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	As of now, grammarians and linguists have provided numerous conflicting books of definitions, rules, etc., none of which help students understand how language works. Unlike any of those books, KISS starts from some simple questions—what concepts do students need to know (when and how) to be able to intelligently discuss the function of almost every word in the sentences that they read and write. Once students can do this, they can clearly assess the correctness, style, and logic of their own (and others’) writing.
The primary purpose of this booklet is to address the question of clear, testable standards. Unlike almost all documents on standards, however, this one is based on a curriculum design for teaching to those standards. The KISS site (KISSGrammar.org) includes detailed instructional materials, hundreds of answer keys, and detailed explanations of the sequence and concepts that are discussed below. Here, however, I want to focus on the clear, testable standards.
Suggestions for improving this document are welcome.
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Introduction

In Politics and the Novel, Irving Howe notes that “Hitler burned books, Stalin had them rewritten” (244) Howe’s point is that both Hitler and Stalin were out to keep the population ignorant. The elite in the U.S. have found a better, less obvious way to achieve the same goal—keep the people illiterate. If the people cannot read well, what is in the books makes no difference, and, because they can’t read well, the people will not even know what they are missing.
Some readers may wonder what grammar has to do with the question of literacy. My response is that an understanding of grammar (in the sense of how sentences actually work) is fundamental to both reading and writing. Similarly, [image: image1.jpg]


many people may consider me presumptuous in proposing a set of standards for grammar, but we have a very serious literacy problem, and the Common Core will not help solve it. Many states put assessed samples of students’ writing at different grade levels on the web. If you just browse them, you will see the problem. The samples from many eleventh graders are worse than the samples from many fourth graders! Some of these samples are in the “Statistical Studies of Natural Syntactic Development: An On-going KISS Project,” but every state probably has the problem. (Some states may simply exclude examples of really poor writing.)
If you think the Common Core State Standards will help, you’re wrong. Check them out. They regularly state what students should do, such as “Write correct sentences,” but they rarely, if ever, state either what students should know or how students should learn to do what they say students should be able to do. As a simple example, students are expected to avoid subject/verb agreement errors, but they are not expected to be able to identify subjects and verbs in the first place. The Common Core, in other words, will further degrade our educational system.

In the standards proposed below, students are eventually expected to be able to identify the function of almost every word in any English sentence. If they can do this, they can understand not only how to avoid most errors, but they can also intelligently discuss many questions of logic and style. Most importantly, they will know that they know. No one can convince a student that there is a subject/verb agreement error in a sentence that does not have such an error.
We need to begin with the definition of “grammar.” Most people think of grammar as a collection of rules for avoiding errors. That is the way in which it has historically been taught. Such instruction has proven mostly useless, if not harmful. But “grammar” actually includes a number of areas, one of which is “syntax,” the study of how words work together in sentences to make meaning. Forty years of teaching writing at the college level have convinced me that what students really need is an understanding of syntax—of how sentences work.
I began by developing a one semester grammar course for future teachers. By the end of the semester, most of my students could understand most of what is in this document, but English sentences are complex, and even for the best of students, their understanding was shaky. My point here is that if that instruction is spread over grades one through twelve, at the end, every student should be able to explain and intelligently discuss how almost every word in every sentence (no matter how complex) works. Put differently, that means that the students will be able to explain how every word adds meaning to the sentence.
Such understanding is critical. Look at almost any grammar textbook and you will find definitions of grammatical constructions, but you will not find any text that explains how these constructions actually work in real sentences. Have you ever seen a text that even claims to teach students how to identify the subjects and verbs in the sentences that they themselves write?

Unlike any set of standards that I am aware of, this one derives from an instructional sequence that addresses what students should know and why. Parts of this document, therefore, describe a sequence of instruction. Not everything can or should be tested, and I have suggested fill-in-the-bubble questions for things that could be. (I don’t like fill-in-the-bubble tests, but I realize that they are the easiest approach to massive testing.)
A Brief Introduction to KISS Grammar
The standards suggested here are supported by the KISS Grammar website (KISSGramamar.org) The site offers free multi-year curriculum sequences for teaching grammar, including instructional materials, hundreds of exercises, and analysis keys for teachers. My objective here is not to explain all of KISS, but simply to suggest that KISS provides clear standards—and provides instructional material and exercises for helping all students to meet them. The KISS sequence is based on theory and research on how sentences grow, and this is reflected in these standards. 

It is important to note that new constructions are added at each level. In typical grammar books, students study, for example, subjects and verbs. The students do a couple of exercises on subjects and verbs; instruction then moves on to something else. Students who didn’t get it, never get another chance. They are lost. In a KISS-like approach, however, once students study subjects and verbs, they will continue to identify the subjects and verbs in any identification exercise that they do. In other words, KISS provides automatic review.
A Psycholinguistic Model of How the Human Brain Processes Language
Most people do not realize that there are many fundamentally different grammars of English. Unlike any pedagogical grammar that I am aware of, KISS is based on a psycholinguistic model of how our brains process language. In essence, we chunk words into phrases, phrases into other phrases, all phrases into clauses, and all clauses into one main clause. We do this in what psycholinguists now call “working memory.” At the end of a main clause, we dump the main clause in short-term memory into “long-term” and clear short-term in order to begin processing the next main clause. This changes the study of grammar into the study of how our brains process language. It also explains why errors are errors.
Instructional Time Required
As noted previously, in a single semester, college students have been able to understand almost everything in these standards. If instruction in started in first grade, most students will need no more than two five-minute identification exercises per week. Most students will need less than that. Once students have mastered the concepts for a grade level, they can do only one a week. (Use it, or lose it.) Other students may need additional exercises, but all students should be able to master the concepts at each grade level.
Many teachers, however, may want to apply KISS more extensively. KISS includes exercises on style, punctuation, and logic. In addition, KISS suggests that, once students begin writing, they should analyze a short passage of their own writing (including statistically) at least once a year. Such an analysis may take them half an hour. One of the motivating factors of KISS is that students quickly learn how much of a text—including their own writing—that they can already intelligently discuss.
In the design presented here, students could learn almost everything they need by the end of seventh grade. As I suggest below, after that they should do at least a few exercises (or projects) each year in order to apply what they have learned—both to their reading and to their writing. I have included examples of such exercises in grades eight to twelve.
The Concepts and Constructions that Students Need to Know
The chart on the next page lists all the concepts and constructions that students need to identify and intelligently discuss the function of almost every word in any sentence that they read or write. The percentages in the table roughly indicate progress toward that goal as constructions are added.
The Concepts and Constructions that Students Need to Know

Basic Concepts:

Compounding, Chunking (Modification), Ellipsis, and Embedding

Basic Constructions:

Prepositional Phrases




(33% of the goal)

Pronouns, Adjectives, and Adverbs

S/V/C pattern





(95% of the goal)

C=Zero (She runs every day.)

C=Predicate Adjective (The house is empty.)

C=Predicate Noun (Faulkner was a novelist.)

C=Direct Object (I like Ike.)

C=Indirect Object (Our cat brought us a mouse.)

Clauses:






(96% of the goal)


Subordinate (functions as a part of a main clause)

Main (the S/V/C pattern to which everything else is chunked)

Verbals:






(97% of the goal)

Gerunds (function as nouns)

Gerundives (function as adjectives)

Infinitives (function as nouns, adjectives, or adverbs)

Eight Additional Constructions:



(99.9% of the goal)

Interjections
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Direct Address

Nouns Used as Adverbs

Appositives

Post-Positioned Adjectives

Passive Voice (& Retained Complements)

Delayed Subjects

Noun Absolutes

Grammar, Speaking, and Writing

If we describe “grammar” as the way in which words work together to form meaning, we need to make a very important distinction between oral and written language. We learn to speak by listening. No child comes out of the chute and says, “Good morning, mother.” We all had to figure out language for ourselves. Our language naturally grows within the context of the spoken word. Statistical research, however, has clearly shown differences between oral language and written.
This distinction is very important for a sequential sequence for teaching grammar. In the early grades, we are teaching students how to analyze the grammar that they are already very comfortable with. In the later grades, we will be teaching constructions (or more accurately, combinations of constructions) that many students do not normally use. Students will, however, meet these constructions in their reading, so an understanding of them will make students better readers. The pedagogical problem here is that most students do not read a lot. They will not have picked up and used more advanced constructions. As noted above, many fourth graders write better than eleventh graders. And, because we do not teach students how to analyze the structures of real sentences, weak writers cannot even understand the difference.
Are the KISS Standards Unrealistic?

In the sequence described below, students would learn about everything they need to know by the end of ninth grade. But because their sentences will continue to grow and become more complex, students should continue to study how sentences work. Of course, some states may decide to move some of what is below into later grades.

Some people will consider the KISS objectives and standards unrealistic. Because current instruction is so poor, their doubt is understandable. When grammar is taught as isolated constructions, as it is now, students perceive it as meaningless bits of sand. Sand provides a weak foundation. But when grammar is taught for understanding, the pieces quickly begin to fit together. 
As noted in the chart above, students who master the basic constructions can already intelligently discuss about 95% of the words in any text. And, in the early grades, they can often intelligently explain how almost every word functions in most of the sentences that they write. My experience has been that when students see other students beginning to understand and enjoy what they are learning, they begin to study likewise. And once students can intelligently discuss 95% of the words in a text, they want to know how to explain the other five percent. Learning builds exponentially in a well designed instructional sequence.
Who Should Develop Standards?

KISS is a model. Standards should be made by states, and the teachers (and parents) in each state should have significant input as to which standards are appropriate for each grade. Thus the following is simply a model of a sequence that can be adapted in many different ways.
The Standards

Important things to remember about these standards:
1. Most standards, including the Common Core, are developed upside down. In essence, a group of academics (and others) get together to decide what students should be able to “do.” Usually, they are looking for “correct” grammar. But how teachers are supposed to help students reach these standards is never explained. The writers of the standards simply pass the buck by claiming that they do not want to interfere with the “freedom” of the teachers. This is their way of hiding the fact that they don’t have any idea of how to meet the “standards.”

KISS differs in that it starts from a sequence for teaching, a sequence that is heavily supported by research, common sense, instructional materials, etc. The standards described below assess students’ progress along that sequence.
2. The standards are derived from 35+ years of intensive study of how sentences grow. In the KISS Statistical Studies of Natural Syntactic Development, you will find statistical analyses based on work done in the 1980’s plus hundreds of samples of statistically analyzed writing from third graders to professionals. Those statistics clearly indicate grade levels at which students begin to use various constructions in their writing. Teaching grammatical concepts way before students are ready for them hurts, rather than helps. (Don’t fool with Mother Nature.)
3. These standards are based on a KISS instructional sequence that fundamentally differs from any grammatical sequence that you have seen. Grammar books teach simplistic definitions, followed by a couple of exercises. Then that concept is abandoned and instruction turns to a different concept. The KISS objective, on the other hand, is to teach students how to identify and use grammatical constructions in what they read and write.
4. Instruction is cumulative. Once students begin to study a construction in one grade, they will be expected to identify that construction in all the identification exercises that they do in later grades.
5. This instructional sequence enables students to assess their own progress. As the table above suggests, as students work their way through the sequence, they will be able to see for themselves how many of the words in texts (including their own writing) they can intelligently discuss.
6. These standards are limited to what students really need to know. The KISS instructional material goes far beyond that with exercises on punctuation, logic, and style.
First Grade
This may seem like too much for first graders, but our educational elite all too often underestimates the intelligence of our students. We need to remember that first graders already have a subconscious control of these constructions. All we are doing is enabling them to label and discuss them. (Should this prove to be too much in one year, it is highly likely that kindergarten students could learn how to identify many nouns, verbs, adjectives, and adverbs. It’s my understanding that many kindergarten students are already being taught this.)
1. Subjects (Nouns), Verbs, and Complements
In KISS, students first learn how to identify subjects and verbs, students could do several ten-sentence exercises with sentences such as:
The birds fly here and there.

They build nests in trees. 

Their little eggs are in the nests. 

