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ABSTRACT 

Research in the area of computer-mediated communication (CMC) has s^hown 

enonnous potetttial for its use in the foreign language classroom. The observed benefits 

include affective factors as well as linguistic features (Beauvois, 1992, 1995; Kern, 1995; 

Pellettieri, 2000; Sotillo, 2000; Wtu'schauer, 1995/96). However, so far only three studies 

(Abrams, 2003; Beauvois, 1998b; Payne & Whitney, 2002) directly examined the effects 

of CMC on the development of oral language skills in a foreign language. These studies 

reported higher scores for the synchronous CMC groups, thus suggesting that oral 

proficiency can be enhanced by synchronous online discussions. 

Neither ofthe.se studies, however, examined the effects of online discussions on 

the development of learners' overall language skills, based on their practice with CMC. 

Thus, the present study investigated the effects of synchronous CMC on the 

interlanguage development of beginning learners of German over the course of one 

semester, specifically with regards to accuracy, proficiency, and communication 

strategies. Employing a pretest-posttest quasi-e.xperimental design, two sections of 

German 102 participated in oral role plays and two sections engaged in synchronous 

online discussion after comparable preparation. 

Results showed no statistically significant differences in oral and written 

proficiency at the end of the semester due to treatment. However, students engaging in 

online discussions perceived them as beneficial for both their oral and written language 

skills; they also reported that they were able to notice their peers' vocabulary and 

grammar mistakes, which constitutes the first step of turning language input into intaJ<e. 
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Other analyses indicated a general increase in language production and accuracy, 

especially for low- and medium-proficient learners. 

The fact that students perceived the online discussions as beneficial for their oral 

speech, and the fact that there was no significant difference between the post-treatment 

oral and witten proficiency of the groups, corroborates the notion that online discussions 

support the development of the same processes that underlie oral speech. CMC 

discussions are thus shown to be a valuable addition to the foreign lajiguage classroom, in 

temrs of second language acquisition and learners' interlangiiage development. 
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Chapter 1 

ItttrodMction 

General Introduction to the Study 

Research in the area of computer-mediated comraumcation (CM!C) has shown 

great potential for its use in the foreign/second language classroom. In general, CMC 

refers to discussions in which the medium of communication is the computer. There are 

two different types of discussions; Synclu-onous discussions take place in real time (e.g., 

chat), whereas asynchronous discussions such as email or list servs are time-defetred (a 

more detailed definition is provided in a later section of this chapter). 

Studies by Beauvois (1992; 1995), Kelm (1992), Kern (1995), Sotillo (2000), and 

Warschauer (1995/96; 1996), for example, have indicated its positive effect on affective 

features of language learning such as positive attitude, increased motivation, and low 

anxiety. Similarly, a positive effect on lingui.stic features has been reported, such as 

greater amount of language production, higher level of language complexity, and the use 

of a wider range of discourse features as compared to those found in oral classroom 

interaction. Furthermore, a link between oral communication and online discussion has 

been suggested, since writing in a computer-mediated environment resembles spoken 

language in terms of its interactional features (Chun, 1994; Beauvois, 1997). 

However, only three studies to date (Abrams, 2003; Beauvois, 1998b; Payne & 

Whitney, 2002) have examined the possible effect of CMC on the development of oral 

proficiency. Considering the increasing use of technology in today's language 

classrooms, further research is needed to evaluate its effects on language learning. A 

further exploration of the connection between oral and written mode might also be 
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beneficial in tems of restructuring ciass time or making use of other means than oral 

practice to develop oral proficiency. The present study investigates the elfects of 

synchronous CMC on the development of oral and written proficiency of beginning 

IcOTiers of Geman over the course of one semester. Data fkrai various measurements 

£ind assessment instauTients are used to document learners' development in the use of 

specific linguistic features as influenced by the different treatments (oral role plays vs. 

chat). 

Background of the Study 

Since the begimiing of the 1990s, computer-mediated communication has been 

used in the foreign language classroom and, subsequently, has become a new area for 

research. The early studies had a more descriptive design and were impressionistic in 

nature. For example, Kelm (1992) observed that the computer-mediated discussions in a 

Portuguese class may have reduced anxiety and promoted increased and more equal 

participation from all students in the class. They may have also resulted in a substantial 

increase in communication ^imong the L2 learners because participants were not 

interrupted and could express their opinions more openly. 

Similarly, in her case study of a high school student studying French, Beauvois 

(1992) found that the slower pace of the on-line discussion might have led to an increased 

language output and that the student's feelings of accomplishment might have resulted in 

a better attitude towards the subject matter and ultimately in the student's passing of his 

French class. She also found similar results with regard to increased language production. 
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reduced anxiety, almosl exclusive use of the target language, and the co-construction of 

knowledge in her later studies (1997,1998a). 

These early studies all reported the following findings: 

• a positive attitude towards the use of coiBputers for discussions, 

• equalized participation of students in tliat reserved or less skilled students 

participated more and students with better kuiguage skills did not dominate the 

discussion, 

® reduced anxiety, 

• and increased language production and comprehension. 

When writing in an electronic discussion, students did not feel "put on the spot" as they 

often do in the classroom. The effect of slowing down the interactional exchange by the 

process of writing allowed them to think about and edit a message before sending it out, 

and thus encouraged their more extensive use of the target language. CMC seemed to 

change the dynamics of classroom discussions in terms of affective as well as linguistic 

features. 

Later research focused on investigating the quantity and characteristics of online 

discourse compared with oral discussions in the regular classroom. These quasi-

experimental studies once more corroborated the affective benefits of CMC. They also 

found that written online discussions resulted in increased language production, almost 

exclusive use of the target language, more thorough responses, more democratic 

interaction, and a more complex discourse style when compared with oral discussions 

(Beauvois, 1998a; Kern, 1995; Warschauer, 1995/96). 
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More recent studies explored very specific aspects of written online discussions. 

In, 1995, Kern had already addressed the issue of grammatical competence in a study on 

CMC. He stated that the increase in language production in online discussions might 

result in less grammatical accuracy: "Grammatical accuracy suffers and consequently 

learners read 'defective' French" (p. 470). He indicated that formal accuracy was not a 

goal well served by CMC. Pellettieri (2000) considered this claim premature. In her 

study, she investigated whether network-based discussions would foster negotiation of 

meaning and thus lead to the development of grammatical competence. Results showed 

that her learners negotiated both form, and meaning in their interactions and that they 

provided and received coiTective feedback. Transcripts displayed the incoiporation of 

target-language forms which led Pellettieri to suggest that -contrary to earlier beliefs-

online discussions might be beneficial to the development of learners' grammatical 

competence. 

Based on research in interactionist theory, Blake (2000) also investigated task-

based negotiation of meaning in online communication. As Long's (1981, 1983) 

Interaction Hypothesis states, second language acquisition might be facilitated by 

comprehensible input. When negotiadng meaning, learners modify their language 

interactions and tlius increase input comprehensibility. Blake examined which type of 

tasks (jigsaw, information-gap, or decision-making) elicited more language modifications 

because so far negotiation of meaning resulting from jigsaw and intbrmation-gap tasks 

had only been examined in oral discussions and not in CMC. He concluded that jigsaw-

tasks produced the greatest amount of negotiations via a CMC n.iode. He there,fore sees a 

great potential in online discussions: 
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[A] CMC learning environment could provide many of the alleged benefits 
ascribed to the Interaction Hypothesis, but with greatly increased possibilities for 
access outside of the classroom. If negotiations are important for the SLA process 
(i.e., the Interaction Hy pothesis), then networked negotiations provide a medium 
for this Iruitful activity to occur not only more frequently but also at any time of 
the day or night, (p. 132) 

Similarly, Smith (2003b) explored negotiated interactions in a task-based, 

synchronous C'MC environment with intermediate ESL learners. His study revealed that 

learners spent about one-third of their time in negotiated interactions which means that 

they work collaboratively towards task completion during two-thirds of their time. 

Results also indicated that task type influenced the amount of negotiations that the 

learners engaged in, with a significantly higher number of negotiated turns in the 

decision-making tasks than, in the jigsaw tasks. 

Another line of research is investigated by Sotillo (2000) who compared discourse 

functions and syntactic complexity in synchronous vs. asynchronous CMC, Results 

indicated that synchronous online discussions resemble face-to-face conversations in the 

use of discourse functions and in the use of interactional modifications. Asynchronous 

discussions, on the other hand, followed a more traditional pattern of classroom discourse 

in that teacher-initiated questions led to learners' responses which subsequently led to 

teacher's evaluation of the responses. Having more time at their disposal allowed learners 

in asynchronous discussions to write in a syntactically more complex style, according to 

Sotillo. 

Despite the suggested similarities in discourse .styles, only a t«w studies have 

further e.xpiored the relationship between oral communication and written online 

discussions. Chun (1994), for example, investigated the development of interactive 
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competence in online discussions and found that her students displayed a wide range of 

communicative and discourse functions. She suggested a link between oral 

communication and online discussion, since writing in a computer-mediated environment 

resembles spoken language in its interactional features. 

A similar claim was made by Beauvois (1997) who, in a review article, presented 

several indications that CMC might lead to better overall learner acquisition of a foreign 

language due to factors such as lowering the affective filter, greater willingness to 

participate, collaborative constmction of knowledge, community building among students 

and instructor, and more candidness in comments in online discussions. She hypothesized 

that networked discussions might be able to "effectively bridg[e] the gap between written 

and oral expression for the linguistically limited student whose oral skills are not 

adequate to allow for full expression of ideas in the target language" (p. 167). 

In a later study (1998b), Beauvois investigated the effects of CMC on oral 

achievement. However, since she only conducted a pilot study with a restricted number 

of participants based on the lab capacity, and due to tlie limited reliability of the oral 

proficiency testing instrument she used, her study does not offer conclusive results. 

Nonetheless, she suggests a link between practice with written electronic communication 

and the enhancement of oral skills. 

Two other studies which directly examined the effect of CMC on the development 

of oral language skills partially coiToborate Beauvois' findings. Payne and Whitney 

(2002) report that synchronous CMC can indirectly improve oral proficiency. They found 

that the experi mental group using chat outscored the control group in oral proficiency 

after one semester. Based on research in Working Memory Theory, they suggest that 
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synchronous CMC develops the same cognitive mechanisms which underlie spontaneous 

oral communication. Abrams' (2003) study revealed that, in oral discussions, learners 

who had used a synchronous CMC environment as preparation outperformed their peers 

who had engaged in either asynchronous CMC or no CMC at all in terms of the quantity 

of language produced. However, no significant difference was detected with regard to 

lexical or syntactic complexity based on the treatment. 

Theoretical Background of the Study 

In order to understand the processes that are involved in language acquisition in 

online discussions and to ascertain their potential benefits, research must be grounded on 

SLA theory. Several second language acquisition theories seem to be applicable ibr the 

CMC environment, which can be characterized as a context that creates a collaborative 

and student-centered atmosphere. It has been argued repeatedly that input plays the most 

prominent and crucial role in second language acquisition (Krashen, 1985). However, as 

studies in immersion programs in Canada have shown (Swain, 1985), language input 

alone does not suffice for learners to obtain a high level of L2 proficiency. 

Long's (1981) Interaction Hypothesis talces both comprehensible input and 

language production into account in promoting acquisition. He indicates three ways to 

make input comprehensible: The input can be simplified, linguistic and extralinguistic 

features can be used, or the interactional structure of the conversation can be modified 

(Long, 1983). Modified interactions refer to the process which conversation partners 

engage in when they encounter a communication breakdown. They make changes in their 

language by asking questions, clarifying meaning, and requesting confirmation: they 



negotiate meaning. Or, as Hughes-Caplow and Kardash (1995) express in a similar 

manner, advancing a social constructivist view: "[T]he acquisition of new knowledge and 

restructuring of existing knowledge come about as individuals with differing viewpoints 

and levels of knowledge about a particular topic ... ultimately forge a new shared 

understanding of that topic through interaction with one anotlier" (p. 208). 

Going back to Long's initial thesis tlmt language production is also necessary to 

facilitate acquisition. Swain (1985) claims in her Output Hypothesis that letiniers also 

need opportunities for "pushed output." By this she means that "negotiating meaning 

needs to incorporate the notion of being pushed toward the delivery of a message that is 

not only conveyed, but that is conveyed precisely, coherently, and appropriately" (p. 

249). Despite the fact that learners in immersion programs receive massive iunounts of 

comprehensible input, Swain obsen,'ed tliat they do not demonstrate native-like 

productive competence even tliough they have native-like comprehensive competence. 

She assumes that the reason for this discrepancy in the learners' language competencies 

is because their comprehensible ovitput is limited. Once a message is understood, the 

learners are not pushed to produce language that reflects their intended meaning in a 

more accurate or sociolinguistically appropriate manner; they do no longer receive 

negative input. "Pushed outpuf might force learners to move from semantic processing 

to syntactic processing and to further analyze the grammar of the target language. It 

would also provide opportunities to test out hypotheses about means of expression, and 

thereby contribute to language acquisition. 

As Warschauer (1997) puts it, a socioculturai perspective -based on the work of 

Vygotsky- is also a very viable means to analyze network-based communication: 
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[CJollaborative leai'ning, either among students or between students and a teacher, 
is essential for assisting each student in advancing through his or her own z,one of 
proximal development, that is, the gap between what the learner could accomplish 
alone and what he or she could accomplish in cooperation with others who are 
more skilled or experienced (p. 471). 

Beauvois (1997) also mentions the "Zone of Proximal Development" in order to 

explain that CMC writing builds a different type of linguistic coomiunity than a 

traditional classroom: "In this networked computer environment, the scaffolding is the 

interaction on the LAN that forms the basis for real-time commiuiication -electronic 

discussion— that supports the learners as they collaboratively construct knowledge" (p. 

166). Students can lemi from each other and become guides for one another in their 

language learning process. Online discussions seem to support the premises set forth in 

various second language acquisition theories and learning theories. Not only has CMC 

shown potential for changing classroom dynamics and tor restructuring the process of 

language acquisition; it might even impact learners' language development across 

different modalities (i.e., speaking or writing). 

Rationale for this Study 

Communication is a means by which we not only express our thoughts and 

wishes, but by which we also articulate and shape ow relationships to others and our own 

identities. Most communicative acts are conventionalized and are developed based on the 

shared sociocultural knowledge of a certain group of speakers, i.e., they are co-

constructed and might differ depending on the social group or community that uses them. 

Hymes (1972) takes these considerations into account when he argues that 

cotnmunicative competence includes the knowledge of social conditions (such as 
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participants or setting) and of the purpose for which language is used, and can therefore 

only be explained in relationship to this social knowledge shared by a speech community. 

Ca!iale and Swain (1980; Canale, 1983) were among the first to develop a 

theoretical framework of communicative competence for cuniculum design, Drawing on 

various perspectives, they proposed a model of communicative competence which 

consists of four components: grammatical, sociolinguistic, discourse and strategic 

competence (a more detailed definition can be found at the end of this chapter). 

Subsequent theories of commimicative competence (Bachman & Palmer, 1996; Celce-

Murcia, Dornyei & Thurrell, 1995) built on and expanded the earlier model with ftirther 

components and areas of knowledge. What becomes obvious is that the development of 

communicative competence is necessary in order to be able to communicate successfully. 

Communicative competence thus consists of a variety of skills and knowledge that far 

exceed the area of linguistic knowledge. 

Research in LI acquisition has established that children's communicative 

development depends on their engagement in meaningful communicative activities with 

more Imowledgeable peers or caregivers. Hall (1999) reviews several studies that 

suggest that "the communicative skills and knowledge that children leam are dependent 

on their experiences in regularly occuning, goal-directed activities, with assisted 

guidance from more-competent participants" (p. 21). These resuUs are consonant with 

Vygotsky's sociocultural theory of learning (1978), in which he highlights the role of 

social interaction for learning and development. He posits that the learner brings two 

levels of development to the task: the actual developme:nlal level, representing what the 

learner is able to do by h,im- or herself, and the potential developmental level, 



representing what the learner will be able to do in the future. The distance between these 

two levels constitutes the Zone of Proximal Development (ZPD) and represents what the 

learner can do with assistance from more knowledgeable peers. The potential 

developmental level becomes the next actual developmental level as the learner expands 

his/her cognitive abilities as a resuh of the interaction (called scaffolding) with others. 

Following from these considerations it could be stated that developing communicative 

language skills is similar to learning in general. 

In the foreign language classroom, the same principles apply. The importance of 

interaction is emphasized by Wagner-CJough and Hatch (1975), who argue that 

conversational interaction forms the basis for the development of sy ntax rather than 

providing a practice space for grammatical structures. They claim that syntax develops 

out of conversation rather than the reverse. Ellis (1984) adds that 

.. - interaction contributes to development because it is the means by which the 
learner is able to crack the code. This takes place when the learner can infer what 
is said even though the message contains linguistics items that are not yet part of 
his competence and when the learner can use tlie discourse to help him/her 
modify or supplement the linguistic knowledge already used in production (p. 95). 

With regards to the meaningfulness of discourse in tlie foreign language classroom, Hall 

(1999) points out that traditional patterns of classroom discourse (e.g., teacher initiation -

student response - teacher evaluation) are not as successful as meaningful activities to 

promote kmguage learning: 

hi cases where teacher-produced questions and comments are limited to 
evaluating student displays of knowledge, and student contributions are limited to 
short responses to teacher queries, the classroom discourse is not likely to lead to 
active student involvement and complex communicative development. However, 
in cases in which teacher questions and comments are probing and open-ended, 
and in which students are allowed to ask questions and expand on the talk in 
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addition to responding to the teacher, the classroom discourse facilitates learning 
(p. 28). 

The activities used as treatment in this study pertain to the same principles. The 

web'based tasks followed by role plays are meaningful activities that promote open-

ended exchange of information. Students read through material on German webpages 

searching for information that they will then use in a role play. They have the chance to 

expand on the topic, ask questions, and elaborate as they see fit. The information seiu-ch, 

as well as the subsequent role play, are done in pair- or group-work which encourages 

scaffolding and advancing of the ZPD, and both offer opport unities for negotiated 

interactions, i.e., negotiation of form and meaning. Moreover, since interaction between 

non-native speakers to develop commimication skills has been valued in other research 

studies (Gass & Varonis, 1985; Kramsch, 1985), the use of pair- and group work (in oral 

role plays and in written online discussions) offers a good opportunity to increase 

students' practice time. 

In general, it can be stated that the goal of today's foreign language instruction is 

communicative competence. In contrast to earlier approaches like the grammar-

translation method with its focus on grammar and the reading and translating of texts, or 

the audio-lingual method with its focus on oral communication, today's language 

instmcti on was developed out of the proficiency movement of the 1980s which 

emphasized meaningful communication in the target language. Oraaggio Hadley (2001) 

outlined characteristics of a classroom that she considered conducive to achieving both 

oral and written proficiency, for example providing opportunities for students' creative 

use of the target language in a range of contexts and a variety of functions, providing 
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authentic texts and target language use in the classroom, and providing opport unities for 

communicative interaction, among students. In theory, all language skills are supposed to 

be practiced equally; in practice, however, it seems tliat -at least at the beginning level of 

language instruction— oral communication receives a stronger emphasis. Therefore, the 

design of this study addresses several of these issues. On the one hand, the tasks using 

CMC and the internet provide authentic texts, promote the use of hmguage in a range of 

contexts and a variety of functions, and encourage communicative interaction among the 

students. On the other hand, by transposing the role plays to a written mode (via online 

discussions), written communication receives more atteirtion and opportunity for practice. 

The lab setting also takes into account the increasing use and importance of teclmology in 

FL leaming, and it addresses different learning styles than could be addressed in the 

regular classroom. 

The reason for using computer-mediated communication in this study is that 

online discussions, both .synchronous and asynchronous, have been called a "hybrid" 

between oral and written language: the spontaneity and informal style of the writing is 

comparable to oral speech, yet the modus is written language. The two obvious 

differences are the speed and the permanence of the exchange. Computer-mediated 

communication has been described as '''conversation in slow motion that allows students 

time to reflect and compose before communicating - something that is not possible in 

oral exchanges of information" (Beauvois, 1998b, p. 93). The more permanent nature of 

written language might have an effect on learners' awareness of language features, which 

subsequently might lead to different ways of processing in tlie interlanguage system, i.e., 

the learner's internal and constantly developing system of the target language. 
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Another reason Ibr using more writing activities in the foreign language 

classroom is the paradigtn shift that has occurred in recent research. The shift from 

product-oriented to process-oriented writing and the general tendency not to postpone 

wilting until students take advanced conversation and composition courses is reflected in 

Scott's (1992) statement that "students should write from the stait"; "learning to write" 

and "writing to learn" have become equally important in the classroom. Moreover, the 

new perspective toward writing becomes also clear in the fact that the purpose of writing 

is now considered more than just a division in "support skill" and "communicative skill" 

(Magnan, 1985). It can be a powerful tool which allows learners to find their own voice, 

to construct their identity, and to practice their higher thinking skills (Homstad & 

Thorson, 2000; Selfe & Hilligoss, 1994), in addition to advancing their communicative 

language development. 

Blatt (2000) considers writing a unique mode of learning, hi contrast to oral 

communication, the writing process involves hand, eye, and brain. She refers to a theory 

of learning by J. Bruner which defines three major ways of learning: "the enactive way-

learning by doing; the iconic way- learning by depiction in an image; the representational 

or symbolic way- learning by restatement in words" (p. 90). Blatt characterizes the 

writing process as follows: "Writers transform experience through the symbol system of 

verbal language and shape it into a graphic product by the enactive hand" (p. 90). 

Based on these considerations, there seem to be several differences between oral 

and written language which would be interesting to explore. In the context of this 

dissertation, the question arises what the connection between oral and written mode is (if 

there is one), whether new material is integrated in the interlanguage system in a different 
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manner depending on the mode in which it was encountered and how it can be retrieved, 

and whether CMC can have an effect on either one of them. The following hypotheses 

guide this research: 

• Meaningful activities (in the lab tasks) will result in language learning (as 

measured by a higher proficiency level at the end of the semester). 

• The CMC treatment group will write at a higher pro ficiency level at the end of the 

semester because they had more opportunity to write. 

• The oral role play group will demonstrate higher oral proficiency at the end of the 

semester because they had more opportunity to speak. 

• The CMC group will demonstrate more proficient overall vwiting skills in the 

writing tasks in the course of the semester (as shown in the writing parts of the 

chapter exams). 

These hypotheses are only of a preliminary nature and will be revisited and more clearly 

defined in the methods section of this study (chapter 3). 

Attempting to capture, describe and measure such a vague and encompassing 

phenomenon as "the development of oral and written proficiency" as stated in the 

introduction to this dissertation might seem like an ovewhelming endeavor, and -at 

times— it certainly is. However, the strong need for more research in this area is obvious 

for various reasons: with communicative language proficiency being the goal of foreign 

language instruction and the ubiquity of technology in all kinds of learning environments, 

it is necessary to conduct studies that combine these issues to better be able to evaluate 

advantages and disadvantages of the use of technology. Although there is a plethora of 

research studies investigating all kinds of specific aspects of second kinguage acquisition, 
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the highly experimental condhions in many of these studies result in the lack of 

applicability of their findings to common second language instructional settings. Since 

the vast majority of foreign language instruction takes place in regular classrooms, it is 

essential to use intact classrooms for research purposes, preferable for a semester-long 

study, and not a few selected subjects for a one-time experiment Such a research design 

also increases the present study's ecological validity. However, it should also be noted 

that this kind of research has positive as well as problematic sides: it will reveal an 

abundance of data on social, cultural, and cognitive factors which might effect the 

learners' development of proficiency, but it is also exactly this abundance of 

(uncontrollable) variables which might make the findings less transferable. 

Results of this study will contribute information for possible restructuring of class 

time, for example using CMC as a time- and location-independent opportunity to ixirther 

practice language skills, thus freeing up class time for other activities, or as an 

opportunity to provide learners with a medium that addresses different learning styles 

than might be addressed in a traditional classroom setting. Findings might also further 

elucidate the relationship between oral communication and written online discussions, 

possibly suggesting the inclusion of other means than oral practice to develop oral 

proficiency. 

Definitions of Important Terms 

Many concepts and issues that are discussed in second language acquisition and 

learning processes are interpreted and defined in a variety of ways, depending on the area 

or subfield in which they are used. Hence, it was considered necessary to define a few 



important terras in the following section as they will be used throughout this dissertation. 

The concept oi communicative competence is mainly based on the work of Hymes (1972) 

who re-interpreted and expanded Chomsky's competence/ performance dichotomy and 

proposed a broader notion of communicative competence. In their seminal paper, Canale 

and Swain (1980) reviewed various theoretical perspectives on competence and 

performance and formulated their own frfmiework of communicative competence which -

in Canale's (1983) modified version— consists of four major components: grammatical 

competence (knowledge of lexical items; rules of morphology, syntax and phonology; 

pronunciation and spelling), sociolinguistic competence (rules of appropriateness of both 

meaning and form in different sociocultural contexts; register and style), discourse 

competence (knowledge of how to combine grammatical fomis and meanings to achieve 

a tmified spoken or written text), and strategic competence (use of verbal £ind non-verbal 

communication strategies to compensate for commimication breakdown). 

The discussion about the definition of commimicative competence naturally leads 

to the question of what it means to be proficient in a language. Proficiency can be defined 

as the ability to use kno wledge of a language in a variety of tasks. More precisely, 

proficiency refers to a whole range of abilities which are more or less encompassing 

depending on the level of proficiency. This includes language functions and 

communicative tasks, as well as the ability to deal with a variety of topics in both formal 

and informal settings with a certain degree of accuracy. This concept of proficiency is 

reflected in the functional trisection (functions/tasks, content/contexts, accuracy) of the 

ACTFL Proficiency Guidelines (1986,1999). 
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However, it should be noted that for the pmpose of the present study, the concept 

of proficiency is used in a narrower sense since the focus is on second semester learners 

who have limited language skills. Here, proficiency refers to the learner's ability to 

express meaning in a comprehensible manner with regards to a variety of topics related to 

daily life and activities, to use appropriate syntax and vocabulary, and to be othei-wise 

grammatically accurate. Oral proficiency includes, in addition to the just mentioned 

points, the use of communication strategies to sustain a conversation or repair 

communication break-down, as well as appropriate pronunciation. Due to the nari'ower 

construct of proficiency, it is obvious that the most widely used instrument to measure 

oral proficiency, the ACTFL oral proficiency interview (OPI), cannot be applied here. 

Hence, two assessment scales (adapted from the ACTFL Proficiency Guidelines, the 

ACTFI. Performance Guidelines for K-12 I.eamers, and various other sources) tbr oral 

and written proficiency have been developed for the present study (see Appendix D and 

E). 

Computer-mediated communication (CMC) describes conversations in which the 

medium of communication is the computer. CMC can refer both to synchronous as well 

as asynchronous interactions (Beauvois, 1998b; Kern, 1995). In synchronous interactions, 

students are all logged on to the same network at the same time -though not necessarily in 

the same physical location. Students type their comments, click to send them, and their 

messages appear immediately on the screens of all those who are in the same chat room 

or channel. They can read and respond to each other's postings immediately, i.e., they are 

engaged in real-time conversations. In asynchronous CMC, there is a time lapse between 

the posting of students' messages, i,.e., one student can write a message and another 
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servs). In this study, CMC was used in a synchronous mmmer, using an Internet relay 

chat as software, providing nonnative speakers of German with the opportunity to 

practice their language skills with other learners of German. Data was collected from 

second semester German classes who engaged in role play activities via computer-

mediated discussions. 

The terms second md foreign language learning will be used interchangeably in 

this dissertation. C'ommonly, the term second language learning refers to learning a 

language in a country where this language is spoken predominantly as the official or 

unoftlcial language, e.g., letu'ning English in the United States or French in France. The 

term foreign language learning describes a situation in which the language is learned in 

an instructional setting and is usually not used outside the classroom, e.g., letuning 

Genuan in the United States. However, since many students already know languages 

other than their first (native) language, the term second language for any language 

learned after the first language is quite misleading. 

The terms acqidsidon and learning will also be used interchangeably. Krashen's 

(1982) distinction between "acquisition" (the unconscious picking-up of language) and 

"learning" (the conscious focusing on knowledge and applying of rules) has been widely 

criticized as not being clearly defined or testable. Following the cognitive theory of 

second language acquisition (McLaughlin, 1987) which portrays language learning as a 

continuum in which language features are first accessible only with considerable 

cognitive effort and later are automatized, a distinction between learning and acquisition 

will not be made in this dissertation. 
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The term interlanguage was coined by Selinker (1972) to describe "the existence 

of a separate linguistic system based on the observable output which results from a 

learner's attempted production of a TL nomi" (p. 214.). He refers to a language system in 

development which creates utterances that are not yet completely identical to the 

utterances a native speaker of the target language would make, hiterlanguage tends to 

move along a continuum that gradually approximates native language use more closely, 

but it is highly vjtiiable depending on the learner and the context in which it is being 

used. Ellis (1994) explains the concept of interlanguage further: "It is used to refer to 

both the internal system that the learner has constructed at a single point in time ('an 

interlanguage') and to the series of interconnected systems that characterize the learner's 

progress over time ('interlanguage' or 'the interlanguage continuum')" (p. 350). 

hi the context of this study, the term will be used to describe a system of linguistic 

abilities and knowledge about the target language that learners possess at a specific stage 

in their language learning process. This system can be modified when input is noticed 

and attended to in some way. This data is being processed and becomes the learner's 

intake, which might only be a partial representation of the input's language structure and 

form. The intake will then be integrated into the developing system. This can only happen 

if the new data somehow "fit in". If the data do not fit in, they might not be 

accommodated at all. New hypotheses on the tffl-get language are then constructed and 

result in a restructuring of the system. 



Outline of the Dissertation 

Having presented the background of and rationale for the study, it is now 

appropriate to outline the remaining chapters of the dissertation- In order to provide a 

solid theoretical foundation for the investigation of the research questions, relevant 

research studies on computer-mediated communication are reviewed and critiqued in 

chapter 2, followed by an exploration of second language acquisition theories that fit into 

the framework of this investigation. Next, the concepts of communicative competence 

and proficiency, as they relate to second language classroom learning, are examined. The 

chapter closes with a look at research concerning communication strategies. 

In chapter 3 the research design of this study is presented. First, the research 

questions that are examined in this investigation are stated. The chapter provides 

information on the subjects, including participants' language background and 

demographics which were elicited through a questionnaire at the beginning of the 

semester. Data collection procedures, coding, and methods of data analysis are described 

in detail. The scoring rubrics for the measurements of oral and written proficiency as well 

as the scoring procedures for the observed linguistic features are explained. 

Chapter 4 presents the results obtained for each research question. Quantitative as 

well as qualitative ajialyses of the collected data provide the basis for a detailed 

discussion and interpretation of the results. Students' perceptions of the treatment are 

discussed as well. 

In chapter 5 the results of this study as reported in chapter 4 are interpreted with 

regards to the pedagogical implications that arise from these findings. Limi tations of this 

study are discussed and opportunities for future research into the potential 



ioterconnectedness between computer-raediated communication and the development of 

oral and written proficiency are explored. 
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Chapter 2 

Review of Literature 

iHlroductiori 

The purpose of this chapter is to review the most pertinent research studies and 

theoretical frameworks that informed the design of the present study. There are numerous 

factors that play a role when it comes to the description and discussion of concepts such 

as proficiency, interlanguage development, or the impact of technology on language 

learning, which lie at the heart of this investigation. Hence, this chapter tries to facilitate 

an understanding of the complexity of these issues by exploring them as somewhat 

distinct issues. Research on computer-mediated communication, second language 

acquisition theories, concepts of communicative competence and proficiency, and 

communication strategies serve as sub-topics which stracture this chapter. These issues 

will each be examined in detail, especially as they relate to the research questions which 

guide this investigation. 

Research on Computer-Mediated Conimunication 

Computers have played a role in foreign and second language instruction since the 

1960s. Restricted to drill-and-practice and tutorials for many years, computers today are 

more often used to facilitate communicative interaction among several language learners 

via email or computer-mediated discussions, First attempts in this direction were made in 

the mid-1980s in order to provide non-hearing students with means to communicate other 

than in American Sign Language and to improve their English composition skills 
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(Batson, 1988). The prospect of learning more about students' writing processes led to 

the use of computers in other English composition programs, The past decade has also 

witnessed the use of computers in foreign language writing, though research in this area 

is only in its infancy. The implementiition of computer-mediated communication (CMC) 

took shape in tw?o different forms; synchronous and asynchronous electronic discussion. 

In synclu'onous real-time communication, students interact with each other and with the 

teacher, often connected by a local area network (LAN). In this networked environment, 

class members write messages to one another, ask and answer questions, and discuss a 

text at the same moment in time. This can happen while they are sitting in a computer lab 

togetlier or while they Jire at different locations (connected via the WWW). In 

asynchronous communication, e.g., e-mail, Ustservs, or newsgroups, there is a time lapse 

between the writing of a message and the reading of it. 

As briefly discussed in chapter 1, the most common benefits that were found in 

research studies investigating the effects of CMC are: reduced anxiety, increased and 

equalized participation among language learners, and increased lajiguage output. Often, 

research studies report that these factors have an impact on one another, i.e., the reduced 

anxiety level that is prevalent in a CMC environment leads to increased and equalized 

participation among learners, which in turn leads to more language production. The 

question that arises is why leai'ners experience a discussion in a computer lab so 

differently from an oral discussion in the classroom. 
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Participation patterns and teacher roles 

The structure of interaction in traditional classrooms is iisudly as follows: The 

teacher asks a question, a student (voluntarily or called upon) gives an answer, and the 

teacher confirais, clarifies, or corrects that answer. The patterns of this interaction are 

pre-set and quite restricted. Students often teel "put on the spot" when asked to answer. 

Instantaneously, they have to come up with something that fits context-wise, express it 

then with the appropriate lexical items of the foreign language, watch out for ditferences 

in syntax and pragmatics, and -last but not least- use the correct pronunciation and 

intonation (and all of that while their peers are watching!). Clearly, this demands a lot of 

cognitive energy. 

In a networked discussion, several of the above mentioned factors do not apply. 

Students reply at their own pace: the slowing down of language production due to the 

process of writing allows them to think about and edit a message before sending it out. 

They do not have to attend to the oral aspect of the language, and nobody is watching 

them, because they are all busy at the same time composing messages. It is no wonder 

that they feel less pressured in this environment and more willing and able to participate 

in a discussion. 

The earliest studies of CMC use in foreign language classes reported that these 

online discussions had a leveling effect on their students. Due to the fact that students 

could read, respond, and edit their responses at their own pace, shyer or less skilled 

learners participated to a much larger degree (Beauvois, 1992; Kelm, 1992). Kelm 

mentioned one exchange between two students who never talked to each other in the 
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regular classroom, largely because of their different language abilities. In tlie online 

discussion, however, the less skilled student actually explained something to the more 

proficient student. This reversal of roles is often found in CMC activities. Kelm found 

that the reason for the increased pajlicipation of all students is not only the individualized 

pace at which they can work, but also the fact that CMC discussions give learners greater 

flexibility and freedom to express themselves, and that participmits are never interrupted 

or have to fight Ibr the floor. In terras of quantity of language, he states that during a 

regular 50-mimite session, students produced between 100 and 130 written messages, 

many more messages than were observed during a regular oral classroom discussion. 

Other CMC studies (Kern, 1995; Sullivan & Pratt, 1996; Warschauer, 1995/96) 

corroborated these findings of increased participation and attempted to quantify them, hi 

comparisons between oral classroom discussions and electronic discussions, the amount 

of language generated via CMC was far greater than the language output in oral 

discussions, hi a comparative study of two ESL writing environments, Sullivan and Pratt 

(1996) found that 65% of the turn-taking in the oral class could be attributed to the 

teacher (35% to the students), whereas in the computer-assisted class, the teacher 

controlled only 15% of the turn-taking and the students controlled 85% of all turns. In 

terms of participation, they tbund that their students participated 100% in the computer-

assisted class compared to only 50% in the oral class. The teacher seemed to dominate 

the oral classroom discussion to a large extent, rephrasing questions immediately when 

students did not offer answers, and subsequently often answering her own, questions. 

While this may indicate a lack of ability to successfiilly and effectively lead a classroom 
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discussion on the side of the teacher, it also adds a controlling touch to the oral classroom 

which might have reinforced already existing power relations. By not giving students 

enough wait time, only learners with higher language abilities were able to contribute to 

the discussion, thus resulting in participation by only half the students of the class. In 

contrast, the computer-assisted discussion elicited responses from all students; the 

teacher's role was minimized and she became just another voice in the discussion. 

While the teacher in Sullivan iind Pratt's study might have been an extreme 

example of dominating the classroom discussion, in general, much interaction in regular 

oral classrooms is done in dyads; the teacher interacts with one student while the rest of 

the class is waiting for their turn. A student-centered and small-group approach certainly 

helps in bretdiing up these structures, but the use of synchronous networked discussions 

facilitates communication and interaction Ibr the learners even more: it involves all 

students in the language learning process at the same time, exposing them to more input 

and giving them the opportunity to produce more output than in a regular classroom. 

Using CMC discussions to enhance language learners' communicative skills is a 

logical consequence of research that suggests the positive effects of interaction between 

non-native speakers of a language (Gass & Varonis, 1985; Kramsch, 1985). Student-to-

student interaction can increase practice time enormously when compared to traditional, 

teacher-centered classroom patterns. It also fosters negotiation of meaning, which 

contribu tes to learners' acquisition, of vocabulary and discourse patterns. The use of 

online discussions might have an advantage over the use of oral pair work in the 

classroom, since learners with a less outgoing personality might not feel comfortable with 
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oral negotiations. In a CM!C environment, as has been shown by the discussed reseaj-ch, 

inhibitions that are common in a regukv classroom are less evident, and usually all 

students engage in the discussion. 

In a comparison between oral class discussion and written online discussion, Kem 

(1995) found similar results as Sullivan and Pratt. He observed striking differences in 

participation between instructors and students in both environments. While both 

instructors took, a central role in the oral class discussions, taking about 45% of all turns, 

one of them had only about 4% of all turns in the electronic discussion and the other one 

did not even participate actively at all online. Through their reserved behavior in the 

online discussions, both instructors abandoned their role as evaluators of students' 

contributions and as assignors of speech time. Their discourse became less dominant and 

authoritative, because they used their utterances in the online discussions to respond to 

single students instead of trying to structure the conversation. This promoted more 

equalized and open exchange among the students, which they evaluated as a positive and 

motivating experience. For the students, the participation patterns were also different 

between the oral and the written online discussion. While all students participated in the 

online discussion, a few students tended to dominate the oral discussion and others did 

not participate at all or only once. 

Warschauer (1995/96) reports similar resuhs in terms of increased participation 

and language complexity, but he paints a different picture with regard to interactional 

features. In Ms study of an advanced ESL composition class, four groups of four students 

discussed two counterbalanced topics, one orally and one face-to-face, and later changed 
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the mode of discussion. He found that three of the four groups displayed greater equality 

in the electronic discussion. The one group which had a higher participation in the oral 

discussion was comprised of Filipino students. Warschauer speculates that a possible 

reason ibr their dominance in the oral discussion might be that English is one of their 

national languages and that therefore, they had more oral practice than the other ESL 

learners in that class. The other ESL learners were Japanese, Chinese, and Vietnamese, 

and their cultural upbringing might be responsible for their shyer and less vocal behavior 

in an oral discussion. Overall the participation rate in the electronic discussions was 

twice that in the oral discussions. 

Quantity and complexity of language 

In terms of quantity of language that was produced in the two environments, Kern 

(1995) found that students produced two to four times more sentences in the online 

discussion than in the oral discussion. They also used a greater variety of discourse 

functions, such as asking questions, establishing contact, asking for personal opinions, or 

making assertions. The oral classroom discussion, on the other hand, mostly followed the 

traditional pattern of teacher question, student reply, and teacher evaluation of the reply. 

Students also used more morphosyntactic features, such as a viiriety of tenses and moods, 

or subordinating conjunctions, in the CMC discussions. 

Warschauer (1995/96) also found that the electronic discussions involved 

significantly more complex language than the oral discussions on measures of lexical 

(type-token ratio) and syntactic (coordination index) complexity. He slates that in the 
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face-to-fece discussion almost half of the combined sentences were based on 

coordination, compared to only 18.5% of the combined sentences in the electronic mode. 

Unfortunately, other results cannot be discussed because a table detailing the findings is 

not available in die article. When asked about their attitudes toward the different modes 

of discussion, tlie ESI. learners stated that they could express themselves more freely in 

the electronic discussions and that participating in those discussions assisted tlieir 

thinking ability. Warschauer also obsei-ved that the electronic discussions had fewer 

interactional features such as questioning, confirmation checks, or paraphrasing, which is 

in sharp contrast to studies by Chun (1994) and Kern (1995). 

Limitat iom of these studies 

As informative and innovative as Kern's (1995) study is, it also exhibits several 

weaknesses which need to be taken into consideration when trying to generalize his 

results or when designing another study. First, the use of the same topics for both online 

and oral discussion presents a problem: since the computer discussions always preceded 

the face-to-face discussions, the oral discussions might either have been at an advantage 

because certain vocabulary items or stmctures had already been practiced in the written 

discussion, or at a disadvantage because students might have become bored with the topic 

after having discussed it already online. Second, alternating the order of online and face-

to-fkce discussion for different groups in a cross-over design might lend more credibility 

to the research design. Third, the online and oral discussions had a slightly different 

length, and an unequal number of participants were present for the discussions. Both 
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factors might have skewed the comparison of the produced language. Fourth, only one 

session (out of a total of seven sessions during the semester) was chosen for the analysis 

of a comparative face-to-face and computer discussion, The reported language output 

might have been influenced to a large extent by the students' liking or disliking of the 

topic, or by other factors such as work load in otlier classes or general fatigue, and thus, it 

might not be a representative linguistic sample for the entire semester. 

While Warschauer's (1995/96) study remedies some of the methodological 

problems in Kern's (1995) study, for example the counterbalanced design of tlie 

discussion topics and modes, there ai^e other incongruities that need to be addressed. In 

general, the different analyses that he uses are in need of some further explanation or 

defmition. For example, he uses a type-token ratio to analyze the lexical complexity of 

the students' output, defining it as dividing the total number of different words by the 

total number of words. But what does he define as "word"? How does he deal in his 

analysis with different forms of tlie same word (e.g., conjugated verb forms), with 

typos/mispronunciations, with English words, or with proper names? Warschauer also 

makes use of several stati-stical procedures even though he acknowledges that the number 

of his subjects is too small to check the results for statistical significance. Later on, 

however, he again uses correlation and multiple regression scores of this small group to 

support his findings. 

Furthermore, this study was conducted during only one class period. The 

language sample that was collected might not be representative for the entire semester or 

for the class in general, especially since four students were missing that day. The 
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discussion habits that might have been estabUshed during the semester in the regular 

classroom might also have influenced the online discussions which is why longitudinal 

studies provide a much more stable picture of subjects' interactional patterns. The data 

from the discussions might have been further skewed in terms of gender, because only 

two of the 16 subjects were male. 

