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Grammar Instruction On Fleek!: 

Making Grammar Work in Today’s Classrooms 

Welcome to the Twenty-Eighth Annual ATEG Conference  

August 11 and 12, 2017 

Central Michigan University ⬧ Mt. Pleasant, Michigan 

The term “on fleek” characterizes something done to total 

perfection; fashion and style choices that hit their targets and 

resonate with their intended audiences often earn this praise. 

With this in mind, we at ATEG call educators to consider how 

this term applies to their grammar instruction, asking English 

teachers to consider how they make grammar work in today’s 

classrooms for contemporary students. What educational 

practices do you employ to make your grammar instruction on 

fleek? Why are these practices so effective? We welcome you to 

Central Michigan University for ATEG's 28th Annual 

Conference, where we will gather as a community and reflect on 

these ideas.  

Sean Ruday and Sherry Saylors, Co-Presidents 

Jeremy Hyler, Vice President 
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It’s Not for You to Understand:  

The Value of Preserving African American Vernacular English  
Amelia Young, Southern New Hampshire University 

It’s a Friday night, and I (a white female), my husband Ferron (a black, first-

generation American son of Caribbean islanders), and his friend Dan (who is 

mixed with white, black and Puerto Rican) are discussing the topic of code-

switching, which I have just learned about in an intensive summer linguistics 

course for future teachers. 

 “I guess I was always taught to do that in the home,” Dan says. “My mom 

would be like, alright, that kind of language is fine at home, but don’t go and 

embarrass me in front of people in public. When you meet someone you don’t 

know, you say ‘Hello, my name is Dan,’ not ‘Yo, wassup?’” 

 The behavior he is referring to is a social mechanism by which speakers of 

non-standard English “choose the language variety appropriate to the time, place, 

audience, and communicative purpose” (Swords and Wheeler 471). I have 

described it to him as Rachel Swords describes it to her students: that, like clothing, 

some styles are appropriate in certain settings and some are not. Just as you would 

not wear a swimming suit to church, it is not appropriate to speak African 

American Vernacular English at work or school (475). 

 At this point in the conversation, my husband interjects: “I’m of a mindset 

that learning starts at home, though. I just don’t see the point of perpetuating this 

way of talking that is ignorant. Let’s say you teach Johnny to code-switch, so he 

knows how to speak proper English. He grows up; why should he continue to speak 

Ebonics at home in front of his children if he knows better?” 

 The attitude Ferron portrays in this thought is the same with which I came to 

this topic and is the crux of the argument over “‘The Black Issue’ and what’s 

appropriate education for Black children” (Delpit 280). Is African American 

Vernacular English a language deficiency to be corrected, or something more, and 

how should we treat it as educators? This is the question I will attempt to answer. 

 To begin, who are we (as teachers) in the eyes of the students whose language 

usage in in question? Delpit theorizes that we represent a culture of power in 

society that is reflected in schools: 
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…the power of the teacher over the students; the power of the publishers of 

textbooks and of the developers of the curriculum to determine the view of the 

world presented; the power of the state in enforcing compulsory schooling; 

and the power of an individual or group to determine another’s intelligence or 

“normalcy.” (283) 

She continues that the upper and middle classes “send their children to school with 

all the accoutrements of the culture of power” (283). This includes Standard 

English. As a particularly bright black student she observed came to realize, the 

“right and wrong way to talk,” which is taken for granted by our society, was 

decided by White people (295). If this is the case, and we are to accept AAVE as 

a language rather than a deficiency, then “the language one speaks is the clearest 

and most stable marker of class membership” (Purcell-Gates 133). 

 Thus, when black people (and black students in particular) speak African 

American Vernacular English, a teacher is likely to consider that child “less able, 

and less intelligent than the child who speaks standard English” (Swords and 

Wheeler 472). This is what Purcell-Gates refers to as “linguicism,” similar to other 

‘isms’ like racism and classism (140). Shirley Brice Heath notes that, although 

(a)nthropologists, social historians, and folklorists have detailed the long-

standing rich verbal forms of Afro-American rhymes, stories, music, sermons, 

and joking…, schools and employers have repeatedly pictured a majority of 

Black students and workers as victims of language poverty and called for 

increased emphasis on literacy skills for Black Americans – young and old. 

(367) 

Calling for an emphasis on literacy skills implies a lack of language structure in 

AAVE, which is simply not the case. Delpit, Swords and Wheeler all detail the 

grammatical structures of AAVE and other dialects that have helped instructors 

teach code-switching, first by studying the dialect’s structures and then using them 

“as a base to begin an explanation of the structure of grammar” (Delpit 288). Delpit 

gives a specific case where a teacher had her students analyze rap songs to discover 

their underlying patterns, and then use this knowledge as a starting point for 

analyzing Shakespeare (with great success). In this exercise, the need for validating 

and giving power to the students and their knowledge of AAVE as real and equal 

is important to the facilitation of learning.  
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 The validation of AAVE as a language rather than a deficiency is a concept 

I did not immediately grasp, as my part of the conversation with my husband and 

his friend illustrates: “AAVE originated from slaves not being allowed to receive 

education though,” I say. “I don’t understand why, as a culture, black people would 

want to perpetuate that scar, a scar that points to a history of forced ignorance.” 

This summation is in keeping with Fordham’s definition of AAVE: “Euro-

American speech with an Afro-American meaning, nuance, tone, and gesture 

reflecting the conditions of black servitude, oppression and life in America” (272). 

She later states that “once Black Americans were freed from official enslavement, 

language became the major vehicle for perpetuating the legitimation of the 

subsequent stages of oppression. Language thus replaced slavery as the social 

mechanism that would ensure the continued exploitation of Black people” (278). 

Why would anyone want to keep that reminder in his or her daily speech? 

 “I see what you’re saying, but honestly, it’s not for you to understand,” Dan 

replies. “It’s our shared language. It’s almost like a lot of the slang that gets thrown 

around is a ‘fuck you’ back to high society.” 

 This statement is backed by Beverly Tatum’s assertion that “There is a 

certain ‘in your face’ quality that these adolescents can take on, which their 

teachers often experience as threatening” (218). Dan’s statement is also strongly 

validated by Signithia Fordham’s study of black high school students at Capital 

High in Washington, D.C. She observed a phenomenon of the students “leasing 

standard English as a vernacular from nine to three,” and refusing to speak standard 

English among themselves even though the majority were able to demonstrate a 

proficiency in standardized tests. She noted that, to the students, “adopting the 

behavioral trappings of the academy is acting White, and Black people who act 

White may be thought to be seeking (perhaps inadvertently) to delegitimize, evade, 

or repress the knowledge attendant to an African American cultural system” (283). 

The attitude she describes suggests students’ propensity for viewing AAVE as a 

form of self-identification and identity preservation, a propensity supported by 

William Cross’ theory of racial identity development (nigrescence, the psychology 

of becoming black), as Beverly Daniel Tatum outlines it in her essay “Why Are 

All the Black Kids Sitting Together in the Cafeteria?” (215). 
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 Tatum writes, “In the first stage, the Black child absorbs many of the beliefs 

and values of the dominant White culture, including the idea that it is better to be 

White” (215). This can account for the adoption of the notion that even by black 

people consider AAVE to be ignorant, like my American-born black husband. 

Another example is the student from Delpit’s paper, who had to be walked through 

the thought process that “the right way to talk” was decided by white people (294). 

 Next comes the “encounter stage,” which “is typically precipitated by an 

event or series of events that force the young person to acknowledge racism” 

(Tatum 215). Rapper Common describes one such event in his autobiography One 

Day It’ll All Make Sense: 

One of the most memorable days of high school basketball had nothing at all 

to do with the game itself. It happened during practice on November 25, 1987 

– the day that we learned Mayor Harold Washington had died… Just imagine 

what effect it had on black boys and girls when he was elected as the first black 

mayor of Chicago… I remember it was a Wednesday and we were in the 

middle of a scrimmage when someone rushed into the gym with the news of 

Mayor Washington’s death. There were six –footers in tears about it. But there 

was one kid on the team, a white kid named Ed, who started clapping at the 

news. I’ll never forget that. Where does that kind of hatred come from? How 

could he have built up so much bitterness when he wasn’t any older than 

fifteen, sixteen?...My sense of racial identity really started taking shape in high 

school, in part because of moments like these – moments when your sense of 

self rubs up against something. (82-83) 

When such an event occurs for young black men and women, they talk to someone 

about it. If that person is white and (as likely will happen) invalidates or fails to 

understand what the youth is dealing with, the youth will turn to their black peers, 

who will most likely reflect back similar experiences. Together, they grapple with 

questions like “What does it mean to be a young black person? How should I act? 

What should I do?” (Tatum 217). 

 Unfortunately, “young people are operating with a very limited definition of 

what it means to be Black, based largely on cultural stereotypes” (Tatum 218). 