The pretty birds perch on the branches of the flowers
You may have noted that all the verbs in this exercise are single words. In the KISS sequence for first grade, there are currently five such exercises. Some students may need more practice; others, less. These exercises are followed by exercises that include helping verbs. Students can use a list of these as they do the exercises. 
Once students are comfortable identifying subjects and verbs, they can add complements. A “complement” answers the question “Whom or what?” after a verb. Generally speaking, students should learn to identify subjects and verbs by first identifying the verb and then making a question with the subject and verb. In some sentences, there is no complement. In the sentence “The birds fly here and there,” the question “The birds fly whom or what?” makes no sense, so there is no complement. In other cases, there is—“The birds build nests (C) in trees.” “The birds build whom or what?” They build “nests,” so “nests” is the complement.

2. “You” as an understood subject 
This should require only a couple of exercises. Sentences such as “Wait for me.” are common in the reading and writing of first graders, and remember that KISS is cumulative—students will be meeting such sentences in later exercises.
3. Compounds 
Compounds are also an easy concept to understand—“Ben and Alice ran and ran.” Grammar textbooks do a terrible job with compounds—they focus on compound subjects, compound verbs, compound clauses, etc. Thus the textbooks suggest that some things can be compounded and others not. In KISS, compounding is taught as a concept—any construction can be compounded. KISS currently has just two exercises that focus on this, but students will meet more compounds in later exercises.
4. Adjectives and Adverbs

Grammar textbooks also do a lousy job of teaching adjectives and adverbs—they focus way too much on forms. (Adverbs usually end in “-ly.” does not help students with adjectives such as “friendly” and “lovely.”) The KISS approach is to enable students to identify these words by the way the words work in a sentence:
	Instructional Material

A word that describes a noun or pronoun works as (and therefore is) an adjective.

A word that describes a verb, an adjective, or another adverb works as (and therefore is) an adverb. In the sentence 

The little swan proudly blew his trumpet (C).

“The” and “little” are adjectives because they describe the noun “swan.” “Proudly” describes how he “blew.” Since “blew” is a verb, “proudly” is an adverb. Similarly, “his” describes the noun “trumpet,” so “his” is an adjective.


This approach is not only simpler than that in most textbooks; it also prepares students for learning about verbs and clauses that can also function as adjectives or adverbs.
In doing exercises on adjectives and adverbs, students will also be identifying the subjects, verbs and complements—in KISS, almost nothing is left behind, in the grammar, or the students. “Weak” students get constant review. The first-grade KISS book currently includes eight ten-minute exercises on adjectives and adverbs. At two a week, they constitute four weeks of work.
5. Prepositional Phrases

In most textbooks, prepositional phrases are usually stuck somewhere at the end. But the KISS overall objective is to enable students to explain all the words in the sentences that they read or write. In the writing of first graders, most of the words are in subjects, verbs, complements, and simple adjectives and adverbs. Most of the rest of the words are in prepositional phrases.
Here again, students have an unconscious understanding of prepositional phrases. Kindergarten students use them in their writing. Thus the objective is to enable students to identify them in their writing. KISS provides a one-page list and explanation of prepositions and prepositional phrases. These are followed by five short exercises in which students add these phrases to what they analyze. Students should be allowed to use that list as they do the exercises. (After a while, they will no longer need the list.)
I want to emphasize the importance of adding these phrases. The students should be told that their ultimate objective (by the time they graduate) is to be able to understand and intelligently discuss the function of almost every word in any sentence. First graders who get as far as prepositional phrases will already be close to doing that in most of what they read and write.
6 Punctuation

KISS instructional material includes punctuation exercises at every grade level—for apostrophes as well as for sentences. The following is an exercise on capitalization and sentence punctuation:

	Directions: The capital letters and the punctuation in the following have been lost. Please fix it, right on this page.

here rover here that is my hat do not run off with it you are a bad dog to run off with my hat i will not have you with me you are not a good dog you bad dog  why did you go off with my hat


Several people have noted the difference (and effectiveness) of these exercises. Not only does it have the students fix the punctuation. As they do so, students will see why punctuation is important.

The Question of Errors

Students who can identify subjects and verbs will understand (and thus learn to avoid) problems such as “its” and “it’s,” and “their” and “they’re.” As they regularly underline subjects and verbs and place prepositional phrases in parentheses, they will also learn the difference between “of” and “have.” And, as noted above, they will be able to see and fix most problems with subject/verb agreement.
Many years ago, I received a note from the President of the college where I was teaching. He wanted to see me. I trudged up the hill to his office, wondering what trouble I was in this time. As I entered his office, he looked at me with a frown and said, “Ed, there’s been a complaint about your teaching.” He handed me a note. It simply said, “I should of past this course.” I looked up to see a huge grin on the President’s face—he thought it was hilarious. I thought it was sad.

Actually, I thought it was a crime. It wasn’t the student’s fault; it was (and still is) the fault of our educational system. I often put the sentence on the board in my college classroom. A few students smile, but many of the students still don’t see anything wrong with the sentence. In the KISS approach, first graders can learn that “of” and “past” are not verbs. We can teach our students effectively; we just haven’t decided to do so.
First Grade Sample Assessment Questions:
In the sentence

One day they were playing in the garden.

1. The subject is:


a.) day

b.) were
c.) One


d.) they
e.) garden

2. The complete verb phrase is:


a.) One

b.) were
c.) were playing


d.) playing
e.) garden
Use the following sentences to answer the questions below them:

a.) The brook runs quietly through the meadow.
b.) They put bread and water in the bird house.
c.) Listen to Jemima Puddle-duck.
d.) The children looked and looked at the baby bear.
e.) You must be at the tree in a few minutes.
3. Which sentence has an understood subject? [c]
4. Which sentence has a compound complement? [b]
5. Which sentence has two prepositional phrases? [e]
6. Which sentence has a compound verb? [d]
7. Which sentence has an adverb in it? [a]
Second Grade

1. Nouns Used as Adverbs, Interjections, and Direct Address
These were explained as “Optional” for first grade. They can become part of the expected standards for second graders. 
2. The Five Specific Types of Complements

In KISS, a “complement” answers the question “whom or what?” after a verb. Students can look at the following instructional material as they do exercises on this. (One member of the YahooKISSGrammarGroup has provided a flow-chart version of this.) Doing two short exercises a week, students will find that they no longer need the instructional material.

Zero: When nothing answers the question, we have what many linguists call a “zero” complement: She runs every day.

Predicate Noun: If the verb in any way means “equals,” the complement is a predicate noun: Mike is my friend (PN).
Predicate Adjective: If the complement is an adjective that describes the subject, the complement is a predicate adjective: Our house is big (PA).
Indirect Object: If the complement tells to or for whom or what something was given or done, it is an indirect object: We gave our cat (IO) catnip (DO).
Direct Object: Any other complement has to be a direct object: “catnip” in the preceding example. 

3. Chunking and Modification

There are two ways of looking at the functions of words in sentences. “Modification” is generally understood. In “the bare tree,” the adjective “bare” modifies the meaning of “tree.” “Chunking,” on the other hand, is rarely discussed; it refers to how our minds connect words together into phrases. In our example, “the” and “bare” both chunk to “tree,” thereby forming the phrase “the bare tree.” At this level, the concept may seem simplistic, but the concept becomes very important—with the exceptions of interjections and direct address, every word in every sentence chunks to another word (or construction) until everything chunks to the S/V/C pattern in a main clause. At the end of a main clause, our brains dump the pattern to long-term memory, clearing short-term memory so that it can process the next sentence. (See the KISS “Psycholinguistic Model of How Our Brains Process Language.”)

In KISS, students are taught to identify adjectives and adverbs by looking at the words they chunk to: “A word (or construction) that describes a verb, an adjective, or another adverb functions as (and therefore is) an adverb.” Thus in “The little swan proudly blew his trumpet,” “little” modifies “swan,” so it functions as an adjective to it. 

In other words, students will have been using the concept of “chunking” to identify adjectives and adverbs. (This approach avoids all the confusion cause by “Most adverbs end in ‘-ly.” Having been taught this, students tend to see “friendly” in “the friendly ghost” as an adverb.)
In second grade, students can learn the concept and thereby begin to see how most prepositional phrases also chunk to specific words and thus function as adjectives and adverbs.
	Whether or not “chunking” should be formally assessed (and how) should be discussed by the creators of standards. I would argue, however, that it is an important concept for students to know—it is the basis of the study of how words connect to each other to make sentences. A fragment, for example, is a part of a sentence that does not chunk to a main S/V pattern.


4.) Complexities in S/V/C Patterns and Prepositional Phrases
“There” as a Subject
Many grammar books explain “There” in “There is a song about the summer night.” as an expletive, but some modern linguists agree that it can be considered the subject. KISS (Keep It Simple and Sensible) simply eliminates “expletives” and views “There” as the subject. (That makes “song” a predicate noun.) It would be nice if the entire country could agree on this, one way or the other, but states could make different choices.
Varied Positions in S/V/C Patterns
Some students are delighted to learn that the subject of a sentence does not have to appear before the verb—“By the tree was a dragon.” This is a fairly common arrangement, and the fact that most grammar books don’t deal with it is more evidence that most grammar instruction is useless.
Prepositional Phrases as Indirect Objects
“I would lend it to you willingly.” from Pinocchio, means “I would lend you it willingly.”
Verbs as Subjects and Complements
Very young students rarely use verbs as subjects, and when they do, they will probably automatically underline them as subjects: “Swimming is fun (PA).” They use them more frequently as complements—“I like to play (DO) baseball.” Whether or not second graders should be expected to recognize “baseball” as the direct object of “to play” is an open question that states would have to decide. [Note that rarely do grammar textbooks indicate that direct objects can themselves have direct objects.]
Students will, however, be confused when they find verbs as subjects in their reading. The following are from At the Back of the North Wind by George Macdonald.

“Wandering up and down wasted a lot (DO) {of time}.”
“To drive all sorts (DO) {of horses} amused Diamond (DO).”
If you ask students who have had typical instruction in identifying subjects and verbs to identify the subject of “amused,” some students will probably respond “horses,” and some “sorts,” but few will probably identify “To drive.” My point here is that “driving” (“To drive”) is the meaningful subject, but many students will not see that. KISS teaches to think of grammar in terms of meaning.
The primary objective in second grade is to make students aware that not every verb should be underlined twice.
5. Introduce: Nouns Used as Adverbs, Interjections, and Direct Address

These are simple concepts that appear frequently in the reading and writing of first graders. There is no reason why they cannot be introduced in first grade, but not become a “standard” until second.
In “I saw a monkey (C) the other day.” “day” is a noun that tells when, so it functions as an adverb.
In “Ouch! That wasn't funny (C)!” “Ouch!” is an interjection. As with prepositions, students can be given a list of the words (and phrases) that function as interjections.

In “Look {at the clock}, children.” “children” indicates (addresses) the person to whom the sentence is said. Note, by the way, the importance of the comma before “children.”
Adding these three simple constructions will enable students to explain even more of the words in what they read and write.

The Question of Errors

Much of this year consolidates students’ ability to avoid the errors that were noted for the first grade material. The most significant addition here is the recognition of predicate nouns. A predicate noun in some way equals the subject. Some students don’t sense this, but when they analyze sentences such as the following (based on sentences that students actually wrote) they will note the logical problems and can learn how to fix them. 

The music room was the only time we could get together.

The music room was the only place we could get together.

The taste of a hotdog was a very good snack.

A hotdog was a very good, tasty snack.

Second Grade Sample Assessment Questions: 

For Nouns Used as Adverbs, Interjections, or Direct Address

In the sentence

One day the children found a mouse in the meadow.
the word “day” is: 


a.) a preposition, 
b.) an interjection, 
c.) the subject, 


d.) a noun used as an adverb, 


e.) direct address.

For the Types of Complements

In the sentence 

Some of the squirrels were red.

the word “red” is:


a.) a predicate noun
b.) a predicate adjective
c.) a zero complement


d.) a direct object
e.) an indirect object

Or, give the students five short sentences, only one of which has a predicate noun and ask the students which sentence has a predicate noun.
Third Grade

Person, Number, Case, and Tense

In third grade, among other things, students study the concepts of person, number, case, and tense. Person refers to pronouns. First person denotes pronouns that include the writer or speaker (“I,” “me,” “we,” etc.) Second person denotes the person spoken to (“you,” “your”), and third person denotes the people or things that are spoken about. Students are often taught not to use “I,” simply because they are not required to know the concept of “person.” There are, however, many times when first person is acceptable, and, at the college and professional level) when it is not. Most college students do not understand what “first person” means, and they run into trouble when professors in many disciplines tell them not to use it.
“Number” simply refers to the difference between singular and plural. This is mainly important for pronoun reference and subject/verb agreement.

