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ABSTRACT

A cognitively based instructional program for

narrative writing was developed. The effects of using

cognitively based schematic planning organizers at the

pre-writing stage were evaluated using subjects from the

Primary, Junior and Intermediate divisions.

Results indicate that the use of organizers based

on problem solving significantly improved the organization

and the overall quality of narrative writing for students

in grades 3, 6 and 7. The magnitude of the improvement

of the treatment group over the control group performance

in Organization ranged from 10.7% to 22.9%.

Statistical and observational data indicate many

implications for further research into the cognitive basis

for writing and reading; for the improvement and evaluation

of school writing programs; for the design of school

curricula; and for the inservice education for teachers of

writing.
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CHAPTER ONE

INTRODUCTION

RATIONALE FOR THE STUDY

Writing has traditionally been considered one of the

three Rs of elementary and secondary school instruction -

an integral part of a child's schooling from Kindergarten

to Grade Thirteen and beyond. Just as the graphic symbol

"R" is a misnomer at the beginning of the word "writing",

so the continued emphasis on the completed product of the

writing act rather than on the writing process itself has

been a deterrent to the improvement of writing instruction

in our schools. Currently, however, researchers are directing

their attention to the composing act, and this emphasis is

enhancing our knowledge and understanding of what has been

heretofore considered a mystical process. Only with insight

into this process can teachers hope to provide instruction

which will result in improving the quality of the student's

writing. The teacher needs tools for productive and systematic

intervention into this process if he is to provide growth in

writing ability. Improving the quality of the process will

improve the quality of the product, for these two are

irrevocably interrelated. Generally, teachers have known what

they would like from their students in terms of a final written

product, but they have not previously had enough insight into

the process to get the desired improvement in the product.
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The intent of this paper is to identify cognitive

components in the narrative writing process which can be

used as organizational and instructional tools to improve

the quality of the finished product. It is the writing

process itself which needs structure and definition,

accompanied by useful teaching techniques and methodology.

It is the contention of this writer and many others that

writing is essentially a cognitive process. Therefore, in

order to describe the writing act, the cognition or ideation

integral to the process must be clarified.

This paper represents one plateau in the understanding

of the writing process and, of course, is subject to alteration

as knowledge increases. However, it represents a significant

technical advance from current theory because it provides a

link between what is known about cognition and actual practice

in the schools' curriculum. Although this link may be viewed

as premature by some, the public and professional mandate to

improve writing instruction justifies the immediate practical

application of advances in cognitive theory directly to the

writing process and then to actual classroom practice. This

paper will follow those same steps by identifying a workable

definition of cognitive processes, applying this definition

to writing instruction, and then evaluating the effectiveness

of the application in the classroom.

All modes of writing are essentially cognitive in

nature and depend upon cognitive processes. However, the

focus of this paper will be on narrative writing in particular.
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Its aim is to provide teachers with a cognitively based

instructional program for narrative writing. As well as

designing the program, an evaluation of its usefulness

across various grade levels will be made. First, however,

a workable definition of the narrative mode will be formulated.

NATURE OF NARR?^TIVE WRITING

CLASSIFICATION OF WRITING MODES

In order to arrive at a useful definition of "narrative",

it becomes important to refer to those who have made the

study of writing their life's work and to tap their practical

expertise as well as their theoretical understanding. Tradi-

tionally, the three modes of writing most often discussed have

been description, narration and exposition or argument.

Although some experts such as James Britton have altered this

categorization system to suit a consideration of author's

purpose, others including James Moffett (1968) continue to

use most of these categories. Moffett 's Spectrum of Discourse

provides a useful schematic representation of writing modes

and is reproduced in Figure 1 to demonstrate the narrative

in its proper theoretical perspective. Moffett defines orders

of discourse as in Figure 1, but points out that this description

needs more dimensions to represent properly the complex inter-

play of relationships in the writing process.

Other important considerations include distance between

the speaker and subject, levels of increasing abstraction,

the hierarchical nature of categories (something vestigial
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FIGURE 1

SPECTRUM OF DISCOURSE

(Moffett, 1968, p. 47)

Interior Dialogue

(egocentric speech)

Vocal Dialogue

(socialized speech)

Recording the drama of

what is happening.

PLAYS

Correspondence

Personal Journal

Autobiography

Memoir

Reporting the narrative

of what happened.

FICTION

Biography

Chronicle

History

Science

Metaphysics

Generalizing , the ex-

position of what happens.

Theorizing the argumentation

of what will or may happen.

ESSAY
R
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from each is found in every higher category) , and the

sequence of activities or skills within each category and

between them. Moffett's notion of "abstraction" points to

a cognitive base for writing and will be discussed in greater

depth in Chapter Two.

James Britton with Burgess, Martin, McLeod and Rosen

(1975) , in a well known study on writing, disagrees with the

traditional classification of writing modes into descriptive,

narrative, and expository or argument. In The Development

of Writing Abilities (11-18), Britton, et al. (1975) postulate

and test a categorization system based upon a consideration

of the function of a piece of writing and a sense of audience.

The functional categories are Transactional (language to get

things done and to inform) , Expressive (thinking aloud on

paper, exploring mood and feeling) , and Poetic (language

using art as the medium) . These are cross-classified with

audience categories ranging from writing for self, to teacher,

to known audience, to unknown audience and additional audience.

Although Britton does not provide a diagrammatic format, a

useful conceptual tool is provided in Figure 2. The usual

narrative assignment encountered at school would fall into

his Transactional category and the appropriate cells are

filled in.

Although Britton, et al. have pointed out some useful

considerations in analyzing the writing modes, they admit

that as yet this theory has little direct bearing on practical

classroom operation. They view their theory as a possible
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means toward greater understanding of the writing process

rather than as a teaching tool. However, they take a firm

stand in maintaining writing as an essential part of the

curriculiim and point to a cognitive base when they state:

...we should still want to claim a
development role for writing in school
- that is to say, that the talk by which
children will govern their lives will
require mental abilities that will best
be developed by the practice of writing
(p. 201)

.

Meanwhile, while researchers continue their debate,

writing must be taught in the schools on a daily basis, and

the urgent need for practical and applicable tools and method-

ology becomes ever more apparent- Although Britton and

Moffett have contributed some significant considerations in

the classification of writing modes, the traditional system

remains most useful because it most nearly approximates the

definitive and critical differences amongst modes. It seems

logical that types of discourse should be defined and

classified according to the most salient characteristics of

each. Both dimensions of function and audience awareness

are important, but they do not differentiate among organi-

zational foirms. It is this underlying form or structure

which appears to be the salient characteristic of the various

types of writing, i.e., narrative always involves a chrono-

logical sequence of events commonly known as plot. An author

may choose his vehicle to suit his purpose if he is fully

aware of all possible mode choices and their potential functions,

The formulation for the categorization of writing types
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originally proposed by Aristotle is similar to that of

James Moffett and most clearly approximates the critical

organizational and structural differences amongst the modes.

Three categories are identified and include:

Descriptive: Recording what is observed
and felt (replaces Moffett 's

"Drama" category)

.

Narrative: Reporting what happened.

Expository: Generalizing and theorizing;
presenting a logical argument
about what may happen. (Combines
Moffett 's Exposition and Logical
Argumentation categories)

.

Organizational patterns differ for each with Descriptive

Writing based on the classification of observations and feelings.

Narrative Writing based on sequence but including description,

and Expository Writing based on complex problem solving

strategies which incorporate both classification and seriation.

These references to cognitive skills as they relate to the

writing process will be discussed in more detail in Chapter

Two.

DEFINITION OF NARRATIVE WRITING

Narrative Writing, then, can be described as reporting

what happened. It involves storytelling and can be real or

fictitious. Traditionally it has been referred to as creative

writing in the public school system. Narrative represents

a higher level of abstraction than description because it is

somewhat reflective (Moffett, 1968) . The latter hits us at

the level of sensation and is a matter of recording impressions,

while the former involves a time sequence of events as well
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as a recording of impressions or descriptive elements. The

essence of a story is "once- upon - a - time", for only time

can order events in the physical world. Time sequence is

inherent to story structure and therefore provides the critical

definitive attribute of narrative; namely plot. Plot is the

scheme or pattern of events in a story, and a time framework

is always involved. Even stylistic techniques such as

flashbacks must be used carefully so as not to confuse the

logical time sequence of events. Language itself cannot be

used to tell a story without time and sequence implications,

i.e., verb forms and tenses, connectors, etc. keep the

sequence of events intact for the reader. Without this

structure, the story would lose its continuity, rendering

it incomprehensible and meaningless.

TYPES OF NARRATIVE WRITING

It has been established that narrative writing recounts

what happened and always involves a sequence of events or

plot structure. Although an author may choose to write his

narrative in the present tense as a variation of style, it

will still be a reporting of past events both from the point

of view of the writer as he is composing and of the reader as

he is interpreting. The writer has a dual relationship both

to the events he is reporting and to the audience to whom

he is recounting these events. James Moffett (1968) claims

these two basic relationships determine how a writer tells his

story, whether he is historian, fictional author, journalist.
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casewriter, lawyer, or man in the street. These considerations

will in fact have a notable effect on style, but will not

significantly alter the basic plot structure or time sequence

of events. Although these factors may affect inclusion or

exclusion of certain events, these options always belong to

the writer in consideration of his relationship to the events

and to his audience. However, the structure or sequence of

a story must remain logical and intact if it is to convey

meaning.

Moffett (1968) has proposed a "Sequence of Narrative

Types" which is useful for displaying the varied contexts

within which a narrative format is followed. These are listed

in order of increasingly complex levels of abstraction, for

each type subsumes the previous level and is built up out of

it. Other significant progressions for Moffett include personal

to impersonal, present to past, vernacular improvisation to

literary composition, increasing time interval between the

date of. events and the date of the narrative, and increasing

distance first between speaker and listener, and then between

speaker and subject. See Figure 3 for Moffett 's description

of the range of narrative types.

Narrative writing has a broad range of both classroom

and real life applications. Children use narrative in

discussing events, people and places during their early years.

They also enjoy listening to stories either being told or read

to them. Perhaps, then, it makes sense that narrative should

be one of the earliest written forms in which they engage.
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FIGURE 3

SEQUENCE OF NARRATIVE TYPES

(Moffett, 1968)

1. Interior Monologue - transcription of what character
is perceiving.

2. Dramatic Monologue - character talking to someone
else but responses of other are
insignificant.

3

.

Letter Narration

4

.

Diary Narration

5. Subjective Narration - confession, justification of some
action incompletely understood.

6. Detached Autobiography - growth and self knowledge
reported objectively.

7. Memoir or Observer Narration - tells what happened to
someone else, moving from
first to third person
narrative.

8. Biography or Anonymous Narration - single character
point of view.

9. Anonymous Narration - dual character point of view,
observer increasingly impartial.

10. Anonymous Narration - multiple character point of view.

11. Anonymous Narration - no character point of view, withdraws
from minds of all characters.
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Adults, too, continue to use the narrative forms listed

in Figure 3. Therefore, the use and understanding of this

mode and its relationship to the careful analysis of people,

places and events represents a critical skill in the real

world

.

NEW EMPHASIS IN DISCOURSE THEORY

Given what is known about the nature of narrative

writing, it becomes necessary to see how the current advances

in discourse theory can be applied to the narrative writing

process. Both Britton and Moffett have placed their emphasis

on increasing understanding of the writing process itself

rather than on an analysis of the product. They point to the

critical factors of purpose, intent or function of a piece

of writing and combine this notion with a keen sense of

audience awareness. Later, the critical notion of purpose

will be placed in a cognitive framework and applied at the

planning stage of writing. Author's purpose and the function

of writing are the same if a piece is well written, and provides

the parameters of the composition. Audience awareness will

also be considered as the writer selects both his mode of

expression and complexity of organization within that mode.

Without altering the basic structure of the discourse type,

the author will suit his composition to his intended audience

by varying organizational complexity, diction, and style.

Kinneavy, in Cooper and Odell (1978) , states that selection of

mode is important as one seeks to achieve a purpose. Each
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mode involves a different thinking process and therefore

has distinctive organizational patterns and stylistic features.

By providing a clear organizational structure, writing becomes

more comprehensible to the reader, a signficant factor in

considering one's audience.

Presently, concerns for coherence and cohesion in

writing are prevalent. Linguistic research tends to break

language into its small parts when looking at coherence and

cohesion. There is a definite need for this type of work,

but it is also necessary to look at coherence in the large

organizational sense. Perhaps if the writer is helped to

focus on the cognitive aspects of organization, the smaller

cohesive elements will make more sense to him. He will then

understand the structural necessity of cohesive words and

phrases in terms of maintaining the larger coherent framework

of his story.

' Perhaps the most significant contribution of the work

of both Britton and Moffett is their identification of the

need for a cognitive emphasis in writing. Moffett particularly

defines a developmental writing curriculum that reflects

cognitive growth by increasingly higher levels of abstraction.

For him abstraction reduces reality to manageable chunks.

Some reality is lost with increasing abstraction, but it is

traded for a gain in control. Abstraction provides a codi-

fication of the world that most nearly resembles the structure

of the mind. Although Moffett is either unable or unwilling

to apply that codification and structural analysis directly to
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the writing process, he has paved the way for others to do

so. He has provided us with the goal of applying cognition

to writing but has not provided the means. It is left to

others to develop the link between the narrative mode and

cognition.

Writing is often a lonely and difficult process for

the students. Practitioners have sought ways to alleviate

the struggle and have developed response groups, shared

stories and other techniques to provide some interaction

during the process. The student receives no direct cuing

or feedback during the writing process, as he does in the

other expressive function of language, speaking. Perhaps

cognitive structures can fill this gap by presenting his

options consciously and allowing him to test them against

himself and others. Feedback comes from the paper on which

he has organized his ideas, and he can adjust them accordingly.

Many significant questions relating to purpose or

function in discourse and the complex relationship of speaker,

subject and audience will remain, but perhaps this paper can

provide some guidelines for positive applications of these

considerations. As well, a specific conceptualization of the

cognitive process for planning a narrative will be demonstrated,

providing insight and intervention techniques into a very

complex process. Purpose in narrative usually relates to

the resolution of a conflict, issue, or problem, and the

sequence of events takes place within that context. Audience

awareness can be built in by altering mode choice, problem
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definition, and complexity of the sequence of events as

well as altering style considerations such as sentence

structure and word choice depending on the intended reader.

Providing the writer with a working knowledge of all

possible options and a high degree of flexibility is essential.

PAST PRACTICES AND THE NEED FOR A PROCESS EMPHASIS

The ultimate purpose of any writing act is to communicate

ideas. The recipient of that idea may be oneself or others,

but the writing process enhances the clarification of an

expressed idea both in the mind of the writer and in the mind

of the reader. A writer writing for himself may be in the

process of reformulating an idea, but ultimately he will want

it in a communicable form so that it can be comprehended

clearly, even if only by himself.

Traditionally the school system seems to have lost

sight of this essential communicative function of writing.

Teachers focus on a careful although often highly critical

analysis of the written product. They correct mechanical

errors such as punctuation, spelling, and grammatical constructs

fervently, but have only a very general notion of what it is

that enables a piece of writing to communicate an idea

effectively. A schematic definition of the writing process

itself can give teachers the intervention tools necessary to

base their instructional approach on process considerations.

IMPORTANCE OF ORGANIZATION

There are three basic components to any writing act,
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no matter what the writing mode. However, only the third

makes a direct critical difference to the communicative

function of writing. These three basic components are

analyzed in depth in the Narrative Writing Components by

Contexts Grid in Chapter Three, and are identified as

Mechanics, Creativity and Organization. The mechanics of

language include both conventions and invariable structural

rules, and do not by themselves communicate ideas, although

they aid the reader in the reception of those ideas. Even

creativity in imaginative production and style will not by

itself communicate, although it can heighten interest and

attention considerably. The essential component in the

effective communication of an idea is the structural organi-

zation of the writing. The author's intent or purpose is

communicated by a clear and systematic conceptual framework.

It is the establishment of a central focus that runs consis-

tently throughout the piece of writing that allows it to impart

the general meaning. It is the cognitive organization of

ideas within that focus that enhances understanding. If the

ideas are clearly organized in the mind of the writer during

the composing process, they will be clearly organized during

the actual writing and, therefore, they will be communicated

more effectively.