This is a sore point for me, Dan, and Ferron in regards to music, television and pop 

culture that portray users of AAVE in a decidedly negative light. In another 
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conversation, the three of us debated the merit of Tyler Perry’s “Madea” movies 

(which tend to show highly stereotypical black character types) against the need 

for creative freedom in artistic expression. The point was repeatedly made that, 

although artistic freedom is important, as a black man, Tyler Perry has a duty to 

his people to dispel the stereotypes about black people rather than validating them. 

Ironically, it was Dan, who stands in defense of AAVE (a socio-politically 

marginalized dialect, as Purcell-Gates describes it), making that argument (133). 

 The difference, of course, is the audience. Tyler Perry’s movies are available 

to the masses, and, as Dan pointed out in that conversation, white people make up 

a large percentage of the consumer base for his movies.1 As such, then, he has a 

responsibility to display them in a positive light. Thankfully, the last few years 

have seen an awakening of black consciousness in the entertainment industry 

which have helped to right this imbalance (and possibly triggered the passion 

behind the Black Lives Matter movement and the cultural momentum it has 

spurred). Hip-hop artists like Kendrick Lamar and J. Cole have managed to gain 

widespread acclaim while using AAVE in their verses to convey a message of the 

angst wrought by systemic oppression directly (as opposed to the layered 

conveyance of the same message, under perceived messages of ignorance, in 

earlier mainstream hip-hop).  

On screen, shows like Empire showcase unapologetically black stereotypes, 

while empowering these characters in a way they formerly were not. Conversely, 

shows like Blackish display an average upper-middle class suburban family who 

happens to be black, and the cultural situations that arise from that one 

characteristic in their setting. 

                                                 
1 The globalization of hip-hop presents a similar conflict for black rappers; Jay-Z contends 

that, in displaying AAVE to the world, the important thing is to keep the “emotional truth” 

of the rapper in the song. He states, “You’ll hear a conscious MC do an ignorant joint and 

you’ll feel a little sick because it’s so wrong” (Carter 249). However, he cautions listeners 

not to take the action of the songs at face value, reminding them that “Entertainment Weekly 

isn’t outraged that Matt Damon isn’t really assassinating rogue CIA agents between 

movies” (249). This is a good way of looking at the artistic freedom aspect of the particular 

‘AAVE in hip-hop’ argument. 
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 The characters of Blackish generally speak Standard English, with small 

instances of AAVE thrown in for comic effect. Dre and Rainbow, the mother and 

father of the family, navigate the cultural landscape of being simultaneously black 

and successful with great intention toward how they teach their children to speak 

and act. This is problematic for the cultural argument in favor of AAVE, as it is 

understood by Black people as the “appropriate” dialect for Black people to use 

between one another;  

…(A) practicing professional…is expected [by other Black people] to lease 

the appropriate  discourse practices of the powerful in institutional 

contexts… on the other hand, to use these same practices when interacting with 

other African Americans outside these institutional settings marks one as 

acting white. (Fordham 280)  

Rainbow, a doctor, is careful to use Standard English, which earns her marginal 

acceptance by their white neighbors but also the disapproval and condemnation as 

“uppity” by her black mother-in-law. Dan recognized this transitive aspect of 

AAVE in his telling of his childhood code-switching: “I learned to speak Ebonics 

because if I talked white when I was in Fair Haven with my black family, I’d get 

beaten up! It’s a survival thing. At the same time, I’d go up to Wooster Street or 

on the Hill with my white family, and I’d talk proper because that’s how they talked 

up there. I was like a street chameleon.” This corroborates Delpit’s assertion that 

through teaching AAVE to their children, black parents “transmit another culture 

that children must learn at home in order to survive in their communities” (286). 

 Unfortunately, while black children continue to acquire AAVE as a home 

language, not enough children are learning to code-switch, and Standard English 

is viewed as “acting white” by many black students. “This identified language 

resistance suggests that Black students do not want to own something they 

collectively identify as having been a historical instrument of Black enslavement, 

oppression, and dehumanization” (Fordham 277). It follows, then, that since 

students who don’t speak Standard English are often labeled as less intelligent or 

learning-capable, and because black students are reluctant to learn and adopt 

Standard English, “doing well in school becomes identified as trying to be White. 

Being smart becomes the opposite of being cool” (Tatum 218). This discontinuity 

becomes a generational problem, as only those who do well in school (read: speak 
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Standard English) tend to experience upward mobility. To teach all children in the 

same way, regardless of their dialectical differences (based on the assumption that 

only standard English is ‘correct’) “is to ensure the maintenance of the status quo, 

to ensure that power, the culture of power, remains in the hands of those who 

already have it” (Delpit 285). Rachel Swords laments “It is very disheartening to 

say that I’ve taught the same way to all the children all year long and my White 

children are passing the tests and my Black children are not” (471). How can we 

change this negative cycle? First, we must recognize that AAVE is a language, not 

a deficiency. 

English teachers routinely equate Standard English with “grammar,” as if other 

language varieties and styles lack grammar, the systematic and rule-governed 

backbone of  language. Yet, the child who speaks in a vernacular dialect is not 

making language errors; instead, she or he is speaking correctly in the language 

of the home discourse community.  (Wheeler and Swords 471) 

However, it is not enough to recognize and affirm AAVE as a language; Standard 

English is still the language by which most institutions operate. Thus, we must 

equip children who speak AAVE with the codeswitching abilities necessary to do 

well in school and make it in the professional world.2 As we have well seen, they 

will be judged by their dialect if they are unable to control it. Delpit puts it aptly: 

“pretending that gatekeeping points don’t exist is to ensure that many students will 

not pass through them; to imply to children or adults…that it doesn’t matter how 

you talk or how you write is to ensure their ultimate failure” (292). As educators, 

we have a responsibility to make students aware of AAVE as a dialect and to teach 

them how to code-switch in and out of it, rather than trying (and continually 

failing) to eradicate it. 

 The value in preserving African American Vernacular English lies in the 

social identity black people associate it with. It is an “appearing to be but not to 

be”; AAVE entails reassigning meaning to words and forms of interaction, making 

it an insider’s club of sorts that the dominant culture is not party to (Fordham 278). 

As Wheeler and Swords quote Geneva Smitherman, “When you lambast the home 

language that kids bring to school, you ain just dissin dem, you talking bout they 

                                                 
2 For detailed stratagem in teaching codeswitching, see Wheeler and Swords. 



THE ATEG JOURNAL, SUMMER 2017, VOL 26, NO. 1 

8 

mommas!” (472). Thus, assailing the home language by invalidating it drives a 

wedge between the children and the institution of school; as they grow older, they 

see the choice before them as either being truly black or being academic. This is 

damaging to the whole culture, as black students fail in large numbers, and (as the 

core curriculum tends to bypass all but the very basics of black culture),  

Sadly, many Black students never get to college, alienated from the process of 

education long before high school graduation. They may never get access to 

the information (like African American history or literature) that might have 

helped them expand their definition of what it means to be Black and, in the 

process, might have helped them stay in school. (Tatum 220) 

Thus, though AAVE still holds a stigma in the wider culture and those who speak 

it must be taught to codeswitch in order to achieve wide success, it must not be 

eradicated, for doing so would stifle a whole culture. Efforts to do so have been 

largely unsuccessful for decades, and it is not without reason. AAVE is not an 

English deficiency, but a language all on its own with a people and culture behind 

it. As Dan stated, if you are not of that people and culture, “it’s not for you to 

understand.” As an educator, though, it is for you to accept AAVE as a part of your 

black students rather than a problem they bring to the table, and to figure out how 

to incorporate all of them, home language included, into the learning process.  
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“Selling the Source”: Teaching Undergraduates  

How to Integrate Quotations with the Correct Punctuation 1

William Christopher Brown, 

The University of Minnesota Crookston 

Abstract:  

Generally, students drop full-sentence quotations into paragraphs by 

themselves rather than properly integrate them into the sentences with the correct 

punctuation. Students err because they do not understand the punctuation 

conventions necessary to embed full-sentence quotations correctly into their own 

sentences. I teach students when to use colons and commas and when to omit 

punctuation marks when they integrate quotations into their prose. In this article, I 

will share excerpts from a handout that I use to teach students about integrating 

quotations with the correct punctuation. I will then share some strategies for 

“selling the sources,” by teaching students to signal authorial and textual context 

with correct punctuation.  

