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Preface

The motivation for conducting my PhD research in an area with a strong focus on
language form andoticinglies in my personal language learning background. My English
teacher was very keen on rules and their application in English use. Whestudents
claimed that they acted in English following thantuition, she used to sayAS long as

you are not quitefluent in a language, you cannot rely on your intuition because it will
mislead you. | want you to be able to give reasons for what you ddhandyou do it in
English."My German teache{my mother tongue is Czech and German is my second
foreign languageafter English also adopted a very analytical approach to language
learning. Accuracy was of immense importartcehim and he passed this onto his
students through his teaching in which he clearly emphasized grammar and vocabulary
rather than conversatiomnd writing. The approach of these two teachers has influenced
all of my learning; not just the learning of foreign languages. Ultimately, tivegre an
indirect reason for the choice of my research project. Through the immanent importance
of rules and eplicit knowledge in my language learning and language use, | have been
able to acquire an acceptablproficiency in English and a "neaative" (putting the
O2y iNRPOSNARE 20SNJ KA&A GSNXY |aARSO LINRPFAOAS
my accuracyespecially in German, has strengthened my belief that knowing the rules of

I F2NBA3IYy fFy3Idzqr3S YR o06SAy3a o6ftS G2 | LILIK
production is invaluable. However, this is not to say that rules and explicit knowledge are

a total cure for language learnin@elievingthat accuracy is very important has not only

been of help in my language production, it has often made me afraid of speaking because

I was not sure whether what | was saying was accurate. The positive and negative
experience | had with my focus on accuracy, together with the theoretical and practical
training | received during my university education, have raised and reinforced my interest

in this area of language study, namely the discussion about the focus on faam¢be

one hand and communicative language teaching on the other.

An important step towards the topic of my PhD research was my final thesis for a
0 S OK S NIniGerR&adNEE which | experienced a clash between my language

learning and teachingeliefs and reality in school. lprojectwhich was the focus of my



thesis | wanted to teach 1yearold learners of Englisat a German secondary schdol
conduct their owmeedbasedcorpus research. | based the whole concept of my teaching
unit on the assumption that after some traininthe learnerswould automatically come

up with their own language queries because they certainly had questions about the
foreign language, especially when producing it (i.e. when having to write something in
English)To my surprise, this was not the casenasst of thelearnersseemed to be busy
with merely achieving their communicative goals and not with writing as accurately and
idiomatically as possible. Thexperience broadened my horizdout also triggered a
number of questions, including whyome learnersdid not seem to worry about their

accuracy and whether this wggo put it simplyg good or bad.

This PhD thesis will inevitably b#luencedby my attitude to foreign language learning

and teaching. Being aware of the fact that my personal background has primed me to
think of accuracy as one of the most important gaaltanguage learning, | havried to
critically reflecton my own backgroad throughout the whole process of designing,
conducting and evaluating this study in order to give the research as balanced a view as

possible.
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Zusammenf assung

Die vorliegende t8die untersudt die Reflexionvon jugendlichenEnglischlerner tber

ihre  Sprachverwendungbeim Schreiben in Engliscind die von ihnen hierbei
eingesetzten ProblemldsungsstrategienUnter Verwendung eines qualitativen
Forschungsasatzs werden Zusammenhidge zwischender Reflexion der Lerner, ihrer
Strategieanwendung und ausgewahlten individuellearnerbiktoren analysiert.Diese
Thematik wurde bislang vor allem in disziplinaren Ansatzen der Fremdsprachendidaktik
oder der angewandten Linguistik bearbeitet, die skdnzeptionell und terminologisch
(language awarenessgersuslinguistic awarenesdearnerinitiated focus on fornversus
noticing sowie im methodischen Vorgehen(qualitativ versus experimentdll
unterscheiden. Im Gegensatz dazu wird in dieser Studienegriativer Ansatz verfolgt,

der Elemente aus beiden Disziplinen verknupft.

Folgende Forschungsfragen rdan in dieser Studie untersucht

1. Wie reflektieren ausgewéhlte deutsche Englischlerner Uber 8peachverwendung,
wennsie auf Englisch schreib®n

2. Welche Srategien wenden diese Lerner aam ihre sprachbezgenen Probleme im
Laufe desSchreibprozessédn der Fremdsprache zu [6sen

3. Welche Verknipfungen kdnnen zwischen der Reflexion der Teilnehmedersh

Lernerpgofilen fesgestellt werden?

Das methdische Vorgehen orientiegtsich am qualitativen Forschungsparadigma. Die
Reflexion im Laufe des Schreibprozesses und die verwendetdrlemlésungsstrategme
wurden mittels Lautdenkprotokolle und retrospektiver Stimulated Recallnterviews
untersucht. Umden sprachlichen Hintergrund der Lerner zu analysieren und die
Lernerprofile zu erstellen, wurden teilstrukturierte qualitative Interviews durchgefihrt.
Die Teilnehmer der Studie waren zetlautsche Muttersprachlerm Alter zwischen 15
und 16 Jahrendie die englische Sprache der Schule lerntenZur Analyse wurde ein
induktives Auswertungsverfahrerverwendet bei dem die Analyseeinheiten @dn
-kategorien aus den Daten adgéet wurden,um in diesem Stadiuneine Beschrankung

auf bestehende Konzepte undhdorien auszuschlieRBemiese wurdenn einem zweiten

1



Schritt in das entwicked Kategoriensystem integriertum Vergleiche mit bisherigen

Studien anzustellen

Ausden Datenwaren die folgenden Bereiche dewoticing ersichtlich Rechtschreibung,
Lexis, Mophologie, Syntax, satztibergreifende Phdnomene (inkl. Koharenz und Kohésion),
Stil, Pragmatik / Rezipient und InhalRie Teilnehmer unterschieden sich bezlglich der
Haufigkeit der Reflexion sowie der Anzahl und des Spektrums der Bereicimedenen
noticing stattfand. Zu Losung der Probleme wurden von den Teilnehmern neben der
Intuition die folgendenSrategien angewandtUmschreib@, Nutzung fremdsprachlicher
Ressourcen (z.B. Worterblcher), Anwendung von Regeln oder expliziten Kenntnissen,
logisches Sdussfolgern, Verwendung der Kenntnisse aus der Muttersprache oder einer
anderen Fremdsprache,Bericksibtigung des Kontextes undSignakieren des
ProblembewusstseinsAuch in der Anwendung der Strategien unterschieden sich die
Teilnehmer bezuglich deAnzahl, Bandbreite und der Effektivitat der angewandten

Strategien.

In der Reflexion und der Strateggewendung der Jugendlichen konnten drei
grundlegende Tendenzen festgestellt werd@hese Tendenzen werden wegen besserer
Verstandlichkeit der Ergebnis3gpen genannt). Typ-llerner reflektierten oft Gber ihne
eigenen Spraclgebrauch und wandten viele verschiedeneProblemldsungstrategien
zielgerichtet an. Lerner des zweiten Typs wandtezbenfalls zielgerichtet
Problemlésungsstrategme an unterschieden ish aber vom Typ 1 durch ein engeres
Spektrum verwendeter StrategienDiese Lerner beschaftigten sickelten mit
sprachbezogenen Problemgedie zudem ausschlie3ligrundlegende Bereiche wie die
Lexis umfassten Lerner des dritten Typsandelten vor allemintuitiv. Die drei
verschiedenen Profile in der Reflexion und der Strategieanwendwmgten mit den
Informationen Uber den Lernerhintergrund und die Lernerprofile in Zusammenhang
gebracht werden Alle Lerner des ersten Typ#ferenziertenbeztglich der W¢htigkeit
von Genauigkeit oder Kommunikation im Schreiben @piechen. Aul3erdertiel3 sich
dieser Typus imzwei verschiedene Lernerprofileinterteilen. Die erste Untergruppe
bestand aus selbstbewussten Lernern, ¢hérinsisch oder integratiimotiviert waren,

Englisch zu lernen und die bereit waren, Mihe ins Englischlernen und ins Sprachenlernen
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allgemein zu investieren. Lerner in der zweiten Untergruppe betrachteten das
Englischlernen als Pflicht und ihr Englischlernen war stark durch die Schule bseinflus
Diese Lerner hatten eirgeringes Selbstbewusstseinni der Sprachverwendung. Sie
schienen durch dieses Zusammenspiel der Faktoren gezwungen zu sein, Uber ihre
Sprachverwendung zu reflektieren, um negative Folgenzum Beispiel schlechte Noten

zu vermeaden. Auch beiTyp 2Lernen erfolgte das Englischlernen hauptséachlich aufgrund
des verpflichtenden Schulunterrichts, der die Sprachverwendung mafigeblich beeinflusste.
Allerdings waren diese Lerner selbstbewusst undtdra Wege gefunden, um mit
moglichst gringemAufwanddie Fremdspracheeffektiv zu benutzen Lerner des dritten

Typs waren in ihrem Englischlernen stark durch phrvates Umfeld beeinflusst und
intrinsisch oder integratimotiviert, Engliscrund andere Sprachen zu lernen. Zwei von
ihnen hatten eine klare Préferenz fur muindliche Kommunikatikannten vor allem
kommunikative Strategien  und hatten gleichzeitig Schwierigkeiten,
Problemldsungsstrategre im Schreiben anzuwenden. Ein Lerner benutztegligeh
sowohl schriftlich als auch mindlich, kaneoblemlésungsstrategeim Schreiben und

konnte diese auch effektiv anwenden.

Die vorliegende Studigefert neue Erkenntnisse bezlglich der sprachlichen Reflexion, der
Strategieanwendung und des Zusammenhangsmdividuellen Eigenschaften der Lerner

Die Taxonomie der sprachlichen Reflexiolanguagerelated episodes und der
Probleml6sungsstrategewurde im Vergleich zu anderen Studistéirker differenziert

und erweitert. Die gemeinsame Analyse von Reflexion, Strategien und Lernerprofilen
zeigte, dass die Verbindung zwischen Sprachlernmotivation und Reflexion betegt®in
komplexer ist als in dddisherigen Forschung angenommen. Die personlichen Préaferenzen
der Lerner bzgl. der Genauigkeit oder Flissigkeit der Sprachverwendung scheinen einen
starken Einfluss auf das Reflexionsverhalten und auf die Verwendung der Strategien und
der Intuition zu habenDer Sprachlernhintergrund der Lerner spielt auch eine Rolle in der
Reflexion bzw. der Strategieverwendung. Lerner, die mehrere Sprachen lernen oder
beherrschen, haben einen ausgewogeneren Blick auf die Wichtigkeit von Genauigkeit und

Flissigkeit und kdren Problemlésungsstrategnregezieler und effektiver einsetzen.



Aufbauend auf den Ergebnissen dieser Studie ergeben sich konkrete Anknupfungspunkte
fur die zukinftige Forschung. i® Grinde fiur die Verwendung von Intuition zur
Problemlésundedirfenweiterer UntersuchungenDie Ergebnisse bestéatigen den Trend,
dass Lerner, die Englisch vorwiegend in der Schule verwenden, weniger intuitiv handeln
als Lerner, die Englisch haufig auRerhalb der Schule anwenden. Allerdings kann die
Praferenz fur Intuition auchltrsbedingt sein. Dies kann durch die vorliegende Studie
nicht beantwortet werden. Eine weitere Frage, die in zuklnftigen Studigersuncht
werden konnte, beziehsich darauf, wie das Vorgehen der Teilnehmer beim Schreiben
durch deren Wahrnehmung dekufgabenstellung als kommunikativ oder rein schulisch
beeinflusstwird. Auch der Einfluss demticingund derProblemlésungsstrategmeauf die
Richtigkeit der schiifichen Produkte und auf die Entwicklung der Lernersprasdike in

zukunftigen Studiegekirt werden

Aus der vorliegenden Studie ergeben sich praktische Anwendungsmaoglichkeiten fur den
Fremdsprachenunterricht Hiebei steht vor allem das Gleichgewicht zwischen
Kommunikation und Genauigkeiin Vordergrund, indem zur Reflexion angeleitet wird,
gleichzeitig aber auch Situationgeschafferwerden, in denen flissige Kommunikation

in der Fremdsprache wichtiger ist als die Richtigkeit der AuBerungen. Im
differenzierenden Englischunterricht sollten jedem Lernertypus die Optionen haufiger
aufgezeigt werden, mit denen er noch nicht vertraut ist. Sollte bei Lernern, die viel
Wert auf Genauigkeit legen, der Fokus auf kommunikativen sprachlichen Situationen
liegen Lerner, die ihre kommunikative Intention &ndern, um sprachlichen Problemen
auszuweichen konnen dahingehend gefdrdertwerden, auch komplexere sprachliche
AuRerungen zu bewaltigemnd so ihr sprachliches Repertoire zu erweitelernern, die
hauptsachlich intuitive Entscheidungen treffen, sollte in gezielten Ubungen die Relevanz

von Problemlésungsstrategien aufgezeigt werden.



Abstract

The study presented heriavestigatedthe waysL2 learners of English refleah their use

of Englishwhile completing a writing tasknd the strategies learners apply in order to
resolve their languageelated problems. Factors which might has@meinfluenceon the
learners noticing and problersolving behaviourwere explored using a qualitatig,
inductive research approacimvolvingthe detailed analyses of ten participant¥hink
aloud protocols and stimulated recall interviews were used to investigate learners'
noticing while composing and their use of strategies. Sa&mictured qualitative
interviews were conducted in order to analyze the learners’ language learning
background and prefences. The analysis was purplysénductive, deriving units of
analysis and categories from the data rather thaasing it onexisting theories. At a later
stage, the datagrounded analysis was compared to existingeegsh, terminology and

theories, and adapted where necessary.

The results of the study revealed thrbasictendencies (called typesr abetter clarityin
describing the results) inoticing and strategy use behaviour. Learners of the first type
frequently reflected on their language use and effectively applied a wide range of
strategies to resolve their problems. The second ty[s® aised strategies effectivebut
applied a low range of stragy types. These learners did naften encounter linguistic
problems and their linguistic problems occurred only in a few basic areas suekiss

The third type were learners whavyhile encountering differenhumbers and rangs of
languagerelated episodes, preferred to act intuitively rather than using probkstving
strategies in order to resolve their languagdated problems. The different noticing and
strategy use profiles were linked to tlobaracteristics of the learnsr Learners ahe first

type all had differentiated views on the importance admmunicationor accuracy in
writing and speaking. Besides this, they exhibited two different sets of characteristics. The
first sulgroup wasconfident learners who were motitad to learn English and willing to
invest some effort into learning English and other languages. The second subgroup
consideredlearning English as an obligation and their English learning was strongly
influenced by school. They were anxious learners Watli communicative confidence

who seened to feel forced to reflecbn their language use in order to avoid negative



consequences. Learneo$ the second type also saw learning English as an obligation and
were influenced by school in their English learnibgt as confident learners, they found
ways to handle the L2 effectively and to invest only as much effort as necessary. Learners
of the third type exhibited a strong private influence on their English learning, combined
with the motivation to learn Engdh and other languagedwo of themhad a clear
preference for oral communication, linked to a less effective use of strategies in writing,
whereas one learneused written and spoken English equally and at the same time

demonstrated knowledge and effecéwse of strategies specific to writing.

This study complements other studies which were concerned with noticing or strategy
use in L2 output, adding new insiglasncerning the types of languagelated problems,

the different problemsolving strategiesand the links between these and the learner
profiles. Based on the results,gssible implications for English language teaching are
drawn, stressing the balance of communication and accuracy in English language teaching,
and illustratinghow the different tendenciesfound in this study could beonsideredin

foreign language instruction.



.l ntroducti on

The increasing importance of English as a language of international communication has
changed the status of English from a regular school subject to a lad¥ication (Klippel

& Doff, 2007, p. 2pwhich must be maintained and updated one's whole life. Therefore,

in addition to teaching learners the basics of the English language, it is even more
important to help them become autonomous and critical language learmdro will be

able to continue learning and using English after the end of their school careers. Two
factors are often mentioned as crucial for learner autonomy: language awareness, and
language learning and use strategi@3xford, 2001, p. 166Svalberg, 2007, p. 291
Tonshoff, 2007, pp. 33233). In the study presented here, the interplay between these

two factors in foreign language writing will be investigated.

Following the aim outlined abovehit current study uniquely combinestheoretical
insights from several distinct research aretas develop a research desigwith the
purposeof uncoveing links between thedifferent areas. The areas brought together by
this study are language awareness and noticing, foreign language writing and the
strategies used in the writing process with a special focus on probtEwing strategies,

and individual learner differences.

Different lines of researchave focused othe waysforeign languagel learners reflect
upon language. Research into langeagwareness, linguistic awareness and noticing
largely tends to concentraterohow learners deal with inpyfor example Schmidt, 1990

van Lier, 1998 Studies which draw on the Output Hypothesis formulated by Swain and
Lapkin concentrate on how noticing problemdearners'own output can potentially lead

to secondlanguage acquisitioffor example Armengol & Cots, 2009Qi & Lapkin, 2001
Swain & Lapkin, 1995

Studies on writing processes hawsvestigded either the writing process in general
(Flower & Hayes, 198br its specific component&immermann, 2000 Strategies used
in the writing process have beerategorized as broad or narrow composing strategies

(Manchon, 200}, with the focus of broad composing strategies on composing behaviours



(thus making them comparable with general descriptions of the writing process), and the

focus of narrow composing strategies on probtspiving while writing.

This studythe interplay between noticing in the process of writing and the application of
problemsolving strategies is the focus of interest. The research direction is grounded in
the argumentation that when learners notice gaps in their interlanguage while proguc
output, they will be more attentive towards the noticed phenomena when encountering
new L2 input due to the individual relevance of the noticed phenomgnami, 2003.
Reseath so far has concentrated on input in general, be it reading or listening to other
speakers of the target languagézumi, 2003 or on corrective feedback to written
products (Qi & Lapkin, 2001 This study investigates cases in which learners have the
option to encounter input immediately after noticing a certain linguistic problem by using

target languageesources such as dictionaries and the internet.

The last line of research which has been integrated into the research study is the area of
individual differences in second language acquisition. The learners' noticing and problem
solving strategies weravestigated with respect to the individual learner characteristics
such as motivation, areas and preferences of English use, focus on communication and
accuracy, communicative confidence, or explicit knowledge of strategies. In this way, the
study does notonly describe possible general patterns of learmgtiated noticing and

the use of problerrsolving strategies, but also how these might differ between learners

and which learner factors these differences may depend on.

The medium of writing was chosdar the research design due to the characteristics of
the writing process as opposed to the production of spoken utterances. The
asynchronous character of the writing process and the constant interplay between
planning and reviewing gives the learners might time to reflect upon their own

language use and turn to input if they encounter anyr¢lated problems.

Drawing on the research so far, the gaps identified in the research, and the aim to link the
abovementioned areas of research, the followirgsearch questions were pursued in the

research project:



1. How do selected Germateenagelearners of L2 fglish reflecton their language
use when writing in English?

2. Which problemsolving strategies do theséearners use when dealing with
languagerelated problems in their L2 writing?

3.2KAOK fAyla OFy 0SS NI &iRgadd3heis@@Sofal i KS

profiles?

In order to answer the above research questions, a qualitative research design was
developed consisting of a writing task accompaniegl & thinkaloud protocol, a
stimulated recall interview based on a recording of the thathdud protocol, and a semi
structured qualitative interview. The data analysis was of a strictly qualitative nature
where the focus was on identifying phenomena arasgible links between them rather

than their quantification, as had been the case in a number of previous stifties
example, Armengol & Cots, 2009Qi & Lapkin, 2001 The aim of the detailed and
transparent condation and documentation of the research was to develop a framework
for analysis which considers research so far as well as my own data and which can be

easily comprehended and adapted by future studies.

The thesis consists of four main parts. In chapteiheoretical background and research
questions the research areas relevant for the study are examined, considering and linking
existing research studies. A brief outline of the difference between quantitative and
qualitative research approaches is givan order to support the categorization of the
studies mentioned in the theoretical chapter. A description of L1 and L2 speech
production and especially of the writing process serves as a basis for the upcoming
theoretical chapters (noticing, strategieahd as an illustration of the suitability of the
writing process to investigate noticing in L2 and strategy use. Language awareness and
related concepts are discussed in connection with the notions of noticing and the Output
Hypothesis and constitute onef dhe core theoretical subchapters. The second core
theoretical subchapter deals with strategies in L2 writing, their different
conceptualizations and categorizations. In the last theoretical subchapter, individual
learner variables are discussed with sipéfocus on the variables which turned out to be

relevant in the data. Chapter IIMéthodologicalapproach) describes the methodological
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approach chosen for the study. The choice of participants, the methodological design, the
data collection and dataralysis are described in the respective subchapters. Before
describing the methods chosen for this specific study, the theoretical background of each
chosen method and research conducted so far are reviewed. The focus of chapter IV.
(Resulty is on the desription of the observed phenomena and their links. After
considering each of the researched areas separately, the areas are put together in a joint
analysis in order to uncover possible links between noticing, prolselving strategies

and individual diierences. In chapter VD(scussio)) the results described in chapter IV.

are discussed in relation to previous research, drawing comparisons and discussing
differences. As in chapter IV., all investigated phenomena are discussed separately and
also linksbetween them are drawn in the light of previous studies. In addition, possible
effects of learneiinitiated noticing and strategy use on second language acquisition are

presented, leading to some implications for foreign language teaching.
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I. Theor ekackagr ound and research

[I.1. Theoretical b ackground

When looking for a general theoretical frame of this study, it is necessary to consider both
second language acquisiti (SLA) research and researntoiforeign language learning
and teaching ELT, called Fremdspracheridaktik in the German researchontexf). SLA
research is concerned with tHeuman capacity tacquirelanguages other than the first,
and with thefactors which influence additional language acquisitfif®rtega, 2009, pp.
1-2). Research offoreignlanguage learning and teaching often usesfihdingsfrom SLA

research in order to determine how languages should be best tafidippel& Doff, 2007,
p. 2233

Feerch and Kasper (1987, p) 8ifferentiate between second language acquisition
research and second language research. Accgrttirféerch and Kasper, second language
researchdoesnot only includeresearch on how a second language is acquired the
developmental issuebut mainly researcton how a second language is us@g@erch &
Kasper, 1987, p.)5The present study is locateekactly in this field, as investigates
second languagéd_ use rather than L2 learningacquisition As a natural consequence
of investigating L2 learners anideir use of L2the studyhas touseterms and concepts

from both SLA research arfeLTresearch.

This chapterprovides a brief comparison of quantitative and qualitative research

approaches as these two termll often be usedo classify the studiesiscussed in the

' The commonly used abbreviation FLT stands for foreign language teaching. However, the research in this
area includes foreign language learning as well.

“The term second language acquisition is a ‘wsthblished term in research. Due to the growing
conséousness that an increasing number of learners acquire more than one additional language in their
lives and that the acquisition of additional languages might be qualitatively different from the acquisition of
the first foreign language, researchers haterted using terms third or additional language acquisit{see,

for example, Jessner, 200@However, the term second language acquisition is generally also used for the
acquisition of additional languag€®rtega, 2009, p.)5 For this reason, the terms second and additional
language acquisition will be used interchangeably in this thesis and will denote the acquisition of any
language other than a person's mother targ

®The term foreign language refers to language acquisition in formal contexts, whereas the term second
language refers to the acquisition of a language in a natural cof@xéga, 2009, p.)6 Both terms will be

used interchangeably throughout the thesis and abbreviated as L2. Places where it is necessary to
differentiate between foreign and second language acquisition will be explicitly indicated.

11
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theoretical chapter. In the next step, the research in the fields relevant to the current
study is reviewed discussing models of language production, linguistic awareness with
related concepts, strategies in L2 writing and several leansrtables. The chapter
concludes with a brief summary and a formulation of research questions for the current

study.

[I.1.1. Quantitative and g ualitative research approaches compared

In a simplified view of research approaches, a difference is made between tedlsd
quantitative and qualitative research approaché8rown & Rodgers, 2002, p. 15
Grothjam classifies these two approaches according to their main objectithes:
objective of the quantitative approachestise systematic testing of hypotheses in reality,
whereas the qualitative approaches focusexploring a certain area of reality in ordter

construct hypothesegGrotjahn, 2003, p. 495

The quantitative research approach seeks to find tendencies in the data of a sample
which can be generalized onto a whole population which the sample is supposed to
represent (Flick, 2009, p. )3 Researchers who take a quantitative approach need to
have a cleaand structured picture of the subject area under investigation in order to be
able to formulate hypotheses to be test€Blick, 2009, p. 90This approach is therefore a
theory-driven approach in which a theory is derived from the literature or earlier
empirical findings and then tested against empirical conditififick, 2009, p. 90 The
structure of a research design and the kind of expected data are thought out in
meticulous detail before data are collected. It is vital that a standardized procedure is
used with every participan{Flick, von Kardorff, & Steinke, 2000, p).Zbhe data are
transformed into numbers and statistically analyzed to find out whether the hypotheses
will be verified or falsified and whether the results can be generalized for the whole
population (Flick, 2009, p. 90 If the results reveal statistical significance, i.e. if the
probability that these results were a chance finding is extremely low, researchers are able

to state that the detected trend is very likely to hold ftire whole target population

“1t is important to note that population and generalization will be defined by each study individually. If the
aim of a study is to test hypotheses about German male learners of English if trad®e, the sample will

be chosen to represent this group, and thesuéis will be to some extent generalizable for this group /
population but not for a different group / population (e.g. German female learners of French in the 10th
grade).
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(Groom & Littlemore, 2011, p. 95The researcher should not influence the research
process in order to stick to the objectivity criterion, one of the central quality criteria in
quantitative research. Objectivity maas that theresultsare independent of the person
findingthem and therefore the results should be replicable by any researcher who uses

the same proceduréBrown & Rodgers, 2002, p. 2&ick, 2009, p. 13

Conforming to the standards of quantitative research turns out to be difficult when
working with peoplegspecially as far as replicability is concerfgdmondson & House,
2006, p. 34 As humans are highly individual, research involving humans with focus on
their behavioral patterns will inevably involve a number of uncontrollable variables
which will make exact replicability impossilfleEdmondson & House, 2006, p.)3%his will

in turn influence the way research questions angdheses are formulated as well as

the interpretation of data and relation-lick, 2009, p. 14

The qualitative research approach, on the other hand, does not seek to find comparable
results which can be generalized onto a whole population and is not concerned with
numerical probabilities of the occurrence of certain phenomena. Instead, the aimeof th
qualitative research approach is to describe the complex reality in all its facets and
dimensions, or to classify it and formulate theories rather than testing tif€lck, 2009,

p. 91). In this sense, representativeness related to a certain population as known in the
quantitative approach is substituted by the-salled conceptal representativeness in the
qualitative approach(Striibing, 2008, p. 32 A qualitative research study rstly starts

with a question and not with a hypothesis, and it is not structuring the subject area under
investigation béore the data collection startdut mostly in the course of the data
collection and analysi@-lick, 2009, p. 91 The data collection procedure is therefore not
as standardized as in quantitative research becaiisehanges in the course of the
research procesgFlick et al., 2000, p. 25In this senseReinders (2005, pp. 389
discusses the circular process character of qualitative researzhkul@rer
Prozesscharakteqgualitativer Forschung According to this view, qualitative research
starts with a question, collects information relevant to the question, analyzes the
information, and based on this information, adapts the question to collect more relevant

information (seeFigurel). The role of the researcher using the qualitative research
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approach is different from that using the quantite¢ research approach. In the
qualitative research approachhe subjective view of the researcher plays an important
role in the data collection and analysis, and this fact is consciously admitted and worked
with in the research procegflick, 2009, p. 16-lick et al., 2000, p. 25

Compiling information

Formulating a research
question

Analyzing information

Figurel: Circular process character of qualitative reseafedapted from Reinders, 2005, p. 39

The strict dichotomy of qualitative and quantitative research approaches has been
challenged on various groundfr a brief overview, see Flick, 2009, pp-33} for an
exemplification in SLA research, see LaiSereman & Long, 1994, pp.-124). Espemlly

the status of introspective methods is largely dependent on the aim of the investigation in
question (Grotjahn, 1987, pp. 690). Grotjahn (1987, pp. 580) argues that different
approaches are possible in different séagof a study and that qualitative and
guantitative approaches can be combined in one study. In each phase of conducting a
research study, a choice can be made for different approaches or their combination. The
areas mentioned by Grotjahn include the datallection method (experimental / quasi
experimental or norexperimental), the type of data which results from the data
collection (qualitative or quantitative), and the type of analysis conducted on the data
(statistical or interpretative). Thus, a studyhich yields quantitative data can still use
interpretative methods to analyze and interpret the results (or complement the statistical

analysisby an interpretative analysis). Combining qualitative and quantitative research
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methodologies is one possibleayw of method triangulation used in second language

research(Brown & Rodgers, 2002, p. 243

As some authors not@for example Flick, 2009, pp. 333; LarsenFreeman & Long, 1994,
p. 14, the methalological design of a study should be ultimately guided by the research
question to be answered and whether or not a method is appropriate to address the

research question.

11.1.2. Models of the L2 writing process

Two types of writing models can be distinguishadcording to the perspective a
researcher takesKellogg (1999, p. 2&distinguishes between the differerpphases of
product developmenand thewriting procesgroper. The phases of product development
include, for example prewriting activities which precede a first draft, composing a first
draft, or revising subsequent drafi&ellogg, 1999, p. 26 A similar type oifmodel is
suggested by Kieweg in the context of English language teaching methodKiegieg,

2009, p. 5 These phases refer to the rough surface stages of writing, oftelALin
contexts. Basically, each individual phase describes a product, not a process. The second
type of writing models are cognitive models of writing which attempt to capture the
composing process in detail. The different stages or activities of the composiogsgrin

the second sense can occur in any of the phases of product development. The focus of

this chapter lison the composing process in the secordgnitivesense.

The basic notion assumed by all models of language production is that the users of a
language draw on two types of processing, bottom and topdown processing. The
notion of bottomup and topdown processing stems from speech comprehension
research(lzumi, 2003, p. 174but can also be applied to speech productidmp-down
processing refers to the use of contextual cues and'ooe/n general worldknowledge
whereas bottomup processing refers to the use of linguistic (syntactic, semantic,

morphological, phonological, orthographical) cifzsimi, 2003, p. 174

Cumming (200) distinguishesbetween research on the composing processes of L2

writers andtwo other kinds of research on M&iting, research on the text features of L2
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texts, and research on the contexts of L2 gt In L2composing processedje
distinguishes between researafito the micralevel processeen the one handtheseare
mostly investigated using the concept of languaigkated episodes and will béiscussed
in chaptersll.1.3.2and 11.1.3.9, and researchnto the macrelevel composing strategies
such as planning, revising and editing of the draft on the other {@&uwming, 2001, p.
5). The macrdevel composingstrategiescorrespond to the broad conceptualization of
composing strategieas describéd by Manchén (2001in her review of second language
composing strategi€sAccording toManchén (2001, p. §1the broad descriptiosof L2
composing strategies basically aim at holistic descriptions of L2 composing heh&wio

an example, see Whalen & Ménard, 1995

One of the most influential psycholinguistic models of speech productias suggested

by Levelt (19891995. Even though it is a model of speaking and is based on research in
L1 production, it has been adapted for L2 production and cited in L2 literature aavell
example, de Bot, 1992Dewaele & Furnham, 200@nd has also been refexd to in
models of the writingprocess(for example, in the model of L2 writing suggested by
Zimmermann, 2000 In addition,lzumi (2003 has related Levelt's model to the output

hypothesisarriving atimportant insights about the role of output in SLA.

®> Manchén (200} distinguishes between a broad and a narrow conceptualization of L2 composing
strategies.The narrow conceptualization of L2 composing strategies will be dealt with in cHaftdr
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Figure2: Levelt's model of speeh production(Levelt, 1989, p. 14

Levelt's model (se€igure2) consists of three basic components, ttenceptualizer, the
formulator, and the articulator. In the conceptualizer, the message to be conveyed is
generated in its preverbal form, using the speaker's general and situational knowledge as
a source of information. The formulator then needs seveigphs to convert the preverbal
message into a phonetic plan. First, the appropriate lemmas are accessed in the lexicon. A
lemma contains semantic information about the lexical item (i.e. its meaning) and
syntactic information (i.e. where and how it should placed in a phrase or a sentence).

In addition, the lexicon also contains the information about the forms which are
necessary for a certain lemma to give it thecessarymorphological and phonological
structure. If a lemma including its semantic and tagtic properties is activated,
grammatical encoding takes place in which the lemma receives its surface structure. The
grammatical encoding is followed by the phonological encoding which in turn results in a
phonetic plan or internal speech. The basictufispeech plannig are not the individual
soundsbut syllables which are stored in a syllabary. The phonetic plan is internally
checked by the individual's speech comprehension system before it is converted into

actual speech by the articulator. Also time process of producing an utterance in the
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articulator, the resulting overt speech is supervised by the speech comprehension system.
The constant supervision by the speech comprehension system helps with monitoring the
utterance with the main aim of findg out whether the planned or produced output

corresponds to the intended message. In this sense, the conceptualizer plays a major role

in monitoring.

De Bot (1992 attempted to adapt Levelt's model to -bior multilingual speakers,
addressing questions specific to speech production in more than one language. De Bot
suggests that the conceptualizer is not languagecific at the level of macroplanning
(the first phase of conceptualization), whereas it is langusggxific at the levebf
microplanning (the second phase of conceptualizatiole) Bot, 1992, p.)8 The preverbal
message therefore already contains the information about the language of the utterance
or a part ofan utterance(de Bot, 1992, p. 21 The formulator is language specffie Bot,
1992, p. 2}, i.e. the grammatical and phonological encoding are determined by the
specific language chosen for atierance. For the structure of the mental lexicale Bot
(1992, pp. 1112) opts for the subset hypothesis which states that there is only one
mental lexicon for all languages. Depending on hotgrothe elements in the lexicon are
used together, the connections between them are more or less strong. Elements which
are strongly connected form subsets of the mental lexicon. Through the mechanism of
spreading activation, different subsets are activhten different situations. For
articulation, it is suggested that a speakeaws on their L1 syllabary amdmplements it

by L2specific syllablegde Bot, 1992, p. 16 which means that the articulator is not
languagespecific(de Bot, 1992, p. 21

De Bot(1992, pp. 1721) relates his adaptations of Levelt's model to the requirements of
a bi/multilingual model of speech productn. The issues addressed by de Bot include
codeswitching and crosBnguistic influences in speech production, the processing speed
in bilinguals, the unequal command of the two languages, and the potentially unlimited
number of typologically related or numelated languages. Codwmvitching and cross
linguistic influences can be accounted for by the subset hypotlidsi8ot, 1992, pp. 11

12), the different levels of activation of the different languadds Bot, 1992, pp. 134),

and by distinguishing between different types of switches which originate in different
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phases of speech productiqde Bot, 1992, p. )8 Tke fact that the syllabary draws on

the L1 before adding an L2 element also kedgplain crosdinguistic influence¢de Bot,
1992, p. 1&. In less proficient learners, the lower speech rate is explained by the lack of
automatization, in balanced bilinguals it might be a part of the bilingual n(ddeBot,
1992, p. 20. The unequal command of the two languages can be accounted for by the
parts of the speech production system which aeparated for the different languages

(de Bot, 1992, p. 20 The questions when in the course of language acquisition the two
systems become separated. Regarding the potentially unlimited number of languages,
these @n be accounted for by the separate microplanning element in the conceptualizer

and the separate formulator for each language Bot, 1992, pp. 2Q1).

In addition to general models of speech production or med# oral speech production,
there have been models which focus specifically on written language production. The
cognitive process theory of writing Bslower and Hayes (1981 a malel of L1 written
production. Based ofrlower and Hayes (1981several other models of writing arfds

own empirical dataZimmermann (2000developed a model of L2 written production

with a special emphasis on the formulating component.

The model byFlower and Hayes (198 shown inFigure3. Two elements interact with

the writing process itself. The first of thertine task environment, includes the rhetorical
problem (i.e. the topic or assignment, the audience, and the writer's own goals in writing)
and the text produced so far which influences the options for the rest of the text. This
component is not found in Lelt's model as it seems to be specific to writing, owing to its
asynchronous character. The second element is the writer's-termgy memory which
includes the writer's world knowledge, knowledge about the topic and the audience, and
their knowledge about wting plans and proceduregtop-down processing) This

component corresponds to Levelt's knowledge component.
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Figure3: The model of cognitive process theory of writirf§lower & Hayes, 1981, p. 30

The writing process itself consists of the planning component, the translating component,
and the reviewing component. The planning component corresponds to Levelt's
conceptualizer. In additiorotgenerating ideas, these ideas are also organized in order to
give them a meaningful structure. Another subcomponent involved in planning is goal
setting(i.e. the goals the writer sef®r him- or herself for the specific writing tasighich
includes procedural and substantive (i.e. content) goals. Translating corresponds to
Levelt's formulator, as it means transferring the generated ideas into language. Levelt's
articulator, that means the physical act of producing a text, is not present in Flowder an
Hayes' model. The process of reviewnwresponds to Levelt's monitoring amdnsists

of two subprocesses, evaluating and revising. Evaluating refers to checking whether the
text conveys the intended meaning. Revising, as the process of correcting habat
already been writtencorresponds to selfepairs in Levelt's modelAs with monitoring

and conceptualization in Levelt's model, reviewing and generating are two processes
which can occur at any stage of composing. An additional component in Flowler an
Hayes' model is the monitor. The monitor in their model refers, in contrast to the

monitoring in Levelt's model, to monitoring the process and progress in wriiiloyver
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and Hayes (1981, p. 3ydescribe the monitor as the "writing strategist which determines

when the writer moves from one process to the next."

ThelL2 writingmodel byZimmermann (2000consciously leaves out the external factors
which were included in Flower and Hayes' model as the writer's-temg memory
(Zimmermann, 2000, pp. 835). On te other hand, he includes the articulatistage, i.e.
the physical act of ptihg words onto pape(Zimmermann, 2000, p. §5In addition, his
model describes writtenlanguage production on the level of single sentences
(Zimmermann, 2000, p. 85leaving oti Flower and Hayes' interaction between the
writing processes and the task \ronment. He consciously anaiys the formulating
stagé of the writing process iclosedetail, asking about the most typical subprocesses of
formulating and looking for L-8pedfic subprocesseqZimmermann, 2000, p. 74
Zimmermann (2000, p. 89inds two L2specific subprocessdn the formulation stage
tentative formulations in L1 and L2oblem solving. Research on the probksaiving

strategies applied by L2 writers will be discussed in chdptied

1I.L1.3. Language awareness, noticing and attention t o form and

meaning

11.1.3.1. Definition s and terminology

The presentday interest and research into language awareness started in the 1960's and
was restricted to British native speakers and their language prob{@natzmann, 1997,

p. 229. The concept was later extended to include L2 learners as(@eiltzmann, 1997,

p. 23]). Nowadays, the concept of language awareness is popular among researchers and
practitioners and includes various facets of what can be subsumed under the general
term langu@e awareness. This variation is linked to terminological issues concerning the
meaning or meanings of théerm language awareness itsdiiut also related to its
distinction from other terms such asconsciousness, attention, noticindginguistic /

metalingustic awarenessfocus on form,explicit knowledgeof language,or the output

®The formulating stage corresponds to Flower and Hayes' translating. As thetremsiating could be
misunderstood in the sense of translating from L1 to L2, especially in L2 writing mdtelserm
formulating is more appropriate in the context of L2 writing.
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hypothesis.In the following,the concept of language awareness with its various facets

will be introducedand relatal to the abovementioned terms.

Two prevailing definitions folanguage awareness are often cited in literature. The
definition given by the National Council for Language in Education (NCLE) Working Party

on Language Awarenegsited inJames & Garrett, 1991, p; &valberg, @07, p. 288
RSTAySa tFy3dz3a3S g NBySaa ad bwoXe I LISNAZ
the nature of language and its role in human .liféfhe Association for Language

g NBySaa RSTAySaA f I ekdidekibsledde@bobifayigage and & b
conscious perception and sensitivity in language learning, language teaching and language

usé' (The Association for Language Awareness, 2012

James and Garrett (1991, p.)l@efine language awareness by stating what learners
should be able to do if they are aware of language. According to James and Garrett,
learners should be able t@l) observe how differences in use correlate with differences
in selection of forms of languag€2) characterise objectively and analytically their own
choices of language forms and functions, the language of others, and the potential of
language to refleicvariety, and(3) describe and assess own speech and writing as a basis

for selfcriticism and, in turn, for personal growth.

All of the abovedefinitions illustrate the broadness of the concept, involving sensitivity
about language, explicit knowledgand all areas of human life in which language plays a
role, including language learning, teaching and éseifferentiation of different areas or
domains becomes necessary in order to be able to define precisely the area of one's own

research and to retea different research studies to each other.

James and Garrett (1991, pp.-20) distinguish fie domans of language awareness, the
affective domain, the social domain, the '‘power' domain, the cognitive domain, and the
performance domainThe affective domainrefers to the fact that language acquisition
involves an affective component and that learnersowkl be encouraged to develop
curiosity and sensitivity towards languagéames & Garrett, 1991, p. 13The social

domainrefers to the need to raise people's awareness of the origin and characteristics of
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their own language with the aim of making them open to other languages and cultures
(James & Garrett, 1991, pp. 13). With his research in the field of critical discourse
analysis(CDA, Fairclough, 200INorman Fairdugh pushed forward research intche
‘power’ domain of language awarenesgames & Garrett, 1991, p. X14vhich isalso
referred toascritical language awareneg€LA, for a review, see Svalberg, 2007, pp- 296
298). Thecognitive domairof language awareness denotes the analytic dimension which
includes being aware of the linguistic system, the rulesns, patterns and categories of

a certain languge, and beig able to reflecbon them(James & Garrett, 1991, p. 19he

last domain of language awareness, tperformarce domain is concerned with the
guestion whether knowing about language improves one's performance or command of
the languagdJames & Garrett, 1991, p. Ll Even thougtsomestudies have tried relating
these two(cf. James & Garrett, 1991, pp. -BD; Svalberg, @07, p. 29}, there has so far
been no definite answer to this questiodames and Garrett (1991, p.)1&s well as
Svalberg (2007, p. 288assign language awareness an importance in itself, no matter

whether it improves language performance or not.

The concept of language awareness is related to a number of different fields in SLA
research. AsSvalberg (2007, p. 28hotes, some research can be characterized as
research into language awareness even though the authors themselves daxpiatitly

use the term. Some of the related fields are very broad and involve all domains of

language wareness, other fields are more narrow and involve only one or two domains.

A distinction is drawn betweertanguage awarenessnd linguistic or metalinguistic
awareness Drawing mainly on the terminology used Masny (1997, pp. 10%07),
Jessner (2006, pp. 4B) concludes that language awareness is related to research in
applied linguiscs and second language pedagogy and is therefore especially relevant for
foreign language teaching. In this sense, language awareness is closely related to the term
consciousnesgaising (Masny, 1997, p. 106 even though some authors note a slight

difference’. In contrast, linguistic or metalinguistic awareness is grounded in

7According to Jamefgjuoted in Garrett, 2010, 293, the term consciousnesgsising should be used for
identification of discrepancies between present and target knowledge (i.e. noticing the gap, see further
below), whereas the term language awareness should be used for metacognition of knowledge odg alrea
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psycholinguistic and cognitive g¢bries and is therefore relevant fdforeign) language
learning. Thomas (1992, p. 531defines metalinguistic awareness as "an individual's
ability to focus attention on language as an object in and of itself, to reflect upon
language, and to evaluate itMasny (1997, p. 1lQ6relates linguistic awareness to
fly3dz 38 dzasS o6& adldAy3a GKFG A4 NBFSNBR G2
written utterances with their knwledge of the language” and that its expression can
range from "spontaneous setorrection to explicit reflection in the production of
utterances.” Masnyfurther statesi K & bwX6 AYRAGARdz £ & | NB |
from the normal use of languagend focus their attention on the functions and forms of

the language being manipulated.” Similafyalakoff (1992, p. 518gives the following
definition of metalinguistic awareness:

Metalinguistic awareness allows the individual to step back from the cehgmsion or
production of an utterance in order to consider thenguistic form and structure
underlying the meaning of the utterance. Thus a metalinguistic task is one which requires
the individual to think about théinguistic natureof the message: tattend to and reflect

on the structural features of language. To be metalinguistically aware, then, is to know
how to approach and solve certain types of problems which themselves demand certain
cognitive and linguistic skills.

