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3. Was there a significant difference in writing 

improvement among the boys or girls as a result of any of 

the methods of instruction? 

4. Was there a significant difference initially 

among the groups in intelligence or writing skill? 

5. Was there a high correlation between tests 

initially, after the experiment, or between the preliminary 

tests and post-experimental tests? 

Outline of the Dissertation 

In Chapter II a summary of selected systematic 

studies of English grammar by structural linguists is 

presented as they relate directly to this study. An exam­

ination was made of the literature that exists concerning 

the application of structural linguistics to the teaching of 

English composition. In addition, the experimental studies 

of the relationship between structural linguistics and writ­

ing was summarized. The limitations of these studies are 

discussed and related to the purpose of this experiment. 

In Chapter III are presented the experimental 

results and statistical evaluation of the study. 

The conclusions with regard to the entire study are 

summarized in Chapter IV. In addition, Chapter IV outlines 

proposals for research studies in the application of struc­

tural linguistics to the English curriculum. 
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The appendices include anecdotal records and the 

lessons in structural linguistics, based on the early chap­

ters of Paul Roberts' textbook for high school English, 

Patterns of English, which were developed in the course of 

the experiment. They also include samples of the lesson 

plans and records kept by the experimenter of other class­

room work used in this study. 



CHAPTER II 

SURVEY OF THE LITERATURE 

The literature in the field of structural linguistics 

is so extensive that the first part of the survey has been 

limited to a discussion of some of the basic concepts of the 

science of language or linguistics and a brief summary of the 

four grammars: traditional grammar, historical grammar, 

structural grammar, and generative or transformational gram­

mar. In addition, summaries of two systems of structural 

grammar which are directly related to the material used in 

this experimental study have been presented. 

An additional phase of the survey includes summaries 

of some suggested applications of structural linguistics to 

the English curriculum. 

The most important part of the survey considers the 

experiments which have been conducted in the application and 

relationship of structural linguistics to the teaching of 

composition. 

Some Basic Concepts of the Science of Linguistics 

Definitions of Language 

The debt owed by modern linguists to Otto Jespersen 

is illustrated by his definition of language as a set of 

28 
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"habitual actions" which are determined by the previous 

experience of the speaker and which he may vary to suit his 

needs. He emphasized, as do the contemporary linguists, 

that, as the speaker alters his language habits to meet 

changing needs, in the course of time this process may lead 

"to new grammatical forms and usages."2*> 

Sturtevant combined the physical and the social 

aspects of language by defining it as "a system of arbi­

trary vocal symbols by which members of a social group 

cooperate and interact."2^ 

The linguist thus studies language primarily as 

speech. He considers speech closer to the language than 

writing, which is but a poor graphic representation of 

spoken sounds.28 This does not mean that the linguists are 

not concerned with the values of written language and think 

that speech is everything. However, it does mean linguists 

would agree that we must know how people speak before we 

know how they write.29 

26. Otto Jespersen, The Philosophy of Grammar 
(London: G. Allen and Unwin, Ltd., 1924), p. 29. 

27. Edgar H. Sturtevant, An Introduction to Linguis­
tic Science (New Haven: Yale University Press, 1947), p. 2. 

28. George H. Owen, "Linguistics: An Overview," 
Elementary English, 39:421, May, 1962. 

29. J.J. Lamberts, "Basic Concepts for Teaching from 
Structural Linguistics," The English Journal, 49:173, March, 
1960. 
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Jespersen's concept that language varies to meet the 

needs of the speakers may provide a basis for the study of 

levels of usage in the English curriculum. Students could 

study examples of the speech and writing of all groups in 

our society and might arrive at standards for judging the 

effectiveness and appropriateness of these examples. By pro­

viding the opportunity for such an inductive procedure, the 

teacher would be giving his students an opportunity to par­

ticipate in the excitement of discovery, which is one of the 

prime values of the linguist's method of study. 

Methods of Studying Language 

Beginning with speech, therefore, linguists study 

language objectively and describe it in minute detail. The 

structural linguist may draw on thousands of utterances 

available through recordings of actual conversations, or he 

may limit himself to a great variety of written language. In 

either case, his examination of the language leads him to a 

description which is orderly. He discovers that "language 

is inherently systematic and it can be studied with reference 

to such a system."30 

The tools of the linguist in studying language are 

the techniques of science. He follows the pattern of 

30. Ibid., p. 174 
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inductive reasoning, beginning with careful observation and 

collection of data. Without preconceived premises, he col­

lects data until a pattern begins to emerge. He forms an 

hypothesis to explain this pattern and tests it against new 

data.31 

Specifically, the linguist begins his study with the 

basic sounds of the language called phonemes. A phoneme has 

been defined by Sturtevant as "a minimum unit of distinctive 

sound feature," or as "a single speech sound or a group of 

similar speech sounds, which in a given language function in 

the same way."32 

Having isolated these significant sounds, he attempts 

to describe how they are organized into a system of sound 

usage—a phonology. 

Another stage of the study is discovering how 

phonemes are put together to form patterns which transmit 

meaning. These combinations are called morphemes, and the 

way morphemes operate is the morphology of a language. 

At this point in the study the linguist includes a 

description of the intonation system—stresses, pitches, and 

junctures—which affect meaning in speech. 

31. Owen, op. cit., p. 424. 

32. Sturtevant, op. cit., p. 9. 
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Finally, the study of a language leads to the anal­

ysis of utterances, large patterns of morphemes which trans­

mit ideas. "The study of the way utterances are created, 

the structures of which morphemes are the building blocks, 

is called syntax. "^3 

It may prove valuable to give students the experi­

ence of using the linguist's method of studying a language. 

Listening to each other and to tape recordings in order to 

try to isolate the phonemes of English might be the begin­

ning of such an experience and could lead to the develop­

ment of the students' own phonetic alphabet. The study of 

morphemes, the smallest units of the language which have 

meaning, may form the basis for students' understanding 

root words from which others can be built. They might also 

enumerate the prefixes and suffixes which add new meanings 

to basic words. 

Listening and reading aloud might give students 

experience in noting the pauses and the changes in pitch and 

loudness which make up the intonation system of the language. 

Discovering how this system affects much of the punctuation 

in the selections they read and write could help students 

build their own system of punctuation which might be more 

meaningful than memorizing textbook rules. 

33. Owen, op. cit., p. 425. 
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The analysis of the larger structures of language, 

the study of syntax, could become the major phase of teach­

ing grammar inductively. Students would analyze the sentences 

in books and in their own writing and find the basic patterns 

of English sentences. Then they might proceed to a study of 

ways in which these basic patterns are modified and expanded. 

From analysis they might gain a knowledge of structure, but 

from synthesis, the composing of sentences, they could gain 

an effective command of both the basic and expanded patterns. 

Definition of Grammar 

The entire study, then, is an effort to discover the 

unique structure of the language. The sum of the structural 

features of a language is its grammar.^4 pooley further 

defines grammar as "the observation of the forms and arrange­

ments of English words as they are employed singly and in 

combination to convey meaning in discourse."35 

Although Pooley1s definition may be generally satis­

factory, there are in existence today at least four major 

schools of grammatical thought in English. 

34. Lamberts, op. cit., p. 175. 

35. Robert Pooley, Teaching English Grammar (New 
York: Appleton-Century-Crofts, Inc., 1§57), p. 104. 
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Summary of the Four Grammars 

Traditional Grammar 

Traditional grammar, still the predominant system of 

our time, is taught in schools and colleges, although it is 

being challenged by the increasing knowledge of linguists. 

Traditional grammar is prescriptive. It attempts to estab­

lish definite rules of syntax and usage which must be learned 

and followed in order to preserve the standards of the lan­

guage . 

Eighteenth century traditional grammarians based 

their grammars on the classical models of Latin and Greek. 

Philosophically, they followed the ancient concept of an 

ideal language. They ignored historical change in language, 

or simply viewed such change as a corruption of good usage. 

Traditional grammarians seemed also to have based their 

rules on an intuitive knowledge of correctness in language.36 

The apparent ineffectiveness of teaching traditional 

grammar as a means of improving student writing may be due 

to the prescriptive and deductive nature of its method. The 

process of memorizing rules and their exceptions, and find­

ing examples of these in textbook sentences, seems to be 

36. Owen Thomas, "Grammatici Certant," The English 
Journal, 3:322, May, 1963. 
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unexciting and produces no measurable effect on the student's 

own writing. 

Historical Grammar 

In contrast to the intuitive approach of the tradi­

tionalists, nineteenth century philologists noted the simi­

larities in certain words in different languages and devel­

oped the theory of language families. Most important, the 

historical grammarian illustrates how word forms change over 

the centuries. He uses this historical knowledge to explain 

the intricacies and irregularities of the English language.37 

A knowledge of the development of language and the 

history of the English language could form part of the core 

of a sequential English curriculum from seventh to twelfth 

grades. Such a program could begin in the seventh grade with 

a study of the early history of language as the basis for 

the origin of human civilization. It could continue in high 

school with units on the development of different languages 

and language families in all parts of the world. Later the 

program could focus on the English language, its historical 

basis, and a description of its nature as an everchanging 

language following definite linguistic principles. 

37. Ibid., p. 323. 
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Structural Grammar 

The techniques developed by the historical linguists 

of objectively examining language records and observing and 

recording changes in the form and structure of language 

became the basis of the method used by the structural gram­

marians. Their interest centers on describing the language 

as it actually exists. They attempt to separate the form or 

structure of language from the meaning. Language study is 

divided into syntax and semantics. The structural linguist 

limits himself to syntax or structure alone since only this 

aspect of language can be studied objectively using the 

scientific method. 

The first level of syntax developed by the struc­

tural linguists contains the basic sounds or phonemes of the 

language. The second level includes the combinations of 

phonemes called morphemes, which are the smallest elements 

having meaning. The final level developed by the structural 

linguists is called the "phrase structure" level. Combina­

tions of morphemes comprise the phrase structures, e.g., 

noun phrases, verb phrases, and prepositional phrases.38 

This emphasis on scientific method led Lamberts to 

stress that; 

38. Ibid., p. 324 



. . . structural linguistics is more than another 
set of names for the parts of speech or another way 
of diagramming sentences. It is a completely dif­
ferent way of looking at language, of sorting out 
the data, of classifying findings. The emphasis is 
on the procedure rather than the results; on the 
guest rather than the goal. . . They[the struc­
tural linguists] want to give the student a tool 
for looking at his language so he can do the explor­
ing for himself.39 

Structural linguistics, then, offers to the English 

teacher a body of knowledge and a method of studying our 

language which can be communicated to students. The excite­

ment of the scientific method is encountered in science and 

mathematics courses. The study of English, using this 

method, might offer an additional challenge to students. 

Generative -sr-Transformational Grammar 

The most recent of the four grammatical systems is 

called generative grammar because it defines grammar as a 

system for creating or "generating" sentences. It outlines 

three parts of grammar. The first, "phrase structure," 

includes analysis of the basic forms of the language, 

descriptions of morphemes, and rules for combining morphemes 

into simple phrases. 

The second part of generative or transformational 

grammar develops rules for combining phrases and for trans­

forming basic sentences into more complicated forms. 

39. Lamberts, op. cit., p. 176. 



From structural and historical grammar, part three 

of generative grammar incorporates phonemics, the knowledge 

of how sound changes affect form.40 

As a total system, generative grammar may be 

described by the following process: 

If we apply the obligatory transformations of 
Part II [transformation rules] to the phrases produced 
in Part I [phrase structure], and if we then apply 
the appropriate word form rules of Part III 
[phonemics], the result will be a grammatical 
English sentence.41 

Transformational grammar, which is based on the work 

of structural linguists, may be used to help the student 

improve his sentence structure. Its application would 

include much practice in building expanded sentences from 

the basic patterns of English. 

A Brief Summary of Charles Fries' Structural Grammar 

Since this study made use of a high school textbook, 

Patterns of English, by Paul Roberts, it is essential to 

present a brief summary of Charles Fries' structural grammar, 

which Roberts used as a major resource when writing his 

text.42 

40. Thomas, op. cit., p. 325. 

41. Thomas, op. cit., p. 326. 

42. Paul Roberts, Patterns of English (New York: 
Harcourt, Brace and Co., 1956), p. 1. 
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Fries' position developed as an attempt to apply the 

scientific method of study to the English language as it 

exists. He rejects the traditional grammar because it is 

invalid for the true analysis of English. He asserts that 

"formal [traditional] grammar" is falsely oriented "and 

cannot be expected to provide any insight into the mechanisms 

of our language or any grasp of the processes by which lan­

guage functions."43 

In contrast to traditional grammar, Fries' grammar 

is derived from the observation of current American English. 

This observation was made through the aid of recordings of 

fifty hours of telephone conversations, which were then tran­

scribed for easy reference.44 

In his analysis, he first attacks the problem of 

reaching an objective description of a sentence. His exam­

ination of recorded speech shows that the units of communi­

cation are one of these: 

1. A single minimum free utterance. 
2. A single free utterance, but expanded, not 

minimum. 
3. A sequence of two or more free utterances. 45 

43. Charles C. Fries, The Structure of English 
(New York: Harcourt, Brace and Co., 1952), p. 277. 

44. Ibid., p. 3. 

45. Ibid., p. 25. 
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One of his initial assumptions concerning the sentence 

is that it "is a single free utterance, minimum or expanded, 

i.e., that it is 'free* in the sense that it is not included 

in any larger structure by means of any grammatical device."46 

Another assumption of Fries is that a "communicative 

utterance," a sentence, has both lexical and structural mean­

ing. Lexical meaning is defined as the meanings of the sepa­

rate words in the sentence as the dictionary records them. 

Structural meaning, which forms the basis for Fries' 

system of grammar, is defined as the set of signals which 

indicate such facts as the time of the action, the number of 

persons or things involved, and their relationship to each 

other. 

From this definition of structural meaning is derived 

Fries' definition of grammar: "The grammar of a language 

consists of the devices that signal structural meanings."47 

In examining the structural framework of English, 

Fries finds four parts of speech or form classes. The part 

of speech called "Class 1" by Fries consists of words which 

fit into such frames as: 

Class 1 
(The) food was good. 

Class 1 
(The) s were good. 

46. Ibid. 

47. Ibid., p. 56. 
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Class 1 Class 1 
(The) remembered the 

Class 1 
(The) went there. 

(In certain positions, Class 1 words are used without 
an article: 

Class 1 Class 1 
Corn is good. He bought bread . )4° 

Further analysis revealed another class of words. 

These are called "Class 2"  words and fit into such frames 

as: 

as: 

Class 1 Class 2 
(The) food is/was good. 

Class 1 Class 2 
(The) boys good. 

Class 2 
He them. 

Class 2 
They there.49 

"Class 3" words are those which fit into such frames 

Class 3 Class 1 Class 2 Class 3 
(The) good boys are/were good 

Class 3 Class 1 Class 2 Class 3 
The table is/was .50 

48. 

49. 

50. 

Ibid., pp. 75-79. 

Ibid., pp. 80-81. 

Ibid., pp. 82-83. 



42 

The fourth part of speech, "Class 4" words, are 

those which fit into such frames as: 

(The) 
Class 3 Class 1 Class 2 Class 3 Class 4 
good boy is/was happy there 

Class 3 Class 1 Class 2 Class 3 Class 4 
(The) pretty girls are/were sad 

Class 1 Class 2 Class 1 
(The) boy remembered (the) girl 

Class 1 Class 2 Class 1 
(The) girls remembered (the) boys 

Class 1 Class 2 Class 4 
(The) family went away 

Class 4 
clearly 

Class 4 

(The) 
Class 1 Class 2 Class 4 
group went 51 

Although the four form classes as delineated by 

Fries make up the bulk of the words in English sentences, 

there is a collection of 154 words in his recorded materials 

which Fries calls function words and which he sorts into 

fifteen groups.52 

The first three groups of function words are illus­

trated here: 

Group A: All words for the position in which the 
occurs: 

Group A 
(The) 

Class 1 
concert 

Class 2 
was 

Class 3 
good. 