Transfer from CMC to oral abilities 

Although several research studies (Kem, 1995; Sotillo, 2000; Warschauer, 

1995/96) compared discourse features and language complexity between synchronous 

online discussions and face-to-face conversations, only a few studies have further 

explored the relationship and possible transferability of specific aspects gained in written 

online discussions to oral communication. In a longitudinal study, Chun (1994) 

investigated learners' use of interactional features, discourse management, and 

complexity of expression over the course of two semesters in 14 computer networking 

sessions. She found that students employed a variety of discourse moves and 

communicative functions, such as initiating and expanding on a topic, asking and 

answering questions, requesting clarification, apologizing, giving feedback, or greeting 

and leave-taking. Students interacted much more with each other, as opposed to 

interacting mainly with the teacher, as is typical for oral discussions in the regular 

classroom, and they also generated increasingly more complex sentences during the 

second semester. Chun notes that the types of sentences the students used required not 

only comprehension of the preceding discourse but also coherent thought and use of 
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cohesive linguistic expressions. She suggests that these skills are practiced in online 

discussions and that they constitute important elements of proficiency in writing. 

Furthermore, these sentences also resemble spoken discourse, which leads Chun to 

conclude that electronic discussions might contribute to the improvement of both oral and 

written language competence. 

In a review article, Beauvois (1997) suggested that electronic discussions have 

demonstrated their effectiveness in enhancing language acquisition by providing a low 

anxiety environment, by increasing student participation and communication in the target 

language, and by fostering collaboration and community building among students. She 

also claims that some research indicated that computer discussions were more beneficial 

in preparing students for conversational exchanges in the target language than 

interactions in the regular classrooms. She followed up on these claims and conducted her 

own research study, investigating the effects of CMC on oral language skills. 

Beauvois (1998b) compared the oral exam scores of four sections of fourth 

semester French classes. Two sections had engaged in synchronous online discussions 

once a week, while the control sections had covered the same material orally in the 

regular classroom. She found that after one semester the experimental groups showed a 

mean score which was 5 points higher than the control groups' score. Beauvois attributes 

this significcint difference to the low stress atmosphere, more opportunities for language 

output, more exposure to language input, and the collaborative effort resulting in the 

construction of knowledge that is typical for the computer-mediated environment. She 
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suggests a link between synchronous networked communication and the enhancement of 

oral skills. 

Several limitations in Beauvois' research design weaken the conclusiveness of her 

results. First, due to the limited lab capacity, the number of participants in the 

experimental sections was smaller than in the control groups. This might have had an 

influence on the learners' participation patterns and the overall atmosphere in the classes. 

Second, the way she conducted the oral proficiency testing carries only limited reliability. 

The teachers of the sections administered three oral exams over the course of the 

semester. Teachers graded their own classes and no intra- or interrater reliability was 

determined. The reseai'cher dismissed possible problems with this design as negligible, 

because she assumed that since each teacher taught both an experimental and a control 

cla.ss, the ratings would not be done in favor of any student over another. However, we all 

know that rating your own students' oral performance is less than objective, because 

often the students' overall performance in the class plays into the rating of a single 

perfomiance. Having a person otherwise not involved in the teaching of the classes and in 

the rescEirch project conduct and grade the oral exams would have made Beauvois' claims 

about the link between synchronous online discussions and achievement of oral skills 

much stronger. Third, a more detailed statistical analysis which takes initial differences in 

oral proficiency between the groups into account would also be appropriate. 

In a recent study based, on Levelt's model of language production augmented with 

Working Memory theory, Payne and Whitney (2002) reported that synchronous CMC 

can indirectly improve oral proficiency in a foreign language by developing the same 
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cognitive mechanisms that underlie conversational speech. In their semester-long 

experiment, two sections of third semester Spanish learners engaged in synchronous 

online discussions for two (out of four) contact hours per week, while two other sections 

spent all four contact hours in the regular classroom. In the post-test, both groups 

demonstrated significant gains in oral proficiency, with the mean gain score of the 

experimental group being higher thm the mean gain score of the control group. 

Qualitative data collected from the participants indicates that by vocalizing their 

own output and their classmates' input by reading out loud or speaking silently to 

themselves, students incorporated all components of Levelt's model in their online 

discourse, stopping just short of producing overt speech. I'he researchers suggest that 

synchronous online discussions might offer some unique benefits to second language 

learners that might be difficult to obtain in a regular classroom, thereby confimiing 

findings irom earlier studies. Among these are the opportunity to produce more language, 

not having to take turns, the decreased speed of the conversation, and the non-ephemeral 

nature of the chat discourse. Especially for learners with lower phonological Working 

Memory capacity, synchronous CMC seems to be beneficial. These results appear 

particularly valuable in the light of possible cunicular changes which strive to address 

different learners' needs. 

Abrams (2003) approached the isvsue of possible effects of CMC on oral 

proficiency from, a different angle than, Payne and Whitney. In her study, she investigated 

whether CMC can serve as good preparation for face-to-face discussions. She 

differentiated between synchronous and asynchronous CMC, and also added a control 
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group to her research design. Better oral performance (as a possible result of CMC) was 

operationally defined as increased language output and higher levels of syntactic and 

lexical complexity. In order to prepare for three oral discussions during one semester, the 

participants of six third-semester German courses were exposed to the following 

treatments: tw^o sections participated in one hour of synchronous CMC the day before the 

oral discussion, two sections participated in a week-long asynchronous CMC session 

starting exactly one week prior to the oral discussion day, and the control group (two 

sections) did not engage in any chat but only did the regular class activities. 

Based on transcripts from the three oral discussions, Abrams found that both the 

synchronous CMC group and the control group outperfomied the asynchronous CMC 

group in terms of language output in the oral discussions. The asynchronous CMC group 

might have produced significantly less output than the other two groups due to a 

motivation factor; having to wait sometimes for several days for responses from their 

classmates as well as having to engage in discussions outside of class time might have 

resulted in their reduced motivation and, subsequently, in a lower language output. There 

were no statistically significant differences between the treatment groups with regard to 

lexical richness and density. Although the asynchronous CMC group used syntactically 

more complex language during their online discussions, this did not transfer to the oral 

discussions, so that there was no statistically significant difterence between the groups 

when measuring syntactic complexity. 

All of the research studies discussed here indicate that there might be a great 

potential for the transferability of language features practiced and gained in a CMC 



environment to oral and/or written language skills. CMC research has shown that the 

reduced anxiety level experienced in online discussions leads to increased and equalized 

participation among discussants, which provides for more practice time for everyone. 

Especially in a location-independent environment such as the one used in Payne and 

Whitney's study, where students were encouraged not to be in the same physical space 

(i.e.. the computer lab) when engaging in their online discussions, the necessity to use 

language (and not extralinguistic features) for communication might push learners more 

towards negotiated interactions and modifications of their own language output. These 

expanded opportunities for language input and output are considered necessar)' and 

important for language learning, as several second language acquisition theories purport. 

CMC and Second Language Acquisition Theories 

The CMC environment can be characterized as a learning context in which a 

collaborative and student-centered atmosphere is fostered. Input, output, and negotiated 

interactions play a major role in such a situation. Several second language acquisition 

theories are applicable for this context as they attempt to further our understanding of 

language learning by hypothesizing about the factors that are integral elements of a 

student-centered learning environment and are considered facilitative for language 

acquisition. 
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The role of input 

The role of input in tlie language acquisition process was acknowledged as eaiy 

as Chomsky's (1965) research, when he suggested that children are born with a special 

ability to process language through an innate "language acquisition device" (LAD). He 

argued tliat children were innately programmed to acquire language since diey do it so 

quickly and with less than ideal input. In terms of second language acquisition, Krashen 

(1985) tbrmulated that input was the single most important concept as "humans acquire 

kmguage in only one way - by understmrding messages, or by receiving comprehensible 

input'" (p. 2). He described comprehensible input as language that contains structures that 

are "a little beyond" our current level of competence {i + I), but which is comprehensible 

through context, background knowledge, and extralinguistic cues. Optimal 

comprehensible input is also interesting, relevant, not grammatically sequenced, and 

delivered in an environment that is conducive to a low affective fiher. He maintained that 

teachers do not have to deliberately teach the next structure along the natural order - as 

long as they provide enough comprehensible input at the / + 1 level, and tlie input is 

understood and communication is successful, the necessary grammar is automatically 

provided. 

Obviously, these claims concerning the role of input (as well as the entire Monitor 

Model) were met by a wave of criticism,, mostly on the grounds that these assumptions 

had not been empirically tested and that concepts such as "comprehensible inpuf" and "z 

+ 1" were neither clearly defined nor testable. McLaughlin (1987) reviewed and 

criticized Krashen's theory in detail, concluding that it lails all the criteria that make up a 
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good theory. McI.aMghlhi acknowledges the fact that many researchers agree with 

Krashen on some of his basic ideas, such as the need to move from grammar-based to 

communicatively oriented language instruction, or the role of aflective factors in 

language leajrning. He also concurs that Ki-ashen's theory stimulated a great deal of 

thought and discussion among researchers; nevertheless, he strongly cautions teachers 

and practitioners from accepting and following this theory due to its many incongraities 

and unlbunded assumptions. From McLaughlin's perspective, who supports a cognitive 

approach to second language acquisition, the downplaying of differences in the process 

of language acquisition between adult second language learning and the way children 

acquire their native language (as the Monitor Model purports) presents another point of 

criticism. Coming back to the role of input in second language acquisition, Krashen's 

theory also diminishes the role of the learner in the foreign language classroom, since the 

teacher is considered the sole source of comprehensible input. The importance of learner-

to-learner interaction with regard to the large amount of input that learners can give each 

other (even though this input is not strictly "comprehensible" in Krashen's sense) is 

emphasized in other second language acquisition theories, for example Long's hiteraction 

Hypothesis, which is discussed later in this chapter. 

Different types of input 

Gass (1988) and Gass and Selinker (1994) evaluate the concept of input from a 

more encompassing perspective than Krashen, They expand Corder's (1967) distinction 

between "input" and "intake" and present a model of second language acquisition which 
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consists of five stages (apperceived input, comprehended input, intake, integration, 

output) that show what learners must do to convert input to output. While in Krashen's 

model input has to be at the + 1" level to be comprehensible and as such can only come 

from the teacher, Gass and Selinker acknowledge that while it is clear that some sort of 

input is necessary for acquisition to take place, it is less clear what kind of input is 

necessary: Does it have to be modified, and can it come from fellow learners, or only 

from the teacher or a native speaker? 

It is obvious that not everything that learners hear or read is used to fonn their 

second language grammar; some language data seem to filter through while others do not. 

Gass and Selinker (1994) define apperceived input as the process of identifying new 

linguistic forms as being related to prior knowledge. Different factor.s such as frequency, 

aflect, prior knowledge, and attention may act as input filters and either let learners notice 

certain aspects of the language or prevent them from doing so. In their model, Gass and 

Selinker furthermore differentiate another kind of input: comprehended input. The most 

important difference to Krashen's "comprehensible input" is that comprehensible input is 

controlled by the person providing the input, whereas comprehended input is learner-

controlled, i.e., the learner does the work to understand the input. Once input is 

comprehended, it moves to the next stage in the process, called intake, which can be 

defined as the process of assimilating linguistic material. Here learners test their 

hypotheses, reject and modity them. The language input that is used to reject or confirm 

the hypotheses is then integrated into the language system. The last .stage in the process is 

output. Output can also be used to test hypotheses, thus creating a feedback loop to the 
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intake stage, and it might play a role in supporting a syntactic rather than semantic 

analysis of language, thus creating a feedback loop to the comprehended input stage. 

Output can therefore be considered an active part of the learning process. 

Output 

In the formulation of her Output Hypothesis, Swain (1985) also critically 

examines Krashen's Input Hypothesis and discusses some of its problematic notions. 

Results from studies investigating French immersion programs in Canada indicate that 

French immersion students obtained scores on tests of subject matter achievement 

equivalent to those obtained by students in regular English programs, and that French 

immersion students also performed as well as native speakers of French in tests of 

listening comprehension (Swain & Lapkin, 1982; Swain, Lapkin, & Andrew, 1981; both 

cited in Swain, 1985, p. 246). However, Swain's (1985) investigation of students in 

immersion programs revealed that while the immersion students' discourse skills were 

similar to those of native speakers, these students did not exhibit native-like performance 

in the grammatical domain or on sociolinguistic tasks. Since the immersion students 

received massive amounts of "comprehensible input" (in Krashen's sense) in their 

schooling, yet failed to achieve native-like performance, Swain concludes that the impact 

of comprehensible input on grammatical development has been overstated. 

Other researchers (Long, 1983; Varonis & Gass, 1985) have sugge,sted that it is 

not the input per se that is important for second language acquisition, but rather the 

interactions in which meaning is negotiated. In these negotiations learners p£u*aphrase and 
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expand their messages, thereby producing modified arid simplified input which is more 

comprehensible than before. Second language acquisition would then result from these 

meaning-negotiated interactions. Since students in immersion programs have only limited 

opportunity for negotiated exchanges in the classroom, according to Swain's 

obsei*vations, their non-native-like grtimmatical performance would be a logical result. 

I'his is, however, based on the underlying assumption of the Input Hypothesis that second 

language acquisition is equivalent to grammatical acquisition. Swain disagrees with this 

belief and states that second language acquisition should at least include the acquisition 

of discourse and sociolinguistic competence in addition to grammatical competence. 

Based on the results of her own study, the scarcity of meaning-negotiated interactions 

does not seem to have hindered the acquisition of discourse competence. 

With respect to the acquisition of grammatical competence, Swain still doubts that 

the limited opportunities for negotiated interactions are responsible for the immersion 

students' non-native-like grammatical development, because this would assume that the 

exchanges themselves are facilitative for grammatical acquisition as comprehensible 

input, and that input is more important than output. She thinks that learners cannot pay 

attention to form and meaning at the same time, and that they only pay attention to form 

once the message has been understood. Following this thought, she states that 

"comprehensible input is crucial to grammatica! acquisition, not because the focus is on 

meaning, or because a two-way exchange is occurring, but because by being understood 

... it permits the learner to tbcus on form" (p. 248). In her opinion, output t^ikes on a 

greater role in grammatical acquisition than has been acknowledged so fer. Learners need 
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opportunities to use their linguistic resources in a meaningful and contextualized way. If 

they are pushed in their output to not only convey a message (as it usually is the case in 

an immersion class), but to convey it "precisely, coherently, and appropriately" (p. 249), 

they have the chance to test out hypotheses, and to m.ove from a semantic processing to a 

syntactic analysis of tlxe language. Swain considers the lack of opportunities to use the 

target language (due to large amounts of teacher talk) Md not being "pushed" in their 

output as tlie reason why immersion students do not demonstrate native-like grammatical 

and sociolinguistic competence. It is not the limited amount of comprehensible input, but 

the limited oppoitunities to produce comprehensible output which is responsible for this 

situation. 

Interacikm Hypothesis 

In an early discussion of the relationship between and the impact of input cmd 

interaction on second language acquisition, Long (1981) raises the question whether 

modified input, modified interaction or a combination of these two features is necessary 

for or facilitative of the acquisition of a second language. Based on a review of the 

research literature and the results of his own empirical study, he concludes that, while 

there is not enough evidence to reject modified input as either necessary for or facilitative 

of second language acquisition, modifications in interactions seem to play a more 

important role in providing a necessary and sufficient condition for second, language 

acquisition. In a later article. Long (1983) postulates that the Interaction Hypothesis 

consists of three parts: (1) comprehensible input is necessary for acquisition, (2) 
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negotiated interactions make input comprehensible, tuid (3) comprehensible output helps 

learners to move from semantic processing to syntactic processing. While he identifies 

three ways to make input comprehensible (simplified input, use of linguistic and 

extralinguistic features, modifications of the interactional structure of the conversation), it 

seems that input resulting from negotiated interactions has a greater impact on learning, 

since the learner has to show attentiveness and involvement in order to keep the 

negotiations going. Long hypothesizes that modifications lead to comprehension, and 

comprehension leads to acquisition; thus, modifications lead to acquisition. 

One big problem that the process of negotiating interactions brings with it is that 

these types of interactions rarely occur in the classroom . Negotiation of meaning requires 

that both learner and interlocutor work together to resolve a commimication breakdowii 

through clarification and comprehension checks, asking questions, and requesting 

confirmation. Given the traditional roles of teachers and students, an uneven power 

structure prevails in the classroom which encourages students to hesitate to question the 

teacher. True negotiation of meaning might not occur. 

Negotiation of meaning has been further explored in the years following l.ong's 

hypotheses. Several studies (see review article by Pica, 1994) that examined the 

relationship between interactional modifications and acquisition yielded mixed results. 

Features such as noticing, consciousness-raising, and attention were investigated as 

potentially crucial elements in the acquisition process. Long himself -- in redefining his 

Interaction Hypothesis (1996) - now emphasizes selective attention, the learners' L2 

processing capacities, and negative feedback as facilitati ve of language development, as 
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these resources are brought together most usefully during negotiation of meaning, I.ong 

concurs with Swain, based on the already discussed immersion studies in Canada, and 

restates his earlier claim that comprehensible input alone is, although necessary, 

insufficient for language acquisition. Comprehensible input may, paradoxically, even 

inhibit learning at times, because it is possible to understand a message with the help of 

contextual information or world knowledge, but without understanding all the structures 

and without being aware of not understanding them. Long proposes that factors that are 

inherent for the learner, such as attention, awareness, and noticing ~ or conscious 

perception (what Gass, 1988, called apperceived input), are necessary steps in the 

learner's developing system to convert input to intake. With regard to the status of 

negotiation of meaning, Long concludes that those negotiations which trigger 

interactional modifications facilitate acquisition as they connect input, the learner's 

interna! processing capacities, selective attention, and output in a productive manner. 

Interlangiiage Theory 

In one of the earliest attempts to explain why second language learners make 

errors and why most learners do not achieve native-like competence in the target 

language, Selinker (1972) hypothesizes that learners create an internalized language 

system by imposing structure on the available linguistic data they receive through 

language input. This system in development which reflects the leamer's current 

knowledge of the target language is called "interlanguage." Selinker creates a framework 

that takes into account the only observable data -- the learner's native language, the 
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learner's interlangiiage, and the learner's target language - in order to explain the nature 

of the interlanguage continuum. He describes the interlanguage continuum as a series of 

overlapping mental grammars, in which each grammar shai-es some rules with the 

previously created grammar, but also consists of some new rules. Hence, the learaers' 

interlanguage is located somewhere between their native language and the target 

language. It is governed by its own system of rules which gradually approximates the 

target language system, but rarely becomes totally congruent. 

Selinker attributes this incongruence to the concept of fossilization, which he 

defines as follows: 

Fossilizable linguistic phenomena are linguistic items, rules and subsystems 
which speakers of a particular NL will tend to keep in their IL relative to a 
pjwticiilar TL, no matter what the age of the learner or the amount of explanation 
and instruction he receives in the TL. (p. 215) 

These fossilizable structures tend to reemerge in language learners' production of 

interlanguage even when they were thought to have been eradicated, usually when 

learners focus on a new and difficult subject matter or when they are in a state of anxiety. 

He furthermore claims that whenever "backsliding" occurs, the structure gravitates 

toward the interlanguage norm and not towards the native language norm, as has 

generally been believed. 

Selinker identifies five cognitive processes which are central to L2 acquisition: 

language transfer, transfer of training, strategies of second language learning, strategies 

of second language communication, and overgeneralization of TL linguistic material 

Each of these processes might result in certain types of interlanguage forms. In 

interlanguage theory, learners take on an active role as they construct interim grammars 
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as part of their interlanguage. The language the learners produce reflects the strategies 

they use to construct these provisional rules. Learners engage in hypothesis-testing by 

creating rules, testing them, and confirming them if they find positive evidence in the 

input or rejecting them if they receive negative evidence. They revise their grammars in 

systematic and predictable ways as they move along the interlanguage continuum. 

Corder (1978, cited in Ellis, 1994, and Omaggio Hadley, 2001) perceives two 

different types of continua. Based on the observation that early stages of interlanguage 

frequently exhibit features of the learner's native language, the "restructuring continuum" 

implies that learners adjust the native language system so that it gradually approximates 

the target language system. However, since interlanguage is usually simpler than adult 

native speech in the target language, another continuum could be conceptualized which 

describes a development from a simpler towards a more complex system, the 

"developmental continuum." Corder does not perceive these two continua as mutually 

exclusive. One could imagine that learners follow a "restructuring continuum" when 

acquiring the phonological system of the target language, but that they follow a 

"developmental continuum" with respect to the syntactic system. 

Interlanguage theory was one of the earliest attempts to provide an explanation for 

L2 acquisition. It has adapted to new information as well as spurred the development of 

other theories. Several phenomena that were described by Selinker have raised questions, 

such as his list of the five central processes, or have taken on a different connotation over 

the years. The term "fossilization", for example, was used by Selinker to describe a 

mechanism which underlies the production of fossilized forms. He applied the term to 
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both correct and incorrect forms that were evident in the interlanguage. Today, 

fossilization usually refers to the process by which only non-target-like forms, i.e., 

persistent errors, become permanently established in the interlanguage. While Selinker's 

interlanguage theory provided some seminal groundwork for the discussion and 

recognition of learners' interlanguage, it is important to keep in mind that current second 

language acquisition theories maintain that learners modify their interlanguage systems 

only if the input that they have attended to is integrated into their long-term memory. 

The preceding discussion of theories that deal with input, output, interaction, and 

interlanguage was intended to show how complex second language acquisition processes 

are and to create a theoretical framework within which possible effects of computer-

mediated communication on learners' language use can be examined. Since this study is 

concerned with the development of learner's oral and written proficiency, a discussion of 

the concepts of communicative competence and proficiency is necessary to complete the 

theoretical framework. 

Concepts of Comraunkative Competence and Proficiency 

In the 196()s, linguist Noam Chomsky (1965) introduced the terms "competence," 

referring to a language user's underlying knowledge of language that was assumed to be 

common to al I native speakers, and '"performance," the actual use of language. 

Chomsky's main interest was to formulate a linguistic theory concerned with the 

"linguistic competence" of an ideal native speaker-listener. Several years later, Dell 
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Hymes (1972) reevaluated Chomsky's dichotomy, focusing on language in. actual 

performance. 

Hymes was more interested in features of language that a "real" (instead of an 

ideal) speaker-listener would use and thought that linguistic theory had to be integrated 

with a more general theory of communication and ciiHure. For hira, knowledge of the 

linguistic code was only one factor through which language was interpreted and 

understood by members of a community. Appropriateness and feasibility of the utterance, 

as well as the way it was actually performed, were just as much part of communicative 

behavior. 

Canale and Swain's Model 

With the advent of communicative language teaching in the late 1970s, it became 

necessary to create a theoretical framework of communicative competence which could 

provide guidelines for the organization and development of second language teaching 
< 

methodologies and assessment instruments. The earliest attempt to describe in detail what 

com.municative competence consisted of was Canale and Swain's (1980) seminal article, 

in which they first discuss the notions of communicative competence and communicative 

performance, then review various theories of communicative competence, and finally 

propose their own framework. 

In contrast to Chomsky, Canale and Swain consider sociolinguistic competence to 

be as important as grammatical competence to the understanding and study of 
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communicative competence. In a preliminiiry definition, they refer to communicative 

competence as 

the relationship and interaction between grammatical competence, or knowledge 
of the rules of grammar, and sociolinguistic competence, or knowledge of the 
rules of language use. Communicative competence is to be distinguished from 
communicative performance, which is the realization of these competencies and 
their interaction in the actual production and comprehension of utterances. 
(Canale & Swain, 1980, p. 6) 

It is important to sti'ess that communicative competence refers to both knowledge and to 

the skills to be used in actual communication. Canale and Swain maintain that it is 

essential to integrate both grammatical and sociolinguistic competence in the syllabus, 

but that teachers and researchers have to keep in mind that only performance - later also 

called "actual communication"— can be observed and measured. 

Based on their reviews of several theories of communicati ve competence (e.g., 

Munby, 1978; Savignon, 1972; Van Ek, 1976; Widdowson, 1978; all quoted in Canale & 

Swain, 1980), Canale and Swain propose that communicative competence consists of 

three main competencies: grammatical, sociolinguistic, and strategic competence. They 

assume that communicative competence can be observed indirectly in actual 

communicative performance. A communicative teaching approach which follows the 

proposed framework would attempt to integrate these competencies equally and prepare 

learners to make use of all competencies in order to fulfill their communication needs in a 

variety of situations and settings. Grammatical competence includes knowledge of 

lexical, morphological, syntactic, and phonological features of the language, but it is not 

linked to any particulm' theory of grammar. Sociolinguistic competence refers to 
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knowledge of sociocultural rules of language use, such as the use of appropriate 

communicative functions depending on the sociocultural context, the participants, the 

topic of conversation, setting, attitude and register. Strategic competence includes verbal 

and non-verbal communication strategies that interlocutors use to compensate for a 

communication breakdown due to imperfect knowledge of rules or variables such as 

fatigue or distraction. These communication strategies either relate to grammatical 

competence (e.g., paraphrasing, circumlocution, repetition) or to sociolinguistic 

competence (e.g., shifts in register or style). Knowledge of tliese strategies seems to be 

particularly helpful at the beginning stages of second language learning, and it is assumed 

that the need for these strategies might change due to increased language profkiency. 

Canale's (1983) refined version of this theoretical framework of communicative 

competence adds discourse competence to the already existing three main competencies. 

He elaborates on the rules of discourse which in the former framework were subsumed 

under sociolinguistic competence. Discourse competence is concerned with two aspects: 

text cohesion refers to the use of formal cohesive devices such as pronouns, conjunctions, 

or comparisons, to comiect language with itself; whereas text coherence describes the 

knowledge needed to combine forms and meanings to achieve a meaningful and unified 

spoken or written text. 

In terms of second language teaching and testing, C^knale and Swain see several 

implications for a communicative approach. With regards to the foreign language 

classroom, they call for the use of communicative activities which should be as 

meaningful as possible. These skill-oriented activities allow learners to practice their 
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language in authentic communication situations. This, of course, also implies that the 

teacher must have a fairly high level of communicative competence in the second 

language. The authors also consider knowledge-oriented activities important for 

adolescent and adult learners, trad testing should include both knowledge-oriented and 

skill-oriented items. It is their hope that learners not only gain the knowledge and skills to 

meet their communication needs, but that they also learn about the second language 

culture, and about language in general within an integrated communicative approach, 

Savignon's Hypothetical Model 

In her hypothetical model, Savignon (1997) even further miderlines the 

importance of the connection of cultural knowledge with linguistic knowledge as the 

Inundation of communicative competence, since all elements of communication (topics, 

grammatical/sociolinguistic/discourse rules) are created and shaped by the culture that 

uses this language; "A theory of communicative competence rests, then, on a broad 

perspective of all culture as communication or meaning, on the one hand, and the 

description of the patterned relationship of social role and social setting to linguistic 

expression, on the other" (p. 22). 

Drawing on Canale and Swain's components of communicative competence, she 

discusses how these components interact in a specific context and what the ratio of the 

different competencies is to one another at the beginning stages of language letirning. She 

proposes a model of an inverted pyramid in which all four main competencies are 

represented. The pyrmnid shows that an increase in, one competence interacts with the 
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other competencies to result in an expansion of overall communicative competence. What 

is most interesting about her model is that strategic and sociolinguistic competence start 

at the very bottom of the pyramid, whereas grammatical and discourse competence come 

into play only later. With this an-angement, Savignon wants to indicate that a language 

learner's communicative competence can already be measured even before the 

acquisition of any grammatical competence: by getting a message across through the use 

of gestures, facial expressions, or any other nonlinguistic and paralinguistie means (i.e., 

by making use of strategic and sociolinguistic competence). 

Corresponding to Canale and Swain's perception of the changing nature of 

strategic competence, Savignon states that strategic competence might have more or less 

importance in assisting learners to fulfdl their communication goals, depending on the 

learners' level of overall communicative competence. She illustrates this idea in tlie 

model by displaying strategic competence as covering the same amount of space in the 

pyramid while the other three components increase over time. However, she stresses that 

strategic competence needs to be included at all levels of language learning regardless of 

the learner's level of experience or proficiency: "The ability to cope within limitations is 

an ever-present component of communicative competence" (p. 50). 

Celce-Murda, Dornyei, and ThurrelVs Pedagogically Motivated Model 

The need for a detailed description of what communicative competence entails 

with regards to curriculum design leads Celce-Murcia, Ddrnyei and Iliurrell (1995) also 

to revisit Canale and Swain's and Canale's expanded model. The authors perceive a 
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practical need of many language teachers who attempt to design syllabi and instructional 

materials which are congruent with communicative language teaching. In their model, 

they describe content specifications for all sub-areas of communicative competence 

which are supposed to aid teachers in the development of their curriculum. 

The pedagogically motivated model consists of a circle which is enclosed by a 

triangle, and both shapes are surrounded by another, bigger circle. The inner circle is 

discourse competence, and the points of the triangle represent sociocultural competence, 

linguistic competence, and actional competence. These tliree competencies are in an 

interdependent relationship with discourse competence: they shape and are shaped by the 

discourse, indicated by double-headed arrows. The circle that suiTounds everything 

represents strategic competence which helps learners to negotiate messages and to 

compensate for deficiencies in any of the other competencies. Taking Canale's expanded 

model, which separated discourse competence from sociolinguistic competence one step 

further, Celce-Murcia et al. again divide sociolinguistic competence into sociocultural 

and actional competence, thereby creating five separate but interlinked competencies. 
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Figure I. Schematic Representation of Commumcative Competence 
(Celce-Murcia, Dornyei, <£• Thnrrell, 1995, p. 10) 

The original "grammatical competence" is renamed "linguistic competence" in order to 

show more clearly that this competence includes lexis, phonology, morphology, 

orthography as well as syntax. The newly created socioculturai competence refers to a 

learner's knowledge "of how to express messages appropriately within the overall social 

and cultural context of communication, in accordance with the pragmatic fectors related 

to variation in language use" (p. 23). This includes, for example, factors such as cross-
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cultural awareness, politeness strategies, as well as non-verbal components like body 

language and proxemic factors. By choosing the term "sociocultural competence", the 

authors also want to underline that language resources are found in the linguistic, 

actional, and discourse competencies, while sociocultural knowledge is necessary to 

organize these resources appropriately. 

"Actional competence" is conceptualized as tlie ability to convey and understand 

communicative intent by producing and comprehending language functions and speech 

acts, mainly in oral communication. For written communication, a pmrallel concept would 

need to be defined, such as "rhetorical competence", which includes analysis of typical 

aspects of any written genre, but the authors decided to restrict their perception of 

actional competence to oral language use. They also acknowledge that it is difficuU to 

define "kinguage functions" explicitly and precisely. They state that in the research 

literature, language functions are often described either very broadly or in a context-

specific manner. However, in order to provide language teachers and material developers 

with a practical guide and an organizational construct, the authors consider it appropriate 

to compile a list of language functions which are categorized according to the following 

areas; interpersonal exchange, information, opinions, feelings, suasion, problems, and 

future scenarios. Knowledge of tliese language functions together with knowledge of 

speech act sets comprise their concept of actional competence. 

While Celce-Murcia et al. -in accordance with Canale's (1983) description of 

"strategic competence'"— also restrict their notion of "strategic competence" to only 

communication strategies, thereby excluding other types of strategies such as learning 
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strategies or language processing strategies from their discussion, they also expand on 

this concept: While Canale considers the use of verbal md non-verbal communication 

strategies as a way to compensate fbr communication breakdowns and to enhance the 

effectiveness of communication (e.g., soft speech for rhetorical effects), the authors of the 

proposed pedagogical model conceptualize communication strategies in an even broader 

sense, going beyond the traditional problem-orientedness (i.e., compensate for 

communication breakdown) and exploring Canale's notion of enhancing the effectiveness 

of communication further. By incorporating findings on strategy use from different 

research perspectives, they include interactional and communication maintenance 

functions in their list of five communicative strategies. Avoidance (or reduction) 

strategies and achievement (or compensatojy) strategies represent the ti'aditional, 

problem-oriented strategies which ai'e used when a breakdown in communication occurs 

or when learners notice that they carmot express a message the way they had originally 

intended and are forced to make changes. Self-monitoring strategies and stalling (or time-

gaining) strategies refer to self-repair or the use of fillers, gambits, and hesitation devices 

which keep communication channels open and give the speaker time to think and come 

up with another plan while maintaining the communication. Interactional strategies are 

also used after a problem has occurred; they include appeals for assistance, negotiation 

strategies and comprehension checks, but in contrast to the above mentioned problem-

oriented strategies, they require the in.volvement and response of the interlocutor, thus 

highlighting the cooperative aspect of tliese strategies (cf Celce-Murcia et al, 1995, p. 

27). 
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As the authors state in their conckision, the described model should he conceived 

as a construct in progress. The aim was to organize the existing knowledge about 

language use and communicative competence in a practical and accessible way, drawing 

together research findings from various fields, and to invite forther discussion. 

Obviously, a model of communicative competence which rests on the current (and hence 

fragmentary) knowledge about language use is likely to attract criticism and open 

questions. As examples, the authors mention the question of how to integrate formulaic 

chunks into such a model, the conceptualization of various elements (whether the 

definitions are too narrow or too broad), or to which extent these competencies would be 

teachable and learnable. Despite these limitations, the model nonetheless presents a very 

elaborate and detailed expansion of Canale mid Swain's construct which might help 

language teachers, test designers, and curriculiun developers to apply these content 

specifications when designing tasks to develop their le<irners' communicative 

competence. 

Bachman and Palmer's Model of Language Use 

Bachmm and Palmer (1996) designed a model that is based on the theoretical 

constructs of communicative competence within the context of language assessment. 

Their main interest is to fmd a way to make inferences about language ability based on 

the performance of language learners on language tests. This model differs from the other 

discussed models in so far as it is primarily concerned with directly measuring language 

use or performance (instead of discussing an underlying theoretical concept such as 
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competence). Bachman and Palmer consider language use as a creative and interactive 

process in which meaning is negotiated and interpreted among different interlocutors and 

in particular language use situations. They state that 

language use involves complex and multiple interactions among the various 
individual characteristics of language users, on the one hand, and between these 
charac teristics and the chai-acteristics of the language use or testing situation, on 
the other. Because of the complexity of these interactions, we believe that 
language ability must be considered within an interactional framework of 
language use. (Bachman & Palmer, 1996, p. 62) 

Bachman and Palmer illustrate the various interactions in their model by placing 

the major chai-acteristics of language users, such as topical knowledge, language 

knowledge, personal characteristics, strategic competence, and affect in a circle which is 

surrounded by a larger circle representing characteristics of the language use or test task 

and setting with which the language user has to interact. 

Double-headed arrows indicate that strategic competence interacts with topical 

knowledge, language knowledge, and with personal characteristics of the Itmguage user, 

as well as links all these characteristics with the characteristics of the language use task 

and setting in the outer circle. The affective schemata in the inner circle sun'ound 

strategic competence, influencing all the interactions between strategic competence and 

the language user's other characteristics in the inner circle. By portraying affective 

schemata in such a prominent way, the authors underline that a language user's response 

to a task is largely determined by an affective reaction which can either facilitate or limit 

the language learner's use of topical or language knowledge. 
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Figure 2. Some Components of Language Use and Language Test Performance 
(Bachman & Palmer, J 996, p. 63) 

In order to design and develop language tests, Bachman and Palmer consider it 

useful to define language ability more precisely and to distinguish it from other aspects 

that might affect test performance. In their model, kmguage ability consists of language 

competence (or language knowledge) and strategic competence. The combination of 
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these two factors allows language learners to create and interpret discourse. Language 

knowledge is divided in organizational knowledge which consists of grammatical 

knowledge (vocabulary, syntax, phonology, graphology) and textual knowledge 

(cohesion, rhetorical organization), and pragmatic knowledge which consists of 

functional knowledge and sociolingiiistic knowledge. Strategic competence is understood 

by Bachman and Palmer as a set of metacognitive strategies concerning goal setting, 

assessment, and planning which language learners use to respond to a language task in a 

testing situation,. 

Bachman and Palmer's model exhibits several weaknesses that need to be 

addressed both from a test design and liom an instructional perspective. With regards to 

test design and development, it is certainly useM to divide language knowledge in many 

different smaller areas so that a test developer can build a construct which addresses 

vai-ious components of language ability in a given language tasks. However, it seems to 

be very difficult to assess a learner's strategic competence if it only refers to 

metacognitive strategies as those are usually not observable. For the purpose of language 

instruction and syllabus design within a communicative language teaching approach, a 

more detailed description of these areas with regards to communicative competence 

would be necessary for teachers to be able to develop communicative tasks for the 

classroom. 

The issue of strategic competence also warrants some lurther explanation. Despite 

the fact that the authors define language use as "the creation or inte:rpretation of intended 

rnemiings in discourse by an individual, or as the dynamic and interactive negotiation of 
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intended meanings between two or more individuals in a particular situation" (p. 61/62), 

the proposed components of strategic competence are rather unidirectional and do not 

account Ibr the interpretation of an utterance, especially in the case of a communication 

breakdown. Strategic competence, according to their definition, only allows the language 

user to decide what to do, to assess what topical or language components they have at 

their disposal, and how to use these components. There is no mentioning of what to do 

when this plan fails to get the message across or if the interlocutor is unable to inteipret 

the message correctly. Any kind of coping strategies, such as compensatory strategies 

(e.g., paraphrasing, circumlocution), avoidance strategies (e.g., topic avoidance, message 

abandonment), or interactional strategies (e.g., requests for clarification or confirmation, 

comprehension checks) are missing in diat model. 

The metacognitive strategies of goal setting, assessment, and planning that 

Bachman and Palmer describe as strategic competence all seem to relate to the pre-

utterance phase of a response. But even in the pre-utterance planning phase in which 

language users think about how to approach and respond to a given task, and before they 

even say or write anything, they encounter limits of or gaps in their language knowledge 

and they have to change their plans, i.e., make use of compensatory or avoidance 

strategies. It seems that the inclusion of those kinds of strategies would be necessary for a 

comprehensive model describing language ability or comm,unicative competence. 
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From Connnunicative Competence to the ACTFL Proficiency Guidelines 

The early efforts to develop a theoretical construct defining communicative 

competence were followed by the question how learners" progress could be measured 

against program goals. Whereas a language learner's proficiency had -until the impact of 

communicative language teaching— been conceptualized in terms of structural accuracy, 

teachers began to understand that proficiency "is comprised of a whole range of abilities 

that must be described in a graduated fashion in order to be meaningful" (Omaggio, 2001, 

p. 9). In 1982, the ACTFL Provisional Proficiency Guidelines were published. They 

consisted of descriptions of proficiency levels for speaking, listening, reading, writing, 

and culture, and were the first attempt to define levels of functional competence for 

foreign language instruction in an academic setting. There are four inteiTelated 

assessment criteria which miderlie tlie level descriptions: global tasks/functions, 

context/content, accuracy, and text type. Hence, language learners will not be evaluated 

as proficient per se, but rather as proficient in expressing or understanding certain 

functions, dealing with a range of topics and conveying a message with a specific level of 

accuracy, while the structure of their discourse varies from isolated words to extended 

discourse. Levy and Omaggio (1985, p. 9; quoted in Nuessel, 1991) provide a very useful 

definition of proficiency which takes all the above mentioned aspects into account; 

Proficiency is a construct that enables us to defi;ne competence in a language in 
terms of (1) WxQ fimctions one can carry out in the second language; (2) the 
contexts in which the language user can operate comfortable and adequately; and 
(3) the accuracy with which those various functions are carried out in a given 
context, (p. 3) 
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The fourth criterion, text type, had been included in the description of earlier versions, 

but was more prominently emphasized as a separate criterion in the 1999 revision of the 

Guidelines. The functional trisection of the Guidelines shows clettrly that their drafters 

were also influenced by the ftmctional/notional syllabus which had gained popularity in 

Europe and which had -to a certain extent— replaced the traditional grammatical 

syllabus. The lunctional/notional syllabus, first developed by the Council of Europe in 

the 1970s, focuses on issues like asking questions, expressing disagreement or offering 

suggestions, and presented these functions in more meaningful contexts than the 

grammatical syllabus would offer. 

Since 1982, the Guidelines have been revised twice, and new insights have been 

incorporated (1986; 1999). Despite some criticism with which the Giudelines were 

received when they were first published, for example the lack of explicit reference to any 

second language theories (Savignon, 1985), many elements from the discussed theoretical 

constructs of communicative competence are mirrored in tlie Guidelines' notion of 

proficiency. However, since X\\&ACTFL Proficiency Guidelines were used as the 

foundation for the development of the oral proficiency inter\fiew (OPl), which is the most 

widely used assessment tool for oral proficiency in an academic context today, a common 

misconception of the term proficiency ensued. Many language teachers have come to 

think of proficiency solely in terms of speaking, but it has to be emphasized that the 

concept of proficiency -as it was discussed in this chapter and in the respective research 

literature— includes oral as well as written, receptive as well as productive language 

skills. 
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Prochievement 

The present study is interested in investigating students' oral and written, 

proficiency levels after one semester of instruction for groups with different treatments 

(i.e., the use of computer-mediated communication). With this focus, the above analysis 

of the theoretical constructs of communicative competence and proficiency shows that it 

is necessary to modify the terminology and to introduce yet another concept, that of 

"prochievement" into the discussion. Literature concerned with testing (Gonzalez Pino, 

1989; Hendrickson, 1992) has coined the term to indicate a hybrid form between 

proficiency and achievement test formats, underlining the more encompassing notion of 

being proficiency-oriented while still focusing on assessing students' progress in the 

classroom. Shrum and Glisan (2000) provide a useful and detailed definition of 

prochievement testing formats: "a blending of achievement and proficiency testing that 

incorporates linguistic (i.e., structural, syntactic, lexical) items from the course content/ 

objectives to test achievement but also elicits language performance to assess ability to 

function along a proficiency-based continuum" (p. 296). Hence, the oral interview 

questions and the writing prompt used in the present study were designed with the 

concept of prochievement in mind. Their suitability for the goals of this study will be 

further analyzed in chapter 3 when discussing the methodology used in this investigation. 

As the preceding discussion has shown, all models that have been introduced 

include strategic competence as a key element of communicative competence. Al though 

the models describe strategic competence somewhat differently, it is clear that the use of 

communication strategies, be they defined as devices to design or execute communicative 
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plans successfully or to compensate for communication breakdowns, lies at the heart of 

strategic competence. Hence, the following section discusses the relevant literature on 

research into communication strategies. 

Communication Strategies 

Over the last three decades, research into communication strategies has shown 

that there is no universally accepted definition. In 1972, Selinker used the term 

"strategies of second language communication" for the first time when he described the 

five processes that he believed to be central to second language acquisition. Although he 

did not go into more detail in explaining these strategies, he differentiated them from 

learning sti-ategies. Other researchers (e.g., Corder, 1978/1983; Faerch & Kasper, 1983; 

Tarone, 1980; larone, Cohen, Dumas, 1976) followed this idea, and early scholarly 

discussions focused on making clear the differences between strategies of learning, 

communication, and production. Ellis (1994) defines them as follows: 

Communication strategies are employed when learners are faced with the task of 
communicating meanings for which they lack the requisite linguistic knowledge, 
(p. 696) 
A learning strategy is a device or procedure used by learners to develop their 
interlanguages. [...] Learning strategies contrast with communication and 
production strategies, both of which account for how learners use rather than 
acquire L2 competence, (p. 712) 
Production strategies reler to the utilization of linguistic knowledge in, 
communication. They differ from communication strategies in that they do not 
imply any communication problem and in that they are generally used without 
conscious awareness, (p. 720) 

With these definitions, Ellis provides a short and convenient description of the 

differences (and also refers to some additional characteristics like "conscious 
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awareness"); yet, he only scratches the surface of the issues that revolve around the 

debate of "communication strategies." The following pages deal in more detail with some 

of these controversial points, such as the distinction between strategies of learning, 

communication, and production; an interactional approach vs. a focus on the speaker; a 

taxonomic approach vs. a psycholinguistic approach; and the influence of factors like 

proficiency level and task type on the use of communication strategies. 

