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國立政治大學英國語文學系博士班 

博士論文摘要 

論文名稱: 學測指考英文佳作分析:文法句型之使用 

指導教授: 尤雪瑛  教授 

研究生: 張曉鵑 

論文摘要內容: 

臺灣高中生為大學入學所準備的學測與指考中，英文作文是英文科非選擇題

的題型之一。以大考中心公佈之英文作文評分標準為例(滿分 20 分)，一篇優秀的

作文，須包含四個層面:內容(5 分)、組織(5 分)、文法和句構(5 分)、字彙及拼音

(5 分)。然而，近幾年大考中心考後研究報告指出，多數的學生皆未能達到其預

定的 12 分合格標準，零分者也非常多。以 107 年為例，學測有 14132 位考生零

分；指考有 5525 位。此現象引起教育學者及高中教師對英文教學的深切省思：

如何在授課進度緊湊且多以文法教學為導向的教育現場中有效進行作文教學？ 

在學測指考作文題目的引導下，內容、架構都有被提示，但文法和單字運用

就憑作者實力而有所不同。這份研究是以近 6 年內(101-106 學年度)學測指考公佈

之 166 篇英文佳作為研究範本，旨在研究英文作文高分者文章中文法句型之使

用。本研究欲得知這些高分群學生文法句型的運用上為何？在五大句型中，那些

句型運用居多？那些較少？有關於句型的錯誤為何？希望藉此研究給予具體的

英文作文之教法。 

研究結果顯示，佳作中針對五大句型的使用頻率如下：複句(complex 

sentences)最多，簡單句(simple sentences)居二，複合句(compound-complex 

sentences)第三，合句(compound sentences)第四，特殊句型(marked sentences)最

少。不管何種句型，高分者會運用副詞系統及不定詞去延展句意；此外，篇章結

構的修辭語法(rhetorical functions)也常見於佳作中。關於文法句型的錯誤，在複

句及合句中，有錯誤的連接詞使用，或者遺漏連接詞等現象。簡單句則以動詞主

動、被動錯誤使用，主詞動詞無一致性錯誤為主。複合句常因要連接過多訊息而

使句型結構過於複雜，造成語意模糊，影響讀者解讀之情況。特殊句型因為結構

特別，高中課本特別注重，所以錯誤較少，錯誤如分詞構句前後主詞不一、分裂

句中的錯誤人稱代名詞使用等。此外，標點符號錯誤使用亦在各句型中被發現。 

研究結果建議，高中英語教師在教作文時可以鼓勵學生適時加入副詞系統及

不定詞豐富句意；此外，長久以來寫長句及複雜句才能得高分的迷思應破除，教

導用篇章結構的修辭語使句型多元延展才是更有效的教學。佳作中少量的特殊句

型建議教師應教導學生適時適當的使用特殊句型，並且不列為教學重點。冀望能

對高中英文作文現場有所幫助。 

 

關鍵字: 英文文法句型、英文寫作教學、學測指考英文佳作、英文篇章結構教學。
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ABSTRACT 

 

In Taiwan, English has always been the first concern in foreign language learning. 

High school students’ writing abilities are evaluated in the Joint College Entrance 

Exam (JCEE), the General Scholastic Ability Test (GSAT) and the Department 

Required Test (DRT). However, the evidence shows that student writers do not reach 

the expected standard (12 points out of 20) on the tests. Take the paragraph-writing 

task on GSAT and DRT in Academic Year 107 for example. A total of 14132 test 

takers received a zero point score on GSAT and 5525 examiners on DRT. JCEE 

evaluates students’ compositions in a comprehensive way covering four major 

components: content (5 points out of 20), organization (5 points out of 20), grammar 

and syntactic structure (5 points out of 20), and vocabulary and spelling (5 points out 

of 20). The two linguistic traits—grammar and vocabulary—are the focus of teaching 

in high school and, without the two components as a scaffold in writing, it is difficult 

for writers to organize and express their ideas accurately and fluently in a logical way. 

The study will narrow down the scope to grammar and syntactic structure, particularly 

in terms of sentence structures, and examine how they work in the higher achievers’ 

compositions. The purpose is to learn what linguistic characteristics of sentence 

structures are considered keys to higher quality. 

This study investigates the sentence structures in 166 writing samples of the 

advanced writers displayed by the College Entrance Examination Center. The five 

sentence types and their subclasses are investigated: simple sentences, compound 

sentences, complex sentences, compound-complex sentences, and marked sentences. 

Quantitatively, their frequencies, including raw numbers, percentages, and ranks are 

calculated. Qualitatively, their characteristics and incorrect sentences with mistakes 

related to sentence structures are examined. The calculation shows that complex 
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sentences were most-frequently used (1131 cases, accounting for 37.18% of the total), 

simple ranked second (937, 30.80%), compound-complex third (432, 14.20%), 

compound fourth (363,11.93%), and marked sentences are the least-frequently used 

(179, 5.89%). Overall, sentence-expanding strategies of using the adverbial system 

and infinitive structures occurred frequently. The complex sentences in the samples 

have a discourse function: The thoughtful arrangements of background and 

foreground information are common. Grammatical errors like the misuse of 

subordinators or omission of the marker that happen occasionally. The simple 

sentences are long and diversified because the advanced writers often use sentence 

expanding strategies. A few grammatical errors relating to verb forms are found in the 

simple sentences. Compound-complex sentences were long and structurally 

complicated. The samples show a wide range of combinations of coordinators and 

subordinators in use. Grammatical errors, such as the omission of that and run-on 

sentences, are found in the samples. Compound sentences with clauses linked by and 

or but are the two most frequent structures, while the others are in the minority. Few 

ungrammatical sentences are found, including run-on sentences and sentences with a 

lack of equivalence. Among marked sentences, participials and inversions, 

particularly negative inversions, are used most frequently. The other marked 

structures occur infrequently. A few errors are found among the marked sentences, 

such as dangling-modifiers, the misuse of relative pronouns in it-clefts, and mechanic 

punctuation problems. At last, some pedagogical implications of teaching writing 

were proposed, including reminders of encouraging sentence-expanding strategies and 

rhetorical function of sentence structures and the caution of using compound-complex 

and marked sentences.  

Key words: sentence structures, teaching writing, good composition samples by  

          GSAT and DRT Test Takers, teaching discourse functions    
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CHAPTER 1 

INTRODUCTION 

 

Background 

 

Among the four skills of language, both speaking and writing demonstrate a 

learner’s productive ability of the target language. Speaking represents one’s 

immediate language output, with fluency being more emphasized; writing shows 

one’s ability to organize ideas in the target language, with coherence and accuracy 

being required.  

In modern literate societies, the need for writing is much more extensive, since 

most people practice some form of writing each day, such as notes, letters, or reports.  

Communicating functions like identifying, calling to action, satisfying requirements, 

introspecting, or creating can all be fulfilled by writing (Grabe and Kaplan, 1996). In 

the field of academics, one’s writing skill is even seen as crucial since it may be the 

medium of displaying research results or educational implications. Given its 

paramount importance, language learners’ writing ability has always been given due 

attention: learners are expected to be able to compose sentences, paragraphs, or essays 

in accordance with their proficiency levels.   

In Taiwan, English has always been the first concern in foreign language learning. 

Most students start learning English in the 3
rd

 grade of elementary school. At this 

stage, teachers focus more on listening and speaking skills. The training of reading 

and writing is limited to short-paragraph reading and simple-sentence writing. 

Different from the basic level, English learners in junior high school start to learn 

complicated sentence patterns and are asked to memorize more vocabulary (about 

1000 words). At this stage, learners gradually practice writing sentences and even 
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short paragraphs. Despite this fact, writing, at this stage, is not a skill focus. Whether 

in the Basic Competence Test (BCT) from 2001 to 2013 or in Comprehensive 

Assessment Program (CAP) since 2014, multiple choice questions have been the 

central means of evaluation. This makes reading skill a big focus and writing a minor 

consideration. In senior high, although sentence patterns and vocabulary are still paid 

great attention, students start to compose essays, and their writing abilities, both in the 

form of sentence translation (8 points) and paragraph or essay (20 points), are 

evaluated in high-stakes Joint College Entrance Exam (JCEE). 

However, the low valuation of writing in JCEE, with only twenty-eight points 

out of one hundred dedicated to writing assessment, may result in a lack of emphasis 

on writing instruction in Taiwan. Since writing accounts for less than one third of 

evaluation, English curriculums at senior high school still focus more on grammar and 

reading. Writing instruction is only sporadically provided, and the design of writing 

programs is neglected. One study on writing instruction in Taiwanese high school 

points out that in most cases, students only receive writing training in the last year of 

high school, and the focus is on grammatical structure and controlled writing (Chang, 

2007). The teaching orientation is rooted in the Audio-lingual Method (ALM), which 

considers language structures the foundation of writing ability (Chang, 2007; Reid, 

1993). Holding this belief, teachers tend to intensively guide students to produce 

compositions by imitating rhetorical patterns (Silva, 1990). Due to the sentence-level 

focus and grammar-based training, the writing qualities of high school students still 

fall way short of the standards set by JCEE that evaluates students’ compositions in a 

comprehensive way covering five major components
1
 before Academic Year 107: 

content (5 points out of 20), organization (5 points out of 20), grammar and syntactic 

                                                        
1 The following reference materials related to JCEE writing tasks were all retrieved from the website 

of CEEC: http://www.ceec.edu.tw/ 



DOI:10.6814/DIS.NCCU.ENG.001.2019.A09 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

3 
 

structure (4 points out of 20), vocabulary and spelling (4 points out of 20), and 

mechanics (2 points out of 20) (See Appendix A)
2
.  

 

Statement of the Problem 

 

From the reports on the scores of students’ writing tasks in JCEE every year, 

both in the General Scholastic Ability Test (GSAT) and the Department Required Test 

(DRT), student writers do not reach the expected standard. Take the task of paragraph 

writing on GSAT and DRT in Academic Years 106 and 107 for example. According to 

the College Entrance Examination Center (CEEC), a total of 10620 test takers 

received a zero point score on GSAT in Academic Year 106, and 14132 test takers in 

Academic Year 107. In the DRT, a total of 3842 examiners received a zero point score 

in Academic Year 106, and 5525 examiners in Academic Year 107. Meanwhile, the 

survey of CEEC pointed out that the average grade on GSAT and DRT writing tests in 

the recent years was about 8 points out of twenty (e.g., 8.04 points in Academic Year 

106, 7.42 points in Academic Year 107), which is under the passing grade of 12 points  

Chang, an experienced professor who has graded JCEE compositions for many years, 

even claimed that, every year, many test takers just give up writing the section of 

composition writing by leaving it blank, without making any effort (Chang, 2006). 

To solve this problem and further make writers perform satisfactorily in 

high-stake writing tests, educators, researchers, and even CEEC itself have kept 

examining the test takers’ compositions during these years. It is found that grading 

points were mainly deducted for the lack of grammar and vocabulary control (Yang, 

                                                        
2 The grading scale was revised in Academic Year 107. After Academic Year 107, four grading 

components were applied: content (5 points out of 20), organization (5 points out of 20), grammar and 

syntactic structure (5 points out of 20), and vocabulary and spelling (5 points out of 20), with the 

component of mechanics ruled out and compiled into the components of grammar and vocabulary. 

More will be elaborated in the next chapter.     
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2008). In terms of grammar, the test takers’ sentence patterns in essay writing are 

problematic. With close examination of incorrect sentences, improper tense aspects, 

interlingual errors (e.g., Chinese-English sentences), incomplete sentence structures, 

and subject-verb agreement problems are commonly found (Chang, 2006). 

Meanwhile, use of inappropriate sentences is another concern related to the deduction 

of points. It is inclusive of a great number of long and complicated sentences (e.g. 

inversions) and sentence combining with inappropriate use of conjunctions. In 

addition to grammar forms, the lack of control over vocabulary, wrong collocations, 

and overuse of complicated vocabulary, such as low-frequency but longer words, are 

also reasons for low grades. 

 As discussed, the two linguistic traits—grammar and vocabulary—are 

the critical components of good-quality writing. Students should be equipped with the 

ability to accurately compose different types of sentence (e.g. simple sentences or 

complex sentences), and to accurately use lexical words (e.g. their parts of speech or 

collocations). However, there is often a misconception that writers are expected to 

write long and complicated sentences to show their grammatical competence for 

higher grades (Grabe and Kaplan, 1996). In fact, the length and complexity of 

sentences do not guarantee writing quality. An appropriate use of sentence types may 

yield a better result. In addition to lexical knowledge, writers’ word choice is also 

considered a strong indicator of good writing. Long (2001) pointed out that a lack of 

vocabulary is thought of as the major factor affecting the quality of L2 (Second 

Language) writing. Writers’ lexical use reveals whether they have mastered the 

meanings and grammatical features of the language, and are able to apply such 

knowledge to writing. Meanwhile, research has shown lexical errors impede readers’ 

comprehension and lead to readers’ misunderstanding of the content (Ellis, 1994).  

  Undoubtedly, without these two grounding components as a scaffold in writing, 
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it is difficult for writers to organize and express their ideas accurately and fluently in a 

logical way (Grabe and Kaplan,1996); Hence content and organization are continually 

lacking in most high school students’ writing (Yang, 2008).  

 All the facts reveal that the long-time training on linguistic aspects of writing in 

Taiwanese high school does not produce a satisfactory outcome, and there is still a lot 

of room for improvement regarding students’ writing. 

 

Statement of the Purpose 

 

 Given the fact that high school students in Taiwan are required to write an essay 

for college entrance examinations, and that the current writing instruction does not 

effectively achieve this goal, there is a need to explore effective writing practice that 

can enhance students’ writing skills. The answers to the characteristics of 

good-quality writing will contribute to the understanding of what students lack and 

need, and how teachers can incorporate significant writing elements into the 

classroom.  

 Since 2009, CEEC has started to provide writing samples of the advanced writers 

on GSATs and DRTs and hopes to give high school students sample articles of good 

quality to follow. According to CEEC, overall, these recommended articles are the 

ones that have good content with sufficient details and a good organization with 

coherence and unity. Generally, their language use and sentences are grammatically 

correct; the range of word choice is appropriate for the texts; mechanics, including 

spelling and punctuation, are effective and well-mastered. In other words, these 

writing samples all fulfill the requirement for the criteria of grading compositions.  

In order to give clear guidelines to students and provide pedagogical implications, this 

study hence aims to investigate the qualities of these outstanding writing samples. 
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According to the criteria, the writing quality is decided by content, organization, 

grammar and syntactic structure, vocabulary and spelling, and mechanics (before 

Academic Year 107). This study, however, would focus on analyzing the grammar and 

syntactic structure of the samples, particularly in terms of sentence structures. With a 

detailed look at these works, we could clearly see what linguistic characteristics of 

sentence structures are considered keys to higher quality. We can see how these 

characteristics are used by the advanced writers. For example, what kind of sentence 

structures do the advanced writers frequently use in essay writing? Do the advanced 

writers use many simple sentences? Or, do they use more complicated structures? The 

purpose of this study, thus, is to examine how the sentence types are used in 

high-quality compositions written by some advanced writers from both GSATs and 

DRTs, which are provided by JCEE after the exams.  

 

Research Questions 

 

To respond to the question of how the advanced writers of GSATs and DRTs use 

sentence structures in essay writing, the following two major research questions are 

addressed:  

1. What are the frequencies of use of the five types of sentence (simple sentences, 

compound sentences, complex sentences, compound-complex sentences, and 

marked sentences) in the advanced writers’ compositions?  

2. What are the characteristics of information representation demonstrated in the five 

types of sentence constructed by the advanced writers? Are the five sentence types 

used correctly? If not, are there any incorrect sentences related to sentence 

structures? 
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Significance of the Study 

 

 Through sample analysis, the study will be of much benefit not only to EFL 

writers, high school English teachers, but also to the course-design researchers for the 

108 Curriculum Guidelines
3
. First, the findings of the study show EFL writers the 

characteristics of sentences in each type written by the advanced writers. In the past, 

high school students might only have the chance to read a series of model articles 

released by publishers, either written by native speakers or by curriculum designers. 

Through the study, students can see the ways of sentence construction by their peers, 

whose writing is considered good quality. Second, the English textbooks in Taiwanese 

high schools spare few sections for the skill of writing
4
, and the phenomenon results 

in less attention being paid to writing instruction. Since writing instruction is only 

sporadically provided and mostly done in the last academic year, the findings of the 

study could offer high school English teachers an outline of composition teaching, 

which enables them to teach more effectively and efficiently. Finally, in order to fulfill 

the requirements of the 108 Curriculum Guidelines, schools will provide students with 

elective courses. The results of the study can give the course-design researchers some 

guidelines for developing composition courses. We aim to make contributions to the 

improvement of current English writing instruction and make Taiwanese senior high 

school students better writers.  

 

 

                                                        
3
 The 108 Curriculum Guidelines are a new national curriculum policy applied to senior high schools 

since Academic Year 108. The English curriculum is designed with the following goals: to encourage 

students’ independent learning of English, to develop students’ four English skills, and to involve 

students in different English tasks. In order to make students approach the goal, there is a need for high 

school teachers to provide various English courses of different language skills.        
4 For the writing section of English textbooks, more will be elaborated in Chapter 2. 
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Organization of the Dissertation 

 

 The structure of the dissertation is as follows: In Chapter 2, five major topics are 

included in the literature review. First, the nature of writing is briefly introduced in 

general since knowing why to write and how to write is crucial for writers. The 

second part discusses the important linguistic characteristics of good-quality writing 

work. It first aims at unity and coherence, and then focus on vocabulary and grammar 

in writing. Next, the L2 writing assessment is discussed in terms of the notions of 

indirect and direct writing tests in section three. GSAT and DRT, the high-stakes 

direct writing examinations in Taiwan, are introduced as well. The role of the 

component of grammar in writing assessment is also evaluated. The fourth section 

presents approaches to L2 writing instruction, showing what writing teachers do in 

class to help students write well. In addition, the importance of grammar in EFL 

writing is examined. In the fifth part, current writing instruction in Taiwan is 

examined.  

The study methodology is portrayed in Chapter 3. It includes two parts: data 

collection and the process of data analysis. The section on data collection brings out 

how sample articles were collected and then introduces the writing tasks used in the 

samples. Following this, the process of analysis including analysis framework and the 

explanation of the sentence type analysis is explained.  

 Chapter 4 presents the results and discussion of the sample analysis. It first 

reports the quantitative analysis of the five sentence types in the advanced writers’ 

compositions, including the frequencies of each type and the frequencies of their 

subcategories. Next, the qualitative analysis is carried out. It describes the 

characteristics of the sentence structures used by the advanced writers: how the 

writers use the five types of sentences, including correct and incorrect sentences 
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related to sentence structures. The last part brings out some pedagogical implications 

according to the findings of the present study. 

 Chapter 5 concludes the study by summarizing the research findings in relation 

to the two research questions. Some pedagogical suggestions for connecting grammar 

and essay writing instructions are made as a contribution to EFL writing in Taiwanese 

high school. Next, the limitations of the study are discussed. The last part 

recommends directions for further research, in hopes of helping student writers to 

learn more about writing correctly.  
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CHAPTER 2 

LITERATURE REVIEW 

 

 This study will examine the sentence types in advanced writers’ compositions 

and how they affect the quality of writing. Five major topics are included in the 

literature review.  

To begin with, the nature of writing will be briefly introduced in general since 

there is an essential need for writers to know why they write and how they write. In 

order to write well, learners also need to know important characteristics of a 

good-quality writing work, which will be discussed in the second part. It will first aim 

at unity and coherence, and then focus on vocabulary and grammar in writing. Next, 

we would like to have a look at how students’ writing is evaluated. The L2 writing 

assessment will be discussed in terms of the notions of indirect and direct writing tests 

in section three. A high-stakes direct writing examination in Taiwan, the JECC, will 

be introduced in this section as well. Meanwhile, the role of the grammar component 

in the writing section will be highlighted. The fourth section will present approaches 

to L2 (second language) writing instruction, showing what writing teachers do in class 

to help students write well. In addition, the importance of grammar in EFL writing 

instruction will be discussed. The fifth part reviews current writing instruction in 

Taiwan. It includes the approach adopted in classrooms, the textbook writing 

presentation, and implications of how to improve teaching of writing on teaching site. 

All these elements would build the foundation for the theoretical framework of the 

current research. 
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The Nature of Writing  

 

 Writing to communicate is one of the most essential purposes of writing. The 

social nature of writing expects that writers and readers can interact with each other 

through written context (Fishman, Lunsford & McGregor, 2005). Different from the 

speaker who has an immediate and intimate feedback loop, while writing, the writer 

has more considerations. The writer must first anticipate feedback from the absent 

reader. It will determine his or her rhetorical choices because different social groups 

may construct meaning differently (Bruffee, 1986; Reid, 1993). In order to more 

precisely guide readers, the writer has to make the information more structurally 

extended and thus construct appropriate coherent discourse (Kaplan, 1987).  

Since the writer’s idea development results in a piece of written text, the writing 

process has become crucial and requires some essential stages (Murray, 1980; 

Shaughnessy, 1977). In the process of writing, planning and composing are two 

essential stages. Planning, which includes gathering and organizing information, goes 

first in the writing process. It is a complex information-transfer action. As Emig (1971) 

pointed out, writing is nonlinear and involves continual attempts to accurately express 

writers’ thoughts (Emig, 1971). To hope to give the intended audience more 

comprehensive messages, writers need to weigh pieces of information and juxtapose 

them with various rhetorical options and constraints (Bereiter and Scardamalia, 1987).   

Composing, which requires writers’ cognitive load and language proficiency, is 

also crucial in the writing process (Friedlander, 1990; Reid, 1993). It refers to 

combining structural sentence units into a larger unified, cohesive and coherent 

discourse. During this stage, writers go through repeated drafting, revising, and finally 

editing. Composing allows a piece of writing to convey surface discourse that belies 

an underlying organized logic which is greater than the sum of meanings in individual 
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sentences (Grabe and Kaplan, 1996). In order to reach the goal, writers’ linguistic 

knowledge—vocabulary and grammar—are required. The lexicon provides the basic 

meaning, and the syntax component represents propositions in text construction. The 

syntax component involves the ordering of the words and phrases within the sentence, 

types of clause constructions, and ways of clausal combinations (Grabe and Kaplan, 

1996; McCarthy, 1991).  

In conclusion, to convey clear meanings to readers, writers need to know how to 

plan and compose a piece of writing work. It is also indispensable for them to have 

the grammar competence to combine structural sentences into a cohesive and coherent 

written text. Only through mastery of this process, can writers produce high quality 

work. The next section of this literature review will first point out the writing 

components and then discuss the qualities of good writing.  

 

The Qualities of Good Writing 

 

In general, in a written text, lexicon and syntax are basic concrete linguistic 

forms while unity and coherence are on an abstract textual level. Unity and coherence 

of discourse are the result of the writer’s lexical choice and syntactic construction. A 

well-formed written text should include the writer’s good control of vocabulary, 

grammar, unity, and coherence, which is achieved by the first two linguistic forms. All 

these must be learned, practiced and transmitted in writing classrooms (Grabe and 

Kaplan, 1996; Johns, 1986). Since writing teachers have an obligation to teach them 

comprehensively, the following will examine the quality of good writing in details.  
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Unity and Coherence in Writing 

 

Unity is the textual quality of oneness, a single thought, in a paragraph or an 

essay (Nordquist, 2016). When all the words and sentences are related to a single 

point, a united essay is constructed. During the process of idea development, writers 

present the theme in a topic sentence, followed by supporting sentences. They provide 

a number of details to explain the main idea. The theme-rheme/topic-comment 

structure makes all information centered and brings topic continuity in a text (Givon, 

1993). Furthermore, the thesis statement in the topic sentence is paraphrased again in 

one or two concluding sentences at the end of the text. In that way, readers can easily 

connect messages, unify texts, and have a clear idea of what is proposed by writers 

(Grabe and Kaplan, 1996; Widdowson, 1978). Hence, the quality of unity has been 

accepted as an indispensable component in writing.  

Another writing quality at the text level is coherence, the logical connection or 

consistency of a text. To be more specific, coherence is defined as an effect of a set of 

relevant propositions which relate to each other in the structuring of a text (Mann and 

Thompson, 1988). Because these propositions share the same discourse theme, the 

information structure in the text may guide readers to construct the preferred 

interpretation intended by the writer (Grabe and Kaplan, 1996). In that case, 

coherence is a semantic property of discourse and reader-based, resulting in the 

readers’ interpretation of each individual sentence and of the whole text (Davies, 

2000).  

On the sentence level, coherence is directly reflected by cohesion, which is 

responsible for the construction of a unified and complete message through the 

sentences in the discourse (Halliday & Matthiessen, 2004). That is, cohesion is the 

sentence level element of writing that signals the relationship between sentences and 
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clauses, and binds a text through shared meaning or intent (Grabe and Kaplan, 1996). 