(Examples of Group A words are: a, an, every, no, my, 
our, your, some, any, eighteen, etcTT 

51. Ibid., pp. 83-85. 

52. Ibid., pp. 87, 104. 



Group B; Words for the position occupied by may 
in this sentence frame: 

Group A Class 1 Group B Class 2 Class 3 
(The) concert may be good. 

(Examples of other function words which may fit this 
sentence frame are: might, can/ could, will, would, 
should, etc.) 

Group B continued: 

Group A Class 1 Group B Class 2 
The family had/was/got moved. 

Group A Class 1 Group B Class 2 
The people had to/ did move. 

Group A Class 1 Group B Class 2 
The boat was/got/kept moving. 

Group C: The one word not, as in these constructions: 

Group A Class 1 Class 2 Group C Class 3 
The concert was not good. 

Group A Class 1 Group B Group C Class 2 Class 3 
The concert may not be good.53 

The items of "function words" like those in groups 

A, B|f and C are few in number, but they are used so fre­

quently as to make up about one-third of the total bulk of 

the materials studied.54 

After classifying the words in an utterance, Fries 

attempts to describe the structural pattern of English sen­

tences. In searching for these patterns in different kinds 

of sentences he finds that: 

53. Ibid., pp. 88-92. 

54. Ibid., p. 104. 



. . . the structural signals are in the formal 
arrangements of the functioning units within the 
sentence itself. For these, the signals of the 
kind of sentence are, basically, contrasting 
arrangements of Class 1 and Class 2 words. Intona­
tion contrasts are a part of these signals, but 
they do not often furnish the sole distinguishing 
feature of the kind of sentence. Certain functional 
words, however, do play an important part in sig­
nalling the kind of utterances we call questions.55 

Classifying words and establishing the structural 

signals that distinguish different kinds of sentences lead 

Fries to a discussion of the functions performed by words 

within a sentence. He discusses the traditional terms of 

"subjects," "objects," and "modifiers," and arrives at 

descriptions of these terms based on their "contrastive 

arrangements" rather than on meaning. 

For example, he describes a subject as "simply that 

Class 1 word that is bound to a Class 2 word to form the 

basic arrangement of the sentence, and is identified and 

distinguished from other Class 1 words not by meaning but by 

certain contrastive arrangements."56 

One of Fries' major challenges to traditional gram­

mar is this use of definitions based on form and contrastive 

arrangements rather than meaning. In great detail he builds 

a system of analyzing sentence patterns using formulas with 

55. Ibid., p. 172. 

56. Ibid., p. 183. 
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symbols to represent the form classes and groups of function 

words.57 

Fries presents ten steps for the analysis of a 

present-day English sentence. An example of the final prod­

uct of such an analysis represented by symbols is the fol­

lowing: 

D 3 3  1 a f D l b 4 2 D 3  1 c f D l d f  2  f  i e  
-F - - -F + J+ F-
it it it he he 

In these symbols the numbers 1, 2_, 3, £ represent 
the four parts of speech; D is any """determiner," 
a Group A word; f represents a function word, and 
the capital letter under the f, the particular 
group to which the function word belongs. The 
letter exponents (la, l*5, etc.) indicate the 
"referents" of the Class 1 words (same exponent = 
same referent).58 

The above example of Fries' system of symbols serves 

as a probable reason for assuming that it would be difficult 

to teach to high school students. However, Fries* work in 

describing the structure of English could be a strong founda­

tion for the preparation of teachers of English. They could 

then make better use of textbooks for secondary schools 

which are being written by other modern linguists. 

Fries' work has impressed and influenced many modern 

grammarians. A statement by the respected grammarian, 

57. Ibid., p. 294. 

58. Ibid., p. 267-269. 
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Robert Pooley, will serve as a closing statement for the 

above brief summary of Fries' grammar: 

Fries has done a thorough and workmanlike job 
with his analysis. Convinced that the orientation 
of traditional grammar is false and that his system 
provides the means to a scientific analysis of 
English sentence structure, he has striven to make 
an objective and systematic description of the 
organization of English expression in terms which 
are structural in character. Within the framework 
of his own goals, he has succeeded admirably.59 

A Brief Summary of Paul Roberts1 

System of Structural Grammar7" 

Greatly influenced by Charles Fries, Paul Roberts 

attempted to develop a book which could serve as a bridge 

between the work of the structural linguists and the tradi­

tionally trained high school teacher of English. His book, 

Patterns of English, which was chosen for classroom use in 

this experimental study, achieves this goal. 

Roberts* original position is stated clearly in the 

introduction to Patterns of English; 

I have no intention here of attacking or ridi­
culing the older ways of presenting the English 
language in the schools. . . . When I came in touch 
with linguistic science, I reacted against it and 
wished to defend the tradition. ... I found myself 
giving ground . . . until I was forced to the reali­
zation that the picture of the language I was giving 
my students was false. *>0 

59. Pooley, op. cit., p. 68. 

60. Roberts, op. cit., pp. 1-2. 
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The influence of Pries on Roberts' analysis of the 

structure of English is shown in his use of four basic "form 

classes" instead of the traditional parts of speech. But 

Roberts makes the transition from traditional to structural 

grammar less difficult by using traditional nomenclature for 

the four form classes: nouns, verbs, adjectives, and 

adverbs.61 

Roberts explains that these form classes are large 

and contain thousands of words. He avoids the ambiguities 

of traditional definitions by defining these classes in 

terms of pattern. Illustrating this method is his defini­

tion of a verb "as a word that patterns like sing, beautify, 

or arrive. That is, it is a word which occurs in positions 

like those in which sing, beautify, and arrive occur."62 

Another feature of Roberts1 presentation is the use 

of "structure groups" which are similar to Fries' function 

word groups. Roberts classifies three important structure 

groups: "determiners," "auxiliaries," and "intensifiers." 

These structure words accompany and mark various form 

classes. With the form classes they form known patterns 

which hold together.63 

61. 

62. 

63. 

Ibid., pp. 1-24. 

Ibid., p. 13. 

Ibid., pp. 30-55. 



48 

One of Roberts' original contributions is a simpli­

fied presentation of seven basic sentence patterns. "These 

patterns can be modified and combined in almost endless ways, 

but at the base of our sentences are just these few patterns 

repeated over and over."6^ 

These patterns and their symbols may be summarized 

as follows: 

Pattern One. 

Noun Verb 1 2 Birds sing. 

Pattern Two. 

Noun Verb Adjective 1 2 3 Birds are beautiful. 

Pattern Three. 

Noun Linking Verb Noun 1 2 1 Canaries are birds. 

Pattern Four. 

Noun Verb Noun la 2 lb Canaries eat worms. 

Pattern Five. 

Noun Verb Noun Noun (or) 

Subject Verb Indirect Object Direct Object 

la 2 lb lc 

Charlie mailed Bert money. 

(Different exponents for Class 1 words refer to different 
referents.) 

64. Ibid., p. 70. 



49 

Pattern Six. 

Noun 

Subject 

la 

They 

Verb 

Verb 

Noun Noun (or) 

Object Object Complement 

elected Charlie president. 

(The same exponents for Class 1 words refer to the same 
referents.) 

Pattern Seven :f 

Noun Verb 

Subject Verb 

la 2 

I believed 

Noun 

Object 

lb 

him 

Adjective 

Adjective 

3 

honest.65 

(or) 

Roberts' analysis of English grammar can thus be 

described as the demonstration of the way in which the form 

classes and structure words combine to create the patterns 

of English. 

His contribution is vital because he makes it 

possible for the traditional English teacher to easily adapt 

to the knowledge of structural grammar. He lessens the dif­

ficulty of presentation to classes because of the availa­

bility of Patterns of English written for high school stu­

dents . 

65. Ibid., pp. 70-74, 169-173. 
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Literature on Suggested Applications of Structural 
Linguistics to the English Curriculum 

General Applications to the 
English Curriculum 

Most linguists disagree on precise methods of 

applying their knowledge to the English curriculum of our 

schools and colleges. However, most would agree with 

Schlauch's espousal of the teaching of linguistics as a 

humanistic study. Through understanding language, she feels 

many of the barriers between human beings will fall. Such 

study "will make the learner a more humane person; more 

deeply aware of underlying kinships within the human race 

despite all linguistics barriers."66 

The same point of view is shared by Roberts, who 

finds the study of language to be the most humane of all 

studies. "We should study language . . . just because it is 

a good thing to know, . . . the thing that is central and 

common and peculiar to all mankind."67 The study of grammar, 

then, like all humane studies, has as its ultimate justifi­

cation "that it informs the mind and teaches its own uses."6** 

66. Margaret Schlauch, The Gift of Tongues (New 
York: The Viking Press, 1945), p. 169. 

67. Paul Roberts, "Linguistics and the Teaching of 
Composition," The English Journal, 52:333, May, 1963. 

68. Ibid., p. 335. 
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The justification of linguistics as a humanistic 

study might apply to teaching it on the college level, but, 

in order to motivate the English teacher and his students, 

its application to improving the understanding and the 

writing of English sentences should probably be stressed. 

Some linguists are searching for more specific ways 

of applying the knowledge of linguistics to the teaching of 

English. Searles asks for ways by which we can use the 

knowledge of linguistics so far discovered to help make 

grammar more enlightening and useful for students. He urges 

striving toward the goal of making students aware of the 

main features of the language. This awareness would then 

lead to more conscious control of language and supplement 

previous unconscious control.69 

General Applications to the 
Teaching of Composition 

Pooley believes that such positive control of lan­

guage structure is achieved through teaching structural gram­

mar because it is based on an inductive method of teaching. 

Students build up general rules or definitions of various 

parts of speech or sentence structures from many examples 

and then test them in different situations. The concept of 

grammar so achieved can be tested in the student's own 

69. John Searles, "New Wine in Old Bottles," The 
English Journal, 50:515-517, November, 1961. 



sentences and is more capable of being applied to his own 

sentences. "It is grammar learned in this manner which con­

tributes to growing skill in composition. 

Searles suggests that the language of students can 

be improved by teaching them an understanding of structural 

grammar and providing them with much purposeful practice as 

well.^ The contribution of linguistics to teaching compo­

sition lies in its "greater emphasis upon constructive prac­

tice, and a decrease in the amount of pure analysis. 

As a direct approach to sentence writing practice, 

Searles recommends that students learn the system of diagram­

ming used by Fries and others. The students should then be 

encouraged to construct sentences to fit various sentence 

frames of gradually increasing degrees of complexity. "This 

procedure, called pattern practice by linguists, should help 

to achieve ... a command over the structural resources of 

the language." 

The value of pattern practice is also stressed in a 

workshop report of the Conference on College Composition. 

70. Robert C. Pooley, "What Grammar Shall I Teach?" 
The English Journal, 47:331-332, September, 1958. 

71. Searles, op. cit. p. 517. 

72. Ibid., p. 518. 

73. Ibid. 
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It asserts "that the main usefulness of linguistics is that 

it gives us a frame of reference and a vocabulary, and that 

it opens a new area of teaching procedure as in the pattern 

practice."74 

Hatfield points out seven possibilities of practi­

cally applying structural grammar to the improvement of 

students' speaking and writing: 

1. Structural grammar points out the signs by which 

grammatical elements are indicated in all writing and all 

speech. 

2. Teachers who have tried structural grammar find 

it teachable. Its "concrete directions for identifying 

parts of speech, parts of the sentence, and the sentence 

itself should be clearer than the abstract definitions of 

traditional grammar." 

3. It begins with actual details of form and works 

up to parts of speech, parts of the sentence, and their 

functions or meanings. This encourages observation of lanr 

guage, the scientific method, inductive teaching, and the 

teaching of concepts rather than empty terminology. 

4. The application to punctuation is obvious since 

structural grammar emphasizes junctures which the writer uses 

74. Conference on College Composition and Communi­
cation, Workshop Report, "Applying Structural Linguistics in 
the Classroom," College Composition and Communication/ 
53:159, October, 1957. 
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without realizing it. "Junctures are the combinations of 

pauses, changes of pitch, and degrees of stress (loudness) 

which mark sentence ends and such interval units as phrases 

and especially clauses." Structural grammar makes it pos­

sible "to make pupils overtly conscious of their inner speech 

and of its junctures." 

5. By focusing attention on function words and word 

order, structural grammar "enables one to analyze a sentence 

which he does not yet understand." Function words, word 

order, and inflectional forms make grammatical structure 

clear. 

6. "The increased sensitivity to junctures, intona­

tions, and stresses should improve oral reading." 

7. "In listening we all must be guided more or less 

by junctures and emphasis."75 

Strickland agrees with Hatfield's suggestions con­

cerning the application of structural grammar to improving 

oral language. She sees a connection between this effort 

and the improvement of children's writing. "Understanding 

the structure of English sentences should result in notice­

able improvement in the writing of most children." But she 

75. W. Wilbur Hatfield, "Will Structural Grammar 
Help?" The English Journal, 47:570-572, December, 1958. 
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warns that this assumption is not proven and urges that it 

be tested by many teachers in classrooms.'6 

Pooley is also careful to point out that the assump­

tion that structural grammar can be directly applied to 

improving composition has not yet been proven. He states 

that since structural linguists have been concerned until 

now largely with analysis for descriptive purposes, they have 

not yet developed a system which emphasizes synthesis, 

i.e., combining elements of structure to produce better sen­

tences." 

Although Roberts asserts the value of the study of 

grammar for its own sake as a humane study, he also sees some 

hope that this study will eventually find some practical appli­

cation to improving student writing. He notes the relation­

ship between syntax and the formation of sentences. Vocabu­

lary study and spelling also are related to the phonological 

aspect of structural linguistics, which includes morphology. 

"It is reasonable to hope that they [students] will derive 

from the instruction a conscious notion of what constitutes 

76. Ruth G. Strickland, "Implications of Research 
in Linguistics for Elementary Teaching," Elementary English 
Journal, 40:168-171, February, 1963. 

77. Pooley, Teaching English Grammar, pp. 72-73. 
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a well-formed sentence and of the syntactic and morpholpgical 

resources of their language."78 

Laird also suggests that some concepts from lin­

guistic study might be useful in the teaching of composition. 

Structural grammar makes available to the student the pat­

terns within and between English sentences which lead to 

mature communication. "We should learn more and more to apply 

. . . the observations brought before us by the descriptive 

linguists, the intricacy of our sentence patterns, for 

instance, and the usefulness of signals<,"79 

Such exhortations to apply the discoveries of the 

linguists to the improvement of the students' sentence 

structure reveal the gap between theoretical research in 

linguistics and its classroom application. Most public 

school English teachers have never studied linguistics and 

are probably not motivated to study its method and theory 

and follow this with creating new materials to apply to 

their classroom teaching. It would probably be difficult 

for them to make this effort unless there were more sub­

stantial examples and evidence that structural grammar does 

have a positive effect on improving composition. 

78. Roberts, The English Journal, 52:335. 

79. Charlton Laird, "Parts of Speech: A Symposium— 
The Parts, or Vestigial Remnants, of Speech," College 
English 18:335-341, April, 1957. 
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Specific Applications to the 
Teaching of Composition 

Several linguists and teachers of English have been 

working on more specific attempts to apply structural gram­

mar to the teaching of composition. 

Lloyd and Warfel, in American English in Its Cultural 

Setting, a book intended for college students, establish a 

system of structural grammar similar to that of Fries and 

Roberts. But they add suggestions for applying the students' 

knowledge of structures to the writing of sentences and par­

agraphs . 

The first step, repeated throughout Lloyd and Warfel's 

book, is to fill the sentence patterns as they are learned 

with words that fit. This is the practice in synthesis which 

Pooley mentions as the important step of proceeding from the 

analysis of the linguist to the teaching of writing in the 

classroom. 