“Case,” in English, mainly concerns pronouns. In the KISS approach, the problems that students have with case can be resolved as they recognize that in a sentence such as “Me and Bill went to the movies,” “Me” is a subject (not an object) and therefore should be “Bill and I.”

Some grammar books stress all the different tenses, such as “pluperfect.” In the KISS approach the main focus is on just “past,” “present” and “future,” simply because in writing some students inappropriately switch from one tense to another. States, of course, could decide that they want more emphasis on tense.

Compound Main Clauses
The most important concept that is added in third grade is the clause. A clause is a subject / verb / complement pattern and all the words that chunk to it. The KISS sequence starts with simple compound sentences—clauses that consist of two main clauses. This approach helps the students see the difference between “sentence” and “clause.”
Compound Main: Fire could not burn him (DO), | and swords could not cut him (DO). |
In KISS exercises, students put a vertical line after main clauses. 
Subordinate Clauses as Direct Objects
Over the years, several fourth grade teachers have contacted me, asking for help because they have been told to teach subordinate clauses and half of their students simply cannot understand them. This is understandable because, as noted above, currently we do not teach students how to identify the subjects and verbs in their own writing.
In the KISS approach, students have been identifying subjects and verbs since first grade. All they have to do to identify clauses is to first identify the S/V patterns. For each pattern, there will be a clause. KISS puts the direct object clause in third grade, both because it is common, and because it explains the multi-word complements in much of what they read and write. Subordinate clauses are enclosed in brackets, and their functions are labeled.
I think [DO it will be a good plan (DO)]. |
Interestingly, stories written for young children often have the direct object clause first:

[DO “I will draw a little bird (DO) {in the tree},”] said Alice. |
The addition of the subordinate clause as direct object to the analytical toolbox of third graders will enable them to analyze and intelligently discuss the function of every word in many of the sentences that they read and write.
The Logic of Modifiers—Prepositional Phrases

This is an extension of, and thus more practice in, what students already know about these constructions:

	Instructional Material

Almost every word in every English sentence describes (modifies) the words in an S/V/C pattern. You have already learned how adjectives and adverbs modify, and thus grammatically connect to, subjects, verbs, and complements.

Almost all prepositional phrases function as adjectives or adverbs: 

Mr. Green Frog lives {in a pond}. |
Just like an adverb would, “in a pond” describes where he lives. Similarly, in the sentence 

The squirrels {in the tree} were having fun (DO). |
the prepositional phrase “in the tree” identifies which squirrels the sentence is about and thus functions as an adjective. 

Sometimes more than one prepositional phrase will modify the same word: 

Mr. Green Frog will be {in the pond} {for a few hours}. |
In this sentence, “in the pond” tells where he will be, and “for a few hours” tells how long he will be there.
But a prepositional phrase can also modify a word in another prepositional phrase: 

The squirrels scampered off {among the branches} {of the oak tree}.|
In this sentence, “of the oak tree” modifies “branches” and thus functions as an adjective. The “among the branches” phrase modifies “scampered.” In other words, the “of the oak tree” phrase chunks to the verb because it is connected to “branches.”


Addressing Errors—Fragments, Comma-Splices, and Run-ons

The introduction of main clauses enables us to begin to address the problems of fragments, comma-splices, and run-ons. A fragment is a part of a sentence that does not have a main subject/verb pattern to chunk to—“He teaches me things. Things like how to hold a gun.” In a comma-splice, two sentences are joined together (spliced) with just a comma—“I have more than one best friend, I have around eight or nine.” In a run-on, nothing separates the two sentences—“He has to work he gets two vacations.”
The first thing to note here is that I have given simplistic examples. Second, the usual advice often given to students is totally inadequate: “Put a period and capital letter where you would take a long pause in saying it.”—“Because I said so.” Third, the problem is complex and persistent because students’ sentences naturally grow longer. As they do so, many students get more confused. Fourth, all three errors involve main-clause boundaries.
The KISS site includes a study of these errors in the writing of 31 samples from seventh graders: http://kissgrammar.org/kiss/Research/1986/W7/Errors.htm. It suggests that most of the errors occur where professionals would use a dash, a colon, or a semicolon. The only effective way of teaching students how to avoid the errors (and more clearly convey the logic behind them) has to begin by teaching students how to identify main clauses. (I’m not suggesting that we get into the logic with third graders, but if third graders begin to lean how to identify these clauses, in later grades they’ll avoid the errors and better express the logical connections that are in their heads.
Third Grade Sample Assessment Questions: 

Person, Number, Case, and Tense

Use the following five sentences to answer the questions below them:

a.) Bob and Bobbie have brown boots.
b.) It was a beautiful day in the late summer.

c.) The king will build a great palace.

d.) I pulled him into the water.
e.) We are invited to the party.
1. Which sentence uses first person? [d]
2. In which sentence is the verb plural? [e]
3. Which sentence has a pronoun in objective case? [d]
4. Which sentence has a future tense verb? [c]
5. Which sentence has a plural pronoun? [e]
On Main Clauses and Clauses as Direct Objects
Note that these questions also explore other constructions.
Use the following five sentences to answer the questions below them:

a.) They gathered armfuls of the golden sunbeams.
b.) The clouds sailed faster and faster across the sky.

c.) Benjamin was perfectly happy, and ate a lettuce leaf.

d.) His sister knew that he was sad.
e.) The goat was hungry, and he ate all the leaves.

1. Which sentence has a compound verb phrase? [c]
2. Which sentence has compound main clauses? [e]
3. Which sentence has a pronoun used in third person plural? [a]
4. Which sentence has a subordinate clause as direct object? [d]
5. Which sentence has a prepositional phrase used as an adverb? [b]
On Modification
Give the students a sentence. Select a word or construction in it and ask the students one or both of two questions:

West Wind flew by and shook the branches of the tree very gently.

1. What does “of the tree” modify?


a.) West Wing

b.) flew
c.) shook


d.) branches

e.) gently

2. What question does it answer about the word or phrase that it modifies?


a.) when?

b.) why?
c.) how?


d.) whose?

e.) what kind of?

Note that in order to answer these questions correctly, students have to learn to look for how every word connects to another word in the sentence. If, for example, the question asked about “gently,” the answers would be “shook” and “how?” 
Fourth Grade
(See also the “Applications of KISS Grammar” described below.)

Basic clauses are the major focus of fourth grade. Having learned to identify main clauses and clauses that function as direct objects in third grade, students should not have much trouble mastering basic adjectival, adverbial, and some other noun clauses. They will, however, find that even easier if some attention is paid to questions that students will almost certainly ask as they analyze their own and random writing.
More Complexities of S/V/C Patterns 
Teachers might want to devote two to four exercises to each of the following.
The “To” Problem

The little words cause the most problems. The following sentence is from Johnny Gruelle’s “The Fairy Ring.” The objective here is to help students decide when “to” functions as a preposition and when it does not.
Again he climbed the stairs to the attic 
but he felt too weary to say a thing.
The basic rule is that if a noun or pronoun answers the question “to what or whom?” it’s a prepositional phrase. But if a verb answers the question, it is not a prepositional phrase—don’t put it in parentheses. In other words, since “say” is a verb, “to say” is not a prepositional phrase.

The one exception involves verbs that end in “-ing”—“ Geppetto tried everything {from pleading} {with Pinocchio} {to scolding him}.” KISS includes this exception in exercises on verbs that function as objects of prepositions. KISS also includes exercises on distinguishing “to” and “too.” (Most students do not confuse them with “two.”)
Preposition—or Subordinate Conjunction?

To make it easier for students to deal with simple clauses, KISS also devotes a few exercises to those words that can function as either a preposition or a subordinate conjunction. The instructional material here is simple—“You find a prepositional phrase by asking the question "What?" after a word that can function as a preposition. When the word or words that answer that question form a sentence, the construction is not a prepositional phrase.” 

1. I had not eaten since the early morning.

2. He rides very little now, since the poor young master was killed.
In the first sentence, the answer to “since what” is “the early morning.” Therefore, “since the early morning is a prepositional phrase. But in the second sentence, the answer is “the poor young master was killed.” That could be a sentence, so it is NOT a prepositional phrase. KISS instructional material does tell the students that the second example is a subordinate clause, but it also tells them not to worry about it. For now, all they need to do is to not mark “since the poor young master” as a prepositional phrase.
Phrasal Verbs

One of the reasons that most grammar books are so ineffective is that they do not even try to deal with what some linguists call “phrasal verbs.” English has a lot of these: 
	cry out = scream 

go on = continue 

look like = resemble 

look out for = seek, guard, avoid, watch 

put up with = endure
	think of = remember 

think up = invent 

went in = entered 

went up = approached

put on = don


Students are not used to being required to think about meaning. In a sentence such as “Tom put on hat,” a number of students will mark “on his hat” as a prepositional phrase. But that does not match the meaning. The sentence means that Tom put his hat on his heat.” The list above is far from being complete, but some grammarians claim that students can make the distinction if they can replace the verb plus “preposition” with a one-word verb (as in the list above). How many fourth graders, however, will be able to come up with “don” for “put on”? The KISS approach is simply to have the students pay attention to the meaning of the sentence.
Palimpsest Patterns

Most textbooks give students a list of what they call “linking verbs,” and they inform students that whatever answers the question “Whom or what?” after those verbs are either predicate nouns or predicate adjectives. But the lists are always inadequate. For example, “sat” never appears on such lists. The lists, in other words, leave students lost when they see sentences such as:

“Munro sat utterly unconscious of the other's presence.”
(from The Last of the Mohicans, by James Fenimore Cooper).
KISS replaces the incomplete lists of “linking verbs” with the concept of palimpsest patterns. “Palimpsest” refers to ancient texts (on clay tablets) that were literally written over a previous text. In our example, we can say that “sat” is written over” “was,” so “unconscious” is a predicate adjective to “Munro.”

To my knowledge, the “palimpsest” concept is original in KISS, but it illustrates the difference between KISS and almost all other textbooks. The textbooks teach definitions and incomplete lists; KISS replaces these with concepts that enable students to identify and intelligently discuss the structure of any sentence they read or write.
Predicate Adjective or Part of the Verb?
Beatrix Potter’s “The Tale of Samuel Whiskers” contains the sentence, “The cupboard door was not locked.” Most grammar books would either consider “was locked” as a passive verb—that is if they don’t simply ignore such sentences. I’ll have more to say about passives later. Here I’ll simply note that some students will consider “locked” as a predicate adjective—it was a locked door. And, if we study passives, we will find a lot of sentences just like this one. It could be passive, but thoughtful people may well see “locked” as a predicate adjective.
In these exercises, students are simply introduced to the ambiguity. If students really feel more confident calling “locked” a predicate adjective, they should be allowed to do so. But if they are not confident about the call, they should underline “was locked” as a verb phrase. The purpose of these exercises, therefore, is simply to show students they have two choices here, rather than to have them questioning themselves and becoming frustrated. 

Distinguishing Finite Verbs from Verbals
As just suggested, in sentences, verbs function in two different ways—finite verbs or verbals. “Finite verbs” are the verbs that make clauses. For students, defining finite verbs is extremely difficult because so doing requires the concepts of tense and person. It is much easier for students if we start by giving students procedures for distinguishing the two types.
“Verbals” are verbs that function as nouns, adjectives, or adverbs. Grammar textbooks fail miserably with this—they teach students to underline subjects once and verbs twice, but students cannot effectively apply this. Consider the following sentence from Potter’s The Tale of Johnny Town Mouse:

Sometimes on Saturdays he went to look
 at the hamper lying by the gate.

Told to underline the verbs twice, most students would underline “went,” “look,” and “lying.” But that is not what the directions to underline verbs twice means. It really means to underline finite verbs twice. (The textbooks avoid the problem by excluding verbals in the exercises. But the result is that students cannot apply what they “learned” to their own reading and writing.)

KISS provides students with three simple “tests” that they can use to distinguish finite verbs from verbals. 

	The Three Tests to Distinguish Finite Verbs from Verbals
The Noun Test

A verb that functions as a noun (a subject, a complement, or the object of a preposition) is not a finite verb. (Do not underline it twice.) 