Strategies of communication, learning, and production 

An early definition of a communication strategy is offered by Tarone, Cohen, and 

Dumas (1976). They define it "as a systematic attempt by the learner to express or decode 

meaning in the target language, in situations where the appropriate systematic target 

language rules have not been formed" (p. 77), thereby distinguishing it from their own 

definition of production strategy which only focuses on the expression -but not the 

decoding— of meaning. Corder (1978/1983) offers a more inclusive view by including 

not only language learners, but also native speakers when he describes communication 

strategies as "a systematic technique employed by a speaker to express his meaning when 

faced with some difficulty" (p. 16). In such a situation, speakers have two options: I'hey 

can either adjust their message to their communicative resources, thus avoiding risk, for 

example through topic avoidance or message abandonment, or they can increase their 

resources to realize their communicative goals, for example through paraphrasing or 

borrowing, but at the satne moment running the risk of misunderstanding or 

communication breakdown in case of failure. According to Corder's definition, the 
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individual speaker decides which communicalioii strategy, i.e., strategic plan, to execute 

in order to overcome the linguistic difficulty. 

Corder also discusses the di fference between strategies of learning and strategies 

of communication, and attempts to explain why so often the two types of strategies are 

regarded as almost synonymous, hi order to investigate these strategies, the learner's 

interlanguage data are inspected. Sometimes, however, it is difficult or even impossible 

to decide whether a particular feature of a learner's utterance is part of the interlanguage 

or a result of some strategy. For eKample, when a learner coins a new word, it is an 

attempt to express meaning without knowing the appropriate word in the target language, 

i.e., a communication strtitegy. If the interlocutor signals understanding, the newly coined 

word might be incoiporated into the learner's interlanguage, thereby resulting in learning. 

Tai-one (1981/1983) further elaborates on the differences between these strategies; 

she devises a framework which ditTerentiates between language learning strategies and 

strategies of language use, where the latter includes communication as well as production 

strategies. She abandons her earlier definition of production strategy and defines it now 

as "an attempt to use one's linguistic system efficiently and clearly, witli a minimum of 

effort" (p. 66). She emphasizes that the goal of a learning strategy is to learn the target 

language, whereas strategies of language use aim at successfully communicating 

messages; either without much effort (i.e., with production strategies) or by overcoming a 

linguistic problem through both interlocutors' negotiation to agree on the intended 

meaning (i.e., using communication strategies). 
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Focusing on the speaker v.v. an interactional approach 

Most importantly, Tarone (1981/1983) changes the focus of communication 

strategies which has -- up to this point— been on the speaker and expands on the earlier 

definitions by introducing an interactional aspect to her conceptualization of 

communication strategies; "[T|he term relates to a mutual attempt of two interlocutors to 

agree on a meaning in situations where the requisite meaning structures do not seem to be 

shared. (Meming structures here would include both linguistic structures and 

sociolinguistic rule structures)" (p. 65). She lists several criteria which all have to be 

present in order to categorize a strategy as communication strategy: 

1. a speaker desires to communicate a meaning X to a listener; 
2. the speaker believes the linguistic or sociolinguistic structure desired to 
communicate meaning X is unavailable, or is not shared witli the listener; 
3. the speaker chooses to: 

a) avoid - not attempt to communicate meaning X; or 
b) attempt alternate means to communicate meaning X. The speaker stops 

trying alternatives when it seems clear to the speaker that there is shared 
meaning, (p. 65) 

According to this definition, a learning strategy lacks criteria 1, and a production strategy 

does not fulfill criteria 3. b). 

Tarone does not view communication strategies as part of a speaker's linguistic 

knowledge, but rather as describing how learners use their limited knowledge to deal with 

communicative situations. The notion of language use, of course, brings the concept of 

conuTiunicative competence into play again. Tarone refers to Canale and Swain's 

framework of communicative competence, but she is cautious to underline the distinction 

between sociolinguistic and strategic competence as they are both necessary for 

successful communication. Her main point, however, is that research has overlooked the 
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crucial ftict that communication strategies have an interactional tiinction; afler all, 

language is "a living organism created by both speaker and hearer"(p. 64). 

To further clarify her terminology, Tarone (1980) relates the research on 

communication strategies to research on foreigner talk and repair, because they all seem 

to focus on the same phenomenon in interlanguage communication. However, whereas 

communication strategies are defined as an attempt of both interlocutors to use alternative 

strategies to agree on one interlocutor's intended meaning, foreigner talk is a speech 

modification of only one of the interlocutors - the native speaker— to foster the learner's 

comprehension. Furthermore, foreigner talk has been defined in linguistic temis (e.g., use 

of slower speech, high frequency vocabulary, simplified syntax), whereas communication 

strategies have been defined in fimctional terms, i.e., to establish some shared meaning. 

Repairs are very similar to communication strategies, but they differ in that they focus on 

corrections of both linguistic form and content, instead of trying to better commmiicate 

intended meaning which is the goal of communication strategies. 

A taxonomic approach w. a psycholinguistic approach 

The earlier discussions about communication strategies also focused on creating 

taxonomies based on their respective definitions. Tarone's (1977) taxonomy was the first 

one and can still be considered one of the most influential. Other taxonomies were 

offered by Corder (1978/1983) and Faerch and Kasper (1983). These taxonomies provide 

lists of language devices which are used by L2 learners to compensate for gaps in their 

linguistic proficiency once tliey had conceived a problem. Despite the fact that Tarone 
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views strategies from a discourse analysis perspective and follows an interactional 

approach, and Faerch and Kasper (1983) consider communication strategies as verbal 

plans within a speech production model, their taxonomies as well as Corder's recognize a 

duality in strategy use. Strategies are usually classified as either reducing or achieving a 

message. Language learners can use strategies to adjust their message according to their 

linguistic resources by reducing or abandoning the message (called "reduction strategies" 

by Faerch & Kasper, "avoidance strategies" by Tarone, and "message adjustment 

strategies" by Corder). They can also use strategies to manipulate their available 

resources to try to convey the intended message (called "'achievement strategies" by 

Faerch & Kasper, "resource expansion strategies" by Corder; Tarone does not provide an 

overall category). 

Dornyei and Scott (1997) provide a comprehensive review of the relevant 

research on communication strategies by comparing the major definitions and 

taxonomies. They also add their own list of strategic devices which is similar to the 

description of strategic competence in the pedagogically motiveited model (Celce-Murcia, 

et al., 1995) that was discussed in an earlier part of this chapter. In addition to tlie already 

established achievement-reduction duality, whose strategies Dornyei and Scott group 

together under "direct strategies," and an e.xpanded list of interactional strategies, they 

also include in their taxonomy "stalling strategies," which they categorize as "indirect 

strategies". These strategies are intended to buy the leiinier some time to think and keep 

the comiminication channels open. By adding a third category of strategies, Dornyei and 
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Scott extend the scope of their definition to inchide devices that are not strictiy meaning-

related. 

Another extended concept of communication strategies is provided by Canale 

(1983) in his revised model of communicative competence- According to his definition, 

communication strategies are used "to compensate for breakdowns in communication" 

(p. 10) and "to enhance the effectiveness of communication (e.g., deliberately slow and 

soft speech for rhetorical effect)" (p. 11). By including non-problem-solving strategies 

into his conceptualization of communication strategies, Canale offers a much broader 

view than most of the other early taxonomies. 

Although these taxonomies differ somewhat in their range of strategies and in 

their temiinology, they all follow a primarily linguistic approach in their attempts to 

define communication strategies. In contrast, Faerch and Kasper's (1983) perspective of 

commmiication strategies is influenced by a psycholinguistic approach as they locate 

communication strategies in a speech production framework. The general model consists 

of a planning phase and an execution phase. In order to achieve the intended 

communication goal, the speaker needs to match the plan with the goal, analyzing the 

situation and the available resources, and execute the plan. If a problem occurs in either 

part of the process, due to the realization that there is insufficient linguistic knowledge 

(planning phase) or the inability to retrieve the desired item or rules (execution phase), 

communication strategies have to be used. Faerch and Kasper define them as follows: 

"Communication .strategies are potentially conscious plans for solving what to an 

individual presents itself as a problem in reaching a particular communicative goal" (p. 
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36). With this definition, they introduce two defining criteria of communication 

strategies: problem-orientedness and consciousness. 

I'he notion of problem-orientedness refers to the fact that language learners most 

likely will find themselve.s in communicative situations which require them to deal with 

deficient knowledge to successfally reach their communicative goal. Problem-

orientedness distinguishes between communicative goals that can be reached without 

difficulty, and goals which present themselves as problems. Only plans that are designed 

to overcome the latter are considered strategies. The secondaiy defining criterion of 

consciousness is derived from problem-orientedness as an individual must be consciously 

aware that there is a difficulty in order to design a plan to solve the problem. 

Faerch and Kasper differentiate in their framework between formal reduction 

strategies, fimetional reduction strategies, and achievement strategies. They list 

"cooperative strategies" as one of their achievement strategies which is a considerable 

diiference to Tarone's taxonomy. According to Tarone's interactional concept, all 

communication strategies are by definition cooperative. A communication problem 

necessitates both interlocutors to negotiate until they reach a shai'ed meaning, hi Faerch 

and Kasper's view, a problem can be solved through joint efforts of both interlocutors, 

but it originates in only one person and it is up to that person to decide whether he wants 

to find a solution by himself or whether he wants to appeal Ibr assistance. 

Although all the taxonomies j ust discussed vary in their terminologies, in their 

levels of specification, and in the approach they use (focus on the speaker, interactional, 
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psycholinguistic), they nonetheless share similar concepts. Bialystok (1990) summarizes 

this idea as follows; 

lT|he variety of taxonomies proposed in the literature differ primarily in 
tentiinology and overall categorizing principle rather than in the substance of the 
specifi c strategies. If we ignore, then, differences in the stracture of the 
taxonomies by abolishing the various overall categories, then a core group of 
specific strategies that appear consistently across the taxonomies clearly emerges, 
(p. 61) 

Another group of researchers, under the guidance of Kellernian and Bongaerts, 

located at Nijmegen University in the Netherlands, carried out a series of studies on 

communication strategies in the 1980s and 1990s. They also follow a psycholinguistic 

approach and argue that communication strategies are inherently mental procedures. 

Kellerman (1991; quoted in DSrnyei & Scott, 1997) maintains that research on 

communication strategies should investigate tlie underlying cognitive processes which 

lead to the use of communication strategies rather than simply describing the 

verbalizations of these processes in very detailed taxonomies which lack generalizability 

and are of doubtful validity. The Nijmegen group sets out to design a taxonomy that is 

parsimonious, generalizable, and psychologically plausible, and divides compensatory 

strategies (a subset of communication strategies, otherwise known as achievement 

strategies) into only two categories, "conceptual" and "linguistic" (or "code") strategies 

which are described as follows: 

Conceptual strategies have 2 types: analytic (spelling out characteristic features of 
the concept) and holistic (using a substitute referent which shares characteristics 
with the target item). Linguistic strategies involve manipulating the speaker's 
linguistic knowledge through either jnorphological creativity or transfer. (Dornyei 
& Scott, 1997, p. 200) 
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However, one has to keep in rnind tliat the applicability of such a restricted taxonomy for 

general research purposes might be limited^ especially since the Nijmegen group decided 

to focus only on the investigation of lexical-compensatory strategies. 

Essentially, then, research on communication strategies originates in two 

theoretical camps which are referred to by Yule and Tarone (1997) as the "Pros", 

following a taxonomic approach, and the "Cons", pursuing a primarily psychological 

approach. The "Pros" focus on describing the forms that are observed in the learner's L2 

data, liberally expanding the categories of conmiunication strategies, while making 

implicit inferences about the different psychological processes that produced them. The 

"Cons" reduce the taxonomies to only a few categories and ai'e primarily interested in a 

description of the cognitive processes that L2 learners use. The "Cons" are opposed to the 

teaching of conmiunication strategies as they sec them as cognitive processes, and -to 

them— teaching strategies would mean teaching cognitive processing. The "Pros", in 

contrast, favor the teaching of communication strategies because 

communication strategies can be seen as devices which enable learners to bridge 
the inevitable gap between classroom interaction Mid various conmiunicative 
situations outside the classroom, hereby increasing their communicative 
competence in a way which is specific for IL communication. (Faerch and 
Kasper, 1983, p. 56) 

Factors influencing speaker's choice of communication strategies 

It has been speculated that factors such as personality, proficiency level, or task 

type may affect the speaker's choice of communication strategies. Paribakht (1985) 

compared native and non-native speakers' use of communication strategies. Her subjects 

(20 native speakers of English, 20 advanced and 20 intermediate ESL speakers with 
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Persian as their LI ) had to describe twenty single lexical items (concrete and abstract 

noims) to native English speakers in an interview situation. She developed a detailed 

taxonomy to use for her quantitative analysis which classified the used strategies under 

four ma-ior approaches: linguistic (exploiting the semantic features of the target items), 

contextual (exploiting the speaker's contextual knowledge), conceptual (exploiting the 

speaker's world knowledge), and mime (exploiting the speaker's knowledge of 

meaningful gestures). Results of this study showed that all learners made use of all four 

approaches, but that native speakers and advanced learners relied more on their 

kno wledge of the target language, making more use of strategies in the linguistic 

approach (e.g., semantic contiguity, circumlocution, metalinguistic clues) than the 

intermediate learners, whereas the intermediate learners made more use of strategies that 

were categorized under the conceptual approach (e.g., demonstration, exemplification) 

and mime than the advanced learners and native speakers. Hence, it seems that learners 

make progressively more use of L2 based strategies as they develop more proficiency in 

the target language, 

Poulisse and Schils (1989), members of the Nijmegen group, also investigated the 

effect of profi ciency level on learners' use of compensatory strategies. Since they 

considered the tasks in Paribakht's study as not representative for an actual 

communicative situation, they added task type as another factor in their study. The 

strategy use of three groups of Dutch learners of English at three different proficiency 

levels were tested on a picture naming/description task, a story retell task, and an oral 

interview with a native spealcer of English. Strategies were classified according to the 
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Nijmegen group's taxonomy that distinguished between conceptual (analytic, holistic) 

and linguistic (morphological creativity, transfer) strategies. Results indicated that 

proficiency level is related to the number of strategies used; more advanced lejimers used 

fewer compensatory strategies than less proficient learners, but -in contrast to Paribakhfs 

results - there was no difference in the type of strategies they chose. Rather, the use of 

compensatory strategies seems to be task-specific; learners used more analytic strategies 

in the picture naming/description task, whereas the story retell task and the interview 

elicited more holistic and transfer strategies. 

Another study that investigated the relationship between proficiency level and the 

use of communication strategies was done by Yoshida-Morise (1998), The goal of her 

study was to identify the nature and number of communication strategies used by 

Japanese learners in an oral inten'iew situation in which their oral proficiency level is 

assessed. Yoshida-Morise develops an extensive taxonomy, based on the work of the 

above discussed researchers (Corder, 1978; Faerch & Kasper, 1983; Paribaklit, 1985; 

Tarone, 1977), which consists of reduction, achievement, and four additional strategies 

(repair, telegraphic, fillers, change of role). On the one hand, her results corroborate 

findings from Paribakhfs study in that less proficient leamers use more strategies than 

other learners in order to compensate for their linguistic deficiencies. On the other hand, 

Yoshida-Morise is able to pinpoint more clearly the relationship between proficiency 

levels and the use of specific strategies: Leai-ners with an increased proficiency level used 

more repair strategies, but less telegraphic, paraphrase, and interlingual strategies. 
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However, these results have to be used cautiously and cannot be generalized since they 

are based on only 12 interviews. 

Smith's (2003a) study investigates the question of communication strategy use 

and task type in a CMC environment. Intermediate-low level ESL students used "chat" to 

complete difTerent jigsaw and decision-making tasks. The study differentiates between 

the use of communication strategies in problem-free discourse, and the use of 

compensatory strategies used to overcome lexical difficulty when navigating the tasks. It 

was found that the task type did not have an effect on the use of communication 

strategies, but it did have an influence on the use of compensatory strategies. The 

decision-making tasks seemed to eUcit more compensatory strategies than the jigsaw 

tasks. Using the Nijraegen group's taxonomy for the analysis of the compensatory 

strategies, it is also interesting to note that the wide majority of strategies used (83%) 

were conceptual strategies, and that learners almost never opted to use linguistic 

strategies. 

In the present study, the discussion of communication strategies is based on an 

interactional perspective, similar to Tarone's. Communication and compensatory 

strategies are not differentiated; rather, communication strategies are viewed as discourse 

management tools. They include devices which are used to overcome problems due to 

deficient linguistic knowledge, e.g., selt-initiated strategies such as topic avoidance, 

circumlocution, or mime, as well as cooperatively-executed problem-solving techniques 

such as appeals for help or comprehension checks. They also include devices used to 

keep the conversation flowing, e.g., fillers, repetitions, or feigning understanding. 
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Domyei and Scott (1.997) call, these strategies "direct", "interactional", and "indirect", 

respectively. Direct strategies include most of the traditionally identified strategies and 

"provide an alternative, manageable, and self-contained means of getting the (sometimes 

modified) meaning across" (p. 198). Interactional strategies require both interlocutors to 

cooperatively solve the communication problem (e.g., appeals for help, clarification 

requests). Finally, indirect strategies are not meaning-related, as they do not directly help 

in solving the problem; rather, they create "the conditions for achieving mutual 

understanding; preventing breakdowns and keeping the communication channel open" (p. 

198). 

The present study intends to identify communication strategies that beginning 

learners of German use in an oral interview situation. Research question 2 investigates 

which kind of communication strategies beginning learners use, whether there is a 

difference according to proficiency level, and whether a change in usage might occur 

during one semester. The taxonomy employed to investigate the reseai'ch question in this 

study is the one from Dornyei and Scott (1997), because it provides the most 

comprehensive account of interactional strategies, and it is assumed that learners will 

make use of these strategies in their oral interviews. The taxonomy is described in more 

detail in the methodology section (chapter 3) of this study. 



Chapter 3 

Methods and Procedures 

Introduction 

Chapter 2 has presented a review of the relevant research literature concerning 

computer-mediated communication, the theoretical foundations of this study in temis of 

second language acquisition theories, an overview of concepts such as communicative 

competence and proficiency, and research into communication strategies that ewe of 

interest for this research project. Findings from prior studies have shown that more 

research is needed in this area with regards to the effect of computer-mediated 

communication on learners' communicative competence. The present study aims to fill 

that gap by investigating the effects of two different treatments (oral role plays and 

synchronous online discussions), both of which are commonly used in the tbreign 

language classroom, on the development of oral and written proficiency. The term 

"proficiency" is used in a modified sense here, and not strictly according to the ACTFL 

Proficiency Guidelines. Since the second semester Gennan learner are considered to be 

between the Novice-Low or the Intermediate-High level according to the Guidelines, a 

scale with more sub-levels was designed to capture their differences when measuring oral 

and written proficiency. Furthemiore, the investigated grammatical features and topics 

were also based on what the students covered in class during that semester, thus 

achievement was measured to a certain degree as well. 

Chapter 3 first presents the research design that was chosen for this project and 

the research questions that were generated based on previous research studies and 

theories as di.scussed in chapter 2. The following sections describe the subjects as well as 
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their background concerning demographics and language learning experience, the data 

collection procedures, and data analysis procedures. The methodology for the statistical 

and qualitative analyses, including coding procedures, is also explained. 

Research Design 

In, order to investigate the research questions for this study, a quasi-experimental 

design was chosen. Quasi-experimental designs are defined as being similar to 

experimental designs in that the purpose of the method is to determine a cause and effect 

relationship and that a direct manipulation of conditions is involved (McMillan & 

Schumacher, 1997). However, in contrast to the experimental design, a random 

assignment of the subjects to different treatment groups is not possible. I'he present study 

used "intacf classes, i.e., five sections of GER 102 which were already organized as 

classes based on students' self-selected registration, which means that a random 

assignment to the different treatments was not feasible. 

Fuitherraore, this study has a mixed design, i.e., quantitative as well as qualitative 

data were analyzed. Based on the large number of subjects available for this study 

(n=94), the researcher decided to investigate some of the research questions, such as the 

gain in overall oral and written proficiency with inferential statistics (research question 

#1 .a). Additionally, in order to explore in more depth some of the issues that have been 

observed in the quantitative analysis, a multiple-case study approach was employed. It 

was used to gain further knowledge about the amount of language produced and its 

accui-acy (research question #l.b) and about the different use of language and 
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interlanguage development based on participants' proficiency levels (research questions 

#2 and #3). 

The mixed design also refers to the fact that this study uses both a pretest-posttest 

aiid a betweeii-groups design (Hatch & I^azaraton, 1994). Since the same measurements 

(oral interview and in-class writing) were taken Ixom the same subjects before and after 

the treatment, this structure qualifies as a pretest-posttest design. But since the 

comparisons are also drawn between independent groups, depending on the treatment 

they received (oral role play, chat, or no treatment), this can be called a between-groups 

design as well. 

Research Questions 

The increasing use of technology in foreign language instruction necessitates 

research that examines its possible benefits or disadvantages more closely. As stated 

briefly in chapter 1, the present study aims to contribute to our understanding of this issue 

by investigating whether synchronous CMC has an effect on the development of oral and 

written proficiency of beginning learners of German. The research proposed here is 

guided by the following questions: 

Research Question #1: 

To what extent are participants' levels of oral and written proficiency different between 

groups after one semester of instruction, depending on the treatment (role play, chat, no 

treatment)? The extent of di fference, if any, is determined as follows; 

a) by t!ie pre- and post-treatment scores on the oral interview and in-class witing 
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b) by a comparison between pre- and post-treatment evidence of quanti ty of 

lan.guage produced, lexical richness, and grammatical accuracy (subject-verb 

agreement, present perfect) in oral interview and in-class writing 

Research Question #2: 

What kind of communication strategies do participants use in the oral interview? Is there 

a difference due to proficiency level? Is there a possible difference in usage between the 

beginning and tlie end of the semester? 

Research Question #3: 

In what ways do the results of the writing parts of the in-class achievement-based chapter 

exams provide evidence of any interlanguage development concerning linguistic 

accuracy over the course of the semester? Linguistic accuracy is operationally defined 

here as accurate and appropriate use of tenses and level of syntactic complexity. 

Research Question #4: 

What are students' perceptions of the di fferent modes of class interaction (role play, 

chat)? Does their attitude towards the use of technology influence their perceptions? 

The rationale for analyzing the transcripts of the oral interviews and the in-class 

writings for subject-verb agreement and present perfect forms (RQ 1 .b) lies in their 

irequent and varied use by the second-semester subjects in this study. Some initial 

mastery of both linguistic features had been observed in the pre-treatment proficiency 
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measurements, but a more accurate use over the course of the semester was expected and 

would reflect a developing interlanguage system, 

A similar rationale applies to choosing syntactic complexity mid accurate and 

appropriate use of tenses as indicators of a developing interlanguage system in the 

analysis of the writing task sections of the chapter exajus (RQ 3). According to the 

A.CTFL Proficiency Guideiines, the development of writing skills from the Novice- to the 

Intermediate-level is characterized by moving from formulaic sentence structures to more 

freely combined sentences which gain in complexity (from basic subject-verb-object 

word order to the use of inverted word order and cohesive elements) as well as more 

varied tense usage. The use of syntactically more complex structures (e.g., inverted word 

order, conjunctions) allows learners to create more cohesive and longer texts. A more 

appropriate use of tenses shows the learner's growing awareness of and ability to 

effectively use these structures in a written task. Improved accuracy in any of these 

linguistic features suggests a developing interlanguage system. 

Subjects 

The subject pool is comprised of all students enrolled in second semester German 

(GER 102) during the spring semester 2002 (five sections) at the University of Arizona. 

Only data from subjects who consented prior to the first day of data collection were 

analyzed in this study. The students gave the researcher written permission to use their 

data in any analysis for and presentation of this dissertation. Prior to starting this study, 

the researcher had successfully passed the Human Subjects Protection Certification as 

required by the f Jniversity of Arizona. 
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At the beginning of the semester, 112 GER 102 students qualified as candidates 

for this study. The students were informed by the reseai'cher that their participation in this 

study would have no influence, neither negatively nor positively, on their grade in the 

class, and that the activities they would be asked to do in the lab were integrated in their 

syllabus. The only extra time that the students would have to spend was the 5-10 minute 

oral interview at the beginning of tlie semester; the oral interview at the end of the 

semester also counted as the final oral exam for their class that they had to complete 

anyway, so there was no extra time required. Students were also informed that they could 

withdraw at any time from the participation in this study without having to provide iuiy 

explanations. They were furthemiore advised that their language data was collected 

anonymously and that rt was only available to the researcher, but not to the teachers of 

the classes. Three students decided not to participate in the study, and one student 

withdrew from the study during the semester. 10 more students either dropped the class 

or switched into higher or lower levels. Four more subjects had to be deleted from the 

subject pool because their language data was either not complete, or they had fulfilled a 

task inappropriately (e.g., writing a message in English to the researcher instead of 

writing a short essay in Gemian on the assigned topic). Only data from subjects who were 

present at all data collection days were analyzed in this study which brings the total 

number of participants to 94. 

The population was selected because their language proficiency in German is 

assumed to be high enough to participate in computer-assisted classroom discussions, but 

also low enough to potentially show some change in the proficiency level over the course 
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of only one semester. Furthermore, the German 102 sections comprised the largest group 

of students in the German language program in tlie spring semester 2002. 

Participants' Background 

Participants completed a background questionnaire at the beginning of the 

semester regarding their demographic infomiation, personal language learning experience 

with German, as well as attitudes towards the use of teclmology in a foreign language 

class. The questionnaire consisted of seven fill-in items and seven statements which 

needed to be rated on a five-point Likert scale. The complete questioimaire can be found 

in Appendix A. 

The following table provides a useM overview of the easily quantifiable results 

based on students' self-reported answers, listing mean scores and ranges whenever 

appropriate. Each section included 1-3 native speakers of other languages than English, 

such as Swedish, Russian, Japanese, Spanish, Filipino/Tagalog, and Lithuanian; about 

half the paiticipants in each section reported knowledge of additional languages. 

Table I: Participants' Background 
Female Male Mean 

Age 
Age 

Range 
Familiarity with 
email, listserv, 

POLIS 

Computer at 
home 

Sect. 1 14 7 ' 21 18-26 17 yes; 4 no 20 yes; 1 no 
Sect. 2 9 7 22 18-47 13 yes; 3 no 15 yes; 1 no 
Sect. 3 5 8 20 17-30 10 yes; 3 no 10 yes; 3 no 
Sect. 4 11 9 20 18-25 14 yes; 6 no 18 yes; 2 no 
Sect. 5 13 11 21 18-31 14 yes; 10 no 23 yes; 1 no 

The large majority of the participants reported having used computers for email, listserv 

discussions, or POLIS (a web-based discussion tool developed at the University of 

Arizona) in other German language classes; most of them also had access to a computer 
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at borne. The data from the table suggests that the participants im'olved in this study were 

quite comparable overall. They were roughly the same age, had a simihu* experience of 

using computers in the language classroom and had similar access to computers. 

The remaining seven items were recorded through a five-point Likert scale and 

dealt more specifically with participants' patterns of using computers and their attitude 

towards them. The mean ratings in each category are displayed in the table below, 

whereby the highest rating in each categor)- (e.g., "always", "strongly agree", or "very") 

receives the score of 5, and the lowest rating in each category (e.g., "never", "strongly 

disagree", or "not at all") receives a score of I. 

Table 2: Experience with and Attitude towards Computers 
Sect. 1 Sect. 2 Sect. 3 Sect. 4 Sect. 5 

I use a computer 4.23 4.50 3.76 4.32 4.26 

I feel comfortable using a computer 4.05 4.56 4.00 4.32 4.52 

Using a computer gives me more 
opportunities to read imd write 

4.06 3.41 3.82 4.04 

Learning how to use a computer is 
important for my career 

4.23 4.39 3.71 4.00 4.15 

1 use email to communicate with my 
classmates and friends 

2.91 3.28 2.94 3.36 3.44 

I use chat rooms to commimicate with 
other people 

2.36 1.72 2.12 2.55 2.33 

I would enjoy using a computer to 
practice my language skills in German 

3.36 3.89 3.41 3.59 3.89 

Result.s indicate that participants across all sections frequently use computers and feel 

quite comfortable doing so. While most consider some working knowledge of computers 

as important for their careers, fewer participants think of computers as providing 

additional opportunities for reading and writing. There is a clear decrease in numbers 

when it comes to using computers for emailing and even more so when asked about the 
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use of chat rooms. However, participants display a predominantly favorable attitude 

towards the use of computers in the foreign language classroom. 

Procedures 

In the spring semester 2002, it was common for all German basic language classes 

(GER 101-202, except for the evening classes) at the University of Arizona to go to the 

computer lab once a week to engage in a variety of activities (e.g., searching the Internet 

for specific infonnation, doing online activities, chat, etc.). GEiR 102 sections meet five 

times a week: Four classes take place in the regular classroom and one class in the 

computer-assisted classroom. The evening section of GEiR 102, the non-treatment group 

as will be explained later, only meets twice a week (for a total of four hours) in the 

regular classroom and does not use the computer lab. 

The computer lab that was used for instruction is the so-called COHLab in the 

Modem Languages Building at the University of Ari7X)na. It provides a state-of-the-art 

facility which is specifically designed for both ftice-to-face comnumication and 

collaborative, computer-mediated communication. The COHLab consists of 24 IBM-

compatible computers, arranged in three pods with eight computers each, along with 

swivel chairs on wheels which facilitate easy movement from one computer to another or 

among the different pods. 

The fi ve sections of German 102 were assigned to different treatments. Two 

sections (section 1 and 3) did the regularly assigned activities in the computer lab, 

consisting of an Internet information search, followed by an oral role play, performed at 

the end of the class in the lab. Two other sections (section 2 and 4) also did the regularly 
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assigned activities in the computer lab (Internet infonnation search), but they performed 

the role play via synchronous CMC, in this case chat. These sections used IRC Fran<;ais, 

a chat program that provides students with easy access to diacritics (e.g., German 

Umlauts), a feature which is not supported or not that easily available in other chat 

programs. By using different channels in IRC, students can easily be assigned to different 

groups. There were a total of 12 chat sessions during the semester. The evening section of 

German 102 (section 5) did not use the lab. It does not sei-ve as a control group for this 

study as it had a different format, a different instructor, and because participants in 

evening classes often display different demographic and motivational characteristics than 

those in regular m.orning classes. For the purpose of this study, section 5 functions as a 

non-treatment group; thus, the data collected from this section are not used for analyses 

or comparisons, but are reported only for the sake of completeness. 

The four sections using the lab were taught by two different instructors who were 

first-year students in the Master's Program in German Studies. Each instructor taught one 

section that performed oral role plays and one section that used chat, so treatment was not 

confounded by instructor. Both instructors are English native speakers with a similarly 

high level of protlciency in German. 

An overview of the research procedures is provided in the following chart. 
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Chart 1; Research Procedures 
Pre-Treatment Measurement Instruments (5 sections of GER. 102) 

1. questionnaire (demographic information, personal language learning experience with Gennan, 
attitudes towards the use of technology in a foreign language class) 
2. oral interview (rated with analytic scale) 
3. in-class writing sample (rated with holistic scale) 
4. multiple case study: participants with highest, median, and lowest score in oral interview and 
in-class writing from each section (n='21): oral interview and in-class writing (transcribed and 
coded for quantity of language, lexical richness, subject-verb agreement, present perfect; 
communicaticMi strat^Jes oral interviews) 

Role play Group (n=34) 
Two GER 102 Classes 

Conducted by researcher: 
1. analyze writing task section 
of 4 chapter tests of 8 subjects 
(the highest, the median, and 
the lowest score in oral 
interview and iii-class writing) 
for accurate and appropriate 
use of tenses and syntactic 
complexity 
2. instructors fill out chait on 
student behavior after error 
correction at role play (12 
times) 

Performed by students: 
1. take regular chapter tests in 
class (4) 
2. do web-based activities in 
the lab, followed by an oral 
role play (12 times) 

Chat Group (n=36) 
Two GER 102 Classes 

Conducted by researcher: 
1. analyze writing task section 
of 4 chapter tests of 8 subjects 
(the highest, the median, and 
the lowest score in oral 
interview and in-class writing) 
for accurate and appropriate 
use of tenses and syntjvctic 
complexity 
2, instructors till out chart on 
student behavior after joining 
chat groups (at their 
discretion) to coixect errors 
(12 times) 

Performed by students: 
1. take regular chapter tests in 
class (4) 
2. do web-based activities in 
the lab, followed by chat (12 
times) 

No-Treatment Group 
(n=24) 

One GER 102 Class 

Conducted by researcher: 
I. analyze writing task section 
of 4 chapter tests of 5 subjects 
(the highest, the median, and 
the lowest score in oral 
interview and in-class writing) 
for accurate and appropriate 
use of tenses and syntactic 
complex it>' 

Performed by students: 
1. take regular chapter tests in 
class (4) 

Post-Treatment Measurement Instruments (5 sections of GER 102) 
1. questionnaire (experience and attitudes towards the use of role plays and chat in the German 
class) 
2. oral interview (rated with analytic scale) 
3. in-class writing sample (rated with holistic scale) 
4. multiple case study: participants with highest, median, and lowest score in oral interview and 
in-class writing from each section (n™21): oral interview and in-class writing (transcribed and 
coded for quantity of language, lexical richness, subject-verb agreement, present perfect; 
communication strategies fw oral intervievvs) 
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Tasks 

The researcher developed all the communicative web-based activities that the 

students completed in the computer lab, and posted them as web pages accessible from 

the departmental homepage (for a complete list of the lab tasks see Appendix K). The 

activities usually consisted of a guided Intentet-based infonnation search, followed by a 

role play. Sometimes an activity was preceded by an online vocabulary-reviewing 

exercise from the textbook if it was assumed that the web activity would not take the 

entire class period. All activities were designed to recycle already learned material from, 

the chapter that was currently the focus of class work. An example of a web activity is 

presented below: 

Einkaufen mit tier Mau.s! 

Sie sind neu an Hirer Austauschuiiiversitfit in Deutschlarid und wollen mit einem anderen Studenten/ mit 
einer anderen Studentin eine Wohnung teilen, Sie haben aber noch keine lVl5bel und leider auch gar keine 
Zeit, stundenlang in der Stadt nach Mdbeln zu suchen. Kauten Sie litre Wohnungseinrichtung bei einem 
deutschen Versandkatalog! 

Sie haben zusammen 2500 l5uro, 

Maclien Sie eine Liste: 
1. Welche M5bel brauclien Sie filr Ihre neue Wohnung? 

Suchen Sie die M6bel in einem Versandkatalog im Internet und schreiben Sie auf: 
1. Wie sehen die MObel aus? (Farbe, Holz oder Plastik, grol3/klei:n...) 
2. Wie viel kosten die einzelnen M5beistiicke? 

Die populiirsten deutschen Versandkataloge sind: 

Neckerniann; htti3://wvvw.neckermann.de 
Quelle: ht1:p://www.que11c.de 
Otto: httD://wwvv.otto.de 
1 kea: http://vvww.ikea.de 

Machen Sie ein Rollenspiel und diskulieren Siejetzt mit Ihrem Partner/ Ihrer Partnerin, welche Mdbcl Sie 
zusammen fBr welches Zimmer kaufen kdnnen. Was ist fOr Sie wichtig? Sie sollen beide mil der 
Entscheidung glilcklich sein! 
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[Translation; 
Shopping with the mouse! 
You arc new at yoiir exchange university in Germany and you want to share your apartment with another sliident. You 
do not have any furniture yet, and unfortunately, you also do not have any time to go shopping in the city. Buy your 
furniture online! 
You have 2500 Euro together. 
Make a list: 

I. What kind of furniture do you need for your apartment? 
Look for these item.'; in an online furniture catalog and write down: 

1. What does tlic furniture look like? (color, wood or plastic, big/small,,.) 
2. How much arc the pieccs of furniture? 

The most popular online catalogs arc: Neckerraaiui, Quelle, Otto, Ikea 
Now do a role play and discuss with your partner which furniture you can buy together for which room. What 

is important for you? You should both be happy with the decision!] 

The web activities were structured according to the same principles: two or three 

students worked together as a group whereby each had access to their own computer. The 

instructors assigned group members at their discretion; sometimes they paired students up 

according to their language levels, sometimes randomly by drawing names tiom a hat. 

Students read the assignment, which gave them step-by-step instractions of how to 

proceed and which topics to cover in their Internet search, and then clicked on one of the 

provided links. Approximately 15-20 minutes before the end of the lesson, the instructors 

asked students to engage in the assigned role plays based on the information they had 

found through their web search. While the CMC-sections used the chat software to do 

their role plays in the time given, the oral role play sections engaged in oral pair- or 

group-work, and finally performed 2-3 role plays in front of the class at the very end of 

the lesson. 

While attempting to mtike these lab acti vities an integral part of the syllabus, the 

question of how to provide feedback came up inevitably, hi a regular classroom, students 

usually receive some kind of feedback from the instructor while or after they engage in 

communicative activities, e.g., correction of pronunciation, grammar mistakes, or 

vocabulary items. In other studies using chat as a means of communication, corrective 

feedback has often been provided a posteriori, through printed and m.arked transcripts of 
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the chat conversations. In order to keep the treatment conditions as similar as possible 

between the oral role play groups and the chat groups, the researcher decided not to hand 

out marked transcripts as they would provide a very permanent record of students' 

mistakes and the corrective feedback provided compared to the rather ephemeral nature 

of oral corrections done in a classroom setting. Instead, the researcher asked the 

instructors to provide feedback to the oral role play groups in the lab the same way they 

did in the regular classroom, i.e., giving comments when noticing mistakes or providing 

help when asked while circling around. For the chat groups, instructors would actually 

join specific channels for a short time, observe the computer-mediated written 

conversation that was going on, and offer suggestions or feedback. The instructors also 

received a chart from the researcher which they filled out atler each lab session, 

providing intbrmation about the type of corrections they gave and students' reactions to 

them (Appendix G). 

Data Collection 

In order to establish participants' level of oral and written proficiency at the 

beginning and at the end of the semester, the researcher used multiple instruments: oral 

interviews, a computer-adaptive placement test, and a timed in-class wiiting. Each 

subject participated in two oral interviews, one at the beginning and one at the end of the 

semester. All interviews were audiotaped. The identities of the interviewees were kept 

confidential by having interviewees use code names for the interview. A list matching 

code names and real names was established separately without access to the researcher 

until the ratings were finished. Questions in the interview covered topics from the regular 
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class (based on the chapters from the textbook) and were the same for both interviews to 

ensure comparability. The rtttionale for obtaining a speech sample through an oral 

interview and not by letting pfirticipants talk unrestrictedly for a specific amount of time 

(maybe by asking them to tell a stoiy or react to pictures) was that the interview provided 

a more interactive structure and hence more opportunities for the use of a variety of 

communication strategies. 

Oral Interviews 

The oral interview (Appendix B) resembled in its structure the AC'rfT> Oral 

Proficiency hiterview; it consisted of a warm-up phase, level checks and probes, and a 

fmal wind-down phase. In the warm-up phase, very easy and familiar questions were 

asked, for example interviewees' names, where they come from, questions about their 

family, the weather and their studies. The level checks and probes were intended to elicit 

more difficult language in terms of structm-e and vocabulary, and to see on which level 

the interviewees could still communicate successfully and when their language would 

break down. Topics for this phase were a typical weekend activities, the description of a 

normal day, an account of what they did last summer, where they would like to live later 

in their lives and a role play in a restaurant. While students were expected to be able to 

respond to the first three topics at the beginning of the semester, the grammar structure 

about where they would like to live and the vocabulary tor the role play in the restaurant 

were only taught towards the end of the semester. In order to provide interviewees with a 

sense of accomplishment, the wind-down phase concentrated again on questions they 
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were familiar with, such as leisure time activities and hobbies, so that interviewees could 

feel good about the interview when they left. 

The interviews were rated by the researcher using an analytic scale, adapted from, 

the^4C"rF£, Proficiency Guidelines (Breiiier-Sanders, Lowe, Miles, & Swenders, 2000), 

the ACTFL Performance Guidelines for K-J2 Learners, and various other sources. It can 

be assumed that students in the second semester are mostly between the "Novice High" 

and "Intermediate Low" level on the ACTFL OPI scale. The adapted scale (Appendix D) 

consists of more sub-levels in order to be sensitive enough to measure changes in oral 

proficiency that might occur over a short period of time (one semester ). The six sub-

levels feature narrative descriptions and have a range of three points each. The adapted 

oral scale was tested by several other German language teachers rating oral samples that 

were not involved in this research project to create a robust scoring tool. Each interview 

was assigned a certain number of points by the researcher. A third of the interviews was 

rated a second time by an experienced German teacher not otherwise involved in the 

study to e.stablish interrater reliability. Interviewees' identities were also unknown to the 

second rater. The second rater was trained by the researcher to become familiar with the 

rating scale. The interrater reliability was .82 for the oral interviews recorded at the 

beginning of the semester and .99 for the interviews at the end of the semester. The 

higher interrater reliability for the post-treatment scoring might be due to an increased 

familiarity with the rating scale for the second round of ratings. 
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Computer-Adaptive Placement Test 

Subjects also took the standardized language placement test (G-CAPE) twice, 

once at the beginning and once at the end of the semester. This test is an adaptive 

computerized test developed by Brigham Young University which assesses subjects' 

knowledge in the area of grammar, vocabulary, and reading comprehension. The test is 

the same test that is administered by the College of Humanities to place students with 

prior language knowledge in the appropriate basic language classes. Immediately after 

taking the test, the computer provides test takers with their score. 

Several concerns about the test's reliability have been voiced when the test is 

administered for placement purposes during the regular school year. However, when a 

student is misplaced, tliis mistake can easily be found and the problem solved. In the 

course of this study, it also becmne obvious quite quickly that some results that the 

participants obtained were not reliable. In one case, a learner took the test and was done 

after 5 minutes with a score of 0. Clearly, a student in second semester German should 

not score that low. The technical administrator who was present at that moment explained 

that due to the nature of being an adaptive test, it would happen sometimes that test takers 

are randomly assigned beginning questions that are too difficult (even though they might 

be placed in the mid-range of difliculty level in the test item bank), and therefore the test 

would be concluded without measuring the test taker's ability appropriately. The 

researcher asked this particular student to repeat the test and the result was 252 points 

which placed her right into second semester German. As the researcher found out through 

the print-out of the test results, this student took the test a third time during the same lab 

period with a score of 150 points. These very different results which were all obtained 
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within a 50 minute period, in addition to other incongruities, led the researcher to decide 

to disregard the scores from the placement test as measurement for participants' level of 

proficiency. 

In-Class Writing 

At the beginning and at the end of the semester, participants also did a short in-

class writing. The writing prompt was similar -but not identical— in both cases, in order 

to aliow comparability but prevent a practice effect (Appendix C and F). Participants 

were asked to write as much as they could and as well as they could without any 

assistance (e.g., teacher or dictionaries) in the limited time of ten minutes. The first 

writing was done in the regular class using paper and pencil, whereas the second writing 

was done on computers in the lab. The researcher decided to use different modes for the 

writing in order to address any possible preference effect. Even though the use of a word 

processing program lends itself to easier editing of a written text, it became clear through 

erased or crossed-out phrases that the learners also edited their texts when writing by 

hand. 