Cohesive devices include reference, substitution, ellipsis, conjunction, and lexical 

relationships of repetition, inclusion, synonym/antonym, and collocation (Halliday 

and Hasan, 1976, 1989; Hoey, 1991). These cohesive resources uphold a network 

logically presenting the textual information in a discourse (Grabe and Kaplan, 1996).  

The following text segment illustrates some cohesive devices.  

 

Barber (Samuel) managed to reverse the process; his last movement, a driving  

moto perpetuo, fully realizes the traditional function of a concerto as a  

showpiece. It seethes and stomps with unrelenting fury, and it ends in a  

satisfying climax.  

(Goldberg 1985: IV.1) 

 

In the text, the use of his and it is pronominal cohesion across clauses. The 

conjunction and is also used to combine sentences. Two forms of lexical cohesion, 

inclusion and collocation, also occur in the text. The three words Barber, concerto, 

and movement show inclusive relations: concertos are one music form composed by 

Barber; and movements are a basic part of concertos. Lexical collocation is also found: 

process collocates with actions of driving, moto perpetuo, seethes, stomps  ̧

unrelenting fury, and ends. These operations provide means to link the surface 

structure and facilitate the flow of information. Thus, the category types of cohesion 

have become common teaching subjects in writing classes.  

The flow of information, as noted, is therefore reliant on cohesion of sentences in 

a text working toward the logical coherence of a unit of writing. It brings unity to the 

discourse and makes the text more readable. From these perspectives, appropriate 

lexical choice, syntactic construction, and the combination of them contribute to the 

unity and coherence of discourse.   
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Vocabulary and Grammar in Writing 

 

Since unity and coherence are essential in good writing, linguistic forms, through 

which unity and coherence are established, play an important role in writing quality. 

Researchers and educators claim that acquiring proficiency in writing requires 

knowledge of lexis and grammar structure (Cope and Kalantzis, 2000). Celce-Murcia 

(1991) also emphasized the importance of language proficiency in L2 writing: L2 

writers are ultimately evaluated on the basis of their control of language in text 

construction. This section will review what researchers have found about the relation 

between vocabulary usage, sentence structure, and writing quality.  

Vocabulary in Writing 

One essential linguistic feature in writing is writers’ lexical use. Researchers 

often claim that there is a positive relationship between lexical diversity/variation, the 

holistic quality of written discourses, and language proficiency (Cope & Kalantzism,  

2012; Coxhead, 2000; Nation, 2008; Yu, 2010). Vocabulary not only provides the 

meaning of syntactic structures but also broadly signals pragmatic interpretations and 

unifies discourse (Grabe and Kaplan, 1996; Schmitt, 2000). First, it contributes to 

establishing text cohesion. Halliday and Hasan (1976) stated that a considerable 

aspect of text cohesion comes from lexis, which is called “lexical cohesion.” It is a 

spider-like web of semantic relationships between the words used in the text. For 

example, in order to avoid repetition, language users may use synonyms, antonyms or 

hyponyms to substitute key words for others. Take the following sentences as an 

example.  

 

 Landlords usually require a renter to sign a very complicated contract called a 

lease. It stipulates the length of time the person must stay in the apartment and the 
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amount of the rent he or she must pay.  

(Arnaudet & Barrett,1990, p.34)   

Here the applications of the proform, it, and the content word, contract, a hyponym of 

lease, avoid the continuous repetition of lease, which is considered inelegant in 

language usage. Meanwhile, this further improves the naturalness of the text. 

Moreover, the way vocabulary is used can facilitate the maintenance and 

manipulation of meaning in forms of topic control (Schmitt,2000). This results in 

“lexical chains,” which are threads of lexis enabling people to maintain a topic in 

discourse (McCarthy, 1990).  

In addition to the cohesive effects of vocabulary in discourse, vocabulary can be 

manipulated to create a stylistic effect or tone change (Schmitt, 2000). For example, 

using words with strong connotations is one way to create certain moods in text. A 

sentence with the verb complain may elicit a more negative feeling in readers. The 

sentence ‘The residents complained about the situation’ expresses the residents’ 

dissatisfaction. However, if the verb is replaced with explain, readers may interpret 

the subject’s neutrality—they merely tried to make the situation clear or easy to 

understand by giving information about it. By using words accurately, writers can 

more easily bring to readers an appropriate atmosphere, without redundant sentence 

descriptions. The evidence all shows that vocabulary is the dominant element of 

discourse (Schmitt, 2000). 

Writers’ lexical variety also contributes to good writing quality, it thus becomes a 

determining factor in achieving higher grades. Engber (1995) once compared 

measures of lexical richness with teachers’ ratings of composition quality. He 

concluded that the number of content word lemmas was closely related to the grade. 

Llach (2007) found that lexical richness was considered a writing quality predictor 

and assessment criterion of written compositions. He further pointed out that the 
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presence of spelling errors did not play a critical role in the quality of the composition. 

It is suggested that students should take risks using partly known words and make 

creative use of vocabulary. Similarly, in Grobe’s study (1981), what teachers 

perceived as good narrative writing is closely associated with vocabulary diversity. 

This suggests that schools should concentrate on improving students’ use of 

productive vocabulary in producing language forms to convey meaning (Corson, 1995; 

Harley and King, 1989; Meara, 1990). 

Grammar in Writing 

As Bardovi-Harlig (1987) mentioned, a well-formed coherent text is not just a 

series of grammatical sentences: the sentences must interlock, with each building on 

the preceding ones and, at the same time, advancing discourse. Therefore, how 

sentences fit together to form a whole, undoubtedly, becomes crucial in writing.  

The sentence construction itself is a matter of information arrangement within a 

sentence or across sentences. Knowing how to construct sentences requires the ability 

to sort out different kinds of information (Givon, 1993). One consideration in 

sentence arranging is the relationship between given or previously known information 

and new information (Grabe and Kaplan, 1996). Given/previously known information 

is the information that is assumed to be known to the addressee. It might be common 

knowledge, the extralinguistic context, or previously established context (Crystal, 

1985). On the other hand, when one piece of information hasn’t been addressed 

before, its status is new and is called new information. Generally speaking, the 

organization of given information before new makes texts more readable. The 

following example demonstrates how the information status affects the structure 

sequence.   

 

Most people realize that wolves have to kill deer, moose, caribou, elk and other 
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large animals to survive. The predators live in family groups called packs, 

usually containing 6-12 members, and it takes a lot of meat to feed them….  

(Grabe and Kaplan 1996: 50) 

 

In the first sentence, an indefinite general noun phrase, most people, is put in the 

beginning, indicating that new information is going to follow. Meanwhile, wolves, is   

placed at the beginning of the embedded noun clause as the subject. Once wolves is 

introduced, it is considered given information. In the second sentence, the subject   

predators refers back to wolves as a piece of given information. The term packs then 

is introduced as new information. In that way, readers can easily interpret packs and 

learn how wolves survive in the wild. The example shows that placing information in 

the right order helps information comprehension.  

The weighing of the information also determines sentence structure. Weighed 

information is termed foreground information, which usually represents major ideas.  

Because of its importance, the structure is bigger in size. On the contrary, background 

information relates fewer important messages and is thus assigned smaller structure 

(Celce-Murcia and Larsen-Freeman, 1999; Sinclair et al., 1990; Yu, 2001). 

From these points of views, the way writers construct sentences is decided by the 

status of information. Writers might use different sentence types to show their own 

priority of information. In addition to simple sentences, which can stand alone by 

themselves, writers need to appropriately combine sentences to sort out different 

kinds of information (Givon, 1993). Sometimes missing or misleading sentence 

connections might lead to coherence breaks, the lack of the thread of the argument, 

and cause cohesion problems (Liu & Branie, 2005). A writer’s ability in combining 

sentences, therefore, is crucial for a reader’s understanding.  

In a written text, layers of information need to be organized and integrated in a 

logical way for readers to follow the development of ideas, and the employment of 
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sentence combining contributes to this development. A simple definition of 

sentence-combining is a range of practical techniques for joining together simple 

sentences or embedding clauses. This joins related sentences into a longer sentence. 

The structure of sentences hence becomes expanded but more coherent within a unit 

(Andrew et al. 2006; Grabe, 1996).  

Researchers have conducted studies to explore the effect of sentence-combining 

skills on writing quality. For example, O’Hare (1973) pointed out that subjects who 

were taught a range of sentence combining techniques performed better than those   

without sentence combining practice in narrative and descriptive composition. In 

addition, Saddler and Graham (2005) further indicated that sentence-combining 

instruction could improve basic writing skills, and thus had a crucial influence on 

improving writing quality, not only in the first draft but also in subsequent revisions. 

Myhill (2008) reported that most good writers use connectors appropriately to 

combine sentences, such as compound and complex ones. Moreover, in the studies of 

writing assessment, evidence has shown that good control over the sentence structures 

indeed guarantees higher writing scores (Grobe, 1981). Similar results were also 

found in Hunt and O’Donnell’s (1970), Combs’ (1977), and Hinkel’s (2003) studies: 

Sentence-combining practice improved not only accuracy but also writing quality. 

They believed that the combination work is important to achieve message integration, 

which results in sentence complexity, diversity, and eventually maturity in writing. 

Since the importance of sentence combining to good writing is recognized, 

categories of sentence patterns will be introduced as follows. Traditionally, three 

sentence patterns are defined: simple, compound, and complex sentences. In addition 

to the three types of sentence patterns, compound-complex sentences are another type 

of sentence patterns frequently used (Celce-Murcia and Larsen-Freeman, 1999; 

Master, 1996; Sinclair et al. 1990).   
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A simple sentence contains at least one subject and one verb. It is an independent 

clause because it is complete in itself and can stand alone. In English, there are five 

basic simple sentence patterns:  

Subject+verb 

Subject+verb+object 

Subject+verb+indirect object+direct object 

Subject+verb+subject predicate 

Subject+verb+object+object predicate 

Among them, the subject-verb relationship is the basic requirements. When the action 

of verb asks for the receiver, the object is needed. The direct object directly receives 

the action of verb. Indirect objects indicate the recipient or the beneficiary of an 

object rather than the receiver of the action. In some cases, the predicate, either an 

adjective or a noun, is placed at the end of the sentence to give more information 

about the subject or the object (Givon, 2001). Simple sentences are usually short, 

clear, and easy to understand (Master, 1996).  

On the other hand, sentences having more than one clause are called compound 

sentences, complex sentences, or compound-complex sentences. A compound 

sentence consists of two or more clauses, connected by a coordinating conjunction. In 

the mind of the writer, the information in each clause is understood to have equal 

weight and importance (Master, 1996). Table 2.1 summarizes frequently-used 

coordinating conjunctions and their meanings.  
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Table 2.1 

Coordinating Conjunctions and Their Meanings   

Coordinating conjunctions Meanings 

and plus 

but in contrast 

yet but at the same time 

so therefore 

for because 

or one or the other of two alternatives is true  

nor conjoins two negative sentences, both of which are 

true 

(Celce-Murcia and Larsen-Freeman, 1999, p.472)  

When two clauses within a sentence are not equal in weight and importance, it is 

called a complex sentence. The information in the subordinate clause is usually 

known to the reader already whereas the information in the main clause is relatively 

new (Master, 1996). Complex sentences include three types: noun-clause complex 

sentences, relative-clause sentences, and adverb-clause sentences. The first and 

second types have a dependent clause included with an independent clause. The 

dependent clause is either a noun clause or a relative clause. Noun clauses function as 

nouns, the subject or the object. They begin with the subordinating coordinators such 

as that, what, when, why, where, when, and how. Relative clauses are to give further 

information about someone or something in a sentence. Relative pronouns—mainly 

who, whom, whose, which, and that—are applied to combine clauses. They are the 

clause markers of relative clauses and can take the place of modifying a subject, an 

object, or even of an adjective. Because relative clauses have a similar function to 

adjectives, they are sometimes called adjective clauses (Sinclair et al. 1990). Adverb 

clauses contain a main clause associated with one or more subordinate clauses. In this 

case, subordinating conjunctions, such as because and when, are used to join clauses. 
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They are the clause markers of adverbial clauses. Adverbial clauses are employed to 

offer different circumstantial semantic relations which are needed for the main clauses 

(Matthiessen and Thompson, 1988; Quintero, 2002).  

The second type of complex sentence Table 2.2 summarizes patterns of complex 

sentences.  

Table 2.2 

Patterns of Complex Sentences: Types of Adverbial, Relative, and Noun clauses 

Functions Types of clauses Subordinating conjunctions 

Time clauses Adverbial when, before 

Conditional clauses Adverbial if, unless 

Purpose clauses Adverbial in order to, so that 

Reason clauses Adverbial because, since 

Result clauses Adverbial so that 

Concessive clauses Adverbial although, while 

Place clauses   Adverbial where, wherever 

Clauses of manner Adverbial as, like, the way 

Relative clauses Adjective who, whom, whose, which, that 

Noun clauses Noun who, why, what, where, how, when, 

whether, if, that  

(Sinclair, et al.,1990, p.343)  

Sentences containing two or more independent clauses and one or more 

dependent clauses are called compound-complex sentences. Writers may use both 

coordinating and subordinating conjunctions in one sentence to organize messages. 

The employment of the two constructions together integrates layers of information in 

a more complex way, but with richer meaning (Givon, 1993; Tyler, 1994). It is 

suggested that compound-complex sentences expand the sentence structures in a 

discourse and is one feature that characterizes advanced writing when they are 

composed skillfully (Greenbaum and Quirk, 1990; Hinkel, 2003).  

By using different techniques to combine sentences together, writers can show 
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their priority of information, making the ideas more interconnected and allowing texts 

to flow more smoothly. As writers’ control of sentence construction plays a significant 

role in writing quality, the present study will put focus on how high school English 

learners construct sentences and how they use cohesive devices, coordinating and 

subordinating conjunctions, to combine sentences.  

What’s more, marked sentences are another particular type of sentence worthy of 

exploring when it comes to sentence construction. Different from traditional sentence 

construction as discussed above, marked sentences are rarely seen and structurally, 

they are exceptions from typical sentences. They are functionally used to specify or 

thematize an event or action (Celce-Murcia and Larsen-Freeman, 1999). Appropriate 

employments of marked sentences make information delivered more effectively. 

However, because of their distinctiveness, they are learned on a case by case basis 

(Barvodi-Harlig, 1987).  

Among marked sentences, participials, clefts, inversions, exclamations, and the 

pattern “the more…, the more….” and “there be…” are found in high proportions in 

high school English textbooks in Taiwan (Chang and Li, 2007). Since the purpose of 

the study is to explore the sentence types of EFL high school students in Taiwan, we 

would like to know how they use these marked sentences. Table 2.3 summarizes the 

six types of marked sentences
5
.   

 

 

 

 

                                                        
5 The detailed discussion about linguistic forms of the six types of marked sentences would be given in 

Chapter 4.  
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Table 2.3 

Five Types of Marked Sentences   

Types  Example sentence Thematization part 

Participial Running for the train, John slipped 

on a banana skin and sprained his 

ankle. 

Running for the 

train… 

Cleft It was the train that John wanted to 

catch.  

…the train… 

Inversion On the ground was a banana skin.  On the ground… 

Exclamation What a bad day! …a bad day 

The more…, the more.. The more you pay, the more you’ll 

gain. 

The more you pay… 

There be… There is a book on the table. …on the table 

In the present study five sentence types in total will be examined: (1) simple 

sentences, (2) compound sentences, (3) complex sentences, (4) compound-complex 

sentences, and (5) marked sentences.  

 

L2 Writing Assessment 

 

The Shift from Indirect Writing Tests to Direct Writing Tests 

 

Indirect writing tests had once played a big part in L2 writing assessment. They 

had writers do multiple choice, sentence combining, or translation items testing 

writers’ knowledge of vocabulary and grammar. The ability to respond to such items 

had been considered related to the control of grammar in writing. Yet since writing not 

only requires grammar mastery and vocabulary use but also asks for coherence and 

unity, indirect writing tests began to be more closely scrutinized (Hughes, 1989).  

Obviously, the only solution was to implement direct writing tests, which asses 

test takers’ abilities to write representative tasks in restricted settings with limited time 
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and for specific purposes (Hughes, 1989). Meanwhile, different aspects of writing are 

evaluated through different writing tasks. That is, the elements of content in a writing 

task, including functions, types, lengths or addressees of texts, topics, and style, may 

vary with different assessments in different contexts. In 1986 the TOEFL program 

first introduced the Test of Written English (TWE) as a separately reported direct test 

of writing. From then on, direct writing tests took over from indirect ones 

(Hamp-Lyons, 1990; Hughes, 1989). 

 

Specifications in Direct Writing Tests 

 

Specifications in a direct writing test play a crucial role because they present the 

graders detailed criteria, levels of performance and scoring procedures to follow. 

Despite the fact that direct writing tests could straightforwardly assess writers’ writing 

performances, many educators have objected to it over the years because of the 

scoring procedure: human evaluators are used and the possibility of human error and 

subjectivity exists (Hughes, 1989). This shortcoming has caused test developers to 

make more efforts to work on criteria levels of performance. It addresses the required 

level(s) of performance for different degrees of success set by test developers (Hughes, 

1989). In order to achieve objectivity, lots of techniques are used at this stage of 

grading. Different from those of receptive skills, the description of the criteria level in 

a writing task is much more complex, for more aspects should be considered, such as 

purpose, and language. For example, instead of a simple statement like “mastery”, 

Educational Testing Service (ETS) specifies the following degree of writing skill in 

Score 5 on TOFEL iBT
6
:  

                                                        
6
 The specifications of Score 5 on TOEFL iBT actually examine writing skill through four aspects: 

“purpose” to the first specification, “appropriateness” to the second, “idea development” to the third, 

and “language” to the fourth.    
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˙effectively addresses the topic and task 

˙is well organized and well developed, using clearly appropriate explanations, 

exemplifications, and/or details 

˙displays unity, progression, and coherence 

˙displays consistent facility in the use of language, demonstrating syntactic variety, 

appropriate word choice, and idiomaticity, though it may have minor lexical or 

grammatical errors 

 

For scoring approaches, holistic scoring and analytic scoring are two methods  

that can be adopted. Holistic scoring means that the scorer assigns a single score to a 

piece of writing based on an overall impression; while analytic scoring requires a 

separate score for each of a number of aspects of a task and a final score, which is the 

combination of the separate scores. The following are the representatives of the two 

scoring methods. First, the writing tasks of TOEFL iBT are with holistic scoring: the 

scale ranges from the score of 0 (demonstrating incompetence in writing) to 5 

(demonstrating clear competence in writing on both the rhetorical and syntactic 

levels). The other is the ESL Composition Profile (Jacobs et al., 1981), the best 

well-known analytic scoring procedure for ESL writing. It uses a scale to judge five 

different traits, including content (30 points out of 100), organization (20), vocabulary 

(20), language use (25), and mechanics (5). With these features stated, the test graders 

may have specific directions and rubrics to follow while grading. 

 To sum up, the discussions above all showed the significance of grammar in 

writing assessment, either in indirect writing tests or direct writing tests. In indirect 

assessment, writers’ grammar skills were believed to reflect their writing ability. In 

direct assessment, in addition to content and organization, grammar is still a crucial 

criterion. For example, on TOEFL iBT writing tasks “syntactic competence” and in 

the ESL Composition Profile “language use”). The fact shows that grammar or 

syntactic performance play a crucial role in writing quality.  
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The Direct Writing Test in Taiwan: JCEE 

 

 This section will illustrate the writing tasks on the high-stake examinations, 

GSAT and DRT of Taiwanese JCEE. The writing assessments on GSAT and DRT of 

Taiwanese JCEE include two writing tasks: one is two translation items and the other 

is an essay writing task. The writing instructions are written in Chinese. The 

translation task is mainly to examine the test takers’ grammar and vocabulary. For the 

essay writing task, writers’ abilities of description, narration, and exposition are tested. 

Test takers may be asked to compose one or two-paragraphs of writing (about 120 

words), according to a photo(s), a series of pictures, or a prompt provided. In some 

cases, they may be given a more sophisticated writing task: they need to express their 

opinions or thoughts on a required topic relating to their daily life, such as a 

graduation ceremony or an unforgettable smell.  

The scoring approaches on GSAT and DRT are holistic scoring but with an 

analytic rubric: a scale with four levels to judge four different traits, including content, 

organization, grammar and syntactic structure, and the last, vocabulary and spelling. 

The full score of the writing task is twenty points: the points assigned to content is 5, 

organization 5, grammar and syntactic structure 5, and vocabulary and spelling 5 

(Appendix B). In this new version after Academic Year 107, the linguistic 

predictors—grammar, syntactic structure, vocabulary, and spelling—altogether weigh 

10 points (previously 8 points before Academic Year 107), which is fifty percent of 

the full score. It suggests that the skill of operating language forms is indispensible in 

writing.  
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L2 Writing Instruction 

 

Approaches to L2 Writing Instruction 

 

For at least the past 70 years, the development of writing skills, whether for 

learners of English as a first language (L1) or as a second language (L2), has been 

given great attention (Grabe and Kaplan, 1996). Consequently, approaches to ESL 

(English as a second language)/EFL (English as a foreign language) writing 

instruction have been extensively explored. Among them, four approaches are found 

to be the most influential: controlled composition, current-traditional rhetoric, the 

process approach, and English for academic purposes. 

In the history of ESL composition, the controlled writing approach first emerged 

in the 1930s. Before that, speech was considered the primary form of language. (Fries, 

1945; Reid, 1993). When writing started to receive attention, the controlled writing 

approach prevailed. Writing instruction was mainly about manipulating language 

structures, with the focus on sentence-level construction, such as substituting and 

completing (Pincas, 1962). That is, in such an approach, the written text is treated as   

a collection of sentence patterns and vocabulary items, without much concern for idea 

development (Silva, 1990).  

With the increasing awareness of writers’ needs to produce extended written 

discourse, in the mid-sixties, one approach called “current-traditional rhetoric” model 

emerged (Silva, 1990). It is a combination of native-speaker composition instruction 

and Kaplan’s theory of contrastive rhetoric, a method of organizing syntactic units 

into larger patterns (Kaplan, 1966). According to Silva (1990), the central concern of 

the approach is the logical construction of the paragraph and essay and arrangements 

of discourse forms. Elements of paragraphs, including topic sentences, support 
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sentences, concluding sentences, and transitions, are emphasized in writing classes. 

Further, organizational patterns, like exposition, narration, description, and 

argumentation, of an essay are introduced to writers. In class, students are asked to 

combine or arrange sentences into paragraphs. By imitating specific rhetorical 

patterns, assembling an outline, and writing compositions from that outline learners 

are able to produce connected discourse (Arapoff, 1969; Carr, 1967; Dehghanpisheh, 

1979). In this case, getting writers to become skilled at identifying, internalizing, and 

executing these patterns is always the teaching goal.  

However, in the 1970s, educators found that the language-based classroom did 

not improve students’ writing skill and argued that writing should not be a product, 

but needed to be seen as a process (Arapoff, 1969; Zamel, 1976). The phenomenon   

resulted from one trend of native English speaker (NES) composition: expressive 

writing (Elbow, 1991; Faigley, 1986). It adhered to the belief that student writers 

could discover ideas themselves through free-writing and brainstorming. In the 

classroom, there were no grammar evaluation, teacher-imposed topics and structures, 

critical comments, and even grades (Reid, 1993; Hennessy & Evans, 2005). 

Expressive writing itself is personal and emotional without regard to form or other 

writing conventions, such as spelling and punctuation. In a commitment to the NES 

expressive writing, Zamel (1980) contended that EFL/ESL writing should be taught 

through a process of discovery, which concentrates on the authenticity and creativity 

of personal writing. In general, the process approach has students explore a topic 

related to their daily lives through writing, share drafts with others like teachers or 

peers and get feedback from them, and use each draft as a starting point for the next. 

With others’ feedback, the writing quality could be strengthened through the 

continuous processes of revision—adding, deleting, modifying, and rearranging 

ideas—and edition—attending to vocabulary, sentence structure, grammar, and 
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mechanics (Hamp-Lyons, 1986). The process approach leads writing instruction 

towards a writer-centered approach with writers are engaged in the discovery and 

expression of meaning (White, 1987).  

 In the 1980s, the process writing approach was criticized in that it only focused 

on individual composing processes, while the need of academic purpose was 

overlooked (White, 1987; Horowitz, 1986a). In response to the issue, experts 

proposed content/discipline-based writing for students in English for Academic 

Purpose (EAP) who need to learn the specific subject matter in their major or required 

courses at a college level (Briton, Snow, and Wesche, 1989). This approach has 

students closely analyze a variety of academic discourse in English formats. 