Many researchers have pointed to organizational skills

as the critical deficiency in students' writing. James Gray

(1979) of the Bay Area Writing Project states that fluency

was not a problem in his samples of student writing, but
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that organization was aimless and haphazard. Most students

organized their writing by "simply taking a run at the topic"

(p. 1) . Peter Evans (1979) , looking at Grade Eight students

in Ontario also found a sharp drop in the quality of narrative

organization below the 75th percentile, suggesting that

teachers should give more attention to the organization

component of narrative writing, although length was sufficient.

The central focus of this paper will be on the organi-

zation of narrative writing. By applying what is known about

cognitive skills to the narrative writing act, it is possible

to formulate a useful planning device for students, as well

as a teaching strategy for teachers.

STAGES IN THE WRITING PROCESS

The writing act has traditionally been divided into

three stages: pre-writing (planning) , writing, and editing

(evaluation) . This sequence is a useful way of looking at

the composing process. Although people like Donald Murray

(1978) have altered the semantics to include prevision, vision

and revision, and James Britton (1978) preparation, incubation

and articulation, the three stage approach as defined below

still appears to be standard.

1. Pre-writing: the period in which a writer generates

and organizes information

2. Writing: the actual transcription of the communication

3. Rewriting: any revision of content, form or language;

editing.

In the past, the pre-writing stage has not been sufficiently
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dif ferentiated. It contains many complex parts that have

not been adequately described and, therefore, could not

be taught. Tools for instructional intervention at this

planning stage have not previously been provided. Teachers

simply asked students to "Write a story". Some provided

picture stimuli or other experiences to motivate students

to write. Good, conscientious students would start writing

immediately because they would attempt to please. However,

there would always be that group who could not think of

anything to say. Soon the teacher was seduced into trying

to provide ideas for the recalcitrant and frustrated student

to write about.

Some teachers use textbooks which provide outlines

for planning writing in the narrative mode. Many of these

offer a simplistic series of steps to follow, but fail to

maintain the critical attribute of good stories - logical

and sequential development of events and description within

an established focus or conflict. Therefore, students continue

to experience difficulty both generating and organizing their

ideas, resulting in continued frustration as teachers fail

to provide useful assistance. Teachers, too, have experienced

the frustration of a lack of pragmatic instructional techniques

and have had to resort to blind practice or outdated methodology.

This blind practice approach coupled with a lack of

research in writing has created a serious problem for students

and teachers alike. The public system has been negligent in

not exploring an activity as prevalent as writing is in today's
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classrooms. Systematic instructional procedures are badly

needed if schools are to produce growth in writing ability.

John Guthrie (1981) discusses this dearth of research in his

article entitled "Processes in Writing" and quotes Donald

Graves' report to NCTE:

Only 156 studies in writing in the elementary
grades, or an average of 6 annually, have been
done in the United States in the past 25 years.
By comparison there have been 13,500 investigations
on reading in the last 20 years (p. 764)

.

The need for enlightened practice combined with useful

research is evident.

PURPOSE OF THE PAPER

The purpose of this paper is to resolve the problem

of identifying and developing cognition in the narrative

writing process. Given a theoretical emphasis on process,

the need for a practical application which emphasizes

cognitive process as part of instruction becomes apparent.

The focus of this paper will be on the organization of ideas

for narrative writing at the pre-writing or planning stage.

By identifying the cognitive processes in which the writer

is engaged, this paper seeks to provide organizational and

instructional tools for the planning stage of narrative

writing. In an attempt to ensure qualitative improvement

in the narrative writing of students at varying grade levels,

this paper proposes and evaluates the use of a planning

strategy that permits students to attend consciously to:

1. focus or purpose for writing
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2. organization of events into a logical plot structure

3. a detailed and planned writing sequence.

In the early chapters, the basic conceptual framework

for the narrative writing process is described and explained.

A curriculum program for the cognitively based instruction

on narrative writing is developed, which includes a tool for

describing and evaluating growth in writing as well as pre-

scribing instructional decisions. The later chapters include

a procedural description of the research and an analysis of

the results.

RESEARCH HYPOTHESES

The research hypotheses for this paper rest on three

basic assumptions which will be discussed in detail in the

early chapters:

1. Narrative writing (and all writing) is a cognitive

process, and as such can be understood best as a

problem solving strategy. An analysis of the

literature related to the conceptual organization

of writing as a problem solving process follows in

the next section.

2. The narrative writing process can be diagrammed

schematically to support and develop cognition in

the writing process.

3. This schematic framework can be used systematically

by students in planning their narratives. Teaching

strategies can be identified and demonstrated related
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to this process.

The study itself will assess the effectiveness of

these teaching and planning strategies in improving the

quality of students' narratives. The research hypotheses

to be tested at the Primary, Junior and Intermediate levels

are:

The quality of Narrative Writing performance

will improve as a result of using cognitive

organizers at the pre-writing stage.

(1) Overall quality will be higher.

(2) Logical organization of ideation will be

more apparent.

It is predicted that the quality of students' narratives

will improve because, having completed the organization of

his ideation at the planning stage, he can attend to

considerations of mechanics and style as he is writing.

Organizational patterns should stay intact, and writing should

be clearly focused and effectively communicative. Because

he has command of an effective procedure and his ideation is

clearly available to him, the student has a place to turn to

when inspiration fails. He is liberated from that haunting

question: "What will I say next?" as he actually writes.

Eventually it is hoped that this planning strategy will

become intuitive for the student, and that he will make a

generalized application to a variety of expressive language

tasks.





CHAPTER TWO

A COGNITIVE BASIS FOR THE WRITING PROCESS;
PAST INVESTIGATIONS

OVERVIEW

The cognitive processes which underlie the act of

writing are complex. This chapter will attempt to combine

the findings of the previous chapter, which place emphases

on process and cognition in general terms, and identify a

useful schematic format for the structural analysis of the

complex writing process. The focus will be on ideational

organization rather than on specific language choices or

conventions. The chapter begins by looking at the contri-

butions of cognitive-developmental psychology; it then traces

the concepts of process and structure through problem solving

and schema theory, eventually combining the two in a schematic

description of the narrative writing process. It is recognized

that this may appear a simplistic though abstract explanation

for the complexity of the writing task. However James Moffett

(1968) stated the justification most succinctly when speaking

about levels of abstraction. As abstraction increases, some

sense of reality is traded for the gain in cognitive control.

Codification of the writing process reduces the complexity

to more manageable chunks. The conscious control of ideational

structure helps to ensure that the essential purpose for

writing, the effective communication of a message, is achieved.
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CONTRIBUTIONS OF COGNITIVE-DEVELOPMENTAL PSYCHOLOGY

The cognitive-developmental school of psychology is

appropriately named because it is cognitive in the sense

that it focuses on the mind rather than on behaviour, and

developmental in the sense that it emphasizes increasingly

structured knowledge systems which develop in sequential

stages. The implications of this position for research into

the composing process have never been systematically delineated.

While the work of Jean Piaget, the leading proponent of this

approach, has been enormously influential in psychology, its

direct application to classroom practice in general and

writing instruction in particular has been limited. The

cognitive-developmental approach does in fact have relevance

for applied research in composition and is beginning to make

some notable theoretical and increasingly practical contri-

butions to work in this field. The three major aspects of

this approach are discussed below.

FOCUS ON MIND

Piaget states that people actively construct knowledge

systems through their interaction with the environment (Barritt

and Kroll, 1978) . The developing intellect becomes more

complexly structured through the adaptive functions of

assimilation and accommodation. Incoming knowledge is placed

in increasingly complex mental structures with organized but

differentiated schemes. Observable actions reflect these

underlying cognitive structures.
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Jerome Bruner (1963) has taken this focus on the

intellect and translated it for educational purposes into

a focus on the conceptual structure of a discipline. He

suggests that concepts rather than isolated facts be the

focus of our curricula in the schools. This conceptual basis

for instruction applies in the composing process as well.

It is necessary to identify the components of the writing

process and provide appropriate instruction. Concepts such

as focus, purpose, plot, character, setting, and others need

specifiable and developmental instructional techniques which

are not generally available.

Other logical directions for research include charting

the developing mental structures underlying writing ability,

with special consideration given to the egocentrism of the

child and the cognitive similarities and differences in the

expressive functions of language: speaking and writing.

FOCUS ON PROCESS

The impetus for the current focus on process inherent

in the work of James Moffett and others probably originated

with the work of the cognitive-developmentalists. Attending

to intellectual function rather than outward behaviour

precipitated an emphasis on intellectual process rather than

on an analysis of product. Educational theorists like Jerome

Bruner began to look at education also as a process rather

than a product, opening new vistas in the understanding of

teaching and learning. For composing research, this position
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has resulted in a shift from the what to the how of writing.

It places the emphasis on writing as a cognitive process.

The student has to make cognitive choices as he writes,

decisions including organizational patterns, content, diction

and syntactic variation (Odell, Cooper, and Courts, 1978) .

Knowledge about structural patterns related to the narrative

mode would simplify his decision making about the organization

of his ideas. Codifying the process makes it readily available

to the writer.

GROWTH AND DEVELOPMENT

Piaget posits a stage theory of intellectual performance,

with the' stages becoming increasingly complex over time.

Although these stages may be useful theoretically, they are

not directly applicable in the classroom; what is more useful

is his notion of the sequential development of cognitive skills.

Transformed into concrete instructional practices which are

cognitively developmental in nature, this contribution is

invaluable.

Intellectual growth occurs through adaptive interaction

with the world. The acceptance of error as a learning tool

is a positive result of this approach. Piaget himself was

fascinated with the errors children make and explored the

processes by which these errors come about. In the development

of language and thought, errors provide a window into process.

In reading instruction, the new approach to error has resulted

in Miscue Analysis; in writing instruction, the nature of the

error has become less significant than the structural deficit
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which it reflects.

There are increasing levels of complexity in the

composing process. As cognitive function becomes more

complex, so does the organizational structure of the

narrative. The developing complexity of organization must

be accounted for in any structural analysis of the writing

process, and must be related to the growing intellectual

capacity of the child.

IMPLICATIONS

The broad implications of this approach, which stresses

the developing intellect and cognitive function, have resulted

in a renewed interest in thinking skills. Teachers have

always advised their students, "Think hard", but had no

instructional techniques for helping their charges to do so.

School skills are repeatedly taught, but somehow it is the

transfer or appropriate application of these skills which seems

to matter and yet is so elusive. In fact, it seems that the

teaching of thinking skills is precisely what is needed to

resolve this discrepancy between intellectual function and

what is currently taught. People like Benjamin Bloom (1956)

and Edward de Bono (1976) have responded with a resounding

affirmation that thinking skills can and should be taught.

Bloom identified six levels of intellectual functioning,

including knowledge, comprehension, application, analysis,

synthesis and evaluation, and suggested that teachers plan

their activities and questions accordingly.

Edward de Bono has formulated an elaborate program for the
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teaching of thinking in the classroom. Teachers can promote

the development of thinking skills by programming for the

use of complex mental operations within the regular curriculum.

The implications of the cognitive -developmental approach

for the teaching of composition include the instruction of

useful cognitive procedures for what is essentially a

cognitive process. Ideation must be carefully organized if

the message is to be clear. The specific thinking skills

necessary to that organization can be identified and should

be taught to improve the level of writing performance.

WRITING AS PROBLEM SOLVING

Writing involves the encoding of thought processes.

The most complex level of thought processing appears to be

problem solving because it involves several cognitive skills

within one controlling process. Problem solving is a complex

life skill which applies across many contexts. Lee Odell

(1973) suggests that problem solving arises in any situation

resulting in dissonance or creating disequilibrium. The

resolution restores equilibrium, but the process is cyclical

in the sense that change is constant and continues to induce

dissonance. Whether reading or writing, a person is constantly

involved in the resolution of some kind of dissonance, either

in his own mind or in the minds of his audience. Awareness

of this dissonance creates an atmosphere of uncertainty as

the reader or writer attempts to formulate the problem clearly,

examine the data, and resolve critical issues, all of which
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ultimately result in the revision of his own internal

world. The resolution of dissonance may in fact explain

the author's purpose for setting down his ideas in writing,

and may also in part account for the reader's attention as

he too resolves a sense of disequilibrium. It appears then

that problem solving is the critical intellectual component

of both reading and writing, and that writing is, in fact,

a specific example of complex problem solving.

Writing as problem solving demands the use of several

cognitive skills within the controlling strategy. Writing

as problem solving is goal directed both in terms of the

author's purpose and in terms of the resolution of an issue

or problem.

In personal communication, well known author of

children's books, Sheila Rolfe, explained that she always

identifies a problem at the beginning of the composing process.

The story then works through to a resolution of that problem.

In essence, she was able to equate her writing strategy

consciously with a problem solving process. In order to

support this basic assumption that writing is a specific

example of problem solving, relevant recent research will

be examined.

THE COMPOSING PROCESS AND PROBLEM SOLVING

Studies relating the composing process specifically

to problem solving have been sparse, although evidence to

support this connection is accumulating. In order to

demonstrate the relationship between composing and problem
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solving, observable stages in composing and problem solving

needed to be compared. Matheson (1980) , in a comparison

between problem solving and the identified composing stages

of Young, Becker and Pike; Janet Emig; and Donald Graves,

demonstrates that a significant number of similar behaviours

exists, and that each approximates a description of writing

as problem solving.

Piaget (Barritt and Kroll, 1978) suggests that the

problem solving process is conscious and learned. If, as

Piaget states, cognitive growth results from interaction

with the world which creates a kind of disequilibrium,

adaptive problem solving through assimilation resolves this

dissonance and is a critical cognitive skill. If accommodation

is used as the adaptive strategy, then existing structures

are altered and intellectual structures become more inclusive

and complex. Odell (1973), following up on Piaget's work,

concludes that human beings come to know the world through

problem solving and that when people wish to communicate to

others in writing they use the same format. In order to

examine problem solving in more detail, heuristic and schematic

descriptions will be presented.

HEURISTICS

The dictionary definition (Standard College Dictionary,

1968) of heuristic is "designating an educational method by

which a pupil is stimulated to make his own investigation or

discoveries". It is an instructional tool for learning which
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has a broad range of applications. It is a procedural

methodology which provides structure for a learning task.

Interest in heuristics is not a recent development.

Young, Becker and Pike (1970) proposed a linguistic theory

called tagmemics which provided theoretical principles and

problem solving procedures applied to writing. They viewed

the pre-writing stage as a time for invention or discovering

information, forming concepts, seeing relationships, and

analyzing and solving problems. Writers needed control of

the writing process in order to solve the sequence of problems

which the writing process presented. These problems needed

to be solved efficiently and effectively with an intelligent

style. Young, Becker and Pike rejected the popular notions

of their day that practice was sufficient to develop an

intelligent style and that natural talent for writing was

essential, and instead proposed the instruction of writing

using certain identifiable tools. They viewed the writer as

having to make choices, and in order to make appropriate

choices, he needed to understand the process and have pro-

cedures for controlling it. They defined the four stages of

the Inquiry Process (p. 73) as follows:

Preparation: Initial awareness of difficulty
Formulation of difficulty as problems
Exploration of the problem

Incubation: Subconscious activity brought to
bear on this problem

Illumination: Imaginative leap to possible
solution; HYPOTHESIS

Verification: Test of the hypothesis.

They believed that during the conscious pursuits of the inquiry
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process the learner could benefit from a heuristic procedure.

This procedure made the process less chancey, less time

consuming, more systematic and efficient. Although Young,

Becker and Pike did not apply their inquiry model directly

to narrative writing, they demonstrated the potential by

suggesting that problem solving heuristics have a significant

place in the writing process.

Flower and Hayes (1977) view writing as essentially

a thinking process. Writing problems are thinking problems,

and therefore a problem solving strategy for "thinking through

the process" (p. 4 51) is essential. A heuristic is a tool

for writers rather than a representation of the actual

thinking process. Flower and Hayes suggest formalizing

writing procedures into heuristics, "a kind of cognitive

shorthand" (p. 452) . Heuristics are not rules but do offer

alternative methods to the person in the act of composing.

They formalize the efficient procedures which a good writer

or journalist would use intuitively.