The writings were rated by the researcher using a holistic scale, adapted again 

from the ACTFL Proficiency Guidelines, ihe ACTFL Performance Guidelines for K~12 

Learners, and various other sources. This scale also features more sub-levels than the 

original ACTFL Proficiency Guidelines in order to be sensitive enough to measure 

changes in written proticiency that might occur in one semester (Appendix E). Sub-levels 

feature narrative descriptions and have a range of points. The adapted writing scale was 

tested by several other Gennan language teachers rating other writing samples to create a 



robust scoring tool. Each writing was assigned a certain number of points by the 

researcher, and the identities of the participants were kept confidential A third of the 

writings was rated a second time by an experienced German teacher not otherwise 

involved in the study to establish interrater reliability. The second rater was trained by the 

researcher to become familiar with the rating scale. The interrater reliability was .99 for 

both pre- and post-treatment in-class writings. 

Multiple Case Study 

In order to analyze some of the data in more detail, a multiple case study approach 

was employed. Using strati fied sampling, the researcher selected the data of those 

participants from each section who obtained the highest, the median, and the lowest score 

in the pre-treatment oral interview and in the in-class writing. Each section has between 

three and five different case study participants. For example, in section 1 the students 

who had the highest, median, and lowest scores on the pre-treatment oral interview also 

obtained the highest, median and lowest scores on the pre-treatment in-class writing. 

Hence, section 1 has three case study participants. Section 3, in contrast, has five case 

study participants, because only the student who obtained the median score in the pre-

treatment oral interview also obtained the median score in the pre-ti'eatment in-class 

writing. The highest score in tlie pre-treatment oral interview and in the in-c!ass writing 

was obtained by two different students, which is also true for the lowest score achieved 

for both measurements. Thus, section 3 has five case study participants. The total 

number of case study participants is The oral interviews of these participants (both 

for pre- and post-treatment) were transcribed in their entire length, including pauses 



which were marked by and fillers which were transcribed as "ahra", "ah", or "err" 

in case tJie aspect of fluency should be investigated at miy point in the future. Perceived 

mistakes such as mispronunciation and wrong conjugations were transcribed as mistakes, 

i.e., they were spelled exactly the way they were heard. 

Transcripts of the oral interviews as well as the in-class writing samples (both for 

pre- and post-treatment) were coded for several features (quantity of language produced, 

lexical richness, subject-verb agreement, present perfect) and results were compared 

using statistical procedures. The two linguistic features, subject-verb agreement and 

present perfect, were chosen for analysis since they occurred frequently but with wide 

variation in accuracy in both the oral interview and the in-class writing. A more accurate 

use of subject-verb agreement, a veiy basic feature of inflectional morphology, reflects a 

developing interlanguage system, especially since some initial mastery of these forms at 

the pre-treatment proficiency level of tlie participants had been observed. This also 

applies to the use of the present perfect in a second semester German class. The present 

perfect tense was first introduced in the last chapter of GER 101. In GER 102 its use is 

reviewed and further practiced. Since it is the only past tense form that the students have 

at their disposal (simple past tense is only introduced at the beginning of GER 201), an 

increasingly more accurate use is both necessary for communication and more likely to 

be integrated into the learners' interlanguage in the second semester. The transcripts of 

the oral interviews were also coded for the use of communication strategies. 

The writing task sections of the regular in-class achievement-based chapter exams 

were collected for eacli student over the course of the semester to document the potential 

developments in wiitten proficiency with regards to specific features. Since neither the 
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striictLire nor the topic of these writing tasks could be influenced by the reseajxher (the 

exams were designed by the instructors of all GER 102 sections), the researcher decided 

to explore two general features that would appear in any kind of writing: syntactic 

complexity as well as accurate and appropriate use of tenses. The writing samples of the 

case study participants were coded and analyzed with regard to these features. The use of 

syntactically more complex structures (e.g., conjunctions, inverted word order) seems to 

indicate a more developed interlanguage system, as it allows the learner to create longer 

and more cohesive texts. The more accurate use of tenses also suggests a developing 

interlanguage system. It is assumed that further development might be exhibited with 

respect to both features over the course of one semester. 

Treatment protocols for all of the groups involved were kept (Appendix G). The 

instructors filled out a chart after each session in the lab (role play and chat), answering 

questions about ditl^rent types of corrective feedback, questions students asked, the 

amount of feedback they provided, and any other comments they wanted to make. The 

data were used to document the extent of the treatments for all groups, but are not further 

analyzed. 

At the end of the semester, participants were asked to fill out another 

questiomiaire (consisting of 19 Likert-type scale items) concerning their experiences with 

and attitudes toward the use of role plays (Appendix H), or chat (Appendix I) during the 

semester, or alternatively, the hypothetical use of either (Appendix J) for the non-

treatment group. The items on the questionnaire were adapted from, surveys used in 

similar research studies (Kern, 1995; Meunier, 1998) and chosen based on their ability to 
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elicit information that might be helpful in explaining students' likes and dislikes of the 

different treatments. 

The following chart summarizes the types of data that were collected with regard 

to tlie specific research questions: 

Chart 2: Data Types and Collecdon Methods 
Research Questions Types of Data 

Collected 
M^ethod of Data Collection Spring 

Semester 
2002 

1, To what extent are 
participants' levels of oral 
and written proficiency 
different after one semester 
of instniclion, depending on 
the treatment (role play, 
chat, no treatment)? The 
extent of difference, if any, 
is determined as follows; 
a) by the pre- and post-
treatment scores on the oral 
interview, and in-class 
writing 

b) by a comparison between 
pre- and post-treatment 
evidence of quantity of 
language produced, lexical 
richness, and gi'ammatical 
accuracy (SVA, present 
perfect) in oral interview 
and in-class writing 

'0 
proficiency level in 
German (beginning and 
end of semester) 

b) 
• quantity of language 
• lexical richness 
• grammatical 

accuracy (SVA, 
present perfect) 

a) 
® oral interview score 

® in-class writing sample 
score 

b) 
from oral interview transcripts 
and in-class writing samples of 
21 multiple-case-study 
participants 

Jan. 22-24, 
Apr. 29-30 
Jan. 25, 
Apr. 22-26 

2. What kind of 
communication strategies do 
participants use in the oral 
interview? Is there a 
difference due to proficiency 
level? Is there a possible 
difference in usage between 
the beginning and the end of 
the semester? 

communication 
strategies 
(based on taxonomy 
developed by Doniyei & 
Scott, 1997) 

from oral interview transcripts 
of 21 multiple-case-study 
paiticipants 

Jan. 22-24, 
Apr. 29-30 

3, in what ways do the 
results of the writing parts of 
the in-class achievement-
based chapter exams provide 
evidence of any 
interlanguage development 
concerning linguistic 
accuracy over the course of 
the semester? 

accurate and appropriate 
use o f tenses and 
complex sentence 
structures in writing 
tasks 

writing task sections of the 
regular in-class exams (4 
chapter tests) of 21 multiple-
case-study participants 

Febr. 5 
Febr. 26 
March 26 
April 23 
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Research Questions 
(continued) 

Types of Data 
Collected 

Method of Data Collection Spring 
Semester 
2002 

4. What are students' 
perceptions oftlie different 
modes of class interaction 
(role play, chat)? Does their 
attitude towards the use of 
technology influence their 
perceptions? 

students' affective 
reactions to and 
experiences with the use 
of role play and chat 

post-questionnaire 
• Likert-type measurement 

scale identitying students' 
post-treatment experiences 
and attitudes (19 items) 

Apr. 22-26 

background information (to 
describe population) 

demographic 
information (gender, age, 
nationality, native/ other 
languages), personal 
language leanitng 
experience with German, 
attitudes towards the use 
of technology in general 
and in FL classes 

pre-questionnaire 
® self-reported inibrmation 

tirom personal backgixmnd 
questionnaire 

» likert-type measurement 
scale identifying students' 
pre-treatment experience 
and attitudes (7 items) 

January 16 

Data Analysis and Coding Procedures 

Comparison of Scores 

The first research question concerns the levels of proficiency as measured at the 

beginning and at the end of the semester. Using two different instruments (oral interview, 

in-class writing), oral and written proficiency of each subject was established before the 

beginning of the treatment phase, very early in the semester, and at the end of the 

semester as well. The mean pre- and post-treatment scores for each group (role play

group, chat-group, non-treatment-group) were analyzed using an analysis of covariance 

(ANCOVA). According to McMillan and Schimiacher (1997), the purpose of an 

ANCOVA is "to adjust initial group differences statistically on one or more variables that 

are related to the dependent variable but uncontrolled, and to increase the likelihood of 

finding a significant difference between group means' ' (p. 376). 



114 

Analysis ofLmguistic Features 

Both the transcripts of tlie oral interviews and the in-class writings of the case 

study participants (n--'21) were coded for the following features: quantity of language, 

lexical richness, subject-verb agreement, and accurate use of the present perfect tense. 

Quantity of Language Produced 

Many research studies use T~units as measurement for quantity of language. A T-

unit, or minimal tenninable unit, contains one independent clause and its dependent 

clause. T-units are defined as "the shortest units into which a piece of discourse can be 

cut without leaving any sentence fragments as residue" (Hunt, 1970, quoted in Bardovi-

Harlig, 1992, p. 390) or more precisely as "one main clause plus whatever subordinate 

clauses happen to be attached or embedded within in" (Hunt, 1966, quoted in Crookes, 

1990, p. 184). However, a T-unit analysis seems to reflect the learner's knowledge of the 

language inaccurately since it artificially divides sentences that were intended to be units 

by the learner. Especially when analyzing oral speech, T-units do not seem to be the best 

choice to measure quantity of language since they require the presence of a verb, and oral 

speech, for example oral interviews, often display incomplete sentences, i.e., they lack a 

verb. 

In order to remedy this problem, Loban (1966; quoted in Crookes, 1990) invented 

the concept of "communication units" or c-units. This measurement accounts for the 

elliptic nature of oral speech in that it does not require the presence of a verb to form a c~ 

unit. As long as the isolated phrase has a communicative value, it can be coded as c-unit. 

For example in the verbal exchange: "Where is the cat?" - "On the sola." only the 
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question could be coded as a T-unit, since the answer is not a main clause. However, 

when c-units are employed for the analysis, this mini-dialogue would be counted as two 

c-imits because the answer definitely has a communicative value. 

However, Ibr the present study, the researcher decided that a mere count of words 

would provide sufficient information about the quantity of language produced, since tliis 

number is analyzed in combination with measurements of lexical diversity and lexical 

density. Hence, for each case study participrnt, the total number of words produced on 

the oral intendew and the in-class writing were counted using the "word count" tool in 

Microsoft Word. English words and proper names were excluded from this count. Only 

the paiticipants' own name and name of their home town as answers to the first two 

questions of the oral interview were included, These words were counted as "valid" 

words in the analysis and they were divided by the total number of words (in the oral 

interview and in the in-class writing) of each prnticipant in order to establish the 

percentage of valid words used. Since it had been observed that some participants used 

enumeration of places they had visited or titles of CDs they had bought as a strategy to 

write more text, the researcher decided that by eliminating all proper names and English 

words (except for the ones discussed above), a more accurate picture of the participants' 

actual knowledge of German vocabulary would emerge. 

Lexical Richness 

In order to ascertain participants' knowledge of vocabulary beyond the sheer 

number of words, lexical riclmess was analyzed using two separate measures: lexical 

diversity and le.xical density. I.exical diversity (or lexical variadon) is measured by a 
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type-token ratio: The total number of different words is divided by the total number of 

words. If the same word occurs more than once in the text, it is counted only once as a 

"type", but each occurrence is counted as a "token" (Nation, 2001). The formula for 

calculating lexical diversity is presented below (based on I^aufer & Nation, 1995). 

Lexical diversity= number of types 
num ber of tokens 

Several concerns have been raised in the literature when using lexical diversity as 

a measure of lexical richness. It has been shown that it is an unstable measure for short 

texts and can be affected by text length (Laufer & Nation, 1995). Another issue is that 

lexical diversity, as well as lexical density, depends on the definition of a word. Studies 

in vocabulary acquisition have repeatedly pointed out this predicament (Nation, 2001; 

Schmitt, 2000; Singleton, 1999), and asked the following questions: "What do we count 

as a word? Do we count hook and hooks as the same word? Do we count green (the 

color) and green (a lacrge grassed area) as the same word? Do we count people's names?" 

(Nation, 2001, p. 6). Suggestions of possible definitions of "word" included the use of 

lexemes, lemmas, word families, orthographic imits, phonetic and phonological 

characterization, and semantic definitions, but each of these units evokes a different set of 

problems (for a more detailed description see Singleton, 1999, pp. 8-14; Crystal, 1987, 

pp. 91-93). 

The least problematic definition seems to be the grammatical definition, i.e., the 

differentiation, between content (or lexical) words and fimction (or grammatical) words. 

However, this definition is also ambiguous when it comes to so-called grammatical 

words such as prepositions (e.g., within, towards) and conjimctions (e.g., although) which 

are not devoid of semantic content, but are categorized as such. Using the criteria of 
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"positional mobility" and "internal stability", based on Bloomfield's (1933) definition of 

the word as a "minimal free form", in connection with the distinction between content 

words and function words adds more validity to this concept. Singleton (1999) describes 

"positional mobility" as the fact that words in this category "are not fixed to particular 

points in a sentence. ... 'Internal stability' refers to the fact Uiat within words, 

morphemes are consistently sequenced relative to one another" (pp. 13-14). While 

"internal stability" seems to apply to words in both categories -content and fonction 

words—, "positional mobility" reinforces the earlier distinction: content words are 

positionally mobile whereas fmiction words are not. 

Based on these considerations, the researcher decided to coiint nouns, verbs, 

adjectives, and adverbs as content word.s for the calculation of lexical density, since tliey 

all catTy semantic content and the criterion of "positional mobility" applies. 

Lexical density-- nnmber of lexical tokens 
total number of tolcens (content and function words) 

The following text sample is taken from a participant's beginning of the semester writing: 

"In dem Ferien, babe ich ein neues Auto gekauft. Es ist kleines, rotes Volkswagen 
und ist ganz alt. Ich viel Geld bezahlt wiel ich dem Auto viel mogen gehabt." 

[During vacations, I bought a new car. It is a small, red Volkswagen and is quite 
old. I paid a lot of money, because I liked the car so much. ] 

To determine lexical density, the following words were included as content words in the 

numerator; Ferien, habe, neues, Auto, gekauft, ist, kleines, rotes, Volkswagen, alt, Geld, 

bezahlt, mdgen, gehabt (14) to be divided by 26 tokens (indefinite and definite firticles 

were not counted). The quotient for lexical density for this text passage is 0.54. 

For the calculation of lexical diversity, slightly different rules have to be applied. 

Plural forms of the same noun, for example "das Auto" [the car] and "die Autos" [the 
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cars] were counted as the same word, i.e., they were counted as one type, but two tokens. 

This decision is also further supported by the fact that the learners had already explicitly 

studied plural forms in the introductory chapter of their textbook ("Einfilhnjing B" in 

Kontakte). Similarly, masculine or feminine tbrras of the same noun such as "der Lehrer" 

[male teacher] and "die Lehrerin" [female teacher] were counted as one type, but two 

tokens, because they were encountered in chapter 5 in Kontakle (beginning of the second 

semester) when the topic "Berufe" [professions] was introduced. Indefinite and definite 

articles were not counted separately as they were considered a part of the noun. 

For verbs, the base morpheme was also the deciding factor: different forms such 

as "fahren", "flihrsf and "gefahren" were all counted as the same word (i.e., one type). 

However, when the same form was used -as a different pai't of speech, for example the 

verb "reisen" [to travel] and the noun "die Reise" [journey], they were counted as 

separate items, i.e., two types, l^ossessive adjectives were counted as adjectives, not as 

articles, and their inflected fomis were disregarded; for example "mein" [my] and 

"meinen" [my] were counted as the same word, i.e., one type. Some adjectives in German 

form their opposites by adding the prefix "un-" to the adjective, for example "gliicklich" 

[happy] and "ungliicklich" [unhappy]. Since the textbook does not explicitly explain this 

construction (as some other textbooks do), but rather treats these adjectives as two 

separate vocabulary items, it was decided that they be counted as two types in the lexical 

analysis. 

Let's recall the text sample that was just discussed: 

"In dein Ferien, habe ich ein neues Auto gekaufl. Es ist kleines, rotes Volkswagen 
und ist ganz alt, Ich viel Geld bezahlt wiel ich dem Auto viel mogen gehabt." 
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To detemiine lexical diversity, the following words were included in the numerator; in, 

Ferien, habe, ich, neues, Auto, gekauft, es, ist, kleines, rotes, Volkswagen, und, ganz, alt, 

vicl, (jeld, bezahlt, wiel, raogen, gehabt (21) to be divided by 26. The quotient for lexical 

diversity for tliis passage is 0.81. 

Using the base moipheme as the common element when deciding how to count 

nouns, verbs, adjectives, and adverbs for calculating both lexical density and lexical 

diversity also partially coincides with Nation's (2001) idea of counting lemmas. He 

suggests that lemmas, which consist "of a headword and some of its inflected and 

reduced fonns" (p. 7), constitute a useltil unit to base calculations on as they are 

supported by the idea of learning burden. He defines it as follows; "The learning burden 

of an item is the amount of effort required to leant it. Once learners can use the 

inflectional system, the learning burden of for exmuple mends, if the learner already 

knows mend, is negligible" (pp. 7-8), Hence, the researcher's decision not to count 

masculine, feminine, or plural fonns of nouns, as well as various morphological 

inflections of verbs and ac^ectives as separate items is also supported by the idea of 

learning burden. The Ibllowing excerpt from a student's end of the semester writing 

might exemplify this further: 

"Ich habe viel Freunden getroffen. Ich habe mit meine Tante in Dtisseldorf 
gebleiben. Ich bin ins Kino mit meine Tante und meine Kusine gegangen. ... Und 
ich habe mit mein Freimd Peter in Stuttgart geblieben." 

[1 met a lot of friends. I stayed with my aunt in Dtisseldorf. 1 wertt to the movies 
with my aunt and my cousin. ... And f stayed with my friend Peter in Stuttgart.] 

The student uses the noun "Freund" [friend] once in the singular and once in the plural; 

she also uses the possessive adjective "mein" [my] with different endings. Since the 

student already learned that the ending "-e" or "-en" marks plural forms, and "-e" marks 
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feminine forms for adjectives, the learning burden for "Freiinde" or "meine" is negligible. 

For the puipose of lexical diversity, the two forms of "Freund" are counted as one type 

for the nominator (and two tokens for the denominator). The same applies to "mein", 

English words as well as proper names presented a special problem for the 

calculations, as these items do not reflect any knowledge regarding the learners' L2 

vocabulary. Enumerating many proper names or Einglish words might even be a strategy 

employed by some learners who fail to have the appropriate vocabular)' to fulfill the task 

othenvi se. The following example is from, the in-class writing task at the beginning of the 

semester: 

"Ich hab der Kamera gekauft, Ich bin arbiet am Beaucerys CongfS (bead shop) 
geganen. Ich habe einen CDs, "Pinbuck", "Blondie Platinum" und "Rainer Maria" 
gekauft. Darm, ich habe der Bank und Supermarket gegagen." 

[I bought a camera. I went to work at Beaucerys Cong6 (bead shop). I bought a 
CDs, "Pinbuck", "Blondie Platinum" and "Rainer Maria". Then I went to the 
bank and the supermarket.] 

This text consists of 31 words, but it includes four proper names (totaling seven words) 

which make up 22.5% of the entire text. It seems quite obvious that the participant who 

wrote this text did not have enough German vocabulary to describe the events in more 

detail tmd therefore used proper names as fillers. In order to reflect the possible 

application of this strategy, English words and proper names were counted as tokens but 

not as types for lexical diversity. That way a subject who used a lot of English words, 

place names, or CD til ;les as in the above example would get a higher number of words in 

the denominator, resulting in a lower diversity quotient. 

As the in-ciass writings differed immenseiy in length, it would be feasible to only 

take a specified number of tokens (for example .50 or 80) as basis for the analy.sis. 



However, since the shortest text only had 20 words, and subsequently only 20 words of 

each text could be analyzed, the researcher decided against using this type of measure 

and instead calculated lexical density and lexical diversity based on the entire texts tliat 

were written. 

Grammatical Accuracy within a (Communicative Context 

In order to obtain quantifiable results concerning the grammatical accuracy of 

subject-verb agreement, a type-token ration was developed. Each use of subject-verb 

agreement (SVA) could receive a maximum of 3 points (appropriate choice of verb, 

correct conjugation, and correct choice of subject). Verbs that contained a typo but were 

still recognizable were awarded 0.5 points (e.g., "ich korae" instead of "ich komme"). 

Assigning one point for the cowect choice of subject seemed important for the oral 

interview as students sometimes mistake the pronoun for the foiTiial address "Sie" (you; 

formal) for the feminine personal pronoun "sie" (she). If a participant responded with this 

mistake, the entire utterance would receive zero points. The following table with an 

example answer structure is supposed to exemplify the procedure. 

Table 3: Example Question: Woher kommeii Sie? (subject-verb agreement) 
Example Answer Structure Points Reason for Awarded Points 
Ich komme aus Phoenix. 3 appropriate verb V, correct conjugation V, 

correct subject V 
Ich liommt am Phoenix. 2 appropriate verb v, correct conjugation 0, 

correct subject V 
komme aus Phoenix. 2 appropriate verb V, correct conjugation 4, 

conect subject 0 
Ich fahre aus Phoenix. 2 appropriate verb 0, correct conjugation aT, 

correct subject V 
kommen mis Phoenix. 1 appropriate verb x coirect conjugation 0, 

correct subject 0 
Sie kommt am Phomix. 0 Participant did not understand question right; 

this renders everything else incon'ect 
(am) Phoenix! Communicatively appropriate answer. But no 

attempt was made to use a complete sentence; 
not be counted as a token for S-V agreement. 
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For the in-class writing, the researcher decided to only award two points, one for the 

appropriate verb and one for the correct conjugation. Since there were no questions 

involved in the in-class writing which could have led to misunderstandings, the 

researcher considered it an inappropriate give-away of points if a point had been 

attributed to the choice of the correct subject. The points achieved for all attempts of 

using subject-verb agreement (SVA) in present tense were added up and divided by the 

maximum number of points that could have been obtained if all uses of subject-verb 

agreement had been correct. 

Instances of the use of incorrect and correct present perfect forms were scored the 

following way: Each attempted use of present perfect could receive a maximum of 4 

points (correct choice of auxiliary hahen or sein, correct conjugation of auxiliar}', correct 

form of past participle, appropriate choice of verb). Each utterance was scored according 

to this pattern. The points achieved for all attempted uses of present perfect were added 

up and divided by the maximum possible number tliat the participants could have 

obtained if all attempts had been accurate. 

The points awarded when misspellings of verbs occurred were determined the 

following way: some irreguhir past participle forms in German display a change of the 

stem vowel as the main difference to a regular form. Hence, misspellings of this kind 

(e.g., "geschvvimmen" instead of "geschwommen" or "gesongen" instead of "gesungen") 

were not counted as misspellings but rather as indication that the accurate form of the 

past participle is not yet folly integrated in the learner's language system and therefore 

received no points for correct past participle. In contrast, the misspelling of the past 

participle "gegangen" which occurred in different variations (e.g., "gegagen", "geganen") 
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was counted as a typo, receiving 0.5 points for correct past participle, because not only 

was the correct stern vowel change evident, but often even several of the variations of this 

spelling occurred in the same paragraph, giving even stronger evidence to the idea that 

this misspelling was indeed a typo. The following table exemplifies the distribution of 

points: 

Table 4: Exampie Question: Was haben Sie_letzt6n Sommer gemacht? (present perfecQ 
Example Structure Points Reason for Awarded Points 
Ich hahe Pizza gegessen 
fch bin nach Colorado gefahnm. 

4 con*ect auxiliarj'"^ correct fbmi 
correct past participle V, appropriate verb V 

Ich hahe nach Yuma gegangen. 3 correct auxiliary 0, correct foritT^, 
correct past participle V, appropriate verb V 

Ich hat Pizza gegessen. 3 correct auxiliaiy v, correct form 0, 
correct past participle V, appropriate verb 

Ich hahe dies versleht. 3 con-ect auxiliary Correct form 4, 
con-ect past participle 0, appropriate verb y 

Ich hahe ein Museum gegessen. correct auxiliary V, correct form T, 
coiTect past participle V, appropriate verb 0 

Ich bin nichls verxfeht/ verstandet/ verxtundm. 2 coiTcct auxiliary 0, correct foim ^ 
correct past participle 0, appropriate verb V 

Ich hat Ikmsaufgahen gemachen. 2 coiTfict auxiliary \ correct form 0, 
correct past participle 0, appropriate verb V 

Ich Hausaufgaben machen I correct auxiliary 0, correct fonn 0, 
correct past participle 0, appropriate verb V 

arbeiten I correct auxiliary 0, correct form 0, 
correct past participle 0, appropriate verb 

Use of Comm unication Strategies 

Transcripts of the oral interviews of the multiple case study participants (n==21) 

were also coded for the use of communication strategies. The taxonomy employed to 

investigate research question 2 was developed by Dornyei and Scott (1997). Basing their 

work on Tarone's (1980) definition, they stress the interactional nature of communication 

strategies, and -compared to other taxonomies provide the most comprehensive 

account of interactional strategies. They view communication strategies not only as 

problem-solving devices, but more generally as problem-ramiagement tools, and 
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distinguish between direct, indirect and interactional strategies. Direct strategies "provide 

an alternative, manageable, and self-contained means of getting the (sometimes modified) 

meaning across" (p. 198), and most traditionally identified strategies such as message 

abandonment, message reduction, circumlocution, approximation, word coinage, repair, 

and mime fell into this category. Indirect strategies are not strictly problem-solving 

devices; rather, they create "the conditions for achieving mutual understanding: 

preventing breakdowns and keeping the communication channel open" (p. 198), and 

include strategies such as fillers, repetidons, or feigning understan,ding. Interactional 

strategies such as appeals for help and clarification requests characterize situations in 

which ""the participants carry out trouble-shooting exchanges cooperatively" (p, 199), and 

mutual understanding is necessaiy for both interlocutors to execute their part of the 

conversation. The ibllowing table provides an over%'iew of the used taxonomy (adapted 

from Dornyei and Scott, 1997, p. 197): 

Table 5: Taxonomy of Communication Strategies 
Direct Strategies Resource deficit-related strategies 

• Message abandoirment 
• Message reduction 
• Message replacement 
« Circumlocution 
® Approximation 
• Use of all-puipose words 
• Word coinage 
• Restructuring 
® Literal translation 
» Foreignizing 
• Code switcliing 
• Use of similar sounding words 
• Mumbling 
® Omission 
• Retrieval 
• Mime 
Chm-petformance problem-related sirategies 
• Self-rephrasing 
• Self-repair 
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Other-perfornumce problem-related strategies 
• Other-repair 

Interaction al Strategies Resource deficit-related strategies 
• Appeals for help 
Own-performance problem-related strategies 
• Comprehension check 
• O wn "accuracy check 
Other-performance problem-related strategies 
» Asking for repetition 
« Asking for clarification 
« Asking for confirmation 
• Guessing 
» Expressing non-understanding 
• Interpretive summaiy 
• Responses 

Indirect Strategies Processing time pressure-related strategies 
« Use of fillers 
» Repetitions 
Own-performance problem-related strategies 
« Verbal strategy markers 
Other-performance problem-related strategies 
« Feigning understanding 

The goal is to describe the use of communication strategies by beginning learners 

of Gemian in an oral interview situation. The underlying question is whether beginning 

learners have a range of communication strategies at their disposal and how they make 

use of them. Since the oral intei-views are rather short (ca. 5 minutes), it is possible that 

only a few communication strategies are found. Therefore, the use of communication 

strategies is only investigated qualitatively, especially with regards to the possibly 

different usage by participants from different levels of proficiency (highest, median, or 

lowest scores) and a possible difference between the beginning and the end of the 

semester. A statistical analysis (e.g., number of conimiinication strategies per t-unit) was 

not conducted. 
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Inlerlanguage Development over the Course of the Semester 

In order to obtain a closer look at interlanguage development, the writing task 

sections of the regular in-class achievement-based exanis of the case study participants 

were analyzed with regai'ds to syntactic complexity and to the accurate and appropriate 

use of tenses. According to iheACTFL Proficiency GuideUnes, writing at the Novice-

level is characterized by the ability to produce "limited formulaic information on simple 

forms" and to "recombine practiced material supplying isolated words or phrases" 

(Breiner-Sanders, Swender, & Terry, 2002, p. 13). At the interaiediate-level, writing that 

meets practical writing needs slowly emerges, first consisting of a series of loosely 

connected sentence.s using basic subject-verb-object word order, md later featuring 

paragraph-length narrations and descriptions with a few basic cohesive elements. Writing 

at the Intermediate-level is mostly framed in present time, wi th inconsistent use of past 

tense forms. Similarly, the ACTFL Performance Guidelines describe writing skills in 

presentational mode at the Novice-level as the ability to reproduce short, memorized 

phrases and sentences. The Intennediate-level is characterized by a range of sentences 

and strings of sentences whereas paragraph-length writings finally emerge at the Pre-

Advanced level (all with increasing accuracy). Thus, inverted word order and the more 

varied and accurate use of conjunctions which create cohesiveness in a text seem to be 

indicators of syntactic complexity and, hence, of interlanguage development. 

The writing task sections were coded, and syntactic complexity, as indicated by 

the use of conjunctions, was measured and scored in the following way: Each sentence 

could receive a maximum of either 3 or 4 points, depending on whether the sentence 

started with the main clause or with the subordinated clause. In the first case, the 



127 

following points could be received: 1 point for the attempt to use a complex sentence, 1 

point for accurate word order, and 1 point for the use of the correct subordinating 

conjunction or the coordinating conjunctions aher, sondern, and denri [but, but instead, 

for]. If the sentence started out with the subordinated clause, word order was important in 

both parts, thus a total of 4 points could be obtained (see table with examples below). 

Although it has been shown that more proficient learners display an increasing use of 

subordinating conjunctions compared to less proficient learners who rely heavily on 

coordination in their language (Bm'dovi-Harlig, 1992), the researcher decided to include 

both subordinating ajid coordinating conjunctions in the analysis for syntactic 

complexity. It was, however, also decided to differentiate between the conjunctions unci 

and Oder on the one hand, and the conjunctions aher, sondern, and denn on the other 

hand. The first two seein to be very simple in their usage and are similar to their English 

equivalents, and they were therefore not included in the analysis. The following sentences 

were taken from the writings and serve to illustrate the point distribution: 

Table 6: Examples (syntactic complexity) 
Example Sentence Points Reason for Awarded Points 
Meine Freunde und ich stvdieren, wenn wir nicht arbeiten. 3 subordinating conjiuictioiiix 

attempt V, word order V 
Ich sludiere Lingidstik, weil ich reisen mochte. 3 subordinating conjunction 

attempt V, word order V 
Jch finde eine Anwaltin sehr interessant, aher die Schde 
ist so schwer und tever. 

3 coordinating conjunction V, 
attempt V, word order 

Wenn ich keinen Job habe, studiere ich 4 subordinating conjunction V, 
attempt V, word order V V 

Ich bin nur eine Stunde gebiieben, weil ich habe vieie 
Hauscmfyiben gehabt. 

2 subordinating conjunction N*. 
attempt V, word order 0 

Ich spareJur "graduate school" und wann lebe ich in 
andere Stadt. 

1 (wrong) subordinating conjunction 
0 attempt V, word order 0 

Syntactic complexity was also measured by counting the instances of inverted 

word order in the writing tasks. Since the ACTFl Projkiency Guidelines characterize the 

Intermediate-low level as "short and simple conversational sentences with basic subject-
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verb-object word order" (Breiner-Sanders, Svvender, & Terry, 2002, p. 12), the use of 

inverted word order is atso a sign of increasing syntactic complexity. Eivery occurrence of 

inverted word order was coded and marked for attempt and success (correct word order). 

Since a more accurate use of basic inflectional moiphology (e.g., conjugtUion) and 

of appropriate use of tenses also reflects a developing interlanguage system, the writing 

task sections were also coded for instances of correct and incorrect subject-verb 

agreement as well as for appropriate use of tenses. Each time a subject and a verb were 

used in a sentence, a maximum of 4 points were awarded. The following table 

exemplifies the distribution of points. 

Table 7; Distribution of Points for Accurate and Appropriate Tense Usage in the Writing Tasks of 
the Chapter Exams __ ___ _ 
Present Tense Present Perfect Present + Modal Future Tense 
Appropriate verb: 1 
Appropriate tense: 1 
Correct conjugation: 2 

Appropriate verb: 1 
Appropriate tense: 1 
Correct choice of aux.: 
0.5 
Correct conj. of aux.;0.5 
Correct past participle: 1 

Appropriate verb: 1 
Appropriate tense: 1 
Correct conj ligation 
of modal: 1 
Con-ect fonn of 
infinitive: 1 

Appropriate verb: 1 
Appropriate tense: I 
Correct conjugation of 
"werden": 1 
Correct form of 
infinitive: 1 

The points achieved for all attempts of using correct conjugations and appropriate tenses 

were added up and divided by the maximum number of points that could have been 

obtained if all uses had been correct. The researcher decided that it was not only 

important to document the accurate use of subject-verb-agreement, but also the 

appropriate use of tenses to illustrate the students' interlanguage development. Since 

some of the writing prompts elicited present perfect (the only past tense form the students 

had learned so far), a student's response using present perfect was considered more 
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appropriate tha.n the use of present tense in such a case, thus reflecting a higher level of 

interlanguage development. 

Students' Perceptions 

The post-treatment questionnaire consisted of 19 items that were rated on a five-

point Likert scale. Mean scores of students' attitudes towards role play and chat were 

computed by treatment group and by class, assigning the score of 5 to the highest rating 

("strongly agree"), and the score of 1 to the lowest rating ("strongly disagree"). 

Whenever appropriate, results were compared to students' attitudes towards the use of 

technology in a foreign language class as indicated on the pre-treatment questionnaire. 

This chapter described the research design that was chosen for this study, as well 

as the research questions that guided the inve.stigation. Information on the participants' 

language learning background, experience with computers, and their demographics was 

presented, followed by a description of the tasks that were used in the weekly computer 

lab sessions. Next, data collection and coding procedures were explained in great detail in 

order to provide the reader with a comprehensive understanding of the methods of data 

analysis that were used in the following chapter and to offer a basis Ibr the ensuing 

interpretation of the results. 



Chapter 4 

Results and Analyses 

Introduction 

Chapter 2 presented a review of the theoretical and empirical findings irom 

previous research studies in order to provide a framework for this study. Based on this 

framework, the research design and research questions were developed for the current 

project and were presented in chapter 3. By analyzing various aspects of the data, this 

chapter will contribute to an understanding of the development of learners' oral and 

written proficiency and the effects that synchronous computer-mediated communication 

might have. In order to investigate the research questions, a vaiiety of statistical and 

qualitative analyses were conducted. The results of these analyses are presented in this 

chapter, follov^ing an outline provided by the four research questions. 

Research Question la: Comparison of Pre- and Post-Treatment Scores 

The first research question investigates to what extent participants' levels of oral 

and written proficiency were different after one semester of instruction, depending on the 

treatment the group received (oral role play, chat, no treatment). As has been discussed in 

the review of literature (chapter 2) and the methods section (chapter 3), the concept of 

proficiency is used in a modified sense in this study. Since tlie second semester students 

who participated in the study were assumed to be mostly between the "Novice High" and 

the "Intermediate Low" level on the ACTFL OPI scale, the scales to assess their oral and 

written proficiency were adapted to consist of more sub-levels to be sensitive enough to 

measure changes in proficiency should they occur over the course of one semester. The 
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topics for the oral interview were partially based on topics that were covered during the 

semester, so that the oral and written tests also measure achievement. Thus, the oral 

interview and the in-class writing assignment at the beginning and at the end of the 

semester should more accurately be called "prochievement tests" instead of proficiency 

tests. However, for the sake of easiness of expression, the terms "oral proficiency" and 

"written proficiency" are used in this study when the subjects' language levels in terms of 

both classroom-based achievement and general proficiency are discussed. 

First, descriptive statistics (means and standard deviations) were computed. The 

following tables show the means and standard deviations for the pre- and post-treatment 

scores in the oral interview and the in-class writing according to treatment (oral role play, 

chat, no treatment). 

Table 8: Means and Standard Deviation tor Oral Interview and In-class Writing 
(by group) _ 

Pre- Post- Diff. Post- Di:ff. 
oral oral write write 

Oral role Means 50.18 58.97 8.79 44.71 50.44 5.73 
play 
(n=34) SD 8.92 10.15 12.73 14.22 

"CMC Means 48.17 56.33 8.16 41.25 51.94 10.69 
(n-36) 

SD 10.36 10.21 14.95 17.17 
No Means 47.96 55.75 7.79 42.71 49,79 7.08 
treatment 
(n-24) SD 13.00 15.14 16.02 16.52 

All groups receive higher means in the post-treatment tests at the end of the semester 

which indicates increased oral and written proficiency. The standard deviations for all 

groups seem quite high, suggesting rather heterogeneous levels of proficiency within the 

different groups at the beginning and at the end of the semester. While most groups show 

an increasing standaj'd deviation between pre- and pOvSt-treatment score, the C-MC group 
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(regarding oral proficiency) is the only one which is able to slightly decrease its standard 

deviation, and the no-treatment group has only a marginal increase in its standard 

deviation regarding written proficiency. 

Usually, one expects instruction to have a positive effect on students' learning, 

resulting in higher means in a post-test. This is the case here, too, with all groups 

showing gains in measurements of oral and written proficiency level. However, one also 

expects that instruction would have tlie effect of students' performance being more 

similar in a post-test, indicated by a smaller standard deviation which is not the case here. 

Several factors might have contributed to the current picture: first, the treatment using 

synchronous CMC might have had a more leveling effect on students' performance in an 

oral test than in a written test; a possible reason for this etfect might be that the language 

which is practiced during a chat session is more similar to oral speech than to vwitten 

language after all; second, oral role playing as a treatment does not seem to have any 

leveling effect on students' performance on either oral or written test; and third, no 

treatment does not seem to increase the standard deviation with regard to written 

proficiency. In general, language learners in their second semester of fonnal instruction 

might develop so diITerently from one another that no matter what kind of instruction 

they receive, they exhibit very different profdes concerning their proficiency levels at the 

end of that semester. 

The data were then submitted to an analysis of covariance (ANCOVA), This 

statistical procedure allows for adjustments for preexisting differences in a variable so 

that the measurenietit of the dependent variable is adjusted taking the initial tiifference 

into account (Hatch & Lazaraton, 1994). The pre-treatment scores of all subjects 
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functioned as the covariate to factor out the participants' differences in oral and written 

proficiency, thus allowing for a more accurate analysis of the results. The post-treatment 

scores were the dependent variable, a.n,d the fixed factor was treatment. As the table of 

means shows, there were differences among all treatment groups in oral and in written 

proficiency at the beginning of the semester. 

The ANCOVA results in the next two tables show that there were no statistically 

significant differences in either oral or written proficiency at the end of the semester due 

to treatment. 

Table 9: ANCOVA for Treatment and Posttest with Pretest as Covariate 
(Oral Proficiency! 

Source of 
Variance 

Sum of 
Squares 

df Mean 
Square 

F Sig. 

Pre-oral 8367.78 1 8367.78 190.48 .000 
'freatment 22.92 2 11.46 .261 .771 

Error 3953.69 90 43.93 
Corrected Total 12505.20 93"" 

Table 10: ANCOVA for Treatment and Posttest with Pretest as Covariate 
(Written Proficiency) 

Source of 
Variance 

Sum of 
Squares 

df Mean 
Square 

F Sig. 

Pre-write 10621.99 1 10621.99 75.67 .000 
Treatment 316.74 2 158.37 1.13 .328 

Error 12634.24 90 140.38 
Corrected Total 23331.92 93 

Two more ANCOVAs were run, this time using "class" as the fixed factor in order to rale 

out any possible teacher effect. Again, the procedure yielded no statistically significant 

effects for oral and written, proficiency among the different treatment groups due to class 

(tables in Appendix L). 

Since the different sections had very different mean gain scores, especially 

regarding their written, proficiency level,, the researcher decided to ran paired samples 
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(matched) t-tests in order to compare the groups' performance before and after the 

treatment. The following table indicates that all groups independent of treatment had a 

significant gain in oral and written proficiency between the beginning and the end of the 

semester. Significance levels of p<.()01 were reached by the oral role play group for oral 

proficiency gain, and by the CMC group for both oral and written proficiency gain. For 

written proficiency gain, the oral role play group achieved a significance level of p<.05. 

fable 11: T-Test: Paired Samples Jjst (bv treatment) 
Treatment Pair M^ean Gain 

Score 
SD df t sig. 

(2-tailed) 
Oral role 
play 

Pre-oral 
Post-oral 

8.79 6.14 33 8.35 .000** 

Oral role 
play 

Pre-write 
Post-write 

5.74 14.26 33 2.35 .025* 

CMC Pre-oral 
Post-oral 

8.14 7.41 35 6.61 .000* 

CMC Pre-v/iite 
Post-write 

10.69 12.02 35 5.34 .000** 

No 
treatment 

Pre-oral 
Post-oral 

7.79 6.20 23 6.16 .000** 

No 
treatment 

Pre-write 
Post-write 

7.08 9.55 23 3.64 .001* 

*p<.05 
**p<.001 

Although the specific treatment does not seem to have different effects on the 

development of students' oral and written proficiency, the instruction that they received 

during the semester resulted in a significant increase in their proficiency levels. It is 

important to note that the data also show that having students engage in synchronous 

online discussions is not counter-productive to the development of their oral language 

skills, a result which further supports Payne and Whitney's hypothesis that synchronous 

CMC develops the same cognitive mechanisms that underlie oral speech. 
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In order to get a more detailed picture of the results, paired samples t-tests were 

run to measure proficiency gain in each section: all sections showed a significant gain in 

oral proficiency between the beginning and the end of the semester. Sections 4 and 5 also 

revealed a significant gain in written proficiency between the beginning £ind the end of 

the semester. 

Table 12: T-Tests: Pairec Samples Test (by sectiorf 
Section Pair Mean SD df t sig. 

(2-tailed) 
1 Pre-oral 

Post-oral 
8.57 7.07 20 5.56 .000** 

'"'.059' 1 Pre-write 
Post-write 

4.76 10.90 20 2.00 

.000** 

'"'.059' 

2 Pre-oral 
Post-oral 

7.44 6.77 15 4.39 .001* 

2 Pre-write 
Post-wite 

5.00 13.54 15 1.48 .160 

3 Pre-oral 
Post-oral 

9.15 4.51 12 7.32 .000** 

3 Pre-write 
Post-write 

7.31 18.89 12 1.40 .188 

4 Pre-oral 
Post-oral 

8.75 8.01 19 4.89 .000** 

4 Pre-write 
Post-write 

15.25 8.50 19 8.02 .000** 

5 Pre-oral 
Post-oral 

7.79 6.20 23 6.16 .000** 

5 Pre-write 
Post-write 

7.08 9.55 23 3.64 .001* 

*p<.05 
**p<.001 

The reason why the no-treatment section 5 achieved a significant gain in their 

written proficiency level might be the fact that this section had to do more written 

homework in a more condensed fashion than all other sections, because section 5 met 

only twice a week for a total of four class periods (as compared to five class periods of 

the other sections). As for the significant mean gain score of section 4, there are several 
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possibilities for interpretation: The synchronous CMC treatment might have had a greater 

effect on this class than on the other CMC class, due to possibly different attitudes 

towards the use of technology in the foreign language classroom (this effect is tiirther 

explored in research question #4). The significant gain might also have something to do 

with the section's proficiency level: Section 4 started out with the lowest mean score in 

the written pre-test and received the highest mean score in the post-test, which might 

suggest that synchronous online discussions have a greater positive effect on learners 

with lower proficiency than on, others. 

