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Summary
. a

Writ{ng' constitutes a moda}ity—specific frame of action for textproduc-
tion. The general qomfnunicative and linguisiic abilities, which are ad-
.justed to the conditions of oral communicative practice have to be
transformed according to the action conditions in writing. Based on em-
-pirical research on macrostructural coherence patterns the following pa-
per lines out a developmental model. The emerging problems of wriling
turn out to be a developmental factor themselves rather than a result of
spontaneous steps of cognitive' development, zs the piagetian tradition
puts it. The medium -that is to say the hist.on'c_ally evolved, culturally
bound literacy-norms guiding its use- forces learning writers to modify
and rearrange their textual, syntactic and lexical knowledge continually.
Argumentative letters’ of 120 (= 4 x .30) pupils and students aged
13,16,19 and 23 have been examined following the idea of 'text._"as a
trace of process". The main empirical subject matler io illusirate the
theoretical framework in this paper is’ the development of macrostructu-
ral coherence vprinciples. Four types of coherence pattern called
"Textordnungsmuster"(TOM) are distinguished, which relate relatively
closely to four steps of "equilibration" in cognilive and communicative
development. ’

1. Some aspects of writing development

Writing is a technical answer to specific cognitive and communicative
needs, which occured in the history of human sociely and slill are oc-
cui‘ing in the actions of the individual (cf. Goody et.al. 1986, Ong 1985).
The development of written language (that is to say, the continuing
changes in its lexical, syntactic and textual organization) is an extremely
'cu]turally determined process. Therefore it is not development in the .
literal sense of the word, it’s not acquisition in the sense f.e. of
Chomsky’s LAD. There is no sensitlive period, when the process has to
beginn and it’s impossible to say, when it’s finished. It’s'an open-ended
process, that makes use of an abquired linguistic competence, but ne-
cessarily requires a metalinguistic and ' metacommunicative competence.
It’s "completely artificial”, like W.J. Ong(1985:82) says. Wriling develop- ~
- ment empirically is determined by the process of learning to write, that
means ]earning the historically evolved and gulturally bound modality-
- specific norms for written text (cf. ‘Scribner/Céle 1981).

'



But "speaking and writin'g", "orality and literacy"” are indicating nO}
only different ways of encoding the same message, corresponding t?
different norms, but different systems of communicative actions or ac-
tion frames. Therefore writing developmenl also means learning to ma%—
ster the cognitive and communicative action problems occuring‘in a spe‘i—
cific modality of language use. To explain writing development we theref—
fore have to focus on the individuals action. problems in writing. ,
I am now going to start the discussion of some theoretical aspects of
writing development, which have been the basis for our investigatio‘p
and the interpretation of the empirical data.

2. Communicative action problems and writing development

We consider writing Lo be a. problemsolving communicative action, like ‘a
lot of other researchers have done (Flower 1981, Antos 1982, Martle;‘w
1983, Molitor 1984, McCutchen 1986). But larger, <mpirically based at-
tempts for a theory of writing development starting from the text-< or
action level are seldom (Britton et.al.1975, Wilkinson et.al.1989,
Augst/Faigel 1986, Feilke/Augst (forthcoming)). The main problems of
writing are consequences of properties, which are inherent in the modg—
lity and the conditions of writlen communication. These modaIiLy—specif‘;ic
factors are intensifying the general communicative action problems. Th?y
constitute -a rew frame of action for cognitive and communicative deve-
lopment.

2.1 General communicative action problems

With reference to Karl Buehlers (1934/82) organon-scheme of the 1ing\.§i—
stic sign we distinguish between three main communicative action pro-
blems and are adding a fourth one. Like Habermas (1981) has show:n,
" these problems are corresponding to general communi_cative norms.
Please compare the following figure.

Problem of expression: When communicating actors are e'xpressing thellr
own feelings and attidudes. They have to ~arLiculate‘1mphc.1tely or exp}l}-
citely their kind and grade of subjective interest anfi involvement jin
the matter, the communication is about. Even in expository or explaqa—
tory communicative actions this problem may not pe neglected. The ge—
neral communicative norm to be met here is sincerity. » |

Problem of cognition: The actor is expected to give a ccfgm.tlvely ad:e.—-
quate and sufficient description of the subject of communication. That3_13
f.e. relatively easy, when speaking about an episode of our dall?r lfxfe
and gets difficult, when we speak about abstract or complex and inter-

. T
related problems. The corresponding general communicative norm here; is

objectivity. ) ) . ¥
Problem of socio—cognition: The actor has to anticipate the adressee’s
view of the matter, to secure his attention and to appeal effec?.ivelyg to
him. By use of linguistic and paralinguistic signs he has to indicate Lhe
relevant social knowledge(presuppositions) to secure understan-

ding{cf.Gumperz 1981,). If he wanls to achieve his aims, he must not ne-
glect. the -corresponding norm of situational and social adequacy.