Meanwhile, strategies required for academic purposes, like evaluation, screening, 

synthesis, and organization or presentation of relevant data are taught in class 

(Horowitz, 1986b; Silva, 1990). Still, many writer-based activities such as revision 

and peer collaboration were implemented (Horowitz, 1986b). With these works, 

students could develop composition skills, and gain control of the language and 

rhetorical skills they need in their academic work (Reid, 1993). In short, writing for 

EAP orientation is the production of prose that will be acceptable at academic 

institutions and is one way of integrating into the academic setting. 

 The four approaches all present their own philosophy of writing from different 

points of view. To sum up, control writing and current-traditional rhetoric are 

form-oriented; while the writing process approach emphasizes a more personal 

experience in generating a composition, and EPA is content/discipline-oriented.  

 

The Importance of Grammar in EFL Writing Instruction 

 

 Student writing by nonnative speakers of English are often found containing 
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unusual and puzzling language structures, and a wide range of rhetorical needs is 

strongly expected (Reid, 1998). Different from ESL learners, who acquire English 

principally through ears, EFL learners learn English principally through eyes: they 

study vocabulary, verb forms, and language rules with methodologies that focus on 

rule learning in foreign language classes. Their reading skills are often substantial, but, 

because of lack of authentic experience, their listening and oral skills are somehow 

hampered. EFL learners’ writing skills are also unskillful or even limited because their 

prior English education has not offered sufficient opportunities for composing writing 

works (Leki, 1992; Reid, 1998; Satrinai and Emilia, 2012). The difficulties of EFL 

contexts remind the researchers and educators to lay out some guidelines for writing 

instruction, and the inclusion of grammar in composition classes is potentially 

suggested (Byrd, 1998; Johns, Myhill, and Watson, 2013; Muncie, 2002; Reid, 1998). 

 In EFL contexts, since the exposure to English is often confined to classroom 

instruction of limited hours per week, there is a pressing need for writing instruction 

to incorporate grammar practice. Writers’ grammatical resources allow them to build a 

syntactic repertoire with which to produce more sophisticated academic texts. From 

the perspective, the importance of grammar in EFL writing cannot be neglected. As 

Ellis (1990) pointed out, explicit grammar teaching enables learners to notice 

linguistic features in the input they receive, and the features can then become part of 

their acquired knowledge. Meanwhile, grammar instruction is beneficial in helping 

learners notice specific features of texts, and the ability will also be of help when it 

comes to the process of editing work (Fotos, 1993; Fotos and Nassaji, 2011). In 

addition, Polio, Fleck, and Leder (1998) also pointed out that, with suitable timing of 

grammar instruction, writers could improve their editing and linguistic accuracy to 

some extent. Similarly, Johns, Myhill, and Watson (2013) showed a significant 

positive impact on writing outcomes when the grammar input is intrinsically linked to 
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the demands of the writing being taught. Tribble (1996) also stressed that knowledge 

of the language system is essential in producing a successful writing. All above 

showed the great benefits of a grammar component in EFLwriting. Moreover, the 

emphasis of grammar in writing further suggests identifying the grammar 

constructions that may create an overall impression of good writing quality. 

 After examining writing in various aspects, the last part of the literature review 

will center on the current writing instruction in Taiwan. The issues of how the 

teaching of writing is practiced in Taiwan, and what the role of grammar is in writing 

will be highlighted.  

 

Current Writing Instruction in Taiwan 

 

For decades, the traditional grammar translation approach has always been the 

leading method used in general English classes in high school (Chang and Li, 2007; 

Hedgcock and Dana, 2013). The phenomenon results from the fact that both 

Comprehensive Assessment Program and College Entrance Exams give more 

attention to reading skills by testing grammar and vocabulary with multiple choice 

items. Under these circumstances, mastery in English grammar and vocabulary 

memorization are considered the keys to getting high grades. As a result, high school 

English teachers usually spend most of their class time teaching students vocabulary, 

syntactic structures and grammatical forms (Chang and Li, 2007; Katchen, 2002). 

Although the skill of writing is tested in College Entrance Exams, the percentage is 

too small to warrant teachers and students putting emphasis on it—only 28 out of 100 

points, including tasks of sentence translation and paragraph writing. Due to the 

limited hours, English writing instruction is mostly combined with other skills, 

usually being taken care of negligently or pushed aside (Chang, 2007; Chang, 2006). 
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Textbook writing presentation would further demonstrate the fact.  

The role of textbooks is one influential feature since they are the primary source 

of input and may cause learner’s erroneous use of English (James, 1998; Krashen and 

Terrell, 1983). However, in Taiwan, the writing section in high school English 

textbooks only accounts for a small part of students’ education. Take one of the most 

widespread versions in senior high school in Taiwan, Textbook Version (A), as the 

example. In the 2018 edition, the writing section in each unit is called “Writing 

Hands-on,” with only 2 to 4 pages at the end of each unit. The section in Book One 

and Book Two, which are used in the first year of senior high school, first teaches 

mechanics and then grammar or syntactic structure in writing. For instance, in Book 

One, “Writing Hands-on” introduces three basic sentence patterns: simple, compound, 

and complex sentences. In addition, topics of subject-verb agreement, using modifiers, 

and punctuations are also discussed in the book. Book Two talks about 

conjunctions—coordinators and subordinators. Other issues, such as fragment 

avoidance, shifts in person, comma splices, run-on sentences, and proper transitional 

expressions, are next brought up. Some of them are basic linguistic forms and the 

others are common errors found in students’ writing. Obviously, the approach adopted 

in high schools is mainly form-oriented. The format of a paragraph is introduced at 

the beginning of Book Three. Then different types of genera, such as narration, 

descriptions, letter writing format, comparison and contrast, and cause and effect, are 

demonstrated one by one in units from Book Three to Book Six. Basically, they are 

controlled or guided writing and rhetoric oriented. 

 In the last academic year, high school students started to write compositions 

formally. In general, writing in Taiwanese high school is display writing (Yang, 2008). 

That is, students write to demonstrate their English ability, such as the control of 

sentence patterns, vocabulary, and rhetoric. Normally they are given thirty to forty 
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minutes to do the tasks with prompts. This usually allows them no time to make a 

draft and revise, and therefore is not really authentic writing (Chen, 1999). In order to 

have students complete the tasks under the pressure of time, teachers have no choice 

but continually to teach formulaic sentence patterns to high school writers and to 

encourage them to use such while writing. Sentences like Speaking of…, I am of the 

opinion that…, and There is nothing better than … are given to students to memorize. 

Other writing strategies such as transition words like first, finally, and as a results and 

basic paragraph development—introduction, conclusion and the topic 

sentence—might be briefly reminded for student writers (Yang, 2008). All these show 

that high school English writing instruction is deeply influenced by form-focused 

approaches. Linguistic aspects such as grammar, vocabulary, and even formulaic 

sentence patterns are the teaching foci to prepare students for writing tests. Obviously 

students are insufficiently trained in writing skills in Taiwanese high school. 

All these writing practices show that the teaching of English writing is not paid 

due attention in Taiwan. Apparently, sentence structures and vocabulary have always 

been the focus in English classes in high school. Since grammar component is 

strongly required in EFL writing, how the use of language forms is applied to improve 

writing is crucial. Among the language forms, syntactic structures are highly 

emphasized by teachers and continually practiced by students on the high-school 

teaching site. In this case, it is worth investigating how high school students construct 

sentences in essay writing. This study hence will examine the advanced writers’ 

sentence construction on direct writing tests on GSAT and DRT, the College Entrance 

Exams.   
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CHAPTER 3 

METHODOLOGY 

 

This study explores the features of the advanced writers’ sentence uses 

employing both quantitative and qualitative approaches. To be specific, the sentence 

types they used were investigated. Quantitatively, the frequency of each type was 

examined, while, qualitatively, the features of each sentence type and the incorrect 

sentences among them were explored. To this end, this study contained two major 

stages. The first stage focused on the collection of writers’ compositions and the 

second stage did a detailed text analysis. This chapter, thus, included two parts: data 

collection and the process of data analysis. Data collection first brought out how 

sample articles were collected and then introduced the writing tasks used in the 

samples. The second part was the process of analysis including analysis framework 

and the explanation of the sentence type analysis.  

 

Data Collection 

 

To instruct high school writers about linguistic features that help to guarantee 

high quality writing, the study examines sentence types from outstanding writing 

samples. The following section explains in detail what the data in the present study 

were and how they were collected.  

   

The Data 

 

 The data of the present study were the writing samples of the advanced writers 

on GSATs and DRTs. To provide high school writers with good-quality articles to 
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follow, CEEC has released writing samples of the advanced writers on GSAT and 

DRT since 2009. Every year, there were at least 20 articles displayed by CEEC. The 

sample articles provided by CEEC were quite representative, since the writers were 

all high school students who took the test on JCEE. They were either in their third 

grade of high school (those who took GSAT, 85 test takers) or high school graduates 

(those who took DRT, 81 test takers), from Academic Years 101 to 106 (2012 to 2017). 

Totally, 166 samples with twelve different topics, addressing two types of tasks, were 

collected from the website of CEEC
7
 (See Appendix C and Appendix D). The 

samples include 85 compositions from GSATs, and 81 compositions from DRTs. The 

collection of the scanned samples was done with advance notice to CEEC; the 

scanned samples were then typed and saved as electronic files to be analyzed for the 

present study. According to CEEC, their writing scores of the writing task was above 

the average level of all the other test takers. With permission of the writers, their 

writing works were recommended as the model samples in each academic year. By 

the time they took JCEE, they had received formal high school English teaching. 

Therefore, their achievements on JCEE might reflect the teaching results of high 

school English. The writing tasks and the analysts of the present study are given in the 

next part. 

 

Writing Tasks 

 

 The writing tasks on GSATs and DRTs have different testing objectives. In 

general, the writing test on JCEE was to see whether test takers could use the 

vocabulary and sentence structures they had learned in high school to write a short 

composition according to the writing guidance. GSAT examined test takers’ general 

                                                        
7 The website of CEEC: http://www.ceec.edu.tw/ 
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scholastic ability and aimed to know whether they could apply the ability to the daily 

life circumstances. Writers’ logic, critical thinking skill, and creativity were the testing 

objectives. DRT, on the other hand, examined test takers’ academic abilities, which 

were to fulfill the requirement for college education. The requirements included being 

able to interpret, judge, infer, analyze, and express ideas. Hence, the writing tasks on 

GSATs and DRTs varied with their own testing objectives. These tasks are explicitly 

introduced in the next section. 

The writing tasks on GSATs  

 The writing tasks on GSATs are mostly narratives and descriptions. From 

Academic Years 101 to 106, two types of tasks were included: the comic-strip 

storytelling task and the writing prompt task. Three comic-strip storytelling tasks were 

given in Academic Years 102, 103 and 106. Writers were provided with three frames 

of chronological comic strips and required to imagine the fourth frame, thus showing 

their interpretation of the possible development or ending. By composing the story, 

writers’ recount and narrative abilities, such as clarity of description, use of details or 

examples, and coherency of writing were tested. The second type of task, the writing 

prompt task, was tested in Academic Years 101, 104 and 105. Given that GSATs 

mainly examined whether test takers would put their general scholastic ability into 

practice, all the topics of these tasks were related to the daily life and closely linked to 

students’ actual experience. The three writing prompt tasks were in the following. In 

Academic Year 101, the task was to write a personal letter giving advice to a friend. 

The task not only examined writers’ persuasive skills in giving advice but also gauged 

their familiarity with English letter forms. In this way, the writers’ recounting ability 

could be clearly discerned: They were also asked to retell the event for the purpose of 

informing. In Academic Year 104, two book titles were first given and test takers had 

to choose either one as a hypothetical reading assignment for their summer vacation. 
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Then they were asked to write two paragraphs by describing what content might be in 

the book, and stating their reasons for picking it. The writing task was to see whether 

or not writers could demonstrate their descriptive skills and their expository abilities 

in a deductive way. In Academic Year 105, the writing prompt was a two-paragraph 

expository writing task with the stated main idea: who should be responsible for doing 

the house cleaning. The task asked writers to present their own thoughts by offering 

supporting facts or personal experiences. These expositions were to clearly explain 

and analyze information by presenting an idea, relevant evidence, and appropriate 

discussion. With these tasks, writers’ logical thinking and ability to present ideas were 

examined.  

The writing tasks on DRTs  

 The writing tasks on DRTs focus more on exposition. From Academic Years 101 

to 106, they were all writing prompt tasks requiring explanations and arguments. All 

the tasks provided explicit guidance and required two-paragraph writing samples. 

Among them, a graph-explanation writing task was implemented in Academic Year 

103. It showed writers a graph, and required them to report or explain its content and 

then make a connection between the graph and themselves. The task mainly tested 

writers’ understanding of graph-reading and their writing skills of comparison and 

contrast. The task in Academic Year 102 also tested writers’ skills of comparison and 

contrast, which required some cognitive complexity (Reid, 1993). Two pictures were 

given to the test takers: one of an invisibility cloak and one of “smart” computer 

glasses. The writers were first asked to choose one and then to write down the reasons 

for their choice. Later, writers had to state the reasons for not choosing the other and 

to discuss problems that might be caused by this decision. In this sense, the writers’ 

cause-and-effect writing skill was tested as well. The tasks in Academic Years 

101,105, and 106 were also cause-and-effect oriented. In Academic Year 101, writers 
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were asked to write about the sport they played the most and its effect on their daily 

lives. Writers’ knowledge of procedure was also examined by describing how the 

sport was played. In Academic Year 105, the topic was from a news headline in 

Taiwan about garbage collectors having a master's degree in education. The writers 

first had to explain the cause of the phenomenon and then give their feedback. The 

task not only examined test takers’ writing skills but also required their observation of 

things happening in their real world environment. In Academic Year 106, the task got 

the writers to describe reasons for feeling lonely and one experience of getting rid of 

it. Similar to the task in Academic Year 101, the task in Academic Year 104 asked the 

test takers to demonstrate their knowledge of writing process-oriented essay—how the 

writers successfully learned something and their feedback. These tasks sometimes 

moved writers further from their own experience to more generalized events and 

objects outside their experience. Obviously, DRT writing tasks contained more 

complex forms and were consequently more difficult than GSAT ones.  

    

Analysts 

 

 The analysis of the sentence types in the compositions was conducted by three 

experienced teachers—the researcher herself, one English teacher, and one native 

speaker of American English. They had been teaching English of various levels for 

years. The researcher was a high school English teacher with 18 years of teaching 

experience and held a strong interest in teaching writing. The other English teacher 

had taught English at cram schools for ten years and held a Master's Degree in 

English Language and Literature. The native speaker had 12 years of English teaching 

experience at different levels—from kindergarten, elementary school, to high school. 

He taught English in a high school in northern Taiwan. To put it briefly, during the 
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process of analysis, the researcher and the English teacher worked together to do the 

quantitative analysis, while the researcher did the qualitative analysis, on 

characteristics of the five sentence types and incorrect sentences. The native speaker 

was for consultation and advice giving when grammatical errors or problems related 

to the linguistic features emerge. More details would be illustrated in the analysis 

section.  

 

Process of Data Analysis 

 

 This section contained two major parts: frameworks and analysis process. Both 

quantitative and qualitative approaches were used to analyze the samples of the 

advanced writers of JCEE for a detailed exploration of their sentence usages.  

 

Frameworks 

 

Sentence analysis was conducted to see the frequencies of each sentence type, 

the subclasses, and the features of each type in the texts. In terms of sentence types, 

the view of traditional English grammar was adopted. Traditional English grammar 

classified sentences into four categories: simple sentences, compound sentences, 

complex sentences, and compound-complex sentences (Celce-Murcia and 

Larsen-Freeman, 1999; Master 1996; Sinclair et al. 1990). Simple sentences referred 

to sentences containing at least one subject and one verb and could stand alone as an 

independent clause. The subject-verb relationship was the basic requirement in simple 

sentences. Objects and predicates were sometimes put into a sentence to give further 

information. Compound sentences were two independent sentences linked with 

coordinators such as but, and, or. Then, typical complex sentences contained a main 
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clause and one or more subordinate clauses. They were combined with subordinating 

conjunctions like because and if. The other type of complex sentences was one 

dependent clause accompanied by an independent clause, with relative pronouns 

applied. Compound-complex sentences referred to the sentences with at least two 

independent clauses and one or more dependent clauses attached to them.  

In addition to the four sentence types, marked sentences formed another type for 

investigation. As Bardovi-Harlig (1987) pointed out, marked sentences were the ones 

which were distinct and needed to be learned. Those marked sentences were found in 

high proportions in high school English textbooks in Taiwan (Chang and Li, 2007). 

The study would, thus, also examine writers’ use of the marked sentences in writing. 

The sentences were participles, clefts, inversions, exclamations, and the patterns of 

“The more…, the more….” and “There be….” In conclusion, in the present study five 

sentence types in total would be examined, and they would be summarized in the 

examples
8
 in Table 3.1.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                        
8 All the examples are adopted from The Grammar Book: An ESL/EFL Teacher’s Course.  

(Celce-Murcia & Larsen-Freeman, 1999). 
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Table 3.1  

Sentences Types Analyzed in the Study 

Sentence types Examples 

1 Simple sentence The building collapsed.  

2 Compound sentence He went to the party, but I stayed at home. 

3 Complex sentence Peggy frequently calls because she wants to stay in 

touch.  

4 Compound-complex 

sentence 

She believes the reports that the politician was lying 

about his involvement with space aliens during his first 

term of office, and I do, too.  

5 Marked sentence  

 5.1 Participial Torn and bent beyond recognition, my mother’s letter 

was delivered to me yesterday. 

           5.2        Cleft It is in the kitchen that I am able to study. 

  5.3 Inversion Never have I seen such a mess.  

  5.4 Exclamation What a good idea! 

  5.5 The more…, the 

more… 

The greater the pressure, the higher the temperature.  

 5.6 There be… There is a lot of noise here.  

To see the features of the sentence structures in the texts, each sentence type can 

be further subcategorized. In a simple sentence, the relationship between the subject 

and the predicate characterized its subclasses. The predicate is the part of a sentence 

that gives information about the subject. It contains at least one verb. The object, the 

subject predicate, and the object predicate might be given as well. Compound 

sentences are composed of two or more clauses with equal weight. They are linked by 

coordinators. Different from the compound sentences, the clauses in complex ones are 

not equally weighted. Meanwhile, it is the subordinator that determines the complex 



DOI:10.6814/DIS.NCCU.ENG.001.2019.A09 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

43 
 

sentences. For a compound-complex sentence, the writer, according to the contextual 

meaning and function, used at least one coordinator and subordinator. Take the 

sentence of compound-complex one in Table 3.1 as an example:  

 

She believes the reports that the politician was lying about his involvement with 

space aliens during his first term of office, and I do, too. 

(Celce-Murcia and Larsen-Freeman 1999, p.466) 

 

In this sentence, one coordinator and one subordinator that are used. First that is put 

after the object the reports in the first clause. It leads a noun clause to further explain 

what the reports are. Next a simple coordinator and is place subsequently to start 

another clause with the subject I. Here and conjoin the two constituents, placing them 

at syntactically equal levels and weights. Because the coordinators and subordinators 

may vary with different contexts, there are many possible combinations of 

conjunctions. Because of the data-driven feature, the subclass of compound-complex 

is with no exhausting list and will be carefully discussed in the qualitative study. The 

subclasses of the marked sentences are the six distinctive sentences discussed earlier. 

Table 3.2 summarizes all the subclasses of each sentence type, except for the one of 

compound-complex sentences. They are as follows:  
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Table 3.2  

The Subclasses of Each Sentence Type  

Sentence types Subclasses 

1 Simple sentence 
Subject + verb 

Subject + verb + object 

Subject + verb + indirect object + direct object 

Subject + verb + subject predicate 

Subject + verb + object + object predicate 

2 Compound sentence 

(with coordinators) 

and  

but 

yet 

so 

for 

or 

nor 

3 Complex sentence 

(with subordinators) 

when, before 

if, unless 

in order to, so that 

because, since 

so that 

although, while 

where, wherever 

as, like, the way 

who, whom, whose, which, and that
9
 

4 Compound-complex sentence  
 

5 Marked sentence 
Participial 

Cleft 

Inversion 

Exclamation 

The more…, the more… 

There be… 

 

 

                                                        
9 The type of subordinators are used either in noun clauses or relative clauses. The others are applied 

in adverbial clauses. More will be elaborated in Chapter 4.  
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Analysis Process 

 

 There were two stages in the analysis process; the first was the quantitative 

analysis, and the second was the qualitative one. The quantitative analysis was to 

count the frequency of the sentence types in the samples. The qualitative analysis was 

to examine the characteristics of each sentence type and the incorrect sentences 

related to the sentence structures. In the next section, more details about the two 

stages would be given.  

Quantitative analysis 

Quantitative analysis of the present study provided frequency data for the 

occurrence of each sentence type and its subclasses. Principles to the analysis applied 

are given below.   

1. Quotations form celebrities or proverbs standing alone as a sentence would not be 

analyzed since they were not written by the writers themselves. However, if the 

quotation or proverb was a part of the sentence, the sentence itself would still be 

analyzed. Take one sentence in Sample No.4 in the writing task of 104 GSAT as 

an example,    

(3.1) The world-known poet, Dante, once said, “Sail your own course and let 

    people talk.” (G104-4) 

In the case, the quotation, “Sail your own course and let people talk,” served as  

the function of the object and was a nominal sentence. The sentence was thus 

identified as a complex one.  

2. Marked sentences standing alone as independent sentences and combined with 

other sentence types were analyzed separately. For example, 

(3.2) All in all, though I live a different daily schedule from Americans due to 

    cultural gaps, dividing my time with wisdom and utilizing it with efficiency,  

    I’m convinced that I can enjoy a happy and substantial life. (D103-2) 
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In the example, the sentence was composed of an independent sentence, “I’m 

convinced…,” and two subordinate clauses—one concessive clause, “though I 

live…,” and one nominal clause, “…that I can enjoy….” Thus, it had the 

complex-sentence structure. However, one participle, “dividing my time with wisdom 

and utilizing it with efficiency,” was embedded in the sentence. Since the study was to 

examine how writers construct sentences, any mark sentences combined with other 

sentence types should be singled out particularly. Hence, Example (3.2) was identified 

as a complex sentence with one marked sentences. After the discussion of each 

sentence type, all the marked sentences either standing alone as an independent 

sentence or combined with other sentences would be counted together to get the total 

number. 

3.  Ungrammatical sentences would still be analyzed and categorized. The 

    ungrammatical sentences related to sentence structure would be discussed in the 

    last section of each sentence type. For instance,   

 (3.3) To me, leadership is far from a choice, it is a burden that I loathe. (G104-8) 

The sentence was a run-on sentence with comma splice. The writer incorrectly 

combined two independent clauses by a comma instead of using a conjunction. The 

sentence was still identified as a simple sentence, since its first clause was with the 

S+V+SP structure (i.e., To me, leadership is far from a choice…). After the 

completion of simple-sentence analysis, some representative incorrect sentences 

related to the sentence structure would be given and, if possible, be modified by the 

researcher.  

The researcher and the English teacher conducted the quantitative analysis of 

coding with the following procedures. Before the analysis, the two analysts would 

have some practice done to ensure the inter-coder reliability. First, the two analysts 

discussed the coding principles. Next, the two examined two complete writing 
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samples together in detail. After that, the two versions were brought together and 

checked to see if there were any disagreements. In that case, the disagreements were 

resolved through discussion. The implementation was to reach the agreement in 

placing each sentence in the right category and further putting them in one 

subcategory. After the training process, the two analysts worked independently to 

examine the 166 writing samples.  

The analysis was to count the frequency occurrence of each sentence type. First, 

the five sentence types and their subclasses in the samples would be identified. Next, 

the number of each sentence type and its subcategories in all the samples would be 

counted. Take the sentence below as an example, 

(3.4) As a whole, my use of time in a day is quite typical as an Asian senior high 

 school student. (D103-2)  

The sentence would be first identified as one simple sentence and then subcategorized 

into the subcategory of “subject+ verb+subject predicate.” Afterwards the 

frequencies of each sentence type and its subclasses would be calculated by the 

researcher. All the results would be tabulated. Also the portions of each sentence type 

and their subclasses would be clearly shown.   

Qualitative analysis  

The qualitative analysis was done by the researcher, including the investigation 

of the characteristics of each sentence type and the cases of the incorrect sentences. 

They would be discussed after the quantitative reports of each sentence type. The 

incorrect sentences included the types of incorrect sentences related to structure or 

conjunction use. Next, why they were identified as grammatically wrong and how 

these sentences could be taught better were discussed. Meanwhile, the researcher 

might discuss any interesting sentences related to grammar structure but not dealt with 
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in the framework
10

, such as compound sentences with more than one coordinator and 

complex sentences with more than one subordinator.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                                                        
10 They would be classified into the subcategory of “Others.” 
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CHAPTER 4 

RESULTS ANALYSIS AND DISCUSSION  

 

 This chapter reports two major results. First, the findings of the analysis are 

presented: (1) the quantitative analysis of the five sentence types in the advanced 

writers’ compositions, including the frequencies of each type and the frequencies of 

their subclasses, and (2) the qualitative analysis describing how the writers use the 

five types of sentences, including correct and incorrect sentences of the sentence 

structures. Secondly, the discussions of the frequently-used sentence types by the 

advanced writers are led to bring out some pedagogical implications.  