Introduction 

As frequently noted in scholarship on grammar, one of the challenges in 

teaching grammar is that the “drill and kill” method fails to instill grammatical 

knowledge. Research suggests that contextualized analysis of grammar helps 

students to attain long term mastery of grammatical concepts. Former Assembly 

for the Teaching English Grammar (ATEG) president Amy Benjamin remarks on 

the importance of contextualized grammar instruction in a recent issue of The 

Journal of ATEG:  

… (W)hen grammar instruction draws from quality thinking about 

authentic language, when it remains connected to literature and student 

                                                 
1 I first presented these ideas at the 05-06 September 2014 Assembly for the Teaching of 

English Grammar Annual Conference, held at the University of Colorado, Colorado 

Springs. I would like to thank the appreciative and encouraging audience for their 

comments on my presentation. I would also like to thank my former students Hailie 

Haakenson, Cassandra Morthera Navarrete, Klarissa Rozales, and Josh Watts for granting 

me permission to quote from their papers.  
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writing, when the terms are used to achieve better observations about 

literature and better results in writing, … then we can get somewhere. (4) 

Amy Price and current ATEG co-president Sean Ruday concur that grammar 

should be taught in context: “Traditional grammar instruction, taught out of 

context from writing and literature, frequently reduces student interest levels … 

and has very little impact on student writing …” (2). Teaching punctuation 

conventions holds the same challenges that Benjamin, Price, and Ruday describe. 

Correct usage of punctuation marks is particularly difficult for students because 

they often do not understand when to use commas and when to omit them; further, 

they have trouble distinguishing between colons and semicolons.  

In my commentary on students’ rough and final drafts, I provide context-

specific advice on particular sentences with errors in punctuation because most 

sentences that students write contain a high degree of originality in the 

construction. By “originality in the construction,” I mean that they convey their 

ideas in their own words and in their own styles. The problem arises when they 

have an insufficient grasp of punctuation and relate ideas in nonstandard ways—

e.g., they use a comma alone to separate two independent clauses (i.e., a comma 

splice) rather than alternatives like a coordinating conjunction, a semicolon, or a 

period. Although I believe that it is important to teach punctuation through 

contextualized commentary on individual sentences within students’ writing, I also 

teach punctuation more systematically through handouts devoted to integrating 

quotations with the correct punctuation. I focus my punctuation instruction on the 

integration of quotations because of the limited number of ways there are to 

integrate quotations into a sentence. Sentences with quotations fall into predictable 

patterns, which allows the class to have conversations about the function of 

punctuation that they can then transfer to other rhetorical grammatical situations.  

Students’ Challenges: Integrating Quotations with the Correct Punctuation  

Quotations that contain parts of sentences rather than complete independent 

clauses often require no punctuation because they integrate seamlessly into the 

sentence. In my handout “Integrating Quotations with the Correct Punctuation,” I 

write this about the overuse of commas: 
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I’ve noticed that some students think that a comma should precede every 

quotation. Putting a comma before every quotation is a mistake. Below is 

an example of this error. 

Wrong. Henry remarks that the crew was, “like the police department for 

wise guys” (Scorsese).  

Right. Henry remarks that the crew was “like the police department for 

wise guys” (Scorsese).  

Reason. In the first example, the information before the comma is not an 

independent clause. The second example works because the partial 

quotation is embedded into the sentence seamlessly. In other words, you 

wouldn’t put a comma between “was” and “like” if there were no 

quotation marks, so you don't need to do so now.  

As simple as this is, students can struggle if they confuse sweeping rules about 

commas and quotations rather than attend to the context of how the quotation is 

integrated into their prose.   

Full-sentence quotations add another layer of grammatical complexity because 

they use commas or colons, depending on how the quotation is integrated into the 

sentence. If the writer follows a simple X writes, “[Full-sentence quotation]” 

structure, then a comma precedes the full-sentence quotation: 

Often, you will integrate a full sentence into your quotation. If the 

introductory clause only contains a subject and a verb, you use a comma 

before the full-sentence quotation. For example:  

Lannon (2008) suggests, “Embed quoted material in your sentences 

clearly and grammatically” (p. 637). 

(The citation in the excerpts from my class are in APA style because the 

University of Minnesota Crookston requests APA style across the campus.) A 

complication arises if the sentence construction contains “that” after the verb, 

another common way of integrating full-sentence quotations into the paragraph: 

If you construct the sentence with “that” between the verb and the full-

sentence quotation, the sentence quoted appears differently—e.g., 

Lunsford (2016) states that “[w]riting is central to learning regardless 

of the discipline” (p. 216).  
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Constructing the sentence with “that” before the quotation smooths out the 

transition, but it adds a complication: the upper case “W” at the beginning of the 

quotation must now be changed to a lower case “w” in brackets. The latter example 

is generally new to students because they do not know that changes can be made 

to quotations, nor do they understand that these changes must be acknowledged as 

a sign of respect to the author.  

If the writer creates an independent clause to introduce a full-sentence 

quotation, then a colon introduces the full-sentence quotation. In my handout, I 

advise the following:  

Often, you will introduce a full-sentence quotation with a full sentence that 

you have composed. In this case, you will often be able to link the two 

independent clauses (yours and the authors) with a colon rather than a 

period.  

Wrong. The gender of the woman was largely based on stereotypes. “A 

heterosexual orientation requires women to dress, move, speak and act in 

ways that men will find attractive” (Devor, 2008, pp. 159-160).  

Right. The gender of the woman was largely based on stereotypes: “A 

heterosexual orientation requires women to dress, move, speak and act in 

ways that men will find attractive” (Devor, 2008, pp. 159-160).  

Comment. The quotation above is taken from a summary of Aaron 

Devor’s “Becoming Members of Society: Learning the Social Meanings 

of Gender.” Because it is clear from the context that the first sentence is 

referring to Devor’s article, it is acceptable to simply link the two 

sentences with a colon to show that the first independent clause introduces 

the second one.  

I also note that context determines whether a colon can be used or whether 

further editing needs to take place: 

If the relation between the full-sentence quotation and the previous 

sentence are not clear, and often it won’t be, you will need to edit so that 

you have an identifying tag:  

The gender of the woman was largely based on stereotypes. Devor 

(2008) explains, “A heterosexual orientation requires women to dress, 
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move, speak and act in ways that men will find attractive” (pp. 159-

160). [The rest of the paragraph has been omitted.] 

I tell students that in any paragraph that they write, they must have the first 

and last word. I remind them that the audience is interested in what they think 

rather than how they react. In other words, the audience wants to see a unique 

argument contextualized in an ongoing scholarly conversation of interest. The 

audience wants to understand explicitly what the student writers add to the 

conversation.  

“Selling the Source” 

 To encourage students to make explicit connections with the sources that 

they use and to teach punctuation, I advise students to “sell” the sources rather than 

simply drop them in as stand-alone full-sentence quotations. By “sell,” I mean that 

students should provide contextual information for the texts that they use. I ask 

that students quote and cite scholarly peer-reviewed sources or acceptable 

substitutes, such as university published reports, government documents, 

respectable nonprofit.org publications, and even top trade journals. To “sell” these 

sources means that students should show explicitly the relevance of the source to 

the argument. 

My emphasis on “selling the sources” provides students with a variety of ways 

to introduce quotations with the correct punctuation and accords with Graff and 

Birkenstein’s concern “that all writers rely on certain stock formulas that they 

themselves didn’t invent—and that many of these formulas are so commonly used 

that they can be represented in model templates that students can use to structure 

… what they want to say” (xviii). Though he questions the absolute transferability 

of Graff and Birkenstein's lessons in academic writing, Zak Lancaster agrees that 

“academic prose is particularly formulaic” (441) and that “some formulas do cross 

contexts and … could usefully be made explicit in the classroom as a part of 

discussions about academic discourse” (442).  

The limited range of ways to integrate quotations into a paragraph with 

punctuation fits this formulaic quality in academic writing. “Selling the sources” 

makes students look good because it calls attention to the sophisticated research 

practices that they have learned and integrated. From the standpoint of local 

revision, it calls attention to the predictable patterns that arise when integrating 
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quotations and allows students contextualized practice in integrating proper 

punctuation into sentences. In the remainder of this article, I will provide examples 

and discussion of each of the above strategies for “selling” sources to an audience 

and highlight how these strategies offer an opportunity to discuss conventional 

integration of punctuation. I will focus on these methods of “selling the sources”: 

 Refer to the Author’s Jobs 

 Allude to the Author’s Affiliations 

 State the Article's Title 

 Provide the Journal’s Name 

 Name the Governmental Organization 

Refer to the Author’s Jobs.  

Hailee Haakenson, an Early Childhood Education–Program Management 

major at the University of Minnesota Crookston, wrote a paper on the “Prevention 

of Abuse in Childcare Facilities.” To “sell” one of her quotations and integrate it 

effectively into her paragraph, she alludes to the authors’ jobs and degrees:  

Henry W. Ortega, MD, Heidi Vander Velden, MS, Nathaniel S. Kreykes, 

MD, and Samuel Reid, MD, all medical doctors at Children’s Hospitals 

and Clinics of Minnesota, did research to see if any specific thing could 

be done to help prevent abuse out of frustration from occurring. They 

found that “…training on early childhood development as well as methods 

for identifying safe and appropriate child care should ideally be provided 

to all likely caregivers of infants and young children” (Ortega, Velden, 

Kreykes, & Reid, 2013, p. 335).  