Flower and Hayes identify several advantages of using

heuristics in the teaching of writing. They propose a useful

heuristic strategy for analytical writing based upon a

combination of the steps in composing and the steps in problem

solving. This methodology is advantageous because it opens

up complex cognitive processes to the possibility of rational

choice. It makes what is an unconscious process for pro-

fessional writers explicitly available to students. For those

writers trapped in a continual word search, the methodology
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proposes instead the generation of an idea structure, giving

students a place to turn when inspiration fails. It focuses

directly on the two major intellectual tasks of the writing

process: (1) generating ideas in language and (2) constructing

those ideas into a written structure which accommodates the

needs of the reader as well as the goals of the writer. It

provides a range of alternatives and the power of reasoned

choice for the writer who is embroiled in mechanical and

stylistic choices as well as ideational ones.

Thus Flower and Hayes ' description of writing as

problem solving put into a heuristic format is a useful one.

However, it fails to identify clearly the critical cognitive

components of problem solving and therefore writing. Problem

solving is a complex cognitive process, and the specific

mental operations used in writing as problem solving need to

be identified in order to present a cognitively based

instructional writing program. Having concluded that writing

is in fact problem solving and that heuristics are useful

codifications for instructional purposes, it is necessary to

look at schema theory for the description of cognitive processes.

SCHEMA APPLIED TO WRITING

To the present, the work done in heuristics has

focused on strategy teaching without providing a global

understanding of story structure. It has focused on procedural

bits and pieces while presupposing the high level of meta-

cognition required for the conscious alteration and manipulation
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of cognitive strategies. The student is erroneously assumed

to have a highly developed superordinate strategy within

which he can incorporate new procedures (Bereiter and Scar-

damalia 1980) . Schema theory provides the opportunity for

examining those cognitive strategies which students require

and are assumed to have.

DEFINITION OF SCHEMA

A schema is a knowledge structure which contains slots

or placeholders (Canney and Winograd, 1979) . Cognitive

psycholinguists refer to schemata, the plural form of schema,

as the sum total of a person's world knowledge and skill in

retrieving these ideas (Squire, 1983) . What goes on in the

human brain cannot be directly observed, and scientists must

infer how knowledge is stored and then activated for use

(Durkin, 1981) . A basic tenet of schema theorists is that

what has been learned is stored and organized in the brain

in such a way as to permit modification through further

development. Learning occurs when what is known interacts

with something which is new but related to the existing

knowledge structure. A schema is like a mental framework,

and schemata are networks of concepts which are hierarchically

arranged. Schemata are incomplete, containing empty slots

into which certain bits of information can be placed or stored

for retrieval when appropriate. Schemata as cognitive frame-

works appear to play a significant role both in reading

comprehension and in the writing process.
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For the purpose of this paper, the focus will be

especially on story schema, the mental representation of

prose structure through which narrative content is organized.

By abstracting and diagramming story structure, it is possible

to identify the cognitive operations used in story writing.

In this fashion story structure and cognitive process can

be appropriately combined in an instrumental approach to

narrative writing.

STORY GRAMMARS

Story grammar is the analysis of well constructed

stories to abstract the component parts of good story

structure (Morgan, 1983) . It becomes schematic when a reader

is able to identify and use this abstracted structure in

both the analysis and generating of new stories. Rumelhart

was among the first to identify schemata for story structure.

He listed six basic grammatical categories contained in

stories including setting, event, internal response of a

character, method chosen by a character, purposive action

by the character and consequence. These were arranged in a

nested hierarchical structure and rules relating the categories

syntactically and semantically were established (Rumelhart

in Stein, 1975)

.

Story,

Setting Episode

/ \ .

Event Reaction

Internal Attempt
Response / N.

Method Action
/

Activity Consequences
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In 1975 Nancy Stein used Rumelhart's categories to

test children's recall of stories and found that some

categories were more salient in recall than others. Events

and consequences were recalled most often, and the temporal

ordering of the story was reproduced most consistently. She

concluded that this model supports the existence of an internal

representation for stories and that it has value in compre-

hension.

In 1978 Baker and Stein, using an adaptation of

Rumelhart's schema, concluded that people do in fact use

higher order knowledge structures or schemata to facilitate

story comprehension. They have an organizing framework into

which to integrate incoming information. Baker and Stein (1978)

suggest that a good way to assess children's knowledge about

story structure is to ask them to produce a story and evaluate

the structures used. While the importance of schemata in

reading comprehension has been demonstrated, their significance

in the generating and constructing of stories is also being

explored.

STORY TELLING

A story has a message to communicate. It must be well

organized in order to transmit ideas clearly and logically

from the mind of the teller to the mind of the receiver.

Significant work on story structure as it relates to story

telling has been done by Arthur Applebee. In The Child's

Concept of Story (1978) he describes the processes of



'I Li-



-36-

centering and chaining as structuring principles basic to

the increase in complexity of children's story telling.

Using Vygotsky ' s models, he describes a developmental

progression in the cognitive complexity of story structure

(see Figure 4). At the final stage, "true narratives", the

events of a story are linked both by centering (focusing on

main idea, theme or core) and by chaining (logical sequence

with each related to the previous event and to the core)

.

The plot is in a sense reversible: the ending is inherent

in the initial situation (p. 69) . Each event develops from

the previous one and elaborates an aspect of the central

theme. Although Applebee does not specify the centering and

chaining processes as "schemata", he does point explicitly

to the constant interrelationship between form and content

in the progressively complex organizational and conceptual

structures of the stories children tell (p. 72)

.

SCHEMA THEORY AND THE WRITING PROCESS

Having discussed briefly the merits and applications

of schema theory to story structure, story comprehension and

story telling, it becomes necessary now to apply it

specifically to the story writing process. The most clearly

defined direct application to date comes from the work of

Carl Bereiter and Marlene Scardamalia.

Bereiter and Scardamalia 's (1981) approach to an

understanding of the cognitive components of the writing

process rests on the basic assumption that every type of
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F ICURE 4

LEVELS OF COMPLEXITY IN THE ORGANIZATION OF CHILDREN'S STORIES

(After "The Structure of Children's Stories", Applebee, 1978, p. 58)

Arrows indicate complementary
attributes; straight lines,
shared attributes; parallelograms,
centers; circles, incidents or
elements.

HEAPS

1. Syncretic organization based
on perception with few links
between ideas; free
association.

SEQUENCES

Perceptual bonds rather than
logical bonds. Associations
between the incidents and
their center are bonds of
similarity rather than
causality or complementarity.

O UNFOCUSED
CHAINS

Incidents are linked but the
attributes which link them
are shifting; unfocused
narrative which loses its
direction.

FOCUSED
CHAINS

All events relate to a single
character or theme, but the
sequence of events is unfocused
as in 4 above.

PRIMITIVE
NARRATIVES

3. Events have complementary
attributes. Story has a core
which the collection of
complementary events amplifies
and clarifies. Clarifications
are perceptual rather than
logical.

NARRATIVES

6. All events are related to the
central focus and the link
between pairs of events is
consistent. Unity results
because the last event is
related to the first.
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written discourse is directed by some scheme which specifies

both the types of things to be said and their relationships.

Oral schemata are seen to be "open" because they are inter-

active with another person; in conversation one receives

constant feedback and therefore cuing, which extends the

range of options available for the conversation. However,

in written composition, students must learn to generate text

without a respondent, and therefore need constituent "closed"

or non interactive sets of generative schemata.

Bereiter and Scardamalia point to the extent of

planning possible in a written discourse as one of the most

obvious differences between composition and conversation,

leaving open the potential of using closed schemata

productively at the planning stage.

They stress the need for whole text, goal directed

planning in the writing process. In order to achieve whole

text planning, it is necessary to use higher level goal

directed cognitive operations. Bereiter calls this high

level scheme which directs the whole composing process, in

keeping with certain purposes and constraints, the executive

schema. The relationship of this high level executive control

to problem solving and complex intellectual functioning as

a necessary part of the writing process is apparent.

Bereiter and Scardamalia also identify more localized

or particular schemes for carrying out various types of writing

such as narration, description, argument and others; these

are referred to as genre schemata which contain limited sets
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of fairly specific intentions or "game plans" for particular

modes of written expression. In 1979, they conducted a

study to examine the role of genre schema as it relates to

whole text planning, and they concluded that the use of

genre schemes alone promoted local planning rather than a

whole text approach. To this date, they have not explored

the possibility of using the executive schema as a controlling

strategy into which the particular genre schema can be placed.

By using the executive schema to identify the purpose or

focus for the piece of writing and then inserting the genre

schema plan in that context, one can overcome the difficulty

of localized planning and low level writing associated with

the use of the genre schema alone as a planning tool.

Bereiter and Scardamalia (1981) identify a series

of principles which are useful guidelines in designing a

program which incorporates the use of higher level intellectual

functions. They suggest the following:

1. Use procedures that mimic, in a simpler way,

mature executive processes.

2. Minimize the attention that must be devoted to

running executive routines themselves. (Make

them clean, simple and patterned.)

3. Make potentially infinite sets of choices finite.

4. Foster metacognition by making normally covert

processes overt.

5. Structure procedures so as to by-pass rather than

support immature tendencies.
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6. Provide labels to make tacit knowledge more

accessible.

7. Use procedures that can be scaled upward or

downward in complexity.

Bereiter and Scardamalia have provided much needed work in

the area of cognition and schema theory applied to the writing

process.

Figure 5 provides a useful summary of schema theory

generally as it applies to story structure in comprehension,

story telling and composing. It includes the work of Kintsch

and Van Dijk (1978) in comprehension and Popp, Robinson and

Robinson, whose approach follows. It identifies the similarities

of the research in pointing to superordinate and subordinate

schemata in story structure. Having looked at both heuristic

and schematic approaches to composing, it is possible to make

the following important generalization when trying to

synthesize the contributions of each approach: The more the

heuristic approximates the cognitive schema which it is

supposed to activate, the more successful as a teaching tool

it will be. The program which follows is an attempt to combine

a cognitive approach with related heuristics for instructional

practice. It provides a contemporary and detailed description

of intellectual functioning and meets the previously quoted

principles for program using higher level cognitive processes.

RECONCILIATION OF HEURISTICS WITH SCHEMA THEORY

The work of Popp, Robinson and Robinson (1974) system-
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atically identifies the cognitive processes involved in

learning. It represents an appropriate guide to intellectual

development based upon present knowledge about cognitive

function and fifteen years of research. By clearly des-

cribing the schema for complex intellectual performance,

it most closely approaches the appropriate heuristics for

teaching cognitive operations.

OVERVIEW OF LEARNING

The major outcomes of any learning situation can be

identified in three categories (see Figure 6) . Each of the

categories has been sequenced from the simplest level at

the bottom to the most complex at the top, a diagrammatic

format representing growth. The Knowledge strand represents

what teachers frequently refer to as "content" learning, the

usual focus of school programs. Traditionally the school

has been "content" oriented with an emphasis on the teaching

of facts. By examining the Knowledge strand in its entirety,

teachers recognize that subjects can be taught at higher and

more demanding cognitive levels, and it is suggested that

instruction in the elementary school be directed at the concept

and principle levels rather than merely at the factual level.

The Affect strand refers to the feeling and emotional

component of any learning activity. The teacher has a

responsibility to develop positive attitudes and values in

her students and therefore must be concerned with helping

them enjoy positive feedback in their work. One of the ways
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FICURE 6

LEARNING OUTCOMES CATEGORIES

KNOWLEDGE
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to help develop positive affect is to provide a sense of

cognitive control over the learning situation by teaching

the cognitive operations which govern any learning. Opening

these cognitive operations to the level of conscious and

rational choice fosters in the student a sense of mastery.

The Skills strand describes this growth in intellectual

operations and is the focus of the Basic Thinking Skills model.

The terms skills and operations are used interchangeably and

are process oriented because they represent the manner in

which content is manipulated, i.e. , what is done cognitively

with the facts. This strand focuses both on basic intellectual

skills and on the utilization of knowledge using those skills.

Cognitive operations as tools are useful not only in the

school context but also in real life situations, and this

broadening of intellectual capabilities rather than just a

regurgitation of facts seems a critical instructional emphasis

in today's changing world.

ANALYSIS OF THE SKILLS DOMAIN

The Skills or operations domain is central to the

description of sophisticated thinking. Figure 7 provides a

detailed diagram of the hierarchical nature of thinking as

it moves from basic operations through integrated operations

to complex intellectual performance.

Intellectual functioning is characterized by four

primary or basic abilities; growth in each of these abilities

can be described in a hierarchy of subskills. These basic
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F ICURE 7

THE THINKING SKILLS MODEL
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operations are integrated, whether singly or in various

combinations, into problem solving, the most complex of

intellectual functions. The four basic operations include:

Observation, the ability to gain information about the world

through the senses; Correspondence, the matching of objects

or events; Classification, the grouping of objects or events

on the basis of similarity; and Seriation, the ordering of

objects or events along a dimension on the basis of perceived

difference.

More complex are the integrated operations representing

basic operations used in various combination. Proportional

thinking deals with ratios in determining the magnitude of

groups in relation to each other. Compensatory thinking deals

with the notion of equilibrium and changes in equilibrium.

Logical Multiplication is an extension of simple classification

which enables the subject to deal with objects or events in

terms of two dimensions at the same time. Correlational

Thinking permits people to deal with issues involving the

nature and strength of relationships among variables, and

Probabilistic Thinking permits people to determine the like-

lihood of the occurrence of an event based on probability (Popp,

Robinson and Robinson, 1974)

.

Inquiry strategies represent the most sophisticated

level of intellectual operations and draw upon all of the

previously mentioned skills for power and richness in problem

solving. The problem solving format is used in adapted form

by sophisticated thinkers in any complex context. No matter
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what the discipline, all problem solving is more similar

than dissimilar, even with necessary adaptations according

to context, and the General Problem Solving Model describes

complex cognitive strategies at their simplest and most

general level (Popp, Robinson and Robinson, 1974)

.

ANALYSIS OF THE PROBLEM SOLVING MODEL

The General Problem Solving or Basic Inquiry Model is

a diagrammatic heuristic of a cognitive schema for problem

solving and appears to represent closely the intellectual

process through which all people involved in problem solving

proceed. As the model is presented in Figure 8, it appears

that each of the identified steps is isolated and that the

sequence is unidirectional. In fact this is only done for

the purposes of analysis and communication. The process

itself is fluid and cyclical, though rational. Problem

solving is not a linear process, but is recursive as one flips

back and forth between stages during the unfolding of the

inquiry. The potential for growth in complexity of operation

at each stage also exists and can be dealt with productively

in instruction. Intellectual power is infused into each step

by the complexity of the basic and integrated operations being

used. Particularly at the Data Collection stage, the complexity

of the operations used to organize the data will be reflected

in the ideational complexity of the finished product.

The General Problem Solving Model can be adapted to

match more closely the requirements of any particular problem
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F ICURE 8

THE BASIC INQUIRY MODEL (General Problem Solving Model)

Initial Experience ; Introducing
exploratory activities.

Question ; The student poses a
suitable question around which the
study will develop.

Alternatives : The student suggests
a range of reasonable alternatives
to answer the question. (Additional
alternatives may arise in the sub-
sequent data collection phase.)

Data; The student collects
information on each alternative.

Synthesis : The student arrives at a
conclusion by deciding, on the basis
of the accumulated information, which
of the alternatives give(s) the best
answer to the question.

Assessing the Conclusion : Check
whether the conclusion adequately
answers the original question.

Expressing the Conclusion ; Organize
a clear expression and presentation
of the conclusion.

Evaluation : Assess the appropriate-
ness of the conclusion and its
expression in light of the original
question.
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context. In the area of writing, two adaptations have been

elaborated; the first for literary descriptive writing

(Matheson, 1980) and the second for the narrative. The

Narrative Writing Strategy is described in detail in Chapter

Three

.

•

SUMIARY

The early cognitive emphases on process and structure

have been elaborated by current research into specific

cognitive operations and techniques for instruction. These

were first identified by Piaget and other cognitive-develop-

mentalists, and their potential for the teaching of thinking

was established. Educators became interested in the role of

problem solving in the various disciplines and as a life

skill necessary in a complex society. Cognitive organizational

structures provide useful slots for conscious processing of

incoming intellectual data, no matter how varied or difficult.

Two related approaches to the focus on cognition have been

recently identified. The heuristics approach focuses on

instructional tools to support the teaching of cognitive process,

while schema theory attempts to identify the actual knowledge

structures for storage and retrieval of information. An

approach drawn from the Basic Thinking Skills synthesizes

heuristics and schema theory, resulting in the description

of complex problem solving strategies which represent

executive control mechanisms for governing the productive use

of basic and integrated intellectual operations.