Metalinguistic awareness shiw, however, not be mixed up with explicit knowledge of
rules or linguistic term¢gMalakoff, 1992, p. 518 As stressed by seral authors, nability
to state explicit rules in a performantdoes not mean that no metalinguistic awareness
is present(see, for exampleMasny, 1997, p. 1Q6van Lier, 1998, p. 13@&nd the

discussion of metalinguistic knowledge and language learning below

As noted above, several terms are closely related to linguistic awarefiessverview of
theseterms is given irrigured. Aswill becomeevident from thefollowing terminological
clarifications, the terminology in language / linguistic awareness studies is not always
clear and there are a number of terms which denote similar eniital concepts. The
term language awareness functions as an umbrella term to include all related concepts,

including linguistic awarenegsee, for example, Svalberg, 2007, p. R9his umbrella

possesses without realizing it (discovéogused pedagogy)van Lier (2001, p. 161 even sees
consciousnesgaising more in the psycholinguistic area.

8Chomsky (1965, p.)4istinguishes between performance, defined as the actual use of language in
concrete situations, and competence, defined as the speakarer's kmwledge of his language.
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function of language awarenesgcomes evidenin the definition byBolitho et al. (2003,

p. 251):

Language awareness is a mental attribute which develops through paying motivated
attention to language in use, and which enables language learners to gradually gain
insights into how languagework. It is also a pedagogic approach that aims to help
learners to gain such insights.

Academic / technical control
Explicit knowledge

] ] Metalinguistic knowledge
Understanding —— Metaconsciousness
eve

Metalinguistic awareness

'y 'y Practical / narrative control

Intuitive awareness

Implicit knowledge

Noticing Level 2 Transitive consciousness / Implicit awareness
eve
Focal awareness Awareness
7} 3
Perceptions Intransitive consciousness
Level 1
A A

Attention

Figure4: An overview of the terminologysed in the research field of linguistic awareness and consciousness.

Some researchers use the teonsciousnes® refer to awarenesgfor a discussion, see

James & Garrett, 1991, p. 18Schmidt (1990, pp. 13134) distinguishes between
CONSCIOUSNESS as awareness, consciousness as intention, and consciousness as knowledge.
Consciousness as awareness consists of three leRelseptions(Level 1) are mental
organization and the ability to create internal represemats. Perceptions, however, do

not necessarily have to be conscioloticing or focal awarenesgLevel 2) refers to
information which is not only perceivelut alsonoticed. Schmidt (1990, p. 132lefines

this level as availability for verbal repdriThe last levelinderstanding(Level 3), involves
analyzing the information we have noticed and comparing it to our existing knowledge.

Similarly,van Lier (1998, p. 131ifferentiates betweenconsciousness as a general state

%It is, however, important to note that not all noticed information will necessarily be verbalized. See also
Schmidt (1990, p. 132nd the discussion in chaptét.2.3.1
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of being alive and awakenfransitive consciousnessand awareness as being aware of
something {ransitive consciousneggor example paying attentioto objects and events

in the environment. Consciousness is thus the presupposition of awareness. Language
awareness can be situated on this level orone level further, on the level of
metamnsciousnessThis level involves knowledge about mental processes and the ability
to communicate this knowledgend it roughly corresponds to Schmidt's Level 3 noticing
When related to language awarenessyo levels can be distinguishedgyractical /
narrative control (intuitive awarenessand academic / technical contrahich involves
metalinguistic knowledgévan Lier 1998, p. 13p In a similar senselitone (1994, p. P
distinguishes between languagevareness as thamplicit, intuitive awareness of aspects

of language without the ability to articulate it, and metalinguistic consciousness which
involves formal, rational, declarative knowledge, i.deing able to articulate own
awareness.The common ditinction between implicit (without rules) and explicit (with
the help of rules) learning and knowled@see, for example, Ortega, 2009, pp. 1012
refers to the same phenomenoriThe distinction between intuitiveawarenessand
metalinguisticknowledgeand the importance of intuitive awareness in research and in
language learning are particularlyresssed byvan Lier (1998, pp. 13636). Relating the

two levels to the performance dimensiasf language awareness, van Lier argues that
metalinguistic knowledge and language proficiency are relatively unrel@idaerson,
Clapham, & Steel, 199 whereas it is probable that language awareness as a whole (not
only reduced to metalinguistic knowleddmit also encompassing intuitive awarengss

plays asubstantialrole in language learnin@an Lier, 1998, pp. 13637).

For the role ofexplicitknowledge in SLA. Ellis (2008b, p. 123describeghe so-called
weak model of LAcquisition which is a compromise between the shginterface
position (which assumes that explicit knowledge will gradually be proceduralized and will
become implicit knowledge) and the fioterface position advocated by Krashen which
rejects any links between explicit and implicit knowled@¢ Ellis, 2008b, p. 120
According tothe weakinterface position explicit or metalinguistic knowledge can
enhance implicit knowledge in threefférent ways, (1) by facilitating noticing through
allowing for selective attention to the input, i.e. for paying attention to specific linguistic

features ofthe input, (2) by enabling learners to compare their output with the input they
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notice, i.e. to notice the gapn the sense of the deficit view of language awareness (see
below);and (3) byallowing for the controlled use of newly acquired linguistic teas (N.
Ellis, 2008b, p. 133Robinson(1997, quoted in Ortega, 2009, pp. 2002) investigated

the first way, i.e. the effect of explicinkwledge on Level 3 noticing and rule learning
The question was whether metalinguistic knowledge is necessary for L2 le§Driega,
2009, pp. 99100) or whether L2 learning is also possible without presenting the learner
with explicit rules. Robinson found that implicit and explicit learning are qualitatively
different, implicit learning being bottorup, lowlevel associative learning and explicit
learning being topdown, highlevel cognitive learning which leads to generalization and

metalinguistic awareness und thus facilitates second language acquisition.

Another important notion related to language awarenesattention. Drawing on insights
from psychological researciiRobinson (1995, pp. 29899) states that attention is the
necessary condition for both detection (or perceptions in Schmidti®is) and awareness.
Awareness, in turn, is critical to noticifigeow & Bowles, 2009, p. 21Robinson, 1995, p.
298). According to Schmidt's smlled noticing hypothesisnoticing, as the conscious
attention to the form of input, is the necessanr at least a facilitativecondition for
converting input into intake, and thus for learni@chmidt, 1990, pp. 142, 149995, p.

20). Noticing at the level of understanding (see above) enables the learner to go even one
step further asit triggers restructuring linguistic knowledge and system learnisge
Leow & Bowles, 2009, p. 2ifor empirical findings, see Qi & Lapkin, 201

Most of the terms and the research cited abowere concerned with second language
acquisition through dealing with inputvith the exception of Masny, 1997Swain and
Lapkin (199bproposed a hypothesis stating that producing output can also stimulate
learning hereby transferring Schmidt's concept of noticing from input to output
According to theoutput hypothesiswhenlearners produce the target language, they may
"encounter a problem leading them to recognize what they do not know, or know only

partially" (Swain & Lapkin, 1995, p. 373 The hypothesis shows a clear link to the

10 Doughy and Williams (1998a, p. 2pP8all the specific type of noticing the gap in the course of own
language productiomoticing IL deficiencies noticing the holesFor reasons of simplicity and because this
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concep of linguistic awareness mewpiied above.Recognizing the gap in the learner's
own knowledge may happen due to feedback provided by thelim¢ator (for example, a
clarification request)pr even without any external feedbaglwain & Lapkin, 199%.
373). Swain and Lapkin's assumption is that the output modification will influence the
learner's own language (or interlangage according to Selinker, 19?2and thus

contribute to second language acquisition.

James and Garrett (199p. 19 mention the secalled deficit view of language awareness
which issimilar towhat is stated in the output hypothesis. The deficit view of language
awareness states that if a learner is linguistically aware, they notice gaps in their own
knowledgeby comparing their own utterances with the utterances of othensd might
therefore be able to close them. This leads to learning and therefore enhances second
language acquisitionlessner (2006, p. blinks the output hypothesis to setfionitoring
during written second language production. She concludes that "reflective thinking during

writing helps studentsa@n some control over theianguage production processes."

It is, however, important to note that noticingn itself, while being the necessary
condition for converting input into intakemight not be sufficienfor SLA to occyras
already mentioned irtonnection with the noticing hypothesis. Schmidt&vel 3 noticing
(understanding) would be an important step here. The noticing hypothesis relates Level 3
noticingto integrating new intake into the existing linguistic knowledge structures. If we
transfer Level 3 noticing to the output hypothesis, we can conclude tiwdicing the gap

is not enoughbut that it is also necessary to closebit either generating alternatives or
by turning to input,using appropriate problersolving strategies (see chapthdrl.4and
Swain and Lapkin (1995Based on their study of L@&riters, Swain and Lapkin (1995
suggest a model of second language learning from an output perspectivé-ipaeb),
where the Inhk between noticing in outputnpticing, Level 3 noticingafalysi3 and
turning to input @nalyze input is illustrated. Through Level 3 noticing or thgout

analysis, learning takes place.

thesis clearly deals with noticing in second language production, the teriging the gapwill be used
following the terminology used by some other auth¢igr exampleJzumi, 2002Qi & Lapkin, 2001

" Selinker (1972, p. 2)4lefines interlanguage as "a separate linguistic system based onhkibermble
output which results from a learner's attempted production of a TL norm."
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Figure5: Output and second language learnirfgedrawn from Swain & Lapkin, 1995, p. 388Vhile learners produce
output (output,), noticing can occur which can be caused by feedback from the interlocutor or be initiated by the
learners themselvesThe noticing is either resolved by using own linguistic resources (simple inspection or complex
thinking), or by turning to input. Resolving the linguistic problem leads to output

Izumi (2003 related Levelt's model of speech production to the output hypothesis, at the
same time embedding both into a model of second language acquisition. Drawing on
research into speech comprehensidayumi (2003, p. 178otes that L2 learners can use
top-down processing to compensate for a lack of bottapprocessing capabilities. For
this reason, they do not necessarily have to engage in syntactic / grammatical decoding in
order to understand the intended meanin@zumi, 2003, p. 177 Due to the limited
processing capacés in humans, learners are likatyfirst pay attention to the content of

an utterance before pging attention to the grammatical features, unless the grammatical
features are vital for the understanding of the meanitgumi, 2003, p. 178In contast,

in language production, learners are more likely to be forced to pay attention to the
structural features of their utterance due to the necessary processes of grammatical and
phonological encodindlzumi, 2003, p. 183 If their intended meaning or preverbal
message, as it has been generated in the conceptualizer, cannot be adequately expressed
by their linguistic means (i.e. in the formulator thrdugrammatical and phonological
encoding), they will notice this in the stage of monitoring their planned utterance (here,
the speech comprehension system and the conceptualizer are involved as mentioned in
chapterll.1.2 (Izumi, 2003, pp. 18384). The fact of noticing a gap @erhole in their
linguistic khowledge in the course of production is likely to raise k@ ners'awareness

of the meaningform connections they lack or are not completely sure abtzuami, 2003,

p. 183. When receiving input in L2, they are therefore likely to attend to those meaning

form relationships which they were lacking when producing the L2 thems¢lzesi,
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2003, p. 185 The input in turn serves either the creation of hypotheses about the L2
after noticing the gap in the interlanguage (see point (ayigure6), or it serves as a tool
for hypothesis testing if the learner has already created hypotheses which verédging
(see point (b) irFigure6). The third function of output is the development of fluency or

automaticity for linguistic features which learners already krisee point (c) ifrigure6).

Ambient speech

v

[ APPERCEIVED INPUT ’

|

N
Noticing,
Consciousness-raising /
; =
(b) Hypothesis testing, ‘ INTAKE
Meta-linguistic
reflection _ l
(c) Fluency,
Automaticity INTEGRATION
development
{ OUTPUT ’
9 J

Figure6: The roles of output in the SLA proce@zumi, 2003, p. 188 According to the stage of acquisition in which
output is produced, it can serve different purposes (noticing, hypothesis testing or automaticity development).

In L2 writing, learners have the option of turning to input as soon as they notice a gap in
their interlanguage. Turning to input (e.g. using dictionaries, grammar books or the
internet) is one of the various problesolving strategies which will be dealt with in

chapterll.1.4.

11.1.3.2. Research into | inguistic awareness and noticing

Gnutzmann (2010, p. 1)$tatesthat there has been a lack of research inamguage
awareness. According @nutzmann, the reasons for this lie in the eclectic nature of the
concept of language awarene@Snutzmann, 2010, p. 119In fact, there seems to be a
gap between studies into language awareness (i.e. studies testing out methods to

enhance language awareness in first or second language teachingstadigs into
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linguistic or metalinguistic awareness (i.e. studies measuring linguistic awareness in
individuals). The measures of the two concepts are defined differently in various studies

and are often not grounded in th@atabut are based on theorsind tested on the data.

In studies which could be classified as language awareness studies rather than linguistic
awareness studies, a specific measure to enhance the linguistic awareness of learners is
taken and the effects of the measure are evaluated lgatvely through interviews,
observations, or the analysis of the learners' prodytis example Fassbender & Michels,
2011, Svalberg, 2005 Some studies do not presentyaempirical results and only suggest

possible awarenessaising activitiegfor example, Andrews, 1995

In studies investigating linguistic awareness, noticing, or leamgated attention /
focus on form, a variety of approaches and methods are uBguto, Titone & Trusso
(1999 developed a set of tests to measure metalinguistic awareness in three different
age categories. A common feature of studies into linguistic awareness is that they are
experimental or quasexperimental studies with a strict design to ensure comparability.
This involves closended tasks which can be analyzed quantitatively. Such tasks are often
by nature formfocused rather than meaninfipcused, and include tasks such as
grammaticality judgments, correction tasks, scrambled questions, or mazed reading
(Ammar, Lightbown, & Spada, 2Q10ghtbown & Spada, 200Masny, 1997 Walters &
Wolf, 1996. Grammaticality judgments are a common tool for eliciting metalinguistic
data (Jessner, 2006, p. h2However, it is questionable whether grammaticality judgment
tests are valuable indices of learner competedessner, 2006, p. h20ther measures of
linguistic awareness include difie'? questionnaires, offine uptake recall charts, eline

uptake charts, free recall of input, and learning diaflesow & Bowles, 2009, p. 2]12

Some studies describe linguistic awareness qualitatively, conductingdepth analysis
of the verbal data with respect to linguistic awareness. The data used are either think
aloud protocols oarecorded interaction whe conducting a tasiArmengol & Cots, 2009
Gutiérrez, 2008Kiely, 2009Kormos, 1999Swain & Lapkin, 19950ther studies use the

2 Oft-line refers to data collection conducted after task completionslioe refers to data collection in the
course of task completion.
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learners products(for example, their notes about the features noticed while evihg
an essay as in Edstrom, 2Q0gualitative orretrospective interviewgfor example, Dégi,

2010 as their data

Vermal reports have been increagily used to investigate second language acquisition
and processing (see chaptdét.2.3.9. Some of these studies etoy a pre/post-test
design to capture changes in the learners' performance after receiving corrective
feedback on their production, antb link the observedchanges to awareness of the
targeted linguistic structures as exhibited in verbal protocols alibatperception and
uptake of the corrective feedbadkor example, Egi, 20)0Kuiken and Vedder (20pbnk
noticing of their target form (passive) in a collaborative dictogloss task to the increase in
noticing of the target form in a detection test, using a {jpest-test design and a

comparison with a control group which comfad the dictogloss individually.

A large number of studieshich use verbaprotocols or learner interaction as a data
collection method and which investigate learraitiated attention to form, noticing, or
the effect of output on second language acdpiism, operationalize their concepts
throughlanguagerelated episodefLRESY (Qi & Lapkin, 20Q1Shekary & Tahririan, 2006
Swain &Lapkin, 1995, to name just a f@vwain and Lapkin (1995, p. 31@ntify an LRE
4 bwX6 ye asSavySyd 2F (GKS LINRG202f AY

g KA

problem he/she encountered wht S gNAGAY 3 FyR &a2f SR Al SAd
WXB83X 2NJ aAYLIX & a2t SR Al wX8 gAlK2dzi KI GAY:

of the LREs can be on meaning (or gist), form (or language use), or both meaning and

form (Swain & Lapkin, 1995, pp. 3380).

Different authors define LREs in different ways and classify theeretitly**. Cumming

(1989™° distinguishes between focus on language use, discourse organization, gist,

®*Some authors use different ternts denote the same or a similar concept, for example hypothesis
testing episodes irShehadeh (2003 form-focused episodes iZhao and Bitchener (20p7or language
awareness episodes #rmengol and Cots (20D9As languageelated episodes are the most common term,

it will be used throughout the thesis.

“Due to the purpose of this study, the LRE classification will be reviewed mainly for studies which
investigated L2 individual writing tasks.
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intentions, and procedures for writinggee Cumming, 1989, pp. 1:338 for a description

with example$ Language useefers to any focus on English as a linguistic code, such as
grammar, punctuation, or orthography, wheasdiscourse organizatiorefers to focus on

the written discourse beyond clause lev@liststands for all statements about content,

the writer's thoughts and ideas. In statements ldbdlintentions participants attend to
something they want to achievthrough their writing. Inprocedures participants focus

on the writingby itself, which includes the physical act of writinggking notes, checking
something, reading, changing something in a text, switching languages, or starting or
finishing somethig. The five types of statements can be combined in different Wairs
addition, Cumming examines the problesnlving behaviors of his participants. His

classification of problersolving behaviors will be dealt with in chaptdt.1.4

In his next studyCumming (1990restricted his analysis to instances when leam
attend to metalinguistic and ideational concerfi®. to form and content)n conjunction
(Cumming, 1990, p. 489This restriction was due to @uming's research questions in his
study, as he was interested the possible effects of these concerns on second language
acquisition. Based on the available theories on comprehensible output, he assumed that
only this kind of episodes could produce intatijpn of new second language knowledge,
and therefore included only these episodes in his analysis. In this restricted frame,
Cumming identified two dominant types of goals and one infrequent type of goal. The
dominant types of gda included sarching fo and assessing appropriate words and
phrases(or, as Cumming, 1990, p. 491, puts it, "searching for the 'right' word to express
an idea’), and comparing crostinguistic equivalentsi.e. sarching for wordings in

languages other than the language of the composition). The third tyg@soning about

> Cumming himself did not use the term languagtated episode, as this term was coined after the
publication of his study. ¢idescribes LREs as "attention to aspects of writ{f@gfmming, 1989, p. 135His

term might even be more suitable than LRE because it includes also aspects which are not directly related
to the linguistic codeHowever, the term LRE is more convenient to use, which is probably the reason why it
has been the preferred term in research.

A comparison of Cumming's coding scheme to Flower and Hayes' model of the writing process (see
chapter 11.1.2 reveals the following: Flower and Hayegenerating corresponds to Cumming'gist,
organizingcorrespondsto discourse organizatigrgoal settingcorrespondsto intentionsand procedures

and translating correspondsto language use Flower and Hayeshonitor can be found in Cumming's
examples ofliscourse organizatigintentionsand proceduresReviewing on the other hand, is not present

at all in Cumming's classification as Cungrdid not analyzethe stage of the writing process in which
attention is paid to a particular aspect of writing. As reviewing can occur at any stage of the writing process,
it is implicitly present in all of Cumming's categories.
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linguistic choicesinvolved episodes in which the writers "reasoned how the semantics
and syntax or morphology of their discourse fit with theitlended expression(Cumming,

1990, pp. 496497).

Swain and Lapkin (1998efer to Cumming's classification and the restriction of LRES to
problems involvingcontent and language simlutaneously. In their data, most LREs were
related to both meaning and formbut a few episodes were related to language only
(Swain & Lapkin, 1995, p. 379 contrast toCumming (199)) these episodes were also
included in the analysis. Swain and Lapkin's d@tsed categories are different from
Cumming's categories in that they combine thge of problem and the way their
participants dealt with the problem (i.e. the problesolving strategy). Their classification
includes the following types of LREsunds right / doesn't sound riglfurther split into
lexical and grammatical episodesjiakes more sense / doesn't make sereggplied a
grammatical rulelexical searclffurther split into lexical search via English, via French, or
via both English and Frenchianslation (on the level of phrase or greatestylistic and
spelling(for a list of categories with examples, see Swain & Lapkin, 1995, pi38281

The first two categories (sounds right / doesn't sound right and makes more sense /
doesn't make sense) are highlighted by Swain and Lapkin as being new compared to
Cumming'scategories(Swain & Lapkin, 1995, p. 383 he reason assumed by Swain and
Lapkin is that Cumming's leamsewere adults, whereas Swaand Lapkin's learners were
young adolescents(Swain & Lapkin, 1995, p. 383Another possible reason is the
communicative context of Swain and Lapkifearners as they were students in early

immersion classes in Cana(@vain & Lapkin, 1995, p. 383

Whalen and Ménard (199%istinguish three basic typeof LRESand three different
stages of the composing process. The three stages of the composing procpkmaieg
evaluationand revision the three basic types of LREs @mragmatic LREstextual LREs
and linguisticLREs. The linguistic LREs inréngsion stage are further divided into the

following levels: orthography, morpheme, lexeme, phrase, punctuation, and sentence,

"Whalen and Ménardhemselves did not use the term LRE and seem to situate their study in the research
on composing strategies rather than linguistic awareness or focus on form. However, their approach to data
analysis corresponds to the approach mentioned in the studieswiise LREs as their unit of analysis.
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orthography being the most surface level of linguistic processing and sentence being the

deepest level of linguistic processing.

Qi and Lapkin (20QHescribe three basic types of LR@3:lexical LREsvhich include all
different word classeq2) form LREswhich basically consistf choosing the arrect word
form or exploring different ways to connect words (for example, possessive markers,
punctuation, sentence structure, verform, spelling, etc.); an@) discourseLREswhich
involve reflection above sentence level, such as logical sequemtiaggentential clarity,

and stylistics.

Armengol and Cat (2009, pp. 26264), in their inductive approach, analyze episodes at

all linguistic and procedural levels, similarly @umming (198P They use the term
awareness episodes (AES) as a general term, the term procedural episodes for segments
which focus on global aspects of text production (these include text structure, content,
text cohesion, rhetoric, and writer's block), and languagéseges for segments which
focus on specific structural elements at sentence level and below (these include sentence
cohesion, grammar, sentence structure, word choice, and spel{fughengol & Cots,

2009, p. 2634 An additional categorys languageprocedural episodes in which dealing

with a language episode is delayed for thé&esaf the textgenerating procesfArmengol

& Cots, 2009, p. 264

Even thaigh the study byKormos (1999is concerned with selfepairs in speaking, her
taxonomy of selepairs is relevant as it is grounded in Levelt's model of speech
production (see chapteh.1.2. Kormos (1999, pp. 21214) identifies four major groups

of selfrepairs, information repairs, appropriacy repaiexror repairs, and rephrasing
repairs. Information repairsare situated in the conceptualization stage as the speaker
decides to encode different information thanthe onethey are currently formulating
(Kormos, 1999, p. 2)2Appropriacy repair&eep theoriginally intended informatiorbut
encode it in a modified way, for example if the information is inaccurate or ambiguous
(Kormos, 1999, pp212-213). Error repairscorrect an accidental lapse and can occur at
any stage of formulating or articulating a messgermos, 1999, p. 2)3According to

the stage in which they occur, they are cléissli as lexical, grammatical or phonological
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error repairs(Kormos, 1999, pp. 21314). The last grouptephrasing repairskeep the
content of the message but change the form because of uncestaebout the
correctness of the original phrasifigormos, 1999, p. 2)4Rephrasing repairs seem to be
related to appropriacy repairs in that something that has been said is formulated in a
different way. kbwever, the focus of appropriacy repairs is on the content of the message,

whereas the focus of rephrasing repairs is on the form.

Even though there are not a large number of studies which investigate the writing process
and the learners' noticing, the tminology strongly varies across studies. The types of
episodes are not always cleant and problems in assigning episodes to a certain
category are often not or not sufficiently thematiZ&d This variation can be partially
attributed to the different leaner populations in the different studiegigure7 showsa

comparison othe different terminological systems.

Cumming Whalen & Ménard Kormos Swain & Lapkin  Armengol & Cots Qi & Lapkin
(1989) (1995) (1999) (1995) (2009) (2001)
_ rephrasing
language use ————— linguistic —
error

linguistic: orthography — {(error: phonological) — spelling spelling

linguistic: morpheme —— error: grammatical —— grammatical g(ammarx

linguistic: punctuation form

linguistic: sentence sentence cohesion /

sentence structure

linguistic: phrase

linguistic: lexeme error: lexical lexical word choice ——  lexical
stylistic
discourse organization — textual text structure ——— discourse
text cohesior\/
gist ——————————————— pragmatic ——— information content
\ appropriacy
intentions rhetoric

procedures for writing

writer's block

Figure7: Comparison of the terminology of LREs in different studies

18 Usually, the studies mention the interrater reliability and note that problematic cases were discussed and
resolved by the researchers.
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Some studies alsanalyze theirdata according tavhether a specific linguistic problem
was solved correctly or ndfor example, Qi & Lapkin, 20p1From the developmental
point of view, the question is whether classifying the LRESs in this way fits with the current
view of SLA. According to the stage perspective on second language acquisition which has
been supported by empirical research, there are stages in L2 learning ich \ilie
interlanguage is not targetlike but which still mean that a learner has proceeded to a next
stage in their learning proce¢R. Ellis, 1997, pp. Z3%). Qi and Lapkin (2001, pp. 2290)
mention the great potential of such episodes for further learning, as learners might be
more likely to notice such features in futuinput which caused difficulties in their output
(see also the discussion of noticing in the output and SLA in chiadt&.1). On the other
hand, apparently "correct" solutions might benly chunks which are situated at a far
lower developmentastage than a "wrong" solutiohecause their use is unreflected and
not transferrable. A solution to this problem might be investigating the reasonghéor

learners' decisions rather than the correctness of their solutions.

Despite the qualitative nature of the data artle qualitative type of analysis in the
studies mentioned above, there is always an attertgptjuantifythe results. The numbers

of epiodes in the different linguistic areas are given and compared. | agree with this
procedure as far athe numbersare only used for orientation and the relative frequency
of certain kinds ohoticing In the current study, numberwill be presentedonly inthe
above sense, i.e. to illustrate which kindsnaiticingtook place and whether any kind of
noticingwas dominant.Satistical analysesre consciously left outThe reasons for this
decision lie in the fact that the neaccurrence or nosverbalizationof a certain type of an
episode in a thirdaloud protocol or in a collaborative activity does not necessarily mean

that no awareness is prese(gee chapteil.1.3.].

11.1.3.3. Language awareness, form and meaning in second language

instruction

There has been an ongoing discussion about how language awareness should be applied
in the classroom(for an overview, see Svalberg, 200Vasny (1997, p. 1Q&tresses that
the pedagogically oriented language awareness should be informed by insights from

research into linguistic awareness.
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Numerous suggestions have been given regarding the ways to enhance language
awareness. In her reviewsvalberg (2007summarizes the main features of language
awareness methodology(l) description (as opposed toprescriptior), i.e. ongoing
investigation of language as a dynamic phenomenon rather than awareness of a fixed
body of established factq2) languaging i.e. learners talk analytically about language
(including the use of metalanguagé3®) exploration i.e.the involvement of learners in
exploration and discovery#) reflection i.e. the learners' learning skills are developed
and their independences promoted; and (5) engagementi.e.involvement of learners on

both a cognitive and an affective le&valberg, 2007, pp. 2HD2).

Some methods and techniques employed to enhance language awareness in learners
include input enhancement, use of discowype, inductive tasks, dictogloss and text
reconstruction, and opemnded discussion taskgSvalberg, 2007, p. 232 Input
enhancement refers to the teachers making particular language feasaksnt in order

to promote noticing(Svalberg, 2007, p. 23Zxamples of inductive tasks can be found
Wright and Bolitho (1993In dictogloss and text reconstruction tasks, the rationale is that
the tasks themselves will induce negotiation of meaning and form due to their interactive

character, and will therefore help enhance linguistic awarer8salberg, 2007, p. 292

An important tool to enhance language awareness are language corpora. There has been
a growing body of researclon how corpora can be used in language awareness
classrooms and why they are particularly suitable for language awareness ac{séies

for example,Boulton, 2012 Charles, 20070'Sullivan, 2007PérezParedes & Cantes
Gbémez, 2004Yoon, D0Y). As mentioned in the preface, my own stu(fyeist & Hahn,

2012 has shown that it is not only important to use corpora to foster language awareness
but it is equally important to foster language awareness in order to enable meaningful

and independent use of language corpora (and otlesiources) by learners.
An approach closely related to the notions of awaren@specially the cognitive domain)

and noticing igocus on form in second language instruction, as it stresses the importance

of making learners explicitly aware of L2 feawiend contrasting them with the L1.
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An important distinction has to be drawn between focus on form and focus on f(ge&s

for example, Long & Robinson, 1998, pp-28h In focus on formS, discrelanguage
forms are taught out of context and the syllabus is based on a progression of these
linguistic items. In contrast, focus on form embeds metalinguistic reflection into meaning
focused activities und thus makes learners focus on language form emmugnicative

context.

Focus orform started asa teacherinitiated focus on form in meaninfpcusedactivities
and as a reaction to theommunicative language teaching concégt Ellis, Basturkmen,
& Loewen, 2002, p. 421n relation tolanguage awareness, see Gnutzmann, 2010, p). 116
The goal was to bridge the gap between foomsformS classes and purely

communicative classeshich focused on meaning onflyong & Robinson, 1998, p.)22

Within the frame of focus on form, different typeart bedistinguished. In planned focus
on-form tasks, communicative tasks are used which have been designed to elicit the use
of a specific linguistic fm, whereas in incidental focean-form tasks, there is no specific
linguistic focus and the forms to katended to are chosen incidentally by the teacher or
the learners(R. Ellis et al., 2002, p. 421n reactive focus on form, a certain linguistic
feature is themézed becausean error has occurred, whereas pre-emptive focus on
form, a linguistic feature is thematized even though no efrasoccurred(R. Ellis eal.,
2002, pp. 423, 427There are numeroustgdies into reactivdocus on form, all of which
investigate the effectiveness of corrective feedback in some ¥d(Bitchener, 2008
Bruton, 2009 Egi, 2010R. Ellis, Sheen, Murakangi, Takashima, 2008 ochtman, 2002
2005 Shehadeh, 20Q3rruscott & Hsu, 20Q8/arnosfadrani & Basturkmen, 200 pre-
emptive focus on formdifferent types ofinput / textual enhancement (i.e. highlighting a
particular feature in a text/ an exercise to drawthe learner's attention to it)
presentation of rulesand drawing aention to form in the course of classroom
interaction have been used and investigatd®. Ellis, Basturkmen, & Loewen, 2001

Radwan, 205; White, 1998. In addition, preemptive focus on form can also be initiated

YThe different feedback options include explicit vs. implicit feedback, calwitten feedback, and
focused vs. unfocused feedback.
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by the learner in the course aheaningfocused instructionsee, for example, R. Ellis et

al., 200).

Combining the research on teachiaitiated focus on form and the role of noticing in
second language acquisiti@md drawing on the observation that learners sometimes pay
attention to form by themselvg researchers started examining the role which learner
initiated attention to form plays in promoting SLA.

Terms such aform-focussed instructiomnd focus on formare generally based on the
assumption that the degree of attentiogiven to form is contlled by theteacher or
instructional materals, albeit presumably in response to learner needxI® however,
the most effective instances of focus form arise out of learner need, as Long (1996)
claimed, it maybe useful or even crucial to examimays the learners themselvéscus

on questions about languag@Villiams, 1999, p. 586, italics in original

Williams (1999 basal her research on learnenitiated attention to form upon the
premise that this might be the nsb effective way to facilitate the development of target
like use of a languag@Villiams, 1999, p. 5§6However, she points out that the question
of whether second language acquisition is enhanced by leamigated attention form
more than by teachemitiated focus on form still needs to be answered in future

research(Williams, 1999, p. 587

AsR. Ellis et al. (2002, p. 43dote in relation to communicative gup work, it is not
certain whetherlearnersactually pay attention to fornon their ownin a communicative
activity. In her empirical study of learnenitiated attention to form in meaningentered

group activities Williams (1999found that learners especiallythose at lower levels of
proficiency®, did not frequently focus on formal aspects of langualyéilliams, 1999, p.
612). With increasing proficiency, learngritiated attention to form occurred more

frequently and learners teret to focus more on formS than on form, dissing also

20Hulstijn (201} defines language proficiency as consisting of core and peripheral components. The core
components include linguistic cognition in the phoneitwonological, morphonological, morphosyntactic,
and lexical domains. The peheral component inculdes metacognitive competences such as metalinguistic
knowledge, knowledge of different discourse types and their characteristics, and strategic competences
(Hulstijn, 2011, p. 239 Hulstijn (2011, p. 241stresses that the traditional scales of second language
proficiency such as The CommBuaropean Framework of Reference for Langud@esincil of Europe, 2091

fail to distinguish between L2 language proficiency and L2 development. Accorditudstgn (2011, p. 240

a higher level of intellectucal skills is necessary in addition to language proficiency in order to perform at
higher level of profiiency as measured by CEFR. A problem inherent to all measurement instruments is that
they measure performance in pefined areas rather than competence (see footn&ge The result of

such measurements always depeyah the operational definition of language proficiency or competences.
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those linguistic features whichwere not essential for the negotiation of meaning
(Williams, 1999, p. 624A possible explanation given by Williams is that more proficient
learners have more processing space through automatinatf some linguisticefatures,

and can therefore pay more attention to less salient linguistic feat(Méliams, 1999, pp.
614-615). Qi and Lapkin (2001, p91292) complement these results by finding out that
more proficient learners seem to exhibit more noticing at the level of understanding, the
kind of noticing which is most facilitative for learning. This result corresponds to what
Swain and Lapkin (1995uggested for young learners. One of their explanations for
young learners not engaging with language that ofterd dor solving some language
related problems intuitivelys that they might be less analytic about language than older
learners(Swain & Lapkin, 1995, p. 382rmengol and Cots (20Dpgeport similar findings,
observing that their participants exhibited more noticing when writing in their second
language than when writing in their foreign languagemengol and Cots (20P8uggest

two possible reasons: (1Lh& participantswere more confident in protocolling in their
second language than in protadiag in their foreign langage;(2) The scondlanguage
compositionswere more complex than foreigtanguage compositions, which is why

more focus on languageasneeded.

Regarding the focus of learnaritiated attention to form in William's study, most of the
language-related episodes (LRES) in her ddtad a lexical focu@Nilliams, 1999, p. 6J1

With increasing proficiency, the frequency of morphosyntactic LREs incréasiidms,
1999, p. 61) These results correspond to the results reported3wain and Lapkin (1995,

p. 385. Whalen and Ménard (1995, p. 40@omplement these findings by noting that in
their comparative study of L1 and L2 writing, revision rates for L1 and L2 writing were
similar at the lexial / word level and thephrasal /syntagmatic levebut they strongly
differed at all other levels. In L1 writing, the participants revised at deeper levels of
linguistic processing (phrase, punctuation, sentence level), whereas they revised at

surface levels of linguistic pro@sg (morphemend orthography) in L2 writing.

Another finding discussed by Williams is that learners focus more frequently on the
formal aspects of language if they perceive the activity to require attention to form. If the

activity is perceived as commicative and meaningentered, the learners are less likely
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to attend to form (Williams, 1999, p. 6)6Niu (2009 finds differences in focus on form

depending on the type of collaborative task (oral task or writing task).

Even tlough it is assumed that enhancing linguistic awarenasd focus on formis
beneficial for learnergvan Lier, 2001, p. 1§1there has not been much evidence of the
positive influence of linguistic awareness on second language acqui@itiarLier, 2001,

p. 162, see also chapter 1.1.3.Roehr (2006, p. 195based on hertady into the effects

of metalinguistic knowledge on learner performance in multiph®ice tasks, concludes
that metalinguistic awareness does not necessarily have to lead to successful
performance.An important question is whether there might also be amggative effects.
AsR. Ellis et al. (2002, p. 430Qote, '[b]y regularly focussing on form the teacher can
create the conditions that promote thacquisition of language but runs the risk of
inhibiting student fluency.'For language teachers, it is therefore important to find the
right balance between communicative classes and focus on the formal features of a

language.

[1.1.3.4. Linguistic awareness and noticing in L2 writing

As mentioned in chaptell.1.3.] language awareness and most of the related concepts
are concerned with input and receptive skillhe measurment instruments of linguistic
awareness often aim at experimental rather than naturalistic tgske chapteil.1.3.2.

The following chapter giwe an overview 6 studies which investigated linguistic
awareness and noticing in naturalistic writing tasks, wigpacial focus on opetasksbut
also including tasks such as dictogloss which aredpah, providingthe learnerswith

the content but having them produce their own piece of writing.

Several studies first had their learners produce a written piece of work and then
investigated how the participants revised their products, using the methods of thinking
aloud, stimulated recall or collaborative dialogue to gain insight into the thought
processes. Some of these studies had their participants revise their written products
based on external feedback, either implicit or expl{Bitchener, 2008R. Ellis et al., 2008
Lindgren & Sullivan, 200®i & Lapkin, 2001 Lindgren and Sullivan (2008sed, in

addition to correctivefeedback stimulated recall including metalinguistic explanations by
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an ESL experR. Ellis et al. (200&lid not only investigate the uptake related to the
revision ofthe written product in questiorbut also had their participants produce a new
piece of writing in orderto see whether any transfer hathken place.Other studies
compared the revision of the written products after receiviagernal feedbackvith self
corrections by the learners without receiving any corrective feedback. Examplesiof s
studies includd.azaro Ibarolla (20Q0@nd Truscott and Hsu (2008

Learnerinitiated noticing in the course of the writing processs mostly investigated in
the context ofcollaborative writing using the recordigs of the learner interactionas
data (Del Pilar Garcia Mayo, 2Q0Rortune & Thorp, 20Q1Gutiérrez, 2008 Kuiken &
Vedder, 2005Leeser, 2004Malmqvist, 2003 Kuiken and Vedder (20pcluded a pre
posttest design to measure the acquisition of the targeted form compared to a control

group without interaction.

Not as manystudies have investigated learnaitiated noticing in the process of writing

of individual learners. This is certainly partly due to the methodological difficulties, as no
spontanous speaking occurs as in collaborative writing. The studi€uioyning (1989
Swain and Lapkin (1995Qi and Lapkin (20Q1and Armengol and Cots (20Q9all of
which hae been mentioned in the section about languagéated episodes (chapter
[1.1.3.2 have investigated learnenitiated noticing in individual learners, all of them
using thinkaloud protocols as their data collection methaddumming (198pattempted

to find links between noticing and problesolving behaviaurrs on the one hand, and
writing expertise and seconldngua@g proficiency on the other handgdwain and Lapkin
(1995 investigated the links between learnaritiated noticing in theoutput andsecond
language acquisitionQi and Lapkin (20Qlwere also interested in the links between
learnerinitiated noticing and second language acquisition but theyuohed corrective
feedback and a reformulation stage in their research design in order to investigate

noticing both in the writing and in the revision process.

Two studies have attempted to link linguistic awareness to the quality of the written
product as assessed by independent raterérmengol and Cots (209%ound no

qualitative relationsip between the writers' awareness as exhibited in thal&ud
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protocols and the quality of the productThis result contradicts the results byasny
(1997 who found a relationship between certain measures of linguistic awareness and
some of the characteristics of the written produ8iasny, 1997, pp. 11015). The reason

for the difference in the resultpossibly lie in the different methodological desigifghe

two studies. Masny measuretinguistic awarenessising standardizecexperimental
measures (acceptability judgments and mazedding), whereas Armengol and Cots
assessed linguistic awareness as it demonstiatself in the writing processn her study

of learners with German as LI#laimqvist (200%investigated theeffects of noticingn a
group dictogloss taskn the written languge output in @& individual dictogloss task
concluding that collaboratively produced reconstructed texts are longer, more detailed

and syntactically more complex than individually produced reconstructed.texts

A new development in research is investigatim@rherinitiated noticing in written
computermediatedinteraction, using the medium ofhat An example of sucastudy is
Shekary and ahririan (200% The rationale behind this research is that the medium will
unite the advantages of both oral and written L2 production. Due to teéaktime
character of chat, he learners receive immediate feedback concerning the
comprehensibility otheir message. At the same time, due to tiveitten form and the
physical distance of the chat participants, the learners are not under the pressure of real
time oral communication and have enough time to reflect on their outphtis being
able to "invesigate ideas in far more complex ways than could be undertaken in oral
languagé (Shekary & Tahririan, 2006, pp. 5538).

In the current study, the aim is not to assess the dquaiif the written productor the
learning outcomes of learnenitiated attention to form but rather to investigate the
gualitativecharacteristics of learnanitiated noticing in the course of theriting process

and the ways learners handle their noticing by activating their existing knowledge or by

using additional input.

[I.1.4. Strategies in L2 writing

The termstrategieshas been usedn various ways in L2 research, ranging from very

broad uses and geamal approaches to L2 learning such as forming hypotheses about how
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the target language works, to very specific strategies such as creating ongoing summaries
to enhance reading comprehensi¢g@ohen, 1996, p.)5An impatant distinction isdrawn
between strategies which are applied consciously, and other behes/iand processes
which areemployed automaticallyand can therefore not be labed strategiegCohen,
1996, p. §.

Cohen (1996, p.)2uses the cover termsecond language learner strategiesd
distinguishes betweenanguage learningand language usestrategies the difference
being that language learning strategies bBalanguage learning as their primary goal,
whereas language use strategies do not, even though their use still might lead to learning.
Language use strategies include retrieval strategies, rehearsal strategies, cover strategies,
and communication strategge(Cohen, 1996, p.)3. Retrieval strategiesire strategies

used to retrieve the target language forms when needed in communic&tohen, 1996,

p. 3. Rehearsal strategiesefer to practisng (or rehearsing) the target language
structures.Cover strategiegwhich Cohen refers to as a specific type of compensatory
strategies, see Cohen, 1996, p).ade strategies learners use to avoid using certain target
language structures and may either lead the simplification of output i the learner
leaves out the structure they do not command) or to its compieation (if the learner
circunlocutes the targestructure) (Cohen, 1996, p.)4The last of Cohen's subcategories
ISscommunication strate@s defined as approaches to conveying meaningful information
(Cohen, 1996, p.)4

Feerch and Kasper (198&istinguish betweernhree types of communication strategies
conversation In usingfunctional reduction strateigs a learner adopts avoidance
behaviair, trying to eliminate their problem, normally by changing the communicative
goal(Feerch & Kasper, 1983, pp. 36;4. In usingformal reduction strategiesa learner
avoids producing nofluent or incorrect utterances by using only those structures which
are well automatized in their linguistic systeffiscerch & Kasper, 1983, p.)3&ormal
reduction strategies correspond to wh@ohen (199Fcalls cover strategies (see above).

Last, n using achievement strateg@s a learner attempts to solve problems in

L Tonshoff (2007, p. 332distinguishes between learning strateiges and communication strategies,
communication strategies being the equivalent of Cohdanguage usdrsitegies.
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communication by expanding his hercommunicative resources rather than bgducing

their communicative goalFeerch & Kasper, 1983, p.)45

A similar distinctionfor L2 writingis made byUzawa and Cumming (1989who
differentiate between two tendenciesabeled keep up the standardand lower the
standard The keepup-the-standard strategies are directed towards keeping up the
standardsusually attainedn L1 writing(Uzawa & Cumming, 1989, p. 383 hey include
taking extra time to compose, seeking assistance in solving linguistic problems and
engaging in extensive revision of the textdzawa & Cumming, 1989, p. )89 ese
strategies correspond to the achievement strategies. The laweistandard srategies

refer to "following the goal of producing fluent text in the foreign language within a
reasonable period of time and without excessive mental efflzawa & Cumming, 1989,

p. 185. These strategies involve the use of a number of compensatory strategidsas
reducing the quantity of information, simplifying the syntax, "borrowing" spetafiacal

items from source materials, avoiding semantic elaborations, and neglecting concerns for
the audience(Uzawa & Cumming, 1989, p. 383 hese strategiesorrespond to either
functional reduction strategies (if the communicative goal is changed because the learner
lacks the linguistic resources to express it) or to formal reduction strategieheif

communicative goal is kejput expressed by simplified means).