  

The Five Types of Sentence 

 

 The first section of the quantitative analysis exhibits the overall descriptive 

statistics of the writing samples. Next, the descriptive statistics of the five types of 

sentence and their subclasses are presented one after another to discern the frequency 

distribution of the sentences in the samples.  

 To start, an overall descriptive statistic of the writing samples was reported. A 

total of 166 composition samples were collected, including 85 from five GSATs and 

81 from five DRTs, from 2012 to 2017. The number of words in the corpus totaled 

54414 words. The compositions contained an average of 328.8 words and ranged in 

length from 203 to 556 words. The number of the sentences in the corpus totaled 3042, 

with an average of 18.5 sentences with a length ranging from 8 to 30 sentences in the 

samples.  

 Next, the five types were further calculated, including the number, the 

frequencies, and the rank of each type. The calculation showed that the complex 
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category had 1131 sentences, the simple category 937, compound-complex category 

432, compound category 363, and marked category 179. Strictly speaking, complex 

sentences were most-frequently used, while marked sentences were least-frequently 

used. As for the others, simple sentences were ranked second, compound-complex  

third, and compound fourth. Table 4.1 shows the results of the sentence type 

frequency analysis, including the raw number, percentage, and the rank.  

Table 4.1 

The Raw Number, Percentage, and the Rank of Sentence Type Frequency 

Sentence Types The raw number  Percentage Rank 

Complex 1131 37.18% 1 

Simple 937 30.80% 2 

Compound-complex 432 14.20% 3 

Compound 363 11.93% 4 

Marked 179 5.89% 5 

Total 3042 100%  

 Some interesting facts regarding sentence construction were found in the results 

of the sentence type frequency analysis. First, the advanced-writers’ preference for 

complex sentences (37.18%) revealed that they used a great number of subordinating 

conjunctions. They placed information with different weights within a sentence and 

had various subordinating clauses to provide circumstantial semantic relations needed 

for the main clauses. Next, the high frequency of the simple sentences (ranked the 

second, 30.80%) showed that the writers did not always composed ideas with 

complicated sentence types but sometimes with simple ones. Third, despite the fact 

that marked sentences were commonly found in English textbooks of high schools 

(Chang & Li, 2006)
11

, the advanced writers do not use marked structures frequently in 

their writing. All the findings suggest more detailed discussions in the next section.     

                                                        
11 According to Chang & Li (2007), there were a large number of marked sentences in high school 

English textbooks, no matter in the section of Patterns in Use or in the reading articles of each unit. 

Meanwhile, the researcher of the present study has observed the high frequency of marked sentences 

presented in textbooks on the high-school teaching site. 
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The Subclasses in the Five Types of Sentence 

 

The subclasses in the five types of sentence were further calculated, including 

the number, the frequency, and the rank of each subcategory. The following parts first 

present the quantitative descriptive statistics of each subclass in the five types of 

sentence, and then give qualitative discussions, from the most frequent type to the 

least frequent one. Both correct and incorrect sentences produced by the student 

writers are analyzed to show how the learners apply the structures.  

The subclasses of complex sentences 

 Complex sentences are sentences with at least two clauses, one independent and 

one or more dependent clauses. The two clauses are combined by subordinating 

conjunctions. Complex sentences are sophisticated because different subordinating 

conjunctions have different functions, and they combine sentences in different ways 

(Matthiessen and Thompson, 1988; Quintero, 2002). There are three types of 

dependent clauses: adjective, noun, and adverb clauses. Table 4.2 shows the results of 

subclass frequency analysis in complex sentences, including the raw number, 

percentage, and the rank. 
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Table 4.2  

The Raw Number, Percentage, and the Rank of Frequency of the Subclasses in 

Complex Sentences   

Subclass Clause The raw number Percentage Rank 

Noun noun 375 33.16% 1 

Relative adjective 226 19.98% 2 

Time adverb 153 13.53% 3 

Reason adverb 115 10.17% 4 

Condition adverb 73 6.46% 5 

Concessive adverb 61 5.39% 6 

Manner adverb 26 2.30% 7 

Place adverb 21 1.86% 8 

Result adverb 19 1.68% 9 

Purpose adverb 10 0.88% 10 

Others  52 4.59%  

Total 1131 100%  

In the samples, the complex sentences with the three types of clauses were found: the 

adverbial clauses, the noun clauses, and the relative clauses. What’s more, the 

complex sentences with the marked sentences and with more than one subordinator 

were also seen. Among them, the top one complex sentences were those having the 

subordinations with adverbial clauses, about two-fifths out of the total (42.27%). 

Adverbial clauses serve as adverbs, telling when, why, where, how, to what degree, 

and other conditions. Different functions ask for different subordinating coordinators, 

ranging from time (i.e., when) to manner (i.e., as). Among the subclasses with 

adverbial clauses, the high achievers used much more time clauses (approximately 

one-third of the adverbial clauses) and reason clauses (approximately one-fourth of 

the adverbial clauses) than the others. Next, approximately one-third of the complex 

sentences were found with noun clauses (33.16%). Noun clauses function as the 

subject or the object. They can be used to name something when a single word or a 

noun phrase isn’t appropriate. Noun clauses commonly begin with the subordinating 
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coordinators such as how, that, what, when, why, where, and when. Another frequent 

type of complex sentences featured adjective clauses, one-fifth out of the total 

(19.98%). Adjective clauses serve the function of modification, allowing writers to 

further describe a noun. Adjective clauses always come after a noun and are also 

called relative clauses. Adjective clauses commonly begin with the relational 

pronouns of that, which, and who. As for the two additional structures (categorized 

into others), one was the complex sentences with the marked sentences (39 cases, 

3.36% in complex sentences)
12

, and the other was the complex sentences with more 

than one subordinator (13 cases, 1.23%). In complex structures with marked sentences, 

the following were found: participles 20 cases, inversions 4 cases, exclamations 1 

case, it-clefts 1 case, and the structure of there be... 13 cases.  

The high frequency of complex sentences (1131 cases), as shown in Table 4.2, 

suggested that high school students might benefit from the extensive teaching and 

drilling of language forms and were capable of using them while writing
13

.The 

noun-clause structure, the relative-clause structure, and the two frequent 

adverbial-clause structures are the sentence patterns compiled into the textbooks both 

in high schools. High school teachers frequently put great emphasis on the forms of 

the structures, and students are given extensive exercises to learn them. Take the 

noun-clause structure as an example. It is first taught to ninth graders of junior high 

schools in the section of Sentence Pattern, Unit3, Unit 5, and Unit 6, Book Five, 

Textbook Version (B)
14

. The forms introduced in Unit 3 are the embedded statements, 

while the forms introduced in Unit 5 and Unit 6 are the embedded questions (Unit 5 

for wh-question clauses and Unit 6 for whether/if clauses). In senior high school, the 

                                                        
12 The complex sentences with marked sentences were not to be discussed here. More would be 

discussed in the section of the analysis of the marked sentences.  
13

 In spite of the complexity, the writers still had good control of complex structures; they only made a 

few mistakes, which did not hinder communication. 
14 Textbook Version (B) was for the series of junior high textbooks published by Hanlin Publisher.  
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textbook still put emphasis on the structure forms. They are presented to students 

several times in the section Patterns in Use, through Book Three to Book Five, 

Textbook Version (A)
15

. For instance, whether/if clauses are introduced in Unit 2, 

Book Three, and in Unit 1, Book Four. The embedded statements are taught in Unit 

12, Book Three, and in U2, Book Four. The wh- embedded questions are taught in 

Unit 5, Book Five.  

As for expanding the complex sentences, applying the adverbial system, 

infinitives, and more than two subordinating conjunctions in one sentence were 

strategies the high achievers used. In the following parts, the top four frequently used 

complex subclasses will be analyzed by giving examples. The less-frequent 

adverbial-clause complex subclasses will be discussed as well altogether in one 

section. Meanwhile, the way high achievers expanded their complex sentences will 

also be presented.    

The adverbial-clause subclass. The mostly used complex sentence type was the 

adverbial-clause complex sentences. Adverbial clauses, employed to modify verb 

phrases or whole sentences, accounted for about two-fifths out of total (42.27%) of 

complex sentences. The most frequent among adverbial-clause structures was the 

structure of time-clause complex sentences (ranked the fourth in complex sentences). 

The subordinators used in the structure showed a chronological relationship. In the 

textbook, time clauses describe the order of the events: one event takes place at a 

different time or at the same time as another event. The writers wrote the time-clause 

complex sentences in one of two ways—either in front of the main clause or after the 

main clause. In most cases, however, it was found that the higher achievers preferred 

to place temporal clauses at the beginning of the sentences. Consider the following 

examples:       

                                                        
15 Textbook Version (A) was for the series of senior high textbooks published by Sanmin Publisher. 
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(4.1) One day, when I came up with an idea to go cycling, he shook his head  

with cheeks turning red. (D104-10) 

 (4.2) However, after we drove up to the highway, we were stuck in a traffic   

jam. (G106-13)  

In Examples (4.1) and (4.2), both the time clauses preceded the main clauses. They 

functioned as background, the old information, which established the background for 

the following main clauses. The second most frequent adverbial-clause structure was 

the structure of reason-clause complex sentences, ranking fourth in complex sentences. 

Similar to time-clause complex sentences, the reason clauses were put either at the 

beginning or at the end of the sentences. In the samples, it was found that reason 

clauses with since occurred mostly at the beginning of the whole sentence, while most 

of the reason clauses with because were placed in the end, as exemplified in the 

following:   

(4.3) Since we didn’t have the experience of holding this kind of activity, we 

 constantly asked workers in World Vision for help. (D104-11) 

(4.4) We are usually shooting the breeze with one another along our way to the 

 peak because weekly hiking activities are the perfect way to strengthen the  

bond between family members. (D101-12)  

In Example (4.3), the reason clause with since gives old information and functions as    

the background for the whole sentence. On the contrary, in Example (4.4), the reason 

clause with because shows new information to the readers. The way the advanced 

writers composed the adverbial complex sentences was worth learning: the sequence 

of clauses corresponds to their information status. In this way, the information was 

layered, which made the messages delivered more smoothly. Consequently, readers 

could interpret the text in a much easier way. In addition, the sentence-expanding 

strategies were another highlight of the writing samples: the adverbial system and 

infinitives were frequently found to give more information. For example: Example 

(4.1) had the prepositional noun, one day, and prepositional phrase, with cheeks 

turning red; Example (4.2) had the adverb, however, and prepositional phrase, in a 
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traffic jam. Moreover, in Example (4.1), one infinitive, to go cycling, was found. The 

strategies enabled the writers to give more details within a sentence, without having 

too many separate sentences with the same theme. At last, the high frequency of 

time-clause and reason-clause complex sentences revealed that the genre might exert 

an influence. As discussed earlier in Chapter 3, the writing tasks on GSATs are mostly 

narratives and descriptions and on DRTs mainly expositions, it was not surprising to 

see the two clauses were in larger number (i.e., time clauses for narratives and 

descriptions; reason clauses for expositions). To the point, student writers indeed need 

to have a good knowledge of constructing the two particular sentence structures.  

The complex sentences with adverbial clauses of condition, concession, manner, 

place, result, and purpose ranked from fifth to tenth. Compared to clauses of time and 

reason, they were only in the minority in complex sentences (a total of 19%). The 

frequency of the six sentence structures had sharply declined, ranging from 6.46% to 

0.88% among the complex sentences. Table 4.3 shows the subordinating conjunctions 

found in the six types of adverbial clauses in the samples.  

Table 4.3  

The Less-frequent Subordinating Conjunctions in the Samples  

Subclass Subordinating conjunctions       

Condition if  once  unless  in case  as if  as long as 

Purpose so that 

Result so…that  such…that   

Concessive although  while  even though  even if  in spite of the fact 

Place where 

Manner as  as the way  as if 

As shown in the table, the subordinators used in the subclasses were not only simple 

subordinators (e.g., if, although) but also complex subordinators
16

 (e.g., as long as, 

even if). The phenomenon suggested that the advanced writers were capable of using a 

                                                        
16 Complex subordinators are those with fixed lexicalized units.  
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wide range of subordinators, which might diversify the structures of sentences and 

further enrich the meaning of sentences. Take the following sentences as the 

examples:  

    (4.5) You can do it as long as you’ve gotten enough patience. (D104-5) 

Example (4.5) was the condition-clause complex sentences. The structure is used to 

express that the action in the main clause can only take place if a certain condition in 

the subordinating clause is fulfilled. Instead of using the simple subordinators, such as   

when or if, the writer had the complex subordinator as long as to explain the particular 

state. From the perspective, teachers could encourage student writers to choose from 

more alternative conjunctions to express a particular idea during the composing stage. 

More will be elaborated in the later section of teaching implications.  

 The noun-clause subclass. The second frequently-used complex sentence type 

was the noun-clause structure. Different from adverbial and adjective clauses, noun 

clauses fill the subject and object slots in a sentence. There are two types of noun 

clauses: embedded statements and embedded questions. Embedded statements are 

noun clauses derived from statements and always begin with the clause marker that; 

embedded questions are noun clauses derived from questions and mostly begin with a 

WH-question word, like what, when, and whether
17

. It is much easier to make an 

embedded statement than to make an embedded question. An independent sentence 

can be embedded in the main sentence simply by placing that at the beginning of it. 

On the contrary, an independent WH-question cannot be directly embedded into the 

main sentence. There are a few steps for transforming a WH-question into an 

embedding WH-question. To do it, writers must move the WH-question word to the 

front of the clause, change the other elements into a statement with an overt auxiliary 

verb if necessary, and, at last, embed the clause in the main sentence. Despite the 

                                                        
17 Whether can be substituted by if, a less formal use. 
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complexity of embedded questions, they still took up some parts in noun-clause 

complex sentences. The phenomenon showed that the advanced writers can handle the 

structure well.  

 In the samples, embedded statements accounted for 255 cases (68% in 

noun-clause subclass) and embedded questions 120 (32% in noun-clause subclass).  

As Master (1996) stated, embedded statements most commonly fill the object slot in a 

sentence. The results of the study echoed Master’s finding: in the samples, more 

embedded statements were found as the object slot than as the subject slot in the main 

sentences (71% for the object slot and 29% for the subject slot). For embedded 

statements as the object slots, it was found that, in most cases, the higher achievers 

made the main clause a positive statement and mainly had the information in the 

object slot state the main idea of the whole sentences. Consider the following 

examples:  

(4.6) Do you remember that you borrowed the latest video games from me last  

weekend? (G101-3)  

   (4.7) I even thought I was on the point of getting heatstroke. (G106-10)  

Examples (4.6) and (4.7) were two complex sentences with noun clauses being the 

objects. The noun clause marker that was retained in Example (4.6), while it was 

deleted in Example (4.7), between thought and I. Obviously, it is the embedded 

statement that gives the writers’ thoughts. Hence, the subject and verb in the main 

clause become less important. For instance, in Example (4.7), without the subject I, 

the adverb even, and the verb thought, the object slot I was on the point of getting 

heatstroke could represent a complete idea. In the cases, the advanced writers 

skillfully applied the noun clauses to expand sentences. Table 4.4 is a list of the verbs 

they used in the main clauses.  
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Table 4.4  

The Verbs Before Object-slot Embedded Statements  

think    know    realize    show    guess    mean    believe    say 

tell     seem    promise   find     notice    hope    wish      remember 

forget  expect   suggest   decide    learn    imagine  reckon    propose 

understand     state     perceive   find out   turn out  be convinced 

As shown on the list, despite the fact that the verbs had different meanings, they were 

mostly reporting verbs, such as think and state. They are used to report or refer to 

something.  

When using embedded statements as the subject of the main clause, surprisingly, 

the advanced writers mostly postponed them and added one pronoun it 

sentence-initially; no cases of placing the embedded statements at the beginning were 

found. Consider the following examples:  

(4.8) It’s also crystal clear that students in America spends more time sleeping 

than students in Asia. (D103-7)  

(4.9) It never came to the Wang family that their long-expecting trip will end up  

being cancelled due to such a fierce strike. (G106-12)  

(4.10) It is also said that Tetris is one of the most widely-played games, which  

means you can expand your relationship while playing it. (G101-6)  

In Examples (4.8) and (4.9), the writers did not place the long embedded statements at 

the beginning. Instead, they had the pronoun it in the beginning, and put the subject 

slots, that-clauses, at the end of the sentences. The strategy to put bigger-size structure   

at the end of a sentence is taught both in junior and senior high schools
18

. With the 

rhetoric skill, the written text becomes more fluent and more readable. Meanwhile, in 

Example (4.10), the sentence pattern, it is said/believed/reported+that…, is also 

found compiled into the senior-high Textbook Version (A), Book One, Unit 6. The 

sample sentences above showed that the advanced writers to some extent benefitted 

                                                        
18 The strategy of postponing long subject slots is taught in the eighth and ninth grade of junior high 

school: the section of Sentence Pattern, Unit 5 and Unit 6, Book Three; Unit 3, Book Five, Textbook 

Version (B). In senior high school, the strategy is introduced again in the eleventh grade: the section of 

Patterns in Use, Unit 4, Book Three, Textbook Version (A).  
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from the teaching of language forms and were able to apply the forms to essay 

writing.  

  As for embedded questions, more subject-slot embedded questions were found 

than object-slot ones (83% for the subject slot and 17% for the object slot). In most 

cases, the subject-slot embedded questions were quite short; they were shown in the 

following examples:       

(4.11) How I cope with the loneliness lies in the accompany of books. (D106-2) 

Example (4.11) was one complex sentence with embedded questions being the subject. 

It was found that the advanced writers wrote the subject-slots concisely: they were 

quite short, mostly only with wh-question words, subjects, and verbs. Even though 

sometimes adjectives and adverbials were found in the noun clause, the embedded 

questions remained simple. Flowery adjectives or adverbials were hardly seen in 

subject-slot embedded questions. The concise way of presenting the subject slot made 

the following main clause easy to access. This was another rhetorical strategy worthy 

of learning.    

 Different from short subject-slot embedded questions, the object-slot embedded 

questions were found long. The higher achievers used them either to provide detailed 

information or to convey important messages. Examples are shown below:   

(4.12) I just couldn’t understand why they couldn’t finish such an easy thing. 

 (D104-15)  

(4.13) The chart shows how high school students in America spend their days.  

 (D103-6)  

Examples (4.12) and (4.13) were typical complex sentences with the object-slot 

embedded questions. Because the objects themselves carried a lot of meaning, they 

were usually written in a certain length. Interestingly, the main clauses were shorter; 

in most cases, they were merely composed of subjects and verbs (e.g., The chart 

shows…above). The verbs that the advanced writers used before object-slot 
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embedded questions were similar to those in object-slot embedded statements. They 

were think, know, show, guess, tell, decide, learn, understand, and find.     

The examples of noun-clause complex sentences showed that the advanced 

writers put the smaller-size structure at the beginning of the sentences and put the 

bigger-size structure in the object slot. By doing so, the writer made it easier for the 

reader to process the information. It enabled readers to interpret the text more easily.  

 The relative-clause subclass. The third mostly used complex sentence type was 

the relative-clause structure. To make relative clauses, relative pronoun substitution is 

the first step; every relative-clause complex sentence starts with a relative pronoun. 

The structure is, foremost, one type of complex post-nominal adjectival modifier in 

English (Celce-Murcia & Larsen-Freeman, 1999). In the present study, the relative 

clauses were analyzes based on four basic types
19

:  

 SS Subject of the embedded sentence is identical to the subject of the main  

clause. 

 OS Subject of the embedded sentence is identical to the object of the main  

  clause. 

 SO Object of the embedded sentence is identical to the subject of the main  

  clause. 

 OO Object of the embedded sentence is identical to the object of the main  

  clause.  

(Celce-Murcia & Larsen-Freeman, 1999, p.577) 

According to Kuno (1974), OS and OO relative clause types would be easier to 

acquire than SS and SO types, since SS and SO types had the embedded relative 

clauses interrupt the sentence by coming directly after the subject of the main clause.  

Generally speaking, the writers were good at describing nouns by adding information 

in the four types of relative clauses following the nouns. The frequency percentages 

                                                        
19 If the main clause is with the structure of S+V+SP, they will be categorized into OS or OO 

structures: 

    OS  Mr. Thomas is a teacher who prepares his lessons. 

    OO  Latin is the subject that Mr. Thomas teaches.  

(Celce-Murica & Larsen-Freeman, 1999, p.579) 
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for the four types in the samples were as the following: 9% for SS, 52% for OS, 8% 

for SO, 31% for OO. Interestingly, the OS and OO types were much more frequent
20

. 

The result was similar to that of Stauble (1978). It examined the frequency of the four 

relative clause types in samples of native speaker discourse, and the finding was that 

OS and OO types are much more frequent. In both OS and OO cases, the relative 

clauses were added at the end of the main clause without interrupting the main clause 

structure. The way the advanced writers wrote the four types of relative clauses will 

be discussed in detail in the subsequent section, from the most frequent one to the 

least frequent one.  

 Among the four types, OS structure was ranked the first, more than the half of all.  

According to Stauble (1978), it was the easiest because, in addition to relative 

pronoun substitution, it required only one major morphological rule. To be specific, 

the writer should replace the subject in the adjective clause with a relative pronoun 

first, and place the clause after the object/predicate noun in the main sentence. In the 

samples, the relative clauses were found either to provide additional information, 

characterizing the object head nouns or to ground it in the main clauses. Consider the 

examples below:   

(4.14) We also wear a belt which shows our level in this spirit. (D101-5) 

(4.15) Speaking of time management of a day, I may create a diagram of my own  

  which is quite different to the one I analyzed above. (G103-7) 

Examples (4.14) and (4.15) were OS complex sentences with nonhuman relative 

pronouns. Because the object head nouns were definite and already grounded in the 

main clause, the relative clauses further describe and narrow down the scope of the 

head nouns. The finding was similar to those of Fox and Thompson’s (1990): When 

                                                        
20

 The result was similar to the finding in an earlier study; Stauble (1978) examined the frequency of 

the four relative clauses in samples of native speaker discourses, and it showed that the structures of 

OS and OO ranked the first and the second.  
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nonhuman head noun phrases functioned as objects, there was a strong tendency for 

them to occur with relativized subjects in relative clauses that characterized or 

described. However, the clauses are mainly for grounding function when the advanced 

writers wrote human relativized-subject relative clauses. In most cases, the main 

clauses were the S+V+SP structures, as exemplified in the following sentences:       

(4.16) Adam was a high school student who needed to commute to school every 

 day on the MRT train. (G1026-3) 

(4.17) You are the number 1000 person who enter our zoo today! (G106-9) 

Examples (4.16) and (4.17) were OS complex sentences with human head NPs. While 

the relative clause in Example (4.16) characterized (i.e., explanations) the human head 

noun phrase in the main clause, the relative clause in Example (4.17) served the 

function of grounding (i.e., new information) the head noun phrase. In both Examples 

(4.16) and (4.17), without the relative clause, the meaning of the main clause was not 

complete. The construction of the relative clause, in this case, became essential to the 

whole. In terms of rhetoric, it could be replaced by infinitives (e.g., You are the 

number 1000 to enter our zoo today.); the advanced writers were somehow capable of 

using different structures to modify or ground head nouns as well. This was another 

strategy to expand the sentences; meanwhile, from this perspective, they again 

diversified the sentence structures.  

 The second most frequent type of relative clauses was OO structure, almost 

one-third out of the total. When it comes to OO structure, it requires two obligatory 

rules: relative pronoun fronting and the morphological rule. Meanwhile, the relative 

pronoun can be deleted when it functions as the object of the relative clause. Through 

the samples, it was observed that relative pronouns were mostly deleted: in the 70 

case sentences of OO structure, 51 case sentences (73%) were found deleting the 
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relative pronouns in the structure
21

: 

 (4.18) This was not the optimistic, accommodating, enthusiastic Ken I’ve  

known for years! (G101-11) 

     (4.19) Do you remember the popular video games we played together last 

month? (G101-9) 

Example (4.18) was one OO complex sentence with human head NP, while Example  

(4.19) was one OO complex sentence with nonhuman head NP. Without affecting the  

grammaticality of the sentences, the writers applied relative-pronoun-deletion rule.  

Another interesting phenomenon was the application of what, which stands for the  

head noun and the relative pronoun. Consider the following example:   

(4.20) Don’t forget what you learned today. (G102-12) 

In Example (4.20), the writer had simply what to substitute the head noun phrase and 

the relative pronoun. The substitution made the sentence less redundant. The way the  

advanced writers wrote OO complex sentences clearly deserve to be followed as a  

model. 