Haakenson’s allusions to the jobs and degrees of the authors lend credibility 

to her argument, as well as help her to integrate the quotation coherently into her 

paragraph. Because of the complexity of her first sentence and its comprehensive 

list of the writers’ degrees, she saves the quotation for the second sentence. Adding 

“that” before the verb makes the quotation flow into her sentence.  

Allude to the Author’s Affiliations.  

Cassandra Morthera Navarrete, a Communication major at the University of 

Minnesota Crookston, wrote a paper on controversial team logos. In this passage 

from one of her paragraphs, Morthera Navarrete alludes to the institutional 

affiliation of the two authors: 
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Many Americans have tried to defend the use of Native American images 

and names, but it is of no use when people begin to realize that it is 

prejudiced and wrong. Scott Freng of the University of Wyoming worked 

along with Cynthia Willis-Esqueda (2011) of the University of Nebraska-

Lincoln to express the feelings of those trying to defend Native Americans: 

Regardless of the intent behind American Indian mascots and names, these 

symbols have a negative impact and therefore should be eradicated. From 

this perspective, mascots portray American Indians stereotypically, distort 

Indigenous customs and culture, damage the self-esteem and self-concept 

of American Indians, and contribute to a racially hostile environment. (p. 

578) 

Morthera Navarrete’s topic is controversial, so it strengthens her argument to 

emphasize that scholarly researchers support her assertion that Native American 

themed logos denigrate the cultures they purportedly celebrate. Morthera 

Navarrete does a good job of integrating the block quotation with a colon. She 

understands that her independent clause introducing the quotation with two 

sentences should have a colon rather than a period.  

State the Article’s Title.  

In an essay on prison overpopulation, Klarissa Rozales, a Criminology major 

and Sociology minor at the University of Minnesota Duluth, alludes to the title of 

an article to introduce a quotation because the title underscores her interest in 

prison reform: 

Thomas Marvell’s (1995) “Guidelines and Prison Population Growth” 

shows, “Sentencing guidelines have emerged as important moderating 

influences on this trend. Although their original purpose was to reduce 

sentencing disparity, the guidelines have acquired a second function in 

several states: to limit prison population growth by tailoring sentences to 

prison capacity” (p. 2).  

The article’s title resonates well with the quotation because they each share the 

key term “guidelines.” The repetition of the keyword helps her to ensure that 

paragraph unity is transparent. She follows the standard Subject verb, [“Full-

sentence quotation”] model.  
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Provide the Journal’s Name.  

In a paper on emergency deer feeds in winter, Josh Watts, a Natural Resources 

major at the University of Minnesota Crookston, alludes to the journal in which 

the quotation appears:  

Researchers for the Journal of Wildlife Management state that “[w]ildlife 

populations are influenced by distribution of essential resources such as 

food, water, shelter, and access to mate” (Moseley, Cooper, Hewitt, 

Fulbright, & Deyoung, 2011, p. 1).  

Providing the journal’s name is an effective strategy because of the journal’s 

reputation in the Natural Resources field. The wording of the journal’s name also 

“sells” the source because Watts’s essay focuses specifically on a problem related 

to “wildlife management.” Watts inserts “that” between the verb and the full-

sentence quotation to help make the sentence flow more smoothly than it would if 

he were to use the Subject verb, [“Full-sentence quotation”] model. 

Name the Governmental Organization.  

Because Watts is a Natural Resources student writing about feeding deer 

during winter in Minnesota, he calls attention to the policies promoted by the 

Department of Natural Resources (DNR):  

The Michigan (2000) Department of Natural Resources gives some 

examples of these problems like “holding deer in poor wintering habitat, 

feeding of poor quality foods, and increasing stress among animals due to 

crowding.” (para. 6) 

This emphasis on the DNR in the opening part of the sentence is relevant for 

a Natural Resources student because the DNR’s policies influence the field of 

Natural Resources so greatly. Watts needs only to quote part of a sentence from 

the source, so he omits punctuation altogether and integrates seamlessly an 

embedded list of items from the source into his sentence.  

Conclusion: Benefits 

I have found this method of teaching punctuation through “selling the source” 

valuable because it gives students a sense of purpose to go along with their 

integration of punctuation. It provides a useful way to teach students about logos, 

ethos, and pathos. By providing context for the quotations, students reinforce the 

significance of finding well-informed scholarship by experts in the field (logos); 
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they gain a greater sense that what they quote reflects on their credibility (ethos); 

and they are reminded of the importance of finding sources that reflect their 

audience’s values (pathos). Equally importantly, the students gain practice at 

improving coherence and unity within the paragraph. Beginning students have a 

tendency to approach research as meeting a quota of quotations rather than 

carefully integrating the quotations into their own prose. “Selling” the quotations 

gives students specific tasks designed to help them to develop their ideas 

coherently. The consistent patterns that coincide with standard practices of 

integrating quotations give us the opportunity to discuss the role of punctuation in 

showing how ideas relate to one another.  
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Which Way Do We Go? 

Til Turner, Northern Virginia Community College 

A great deal of research exists on the topic of negation and mixed quantifiers 

and their effect on scope which incorporates proposals centered on entailment and 

implicature, for instance. These concerns coalesce in the investigations of 

ambiguity. However, research has tended to be theoretical (introspective) or 

empirical (relying on verbal or written contexts). My research aimed to determine 

if English speakers possess predispositions for disambiguating sentences with no 

context outside of the given sentence. This paper focuses on two types of sentence 

structures: the first is sentences with mixed quantification, such as All of the men 

ate a pie. The second is negated ‘because’-clauses, such as Tom did not marry 

Sally because she is Norwegian. Do English speakers tend toward upward or 

downward entailment or wide or narrow interpretations? I will show that indeed 

there is strong evidence indicating a preference for narrow scope of negation and 

upward entailment of mixed quantified sentences.  

Background 

The concept of upward and downward entailment in semantics is influenced 

by the mathematical notion of monotonicity, or the tendency of numbers—graphed 

information for instance—to be upward or downward. In semantics upward means 

to go from a subset of information to a larger more general set, while downward 

means going from general to a subset. For instance, if one says, I hate people, then 

the downward entailment cold be I hate policticians, since they are a subset of the 

set people. On the other hand, if one states that one’s little brother likes movies 

about Thor, Batman, and Superman, the upward entailing statement would be My 

little brother likes superhero movies. 

Scope is the range of influence a lexical item has on other elements of a 

sentence. Negative scope, for instance, relates to the range of influence negation 

has over other sentential elements. From the sentence mentioned earlier Tom did 

not marry Sally because she is Norwegian, a narrow scope of negation would range 

only over the matrix (kernel) clause Tom did not marry Sally. A wide scope of 

negation would range over the entire complex sentence; and this difference yields 

two completely different interpretations of the sentence. The narrow scope 
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interpretation can only mean that Tom did not marry Sally, whereas the wide scope 

interpretation can only mean that Tom married Sally for some other reason that 

will be explained. This is the nature of implicature, when the offering of additional 

disambiguating information is implied. 

Some important terms are Negative Polarity Items (NPI), which denotes words 

like any and anything, which tend to have a downward entailing meaning as in 

sentence (1). The negative polarity is the tendency to enhance negation.  

1. I don’t have any money. → I don’t have a dollar.  

The relation of a negator, most typically not, to an NPI is licensing. If not 

licenses an NPI that means it falls within the negator’s scope. Sentence (1) is 

an example of NPI licensing by not. In sentence (2) not does not license any. 

Therefore, the main verb leave is not negated but requires clarification—

implicature. 

2. Ellen didn’t leave the party because she had any problem with the host.  

→ Ellen left for some other reason.  

The purpose then is to determine if native English speakers have entailment 

and scope preferences when disambiguating sentences without any verbal or 

written context with which to appeal for additional information. The data indicate 

a preference for upward entailment and narrow scope interpretations. Based on this 

information, some strategies are offered for pedagogical use in the 

writing/grammar classroom that will aid students in developing skills with 

generalizing information and avoiding ambiguous or vague sentences.  

Methodology 

For the original study three sentence types were used: sentences with mixed 

quantifiers, sentences with negation and ‘because’-clauses, and donkey sentences. 

Donkey sentences are of the type Every farmer who has a donkey beats it. Six 

examples of each were used, totaling 18 target sentences. Six nonce sentences 

(Nonsense sentences that only have logical structure – two each of the three types 

mentioned above—were incorporated in the survey in an attempt to abstract as 

much semantic information away from the sentences as possible, to reveal the 

strength of syntax in disambiguation.  