Lloyd and Warfel carry pattern practice one step 

further. They suggest exercises in which the student sets 

up paragraphs using each of the basic statement patterns.80 

An example of a paragraph built from one of these exercises 

is as follows: 

8C. Donald J. Lloyd and Harry R. Warfel, American 
English in Its Cultural Setting (New York: Alfred A. Knopf, 
1555), p. 4S$. 
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Pattern One: Rain stalled the car. Pattern 
Two: The dampness made the delay no pleasure. 
Pattern Two: The driver gave his horn a blast. 
Pattern Three: A man stopped. Pattern Three: He 
lived there. Pattern Three: The weather turned 
worse. Pattern Four: The man was a farmer. 
Pattern Four: He was friendly. Pattern Four: He 
was nearby. Pattern Five: The sparkplugs were 
shorted by the rain. Pattern Six: The motorist 
was offered some help by the farmer. Pattern Six: 
A reward was given the farmer by the motorist. 83. 

Adding word-groups, phrases, clauses, verbals, and 

words in apposition to the simple structures illustrated in 

the paragraph would make a more complex exercise in enliven­

ing the basic expressions of the language.82 

Another suggestion from Lloyd and Warfel involves 

analysis and synthesis. The student might read an article, 

take a sentence which appeals to him because of its form, and 

try to reproduce the same structure using different words.83 

A more difficult exercise suggested by Lloyd and 

Warfel involves setting up "a series of sentence patterns to 

serve as the vehicle for an experience, thought or an obser­

vation." Then, just as the poet does in following a form, 

sentences are composed which fit the patterns and convey the 

thoughts of the writer.84 

81. Ibid., p. 210. 

82. Ibid. 

83. Ibid., p. 429. 

84. Ibid., p. 430. 
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Lloyd and Warfel insist, although without experimental 

evidence, that pattern practice "applied with persistence 

and imagination . . . will give you . . . control of your 

writing."85 

Bertsch uses a similar method of pattern practice in 

teaching a unit on sentence structure at Broad Ripple High 

School in Indianapolis, Indiana. The purpose of the unit is 

"to teach the expression of ideas in complete sentences— 

each sentence a basic sentence plus its modifiers, not a 

fragment or a run-on."86 

The procedure for Bertsch1s unit includes eight 

steps: 

In Step One the seven basic sentence patterns adapted 

from Roberts' Patterns of English are taught. The patterns, 

as modified by Bertsch, are: 

1. Birds fly. 

2. Birds eat worms. 

3. Birds are happy. 

4. Birds are animals. 

5. Birds give me happiness. 

85. Ibid., p. 431. 

86. Ruth E. Bertsch, "Linguistic Birds and Sentence 
Structure," The English Journal, 51:47, January, 1962. 
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6. They made me president. 

7. They made me happy. 

In Step Two the students label the parts of each 

sentence with traditional names. 

This is followed by having the students substitute 

letters for the names of parts of speech in Step Three. 

For example: 

Pattern One, Birds fly = N^-V 

Pattern Two, Birds eat worms = N]_-V-N2 

(The use of the subscripts iL and 2^ indicate 
different referents for the nouns.) 

The students, as part of Step Three, create formulas 

for each of the remaining basic patterns: 

Pattern Three = Ni-V-A 

Pattern Four = iSt]_-V-N^ 

Pattern Five = N1-V-N2-N3 

Pattern Six = N1-V-N2-N2 

Pattern Seven = N]_-V-N2-A 

Step Four of Bertsch's procedure consists of student 

practice in imitating the patterns using different nouns, 

verbs, and adjectives. 

Building larger sentences is accomplished in Step 

Five through adding ideas to basic patterns. For example, 

adding ideas first to boys and the to play in the basic pat­

tern Boys play. 
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This process of adding elements, such as subordinate 

clauses, prepositional phrases, adjectives preceding noun, 

and adverbs, continues in Step Six. The basic sentence pat­

tern Boys play may become: "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."87 students may add 

complex elements to the basic pattern, although they may not 

yet know the grammatical names of these elements. 

In Step Seven subordinate conjunctions, relative pro­

nouns, connectors, and prepositions are given as lists to the 

students to be memorized so that they can recognize them in 

the complex sentences. 

As tests of sentence structure, Bertsch's Step Eight 

includes having students analyze sentences from either texts 

or their own writing. They are taught to cut back to a 

basic sentence pattern by eliminating sentence parts from 

the longest to the shortest. Students follow this procedure 

of elimination in their own writing and mark each sentence 

as "correct," "run-on," or "fragment," with teacher help on 

the complicated sentences.88 

Ives' procedure for marking and extracting the gram­

matical components of English sentences is more complicated 

87. Ibid. 

88. Ibid., p. 48. 
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than that used by Bertsch in Step Eight of her unit plan. 

The aim of Ives' analysis is to aid in the study of style and . 

the teaching of composition. He assumes that the ability to 

select grammatical patterns from the many provided by the 

language in order to improve one's writing style "can be 

increased through appropriate training."89 Proceeding from 

this assumption, he presents a procedure which he suggests 

will be useful to the study of style and the teaching of com­

position. It consists of "marking and extracting the gram­

matical ingredients in passages of any length."^ 

One value of such an analysis is the examination of 

the styles of many authors in order to determine the charac­

teristics which produce such effects as formality and infor­

mality. 

Ives also suggests that by accumulating many induc­

tive statements about the styles of contemporary writers, the 

student can be helped to improve his own sentence structure.93-

Such systematic grammatical analysis may reveal "certain per­

tinent frequencies—such as two-word verbs, omissions of 

relatives, occurrences of which or that, contractions, 

89. Sumner Ives, "Grammar and Style," The English 
Journal, 52:364, May, 1963. 

9°. Ibid. 

91. Ibid. 
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conversational usages, and adverbs by kinds of meaning."92 

The student may discover by such close analysis: the fre­

quency of an author's use of inverted order; the extent of a 

writer's reliance on grammatical continuity in order to 

achieve coherence; the way an author varies the density of 

certain verb forms in moving "from one kind of writing to 

another, as from description to narrative. 

The carefully prepared applications of structural 

grammar to improving student writing worked out by Ives and 

others still do not provide the evidence which seems neces­

sary to motivate English teachers to change their traditional 

methods of teaching grammar and composition. Most English 

teachers would probably appreciate more experimental evi­

dence, produced by other teachers sharing the same problems, 

which would indicate that there is a strong connection 

between teaching grammar and composition. They seem to feel 

that such a relationship exists and would probably welcome 

proof that this is experimentally sound. 

Ives' final statement serves as a concise summary of 

this section of the survey of the literatures 

It is true that one can't write without writing, 
but he also can't write without grammar, and certain 
ways of using the grammatical system are likely to 

92. Ibid., p. 367. 

93. Ibid. 
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be more successful than others. It is time we 
found out.94 

Literature on Experiments Considering the Relationship 
and Application of Structural Linguistics to the 

Teaching of Composition 

The few studies which have tried to find out if there 

is a positive relationship between teaching structural lin­

guistics and improving student writing may be divided into 

formal and informal experiments. The formal are designated 

as such because they attempted some sort of statistical con­

trol, analysis, or evaluation. The informal studies, 

described first in this section of the survey of the litera­

ture, experimentally applied the teaching of structural gram­

mar to the English curriculum, but provided only nonstatisti-

cal evaluation of its effect on improving student compositions. 

Informal Experiments 

Miller describes an informal experiment carried out 

in the Franklin Junior High School in Muncie, Indiana, The 

purpose of the study was "to determine the practicality of 

application of the structural approach in teaching language 

arts in the seventh grade."95 

94. Ibid. 

95. Frances Miller, "Structural Plotting for Under­
standing," The English Journal, 51:632, December, 1962. 
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The experiment with four seventh grade classes, using 

adaptations from Paul Roberts' Patterns of English, had a 

duration of three months. Three of the groups were given the 

structural approach with a dual system of terminology (stand­

ard and structural), and one group had traditional grammar.96 

Miller concluded that linguistic terminology and 

structural materials can be used by seventh grade students, 

and that the study of "language structure can be an intellec­

tually stimulating subject" for this age group. She also 

observed that when compared with traditional grammar, "the 

structural approach produced a greater relationship between 

analyzing a sentence and writing one."97 

The relationship between analyzing sentence structure 

and the improvement of sentence writing was also observed by 

McMahon. She participated as a ninth grade teacher in a 

pilot program to test materials and methods devised for a 

four-year course of study in English in the Portland, Oregon, 

high schools. The unit on language taught by McMahon in a 

ninth grade pilot class included "a short introduction to 

language and a thorough study of syntax."98 

96. Ibid., p. 633. 

97. Ibid. , p. 639. 

98. Eleanor Matthew, Johanne E. McMahon, Janice 
Schukart, and Charles Stone, "English Language Study in 
Portland High Schools," The English Journal, 52:353, May, 
1963. 
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In the unit, McMahon discussed the nature and develop­

ment of our language and the importance of grammar in lan­

guage study. This was followed by a discussion of dialects 

and standard and nonstandard English. During the introduc­

tory period, students became surprised at their own knowledge 

of language. 

The difference between usage and syntax was made 

clear as McMahon emphasized in the class that "our study of 

syntax is concerned primarily with describing the way that 

words and groups of words are put together to establish 

intended communication."99 

McMahon, as did Miller, based the study of syntax on 

Paul Roberts' Patterns of English. She included his four 

form classes; the major structure groups—determiners, auxil­

iaries, and intensifiers; the seven basic sentence patterns; 

noun and verb clusters; prepositional phrases; subordinate 

clauses; function units such as subject, object, and indi­

rect object; intonation; and phonemes.100 

After spending half the school year studying syntax 

as a major emphasis, but blending it with other work in 

English, McMahon drew some conclusions concerning the 

99. Ibid., p. 354. 

100. Ibid., p. 359. 
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relationship between teaching structural grammar and improve­

ment in student writing: 

Slow but certain improvement in composition 
results from syntax study, expecially with students 
who are poor in composition skills at the beginning. 
The study of basic sentence patterns and methods of 
achieving sentence variety seems to assist students 
in clarity and quality of exposition. Students 
learn to omit weak devices, such as excessive use 
of the passive voice and expletives, since the study 
of syntax reveals the sentence patterns of greatest 
clarity and impact.101 

These informal studies serve as excellent examples of 

action research which could be followed easily by other 

teachers of English with limited knowledge of structural lin­

guistics. They do not, however, provide the strong, statis­

tically valid evidence which is probably necessary to convince 

more teachers to make the effort of learning and teaching 

structural linguistics. More formal experiments attempting 

statistical controls, analyses, and evaluations might accom­

plish this task. 

Formal Experiments 

Bateman reports an experiment which attempted some 

statistical evaluation of the effect on students' sentence 

construction of a certain approach to sentence structure. 

The experiment was conducted at the University School at 

Ohio State University with a group of eighth grade students. 

101. Ibid. 
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The study tested the generalization that a knowledge of a 

modern structural description of English would aid students 

in managing the structures of their language and developing 

the ability "to express more complex relationships of thought 

in their writing."102 

The method of the experiment described by Bateman 

included helping students notice the structural patterns of 

English. Specifically, "students were taught to think 

of . . . the relationship of the items in modification . . . 

in terms of 'layers' rather than only as adjectives and 

adverbs or words, phrases and clauses."103 

Students learned the "rich detail" that layers of 

modification give to complex prose. Bateman stresses, how­

ever, that "this method of thinking about modification was 

also accompanied by many opportunities to apply what the 

students were learning to their own writing."104 

From a statistical summary "of the different struc­

tures used in prose passages by students in grades six, 

seven, eight, and ten," Bateman concluded that: 

. . . the writing of the eighth graders who had this 

102. Donald R. Bateman, "More Mature Writing Through 
a Better Understanding of Language Structure," The English 
Journal, 50:457, October,1961. 

103. Ibid. 

104. Ibid., p. 459. 
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experience [the structural approach to layers of 
modification] reflected a great increase in com­
plexity of language structure. ... It would seem 
that with an increasing familiarity with language 
structure comes an increasing ability to adapt it 
to the materials and relations being dealt with.l°5 

Although Bateman did use some statistical devices in 

comparing the different structures used in the writing of the 

various classes involved in the experiment, there was no men­

tion of statistical controls used in the study or of the sta­

tistical significance of the differences between the groups. 

These defects in experimental design detract from the value 

of his experimental conclusions, but should not detract from 

the value of his experiment as an example of action research 

which may be carried out by English teachers. 

Schuster reports on another example of action 

research carried out at Cheltenham High School in Wyncotte, 

Pennsylvania, in order to determine how much grammar students 

could learn through a wholly structural approach.106 

One of the main purposes of the study was "to dis­

cover whether the structural approach would have a positive 

effect on writing ability."107 

105. Ibid. 

106. Edgar Schuster, "How Good Is the New Grammar?" 
The English Journal, 50:392, September, 1961. 

107. Ibid., p. 393. 
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The experiment included four high school classes—two 

twelfth grades, one eleventh, and one tenth grade. Three of 

the classes used Paul Roberts' Patterns of English, while one 

twelfth grade class studied traditional grammar. 

The time spent in each twelfth grade class was one 

semester, with approximately three and a half days per week 

of grammar study in both the traditional and structural 

groups. One day and a half per week was spent on writing, 

vocabulary, and spelling. 

Schuster also reports that the groups were tested 

before and after the grammar semester and at the end of the 

course. These were teacher-made tests of grammar knowledge 

and attitude and standardized tests of writing ability. 

Schuster reports the results in terms of grammar 

knowledge and concludes that: 

. . . the type of grammar studied affects neither 
the ability to punctuate . . . nor knowledge of 
function units. There is some slight evidence that 
the new grammar is more successful for teaching 
modification, and rather strong evidence that it is 
superior to the traditional for teaching parts of 
speech.108 

In terms of attitude toward grammar study, Schuster 

notes a positive change by most students of the structural 

groups.1^9 

108. Ibid., p. 395. 

109. Ibid. 
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Schuster's negative conclusions concerning the effect 

of teaching structural grammar on improving writing ability 

are at variance with those presented by other experimenters 

in this survey. He states that: 

. . . the change in writing ability as measured by 
the tests we used was relatively small for all 
classes on both tests. ... I am inclined to agree 
with those linguists who believe that the study of 
grammar will do little to improve writing skill. 
. . . That we need to do a tremendous amount of 
research on this matter is obvious. 

Some criticisms may be made of Schuster's conclusions, 

since the results of the tests of grammatical knowledge and 

the tests of writing ability were apparently not tested for 

significance. Another defect in the research design is the 

use of a teacher-made test of grammatical knowledge which had 

not been statistically validated or tested for reliability. 

The Hawthorne effect might have influenced the results of the 

study, since all the groups were given an attitude question­

naire before and after the experiment, and they would have 

known that they had participated in an experimental situa­

tion. The positive attitude toward the new grammar, shown 

by the questionnaire, might have been a result of using the 

new book, Patterns of English. 

Nevertheless, Schuster's report serves as an excel­

lent example of what action research can accomplish. 

110. Ibid., p. 397. 



72 

Following the study, the Cheltenham High School introduced 

the teaching of structural linguistics into all of its 

classes. 

This effort to develop a modern approach to 
language study has resulted from the enthusiastic 
response of Cheltenham's English teachers to the 
study of linguistics, the recommendation of 
Cheltenham's Secondary Language Arts Committee, 
and from the favorable results of action research 
conducted with students in Cheltenham High School. m 

Although the Cheltenham experiment led to some conclu­

sions concerning the improvement of composition, it was not 

primarily designed to discover the effect that teaching 

structural grammar might have on writing ability. Suggs con­

ducted the only experiment discovered by this survey which 

attempted to directly answer the question which concerns 

English teachers: 

Does a knowledge of the structure of a language 
help in the practical aspects of the language such 
as writing? The design or general plan of this 
experiment was to compare the writing progress, if 
any, of an experimental group studying Roberts' 
Patterns of English with a control group studying 
traditional grammar. H2 

Suggs matched two groups of eleventh grade students 

on the basis of mental ability and past performance in English. 

111. School District of Cheltenham Township, Elkins 
Park, Pa., English Teachers' Guide for Teaching Linguistics 
(Philadelphia and New York: Chilton Company, Book Division, 
1961) . 

112. Lena Reddick Suggs, "Structural Grammar Versus 
Traditional Grammar in Influencing Writing," The English 
Journal, 50:174, March, 1961. 
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The STEP Writing Test 2A and the Cooperative English Test— 

Test Bl: Effectiveness of Expression were given before the 

experiment, which lasted for thirteen weeks.H3 

The experimental group studied Patterns of English 

and the control group studied traditional grammar during this 

period, while all other instructional programs were held the 

same. 