    Compared to OS and OO structures, SS and SO structure were only the minority  

in relative clauses, each being less than one-tenth out of the total. This might derive  

from the structure complexity of SS and SO. Both the SS and SO structures require  

learners’ ability to embed the relative clause into the middle of the main clause.  

The difficulty might reduce the number of the complex attributive structures  

(Stauble, 1978). There were two findings in the two structures. First, similar to the  

deletion rule in OO structure, the writers deleted most of the relative pronouns in SO  

structure. Without the function words (i.e., who, which, or that), the sentences were  

more succinct, and the relative clauses would be closer to the head nouns in the main  

clauses. It thus enabled readers to retrieve the messages more easily and was a good  

rhetorical skill. Second, surprisingly, it was observed that the advanced writers used  

                                                        
21 However, retention of the relative pronoun is preferred in formal writing.  
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the relative pronoun that in a large number, no matter in SS or SO structures
22

:  

(4.21) Among those events, the one that shocked and influenced me most must  

be the trip we went on when I was ten years old. (D106-7) 

(4.22) Secondly, time that they spend on social activities and leisure activities  

account for a big part. (D103-4)   

Example (4.21) was one SS complex sentence, and Example (4.22) was one SO 

complex sentence. As Lapaire and Rotgé (1996) pointed out, that is “smooth and 

easy” while which is “slower and little rougher” in relative clauses. They also claimed 

that the relative clause is more tightly fastened to the head noun with that than with 

which. From this perspective, it showed that the advanced writers might prefer a 

tighter connection between the head nouns and the relative clauses. Therefore, relative 

clauses written by the advanced writers gave us some writing models to encode 

adjective modifiers that are less wordy than two independent clauses.  

    Others. At last, some writers even used more than one subordinator (either with   

embedded clauses or subordinating clauses). Among the 1131 complex sentences, 14 

cases have more than one subordinator. Two types of frequently-seen combinations 

would be briefly discussed. The first type was the SS structure complex sentences 

with one noun clause being the subject predicate (4 cases):    

(4.23) What’s more intriguing is that they apply themselves to social activities  

and recreation for at least three to four hours. (D103-7)  

(4.24) What distressed me more is that I find no one to confide to. 

(D106-4)  

Examples (4.23) and (4.24) were two complex sentences with two embedded clauses. 

The interpretation of the sentences involved restoring the original condition of what, 

which stands for the head noun and the relative pronoun. Hence, one embedded 

relative clause “which is more intriguing” and “which distressed me more” and one 

embedded noun clause “that I find no one to confide to…” and “that I find no one to 

                                                        
22 The application of the relative pronoun that in SS structure: 65% (13 case sentences out of 20); in 

SO structure: 68% (13 case sentences out of 19).    
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confide to” ) were observed in the SS structure. The other type was complex 

sentences with one embedded clause and one adverbial clause in a sentence (5 cases). 

They were as the following:  

(4.25) Namely, the educational system in Taiwan doesn’t put great emphasis on  

practical skills which can be put into actions right before they step into the  

workplace. (D105-5) 

 (4.26) I remember that we started to play the computer game together when we 

 were elementary school student. (G101-10) 

    Example (4.25) was one complex sentence with one adverbial-clause structure and 

relative-clause structure. The main clause was an OS complex sentence. The relative 

clause further characterized the object head noun phrase. The main clause was 

followed by one time clause, describing the order of the events in the sentence. 

Example (4.26) was one complex sentence with one noun-clause structure and one 

adverbial-clause structure. The noun clause, starting with the subordinator that, was 

subordinated to the main clause and served the function of the object. The adverbial 

clause with the subordinator when was the subordination in the noun clause. The 

above examples demonstrate how the high achievers constructed and combined the 

sentences. All the sample sentences showed that only few of the advanced writers 

composed complex sentences with more than one subordinator.  

  The incorrect sentences in complex sentences. A few mistakes related to the use 

of subordinators were found in the three types of complex sentences. First, in 

noun-clause complex sentences, the omission of the noun-clause marker, that, was 

common. Take the following sentence as an example:    

(4.27) *The results were two racing Toyotas had crashed into a cement mixing  

      truck. (G106-6) 

In Example (4.27), one noun-clause marker, that, was needed after the auxiliary verb, 

were—to inform its function of subject predicate. Although the marker can be 

grammatically omitted when the noun clause serves the function of the object slot, 
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that is compulsory when the noun clause is the subject slot or subject predicate. 

Second, for relative-clause complex sentences, the misuse of relative pronouns led to 

some ungrammatical sentences, such as the wrong application of relative pronouns 

and the noun repeating in the relative clauses. Consider the example below:  

(4.28) *I guess all these problems result from the video game that you told me 

 how interesting it is. (G101-14) 

In Example (4.28), the relative pronoun that was used to replace the noun phrase, the 

video game, in the relative clause—you told me how interesting the video game is. 

Hence, the second pronoun it, cannot be used in the same clause and should be left out. 

However, by keeping the pronoun it, the subject noun repeats in the relative clauses. 

Another case was found in one place-clause complex sentence
23

:  

    (4.29) *In the corner of my room lay a box where all my memories were  

preserved in it. (D106-1) 

In Example (4.29), the prepositional phrase in it should be left out since where, the 

relative adverb, was adopted to replace the preposition phrase. Thirdly, the mismatch 

of correlative conjunctions occurred in the samples as well:   

    (4.30) *However, two reckless students were too indulged in themselves that  

      they didn’t even bother to pay attention to the world. (G103-10) 

Example (4.30) was a result-clause complex sentence. However, there was a wrong 

application of the correlative conjunction: it should be so…that…., not *too…that…. 

The examples of incorrect sentences showed that even some advanced writers cannot 

keep track of each correlative conjunction and its grammatical role when they 

composed complex sentences.  

    Summary of complex sentences. In conclusion, the advanced writers wrote 

complex sentences with adverbial, noun, and relative clauses, among which almost 

fifty percent were adverbial clauses (42.27%). For the adverbial clauses, subordinate 

time clauses and reason clauses were used more often in the samples. In noun clauses, 

                                                        
23 It was actually a place-clause complex sentence with an inversion marked sentence.  
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the number of embedded statements was more than that of embedded questions. In 

relative clauses, OS and OO accounted for more than four-fifths. In a few cases, the 

writers had two or more embedded clauses within one sentence to enrich the 

information. However, when the writers wrote longer complex sentences or with more 

than one embedded clauses, grammatical errors like misuse of subordinators or 

omission of the clause markers may happen. 

The subclasses of simple sentences 

    Among all the sentence types, simple sentences ranked the second (totally 937 

cases, with a percentage of 30.80%). A simple sentence contains at least one subject 

and one verb. It can stand alone as an independent clause and is mainly featured by its 

verb use. For example: An intransitive verb may not require an object (e.g., Nothing 

matters. or The wind is blowing.). Sentences with intransitive verbs are classified into 

the subcategory of S+V. Table 4.5 shows the results of subclass frequency analysis in 

simple sentences, including the raw number, percentage, and the rank.   

Table 4.5  

The Raw Number, Percentage, and the Rank of Frequency of the Subclasses in Simple 

Sentences   

Subclass The raw number  Percentage Rank 

S+V+O 344 36.71% 1 

S+V+SP 315 33.62% 2 

S+V+O+OP 151 16.12% 3 

S+V 89 9.49% 4 

S+V+IO+DO 38 4.06% 5 

Total  937 100%  

As observed from the data, the advanced writers wrote a large number of simple 

sentences containing a subject, a verb, and an object, either direct or indirect one 

(with a total of 56.89% of all simple sentences). Among the subclasses with objects, 

the S+V+O structure was the most frequently used of all simple sentences: it occurred 
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in 344 cases, which was more than one-third of all (36.71%). The S+V+SP structure, 

which has writers add information about the subject after the verb, was another 

widely-used subclass: 315 cases, accounting for about one-third of simple sentences 

(33.62%). The structure of S+V+O+OP, which asks for further modification of the 

objects, was with 151 cases (16.12%) and ranked third of all simple sentences. The 

S+V structure, which simply contains one subject and one verb, was found with only 

89 cases (9.49%) and ranked the fourth. Compared to the simple sentences with direct 

objects, the subclass with indirect objects, the S+V+IO+DO structure, was rarely seen 

in the students’ writing samples. It occurred in only 38 cases (4.06%) and ranked the 

fifth of all simple sentences.  

 In general, the advanced writers expanded simple sentences, and thus simple 

sentences in the samples were not simply short as expected. The applications of 

adverbial system throughout the five subclasses of simple sentences were found
24

. In 

the samples, it was common to see more than one adverbial in a single sentence. In 

addition to the adverbials, infinitive structures were also widely used in simple 

sentences by the student writers. Sometimes they used the adverbials and infinitive 

structures together to expand the sentences. Because of these features, the simple 

sentences constructed by the higher achievers were long and diversified. In the next 

section, each subclass of simple sentences will be carefully discussed by giving 

example sentences, from the most frequently used subclass to the least frequently 

used one. Meanwhile, the way the advanced writers expanded the simple sentences 

will also be presented.  

 The S+V+O subclass. First, the most commonly used simple sentence type was 

                                                        
24 Functionally, the adverbial system shows manner, place, and time. It includes the forms of adverbs, 

prepositional phrases (e.g., in an irritating manner and from the children’s perspective), and 

prepositional noun phrases (e.g., this way and last night). They are called the adverbials and take the 

sentence positions of sentence-initial, sentence-medial, and sentence-final. (Master, 1996).  
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the S+V+O structure. Generally speaking, there were two types of forms used in the 

subclass: One required the primary linguistic features of subject, verb, and object, and 

the other had subject, adjective-prepositional phrase (i.e., the verb phrase containing 

the be verb, the adjective, and the preposition), and object.   

Take the following two sentences as examples: 

(4.31) Furthermore, the book may possibly contain a number of practical 

 methods to build up one’s confidence and self-esteem. (G104-4)  

(4.32) The night market was full of mouth-watering cuisine, from bubble milk  

     tea to salty fried chicken. (G106-8)  

Example (4.31) was one typical S+V+O sentence: The book was the subject, contain 

the verb, and a number of practical methods the object. Meanwhile, the writer used an 

infinitive to expand the structure. Example (4.32) was a S+V+O sentence with an 

adjective-prepositional phrase: The night market stood for the subject, was full of 

stood for the adjective-prepositional phrase, and mouth-watering cuisine stood for the 

object. Functionally, the adjective-prepositional phrase functioned as the verb. The 

adjective in the phrase presented a state (i.e., full) caused by the object (i.e., cuisine); 

without the object, the meaning of adjective-prepositional phrase was incomplete. 

From the samples, it was found that the advanced writers were skilled at using 

adjective-prepositional phrases. The phrases found were be full of, be fond of, be 

confined with, be covered with, be stuck in, be/get involved in, be satisfied with, be 

angry with, be proud of, be packed with, be immersed in, be thankful to, and be/feel 

sorry for. These all gave more varieties to the typical S+V+O sentences and vitalized 

the construction of sentences.   

 In terms of expanding the sentences in the S+V+O structure, the advanced 

writers frequently used the forms of adverbs, prepositional phrases, prepositional 

noun phrases, and infinitives, as shown in the following examples:  

(4.33) All of a sudden, Jenny hit a trunk carelessly. (G103-9) 
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Example (4.33) was one typical S+V+O sentence. To state manner function, the writer   

placed one prepositional noun phrase, all of a sudden, at the beginning of the sentence. 

Meanwhile, the adverb, carelessly, was put in the end to show manner of function.  

(4.34) These may cause disease in the long run. (G101-1)  

Examples (4.34) were S+V+O sentences with prepositional phrases. The adverbials, 

in the long run, clearly explained the time aspect and duration to the reader (Master, 

1995).  

(4.35) They had a quick vote to pick one out of three destinations to visit.  

 (G106-6) 

In this sentence, the writer used the infinitive, to pick one out of three destinations, to 

further explain why they voted, and another infinitive, to visit, to modify what they 

voted for. With them, the semantic meaning of the sentence was much richer and   

clearer for the two infinitives further explain the reason for voting. The examples 

showed that the advanced writers succeeded in manipulating either the adverbial 

system or the infinitive structures to diversify simple sentences.  

 The S+V+SP subclass. The second most used simple sentence type was the 

S+V+ SP
25

 structure. It was featured by its verb use: the auxiliary verb be and linking 

verbs. Take these next sentences as examples:   

(4.36) However, loneliness is an inevitable motion in our lives. (G106-4)  

Example (4.36) was a typical S+V+SP sentence: The verb be was to show the feature   

of the subject (loneliness = an inevitable motion in our lives). However, there were 

also alternatives.  

 (4.37) Initially, we felt cheerful, and confident! (G103-2)  

(4.38) Without the company of my parents or my younger brother, the house 

     becomes so quiet. (D106-13)  

The two examples above showed that, instead of using the auxiliary verb be, the 

                                                        
25 As discussed in Chapter 2 and 3, the abbreviation SP stands for subject predicate.  
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advanced writers were also good at using linking verbs. The type of verbs established 

equality between subjects and predicate nouns or adjectives. The application of 

linking verbs again made the writing more diversified. The linking verbs found were 

look, taste, sound, smell, feel, seem, appear, remain, stay, keep, become, grow, turn, 

go, and get.  

 As for expanding the sentences in the S+V+SP structure, numerous applications 

of adverbials and the infinitive structures were found as well. Adverbs of however, 

initially, and so were used in Examples (4.36), (4.37), and (4.38) above. Also, in 

Examples (4.36) and (4.38), the student writers had prepositional phrases of in our 

lives and without the company of my parents or my younger brother to enrich the 

sentences. The use of the infinitive structures was another adopted strategy.  

(4.39) To become ambitious and successful entrepreneur, I should be well-versed 

  in English. (D105-13)  

In Example (4.39), the typical S+V+SP sentence was expanded by having one 

infinitive structure, to become ambitious and successful entrepreneur, at the start. By 

doing so, the subject’s purpose was clearly seen. Meanwhile, to give more 

information, the writer had one prepositional phrase, in English, added at the end of 

the sentence. The examples showed that the high achievers were capable of using 

various linguistic forms within a single sentence to make the semantic meaning of the 

sentence richer.  

The S+V+O+OP subclass. The structure of S+V+O+OP
26

 ranked third. Similar 

to the S+V+SP structure, verb use determined its forms. The types of verbs used in 

the S+V+O+OP structure had writers give more information about the objects—what 

they did or how they were. They were sense verbs and incomplete transitive verbs, 

such as causative verbs. Examples are shown below: 

                                                        
26 As discussed in Chapter 2 and 3, the abbreviation OP stands for object predicate. 
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 (4.40) However, for the past few weeks, I’ve seen you dozing off during the class  

more than a dozen times! (G101-11)  

Example (4.40) was one S+V+O+OP sentence with the sense verb, see. The linguistic 

form of sense verbs required either one base form of a verb, a verb with the 

ing-ending, or a verb with the ed-ending after the object. It directly enabled the writer 

to explain the object’s action of dozing off. The sense verbs found in the samples were 

hear, see, watch, and one phrasal verb of listen to.  

    In addition, incomplete transitive verbs were seen in the S+V+O+OP structure 

as well. Because the type of verbs didn’t make a complete meaning, some other words 

were added to expand the meaning. Causative verbs, such as let, make, have, help, and 

get to, were representative of the verbs. Take the following sentence as an example,  

(4.41) As your good friend, I can’t let your life be destroyed by the video games! 

(G101-13)  

In Example (4.41), the causative verb, let, was used to show the act of the subject, and 

straightforwardly, the writer described the object’s status with the passive voice, be 

destroyed. Other incomplete transitive verbs widely found in the samples were find 

and consider.    

(4.42) Furthermore, with master’s degree, people might find it harder to find a 

  satisfying job due to their higher self-esteem. (D105-4)  

Example (4.42) was the sentence with an incomplete transitive verb, find. In the 

sentence, the adjective, harder, was used to describe the subject’s feeling of finding a 

satisfying job. Without the adjective, the structure of the sentence would not have 

been complete. 

The S+V subclass. The structure of S+V ranked as the fourth most frequent type 

of simple sentence. The verbs used in the structure were mostly intransitive verbs, 

which do not require an object to follow it. Overall, they were commonly-seen 
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intransitive verbs related to daily activities, such as go and sleep
27

. In few cases, the 

high achievers used low-frequency intransitive verbs
28

. Examples are listed below:  

(4.43) We even traveled together on vacation. (G101-2)  

(4.44) I danced often in my free time. (D101-11) 

(4.45) Ever since the 2008 recession, unemployment rates around the world have  

  skyrocketed. (D105-1)  

In Examples (4.43) and (4.44), travel and dance were intransitive verbs with high 

frequency; however, in Example (4.45), a rarely seen intransitive verb, skyrocket, was 

used. In the samples, it was found that most of the intransitive verbs used by the 

advanced writers ranging from Level 1 to Level 3 Words released by CEEC; merely a 

minority number were from Level 4 to Level 6. Table 4.6 shows the intransitive verbs 

found in the S+V structure in the data.  

Table 4.6  

List of the Intransitive Verbs in the S+V Structure  

Verbs From Level 1 to Level 3

 

   play     yell     dance    work    leave    learn    study    sleep 

   sink     talk     stand    end      nod      fail    move     jog   

   burn     fall     vary    begin    sigh     laugh    come   explode 

appear   practice  improve   progress  complain 

Verbs from Level 4 to Level 6  

 

collide   linger  prevail 

Verbs not on English Reference Word List 

 

   loom    crank   skyrocket   engrave 

Phrasal Verbs 

 

   fall asleep       get hurt       go+Ving       wake up       well up 

                                                        
27 These intransitive verbs were frequently seen in the English textbooks of high school or the 

authentic reading materials, such as English magazines.  
28

 These low-frequency intransitive verbs were those which not commonly seen in the textbooks or 

reading materials. Some were not complied into English Reference Word List released by CEEC, such 

as engrave and skyrocket.  
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In spite of the simplicity of the structure, the advanced writers still used a great 

number of adverbials to expand the sentences. The examples given above were with 

adverbs and prepositional phrases. In Example (4.46), originally the structure was 

simply the subject and the verb—we traveled. Nevertheless, the writer had the two 

adverbs even and together added within the sentence to explain how the subjects 

performed the action. This gave additional information to the readers. Example (4.47) 

was one S+V sentence with one adverb, often, and one prepositional phrase, in my free 

time. It further told the readers how the subject carried out the action. 

The S+V+IO+DO subclass. The least-frequently used structure was 

S+V+IO+DO
29

. It was the use of dative verbs, such as give and buy, that mainly 

determined the structure
30

. It was not surprising to see that the structure was the least 

used of the simple sentence examples, since only a few dative verbs are taught. The 

following sentences were some examples: 

 (4.46) We taught them some vocabulary and the importance of  

    environmental protection of their environment. (D104-1)  

Example (4.46) was one simple sentence with S+V+IO+DO structure. The form of 

the dative verb, teach, had an alternative form of teach…to…. The sentence hence 

could be revised into “We taught some vocabulary and the importance of 

environmental protection of their environment to them.…” However, in this way, the 

long direct objects made the sentence hard to comprehend. In the samples, it was 

found that the higher achievers were used to placing long direct objects at the end of 

the sentences, which would be of readers’ benefit for interpretation. The dative verbs 

used in the structure were teach, tell, provide, give, buy, write, show, send, mail, lend, 

and wish. 

                                                        
29

 As discussed in Chapter 2 and 3, the abbreviation IO stands for indirect object, and DO stands for 

direct object.   
30 The S+V+IO+DO structure can be replaced by the structure of S+V+DO+prep.+ID 
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     The incorrect sentences in simple sentences. That simple sentences are 

relatively straight formant gets the higher achievers to write approximately accurate 

simple sentences. The simple structures in the samples were mostly grammatical. 

They only made few mistakes with their verbs
31

(merely 7 sentences out of 937 simple 

sentences, less than 1%). This might have resulted from the focused teaching of verb 

uses in high school. In addition, verb uses are frequently tested through the evaluation 

of reading skills, which gives learners numerous opportunities to drill, practice, and 

be skillful as well. The phenomenon shows that in a writing classroom, the teaching 

of verbs is indeed essential. The following exemplified the structure errors in simple 

sentences:  

 (4.47) *At the sight of this situation, our bubbles of dreams were burst in a  

fraction of a second. (G106-1) 

 (4.48) *The chart about the time management of an American school’s students  

show us a special phenomenon. (D103-5) 

In Example (4.47), the voice of the verb should be active voice rather than passive 

one. The case sentence suggested teachers list the group of verbs only applying active 

voice to students when teaching passive voice. Example (4.48) was a typical 

ungrammatical sentence of subject-verb agreement, which is common in learning 

English. Despite that this type of error does not hinder comprehension, subject-verb 

agreement still deserves teachers’ constant reminding for learners because it is 

considered a major feature of language accuracy. Another phenomenon is punctuation 

problem in the samples. In the cases, commas were incorrectly used to join a simple 

sentence and the following sentence. In other words, the writers neither made a period 

                                                        
31

 In the samples, one type of mistakes resulted from the wrong application of verbs. Consider the 

following example: *Reasons of my choosing “Leadership is a Choice” can be divided into two. 

(G104-15) In the sentence, divided was used wrongly, for it is impossible to divide reasons. The 

sentence might be revised into “ Reasons of my choosing “Leadership is a Choice” can be two.” 

Because the type of errors belongs to appropriateness, it is not going to be discussed in the present 

study.   
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to make an end nor used a conjunction to combine the sentences. Consider the 

following example: 

 (4.49) *To me, leadership is far from a choice, it is a burden that I loathe. 

(G104-8)  

In Example (4.49), the comma spliced between the sentences made the sentences 

ungrammatical. In order to show the same weight of the two sentences, it might be 

better to put the coordinator and between the sentences instead. By doing so, the 

sentence clusters could be grammatical and more coherent.  

    Summary of the simple sentences. The simple sentences were the second most 

frequently-used sentences in the samples. Among them, the structures of S+V+O and 

S+V+SP structure were widely-used subcategories. The advanced writers wrote 

simple sentences with numerous adverbial and infinitive structures to further expand 

the meaning of the sentences. Mostly, these structures occurred in the initial or final 

position of a sentence. The skillful manipulation of simple sentences required 

familiarity with the usage of various verbs, adjectives, and prepositional phrases. The 

incorrect simple sentences resulted from the misuse of verbs. What’s more, some 

run-on sentences were found. The phenomenon suggested teachers teach punctuation 

and conjunctions at the same time. These features of the learners’ corpus inspire 

pedagogical implications and will be discussed in the later section of the chapter. 

The compound-complex sentences 

    Compound-complex sentences are sentences with two or more independent 

clauses and one or more dependent clauses. That is, both coordinating and 

subordinating conjunctions are used in one sentence to organize messages: 

Information is layered to convey richer meaning (Givon, 1993; Tyler, 1994). The 

sentence type is usually considered a defining feature characterizing advanced writing 

(Greenbaum and Quirk, 1990; Hinkel, 2003). Because the contexts vary, there are a 
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wide range of possible combinations of coordinators and subordinators. Hence there is 

no exhaustive list of the subclasses of this type. In the samples, there were a total of 

431 cases of compound-complex sentences, with a percentage of 14% and ranking 

third place in frequency of use. Table 4.7 shows the results of frequency analysis in 

compound-complex sentences, including the raw number, percentage, and the rank.   

Table 4.7  

The Raw Number, Percentage, and the Rank of Frequency of the Types in 

Compound-complex Sentences   

type The raw number Percentage Rank 

with three or more 

conjunctions 

220 51.03% 1 

with one coordinator and one 

subordinator 

179 41.53% 2 

with the marked sentences 32 7.42% 3 

Total 431 100%  

A wide variety of combinations of compound and complex sentences were found in 

the advanced writers’ writing. Generally speaking, there were three types of 

compound-complex sentences. In the following section, some sentences frequently 

seen in the samples will be discussed
32

.  