This brought the total number of targets to 24. For the six nonce sentences, the 

participants were told that the sentences with made up words referred to an alien 
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planet. Two practice sentences were given to allow participants to see a nonce 

sentence and a natural real world sentence, both with two reasonable 

interpretations. Each question in the survey was timed. Participants had 20 seconds 

to make a choice from a drop down menu for the regular sentences, and had 25 

seconds for each of the six nonce sentences. Twenty-one filler sentences were 

used, most with two possible interpretations but not necessarily ambiguous. Some 

of these sentences were useful in observing scope and entailment preferences in 

different sentence types, which will be discussed. The sentences presented in this 

survey were as context-free as possible in order to minimize bias. Due to space, 

for this paper, the donkey sentence elicitations are omitted as well as some of the 

nonce sentences. 

59 participants responded completely to the internet-based survey, which was 

hosted by SurveyGizmo. The sentences were arranged so that a pattern would not 

be immediately recognizable. Some control sentences were used for which certain 

scope or entailment interpretations would be expected. This was to ensure that 

participants did understand the task.  

Results: Mixed Quantifiers 

We will first review the results for the sentence items that possessed mixed 

quantification. The first test item that was not a nonce sentence for mixed 

quantification was (17s). With 82.8% of participants choosing the interpretation 

that each person likes a different poem by Robert Frost, upward entailment is the 

preferred interpretation.  

17s. Everyone likes a poem by Robert Frost. 

Sentence (18s) received 88.7% for upward entailment with the interpretation that 

each case was investigated by a different detective.  

18s. Every case was investigated by a detective.  

Sentence (28s), another simple sentence with mixed quantification in which the 

indefinite article was the existential, had two reasonable interpretations. There was 

an overwhelming upward interpretation, with 92.2% choosing the selection that 

each girl was in love with a different pop star. In this case, each of the girls was in 

love with a pop star from a superset of rock stars, therefore indicating upward 

monotonicity.  

28s. All of the girls are in love with a pop star.  
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Upward entailment reigned again with a clear majority for sentence (35s) choosing 

the interpretation in which each man ate a different pie with (75%).  

35s. All of the hungry men ate a pie. 

Sentence (40s) was the lone example of mixed quantification with cardinality. 

Again, a clear favor of upward entailment, with 65.6%, chose the interpretation in 

which each professor assessed twenty essays, not the selection which was “twenty 

essays were assessed.” It is of interest that this sentence received the smallest 

majority, perhaps indicating a greater acceptability of both interpretations.  

  40s. All of the professors assessed twenty essays.  

Finally, sentence (45s) received an 81% favor for upward entailment with the 

interpretation that each worker was on a different project. 

  45s. All of the workers were busy on some project.  

The small difference in this sentence is the scalable some. However, the absence 

of an indefinite article as an existential quantifier appears to have had no relevance 

to the interpretation in terms of the percentage of responses compared to the other 

mixed quantifier sentences, with some simply acting as a different existential.  

The simple statistical evidence for upward entailment is obvious, leading to a 

support for the possibility for an underlying semantic interpretation for sentences 

with mixed quantification that favors the universal quantifier having wide scope, 

which leads to upward entailment.  

Results: Negation and ‘because’-clauses 

The survey included control sentences in which wide or narrow scope 

interpretations were anticipated. Sentence (15s), a complex sentence including 

negation and a ‘because’-clause, was predicted to receive a narrow preference, and 

this was the case with 98.4% of participants favoring narrow scope, in which the 

boys did not enter the house.  

  15s. The boys didn’t enter the house because something scared them.  

The narrow scope interpretation for (15s) was predicted due to the PPI 

(Positive Polarity Item) something in the ‘because’-clause instead of an NPI 

(Negative Polarity Item). This means not in the matrix could only license the 

matrix clause. If there had been an NPI—such as anything—in the ‘because’-

clause, an LF (Logical Form) in which not licensed the NPI would have been 
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possible, leading to two reasonable interpretations, with wide scope taking 

preference and being the most plausible.  

Sentence (26s) was predicted to receive a wide scope favor. This is due to the 

NPI anything in the ‘because’-clause. However, an adverbial phrase was added 

immediately after the matrix clause and before the ‘because’-clause to test the 

importance of structural distance on NPI licensing. Indeed, the responses indicated 

a clear effect from this additional clause, since 61.1% of responses favored a 

narrow interpretation in which the hikers didn’t leave the forest, showing a weak 

influence of the licensor not to license the NPI in the ‘because’-clause and 

confining the scope to the matrix clause.  

26s. The hikers didn’t leave the forest as the sun was setting because there 

was anything to be afraid of. 

Another example of the effect of structural distance on licensing was seen in (47s). 

This sentence included a disjunction between the licensor not in the matrix and the 

‘because’-clause, which included the NPI any.  

47s. The miners didn’t exit the mine or discontinue working because there 

was any structural damage to the mineshaft. 

Again, participants slightly favored the narrow interpretation with 55.3%, 

which means the miners did not exit the mine. This is a clear indication that 

structural distance does have a deleterious effect on the licensing of NPIs and can 

influence an upward entailment where only a downward entailment is structurally 

warranted and makes real world sense.  

Additional interesting data come from truly ambiguous sentences with two 

very reasonable LF structures. These complex sentences included negation in the 

matrix clause and a subordinate ‘because’-clause. In sentence (11s) both wide and 

narrow scope readings are sensible, and there are no NPIs or nouns that typically 

receive negative connotations to bias the reader. The responses to (11s) were 

unanimous, with 100% of responses favoring the narrow interpretation that entails 

Nathan not liking Ingrid. 

11s. Nathan didn’t like Ingrid because she was a fashion model.  

Sentence (37s) with a similar syntactic environment also received a unanimous 

narrow interpretation. From the standpoint of pragmatic common ground, one 
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could argue that the condition of Mike being out of work might bias one towards 

a narrow interpretation.  

37s. Sarah didn’t divorce Mike because he lost his job.  

However, there was no such bias with Ingrid being a fashion model in (11s), which 

could easily receive a positive wide scope interpretation, and both sentences 

received unanimous narrow interpretations. Indeed, this may suggest the powerful 

role of syntax overriding pragmatics. 

In sentence (20s) the NPI move an inch is in the VP head in the matrix clause, 

and the ‘because’-clause contains no NPI or negation. Respondents 

overwhelmingly chose narrow scope by selecting “yes” to the prompt “Was Tom 

shoved?” 

20s. Tom didn’t move an inch because he was shoved.  

This response was determined to be narrow in that a denial of Tom being 

pushed would have implied that Tom did move an inch but for some other reason. 

Therefore, the narrow interpretation limits the negation to the matrix clause giving 

the interpretation that Tom simply did not move even though he was shoved.  

Finally, sentence (23s) received similar results as (11s) and (37s) with a narrow 

interpretation receiving 80.7%. This was an answer of “no” to the prompt, “Did 

Ellen become Thomas’s wife?” 

 23s. Thomas didn't marry Ellen because she was from Atlanta. 

Final Comments 

In terms of acquisition, it would be worthwhile to test children’s intuitions of 

ambiguous sentences with a similar survey to determine at what developmental 

stage scope and entailment preferences are differentiated and at what stage syntax 

takes a leading role in interpretations. I would predict the influence of syntax 

would occur quite early, since semantic and pragmatic skills tend to be subsequent 

developments.  

For grammar pedagogy, focusing on narrow scope sentences could be a logical 

first step before presenting context-rich wide scope interpretations, which could 

assist students in developing processing skills incrementally. What we see in the 

survey data is a tendency for upward entailment, hence a tendency to make 

generalizations, to attempt to place a referent into a larger group of possible 

referents.  
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1+1=1 Sentence Combining Made Easy 
John Atella, Duluth Adult Learning Center 

Teaching sentence combining needs to focus on helping students understand 

how language works without grammatical terminology. Mastering sentence 

combining requires understanding of how language works; it also requires practice 

and repeated application into meaningful contexts. These formulas are not intended 

to be the sole focus of any writing or speaking course; indeed, a good writing 

course will focus on a variety of goals of which sentence combining is only one. 

In learning these formulas, they need to be practiced not only in exercise format 

but also in the larger context of paragraphs and essays. But, most importantly, these 

formulas need to be recycled until the student masters being able to convey their 

ideas without being hindered by not knowing how to write as they can think. 

Clausal Pairs 

1+1=1 This formula combines two independent clauses with a comma and 

coordinating conjunction (and, or, for, nor, yet, so, but).  

Ex: The man ate the cake, and the woman ate the pie. 

1;1 = 1 This formula combines two independent clauses with a semi-colon.  

Ex: The man ate the cake; the woman ate the pie. 

1(+)1=1  This formula combines two independent clauses with a semi-colon, 

adverbial conjunctions, and a comma between them.  

Ex: The man ate the cake; however, the woman ate the pie. 