CHAPTER THREE

A COGNITIVE BASIS FOR A NARRATIVE WRITING CURRICULUM

INTRODUCTION

The Narrative Writing Program which will be described

rests on some basic assumptions. First, narrative writing

is problem solving and can be described in terms of the

complex intellectual functioning which underlies the narrative

writing process. It is useful to look at cognition in the

writing process when designing program, for this analysis

provides potentially useful and practical solutions to many

of the difficulties both students and teachers encounter in

writing instruction.

Secondly, curriculum development in the field of

narrative writing is best achieved by the use of a systematic

approach to program planning, one which permits coordination

of learning across the grades. A vertically integrated program

provides for steady sequential growth over time by promoting

the accumulation of learning which characterizes the basic

arithmetic and reading programs in our elementary schools

(Corby and Popp, 1982) . The tasks described below represent

the ICPOGMU System of Curriculum Development and outline the

series of steps through which this writing program has been

designed. Although this outline (Figure 9) shows a brief

overview of the design system, it will be presented in more

detail as it relates directly to the development of the Narrative
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Writing Program that follows.

The system for analysis of the unit, including the

image of the learner, the categories of intended outcomes,

priorities, organizers, growth schemes, suggested methodology

land evaluation strategies, itself represents an approach

that teachers or curriculum writers might transfer to other

programs or units, whether in traditional disciplines or in

alternative applications of specific thinking or problem-

solving objectives.

The Narrative Writing Program lies within the wider

scope of the Communication Program outlined by The Ontario

Ministry of Education document entitled Education in the

Primary and Junior Divisions (1975) . It is consistent with

the following stated Communications objectives of this

document:

To achieve the skill of expressing personal
experiences both linguistically and
mathematically;

To establish and retain a functional literacy
that is, enable him or her to understand and
interpret essential information...;

To read and enjoy books, periodicals, plays,
and poetry, and to appreciate good writing;

To develop and exercise his or her imagination
through a range of vicarious experiences;

To use the aforementioned skills as a basis
for rational problem-solving (pp. 27-28)

.

The area of Communication has two general functions.

One is to express ideas, attitudes and feelings; the other

is to receive and interpret ideas, attitudes and feelings.
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F ICURE 9

OVERVIEW OF THIS SYSTEM: ICPOGMU

The method of curriculum development sketched in these
notes has been developed by the authors as an outgrowth
of their work with local curriculum committees. The
schemes of analysis mentioned here are further elaborated
and applied in the first four half courses of the
experimental program in educational consultancy offered
currently in the Niagara region (Brock-OISE) and in
northeastern Ontario (OISE)

.

In our view, local curriculum projects have not been
particularly successful in producing demonstrable changes
in people behaviour. Most of these programs show gross
deficiencies in respect to the prerequisites for defensible
curriculum development which, in our system, are represented
by the tasks described below.

(a) Image Clarification . A "public" education is
inconceivable without the existence of general
agreements as to what is to be the product of
that education and how, in general, it is to be
accomplished. Although there are many ways of
describing such agreements, our preference is to
speak of "shared images". One critical shared
image is of the educated person, that is, an image
of what man might or should become, given the
right educational environment. Another critical
shared image is of the individual-in-the-process-
of-becoming-educated, that is, of man's nature and
what therefore is the "right" environment for him.

(b) Category Clarification . In this critical stage we
clarify the categories that are to be used in
describing the intended outcomes of an educational
program. An objective may speak of a student
"appreciating" such and such, but before we can take
any serious curricular action we must be clear
whether we have in mind the acquisition of some kind
of knowledge, or some kind of feeling, or some kind
of skill, or some combination of all of these.

(c) Priority Definition . Sustained curriculum analysis
and development will only take place in respect to
the portion of the program for which the teacher,
local curriculum committee, consultant or superintendent
is responsible. Thus arises the question of which
programs, or which section or category within a
program, shall have priority.
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(d) Organizer Definition . If one category of intended
priority outcomes is "skills", we still have to
know what skills are to be programmed. The difficulty
is that the number of descriptive terms in the English
language that would qualify as "skills" is extremely
large, so that one must make a selection. Moreover,
some selections are better than others in that all
other skills can be related to them in some way, so
that they constitute an organizing set (or organizer)

.

(e) Growth Scheme Definition . Human behaviour is rarely
acquired in an all-or-none fashion: typically, the
normal progression is for increasingly more
sophisticated responses as the individual progresses

— toward maturity. We call definable steps in this
progression "levels" of performance, and the total
set of levels to be expected by some definable point
a "growth scheme". Reflection will reveal that
systematic curricular programming hinges on the
identification and use of such schemes.

(f) Methodology Invention . It is sobering to reflect
that only a minority of the objectives in any broadly
conceived school program have a definable methodology
that is known to produce the results intended.

(g) Unit Writing . In a final stage, all the preceding
skills are drawn together as the curriculum designer
produces the written materials from which the classroom
teacher will design individual lesson plans. Inherent
in unit production are rules for selecting particular
objectives (with their related growth schemes and
methodologies) for specific topics or lessons. At
the present time there is an irreducable element of
art in unit writing, although its constituents are
themselves amenable to logical analysis and justification.

(Robinson, 1976)
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These functions are coiranonly referred to as the expressive

and receptive components of language. Speaking, presenting

and writing all represent the expressive modes of language

usage, while reading, viewing, and listening are receptive

functions of language usage. The concern of this particular

program, therefore, is within the expressive mode of language

in general and writing in particular.

This Narrative Writing Program aims to develop

proficiency in written communication, a stated objective of

most educators. The goal of effective written communication

of ideas falls within the mastery of basic skills category.

However, it has obvious repercussions in developing life

skills competency, as well as in the effective expression

and interpretation of society's values. Problem solving is

a critical ability in daily living just as it is in writing.

The acquisition of knowledge is also inherent in this program

as it seeks to enhance conceptual development for those

components basic to the writing process.

Textbooks have analyzed the product of writing for

student but have accomplished little in terms of analyzing the

writing process itself. It is at the actual cognitive process

of the writing act that this program is directed. Teachers have

broken the writing process into little chunks like grammar,

syntax, spelling, etc. and have left the student on his own

to piece all of these elements together into a meaningful whole.
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The student has had little instruction in the actual writing

process because the tools for teacher intervention into this

process have not been generally available. This program

seeks to make useful instructional techniques directly

available to the teacher, and the necessary learnings and

skills systematically available to the learner.

IMAGE CLARIFICATION; CONCEPTION OF THE IDEAL RESULT

IMAGE OF THE EDUCATED PERSON

If education has fulfilled its purpose, the educated

person is a self-directed and curious learner. He displays

an inquiring mind and self-reliance not just in a formal

educational setting, but in all of his chosen endeavours.

He is an effective problem solver who makes a meaningful

contribution to his society and participates actively. He

displays a sense of integrity and responsibility in his

lifestyle as well as the ability to make objective and

clearly stated assessments. He learns continuously from

daily experiences and is able to apply what he has learned

to enrich both his own life and the lives of others through

the articulate use of both spoken and written language. He

is able to clarify and communicate his ideas, attitudes and

feelings effectively to others.

MODEL OF THE LEARNER

Children are by nature both curious and active. Unless

severe emotional concerns have impeded their progress, children
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seek learning naturally through observation, exploration,

and manipulation. They then organize these experiences

through their cognitive processes into an existing but ever

changing conceptual framework. Much of what a child learns

will depend upon the experiences provided and the organizational

structures he imposes on these experiences. It is this

organized conception of hisworld which the child seeks to

express to others. At first, his oral and written expression

will display very primitive levels of organization.

As the child's conceptual ability grows, his communi-

cations should display increasingly complex levels of

ideational organization. Given the limitations of short-

term memory, the child can benefit from the use of graphic

techniques such as diagrams and charts to assist in organizing

ideas prior to expression (Corby and Popp, 1982) . Such

planning devices hold his ideas clearly before him as he

writes, permitting him to concentrate on the nature of the

expression. Concrete and pictorial activities lend themselves

naturally to the primary student who will be increasingly able

to handle the symbolic aspects of language as he matures.

Speaking, therefore, becomes an important vehicle for early

narrative expression in all classrooms.

IMAGE OF THE DISCIPLINE

Narrative Writing, as an expressive form of language

usage, is predicated upon the fact that the student has

something real and personal to write about or express. The
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sources of his writing are his feelings, observations,

impressions, and imaginings. Writing experiences should

always be meaningful and purposeful. The conceptual

organization of his feelings, observations, impressions

and imaginings is critical to a well organized presentation,

which in turn is critical to the reader's understanding and

interpretation of the presented ideas. The organizational

elements can be simplified for students by diagramming simple

and then increasingly complex sequences for narrative writing.

These diagrams can be at the concrete, pictorial, or symbolic

levels as the child's ability to handle them effectively

increases. Samples of these diagrams will be presented later

in the "Organizers" section of this paper. Along with simple

organizational aspects, the quality and fluency of expression

should be emphasized in the beginning stages, rather than

neatness or correctness of usage. Gradually, mechanics need

attention, once the child has developed some confidence and

competence in self-expression.

MODEL OF THE TEACHER

The teacher is the major resource person for the learner.

He or she is responsible for the general direction and purpose

of learning. The teacher diagnoses the learner's needs,

prescribes activities designed to accommodate these identified

needs, and then evaluates to see if indeed the student has

achieved understanding. Part of the teacher's role is to

sequence learnings for the student. She may have to design

these sequences herself or she may use sequences or growth
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strands which are provided in a given program. Steps in

growth sequences assist the teacher in deciding which

objective might reasonably be set, or how to bridge the

gap between the current level of operation and some more

mature performance.

The teacher must work to promote the growth of

children in such complex intellectual operations as problem

solving, and in the acquisition of such basic operations as

observation, classification and seriation. As levels of

ability are acquired, the teacher plana systematically how

to assist students to apply them to all areas of the school

program, including narrative writing.

COMPONENTS BY CONTEXTS GRID

The Components by Contexts Grid follows (Figure 10)

.

The ideal images which have just been discussed will act as

the framework for the design of the Narrative Writing Program.

These ideals clarify the general direction in which the program

must go and specify the major areas of growth. They identify

the overall goals or intended outcomes of this educational

program. The grid helps to clarify the categories into which

each of these ideals falls. The three domains: Cognitive,

Affective and Psychomotor, form one dimension of the grid.

They are in turn related to the critical contexts of narrative

writing; and the categories as they relate both to the contexts

and the components are defined.

The scope of this Narrative Writing Program can be
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described by the contexts of Mechanics, Creativity and

Organization. The Mechanics context refers both to the

invariable rules of language usage (i.e., grammar) and to

the agreed upon conventions or variable tools of language

usage. Many of these are already effectively taught (and

in some cases overtaught) in our school programs.

The context of Creativity can be divided into

Imaginative Production and Style. Although creativity is

a difficult area to define, there appear to be some elements

of it which can be dealt with effectively in the classroom.

Through identifying and using descriptive words, the young

child can be helped to express his ideas and feelings more

precisely. Imaginative Production too can be fostered by

both teacher provided and spontaneous experiences combined

with the careful use and extension of observation skills.

The recognition of reality and fantasy tempered with the

blending of real experience and imaginative possibilities

can provide the basis for a good narrative.

The context of Organization includes the elements of

Plot Sequence, Description of Character and Setting, and

Problem Solving. These elements are indigenous to a good

narrative and at first glance appear to be quite complex

for the young student. However, these critical elements can

be simplified so that even the primary student can achieve a

basic grasp of these organizational skills. In fact, the

organizational context of narrative writing appears to be so

important that it is the priority focus for the program
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described in this paper. A solid base in these organizational

skills has the potential of improving substantially the

quality of narrative writing across the grades.

Each of these aforementioned contexts will be approached

in terms of the three domains - Cognitive, Affective and

Psychomotor. These domains can be outlined in a broadly

developmental sequence as listed in the Components by Contexts

Grid (Figure 10)

.

The highest levels of knowledge in the Cognitive

Domain, Theory and System, have been lightly treated on this

chart because they do not play a significant role in the

learnings of the elementary school. Most of the focus is

at the Specifics, Concepts and Principles levels. The higher

levels of abstraction would probably not be achieved by most

students until secondary school or university.

PRIORITIES

In order to set priorities and establish the sections

or categories from the Components by Contexts Grid which will

receive the most attention, it is necessary to weigh each in

terms of three criteria:

1. Importance in terms of the major goals of

education;

2. Discrepancy between student achievement and

school goal;

3. Feasibility of achieving what is desired.

The Mechanics of Language are important, but they
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already appear to be reasonably well taught in our system

(Hedges, 1977) . There are several good texts and other

publications to which teachers can turn for help in this

area, if they find too much discrepancy between goals set

and results attained. Particularly in the primary division,

although it is feasible to teach Mechanics, many educators

suggest it is not productive to over-emphasize them; it may

in fact be detrimental. Therefore, such things as sentence

structure and punctuation will be taught in an ongoing manner

and applied as appropriate in the Narrative Writing Program.

However, since the appearance, layout and design of the

narrative contribute to the meaning of the story, these

conventions will be emphasized within the limitations imposed

by the age level and dexterity of the students.

Creativity as an area of focus is important, but it

is difficult to define clearly and even more difficult to

teach. There is a discrepancy between what many students

achieve and what most educators would like, but given present

knowledge about the components of creativity, it is not

feasible to establish it as the number one priority. However,

it will receive attention in this program as it is set out

on the grid. Once students have planned their narratives,

they are encouraged to use flexibility, fluency and elaboration

in the expression of their ideas.

Organization is very important to the structure of any

narrative since it carries the message, thereby justifying

the communication (Corby and Popp, 1982) . The elements of
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sequence, description and problem solving are the backbone

of the story and are therefore deserving of attention.

These organizational skills are reported to be lacking by

many experts in the field of writing (Gray, 19 79; Evans,

19 79) • This may in. fact be because until recently teachers

did not have the tools to teach these skills to students.

Educators now can provide the necessary tools to students

for organizing sequence, description, and problem solving

in their stories. It is feasible and in fact desirable

according to curriculum guidelines to emphasize problem

solving in the language program (Ontario Ministry of Education,

1975) . Therefore Organization will be the major area of focus

for this Narrative Writing Program. It is critical to

effective writing, and as such is well deserving of priority

status.

ORGANIZERS FOR WRITING

SCHEMA THEORY AND NARRATIVE WRITING

This narrative writing instructional program identifies

a cognitive process and focuses on two major tasks: generating

ideas and constructing or organizing these ideas into a story.

These tasks are controlled by two schema: an executive problem

solving schema which governs the overall writing process, and

a genre schema based on seriation which represents the plot

structure.

THE NARRATIVE WRITING STRATEGY

Organizers are tools, often diagrammatic, for the





-64-

analysis of complex intellectual performance; they display

visually the items and relationships which would otherwise

need to be "kept in mind". These visual representations

of what goes on in the mind of the problem solver are as closely

related to the mental schema as possible. Because in

narrative writing, the major cognitive process is problem

solving, the heuristic diagram shown in Figure 11 closely

approximates the schema for this process; therein lies the

strength of this approach to writing.

Organization skills enhance the pre-writing or planning

stage of composition. If students are to improve their

performance at that stage, they must acquire more effective

organizers to guide their planning activities, especially

those which, by reducing the memory load, permit more complex

messages to be framed (Corby and Popp, 198 2)

.

THE NATURE OF THE HEURISTIC

The Narrative Writing Strategy shown in Figure 11 is

the adaptation of the General Problem Solving to the writing

context. The steps in the process are related to those in

the original model in Figure 8 and are described in detail

in the text which follows.

INITIATING ACTIVITIES

The Initiating Activities stage draws on all the

previous knowledges, skills and experiences the child has

for a particular topic. In story writing it would include
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FIGURE 11

THE NARRATIVE WRITING STRATEGY REVEALS THE IMPORTANCE
OF COGNITIVE ELEMENTS AT THE COMPOSING STAGE
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all of his previous experience with stories told, stories

read, and/or stories written by him or others. He carries

with him into this new experience a background of related

experiences including drawings which tell a story, comics,

movies, television -programs and others. In addition, his

teacher may have introduced several activities related to

story writing, some of which will be motivational; some of

which will involve the manipulation of related information

using the skills of observation, correspondence, classifi-

cation and seriation; and some of which will develop the

necessary concepts for story including plot, character,

setting and others. Out of all these experiences will come

a need to communicate. The child may be so engrossed that

he himself wants to make up a story, or it may be work

assigned by the teacher. However, the child as author should

have something he needs and wants to communicate.