The "To" Test

A finite verb phrase cannot begin with "to." Thus in "Bob went to his room to do his homework," "to do" is not a finite verb. (Do not underline it twice.) 

The Sentence Test

The last way to distinguish finite verbs from verbals is the simple sentence test. If you are not sure about whether or not to underline a verb twice: 

1. Find the subject of that verb. 

2. Make a simple sentence using that subject and verb—without adding any words, and without changing the form or meaning of the verb. 

3. If the sentence does not seem to be an acceptable sentence, the verb is not finite.

Thus far, there is only one case in which this test will not work. It involves a relatively rare case in which two or more nouns function as the subject of an infinitive:
They saw Mary and Bill walk to the store every day.

“Mary and Bill walk to the store every day.” is an acceptable sentence, but if we substitute a pronoun, we get “They saw them walk to the store every day.”


There is, of course, more to verbals, but at this point in their work, our objective is simply to enable students to distinguish finite from verbals so that they can correctly identify the finite verbs and not underline them twice. They need to know this so that they can effectively learn to identify clauses—not just in a sanitized textbook, but also in the real world of their own reading and writing.
Adjectival, Adverbial, Other Noun Clauses
Fourth graders will have been working with the functions of adjectives, adverbs, and nouns since first grade. And having learned the difference between main clauses and subordinate clauses that function as direct objects in third, fourth graders simply extend what they have already learned. The following sentences were written by fourth graders:

1.) [Adv. to “asked” When my mother came in,] she asked us (IO) [DO if we got the hang (DO) {of it} yet] |.

2.) The first time [Adj. to “time” I tried Mac and Cheese (DO) ] was [PN when I was five (PA) ]. |
Once students have underlined the subjects and verbs and labeled the complements in these sentences, they can easily see that both sentences consist of three clauses—each sentence has three S/V patterns.
To identify the clauses, therefore, they simply need to identify which words go with which pattern. When they are starting, they should be encouraged to start with the last pattern and work backwards and also to look for subordinating conjunctions.

In the first example (above) third graders would have learned that in the first example the “if” clause functions as the direct object of “asked.” In fourth grade, they learn that “When” is a subordinating conjunction. The “When” clause obviously ends at “in” because “in” goes with “came,” and the word after “in” is “she,” the subject of another clause. And the “When” clause functions as an adverb to “asked” because it answers the question “Asked when?”
In the second example, there is a subject verb pattern between “time” and “was.” That “I tried” clause clearly describes “time” and thus functions as an adjective to “time.” The “when” clause at the end answers the question “time was whom or what?” and identifies (equals) time. Thus it functions as a predicate noun.

Note that most of the previously discussed concepts for fourth grade can easily be reviewed in the exercises on clauses—simply include some cases of the previous concepts within those exercises.
Introduce—Embedded Subordinate Clauses 
“Embedding” simply means that one subordinate clause is “in the bed” (inside) another. You will have a hard time finding a K-12 grammar textbook that even explains what they are. The following was written by a fourth grader:

I had a feeling (DO) [Adj. to “feeling” they would ask [DO if I wanted to dive (DO) {off the diving board}]]. |
When I had my college Freshmen analyze their own writing, several came up to me and meekly asked if a subordinate clause could be inside another subordinate clause. But if KISS is started early and spread over several years, fourth graders could easily not only see, but also understand this.
Fourth Grade Sample Assessment Questions:
The “To” Problem; Preposition—or Subordinate Conjunction?; Phrasal Verbs; Palimpsest Patterns; Predicate Adjective or Part of the Verb?

Use the following five sentences to answer the questions below them:

a.) I had not been in a field since I left poor Ginger at Earlshall.
b.) The most beautiful flowers were arranged in the corridors.
c.) I must go back to the forest to warn Robin as quickly as possible.

d.) The grass grew thicker and coarser.
e.) Has somebody been trying on my mittens?
1. In which sentence is “to” used as a preposition—and not as a preposition? [c]
2. In which sentence is “since” used, but not as a preposition? [a]
3. In which sentence is a word that looks like a preposition used as part of a verb phrase? [e]
4. In which sentence is the verb phrase a palimpsest pattern? [d]
5. In which sentence can a word be explained either as a predicate adjective or as part of the verb phrase? [b]
Distinguishing Finite Verbs from Verbals
In the sentence 

Then turning to the stranger, Robin bowed politely to him.
which word is a verbal?
a.) stranger
b.) Robin
c.) bowed
d.) politely
e.) turning
Subordinate Clauses
Use the following five sentences to answer the questions below them:

a.) I am the first person who has spoken in here for ten years.
b.) Walter began to beat his drum with all his might while they were going through the wood.
c.) I only asked so that I should know if I should take Jonas with me.
d.) I was very much excited by what had happened.
e.) That's what made her come home all that way.
1. In which sentence is a subordinate clause used as the object of a preposition? [d]
2. In which sentence is a subordinate clause used as a predicate noun? [e]
3. In which sentence is a subordinate clause embedded in a subordinate clause? [c]
4. In which sentence is a subordinate clause used as an adjective? [a]
5. In which sentence is a subordinate clause used as an adverb? [b]
Fifth Grade
The Logic of Adverbial Clauses

Elsewhere on the KISS site, I have described evidence that suggests that students have problems with the logic of adverbial clauses. These exercises have students identify and explain the logic (time, space, cause/effect, condition, etc.) of these clauses. This, I would suggest, should be the primary focus of fifth grade.
Embedded Subordinate Clauses

Embedded subordinate clauses were introduced at the end of fourth grade. Learning to untangle them takes practice, so I would not expect fourth graders to be able to identify them in a formal assessment. They could, however, be included in formal assessment for fifth grade. [The data available as I write this suggests that in the writing of fifth graders seven subordinate clauses are embedded within a subordinate clause for every 100 main clauses that they write. They will, however, see a higher rate than that in what they read. In addition, once students understand the concept, untangling embedded clauses is simply a matter of some practice.] 
Ellipsis in Clauses

“Ellipsis” is simply the omission of understood words. In essence, first graders are introduced to it if they are taught to understand “You” as an understood subject.
Prozeugma
Prozeugma is a rhetorical device in which verbs that restate previous verbs are ellipsed. One of my favorite examples is from “How Brave Walter Hunted Wolves” in Andrew Lang’s The Lilac Fairy Book. I have added the ellipsed verbs in asterisks:

Caro lives {in the dog house}, | Bravo *lives* {in the stable}, | Putte *lives* {with the stableman}, | Murre *lives* a little here and a little there, | and Kuckeliku lives {in the hen house}, | that is his kingdom (PN). |
Fifth graders could probably understand this very easily. They do not need to remember the term “prozeugma,” but in an assessment, they should be able to identify similar clause with an ellipsed verb.
Ellipsis in Subordinate Clauses (Level 3.2.1)
In subordinate clauses, ellipsis is more extensive than in main clauses. One problem is “than.” An interesting explanation of “than” on Merriam-Webster on-line explains that it can be used either as a conjunction or as a preposition. In Black Beauty, Anna Sewell wrote:
I never knew a better man than my new master.
In sentences like these, “than” can be considered a preposition. The problem occurs in sentences such as the followed that appeared in a paper from a young woman:

No one can train horses better than me.

I’ve been criticized as being sexist for using this example, but my point is that the sentence raises that very question. It can be read as “No one can train horses better than *they can train* me. KISS devotes several exercises on this question to help writers (and speakers) to understand and avoid problems like this one.
Semi-Reduced Clauses (Level 3.2.1)
This is another construction that KISS explains and that most textbooks do not. In the following sentence from Jules Verne’s Twenty Thousand Leagues under the Seas, “although thrown with great force” is a semi-reduced clause:

The harpoon, although thrown with great force, 
had apparently only struck the water.

It is “reduced” because *it was* has been ellipsed—“although *it was* thrown . . . .” It is called “semi-reduced” because it can be further reduced to “The harpoon, thrown with great force, . . . .” In this format, KISS considers it a gerundive that modifies “harpoon.” (See below.) 
Alternative Explanations of Clauses
Subordinate Clauses as Interjections (Level 3.2.3)
Theoretically, almost any construction might function as an interjection, or, in other words, be “thrown into” another sentence. Beyond the simple interjections, however, the construction that most often functions as an interjection is the clause. When clauses are used as interjections, they are often set off either by dashes or parentheses: 

That island—wherever it is—is a tropical paradise. 

He had worked too hard (No one knew how hard.) to win the game.

Rhetoricians call these “parenthetical expressions,” but KISS keeps it simple and considers them subordinate clauses that function as interjections.
Speaker Clauses as Interjections (Level 3.2.3)
This is a construction that you will not find in any grammar textbook, and I include it primarily to illustrate that KISS is designed to enable students to analyze real texts. If students have understood subordinate clauses as interjections in fifth grade, this construction should be easy to understand. Assessing it probably isn’t necessary—it would go far beyond anything currently assessed.

In a sentence such as “I think it was a big mistake,” most grammar books will explain “it was a big mistake” as a subordinate clause that functions as the direct object of “think.” But textbooks never discuss how to analyze a different, but not uncommon, version—“It was, I think, a big mistake.” Based on the psycholinguistic model of how our brains process language, KISS explains the “I think” as a subordinate clause that functions as an interjection.

Direct Object or Main Clause?

Here KISS addresses another question that is not explained in most grammar textbooks. How does one analyze a sentence such as the following from Edric Vredenburg’s “Blubeard” in My Book of Favorite Fairy Tales?
“Wretched woman!” shouted Bluebeard, “you have used this key, you have unlocked the door of that room at the end of the passage. You shall die!!!”

As noted above, the speaker clause (“shouted Bluebeard”) can be explained as an interjection, but how do we explain the rest of the clauses in the quotation?

The KISS approach is to consider the first “main clause” within the quotation as a subordinate clause that functions as a direct object (of “shouted”). The rest of the main clauses are explained as main clauses: 
“Wretched woman!” [Inj. shouted Bluebeard,] “you have used this key (DO), | you have unlocked the door (DO) of that room at the end of the passage. | You shall die!!!” |
This is, I might note, a relatively simple example of the phenomenon. In many cases, quotations that function as the objects of speaking verbs go on for paragraphs.
Fifth Grade Sample Assessment Questions:
For the logic of subordinate clauses:
Use the following five sentences to answer the questions below them:

a.) He was so startled that he almost jumped back.
b.) She was in great fear, for she heard wild beasts about her.
c.) When there was a great famine in the land, he could hardly procure even his daily bread.
d.) Dickon tried to modify his dialect so that Mary could better understand.
e.) I shall refuse him unless you will bring me some water from the Grotto of Darkness.
1. Which sentence includes a subordinate clause of time? [c]
2. Which sentence includes a subordinate clause of result? [a]
3. Which sentence includes a subordinate clause of condition? [e]
4. Which sentence includes a subordinate clause of purpose? [d]
5. Which sentence includes a subordinate clause of cause? [b]
For the other constructions:

Use the following five sentences to answer the questions below them:

a.) People, he said, liked to look at strange and wonderful things.
b.) One saw, while crossing, that the sea displays the most wonderful sights.
c.) Her brothers, she knew, were to visit her that day.

d.) At dinner the Sheriff sat at one end of the table and the old butcher at the other.
e.) I only asked so that I should know if I should take Jonas with me.
1. Which sentence includes an ellipsed finite verb in a main clause? [d]
2. Which sentence includes a subordinate clause within a subordinate clause? [e]
3. Which sentence includes a subordinate clause as an interjection? [c]
4. Which sentence includes ellipsis in a subordinate clause? [b]
5. Which sentence includes a speaker clause as an interjection? [a]
Sixth Grade
Three Types of Verbals
In fourth grade, students learn how to distinguish finite verbs from verbals, and ever since then they should have been making this distinction in every analytical exercises that they do. Here, they learn to distinguish the three types of verbals. Like finite verbs, verbals always have subjects and complements. Students begin with gerunds and gerundives because both of these have the participial (“-ing,” “-ed,” etc.) format. Once they can identify gerunds and gerundives, every other verbal has to be an infinitive.
Gerunds

Gerunds can function in any way that nouns can. Most of them function as direct objects or objects of prepositions:
The boys and girls like racing (DO) {against each other}. |
George has the tools (DO) and wood (DO) {for making a birdhouse}. |
Although rarer in appearance, gerunds are used as predicate nouns by even young students:

My favorite activity is riding (PN) my bike (DO). |
Most students will easily realize the functions of these verbals before they get to sixth grade. Even young students will use gerunds as subjects:
Playing baseball (DO) {in the park} is fun (PN).