In conclusion, it can be stated that there were no significant differences due to 

treatment in the subjects' level of oral and written proficiency at the end of the semester. 

However, perhaps due to the similarity between language used in online discussions and 

oral speech, a possible leveling effect of the synchronous online discussions on students' 

oral perfomiance was observed, as well as significant gain scores in oral proficiency for 

all groups, and significant gain scores for one CMC section and the no-treatment section 

in written proficiency. A more detailed analysis of some linguistic features in the next 

section will provide greater insight into the specifics of students' language development. 

Research Question lb: Analysis of Linguistic Features 

As described in chapter 3, both the transcripts of the oral interviews and the in-

class writings of die 21 case study participants were coded and analyzed for quantity of 

language production, for lexical richness, for accurate subject-verb agreement and for 

accurate usage of present perfect ten,se. These two linguistic features were chosen 

because they occur frequently but with, wide variation in students' oral speech and written 
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texts at this level (2"*^ semester), and because an increasingly more accurate use was 

expected to become integrated into learners' interlangiiage during the second semester. 

Participants were selected for this multiple case study based on the scores they received 

in the pre-treatment oral interview and in-class writing. The participants with the highest, 

median, and lowest score in either testing mode (oral and written) from each section were 

selected; sometimes the student with, for example, the highest score in the oral interview 

also received the highest score in the in-class writing, so that there was only one "high 

proficiency-level" participant in that section (e.g., section 1). Sometimes different 

students received the highest scores in different modes (oral or written), so that there 

were two participants ranked as "high" (e.g., section 3). This process resulted in a total of 

21 case study particip£mts. 

Quantity of language 

Quantity of language was determined through a mere count of the words produced 

in the oral interview and the in-class writing. English words and proper names were 

excluded from the count as "invalid" words. The following table presents an overview of 

the valid language produced (in raw numbers) and a percentage score for comparability. 

In the table, "sect." refers to the participant's class and "rank" refers to the participant's 

ranking as either having achieved the highest (H), median (M), or lowest (L) score in the 

pre-treatment measurements for their specific class ("w" refers to written score, and "o" 

refers to oral score). 
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Table 3: Quantity of 1 m^uig e: Oral Interview 
Code Sect Rimk >I v/1 # of Valid # of # of Valid 
name valid total /total valid total /total 

words words % words words % 
TI21 1 H 232 295 78.64 261 280 93.21 
1021 1 M 154 157 98.09 231^ 98.72 
1191 1 L 59 77 76.62 109 122 89.34 
2102 2 H 228 234 97.44 224 96.88 
2142 2 M 118 160 73.75 201 217 92.63 
2131 2 L-w 117 174 67.24 168 174 96.55 
2071 2 L"0 147 207 71.01 226 256 88,28 
3031 J H-w 134 147 91.16 186 202 92.08 
3122 3 H-o 180 194 92.78 190 194 97.94 
3101 3 M 192 218 88.07 217 96.44 
3012 3 L-w 138 153 90.20 204 210 97.14 
3041 3 L-o 160 196 81.63 '203  226 89.82 
4032 4 H-w 235 248 94,76 251 255 98.43 
4192 4 H-o 336 382 87.96 248 269 92.19 
4042 4 M 120 160 87.50 133 139 95.68 
4101 4 L 71 129 55.04 118 168 70.24 
5141 5 H-w 169 185 91.35 216 221 97.74 
5241 5 H-o 240 255 94.12 192 237 81.01 
5151 5 M-w 129 162 79.63 165 188 87.77 
5092 5 M-o 196 248 79.03 233 241 96.68 
5222 5 L 73 76 96.10 135 138 97.83 

A look at the overall q uantity ol' language produced by the subjects of the qualitative 

multiple case study reveals that 13 participants produced more language in the oral 

interview at the end of the semester, 6 learners produced less language and two produced 

exactly the same amount. While this resuh of roughly two thirds of case study 

participants producing more and one third producing less language is for from 

exhilarating, a closer look at language production in terms of valid words provides a 

more positive picture of learners' development: 18 out of 21 participants used more valid 

words in the oral interview at the end of the semester. This result is further supported by 

the percentage score (dividing the number of valid words by the total number of words 

produced) which also indicates that 19 participants achieved a higher score in overall 
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validity. A difference in participants' scores based on the treatment they received (oral 

role play, CMC, no treatment) cannot be detected. Interestingly, the participants who 

scored lower in any rubrics at the end of the semester were all ranked as "high" or 

"median": subjects 4042 (M), 5092 (M), and 1121 (H) produced less total words, but still 

improved their number of valid words and their validity score. Subjects 2102 and 5241, 

however, both ranking "high", scored lower in ali rubrics; they produced less words, less 

valid words, and obtained a lower validity score. 

In terms of language produced in the in-class writings, the results look quite 

different. 

Table 14: Quantity of Language: In-Class Writing 
Code Sect Rank # of # of Valid #of  #of  Valid 
Name valid total /total valid total / total 

words words % words words % 
1121 1 H 66 67 98.50 66 81 81.48 
1021 1 M 66 70 94.29 68 76 89.47 
1191 1 L/ 24 33 72.73 56 58 96.55 
2102 2 H 103 103 100 105 107 98.13 
2142 2 M 53 74 71.62 50 63 79.37 
2131 2 L-w OQ 29 100 73 77 94.81 
2071 2 L-o 63 77 81.82 80 94 85.11 
3031 3 H-w 63 74 85.14 101 109 92.66 
3122 3 H-o 46 46 100 80 86 93.02 
3101 3 M 40 41 97.56 60 61 9"836i 
3012 3 L-w 17 21 80.95 70 76 92.11 
3041 3 L-o 37 45 82.22 67 78 85.90 
4032 4 H-w 85 85 100 103 106 97.17 
4192 4 H-o 86 102 84.31 99 116 85.34 
4042 4 M 60 71 84.51 41 51 80.39 
4101 4 L 33 39 84.6T' 45 59 76.27 
5141 5 H-w 87 91 95,60 84 91 92.31 

isiT 5241 5 H-o 100 110 90.91 69 91 
92.31 
isiT 

5151 5 M-w 63 67 94.03 88 84.10 
5092 5 M-o 54 96.30 86^  103 83.50 
5222 5 51 53 96.23 46 48 95.83 
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While 16 participants produced more words in tlie in-class writing at the end of 

the semester, 4 participants wrote less words and one produced the same amount. 

Similarly, 15 participants produced more valid words, while 5 produced less valid words 

and one stayed the same. When taking the percentage score of validity (number of valid 

words divided by total number of words produced) into account, the picture looks even 

more dismal: only 8 pajlicipmits improved their score, while 13 obtained a lower score. 

There is no pattern discernible among those who either received a lower score in any of 

the mbrics but still received a higher validity score or those who obtained lower scores in 

all rubrics including the validity score. The only obvious point is that all participants 

Ixom the no-treatment section (section 5) received lower scores at the end of the semester. 

The 13 participants with the lower post-treatment scores are tairly equally distributed 

among high, median and low proficiency levels. 

In general, the results concerning language production in the oral interview and 

the in-class wTiting seem to indicate that increases in overall and valid oral language 

production are likely to be achieved during the course of only one semester across all 

proficiency levels, but especially for lower and medium levels of proficiency. In terms of 

written language production, an increase in overall and valid language production, 

especially with regard to a validity score, seems to be harder to achieve, independent of 

participants' level of proficiency. Gains or losses in oral or written language output 

cannot be traced back to the treatment that participants received. Of course, when 

formulating general statements about the greater gains in oral language as displayed in 

the oral interview, one has to go about this with caution. After all, it has to be taken into 

account that the oral interview at the end of the semester which was administered by the 
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researcher was at tlie same time assessed by the instructors as the oral component of the 

final exam. It can be assimied that students might have taken it more seriously than the 

in-class writing that was administered by the researcher eind which did not count towards 

a grade. 

Lexical Richness 

In order to ascertain participants' knowledge of vocabulary beyond the sheer 

number of words, transcripts of the oral interview and the in-class writings were 

examined using measures of lexical diversity and lexical density. Since both of these 

techniques can be affected by text length, it is considered useful to analyze text samples 

of equal length. However, as was explained in chapter 3, the shortest in-class writing was 

only 20 words, and since such a short excerj^t is not feasible for analysis, lexical diversity 

and lexical density were calculated based on the entire texts. 

Lexical Diversity 

The following table provides the quotients for lexical diversity and the text length 

(number of words) for the pre- and post-treatment in-class writings. Lexical diversity was 

measured by a type-token ratio: The total number of different words was divided by the 

total number of words. Words that occurred more than once in a text were only counted 

once as type, but each occurrence was counted as a token,. The following table shows the 

result of the lexical diversity analysis. The columns "pre-write" and "post-write" indicate 

the participants' lexical diversity quotient, while the columns "words" give the total 

number of words produced. 
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Table 15: Lexical Diversity: In-Class Writing 
Code Sect Rank Pre- words Post- words 
Name write write 
1121 I H 0.55 64 0.43 76 
1021 1 M 0.56 66 0.57 69 
1191 1 L 0.55 27 0.57 54 
2102 2 H 0.57 92 0.48 100 
2142 2 M 0.43 70 0.57 58 
2131 2 L-w 0.86 29 0.53 72 
2071 L"0 0.48 68 0.42 89 
3031 3 H-w 0.45 73" 0,52 106 
3122 J H-o 0.68 41 0.60 73 
3101 3 M 0.76 41 0.77 57 
3012 3 L-w 0.80 20 0.49 69 
3041 3 L-o 0.51 43 0.47 74 
4032 4 H-w 0.61 75 0.57 97 
4192 4 H-o 0.57 92 0.45 104 
4042 4 M, 0.56 66 0.481 48 
4101 4 L 0.58 36 o.s'r" 51 
5141 5 H-w 0.54 87 0.53 88 
5241 5 H-o 0.48 106 0.42 84 
5151 5 M-w 0.62 66 0.36 85 
5092 5 M-o 0.62 53 0.38 94 
5222 5 L 0.57 51 0.46 43 

In general, there is an increase in text length between the beginning and the end of 

the semester: on average, participants write 76 words at the end of the semester, 

compai-ed to 60 words at the beginning. The increase in text length seems to have an 

adverse eftect on lexical diversity: the quotient drops from 0.59 to 0.51 on average. 

Overall, the numbers from the pre~treatment indicate a very unbalanced picture; the 

diversity quotient ranges from 0.43 to 0.86, and the text length ranges from 20 to 106 

words. In order to facilitate an interpretation, the results are visualized in the following 

graph. 
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Graph 1: Diversity Quotient and Text Length in Pre-Treatment In-Class Writing 
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In the graph, each participant is represented on the x-axis urith two scores: the 

black ball indicates the pre-write quotient and the light square indicates the text length. 

Most participants cluster in the middle range of the diversity quotient with an average of 

0.59, and with the symbol indicating their text length (the light square) somewhere close 

by. However, some outliers are easy to spot. The participants who obtained the highest 

diversity quotients of 0.86, 0.76, and 0.80 (the sixth, tenth, and eleventh subject in the 

chart) wrote the shortest texts. It becomes very obvious that there is a relationship 

between high quotient and text length. These subjects, who also happen to be ranked at 

the lowest and median proficiency, apparently did not have the necesssiry vocabulary to 

WTite longer texts (they wrote between 20 and 41 words) and only by virtue of their short 

texts did they achieve such high diversity quotients. 



As can be observed in any longer text, it is quite natural that some words get used 

several times, e.g., personal pronouns, auxiliaiy verbs, or certain words that have to do 

with the assigned topic, resulting in a lower diversity quotient. The participants who 

wi'ote longer texts all range between 0.43 and 0.61 in their quotient, thus establishing a 

broad middle base. This .show's that at the level of proficiency of these subjects, i.e., 

second semester language learners, the risk-taking behavior of the students who WTOte 

more does not necessarily re.sult in a higher lexical diversity quotient. It also shows that 

the measure of lexical diversity might not be a feasible tool to assess learners' vocabulary 

knowledge at this level of proficiency, and that text length might be the crucial factor 

when employing this meastu'e. 

Results from the post-treatment writing look a little more balanced. On average, 

participants wrote 16 words more (ranging from 43 to 106 words), but their average 

diversity quotient dropped from 0,59 to 0.51 which supports the earlier notion that 

slightly longer texts have a lowering effect on the quotient. The range of the quotient is 

much smaller, going from 0.36 to 0.77 which already includes the two highest scores of 

0.77 and 0.60. All other scores range between 0.36 and 0.57. These results paint a more 

homogeneous picture of all participants, independent of the treatment, at the end of the 

semester, in that they produce more language, but not necessarily increase their lexical 

diversity in a timed writing (detailed table in Appendix M). 

The analysis of the oral interviews confirms the earlier findings: the subject with 

the longest interview (363 words) achieved the lowest diversity score of 0.28. Both the 

extremely low score and the uncommonly high number of words are due to the fact that 

the text was interspersed with English expressions and phrases. As was explained in the 
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methods section (chapter 3), English words, proper names, or place names were counted 

as tokens but not as types. That way, a participant who used a lot of these English, words 

received a higher number in the denominator, resulting in a lower quotient The 

participants with the shortest interviews, 76 and 74 words, had a middle range quotient of 

0.43 and the highest quotient of 0.57, respectively. In general, participants expanded their 

language output in the oral interviews irom 180 words at the beginning of the semester to 

196 words at the end of the semester on average. They also increased their diversity 

quotient on average from 0.41 to 0.46, narrowing the range to a mere 22 points. All 

treatment groups show similar results, and except for the discussed interviews with the 

fewest and the most words, there is no other pattern based on proficiency evident. 

Compared with the wtitten results, however, these findings seem to indicate that there is 

even higher redundancy in oral kmguage (as documented by lower diversity quotients), 

but that improvements are also more likely to occur in oral language over the course of 

one semester, with fewer differences among learners with different levels of proficiency. 

Lexical Density 

I.exical density was determined by adding all lexical tokens (nouns, verbs, 

adjectives, and adverbs) and dividing this number by the total number of content and 

function words. The reason for counting nouns, verbs, adjectives, and adverbs as content 

words is based on Singleton's (1999) distinction between "internal stability" and 

"positional mobility" as explained in the methods section (chapter 3). While "internal 

stability" applies to both content and function words, only the content words are 

positionally mobile. 
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The average density quotient for the pre-writing task is 0.54, with a range from 

0,34-0.65, At the end of the semester, the average density quotient increased to 0.57, and 

the range narrowed to 0,48-0.69. One interesting case is subject 2142 who increased his 

density quotient trom 0.34 to 0.48 based on exactly the same text length, hi his pre-

treatment writing, he used many English words, mostly as nouns and verbs; again, the 

English words counted as tokens but not as types, resulting in a higher number in the 

denominator tind a lower quotient. The post-treatment writing does not contain fmy 

English w^ords, except for place names, and hence, the increased use of German verbs and 

nouns shows clearly in his density quotient. 

Just as with lexical diversity, participants who wrote shorter texts achieved a 

higher density quotient in general. The reason Ibr this might be that shorter texts are 

usually written by less proficient writers who use a more paratactic syntax, and therefore 

malce less use of conjunctions and other function words (complete table in Appendix M). 

Of all the measures of lexical richness, lexical density as calculated in the oral 

interviews gives the most balanced impression. All case study participants achieved a 

density quotient between 0.43 and 0.59 without any outliers. While the average density 

quotient of 0.49 and the range of 16 points did not change over the semester, there was 

quite an increase in language output. On average, participants said 30 content and 

function words more in the post-treatment interviews (147 vs. 177). With the density 

quotient staying the same, this increase in, language output might indicate that 

participants use a more complex sentence structure; instead of just answering with 

iniinitives or single (content) words, they might attera;p!: to answer in complete sentences, 
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maybe even using coordinating and subordinating clauses which, of course, would 

increase the number of function words (table in Appendix M). 

Siihjecl-Verh Agreement: Oral Interviews 

The oral interview (as described in chapter 3) consisted of topics and structures 

that were mostly familial* to the students, except for some probes (the question about 

where they would like to live later and the role play in the restaurant) that were intended 

to elicit more complex structures or vocabulary. All questions required a response in 

present tense, except for the question about what they did last summer. Therefore, a high 

number of attempted uses of subject-verb agreement in the present tense could be 

expected. In order to also obtain a sample of students' usage of present perfect tense, 

which was relatively new at the beginning of the semester but was reviewed and further 

practiced during the semester, the writing prompt for the in-class writing was designed to 

focus on an event from the past, i.e., a naixation of the most exciting or interesting 

experience that students had encountered last semester. 

The transcripts of the oral interviews and the in-class writings were coded and all 

instances of attempted use of subject-verb agreement in present tense were scored 

according to the system explained in chapter 3. The pre-oral and post-oral percentages in 

the following table refer to the accurate use of subject-verb agreement in present tense 

and were computed by dividing iJie obtained number of points by the total number of 

points that could have been obtained had all attempts been accurate. After calculating 

these numbers, the researcher also considered it appropriate to record the number of 

attempts that were made because a mere percentage score might be misleading in the case 
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of some participants who reached high scores of accuracy but had used only very few 

conjugated foi-ms. However, in light of the very different amoimts of language that were 

produced in the oral interviews (pre-treatment: 76-382 words; post-treatment: 122-280 

words), the researcher attempted to tlnd a mode of calculation that would take the amount 

of produced language into account and that would more clearly accentuate the relation 

between accuracy, risk taking, communicative eflbrt, and task fulfillment. Tlie result is a 

ratio of accuracy of subject-verb agreement to valid text quantity, calculated by 

multiplying the percentage score of SVA accuracy by the number of valid words. The 

following table presents an account of these results (according graph in Appendix N). 

Table 16: Subject-Verb Agreement: Oral Interview 
Code Sect Rank Pre-oral Att Acc/ valid Post-oral Att Ace/ valid 
Name % quantity ratio % quantity ratio 
1121 1 H 97.75 37 226.78 93.02 43 242.78 
1021 1 M 96.97 22 149.33 95.16 31 219.82 
1191 1 L 75.56 15 44.58 84.72 12 92.34 
2102 2 H 99.21 42 226.19 100 38 217 
2142 2 M 88.24 17 104.12 88,89 21 178.67 
2131 2 L-w 78.79 22 92.18 86,67 25 145.61 
2071 2 L-o 85.19 18 125,22 79.01 27 178.56 
3031 3 H-w 93.65 21 125.49 100 29 186 
3122 3 H-o 97.62 28 175.71 100 26 190 
3101 3 M 91.67 30 176.00 91 37 197.47 
3012 3 Iv-V^' 93.65 21 129.23 96.97 33 197.82 
3041 3 L-o 93.75 16 150.00 87.65 27 177,93 
4032 4 11-w 96.15 39 225.95 99.05 35 248.62 
4192 4 H-o 87.61 39 294.36 87.65 27 217.37 
4042 4 M 88,33 20 105,99 89.86 23 119.51 
4101 4 L 90.91 11 64.54 86.36 22 101.90 
5141 5 H-w 98.89 30 167.12 ^92.16 34 T99.O7 
5241 5 H-o 98.92 31 237.40 97.53 27 187.26 
5151 5 M-w 92.06 21 118.75 97.22 24 160.41 
5092 5 M-o 92,98 19 182.24 94.29 35 219.70 
5222 5 L 87.88 11 64.15 69.84 21 94.28 
Note. 
Prc-oral % or post-oral %•= accuracy of subject-verb agreement in present tense (obtained points divided by 
obtainable point.s) 
Att=- # of attempts made to use subject-verb agreement in present tense 
Acc/valid quantity ratio= ratio of accuracy of subject-verb agreement to valid text quantity (% of accuracy 
of SVA multiplied by # oi* valid words) 
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When comparing the pre-treatment and post-treatment scores, some observations 

can be made. Twelve participants achieved a higher percentage of accuracy in subject-

verb agreement at the end of the semester, while 9 participants scored lower, 15 

participants had more attempts to use subject-verb agreement, whereas 6 participants had 

less attempts. The attempted use of subject-verb agreement reflects a more complex 

syntax on behalf of the participants, i.e., trying to use more subject-verb agreement 

suggests that the learners incorporated subjects and verbs in their responses instead of 

just using infinitives. Evaluating these results in relation to the amount of hmgmige they 

produced, the outcome is quite positive: 18 participants reached a higher accuracy/ 

validity ratio which indicates that they not only improved their accuracy of subject-verb 

agreement usage, but they also showed improvement when this accuracy is put in relation 

to the greater quantity of language they produced in the oral interview at the end of the 

semester. The only 3 participants who obtained a lower accuracy/ validity ratio were all 

ranked at the high proliciency level. It seems that the median and lower levels of 

proficiency were more successful in improving their accuracy in subject-verb agreement 

in oral language over the course of one semester. 

Displaying these results in a column graph (see Appendix N) accentuates the 

gains and losses in accuracy for all participants. Some of the cases stand out, however, 

and deserve a more detailed analysis. Subject 1191 is ranked lowest proficiency in 

section 1. She managed to improve her SVA accuracy from 75.56% to 84.72%. While the 

number of her attempts decreased slightly (15 attempts vs. 12 attempts), her accuracy/ 

validity ratio more than doubled between beginning and end of the semester, largely due 

to the feet that she produced about a third more words in total, and almost 50% more 



valid words io the post-treatment interview. This is clearly an, indication of her improved 

language skills. 

Quite the reverse example is subject 4192, who is ranked high proficiency in 

section 4 based on the oral interview. He holds the record in language production at the 

beginning of the semester: 336 valid words out of a total of 382 words. His accuracy 

score stayed almost the same at the end of the semester (87.61% vs. 87.65%), but his 

accuracy/ validity ratio decreased enoraiously. Since he produced about a qmirter less 

valid words in the post-treatment interview, the fact that his accuracy did not improve 

weighs heavily and led to a drastic drop in his accuracy/ validity ratio. Overall however, 

he seemed to be a rather unusual case. Tiredness at the end of the semester or an 

uncommonly high amount of language production at the beginning of the semester might 

both have played a role here. For all case study participants, the accuracy/ validity ratio 

displays a strong improvement for subject-verb agreement in present tense over the 

course of one semester, possibly with a slightly bigger effect for median and lower levels 

of proficiency, but independent of the treatment. 

Subject- Verb Agreement: In-Class Writings 

Subject-verb agreement in present tense for the in-class writings shows a 

completely different picture. To begin with, it has to be stated that the writing prompt 

was clearly structured in a way to elicit present perfect usage. Only statements that hold 

true independent of time or quoted direct speech should have been expressed in the 

present tense, Hence, the number of attempted subject-verb agreement in present tense in 
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the in-class writing was expected to be much lower than in the oral interview. A look at 

the distribution of attempted uses of subject-verb agreement in ttie table exemplifies this. 

Table _l 7: Subject-Verb Ag^nwnt; In-Class Writing 
Code Sect Rank Pre- Atf Acc/ valid Post- Att Acc/ valid 
Name Write 

% 
quantity 
ratio 

Write 
% 

quantity 
ratio 

1121 1 H - - 100 1 66.00 
1021 1 M 75 2 49.50 100 1 68.00 
1191 1 L - - _ 2 49.00 
2102 2 H 100 4 103 95.83 6 100.6 
2142 T M - . - -

2131 2 L-w . - - 100 2 73.00 
2071 2 L-o - - -

3031 3 H-w 100 3 63.00 loo 3 101 
3122 3 H-o 100 1 46.00 100 1 80.00 
3101 3 M . 100 1 60.00 
3012 3 L-w - - - 100 1 70.(K) ' 
3041 3 L-o 100 1 37.00 - -

4032 4 H-w - - _ - -

4192 4 H-o 68.75 8 59.13 75.00 2 74.25 
4042 4 M 50.00 1 30.00 . -

4101 4 L • - - -

5141 5 H-w 91.66 3 79.74 - - _ 

5241 5 H-o 100 2 100 91.66 3 63.25 
5151 5 M-vv 62.50 4 39.38 . -

5092 5 M-o . - - 100 1 86.00 
5222 5 L - - - - - -

Note. 
Pre-write % or post-write %= accuracy of subject-verb agreement in present tense (obtained points divided 
by obtainable points) 
Att= # of attempts made to use subject-verb agreement in present tense 
Acc/valid quantity ratio= ratio of accuracy of subject-verb agreement to valid text quantity (% of accuracy 
of SVA multiplied by # of valid words) 

The rather scattered impression that this table conveys about the use of subject-

verb agreement in present tense is an indication that most participants understood that the 

writing prompt clearly necessitated the use of present perfect tense, and that present tense 

should be used sparingly, if at all. Based on this observation, there is no need to attempt 

to find an overall pattern; however, the data from one case study participant deserves a 

closer look. Subject 4192 had the most attempts (8) issing subject-verb agreement in 

present tense in the pre-treatment in-class writing, compared to 1-4 attempts by all other 
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subjects. He achieved an accuracy score of 68.75% and a 59.13 validity ratio. At the end 

of the semester, he only used subject-verb agreement in present tense twice, with an 

increased accuracy (75%), which also rendered an improved validity ratio of 74.25, This 

shows that at the end of the semester subject 4192 did not use as much present tense for a 

task that requires the predominan t use of present perfect, and suggests that his language 

skills with regard to the use of tenses improved over the semester. 

Present Perfeci: Oral Interview 

To analyze the use and accuracy of present perfect, the same procedures were 

applied that had been used for subject-verb agreement. After coding the interview 

trfinscripts and calculating participants' pre- imd post-treatment percentage scores 

regarding accuracy, the validity ratio was also computed to set the accuracy percentage 

scores in relation to the amount of language that was produced. It has to be kept in mind, 

however, that the questions of the oral interview did not elicit much present perfect use. 

Most questions were structured that way that they could be answered in present tense. 

In general, the following table shows that overall accui-acy in the usage of present 

perfect improved at the end of the semester. 17 case study ptirticipants achieved a higher 

accuracy percentage score, 3 participants had a lower score and one did not use present 

perfect in the post-treatment interview. The distribution of the attempts of using present 

perfect is very balanced; while the total amount of present perfect usages stays nearly the 

same between pre- and post-treatment interview (73 vs. 72), an almost equal number of 

participants (8) used more present perfect forms, whereas 7 participants used fewer 

forms. Again, there is no pattern discernible based on treatment or proficiency level, 
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Table 18; Present Perfect: Oral Interview 
Code Sect Rank Pre-oral Att Acc/ valid Post-oral Att Acc/ valid 
name % quantity ratio % quantity ratio 
1121 1 H 87.50 2 203.00 100 1 261 
1021 1 M: 68.75 4 105.87 83.33 6 192,49 
1191 I L 25 1 14.75 35.71 7 38.92 
2102 2 H 75 3 171.00 1 9175 1 4 203.44 
2142 2 M 37.50 4 44.25 50 5 100.50 
2131 2 L-w 50 1 llSJO 100 1 168 
2071 2 1 L-o 18.75 4 27.56 25 9 56.50 
3031 3 H"W 100 2 134.00 75 3 139.50 
3122 3 H-o 45 5 81.00 87.50 2 166.25 
3101 3 M 25 2 
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66.67 3 144.67 
3012 3 L-w 50 3 69.00 75 3 153 
3041 3 L-o 75 8 120.00 96.88 8 196.67 
4032 4 H-w 50 4 117.50 83.33 J 209.16 
4192 4 H-o 68.75 4 231.00 83,33 3 206.66 
4042 4 M 25 4 30.00 66.67 3 88.67 
4101 4 L 25 2 17.75 . - -

5141 5 H-w 75 1 126.75 25 2 54,00 
5241 5 H-o 43,75 4 105.00 62,50 4 120 
5151 5 M-w 25 2 32.25 62.50 2 103.13 
5092 5 M-o 45.19 13 88.57 25 2 58.25 
5222 5 L 87.50 2 63.87 100 1 135 
Note. 
Pre-oral % or post-oral accuracy of present perfect usage (obtained point.s divided by obtainable points) 
Att= # of attempts made to use present perfect 
Acc/valid quantity ratio= ratio of accuracy of present perfect usage to valid text quantity (% of accuracy of 
present perfect multiplied by # of valid words) 

Present Perfect: In-Class Writing 

What is fer more important for the analysis of present perfect Ibrms is the text that 

students wrote in class. The writing prompt asked them specifically to narrate an event 

from the past, so any use of other tenses than present perfect (the only past tense they had 

learned so far) was expected to be marginal A look at the numbers of attempted present 

perfect uses confirms this; for texts that varied in length between 17 and 103 valid words 

(far shorter than most oral interviews), present perfect forms were used between 2 and 13 
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times. The numbers for the end of the semester are similar; te.x:t length varied between 41 

and 105 valid words, with attempted uses of present perfect forms between 3 and 12. 

Table 19: Present Perfect: In-Class Writing 
Code Sect Rank Pre-Write Att Acc/ valid Post-Write Att Acc/ valid 
Name % quantity ratio % quantity ratio 
1121 1 H 96.15 13 63.46 88.88 9 58.66 
1021 1 M 56.25 8 37.13 7().00 5 47.60 
1191 1 L 81.25 4 19.50 75.00 7 42.00 
2102 2 H 84.72 9 87.26 91.66 9 96.24 
2142 2 M 56.25 4 29.81 1 ""52.50 5 26.25 
2131 2 L-w 31.25 4 9.06 52,50 10 38.33 
2071 2 L-o 25.00 7 n'5.75 25.00 9 20.00 
3031 3 93.05 9 58.62 76.13 11 76.89 
3122 3 H~o 83.33 6 38.33 76.25 10 61.00 
3101 3 M 68,75 4 127.50 70.00 5 42.00 
3012 3 L-w 100 2 17.00 82.50 10 57.75 
3041 3 L-o 91.66 6 96.25 10 64.49 
4032 4 H-w 76.92 13 65.38 80.68 11 83.10 
4192 4 H-o 62.50 3 53.75 57.81 8 57.23 
4042 4 ,M 35.71 7 21.43 81.25 4 33,31 
4101 4 L 8.33 6 27.50 41,66 3 Ti?75 
5141 5 H-w 87.50 10 76.13 81.25 8 68.25 
5241 5 H-o 63.88 9 63,88 54.16 3 37.37 
5151 5 M-w 89.28 7 56.25 93.75 12 69.38 
5092 5 IV1"0 67.85 7 35.28 62.50 4 53.75 
5222 5 L 57.81 8 29.48 70.00 5 32.20 
Note. 
Pre-write % or post-write %= accuracy of pre.se!it perfect usage (obtained points divided by obtainable 
points) 
Att--' # of attempts made to use present perfect 
Acc/valid quant= ratio of accuracy of present perfect usage to valid text quantity (% of accuracy of present 
perfect multiplied by # of valid words) 

Again, the table shows a very balanced picttire in terms of accuracy and attempts 

of using present perfect. 10 participants improved their accuracy, 10 participants 

achieved lower scores in accuracy and one had the same score at the end of the semester. 

While the total number of attempts indicates an increase in the use of present perfect 

forms (146 vs. 158 at the end of the semester), the distribution between participants who 

m^ike more attempts and those who try less often is quite balanced (11 vs. 9). The overall 
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validity ratio shows mi increase in accuracy by valid text length ibr three quarters of the 

participants. 

Although the results are not explicit enough to be called a pattern, participants 

that were ranked as low proficient seem to stand out in this analysis. Subject 1191 from 

section 1 almost doubled her attempts to use present perfect and dso gained a higher 

validity ratio, while her siccuracy score decreased slightly. However, when taking into 

account that she wrote twice as many words at the end of the semester and used twice as 

many present perfect forms, the slight decrease in her accuracy score (81.25% vs. 75%) 

seems negligible. Both low-ranked participants from section 2, subjects 2131 and 2071, 

display a similar configuration. They increased or stabilized their accuracy, increased 

their attempts to use present perfect, and achieved a higher validity ratio at the end of the 

semester. 

The low-ranked participants from section 3 also follow this pattern. While subject 

3041 exhibits a large increase in all rubrics, just like the subjects from section 2, subject 

3012 presents an amazing improvement. Based on mere numbers, he lost some points in 

accuracy. However, he increased his attempts of using present perfect forms from 2 to 10, 

and he wrote a much longer text at the end of the semester. Both results indicate an 

enomous improvement in his written language skills regarding the use of present perfect, 

yet they also point to an increased willingness for risk-taking, putting in some more 

communicative effort and trying to fulfill the task at hand. Subject 4101 from section 4 

and subject 5222 from section 5 display a slightly different picture. While subject 5222 

was able to obtain a higher validity score, the paiticipanl from section 4 received a lower 

ratio. Both managed to increase their accuracy scores, but this might largely be due to the 
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fact that they had only half the attempts in, the post-treatment in-class writing. Patterns 

concerning the medium-ranked mid high-ranked participants could not be Ibund, just as 

patterns based on the dilTerent treatments are not apparent. 

In conclusion, it can be stated that the case study participants already displayed a 

relatively high accuracy in their usage of subject-verb agreement in present tense in oral 

production at the beginning of the semester. The vast majority of them were able to 

further improve their scores towards the end of the semester, with low and medium 

ranked participants achieving an even greater accuracy when compared in relation to the 

participants ranked as high proficient. The use of present perfect forms in both oral and 

written mode shows quite a different picture: there was a much wider variation in its use 

and accuracy at the beginning of the semester than was observed for subject-verb 

agreement in present tense in oral production. Gains and losses in the accurate use of 

present perfect tense are quite balanced for vvTritten text, with a slightly greater gain for its 

accurate usage in the oral interview. Wliile there are no apparent treatment effects for 

improved accuracy of subject-verb agreement in present tense or present perfect tense, it 

seems that low and sometimes medium ranked participants made more progress in their 

language development over the course of one semester, and that accurate use of subject-

verb agreement in present tense is easier to accomplish than improvements in the 

accuracy of forms for present perfect tense in written production. 

Research Question 2: Communication Strategics 

The second research question deals with the use of communication strategies by 

beginning learners of German. In order to establish the subjects' level of proficiency, all 
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subjects participated in two oral interviews, one at the beginning and one at the end of the 

semester. The interviews of the 21 case study participants were transcribed by the 

researcher, indicating mistakes (e.g., pronunciation, grammar) as they were heard. 

Similarly to an OPI interview, the interview consisted of various phases (warm-

up, level check and probes, wind-down), and covered topics within the participants' 

previous range of classroom-based knowledge (family, weather, studies, leisure time 

activities, what they did last summer) as well as topics that were only introduced for the 

first time during the semester. The latter topics (where they would like to live later on in 

life, role play in a restaurant) were intended to check what participants would do if they 

did not have the necessary language skills to discuss the topics, and what kind of 

communication strategies they would use to deal with the situation. An interview creates 

an asymmetrical relationship between the two speakers, as the interviewer is the person 

mainly responsible for initiating and guiding the conversation, and the interviewee 

typically responds to the questions. Since the interviewee has to understand tiie questions 

and try to respond to them, no difference was made between comprehension and speech 

production strategies. All strategies tbund in the transcripts were coded following 

Dornyei and Scott's (1997) ttixonomy, which is a slightly changed version based on their 

earlier work (Dornyei and Scott, 1995). 

Dorayei and Scott identify communication strategies as direct, interactional, and 

indirect strategies. Direct strategies refer to alternative and modified plans to get the 

message across (e.g., message abandonment, circumlocution, restructuring), whereas 

indirect strategies help in keeping the communication channels open (e.g., fillers, 

feigning understanding). Interactional strategies need the engagement of both 
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interlocutors to solve the communication problem (e.g., appeals for help, requests for 

clarification). It should be noted, though, that not all communication strategies are 

observable. Mx>re proiicient spetikers, for example, might have a larger amount of 

automatized L2 knowledge wiiich makes problem-solving easier for them, and they might 

not even overtly make use of communication strategies. 

Almost all of the strategies that Dornyei and Scott (1997) listed were used by the 

participants in at least one of the interviews. The only stra tegies that were not used are: 

use of all-purpose words, use of similar sounding words, mime, and self-rephrasing 

(direct strategies); comprehension check, and interpretive summary (interactional 

strategies); and verbal strategy marker (indirect strategies). Since several of these 

strategies (comprehension check, interpretive summary, verbal strategy marker) require 

more paraphrasing on the side of the inten'iewee, it is not suq^rising that the beginning 

learners in this study did not use them. Strategies were not coded for Dornyei and Scott's 

category "responses" for two reasons. First of all, since this category seems to focus on 

the interlocutor's use of communications strategies, which is not the focus of this 

investigation, the researcher decided not to code the transcripts for these categories. 

Secondly, the de finitions of the specific sub-types of this category are either not well-

defined or even redundant. For example, DSrnyei and Scott establish the sub-category 

"response: rephrase" and explain it as "rephrasing the trigger" (1997, p. 193). However, 

the example can just as well be coded as an example of circiUTilocution, and it is not clear 

from Dornyei and Scott's article whether there is a difference between "response: 

rephrase" and "circumlocution" and what this might be. Since this investigation is only 

concerned with the participants' (and not the interlocutor's) use of communications 
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strategies, the researcher decided not to use this category. Wlienever behavior was 

observed that might have fidlen into this category according to Dfirnyei and Scott's 

taxonomy, for example when, the interviewer used circumlocution to help the interviewee 

with a word apparently missing in the learner's repertoire (called "response: rephrase" in 

the taxonomy), the interviewer's behavior was described without classifying it as an 

occurrence of the "responsc"-category. 

The following section describes and gives examples of the di;fferent strategies that 

were used in the study. Often, strategies were employed in combination, maybe because 

participants wanted to make sure that their messages were understood, or because they 

thought of a better solution of their problem while they were in the process of using the 

first strategy they could think of Coding problems and amhiguities are also discussed as 

they arise in the examples given. 

Description and discussion of the communication strategies found in the interviews 

1. Message abandonment: Learners sometimes leave a message unfinished because 

they do not have the necessary language resources to finish the message as 

intended or to employ a different strategy to execute their plan. In the present 

study, this strategy was used either explicitly (i.e., the learner stating in German 

that she cannot go on; example la) or by just stopping to talk (example lb). The 

interviewer's question is indicated by Q, and the participajit's response is 

indicated by his/her code number. Translations are provided after each quotation. 

Example la: Q: "Was machen Studenten an der University of Arizona jeden 
Tag?" 
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1021; "Party, uod studier, arbeiten, und... ich weiss nicht..." 
[Q: what do students at the U of A do every day? 1021: party, and study, work, 
and... I don't know...) 

Example lb: Q: "'Mxtehten Sie in einem gropen llaus oder in, ein.em, kleinen Haus 
wohnen?" 
3122; "Ich mOchte in einem, gro(3en Haus, aber..." 
[Q: Would you like to live in a big house or a small house? 3122:1 would like to 
(omission of verb) in a big house, but...] 

2. Message reduction; Learners reduce a message because they do not have the 

resources to express what they originally intended. This strategy was used only 

twice (by the same person) in all interviews. The participant in the example still 

expressed a meaningfiil message, but it was reduced. 

Example 2: Q; "Und was arbeiten Ihre Eltern?" 
1021; "Mein Vater ist Zahnarzt, und mein Mutter,. .ist meine Mutter." 
[Q: And what do your parents do? 1021: My father is a dentist, and ray 
mother.. .is my mother.] 

The participant probably wanted to say that her mother does not work or is a 

housewife, but could not express it and therefore decided to go with a reduced 

statement which is a partial description of what her mother does/is. 

3. Message replacement: Wlien learners substitute the original message with a new 

one because they feel they cannot execute it, we speak of message replacement. 

The only example found in the transcripts is somewhat ambiguous: it could either 

be coded as a message replacement or it is a false start. The participant started 

answering the question from his own perspective, then switched and replaced it 

with a response about his parents (example 3). 

Example 3; Q: " Was arbeiten sie?" 
5222: "Ich arbeite, or meine Eltern aii)eit...ih, ich weiss nicht" 
[Q: What do they do (referring to the parents)? 5222; I work, or my parents 
work,. .ah, 1 don't know] 
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Here, the participant had first understood the question as referring to himself, 

misinterpreting the German pronoun "sie" (they) in the sentence tbr the pronoun 

"Sie" which is used for formal address. He probably realized this after starting to 

answer the question, and tlien changed his answer, intending to replace the first 

message with infomation about his parents, but then had to give up this plan, too, 

resuhing in a message abandonment. 

4. Circumlocution: When learners cannot tliink of or do not know the appropriate 

lexical terra, they might exemplify or describe the properties of the target item or 

action in the L2. 

Example 4; Q: "Was machen Sie normalerweise am Wochenende?" 
4192: "studieren und arbeiten an mein Auto und gehen an kleine Reise, hike** 
[Q: What do you usually do on the weekend? 4192: study and work on my car and 
go on little trips, hike] 

This example also shows how two strategies were combined, and how the coding 

of the strategies is sometimes ambiguous because of this combination. On the one 

hand, the used strategies can be coded as circumlocution and own accuracy check; 

The participant first tried to express the word he was looking for ("to hike") with 

the linguistic means he had at his disposal ("to go on little trips"), but then added 

another strategy to make sure the interviewer understood correctly (own accuracy 

check). On the other hand, the participant could have referred to taking trips with 

his car, which he had just mentioned, and then added the English word hike as 

additional information about what he does on the weekends. Using hike with a 

rising intonation could then be coded as a direct appeal for help. This shows that 

the identification of communication strategies is also context-dependent, i.e., 
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communication strategies might be classified differently based on whether they 

are investigated within the context of the interviewee's entire response or as 

single independent utterances. 

5. Approximation: Learners use a single lexical item that shares characteristics of 

the target word or structure. 

iixample 5; Q: "Was studieren Sie?" 
2142; "Ich studiere Piihlic Health... Sh, Arzt one day..."" 
[Q: What do you study? 2142:1 study Public Health... Sli, doctor one day^ 

The participant used code switching to express what he studies, but then came up 

with the German word for doctor which could be classified as the prototypical 

term for everything that has to do with public health. As the researcher Icnows 

from a conversation after the interview, this participant actually wants to become 

a nurse, but he could not think of this specific term during the interview and, 

hence, chose the one he could more easily retrieve. 

6. Word coinage: Learners create new words that do not exist in the L2 but which 

express the intended meaning. 

Example 6: Q: "Und was arbeiten Ihre Eltern?" 
3122: "Mein Vater ist ein Anwah, und me in Mutter ist ein, ah, Munddoktor." 
[Q: And what do your parent do? 3122: My father is a lawyer, and my mother is 
a, mouth doctor] 

The participant needed the word for dentist but could not think of it. As a strategy, 

he coined a new word by combining two words that he knew and that would 

express the intended meaning. 