7 QUESTION 1

VT 1 ;

The first question mark on the strategy represents the

identification of a focus for the writing. In a narrative

this focus is in the form of a central problem or conflict.

It answers the question, "What is my story going to be about?"

and provides centering or focus for all of the events in the

story. The central problem exerts executive control and is

a kind of ideational glue for the story; it holds the many

events together and provides the parameters within which the
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story occurs. An unrelated event is noticeably extraneous;

it can be centered (Applebee, 1978) by making its relation-

ship to the focus clear, or removed as irrelevant. This

planning prevents the "bus trip" story which has no beginning

or no end and which is so common in classrooms today.

The central problem tells the reader what the story

is about. For instance in The Wizard of Oz , the central

problem of the whole story is, "How will Dorothy get back

to Kansas?" The story begins when Dorothy's house is swept

away by a tornado and the central problem of how to get back

to Kansas is identified, and it ends when Dorothy awakes in

her own house and the problem is resolved.

Sometimes the central problem of a story exemplifies

a larger more general theme or conflict such as man against

nature, man against man, or man against himself. In this case

the central problem is the particular instance of the larger

theme through which the author expresses his ideas. In The

Wizard of Oz the larger theme might be that each man has worth.

However, in order to express the thematic idea in a narrative

format, an author needs to identify a narrower, more focused

context, and the central problem gives him that context.

Elementary students may or may not be able to identify

a theme for their narratives, but the identification of the

central problem as a focus in their writing is essential to

good ideational organization of their stories.

4^ QUESTION 2

The second question in the Narrative Writing Strategy
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indicates the choice of writing mode which the author makes.

Upon considering the nature of the ideas he wishes to express,

his purpose for writing, and the intended audience for whom

he is writing, he must make some decisions about the type of

organization he will use. Traditionally, the modes of writing

have been identified as narrative, descriptive and essay formats,

and each genre has a different structural pattern. If the author

is fully aware of the structural patterns of each of the genre,

he can make a reasoned choice of genre according to his

purpose and intended audience. Although elementary students

do not usually have an opportunity to make this genre choice,

teaching the structural components of each mode will open to

them the potential of making this choice capably. Giving

students a set of genre schemata prepares them with a full

range of options in later writing experiences.

As previously stated in the discussion on problem sol-

ving, the Narrative Writing Strategy is not necessarily linear

or sequential in its application. The above set of questions

may occur in the presented order or may be reversed. In a case

where narrative is the assignment, then the choice of genre

has been made. The student may then call up his structural

schema for planning in the assigned genre and carry on.

Character Plot Setting COMPONENTS

There are three critical components of any narrative:
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plot, character and setting. Of these, plot is the one which

differentiates narrative from the other writing modes. It

is the criterial attribute for narrative production, and as

such must be carefully organized and presented. Character

and setting can be integral to the plot structure and need

careful description and development in conjunction with the

plot.
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The previous, less complex stages of seriation will be

discussed in detail in the next section on genre schema.

The organizer for character is a PBE chart which the

writer uses to identify the Physical, Behavioural and

Emotional characteristics of the characters in his story.

By jotting down a few descriptive words for each of the cells

in the organizer, the writer plans what his characters will

be like and may use these descriptive words and others at the

appropriate time in his story. Again, the organizer presented

in Figure 11 represents a complex level of organization and

simpler planning formats can be used (see the Growth Strand

for Character in Figure 14)

.

Setting can be described in terms of the mood the

author wishes to establish. The tree diagram organizer

presented in Figure 9 is complex, and simpler organizers are

shown in the Growth Strands. A cross-classification chart

similar to the one used for character is useful in planning

description of setting. By identifying the critical attributes

of setting as Place, Time and Mood, the student can insert

descriptive words for each of these elements to describe any

setting. The operative basic thinking skill for description

is drawn from classification, and various classification

organizers can be used in the planning of descriptive elements.

These descriptive cells for character and setting can be placed

above the event on the plot line where the description will

be suitably used, providing the writer with a systematic plan

for his narrative.
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Rising Action Crisis Denouement

The Writing Sequence is the final stage in planning, and

parallels the Synthesis step in problem solving. The writer

too needs to synthesize his plans for plot, character and

setting to present his ideas in terms of the structure of the

story. Some of his events and descriptions are useful as

story openers. He will want to make sure the focus of his

story is established early. Usually there are events which

build interest or suspense before the climax is reached.

With the climax comes the resolution (positive or negative,

happy or sad) to the central problem identified earlier in

the story, and then the action falls off and the story ends.

All of the previous steps in the Narrative Writing

Strategy have occurred before the student starts to write.

Cognitively, these steps are presumed even if no tangible

planning is done by the student. The cognitive complexity

of story writing becomes apparent when all of these plus

considerations for grammar, spelling, sentence structure and

diction are added to the already heavy cognitive load of the

writing process. This cognitive overload can be reduced by

the use of a plan which exemplifies the mental process of

generating and constructing a story. This pre-writing work

is substantial, but it makes the actual writing simpler and

allows the writer the cognitive freedom to consider mechanical
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and creative elements.

/
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GENRE SCHEMA FOR THE NARRATIVE

The thinking skill operative in plot, the definitive

component of the narrative, is seriation or ordering of

events. There are varying levels of complexity of plot

structure, and these must be identified to accommodate the

differential needs and abilities of a wide range of students.

Kindergarten to grade 8. Figure 12 is similar to Figure 11

in terms of the executive strategy, but the genre schemata

for plot are laid out in a detailed growth sequence ranging

from the simplest level at the bottom to the most complex

level at the top. Through close analysis of these levels

it is possible to choose instructional levels compatible

with the maturation and abilities of given students and to

extend their use of seriation by instructing at a higher

level when mastery of the previous level is demonstrated.

Plot lines can be very simple as exemplified by the

simple sequence line. They can be extended through extra-

polation and interpolation, and reordered through horizontal

reseriation. From the simple narrative line, they can become

more complex by the addition of a minor subplot. Most complex

of all are multiple plot lines with an interrelated sequence

of events. These multiple plot lines can be generated by

following the events in the lives of two or more characters,

or by tracing events in varied settings.

The use of stylistic techniques like flashback do not

preclude the essential role of seriation in plot structure,

for the time sequence must be maintained no matter how complex
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FIGURE 12

NARRATIVE WRITING STRATEGY

(Seriation Growth Strand)
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the plot or style. As well, if the writer has used a

multiple plot line in his plan, he will still need to

compress it into a single sequence at the Writing Sequence

stage while maintaining the time frame of the multiple

plots.

KNOWLEDGE ORGANIZER FOR NARRATIVE WRITING

The Knowledge Organizer (Figure 13) is developed

from the cognitive knowledge section of the grid. It is

a device to organize the conceptual framework or ideas

needed to operate effectively in narrative writing. Concepts

basic to higher level principles are isolated, analyzed and

interrelated. Using classification as the organizer, it is

possible to generate concept nets and typologies which lay

out the critical concepts and relationships. Understanding

the concepts of character (who) , setting (where, when) , and

plot (what, how) is basic to writing a good narrative. The

concept nets enable the curriculum designer or teacher to

identify the necessary learnings and provide a sufficiently

clear conception of their interrelationships to sequence

them in a systematic way.

GROWTH STRANDS

Growth strands are sequences of learnings which describe

growth over time and integrate both operational skills and

conceptual knowledges necessary to perform the narrative

writing act. Because the focus of this program is on

organization and because organization rests on cognitive
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operations or skills, the finished growth strands reflect

an emphasis on the operational skills inherent in the writing

process. However, the concepts basic to narrative writing

are also included in these strands.

In Figure 14, the major areas in which the child's

organizational ability must grow (e.g., identifying problem

focus; plot) are identified. Then, for each area, a growth

strand describing levels of performance from simple to complex

is described.

These growth strands describe the learning sequences

for each of the major components of the narrative writing act.

These components are problem solving, identifying problem

focus, plot, character, setting, story elements, writing

sequence and evaluation. Reading from the bottom up to

symbolize growth, the learnings for each of the components

are sequenced. Horizontally, hypothesized levels of similar

complexity are maintained, explaining the gaps in some strands.

Figure 14 offers the teacher of narrative writing the

major requirements for systematic instruction: a detailed

picture of the learnings. Students may be performing at a

range of levels in each of the learnings; the chart permits

the teacher to identify the level represented in each student's

work, and to plan for growth to more sophisticated levels.

These growth strands are useful tools both in the diagnosis

of student needs and the prescription of student learnings.

SUMMARY

The narrative writing program described in this chapter
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rests on a cognitive base. The organizers are heuristic

representations of the complex cognitive schemata inherent

in the narrative writing act. This chapter has clearly

identified the structural base, including the organizers

and growth strands, for the methodology and classroom units

which follow.





CHAPTER FOUR

A COGNITIVELY BASED INSTRUCTIONAL PROGRAM
FOR NARRATIVE WRITING

Having identified the image of the learner, the

categories of intended outcomes, priorities, organizers

and growth schemes, it becomes possible to narrow the focus

to actual classroom practice. The teacher's proverbial

question is, "What will I do tomorrow?", and the description

of specific classroom methodology and units is the purpose

of this chapter.

INSTRUCTIONAL SEQUENCE AND METHODOLOGY

The Instructional Sequence for narrative writing

(Figure 15) is in essence the compression of the growth

strands in Figure 14 into a useful single sequence for

instructional purposes. Because of the complexity of planning

growth in all eight areas identified in Figure 14, a simplified

instructional sequence to aid teacher planning is presented.

Skills and concepts must eventually be taught in a linear

sequence over time, and this sequence should include growth

across all of the major components of narrative writing. All

of the growth strands are reflected in this instructional

sequence.

The Instructional Sequence is a practical device for

teachers in setting up activities. However, its steps are

necessarily broad, and Figure 14 should continue to be referred
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to for finer gradations of steps, as it designates more

precisely the necessary learnings. The first four steps

focus on story analysis before moving to the actual

generating and constructing of stories. Each step is

elaborated below.

1. TEACHER MODELS PROBLEM SOLVING IN DISCUSSIONS, LESSONS,

AND UNIT PLANS. USES RESEARCH STUDY SKILLS APPROACH.

The teacher exemplifies problem solving in many regular

classroom contexts. For instance, with the many dilemmas

and incidental difficulties that occur when several young

people are working together, the teacher intervenes with

an approach for settling the problems through which the

whole class or involved individuals work. Problem solving

is used in lessons related to content in all subject

areas: in mathematics for mathematical problem solving?

in science, for the scientific experiment; in language,

for planning writing and analyzing stories; in social

science, for the case study and research study skills;

in physical education, for the sequencing of a gymnastics

routine, or describing the procedures for a game, etc.

The inquiry model is used to pursue research in any of

the traditional disciplines. Although it is not necessary

to teach the diagram, experiencing the problem solving

strategy in many contexts gives the students the ability

to use it as needed and to control this complex process.

It will not always guarantee an easy answer, but at least

the procedure for problem solution is constant, manageable.
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FIGURE 15

NARRATIVE WRITING; INSTRUCTIONAL SEQUENCE

1. Teacher models problem solving in discussions, lessons
and unit plans. Uses Research Study Skills approach.

2. Students identify central problem in story read. Older
students identify the concept of conflict.

3. Students identify beginning/middle/end in story read.
Attach labels opening, rising action, etc. as appropriate
to students' level.

4. Students identify plot, character, setting in a story
read. Teacher and students use organizers to display
ideas, i.e. - sequence line, cross classification chart.

5. Identify central problem, plot, character, setting in
personal experience story. Chart the plot, character
and setting using the appropriate organizers at the
planning stage. Write the story from the planning
organizer.

6. Extend a planned plot line by extrapolation and inter-
polation. (Add an event that came before, after and in
between. These can be real or imagined.)

7. Prepare dramatic presentations, i.e. - puppet plays,
skits, by identifying central problem, plot line, character,
setting and presenting directly from organizer.

8. Prepare imaginative stories. Tie plot and/or character
to central problem.

9. Add setting description (and character if not done in
previous step)

.

10. Use the writing sequence in planning. Events can be colour
coded on the sequence line, i.e. - opening - green dots,
rising action - red dots, etc.

Primary: Beginning, Middle, End
Junior: Opening, Rising Action, Climax, Closing
Intermediate: Opening, Rising Action, Climax, Denovement, Closi

11. Identifies mutliple plot lines in novels and television program!

12. Employs multiple plot lines within central focus in his story
planning. Add descriptive elements.

13. Vary plot lines by adding flashback, suspense, foreshadowing
and other technical devices.
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and available to the user.

STUDENTS IDENTIFY CENTRAL PROBLEM IN STORY READ. OLDER

STUDENTS IDENTIFY THE CONCEPT OF CONFLICT.

Before the student uses problem solving in the generating

of his stories, it is useful for him to see its validity

in the analysis of narratives he has read. Primary story

books usually are based on simple, overt story structure.

The central problem and resolution are easily identifiable

and in obvious control of the plot. After enjoying a

story, primary children readily identify the central problem

orally. They are able to make pictures to describe the

central problem and/or the resolution. Older students

discuss the central problem of a story that has been read

to or by them. Alternative resolutions, in addition to

the one which actually happened in the story, are presented.

By the end of the junior grades, the teacher introduces

the notion of conflict, giving the central problem a wider

scope. Sometimes the students will need to read well into

a story or novel before they can be sure of its central

focus and conflict.

STUDENTS IDENTIFY BEGINNING/MIDDLE/END IN STORY READ.

ATTACH LABELS OPENING, RISING ACTION, ETC. AS APPROPRIATE

TO STUDENTS' LEVEL.

Once students have learned to identify the central problem,

they are able to describe the alternatives which are attempts

to resolve the conflict. These alternatives are the main

events in the plot structure and are displayed on a time
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line. The time line is usually done horizontally with

primary students to maintain the left to right progression

but is often done vertically with older students to

accommodate the margins and lines on their notebook paper.

Young students identify beginning, middle, and end events,

but older students gradually attach the labels from the

Writing Sequence stage of the Narrative Writing Strategy.

Identification of these story parts is done concretely

by role playing; pictorially by drawing, painting, or

sculpting with plasticene and arranging on a time line;

and symbolically by using a time line with words or phrases

to designate events.

STUDENTS IDENTIFY PLOT, CHARACTER, SETTING IN A STORY

READ. TEACHER USES ORGANIZERS TO DISPLAY IDEAS: SEQUENCE

LINE, CROSS CLASSIFICATION CHARTS.

The students learn to prepare a detailed analysis of a

story which includes the central problem and resolution,

plot, character and setting succinctly identified. The

analysis of stories or novels in this detail appears to

enhance comprehension of stories while preparing students

for an organized approach to narrative writing. For many

pupils, who have not successfully been able to abstract

story structure on their own, this program gives them a

tool for levels of understanding they have never experienced.

The structure provides a mental procedure which relates

information about the way all stories are constructed to

the particular instance in which the student is engrossed.
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It provides a tool for selecting and organizing the

significant parts of the story which convey the meaning.

Primary students do this detailed analysis with a

combination of pictures and words. The central problem

is displayed pictorially above, and the other events in

the plot are pictured below on a time line. An example

is in Appendix 1 of this paper. Older students do detailed

novel studies using this approach, and a grade six sample

is in Appendix 2. Plot, character and setting of the novel

are clearly understood and displayed. In a subsequent

novel study, they colour code a single diagram of the

whole novel with only the major events cited and coded.

The central problem and resolution are similarly coded

to demonstrate the relationship of the two.

5. IDENTIFY CENTRAL PROBLEM, PLOT, CHARACTER, SETTING IN A

PERSONAL EXPERIENCE STORY. CHART THE PLOT, CHARACTER AND

SETTING USING THE APPROPRIATE ORGANIZERS AT THE PLANNING

STAGE. WRITE (OR TELL) THE STORY FROM THE PLANNING ORGANIZER.

When students are capable of using story analysis techniques,

they are ready to start generating their own stories using

the same structural format that they used in story analysis.