An interesting difference between the categorization Feerch and Kasper (1988nd
Uzawa and Cumming (198% that the compensatory strategies are a subtype of
achievement strategies inaffch and Kaspefsee Faerch & Kasper, 1983, p),58hereas
they are a part of the lowethe-standard approach ituzawa and Cumming (1989 he
reason seems tdie in the definition of achievement strategiesin oral communication
(Feerch & Kasper, 1983he achievemenbr nonachievementof communicative goals is
the crucial criterion, whereas in written communicatigdzawa & Cumming, 198%he
attempt at producing Ldike products (or the lack of) is taken as the criterion.
GCompensatory strategiesan be defined astrategies which help learners make up for
missing knowledge when using English in oral or written communicé@aford, 2001, p.
168). Compensatory strategies may involve the use of L1/L2 alternatives (code switching,

interlingual transfer, intralingual transfer), interlangualgased strategies (generalization,
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paraphrasng, word coinage, and restructuring), cooperative strategies andlingaistic
strategies, the last two being specific of oral communicaigRaerch & Kasper, 1983, pp.
46-53).

A different line of classification of both language learning and language use strategies
divides strategies intanemory, cognitive, compenstion, metacognitive, affective, and

social strategiegOxford & BurryStock, 1995, p.)5Tonshoff(2007, p. 3322010, p. 19%

defines cognitive strategies as strategies which directly serve language processing and use,
whereas metacognitive strategies serve the planning, monitoring and evaluation of
language processing and uddonitoring as dscribed in the cognitive process theory of
writing (Flower & Hayes, 1981s an example of a metacognitive stratedyart from the
metacognitive strategies (see chaptdrl.5.3, this classification will not be pursued

further here as it refers mainly to language learning rather than language use strategies.

Some language use strategies are spetifisecond language composings mentioned
in chapterl1l.1.2 Manchon (200} differentiates between the broad and the narrow
conceptualizatiorof composing strategie®Whereas the broad conceptualization aims at
descriptions of writing behavio rather than specific strategies (see chaptet.?), the
narrow conceptualization of composing strategimssinformed bythe problemsolving
framework Manchén (2001, p. 95lefines a problem as a situation in which

() an information processing system experiences a gap between-engelfed or other
imposed initial state and an intended goal state; and (ii) the gap cannot be bridged
without a search process.

Within this frameworktwo different types of strategies can be distinguished according to
Manchon, strategies as control mechanisms of the writing proaes®r the achievement

of goals and strategies as problesolving mechanism@lanchén, 2001, pp. 560).

Manchén(2001, p. 5Ydescribes thestrategies as control mechanisas corresponding to

what Cumming (198p calls attention to gist and discourse organizatigee also

*2n synchronous written interaction or in collaborative writing tasks, cooperative strategies, i.e. asking the
interlocutor for help, are relevant as well. In unidirectional written communication, cooperative strategies
could be replaced by theise of available linguistic resources such as dictionaries, grammar books or
corpora. In the classroom context, the learner could ask their teacher or classmates.
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Cumming's classification of LREs in chapt&r3.2. Cumming (198Ppoints out that less
proficient writers employ the sgalledwhat next strategy transposing almost all of their
thoughts spontaneously to papéCumming, 1989, p. 1)3whereas the more proficient
writers constantly shiftbetween higher and lowelevek of planning and composing, thus
exercising more control over their own composing procé&Ssmming, 1989, pp. 11P13).

In the expert writers, two different approaches to planning were obsensasti;anced
planning and emergent planning(Cumming, 1989, p. 1)4 The advanced planners
carefully planned the content of their compositions before they began to write their texts,
using their plan as a script while writif@umming, 1989, pp. 11#15). The emergent
planners planned their compositioras it emerged on the page, always considering the
whole text (Cumming, 1989, pp. 11516) and "engagig in a continuous lockack and
look-ahead process{Manchon, 2001, p. 57 These strategies are situated in the middle

of the continuumbetween the broad and the narrow conceptualization of composing
strategies, as they do not deal with a specific problem and are applied in the whole
course of the writing process but, on the other hand, they are more or less consciously
applied by the lemers and help overcome the general problem of having to write
something.In terminological terms, they seem to correspond best to Hayes and Flowers'

monitoring component of the writing process (see chaptet.2).

Strategies as problersolving mechanismgManchén, 2001, p. 58correspond to
problem-solving behaviairrs as described byCumming (198p Cumming (1989, p. 94
distinguishes between the basic categories knowledge telling, problem identification,
problem resolution and heuristic search strategi&nowledge tellingloes not involve
any problemsolving processeand refers either to a description of an action in the
course of writing, oto telling the knowledge about the topia order to generate content
(Cumming, 1989, p. 139Problem identificationmeans that the course of automatic
processing has been interrupted because a problem has been deféctBdoblem
resolutionrefers to hie question whether a writer has been able to arrive at a solution, be

it right or wrong.Heuristic research strategiese further subdividedinto (1) engaging a

“This is not explicitly stated by Cumming, but as all of his categories besides knotdbidgeinclude
problem identification, it follows that problem identification stands at the beginning of any prollaiing
behaviour. Writers thus either compose without solving any problems (no problem identification), or they
identify a problem and the either solve it or not.
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search routine;(2) directed translation or codswitching;(3) generating and assessing
alternatives; (4) assessing in relation to a criterion, standard, explanation or (Ble;
relating parts to whole; an€b) setting or adhering to a gofCumming, 1989, pp. 995).

The categories problem idefitiation, heuristic search strategiesd problem resolution

can be combined in different ways. A graphic overview of Cumming's classification is

shown inFigures8.

Knowledge-telling
Problem-solving

behaviors \‘ No heuristic searches

Problem identification

Heuristic searches
Engaging a search routine
Directed translation or
code-switching
Generating and assessing
alternatives
Assessing in relationto a
criterion, standard,
explanation, or rule
Relating parts to whole
Setting or adhering to a
goal

Resolution

No resolution

Figure8: Problemsolving behaviarrs (based on the classification and description in Cumming, 1989

The problemsolving behaviors which can be detected in the classification created by
Swain and Lapkin (19%¥8includethe sounds rightdoesn't sound right and makes serse
doesn't make sense categories, applying a grammatical rule, lexical search, (\2aand

via both), and translationA comparison of the classifications 6Gymming (198Pand by

Swain and Lapkin (1998 $rown inTablel.

** As mentioned in chaptell.1.3.2 Swain and Lapkin (1998lid not explicitly distinguish between the
linguistic areas of problems and the problesolving behaviours. For this reason, these two categories are
mixed in their classification.
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Tablel: A comparison of problerssolving behaviars in L2 composing as classified Bymming (189) and Swain and
Lapkin (199% Three hyphens-{-) indicate that the respedte strategy is not mentioned i study.

Cumming (1989 Swain and Lapkin (1995

Knowledgetelling

Problem identification, no heuristic Sounds right / doeshsound right
searches, resolution / no resolution Makes sense / doesn't make sense

Problem identification, heuristic
searches, resolution

- Engaging a search routine Lexical search (via L2)
- Directed translation or code Lexical search (via L1 or both L1 and
switching Translation (phrase or greater)

- Generating and assessing
alternatives

- Assessing in relation to a criterion, Applying a grammatical rule
standard, explanation, or rule

- Relating parts to whole

- Setting or adhering to a goal

TungHsien (200%investigated possible links between strategy use and language learning
motivation. Even though he worked with the broad categorization of composing
strategies(i.e. the description of all writing processesjs categorization also included
the narrow coreptualization, i.e. strategies as problesulving behaviors or
compensatory strategiesn L2 writing (see Table 1 in Turdgdsien, 2005, p. 431
Compaing extrinsically motivated (performance orientation) and intrinsically motivated
(masteryorientationf” learnersand their use of composing strategies, he found that the
mastery orientation group had a higher frequency of reported strategies in the

monitoring / evaluation, revising, and compensating strategies.

Rampilbn (2007, p. 34) distinguishes between learning strategies and learning
techniquesearning techniquebeing individual measures amearning strategiebeing a

purposeful combination of various learning techniques. Accordingampillon (2007, p.

*For the explanabns of the terminology in motivation, see chapted.5.1
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341), learners in the GermaSekundarstufe’? should learrhow to useresources such as
bilingual dictionaries or grammar books autonomously and they should be able to use

structuring techniques while comprehending or producing texts.

[1.1.5. Learner v ariables

One of the core questions of SLA concerns the links betweeougdearnerfactorsand

the speed or quality ofhe learners'second language acquisitig@rtega, 2009, p.)2A
range oflearnerexternal and learnemternal variables can influence second language
acquisition and useln their study of influences on English achievemewen and
Johnson (1997/give an overview of variables which might influence English achievement

(seeTable2).

Table2: Factors influencing SLA accordingWen and Johnson (1997, p. 9

Non-learner factors Learner factors

Environmental Institutional Unmodifiable Modifiable

Social Shool resources Intelligence  Learning purposes
Economic Teaching qualities  Aptitude Beliefs

Qultural Assessment methods Gender’’ Effort

Linguistic Age Management strategies
Gontexts Prior learning Language learning strategie

Family background

Nonlearner factors and unmodifiable learner factors establish the constraints upon
learning and cannot be influenceshsily(Wen & Johnson, 1997, pp. -28). Apart from

the language background of the learners aswme aspects of the teaching qualities (or
rather the teaching approach as perceived by the learners), theleammer factors will

not be considered in the current study. The focus will be on theifrable learner factors

Of the unmodifiable learner factors, intelligence and aptitude will not be considered due

to the complexity and vagueness of the constructs and the difficulty in linking them with

*®In the German school systenSekundarstufe refers to grades 80 (age approx. 16), whereas
Sekundarstufe lrefers to grades 113 (age approx. 1&9).

*’Wen and Johnson (1997, p.)29se the termsexin their overview. Agienderhas become the me
common term in literature, it will be used throughout the thesis.
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language use. Gender will be considered as a plessariable in the analysis. Age will not
be a variable in this study, as all participamisre selected tdbelong to a similar age
group (see chapteil.2.1.]). However, a comparison will be dravaf existing studies on
adult learners in order taliscusswhether the quantity and quality of noticing and the
choice and use of strategies varies with age as assumed by some gtadiesamplede
Bot, 1992 Swain & Lapkin, 1995Prior learning will be considered in the sense of
contexts for learning and using the [Ehglish other languages than Engjh, and the
school grade awaled in EnglishAccording toWen and Johnson (19872 proficiency is
also a measure of prior learning. As with age, proficiency will not bearate variable in
this studyas all participants are at a similar proficiency le\mit a comparison will be
drawn to previous studies in order to discuss the question whether the quality and
quantity of noticing in output is different in less proficietgarners than in more

proficient learners (see chaptdir1.3.3.

With regard to modifiable learner factors, earlier studies focused on the characteristics of
the good language learnefi.e. a learner who is very successful at acquiring a foreign
language)as compared to a poor language leari@xford, 2001, p. 169or an example,

see Stern, 2009 The lists of characteristics consisted of lists of learning strategies which
good language learnerpply. Accordig to the findings of this research, good learngrs

are good guesser$?) pay analytical attention tdorm but also attend to meaning3) try

out their new knowledgg(4) monitor their prodiction and that of others(5) constantly
practise; and (6) cope well with the feelings of vulnerability for the sake of putting
themselves in situations where they communicate and lg@riega, 2009, pp. 26809).

The currentstudy does not attempt to distinguish between good apdor language
learneis. However, the characteristics mentioned in the list are relevanhe analysis as
they all concern learner internal variableBie aimof the current studyis to establish
links between the writing andhoticing process, the use of strategies, and the learner
characteristicsIn the following,three sets oflearner characteristics will be examined
motivation and effort characteristics in communication, and laage learning

awareness
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[1.1.5.1. Motivation

Wen's (1997 variable of learning purposes is closely linked to the topic of language
learning motivation andearner orientations in SLAesearch Comparedto the everyday
use of the word motivation which usually refers to low or high motivatjoin Ortega,

2009, p. 168 the view ofmotivation in SLA research is more differentiated and confflex

Research into motivation started with measuring motivational quar{fiytega, 2009, p.
169). The three measures of motivation were tledfort put into learning the language,

the enjoymentwhile learning the language, and the desire to learn treglage, labétd
asinvestment(Ortega, 2009, pp. 16970). In later research(for example, research by
Gardner) the antecedentsof motivation, i.e. tke variables which contribute to increases

or decreases in motivational quantity, became importédttega, 2009, p. 1j0Some of

the antecedents investigated in SLA research were integrativeness, orientations, and
attitudes (Ortega, 2009, pp. 17071). Integrativenessefers to the interest in learning the
foreign language in order to come closer to the target language community, and it
involves favourhle attitudes towards L2 speakers, general interest in foreign languages,
and integrative orientation, i.e. identification with the target cultu@rtega, 2009, pp.
170171, 173. Orientationsrefer to reasons for learning the L2, and may be integrative
(see above), instrumental (pragmatic and utilitarian reasons), related to knowledge
(becoming a more knowledgable person), to facilitatirgvel, or to fostering friendship
with members of the target culturéOrtega, 2009, p. 1j3Attitudescan refer to attitudes
towards theL2 community and itspeakers, towards learning of foreign languages and
bilingualism, and towards the instructional settirBpme other antecedents of motivation
include social support (family, teachers), intgoup contact and whether it is
experienced by theelrners as psitive or negative ethnovitality (the sociopolitical
presence of thearget language in thdearner'scommunity), and sel€onfidence when

using the language (see chapted.5.9 (Ortega, 2009, p. 172

28 Especially in the beginnings of the research on motivation, this view was also adopted in research (see the
discussion of motivational quantity).
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The current research into motivation focuses on the various qualities of motivation rather
than on its quantityor its antecedent{Ortega, 2009, p. 135. A weltknown distinction
stemming from the selfletermination theory(see, for example, Vansteenkiste & Lens,
2006 is one between intrinsic and extrinsic motivatigdn intrinsically motivated learner
enjoys learning and using a foreign language for its own ga@kega, 2009, p. 176
According tovansteenkiste and Lens (2006, p),428trinsic motvation is optimal as it has
been associated with higher levels of achievement. In contrast, extrinsically motivated
learners learn a language for some reasons imposed on them from outSktensic
motivation is considered less ideal, even though it vedso shown to have some shert
term positive effectqVansteenkiste & Lens, 2006, pp.-28. Between these two poles,
there are two intermediate qualities of motivation, introjected regulation and identified
regulation. Introjected regulation is close to extrinsic motivatiaa a person with
introjected regulation has developed feelings of guilt or shame if they do not comply with
the expected behaviar (Ortega, 2009, p. 1j6ldentified regulation is closer to intrinsic
motivation as the goals imposed from outside have been internalized by the learner
(Ortega, 2009, p. 1796

Theconcepts of integrative orientation, integrativeness, and integrative motivation have
been criticized byDornyei (200% Ore of the sources of his criticism is that the term
integration is ambiguous as the target of the integration is noaiglespecially for foreign
language learning contexts as opposed to second language learning cofidéxigyei,
2009, p. 422 An alternativeto the FLTcontext could be the notion ointernational
posture suggested byvashima, ZenuKishide & Shimizu (2094which consists othe
following three dimesions:(1) interest in foreign or internationaffairs; (2) willingness

to go abroadto stay or work;and (3) a readiness to interact with intercultural partners
(Yashima et al., 2004, p. 125

Dornyei (2009suggests a different conceptualization of learner motivation based on the
assumption that the motivation to learra language comes from the successful

engagement with the language learning process rather than being influenced by any

*Even though the way of exploring medition has changed, some of the concepts from the motivational
quantity approach have persisted. The difference lies in the way these concepts are used and investigated.
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internal or external factorgDoérnyei, 2009, p. 428 The L2 Motivational Self System
consists of three compants: (1) Ideal L2 Selfwhich represents what a person would like
to become in the L2 and thus motivates the learner to reduce the discrepancy between
the ideal L2 self and the actual L2 sé);Oughtto L2 Selfwhich concerns the willingness
to meet expectations from outside and avoid negative outcomes; @)d.2 Learning
Experience which concerns situated motives related to the immediate learning
environment and experience, such as the teacher, the peer mrole experience of
succesgDornyei, 2009, p. 498The ideal L2 self corresponds to intrinsic, integrative, or
internalized extrinsic (identified regulation) motivation. The ought.2 self corresponds
to extrinsic, instrumerdl or introjected motivation. L2 learning experience is presented
as a new component bydinyei and seems to embrace a variety of different motivational
components or antecedents such as enjoymestgial support, integroup contact, or

communicative sel€onfidence.

In the current study, motivation was investigated qualitatively through interviews and
related to the abovementioned concepts based on the data. An open approach was
chosen in which all the aboweentioned concepts were taken into accountarder to

arrive at the most suitable theoretical frame.

11.1.5.2. Communication and a ccuracy

The learners' characteristics in communicatiare likely to influence the way they
communicate and, in turn, learn a languadée two important types of characteristics
which can be distinguishiein this area are learner orientation to communication or

accuracy andgheir communicative confidence.

The topic of learner orientation to communication or accuracy started with Krashen's
distinction between themonitor underuser(orientation to communication)and the
monitor overuser(orientation to accuracyjOrtega, 2009, p. 198 According toOrtega
(2009, p. 198 "monitor underusers tend to be overly focused on communication to the
point of miscalculated riskaking L2 behaviour, wheras monitor overusers tend to be
overly mindful of accuracy to the point of anxiety or reticencebrmos (1999

investigated the links between the learners' orientation to communication or accuracy
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assessed using a questionnafkormos uses the term speafgi style to refer to focus on
communication or accuracy)and their seHcorrection behaviar in L2 speakingas
observed in an informatiogap activity complemented by a stimulated recall intervigw
Her results indiate that monitor overusers spokeore slowly than monitor underusers
(Kormos, 1999, p. 2)6 There was no difference in the frequency of selfairs for
participants with different speaking styles, but monitor overusers used rephraspajrs
much more frequently than monitor underusergorrecting especially lexical errors
(Kormos, 1999, p. 2)6An interesting conclusionwhich Kormosdraws is that self
correction behaviar might be coneious, not indicating a lack afoticing in monitor
underusersbut indicating their decision not to correct a noticed erroneous utterance for
the sake of fluencyKormos, 1999, p. 2)9The same applie® monitor overusersvho
might consciously sacrifice fluency for the sake of the production of dres utterances
(Kormos, 1999, p. 2)9Kornos (1999, p. 220also suggests some other variables which
might influence seftorrection behaviar of L2 learners (L2 learning environment,
instructed or natural SLA, focus of instruction on communication or form, learning styles,
field-dependence orfield-independence), some of which will be investigated in the

current study.

Another important characteristiof L2 learners when it comes to commioation is their

L2 confidenc&. According toClément, Baker & Maclintyre (2003, pp. 1B42), the two
strongest predictors of L2 confidence are the learnesshmunication anxietf and their
selfperceived competence in the LAn idea worth noting is that foreign language
anxiety might not only originate in personality factors Iswas a person's low sedisteem

but that beliefs about language learning may also contribute to the ger@ce of foreign
language anxietyOrtega, 2009, p. 2Q1If learnershave perfectionist attitudes, they are
afraid of producing the L2 because they are afi&ighroducing erroneous utterances and
thus ¢ according to their beliefg failing to use the LPOrtega, 2009, pp. 20202). Ortega
(2009, p. 202notes the link to learner orientation to accuracy (see above), at the same

time stressing that perfectionism does noecessarilyhave negative effcts such as

¥ Kormos' classification of saképairs is discussed in chapién.3.2
s Ortega (2009, pp. 26203) uses the more specific ten communicative confidence
s Ortega (2009, p. 20Wses the more general terforeign language anxiety
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foreign language anxietyut that it can alsestimulatethe development of outstanding L2

skills. Foreign language anxiety was found to have stronger effects on a learner's L2
confidence in contexts where the use of L2 is high (for exarsptendianguage contexts

or immersion contexts), whereas s@krceived competence has stronger effects on L2
confidence in contexts with low use of the L2, such as foreign language learning classes
(Ortega, 2009, p. 203

11.1.5.3. Knowledge of s trategies

In chapterll.1.4 adistinction was drawn betweemanguage learmg and laguage use
strategies. One typeof language learning strategg metacognitive strategies which,
according toOxford (2001, p. 167 help learners manag@l) themselves as learner&)

the general learning process; af®) specific learning task¥he concept of metacognitive
strategies corresporgito the concept oflanguage learning awarenesghich is described

by Gnutzmann (2007, p. 33@s the organization of the language learning processes by
the learners and how they try to influence them in a positive way by applying language
learning strategiesThe concept ats corresponds to whaiVen and Johnson (1997, p.)29
label management strategieslt denotesthe ability of a learner to organize their own
learning proess, to their knowledge of strategies and the ability to apply them at the

right moment.

In the current study, the strategies in Oxford's third sense (i.e. managing specific learning
tasks, see above) will be of relevanéemrding toOxford (2001, p. 163these strategies
"help learners deal effectivelyith a given language task" and include

W Xd&ciding on taskelated goals for language learning, paying attention to the task at
hand, planning for steps within the language task, reviewing relevant vocabulary and
grammar, finding taskelevant materialsand resources, deciding which other strategies
might be useful and applying them, choosing alternative strategies if those do not work
and monitoring language mistakes during the task.

If applied to writing, these strategies correspond to the strategiessudised in chapter
I1.1.4 As the knowledge and control of these strategies is relet@ttteir application, the
learners' explicit knowledge of these strategifise. of composing s#tegies and of
problemsolving strategies while writing) will also be considered as one of the learner

variables.
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11.1.6. Summary and research goals

Research so far has provided useful information about the writing process in general,
variouscomposing strategies, noticing in the output, problaswlving strategies, and the
links of all of theseoncepts to some learner variables. The goal of the current study is to
complement the information available so far by aspects which have not beestigated

in depth or whichhave been studied in separatidout have not been linked so far. In the
following, the theoretical background will be summarized with respect to what is missing

in research and what the current study is aiming to complement.

Studies whichnvestigatethe L2 writing process in an open writing task often use either
adult or advancedearners or learnerswho are both adult and advance@hrmengol &
Cots,2009 Cumming, 199D The study byswain and Lapkin (199 an exception as it
involvesyoung earners (13yearolds) and triesto compare¢ as far as possible when
using participants from one school clasproficient and less proficient learners. However,
as Swain and Lapkinstudy is situated in the French immersion context in Canada, the
situation and the language and linguisdioilities of her participants are presumably quite
different from the participants involved in the present study. In addition, Swain and
Lapkin investigated French as a second language, whereas the language inciedns
Englishas a foreign languag®ne of the goals of this study is therefore to provide new
insights into the L2 writing process of adolescent foreign language learners at a secondary

school at an uppeintermediate level of proficiency in English.

In the studies conducted so far, limgtic awareness, language production and the use of
strategies have been treated separately. In studies on focus on form, prepared materials
or the teacher were the sources of linguistic knowledge and irffmitexample Doughty

& Varela, 1998 Harley, 1998 In studies on learnenitiated attention to form or
linguistic awareness, no use of resources is often allo@#dtune & Thorp, 2001Hu,

2002 Swain & Lapkin, 1995In studies on the use of problesolvingbehavioursor the

use of resources in language production, the learners' attensaxplicitly drawn to the
target language features by eans of corrective feedback or similar measu(€s &
Lapkin, 200}, orthe focus of learneinitiated focus on form is not analyz€doon,2008.

The study byCumming (1990is an exception as it looks at problesolving processes in

58



second language composing which occur spontaneously in theseooir the writing
process and as he allows Iparticipantsto use Englisttanguage resources. In contrast to
the present studyCumming (1990works with univergy-level learners at two different
proficiency levels. The aim of this study is to investigate a situation in which linguistic
awareness and the use of strategies, including the use of resources to gather the

necessary input, are interconnected.

As mentoned in chapter 11.1.3.2 most studies which use LREs to analyze their data
conduct statistical analysesr at leastpresent numerical dat§Armengol & Cots, 2009
Fortune & Thorp, 2001Qi & Lapkin, 20Q1Shekary & Tahririan, 200&wain & Lapkin,
1995. The types of LREs are often briefly described and illustrated by one example each
(Armengol & Cots, 200®i & Lapkin, 2001Swain & Lapkin, 1995This makes it difficult

for other researchers to understand the classification. One of the aims of the present
study is to conduct ain-depth qualitative analysis of the LREs in order to arrive at a

taxonomy which is grounded in the data and is clearly understandable.

As mentioned irchapterll.1.3.4 somestudies tryto link linguistic awareness or learner
initiated noticing while writing with the quality of the written outpArmengol & Cots,

2009 Kuiken & Vedder, 2009Malmqvist, 2005 Masny, 199). These studies aim at
linking noticing to SLA and take the quality of the written produotsttje improvement

in the quality) as a measure of SLA. In contrast, this study has the aim of linking linguistic
awareness and learnenitiated noticing with the general composing behawi@and with
individual learner characteristics. Possible impliaagiéor SLA aralso discussefut they

are not the major concern of this study.

Il.2. Research questions

Based on the abovmentioned considerations, the following three research questions
were developed and investigated in this study:
1. How do selected Germateenagelearners of L2 iglish reflecton their language
use when writing in English?
2. Which problemsolving strategies do theséarners use when dealing with

languagerelated problems in their L2 writing?
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3. Which links can be traced between the participddtsticing and their personal

profiles?

Research question 1How do selected Germameenagelearners of L2 Englisieflect on

their language use when writing in Engli§h&ddresses the question from which this
project was developed and which is rootetl iy observation thatearners in the 9
grade of a German school did not seem to come up with langoelgeed questions
when asked to produce a written piece of work in English. This observation was
confirmed by a review of studies on learneitiated focus on form which arrived at a
similar result. By analyzing the learners' writing process with a special focus on their self
initiated noticing, the ways learners act when writing and the problems they encounter

were investigated and categorized.

As metioned in chapterll.1.3.1 learnerinitiated noticing alone is not sufficient for a
learner to arrive at the intended phrasing. As a matter of famtly encountering a
problem without being able to solve it might lead froistration on the side of the learner
and to the possible fossilization of incorrect or unidiomatic language featuFes. this
reason,ways of dealing with problems which arisetlre procesof writing are important
not only for the written productbut also for the interlanguage development. Research
question 2 'Which problemsolving strategies do thedearnersuse when dealing with
languagerelated problems in their L2 writin)?addresses the issue of which strategies
learners apply to cope with their languagelated problems and whether these strategies

lead to a solution.

Studying research questions 1 and 2 can reveal a number of important facts and trends
concening the wgs learners reflecon their own language use and how they solve their
languagerelated problems. In order to find out about the reasons for noticing and
strategy use, research question3 KA OK f Ayi1a OlFly o©S G4NFOSR
noticingand their personal profilesp needs to be addressed. Personal profiles of learners
encompass their language learning history and information about their use of English,
their attitudes towards language learning and writing, their language learning motivation

and communicative confidence, as well as their language learning awareness.
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IL.Met hodolapgir oalc h

[11.1. Qualitative research approach

The current study is largelgrounded inthe qualitative or exploratory interpretative
research paradigii. The following chapterexplains why the qualitative research
approach has been chosen and which concrete approaches have been taken in this study.
Drawing on chapterll.1.1, which compared quantitative and qualitative research
approachesthe approach taken in this study is briefly described wgference to the
respective chapters which describe the research approach in more déftait. discussing

the importan@ of setting and meeting a number of criteria in qualitative research, these

criteria are discussed and their observation in this study is made explicit.

l11.1.1. Research approach in this study

The research instruments chosen tbis studyfollow, for the most part, the qualitative
research traditionThe following section briefly describes the approaches in the different

stages of the research process following the categorizatioGhmgjahn (1987, pp. 580).

For the data collection, a combination of thialoud protocols, stimulated recall
interviewsbased on the thindaloud protocols, and senrsitructured qualitative interviews
was used (seehapter1ll.2.2. As the roots of thinkaloud protocols lie in the field of
psychology(Brown & Rodgers, 2002, p. h4vhich defines itself as an experimil field,
collecting thinkaloud protocols follows astrict standardized procedure (see chapter
[11.2.3.3 and could therefore be located more in the experimental research tradifibe.
same applies to the stimulated recall interviews which are intended to deliver
information not verbalized during the thirkioud protocol but which should originally not
be wsed to gather any additionadr generalizedinformation except the remembered
thoughts from therespectiveactivity (Ericsson & Sion, 1993, pp. 120, 168, 378 In

this study, the stimulated recall interview procedure was adapted and used to gaibier

* The use of the termqualitative and exploratoryinterpretativeis discussed by Grotjat{h987, pp. 5759).
Grotjahn advocates the use ekploratoryinterpretativefor the whole research paradigm and restricts the
use ofqualitativeto the type of data. As central books abotig kind of research use the worplalitative
for the whole research paradigiffor example,Flick, 2009Flick et al., 2000 | will adopt their use of the
word qualitative for the whole research paradigm and explicitly indicate where it refers to the typataf d
only.
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only remembered d&, but in part also additional, metacognitiviaformation, as
described byBowles (P10, p. 13 (for a detailed description of the different types of data
and how they werdifferentiated in the data analysis, see chagéi.2.3.4and111.3.3.

The semistructured qualitative interviews clearly follow the qualitative research tradition.
Even though the basic topics of the interviews gm®vided by the researcher, the
participants are free in the way they choose the answer and are not presented with a set
of possible answers to choose from. Tdteice and order of topics @ach intervieware

therefore specific to the interviewee and not standared.

The type of data which resulted fromll three stages of the data collection waé a
qualitative nature. All the data wasinstructuredverbal data in all cases free speech of
the participantsrather than elicited prestructured verbal data such amme of several

expected answers.

The type of analysis conducted with the datsoclearly followed the qualitative research
tradition. The data was not classified according tceaistingtheoretical frame Rather an
open, datadrivenapproach to data analysis was chosen, creating a new categognsyst
based on the data collected arwhly thencomparing it to existing category systems and
adapting itif necessaryNo statistical analyses were conducted with the data, the links
and tencencies in the data were analyzed interfagvely by categorizip and re

categorizing the data.

I11.1.2. Principles and quality criteria in qualitative research

As Grotjahn (2003, p. 5Q00notes, discussing and setting clear quality criteria for
qualitative research is of great importance for two reasaii$ The qialitative approach

still needs to be legitimized in research, especially considering the fact that there used to
be doubts abouits value compared to the quantitative research approach with its strict
criteria and standardized procedurd®) Researchers who follow the qualitative research
approach have not yet agreed ostandard quality criteria which could be used to
evaluate galitative research studieg\lsoSteinke (2000, pp. 319, 31322) suggestshat

basic criteria for the qualitative research approach need to be agreed on to avoid

arbitrariness in researchnd to ensure legitimag. As the criteria which are in place for
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the quantitative research approach (objectivity, reliability, validity) are swntable for
qualitative researchestablishingnew criteria whichtake the specific charactetiss of

the qualitative research appezh into accounts necessary

Grotjahn (2003, p. 500ists four basic principles of qualitative research which could serve
as a starting point for establishing quality criterighe first principle is the principle of
openness The researcher should be aware of theirassumptions and attitudes
concerning the research topic and the research process. They should be open enough to
revise these assumptions and attitudes if necessary. The second principle, flexibility, is a
consequence ofhe opennessrinciple If the researcher is open to new and unexpected
insights, they must be able to adapt their research questions, design, or procedures
according to the new insight§he third principle is the principle of communicatio
suggests that the participants should be given the opportunity to adequately present
their points of view, and that the researcher should do their best to understand the
participants' point of view correctlylhe last of the four criteria, reflexivitguggests that

the researcler should be aware of the fact that their subjective views are part of the
research process. This should be made explicit throughout the reseactthe research

report.

Reinders (2005, pp. 34R) lists three principles similar to Grotjahn's principlede
specifiesthe principle of openness further by stating that the researcher should try to
avoidadhering tocertain expectations which can, for example, be grounded in uncritically
accepting a certain theory and petructuring the research topic according to that theory.
He also admits that starting a research project without being aware of any theoretical
postions is not advisable eithemstead he suggests that the researckdrecomeaware

of their own theoretical expectations and assumptio®einders' principle of openness is
therefore dightly broader than Grotjahn'sThe second of Reinders' principles the
process character of qualitative research (see also chdpted). The process character
denotes what Grotjahn calls flexibility, i.e. being capable of tdgpmnyelement of the
research design as new information becomes availablealso includes Grotjahn's

principle of reflexivity the researcher is part of the research process @hdctively
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involved in constructinghe reality they are seeking to expk intheir research The last

principle Reinders mentions is communication, the same principle as in Grotjahn.

The criteria for the evaluation of qualitative research help determine whether the basic
principles have been followedTherefore, the basic riterion is the intersubjective
comprehensibility (intersubjektive Nachvollziehbarkgi{Steinke, 200p This criterion
requires the researchers to document exactly what they have done in their research and
how they have done iand include the description of all steps time research report.
Meeting this criterion enables other researchers and recipients of the research to
understand how the researcher arrived at their results and conclusiOtiser criteria
mentioned bySteinkeincludeanindicationof the research procesempirically grounded
theory, making limitations clear, coherence, relevanead reflected subjectivityThe

criteria and their descriptions are listed Trable3.

Table3: Criteriafor evaluation of qualitative research and their descriptiorfsased on Steinke, 2000

Criterion Description

Intersubjective comprehensibility Can recipients understand halve researcher
arrived at their results and conclusions?

1. Documenting the research processvn
background, data collection methodsd the
context of data collectiontranscription rules, data,
methods of analysis, sources of information,
decisions ad problems in the research process,
evaluationcriteria set forthe research project)

2. Interpreting in groups of researchers

3. Using codified procedures and rules, or
documenting own procedures and rulesdetail

Indicationof the research process Isthe research design approjte to the research
question?
In particular: the qualitative approach, the method:
of data collection, the transcription rules, the
samplingstrategy, any decisions taken in the courst
of the research process, the evaluationt@ra set by
the researcher
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Empirically grounded theory Can the theory generated in the study be proven kt
the empirical data collected?
Possible waysf achievinghis: use of codified
methods to warrant empirical basiase of textual
evidencefor the theory, analytic induction
(modifying the theory based on negative evidence
testing prognoses deded from the theoryon texts
communicative validation

Making limitations clear Havethe limits of the theorybeentested?
Possible ways tachieve thiscontrastingdistinct
cases, corgous search for deviant and extreme
cases

Coherence Is the theory generated in the study coherent? Ha
contradictory tendencies been resolved or at least
described?

Relevance Is the theory generated ithe study of any practical
use?
For example: new interpretations for existing
phenomena, new suggestions to solvaesolved
problems,generalizabilityof the results,
comprehensible presentation of the theory

Reflected subjectivity Has the researchaeflected on their own influence
on the research process due to their individual
history and assumptions?

In particular: seHobservation, reflection on persona
background, trust relationship between researcher
and participant, reflection on problems when
entering the field

[11.1.3. Criteria in the current research project

The current research projettas attemptedto meetthe above mentioned criteria as far

as the resources and time availaltlaveallowed. Every step in the research process was
documented and a description of the research process is part of the research report.
Interpreting in groups of researchers wascomplishedoy presenting the research in
academic seminars and at conferences, as wehyadiscussing the individual steps in the
research process and the results with colleagaed the advisor(see the posbility of
"peer debriefing” in Steinke, 2000, p. 326All procedures and rules have been
documented and are made explicit throughoutethhesis. The same applies to the
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methods chosen for data collection, transcription and analysigdetailed descrifon of

the process of data analysgovesthat all results are based on the empirical data
collected and can be verified by credsecking with the dataAs evident from the criteria

for the choice of participantgn effort was made to include diversases which allow for

a great variance in the data. As far as the data allowed, a coherent theory has been
developed and will be presented in a way believed to be comprehensible (and its
comprehensibility checked by consulting with other researchéreg teory developed
serves as a basis for deriving implications for further research and for classroom practice,
thus illustrating the relevance of the research and the resul&sn effort is made
throughout the thesis to reflect on my own personal backgroumd an how it might

have influenced any part of the research process, including the research question, any of

the procedures, the analysis, or the interpretation and discussion of the results.

[11.2. Data collection

The data collection took place in two roundsteifthe first data collection round with six
participants in summer 2010, the data was analyzed and the methodological design was
adapted based on the results of the first data collection round (especially the interview
guide was adapted, see chaptél.2.4.3. The second data collection round with

additional four participants took place in summer 2012.
[11.2.1. Participants

[11.2.1.1. Target group

The choice of participants was guided by two basic sets of crif@)aimilarity in age /
school grade and identical mother tongu@) diversity in genderin theoverallgrade in
Englishand in other languages learnedhe first criterion wasset to ensure that the
analyzability of the data would not d@nderedby substantial differences in age atite
cognitive developmenof the participants or bytheir different L1 backgrounds$:ollowing
this criterion, the participants chosen fahis study werel5 to 16 yeawolds (end of 9" to
middle of 11" grade at German schoojsand German native speaker$he second
criterion helpedmaximize thediversityamongparticipants, an importanprinciplein the
qualitative research approachin contrast to more quantitative approaches to data

collection and analysighe representativeness of the sample cannot be guaranteed
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qualitative approachesiue to the relatively small number of participanthstead, the
focus is on amunting foras rmuch variation as possible to capture the complexity of a
certain phenomenon(Flick, 2009, p. 1p For this reason, recruiting participants with
diverse backgrounds is a way meaximizevariation. This procedure is based on Glaser
und Strauss' theoretical samplirfgee Flick, 2009, pp. 11120) and has been applied in
qualitative research beyond Glaser und Straiidiek, 2009, pp. 12022).

Each participant was given a codeoiiler to ensure anonyrty. The codes and thieasic

characteristics oéach participantire shown infable4.

Table4: An overview of the partcipantsin the study. The signs in the participant codes indicate the following: data
collection round (1 or 2), gender (M male, F=female), running number according to the date of the interview (1 to
10). The school typeodes stand for &dymnasiunt’ (GY and aRealschul& (RS).

Code Gender Mother Other languages School  Gradein
tongue(s) spoken/learned type English®
1F1 female German English, French GY 2-3
1IM2 male German Latin, English, French, GY 3
Spanish
1IM3 male German Latin, English, French, GY 1-2
Spanish, Russian
1IM4 male  German, English, French GY 3
Spanish
1F5 female German English, French RS 1
1IM6 male  German, English, French, Spanish GY 3-4
Hungarian
2M7 male  German Latin, English, French GY 2-3
2F8 female German English, (Turkisf) RS 34
2F9 female German Latin, English GY 2-4
2F10 female German English, French, Spanish GY 3

3 Gymnasiumis the German term for a grammar school, i.e. a school which prepares the students for A
levels Abitur).

% Realschulés a specific type of German secondary school from grade 5 to grade 10. After“ﬂmalié,
students are awarded General Certificate of Secondary Educat{@CSEwhich enables them to start
vocational education.

*® There are six grades in the German school system, with a 1 being the highest grade and a 6 being the
lowest grade (fail).

¥ Turkish is given in brackess the learner has never explicitly learned Turkish. Her grandfather speaks
Turkish and she sometimes listens to him but there has been no effort on her side to acquire the language.
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Even though Latihasa special status due tthe fact that itis a'dead language(as it is

not used for everyday communication and therefore it does not develop further, see
Stroh, 2008, p. 104it is listed as a language hdg two reasons. Firstif Latn is the first
foreign language, linguistic terminology is first acquired based on aatrinfluences any
further language learningMaier, 2008, p. 44 McSmith, 200Y. Second not only
terminology but also metalinguistic thinking is believed to be affected by Latin classes

(Maier, 2008, p. 24

Limitations of the participant choiceare that there is nofemale participant whagrew up
bilingualy, and that there is no male participant who attendsRealschule These

limitations are due to the challenges faced in participant recruitment.

[11.2.1.2. Participant recruitment

The participants were recruited in one of two following ways:

1. Contacting school teachers and asking them to advetékimg part inthe study in
their classesWith this method of participant recruitent, teachers were used as
gate keeperswith access to a number of potential participanthe advantage of
this method isits neutrality because the participants need not be afraid of any
future consequencesdue to their participation. There are two major
disadvantages of this method. First,turned out that not manylearnerswere
interested in taking part in the pregt. Due tovarious bureaucratic challenges in
the Bavarian school system, it was not possible for me to simply go to a specific
school lesson and ask students whether they would be willing to participate in my
study. | depended on the teachec®nveyingthe purpose of my study and the
conditions totheir students, and forwarding the students' contact data to me if
the students chose to participate in the study. Possibly, it was the need to declare
openly the willingness to participate that prevented theaigents from showing
interest. Another possible explanation is that the students did not feel confident
enoughconcerning their Englisto participatebecause they might have expected
beingassessen their performance. Second, the teachers themselves vesié
conscious about their teaching and were afraid that their teaching methods would

be thematized in the interviewEven though it was possible tdispel such
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concerns;the selfconsciousness of the teachers presented a challenge in having
them ask thei students for an interviewin the end, two of ten participants were
recruited using this option.

2. Asking acquaintances to establish contact with target group persons from their
personal contextOne advantage of this approach is that the participants ted
gate keepers do not meet in a professional context and therefore nobody needs to
be afraid of losing face as in option 1. Anotlaglvantage is easier access to the
participants through using the acquaintance as a gate keepker.clear
disadvantage ofthis method is the fact that future interacn with the
participants themselvesand/or the person who has established the contast
possible.This makes the issue of amymity difficult and might result in ae$s
open interview atmospheregReinders, 2005p. 147. Through ensuring and
keeping the complete anonymity of the research participants, there were no
noticeable differences between the interview atmosphere with the participants
recruited in this way and with the participants recruited through @mting their
school teachersWhat is more, my personal impression was that the participants
recruited in this way were more open in the interviethsin the other participants

Eight participants were recruited using this option.

The participants werepaid a small financial compensation(15 Euros)for their

participation.They were informed about the financial compensation beforehand.

As with most other studies which depend on the participants' willingness to invest a
considerable amount of time, the participanisevitably represent a biased selection

because they volunteered for the study.

[11.2.1.3. Ethical i ssues

Several ethical issud¢md to be addessed in this studylhese issues included the age of
the participants, the use of audio and video recordings, and the anonymization of the

data.
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As the participants were 15 to 16 year glit was necessary that their parents agretled
their participation in the study. To address this issue, | talked to the parents of each
participant before arranging an appointment for the data collectibaxplainedto them

the aim of the study, the procedure, and the solution of the other ethicaligs. They
were free to ask any questions about the reseapebject When they agreedo their

child taking part in the research, | arranged an appointment with the child. Before the
data collection procedure started, the participant was asked to sigmf@rmed consent
form in which the basic information about the study was summarized and anonymity was
assured gee Appendix ). The form also included the option for the participant to read
through the transcribed data and mark the data they did not wamtbe used or
published (however, none of the participants used this optioithe participant were

asked to have their parents sign the form as well and send the signed form back.

Video recordings were made in the thialoud sessions, and audio recorggwere made
in the stimulated recall interviews and the interviews about the learner profesthe
purpose of the video recordings was dastinguishwhether participantswere writing or
only verbalizing at a certain point of timenly the task sheebn which the participant
was writing was recorded on the videld was made sure that the face of the participant

wasnot visible in the video recording.

In order to ensure that the participants will not be recognized in the futurey tivere
anonymized dllowing the rules mentioned iffable4. Following the anonymization, only
the data collection round, the gender of the participant and the chronological place in

which the interviewwas conductedire encoded in the participant codes.

111.2.2. Methodological d esign

The methodological design of the study was guided by the research quesTiomgmther
data concerning research questions 1 andHb( do selected Germateenagelearners
of L2English reflecon their language use when writing in Englistryd 'Which problem
solving strategies do thedearnersuse when dealing with languagelated problems in
their L2 writing?), think-aloud sessionand stimulatedrecall intervewswere conducted

with the participants (for the discussion of the use of these methods in second language
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research the reasons for the choice of thesmethods, and the description of the
procedure, see chaptell.2.3. Information on learner profiles was obtained through
conducting semstructured qualitative interviews with the participan{®r the discussion

of the interview design and procedure, see chagtee.4).

The correspondence between the research questions and the methods used in the study

is illustrated inFigure9.

Learner-initiated noticing
Problem-solving strategies «———— Learner profile

7

*
*
o

Think-aloud protocols Stimulated Recall Semi-structured
while responding to a interview about the gualitative interview
writing task think-aloud protocol

Figure9: The methodological design of the studf¥he top part indicates that links between learnénitiated noticing
and problemsolving strategies on the one hand and learner profiles on the other were inveséidaThe methods
used are indicatedn the bottom line and connected with the respective concepts which were investigated by using
them.