Comparing the results of the retesting of both groups 

on the Cooperative English Test—Test Bl: Effectiveness of 

Expression, given after the experiment, indicated that the 

traditional grammar group showed only 70.5 per cent of the 

improvement of the structural grammar group. Comparisons of 

the results before and after the experiment on the STEP 

Writing Test also showed that the structural grammar group 

had a significantly greater improvement than the traditional 

grammar group. 

Suggs added: 

From the results obtained in this study it seems 
quite safe to conclude that . . . instruction in the 
English language according to the principles of lin­
guistics science is superior to traditional grammar 
in its practical application to writing. 

The use of matched groups by Suggs might be criti­

cized as unrealistic and a hindrance to the average teacher 

113. Ibid., p. 175. 

114. Ibid., p. 177. 

115. Ibid., p. 178. 
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attempting similar action research. In fact, she makes no 

mention in her report of how she was able to do the matching 

in an actual school situation. 

A major criticism of Sugg's experiment is that the 

possibility of the Hawthorne effect was probably ignored. 

The experimental group was "stimulated by the newness of the 

subject matter, . . . and the group, from the beginning, 

accepted the concepts as being new and different."116 The 

experimental group, therefore, might have shown greater 

improvement in writing ability, not as a result of learning 

structural grammar, but because they were aware of partici­

pating in an experimental situation and were stimulated to 

greater effort. 

In spite of these criticisms, Suggs' experimental 

design, if it included correction of the defects, would 

remain an excellent model for repeated experiments. 

Summary 

The survey of the literature has revealed the gap 

between the large body of knowledge of the science of lin­

guistics and its application to the teaching of English in 

our schools and colleges. Systems of structural grammar have 

been developed and made available in forms which could be 

used by teachers of English if they were motivated to try 

them. 

116. Ibid., pp. 175-176. 
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Some suggestions have been made to apply structural 

grammar to a major problem of the English teacher—the 

improvement of student writing ability. But the number of 

experiments to determine the usefulness of such an applica­

tion are limited, and the research designs of these are inade­

quate. Conclusions from such research cannot be helpful until 

repeated, valid experiments at every grade level have been 

conducted. 

Carroll makes the somewhat hopeful statement that: 

. . . research on the effectiveness of teaching 
[traditional] English grammar in improving English 
composition has been mainly negative, but until this 
research has been repeated with improved [structural] 
methods of teaching English grammar, I will remain 
unconvinced that grammar is useless in this respect. 

117. John S. Carroll, "Psycholinguistics and the 
Teaching of English Composition," Readings in Applied 
Linguistics, ed. Harold B. Allen (New York: Appleton-
Ceniury-Crofts, Inc., 1958), pp. 324-325. 



CHAPTER III 

ANALYSIS OF THE DATA 

The purpose of this experimental study was to dis­

cover if there might be a greater improvement in the writing 

of students who were taught structural linguistics than in 

the compositions of students who were taught traditional 

grammar, or, in those of a third group which was not taught 

grammar. More specifically, the study was designed to find 

answers to the following questions: 

1. Was there any correlation between intelligence 

(as measured in Otis stanines) and improvement in writing 

skill under any of the methods? 

2. Was there a high correlation between tests 

initially, after the experiment, or between the preliminary 

and post-experiment tests? 

3. Was there a significant difference initially 

among the groups in intelligence or writing skill? 

4. Was there a significant difference in writing 

improvement among the boys or girls as a result of any of 

the methods of instruction? 

5. Was the effect of any of the methods (struc­

tural linguistics, traditional grammar, or no grammar) 

76 
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significantly greater than any other method in improving 

writing skills as measured by any of the tests? 

The methods and procedures used to obtain the data 

have been described in Chapter I. The first group of data 

so obtained were the correlations between the initial and 

post-experiment scores on the three tests of writing cibility 

and the Otis stanines. This was done in order to determine 

if the means of the various tests were "independent, i.e., 

when the sets of measures from which the M's are derived are 

uncorrelated."118 

Correlations Between Tests 

Correlations With Intelligence 

In order to determine if there was a correlation 

between intelligence and improvement in writing ability as 

measured by any of the writing tests, the stanines of the 

students in all the groups were obtained from the Otis Test 

of Mental Ability administered to the students at the begin­

ning of the semester by the counselors. The Otis stanines 

were correlated with all the initial and post-experiment 

test scores. In addition, the Otis stanines were correlated 

with the improvement made by each student from the initial 

118. Henry E. Garrett, Statistics in Psychology and 
Education (New York: Longmans, Green and Co., 1§60), p. 277. 
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tests to the post-experiment tests in the three groups com­

bined. These correlations may be read in the top line of 

Table 3. This table shows low correlations between the Otis 

stanines and all the initial tests of writing ability and 

between the Otis stanines and all the post-experiment tests 

of writing ability. Most important, it shows extremely low 

correlations between intelligence, as measured by the Otis 

stanines, and improvement in writing skill, as measured by 

the differences between the initial and post-experiment 

scores of the combined groups on each of the tests. 

Similar low correlations were found in examining the 

relationship between intelligence and the tests of writing 

skill in each of the groups. These data, shown in Tables 4, 

5, and 6, also indicate very low correlations between intel­

ligence, as measured in Otis stanines, and improvement in 

writing ability, as measured by the differences between the 

initial and post-experiment scores on each of the tests. 

It can be concluded, therefore, that the initial 

intelligence of a student had little or no relationship to 

the improvement he made in writing skill as a result of any 

of the three methods of treatment in the groups. 

Correlations Between Tests 
of Writing Skills 

Correlations Between Initial Tests of Writing 

Skills. Low correlations between the initial tests of 



TABLE 3 

CORRELATIONS AMONG TESTS: THREE GROUPS COMBINED 

Otis Theme Theme STEP STEP STEP STEP Theme STEP STEP 
A B Essay Essay Writing Writing Differences Essay Writing 

A B A B Differences Di fferen< 

Otis Stanines -.580 -.561 .344 .290 .61 1 .692 -.050 -.034 .265 

Theme A .586 -.422 -.547 -.453 -.596 .492 -.165 -.315 

Theme B -.338 -.346 -.499 -.605 -.411 -.037 -.273 

STEP Essay A .367 .379 .374 -.122 -.458 .085 

STEP Essay B .147 .274 -.275 .637 .217 

STEP Writing A .723 .020 -.168 -.153 

STEP Writing B -.021 -.060 .573 

Theme Differences -.166 -.054 

STEP Essay Differences .113 

STEP Writing Differences 

VO 



TABLE 4 

CORRELATIONS AMONG TESTS: EXPERIMENTAL GROUP (STRUCTURAL LINGUISTICS) 

Otis Theme Theme STEP STEP STEP STEP Theme STEP STEP 
A B Essay Essay Writing Writing Differences Essay Writing 

A B A B Di fferences Differen* 

Otis Stanines -.134 -.247 .229 -.096 .682 .580 .127 -.271 -.210 

Theme A .470 -.426 -.571 -.268 -.246 .445 -.229 .056 

Theme B -.442 -.236 -.450 -.427 -.582 .III .074 

STEP Essay A .369 .404 .484 .056 -.414 .082 

STEP Essay B -.061 .012 -.286 .693 .113 

STEP Writing A .784 .210 -.373 -.406 

STEP Writing B .206 -.364 .249 

Theme Differences -.323 -.023 

STEP Essay Differences .047 

STEP Writing Differences 

oo 
o 



TABLE 5 

CORRELATIONS AMONG TESTS: CONTROL GROUP I (TRADITIONAL GRAMMAR) 

Otis Theme 
A 

Theme 
B 

STEP 
Essay 

A 

STEP STEP STEP Theme 
Essay Writing Writing Differences 
B A B ' 

STEP 
Essay 

Differences 

STEP 
Writing 

Di fferena 

Otis Stanines -.657 -.696 .510 .407 .625 .762 -.053 -.094 .418 

Theme A .638 -.504 -.466 -.558 -.695 .521 0.008 -.392 

Theme B -.583 -.430 -.598 -.639 -.312 .III -.274 

STEP Essay A .515 .515 .432 -.008 -.344 .070 

STEP Essay B .263 .402 -.183 .561 .289 

STEP Writing A .698 -.046 -. 180 -.059 

STEP Writing B -.154 .001 .674 

Theme Differences -. 192 -.167 

STEP Essay Differences .188 

STEP Writing Differences 



TABLE 6 

CORRELATIONS AMONG TESTS: CONTROL GROUP II (NO GRAMMAR) 

O+l s Theme Theme STEP STEP STEP STEP Theme STEP STEP 
A B Essay Essay Writing Writing Differences Essay Writing 

A B A B Differences Di fferen< 

Otis Stanines -.670 -.454 .175 .297 .554 .644 -.280 .102 .282 

Theme A .508 -.282 -.608 -.452 -.592 .579 -.265 -.328 

Theme B .113 186 -.418 -.636 -.408 -.229 -.431 

STEP Essay A .139 .201 .201 -.406 -.633 .054 

STEP Essay B .168 .224 -.468 .678 .127 

STEP Writing A .730 -.083 -.018 -.118 

STEP Writing B -.026 .026 .592 

Theme Di fferences -.064 .061 

STEP Essay Differences .059 

STEP Writing Differences 

00 
to 

I 
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writing skills, the teacher-assigned theme, the STEP Essay 

Test Form 3A, and the STEP Writing Test Form 3A, are shown in 

Table 3 in all the groups combined, in Table 4 in the Experi­

mental Group, in Table 5 in Control Group I, and in Table 6 

in Control Group II. 

Such low correlations might be due to the fact that 

the teacher-assigned theme did not measure writing ability in 

the same way as the other two tests, or that it had been 

graded subjectively by the three teacher-graders. Similarly, 

the low correlations between the STEP Essay and the STEP 

Writing Tests might indicate that the STEP Essay Test, 

because it involved some subjective grading by the teacher, 

did not measure writing ability as accurately as the STEP 

Writing Test, which was an objective test and involved no 

subjectivity in grading by the teacher. 

Correlations Between Initial and Post-Experiment 

Tests of Writing Skills. This element of subjectivity seemed 

to have affected the correlations between the initial and 

post-experiment tests of writing skills. In all groups com­

bined, Table 3 shows a correlation of .58 between the initial 

theme and the post-experiment theme. Between the initial 

STEP Essay Test and the post-experiment STEP Essay Test, it 

shows a correlation of .36. The correlation between the 

objective STEP Writing Test initially and the post-experiment 

STEP Writing Test is .72. This might indicate the higher 
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reliability of the STEP Writing Test in measuring writing 

skills. Both the teacher-assigned themes and the STEP Essay 

Tests required some degree of subjectivity in grading by the 

teachers, and, therefore, were proved to be less reliable 

than the objective test in measuring the writing skills of 

the students in all the groups combined. 

The same observation might be made when considering 

the correlations between initial and post-experiment tests in 

each of the groups as shown in Tables 4, 5, and 6. In each 

group the correlation between the initial and the post-

experiment STEP Writing Tests is higher than the correlation 

between the initial and post-experiment themes and the corre­

lation between the initial and post-experiment STEP Essay 

Tests. 

Correlations Between Post-Experiment Test of Writing 

Skills. As in the initial tests of writing skills, the post-

experiment tests show little or no correlation with each 

other in all the groups combined as in Table 3, or in each 

group as in Tables 4, 5, and 6. Again, this might be an 

indication that since the teacher-assigned themes and the 

STEP Essay Tests were graded subjectively and measured writ­

ing skills differently, they were not as accurate a measure 

of writing ability as the objectively graded STEP Writing 

Tests. 
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Correlations Between Initial Tests of Writing Skills 

and Improvement in Writing Skills. Table 3 also indicates 

that there was a low correlation between all three of the 

initial tests of writing skills and improvement in writing 

skill as measured by the differences between initial and post-

experiment tests. This is confirmed in Tables 4, 5, and 6, 

when the low correlations are revealed in each group between 

the initial tests and improvement in writing skills. 

Therefore, it can be assumed that the initial level 

of writing ability of a student had little or no relationship 

to the improvement he made in writing ability as a result of 

any of the three methods of treatment in the groups. 

Number of Observations in Each of the Groups 

Table 7 presents a summary of the number of observa­

tions within each group and in the combined groups. The 

inequalities in size of the groups—twenty-seven in the 

Experimental Group (Structural Linguistics), twenty-nine in 

Control Group I (Traditional Grammar), and thirty-one in 

Control Group II (No Grammar)—arose from the fact that this 

study was conducted in an actual school situation. The 

classes were assigned to the teacher as average seventh 

grade groups and designated at random as the Experimental 

Group, Control Group I, and Control Group II. 
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TABLE 7 

NUMBER OF OBSERVATIONS 

Group Male Female Both 

Experimental Group 16 11 27 
(Structural Linguistics) 

Control Group I 16 13 29 
(Traditional Grammar) 

Control Group II 14 17 31 
(No Grammar) 

Total 46 41 87 

Comparisons of Intelligence Within 
and Among the Groups 

Although the groups used in this study were assigned 

at random to the teacher and designated as average classes 

by the counselors, there were differences in the intelligence 

of the three groups as measured by their mean stanines on the 

Otis Test of Mental Ability. These mean stanines are sum­

marized in Table 8 for each group, for males and females, 

and for all the groups combined. 
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TABLE 8 

SUMMARY OF OTIS STANINE MEANS 

Male Female Both 

Group 

M* (SD)** M (SD) M (SD) 

Experimental Group 6.38(1.11) 6.64(1.15) 6.48(1.13) 
(Structural Linguistics) 

Control Group I 4.75(1.30) 5.85(1.56) 5.24(1.52) 
(Traditional Grammar) 

Control Group II 5.64(1.17) 6.24(1.21) 5.97(1.23) 
(No Grammar) 

Total 5.59(1.38) 6.22(1.35) 5.88(1.40) 

*M = Mean 

**SD = Standard Deviation 

Since there were low correlations among the means of 

all the initial and post-experiment tests in all the groups, 

the statistical technique of analysis of variance was applied 

to the problem of determining the significance of the differ­

ence between the means of the preliminary and post-experiment 

tests. "The value of analysis of variance in testing experi­

mental hypotheses is most strikingly demonstrated in those 

problems in which the significance of the difference among 

several means is desired."119 

119. Garrett, op. cit., p. 279. 
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Modern computers were vised, under the direction of 

Dr. Tucker of the University of Arizona Numerical Analysis 

Laboratory, to analyze the raw data. More specifically, the 

method, of unweighted means was used with the error computed 

by dividing the within group nean square by the harmonic 

mean of the number of observations per group.120 

In Table 9 the analysis of variance applied to the 

significance of the difference among the Otis stanines 

reveals that the differences between males and females in all 

the groups were significant at the .01 level. The differ­

ences in the Otis stanines among the groups were also sig­

nificant at the .01 level. 

Critical ratio tests then reveal in Table 10 that the 

mean of the Otis stanines of the females in all the groups 

was significantly higher at the .05 level than the mean of 

the males. Table 10 also indicates that the mean Otis 

stanine of the Experimental Group (Structural Linguistics) 

was significantly higher at the .05 level than the mean of 

Control Group I (Traditional Grammar). However, the mean 

Otis stanine of the Experimental Group was not significantly 

higher than the mean of Control Group II (No Grammar). The 

mean Otis stanine of Control Group I also was not signifi­

cantly higher than the mean of Control Group II. 

120. G. W. SneQecor, Statistical Methods (5th ed.| 
Ames, Iowa: Iowa State College Press, 1956), pp. 385-386. 
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89 

ANALYSIS OF VARIANCE OF OTIS STANINES 

Degrees 
Source of Sum of Mean 

Freedom Squares Square 

Sex 1 0.6403 0.6403** 

Group 2 1.4657 0.7329** 

S X G 2 0.1785 0.0893 N 

Total 5 2.2845 

80 .089 
Error (D.F. (M.S. 