Compound-complex sentences with three or more than three conjunctions. The 

first type of compound-complex sentences was those with three or more than three 

conjunctions, including at least one coordinator and one subordinator. Totally, there 

were 220 sentence cases (51.03%) in compound-complex sentences. The type of 

sentences was long and structurally complicated, as exemplified in the following 

sentences:  

(4.50) I have no idea about what is going to be like in the future, but I believe  

                                                        
32 The combinations of coordinators and subordinators in compound-complex sentences were used in 

various ways. The study only discusses those frequently-used cases in the samples. The less-frequent 

compound-complex sentences in the samples were not to be discussed. However it is worth further 

study on the issues of sentence combining.   
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 that as long as one is brilliant enough, he or she can eventually overcome  

 any tasks and turn the stumbling blocks into stepping stones. (D105-12) 

(4.51) Secondly, with my Grandma beside me, smiling brightly and all, I felt 

 extraordinarily warm and thus got the courage to stand up to the pain,  

which made me understand that it’s not solely patience that counts and that  

giving others a good feeling is equally important. (D104-9) 

 

Examples (4.50) and (4.51) were two compound-complex sentences with three or 

more than three conjunctions: both of the examples used two coordinators and three 

subordinators to combine sentences. The application of various conjunctions in one 

sentence enabled the writers to deliver more information and, at the same time, made 

the messages layered. However, because of the feature, the structure hence become 

much more complicated, and the type of sentences was sometimes found 

ungrammatical. Take Example (4.51) as an example. There were 8 pieces of 

information delivered within one sentence, it was really difficult and time-consuming 

for readers to tell the weight of each. The messages of Example (4.51) include: 

 (4.51)  

Secondly, (No.1) with my Grandma beside me, (No. 2) smiling brightly and 

all, (No. 3) I felt extraordinarily warm (No. 4) and thus got the courage to stand 

up to the pain, (No. 5) which made me understand that (No. 6) it’s not solely 

patience (No.7) that counts (No. 8) and that giving others a good feeling is 

equally important. 

If the writer did not have a good control of the sentence structure, some of them might 

become run-on sentences. As a result, it is suggested that writers should avoid using 

too many conjunctions in one sentence, which made the structure too complicated. 

Meanwhile, the sentence itself would be too redundant to read for readers might need 

to process too much information at one time.  

One fixed form was found in the type of compound-complex sentences with 

more than three conjunctions: S+Vt+(that)-clause… and that-clause…. In the samples, 
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45 sentences of the type were found. The structure form is one of the few 

compound-complex sentences introduced in the high school English textbook
33

. The 

structure is a complex sentence with two noun clauses, combined with the coordinator 

and. The verbs in the main clause are mostly reporting verbs, which are needed to 

connect the following information. Take the following sentence as the example: 

(4.52) I sincerely hope that people from developed countries can raise more 

 awareness toward this problem and that we can join hands to make the  

globe a better place. (D104-1)    

In Example (4.52), one reporting verb, hope, was used to report the writer’s thoughts 

and to lead the first noun clause. Next, the coordinator, and, was used to connect the 

first noun clause and the second one. With this structure, the writers did not need to 

state the reporting verbs twice. By simply using one coordinator and two 

subordinators, the type of compound-complex sentences clearly conveyed two 

propositions in one sentence. From this perspective, the proper use of 

coordinator-subordinator combinations in one sentence might still be expressive. 

Nevertheless, it goes without saying that the combinations require careful 

examination, in order to avoid overly complicated structures as mentioned above. 

Compound-complex sentences with one coordinator and one subordinator. The 

second type of compound-complex sentence featured one coordinator and one 

subordinator. It was frequently seen in the samples (179 sentence cases, a total of 

41.53% in compound-complex sentences). There were two forms of this type of 

compound-complex sentence: one was a compound sentence with a subordinating 

clause (123 sentence cases), and the other was a complex sentence with a coordinator 

combining two verbs relating to the same subject (56 sentence cases). For compound 

sentences with subordinating clauses, the coordinators and and but were frequently 

                                                        
33 Take the Textbook Version (B) as an example. The structure was introduced in the section of 

Patterns in Use, Unit 4, Book Five.  
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seen (and with 82 sentence cases; but with 25 sentence cases)
34

; however, the 

subordinators varied in different contexts. Consider the following examples:  

(4.53) Mr. Lin wanted to find another tourist spot, but his daughter, Cindy,  

     insisted that she wanted to see the pandas. (G106-9) 

(4.54) To see more is to learn more, and any experience or small scrap of  

     information and knowledge that I might acquire is a step up the ladder to a  

     good, fulfilling job. (D105-1)  

(4.55) However, the clock is ticking, and you cannot afford to waste time on  

     games when the test is already around the corner. (G101-1) 

In Example (4.53), the sentence was originally a but compound sentence. In the 

second clause, a noun clause (i.e., …that she wanted to see the pandas) was embedded 

to be the object. Example (4.54) was an and compound sentence with SO relative 

structure (i.e., …that I might acquire) in the second clause. Example (4.55) was an 

and compound sentence with one time-clause written after the second clause. These 

subordinating clauses conveyed additional information in the compound sentences. 

Obviously, in some cases, compound sentences were insufficient for the advanced 

writers. Thus, they would skillfully have another clause subordinate, in order to give 

more detailed explanations.  

  As for complex sentences with coordinators combining two verbs relating to the 

same subject, still, the subordinators varied in different context
35

. The coordinators 

and and or were mainly found to combine two verbs in the compound-complex 

sentences (and with 27 sentence cases; or with 11 sentence cases). The sentences 

below utilized two coordinators:  

(4.56) Since we both are dance lovers, we may battle and learn new techniques 

 from each other. (D101-11) 

(4.57) If other passengers urged him to leave the seat for people in need, he  

                                                        
34 In the three examples, the compound coordinators are bold, for the convenience of processing 

information.  
35 The definition of compound sentences will be elaborated more in the next section. When writers join 

two independent clauses with one coordinator, a comma is usually required before the coordinator. 

However, if the subjects of the two clauses are the same, the comma and the subject in the second 

clause can be omitted.  

http://grammar.yourdictionary.com/grammar/punctuation/8-times-commas-were-important.html
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would pretend to be asleep or simply ignore them. (D101-11) 

Examples (4.56) and (4.57) were complex sentences with coordinators and and or 

combining verbs. Interestingly, it was found that, in this type of compound-complex 

sentence, the advanced writers placed the subordinating clauses sentence-initially. The 

placement implied that the subordinating clauses were considered background 

information and even less important when there were more than two verbs in the main 

clauses. It made the discourse easier to interpret and led the readers to put more 

emphasis on the main clauses. The rhetorical technique was worth imitating for 

student writers. More will be discussed in the later part of the chapter.  

 Compound-complex sentences with the marked sentences. The third type of 

compound-complex sentences was written with embedded marked sentences
36

. 

Excepting clefts, the other five types of marked sentences were combined with some 

compound-complex sentences (i.e., participles, inversions, exclamations
37

, the more…, 

the more, and there be…). There were only a very small number: totaling 32 sentence 

cases, for a total of 7.42% in compound-complex sentences). The following were 

examples of each type:  

 (4.58) Indeed, living in the era of globalization
38

, everyone should learn the  

fact that everyone is beautiful and show respect to others. (D104-7) 

 (4.59) I was very thankful for all the classmates that taught me how to play 

 volley ball, but I was most grateful for the one who said yes to me,  

because were it not for her friendliness, I wouldn’t be so eager to learn. 

(D104-14) 

     (4.60) In contrast, Asians think that the more time you spend on studying, the  

   more successful you will be in the future, so they make kids stay at school  

         for more than eight hours a day to study and learn, and go to bed later at  

         night. (D103-1) 

 (4.61) Furthermore, there are too many colleges in Taiwan, and thus you can 

                                                        
36 The detailed discussion of the marked sentences will be discussed in the next section.  
37 The compound-complex sentence with an exclamation was an incorrect case and is discussed later.  
38

 In the four examples, the structure of marked sentences are bold, for the convenience of processing 

information.  
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         enter a college if you pay the tuition. (D105-12) 

Examples (4.58), (4.59), (4.60), and (4.61) were compound-complex sentences with a 

participle, an inversion, the more…, the more, and there be…. The combinations of 

compound-complex sentences and marked sentences made the structures even more 

complicated. Take sentence (4.60) as an example. It was a so compound sentence with 

a noun-clause complex sentence in the first clause. The noun clause itself was with 

the structure of the more…, the more. What’s more, the second clause was with two 

more and coordinators. Constructing this type of sentence required the knowledge of 

different linguistic forms and was, indeed, time-consuming. Meanwhile, they 

appeared to be longer than the others, which made the interpreting process more 

difficult than that of other sentence structures. Hence it was not surprising that 

compound-complex sentences with marked sentences were in the minority in the 

samples (32 case sentences out of 3042, about 1% out of total).  

The incorrect sentences in compound-complex sentences. As for the sentence 

correctness, a few cases of conjunction omission were found: the coordinator but
39

and 

the noun-clause marker that
40

. In addition, run-on sentences were seen in the samples. 

Consider the following examples: 

 (4.62) * Through this experience, I understand that by sharing your skills and  

knowledge with one another, not only can you spread the excitement  

behind to others, it can also be an opportunity to truly understand  

something you thought you know all about. (D104-2) 

(4.63) * It seems that they spend time effectively and they don’t totally focus on 

       school work. (D103-12) 

(4.64) * If I have an invisibility cloak, I would like to sneak into a library and  

     read all the books I’m interested in, and the best part is there won’t be a  

time limit!(D102-6) 

Examples (4.62), (4.63), and (4.64) were three ungrammatical compound-complex 

                                                        
39

 The case of but omission was in the inversion structure of negative fronting.  
40 The case of that omission was actually discussed earlier in the section of incorrect complex 

sentences.   
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sentences. In Example (4.62), a coordinator but was needed between the inversion 

structure (i.e., …not only can you spread the excitement behind to others…) and its 

following clause (i.e.,…it can also be an opportunity to…). However, in addition to 

the omission of but, the inversion sentence was with the problem of the lack of topic 

continuity: the writer incorrectly used a different subject in the second clause (i.e., it), 

which made the proposition interrupted. The revision might be as the following: …not 

only can you spread the excitement behind to others, but you can also have an 

opportunity to truly understand something you thought you know all about. In 

Example (4.63), another noun-clause marker, that, was required between the 

coordinator, and, and the subject, they, in the second noun clause, which was 

compulsory (i.e., It seems that they spend time effectively and that they don’t totally 

focus on school work.). In Example (4.64), another that was needed in the third clause 

after the auxiliary verb, is—to inform its function of subject predicate (i.e., …the best 

part is that there won’t be a time limit!). Interestingly, compared to the number of the 

that-marker omission in the noun-clause complex sentences, the number in 

compound-complex sentences were little larger (9 cases: 22 cases). The phenomenon 

thus implied that the use of conjunctions deserves reexamination when writers are 

constructing more complicated sentences.   

(4.65) *But it never became less painful when some of my classmates made fun  

   of my Asian background and teased me of my yellow skin and small eyes  

 and even worse, nobody ever came to my defense. (D106-5) 

Example *(4.65) was a time-clause complex sentence with one coordinator, and, to 

combine two verb phrase (i.e., made fun of my Asian background and teased me of my 

yellow skin and small eyes). Nevertheless, without any punctuation, the writer should 

have used and again to add another clause (i.e., …nobody ever came to my defense), 

but the omission made the sentence a run-on one. It needed to be revised. The 
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following sentence was one possible revision:  

 (4.66)  

But it never became less painful when some of my classmates made fun of 

my Asian background and teased me of my yellow skin and small eyes. What’s 

even worse, nobody ever came to my defense.  

The revised sentences made one and compound sentence, with one time-clause 

complex sentence in the first clause. By doing so, the sentences were structurally 

grammatical and easier to interpret.  

Summary of compound-complex sentences. As noted above, the advanced writers 

wrote a wide variety of compound-complex sentences. There were three types of 

compound-complex sentences, including those with three or more than three 

conjunctions, those with one coordinator and one subordinator, and those with the 

marked sentences embedded. The samples showed a wide range of combinations of 

coordinators and subordinators in different contexts. Generally speaking, the 

sentences of this type were long and structurally complicated. A few grammatical 

errors, such as the omission of but and that, and run-on sentences were found. They 

might result from the misuse of conjunctions and punctuation. It is suggested that 

writers should reexamine the sentences with more complicated structure.   

The subclasses of compound sentences 

 Among the five sentence types, the frequency of compound sentences ranked 

fourth. They consist of two or more sentences of equal grammatical importance, with 

a coordinating conjunction connecting the two sentences. In the present study, the 

subclasses of compound sentences are classified according to their coordinating 

conjunctions
41

. In total, there are eight types of compound sentences included in this 

                                                        
41 In the present study, the discussion of the use of coordinating conjunctions is narrowed to writing; 

some use in conversational discourse was not included, such as and as marker of speaker continuation 

(e.g., a discourse marker that a speaker signals to wish to continue the monologue) and or as a 

self-correction device in conversations.    
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report: and, but, yet, so, for, or, the compound sentences with marked sentences, and 

the compound sentences with more than one coordinator
42

. Table 4.8 shows the results 

of subclass frequency analysis in compound sentences, including the raw number, and 

percentage, presented according to their ranking
43

.  

Table 4.8  

The Raw Number, Percentage, and the Rank of Frequency of the Subclasses in 

Compound Sentences   

Subclass The raw number Percentage Rank 

and 183 50.42% 1 

but 96 26.45% 2 

so 32 8.82% 3 

or 16 4.40% 4 

yet 13 3.58% 5 

for 6 1.65% 6 

Others 17 4.68%  

Total 363 100%  

 

In the samples, and compound sentences were about half out of the total 

(50.42%). The result was not surprising because and is a conjunction of many 

meanings. Generally speaking, it means “plus” and “as a result.” Actually, according 

to Blakemore (1992), and has the listener/reader draw an inferential connection 

between something over and above what is expressed. Actually, the same sort of 

juxtaposition of sentence with and can yield many additional readings
44

 (Posner, 

1980). Conversely, but signals semantic contrast. Sometimes, it is used to express 

                                                        
42 The compound sentences of nor were not discussed in the section because it was categorized into 

marked sentences, as the subclass of inversions. Meanwhile, for the compound sentences with the 

marked sentences, they were only counted to see the frequency but not discussed in the present study.  
43 Similar to those in complex sentences, the compound sentences with marked sentences and with 

more than one coordinator in the present study were drawn out below the table and categorized into the 

subclass of “Others.” 

 
44 As exemplified as the following:  

Annie is in the kitchen, and she is making doughnuts. (and there…) 

Peter married Annie, and she had a baby. (and after that…) 

Give me your picture, and I’ll give you mine. (If you give me your picture, I’ll give you mine.) 

(Posner, M. 1980, p.186) 
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adversative, the violation of reasonable expectation. The number of but compound 

sentences occurred in about one fourth of the examples (26.45%). The conjunction so 

was used in 8.82% of the examples, which was lower than those of and and but. It 

relates causes with results. What’s more, it can relate an inference in the second clause 

to a proposition in the first (Blakemore, 1988). The conjunction or serves the 

functions of inclusion or exclusion. Additionally, or can be used as warning when 

combined with an imperative or quasi-warning sentence (e.g., You have to fix the car, 

or we can’t go on our trip.). It was included in 4.40% of the examples, which was 

even lower. Another less-frequently used coordinator was yet (3.58%). Similar to the 

function of but, yet also signals contrast but more limited to adversative (e.g., They 

tried for three hours to steer the boat from the storm, yet the boat sank.). The 

conjunction for was only used in 6 cases (1.65%). For leads reason clauses with the 

same function of the subordinator because. The last subclass was those with marked 

sentences (11 cases, 3.03%)
45

 and with more than one coordinator (5 cases, 1.38%)
46

. 

The following section will discuss each subclass in details.  

And-structure compound sentences. Among the compound sentence, and 

compound sentences ranked first. The use of and indicates that more information of a 

similar nature or even contrary ideas presented in the following clauses. By using the 

coordinating conjunction, writers can express messages of addition, explanation, 

condition, exemplification, choice, and summation (Master, 1995). With the various 

functions, the number of and-structure compound sentences was much larger than that 

of the other structures (50.42%). In the samples, the advanced writers applied and in 

compound sentences to combine two or more verbs or to join two or more sentences. 

                                                        
45 The cases of compound sentences with marked sentences are not discussed; however, marked 

sentences standing alone as independent sentences are discussed in the later section.  
46 In the present study, the compound sentences with more than one coordinator were data-driven. 

However, one of them with grammatical mistakes is examined later in the section.  
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Consider the following examples: 

 (4.67) I go to school and acquire knowledge for 9 hours per weekday. 

(D103-12) 

 (4.68) However, I lost my temper at last, and I flew into a rage. (D104-15)  

 (4.69) The imaginary characters inside were all well equipped, and the war  

between the prince and his evil uncle couldn’t be more exciting!  

(G101-9)  

Examples (4.67) and (4.68) were two and compound sentences with the same 

subject I. In this type of sentences, Example (4.67) was one ellipsis: same-subject 

compound sentence omitting the comma after “and ” and the subject in the second 

clause
47

. In this way, the coordinator and was used to connect two verbs, which 

implied the close relation of two actions. (4.68) was with a complete form of 

and-structure compound sentence. Meanwhile, because of the multiple meanings of 

and, it might be interpreted as “as a result,” showing a causal effect, or “sequence.” 

Example (4.69) was one and compound sentence with different subjects in two 

clauses. Interestingly, the writer used two and in the sentence: the first to combine the 

sentences (showing additional information) and the second to combine the nouns. The 

phenomenon was common in and compound sentences. It belies some teaching 

implications of the coordinating conjunctions introduced to students. More will be 

discussed later.  

But-structure compound sentences. The second most used subcategory was but 

in compound sentences. They indicate that information of contrast or rebuttal will be 

supplied in the following clause. Similar to the use of and, the higher achievers apply 

but to combine verbs or sentences: 

 (4.70) He tried to say something but decided not to do so. (G102-7) 

 (4.71) Please stop idling and indulging yourself in virtual games but concern  

                                                        
47 Another option of the sentence might be as the following: I go to school, and I acquire knowledge 

for 9 hours per weekday. It is redundant with the subject of the first clause repeated again in the second 

clause. The same phenomenon of using coordinators to connect verbs was found in but compound 

sentences as well. 
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    about your future. (G101-15)  

 (4.72) He desperately sought for a seat, but this time it was occupied by me. 

 (G102-12) 

Example (4.70) was one but compound sentences with the coordinator combing two 

verbs. It showed the adversative condition: what was expected first turned out to be 

opposite. Examples (4.71) and (4.72) were two but compound sentences with two 

sentences jointed. Take Example (4.71) as an example. The coordinator but was used 

to combine two imperatives: Please stop idling and indulging yourself in virtual 

games and Concern about your future. It showed contrast relationship of indulging in 

virtual games and concerning the future. Despite that but compound sentences were 

only with 96 cases among all the sentences (3042 sentences) in the sample, the 

advanced writers used other conjunctions or adverbials with similar functions 

delivering but relationships, such as yet and however. It showed that the advanced 

writers were, indeed, capable of using different vocabulary and structures to diversify 

the sentence structures.   

So-, or-, yet-, and for-structure compound sentences. The compound sentences 

with coordinators of so, or, yet, and for ranked from third to the sixth. Compared to 

and and but, they were only in the minority in complex sentences (a total of 18.45%). 

The frequencies of the four sentence structures sharply declined, ranging from 4.40% 

to 1.65% among the compound sentences. As a matter of a fact, these coordinators 

shared similar functions with other coordinators or subordinators (e.g., so and because, 

or and and, yet and but, for and because) and adverbials (e,g., so and therefore, yet 

and however, or and otherwise). This might be the reason why the advanced writers 

wrote less compound sentences of so, or, yet, and for. Interestingly, by comparing the 

raw number of these coordinators with other subordinators sharing the similar 

functions, it was found that the advanced writers used more subordinators than 

coordinators. Table 4.9 showed the comparison of their raw number. 
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Table 4.9  

The Raw Number of Some Coordinators and Subordinators with the Similar 

Functions in the Samples 

Function Cause and result Denials and the opposite 

Conjunction Coordinator Subordinator Coordinator Subordinator 

Word so for because yet although 

The raw number 32 6 63 13 40 

The advanced writers’ preference of using subordination in sentences rather than 

coordination significantly deserves future studies to analyze the rhetoric motivation 

behind. The phenomenon also suggested that by knowing the functions of different 

conjunctions and adverbials, writers could always diversify their sentence structures. 

Take the following sentence as the example:  

(4.73) Separation does not mean eccentric, so now I’m quite used to it. 

 (D1061-1)  

Example (4.73) was one so compound sentence. The coordinator so could be replaced 

with the subordinator because: Because separation does not mean eccentric, now I’m 

quite used to it. Still, another adverb could take the place of so: Separation does not 

mean eccentric. Therefore, now I’m quite used to it. These were all writing strategies 

could be taught in class.   

Others. At last, some writers used more than one coordinator to make compound 

sentences (5 cases in total). The type of sentences had one coordinator (usually and) 

to combine two verbs in one clause and another coordinator to joint two clauses. 

Consider the following example:   

(4.74) I tried to make some sounds to distract her and even coughed a few times,  

but she was too fascinated by her novel to even notice my existence. 

(G102-9) 

Example (4.74) was one compound sentence with two coordinators: 1) and to 

combine the two actions of verb (i.e., tried to make…; coughed) in the first clause, 2) 
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but to link two clauses, showing the denials of expectation. Still, adverbs (i.e., even) 

and infinitives (i.e., to even notice my existence) were seen to expand the sentence.    

The incorrect sentences in compound sentences. When it comes to the sentence 

correctness of compound sentences, the advanced writers wrote few ungrammatical 

sentences, including the cases of run-on sentences and the lack of equivalence
48

. 

Because of the simple structure of compound sentences, it was predictable that this 

type of sentence had few errors. However, when writers wrote long compound 

sentences with different coordinators, structure ambiguity sometimes occurred. It 

might lead to grammatical mistakes in sentences. Take the following sentence as an 

example:    

(4.75) * My swimming coach back then was named Big Bear, and he was gentle  

 and kind, but just requiring me to let go of the pool reduced me to  

 inconsolable sobs, for I was mortally afraid of the water. (D101-2) 

In Example (4.75), there were three coordinators in the sentence: and, but, and for. 

The continuous use of the three coordinators violated the rule of compound sentences: 

A compound sentence consists of two or more clauses, connected by a coordinating 

conjunction (Master, 1996). The three coordinators made the information in each 

clause equally weighted, which was not easy for readers to interpret. It was a run-on 

sentence
49

, so the sentence clusters needed revising. To make the meaning clearer, 

another subordinator because could be applied to replace the coordinator for. 

Meanwhile, the ungrammatical phrase, but just requiring me to let go of the pool 

reduced me to inconsolable sobs needs to be rewritten, for it impedes the readers’ 

understanding. The following sentence was one possible revision:  

  

                                                        
48 The lack of equivalence means the two constituents conjoined by the coordinator are not  

syntactically parallel (e.g., *The detective saw nothing unusual and strangely.). 
49

 Beside the structure problem, there were still two issues. First, the forms of requiring and reduced 

were different. An agreement, either a participle as a adverbial or a verb form accompanied by the 

subject, should be made. Also a coordinator and or a comma was required between pool and reduced.   
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(4.76) 

My swimming coach back then was named Big Bear. He was gentle and 

kind, but he just required me to let go of the pool and reduced me to inconsolable 

sobs because I was mortally afraid of the water. 

The revised sentences made two types of sentence: one simple sentence and one but 

compound sentence with one reason clause in the second clause. The simple sentence 

first introduces the swimming coach, while the compound sentence gives more 

information about him. The but compound sentence indicates contrast relationship, 

and the because clause shows new and foreground information, explaining why the 

sharp contrast existed. Because of the different weights, the sentences were easier for 

readers to interpret  

Another ungrammaticalities were the lack of equivalence and the incorrect use of 

the adverb thus to replace the coordinator and. The following example was an 

incorrect sentence containing the two types of errors: 

(4.77) * Accumulating experience would enhance my capacity in coping with 

 emergency and interact with others, thus give me the edge later in the 

 work field.  

In Example (4.77), a coordinator and was used to combine two actions—cope   

with emergency and interact with others. However, the word capacity does not 

collocate with in so the coordinator should be changed to to. This would also require 

the infinitive cope and interact. Meanwhile, an adverb thus was used to suggest a 

cause and effect relationship between the verb phrases, enhance my capacity and give 

me the edge, which would better be replaced with the coordinator and, in order to 

connect the effect more clearly to the main action accumulating experience. 

Summary of the compound sentences. When two sentences are linked by 

particular semantic relations, they may require a coordinator to form a compound 

sentence to show the relation. The six types of compound sentences represent six 

types of meanings. In the samples, the higher achievers wrote more and compound 
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sentences than others. The but compound sentences ranked second, and the other 

compound sentences made up a minority of compound sentences. Few ungrammatical 

sentences were found, and they were the cases of run-on sentences and the lack of 

equivalence.  

The subclasses of marked sentences 

In English, marked sentences are sentences with infrequently used sentence 

structures and are used to express emphasis or serve a particular rhetorical function 

(Barvodi-Harlig, 1987; Celce-Murcia and Larsen-Freeman, 1999). With appropriate 

employment of marked sentences, messages can be delivered more effectively. 

