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Annotations by Maryellen Rooney Moreau, M.Ed. CCC-SLP 
Please Note:  I am a speech/language pathologist who created the Story Grammar 
Marker® in 1991, twenty five years ago this year. Now, in a time of changing 
landscapes in social communication and academic arenas, there is a call for 
broadening professional knowledge of oral language development to include explicit 
teaching of higher levels of language:  syntax and discourse.  Most references listed 
contain a selected quote.  Let me know your areas of interest or if you have done your 
own study using SGM® and email me at mrmoreau@mindwingconcepts.com.  
 
Astington, J. W. & Baird, J.A.  (2005). Why language matters for theory of mind.  New 
York: Oxford University Press.  
In this text the oral language roots for the expression of theory of mind (perspective 
taking; point of view) using complex sentences known as sentence complements:  the 
expansion via phrases and clauses, of the verb phrase.  In a chapter by Katherine 
Nelson entitled Language Pathways into the Community of Minds she states: 
“The most important development, the one with maximum impact on all social and 
cognitive functioning, is the acquisition of complex language- including semantics and 
syntax- and its use as a representational system in conveying and reflecting on 
knowledge, imaginative constructions, reminiscence, explanations and other social 
cultural, as well as cognitive functions.”  Please see our treatment of this topic in our 
manuals related to children with autism and social communication problems. 
 
Beers, K. & Probst, R.E. (2013). Notice & note, strategies for close reading.  New 
Hampshire: Heinemann.   
The complex process of annotation and note taking viewed within the concept of 
close reading, multiple readings of complex texts for multiple purposes.  Once 
students are able to navigate the winding roads of complex text, they are more able 
to annotate.  Ideas to encourage academic partnerships in middle school and beyond 
are presented. 
 
Cain, K. & Oakhill, J. (Eds.).  (2007). Children’s comprehension problems in oral and 
written language: A cognitive perspective.  New York: The Guilford Press.   
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This book has been one of my staples for collaboration and partnerships with 
educators within and outside of the profession of speech/language pathology.  Each 
chapter brings a clear, concise understanding of oral language implications from 
vocabulary through syntax, through discourse and cohesion among elements of 
complex text on the literacy success of students who are at risk for language 
disabilities (comprehension development, reading comprehension, LLD, Deaf/hard 
of hearing, social communication and ADHD etc…) 
 
Cain, K. (2016).  Reading comprehension development and difficulties:  An 
overview.  Perspectives on Language and Literacy.  International Dyslexia 
Association. 
The following quote is in essence “why” to use discourse level language 
intervention:  “Most reading material is longer than a single word or sentence.  To 
understand passages, even short ones…, readers and listeners need to integrate the 
meanings of successive clauses and sentences.  Several higher-level language skills 
are related to this process:  integration and inference, knowledge, and use of text 
structure, and evaluation of how well you understand a text (comprehension 
monitoring).”  In this webinar we have shown that vocabulary is a part of discourse, as 
is syntax development.  Discourse is the level where modeling and explicit teaching 
make a difference for comprehension and expression of text itself and the inferencing 
that makes deep comprehension possible. 
 
 
Collins Block, C., et al (Eds.).  (2002).  Improving comprehension instruction, 
rethinking research, theory, and classroom practice.  San Francisco: Jossey-Bass. 
The concluding chapter in this classic text contains a question:  How do we know 
whether a person has comprehended a text?  The answer provided is as follows:  
“Sadly, more often than not, at least in school, the answer is that the person can 
complete short-answer questions about the text that he or she has read.  It was true 
before the last three decades of research, and it remains true today:  comprehension 
gets tested more than students get taught how to comprehend!” In my experience, 
this is a profile of many students who, although they are able to answer questions, they 
cannot express their comprehended ideas to another orally or in writing without 
extensive scaffolding.   
 
 
Fisher, D. et al.  (2016). Visible learning for literacy, implementing the practices that 
work best to accelerate student learning.  California:  Corwin Literacy.  
Fisher, Frey and Hattie combine research efforts in literacy and in evaluative 
outcomes to show effect sizes for everyday literacy practices.  They state that “Visible 
learning for literacy requires that teachers understand which strategies and 
instructional routines are useful in which teaching situations.”  The process of 
defining effect sizes for instructional procedures and interventions utilized in RTI 
efforts are focused upon.  The SGM®Learning Scales with-in each developmental 
stage, discussed in this webinar and are applicable to this process.  Please continue to 



read our blogs concerning current applications of the Hattie formula to outcomes of 
the SGM®.  
 