These are high frequency adverbial conjunctions that can be used with this kind of 

sentence:  

Consequently However On the other hand Subsequently 

For Example Meanwhile Otherwise Then 

Furthermore Moreover Therefore Hence 

Nevertheless Similarly   

1+ ½=1 &  ½+1=1  

Here are subordinating conjunctions that can be used with these sentences types: 

after as much as if only rather than though 

although because in case since unless 
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as before in order so that until 

as if even if in order that than* when(ever) 

as long as even though lest that  where(ever) 

as though* if now that then whether or not 

    while 

Note: Words with a “*” after them cannot be used at the beginning of a sentence. 

1+½=1 This formula combines an independent clause followed by a dependent 

clause.  

  Ex: The man ate the cake after the woman ate the pie. 

½+1=1 This formula combines a dependent clause followed by an independent 

clause.  

  Ex: After the woman ate the pie, the man ate the cake. 

1(1/2)=1  This formula shows how to use a subordinating clause as an interjection 

in the middle of a sentence.  

  Ex: The man, after he went home, ate his dinner. 

1(1/2AD)=1 A sentence with a ½ that is considered additional information at the end 

  of the sentence.  

  Ex: The idea is crazy, if you like that kind of thing.  

11ID=1 1(1AD)=1 11ID=1 1(1AD) =1 Here are all the words that can be used with these 

  kinds of sentences: who, whose, whom, that, why, what, which. 

11ID=1 This formula combines an independent clause with a non-restrictive 

  relative clause which is in the middle of the sentence.  

  Ex: The man who has a red hat ate the cake. 

1(1AD)=1 This formula combines an independent clause with a restrictive relative 

  clause which is in the middle of a sentence.  

  Ex: The man, who has a red hat, ate the cake. 

11ID=1 This formula combines an independent clause with a NRRC in which the 

  NRRC is embedded at the end of the sentence.  

  Ex: The man ate the cake which I baked. 

1(1AD)=1 This formula combines an independent clause with a RRC in which the 

  RRC is at the end of the sentence.  

  Ex: The man ate the cake, which I baked. 
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Initial Phrases 

There seems to be confusion about when to use a comma when a clause is 

preceded with a phrase. Below are different types of situations and rules for when 

to/when not to use a comma: 

p1=1 A short phrase followed by a simple sentence.  

  Ex: In the barn you will see a cow. 

P+1=1 A long phrase followed by a comma followed by a simple sentence.  

  Ex: On top of the red airplane, there is a small bird. 

pp+1=1 Two short phrases followed by a comma followed by a simple sentence. 

Ex: In the barn on the 2nd floor, there is a lost kitten. 

p+1=1 A short phrase that needs a comma between it and the independent clause 

 for one of the following reasons: 1) to avoid confusion between words that 

 could be compound words, 2) because it is introductory.  

  Ex #1: On the moon, rocks are less affected by gravity.  

  Ex #2: Firstly, rocks are less affected by gravity on the moon. 

Pp+1=1 A long phrase followed by a short phrase followed by a sentence.  

  Ex: In the big bright red barn behind the house, you will find the sick cow. 

PP+1=1 Two long phrases followed by a sentence.  

  Ex: On very long race last year in the middle of January, the winner 

  struggled. 

Internal and Final Phrases 

These two examples of an internal and a final phrase show when to use 

commas. In both of these situations, the information is additional information. If it 

is essential information, there should not be any commas around it. 

1pID=1 A sentence with an internal phrase (long or short) where the information 

  is identifying or important.  

 Ex: The man with the long white beard is my dad. 

1(pAD)=1  A sentence with an internal descriptive phrase (long or short) where the 

  phrase is additional information.  

 Ex: The dress, with its long and white train, was beautiful. 
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1pID=1  A sentence with a phrase at the end of a sentence where the phrase is 

  identifying or important.  

 Ex: I built the boat at the end of the dock. 

1(pAD)=1  A sentence with a phrase at the end where the phrase is additional 

  information.  

 Ex: The students read the book, the thick and heavy one. 

The Dash 

1- -  There is a comment in the middle of the sentence that adds style and non 

  essential information to the sentence. It is most often used as a way for the 

  author to make an informal comment. This type is surrounded by dashes.  

 Ex: The best thing you – or anyone – can do is to just wait. 

1_   There is a comment at the end of the sentence that adds style and non 

   essential information to the sentence. A dash immediately precedes the 

  end comment.  

  Ex: The best thing you can do is to just wait – no matter what happens. 

Interjections (i) Using Adverbial Conjunctions 

i)1=1  In this situation, an interjection word begins a sentence.  

 Ex: However, I will not go. 

1(i)=1  In this situation, an interjection word (adverbial conjunction) is in the 

  beginning or middle of a sentence.  

 Ex: I, however, will not go.  

Clausal Groups 

1+1(½+1)=1 An independent clause followed by the clausal pairing of a dependent 

clause and independent clause. In this situation, there should be a coordinating 

conjunction followed immediately by a subordinating conjunction before the 

½ begins.  

Ex: The man ate the cake, but before he finished, she ate the pie. 

1+1(1+½)=1 An independent clause followed by the clausal pairing of an 

independent clause and then dependent clause. Ex: The man ate the cake, but 

the woman ate the pie because she likes pie more. 
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1(1+1/2)+1=1 A clausal pairing of an independent clause and a dependent clause 

followed by an independent clause.  

Ex: The man ate the cake because it was good, but she ate the pie. 

1( ½ +1)+1=1 A clausal pairing of a dependent clause and an independent clause 

followed by an independent clause.  

Ex: Because it was good, he ate the cake, and she ate the pie. 

½+1+½=1 A clausal group of a dependent clause followed by a comma before an 

independent clause and a final dependent clause.  

Ex: After he ate the cake, he drank some water because he was thirsty. 

11 ID
1 ID=1 This formula has an independent clause in a multi-clausal group that has 

two nonrestrictive relative clauses – one that is in the middle of the sentence 
1ID and one at the end 1ID.  

Ex: The man who is on the boat is my brother who works in New York. 

1(1 AD)
(1 AD)=1 This formula has an independent clause in a multi-clausal group that 

has two restrictive relative clauses – one in the middle of the sentence (iAD) and 

one at the end (1AD).  

Ex: My car, which my dad gave to me, was fixed with this part, which only 

cost $5.00. 

½(½+½)+1=1 Two dependent clauses separated by a coordinating conjunction 

with a comma followed by a comma and an independent clause.  

Ex: After we left but before the store closed, the power went off. 

1+½+½=1 An independent clause followed by two dependent clauses separated by 

a coordinating conjunction.  

Ex: I went to the store before it closed but after the power went off. 

1+½½=1 An independent clause followed by two dependent clauses.  

Ex: The electrician went to the store after the power went off because he 

needed to fix it. 

Clausal groups that use 2+ noun clauses in a list format 

1:1;1=1 This formula starts with a independent clause followed by a colon then 

two noun clauses.  

Ex: They ate two things: he ate the cake; she ate the pie. 
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1:1;1;1=1 This formula starts with an independent clause followed by a colon and 

three noun clauses. Note: the conjunction between the second and third 

noun clauses is optional.  

Ex: The US government has three branches: the legislative makes laws; 

the executive enforces the laws; and the judicial branch makes sure the 

laws do not violate the constitution. 

Similarities and Differences to 1 + 1 = 1 

These formulas represents when not to use a comma because although a 

coordinating conjunction is used, it only separates two objects – whether they be 

words (w), phrases (p) or clauses (c). The point of this formula is to help students 

understand situations where phrases and clauses do not need a comma between 

them. The idea behind these formulas is actually to teach when not to use a comma 

as in this example: “I like to eat apples and oranges.” 

1:w+w=1  An independent clause ending with a colon before introducing two 

words.  

Ex: I have two brothers: Bill and Ben. 

1p+p=1  An independent clause followed by two phrases.  

Ex: I want to buy the little cute puppy and the colorful bird. 

1:p+p=1  An independent clause followed by a colon and two phrases.  

Ex: I have two brothers: Bob the fireman and Jim the doctor. 

p+p1=1  Two phrases followed by an independent clause.  

Ex: In the late summer and in early fall, the days are sunny and warm. 

1pp+p=1   A sentence with three phrases at the end.  

Ex: The man went to the store north of the bank, south of the police 

station, and across the street from the gas station. 

1c+c=1  An independent clause followed by two noun clauses separated by a 

coordinating conjunction.  

Ex #1: The man said Mary was coming and Beth wasn’t.  

Ex #2: I want you to know that school is canceled tomorrow and it will 

be rescheduled for Saturday. 
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1cc+c=1  A sentence with an independent clause and three noun clauses.  

Ex: He said Mary was coming, Beth wasn’t, and Susan was undecided. 

1:c+c=1  An independent clause followed by a colon and two noun clauses. In 

this situation each noun clause functions as an object and does not need 

a comma before the “and” or other conjunction.  

Ex: I have two brothers: Tom lives in NY and Tim lives in LA. 

1:c+p=1  An independent clause followed by a colon, clause, and a phrase.  