Problem of modality: The problem
communication. It mirrors the reflexiv aspect of language use, the fact,
that every insirument of action has effects on the structurc of action.
Each modality of language involves modality~specific problems for pro-
duction and underlies modality~specific norms for text. Therefore the
modality requires and allows specific modes for solving the communica~

tive problems.The general norms here are clearness and understandabi-
lity. ' . . - .

A_model of action problems in_communication:

PROBLEM OF EXPRESSION

) author

PROBLEM PRZOBILEM

OF text subject - oF

MODALITY —~—— - COGNITION
adressee

PROBLEM OF S0.COGNITION

The relationship between these problems can be characterized by three

thesises: .

1) Every problem constitutes it’s own .demands, which easily may lead
the actor to neglect the others. :

2)The solutions to the different problems very often are conflicting.
3)’i‘here_fore successfull communication requires the functional and balan-
ced integration of the solutions to the four problems.

2.2 Writing problems and developmental demands

In written language these problems are hightened and intensified, be-
cause the conditions for production of texi require a iransformation of
linguistic, cognitive and socio-cognitive abilities, if the general communi-
cative norms still shall be met. The modalilty causes new developmental
demands. Cognitive and communicative abilities and linguistic skills have
to be resiructured under . differing siructural conditions for action.

"Such a process by P"Iiaget once was called "vertical shifting or displace-"

ment" (decala'ge/Verschiebung) (cf.Piagetl 1956/1984:49). Written communi-
cation demands the writer to integrate functionally his solutions to the
several communicative action problems during the writing précess. Such
integration, if done well, leads to a semantically and pragmatically
selfsustained and coherent texi. The following synopsis illustrates the

connection between writing problems and developmental demands:

of modality is a metaproblem of.
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The f'ou;r develoi)mental demands, des.ymptomatisatiqn,' decotextualisatl?n;
contextualisation and reflexivation can be seen as dlffer.ent asl:;ec;ts é::d
the process of writing development. How this theoret‘.lcallyd ie::‘ml
aspects empirically gain form in the lexicalj syntactic an‘ t.;a_
structure of written texts has been subject of our. mve; f‘,re
tion(cf.Augst/Faigel 1986, Feilke 1988, Feilke/Augst (forthcommg)t. em}1 °
going into the details of our empirical research I want to show oé}; .
figure, that already may demonstrate you the general structure t

developmental process as we see it. _ ;

PROCESS OF a
DEVELOP- A, ntextualisatio

reflexivation

/Jzacotextualisatiﬂ/

Esymptomatisation

i
Each aspect of the writing process'domingtes a different stage. i'.I‘he
first stage 6f the process is dominated by the problem of express}lon,

the second by the problem of cogﬁition, the third by genuin modality
pi‘oblems and the lasl period focuses on the problem of socio-cognition.

3. Development of coherence pattern in wx:itten argumentations

3.1 Methodical problems, subjects and task

Following the idea of "text as a trace of process” (cf. McCutchen 1986,
1987) we see the structure of wriilen texis as a resull of ithe writing
process as a problemsolving \process.We have analysed argumentative
letters written by 120 (4x30) pupils and students aged 13,16,19 and 23.
We have focused on the period from 13 to 23 because it beginns, when
psychological development in the sense of Piaget is finished or has rea-
ched it’s last stage. We decided to explore argumentative texts, because
argumentations are open to a’ wide spread of text organizing principles;
they may include expository explanative and even narjr‘ative elements all
of which share the overall argumentative function of the text. To a2 de-
velopmental perspective this is very interesting as we will see.

And we decided’ io let our subjects write a letter, because we wanted
them to have a concrete adressee for their text. Except adresse and ge-

.neral theme the subjects in writing should be left for their own resour-

ces. This enables a nondirective elicitation of coherence principles. The

subject of our investigation, coherence, is only one aspect of the text -

structure. It has to be divided from cohesion. Cohesion means the lin-
guistic "texture" of texts, the technics of intersentential senience com-
bining(cf. Halliday/Hasan 1976, McCutchen 1986,1987) whereas the term

coherence focusses on Lhe semantic and _pragmatic overall structure of
texts. : .

- In: the concrete task for our wrilers they were asked io wrile a lefier

to a professor at the uni\-’ersit_y, who publicly had proposed to abolish
homework. In the letter they should write their opinion concerning this
proposal and contradict or support the professor.