The first two authors introduce the book by noting a chance encounter with John 
Hattie and although they knew the work of Webb’s Depth of knowledge and Bloom’s 
Taxonomy, that Hattie’s work was different.  Hattie said that “students have to 
develop surface-level learning if they are ever going to go deep.” They noted their 
belief that “deep learning can facilitate transfer, which has been our goal all along.” 
Combining the Developmental Sequence of the SGM® with expository text structures 
as depicted on the Discourse and Thought Development Chart, shown in this webinar, 
and accompanying manual entitled Deepening Discourse and Thought: Using the Story 
Grammar Marker® and MindWIng’s Discourse and Thought Development Chart 
shows the surface to deep language learning journey independent of specific content 
and then with content. 
 
Goncu, A. & Klein, E.  (2001).  Children in play, story and school.  New York:  The 
Guildford Press. 
There were many aspects of this book that are applicable to children in today’s 
schools, especially those who are at risk for school problems.  Often discourse level 
problems are noted within children’s early play.  They do not create the dialogue or 
respond to such dialogue within the play setting (restaurant, store, house, doctor 
etc…).  Also, there is a wonderful section written about Jerome Bruner which noted 
the action and emotionally laden aspects of narrative.  He called them the Landscape 
of Action and Landscape of Consciousness, noted at the bottom of the Developmental 
Sequence of the Story Grammar Marker® since its inception.  The problem being 
that often, there are students in grades five and above who still write a “series of 
actions” in response to any prompt or required analytical task.   
 
Graham, S., et al. (2013). Best practices in writing instruction.  New York: The 
Guilford Press.  
This text contains a chapter by McKeough entitled: A Developmental Approach to 
Teaching Narrative Composition.  In it she discusses the general holistic rubrics and 
those of the Common Core State Standards which serve as “road-maps” and as a 
guide writing instruction.  Noting that these are not sufficiently robust for 
intervention, she cites a more specific rubric drawing from Bruner and his call for 
explicit teaching of “breach”, the “unexpected” (Winner, Michelle) or the kick-off.  
She also notes that plot and characterization, literacy terms, should be focused 
upon.  The Story Grammar Marker® in its Universal Design (C.A.S.T) is a tool to do just 
this!  It serves as a model, provides explicit differentiated instruction/intervention, 
opportunities to provide feedback to students and to assist them in realizing the 
components of planning oral and written discourse, particularly narrative. 
Graham and others continue the text to provide self-regulative strategies for 
argument writing, a deep level construct.  Ferretti and Lewis in Chapter 5 note: 
“Teachers can provide powerful integrated writing instruction by using both 
conversational supports that scaffold students’ representation of alternative 
perspectives (Moreau: “a skill having oral narrative development roots”) and the 



cognitive strategic supports that scaffold the planning, drafting and revising of 
argumentative writing processes.” 
 
 
Hattie, John.  (2012). Visible learning for teachers, maximizing impact on learning. 
New York:  Routledge, Taylor and Francis Group.  
This text conceptualizes the Hattie outcomes process and lesson planning.  “Success 
criteria relate to knowledge of end points…Students can be actively involved in 
devising success criteria with the teacher.”  Our learning scales information using 
SGM® success criteria are useful for this purpose and for assessment of the outcomes!   
 
Hattie, John and Gregory Yates.  (2014). Visible learning and the science of how we 
learn.  New York:  Routledge, Taylor and Francis Group. 
This text is an indepth analysis of how and why we learn and the science behind a body 
of research about effect sizes of commonly utilized interventions in the academic 
world.   
 
Hwa-Froelich, D.A., (Ed.). (2015). Social communication development and disorders.  
New York: Psychology Press. 
I came across this text via an article appearing in Topics in Language Disorders by 
Carol Westby, who recommended it.  It contains much current information on social 
communication related to pragmatic language impairment and an excellent chapter 
by Westby entitled “Social Communication for Children with Disruptive Behavior 
Problems, calling for narrative intervention”.  The chapter discusses social-emotional 
problems and theory of mind as well as the consequences of undetected language 
impairment among this population.  She ties in references to the development of the 
Landscape of Consciousness related to communication of “emotion, intentions and 
mental states.”  She notes that “the landscape of consciousness can be thought of as 
linguistic coding for Theory of Mind.”  (See Astington et al text above).   
 