In the course of the research processtranspiredthat the stimulated recall interviews
also revealed some information which was relevant to the learner profile analysis. This
results from the fact that partipants had some time to reflecn their writingbehaviaur

and therefore tended not onlyo deliver information about what they were thking at

the moment of writingbut sometimesalso complemented this information by more
general metainformation about their writing process or preferencés Figurel, this fact

is indicated by alotted arrow between the stimulated recall interview and the learner

profiles.

An individual appointmentvas arrangedvith each participantThe time schedule of the

data collection vas as followsafter a short introduction, the participant was given the
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informed consent form to read through and siggee chaptedll.2.1.3and Appendix ).
Theywere free to ask anguestions about the procedure. The data collection procedure
itself started with the thinkaloud protocol (preceded by practice tasks, see chapter
[11.2.33) which was recorded on videdhe thinkaloud sessionvas immediately followed
by a stimulated recall interview based on the video recording of the thlokd session
The stimulated recall interview was recorded on audio. After the stitadlaecall
interview, the qualitative interview with the learner started. Taedio recording was not
stopped but continued until the end of the qualitative interview. After the end of the
qualitative interview and following any further questions askedtly participans, the
participants received their financial compensation, were reminded to have their parents
sign the informed consent form and send it back to the researcher, anthkefnterview

room.

The following sections will focus on thedividual research methods used in the study.
After a discussion of the theoretical background and the current research on the methods,
the application of the methods in the current study will be described #reddecisions

which were taken for the data collectigprocedure will beexplained.

[11.2.3. Introspective m ethods

Language acquisition, processing and retrieval consistlargely of automatized
unobservablemental processe§Edmondson & House, 2006, p.;&ové 1998, p. 2).

An empirical investigation of these procesggssents a challenge for researchers in the
field of language acquisition and teachi(dmondson & House, 2006, p.)3Bifferent
approaches are used to encounter this problem. Some processes can be measured using
neurological toolsthe sacalled neureimaging. Asle Botand Krollnote, this technique is
under development and its contributioto insights into language procesgihas been
limited (de Bot & Kroll, 2010, p. 1R9However, neuramaging might contribute to our
understanding of mental processes as more advarteetiniques are develope(tle Bot

& Kroll, 2010, p. 139 Another approach to investigely mental processes is
concentrating on linguistic deviatg such as slips of the tongug/pographical mistakes,
or tip-of-the-tongue phenomenafor the application in second language learning, see

Poulisse, 1999Scovel, 1998, pp. 387, 59. In second language research, investigating
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and classifying learner errgréeedback on errors, and the uptake of the feedbauks
been widely used to draw conclusions about second language acquisitiod use
processegfor example Egi, 2010R. Ellis et al., 2008According to Scovel, the potential

of investigating slip of the tongue lies in the fact that "we know what the speaker
intended to say, but the unintentional mistake freezes the production process
momentaily and catches the linguistrnechanism in one instance of productlofscovel,
1998, p. 32 Despite the insights linguistic deviations can offer into language acquisition
and production processes, using these methopeses some disadvantagesand
challengesFirst,if the data is elicited experimentallyt does not reflect the processes as
they take place in realitgndthe validity of the datacan be questione@Poulisse, 1999, p.

7). If natural speech is investigated by using speech corpora, only certain linguistic
deviations will occuwhereas some other types of linguistic deviations might not be
present or detectable in the corptf§. Collecting, transcribing and annotating an own
corpus involves a lot of effotiut, on the other hand, offers accurate information on the
topic in questbn as it isconsidered in the process of data collecti(foulisse, 1999, p.
103). Another issue with the concentration on slips of the tongue or learner errors is that
the data consists of products of cognitive processes, and the relseaias to infer
concerningthe reasoning and the processes which lead to these prodiitwles, 2010,

p. 8 Gass & Mackey, 2000, p.)25

Using introspection is another way to gaimsights into mental processes. With this
method, the participants themselves are used as the source of information about their
own cognitive processes, as opposed to the linguistic deviations approach in which the
researcher infergoncerninghe processedased on the producté~serch & Kasper, 1987,

p. 9. Introspection can deliver data which cannot be gainedother methods,such as
insights into thecomplex decision and reasoning processes which take place when
processing or producing langua¢@owles, 2010, pp.-8). There have been a number of
issues concerning the use of introspection to investigate L2 acquisition, comprehension

and production, all of which will be discussed further below.

%8 This canfor examplepccurif an existing corpus is used where slgighe tongue were not relevant for
transcription(see Poulisse, 1999, p). 6
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Heine (2005, pp. 16Z69) differentiates between introspective data and verbal protocols.
Introspective data are the wider term, encompassing verbalizations which can be either
elicited in connection with a specific activitye(bal protocols in the naow sense), or
which can be generalized statements independent of any activity as elicited in interviews
or questionnaires. In the following, the terms introspection, introspective methods or

introspective data will be used t@fer to verbal protocols ithe narrow sense.

In the following a brief outline of the historical and theoretical background of
introspective methods in generalill be given followed by the use of introspective
methods in second language research in particular the final part,the choice of
introspective methods for the current study and their concrete applicatwill be

explained

111.2.3.1. The discussion of introspective methods

In order tofacilitate the understanding ahe methodological discussianf introspective
methods,the higory of introspection idriefly reviewed The roots of introspectionvere

laid by philosophers whdried to identify mechanisms of acquiring new knowledge by
observing and reflecting on their own cognitive proceggggsson & Simon, 1993, p.)49
Also in the early years gfsychologythe focus was on naive introspectig&ricsson &
Simon, 1993, p. 50As Ericsson and Simon (1993, p.) 4®te, speculations and self
observations weremixed in any aalyses based on this kind of introspection, as one
individual was the source of botelfobservations and speculationSor this reason, this
type of inquiryhas been classified as not conforming to scientific method as defined in

psychologyEricsson & Simon, 1993, p.)49

The pioneers ofadopting introspection for experimental psychology werethe
structuralists Wilhelm Wundt and Edward Titchenevith their research into human
consciousness, i.e. the content and structure of human ngrecsson & Simon, 1993, pp.
50-57). Through the use of stalardized procedures and separating the description by the
subjects from the interpretation by the researcher, they attempted to encounter the
problem of the speculative character of naive introspectiofhey instructed their

subjectson what kind of infomation was expectedthis was strictly defined sensory
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information rather than phenomenal accountgnd extensive training was necessary for
the subjects to be able to participate in any real experimggiscsson & Simon, 1993, p.
53). Subjects were basically asked to go through several aralysiteps before
verbalizing their perception§Ericsson & Simon, 1993, p.)6The views of Wundt and
Titchener were challenged by the behaviorists, especially Watson, who maintained that
introspections as elicited by the structuralists would not be reproducible and could
therefore not be accepted as evidence in psycholfiyycsson & Simon, 1993, pp.-59).
Watson differentiated between analytic classical introspection as used by the
structuralists, verbal questioning of a subject which included generalizations, and thinking
aloud asthe vocalization of subvocal spee¢kricsson & Simon, 1993, p.)58he only

type of introspection valued by the behaviorists was thinking aloud while working

problems, a method which was usedpeciallyas a means of trainin@@owles, 2010, p.)5

The goal of introspective methods as they are used today is to cokecalizedthoughts

as they emerge ithe course ofcompleting a tasKEricsson & Simori, 993, p. 6. This
approachcorresponds bestvith the aim of gaining insight into the subjects’ cognitive
processes rather than their generalizations or interpretatiook these processes
(although not the whole process is verbalized, only the intermediate productsisge
(2005, p. 16D. It corresponds to the vocalization of subvocal speech as described by
Watson(see Ericsson &r8on, 1993, p. 58and is described in detail and embedded into
the context of the informatiorprocessing theory bfricsson and Simon (1993 his type

of introspecton can be, in contrast to the structuralist approagierformed also by
inexperienced gbjects aftera short instructionbecause they are only asked to express

their thoughts and not morgEricsson & Simon, 1993, p.)60

Ericsson and Simon (1993, pp-24) explain the verbalization procedufgased on the
information processing model biewell and Simon (1972Using the diffeentiation

between three memory store@he sensory store, shoterm memory or STM, and long
term memory or LTM), theyistingush among two types of verbalizing procedures
(concurrent and retrospective reportand three levels of verbalizatigihevels 1 through

3). For a summary of the verbalization types and levels,Tsd#eb.
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Table5: Types of verbalization procedures and levels of verbalization accordingrtcsson and Simon (1993

Types of verbalizing procedure Levels of verbalization
Concurrent verbaeports
Talk Aloud =Level 1 verbalization (no mediating
Think Aloud process)
=Level 2 verbalization (verbal encoding
included)
Retrospectiveeport

Level 3 verbalization (additional processir
required)

The first type,concurrent verbal reporiss further split intothink-aloud and talk-aloud
reports (Ericsson & Simon, 1993, p.)16 concurrent verbal reportsyocalization takes
place at the same time as the activity whichverbalized and only STM is accessed
According toEricsson and Simon (1993, p.),1éognitive processes are not modified by
concurrent verbal reportsin a talkaloud report, theinformation is reproduced in the
form in which it was heeded. As therare no mediating processes between the
information and its reproduction in the protocol, ta#toud reports are referred to as
direct or Level lverbalizationgEricsson & Simon, 1993, p.)1l&formation which is not
encoded in verbal code has to be translated into that form before it can be verbalized.
Protocols where such a mediating process occurs are called-ahaoki protocos and
also referred to ad.evel 2verbalization(Ericsson & Simon, 1993, pp.-18). In Level 3
verbalizations, scanning, filtering or generative processes are required from the
participant. Participants do not only erbalize their ongoing thinkingut they are either
asked to verbalize only selected informati@eanning or filtering)or verbalizeaspects of

the situation which they would normally not attend {generative processeslEricsson &
Simon, 1993, p. 18 According toEricsson and Simon (1993, pp.-19, Level 3
verbalizations affect cognitive processes as they require #tento additional
information. For example, e question about why a participant acted in the way they did
might make them invent reasons if there were in fact no reasons hed¢Hedsson &
Simon, 1993, p. 20Asking about specific information (for example, "Did you do X?") will
make the participant provide just that type of information, even if the actual cognitive
process was differentEricsson & Simon, 1993, pp.-22). Asking participants to give an

account of a general procedure of how they approached a task will either yield a
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description of general scripts present in the participants' LTM, or the participants will
describe their thinking process in one specific task as the general process, or they will give
an account of how they think the task should be approacf&icsson & Simon, 1993, p.

23).

The second type of verbalizing procedure the retrospective report Retrospective
reports are collected after a task has been comgtketAlso in the retrospective reports,

the aimisto access STM only in order to access the actual memory structures as precisely
as possible(Ericsson & Simonl1993, p. 1% However, the general problemvith
retrospective protocols is that LTM structures are also activated which provide
information other thanthe thoughts heeded whilecompleting a task. Thus, other
memory structures might be accessed instealdthose just ceated, and additional,
previously acquired information may be mixedwihe information just heededEricsson

& Simon, 1993, p. )9 Retrospective reports are thus particularly prone to Level 3

verbalizationgEricsson & Simon, 1993, pp.-20).

Basing heexplanations on Ericsson and Simon's categorizaBowles (2010, pp. 134)
also distinguishesbetween concurrent and retrospective reportscalling Level 1
verbalizations non-metacognitive verbalizatignand subsumingLevel 2 andLevel 3
verbalizatiors under the more general termetacognitive verbalizatiar® Heine (2005, p.
172) adds a further dimension by differentiating whether a stimulus is used in- non
metacognitive retrospective verbalizatiostimulated recal) or not fetrospective think
aloud protoco). Neither Bowlesnor Heinefurther specify the difference between talk
aloud and thinkaloud protocols. This results in thelassificationof verbalization as

illustrated inTable®.

¥ This classification is somewhat unexpected Egcsson and Simon (1993, p.)1&ssign Level 2
verbalizations to nofmetacognitive verbalizations, even though verbal encoding is included.
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Table6: Classification of verbalization procedurémsedon Heine (2005.

Concurrent Retrospective
With Without stimulus
stimulus
Non Concurrent thinkaloud Stimulated  Retrospective thinlaloud
metacognitive  protocol recall protocol
Metacognitive  Concurrent Not specified Retrospective
metacognitive verbal metacognitive verbal
protocol protocol

Heine's classification maketear the possible combinationsd the time of verbalization
and the presence or absence of metacognitive explanati®@ie does not specify the
possibility of eliciting aetrospective metacognitive verbal protocol with stimulus, an

option which was in part chosen for this study.

There has been an ongoing discussion aboutvihlédity of verbal protocols as datéor
example, Bowles, 2010 Ericsson & Simon, 1993eine, 2005, pp. 17278). Some
criticism isstill grounded in the assumption that introspection means research partners
generalizing about their cognitive procesg&&imondson & House, 2006, p.;3%rsen
Freeman & Long, 1994, p. )15This simplified understanding leads to questioning the
validity of introspective dataThe main arguments against using verbal protodols
investigate cognitive processes dsscribed byEricsson and Simon (1998re (1) the
reactivity of verbalization (2) the incompleteness of verbal protocolsand (3) the
veridicalityof verbal protocolg§Bowles, 2010, pp. 184; Ericsson & Simon, 1993, pp. 61,
109 Heine, 2005, pp. 17276).

1. The reactivity argument states that cognitive processes are influenced and
changed because of the fact that tiparticipant has to think aloudlhis argument
is groundedin the sociocultural theory by Lev Vygots@002. According to
Vygotsky, thoughts are not exmeed through worddut come into existence
through them (Vygotsky, 2002, p. 399This apprach which is fundamentally

different from the cognitive approagimaintains that thinking aloud aids learning,
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since, aBowles (2010, p.)duts it, the very act of verbalizing is believed to alter
thought processesin response tahe reactivity argument, Ericsson and Simon
(1993, pp. 8389) review a number of studies and arrive at the conclusion that
cognitive processes are not significantly changed if the instructions and the
experimental conditions are consistent with the criteria for Level 1 or 2
verbalizations, i.e. nometacognitive verbalizationsin her metaanalysis of
several studies which used the thialoud procedureBowles (201parrives at a
similar conclusion, stating that the reactivity of the thialoud procedure is
dependent on a host of variables, including the type of report (metacognitive or
non-metacognitiveland various learner variabléBowles, 2010, p. 130Fram the
empirical studies conductetb date, it is not clear how far and in what ways
verbalization may influence cognitive procesgdsine, 2005 A clear result of the
studies conducted so far has been that thinking aloud slows down the activity and
is therefore reactiveo time (see the metaanalysis by Bales, 201(. Considering

the potential of verbal protocols to alter cognitive processes is especially relevant
for intervention studies in which cognitive processes are investigated before and
after instruction.In the present study, the possibility ¢iie cognitive processes
being changed was taken into account by asking the participants after the
interview whether they thought that thinking aloud had in any way influenced
their writing process, and by validating the protocols with the generalized
desciptions of the writing process elicited in the qualitative interview (see
chapteslll.2.4andlll.2.5for details).

. Theincompletenessof verbal protocols relates to the fact that the participants
cannot verbalize everything that is heed@gricsson & Simon, 1993, p.;6ieine,
2005, pp. 173L74). Ericsson and Simon (1993, pp. 61, -168) only agree with

this claim for retrospective ptocols or if the suggested experimental procedure

is not followed.Heine (2005, pp. 1#374) lists several possible reasons for the
incompleteness of verbal reports, including unawareness of some automatized
processes, the large amount of heeded information which cannot be verbalized as
quickly as it is attendedo, and problems withverbalizing norverbal thoughts

Heine argues that despite the apparent incompleteness of verbal reports, there is
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no procedure available which would provide the researchers with similar types of
data in such quality and quantity. #te same time, she recommends combining
the verbal protocols with other types of data such as-kagke protocols, texts,

or interviews which make the participants give generalized accounts about the
procedures relevant to the research questio(ideine, 2005, pp. 17475). In
addition, asEricsson and Simon (1993, p) &8&ntion, even though verbal reports

will not give a complete account of all cognitive processes, they will nevertheless

offer insights intahe general course of a thinking process.

. The challenge to theveridicality of think-aloud protocols means that verbal
reports may not accurately reflect participants' thought processes because the
participants are not able to report on thew@nd will ratrer theorize about them
(Ericsson & Simon, 1993, pp.-28, Heine, 2005, p. 172This criticisnis especially
related to rdrospective verbalization where there is a time lag between the
activity and the verbalization. The veridicality of retrospective protocols is indeed
guestionable as also predicted/ liEricsson an®imon's mode(Ericsson & Simon,
1993, pp. 1R0). It can beenhanced by using stimuli to facilitate access to
memory structure§Gass & Mackey, 2000, p.)1Concurrent protocols, according

to Ericsson and Simon's model, reflect the participants' cognitive processes
accuratelyas only information present in STM is verbaliZ&dicsson & Simon,
1993, p. 79

Ericsson and Simon (1993,3¥7) recommend combining concurrent and retrospective

reports for the same task whenever possible to encounter the incompleteness and

reactivity criticisms. The thinloud protocol can be used to assure that the retrospective

report contains an actuakcord of the cognitive processes and is therefore not reactive.

The retrospective report can be used to ensure completeness of the (@atesson &
Simon, D93, p. 377.

Heine (2005, pp. 17678 mentions two aditional criticisms ofthe think-aloud

procedure the observer's paradoand the low objectivity in analysif. the participants

are aware ofbeing obseved, they will probably act differentlthan they would in a
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natural situation. Heine argues thavery study which sets out to investigate human
behaviaur will have to deal with the observer's paradg@ieine, 2005, p. 197 She
recommends that the researchers try to minimize the effects of the research situation by
not intervening with the procedure too often and thus not motivating the participants to
interact with them(Heine, 2005, p. 137In addition, she stresses the importance of using
standardized instictions in order to avoid influencing the participants’ understanding of
the procedure because of the wording of the instructiofiteine, 2005, p. 197 The
criticismof the low objectivity in analysis is grounded in the fact that the thaldud data

first have to be coded to allow for analysis and interpretatibhrough the interpetation

that any kind of coding necessarily involves, the results might not reflect the actual
cognitive processes behind the datdo maximize objectivity, Heine recommends
repeated coding by one or more researchers, and validating the coding with the
participants(Heine, 2005, pp. 17ZI78).

Verbal protocols have been used as a daddlection method in a number of different
fields and disciplinesBowles (2010, pp. -6) mentions the fields of accounting,
anthropology, care planning, counseling, drug and alcohddiction treatment,
ergonomics, marketing, psychology, software engineering, and medicine (speech
pathology, neurology, cardiology, and nursinghe following chapter giwea brief

account of the use of introspective methods in second language research.

111.2.3.2. Introspective m ethods in second language research

Verbal protocols have been used extensively in first and second language reeaarh
overview, see Bowles, 2010, pp18). The areas of research Bowles mentions include
reading, writinguse of strategiedanguage testing, translation, interlanguage pragmatics,
conversational interaction, attention and awareness, and implicit and explicit L2

knowledge.

According toBrown and Rodgers (20Q)2ntrospective methods are especially suitable to
investigate no-automatized cognitive processes, for example "conscious efforts to
produce utterances that are logplly coherent, situationally appropriate, and

grammatically correct in a language being learn@@fown & Rodgers, 2002, p. )/ For
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this reason, introspective methods seemltie particularly suitable fiouse in research on

L2 writing, anda number of studies have used this method to investigate different
aspects of writing.The studies which used introspective methods investigated the
following aspects of L2 writingnodels ofthe L2 writing process in generéflower &
Hayes, 1981Zimmermann,2000, L2 writing strategies or comparison of L1 and L2
writing strategiegRaimes, 198MJzawa & Cumming, 198Whalen & Ménard, 1995the

role of L1 in L2 writingUzawa, 199§ reactions to corrective feedback on compositions
(Qi & Lapkin, 2001Sachs & Polio, 20Q7editing andrevising (Qi & Lapkin, 2001
Cumming (2001, p.)®oints out that most of the studies with a focus on L2 writing have
used introspective methods of some kindefal reports, stimulated recalls, personal
journals, or interviews). At the same time, he mentions the following limitations of verbal
protocols: (1) studies using verbal protocols require tightiyntrolled, experimental
conditions;(2) it is difficult b explain how specific composing processes lead to particular
qualities of the written products(3) studies using verbal protocols involve relatively small
numbers and select groups of learnd@umming, 2001, p.)6AIll of these points also
apply to the current study.Studies using introspective methods should therefore be
complemented by studies of the social contexts of composing, adopting an ethnographic
approach and using methods such as observations, interviews, and discourse analysis
(Cumming, 2001, pp.-B). By complementing the introspective methodsth interviews
about the learners' backgrounds and their perceptions of their own L2 learning and
writing process, the current study attempts iacorporate the social dimension. The
qualities of the written products are not@oncern in the present analydisit it is one of

the possible directions in expanding this reseairchthe future The same applies to the
relatively small number and a seted group of participants in this studyfor the

discussion of both points, see chapis

Studies which use introspective methods to investigate learner siraseinclude a
variety of areas, for examplé2 learning strategies, reading strategiegyiting or
composingstrategies(see above)communicative strategies, teshaking strategies, or
problemsolving strategies, to name just a f¢fer an overview, see Bowles, 2010, pp. 7
11). Also here, introspective methods in their narrow sense are not the only way to

investigate strategies. Other methods include observation, intervidamguage learning
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diaries, or surveys /questionnaires(cf. Anderson, 2005, pp. 76061, Oxford, 1992, p.
176).

The last area of interest for this study is the use of introspective methods to gain insights
into learners' attention and awarenesStudiesusing verbal protocolsvith a focus on
attention and awareness have been conducted in the area ofec2ptive skis (for
example, Anderson, 199hs well as in the area of productive skills, especially writing
(Armengol & Cots, 2000Qi & Lapkin, 2001Swain & Lapkin, 1995These studies very

often focuson grammar or attention to form irahguage production or comprehension.

The use of introspective methods in L2 research involves a challenge which is not present
in any of the other contexts in which verbal protocols are used. The participants are asked
to fulfill a task in a foreign language in which they might not be veofigent. Two
questions come up when dealing with this specific isg¢lieln which language should the
learners verbalize?; an(®) Which language should be used to give instructions to the

learners?

The researcher shoulbe clear in their instructionsas to whether the participant is
allowed to verbalize only in one languagevanether they are allowed to switchHeine

(2010, p. 9D and Bowles (2010, p119) recommend that learners should be allowed to

use both theirL1 and L2 to eure that their account will be as complete and accurate as
possible. AsBowles (2010, p. 1)9nentions,the only reasons to restrict the language of
verbalization to L2 would beither that the research question necessitates it, or that the
only language participants and researchers share is the learners' L2, and the data analysis

would be complicated by #huse of the participants’ L1.

If the participants are allowed to think in either L1 or L2, the question arises as to the
language of communication between the participants and the researdheme (2010,

pp. 9094) found that the language othe instructions influenced the language of
verbalization If the instructions were given in Lid Heine's studyparticipants used their

L1 most of the time, only switching to L2 ifacBng an L2 written text or composing the

written L2 version of their answel$ieine, 2010, p. 91If the instructions were given in
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L2, the participants used L2 for verbalizations and only $emiches into L1 occurred
(Heine, 2010, p. 91In both conditions, participants were explicitly told that they were
allowed to use both languages for verbalizatidwcording toHeine, learnersattempt to

stay within one linguistic code and if they are not able to varealheir thoughts in that
code additional search processes occur or the verbalization is interrupted altogether
(Heine, 2010, pp. 993). Heine concludes that dictating an L2 environment by using L2
instructions might result in increased reactivity of the détkeine, 2010, p. 93 0n the
other hand, ifthe learners are highly proficient in L2, receiving L1 instructions might
suppress L2 activation and in this way, render the elicited data inftédishe, 2010, p. 93
Based on these resulti,can be concluded than individual decision about the language
of instructions has to be taken based on the participants' L2 level and the expected

learners'preferred language of verbalizing.

Grotjahn (1987, p. 70mentions the uncleastatus of introspective methods concerning
their classification as qualitative or quantitative metho@n the one hand, the process
of data collection is standardized and couldlbeatedin experimental researcii.he data
elicited by the procedure areahys verbal data, qualitative in their naturéhe analyses
conducted with the verbal data can be either qualitatifler example, looking for
regularities concerning a certain linguistic phenomenaigssifying strategies, as in
Anderson, 1991 or quantitative (for example, counting the number of words in the
protocol in order to calculate the density of verbalization ag\imengol and Cots (2099
or identifying languageelated episodes and conducting statistical analyses concerning
their frequency as irCumming (198)). According taGrotjahn (1987, p. 70 the type of
analysis depends on the research approach being either-diatan research (qualitative,

creating hypotheseg)r theory-driven researcl{quantitative,validatinghypotheses).

Even though there are still doubts regarding the quality of the data elicited through
introspective methods, thg were chosen for this study for several reasokgst, the
study is interested in moents of conscious reflectionn the use of the participants' L2.
According toSchmidt (1990, p. 132 conscious thoughts are directly accessible for
verbalization. It is therefore very probable that most of tparticipants'noticing was

verbalized. The stimulated recall interviews were used to uncaxaicing which might
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not have been verbalized in the thhatoud sessionSecond, for the more holistic
observation of the writing process, the thiatoud data also delivered sufficient

informationfor a description of theyeneral course of the writing process.

111.2.3.3. Think -aloud protocols i the procedure

Asmost of the researchising verbalization hasxclusivelyfocused on adult¢for example,
Cumming, 1989Qi & Lapkin, 2001Uzawa, 199% an important question was whether
15-to 16-yearolds would be able to thik aloud while composing in a foreign languagye.
few studies have used introspective methods with young learndsnker and
Markopoulos (200p comparel the use of thinkaloud protocols, questionnaires and
interviews for usability testing witkhildren aged 84 and concludéhat the thinkaloud
protocolsuncovered significantly more problems than the other two methddsadgren
and Sullivan (20Q3used stimulated recall with two tgearold girls as a tool to raise
language awareness and increase noticing. A stimulated recall interview haighbeen
easier toconduct as the participants haah interaction partner to talk to. In addition, the
stimulated recall procedure was used consciously to raise the learners' awareness of their
own language production, not to investigate the learners' writing proc&sgain and
Lapkin (199p successfully used thirkloud protocols to investigate learnamitiated
noticing of learners aged 13n areas other than languagehibhk-aloud protocols were
used with teenagers byodd (1998 The firstthink-aloud sessionin the current study
revealed that teenagerseemed todeal with verbalization in a way similar twhat is
reported about adults. Ae first participantreported finding it hardo think aloud while
composingbut she was in fact able to verbalize without any major difficulti€be
different participants showed itferent reactions to the thinkaloud procedure ranging
from difficulties at the beginning to adopting the procedure immediately without any

difficulties at all. No single participant failed to verbalize at all.

For the thinkaloud protocolin this study a free writing task was chosen for several
reasons.Frst, the focus of the study lieen learnerinitiated noticing in a meaning
focused activity. Any type of controlled exercise witlut-of-context sentencesis
therefore unsuitable. A writing taskis of interest because writing does not take place

under the time constraints of oral communication and therefore allows fooracarrent
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think-aloud protocol, which in turn delivers more precise information on the writing and
noticingprocessdue to the factthat it is collected at the moment of writing and not after
writing. Last, he absenceof time constraints in a writing task also allows the participant

to use a wider range of problesolving strategies than in oral communication.

A question to clarify &fore the thinkaloud sessionsvere conductedwas that of the
language participants would be asked to use when thinking al&sdowles (2010, p.
119 concludes, there has not been enough research so far concerning whetker th
language of verbalization affects reactivitiyor practical reasons, Bowles suggests that
participants should be allowed to verbalize both in their L1 and in their L2 to make the
verbal reports as complete as possilBowles, 2010, p. 139This recommendation was

followed inthe present study.

Thephysical setting for the thinkloud task was the followindghe participant was seated

at a desk, to their lefhand was a computer with a runningternet browser, in front of
them were three dictionaries: the small bilingual Langenscheidt Englishman and
GermanEnglish dictionary("Wérterbuch Englisch," 2006 the large bilingual PONS
EngliskGerman and Germagknglish dictionary("PONS GroRworterbuch ENGLISCH,"
2007, and the monolingual Oxford Advanced Learner's Dictiorfddxford Advanced
Learner's Dictionary,” 2000 (i.e. he researcheywas standing behind the participant as
recommendedby Ericsson and Simon (1993, p.)xim order to minimize distraction by
my physial presenceand avoid the participant understanding the thialoud session as

a communicative act had a piece of paper and a penray hand in order to take note of
possible searches in the dictionaries or on the interddte video camera was plat¢o

the participans left*>, moved as far back as possible to allow for video recording but not
to distract the participant. The video camera was directed attsk sheetand included
some of the surroundings to allow the participant to move the tasg&eshf necessary

without removing it from the focus of the camera.

““For lefthanded participants, the camera was placed to the participamght.
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The thinkaloud procedure consisted of threbasic steps: (1) explanation of the
procedure (2) a warm-up task, (3) the actualthink-aloud task In a first step,it was
explained tothe participants that they would have to think aloud while performing a
writing task.It was also briefly explained to themhy they were asked to think aloud as
recommended byBowles (2010, pp. 11415). The verbaliation process was explained as
"saying aloud everything that goes through your head while writifidne participants
were told that they would be able to pracesthinking aloud before the actual writing task
Includingwarm-up tasks is importanfor the participantsto familiarize themselves with
the procedure without the pressure dfaving to conducthe actual research task and
also for the researcher to make sure that the participants have understood the
verbalization instructiongBowles 2010, p. 11) For the warm-up task or tasks the
participantswere given a choice of two differergreas (language or arithmeticsand
asked which one they preferreéor each area, there were two possilarm-up tasks to

practise thinking aloudTable7 shows the differentvarm-up tasks.

Table7: Warm-up tasks given to the participants, sorted according to the area chosen by the participants.

Language tasks Arithmetic tasks

1. UDELKGN] welches deutsche Wort las 1. Addiere 246 und 175 im Kopf und der
sich aus diesen Buchstabi dabei laut, d.hsprich alles laut aus, was ¢
zusammensetzen? Wahrend du uberle¢ dabei durch den Kopf geht.

sprich alles laut ausywas dir dabei durct (Translation:'Add the numbers 246 an
den Kopf geht. 175 in your head and think aloud whi
(Translation:'"UDELKGN¢ Which German doing so, that meansay aloud everything
word can be constructed from thes that goes through your heay.

letters? While thinking about this, say alol

everything that goes through your he'dd

2. Schreibe ein vierzeiliges kurz 2. Multipliziere 23x35 im Kopf und denl
Geburtstagsgedicht auf Deutsch fir ein dabei laut, d.h. sprich alles laut aus, was
Freund / eine Freundin und sprich alles | dabei durch den Kopf geht.

aus, was dir durch den Kopf geht, wahre (Translation: 'Multiply 23 by 35 in youl
du das Gedicht schreibst. head and think aloud while doing so, th
(Translation: 'Write a short foufline means say aloud everything that goe
birthday poem for a friend of yours. Whil through your head)

you are writing,say aloud everything that

goes through your heag.
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Depending on how a specific participant mastered the task of thinking aloud, they were
either able to go on to the research task immediately after the firatm-up task, or they
received the secondiarm-up task.Feedback was given to the participants concerning the
way they dealt with thinking aloud. Types of feedback included reminding them to try and
verbalize continuously, or asking tinenot to talk to the researchebut to verbalize for

themselves.

Before the actual research task, tlexactinstructions for thinking aloud wergivento
the participants The wording of the instructions was the following:

Du wirst jetzt etwas schreiben und dabei laut denken. Du hast so viel Zeit wie du brauchst,
solltest aber nicht mehr als eine Seite schreiben. Am Ende solltest du etwas abgeben,
womit du zufrieden bist, was du auch in der Schule abgeben wirdest oder in die
Schilerzeitung geben wiirdest. Hier sind verschiedene Worterblcher, die du benutzen
darfst. Das Internet darfst du auch benutzen. Natirlich musst du es nicht tun.

Schreibe einen Aufsatz auf Englisch zu dem vorgegebenen Thema. Sprich alles laut aus,
was dir dabei durch den Kopf geht. Dazu kannst du sowohl Englisch als auch Deutsch
verwenden. Versthe, immer zu sprechen und nicht leise nachzudenken.

(Translation:"You will now be writing and thinking aloudYou hae got as much time as

you needbut you should not write more than one page. At the end, you should hand in
something you are satisfied thi something that you would also hand in at school or
write into the school magazine. Here are some dictionaries which you are free to use. You
are also free to use the internet. Of course, you do not have to use these resources.

'Write a composition onthe given topic. Say aloud everything that goes through your
head while writing. You are free to use both English and German to think aloud. Try to talk
all the time and not think for yoursely.

The instructions weraittered in German the participants’ L. Even though giving the
instructions in Germarmrobably prompted the participants to verbalize in Germés
found by Heine, 2010, p. §1it also ensured that the participantally understoa what

they were asked to doAs recommended bBowles (2010, p. 1)@ndHeine (2010, p. 90

it was left up to the participants whether they verbalized in English, in German, or

whether they switched languages.

As can be seen from the instructions, the participants were not given any time limit. The
only limitation to ensure a comparable lengthtbke protocols was the space limitatian

the participantswere asked to write a maximum of one hawditten page. The reason

for abandoning the time limits the findings byBowles (201Ppwho concluded that think

aloud protocols were reactiveottime, that means that when thinking aloud, a research
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participant needed longer to complete a task than whenfprming the task silentlysee
chapter 111.2.3.1 and@owles, 2010, pp. 16607). Even though there is a lack of studies
which compare the time thinkloud groups and silent groups need to complete a writing
task, other task types (reading tasks, grammar learning tasks) indlwatarge effect of

the think-aloud versus the silent condition on tinfBowles, 2010, p. 105

In the writing task, the participantwere askedo write a composition on the following
topic: "If you could restrict the school subjects to two, which would you choarse
why?' There were several reasons for choosing this type of task. First, the participants
were asked for their opinion on a toprelevant to their everyday\Jes, which is school.
Therefore, it was certain that every participant would be able to come&vith some ideas.
Secondjt was anopinion gaptask in whichthe learnerswere free to express their own
ideas and were not restricted too much by the assignmént.the other hand, choosing
and giving reasons for two subjects (and not more) helped ensure that the compositions
would staywithin the space limit of one page (see abougst, the participants were not
given any instructionaboutthe type or structureof the composition (as opposed to, for
example, a lettemriting task).This allowed for more variation in how they would deal

with the format and the structure of the composition.

While the participants were performing the thirsdoud writing task,l was standing
behind them and not intervening. The only times of intervention were pauses in which
the participants stopped verbalizing. In these cases, participants were reminded to
continue verbalizing using the wordaut denken(i.e. think aloud) Another task was
taking notes of any use of the resources which were available to the partisipéime
information documented wagesource use includintpe resource used (the interngbne
of the dictionaries)the keywordthe participant was looking for, whegn they found it,
how many alternatives they foundf (for examplea German word is typethto an online
dictionary, more than ondnglish equivalents are retrieved in most casa®e of which
has to be selected for the textand which alternative theghose if anyThis information

was used tdormulate questions in the stimulated recall interviews.
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[11.2.3.4. Stimulated r ecall interviews 1 the procedure

The goal of the stimulated recall interviews was to gain additional information about the
writing and noticing process of the participants which was not verbalized in the think
aloud protocols.The concrete aim of these interviews was twofo{tl) Complementing

the think-aloud protocols byinformation on whatwas not verbalized in the concurrent
protocol (as recommended by Ericsson & Simon, 1993, p). 3his was necessary either

if the participant stopped verbaling for a moment and stagtl thinking silently, or if the
participant's line of thought was not clear because they had not verbalized it completely.
(2) Eliciting metacognitive information about the reasons and strategies participants used
in the processof writing. Gaining this information is nothe goal of the standard
retrospective verbalizatioprocedureas described b¥ericsson and Simon @3, p. 379

as it elicits Level 3 verbalizationdowever,it was included here as it was considered a
way to arrive at answers teesearch question 2\Which problemsolving strategies do
these learnersuse when dealing with languagelated problemsn their L2 writing?.
LarserFreeman and Long (1994, p.)1&ass and Mackey (2000, p.)Bhd Anderson
(1991, p. 46)) among others,mention the particular suitability of introspection to
investigate the use of strategies because of the definition of strategies as learned

behaviaur whichis, in most casesppliedconsciously and not automatically

The stimulated recall interviews were conducted immediatgher the thinkaloud task
hadfinished.In this way, the time span between conducting the writing task esalling
thoughts was as short as it could be withautneedto interrupt the execution of the
writing task.Minimizing thetime spanwithin which thoughts are recaller$ important to
ensure thatsome thoughtsare recalledEricsson & Simon, 1993, p.)18wo points need
to be mentioned here(l) Even though the time between conducting the writing task and
recallingthoughts was minimized, therstill was a considerable time lag. The reason was
that the writing task was completed without interruption and the stimulated recall
interview was condued after the writing task had been finished. Depending on the
duration of the thinkaloud protocol, the time lag between writing with concurrent
verbalization and arriving at the same spot in the stimulated recall interview was between
sevenminutes and oe hour For this reason, the video recording of the thialoud
protocol was used to stimulateecall asdescribedby Gass and Mackey (200p@nd
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Bowles (2010, p. 24(2) Due to the direct succession of both verbalization procedures, it
was not possible to select onlgpecific sections of the thirkloud protocol for the
stimulated recall intrview (see also the possibility of replaying the video in its entirety
mentioned by Gass & Mackey, 2000, p.).86ne disadvantage of théact that the
participant and the researdr had to watch the whole video wake longer duration of

the interview and watching some sections in which no questions were agkeother
disadvantage was that some parts of the writing and thinking process remained unclear
because it only became clear the process of datanalysisthat additional information
would have been needed which was not askddr in the stimulated recall interviewOn

the other hand,watching the whole vide@llowed the participant to stop the video if
they wanted to comment on it or verbalize their thoughts without the researcher asking
them to do so(as recommended by Gass & Mackey, 2000, jp. Bi®efinal disadvanage

of this procedure was thathere was no time to prepare questions for the stimulated
recall interview. e questionsin the interview had to beasked spontaneously as the
video proceeded.This disadvantage was accepted because the questions in the
stimulated recall interview always followed the same pattern (see below) and it was more
important to ask them at the right time and not miss too mapportunities inwhich the

participant should be prompted to verbalize.

For the reasons mentioned above,etle was no specific interview guide for the
stimulated recall interviewThe questions in the stimulated recall interview were based
on the video recording of the thinlloud protocol and followed one of the following
patterns:

1. What did you think at that mment? This question was intended to elicit
verbalization of solely those thoughts which actually occurred at the moment of
writing but which had not been verbalizgsiee the instructions in Gass & Mackey,
2000, pp. 5%60).

2. Why did you act the way you didhis type of question could elidbth thoughts
which occurred at the moment or writingnd new thoughts such as additional
information about the metacognitive processes of the participantalmout their
use of strategiesThis type of question was particularly relevant concerning the

use ofstrategies andesources (research question Bgcause the reasons for a
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specific course of action were often not verbalized, even though a decision
process apparently took place.

3. Did any other options come into your mind3o this questiorwasaimed mairy
at the use of strategies and at conscious decisions taken by the particigssts.
with question type 2, it could elicit both remembered thoughts and new thoughts.
Even though the wording of the questiamas aimedat the time of writing, it is
certainly possible that it promptedlearnersto reflect on any other possible

options which they did not think of at the moment of writing.

The participants were allowed to stop the video at any pamtime and comment on
their thoughts(see Gass & Mackey, 2000, p).5Bhey were explicitly tolthis before the
interview started.It was also stressed that there were mght or wrong answers or
thoughts and that their thoughts in the process of writing were of interest, not what they

thoughtwascorrect.

In addition to the video recording, the text written by the participants and the resources
used were available for ference purposes during the stimulated recall interview if
necessaryThis wasiecessaryfor exampleif a certain period ofearnerinitiated noticing

had to be put into a larger contexa phrase, sentence, or a whole paragraph)
[11.2.4. Qualitative i nterviews

I11.2.4.1. Approaches to qualitative interviews

The terminterviewincludes a large number of different approaches and procedures. It
can range from atandardizedinterview with strictly formulated questionand answer
options (which is more or lessa questionnairein oral form)to a narrativeinterview in
which the participants themselveteterminethe course the interview taleafter the so-
called generative narrative questigifrlick, 2009, p. 137 The different interview types
can be arranged on a scale fratmucturedto semistructuredto unstructuredinterviews
(Friedman, 2012, p. 18&Reinders, 2005, pp. 989). Ultimately, the choice of interview

type depends on the research question.
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In the qualitative research tratibn, interview types are chosen in which the participant
can influence the course of the interview in some WBginders, 2005, p. 99Structured

or gandardized interviews are therefore not typical of qualitative research, and-semi
structured or narrative interviews are the preferred choic®ifferent authors mention
different qualitativeinterview types which partly overlap (sdable8 for a comparison of

two lists including brief explanations of the different interview types
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Table8: A comparison of interview types discussed Bilick (2009and Reinders (200p

Interview type

Explanation Source

Focused interview

Semistandardized
interview/
Structurelaying
techniques

Problemcentered
interview

Narrative
interview

Episodic interview

Expert interview

Ethnographic
interview

A uniformstimulus (for example, a film3 presented Flick (2009,
andits impact on the interviewee is studied using . pp. 156156);

interview guide. Reinders
(2005, pp.
109-116)
Two interviews take place. After the first interview Flick (2009,
small cards with the interviewee's essential pp. 156161),
statements arecreated and shown to the Reinders
interviewee in the second interview. The (2005, pp.

interviewee is then able to check and change the 128130)
statements. The aim is to reconstruct the

interviewee's subjective theories on a particular

topic.

After a short questionnaire, the interview takes Flick (2009,
place which is based on an interview guide desigr pp. 161165);
to support the narrative string developed by the  Reinders
interviewee. The aim is to collect biographical dat: (2005, pp.
with regard to a certain problem. 116-125)

The intervewer asks generative narrative questior Flick (2009,
which shouldorompt a narration of the interviewee pp. 17%185);
After the narration has finished, the researcher as Reinders
additional questions on topics which occurred in tl (2005, pp.
main narration. The narrative interview is mainly 103-109)
usedin biographical research.

Combination of narrative and sersiandardized Flick (2009,
interview. Participants are asked about concrete pp. 185190)
experiences from their lives and deliver narrations

In other questions, the participants are asked abo

their understanding of concepts levant to the

research question.

The focus is on an activity in which the interviewe Flick (2009,
is an expert. pp. 165169)

Part of ethnographic field research. The interview Flick (2009,

situation usually arises spontaneouslytlie course pp. 169173
of field research.
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In-depth interview Originates in psychoanalysihe aim is to uncover Reinders
latent meanings in communication and to describ¢ (2005, pp.
them in great detail. It starts as a free conversatio 126-127)
in the course of the conversation, the participant i
confronted with associations and interpretations o
their statements.

Themecentered  Similar to indepth interview in its aim (uncovery  Reirders
interview latent meanings), similar to problewentered (2005, pp.
interview in its structure (senmstructured). 127-128)

The approach chosen for the current study can bassified as a senstructured
qualitative interviewwith the greatest affinity tathe problemcentered interview Areas
of interest were defined beforehahand questions werdormulated but the interview
guide was used flexibly according to the topics participants mentioned themselves. The
problemcentered interview combines narrative phases with more precise questions
(Flick, 2009, p. 162 For this reasonReinders (2005, pp. 1224) recommends the
problemcentered intervievg as particulaty suitable for conduding interviews with

teenagers.

111.2.4.2. Interview g uide 1

The qualitative interviews took place directly after the stimulated recall interviewss
moving on to the qualitative interview meant a transition in the interviewaiton (a less
controlled atmosphereno stimuli, no need to use a laptand remember the thoughts
from the verbalization sessiol), a transitory question was askedabout how the
participants had perceived the thirldoud procedure and the stimulated recalterview.
This questiorprompted the participants to step back from the verbalization procedure by
reflecting on it. At the same time, this question allowed for a free answer and was
therefore similar to the questions they were asked in the qualitatiterview. Another
effect of asking this question was that the participants provided information about
whether they thought the thinkaloud procedure had in any way affected thairiting
process or the product, information which is usefuthe light of the reactivity discussion

(seechapterlll.2.3.).
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In the interview, twabasicaims were pursued:

1. Gathering information about the learner profile aritie learner kackground In
the first round of the interviews, this part was intended to cover as many different
areas as possible in order not to miss any possibly influential factors. Information
about the following points was elicited: language learning historygemeral,
English learning history in particular; the contexts and conditions of language
acquisition, learning, and use iftv special emphasis on schaalit alsocovering
other contexts in deptly the motivationfor learning languages (especially English);
English writing history, preferences, and strategies; opinions on the learning,
acquisition and use of languages

2. Triangulation withthe think-aloud protocols andhe stimulated recall interviews
as recommended byHeine (2005, pp. 17475). By asking the participants to
describe and reflect on their own writingrocess, metacognitive data about the
writing process were obtained and could be compared with the observations
made in the writing task. Any deviationeme subject to further analysis to find
out why the observed process of writing and the participadescription of their

own writing process differed.