3.2 Qualitative Results

The surch for coherence patterns in 120 texts demands for L.heoretical
abstractions from the surface structure 6f the texts. At first sight
every lexl seems to be an unanalyzable individual. But with aid of the
theoretical ‘concepts we have discussed above it was possible to distin-
guish four coherence patterns, which can be interpreted as problemsol-
ving patterns, corresponding to the four action problems in writing.
Every communicative action problem in writing seems to constilute spe-
cific demands -for textual coherence and therefore éncourages the pro-
duction of specific coherence patterns, like the following figure shows_.
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Most of the texts can be divided up into two main groups very easil}(.
These are linear texts (50) and systematic texts (54). But these two at;-
tributes are not systematically related to the age of the writers nor do
they tell something about the quality of the texts. Linear texts formallvy
can be characterized by a sequential successicn of arguments', wherea:s
systematic texts obviously are s_tructured by wwo and somehmes'mt:)r:e
interrelated but relatively autonoumos paragraphs very often conmshn:g
of contradicting arguments. i ;
But analyzing the two types of text we soon found some more feature:s,
which enabled us to distinguish the four patterns listed up above. f?r
the following discussion please look &t the examples for the coherentj:e
patterns at the end of the paper (Appendix). : ‘
The subjective—li.near' pattern: This pattern follows, like Marlir;le
Scardamalia (1981:90) says an "affective scheme". And she completes: ?:n
such writing the associative mechanism follows a time sequence: each

event would trigger the next." The subjective-linear pattern is such'a .

type of quasi narrative writing. The pattern primarily i's us.zed to e?f-~
press how the writer personally is affected by homework in his own e?x}—
vironment. The personal experience of the writer_ is  structured by
scenes; and a time sequence of everyday scenes is used to stnfct,u;re
‘the text. This example shows, thal the desymptomatisation process is n;c.>1.
already finished. The time sequence determining the text sitruct.g.rg v:fs
the immediate expression or symptom of the writers subjective ep}sot%lc
. represéntation of his problems with homework. Therefore ‘the text is x}ot
.narrative in the sense of a rhetorical pattern. Thejllnear—narratlgve
structure is the only remaining possibility for the writer to solve her
problem of expression. The cognitive and argumentative demands of t:he
task are neglected. Therefore subjective-linear patterns hardly cjan
achieve a level of generalizable arguments. The writer here seems ;to
know this. A breakage in the second part of the text (proposal), wh.egre
she suddenly jumpis on a general level, indicates, that the wrlt}er
knows, that she has to finish with a generalizable solutio‘n of the prt‘o—
blem. But she is not able to derive it from her argumentatlon.. o
The cognitive—systematic pattern < The solution the writer mtein-
ded, but could not reach with her arguments, demands for a genera-

lizable cognitive frame for the ‘subjec
have called ‘decotexlualisation’,
dominates the structure of the

L of argumentation. That’s what we
The active. consiruction of such frames

cognitive-systematic pattern. You can
find it in ihe second example, '

The internal siructure of the subjec

t as the wriler sees it, guides her
through the writing process;

most of these texts are structured by a
_couple of opposing“cognitiv issues, like in this example ‘homework for
difficult subjects! vs. ‘homework for easy subjects’. Other couples of
the cognilive~systematic patter"_n are f.c.: ’ -

- homework when weather is nice vs. homework when weather is bad

— homework in summertime vs.  homework in.wirtertime
— homework for good pupils : vs.  homework. for bad pupils
—~ homework for pupils living vs.  homework for pupils who

near to school have to take the bus

It is obvious, that Lhe problem of cognition Jominates this type of cohe-

rence pattern. But even here we find coherence breakages. For example

in the second part of this text the writer falls back to an ass

ociative
writing, thal reminds us of the

subjective-linear pattern. But using a
cognitive frame for structuring a text impliés some more pos

sible compli- ’
cations.

siraints; the
innumerable.
e there arc no limits to the number

This might cause problems for cognitive coherence, if
there occure factual cuntradich‘ons,

In writing cognition underlies modélity—specjfic con
cognitive features and implications of every subject are
Under a purely cognitive perspectiv
of arguments.

but the main problem in writing is:

it easily causes problems for textual coherence, because every lext is

final and all factual relations relevant for underst.

anding have io be put
in linguistic signs.

. The formal-systemsatic pattern: A lot of writers seem to know this
problem. They've found a way Lo achieve te

xtual coherence indepen-
dently from cognilive coherence.