Starting with a familiar instance, they think of a problem

they have experienced and generate alternatives, real or

imagined, that work toward its resolution. Using a plot

line, they display their story plan.

The students also include a descriptive chart describing
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one or more familiar characters using the physical,

behavioural and emotional components as descriptors.

A good preliminary activity is to have them orally

describe someone in the class, using this planning

format as a speaking tool, and have the others guess

who is being described. One necessary limitation is

that all descriptions should be positive, and then

everyone can enjoy the discussion.

Setting is also described in this familiar story

using at least "place" as descriptor in the plan but

possibly adding time and mood, depending upon the level

of the students. Again, preliminary activities include

describing their favourite place using the descriptors

as a plan and presenting a photograph, drawing and/or

a written paragraph. They may be able to incorporate

this description in their personal experience stories.

This planning organizer has advantages both to the teacher

and to the student. The teacher has a chance to intervene

if the story is not going to work out structurally or

logically, so that the student does not go through the

tedious task of massive rewriting. The student has a

clear and observable plan so that he can elaborate each

event as he writes without changing the direction of his

story midstream. Because he knows where his story is

going, he can include in his descriptions factors which
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only later may be integral to the plot; in a mystery

story, he might casually describe a weapon on the table

as part of a setting in the early part of the story, but

the weapon may not come into play until the climax of

the story. There are many other descriptive and elaborative

possibilities open to the author who has a detailed plan

for his story. The plan makes feasible the addition of

stylistic features, such as foreshadowing and flashback,

without the risk of losing the context or distorting the

flow of the story.

6. EXTEND A PLANNED PLOT LINE BY EXTRAPOLATION AND INTERPOLATION.

(ADD AN EVENT THAT CAME BEFORE, AFTER AND IN BETWEEN. THESE

CAN BE REAL OR IMAGINED.)

Students use the techniques of extrapolation (adding events

at the beginning or end of their plot lines) and interpolation

(placing events in between the existing events on their

plot lines) to extend and add more detail to the plan. To

add length to the proposed story, they add another attempt,

real or imagined, to resolve the identified problem. If

there is a gap in the logical flow of the story's events,

other intermediary events are added to alleviate this

potential deficit in communication before the story is

written out.

7. PREPARE DRAMATIC PRESENTATIONS BY IDENTIFYING CENTRAL

PROBLEM, PLOT LINE, CHARACTER AND SETTING, AND THEN

PRESENTING DIRECTLY FROM THE ORGANIZER.

Puppet plays are an especially productive way of getting
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students to generate and construct narratives using the

planning framework. Although the plan is the same as

the one used for writing, the script never needs to be

written out. However, the puppet play demonstrates all

of the essential components of a good narrative. The

central problem and plot are elaborated on a story line,

either pictorially or symbolically. The puppets, which

can be made easily from construction paper mounted on a

popsicle stick, are the characters whose description is

inherent in their appearance and behaviour. The setting

is a drawing or painting which hangs behind the performing

puppets. With a spotlight added for effect, the puppeteers

are ready to perform, using their plan for guidance as

they ad lib their way through the production. Again the

students have employed the cognitively based plan in

preparing their narrative. This methodology is suitable

from Kindergarten to Grade 8; only the sophistication

of the plan and the detail of the description differs.

Skits can be planned in a similar fashion. The plot and

dialogue are planned; characters are costumed and acted

out; props for the setting are gathered and constructed.

All of the essential elements for the performance are

identified and then elaborated as the players wish. The

students have used their knowledge about narrative structure

to produce an effective presentation.

8. PREPARE IMAGINATIVE STORIES. TIE PLOT AND/OR CHARACTER

TO CENTRAL PROBLEM.
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An easy way to have students identify a central

problem as an organizer for their imaginative stories

is to have them imagine an appealing or at least

intriguing character and think of an interesting

problem he could have. Even in an imaginative story,

students need background information on which to draw;

when the class is studying space, science fiction is

an interesting narrative form to use; when the class

is studying fantasy, fairy tales are a good narrative

vehicle; when the class is studying native peoples,

myths and legends make interesting narratives to study

and write. Some grade six story plans and writing

examples are in Appendices 3 and 4

.

Another useful way elementary students are able to

use this planning organizer productively is to generate

their own children's story. After identifying the

components common to all stories, such as central

problem, plot, character and setting, they go on to

identify those characteristics which are particular to

children's stories, such as large print, repeated words,

pictures, few words per page, etc. After designating

a little character that would appeal to the young child

and giving him a problem, the students go on to elaborate

a story.

9. ADD SETTING DESCRIPTION (AND CHARACTER IF NOT DONE IN

PREVIOUS STEP)

.

This step focuses on incorporating setting description
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into the narrative plan the student has elaborated. At

least one major setting is described in enough detail

that the reader can have a clear picture of its appearance.

This description is worked suitably into the text, and

students are encouraged to use fluency in elaborating the

description.

10. USE THE WRITING SEQUENCE IN PLANNING. EVENTS CAN BE

COLOUR CODED ON THE SEQUENCE LINE, I.E. - OPENING - GREEN

DOTS, RISING ACTION - RED DOTS, ETC.

PRIMARY: BEGINNING, MIDDLE, END

JUNIOR: OPENING, RISING ACTION, CLIMAX, CLOSING

INTERMEDIATE: OPENING, RISING ACTION, CLIMAX, DENOUEMENT, CLOSII

As students develop awareness of the various parts in the

writing sequence, they can identify these elements in their

own plan. The story may need more building of suspense

through rising action, or perhaps the opening events need

more detail. This tool provides an opportunity to evaluate

clearly the structure of the proposed story. It is

especially necessary to make sure the resolution to the

identified conflict is clear, giving the story its cohesion.

11. IDENTIFIES MULTIPLE PLOT LINES IN NOVELS AND TELEVISION

PROGRAMS

.

Multiple plot lines can be represented diagrammatically

by parallel story lines or by a single story line which

diverges to a multiple line for part of the story and then

returns to a single line. Many television programs, films

and novels use this format and students at the junior and
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intermediate levels can identify this technique.

12. EMPLOYS MULTIPLE PLOT LINES WITHIN CENTRAL FOCUS IN HIS

STORY PLANNING. ADDS DESCRIPTIVE ELEMENTS.

Older and more capable students in the elementary school

use multiple plot lines in their planning. By centering

one plot around events in the life of a particular

character and another plot around the life of a different

character and paralleling the events within a central

focus, the student is able to generate a multiply stranded

plot structure. Description of characters and settings

is added as appropriate.

13. VARY PLOT LINES BY ADDING FLASHBACK, SUSPENSE, FORESHADOWING,

AND OTHER TECHNICAL DEVICES.

Because the student knows where his story is going, he can

use these technical devices to add interest to his writing.

He is operating at the level of conscious awareness and

choice when he uses these techniques; it is not left to

chance. As he looks at the totality of his story plan,

he can choose the appropriate stylistic techniques

according to his purpose and audience.

UNITS

The methodology set forth in the Instructional Sequence

is designed to move students up the growth strands in a

systematic and cognitively consistent way. The growth strands

enable the teacher to diagnose student needs by identifying

precisely where they are on the strands and then identifying
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goals for progress along the strands. From the Instructional

Sequence and the accompanying units, teachers can then plan

or prescribe appropriate activities for the students.

The focus is on Kindergarten to Grade 9, and the

activities are divided into four separate units . Although

grade levels are suggested with each unit, teachers may adapt

these activities to the ability levels and needs of their

students as necessary. The first two units are primary, the

third is for junior students, and the fourth is for intermediate

students. Because the latter two units presume some previous

experience with this approach, the junior or intermediate

teacher may want to adapt some of the activities from an

earlier unit as preliminary introductory instruction and

preparation. The activities in each of the units are sequenced

according to Figure 15, and the teacher may want to check

back to the growth strands in Figure 14 for some intermediary

ideas to insert between the prescribed steps in the Instructional

Sequence.

The activities described in the units cannot be very

specific as to themes; a teacher would insert activities to

develop narrative writing skills within the themes he or she

is teaching over the year. However, if a teacher wishes to

do narrative writing as a single unit, the program is flexible

enough to accommodate this approach. By selecting a theme

such as Monsters, or Myths and Legends, which lend themselves

directly to narrative writing, the teacher can explore all

levels of the instructional sequence as a single unit.
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The activities are set out on grids labelled according

to the writing stages which have been identified as common to

most students (Siegal, 1980) . Primary students generally

proceed from the transcribing stage in Kindergarten, where

an adult writes the child's words down, to the sentence/whole

phrases stage by grade three, where the child knows what he

wants to say and is able to write some things independently.

At this stage his writing still has many of the qualities

of speech, but the writing task is becoming easier for him.

During the independent stage (grades 4 to 6) , the student

develops more fluency, coherence, and self reliance in writing.

By the awareness stage in grades 7 to 9, the student purposely

concentrates on making sense as he writes and on building

structure and logical sequence into his work. He is increasingly

aware of the necessary skills and concepts in productive

writing. Of course, the activities, although generally outlined

according to stage, are applicable according to the needs of

students rather than strictly by grade level. This selection

of activities must be at the teacher's discretion; approximate

grade levels are presented only as a general guide and should

be interpreted in accordance with student needs.

The activities themselves are charted and sequenced

in terms of Objectives, Materials, Teacher Directions, Outcome

Category, Basic Thinking Skills, Level, Subject Area, and

Evaluation (Corby and Popp, 1982) . Most of the above categories

are self-explanatory. "Outcome category" refers to the

categories on the left side of the components by contexts
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grid (Figure 8) , and defines the goal of an activity as a

knowledge, an operation or skill, or an affect. "Basic

Thinking Skills" refers to the intellectual complexity

inherent in the activity. Operations can vary from simple

basic operations such as classification or seriation to more

complex combinations of these, to highly complex intellectual

strategies, and these are identified in the "Analysis of the

Skills Domain" in Chapter Two. "Levels" refers to the concrete,

pictorial, or symbolic nature of the stimuli, i.e., objects,

pictures, words. Use of these titles in planning devices

enhances the teacher's awareness of the cognitive complexity

involved in many of the activities students are asked to

perform in the classroom. Consideration of these aspects

improves the level of instructional decision making by the

teacher.
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EVALUATION

TEACHER EVALUATION OF STUDENT PERFORMANCE

Teachers can readily evaluate student growth along

the presented growth strands (Figure 14) . Each student or

group of students can be plotted graphically on Figure 16.

Figure 17 is an example of how this graph can be used to

chart student progress. It also is a good indicator of

instructional gaps for teachers and points out which learnings

need to be emphasized. The strands for all of the narrative

writing elements are displayed numerically. By drawing a

line between levels of mastery on each strand, a teacher can

get a clear picture of where students are working. She also

becomes cognizant of where the gaps in her teaching exist,

and can plan accordingly.

Using the growth strands as evaluative tools also

permits teachers to use a primary trait or analytic scale

grading system as a second alternative. The components

growth stranded here provide the traits to be evaluated, and

the growth strands themselves permit careful analysis of each

trait.

STUDENT OR SELF EVALUATION OF PERFORMANCE

If a teacher wishes to develop evaluation techniques in

her students, either of self or others, she can refer to the

evaluation strand of Figure 14. In the evaluation growth

strand, the various learnings in the other strands are submitted

to assessment. Thus, the evaluation strand guides the development
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FIGURE 16

PERFORMANCE SCALE FOR EVALUATION

(Based on Growth Strands in Figure 14)
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FIGURE 17

PERFORMANCE GRAPHS

(Based on Growth Strands in Figure 14)
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of students' ability to evaluate their writing. The

evaluation can be practised in the context of the writing

response groups advocated by Mary K. Healy (Bay Area Writing

Project, 1980). Students can also evaluate their own stories

by comparing their planning organizer to their finished story.

Are all events included and within the central focus? Are

focus and point of view maintained? It is also possible to

have students exchange stories and make diagrammatic

representations of the events to see whether the evaluator's

organizer matches the planning device of the writer.

SUGGESTIONS FOR FURTHER TEACHING

As described at the beginning of this unit, the focus

for this program has been on the organization of narrative

writing. Organization is a critical factor in the written

communication of an idea, and students should be given the

extra time for planning that effective communication demands.

If the school system expects quality in writing, it must be

willing to provide the time and effort required to develop

that quality.

Although organization has been the issue of this

program, it is recognized that mechanics and creativity in

terms of style and imaginative production are also important.

Using the grid in Figure 8, the curriculum designer or

teacher could enhance the total effect of this program by

establishing growth sequences and activities for these other

contexts. Fostering growth in the use of techniques of style
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would be especially useful for the intermediate/senior

student.

Although narrative writing has traditionally been

considered a language arts topic, it would be beneficial

if the applications of this program across other subject

areas were considered. Narrative writing can be integrated

effectively in social studies, art and other areas of

the curriculum. It appears to enhance story comprehension

and analysis by increasing the student's understanding and

use of a story schema. Further research into the link

between comprehension and schemata is currently underway.





CHAPTER FIVE

PROCEDURES FOR THE STUDY

PREFACE TO THE STUDY

The study proposes to evaluate the effectiveness of

the cognitively based instructional program for narrative

writing which has been described in this paper. Using the

problem solving strategy of Popp, Robinson and Robinson (1974)

as the executive or control schema and the time line as the

genre schema in the planning of narratives should improve

the quality of the narrative writing students produce. The

hypotheses to be investigated are:

The quality of narrative writing performance will

improve as a result of using cognitive organizers at the

pre-writing stage.

1. Overall quality will be higher.

2. Logical organization of ideation will be

more apparent.

EXPERIMENTAL DESIGN

The investigation of the hypotheses is organized as

a static-group comparison, a pre-experimental design.

Although it has the limitations associated with that design

(Campbell and Stanley, 1963) , it permits the collection of

data in schools under close to normal operational conditions.

The performance on a narrative writing task by students in 3
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treatment group classes was assessed by a post-test; results

were compared to those from 3 control group classes from two

other similar schools doing the same writing task.

SAMPLE OF SUBJECTS

In order to include the Primary, Junior and Intermediate

divisions in the sample, the study was conducted using grades

3, 6, and 7 pupils from three different public elementary

schools in a large southern Ontario town. The three schools

represented similar middle socio-economic levels, and the

teachers involved were roughly comparable in terms of experience,

The experimental treatment groups came from the same school

where teachers had been trained to use the instructional

procedure; the control groups came from two other schools

where teachers used traditional approaches to writing

instruction.

Classes were heterogeneous in ability levels, including

above average, average and below average students as designated

by teacher observation and evaluation. The treatment group

grade 3 sample included some grade 2 students because it was a

split grade. The treatment groups at all grade levels also

included identified special education students who were

integrated into regular classrooms in this particular school.

This was not the case with the control groups, from which

special education students had been withdrawn.
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TABLE 1

THE NUMBER OF STUDENTS BY GRADE IN TREATMENT
AND CONTROL GROUPS
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TREATMENT OF GROUPS

CONTROL GROUPS

The control groups ' instruction followed the

traditional procedures for the instruction of writing.

Neither the teachers nor the students received any

instruction in the use of organizers at the planning stage.

The control teachers were encouraged to approach the writing

task in the same manner as they usually handled it.

TREATMENT GROUPS

There were two necessary considerations in the

preparation of the treatment groups; the first involving

teacher training and the second involving student instruction

in the use of organizers for planning narratives. The teacher

training sessions included teachers from one school who

attended six one hour training sessions over a five month

period. They were instructed sequentially in the use of the

problem solving heuristic, the genre schema plot line, the

identification of central problem and events in the plot and

their application to writing, the description of character

and setting, the writing sequence, and the growth strands.

The Instructional Sequence (Figure 15) was not available at

the time but was designed as a result of the inservice.

Teachers were invited to share experiences and ideas after

attempting to apply each new learning in their classrooms.

Because the teachers were learning as they were trying this
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procedure in the classroom, it was only toward the end of

the five month training period that they had any command

of the whole procedure.

The students received instruction in the use of

particular organizers as the teachers learned them. Teachers

had specific activities to try in the classroom with the

students at the end of each session. As well, they created

some of their own applications, relating the organizer to

whatever content the class was pursuing at the time. Like

the teachers, students did not receive a view of the total

procedure until shortly before the end of the instructional

period. However, teachers reported the steady improvement

of writing concurrent with the training procedure, and

expressed enthusiasm for the improvement they saw.