7. Restructuring: Learners change their plans in the middle of the sentence when 

they realize that they have language diffleulties. Then they restructure their 

sentence and constmet an alternative plan to communicate the intended meaning. 
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Example 7: Q: "Haben Sie auch gearbeitet?" 
5092: "Fur 3... 21 Tage ich arbeite fur eiii airconditioning company" 
[Q; Did you work, too? 5092: For 3... 21 days I worked for an airconditioning 
company] 

The paiticipant was looking for the German word for "weeks", but when he could 

not think of it, he changed his original plan and expressed the duration of his job 

in days instead. 

8. Literal translation: Learners literally translate LI word, idiom, or structure into 

the target language. 

Example 8: Q: "Was haben Sie letzten Sonmier gemacht?" 
3122: "Ich habe, oder ich bin in Stiefelcamp gegangen." 
[Q: What did you do last summer? 3122:1 went to boot camp] 

The participant translated the English compound noun "boot camp" into German, 

using the two German equivalents for "boot" and "camp", because he obviously 

did not know that the German word for "boot camp" is "Grundausbildung" (basic 

training). The greatest problem with literal translations is that only people who 

speak the native language of the interviewee can make sense out of this new word 

by translating it back to English. For a native speaker of German without any 

Imowledge of English, the participant's response would not have been 

comprehensible, 

9. Foreignizing: Learners use an LI word by adjusting it to L2 phonology or 

morphology. 

Example 9: Q: "Was machen Sie nomialerweise am Wochenende?" 
5151: "Am Wochenende ich tanze. Ich gehe Club Congress, ... ich staye meine 
Hause." 
[Q: What do you usually do on the weekend? 5 i 51: On the weekend, I go 
dancing. I go [to] Club Congress,... 1 stay at home] 
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Learners often use the German word "stehen" (to stand) for the iinglish word "to 

stay" (a false friend). For example, in sentences like "Ich stehe ira Bett", the 

intended meaning is to say "Fm staying in bed", but it translates into "I'm 

standing in bed". In the example from the oral interview, however, the 

participant's pronunciation clearly indicated the English word with a German 

morphological ending (for first person singular). 

10. Code switching: Learners include LI words (with LI pronunciation) in their L2 

speech. Code switching ranges from the use of single words to phrases or 

complete sentences. 

Example 10: Q: "Das kostet 5 Dollar 50," 
2142: "Ninmist du credit cardsT 
[Q: That's $ 5.50. 2142: Do you take credit cards7\ 

The participants in this study used code switching quite differently. Some learners 

tried to avoid code switching at all costs and tried hard to express everything in 

German. ITiey only used code switching as a last resort, when no other strategy 

worked. Other learners, however, used it very casually. For them, the flow of the 

conversation and the goal of expressing themselves was obviously more important 

thiui using the target language. 

11. Mumbling: Learners swallow or mutter a word (or part of a word) if they are 

uncertain about its correct form. 

Extmrple 11: Q: "Was sind Ihre Hobbies?" 
1191: "Alim, ich mag... [mumbles]" 
[Q: What are your hobbies? 1191:1 like ... (mumbles)] 

12. Omission: Learners leave a gap in their utterance when they do not know the 

word, but cariy on as if the word had been said. 
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Example 12: Q; "Woher kommeti Sie?" 
5222: "Ich ... Page, Arizona." 
[Q: Where do you come from? 5222:1... Page, Arizona] 

13. Retrieval: When learners tr}' to retrieve a lexical item, they might say several 

incomplete or incorrect forms before they reach the con-ect target form. Ddrnyei 

and Scott only refer to retrievals tliat consist of saying a form of the target item 

several times before coming up with the desired form. It seems appropriate to 

expand this defmition and to also inclnde participants' attempts to gain access to a 

ie.xicai item, by tapping their native language resources. Retrievals in the present 

study were done in two different ways: via the L2 like in Dornyei and Scott's 

definition (example 13a) and also via the LI (example 13b). 

Example 13a: Q: "Und was fiir Musik machen Sie (im Chorj?" 
1021: "Jazz und klassi, klassiko" 
[Q: And what kind of music do you sing (in the choir)? 1021: Jazz and classi, 
classico] 

Although this retrieval was in the end unsuccessful, because the participant could 

not come up with tlie correct form of tlie word "klassisch" (classical), it helped 

the intei-viewer to understand what she was attempting to express and the 

conversation could continue. 

Example 13b: Q: "Was haben Sie letzten Sommer gemacht?" 
5241: "Ich habe mein Dinge gepackt tilr college, Universitat." 
[Q: What did you do last summer? 5241:1 packed my things for college, 
university] 

In this example, college cannot be considered code switching, because the 

participant did come up with the appropriate German word immediately after 

saying the English, word. It seems that saying the English word out loud triggered 
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the con-ect (jerman word, and thus it might be considered a different way to 

access the target lexical item, a sub-type of the retrieval strategy. 

14. Self-repair: Learners initiate repairs in their own utterances. The present study 

differentiates between successful (example 14a) and unsuccessful (example 14b) 

self-repairs. 

Example 14a: Q: "MSchten Sie etwas essen?" 
5151; "Ja! Ich mochte ein Glas Rotwein und ein, einen Salat" 
f Q; Would you like something to eat? 5151: Yes! I would like a glass of red wine 
and a, a salad] 

This participant realized that she needed to use the indefinite article in the 

accusative case and corrected her own utterance directly after saying the wrong 

form. 

Example 14b: Q: "Was mochten Sie essen?" 
3012: "Ich mochte essen eine, ein... Hambuj-ger." 
[Q: What would you like to eat? 3012:1 would like to eat a, a ... hamburger] 

Here, the participant attempted to con'ect his sentence, but was unsuccessful in 

doing so. He replaced one incoiTect tbrm of the indefinite article with another 

incorrect form. He hesitated briefly (indicated by ,..) after his self-correction as if 

he still was not sure of this new form, but then decided to continue with the 

lexical item to complete tlie sentence. 

15. Other-repair: According to Domyei and Scott's definition, other-repair refers to 

the situation when the interlocutor corrects something in the learner's speech and 

the learner repeats the correct form, creating what is called ''uptake" in, corrective 

feedback studies. 

Example 15: Q: "Haben Sie auch Ferien gehabt oder Urlaub? 
3041: "Letzten Sommer ich habe Europe gefahren." 
Q: "Schon!" 
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3041; "Ja, Deutschiand, Italieii, Frankreich, Spanisch" 
Q: "Spanien" 
3041: "Spanien" 
[Q'- Did you also go on vacation'? 3041: Last summer I went to Europe. Q: Nice! 
3041; Yes, Germany, Italy, France, Spanish. Q: Spain. 3041: Spain.] 

In tliis case, the participant listed the countries she visited last summer on her tour 

through Europe. However, she said "Spanish" instead of "Spain", The interviewer 

corrected her, and she repeated the correct word again. By repeating the word, the 

interviewee signaled her understanding of what the interviewer said. At the same 

time, however, the used strategy is not only a communication strategy to indicate 

that the conversation can continue; it can also be identified as a learning strategy. 

The quoted excerpt from the oral interview is a prime example of the 

difficulties that arise when investigating the use of strategies, as was already 

discussed in the literature review. It shows that communication and learning 

strategies are closely related and sometimes are difficult to distinguish. Learners 

might repeat a correct form as a strategy to memorize it. This might be influenced 

by either their teacher's modeled behavior in the classroom, expecting that 

students repeat the correct form after her/him, or by the student's perception of 

how languages are learned. It seems, then, that the definition of other-repair needs 

to be extended to reflect these additional puiposes. 

Interactional strategies 

16. Direct appeal ibr help; Learners appeal to the interlocutor's help by asking an 

explicit question about a missing lexical item or stmcture. In this study, the direct 

appeals were distinguished as asking for help in English (example 16a) or in 
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Gennan (example 16b). Both languages were used to make these requests. Direct 

appeals also include jn.starices when learners said the lexical item that they wanted 

to use in English with a rising intonation, as a signal for the interlocutor to 

provide the item in German (example 16c). 

fc^xample 16a: Q: "In welcher Stadt mochten Sie spiiter leben?" 
4042: "hi San Francisco oder Boston" 
Q: "Ok, warum?" 
4042: ... next to the sea, how do I say that'T 
Q; "Es liegt am Meer, am Ozeaji" 
4042: "Ja, ja" 
[Q: In which city would you like to live later on in your life? 4042: hi San 
Francisco or Boston. Q: Ok, why? 4042: .. .next to the sea, how do I say that? Q: 
It's close to the ocean. 4042: Yes, yes] 

In this example, the interviewee could not answer the interlocutor's follow-up 

question why he would like to live in San Francisco or Boston. He hesitated, then 

said what he wanted to say in English, immediately followed by a direct appeal 

for help, expressing his inability to convey the message in German on his own. 

The interlocutor provided an appropriate expression in German, using two 

different lexical items. First, she used the German word for ocean ("Meer"), then 

realized that the interviewee might not know the word and provided him with a 

cognate ("Ozean"), making sure he understood which he acknowledged with his 

response ("ja, ja"). 

Example 16b: Q: "Arbeiten Ihre Eltern?" 
2142: "Ah, nein!... Wie sagt man retired?" 
Q: "Sie arbeiten nicht mehr." 
2142: "Ja!" 
[Q: Do your parents work? 2142: Ah, no!.., How do you say retired'? Q: They 
don't work anymore. 2142: Yes!] 

In this example, the participant used one of the phrases that are usually taught as a 

gambit in the beginning language class to provide students witli means to keep a 
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conversation going while staying in the target language. In her response, the 

interlocutor chose to provide the interviewee with a circanilocution, of the word he 

was looking for, rather than the exact equiv£tlent in German. By doing this, the 

interlocutor made sure that the interviewee luiderstood the answer, which might 

not have been the case had the interlocutor just given the requested translation 

"pensioniert" (obviously not a word the interviewee was familiar with). 

Example 16c: Q: "Arbeiten Ihre Eltern?" 
1021: "Ja, mein Vater ist ein dentist,..?" 
Q: "Zahnarzt.'" 
1021: "Zalinai'zt, iind meine Mutter ist..(sentence continues] 
[Q; Do your parents work? 1021: Yes, my father is a dentist... ? Q: Dentist. 1021; 
Dentist, and my mother is.,.] 

By providing the requested word in the target language, the interlocutor enabled 

the interviewee to continue almost effortlessly in expressing what she intended to 

express. The interviewee acknowledged the word by repeating it (perhaps in an 

attempt to memorize it, as discussed before), and then continued and completed 

her intended message. 

17. Indirect appeal for help: Learners try to elicit help for a gap in their 12 loiowledge 

from the interlocutor without explicitly asking for it. They might say that they do 

not know how to express something either with a rising intonation or with a 

pause. Again, this strategy was used in both Geraian (example 17a) and English 

(example 17b). 

Ekample 17a: Q: "Was machen Ihre Eltern?" 
2102: "Hmm, ich weiss nicht, wie auf Deutsch sagen" 
[Q: What do yow parents do? 2102:1 don't know how to say this in German] 

Example 17b: Q: "Was sind Ihre Hobbies?" 
3101: "Ich mochte.,. I forgot how to say run..." 
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Q; "Laufen?" 
3101: "Laufen, ja. Daiike. Ich raOchte laufen." 
[Q: What are your hobbies? 3101:1 like... 1 forgot how to my run... Q: run? 
3101: Rim, yes. Thanks. 1 like to run.] 

The interviewee explicitly expressed the gap in her L2 knowledge, but she did not 

directly ask ibr the lexical item that she was missing. By stating her deficiency, 

she assumed that the interlocutor might assist her, and when that happened, she 

acknowledged the provided lexical item by repeating it and even, thanking the 

interlocutor before completing her original message. 

18. Own-accuracy-check: Learners check that what they said was correct by either 

asking a concrete question (example 18a) or repeating a word with a rising 

intonation (example 18b + 18c). In this study, interviewees checked the accuracy 

of what they were saying by either repeating the English word right after they said 

the word in German to make sure the interlocutor understood the message 

correctly, or they said the German word tliat they assumed to be the correct one 

first, followed by the English equivalent. 

lixample 18a; Q: "Was studieren Sie?" 
1121: "Oh, ich studiere Kommunikation und ... Nebenfach, is that right?" 
Q: "Ja, und was ist Ihr Nebenfach?" 
1121: "Das ist Soziologie." 
[Q: What do you study? 1121: Oh, I study communication and ... minor, is that 
rightl Q: Yes, and what is your minor? 1121: That's sociology.] 

Here, the participant wanted to add some more information to her answer, but she 

was not entirely sure about her choice of lexical item, so she checked by asking in 

English whether she was correct. 

E^xample 18b; Q: "Was haben. Sie letzten, Sommer gemacht?" 
5151: "Ja, ahm,... ich ....stoy? Bleiben?" 
Q; "Ja" 
5151: "Ich bleiben in Tucson und ich arbeite" 
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[Q; What did you do last summer? 5151: Yes, ahm,,... I... stayl To stay? Q: Yes, 
5151: Ista: f in Tucson and 1 work] 

Example 18c: Q: "Was siiid Ihre Hobbies?" 
2142; "Ich liebe Schneeboard und Wasserski und Radfahr, bike ridingT 
Q: "Radfiihren, ok." 
[Q: What are your hobbies? 2142:1 love snowboarding and water skiing and bike 
ride, bike riding? Q: Bike riding, ok.] 

19. Asking for repet ition: Learners ask the interlocutor for repetition if they do not 

hear or under.stand con-ectly. Participants used the universal "hm" and both 

English and Gernimi (examples 19b + 19c) to request repetitions. 

Example 19a: Q: "Das kostet 18 Euro 50." 
5151: "hm?" 
Q: "Das Essen kostet 18 fiuro 50." 
[Q: That makes (costs) 18 Euro 50, 5151: hm? Q: The food costs 18 Euro 50.] 

Example 19b: Q: "Was machen Sie normalerweise am Wochenende?" 
2131: ""Can you repeat thatT 
[Q: What do you usually do on the weekend? 2131: Cm you repeat thal7\ 

Exarape 19c: Q: "Was machen Sie am Wochenende?" 
5222: "... noch einmal, bitte!" 
Q: Was machen Sie am Wochenende?" 
[Q: What do you do on the weekend? 5222: ... once again, please! Q: What do 
you do on the weekend?] 

20. Asking for clarification: Ixarners ask for the explanation of an unfamiliar word, 

either explicitly or by repeating the target item with a rising intonation. 

Example 20a: Q: "Was machen Sie gem in Ihrer Freizeit?" 
2131: "Freizeit?" 
Q: "Was sind Ihre Hobbies?" 
[Q: What do you like to do in your free time? 2131: Free time? Q: What are your 
hobbies?] 

By repeating the target item, the interviewee signaled that she had problems 

under.standing tliis word and indirectly asked the interlocutor to clarify the 

meaning. The interlocutor responded by rephrasing the question, using a cognate 
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to make the question easier to understand for the interviewee. In another case, the 

participant wanted the interlocutor to specify the content of her question a little 

more. She had obviously understood the question, but was unsure about exactly 

what the inten'iewer was referring to. 

.Example 2()b: Q: "Was machen Sie Jeden Tag?" 
5241: "At the university or Just a normal dayT 
[Q: What do you do evety day? 5241: the university or Just a normal dayl] 

Thus, the above definition should be expanded to also include queries concerning 

the content of the question. 

21. Asking for confirmation: Learners request confirmation that they understood or 

heard something correctly. This can either be done explicitly by asking a question, 

stating what was understood (example 21a), or implicitly by repeating the trigger 

in L2 with a questioning intonation (example 21b). 

Example 21a: Q: "MOehten Sie etwas essen?" 
1191: "You're asking whether I want to eat somethingT 
[Q: Would you like something to eat? 1191: You 're asking whether I want to eat 
somethingl] 

Example 21b; Q: "Was machen Sie jeden Tag?" 
3031: "Jeden Tag? Klasses,... ich habe Mathematik und Fotographie und 
Deutsch imd history" 
[Q: What do you do every day? 3031: Every day? Classes, ... I have math and 
photography and German and history.] 

The strategies "asking for clarification" and "asking for confirmation" are very 

similar. They both include repeating the target item with a rising intonation 

(examples 20a and 2lb). The difference between the two strategies, however, is 

that learners have a gap in their linguistic knowledge in example 20a; they do not 

know or understand the target item. When using the "asking for confirmation" 

strategy, in contrast, they have a pretty good idea about the meaning of the target 
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word or structure, and they just want to cortfirm that they cire on the right track 

before they continue with their response. 

22. Guessing: Learners guess the meaning of a target word. Guessing is similar to 

asking for confirmation, but when learners guess they are less certain than when 

they ask For confirmation. 

lixample 22: Q: "In welcher Stadt mdchten Sie spiiter leben?'" 
2131: 
Q; "Stadt? Verstehen Sie Stadt?" 
2131; 
Q: "Tucson ist eine Stadt." 
2131: "cityT 
Q: "Ja, city. In which city would you like to live later?" 
2131: "Oh! Oh! I'm sorry, / would have never gotten thatV 
[Q: In which city would you like to live later on in your life? 2131: .Q: City? 
Do you understand "city"? 2131: ... Q: Tucson is a city. 2131: City'7 Q: yes, city.] 

Here, the participant had no idea what the word "Stadt" meant, and she could not 

understand the question without this word. Her expression of non-understanding, 

i.e., saying nothing and looking puzzled (indicated by ...), caused the interlocutor 

to tbcus in on the word that the interviewee did not understand. The interlocutor's 

question ("City? Do you understand City?") was an attempt to locate the word 

that caused the non-understanding. The interviewee still did not understand, 

which now invited the interlocutor to circumlocute the tai-get item to help the 

interviewee. With the reference to Tucson, the participant finally understood, but 

still was very unc-ertain about the word. Her question "city?" can be classified as a 

guess (rather tlian an example of asking for confirmation) because her following 

response ( I 'm  sorry, I would have never gotten (hall) clearly indicated how unsure 

she was about the meaning of the word even after the interlocutor's 
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circumlocution. Only when the interlocutor finally ga,ve up and asked the question 

in English, the pMicipant understood. 

23. Expressing non-understanding; Learners express that they do not understand 

something either verbally or non-verbally. Participants in this study used the 

verbal form of expressing their non-understanding only a few times (either in 

English or in German, example 23a + 23b), but indicated tlieir non-understanding 

in a non-verbal manner quite often (Indicated by ... in the interview). 

Example 23a; Q: "In welcher Stadt mdchten Sie leben, spiiter?" 
2142: "Era not sure I understmid..." 
Q; "What do you think I said?" 
2142: "1 think you said where do I plan on living?" 
Q: "Ja, genau!" 
[Q: In which city would you like to live later? 2142; I'm not sure I understand,.. 
Q: What do you think I said? 2142:1 think you said where do I plan on living? Q; 
Yes, exactly!] 

This example shows beautiflilly how meaning is negotiated between the 

participant and the interlocutor using different interactional strategies. When die 

participant expressed his non-understanding verbally, the interlocutor prompted 

him to venture an educated guess. Based on the participant's display of language 

skills so far in the interview and his choice of words to express his non-

understanding ('7'w not sure I understand" instead of''I don't understand"), the 

interlocutor assumed that the participant had an idea about what her question 

meant, and therefore asked him what he thought she had asked. His following 

question can thus be classified as asking for confirmation. The negotiation of 

meaning is concluded by the interlocutor's affirmation and the interview 

continues in German. 

Example 23b: Q: "Haben Sie Ferien gemacht oder Urlaub?" 
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3101: "Ich verstehe nicht" 
Q: ''VacationT 
[Q: Did you go on vacation? 3101:1 don't understand. Q: Vacation7\ 

The participant expressed her non-understanding using a simple Gertn,an sentence 

and the interlocutor responded by translating the target word into English. 

Indirect Strategies 

24. Use of fillers: Learners use gambits to fill pauses and to gain time to keep the 

communication going. Fillers in this study were used mostly in English, such as 

"let's see", "actually", "that's a good question", "well", and "like". Example 24 

shows the only filler that was used in Gemian. 

Example 24: Q; "Wo mochten Sie leben, spSter?" 
1021: . ich weiss nicht, in Arizona" 
[Q: Where would you like to live later? 1021: ... I don't know, in Arizona] 

By indicating her hesitation (...) first, the participant's utterance can clearly be 

identified as a filler, rather than as an indication of non-understanding which 

might be concluded from her choice of words. Again, this example shows how 

important context is for the identification and classification of communication 

strategies. 

25. Repetitions: Learners either repeat a word or phrase immediately after they said it 

(sell-repetition; example 25a) or after the interlocutor said it (other-repetition; 

example 25b), usually to gain time to come up with a response. 

Exemiple 25a: Q: "Wie ist das Wetter heute? 
2142: "Das Wetter ist schon, aber ein bisschen, ein bisschen heip," 
[Q: What's the weather like today? 2142: The weather is nice, but a little, a little 
hot.] 

Example 25b: Q: "Was haben Sie letzten Sommer gemacht?" 
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5141: "Letzten Sommer gemacht? Ich, iilim, babe in New Mexico gearbeiten" 
[Q: What did you do last summer? 5141; I, ahm, worked in New Mexico] 

Both examples show that the participants want to gain some time to formulate 

their answers by repeating either part of their own message or by repeating the 

last part of the interlocutor's question. Without the context and knowing about the 

interviewee's level of proficiency, example 25b seems ver)' similar to the 

examples that were classified in the category "asking for confirmation" where 

interviewees implicitly ask the interlocutor to confirm that they have understood 

correctly by repeating part of the interlocutor's question with a questioning 

intonation (see example 21b). However, based on the fact that the proficiency 

level of participant 5141 was ranked high, that she did not have any 

comprehension problems at all during the interview, and overall expressed herself 

quite fluently, we can surmise that her repetition of the interlocutor's question is 

rather an example of gaining a little time than of asking for confirmation. As we 

have seen before, in order to most accurately identity communication strategies, it 

is not only crucial to know about the context of an utterance, but also to be 

familiar with the actual interview (i.e., listen to the tapes), and not just with the 

transcript. 

26. Feigning understanding: Learners might try to carry on the conversation by 

pretending to understand even though tliey do not understand what is going on. 

Example 26a: Q; "'Arbeiten Ihre Eltern?" 
2131;"..." 
Q; "Arbeiten sie?" 
2131; "Ja!" 
Q; "lind was arbeiten sie?" 
2131; "Nein" 
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Q; "Nein? Sie arbeiten nlcht? 
2131: "Nein" 
Q: "Sie arbeiten nicht niehr?" 
2131: 'Wo, ihey're retirect 
[Q: Do YoIff parents work? 2131: ... Q: Do they work? 2131: Yes! Q: And what 
do they work? 2131: No Q: No? They don't work? 2131: No Q; They don't work 
anym,ore? 2131: No, they're retired} 

In this example, the interviewee lirst did not understand the interlocutor's 

question. She expressed her non-understanding by saying nothing which led the 

interlocutor to repeat the question. Then the interviewee answered the question 

positively, but the follow-up question by the interlocutor about her parents' job 

elicited a negative answer. Through more negotiation it was finally found out that 

the participant's parents do not work anymore. The participant's first response 

was apparently an attempt to feign understanding and carry on the conversation. 

At first glance, her response might have been identified as a misinterpretation of 

the question, misunderstanding the German pronoun "sie" as referring to herself 

("Arbeiten Sie?" "do you work?" instead of "do they work?). However, the 

following question-answer pair makes it clear: had the participant understood the 

question as referring to herself, she would have answered what kind of job she 

had, but by answering "no", only the classification of this strategy as feigning 

understMiding makes sense. 

Another example shows how participants sometimes re.sponded based on what 

they expected to be asked, thereby also not really understanding the question, but 

rather feigning understanding. 

Example 26b: Q: "Guten Morgen!" 
2071: "Guten Morgen!" 
Q: "Wie heipen Sie?" 
2071: "Ah, ich bin gut!" 
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[Q: Good morning! 2071: Good nioming! Q: What's your name? 2071: Ah, I'm 
fine!] 

The paiticipant responded solely based on context expectations, applying 

sociolinguistic rules o f her owti LI culture to this interview situation. She 

assumed that after greeting another person, one asks about that person's well-

being as is very common in English-speaking commimities. The interlocutor, 

however, first wanted to establish the interviewee's identity by asking for her 

name, and then exchange personal greetings, because an interview is a more 

formal situation where specific roles (interviewer vs. interviewee) have to be 

determined first. 

Results 

In general, results show that language learners at a beginning level (2'"' semester) 

have a wide variety of communication strategies at tlieir disposal. Of the 33 strategies 

listed in Dornyei and Scott's taxonomy, participants in this study used 26 different ones. 

Almost all of the identified interactional strategies were employed, whereas the direct and 

indirect strategies were used only occasionally. In fact, the use of indirect strategies was 

so scarce that they do not warrant further discussion in temis of distribution, proficiency 

levels, or other observable patterns. The following discussion focuses on the participants' 

use of direct and interactional strategies. A complete table with the distribution of all 

strategies can be found in Appendix O. 

Although the number of case study participants is too small to generalize the 

results, some trends based on proficiency level can be observed. Code switching is the 

strategy that is used most often in all intei-views (64 times at the beginning and 60 times 
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at the end of the semester intei-view). However, it seems that it is used more often by 

medium and low proficient participants than by the high proficient learners. Although the 

number of times code switching was used in both rounds of interviews is similar, several 

participants sho wed dramatic changes. One low proficient learner had only half as many 

instances of code switching at the end of the semester (14->7), and another medium 

proficient learner decreased his number even more (i 1 ~>3). This might lead us to 

conclude that those learners' language skills improved enormously and that they did not 

rely as much on their Li anymore when they engaged in the second interview at the end 

of the semester. In contrast, however, there was also the example of the low proficient 

learner who more than doubled her use of code switching moments in the second 

interview (5-> 12). Individual variables might have played a role here; this particular 

student might have had a bad day or felt otherwise unmotivated, tired, or hungry. The 

increased use of code switching by thi.s student and by some other participants could also 

be a sign of "end-of-semester-fatigue", which the researcher has encoimtered often in her 

many yeai's of teaching, when students perform worse at the end of a course despite the 

amount of instruction they received in the course. The overall stagnating numbers of code 

switching might also indicate that code switching is a very common phenomenon and a 

widely used communication strategy at the beginning level of language learning. 

A similar tendency with regard to proficiency level can be found in the expressing 

of non-understanding: it is mostly the low proficient participants who have problems 

understanding the interlocutor's questions and who express their comprehension 

problems non-verbally. Of the 60 times that non-understanding was expressed in the first 

round of interviews, only seven instances can be traced back to high proficient learners. 
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At the end of the semester, expressions of non-understanding decreased by 40%, which is 

a great improvement in the overall comprehension level of all participants. None of the 

high proficient participants expressed non-understanding at the end of the semester. 

In contrast to code switching and the expression of non-understanding which both 

seem to be favored by medium and low proficient learners, restructuring seems to be a 

strategy that is used only by high and some medium proficient participants. Since 

restructuring requires an alternative plan, language learners need to have some other 

linguistic means at their disposal so that they are actually able to express what they 

wanted to express, just in a different way. Obviously, this strategy requires a higher level 

of language skills than just switching to one's native language. 

All other strategies are used fairly balanced across all proficiency levels and by 

participants from all sections (see Appendix O tbr a complete table of beginning- and 

end-of-semester strategy use). The repair strategy, in particular, provides a balanced 

picture: in the interview at the beginning of the semester, other-repair was used 25 times, 

distributed evenly across all sections. Self-repair was also used 25 times, and almost half 

of the self-repairs were successfiil (11 successful; 14 unsuccessful repairs). At the end of 

the semester, a great improvement can be seen in the participants' ability to correct their 

own speech. Self-repair was used almost as often as at the beginning of the semester (24 

times), but now the ratio looks quite different: 20 successful repairs and only 4 

unsuccessful repairs. Participants used only half as many other-repairs in the second 

round of interviews which goes hand in hand with the decreasing number of appeals for 

help: if tlie participEmts did not ask that often for the vocabulary item (directly or 
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other-repair) presented themselves. 

Among the interactional strategies, appeals for help and asking for clarification 

and confirmation were used most often. In the first interviews, participants asked for help 

21 times directly and 12 times indirectly. Most of the direct appeals for help involved LI, 

words provided by the interviewees who requested a tnmslation. The greater number of 

direct appeals can be explained by the fact that participants were quite active in their 

roles as interviewees. They wanted to get their message across and if all tlicy needed was 

just one word, they said the target item in their native language with a rising intonation 

and thus indicated that the interviewer should provide them with the appropriate L2 word. 

At the end of the semester, there were only nine direct and three indirect appeals for help, 

about 65% less than at the beginning of the semester. 

hiterestingly, at the beginning of the semester, the majority of appeals for help 

appeared when interviewees were asked about their parents' jobs and when they 

described their majors at the university. At first, it seems surprising that so many appeals 

were generated based on the lexical items required for these responses, since they seem to 

involve rather basic vocabulary. However, a look at the textbook for this level might 

clarify the issue. The vocabulary for different professions was introduced in chapter 5 of 

the textbook Konlakte (1999), in fact the very same chapter that students were working 

on at the time of the first interview. They might have known the 16 specific terras 

introduced in that chapter, but they might have lacked the practice or the language skills 

to describe other professions if tlieir parents had different jobs than the ones they had 

learned in that chapter. The vocabulary fbr majors at the university was introduced in 
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chapter 1, i.e., at the beginning of the participants' first semester of German. With all the 

topics and structures that are covered in a language class, there is often no time to review 

the previously lemied m.aterial on a regular basis. In-class work usually concentrates on 

the practice and review of the structures and topics of the specific chapter, so that it is -

after all— not surprising that students might not have remembered some of the words to 

de.scribe their majors. 

The resem'cher had selected two otlier topics (the question where the participants 

would like to live later on in their li ves and the role play in the restaurant) to create a 

potential language breakdown and observe how participants would react to these 

problems. Since the topics were only introduced and practiced in the second half of the 

semester, they were expected to create more linguistic difficulties tbr the participants, 

especially in the first round of inter\'iews. Several participants did .struggle with the first 

topic and appealed for help, but the role play in the restaurant did not generate any 

appeals. It is possible tliat the reason for the lack of appeals with the restaurant topic is 

inherent in the different structure of the situation: in an interview situation consisting of 

questions and responses it might appear more normal to ask for help, whereas asking for 

help in a role play would mean that participants would leave their assigned roles and 

engage briefly in a meta-linguistic conversation. At the end of the semester, the instances 

in which the pai'ticipants appealed for help did not focus on specific topics, but rather 

they were all concerned with attempts to elaborate on a topic and to add more 

information voluntarily. 

Participants also often used the strategies to ask for clarification and confirmation. 

There is only a slight decrease in the number of times participants requested clarification 
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between the first and the second round of interviews (16-> 10), which might indicate that 

at those times when participants did ask for clarification, they really needed some further 

explanation or other help from the interviewer, and that they could not have continued tlie 

conversation without this help. The numbers for asking for confntnation, however, show 

a very different picture: tliere were 21 requests for confirmation in the first round of 

inter\'iews compared to only four at the end of the semester. This rather drastic decline in 

requests for confiraiation shows that participants were able to comprehend more at the 

end of the semester, which is also supported by tlie decreasing number of times wlien, 

participants expressed non-understanding, and that they felt more certain in their ability 

to understand. They asked for help when they could not grasp what the interviewer said 

or asked, but they did not feel the need to confirm as often tliat they were on the right 

track before they stated their responses. 

In conclusion, an improvement of the participants' overall language skills could 

be detected over the course of one semester based on the decreased number of appeals for 

help or requests for confirmation, and the increased success rate with which interviewees 

corrected their own mistakes. Furthermore, it can be stated that every participant made 

use of several different strategies to overcome linguistic gaps or difOculties. Whereas 

code switching and the expression of non-understanding were more common among low 

and medium proficient learners, restructuring occurred only among high and some 

medium proficient participants. These results only partially corroborate the findings in 

Paribakht's (1985) and in Yoshida-Morise's (1998) studies in as far as the use of L2~ 

based strategies is concerned. These two studies as well as the present investigation 

concur that restructuring is employed significantly more often by the higher proficiency 
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levels. There is a difference, however, in the use of other L2-based strategies, for 

example paraphrasing. Yoshida-Morise found that paraphrasing is used most often by her 

least proficient participants, whereas the present study demonstrated a negligible number 

of instances of paraphrasing, and these were done by high-proficiency level participants. 

The reason for this difference might be that the present study deals exclusively with 

beginning learners who are divided in sub-levels of high-, medium-, and low-proficiency, 

vv'hereas the other studies included participants from a wider range of proficiency levels. 

Thus, in addition to distinguishing and classifying communication strategies on the basis 

of their degree of interactivity, they can also be categorized by the amount of language 

skills they require to be utilized. Strategies such as restructuring and circumlocution 

certainly need a higher level of language proficiency than code .switching or mes.sage 

abandoranent. 

Considering the fact that the interviews were not solely designed for the purpose 

of eliciting communication strategie.s, it is impressive to see how many different 

strategies beginning foreign language learners know and use to their advantage. While 

the discussed data suggest that proficiency in the tbreign language has an impact on the 

quantity and cfuality of use of communication strategies, it could also be hypothesized 

that communication strategies are a universal trait, i.e., they are transferable from one 

language to another. Language learners with good communication strategies in their 

native language aj*e probably better able to utilize these strategies in a foreign language as 

well. 
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Research Question 3: Interlangwage Dcvdopnient 

Research question 3 investigates the interlanguage development of the case study 

participants o ver the course of one semester. In order to do so, the writing tasks of the in-

class achievement-based exams were analyzed with regards to syntactic complexity and 

accurate and appropriate use of tenses. Based on the ACTFL Proficiency Guidelines' 

description of Novice- and Intermediate-levels, increased use of cohesive elements is a 

sign of higher complexity and the use of different time iiames denotes a move towards 

Intermediate-level writing (Breiner-Sanders, et af, 2002, p. 11/12). Since the 

participants' proficiency was at these two levels, an increase of the two selected features 

could indicate a developing interlanguage. 

Accurate and Appropriate Use of Femes 

The in-class achievement-based writing sections of four chapter exams were 

coded according to the pattern described in Chapter 3. For each attempt at using a subject 

and a verb, a maximum number of fom* points were awarded (appropriate verb, 

appropriate tense, con-ect conjugation of verb/ auxiliary/ modal/ "werden", correct past 

participle). The total number of points awarded for each subject for each writing task was 

divided by the maximum number that could have been obtained if all attempts had been 

correct and appropriate. 

In general, all results indicate a range of accurate and appropriate tense use, 

mostly distinguished by proficiency level. No pattern is discernible based on the different 

treatments the participants received during the semester. There is also a broad range of 

attempts at using subject-verb combinations, with the high-proficiency level participants 
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generally writing longer textwS and -thus — having more uses of subject-verb 

combinations. The tenn "subject-verb combinations" was chosen to illustrate that the 

investigation not only focuses on subject-verb agreement iii present tense, but that it also 

includes coiTect auxiliaries £ind past participle forms, the correct formation of all 

elements of the IMure tense, and of modal convstructions. 

The first chapter exam provided a letter to which students had to write a response. 

In this letter, the writer describes what he studies and what his professional goals and 

wishes are. The letter is interspersed with questions to the students about their studies, 

their current jobs, which professions they find interesting, and whether they save for 

anything. The letter is written in present tense and the questions also elicit only present 

tense. 

The following table shows all results of accurate and appropriate use of tenses in 

the writing sections of the chapter exams over one semester for the multiple case study 

participants. The first number indicates the percentage of accui-ate and appropriate tense 

use, and the second number shows the attempts. 
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Table 20: Accurate and Appropriate Tense Use in Chapter Exam Wn 

_Parti^?aiit 
Sec. 1 H 
Sec. 1 M 

^ Sec- 1 L 
; So^. 2 11 
|'JCC72M 

i See. 2 L-() 
Sec. 3 H-w 

Exam 
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1 0 0 ( 1 1 )  
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7 f ) ( l X )  
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.Sf> (S) 
S.-s (17) 
I X  ( 1 6 )  

?IT16) 
Sec. 3 H-o 94 96 (6) 94(19) 96(19) 
Sec. 3 
Sec. 3 

M 
L-w 

92(13) 86 (9) 76(15) 89(13) 
90(13) 100 (8) 85(13) 96 (13) 

Sec. 3 
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L-o 
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See. 5 
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M 
L 
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7 0 ( 1 0 )  
7 U 1 0 )  
S i  ( 1 2 i  

"93 (Ts)' 

( 1 1 )  
S O ( X )  

1 0 0 ( 9 )  
"961T3)" 

93(14) 

x - i  ( n )  
( i S ( l . > )  
2 3  ( 1 3 )  
96(19) 

93 (15) 
9 2 { 1 7 )  
6 7  ( r > )  
( O f l i )  
: l i U 5 )  
94(18) 

Sec, 5 H-o 94 (1^ 96(12) 77(14) 83(16) 
Sec._5 
Sec. 5 
Sec. 5"" 

M-w 
M-o 

98(14) 
WqIl 
69?9) 

97(16) 99(18) 
96 (6) 
95 (5) 

78(15) 
92 (6) 

89 (14) 
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In the first exam, the bigh-proficiency level scored between 93-97% with one 

outlier at 70%; the medium-proficiency level scored between 73-100%; and the low-

proficiency level scored between 63-90%. The high-proficiency level, with a range of 

only 5 point.s, seems to be the most clearly defined level; i.e., high-proficiency level 

participants were more similar as a group than the other two proficiency levels. When 

investigating the appropriate and accurate use of tenses, it is also necessary to take into 

account the overall number of attempts of using a subject-verb combination. As the high-

proficiency level participants usually wrote longer texts, they also had more attempts of 

using subject-verb combinations, At the beginning of the semester (exani 1), tliey had 

between 10-20 attempts, the medium-proficiency level participants had between 10-14, 

with one outlier at 18 attempts, and the low-proficiency level participants had between 8-
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13, with one outlier at 20 attempts. It is obviously a sign of greater consistency to achieve 

a high score in accurate and appropriate use of tenses when 20 attempts were made as 

compared to only 10 attempts. 

Some of the participants' scores deserve a closer look, because they stand out 

either due to their initial rating being in contrast to their development over the semester 

or due to the contrast between them and other participants ranked at the same proficiency 

level. Piirticipaiit 3012 (Sec. 3 L»w) was rated low-proficiency based on the in-class 

writing sample all subjects had to take at the beginning of the semester. His first exam, 

however, provides a very different picture: he made 13 attempts of using subject-verb 

combinations (as many attempts as several medium and even high-proficiency level 

participants had) and achieved 90% accuracy which puts him at the top of his proficiency 

level. There are three reasons that might explain his specific situation: the first reason is 

that this particular participant experienced enormous improvements in his language skills 

in only one semester. A more likely reason, however, is that the in-class writing sample 

that was used at the beginning of the semester to categorize the participants according to 

their proficiency levels might not have been accurate. The participant could have had a 

bad day when taking this pre-treatment test (attitude, fatigue, etc.), and thus received a 

lower rating than his actual language skills would merit if they were assessed under 

different circumstances. The third reason is that the in-class writing sample was evaluated 

based on a variety of features, such as vocabulary range, amount of detail provided in the 

response, complexity of writing, and grammatical accuracy, whereas the writing sections 

under investigation here are only assessed based on accurate and appropriate use of 

tenses. Over the course of the semester, participant 3012 shows equal and sometimes 
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even better results than the medmm-ranked participant in his section, which seems to 

confirm the assumption that his categorization as a low-proficient writer might have been 

inaccurate. 

Participant 4192 (Sec. 4 H-o) also dilTers from the other high-proficiency level 

pmticipants. He only had 10 attempts of using subject-verb combinations in the first 

chapter exam (the lowest number of the high-proficiency level participants), and he also 

received a very low score in accuracy and appropriateness (70%). Both scores put him on 

par with or even lower than many medium- and low-proficiency ranked paiticipants. It is 

interesting to see such a huge discreptmcy between a pmlicipant's written and oral skills. 

Participant 4192 received the highest scores in his class on the pre-treatment Interview 

fmd was accordingly categorized as belonging to the high-proficiency level. The.se results 

show that the participant managed to shine at the oral interview, sounding fluent, 

comprehensible, and overall proficient, and was able to hide his grammatical 

deficiencies. He might have mumbled or swallowed morphological markers which is not 

as noticeable in an oral interview and which might have even made his speech appear 

more natural, but his writings over the course of the semester show that there was a 

definite lack of accuracy and appropriateness in tense usage. 

The writing prompt for chapter exam 2 again consisted of a letter which students 

had to respond to. The topic was "living aiTangements". The letter writer talks about his 

own apartment, who he lives with, how he likes it, how much rent he pays, and how he 

found the apartment. Questions to the students cover the same topics, thus eliciting both 

present tense and present perfect tense. While accuracy and appropriate tense use 

increases for most participants, it is also remarkable that the number of attempts to use 
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subject-verb combinations goes down. It seems that this topic elicited shorter responses 

from all participants (except tbr 5151, sec. 5 M-w). The average number of attempts went 

down from 13.7 to 9.8 per participant from the first to the second chapter exam. The 

overall increase in accurate and appropriate use of tenses might be due to the students' 

developing interlanguage system, i.e., an improvement in language skills due to 

instruction and practice and to their growing familiarity with the German conjugation 

system. 

The third chapter exam exclusively dealt with a topic that occurred in the past. 

Students had to imagine to have won the lottery and describe a "dream-journey" that they 

took over spring break. They had to describe where they went, how they got there, what 

they did at the location, who they met, etc. All questions were phrased to elicit present 

perfect tense. This was obviously a topic that students had a lot to say about, because the 

number of attempts of using a subject-verb combination increased considerably, txom an 

average of 9.8 in the second exam to 15.3 per person in the third exam. However, at the 

same time, the accurate and appropriate use of tenses suftered measurably. Many 

participants experienced a decrease in percentage points in this area, most noticeable 

among some medium- and low-proficiency level participants. The reason for these results 

obviously lies in the structure of the writing prompt. Naturally, one could anticipate that 

the participants' language skills would have improved, since they had received more 

instruction and language practice between chapter exams 2 and 3. The topic was also 

interesting and prompted students to write a lot, as the longer texts indicate. Hence, the 

problem must have been the exclusive use of the present perfect that some medium- and 

low-proficiency level participants were unable to handle. In many of the writings. 
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participants used present tense to respond, and thus lost points for the appropriateness of 

the tense. Others seemed to have concentrated too much on, providing the con-ect past 

participle when using the present perfect tense, so that they forgot about the correct 

conjugation for the auxiliary verb. Both factors contribute to the considerable loss of 

percentage points in accurate and appropriate use of tenses in chapter exam 3 (see 

Appendix P for graphs ). Another reason for the participants' inaccurate use of tenses 

might be that they had reached a plateau effect at that point, i.e., a mornentaiy 

fossilization of their language skills so that further instruction and practice did not have 

any effect. 

For some of the low-proiiciency level participants, the results were devastating. 