Please confer the third example. It illu-
strates the coherence pattern we've called formal-
The writers using’ Lhis patiern seem to focus on
lity. They are structur

systematic pattern.

the problem of moda-
ing their texts with aid of purely formal princi~-
ples, such as the pattern pro-contra-
like first]y—second]y—third]y,
have xlwt to be. Very

conclusio or a sequential paitern’
which can be motivated cognitii/ely but
often we therefore find such’ patierns only pre-
tending cognitive coherence (cf.Molitor 1984:36).
writers are aware of some of the difficulties occuri
have to write a text,

But obviously these
ng in writing. If they "
they can write a coherent text. The formal-syste-
matlic pattern show; a wriler who- already. has developed affect control
in writing (d'esymptomatisationl) and who is able to subordinate the de-
mand for the construction of a cognitlive frame (decotextualisation) to

the limits of texf:ua] coherence (reflexivatjon).' But the formal-systematic
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pattern is a macrostructural routine in writing; it neglects the demand$
for an active construction of a social frame. ‘

The argumentative-linear pattern: An effective argumentation dc.—
pends on the writers ability to construct a social frame, as a basic as-
sumption for convincing the adressee. Therefore in argumentations the
problem of socio-cognition has to be focused on. The. argumentative- 11—
near pattern is in accordance to-these demands. It is illustrated by e‘(-
ample four. |
Here again we have a linear scheme; it mrlude% episodes, but the over—
all structure of the text is not determined by a sequence of events. To

say it metaphorically: the writer uses the linear scheme for taking the-

adressee by the hand and guiding him to his arguments and through
his text. Beneath the linear siructure this pattern shows a lot of ele-—
ments for the pragmatic steering of the texi: f.e. personal adressing,
immediate appealing, supporting episodes, whizh are embedded ax‘gﬁ—-
mentatively and a lot of explicit metacommunicative elemenfs
{e.g. performatlve verbs).All these elements are constituting ‘a social, ﬂlo—-
cutional frame supporting the arguments. We find here, what we have
called ‘contextualisation’. In this type of coherence pattern the solutions
to all of the communicative action problems in writing seem to be inte-
grated functionally according to the high level goals of argumentation.i

3.3 Quantitative Results

The sequence of the coherence patterns, as I have discussed them éxl—
ready anticipates some of the empirical results of our mvesmgatlon,
which I want to present to you know. I want to bring in relation three

variables: )
- type of coherence paltern i
- rank of coherence :
- age of writers

TYPE OF COHERENCE PATTERN AND RANK OF COHERENCE : i
I can't go ‘into the details of our analysis of rank of coherence now (cf.
Augst/Faigel 1986:126£f.). We have distinguished three ranks:

— rank 1: coherent — consistent pattern . 32 tem:s
—~ rank 2: weakly cocherent — pattern changes and breakages — 72 texts
— rank 3: not coherent - o pattern - 16 texts

The following figure shows the percentage of coherent texts (rank! 1)
for each type of coherence pattern.
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Fercentage of coherent texta in each type of coherence pattern

A possible interpretation of this resﬁlt is: The .different coherence pati-

terns are able to integrate the. several textual funciions or solutions to

action problems to a differing degree. Under a develbpmental per-
specuvev_ they‘ might develop out of one another in a differentiating pro-
cess, whereby the'subjective-linear pattern scarcely is differentiated

and the other patterns are steps of a functional differentiating process,

which is pushed ahead by defxc:ts in the problem solving power of the '

patterns.

AGE OF WRITERS AND RANK OF COHERENCE
In relation Lo the age of the writers our analysis shows an increasing
percentage of coherent texts, like the following figure demonstrates.

®
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Apes of ‘writers and rank of ocherenoce

It seems, that with incrasing agé of the writers they get more and more
aware of the several communicative action problems in writing. They

learn to integrate the solutions to those problems functionally and to
secure coherence. ' -

_AGE OF WRITERS AND TYPES OF COHERENCE PATTERN

It is not*pos:fsible to explain the increasing coherence of the texts writ-
ten by the elder writers only by an increasing number of more coherent



formal-systematic and argumentative-linear patterns, like the t.wlo fxgurei
bove might sug;zeqt To examine the conneciion between age, type}o
a >st. > ‘ o
pattern and rank of coherence we polarized the different. groups of wiri