Despite the fact that there are various marked sentences, the study only examined 

those with high frequency in high school English textbooks in Taiwan. They are 

participles, clefts, inversions, exclamations, and the patterns of “there be...” and “the 

more…, the more….” In the samples, the number of marked sentences amounted to 

179 cases, and it ranked fifth among all the sentence types. Table 4.10 shows the 

results of subclass frequency analysis in marked sentences, including the raw number, 

percentage, and rank
50

.  

Table 4.10 

The Raw Number, Percentage, and Rank of Frequency of the Subclasses in Marked 

Sentences   

Subclass The raw number Percentage Rank 

Participial 84 46.93% 1 

Inversion 53 29.61% 2 

there be… 30 16.76% 3 

Exclamation 7 3.91% 4 

the more…,the more… 3 1.68% 5 

Cleft 2 1.11% 6 

Total 179 100%  

                                                        
50 Table 4.10 only counted the marked sentences as independent sentences. Marked sentences 

embedded in other types of sentences were examined in the previous sections.  
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Among the six structures, participial constructions occurred most frequently, 

approximately half of the total (46.93%). Every participial construction was with at 

least one participle. Participles function as adverbials, modifying entire sentences or 

clauses. They usually retain an adverbial subordinator, but many simply begin with 

an –ing verb form (showing active voice of the verbs) or an –en verb form (showing 

passive voice of the verb or the subject’s emotion). For the position, they can occur 

sentence-initially, sentence-finally, or in the middle of a sentence. The participial 

constructions examined in this section are those derived from one compound sentence 

or one adverbial-clause complex sentence. Inversions, the movement of a constituent   

into a position in sentences, made up almost one-third (29.61%) of independent    

marked sentences. They give a more emphatic or exclamatory effect to the sentence as 

a whole. There are several different types of inversions, such as predicate adjective or 

noun fronting, negative fronting, extent/degree/ comparison fronting, and adverbial 

fronting. The structure of there be… accounted for 16.76%. The subject there had no 

clearly definable antecedent; thus, the non-referential there is free to serve different 

purposes, such as presentational use (e.g., There are several choices.) and locative use 

(e.g., There is a cake on the table.). Exclamations were occurred in 3.91% of the 

sentences. They look like wh-questions but are not questions, punctuated with an 

exclamation mark (e.g., What a good idea!). Functionally, the structure is emphatic 

and usually invites confirmation of the underlying proposition. The structure of the 

more…,the more…expresses a conditional relationship. It was rarely seen, only in 

1.68% of sentences. Clefts are focus constructions that frame the constituent 

appearing in the focus slot. They are it-clefts and wh-clefts. There was only one cleft 

sentence in the samples (1.11%). In the following paragraphs, each subclass of 

marked sentences will be elaborated in details.     

     The participial-structure subclass. The most frequent marked sentence type was 
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the participial structure, functioning as adverbials. In the samples, the advanced 

writers wrote more sentence-initial participles than sentence-final participles (71% for 

sentence-initial and 29% for sentence-final). The sentence-initial participles are 

simplified from adverbial-clause complex sentences, while sentence-final particles 

from compound sentences. Despite of complication of participial structure, only one 

case of ungrammatical sentences was found and was to discussed later. Among the 

sentence-initial particles, an –ing verb form was used in 62 percent of particle 

structure marked sentences, and an –en verb form is used in 38 percent. Moreover, 

most subordinators were deleted. Only 3 cases retained the time subordinators, such 

as after, and it was to disambiguate the chronological relationship between sentences. 

Consider the following examples:  

(4.78) Clutching to my school bag and a handle ring, I felt my eyes and ears turn  

hot. (G102-4)  

(4.79) Frightened and dumbfounded, I was caught in a coma. (G103-2)  

Examples (4.78) and (4.79) were the sentence-initial particles with the same subject 

particles: Examples (4.78) for –ing verb forms, clutching and undergoing, and 

Example (4.79) for –en verb forms, frightened and dumbfounded (considered as 

adjectives here). Generally speaking, in the samples, most of the sentence-initial –ing 

verb forms were derived from dynamic verbs, which describe an action, such as 

change and arrive
51

. As for the sentence-initial –en verb forms, most of them were 

derived from emotive verbs, like bore, amaze, and shock
52

. Meanwhile, the advanced 

writers deleted the being form before the –en verb form (20 cases out of 22), as in 

                                                        
51 Still, there were other possibilities. A few cases showed that the sentence-initial –ing verb forms 

were sometimes derived from stative verbs. The types of verbs typically show cognition, perception, 

motion, and relation, such as understanding and love. The large number of dynamic-verb application 
might be the backwash of the textbook compilation: the example sentences of the participles in the high 

school textbooks have a tendency toward dynamic verbs, based on the researcher’s observation.    
52 The usage of emotive verbs, including the –en and –ing verb forms, is highlighted in high school as 

well. In the English textbook in the ninth grade (Book Five), there is even one unit (Unit Three) 

introducing the type of verbs. Its intensive focus and extensive input lead to writers’ later 

implementation.   
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Example (4.79). Without the subordinators and the being form, the participles were 

closer to the modified subjects, which made it easier for readers to interpret the 

message in the main clause. From the perspective, the deletion strategy not only made 

the whole sentences rhetorically more concise but also had a certain pragmatic 

function. It showed that a well-developed sentence is usually neither long nor 

redundant; simpler forms, being less wordy, may deserve more priority. Moreover, it 

is worth mentioning that the subject in the same subject participles was usually I, the 

first person singular. That is, the advanced writers used participial structure to 

describe their own personal experiences or emotions, in addition to the information 

provided in the main clause. In addition, the sentence-initial particles in the samples 

serve background information, guiding readers to interpret the following clause more 

easily. Hence the discourse functions were observed. The findings provide some 

pedagogical implications in writing and are discussed more later.  

 When it comes to the sentence-final particles, –ing verb forms were most 

common (a total of 87%):  

(4.80) He badly sprained his ankle, sitting on the ground. (G102-6) 

(4.81) Moreover, what universities pass on to students is not useful and precious  

knowledge, causing students to learn in a passive manner. (D105-9)  

Examples (4.80) and (4.81) were two sentence-final particles with –ing verb forms: 

Example (4.80) describes a human subject, he, while Example (4.81) discusses a 

nonhuman subject, a noun phrase, what universities pass on to students. In the 

participles, the –ing verb forms were derived from dynamic verbs—sit and cause. In 

Example (4.80), the participle serves to further characterize the subject in the main 

clause, while in Example (4.81), the participle describes the final noun in the main 

clause. With these verbs, the writers give new messages (e.g., results or causals), and 

enriched the meaning of the sentences.  

In carrying out the study of the participial structures, the researcher found that 
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they occurred most frequently in the task of descriptive writing: the comic-strip 

storytelling task (G102, G103, and G106) and the prompt writing task of personal 

experiences (D101 and D104). The result was similar to Thompson’s finding (1983) 

of –ing-participle study. She pointed out that the more formal the language and the 

more descriptive the discourse, the higher frequency of the participles (Thompson, 

1983). Also, according to Thompson (1983), the structure of the participles might 

impress readers and could evoke visual images in their mind. Compared to compound 

and complex sentences, they were less wordy but still carried rich meaning
53

. 

Meanwhile, as marked structure, participles provided other ways to construct 

sentences, making the sentences more diversified. Thus a skillful writer could 

appropriately use participial to modify the subject and to further diversify the 

sentences.  

    The inversion-structure subclass. The second most used marked sentence type 

was inversions (53 cases, accounting for 30%). They are the structures used to express 

emphasis. In total, there are eight different types of inversions taught in Taiwanese 

high schools. They are as follows: adverbials of direction and position fronting, 

conditional-clause inversion, concessive-clause inversion, so/neither/nor inversions, 

only fronting, negative fronting, extent/degree/comparison fronting, and predicate 

adjective or noun fronting. In the samples, no concessive-clause inversions were 

found in the samples. Among them, negative-fronting inversions made up about 

three-fourths (37 cases), and the other six types of inversions consisted of a lower 

percentage (16 cases in total). When writing negative-fronting inversions, the 

advanced writers used a wide range of negative adverbials (37 cases out of 53 

inversions). Consider the following examples:   

                                                        
53 Conjunctions and the auxiliary be verb are crossed out in participles, which makes the sentences 

more concise. 
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(4.82) Seldom do they explore their own interests or know what they are  

enthusiastic for. (D105-13)  

(4.83) Not until John hurt his ankle and could not walk without a crutch did he  

realize the difficulty those in need confronted with. (G102-6)  

(4.84) No sooner had loneliness devoured me than I hanged off the phone.  

(D106-4)  

Example (4.82) was one negative-fronting inversion with one negative adverb, seldom. 

Examples (4.83) and (4.84) were negative-fronting inversions with negative adverbial 

phrases, not until… and no sooner had…, which presented quite complicated 

linguistic forms. It was observed that the negative-fronting inversions were all given 

information and were usually placed in the body of the articles, instead of in the 

beginning or the end, as shown in the following:  

 (4.85) 

What distressed me more is that I find no one to confide to. You may think  

   it’ll be easy for me to eliminate loneliness by a simple phone call to my  

family. Nevertheless, in the short phone call, I will only fill the precious  

time with joyful laughter rather than the difficulties I am faced with at  

school. No sooner had loneliness devoured me than I hanged off the phone. 

Without their companionship, I’m just like a phantom with vacuum soul. 

(D106-4) 

In Example (4.85), before the inversion, there were three more sentences to narrate in 

detail: the significance of a phone call to a lonely person. The theme was elaborated 

gradually before the inversion occurred. With the messages delivered in the sentences, 

it was much easier for the readers to interpret the inversion. Meanwhile, the 

information in the inversion was thus more impressive. It was further elaborated the 

following sentence: The absence of phone calls made the writer even lonelier. What’s 

more, in the article had twenty sentences in total, and the inversion marked sentence is 

the tenth, in the middle of the whole. It was used as the turning point of the article:  

After the inversion, the writer started to come up with his own ways to fight with 

loneliness. From this perspective, the employing of negative-fronting inversions are 
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discourse constraints (Celce-Murcia and Larsen-Freeman, 1999). Further study is 

needed to explore such discourse function of negative inversion structures.  

Other negative adverbials found in the samples were never, rarely, hardly, little, 

by no means, on no account, and under no circumstance. They were all the negative 

adverbials highly emphasized and drilled in high school English classes
54

. The 

applications of the negative adverbials in the articles again showed that the teaching 

of structure forms was a benefit to the high school writers.  

 The other types of inversions were used less frequently, including adverbials of 

direction and position fronting, so/neither/nor inversions, and predicate adjective or 

noun fronting. The structures of direction/position fronting and so/neither/nor 

inversions are taught in junior high English classes. They frequently occur in the 

textbooks, testing papers, and reading materials like magazines. The familiarity may 

lead to writers’ application while writing: Another two types of inversions were a little 

more common than the others in the samples. Predicate adjective or noun fronting, a 

technique adopted in certain written genres (e.g., fiction), is taught in senior high and 

was rarely seen in the samples—only two cases of occurrence. However, 

conditional-clause inversion, only fronting, and extent/degree/comparison fronting 

were more complicated. They are introduced in writers’ senior high school textbooks 

and require more steps to be made, as in the following examples:  

(4.86) Were I you, I would apologize to my parents and then get rid of the habit  

      of playing games continuously. (G101-3) 

(4.87) So happy and joyous was he that he bumped into a girl without even  

noticing her. (G103-6)  

Example (4.86) was one conditional-clause inversion, while Example (4.87) was one 

extent/degree/comparison fronting. They asked for writers’ knowledge of deep 

                                                        
54

 The adverbs never, rarely, hardly, and little frequently appeared in English textbooks of junior high. 

The adverbial phrases by no means, on no account, and under no circumstance are introduced in senior 

high school. They are all highlighted in many high schools testing objects.  



DOI:10.6814/DIS.NCCU.ENG.001.2019.A09 

‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

100 
 

structure first (i.e., If I were you…and He was so happy and joyous…) and then the 

application of inversion rules. The complexity might present challenges for the 

student writers; the percentage of the types of inversions was thus quite low. Despite 

of the structure complexity, few mistakes were found in the inversions written by the 

advanced writers. It showed that the advanced writers had learned the inversion 

structures well and were capable of using them in context. 

   There be…subclass. The structure of there be… ranked third in the marked 

sentences. As Celce-Murcia and Larsen-Freeman (1999) pointed out, there serves 

very useful purposes in English and, consequently, is very common. In written 

discourse, the basic function of there be… is to assert existence; the others are to 

present new information, to make isolated topic shifts or summarize. In the sample, it 

was found that the advanced writers used the structure to assert existence and to 

present new information more (16 cases). Furthermore, despite the fact that the 

structure was simple, it was observed that the higher achievers expanded there be… 

sentences by incorporating other linguistic forms, as exemplified in the following 

sentences:  

(4.88) At the same time, there was a girl walking by my side. She had an iPod  

just like mine and was almost drowned in her iPod world too. (G103-7)  

(4.89) There are many ways to relax apart from indulging yourself in online 

 games. (G101-6) 

Examples (4.88) and (4.89) were two there be… sentences: Example (4.88) contained 

an –ing verb form, and Example (4.89) was added an infinitive sentence-finally. In 

Example (4.88), in addition to the existence use (i.e., the logical subject and its 

location—a girl and by my side), an action was also stated in the structure (i.e., the 

dynamic verb—walking). The example also showed us how the writer applied the 

structure to present new information: After the new topic—the walking girl—was   

introduced in the there be…sentence, the writer started to further describe the girl (e.g., 
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having an iPod and being almost drowned in her iPod world). By doing so, there was 

a smoother transition in discourse. In Example (4.89), a long infinitive was placed 

after the subject, ways, to further describe their characteristics. The 

sentence-expanding strategies enriched the semantic meaning of the there be… 

sentences. The examples all suggest that teachers should help student writers get 

beyond simply using the there be…NP construction. Some implications of teaching 

grammar will be addressed later.  

   Other marked sentences: exclamations, the more…, the more…, and clefts. A 

small number of marked sentences were also found in the samples. They were 

exclamations, the more…, the more…, and clefts. In the samples, there were only 

seven exclamations, taking the form of a what a + noun or how + adjective. Take the 

following sentence as the example: 

    (4.90) What a good idea! (G106-8) 

They appeared in the descriptive writing tasks on JCEE and express the writer’s 

strong feeling about human or nonhuman nouns. Another type of marked sentence 

with few cases was the more…,the more…structure. To make the sentence, writers 

need to have the knowledge of the comparatives and conditions. It is worth 

mentioning that the higher achievers expanded the sentences by giving more details in 

a second clause, as exemplified below:  

(4.91) The more I understand, the more I will be able to give to my future  

  employers. (D105-1)  

(4.92) Besides, the higher diploma one owns, the more he or she will take pride  

in their academic performance and ignore the importance of being modest  

in all works of life. (D105-5)  

Examples (4.91) and (4.92) were two typical sentences of the more…,the more…. It 

was observed that the writers went far beyond the simple structure: they wrote long 

sentences with more messages. Clefs made up the lowest number of marked sentences, 
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with only one case of it-cleft
55

. It put some constituent, typically an NP, into focus. 

Consider the following example:    

(4.93) It was the man who had just been in the priority seat earlier. (G102-4)  

In Example (4.93), the writer used it-cleft to emphasize the NP, the man. The neutral 

sentence was one simple sentence: The man had just been in the priority seat earlier.  

Actually, by simply adding an emphatic reflexive pronoun, the NP, the man, could be 

focused on: The man himself had just been in the priority seat earlier. Compared to 

clefts, it was an easier way to stress focus. In the samples, emphasizing reflexive 

pronouns were frequently seen; it might be the reason for having so few clefts. From 

the few cases of the marked sentences, it was found that if the emphasis was not 

strongly required in the context, the advanced writers preferred to write other types of   

sentences, instead of the marked sentences. Similarly, teachers should not encourage 

student to write marked sentences if not necessary.  

The incorrect sentences in marked sentences. The grammatical mistakes found in 

the marked sentences were mostly local errors, except for dangling modifiers in 

participles. It might be due to the consciousness raising approach of high school 

English teachers. Because of the distinctiveness of the marked sentences, on the 

teaching spot, teachers would, particularly, raise the learners’ awareness of their 

features through drills, grammar explanation, and other form-focused activities. In the 

higher achievers’ writing, there were only a few ungrammatical marked sentences (13 

cases), as exemplified in the following:  

(4.94)* Getting out of the car, what came into my view was the entrance of the  

park being packed to the brim with hundreds of tourists. (G106-10) 

Example (4.94) was a participial but with typical dangling-modifier. This is the 

incorrect use of structural subjects. In this case, the participle had a different subject 

from the main clause which failed to reach coreferential identification. The participial 

                                                        
55 The other it-cleft was found in the type of compound sentences with an it-cleft embedded.  
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was suggested to be modified into “when I got out of the car….” 

(4.95) * It’s Mr. Lin that helped me think independently and let music strike a  

deep chord with me. (D104-8) 

Example (4.95) was an it-cleft structure. However, there was a human subject NP;   

consequently, the it-cleft should be revised into “It’s Mr. Lin who….”, instead of the 

relative pronoun that
56

.  

(4.96) *Thus spoke Albert Lippman of leadership: “The final test of a great  

           leader is that he leaves behind him in other men the conviction to carry 

    on.” (G104-8) 

Example (4.96) appeared to be an inversion. However, in English, the fronting of the 

verb itself is hardly seen
57

; it was considered inappropriate.  

  (4.97) *Fatigued and exhausted they finally reached the destination, only to  

find outside the building packed with numerous people to a degree that  

they couldn’t see the contour. (G106-4) 

(4.98) *Not only can exercise boost our physique but it can also relieve our  

     stress. (D103-9) 

Examples (4.97) and (4.98) were two examples of the punctuation problems—the lack 

of a comma. In Example (4.97), there should be a comma after the participle (i.e., 

Fatigued and exhausted, they…). In Example (4.98), a comma was needed between 

the inversion and the main clause (i.e., Not only can exercise boost our physique, 

but…). All the incorrect and inappropriate sentences found in the marked sentences 

should be explicitly informed to students.  

Summary of the marked sentences. The participial structures and inversions were 

the two most frequently used types of marked sentences. The higher achievers wrote 

particles as adverbials, mostly in the task of descriptive writing, such as the 

comic-strip storytelling task. Among inversions, negative-fronting inversions were the 

                                                        
56 The relative pronoun that used in it-cleft was to modify a nonhuman subject NP. According to 

Schachter (1973), the misuse of that to modify a human subject NP in it-cleft might bring the 

ambiguity. In this case, the it-cleft resembled relative clauses and would have different stress patterns: 

the it-cleft reading would give special stress to Mr. Lin and the relative clause reading would not.   
57 However, the fronting of the present or past participle is common, such as “Sitting at the kitchen 

table was our missing uncle.” (Celce-Murcia & Larsen-Freeman, 1999, p.614) 
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most common, and the other types made up a lower percentage. Generally speaking, 

inversions were discourse constraints. The structure of there be… ranked third and 

were used to assert existence and to present new information more by the writers. 

Exclamations, the more…,the more…, and clefts were with few cases. A few errors 

were found in the marked sentences, such as dangling-modifiers, the misuse of 

relative pronouns in it-clefts, and mechanic punctuation problems. At last, through 

some phenomenon, it was found that there was a tendency for the advanced writers to 

use other types of sentences to give emphases, compared to certain marked 

sentences
58

. Students should be cautioned not to write too many marked sentences in 

writing.  

 

Pedagogical Implications 

 

In writing, sentence structures deserve learning priority and call for the refining 

teaching methods. In the past, there were always some myths: Constructing long and 

complicated sentences was an indicator of good writing ability. However, the results 

and finding of the study turn over to a new leaf. In the 166 samples, despite the fact 

that the advanced writers were good at using various types of sentence structures, the 

most frequent ones were complex sentences (1131 cases, 37.18% out of the total) and 

simple sentences (937 cases, 30.80% out of the total)
59

. They were 69% in total, 

approximately 70%. Simple sentences, featured by the use of verbs, are represented 

                                                        
58 The following were the calculations of the marked sentences embedded in other sentence type. the 

marked sentences embedded in the compound-complex sentences were totally 32 sentence cases, a total 

of 7.42% in compound-complex sentences. For the marked sentences embedded in compound 
sentences, they were totally 12 sentence cases, a total of 3.30% in compound sentences. For the marked 

sentences embedded in complex sentences, they were totally 38 sentence cases, a total of 3.36% in 

complex sentences. In sum, a total of 259 marked sentences were found in the samples, which was 

8.52%, approximately one-tenth, in all the sentences.  
59 The finding dispelled the myth that simple sentences feature in lower achievers’ writing and that 

writing sentences of complicated structures guarantee higher scores. 
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by short simple structure. Because of the conciseness, the text is much easier to be 

read. Then the advanced writers used a lot of complex sentences to combine messages 

(i.e., old information and new information), which enriched the content of structure. 

As for the other sentence types, the number of the structures declined sharply. Three 

hundred and sixty three (11.93%) compound sentences were found in the data, 432 

(14.20%) compound-complex, and 179 (5.89%) marked sentences. Compared to 

simple and complex sentences, compound-complex and marked structures are much 

more complicated in structure and more difficult to understand. The results might 

inspire teachers to examine the way how simple sentences and complex sentences 

worked out the effect, and teach it to student writers. The implications of the findings 

of the study are as the following.   

 To start, in the data the advanced writers were skillful at expanding sentences to 

give richer meaning. Particularly, the strategy was frequently adopted in simple 

sentences. By doing so, despite the simple structure, simple sentences created much 

more meaningful context. There were two ways to do—using adverbials or infinitives. 

Adverbials are to modify a verb and have the functions of showing manner, place, and 

time. Adverbial forms used in the samples include adverbs (e.g., secretly), 

prepositional phrases (e.g., across from the park), and prepositional noun phrases (e.g., 

last night)
60

. Sometimes more than one adverbial can be found in a sentence. 

Infinitives are the result of an embedded clause in which a repeated subject is left out, 

leaving the verb in its infinitive form (e.g., to work). Infinitives used in the samples 

refer to those as predicate noun phrase complements or predicate adjective 

complements
61

. In high school, the adverbial system is taught separately in different 

                                                        
60 For adverb clauses (e.g., …although he was sick), in the present study they were categorized into the 

complex sentences. 
61 For the infinitives as object predicates (e.g., The nurse plans to work in a hospital in Kenya.) and 

subject predicates (e.g., To be in love is a wonderful feeling.), in the present study they belonged to the 

types of the simple sentences but not considered the ways of expanding sentences. (Mater, 1996, p.341, 
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academic years: prepositional phrases in the first semester of the seventh grade, 

prepositional noun phrases in the second semester of the seventh grade, and adverbs 

in the second semester of the eighth grade. The Infinitive structures, in high school, 

are introduced in the second semester of the eighth grade as well. It is suggested that 

teachers incorporate the teaching of the two sentence-expanding strategies, from the 

writing perspective. In the process, the PPP Approach (presentation, practice, and 

production) is one way to do. First, the sentences modified by the two strategies in 

textbooks or those by the advanced writers can be the teaching samples in class. 

Teachers then can give students some simple unexpanded sentences to practice, 

discussing possible ways to enrich the meaning of sentences. Since language skills 

cannot be acquired in a short time, the process of presentation and practicing should 

be repeated. The repeated drills would give students plenty material input. At last, 

students can produce their own in their writing pieces.  

 Second, the higher achievers were concerned about rhetorical functions of 

sentence structure in essays. In the samples, the most frequent structure was the 

complex sentences, which layer pieces of information within one sentence. It was 

worth mentioning that the complex sentences by the writers were far beyond 

sentence-level. In the sentences, the thoughtful arrangements of 

background/foreground (old/new information) were frequently seen. In general, old 

information, considered backgrounding, was mostly placed sentence-initially. On the 

contrary, new information, which functions foregrounding, was usually put 

sentence-finally
62

. In addition, clauses with different weights were placed in a logical 

order: The smaller size was put sentence-initially, while the bigger size postponed 

                                                                                                                                                               
p.343). 
62 In fact, different subordinators carry different kind of information. Take causal subordinators since 

and because as examples: Since-clause leads old information and is usually placed sentence-initially, 

while because-clause leads new information and is usually placed sentence-finally.    
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sentence final position. By this way, the sentences flow more fluently, and readers can 

easily catch the gist of the text. Therefore, while teaching sentence patterns in each 

unit, in addition to the linguistic forms, teachers also need to introduce the discourse 

functions of each sentence type.  

Next, teachers should remind student writers not to incorporate too many pieces 

of information within one sentence. In the samples, some confusing sentences were 

found when the writers intended to deliver too many messages in a sentence. The 

sentences became comma-spliced: the writers incorrectly combined two or more 

independent clauses with a comma to make one sentence, without a period or a 

conjunction. Some sentences are long and repeating the same idea. They formed 

sentence clusters and needed to be revised. These mistakes suggested that student 

writers not combine too many ideas at the same time within one sentence. In this way, 

sentence structures will not be too complicated and run-on sentences could be avoided. 