When sentences become more complicated, many students have problems with gerunds as subjects—they put them in a “by” phrase:

Chicken safety absolutely needs to be taught somewhere {down the line}, either {in school} or {in the restaurants}, | and {by doing this} will insure properness (DO) {in cooking and preparing chicken}. |
My experience suggests that these students do not understand either the problem or how to correct it until are able to identify subjects and prepositional phrases, and understand the psycholinguistic model of how sentences work. With “doing” tucked into a prepositional phrase, our minds will not read it as a subject, and thus the sentence becomes confusing. It can easily be corrected simply by deleting the “by.”

Occasionally students will confuse the object of a gerund as the subject of a verb, as in:

Using steroids open you (DO) {to the risk} {of minor and major health risks}.

In this sentence, the real subject of “open” is “Using.” Otherwise, why is the “Using” in the sentence? But the inexperienced writer doesn’t see the gerund as subject and makes the verb agree in number with “steroids.” 
Because gerunds can function in any way that a noun can, the KISS explanation vastly simplifies words like “hunting” in a sentence such as “He went hunting.” Someone once sent a sentence like “He went hunting” to a grammar discussion list. I collected the responses—sixteen pages of different explanations. The KISS explanation is much simpler.
Gerundives

Any participle that does not function as a gerund has to be a gerundive—a verbal adjective. Gerundives are the problem child of the verbal triplets. Technically, gerundives can be seen as functioning as both adjectives and adverbs. In
Walking {in the park}, Terri saw a beautiful bird (DO). |
As with finite verbs, one finds the subject of a verbal by asking a question with “who” or “what” is doing the what the verb means. Clearly, “Terri” is walking. Thus “walking” is a gerundive to “Terri.” But “Walking in the park” also tells when Terri saw the bird. Thus it can be explained as a verbal. KISS pushes students to look for the gerundive explanation first in order to avoid misplaced gerundives.

Consider, for example: “Thrown from the car, he saw her lying on the ground.” The question here is “Who was thrown from the car?” The KISS psycholinguistic model suggests that we chunk phrases to the first thing that makes sense. Thus in our example, the sentence tends to mean that he was thrown from the car. In context, however, she was.

Some readers may have noticed that the gerundive that functions as an adverb would be (and is) considered a gerund (not a gerundive) that functions as an adverb. People in fact may disagree in some cases, but in many cases the distinction is clear. In “Buck spent long hours musing by the fire,” “musing” is more meaningfully explained as telling how he spent the hours, and thus as a noun used as an adverb.
Infinitives

Any verbal that is not a gerund or gerundive has to be an infinitive. That makes identifying infinitives relatively easy. Infinitives can function as adjectives, adverbs, or nouns. 

Over the years many people have told me that they believed that an infinitive has to start with “to”—“the sign of the infinitive.” I have, however, never seen an explanation of “go” in “Let them go,” as anything other than an infinitive, the subject of which is “them,” and the function of which is direct object of “Let.”

Simple Appositives and Post-Positioned Adjectives
An appositive is a construction that chunks to another construction simply by identity of meaning. No connecting words (prepositions or conjunctions) make the connection. Most textbooks deal only with very simple appositives— nouns that function as appositives to nouns. 

Mr. Roach, the head gardener, was not {without curiosity}. |
A post-positioned adjective is an adjective that comes after the noun that it modifies:
There was something (PN) mysterious {in the air} that morning [NuA]. |
Both appositives and post-positioned adjectives are late bloomers, and both can be viewed as reductions of subordinate clauses:

Mr. Roach, [who was the head gardener (PN),] was not {without curiosity}. |
There was something (PN) [that was mysterious (PA)] {in the air} that morning [NuA]. |
Neither construction should cause problems for students who are able to identify basic subordinate clauses.
Delayed Subjects and Sentences
“Delayed Subjects and Sentences” simply denote sentences that have a placebo subject (almost always “it”) and the meaningful subject is delayed until later in the sentence. For example, 

It is true (PA) [Del Subj. that he was late (PA)]. |
means 

[Subj. That he was late (PA) ] is true (PA). |
Sometimes it may make more sense to consider the sentence, rather than the subject to be delayed, as in

It was Bob (PN) [Del Subj. who was playing baseball (DO) {in his back yard}.] |
means 

Bob was playing baseball (DO) {in his back yard}. |
In cases like this, delaying the sentence puts more emphasis on the question of who was playing.
Most delayed constructions consist of subordinate clauses or infinitives:

It is difficult (PA) to understand him. |
This construction is rarely discussed in grammar textbooks, and linguists tend to call it a “cleft sentence,” but that name obscures the fact that the delay can appear within a subordinate clause:

She told him (IO) [DO that it had not been her intention (PN) to leave 
Heidi (DO) {with him} long.] |
means

She told him (IO) [DO that to leave Heidi (DO) {with him} long
 had not been her intention (PN) ]. |
Introduce: Passive Voice
Currently students are often told to avoid passive voice, and currently that is silly instruction—most students can’t even identify subjects and verbs and therefore cannot understand passive voice. The material for fourth grade examined the sentence

The cupboard door was not locked. |
and suggested that “locked” can be viewed as a predicate adjective or as part of the finite verb phrase. When it is, we have what is called “passive voice.” It is called “passive” because the subject normally “acts” in active voice—“Somebody didn’t lock the cupboard door.” The best way to teach passive voice is to give students several paired examples of sentences in active and passive voice.
Active: The police suspect him (DO) {of being an accomplice [PN] }. |
Passive: He is suspected [P] {of being an accomplice [PN] }. |
Active: No one invited them (DO). |
Passive: They weren't invited [P]. | 

Active: Someone will ask you (IO) to dance (DO). |
Passive: You will be asked [P] to dance. |
Active: Has he repaired the starboard pump (DO)? |
Passive: Has the starboard pump been repaired [P]? |
Then have the students do a few ten-sentence exercises in which they have to identify whether the verb is active or passive.

Because there are many arguments about whether or not students should avoid passive voice, students’ ability to identify it is important. In the KISS instructional materials, students would do at least two exercises on active and passive voice each year, and in later grades the focus would be on the appropriateness of the passive voice.

Parallel Constructions

In a parallel construction, parallel ideas are put in the same grammatical construction. In the KISS instructional materials, students begin to study parallel constructions as early as fourth grade, and they should probably do one such exercise every year thereafter. I’m including an example here to demonstrate two things: 1.) parallel constructions, and 2.) the typical format of many KISS exercises and analysis keys. In many exercises, students will work with a selection like this one from a real text.

	Parallel Subordinate Clauses 
from 
“Endicott and the Red Cross,” by Nathaniel Hawthorne
	[image: image2]


This passage is from Endicott’s speech to his soldiers and the townspeople.

Directions: 

1. Put parentheses ( ) around each prepositional phrase. 

2. Underline subjects once, finite verbs twice, and label complements (PN, PA, IO, DO). 

3. Place brackets around each subordinate clause. If the clause functions as a noun, label its function (PN, IO, DO, OP) above the opening bracket. If it functions as an adjective or adverb, draw an arrow from the opening bracket to the word that the clause modifies. 

4. Put a vertical line at the end of every main clause. 

5. Note the use of parallel subordinate clauses, and write a sentence with five parallel adjectival clauses. 

Here we stand on our own soil, which we have bought with our goods, which we have won with our swords, which we have cleared with our axes, which we have tilled with the sweat of our brows, which we have sanctified with our prayers to the God that brought us hither! Who shall enslave us here? What have we to do with this mitred prelate,—with this crowned king? What have we to do with England?

The Analysis Key for Teachers
There are five parallel, adjectival “which” clauses in which each finite verb is immediately followed by an adverbial “with” prepositional phrase. Note also the forceful parallel in the three following, single-main-clause questions. 

Here we stand {on our own soil}, [Adj. to “soil” which (DO) we have bought {with our goods}], [Adj. to “soil” which (DO) we have won {with our swords}], [Adj. to “soil” which (DO) we have cleared {with our axes}], [Adj. to “soil” which (DO) we have tilled {with the sweat} {of our brows}], [Adj. to “soil” which (DO) we have sanctified {with our prayers} {to the God} [Adj. to “God” that brought us (DO) hither]]! | Who shall enslave us (DO) here? | What (DO) have we to do {with this mitred prelate}, — {with this crowned king}? | What (DO) have we to do {with England}? |
Although the students will not have studied this yet, teachers might want to note that the dash between “with this mitred prelate” and “with this crowned king” suggests that the two phrases point to the same thing—they are appositional.
Sixth Grade Sample Assessment Questions:
Use the following five sentences to answer the questions below them:

a.) Heidi flew to the hearth, and bringing back the little stool, sat down on it.
b.) The life of Socrates was destroyed by poison.
c.) Where he stumbled, it is highly possible that another man should fall.
d.) “I'm waiting to see the doctor,” said Tom patiently.
e.) Halcyone was a fairy maiden, the daughter of the beach and of the wind.
1. Which sentence contains a delayed subject? [c]
2. Which sentence contains an infinitive? [d]
3. Which sentence contains an appositive? [e]
4. Which sentence contains a verb in passive voice? [b]
5. Which sentence contains a gerundive? [a]
Seventh Grade
A Turning Point?

At this point in their work, if they have been doing two identification exercises per week, students should need only three constructions to be able to intelligently discuss the function of almost every word in any sentence. Two of the three (ellipsed infinitives and retained complements) are addressed in this grade. The other (noun absolutes) is reserved until ninth grade simply because studies of students’ writing suggest that noun absolutes appear rarely, even in the writing of twelfth graders. In seventh grade, therefore, focus shifts to the untangling of the longer, more complicated sentences that students write and to matters of style and logic.
Ellipsed Infinitives

Many grammar textbooks discuss what they call either “objective” or “subjective” complements. KISS eliminates these two concepts because they are confusing (for students) and not needed. In a sentence such as “You made him angry,” KISS explains “angry” not as an objective or subjective complement, but as a predicate adjective in an ellipsed infinitive construction—“him *to be* angry.” The infinitive phrase then functions as the direct object of “made.” The construction is common after verbs like “make” and “call,” but it appears after many other verbs: “They left the door only partly open.”
The Logic of Semicolons, Colons, and Dashes

In my experience, most complaints about fragments, comma-splices, and run-ons in students’ writing come from seventh grade teachers. That is not surprising. Hunt, O’Donnell, and Loban generally agreed that subordinate clauses blossom in seventh grade. In other words, it appears that in seventh grade students’ sentences become longer because they begin to add subordinate clauses that are not formulas.
In view of the preceding, in 1986 I did a study of the fragments, comma-splices, and run-ons in the writing of 31 seventh graders. (See: http://kissgrammar.org/kiss/Research/1986/W7/Errors.htm .) Seventy-one of the 126 identified comma-splices and run-on (56%) appeared where professional writers would use a semicolon, colon, or dash to express a logical connection between the ideas expressed. For example, one student wrote:
She can really fight good, thats why harley nobody fights her.

There are, of course, other errors in this sentence, errors (such as “thats”) that would have been addressed as early as first grade in the KISS sequence. Here, however, my point is that most professionals would probably have used a colon or dash between “good” (which should have been “well”) and “that’s”:
She can really fight well |—that’s [PN why hardly anybody fights her (DO) ]. |
The use of these three punctuation marks is a matter of convention. Not every professional uses them in the same way.
But in seventh grade students will have had a lot of practice identifying main clauses, and thus they will be able to do and discuss exercises based on how professional writers use these punctuation marks. In every later grade, students should probably do two short analytical exercises to see how other writers use them. Currently students may receive very simple instruction with a couple of simplistic exercises. They cannot, however, apply them to what they themselves write—because they cannot identify main clauses.
Passive Voice & Retained Complements

Having been introduced to passive voice in sixth grade, in seventh students can be introduced to retained complements. In a sentence such as “Tom was given a dollar,” linguists label “dollar” as a “retained” complement because they view it as retained from the active voice version—“Someone gave Tom a dollar.” Single-word retained complements are relatively rare; most retained complements are either infinitives or clauses:

Infinitive:

Active: Someone told Tinette (IO) to prepare (DO) Heidi (DO) {for her departure}. |
Passive: Tinette was told [P] to prepare (RDO) Heidi (DO) {for her departure}. |
Clause:

Active: Someone told Grandmama (IO) [DO how the miracle had happened]. |
Passive: Grandmama was told [P] [RDO how the miracle had happened]. |
Elaborated Appositives
A major problem of current grammar instruction is that it teaches simple constructions in simplistic sentences. In sixth grade, students can be introduced to (and be expected to be able to identify) simple appositives. But if instruction is going to be usable, students need to get some practice with “elaborated” (highly modified) appositives. The following sentence is from The Secret Garden, by Frances Hodgson Burnett:
Mary and Dickon brought Colin (IO) things (DO) to look at [Adj]—buds [App] [which were opening], buds [App] [which were tight [RPA] closed], bits [App] {of twig} [whose leaves were just showing green (DO)], the feather [App] {of a woodpecker} [which had dropped {on the grass}], the empty shell [App] {of some bird} early hatched [Give to “bird”].