Error) Error) 

**Significant at .01 level. 
N.S. = Not significant. 



TABLE 10 

RESULTS OP TESTS OF SIGNIFICANT DIFFERENCES 
IN OTIS STANINE MEANS 

90 

All Males 

5.590 

Between Sexes 

All Females 

6.243* 

Between Groups 

Experimental Group 
(Structural Linguistics) 

6.510* 

Experimental Group 

6.510 N.S. 

Control Group I 

5.300 

Control Group I 
(Traditional Grammar) 

5.300 

Control Group II 
(No Grammar) 

5.940 

Control Group II 

5.940 N.S. 

•Significant at .05 level. 
N.S. = Not significant. 
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Although the Structural Linguistics group had a sig­

nificantly higher average intelligence than the Traditional 

Grammar group, all three groups were in the average intelli­

gence range of the fifth and sixth stanines. The differences 

in intelligence among the groups seem to have had little 

effect on this study, since Tables 3, 4, 5, and 6 all indi­

cate that there is a very low correlation between the initial 

intelligence of the groups and improvement in writing skills. 

Comparisons of Results on Tests of Writing Skill 
Within and Among the Groups 

Comparisons of Scores on the 
Teacher-Assigned Themes 

Comparisons of Preliminary Theme Scores. One of the 

measures of writing skills used in this study was a theme on 

a topic designated by the teacher and assigned to be written 

by the students in the three groups at the beginning of the 

semester of experimentation. These themes were graded by 

three expert teachers of composition who were not involved 

in the experiment, and who graded the themes on the scale of 

one to five normally used in the junior high school. The 

scores used for the themes in this study were the sums of 

the grades given the students by the three teachers. This 

was done in an attempt to eliminate some of the bias which 

might have resulted if the themes were graded by the exper­

imenter who knew the handwriting of some of the students. 
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Also, using the grades of three teachers might have resulted 

in a decrease in the inconsistency of such subjective grad­

ing. 

Table 11 contains a summary of the mean scores for 

all the groups on the preliminary and post-experiment themes, 

as well as the measures of improvement in theme scores as 

shown by the differences between the preliminary and post-

experiment theme scores. 

The analysis of variance was used to find any sig­

nificant differences between the sexes and among the groups 

in the preliminary theme scores. As is indicated in Table 

12, there were significant differences at the .01 level 

between the scores of males and females and among the scores 

of the three groups on the initial theme. 

Critical ratio tests then revealed, as is shown in 

Table 13, that the mean score on the preliminary theme of 

females in all the groups was significantly higher at the 

.05 level than the mean score of all the males. Also, the 

mean score of the Experimental Group was significantly 

higher at the .05 level than the mean scores of Control 

Group I and Control Group II. There was no significant 

difference between the mean scores of Control Group I and 

Control Group II on the preliminary theme. 
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TABLE 11 

SUMMARY OF THEME SCORE MEANS 

Group Male Female Both 

M* (SD)** M (SD) M (SD) 

Preliminary Theme Score Means 

Experimental Group 8.25(1 .25) 7.64 (1 .67) 8 .00 (1 .47) 
(Structural Linguistics) 

Control Group I 9.88 (2 .29) 8.08 (2 .46) 9 .07(2 .53) 
(Traditional Grammar) 

Control Group II 9.79(1 .37) 7.88(1 .98) 8 .74(1 .97) 
(No Grammar) 

Combined Groups 9.28(1 .87) 7.88 (2 .07) 8 .62(2 .09) 

Post-experiment Theme Score Means 

Experimental Group 7.94(1 .60) 7.18(1 .53) 7 .63(1 .61) 
Control Group I 10.12(1 .96) 7.69 (1 .73) 9 .03 (2 .22) 
Control Group II 9.00(1 .31) 8.18 (1 .98) 8 .55(1 .76) 
Combined Groups 9.02(1 .89) 7.75(1 .83) 8 .42(1 .97) 

Improvement in Theme Score Means 
(Difference between preliminary and post-experiment scores) 

Experimental Group .313(1.57) .455(1.62) .370(1.59) 
Control Group I -.250(2.08) .391(1.97) -.134(2.04) 
Control Group II .786(1.32) -.294(2.08) .194(1.86) 
Combined Groups .261(1.75) .173(1.96) .202(1.85) 

*M = Mean 
**SD = Standard Deviation 
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TABLE 12 

ANALYSIS OF VARIANCE OF PRELIMINARY THEME SCORES 

Source 
Degrees 

of 
Freedom 

Sum of 
Squares 

Mean 
Square 

Sex 

Group 

S X G 

1 

2 

2 

3.1104 

1.2562 

0.5197 

3.1104** 

0.6281** 

0.2599 N.S, 

Total 4.8863 

Error 
80 

(D.F. 
Error) 

.14 
(M.S. 
Error) 

**Significant at .01 level 
N.S. = Not significant 
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TABLE 13 

RESULTS OF TESTS OF SIGNIFICANT DIFFERENCES IN 
PRELIMINARY THEME SCORE MEANS 

(Smaller numbers signify better scores) 

All Males 

9.307 

Between Sexes 

All Females 

7.867* 

Between Groups 

Experimental Group 
(Structural Linguistics) 

7.945* 

Experimental Group 

7.945* 

Control Group I 

8.980 

Control Group I 
(Traditional Grammar) 

8.980 

Control Group II 
(No Grammar) 

8.835 

Control Group II 

8.835 N.S. 

*Significant at .05 level. 
N.S. = Not significant. 

Although the Experimental Group (Structural Linguis­

tics) seems to have had a significantly higher mean score on 

the preliminary theme than the two control groups (Traditional 

Grammar and No Grammar), this initial difference probably 

had little effect on this study. This is indicated in 

Tables 3, 4, 5, and 6, which show low correlations between 

the initial theme scores and improvement in theme scores. 
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Comparisons of Post-experiment Theme Scores. The 

analysis of variance of the post-experiment theme scores 

revealed that the same relationship between sexes and between 

the groups existed after the experimental period as on the 

preliminary theme scores. Table 14 indicates significant 

differences at the .01 level between males and females in 

all the groups and among the groups. 

TABLE 14 

ANALYSIS OF VARIANCE OF POST-EXPERIMENT THEME SCORES 

Source 
Degrees 

of 
Freedom 

Sum of 
Squares 

Mean 
Square 

Sex 1 2.6800 2.6800** 

Group 2 1.9794 0.9897** 

S X G 2 0.8974 0.4487 N 

Total 5 5.5569 

Error 
80 

(D.F. 
Error) 

.13 
(M.S. 
Error) 

**Significant at .01 level. 
N.S. = Not significant. 
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Specifically, Table 15 indicates that the mean score 

on the post-experiment theme of females in all groups was 

significantly higher than the mean score of males at the .05 

level. Also at the .05 level, the mean score of the Experi­

mental Group on the post-experiment theme was significantly 

higher than the mean scores of Control Group I and Control 

Group II. As on the initial testing, there was no significant 

difference between the mean scores of Control Group I and 

Control Group II on the post-experiment theme. 

Comparison of Improvement in Theme Scores. One of 

the measures of improvement in writing ability in this study 

was the difference between the preliminary and the post-

experiment theme scores. These mean differences for males 

and females, for each group, and for all groups combined are 

summarized in Table 11. 

Although the Experimental Group (Structural Linguis­

tics) showed a greater mean improvement on the theme scores 

in Table 11, the analysis of variance shown in Table 16 

indicates no significant difference in improvement in writing 

ability between males and females or among the three groups 

as measured by the differences between the preliminary and 

post-experiment themes. 



TABLE 15 

RESULTS OF TESTS OF SIGNIFICANT DIFFERENCES IN 
POST-EXPERIMENT THEME SCORE MEANS 

(Smaller numbers signify better scores) 

98 

All Males 

9.020 

Between Sexes 

All Females 

7.683* 

Between Groups 

Experimental Group 
(Structural Linguistics) 

7.560* 

Experimental Group 

7.560* 

Control Group I 

8.905 

Control Group I 
(Traditional Grammar) 

8.905 

Control Group II 
(No Grammar) 

8.590 

Control Group II 

8.590 N.S. 

•Significant at .05 level. 
N.S. = Not significant. 
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TABLE 16 

ANALYSIS OF VARIANCE OF IMPROVEMENT IN THEME SCORES 
(Difference between preliminary and 

post-experiment theme scores) 

Degrees 
Source of Sum of Mean 

Freedom Squares Square 

Sex 1 0.0147 0.0147 N.S. 

Group 2 0.0988 0.0494 N.S. 

S X G 2 0.7840 0.3920 N.S. 

Total 5 0.8975 

80 
Error (D.F. 

Error) 

.13 
(M.S. 
Error) 

N.S. = Not significant. 

Comparisons of Scores on the 
STEP Essay Test 

Comparisons of Preliminary STEP Essay Test Scores. 

Another measure of initial writing ability used in this 

study was the STEP Essay Test/ Form 3A. This test, devel­

oped by the Cooperative Test Division of the Educational 

Testing Service, was chosen because it seemed a less sub­

jective measure than the teacher-assigned theme. The topic 

assigned for writing had been tested among thousands of 

subjects for suitability to the grade level (seven to nine). 
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In addition, the method of grading involved comparing the 

student's composition to several essays on the same topic 

which had been ranked by a consensus of expert graders. 

Therefore, in grading these papers, there were some standards 

of comparison for mechanics, grammar, and content instead of 

the usually more subjective standards of the teacher himself. 

In Table 17 is found a summary of the mean scores 

for all the groups on the preliminary STEP Essay Test, Form 

3A, and the post-experiment STEP Essay Test, Form 3By as well 

as the measures of improvement in writing ability as shown 

by the mean differences between STEP Essay Test 3A and STEP 

Essay Test 3B. 

Table 18 indicates that the analysis of variance of 

the preliminary STEP Essay Test scores showed a significant 

difference at the .01 level between the sexes in all the 

groups. Submitted to critical ratio tests, the results of 

which are shown in Table 19, it was found that the mean score 

of the females in all the groups was significantly higher at 

the .05 level than the mean score of the males. Both Tables 

18 and 19 indicate, however, that there were no significant 

differences among the three groups on the preliminary STEP 

Essay Test 3A. 
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TABLE 17 

SUMMARY OF STEP ESSAY TEST SCORE MEANS 

Male Female Both 

Group 

M* (SD)** M (SD) M (SD) 

Preliminary STEP Essay Test Score Means 

Experimental Group 
(Structural Linguistics) 

3 . 56 ( .70) 4 . 18 ( .72) 3 . 81 ( .77) 

Control Group I 
(Traditional Grammar) 

3 .12 ( .78) 4 .08 ( .73) 3 .55 ( .89) 

Control Group 11 
(No Grammar) 

3 . 29 ( .80) 3 .82 ( .78) 3 . 58 ( .83) 

Combined Groups 3 • 32 ( .78) 4 ,00( .76) 3 .64 ( .84) 

Post-Experiment STEP Essay Test Score Means 

Experimental Group 4.12(.60) 4.54(1.30) 4.29(0 .97) 
Control Group I 3.38(.93) 4.23(0.97) 3.76(1 .04) 
Control Group II 3.43(.50) 4.35(0.90) 3.94(0 .88) 
Combined Groups 3.65(.79) 4.37(1.05) 3.99(0 .99) 

Improvement in STEP Essay Test Score Means 

(Difference between l preliminary and post-experiment 
STEP Essay Test Scores) 

Experimental Group .56(0.70) .36(1.62) .48(1 .00) 
Control Group I .25(0.78) .15(1.10) .20(0 .94) 
Control Group II .14(1.12) .53(1.09) .36(1 .12) 
Combined Groups .33(0.89) .37(1.16) .32(1 .03) 

*M = Mean 
**SD = Standard Deviation 
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TABLE 18 

ANALYSIS OF VARIANCE OF PRELIMINARY 
STEP ESSAY TEST SCORES (FORM 3A) 

Source 
Degrees 

of 
Freedom 

Sum of 
Squares 

Mean 
Square 

Sex 1 0.7420 0.7420** 

Group 2 0.1161 0.0581 N 

S X G 2 0.0514 0.0257 N 

Total 5 0.9096 

Error 
80 

(D.F. 
Error) 

.053 
(M.S. 
Error) 

**Significant at .01 level. 
N.S. = Not significant. 



* 

103 

TABLE 19 

RESULTS OF TESTS OF SIGNIFICANT DIFFERENCES 
IN PRELIMINARY STEP ESSAY TEST 

SCORE MEANS (FORM 3A) 

Between Sexes 

All Males 

3.323 

All Females 

4.027* 

Between Groups 

Experimental Group 
(Structural Linguistics) 

3.870 N.S. 

Experimental Group 

3.870 N.S. 

Control Group I 

3.600 N.S. 

Control Group I 
(Traditional Grammar) 

3.600 

Control Group II 
(No Grammar) 

3.555 

Control Group II 

3.555 

•Significant at .05 level. 
N.S. = Not significant. 
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Comparisons of Post-Experiment STEP Essay Test Scores. 

The same relationship between the sexes and among the groups 

existed on the post-experiment STEP Essay Test 3B scores given 

after the experimental period as on the preliminary STEP Essay 

Test 3A scores. 

The analysis of variance in Table 20 reveals no sig­

nificant differences among the groups on the post-experiment 

STEP Essay Test 3B. There were significant differences at 

the .01 level between males and females in all the groups. 

TABLE 20 

ANALYSIS OF VARIANCE OF POST-EXPERIMENT 
STEP ESSAY TEST SCORES (FORM 3B) 

Source 
Degrees 

of 
Freedom 

Sum of 
Squares 

Mean 
Square 

Sex 1 0.7994 0.7994** 

Group 2 0.3176 0.1588 N.S 

S X G 2 0.0733 0.0366 N.S 

Total 5 1.1903 

Error 
80 

(D.F. 
Error) 

.062 
(M.S. 
Error) 

••Significant at .01 level. 
N.S. = Not significant. 
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Table 21 indicates that the mean score of the females 

in all the groups on the post-experiment STEP Essay Test 3B 

was significantly higher than the males at the .05 level. 

TABLE 21 

RESULTS OF TESTS OF SIGNIFICANT DIFFERENCES 
IN POST-EXPERIMENT STEP ESSAY TEST 

SCORE MEANS (FORM 3B) 

All Males 

3.643 

Between Sexes 

All Females 

4.373* 

Between Groups 

Experimental Group 
(Structural Linguistics) 

4.330 U.S. 

Experimental Group 

4.330 N.S. 

Control Group I 

3.805 

Control Group I 
(Traditional Grammar) 

3.805 

Control Group II 
(No Grammar) 

3.890 

Control Group II 

3.890 N.S. 

•Significant at .05 level. 
N.S. = Not significant. 

Comparison of Improvement in STEP Essay Test Scores, 

A second measure of improvement in writing ability in this 

study was the difference between the preliminary and the 

post-experiment STEP Essay Test scores. Table 17 presents 
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a summary of the mean differences for males and females, for 

each group, and for all groups combined. 

According to Table 17, the Experimental Group (Struo 

tural Linguistics) showed a greater mean improvement in STEP 

Essay Test scores, but the analysis of variance shown in 

Table 22 indicates that there was no significant difference 

in improvement in writing ability between males and females 

or among the groups as measured by the differences between 

the preliminary and post-experiment STEP Essay Test scores. 

TABLE 22 

ANALYSIS OF VARIANCE OF IMPROVEMENT IN 
STEP ESSAY TEST SCORES 

(Difference between preliminary and post-experiment 
STEP Essay Test Scores) 

Source 
Degrees 

of 
Freedom 

Sum of 
Squares 

Mean 
Square 

Sex 1 0.0014 0.0014 N, 

Group 2 0.0676 0.0338 N, 

S X G 2 0.0997 0.0498 N, 

Total 5 0.1687 

Error 
80 

(D.F. 
Error) 

.076 
(M.S. 
Error) 

N.S. = Not significant. 
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Comparisons of Scores on the 
STEP Writing Tests 

Comparisons of Preliminary STEP Writing Test Scores. 