Participant 4101 (Sec. 4 L), for example, received only 23% in accwacy and 

appropriateness while the number of attempts she had were almost at the average. Her 

next chapter exam was slightly better (43%), but with this score she still remained at the 

bottom end of the scale. Her results when using present perfect were in strong contrast to 

the first two chapter exams, in which she demonstrated her command of present tense 

conjugations, receiving 81% and 100% in accuracy. Other low-proficiency level 

participants, for example 2131 (Sec. 2 L-w) and 2071 (Sec. 2 L-o), also displayed a 

strong decline in their accuracy score for chapter exam 3, when compared to their scores 

in chapter exams 1 and 2. Participant 2131 exhibited a more regular pattern, like many 

other participants. She improved her score between the lirst and the second exam: 

increased usage and practice probably led to a higher score using present tense. The 

required use of the present perfect tense in chapter exmn 3, however, resulted in less 

accurate and appropriate use of tenses. The writing of this participant suggests two 



problems; when using the present perfect tense, she concentrated very much on the past 

participle and fbrgot to even include an auxiliary verb in her sentence; or she used present 

tense with an incorrect morphological marker and lost points that way. The chapter 

writing tasks of participant 2071 unfortunately show a steady decline over the entire 

semester. Her accuracy score decreases from exam to exam (70-68-54-48%), and her 

writings display an apparently arbitrary collection of successful and unsuccessftil 

attempts at different tenses, sometimes with auxiliaiies included, sometimes with the 

con-ect morphological markers, but mostly an inconsistent mixture of various elements 

that make up a sentence. However, even though this participant's accuracy scores decline 

from exam, to exam, her number of attempts at subject-verb combinations are much 

higher for the last two chapter exams than for the first two. This suggests that the 

participant possibly increased her vocabulary range and her overall communicative 

ability to produce longer texts, when at the same time her accuracy in tense usage 

suffered considerably. It might indicate diat some learners caimot develop all aspects of 

their interlanguage system equally, but that they sometimes develop different areas at 

different paces. 

The performance of participant 5222 (Sec. 5 L) is in contrast to these other low-

proficiency level ptirticipants. The accuracy and appropriateness of his tense usage 

follows the regular pattern between chapter exams 1 and 2; he improves considerably 

from 69 to 95%. He does not have many attempts, but in this respect he does not differ 

from several other participants across all proficiency levels in exam. 2. In chapter exam 3, 

he manages to maintain a high level of accuracy and appropriateness, despite the fact that 

many other participants, and especially the low-proficiency level participants, 



experienced a breakdown in their tense usage as displayed in their scores. However, the 

92% accuracy and appropriateness score that he receives for his writing stems Irom only 

6 attempts. While this number of attempts is not much different to what he did in the 

chapter exam before, it is in stark contrast to the writings of all other piirticipants who 

had a range of 10-22 attempts with an average of 15.5. Clearly, this participant's high 

accuracy score in chapter exam 3 could only be achieved by using very few subject-verb 

combinations, thus not having the opportunity to make many mistakes. It will also be 

interesting to see how such a short wtiting segment fares when considered under 

syntactic complexity issues. We will return to this participant's writing in the next 

section. His performance in the last writing task seems to be a much more accurate 

sample of his actual language skills under investigation here, as he had an average 

amoimt of attempts and received 75% as the accuracy and appropriateness score. 

The writing task for chapter exam 4 was a description of a memorable meal in a 

restaurant. Students were asked to describe when and with whom they went out, what 

they had to eat and drink, how they liked the food and the restaurant, expenses, etc. 

Again, as in the writing task for the third chapter exam, all questions were targeted to 

elicit responses in present perfect tense. The average niunber of atteiiipts of using subject-

verb combinations was the same as in chapter exam 3 (15 per person). About half the 

participants wrote more than before, and about half wrote less in this task. Most 

participants were able to raise their accuracy and appropriateness score in this last writing 

task, suggesting that through the extended time of instruction and practice during the 

semester, the participants' interianguage systems had incorporated more correct target-

language forms with regards to the accuracy and appropriateness of tense usage. 
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Overall, tlie high proficiency level participants are a very consistent group. They 

started out with a high, level of accuracy and appropriateness in their tense usage, and 

they kept this high level over the course of the semester. The few high-proficiency level 

participants who experienced a lower score in accuracy for exam 3 recovered by the end 

of the semester, displaying their usual high scores, except for participant 4192 (Sec. 4 H-

o) whose case has already been discussed. Most medium- and low-proficiency level 

participants experienced a far greater decline in their scores for chapter exam 3, but many 

of them also reached a higher score again in the last exam. These results are positive 

evidence for the idea that with increasing time of instruction and language practice, a 

learner's interlanguage system is restructured, and tliat more aid more target-like forms 

ai-e incorporated in the learner's language. Not all of these forms or elements of language 

are integrated at the same pace or with the same success, as we have seen in the case of 

participant 2131 who was so focused on providing the correct past participle that she 

forgot to include the necessary auxiliaries in her sentences, but in general the idea is 

supported by the data. 

Syntactic Complexity 

The writing tasks of the four chapter exams were also coded for the use of 

subordinating and coordinating conjunctions and for inverted word order according to the 

model described in the methods section (chapter 3). Sentences with sub- and coordinating 

conjunctions could receive a maximutn of either 3 or 4 points, depending on, whether the 

main clause came .first or second. When the main clause came second, word order had to 

be correct in both parts of the sentence, thus 2 points could be received for accurate word 
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order (for a total of 4), The attempt at using a sub- or coordinating clause, and the use of 

the coiTect conjunction were also awarded with points. It was decided to also investigate 

the participants' use of inverted word order. Since subject-verb-object word order is a 

sign of Intermediate-Low level writing (Breiner-Sanders et al., 2002, p. 12), inverted 

word order signifies progress tow^-ards a more varied writing style. Fuithermore, 

additional words raarking time such as "dann" [then] and "spater" [later] are often 

inserted in the participants' writings, also contributing to a more flowing and cohesive 

text. 

The following table shows the use of subordinating and coordinating conjunctions 

and inverted word order. In the first line, the table shows the success rate (in percentages) 

of using conjunctions according to the points that were awarded (the number of attempts 

at using conjunctions is in parentheses). For example, participant 1191 (Sec. 1 L) 

obtained an accuracy of only 50 percent with the one attempt she made in extirn 3. She 

wrote: "Weil habe ich im Lotto gewonnen, ich bin ans Meer gelMiren." [Because I won 

the lottery, I went to the ocean.] She received one point for the attempt at using a 

conjunction, and one point for using the coiTect conjunction. However, her word order is 

incorrect in both main clause and subordinating clause, resulting in zero points for word 

order. Thus, she received only 2 points out of a possible 4 points, which gave her a 50% 

accuracy score for chapter exam 3. The second line indicates the total number of attempts 

at using inverted word order (with the successful number of attempts in parentheses). 
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Table 21: Use of Coirjunctkms and Inverted Word Order 
in Chapter Exam Writing Tasks 
Participant Eixam 1 Exam 2 Exam 3 Exam 4 
Sec. 1 H 100(2); 0; 100(1); 100(1); 

3 (3 ) 0 3(3) 1 (1) 
Sec. 1 M 100(1); 0; 0; 0; 

1 (0) 1(1) 1 (1) 0 
Sec. 1 L 0; 0; 50(1); 0; 

0 0 0 0 
See. 2 M 100 (f>); i o n  ( 2 ) ;  95 (6); 92 (4); 

2(2) 0 •7(7) 3(3) 
Sec. 2 iVl 100(2); H ) O ( l ) ;  0; i O u d ) :  

! (0) 2 (0) 5 (0) 2(1) 
Sec. 2 L-w 0: 0: 0; I f ) O ( l ) ;  

0 0 4(0) 4(0) 
Sec. 2 L-o 0; 0; (); 

1  ( < i )  1 (0) 7(0) T (!)) 
Sec. 3 H-w 100 (4); 100 (2); 67 (2); 0; 

5 (3) 2 (1) 6(6) 3(1) 
Sec. 3 H-o 100(1); 0; 100 (1); 0; 

4(4) 0 10(10) 3(2) 
Sec. 3 M 100 (2); 100(1); 100 (1); 0; 

2(1) 1 (0) 1 (1) 1(1) 
Sec. 3 L-w 100 (1); 100(1); 67 (2); 67 (2); 

0 0 2(1) 2 (2) 
Sec. 3 L-o 80 (3); 100(1); 0; 100 (2); 

3 (2) 0 8(6) 1 (0) 
Sec. 4 f l-w 92 (^1); l O O d j ;  100(1); 100 (2); 

2(1) 3 (2) 5 (3) 
Si:c. 1 U-o 100 (2); 07 (2); 0; 67 ( i ); 

1 (1) 0 4(1) 3 (0) 
See. 4 M 1 0; 0; 0; 0; 

0 0 1(0) 0 
Sec. 4 1.. 67(1); 0; 25(1); 0; 

0 0 2(0) 
Sec. 5 H-w 67(2); 85 (4); 100(1); 80 (5); 

4 (4) 5(3) 7(7) 5 (1) 
Sec. 5 H-o 89 (3); nwo); 0; 100(1); 

0 1 (1) 0 2(1) 
Sec. 5 M-w 0; 0; 0; 0; 

0 0 7(7) 0 
Sec. 5 M-o 0; 0; 0; 0; 

1 (1) 0 0 0 
Sec. 5 L 0; 0; 0; 0; 

0 0 0 0 

Results show that there is a clear distinction between the proficiency levels of the 

participants in terms of syntactic complexity. The high-proficiency level participants 
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clearly dominate with their use of conjunctions; they used between 70-75% of all 

conjunctions in the four exams, which means that they feel very comfortable in using 

conjunctions to string their sentences together and to improve their texts in general. They 

also display a very high accuracy rate, i.e., the meaning of the different conjunctions as 

well as the word order they require seem to be integrated to a large extent in the 

interlanguage system of the high-proiiciency level participants. 

The mediuni-profjciency level participants are very inconsistent as a group. Some 

of them use conjunctions, other do not. Although not ail medium-proficiency level 

participants use conjunctions, those who use them do so with a high level of accuracy. 

The behavior of the medium-proficiency level participants shows that they are at a 

crossroads in their usage of conjunctions: some of them are already at a higher 

proficiency level (only in terms of conjunctions, of course) and perfomi similarly to the 

high-proficiency ranked participant.s. Others seem to be more comparable to the low-

proficiency level participants who use conjunctions very sparingly and usually a lot less 

successfully. 

Two of the low-proficiency level participants stand out as their use of 

conjunctions is very different from their peers' use. Participants 3012 and 3041 (both 

Sec. 3, L-w and L-o, respectively) regularly incoiporate conjunctions in their writings, 

and in terms of frequency they rank in the upper third of all participants. Although they 

do not achieve the same accuracy rate as the other high-proficiency level participants, 

their use of conjunctions can be considered more integrated in their interlanguage system 

than that of many medium-ranked participants. In the case of participfint 3012 it has 

already been argued in the previous section on accurate and appropriate tense usage that 
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the ranking of this participant might have been inaccurate (for the reasons discussed). 

However, the amount of attempts of using inverted word order (4 attempts total in four 

writing tasks) and his writing style in general seem to indicate that the original ranking 

had been correct. Despite the fact that his writing seems potentially located at a medium-

proficiency level when separate elements such as appropriate and accurate tense usage or 

the ii.se of conj unctions are explored, his texts consist of unconnected sentences that aj*e 

only cohesive heceruse of the topic. Most of his sentences start with "ich" [1], followed by 

a verb and object, and are very redmidant in structure. There are almost no attempts at 

(nor perhaps an awai'eness of the need for) trying to write a more cohesive text by using 

different structures or by connecting parts of the text. 

The texts of participant 3041 show signs of medium-proficiency level writings as 

she was only ranked "low" based on her oral performance at the beginning of the 

semester. In her responses to the wiiting tasks, she not only employs different 

conjunctions, but also uses inverted word order, which indicates a higher level of 

proficiency. She strings the sentences in her text together by including markers that show 

the order of events such as "erst", "dann", "zuletzf [first, then, last], which becomes 

particularly evident in her description of the imaginary spring break trip (chapter exam 

3). 

The writing skills of participant 5222 had been discussed in the previous section 

in terms of accuracy and appropriateness of tense usage, and his results had indicated that 

he might be more successful in these areas than his ranking as low-prollciency level 

might suggest. However, taking the results of his syntactic complexity analysis into 

account, it becomes apparent that he is ranked low-proficiency for a reason. His writings 
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in the chapter exams display clearly that there is no evidence of intermediate-level 

writing skills. His sentences are not connected at all, sometimes they even seem random 

as t^r as the topic is concerncd, and are very redtindant in structure. There is not a single 

attempt at using conjunctions or inverted word order in all four chapter exams. Hence, his 

example shows that it is very importttnt to take an encompassing and more holistic 

approach when evaluating writing skills. 

It is also interesting to look not only at the distribution of conjunctions by 

proficiency level, but also at the questions of which conjunctions were used at all and 

which conjunctions were used more often than others. As the following table shows, 

some writing tasks elicited a higher number of conjunctions (and of inverted word order) 

than others. The numbers in the table indicate the number of times each conjunction was 

used in the writing tasks of the different exams; it also lists the number of attempts at 

using inverted word order (with the number of successful attempts in parentheses). 

Table 22; Distribution of Conjunctions and Inverted Word Order per Writing Task in the 

Exam 1 Exam 2 Exam 3 Exam 4 
Total Conjunct. 34 17 17 20 
Subord. Conj. "weil" 9 "weil" 4 "weil" 6 "weil" 8 

"wenn"4 "als" 1 "als" 2 
"ob" 1 "dass" I 

Coord. Conj. "aber" 20 "aber" 11 "aber" 9 ^er" 12 
Inverted Word 
Order 

30 (22) 16(8) 83 (56) 40(16) 

Clearly, the conjunctions "weil" [because] and "aber" [but] are the favorites among these 

beginning learners of German. It seems that the different amount of conjunctions used 

might also depend on the topic given. The writing prompt in chapter exam 1 asked a lot 

of "what"-questions (What do you study? What kind of job do you want to have? etc.) 
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which naturally leads to giving a reason, thus iising the conjunction "weil" [because], or 

to drawing comparisons and making contrasts between the participants' present situation 

and their wishes for the future, thus using tlrie conjunction "aber" [but] quite often. The 

writing prompt for the second chapter exam consisted of more factual, straight-forward 

questions such as where do you live, how much rent do you pay, or how did you find 

your apartment. Looking at the writings, it seems that the peirticipants answered these 

questions one after the other, almost like in an enumeration, without seeing any need to 

tie the sentences together, thus eliciting only a small number of conjunctions and 

instances of inveiled word order. 

The waiting prompt for chapter exam 3 is remarkable as it elicited the highest 

number of occurrences of inverted word order. The description of a '"dream journey" 

caused many participants to adapt a "narrative mode", organizing theii' writing in a 

(mostly) chronological manner and attempting to add cohesive elements to connect the 

sentences. Time markers such as the already mentioned ones ("first, then, lasf) were 

often used, in addition to new ones that had not been used before ("every day, one day, 

on Saturday evening"). There was also a considerable number of times when the 

sentences started out with the place ("in der Stadt..[in the city...]; "in China...") to 

which, of course, this topic lends itself. The writing prompt for chapter exam 4 was a 

description about a memorable meal in a restaurant, consisting of several guiding 

questions. The p^irticipants once more seemed to just answer the questions without many 

connectors between the single sentences. 

If in similar studies the observation made above holds true that the use of 

conjunctions and inverted word order is topic-related, a pedagogically-oriented 
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consequence would possibly be to structure writing tasks in an exam in a way that it 

elicits a greater variety not only of tenses, but also of necessary coiij unctions. An 

increased amount of "why"~questions, for example, or prompts that utilize contrasting or 

provocati ve statements would necessitate the use of conj unctions such as "because", 

"but", "but rather", and "that". 

In conclusion, it can be stated that a development in the learners' interkmguage 

system can be observed even in the shott period of one semester. Even though not all 

aspects that were investigated in this research question showed evidence of interlanguage 

development for all levels of proficiency, some analyzed features illustrated clear 

progress from the novice-level towards the intermediate-level of writing skills. The high-

proficiency Jevel participants demonstrated a consistently high level of accuracy and 

appropriateness in tense usage, while most of the medium- and lo w-proficiency level 

participants experienced a decline in this score when they had to use present perfect in 

chapter exam 3. However, at the end of the semester, most of these participants obtained 

higher scores again, thus suggesting that more target-like forms had become incorporated 

in their interlanguage system. 

The analysis of syntactic complexity shows an enormous difference between 

high- and low-proficiency level participants. Whereas the former group employs 

numerous conjunctions and also uses inverted word order regularly to make their texts 

more cohesive, the latter group does not show evidence of either feature. The medium-

proficiency level participants emphasize the divide even more; they are either similar to 

the high-proficiency level participants or to the low-proticiency level participants in 

terms of syntactic complexity from the beginning of the semester on. Any kind of 
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development -such as the increased or decreased use of elements of syntactic 

complexity-— cannot be detected. This indicates that the incorporation of cohesive 

elements into one's interlanguage system might take longer than one semester to be 

revealed in performance, whereas a feature like accurate and appropriate tense usage is 

integrated more quickly and thus is revealed sooner in performance data. 

Research Question 4: Students' Perceptions of the Treatment 

At the end of the semester, students were asked to express their opinions about the 

different treatments by rating 19 items on a Likert-type scale (Appendix H-J), Some of 

the items asked about students' experiences with the role play or chat, while odier 

statements inquired about students' attitudes toward their hypothetical use. In order to 

obtain quantifiable results, mean scores of the treatment groups as well as of the different 

sections were computed by assigning the score of 5 to the highest rating ("strongly 

agree") and the score of 1 to the lowest rating ("strongly disagree"). In general, most 

mean scores were slightly above or slightly below the "•neutral" point (worth 3 points) 

which resulted in a very balanced picture. However, some mean scores suggest a stronger 

tendency towards either end of the scale and are discussed in the following paragraphs. 

When analyzing students' responses, several topics emerged based on the various 

statements in the questionnaire, which are used to structure the ensuing discussion. 
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Experience 

As the following table shows, all treatment groups seem to have had positive 

experiences using either role plays or synchronous online discussions in their Germim 

class. 

Table 23: Subjects' Experiences with Oral Role Play or Chat 
Role 
Play 

Group 

Sect. 
1 

Sect. 
3 

CMC 1 
Group 

Sect. 
2 

Sect. 
4 

Doing role plays in the lab was a 
positive addition to German 102. 

3.65 3.33 4.15 

Using chat was a positive addition to 
German 102. 

4.06 3.81 4.25 

The Internet search activities and the 
following role plays were interesting. 

3.53 3.29 3.92 3.78 3.69 3.85 

I would have preferred to do an online 
chat instead of an oral role play. 

2.97 3.19 2,62 

I would have preferred to do an oral 
role play instead of an online chat. 

2.56 2.50 2,60 

The CMC group evaluates the addition of chat to German 102 as more beneficial than the 

role play group (4.06 vs. 3.65), and they also found the Internet search activities more 

interesting (3.78 vs. 3.53). Both responses confirm that either group was quite content 

with the activities they did in the lab, as their low mean scores for a hypothetical switch 

of the activities indicate. A comparison to the pre-treatment questionnaire furthermore 

supports these findings: The question about whether the students would enjoy using a 

computer to practice their language skills elicited a predominantly favorable attitude 

towards computers with mean scores from 3,36 to 3.89. Interestingly, the CMC group 

and the no-treatment group displayed the higher mean scores in the first questionnaire 

which is mirrored by their higher means scores in the post-questionnaire, indicating 

agreement with the positive statement. 
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Anxiety 

Clearly, all sections of German 102 in the spring semester 2002 experienced a 

high level of comfort in their elasses. They did not feel very stressed when they had to 

perform role plays in the regular class or answer questions, and they did not let 

pronunciation stand in the way of trying to express themselves. At the same time, 

however, the students are also aware of the pressure of "having to perform" and wish 

they had more time to "compose good German". 

Table 24: Perception of Anxiety during Role Plays 
Role 
Play 

Group 

Sect. 
1 

Sect. 
3 

CMi: 
Group 

Sect. 
2 

Sect. 
4 

Sect. 
5 

I usually feel not stressed when 
answering a question or doing a 
role play in class. 

3.64 3.60 3.69 3,39 3.44 3.35 3.35 

1 often feel "put on the spot" when 
doing role plays and wish I had 
more time to compose "good 
German" 

3.33 3.50 3.08 3.11 2.88 3.30 3.31 

Having to worry about 
pronunciation made me feel a lot 
less comfortable in the role plays. 

2.35 2.29 2.46 3.04 

Not having to won-y about 
pronunciation made me feel a lot 
more comfortable in the CMC 
discussions. 

3,14 2.94 3.30 

While the mean scores show a good comfort level and little anxiety for all groups, it is 

interesting to note that the CMC group considered it slightly more helpiiil (3.14) not to 

have to pay attention to pronunciation when engaging in their online role plays. This 

response corroborates findings from other research studies where subjects commented on 

the benefits of online discussions in. which pronunciation is not an issue, thus freeing up 

cognitive energy ibr other aspects of the conversation. The role play group feels equally 



comfortable and not wonied about pronunciation, which might be due to a low level of 

anxiety in the classes. Since these students have never experienced electronic discussions 

in the classroom, one can only speculate whether CMC would have an equally or even 

more comforting effect on them. Considering the fact that the role play groups felt 

slightly less comfortable using a coniputer as stated in the pre-treatment questionnaire, 

engaging in online discussions might not have the comforting effect on them as it has on 

the other groups. 

Characteristics and requirements of role plays 

When asked about the challenges of the role play and the chat, students across 

groups agreed tliat both oral role plays and written online discussions made tliem think 

quickly and respond spontaneously (3.45; 3.72), The no-treatment group assumed to an 

even greater extent (3.85) that using a chat would challenge tliem in that way. The role 

play group and the no-treatment group also agreed that good interpersonal skills were 

essential to their participation in the role plays (3.58; 4.08), The question for the CMC 

groups was differently phrased, attempting to draw a comparison between interpersonal 

skills in an oral role play and typing skills in the online conversation. The CMC group 

exhibited the tendency to disagree that typing skills were essential (2.69). Some might 

find this result surprising, since online conversations are usually very fast. One might 

assume that without good typing skills the conversation just rushes by and leaves the 

slow typists trailing behind. However, since the participants in an online conversation 

engage at their own pace, responding only when they feel ready to do so, and since care 

was taken in this study to have small groups or even pairs so that the discussion would 



not move too fast, students felt that typing skills were not a crucial factor. Furthermore, 

inteipersonal skills and typing skills might not be considered comparable fectors, since it 

is quite possible to display inteipersonal skills in a chat room, for example through 

questions to check one's understanding, or by expressing a variety of emotions through 

the use of emoticons, both of which have nothing to do with typing skills. 

Monitoring 

A very interesting aspect of language practice is monitoring and noticing of 

mistakes. Researchers in second language acquisition theories (e.g., Schmidt, 1993; 1994; 

Rutherford & Sharwood Smith, 1988; Swain, 1985) have repeatedly discussed the 

importance of awa'eness, consciousness raising, and noticing tlie gap in the language 

acquisition process. Swain's Output Hypothesis purports that learners have to be pushed 

to make their output more precise, coherent, and appropriate. One prerequisite of tliis is 

that the learners notice the gap between their own output and the target language in terms 

of structures and pragmatics. According to the participants' self-reported answers, the 

oral role plays did not challenge students to either monitor their own use of grammar or 

vocabulary (2.48) or to notice other students' mistakes when they presented their role 

plays (2.85). In contrast, students reported their own monitoring (3.56) and noticing of 

other people's mistakes (3.11) when they conversed in the synchronous online 

discussions. Considering the fact that the online discussions lasted ibr only about 20 

minutes per week, the positive reaction of the students seems to point to a great and as yet 

hardly exploited potential of CMC discussions. 



207 

Perceived effects of role plays and CMC on the four skills 

The last several questions of tlie questionnaire asked students to rate the effect of 

the treatment o:ti their language skills (or to hypothesize about it for section 5). It was 

assumed that rcvsponses would point to positive effects of the oral role plays on speaking 

and listening skills, and to positive effects of the online discussions on reading suid 

writing skills. The following table confirms these assumptions. 

Role Play 
Group 

Sect. 
1 

Sect. 
3 

CMC 
Group 

Sect. 
2 

Sect. Sect. 
5 

Doing role plays improved my 
ability to write in German. 

2.73 0 3.00 3.27 

Using chat improved my ability 
to write in German. 

3.56 3.31 3.75 4,09 

Doing role plays improved my 
ability to read in German, 

2.58 2.50 2.69 2.88 

Using chat improved my ability 
to read in German. 

3.72 3.56 3.85 3.92 

Doing role plays improved my 
ability to speak in German. 

3.88 3.75 4.08 4.23 

Using chat improved my ability 
to speak in German. 

3.25 3.13 3.35 3.78 

Doing role plays improved my 
ability to listen in German. 

3.70 3.50 4.00 4.08 

Using chat improved my ability 
to listen in Gemian. 

2.61 2.69 2.55 3.09 

Comparing the students' ratings of the effects of the role play and the chat with their 

expectations from the beginning of the semester, some overlap can be detected. Section 2 

(CMC) and section 5 (no treatment) displayed the highest agreement that using a 

computer would provide them with more opportunities to read and write (4.06; 4.04), and 

at the end of the semester they felt confirmed in tlieir assumptions. 

What is far more interesting, however, is that the majority of the CMC group also 

agreed that the online discussions improved their ability to speak (3.25), together with the 
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no treatment group that hypothesized about this effect (3.78) to an even larger degree. 

While, of course, these results are only indications of a tendency, they seem to show that 

the hybrid nature of synchronous online communication, which combines the speed and 

informality of oral speech with written output, addresses language skills on either side of 

the spectram. Thus, Chun's (1994) idea that language skills learned and practiced in 

electronic discussions can be transferred to oral skills might find some further support 

here, as does Payne and Whitney's claim that synchronous chat develops the same 

cognitive mechanisms as oral speech. 

In conclusion, it can be asserted that both oral role play and online discussions 

constituted positive language learning experiences and were welcomed by the students in 

the second semester German classes. The increased opportunities for monitoring and 

noticing mistakes in CMC, as well as the self-repoited effect on speaking skills seem to 

hold great potential fbr tlirther research, which may indicate the efficacy of more 

extensive use of electronic discussions. 
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Chapter 5 

Conclusion and leipiications 

Rationale, Objectives, and Overview of this Study 

The goal of this study is to contribute to ttie existing body of knowledge about the 

interlanguage of foreign language learners. Specitlcally, the study is concerned with the 

effects of synclironous CMC on the development of accuracy, proficiency, and the use of 

communication strategies of beginning learners of German. In the last two decades, 

research in the area of computer-mediated communication has shown enormous potential 

for its use in the foreign langutige class. Among the observed benefits were effects on 

affective factors, such as improved attitudes towards the target language and greater 

motivation, as well as on linguistic features, such as increased language production and 

higher levels of complexity. 

Most of these studies, however, have not investigated the development of 

interlanguage based on the learners' exposure to and practice with CMC. Rather, they 

examined the learners' use of language in a chat-room or during an asynchronous 

discussion via email, but not the effects of these discussions on the learners' overall 

language skills. Moreover, many of the previous research studies made use of highly 

experimental conditions, using only a few selected subjects for a one-time experiment. 

Thus, the present study was designed to remedy some of these problems by tracing the 

development of certain language features that seem characteristic for this level of 

instruction over the course of one semester with five intact second semester Geiinan 

classes. 
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With such a kirge number of subjects (n=94) and the many different features that 

were to be investigated, it seemed most feasible to employ a mixture of quantitative and 

qualitative analyses. In order to gain a global impression of the effect of synchronous 

online discussions, all subjects were assessed in their oral and written proficiency at the 

beginning and at the end of the semester, and their data were analyzed with regard to the 

different treatments (role play, chat, no treatment), using descriptive and inferential 

statistics. More in-depth qualitative analyses were then conducted with a selected group 

of participants to investigate the development of their accuracy in tense usage and their 

syntactic complexity in written German, as well as their use of communication strategies. 

The following section summarizes the results of the various reseai-ch questions. 

Suminarj' of Findings 

Research Question I 

Research question 1 examined the extent to which participants' levels of oral and 

written proficiency were different between groups after one semester of instruction, 

depending on the treatment (role play, chat, no treatment), The extent of difference was 

determined by the pre- and post-treatment scores on the oral interview and in-class 

writing, and by a comparison between pre- and post-treatment evidence of quantity of 

language produced, lexical richness, and grammatical accuracy (subject-verb agreement, 

present perfect) in the oral interview and the in-class writing. As discussed earlier, the 

concept of proficiency is used in a modified sense in this study. With most of the second 

semester students probably being at the "Novice High" or "Intermediate Low" level 

according to the ACTFL Proficiency Guidelines, their proficiency in this study was 



measured with a scale consisting of more sub-levels to account for possible changes over 

the semester. The topics of the oral interview were partially based on topics covered 

during the semester, so that the interview measured proficiency as well as classroom-

based achievement. However, in order to simplify the reading, the tenn "proficiency" 

was used throughout this study, even though both proficiency and achievement were 

measured and discussed. 

Results derived from an ANCOVA analysis revealed theit there were no 

statistically significant differences in either oral or written proficiency at the end of the 

semester due to treatment. However, all groups, independent of treatment, showed a 

significant gain in oral and wiitten proficiency between the beginning and the end of the 

semester. This means that although the specific treabnent did not have a different effect 

on the students' development of oral and w/ritten proficiency, the instruction received 

during the semester resulted in a significant increase in their proficiency levels. Most 

importantly, the use of CMC synchronous sessions did not in any way result in a lower 

achievement level for the learners in that treatment group. This is a perhaps surprising 

and certainly positive result in that the measures of achievement and development were 

of in-class written proficiency and oral proficiency in an interview context. The 

measures were not directly related to CMC (or to role-play contexts, for that matter). No 

significant difference in effects on proficiency shows that CMC is outcome-neutral in its 

effects on development of oral and written proficiency. Its motivating and innovation 

qualities, then, raise it beyond neutral in its effects. 

A more detailed analysis using paired sample t-tests was imdeitaken to explore 

possible differences between the separate sections (classes). While all sections showed a 
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significant gain in oral proficiency, section 4 (CMC) and section 5 (no'treatment) also 

exhibited a significant gain in, written proficiency. A possible explanation for the results 

of section 5 is that they did their written homework in a more condensed fashion, meeting 

only twice a week for two class periods, which might have had an effect on their written 

proficiency. The significant gain in written proficiency for section 4 might be due to the 

fact that they had a more positive attitude towards technology as indicated in their 

responses to the pre-treatment questionnaire. They started out with the lowest scores in 

the wTitten pre-test; perhaps synchronous online discu.ssions have a greater positive effect 

on learners with lower proficiency. The main point from these analyses, however, is that 

students who engage in chat sessions develop their oral language skills to the same 

degree as students who receive more oral practice; thus, online discussions are not 

counter-productive to the development of oral speech. 

In order to obtain a greater insight into the specifics of students' hmguage 

development, several linguistic features based on the data (oral interview transcripts and 

in-class writings) Ixom 21 case study participants were analyzed. The case study 

participants were selected based on their perforaiance in the pre-treatment oral interview 

and in-class wi-iting, mid the students with the highest, median, and lowest scores in the 

interview and the written task of each section became case study participants. Results 

show that the majority of participants produced more language and a higher quantity of 

valid words in the oral interviews at the end of the semester, which was especially trae 

for the low- and medium-level proficiency participants. With regards to their language 

production in the in-class writings, the picture looks a little different: even though two 

thirds of the participants produced more words and also more valid words, only one third 
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of the participants improved their validity score at the end of the semester. There were no 

patterns discernible based on the treatment that these paj-ticipants received, but it seems 

that an increase in overall, and valid language production is more likely to be achieved in 

oral speech than in written language over the coitfse of one sesnester in a language class 

whose declared objectives embrace tlie communicative approach. 

In terms of measurements of lexical richness, it was Ixuind that although the 

paiticipants produced more language on average in the oral and written tasks, only the 

diversity quotient in the oral interviews increased over the semester, but the diversity 

quotient in the in-class writings was higher in general. The diversity quotient was 

calculated by dividing the number of different words by the total number of words used. 

This indicates that there is even higher redundancy in oral language (as documented by a 

lower diversity quotient), and that improvements are more likely to show in the 

participants' oral language than in their written texts. There were no differences based on 

the participants' levels of proficiency or their treatment. Lexical density was determined 

by dividing the number of lexical tokens (nouns, verbs, adjectives, and adverbs) by the 

total number of content and function words. The quotient for lexical density increased on 

average for the writing task, but it stayed the same for the oral interview even though 

participants produced more language. This might show that participants used more 

complex sentences (using coordinating and subordinating clauses and thereby increasing 

the number of functions words) in the oral interviews at the end of the semester. 

Since the topics of the oral interview and the in-class writing were structured 

specifically to elicit present tense and present perfect tense, respectively, only the results 

investigating subject-verb agreement in present tense in the oral interview and the results 
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examining accurate use of present perfect in the wri tings are mentioned here. In order to 

relate participants' diftering amounts of language production during the oral interviews to 

their accuracy in subject-verb agreement in present tense, the researcher devised a mode 

of calculation that would take both quantity of language and accuracy into account (as 

described in chapter 4), Results show that 18 (out of 21) participants not only improved 

their general accuracy of SVA, but that this still held true when the accuracy score was 

related to the greater quantity of language produced. Participants in the medium- and 

low-levels of proficiency were especially successful in improving their accuracy of SVA 

in the oral interviews over the course of one semester. Accuracy scores were also 

increased in the use of the present perfect tense in the in-class writings by three quarters 

of the participants. It seemed that lower-proficient pailicipants made the greatest 

progress, whereas there is no pattern for the other proficiency levels or for treatment 

effect. In general, it seems that improvements in SVA in oral speech are easier to 

accomplish in only one semester than increases in the accurate use of present perfect 

forms in written production. 

It is difficult to relate these results to previous research since the only studies 

which have explored the effects of synchronous CMC on the development of oral 

proficiency either only used the oral exam grades as the basis for comparison and did not 

engage in a detailed analysis of linguistic features (Beauvois, 1998b; Payne & Whitney, 

2002) or investigated the effects of CMC in terms of preparation for an ensuing oral 

discussion several times during one semester (Abrams, 2003). The only features that were 

examined in both Abrams' and the current study (although with a different agenda) are 
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measureni,ents of lexical richness (lexical diversity and lexical density), and both studies 

found that there was no significant difference due to treatment. 

Research Question 2 

The second research question investigated the learners' use of communication 

strategies in the oral interviews. The goal was to describe the strategies that were used, 

and to explore whether there was a difference in usage due to the proficiency level of the 

interviewees, from the beginning to the etid of the semester. Using Domyei and Scott's 

(1997) taxonomy to classify the strategies, it was found that the identification of specific 

strategies was context-dependent, i.e., that communication strategies might be classified 

differently depending on whether they are examined within the context of an 

interviewee's response or as a separate utterance. The analysis also illustrated that the 

scope of some communication, strategies should be expanded to include aspects that 

might have been particulaj" to this research study, but which probably surface in other 

investigations as well, such as expanding the strategy "asking for confirmation" to also 

include queries refening to the content of a question. Furthermore, the investigation 

showed that communication and learning strategies are closely related and sometimes 

hard to distinguish, which confimis the ongoing discussion of that problem in the 

research literature. 

The analysis demonstrated that this group of beginning learners of German made 

use of a variety of communication strategies in the oral interviews to understand 

questions and to get their messages across. They utilized both direct and interactional 

strategies, where they either modified their original plans or engaged the interlocutor in 



their attempts to solve communication problems. Among the direct strategies, code 

switching and the expression of non-understanding were used most often. Both strategies 

were used predominantly by medium- and low-profidency level participants. The amount 

of code switching did not change in the interview at the end of the semester, but the 

instances in which non-understanding were expressed decreased enormously. This 

indicates that code switching might be a very common phenomenon for beginning 

foreign language learners, whereas the decline in instances of non-understanding 

illustrates a great improvement in the learners' overall comprehension level over the 

course of the semester. 

In contrast to these two strategies that were mostly employed by medimm- and 

low-proficiency level participants, the high-proficiency (and some medium-proficiency) 

level participants made use of restructuring. This is not really surprising, as restructuring 

requires an alternative plan to carry out the intended message, i.e., having additional 

linguistic means at one's disposal that the lower proficient learners lack. All other 

strategies were used to a similar extent by participants from all proficiency levels. 

Participants also used repair strategies (self- and other-repair) in both interviews, evenly 

distributed across all sections and proficiency levels. Whereas the self-repair was 

successful less than half of the time at the beginning of the semester, attempts to correct 

their own mistakes resulted in over 80% accuracy at the end of the semester. 

Among the interactional strategies, appeals for help and asking for clarification 

and confirmation were predominantly used. A major improvement can be detected 

between the first and the second interview: The number of appeals for help declined by 

65%. At the beginning of the semester, participants often asked for a single lexical item,, 
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using the LI with a rising intonation. The interlocutor provided the target language word 

and the conversation continued. This shows that the participants were quite active in the 

interviews, they wanted to communicate, and if they lacked a word, they simply asked 

the interlocutor directly for help. At the end of the semester, participants asked for help 

only a few times, mostly when they wanted to elaborate on a topic and ran out of words. 

Participants also utilized strategies to ask for clarification and for confirmation, 

While the number of times that participants asked for clarification decreased only 

slightly, indicating that they only used this strategy in both interviews when they really 

needed help, the number of times that they asked for confirmation decreased drastically. 

Participants obviously were able to comprehend more at the end of the semester, and also 

felt more certain about what they thought they had understood. They did not feel the need 

to ask the interlocutor for confirmation as often as they did at the beginning of the 

semester. The analysis of the use of communication strategies in the oral interviews 

demonstrates some slight differences in the usage of specific strategies by different 

proficiency levels, as well as an overall improvement in the participants' language skills 

as documented by fewer instances of non-understanding, appeals for help, asking for 

confirmation, and the increase in successful repairs. 

These results partially corroborate findings from otlier studies investigating the 

use of communication strategies. The fact that restructuring is employed exclusively by 

high-proficiency level learners in tlie present study confirms findings in Paribakht's 

(1985) and Yoshida-Morise's (1998) studies. With regard to^ other 1,2-based strategies, 

the present study ofiers different results, for example in tlie use of paraphrasing. While 

participants in the present study hardly made use of this strategy, Yoshida-Morise tbund 



218 

that her least proficient subjects used paraphrasing quite often. The reason for this 

difference might be that the present study dealt exclusively with beginning language 

learners, whereas her s tudy used participants from a wider range of proficiency levels. 

Research Question 3 

Research question 3 fbcused on the learners' interlanguage development. 

Specifically, this question explored whether tlie writing parts of the in-class achievement-

based chapter exams showed any development in the accurate and appropriate use of 

tenses and concerning syntactic complexity over the course of the semester. The accurate 

and appropriate use of tenses was measured by analyzing "subject-verb combinations" 

which included not only SVA in present tense, but also correct auxiliaries, past participle 

forms, and accurate fomis of future tense and modal verb constructions. There was no 

apparent pattern due to the different treatments (oral role play, chat, no treatment), and in 

general, the case study participants displayed a wide range of accurate and appropriate 

tense use, mostly distinguished by proficiency levels. The high-proficiency level 

participants Vi^ere a very consistent group, starting out with and maintaining a high level 

of accuracy and appropriateness in tense usage over the semester. Many participants from 

the medium- and low-proficiency levels experienced a sharp decline in accuracy and 

appropriateness in chapter exam 3, probably due to the elicited present perfect tense that 

this writing task required. Many of these piirticipants concentrated on providing the 

correct past participle so that they forgot to either use an auxili£iry or to conjugate it 

correctly. Yet, at the end of the semester, most medium- and low-protlciency level 

participants were able to raise dieir accuracy and appropriateness scores again in the 
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chapter exam 4, suggesting that the additional time of instruction and practice resulted in 

more target-like forms to be incorporated into the learners' interkuiguage systems. This, 

however, does not apply to all participants in the same way; especially the low- and some 

medium-proficiency level participants seem to integrate forms or elements of the target 

language with different levels of success and at different rates of speed. 

In order to explore the development of syntactic complexity, the waiting tasks of 

the four chapter exams were also coded for the use of sub- and coordinating conjunctions, 

and for inverted word order. The number of awarded points was divided by the number of 

points that could have been received if all attempts had been completely successful. 

Attempts of using inverted word order were counted and marked as either successftil or 

unsuccessful Results indicate that there is a clear divide between the levels of 

proficiency in terms of syntactic complexity. The high-proficiency level participants used 

between 70-75% of all conjunctions in the four exams, with a high level of accuracy. 

They clearly seem comfortable with the use of conjunctions and with inverted word 

order, and they employ both features to string their texts together and to improve their 

texts' cohesiveness. The low-proficiency level participants are at the opposite end of the 

continuum, showing almost no sign of using conjunctions and inverted word order. The 

medium-proficiency level participants are very inconsistent as a group; in terms of 

syntactic complexity, they are either already on par witli the high-proficiency level 

participants or very similar to the low-proficiency level participants. There does not seem 

to be a middle ground with regard to the investigated features. A development towards an 

increased usage of conjunctions and inverted word order cannot be found which might 
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suggest that the incorporation of cohesive features into the learners' interlanguage system 

takes longer and cannot be detected over the course of only one semester. 

While the results of this study tie in nicely with the description of interlanguage 

features, as for example outlined in Xh&ACTFL Proficiency Guidelines, it shows that all 

participants in these second semester German classes write at an Intermediate level 

However, the wide range of features that comprises tlxis level distinguishes these learners 

and assigns them, to the different sub-levels, which they cannot seem to cross within one 

semester. The high-proficiency level participants wrhe at the hitemiediate-High level, 

"using a limited number of cohesive devices that tend to be repeated" and write "in 

different time frames although with some inaccuracies and inconsistencies" (p. 11). The 

low-proficiency level participants seem to write at an Intermediate-Low level, writing "a 

few simple sentences, often with repetitive structure" (p. 12), and they do not improve 

over the course of the semester. The reason why these learners are already so different in 

their writing skills after only two semesters of instruction might have to do with their 

writing skills in their native language. Possibly, the low-proficient writers also do not 

write well in their native language, and the high-proficient writers were able to transfer 

their writing skills from their native to their foreign language. These latter interpretations 

must remain in the realm of conjecture, though, until further studies can be designed to 

explicitly investigate them. 

Research Question 4 

As far as students' perceptions of the different treatments are concerned, results 

from research question 4 indicated a very balanced picture. In general, all students 



enjoyed having one of their lessons per week in the computer lab and doing Internet 

searches, followed by oral role plays or chat sessions. The two classes engaging in CMC 

and the no-treatment class had a more favorable attitude to wm-d the use of computers in a 

language class (as indicated in the pre-treatment questionnaire), and they also had a more 

positive impression about the beneficial effects of the online discussions on their learning 

than the two oral role plery groups had about their role plays in the lab. Students also 

experienced a high comfort level when engaging in role plays or when answering 

questions in class, with the CMC group considering it slightly ffi.ore helpful that they did 

not have to worry about pronunciation when doing their role plays online. This result 

concurs with positive findings in other studies where subjects commented on the benefits 

of online discussions in which they did not have to pay attention to pronunciation. 