The interview guide was subdivided into three bamieas(for the complete interview
guide, seeAppendix 2. The first one was language learning histahe second was
motivation, and the third language learning and writipgeferences andstrategies.All

areasaimed atgaining the information mentioned in point labove An additionaboal of

the third area was to gain the information requiréat point 2above

In the first area, the participants weiaterviewedabout their language learning history.
They were asked to list all languages which they were learning or whiclwireyable to
use In addition, they were asked to say how long they had beaming these languages
and in which contextsAfter the reflection on the thinkaloud procedurementioned
above this area was always the first part of the interview and served as a warm

guestion agecommendedoy Reinders (2005, p. 156
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The second area aimed specifically at English and the motivédiotearning English.

Even though the clear reason to learn English for every participant was that it was one of
the compulsory school subjectswhat this question aimed at was thesubjective
motivation. The subjective motivation could havecluded only the fact that English was
compulsory, or it could include other areaBhe participantswere directly asked about
their subjectivereasonsfor learnng Englishbut they were also asked directly using
questions about their use of English outside school and about their English learning

preferences and situation.

In the first interview, it occurred naturally that a typical English class was described by the
participant after she had beensked about the conditions of her English learning. Asking
about the conditions directly thus proved to be too abstract, which is why this point in the
interview was changed from the second interview onwards and participants were asked
about their typical Bglish lesson to arrive at the conditions of English language learning.
This procedure of adapting the interview guide corresponds to the principle of the
openness of qualitative research as mentioned, for exampl&dnders (2005, pp. 388,
152-153).

The aim of the third area was to find out about the participants' views of their own
English writing process, about their writing practices and preferences, and about their
explicit knowledgeof writing strategies.To elicit information about these topicshe
participants were prompted to describe their own writing process (split up into three
phases: planning, writing, and revisindhey were asked about their English writing
practices (whether theyonly wrote at school or also irtheir private lives, what their
preferred or dispreferred type of writing wgsabout their enjoyment of writing, and
about their strategy use (with a special emphasis on prokdeming strategies in writing).

In addition, they were askkabout their preferences concerning focus on communication

or accuracy and about their use of explicit rigsen writing

At the very end of the interview, the participants were asked to assess themselves as
English writers usingontrastingword pairs With each pair of words hiey were asked to

choose which of two given words described them better as Enfglisluage writers. This
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part of the interview was intended tprovide a cros€heckagainst the information given

in the interview, and teignal he nearingof the end of the interiew (see Reinders, 2005,

p. 162. After this part, the participants were asked whether there were any other topics
they would like to mentionlas recommended by Reinders, 2005, pp.-163). If there

were no new topics, the interview finished at this point.

The interview guide was structured according to the recommendatgpwsn byReinders
(2005, p. 118 who recommends that the structure of the interview questions should be
adapted to the eloquenceof the participants. Tomeet this recommendation, main
guestions and sufguestions were planned in the interview guidEhe main gestions
were intended for every pdicipant, each of them aiming at one of thepicsmentioned
above. Each main question was assigned a set ofjsebtions in case a participantdd

not understand the question agaveno or a very brief answer.

As recommended for sepstructured qualitaive interviews(Flick, 2009, p. 17Reinders,
2005, p. 16)Q the interview guide was used flexibly and tbequence of the quesins

was adapted according to the topics which were mentioned by the participant and
therefore naturally occurred in the interviewn order to be more flexible and noepend

too much on theinterview guide, a short version of the interview guide was ceddor

use in the interview situationvhich skipped thesub-questions and only listed the main

questions (sedppendix 3.

The problermcentered interview in its original form includes gathering demographic
information about the participants by using shajtiestionnaires at the beginning of the
interview (Flick, 2009, p. 164Reinders, 2005, pp. 12I21). The demographic information
needed for this study included questions about the participants' age, the school type they
attended, their school grade, their overall grade in English and the languages they had
learned so far. Flick (2009, p. 164recommends using the questionnaire after the
interview in order to prevent the questions in the questionnaire from influendimeg
structure ofthe qualitative interviewln order b avoid having too many data types and
confusing the participants with aadditional task, most of these questions were asked

orally after the interview.The question abouthe languages leaed was included in the
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qualitative interview andorovedto be in the right placethere, as it helped reveal the
LJ- NI A OA LJ y (wads différénth langeBgesi andi tBwards language learning in

general.

Based on the results of the first data collection round with six participants, areas which
seem to influence on thdearners' noticingand strategy use were identified. For a
thorough digussion of the data analysis procedure and the results of the first data
collection round, see chaptdil.3.5 The areas identified includedhe communicative
confidence of the participants (or their foreign language anxietye participants'
declared focus in writing@gcus oncommunication ofocus onaccuracy)the participants'
subjective motivation for learning English the influence which school or privatelife
seemed to have on the English learning of the participathis dominant modeof English

use (spoken or written); the participants awareness of prob&miving strategies;
whether the participants had acquired one or two languages in early childif®mae of
these areas had not been explicitly thematized in the first interview round and only
turned out to be important after the first data analysis (for example, communicative
confidence, some aspects of motivatiolhese areasvere added to the list ofireas
important foransweingthe research questions, and the amended fissmed the basis of

the interview guide for the second data collection round.

The interviews were also analyzed with regard to the wiwwv style and possible
mistakes Here aresome important points which occurred:

1. Some of the questions structured the possible answers too much or were based
on assumptions which could not be taken for grantEdr examplethe question
about the participants' favourite type of writing(asschreibst du in Englisch am
liebsten? suggested that the participants had a favourite type of writing, or even
that they enjoyed writing. This was, however, not always the case. These types of
guestions had to be made more general in the second intergeide.

2. Some of the questions (especially the questions which were spontaneously asked
in the interview)were possibly suggestive by already presenting aiplesanswer

to the interviewee.These questions were identified and the fact that the answers
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might have been influenced by the wording of the question was considered in the
analysis.

3. The @estion Warum lernst du Englisch®Why are you learning English®vas
considered by some fellowesearchers to beinappropriate as English was
compulsory for all pdicipants. Even though the answers to this question in the
first interview round varied considerably and did not only include ¢ompulsory
aspectbut comprised of various aspectthe questionwas adaptedto give the
participants more freedom in answeq.

4. The third part of the interview (description of the writing process) was- pre
structured into too much depth, determining the phases of the writing process
beforehand based on my own expectations, and not letting the participaefisne
their own phasesof the writing procesdif there were any phases at all)For
example, by asking the participants how they planned their writing or how they
reviewed their writing, it wasassumed that they did some planning anthde
somerevisions As it turned out in the course of the interviews, not all participants
did planning oreviewing This was alreadyicorporated into the later interviews
of the first data collection round by adapting the interview guide (i.e. by first
asking whether theparticipants did any planning eeviewingat all, and only then
asking them how they proceeded), and it was especially considered when

changing the interview guide for the second data collection round.

While listening to and transcribing the first intéews, | took note of problematic
passages and changed the wording of the questions or insextiglitional questions in
the later interviews (as, for example, described in points 1 and 4 gbhdtes way the
interview structure was adapted in the proceskdata collection as recommended for
gualitative interviews (for example, Reinders, 2005, p. 3}53nterrupting the data
collectionafter the first six participantand analyzing the data allowed for adaptinghe
interview topics according to the relis and for integrating all thehangesmentioned

abovedirectly into the interview guidé

* For the $ructure of the second interview guide, see the following subchapter.
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[11.2.4.3. Interview g uide 2

For the second data collection round, the interview guide was changed based on two
sources of informatin as mentioned above:
1. The important areas in learner profiles which had not been explicitly thematized in
the first interview guide;

2. The types of questions which turned out to be too specific or suggestive.

New questions were included ithe interview which aimed at the ndw identified
relevantareas.One of the areas concerned was the participants' motivafmmlearning
EnglishThe aim of differentiating the interview guide in this point was to investiglage
participants' motivatio in more depth. Based on a review of different suggested aspects
of language learning motivatiofior a brief review, see Ortega, 2009, pp. 1B8l), the
following new interview topicswere identified and included irthe interview guide:
spontaneous associations connected with English (emotionatud#), the aims
participants set for themselves in their English learnihg effort participants claimd to

put into improving their Englishithe participants' communicative confidenddotivation
was alsothematized in terms of writing in English asturned out in the first data
collection round thatenjoyment and positive attitudes towards English were not

necessarily linked with enjoyment and positive attitudes towards writing in English.

Other topics which had not been explicitly askaabutin the first data collection round
but which turned out to be important were the influence of school or private life on
English learningthis was impliciy present in several questiorit was not necessarily
elicited from all participants in the necessaryptle) and the participants'language
learning awareness, especially their awareneproblemsolving strategies other than

using dictionariesThese topics were included in the second interview guide.

Overall, the questions were changed to give the ggrants more freedom in answering.

The interview guide followe®&einders' differentiation of structured, sessiructured and

unstructured questiongReinders, 2005, pp. 16467). Structured questions (questions

which elicit a short answer becaaighe range of possible answers is low as in, for

example, yesio question$ were used to find out whether a certain phenomenon was
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present in the participants and whether it therefore made sense to ask further questions
about this phenomenonUsing struatired questions helped avoid implying factsthiing
things for granted which were not necessarily true for all participgsee pagel00).
Semistructured quesibns give the participants more space to answer but they focus on a
specific aspect of a phenomenon. These questions were usegito specific types of
information such as the areas of Englishich the participants considéhemselves good

at. Unstructured questions give the participants the freedom to answer in any way they
like and to set their own focu#in example of such a question is the question about the

participant's spontaneous associations with English or with Englisimgurit

The aim inconstructing the second interview guide was to make the questions more
general in order not to prescribe answers or imply facts, at the same time including the
aspects which turned out to be important in the first data collection roudding the
system ofstructured, semsstructured and unstructured questions helpedmply with

these goals.

The interview guidevas split into three parts (for the interview guide, séependix 4for

kinds of informationexpected for each interview questipseeAppendix 3. The first part

was a warrrup question (which roughly correspontisthe language learning history part

in the first interview guide), the second part focused on the participants' use of English
and their motivation, and the third part focused on Englisinguage writing and

strategies.

The warmup question was kepbecause it elicad information concerning language
learning orientations, and it served asreeansfor the participants to switch between the

controlled stimulated recall interview and threore flexiblequalitative interview.

In the second part, information about the participants' English learning in general was
elicited, including their use of English, influences on English learning (school or private),
motivation (enjoyment of English, orientations, integrativeness, communicative

confidence / foreign language anxiety, willingness to close knowledge gaps), and aspects
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of language learning awareness (awareness of own knowledge gaps, reflection on school

English learning).

The third part focued on English language writinflhe questions were formulated to
elicit information about the participants' motivation to write in EngliskelEconfidencein
writing, enjoyment of writing) further aspects of language learning awarenesfigction
on their own writing processawareness of own knowledge gaps terms of English
language writingexplicit knowledge of strategies, especially probisaiving strategies)

and the participantstleclaredorientation towards communication or ag@acy in writing.

As with the first data collection roundhe participans’ demographic datdage, school

type, school grad, overall grade in English) wezellected orally after the interview.

[11.2.5. Triangulation in the r esearch design

The basic principle dfiangulation is to take different perspectives on the research topic
or the research questiondt is one of the possible methodsf justifying the validity of
qualitative research angromotingits quality (Flick, 2000, p. 302009, p. 44% Denzin
(1978, pp. 294807) distinguishesbetween four types of triangulation in the research
design: data triangulation, investigator dngulation, methodological triangulation
(further subdivided into withirmethod triangulation and betweemethod triangulation)

and theoreticatriangulation.

Denzin (1978, p. 295efines data triangulation as gathering data on one topic from
various data sourcedata sources irthis sense should be distinguished from different
methods of generating datddata triangulation in its narrow sense as described by Denzin
is purposely not present in this study as the aim of the study was to inveslegmteer
initiated noticingand the learner profiles of a specific group of learn@’s to 16-year

old German learners of English), as opposed to investigd¢iaugnerinitiated noticing

from various perspectives and including different ages or even different types of persons
such as language learnersJanguage teachers andanguage professionals Denzin
mentions that in a very loose sense, theoretical sampling (i.e. looking for different

participants to cover as many of the theoretical possibilities as possible) could also be a
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type of data triangulation. As described in chaptdr.2.1.] one criterion of the
participant search was their diversity in gender and languagesdeaRarticipats whose
background had the potential to bring new variation into the datare purposely
selected to participate in thetudy. This way, data triangulation in its loose sense was

applied in the current study

The investigator triangulation is defined &ging to detect or minimize biases resulting
from the researcher as a person by employing different observers or intervig@ersin,
1978, p. 297 Flick, 2009, p. 444Due to tre character of this study as a qualification
study, the possibilities of investigator triangulation werestricted. Havever, as
mentioned in chapterll.1.3 | tried to arrive atas much investigator triangulation as
possible by discussing the research process and the results with colleaguelsyand

presenting them at conferences and in universigminars.

Methodological triangulation was used in two ways. Betweegthod triangulation was
used for the description of the writing process and thetggpants'noticingby combining

the observations of the participants' writing process as exhibitedthie thinkaloud
sessions with their own generalized descriptions of their English language writing and
noticingaselicited in the qualitative interviewgsee also the recommendation by Heine,
2005, pp. 174175). The aspects triangulated in thisaw included the structure of the
participants' writing process, the monitoring anmbticing the use of problensolving
strategies, and the participants' focus on communication or accuracy. All of these aspects
could, on the one hande observed in the timk-aloud protocols, but were, on the other
hand, explicitly talked about in the qualitative interview@ases where the participants'
description was different from what was observed were of particular interest in the data

analysis.

Another type of betwen-method triangulation was the triangulation between the
observed writing process and its description or explanation in the stimulated recall
interviews. The aim was to avoid assigning languagjated episodes to a certain
linguistic area (for example,pslling), even though the participant's focus lay on a

different area (for example, morphologyThe data collected in the stimulated recall
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interviews delivered information as to which language area the participant was
concerned about when dealing with a languagéated issueThecategorizations of LRE
based on the thinlaloud data were therefore triangulated with the participant's
classiftation as elicited in the stimulated recall intervi¢gee also the recommendation

by Heine, 2005, pp. 17¥79).

The second way of methodological triangulation was wHmmigthod triangulation. In the
interviews, two types of questions were combined. The participants were, on the one
hand, askedjuestions which aimd at specificevents in thér lives relevant to thedpic.

This informationwas triangulatedwith more abstract, generalized types of information
on the same topicFor example, asking participants about their knowledge of problem
solving strategies was combined with asking them about episodes in whichhtney

applied the strategies.

With theoretical triangulation Denzin means"approaching data with multiple
perspectives and hypotheses in mih@Denzin, 1978, p. 29According to Denzin, it is a
challenging task to allow for different theoretical perspectives on one topic and not to fix
on one single perspectivavhile ignoring other perspectivedn this study,theoretical
triangulation is attempted by considering different points of viewf learnerinitiated
noticingand problemsolving strategieglanguage awareness, focus on fQrnmtegratirg
these with different perspectives on the L2 writing process (as described in cHapt8r
and with research on individuaifferencesin second language acgaition. By choosing
an open approach tdahe research, starting with questions instead of hypotheses, the
results ofthe researchare open to interpretations based oany of these theoretical
frameworks instead ofollowing one theoretical framework andrying to fit the results

into this specific framework

[11.2.6. Piloting the m ethods

Before the first data collection, the methods were piloted several times in order to
identify any problematic places in the thirddoud and stimulated recall procedwser in
the interview guide.In the thinkaloud sessions, the specific purpose of piloting was

gainingconfidencein giving the thinkaloud instructions and gaining practice in taking
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notes during the writing process and in encouraging the participants to think alautie
piloting phase of the thinkaloud procedure, it turned out that the thinrloud sessions
would have to be recorded on video in order to see when participants were only thinking

and when they were actually writing.

Piloting the stimulated recallrpcedure was particularly important because the questions
in the stimulated recall interview had to be asked spontaneolB&ypiloting the method,

it was possibleto identify relevant episodes in the thirloud protocol more precisely
and to miss fewer elevant sequences|t was also possible to identify thkinds of

guestionswhich couldbe asked without them beingleading

Piloting the qualitative interviews helped edit questions which could be misunderstood or
not understood at all. It also helped nreflect on my interviewing style including the
tone of my voice, the length and complexity of my sentences, as well apabe of
speech Before the second data collection round, the new interview guide had to be
piloted for the same reasons as the fiisterview guide. As the questions in the second
interview guide were generally more open than the questions in the first interview guide,
piloting was also essential to see whether the questions etidihe expected types of
information. It turned out tha even though the questions elicited the expected types of
information, having additional, more specific questiarshints readywasuseful in case
participants did not come up with any answers attir example, when a participant was
asked about their associations connected with English and did not come up with any
associations, itwas possible to ask them how they felt about English or what they

connected with their English learning at school.

Usihg the data recorded in the piloting phag@ge transcription was also piloted which
turned out to be especially useful the case of the thinkaloud protocols. Bypnly using
audio data, it was not possible to distinguish between phases in which thecipariis
were only thinking aloud (i.e., if Levelt's model is transferred to writing, conceptualizing
or formulating) from phases in which they were writing (i.e. already articulptiAg

mentioned above, using video instead of audio recordings resoheds$ue.

106



I11.2.7. Data processing

[11.2.7.1. Technical equipmentand data storage

For the video recordings,\adeocamerawith an inbuilt microphonevas usedin order to
improve the quality of the recordings and to resolgemprehensiondifficulties which
arose due to thaise ofan inbuilt microphone, an additional audio recording of the think
aloud protocols was made during the second data collectmmd. The video camera
wasconnected with a computer by means ofiaiversal serial budJSB calde. This way,

it was possible to watcthe video recording of the thirkloud protocol on the computer
immediately after it had been recorded. The computer program used for watching the
video reording was Windows Media Player the first data collection round and VCL

Media Player 2.0.1. Twoflowarn the second data collection round.

In the first data collection round,he stimulated recall sessioand the qualitative
interview wererecordedusinga Sony MiniDisc recordexith an external microphoneln
the second datacollection round, theZOOM Handy Recorder H&ith an inbuilt

microphone was used.

[11.2.7.2. Transcription

Besides saving the recordings on a computer and on an externaidniarg all recordings
(audio and video) were copied onto a CD (one CD per participant) and stored together
with the participants’compositions the notes about the participants' use of mesces,
and any other notes taken during or after the data collection session. In addition, the

participants’compositionswvere scanned and saved electronically.

Due to the nature of the verbal data collected and the type of analysis, the entire
recording and not only selected passagegre transcribed?. Especially in the thirk
aloud protocols, the data collected were vatgnse and large parts of the protocols were
relevant for analysis. In addition, theitial approach chosen for the data analysis veas

inductive one(see chaptersll.3.1and |1l.3.2, starting the analsis with the data and not

“The transcripts were saved in a Rich Text Format (RTF) in order to keep the formatting (italics, underlined
text), while at the same time making the text readable to the software deedata analysis.

107



with a predefined set of categoriedn order not to miss any relevant categoried, data

had to be transcribed and analyzed.

The computer progranused for transcription wagsif transcriptionsoftware authored by
Dresing and Pehl (20¥2. The softwareis suitable for transdptions of audio and video
recordings andcan be controlled by either using the function keys of the computer

keyboard or by using a fopedal.

The different types of data collected requireing differenttranscription conventions
for each type of dataespecially concerning the level of detdik recommended bfick
(2009, p. 30Y the level of detail should be adapted to the requirements of the research

question.

The basis of the transcription conventions were the transcription conventions used in the
ViennaOxford International Corpus of EngligfOICE Project, 20p7These conventions
were adapted to the particular needs of the data and the research questimsiost of

the data was in the German language, the comments in transcripts were in Gelmadh.
data types the transcriptons were done in the standardized spellimyi{ish English and
German), transforming dialect @ccent into the standard form as this information was
not relevant for the analysi®A time stamp was insertedt the beginning and at the end

of the transcrip, as well agvery five minutes to ensure that the transcript could easily be
aligned with the recordingThe transcription conventions which were used over all three

data types are listed imable9.

“3The software can be downloaded frdnttp://www.audiotranskription.de.
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Table9: Transcription conventions valid for all three data types

Code/ Example

Explanation

<liest> words words </liest>

{sucht im Warterbuch{20)}

SCHUle

<un> xxx </un>

Ahm, Ah, Mhm, Okay, Ach ja, Oh, Nein

Information about the mode of speakin
(for example, if something wagad out) is
indicated by tags similar to html tags

Any activity other than writing or speakir
and any contextual events are indicated
curly brackets.f the activity takes longe
than a few seconds, theduration is
indicated by the approximate number «
seconds in round brackets.

Words or syllablesspoken with particular
emphasisare indicated by capital letters.

Unintelligible speech is marked bis xthe
number of x's approximates the number
syllables) inserted in <un> </un> tags.

Discourse markersare transcribed in ¢
standardized way.

The thinkaloud protocols required several specific transcription rules due to the

character of the verbal daténo sentences discernible most of the tinge)d the fact that

the participants were writing and speaking at the same tifftee specificconventons

used to transcrib¢he think-aloud protocolsare listed inTablelO.
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Tablel0: Transcription conventions specific to the thirddoud protocols

Code/ Example Explanation

kunst musik sport wirde sofort rausfliegel The speech istranscribed in lowercast
letters.

(1) ahm (2) gute frage (.) also bestimi No sentence punctuation is include

eine sprache und eine naturwissenschaft Pauses are indicated in round brackets.
indicates a short pause, (1) indicates t
approximate length of the pause ir
seconds.

antwort auf die frage (3As _an answer tc If the participants writewhat they say, the

the topic text is underlined and written the sam
way as on the task sheet (includi
punctuation and capital letters)

education{educatig If the participants write something els
marz March} than what they say, the spoken utterance

transcribed and the written text is put int:
curly brackets and underlined.

{sucht "hinsichtlich" im wérterbuch, finde If aspecific word from the participants te»

es nicht (32)} or protocol is referred to in the descriptio
of contextual events (curly brackets), tF
word is put into quotation marks.

{I: laut denken} If the interviewer says something durir
the think-aloud session (for exampl
reminding the participant to think aloud’
the text is put into curly brackets an
marked bythe codel..

The stimulated recall interview and the qualitative interviews coble split into
sentences. For this reason, the transcription followed the standard orthography and
punctuation of German, including the use of capital letters at the beginning of a sentence
and for nouns, and the use of a fgliop with falling intonation tathe end of a sentence

and a question mark with rising intonation (indication of a questidie speakers were
marked by their initials (which were later anonymized) and each turn was marked by a

new paragraphOverlaps irthe speech of the interviewer and the interviewee wanet
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obviously marked as they werenot relevant for the analyst& Specific transcription
conventions used for the stimulated recall interview and for the qualitative interviews are

listed inTablell.

Tablel1: Transcription conventions specific to th&timulated recall interviews and the qualitative interviews

Code/ Example Explanation

I: Ja, was machst du dann wenn dir ¢ Interruptions or direct sequences of th
Wort...= interview partners are marked by a = at ti
1M2: =Dann uberlege ich mir das Wort @ end of one line and the beginning of tf
Deutsch next line.

Ah, also ein Themayor- vorgegebenes An unfinished sentence is marked by thr
Thema aber... dots.

Ah, also ein Thema, vorvorgegebenes Pauses are marked by commas.
Thema aber...

Ahm, ab dem, siebten, achten (...) al Long pauses arenarked by three dots ir

nachdem ich acht oder neun war. round brackets.

QO@ Laughteris marked by @. The number
@-signs indicates the approximate leng
of laughter.

also man muisste viel mehr so kc Incomplete words are marked by a hyph
Konversationen machen at the end ofthe incomplete word

jetzt sind wir ein bisschen weniger aldo Backchannels by the interviewer or th

Mhm.), ungefahr dreif3ig. interviewee whichcannot be considered .
new turn (they do not interrupt the flow o
speech of the interview partner) argiven
in round brackets with the speakersode
indicated.

Two specific rules had to be used for the stimulated recall interviews due to the fact that
the interviews included watching the video of the thialoud session (1) To indicate
watching the video, a new paragraph was created and marked by the MOFNAHME
(‘recording’) at the beginning and by the worBTOPR'stop') at the end of the video

*Marking overlaps in speech is importantafstudy is interested in the patterns and structures of a
conversation (for example, in discourse analysis). Irctiveent study, the conversation characteristics were
not analyzed but the content was important. Ignoring overlaps and transcribing them as separate turns
helped improve the intelligibility of the transcripts.
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section. The respective part of the thialkoud protocol wagastedinto the transcript of
the stimulatedrecall session and was typed in italics to clearly discern it from the actual
interview. (2) If the interviewer or the intervieweenade any commentsvhile watching
the video, this was indicated in the transcript by tags <vithrend Aufnahme lauft>
(while the recording is running’) at the beginniraf the commentand </wahrend
Aufnahme lauft>at its end. Between these tags, turng if any ¢ were indicated by

paragraphs as in the rest of the stimulated recall intens.

[11.3. Data analysis

As mentioned in chaptdtl.1.], the analysis of the data in this study was qualitatiSass
and Mackey (2000, pp. 9B01), with reference to stimulatedecall interviews, discuss the
difficulties in analyzing verbal data quantitatively. As verbal data elicited afitgtive
interviews is inherently qualitative, any coding which allows for quantification and
statistical analysis will be subjectiv@ass and Mackey (2000, pp.-880) compare the
different uses of verbal data by saying that

[gluantification of qualitative data, such as a person's introspective comments about L2
writing revisions, is very different from quantifiten of words, clauses, phonemes,
grammatical and ungrammatical sentencesynits, grammatical structurespr many
other kinds of L2 data

In this quote, Gass and Mackey compare the linguistic analysis of speech with the content
analysis of speech. The aqtification of the formelis possible whereas the quantification

of the latter is problematic as the categorization involvagerencing andsubjective
judgments by the researchefs this study involves data of the latter kirlde verbal data
elicited in this study are analyzed qualitativedyving preference to wlepth analysis over

generalization of the results.

[11.3.1. Approaches to g ualitative data analysis

There are two basic approaches to qualitative data analysis, the deduand the
inductive approach(Kuckartz, 2009, p. 0The inductive approach develops a category
system or a theory based on the data, wherelhs tleductive approach usean «isting
set of categories, which is based on an existing theang appliesit onto the data,

modifying the categories where necessary.
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The most pronounced inductive pmach to data analysis is thgrounded theory
developedby Glaser and Strauss (196According to Glaser & Strauss, the theory should
emerge from the data in the course of the data analysis, and a researcher should
approach their data withoulinking it with any theoryGlaser & Strauss, 1967, p.)4&s
mentioned in chaptedll.1.2 Kelle and Kluge (2010, pp.-28) argue that it is neither
possible nor advisable for a researcher to ignore the existing theories altogether. Instead,
they suggest (following the suggested adaptations of the grounded theory) that a
researcher should be aware of their own theoretical background and knowledge and

consciouslyse it to supportanalysis.

The coding procadte used in the gundedtheory consists of threestages In the first
stage the open codingthe researcher goes through the data line by Ijae Flick, 2009, p.
309 mentons, also larger units of analysis such as paragraphs are p@ssieletifying

units of meaning and assigning codes to thiick, 2009, p. 3QMackey & Gass, 2012, p.
191). This step results in a large number of codésch reflect the data very precisely. In
the next step, the codes are brought together into categories, the names of which come
either from existing esearch or fronthe interviewees own expressiongFlick, 2009, p.
309). A further developrant of the categories follows in which theqperties and the
dimensions of eacltategory are definedFlick, 2009, p. 3Q9 At the end of the open
coding, the researcher should have created a list of codes and categories attached to the
text. In the second basistage of analysjsthe axial coding the relations between
categories are elaborate(Flick, 2009, p. 3)0In this phase of data analysis, categories
within and across participants are compared and the category system is further
elaborated(Mackey & Gass, 2012, p. )9The researcher moves back and forth between
inductive and deductive thinking, developing cepts, categories and relations based on
the dataand, at the same time, testing the developed concepts, categories and relations
with other text passageg-lick, 2009, p. 3)1In this stage, categories emerge which are
most relevant to the research question and relations between these categories are
elaborated (Flick, 2009, p. 312 The last stage iselective codingin this stage the
researcheiarrives at a higher level of abstraction with the aim of giving a brief descriptive
overview of the phenomenon under studlylick, 2009, p. 3)2or the theory. This theory

is then formulated in greater detail and checked against the data in order to see where
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the theory needs further developmer{Flick, 2009, p. 3)2This procedure is repeated
until theoretical saturation is reacheda situation in \Wich gathering new data or

interpreting the data anew does not promise any further development of the theory.

Kelle and Kluge (20)@ise a number of concepts from the grounded theory and from
other methods of data analysend present a procedure for data analysis which uses the
comparison and contrasting of single cases to arrive at a typoldgy concepts of coding,
categories and their dimensions are kept, explained in great detail and illustrated with

examples from resarch.

Another inductive approach to qualitative data analysis isahalytic inductiordescribed
by Znaniecksee Flick, 2009, pp. 121, 408nalytic induction first develops a preliminary

theory and then makes use of deviant cases in order to adapt the theory

An example of anore deductive approach to data analysis is the qualitative content
analysis developed by Mayririgee Flick, 2009, pp. 3228). Before the data is analyzed,
the direction of the analysis must be determined and the research questions must be
clearly formulated based on earlier resean@tick, 2009, p. 324 Three basic techniques
are distinguished in qualitative comieanalysisThe aim of thdirst of them,summarizing
content analysisis to reduce the data by paraphrasing it and bundling and summarizing
similar paraphrases(Flick, 2009, p. 325 The second techniguesxplicative content
analysis explains unclear passages by including information from outside thgFégk,
2009, p. 32Y. Finallystructuring content analysis used which looks for types formal

structures in the materialFlick, 2009, p. 337

Further method of data analysis include discourse analysis, thematic coding, or the
global analysis, to namteut a few. The main concern discourse analysis the linguistic

or structural features of discourse rather than its contgftriedman, 2012, p. 192
Thematic codingcombines the grounded theory witha predefined set of participant
groups and with pralefined topicqFlick, 2009, pp. 31823). Gobal analysiss especially
suitableas a first step in data analyss itis usedto obtain an overview of the thematic
range of the text which is to be analyz@dick, 2009, pp. 32830).
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111.3.2. Approach ¢ hosen for the data analysis

The approach chosen for data analysis in the current study is based on the approach
described byKelle and Kluge (20)@nd is therefore closely related to the grounded
theory approach. An open, inductive approach to dataalgsis was chosen at the
beginning of the analysis procedure in order not to miss any potentially relevant
phenomena. The inductive approach resulted in a large number of categories which had
to be grouped together and dimensionalizethe developed categies were constantly
verified against the datédeductive approach)At a later stage of the data analysis, the
developed categories were comparéal similar categorizations in available research and
again verified against the data. The constant shiftisgu@en the inductive (creating and
re-organizing the category system) and the deductive (verifying the developed categories
against the data) analysis constituted an essential part of the data analysis. Only with a
category system which captured the comxyitg of the data, at the same time allowing for
comparisons across participantsas it possible to analyze and interpret the data. The

exact procedure of data analysis is described in chafit8rs

After the second data collection round, the category system developed in the first data
collection round was applied to the datand adapted where necessaryhe exact
procedure of data analysis in the second datademtion round is described in chapter
11.3.6

111.3.3. Specific requirements of the particular data types

Each of the data types involved in the research design posed specific challenges in the
analysis.In the thinkaloud protocols, the basic unit of analysis had to be defined.
Drawing on the research discussed in chaptelr.3.2 languagerelated episodes (LRES)
were defined as basic units of analysis. An LRE was a part of the protocol in which the
automatic processing in the writing process was interrupted and ¢aenler stopped to

think about the content or the language used. The end of an LRE was defined by the
participant finding a resolution or giving ufn integral part of this definition is that only
those cognitive processes are analyzed which participantsn@ to during task
performance, i.e. processes in which a conscious decision is taken by the participants,

because only these processes can also be verbalized by the participants. Processes which
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go unheeded (automatic processes) are not part of the yis{see also Cumming, 1990,

p. 505, whaused the same rationale

In the analysis of the stimulatedecall interviews, remembered thoughts had to be
differentiated from new thoughts. Verbal cues weusedto identify new thoughts and
exclude them from analysid¢f, for example, a participant was not sure what he or she
thought at the moment of writing and started hypothesizing about their possible
thoughts, these thoughts were not considered in the analysis. Also evaluations of own
proceeding (for example, staty that something should have been done differently) ever
not considered as they emerden the course of the stimulatedecall interview and not

in the writing process.

For the qualitative problem-centered interviews, the gquestion was whether $electa
specific method of interpretation. According fick (2009, pl164), problem-centered
interviews are hot committed to any special method of interpretation but mostly to
coding procedures, and qualitative content analysis is mainly Ugexithe approach sl
for the other types of datdsee above) also seemed talile for the interviews, it was the

preferred choice.

[11.3.4. Technical e quipment

At the beginning of the data analygsee chapteill.3.5., no technical equipment was
usedand printouts of the transcribed data were used for reading and marking topics and
possible categoriedAt a later stage (see chaptelil.3.5.2and 111.3.5.3, the data analysis

was conducted with the help of the qualitative aysis software MAXQDA IVERBI
GmbH, 201 Software use for qualitative data analysis facilitates the process of analysis
to a great extent as it allows for multiple coding of text segments, modifying the coding
system including reoding the text segments, and creating short notes (memos) at any
point and any level of analysis. Even more importantly, it offers various repfior the
retrieval of coded segments, including advanced retrieval (such as, for example, retrieving
all text segments in which two codes-oocur) as well as options for graphic presentation

of the results.
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The software MAXQDA 10 was the preferred caatompared to other qualitativeata
analysigools éuch as, for example, nVieo ATLAS tibecause it is by far the bekhown

tool, there are resources which illustrate the possible uses of MAXQDA for qualitative
data analysig(for example, Kuckartz, 20Q%nd it was recommended by colleagues as a

useful and manageable tool.

In order to be able to analyze the data in MAXQDA, the transcribed textdchaeé
imported in asuitable format. MAXQDA allows for importing texts in the RTF format
without a loss of formatting. The stimulated recall interviews and the qualitative
interviews had already been pre-structured due to the interviewemterviewee
interaction. Each new turn (excluding backannels) constituted a new paragraph. As the
think-aloud protocols were monologues by the participants, they did not contain any
paragraphs. In order to give the protocols a certain structure for the analysis, amew li

was inserted every 100 signs.

I11.3.5. Data analysis in the first data collection round

The analysis after the first data collection round comprised a number of steps, generally
shifting between the inductive and the deductive analysis, and between analysegiaf s

participants andanalysesacross participants (sdeigurel0).
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Figure10: The process of data analysiStarting with the data, an inductive analysis was conducted which lead to a
category system. The category system validated on the data, using deductive analysis. The data was analyzed across
participants and across data types. This procedure resultedriraaended list of categories. The same procedure was
repeated several times.

The single steps taken in the data analysis are showralle12 and described in detail
further below. There were three largeasicstepsin the data analysiq1) initial analysis
(largely corresponding to the open coding stage in the grounded theory), the purpose of
which was to become familiar with the texts and identify important topics and the nature
of possible categorieq2) detailed analysis (largely corresponditogthe axial coding
stage in the grounded theory), in whiehsystem of categories was created, including
grouping and dimensionalizing oftegories, and the category system was applied to the
data; and (3) creating a typolody of learnerinitiated ndicing, strategy useand
participant profiles(largely corresponding to the selective coding stage ingtaminded
theory), a phase in which the category system was related to existing research and

possible tendencies in the data were identified.

“>The word typology is used here because irss to be the most convenient word to capture what is
meant. Even though there cannot be a typology based on six or ten participants only, certain trends or
tendencies as to distinct types in some areas can be recognized. In order to avoid repeatingrdise wo
trends and tendencies and making the text unnecessarily complicated, the word typology will be used
throughout, following the terminology suggested Kglle and Kluge (2010
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Tablel2: Steps in data analysis after the first data collection round

Basic step

Substeps

1. Initial analysis
Becoming familiar with
the texts and identifying
important topics and the
nature of possible
categories

First steps alreadwhile transcribing: getting to know
the texts

Reading the texts and noticing topics and their
repetition

Reading the texts and marking topicsfial categories

Constructing dirst profile of every participant based ol
all threedata types

2. Detailed analysis
Defining a system of
categories, grouping
and dimensionalizing
the categories, analyizg
the texts according to
the categoly system

Grouping related categories

Defining basic categories and their dimensions, creat
hierarchy

Grouping related categories anew
Verifying the new category system against the data

When category system relatively stable;assigning
text segments to the modified system

Analyzingof data types amss participants to find
tendercies

Analyzingoarticipants across data types, creating
profiles

Companngall participants across all data types,
highlighting similarities and differences

3. Creating a typology
of learnerinitiated
noticing, strategy use
and participant profiles

Identifyingpossible important dimensions of
comparison based on the detailed analysis

Relating the datdased dimensions of comparison to
existing research literature, adapting the terminology

Creating a model déarnerinitiated noticingbased on
the dimensions of comparison

Reanalyzing the data based on the modeledrner
initiated noticing

Analyzindearnerinitiated noticingand learner profiles
separately for each participant

Examining tendencies learnerinitiated noticingand
in learner profiles across participants

Combining the two analyses to establish links betwee
learnerinitiated noticingand participant profiles

Identifying possible general tendencies which may be
confirmed by gathering further data
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[11.3.5.1. Initial analysis

The aim of thanitial analysis was to gain an overview of all the data and identify possible
directions in analysis. As tltata were transcribed by myself, | was able to note the first
impressions and ideas while transcribiniche transcriptionof texts helpedto become
familiar with the texts in great detail compared to a situation in which the texts are

transcribed by a persoother than the researcher.

After finishing the transcriptions, all the textgere readcarefully in order toobserve
which topics are in the texts and whether they-agecur.In reading the texts again, the
topicswere also givemames.In this phase, printouts of the transcriptgere used and

the names of the categories were noted the side of the transcripExampleof topics
which came upat this stage arevritten planningor using a dictionaryn the thinkaloud
protocols, reflection on grammaror stating own opinionsin the stimulated recall
interviews, andriends abroadr importance of emotiong the interviews. All the topics

or categories wergrounded in the text. If similar topicgcurredin different participants,
they receivedthe same or a similar name. The analysis took place on a word or phrase

level in the thinkaloud protocols and mostly on artulevel in the interviews.

After readingthrough all the texts several times, checking the topics and looking for
repetitions, a first attempt at constructing participant profilesgas made A profile for
every participantwas createdbased on the three dataypes. Already at this stage, it
became apparent that the stimulated recall interviews would deliver information for the
analysisof learnerinitiated noticingas well as for the learner profile analysisie profiles
created at this stage contained stawents and obervationssimilar to those listedn
Tablel3.
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Table13: Examples of statements from the first version of the learner profiles

Learnerinitiated noticing Learner profiles

Pronounced / little reflection on spelling/  Intensecontact with English outside schoc
wording/ grammar

Use of dictionary only to avoid repetition Teacher considered the only important
factor for good teaching

Careful, tries not to commit any errors Structure in writing important

Spontaneous writing, gives up ideas if noi Content more important than errefree
able to formulate them writing

One preliminary result of thenitial analysis was that some learners adopted a more
holistic aproach to writingwhereas others adopted a more analytical approach and
focused more on detailThe holistic learners seemed to be more iut¢h with English
outside schoolThey were prepared to te more risks in writing, were spontaneous and
used the language as an instrumerdther than an object of analy@t study. The
analytial learners, on the other hand, were in touch with English primarily at school,
were not prepared to take risks, wereftected writers and preferred seeing the language

as an object of analytad studyrather thanan instrumentof communication

With these prelimirary insights in mind and with a firewverview of the topics and issues

in the data, it was possible froceed to the more detailed analysis.

[11.3.5.2. Detailed a nalysis

For the detailed analysis, the categories created initiigal analysis were examined and
put together for every data type. A large number of categories resulted from this step and
the next step wa to group related categorida order to reduce the number of different
categories For example, all categories which were related to the use of resources to deal
with languagerelated problems were grouped togetherAfter grouping related
categories the category system had to be given a hierarchymake the data more
transparent and comparablérawing on the relations between the different categories,
overarching or basic categories and thgitbcategories andimensionswere definedas

suggested belle and Kluge (2010, pp.-89). In the thinkaloud protocols, for example,
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a basic category calledelfcorrection was defined. This category contained four
subcategories, théme of occurrene, the area the way of correctiorand theresult Each
of these subcategories was split into several different dimensibigure 11 illustrates

this example otlimensionalizing categories.

Basic category —> Sub-categories ——> Dimensions

— Immediately

— Re-reading a sentence/short
section

— Re-reading the whole text

Time of occurrence - Scanning / Skimming
- Incidentally

- Vocabulary

— Style

- Grammar

— Spelling

— Word repetition
- Content

Area

Self-correction

Adding/changing/deleting

Way of correction
— one or few letters
- aword/lexeme
- aphrase

— asentence

Result — Improvement

- New error
- No change
- Worsening

Figurell: Dimensionalizing categories, example of sefirrection

The result of the dimensionalizing process was a hierarchical system of categories
structuredaccording to the scheme illustrated Figurell. Some categories contained an
additional level of sulzategories (i.e. there were two levels of scsitegories and only

the second level was dimensiormdd).Even though this category system was hierarchical
and therefore contained a relatively small number of basic categoriesiatige number

of subcategories and dimensions would not have allowed for drawing comparisons and
conducting analysesA secon round of grouping categories was necessary, again with
the aim of finding related categories and grouping them into oA&éer the second
grouping round, the new category system was verified against the data. At this stage, the

MAXQDA software was empley (see above)the category system and the texts were
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imported into the software and the analysis continued using the software. The texts were
analyzed and text segments assigned to the newly creastegories. At the same time,
the category systenwas nodified where the data made it necessarfs soon as the
category system seemed to be relatively stable, all the tesetee analyzedgain and the

text segmentswere reassignedtio the modified category system. The category system
which was the result ofhis combined inductive and deductive analysis is shown in

Appendix6.

The basic categories in the thiakoud interviews at this stage of analysis wemntent
related LRES(i.e. what to writef®and instrumental LRES(i.e. how to write it) The
contentrelated LREsvere analyzed according to thgpe of content LRE(for example,
thinking about what to write), thdanguagein which it took place (English, German or
combined), thereferenceof the LREsentence, paragraph, or the whole text), theode

of the LRKoral or written), and finally, théime when the LRE occurre(before starting
writing, before formulating a certaipart of the text or after formulating a certaipart of
the text). The instrumentalLREswvere analyzed according to théeme when the LRE
occurred (before formulating, after formulating, or after finishing the first draft), dinea

of the LRKfurther subdivided into apparent slips tfe pen, vocabularyREsvhich were
further differentiated, other linguistic areas such geammar, style, sentence or text
structure, as well as metplanning andrevising) dealing with the issue in question
(further subdivided into strategies such asingresources andinding asolutionwithout
the help of resourcesanda category statingvhether changes were made tthe text or
not) and theresult (further subdivided into resolved and unresolved problems and the
correctness of the solution, if applicabléh further analysis, the areas of instrumental
LREsvere grouped again in order toe alde to find possible tendencies in the data. The
areas after the grouping were thiewest levelof noticing (such as spelling), thiexical

level the phrase or sentence leyeind thetext level

“®The termcontentrelated languageelated eisodesmight seem seltontradictory as languagelated
episodes might be understood to exclude questions about content. However, as mentioned in chapter
11.1.3.2 languagerelated episodes have been treated in research as dealing with language form as well as
content(see, for example, Swain & Lapkin, 1995, pp-3309.
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The bag categories in the stimulatedkcall intervievs were thecause for reflectionthe
reason for actinghe way the participant acted, and these of strategiesThe cause for
reflection was subdivided into dimensignscludingintuition, reader, content, language
and structure The dimensions of theeasons for acting were in part identic the
dimensions of the cause for reflectiodssumptions about Englislvere one of the
dimensions unique to the "reason" categoryn the categoryuse of strategiessub

categories such asse and evaluation of seurcesor text planningwere created.