A few exercises that include sentences like this one give students not only the ability to see how more complicated sentences work, they also give students models for their own writing.
Suggested Studies in Style and Logic

Two statistical projects on their own writing, and at least one on professional writing.

Two exercises on passive voice in context

One General Punctuation Exercise
Addressing Errors—Fragments, Comma-Splices, and Run-ons

Problems with fragments, comma-splices, and run-ons were addressed in the material for third graders (above). There the advice is basically to have the students rewrite fragments and use a period and capital letter to fix comma-splices and run-ons. In seventh grade, students can learn to fix these errors by using a colon, semicolon, or dash to fix the error and convey the logical connections that led to the errors in the first place.
Seventh Grade Sample Assessment Questions: 

Use the following five sentences to answer the questions below them:

a.) Dwayne had been chosen the leader of the club.
b.) Not a man believed him capable of the feat.

c.) Things do not change, we change.
d.) The very village was altered: it was larger and more populous.
e.) She had seen something under the ivy trail—a round knob which had been covered by the leaves hanging over it.
1. Which sentence contains an ellipsed infinitive? [b]
2. Which sentence states an idea and then makes it more specific in another main clause? [d]
3. Which sentence contains a retained complement? [a]
4. Which sentence contains an elaborated appositive? [e]
5. Which sentence could be improved by using a semicolon, colon, or dash? [c]
For the three punctuation marks, one could give the students five relatively short sentences, each of which uses a semicolon, but only one of which uses it correctly. Ask them to identify that sentence.

For elaborated appositives, give the students a sentence like the one above. The five choices would be lists of words, and the students would have to choose the list that includes the appositives in the sentence. In this case, it would be “buds, buds, bits, feather, shell.”

Eighth Grade
Other Constructions as Appositives
Grammar textbooks cheat students because they consider grammatical constructions as if they are cages. If it is a subordinate clause, then it goes in one of the subordinate clause cages—explanation over. This problem is particularly harmful when it comes to appositives. Theoretically, any construction can function as an appositive. The simplest case I have seen is “She struggled, kicked, and bit.” Typically, compound verbs present distinct ideas—“She can hit, run, and catch like a professional baseball player.” But in “She struggled, kicked, and bit,” can we not say that “kicked” and “bit” function appositionally to “struggled”? Her struggling included kicking and biting.
Although some people may consider this to be a picky point, it isn’t. Fundamental to all our logic is the underlying distinction between same and different. In Robert Louis Stevenson’s The Master of Ballantrae, one sentence is:

The truth was just this (PN), [ that Mr. Durie was damnably frightened [P] 
and had several times [NuA] run off ]. |
The question here is does the “that” clause modify “this,” or does it equal it? If it equals it, should it not be considered appositional?
Another interesting example comes from Victor Hugo’s Les Misérables:

Love each other (DO) dearly always. | There is scarcely anything else (PN) 
{in the world} {but that}: to love one another (DO). | 
Is there a better way to explain “to love one another” than to consider it an appositive to “that”? Grammar textbooks rarely, if ever, even suggest that possibility.

A Sample KISS “Rewriting” Exercise
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	From Main Clause to Subordinate to Gerundive 
From Pericles 
in Beautiful Stories from Shakespeare. by E. Nesbit
Directions: Rewrite each of the following sentences, first by reducing a main clause to a subordinate clause, and then by reducing the subordinate clause to a gerundive.


1. He set sail for Tarsus, and he appointed Helicanus Regent during his absence. 

As a subordinate clause:

As a gerundive:

2. Pericles felt that he could find no safe refuge there. So he put to sea again. 

As a subordinate clause:

As a gerundive:

3. But some fishermen found him there, and they gave him clothes and bade him be of good cheer. 

As a subordinate clause:

As a gerundive:

4. Pericles obeyed the goddess, and he told his tale before her altar. 

As a subordinate clause:

As a gerundive:

5. The people in Tyre heard no news of their King. They therefore urged Lord Helicanus to ascend the vacant throne. 

As a subordinate clause:

As a gerundive:

Analysis Key

1. He set sail (DO), | and he appointed Helicanus Regent [#1] {during his absence}. | 

Subordinate Clause:
a. [Adv. to "appointed" When he set sail for Tarsus], he appointed Helicanus Regent during his absence. | 

b. He set sail for Tarsus, soon [Adv. to "set sail" after he had appointed Helicanus Regent during his absence]. | 

Gerundive: 

a. He set sail for Tarsus, appointing Helicanus Regent during his absence. |
b. Setting sail for Tarsus, he appointed Helicanus Regent during his absence. |
2. Pericles felt [DO that he could find no safe refuge (DO) there]. | So he put {to sea} again. | 

Subordinate Clause: Pericles, [Adj. to "Pericles" who felt [that he could find no safe refuge there]], put to sea again. |
Gerundive: Pericles, feeling that he could find no safe refuge there, put to sea again. |
3. But some fishermen found him (DO) there, | and they gave him (IO) clothes (DO) and bade him be [#2] {of good cheer}. | 

Subordinate Clause: But some fishermen, [Adj. to "fishermen" who found him there], gave him clothes and bade him be of good cheer. |
Gerundive: But some fishermen, finding him there, gave him clothes and bade him be of good cheer. |
4. Pericles obeyed the goddess (DO), | and he told his tale (DO) {before her altar}. | 

Subordinate Clause: 

a. Pericles, [Adj. to "Pericles" who obeyed the goddess], told his tale before her altar. | 

b. Pericles, [Adj. to "Pericles" who told his tale before her altar], obeyed the goddess. |
Gerundive:
a. Pericles, obeying the goddess, told his tale before her altar. |
b. Pericles, telling his tale before her altar, obeyed the goddess. |
5. The people {in Tyre} heard no news (DO) {of their King}. | They therefore urged Lord Helicanus to ascend the vacant throne [#3]. |
Subordinate Clause: The people in Tyre, [Adj. to "people" who had heard no news of their King], urged Lord Helicanus to ascend the vacant throne. |
Gerundive: The people in Tyre, hearing no news of their King, urged Lord Helicanus to ascend the vacant throne. |
Notes

1. “Regent” is a predicate noun after an ellipsed “to be”; “Helicanus” is the subject of that infinitive, and the infinitive phrase is the direct object of “appointed.” 
2. “Him” is the subject of the infinitive “be.” The infinitive phrase is the direct object of “bade.” 
3. “Throne” is the direct object, and “Lord Helicanus” is the subject, of the infinitive “to ascend.” The infinitive phrase functions as the direct object of “urged.”
Suggested Studies in Style and Logic
Two statistical projects on their own writing, and one on professional writing

Two exercises on passive voice in context

Two exercises on the use of semicolons, colons and dashes to join main clauses

One General Punctuation Exercise
Eighth Grade Sample Assessment Questions:
At this point, we are way beyond anything that is assessed in most standardized tests. One could, of course, add retained complements in the same format as suggested in the previous examples of assessment formats, and, of course, if some states decided to spread the preceding sequence across more grade levels, the questions suggested above could be used in later grades.
Ninth Grade
Noun Absolutes
Most textbooks define the noun absolute as a phrase in which a noun is modified by a participle (the KISS gerundive). That construction then functions as an adverb. From Black Beauty, by Anna Sewell:

So we went on, John chuckling all the way [NuA] home [NuA]. |
Current research suggests that this is a very late-developing construction. It doesn’t even appear in the writing of most college Freshmen. It does appear in students’ reading, perhaps as early as third grade, and it is the last construction that students need to learn in order to be able to discuss the function of almost every word in any English sentence.
A Sample KISS Exercise on the Logic of Subordinate Clauses
I remember a college grammar professor making fun of the logical types of subordinate clauses, but the most significant problems that students have with such clauses is that they simply skip the logical connections.
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	The Logic of Subordinate Clauses 
From The Secret Garden, by Frances Hodgson Burnett 
Illustrator: M. B. Kork, N.Y.: The Phillips Publishing Co., 1911


Directions: After each sentence, write the type of the logical connection between each subordinate clause and what it modifies. Begin by determining the type of the subordinate clause (noun, adjective, or adverb). Then use the following: 

For Noun Clauses—“ID” (for “Identity”) plus their function, for example, “ID, DO” 

For Adjectival Clauses—ID” plus the word that the clause modifies 

For Adverbial Clauses—Use one of the following plus the word that the clause modifies.
	Time
	C/E - result
	C/E - condition

	Space
	C/E - purpose
	C/E - concession

	C/E - cause
	C/E - manner
	Comparison


1. But because he kept breaking into a slow grin now and then, Mary was not afraid to talk to him. 

2. At that very moment such a loud sound of wailing broke out from the servants’ quarters that she clutched the young man’s arm. 

3. Four good things had happened to her, in fact, since she came to Misselthwaite Manor. 

4. So long as going without food agrees with them we need not disturb ourselves. 

5. One time they took him out where the roses is by the fountain. 

6. We can’t help laughing nearly all the time when we are together. 

7. Those whom Mary saw slunk or hurried about with ashy and scared faces. 

8. He looked at the plump little scarlet-waistcoated bird as if he were both proud and fond of him. 

9. She stood in the corridor and could hear the crying quite plainly, though it was not loud. 

10. He would not have stirred for the world, lest his robin should start away. 

11. Her patient was sure that open windows gave people cold. 

12. They saw more rooms and made more discoveries than Mary had made on her first pilgrimage. 

13. And the thought which stimulated him more than any other was this imagining what his father would look like when he saw that he had a son who was as straight and strong as other fathers’ sons.
Analysis Key

Students may ask about the functions of some words in the sentences. The following key provides answers to the specific directions plus the rest of the analysis. 

1. But [Adv. (C/E - cause) to "not" because he kept breaking [#1] {into a slow grin} now and then], Mary was not afraid (PA) to talk [#2] {to him}. | 

2. {At that very moment} such a loud sound {of wailing [#3]} broke out {from the servants' quarters} [Adv. (C/E - result) to "such" that she clutched the young man's arm (DO) ]. | 

3. Four good things had happened {to her}, {in fact} [#4] , [Adv. (time) to "had happened" since she came {to Misselthwaite Manor}]. | 

“Since” can also imply cause.
4. [Adv. (C/E - condition) to "not" So long as going [#5] {without food} agrees {with them}] we need not disturb ourselves (DO). | 

5. One time [NuA] they took him (DO) out [Adv. (place) to "took" where the roses is {by the fountain} [#6] ]. | 

[Martha is speaking, and the S/V error reflects her poor grammar.]
6. We can't help laughing [#7] nearly all the time [NuA] [Adj. (ID) to "time" when we are together]. | 

This one could be seen as either adjectival or adverbial (time) to “can’t help laughing.”
7. Those [Adj. (ID) to "Those" whom [#8] Mary saw] slunk or hurried about {with ashy and scared faces}. | 

8. He looked {at the plump little scarlet-waistcoated bird} [Adv. (C/E - manner) to "looked" as if he were [#9] both proud (PA) and fond (PA) {of him}]. |
Does his pride and fondness cause the nature of his “look”?
9. She stood {in the corridor} and could hear the crying (DO) quite plainly, [Adv. (C/E - concession) to "could hear" though it was not loud (PA)]. |
10. He would not have stirred {for the world}, [Adv. (C/E - purpose) to "not" lest his robin should start away]. | 

11. Her patient was sure (PA) [Adv. (C/E - cause) to "sure" that open windows gave people (IO) cold (DO)]. |
To the extent that we can see this clause as a cause/effect relationship, the implication is that his belief that open windows give people colds makes him sure. In other words, it is a causal relationship, but it is circular reasoning.
12. They saw more rooms (DO) and made more discoveries (DO) [Adv. (Comparison) to "more" than Mary had made {on her first pilgrimage}]. | 

13. Have fun (and some aspirin) with this one: 
And the thought [Adj. (ID) to "thought" which stimulated him (DO) more than any other * ] was this imagining (PN) [(ID, DO of "imagining") what his father would look like [Adv. (time) to "would look like" when he saw [(ID, DO) that he had a son (DO) [Adj. (ID) to "son" who was as straight (PA) and strong (PA) as other fathers' sons *]]]]. |
* “Than any other” (and later “as other fathers’ sons” can be viewed as prepositional phrases or as ellipsed subordinate clauses (comparison) -- “than any other thought stimulated him” and “as other fathers’ sons were straight and strong.”
Notes

1. Alternatively, “breaking” can be explained as a gerund that functions as the direct object of the finite verb “kept.” 

2. The infinitive “to talk” functions as an adverb to the predicate adjective “afraid.” 

3. “Wailing” is a gerund. 