A third measure of initial writing ability used in this study 

was the STEP Writing Test Form 3Ay developed by the Coopera­

tive Test Division of the Educational Testing Service. This 

test was chosen because it was the best available objective 

measure of writing ability. Since it was a multiple choice 

test involving finding an error in a writing sample and 

selecting a correct revision of the error, it was objectively 

scored, thus eliminating the subjectivity found in grading 

the teacher-assigned themes and the STEP Essay Tests. 

Table 23 is a complete summary of the mean scores for 

all the groups on the preliminary STEP Writing Test 3A and 

the post-experiment STEP Writing Test 3By as well as the 

measures of improvement in writing ability as shown by the 

mean differences between STEP Writing Tests 3A and 3B. 

The analysis of variance of the preliminary STEP 

Writing Test 3A scores in Table 24 indicated significant dif­

ferences at the .01 level between the scores of males and 

females and among the scores of all the groups,, 

The critical ratio test of significance of differ­

ences between sexes in Table 25 reveals that the mean score 

of the females in all groups was significantly higher at the 

.05 level than the mean score of the males on the preliminary 

STEP Writing Test 3A. 
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TABLE 23 

SUMMARY OF STEP WRITING TEST SCORE MEANS 

Male Female Both 

Group = 

M* (SD)** M (SD) M (SD) 

Preliminary STEP Writing Test Score Means 

Experimental Group 25.38(7.2) 29. 18(06. 2) 26. 93(07. 1) 
(Structural Linguistics) 

Control Group I 23.06(7.5) 27. 31(08. 0) 24. 97(08. 1) 
(Traditional Grammar) 

Control Group II 24.79(7.2) 30. 82(03. 9) 28. 10 (06. 4) 
(No Grammar) 

Combined Groups 24.39(7.4) 29. 27(06. 3) 26. 69(07. 3) 

Post-Experiment STEP Writing Test Score Means 

Experimental Group 33.56 (7.6) 38. 27(03. 6) 35. 50(06. 7) 
Control Group I 28.25(8.5) 36. 23(11. 8) 31. 80(10. 9) 
Control Group II 30.37(7.2) 37. 82(06. 7) 34. 45(07. 9) 
Combined Groups 30.74(8.1) 37. 44(08. 2) 33. 90(08. 8) 

Improvement in STEP Writing Test Score Means 

(Difference between preliminary and post-experiment 
STEP Writing Test Score Means) 

Experimental Group 8.19(4.70) 9.09(04.20) 8.56(04.50) 
Control Group I 5.19(7.50) 8.92(07.70) 6.86(07.80) 
Control Group II 5.57(3.40) 7.00(06.60) 6.36(05.40) 
Combined Groups 6.35(5.70) 8.17(06.50) 7.21(06.20) 

*M = Mean 
**SD = Standard Deviation 
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TABLE 24 

ANALYSIS OF VARIANCE OF PRELIMINARY STEP 
WRITING TEST SCORES (FORM 3A) 

Source 
Degrees 

of 
Freedom 

Sum of 
Squares 

Mean 
Square 

Sex 1 33.0412 33.0412** 

Group 2 7.6862 3.8431** 

S X G 2 1.3905 0.6953 N 

Total 5 42.1179 

Error 
80 

(D.F. 
Error) 

.52 
(M.S. 
Error) 

**Significant at .01 level. 
N.S. = Not significant. 
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TABLE 25 

RESULTS OF TESTS OF SIGNIFICANT DIFFERENCES 
IN PRELIMINARY STEP WRITING TEST 

SCORE MEANS (FORM 3A) 

Between Sexes 

All Males 

24.410 

All Females 

29.103* 

Between Groups 

Experimental Group 
(Structural Linguistics) 

27.280* 

Experimental Group 

27.280 

Control Group I 

25.185 

Control Group I 
(Traditional Grammar) 

25.185 

Control Group II 
(No Grammar) 

27.805 N.S. 

Control Group II 

27.805* 

•Significant at .05 level 
N.S. = Not Significant. 
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Table 25 also indicates that the mean score of the 

Experimental Group (Structural Linguistics) was signifi­

cantly higher at the .05 level than the mean score of Con­

trol Group I (Traditional Grammar). There was no signifi­

cant difference between the mean scores of the Experimental 

Group and Control Group II (No Grammar), although the mean 

score of Control Group II was significantly higher at the 

.05 level than the mean score of Control Group I. 

Comparisons of Post-experiment STEP Writing Test 

Scores. As shown in Table 26, the analysis of variance of 

the post-experiment STEP Writing Test 3B scores indicates 

significant differences at the .01 level between the scores 

of males and females and among all the groups. 

The results of critical ratio tests, shown in Table 

27, reveal that the mean score of females in all groups was 

significantly higher at the .01 level than that of males in 

all the groups on the post-experiment STEP Writing Test 3B. 

Also, the mean score of the Experimental Group 

(Structural Linguistics) v/as significantly higher at the .05 

level than the mean score of Control Group I (Traditional 

Grammar). 

Although the mean score of Control Group II (No 

Grammar) was significantly higher at the .05 level than that 

of Control Group I, there was no significant difference 

between the mean scores of Control Group II and the Experi­

mental Group in the post-experiment STEP Writing Test 3B. 
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TABLE 26 

ANALYSIS OF VARIANCE OF POST-EXPERIMENT 
STEP WRITING TEST SCORES (FORM 3B) 

Source 
Degrees 

of 
Freedom 

Sum of 
Squares 

Mean 
Square 

Sex 1 67.6031 67.6031^ 

Group 2 13.5060 6.7530^ 

S X G 2 3.0806 1.5403 N 

Total 5 84.1897 

Error 
80 

(D.F. 
Error) 

.55 
(M.S. 
Error) 

••Significant at .01 level. 
N.S. = Not significant. 
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TABLE 27 

RESULTS OF TESTS OF SIGNIFICANT DIFFERENCES 
IN POST-EXPERIMENT STEP WRITING TEST 

SCORE MEANS (FORM 3B) 

Between Sexes 

All Males 

30.727 

All Females 

37.440** 

Between Groups 

Experimental Group 
(Structural Linguistics) 

35.915* 

Experimental Grou> 

35.915 N.S. 

Control Group I 

32.240 

Control Group I 
(Traditional Grammar) 

32.240 

Control Group II 
(No Grammar) 

34.095 

Control Group II 

34.095* 

•Significant at .05 level. 
••Significant at .01 level. 
N.S. = Not significant. 
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Comparisons of Improvement in STEP Writing Test 

Scores. The difference between the preliminary and post-

experiment STEP Writing Test scores was the third measure of 

improvement in writing ability in this study. 

In Table 23, which contains a summary of the mean 

differences for males and females, for each group, and for 

all the groups combined, the Experimental Group (Structural 

Linguistics) is shown to have made a greater improvement 

than Control Group I (Traditional Grammar) or Control Group 

II (No Grammar) on the STEP Writing Test scores. 

The analysis of variance was used to find if this 

greater improvement was significant. Table 28 reveals that 

there were significant differences at the .01 level between 

males and females and among the groups in improvement in 

writing ability as measured by the differences between the 

preliminary and post-experiment STEP Writing Tests. 

The critical ratio test results are shown in Table 

29 and specifically indicate that the improvement of the 

females in all the groups on the STEP Writing Tests was sig­

nificantly higher at the .05 level than that of the males. 

Table 29 also reveals no significant difference in 

improvement between Control Groups I and II. 
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TABLE 28 

ANALYSIS OF VARIANCE OF IMPROVEMENT IN 
STEP WRITING TEST SCORES 

(Difference between preliminary and post-experiment 
STEP Writing Test Scores) 

Source 
Degrees 

of 
Freedom 

Sum of 
Squares 

Mean 
Square 

Sex 1 6.1206 6.1206** 

Group 2 5.7674 2.8837* 

S X G 2 2.2633 1.1317 N 

Total 5 14.1513 

Error 
80 

(D.F. 
Error) 

.42 
(M.S. 
Error) 

•Significant at .05 level. 
**Significant at .01 level. 
N.S. = Not significant. 



116 

TABLE 29 

RESULTS OF TESTS OF SIGNIFICANT DIFFERENCES IN 
IMPROVEMENT IN STEP WRITING TEST SCORE MEANS 

All Males 

6.317 

Between Sexes 

All Females 

8.337* 

Between Groups 

Experimental Group 
(Structural Linguistics) 

8.640* 

Experimental Group 

8.640* 

Control Group I 

7.055 N.S. 

Control Group I 
(Traditional Grammar) 

7.055 

Control Group II 
(No Grammar) 

6.285 

Control Group II 

6.285 

•Significant at .05 level. 
N.S. = Not significant. 
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Most interesting for this study was the fact that the 

improvement in writing ability, as measured by the STEP 

Writing Tests, of the Experimental Group (Structural Lin­

guistics) was significantly higher at the .05 level than that 

of Control Group I (Traditional Grammar) and that of Control 

Group II (No Grammar). 

In the following chapter the findings of this study 

will be evaluated and conclusions will be drawn related to 

the hypotheses presented in Chapter I. 



CHAPTER IV 

SUMMARY AND CONCLUSIONS 

The broad basis for this study was the problem of 

applying the findings of scientific research in linguistics 

to the teaching of English. It was suggested that teachers 

educated in traditional grammar would need strong motivation 

to pursue a study of linguistics and attempt to apply it 

to their teaching. Such motivation might come from the fact 

that improving student writing is a major problem to all 

English teachers. If experimental evidence were provided 

indicating that the teaching of structural linguistics had a 

greater effect on improving student writing than traditional 

grammar, perhaps it would encourage English teachers to 

attempt similar action research. Strongly motivated by a 

desire to solve the problem of improving student writing, 

English teachers might attempt to assimilate the theoretical 

knowledge and suggestions of linguists if they felt that 

application of this knowledge would provide a solution to 

the problem. 

Summary of the Study 

This experiment was designed to serve as an 

example of such action research in the field of applied 

118 
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linguistics. Specifically, its purpose was to discover if 

there might be a greater improvement in the writing of stu­

dents who were taught structural linguistics than in the com­

positions of those who were taught traditional grammar, or, 

in those of a third group which was not taught grammar. 

The setting of the experiment was a two-year junior 

high school of about nine hundred pupils in which ability 

grouping was used in all the academic classes. The neighbor­

hood of the school included families of every socio-economic 

status, but there were no non-white students or students 

with second language problems. 

The teacher of the three groups had a knowledge of 

structural linguistics and Roberts' Patterns of English, 

acquired through course work, personal reading, and in-service 

education. Three other teachers were involved as specialists 

in composition, serving as graders of the teacher-assigned 

themes given in the evaluation phases of the experiment. 

The subjects of this experiment were three average 

seventh grade classes containing twenty-seven, twenty-nine, 

and thirty-one pupils. The groups were not matched or 

equated, because it was one of the purposes of the experi­

ment to give an example of action research which could be 

conducted by any English teacher with groups assigned to 
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him. Therefore, three groups assigned to the teacher and 

labeled as average ability by the school counselors were 

designated at random as Experimental Group (taught structural 

linguistics), Control Group I (taught traditional grammar), 

and Control Group II (taught no grammar). 

By accepting these groups, the usual experimental 

process of singling out individuals and assigning them to the 

experimental and control groups was avoided. Employing nor­

mal classroom groups and a regularly assigned teacher was a 

means of minimizing individual reactions to the experimental 

situation which might produce the Hawthorne effect. 

To avoid such awareness or special treatment of the 

subjects in any of the groups, the participants were not told 

of their involvement in an experimental situation. The neces­

sary testing was done as if it were part of the beginning and 

end of a semester's evaluation, and no special testing was 

done during the semester. 

The effects of the personality and enthusiasm of the 

teacher for the experimental method of instruction were ruled 

out by preparing the lesson plans for all the classes very 

carefully, following them closely, and keeping an anecdotal 

record of teacher directions, pupil responses, and the time 

spent on each activity. 

The materials used in the Experimental Group for one 

period a week during one semester consisted of adaptations 
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from Part I of Paul Roberts' Patterns of English. This sec­

tion discussed the four form classes in English for which 

Roberts used the traditional terms of nouns, verbs, adjec­

tives, and adverbs. The method of teaching, however, involved 

the inductive approach and included the composing of examples 

of the form classes and sentences. 

Control Group I was taught an equivalent fifty-

minute period each week of traditional grammar for one semes­

ter. The state-adopted textbook, Language for Daily Use, 

was used, selecting only the chapter sections on the tradi­

tional parts of speech—nouns, verbs, adjectives, and 

adverbs. The traditional method of presenting these parts 

of speech was used, including the definition first and con­

tinuing with examples and practice in picking out the part 

of speech from sentences in the text. 

Control Group XI received no instruction in grammar 

for the same period of one semester. Instead, for fifty 

minutes each week the members of this group engaged in free 

reading with no help from the teacher. 

Writing, listening, and speaking activities for all 

the groups were identical in the remaining four periods es.ch 

week. 

Tests were needed to determine the level of writing 

ability of the students in the three groups before and 

after the experimental period of one semester. One of the 
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tests chosen was the STEP Writing Test of the Educational 

Testing Service. It is an objective test measuring the 

full range of skills involved in good writing. 

Because the STEP Writing Test did not include any 

writing by the student which could be evaluated, the STEP 

Essay Test was added to test writing ability before and after 

the experiment. 

A third measure of writing skill was a theme topic 

assigned by the teacher before and after the experiment 

and graded by three teachers who were experts in composition 

evaluation. 

Improvement in composition or writing skills was 

assumed to have occurred if there were positive differences 

between the scores on the preliminary tests and the scores 

on the tests given at the end of one semester of instruction. 

Otis Mental Ability Test stanines were obtained 

from counselors' records to determine if there were any 

significant differences in intelligence among the groups. 

In addition, the means of the initial test scores of all 

the groups were determined in order to ascertain if there 

were any significant differences among the groups in writ­

ing skills at the beginning of the experiment. 

The initial and post-experiment scores on all the 

tests and the Otis stanines were correlated in order to 
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determine if the means derived from the various sets of 

measures were independent. 

Since there were low correlations among the means of 

all these measures, the statistical technique of analysis of 

variance was applied to the problem of determining the sig­

nificance of the difference between the means of the prelim­

inary and post-experiment tests. 

Modern computers were used to analyze the raw data 

and to produce the correlations, analyses of variance, and 

the critical ratio tests of significant differences. The 

use of computers indicated that teachers might undertake 

action research without the fear of difficult statistical 

procedures. 

Low correlations were revealed between intelligence, 

as measured by the Otis stanines, and improvement in writing 

ability, as measured by the differences between the initial 

and post-experiment scores on each of the tests in each 

group and in all groups combined. It was concluded, there­

fore, that the initial intelligence of a student had little 

or no relationship to the improvement he made in writing 

skills as a result of any of the three methods of treatment 

in the groups. 

Although the Structural Linguistics Group had a sig­

nificantly higher intelligence than the Traditional Grammar 

Group, all three groups were in the average intelligence 
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range of the fifth and sixth Otis stanines. These differ­

ences in intelligence were considered to have little effect 

on this study since there were low correlations between the 

initial intelligence of the groups and improvement in writing 

skills. 

The initial test scores of writing ability revealed 

some differences among the groups at the beginning of the 

experiment. On the preliminary theme the mean score of the 

Experimental Group (Structural Linguistics) was significantly 

higher at the .05 level than the mean scores of Control 

Group I (Traditional Grammar) and Control Group II (No Gram­

mar) . The mean scores on the preliminary STEP Essay Test 

revealed no significant differences among the three groups. 

The preliminary STEP Writing Test revealed no significant 

differences between the Experimental Group mean score and 

that of Control Group II. However, the mean score of the 

Experimental Group was higher at the .05 level than that of 

Control Group I, and Control Group II was significantly 

higher at the .05 level than Control Group I on the prelim­

inary STEP Writing Test. 

These differences among the groups on the initial 

tests of writing ability were considered to have had little 

or no effect on this study since there were low correlations 

between the initial mean test scores of each group and 

improvement in writing ability. It was also assumed that 
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the initial level of writing ability of a student in any 

group had little or no relationship to the improvement he 

made in writing skill as a result of any of the methods of 

treatment in the groups. 