Ex: I have two pets: my dog is my favorite and a cat. 

1:w+p=1  An independent clause followed by a colon, a word, and a phrase.  

Ex: I have two types of pets: cats and large dogs 

Stylistic Exceptions 

+1=1  But I can’t go. 

+)1=1   But, I can’t go. 
i)1=1   However, I can’t go. 

Examples of a few common errors in writing: 

1,1≠1   The man went home, the woman went out. (comma splice) 

11≠1  The man went home the woman went out. (run on) 

½(+)1≠1 After I got home; however, I went to the store. (fragment) 

½+½≠1  Because the store was open and because the door was closed. 

(fragment) 

1(+)½≠1 The student went to the store; however, because he went. (fragment) 

½≠1  Because he went. (fragment) 

P≠1  The big cat. (fragment) 

It has been my purpose to offer a new methodology to teach sentence 

combining. This article has also been an attempt to explain the workings of 

high/medium frequency sentence combining patterns in a way that can be easily 

understood by writers to help them convey their intended meaning.  

Generative transformational grammar shows the internal workings of words 

in clauses and phrases. It is my hope that this analysis explains the relationships of 

clausal pairs and groups as well as phrases, the dash, stylistic exceptions, and 

common errors in writing.  



THE ATEG JOURNAL, SUMMER 2017, VOL 26, NO. 1 

35 

 

 

 

 

Twenty-Seventh Annual ATEG Conference:  

Proceedings 

The following articles are summaries of presentations made by 

the authors at the Twenty-Seventh Annual ATEG Conference 

“We Contain Multitudes! Reaching All Students with Grammar 

Instruction” held August 4 and 5, 2016 at the University of 

Virginia, Charlottesville. They should be considered part of the 

official record of that conference. 
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Writing Centers and the Grammar Revolution 
Bonnie Devet, College of Charleston (SC) 

With the work of ATEG and the publications by scholars such as Amy 

Benjamin, Joan Berger, Pamela Dykstra, Martha Kolln, Harry Noden, Rei R. 

Noguchi, and Constance Weaver, the teaching of grammar has been undergoing a 

revolution. Instead of seeing grammar as a “corrector and cleanser” (Devet 

“Bringing” 21), language scholars are stressing that knowledge of grammar is not 

just eliminating comma splices but learning how to craft sentences and create 

meaning. As a long-time director of a writing center, I argue that centers are in a 

unique position to foster this new perception of grammar.  

Historically, however, centers have not always been vanguards in showing 

new ways to use grammar for writing. In fact, in their early years, centers were 

seen as repositories for teaching grammar, narrowly defined as traditional grammar 

and usage (Hartwell’s grammar 3 and 4) (110, 119). How did centers acquire this 

undesirable, limited role? From the late 1960s to early 1970s, composition 

instruction changed from teaching modes, such as description, classification, and 

argument (Current Traditional Rhetoric) to teaching Process, which stressed 

student-centered classes focused on developing a sense of audience and 

expression. All of a sudden, grammar seemed out of date, being associated with 

Current Traditional Rhetoric and with “correctness,” not with the values of Process 

instruction. Composition faculty wanted to teach process, so the teaching of 

grammar had to go somewhere. For the most part, it was relegated to writing 

centers, many of which opened their doors in the 1970s just to handle instruction 

in grammar. As a result, though, centers became identified with being only “fix-

it” shops (North 66; Ferruci and DeRosa 27), not a desirable image for centers or 

for grammar. 

Fortunately, centers have begun to fight back again this perception of 

themselves and the role of grammar in writing. To faculty and students alike, they 

have stressed that centers handle not just editing and proofreading (the so-called 

“lowered-ordered concerns”) but all phases of writing. In fact, centers emphasize 

that they assist students with editing and proofreading only after tutors/consultants 

have worked with students’ ideas and structure (often called the “higher-ordered 
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concerns”).  

And, as centers have worked to dismiss the idea that they are only “grammar 

garages” (Waldo 415), they have, in effect, also begun to foster the new views of 

grammar, as espoused by the leading language scholars. For example, directors 

train tutors/consultants to look for patterns of “errors” in students’ papers as Mina 

Shaughnessy, in her well-known Errors and Expectations, advocates so that 

students and tutors/consultants are not mere error hunters but discoverers of how 

students think and how they view language. Directors also stress that 

tutors/consultants use the students’ own sentences (not textbook samples) to learn 

grammar, as the writing center scholar Muriel Harris advocates in her well-known 

Teaching One-to-One: The Writing Conference, long a standard for helping to train 

tutors/consultants how to work with writers. Tutors/consultants are also helping to 

link grammar to audience and register. For example, in “Grammar in the Writing 

Center: Opportunities for Discovery and Change,” writing center scholars Carl W. 

Glover and Byron Stay argue that when tutors/consultants deal with grammar, they 

should discuss with students that the global issues of register (levels of formality) 

affect the writing and crafting of sentences. E-mails and tweets use different 

grammar than do Biology lab reports or History term papers.  

Thus, in the center, during one-to-one work with students, tutors/consultants 

are showing students that grammar is not a mere cleanser. When tutors/consultants 

assist their student writers in the trenches, they are fostering the new view of 

grammar as structure, style, and expression. So, as centers are dispelling the fix-it 

shop image, they have also become advocates for the new approaches to grammar. 
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Making Grammar Relevant to Reading and Writing: 

Using Already-Taught Literature to Motivate and Illuminate 

Grammar Learning 
Janice Murray, Indiana Wesleyan University 

For decades, experts have emphasized the importance of teaching grammar in 

context. However, the logistics of this pedagogy have been largely ambiguous 

(Anderson 5). Some instructors solve this problem by using mentor sentences as a 

resource to teach students to use grammatical structures as writing tools. Anderson 

considers the mentor sentences themselves sufficient context and uses them 

independently to illustrate grammar concepts. Paraskevas looks at the context they 

come from, but focuses on teaching students to mimic mentor sentences to learn 

to create their own interesting sentences (66-67). Though the value of these 

strategies has been shown by research, (Dean 21, Paraskevas 66-67, Warne 24-26), 

they minimize an important resource: the text in which the sentence is found.  

Teachers can build on these uses of mentor sentences by considering how 

mentor sentences relate to the content of works in their curriculum. By focusing 

on grammar in these works, the instructor increases the relevancy and credibility 

of grammar lessons as well as the students’ opportunity to see grammar’s impact. 

This broader context allows them to showcase grammar as a writing tool that 

relates to large- and medium-scale aspects of the work. For example, students will 

be able to appreciate the value of participial phrase in a sentence about Jack if they 

have been reading The Lord of the Flies and know it is important that he is the 

most active character in the novel. Similarly, students who have been reading To 

Kill a Mockingbird will understand the laziness of Maycomb in summer. This 

knowledge positions them to see that repetition and long clauses are apt for 

describing a summer night: “We strolled silently down the sidewalk, listening to 

porch swings creaking with the weight of the neighborhood, listening to the soft 

night-murmurs of the grown people on our street” (Lee 57).    

This approach to instruction has four steps. First is finding and using exemplar 

sentences from the text to demonstrate the grammatical concept. While this makes 

minimal use of the book as context, it offers sentences more credibility and 

relevance than a sentence from a book students have never read. Second, once 
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students have learned to identify the structure, they can search for a literary 

purpose connecting the sentence to its content context. Third, they can then 

evaluate whether the sentence structure is effective. And finally, armed with this 

practice in analytical grammar thought, they can begin to use such strategies 

intentionally in their own writing. 

This approach is valuable not only because it makes use of the research-

supported methodologies of grammar in context and mentor sentences, but also 

because it has the ability to work simultaneously with a variety of students. A 

teacher can differentiate by emphasizing different steps or working on different 

steps with different groups of students. She can also play to a variety of strengths, 

including rhythmic awareness, categorization, close reading, and literary/rhetorical 

analysis. The approach to many motivations, including the desires to write well, to 

correct authority figures, and to understand “Why I do I have to read this?” 

By teaching grammar through works students are already reading, a teacher 

shows students that grammar can serve as a tool to underscore the content, not just 

improve the style, of writing. 
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99 Problems, but Grammar Ain’t One 
Sean Ruday & Rachel Cliborne, Longwood University 

Two important issues in literacy instruction are culturally relevant pedagogy 

(Ladson-Billings, 1995) and the metacognitive awareness of grammatical concepts 

(Ruday, 2013). In this piece, we describe ideas and practices at the intersection of 

these issues. We begin with an overview of an instructional approach aligned with 

this goal, examine related learning activities, and finally consider a future teacher’s 

perspective on this approach. 

Instructional Approach 

The instructional approach we describe here takes a culturally relevant 

viewpoint on the idea of looking at grammatical concepts as tools by applying 

metacognition-focused grammar instruction to popular song lyrics. In practice, this 

would consist of teachers identifying particular grammatical concepts they identify 

as important for their students to understand, discussing with students the 

importance and impact of those concepts, and then asking students to analyze how 

and why those grammatical concepts are particularly important to songs that are of 

interest to the students.  