The two most interesting outcomes in research question 4 are students' opinions 

regarding monitoring and noticing of mistakes, and the perceived effects of the role plays 

on the four language skills. Students in the two oral role play groups remarked that they 

neither monitored their own use of grammar and vocabulary nor noticed other students' 

mistakes when they presented the role plays. The results of the CMC group, in contrast, 

indicates a tendency for students to monitor their own language production as well as 

notice mistakes made by their fellow learners. As has been discussed in recent second 

language acquisition theories (Schmidt, 1993; 1994; Rutherford & Sharwood Smith, 

1988; Swain, 1985), awareness, consciousness raising, and noticing the gap between the 

learner's language output and the target language are important steps which facilitate the 

second language acquisition process. Based on the participants' statements in the 

questionnaire, the CMC environment seems to provide opportunities for these aspects. 
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With regard to the efTect of the role plays, both treatment groups responded as 

expected: the oral role play groups agreed that the role plays had improved their speaking 

and listening skills, and the CMC groups confirmed that the online discussions had 

improved their reading and writing skills. Furthermore, the CMC groups stated that 

chatting had improved their speaking skills which was also maintained (hypothetically) 

by the no-treatment group. This perception was supported by the qumititative data, i.e., 

the CMC group did not receive significantly worse or better scores in the oral interviews 

at the end of the semester than the oral role play groups. The CMC group improved their 

oral skills similarly to the group that had more oral practice. This tendency confmns the 

idea put forth in other research studies (Chun, 1994; Payne & Whitney, 2002) that 

synchronous online discussions combine aspects of both oral and written language and 

that they develop similar mechanisms as oral speech. Even with the very short time spent 

on the online discussions (20 minutes per week), it seems that CMC offers promising 

opportunities for monitoring, noticing, and for developing oral speech. 

Pedagogical Implications 

Given the very positive reactions of the participating students to the integration of 

web-based search activities in their German lessons, followed by oral role plays or online 

discussions, the increased use of technology in the foreign language classroom is 

certainly recommended from a moti vational point of view. Students today not only like to 

use technology, they know that they have to be computer- and Intemet-literate in order to 

be competitive on the job market. Web-based search activities with ensuing role plays 

offer numerous benefits. They provide the learners with an experience of anthentic 
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language use through the up-to-date information and cultural authenticity of the visited 

webpages. Students can learn first-hand about restaurant menus, train schedules, and 

apartment furniture, just to name a few, which were all used as topics for the role plays in 

this study. Since all this information is delivered in a multimedia format, making use of 

pictures, sound effects, or even video clips, it appeals to different learner types. 

Moreover, it also allows learners to make "direct form-meaning connections" 

instead of translating the words (Lee and VanPatten, 1995, p. 49), thus contributing to 

vocabulary acquisition. Using role plays based on the gathered information gives learners 

appropriate communicative tasks to engage in and provides them with opportunities to 

practice their language skills in a useful context. Open-ended and meaningful activities 

are considered conducive to the enhancement of oral and written proficiency because 

they provide opportimities for creative use of the target language in a range of contexts 

and a variety of functions. 

Transposing the role plays to a written mode by using synchronous online 

discussions offers many additional benefits. First of all, it slows down the overall 

conversation rate among the learners in a group, giving everyone time to think about and 

edit a message before they send it out, thus affording slower or more reserved students 

the opportunity to contribute just as much as the faster or more outgoing students. 

Second, all learners are engaged in a conversation at the same moment and practice their 

kmguage skills, without having to wait until they are called upon by the teacher, 

disappear into the background, or fight for the floor all of which are typical for the more 

traditional classroom. 
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Third, transcripts of online discussions provide excellent examples oflearner 

kinguage use, indicating students' status quo and progress, and giving the teacher the 

opportunity to revise the curriculum to integrate remedial activities when necessary based 

on the observed mistakes. The present study did not make use of this pedagogical tool of 

printing out the transcripts and having students correct their mistakes as many other 

studies have done. The rationale behind this decision was to create the most similar 

environment for the role plays in both modes. Since corrections of students' mistakes 

were done orally either during or after perfomiing the role play in class, error correction 

for the online discussions was designed to be equally non-invasive, i.e., instructors joined 

the chat rooms and corrected mistakes there when they encountered them. The fleeting 

nature of corrections in an oral role play was best mirrored that way. However, the 

potential for the option of printing out chat transcripts is immense: language learners 

could actually work with their own generated materials to discuss grammar structures, 

more appropriate vocabulary, or discourse functions, instead of using commercially 

produced materials to which they cannot personally relate. 

Fourth, the benefits of being able to notice mistakes cannot be overstated from a 

second language acquisition theory standpoint. In their questiomiaires, students reported 

that they noticed grammar and vocabulary mistakes during the chats (as opposed to the 

oral role plays). In recent years, researchers such as Sharwood Smith (1981,1993) and 

Schmidt (1994) have explored in more detail the process of how L2 input may become 

L2 intake, i.e., how all the language that learners are exposed to actually becomes 

integrated into their developing interlanguage systems. They concur that learners have to 

pay some degree of attention to language forms in order for acquisition to take place. 
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Schmidt (1994) distinguishes between "noticing", e.g., registering a form simply for its 

occurrence, and "awareness", referring to the explicit knowledge of a form, or rule. Thus, 

being able to "notice" specific forms or mistakes in their own and others' written 

language output via the online discussions provides learners with a first step o f moving 

language forms from input to intake. 

Fifth, students in the CMC group also remarked in the questionnaires that the 

online discussions improved their speaking skills. The no-treatment group hypothesized 

to an even greater degree that this would happen if they engaged in electronic 

discussions. The quantitative data from research question 1 do not contradict this 

perception -the CMC group scored just as high as the oral role play group in their oral 

interviews after one semester of using online discussions. All treatment groups had 

significantly higher results in the written and oral test at the end of the semester, but they 

did not differ based on the treatment. Thus, the CMC group students neither felt 

disadvantaged by the smaller quantity of oral practice time, nor did they perform more 

poorly. Based on the fact that the CMC group achieved comparable results in their oral 

and written performances, it seems that using written online discussions aids in the 

practice and development of both written and oral skills, and that they are accepted by the 

students as a viable alternative to oral classroom practice. 

Limitations of this Study and Future Research 

This study investigated more closely the development of language learners' 

interlanguage and explored the possible effects of synchronous CMC on that 

development. While the study collected an enormous amount of language data and the 
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analyses showed that these beginning language learners realized some interlaiiguage 

development over the course of one semester with regards to accuracy in tense usage, 

syntactic complexity, overall proficiency, and the use of communication strategies, the 

effect of the oiiline discussions is not entirely clear. The data indicated that learners in the 

treatment group, i.e., the ones engaging in online discussions, displayed similai* results in 

oral and written proficiency at the end of the semester to the group tliat had more oral 

practice. While this is an indication that similar mechanisms might be developed when 

doing online discussions or when practicing oral speech, the actual txeatment (ca. 20 

minutes per week) was too short to gain more conclusive results. Due to institutional 

constraints, a longer treatment phase was not possible for this study. However, in order to 

find more support for the indicated tendency, it would be necessary to replicate this study 

with a treatment which distinguishes the two groups more clearly, i.e., expanding the chat 

sessions to one or even two entire lessons per week. A more longitudinal study, over two 

or more semesters, would also lend support to a clearer understanding of the phenomena 

under investigation. 

Another limitation of this study lies in the procedures that were used to establish 

the participants' pre-treatment oral and written proficiency levels. Originally, the study 

design had included three measurements for each student: the oral interview, the in-class 

writing assignment, and the computer-adaptive placement test. Due to the observed 

limited reliability of the computer test, as discussed in the methods section (chapter 3), 

this measurement was excluded from, the study. Although the oral interview and the in-

elass writing assignment were good procedures to assess the participants' skills levels, 

especially when supported by another rater and a high interrater reliability as it was the 
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case in this study, they only captured a brief moment in which the participantvS had to 

perform an oral or a written task. These measurements did not take into account that the 

learners might, for exanple, have had a bad day, were unmotivated or otherwise 

distracted. Identifying participants for the case study based on these results (i.e., only one 

measurement) might have skewed the selection, as was discussed earlier in the case of 

participant 3012 who -based on his weak results in the pre-treatment in-class writing 

task-- became a subject for the category "low proficiency - based on writing" and then 

turned out to be a far better writer in the chapter exams during the semester. A ftrture 

study should be aware of thi.s problem and seek out other ways to assess learners' 

proficiency levels with a variety of measurements. 

Obviously, it is also difficult to draw conclusions about learners' interlanguage 

development based on the 21 case study participants whose language data was examined 

in this study. In order to obtain a more thorough representation of any possible 

developments that learners go through within one semester, it is necessary to investigate 

all the features discussed based on the language data from a larger sample of learners, and 

not just 21 case study participants. 

Based on the data collected from the questionnaire, it seems obvious that students 

enjoyed the chat sessions. For future research purposes, it would be importiint to follow 

up on these issues, for exmnple by designing a more qualitatively oriented sun'ey to 

investigate students' motivation and their attitudes towards the use of technology in a 

language class. Furthermore, it would also be interesting to explore these aspects in a 

kirger context and to see how their attitudes and motivation levels would influence their 

learning of the foreign language. 
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Future studies could also examine the transcripts that were generated in the 

synchronous CMC sessions. Exploring the transcripts offers a myriad of research 

possibilities a:iid might help find answers to open questions such as the following: what 

did the learners discuss (regai"ding content), did they stay on task, how did they make use 

of different discourse functions, did they negotiate form and meaning and how did they 

do that, what did they do when they encountered linguistic deficiencies or complete 

language breakdown, how did they react to corrective feedback provided by the instructor 

{or by fellow students), etc. Transcripts offer a rich source of language leajiier data which 

contain a variety of interlanguage features. Since interlanguage rarely develops in a linear 

fashion (it is chm'acterized by the incorporation of WTong forms, overgeneralization of 

forms, etc.), we might gain more insight into the process of integrating new forms into 

the interlanguage system by analyzing these transcripts. 

Taking the transcripts as point of departure, another question of interest would be 

to track vocabulary items, discourse functions, or grammatical structures that were used 

in the chat sessions and received corrective feedback, and to examine whether these items 

or features appear in other forms of communication later on in the classroom in their 

correct form, e.g., in other oral or written tasks, in chapter and final exams, in later chat 

sessions, in homework, etc. It is probably very difficult to track these features because of 

the vastness of the material that would need to be collected, but it would provide us with 

a wealth of infonnation about interlanguage development and corrective feedback. 

Last, but not least, the transcripts could, of course, be used to work more intensely 

on the correction of mistakes, as was already pointed out under the pedagogical 

implications. Students could use the transcripts to find and correct their own mistalces, 
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which often motivates students to do better work because they have a personal interest in 

the text they wrote. The present study deliberately made no use of the option to print out 

and correct mistakes on the transcripts because the feedback conditions (br the two role 

play groups were supposed to be kept as similar as possible. However, a study with a 

different design and goal could easily integrate this idea and possibly see some 

significant results. 

Conclusion 

As mentioned before, the goal of this study was to provide more insight into the 

development of language learners' interlanguage, especially with regards to the effects of 

synchronous online discussions. It also aimed at reflecting cuwent pedagogical ideas in 

its study design in a variety of forms. E^ngaging students in meaningful activities that 

promote an open-ended exchange of information has been considered facilitative for 

students' learning (Hall, 1999), and the Internet search activities followed by role plays 

designed for this study provide just such discourse opportunities. At the same time, the 

tasks used in this study exposed students to a variety of authentic material (via the visited 

web pages) and they allowed students to make creative use of the tai'get language in a 

range of contexts and a variety of functions, another characteristic that is considered 

facilitative for language learning (Omaggio, 2001). 

Synchronous online discussions were included in this study because they are 

motivating, they address the needs of today's learners to be computer-literate, and they 

accommodate different learning styles. The most important reason, however, was the fact 

that online discussions have been called a "hybrid" between oral and witten language. 
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The pace and the informal style of oral speech are expressed in writing, which slows the 

conversation down and makes it permanent. The more pennanent nature of the online 

discussions especially might help students to notice specific language features -a first 

step towards turning input into intake (Schmidt, 1994)— which occurred in this study, as 

subjects stated in the post-treatment questionnaire. They also reported that they perceived 

the online discussions as aiding in their oral language development Given the students' 

perceptions and the fact that the CMC groups did not score lower in their oral 

perfomiance even though they had less traditional "oral" practice time, written online 

discussions seem, a viable alternative or addition to practicing oral skills in the language 

classroom. That way, chat sessions can be arranged outside of class, becoming time- and 

location-independent meeting points for learners to practice and improve both their 

written and their oral skills. 

The investigation of learners' interlanguage and the data that was collected in this 

study further contribute to our knowledge and understanding of these issues. We have 

seen that language learners in their second semester of instruction develop very 

differently, depending on the proficiency level they have at entry, aid on personal 

variables. Some of them are better able to integrate new forms into their interlanguage 

systems, while others seem to be experiencing a plateau effect, i.e., a momentaiy 

fossilization of certain fonns which might not change for the entire semester or even 

longer. The incorporation of specific forms into the interlanguage also depends on the 

forms themselves. As this study has shown, the more accurate use of present perfect 

forms seems to be achievable in one semester at this level, whereas the integration of 



cohesive elements into the learners"' writings does not seem, to develop at the same point 

of time or at the same rate. 

These findings about the learners' interlangnage system are also very relevant in 

light of eurrieular decisions. They can lend support to general descriptions of learners' 

language skills, such as in the ACTFL Proficiency Guidelines, and provide assistance in 

the design of particular program benchmarks which describe what students should know 

and be able to do at a certain level of instruction. However, in order to shed further light 

on these issues, more studies investigating the development of interkmguage features 

within a communicative framework are needed. 



232 

Appendix A 

QUESTIONNAIRE FOR GERMAN 102 
(beginning of semester) 

I am being in vited to paiticipate in a research study investigating the effects of compnter-
assisted classroom discussions on the development of oral and written proficiency for 
beginning learners of German. My participation in this study is strictly voluntary and if I 
decide that I do not wish to participate there will be no negative consequences. This 
project is not directly connected to the class 1 am taking, and whetlier I decide to 
participate or not will have no effects on my grade either way. By filling out this 
questionnaire, I grant consent for use of the information. 

Please fill out the following questionnaire. Its purpose is to provide the researcher of 
this project with background information concerning demographic infomiation, your 
language learning experience with German, and your attitude towards the use of 
technology in a foreign language class. 

1. Gender: female ( ) male ( ) 

2. Age; 

3. Nationality: 

4. Native Language: 

5. Other Languages: 

6a. Did you take German 101 at the U of A? yes ( ) no ( ) 

6b. If not, where did you take it? 

- different university/college ( ) 

-1 had German in high school; 1 took the placement test and 

placed into GER 102 ( ) 

6c. I have used emails, listservs, chats, or POLIS in other Gennan classes I have taken: 

yes ( ) no ( ) (please underline all that apply) 

7. I have a computer at honte: yes ( ) no ( ) 



8. I use a computer: 

always never 
I 1 1„- 1 

9. I feel comfortable using a computer: 

strongly strongly 
disagree agree 

1 f 1 1 1 

10. Using a computer gives me more opportunities to read and write: 

strongly strongly 
disagree agree 

I 1.— 

11. [.earning how to use a computer is important for ray career: 

very not at all 
1 1 1 1 1 

12.1 use email to communicate with my classmates (before, in other classes): 

always never 
I. 1 1 ...I 1 

13.1 use chatrooms to communicate with other people: 

never always 
I 1 1 1 1 

14.1 would enjoy using a computer to practice my language skills in German: 

strongly strongly 
agree disagree 

I 1 1 1 1 
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Appendix B 

GER 102 Oral Interview Questions 

1. Warm-up Phase: 

Wie lieiBen Sie? Wie geht' s? If interviewee does not understand: C3eht's 
Ihnen gut? [...] 
Woher kommen Sie? [...] Erzahlen Sie mir etwas tiber Thre Familie: Haben Sie 
einen Bruder oder eine Schwester? [...] Wie aJt ist...? f...] Und Ihre Eltem? 
Arbeit en Ihre Eltern? [..^\lf interviewee does not understand: Was filr einen Beruf 
haben Ihre Eltem? (...] 

Wie ist das Wetter heute? If interviewee does not understand: Ist es warm oder 
kalt? [...] 

Was ist Ihr Hauptfach/ Nebenfach? If interviewee does not imderstand: Was 
studieren Sie? [...] 

2. Level Check and Probes: 

Was macheii Sie normalerweise am Wochenende? [...] Gehen Sie aiich manchmal 
ins Kino/ auf Partys? [...] 

Beschreiben Sie einen normalen Tag als Student/in an der Universitat von 
Arizona! Was machen Sie jeden Tag? 

Was haben Sie letzten Sommer gemaeht? [...] Haben Sie auch ein bisschen Urlaub 
oder Ferien (vacation) gemaeht? [...] 

Wo wilrden Sie gerne wohnen? If interviewee does not understand: In welcher 
Stadt mochten Sie spater (later on in your life) leben? [...] Warum? [...] Moehten 
Sie ein groBes Haus oder ein kleines Haus? [...] 

Wir machen jetzt noch ein kleines Rollenspiel: Wir sind in einem Restaurant (Sie 
mSchten etwas essen, und ich bin die Kellnerin). Guten Tag! [...] Mdchten Sie 
etwas essen? [...] Und was mdchten Sie trinken? [...] Schmeckt's? [...]//" 
interviewee does not understand: Ist das Eissen gut? [...] Das kostet $ 3.50. [...] 
Anfwiedersehn! [..,] 

3. Wind-down Phase: 

Was machen Sie gem in Ihrer Freizeit? Was sind Ihre Hobbies? 



235 

Appendix C 

GER 102 In-Class Writing Prompt (beginn,ing of semester) 

Please write a text about the following topic (10 min.): 

Describe the most exciting or interesting event that happened to you last semester. It 

can be a trip you took in the break, something that happened in school or at work, 

etc. 

Be as specific and detEtiled as you can. Be sure to use the appropriate tenses in 

German for relating a story about the past. You may not use a dictionary! 
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Appendix, I) 

GER 1,02 Analytic Oral ,A,ssessiMeiit Scale 

B'luency 

17-15 
very fluent (exceptional for this level of instaiction); language flows; no 
unnatural pauses; wants to talk, offers information, gives detailed answers; very 
responsive and takes initiative in role play {too expensive, gof: no money, etc.) 

17-15 

quite fluent (good for the level ofinstruction), only slight stumbling or 
unnatural pauses; says more than required; responsive and occasionally takes 
initiative in role play (too expensive, got no money, etc.) 

14-12 

some definite stumbling, but manages to continue and respond; speech 
somewhat disjointed because of pauses; memorized chunks of language might 
be produced without hesitation 

11-9 

speech frequently hesitant; sentences may be left uncompleted; slow answers; 
provides minimum information in responses; frequent enumerations; some one-
word-answers 

8-6 

faltering speech (sehr stockend), very slow answers, very long pauses 
(conversation is like "pulling teeth") 

5-3 

speech totally disjointed; fragmentary 2-0 

Vocabulary ,Poiiits 
rich and extensive vocabulaiy for this level of instruction; very accurate usage 17-15 
variety of vocabulary; occasionally lacks basic words, but generally accurate 
usage; vocabulary mistakes do not affect meaning (e.g., vwong gender, wrong 
preposition); incorporates words in the interview that interviewer coiTected or 
provided earlier 

14-12 

word choice is appropriate and adequate for situation; few erroneous words 
which sympathetic interlocutor could understand; some mistakes might lead to 
misunderstandings; some literal translation; sometimes at a lack of words which 
have been presented in class; incorporates some words in the interview that 
interviewer con*ected or provided earlier 

11-9 

so,ine use of English or literal translations and invented words (interlocutor 
would have to interpret to understand); limited vocabulary 

8-6 

inadequate for situation; use of English or literal translations and invented 
words (problematic for sympathetic interlocutor); very small iind basic 
vocabulary 

5-3 

very limited, basic vocabulary (e.g., colors, familial- objects); inaccurate usage 2-0 
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Accuracy/Structure Points 
very few mistakes; demonstrates exceptional control of grammatical forms (for 
this level of iiistructjon); uses complete sentences in answers (whenever 
appropriate); conjugates correctly in present tense (most of the time); uses 
auxiliary and participle in present perfect correctly (most of the time); uses 
grammar items con'ectly tliat go beyond simple sentence structures (e.g., modal 
verbs, comparative forms, subjunctive, present perfect, simple past, 
conjunctions, inverted word order, separable prefix verbs); frequently attempts 
complicated sentence structure; shows evidence of attention to mechanical 

17-15 

errors even when these may not interfere with communication; self-corrections 
result in improved language use 
few mistalces which do not affect meaning; some control of grammatical fomis; 
attempts to use complete sentences in answers (whenever appropriate), 
conjugates coiTectly in present tense (most oi the time); attempts to use 
auxiliary and participle in present perfect (e.g., overgeneralizes regular ibrm, 
leaves out auxiliary or uses it incorrectly); often tries out grammar items that go 
beyond simple sentence structures with some success (e.g., comparative forms, 
modal verbs, subjimctive, present perfect, simple past, conjunctions, inverted 
word order, separable prefix verbs); attempts to self-correct primarily for 
meiming when communication breaks down; self-corrections often result in 
improved language use 

14-12 

short answers; some enumerations; conjugation in present tense is inconsistent; 
uses present tense (conjugated correctly most of the time) when present perfect 
is required; rarely attempts to use grammar items that go beyond simple 
sentence structures (e.g., comparative forms, modal verbs, subjunctive, present 
perfect, simple past, conj unctions, inverted word order, separable prefix verbs); 
mistakes often give unintended meaning; self-correction not necessarily results 
in improved speech; might attempt to self-con-ect for meaning when 
communication breaks down 

11-9 

conjugation in present tense is often incorrect; uses present tense (correctly 
conjugated sometimes) when present perfect is required; uses same (simple) 
sentence structure most of the time; often uses infinitives; mostly enumerations; 
meaning frequently obscured by grammar mistakes 

8-6 

no sentence structure; some memorized chunks; mostly infinitives; errors 
frequently interfere with comprehension 

5-3 

only isolated words; errors interfere strongly with comprehension 2-0 



Pronunciation 
correct pronunciation and intonation; very few mistakes which do not impede 
interlocutor's comprehension 

Points 
17-13 

very few mistakes, might have problems with a few specific words; meaning is 
clear 

14-12 

some mispronunciation, but sympathetic interlocutor is able to understand; 
native language influences pronunciation 

11-9 

pronunciation strongly influenced by native language; pronunciation problems 
interfere with comprehension; problematic tbr sympathetic interlocutor 

8-6 

pronimciation problems manifest themselves throughout speech; meaning 
frequently obscured by poor pronunciation; only partially comprehensible (even 
to sympathetic interlocutor) 

5-3 

mostly incomprehensible 2-0 

Comprehension Points 
does not request or need rephrasing by the interlocutor; responds appropriately 
to all cues (e.g., Wie geht 's?~ Es geht mir gut!; Schmeckt's?- Jet, es schmeckt 
sehr gut!] Das kostet $3.50- Hier sind..) and asks back Wie geht's?; uses a 
variety of communication strategies to sustain conversation that is related to 
familiar topics 

17-15 

may ask for clarification and rephrasing by the interlocutor; responds 
appropriately to some cues (gets Wie geht 's?~ Es geht mir gut!/ Gut!', plus one 
of the other two cues); may use paraphrasing, question-asking, circumlocution, 
and other strategies to avoid communication breakdown 

14-12 

rarely asks for clarification or rephrasing by the interlocutor; responds 
appropriately only to cue Wfc geht's?- Gut! widi one-word answer; may use 
limited range of conmiunication strategies (paraphrasing, question-asking, 
circumlocution) to avoid communication breakdown 

11-9 

seems to have problems understanding simple questions by the interlocutor; 
does not ask for clarification or rephrasing by the interlocutor; attempts to 
clarify meaning by repeating words or reverting to English (gives interviewer 
the question in English which s/hs thinks s/he has been asked); primarily uses 
facial expressions and gestures to indicate problems with comprehension 

8-6 

seems to have serious problems to understand interlocutor; misunderstandings 
occur frequently; only responds after interlocutor translates question (does not 
oiler own idea about what question meant); relies heavily on facial expressions 
and gestures to indicate comprehension problems 

5-3 

does not seem to understand interlocutor 2-0 
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Appendix E 
Holistk Rating Scale for Writing Assignments 

Description Points 
« appropriate response to the writing prompt; very detailed; lots of infonnation 

provided; long text; text flows; comprehensible 
• rich and extensive vocabulary; very accurate usage 
» successfiiliy uses complicated sentence structure (not just S-V-0; inverted word 

order, conjunctions, separable prefix verbs, modals); word order and siibject-verb 
agreement are correct most of the time; spelling and punctuation are mostly 
accurate; some evidence of cohesive devices 

• uses auxiliary and participle in present perfect very accurately 

17-15 

• appropriate response to the writing prompt; length is appropriate; detailed answer; 
good amount of information provided; text flows; comprehensible 

» variety of vocabulary; generally accurate usage; vocabulary mistakes do not affect 
meaning 

® frequently attempts (with partial success) to use complicated sentence structure 
(not just S-V-0; inverted word order, conjunctions, separable prefix verbs, 
modals); word order and subject-verb agreement are often correct; spelling and 
punctuation are often accurate 

• uses auxiliary and participle in present perfect correctly most of the time 

1442 

» generally appropriate response to the writing prompt; length is appropriate; amount 
of information provided is appropriate; main ideas are comprehensible 

• word choice is appropriate and adequate for situation; some literal translation 
• might attempt complicated sentence structure (not just S-V-0; inverted word order, 

conjunctions, separable prefix verbs, modals) sometimes; word order and subject-
verb agreement are inconsistent; spelling and punctuation are inconsistent 

® uses auxiliary and participle in present perfect partially sucessful (e.g., 
overgeneralizes regular form, leaves out auxiliary or uses it incorrectly) 

11-9 

• partially appropriate response to the writing prompt; length is adequate, but brief; 
minimal amount of infonnation provided; some ideas aie incomprehensible/ don't 
make sense 

• limited vocabulary; invented words 
• mainly simple sentence structure; word order, subject-verb agi-eement, spelling, 

and punctuation are inconsistent; meaning Jiiight be obscured by grammar mistakes 
• rare use of present perfect fonns 

8-6 

• inappropriate response to the writing prompt; length is inappropriate (==too short!); 
insufficient amount of infomation provided; a number of ideas are 
incomprehensible/ don't make sense 

• very small and basic vocabularv' 
« simple sentence structure; word order, subject-verb agreement, spelling, and 

punctuation are very inconsistent; some memorized chunks; grammar mistakes 
frequently interfere with comprehension 

• no use of present perfect forms 

5-3 

• almost no text 2-0 
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Appendix F 

GEM, 1,02 In-Class Writing Prompt (end of semester) 

Please vwite a text about the following topic (10 min.): 

Describe the most exciting or interesting event that happened to you this semester. It 

can be a trip yow took during Spring Break, something that happened in school or 

at work, etc. 

Be as specific and detailed as you can. Be sure to use the appropriate tenses in 

German for relating a stor>' about the past. You may not use a dictionary! 
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Date; 
Section: 

Appendix G 

GER102 InstrMctor's Chart (for oral rok play and chat role 
_____ Question 

1. Did students ask any questions concerning vocabulary after the 
roleplay? Note examples liere: 

2, Did students ask any questions concerning p-aramar after the 
roleplay? Note examples here: 

3. Did students ask any questions concerning vocabulaiy during the 
roleplay? Note examples here: 

4. Did students ask any questions concerning grammar during the 
roleplay? Note examples here: 

Yes No 

5. Did you correct students after the roleplay? 

6. Did you correct students during the roleplay? 

7. Did you correct grammatical mistakes during the role play? Note 
examples here: 

8. Did you correct pronunciation mistakes/ typos during the roleplay? 
Note examples here: 

9. Did you correct vocabulary mistakes during the role play? Note 
examples here: 

10. Did you ask students to repeat the corrected item after you? 

11. In your opinion, did students show any signs that they understood 
what was incorrect? Note examples here: 

n. How often did you correct grammar mistakes? (list approx, total 
number) 
12. How often did you correct pronunciation mistakes/ t)'pos? (list 
approx. total number) 
13. How often did you correct vocabulary mistakes? (list approx. toteJ 
number) _ _ __ _ _ _ __ 
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Appendix H 

QUESTIONNAIRE FOE GERMAN 102 (role play) 
(end of semester) 

Please answer the following questions honestly. Do not write your name on the paper. The 
purpose of this questionnaire is to provide the researcher of this project with background 
information concerning your language learning experience with Gemian this semester and 
your attitude towards the use of technology in a foreign language class. 

For your answer, please circle the most appropriate letter which coiresponds to the 
scale given below. 

SD = Strongly disagree D ~ Disagree N = Neutral A = Agree SA = Strongly agree 

1. Doing role plays in the lab was a positive addition to German 102. 

SD D N A SA 

2. The role plays were too short. 

SD D N A SA 

3. I felt more confident participating in the role plays than in the regular class. 

SD D N A SA 

4. I would have preferred to do an online chat instead of an oral role play. 

SD D N A SA 

5. The time we spent on the role play could ha ve been used more productively as regular 
classtime. 

SD D N A SA 

6. liaving to worry about pronunciation made me feel a lot less comfortable in the role 
plays. 

SD D N A SA 

7. I would have liked to do more role plays in small groups (instead of just with my 
partner). 

SD D N A SA 

8. Good interpersonal skills were essential to my participation in the role plays. 

SD D N A SA 
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9. 1 often feel "put on the spot" when doing role plays in German and wish I had more time 
to compose "good German" when asked to do a role play. 

SD D 'N A SA 

10. 1 monitored my use of grammar and vocabulary in the oral role plays in the lab more than 
I usually do in the classroom. 

SD D IN A SA 

H . I  n o t i c e d  o t h e r  s t u d e n t s '  m i s t a k e s  m o r e  w h e n  t h e y  p r e s e n t e d  t h e i r  o r a l  r o l e  p l a y s  i n  t h e  
lab than in oral communication in the regular class. 

SD D N A SA 

12. I enjoy written assignments more than role plays because they allow me to monitor my 
use of grammar and vocabulary, and to be creative and play around with the language. 

SD D N A SA 

] 3. 1 feel more compelled to use German exclusively in the role plays in the lab than in the 
regular class. 

SD D N A SA 

14.1 usually do not feel stressed when answering a question or doing a role play in the 
regular class. 

SD D N A SA 

15. The role plays in the lab challenged me to think quickly and respond spontaneously. 

SD D N A SA 

16. Doing role plays improved my ability to write in German. 

SD D N A SA 

17. Doing role plays improved my ability to read in Gemian. 

SD D '.N A SA 

18. Doing role plays improved my ability to speak in German. 

SD D N A SA 

19. Doing role plays improved my ability to listen in German. 
SD D N A' SA 
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Appendix 1 

QUESTIONNAIRE FOR GERMAN 102 («hat) 
(end of semester) 

Please answer the following questions honestly. Do not write your name on the paper. The 
purpose of this questionnaire is to provide the researcher of this project with background 
information concerning your language learning experience with German this semester and 
your attitude towards the u.se of technology in a foreign language class. 

For your answer, please circle the most appropriate letter which corresponds to the scale 
given below. 

SD = Strongly disagree D = Disagree N = Neutral A -- Agree SA = Strongly agree 

1. Using chat was a positive addition to German 102. 

SD D N A SA 

2. The chat sessions were too short. 

SD D N A SA 

3. 1 felt more confident participating in the chat than in the regular class. 

SD D N A SA 

4. I would have prefen*ed to do an oral role play instead of the chat. 

SD D N A SA 

5. The time we spent on the chat could have been used more productively as regular 
classtime. 

SD D N A SA 

6. Not having to worry about pronunciation made me feel a lot more comfortable in the 
discussions. 

SD D N A SA 

7. I would have liked to chat more often in small groups (instead of just with my partner). 

SD D N A SA 

8. Good computer skills were essential to my participation in the chat. 

SD D N A SA 
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9. 1 often feel "put on the spot" when doing role plays in German and wish 1 had more time 
to compose "good German" when asked to do a role play. 

SD D N A SA 

10.1 monitored my use of grammar and vocabulary in the chat messages 1 wrote more tiian 1 
usually do in oral communication. 

SD D N A SA 

11. I noticed other students' mistakes more when conversing in the chat than in oral 
communication in the regular class. 

SD D N A SA 

12. I enjoy oral role plays more than written assignments (e.g., essays), because they allow 
me to be creative and play around with the language. 

SD D N A SA 

13.1 feel more compelled to use German exclusively in a chat than in the regular class. 

SD D N A SA 

14.1 usually do not feel stressed when answering a question or doing a role play in the 
regular class. 

SD D N A SA 

15. The chat challenged me to think quickly and respond spontaneously. 

SD D N A SA 

16. Using chat improved my ability to write in German. 

SD D N A SA 

17. Using chat improved my ability to read in GejTnan. 

SD D N A SA 

18. Using chat improved my ability to speak in German, 

SO 0 N A SA 

19. Using chat improved my ability to listen in German. 
SD D' N A SA 
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Appendix J 

QUESTIONNAIRE FOR GERMAN 102 (no treatment) 
(end of semester) 

Please answer the following questions honestly. Do not write your name on the paper. The 
purpose of this questionnaire is to provide the researcher of this project with background 
information concerning your language learning experience with Gennan this semester and 
your attitude to wards the use of technology in a foreign language class. 

For your answer, please circle the most appropriate letter which corresponds to the 
scale given below. 

SD = Strongly disagree D = Disagree N - Neutral A = Agree SA = Strongly agree 

1. I would have enjoyed using the computer lab for Internet search activities or chat. 

SD D N A SA 

2. 1 would enjoy more oral role plays in class. 

SD D N A SA 

3. I felt confident participating in role plays in the regular class. 

SD D N A SA 

4. If my class had used the lab for Internet search activities, I would have preferred doing an 
oral role play rather than communicating via chat following these activities. 

SD D N A SA 

5. We should spend more time in class on writing activities. 

SD D N A SA 

6. Having to worry about pronunciation makes me feel a lot less comfortable in oral role 
plays. 

SD D N A SA 

7. I prefer small group work to pair vi/ork. 

SD D N A SA 

8. Good interpersonal skills are essential to ray participation in role plays in the regular 
class. 

SD D N A SA 
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9. I often feel "put on the spot" when doing role plays in Gentian and wish I had more time 
to compose "good German" when asked to do a role play. 

SD D N A SA 

10.1 monitor my use of grammar and vocabulary in oral role plays more than I usually do in 
the classroom. 

SD D N A SA 

11.1 notice other students' mistakes more when they present their oral role plays than in oral 
communication in the regular class. 

SD D N A SA 

12.1 enjoy oral role plays more than written assignments (e.g., essays), because they allow 
me to be creative and play around with the language. 

SD D N A SA 

13. I feel more compelled to u.se German exclusively in a role play than in the regular class. 

SD 0 N A SA 

14.1 usually do not feel stressed when answering a question or doing a role play in the 
regular class. 

SD D N A SA 

15. Using a chat to communicate would challenge me to think quickly and respond 
spontaneously. 

SD D N A SA 

16. ~ 19. Please circle the appropriate responses: 

Using chat... Doing more 
oral role plays... 

16. SD D N A SA SD D N A SA ...would improve my ability to write in German. 

17. SD D N A SA SD D N A SA ...would improve my ability to read in German. 

18. S D D N  A S A  SD D M A SA ...would improve my ability to speak in Gemian. 

19. SD D N A SA SD D N A SA ...would improve my ability to listen in German. 
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Appendix K. 

Lab Taste 

All web activities are accessible at http://w\vw.coh.arizon£i.edu/genna,n/GERl()2alLhtml 

January 23 Web activities chapter 5 "Weihimchtsgeschenke"; role plays (pairs) 

January 30 Web activities chapter 5 "Job-Suche"; role plays (2-3 people) 

February 6 Online activities from Chico State: Chapter 5 "In der Kilche", Chapter 6 
"Haus und Wohnung 1"Haus und Wolmung 2"; each student got a 
picture showing a room which they described to each other; role plays 
(pairs) 

February 13 Web activities chapter 6 "Mdbel fiir die neue Wohnung"; role plays (pairs) 

Februa,ry 20 Web activities chapter 6 "Wohmmgssuche"; role plays (pairs) 

February 27 Web activities chapter 7 "Ein Wochenende in..."; role plays (3 people) 

March 6 Web activitie.s chapter 7 "Mein Traumauto"; role plays (pairs) 

March 20 Web activities chapter 7 "Spring Break"; role plays (pairs) 

Maj-ch 27 Online activities from Chico State: Chapter 8 "Essen und Trinken 1", 
"Essen und Trinken 2", "Einkaufen und Kochen 1"; Web activities 
chapter 8 "Einladung zum Abendessen" (pairs) 

April 3 Web activities chapter 8 "Vegetarisch --ja oder nein?" (pairs) 

April 10 Web activities chapter 8 "Mittagessen im Restaurant"; role plays 
(3 people) 

April 17 Web activities "Ein Mann zuviel" Kap. 1-4; role plays (pairs) 
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Appendix L 

Table of Means and Statidard Deviation (by section) 
Pre- Post- Diff. Pre Post '"Disr""" 
oral oral write write 

Section 1 Means 49.86 58.43 8.57 45.71 50.48 4.77 
(n=21) 

SD 10.24 12.05 12.78 15.08 
Section 2 Means ' 47.88 55.31 7.43 45.63 50.63 5.00 
(n=16) 

SD 12.30 12.35 12.89 20.24 
Section 3 Means 50.69 59.85 9.16 43.08 50.38 7.30 
(n=13) 

SD 6.58 6.34 12.99 13.30 
Section 4 Means 48.40 57.15 8.75 37.75 53.00 15.25 
(n=20) 

SD 8.83 8.36 15.85 14.73 
Section 5 Means 47.96 7.79 42.71 49.79 7.09 
(n=24) 

SD 12.99 15.14 16.01 16.52 

Table: ANCOVA for Section and Posttest with Pretest as Covariate (Oral Proficiency) 
Source of 
Variance 

Sum of 
Squares 

df Mean 
Square 

F Sig. 

Pre-oral 8341.71 1 8341.71 186.62 .000 
Section 42.99 4 10.75 .240 .915 
Error 3933.62 88 44,70 

Corrected Total 12505.20 93 

Table: ANCOVA for Section and Posttest with Pretest as Covariate 
(Written Proficiency) _ _ ___ 

Source of Sum of df Mean F Sig. 
Variance Squares Square 
Pre-write 11226.19 1 11226.19 82.46 .000 
Section 971.14 4 r 242.79 1.78 .139 

Error 11979.84 88 136,13 
Corrected I'otal 23331.92 93 
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Lexical Diversity and Lexical Density 

Table; Lexical Diversity: Oral Interview 

Code Sect Rank Pre- words Post- words 
Name oral oral 
1121 1 H 0.37 267 0.45 256 
1021 1 M 0.47 144 0.43 223 
1191 1 L 0.43 76 0.50 118 
2102 2 H 0.42 221 0.50 213 
2142 2 M 0.42 154 0.44 209 
2131 2 L-w 0.31 159 0.45 151 
2071 2 L-o 0.31 182 IxIP ̂235' 
3031 3 0.53 140 0.49 192 
3122"""^^ 3 H-o 0.48 189 0.55 176 
3101 ,3 M 0.40 213 1 0.47 218 
3012 3 L-w 0.38 140 0.44 198 
3041 3 L-o 0.34 177 0.43 202 
4032 4 H-w 0.40 237 0.47 245 
4192 4 H-o 0.28 363 0.37 245 
4042 4 M 0.41 148 0.52 129 
4101 4 L 0.30 126 0.36 162 
5141 5 H-w 0.44 173 0.50 199 
5241 5 H-o 0.48 231 0.45 223 
5151 5 M-w 0.45 148 0.47 175 
5092 5 M-o 0.35 228 0.47 ^14 
5222 5 L 0.57 74 0.52 124 

Average text length; pre-oral: 180 words 
post-oral: 196 words 

Average diversity quotient: pre-oral: 0,41 
range: 0.28-0.57 
post-oral: 0.46 
range: 0.33-0.55 



Table: Lexical J)ensitY: I_n-Class Writing 
Code Sect Rank Pre- words Post- words 
Name write wi-ite 
1121 1 H 0.63 64 0.57 61 
1021 I M 0.58 66 0,61 61 
1191 1 L 0.65 20 0.69 52 
2102 2 H 0.61 89 0.58 ^57 
2142 2 'M 0.34 50 0.48 50 
2131 2 L-w 0.55 29 1 0.54 68 
2071 2 L-o 0.45 53 5̂8 77 
303 i 1 3 H-w 0.49 63 0.55 98 
3122 
sfoH^ 

3 
T ~ 

H-o 0.58 40 0.57 68 3122 
sfoH^ 

3 
T ~ M 0.56 41 0.50 56 

3012 3 I,-w 0.56 16 ^0.52 63 
3041 J L-o 0.54 35 0,63 64 
4032 4 H-w 0.61 75 0.51 94 
4192 H-o 0.40 0.49 96 
4042 
410T' 

4 M 0.48 63 0.68 37 4042 
410T' 4 L 0.48 33 0.53 38 

"Jul 5 H-w 0.54 85 0.56 81 
5241 5 H-o 0.59 96 0.59 63 
5151 5 M-w 0.53 64 0.58 71 
5092 5 M-o 0.59 51 0.58 
5222 5 L 0.57 49 0.68 40 

A verage total number of content and function words: 
pre-write: 55 
post-write: 65 

Average density quotient: pre-write: 0,54 
range: 0.34-0.65 
post-write: 0.57 
range: 0.48-0.69 



Table: .exlcal 3ensity: Oral Interview 
Code 
Name 

Sect Rank Pre-
oral 

words Post-
oral 

words 

1121 1 H 0.50 202 1 0.48 233 
1021 1 M 0.47 138 0.51 217 
1191 1 L 0.52 54 0.59 l02 
2102 2 H 0.44 216 0.50 205 
2142 2 M 0.45 107 0.47 186 
2131 2 L-w 0.53 99 0.43 143 

2 L-o 0.53 116 d.4S 202 
3031 3 H-w 0.47 126 0.48 173 
3122 3 H-o 0.43 171 0.47 169 
3101 3 M 0.43 186 0.45 205 
3012 3 L-w 0.57 122 0.51 189 
3041 3 L-o 0.54 141 0.53 179 
4032 4 H-W 0.47 219 0.48 231 
4192 4 H-o 0.41 311 0.43 223 
4042 4 M 0.50 109 0.55 118 
4101 4 L 0.54 61 0.48 106 
5141 5 H-w 0.46 154 0.46 191 
5241 5 H-o 0.51 203 0.48 176 
5151 5 M-w 0.55 114 0.45 148 
5092 5 M-o 0.49 168 0.50 200 
5222 5 L 0.54 65 0.54 119 

Average total number of content and flmction words: 
pre-oral:l47 
post-oral: 177 

Average density quotient: pre-oral: 0.49 
range: 0.41-0.57 
post-oral: 0.49 
range: 0.43-0.59 
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Appendix N 

Graph 1; Accuracy / valid quantity ratio 

Siibject-Verb Agreement: Oral Interview 

• pre-write PP m post-write PP 
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Graph 2: Accuracy / valid quantity ratio 

Subject-Verb Agreement: In-Class Writing 

• pre-write SVA • post-write SVA 
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Graph 3: Accuracy / valid quantity ratio 

Present Perfect: Oral Interview 

• pre-oral PP H post-oral PP 
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Graph 4: Accuracy / valid quantity ratio 

Present Perfect: In-Class Writing 

• pre-write PP ffl post-write PP 
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Appendix P 

Graphs: Accurate an,cl Appropriate Use of Tenses 

in the Writing Parts of the Chapter Exams 

(jraph 1: all case study participants (n=21) 

Graph 2: high-proficiency level participants (n=8) 

Graph 3: medium-proficiency level participants (n=6) 

Graph 4; low-proficiency level ptirticipants (n=7) 
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