ters on the age axis, like the following*figu‘re shows.
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Now this figure makes clear, that the elder writers’ make more us?loi
the argumentative-linear and formal-systematic pattern, but they ?sf
make use of the other patterns. A detailed analysis of the coherenc? &?
these texts shows,b'that the elder writers average more coherent c;);‘;m:
tive-systematic and subjective-’lingar patterns. "Fhey are‘ not only. g;je
loping new types of coherence patterns to achxfeve their co.mmu}:’l'l.lln.:t,faj ©
aims; by an'increasing reflegivation they also 1mp.rove. their abili ¥ o
write coherent and functionally integrated subjective-linear and cogni
tive-systematic texts. |
Conclusion: The development of coherence patierns cs.m not 01’11}’!‘ beje
characterized as a process of differentiation; it also 13. a 'proces:s'o—
functional integration of textual patterns. Both proc':as.ses indicate an‘tl“n
creasing awareness about the modality-specific cqnd},tlons for pzto.du"!: ;or:
and understanding of written text. The resulting picture of.wntmgé ed
velopment shows, that it’s not a chaotic process, ‘left for its 'own }}?nh
without direction. It also is not a linear sequential process n'f w{ t1)c
each step, each new coherence pattern, substitutes ‘Lhe one gomgfd (?—
fore. What we'’ve found is a multilevel process, that 1.s pusghed ahez‘-xi l'lln
a fixed order by the action problems occuring in writlng: i’[‘hey leaq t e
writer more and more to specificate his expressive , cognitive .and 59;1o:
cognitive writing abilities. By writing the writers lear.n to w‘rlte an: a
the same time they are learning much more than to write, l

APPENDIX

Example 1: Subjective-linear pattern

Dear Professor Augst, . )

I’m againsi homework, Sometimes it takes me all afternoon, and on top of
that I've got to do other jobs in the house. I've got to help my
mother, ‘because my grandma’s in hospital. My mother hag to go and vi-
sit. her every afternoon. So I've got to help her a bit with the house- .
work. Than I've always got to help my little sister with her homework.
She always cries when she doesn’t understand something, and everyday
there’s something she doesn't undersiand. That’s, why I'm againsi home—
work. My suggestion: Once a week may be a small piece of homework
could be given in the main subjects. That wouldn't be to much. But

home work shouldn't be set for the next day. Those were my views on
homework. )

Example 2: cognitive-systematic pattern
Dear Professor Augst, ) ,

I'm against homework. It's only time consuming and a nuisance. I can
see it’s necessary in some subjects (eg.maths,eng!ish,latin,french and
german) in order to g0 over- what has been dealt with in the morning.
But my mother never understands my homework and has to neglect her
housework if she has to spend all afiernoon racking her brains over my
homework. In music, geography, biology, hislory and other subsidiary
subjects I think homework™ is -completely unnecessary and an even
bigger waste of time. While my mother is doing my homework, I've got

‘to do her housework. Then there’s also my baby brother who needs

looking after and feeding. After all T want to have a bil of spare time
too. While my mother was in hospital, it took me from midday right
through till ‘eleven in the evening to get through my homework. the
amouni of homework set should be drastically reduced.” That would take

some of the pressure- of going to school.” That is my opinion about
homework. T

Example 3: formal-systematic pattern

Dear Professor Augst, '
I would like to give you my opinion to the subject of homework. I think
it’s difficult to form ‘a clear opinion on the matter. On one hand home-
work speeds up the teaching process and helps pupils at home to rein-
force what they've learned at_school. Homework indeeed involves either
foolow~up work or preparation. Personally I think follow-up tasks are
better, as a form of repetition, as it were, since this facilitates better
memorizing for tesis and examinations.

One the other hand homework is also a considerable disadvantage, since
no one who gets home at 5 pm feels like doing iwo or more hours of
homework. After all apart from homework there’s also a lot of revising
to do for examinations. In the sixth form there is more than enough to
cope with in the form of afternoon classes, tests and the horror of
‘Aflevels, without having to do home work as well. T take the view, that

the sixth form,particulary when one considers that about half the pupils
never do their homework themselves anyway. Yours sincerely
Example 4: argumentative-linear pattern

Dear Professor Augst, ’ .

My son has informed me, that in class you have declared that you are
against -setting homework. I consider this to be a very progressive ap-
proach and can only express my full support. Personally I think, that
six hours in the classroom are demanding enough for the pupils. I can
observe, how _difficult it is in the afternoon for my son 1o find the
necessary motivation for homework. Moreover I find it unacceptable that
teachers do not coordinate the seiting of home work with each other,
but only consider their own teaching, with the result, that they often
demand more tharn the pupils can cope with. :

Perhaps teachers should try to make their lessons more interesting, so
that pupils on their own frec will feel like spending an hour or going
back over the subject matier. I find this infinitely more reasonable than
forcing pupils to work and than punishing them if they fail to achieve

what " is .expected of them. In conlusion therefore I can only support
your approach. .
Yours sincerely
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