The differences in improvement between males and 

females were considered for all the groups. On both the 

teacher-assigned themes and the STEP Essay Tests, there were 

no significant differences in improvement in writing skills 

as measured by the differences between the preliminary and 

post-experiment scores. However, on the STEP Writing Test, 

the improvement of females was significantly higher at the 

.05 level than that of the males. 

Although the raw data revealed that the Experimental 

Group (Structural Linguistics) showed a greater mean improve­

ment in writing ability than Control Group I (Traditional 

Grammar) and Control Group II (No Grammar) on all three tests 

of writing skill, this result was significant at the .05 

level only when measured by the differences between the pre­

liminary and post-experiment STEP Writing Tests. 

Conclusions 

On all the tests of writing ability, the Experimental 

Group (Structural Linguistics) showed greater improvement 

than the other two groups. Although the results were signif­

icant statistically on only one of the tests of writing skill, 

the first hypothesis of this study was upheld: the teaching 
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of an introduction to structural linguistics had a signifi­

cantly greater effect than traditional grammar on improving 

composition writing. 

More confidence was placed in the findings based on 

the STEP Writing Test because it was an objectively graded 

test which measured proficiency in all the skills of good 

writing including, especially, syntax, sentence structure, 

and word choice. It was assumed that the effect on writing 

as a result of a study of grammar, either structural or tra­

ditional, would be observed in this area of sentence struc­

ture. 

The STEP Essay Tests and the teacher-assigned themes 

were probably not able to furnish significant evidence of 

this effect since the evaluation of these tests was subjec­

tive. The STEP Essay Test was graded by comparing student 

papers with samples supplied with the test which had been 

evaluated by professional graders on the basis of criteria 

involving all aspects of writing skill. However, the grad­

ing scale, which contained a high of seven and a low of one, 

still made it difficult to give the student papers a rating, 

and subjective judgment entered into every decision. 

The same difficulty was present to a greater degree 

in grading the teacher-assigned themes. Although the themes 

were graded by three unbiased, expert teachers of composi­

tion, each teacher used her own standards of evaluating 

writing skills, and the resulting differences in subjective 
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judgment probably had a greater effect than on the STEP 

Essay Test. 

The reliability of .62 of the STEP Essay Test was 

less than the figure of .88 for the STEP Writing Test as 

supplied by the Educational Testing Service. This greater 

reliability of the STEP Writing Test was also reflected in 

the correlations made in this study between the initial and 

post-experiment tests. The correlation of the preliminary 

and the post-experiments themes in all the groups was .586, 

and the correlation of the preliminary and post-experiment 

STEP Essay Tests was .367. In contrast, the correlation 

of the preliminary and post-experiment STEP Writing Tests 

was .723. 

Greater reliability and objectivity in grading 

seemed, therefore, to warrant accepting the significant 

results of the STEP Writing Tests and applying them to the 

first hypothesis of this study. 

Based on the significant results of the STEP 

Writing Test, the second hypothesis of this study was also 

upheld: the teaching of an introduction to structural 

linguistics had a significantly greater effect on improving 

student writing than no instruction in grammar. 

In contrast, the third hypothesis was rejected. 

There were no significant differences in improvement in 

writing skills between Control Group I (Traditional Grammar) 
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and Control Group II (No Grammar). This result was in 

agreement with many previous studies which have indicated 

that there was no significant difference in composition 

improvement between a group taught traditional grammar 

and a group which had not been taught formal grammar. 

Significance of the Conclusions 

The significance of these conclusions is limited by 

the following facts: (1) the study involved only seventh 

grade classes; (2) it had a duration of only one semester; 

(3) the material taught in the structural linguistics group 

included only the four form classes of Roberts' Patterns of 

English. However, the conclusions are in agreement with 

those of Suggs in the only other experiment testing the 

effect of structural grammar on improving composition. 

Suggs' experiment involved eleventh grade students and also 

showed that the improvement in writing skill of the struc­

tural grammar group was significantly greater than the 

traditional grammar group. 

Perhaps the cause of this significant difference 

may be seen in the lesson plans and records of the Struc­

tural Linguistics Group found in Appendix A. These reveal 

that the method of teaching the four form classes of struc­

tural grammar (nouns, verbs, adjectives, and adverbs) 

involves the student as he supplies words from his own 
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vocabulary which fit blanks in pattern frames. The student's 

attention during this process is fixed on basic English sen­

tences, and he supplies the words which give the pattern 

meaning. 

An even more important method of teaching sentence 

structure is revealed by the material in Appendix A. In 

each lesson and work sheet the student composes sentences of 

his own, using the form classes as he learns them. In 

addition, he practices creating variety in sentence struc­

ture by placing the words in different positions in his 

sentences. This emphasis on sentence patterns and composing 

sentences may be the source of the successful effect of 

teaching structural grammar on the improvement of student 

writing. 

In contrast, the method of traditional grammar, as 

illustrated in the sample lesson in Appendix B, stresses 

analysis instead of synthesis. The definition of the part 

of speech is learned first and is then followed by lists 

of examples. The analysis consists of picking out the newly 

learned part of speech in textbook sentences. Language for 

Daily Use, which was used by the Traditional Grammar group 

in the study, is typical of many traditional grammar texts 

in this method of presentation. There is little link pro­

vided between the learning of a grammatical concept and 

its application to composition. This may indicate why the 
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teaching of traditional grammar has been shown to have no 

effect on improvement in writing skill. 

Suggestions for Further Research 

Despite the value of its experimental conclusions, 

this study will have failed in its major purpose if action 

research concerning the application of the findings of the 

science of linguistics to the English curriculum does not 

become more prevalent. The gap between theory and practice 

will widen unless more English teachers become involved in 

attempting to solve their teaching problems by experimenta­

tion. 

The value of action research is not only in the sta­

tistical results it may yield, but lies also in the changed 

attitude of the teacher toward experimentation. The teacher 

who becomes involved in trying out a new procedure may dis­

cover the pleasure that comes from making teaching and learn­

ing experiences more exciting through changing educational 

practices. He sees the result of the scientific approach to 

teaching, and may be more likely to encourage his students 

to use the same method in solving their learning problems. 

Therefore, it is essential that research studies be 

initiated and carried out by classroom teachers with the aid 

of department chairmen, curriculum coordinators, testing 

services, and professors of education in order to answer the 

following questions: 



131 

1. Will the teaching of structural grammar, using 

Roberts' Patterns of English (at the seventh, eighth, ninth, 

tenth, eleventh, and twelfth grade levels) for one semester, 

have a significantly greater effect than traditional grammar 

on improving composition? 

2. Will the teaching of structural grammar, using 

Roberts' Patterns of English (at the seventh, eighth, ninth, 

tenth, eleventh, and twelfth grade levels) for two semesters, 

have a significantly greater effect than traditional grammar 

on improving composition? 

3. Will the teaching of linguistics, using various 

texts of structural and transformational grammar (at differ­

ent grade levels for a period of one year or more), have a 

significantly greater effect than traditional grammar on 

improving composition? 

4. Will a sequential program in linguistic study 

from grades seven through twelve have a significantly greater 

effect on improving composition than the traditional sequen­

tial program in grammar? 

5. Will a functional approach to teaching structural 

grammar, integrating it closely with composition and litera­

ture, have a significantly greater effect on improving com­

position than the teaching of structural grammar as a sepa­

rate subject? 



APPENDIX A: 

RECORDS OF LESSONS IN STRUCTUAL LINGUISTICS 



Experimental Group (Structural Linguistics) 

Lesson No. 1 

I. Purposes 

A. To introduce the concept of word order in English 
sentences. 

B. To introduce the concept of patterns. 

C. To introduce the patterning of nouns inductively. 

II. Materials 

A. Adaptation from Paul Roberts' Patterns of English, 
p. 12, for teacher only. 

B. Chalkboard and chalk. 

III. Log of classroom procedure 

Place these words on board as teaser: 

the he trains seals 

We may.know the meaning of the separate word, but we 

don't get a sentence meaning unless we arrange them in some 

pattern. Ask class for volunteers to make a sentence pattern 

from the words. Write on board: 

1. He trains the seals. 

2. He seals the trains. 

See how the meaning changes because of the pattern. 

"Trains" is not the same kind of word in No. 1 as in No. 2. 

"Seals" is not the same kind of word in No. 1 as in No. 2. 

We know they are different words because we know they occur 

differently in the patterns. 

133 
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Discuss definitions of patterns. Two pupils suggested 

the words "design" and "plan." From this the discussion was 

led to an example of another sentence pattern placed on the 

board: "I saw the apple." Pupils were asked to see this as 

a pattern in which a different word could be placed in the 

position of the word "apple." The substitution of another 

word would then still keep the pattern the same and the sen­

tence would still make sense. 

The teacher wrote on the board as the pupils volun­

teered words to substitute for "apple." The same process was 

repeated, after many suggestions (the teacher stopped at 

twenty, but the class could have gone on), with other pat­

terns : 

1. I was disappointed in..the apple. 

2. Her apple is gone. 

3. Apples are plentiful in Washington. 

As the pupils began to become more imaginative about 

substituting words for "apple," class participation and en­

joyment reached a maximum. Pupils were then reminded of the 

definition of pattern and how substituting for the word could 

preserve the pattern as well as have the sentence still make 

sense. 
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Experimental Group (Structural Linguistics) 

Lesson No. 2 

I. Purposes 

A. To provide group practice in patterning nouns. 

B. First use of term "noun." 

C. To provide individual exercises in patterning 
nouns. 

D. To provide practice in sentence composition. 

II. Materials 

A. Adaptation for group practice of Patterns of 
English, p. 13, for teacher only. 

B. Exercises on dittoed worksheet adapted from 
Patterns of English, p. 15. 

C. Chalkboard and chalk. 

III. Log of classroom procedure 

We continued board practice in substituting words 

in patterns suggested from Patterns of English, p. 13: 

1. Her apple is gone. 

2. I was disappointed in the pitcher. 

3. Locomotives are plentiful in Washington. 

Three pupils were selected to write on the board 

during the oral practice session when pupils in the class 

were asked for words that would fit the patterns. This week 

all the pupils were involved in giving words and there was 

more imagination and amusement evident. 
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The dittoed homework sheet attached was then passed 

out to each pupil, and the directions were discussed care­

fully. These exercises were chosen from Patterns of English, 

p. 15, Exercise 3, A and D. The wording was simplified in 

order to make the directions easier for seventh graders to 

understand. There were questions about the examples and the 

number of words to substitute in the patterns. 

Pupils were then asked to use the ditto sheet exer­

cises as homework or to start them in class if all other work 

had been completed. 

Before the discussion was ended the teacher asked if 

the pupils, after reading the statement about nouns in the 

directions, had had a hint previously about the name of the 

form class that fit these patterns. Most of the pupils 

raised their hands because they had heard of or discussed 

nouns in traditional grammar in the elementary grades. 
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Experimental Group (Structural Linguistics) 

Worksheet for Lesson No. 2 

Listing Nouns in Patterns 

(Adapted from Paul Roberts' Patterns of English, p. 15.) 

In the following patterns find words that fit in the 

blanks: 

1. I saw a . 

2. He hasn't any . 

3. The was interesting. 

Nobody has time to list all the possible words that would 

fit in the blanks, but it shouldn't take you long to list 

fifty for each blank. 

It's more fun if you think of odd words like "He hasn't 

any dimples," "The scoop was interesting." 

Remember that any word that will fit in one of these 

blanks is a noun. 

Find some more noun positions by making up five different 

sentences using the noun desk. 

Under each one list five other words that could replace 

desk. 

Example: That's a very nice desk, isn't it? 

hammer torpedo vegetable bug idea 
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Experimental Group (Structural Linguistics) 

Lesson No. 3 

I. Purposes 

A. Review of individual and group practice in pat­
terning nouns and varied sentence construction 
with nouns. 

B. Evaluation of individual exercises in patterning 
nouns and varied sentence construction. 

II. Materials 

A. Pupils' ditto worksheets on patterning nouns and 
constructing varied sentences with nouns. 

B. Chalkboard and chalk. 

III. Log of classroom procedure 

The ditto sheets containing the exercises completed 

as class and home work last week were returned and exchanged 

for grading. The checking was a simple review of substitu­

tion of words, nouns, that fit the patterns given and in the 

pupils own sentences. The teacher called for examples from 

everyone in the class and as a result they had an opportunity 

in checking someone else's paper to see and enjoy the imagi­

native words used. A grading scale was devised for this 

exercise also, and it reflected the high interest and sim­

plicity of the assignment because of many almost perfect 

papers. Several students said that they had enjoyed doing 

the assignment. 
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Experimental Group (Structural Linguistics) 

Lesson No. 4 

I. Purposes 

A. Review and reinforcement of the concept of sen­
tence "pattern." 

B. Review and reinforcement of patterning nouns„ 

C. Introduce patterning of verbs inductively without 
using the term "verb." 

D. Note how adding these new words brings "sense" 
to the patterns. 

II. Materials 

A. For the teacher—verb pattern explanation adapted 
from Patterns of English/ p. 14. 

B. For the pupils—chalkboard and chalk. 

III. Log of classroom procedure 

Board work was begun using patterns in which verbs 

could be substituted, although the word "verb" was not men­

tioned. Pupils were first asked briefly for definitions of 

the word "pattern" as discussed last month. They were also 

asked to review briefly the use of a word, noun, which would 

fit the pattern "Apples are plentiful." 

Then they were asked to think of words which could 

be substituted or placed in the following patterns taken 

from Patterns of English/ p. 14: 

1. They will later. 

2. They when they can. 
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3. Please . 

4. He s once in a while. 

All pupils were called on at least to supply a single 

word to fit each pattern. It was indicated during the oral 

work that words supplied for one pattern could fit another. 

The teacher wrote the words given by the pupils on the board 

under each pattern. He also indicated that when the word 

was supplied, the pactern made sense. 

No mention was made of the verb definition, but the 

teacher told the pupils that next Wednesday's assignment 

would be another ditto sheet with patterns like those above. 
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Experimental Group (Structural Linguistics) 

Lesson No. 5 

I. Purposes 

A. Group review of verb patterns. 

B. Individual practice in patterning verbs. 

C. Demonstrate the effect of using a variety of 
verbs in the sentence patterns. 

D. Provide practice in sentence composition. 

II. Materials 

A. Dittoed worksheet of verb pattern exercises 
adapted from Patterns of English, pp. 15 and 16, 
Ex. B, C, and E. 

B. Chalkboard and chalk. 

Ill. Log of classroom procedure 

A brief board review of verb patterns and the 

assignment of work on the ditto sheet attached was begun 

during this period. 

The board work consisted of having a pupil write 

on the board the words other pupils gave which would fit 

these patterns: 

1. They will later. 

2. They when they can. 

3. He s once in a while. 

The directions for the ditto sheet assignment were 

supplemented by the teacher explaining that a different 

word should be used to fit the patterns in each of the 



exercises based on Patterns of English/ pp. 15 and 16, 

Ex. B, C, and E. The directions for each exercise were 

read and examples given by several pupils. 

The remaining time was given to the pupils to 

continue the exercises in class with teacher assistance. 

Those not finished at the end of the period were asked 

to complete the assignment as homework. 
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Experimental Group (Structural Linguistics) 

Worksheet for Lesson No. 5 

Listing Verbs in Patterns 

(Adapted from Paul Roberts' Patterns of English, pp. 15-16.) 

Make a list of twenty-five words that fit the blank in 

the pattern: 

Please . 

Make a list of twenty-five words that fit the blank 

in the pattern: 

Let's . 

Now make a list of twenty-five words that fit this 

new pattern: 

Please it. 

Make another list of twenty-five words that fit this 

pattern: 

Let's it. 