Two additional categories were needed for the stimulatedall interviews. One of them
was the participantsselfevaluation either related to the concrete writing task which
they dealt with in the thinkaloud sessionor a generalized type of evaluatiosbout their
own writing or learning process or characteristitfie generalized type of evaluation was
more in place in the interviews and wastiefore analyzed with the help of the intervie
category systenfsee also chaptdtl.2.2. Another category wasterpretationon my side,
that means categories which were ndirectly mentiored by participantdut where the
participants statements clearly indicated a certain tendendethree subcategories of
interpretation were the participants'uncertainty (in English or in writing), the
internalization of school rules and guidelinasd adaptingwriting to one's own abilities
It was important to keep this interpretation category separate from the other catego
as this category was deded from the databut was notexplicitly mentioned by the

participants

In the interviews, the bas categories were the participant®action to the verbalization
procedure the languagesspoken or learned by the participants, thétnglish learning

their English school classesnd theirEnglish writing The reaction to the verbalization
procedure was categorized according tofasus(process or product) and thevaluation
(positive, negative, or ambivalenffhe languages were categorized according tofirst
andadditional languageslin the Engliskelrning, thereasons to learn Englighaffective or
functional), thepreferences in learning Engligfurther subdivided into areasuch as
theory and analysis, use of English, or general attitudes to learning English, and into their
evaluation by the leaners which could be positive or negative), and thearning

environment(further categorized according to whether it was authenticistructed
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whether it was the usual contact which could be expected of most German learners of
English or additional coatt with English, whether the learners used English actively,
passively or interactively, and whether theode was oral, written, or audivisual)were
distinguishedIn the English school classes, two basic categories were differentiated, the
school reaty and thelearners' wishesln the school reality category, the s@gategories
were thecourse bookthe importance of gradesthe teacher the dominantlanguage of
instruction(English or German), thieaching form(teachercentered or learnecentered),

the focus of teachindtheory or application), thedominant area(language or culture),
and the approach téearner autonomyteaching concrete content or teaching strategies).

If applicable, the learner'svaluationof the particular aspect of school nég was coded
(positive or negative)Thelearnerwishes for English language teaching were categorized
as wishes related ttopics (more application, more culture, more interesting topics), or
wishes related tanethods(more differentiation, more individual feedbacK)he category

of English writing was subdivided infwreferencesin English writing and th&nglish
writing processas described by the participann the writing preferences, th&lerance

of ambiguity the topic or genre (further subdivided into general statements, the
importance ofsimple tasksor the ability to handle the tasks, and tipersonal relevance

of the topic, the communicative purpose of writing or the possibility to be creative), the
writing instructions the writing environment (importance of interaction, social form,
physical conditions of writing, ideas, own ability and concentration, and emotions in
writing), theresourcesand the learnerdocus on fluency or accuramere distinguished.

In the category of English writing process, the following four-catlegories were
distinguishedplanning and structuringiormulation (subdivided into language of thinking,
process of formulating, dealing with unknown words and use of strategiesjecting
(selfmonitoring and othercorrection), and seltevaluation (selfconfidence, speed,

organisation, planning, accuracy, rules versus intuition, and emotional attitude to writing).

The coded data allowed for the first detailed analysis. The analgssanducted in two
directions. The first direction was the analysis of data types across participants. Every
data type was anaked with respet to what all participants hath common and in which
aspects they diffexd. While conducting the analysis ofeldifferent data typesa first

search fompossibleparticipanttypesin certain areasvas possible
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The second direction of analysis was aalgisis of participants across data typbksreby
creating detailed participantprofiles. The focus ofcreating farticipant profileswas on
identifying links and discrepancies among the thredata types for each participant
individually At the end of this stage, there was a comparison of all ppditis across all

data types. Brticipantagainstparticipant comparisons were created using the same
categories of comparison for every pair of participants. Based on these comparisons,
similarities and differences between participants were highlighted and a brief profile of
every participant was created which higjtited the main characteristics of the learner in

English language writing and in their profile.

[11.3.5.3. Creating a t ypology

Based on the detailed analysis of the data types and the individual participants, it was
possible to identify important dimensions of comjsn whichcould help differentiate
between different types of participants regarding thamticingand theirlearner profiles.
These dimensions of comparison often comprised of a number of single categories or
their dimensions which were recognized tm-occur. For example, the learners'
descriptions of their English school classes and the wishes they expressed concerning the
improvement of their English classes were summarized in the category reflection on
school classes which was dimensionalized agogrtb whether the participant actively
thought about their English school classes, reflecting on their structure and effectiveness,
or whether they accepted their English school classes uncritidallgxample of creating
dimensions of comparison in theriting andnoticing process is the category reliance on

own intuition versus reliance on external sources of knowledge.

In the following step, the categories and dimensions created in the above step were
related to existing research and literature. Trexrhinology was examined critically and
adapted to theconventions found in the literature. If there was no unified terminology, a
decision was takenbased on allof the sources availableAt the same time the
terminology was summarizedn a visual model of noticing and learner profileswhich
would reflect boththe research questions and the tendencies found in the datais

model was inteaded toallow foridentifyingimportant tendencies and patterns with more

126



ease.Creating the model involved leavingide the analysis according to data typge.
think-aloud protocols, stimulated recall interviews and qualitative intervievasid
adapting the analysis to the research questions which relateaonerinitiated noticing

use of strategies and learner giles.

The model ofearnerinitiated noticingcan be visualized in two different wafseeFigure

12 and Figure 13*). The two visualizations illustrate which gist was used to conduct
further analyses. For a discussion of the maated of the terminology usedsee bapters
IV.1land V.1 The basic idea of themodelis that the writing process is a combination of
automatic proessing and moments in which automatic processing is interrupted by
noticing whenthe information cannot be processed automatically anymore and which
manifests itself in languagelated episodes (LREs). The modetived from the data
illustrates that there are different possible ways learners deal withitHeREs. The first of
them isacting intuitively without thinking about the nature of the problem. The second
one involves identifying the problem in question. If a learner arrives at this stage, it is
possible to categorize the nature of the LRE as focusing on a specific aspect of language or
content. From this stage, the learrssgither proceed by choosing an intuitive solution (for
example, choosing an option which sounds good to them)byractivating existing
knowledge which would not have been activated without the LRE, or they apply some
problemsolving strategies. The problesolving strategies can ¢iude using resources
such as dictionariege-phrasing,conscious search for existing knowledge applying
explicit rules, trying to arrive at a solution using logical thinking (reasoning), applying
crosslinguistic knowledge (for example, from thenother tongue),using the context of

the utterance as a help for the decision, or signalling awareméss problem to the
reader. Any of these ways can either lead to a solution to the problem or to no solution
and the learner giving up even though they are not satisfied with what they have
produced. The solution does not necessarily mean ¢hahange isnade An LRE can also

result in the learner deciding to keep what they have planned or written.

“"The figures shown here visualize the model after the refinement done in the second data collection and
analysis roundThe differences between the first and the second list of categories are listed in chapter
1.3.6
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According to this model, an LRE can occur at any stage of the writing process. For the
analysis in this study, the stage in the writing process at which an dcBRired
(conceptualization, formulation, articulation, seffonitoring)was not considered. btead

the focus layon the LRE areaand the waydearnersdeal with them.

Both visualizations of the modelf learnerinitiated noticinghave their strengte and
weaknessesFigure 12 is a circularvisualizationwhich illustrates thatlearnerinitiated
noticingcan occur at any moment of writing and that there can be ahmited number

of LREs in the course of the writing process. Thrqulgbingthe learner profiles ito the

middle of thethree ellipses,the circular visualizationllustrates the link between the
learner profiles andearnerinitiated noticing The disadvantage of thigsualizationis

that it might not be as straightforward to read and understand as the secobithry
visualization (sed-igure13). The bimary visualizationshows more clearly the different
ways a learner can take after entering an LRE. The disadvantages are that it might be
assumed that the longer the way, the better, and that the circularityeafnerinitiated
noticing is not captured inthis visualization In addition, the interconnection with the
learner profiles is not shown as clearly as in the circulaunalization Neither of the
visualizationss able to sufficiently illustrate the possibility that a learner actuadlyirns

to anLRE at a later stage of writing, using, for example, a different strategy to deal with
the LRE. Such an LRE would count as a new LRE at a later stage of the writing process. It
would be possible to include connections from the different stages of the Egegu
reflection process to previous stages in order to indicate the possibility to get back to an

LRE. This would, however, make buisualizationgoo complex andlifficult to read.

In the learner profiles, the following categorie®re identified the number of languages

spoken the learner® dzaS 2F 9y 3IfAaK KAOK gl & FdzNIIKS
L I OS G6KSNB 9y3IfAaK gl a dzaSRI (KS  SI NYySN
YSRAdZY 06NRGOSY 2NJ alLl2]1 Sy dzaBnglish ad wiSngin S N3/ S N
9y 3If AaK GgKAOK gl a FdzNIKSNI RAFFSNBYGAFGSR A
GSEGNAYAAOT AYUGUNAYyaAOT AyiGSaANIGAGSOZ- GKS a
O2y FARSYOS Ay 4 NRGA Y Higliskisbwriing, Brid3hé&rM@ityneSsy 2 2 & Y
G2 O0f2aS GKSANI 2¢y (y2e6ftSR3IAS Il LAT GKS €SI
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foreign language anxiety and seklliS NOSA SR O02YLISGSy OST GKS S|
awareness, further differentiated iot the grade of their reflection on English classes,
their awareness otheir own knowledge gaps, and their explicit knowledge of problem
a2t oAy3 aGNXGS3aIASAT FYR FAYylLftes GKS S| Ny

For the discussion of thencepts and the terminologysed, see chaptdi.2
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- re-phrasing sounds good / does
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knowledge
- reasoning
- using L1 / cross-linguistic
knowledge
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Figurel2: Circularvisualization of the modebf learner-initiated noticing and learner profiles Each circle represents one optiaf how an LRE can develop. Stages included in more
than one circle are marked by a combination of the colours of both / all circles.
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Figurel3: Binaryvisualization of the modebf learner-initiated noticing and learner profiles The oval part illustrates

learner-initiated noticing, which is influenced by personal profiles (shown in a box at the top rjgttie influence is
indicated by an arrow.



Based on the model dearnerinitiated noticing the data wasre-analyzed.First, the
model was appliedon the noticing and problemsolving strategies of each participant
separately, using the binanyisualizationand inserting the categories which applied to
each participant. This applicati of the model allowed for comparisons of the
participants on the following levels: Which participants solved some of their problems
without being aware of the kind of the problem and which participants seemed to always
become aware of the nature of thénuistic problem? Which areas did the participants'
LREs belong to? How did the participants deal with the LREs? Did they act intuitively or
apply their existing knowledge, or did they use probisaiving strategies? If they used
problemsolving strategis, which strategies did they applidticing and strategprofiles

as shown inAppendix7 were constructed for every participant and compared across

participants.

For the learner profiles, a table was designed in which all categories with their siiomsn
of comparison were listed and their occurrenceechparticipant was notedThis table
(see Appendix8*®) allowed for comparisons across participanégjardingtheir learner

profiles.

At this stage, doublélirection analysis was conducted agditach learner'sioticing and
learner profile was examined, and the tendencies in botiticing and learner profiles

were examined across participants, grouping the participants according to similar
characteristicsFor the purpose of this analysis, the éolling variablesvere extracted

from the noticing and strategyrofiles: the number of LREs (further divided into low,
average and hidf), the range of LRE types / areas (further divided into basic LRE types as
exhibited by albr mostparticipants, or a vde range of LREs also including LRE types not

exhibited by other participants), and the application of probisalving strategies

8 As with Figurel2 and Figurel3, the table shown irAppendix 8already contains the refinement done in

the second datacollection and analysis round and also lists the participant data from the second data
collection round. The differences between the first and the second list of categories are listed in chapter
111.3.6

“9For the purposes of this analysis, the exactiver of LREs was not important as no statistical analysis
was conducted. For a statistical analysis, the number of LREs would have had to be corrected for the length
of the composition or the length of the thirddoud protocol. For the qualitative type of analysis as
conducted in the current study, the general tendencies (low, average, high) were sufficient and also clearly
discernible in the data.

132



(further divided intolearners who used intuition very often, learners who used strategies
successfully, and learners who exi@ced problems applying strategies and were
therefore not always able to arrive at a solutiofhis analysis delivered a basis for a
combined analysis of th@oticing and strategy usestyles and the learner profiles to
establish links between the twon Ithis combined analysis, clusters of characteristics
which seemed to occur together in one or more learneswye created These clusters
contained thelearnerinitiated noticingas well as the learner profiles and revealedich

types of learners might éxbit a certain type ofearnerinitiated noticing

The analysis can either stay on the cluster level, identifying possible tendencies which are
very closely linked to the single participants and offer a complex picture of the reality as it
was found inthe participants. It is also possible to identify more general tendencies which
might hold generally and which only apply to one or two of the factors investigated.

These tendencies will be examinedcimapterV.2

I11.3.6. Data analysis in the second data collection round

The analysis of the second data collection round began with the adapted category system
developed in the first data collection rounthe datawas codedusing this systenmat the

same time being open to new phenomena whiglre notpresentor detectedin the old

data. In the coding process, new phenomemgre identified and some existing
categories were rarranged or regrouped,the definitions of existig categorieswere
adapted (either defining them more precisely or more broaddy) new categoriesvere
created The category systerwas adaptedaccordingly and, in addition to coding the data
from the second data collection round, the data from the firatal collection roundvas
re-coded according to the adapted category systdthis procedure corresponds to the

general qualitative approach to data analysis as discussed in cHHRe).

For the learneiinitiated noticing, several categories were renamédhe textual LREs
were renamed into supraentential LREs, the grammatical LREs were renamed into
morphological LREs, the sentential LREs were renamed intacfigal LREs, and the

audience LREs were renamed into audience / pragmatic LREs. Thesenjanatial LRES

% For explanations ball changes and for definitions of the LREs and the strategies, see chafter
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were assigned a sutategory of coherence / cohesion. Two definitions werdimed.
Content LREs were broadened to also include thinking about ctireespondence
between the learners' communicative intention and the language use¢hRasing was
broadened to also include segments in which the participants first write or plan one word
and then substitute it by another word without using any resourc&sch LREs had been
originally coded as intuition. The distinction is problematic as the learnerphrase
intuitively" but re-phrasing seems to be the more appropriate category here because the
learnersconsciouslydecided to conduct a change in ordir deal with their language
related problem Last, a new strategy was found in the new data, the strategy of

considering a context. This strategy had not occurred in the first data collection round.

The coding of the writing process was adapted to the elday Flower and Hayes (1981
and split intogeneratingcontent, planning and monitoring, and revisitigthe learner
profiles received two new categories. The number of languages spoks broadened by
the option of one mother tongue and one foreign language. The explicit knowledge of
strategies was broadened by the new strategy "considering the context.” Similarly to the
analysis of the participants' writing process, athe learners own descriptions of the

writing process were adapted telower and Hayes (1981

With the recoded datathe noticing and strategyrofiles of the learners from the first
data colletion round were adapted and noticing and strategyrofiles of the learners
from the second data collection roundvere created Also the table of learner
characteristics was complemented by the new participa#s.in the first analysishée

next step was creating clusters of characteristics from both rib&icing and strategy
profiles and the learner characteristics profiles in order to see which characteristics co
occur. It turned out that the variablesxtracted from thenoticingand stategy profiles
neededfurther differentiation. The number of LREs and the range of LRE types were kept

as variable$? As some of the new participants exhibited extensive combination of LRE

*LEven though the writing process in general is not part of the results, itcomasidered in the analysis in
order to gain a more comprehensive view of the learners' approaches to writing. It will be referrechi® in t
case studies in chaptdy.4

*2However, these two variables had be re-coded for some participants. The reason vwaas expected
and desirable in an open approach based on the grounded thetmgt the new participants had enlarged
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types (for example, a lexical LRE combined with a syntactical ttiREylegree of
combining LRE types became a new variable (further divided into no combination, some
combination and frequent combination of LRE types). The strategy variables had to be
further differentiated as well. The new variables included the rangappiied strategies
(further divided into low, average and high range, see chaptetfor a detailed analysis

and an explanation), the combination of strateg{@srther divided into no combination,
some combination and frequent combination of strategies), and the effectiveness of
applied strategies (further divided into geatiented use of strategies which lead a
solution, some problems applying strategieadaobvious problems applying strategies).

In addition to differentiating the LRE and strategies variables, some new learner profile
variables turned out to be important for the new clusters which did not seem to be
important for the clusters in the first ata collection round(see chapterlV.3 for a

complete list of profile variables relevant for the new clusters)

In contrast to the analysis of the first data calien round where the clustering showed
some tendencies but revealed a number of very complicated and unclear clusters, the
new participants in the second data collection round cosnpénted the dataand

revealedvery clear two clusters. These clusters bdldealt with in chaptelV.3

the range of possible characteristics, offey some new extremes. For this reason, some of the participants
who were considered extreme cases after the first data collection round weama/zed as average cases
after the second data collection round.
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IV.Resut s

IV.1. Learner -initiated n oticing and use of strategies

The data analysisith respect to research questions Hfw do selected Germaeenage
learners of L2 English refleon their language use when writing in Engli¥hénd 2
(‘'Which problemsolving strategies do theskearnersuse when dealing with language
related problems in their L2 writind?resulted in a mdel which illustrates learner
initiated noticing in the course of the writing process (da@gurel2 and Figurel13). As
mentioned in chapterll.3.5.3 the model illustrate that the composing process which
proceeds more or less automatically can be interrupted by languelg¢éed episodes.
These episodes can either be resolved automatically without thinking about the nature of
the problem, or the nature / area of the probleia recognized by the learnefhe areas

of learnerinitiated noticing exhibited by the participants of the current study are listed in

Tablel4 and include explanatins and examples of each area.

*%In the description of the results, the obseed phenomena will be illustrated by examples from the think
aloud protocols, the stimulated recall interviews and the qualitative interviews. The references to the data
are enclosed in brackets after the quote and coded in the following way: the paicgode (see chapter
111.2.1.9, the data type (TA stands for the thialoud protocol, SR stands for the stimulated recall interview,
and Int stands for the quihtive interview), and the lines or paragraphs of the transcript in which the quote
can be found. For example, the cod#3 TA 5658 refers to lines 568 in the thinkaloud protocol of
participant 1M3.
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Table14: Areas of LREs with description, possible combinations and exam?ﬂ‘les.

LRE area Description Example

Selling Participant is not sure how to spell a certain word. all important(.) all important knowledge (.kfiowlegg &hm know (.)
Possiblecombinations: lexical (uncertainty about a word and its wie schreibt man knowledge {tippt "kenntnis" in leo ein} ki
spelling), morphological (e.g. the spelling of the plural form of a word knowledge {ergénat in "knowledge"} (1M3 TA 568)

Lexical a) Participant does not know a word. lexicd: {In chemistry yobyouhave a way td4) lI6sung {tippt "l6sung"

Morphological

Syntactical

Qupra-sentential

b) Participant is not sure whether the word they would like to use is
correct

Possible combinations: spelling, morphological (search for collocatiol
syntactical (does the word fit into the planned sentence structure,
avoiding word repetition), supraentential (does the word fit into the
text as written / planned so far, avortj word repetition; also
coherence / cohesion), stylistic (does the register of the word fit the
genre), audience / pragmatic (could the word be misunderstood by tf
reader, is it clear enough), content (does the word represent the
intended concept)

Participant looks for the right form of a word.
Possible combinations: spelling, lexical, content

Questions of word order, sentence length, punctuation.
Possible combinations: lexical, content

Dealing with the text structure or ith phenomena beyond the sentenci
boarder
Possible combinations: lexical

in leo.org ein (5)} solution (2F9 TA-56)

lexical + morphological: even if you (3) sing (3) in the shower (.) unc
(.) the shower (5) even when you (1) have a shower (1) most of the
people sing {der folgende satz wird nach "radio." eingeflytdn if you
take a showert@ke a shower (2F10 TA 12325)

which is spoken spoke gjpoken all over the world (.) speaken nein
spoken (2F10 TA 33%5)

because i think that it's &h late (.) necessary later (.) i think it's (2) la
necessary ahm (1) i think that it's (5) later necessary (.) necessary i
[00:05:00] (4) because i think that it's necesialater {fugt Tater"
zwischen "it's" und "necessary" ein} (2M7 TA1R)

dadurch ist es nicht schwer (2) nicht sonderlich schwer (2) &hm (.) s
auf spanisch zu verstandigen (.) das macht viel spaf? (1) es zu spre:
(4) &hm (2) {greift zum langenscheigbrterbuch} nicht wieder
because of that.] {beginnt, im worterbuch nactdadurch" zusuchen}
das ist zu viel because (2) dadurch <spel> e (.) d e </spel> {sucht ir
worterbuch nach "dadurch” (6)} dadurch (3) na supeBdgause of
that (2F10 TA 226)

**In this table and all the following extracts frotime data, there will be no English translation of the extracts in order to preserve the original wording and avoid too

long text extracts.
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Qupra-sentential
(coherence /
cohesion)

Qylistic

Audience /
pragmatic

Content

Participants become aware that their text should be coherent or they
purposedly use cohesive devices.
Possible combinations: lexical

Participants consider the register / style of the text.
Possible combinations: lexical, audience / pragmatic (is the style
appropriate for the intended reader)

Participants consider how their text could be read and understood by
the intendedreaderand whether it might be misunderstood.
Possible combinations: lexical, stylistic

Participants reflect on the message of what they are writing, they che
the correspondence between their communicative intien and the
text.

Possible combinations: lexical, morphological, syntactical

but jetzt will ich irgendwie (2) but (.) &hm (.) jetzt ) muss man noch
irgendwe eine Uberleitung finden (.) zum schluss (.) und das kann n
ja so machen indem man es noch mit den anderen vergleicht (.) um
dann (.) ja (1) but ahm (3) but (.) but but (.) buir.mathsdhmor
physicg2) ahmyou have to learn morg1F5 TA 481)

and need(1) &hmto move their bodies oder tonove (1M4 TA 441)

becausg4) i really like languages das ist gut (2F10-8B\ 8
Correspondingxtract from the stimulated recall interview:

Ja ja weil ich ich ich frage mich dann immer so, wenn ich das von di
Schule, zum Beispiel dem Lehrer schreibe oder so (I: Mhm.), da kat
ja nicht so, also, dann soll man ja trotzdem das Schreiben was man
denkt aber man muss es halt noch so verpacken dass es so besser
riberkommt und dann (...) ja wenn man dann nur schreibt ja, ich me
Sprachen oder so dann, kommt das mehr so riiber so ja das hat sie
nur genommen weil sie es nehmen musste aber dannki@yQ, so
wenn man wenn man dann so | really like (I: Mhm.), dann, kommt e
eher schon so juhu, Sprachd@F10 SR 683)

the grammar is easy {streicht "n't that difficult" durch} dann habe ich
das zweite difficult raus (8asy(1) <lesen> and because of that it isn't
very difficult [00:30:00] to ammunicate </lesen> das bringt auch nict
oder (2) nur weil die grammatik leicht ist heil3t es ja nicht dass man
dann (2) na super (3) &hm (1) <lesen> the grammar (.) is easy and |
because of that </lesen> (.) it's (.) much<{gsen> it isn't very diffult
</lesen> (2) to learn (2) and (.) to communicate {flgt "to learn" nacl
"difficult" ein} to learn<lesen> and to communicate with other spanis
people </lesen> (2F10 TA 1095)
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Regarding the terminology used, several issues had to be resolved in order to arrive at the
current classificationOriginally, problems with spelling were included in the lexical LREs
or coded as slips of the pen. As spelling problems are qualitativéfigregit from
problems of word search (in spelling problems, the learner actually knows the word and
wants to use it, whereas in lexical problems, the word is unknown or its appropriacy

uncertain), spelling was identified as a separate LRE area.

The greatest challengewas the area between the word and the sentence level. Pure
lexical issues were usually easily recognizable, even though there were several types of
lexical issues such as not knowing a word, not being sure about the appropriacy of a word,
or avoiding word repetition. When dealing with phenomena larger than a word, the
learners themselves often emtioned the term Yrammar'. The reason for this is probably

the frequent use of the word'grammar” in ELT°at German schools. Initiallythe
learners'term was adopted However, it turned out to be mbroad for an analysis as it
included all phenomena from finding the plural of a word to decisions about word order
or about connecting two clauses or treating them as separate sentences. For this reason,
the preferred terms were morphology for phenomena at the word legat syntax (or
syntactical LREs) for phenomena beyond the word level. Another question was whether a
differentiation between the phrase and the clause / sentence level would aid the amalys
For most of the observed phenomena, however, the distinction between phrase and

clause / sentence was either not possible or not relevant.

For levels above one sentence, the term textual LRE was used at first. However, this term
turned out to be too anbiguous as it seemed to be concerned with the whole text or at
least large parts of the text. In reality, this level often involved the question how to
connect two sentences or two paragraphs. In other cases, the textual decisions were
indeed complex, imiving, for example, decisions about the text structure. For this
reason, the original textual levevas renamed into supraentential level. Those LREs

which were mainly concerned with connecting sentences or paragraphs received the label

% English language teaching
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suprasentential (coherence / cohesion) in order tdistinguish them from the text

structural decisions.

The stylistic LREs had to be defined carefully in order to avoid subsuming a too broad
range of phenomena under this label. Style was defined as register or leferhudlity.
Not included in the stylistic LREs are decisions which involve "good or bad writing style”,

such as avoiding word repetitions.

Several phenomena were difficult to assign to one area only. Avoiding word repetitions,
for example, is a lexical iss as a word alternative has to be found. However, the
background is that the learner does not want to repeat a word two or more times in one
sentence or within a few sentences. For this reason, avoiding word repetition is also a
syntacticalor suprasentential phenomenon. The same problem applied for collocations
as combinations of words which tend to occur togetl{@'Keeffe, McCarthy, & Carter,
2007, p. 13 According to research in corpus linguistics, the areas of leximmanuhology
cannot be separated here and collocations belong to the area of lexicograthmar
(O'Keeffe et al.,, 2007, p. L4For the purposes of the current study, search for

collocations was coded as a combined lexical and morphological LRE.

LREs involving content are an important part of the writing process ascteyesult in
changesof the linguistic devices used. Content LREs had to be distinguished from the
process of generating content which is an integral part of the writing process and usually
proceeds automatically. Content LREs are only those LREs in which the participants
guedionedthe relevance or correctness of the content generated so far or in which they
questioredthe correspondence between their communicative intention and the text they

have written®’

*®*Here, the problematic differentiation between grammar, morphology and syntax becomparemt

again. Even though the term lexicogrammar is used in corpus linguistics, it is mostly used to refer to the
combination of lexis and morphology.

*" As shown ifTable14, it is often not content alone which leads to a LRE. Content LREs may be combined
with different other types of LREs.
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Participants dealt with LREs either by using their intuition or kptyépg problemsolving
strategies. All decisions which did not demonstritie use ofa strategy were coded as
intuitive action. For this reason, also cases in which participants activated their existing
knowledge without having to use any strategy wersocatoded as intuitive actiorfhis
categorization is somewhat problematic as activating existing knowledge might also be
considered a strategy. Howeverther type of coding was not possible asviaisnot clear

in a number of cases whether a decision walseh intuitively or whether the particgnts
actually knew the solutiobut needed some time in order to recall it from their lotegm

memory.

The data revealed seven types of problspiving strategies as listed Trablel5.
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Tablel5: Problemsolving strategies with description, possible combinations and examples.

Problemsolving
strategy

Description

Example

Usingresources
and evaluating
the results

Rephrasing

Applying rules /
explicit
knowledge

Reasoning

Participants use some kind of resource in order to deal w
the LRE. The most frequent resources include the hilingt
paper dictionary and bilingual online dictionaries. Anothe
type of resource used by some participa is the task
wording.

Possible combinationse-phrasing, applying rules / explicit
knowledge, reasoning, using L1 / crdisguistic

knowledge considering the context

Participants choose a different wording than the intendec
wording in order to resolve their LREhe extent of e-
phrasingranges fronone or two words to a whole clause
or sentence.

Possible combinationsising resources and evaluating the
results reasoning, using L1 / crebsguistic knowledge

Participantsetrievea school rule or apply a satiade rule
or explicit linguistic or composing knowledge in order to
resolve the LRE.

Possible combirtaons: using resources and evaluating the
results, reasoning

Participants apply their logical thinking and \ebr
knowledge to deal with the LRE.

Possible combinationstsing resources and evakirsg the
results, rephrasingapplying rules / explicit knowledge,
considering the context

and | likefthe} (.) ahm (.) &hm (.) abwechslung {tippt "abwechslung" in dict.c¢1é)} &hm (1thange
(2F8 TA ®)

ich wirde sagen die auch (.) weltbekannt oder die die die die (.) weltliteratur préagen (.) aber ich w
nicht wie ich das sage (1) ahm y@ichdhm (1)are impotant for the world world'sliteratur
{literature.} (1M4 TA 6769)

i would @ ahnto {&ndert to inthe} school subjectich schreibe das jetzt alles nochmal auf (.) weil (.,
zum beispiel uns immer gesagt wird dass (.) wir (.) die angabe immer noch irgendwie (.) in den (.
aufsatz reinbringen sollen (1F5 TA1Z)

English became also very importd@) as the most spoken language on the wastdit would{streicht
"would" durch} itis veryuseful (2M7 TA 388)

Corresponding extract from the stimulated recall interview:

2M7: It would it isAhm (...) it, would, ist zu hypothetisch: Mhm.) Also, das, sagt dass es &hm, in de¢
Fall wiirde es meiner Meinung nach sagen, dass es niitzlich sein KQMNMte (), wenn du Englisch
kannst, &hm, aber, de facto, ist es sehr, nitzlicMbm.) wenn du Englisch kannst.Nlhm.) Und das
ist das Gleehe wie ich, halt gerade auch beschrieben habe auf Deutsch. Das ist im, Englischen ge
(I: Okay.) Es geht nicht darum dass es, sein kdnnte sondern es ist so.

I: Okay. Also, nochmal betonen das ist die Tatsache.=

2M7: =Und, genau wenn man eben, eiregBindung schreiben soll ist, Konjunktiv sowieso, schlech
Wahl.

I: Okay. @@ @

2M7: Genau aus diesem Grund.

I: Okay. Mhm.

2M7: Weil, Konjunktiv ist immer so {macht ein Gerausch der Unentschlossenheit}, vielleicht=
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Using L1/ cross
linguistic
knowledge

Considering the
context

Signalling
awareness

Participantause their L1 or one of their L2s in order to
resolve an LRE.

Possible combinationsising resources and evaluating the
results, rephrasing

Participants make use of the phrase, sentence or textual
context in orderto arrive at a solution of their LRE.
Possible combinationsising resources and evaluating the
results (always in combinationjeasoning

Participants indicate on paper that they are aware of a
problem.
Possible combinationsio combinations

I: =Vielleicht und vielleicht auch nicht.=

2M7: =Vielleicht aber auch nicht.

I: Mhm mhm.

2M7: Kann man muss man aber nichifhm.) und so ach ja. Genau.
I: Deshalb, lieber, ganz klar sagen.=

2M7: =Straight genau, darauf zu.

I: Mhm.

(2M7 SR 444962)

School expert$.) ahm (5) ahmtéll I} <un> xxx </ungstreicht "tell I durch} ich kann mich gar nicht sc
konzentrieren (.) also ich denke irgendwie dass die (.) rausgefunden habmm@)out(1M4 TA 2729)

as a weleducated (3) birger (.) as a wellucated (9) <lesen> is that you have duty as a-egrlcated
</lesen> luman @@@ (.) &hm (6) ja {tippt "burger" in leo ein (5)} ach citizen (.) natiomedt{dnal
(2M7 TA 246)

Corresponding extract from the stimulated recall interview:

2M7: Ahm, das, wirde ich auch im Deutschen nicht in dem Kontext verwenden, es vear, das
Wort, das ich in den Gedanken dafiir benutzt habe, aber ich war mir halt wirklich nicht sicher ahmr
also ich, wollte ich so eine Mischung aus aus, Birger und, &hm, Staatsangehiviten.j

verwenden. Jetzt im, Deutschen wiirde mir so schrielits dafir einfallen aber &hm, ja, ja genau, de
kamen ja die Ergebnisse mit ah, fiir Birger mit citizediim.) und, &hm, ich wollte eben nicht den,
den den den Birger in der Stadtiihm.), alleine ansprechen wie mit citizen, sondern, national
erschienmir in diesem Fall als Birger doch, am geeignetdtévil{m.) weil sie doch auch die national¢
Ebene betont.

I: Mhm. Okay, ach ja, okay also die du, du hast da die, die nationale &tergesehen und
deswegen...=

2M7: =Genau also als, Staatsbirger vtera.=

I: =Staatsbilrger okay ja also ein, ein Deutscher sozusagen.

2M7: Genau genau.

I: Mhm, okay.

(2M7 SR 28294)

{election}in NordrheinWestphalero b 2 NRNX & & MIK(M2 $A/3iB1)

Corresponding extract from the stimulated recall interview:

1M2: Kurz Uberlegt was es auf Englisch heif3t, aber ich habe es einfach hingeschrieben.
I: Mhm. Okay.

(1M2 SR 1049.10)
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The application of intuition or problersolving strategies either leads to a resolution or
not. When one LRE has finished, the composing process proceeds until the next LRE

occurs.

As described in chaptdil.3.5.3 the model ofnoticing and strategy useas filled with
participant data for each participant (ségpendix7 for all noticing and strategyprofiles)

in order to analyze noticing and strategy in individual participants and to compare them
across participantsThe first and most important result of the present study is that all
participants reflected on their use of English in the course efrthvriting process and

that they used either their intuition or a variety of problesolving strategies in order to
resolve their languageelated questions. Thextent of learnerinitiated noticing and of
problem-solving strategievaried widely acrossrners,which has allowed for aroad
classification of the learners into different types.

Table 16 indicates the number of LREs identified for egmrticipant. Three distinct
groups and one extreme case can be identified. Participans 1F1, 1M2, and 2F8
experienced the fewest LREKL-12), participants 1M4, 1F5, and 1M6 form the average
(17 LREspnd participants 1M3, 2M7 and 2F9 experienced a hightrar of LRE&2-25).
Participant 2F10 experienced by far the highest number of LB®&sand therefore
represents an interesting extreme case which will be dealt with as a case study in chapter

vV.4.1

Tablel6: The rumber of LREs identified for each participant.

Participant
1F1 1M2 1M3 1M4 1F5 1M6 2M7 2F8 2F9 2F10

Number of LRE: 11 11 22 17 17 17 24 12 25 38

Tablel7 shows how the different LRE areas were represented in the data. All participants
encountered questions concerning spelling and lexical issues, nine of ten pEIMtgip
encountered syntactical questions, supantential questions concerning coherence or
cohesion and content questionsIwo of ten participants (2M7 and 2F10) encompass all
LRE areas and three participants (1F5, 1M4, and 1M6) encompass most of tee area

Three participants (1F1, 1M3, and 2F8) encountered issues in five areas, most of them
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those areas which are shared most participants. The remaining two participants (1M2

and 2F9) constitute the averagdemonstratingneither a low nor a wide range &fRE

areas.

Table 17: The distribution of LRE areas across participants. A dot indicates that a participants encountered the
respective LRE area at least once in the course of the writing process.

Participant

1F1 1M2 1IM3 1IM4 1F5 1M6 2M7 2F8 2F9 2F10

LRE area

Soelling

Lexical
Morphological
Syntactical
Supra-sentential

Supra-sentential
(coherence /
cohesion)

Qylistic
Audience /
pragmatic

Gontent

Some participants combined two (in very few cases three) areas in one LRE. Participants

2M7 and 2F10 did so frequently (note that these are also the participaitibtsthe widest

range of LRE areas), participants 1M2, 1M4, 2F8, and 2F9 combined LRE areas once or
very few times, and participants 1F1, 1M3, 1F5, and 1M6 did not combine LRE areas at all.

All participants except participant 1M4 used intuition to resoltreeir LREs. For

participants 1M2, 1M3, 1M6, 2F8 and 2F9, intuitive action was the major source of

decisiongseeFigurel4).
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P —— IFITA | IM2TA | IM3TA | IM4TA | IFSTA | IM6TA | 2M7TA | F8TA | ZF9TA  ZF10TA.
-+(Z] Awareness --= Prob... L [ ] @ * ® * * b4 )
(=] Using resources and... . L] . & . T . g - 'y
(=] Re-phrasing L ] * . . [ ] * - [ ] & .
(=] Applying rulesfexplic... * ' I ot I 1 ! .
(2] Reasoning » * * *+ !
(=] Using L1/crossingui... . |
(=] Considering the )
(=] Signalling awareness *

Figurel4: The application of intuition as compared to probleisolving strategies. The first line refers to intuition. The
larger the circle, the more often the intuition or the respective strategy was used as compared to the other strategies.

The data reveals #&ierarchical structure of strategies. The use of resources and re
phrasing are the basic strategies used by all participants. Some participantexseit
knowledge and reasoning and only some of those whoduseplicit knowledge and
reasoning also usether types of strategiesFigure 15 illustrates this hierarchical

structure.

ext wlM2, 1M4, 2M7, 2F9, 2F10

wlM2, 1M4, 2M7, 2F9, 2F10
w1lM3, 1F5, 1IM6

wlM2, 1M4, 2M7,
2F9, 2F10

w1lM3, 1F5, 1M6
wl1F1, 2F8

Figurel5: The hierarchical structure of strategy use. Thieasegieson the higher levelof the pyramid are used only
by participants who use the strategies situatesh the lower levek of the pyramid.

As mentioned abovesome participants combined two or three strategies in order to
resolve an LRE. Participart61l, 1M2, 1M3, 1M6, and 2F8 never combined strategies.
Participants 1M4, 1F5 and 2M7 sometimes combined strategies. Participants 2F9 and

2F10 combined strategies frequently.
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Some strategies were clearly preferred for some LRE afiedde 18 shows strategies
used for the different LRE typebtuition and rephrasing are generally widely used.
Especially with spelling, intuition often refers the application of existing knowledge
which could not be retrieved immediately. fRarasing is the preferred strategy for
several LRE areasften used rather tharactingintuitively or using resourced-or lexical
LREsthe use of resources is a very importastrategy, followed by rephrasing and
intuition. The use of rules and explicit knowledge encompasses all |eudin a
sentence. Above the sentence level, more communicative types of strategies such as re

phrasing, reasoning, or signalling awarenessthe preferred choice.

Table 18: Intuition and strategies used for the different LRE areas. Strongly prefesedtegies are indicated with
filled circles strategies which were useHut not preferred, are indicated with empty ctles

LRE areas

Qupra-sentential
(coherence /
cohesion)
pragmatic

Selling
Lexical
‘| Morphological

‘| Syntactical

‘| Qupra-sentential
‘| Qylistic

.| Audience /

‘| Content

Intuition
Re-phrasing
Resources

Rules/explicit
knowledge

Reasoning

L1/crosslinguistic
knowledge

Gontext

Intuition and drategies

Sgnalling
awareness
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In most of the cases, the application of intuition moblemsolving strategies lead to a
resolution, be it correct or incorret Participants 1M2, 1M3, and 2Mexperienced
slight difficulties applying strategies. Participants 1M2 and 2M7 mentioned a few times in
the stimulated recall interviews that theyad thought about applying a strategy but gave
up before trying it because they thought the strategy would not help. Participant 1M3
experienced a few difficulties applying problesalving strategies, at last giving up and
sticking with the original phrasin The only participant who experienced serious
difficulties when applying strategigand also when deciding whether to apply a strategy
or act intuitively)was participant 1F5. Thmability to apply strategies effectively lead
participant 1F5 to give up fewtimes, having to accept a phrasing she was cuitent

with. Even though correctness of the resolutions is not the primary focus of this study, it
was notable that the intuitive action of participant 1F5 lead to crossing out a correct
phrasing andnserting a clearly incorrect phrasing (or spelliagjew times Not using
strategies in this case therefore lead to a deterioration of the product quality thus

was counterproductive

IV.2. Analysis of learner characteristics

A separate analysis of thearner characterisitics was a necessary step to answer research
question 3 ¢ KAOK fAyla OFy o6S (GN}OSR 06SiGsSSy
personal profiles?}. The qualitative intervieworiginally aimed at exploring the conditions
under which he participants had acquired English and link these conditions to the
participants' noticing and problersolving strategies (thigoalis clearly discernible in the

first interview guide, seeAppendix 2. In the course of thedata collection, learner
internal factors poth modifiable and nommodifiable) became more prominent and it
became clear that other methods such as classroom observations or detailed learner
biographies would have been necessary to assess the learning conditions
comprehensively and tde able to link them with noticing and strategy use. The
interviews revealed a number of factors which were mentioned by all or mmbshe
learners and which could be linked to noticing and strategy use. These factors were

confirmed and refined through eeview of literature on factors which influence second

*®For the reasons stated in chaptér1.3.2 it was not the aim of the current study to examine the
correctness of the resolutions.
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language acquisition. In addition to factors which were included in the interview from the
beginning (such as the numbef languages spokethe learner) dza S 2F 9y 3t A aK
to place, agency anchedium, and the learners' orientatioooncerningcommunication
andaccuracy), new factors were taken into consideration or present factors were refined

and regrouped.

Language learning motivation became an area of special intaredudinglanguage or
English learning motivation in general and the motivation to write in Engli$te
concepts of integrativenessvith its antecedents general interest in foreign lanaguages,
favourable attitudes towards L2 speakers, and integrative orientation) orientations
(extrinsic, intrinsic, integrative) were examined and analyzed in the data. Instrumental
motivation was subsumednder extrinsic orientation as both refer to motivation which is

in some waymposedupon a person from outsider where extenal factors play a rolén

this sense, it corresponds to the OugbtL2 Self suggested by Dornyei, 2p08trinsic
orientation was defined as interest in the language itself as an object of study,
independent from the use linguistic knowledge would have in lifeagrative orientation

was coded whenever a learner indicated an interest in living in atopwiere English is
spoken, communicating with speakers of English or using English as a medium of
communication between speakers of different Lisee the concept of international
posture discussed in chaptéir1.5.]. Intrinsic and integrative motivation would largely

fall into whatDoérnyei (2009calls the Ideal L2 Self.

A number of other factors were identified which are likely to cdnite to the overall L2
motivation and which are also mentiondxy other authorsMost of the factors belong to
what Dérnyei (2009labels L2 Learning Experientiesome participants, social suppatt
English learningt school or at home wasbvious.Enjoyment of English in general and of
writing in Englishn particular (sometimes different in the past and at the time of the
interview) was another motivational component which was considered in the analysis. A
conceptwhich seemed to influence the way learners dealt with their English writing was
communicative confidence, consisting of sp#rceived competence (in English or in
writing) and of foreign language anxiety. This concept was not an explicit part of the

interviews in the first data collection round but it was integrated into the interview guide
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of the second data collection round as it turned out to be prominent in the learners'
accounts. The lastomponent of motivation is the effortlearners put into their 12

learning, i.e. whether or not theyere willing to close their knowledge gaps.

The original intention in the first interview guide was to find out whether, how much and
in which areas learners dealt with English outside school. As it turned out irotisecof

the interviews that all learners encountered English regularly outside school, the question
was slightly modified in order to find out how far learnersreinfluenced ly school or by

their private lives in their English learning.

TheleandNBE Q f | y3dzZ- 3S € SIENYAy3 | gl NBySaa o1 &
was derived from the original question about the learning conditions of the participants.
It turned out that some of the participants accepted their English classes as they were,
without reflecting onthe strengths and weaknesse$ the classesOther participants had
reflected ontheir English classes, their structure and content, and their relevaoce
school life and life outside school. Besides the reflection on English cldssasyareness

of their own knowledge gaps was assessed (does the learner know about their own
strengths and weaknesses in Englistmd their explicit knowledgef problemsolving

strategies (as compared to strategibe learners actually appliedhile writing).