4. “In fact” can be viewed as an adverb or as an interjection. 

5. “Going” is a gerund. 

6. Alternatively, “by the fountain” can be viewed as adverbial to “out,” and thus not part of the subordinate clause. 

7. Alternatively, “laughing” can be explained as a gerund that functions as the direct object of the finite verb “can’t help.” 

8. “Whom” functions as both subordinating conjunction and as the direct object of “saw.” 

9. “Were” is in the subjunctive mood. See KISS Level 2.1.7 - The KISS Perspective on the Subjunctive Mood. 

10. “Imagining” is a gerund.
Suggested Studies in Style and Logic

Two statistical projects on their own writing, and one on professional writing

Two exercises on passive voice in context

Two exercises on the use of semicolons, colons and dashes to join main clauses

One General Punctuation Exercise
Tenth Grade
A Sample KISS “Free Sentence-Combining Exercise”
In KISS, “Directed” sentence-combining exercises ask students to combine two sentences by making one of the sentences into a subordinate clause, gerundive, appositive, etc. “Free” exercises give students a passage from a text that has been rewritten into very short sentences. The students are asked to combine the short sentences into longer ones that sound better to them. The students can discuss their versions, the teacher can then give them the original version so that they can discuss how it differs (or does not differ) from their versions.

The following is an example of a “Free” exercise. In these, KISS presents the simplified version in the students’ workbook. The teachers’ book includes the original version and an analysis key.

	Aesop's Fables 
The Man and His Two Sweethearts  
A Sentence-Combining Exercise
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Directions: Read the passage all the way through. You will notice that the sentences are short and choppy. Study the passage, and then rewrite it in a better way. You may combine sentences, change the order of words, and omit words that are repeated too many times. But try not to leave out any of the information.

There was a man. He was middle-aged. His hair had begun to turn gray. He courted two women. He did this at the same time. 

One of them was young. The other was well advanced in years. The elder woman was ashamed to be courted by a man who was younger than herself. She made a point to pull out some portion of his hairs. She pulled out the black ones. She did this whenever her admirer visited her.

The younger one was the opposite. She did not wish to become the wife of an old man. She was equally zealous. She removed every gray hair she could find. As a result of this, something happened. They both affected him. He very soon found that he had not a hair left. His head was bald.

Seek to please everybody. Please nobody.
The Original Version
Aesop's Fables: The Man and His Two Sweethearts
Translated by George Tyler Townsend
A middle-aged man, whose hair had begun to turn gray, courted two women at the same time. One of them was young, and the other well advanced in years. The elder woman, ashamed to be courted by a man younger than herself, made a point, whenever her admirer visited her, to pull out some portion of his black hairs. The younger, on the contrary, not wishing to become the wife of an old man, was equally zealous in removing every gray hair she could find. Thus it came to pass that between them both he very soon found that he had not a hair left on his head.

Those who seek to please everybody please nobody.

Analysis Key

A middle-aged man, [Adj. to "man" whose hair had begun to turn [#1] gray (PA),] courted two women (DO) {at the same time}. | One {of them} was young (PA), | and the other *was* well advanced (PA) [#2] {in years}. | The elder woman, ashamed to be courted [#3] {by a man} younger [#3] {than herself}, made a point (DO), [Adv. to "made" whenever her admirer visited her (DO),] to pull out some portion [#4] {of his black hairs}. | The younger, {on the contrary}, not wishing to become the wife [#5] {of an old man}, was equally zealous (PA) {in removing every gray hair [#6] } [Adj. to "gray hair" she could find]. | Thus it came to pass [#7] [Delayed Subject to "it" that {between them both} he very soon found [DO that he had not a hair left [#8] {on his head}]]. | 

Those [Adj. to "Those" who seek to please everybody [#9] ] please nobody (DO). | 

Notes

1. Alternatively, “to turn” can be explained as an infinitive that functions as the direct object of “had begun.” 
2. “Advanced” can alternatively be considered as part of the finite verb—“was advanced.” 
3. The infinitive “to be courted” functions as an adverb to “ashamed.” “Ashamed” is a post-positioned adjective to “woman,” and “younger” is a post-positioned adjective to “man.” 

4. “Portion” is the direct object of the infinitive “to pull.” The infinitive phrase functions as an adjective to “point.” 

5. “Wife” is a predicate noun after the infinitive “to become.” The infinitive phrase functions as the direct object of the gerundive “wishing” which modifies “younger.” 

6. Because “removing” is a gerund, some students will explain this phrase as “in removing every gray hair.” At KISS Level Two, I would accept either explanation. At Level Four, I would also accept either explanation, but I would expect students to be able to explain that “removing” is a gerund and “hair” is its direct object. 

7. Came to pass” is idiomatic and means “happened.” Students who look at words rather than meaning may reveal themselves by identifying “came” as a verb and then wondering what to do with “to pass.” [Is there any grammar textbook that explains such verbs?] 

8. “Left” is a gerundive that modifies “hair.” At KISS Level Five, some people will prefer to see “hair left” as a noun absolute that functions as the direct object of “had.” 
9. “Everybody” is the direct object of the infinitive “to please.” The infinitive phrase functions as the direct object of “seek.”
Suggested Studies in Style and Logic

Two statistical projects on their own writing, and one on professional writing

Two exercises on passive voice in context

Two exercises on the use of semicolons, colons and dashes to join main clauses

One General Punctuation Exercise
Eleventh Grade
A Sample KISS De-Combining Exercise
Cognitive psychologists have argued that to be fully understood, any mental operation needs to be reversible. In other words, students cannot really understand sentence-combining unless they can also de-combine complicated sentences into shorter ones. My experience has been that many students have problems doing this, so KISS includes de-combining exercises. In these exercises, students are usually given original texts and are asked to rewrite them in shorter sentences. Note that there is no correct answer to this task. Its purpose is simply to strengthen students’ ability to de-combine their own sentences.
As with the combining exercises, the students’ book includes the original text. The teachers’ book includes a rendering into very short sentences and the analysis key of the original. This one is on the long side, but it is actually practice in writing, not just grammar.
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	The Opening Paragraph of 
Henry James’s Daisy Miller 

A Decombining Exercise


Directions: Read the passage all the way through. You will notice that the sentences are long and complicated. Study the passage, and then rewrite it using shorter main clauses. You may make several sentences out of one, change the order of words, and add words that are needed to make good sentences. Try not to leave out any (or add) information. 

At the little town of Vevey, in Switzerland, there is a particularly comfortable hotel. There are, indeed, many hotels, for the entertainment of tourists is the business of the place, which, as many travelers will remember, is seated upon the edge of a remarkably blue lake — a lake that it behooves every tourist to visit. The shore of the lake presents an unbroken array of establishments of this order, of every category, from the “grand hotel” of the newest fashion, with a chalk-white front, a hundred balconies, and a dozen flags flying from its roof, to the little Swiss pension of an elder day, with its name inscribed in German-looking lettering upon a pink or yellow wall and an awkward summerhouse in the angle of the garden. One of the hotels at Vevey, however, is famous, even classical, being distinguished from many of its upstart neighbors by an air both of luxury and of maturity. In this region, in the month of June, American travelers are extremely numerous; it may be said, indeed, that Vevey assumes at this period some of the characteristics of an American watering place. There are sights and sounds which evoke a vision, an echo, of Newport and Saratoga. There is a flitting hither and thither of “stylish” young girls, a rustling of muslin flounces, a rattle of dance music in the morning hours, a sound of high-pitched voices at all times. You receive an impression of these things at the excellent inn of the “Trois Couronnes” and are transported in fancy to the Ocean House or to Congress Hall. But at the “Trois Couronnes,” it must be added, there are other features that are much at variance with these suggestions: neat German waiters, who look like secretaries of legation; Russian princesses sitting in the garden; little Polish boys walking about held by the hand, with their governors; a view of the sunny crest of the Dent du Midi and the picturesque towers of the Castle of Chillon.
A De-Combined Version

Vevey is a little town in Switzerland. There is a particularly comfortable hotel there. There are, indeed, many hotels. The entertainment of tourists is the business of the place. Many travelers will remember that Vevey is seated upon the edge of a lake. The lake is remarkably blue. It behooves every tourist to visit this lake. The shore of the lake presents an unbroken array of establishments of this order. These establishments are of every category. They range from the “grand hotel” of the newest fashion. It has a chalk-white front. It has a hundred balconies. It has a dozen flags. These flags fly from its roof. At the other end of the range is the little Swiss pension. It is from an elder day. It has its name in German-looking lettering. The name is inscribed upon a pink or yellow wall. It also has an awkward summerhouse. The summerhouse is in the angle of the garden. One of the hotels at Vevey, however, is famous. It is even classical. It is distinguished from many of its upstart neighbors by an atmosphere. It is an atmosphere of luxury. And it is an atmosphere of maturity. In this region, in the month of June, American travelers are extremely numerous. It may be said, indeed, that Vevey assumes at this period some of the characteristics of an American watering place. There are sights and sounds. They evoke a vision. They evoke an echo of Newport and Saratoga. There is a flitting hither and thither of “stylish” young girls. There is a rustling of muslin flounces. There is a rattle of dance music in the morning hours. There is a sound of high-pitched voices at all times. You receive an impression of these things at the “Trois Couronnes.” The “Trois Couronnes” is an excellent inn. You are transported in fancy to the Ocean House. Or you are transported in fancy to Congress Hall. But something needs to be added here. At the “Trois Couronnes,” there are other features. They are much at variance with these suggestions. For example, there are neat German waiters. They look like secretaries of legation. Russian princesses sit in the garden. Little Polish boys walk about with their governors. The boys are held by the hand. Finally, there is a view of the sunny crest of the Dent du Midi. That view includes the picturesque towers of the Castle of Chillon.
Analysis Key of the Original (FYI)
{At the little town} {of Vevey}, {in Switzerland}, there is a particularly comfortable hotel (PN). | There are, indeed, many hotels (PN), [Adv, to "are" [#1] for the entertainment {of tourists} is the business (PN) {of the place}, [Adj. to "place" which, [ [#2] as many travelers will remember], is seated (P) {upon the edge} {of a remarkably blue lake} -- a lake [#3] [Adj. to "lake" that it behooves every tourist (DO) to visit [#4] .]]] | The shore {of the lake} presents an unbroken array (DO) {of establishments} {of this order}, {of every category}, {from the "grand hotel"} {of the newest fashion}, {with a chalk-white front, a hundred balconies, and a dozen flags} flying [#5] {from its roof}, {to the little Swiss pension} {of an elder day}, {with its name} inscribed [#6] {in German-looking lettering} {upon a pink or yellow wall} and {*with* an awkward summerhouse} {in the angle} {of the garden}. | One {of the hotels} {at Vevey}, however, is famous (PA), even classical (PA), being distinguished [#7] {from many} {of its upstart neighbors} {by an air} both {of luxury} and {of maturity}. | {In this region}, {in the month} {of June}, American travelers are extremely numerous (PA); | it may be said (P), indeed, [ [#8] that Vevey assumes {at this period} some (DO) {of the characteristics} {of an American watering place}.] | There are sights (PN) and sounds (PN) [Adj. to "sights" and "sounds" which evoke a vision (DO), an echo [#9], {of Newport and Saratoga}.] | There is a flitting (PN) [#10] hither and thither {of "stylish" young girls}, a rustling (PN) {of muslin flounces}, a rattle (PN) {of dance music} {in the morning hours}, a sound (PN) {of high-pitched voices} {at all times}. | You receive an impression (PN) {of these things} {at the excellent inn} {of the "Trois Couronnes"} and are transported (P) {in fancy} {to the Ocean House} or {to Congress Hall}. | But {at the "Trois Couronnes,"} [ [#11] it must be added (P),] there are other features (PN) [Adj. to "features" that are much {at variance} {with these suggestions}]: neat German waiters [#12], [Adj. to "waiters" who look {like secretaries} {of legation}]; Russian princesses sitting [#13] {in the garden}; little Polish boys walking [#13] about held [#14] {by the hand}, {with their governors}; a view [#15] {of the sunny crest} {of the Dent du Midi} and {*of* the picturesque towers} {of the Castle} {of Chillon}. |
Notes

1. See “So” and “For” as Conjunctions. [KISS Level 3.2.2] 
2. This clause does not give any information about “is seated,” but rather directly calls upon travelers to confirm the validity of the statement being made about the “place,” i.e., to confirm the “which” clause. It thus functions as an interjection. 