MEASUREMENT

In order to assess the qualitative difference between

the control and treatment samples, an explicit standard

procedure was followed. All teachers received the same set

of instructions as shown in Figure 18, and all students were

presented with the same picture stimulus for writing as shown

in Figure 19. The instructions asked the teacher to present

a slide photograph of a fox in a poised position in a forest

setting. The fox photograph was chosen because of its high

motivational value with children of varying ages. Teachers

were asked to discuss with the students the position of the
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FIGURE 18

INSTRUCTIONS TO TEACHERS

PRE-TEST AND TEST

1. SHOW picture (slide)

.

2. DISCUSS - position of fox

- his surroundings

- his appearance.

3

.

Have them THINK about what could be happening around

the fox but do NOT discuss or share ideas.

4

.

Have them think about what could have happened BEFORE

and AFTER but do NOT share ideas.

5. REMOVE picture from view.

6. ASK students to WRITE a story about the fox in the

picture.

7. Assist students with MECHANICS (spelling, punctuation)

as THEY request. Do NOT assist with ideation or

organization.

8. ONE draft only. Students should not assist each other.

9. Put - 1. GRADE LEVEL (no name)

2. SCHOOL CODE LETTER (red O - High Student
green O - Average Student
blue • - Low Student

at top of paper.
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FIGURE 19

FOX PHOTOGRAPH AS STIMULUS FOR WRITING
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fox, his surroundings, and his appearance. The pupils were

encouraged to think about what could be happening around

the fox and what could have happened before and after the

photograph was taken, but these ideas were not be be discussed

or shared. After the picture was removed from view, the

students were asked to write a story about the fox in the

picture. Teachers trained in the planning procedure previously

described in this paper instructed their students to use the

procedure but did not describe it or assist them. Control

teachers followed their own procedures but also could not

assist with ideation or organization. Students of both groups

wrote without assistance except in cases of their request

for help with mechanics. The first draft was collected for

evaluation.

In order to maintain anonymity, no names were put on

the stories. Schools were given code letters unknown to the

evaluators but placed on the top of each sheet with an

ability level code which teachers were asked to insert. Grade

levels were also placed at the top of the paper. When the

evaluators received a story, the identifying code at the top

of the sheet gave them information pertaining to grade level,

school code letter, and ability level. Teachers, students,

and schools remained anonymous.

SCORING

Two scoring procedures were used to assess the 19 6
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collected samples. A general impression scoring system

was used to assess the overall quality of each story and

a primary trait scoring system was used to assess the

organization of ideation as stated in Hypothesis 2.

Scoring was done by experienced teachers who had

received specific training in the use of the instruments

described below. All stories were first scored for general

impression; the scores were recorded on a separate sheet,

but not on the stories themselves. The stories were then

rescored for primary traits.

GENERAL IMPRESSION SCORING

The general impression scoring system (McCaig, 1981)

worked on a four point scale with 1 point as the lowest

level of achievement and 4 as the highest level. The criteria

for assigning these points were general, but clearly described.

The sheet which went to the scorers is reproduced in Figure 20,

and each story was assigned a value on the basis of these

criteria.

PRIMARY TRAIT SCORING

The Primary Trait Scoring Scale used in this study was

a more precise tool than the general impression scoring and

was designed specifically to assess the particular traits

which were the targets for instruction, namely the organization

of ideas. It is based on a Primary Trait Scoring system

originally designed by Ian Fraser (1981) which includes a

"Scale with Low and High Descriptors" and a section entitled
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FIGURE 2

GENERAL IMPRESSION SCORING

(Adapted from McCaig, 1981)

1 POINT - Not an understandable, completed message and/or

grossly deficient language skills for the grade

level.

2 POINTS - Completed message; complex enough for the grade

level; low average competence for the grade

level. (Mechanical errors confuse message.)

3 POINTS - Competent for the grade level and demonstrating

good language skills such as sentence structure

and word choice. (Does not inhibit communication

of story.)

4 POINTS - Sustained excellence of expression for the grade

level.
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"Hitches, Snags, and Pitfalls", describing some of the scoring

difficulties which can arise (see Appendix 5) . He describes

his system as a compromise between the "loosey-goosey " of

general impression scoring and the "overkill" of analytic

scoring systems.

Fraser's Primary Trait Scoring has been adapted to

generate the Primary Trait Scoring Scale with Descriptors

shown in Figure 21. His overall organization, ideas, and

development sections have been amalgamated and elaborated to

include factors relating to plot structure and description.

overall Organization of Ideas; Plot Structure

Since organization is the area of focus for this

research, the organization section on the Primary Trait

Scoting Scale has been more heavily weighted. Because Clear

Statement of Problem and Sequence of Events were identified

as major cognitive elements in plot structure, they are listed

as subfactors in the organization category. The numeric

scale extended to 10 reflects the emphasis on these components

and allows for greater precision in their assessment. Resolution

of central problem, although an integral part of the plot

structure, is not as heavily weighted because it was not

specifically taught in the teacher training sessions.

Description of character and setting, although taught, did

not receive the same emphasis as the other parts of plot

structure and therefore is evaluated on a five point scale.

The descriptors representing values within each of the
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ẑ
w
zo
w
o

>
zH
N
>
H
i

z
o

w
o
a
o
M
o

OV
h

o

O
H

3 w C »



Ki CI i;.



-137-

components are drawn from the levels of performance

identified in the growth strands for those components in

Figure 14.

Language Choice and Conventions

Sentence Organization and Diction were combined

under the category Language Choice. Otherwise, the final

sections on Sentence Organization, Diction and Conventions

remain unchanged from the Fraser model.

TRAINING OF THE SCORERS

A training system for scorers was developed to ensure

that all scorers applied the same criteria consistently

across stories. The training program dealt both with the

General Impression and the Primary Trait scoring systems.

Training for General Impression Scoring

Using some grade six stories from a class that was

not participating in the study, each rater read several

stories to get an idea of expectations for the grade level.

Then each rater was given a copy of the same story to read.

The group of raters discussed the story in terms of the

criteria on the general impression scoring sheet and assigned

a score. Later they read and rated stories individually, but

then discussed the ratings until a consensus was reached

using the General Impression guide.

Copies of six stories were read, evaluated and discussed

together until consensus was reached. Ten other stories were
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scored by the raters without discussion. The degree of

consistency of scoring these stories was 90%. This was

judged to be sufficient consistency across scorers to proceed

with the individual rating of stories for general impression.

Training for Primary Trait Scoring

Each rater was given the Primary Trait Scoring Scale

with descriptors (Figure 21) . Raters read the Scale and

"Hitches, Snags and Pitfalls" (Fraser, 1981) and discussed

the characteristics of the traits in general. Over a period

of three half days the raters practised rating papers at

various grade levels and then discussed the ratings to reach

consensus within the general rating categories of low, mid,

and high. At the end of the training sessions, the four

raters had achieved a consistency of 87.5% on the Organization

category; 90.0% on the Language Choice category; and 92.5%

on the Conventions category. This was judged to be satisfactory,

and primary trait scoring of the writing samples was begun.

TABULATION

The scores for each component were recorded on the

Primary Trait Scoring Sheet (see Appendix 6) . A separate

scoring sheet was used for each story scored. Subtotals and

totals were computed and recorded for analysis after all

scoring, both primary trait and general impression, were

completed.



J.'.tB\r



-139-

STATISTICAL ANALYSIS OF THE DATA

The statistical analysis consisted of the comparison

of means for the control and treatment groups at each of

three grade levels (3, 6 and 7). All of these comparisons

were based on t-tests on means. The p=.05 level of confidence

was selected.

HYPOTHESIS 1

Hypothesis 1 states that the overall quality of the

writing will be higher. Two tests were performed for that

hypothesis. The first compared the means of the General

Impression scores at each grade level; the second compared

the means of the Primary Trait Total scores at each grade

level.

HYPOTHESIS 2

Hypothesis 2 states that the logical organization of

ideation will be more apparent. Two tests were performed to

assess the hypothesis. The first compared the means of Plot

subscores at each grade level; the second compared the means

of Overall Organization scores, including Plot and Description,

at each grade level.

See Table 2 for a summary of the nature of the tests

for each hypothesis.
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TABLE 2

THE DATA USED IN THE TESTS FOR EACH HYPOTHESIS

HYPOTHESES
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CHAPTER SIX

RESULTS AND DISCUSSION

RESULTS

The research hypotheses under investigation in this

study propose an improvement in the overall quality of

narrative writing and in the organization of ideation

for narrative writing after intervention with the described

instructional program. The results of the t-test comparisons

are discussed below and summarized in Tables 3, 4 and 5.

HYPOTHESIS 1 ; The overall quality of narrative writing

samples for students using schema-based

organization will be higher.

The results of holistic scoring for General Impression

indicate significant differences favouring the treatment groups

at all three grade levels. In addition, the total scores

resulting from the Primary Trait analysis are favourable to

the treatment groups; the mean scores of the treatment groups

are significantly better than those of the control groups.

In summation, research hypothesis 1 is completely

supported by the data.

HYPOTHESIS 2 ; The organization of ideas in writing

samples for students using the schema-

based program will be more logical.

A comparison of the mean subscores for Organization
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reveals a significant advantage for the treatment groups

at all three grade levels. Examination of the component

subscores for Plot and Description indicates that performance

by the experimental students is significantly higher on Plot

Organization at grades 3 and 6, with no significant difference

at grade 7. On the Description component, the experimental

groups' means are significantly higher at grades 6 and 7; at

grade 3, results in the description component are not

significant.

In general, the data offer strong support for research

hypothesis 2.

STRENGTH OF EFFECT OF THE PROGRAM

The learning gain for Plot and for Total Organization

was calculated as a percentage of the amount of possible

learning (Gagne, Foster and Crowley, 1948) . The control

group performance was used to establish a base level. The

following formula was employed:

Treatment Group - Control Group
Mean Score Mean Score ^ 100%

Total Possible - Control Group
Score Mean Score

The results are summarized in Table 6. They indicate

a gratifying amount of growth in Plot and in Overall

Organization in grades 3 and 6, and in Overall Organization

in grade 7, with learning gains ranging from 10.7% to 29.6%.

(The Plot comparison at grade 7 is not significant, so no

calculation was made.)
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TABLE 6

LEARNING GAIN AS A PERCENTAGE OF TOTAL POSSIBLE LEARNING
FOR SIGNIFICANT COMPARISONS IN PLOT AND TOTAL ORGANIZATION

GRADE
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OBSERVATIONAL DATA

Several observations related to this instructional

approach, made during the study, are presented below.

Teachers reported that students displayed more positive

affect when involved in the writing stage after using the

planning strategy. One of the treatment group teachers

asked students to report their feelings about the use of the

plot organizer at the planning stage of writing. Reports

were positive with no evidence of negative affect. Students

were eager to write and enthusiastic about the quality of

their stories.

It appeared that Special Education students made great

gains, particularly in the analysis of novels and stories,

but also in the generating of stories. Reminders to follow

their original plan and to elaborate each event were helpful

during their writing lessons.

For all students, the written product appeared to

increase in volume as well as in quality. Having a plan

enabled the student to elaborate both plot events and

description of character and setting without losing the

overall focus and direction of the story. However, there

was a necessary increase in the time required for the

production of a narrative. Planning was cognitively demanding

and took time; students had more to write and expand, so that

frequently the actual writing also took longer.

The planning strategy has been used by teachers and

students alike as an evaluation tool in the assessment of
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stories. The elements of narrative were clearly identified,

and these components were analyzed by teachers or students

during evaluation. It was possible to recreate closely the

original plan of the writer when reading someone else's

story, and students responded positively to using the

identified components as an evaluation technique.

The final observation relates to the training of the

teachers. It required more time than is usually allotted

to such inservice activities. However, the time was well

spent. Because of the dearth of instructional strategies

for writing, teachers eagerly applied these tools in their

classrooms. They appeared able to adapt and integrate this

approach into their classroom programs productively without

reporting major difficulties. However, some weaknesses in

the training sequence for teachers were noted and will be

discussed in the following section.

DISCUSSION

HYPOTHESES

The results of the study are very encouraging. The

data completely support the first hypothesis that the overall

quality of the writing will improve as a result of using the

schema based planning organizer. All of the General Impression

data and the Primary Trait Total data are consistent with

the hypothesis. It would have been sufficient if the General

Impression scores had revealed no change in the overall

impression of the treatment groups' writing in comparison to
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that of the control groups, indicating that attention to

schema had not negatively affected the overall impression.

Therefore this favourable finding is especially gratifying.

Not only has the use of a schema based plan not altered

the overall impression negatively, it has enhanced it on

both measures. In fact, the consistently high level of

performance as measured by General Impression suggests that

the organization of ideas is an important factor in the

overall impression which that writing creates.

Hypothesis 2, which states that the organization of

the writing will be more logical, is strongly supported by

the data. The Primary Trait scoring reflects a significant

improvement in Plot Structure for grades 3 and 6. The grade

7 treatment group did not show a significant difference from

the control group; the results of both groups are roughly

equal. This finding can be explained partially by the makeup

of the treatment class. It contained a high percentage of

special education and remedial students because of a local

grade 7 French Immersion program which had commenced that year.

Several of the more capable language students took the French

option, and therefore the grade 7 treatment group was not a

typical class sample in terms of distribution of abilities.

It is commendable that students were able to function at a level

comparable to that of the control class. It would be expected

that the effect of the schema based planning organizer would

be less immediately apparent in the grade 7 treatment class,

and this time factor may partially account for the results.
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Description, as a subcomponent of Overall Organization

on the Primary Trait scoring, shows significant improvement

at the grade 6 and 7 levels. However, the grade 3 comparison

between groups shows no significant difference. This lack

of significance may be attributable to two factors. The

first is the passing emphasis placed on description during

the teacher training sequence; the second is the lack of

experience with descriptive expression that primary children

have in the early grades. Perhaps younger students need a

longer time period and a more varied experience base to

learn to generate description well, even with the assistance

of a planning organizer.

All other scores on the Primary Trait comparisons

were significant in favour of the treatment groups.

LEARNING GAINS

The learning gains reported in Table 6 are of good

size and are most encouraging. However, the teacher training

program is cumulative, and the percentages of gain reported

here may be considered minimal because the teachers were

learning both the procedure and the instructional techniques

as they were teaching their students to use the planning

format. It was not until the last two weeks of the training

period that the teachers had command of the whole procedure

and that students became familiar with the whole planning

sequence. Therefore it may be assumed that teachers employing

the schema based planning organizers in their instruction
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over more extensive time periods could promote growth in

excess of that recorded in the study.

TEACHER TRAINING PROGRAM

The teacher training program was successful in terms

of the results of the study. However, it had some weaknesses

in its emphasis and sequence. It was observed during the

training sequence that teachers emphasized the plot line in

their instruction but neglected the important role of the

central problem and resolution in maintaining focus. Problem

solving, being the most complex of the organizational schemata,

needed more emphasis and applications in varied contexts

during the early training sessions. Also the idea of problem

resolution, which adds unity to the story, should receive more

emphasis in future programs.

The need for an instructional sequence grew out of

these training sessions. The fact that this sequence was not

available until after the training sessions created a deficit

for some teachers as they tried to apply their new learnings.

The constant reference of an Instructional Sequence would have

been helpful. Most teachers, however, adopted the strategies

richly and fully in the order which resulted from the training

sequence.

INSTRUCTIONAL PROGRAM

Observation of the Instructional Sequence in use in

classrooms suggests the need for further revisions. More

emphasis needs to be placed on resolution of the central



nx :xh



-152-

problem. As well, more intermediate steps between those

included in the Instructional Sequence need to be identified,

particularly to suit the needs of exceptional students.

Gifted students may be able to move through this sequence

more quickly and attain more complex levels of organization.

The sequence needs extension to accommodate secondary and

college students.

EVALUATION

The identification of the components of narrative

organization facilitated effective student evaluation of

their work because the criteria to which students should

be attending were clear. Students not only evaluated written

stories but also evaluated plans and looked for logical

inconsistencies or omissions, before the actual writing

occurred. In addition, teachers intervened productively

at that point, saving the student hours of rewriting, and

helping to improve his performance at the same time.

The levels of performance indentified in the growth

strands (Figure 14) permitted teachers to assess growth in

organization. By using the Performance Graphs (Figures 15

and 16) teachers assessed individual and group performance.