The analysis of the different learner characteristics revealed that some characteristics
were the same or similar for all participants. All learners mentioned extrinsic or
instrumental motivation. The differences between the learners lay ratherthe
importance of extrinsic motivation and in the presence or absence of other types of
motivation. In the first data collection round, all learners stated that they enjoyed
learning English, some at school, others in private life only. Even thoudginthirsy might

have occurred due to the social desirability phenomenon only, the fact that the answers
of all learners were the sameenderedthis factor irrelevant for further analysis. In the
area of the knowledge of strategies, all learners were awarehef option to use
resources and knew how to use pagerd online dictionariesMost of the learners were
aware of their own knowledge gaps and reflected critically on their English language

classes. All of these variables were therefore considered lésgarg for further analysis
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and for linking learnemitiated noticing with learner characteristics than the other

variables in which differences occurradrosdearners.

IV.3. Learner -initiated n oticing and learner characteristics

combined analysis

As describd in chapterlll.3.5.3 clusters of characteristics were formed in order to find

out how learnerinitiated noticing and sategy use might be lirdd to learner
characteristics. All possible combinations of learngese put together and analyzed as

to their commonalities and diffences. For the purposes of trenalysis, the learner
initiated noticing and strategy use were split into the categories mentioned in chapter
[11.3.5.3(for the first data collectiophand I11.3.6(for the second data collectignThe final

set of categoriesnicluded the number of LRES, the range of LREs, the combination of LREs,
the range of applied strategies, the combination of strategies, and the effectiveness of
applied strategies. The categories and dimensions used for the learner profiles are shown

in Appendix8.

The cluster analysis revealed that the following characteristee linked to the learner
initiated reflection and strategy use: communicative confidence (especially in writing)
combined with foreign language anxiety, declared focus in writifigcus on
communication or accuracy), some areas of motivation (only extrinsic motivation or
extrindc motivation combined withother types of motivation, effort to close knowledge
gaps), influence on English learning (dominance of school or privatenc#), use of
English (dominance of spoken or written use of English), awareness of prsbleimg
strategies (awareness of few strategies or awareness of a wide range of strategies)
languages spoken and learned (whether a person grew up manbilinguwally and the

total number of languages spoken or learnedpr a detailecbverview ofthe important

categories, sedppendix9.

When clustering learners who shared some of thecharacteristicsboth in noticing /
strategy use and in learner characteristics, two basic clustere identified. Cluster 1
(seeFigurel6) containslearners who combined an avermagr a wide range of LREs with a

wide range of strategies and at leasbme (if not frequent) combination of strategies.
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These learners can be further subdivided into Cluster 1.1 and Cluster 1.2. Learners in
Cluster 1.1 (learner 2F10 and learner 2MXpetienced a high or a very high number of
LREs, combined LRE types frequently and used strategies effeclikebe two learners
shared the following characteristics: they were both confident in using English and in
English writing and were not anxious aboabmmunicating in English, they had
differentiated views of focus on communication and accuracy, they were willing to invest
some effort into learning English and closing their own knowledge gaps, they were n
only extrinsically motivatedbut also demonsated some other types and areas of
motivation, and they both spoke or learned more than three languages despite having
grown up in monolingual families. Learners in Cluster 1.2 (learners 1M4, 2F9 and 1F5)
demonstrated a slightly lower number of LREs (ageror high) and did not combine LRE
types frequently or at all. They all shared a high degree of foreign language anxiety
combined with strong school influence on English learning. Cluster 1.2 can be further
divided into Cluster 1.2.1 and Cluster 1.22arners in Cluster 1.2.1 (learners 1M4 and
2F9) demonstrated some combination of LRE types and applied predaisimg
strategies effectively. Similarly to the learners in Cluster lgdrners in Cluster 1.2 Had

a differentiated view of focus on commuaition and accuracy. However, they did not
show any willingness to close their knowledge gaps. Cluster 1.2.2 consists of one learner
only who did not combine LRE types at all artb experienced; compared to all other
learners ¢ the most problems applyingroblemsolving strategies. The focus of this
learner was clearly on accuracy and she demonstrated a strong effort to close her

knowledge gaps.
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Cluster 1 (2F10 + 2M7 + 1M4 + 2F9 + 1F5)

- Average or wide range of LREs
- Some or frequent combination of strategies
- Wide range of strategies

Cluster 1.1 (2F10 + 2M7)

High or very high
number of LREs
Frequent combination of
LRE types

Goal-oriented use of
strategies, strategies
lead to a solution

Present confidence, low
anxiety

Declared focus on
accuracy + fluency /
communication

Effort to close knowledge
gaps

More types of motivation
Monolingual

More than 3 languages

Cluster 1.2 {1M4 + 2F9 + 1F5)

- Average or high
number of LREs
No or some
combination of LRE

types

Low confidence, high
anxiety

School influence on
English learning

Cluster 1.2.1 (1M4 + 2F9)

Some combination of
LRE types
Goal-oriented use of
strategies, strategies
lead to a solution

Declared focus on
accuracy + fluency /
communication

No effort to close
knowledge gaps

Cluster 1.2.2 (1F5)

- No combination of
LRE types
Problems applying
strategies

Declared focus on
accuracy

Effort to close
knowledge gaps

Figure16: Cluster 1 of noticing, strategy use and learner characteristite codes in the brackets indicate which
learners belong to a certain clusteNoticing and strategy use are listed in the left column, learner characteristics in
the right column.

Cluster 2 (seé&igurel?) contains learners who did not combine either strategies or LRE
types. All of these learners demonstrated communicative confidence and were not
anxious about communicating in L2. Learners in Cluster 2.1 (learnerarZFaF1)
experienced a low number of LREslow range of LREand a low range of applied
strategies. These strategies, however, were applied effectively and always lead to a
solution. The shared characteristics of these learners are strong school icBuen
English learning, only extrinsic orientation, growing up monolirguahd learning /
speaking three languages or less. Learners in Cluster 2.2 (learners 1M2, 1IM3 and 1M6)
shared the importance of intuitivaction to deal with their LREsit they al® used a wide
range of other strategies. The number and range of LREs differedach of these
learners. The learners in Cluster 2.2 shared the following characteristics: their English

learning demonstrated a strong private influence, they showed magpegyof motivation,
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and they learned / spoke more than three languages. Of these learners, two sometimes
experienced problems applying problesolving strategies (Cluster 2.2.1, learners 1M2
and 1M3). These two learners used English mainly for speaking, avesre mainly of
communicative strategies and had grown up monolinfyalll the other languages being
foreign languagesin contrast, learner 1M6 (Cluster 2.2.2) used strategies effectively and
used English both for speaking and writing, was aware wérsé different problem

solving strategies and had grown up bilindyal

Cluster 2 (2F8 + 1F1 + 1M2 + 1M3 + 1M6)

Present confidence, low
anxiety

- No combination of strategies -
- No or some combination of LRE
types

Cluster 2.1 (2F8 + 1F1) Cluster 2.2 (IM2 + 1M3 + 1M6)

Low number of LREs
Low range of LREs

Low range of strategies
Goal-oriented use of
strategies, strategies

lead to a solution

- School influence on
English learning

- Extrinsic orientation
only

- Monolingual

- 3languages or less

Differing number of LREs
Differing range of LREs

Private influence on
English learning

- Average or high range of More types of
strategies motivation

- Importance of intuitive More than 3 languages
action

Cluster 2.2.1 (1M2 + 1M3)

- Sometimes =
problems applying
strategies -

Mainly spoken use of
English

Awareness of basic
(communicative)
strategies
Monolingual

Cluster 2.2.2 (1M6)

Equally spoken and written

use of English

- Awareness of several
strategies

- Bilingual

- Goal-oriented use -
of strategies

Figure 17: Cluster 2of noticing, strategy use and learner characteristicEhe codes in the brackets indicate which
learners belong to a certain clusteNoticing and strategy use are listed in the left column, learner characteristics in

the right column.

Both clusters are mixed in gender which suggests that no influence of gender can be

detected in the data. The subclusters of cluster 2 are gesgecific, with cluster 2.1

containing only female learners and cluster 2.2 containing only male learners.vidgwe

the low total number of participants does not allow for any generalizations concerning
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the influence of gender. The grades do not seem to be linked to the clusters either, as the

clusters contain participants with different school grades in English.

From theclusters described above, some possible general trends can be deduced. Higher
numbers of LREs seem to correspto@ wide range of strategies and their gaalented,
effective use. Participants who disp&l such characteristics seed to have
differentiated views on communation and accuracy in writing. Other factors supporting
these noticing and strategy characteristiogre either a positive general attitude to
learning languages and English (communicative confidence, effort to close knewledg
gaps, intrinsic or integrative motivation, general interest in foreign languages and also an
apparent effort to acquire several languages),factors which forcd the learnes to

notice linguistic features frequently and deal with them effectively (mwnmunicative
confidence and high anxiety, strong school influence on English learning). The importance
of being forced to notice linguistic featuresfisther supportedby the fac¢ that this type

of learner didnot seem to be willing to invest any effarito closing own knowledge gaps.

An exception to the first trends learner 1F5 who sharedl of the noticing characteristics
described above except for the effectivenesk strategy use. Learner 1F5 hadme
problems applying strategies effectivelpd actedintuitively where strategies would have
been of help and easy to usénterestingly enoughthis leaner combinedsome of the
learner characteristics of botlmptions mentioned previously. She demonstratddw
communicative confidence and high foreiganguage anxiety and her English learning
wasinfluenced by school. On the other hand, shasstrongly intrinsically motivated and
willing to close her knowledge gaps, so that she not appear to be forced to notice
linguistic features. A difference between hand all the other learners layn her clear
focus on accuracy. It seems that this learner might develop in the directiomeobther
learners in the futurebut that at the mament of the data collectionshe experienced
difficulties concerning the use of strategies and the distinction between important and

less important features to notice in the output.

Goatoriented, effective use of strategies might also corresptmtbw numbers of LRES,

low range of LREs and low range of applied strategies. Learners whad shase
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characteristicsalso shard high communicative confidence, strong school influence on
English learning, and exclusively extrinsic orientation combined witipparent effort to
acquire several languages$.seems that these learners only do as much as necessary to

be successful at school, which makes them effective writers.

Learners who preferably udeintuition to deal with their LREs sharghe following
chaacteristics: theywere learners who learad or spoke several languages and
demorstrated strong motivation to learn languages. The motivation, howeweas
grounded mainly in the privatephere In this group, the conscious dominance of oral
communication (including awareness of strategies which are mainly suitable in oral
communication, such as #ghrasing)seemedto correspondto some problems when
applying strategies in the writing process, wher@alsalanced use of spoken and written
English combined Wi awareness of a number oflifferent strategies seened to
correspondto an effective, goabriented strategy use in the writing procedhe general

trendsand tendenciesre summarized ifrigurel8and Figurel9.
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Type 1a

Type 1

High number of LREs
Wide range of strategies

Goal-oriented, effective use of strategies

Differentiated view on accuracy
and communication in L2 writing

Type la option 1

Type 1la option 2

Positive general attitude to learning languages
and English demonstrated by:

High communicative confidence
Effort to close knowledge gaps
Intrinsic or integrative motivation
General interest in foreign languages

Apparent effort to acquire several languages

Factors which force the learner to notice
linguistic features frequently and deal with
them effectively:

- Low communicative confidence and high
anxiety

- Strong school influence on English learning

- No effort to close knowledge gaps

Figurel8: General tendencies, type Y

*For an explanation of the use of the warpe, see footnoted5.
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Type 1b

Problems using strategies

Strong motivation, but high anxiety and lacking
ability to distinguish between important and
unimportant linguistic features:

Focus on accuracy
Effort to close knowledge gaps
Intrinsic motivation

Low communicative confidence and high
anxiety

Strong school influence on English learning




Type 2

Low number of LREs
Low range of LRE types
Low range of strategies

Goal-oriented, effective use of strategies

Type 3

Importance of intuitive action

Learners who have found ways to handle the
L2 effectively and investing only as much effort
as necessary:

- Communicative confidence
- Strong school influence on English learning
- Extrinsic orientation only

- No apparent effort to acquire several
languages

Learners who assign more importance to real-life
use of languages rather than school:

- Apparent effort to acquire several languages
- Intrinsic or integrative motivation

- Strong private influence on English learning

Type 3a

Sometimes problems applying strategies

Type 3b

Goal-oriented, effective use of strategies

Extreme communicators with negative
consequences for writing:

- Conscious dominance of oral communication

- Knowledge of communicative strategies

Balance between communication and accuracy:
- Balanced use of spoken and written English

- Awareness of a number of different strategies

Figurel9: General tendencies, types 2 and 3.




IV.4. Case studies

In the following, the tendencies uncovered in the data will be illustrated by detailed
descriptions of selected caseBhe learnerswvhich will be described and alyzed in the

case studies werselectedaccording to two criteria(l) they represent different types as
distinguished irFigurel8 and Figurel9; and(2) they seem to be extreme representatives

of their type. Learner 1F5 was selected for a case study because of her special status as an

exception inType 1.

IV.4.1. Learner 2F10 (T ype 1a option 1)

Learner 2F10 represents the learner type who natitieguistic features in the output
frequently and effectively applied wide range of strategies to handle her language
related problems. In this learner type, these noticing and strategy use characteristics
seenedto belinked toa generally positive attitude of the learner to languages androy

apparent effort to acquireseveral languages.

Even though learner 2F10 gveup in a monolingual family, siveas learninghree foreign
languages at schooln her language Brning, she consciously compared her languages
and reflectedon theirlinguistic relatedness.

2F10:Englisch ist am allereinfachsten.

I: Okay. Warum meinst du?

2F10 Ja weil das, das ist nicht so, ja das ist nicht so so so, ahéa XGgnau ahnlich.l{
Okay.) Weil, Franzésisch und Spanisch ist fir mich viel zu ahmlida, pkay.) Aber
Englisch isirgendwie was anderes und Englisch hat man ja auch im Alltag so ab und zu
mal (: Mhm.), dann ist es irgendwie, es geht einfacher auch die Grammatik ist einfacher.
(2F10 Int 4347)

Learner 2F1Q@vas motivated to acquirethe languagesshe is learningFor English, her
motivation stemmedfrom the positive experience shkead with English at the beginning

of her English language learning. Through being successful at comprehending an original
musicalin English aftehaving learnedEnglishfor only a litle more than one year, she
gaineda positive attitude towards the target language.

Also ich, ich war in der sechsten Klasse mit meinem Vater in Loiddhr(.) und, also
seitdem ist Englisch halt so, <freudig> ach, Englisch </freuttiga.ja @ @) Weil ichar,

ich war total stolz auf mich weil ich hatte, ein Jahr lang, eineinhalb Jahre lang hatte ich
Englisch und dann sind wir in so, das Musical, Kénig der Léwen gegangen und ich habe es
an sich alles verstandenl: Ja mhm.) Und seitdem, denke ich mir imms® yes nach
eineinhalb Jahren konnte ich d42F10 Int 5351)
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Besides the positive experience with comprehending English, learner I#4sltad the
opportunity to use English to communicate wittative speakers. Also in French and
Spanish, she has mettnge speakers and the fact that she was able to communicate with
them without serious difficulties seems to have boosted her language learning motivation

to a high degree.

2F10 =Welil, Sprachen sind irgendwie so, das was mir so am meisten Spall macht.=

I: =Wieso ist es dann Spanisch geworden? Am Ende?

2F10 Ja weil &hm, ich habe erst vor Kurzem diesen Austausch gemacht.

I: Mhm mhm.=

2F10 =Also, der ist zwar voll in die Hose gegangen aber, es macht halt irgendwie Spald so
Spanisch zu redeh: Mhm.) und es, & reden ja auch so viele Leute auf der Welt und, ich
rede manchmal mit allen aus meiner Klasse reden wir einfach die ganze Pause mal nur
Spanisch und das, ich weil3 nicht Spanisch ist so das kann man ewig(26dénSR 359)

Her motivation to learn Englishas¢ as with all the other learners also extrinsic, as she

wasaware of the importance of English.

Ja also ich, will, Englisch halt, &hm, ziemlich gut kénhé&nhm.), weil, Englisch braucht
man Uberall auf der Welt. l:( Mhm.) Und, wenn ich jetzt mit meinem, Spanisch
irgendwann nicht mehr weiterkommen sollte dann, muss ich halt Englisch rddkthr.)
Weil, Englisch versteht irgendwie jeder so mindestens so ein bissd¢hiding.) Und &hm,
ja. Englisch ist halt, wirklicwirklich richtig wichtig(2F10 Int 147147)

The above quotes also illustrateat learner 2F10vas confident in using her languages
anddid not suffer from foreign language anxiety. At the same time,\wheaware of the
fact that she sometimes terstl to mix up her languaggsee also the quote 2F10 Int43
47) and she foundt obvious that it is necessary to close her knowledge g8ps.felt
more confident in speaking than writing, even though she enjoyedriting.

I: Und was ist mit &h, mit dem Seiben also &hm ahm, Englischschreiben?=

2F10 =Also...=

I: =Wie wirdest du dich da einschatzen?

2F10 Ahm, Schreiben ist ganz okay. Also, zum Schreiben kommt halt immer schén die
Grammatik.

I: Mhm.

2F10 Ahm, also es kommt nur halt immer immer wiedervgas wie ja wie schreibt man

jetzt language.l(Mhm.) Aber, so an sich, ich bin im Schreiben an sich ziemlich schnell.
wWX8

2F10 Ja also ich glaube schlecht bin ich nicht abédifm.), sehr gut bin ich auch nicht.

I: Mittel.

2F10 Ja ich bin so mittemlrin so.

I: Besser im Sprechen oder im Schreiben?

2F10 Ich glaube im, im Sprechen bin ich besser weil da denke ich teilweise gar nicht und
bei (: Mhm.), im Schreiben denkt man sich immer so ja, das Wort sieht jetzt komisch aus
dann, muss man wieder demat8 aufhoren muss wieder nachdenken, und beim beim
Reden redet man halt einfacBa ist es ja egal wie das Wort aussi¢RE10 IntL68-183)
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As evident from the aba quote, learner 2F10 recognizéie relevance of accuracy in
writing. However, she diffenatiated between the necessity to be accurate under some
circumstances (for example, at school), and the importance of fluent communication in
other situations (for example, when talking to other people). Even though accwasy
important in writing, her prsonal main focus in writing layn the message.

I: Ahm, ist &h, gibt es im, Schreiben im Englischschreiben irgendramslir besonders
wichtig ist?

2F10 Ahm (...) vielleicht dasder Text so, ein bisschen interessant ist dass er so, die
Interessen oder so was ruberbringt Mhm.), dass man nicht vollkommen gelangweilt
diesen Text immer wieder weglegt und sagt ja hey nein, den lese ich nie zu [E@#ay(

ja ja.) Also so ein,osein Text muss irgendwie interessant sein weil manchmal in der
Schule sind so Texte da denkt man sich so, wieso lese ichldsifn) Aber man muss

es halt aber privat wilrde man das nie fertig les@k10 Int 244845)

Learner 2F10 thusept in mind bot the importance of the message atfie situationally

appropriate accuracy.

Thenoticing and strategyrofile of learner 2F10 reveals that skacounteredlanguage
related problems very often and managed handle them effectively, using either her
intuition or a wide range of problessolving strategies. The largest number of LR&®
situated in the lexical area, followed by syntactical LREs. The prominence of syntactical
LREs indates that learner 2F10 consideredwider context when composing in Esbli
anddid not limit herselfto questions on word level or below. An interesting phenomenon
is her awareness of pragmatic issues, i.e. how her taight be perceivel by her
audience. She considerepragmatic issues seven times in her thalkud protoco)
whereas most of the dter participants in the study didot consider pragmatic issues
more than once. This awareness seems to be related to her differentiated view of
communication and accuracy in which she also canrsither interaction partner or

audierce (see quot@F10 Int 24245above.

Learner 2F10 frequently combinédRE types. When dealing with aoplem of one type,
she consideredather possible difficulties as well. In the folllmg example, learner 2F10
wantedto resolve a content LR#ut her intended solutiopposeda syntactical LRE to her.

with (1) mit (.) anderen leuten (3) nein (1) to communicate (.) wither (1) spanish
people(2F10 TA 220)
I: Was war da die Uberlegung mit anderen Leuten, nein?
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2F10 Ja mit anderen Spanierh Ach) oder, mit anderen, Leuten die halt Spanisch reden
und dann, habe ich mir wieder gedacht ja, with other people who speak Spanish ist ja
auch wieder zu lang und dann, habe ich gedacht ich nehme einfach spanische2fElLde.

SR 153154)

Concerning theuse of problemsolving strategies, there is a discrepancy betwdlea
strategies larner 2F10 used and the strategies she mentionethe interview The main
strategy she mentionedasthe use of intuition.

I: Wie gehst du mit so was um, mit solchen Sehigkeiten wenn du, schreibst?

2F10 Ahm, ja dann, guckt man halt was sich so am besten anhdfh(n.), und dann, so

ja, kbnnte das passen so was im Buch hinten drin steht in der Grammatik und, was auch
sonst, &hm im Unterricht besprochen wurde oder so was aber, da bin ich irgendwie so, ich
gehe meistens nach dem Gehdlk. Qkay.) Weil das das fundtiiert eben bei mir am
allerbesten. Sol{Mhm mhm.), wenn ich dann schaue wie es dann aussieht oder dann,
werde ich nur, unsiche(2F10 Int 21819)

However, learner 2F10 usedwiderange of strategies and combingdem frequently.
The strategy used mob®ften by herwas re-phrasng. In lexical issues, she seemed
prefer rephrasing to using resourcek the following example, shiied to avad word
repetition of the word "that"and usedhe re-phrasing strategy.

it's not (5) that (.) nein (.)oecaug of that it's not (4) it isn't very {streicht "it's not th"
durch} difficultit isn't verydifficult (2F10 TA 2@8)

All'in all, learner 2F1®asa confident writerbut her perceived need to deliver interesting
and accurate pieces of writing lead to a noen of conscious decisions she took the
course of the writing procss. Most of the time, she reliezh her own linguistic resources,
taking some intuitive decisions and using thepteasing strategy very often. However,
shewasalso able to use resources effectivelynen needed. In her composing process,
learner 2F10alid some basic planngnat the beginning and continuegenerating ontent
as she continuedvriting (this type of writing process corresponds to emergent planning
according to Cumming, 1989She always k& in mind what she hadlreadywritten in
order to arrive at a coherent text. In rewvigj her text, she again consideradwvide range
of issues, not only looking for one type of mistake (for example, only slips ofethemp
only problems of contentbut keeping in mind both the conterdgnd the accuracy. The
writing process thugonfirms the results gained from the analysis of the leaiinérated

noticing and the learner profile.
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IV.4.2. Learner 1M4 (Type 1la option 2 )

Similarly to learne 2F10, learner 1M4 also noticdéhguistic features in the output
frequently and effectively applied wide range of strategies to handle his language
related prodems. However, learner 1M4 seemead be forced to reflecton his own
language use frequently and solve his langussgjated problems effectively by a

combination of external and internal factors.

Learner 1M4 has grown up bilinglyaith the languages German and Spanish being his
first languages. At sdlol, he was learningwo foreign languages, thus arriving at a total
of four languagesThemotivation of learner 1M4 seemei be largely driven by external
factors. For him, Englisivas a school subject likergy other subject and he acquired it

because he hatb. However, helid not display any kind of effort to close heowledge

gaps.

I: Ahm, jetzt, warum, lernst du tiberhaupt, EnglischX &

1M4: Weil es Pflicht ist. @

I: Weil es Pflicht ist ja.=

1M4: =Sogar auf der Hauptschule ist es Pflichtld.) Das muss man machen aber, ich
lerne es auch nicht.

I: Du lernst das pht also du musst es=

1M4: =Ich lerne, ich lerne, NIE.

I: Okay.

1M4: Ich habe, noch nie flr irgdwas in Englisch wirklich gelernt.

I: Mhm, also du kriegst das so mit, in der Schule.=

1M4: =AulRer fur die miindliche Schulaufgabe. Also da wo ich einmal gkbdya da hatte
ich eine Vier und wo ich nicht gelernt habe da hatte ich eine ZWwe@ @ @) Ich weil3
auch nicht wieso. Also, ich lerne nie in Englidéb. (1M4 Int 100109)

At the time of the interview, the motivatial profile of learner 1M4 seemed be in the
process of change. He mentiondiis teacher of English who he admired. The teacher
seemedto have a positive influence on the motivation learner 1M4, even though he
had not yet managed to change his basic attitudevayds foreign language leaing at
the time of the interview.

I: Und, &h, Englisch, macht dir das auch Spalf3 jetzt in der Schule?

1M4: Kommt auf den Lehrer an. Aber letztes Jahr schon.

I: Mhm. Habt ihr also, einen guten Lehrer=

1M4: =Ziemlich guten Lehrer ja, doch.

I: Okay. Ah, was hat er so mit euch gemacht warum hat es denn SpaR gemacht?

1M4: Ahm, weil er, irgendwie so (...) der ist halt echt lustig. Das ist echt nicht normal der
hat halt wirklich alle so, wiirde ich mal sagen so ein, Entertainer. @

l@@@ Ja?
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1M4: Und bei ihm habe ich hat man auch, der hat zwar echt, harte Schulaufgaben
geschrieben aber ich hatte immer eigentlich gute Noten bei ihm. Was ein bisschen
komisch ist, weil ich sonst nie wirklich so tallMhm.), also gléanzen tue ich nié. Mhm.)
LetztesJahr eigentlich schoif1M4 Int 192199)

When asked about hisonfidencein writing, learner 1M4statedthat he wasa confident
writer. However, in the course of the inteew, a lack of confidence becanapparent
several times. Learner 1M4 seekalisolue certainty that what he writes is correct.

I: Ahm, wenn du schon im Wérterbuch, suchst du hast ja jetzt hier auch gesucht, &hm,
wenn du etwas, findest jetzt im zweisprachigen Worterbuch, und es gibt mehr
Mdglichkeiten wie suchst du die Beste aus?

1M4: Da was ich kenne.

I: Was du kennst. Mhm. Ah, hast du es auch manchmal so dass, dass du vielleicht etwas
nicht kennst das verwenden moéchtest und dann nachschaust ob man es, so benutzen darf.
1M4: Ahm, nein.

I: Nein. Machst du nicht. Mhm.

1M4: Nein. Da birich ein bisschen, zu vorsichtig danh.CGf) Also wenn, wenn ich schon
wirklich, das Woralso was kenne dann, benutze ich es dann auch gl€ith4 Int 464

469)

The need of absolute certainty corresponds with high awareness of own knowledge gaps,
even though¢ as mentioned above learner 1M4wasnot willing to invest any efforinto
closinghis knowledge gapdven though his personal preferenkag in accuracy, havas

alsoaware that accuracy is sometimes not necessary.

Similarly to leamer 2F10,learner 1M4 encounteredanguagerelated episodesin a
number of areas. The number of LREss not as large asor learner 2F10The largest
portion of LRESs laip the lexical area, followed by questions about contdrgarner 1M4
did not rely on intuitionto deal with his LREs, he appliegclusivelyproblem-solving
strategies. As with learner 2F10, the most frequently used strategy re-phrasing,
followed by the use of resources for the lexical area and spelling. Learneapi¢dhis
strategies veryeffectively, always arriving at a solution. An interesting phenomenon
abou learner 1M4 is that he applieghroblem-solving strategies several times even

thoughhe actuallyknewthe solution.

you read in the group books and texts of the most important gerrfig autor ist doch
author oder (1) {tippt "autor” in leo ein} (2) authg (.) writer (.) authorduthors (1M4
TA 6567)
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This phenomenortorresponddo the fact thatlearner 1M4would like to be as accurate
as possible, which in turn might be influenicby the important role of schodiis English

learning and by his foreign language anxiety.

The composing process of participant 1Més the most clearly structured composing
process among all participants. Thevasa long planning and structuringhasein which
learner 1M4 usedscratch paper in order to plan the main points of b@snposition He
created a simple mind mapand followed his plan throughout the composing process
(corresponding to what Cumming, 1989 calls advanced plahniite alwayknew where
he was in his writing process, and explicitly mentionethe basic structure of the
composition (introduction, main part, conclusion).sgecially the introduction seemed
extremely immrtant to him, which he explainebly its importance for receiving a good
grade at school.

Ja ich, weil3 halt nie wie ich anfangen soll. Der Anfang ist halt immer dagnivam,
schwersten fallt irgendwie so (M: Mhm, mhm.), <un> xx </un> weil, die Einleitung ist
schon, also die wird halt, zum Beispiel bei der Schule wird die halt wirklich, also, bewertet
und echt, streng bewertet und so. (M: Mhm.) Weil das ist halt eiregr den wichtigsten
Teilen (M: Mhm.), und &h muss man sich halt, immer was Uberl€fbtid SR25-25)

Considering the intensive planning and structuring done by learner 1Md sitirprising
that he did not revise hiscompositionafter he hadfinished wriing. He explainethis by
stating that he would not see the mistakes anyway and thatviastoo lazy to revise his
composition In addition, he stresselis extrinsic motivation and the sch&influence
on his English learning again here by stating tssoon as hevassure he would pass a
test with hiscomposition hedid not see any necessity to revise it.

I: Ah, korrigierst du dein Schreiben irgendwie? Und, wenn ja=

1M4: =Nein ich schaue es mir nie durch.

I: Bitte?

1M4: Die Lehrer sagen immer ichlse$ mir durchschauen ich schaue es mir NIE durch.=
I: =NIE durch.=

1M4: =Das ist eine Sache die ich NIE mache.

I: Mhm, mhm.

1M4: Weil, man wird, ictbin da irgendwie, zu faul. @: (@@) Oder oder, wenn ich,
einfach, wenn ich einfach schon weil dass icte &fier sicher habe dann schaue ich es
mir nicht durch. Weil manchmal weil3 man das schon.=

I: =Und, wenn du das nicht weil3t? Schaust du es dann, durch also hast du schon mal einen
Text durchgeschaut nachdem du ihn geschrieben hast?

1M4: Nein.

I: Nicht.

1M4: Nein. Nein nein.
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I: Nein. Mhm.

1M4: Weil, da fallen mir auch, also mir wiirden auch gar nicht die Fehler, auffdllen. (
Mhm.) Wenn ich es schon, wenn ich es schon falsch schreibe dann bleibt es auch falsch.
(1M4 Int 506519)

Even though learner 1M4 udea number of composing and problesolving strategies,
his statements about his own composing process and strategy use cong@diith what

he demonstratedn his thinkaloud protocd. Even though he clearly stated that he never
useda dictionary, he usd it several times in the coursd his composing process. Heda
that he never used mind mapsut he createda simple mind map when planning his
composition These contradictions might be grounded ire txtrinsic motivation, which
was"extrinsic only"but so strong that it madéearner 1M4 into an effective writer with a

wide strategy repertoire, even though likd not want to appeamas such

IV.4.3. Learner 1F5 (Type 1b)

Learner 1F®elongs to Type 1 in terms of the number and range of LREs. However, she
encounteredsome problems applying strategies. In terms of learoharacteristics, she

combined thecharacteristics of botloptions intype la

Learner 1F5 has growrp monolingu#ly andwas learningwo foreign languages. As she
attendedthe GermarRealsbule, learning two foreign languagegsmore than what she
would be required to do, as learners atRealschuleusually only learn EnglishEven
though learner 1Favas aware of the importance of English, shas interested in the
language itself and dematratedintrinsic motivation.

I: Warum lernst du denn Gberhaupt Englisqh?

1F5 =Also es ist, eine Weltspraché. Ja, ja.) Ahm, und, man kann sich halt, irgendwie,
Uberall, mit Englisch verstandigen. hm.) AuRerdem finde ich die Sprache schdn. (
Mhm.) Zum Beispiel, ich habe versucht, Harry Potter zu lesen, das habe ich auch geschafft
(I: Mhm.), auf Englisch. Bei, wie heil®, evie heil3t der, Shakespeare J&.), habe ich, bin

ich verzweifelt. @1F5 Int 9304)

In addition, a clear effort to obeher own knowledge gapwasdetectable, as illustrated

by the following quote.

I: Wenn du, jetzt einen Text fertig geschrieben hast gibst du es, gibst du den auch, wenn
es jetzt vielleicht eine Hausaufgabe ist oder so, ah auch jemandem zum Lesen, ah?

1F5 Ja. Ja, auf jeden Fall.

I: Zur, zur, zur Korrektur?

1F5 Einfach nur so dast Mhm.), dass ich wei3 was fur Fehler, ich gemacht habe und
einfach, das hilft mir ja auch wenn ich dann wéilMhm.) was meine Fehler sind.
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I: Mhm. Also das ah ah, wenbgt du es dann?

1F5 Also, ah wenn es eine Hausaufgabe wars, wann meistens der Lehrerih Mhm.),

und, wenn ich einfach nur so zur Ubung fir Schulaufgaben schreibe dann meinen Eltern.
[...]

I: Mhm. Ah, welche Art von, Korrektur wenn jetzt, a&h dieciBltoder die Lehrerin,
korrigiert was ist dir da am liebstef?]

1F5 Also ich finde wenn man eine Alternative hinschreibt dann, finde ich das besser als
wie wenn es einfach nur durchgestrichen istfhm.) weil ich dann, manchmal nicht weif3
was jetztgenau da falsch istl:(Mhm.) Und, ich finde es auch gut wenn mir dann da
nachher gesagt wird was ich jetzt gut gemacht habe und was ich falsch gemacht habe.

I: Okay also so eine zusammenfasseridés(Genau.), Bewertung dann am Ende.

1F5 Genau.

I: Mhm. Und &h, liest du dann die Korrekturen auch wirklich duacheitest du sie
vielleicht irgendwie nach odefLF5 Mhm.), wie machst du, ja.

1F5 Ja.

I: Okay. Was machst du dann mit denen?

1F5 Also, je nach dem. Manchmal, wenn es so, ein ganz schlechteatZAufar, dann,
ahm, schreibe ich ihn manchmal nochmal néuMhm.) Ahm, und wenn es einfach nur so
ein zwei Sachen sind dann lese ich es mir durch und tberlege mir dann nochmal genau
was ich jetzt falsch gemacht habk hm.), und wie das dann jetzt um¥ssert wére
einfach. Weil ich dann mehr davon habe@kay.), wie wenn, ich dann einfach nur dann
sage, ja schon, jetzt habe ich ihn verbesq@ies Int 347362)

Learner 1F3vasneither a confident learner nor a confident L2 writ&he mentioneder
lack of confidence very often andlasaware of her uncertainty when writing\t the same
time, accuracyvasof great importance to her, even though stvasaware that shecould
not always achieve the desired degree of accurdeyaddition, she mentionedhe fact
that shebecamedistractedif she encountered problem in writing which sheould not

resolve.

Also, ich finde es, von mir selber aus, irgendwie nervig, wenn ich irgendwie, was schreibe
und damit Uberhaupt nicht einverstanden bir. 1hm.) Unddann, d&hm, das nervt mich
irgendwie weil ich dann so stoppe, und dann, mich darauf auch fixiere und den Rest dann
irgendwie, in den Hintergrund schieb@F5 Int 28280)

This statement corresponds to whatsobservable in the thirlaloud protocol oflearner
1F5. As with learners 2F10 and 1M#Age ncounteredlanguagerelated problemsn a
wide range of areas and usedtuition and several different kinds of strategies to deal
with these problems. Interestingly, she sometimestea intuitively in areasin which
resources woulchaveprovided fast and efficient help and in which all other participants
usad resources, such as dealing with spellqugestions For this reason, it happeneid
her a few times that shenade an unnecessary change, correctisgmething which was

originally correct.
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to avoid that the same thingill </liest> &h &h the same thing (.) same thing schreibt man
<un> zisammen </un> {verbindet "sameihd "thing"samething (1F5 TA 7J2)

In additon, she experienced difficultiashen deaing with dictionarieqfor example, not
finding the desired lemma)vhich sometimes leftier without resolutiongo her linguistic

problems.

A strategy used several times by learner 1#ds the goplication of rules. She applied
rules to deal with morphological, syntactical, and supeatential LREs. Even though the
application of rules sometimes seeha little awkward(see the example below}they
seenedto give 1F5 a gooduidance in her writing process.

i would @ a&hmto {andert to in the} school subjectéch schreibe das jetzt alles nochmal
auf (.) weil (.) zum beispiel uns immer gesagt wird dass (.) wir (.) die angabe immer noch
irgendwie (.) in den (.) aufsatz reinbringen soll&R5 TA 112)

In general, learner 1F5 seeméd be a motivated learner who would &kto be as
accurate as possibleut who lackedthe means to achieve the desired accuracy. 8hd

not yet learned to identify linguistic features important to deal with (in contrast to less
important linguistic featves) and to choose strategies whialould help her arrive at the
correct resolution. Her lack of experienesasalso confirmed by her compag) process.
She startedwriting right away without ding any planning, and generated content as she
proceeded writing (this corresponds to the knowledgelling composing strategy as
identified by Cumming, 1989, and as typical for less proficient wjit&tse reviseder
compositiontwice and conductedhanges both times. Thgocedure correspond® the

lack of confidence she demonstraten all other areas of writing and in the interview.

IV.4.4. Learner 2F8 (Type 2)

Learner 2F&elongs to those learners who gthrough their writing process quickly
without encountering many languagelated probems. The problems she encountered
usuallydid not exceed the sentence level ameere dealt with using either intuition or a
few types of problemsolving strategies. The strategiegere applied effectively and

always lead to a solution.

Learrer 2F8 has grown up monolinglyabnd was learningonly English at schdoLike

learner 1F5, she attendealRealschuleShe perceivedEnglishmainly as a school subject,
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even though shevasaware of its relevance for life. Smesconfident in communicatio

in English ad in school exercises such asalee-point exercises. Sh@asless confident
in writing, whichwasin her opinion caused by the fact that shedta apply rules in her
own production and that shevasforced to write more than she would norally like to
write.

2F8 Ja also, wie eben, das listening dann, ahm, guided writing auch bfhif.), und, ja
also fallt mir ein bisschen schwer @ Khm), ja weil, da muss man, eine bestimmte
Worterzahl schreibenl:(Mhm.), und, ich habe meistemscht so viele Wérter @.

I: Okay. @ @@ Kommen nicht so viele zusammen, okay.

2F8 Ja. Aber...

I: Das heil3t das Schreiben ist dann, ahm (..-) @mpfindest du jetzt aa-, als schwierig
oder...?

2F8 Nein also, weil, die anderen schreiben alle so detdillind ich schreibe halt einfach
eben wie jetzt, auch hier, &hm, die Sachen die mir gerade einfdllévihn.), und halt
alles kurz und knap@ (2F8 Int 837)

The factthat learner 2F8lid not want to write longcompositionsbut would like to write

only as much as necessamwyasreflected inher think-aloud protocol. She was a fast and
effective writer(with less than seven minutes, her thialoud protocol was the shortest

of all participants\who did not encounter too many problems while writing. Sheedl ha
clear idea of what she wanted to write, and put her ideas to paper as they came into her
head (as with learner 1F5, this writing strategy corresponds to knowladtimg as
described by Cumming, 1989f there were problems, they usually comprised of the
lower linguistic levels, sudhs the lexical level or spelling. The problems she encountered
were resolved quickly and effectivelyith the help ofintuition or strategies as necessary.

Learner 2F8 used two types of strategies, resources apdhrasing.

The simple, fast and effective composing proagasconcluded by a revision of the short
compositionin which learner 2F8 correctea few slips othe pen. All in all, learner 2F8
represents a goabriented type of writer who writes only as much as neeggsand
invests only as much time as necessary. Causes for this approach to writing might be the
clear link of writing to school and the prevalence of extrinsic motivation. Still, this type of
writer seems to have developed strategies appropritdedealing with the tasks they

encounter in their school lives effectively.
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IV.4.5. Learner 1M2 (Type 3a)

Learner 1M2 is an extreme representative of learners with strong focus on
communication and intuition in language learning and use. Reasons for this seem to lie in
the direct reallife relevance of English, the perception of languages as instruments for

communication, and in the strong private influence on English learning.

Learner 1M2 has grown uponolingualy. However, he was learninfpur foreign
languages. He peeored languages as instruments for communication awds not
interested in exploring linguistic regularities as long as tiveye not communicatively
relevant.

Also ich finde Englischunterrictst viel zu grammatiklastig: (Mhm.), also wir reden viel
zuwenig. Wir reden zwar im Unterricht natirlich aber, das ist einfach, viel zu wenig also
man musste viel mehr so KoKonversationen machen und so was, und nicht so viel mit
Bichern arbeiten oden:(Mhm.), schreiben. Natdrlich ist Schreiben auch wichtigrath

finde dass es ein bisschen Uberschatzt wird sozusagen. Und, &h Leute die, nur in der
Schule Englisch hatten kdnnen sich danach auch nicht mit englischen Leuten unterhalten
also wenn man teilweise, Leute aus meiner Klasse die im Unterricht jetztsalclecht

sind und die nur Einser in Englisch haben mit anderen Leuten Englisch reden hért, dann
sagt man Gott Leute was habt ihr gelerfi®M2 Int 127127)

The interest in communicating in foreign languages indgdkat the motivation of
learner 1M2went far beyond extrinsic motivation. Learner 1M&sinterestedin foreign
languages, he enjoyedcommunicating with interlocutors from various cultural
backgroundsand ¢ among other thingg; took part in international camps where English
wasthe linguafranca His attitudewastypical of the international posture postulated by
Yashima et al. (2004Hewasveryactive at using English oraltyt neverwrote in English
(besides school). His knowledge and awass of strategies also reflectdds strong
preference for spoken English, withplirasing being his favourite strategy.

I: Ja, was machsiu dann wenn dir ein Wort...=

1M2: =Dann Uberleg&h mir das Wort auf Deutsch Yhm.), und dann, ah, tberlege ich

wie konnte es in Englisch hei3en ansonsten umschreibe ich es halt. Wenn es mir nicht
einfallt. (M2 Int 208209)

The writing process déarner 1M2 clearly correspondei his strong preference for oral
communication. Helid not do any planningxcept for deciding on the two subjecasd
immediatelystarted writing. He putlown his ideas as theyame into hishead without

thinking about the structure of his composition His decisions in writingwere
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spontaneous ass obvious in the following two extrastwhich occured almostat the end

of the thinkaloud protocol.

genau dann kénnte ich noatartber schreiben welche idh) als erstes ablegenmiirde (.)
erst wirde ich mal mathe ablegen (.) weil ich glaube dass idtidan am meis(.) dass
ich da schon alles kann was ich wissen muss (1) und als zweites weddat®th ablegen
weil ich nicht glaube dass man da so furchtbar viel lernt (.) @)mnd religion.) weil es
nur flr wenige menschen wichtig ist (.) das kénnen ja die machen die es wichtig dileden
anderen konnen (.) mehr (.) geschichte und sozialkunde madida TA 1621)

so (.) dann kann ichoch ganz kurz schreiben warynlitik so wichtig is{1M2 TA 2989)

In the process of writig, learner 1M2 encounterehnguagerelated problems especially
on the sentence level and below. This corresponds to the garverting process which
evolved spontaneously and in which structure oolerencewere not assigned great
importance. Learner 1M2odvedhis LRESs intuitively @st of the time. However, he had
keephis original solution a few times as his intuitidiad not help solve his LRE. Inaliag
with lexical LREs, he us@gh online dctionary twice. An interesting strategy used by
learner 1M2was signalling awarenesdnstead of using resources to find the English
equivalent ofa German proper noun, he insertéide German version of the proper noun
into inverted commas.

{electior} in NordrheinWestphalero b 2 NRNXK & & MIK(IM2 $A/3EB1)°

Kurz Uberlegt was es auf Englisch heil3t, aber ich habe es einfach hingescl{fisi2&R
109)

This strategy also seems to be typioéthis type of learner who wants to communicate

effectively and does not want to lose time dealing with languagéated problems.

All in all, learner 1M2 put strong focus on communicatiowithout differentiating
between speaking and writing concerning the $tgies and the procedure. He was
aware of this andconsideredhis approach as the correct one, criticizing school English
language teaching for putting too much focus on writing and accuracy. His approach and
confidence seemad to be grounded in the fact that he hagained substantial experience
with Englit-language communication in private circumstances hadbeen able to form

his own opinion on the relevance of different areas of English.

% Note that the learner did not reflect on the German spelling either, thus producing an incorrect German
form.
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V.Di scussi on

V.1. Learner -initiated n oticing and problem -solving strategies

The following suichapter is dividedinto two basic parts. First, the LRE areas and
problemsolving strategies which were identified in the present stadycompared with
the categorizationsof other studies. Second, the occurrence and quality of learner
initiated noticing and the use of problesoling strategiess compared tothe findings of

other studies and discussed.