Make up five different sentences using the word sing 

in a different position in each sentence. Under each 

of your sentences list five other words that could 

replace sing. 
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Experimental Group (Structural Linguistics) 

Lesson No. 6 

I. Purposes 

A. Review patterning of verbs. 

B. Demonstrate variety in verb choices for patterns. 

C. Demonstrate variety in sentence composition. 

D. Evaluation of individual exercises in patterning 
verbs and varied sentence construction. 

E. Formation of inductive definition of verbs accord­
ing to patterning concept. 

II. Materials 

A. Pupils' ditto worksheets on patterning verbs and 
constructing sentences. 

B. Chalkboard and chalk. 

III. Log of classroom procedure 

The dittoed sheets containing the completed exercises 

on verb patterns were returned to the pupils. Pupils exchanged 

papers in order to check and grade them and also to see what 

possible words had been substituted by someone else in the 

blank spaces of the simple verb patterns. Examples were 

given by the pupils of good words for each exercise. 

For Exercise 5 on the worksheet the sentences made 

with the word "sing" were placed on the board showing examples 

of different patterns with the word in a different position 

in each sentence. 
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Pupils checked the papers by giving one point for 

each word and one point for each sentence in Exercise 5. 

The total possible score was one hundred thirty points. 

The grade scale was placed on the board: 

125-130 1 

100-124 2 

80-99 3 

60-79 . 4 

The distribution showed that most of the class achieved a 

grade of "3" or better and indicated the positive effect 

of much practice. 

During the discussion of the answers the teacher 

asked if anyone could recognize the name that we give the 

type of words that fit these patterns. Several pupils 

were ready with the answer "verbs." The teacher restated 

this once by saying that "verbs are words which fit the 

patterns with which we've been working and practicing." 

The teacher also asked if pupils remembered using the word 

"verb" or learning about it in previous grades. More than 

half the class responded by raising their hands. 
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Experimental Group (Structural Linguistics) 

Lesson No. 7 

I. Purposes 

A. To introduce the patterning of adjectives 
inductively. 

B. To demonstrate the effect on the sentence of 
using a variety of adjectives. 

C. To maintain enthusiasm for pattern practice. 

II. Materials 

A. For teacher—adaptation from Patterns of 
English, p. 16. 

B. For pupils—chalkboard and chalk. 

III. Log of classroom procedure 

This period was spent in introducing the patterning 

of adjectives. No mention of the definition or word adjec­

tive was given, but the following sentences from Patterns 

Of English, p. 16, were used as board practice: 

1. She was (happy). 

2. A very (beautiful) girl came in. 

3. The boy seemed (happy). 

Each pattern was placed on the board, and the 

teacher asked the class for words that would fit the blank 

in the pattern. When each member of the class had given 

a word that fit the first pattern, the second sentence 

was placed on the board, and the pupils were asked to 

supply different words. Enthusiasm seemed to build up as 

the words described the girl in the sentence. 
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The last sentence was added and included the word 

"boy." The pupils began to contest, boys versus girls, for 

words that fit the last pattern, "The boy seemed ." 

The game began spontaneously with the boys supplying words 

that were favorable descriptions, and the girls countering 

with derogative descriptive words. The game ended in a tie 

as the teacher had been calling on a girl and boy alternately. 

The teacher ended the contest by saying that it could be 

continued with other patterns next week. 
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Experimental Group (Structural Linguistics) 

Lesson No. 8 

I. Purposes 

A. To give individual practice in patterning adjec­
tives . 

B. To give practice in composing sentences using 
adjectives in a variety of positions. 

II. -Materials 

A. Dittoed worksheets on patterning adjectives and 
composing sentences. 

B. Chalkboard and chalk. 

III. Log of classroom procedure 

The experimental group worked on the attached work­

sheet for practice of adjective patterns. The exercises on 

patterning adjectives and composing sentences with adjectives 

were created by the teacher. There were no comparable exer­

cises on adjectives in Patterns of English. 

Pupils were given the whole period to complete the 

assignment after the directions were discussed. 
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Experimental Group (Structural Linguistics) 

Worksheet for Lesson No. 8 

Exercises in Patterning Adjectives 

(Based on the presentation of Paul Roberts* Patterns 
of English, p. 16. 

Under the following sentence write twenty-five words 

that fit this pattern. 

She was . 

In the following pattern try to think of twenty-five 

new words that will fit the blank. 

The girl seemed . 

Use each of the following adjectives in a different 

pattern which you compose yourself. Try to place each 

word in a different position in each sentence. 

happy beautiful good new young lively 

quick sincere honest hopeless wooden 

continuous 
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Experimental Group (Structural Linguistics) 

Lesson No. 9 

I. Purposes 

A. Review of patterning adjectives. 

B. Review of sentences composed with adjectives in 
various positions. 

C. Evaluation of individual achievement on the 
worksheet for patterning adjectives. 

II. Materials 

A. Dittoed worksheets on patterning adjectives. 

B. Chalkboard and chalk. 

III. Log of classroom procedure 

The experimental group received the ditto sheet 

adjective exercises and exchanged papers so that they could 

be checked and reviewed. The teacher called on pupils 

around the room for examples of adjectives that fit the pat­

terns in Exercise 1 and 2 and for sentences with variety in 

form and pattern made with the adjectives in Exercise 3. 

Questions arose with some words used in Exercise 1 

that turned out to be verbs, although only adjectives should 

have fit the pattern "She was ." as it was taken 

from Patterns of English. 

The examples of adjectives were good, and the label 

"adjective" for words which fit these patterns was used 

without emphasis. Some pupils remembered that adjectives 
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modified nouns or pronouns from previous grades, but the 

teacher did not emphasize this. 

In Exercise 3 the examples of sentence patterns were 

good and showed how adjectives could fit into different 

positions in the sentences. 

One point was given for every adjective and every 

sentence, and the possible total was sixty-two points. The 

grading scale was made as follows: 

62-60 1 

59 . 1-

50-58 . . 2 

40-49 3 

31 4 (only one case) 

8 5 (only one case) 

These were the actual grades, and most of the 

students received "3" or above. 
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Experimental Group (Structural Linguistics) 

Lesson No. 10 

I. Purposes 

A. To introduce the patterning of adverbs induc­
tively. 

B. To demonstrate the effect on the sentence of 
using a variety of adverbs. 

C. To demonstrate the effect on the verbs of using 
a variety of adverbs. 

D. To maintain enthusiasm for pattern practice. 

II. Materials 

A. For teacher—adaptation from Patterns of English, 
pp. 17 and 20. 

B. For pupils—chalkboard and chalk. 

III. Log of classroom procedure 

Adverb patterns were introduced without mentioning 

the definition. Patterns, or sentences, from Patterns of 

English, were placed on the board: 

1. She walked (in) 

2. She walked (beautifully) 

3. They did it very . 

Words were supplied by the pupils to fit the blanks 

in each pattern. It was pointed out how they added meaning 

to the thought. One student mentioned how it added meaning 

to the verb. 
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Each student was given a chance to supply at least 

one word for each pattern, and the words were written on 

the board to avoid duplication. Enthusiasm was high, and 

the students contested to supply the most imaginative words. 



154 

Experimental Group (Structural Linguistics) 

Lesson No. 11 

I. Purposes 

A. To give individual practice in patterning adverbs. 

B. To give practice in composing sentences using 
adverbs in a variety of positions. 

II. Materials 

A. Dittoed worksheet on patterning adverbs and com­
posing sentences. 

B. Chalkboard and chalk. 

III. Log of classroom procedure 

As a class assignment the group was given a ditto 

sheet on which they were to fill in words that fit patterns 

that required adverbs. Also, in Exercise 2 they were to 

make up sentences with five given adverbs, placing each in 

a different position in each sentence. The exercises in 

patterning adverbs and composing sentences with adverbs 

were created by the teacher, and are on the attached sheet. 

There were no comparable exercises on adverbs in Patterns 

of English. 

The class was given the entire period to finish the 

assignment after examples, questions and discussion of the 

directions. 
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Experimental Group (Structural Linguistics) 

Worksheet for Lesson No. 11 

Patterning Adverbs 

(Based on the presentation of Paul Roberts• Patterns 
of English, p. 17. 

Fill in the blanks in the following patterns with twenty' 

five different words that fit: 

He leaped _____________ into the air. 

He runs . 

Make up sentences using the following adverbs in a 

different position in each pattern: 

beautifully continually hard 

stupidly fast 

(Compose five sentences using each adverb.) 
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Experimental Group (Structural Linguistics) 

Lesson No. 12 

I. Purposes 

A. Review of patterning adverbs. 

B. Review of sentences composed with adverbs in 
various positions. 

C. To arrive at a definition of adverbs based on 
patterning. 

D. Evaluation of individual achievement on the 
worksheet for patterning adverbs. 

II. Materials 

A. Dittoed worksheet on patterning adverbs. 

B. Chalkboard and chalk. 

III. Log of classroom procedure 

The group was occupied in checking and reviewing 

the adverb patterns and sentences on the ditto sheets com­

pleted last week. Pupils exchanged papers, and by calling on 

each pupil in the class the teacher received excellent 

examples of adverbs that fit the patterns given as exercises. 

Time was left for questions from the pupils about 

any doubtful word. The criterion for judging a word correct 

was if it fit the pattern and made sense. 

Use of the word "adverb" was casual, and no def­

inition was made except that these words fit the patterns 

or sentences given. 
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In checking the second exercise, examples were placed 

on the board by a pupil in which the word "beautifully" was 

used in five different sentences and in a different position 

in each sentence. Other examples of sentences were given 

orally by the pupils as the teacher called on everyone in the 

class. 

The grading scale reflected the fact that not all the 

pupils had finished the exercises during the period last 

week. There were seventy-five possible points and since 

sixty-eight was the highest score, that was made a grade of 

"1." The grading scale then followed:. 

68 1 (only one case) 

64 ..2+ (only one case) 

50-59 2 

40-49 3 

20-30 4 

Many fell in the range of "3," but there were 

several "4*s" in the class. There were no grades of "5." 
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Experimental Group (Structural Linguistics) 

Lesson No. 13 

I. Purposes 

A. To review the four form classes—nouns, verbs, 
adjectives and adverbs. 

B. To practice composition of sentences illustrating 
the relationship between form classes. 

C. To demonstrate how form changes and endings mark 
the form classes. 

D. To demonstrate how the same word may be a noun 
or a verb depending on the sentence, or a noun 
or an adjective, again depending on the sentence. 

E. Composing sentences using the same word as a 
noun and a verb, and then another word as a noun 
or an adjective. 

II. Materials 

A. Patterns of English, pp. 17-24, for teacher and 
pupils. 

6. Chalkboard and chalk. 

III. Log of classroom procedure 

The book, Patterns of English, was given to the 

pupils for the first time to review the four form classes. 

A discussion of "Summary of the Form Classes" was held in 

which pupils were called on to read the paragraphs. Teacher 

explanation was supplied and pupils called on to compose 

sentences orally illustrating the relationship between the 

form classes. Emphasis was placed on the changes in endings 

which made words fit different form classes. Exercise 4, 
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pp. 19-20, was skipped and the continuity of the discussion 

was unbroken as the final section, No. 5—"Words which belong 

to two form classes," was read and discussed on pp. 21-23. 

The paragraphs were read aloud by the pupils with 

teacher explanation and other pupils supplying sentences and 

noting the word used as two forms. The final fifteen min­

utes was given to directions and a beginning of writing 

Exercise 5, pp. 23-24—nouns and verbs, and nouns and adjec­

tives . 
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Experimental Group (Structural Linguistics) 

Exercises for Lesson No. 13 

Composing Sentences With Words Which May Belong 
to Two Form Classes 

(As used by class from Roberts' Patterns of English, pp. 23-24.) 

Exercise 5 

A. Below is a list of words. On the basis of your expe­

rience with them, decide which are used as nouns, which as 

verbs, and which as both nouns and verbs. First try them in 

these patterns: 

Noun: Let's have a . 

His was surprising. 

The was good. 

Verb: Let's . 

Let's it. 

Then write other short sentences to show their use. For 

instance, for "smoke" you might write "There was some smoke 

in the room" to show it as a noun and "They smoke all the 

time" to show it as a verb. For "pretend" you might write 

"He pretended to like it" to show its use as a verb; prob-

ably you can't illustrate "pretend" as a noun, since it 

doesn't usually occur as a noun. 

1. smoke 6. turkey 11. water 16. eye 
2. pretend 7. park 12. chair 17. rug 
3. strike 8. map 13. trip 18 o raise 
4. car 9. temper 14. insist 19. imagine 
5. fish 10. speak 15. floor 20. plan 
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B. Now try these. Some occur in common use as both noun 

and adjective; some as noun but not adjective; some as adjec­

tive but not noun. Here are some test patterns: 

Noun: He's a . 

The is good. 

Adjective: He's . 

It's very . 

1. sincere 4. general 7. college 9. heavy 
2. brave 5. busy 8. commercial 10. stingy 
3. hopeful 6. welcome 

You may notice that a couple of these also occur as verbs 

sometimes. 
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Experimental Group (Structural Linguistics) 

Lesson No. 14 

Purposes 

A. Review of patterns for the four form classes. 

B. -Individual practice in composing sentences using 
the same word as a noun and verb, and a word as 
a noun and an adjective. 

Materials 

A. Patterns of English, pp. 23-24 for pupils and 
teacher. 

B. Chalkboard and chalk. 

Log of classroom procedure 

The book Patterns of English was given out to each 

The directions for Exercises A and B on pp. 23-24 

(as shown in Lesson 13) were explained and pupils were given 

half the period to complete these exercises which were begun 

last week after the review. In Exercise A pupils were asked 

to indicate if a word given could be used as a noun or verb 

or both by using the regular patterns as examples. In 

Exercise B they were to decide if a word was a noun, an 

adjective, or both, using the sample patterns. In the last 

half of the period the answers were put on the board and 

discussed as the pupils checked each other's papers. 

II. 

III. 

pupil. 
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Lesson Mo. 15 

I. Purposes 

A. To demonstrate language differences between 
people. 

B. To demonstrate that language is constantly 
changing. 

C. To demonstrate how spoken language differs from 
written language. 

D. To demonstrate the value of a standard form of 
written language. 

E. To demonstrate the similarities in our basic 
speech patterns. 

II. Materials 

A. Patterns of English/ pp. 1-6 for pupils and 
teacher. 

B. Chalkboard and chalk. 

III. Log of classroom procedure 

The teacher led a discussion of the first section of 

Part One in Patterns of English called "The English Lan­

guage," pp. 1-6. The discussion was based on a reading 

aloud of the section by various pupils and built around the 

questions aroused by the book and by the teacher. For 

example, the very fact that several pupils read gave the 

teacher an excellent example of the differences in speech 

of pupils from various parts of the country. This indicated 

how our language differs in pronunciation, yet we can 
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understand each other because the basic sentence patterns 

are the same. 

Another example of language differences that the 

pupils understood and enjoyed examining was shown by having 

pupils act out the two short conversations on p. 2. One was 

an example of how two girls might converse about a shopping 

trip, and the other illustrated two boys conversing about 

the same subject. The pupils were amused and immediately 

understood the idea that language differs according to sex. 

How language is constantly changing was illustrated 

by changes in the Lord's Prayer from the year 1600 back to 

the year 600 as given on p. 3 and read by the teacher. 

Pupils also were asked for examples of how the language has 

changed to date through the introduction of new words, 

including the words used in their own every day speech that 

might remain in use such as "cool," "neat," "pad," etc. 

The discussion of how the spoken language differs 

from written led to the conclusion that written language 

helps us achieve a standard which all of us can understand 

no matter where we come from or what slang we use. The 

pupils appreciated the example of "cha doon?" which when 

spoken could mean anything, but when written down would be 

clarified as "What are you doing?" The pronunciation might 

differ, but the writing would be the same. 
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The differences in speakers and writers of English 

were summarized, but the emphasis was placed in the discussion 

on the similarities in our basic speech patterns. 

The examples of arranging words into standard English 

patterns were read and discussed on pp. 5 and 6. One that 

was interesting involved the arrangement of "Pigeons eat 

worms," or "Worms eat pigeons," which are regular patterns 

in English although the latter is not meaningful. In illus­

trating non-patterns in English the book gave "Eat worms 

pigeon" as an example, and one pupil recognized this as a 

possible sentence command to pigeons if the proper punc­

tuation was added. 