On a different focus, Hwa-Froelich ties in children learning English within dire 
economic and demographic factors.  She notes:  “When children live in 
environments where they receive less exposure to vocabulary and complex syntax 
at home and have little opportunity to receive this kind of linguistic exposure or 
discourse model in their neighborhoods, they have lower academic achievement 
and are at increased risk of performing similarly as children with disabilities.”  
Again, there is a call for higher level oral language development at the discourse 
level for students living within these constraints. (Hart & Risley, 2005).  
 
Liss-Bronstein, L. (2012).  An oral language success story:  RTI for narrative discourse 
skills.  American Speech/language and Hearing Association Convention Presentation 
This presentation tied together the use of the iconic structure of the SGM® using 
Braidy, the StoryBraid® and inferential skill development within narrative 
intervention in an urban setting.  Highlights included: “Scaffolded practice of literate 
language/microstructure with an emphasis on temporal, causal and adversative 
conjunctions related to story grammar discussions and practice.” 



 
Merritt D. D., Liles B. Z. (1987). Story grammar ability in children with and without 
language disorder: story generation, story retelling, and story comprehension. J. 
Speech Hearing Research. 
This piece of literature is very valuable in applying narrative development to text 
without pictures.  It is an analysis of two stories, focusing on story grammar 
components and literate language features such as conjunctions.  It would be a good 
article for use as part of collaborative interdisciplinary study.  
 
 
Moreau, M. & Zagula, S. (2016).  Deepening discourse and thought: Using the Story 
Grammar Marker® and mindwing’s discourse and thought development chart.  
Massachusetts:  Mindwing Concepts, Inc.   
Using a complex picture book entitled Those Shoes (Boelts), surface to deep level 
language development is illustrated and related to narrative stages and applicable 
expository structures. 
 
Moreau, M. & Zagula, S. (2015).  Oral discourse strategies, increasing academic 
language and student engagement.   Massachusetts:  Mindwing Concepts, Inc. 
This manual focuses on the macro-strategy of Reciprocal Teaching (Palincsar) and 
how to model, provide feedback for and release responsibility (GRR) for such 
strategies to students with oral language impairment. 
 
Moreau, M. & Fidrych, H. (1995; 2008).  The Story  
Grammar Marker®, teacher’s manual.  Springfield, MA:  Mindwing Concepts, Inc.   
This is the original SGM® concept including the original research continually 
expanded upon by researchers in articles listed at the end of this reference list. 
 
Moreau, M. & G. McElhinney (2011). Facilitating relationships. Springfield, MA: 
MindWing Concepts, Inc.  
Gwynne McElhinney’s “Six Second Stories” process is explicit teaching of introductory 
conversational procedures for students who have difficulty formulating language to 
converse by bringing the narrative to conversation through “who, did what, where and 
when”.  Sentence and question forms are practiced through the use of a flip chart of 
scenarios, personalized to the child. 
 
Paul, R. & Norbury, C. (2012).  Language disorders from infancy through adolescence:  
Listening, speaking, reading, writing, and communicating. 
St. Louis: Elsevier 
This text is a “go-to” text for me for well organized presentation of current research.  
Sections relating reading comprehension and language and literacy development are 
excellent from extensive research on narrative development, to Catts’ “Simple View of 
Reading” to Scarborough’s “Reading Rope” and beyond. 
 
Ritchhart, R. et al.  (2011). Making thinking visible, how to promote engagement, 
understanding, and independence for all learners.  San Francisco:  Jossey-Bass.  



A series of “thinking routines”, not “strategies” to use to motivate and engage 
students in middle and high school are presented.  The authors note that a routine 
becomes “our way of doing things”.  The routines are “effective tools for achieving 
specific ends”.  I liked the concept, case studies and the simplicity of these routines for 
motivation and encouraging participation.  
 