TheLRE areas identified in the current study fit into the frame found by other studies. LRE
areas which occur in almost all studies include spelling, morplmlodiREs (called
grammar LREs in most studies), lexical LREs, and contentArREEsgol & Cots, 2009
Kormos, 1999Qi & Lapkin, 2001Whalen & Ménard, 1995 Syntactical LREs seem to be
included in grammar LREs in most studies exdafiiden and Ménard (1995and
Armengol and Cots (200Both studies even differentiate further on the syntactical level.
Whalen and Ménard (1994istinguishbetween three areas, puatuation, phrase and
sentence, whereag\srmengol and Cots (20p4@istinguishbetweentwo areas, sentence
structure and sentence cohesion. As syntactical LREs were rare in the current study
(which might have beerdue to the age andEnglishproficiency of the participants)all
LREs of this type were subsumed under the general heading of a sgatacRE.
Surprisingly, stylistic LREs are mentioned onl$wsgin and Lapkin (1995wvhich is at the
same time the onlystudy which investigates young learne®uprasentential LREs are
mentioned by all studies which investigated adult learhavsting (Armengol & Cots,
2009 Qi & Lapkin, 2001Whakn & Ménard, 1995 It is possible but not clear from the
paper by Swain and Lapkin (199%hat LREs above the sentence level did not occur in
their study, possibly as a result of the young age of their learférs.distinction between
text structural questions and questions of cohesion are made onkrimengol and Cots
(2009. The pragmatic episodes are the most unclear area as thelahefleddifferently

by different authors and seem to lack a clear definition and distinction from other types
of episodesWhalen and Ménat (1995 subsume under pragmatic choigemy choices
concerning content, audience, and pragmati€mming (198pdistinguishes between

gist, corresponding to content LREs, and intentions which might correspond to piagma
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LREs or even form a separate area, referrinthéogeneral process of writing rather than

to a languageelated episode’ Kormos (1999 who investigates repairs in L2 speaking,
distinguishes between information repairs which correspond to content LREs, and
appropriacy repairs which correspond to pragmatic LR¥mengol and Cots (2099
distinguishbetween content LREs and rhetoric LREs. Rhetoric LREs are defined as "the
writer's concerning for readership and the purpose of tiext,” (Armengol & Cots, 2009,

p. 264 thus largely correspondintp the pragmatic LRESwo LRE areas mentioned by
other authors were not included in the current study. Procedures for wrif@gmming,

1989 were not treated as LRHmit coded separately as part of the general composing
process. Writer's blockArmengol & Cots, 2009vas not observed in the current studi.

comparison of LRE areas in formerdsas and in the current study is shownRigure20.

Cumming Whalen & Ménard Kormos Swain & Lapkin Geist Armengol & Cots Qi & Lapkin
(1989) (1995) (1999) (1995) (current study) (2009) (2001)
rephrasing
language use linguistic \\\
error
linguistic: orthography — (error: phonological) — spelling spelling pelling
linguistic: morpheme —— error: grammatical —— grammatical morphologicakgramma\
linguistic: punctuation form
linguistic: sentence syntactical— sentence cohesion 7
/ \sentence structure

linguistic: phrase

linguistic: lexeme error: lexical lexical lexical word choice —————— lexical
stylistic ————— stylistic

discourse organization— textual supra-sentential—text structure —————— discourse
supra-sentential—text cohesion /
(coherence / cohesion)

gist —————— pragmatic ————————— information content- content

i \
f’ . .
-7 appropriacy audience / pragmatic
JRe -t
-’ LI X
intentions <= = rhetoric

procedures for writing

writer's block

Figure20: LRE areas identified in the current studyighlighted)as compared tcsimilar studies.

As mentioned in chaptedl.1.3.2 Cumming (199D analyzed those LREs in which

metalinguistic and ideational concerns (i.e. focus trm and content) occur in

ot Cumming (1989, p. 13@efines intentions as statements in which "participants attend to something they
want to achieve through their writing, either in reference to an overall purpose of their text or to a
personal goal they have set for themselves."
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conjunction. Cumming's categomsearching for and assessing appropriate words and
phrasescorrespond tdexical LREs or 10REs in which the learners were concerned about
content and lexical issues at the same tim@omparing mwsslinguistic equivalents
correspond to the strategy of using L1 or crebsguistic knowledge. Lasteasoning
about linguistic choicesorrespond to the content category, specifically to the type in
which learners were wondering whether their linguistic choices fit their communicative

intention. As inCumming(1990, this type of LRE was quite rare in the current study.

The model of noticing and strategy use can be compared to the model prodmsed
Cumming (198pas described in chaptdt.1.3.2and shown inFigure8. As inCumming
(1989, learners eitheiproceedautomatically without reflectingon their language use, or
they identify a problem. A difference between the current study and Cumming's study lies
in the focus of Cumming's study on the broad composing stratdgaed strategies as
control mechanism by Manchén, 2001, p) 6 contrastto the focus of the current study

on the narrow composing strategié®llowing the terminology by Manchon, 2001, p. 56,
the focus in this study lies onrategies as problersolving mechanismsCumming (198p
analyes the whole composing process, including planning, structuring, monitoring and
revising. For this reason, proceeding automatically in Cumming's study tfigteas the
knowledgetelling composing strategy typical of less proficient writers. In the current
study, automatigrocessingather means that learners do not experience any problems
in the formulation stage of their writing processhich is not necgsarily linked to writing

proficiency

For the same reason as above, other little differences between the model proposed in the
current study and Cumming's model can be identified. Gamming (198p language use

is oneout of of several broad categories in the overall composing process. In the current
study, several different areas are distinguished in the area of language use as they
constitute one of the main foci of the studin the dataanalyzedin this study, it occurs
twice that a change is made intuitively withotlite learner actuallydentifying a problem

(this option is also mentioned in the study by Swain & Lapkin, 1995, p. Bvé&n though

this option does not occur very often, it mayooc and complements Cumming's model.
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Cumming's optiomo heurstic searchesorresponds tantuition in the model suggested

in this study, whereasheuistic searchescorrespond to problemsolving strategies
Grounded again in the slightly different fafiboth studies, the strategies identified differ,
even though there is an overlap (see below for a discussion). Both studies differentiate

between arriving at a resolution or giving up, i.e. not finding any resolution.

A major differencéetween the current study an@umming (198pis that Cumming does
not offer a graphicrepresentation of his model, which may lead to confusion and
comprehension problems whemreading his studyThe present stugattempts todo so in

two ways as discussed in chaptdits3.5.3and V.1

The prdlem-solving strategies identified in the current study complement the strategies

described in previous studies. A comparis®@shownin Tablel9.
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Table19: A comparison of problerrsolving strategies in the current study and in previous studigbree hyphens--)
indicate that the respective strategy is not nméioned in a study.

Cumming (1989

Swain and Lapkin (1995

Geist (current study)

Knowledgetelling

Problem identification, no
heuristic searches,
resolution / no resolution

Problem identification,
heuristic searches,
resolution

Engaging a search
routine

- Directed translation or
code-switching

- Generating and
assessing alternatives

- Assessing in relation tc
a criterion, standard,
explanation, or rule

- Relating parts to whole

- Setting or adhering to
a goal

Sounds right / doesnh
sound right

Makes sense / doesn't
make sense

Lexical search (via L2)

Lexical search (via L1 or
both L1 and L2)
Translation (phrase or
greater)

Applying a grammatical
rule

Automatic processing

Types / areas of
awareness (identifying the
problem) +intuition or
automatic application of
knowledge

Types / areas of

awareness (identifying the

problem)+ applying

problemsolving strategies

- Intuition or automatic
application of
knowledge

- Using L1/ cross
linguistic knowledge

- Rephrasing

- Applying rules /
explicit knowledge

- Using resources and
evaluatingthe results

- Reasoning

- Considering the
context

- Signalling awareness
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Two strategies and the use of intuition correspond in all three studiéghree studies
contain a category in which learners make use of theirlhlthe current study, this
category is somewhat broader as it also involves using other langulge the L1 as a
source of solutiongthe adaptation of this catgory was based on the data but it also
corresponds to the current research into multilingualism, for example in Jessner).2008

The next category common to all & studies is the use of rules.

The studies byumming (198Pand Swain and Lapkin (199Bontaindifferent categories

of search. Search in their sense meang tlearners search for lexical or other items in
their longterm memory, i.e. they attempt to retrieve items which they already know. In
the current study, this category is not explicitly presemit spread across other
categories As mentioned above, sedrwia languages other than the L2 is codedisiag

L1 / crosdinguistic knowledgeWhat is labelled asngaging a search routiney Cumming

and adexical search via LU# Swain and Lapkin is not considered a strategy in the current
study, as it happenfast and without the learner consciously searchingheir mental
lexicon. For this reason, cases in which an LRE occurs but is solved quickly by the learner is
labelled as use of intuition or automatic application of knowledge. An additional reason
for this coding decision is thaenerally,learners are not abléo describe any particular
decisions or other possible alternatives when asked in a stimulated recall interview. As
the definition of strategyequiresconscious, goabriented action in order tmvercome a
problem, retrieval of linguistic items from memory does not fully corresptmdhe
concept of strategy. In other cases, learners did consciously search for alternatives as the
original word or phrase chosen by them was not considered correcappropriate.
Cumming (198pcalls this strateggenerating and assessing alternativés the current
study, this stategy is labellede-phrasingand involves any instances in which learner
substitutes a word or phrase by a different word or phrase without using resources,

consciously rejecting the original phrasing and accepting the new phrasing.

Cumming's strategieeelating parts to wholeand setting or adhering to a goalefer to
strategies applied in the general composing process and are therefore not present in the
current study. However, four new strategie®t mentioned by the other studiebave

been identifiedin this study The most prminent of them is the strategusing resources
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and evaluating the resultsThe reason why this strategy is not presentSwan and
Lapkin (199bis that learners were not allowed to use any resourdégsmming (198P
allowed the use of resources. The strategging resources and evaluating the results
would probably fall undeiCummings more general strateggenerding and assessing
alternatives The inclusion of this strategy option has revealed some interesting insights
into the learners' preference adispreference of using dictionaries or other resources as
compared to other problensolving strategies. The next new categoeasoningwas also
comparably prominentEven though this strategy is not mentioned ®ymming (198p it

is analyzedn another study byCumming (1990 As a strategy which involves world
knowledge and logical thinking rather than linguistic knowledge, reasoning seems to be
an important strategy in cases in whiakailable linguistic knowledgis not sufficient to
resolvea problem. It may also help reject alternativesigfhare linguistically possibhaut
which do not convey the intended messagemight lead to misunderstandingghe third
new strategy(considering the contexis ¢ at leastin the data available so fay closely
linked to the use of resources. When assessitgr@étives found in a dictionary, some
learners consideed the sentence or meaning context in order to decide which of the
available alternativesvas the most suitable oneThis strategy seems to be typical
learners who experiencka wide range of LREs, i.e. for learners where not only
concerned with low levels of linguistic procegpibut who also ket in mind larger
linguistic units. Théourth new strategy(signallingawarenesyoccurredonly twice in the
data but it is an interesting compensatory strategy used in writimgtead of searching
for alternatives, learners usktheir original solutiorbut signdled to the reader thattheir
solution was not absolutely ideal, for example by putting the solution into inverted

commas.

As mentioned in chaptell.1.4 strategies can also be divided irichievemenior keep
up-the-standardstrategies andeductionor lower-the-standard strategieswhich can be
further split into formal reductionand functional reductionstrategies.The three types
identified in the current study can béinked to the three possibilities of strategy
application. Type 1 with a high number and a wide range of LREs and with a use of a wide
range of strategies corresponds to the achievement strategies typarners of this type

try to write similarly to the way they would writén their L1. For this reason, they
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experience a number of problems as their L2 linguistic abilities are not asleveloped

as their L1 linguistic abilities. Through the use of various strategies, learners of type 1 try
to compensate for this lack their own L2 knowledge and abilities. Learner k8o
belongs to this typdut her achievement strategies sometimes faype 2 with few LREs

and a clear and simple writing process corresponds to the functional reduction strategies
type ¢ in order to produe correct utterances (whictesult ina good grade at schoothe
message is kept as simple as possible and no risks are taken. Last, type 3 attekapfs to
the messagebut does not apply a wide range of problesulving strategies, preferring
their own ntuition and compensatory strategies to express their ideas. This type

corresponds to the formal reduction strategies type.

A comparison of results across the different studies turns out to be difficult due to the
differences in the foci of the studies and in the categorizations of LRES and strategies.
However, someendencies are detectable. lall studiesmentioned previouslylexical
LREsre by far the most frequent LRE tydellowed by grammatical LREs which include
either morphology or syntax or botfsee Armengol & Cots, 2009Ri & Lapkin, 2001
Swain & Lapkin, 199%Vhalen & Ménard, 1995 In the current study, episodes involving

spelling and contefit arealso prominent.

Cumming (1989, pp. 16006) provides results concerning the combination of LRE types.
In his study, L2 proficiency and writing proficiency both contributed to an increasing
combination of LRE types. This result can be linked to the current study as those learners

who followed achiegment strategies tended to combine LRE types more often.

As mentioned in chaptell.1.3.3 Armengol and Cots (20D@omparel composing in a
second language to composing in a foreign language footnote3 for definitiong in

their qualitative case study with two participant3hey cane up with an unexpected
result that the number of LREgas higher in second language than in foreign language
writing, even though they would have expected more LREs in the language in which the

participants are less proficiegdrmengol & Cots, 2009, p. 27/Zhe authors provide two

%2 As mentioned earlier,antent LREs do not denote questions of generating content but rather questioning
the correctness of the content or the correspondence of the text to the communicative intention.
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possible reasonsOne of theexplanatiors offered by Armengol and Cotsas that the
participants were more confident in protocolling in their second language than in
protocolling in their foreign language. This explanation cannot be compared to the
current study as participants here were free to thialoud in either of their languages

and did not have to s the foreign language Another possible reason offered by
Armengol and Cotwasthat the secondlanguage compositionsere more complex than
foreignlanguage compositions, which is why more focus on langueaggeneeded. This
explanation corresponds to théndings of the current study which show that learners
who would like to keep the standard of their L1 writing also in their L2 writing
experiencel more LREs and learners who lower the standard expercfeeer LRES.
Similarly, writing in the second languagaght be more likely to trigger achievement
strategies and writing in the foreign language might be more likely to trigger reduction
strategies, thus leading to a lower number of LRH%e results of tedies into the
influence of learner proficiency on the quantity and quality of leanmérated noticing
mentioned in chapterll.1.3.3 also suppot this explanation. Regarding the quality of
learnerinitiated noticing, the abovementioned researchrevealedthat less proficient
learners tend to focus mainly on lexical issues, whereas more proficient learners also
focus on morphosyntactic issuethis finding matches the results of the current study,
where all learners dealt with lexical issues and issues within one phrase or sentence, but
only some learners (those who followed achievement strategies) also focused on issues

above the sentence level.

The use of problensolving strategies can be best compared Gamming (198P In
Cummings study, only a small proportion of heuristic searclgdded no resolution, i.e.

if a strategy was applied, it lead to a resolution in most cases. This firgdindine with

the results of the current studyOn the other hand, problem identification without
resolution or heuristic searches (corresponding to problem identification,jtioty and

no resolution in the current study) was linked to the participants' writing proficiency and
overall occurred relatively ofte(Cumming, 1989, p. 105In the current study, this type

of problemsolvingbehaviour occurred relatively unfrequently. As with other differences,
this differencealsomight be grounded in Cumming's focus on the general writing process

and the focusof the current studyon the more specific aspects of writing. If a sentence

180



has already been started by the participant and only a certain word, phrase, or a
connector is missing, a solution has to be found, because the whole sentence would have
to be rewritten or crossed out if no solution was available. For the general writing
procedures such as generating content or structuring, giving up ideas without applying
any strategies might occur more often as the concrete structure of a sentence or a

paragraphhasnot beenfixed yet.

In Cumming's study, intuitiowas applied in about &hird to a half of the problensolving
behaviours. This result corresponds on averdgethe results of the current study.
However,in the current studythe proportion of intuition use or automatic application of
knowledge differs largely acroghe particdpants, depending on the foreign language
anxiety, concern for communication and accuracy, school or private influence on English

learning, and the learner motivation.

V.2. Learner v ariables and noticing

Several trendsegarding the links between learnamitiated noticing, the use of strategies,
and learner variableare detectable in the current studyn the following sub-chapter,

these linksare explored and compared with existing research.

Motivation seems to influence noticing and strategy use in several ways. Learners with
more types of motivation are either those learners who manifest a strong effort to close
their own knowledge gaps and who experience most LREs in a number of areasahnd d
with them effectively (with the exception of learner 1F5), or learners who use English as
an instrument for communication and therefore mostly experience basic types of LREs
and deal with them intuitively. Learners with mainly extrinsic orientation destrate
strong school influence on English learnangd most of them do not invest much effort
into closing their knowledge gap$here are basically two types of such learners. The first
type has got low communicative confidence and is anxious about theguage use,
which is why theyexperience many LREs in a number of areas and deal with them
effectively. The second type areonfident learners who apply functional reduction

strategies, composing in a way that they do not encounter many LREs.
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The resits presented in this study complement the results provided'bpgHsien (200%
WhereasTungHsien (200bdraws a simple link between extrinsic motivation and a low
frequency of strategy use on the one hand and intrinsic motivation and a high frequency
of strategy use on the other, the current study also finds links ingjgosite direction
depending on some other learner variableBhese results alspartly contradct the
findings byVansteenkiste and Lens (200@ee chaptenl.1.5.) who associate intrinsic
motivation with higher levels of achievement and extrinsic motivation with lower levels of
achievement. As demonstrated in the results of thisidy, extrinsically motivated
learners can be very effective concerning their writing processthedise of strategies,
whereas intrinsic motivation can lead to perfectionist attitudes and little effectiveness, or
to learners who transfer their speakingykes to writing and prefer intuition to problem
solving strategies.An overview of the links between motivation, other learner

characteristics, and learnénitiated noticing with strategy usés illustrated inFigure21.

Effort to close knowledge gaps
Extrinsic + intrinsic motivation High number and combination of LREs

Communicative confidence Wide range of strategies
Effective use of strategies

Low number and combination of LREs
Intuition more important than strategies

Extrinsic motivation
No effort to close knowledge gaps
School influence on English learning

Low number and combination of LREs
Effective use of strategies

Communicative confidence

Figure2l: Links between motivation, LREs apdoblem-solvingstrategies.

The resultsconcerningthe influence of écus on communication and accuracgnfirm
and complement whatKormos (1999 found for L2 speaking (see chaptérl.5.2.
Learners witha focus on accuracy or witla balanced focus on communication and
accuracy were generally the slower writers, whereas learners witbcus on fluency
were fast writers and did not experience that many LREs. Similai§primos (1999,
some learnergonfirmed that theytook a conscious decision to prefer fluency to accuracy

(for example learner 1M2), whereas other learners (such as learnercbRSgiouslyook
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time to write as accurately as thepuld The different appaches to communication and
accuracy are illustrated by the following two quotes:

Also ich Uberlege mir am Anfang, ich schaue mir das ThemalMhr(.), ah, Uberlege mir
was ich dazu weild oder was ich dazu gelernt habe vielldickithin.), und dann fargich
einfach an, an zu schreiben: fihm.) Was ictht oft positiv ist, aber @@:(Dkay.) ich
fange einfach an runterzuschreibgdM2 Int 191191)

I: Bist du schnell oder langsam?

1F5 Ich bin, langsam.

I: Mhm.

1F5 Und, ich, versuche auch mir Zeitlaasen.

[...]
I: Moglichst genau nicht so genau?
1F5 Ich, glaube da ware ich moéglichst gendie5 Int 405408, 413414)

The findings for learners of typg and especially the exceptionaarner 1F5can be
interpreted in light of the findings about forgm language anxiety presented Brtega
(2009 and discussed in chaptér1.5.2 Most of the learners of type 1 seem to hayo

put it in Ortega's terms; perfectionist attitudes to foreign language learning. These
attitudes are visible itheir focus on accuracy. Adarnersexcept forlearner 1F5 seem to
have a balanced viewf @ommunication and accuracy, finding accuramyportant but
also being aware that accuracy sometimes can or has to be given up for the sake of
fluency and communication. These learners encouhigh numbers of LREs and are able
to deal with them effectively. Learner 1F5 hapranounced perfectionist attitudg¢she is

a monitor overuser as described in chaptket.5.9 together witha low ability to resolve
her languageelated problems.This cluster of factors causes high foreign language

anxiety and seems to lqgoblematicfor the learner's use of the L2.

The factor of expliciknowledge of strategies seems to play a role only under certain
circumstances fithe learnes themsdves prefer intuitive decisiong&nowledge ofa wide
range ofstrategies is linked to a more balanced use of intuition and strategies and to a
more goaloriented use of strategies, whereas knowing few strategies is linked to a less

effective strategy use.

The number of languages learned or spoken by the participants seerne tmked in
some ways taoticing and strategy usé.earners who learned or spokeore than three

languages are of two typet general, these learners are interested in languages and do
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not suffer from foreign language anxietyhe firstsubtype are the learners of type la
option 1 who have got balanced views on communication anduaacy and experience

the largest numbers and widest ranges of LREs, combined with an effective use of
problemsolving strategies. The second type are learners of type 3 who experience a
strong private influence on their English learning and prefer intifigtion as a problem
solving behaviour. On the other hand, learners with three languages and less tend to
exhibit extrinsic motivation only and generally experience a lower number of LREs. Even
though there are exceptions tthis trend, it seems that a gher number of languages is
positively linked to noticing. This correspondspt@vious esearch which has found that

multilingualism is beneficidab language awarenegdessner, 1999homas, 1992

Some phenomena found in the current study can be interpreted in different ways and
would need further investigationFirst, the use of intuition to deal with LRES requires
further investigation. As mentioned in chapteid.1and V.1, some learners usktheir
intuition as their preferred problersolving mechanism and d#arnersexcept forone

used intuition in some way. However, the use of intuition witltadentifying the problem
occurredonly twice in the dataThis means that the use of intuitiomaslessprominent

than in Swain and Lapkin (199%ut more prominent than inCumming (198P or
Cumming (1990 In comparing their study wit€umming (1990 Swain and Lapkin (1995,

p. 383 suggestd two possible reasons for the importance of intuition in their data and
the lack of intuitive decisions in Cumming's détee also chapteitl.1.3.9. First, the age

of the learners could be an important factor. Swain and Lapkin's leamers young
adolescent learners (as opposed to Cumming's adult learners) who might be less analytic
about language due to their age. Second, Swain and Lapkin's leawees early
immersion learners in Canada, which means that their language acquisitionatasl

and imgicit and not so much rukpased and explicit-or this reason, intuition may have
played a more important role in their writing, similar to L1 writefihis explanation
corresponds to the expected effects of naturalistic and instructed learning on second

language acquisition as discussed\b\Ellis (2008a

Both arguments can be traferred to the current study. The participantgere young

adolescent leamers, which might explain why they used intuition more often than

184



Cumming's learners. The overriding tendency is that those learners whose English
learningwaslargelyinfluenced by school tended to apply intuition less often than those
learners who have déen able to use Engliséxtensivelyin their everyday lives. Even
though the language acquisition process of these learmexsstill very different and far
more explicit than the language acquisition process of the early immersion learners in
Swain and Lapkin (1993heir extensive experiencaf English outside school may be the
reason for their preference for intuition. rOthe other hand, the greater explicitness of
their language instruction ight explain why intuition seemt& have been even more

prominent in Swain and Lapkin's study.

A similar link can be drawn between the influence of school or private life and the
participants' focus on communication or accuracy. The data shows that participants who
usead English frequently in their private lives tesdito focus on communication, whereas
participants who experienak English mainly at school fosed on accuracy ohad a
balanced view of communication and accuracy, accounting for the fact that accuracy is
needed at school. It might be concluded from this tendency that school seems to be

fostering focus on accuracy and explicit learning.

Anotherfactor which was not inestigated in this study but which might have influenced
the way learners dealt with the composing task is their perception of the tAsk.
mentioned in chapterll.1.3.3 Williams (1999 and Niu (2009 found differences in
learnerinitiated focus on form depending on the learners' perception of the t&gken
asked about their preferences regarding their orientation to communication or accuracy,
severallearners distinguished between school tasks and communicative activities such as
writing e-mails or chatting. This would in consequence mean that if they perceived the
writing task as a schoasimilar task, they would have been more likely to pay more
attention to accuracy. On the other hand, if they perceived the task as a communicative
activity or if they did not link it too strongly with the school context, they might have paid
less attention to their accuracyn addition, learners formed expectations dhe task
concerning issues which were not explicitly thematized in the instructions. For example,

some participants thought they were not expected to revise their composition, whereas
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others thought they were expected to do §bOne participant understood she had to
write the whole page, even though the instructions were clear about one page being a
maximum but not a requirement (this misunderstanding lead her to write more than she
would have written if she had understood thestructions correctly). These perceptions

of the task might have influenced the ways learners dealt with the writing task.

The last issue which cannot be resolved by this study but appears yoftfurther
investigation is the participants' preference fi@-phrasing. Asnentioned in chaptetV.1

and asobvious fromFigurel4 and Tablel18, re-phrasing was one of the most frequently
used strategies over most LRE types. Some learners even upbdasing more often to
solve their lexical prdems than using a dictionary. It was mentioned by several
participants that dictionary use was not allowed at school or that it was allowed only
startingin the 10" grade®* Rephrasing seems to be a strategy taught at school as one of
the most prominent sategies® This might be the reason why some learners preferred

the re-phrasing strategy to the use of dictionaries.

V.3. Noticing and SLA

The relevance of learnenitiated noticing in the output and effective application of
problemsolving strategies gainfurther importance if discussed in the context of its
possibleeffects on second language acquisitidrwcording to the way learners deal with
their own output and with their languageelated episodes, it is not only wten output
which is influencedut the result of the LRE influences language acquisition processes.
The possible links between output, input, and Steke discussed in chaptdt.1.3.1 The
models siggested bySwain and Lapkin (199%nd Izumi (2003 are based on the
assumption that noticing takes place and tledrners turn to input if they cannot resolve

an LREusing their own means.Table 20 also lists other options encountered in the

current study and explores their possible effects on SLA.

® Instructions about revising were purposely not given in order to see whetherparticipants would
revise or not.

% Note that if this practice reported by the participants really takes place, it contradicts the requirements
posed byRampillon (2007, p. 33Xbout the learning techniques learners should be able to apply after
finishingSekundarstufe (see also chaptdt.1.4).

®® This is not to say that rphrasing is unimportant. The importance ofplrasing becomes most apparent

in oral interaction.
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Table20: Scenarios of theoticing process with possible outcomes

Noticing Problemsolving  Possible effects o8LA
behaviours
Noticing Turning to input  Gathering and integrating new L2 data

A more certainty, rejectingr confirming
hypotheses about L2, creating new hypothese
A possibly development of communicative
strategiesby trying to elicit input from
interlocutors

Noticing Using problem Achieving the communicative goal by using
solving available linguistic means
compensatory A no new hypotheses about L2
strategies A automatization of existing L2 knowledge

A development and automatization of
compensatory strategies

Noticing Intuition Uncertainty
A interlanguage probably develops but this
development might be both positive and
negativé®
A development of interlanguagand
communicative strategiesncertairf’

Noticing Knowledge Activation of existinggnowledge (which is not
activation yet activated automatically while writing)
A automatization

No noticing No problem No chance to develop interlanguage further,
solving stagnation (does not necessarily have to be
behaviours negative ithe learner'sinterlanguage is

sufficient fortheir communicative needs)

Need to solve problems only if there is a dang
of communication breakdown; solving problen
quickly and effectively (just to reach
communicative goals)

A development of communicative strategies

®® An example of a negative development would thee fossilization of hypotheses which the learner could
have changed if they hadrned to input.

®" Intuition might possibly;, and often doeg; also lead to a "correct” result. In interpersonal communication,
intuitive decisions may make more sense than niting as the learner will immediately receive feedback
from the interlocutor if the intuitive decision was wrong (at least in cases where a wrong decision causes
communication breakdown). In written language production, the only way to find out whethantaitive
decision was correct or not is to have the written piece of work corrected. In this case, investigating the
corrected version as to whether intuitive decisions were correct would facilitate SLA. However, correction is
already input and thereforbelongs to the first option mentioned in this table.
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For second language acquisition, turning to input and knowledge activation seem to be
the most useful choiceBy turning to input, the learner can receive answers relevant to
their own linguistic needs. Through new input, they can create new hypothdses the

L2 and test old hypotheses. Knowledge activation semhes automatization of L2
knowledge, as the knowleégwas not retrieved immediatelgut an LRE was necessary.
However, the learner already possessed the knowledge in question and an LRE was
needed in orderto retrieve the knowledge. By repeating this procedure several times,

fluency and automaticity are developed.

The use of intuition may be helpfir achieving communideve goals fast and effectively

but its contribution to SLA is uncertain. The use of intuition is typical of naturalistic SLA
and therefore undoubtably facilitative for SLIA. the apparent use of intuition, learners
might be actually testing hypotheses which they formed based on the inpytriaeeived
previously (this would correspond to the fact that learners who preferred intuition were
those learners who experienced English mostly in private circumstar@as)he other
hand, research has shown that naturalistic SLA alone usually doeteambtto high
degrees of accuradgf. Doughty & Williams, 1998b, p). 2Jsing compensatory strategies
does not contribute to forming or testing new hypotheses about the L2. Howeite
might help automatize egting L2 knowledge anis usefulness for communication is

unquestionable.

V.4. Possible i mplications for foreign language teaching

Implications for foreighanguage teaching can be drawn based on the results of this study.
Whenformulatingpossible implications, several aspects need to be considered. First and
above all, decisions about foreign language teaching should be guided by their effects on
second laguage acquisition. Second, tlsguationally appropriatepractical use of the
acquired aspects in redife situations should play a role in the decisions. Third, other
aspects such athe effects on learner foreign lamgge motivation should be taken mt
account. Next, different learner types shoulieally be considered, offerring individual
solutions for each typelast but not least, the decisions should be practicahlehe

framework of the respective educational systeAll implications drawn in tils chapter
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are suggestions based on the results of this study and their suitability for foreign language

teaching and the current teaching concept will have to be investigated by future studies.

As mentioned in chapteY.3 learnerinitiated noticing and the way it is dealt with can
have different effects on SLA. In general, noticing is undoubtedly vital for second language
acquisition to take place (see alsbapter 11.1.3.]). For this reasonpromoting noticing
should be one of the goals in foreign language teaching. Based on the insight that noticing
inevitably takegplace inthe case of a communicative breakdowsych situationganbe

used as a starting point in order to make learners notice linguistic features. Oral
interaction is known for offerring a number of naturally occurring situations which
promote noticing(see, for exampla{ormos, 1999 eeser, 2004Zhao & Bitchener, 2007

In written production, corrective feedback could be taken as a starting point, making the
relevance of corrections for comprehensiafear to the learners® Also collaborative
writing tasks have been found to generate leari@tiated focus on form(see, for
example,Gutiérrez, 2008Niu, 2009. Edstrom (200Bsuggestshaving learners evaluate

written products of other learners to promote noticing of linguistic features.

Noticing, however, is only the first step towards interlanga development. Depending

on what happens after a certain feature has been noticed, there are different effects on
SLA. If learners notice a certain linguistic feature and resolve it intuitivedyeffects on
interlanguage are uncertain and difficult &ssess, as intuitive solutions might be helpful
for interlanguage development but might also have negative effd8ysturning to input

to resolve languageelated problems, learners can test their hypotheses about the L2 or
create new hypothesedzumi (2003, p. 17)2suggests thatinguistic features which are
noticed when producingne's own output are more likely to be noticed upon furthe
exposure to input. | would like to go one step further by suggesting that learners are
allowed and taught to turn to input immediately upon noticing a certain linguistic feature

in their output. Through the immediate relevance of this linguistic feattoe the

®®The tendency in the research so far has been to investigate the effects of corrective feedback on the
acquisition of certain linguistic featurdsee, for example, Bitchener, 2008, who investigated the effects of
different types of written corrective fegback on the acquisition of English artigleBhe focus targeted in

my suggestion is not on the acquisition of certain linguistic features but rather on the gradual development
of learnerinitiated noticing by showing learners potential candidates faticing in their own written
production and by making their relevance sufficiently clear.
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learners own production, the learners are likely to integrate the new knowledge into
their existing linguistic L2 system bettdfor this reason, strategies how tmin input
should be taught to learner® These strategies includén particular the use of
dictionaries and other L2 resources, including tiréical use of theinternet (which is

gaining importance and relevance due to the fact that most learners have internet access)

Turning to input every time an LRE is encouatiecanbe very timeconsumingand is not
appropriate for every communicative situatiofror this reason, other strategies which
learners can use to compensate for their lack of L2 knowledge should be available to
them. The results of the current study show thsime learners make extensive use of re
phrasing and that thg use various types of strategies in order to arrive at a resolution
without using L2 resource§.eaching these strategies should be part of every language
teaching course, at the same time makihe learners aware of the different relevance of
various strategiesn different contexts. The ability to differentiate between different
contexts and communicative purposes concerning the focus on communication or
accuracy has turned out to be an impantavariable in the current study. The learners
should be enabled to employ different kinds of problewmlving strategieslepending on

the communicative situation.

Even though noticing and the use sfrategiesto foster second language acquisition
shouldbe taught and are an important step on the way to learner autonomy, the need for
fluent and confident communication should also be taken into accolyt. making
learners aware of th features of their output which might be misunderstood and by
having themsearch for "correct" solutions, the teacher runs the danger of producing
anxious learnersvho will preferto not say or write anything rather than say or write
something wrong(see also the discussion in R. Ellis et al., 2002, p. 430, mentioned in
chapter 11.1.3.% Firding the right balance between promoting noticing and problem
solving strategiegincluding the use of intuitionpn the one hand and promoting fluent

communication on the other should not be a oemmled solution for all learnerbut

% Research so far has not been conclusive about whether strategies can actually be(@xfghd, 1992, p.
180). However, some researcdtudies conclude that teaching strategies may help learners become more
effective (see the summary in Oxford, 1992, pp. 1832), which is why this option is takeinto account
here.
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should rather considethe different learner types such as those identified in the current
study/® The following recommendationaim at broadening the learners horizons, i.e.
making them aware of those areas of noticing or strategies which they do not seem to be

aware of yet.

Learners of type laption 1seem to be the "ideal learners" who are confident, highly
motivated, reflected and effective learners and writers. As these learners seem to possess
the ability to differentiate between situations which require accuracy andasibns in
which efficient communication is more important, the teacher does not need to take any
action in this areaThese learners can be taught new strategies or made aware of some
additional possible areas of noticing, or individual feedback can Bengio them
concerning their wn noticing. Learners of type 1a optionakso notice a wide range of
linguistic features and apply strategies effectively. As anxious learners, they might profit
from being exposed to more communicative situations in whiatytban focus on fluency,
gain more confidence and possilgythrough mastering the communicative situatiogs
develop their language learner motivation besides purely extrinsic orientatiearners
such as learner 1Rbould need the most differentiated pe of instruction. On the one
hand, they should be taught to apply strategies (either resources or compensatory
strategies) rather than intuition to deal with their noticing. Learning this is likely to give
them more confidence as they would be able tottdseir hypotheses about the L2 rather
than staying insecure. The use of strategies should also be trained to make it more
effective. On the other hand, for the same reas as given for learner type la option 2
learners such as 1F5 should be given opportunities to communicate witiauingto be

accurate.

Learners of type 2 use their strategies effectively andstiygoroduce correct utterances

but they do so at the cogif their message, i.e. they agatheir communicative intention

to what they are able to express in their L2. These learners are confident enough and only
extrinsically motivated. A possible approach for this learner type would be to make them

express their ideas more precisely, possibly evertuding ther L1 writing as amodel.

"For an overview of the different learner types as identified in the current studyFgpeel8 and Figure
19.
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This approach could help the learners see the different facets of expression and transfer
them into their L2. It might also make them consider a widentext than only the

sentence’!

Learners of type 3 prefer intwite action as a solutioto their LREs. They are effective
communicators and also apply compensatory strategies effectively. Howteeuse of
problem-solving strategies might help them test their hypotheses about the L2 by turning
to input. For this reasn, these learners should beught various types of strategies
(especially the use of resourcem)d their effective use. They should also be shown the

relevance of accuracy for some written tasks.

V.5. Conclusions and o utlook

The current studyinvestigatedlearnerinitiated noticing in the production of written
output and the learner$ problemsolving behaviours when trying to resolve their
languagerelated episodes. As a qualitative study witin participants, this study was
able to show some tendencies ey manifested themselves in the data. In addition, the
study was conducted witkearnersfrom one culture, one city, all in one age group and
very probably all belonging to higher social groups with generally positive attitude
towards education. For thissasong as with most qualitative studie@lick, 2009, p. 407

¢ the resuts cannot and should not be generalized onto different populations, age groups,
cultures andsocial groups. However, the tendencies found in this study have delivered
some useful insights and can be taken as a starting poirgdditionalinvestigationswith
larger groups of participants;onsidering various other factor@ased on the insights
about the possible effect of age and the learning environment on the use of intuition
versus the use of problersolving strategies, a study could be designed which aims at
comparing the effects of these factors. For studies with gdanumber of participants, it
would be vital to make the research design more effective. The research design in its
current state helps find various links and is very opgmew phenomena. However, the
implementation of the research design is very thtmsuming andhardly practicable

with a largenumber of learners. Developing a questionnaire instead of an interview might

" These learners can, of course, be perfectly content with the functional reduction strategies they apply
and these strategies are sufficient for them to achieve their communicative purposes. Thessoggiven
here aims at the goal mentioned above, i.e. at showing the learners what they do not normally focus on.
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present an option to resoimg the time issuge even though it cannot offer the same depth
of information However, the assessment afarnerinitiated noticing based on own

language production is difficult to conduct in a less intensive time frame.

Besides considering different learner populations, | would like to suggest some other
possible directions in future resezh. In the currenstudy, the effects of learneanitiated
noticing and strategy use on the quality of the written product were consciously not
investigated. A future study coulkekplicitly focus orthese effects. The reason is that the
quality of the written product is whas evaluated in exams, at school, or what is noticed
by potential employers wheassessing job application. The question whether language
awareness improves one's performance is highly controve{Gialitzmann, 1997, p. 235

but from the practical point ofiew highly relevant.

A practically oriented study which could be derived from the results of the current study
couldtarget thedevelopment of an assessment tool for teachers. With this tool, teachers
could use their observations and the learners' sefforts in order to assign their learners
to different types and be able to guidihe learners'L2 learning according to their

individual needs.

A final remark is reserved for a note about the relevance of the research presented in this
study considering th presentday status of English. It might appear that leariretiated
noticing is an obsolete idea as it stresses the importance of accuracy in a world in which
learners of different mother tongues use English dsrgua Francéo communicate with

each other rather thannon-native speakersommunicating with native speakers of a
language (Seidlhofer, 2001, pp. 14D41). However, with a slightly adapted view of
accuracy, the relevance of learnmitiated noticing becomes apparent. In the context of
English ad.ingua Francalearners have to meet even more difficult requirements than
learners who communicatenly with native speakers. Every utterance, be it written or
spoken, can have different effects on the interlocutor depending on their cultural
backgroundLanguage users should be aware of the effect which their utterances might
have on their counterpartsFor this reaon, studies which investigatthe effects of

corrective feedback on the "nativiéke™” use of selected linguistic featurabandonsome
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of their relevance, whereas studies which investigate the development and promaoiti
learnerinitiated noticing and tke application of strategies to foster autonomous language

use become highly relevant.
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Appendix 1: Informed ¢ onsent

Monika Geist, Ludwig-Maximilians-Universitit Miinchen

Information iiber die Untersuchung
»Sprachbewusstheit in der Sekundarstufe I*

In dieser Untersuchung mdochte ich mir genau ansehen, was in Schiiler/innen vorgeht, wenn
sie auf Englisch schreiben. Auflerdem interessiert mich, ob und welche Zusammenhinge
zwischen dem fremdsprachlichen Schreiben und dem Sprachenlernen bestehen.

Die Teilnehmer/innen dieser Untersuchung schreiben zuerst einen Aufsatz auf Englisch und
denken dabei laut (das heiBt, sie sprechen alles aus, was ihnen withrend des Schreibens durch
den Kopf geht). Das Papier, auf das geschrieben wird, wird mit einer Videokamera
aufgenommen, so dass die Teilnehmer/innen nicht erkennbar sind. Danach sehen wir uns das
Video gemeinsam an und besprechen es. Dabei kann sowohl ich als auch die
Teilnehmer/innen das Video jederzeit anhalten und eine Frage stellen oder etwas
kommentieren. Dieses Gesprich wird mit einem Audio-Aufnahmegeriit aufgezeichnet. Am
Schluss fithre ich mit den Teilnehmer/innen noch ein Interview iiber ihr Sprachenlernen durch.

Die gesamte Untersuchung kann zwischen ein und zwei Stunden dauern.

Erklirung

Hiermit erklire ich, , dass ich mit den folgenden Punkten
einverstanden bin:

® Jch nehme an der gesamten Untersuchung teil, so wie sie oben beschrieben wird.

® Wiihrend der gesamten Untersuchung werden Video- und Audioaufnahmen angefertigt.

e Die Daten oder Ausschnitte auf ihnen diirfen in anonymisierter Form fiir
Forschungszwecke verwendet werden und zur Prisentation der Forschungsergebnisse
herangezogen werden.

[[] Ich méchte den transkribierten (d.h. in schriftliche Form umgewandelten) Datensatz lesen,
bevor er verwendet wird, und ggf. Stellen markieren, die nicht verwendet werden diirfen.

Unterschrift des Teilnehmers / der Teilnehmerin

Unterschrift eines / einer Erziehungsberechtigten

! Bitte ankreuzen, falls gewiinscht.
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Appendix 2: Interview g uide 1, long version

Interview zu Motivation und Lern-/Schreibstrategien

In diesem Interview mdéchte ich mich mit dir iiber dein Verhiltnis zu Sprachen und iiber dein
Vorgehen beim Schreiben unterhalten. Es ist mir wichtig zu wissen, was deine Meinung ist
und wie du wirklich vorgehst. Ich werde nichts bewerten und wiirde mich freuen, wenn du
mir moglichst ehrliche Antworten geben kdnntest.

Name:

Alter:
Schulklasse:
Geschlecht:

Note in Englisch:

Abschnitt 1: Allgemeine Informationen, Sprachlerngeschichte
Welche Sprachen sprichst du / lernst du und wie lange?
Muttersprache/n, Zweitsprache/n, Fremdsprache/n

Wo lernst du die Sprachen / hast du die Sprachen gelernt?
Familie / Schule / Privatunterricht / Ausland?

Abschnitt 2: Motivation

Warum lernst du Englisch?

(Pflichtfach in der Schule? Heutzutage Schliisselqualifikation? Allgemeines Interesse am
Sprachenlernen?)

Denkst du, dass Englischkenntnisse heutzutage wichtig sind?

Macht dir das Englischlernen Spal3?

Benutzt du Englisch auflerhalb der Schule? Wenn ja, wo? (Handy, Computerspiele,
Gebrauchsanleitungen, Liedtexte herunterladen + Lieder singen, Biicher lesen, E-Mail-
Freundschaft, Verwandschaft, Auslandsaufenthalte)

Wo lernst du Englisch / hast du Englisch gelernt?

{Schule, Privatunterricht, Ausland...?)

GrobBe / kleine Gruppe, Einzelunterricht, kein formaler Unterricht, allein?

Wie sieht der ,,normale® Englischunterricht bei dir aus? Was ist deinem Lehrer / deiner
Lehrerin wichtig? Wie war es bei den friiheren Lehre/innen? (Schreiben, Sprechen, Lesen,
Harenverstiindnis, Grammatik, Vokabeln, Projekte, grofier Wert auf Benotung, Atmosphdre in
der Schulklasse, Lieder singen, englische Biicher lesen, Wérterbuch-/Ressourcennutzung...)
Findest du die Bedingungen gut, unter denen du Englisch lernst? Wenn ja, warum? Wenn
nein, warum und was wiirdest du verbessern?

Abschnitt 3: Lern-/Schreibstrategien

Was schreibst du in Englisch am liebsten?

Warum?

Was schreibst du nicht so gern und warum?

Schreibst du auch privat / aufierhalb des Unterricht (zu Hause, zur Kommunikation mit
Freunden) auf Englisch (z.B. Briefe, E-Mails, Geschichten)?
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