Learning Activities 

There are two learning activities we recommend teachers use to help their 

students understand the impact of particular grammatical concepts on song lyrics. 

The first activity, called an analysis template, asks students to identify a song lyric 

that contains one of the grammatical concepts on which the class is focusing, 

identify the grammatical concept the lyric contains, and explain why they believe 

that grammatical concept is important to the song. Figure 1.1 (following page) 

depicts the chart to give students as they work on this activity: 
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Figure 1.1 Song analysis template 

Song Lyric Grammatical  

Concept 

Importance of 
Grammatical 
Concept to the 
Song 

    

Sean recently worked with a group of seventh-grade students on this topic and 

engaged them in this activity. One student chose the song “My House” by Flo Rida, 

identifying the prepositional phrase “to my house” in the line “welcome to my 

house.” In his discussion of the importance of this grammatical concept to the song, 

the student noted, “The prepositional phrase ‘to my house’ is important because it 

shows you where he’s welcoming you to. It would be a really different song if he 

used a different prepositional phrase, like ‘to the zoo.’” Another student in this 

class selected the song “22” by Taylor Swift for this analysis activity. She noted 

“Taylor Swift uses the coordinating conjunction ‘but’ in the line ‘I don’t know 

about you, but I’m feeling 22.’” This student commented on the impact of this 

coordinating conjunction, saying “It is important because it connects the things 

she’s saying. If she didn’t use it, it would be two short and choppy sentences 

instead of a connected one.”  

The second learning activity Sean implemented with these students was 

designed as a summative assessment of the students’ understandings of a particular 

grammatical concept. In this activity, students created annotated bibliographies of 

songs that used a particular grammatical concept. To complete these annotated 
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bibliographies, each student selected a grammatical concept the class had 

discussed and identified ten examples of that concept’s use in song lyrics. In each 

entry, which students organized alphabetically by artist, students listed the song 

title, a lyric that contained the annotated bibliography’s focal grammatical concept, 

the specific grammatical concept used in the lyric, and the student’s analysis of 

why that concept is important to the song lyric. Figure 1.2 contains an excerpt from 

a student’s annotated bibliography. 

Figure 1.2: Annotated bibliography excerpt 

 
A Future Teacher’s Perspective—Rachel’s Insights 

 Music plays an important role in many students’ lives. From kindergarten to 

college, we all love music, but when you think of music, you don’t automatically 

think of the different grammatical concepts that make up these songs. Grammar is 

everywhere, but seeing it laid out in something the students are very familiar with, 

like music, can really help them grasp the concept as a whole.  

At first, learning all the different grammatical concepts can seem foreign to 

middle schoolers, but showing them the different examples in popular music can 

make these new concepts click. For example, Dr. Ruday showed us a YouTube 

video in a class on teaching grammar from a channel called “The Sentence Center” 

that takes popular songs and makes videos to teach different grammatical concepts. 

For example, they used the song “Baby” by Justin Bieber to teach compound 

sentences. They also made a video for the song “Call Me Maybe” by Carly Rae 

Jepsen to teach contractions. The videos use the lyrics to show the specific 

grammatical concept and also explain why and how that concept works. I think 
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that these videos are a very useful teaching tool and would definitely use them in 

my classroom. Teaching students the grammatical concepts and then playing them 

a song they are familiar with shows them the connection between the concepts and 

how they’re used 

There are many way a future teacher can use this technique. If there isn’t a 

video already made for the concept I was trying to teach, I could display the lyrics 

and have the students come up and underline the specific grammatical concept. 

This would be a chance to get the students more involved.  

Students can learn the lyrics to a song by listening to it only a few times, but 

learning grammar can be a lot harder. I think that incorporating popular music to 

teach students grammar could be very effective. Showing the kids the different 

grammatical concepts in music that they are already familiar with can help them 

understand and then begin to detect these concepts in different types of literature.  

Works Cited 
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Grammar Instruction at the Community College Level: 

Filling the K-12 Void, Grammar as a Tool to Develop Critical 

Thinking Skills 
Marcela Stein-Savelski, Rowan College at Gloucester County 

I have been teaching American English Grammar, a 300 level course, at 

Rowan University since 2009 and noticed that many students lack even the most 

basic understanding of grammar; for example, many are unable to recognize a verb 

in a sentence. That is why I created a 100 level course at RCGC, hoping to provide 

students with the fundamentals of grammar and diagramming. The course was 

offered at RCGC as an English elective. 

A year ago in an attempt to address the financial burden that developmental 

education represents for students and the College, the RCGC administration 

decided to eliminate developmental courses. ENG 107, Principles of English 

Grammar was then designated as a requirement for students placing in the second 

tier of developmental writing. The required ENG107 now presents an opportunity 

to study whether grammar instruction affects these students’ subsequent success, 

and if so, why and how.  

One common argument against the teaching of grammar in general and 

diagramming in particular is that they have no direct, visible, and practical 

application in the “real world.” It follows then that algebra is useless since we do 

not solve algebraic equations in everyday life, and I doubt that at a job interview 

applicants will be asked to solve an algebraic equation any more than they will be 

asked to diagram a sentence (they will, though, many times be asked to prove their 

strong writing skills). However, at RCGC, all students, including those pursuing a 

humanities major, are required to have a basic knowledge of algebra (either prove 

that knowledge in the placement test or take a developmental course). When I 

asked a chemical engineering professor what the reasoning for the algebra 

requirement was, he said that the understanding of algebra promotes abstract 

thought and problem solving, skills that are essential to all college graduates. I 

agree with that statement 100%, but I also believe that the same can be said of 

grammar and diagramming. 
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Here are some examples of what students and instructors discuss in ENG 107 

to promote critical thinking: 

• The sentence as a binary system: subject and predicate, both indispensable and 

intimately connected, capable of expressing the simplest and the most complex 

of human thoughts (Thompson). 

• Content of sentences as a binary system: two aspects of life expressed in 

English sentences:  

❖ State of being of the subject 

❖ Action(s) performed or not by the subject 

• Solving grammatical problems 

❖ To express ideas effectively 

❖ To comprehend text 

Grammar and Critical Thinking for Reading Skills Comprehension of Text 

vs. Wishful Reading:  

Many colleges offer developmental reading courses for students who have 

trouble even sounding out the written word let alone understanding its meaning. 

However, I believe that for most students, one of the major causes of text 

misinterpretation is the lack of grammatical understanding, and of course the habit 

of filling in the blanks with clichés, what I call “wishful reading.” In order to 

address this problem, I gave my grammar students the CNN article “Challenging 

What It Means to ‘Dress like a Boy’” by Kelly Wallace.  

After a paragraph describing a video where a father supports his son’s choice 

of a Little Mermaid doll as a replacement for a duplicate birthday present, Wallace 

states, “It is that sentiment—that boys can be all things and that we, as parents, 

should allow them to be all things—that is gaining more traction, especially after 

so much attention has been focused on empowering girls by shattering stereotypes 

in clothing and toys.” Her discussion continues by providing specific examples of 

a few brands that offer gender neutral clothing.  

After a class discussion about the main idea of the article, I asked the students 

to summarize the argument in one sentence. Here are some of the answers that I 

received: 

• The article is about a boy who wants to play with dolls. 



THE ATEG JOURNAL, SUMMER 2017, VOL 26, NO. 1 

47 

• The article presents the two sides of the argument of whether boys should 

be free to wear whatever they want. 

• The article states that it is ok for a boy to behave like a girl. 

This tendency to assign a preconceived meaning to a text probably has several 

causes, but the habit of “assuming” instead of carefully reading sentence by 

sentence to understand meaning is related also to the lack of grammatical 

understanding. In this case, the main idea of the article is almost “hidden” in a 

compound noun clause acting as an appositive that defines the “sentiment.” The 

sentence expresses a simple concept in a grammatically and semantically complex 

manner, and the students get lost in this complexity. They read the sentence 

quickly, and instead of rereading it and thinking about its meaning, they combine 

what they understand with their preconceived ideas about the topic. 

As I mentioned earlier, developmental students have been required to take 

ENG 107 for only a year, so we have insufficient data to judge the effect of 

grammar instruction on the subsequent success of these students. However, we can 

see that the students who take ENG 107 (69.50%) have almost the same success 

rate as those who were placed directly at the higher level (70.40%). This result 

shows considerable success since the two groups enter college with different levels 

of writing skills. In the future, we will gather data to compare the performance of 

students who take ENG 107 in ENG 102 and in other courses. I predict that we 

will discover a definite link between grammar instruction in ENG 107 and the 

students’ continued academic success. My ultimate goal is to demonstrate that 

learning grammar enhances critical thinking and close reading skills, in addition 

to bolstering writing skills.  
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