Also, school plans, charting levels of expectation for

each division, were derived from the growth strands.

SUMMARY

In summary, the results of the study were not only
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significant but were of sufficient magnitude to make their

application worthwhile. In addition, there are many

implications for instructional program and teacher inservice.





CHAPTER SEVEN

CONCLUSIONS AND IMPLICATIONS

CONCLUSIONS

Organization has been identified as a critical

component in student writing. It appears that students

do not use a whole text planning approach when preparing

to write a narrative. This paper has explored the design

of a cognitively based narrative writing program which

teaches students to use schematic planning organizers at

the pre-writing stage. The effects of using this procedure

were assessed by performing t-test analyses comparing

control and treatment groups at the Primary, Junior and

Intermediate levels. The stories of grade 3, 6 and 7

students were compared for General Impression, Plot

Structure and Overall Organization. Results were significant

at the .05 level for all comparisons but one, and learning

gains for Plot and Organization ranged from 10.7% to 22.9%.

This paper concludes that the use of planning organizers

does improve the overall quality of narrative production, with

identifiable improvements in General Impression and in the

particular narrative components of Plot Structure and

Organization. The data support the productive use of a

planning organizer for narrative in all three elementary

divisions: Primary, Junior and Intermediate.
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The data suggest indirectly that the teacher

training sequence was effective, although it had some

identifiable weaknesses. Observational data indicate

positive affect both for teachers and students.

IMPLICATIONS

The findings of this study need to be replicated

before any definitive conclusions about the use of the

cognitively based planning organizers for narrative writing

can be drawn. Further studies to yield conclusive evidence

should involve all grade levels, including secondary levels.

A longitudinal study of students at various grade levels

employing pre and post-tests would also be useful. However,

based on the significant results of this study, there are

several interesting implications both for curriculum design

and instruction and for further research.

IMPLICATIONS FOR CURRICULUM DESIGN AND INSTRUCTION

It appears that the curriculum design of narrative

writing programs and writing programs in general can be dealt

with more systematically than was previously thought.

Particularly, that elusive category of "thought organization"

or "organization of ideas" can be more clearly defined for

instructional and evaluative purposes. By identifying the

cognitive components inherent in any particular writing mode,

and by elaborating the levels of performance (growth strands)

for each component, relatively precise learning sequences for
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the organization of ideas can be described. This approach

provides the focus on process for organization paralleling

the process approach currently favoured for other aspects

of writing. This procedure should be refined and applied

to other writing modes.

Using this systematic approach to program design has

implications for the evaluation of writing as well. It

becomes possible to deal in reasonably objective terms with

the evaluation of the organizational aspects of writing.

The growth sequences are precise tools both for general

evaluation and for teacher diagnosis of student needs.

Students can use their organizers as tools for the evaluation

of their own writing or that of others.

This design format offers a description of writing

that may be of assistance to people in other curriculum

areas. "Language across the curriculum" is very much in

vogue now, and this program offers a systematic and objective

description of the writing process that special subject

teachers may find useful as they try to incorporate the

teaching of writing in their various disciplines.

IMPLICATIONS FOR FURTHER RESEARCH

The improvement in the quality of narrative production

cited in this paper occurred over a relatively short time

span (5 months) in which teachers were learning the procedures

even as they instructed the students in their classrooms.

It would be worth investigating the amount of learning that
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could be achieved under more nearly normal conditions.

An unresolved issue is to what extent students can achieve

higher levels of complexity of organization given longer

time periods of instruction from teachers with a complete

grasp of the procedures.

The effectiveness of planning organizers for

exceptional students (both gifted and remedial) needs to

be assessed. Instructional modifications for these groups

should also be investigated. Revisions in the Instructional

Sequence for accommodating both gifted and remedial achievement

levels should be investigated.

The extent to which the use of the planning organizer

reduces the cognitive load for the student in the act of

writing needs to be assessed. The narrative organizer appears

to act as a cuing system for the story writer, helping him

to elaborate his ideas more fully. By holding his ideation

constant and making it readily available for his use in story

writing, the planning organizer may permit him to focus more

fully on descriptive elaborations and mechanical concerns.

The possible improvements in elements of story writing not

related to organization such as word choices, sentence

patterns, and mechanical conventions should be explored.

The application of cognitively based schemata to

other genres needs to be developed and investigated. Problem

solving appears to be the controlling schema for all writing

genres, but the particular adaptations for description and

essay writing within the problem solving context need to be





-158-

described, with supporting instructional programs developed

and tested.

Further research needs to be done on the application

of schema theory to other areas within the Language Arts

context. Exciting work continues into the relationship

between story schemata and reading comprehension. In addition

to writing, the schematic framework has applications to other

expressive language functions; both speaking and presenting

activities can be planned using a schematic organizer.

An area which holds far reaching implications for

education is the application of schema theory in general and

problem solving in particular across varied disciplines.

Its potential application in traditional subject areas such

as mathematics and science, and the resulting implications

for curriculum design and instruction in those disciplines,

need to be explored. As basic research into cognitive function

proceeds, further applications to writing and other curriculum

areas will become possible.
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APPENDIX 2

NOVEL STUDY SAMPLE (First Chapter )

Central Problem ; Buck is taken from the sunny, peaceful

environment and is thrown into the wild,

primitive environment. How will he adjust to this new

environment?

CHAPTER 1 - Into the Primitive

- lives as a king in Santa Clara valley - San Diego -

lush, warm, peaceful

- Manuel, gardner's helper, loved to gamble so sold Buck

for money, men were looking for big, huge husky dogs

to take north

- some gold had been found there

- struggled with a stranger - men threw him in a baggage car

- ate nor drank for two days - had fever

- man with red sweater beat him with a club every time Buck

charged at him - the man was showing Buck who was in

command and master - Buck never forgot that club and

lesson

- man with red sweater sold Buck for three hundred dollars

- also with Buck he sold Curly, another dog

- Perrault and Francois, men who bought Buck and Curly,

took them to north by ship with other dogs

- Buck and the dogs reached north - Buck saw and felt his

first snow.

Characters ; Buck, Manuel, Perrault, Francois, Judge Miller,

Judge Miller's kids, other dogs, kidnappers.
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The Call of the Wild - by Jack London

P.B.E. Chart on Buck

WHEN
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The Call of the Wild - by Jack London

Setting Chart

Setting
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APPENDIX 3

SAMPLE STORY PLAN

TITLE : How the Giraffe Got His Long Neck

CENTRAL PROBLEM ; Jerry and George are hungry but can't
reach leaves.

PLOT; • trees are growing taller

Jerry gets hungry but can't reach leaves
- neighbours plant short trees for him
• neighbours move and leave old pipes

• Jerry puts pipe over head and lets leaves
slide down to his mouth
other giraffes try

• neck gets stiff, grows and takes shape of pipe

same happens to other giraffes
• didn't need pipes any more
y

CHARACTERS

Jerry
Giraffe

George
Giraffe

PHYSICAL





-168-

APPENDIX 4

SAMPLE STORY WRITTEN FROM A PLAN

Samantha ' s Adventure

"Would you like some hot chocolate and cookies,

Samantha?" said Mrs. Stevens who was Samantha 's mother.

"Yes please" said Samantha absent-mindedly.

"Me tool" her little five year old brother. Tommy

added.

"I just can't wait till the space shuttle takes off

tomorrow." Samantha said dreamily.

"Samantha you must have said that about one thousand

times today .
" her brown haired, brown eyed mother said. "You

act as though you are going in the space shuttle." she added.

"Well I'm going to be an astronaut when I grow up

you know." Samantha said.

"But you can't be." Tommy said suddenly cutting in

the conversation.

"Why not?" demanded Samantha.

"Because you're a girl." Tommy said.

"So, girls can be astronauts." Samantha said.

At that moment Mr. Stevens walked in. Like Tommy, he

was tall, broad shouldered with blonde hair and blue eyes.

Samantha had firey ginger hair and green eyes.

"Hi dad." Samantha said.

"Hi daddy." Tommy said.

"How are my two favourite children?" "Hello Samantha,

hello Tommy." Samantha's father said. "Hi honey.'" he said

giving Mrs. Stevens a kiss on the cheek.

"Time for bed kids." Mrs. Stevens called.

"Awww, already.'" Tommy said in a disappointed voice.

"O.K." said Samantha reluctantly.

Mr. Stevens said "Goodnight Samantha and Tommy."
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"Goodnight kids." Mrs. Stevens said.

Samantha trudged through the yellow carpeted hall

which had matching wallpaper. Into her room she went.

Anyone who walked into her room could feel totally lost in

pink for she had pink walls, pink ceiling, pink carpet,

pink curtains and pink bedspread. When she looked out of

her window she could see the red bricks and big square

living-room window with the white curtains. When she finally

got into bed she kept thinking about the space shuttle that

was going to blast tomorrow, how she wished she could be

in it.'

Later that night a very strange thing happened, at

the dead of night 12:00, Samantha got out of bed while she

was still asleep. Everyone else in her family was asleep.

Samantha was sleepwalking down the hall and her slim figure

seemed to glide down the stairs. Now she had unlocked the

orange front door and walked outside. Her white nightgown

was fluttering around her legs and flapped in the wind. She

looked very much like a ghost as she descended along the

stoney street. Suddenly it was clear where Samantha was

heading, the space centre! Yes, here she was, still asleep,

standing in front of the space shuttle. She opened the door

and climbed up stairs and hopped in and closed the door.

Then she pressed a button, and the engines roared and it rose

up, up into a dark, desolate sky.

Of course the terrible noise had woke everyone in the

small town up.

"Mommy, Daddy, there is an earthquake". Tommy yelled

jumping right on Mr. Stevens' stomach.

"What's going on?" asked Mrs. Stevens.

"I'm not sure myself" Mr. Stevens said. He turned on

the radio.

"Ladies and gentlemen!" Ladies and gentlemen! "We've

just had a report saying tha ten year old Samantha Stevens

has apparently blasted herself in the space shuttle."
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"Unfortunately she has travelled so far we can not bring

her back down." "Also, instead of heading for the moon she

appears to be heading for the planet Venus." "Listen for

further information at 6:00 tonight." "This is Marvin King

saying: goodbye .

"

For about three minutes both parents were speechless,

at last Mr. Stevens manages to say: "That wouldn't be our

Samantha would it?"

"I'll go check" Mr. Stevens said quietly. But to his

utter dismay she was not in bed. "I'm afraid she is not

there" he said to his wife.

"Oh why me, why me?" murmured Mrs. Stevens.

Mr. Stevens said "I'm sure she'll be fine."

Just then Samantha woke up. At first she thought she

was dreaming but after pinching herself till her arm was red

she realized she was wide awake. She gazed around in

bewilderment. Surrounding her were thousands of buttons,

controls, levers, screens and lights. She sat down in a

seat wondering where she was going. She did not really know

how to feel because she felt happy to be in the shuttle, sad

because she didn't know how to get down and scared because

she didn't know what she was going to face when she landed,

if she ever landed.

Just as she was thinking this there was a slight bump

and Samantha stood up. She put her hand on the door knob

and opened it slowly and cautiously. Outside the door she

could see people sitting and chatting. She could also see

a big sign that said:

THIS IS PLANET VENUS.

The plant looked quite friendly and just as she put one foot

out of the door she saw a girl who had yellow eyes and purple

hair, she looked about the same age as Samantha. The two

stood there staring at each other. "Hi" the girl said shyly.

"Hi" Samantha said. Samantha closed the space shuttle door

and advanced down the steps. The two girls smiled at each

other and shook hands. Soon they were acting as though they
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had been best friends for years. Samantha gazed around

her awe, the whole planets around was sand. It was nice

and hot and the sky was pink. Everyone had their very own

mud hut. The girl said her name was Serena. Samantha poured

out her story of how she came to be there. Samantha was

introduced to Serena's mother who was called Margaret. She

had blue hair and orange eyes. Samantha told her about her

problem, she suggested that they build another space shuttle

to take her back home.

"What a great idea!" exclaimed Samantha.

Margaret gave them a sheet on how to build one since

the one Samantha had come in could not take off again.

Soon they had all the parts together and put it

together.

"Wait a minute, we forgot the engine. " Serena said

"An there is only one engine left on Venus. I'll have to ask

the mayor for it." she said.

Samantha waited for a while and looked at the nearly

finished rocket. It was white and said "VENUS" on it. It

was tall and slim.

She was so busy looking around the planet, she failed

to see a curious young boy stepping into the rocket.

Just then Serena came back with a queer looking thing

in her hand. "I have the engine," she said. "By the way you

have to stop for a minute on your way down to make sure you

haven't stolen anything." Serena said as she put the engine in.

Samantha jumped in and yelled goodbye.

The little boy was scared when Samantha got in the

rocket and hit behind the seat so Samantha wouldn't know he

was there.

As Serena had said her rocket was stopped and a man

came in to check her rocket.

"I'm afraid it's back to Venus for you" he announced.

"What?" said Samantha.

"There seems to be a little boy here" he said.

"Oh" Samantha said "I didn't know."
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She just stared at the boy angrily. Finally she got

into the rocket and drove back to Venus. Neither of them said

one work during the journey. They landed with a slight jolt,

as soon as they stopped the boy opened the door and ran off.

"What are you doing here?" Serena said running

towards her.

"When I was checked the man found a boy hiding in the

rocket" Samantha said sadly.

"Never mind we can just build it again." said Serena

happily.

"No, we can't." said Samantha holding a sand clogged,

smashed up engine. "It won't work anymore" she said glumly.

"I see what you mean." Serena said.

"Isn't there any way I could get back?" asked Samantha.

"Well, there is one other way but it's very dangerous."

Serena answered.

"I'll do anything." Samantha said her green eyes glowing.

Serena said "You could try jumping off Venus."

"Nonsense" said Samantha "Your planet would have to

be flat."

Serena said "It is."

"But it can't be." Samantha said utterly astonished.

"Well it is, but you might get stuck on a cloud."

"What, first you tell me your planet is flat and

now you tell me I could get stuck on a cloud." said Samantha.

"Don't you believe me?" Serena said.

"yes." Samantha said.

Serena said "Well let's go."

So off they set, finally after two miles they came to

the edge of the planet.

"You're very brave to do this" remarked Serena.

"Well, it's about the only way" Samantha said with

a sigh.

Samantha said "Goodbye Serena, thanks for your help."

"My pleasure." Serena said.





-173-

Then, Samantha took one step and the next instant

she was turning upside down and round and round. Next thing,

she knew she was lying on something soft, puffy and white.

She realized she must be on a cloud.

"Good morning." a voice boomed.

"Who are you, where are you" said Samantha puzzled.

"I'm the Cleo the Cloud, and I don't like children

who fall on me." the cloud said.

"Won't you take me back to Earth" Samantha pleaded.

"Certainly not" Cleo said in an evil voice.

I know what I'll do Samantha thought to herself,

I'll cut my way out of this cloud she thought taking out

her knife which she always carried with her.

But to her horror the cloud reached out and took her

knife and threw it, out into the sky.

"Oh you mean thing" Samantha cried.

"I can help you" a different voice said.

"What, who's that?" asked Samantha.

"Me, Clarance the Cloud."

Samantha looked and saw a smile on the fluffy face

of a cloud. "How can you help me" Samantha asked.

"If you grab on to me when I float over top of you

I can take you to Earth."

"All right, I'm ready!" Samantha said.

Clarance the Cloud floated over and Samantha grapped

on to the edge of Clarance and hauled herself up.

"Thank-you very much" said Samantha full of delight.

Down they went a cool breeze blowing.

Now they were in Earth's atmosphere and as they neared

the surface Samantha could see a cloud of people on the ground

below. Then she saw her mother, father and brother. Clarance

brought her down on the ground and Samantha tried to kiss the

cloud but all she got was a mouthful of fluff.

"Thank you so very much" she said.

Then she ran into her mother's open arms.

"I was so worried about you" her mother said feeling
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relieved.

Tonuny came running up asking all sorts of questions

like: "Did you meet any green men?", "Did they capture

you?", "Did they try and eat you?"

So Samantha told them the whole story while they had

hot chocolate and cookies.
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APPENDIX 6

PRIMARY TRAIT SCORING SHEET

Reader No.

Grade and Code

:

Paper No.

Ability Level:

OVERALL ORGANIZATION Low Mid High TOTALS
PLOT:



142