Meanwhile, when writing sentences with more complicated structures, such as 

compound-complex and marked sentences, students need to carefully reexamine them. 

The cautions for the two types of sentences are as the following. 

For compound-complex sentences, the structures of them were the most 

complicated of all: because they contain at least one coordinator and one subordinator, 

there are at least three pieces of information. Therefore, methods to weigh and 

incorporate the information become crucial. Writers should avoid structure 

ambiguities, which confuse readers and impede their sentence interpretation. Thus 

compound-complex sentences indeed demand careful scrutinizing. 

 When it comes to marked sentences, the limited marked sentences in the samples 

and their distinctive rare features imply that marked sentences should not be the 

emphatic structure to teach. The purpose of marked sentences is to give emphases or 

to serve particular rhetorical purposes, but, in fact, other types of sentences with easier 
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structures can achieve similar effects. Thus teachers should be aware of not over 

highlighting marked sentences in class.  

For the last point, through the incorrect sentences in the samples, it was found 

that even the advanced writers might misuse conjunctions. As a result, teachers should 

explicitly teach the concepts and usage of each conjunction, both coordinators and 

subordinators. In the samples, it was found that even the higher achievers misused 

conjunctions and thus distorted the intended meaning. The phenomenon suggests a 

need for teachers to more closely monitor conjunction instruction. As Marton (1981) 

argues, “In learning many syntactic structures of the target language, the difficulty is 

primarily conceptual and not formal” (p.173). In high school, the primary focus is 

usually on form instruction. The semantic or conceptual framework for selecting 

suitable conjunctions is rarely dealt with. Therefore, the semantic meanings of each 

conjunction have to be explicitly taught for they are the first step to combining 

sentences.  

All the above points further imply the importance of the focus on forms and 

discourse functions in writing. Hence, there is a need to connect grammar and essay 

writing instructions since grammar teaching has always been a focus in high school, 

and it does benefit students, making them better writers.    

 

Summary of the Chapter  

 

 The chapter yielded the results of the analysis of five types of sentence in the 

advanced writers’ compositions: complex sentences ranked first, simple sentences 

second, compound-complex sentences third, the compound sentences fourth and 

marked sentences fifth. The frequencies of their subclasses were reported as well. 

How the five types of sentences were used and the incorrect sentences related to the 
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sentence structures were also discussed. Both the quantitative and qualitative findings 

suggest various pedagogical implications.  
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CHAPTER 5 

CONCLUSION 

 

 In the chapter, an overall account of how sentence structures were used in the 

advanced writers’ compositions is presented, both quantitatively and qualitatively. The 

quantitative analysis shows the frequency of each type and their subclasses. The 

qualitative analysis describes how the writers use the sentence types, both correct and 

incorrect sentences included. The intention is to highlight how different sentence 

types can be functionally and meaningfully used in writing. To begin with, the main 

results are summarized in response to the two research questions. Then, on the basis 

of the findings, some pedagogical suggestions for connecting grammar and essay 

writing instructions are made as a contribution to EFL writing in high school in 

Taiwan. Finally, the limitations of the study are discussed and directions for further 

research also recommended.  

 

Answers to Research Questions 

 

 The study aims to answer how different sentence types are employed in 

advanced writers’ compositions. In this section, the following two research questions 

are answered.  

Question 1: What is the overall frequency of each type and their subclasses? 

Overall Frequencies of Each Type of Sentence and Their Subclasses 

 Frequencies of each type of sentence. The quantitative analysis of the 166 

compositions of GSATs and DRTs showed a substantial difference in the frequency of 

each sentence type. In the samples, there were 3042 sentences in total. The calculation 

shows that in the complex category, there are 1131 complex sentences (accounting for 
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37.18% of the total), in the simple category 937 (30.80%), in the compound-complex 

category 432 (14.20%), in the compound category 363 (11.93%), and marked 

category 179 (5.89%). Complex sentences were most-frequently used, while marked 

sentences were least-frequently used. Simple sentences ranked second, 

compound-complex third, and compound sentences, fourth.  

 Frequencies of the subclasses of each type of sentence. The complex sentences 

include three types of clauses: adverbial clauses, noun clauses, and adjective clauses. 

The calculation shows that the adverbial-clause subcategory has 478 complex 

sentences (accounting for 42.27% of the total in complex sentences), noun-clause 

subcategory has 375 (33.16%), and adjective-clause subcategory has 226 (19.98%). 

In the adverbial-clause subclass, there are eight types of clauses. They are listed 

as the following according to their frequencies: time clauses occur in 153 complex 

sentences (13.53%), reason clauses 115 (10.17%), condition clauses 73 (6.46%), 

concessive clauses 61 (5.39%), manner clauses 26 (2.30%), place clauses 21 (1.86%), 

result clauses 19 (1.68%), and purpose clauses 10 (0.88%).  

There are five subclasses in simple sentences in total. Among them, the S+V+O 

subclass was most frequently used with 344 simple sentences (accounting for 36.71% 

of the total in simple sentences). The calculation shows that the S+V+SP subclass has 

315 simple sentences (33.62%), the S+V+O+OP subclass 151 (16.12%), the S+V 

subclass 89 (9.49%), and the S+V+IO+DO subclass only 38 (4.06%), ranking fifth of 

all simple sentences.  

A wide variety of combinations of compound and complex sentences are found 

in the samples. There are three types of compound-complex sentences. The first type 

is those with three or more than three conjunctions, including at least one coordinator 

and one subordinator. It has 220 compound-complex sentences (51.03%). The second 

is those with one coordinator and one subordinator. There are 179 compound-complex 
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sentences (accounting for 41.53% in compound-complex sentences). The third type is 

those with marked sentences embedded. It had only 32 compound-complex sentences 

(7.42% ).  

The subclasses of compound sentences are classified according to their 

coordinating conjunctions: and, but, so, or, yet, and for. The calculation shows that the 

and subclass has 183 compound sentences (accounting for 50.42% in compound 

sentences), the but subclass 96 (26.45%), the so subclass 32 (8.82%), the or subclass 

16 (4.40%), the yet subclass 13 (3.58%), and the for subclass 6 (1.65%).   

The marked sentences examined in the study are those with high frequency in 

high school English textbooks in Taiwan. They are participials, clefts, inversions, 

exclamations, and the patterns of “there be...” and “the more…, the more….” The 

calculation showed that the participial subclass has 84 marked sentences (accounting 

for 46.93% in marked sentences), the inversion subclass 53 (29.61%), the there 

be…subclass 30 (16.76%), the exclamation subclass 7 (4%), the the more…, the 

more…subclass 3 (1.68%), and the cleft subclass 2 (1.11%). 

Question 2: What are the characteristics in the five types of sentence?  

 First, two common features in this study are shared by all sentence types. One is 

the characteristic of sentence expansion; the other is the application of rhetorical 

function.  

 No matter which sentence structures the advanced writers use, they further 

expand the sentences with adverbials or infinitives. The manipulation enabled writers 

to gradually add more messages and enrich the meaning of sentences.  

Rhetorical functions are the advanced writers’ other concern in composing essays. 

They place messages with different weights in a logical order: the smaller size 

sentence-initially, with the bigger size postponed to the sentence final position. This 

way, the sentences are more fluent, and readers can more easily catch the gist of the 
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text. 

The Characteristics of the Five Types of Sentence  

The complex sentences are the most frequent structure in the samples. The 

writers apply the structure to layer the information within one sentence. The complex 

sentences in the samples are far beyond sentence-level: they are found in the 

discourse level of language. In the sentences, the thoughtful arrangements of 

background/foreground (old/new information) are frequently seen. In general, old 

information, considered backgrounding, is mostly placed at the start of sentences, 

whereas new information, which functions as foregrounding, is usually put 

sentence-finally. Grammatical errors like misuse of subordinators or omission of that   

happen occasionally.  

The advanced writers also wrote a large number of simple sentences, which are 

mainly categorized by the verb use. Overall, there are a large number of applications 

of the adverbial system and infinitive structures throughout the five subclasses of 

simple sentences. In the samples, it is common to see more than one adverbial or the 

use of adverbials and infinitives together in a single sentence. As a result, the simple 

sentences constructed by the higher achievers were long and diversified. A few 

grammatical errors relating to verb forms are found in simple sentences. 

Compound-complex sentences are long and structurally complicated. This is 

because the sentences contain at least one coordinator and one subordinator and give 

at least three pieces of information. The samples showed a wide range of 

combinations of coordinators and subordinators in different contexts. It was noticed 

that the writers make a few grammatical errors in compound-complex sentences, such 

as the omission of that and run-on sentences. 

In the samples, when two sentences of equal grammatical importance are linked 

by particular semantic relation, the higher achievers use a coordinator to form a 
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compound sentence to show relation. The and compound sentences are the most 

frequent for the coordinator is a conjunction of many meanings, such as “plus” and 

“as a result.” The but compound sentences, which signaled semantic contrast or 

adversative, were another frequent structure. The others were in the minority among 

compound sentences. Few ungrammatical sentences were found, including run-on 

sentences and the lack of equivalence.  

Among the six structures of marked sentences, participials are used most 

frequently to function as adverbials, modifying entire sentences or clauses. Inversions, 

particularly negative inversions, are another high frequency structure used by the 

advanced writers to give a more emphatic or exclamatory effect. The other marked 

structures occur infrequently. A few errors were found in the marked sentences, such 

as dangling-modifiers, the misuse of relative pronouns in it-clefts, and mechanic 

punctuation problems.   

   

Pedagogical Implications 

 

 In Taiwan, the high school students are required to write an essay for college 

entrance examinations, and the current writing instruction does not effectively achieve 

this goal. The need to explore effective writing practices is necessary for they can 

enhance students’ writing skills. Since the component of grammar is crucial in EFL 

contexts, the answers to the grammar characteristics of good-quality writing will 

contribute to the understanding of what students lack and need, and how teachers can 

incorporate significant writing elements into classroom.  

 The advanced writers’ essays on GSAT and DRT provide high school students 

with sample articles of good quality to follow. Since linguistic forms are paid great 

attention in high school and we cannot neglect the importance of grammar in EFL 
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writing, the present study investigated one of the linguistic qualities—sentence 

structures—in these outstanding writing samples. With a detailed look at these works, 

structure features considered keys to higher quality have been assessed. The findings 

suggest various pedagogical implications. The following are the focal points derived 

from the results. 

1. The suggestion of sentence-expanding strategies in writing 

No matter what sentence types the advanced writers used, they had a tendency to 

expand the sentences with the adverbials or infinitives. In this way, the meaning of 

sentences was enriched. Particularly, the strategy was abundantly applied to simple 

sentences. From this perspective, teachers can encourage students in a timely manner, 

especially the lower achievers, to write simple sentences with the two discussed 

rhetorical strategies. The tactful use of simple structure benefits student writers in 

certain contexts.  

2. The reminder of rhetorical functions in writing 

In order to enable student writers meaningfully combine ideas into sentences and  

create discourse-level writing, teachers should remind them of rhetorical functions in 

writing. First, layering pieces of information within one sentence is necessary. The 

background and foreground information (i.e., old and new information) should be 

carefully arranged. General speech, old information, functioning as background 

information, is placed sentence-initially, while new information, functioning as 

foreground information, is placed sentence-finally. Another consideration is the 

logical order of clauses with different weights: the smaller size generally belongs in 

the sentence initial position, with the bigger size in the sentence final position. That 

way, the sentences flow more fluently so that readers can easily catch the gist of the 

text.  

3. Dispelling the myth of simple structures and complicated structures 
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The samples showed that, despite the simple structure, the advanced writers had a  

tendency to write simple sentences. The finding dispelled the myth that simple 

sentences feature in lower achievers’ writing and that writing sentences of 

complicated structures guarantee higher scores. The phenomenon suggests teachers 

should lead students to value the significance of simple sentences: They are the start 

of other types of sentence. Meanwhile, because simple sentences feature specific verb 

use, there is a need for teachers to explicitly teach verb systems. When it comes to 

complicated structures, teachers should warn students that complicated structures 

might cause structure ambiguities, which confuse readers and impede their sentence 

interpretation. Compound-complex sentences are the typical example. Despite the fact 

that the structure type can deliver many messages within one sentence, grammatical 

errors might be easily made. Hence, the careful scrutinizing is demanded. 

4. The must do of explicit teaching of conjunctions 

Through the incorrect sentences in the samples, it was found that even the 

advanced writers misused conjunctions to some extent. It is suggested teachers 

explicitly teach conjunctions, including their linguistic forms and semantic meaning.  

 

Limitations of the Study 

 

 As with any body of empirical research, the current study exhibits some 

limitations. First of all, the study tries to connect the relationship between grammar 

and essay writing. However, only investigating the sentence structure does not cover 

all the grammar aspects. Actually, on the teaching site, both sentence structures and 

vocabulary are highly emphasized. In addition to sentence structures, the lack of 

control over vocabulary is also a major reason leading to low grades on JCEE. In the 

samples, it was also found that vocabulary played a crucial role in sentences, such as 
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verbs in simple sentences and conjunctions in compound, complex, and 

compound-complex sentences. Therefore, it takes further exploration to see the 

characteristics of lexical words found in the advanced writers’ compositions. A second 

caveat relates to the investigation of inappropriate sentences in the samples. The study 

only examined the incorrect sentences related to sentence structures. Even so, there 

were still a few sentences which were grammatically correct but structurally 

inappropriate. Take the marked sentences as an example. They give strong emphases 

and, in fact, cannot be over highlighted in writing. Some marked sentences are 

inappropriately used in the sample. Thus, it would be worthwhile if inappropriate 

sentences are reviewed and further discussed in the study. Finally, the samples 

analyzed in the present study were on GSATs and DRTs from Academic Years 101 to 

106, with the five criteria of composition grading (i.e., content, organization, grammar 

and syntactic structure, vocabulary and spelling, and mechanics). The writing samples 

on GSAT and DRT in Academic Year 107 can further be included although the writing 

tasks on JCEE since Academic Year 107 are graded with the new revision of four 

criteria. But, still, it is believed that the results will provide high school English 

teachers in Taiwan with a framework to connect grammar and essay writing 

instruction     

 

Directions for Future Research 

 

In view of the caveats, several future directions are brought forth. First, since 

both sentence structures and vocabulary are highly emphasized on the teaching site in 

high school, there is also a need to examine the advanced writers’ vocabulary use in 

terms of vocabulary category, frequency, variation, and density. A good control of 

vocabulary in essay writing not only contributes to establishing text cohesion but also 
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further improves the naturalness of the text. It is a determining factor in achieving 

higher grades. The future study can start from the point of investigating the content 

words used by the advanced writers in the categories of nouns, verbs, adjectives, and 

adverbs. 

Secondly, it will be more inspiring to deeply investigate the inappropriate 

sentences in the samples. In addition to those related to sentence structures, the future 

study might have a look at the problems of information gaps between sentences and 

even paragraphs. They bring cohesion breaks and hinder topic continuity. Another 

issue is the use of Chinese-English sentences. In the samples, some of the English 

sentences seemed to be infused with writers’ native language, Chinese. It brought 

logical problems which impede readers’ understanding. Finally, some advanced 

writers made uncommonly flowery sentences or used too many symbolic images, 

which belied the writers’ inexperience with the English language. All these issues 

deserve priority in future investigations.  

 Thirdly, the future study can include more writing samples of the advanced 

writers on GSATs and DRTs. Since more writing samples are released in every 

academic year, it is worth examining the sentence structures in different writing tasks. 

The results would bring out more pedagogical implications.  

 Next, for those structures with more complicated structures, such as 

compound-complex sentences and marked sentences with participles and inversions, 

careful reexaminations in separate studies are necessary. That way, the types of 

sentences will be paid further attention so that student writers can benefit from the 

study results.  

 Lastly, with the implementation of the 108 Curriculum Guidelines, which are 

discourse-concerned, the future study can investigate the discourse characteristics in 

the advanced writers’ works, such as topic continuity or the problems of cohesion 
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breaks. The findings might get student writers know how to combine information 

effectively and construct context coherently. Hopefully, this longitudinal exploration 

will then be illuminating and complete the research-pedagogy cycle. 
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Appendix A 

The rubric and details of each scoring aspect in GSAT &DRT before Academic 

Year 107 

 

(Adopted from CEEC) 

 

          等級 

項目 

優 可 差 劣 

 

內 

 

容 

主題(句)清楚切

題，並有具體、完

整的相關細節支

持。 

(5-4分) 

主題不夠清楚或突

顯。部分相關敘述

發展不全。 

 

(3分) 

主題不明，大部分

相關敘述發展不全

或與主題無關。 

 

(2-1分) 

文不對題或沒寫

(凡文不對題或沒

寫者，其他各項均

以零分計算)。 

(0分) 

 

組 

 

織 

重點分明，有開

頭、發展、結尾，

前後連貫，轉承語

使用得當。 

(5-4分) 

重點安排不妥，前

後發展比例與轉承

語使用欠妥。 

 

(3分) 

重點不明、前後不

連貫。 

 

 

(2-1分) 

全文毫無組織或未

按提示寫作。 

 

 

(0分) 

文 

法 

、 

句 

構 

全文幾無文法錯

誤，文句結構富變

化。 

 

(4分) 

文法錯誤少，且未

影響文意之表達。 

 

 

(3分) 

文法錯誤多，且明

顯影響文意之表

達。 

 

(2-1分) 

全文文法錯誤嚴

重，導致文意不

明。 

 

(0分) 

字 

彙 

、 

拼 

音 

用字精確、得宜，

且幾無拼字錯誤。 

 

 

(4分) 

字詞單調、重複，

用字偶有不當，少

許拼字錯誤，但不

影響文意之表達。 

(3分) 

用字、拼字錯誤

多，明顯影響文意

之表達。 

 

(2-1分) 

只寫出或抄襲與題

意有關的零碎字

詞。 

 

(0分) 

 

體 

 

例 

 

格式、標點、大小寫幾無錯誤。 

 

 

 

(2分) 

格式、標點、大小

寫等有錯誤，但不

影響文意之表達。 

 

(1分) 

違背基本的體例或

格式，標點、大小

寫等錯誤甚多。 

 

(0分) 
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Appendix B 

The rubric and details of each scoring aspect in GSAT &DRT since Academic 

Year 107 

 

(Adopted from CEEC) 

 

          等級 

項目 

優 可 差 劣 

 

內 

 

容 

主題(句)清楚切

題，並有具體、完

整的相關細節支

持。 

(5-4分) 

主題不夠清楚或突

顯。部分相關敘述

發展不全。 

 

(3分) 

主題不明，大部分

相關敘述發展不全

或與主題無關。 

 

(2-1分) 

文不對題或沒寫

(凡文不對題或沒

寫者，其他各項均

以零分計算)。 

(0分) 

 

組 

 

織 

重點分明，有開

頭、發展、結尾，

前後連貫，轉承語

使用得當。 

(5-4分) 

重點安排不妥，前

後發展比例與轉承

語使用欠妥。 

 

(3分) 

重點不明、前後不

連貫。 

 

 

(2-1分) 

全文毫無組織或未

按提示寫作。 

 

 

(0分) 

文 

法 

、 

句 

構 

全文幾無文法、格

式、標點錯誤，文

句結構富變化。 

 

 

(5-4分) 

文法、格式、標點

錯誤少，且未影響

文意之表達。 

 

 

(3分) 

文法、格式、標點

錯誤多，且明顯影

響文意之表達。 

 

 

(2-1分) 

全文文法錯誤嚴

重，導致文意不

明。 

 

 

(0分) 

字 

彙 

、 

拼 

字 

用字精確、得宜，

且幾無拼字、大小

寫錯誤。 

 

 

(5-4分) 

字詞單調、重複，

用字偶有不當，少

許拼字、大小寫錯

誤，但不影響文意

之表達。 

(3分) 

用字、拼字、大小

寫錯誤多，明顯影

響文意之表達。 

 

 

(2-1分) 

只寫出或抄襲與題

意有關的零碎字

詞。 

 

 

(0分) 
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Appendix C 

Six writing tasks on GSATs from 2012 to 2017  

(Adopted from CEEC) 

 

Test The writing task 

2012 

GSAT 

提示︰你最好的朋友最近迷上電玩，因此常常熬夜，疏忽課業，並

受到父母的責罵。你（英文名字必須假設為 Jack 或 Jill）打算

寫一封信給他/她（英文名字必須假設為 Ken 或 Barbie），適

當地給予勸告。 

請注意：必須使用上述的 Jack或 J i l l在信末署名，不得使用自己的真

實中文或英文名字。 

2013 

GSAT  

提示︰請仔細觀察以下三幅連環圖片的內容，並想像第四幅圖片可

能的發展，寫出一個涵蓋連環圖片內容並有完整結局的故事。 

 

 

 

 

 

 

 

 

1 2 

3 4 
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2014 

GSAT 

提示︰請仔細觀察以下三幅連環圖片的內容，並想像第四幅圖片可能的發

展，寫一篇涵蓋所有連環圖片內容且有完整結局的故事。 

2015 

GSAT  

提示︰下面兩本書是學校建議的暑假閱讀書籍，請依書名想想看該書的內

容，並思考你會選擇哪一本書閱讀，為什麼？請在第一段說明你會

選哪一本書及你認為該書的內容大概會是什麼，第二段提出你選擇

該書的理由。 

 

2016 

GSAT 

提示︰你認為家裡生活環境的維持應該是誰的責任?請寫一篇短文說

明你的看法。文分兩段，第一段說明你對家事該如何分工的看

法及理由，第二段舉例說明你家中家事分工的情形，並描述你

自己做家事的經驗及感想。 
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2017 

GSAT 

提示︰請仔細觀察以下三幅連環圖片的內容，並想像第四幅圖片可能的發

展，然後寫出一篇涵蓋每張圖片內容且結局完整的故事。 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1 2 

3 4 
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Appendix D 

Six writing tasks on DRTs from 2012 to 2017  

(Adopted from CEEC) 

 

Test The writing task 

2012 DRT 提示：請以運動為主題，寫一篇至少 120個單詞的文章，說明你最常從事的

運動是什麼。文分兩段，第一段描述這項運動如何進行（如地點、活

動方式、及可能需要的相關用品等），第二段說明你從事這項運動的

原因及這項運動對你生活的影響。 

2013 DRT   提示：以下有兩項即將上市之新科技產品：如果你有機會獲贈其中一項

產品，你會選擇哪一項？請以此為主題，寫一篇至少 120個單詞的

英文作文。文分兩段，第一段說明你的選擇及理由，並舉例說明你

將如何使用這項產品。第二段說明你不選擇另一項產品的理由及該

項產品可能衍生的問題。 

 

 

 

 

 

2014 DRT  下圖呈現的是美國某高中的全體學生天進行各種活動的時間分配，請寫一篇

至少 120 個單詞的英文作文。文分兩段，第一段描述該圖所呈現之特別現

象；第二段請說明整體而言，你一天的時間分配與該高中全體學生的異同， 

並說明其理由。 

 

 

 

 

 

 

 

 

具有掃瞄透視功能，戴上後即能看到

障礙物後方的生物；同時能完整紀錄

你所經歷過的場景。 

產品二：智慧型眼鏡 
（smart glasses） 

 

穿上後頓時隱形，旁人看不到你的存

在；同時，隱形披風會保護你，讓你

水火不侵。 

 

 

產品一：隱形披風 
（invisibility cloak）  

0

2

4

6

8

10

單位: 小時
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2015 DRT   提示：指導別人學習讓他學會一件事物，或是得到別人的指導而自己學會一

件事物，都是很好的經驗。請根據你過去幫助別人學習，或得到別人

的指導而學會某件事的經驗，寫一篇至少 120個單詞的英文作文。文

分兩段，第一段說明該次經驗的緣由、內容和過程，第二段說明你對

該次經驗的感想。 

2016 DRT  提示：最近有一則新聞報導，標題為「碩士清潔隊員（waste collectors with a 

master’s degree）滿街跑」，提及某縣市招考清潔隊員，出現 50位碩士

畢業生報考，引起各界關注。請就這個主題，寫一篇英文作文，文長

至少 120個單詞。文分兩段，第一段依據你的觀察說明這個現象的成

因，第二段則就你如何因應上述現象，具體（舉例）說明你對大學生

涯的學習規劃。 

2017DRT 提示：每個人從小到大都有覺得寂寞的時刻，也都各自有排解寂寞的經驗和

方法。當你感到寂寞時，有什麼人、事或物可以陪伴你，為你排遣寂

寞呢？請以此為主題，寫一篇英文作文，文長至少 120 個單詞。文分

兩段，第一段說明你會因為什麼原因或在何種情境下感到寂寞，第二

段描述某個人、事或物如何伴你度過寂寞時光。 
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