3. “Lake” is an appositive to the preceding “lake.” 

4. The infinitive “to visit” is a delayed subject to the “it.” “Behooves” is an unusual, and somewhat strange verb that means “to be proper for.” Thus the sentence means “to visit that lake is proper for every tourist. 

5. The gerundive “flying” modifies “flags.” 

6. The gerundive “inscribed” modifies “name.” Both “flags flying” and “name inscribed” can alternatively be explained as noun absolutes that function as the objects of their respective prepositions. 

7. The gerundive “being distinguished” modifies “One.” 

8. This clause functions as a delayed subject. 

9. Because there is no “and” between “vision” and “echo,” “echo” functions somewhere between an additional direct object, or, figuratively speaking, an appositive to “vision” (as if the vision is an echo). 
10. Some grammarians may consider “flitting” and “rustling” as gerunds that function as predicate nouns, whereas others will consider them “normal” nouns. 
11. This is another clause that functions as an interjection. 
12. Appositive to “features.” 
13. “Princess” and “boys” can be explained as appositives to “features,” with “sitting” and “walking” as gerundives that modify them. Or “princess sitting” and “boys walking” can be explained as noun absolutes that function as appositives to “features.”

14. “Held” is a gerundive to “boys.” 
15. “View” is an appositive to “features.”
Suggested Studies in Style and Logic

Two statistical projects on their own writing, and one on professional writing

Two exercises on passive voice in context

Two exercises on the use of semicolons, colons and dashes to join main clauses

One General Punctuation Exercise
Twelfth Grade
A Study in Parallel Subordinate Clause Fragments
These are based on one passage that can be used for two different but related exercises. If students are still learning to identify grammatical constructions, you may want to have them do the typical KISS identification version of this exercise. The punctuation version, however, is an excellent exercise for the application of what students have been learning in the KISS Approach.

Suggestion: Give each student a copy of the punctuation version, and give the class five to ten minutes to do it. Then put an overhead of it on the board and have the students explain and discuss what they did. End the class by showing them Canby's version and briefly discussing it.
As a Punctuation Exercise
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	From Classic Americans: A Study of Eminent American Writers from Irving to Whitman, by Henry Seidel Canby, N.Y.: Harcourt, Brace & Company, 1931. 193-194.


Directions: Most of the punctuation and capitalization in the following text was lost. Please fix it (right on this page). 

there are two Thoreaus the Thoreau of want and the Thoreau of ought what he consistently wanted was to follow his own bent and belief and live in terms of closest intimacy with wild nature not because nature contained implications of the deity and ultimate truth although this he believed not because he was a Transcendentalist although he observed transcendentally but because to live in such intimacy was what he instinctively loved “there is in my nature methinks a singular yearning toward all wildness” and still more because, in the Emersonian sense he felt himself in tune with the universe when he was in the fields and the woods
As an analysis Exercise (with the original punctuation)
Directions: 

1. Put parentheses ( ) around each prepositional phrase. 

2. Underline subjects once, finite verbs twice, and label complements (“PN,” “PA,” “IO,” “DO”). 

3. Place brackets around each subordinate clause. If the clause functions as a noun, label its function above the opening bracket. If it functions as an adjective or adverb, draw an arrow from the opening bracket to the word that the clause modifies. 

4. Put a vertical line at the end of every main clause. 

5. Note the use of fragments and in a sentence or two, explain why these fragments are acceptable.
There are two Thoreaus, the Thoreau of want and the Thoreau of ought. What he consistently wanted, was to follow his own bent and belief and live in terms of closest intimacy with wild nature. Not because nature contained implications of the Deity and ultimate truth, although this he believed. Not because he was a Transcendentalist, although he observed transcendentally. But because to live in such intimacy was what he instinctively loved (“There is in my nature, methinks, a singular yearning toward all wildness”) and, still more, because, in the Emersonian sense, he felt himself in tune with the universe when he was in the fields and the woods.

Analysis Key
There are two Thoreaus (PN), the Thoreau [#1] {of want} and the Thoreau [#1] {of ought}. | [Subj. of "was" What (DO of "wanted") he consistently wanted], was to follow his own bent and belief [#2] and live [#2] {in terms} {of closest intimacy} {with wild nature}. | Not [ [#3] because nature contained implications (DO) {of the Deity and ultimate truth}], [ [#4] although this (DO) he believed]. | Not [ [#3] because he was a Transcendentalist (PN)], [ [#5] although he observed transcendentally]. | But [ [#3] because to live [#6] {in such intimacy} was [PN what (DO) he instinctively loved] [ [#7] ("There is (in my nature), methinks [#8], a singular yearning (PN) {toward all wildness}")]] and, still more, [ [#3] because, {in the Emersonian sense}, he felt himself (DO) {in tune} {with the universe} [Adv. to "felt" when he was {in the fields and the woods}]]. |
Notes

1. Appositive to “Thoreaus” 

2. “Bent” and “belief” are direct objects of the infinitive “to follow.” The infinitive phrases based on “to follow” and “live” function as predicate nouns after “was.” 

3. Even though this clause is not attached to the preceding sentence, it clearly modifies the two infinitive phrases (“to follow ... and live”) in the preceding sentence. And since those two infinitives function as predicate nouns, these clauses also go back to the subject of that sentence, “What he consistently wanted.” 

4. The fragment means “Although he believed this (the content of the “because” clause), it was not the reason.” Thus the “although” clause modifies the “not” which modifies the “because” clause. 

5. This “although” clause also modifies the preceding “not.” 

6. The infinitive “to live” functions as the subject of “was.” 

7. Technically, this is a parenthetical insertion, a type of interjection. It would be unusual in most writing, but is more common in literary criticism. In effect, Canby has inserted a quotation from Thoreau to support the preceding “because” clause. 

8. I doubt that you will find this one in any grammar textbook. “Methinks” can be explained as an interjection, but note how close it is to the subordinate clause “I think” that KISS would likewise consider an interjection in this position. 

Comments on the Fragments
If we replace the periods that create the fragments with commas (and change the capitalization), we would have one 96-word main clause. That is a large chunk of words to process. The fragments themselves essentially consist of four “because” clauses. Ordinarily, a period and capital letter suggests that a main clause has ended and short-term memory should be cleared for a new sentence. (See the KISS psycholinguistic model.) Thus we would read that first “because” clause with the expectation that it will chunk to a main S/V/C pattern that follows it.

In this case, however, the italicized “Not” may perform an interesting function. The preceding main clause tells readers what Thoreau wanted. An obvious question regarding wants is “Why? “Because” would answer that question, and the italicized “Not” may lead the reader to connect this clause, in terms of meaning, to the preceding sentence. Thus most readers are probably not surprised, or confused to find the period at the end of this fragment (after “believed”). The syntactic rule is broken, but the meaning is clear. This is reinforced by a repetition of “Not because...” in the second fragment, which also clearly makes sense as an explanation of “What he wanted.” The parallel construction of the two “Not because” clauses also prepares the way for the last fragment which begins with “But because.”
Suggested Studies in Style and Logic for Eighth Grade
Two statistical projects on their own writing, and one on professional writing

Two exercises on passive voice in context

Two exercises on the use of semicolons, colons and dashes to join main clauses

One General Punctuation Exercise
Some Applications of KISS Grammar

As I suggested above, students can master KISS constructions by doing two five-minute exercises a week. But because KISS enables students to identify constructions in real sentences, it also enables them to delve deeply into questions of errors, punctuation, logic, and style. Some ways of doing this are explored in this section.
Statistical Stylistics
Teachers often tell their students that their sentences are too long or too short. Unfortunately, these are often very subjective judgments. In the 70’s and 80’s some important statistical research was done on sentence length. The most important of this research was on average words per main clause. In KISS, students can do similar research—on their own writing, as early as fourth grade.

The KISS site has tables of the results of this research, but in any class in or after fourth grade, students can count the number of words in a selection of their own writing, analyze the selection for main clauses, and divide the number of words by the number of main clauses. The results will be comparable to the professional research, but more importantly, the students can see for themselves if their sentences are either too long or too short. The KISS “official” objective is to be near the group average. Students who write very long main clauses often lose control of them; students who write short ones sound immature.

It shouldn’t take students more than an hour to analyze a 250+ word selection of their own writing. In higher grades, students could do two such projects each year, and also at least one similar project based on randomly selected passages of professional prose or poetry.

Sentence Combining, De-combing, and Models

For students who write short main clauses, KISS includes many sentence-combining exercises. But is also includes de-combing exercises for those whose main clauses become too long. The site also includes sentence models—passages from professional writing that illustrate a variety of constructions, including parallel constructions.
Logic

I noted above that the S/V/PN pattern is based on “equality” between the subject and the complement. This is basic same/different logic, perhaps the most basic of all logical concepts. KISS also puts a heavy emphasis on the logic of subordinate clauses. Professors in a variety of fields have complained to me that too many students answer every question as if it were a “what” question. For example, when asked why or under what conditions something happens, students often answer by telling what happens. The conjunctions that introduce adverbial clauses in particular are, in essence, logical operators that students simply miss. KISS includes exercises on the logic of subordinate clauses.
Punctuation and Errors
Three of the most common grammatical complaints about students writing are “fragments,” “run-ons,” and “comma-splices.” “Fragments” are parts of sentences that are not attached (chunked) to a main clause pattern. Students who regularly analyze real, randomly selected sentences learn how to recognize them. They can also learn when fragments are and are not acceptable. In a “run-on,” two sentences are run together with no punctuation that separates them. This confuses readers. In a “comma-splice,” two sentences are joined by just a comma. This also confuses readers. 
The KISS site includes a study of these errors in the writing of 31 seventh graders. (http://kissgrammar.org/kiss/Research/1986/W7/Errors.htm) It suggests that most of the run-ons and comma-splices appear where professionals would use a semicolon, colon, or dash to join the sentences (main clauses). Currently, our schools cannot teach students how to use these punctuation marks for this purpose because students are not taught how to identify main clauses in the first place. KISS not only teaches this; it includes (for upper grades) some very sophisticated model passages, including how to use semicolons in comparison contrast writing. Students should probably do at least two punctuation exercises every year after fourth grade for two reasons. First, they will see how published writers use punctuation. Second, they themselves may have trouble with these punctuation marks as their own sentences naturally become longer and more complex.
General Punctuation Exercises

An important KISS exercise on punctuation has the students punctuate (and capitalize) a short text from which all punctuation and capitalization has been “lost.” Once the students are finished, they should discuss the various ways they have “fixed” the text, and also compare that with the punctuation and capitalization in the original.
Conclusion
My main objective has been to show that KISS proposes clear, testable standards—and provides instructional materials for enabling students to meet those standards. In closing, however, I’d like to emphasize the major difference of KISS—it enables students to know what they know. Instead of simply “using” constructions (as the Common Core calls for), KISS enables students to identify what those constructions are. Put differently, KISS enables students to accurately assess the grammatical aspect of their own writing.