Shanahan, T. (Ed). (2016). Thinking with research: Research changes its mind 
(again).  The Reading Teacher, 70(2). 
This article was on my desk on Monday morning when I arrived at work in the current 
issue of The Reading Teacher.  In this journal there were many articles on story telling, 
retelling, conversations and oral language underpinnings to literacy.  Of great interest 
was this editorial piece where Dr. Shanahan discussed his participation on the 
National Early Literacy Panel (2008) which found that looking at vocabulary as a 
measure of language development was not enough.  “More complex measures of 
language” should be used to have a greater impact on the variance of reading.  He 
concluded the editorial with this quote: 
“That doesn’t mean vocabulary teaching should fade away. It only needs to be 
supported with greater instructional attention to listening comprehension, syntax 
and cohesion (how ideas link to each other across a text).”  Indeed, this is what 
the SGM® would help you do!  These ideas have been echoed in Perspectives on 
Language and Literacy, a publication of the International Dyslexia Association 
 
Simon, Charlann S.  (1985). Communication skills and classroom success: Therapy 
methodologies for language-learning disabled students. San Diego:  College-Hill Press.  
This book is a landmark publication for me!  It provided me with the research base of 
the oral/literate continuum and related research to combine with my clinical expertise 
and essential questions related to a missing link in the literacy chain: “literate oral 
language” at the discourse level.   
 
Spear: Swerling, L. (Summer 2016).  Listening comprehension, the Cinderella skill.  
Perspectives on Language and Literacy. International Dyslexia Association. 
The following quote is important:  “Literacy is not just about print.  Effective 
assessment and intervention for literacy problems require an understanding of 
components of oral language, how they support learning in the classroom and how 
they interact with various components of reading and written expression.”  
Components of oral language development at the vocabulary, sentence and discourse 
levels are delineated as they relate to literacy. 
 
Stahl, K. A. D. & Garcia, G.  (2015). Developing reading comprehension, effective 
instruction for all students in PreK-2.  New York:  The Guilford Press.  
In this text on reading comprehension, narrative language development takes a focus 
from interactive read-alouds, to explicit teaching of story grammar elements, aspects 
of listening and reading comprehension, writing and speaking (retelling) of narratives 
are discussed relative to literacy activities within general education.  There is a special 
reach out to speech/language pathologists:  “The speech/language specialist is likely 
to have the most training in assessing and intervening early to address comprehension 



challenges.  Make friends with this jewel!”  This is a call for partnerships!  The authors 
note that “comprehension is never mastered”, a comment with which I thoroughly 
agree!  We spend our lives interacting with others and with texts of all types while 
constantly building knowledge and extending our thinking. 
 
 
Stahl, K. A. (2016).  A new priority:  Comprehension intervention in the primary 
grades.  The Reading Teacher, (69) 6. 
This article contains a call for “interventions to improve narrative comprehension” 
within the general education classroom with help from multiple disciplines.  The 
following quote is essential:  “Explicitly teaching narrative story structure, causal 
connection, inference generation and theme identification is important because 
these elements are the crux of narrative comprehension and they transfer to 
reading.”  Our tools are great for modeling, talking about, providing feedback and 
explicitly teaching the above components essential to the general education teacher 
and to the success of our students. 
 
Winner, M.  (2010). Social Thinking® across the home and school day: The I-Laugh 
Model of social thinking. San Jose: Think Social Publications 
There is great synergy between the SGM® and Social Thinking approaches brought 
forth by Michelle Garcia Winner.  We have presented together nationally and her 
interest in the SGM® centers around the Critical Thinking Triangle® and its 
application to perspective taking within the social thinking framework. 
 
 
Additional Research Articles 
 
National Early Literacy Panel. (2009). Developing Early Literacy: Report of the 
National Early Literacy Panel. Washington, DC: National Institute for Literacy 
 
Peña E. D., Gillam R. B., Malek M., Ruiz-Felter R., Resendiz M., Fiestas C., et al. 
(2006). Dynamic assessment of school-age children's narrative ability: an 
experimental investigation of classification accuracy. J. Speech Lang. Hear. Res. 49. 
 
Petersen D. B., Gillam S. L., Gillam R. B. (2008). Emerging procedures in narrative 
assessment: the index of narrative complexity. Topics in Language Disorders. 28.  
 
Spencer T. D., Slocum T. A. (2010). The effect of a narrative intervention on story 
retelling and personal story generation skills of preschoolers with risk factors and 
narrative language delays. J. Early Intervention. 32.  
 
Swanson L., Fey M., Mills C., Hood L. (2005). Use of narrative based language 
intervention with children who have specific language impairment. Am. J. Speech 
Language Pathology. 14.   


